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Effect of Self-Evaluation on Pre-service Mathematics Teachers’ Self-Efficacy in

Language of Mathematics??
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Oz

Mathematics is a universal language and mathematics teachers are responsible for teaching this
language. However, teachers generally ignore knowledge and skills of mathematical language and
this may be explained by Bandura’s (1997) self-efficacy theory (Gray, 2004). The aim of this
study was to investigate the effect of self-evaluation of pre-service elementary mathematics
teachers on their self-efficacies with regard to language of mathematics by using the mixed
method sequential explanatory design. The data was obtained with the developed instrument
quantitatively in the first phase and qualitatively in the second phase. The results of the first phase
indicated that there was no significant difference between pretest and posttest self-efficacy scores.
On the other hand, the results of the second phase indicated that participants perceived the
language of mathematics as using native language or using pedagogical approaches and they
weren’t aware of the responsibility of teaching the language of mathematics besides mathematical

concepts.

Keywords: Pre-service mathematics teachers, Teachers’ self-efficacy, Language of mathematics,

Self-evaluation, Teaching the language of mathematics
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Introduction

Mathematics can be defined as a universal language. Many countries have started to
emphasize teaching the language of mathematics in their teaching programs and standards. In
this regard, National Council of Teachers of Mathematics (NCTM) emphasizes participants’
communication in mathematical language beginning from the early ages (NCTM, 2000).
Although mathematics teachers’ responsibilities for developing mathematics language
competencies are frequently emphasized (e.g. Owens, 2006; Schleppegrell, 2007, ZazKis,
2000), it is claimed that teachers generally focus only on mathematical concepts while they
ignore mathematical language knowledge and skills in the classroom (Gray, 2004). According
to Gray (2004), Bandura’s self-efficacy theory is a possible explanation for such neglect of
mathematical language. On the other hand, previous performance was specified as one of the
most influential sources of efficacy (Bandura, 1997) and self-evaluation was labeled as an
important tool for self-improvement of the teachers (Airasian & Gullickson, 1997; Ross &
Bruce, 2007). In the light of this rundown, the aim of the current study was to investigate the
effect of self-evaluation of pre-service elementary mathematics teachers on their self-

efficacies with regard to language of mathematics.

Background Research

Mathematics can be defined as a universal language with its own language system containing
special vocabulary, syntactical and rhetorical structure. It is widely agreed that students
should gain the language of mathematics skills as well as mathematical concepts in order to
have competency and success in mathematics (Pimm, 1987; Schleppegrell, 2007, Zazkis,
2000). In this context, Jamison (2000) concluded that as a result of explicit explanation about

the syntactical and rhetorical structure of language of mathematics, participants could learn
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the rules of language of mathematics and use them as tools to understand abstract

mathematical concepts.

In literature, mathematics teachers’ responsibilitics about developing mathematics language
competencies are emphasized (e.g. Owens, 2006; Schleppegrell, 2007, Zazkis, 2000). Beside
the importance of teaching the language of mathematics, Gray (2004) claim that teachers
generally focus on only mathematical concepts while they ignore mathematical language
knowledge and skills in the classroom since they expect participants to learn language of
mathematics skills through exposure. Gray (2004) obtained that teachers are either unaware of
how to teach the language of mathematics or they may not believe that they can implement
such language training in their mathematics classrooms. According to Gray (2004), Bandura’s
self-efficacy theory is a possible explanation for such neglect of mathematical language. In
detail, Gray (2004) explained that if a teacher does not believe that she can teach a
mathematics topic successfully, she will not choose this topic to teach and probably she will
not be able to. In this context, Gray (2004) designed Language of Mathematics Teacher
Efficacy Scale (LoMTES), to measure teacher’ self-efficacy about teaching language of

mathematics.

Bandura defined self-efficacy as the “beliefs in one’s capabilitics to organize and execute the
courses of action required to produce given attainments” (Bandura, 1997, p. 3). As Bandura
noted that self-efficacy relates to one’s belief in one’s capability to perform a task, it is
important to point out that self-efficacy is concerned with judgments of personal capabilities.
The skills that one have do not matter. What matters is what people think they can do with the
skills they have in different circumstances. Bandura emphasized that previous performance
was one of the most influential source of efficacy (Bandura, 1997). Consistent with this idea,
Hall and Ponton (2005) noted that experiences producing positive outcomes in mathematics

increased math self-efficacy and experiences producing negative outcomes decreased it.

3
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Similarly, it is reported that when students perform tasks successfully and come closer to
obtaining a goal, their self-efficacy is enhanced (Schunk, Pintrich, & Meece, 2008) and
successful learning experiences contribute to greater self-efficacy (Gist & Mitchell, 1992). As
Torkzadeh and Dyke (2001) indicated that self-efficacy is a dynamic construct that changes

over time as new information and experiences are acquired.

With regard to the development of teachers’ beliefs about ability to teach, the results of the
research studies verified that the reflection had a positive effect on teachers (e.g. Bohen,
2000). Ross and McDougall (2003) concluded that teacher self-evaluation contributes to the
development of beliefs about their ability to do the job. Self-evaluation that is questioning,
reflecting on, and interpreting of teachers’ own practices is a powerful tool for self-
improvement (Airasian & Gullickson, 1997; Ross & Bruce, 2007). Eckart and Gibson (1993)
indicated that when teachers are allowed to be their own critics, they seek strategies for
continued development and set achievable objectives for improving their teaching skills.
Researches have displayed that self-evaluation and reflection promote teacher learning and
improve professional development (Bohen, 2000; Finn, 2002; Frederiksen, Sipusic, Sherin, &
Wolfe, 1998; Roth & Chen, 2007; Sherin & van Es, 2005). Based on the positive effects of
self-evaluation on teacher professional development, many researchers have suggested
increasing the amount of self-evaluation of teachers. The reason for this suggestion is not only
cognitive but also motivational. Motivation theorists suggest that self-evaluation contributes
to feelings of control over one’s own learning, of choice and of agency, and of self-worth

(Covington, 1992).

The literature review revealing the impact of language of mathematics in understanding the
mathematical concepts, the ignorance of mathematics teachers in teaching this language and
their tendency to teach skills related to language of mathematics through exposure provides

support for the significance of language of mathematics from the view of mathematics

4
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teachers education programs. It is quite apparent that training mathematics pre-service
teachers with regard to teaching language of mathematics and raising their awareness on the
importance of language of mathematics is considerably important. With this regard, one of the
researchers has given an elective course of language of mathematics for the middle school
pre-service mathematics teachers at a faculty of education. In this sense, the aim of this course
IS to raise pre-service mathematics teachers’ awareness on the importance of language of
mathematics and on the way of teaching the language of mathematics. In literature, the
importance and the necessity of such courses on language of mathematics have been approved
and emphasized. For instance, Esty (2004) has developed a language of mathematics course

for the first grade of colleges and published a textbook for this course.

In this study, it is aimed to investigate the effect of self-evaluation of middle school pre-
service mathematics teachers on their perceived self-efficacies with regard to using and
teaching language of mathematics. The research was carried out in the context of the language
of mathematics course that was given by one of the researchers. Although some research
studies were conducted related to students’ and mathematics teachers’ use of language of
mathematics, this study was the first study handling the issue of language of mathematics
from the views of pre-service mathematics teachers’ sclf-efficacies and self-evaluation
process. It is strongly believed that this study would add an important contribution to the area

of mathematics teacher education.

Methodology

The mixed method that provides more comprehensive evidence than either quantitative or
qualitative research alone (Creswell & Plano Clark, 2011) was used in this study. Qualitative
research makes up weaknesses of quantitative research, which is weak in understanding the

context or setting of people talks (Creswell & Plano Clark, 2011). On the other hand, research
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design of this study is sequential explanatory design (Creswell & Plano Clark, 2011). There
are two distinct phases in the mixed methods sequential explanatory design (Creswell, Plano
Clark, Gutman, & Hanson, 2003). In the first phase quantitative data are collected and
analyzed, and in the second phase qualitative data are collected and analyzed to help explain,
or elaborate the quantitative results obtained in the first phase. Analysis of the qualitative data
refines and explains results of quantitative data by exploring participants’ views in more depth
(Creswell, 2003; Rossman & Wilson, 1985; Tashakkori & Teddlie, 1998). Moreover, this
design can also be used to form groups based on quantitative results and to guide purposeful
sampling for a qualitative phase (Creswell, et al., 2003; Tashakkori & Teddlie, 1998). In the
first phase of the sequential explanatory design study, the effect of self-evaluation of middle
school pre-service mathematics teachers on their perceived self-efficacies with regard to using
and teaching language of mathematics was investigated by using one-group pre-test — post-
test design (Fraenkel & Wallen, 1996). The data of the first phase were collected
quantitatively by using Teacher Self-Efficacy Scale in Language of Mathematics
(TSESLoM). The researchers prior to the main study developed this instrument. In the second
phase of the study, the data was obtained from participants’ reports and clinical interviews
qualitatively to explain and elaborate the nature of the effect of self-evaluation of middle
school pre-service mathematics teachers on their perceived self-efficacies in more detail.
Participants of the second phase were chosen with purposeful sampling method based on the
results of the first phase. In this way, it is expected that the combination of two phases of the
mixed method design may provide broad and rich information as to whether there is an effect
or not, the reasons and nature for this effect, or when and under which conditions this effect is
valid. Beyond these, it is also anticipated that we may obtain valuable and considerable

mformation with regard to the participants’ self-efficacies in the language of mathematics and
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perceptions of language of mathematics as well. The research process is detailed in the

following section.

The Language of Mathematics Course

The research was carried out in the context of the language of mathematics course that was an
elective course offered by one of the researchers. As mentioned before, the aim of this course
was to raise pre-service mathematics teachers’ awareness on the importance of language of
mathematics and on the way of teaching the language of mathematics. Additionally, it was
intended that pre-service teachers should comprehend mathematics as a language and they
should be aware of the importance of this language and their responsibilities in teaching this
language. Throughout the course, it was stressed that there are no native speakers of the
language of mathematics and it requires the support of a native language. More importantly, it
was emphasized that skills of using the language of mathematics develop throughout the
process of learning mathematical concepts simultaneously. In this context, the responsibilities
of mathematics teachers about developing ther students’ mathematics language skills were
discussed. They were strongly recommended to use the language of mathematics efficiently
during their instruction, to ask their students to read and write the mathematical sentences,
symbols, and so on by presenting various reading and writing practices. Knowledge with
regard to the structure and teaching of the language of mathematics was given through the
first four weeks of the course. Throughout the course, characteristics of the language of
mathematics, which has its own vocabulary, grammar, syntax, conventions and sentence
structure were featured with various reading and writing examples in the areas of algebra,

sets, functions, and logic. Two sample practices presented during the course were as follows;

Example 1: The equation ‘2x + 4 = 9” is a mathematical sentence. How would you pronounce

this sentence aloud?
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Focus points related to language of mathematics:

e This sentence may be pronounced as “two x plus four is equal to nine”

e The verb of this sentence is “equals”

e The subject of this sentence is “x” that is a number.

e This sentence may also pronounced as “when we add four to two times of a number

“x” we obtain 9” by giving comprehension.

e This sentence also indicates a mathematical equation. In this context, this sentence
refers the operations and the order of these operations to solve the equation. This

proves the richness of the language of mathematics.

e An English, a French or a Japanese comprehend the same meaning from this sentence,

although they pronounce this sentence differently in their native languages.

Example 2: Can you write the following sentence in the language of mathematics?

“If you add two real numbers in either order you get the same result.”

Points related to language of mathematics:

e The sentence can be rewritten in the language of mathematics as a conditional

proposition either with the conjunction “if” or with the use of universal quantifier;

o “a,b € R = atb=b+a”

o ‘Foreach a,b € R, at+b=b+a”

e The essence of this sentence is a property in mathematics that “‘commutative property

of addition.”
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e Mathematical symbols are clear, precise and universal to convey the mathematical

thoughts.

e The sentence in your native language includes 14 words. However, by using just a

couple of mathematical symbols you can convey the same meaning.

The Research Process

At the end of the first four weeks of the course, TSESLoM was administered as a pretest and
afterwards the micro teaching technique was carried out. In microteaching, pre-service
teachers taught a middle school level mathematics subject they had selected. They were
required to prepare their teaching presentations considering using and teaching language of
mathematics. Teaching presentations of the pre-service teachers were recorded by video
camera. Their own presentation records were given to them together with open-ended
questions prepared to guide pre-service teachers’ self-evaluation process. Pre-service teachers
were asked to evaluate their teaching presentations by watching video records in the context
of questions given formerly and also they were asked to report their self-evaluations
(Appendix 1). After pre-service teachers evaluated themselves, TSESLoM was reapplied as a
posttest. The data obtained from administration of the instrument as a pretest and a posttest
were analyzed and compared by using paired samples t-tests to investigate the effect of self-
evaluation on pre-service teachers’ perceived self-efficacies. Finally, participants of the
second phase were selected by using purposively sampling method based on the obtained

results.

The second phase of the sequential explanatory design study included analyses of selected
participants’  self-evaluation reports and implementation of clinical interviews with them.
Self-evaluation reports were analyzed by using document analysis method (Cresswell, 2003).

The interviews were conducted by the second researcher who was not the instructor of the
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language of mathematics course in order to prevent biased responses favoring the effect of the
course. The clinical interviews were conducted by showing both pretest and posttest
questionnaire sheets to the participants. The participants were reminded the responses given
by themselves in pretest and posttest application for each item. In this sense, the reasons of
their responses and changes in their responses if there was any change were questioned.
Moreover, the effect of self-evaluation on participants’ self-efficacy was requestioned in the
context of the each item in the interview. In the data analyses process, both the transcribed
records of the interviews and the self-evaluation reports were coded by the two researchers
independently. The reliability rates were found as 92% and 90% for the interview records and

self-evaluation reports, respectively (Miles & Huberman, 1994).
Development of the Instrument

A comprehensive literature review indicated that there was no instrument measuring the self-
efficacy perceptions of the pre-service teachers with regard to using and teaching language of
mathematics, therefore it was decided to develop an instrument named as Teacher Self-
Efficacy Scale in Language of Mathematics (TSESLoM). The development process began
with adaptation of Language of Mathematics Teacher Efficacy Scale (LOMTES) developed by
Gray (2004). The 14 items of this scale were adapted from English into Turkish separately by
the researchers who are good at the language of English. One of the researchers has been
conducting the course of ‘“Language of Mathematics” at both undergraduate and graduate
level for seven years. Afterwards, to make the instrument more comprehensive and to add
different perspectives to the language of mathematics seven related items were taken from
self-efficacy scale developed by Ozgen and Bindak (2008) to measure the self-efficacy of pre-
service teachers related to mathematics literacy. Afterwards the complements considering
either using or teaching language of mathematics for the possible items were written by the

researchers. For instance, for the item “I am able to teach my students to read and write

10
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mathematical symbols,” a new complement item was written such as “I am able to read and
write mathematical symbols”. While writing out the items, the use of the language of
mathematics symbolically was distinguished from the use of the language of mathematics
with the support of native language. Additionally, in one of the items of the scale the
definition of “informal language” was given as using native language. As a result the number
of items increased to 28 at the end of this step. Two experts including two associate professors
from the department of mathematics education and two doctorate students who had
experience in the language of mathematics determined the content validity of the 28 items.
The experts were asked to evaluate relevance, clarity, simplicity, and ambiguity of each item.
The researchers considered the relevant suggestions of the experts and the doctorate students
and revised the items in this respect. In the next step, the total of 28 items was pilot tested
during 2011-2012 academic year of fall semester in order to identify and select the best items
for the final version of the self-efficacy instrument for using and teaching language of
mathematics. The 28-item self-efficacy instrument was administered to 151 middle school
pre-service mathematics teachers (7.9% third semester students, 50% fifth semester students,
41.1% seventh semester students) by the researchers in the classroom environment. The
results of the item response analysis and the explanatory factor analysis indicated that the
final version of the self-efficacy instrument included 17 items with a three-factor structure

(Appendix 2). These factors together with sample items are as follows:

1. Teaching language of mathematics (TLoM) (Appendix 2 — Item 10-17): Sample item ‘T am

able to explain mathematical symbols in many different ways in teaching them”

2. Using specific language of mathematics (USLoM) (Appendix 2 — Item 5-9): Sample item:

“I am able to read and write mathematical symbols”

11
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3. Using general language of mathematics (UGLoM) (Appendix 2 — Item 1-4): Sample item:

“] am able to use language of mathematics in expressing mathematical ideas”

The final version of TSESLoM (17-item) was administered to a new sample including 304
pre-service mathematics teachers (22% sophomores, 49% juniors, 29% seniors — 39% males,
61% females) to obtain evidence for construct validity. Construct validity was supported by
confirmatory factor analysis (CFA) using LISREL 8 (Joreskog & Sorbom, 1993). The results
of the CFA indicated good fit for three-factor model with respect to the assessment criteria (2
=280.01, df = 101, */df= 2.77, RMR= 0.05, GFI= .93, AGFI= .92, RMSEA = .05 and CFI =
.92) (Schreiber, Stage, King, Nora, & Barlow, 2006) (Appendix 3). The maximum likelihood
estimations were found to be between .47 and .79 and all t values were significant at p<.05.
Evidence for discriminant validity was provided by comparing the fit of three-factor model of
TSESLOM against the one-factor model of TSESLoM. The reliability analysis yielded
sufficient Cronbach alpha coefficients both for the total scale and the three factors of the
scale. The total reliability of TSESLoM with 17 items in the pilot study was .88 as indicated
by the Cronbach alpha coefficient. Moreover the Cronbach alpha coefficients for the three
factors were .81, .80, and .81 for the first (TLoM), second (USLoM), and third (UGLoM)

factors, respectively.

Participants

In the one-group pre-test — post-test design study, TSESLoM was administered to 23
elementary mathematics pre-service teachers (78% females, 22% males) attending the
language of mathematics elective course offered in the program of elementary mathematics
education at a state university in Turkey. Most of the pre-service teachers attending the course
were third semester students, one of them was seventh semester student, and two of them

were fifth semester students.

12
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Second phase of the study included eight pre-service teachers who were purposively selected
based on the responses of pre-service teachers to TSESLoM administered as both pretest and
posttest. Based upon the changes between the two administrations similar response patterns
across the factors (e.g. the score of TLoM is increasing, the scores of USLoOM is decreasing,
etc.) were tried to be found among the pre-service mathematics teachers. As a result, eight
groups were constructed and one pre-service teacher was selected randomly from each group
to represent the group properties. All selected pre-service teachers were invited for clinical
interviews and the interviews were conducted on a voluntary basis. In the second phase, both
the transcripts of the clinical interviews and these participants’ self-evaluation reports were
analyzed as qualitative data. The word of “participants” will refer to the eight pre-service

mathematics teachers selected for the clinical interviews from now on throughout the paper.

Results

The results of the first phase designed as one-group pre-test — post-test design indicated that
there was no significant difference between pretest and posttest self-efficacy scores of the pre-
service teachers. In other words, self-evaluation of pre-service teachers had no effect on their
perceived self-efficacies measured by TSESLoM. On the other hand, the results of the second
phase displayed that participants’ awareness with regard to importance of using and teaching
of language of mathematics raised by the course and the self-evaluation activity. Moreover,
one of the findings that all of the participants except one had various perceptions related to
language of mathematics different than expected deserves significant attention. One of these
different perceptions was using pedagogical approaches whereas the other one was using
native language. The participants who possessed either of these perceptions did not reflect
even a little evidence that they perceived the language of mathematics as a language having
specific terminology and a well-structured syntax. While they were both evaluating
themselves and responding the questions related to language of mathematics, they neither talk
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nor exemplify about the processes or the activities pointing to the nature or structure of the
language of mathematics such as expressing mathematical ideas, writing mathematical
symbols and words, reading and writing mathematical symbols, expressions, representations,
writing  mathematical  definitions, drawing graphs, explaining mathematical symbols,
transforming informal language to formal and so on. Some of the participants answered the
questions related to language of mathematics considering mathematics teaching activities and
practices in general, such as posing questions to students, telling the subject, using the board
orderly, assessing students’ learning, making eye contact with the students, exemplifying or
setting the place to stand in the classroom. For this reason, such participants were identified as
having the perception of using pedagogical approaches implying that they perceived using or
teaching the Ilanguage of mathematics as using general teaching practices to teach
mathematics. On the other hand, other participants focused dominantly on using not the
language of mathematics but written and oral native language such as expressing what is
thought, writing and speaking comprehensibly, speaking pausingly, or forgetting the words
and so on while they were evaluating themselves or responding the questions related to
language of mathematics. In consequence, these participants were identified as having the
perception of using native language implying that they perceived using or teaching the
language of mathematics as using written and oral native language in their teaching practices.
Two other findings of the second phase were participants’ different perceptions related to
their status in responding TSESLoM items; as either a teacher or an undergraduate student
and there was an effect of self-evaluation on their self-efficacies. However this effect could
not be reflected by the scale. When the results of both phases were combined, the results of
the second phase shed light on the statistically non-significant effect of pre-service teachers’

self-evaluation on their perceived self-efficacies. These results acting individually or together
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may be the reason/ reasons of unobservable effect. The detailed explanations of the results

were presented under following sections.

Results of the First Phase

The differences between the pre-test and post-test scores were analyzed by using paired t-test
in terms of owverall scores and scores of three factors evaluate whether pre-service
mathematics teachers’ self-efficacy scores changed with respect to self-evaluation. The results
of the paired samples t-test indicated that there were no statistically mean differences between
pre and post administrations on TSESLoM (t = -.36, p > .001), TLoM (t=.00, p > .001),
USLoM (t = .23, p > .001), and UGLoM (t = -1.35, p > .001) scores. These results indicated
that pre-service mathematics teachers’ self-efficacies in using and teaching language of

mathematics did not change with the effect of self-evaluation process.

