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Abstract
The aim of this study is to evaluate the professional development program on web based content development 
(WBCD) designed by the Ministry of National Education (MoNE). Based on the theoretical CIPP model by 
Stufflebeam and Guskey’s levels of evaluation, the study was carried out as a case study. The study group 
consisted of the courses that opened in Izmir in the spring semester of 2009, in which 37 teachers and four 
trainers attended. Quantitative data for the study was collected by two separate questionnaire forms, while the 
qualitative data was gathered from focus group and individual interview forms. The quantitative data collected 
was analyzed using descriptive statistics, while content analysis was applied to the qualitative data. The results 
of the study showed that the program had been designed without a needs analysis, that teachers were reluctant 
to implement the program, and that at the end of the program implementation, teachers had not managed to 
prepare web based instructional materials despite the fact that they had been included in the objectives of the 
program. In addition, it was found that teachers did not develop web based instructional materials for such 
reasons as the frequency of changes in curriculum, the ease of use of the existing/ready materials, and the 
perception of developing web based materials as a challenging task requiring expertise and team work. The 
study showed that the WBCD program could not meet its objectives, and the program was therefore found to be 
inadequate in encouraging teachers to integrate their instructions with technology. It was recommended that 
professional development programs like WBCD should be ongoing in all areas of the profession, rather than at 
particular periods of time.
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Advances in science and technology have changed 
individuals’ lives and performing habits (Bayazıt & 
Seferoğlu, 2009). One of the important factors in 
attaining change is technology integration. Plans 
for instructional technology are required in order 
to achieve this integration. Moreover, professional 
development programs for teachers should be 
included in these plans (Anderson, 1996, 1999; 
Şahinkayası & Şahinkayası, 2004).

Teachers’ professional development, which is 
considered a part of lifelong education (Bümen, 
Ateş, Çakar, Ural & Acar, 2012), is defined as 
processes and activities designed for teachers 
to further develop their students, to take their 
students forward, and to improve their professional 
knowledge, skills, and attitudes (Guskey, 2000, 
p. 16). Professional development programs are 
considered to be continuous and job-embedded 
processes rather than short term or ad-hoc events 
(Blandford, 2000; Guskey, 2000). It is stated that 
professional development, which is considered as 
the instrument of the reformation, restructuring, 
and transformation efforts at schools (Guskey, 
2007), makes change easier (Blandford, 2000).

Every year, an average of 507.713 teachers 
participate in professional development activities 
in Turkey (Milli Eğitim Bakanlığı [MEB], 2012a). 
Approximately half of the teachers (43.94%; 
n=25204) stated the need for professional 
development in instructional technologies and 
material development (MEB, 2012b). One of the 
activities organized by the MoNE in response to 
these needs was the professional development 
program on web based content development 
(WBCD). 

Curricula are among the fundamental elements 
of the education to reach its objectives (Yurdakul, 
2004). However, as most of the programs are not 
evaluated, data pertaining to their evaluation has 
not been collected. Evaluation makes it possible 
to decide whether individuals will adopt, revise, 
or reject a program (Ornstein & Hunkins, 1988). 
According to Stufflebeam (2000), evaluation 
highlights the benefits of a program through 
systematic examination. The objectives of a 
curriculum are realized through learning activities 
carried out within the context of the curriculum. 
However, the fact that there are too many variables 
affecting this process makes curriculum control 
difficult. Such difficulties pave the way for different 
program evaluation approaches and models. One of 
these models is Stufflebeam’s context, input, process 
and product (CIPP) model (Stufflebeam, 2000). 

Guskey (2002) also proposes five critical levels to 
answering the question of whether or not the effort 
put into the evaluation of professional development 
programs is worthwhile.

