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ABSTRACT

This study aims to examine preservice preschool teachers’ pre-practicum expectations regarding classroom
management, experiences during the practicum, the similarities and differences between their expectations and
experiences, and their evaluations of the undergraduate education and guidance processes related to these
experiences. Adopting a qualitative phenomenological design, the study involved 27 preservice teachers enrolled
in the preschool education program at a state university who were taking the teaching practicum course. Data
were collected through semi-structured interviews and analyzed using thematic analysis. Findings indicate that,
prior to the practicum, preservice teachers tended to perceive classroom management as a teacher-controlled,
easily manageable, and one-dimensional process; however, their practicum experiences transformed this
perception into a more realistic, multidimensional, and relationship-based understanding. The results also show
that undergraduate coursework often remained largely theoretical, whereas practice-based experiences played a
more decisive role in developing preservice teachers’ awareness of and experience with classroom management.
In addition, guidance provided by cooperating teachers and university supervisors supported preservice teachers’
classroom management practices; however, some preservice teachers expected more feedback, interactive
guidance, and closer support throughout the practicum. Preservice teachers also encountered various challenges,
such as gaining children’s attention, maintaining classroom order, and coping with problem behaviors. Finally,
practicum experiences were found to influence preservice teachers’ self-evaluations of classroom management
and their professional development.
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Okul oncesi 6gretmen adaylarinin sinif yonetimine iligkin beklentileri
ve staj siirecindeki deneyimleri

OZET

Bu arastirmanin amaci, okul dncesi 6gretmen adaylarinin sinif yonetimine iliskin staj oncesi beklentilerini, staj
slirecindeki deneyimlerini, beklentileri ile deneyimleri arasindaki benzerlik ve farkliliklari ve bu deneyimlerle iligkili
lisans egitimi ve rehberlik streglerine iliskin degerlendirmelerini incelemektir. Calisma, nitel arastirma yaklagimi
gergevesinde fenomenolojik desen kullanilarak ydrittlmastdr.  Arastirmanin - katilimeilarini - bir - devlet
dniversitesinin okul 6ncesi 6gretmenligi programinda 6grenim goren ve ogretmenlik uygulamasi dersini alan 27
ogretmen adayi olusturmaktadir. Veriler yari yapilandirilmis gorismeler araciliglyla toplanmis ve tematik analiz
yontemiyle ¢ozimlenmistir. Arastirma bulgulari 6gretmen adaylarinin staj dncesinde sinif yonetimini daha ¢ok
ogretmen kontrollne dayali, kolay yonetilebilir ve tek yonlu bir stireg olarak algiladiklarini ancak staj deneyimleriyle
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birlikte bu alginin daha gergekgi, gok boyutlu ve iliski temelli bir yaplya dondstugunid gostermektedir. Bulgular
ayrica lisans derslerinin cogunlukla teorik dizeyde kaldigini, uygulama temelli deneyimlerin ise 6gretmen
adaylarinin sinif yonetimine iliskin farkindaliklarinin ve deneyimlerinin gelisiminde daha belirleyici oldugunu ortaya
koymaktadir. Bununla birlikte uygulama ogretmenleri ve staj danismanlari tarafindan sunulan rehberligin
ogretmen adaylarinin sinif yonetimi sureglerini destekledigi ancak bazi 6dretmen adaylarinin daha fazla geri
bildirim, etkilesimli rehberlik ve uygulama slreci boyunca daha yakin destek beklentisi icinde olduklari
belirlenmistir. Ayrica 6gretmen adaylarinin dikkat toplama, sinif diizenini saglama ve problem davranislarla bas
etme gibi gesitli zorluklar yasadiklari gortlmustdr. Staj deneyimlerinin ise 6gretmen adaylarinin sinif yonetimine
iliskin 6z degerlendirmelerini ve mesleki gelisimlerini etkiledigi belirlenmistir.

ANAHTAR KELIMELER

Okul 6ncesi 6gretmen adaylari, sinif yonetimi, staj deneyimi.

Introduction

Today, the effective management of educational environments is considered important for the
quality of the instructional process. Particularly in early childhood, when children's
developmental characteristics, individual differences, and classroom interaction processes are
taken into account, classroom management becomes one of the important components of the
educational process. Studies in the literature indicate that effective classroom management
plays an important role in organizing the learning environment (Abidin & Muhammad, 2024;
Hasnanto, 2024), supporting children’s active engagement in the educational process (Cambay
& Paglinawan, 2024; Gage et al., 2017), improving academic achievement (Batool et al., 2023;
Paulines & Tantiado, 2024), creating a positive classroom climate (Djigic & Stojiljkovic, 2011;
Khuntia & Sahoo, 2025), and supporting social-emotional development (Kausar et al., 2024,
Korpershoek et al.,, 2016).

The concept of classroom management is regarded as a multifaceted process encompassing
various dimensions, such as organizing the learning environment, managing classroom
interactions, and effectively carrying out the instructional process. Researchers define
classroom management as a set of practices and processes aimed at creating and maintaining
an effective and safe learning environment, managing student behavior, supporting academic
and social-emotional learning, ensuring effective communication, and maintaining classroom
order (Basar, 2021; Brophy, 1996; Doyle, 1986; Emmer & Stough, 20071; Evertson & Weinstein,
2006; Marzano, 2003). This process also includes the effective management of time, materials,
and learning activities, the establishment of positive relationships with students, and the
creation of a classroom that is conducive to learning (Anderson et al., 1980; Karip, 2002; Levin
& Nolan, 2000; Unal & Ada, 2000).

When the general scope of classroom management is considered in terms of preschool
education settings, developmental characteristics specific to early childhood add further
dimensions to the process. Accordingly, classroom management in preschool education is
regarded as a process aimed at effectively carrying out the learning process and supporting
children’s holistic development within learning environments organized in accordance with
children’s developmental needs and individual characteristics. In this process, play- and
interaction-based practices, positive social relationships, and the creation of safe and
supportive classroom environments are considered important (Romano & Weinstein, 2023;
Uyanik-Balat, 2010). Effective classroom management plays a central role in creating a safe and
interaction-oriented preschool education environment that supports children’s social-emotional,
behavioral, and academic development (Aslan, 2023; Kusumaningtyas & Aprianto, 2025; Petkou
et al, 2025). Effective classroom management is also considered critical for increasing
children’s engagement, reducing problem behaviors (Conroy et al., 2013; Rahayu et al., 2025),
and supporting the development of social-emotional skills such as sharing, turn-taking,
expressing emotions, and self-regulation (Irawati, 2025; Kemp & Whitcomb, 2023). Teachers’
deliberate and consistent implementation of classroom management strategies strengthens
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children’s sense of responsibility, independence, and cooperation skills and supports the quality
of the educational process (Irawati, 2025; Rahayu et al., 2025).

The teacher’s role in effectively implementing classroom management in preschool education
settings also makes it important to develop knowledge and skills in this area during teacher
education. Accordingly, preservice preschool teachers’ knowledge and skills in classroom
management develop through various theoretical and practical experiences acquired during
teacher education. Undergraduate coursework, the practicum process, observation
experiences, and practice settings may contribute to preservice teachers’ acquisition of
experience in classroom management. In addition, the guidance and feedback provided by
university supervisors and cooperating teachers may support preservice teachers’ professional
development. The practicum process, in particular, may enable preservice teachers to recognize
the similarities and differences between their expectations regarding classroom management
and their actual classroom experiences.

A review of the literature shows that studies have examined preservice teachers’ competence,
self-efficacy, perceptions, beliefs, and experiences regarding classroom management from
different perspectives. While some of these studies have examined preservice teachers’
classroom management competencies and self-efficacy (Dicke et al., 2014; Saracaloglu & Altin,
20217; Zahid et al, 2022), others have examined preservice teachers’ perceptions and
conceptualizations of classroom management as well as their evaluations of classroom
management strategies (Kaufman & Moss, 2010; Kwok, 2021; Reupert & Woodcock, 2010;
Stoughton, 2007). In addition, some studies have examined the effects of classroom
management courses and practice-based experiences provided during teacher education on
preservice teachers’ views and skills regarding classroom management (Akar & Yildirim, 2009;
Ekici, 2008; Eisenman et al., 2015; Flower et al., 2017; Gokalp & Can, 2021; Hart et al., 2023;
O'Neill & Stephenson, 2012). In the context of the teaching practicum, preservice teachers’
classroom management experiences during the practicum, the difficulties they encounter, their
expectations regarding the practicum process, and guidance processes have been addressed
in various studies (Atici, 2007; Bektas & Ayvaz, 2012; Glndogdu et al., 2010; Sahintaskin, 2013).

The literature focusing on preservice preschool teachers also examines various aspects of
classroom management. These studies have examined preservice teachers’ preferences for
classroom management models and strategies (Karademir & Saatgioglu, 2021) and how
classroom management training and course content are reflected in their classroom
management strategies and practices (Asi & Karabay, 2022). In addition, difficulties
encountered in classroom management and experiences of coping with undesirable behaviors
within the context of the teaching practicum (Kogyigit et al., 2020), as well as the transfer of
theoretical knowledge to actual classroom settings, have been addressed (Bilir Koca & Glirsoy
Kizilaslan, 2026). Another study that included preservice preschool teachers examined the
teaching of preventive classroom management strategies and how these strategies were
applied in practice (Potter, 2023).

Taken as a whole, the literature on preservice teachers’ classroom management competencies,
perceptions, and experiences, as well as classroom management education and teaching
practicum processes, has been examined in various studies. Although these studies provide a
framework regarding different aspects of classroom management within teacher education,
they do not provide a context specifically focused on preservice preschool teachers. Studies
focusing specifically on preservice preschool teachers appear to be more limited, and existing
studies examine classroom management within the framework of specific topics and
processes. In particular, studies that comparatively examine preservice preschool teachers’ pre-
practicum expectations regarding classroom management and their actual experiences during
the practicum, while also considering these experiences alongside different components such
as undergraduate education and guidance provided by cooperating teachers and university
supervisors, remain limited. Addressing these components holistically may contribute to a more
comprehensive understanding of how preservice teachers’ expectations and actual experiences
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regarding classroom management develop during the teaching practicum. In this context, the
primary aim of this study is to examine preservice preschool teachers’ pre-practicum
expectations regarding classroom management, their experiences during the practicum, the
similarities and differences between their expectations and actual experiences, and their
evaluations of the undergraduate education and guidance processes related to these
experiences.

The following research questions were addressed in this study:

1. What are preservice preschool teachers’ expectations regarding classroom
management prior to the practicum?

2. What are preservice preschool teachers’ views on the contribution of the courses they
have taken during their undergraduate education to their classroom management
knowledge and skills?

3. What are preservice preschool teachers’ views on the guidance provided by their
university supervisors in relation to classroom management?

4. What are preservice preschool teachers’ views on the guidance regarding classroom
management provided by cooperating teachers at the institutions where they complete
their practicum?

5. What similarities and differences exist between preservice preschool teachers’
expectations regarding classroom management and their actual experiences during the
practicum?

6. What classroom-management challenges do preservice preschool teachers encounter
during the practicum?

7. How do preservice preschool teachers evaluate themselves regarding classroom
management based on their practicum experiences?

8. How do preservice preschool teachers’ perspectives on classroom management change
as a result of their practicum experiences?

Method

Research design

This research was conducted using a phenomenological design, one of the qualitative research
designs. Phenomenological design is a qualitative research design that aims to examine in detail
individuals' experiences, perceptions, and lived experiences regarding phenomena they
encounter in everyday life but whose meanings they have not fully explored (Creswell & Poth,
2018; Yildinm & Simsek, 2018). The primary aim of this approach is to reveal the meanings that
individuals attribute to their experiences and the essence of these experiences (Moustakas,
1994). The phenomenon examined in this research is the experiential process between
preservice preschool teachers' pre-practicum expectations regarding classroom management
and the actual classroom experiences they have during the practicum. The primary focus of the
research is how preservice teachers' perceptions, expectations, and interpretations regarding
classroom management develop and change throughout the practicum process. Accordingly,
the phenomenological design was chosen to examine in depth preservice teachers’ lived
experiences regarding classroom management, the meanings they attribute to these lived
experiences, and the experiential transformation that develops throughout the practicum
process.

Participants

Criterion sampling, one of the purposive sampling methods, was used to select the participants
of the study. Criterion sampling is a sampling approach based on including individuals who meet
predetermined criteria in line with the purpose of the research (Patton, 2015; Yildirnm & Simsek,
2018). Accordingly, the inclusion criteria for the study were defined as being enrolled in a



5> ODUSOBIAD

preschool education program, taking the teaching practicum course, and completing a
practicum at a preschool education institution affiliated with the Ministry of National Education.
In this context, the participants in the study consisted of 27 fourth-year preservice teachers who
were enrolled in the preschool education program at a state university, met the criteria
established for the study, and volunteered to participate in the study.

Data collection instrument and process

A semi-structured interview form was used as the data collection instrument in the study. The
interview form was designed to reveal preservice teachers’ expectations regarding classroom
management and their experiences with classroom management during the practicum. The
interview questions prepared by the researcher were developed based on a review of the
literature and the researcher’s experience regarding the topic.

The semi-structured interview form consisted of nine open-ended questions designed to reveal
preservice preschool teachers’ pre-practicum expectations regarding classroom management,
their experiences during the practicum, the similarities and differences between their
expectations and experiences, and the effects of the undergraduate courses they had taken and
the guidance they had received during the practicum (e.g., “What were your expectations
regarding classroom management before starting the practicum?’, “How did your experiences
during the practicum affect your perspective on classroom management?”). During the interviews,
probing questions were asked when deemed necessary to enable the participants to express
their views in greater detail.

The interviews were conducted face-to-face in April 2026 with preservice teachers who had
volunteered to participate in the study. The interviews, which were conducted individually with
each participant, took place in a single session. During the interviews, preservice teachers were
asked to holistically evaluate their experiences during the practicum, beginning with their pre-
practicum expectations; the similarities and differences between these experiences and their
expectations; their evaluations of their undergraduate education and the guidance they received
during the practicum; and the perspectives they had developed by the end of the process. Each
interview lasted approximately 35 minutes and was audio-recorded with the participant’s
permission.

Validity and reliability

To support the validity of the research, the relevant literature was reviewed during the
preparation of the interview questions, the opinions of three academics with expertise in the
field were sought to establish the content validity of the interview form, and the necessary
revisions were made in light of the feedback received (Creswell & Poth, 2018; Yildirm & Simsek,
2018). In addition, a pilot interview was conducted with two preservice teachers who had
characteristics similar to those of the participant group to evaluate the applicability of the
interview questions. Following the pilot implementation, the interview form was reviewed again
and finalized.

To support the reliability of the research, the interviews were audio-recorded with the
participants’ permission and were transcribed by the researcher. During the analysis process,
the data were read repeatedly, and the codes, categories, and themes that were developed were
reviewed. The codes, categories, and themes developed were examined by an expert
experienced in qualitative research; the scope, labels, and appropriateness of the themes and
categories were evaluated, and the necessary revisions were made in light of the expert's
recommendations (Creswell & Poth, 2018). In addition, direct participant statements were
included to support the credibility of the research findings (Yildinm & Simsek, 2018).
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Data analysis

The data obtained in the study were analyzed using thematic analysis. Thematic analysis is an
analytical approach based on identifying, organizing, and interpreting recurring patterns of
meaning in qualitative data (Braun & Clarke, 2006). In this research, thematic analysis was
chosen to examine preservice teachers’ expectations in depth regarding classroom
management, their experiences during the practicum, the meanings they attributed to these
experiences, and the common patterns that emerged throughout the process.

During the analysis process, the interviews were first transcribed, and the resulting transcripts
were read repeatedly by the researcher to develop an overall understanding of the data. The
interview data were then examined in detail, and initial coding was conducted in line with the
meanings that emerged from preservice teachers’ experiences regarding classroom
management. Codes with similar meanings were grouped together to form categories, and the
relationships among the categories were evaluated to identify themes based on common
meanings in preservice teachers’ experiences. The analysis process was not conducted in a
strictly linear manner; when deemed necessary, the researcher returned to the data during the
stages of coding, category formation, and theme development, and the themes and categories
were reviewed in relation to the research questions.