Table 1

The Results of Paired Samples t-test

Mean SD Pre Post t p
preTSESLoM-postTSESLoM -.39 5.26 49.74 50.13 -.36 4.86
preTLoM-postTLoM .00 3.25 23.22 23.22 .00 2.88
preUSLoM-postUSLoM .08 1.83 15.17 15.09 .23 1.70
preUGLoM-postUGLoM -.48 1.70 11.35 11.83 -135 1.50

Results of the Second Phase

The results of the analysis of self evaluation reports indicated that half of the participants
mentioned about the importance with regard to correct usage of language of mathematics and

teaching this language in mathematics teaching in their reports. Moreover, they indicated that
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they would teach considering these issues hereafter. By this way, they put forward their
awareness related to the importance of language of mathematics in mathematics teaching in
their reports. However, they did not make an evaluation. That is, they were not able to use
their awareness and knowledge to evaluate themselves with respect to language of
mathematics. On the other hand, other half of the participants demonstrated their perceptions
related to language of mathematics in their self-evaluation reports by evaluating themselves
from using pedagogical approaches or using native language while they were teaching the
mathematics subject. In other respects, four of the participants stressed the importance of
language of mathematics course and the contribution of this course to themselves.
Consequently, self-evaluation reports displayed that language of mathematics course and self-
evaluation included in the course process provide them awareness and knowledge related to
language of mathematics. However, it was seen that participants could not use this knowledge
while they were evaluating themselves with respect to using and teaching language of

mathematics.

The results of the analysis of clinical interviews confirmed the results obtained from
participants’ self-evaluation reports at two points; appreciation of language of mathematics
course and participants’ perceptions of language of mathematics. Additionally, it was seen
that the number of participants who appreciated their acquisitions by emphasizing the
importance and necessity of the language of mathematics course increased by the data
obtained from clinical interviews. Hereby, the conclusion that participants developed positive
attitude towards the language of mathematics course was reached. The following excerption

from the clinical interview is a good example for this conclusion;

P2: I would not want to be a mathematics teacher. When we took this course, the things we

learned and we made in this course impressed me. But now, | want to be a teacher.

16



AJESI - Anadolu Journal of Educational Sciences International, 2017; 7(1): 1-34

Similarly, in the clinical interview P8 reflected her positive attitude related to the course by

referring her realization with respect to importance of language of mathematics as follows;

P8: Actually, I did not realize this issue before. | am at the 4th grade, but I did not think that
if a verbal expression is given to me, how | can express this by using the language of
mathematics. | did not concentrate on this issue before. But now, | realize the importance of

the language of mathematics.

Another point that clinical interviews confirm the results of self-evaluation reports was related
to participants’ perceptions of language of mathematics. Although participants possessed
these two perceptions time to time, each participant reflected one of the perceptions
dominantly. Moreover, the dominant perceptions of participants were generally consistent in
self-evaluation reports and clinical interviews. Only one of the participants reflected that she
evaluated herself from the perspective of using pedagogical approaches whereas she
responded the items of TSESLoM from the perspective of using native language. In the
interviews, it was observed that three of the participants (P1, P2, and P6) perceived language
of mathematics as using pedagogical approaches whereas four of them (P3, P4, P5, and P7)
perceived the language of mathematics as using native language while they were responding

the items of TSESLoM.

One of the participants who dominantly possessed the perspective of using pedagogical
approaches was P1l. When the changes of her ideas were questioned after she evaluated

herself, her response was related to using pedagogical approaches, given as follows;

P1: First of all, I could have posed questions to the students to test whether they learned. |
could have asked them to write on the board or | could have controlled their notebooks. |

thought that my contribution to the students was not enough.
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P2 was another participant possessing the perception of using pedagogical approaches.
Participant P2 found herself deficient from her perspective and when the researcher
questioned her deficiency especially with respect to language of mathematics, she responded

as follows;

P2: Yes, | should also develop myself at language of mathematics because the students may
misunderstand our expressions. If | teach one thing inaccurately, the student may continue
with this wrong knowledge up to the university. Since we construct the basic knowledge of the

students, | should develop myself on this topic.

The other perspective for the language of mathematics was using native language. For
instance, at the outset of the interview when the researcher asked general ideas of P5 with
respect to the language of mathematics as a pre-service teacher, she only focused on using

written and oral native language as given in the following excerption;

R: What did you think when you evaluated yourself as a pre-service teacher in terms of the

language of mathematics?

P5: Well, I thought that I was better in writing ... verbally ... that is I thought that my

expressions were not exact and clear.

R: Well, how did your ideas change depending on your self-evaluation?

P5: I understood that I should use the language in the way that children can understand when

| am using the expressions.

The perspective of P7 was related to speaking for the language of mathematics. As given in

the following excerption she found herself better than she expected in her own perspective.

R: In your self-evaluation process, what did you think about yourself?
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P7: Well, actually, | had been prejudiced, | had thought that | dogmatized the sentences, | did
not speak fluently, I did not build complete sentences, I did not build direct sentences

however, when | watched myself | saw that | spoke normal. | realized this.

Another finding was participants’ different perceptions related to their status in responding
TSESLOM items. Although pre-service teachers were warned to respond the items of
TSESLoM from a view of mathematics teacher, three of the participants displayed that they
responded the items from a view of an undergraduate student and they evaluated the items in
the context of their undergraduate mathematics courses. By this way, it was seen that they
evaluated their skills referred in the items of TSESLoM in the context of higher mathematics.

The expressions of P2 and P4 may be given as examples for this result.

R: For the item “I am able to use the language of mathematics in proving” you said
“disagree” in the first implementation but then after you watched and evaluated your
presentation, you said “agree” in the second implementation. What was effective in this

change?

P2: In our courses we prove you know. For instance, in our exams | cannot do this. When |
take bad marks | think that | cannot do this. For this reason, | said “disagree”. In the
presentation, for instruction of division, | saw that | could validate the operation of division

so I said “agree”.

Similarly P4 referred the graphs she learned in her undergraduate courses.

R: For the item “I am able draw any graphs” you said “agree” in the first implementation

but you said “disagree” in the second implementation.

19



AJESI - Anadolu Journal of Educational Sciences International, 2017; 7(1): 1-34

P4: It changes from graph to graph. | did not mention about elementary level, | may have
difficulty in drawing graphs we are learning currently. For instance a more difficult graph

may be.

As the interview was progressing, participant P4 put into words her point of view clearly.

R: For the item “I am able to read and write the mathematical symbols”, it stayed the same.

P4: Initially, when | saw mathematical symbols | thought the symbols we saw in algebra and
calculus. Actually the symbols those | will teach are simpler forms of those. In the first
administration | though the mathematical symbols | saw in our courses whereas in the second

administration | thought the symbols those I will teach.

Another significant finding was that there was an effect of self-evaluation on some of the
participants’ self-efficacies. However this effect could not be reflected by the scale. For
instance, when the changes in ideas of P5 were questioned with respect to self-evaluation, P5

emphasized this change as realizing the necessity to improve her as given in the following;

P5: | understood that I should improve myself. | saw that I could not tell what I thought.

Therefore, | need some improvement from this point of view.

In contrast to P5, P6 emphasized the change as feeling encouragement when her ideas were

questioned with respect to the effect of self-evaluation as follows;

P6: | was thinking that mathematics was a mysterious thing. But | saw that | could do, I could
draw, | could write when I wrote something related to mathematics. Teaching presentation
encouraged me. | could do, I could write. | watched the video record again and again while |

was evaluating myself. The video record was very good.
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Similarly, P8 reflected the positive effect of self-evaluation in detecting her mistake as given

in the following;

P8: While | was watching myself, | saw a serious mistake. By this way, | saw that what |
thought, what | said even what | wrote may be so different from each other. So | realized that

all these should be in harmony.

As mentioned before, besides these reflections on the effect of self-evaluations on
participants’ ideas and beliefs, some of the participants clearly indicated that self-evaluation
caused some changes in their self-efficacies however; they could not reflect this change in the
scaling of the questionnaire items and thus they selected the same choice. The following

excerptions reflect the ideas of P5 in this issue;

R: There was decline in your self-efficacy not in teaching but in verifying your mathematical
ideas and drawing graphs. Did self-evaluation change your perceived self-efficacy in other

topics?

P5: In certain interval it was more close to “agree”. Eventually it changed. For instance, it
remained between “agree” and ‘“disagree” but as a result I selected “disagree”. It might

come on to “agree” but nevertheless, it was around “disagree”.

Similarly, the response of P8 was a good example for pointing out that the scales of
questionnaire items might not reflect the minor changes in the situations. P8 selected the
choice “agree” for being able to use the language of mathematics in expressing mathematical
ideas in both before and after the self-evaluation. When the researcher questioned whether or

not there was a change in her ideas with regard to issue;

P8: According to me, my ability of using language of mathematics increased however, it was

not completely. Thus, my response stayed in “agree”. For instance, if there were responses of

21



AJESI - Anadolu Journal of Educational Sciences International, 2017; 7(1): 1-34

percentages in here, if 60 percent represented the situations those | could not achieve, this
would have decreased to 40 percent. But, the amount of 60 percent would not be zero percent,

| want to mention this.

Besides all these findings, one of the participants came into prominence by the characteristics
of possessing the perception of language of mathematics as expected. On the other side, this
participant emphasizing the importance of language of mathematics, teaching this language
and the language of mathematics course was distinguished from other participants by her
acquisition in language of mathematics and teaching this language. For instance, P8 defined
her awareness that she acquired during the language of mathematics course and self-

evaluation process as entering a new world and she told the followings;

P8: As | mentioned before, | had had little awareness. | have entered a new world. | have
never entered this world before. Thus, there are many things to discover especially in this
world. Actually, 1 had mathematical ideas, but | did not think that using language of
mathematics was necessary for verifying these mathematical ideas in the first implementation.
But, in the second implementation | thought this issue and | realized that | should progress

more.

In addition to reflect the effects of the course and the self-evaluation, this pre-service teacher

also used some statements directly referring the positive effects of the self-evaluation.

P8: Here | caught a good increase.

R: Yes you said “disagree” in the first administration and then you said “completely

disagree” in the second administration.

P8: Especially, | like telling the meanings of these words by giving daily life examples very

much. | felt that self-evaluation increased my self-efficacy with respect this issue. Because |
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saw that | could relate easily when | used the language of mathematics better. Thus | said

“completely disagree”. I decided this especially after I evaluated my presentation.

She also put forward the effects of self-evaluation with respect to possible effects of it in her

professional life clearly. Moreover she expressed her deficiencies those should be eliminated.

P8: When | was looking at myself, | realized that | had used a sentence unawares. | had said
that “the multiplication of positive and positive is positive”. I saw that I had said “The
multiplication of two number possessing same signs is positive” afterwards. I had not wanted
to make student to imagine the first sentence as | had said unawares. I saw how much
difference there might be between what | thought and what | said. It is very important that
what I think and what | say are the same. | am going to pay particular attention on how |

want to express but how I am expressing.

As it was understood from the excerptions given above, P8 who perceived the language of
mathematics as a language having its own terminology put forward clearly that she had the

responsibility to teach this language in the future.

Eventually, it can be asserted that the results of the second phase clarified the results obtained
from comparison of pre-test and post-test scores statistically, by coming up with reasonable
justifications. As it was seen in the elaborative examples, participants did not perceive the
items as expected for two reasons; perceptions of language of mathematics and not being able
to respond the items from the view of mathematics teacher. On the contrary to quantitative
results obtained in the first phase of the study, even the participants responded the questions
in the clinical interviews from their perspectives they displayed that self-evaluation had an

effect on their self-efficacy perceptions.

23



AJESI - Anadolu Journal of Educational Sciences International, 2017; 7(1): 1-34

Discussion and Conclusion

The results of the first phase revealed that pre-service teachers’ perceived self-efficacies in
using and teaching language of mathematics did not change by the effect of self-evaluation
quantitatively. However, the results of the second phase not only shed light on the results of
the first phase by providing rich data, but also guided us to propose valuable justifications for
the non-significant effect. It was concluded that the results of the second phase might be the
reason for the non-significant effect of the self evaluation. This situation puts forward the
necessity of using mixed method design in which both quantitative and qualitative methods

support each other (Creswell, 2003; Rossman & Wilson, 1985; Tashakkori & Teddlie, 1998).

One of the reasons for the non-significant effect of self-evaluation might be participants’
perceptions related to language of mathematics; using pedagogical approaches or using
native language. The results indicated that they evaluated themselves from their own views
and they did not reflect that they possessed the knowledge and skills in the language of
mathematics. Moreover, they were unaware of that their perceptions and knowledge were
different from the language of mathematics covered in the course. In this situation, it was
concluded that researchers’ assertions related to positive effects of self-evaluation on self-
efficacy perceptions of teachers (Bohen, 2000; Ross & McDougall, 2003) depended on being
able to carry out the self-evaluation in the expected context. In other words, the context of the
self-evaluation should be perceived as expected by the teachers in order to obtain valid and
reliable results for the effect of self-evaluation. From this point of view, it was concluded that
if these pre-service teachers had possessed sufficient skills and knowledge in the language of
mathematics and had evaluated themselves in this context, self-evaluation might have had
positive effects on their self-efficacies as Bohen (2000) and Ross and McDougall (2003) put

forward.
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Two important issues related to perceptions of using pedagogical approaches and using
native language should be clarified. The first issue is that this result was not an expected
result. When this result was obtained, the related literature was reviewed in order to have
knowledge whether there were different perceptions of mathematics teachers related to the
language of mathematics. However, there was no related literature explaining this issue.
Actually, we tried to present their own perceptions as they were. We were in endeavor of
neither comparing to nor measure against ours. The second issue which was related to the
perception of using native language should be clarified. Relative to this perception, a doubt
may come to mind that this perception may be the result of the particular phrasing of the self-
evaluation questions and the items. However, it was thought that, the distinction of symbolic
use of the language of mathematics in the wording of both self-evaluation questions and items

of the scale may provide a strong support not to give rise to a such a doubt.

Different views of the participants with regard to the level of mathematics may be another
reason the non-significant effect of self-evaluation. As the qualitative analyses revealed, some
of the participants evaluated their self-efficacies in the context of undergraduate mathematics
in the pre-test whereas in the context of elementary mathematics in the post-test. According to
Bandura (1997), efficacy beliefs depend on the situation or context relative to the action or
task to be performed. From Bandura’s (1997) point of view, the pre-test and post-test self-
efficacies of these teachers may differentiate owing to the context of mathematics level. As a
conclusion, this differentiation may probably suppress the effect of self-evaluation on self-

efficacies of the participants.

Another point deserving significant attention was that it was not so easy and straightforward
to make pre-service mathematics teachers to perceive, appreciate, or to be aware of the
language of mathematics. This study shows that it is not very easy to construct expected

perceptions of the language of mathematics in pre-service teachers’ minds although they have
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taken many mathematics courses beginning from their early ages. The instructor of the course
gave valuable information with regard to nature, structure, and rules of the language of
mathematic, stressed the importance of using and teaching the language of mathematics in
expressing mathematical ideas precisely. She also gave many examples with regard to writing
and reading the mathematical sentences. However, only half of the participants reflected the
importance of language of mathematics and teaching this language in mathematics education
and most of them had different perceptions related to language of mathematics. It is thought
that these participants probably have not been exposed to writing and reading activities while
they were learning mathematical concepts. At this point, engaging these pre-service
mathematics teachers with writing and reading practices in mathematics focusing on the
structure and properties of the language of mathematics was not enough for them to
internalize the language of mathematics. Therefore, it is seen that many countries have started
to emphasize teaching language of mathematics in their teaching programs and standards
(NCTM, 2000) and it is emphasized that mathematics teachers need to know to teach the
language of mathematics by connecting conceptual structure of mathematical knowledge
(Owens, 2006). Consequently, the results of the current study provided evidence for necessity
of stressing the language of mathematics in all of the mathematics courses from the very

beginning.

Indeed, we did not have such an aim as investigating the effect of the course on pre-service
teachers’ self-efficacy perceptions. In our study, the course was only a wvehicle and it
established an environment to conduct the study. We admit that, it is very meaningful that the
questions ‘“what do the results say about the course?” or “is this course useless or
unnecessary?” come to mind. According to us, these results say that the course could not be
helpful to pre-service teachers in providing a substantial basis to evaluate themselves with

regard to using and teaching the language of mathematics during their own instruction. As it
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is indicated in literature, the development of the language of mathematics skills takes place
simultaneously with the conceptual development. Therefore, the major aim of the course was
to raise pre-service mathematics teachers’ awareness on the importance of language of
mathematics and on the ways of teaching the language of mathematics rather than developing
their mathematics language skills. Consequently, this course could be able to provide an
awareness of the language of mathematics for some of the pre-service teachers only at the
beginner level. As to the second question, it should be noted that some of the pre-service
teachers could able to gain awareness with regard to importance of the language of
mathematics and teaching of this language within the context of the course. However, since
they have not come across such writing and reading practices in their mathematics courses
and they do not look mathematics from the “language” pomnt of view, theirr perceptions related
to the language of mathematics are at the beginner level. If we liken these pre-service
teachers’ perceptions to a toddler, then the result is not surprising. In this regard, it would be
mjustice to say, ‘“This course is useless or unnecessary.” Additionally one of the participants
who came into prominence by the characteristics of possessing the perception of language of
mathematics as expected put forth the significant contribution of the course clearly. Then it
makes sense to say that this course may be more helpful for pre-service teachers who are

more equipped with mathematical knowledge and skKills.
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Appendix 1

Self-evaluation Questions

Please answer the following questions considering your teaching presentation and think of
the questions from the perspective of a mathematics teacher who is always teaching in this

style.
1.

2.
3.
4

10.

11.
12.

13.

Do you think that you used the appropriate language of mathematics related to the
concept you made related instruction? Why?

Is the language of mathematics you used appropriate to your students’ grade? Explain.
Is native language you used clear enough? Explain.

Does the language of mathematics you used reflect your mathematical ideas exactly
and accurately? Do you have any deficiency? Please explain by exemplifying.

Are your verbal sentences in language of mathematics complete? Do you have any
deficiency? Please explain by exemplifying.

Are there any deficiency and mistake in your written expressions in writing
mathematical symbols and words? Please explain by exemplifying.

Do you think that you used verbal expressions of symbols and mathematical
representations accurately? Please explain by exemplifying.

Do you think that you gave the necessary mathematical definitions in your
presentation? Please explain.

Are the definitions you gave in your presentation accord with the form of formal
mathematical definition? Why? Please explain.

What is the knowledge of mathematical representation (if there is any) within the
mathematics subject you taught? Do you think that students can acquire this
knowledge by such an instruction? Why? If you think that they can acquire this
knowledge, how do you do that?

Did you contribute to development of the use of mathematical representations? How?
Do you think that such an instruction can make students to acquire the relationship
between conceptual knowledge and symbolic representation for the meaningful
understanding of representations in mathematical concepts? Why? If you think that
they can acquire this relationship, how do you do this?

Did you relate abstract concepts you used in your presentation (if there is any) to
concrete situations? How? Please explain.

Students’ communication skills in the language of mathematics should improve in
instruction processes of mathematical concepts throughout their mathematics learning
experiences. Therefore, this responsibility belongs to mathematics teachers. Please answer the
following questions considering this expression.

14.

15.

16.

Do you think that you contributed to the development of students’ reading in the
language of mathematics? If your response is “yes” how did you contribute? Please
explain.

Do you think that you contributed to the development of students’ writing in the
language of mathematics? If your response is “yes” how did you contribute? Please
explain.

Do you think that you contributed to your students for being able to express their
mathematical ideas in the language of mathematics clearly and comprehensibly? If
your response is “yes” how did you contribute? Please explain.
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Appendix 2

Teacher Self Efficacy Scale for the Language of Mathematics

GENERAL DESCRIPTIONS
In this scale you will find sentences with regard to your self-efficacy of the language of mathematics. These
sentences were written for inquiring your own ideas. Please read each item carefully and give respondto each one honestly. It
is very important to express your own feelings and not to omit any item for the results of the study.

Thank you for your attendance
Explanation: Please identify that to what extent you agree with the expressions by circling the appropriate choice. When you

are evaluating the items please consider only your own ability not what you are doing or will do.

> >
[} [}
T8 8 k-
E2| 2| 8| £8
o .2 D) (=) o D
ool ol <| o<
I am able to use the language of mathematics in expressing
1 0 a b c d
mathematical ideas.
I am able touse the language of mathematics effectively in
2 - a b c d
making proofs.
I am able to express a statement by the language of
3 . a b c d
mathematics.
I have difficulty with using the language of mathematics In
4 - - a b c d
expressing mathematical concepts.
5 | am able toread and write mathematical symbols. a b c d
6 I am able to use mathematical words appropriately. a b c d
7 | am able todraw intended kind graphs. a b c d
I am able to reach tosolution by drawing graphs in solving
8 a b c d
some problems.
I am able to find appropriate ways to justify my
9 o a b c d
mathematical ideas.
I have difficulty in using formal and informal language by
appropriately relating in teaching mathematical concepts.
(Informal language: Introducing a concept by using native
10 a b c d
language.
Formal language: The language of mathematics used
appropriate to mathematics terminology)
I have difficulty with developing students’ awareness with
1 regard tothat the language of mathematics provides a b c d
different solution ways for the problems by its rich
terminology .
12 I have difficulty in teaching to my students the meanings a b c d
and use of mathematical words with different perspectives.
I am able toteach to my students to connect equations to
13 | something concrete instead of just letting equations be a b c d
abstract.
14 I am able toexplain mathematical symbols in many different a b c d
way's in teaching them.
I have difficulty in giving lots of examples while | am
15 . ; a b c d
teaching mathematical words.
I have difficulty in modeling diagrams such that students can
16 a b c d
understand them.
17 I have difficulty in teaching appropriate ways for my a b c d
students to justify their mathematical ideas.
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Appendix 3

Standardized coefficients for the three-factor model of TSESLoM
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Bu aragtrmanm amaci Tiirkge dersinde dil becerilerinin gelistirilmesine yonelik olarak tasarlanan
teknolojik otantik ortammn kullanmmu hakkinda 6grenci ve 6gretmen goriislerini belirlemektir. Nitel
aragtirma yontemi benimsenerek gerceklestirilen bu arastrmada amagh drnekleme ydntemlerinden
Olgiit drnekleme kullanilmigtir. Arastumaya, 2014-2015 6gretim yili giiz doneminde Eskisehir il
merkezinde yer alan bir ilkokula devam eden 4. smifta 6§renim goren 20 68renci katilmustir.
Arastrmanin amaglann dogrultusunda Tiirkge dersinde dil becerilerinin gelistirilmesine yonelik
olarak teknolojik otantik ortam (blog) hazrlanmistir. Hazirlanan blog 10 hafta boyunca Tiirkge
derslerinde ise kosulmugtur. Sonrasinda hazirlanan teknolojik otantik ortama iliskin 6gretmen ve
O0grenci goriigleri hazirlanan formlar ile toplanmustwr. Arastwmadan elde edilen verilerin
¢oziimlenmesinde betimsel analiz teknigi kullanilmugtir. Arastwrma sonuglarna goére ilkokul
Ogrencilerinin internet ve dersin bir arada olmasi ile blog aracilifiyla etkinlikler yapmaktan ve bu
etkinliklerin herkes tarafindan goriilmesinden hoslandiklarmi ifade ettikleri goriilmektedir. flkokul
o0grencileri blogdaki okuma metinlerinin uzun olmasindan hoslanmadiklarini ifade etmisler;

zorlandiklart konulart uzun metinleri okumak, swa gelmedigi i¢in kimi zamanlarda internete
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girememek, internetin yavas olmasi ve ara ara kesilmesi olarak dile getirmislerdir. Sikildiklart
konularin ise uzun metinleri okumak, fazla yazi yazmak ve siirekli internette olmak oldugu
goriilmektedir. Blog aracihigiyla ders islemeyle ogrenciler daha iyi ve hizlh okuduklarini,
okudugunu anlamalarmm gelistigini, okumay1 daha fazla sevdiklerini ayrica daha 6zenli, giizel,
isteyerek ve severek yazdiklarmi ifade etmiglerdir. Dinleme ile ilgili 6grenciler dikkatli ve
isteyerek dinlediklerini, dinlediklerini anladiklarmi ifade etmislerdir. Konusma ile ilgili ise smifta
cekinmeden konustuklarini ifade eden dgrenciler oldugu gériilmektedir. Ogrenciler bloga sohbet
seceneginin ve farkl kategorilerin eklenmesi, blogda oyun oynanabilmesi, blogun daha fazla

kisiye ulagtirilmas1 seklinde onerilerde bulunmuslardir.