Taken together with the rationales in the related 
literature (Guskey, 2002; Fitzpatrick, Sanders & 
Worthen, 2004; Kellaghan, Stufflebeam & Wingate, 
2003; Stufflebeam, 2000, 2003; Yüksel & Sağlam, 
2012) Stufflebeam’s (2000) program evaluation 
model and Guskey’s (2002) suggestions for the 
evaluation of professional development programs 
were adopted theoretically in this study. The main 
purpose of this study is to evaluate the WBCD 
professional development program in terms of using 
program documents and the reactions of program 
stakeholders in order to obtain information that 
can contribute to the improvement of professional 
development programs. With this aim, this study 
searched for an answer to the question “How do 
the stakeholders of the WBCD program evaluate its 
implementations in terms of a) context, b) input, c) 
process and d) product and effect?”

Method

Research Design

On the basis of different rationales in the related 
literature (Cohen & Manion, 1990; Cohen, Manion, & 
Morrison, 2007; Yıldırım & Şimşek, 2013; Yin, 2003), 
case study was selected among the qualitative research 
designs, and case study was applied in this study. In 
case studies, a number of data collection methods can 
be used individually or together, depending on the 
expectations of the researchers and the nature of the 
problem (Yıldırım & Şimşek, 2013, p. 102, 321). Yin 
(2003, p. 15) states that case studies might be based 
on a mixture of qualitative and quantitative evidence, 
and that observation is not always required as a 
source of evidence. Within the context of the related 
literature, triangulation was accepted as the main 
principle in this study; therefore both qualitative and 
quantitative data was collected before, during and 
after the implementation of the WBCD program, by 
appropriating the program document as the source 
of data and teachers and trainers as the stakeholders. 

Case

The WBCD professional development program 
has been implemented in educational institutions 
all around Turkey (MEB, 2008). In this study, 
among the purposive sampling methods, typical 
case sampling was used (Patton, 1987), and 
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implementations at four different schools in 
two towns in Izmir were evaluated during the 
spring semester of 2009. The main purpose of the 
WBCD program is to effectively integrate web 
based content development software into program 
activities. The WBCD professional development 
program is carried out over a period of 90 hours 
spanning 15 days, and is conducted in settings 
where the number of participating teachers is not 
less than 12, with each teacher having access to a 
PC. Elementary and secondary school teachers 
are also invited to participate in the professional 
development program. In the program used for data 
collection in this study, teachers joined program 
implementation activities for six hours each day 
over a period of three weeks. The courses aimed 
at instructional programs like Fireworks CS3, 
Photoshop CS3, Flash CS3, Illustrator CS3, Acrobat 
PDFMaker, Dreamweaver CS3, and Contribute 
CS3. At the end of the program, a multiple choice 
test was administered and successful teachers 
received a certificate. Moreover, teachers were 
asked to develop web based instructional materials 
using the software they had learned within the 
month following the end of the program. 

Participants

The study was carried out with 37 teachers and 4 
trainers at four separate schools with the permission 
of the school management and the voluntary 
participation of the program stakeholders. Three of 
the trainers were male and one was female. Three 
of them had over 15 years of experience while one 
had been on the job for less than 10 years. A large 
majority of the teachers were elementary teachers 
(f = 16; 43.2%). While almost one third of the 
teachers (f = 14; 37.8%) had more than six years of 
computer experiences; 13.5% (f = 5) of them had 
been using computers for less than one year; all of 
them had personal computers and all but one had 
internet connection at home. The teachers usually 
used computers for e-school applications (f = 35; 
94.6%), preparing exam questions (f = 30; 81.1%), 
preparing course documents and activities (f = 28; 
75.7%), and research (f = 27; 73.0%). In addition, 
83.8% (f  = 31) of the teachers had computers, 
64.9% (f = 24) had an internet connection, 81.1% 
(f = 30) had projection and 5.4% (f = 2) had smart 
boards in their classrooms. Moreover, 56.8% (f = 
21) of the teachers usually felt the need for the help 
of the PC in preparing visual materials. 

Instruments

Two separate questionnaire forms were designed 
to be applied at the beginning (March 2009) and 
the end (June 2009) of the WBCD professional 
development program. A total of 20 open- and 
closed-ended questions were included in the 
CIPP-I questionnaire. The findings obtained 
from the first 13 of these questions were used to 
describe participants. The other seven questions 
were designed both to evaluate the context and add 
meaning to the findings obtained from the input, 
process, and product evaluation.