Research ethics

The researcher obtained ethical approval from the ethics committee of the relevant university
through a decision dated March 26, 2026, and numbered 2026-62. All participants included in
the study were informed about the purpose and procedures of the study, and were informed
that participation was voluntary. Verbal and written informed consent was obtained from the
participants, and their requests to withdraw from the interview at any point were respected. All
data obtained during the study were used for research purposes, and identifying participant
information was anonymized in the reporting of the findings.

Findings

In this section, findings regarding preservice preschool teachers’ pre-practicum expectations
concerning classroom management, their views on the contribution of the courses they took at
university to their classroom management knowledge and skills, their evaluations of
undergraduate courses in the context of classroom management, their views on the guidance
provided by university supervisors and cooperating teachers, their experiences during the
practicum, the challenges they encountered, their self-evaluations regarding classroom
management, and changes in their perspectives on classroom management based on their
practicum experiences are presented in turn.

Table 1 Preservice preschool teachers’ pre-practicum expectations regarding classroom management

Theme Category f
Easy management and teacher control 13
Simple and one-dimensional strategies

Unrealistic perceptions of children’s developmental and
behavioral characteristics

Orderly, planned, and problem-free classroom

Idealized expectations

functioning 6
Expectations regarding theory and Theoretical and pedagogical approaches 3
practice Theory—practice alignment 3
Emotional and relational expectations Prej—p-racncurh an><|.ety and d|ff|culty 3
Building relationships and being accepted 3

Table 1 shows that preservice preschool teachers’ pre-practicum expectations regarding
classroom management were grouped under three themes: idealized expectations,
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expectations regarding theory and practice, and emotional and relational expectations. The
findings reveal that preservice teachers’ expectations were largely organized around the theme
of idealized expectations. Within this theme, preservice teachers were found to perceive
classroom management as a process that could be easily maintained through teacher control
(f=13), managed with a limited number of strategies (f=8), and proceed largely without problems
(f=6). In addition, unrealistic perceptions of children's developmental and behavioral
characteristics (f=7) further support this perspective. When the categories under this theme are
considered together, it can be stated that preservice teachers largely viewed classroom
management as a predictable and manageable process. This suggests that, before having
actual classroom experience, preservice teachers were able to anticipate the multidimensional
and dynamic nature of classroom management only to a limited extent. In this regard, one
participant stated, “I thought it would be an environment in which children could be guided more
easily... and would follow the rules immediately.” (PT1), while another participant expressed an
expectation regarding children’s developmental characteristics by stating, “I thought children
had longer attention spans.” (PT14).

Some of the preservice teachers’ expectations were grouped under the theme of expectations
concerning theory and practice. Within this theme, preservice teachers’ expectations regarding
theoretical and pedagogical approaches (f=3) and the alignment between theory and practice
(f=3) can be interpreted as reflecting a belief that the knowledge and approaches they acquired
during their undergraduate education would be sufficient for the classroom management
process. In this regard, one participant stated, “I thought the knowledge taught at university
would be sufficient.” (PT21).

Under the theme of emotional and relational expectations, preservice teachers’ expectations
regarding pre-practicum anxiety and difficulty (f=3), as well as building relationships and being
accepted (f=3) were identified. This finding indicates that some preservice teachers evaluated
their expectations regarding classroom management not only in terms of classroom
management skills but also in terms of the relationships they would establish with children and
their ability to adapt to the process. In this regard, one participant expressed concerns about
being accepted by the children and about adapting to the process by stating, ‘I thought the
children would not accept us and that they would have difficulty adapting.” (PT6).

Table 2 Preservice Teachers' Views on the Contribution of University Courses to Classroom
Management

Category f
Need to develop and diversify course content 19
Need for practice and early practicum 15
Contribution of practical courses 12
Courses being predominantly theoretical and considered insufficient in terms of practice 12

Table 2 shows that preservice teachers’ views on the contribution of university courses to
classroom management were largely organized around evaluations of the practical dimension
and course content. Views regarding courses being predominantly theoretical and considered
insufficient in terms of practice (f=12), the need for practice and early practicum (f=15), and the
contribution of practical courses (f=12) indicate that preservice teachers placed importance on
practice-based experiences in developing classroom management skills. In addition, views
regarding the need to develop and diversify course content (f=19) reveal that preservice
teachers expected not only an increase in opportunities for practice but also the enrichment of
course content related to classroom management and greater inclusion of content specific to
the preschool education context in the curriculum. When the categories are considered together,
it can be stated that preservice teachers viewed classroom management not merely as a
competence that could be developed through theoretical knowledge, but rather as an area of
skill reinforced through practical experiences and requiring support from content specific to the
preschool education context. In this regard, one participant expressed a need for practice-based
learning experiences by stating, “The courses we took were predominantly theoretical; |



ODUSOBIAD 38

expected a more practice-based learning environment or one enriched with observations in
preschools.” (PT16). Similarly, another participant expressed expectations regarding the
development of course content and strengthening of the practical dimension by stating, “It
would have been better to have more practice-oriented courses that included actual classroom
settings”; “It would have been beneficial to have more examples and opportunities for practice
on topics such as coping with challenging behaviors and crisis management.” (PT17).

To demonstrate how the overall evaluations presented in Table 2 were reflected in specific
courses and content, “Table 3 Preservice Teachers' Evaluations of Undergraduate Courses in
the Context of Classroom Management” is presented below.

Table 3 Preservice teachers’ evaluations of undergraduate courses in the context of classroom
management

Evaluation Dimension Course/Content

Art / Creativity

Music

Drama

Child development

Play / Play education

Preschool education curriculum
Classroom management

Mathematics

Science

Principles and methods of teaching
Predominantly theoretical course structure
Courses and content considered Lack of a practical component in courses

insufficient Insufficiency of the classroom management course in terms of
practice
Early practicum / observation courses

Courses and content considered
to contribute to classroom
management

== NN N oo |0y | —

-
(2} N

N

—
—_

Practice-oriented courses
Courses and content suggested i
for development Materials development course

Behavior management / Crisis management
Communication skills / Communication with children

= IN[N|O1

Table 3 shows that preservice teachers’ evaluations of undergraduate courses in the context of
classroom management were organized around courses and content considered contributory,
insufficient, or in need of development. Among the courses considered to contribute to
classroom management, art/creativity (f=7), music (f=6), drama (f=5), and child development
(f=5) stood out, while the predominantly theoretical course structure (f=11) and the lack of a
practical component in the courses (f=5) were among the most frequently mentioned
inadequacies. In contrast, preservice teachers particularly suggested increasing opportunities
for early practicum and observation (f=11) and giving greater emphasis to practice-oriented
courses (f=5). These findings indicate that although preservice teachers criticized the
predominantly theoretical course structure, they acknowledged that some theoretically oriented
courses contributed to classroom management; however, they considered this contribution to
become more meaningful when supported by practical experiences.

Table 4 Preservice teachers’ views on the guidance provided by the university supervisor

Theme Category

Effective feedback

Insufficient feedback

Supportive guidance process
Insufficient monitoring and observation
Challenging process

Manageable process

Theory—practice mismatch

Supportive role of theory

Feedback and professional development process

Functioning and accessibility of the guidance process

Workload and process experience

e LIS ESENEN RN

Relationship between theoretical guidance and practice
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Active participation of the supervisor
Quality of guidance and feedback 5

Development needs regarding the guidance process

Table 4 shows that preservice teachers’ views on the guidance provided by university
supervisors were largely organized around feedback and professional development. Within this
theme, effective feedback was emphasized as contributing to professional awareness and
development (f=14), whereas some preservice teachers stated that the feedback was
insufficient (f=7). In addition, views regarding the functioning and accessibility of the guidance
process were grouped into the categories of supportive guidance process (f=4) and insufficient
monitoring and observation (f=4). Under the theme of workload and process experience, the
process was evaluated as either manageable (f=2) or challenging (f=4), while under the theme
of the relationship between theoretical guidance and practice, views regarding theory—practice
mismatch (f=4) were more frequent than views regarding the supportive role of theory (f=1).
Under the theme of development needs regarding the guidance process, preservice teachers
expressed expectations regarding the active participation of the supervisor (f=7) and the quality
of guidance and feedback (f=5).

These findings indicate that preservice teachers evaluated the guidance provided by university
supervisors largely in terms of its contribution to feedback and professional development. The
high frequency of views regarding effective feedback suggests that supervisor guidance plays
an important role in developing preservice teachers’ professional awareness and practices.
Indeed, one participant emphasized the contribution of supervisor feedback to professional
development, stating that it “enabled us to see what we did right and wrong by providing
feedback.” (PT27). However, views regarding insufficient feedback, limited observation, and
theory—practice mismatch indicate that supervisor guidance was not always experienced at the
expected level of support. In this regard, one preservice teacher indicated that the guidance was
insufficient, stating, “Despite the problems we experienced at the school, [the supervisor] did not
come to observe us.” (PT21). Preservice teachers’ suggestions for improvement regarding the
active participation of the supervisor and the quality of guidance and feedback indicate that an
expectation for more visible, accessible, and practice-oriented guidance became prominent
during the practicum. In this regard, one participant expressed the expectation that the
supervisor should assume a more active and visible role during the practicum, stating that they
“should make their presence felt more in schools.” (PT20).

Table 5 Preservice teachers’ views on the guidance provided by the cooperating teacher

Inclusion in the process
Effective strategies
Inappropriate strategies
Positive effect

Negative effect

Classroom management strategies

Theme Category f
Effective guidance 8
Guidance role and level of contribution — g -
Insufficient guidance 5
Strict / negative approach 8
Classroom approach : /. gative &pp
Supportive approach 4
Level of practicum student’s participation in the Exclusion / restriction 4
process 3
6
3
3
1

Professional perception and motivation

Table 5 shows that preservice teachers’ views on the guidance provided by cooperating
teachers were organized around the dimensions of the guidance role, classroom approach,
practicum students’ participation in the process, classroom management strategies, and
professional perceptions. Under the theme of the guidance role and level of contribution, views
regarding effective guidance (f=8) were prominent, whereas some preservice teachers stated
that they found the guidance insufficient (f=5). Under the theme of classroom approach, strict
and negative classroom approaches (f=8) were mentioned more frequently than supportive
approaches (f=4). Similarly, under the theme of the practicum student’s level of participation in
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the process, experiences of exclusion and restriction (f=4) were more frequent than views
regarding inclusion in the process (f=3). Under the theme of classroom management strategies,
effective strategies (f=6) stood out, while there were also views regarding inappropriate
strategies (f=3). In addition, cooperating teachers were found to have mostly positive effects on
preservice teachers’ professional perceptions and motivation (f=3).

These findings indicate that cooperating teachers are an important source of learning and
guidance for preservice teachers; however, their classroom approaches and the opportunities
for participation they provide to practicum students may affect the quality of the learning
process. Positive views regarding effective guidance and classroom management strategies
suggest that cooperating teachers contribute to preservice teachers’ professional learning.
Indeed, one participant emphasized the guidance role of the cooperating teacher by stating,
‘[The cooperating teacher] constantly made us aware of what we should and should not do in
the profession.” (PT1). However, views regarding strict and negative classroom approaches and
the insufficient inclusion of practicum students in the process indicate that cooperating
teachers were not always able to provide a sufficiently supportive learning environment. In this
regard, one preservice teacher described a negative classroom experience by stating, “[The
cooperating teacher] was blowing a whistle in the classroom and shouting a lot... [and] could not
manage the classroom.” (PT2). Similarly, another participant drew attention to the restriction of
practicum student’s role by stating, “[The cooperating teacher] intervenes too much while we
are carrying out our activity... and our classroom control shifts back to the teacher.” (PT17). This
indicates that, in addition to sharing their professional experiences, cooperating teachers should
also provide preservice teachers with a supportive and participatory learning environment for
professional development.

Table 6 Preservice teachers’ comparative views on their expectations regarding classroom management
and their experiences during the practicum

Theme Category f
Criticisms regarding the teacher and practicum process 11
Expectation—experience mismatch Gap between theoretical knowledge and practice 8
Mismatches based on classroom experience 7
Expectation—experience alignment ExpectaTions being met and posiﬁive experiences 5
Adaptation and development during the process 3

Table 6 shows that preservice teachers’ expectations regarding classroom management and
their experiences during the practicum were largely organized around the theme of expectation—
experience mismatch. Within this theme, views involving criticism of the teacher and the
practicum process (f=11), the gap between theoretical knowledge and practice (f=8), and
mismatches based on classroom experience (f=7) were expressed. In contrast, under the theme
of expectation—experience alignment, some preservice teachers demonstrated adaptation and
development during the process (f=3), while others stated that their expectations had been met
and that they had had positive experiences (f=5).

These findings indicate that preservice teachers experienced substantial differences between
their expectations regarding classroom management and the realities they encountered in the
practicum setting. In particular, the prevalence of views regarding expectation—experience
mismatch suggests that the knowledge and expectations preservice teachers acquired at
university were not always realized in practice. Indeed, one participant drew attention to the
difference between theory and practice by stating, “We learned that we had to do everything
perfectly in theory, but in practice, this is not possible.” (PT8), while another participant
expressed criticism of the practicum process by stating, ‘I learned how not to be a teacher.”
(PT25).

On the other hand, some preservice teachers stated that they had adapted during the process,
had demonstrated professional development, and that their expectations had been met. Indeed,
one participant emphasized the development experienced during the process by stating, ‘I
realized that | was getting better with each passing day.” (PT3). This indicates that, for some
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participants, the practicum process could also be experienced as a developmental learning
process that narrowed the gap between expectations and experiences.

Table 7 Preservice teachers’ views on the challenges they encountered during the classroom
management process

Theme Category f
Attention and concentration problems 12
Child-related challenges Problem behaviors and peer relationships 6
Individual differences and developmental diversity 4
- : Maintaining classroom order 8
Challenges arising from the teaching process . 9 —
Managing the activity process 6
Chall ising f " " i q Teacher and external interventions 7
~NAlleNges arising from the practicum setting an Physical environment and material inadequacies 4
interventions — -
Limitations related to the practicum process 2

Table 7 shows that the challenges preservice teachers encountered in classroom management
were grouped under the themes of child-related challenges, challenges arising from the teaching
process, and challenges arising from the practicum setting and interventions. Among child-
related challenges, attention and concentration problems (f=12); among challenges arising from
the teaching process, maintaining classroom order (f=8); and among challenges arising from
the practicum setting and interventions, teacher and external interventions (f=7) were among
the most frequently mentioned challenges.

These findings indicate that preservice teachers experienced various difficulties in maintaining
children’s attention, coping with problem behaviors, maintaining classroom order, and
managing activities during classroom management. In addition, teacher interventions and
conditions in the practicum setting were also found to affect this process. Indeed, one
participant described a difficulty experienced during the teaching process, stating, “Maintaining
order in the classroom is more difficult than | thought.” (PT18). Similarly, another participant
drew attention to how both child-related difficulties and interventions during the practicum
process could make classroom management more challenging, stating, “What usually
challenges me most in this regard is that some children become distracted and prevent their
peers from focusing on the activity as well. In addition, ... sometimes the teacher intervenes too
much in the activity...” (PT21).

Table 8 Preservice teachers' self-evaluations of classroom management based on their practicum
experiences

Theme Category
Classroom control and management skills
Perceived competencies Communication and relationship-building skill

Activity planning and implementation skill
Observation and understanding classroom dynamics
Classroom management and maintaining discipline
Communication and self-regulation skills

Development needs Gaining attention and managing transitions
Developing solutions to immediate situations
Intervening in problem behaviors

w|w| b [po| s oG+

Table 8 shows that preservice teachers’ self-evaluations regarding classroom management
were grouped under two themes: perceived competencies and development needs. Under the
theme of perceived competencies, classroom control and management skills (f=13),
communication and relationship-building skill (f=8), and activity planning and implementation
skill (f=7) were the most frequently expressed areas of competence. Under the theme of
development needs, classroom management and maintaining discipline (f=6), gaining attention
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and managing transitions (f=4), and communication and self-regulation skills (f=4) were among
the most frequently mentioned areas.