Anahtar Kelimeler: Teknolojik ortam, Otantik ortam, Dil becerileri, Tiirk¢e dersi

Abstract

The purpose of this study was to determine the views of students and teachers about the use of
technological authentic environment designed for the development of language skills in Turkish
Language Course. In the study, which was carried out with the qualitative research method, the
criterion sampling method, one of purposeful sampling methods, was used. A total of 20
elementary school 4th grade students in the city of Eskisehir in Turkey participated in the study in
the Fall Term of the academic year of 2014-2015. In line with the research purposes, a
technological authentic environment (blog) was prepared for the development of language skills in
the course of Turkish Language. The blog was used in Turkish Language lessons for 10 weeks.
Following this, the views of the students and teachers about this technological authentic
environment were determined with the forms prepared. For the analysis of the research data,
descriptive analysis technique was applied. The results revealed that the elementary school
students enjoyed carrying out activities via a blog which combined the lessons and the Internet and
that they were happy to know everybody could see these activities. The elementary schoolstudents
also reported that they did not like the long reading texts found in the blog; that they were
expected to deal with difficult texts; that they sometimes did not have the chance to access the
Internet; and that the Internet was slow. In addition, what they found was boring was reading long

texts, writing too much and being constantly connected to the Internet. Moreover, the students
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stated that thanks to the blog, they began to read faster, developed their reading comprehension
skills and started to enjoy reading and that they were more attentive and eager in writing. In
relation to listening, the students said they became more careful and enthusiastic listeners and
started to understand what they listened to. As for speaking, it was seen that there were students
who did not hesitate to speak in class. Lastly, the students put forward such suggestions asadding
different categories and the chat option into the blog, playing games via the blog and making the

blog accessible to a lot more people.

Keywords: Technological environment, Authentic environment, Language skills, Turkish

Language Course
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Giris

Dinleme, konusma, okuma ve yazma gibi temel dil becerilerinin kazandmidig Tiirkge
derslerinde  aym  zamanda  Ogrencilerin  diisinme  becerilermin = de  gelistirilmesi
hedeflenmektedir. Boylece kendi oOgrenme sorumlulugunu alan, yasam boyu 06grenme
becerilerme sahip, Ogrenmeyi Ogrenen bireylerin yetistirilmesi amaglanmaktadr. Ancak
iilkemizde yapilan arastrmalar (Sidekli 2010; Sidekli ve Coskun, 2008; Yimaz, 2006; Acat,
1996) bireylerin anadiliyle dogru, acik ve etkii bir iletisimi gerceklestirmede sorunlar
yagsadigm gostermektedir. Arastrma sonuglart {liniversiteye giren Ogrencilerin - okudugunu
anlama ve yazih anlatim becerilerinin  yeterli diizeyde olmadigmni 1yi okuyamayan,
okudugunu anlayamayan oOgrencinin ise onun i¢in gerekli olan bilgileri 6grenemeyecegini,
zihinsel olarak gelisemeyecegini ve hem kisisel yasammnda hem okul yasaminda basari
olamayacagm ifade etmektedir. Bu durum ikogretimin basmdan itbaren Ogrencilerin okuma
ve anlama becerilerini gelistrmeye Onem vermeyi gerektirmektedir (Sidekli, 2005, s.43;
Sever, 2000, s.24). Ayrica okudugunu anlama giiclinin yoklugu ya da yetersizlii nedeniyle
bircok Ogrenci akademik olarak basarisizh§a ugramakta, bu nedenle Ogrenimini yarida
brakmakta ve sistemden elenmektedir. Buna karsm okudugunu anlayabilen bircok Ogrenci;
kendini gelistirebimekte, kendisi icin gerekli olan bilgileri 6grenebimektedir. Gelismis
iilkelerde OGgrencilerin okudugunu anlama basar1 yiizdeleri %70’in iizerindeyken, iilkemizde
bu oran %40 civarmdadr (Fidan ve Baykul, 1994; akt, Giileryiiz, 1999, s. 22). Igerisinde
dinleme, konusma, okuma gibi becerileri de bulunduran karmagik bir dil becerisi olan yazma
becerisi ise Ogrencilerin en c¢abuk sikildiklari, aym zamanda zorlandiklari siirectir. Bu ylizden
yazma becerisinin edinilmesi sistemli bir egitim gerektirir (Yonez, 2012, s.32). Ulkemizde ve
dinyada, ik ve ortadgretim Ogrencilerinin yazih anlatim becerilerinin gelisiminde sorunlar
bulundugunu ortaya koyan arastrmalar (Biiyiikikiz, 2009; Can, 2009; Toéremen, 2008; Ozbay,

2000; Alkan, 2007; Maynard ve Lowe, 1999; Volman, van Schendel ve Jongmans, 2006)

38



AJESI - Anadolu Journal of Educational Sciences International, 2017; 7(1): 35-71

bulunmaktadr. Buna ragmen okullarda bu becerinin {iizerinde zor gelismesi nedeniyle

yeterince durulmamaktadir.

Ulkemizde 2005 yilndan bu yana yapilandrmaci yaklasmm benimsendigi ikokul Tiirkge
programi uygulanmaktadwr. Yapilandrmaci yaklasgimn barmdrdig felsefi temeller birgcok
Ogretimsel yaklasma kaynakhk etmektedir. Bu yaklagimlardan biri de otantk Ogrenme
yaklagmudr. Otantik 0grenme hem 6grencinin etkinligine hem de Ogrenmelerin gercek diinya
lle paraleligne dayanr (Kogyigit, 2011, s.57). Caseley’e gore (2004, s.5) okuldaki
ogrenmeler ile Ogrencilerin gercek hayatlarmda edindikleri deneyimler arasmda bir celiski ve
uyusmazlk oldugu icin Ogrenciler okuldaki Ogrenim siireclerinde gercek hayat iliskilerini
goremezler. Ogretmene disaridaki diinyayr smif igine getirme, bu sayede Ogrenciye ise dis
dinya ile baglanti kurabilme olanag sunmak O&grencilerin okulda edindikleri bilgileri glinkik
yasamlarma transferini kolaylastrr ve Ogrenmenin O6grenciler igin  daha anlamh olmasm
saglar. Yapilan etkinliklerde basartya ulagsmak icin Ogrenme ¢evresi (Ogretim materyalleri,
smif, araclar ve diger destekleyiciler ve bir organizasyon olarak okulun kendisi) gergek

yasamda oldugu gibi otantikk ve karmagik olarak diizenlenmelidir (Bay, 2008, s.21).

Ogrenme, ogrencinin edindii bilgi ve becerileri yeniden baglamlastrma kabiliyetine bagh
oldugu icin karmask bir siirectir. Glinlimiiz 6grencilerinden, daha genis bir kavram
yelpazesine hakim olmalari ve bu kavramlari simdiye kadarki kullandiklari durumlardan daha
genis bir yelpazede kullanmalar1 beklenmektedir (Herrington, Reeves ve Oliver, 2010). Bu
baglamda otantk Ogrenme giniimiz Ogretme-0grenme siirecleri i¢in  olduk¢a degerh

goriilmektedir.

Otantk Ogrenme birgok farklh alanda kullamimakta ve c¢esith otantikk Ogrenme ortamlar
olusturulmaktadr. Otantikk 6grenmeyi desteklemek, basarth ve etkili bir otantikk Ogrenme

saglamak amaciyla teknolojiden de yararlandmaktadr. Omegin c¢oklu ortamlar; otantik
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Ogrenmenin teknoloji ile desteklenmesini ve Ogrencilerin otantik gorevleri daha basarih bir
sekilde yerme getirmelerini saglamaktadwr. Teknoloji sayesinde daha fazla duyu organma
hitap eden, daha motive edici esnek ve gercek diinyaya benzer O6grenme ortamlar
olusturulmaktadr  (Giingdren ve Horzum, 2015). Ogrenme ortamlarmda otantiklik,
Ogrencilere  fayda  saglayabilecekleri ve  resmi  Ogrenme  ortamlarn  dignda  da
yararlanabilecekleri Ogrenme firsatlar1 sunar (Herrington, Reeves ve Oliver, 2010). Bu
otantiklk ise entelektiiel basart icin standartlar ve egitim icin gercekei hedefler ortaya

koyabilir (Wehlage, Newmann ve Secada, 1996).

Teknolojideki gelismeler bilgisayar, internet ve diger iletisim araglarmn yaygmlagmasma
neden olmus, bu durum da temel dil becerilerinin kullanim alanlarm degistirmistir. Dinleme,
konusma, okuma ve yazma becerileri sadece basih materyaller icin degil; bilgisayar, cep
telefonu, sunu, reklam panolar1 vb. araglar icin de kullandir ve gerekli hale gelmistir. Ornegin
ekran okuma giiniimiizde bireylerin giinlik yasamda c¢ok sik karslastii ancak farkinda
olmadan kullandig1 bir okuma becerisi ve okuma tiiriidiir (Maden, 2012, s.3). Bunun yant sra
elektronik ortamdaki metinlerin kullanmmm ve okunmasmmn; kolay depolama, geri getirme,
yapillarmm esnekligi ve kaynaklarm kaydedilebilmesi gibi avantajlarmdan dolayr daha c¢ok
tercth edilecegi de ifade edimistir (Dillon, 1992, s.1299). Giinlik yasamda da bilgi, haber,
olaylarm paylasiimasi, sanat, spor ve bilimsel faaliyetlerin takibi ve duyurulmasi internet
iizerinden gergeklestirilmektedir. Aym zamanda internet eglenme araci olarak kullaniimakta,
bilgisayar ve internet kullanilarak isteyen herkes bilgi ve deneyimlerini e-metin, e-kitap
bicimlerinde  paylagsmaktadr.  Bunlarm  dismda  bilgisayarla ~ baglantih  monitorlerle
hastanelerde hastalarm srasmi ve ig takibmi mternetle yapmasi, ulagim araglarmda yon ve
giizergdhm belirlenmesi, zamanm ayarlanmasi, duyurulardan haberdar olunmasi, sokak ve
caddelerdeki panolardan sosyal gelismelerin  duyurulmasi, toplumun bilinglendiriimesi  ve

irtinlerin tanitilmast  seklinde ¢ogaltilabilecek kullanim ornekleri giinliik yasamda teknoloji ve
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dil becerileri birlikteligine verilecek Orneklerden sadece birkacidr (Maden, 2012, s.6). Ayrica
glinimiizde bireyler giinlik hayatlarmda basih materyallerden c¢ok teknolojik materyallerle
karsilagmakta ve bu materyallerden okuma ve dinleme yapmakta, gerektiginde bu
materyallerle yazma eylemini gerceklestirmektedir.  Giinlik yasam ve iletisim bicimlerinin bu
sekilde degismesi alfabeye dayanan basih kiiltiiriin  hakim oldugu tek yerin okul ortanu
olmasma neden olmustur. Arastrmalar, okul ve gilinlik yasam arasmda bu baglamda
‘bolinmiishik’ (digital divide) yasandigim ortaya koymaktadr (Miller ve Borowicz, 2006,
s.43). Bir c¢ocuk 6-18 yas arasmdaki yasammm uyku dismda en fazla zamanmi (dortte
birinden fazlasmi) medya araglart karsisinda gecirmektedir (Kurudayoglu ve Tiizel, 2010).
Bu yizden bu durumun ve internet teknolojilerinde yasanan gelismelerin - egitimciler
tarafmdan egitim-6gretim siireclerine de yanstimasinda yarar goriilmektedir. Bu gelismelere
paralel olarak olusturulacak teknolojik otantikk ortamlar G&grenme-0gretme  siireglerini
gelistrme  konusunda biiylk bir potansiyele sahiptir. Egitim alannda  kullanilabilecek
teknolojik  tirtinler incelendiginde, temel diizeyde kullanilabilen bazi {riinler dikkati
cekmektedir. Bunlardan birisi de son yillarda yaygmn sekilde kullamimaya baslanan ve blog
olarak bilinen aractr (Senel ve Seferoglu, 2009). Nitekim gergeklestirilen birgok arastrmada
blog gibi ¢oklu ortamlarm otantkk degerine vurgu yapimstr (Kabakei, Frrat, Izmirli ve Kuzu,

2010).

Blog, internete bagh her yerden, kolayca olusturulabilen ve giincellenebilen, bir ya da daha
fazla yOneticmin annda yaz yaymlamasma imkdn saglayan internet sayfalaridr (Richardson,
2006). “Yazarken Ogrenme” ortamlart olarak da adlandmilan bu ortamlarda Ogrenciler
bilgilerini notlar halinde yazmakta, yazarken yazdi® konuyla ilgli farkindahgm artrmakta
ve yeni lrlinler ortaya koyabilmektedirler. Bloglar giiniimiiz 6grencilerinin ¢ok biiyik ilgisini
ceken mternet ortammnda bulunmaktadwr. Ayrica bloglar sayesinde Ogrencilerin defterlerine

yazdiklar1 sadece kendi defterlerinde kalmamakta, bu ortama yazlanlar araciigryla yazarm
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arkadaglar,, ailesi ve Ogretmenleri kisinin yazlarmi, okuma alanlarmi  ve  gelisimini
iZleyebilmektedirler. Bu  ozellk, blogda  gergeklestirilen  etkinliklerm  birer  otantik
okuryazarlk olarak degerlendiriimesini de saglamaktadr. Ciinkii bloglar dijital alanlarda
okuma ve yazma ile desteklenmektedir. Kagitlardan okuyarak, kagitlara kalemlerle yazarak
okuma yazma niteliklerinin gelistiriimesi gibi bloglarla da hem djital okur-yazarlk nitelikleri
hem de biitlin disiplinlerin temeli olan okuryazarhk gelistirilebilir (Senel ve Seferoglu, 2009).
Unutulmamahdr ki 6grenciler giinlik yasamlarmda metinlerden daha c¢ok olaylarla, filmlerle,
mternet ortamiyla karslagmaktadwlar. Dolayistyla bu  uygulamalarm  Tiirkce  derslerinde
materyal olarak kullanilmasi Ogrencilerin  hem gercek yasamlartyla paralelik kurmalarma
hem de dil becerilerini gelistirmelerine katki saglayacag soylenebilir (Kurudayioglu ve Tiizel,
2010). Bloglar, Ogrencilerin giinlik olarak zaman geg¢irdikleri bir internet iriinii olmasi,
mternet ortammda bulunmasi ve giinliik hayatta karsilasilan etkinlkler icermesi bakimmdan
otantk bir ortam olarak degerlendirilebilir. Ayrica 6gretim programlarinin yalnizca yaz ve
soze dayanmasmmn hayatmm Onemli kismmi televizyon, bilgisayar oyunlar1 ve internet
karsismda geciren Ogrenciler i¢in yeterince verimli olmayacag da gergektir (Smoln &

Lawless, 2003).

Hem okur-yazarlk alannda hem de internet okur-yazarhgn alannda biyik fayda
saglayabilecek olan bloglar; okuma-yazma, yaratma, yorum yapma ve degerlendirme gibi
niteliklerin  kazandiriimasi amaglanan biitiin - 6gretim programlarmda  kullanilabilir.  Giiniimiiz
Tiirkiye’sinde ise bloglarm kullanmm olduk¢a diisik diizeyde kalmaktadr (Senel ve
Seferoglu, 2009). Oysaki bireyler ozellikle ilkokul ¢agmda modern okuryazarlk becerileri ile
donatimaldwlar. Ciinkii  toplumsal iletisimin  nesiller arasmda  siirekli olarak  devam
edebilmesi ve bireylerin teknoloji ile barisik bir yasam siirebiimeleri buna baghdr. Bireylerin
bu beceriler ile donatimasmda en biiyik pay ise iletisim becerilermin ednildigi Tirkce

dersleridir (Kurudayioglu ve Tiizel, 2010).
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Tirkce dersinin dogasy, amacglari ve dil becerilerinin  kazandrilmasmda yasanan sorunlar
dikkate ahlndignda gercek yasama dayanan deneyimleri igeren yontem ve yaklagimlarin
etkililigini smamaya yOnelik arastrmalarm yapimasma gereksinim duyulmaktadwr. Bu
baglamda bu aragtrmann amaci Tirk¢e dersinde dil becerilerinin gelistiriimesine  yonelik
olarak tasarlanan teknolojik otantikk ortammn kullanmm hakkmda 6grenci ve Ogretmen

goriglerini belirlemektir.
Yontem

Cahsmada nitel arastrma yOntemlerinden temel nitel arastrma benimsenmistir. Nitel
arastrmalar bireylerin diinyayr ve yasamlarmi nasil anlamlandrdiklar ile ilgilenir. Temel
nitel arastrmanmn amaci ise bu anlamlar1 ortaya c¢ikarmak ve yorumlamaktw. Temel nitel
aragtrma egitimde kullanllan en yaygmn nitel arasgtrma bigimidir ve verileri goriismeler,
gozlemler ya da dokiiman analizi yontemiyle toplanr (Merriam, 2013). Bu calhsmada da
Tiirkce dersinde dil becerilerinin gelistirilmesine yonelik olarak tasarlanan teknolojik otantik
ortammn kullanmu hakkinda Ogrenci ve Ogretmen gorislerini belirlemek amaglanmustr. Bagska

bir deyisle ¢alismanin amaci bir bakis acis1 ya da goriisii anlamaktir (Merriam, 2013).

Gergeklestirilen  arastrmann  kathmeillarmm — 6zellikleri, veri toplama araglari ve verilerin

¢oziimlenmesinde kullanilan yontem ve teknikler asagida ac¢iklanmustir.
Katihmcilar

Bu arastrmada amach Omnekleme yOntemlerinden Olgiit Ornekleme kullandnustr. Amach
ornekleme, zengin bilgiye sahip oldugu disiinilen durumlarm derinlemesine ¢alisiimasma
olanak vermektedir (Patton, 1997). Oliit drnekleme yontemindeki temel anlayis ise, onceden
belirlenmis bir dizi 6lgiitli karsilayan biitiin durumlarm gahsimasidir. S6zii edilen Olgiit ya da
Olciitler arastrmaci tarafindan olusturulabilir ya da daha onceden hazrlanmis bir 6lgiit listesi

kullanilabilir (Yildrim ve Simsek, 2005).
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Bu aragtrmada katimcilarm belirlenmesinde, Ogrencilerin orta sosyo-ekonomik diizeydeki
bir okulun 4. smiflarmda 6grenim goéren Ggrenciler olmalari temel Olglit olarak belirlenmistir.
Katiimer olarak 4. smif Ogrencileri secilirken, bu yas donemindeki o6grencilerin teknolojik
otantk ortamlara daha agina olmalart ve bu ortamdaki etkinlikleri daha @ iyi
anlamlandrabilecekleri, materyallerin zorluk derecesinin bu yas grubuna daha uygun olmasi
ve verilecek gorevlerin karmagikhg disiiniimiistir. Bu arastrmaya, 2014-2015 6gretim yih
giiz doneminde Eskisehir il merkezinde yer alan bir ilkokulun dordiincii smiflarmdan birinde
Ogrenim goren 20 Ogrenci katimustr. Arastrmanm yapilacagt smif, smif Ogretmeni tarafindan
smifta ~ bulunan  Ogrencilerin  akademik  olarak  gelisimne  gereksinim  duyuldugunun
belirtilmesi ve Ogrenci velilerinin  arastrmaya izin vermesi nedeniyle secilmistir. Smiftaki

Ogrencilerin ailelerinden arastrmaya katilabileceklerine dair ‘veli onay formu’ almmustr.