The second (CIPP-II) questionnaire was designed 
in a five-point scale type and included content 
(Item Number “K” =10), physical environment 
(K=15), input (K=20), process (K=44) and product 
(K=14) indicators. In order to obtain more detailed 
data from the participants, several open-ended 
questions were included in the questionnaire: one 
question related to physical environment; four 
to process; and four to solidify the judgments 
regarding the product.

In-depth understanding can be improved through 
in-depth interviewing (Rossman & Rallis, 1998), 
and an interview adds some insight to externally 
observed behaviors (Patton, 1987). On this basis, 
and considering that it could enrich our knowledge 
of the program evaluation, focus group interview 
guides were designed for teachers, as well as 
individual interview guides for trainers. The focus 
group interview guide included a total of seven 
questions, while the individual interview forms 
consisted of five questions and were developed 
upon trial application. At the end of the WBCD 
program implementation, focus group interviews 
were held with six teachers chosen using maximum 
variation sampling (Patton, 1987). Interviews were 
held over two sessions and lasted approximately 
an hour each. In June 2009, individual interviews 
of approximately 45 minutes were conducted with 
two volunteer trainers. 

Data Analysis

Analysis of the Quantitative Data: Descriptive 
statistics of frequency (f), percentage (%), and 
means (x) were used for the analysis of the 
questionnaires.

Analysis of the Qualitative Data: Content analysis 
was used to analyze the qualitative data. At the 
preparation stage for analysis, recordings were 
transcribed. While coding the qualitative data, the 
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qualitative data set was read without interruption 
and was coded simultaneously by two researchers 
using a code list. Also, to avoid ethical issues 
during coding, trainers were coded with the letter 
“T,” the schools were coded as “YB and FE” and 
teachers as “P1, P2…Pn.” Coding was revised by 
four researchers. Through discussion, themes 
were constructed where groups of codes were 
found to form coherent sub-sets, and the criterion 
that requires these codes to be taken together 
was identified as the theme topic (Yurdakul, 
2004). Themes were associated with the sub-
dimensions (categories) of the research problem. 
Finally, findings were identified according to 
certain phenomena by using appropriate focused 
quotations, and the qualitative data was interpreted 
and reported. 

Validity and Reliability 

A number of strategies are offered to ensure validity 
and reliability in qualitative research (LeCompte 
& Goetz, 1982; Miles & Huberman, 1994; Yıldırım 
& Şimşek, 2013). In this study, the validity and 
reliability of the qualitative findings were ensured 
by i) transcribing and keeping interview records 
without any change, ii) sharing the data set 
with the interviewees via email, iii) using direct 
quotations without making any comments, iv) 
employing different methods of data collection 
and including quotations of different participants 
(data triangulation), v) getting confirmation from 
participants and researchers, and vi) describing 
research design, the participants, the development 
of data collection instruments, data collection, 
data analysis, and interpretation in detail. Finally, 
the position, assumptions, and efficacy (Mertens, 
1998) of the researchers in the process of the study 
is specified in the research report.

Results

Context Evaluation

Results from the context evaluation showed that 
almost half of the teachers (51.4%) participated 
in the WBCD program involuntarily. At the 
end of the implementation of the program, the 
statement “I participated in this in-service training 
program voluntarily” was approved by the teachers 
with a ratio of  x = 2.54. The reasons for teachers’ 
reluctance were listed as not having enough time, 
being obliged by MoNE, and disruption of their 
daily routine. Another important contribution to 

participant reluctance was the timing of the course, 
which was evaluated as inappropriate by 64.9% of 
the teachers prior to the program implementation. 
After implementation, teachers agreed with the 
statement “The date of the in-service training is 
appropriate” at a ratio of x = 1.97. Qualitative 
findings on the timing of the course also supported 
the quantitative findings: 