These findings indicate that, in preservice teachers’ self-evaluations regarding classroom
management, views concerning perceived competencies were more frequent than views
concerning development needs. In particular, views of competence regarding classroom control
and management skills, communication and relationship-building skill, and activity planning and
implementation skill suggest that preservice teachers felt more confident in these areas by the
end of the practicum. Indeed, one participant stated that they considered themselves competent
in classroom control and management, adding, ‘I have control over the classroom now... | feel
as if | can see them all at the same time, | can hear everyone’s voice... | can act instinctively
now... my control over the whole class has increased, and this makes me happy.” (PT5).
However, views concerning development needs reveal that some preservice teachers felt a need
to improve their ability to anticipate and manage the classroom (PT22), intervene in problem
behaviors (PT11), and gain children’s attention (PT23). In addition, the fact that some preservice
teachers identified areas they believed they needed to improve alongside areas in which they
considered themselves competent indicates that, while they believed they had acquired certain
competencies regarding classroom management through their practicum experiences, they
were also aware of areas in which they could further develop. Indeed, one participant stated that
they considered themselves generally competent in classroom control while indicating a need
to develop their ability to redirect children’s attention to the activity, saying, “Overall, | consider
myself competent in terms of classroom control... | just sometimes have difficulty re-engaging
children in the activity when they lose focus.” (PT13).

Table 9 Changes in preservice teachers’ perspectives on classroom management based on their
practicum experiences

Theme Category

Recognizing the importance of classroom management
Recognizing the difficulty of classroom management
Recognizing the multidimensional nature of classroom
management

Relationship- and value-based approach

Learning through experience and observation

Awareness

Experience and approach

W OO W | MO

Professional self-confidence and perceived competence

Professional self-perception Professional identity and understanding of the teaching
profession
Professional anxiety and uncertainty 2

2

Table 9 shows that preservice teachers’ perspectives on classroom management during the
practicum were grouped under the themes of awareness, experience and approach, and
professional self-perception. Under the theme of awareness, recognizing the importance of
classroom management (f=9) was prominent, while under the theme of experience and
approach, a relationship- and value-based approach (f=9) and learning through experience and
observation (f=6) were among the prominent views.

Findings regarding the theme of awareness indicate that the practicum process increased
preservice teachers’ awareness of classroom management. While preservice teachers stated
that they had gained a better understanding of the importance of classroom management in
the educational process, they also reported recognizing that classroom management was a
more difficult and multidimensional process than they had thought. Indeed, one participant
expressed this awareness by stating, “I came to understand very clearly that classroom
management is not something that can be taken lightly... | think it will also be one of the most
challenging situations in the future...” (PT18).

Findings regarding the theme of experience and approach indicate that, based on their
experiences and observations, preservice teachers began to view classroom management more
as a process based on relationships, trust, and communication. Indeed, one participant
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explained how their experiences had affected their perspective on classroom management by
stating, “The experiences | had during the practicum made my perspective on classroom
management more realistic and practice-oriented...” (PT26). Another participant described the
change in their approach to classroom management by stating, ‘I realized that classroom
management is achieved not only through the teacher's control but also through the relationship
of trust established with children.” (PT17).

Views regarding professional self-perception indicate that the practicum process shaped
preservice teachers’ thoughts about themselves and their future roles as teachers. While some
preservice teachers stated that their professional self-confidence had increased, others
reported that their anxiety and uncertainty regarding the teaching process continued.

Discussion and conclusion

This study aimed to examine preservice preschool teachers’ pre-practicum expectations
regarding classroom management, their experiences during the practicum, the relationship
between their expectations and experiences, and the undergraduate education and guidance
processes related to these experiences.

The initial findings of the study focus on preservice teachers’ pre-practicum expectations
regarding classroom management. Preservice teachers’ expectations regarding classroom
management appear to have been largely shaped within a framework that is teacher-centered,
control-oriented, and based on limited strategies. Expectations that classroom management
could be easily maintained, that the teacher could establish firm control over the classroom, and
that children would quickly adapt to rules indicate that classroom management was perceived
primarily as a one-dimensional process. Indeed, studies in the literature also show that
preservice teachers tend to perceive classroom management largely in terms of behavior
control, maintaining discipline, maintaining classroom order, and more mechanical and one-
dimensional strategies (Gokalp & Can, 2021; Kwok et al.,, 2021; Reupert & Woodcock, 2010;
Rosas & West, 2009). Preservice teachers’ previous educational experiences may also have
played a role in shaping their teacher-centered and control-oriented expectations regarding
classroom management. The classroom management approaches preservice teachers
encountered during their years as students can be considered a reference point for the
formation of their views regarding the teacher’s role in the classroom and how the classroom
should be managed. In this context, Karademir and Saatgioglu (2021) also state that preservice
preschool teachers’ past experiences with teachers may influence their preferences regarding
classroom management models.

However, preservice teachers appear to have more idealized expectations regarding children’s
developmental characteristics and classroom functioning. Unrealistic anticipations regarding
children’s developmental and behavioral characteristics, along with expectations that the
classroom process would proceed smoothly as planned, indicate that preservice teachers had
limited awareness of the dynamic and multidimensional nature of the classroom. This finding
is consistent with studies showing that preservice teachers’ initial expectations regarding
classroom management may be shaped within a more idealized framework and that the
dynamic nature of the classroom may not be sufficiently anticipated (Eisenman et al., 2015;
Winitzky, 1992).

Another finding of the study reveals preservice teachers’ views on undergraduate courses,
university supervisor guidance, and cooperating teacher guidance within the teacher education
process. The findings show that practical experience and understanding children emerged as
prominent dimensions in preservice teachers’ evaluations of the contribution of the courses they
took during their undergraduate education to classroom management. Preservice teachers
considered the courses they took during their undergraduate education to be predominantly
theoretical and viewed the practical dimension as particularly insufficient. In contrast, practice-
based courses were considered more functional in developing knowledge and skills related to
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classroom management. In particular, the prominence of courses that provide opportunities for
practice, such as drama, music, art, and play, also indicates that preservice teachers considered
practical experience important in developing knowledge and skills related to classroom
management. Preservice teachers’ requests for more observation and practice experience from
an early stage also support this evaluation and suggest that the link between theory and practice
is not sufficiently established in the teacher education process. In this regard, Hart et al. (2023)
also state that knowledge and skills related to classroom management can be developed more
effectively through practice-based experiences. Indeed, studies in the literature also show that
practical experiences improve preservice teachers’ classroom management competencies, play
a determining role in transferring theoretically adopted approaches to the actual classroom
setting, and that theoretical knowledge alone may not be sufficient in this process (Ekici, 2008;
Kaufman & Moss, 2010; Saracaloglu & Altin, 2021). In addition, preservice teachers’
consideration of courses that provide knowledge about children's developmental
characteristics, such as child development, as important indicates that understanding children
is also a dimension taken into consideration in the development of knowledge and skills related
to classroom management. This may be related to the nature of classroom management in
preschool education, which requires classroom processes to be organized by taking children’s
characteristics, interests, and needs into account. Indeed, Ongdren (2025) found that preschool
teachers took children’s developmental characteristics and individual differences into account
in their instructional management practices. Gangal and Yilmaz's (2023) study also found that
planning practices that took children’s interests and needs into account were positively reflected
in classroom management.

When preservice teachers’ evaluations of their university supervisors are examined, guidance
and feedback processes play an important role in professional development. In particular,
effective feedback and supportive guidance throughout the process are understood to increase
preservice teachers’ awareness of classroom management. In contrast, some preservice
teachers criticized their supervisors for reasons such as insufficient feedback, limited
observation, and failure to adequately establish the relationship between theory and practice. In
addition, preservice teachers’ expectations that their supervisors monitor the practicum process
more closely indicate that they need a more practice-based and interactive guidance process.
These findings are also consistent with studies showing that preservice teachers expect more
guidance, regular feedback, and support throughout their practicum (Bektas & Ayvaz, 2012;
Kwok, 2021).

Views regarding cooperating teachers indicate that preservice teachers’ learning about
classroom management involves both supportive and limiting aspects. Preservice teachers
stated that they learned effective classroom management strategies mostly by observing their
cooperating teachers. Stoughton (2007) also showed that preservice teachers’ understandings
of classroom management were largely influenced by classroom observation and the practices
of cooperating teachers. They also stated that support for active participation in the practicum
process, adequate guidance, and exposure to positive classroom models supported their
professional development. In contrast, situations such as strict classroom approaches,
restrictions on the process, and insufficient guidance negatively affected their practicum
experiences. Gindogdu et al. (2010) also stated that preservice teachers did not receive
sufficient feedback and guidance from either cooperating teachers or practicum instructors
during the practicum and that this could negatively affect preservice teachers’ professional
learning processes. This suggests that the quality of the practicum may be important for
preservice teachers’ professional learning.

Taken together, these findings indicate that preservice teachers made sense of the teacher
education process largely through practical experiences, guidance relationships, and classroom
observations. In particular, the recurrence across several tables of emphasis on the mismatch
between theory and practice indicates that preservice teachers considered direct experience,
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observation, and practical activities to be more decisive in developing their knowledge and skills
related to classroom management.

The findings also show that marked differences existed between preservice teachers’
expectations regarding classroom management and their experiences during the practicum.
The findings reveal that, in particular, preservice teachers’ pre-practicum perceptions of
classroom management as a more controlled and predictable process began to change when
they encountered the dynamic nature of the actual classroom setting. In particular, the
prominence of mismatches between theoretical knowledge and practice and criticisms of the
practicum process indicate that preservice teachers experienced difficulties in transferring the
knowledge they acquired at university to the actual classroom setting. This suggests that
preservice teachers began to experience classroom management as a more complex and
variable process than they had expected. Similarly, Bilir Koca and Giirsoy Kizilaslan (2026)
stated that preservice preschool teachers experienced difficulties in transferring theoretical
knowledge into practice and that the dynamic and unpredictable nature of the classroom made
it difficult to transfer this knowledge directly. Dicke et al. (2014) also stated that preservice
teachers may experience a form of “reality shock” when they encounter the actual classroom
setting.

Findings regarding the challenges encountered during the classroom management process
also reveal that preservice teachers experienced various difficulties in adapting to the actual
classroom setting. In particular, maintaining children’s attention and concentration, maintaining
classroom order, and managing activities were prominent areas of difficulty for preservice
teachers. In addition, environmental interventions encountered during the practicum process
and physical environment conditions were also understood to affect the classroom
management process. Sahin-Sak et al. (2018) also found that preschool teachers’ classroom
management practices were influenced by the physical conditions of the school and by
children’s characteristics. Sahin Tasgkin’s (2013) study also indicated that preservice teachers
experienced difficulties in transferring theoretical knowledge into practice in the actual
classroom setting and encountered various challenges related to classroom management, such
as gaining children’s attention, coping with inappropriate behaviors, and physical environment
conditions. The emphasis in the study on actual classroom experience and observation
processes being influential in changing preservice teachers’ perceptions and expectations
regarding classroom management is also consistent with the findings of the present research
regarding changes in expectations and perceptions.

Another finding indicates that preservice teachers experienced marked changes in their self-
evaluations and perspectives on classroom management over the course of the practicum. The
findings reveal that preservice teachers began to perceive themselves as more competent,
particularly in classroom control and management, communication, and activity planning.
Similarly, Atici (2007) stated that preservice teachers’ self-efficacy perceptions regarding
classroom management increased over the course of the practicum and that they felt more
comfortable as they gained experience. This suggests that preservice teachers began to feel
more competent, particularly in areas in which they acquired practical experience. In contrast, it
is noteworthy that they expressed a need to improve themselves in areas such as maintaining
discipline, intervening in problem behaviors, gaining attention, and managing immediate
situations. Stahnke (2021) and O’'Neill and Stephenson (2012) state that the skills of making
immediate decisions, developing appropriate interventions for problem behaviors, and
effectively managing these processes during classroom management can be challenging for
preservice teachers. The persistence of development needs, particularly in these more
unpredictable situations that require immediate decision-making, suggests that some
dimensions of classroom management can develop through direct classroom experiences.

An examination of the change in preservice teachers’ perspectives on classroom management
shows that their awareness of the importance, difficulty, and multidimensional nature of
classroom management increased. In particular, the fact that learning acquired through
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experience and observation contributed to preservice teachers’ evaluation of classroom
management as a process based on relationships, trust, and communication indicates that their
approaches to classroom management began to change over the course of the process. Battal
and Akman's (2022) study also found that preschool teachers’ evaluations of classroom
management differed according to their level of professional experience and that teachers with
less experience could place greater emphasis on classroom control. This finding suggests that
practicum experience may play an important role in shaping perceptions and evaluations of
classroom management. Studies in the literature also indicate that, over the course of the
process, preservice teachers shift from an understanding of classroom management focused
on control and discipline toward more flexible and student-centered approaches that place the
relationship established with students at the centre (Akar & Yildirim, 2009; Jones & Vesilind,
1995). At the same time, the fact that some preservice teachers stated that their professional
self-confidence had increased, while others reported experiencing professional anxiety and
uncertainty, indicates that the practicum also influenced preservice teachers’ professional self-
perceptions. Glindogdu et al. (2010) also stated that practical experiences encountered during
the practicum process and differences between expectations and reality can influence
preservice teachers’ professional anxieties and professional attitudes.

Taken together, the findings indicate that, before the practicum, preservice teachers largely
perceived classroom management as a teacher-centered, control-oriented, and one-
dimensional process. In addition, idealized expectations regarding children’s developmental and
behavioral characteristics and anticipations that the classroom process would proceed
smoothly as planned reveal that preservice teachers had limited awareness of the dynamic and
multidimensional nature of the classroom. The fact that undergraduate courses were generally
considered predominantly theoretical and that practice-based courses were evaluated as more
functional indicates the importance of supporting theoretical knowledge related to classroom
management with practice experiences. In this process, supervisors and cooperating teachers
were considered important for preservice teachers’ professional development. Supervisors’
observations and guidance, and cooperating teachers’ guidance and classroom modeling, were
found to support professional development. However, preservice teachers evaluated limited
observation and insufficient feedback from some supervisors, as well as insufficient guidance
from some cooperating teachers, negatively in relation to their professional learning. Over the
course of the practicum, preservice teachers’ pre-practicum perceptions of classroom
management as a more controlled and predictable process began to change in the actual
classroom setting. Preservice teachers stated that they encountered various challenges in areas
such as maintaining classroom order, carrying out activities, and maintaining children’s
attention, due to the mismatch between theoretical knowledge and practice and difficulties
related to the practicum process. These results suggest that actual classroom experience may
play an important role in developing preservice teachers’ knowledge and skills related to
classroom management. This also points to the importance of more strongly integrating
theoretical content related to classroom management with practical experiences in teacher
education programs. In particular, opportunities for early observation and practice, along with
the guidance from cooperating teachers and university supervisors, may support preservice
teachers’ professional development. Preservice teachers’ perspectives on classroom
management also changed through the experiences gained during the practicum. Preservice
teachers began to evaluate themselves as more competent in classroom control,
communication, and activity planning, while their development needs in the areas of discipline
and managing problem behaviors continued. In addition, preservice teachers’ awareness of the
importance, difficulty, and multifaceted nature of classroom management increased, and they
began to place greater emphasis on relational and value-based approaches over the course of
the process. In line with these results, it is important to more strongly integrate theoretical
content and practice experiences in developing knowledge and skills related to classroom
management in preschool teacher education programs. In this context, providing preservice
teachers with opportunities for observation, practice, and structured feedback from an early
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stage may support their professional development. In addition, strengthening the guidance roles
of cooperating teachers and university supervisors may contribute to establishing the link
between theory and practice. In preschool teaching practicum settings, giving greater emphasis
to processes that support preservice teachers' reflective thinking on their actual classroom
experiences may support the development of their awareness and professional competence
regarding classroom management.