Veriler ve Toplanmasi

Arastrmann  amaclart dogrultusunda veri toplama siireci iki asamada gerceklestirimistir. Ik
asamada Tirkce dersinde dil becerilermin (konusma, dinleme, okuma ve yazma)
gelistirilmesine  yonelk olarak hazirlanacak olan teknolojik otantlk ortammn Ozelliklerinin
neler olmast gerektigne iliskin 4 alan uzmanmn gorlslerine bagvurulmustur. Daha
sonrasinda alan uzmanlarmm cahsmalart ve goriisleri dogrultusunda teknolojik otantk ortam
(blog) hazrlanmustr. Aragtrmanm ikinci asamasmnda ise hazrlanan teknolojik otantik ortama
(blog) iliskin 6gretmen ve Ogrenci goriigleri acik ucli sorulardan olusan “Teknolojik Otantik
Ortama Iliskin Ogrenci Goriisleri Formu” ve “Teknolojkk Otantik Ortama Iliskin Ogretmen
Gortgleri Formu” ile toplanmustr. Veri toplama araclarmm Ozellikleri ve teknolojik otantik

ortamm hazrlanma siireci agagida agklanmigtir:

Teknolojik Otantik Ortamin Tasarim Ozelliklerine Iliskin Goriis Belirleme: Teknolojik otantik

ortamm tasarm Ozelliklerine iliskin goriis belirleme asamasmda 4 alan uzmanmnin goriislerine
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basvurulmustur. Goriis alman konular ‘“tasarm ogeleri, 6gretmen ve Ogrencilerin teknoloji
kullani olanak ve yeterlikleri dil becerilerine yonelik hazrlanacak etkinliklerin 6zellikleri”
seklinde belirlenmistir. Alan uzmanlar1 ile yapilan goriismeler alan uzmanlarmm izniyle kayit
altma  almmistr.  Goriigler  dogrultusunda  hazrlanan  teknolojik  otantk  ortam alan
uzmanlarmm degerlendirmesine sunulmus ve bu degerlendirmeler sonucunda gorsel tasarmmn
zengnlestirilmesi  ve  Ogrencilere  yonelk hazrlanan metin  uzunluklarmmn  6grenci  gelisim
diizeyine uygun olarak kisaltiimasi gerekliligi doniitleri alnmis ve gerekli degisiklikler

yapimustir.

Teknolojik  Otantik  Ortammn  Hazirlanma  Siireci: Bu siirecte  Oncelikle 6grencilerin
gereksinimleri dogrultusunda hazirlanacak olan teknolojik otantlkk ortamm igeriginde yer
alacak konusma, dinleme, okuma ve yazma c¢ahgmalarmin yapilacagt metin GSrnekleri ve
metinlere iliskin anlama etkinliklerinin belirlenmesi c¢aligmas1 gerceklestirilmistir. Metinlerin
ve metinlere yonelk anlama etkinlklerinin belirlenmesi siirecinde Oncelikle ‘Yenilkler ve
Gelismeler’ ve ‘Dinyamiz ve Uzay’ temalarmdaki konusma, dinleme, okuma ve yazma
Ogrenme alanlarmm kazanmlart belirlenmistir.  Kazanmlar belirlendikten sonra Ogrencilere
bu kazammlar1 kazandwracak aym zamanda da teknolojik otantikk ortamu kullanmalarmi
saglayacak ders planlann Tirkce Ogretimi alannda wuzman iki aragtrmact tarafindan
olusturulmustur. Hazrlanan planlarda Ogrencilerin  ilgii kazammlara yonelk c¢aligmalarma
dikkat edimisti. Bu kapsamda Ogrenciler i¢in ¢ahsma kagitlart hazirlanmis, power point
sunumlarma da yer verilmisti. Aym zamanda hazrlanan ders planlarndaki etkinliklerin
otantik olmasma ve bu etklklerde Ogrencilerin etkin olmasma ozen gosterimistir.
Etkmliklerin hepsi, O68rencilerin gercek hayatta internette gecirdikleri vakitlere ve konusma,
dinleme, okuma ve yazma amaglarma gore diizenlenmistir. Bu siirecte ders i¢inde yapilan tim
etkinlkler oOgrencilerin ilgi ve isteklerine gore sekillendiribmis, gerektiginde arastrmaci

tarafindan degisiklikler yapimistir.
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Bu siire¢ tamamlandiktan sonra diger arastrmaci ile bir araya gelinerek teknolojik otantik
ortamda yer alacak metinlerin ve etkinliklerin tasarim siirecine nasil yansitilacag belirlemeye
cahsimustr. Ikinci asamada, teknolojik otantikk ortamn gdrsel ve islevsel niteliklerine iliskin
tasarim siireci gergeklestirimistir. Tasarmm siirecinde metinlerin hangi gorseller, animasyonlar
ve seslendirmelerle gerceklestirilecegine karar verildikten sonra teknolojik otantik ortamin
gelistiriimesi  stirecinde kisisel bir yaym sistemi olan “wordpress”  kullambmstr. Wordpress
her tiirlii igerigin diizenlenip yaymlanabilecegi bir platformdur. Tasarlanan ortam icerik ve
tasarmmmn diger Ogeleri agismdan denetlendikten sonra uygulamaya hazr duruma getirimis ve
Eskisehir i1 merkezinde yer alan bir ikokuluin 4.smifina devam eden 20 Ogrenciye
arastrmacilarm  kendisi tarafindan ve Ogretmenlerinin  esliginde uygulanmustr.  Oncelikle
Ogrencilerin  hazrlanan ortamu incelemeleri (iki ders saati) ve ortamu uygulamah olarak
kullanmalar1 (10 hafta boyunca haftalk 6 saatlk dersler) arastrmacilarm denetimi ve isbirligi

le saglanmistir.

Hazirlanan teknolojik otantkk ortamda Ogrencilerin dinleme ve konusma yapmalarma, giincel
metinler okumalarma ve yaz yazma etkinlkleri yapmalarma imkan verimistr. 10 hafta
boyunca haftalk 6 saat olarak yiiriitilen derslerde Ogrenciler konusma, dinleme, okuma ve
yazma etkinlklerinde bulunmuslardr. Dinleme becerisinin - gelistirilmesine  yonelik  olarak
temalara uygun giincel videolar ve radyo programlari dinleyen Ogrenciler sonrasmda
dinledikleri ~ videolar ~ ve  radyo programlarma  yonelk  anlama  etkinliklerini
gerceklestirmislerdir. Bu anlama  etkinlklerinde ogrenciler dnledikleri video ve radyo
programlarmdan hareketle smif i¢i tartigmalar gerceklestirmisler, tiyatrolar hazirlamiglar ve
haber metmleri olusturarak bunlar1 smif icinde sunmuglardr. Okuma becerisinin  gelisimine
yonelik olarak yine temalara uygun ve giincel metinler secilmis veya hazirlanmustr. Metinleri
okuyan  ogrenciler sonrasmda  anlama  etkinlklerini = gerceklestirmislerdir.  Ogrenciler

okuduklar1 metinlerden hareketle smif i¢i tartigmalara katimus, okuduklari metinlerden farkh
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metinler olugturmus, okuduklari bir yemek tarifinden hareketle evde bu yemegi yaparak smif
icinde video eshginde arkadaglarma sunum yapmuglardr. Okuduklart metinlere yonelik olarak
haber yazlar1 yazmuglar, bu yazlan arkadaslarma sunmuglardir. Yazma becerisinin gelisimine
yonelk olarak ise Ogrenciler kendi kategorilerinde yazma etkinlkleri yapmuglar, bunun
dismda haber yazlar, yemek tarifleri tiyatro metinleri yazarak bunlar teknolojik otantik
ortamda yaymlamiglardr. Bunun diginda Ogrenciler dinledikleri  videolara, okuduklar
metinlere ve Dbirbirlerinin  yaptiklar1 yazma etkinliklerine yorumlar yazarak da yazma etkinligi
gerceklestirmislerdir.  Ogrenciler yalmzca smif iginde degil, okul dis1 zamanlarmda da
mternette  gecirdikleri vakitlerde teknolojik otantk ortamla ilgli etkinliklerde bulunmus,
kendilerine verilen gorevleri yerine getirmislerdir. Teknolojik otantik ortam okuldaki diger

ogrenciler, veliler, 6gretmenler ve yoneticiler tarafindan da sik sk zyaret edimistir.

Teknolojik Otantik Ortama Iliskin Ogrenci Gériisleri Formu: 7 ac¢k ughi sorudan olusan
formun ik 5 sorusu ortam tasarmma iliskin gorliglere, 6. soru ortammn dil becerilerine
etkisine, 7. soru ise teknolojik otantik ortamda daha fazla ne olmasmi istedikleri ile ilgih
olarak hazrlanmustr. Ogrenci goriislerini belirlemeye yonelk hazirlanan bu form sorularm
anlagiir olma ve kapsamu agismdan 3 alan uzmanmmn goriisiine sunulmustur. Bu calismadan
sonra son bigimi verilen form uygulamaya hazr duruma getirilmis ve uygulama bitiminde

arastrmanm katlimcilarmma arastrmacilar tarafindan uygulanmistir.

Teknolojik Otantik Ortama lliskin Ogretmen Gériisleri Formu: Ogretmenlere yonelik olarak
hazirlanan goriis belirleme formu agk ugli 7 sorudan olusmaktadr. Ik soru dgretim igerigi
2., 3 ve 4. sorular teknolojik otantik ortamda dil becerilerinin gelistirimesine yOnelik
kullanilan G6gelerin etkililigi 5. soru bu siirecte karsilasilan ve karsilasilabilecek sorunlar 6.
Soru kullamilan ortamm Ogretmen tarafindan daha once kullamlp kullamimadizi ve bundan

sonra kullamlip kullaniimayacad, 7. soru ise velilerden gelen doniitlere yonelik olarak
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hazirlanmustr.  Hazrlanan form 3 alan uzmanmmn goriisine sunularak son bigimi verilmis ve

uygulama siireci bitiminde arastrmacilar tarafindan uygulanmigtir.

SR aORERL G0 AR SRR T

W S AR e T O O

%

Sekil 1. Teknolojik otantkk ortam ekran goriintiisii

Verilerin Coziimlenmesi ve Yorumlanmasi

Aragtrmada elde edilen nitel verilerin ¢oziimlenmesinde temel amaci elde edilen bulgular
okuyucuya diizenlenmis ve yorumlanmis bir bicimde sunmak olan betimsel analiz teknigi
kullanilmigtr. Betimsel analizde Oncelik toplanan verilerin sistematik ve acik bir bigimde

betimlenmesidir. Sonraki asamada bu betimlemeler aciklanr, yorumlanr, neden sonug

48



AJESI - Anadolu Journal of Educational Sciences International, 2017; 7(1): 35-71

iliskileri incelenir ve birtakim sonuglara ulasiir. Bu analiz tiiri ¢ergeve olusturma, verilerin
islenmesi, bulgularm tammlanmasi ve bulgularm yorumlanmasi asamalarmi igerir (Yidwm
ve Simsek, 2005). Arastrma verilerinin ¢oziimlenmesine ik olarak, arastrma sorularmdan ve
arastrmann kavramsal c¢ercevesinden yola cikilarak bir ¢erceve olusturulmus, bu gerceveye
gore verilerin hangi temalar altmda diizenlenecegi ve sunulacagi belirlenmistir. Daha sonra
veriler tammlama amaciyla secilerek anlamh ve mantkh bir bigimde bir araya getirilmistir.
Bulgularm tanmlanmasi asamasinda diizenlenen veriler tammlanarak ve gerekli yerlerden
dogrudan alntilarla  desteklenerek sunulmustur. Son olarak ise tanmlanan bulgularm
aciklanmasi, iliskilendiriimesi ve anlamlandirimasi asamasmnda arastrmaci tarafindan yapilan
yorumun daha nitelkli olmasi amaciyla, bulgular arasmdaki neden-sonug iliskilerinin ortaya
konmast ve baska arastrma bulgulani ile arastrma bulgularmm karsilastiriimasi yoluna
gidimistr. Bu baglamda verilerin ¢Oziimlenmesi asamasmda; Ogrencilerin ve dgretmenlerin
goriislermi incelemek {izere 1ki ayr1 form olusturulmus ve formlara betimsel mdeks,
aragtrmacit yorumu bolimleri agilarak bu boliimler aragtrmaci tarafindan doldurulmustur.
Ogrenci goriismelerinin @ %40°1 farklh bir uzmana verilmis ve bu verileri temalastrmalari
istenmistir. Ogretmenle yapilan goriisme verileri ise ayri bir uzmana verilmisti. Uzmanlar
tarafindan veriler temalastirildiktan sonra arastrmact ve uzmanlar bir araya gelerek goriis
ayrih@i  olan maddeler {izerinde tartismus ve bazlarmda fikir birligine varmuslardir.
Olusturulan temalarda tutarhhgn hesaplanmasi i¢cn Miles ve Huberman’m goriis birligi
formiilii kullanidmustr. Ogrencilerle yapilan gdriisme verilerinin analizinde .85 ve Ogrencilerle
yapilan goriismelerin  analizinde ise .90 oranmda gorlis birligine varimustr. Bu  oran,

arastrma i¢in gilivenilir kabul edimistir (Miles ve Huberman, 1994).
Bulgular ve Yorumlar

Bu aragtrma kapsammnda ortaya ¢ikan temalar; “Yapilan etkinlklere iliskin gorisler”,
“Konusma, dinleme, okuma ve yazma becerilerinin gelisimine yonelk goriisler” ve “Blog
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aracilifiyla ders islenmesine ilisgkin - Oneriler” olmak tlizere ili¢ ana temada toplanmustir.
Bulgular, tablolastrimis ve  arastrmaya katlanlarm  goriiglerinden  dogrudan  alntiar

yapilarak Ozetlenmistir.
Blog Aracihgiyla Yapilan Etkinliklere iliskin Goriisler

Blog araciigiyla gerceklestirilen Tirk¢e dersinde yapilan etkinliklere yonelik Ogrencilerin ve

Ogretmenlerinin goriiglerine iliskin bulgular Tablo 1°de verilmistir.

Tablo 1°deki verilere gore Tirk¢e dersinin otantikk bir teknolojik ortam olan blog aracihigiyla
islenmesine iligkin ikokul &grencilerinin  goriisleri incelendiginde en c¢ok hoslandiklarmm
mternet ve dersin bir arada olmasi ile hazirlanan blog aracih@iyla konusma, dinleme, okuma
ve yazma gbi etkinlkleri yapmak oldugunu ayrica bu etkinlklerm herkes tarafindan
gorlimesi  oldugunu ifade ettikleri goriilmektedir. Blog aracihgiyla ders isleme konusunda
hoslanmadiklarma iliskin goriisleri incelendiginde ise, en fazla ifade ettikleri gOriisiin
hoslanmadiklar1 tarafinmn bulunmadig, ikinci swrada ise okuma metinlermin uzun olmasi
oldugunu ifade ettikleri gdriilmiistiir. Ogrencilerin zorlandiklar1 konular incelendiginde ise en
cok uzun metinleri okumakta zorlandiklarmi (yorucu olmasi), swra gelmedigi i¢in  kimi
zamanlarda internete giremediklerini, internetin yavas olmasi ya da ara ara kesilmesini dile
getirdikleri goriilmektedir. En ¢ok sikildiklari konularm ise uzun metinleri okumak, fazla yaz

yazmak ve silirekli internette olmak oldugu goriilmektedir.
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Tablo 1

Yapilan etkinliklere iligkin goriisler

ﬁtemet ve dersin bir arada olmasi
7
*Okuma, yazma dinleme
etkinlikleri yapmak 7
*Yapilan etkinliklerin herkes
tarafindan goriilmesi 6
*Kategorilerde paylasilan bilgiler
(Bunlan biliyor musunuz, kitap) 4
*Hayal giiciimii gelistirmesi 3
*Kendi sitemizin olmast 3
*Eglenceli olmas1 3
*Bilgilenmek 2

o

*Uzun metinleri okumak 7

+ internete girememe (sira
gelmemesi) 7

+ Internetin yavas olmasi-kesilmes)
*Teknik sikintilar (klavyenin,
farenin bozulmasi) 4

*Bloga ekleyecek materyal bulmak

*Grup caligmasi gerektiren
etkinlikler 3

*Ekrana fazla bakmaktan go6zlerin
agrimasi 3

*Dinledigini anlama 3

« Internete girememe (evde bilgisayar
olmamasi) 2

* Begenilmeme korkusu 2

* Metinlerdeki yabanci sozciikler 1

* Okudugunu anlama 1

\_

~

/

*Hosuma gitmeyen taraﬁ\
yok 5

*Okuma metinlerinin
uzun olmas1 4
«Internette olmas1 3
*Fazla hayal giicii
gerektirmesi 3
*Fazla okuma yapmay1
egerektirmesi 2

« Etkinliklere herkesin
katilmamasi1 2

*Uzun metinleri okumak 8
*Fazla yazi yazmak 5
«Siirekli internette olmak 4
*Dinleme yapmak 2
*Herkesin gorecegi
etkinlikler yapmak 1
*Fazla 6dev yapmak 1

Blog aracihifyla islenen Tirkce dersine iliskin O3 “Zaten hem interneti seviyorum, hem de

bilgisayari. Bir de orada vakit gegirince, bu sefer de hem internetle oyalanmig oluyorum, hem
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de okumami gelistiriyorum, hem de bu sefer o blogtaki bilgileri ogreniyorum. Bu sefer de
bilgimi daha da gelistirmis oluyorum ve bu benim gelecegimi daha da ileriye tasiyyor.”
(internet ve dersin bir arada olmasi) seklinde, O 20 ise “Yazacagim bir seyin baska bir kisinin
okumast hosuma gitti. Sizin koydugunuz metinlerin giinlik hayatta karsima ¢ikti.” (yapilan

etkinliklerin herkes tarafindan goriilmesi) seklinde hoslandiklarini ifade etmiglerdir.

Ogretmen bu konuda “Yaptigimiz etkinligin cocuklar tarafindan cok sevildigini gordiim.
Clinkii hazirladiginiz etkinlikte, bir baktim ki, kendilerinin sevdigi biri siir yazmis, biri
uzaydan bahsetmis ve onlart severek yapmislar. Yani interneti kullanmislar. Ilgili boliimlerin
altina kendi sevdiklerini, ilgi duyduklarini paylasmislar. Arkadaslart okuyunca daha ¢ok
mutlu olmuglar. .... Arkadaslari okuyor, yorum yapiyor. Ne yapiyor? Bu sene ¢ocuklarin o

ders daha cok zenginlesiyor. Iigi duyuyorlar ve cok daha kalict oluyor.” demistir.

Blog araciligiyla islenen derse iliskin  hoslanmadigi ve zorlandiklart seyleri ifade eden
ogrencilerden O13 bu konudaki fikrini “...Bir kere kéye gitmistik. Orada internet yoktu. O
yiizden internet sitesine girememistim. Ondan sonra bir giin mouse’m bozulmustu. Bir de
klavyemin tusu ¢ikmisti. O kadar.” (internete girememe-teknik sikintilar) bigiminde agiklarken
O8 “Internet yavasladiysa, internet arada swrada gidip geldiginde onlar orada kapaniyordu
ondan.” (internete girememe-teknik sikmtilar) seklinde teknik konularla ilgili sorunlar
yasadiklarmi ifade etmislerdir. 020 ise internette uzun yazlari okumaktan hoslanmadigma
iliskin goriisinii  “Ya ben pek yazi okumayr sevmem. Onlar hosuma gitmedi. Internette
gezmeyi pek sevmem. O yiizden hosuma gitmedi.” (uzun metinleri okumak) biciminde dile
getirmistir. Zorlandiklar1 ve sikildiklari konulara iliskin ise O1 “metin yaziyordunuz, onlar
azictk uzun oluyordu. Onlardan hoslanmiyordum. Ogretmenim bazen boyle, okuyorum ya o
metinleri, gozlerim, boyle ¢cok degisik, yorucu oluyor, yoruluyorum.” (uzun metinleri okumak)

demekte ve yine paralel bicinde O7 “Siirekli ekrana baktisim icin gézlerim agridi. Bir de
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uzun olan metinleri okumaktan sikildim.” (uzun metinleri okumak) seklinde goriislerini dile

getirmistir.

Bu konuda 6gretmen “Bu bir kere bir yiirek, bir ¢alisma istiyor. Bir hazirlik istiyor. Arastirma
gerektiriyor. Bizim zaten planimiz, projemiz sinwrll. Zaman sorunu kesinlikle var. Cogu veli
interneti teknolojiyi tam kullanamiyor. Ogretmen olarak bazilarimiz teknolojide yetersiz”

demektedir.
Konusma, Dinleme, Okuma ve Yazma Becerilerinin Gelisimine Yonelik Goriisler

Blog aracihigryla gergeklestirilen Tiirkce derslerinin - etkisine iliskin  goriisler; konusma,
dinleme, okuma ve yazma becerilerine iliskin goriisler olmak {izere dort alt temada
toplanmigtr.  Konusma, dinleme, okuma ve vyazma becerilerinin gelisimne yonelik

Ogrencilerin ve 0gretmenlerinin gorislerine iliskin bulgular Tablo 2’de verilmistir.

Blog aracihfiyla ders islemeyle ilgili Ogrencilerin  okuma becerilerine yonelik —goriisleri
incelendiginde  Ogrencilerin  yarismdan fazlasmm daha hizh okuduklarmi, ~yarisi  okuma
anlamalarmm  gelistigini, daha iyi okuduklarm {cte biri kadarn da okumayr daha fazla
sevdiklermi ifade ettikleri goriilmiistiir. Yazma becerisiyle ilgili; Ogrencilerin yarismmn daha
Ozenli yazdiklarmi bir kismmm giizel bir kismmm da isteyerek yazdiklarmi ve yazmayi
sevdiklerini ifade ettikleri gOriimiistir. Dinleme ile ilgii Ogrencilerin  yarsmdan fazlasi
dikkatli dinlediklerini, yaris1 dinlediklerini anladiklarm, 4 kisi de isteyerek dinlediklerini
ifade etmislerdir. Konugma ile ilgii ise smifta c¢ekinmeden utanmadan konustuklarmi ifade

eden 6grenciler oldugu goriilmektedir.
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Tablo 2

Konusma, dinleme, okuma ve yazma becerilerinin gelisimine yonelik goriigler

Kleh okuma 11
*Okudugunu anlama 10
«Daha iyi okuma 9

*Okumay1 daha fazla
sevime 7

«Daha fazla kitap okuma 3
«Isteyerek okuma 3
*Merak ederek okuma 3

*Okuduklarm hafizada
kalmas1 2

+Sikilmadan okuma 2
*Eglenerek okuma 1

.