“We attended the courses after our classes. I 
teach for six hours every day, and this [WBCD 
professional development program] was too 
much. Our lives changed during those three 
weeks. All the work we had planned for our 
afternoons was left incomplete. Since the 
program started without sufficient warning and 
was not optional, only a quarter of it was effective 
for me.” [FE-P1]

Findings showed that the timing of the program 
was inappropriate due to reasons like the intensity 
of the primary education curriculum that obliged 
teachers to stay at school and teach before or after the 
program implementation, busy workload at the end 
of term, and disruption for teachers’ daily routine. 
While the teachers stated that the most convenient 
timing would have been the seminar period at 
the beginning (before the semester starts) or the 
end (after the semester finishes), according to the 
trainers, there are some problems with carrying out 
professional development programs during these 
periods: 

“…I believe colleagues [participating teachers] 
would feel more comfortable in their minds. 
However, when school ends, colleagues 
immediately become too relaxed. I observed that 
courses held throughout the year were better.[In 
the seminar period]… as soon as students leave, 
they [the teachers] feel like they are on holiday 
…” [T-1].

Another variable dealt with in the context 
evaluation was the level of preparation of the 
teachers for the course. In the qualitative findings, 
both trainers and teachers pointed out their lack of 
preparation. Findings also showed that a teacher’s 
readiness to take part in the program also depended 
on the strength of their belief that the contents of 
the program would not be affective, and on their 
insufficient prior knowledge and cognitive skills:

“Also [teachers] are so incompetent in terms 
of knowledge… In my last course, I had to 
teach 2 of the 20 teachers how to use a mouse. 
You will teach action script on Flash, but the 
teachers don’t yet know how to use a mouse. 
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You can imagine what a torture it is both for me 
and for them… And [also] they are not ready 
psychologically. They don’t want this course, 
they are so unwilling.” [T-2]

Program objectives are also included within the 
context evaluation. Teachers stated that they had 
been informed about the objectives of the WBCD 
program (48.7%; n = 18) by the trainers. Prior to 
the implementation of the program, questions were 
asked in order to determine teachers’ awareness 
and expectations concerning the WBCD objectives, 
and the teachers answers’ were categorized under 
computer skills (CS) and technology integration 
(TI). Also, their awareness and expectations 
concerning the program objectives were found to 
be compatible with each other. 

Table 1
A compatibility table of teachers awareness of the WBCD pro-
fessional development program objectives with their own ex-
pectations of the program 

Computer Skills 
(CS)

Technology Integra-
tion (TI)

Awareness of 
the WBCD 
professional 
development 
program 
objectives

•	 Designing a web 
site*

•	 Encouraging 
computer use

•	 Sharing files
•	 Using Photo-

shop 

•	 Designing a web 
site*

•	 Developing in-
structional ma-
terials 

•	 Developing web 
based content 

•	 Improving instruc-
tion skills 

•	 Reflecting techno-
logical advance-
ments to the class 

Expectations 
from the 
WBCD 
program 

•	 Using a comput-
er efficiently and 
effectively 

•	 Learning new 
programs

•	 Designing a web 
site *

•	 Improving com-
puter skills 

•	 Integration with 
technology 

•	 Developing in-
structional ma-
terials 

•	 Sharing instruc-
tional materials 
with colleagues

•	 Being helpful to 
students

*This falls under both categories in terms of program objectives.

As seen in Table 1, the perception of the program 
prior to the implementation was that the content 
could meet teachers’ needs. However, findings 
obtained after the implementation of the program 
showed that obstacles such as not being able to 
find enough time to practice outside the course, 
insufficient length of course, low level of readiness, 
difficulty in perceiving the subject matter, availability 
of materials similar to those that can be developed 
using the suggested method, overall reluctance 
of participants, and the concern that web based 
material development is a task requiring expertise 
were still present at the end of the course.