Contribution of the research

The results of the research contribute to the literature by providing a holistic perspective on
preservice preschool teachers’ pre-practicum expectations regarding classroom management,
their experiences during the practicum, and the transformation that occurred throughout this
process. The study examined not only preservice teachers’ views on classroom management
but also the roles of undergraduate courses, university supervisors, and cooperating teachers
in this process. In addition, identifying the similarities and differences between preservice
teachers’ expectations and their actual classroom experiences contributes to a more
comprehensive understanding of professional development processes related to classroom
management.

Limitations

The study also has several limitations. The study was conducted solely with preservice
preschool teachers enrolled at a state university. The data were obtained through interviews
based on preservice teachers’ self-reports and were not supported by direct observation data.
In addition, the research included only the views of preservice teachers, while the views of
cooperating teachers and university supervisors were excluded from the scope. The findings
should therefore be interpreted in light of these limitations.

Recommendations

Based on the research results, the following recommendations can be made regarding practices
aimed at developing preservice teachers’ knowledge, skills, and experiences related to
classroom management and regarding future research:

e Providing greater emphasis on practice-based courses and early observation
opportunities in teacher education programs may strengthen preservice teachers’
experiences related to classroom management.

e Implementing the guidance and feedback processes provided by supervisors and
cooperating teachers during the practicum more systematically may support preservice
teachers’ professional development processes.

e Placing greater emphasis on practices aimed at developing preservice teachers’ skills
related to problem behaviors, attention management, and coping with immediate
classroom situations may facilitate their adaptation to the actual classroom setting.

e Increasing practices focused on observation, self-evaluation, and experience sharing
that support preservice teachers’ awareness of classroom management may help them
develop more informed approaches to classroom management.

e Studies conducted at different universities and with different participant groups may
support a more comprehensive understanding of preservice teachers’ experiences
related to classroom management.

e Conducting studies that also include the views of university supervisors and cooperating
teachers may allow preservice teachers’ experiences related to classroom management
to be evaluated more holistically.
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TURKGE SURUM

Girig

Gunumuzde egitim ortamlarinin etkili bicimde yonetilmesi, 6gretim surecinin niteligi agisindan
onemli gorulmektedir. Ozellikle erken cocukluk doneminde gocuklarin gelisimsel ozellikleri,
bireysel farkliliklar ve sinif igi etkilesim surecleri dikkate alindiginda, sinif yonetimi egitim
surecinin onemli bilesenlerinden biri haline gelmektedir. Alan yazindaki ¢alismalar; etkili sinif
yonetiminin 6grenme ortaminin diizenlenmesi (Abidin & Muhammad, 2024; Hasnanto, 2024),
cocuklarin egitim surecine aktif katiliminin desteklenmesi (Cambay & Paglinawan, 2024; Gage
vd., 2017), akademik basarinin artirilmasi (Batool vd., 2023; Paulines & Tantiado, 2024), olumlu
sinif ikliminin olusturulmasi (Djigic & Stojiljkovic, 2011; Khuntia & Sahoo, 2025) ve sosyal-
duygusal gelisimin desteklenmesi (Kausar vd., 2024; Korpershoek vd., 2016) agisindan onemli
bir role sahip oldugunu gostermektedir.

Sinif yonetimi kavrami 6grenme ortaminin dizenlenmesi, sinif igi etkilesimlerin yonetilmesi ve
ogretim surecinin etkili bicimde yurdtidlmesi gibi farkli boyutlari kapsayan ¢ok yonlu bir stireg
olarak ele alinmaktadir. Arastirmacilar sinif yonetimini; etkili ve guvenli bir 6grenme ortaminin
olusturulmasi ve surdurtlmesi, ogrenci davranislarinin yonetilmesi, akademik ve sosyal-
duygusal 6grenmenin desteklenmesi, etkili iletisim ve sinif ici dizenin saglanmasina yonelik
uygulama ve siregler bitlinl olarak tanimlamaktadir (Basar, 2021; Brophy, 1996; Doyle, 1986;
Emmer & Stough, 2001; Evertson & Weinstein, 2006; Marzano, 2003). Bu slre¢ zamanin,
materyallerin ve 6grenme etkinliklerinin etkili bicimde yonetilmesini, dgrencilerle olumlu iligkiler
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kurulmasini ve ogrenmeye elverigli bir sinif ortaminin olusturulmasini da kapsamaktadir
(Anderson vd., 1980; Karip, 2002; Levin & Nolan, 2000; Unal & Ada, 2000).

Sinif yonetiminin genel kapsami okul oncesi egitim ortamlari agisindan ele alindiginda, erken
cocukluk donemine ozgu gelisimsel ozellikler surece farkl boyutlar kazandirmaktadir. Bu
dogrultuda okul oncesinde sinif yonetimi; gocuklarin gelisimsel gereksinimleri ve bireysel
ozellikleri dogrultusunda dizenlenen 6grenme ortamlarinda, 0grenme surecinin etkili bicimde
yUrutulmesine ve ¢ocuklarin ¢cok yonlu gelisimlerinin desteklenmesine yonelik bir stre¢ olarak
ele alinmaktadir. Bu slrecte oyun ve etkilesim temelli uygulamalar, olumlu sosyal iligkiler ile
glivenli ve destekleyici sinif ortamlarinin olusturulmasi onemli gortlmektedir (Romano &
Weinstein, 2023; Uyanik-Balat, 2010). Cocuklarin sosyal-duygusal, davranissal ve akademik
gelisimlerini destekleyen guvenli ve etkilesim odakli bir okul oncesi egitim ortaminin
olusturulmasinda ise etkili bir sinif yonetimi merkezi bir role sahiptir (Aslan, 2023;
Kusumaningtyas & Aprianto, 2025; Petkou vd., 2025). Etkili sinif yonetimi ayni zamanda
cocuklarin katilimini artirmak, davranis problemlerini azaltmak (Conroy vd., 2013; Rahayu vd.,
2025) ve paylasma, sira bekleme, duygulari ifade etme ve 6z diizenleme gibi sosyal-duygusal
becerilerin gelisimini desteklemek (Irawati, 2025; Kemp & Whitcomb, 2023) agisindan da kritik
gorilmektedir. Ogretmenlerin sinif yonetimi stratejilerini bilingli ve tutarli bigimde uygulamalari
ise ¢ocuklarin sorumluluk duygusunu, bagimsizlik ve is birligi becerilerini glclendirmekte ve
egitim strecinin niteligini desteklemektedir (Irawati, 2025; Rahayu vd., 2025).

Okul oncesi egitim ortamlarinda sinif yonetiminin etkili bigimde yurtttlmesinde 6gretmenin rold,
bu alandaki bilgi ve becerilerin 6gretmen yetistirme strecinde gelistiriimesini de onemli hale
getirmektedir. Bu dogrultuda okul oncesi 6gretmen adaylarinin sinif yonetimi bilgi ve becerileri,
ogretmen yetistirme surecinde edindikleri farkli kuramsal ve uygulamali deneyimler araciliiyla
gelismektedir. Lisans dersleri, staj sureci, gozlem deneyimleri ve uygulama ortamlari adaylarin
sinif yonetimi deneyimi kazanmalarinda etkili olabilmektedir. Bunun yani sira staj danismanlari
ve uygulama ogretmenleri tarafindan sunulan rehberlik ve geri bildirim sUrecleri de 6gretmen
adaylarinin  mesleki gelisimlerini destekleyebilmektedir. Ozellikle staj sireci, ddretmen
adaylarinin sinif yonetimine yonelik beklentileri ile gercek sinif deneyimleri arasindaki benzerlik
ve farkliliklari gormelerine olanak saglayabilmektedir.

Alan yazin incelendiginde ogretmen adaylarinin sinif yonetimine iligkin yeterlik, 6z yeterlik, algi,
inan¢ ve deneyimlerini farkli yonlerden ele alan calismalarin bulundugu gorulmektedir. Bu
calismalarin bir kisminda o6gretmen adaylarinin sinif yonetimi yeterlilikleri ve 6z yeterlikleri
incelenirken (Dicke vd., 2014; Saracaloglu & Altin, 2021; Zahid vd., 2022) bazi ¢alismalarda
ogretmen adaylarinin sinif yonetimiyle ilgili algi ve kavramsallastirmalari ile sinif yonetimi
stratejilerine yonelik degerlendirmeleri ele alinmistir (Kaufman & Moss, 2010; Kwok, 2021;
Reupert & Woodcock, 2010; Stoughton, 2007). Bunun yani sira 6gretmen yetistirme sirecinde
yurdtdlen sinif yonetimi derslerinin ve uygulama temelli deneyimlerin 6gretmen adaylarinin sinif
yonetimi konusundaki dustnce ve becerileri Uzerindeki etkisini inceleyen calismalar da
bulunmaktadir (Akar & Yildirm, 2009; Ekici, 2008; Eisenman vd., 2015; Flower vd., 2017; Gokalp
& Can, 2021; Hart vd., 2023; O'Neill & Stephenson, 2012). Ogretmenlik uygulamasi baglaminda
ise 6gretmen adaylarinin staj strecindeki sinif yonetimi deneyimleri, karsilastiklari gicltkler, staj
sirecine iliskin beklentileri ve rehberlik stregleri farkli calismalarda ele alinmistir (Atici, 2007;
Bektas & Ayvaz, 2012; Gindogddu vd., 2010; Sahintaskin, 2013).

Okul 6ncesi 6gretmen adaylarina odaklanan alan yazinda ise sinif yonetiminin ¢esitli yonleriyle
ele alindigi gorulmektedir. Bu ¢alismalarda 6gretmen adaylarinin sinif yonetimine yonelik model
ve strateji tercihleri (Karademir & Saatgioglu, 2021) ile sinif yonetimine yonelik egitim ve ders
iceriklerinin adaylarin strateji ve uygulamalarina yansimalari incelenmistir (Asi & Karabay, 2022).
Bunun yani sira 6gretmenlik uygulamasi baglaminda sinif yonetiminde karsilasilan guglikler ve
istenmeyen davranislarla bas etme deneyimleri (Kogyigit vd., 2020) ile kuramsal bilgilerin gercek
sinif ortamina aktariimasi Uzerinde durulmustur (Bilir Koca & Girsoy Kizilaslan, 2026). Okul
oncesi ogretmen adaylarinin da yer aldigi baska bir ¢alismada ise onleyici sinif yonetimi
stratejilerinin 6gretimi ve bu stratejilerin uygulamaya yansimalari ele alinmistir (Potter, 2023).
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Alan yazin genel olarak degerlendirildiginde, 6gretmen adaylarinin sinif yonetimi yeterlilikleri,
algilari ve deneyimlerinin yani sira sinif yonetimi egitimi ve ogretmenlik uygulamasi streglerinin
cesitli calismalarda ele alindigi gorulmektedir. Bu c¢alismalar sinif yonetiminin 6gretmen
yetistirme surecindeki farkli yonlerine iliskin bir cergeve sunmakla birlikte, okul oncesi 6gretmen
adaylarina 6zgu bir baglam sunmamaktadir. Okul 6ncesi 6gretmen adaylarina odaklanan
calismalarin ise daha sinirl kaldigi ve mevcut calismalarin sinif yonetimini belirli konu ve surecler
cergevesinde ele aldigi gortlmektedir. Ozellikle okul oncesi 6gretmen adaylarinin sinif
yonetimine iliskin staj oncesi beklentileri ile staj surecindeki deneyimlerini karsilastirmali olarak
ele alan ve bu deneyimleri lisans egitimi, uygulama ogretmeni ve staj danismani rehberligi gibi
farkli bilesenlerle birlikte inceleyen galismalarnn sinirli oldugu soylenebilir. Bu bilesenlerin
butlncul bigcimde ele alinmasi, 6gretmen adaylarinin sinif yonetimi konusundaki beklenti ve
deneyimlerinin ogretmenlik uygulamasi surecinde nasil sekillendiginin daha kapsamli bicimde
anlasiimasina katki saglayabilir. Bu baglamda arastirmanin temel amaci, okul dncesi 6gretmen
adaylarinin sinif yonetimine iliskin staj oncesi beklentilerini, staj surecindeki deneyimlerini,
beklentileri ile deneyimleri arasindaki benzerlik ve farkliliklari ve bu deneyimlerle iliskili lisans
egitimi ve rehberlik sureglerine iligkin degerlendirmelerini incelemektir.

Bu arastirmada asagidaki alt problemlere yanit aranmistir:

1. Okul oncesi ogretmen adaylarinin staj oncesinde sinif yonetimine iliskin beklentileri
nelerdir?

2. Okul oncesi ogretmen adaylarinin lisans egitiminde aldiklar derslerin sinif yonetimine
katkisina iliskin gordsleri nelerdir?

3. Okul oncesi 0gretmen adaylarinin Universitedeki staj danismanlarinin sinif yonetimine
yonelik rehberligine iliskin gorusleri nelerdir?

4. Okul oncesi 6gretmen adaylarinin staj yaptiklar kurumlardaki uygulama ogretmenlerinin
sinif yonetimine yonelik rehberligine iliskin gorusleri nelerdir?

5. Okul oncesi 6gretmen adaylarinin sinif yonetimine iliskin beklentileri ile staj strecindeki
deneyimleri arasinda ne tur benzerlikler ve farkliliklar bulunmaktadir?

6. Okul oncesi 6gretmen adaylarinin staj surecinde sinif yonetimine iliskin karsilastiklar
zorluklar nelerdir?

7. Okul oncesi 6gretmen adaylarinin staj deneyimlerine gore sinif yonetimine iliskin 6z
degerlendirmeleri nasildir?

8. Okul oncesi 6gretmen adaylarinin staj deneyimlerine bagl olarak sinif yonetimine iligkin
bakis acilari nasil bir degisim gostermektedir?

Yontem

Arastirmanin deseni

Bu arastirma, nitel arastirma yontemlerinden fenomenolojik desen kullanilarak ydrdtdlmuastar.
Fenomenolojik desen, bireylerin gunlik yasamda karsilastiklari ancak anlamini tam olarak
derinlemesine degerlendirmedikleri olgulara iliskin deneyimlerini, algilarini ve yasantilarini
ayrintili bigimde incelemeyi amaclayan bir nitel arastirma desenidir (Creswell & Poth, 2018;
Yildinm & Simsek, 2018). Bu yaklasimda temel amag, bireylerin yasadiklari deneyimlere
yukledikleri anlamlari ve s6z konusu deneyimlerin 6zind ortaya koymaktir (Moustakas, 1994).
Bu arastirmada ele alinan olgu, okul dncesi 6gretmen adaylarinin sinif yonetimine iliskin staj
oncesi beklentileri ile staj stirecinde yasadiklari gergcek sinif deneyimleri arasindaki deneyimsel
surectir.  Ogretmen adaylarinin = sinif  yonetimine iliskin algilarinin,  beklentilerinin = ve
anlamlandirmalarinin staj sureciyle birlikte nasil sekillendigi ve dontstigu arastirmanin temel
odak noktasini olusturmaktadir. Bu dogrultuda fenomenolojik desen, 6gretmen adaylarinin sinif
yonetimine iliskin yasantilarini, bu yasantilara ytkledikleri anlamlari ve staj sureciyle birlikte
ortaya ¢ikan deneyimsel donidsumu derinlemesine incelemek amaciyla tercih edilmistir.
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Katilimcilar

Arastirmanin katilimcilarinin belirlenmesinde amacli ornekleme yontemlerinden olgut ornekleme
yaklasimi kullanilmistir. Olgut ornekleme, arastirma amaci dogrultusunda onceden belirlenen
ozellikleri taslyan bireylerin arastirmaya dahil edilmesine dayanan bir ornekleme yaklasimidir
(Patton, 2015; Yildinm & Simsek, 2018). Bu dogrultuda arastirmaya dahil edilme olgtleri; okul
oncesi 0gretmenligi programinda 6grenim gorutyor olmak, 6gretmenlik uygulamasi dersini aliyor
olmak, Milli Egitim Bakanligina bagl bir okul oncesi egitim kurumunda staj yapiyor olmak
seklinde belirlenmistir. Bu baglamda arastirmanin katiimcilari, bir devlet Universitesinin okul
oncesi ogretmenligi programinda ogrenim goren, arastirma kapsaminda belirlenen olgutleri
karsilayan ve calismaya gontlli olarak katilmayr kabul eden 27 dordinci sinif 6gretmen
adayindan olusmaktadir.