\

+Ozenli yazma 10
*Giizel yazma 6

*Hizlh yazma 6
sIsteyerek yazma 5
*Yaz1 yazmay1 sevime 3
+El yazisin1 sevime 2

*Noktalama isaretlerini
0grenme 2

*Yazdigini1 anlama 2

*Hayal giicii kullanarak
yazma 2

*Pek etkilemedi 1
*Diisiinerek yazma 1
*Eglenerek yazma 1

~

/

+Dikkatli dinleme 12
*Dinledigini anlama 10
«Isteyerek dinleme 4

*Bagkalarin1 saygiyla
dinleme 2

*Eglenerek dinleme 2
*Daha fazla dinleme
yapma 2

*Diisiinerek, hayal ederek
dinleme 2

*Dinlemeyi sevme 1

\

*Smifta utanmadan
konusgma 3

/

Okuma becerilerindeki gelismelere iliskin O4 “Mesela, bazen uzun metinler koyuyordunuz.

Ben onu okumayp geciyim diyordum. Ama artik okuyorum. Simdi ogretmenim hic

okumadigimiz bir yazi verse bile daha hizli okuyabiliyorum. Daha diizgiin okuyabilirim

mesela.” (hizh okuma-daha iyi okuma) bigiminde goriislerini ifade ederken O3 “Hizlandiwrd:
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daha dogrusu ve daha ¢ok gelistirdi ve kiiciik yazilar: daha iyi okuyorum. Okuduklarimi daha
iyi anliyorum, dikkatimi vererek ve konsantrasyonumu daha ¢ok arttirryorum.”(okudugunu
anlama-hizh okuma) O5 “Okumayr daha cok sevdim. Simdi daha ¢ok okumaya basladim.”

(okumay1 daha fazla sevme-Daha fazla kitap okuma) demektedir.

Ogretmen ise ¢ocuklarm okuma becerileri ile ilgili “Cocuklar zenginlesti. Okumaya ilgileri
daha artti. Ben boyle diisiiniiyorum. Internettekileri okudukca da zenginlestiler. Yani daha

cok okuma istekleri arzulart olustu. Boyle diistiniiyorum ben.” demektedir.

Yazma becerisindeki gelisimle ilgili O3 “Yazmam daha hizlandi, ve daha giizellesti. Ciinkii
vazmaya istekli oldugum igin bu sefer daha giizel yaziyorum. Bunlarin arkadaslarim
tarafindan okunmasi ve begenilmesi hosuma gidiyor. Orada yorumlarima ve diisiincelerime
arkadaglarim saygi duyuyor ve ben de onlarinkine saygi duyuyorum.” (glizel yazma-hizh
yazma) demektedir. Yine yazma becerisiyle ilgii O3 ise “Yazdiklarimi baskalarmin okumas:
beni motive etti” (isteyerek yazma) bigiminde goriislerini ifade etmisti. O6 yazmasi ile ilgili
“Normalde deftere yazmayir sevmem ama oraya yazmayr sevdim. Daha giizel yazmaya
basladim.” (yazn yazmayl sevme-giizel yazma) derken O11 ise “Yazma becerim, okuma
becerimden daha c¢ok etkilendi. Ciinkii 6nceden biraz igreng yaziyordum. Soyle yaziyordum
ama artik boyle yaziyorum. Bir de eskiden ¢izgili seyleri, onlari, tam iizerine getiremiyordum,
yamuk yaziyordum. Artik diimdiiz yaziyorum. Baskalarinin okumasi igin, benim yazmam daha
da dikkatli oldu.” (giizel yazma) derken O13 “El yazim kotiiydii. Ben diiz yazi yaziyordum. El
yazim biraz gelisti. Diiz yazi bazen yaziyorduk. O da gelisti. ...Virgiilleri nereye koyacagimi
ogrendim. Unlemleri, soru isaretlerini. Konusma ¢izgisini.” (noktalama isaretlerini dgrenme)

demektedir.

Bu konu ile ilgili 6gretmen “Ogrencilerim bu uygulamayla birlikte yeniden yazma ahskanlig:

kazanmus gibi oldular. Yani biraz daha istek geldi. Yazi yazma konusunda istahlar: artti. Yani
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yvazi yazmaktan zevk alir hale geldi diyebiliriz. Ya da seviyeleri daha ¢ok yiikseldi oyle

diistintiyorum.” demektedir.

Dinleme becerisiyle ilgii O3 “Dinleme konusunda da daha dikkatli dinliyorum ve artik birisi
konusurken onun soziinii kesmiyorum. Onun dediklerini daha iyi anliyorum. Gergek hayatta
hep ayn: seyleri gordiim ya, bu sefer de farkl olunca daha ¢ok ilgimi ¢ekti ve daha ¢ok
dikkatimi verdim.” (dikkatli dinleme-dinledigini anlama) derken O15 ise “Isteyerek dinledim.
Zevk alarak dinledim. Ondan sonra diisiinerek dinledim. Aklimda canlandwdim bir de.”

(isteyerek dinleme-eglenerek dinleme) bigiminde goriislerini ifade etmistir.

Dinleme ile ilgili 6gretmen “Burada yapilan etkinlik onlardan bir parca oldugu icin onlart
severek dinlediler. O yazi, o dinleti ¢ocugun hosuna gidecek. Hosuna gidince daha ¢ok
dinlemek istiyor. Bunlar dinleme yeteneklerini kesinlikle arttirdi diye diistiniiyorum.”

demektedir.

Son olarak konusma becerisi ile ilgii O15 “Konusmam gelisti. Mesela eskiden utaniyordum

ben. Artik utanmiyorum.” (smifta utanmadan konusma) seklinde kendini ifade etmistir.
Blog aracihgiyla islenen Tiirk¢ce dersine iliskin oneriler

Teknoloji destekli otantik ortamda blog araciifiyla islenen Tirk¢e dersine iliskin Sgrencilerin
gortisleri Tablo 3’de verimistir. Blog araciigryla islenen Tirkge dersine iliskin 6 grencilerin
onerileri incelendiginde; en c¢ok blogta sohbet seceneginin de olmasy, blogda oyun da
oynanabilmesi, farkll kategorilerin eklenmesi, blogun daha fazla kisiye agilabilmesi yani daha

fazla kisiye ulagsmasi seklinde Onerilerde bulunmuslardir.
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Tablo 3

Blogla ilgili oneriler

/-Farkh kategoriler de
ekleme 4

*Video ¢ekip bloga eklemek
2

*Sohbet segenegi 8

*Blogda oyun oynamak 7
Blogda kitap olusturmak
1

*Komik yaz ve videolar

. * Arka planda miizik
eklenmesi 1 calmast 1
J
\_ Eklenecekler
Genel Oneriler
4 N
*Blogu dahafazla *Smifin dahag¢ok
kisiye ulagtrmak 4 fotografinmn olmas1 3
+Sitede kendini tanitma 1

\_ J

Blogla ilgili O18 “Evet yeni kategoriler eklerdim. Mesela resim eklerdim. Resimde hem sanat
vard: biliyorum da resim de benim icin farkl bir sey.” (farkh kategoriler ekleme) derken, O4
“Mesela, kendi c¢ektigimiz videolart koysaydik daha giizel olurdu.” (video c¢ekip bloga

eklemek) demistir.

Blogta yapilacaklara iliskin O4 “Bazi oyun tarzinda seyler koyabilirdik. Atiyorum, ona
bastigimizda bir site acilr mesela, oyun oynariz. Ovyle olabilirdi. Baska yok gibi. Mesela,
facebook taki gibi arkadaslarimizia sohbet etmek ¢ok giizel olurdu. O da olabilirdi.” (blogta

oyun oynamak-sohbet segenegi) demistir.
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Sonuc, Tartisma Ve Oneriler

Ilkokul Sgrencilerinin otantik bir ortam olarak blog araciifiyla islenen Tirkce dersine iliskin
genel gorisleri incelendi@inde  goriislerini;  hoslandiklar1  hoglanmadiklar, — sikildiklart  ve
zorlandiklar1 etkmlikler olarak ele almak olasidr. Arastrmann kathmcilarmm en ¢ok
hoslandiklarmm; internet gibi eglenceli bir aracla, dinleme, okuma, yazma ve kismen de
konugsma gibi alanlara donik ders etkinlklermin bir arada olmasi, yaptklarn etkinliklerin
herkes tarafindan goriilebilir olmasi, blog {lizerinde farkh kategorilerde paylagilan bilgiler
olmasi blogun hayal giiclerini gelistrmesi ve kendi sitelermin olmasi oldugu sonucuna
ulagimistr.  Senel ve Seferoglu (2009) da yaptklart bir cahsmada bloglarda 6grencilerin
etkinlklerni sadece Ogretmenin degil, Ogrencinin arkadaglari ve ailesnin de gorecegini,
bunun ise bir motivasyon kaynag oldugunu belirtmislerdi. Aym zamanda Ogrencilerin
blogda birr defa etknlklerini paylastiktan sonra begenildigni ve yorum aldigmi gordikge
motivasyon ve performasmmn artacagmi, boylece paylasimda bulunmaya devam edecegini ve
derse siirekli katlim saglamis olacagm belirtmiglerdir. Rule (2004) yapilan arastrmalarm
Ogrencileri smifin Otesinde otantikk bir izleyici kitlesiyle karsi karstya getiren, st diizey
diisinme becerilerinin  kullanlmasm  gerekli kilan ve gercek yasam sorusturmalarmi iceren

otantk 6grenme ortamlarmi destekledigini belirtmektedir.

Ayrica yapilan arastrmalar bilgisayar destekli ogretimin hem Tiirkge dersine (Arslan, 2009;
Demir, 2007) hem de bagka derslere (Yenice, 2003; Hiiciiptan, 2006; Hanger ve Yalgm, 2007)
yonelk tutumu gelistirdigini ortaya koymaktadr. Bu arastrmada da Ogrenciler bilgisayar
aracihigiyla blog kullanarak yaptklart Tiirkce dersine iliskin olumlu goriis bildirmislerdir.
Yapilan birgok arastrma Ogrencilerin  zamanlarmm biiyiikk bir c¢ogunlugunu sosyal aglarda
(facebook, youtube vb.), sohbet sitelerinde, bloglarda gegirmekte oldugunu ortaya
koymaktadr. Bu Ogrenciler okuldaki zamanlarmm bir kismmi ise mternete bagh olarak

gecirmektedirler (Tiizel, 2013). Ogrencilerin internet ve dersin bir arada yiiriitildiigii derse
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karst olumlu goriis bildirmelerinin nedenlerinden biri olarak da Ogrencilerin internete olan bu
ilgllermi  dersleriyle  birlikte yiirlitmeleri ve bunun c¢evre tarafindan olumsuz olarak
alglanmamasi olarak ifade edilebilir. Bununla birlikte, blog iizerindeki metinlerin uzun
olmasi, internette olmasy etkinlklerin fazla hayal giicii gerektirmesi de hoslanmadiklart
olarak ifade edilebili. Ogrencilerin blog aracifiyla islenen Tiirkge derslerinde en ¢ok
metinlerin - uzun  olmasma bagh olarak okumakta zorlandiklari ve bu metinleri okurken
skildiklart da arastrmanin bir diger sonucudur. Bunun dismda Ogrenciler, internete girme
srasmi bekleme, internet baglantismm kesimesi ve farenin bozulmasi gibi teknik arizalarm
kendilerini  zorladiklarmn dile getirmislerdir. Ogrencileri skidiklar1 bir baska konu ise
internet ilizerinden yaz yazmak olarak belirlenmistir. Blog gibi ¢oklu ortamlar, metin, ses,
video gibi birden fazla tiirlin istenen etkiyi yaratmasi icin bu tlirlerin gelisigiizel degil
kullanmm amaglarma uygun olarak kullamimasi gerekmektedir (Kabakci, Firat, Izmirli ve
Kuzu, 2010). Bu arastrmada her ne kadar blog hazirlanma siireci amaclara uygun olarak
gerceklestirilse de metinlerin  uzunlugu 6grencilerin hosuna gitmemis, bu yiizden sikilmig ve
zorlanmglardr. Kisa ve basit yapih climleler uzun ve karmagik yapil ciimlelere nazaran daha
kolay Ogrenimektedir ve kisa cilimleler Ogrenciler tarafindan daha kolay alglanmaktadir
(Acarlar, Ege ve Turan, 2002; Gines, 2010). Aym zamanda Giines (2010) de ekran
araciigtyla yapilan okumanmn gdzin dogal hareketlerini zorlagtwrdigmi, ekran okumada
okuma siirecinin fare, okunan metnin yapis1 gbi dis etkenlerden dolayr stirekli kesintiye
ugradigmi; ekran ylizeymin 15131 yanstmasiy, siirekli paridtdarm olmasi, zhnin parca parga
bilgileri  birlestirmesi gibi nedenlerin hem zhni hem g6zii yordugunu ifade etmektedir ve

ekrandan okunacak metinlerin uzunlugunun kisaltilmas1 gerektigini ifade etmektedir.

Ogretmenin genel goriisleri de, &grencilerin derse karst motivasyonlarmmn artti3, daha ilgili
ve daha istekli olduklar, ancak hem zaman konusunda hem de kendilerinin ve velilerin

teknolojik  yeterlikleri agismdan zorlandiklar1i yoniindedir. Gergeklestirilen arastrmalar  da
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Ogretmenlerin yeni teknolojileri  kullanmakta zorlandigm fakat Ogretmenlerin, sanal diinyanmn
bir parcasit olacak iletileri ¢esith ortamlara yonelik (sosyal medya ortamlari, bloglar, wikiler)
iiretebilmesi  gerekliligini ortaya koymaktadr (Adigiizel, 2010; Yasar ve Giiltekin, 2007,
Jewitt, Moss & Cardini, 2007; O’Brien ve Bauer, 2005; Cumming, Kimber, & Wyatt-Smith,
2012; Yimaz, 2007). Bununla birlikte otantikk ortamlarm Ogretmenleri geleneksel Ogrenme
ortamlarma nazaran daha fazla zorladi® da bir gercektir. Herrington, Reeves ve Oliver (2010)
derslerinde otantik ortamlar tasarlayan oOgretmenlerin  daha fazla caba gbstermeleri ve
hazirlanan otantkk ortamlarm rehberlk ve kaynaklar bakmmdan iyi desteklenmesi gerektigini

belirtmektedirler.

Bununla birlikte genel olarak bakildiginda yeni kullamlmaya baglanan bir teknoloji olmasi,
bazz Ogrencilerin  evlerinde internet baglantismn olmamasi, kimi Ogretmenlerimizin - bu
teknolojiden haberdar olmamalar1 kiminin de kendilermi yeterli gormemeleri gibi nedenler
bloglarm verimli ve istenen diizeyde kullamlmamasma neden olmaktadr (Senel ve Seferoglu,
2009). Yapilan baska bir arastrmada da blog gibi teknolojik destekli ¢oklu ortammn derslerde
kullanmlmastyla ilgili sikintilar Ogretmenler tarafindan alman egitimin yetersiz olmasi, fiziki
altyapt ve donanmmn eksikligi ve sorunlara annda miidahale edecek eleman yetersizligi

olarak belirlenmistir (Adigiizel ve Yiksel, 2012).

Ogrencilerin blog aracihgyla gerceklestirilen Tiirkge derslerindeki dinleme, okuma, yazma ve
konusma etkinlklerine iliskin goriisleri incelendiginde ise sunlar sdylenebilir: Katimeilar
blogda gergeklestirilen  etkinlikler —aracihgiyla ~daha hizh  okuduklarmi, — okuduklarmi
anladiklarmi, daha 1yi okuduklarmi, okumayr daha fazla sevdiklerini, isteyerek ve merak
ederek okuduklarmi ifade etmislerdir. Yazma becerileriyle ilgli olarak ise daha Gzenl
yazdiklarmi, hizh, glizel ve isteyerek yazdiklarmi dile getirmislerdir. Dinleme becerileriyle
ilgli daha dikkatl dinlediklerini, dinlediklerini anladiklarmi ve isteyerek dinlediklerin ifade
ettikleri goriilmektedir. Blog iizerinden konusma etkinligi gerceklestirimeyen ancak blogdaki
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etkinlikler {izerme konusan cocuklarm dile getirdikleri konusma becerisi ile ilgili gelisme ise
Ogrencilerin  smifta  utanmadan/cekinmeden  konustuklari  biciminde  agiklanabilir.  Dil
becerilerinin  gelistiriimesine yonelik cahsmalar icinde bulunulan donemin gerektirdiklerinden
yola c¢ikilarak hayatm icinde yer alan biitiin okuryazarhk bigcimlerini kapsamahdr (Siegel,
2006). Aym zamanda Tirk¢e derslerinde gelistirilen dil becerilerinin ve bu dogrultuda arag
olarak secilen materyallerin Ogrencilerin  okul dismdaki giinlik hayatlarmda karsilagtiklar
materyallerden  secilmesi  gerekmektedir (Tiizel, 2013). Internet teknolojisinin  dzellikle
cocuklar ve gengler tarafindan siklkla kullanldig giinlimiizde blog gbi c¢ok kullamlan bir
uygulamayla ve giinlik hayatta karsilasilan materyallerle dil becerilerini  gelistirmeye
calsmann bu nedenlerden dolayr olumlu sonu¢ vermis olabilecegi disliniiimektedir. Ayrica
McKenna, Avery ve Schuchardt (2000)’ a gore blog gibi ortamlarda hem problem ¢6zme hem
de ist diizey diisinme becerileri gelistirilebilmekte hem de bireyler yeni iletisim bigimlerini
kullanabilmektedirler. Senel ve Seferoglu (2009) da bloglarm hem internet okuryazarh@ hem
de okuma-yazma alanlarmda verimli olarak kullanilabilecegini  belirtmislerdir.  Nitekim
yapllan bir arastrmada (Kocoglu, 2009) blog kullanmmn Ingilizce yazma becerisinin
gelisiminde etkili oldugunu ve oOgrencilerin blog kullanmmi eglenceli ve yaratict bulduklarm
ortaya ¢ikarmustr. Ozkan ve Bada (2012) yaptklar bir ¢absmada Ingilizce dgretiminde blog
kullannmma  dairr  Ogretmen adaylarmmn  goriiglerini  almuglardr. Bu  ¢alismada  blog
kullaninmm sosyal yasamda da kullamimasmmn hem akran destegini hem de dil O6grenim
strecini  kolaylastirdiZi bulgusuna  varimustr.  Aym  zamanda katilmcilarm dil  6grenmeye
yonelik motivasyonlarmm da arttigr  gdzlemlenmistir. Ogrencinin ilgi ve merakim arttrmak,
Ogrencinin egitim ortamma etkin olarak katimm saglamak, bilgiye farkh kanallardan ulagsma
becerilerini kazanmalarmi saglamak gibi yararlar egitim ve Ogretimde teknoloji kullanmmnm

istiinliiklerinden yalnizca birkagidr. Kullandan bu tiir teknolojiler Ogrencilerin  yazma ve
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konusma becerilerini gelistiritken aym zamanda okul dist kaynaklara ulagsmalarmn da saglar

(Balci, 2013).

Ogrencilerin bu konudaki goriisleri smif Ogretmeni tarafindan da okuma ilgilerinin arttig,
daha istekli olduklar, yazma motivasyonlarmm yiikseldigi daha dikkatli dinledikleri
bigiminde desteklenmektedir. Bu konuda gerceklestirilen arastrmalar da blog gibi otantk ve
coklu ortalarm Ogrencilerin  motivasyonlarmu  ve  performanslarm  arttrdi@i  yoniindedir
(Kabakgi, Frat, izmirli ve Kuzu, 2010). Son olarak &grencilerin onerileri ise, bloga farkh
kategoriler ekleme, blogda sohbet segeneginin de olmasi, blogda oyun oynanabilmesi ve
blogun daha fazla kisiye ulasabilir hale doniistiiriilmesi bigiminde swralanabilir. Arastrmanmn

sonuclarma dayah olarak asagidaki Oneriler getirilebilir.

e Ogrencilerin temel dil becerilerinin gelistirilmesinde teknolojik otantik ortamlardan

yararlanilabilir.

e Derslerde kullanmlacak teknolojik otantkk ortamlar dikkath bir sekilde hazrlanmal,

tasarm ilkeleri goz oniinde bulundurulmalidir.

e Teknolojik otantk ortamlarm kullanldiZi  durumlarda  Ggretmenler  Ogrencilere

doniitler vermeleri, bu sayede motivasyonlarini arttwrmalar1 saglanmalidir.

e Teknolojik otantk ortamlarm Tirkce dersinde kullanlabilmesi ile ilgili olarak
Ogretmenlere  hizmet-i¢i  egitim programlar1  diizenlenmelidir. Konu ile ilgili olrak

Ogretmenlere yonelik bilgilendirme toplantilar1 yapimalidir.

e Teknolojik otantik ortammn farkl smif diizeylerindeki etkisini ortaya koyan cahsmalar

yapilabilir.

e Teknolojik otantik ortammn Tirkge Ogretimi dismda, farkh disipln alanlarmda

uygulanmasini igeren arastrmalar desenlenebilir.
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e Teknolojik otantikk ortamm kullanildig1 nicel ve karma ¢alismalar desenlenebilir.
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Extended Abstract

In our country, since 2005, a number of teaching approaches have been based on
philosophical grounds supported by the student-centered constructive approach which is
adopted by the elementary school Turkish Language curriculum and which gives importance
to cooperation and active participation of students. One of these approaches is the authentic
learning approach which is based both on students’ active participation and on the relationship
between learning and the real world. Authentic learning is used in many different areas, and
various authentic learning environments are formed. For a successful and effective authentic
learning, technology is used. For instance, multimedia, allow supporting authentic learning
with technology and help students carry out authentic tasks more successfully. In this respect,
the purpose of this study was to determine the views of students and teachers about the use of
technological authentic environment designed to develop students’ language skills i the
course of Turkish Language. In the present study, which was conducted with the qualitative
research method, the criterion sampling method, one of purposeful sampling methods, was
used. In the study, a total of 20 elementary school 4t" grade students in the city of Eskisehir in
Turkey participated in the study in the Fall Term of the academic year of 2014-2015. In line
with the research purposes, the first thing in the data collection process was to ask four
experts for their views about the features of a technological authentic environment which
would be prepared for the development of the students’ language skills in the course of
Turkish Language (speaking, listening, reading, writing). Following this, depending on the
views and studies of field experts, the technological authentic environment (blog) was
prepared. In the second phase of the data collection process, the views of the students and
teachers about this technological authentic environment (blog) were determined via a form
made up of open-ended questions. In this technological authentic environment (blog), the

students were allowed to do listening and speaking, to read up-to-date texts and to carry out
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writing activities. In this way, the blog was used for 10 weeks in the course of Turkish
Language. Following this, the views of the students and teachers about the technological
authentic environment were determined with a form. For the analysis of the data collected in
the study, the descriptive analysis technique was applied. The results revealed that the
elementary school students enjoyed carrying out activities via a blog which combined the
lessons and the Internet and that they were happy to know everybody could see these
activities. In addition, the students reported that they did not like the long reading texts in the
blog; that they were sometimes unable to access the Internet; and that the Internet was slow.
Furthermore, the things they found boring included reading long texts, writing too much and
being constantly connected to the Internet. Moreover, the students stated that with the help of
the blog, they began to read faster, developed their reading comprehension skills and started
to enjoy reading. They also reported that they were more attentive and eager in writing.
Regarding listening, the students said they became more careful and enthusiastic listeners and
started to understand what they listened to. As for speaking, it was seen that there were
students who did not have any hesitation to speak in class. Lastly, the students suggested
adding different categories and the chat option into the blog, playing games via the blog and

making the blog accessible to a lot more people.
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Gérsel Sanatlar Ogretmen Adaylarinin Goriisleri Baglaminda Miize Egitimi ve