“I don’t think the developers [of the WBCD 
professional development program] know the 
teachers or are in close contact with primary school 
teachers anyway. I don’t know why they designed 
such a thing.” [T-2]

“… I think it is a completely professional job. 
There are many people who already save their 
time on this, earn money from this, whose job it 
is; what they do is in fact enough for us.” [YB-P1]

Input Evaluation

The WBCD program was accepted as the input of 
the study, and the participants were asked for their 
opinions about the program design. The teachers 
assessed program objectives in terms of their 
attainability (x = 3.55). One of the trainers stated 
that the program objectives were appropriate for 
teachers by saying: “I find the course content useful. 
The purpose is great. It is a course that teaches 
someone how to catch a fish instead of giving them 
one.” [T-1]. Even though the intention of the course 
was found to be appropriate, it seemed impossible 
to attain these objectives in the time scheduled for 
the program.

Another component of the input was taken as the 
content. Quantitative findings demonstrated that 
the content was compatible with the objectives, 
was understandable, interesting and up-to-date, 
whereas qualitative findings revealed that it was 
too much, content-time compliance was not taken 
into consideration, and teachers were insufficiently 
prepared: 

“[The program’s] content is too sophisticated, it 
projects teaching a great number of programs.” 
[T-2]

“The most important problem was that it [the 
content] was too demanding and above the 
existing level of ability.” [YB-P3]

“Timing was a problem. The content that is 
presented in five or six months on other courses 
was presented to us in only three weeks … I’ll 
mention time again. The time [allocated] for this 
content and these objectives is not appropriate.” 
[YB-P2]

In addition to the teaching and learning activities, 
the WBCD program plan also explains how 
evaluations should be. Evaluations of how the 
WBCD program plan is put into practice are dealt 
with in process and product-effect evaluations. 
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Process Evaluation

It was found quantitatively in the process dimension 
of the WBCD program that the participants mostly 
agreed (x = 4.29) that the teacher explained the 
benefits of the covered content and his/her teaching 
methods were compatible with the objectives 
(x = 4.03), and also he/she employed the most 
appropriate materials (x = 3.71). Qualitative 
findings, on the other hand, showed that mainly the 
demonstration method was used in the learning-
teaching processes, and the instructions and 
explanations in the process were effective: 

“[The trainer] did the first one as an example and 
then by instructing step-by-step told us “you do 
it now, you create it now.” Those activities were 
nice.” [YB-P1]

The teachers stated that at the beginning of the 
lessons the trainers would remind them of the 
related prerequisite information (x = 3.97), gave 
them clues on how to carry out an activity (x 
= 3.97), provided assignments that effectively 
reinforced the content (x = 3.66), and that the 
examples provided helped them to learn (x = 3.86). 
The teachers also emphasized that enough exercises 
and activities were done on the present subjects (x 
= 3.66), and that additional work was included on 
subjects that were not put into practice (x = 3.49). 
Stating that their effort for what needed to be learnt 
was reinforced (x = 3.66), the teachers also said that 
they got feedback on the activities they conducted 
(x = 3.91).

As mentioned in the input evaluation, findings 
from the process evaluation revealed that the 
teachers were dissatisfied with the instructional 
time for the lessons. In addition to this, there were 
also problems in finding the time to practice the 
different processes. The qualitative findings were 
observed to be compatible with the quantitative 
findings: 

“…as he/she [trainer] had to explain things, 
we couldn’t go into the details of everything. 
Therefore, it became an obligation for us rather 
than enjoyable. It has to be done, so let’s do and 
get through it. You start to get [the feeling of] 
‘let’s do it so that it is over quickly. When are we 
going to get out? Do we have a chance to finish 
earlier today?’” [YB-P1]

In addition to the timing, the mixed abilities of 
the teachers with regards to their knowledge of 
computer programs meant that the trainers made 
some changes to the program: 

“The syllabus of the course cannot be covered 
in 90 hours. Consulting the ministry inspectors 
as well, we reduced the course content. After 
reducing it to half, we even simplified it a little 
more. We also made some necessary additions. 
That is, the course syllabus is not a realistic one.” 
[T-2]