Veri toplama araci ve siireci

Arastirmada veri toplama araci olarak yari yapilandiriimis gorisme formu kullaniimistir.
Gordsme formunda 6gretmen adaylarinin sinif yonetimine iliskin beklentileri ile staj strecinde
yasadiklan sinif yonetimi deneyimlerini ortaya koymak amaglanmistir. Arastirmaci tarafindan
hazirlanan gortsme sorulari, alanyazin taramalari ve arastirmacinin konuya iliskin deneyiminden
yararlanilarak olusturulmustur.

Yari yapilandiriimis gorusme formu, okul dncesi 6gretmen adaylarinin sinif yonetimine iliskin staj
oncesi beklentilerini, staj surecindeki deneyimlerini, beklentileri ile deneyimleri arasindaki
benzerlik ve farkliliklari ve bu surecte aldiklari lisans dersleri ile staj strecindeki rehberligin
etkilerini ortaya koymayl amaglayan dokuz agik uglu sorudan olugmaktadir (¢r., "Staja
baslamadan once sinif yonetimiyle ilgili nasil bir beklentin vardi?", "Staj sdrecinde yasadigin
deneyimler sinif yonetimine iliskin bakis agini nasil etkiledi?"). Gorismeler sirasinda katilimeilarin
goruslerini daha ayrintili ifade edebilmelerini saglamak amaciyla gerekli gorilen durumlarda
derinlestirici sorular yoneltilmistir.

Gorusmeler 2026 yili nisan ayinda galismaya katilmaya gonulli 6gretmen adaylariyla yuz yuze
gerceklestiriimistir. Her katilimciyla bireysel olarak gerceklestirilen gorusmeler tek oturumda
yurdtdlmustdr. Gortsmeler sirasinda ogretmen adaylarindan staj oncesi beklentilerinden
baslayarak staj surecinde yasadiklari deneyimleri, bu deneyimlerin beklentileriyle benzer ve farkli
yonlerini, lisans egitimi ile staj surecindeki rehberlige iliskin degerlendirmelerini ve sureg
sonunda olusan bakis acilarini butincul olarak degerlendirmeleri istenmistir. Her gorusme
ortalama 35 dakika surmus, katihmcilarin izni alinarak ses kaydi ile kayit altina alinmistir.

Gegerlik ve giivenirlik

Arastirmanin gecerligini desteklemek amaciyla gorisme sorulari hazirlanirken ilgili alanyazin
incelenmis, hazirlanan goértisme formunun kapsam gecerligini saglamak amaclyla alaninda
uzman U¢ akademisyenin gordsune basvurulmus ve alinan donutler dogrultusunda gerekli
diizenlemeler yapilmistir (Creswell & Poth, 2018; Yildinm & Simsek, 2018). Ayrica gorisme
sorularinin uygulanabilirligini degerlendirmek amaciyla galisma grubuna benzer ozellikler
taslyan iki ogretmen adayi ile pilot gorlisme gergeklestirilmis, pilot uygulama sonrasinda
gorisme formu yeniden gozden gegirilerek son hali verilmistir.

Arastirmanin guvenirligini desteklemek amaciyla gorismeler katilimcilarin izni dogrultusunda
ses kaydi ile kayit altina alinmis ve arastirmaci tarafindan yazili metne dondsturtlmustur. Analiz
sUrecinde veriler tekrar tekrar okunmus; olusturulan kodlar, kategoriler ve temalar gozden
gecirilmistir. Olusturulan kod, kategori ve temalar nitel arastirma alaninda deneyimli bir uzman
tarafindan incelenmis; tema ve kategorilerin kapsami, adlandinlmasi ve uygunlugu
degerlendirilerek uzman oOnerileri dogrultusunda gerekli dizenlemeler yapiimistir (Creswell &
Poth, 2018). Ayrica arastirma bulgularinin inandiriciligini desteklemek amaciyla dogrudan
katilimci ifadelerine yer verilmistir (Yildinm & Simsek, 2018).
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Verilerin analizi

Arastirma kapsaminda elde edilen veriler tematik analiz yontemi kullanilarak analiz edilmistir.
Tematik analiz, nitel veriler icerisinde tekrar eden anlam oruntulerinin  belirlenmesi,
dizenlenmesi ve yorumlanmasina dayanan bir analiz yaklagimidir (Braun & Clarke, 2006). Bu
arastirmada tematik analiz, 6gretmen adaylarinin sinif yonetimine iliskin beklentileri ile staj
sUrecindeki deneyimlerini, bu deneyimlere yukledikleri anlamlari ve sureg igerisinde ortaya ¢ikan
ortak oruntdleri derinlemesine inceleyebilmek amaciyla tercih edilmistir.

Analiz surecinde oncelikle gorismeler yazili metne donudsturilmus ve elde edilen veriler
arastirmaci tarafindan tekrar tekrar okunarak veriye iliskin genel bir anlam bdtinltgu
olusturulmustur. Ardindan gordsme verileri ayrintili bicimde incelenmis ve 6gretmen adaylarinin
sinif yonetimine iliskin deneyimlerinde one c¢ikan anlamlar dogrultusunda ilk kodlamalar
yapilmistir. Benzer igerik taslyan kodlar bir araya getirilerek kategoriler olusturulmus, kategoriler
arasindaki iliskiler de@erlendirilerek 6gretmen adaylarinin deneyimlerine iliskin ortak anlamlar
dogrultusunda temalar belirlenmistir. Analiz streci dogrusal bir bicimde yuritulmemis; kodlama,
kategori olusturma ve tema gelistirme asamalari arasinda gerekli gorilen durumlarda veriye
yeniden dondlerek tema ve kategoriler arastirma sorulari dogrultusunda yeniden gozden
gecirilmistir.

Aragtirma etigi

Arastirmaci ilgili Universitenin etik kurulundan 26/03/2026 tarihli ve 2026-62 sayili karar ile etik
izin almistir. Arastirmaya dahil olan tum katiimcilara ¢alismanin amaci ve sureci agiklanmis,
katilimin gondllulik esasina bagl oldugu belirtiimistir. Katihmcilarin sozIlU ve yazili onamlari
alinmis, gorisme surecinde herhangi bir nedenle gorusmeden ayrilma isteklerine saygi
duyulmustur. Arastirma surecinde elde edilen tum veriler bilimsel amacla kullaniimis ve katilimei
bilgileri anonimlestirilerek raporlanmistir.

Bulgular

Bu bolumde okul oncesi 6gretmen adaylarinin sinif yonetimine iliskin staj oncesi beklentilerine,
universitede aldiklar derslerin sinif yonetimine katkisina iliskin goruslerine, sinif yonetimi
baglaminda lisans derslerine yonelik degerlendirmelerine, Universite staj danismani ve
uygulama ogretmenlerinin rehberligine iliskin goruslerine, staj surecindeki deneyimlerine,
karsilastiklari zorluklara, sinif yonetimine iliskin 0z dederlendirmelerine ve staj deneyimlerine
bagl olarak sinif yonetimine iliskin bakis acilarindaki deg@isime yonelik bulgular sirasiyla
sunulmustur.

Tablo 1 Okul 6ncesi 6gretmen adaylarinin staj 6ncesi sinif yonetimine iliskin beklentileri

Tema Kategori
Kolay yonetim ve 6gretmen kontrolu
Basit ve tek yonlu stratejiler
Idealize Edilmis Beklentiler Cocuklarin gelisimsel ve davranigsal dzelliklerine iliskin
gercekgi olmayan algilar
Duzenli, planl ve sorunsuz sinif isleyisi
Kuramsal ve pedagojik yaklagimlar
Teori- uygulama uyumu

—
w—h

Teori ve Uygulamaya iliskin Beklentiler

W [ Wlwloy| N |

Duygusal ve iliskisel Beklentiler Staj oncesi kaygi ve zorlanma

Iliski kurma ve kabul gorme 3

Tablo 1 incelendiginde, okul oncesi 6gretmen adaylarinin staj oncesi sinif yonetimine iliskin
beklentilerinin idealize edilmis beklentiler, teori ve uygulamaya iliskin beklentiler ile duygusal ve
iliskisel beklentiler olmak Uzere u¢ tema altinda toplandigi gortlmektedir. Bulgular, 6gretmen
adaylarinin  beklentilerinin  buytk olctde idealize edilmis beklentiler temasi etrafinda
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sekillendigini ortaya koymaktadir. Bu tema kapsaminda ogretmen adaylarinin sinif yonetimini
ogretmen kontrolUyle kolaylikla sirdirilebilen (f=13), sinirli sayida stratejiyle yonetilebilen (f=8)
ve blyudk olclde sorunsuz ilerleyen (f=6) bir stirec olarak algiladiklari gordlmektedir. Ayrica
cocuklarin gelisimsel ve davranigsal ozelliklerine iliskin gercekgi olmayan algilar (f=7) da bu
bakis acisini desteklemektedir. Tema altinda yer alan kategoriler birlikte degerlendirildiginde
ogretmen adaylarinin sinif yonetimini buyuk olctde ongorulebilir ve yonetilebilir bir stre¢ olarak
degerlendirdikleri soylenebilir. Bu durum ogretmen adaylarinin hentz gergek sinif deneyimi
yasamadan once sinif yonetiminin ¢ok boyutlu ve dinamik yapisini sinirli dizeyde
ongorebildiklerini diustndtrmektedir. Bu dogrultuda bir katilimei, “Cocuklarin daha kolay
yonlendirilebildigi... kurallara hemen uyduklari bir ortam olacagini dustniyordum.” (OA1)
ifadelerini kullanirken, bir baska katiimer ise “Cocuklarin dikkat strelerinin daha uzun oldugunu
dustntyordum.” (OA14) sozleriyle gocuklarin gelisimsel ozelliklerine iliskin beklentisini dile
getirmistir.

Ogretmen adaylarinin bir kisminin beklentileri teori ve uygulamaya iliskin beklentiler temasi
altinda toplanmistir. Bu tema kapsaminda ogretmen adaylarinin kuramsal ve pedagojik
yaklagimlara (f=3) ve teori ile uygulama arasindaki uyuma (f=3) iliskin beklentilerinin, lisans
egitiminde edindikleri bilgi ve yaklasimlarin sinif yonetimi surecinde yeterli olacagina yonelik bir
inanci yansittigi soylenebilir. Bu dogrultuda bir katilimel, “Universitede ogretilen bilgilerin yeterli
olacagini dustiniiyordum.” (0A21) ifadesini kullanmistir.

Duygusal ve iliskisel beklentiler temasi altinda ise 6gretmen adaylarinin staj oncesi kaygi ve
zorlanma (f=3) ile iligki kurma ve kabul gorme (f=3) beklentilerinin yer aldigi gortlmektedir. Bu
bulgu, bazi 6gretmen adaylarinin sinif yonetimine iliskin beklentilerini yalnizca sinif yonetimi
becerileri agisindan degil, ayni zamanda c¢ocuklarla kuracaklar iliskiler ve surece uyum
sa@layabilme acisindan da degerlendirdiklerini gostermektedir. Bu dogrultuda bir katilimci,
“Cocuklarin bizi kabul etmeyeceklerini ve zor adapte olacaklarini distniyordum.” (OA6)
ifadesiyle cocuklar tarafindan kabul gormeye ve strece uyum saglamaya yonelik endiselerini
ortaya koymustur.

Tablo 2 Universite derslerinin sinif yonetimine katkisina iliskin 6gretmen adayi gorusleri

Kategori f
Ders igeriklerinin gelistiriimesi ve gesitlendirilmesi ihtiyaci 19
Uygulama ve erken staj ihtiyaci 15
Uygulamali derslerin katkisi 12
Derslerin teorik agirlikli olmasi ve uygulama agisindan yetersiz bulunmasi 12

Tablo 2 incelendiginde, 6gretmen adaylarinin dniversite derslerinin sinif yonetimine katkisina
iliskin goruslerinin buyuk olgude uygulama boyutu ve ders igeriklerine iliskin degerlendirmeler
etrafinda sekillendigi gortlmektedir. Derslerin teorik agirlikli ve uygulama agisindan yetersiz
bulunmasi (f=12), uygulama ve erken staj ihtiyaci (f=15) ile uygulamali derslerin katkisina (f=12)
yonelik gorusler, 6gretmen adaylarinin sinif yonetimi becerilerinin gelistiriimesinde uygulama
temelli deneyimlere onem verdiklerini gostermektedir. Bununla birlikte ders iceriklerinin
gelistiriimesi ve cesitlendiriimesi ihtiyacina yonelik gordsler (f=19), 6gretmen adaylarinin
yalnizca uygulama olanaklarinin artirlmasini degil, ayni zamanda sinif yonetimine yonelik ders
iceriklerinin zenginlestirilmesini ve okul dncesi egitim baglamina 0zgu igeriklerin programa daha
fazla dahil edilmesini beklediklerini ortaya koymaktadir. Kategoriler birlikte degerlendirildiginde,
ogretmen adaylarinin sinif yonetimini yalnizca kuramsal bilgiye dayali olarak gelistirilebilecek bir
yeterlikten ziyade, uygulama deneyimleriyle pekisen ve okul 6ncesi egitim baglamina o6zgu
iceriklerle desteklenmesi gereken bir beceri alani olarak gordukleri soylenebilir. Bu dogrultuda bir
katihmer, “Aldigimiz dersler teorik agirlikli; daha fazla uygulamali ya da anaokulu gozlemleri ile
zenginlestirilmis bir egitim ortami bekliyordum.” (OA16) ifadesiyle uygulama temelli 6grenme
deneyimlerine duydugu ihtiyaci ortaya koymustur. Benzer sekilde bir diger katilimci ise “Daha
fazla uygulamaya yonelik, gercek sinif ortamlarini iceren derslerin olmasi daha iyi olurdu”
“zorlayici davranislarla basa ¢ikma, kriz yonetimi gibi konularda daha fazla érnek ve uygulama
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yapilmasi faydali olurdu.” (OA17) ifadesiyle ders iceriklerinin gelistiriimesi ve uygulama
boyutunun guclendirilmesine yonelik beklentilerini dile getirmistir.

Tablo 2'de ortaya konan genel degerlendirmelerin hangi ders ve igerikler Gzerinden
somutlastigini ortaya koymak amaciyla “Tablo 3 Ogretmen Adaylarinin Sinif Yonetimi
Baglaminda Lisans Derslerine lliskin Degerlendirmeleri” asagida sunulmustur.

Tablo 3 Ogretmen adaylarinin sinif yénetimi baglaminda lisans derslerine iliskin degerlendirmeleri

Degerlendirme Boyutu Ders/icerik
Sanat / Yaraticilik
Muzik
Drama
Gocuk gelisimi
Sinif yénetimine katki sagladigi Oyun / Oyun egitimi
dusundlen ders ve igerikler Okul &ncesi egitim programi
Sinif yonetimi
Matematik
Fen
Ogretim ilke ve yontemleri
Teorik agirlikli ders yapisi
Yetersiz bulunan ders ve icerikler Derslerde uygulama boyutunun eksikligi
Sinif yonetimi dersinin uygulama agisindan yetersizligi

=2 NN N W oo || —

Y
Y
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Erken staj / gozlem dersleri

Gelistirilmesi onerilen ders ve Uygulama aguriikli dersler
icerikler Materyal gelistirme dersi

Davranis yonetimi / kriz yonetimi
lletisim becerileri / gocukla iletisim

= IN[N| O

Tablo 3 incelendiginde, 6gretmen adaylarinin sinif yonetimi baglaminda lisans derslerine iligkin
degerlendirmelerinin katki saglayan, yetersiz bulunan ve gelistiriimesi onerilen ders ve icerikler
etrafinda sekillendigi gorilmektedir. Katki sadlayan dersler arasinda sanat/yaraticilik (f=7),
miizik (f=6), drama (f=5) ve gocuk gelisimi (f=5) one ¢ikarken; teorik agirlikl ders yapisi (f=11) ve
derslerde uygulama boyutunun eksikligi (f=5) en sik dile getirilen yetersizlikler arasinda yer
almaktadir. Buna karsilik 6gretmen adaylari 6zellikle erken staj ve gozlem derslerinin (f=11)
artinlmasini ve uygulama agirlikli derslere (f=5) daha fazla yer verilmesini 6nermektedir. Bu
bulgular, 6gretmen adaylarinin teorik agirlikli ders yapisini elestirmekle birlikte bazi kuramsal
icerikli derslerin sinif yonetimine katki sagladigini kabul ettiklerini; ancak bu katkinin uygulama
deneyimleriyle desteklendiginde daha anlamli hale geldigini dustnduklerini gostermektedir.