Uygulamalar: Dersi 1

Museum Education and Practices Course in The Context of the Visual Arts Teacher

Candidates' Opinions

Kibar Evren BOLAT AYDOGAN
Anadolu University, Turkey

kebaydogan@anadolu.edu.tr

Oz

Miizeler, ¢ok yonlii 6grenme ve yasam alanlart olarak gorsel sanatlar egitimi igerisinde gilin
gectikce daha ¢ok onem kazanmaktadir. Resim-Is Ogretmenligi Lisans Programlarinda haftada 4
saat olarak yer alan ‘Miize Egitimi ve Uygulamalar1’ dersi ile gorsel sanatlar 6gretmen adaylarinin
etkin ve verimli sekilde miizelerden egitim amagli yararlanmalarina iliskin bilgi ve beceriler
kazanmalar1 hedeflenmektedir. Bu ¢alismada 2015-2016 6gretim yilinda Anadolu Universitesi
Giizel Sanatlar Egitimi Bolimiinde Miize Egitimi ve Uygulamalari dersini alan dgrencilerin, ders
siirecine iliskin deneyim ve goriiglerinden yola cikilarak, bu dersin daha etkin ve verimli
gerceklestirilmesine iligkin Oneriler getirilmesi amaglannusgtir. Aragtirma siirecinde nitel aragtirma
yaklagimi benimsenmis ve 6 dgretmen adayi ile odak grup goriismesi yapilmustir. Odak grup
goriismesinde 6gretmen adaylarina bu derse dair beklentileri, dersin amacina iligkin goriigleri, ders
icerisinde yaptiklart uygulamalara ve ders kapsamunda edindikleri teorik bilgilere iligkin
diisiinceleri, dersin siiresine ve programdaki yerine iligkin goriisleri sorulmustur. Ayrica dersin
onlara sagladigi katkilara, ders kapsaminda zorlandiklari konulara, yasadiklari sorunlara dair
goriisleri alinmustir. Son olarak bu dersin daha etkili ve verimli gergeklestirilmesine iligskin 6neriler

getirmeleri istenmistir. Odak grup goriismesinde elde edilen veriler betimsel analiz yoluyla
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¢coziimlenmistir. Bu aragtirmada goriismeden elde edilen veriler ile Miize Egitimi ve Uygulamalari

dersinin daha etkin ve verimli gerceklestirilmesine iliskin 6neriler ortaya konulmaya caligilnustir.

Anahtar Kelimeler: Miize egitimi ve uygulamalari, Sanat egitimi, Gorsel sanatlar 6gretmen

egitimi, Odak grup gériismesi

Abstract

The museums gain more and more importance in visual arts education as multifaceted learning and
living spaces. It is aimed to visual arts teacher candidates acquire knowledge and skills relating to
benefit effectively and efficiently from museums for educational purposes with the 'Museum
Education and Practices' course which is 4 hours a week in Undergraduate Programs of Arts and
Crafts Education. In this study, it is aimed to introduce suggestions concerning more effective and
efficient implementation of this course by taking into consideration the experiences and opinions
of the students attending the Museum Education and Practices course in the Department of Fine
Arts Education of Anadolu University in 2015-2016 academic year. Qualitative research approach
was adopted in the research process and focus group interview was made with 6 teacher
candidates. In the focus group interview, the teacher candidates had been asked about their
expectations about this course, their opinions about the purpose of the course, their thoughts about
the practices they made in the course and their theoretical knowledge about the course, their
opinions about the duration of the course and its’ place in the program. In addition, their opinions
had been taken about the contributions that the course had provided to them, the topics they had
been challenged in the course, the problems they had been experienced. Finally, they had been
asked to make proposals for more effective and efficient implementation of this course. The data
obtained at this focus group interview were analyzed through descriptive analysis. In the context of
the opinions of the visual arts teacher candidates, to perform Museum Education and Practices

course more effective and efficient the suggestions were introduced.

Keywords: Museum education and practices, Art education, Visual arts teacher training, Focus

group interview
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Giris

Miizeye dair yapilan gesitli tanimlara bakildiginda miizelerin artik bir egitim kurumu olarak
benimsendigi goriilmektedir. Ornegin Amerika Sanat Miizeleri Birligi miizeyi “egitsel ya da
estetik amacla profesyonel uzman kadro ile nesneleri toplayan, koruyan, yorumlayan ve
topluma diizenli bir programla sergileyen kurumlar” (Atagok,1999,5.143) olarak
tanimlamaktadir. Uluslararast Miizeler Konseyi’nin (ICOM) tanimlamasina gore ise
“toplumun ve onun gelisiminin hizmetinde olan, halka agik, insana ve yasadigi g¢evreye
taniklik eden materyaller lizerine arastirma yapan, toplayan, koruyan, bilgiyi paylasan,
inceleyen ve bunlar1 egitim amaciyla, topluma estetik zevk verebilme dogrultusunda
sergileyen, kar diisiincesinden bagimsiz, siirekliligi olan kuruluslardir” (Alpagut,2006,s.117).
Bu tanimlara bakildiginda miizelerin pek c¢ok islevi oldugu ve bunlarin egitim islevinden ¢ok

da bagimsiz olmadig1 goriilmektedir.

Avrupa miizelerinin ve sanat galerilerinin kdkeni 16. ylizyilin sonlarina kadar uzanmakla
birlikte miizelerin egitim amaci ile kurulmasinin 1789 Fransiz Devrimi sonrasinda miizelerin
halka agilmasiyla basladigi belirtilmektedir. 18. yy ortalarindan itibaren Avrupa gibi
Amerika’da da egitim amaglt miizeler kurulmug ve 19. yiizyilda yasanan Endiistri Devrimi ile
Amerika ve Avrupa’daki bu gelismeler hizlanmstir. 20. yiizyilda ise UNESCO ve ICOM gibi
uluslararas1 organizasyonlar ile miizecilikte ve miize egitiminde uluslararasi standartlar
olusturulmasi, tartisma ve bilgi paylagimi ortami yaratilmasit gibi gelismeler yasanmistir.
1970’lerde ise yeni bir miizecilik ve miize egitimi anlayisi ortaya ¢ikmistir. Geleneksel egitim
anlayis1 yerine egitimde ilerlemecilik felsefesine dayali olarak miize egitimi de sekillenmeye

ve okullarda daha fazla 6nem kazanmaya baslamistir (Tezcan Akmehmet, 2015).

Amerikalt filozof ve egitimci John Dewey’in, diizenli miize ziyaretlerini egitim

programlarinin 6nemli bilesenleri, miizeleri de egitim etkinliginin biitlinleyici parcasi olarak
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gormesi ve bu anlamda miizelerden egitsel amagli yararlanilmalidir seklindeki diistinceleri 20.
ylizyll miize egitimcileri ve yoneticilerinin ¢alismalarindaki ana fikirlerden biri olmustur
(Onur, 2012). Miize egitimi kavrami1 Maria Montessori, Jean Piaget, Howard Gardner gibi pek

cok kuramcinin goriisleriyle de sekillenmeye devam etmistir.

Miizelerin egitim islevi ozellikle 20. ylizyilin 2. yarisindan itibaren miizelerin diger islevleri
olan koruma, arastirma islevlerinin yanindaki iletisim islevinin altinda, temel islevlerden biri
olarak yerini almigtir. Miizelerde egitim ¢alismalart zamanla yayginlasmis, kapsami
genislemis ve ayri1 bir bilimsel disiplin olarak ‘miize egitimi’ alam1 dogmustur (Tezcan

Akmehmet, 2014). Miize egitimi en genel anlamda su sekilde tanimlanmaktadir:

“Kendi kultiriint, farkli kiltiirleri tanima, benzerlikleri ve farkliliklar1 anlama, kultiirleraras:
anlayis, duygudaslik gelistirme, hosgorii gelistirme, ¢cevreyi ve kiiltiirel varliklar koruma bilincini
gelistirme ve okul egitiminin kalitesini artirma gibi temel gereksinimlerden hareketle farkli yas,
cinsiyet, yetenek ve kiiltliirden izleyicilerin miize koleksiyonlarina fiziksel ve entelektiiel olarak
yaklagmasini saglayan, koleksiyonlarla izleyici arasinda etkilesimi gergeklestiren, ulusal egitime

uyum saglayan ve yasam boyu devam eden bir siiregtir” (Karadeniz,2014,s.177)

Geleneksel egitim anlayisindan farkli olarak egitimde benimsenen yeni amaglar
dogrultusunda kisinin bilgisini, deneyimini, diisinme ve karsilastirma yapma yeteneklerini,
hayal etme giiclinii gelistirmek, duygu diinyasin1 zenginlestirmek hedeflenmektedir.
Miizelerde gergeklestirilen miize egitiminin amact da (bu hedeflere uygun olarak) bireylere
miizelerdeki nesneleri tanitmak, bireylerin yasamlari, edindikleri bilgiler ve deneyimleri ile o
nesneleri iliskilendirmelerini, elestirmelerini, yorumlamalarim1 ve 0zgiin bir senteze

ulasmalarini saglamaktir (ilhan, 2002).

Bu anlamda miizeler bu hedeflere ulagsmada egitsel bir ortam saglamak adina biliyilk 6nem

tasimaktadir. Ozellikle sanat egitimi icin bu 6nem daha da artmaktadir. Kiicgiik yaslardan
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itibaren miizede sanat eserleri ile karsilagsan ve bunlarla ilgili etkinlikler gergeklestiren
¢ocuklarin sanat anlayisinin gelisecegini ve sanata bakis agisinin farklilasacagini ifade eden
Zilcioglu (2008) miizelerin ¢ocuklarin sanat ile bag kurmasinda 6nemli katkilar saglayacagim
belirtmektedir. Bu anlamda “sanat ve miize egitimi bir araya geldiginde gozlem, diisiince ve
duygularin anlam kazandigi, hayal giiciiniin arttii, objelerin tarihsel olarak algilandigy,
kiiltiirel zenginligin bizzat bu mekanlarda analiz edilerek kaliciliginin saglandigir bir

gergektir” (Ugar,2014,s.113).

[Ikogretim Boliimii dgrencilerinin miizedeki sanat deneyimleri iizerine arastirma yapan
Ulkii(2009) de calismasinda, ¢ok alanli gorsel sanatlar egitiminde eser inceleme gibi
uygulamalarin sanat iizerinde diisiinme ve dikkatli gézlem siirecini barindirdigini bundan
dolay1 6grencilerin estetik objelerle siklikla karsi kargiya birakilmasinin estetik algi ve estetik

kayginin gelisimini destekledigini ifade etmistir.

Benzer sekilde Mercin (2008) yaptig1 arastirmada gorsel sanatlar dersinin miize ve sinif
ortaminda islenisini karsilastirmis ve miizede Ogretime tabi tutulan Ogrencilerin sanatin
degerini fark ettikleri, dersten hoslandiklari, derse iliskin duygu ve diisiincelerinin
olusmasinda miizede gorerek Ogrenmenin etkili oldugunu saptamustir. Simif ortaminda
Ogretime tabi tutulan 6grencilerin ise dersten sikildigi, farkli etkinlik yapmadiklari, derse
iliskin duygu ve diislincelerinde bir degisiklik olmadigi ortaya ¢ikmistir. Arastirmanin

sonucunda gorsel sanatlar dersinin sinif disinda miize ortamlariyla desteklenmesi 6nerilmistir.

Buna karsin miizelerin gorsel sanatlar egitim programlar1 igerisinde yer almasi oldukca
yenidir. Miize egitimi uygulamalar1 2006’dan itibaren gorsel sanatlar 6gretim programlarinda
‘miize bilinci’ O6grenme alani olarak yer almis, 2013 yilinda gergeklesen program

giincellemesi ile ‘kiiltiirel miras’ 0grenme alani olarak yeniden tamimlanmistir (Mamur,

2015).
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Ayrica “MEB tarafindan gelistirilen Miize Egitimi Projesi ile 2005-2006 yillarindan itibaren
kiitiiphaneler, antik kentler ve miizeler egitim siirecine katilmis ve ilkogretim 1-8. siniflarda
okutulan Hayat Bilgisi, Tiirkge, Matematik, Sosyal Bilgiler, Fen ve Teknoloji dersleriyle
Sanat Etkinlikleri ve Gorsel Sanatlar ders programlarina uygulamali miize etkinlikleri
eklenmistir. Ortadgretimde ise Giizel Sanatlar ve Spor Liseleri’nde Resim Boliimlerinde

haftada bir saat ‘Miize Egitimi’ dersi okutulmaktadir” (Karadeniz,2014,s.188).

Gorsel sanatlar 0gretmen egitimi programlarinda ise 1997-1998 yilindan itibaren egitim
fakiiltelerinin yeniden yapilandirilmas: gergevesinde programlarin yenilenmesiyle birlikte
‘Miize Egitimi ve Uygulamalari’ dersi 3. yilin l.yariyilinda yer almaya baslamistir. 2006-
2007 egitim oOgretim yilindan itibaren de 4. smifin 1. yariyilinda se¢meli ders olarak
programda yer almaktadir. Gelismis iilkelerde ise miize egitimi 08retmen egitiminde daha
onemli bir yere sahiptir. Ogretmenler hem miize egitimi 6ncesinde hem de miize egitimi
esnasinda miizelerin egitim boliimleri tarafindan siirekli egitilmekte ve bilgilendirilmektedir

(Buyurgan ve Mercin, 2010).

Buna karsin, Ozsoy ve Mercin (2003) yaptiklari arastirmalar sonucunda, Tiirkiye’deki
miizelerin ¢ogunun cagdas anlamda miizecilik sergileyemediklerini, miizelerin biiyiik bir
boliimiiniin sanat (resim) egitimi amaciyla higbir etkinlik gerceklestirmedigini hatta genel
olarak bile egitim islevlerini yerine getirmediklerini saptamislardir. Ayrica miizelerde egitim
bilimci ve sanat egitimcisi istthdam edilmesini, miizelere egitim islevine yonelik projeler
hazirlatilmasini, miizelerin egitim islevini yerine getirebilmeleri igin tesvik edilmesini ve

gerekirse miizede egitim konusunun yonetmeliklerle yasal hale getirilmesini 6nermislerdir.

Sar ve Sagkol (2013) da miizelerin egitim anlaminda etkin bir rol iistelenebilmesi icin
ogrencilere yonelik etkinliklerin baglatilmast ve bu etkinliklerin verimli bir sekilde

gerceklestirilebilmesi i¢in bu konuda egitim almis ve bunu uygulamaya gecirilebilecek
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Ogretmen profilinin olusturulmasi gerektigini belirterek egitim fakiiltelerinde miize egitimi

dersinin gerekliligine dikkat ¢gekmistir.

Goriildiigi lizere miizelerin bir egitim ortami olarak degerlendirilebilmesi i¢in miizelerde pek
cok diizenlemenin gerceklestirilmesi gerekmektedir. Ulkemizdeki miizelerin bazilarinda bu
anlamda calismalar yapilmakla birlikte istenilen diizeye gelmesi ve tiim iilke genelinde bunun
gergceklesmesi i¢in daha ¢ok zamana gerek oldugu agikca goriilmektedir. Bu nedenle miize
egitiminin etkili ve verimli bir sekilde gerceklestirilmesinin sorumlulugu O6gretmenlerin
omuzlarina diismektedir. Bu durum da ‘Miize Egitimi ve Uygulamalar1’ dersini daha 6nemli

ve gerekli kilmaktadir.

Buyurgan ve Mercin’in (2010) vurguladigi gibi Miize Egitimi ve Uygulamalar1 dersi teorik
konular1 ve ¢esitli uygulamalari igeren bir proje dersi 6zelligi tasimaktadir. Ders kapsaminda;
miizeciligin tarihi, miize tiirleri, amaglar1 ve islevleri, miize ve sanat, miize ve egitim gibi
teorik konular ele alinmakla birlikte miizelerden yola cikarak sanatsal uygulama yapma, miize
rehberi hazirlama, miize gezisi siirecini planlama, miize tamitimi i¢in poster ve sunum
hazirlama, miize ve miizedeki eserlere/nesnelere yonelik inceleme/degerlendirme yapma gibi

uygulamalar da s6z konusu olmaktadir.

2015-2016 o&gretim yilinda Anadolu Universitesi Giizel Sanatlar Egitimi Boliimii’nde
gergeklestirilen Miize Egitimi ve Uygulamalar1 dersi kapsaminda da 6ncelikli olarak kuramsal
konular ele alinarak uygulamalara teorik zemin hazirlanmistir. Uygulamalar igin ise
Eskisehir’deki 10 miizeyi konu alan ayr1 gruplar olusturulmustur. Her bir grup ele aldiklar1

miizelere dair poster (Resim 1 ve Resim 2) ve miize rehberi hazirlamistir.
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Resim 1. Cagdas Cam Sanatlar1 Miizesine Iliskin Poster Resim 2. Egitim Karikatiirleri Miizesine Iliskin Poster

Miize rehberi, miize ziyareti Oncesi bazi etkinliklerle birlikte miizede gercgeklestirilecek

etkinlik ve uygulamalari igeren, miize ziyaretini etkin ve eglenceli bir siirece doniistiirmeye

yardimci bir materyaldir. Miize rehberi igerisinde ¢aligma yapraklarinin yani sira miize ile

ilgili kisa bilgiler ve miizeye iliskin 6grenci hazir bulunuslugunu ve ziyaret sonrasi elde edilen

kazanimlar1 belirlemeye yarayan 6n anket ve son anket gibi kisimlar da yer almaktadir. Bu

ders kapsaminda her Ogrenci grubu ele aldigi miizeye dair bir miize rehberi (Resim 3)

olusturmustur.

Resim 3. Ders kapsaminda hazirlanan miize rehberlerinin sayfalarindan 6rnekler
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Miize rehberi ve miizeyi tanitan poster ¢alismasini grup olarak gergeklestiren dgrenciler bu
calismalarin disinda bireysel olarak sanatsal calismalar da yapmustir. Sanatsal uygulamalar
icin  Ogrenciler  gorsel arastirmalar yapmis, yeniden yorumlama  calismalar
gerceklestirmislerdir. Miizelerdeki eserlerden/nesnelerden yola ¢ikarak kendini ifade etme,
kisisel anlamlara ulagsma ve bunlar1 yaraticilifim kullanarak yeni bir esere doniistiirme
seklinde sanatsal bir siire¢ yasamis ve bunu da sanatsal ¢alismalarma iliskin yazdiklari
manifestolarinda belirtmislerdir. Ornegin Cagdas Cam Sanatlari Miizesi’'ndeki bir eserden
yola ¢ikarak Resim 5’deki sanatsal ¢alismayi gergeklestiren Ggrenci, ¢alismasina iligkin su
aciklamay1 yapmustir:

“Sanatsal ¢cahsmamda ¢ikis noktam, Fatma Cifici'nin ‘Inconsolable’ adli eserinin (Resim 4),

bicim, renk ve eserinde kullandigi imgeleridir. Eserde yuvarlak bir camin ortasinda kursun dokiim

bulunmaktadir. Bu kursun imgesini sanatsal ¢alismamda kullandim. Inconsolable eserindeki cam

mavi oldugu icin ben de ¢alismamda mavi ve tonlarini iceren renkler kullandim. Ayrica eserin

tizerinde bulunan yazi imgelerinden yola ¢ikarak kolaj teknigini kullandim ve ¢alismami yazi

iceren malzemelerle destekledim. Béylece daha zengin bir goriiniim kazanmuis oldu™

Resim 4. Fatma Ciftci, ‘inconsolable’ Resim 5. Ogrenci Calismasi

Eskisehir Kent Bellegi Miizesi’'ndeki fotograf ve belgesellerden yola ¢ikarak sanatsal ¢alisma

(Resim 6) gergeklestiren bir baska Ogrenci ise bu uygulamada kiiltirel bir sorgulama
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gergeklestirdigini ve sanatsal ¢alismasini da bu sosyo-kiiltiirel baglamda olusturdugunu su
sozlerle ifade etmistir:

“Calismam 45x60 cm boyutunda olup, kagit iizerine karisik teknikle yapilmistir. Cegitli renkli
kdgitlardan kiigiik parcalar keserek ve bunlart bir araya getirip yapistirarak yoresel kostiimler
giymiy figiirler ¢calistim. Figiirleri sematik bir Eskigehir haritast icine yerlestirdim. Bu ¢alismayt
yvaparken, farkl kdgitlarin bir araya gelerek yakaladigi uyumla; farkl etnik kiékenlere sahip
halklarin  Kiiltiirlerini  bir araya getirerek ortaya ¢ikardiklari ahengin birbirine ne kadar

benzedigini anlatmak istedim”.

Resim 6. Ogrenci Caligmasi

Miize Egitimi ve Uygulamalar1 dersi kapsaminda ogrenciler ayrica miize ve miizedeki
eserlere/nesnelere iliskin olusturulan ¢aligma yapraklarini doldurmuslardir. Ders sonunda tiim
bu calisma yapraklari, sanatsal ¢alismalarin gorselleri ve manifestolari, miize rehberleri ve
posterler bir portfolyo halinde degerlendirilmistir. Ayrica her grup sorumlu oldugu miize ile
ilgili bir sunum gergeklestirmistir.