Although in the quantitative findings it is accepted 
that measurement and evaluation activities 
determine student learning level correctly (x 
= 3.47), the qualitative findings revealed some 
perceived problems in measurement and evaluation 
of the participants’ abilities. A written exam was 
administered on only one of the courses. In others, 
the teachers were evaluated according to the web 
based instructional materials that they developed. 
However, some problems in the evaluation of the 
web based instructional materials also occurred: 

“…OK, now you create your web site using what 
you have learnt and bring it to us on a CD. How 
could they be sure that we created this site? 
For instance, I go out and have it done. Besides 
nobody does it for free. There is a market for this 
outside, it has a fiscal value for people today…” 
[YB-P1]

As one can see, web based instructional materials 
were not developed by some of the teachers 
themselves, but by external professionals. In 
addition, although the course plan offers an 
evaluation of participants through multiple-choice 
tests, multiple-choice tests were not administered 
because of the trainers’ concerns for failure: 

“…It is not possible to make an objective 
evaluation … If I create an exam, only one out 
of 15 teachers may pass. [Regarding teachers’ 
concerns about being evaluated] So at the 
beginning I tell them ‘you don’t have to worry 
about passing the course. Everyone will get 
a certificate.’ and ‘You are going to develop 
something in your own field of expertise. I will 
tell you how you can do it easily anyway. That 
project will be your visa.’” [T-1]

As an extra dimension to the process of evaluation, 
the trainers were also assessed as facilitators by 
the teachers (x = 4.54). Quantitative findings were 
compatible with the qualitative findings. 

Product and Effect Evaluation

Within the context of an evaluation of product 
and effect, the WBCD professional development 
program yielded positive outputs for teachers in 
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encouraging them to use computers (x = 3.79), 
keeping up with the advances in information 
technologies (x = 3.62), improving their computer 
skills (x = 3.76), and increasing professional 
competencies (x = 3.47). However, the teachers 
could not gain competence in developing web based 
instructional material. The teachers stated that they 
would not be likely to develop the suggested web 
based instructional material citing reasons such 
as frequent changes in the curriculum, the ease of 
use of existing materials, the difficulty of developing 
materials for each class, and the perception of 
developing web based materials as a challenging task 
that requires expertise and team work: 

“I am an elementary school teacher and teach 
six different courses. When these courses are 
considered separately, the content of each one 
is large. Dou you think it is possible for us to 
prepare something for each one of these six 
courses? If I were a secondary school teacher, I 
would do activities for the class I taught… [I’d 
think] These materials are the ones I can use for 
a long time. But I don’t have any chance to use 
them again in the following year …” [YB-P1]

“We have the skills to use a computer, we have 
technology classes. I mean, we have enough 
information about using computers to get by, 
but [we are not in the habit of] sitting down 
and creating something on Photoshop or 
Dreamweaver for ourselves … If I work on a 
subject for a week, I teach six courses … What 
can I prepare and for which course?” [YB-P3]

Discussion

Although willingness of the participants is 
considered to be quite an important aspect for a 
professional development program to reach its aims 
(Smith, Hofer, Gillespie, Solomon & Rowe, 2003), 
this study concluded that teachers participating 
in the WBCD professional development program 
did so reluctantly. This result is parallel with the 
findings of Kazu and Kerimgil (2008) and Uslu 
(2013). The reasons behind the teachers’ reluctance 
are cited as the inappropriate timing of the course 
and obligatory participation. Similarly, Özoğlu 
(2010) and the Türk Eğitim Derneği (TED) (2009) 
point out that teachers participate in professional 
development activities because they are obliged to. 
In this study, teachers criticized the implementation 
time of the WBCD program as it was carried out 
simultaneously with their instruction period 
at school. Some researchers suggest that adult 