Tablo 4 Ogretmen adaylarinin tniversite staj danismaninin rehberligine iligkin gorisleri

—h

Tema Kategori

Geri bildirim ve mesleki gelisim sureci Etkili geri bildirim 14
gels Yetersiz geri bildirim 7

L T, Destekleyici rehberlik slreci 4
Rehberlik slrecinin igleyisi ve erisilebilirligi Vetersiz takip ve gozlem 7
Is yiki ve sire¢ deneyimi Zorlayici streg 4
Yonetilebilir stireg 2

: ! G Teori—uygulama uyumsuzlugu 4
Teorik rehberlik ve uygulama iliskisi Teorinin destekleyici olmasi ]
L L - - . Danismanin aktif katilimi 7
Rehberlik surecine yonelik gelistirme gereksinimleri Rehberlik ve geri bildirim nitelig 5

Tablo 4 incelendiginde, 6gretmen adaylarinin dniversite staj danismanlarinin rehberligine iliskin
goruslerinin budytk olctide geri bildirim ve mesleki gelisim sureci etrafinda sekillendigi
gorulmektedir. Bu tema kapsaminda etkili geri bildirimin mesleki farkindalik ve gelisime katki
sagladidi (f=14) vurgulanirken, bazi 6gretmen adaylari geri bildirimin yetersiz kaldigini (f=7) ifade
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etmistir. Ayrica rehberlik surecinin isleyisi ve erigilebilirligine iliskin goruslerin hem destekleyici
rehberlik slreci (f=4) hem de vyetersiz takip ve gozlem (f=4) kategorileri altinda toplandigi
gorulmektedir. is ylki ve sure¢ deneyimi temasinda, sirecin yonetilebilir (f=2) ya da zorlayici
(f=4) olarak degerlendirildigi; teorik rehberlik ve uygulama iliskisi temasinda ise teori—uygulama
uyumsuzluguna yonelik goruslerin (f=4), teorinin destekleyici roline iliskin gorislerden (f=1)
daha fazla oldugu gorilmektedir. Rehberlik strecine yonelik gelistirme gereksinimleri temasinda
ise 6gretmen adaylarinin danismanin aktif katilimina (f=7) ve rehberlik ile geri bildirim niteligine
(f=5) yonelik beklentiler dile getirdikleri gorilmektedir.

Bu bulgular, 6gretmen adaylarinin Universite staj danismanlarinin rehberligini buyuk olgtde geri
bildirim ve mesleki gelisime katkisi Uzerinden degerlendirdiklerini gostermektedir. Etkili geri
bildirime iliskin goruslerin yuksek olmasi, danisman rehberliginin 6gretmen adaylarinin mesleki
farkindaliklarini ve uygulamalarini gelistirmede onemli bir rol oynadigini disundurmektedir.
Nitekim bir katilimei, “Doniit vererek dogrularimizi ve yanlislarimizi gormemizi sagladi.” (OA27)
ifadesiyle danisman geri bildiriminin mesleki gelisimine katkisini vurgulamistir. Bununla birlikte
yetersiz geri bildirim, sinirli gozlem ve teori—uygulama uyumsuzluguna yonelik gordsler,
danisman rehberliginin her zaman beklenen dizeyde deneyimlenmedigine isaret etmektedir. Bu
duruma iliskin olarak bir 6gretmen adayi, “Okulda yasadigimiz sorunlara ragmen gozleme
gelmedi.” (0A21) sozleriyle danisman rehberligini yetersiz buldugunu ifade etmistir. Ogretmen
adaylarinin danismanin aktif katilimi ile rehberlik ve geri bildirim niteligine yonelik gelistirme
Onerileri ise, staj surecinde daha gorunur, erisilebilir ve uygulamaya dondk bir rehberlik
beklentisinin one ciktigini gostermektedir. Bu dogrultuda bir katilimei, “Okullarda varligini daha
cok gostermeli.” (OA20) ifadesiyle danismanin staj sirecinde daha aktif ve gorinur bir rol
ustlenmesine yonelik beklentisini dile getirmistir.

Tablo 5 Ogretmen adaylarinin uygulama dgretmeninin rehberligine yonelik gorisleri

Tema Kategori f
: . L Etkili rehberlik 8
Rehberlik roll ve katki dizeyi Vetersiz rehberlik c
- Kati / olumsuz yaklasim 8
Sinifigi yaklagim Destekleyici yaklasim 4
Stajyerin surece katilim dizeyi Dyglanma / §|n|tland|r||ma 4
Surece dahil edilme 3

L - Etkili stratejiler 6

Sinif yonetimi stratejileri Uygun olmayan stratejier 3
Mesleki algl ve motivasyon Olumlu etki 3
Olumsuz etki 1

Tablo 5 incelendiginde, ogretmen adaylarinin uygulama ogretmenlerinin rehberligine iliskin
goruslerinin rehberlik rold, sinif ici yaklasim, stajyerin strece katilimi, sinif yonetimi stratejileri ve
mesleki algl boyutlarinda sekillendigi gortlmektedir. Rehberlik rolt ve katki dlzeyi temasinda
etkili rehberlik (f=8) gortsleri one gikarken, bazi 6gretmen adaylari rehberlidi yetersiz bulduklarini
(f=5) ifade etmistir. Sinif i¢i yaklasim temasinda kati ve olumsuz yaklagimlar (f=8), destekleyici
yaklagimlardan (f=4) daha fazla dile getirilmistir. Benzer sekilde stajyerin sirece katiim diizeyi
temasinda dislanma ve sinirlandiriima deneyimlerinin (f=4), slrece dahil edilmeye iligkin
goruslerden (f=3) daha yiksek oldugu gortlmektedir. Sinif yonetimi stratejileri temasinda etkili
stratejiler (f=6) 6ne ¢ikarken, uygun olmayan stratejilere iligkin gorisler de (f=3) bulunmaktadir.
Ayrica uygulama ogretmenlerinin 6gretmen adaylarinin mesleki algi ve motivasyonlari Uzerinde
cogunlukla olumlu etkiler biraktigi gorilmektedir (f=3).

Bu bulgular, uygulama ogretmenlerinin 6gretmen adaylari icin dnemli bir 6grenme ve rehberlik
kaynagi oldugunu ancak sinif ici yaklasimlarinin ve stajyerlere tanidiklari katim firsatlarinin bu
ogrenme surecinin niteligini etkileyebildigini gostermektedir. Etkili rehberlik ve sinif yonetimi
stratejilerine yonelik olumlu gorusler, uygulama ogretmenlerinin 6gretmen adaylarinin mesleki
ogrenmelerine katki sagladigini dustndidrmektedir. Nitekim bir katilimei, “Meslekte neler yapip
neler yapmayacagimiz konusunda bizleri surekli bilinglendirdi.” (OA1) ifadesiyle uygulama
ogretmeninin rehberlik rolinu vurgulamistir. Bununla birlikte kati ve olumsuz sinif igi yaklagimlar
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ile stajyerlerin surece yeterince dahil edilmemesine iliskin gorutsler, uygulama ogretmenlerinin
her zaman destekleyici bir 6grenme ortami sunamadigina isaret etmektedir. Bu duruma iliskin
olarak bir 6gretmen adayi, “Sinifta diduk ¢aliyordu ve ¢ok bagiriyordu... sinifi yonetemiyordu.”
(OA2) sozleriyle olumsuz bir sinif ici deneyimi dile getirmistir. Benzer sekilde bir baska katilimal,
“Yaptigimiz etkinlik sirasinda bize gok fazla mtidahale ediyor... sinif hakimiyetimiz tekrar hocaya
gegiyor.” (OA17) ifadesiyle stajyer rolinin sinirlandirimasina dikkat cekmistir. Bu durum,
uygulama ogretmenlerinin mesleki deneyimlerini aktarmalarinin yani sira, 6gretmen adaylarina
destekleyici ve katilimci bir 6grenme ortami sunmalarinin da mesleki gelisim acgisindan onemli
oldugunu ortaya koymaktadir.

Tablo 6 Ogretmen adaylarinin sinif yonetimine iligkin beklentileri ile staj stirecindeki deneyimlerine iligkin
karsilastirmali gorusleri

Tema Kategori f

Ogretmen ve uygulama stirecine yonelik elestiriler 11

Beklenti—deneyim uyumsuzlugu Kuramsal bilgi ile uygulama arasindaki fark 8

Sinif igi deneyime dayali uyumsuzluklar 7

: : Beklentinin karsilanmasi ve olumlu deneyimler 5
Beklenti—deneyim uyumu — —

Sureg iginde uyum ve gelisim 3

Tablo 6 incelendiginde, 6gretmen adaylarinin sinif yonetimine iliskin beklentileri ile staj
surecindeki deneyimlerinin blyuk olcide beklenti—deneyim uyumsuzlugu temasi etrafinda
sekillendigi gordlmektedir. Bu tema kapsaminda ogretmen ve uygulama slrecine yonelik
elestiriler (f=11), kuramsal bilgi ile uygulama arasindaki fark (f=8) ve sinif ici deneyime dayali
uyumsuzluklara (f=7) iliskin gortslerin dile getirildigi gortlmektedir. Buna karsilik beklenti—
deneyim uyumu temasinda bazi 6gretmen adaylarinin sureg i¢cinde uyum ve gelisim gosterdigi
(f=3) bazilarinin ise beklentilerinin karsilandigini ve olumlu deneyimler yasadigini ifade ettigi
gortlmektedir (f=5).

Bu bulgular, 6gretmen adaylarinin staj surecinde sinif yonetimine iliskin beklentileri ile uygulama
ortaminda karsilastiklari gergeklik arasinda onemli farkliliklar deneyimlediklerini gostermektedir.
Ozellikle beklenti—deneyim uyumsuzluguna iliskin gorislerin yogunlugu, 6gretmen adaylarinin
universitede edindikleri bilgi ve beklentilerin uygulama strecinde her zaman karsilik bulmadigini
dustndurmektedir. Nitekim bir katimci, “Teoride her seyi mukemmel yapmamiz gerektigini
ogrendik ama uygulamada bu mimkiin olmuyor.” (OA8) ifadesiyle teori ve uygulama arasindaki
farkliiga dikkat gekerken, bir baska katilimci “Nasil 6gretmen olunmaz onu 6grendim.” (OA25)
sozleriyle uygulama strecine yonelik elestirisini dile getirmistir.

Ote yandan bazi 6Jretmen adaylari slrec¢ igerisinde uyum saglayarak mesleki gelisim
gosterdiklerini ve beklentilerinin karsilandigini ifade etmislerdir. Nitekim bir katilimci, “Her gegen
gin daha iyiye gittigimi fark ettim.” (OA3) ifadesiyle sireg igerisinde yasadidi gelisimi
vurgulamustir. Bu durum, staj stirecinin bazi katiimcilar agisindan beklenti ve deneyim arasindaki
farki azaltan gelistirici bir 6grenme sureci olarak da deneyimlenebildigini gostermektedir.

Tablo 7 Ogretmen adaylarinin sinif yonetimi stirecinde karsilastiklari zorluklara iliskin gorisleri

—h

Tema Kategori

Dikkat ve odaklanma sorunlari
Cocuk kaynakli zorluklar Problem davranislar ve akran iligkileri
Bireysel farkliliklar ve gelisimsel gesitlilik
Sinif diizenini saglama
Etkinlik srecini yonetme

Y
N

Ogretim stireci kaynakli zorluklar

Ogretmen ve dis miidahaleler
Uygulama ortami ve midahale kaynakli zorluklar 9 ¥

Fiziksel ortam ve materyal yetersizlikleri
Staj surecine iliskin sinirhliklar

NI | OO0~ |O

Tablo 7 incelendiginde, 6gretmen adaylarinin sinif yonetimi surecinde karsilastiklari zorluklarin
gocuk kaynakli, 6gretim sureci kaynakli ve uygulama ortami ve mudahale kaynakli temalarda
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toplandigi gordlmektedir. Cocuk kaynakli zorluklar icerisinde dikkat ve odaklanma sorunlari
(f=12), 6gretim streci kaynakli zorluklar igerisinde sinif diizenini saglama (f=8) ve uygulama
ortami ve mudahale kaynakli zorluklar igerisinde 6gretmen ve dis midahaleler (f=7) en sik dile
getirilen zorluklar arasinda yer almaktadir.

Bu bulgular, 6gretmen adaylarinin sinif yonetimi surecinde ¢ocuklarin dikkatini surdirme,
problem davranislarla bas etme, sinif dlizenini saglama ve etkinlik stirecini yonetme konularinda
gesitli  guglukler yasadiklarini  gostermektedir. Ayrica uygulama surecinde ogdretmen
mudahaleleri ve ortam kosullarinin da bu sureci etkileyebildigi gorulmektedir. Nitekim bir
katiimei, “Sinifta diizeni saglamak distundigimden daha zor.” (OA18) ifadesiyle 6gretim
slrecinde yasadigi glcligu dile getirmistir. Benzer sekilde bir baska katimci, “Bu konuda beni
en ¢ok zorlayan durum genelde bazi ¢ocuklarin dikkatinin dagilmasi ve diger arkadaslarinin da
etkinlige odaklanmasini onlemesi oluyor. Bunun yani sira .. bazen ogretmen etkinlige fazla
midahaleci davranabiliyor...” (OA21) ifadeleriyle hem cocuk kaynakli gigliklerin hem de
uygulama surecindeki mudahalelerin sinif yonetimini zorlastirabildigine dikkat gekmistir.

Tablo 8 Ogretmen adaylarinin staj deneyimlerine dayali sinif yonetimi 6z degerlendirmeleri

—h

Tema Kategori

Sinif kontroll ve yonetim becerileri
Algilanan Yeterlikler iletisim ve iliski kurma becerisi
Etkinlik planlama ve uygulama becerisi
Gozlem ve sinif dinamiklerini anlama
Sinif yonetimi ve disiplin saglama
iletisim ve 6z dizenleme becerileri
Dikkat toplama ve gegisleri yonetme
Anlik durumlara ¢ozim Uretme
Problem davraniglara mudahale

Y
w

Gelisim Gereksinimleri

WW(Ar|O|p~| ]|

Tablo 8 incelendiginde, 6gretmen adaylarinin sinif yonetimine iliskin 6z degerlendirmelerinin
algilanan yeterlikler ve gelisim gereksinimleri olmak Uzere iki tema altinda toplandigi
gortlmektedir. Algilanan yeterlikler temasinda sinif kontroli ve yonetim becerileri (f=13), iletisim
ve iliski kurma becerisi (f=8) ile etkinlik planlama ve uygulama becerisi (f=7) en sik ifade edilen
yeterlik alanlaridir. Gelisim gereksinimleri temasinda ise sinif yonetimi ve disiplin saglama (f=6),
dikkat toplama ve gegisleri yonetme (f=4) ile iletisim ve 6z diizenleme becerileri (f=4) 6ne ¢ikan
alanlar arasinda yer almaktadir.