Arastirmanin Amaci

Resim-Is Ogretmenligi Lisans Programinda haftada 4 saat olarak yer alan ‘Miize Egitimi ve
Uygulamalar’ dersi ile gorsel sanatlar O0gretmen adaylarimin etkin ve verimli sekilde
miizelerden egitim amach yararlanmalarina iliskin bilgi ve beceriler kazanmalari

hedeflenmektedir. Bu ¢aligmada da 2015-2016 6gretim yilinda Anadolu Universitesi Giizel
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Sanatlar Egitimi Boliimiinde Miize Egitimi ve Uygulamalar1 dersini alan dgrencilerin yani
gorsel sanatlar 0gretmen adaylarimin ders siirecine iliskin goriislerinden yola ¢ikarak, bu
dersin daha etkin ve verimli gerceklestirilmesine iliskin oneriler getirilmesi amag¢lanmistir.
Yontem
Bu calismada nitel arastirma yaklasimi benimsenmis ve arastirma verilerinin toplanmasinda
odak grup goriismesi tekniginden yararlanilmistir. Nitel arastirma yaklasimi, bir konunun
daha derinlemesine arastirilmasini saglamasi ve elde edilen bilgilerin pratige daha yakin ve
aciklayict olmasi nedeniyle bu arastirmada tercih edilmistir. Zengin bir veri seti olusturmaya
yardimci olmasi sebebiyle de odak grup goriismesi veri toplama teknigi olarak tercih
edilmistir. Ciinkii “bireysel goriismelerde akla gelmeyecek bazi konular, grup goriismelerinde
diger bireylerin aciklamalar1 ¢ercevesinde akla gelebilir ve ek yorumda bulunmak miimkiin
olabilir” (Yildirim ve Simsek, 2011,s.151).
Odak grup goriismesi dncesinde, 2015-2016 dgretim yili giiz doneminde Anadolu Universitesi
Giizel Sanatlar Egitimi B6liimii’nde Miize Egitimi ve Uygulamalar1 dersini alan 31 6grenciye,
derste gergeklestirdikleri uygulamalara ve derse iliskin goriislerini ve deneyimlerini ortaya
koymak adimna acik uglu sorulardan olusan bir anket uygulanmistir. Arastirma kapsaminda
yapilan anket ¢alismasindan elde edilen veriler dogrultusunda odak grup goriismesi i¢in yari
yapilandirilmis goriigme sorulart hazirlanmistir. 9 ac¢ik uglu sorudan olusan gortisme formu iki
alan uzman tarafindan gozden gecirildikten sonra sorulara son bi¢imi verilmistir.
Odak grup goriismesi 12 Mayis 2016 tarihinde, anket uygulanan grup igerisinde yer alan ve
goniilliilik esasina gore belirlenen 5 kiz 1 erkek gorsel sanatlar 6gretmen adayi ile yapilmistir.
Gorlisme sessiz bir ortamda yuvarlak toplantt masasi etrafinda yaklasik 70 dakikalik bir
stirecte gerceklesmistir. Goriisme Oncesinde katilimcilara arastirmanin amaci ve kapsami
hakkinda bilgi verilerek onceden hazirlanmis izin formunu imzalamalari istenmistir. Gorlisme

esnasinda yar1 yapilandirilmis goriisme teknigine uygun olarak ek sorular da yoneltilmistir.
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Verilerin Analizi
Gériismelerin gergeklestirilmesinin ardindan verilerin analizi siirecine gecilmistir. Oncelikle
odak grup goriismesine ait video dosyalar1 bilgisayar ortamina aktarilmis ve bu video
dosyalar1 yazili goriigme dokiim formuna dokiilmiistiir. Bu siiregte katilimcilara bir numara
verilmis, bu numaralar kod isim bi¢ciminde dogrudan alintilarda kullanilmak {izere
kaydedilmistir. Ayrica gorlisme dokiim formunun giivenirligi video kayitlarinin izlenmesiyle
dogrulanmistir.
Goriismelerin dokiimii asamasindan sonra verilerin kodlanmasina gecilmistir. Goriismeler
sonucunda elde edilen veriler betimsel analiz yoluyla ¢oziimlenmistir. Betimsel analizde
amag, elde edilen bulgular1 diizenlenmis ve yorumlanmis bir bicimde okuyucuya sunmaktir:
“Bu yaklasima gore elde edilen veriler, daha 6nceden belirlenen temalara gore 6zetlenir ve
yorumlanir” (Yildirim ve Simsek, 2011, s.224). Bu aragtirmada da goriisme sorularindan yola
cikarak kategoriler belirlenmis ve elde edilen veriler bu kategoriler altinda toplanmistir.
Verilerin analizi silirecinde elde edilen bulgular giivenirligi arttirmak amaciyla bir baska
uzman tarafindan da kodlanmis ve yapilan kodlamalar karsilastirilmistir. Bu karsilagtirmalar
sirasinda gerekli diizenlemeler yapilarak goriis birligine ulasilmistir.

Bulgular ve Yorumlari
Aragtirma sonucunda Ogrencilerle yapilan odak grup goriismesine dayali olarak elde edilen
bulgular; “Gorsel Sanatlar Ogretmen Adaylarimin Derse Dair Beklentilerine Iliskin
Goriisleri”,  Gorsel Sanatlar Ogretmen Adaylarimin Dersin Amacina Iliskin Goriigleri”,
Gorsel Sanatlar Ogretmen Adaylarimin Miize Rehberi Calismasina Iliskin  Goriisleri”,

)

“Gorsel Sanatlar Ogretmen Adaylarimin Sanatsal Calismaya Iliskin Goriigleri”, “Gorsel

’

Sanatlar Ogretmen Adaylarmin Miize Posteri Calismasina Iliskin Gériisleri”, “Gérsel
Sanatlar Ogretmen Adaylarinin Derste Yasanan Sorunlara ve Karsilasilan Zorluklara Iliskin

’

Goriigleri”, “Gorsel Sanatlar Ogretmen Adaylarinin Dersin Siiresine Iliskin Gériisleri”,
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“Gérsel Sanatlar Ogretmen Adaylarimin Dersin Programdaki Yerine Iliskin Gériisleri”,

’

“Gérsel Sanatlar Ogretmen Adaylarinin Derste Edinilen Teorik Bilgilere Iliskin Gériisleri”,

’

Gérsel Sanatlar Ogretmen Adaylarimin Dersin Sagladigi Katkilara Iliskin Goriigleri” ve
“Gérsel Sanatlar Ogretmen Adaylarimin Derse Iliskin Onerileri” bashklar1 altinda tablolar
halinde sunulmus ve arastirmaya katilanlarin goriislerinden dogrudan alintilar yapilarak
Ozetlenmistir.

Gorsel Sanatlar Ogretmen Adaylarimin Derse Dair Beklentilerine Iliskin Goriisleri
Arastirmada gergeklestirilen odak grup goriismesinde gorsel sanatlar 6gretmen adaylarina
oncelikle Miize Egitimi ve Uygulamalar1 dersini almadan 6nce bu derse dair nasil bir
beklentileri oldugu sorulmus ve buna iliskin goriisleri Tablo 1°de gosterilmistir.

Tablo 1

Gorsel sanatlar 6gretmen adaylarinin derse dair beklentilerine iliskin gériigleri

Sadece miize gezisine dayali daha az kapsamli bir ders deneyimi yagsama
Sadece teorik anlatima dayali daha az kapsamli bir ders deneyimi yasama
Miizeleri ¢ok fazla taniyamadan daha az kapsamli bir ders deneyimi yagama

Egitim ortamu olarak miizeden yararlanmay1 6 grenme

Tablo 1’de goriildiigii tizere gorsel sanatlar 6gretmen adaylar1 bu dersin daha az kapsamli ve
daha ¢ok miize gezisine ya da teorik anlatima dayali olacagma dair beklentileri oldugunu

belirten goriisler bildirmislerdir. Konuya dair K2 goriisiinii su sézlerle agiklamistir:

“Miizeye gidip, orada arastirmamizi yapip ona gére rapor tutacagiz gibi diistinmiistiim. Béyle bir
sey yerine daha kapsamli bir ¢alisma yaptik.” K3 ise; “Daha ¢ok slayt iizerinden gidilecegini
tahmin etmigtim. Hani ders anlatilacak biz dinleyecegiz gibi diistinmiistiim. Ama bekledigim gibi
¢tkmadi. Daha kapsaml bir sey oldu. Daha iyi, egitici oldugunu diigiiniiyorum. Bence gayet de

eglenceliydi”

Ayrica ders kapsaminda miizeleri ¢ok fazla tanimayacaklarini diisiindiiklerini ifade eden

gorsel sanatlar 6gretmen adaylart da olmustur. Bununla birlikte, bir egitim ortami olarak
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miizeden yararlanmay1 derste 6grenecegine dair beklentisi oldugunu dile getiren bir 6gretmen
aday1 da olmustur.

Gorsel Sanatlar Ogretmen Adaylarimin Dersin Amacina Iliskin Goriisleri

Gorsel sanatlar 6gretmen adaylarina Miize Egitimi ve Uygulamalar1 dersinin amacina iliskin
ne diisiindiikleri sorulmus ve dersin amacina iliskin goriisleri Tablo 2’de gosterilmistir.

Tablo 2

Gorsel sanatlar ogretmen adaylarinin dersin amacina iliskin goriisleri

Egitim ortamu olarak miizelerin olanaklarini degerlendirme
Miizeleri arastirma ve tanima

Miizelerde 6grenciler igin etkinlik diizenleyebilme
Ogrencilere miize sevgisi kazandirabilme

Miize egitimi ile ilgili materyal hazirlayabilme

Miize gezisi planlayabilme

Miize bilincini gelistirme

Miizede yasayarak 6grenmeyi gerceklestirebilme

Miize egitiminde dgretmenin roliinii ve 6nemini kavrama

Tablo 2’de goriildiigii iizere gorsel sanatlar 6gretmen adaylar1 bu soruya hem 6gretmen aday1
olarak hem de Ogrenci olarak yanit vermistir. Bu anlamda dersin; egitim ortami olarak
miizelerin olanaklarin1 degerlendirme, miizeleri arastirma ve tanima, miizelerde O6grenciler
icin etkinlik diizenleyebilme, 6grencilere miize sevgisi kazandirabilme, miize egitimi ile ilgili
materyal hazirlayabilme, miize gezisi planlayabilme, miize bilincini gelistirme, miizede
yasayarak Ogrenmeyi gerceklestirebilme, miize egitiminde Ogretmenin roliinii ve Onemini
kavrama gibi amaglari oldugunu ifade etmislerdir. Konuya iliskin olarak K5 so6zlerini su
sekilde ifade etmistir: “Dersin amaci bence ¢ocuklara yasatarak 6gretmek. Yani zaten biz de
bunu islemistik. Amag¢ oraya gidip orada olaylart yasayarak, gorerek, meraklanarak

ogrenmeyi saglamak. Amacimiz buydu”.
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Gorsel Sanatlar Ogretmen Adaylarinin Miize Rehberi Calismasina Iliskin Gériigleri
Aragtirmada gorsel sanatlar 6gretmen adaylarina ders kapsaminda yaptiklart miize rehberi
calismasiyla ilgili ne diisiindiikleri ve deneyimleri sorulmus ve goriisleri Tablo 3’te
sunulmustur.

Tablo 3

Gorsel sanatlar 6gretmen adaylarinin miize rehberi ¢alismasina iliskin gériisleri

Hem eglendirici hem 6gretici olma

Miizede gergeklestirilecek Ggretici etkinlikleri kesfetmeyi saglama
Miize egitiminde kalic1 6grenmeyi saglama

Miizeleri daha ¢ok sevmeye yonlendirici olma

Zor ve yorucu olma

Miize egitiminde 6l¢gme degerlendirmeye yardimei olma

Hedef yas grubuna uygun etkinlik yaprag: hazirlamay1 6 grenme
Hazirlama siirecinde miizeyi daha iyi 6grenme

Elestirel diisiinmeye yonelik icerik hazirlama

Miize gezerken miize rehberinin 6nemini anlama

Zor olmayan cesitlendirilebilir bir ¢alisma

Gorsel sanatlar Ogretmen adaylari ders kapsaminda yaptiklart miize rehberinin; hem
eglendirici hem ogretici, miizeleri daha ¢ok sevmeye yonlendirici oldugunu ifade ederken
siklikla miize rehberi yapmanin zor ve yorucu oldugunu da vurgulamislardir. Ayrica miize
rehberi hazirlamanin miizede gergeklestirilecek dgretici etkinlikleri kesfetmeyi saglama, hedef
yas grubuna uygun etkinlik yapragi hazirlamay1 6grenme ve miizeyi daha iyi 6grenme gibi
yararlar1 oldugunu da dile getirmislerdir. Konuya iliskin olarak K2 goriislerini su sekilde ifade
etmistir:

“Etkinlik yapraklarim olustururken, hangi yas grubuna hangi sinifa gére diizenlemem gerektigini

ogrendim. Ona gore etkinlik yapraklart hazirltyordum. Sorulart da ona gore hazirlamaya ¢alistim.

Bazi yerlerde zorlandim. Ciinkii Word 'de yaptim bunlarin hepsini. Yaparken de ¢ok sey ogrendim.

Bir tane yetmedi etkinlik, iki tane, ii¢ tane, dort tane, bes, alti etkinlik hazirladik biiyiik ihtimalle.

Altist da ¢ok farkli ve ¢ok kapsamli bir sekilde olusturuldu. Hem 6grenci sorguluyor, hem ¢izim
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yapwyor. Oyle istedik ¢iinkii. Hem bir oyun cercevesinde bulmaca hazirladik. Sorularla test
uyguladik. Ondan sonra, hadi bakalim bu resmi bul diyerek resmi tamamlama da hazirladik.
Giizel seyler yaptik. Daha c¢ok ogrendik. Nasil etkinlik hazirlayabilecegimizi kavradik. Nasil
sorgulayacak? Nasil elestirel bir bakis agisina sahip olacak? Onlar icin de ézellikle diisiindiim.

Zordu miize rehberi hazirlamak ama degdi.”

Gorlismede miize rehberinin miize egitiminde kalict O0grenmeyi saglama ve Olgme
degerlendirmeye yardimci olma gibi Ozellikleri oldugu da belirtilmistir. Gorsel sanatlar
Ogretmen adaylarindan biri miize rehberi hazirlarken miize gezisinde miize rehberinin
Onemini anladigini ifade etmistir. Bagka bir gorsel sanatlar 6gretmen aday1 ise cogunun aksine
miize rehberi hazirlamanin zor olmadigini hatta ¢esitlendirilebilir bir ¢alisma oldugunu dile
getirmistir.

Gorsel Sanatlar Ogretmen Adaylarimin Sanatsal Calismaya Tliskin Goriisleri

Aragtirmada gorsel sanatlar Ogretmen adaylarina ders kapsaminda ziyaret ettikleri
miizelerdeki eserlerden/nesnelerden yola ¢ikarak yaptiklart sanatsal calismalarla ilgili ne
diistindiikleri sorulmus ve goriisleri Tablo 4’te sunulmustur.

Tablo 4

Gorsel sanatlar 6gretmen adaylarimin sanatsal ¢alismaya iliskin gériigleri

Dersi daha keyifli hale getirme

Farkl disiplinlerle iliski kurmay1 saglama

Miizedeki eserlerle/nesnelerle kendi arasinda iliski kurma
Kendini ifade etmeyi gelistirme

Serbest caligsma ile ¢ok yonlii ve rahat iiretme

Ogrenciyi giidiilemeyi saglama

Yaraticiliga katki saglama

Ogretmen adayna deneyim kazandirma

Miize egitiminde kalic1 6grenmeyi saglama

Gerekli olmama

Gorsel sanatlar 6gretmen adaylart ders kapsaminda yaptiklari sanatsal ¢alismalarin dersi daha

keyifli hale getirdigini, kendini ifade etmeyi gelistirdigini ve miizedeki eserlerle/nesnelerle
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kendileri arasinda iliski kurmay1 sagladigini dile getirmislerdir. Herkesin teknik konusunda
serbest calismasinin ¢ok yonlii ve rahat iiretmeyi sagladigimi da ifade etmislerdir. Bununla
birlikte miizede sanatsal ¢alisma yaptirmanin Ogrenciyi giidiileyecegi, yaraticiligina katki

saglayacagl da vurgulanmistir. Konuya iligkin olarak K2 nin goriisleri su sekildedir:
“Ogrenciyi giidiilemek icin giizel bir sey. Sergi agilabilir, sonunda giizel bir is ¢ikar biiyiik
ihtimalle. Ciinkii ogrenciler serbest sanatsal ¢alismada; isteyen heykel yapabiliyor, isteyen resim
yapabilir, isteyen yazinsal bir sey de ¢ikarabilir ¢ok yonlii oldugu icin. Ogrenciyi daha ¢ok
gelistirecek bir sey aslinda. Bir seyler ortaya ¢ikaracak, yaraticiligini ortaya koyabilecek bir sey”.

Miize egitiminde kalic1 6grenmeyi saglama anlaminda da sanatsal ¢alismanin gerekli oldugu
ifade edilirken, derste sanatsal caligmaya yer verilmesinin farkli disiplinlerle iliski kurmayi
sagladigr da ayrica dile getirilmistir. Buna karsin bir 6gretmen aday1 bu ders kapsaminda
sanatsal calismanin gerekli olmadigini ifade etmistir. Baska bir 6gretmen aday1 ise bu ders
kapsaminda miizede sanatsal ¢alisma yapmanin ileride boyle bir uygulamay1 6grencilerine
yaptiracak olan Ogretmen adayma deneyim kazandirmasi agisindan gerekli oldugunu
belirtmistir.

Gorsel Sanatlar Ogretmen Adaylarimin Miize Posteri (Afis) Calismasina Iliskin Goriisleri
Arastirmada gorsel sanatlar 6gretmen adaylarina ders kapsaminda yaptiklari miize posteri
caligmasiyla ilgili ne diisiindiikleri sorulmus ve goriisleri Tablo 5’te sunulmustur.

Tablo 5

Gorsel sanatlar ogretmen adaylarinin miize posteri ¢alismasina iliskin goriisleri

Gezi dncesi 0grencilere miizeye dair 6n bilgi ve ilgi saglama

Hazirlama siirecinde miize hakkinda daha fazla bilgi sahibi olmayi saglama
Miizeye dair 6nemli ayrintilart ve begenilen kisimlart igerme

Miizeyi ana hatlari ile tanitabilme becerisi kazanma

Grafiksel anlatim becerisi kazanma

Gezi dncesi elestiri ortanu yaratmaya yardimer materyal olma
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Gorsel sanatlar 6gretmen adaylari miize posterinin, gezi dncesi miizeye dair 6n bilgi ve ilgi
saglama ve geziye iliskin elestiri ortami yaratma anlaminda yardimeci bir egitim materyali
oldugunu ifade etmislerdir. Konuya iliskin K3 goriislerini su sozlerle ifade etmistir. “Kisa
ozet seklinde, ogrencileri bilgilendirmek amacl, olmasi gereken bir sey. Ogrencinin miizeye
gitmeden kiigiik bir bilgi sahibi olmasi gerekiyor zaten ‘Ne yapacagiz orada? Nereye
gidiyoruz? Orada neler var?’ gibi seyleri sorguluyorlar ¢iinkii. O poster sayesinde 6grenmis
oluyorlar diye diistiniiyorum.”

Goriismede, ders kapsaminda miize posteri hazirlamanin, miize hakkinda daha fazla bilgi
sahibi olmay1 sagladigini, kendilerine miizeyi ana hatlar1 ile tanitabilme beceresi
kazandirdigin1 da ifade etmislerdir. Bununla birlikte miize posterinin miizeye dair 6énemli
ayrintilart ve begenilen kisimlart igerdigi de goriismede belirtilmistir. Ayrica poster
hazirlarken grafik programlar1 kullanmasi gerektigi i¢in bu programa hakim olmayan bir
Ogretmen adayi poster ¢alismasi ile grafiksel anlatim becerisi kazandigini da dile getirmistir.
Gorsel Sanatlar égretmen Adaylarimin  Derste Yasanan Sorunlara ve Karsilasilan
Zorluklara Iliskin Goriisleri

Aragtirmada gorsel sanatlar Ogretmen adaylarina derste yasadiklari sorunlar ya da
karsilastiklar1 zorluklar sorulmus ve buna iligkin goriisleri Tablo 6’da sunulmustur.

Tablo 6

Gorsel sanatlar ogretmen adaylarmmin derste yasanan sorunlara ve karsilasilan zorluklara

iligkin goriisleri

Miizeye ve miizedeki eserlere/nesnelere iligkin yeterli bilgi edinememe
Miizedeki yetkililerin yeterli ilgi gdstermemesi

Miize rehberi/miize egitimcisinin olmamasi

Grup caligmasinda is boliimiiniin saglikli olmamasi

Miizedeki sergilemelerdeki aksakliklar

Miize ve miize egitimine dair 6n yargilarin olmasi

Miizelere ulasim problemi

Miize tcretleri
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Gorsel sanatlar 6gretmen adaylarinin ¢cogu ders kapsaminda yapacaklart projeler icin ele
aldiklart miizeler ve miizelerdeki eserlere/nesnelere iliskin yeterli bilgi edinememe ve
miizelerdeki yetkililerin yeterli ilgi gostermemesi konusunda miize kaynakli problemler
yasadiklarini dile getirmislerdir. Konuya iliskin olarak 6gretmen adaylarindan K6, aragtirma
icin gittikleri miizede yasadiklarindan yola ¢ikarak goriislerini su sekilde dile getirmistir:
“Bizim karsimiza séyle bir sorun ¢ikti; miizede bir arkeolog vardi. Onunla konustuk fakat biz
miizeye girdigimiz andan itibaren zaten ‘cok zamamim yok’ diye bir yamit aldik. Hani bir bilgi

verici bir sey yoktu. Eserlerin altinda uzun uzun bilgileri yazmiyor. Genel doneme ait kisa bir bilgi

yaziyor...Geri kalanim biz arastirmak zorunda kaldik...onunla birlikte miizeyi gezemedik”.