education programs should not take place during 
work hours and private life is busy (Aydın, 2011; 
Büyüköztürk, Akbaba-Altun & Yıldırım, 2010; 
Uysal, 2009). The results of the study showed that 
the reluctance to participate in the WBCD program 
practices resulted from both individual and 
professional factors. Individual factors were cited as 
a disruption of life order, teachers’ belief that it will 
not be useful, and inadequate prior knowledge and 
skills. Professional factors were listed as a sense of 
obligation, timing, and workload. In the literature, 
these factors are mentioned as important obstacles 
for adult education and teachers’ professional 
development (Knowles, 2009; Mierzejewski, 
2010; Uysal, 2009). Moreover, it is also stated that 
when participants’ prior knowledge, interests, 
and needs are considered and when they believe 
in the benefits of professional development 
activities, their willingness to participate also 
increases (Bümen, 2009; Ertürk, 1991; Kazu & 
Kerimgil, 2008; Mierzejewski, 2010; Özer, 2004; 
Senemoğlu, 2007; Smith et al., 2003; Tafel, 2008). 
Considering that willingness is an important 
component of motivational processes (Açıkgöz, 
2003; Ferguson, 2000; Kurt, 2000), it can be said 
that appropriate motivation mechanisms had not 
been developed for the teachers’ participating in 
the WBCD professional development program. In 
adult education however, motivation is a significant 
factor for learning (Bümen et al., 2012; Kurt, 2000). 
Also, high motivation levels make it easier for 
participants to reach their objectives (Senemoğlu, 
2007; Ülgen, 1997). Therefore, organizational 
arrangements (such as promotion, a chance to 
choose schools at appointments, a relation between 
educational development and career progress, etc.) 
could be recommended, whereby teachers can 
see the benefits of participating in professional 
development programs. 

Some teachers also stated that the support of their 
school management was not enough. However, in 
the related literature, organizational culture and 
management support are shown to be significant 
factors in the reflection of changes brought about 
by professional development programs (Bümen 
et al., 2012; Ertmer, 2005; Opfer & Pedder, 2011; 
Özer, 2004). Thus, it is suggested that managers 
should also participate in professional development 
programs designed for teachers (Guskey, 2000; 
Özer, 2004; Sparks & Loucks-Horsley, 2007).

In this study, it was found that teachers’ prior 
knowledge and skill levels were not considered 
when determining both the objectives and the 
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content of the WBCD program design, which was 
taken as the input. This may cloud the applicability 
and functionality of a professional development 
program in terms of the principles being in 
accordance with the objectives, and the content 
and learner properties of the program development 
process (Demirel, 2007; Ertürk, 1991; Saylan, 1995; 
Sönmez, 2005; Tyler, 1969). Moreover, the high 
number of subjects included in the content, their 
level of difficulty, and time constraints all made 
it more difficult to attain the program objectives. 
When the content is designed in a way that is suited 
to learner objectives and can respond to learner, and 
the scope of the subjects is planned meaningfully, 
learning levels, permanence, and generalizability 
increase (Senemoğlu, 2007). It is seen in the 
literature that in order for professional development 
implementations to attain their objectives, teachers’ 
professional development needs and interests play 
a significant role (Aydoğan, 2002; Bayrakçı, 2009; 
Bümen et al., 2012; Çiftçi, 2008; Demirkol, 2010; 
Özer, 2004; Özoğlu, 2010). Therefore, subjects 
taught in professional development activities should 
be suited to the real needs of the teachers (Aydoğan, 
2002; Bayrakçı, 2009; Çiftçi, 2008; Demirkol, 2010; 
Özer, 2004, Özoğlu, 2010). Moreover, with limited 
prior knowledge of course content, dealing with 
the program in such a short time may result in 
the implementation of a program just for the 
sake of implementation. Therefore, professional 
development should be considered as a series of 
activities carried out continuously at any moment 
and in any area of the profession (Demirkol, 2010; 
Oğuzkan, 1976), rather than being activities that are 
done at a certain period of time. As a matter of fact, 
there are many studies claiming that continuous 
professional development programs contribute 
more effectively to teachers’ overall development 
(Baldwin, 2011; Gerard, Varma, Corliss, & Linn, 
2011; Smith et al., 2003). In conclusion, the findings 
showed that a realistic needs analysis had not 
been performed before designing the professional 
development program, that the program design was 
developed in a top to bottom fashion with the needs 
specified from outside, and not in a bottom to top 
style. Despite being appropriate theoretically, the 
WBCD program was not functional in terms of its 
target group and processes of practice.