Bu bulgular, 6gretmen adaylarinin sinif yonetimine iliskin 6z degerlendirmelerinde algilanan
yeterliklere yonelik goruslerin gelisim gereksinimlerine iliskin gortslerden daha yogun oldugunu
gostermektedir. Ozellikle sinif kontroll ve yonetim becerileri, iletisim ve iliski kurma becerisi ile
etkinlik planlama ve uygulama becerisine iliskin yeterlik gortsleri, 6gretmen adaylarinin staj
sUreci sonunda bu alanlarda kendilerine daha fazla glvendiklerini dustndudrmektedir. Nitekim
bir katilimci, “Artik sinifa hakim olabiliyorum... sanki hepsini ayni anda goruyor gibiyim herkesin
sesini duyuyorum... artik icguidusel olarak hareket edebiliyorum... tim sinifa hakimiyetim artti bu
beni mutlu ediyor.” (OA5) ifadesiyle sinif kontroll ve yonetimi konusunda kendisini yeterli
gordugunt ifade etmistir. Bununla birlikte gelisim gereksinimlerine iliskin gorUsler, bazi
ogretmen adaylarinin sinifi dngorme ve yonetme (OA22), problem davranislara miidahale etme
(OA11) ve cocuklarin dikkatini toplama (0A23) konularinda kendilerini gelistirmeye ihtiyac
duyduklarini ortaya koymaktadir. Ayrica bazi 6gretmen adaylarinin yeterli gordutkleri yonlerin
yaninda gelistirmeleri gerektigini disundukleri alanlari da belirtmeleri, staj deneyimleriyle sinif
yonetimine iliskin belirli yeterlikler kazandiklarini disunurken ayni zamanda gelisime acik
yonlerinin de farkinda olduklarini gostermektedir. Nitekim bir katilimci, “Sinif hakimiyeti olarak
genel olarak kendimi yeterli goriyorum... sadece cocuklarin odagi kaybolduklarinda onlari
etkinlige tekrar dahil etmekte bazen zorlanabiliyorum.” (OA13) ifadesiyle sinif hakimiyeti
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konusunda kendisini yeterli gordigunt, buna karsilik ¢ocuklarin dikkatini yeniden etkinlige
yonlendirme konusunda gelisime ihtiyagc duydugunu belirtmistir.

Tablo 9 Ogretmen adaylarinin staj deneyimlerine dayali sinif yonetimine iligkin bakis agilarindaki degisim

Tema Kategori
Sinif yénetiminin dnemini fark etme
Farkindalik Sinif yénetiminin zorlugunu fark etme
Sinif yénetiminin gok boyutlu yapisini fark etme
lliski ve deger temelli yaklasim
Deneyim ve gozlem yoluyla 6grenme

—h

Deneyim ve yaklasim

Mesleki 6zguven ve yeterlik algisi

Mesleki benlik algisi Mesleki kimlik ve 6gretmenlik anlayisi
Mesleki kaygi ve belirsizlik

NN W | OO |w|~| O

Tablo 9 incelendiginde, 6gretmen adaylarinin staj strecinde sinif yonetimine iliskin bakis
acilarinin farkindalik, deneyim ve yaklasim ile mesleki benlik algisi temalari altinda toplandigi
gorulmektedir. Farkindalik temasinda sinif yonetiminin énemini fark etme (f=9), deneyim ve
yaklasim temasinda ise iliski ve deger temelli yaklasim (f=9) ile deneyim ve gozlem yoluyla
ogrenme (f=6) one ¢ikan gorUsler arasinda yer almaktadir.

Farkindalik temasina iliskin bulgular, staj stirecinin 6gretmen adaylarinin sinif ydnetimine yonelik
farkindaliklarini artirdigini - gostermektedir.  Ogretmen adaylari  sinif - yonetiminin ~ egitim
surecindeki onemini daha iyi kavradiklarini ifade ederken ayni zamanda sinif yonetiminin
dustnduklerinden daha zor ve ¢ok boyutlu bir stre¢ oldugunu fark ettiklerini belirtmislerdir.
Nitekim bir katiimcl, “Sinif yonetiminin basite alinabilecek bir durum olmadigini gok iyi anladim...

lleride de en zorlanilabilecek durum oldugunu dustniyorum...” (OA18) ifadesiyle bu farkindaligs
dile getirmigtir.

Deneyim ve yaklasim temasina iligkin bulgular ise 6gretmen adaylarinin edindikleri deneyim ve
gozlemlerle birlikte sinif yonetimini daha cok iliski, given ve iletisim temelli bir surec olarak
degerlendirmeye basladiklarini gostermektedir. Nitekim bir katilimel, “Staj strecinde yasadigim
deneyimler sinif yonetimine bakis acimi daha gercekci ve uygulamaya donuk hale getirdi...”
(OA26) ifadesiyle deneyimlerinin sinif yonetimine iliskin bakis agisini nasil etkiledigini
aciklamistir. Bir baska katiimci ise “Sinif yonetiminin sadece ogretmenin kontroluyle degil,
gocuklarla kurulan guven iligkisiyle de saglandigini fark ettim.” (OA17) sozleriyle sinif yonetimine
iliskin yaklasimindaki degisimi ifade etmistir.

Mesleki benlik algisina iligskin gorusler ise staj surecinin 6gretmen adaylarinin kendilerine ve
gelecekteki ogretmenlik rollerine iliskin dusUncelerini sekillendirdigini gostermektedir. Baz
ogretmen adaylari mesleki 6zglvenlerinde artis yasadiklarini ifade ederken bazilan ise
ogretmenlik surecine iliskin kaygi ve belirsizliklerinin devam ettigini belirtmistir.

Tartigma ve sonug

Bu calisma okul oncesi 6gretmen adaylarinin sinif yonetimine iliskin staj oncesi beklentilerini,
staj sUrecindeki deneyimlerini, beklentiler ile deneyimler arasindaki iligkiyi ve bu deneyimlerle
iliskili lisans egitimi ve rehberlik streclerini incelemeyi amaclamistir.

Arastirmanin ilk bulgulari, 6gretmen adaylarinin staj oncesi sinif yonetimine iliskin beklentilerine
odaklanmaktadir. Ogretmen adaylarinin sinif yonetimine iliskin beklentilerinin biytk olgiide
ogretmen merkezli, kontrol odakli ve sinirli stratejilere dayali bir cercevede sekillendigi
gorulmektedir. Sinif yonetiminin kolaylikla saglanabilecedi, 6gretmenin sinif Uzerinde belirleyici
bir kontrol kurabilecedi ve gocuklarin kurallara hizli uyum gosterecegi yontindeki beklentiler, sinif
yonetiminin daha cok tek yonlu bir surec olarak algilandigina isaret etmektedir. Nitekim alan
yazindaki calismalar da 6gretmen adaylarinin sinif yonetimini ¢ogunlukla davranis kontrold,
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disiplin saglama, sinif diizenini surdirme ve daha mekanik ve tek yonlu stratejiler cercevesinde
algiladiklarini ortaya koymaktadir (Gokalp & Can, 2021; Kwok vd., 2021; Reupert & Woodcock,
2010; Rosas & West, 2009). Ogretmen adaylarinin sinif yonetimine iliskin 6gretmen merkezli ve
kontrol odakli beklentilerinin sekillenmesinde onceki egitim yasantilarinin da pay olabilir.
Ogretmen adaylarinin 6grencilik yillarinda karsilastiklar sinif yonetimi yaklagimlari, 6gretmenin
siniftaki roltne ve sinifin nasil yonetilmesi gerektigine iliskin disuncelerinin olusumunda bir
referans noktasi olarak de@erlendirilebilir. Bu baglamda Karademir ve Saatcioglu (2021) da okul
oncesi ogretmen adaylarinin gegmis 6gretmen deneyimlerinin sinif yonetimi modellerine iliskin
tercihleri Uzerinde etkili olabilecedini belirtmektedir.

Bununla birlikte, 0gretmen adaylarinin cocuklarin gelisimsel ozellikleri ve sinifin isleyisine iligkin
daha idealize edilmis beklentilere sahip olduklari gorulmektedir. Cocuklarin gelisimsel ve
davranissal ozelliklerine iliskin gercekci olmayan ongortler ile sinif strecinin planlandidi sekilde
sorunsuz ilerleyecegine yonelik beklentiler, 6gretmen adaylarinin sinifin dinamik ve ¢ok boyutlu
yapisina iliskin farkindaliklarinin - sinirli oldugunu gostermektedir. Bu durum, ogdretmen
adaylarinin sinif yonetimine iliskin baslangictaki beklentilerinin daha idealize edilmis bir
cergevede sekillenebildigini ve sinifin dinamik yapisinin yeterince ongorulemeyebildigini ortaya
koyan galismalarla benzerlik gostermektedir (Eisenman vd., 2015; Winitzky, 1992).

Arastirmanin bir diger bulgusu, 6gretmen adaylarinin 6gretmen yetistirme surecine iliskin lisans
dersleri, staj danismani ve uygulama ogretmeni rehberligine yonelik goruslerini ortaya
koymaktadir. Bulgular, 6gretmen adaylarinin lisans egitiminde aldiklari derslerin sinif yonetimine
katkisina iliskin degerlendirmelerinde uygulama deneyimi ve ¢ocugu anlama boyutlarinin one
ciktigini ortaya koymaktadir. Ogretmen adaylarinin lisans egitiminde aldiklari dersleri genel
olarak teorik agirlikl bulduklari ve ozellikle uygulama boyutunu yetersiz gordukleri belirlenmistir.
Buna karsilik uygulama temelli derslerin, sinif yonetimine iliskin bilgi ve becerilerin gelisiminde
daha islevsel olarak degerlendirildigi gorilmektedir. Ozellikle drama, muzik, sanat ve oyun gibi
uygulama firsati sunan derslerin one ¢ikmasi da 6gretmen adaylarinin sinif yonetimine iliskin
bilgi ve becerilerin gelisiminde uygulama deneyimini onemli gorduklerine isaret etmektedir.
Ogretmen adaylarinin erken donemden itibaren daha fazla gozlem ve uygulama deneyimi talep
etmeleri de bu degerlendirmeyi desteklemekte ve ogretmen yetistirme sirecinde teori ile
uygulama arasindaki iliskinin yeterince kurulamadigini disundtrmektedir. Bu dogrultuda Hart
vd. (2023) de sinif yonetimine iliskin bilgi ve becerilerin uygulama temelli deneyimlerle daha etkili
bicimde gelistirilebildigini belirtmektedir. Nitekim alan yazindaki calismalar da uygulama
deneyimlerinin ogretmen adaylarinin sinif yonetimi yeterliklerini gelistirdigini, kuramsal olarak
benimsenen yaklasimlarin gercek sinif ortamina aktariimasinda belirleyici bir rol oynadigini ve
yalnizca kuramsal bilginin bu surecte tek basina yeterli olmayabilecegini ortaya koymaktadir
(Ekici, 2008; Kaufman & Moss, 2010; Saracaloglu & Altin, 2021). Bunun yani sira, 6gretmen
adaylarinin ¢cocuk gelisimi gibi ¢ocuklarin gelisimsel ozellikleri hakkinda bilgi saglayan dersleri
onemli gormeleri, sinif yonetimine iliskin bilgi ve becerilerin gelisiminde ¢ocugu tanimanin da
dikkate alinan bir boyut oldugunu gostermektedir. Bu durum, okul oncesi egitimde sinif
yonetiminin c¢ocuklarin ozellikleri, ilgi ve ihtiyaclari dikkate alinarak sinif ici sureglerin
dizenlenmesini gerektiren yapisiyla iligkili olabilir. Nitekim Ongdren (2025) de okul 6ncesi
ogretmenlerinin 6gretim yonetimi uygulamalarinda ¢ocuklarin gelisimsel 6zelliklerini ve bireysel
farkliliklarini dikkate aldiklarini belirlemistir. Gangal ve Yimazin (2023) calismasinda da
cocuklarin ilgi ve ihtiyaclarini dikkate alan planlama uygulamalarinin sinif yonetimine olumlu
yansidigi gordlmastuar.

Ogretmen adaylarinin Universite staj danismanlarina iliskin degerlendirmeleri incelendiginde,
rehberlik ve geri bildirim sureglerinin mesleki gelisim agisindan onemli bir yere sahip oldugu
gorilmektedir. Ozellikle etkili geri bildirimlerin ve strece iligkin destekleyici rehberligin 6gretmen
adaylarinin sinif yonetimine iliskin farkindaliklarini artirdigi anlasilmaktadir. Buna karsilik bazi
ogretmen adaylarinin danismanlarini yetersiz geri bildirim, sinirli gozlem ve teori ile uygulama
arasindaki iliskiyi yeterince kuramama gibi nedenlerle elestirdikleri gortlmektedir. Ayrica
ogretmen adaylarinin danismanlarin uygulama surecini daha yakindan takip etmesine yonelik
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beklentileri, uygulama temelli ve daha etkilesimli bir rehberlik surecine ihtiya¢ duyduklarini
gostermektedir. Bu bulgular, 6gretmen adaylarinin uygulama surecinde daha fazla rehberlik,
duzenli donut ve sureg boyunca destek beklentisine sahip olduklarini ortaya koyan calismalarla
da benzerlik gostermektedir (Bektas & Ayvaz, 2012; Kwok, 2021).

Uygulama ogretmenlerine iliskin gorUsler ise 6dretmen adaylarinin sinif yonetimine yonelik
ogrenmelerinde destekleyici ve sinirlayici yonleri birlikte bulundurdugunu gostermektedir.
Ogretmen adaylar, etkili sinif yonetimi stratejilerini ¢ogunlukla uygulama ogretmenlerini
gozlemleyerek o6grendiklerini ifade etmislerdir. Stoughton (2007) da 6gretmen adaylarinin sinif
yonetimine iliskin anlayislarinin blyuk olctde sinif i¢i gozlem ve uygulama ogretmenlerinin
uygulamalarindan etkilendigini ortaya koymaktadir. Ayrica uygulama strecine aktif katihmin
desteklenmesi, rehberligin yeterli olmasi ve olumlu sinif i¢ci modellerle karsilagsmanin mesleki
gelisimlerini destekledigini belirtmislerdir. Buna karsilik kati sinif ici yaklasimlar, surecin
sinirlandirnimasi ve yetersiz rehberlik gibi durumlarin uygulama deneyimlerini olumsuz etkiledigi
gortlmektedir. Gindogdu vd. (2010) de calismalarinda 6dretmen adaylarinin uygulama
slrecinde hem uygulama ogretmenlerinden hem de uygulama 6gretim elemanlarindan yeterli
donut ve rehberlik alamadiklarini ve bu durumun ogretmen adaylarinin mesleki 6grenme
sureglerini olumsuz etkileyebildigini ifade etmektedir. Bu durum, uygulama strecinin niteliginin
ogretmen adaylarinin mesleki 6grenmeleri acisindan dnemli olabilecegini dustndurmektedir.

Bu bulgular birlikte degerlendirildiginde, ogretmen adaylarinin 6gretmen yetistirme strecini
blyuk olclde uygulama deneyimleri, rehberlik iliskileri ve sinif i¢i gozlemler Uzerinden
anlamlandirdiklar gorilmektedir. Ozellikle teori ile uygulama arasindaki uyumsuziuga iliskin
vurgularin birgok tabloda tekrar etmesi, 6gretmen adaylarinin sinif yénetimine iliskin bilgi ve
becerilerini gelistirmede dogrudan deneyim, gozlem ve uygulama sureclerini daha belirleyici
olarak deg@erlendirdiklerini gostermektedir.

Bulgular ayrica ogretmen adaylarinin sinif yonetimine iliskin beklentileri ile staj surecindeki
deneyimleri arasinda belirgin farkliliklar bulundugunu gostermektedir. Bulgular, ozellikle
ogretmen adaylarinin staj oncesindeki daha kontrolli ve ongorulebilir sinif yonetimi algilarinin,
gercek sinif ortaminin dinamik yapisiyla karsilastiginda degismeye basladigini ortaya
koymaktadir. Ozellikle kuramsal bilgi ile uygulama arasindaki uyumsuzluklara ve uygulama
sUrecine yonelik elestirilerin 0ne ¢ikmasi, 6gretmen adaylarinin Universitede edindikleri bilgileri
gercek sinif ortamina aktarma konusunda gugluk yasadiklarini gostermektedir. Bu durum,
ogretmen adaylarinin sinif yonetimini beklediklerinden daha karmasik ve degisken bir sireg
olarak deneyimlemeye basladiklarini distndirmektedir. Benzer sekilde Bilir Koca ve Gursoy
Kizilaslan (2026) da okul 6ncesi 6gretmen adaylarinin kuramsal bilgiyi uygulamaya aktarmada
guclik yasadiklarini ve sinifin dinamik ve 6ngorilemeyen yapisinin bu bilginin dogrudan
aktarilmasini zorlastirdigini ifade etmektedir. Dicke vd. (2014) de galismalarinda 6gretmen
adaylarinin gercek sinif ortamiyla karsilastiklarinda bir tlr “gergeklik soku” yasayabildiklerini
belirtmektedir.