It was also found in the study that trainers had 
made some changes to the plan of the program. 
Because of the incompatibility between content 
and timing, trainers had eliminated a part of 
the content and used a more simplified version. 
This problem comes up in many professional 

development activities organized in Turkey 
(Aydın, 2011; Çiftçi, 2008; Demirkol, 2010; Uslu, 
2013). This result shows that coordination cannot 
be established in the practice of the program and 
when considering curriculum fidelity, there are 
different implementation approaches of several 
trainers (Hewitt, 2006; Squires, 2008). Qualitative 
results concerning the process of the WBCD 
program showed that demonstration and lecturing 
were the two methods mainly used in learning-
teaching processes. It is observed that teachers’ 
opinions about professional development programs 
in Turkey are negative because these programs 
tend to be based on lecturing and demonstration 
rather than providing practical examples (Kıldan, 
2008; Pusmaz, 2008). According to the TALIS 
report, activities that teachers reported as the most 
effective in Turkey are those based on research 
and carried out individually or in groups around 
a professional topic, guiding colleagues, observing 
and training them, and joining study visits to other 
schools (Büyüköztürk et al., 2010).

Another result is that the trainers are facilitators. 
However, the effort to adapt WBCD program to 
learner properties has been effective in accepting 
trainers as facilitators. Trainers’ undertaking the 
role of facilitators is significant in adult education 
(Aydın, 2011; Knowles, 2009). Similarly, there 
are studies stating that trainers who work in 
professional development programs aiming at 
technology integration in Turkey are generally 
competent (Aydın, Çalışkan, & Ataizi, 2010; Uslu, 
2013).

One of the most important outputs of the WBCD 
program is encouraging teachers to use computers 
and improving their basic computer skills. On the 
other hand, most teachers stated that they could not 
reach the level of developing web based instructional 
material, which was expected from them at the 
end of the program. It is seen that these results 
are contradictory with some studies that claim 
professional development programs contribute 
a lot to teachers’ skills in technology use and that 
they have started to develop instructional materials 
using these skills (Cunningham, McPherson, 
Lawless, Brown & Zumpano, 2008; Fragkouli & 
Hammond, 2007). Some researchers, on the other 
hand, say that professional development programs 
on technology integration may not always reach 
their aims (Hixon & Buckenmeyer, 2009; Opfer 
& Pedder, 2011). In failing to obtain the expected 
objectives of the WBCD professional development 
program, reasons stated were insufficient time, 
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inappropriate plans for learners, low levels of 
preparation, frequent changes in the curriculum, 
the ease of use of existing materials, difficulty 
in developing materials for each class, and the 
perception of developing web based materials as a 
challenging task that requires expertise.

According to the results of the study, activities of 
measurement and evaluation were not carried out 
sufficiently in the implementation processes of the 
WBCD program. However, effective evaluation of 
learners is seen as necessary both in determining 
learning deficiencies and difficulties and to 
motivate the learners to a higher level of learning 
(Baykul, 2000; Bloom, Hastings & Madaus, 1971; 

Ertürk, 1991; Özçelik, 2010; Turgut & Baykul, 2010; 
Tyler, 1969). As in the professional development 
program, many professional development 
programs carried out in Turkey are not evaluated 
sufficiently (Aydın, 2011; Bümen et al., 2012; 
Demirkol, 2010; Uslu, 2013). This situation 
is thought to cause professional development 
programs to become activities that are organized 
continuously but are not reflected in work and are 
undertaken with a feeling of obligation (Bümen et 
al., 2012). Also, the fact that outcomes had not been 
evaluated sufficiently suggests that data concerning 
improvements to the WBCD program cannot be 
reached and related feedback cannot be produced.
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