Sinif yonetimi surecinde karsilasilan zorluklara iliskin bulgular da 6gretmen adaylarinin gercek
sinif ortamina uyum saglama surecinde cesitli guclukler yasadiklarini ortaya koymaktadir.
Ozellikle gocuklarin dikkat ve odaklanma suregleri, sinif diizenini saglama ve etkinlik sirecini
yonetme basliklarinin 6gretmen adaylari acisindan belirgin zorluk alanlari oldugu gortlmektedir.
Bunun yani sira uygulama surecinde karsilasilan c¢evresel mudahaleler ile fiziksel ortam
kosullarinin da sinif yonetimi sirecini etkiledigi anlasiimaktadir. Sahin-Sak vd. (2018) de okul
oncesi ogretmenlerinin sinif yonetimine iliskin uygulamalarinin okulun fiziksel kosullar ve
cocuklarin ozelliklerinden etkilendigini ortaya koymustur. Sahin Tagkin'in (2013) galismasinda
da ogretmen adaylarinin teorik bilgileri gercek sinif ortaminda uygulamaya aktarma konusunda
guclik yasadiklari; dikkat toplama, uygunsuz davranislarla bas etme ve fiziksel ortam kosullari
gibi sinif yonetimine iliskin c¢esitli zorluklarla karsilastiklari belirtiimektedir. Arastirmada gercek
sinif deneyimi ve gozlem sureglerinin 6gretmen adaylarinin sinif yonetimine iliskin algi ve
beklentilerinin degismesinde etkili olduguna yonelik vurgu da mevcut arastirmanin beklenti ve
algilardaki degisime iliskin sonuclariyla benzerlik gostermektedir.
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Diger bir bulgu ise ogretmen adaylarinin staj sureciyle birlikte sinif yonetimine iliskin 6z
degerlendirmelerinde ve bakis agilarinda belirgin degisimler yasadigini gostermektedir. Bulgular,
ogretmen adaylarinin ozellikle sinif kontroll ve yonetim becerileri, iletisim kurma ve etkinlik
planlama konularinda kendilerini daha yeterli gormeye basladiklarini ortaya koymaktadir. Benzer
sekilde Atici (2007) da 6gretmen adaylarinin staj sireciyle birlikte sinif yonetimine iliskin 6z
yeterlik algilarinin arttigini ve deneyim kazandikca kendilerini daha rahat hissettiklerini
belirtmektedir. Bu durum, ogretmen adaylarinin ozellikle uygulama deneyimi kazandiklar
alanlarda kendilerini daha yeterli hissetmeye basladiklarini dlistundurmektedir. Buna karsilik
disiplin saglama, problem davranislara midahale edebilme, dikkat toplama ve anlik durumlari
yonetme gibi alanlarda kendilerini gelistirmeye ihtiya¢ duyduklarini ifade etmeleri dikkat
cekmektedir. Stahnke (2021) ile O'Neill ve Stephenson (2012), sinif yonetimi stirecinde anlik
karar verme, problem davranislara uygun mudahale gelistirme ve bu surecleri etkili bicimde
yonetme becerilerinin 6gretmen adaylari agisindan zorlayici olabildigini belirtmektedir. Ozellikle
daha ongorulemeyen ve anlik karar vermeyi gerektiren bu sureclerde gelisim gereksinimlerinin
devam etmesi, sinif yonetiminin bazi boyutlarinin dogrudan sinif ici deneyimlerle gelisebildigini
dusundurmektedir.

Ogretmen adaylarinin sinif yonetimine iliskin bakis agilarindaki degisim incelendiginde ise sinif
yonetiminin onemine, zorluguna ve cok boyutlu yapisina yonelik farkindaliklarinin arttig
gorulmektedir. Ozellikle deneyim ve gozlem yoluyla edinilen 6grenmelerin, 6gretmen adaylarinin
sinif yonetimini iliski, given ve iletisim temelli bir stre¢ olarak degerlendirmelerine katki
saglamasi, sinif yonetimine iliskin yaklasimlarinin sidrec¢ igerisinde donuismeye basladigini
gostermektedir. Battal ve Akman'in (2022) calismasinda da mesleki deneyim diizeyine gore okul
oncesi 6gretmenlerinin sinif yonetimine iliskin degerlendirmelerinin farklilastigi ve deneyimi az
olan égretmenlerin sinif kontroltinu daha fazla 6n plana ¢ikarabildikleri gortlmuastar. Bu bulgu,
sinif yonetimine iliskin algi ve degerlendirmelerin sekillenmesinde uygulama deneyiminin dnemli
olabilecegini dusundurmektedir. Alan yazindaki calismalar da ogretmen adaylarinin sireg
icerisinde kontrol ve disiplin odakl sinif yonetimi anlayisindan, 6grenciyle kurulan iliskiyi merkeze
alan daha esnek ve o6grenci merkezli yaklagimlara yoneldiklerini belirtmektedir (Akar & Yildirim,
2009; Jones & Vesilind, 1995). Bununla birlikte bazi 6gretmen adaylarinin mesleki 6zgtvenlerinin
arttugini ifade ederken, bazilarinin ise mesleki kaygi ve belirsizlik yasadiklarini belirtmeleri, staj
sUrecinin  ogretmen adaylarinin  mesleki benlik algilari Gzerinde de etkili oldugunu
gostermektedir. Gindoddu vd. (2010) de staj strecinde karsilasilan uygulama deneyimlerinin ve
beklenti gercgeklik farkliliklarinin 6gretmen adaylarinin mesleki kaygilar ve mesleki tutumlari
uzerinde etkili olabildigini belirtmektedir.

TUm bulgular birlikte degerlendirildiginde 6gretmen adaylarinin staj oncesinde sinif yonetimini
buyuk olgude ogretmen merkezli, kontrol odakli ve tek yonlu bir sure¢ olarak algiladiklari
gorulmektedir. Ayrica ¢cocuklarin gelisimsel ve davranigsal ozelliklerine iliskin idealize edilmis
beklentiler ile sinifin planlandigi gibi sorunsuz ilerleyecegine dair ongortler, adaylarin sinifin
dinamik ve ¢ok boyutlu yapisina dair farkindaliklarinin sinirli oldugunu ortaya koymaktadir.
Lisans derslerinin gogunlukla teorik agirlikli bulunmasi ve uygulama temelli derslerin daha
islevsel olarak degerlendirilmesi, sinif yonetimine iliskin kuramsal bilginin  uygulama
deneyimleriyle desteklenmesinin onemli olduguna isaret etmektedir. Bu strecte danismanlarin
ve uygulama ogretmenlerinin de ogretmen adaylarinin mesleki gelisiminde onemli olarak
degerlendirildikleri gordlmektedir. Danismanlarin  gozlem ve rehberliklerinin, uygulama
ogretmenlerinin ise rehberlik ve sinif ici modellemelerinin mesleki gelisim acgisindan destekleyici
bulundugu anlasiimaktadir. Bununla birlikte, bazi danismanlarin sinirli gozlem ve yetersiz geri
bildirimlerinin, bazi uygulama ogretmenlerinin ise rehberlik eksikliklerinin 6gretmen adaylari
tarafindan mesleki 6grenme surecleri acisindan olumsuz degerlendirildigi gortlmektedir. Staj
sureciyle birlikte ogretmen adaylarinin staj oncesindeki daha kontrolli ve ongordlebilir sinif
yonetimi algilarinin, gergek sinif ortaminda degismeye basladigi gortlmektedir. Adaylar,
kuramsal bilgi ile uygulama arasindaki uyumsuzluk ve uygulama strecine iliskin guclukler
nedeniyle sinif dlizenini saglama, etkinlikleri yuritme ve ogrencilerin dikkatini odaklama gibi
alanlarda cesitli zorluklarla karsilastiklarini ifade etmislerdir. Bu sonuglar, gergek sinif
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deneyiminin 6gretmen adaylarinin sinif yonetimine iliskin bilgi ve becerilerinin gelisiminde onemli
bir yere sahip olabilecegini dustindtirmektedir. Bu durum ayni zamanda odretmen yetistirme
programlarinda sinif yonetimine iliskin kuramsal igerigin uygulama deneyimleriyle daha guglu
bigimde bitinlestirimesinin 6nemine isaret etmektedir. Ozellikle erken dénem gozlem ve
uygulama firsatlari ile uygulama ogretmenleri ve staj danismanlarinin rehberlik stregleri,
ogretmen adaylarinin mesleki gelisimlerini destekleyebilecek unsurlar olarak degerlendirilebilir.
Staj slrecinde edinilen deneyimlerle birlikte 6gretmen adaylarinin sinif yonetimine iliskin bakis
acilarinda da degisimler yasandigi gériilmektedir. Ogretmen adaylarinin sinif kontrold, iletisim ve
etkinlik planlama konularinda kendilerini daha yeterli degerlendirmeye basladiklari ancak disiplin
ve problem davraniglari yonetme alanlarinda gelisim ihtiyaglarinin devam ettigi belirlenmigtir.
Buna ek olarak adaylarin sinif yonetiminin onemine, zorluguna ve gok yonli yapisina iliskin
farkindaliklarinin arttigi ve sureg icerisinde iliskisel ve deger temelli yaklasimlari daha fazla on
plana ¢ikarmaya basladiklar goridlmektedir. Bu sonuglar dogrultusunda okul 6ncesi 6gretmen
yetistirme programlarinda sinif yonetimine iliskin bilgi ve becerilerin gelistiriimesinde kuramsal
icerik ile uygulama deneyimlerinin daha gugld bigimde buttnlestiriimesi onem tasimaktadir. Bu
kapsamda ogretmen adaylarina erken donemden itibaren gozlem, uygulama ve yapilandiriimis
geri bildirim firsatlarinin sunulmasi mesleki gelisimlerini destekleyebilir. Ayrica uygulama
ogretmenleri ile Universite staj danismanlarinin rehberlik rollerinin guclendirilmesi, teori ile
uygulama arasindaki bagin kurulmasina katki saglayabilir. Okul oncesi ogretmenligi
uygulamalarinda ise oOgretmen adaylarinin gercek sinif deneyimleri Uzerine yansitic
dustinmelerini destekleyen sureclere daha fazla yer verilmesi, sinif yonetimine iliskin farkindalik
ve mesleki yeterliklerinin gelisimini destekleyebilir.

Arastirmanin katkisi

Arastirma sonuglari okul oncesi o6gretmen adaylarinin sinif yonetimine iliskin staj oncesi
beklentilerini, staj stirecindeki deneyimlerini ve bu stirecte yasanan dontisimu buttincul bir bakis
acislyla ortaya koymasi bakimindan alan yazina katki saglamaktadir. Arastirmada yalnizca
ogretmen adaylarinin sinif yonetimine iliskin gorusleri degil, ayni zamanda lisans dersleri, staj
danismanlari ve uygulama ogretmenlerinin bu surecteki rolleri de birlikte degerlendirilmistir.
Ayrica ogretmen adaylarinin beklentileri ile gergek sinif deneyimleri arasindaki benzerlik ve
farkliliklarin ortaya konulmasi, sinif yonetimine iliskin mesleki gelisim sureclerinin daha kapsamli
bicimde anlasiimasina katki sunmaktadir.

Sinirlihklar

Ote yandan, arastirmanin bazi sinirlliklari da bulunmaktadir. Arastirma yalnizca bir devlet
dniversitesinde ogrenim goren okul oncesi ogretmen adaylari ile ydrutGimdstir. Veriler
ogretmen adaylarinin 6z bildirimlerine dayal gortsmeler araciligiyla elde edilmis olup dogrudan
gozlem verileriyle desteklenmemistir. Ayrica arastirmada yalnizca ogretmen adaylarinin
goruglerine yer verilmis, uygulama ogretmenleri ve staj danismanlarinin gorugleri kapsam
disinda tutulmustur. Bu sinirliliklar goz onunde bulundurularak bulgularin degerlendiriimesi
onem tasimaktadir.

Oneriler

Arastirma sonuglari dogrultusunda 6gretmen adaylarinin sinif yonetimine iliskin bilgi, beceri ve
deneyimlerini gelistirmeye yonelik uygulamalara ve gelecekteki arastirmalara iliskin asagidaki
oneriler sunulabilir:

e Ogretmen yetistirme programlarinda uygulama temelli derslere ve erken donem gozlem
firsatlarina daha fazla yer verilmesi ogretmen adaylarinin sinif yonetimine iliskin
deneyimlerini guglendirebilir.

e Staj slrecinde danismanlar ve uygulama 6gretmenleri tarafindan sunulan rehberlik ve
geri bildirim sureglerinin daha sistemli yUrtttlmesi ogretmen adaylarinin mesleki gelisim
sUreclerini destekleyebilir.
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e Ogretmen adaylarinin problem davranislar, dikkat yonetimi ve anlik sinif i¢i durumlarla
bas etme becerilerini gelistirmeye yonelik uygulamalara daha fazla agirlik verilmesi
gergek sinif ortamina uyum sureglerini kolaylastirabilir.

e Ogretmen adaylarninin sinif yonetimine iliskin farkindaliklarini destekleyecek gozlem, 6z
degerlendirme ve deneyim paylasimi odakli uygulamalarin artiriimasi sinif yonetimine
iliskin daha bilingli yaklasimlar gelistirmelerine yardimci olabilir.

e Farkl Universitelerde ve farkli orneklem gruplaryla gergeklestirilecek calismalar
ogretmen adaylarinin sinif yonetimine iliskin deneyimlerinin daha kapsamli bigimde
anlasiimasini destekleyebilir.

e Staj danismanlari ve uygulama ogretmenlerinin goruslerini de iceren calismalarin
yapilmasl ogretmen adaylarinin sinif yonetimine iliskin deneyimlerinin daha butincdil
bicimde degerlendiriimesine olanak taniyabilir.

Cikar gatigmasi beyani

Gikar gatigmasi

Yazar “Okul Oncesi Ogretmen Adaylarinin Sinif Yonetimine iliskin Beklentileri Ve Staj Stirecindeki
Deneyimleri” baslikli bu calismaya iliskin herhangi bir ¢ikar ¢catismasi, finansal destek, kurumsal
iliski veya kisisel ¢ikar bulunmadigini beyan etmektedir.

Finansman
Bu arastirma icin herhangi bir kurum veya kurulus tarafindan finansal destek alinmamistir.
Yazar katkilar

Yazar 1 (Didem Semerci Arikan). Kavramsallagtirma; Yontem; Arastirma/inceleme; Veri
dizenleme; Bicimsel analiz; Ozgun taslak yazimi; Yazim—gozden gegirme ve dlzenleme

Yazar makalenin yayimlanan son halini okumus ve onaylamistir.

Veri erigilebilirligi

Arastirma verileri, katiimci gizliligi ve etik ilkeler dogrultusunda acik erisime sunulmamaktadir.
Anonimlestiriimis veriler, makul talep dogrultusunda sorumlu yazardan temin edilebilir.

Etik kurul onayi ve katilimei onami

Bu ¢alismaigin ilgili Gniversitenin etik kurulunun 26/03/2026 tarih ve 2026-62 sayili karari ile etik
kurul onay! alinmistir. Arastirmaya katilan tim katiimcilardan bilgilendiriimis gonulli onam
alinmustir.

Yapay zeka (YZ) araglarinin kullanimi

Yazar, bu makalenin hazirlanmasi strecinde yapay zeké destekli araglardan yalnizca ingilizce dil
duzenlemesi amaclyla yararlanmistir. Yapay zeka aracglari galisma surecinin baska herhangi bir
asamasinda kullaniimamistir.
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