Ayrica miizelerde miize rehberinin/miize egitimcisinin olmamasi ya da sergilemelerdeki
aksakliklar gibi miize kaynakli diger sorunlar da gdriismede belirtilmistir. Siklikla vurgulanan
diger bir sorun ise grup c¢alismasinda is boliimiiniin saglikli olmadigi ve bu anlamda grup
icinde problemler yasandigidir. Bununla birlikte miizeye ulasim problemi ve miize iicretleri
de karsilagilan diger zorluklar olarak dile getirilmistir. Goriismede bir 6gretmen aday1 miize
ve miize egitimine iliskin 6n yargilarin olmasini problem olarak gordiigiinii ifade etmistir.
Gorsel Sanatlar Ogretmen Adaylarimin Dersin Siiresine Iliskin Goriigleri

Arastirmada gorsel sanatlar 6gretmen adaylarina programda haftada 4 saat olarak yer alan
Miize Egitimi ve Uygulamalar1 dersinin siiresine iliskin goriisleri sorulmus ve verdikleri
yanitlar Tablo 7°de sunulmustur.

Tablo 7

Gorsel sanatlar 6gretmen adaylarinin dersin siiresine iliskin goriisleri

Stiresi yeterli
Siiresi artirilmal
Siiresi 1 saat daha artirilmali

Siiresi 6 saate ¢ikartilmal
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Tablo 7’de goriildiigii iizere gorsel sanatlar 6gretmen adaylari dersin siiresini gogunlukla
yeterli goriirken bazi adaylar siirenin artirilmasi gerektigini ifade etmistir. Buna gore bir
ogretmen adayi slirenin 1 saat daha artirilarak 5 saat olmasi gerektigini sOylerken bagka bir
Ogretmen adayi ise slirenin 6 saat olmasi gerektigini ifade etmistir. K 6 ise konuya iligkin
gorlislini su sozlerle dile getirmistir:
“Siire yeterli de gelebiliyordu bazen. Bazen de ¢ok sikistigimiz anlarda siirenin az geldigi
oluyordu. Ciinkii okul disinda pek bir sey yapamiyoruz. Ozellikle bizim bircok kez grupca

toplanmamiz gerekti. Ashinda siiresi biraz daha fazla olsaydi belki toplanmamiza bile gerek

kalmayacakti. Her seyi okulda halledebilecektik”

Gorsel Sanatlar Ogretmen Adaylarinin Dersin Programdaki Yerine Iliskin Goriisleri
Gorsel sanatlar 6gretmen adaylarina su an programda 4. simif 1. yariyillda yer alan Miize
Egitimi ve Uygulamalar1 dersinin programdaki yerine iliskin ne diisiindiikleri sorulmus ve
konuya iliskin goriisleri Tablo 8’de sunulmustur.

Tablo 8

Gorsel sanatlar 6gretmen adaylarinin dersin programdaki yerine iliskin goriisleri

Yogunluktan dolay1 son sinif olmamali
2. veya 3. siif olmali
3. siuf 2. yarty1l olmali

Hazir bulunusluk agisindan 4. sinif olmali

Konuya iliskin olarak 6gretmen adaylarinin ¢ogu, son smifta KPSS, ALES, YDS gibi
sinavlara hazirlandiklarini ve bu yogunluktan dolayr boyle bir kapsamli dersin son sinifta
olmamas1 gerektigini belirtmislerdir. Bunun {izerine Ogretmen adaylarina hangi
sinifta/yariyilda yer almasi gerektigi soruldugunda ise bazi 6gretmen adaylar1 2. veya 3. sinif
olmali derken, baz1 6gretmen adaylar1 ise dersin sanat elestirisi, sanat tarihi gibi dersleri almis
olmay1 gerektirdiginden dolayr 3. smif 2. yariyilda olmasi gerektigini ifade etmislerdir.

Konuya iliskin olarak K5 ise goriislerini su sozlerle dile getirmistir: “Ddérdiincii sinif dersi
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olmamali. (Bu sinifta) yogunlugumuz var, ayni zamanda KPSS veya kafamizin yogun oldugu
baska konular var, miizeyi daha saghkli ve isteyerek arastiramiyoruz. Bu dersten
alabilecegimiz en yiiksek keyif ve verimi alamiyoruz.” Buna karsin baz1 6gretmen adaylari ise
hazir bulunusluk agisindan bu dersin mutlaka son sinifta olmasi gerektigini belirtmiglerdir.
Gorsel Sanatlar Ogretmen Adaylarimin Derste Edinilen Teorik Bilgilere Iliskin Goriigleri
Aragtirmada gorsel sanatlar 6gretmen adaylarina derste edindikleri teorik bilgilere iliskin ne
diisiindiikleri sorulmus ve goriisleri Tablo 9°da sunulmustur.

Tablo 9

Gorsel sanatlar 6gretmen adaylarinin derste edinilen teorik bilgilere iliskin goriisleri

Onerilen kaynaklardaki teorik bilgiler yeterli diizeydeydi
Uygulamalar i¢in gerekli bilgiyi saglad

Yasayarak 6grenme teorik bilgilere gore daha iyi 6grenme sagladi
Ogretmenlik deneyimi acisindan katki saglad

Miizeye dair farkindalig1 artirmay: sagladi

Ogretmen adaylari ¢ogunlukla derste &nerilen kaynaklardaki teorik bilgileri yeterli
bulduklarin1 ve ders kapsaminda yapilan uygulamalar i¢in gerekli bilgiyi edindiklerini ifade
etmislerdir. Ogretmen adaylarindan K4 konuya iliskin goriislerini su sekilde ifade etmistir:

’

“Bir kitap vardi mesela “Miize Egitimi ve Uygulamalar:” adi altinda...mesela makaleler

vardi. Cok ciddi anlamda yeterli oldu.”
Bunun birlikte gortismede bu teorik bilgilerin 6gretmenlik deneyimi agisindan katki sagladigi,
ayrica miizeye dair farkindaligi artirdigi da dile getirilmistir. Buna karsin yasayarak

O0grenmenin teorik bilgilere gore daha iyi 6grenme sagladig1 vurgulanarak, uygulamalar1 daha

ogretici bulduklarini da belirtmislerdir.
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Gorsel Sanatlar Ogretmen Adaylarimin Dersin Sagladigi Katkilara Tliskin Goriigleri
Aragtirmada gorsel sanatlar Ogretmen adaylarina almis olduklart Miize Egitimi ve
Uygulamalar1 dersinin kendilerine saglamis oldugu katkilara iliskin ne diisiindiikleri sorulmus
ve gorlisleri Tablo 10°da sunulmustur.

Tablo 10

Gorsel sanatlar 6gretmen adaylarinin dersin sagladigi katkilara iligkin goriisleri

Miizede gergeklestirilecek etkinlikleri planlayabilme becerisi kazanma
Miize gezisi i¢in materyal hazirlama becerisi kazanma

Miize gezisi planlama becerisi kazanma

Miizeleri daha iyi tanima

Miize sevgisi kazanma

Sanat egitimcisi olma adina farkindalik kazandirma

Miizede egitim siirecini birebir deneyimleme olanag saglama
Disiplinlerarasi ¢aligma olanagi saglama

Miizelere elestirel bakis (miize bilinci) gelistirme

Kiiltiirel miras1 koruma bilinci gelistirme

Miize egitimine iligkin sorunlart dngdrebilme ve ¢dzebilme becerisi kazanma

Grupla caligabilme becerisi kazanma

Tablo 10°da goriildiigii gibi katilimecilar hem 6gretmen adayr hem de bir birey olarak bu
dersin katkilarin1 degerlendirmislerdir. Oncelikle bir 6gretmen aday1 olarak Miize Egitimi ve
Uygulamalar1 dersinin, miize gezisi ve miizede gergeklestirilecek etkinlikleri planlayabilme
becerisi, miize gezisi i¢in materyal hazirlama becerisi ve miize egitimine iligkin sorunlar
Oongorebilme ve ¢ozebilme becerisi kazandirma baglaminda katkilar1 oldugunu ifade
etmiglerdir. Konuya iliskin olarak Ogretme adaylarindan K4 goriislerini su sekilde dile
getirmistir: “Egitimci olarak ciddi anlamda bir miizeyi gezdirdigim zaman ogrencilerimi nasil
gezdirecegimi, nasil on hazirlik yapacagimi, nasil etkinlikler hazirlayacagimi, ne yapmam
gerektigini, nasil sorunlarla karsilasacagimi, bunlarla nasil miicadele edecegimi, her seyi

ciddi anlamda 6grenmis oldum.”
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Bununla birlikte katilimcilar bir birey olarak bu dersin; miizeleri daha iyi tanima, miize
sevgisi kazanma, miizelere elestirel bakis (miize bilinci) gelistirme ve kiiltiirel miras1 koruma
bilinci gelistirme baglaminda katkilar1 oldugunu da belirtmislerdir. Konuya iliskin olarak K3

goriislerini su sozlerle ifade etmistir:
“Acik soylemek gerekirse ben miizeye gitmekten zevk alan bir insan degildim. Yani niye gidiyorum
ki, hani zaten ogrendigim bir sey yok. Bazi heykeller var, bazi fotograflar, arag geregler
goriiyorum. Ama nereden gelmis? Niye gelmis? Neden gelmis? Kim getirmis? Hani buna dair bilgi
edinemiyordum sonu¢ olarak. Bu yiizden bana gereksiz geliyordu miizeye gitmek. Ama simdi bu
dersten sonra miizeye gidip neler yapilabilecegini, nasil bilgi edinilebilecegini, bir sekilde o sanat
eserlerinin nasil olustugunu, nereden geldigini ogrendikce miizeden, miizeye gitmekten zevk aldim.
Hani hosuma gitti bir seyleri 6grenmek, bir seylerin tarihini arastirmak. Bu sekilde bana katkisi
oldugunu diisiiniiyorum. Bana miizeyi sevdirdigini diigiiniiyorum. Ogretmen olarak da soyle; ben
miizeyi bu sekilde bu dersle sevdiysem benim 6grencilerim de benim dersi bu sekilde yansitmamla

miizeleri sevebilir diye diistiniiyorum.”

Bu dersin katkilarina iliskin olarak katilimcilar, sanat egitimcisi olma adma farkindalik
kazandirma, miizede egitim siirecini birebir deneyimleme olanagi saglama ve disiplinlerarasi
calisma olanag1 saglama anlaminda da bu dersin katkilar1 oldugunu belirtmislerdir. Ayrica bir
ogretmen aday1 grup calismasinda yasadiklart sorunlara karsin bunlar1 bir sekilde halledip
projeyi tamamlamay1 basardiklarimm ve bu baglamda dersin grupla calisma becerisi
kazandirma anlaminda da katkis1 oldugunu dile getirmistir.

Gorsel Sanatlar Ogretmen Adaylarinin Derse Iliskin Onerileri

Aragtirmada Ogretmen adaylarina Miize Egitimi ve Uygulamalar1 dersinin daha etkin ve

verimli ger¢ceklesmesine iliskin 6nerileri sorulmus ve goriisleri Tablo 11°de sunulmustur.
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Tablo 11

Gorsel sanatlar 6gretmen adaylarinin derse iliskin onerileri

Grup caligmasi yerine bireysel ¢aligsmalar yapilmasi

Sinif diizeninin sinifi¢i tartisma ve grup ¢alismasina uygun sekilde iyilestirilmesi
Dersin sinifta degil atolye ortaminda yapilmasi

Grup caligmalarinda gorev dagiliminin dersin hocasi tarafindan yapilmasi
Miizelerdeki sorunlarin miize yetkililerine/ilgili kurumlara bildirilmesi

Miize gezilerine daha fazla zaman ayrilmasi

Miize-tiniversite igbirliginin saglanmasi

Egitim fakiiltelerinin diger boliimlerinde de bu dersin programda yer almasi

Ozellikle Siif Ogretmenligi Béliimiinde bu dersin programda yer almast

Ogretmen adaylar1 yasadiklar1 problemlerden yola ¢ikarak éncelikle bu derste grup calismasi
yerine bireysel calismalar yapilmasim1i ya da eger grup calismasi yapilacaksa gorev
dagiliminin dersin hocasi tarafindan yapilmasini onermislerdir. Ayrica dersin, ardi ardina
siralanmis siralardan olusan bir sinifta islenmesinin uygun olmadigini, sinif diizeninin sinifi¢i
tartisma ve grup calismasina uygun sekilde iyilestirilmesi gerektigini ifade etmislerdir. Bazi
Ogretmen adaylar1 dersin sinifta degil atdlye ortaminda yapilmasini dnermislerdir.

Bu soruya iligkin olarak K1 su sozleriyle bu goriise katilmadigini ifade etmistir:

“Ben miizede daha ¢ok vakit gegirilmesi gerektigini diisiiniiyorum. Yani bir¢ok ¢alismanin oraya
tasinmast gerektigini diisiiniiyorum. Sanatsal uygulamalar orada yapuabilir” seklinde goriis
bildirirken, buna karsin K 6: “Sanatsal uygulamalar orada yapilamaz. Ben graviir yaptim, baski

yaptim. Bu miizede yapilamazdi yani. O ¢ok imkdnsiz bir sey.”

Gorsel sanatlar 6gretmen adaylar1 derse iliskin Oneri olarak miize gezilerine daha fazla zaman
ayrilmasini da dile getirmislerdir. Ayrica yine miizedeki yasadiklar1 sorunlardan yola ¢ikarak
ders kapsamindaki ¢alismalar igin miize-iiniversite isbirliginin saglanmasin1 ve miizelerdeki
sorunlarin miize yetkililerine/ilgili kurumlara bildirilmesini 6nermislerdir.

Ogretmen adaylarindan bazilar1 bu dersin sadece gorsel sanatlar dgretmenlerine degil diger

dallardaki ogretmenlere de katki saglayacagini belirterek, egitim fakiiltelerinin diger
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boliimlerinde de bu dersin programda yer almasini énermislerdir. Ogretmen adaylarindan biri
ozellikle Sinif Ogretmenligi Boliimii’nde bu dersin programda yer almasini nermistir.

Sonug¢ ve Tartisma
Miize Egitimi ve Uygulamalar1 dersi kapsaminda gorsel sanatlar 6gretmen adaylari miize
gezisi planlama ve miize gezisi Oncesi ve sonrasi siiregte neler yapilmasi gerektigi hakkinda
bilgi sahibi olmus, uygulamali olarak da sorumlu olduklar1 miizelere iliskin miize rehberi ve
miize posteri hazirlamiglardir. Ayrica miizelerdeki eserlerden/nesnelerden yola ¢ikarak farkli
tekniklerde sanatsal ¢aligsmalar da gergeklestirmiglerdir.
Gorsel sanatlar Ogretmen adaylarinin  Miize Egitimi ve Uygulamalart dersinde
gerceklestirdikleri miize rehberi ve miize posterine iliskin goriisleri genel olarak
degerlendirildiginde miize rehberi ve miize posterini etkili bir miize egitimi icin gerekli
gordiikleri ve miize rehberi ve posteri hazirlamay1 da 6gretmenlik deneyimi agisindan anlamli
bulduklar1 anlagilmaktadir. Yavuzoglu ve Atasoy’a (1999) goére de miizeleri ¢ocuklarin
anlamli deneyimler kazandiklari, yaparak-yasayarak ogrendikleri bir ortam haline getirmek
icin miize ziyareti igerisinde etkinlikler diizenlenmeli, caligma kagitlar1 yardimiyla
yonlendirilen ¢ocuklarin eserleri bulup tanimasi, verilen bilgi ve sorulan sorular araciligiyla
belirli bir donanima ulasmalar1 saglanmalidir. Miize gezisini etkin kilmak igin gezi Oncesi
miize ve eserleri hakkinda 6n bilgi aktarimi1 yapmak da bir o kadar énemli goriilmektedir.
Selanik Ay ve Kurtdede Fidan’in (2014) arastirmasinda da 6gretmen adaylarindan bazilar1 ilgi
cekici afislerle O0grencilerin ve halkin miizelere olan ilgisini arttirmayir Onermistir. Bu
arastirmada da benzer gerekgelerle gorsel sanatlar 6gretmen adaylarinin miize rehberi ve
miize posterinin islevini ve 6nemini anladiklar1 ve gerekli gordiikleri saptanmustir.
Gorsel sanatlar Ogretmen adaylarmmin  Miize Egitimi ve Uygulamalart dersinde
gergeklestirdikleri sanatsal calismalara iligkin goriisleri degerlendirildiginde ise boyle bir

uygulamanin dersi daha keyifli hale getirmekle birlikte farkli disiplinlerle ve miizedeki
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eserlerle/nesnelerle 6gretmen adaylar1 arasinda iliski kurmayi saglama ve Kkendini ifade
etmeyi gelistirme anlaminda Ogretmen adaylarmma katki sagladigi sonucuna ulasilmustir.
Calismanin giris kisminda 6rnek verilen sanatsal caligmalarda goriildiigii gibi bu ders sadece
mesleki beceriler anlaminda degil sosyal anlamlar {iretme anlaminda sosyal boyutta, kendini
ifade etme anlaminda duygusal boyutta, yaratict diisiinme anlaminda sanatsal boyutta da
Ogretmen adaylarina katkilar saglamistir. Karadeniz (2014) de benzer goriiste oldugunu su
sozlerle ifade etmektedir: “Miize ya da galerilerdeki uygulamalar ve atdlye g¢aligsmalari,
katilimcilarin miizede anlam yaratmalarin1 saglamakta ya da onlara kendi ¢aligmalarin siirece
dogrudan katilarak tiretme firsat1 sunmakta, boylece miize izleyicisinin miizeye olan baglilik
duygusunu gelistirmektedir” (Karadeniz,2014,5.177).

Gorsel sanatlar 6gretmen adaylarinin dersin amacina iligskin goriisleri degerlendirildiginde ise
bu dersin amacini daha ¢ok 6gretmenlik meslegi agisindan ele alarak miizeden egitim ortami
olarak yararlanabilmeyi 6grenmeyi dersin baslica amaci olarak gordiikleri bununla birlikte
miizeleri tanimak ve miize bilinci gelistirmeyi de amaglar arasinda gordiikleri saptanmustir.
Buna karsin 6gretmen adaylarmin ders oncesi bu derse iliskin beklentilerinin bu amaglardan
daha simirli bir kapsamda oldugu gorilmiistir. Bu anlamda dersin igerigini 6nceden
ogretmenlik meslegi ile pek iliskilendirmedikleri, ders sonrasinda ise bu dersi 6gretmenlik
deneyimi acisindan anlamli bulduklar1 anlagilmaktadir.

Gorsel sanatlar 6gretmen adaylarinin dersin siiresine iliskin goriisleri degerlendirildiginde ise
¢ogu Ogretmen aday siireyi yeterli bulurken, bazi 6gretmen adaylari ise siirenin artirilmasini
onermislerdir. Karadeniz (2014) de egitim fakiiltelerinde okutulan se¢meli miize egitimi
derslerini saat bakimindan yeterli bulmadigini, derslerin uygulama asamalarinda miizelere
geziler diizenlendigini ancak miize gezisi ve uygulama i¢in ders saatlerinin yetersiz kaldigini

dile getirmistir.
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Aragtirmada gorsel sanatlar 6gretmen adaylarinin ¢ogu dersin programdaki yerinin 4. sinif
oncesi olmasi gerektigini ifade etmislerdir. Son siniftaki 6gretmen adaylarinin KPSS hazirlik
stirecinde olduklar1 bunun yam sira ALES, YDS gibi smavlara ¢ogunlukla bu donemde
hazirlandiklar1 ve dersin kapsami da g6z Oniinde bulunduruldugunda dersin programdaki
yerinin tekrar diisliniilmesi gerektigi sonucuna ulagilmaktadir.

Gorsel sanatlar 6gretmen adaylarinin ders kapsaminda karsilastiklar1 zorluklar ve sorunlara
iliskin goriisleri degerlendirildiginde ise 6gretmen adaylarinin grup ¢alismasinda yasadiklar
kisisel problemlerin yani sira miizelerden kaynaklanan, miizede bilgiye ulasma zorlugu ve
miize yetkililerinin ilgisizligi gibi problemler 6ne ¢ikmaktadir. Akman vd. (2015) tarafindan
yapilan arastirmada da benzer sorunlar dile getirilmistir. Arastirmaya katilan okul Oncesi
ogretmenleri miize egitiminde karsilastiklar1 sorunlar olarak; miize ¢alisanlarinin ilgisizligi ve
bilgilendirme yapmada isteksiz oluslari, miize ile ilgili bilgi verecek gorevlinin olmamasi,
miizelere ulagim problemi gibi benzer problemleri dile getirmislerdir. Gokmen (2004)
tarafindan yapilan ankette de ilkogretim 6gretmenleri miizelerde egitim agisindan gordiikleri
en biiyiik eksikligi bilgilendirmenin olmamasi (%58) olarak belirtmislerdir. Benzer sekilde,
Selanik Ay ve Kurtdede Fidan’in (2014) arastirmasinda da 6gretmen adaylari, 6grencilerin
seviyesine uygun bigimde bilgi veren miize yetkililerinin olmadigin dile getirmislerdir. Cetin
(2002) de aynmi soruna isaret ederck bireysel ¢abalar disinda miizelerde miize pedagojisi
alaninda uzman eleman olmadigini, egitimde de miizelerden yararlanmaya iliskin sistematik
aktivitelerden s6z etmenin ¢ok giic oldugunu dile getirmistir. Bu nedenle de iilkemizin
kiltirel kaynaklarinin egitim amaglarma uygun olarak kullanilmadigini bunun da cagdas
egitim sistemimizin en énemli sorunlarindan biri oldugunu vurgulamstir.

Gorsel sanatlar 6gretmen adaylart ile yapilan goriismede miizelerdeki diizensiz sergilemenin
motivasyon agisindan olumsuzluguna da ayrica dikkat gekilmistir. Benzer sekilde sergi

diizenlemesinin Onemini vurgulayan Atagok’e (1999) gore gorsel algilamada ferahlik,
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sergilemedeki diizen izleyicinin daha uzun siireli dikkatini saglamada 6nemli bir unsurdur. Bu
anlamda miize ortaminin insanin rahatlikla gezebilecegi iklim kosullarina ve 1s18a sahip
olmasi birincil derecede onem kazanmaktadir. Yavuzoglu-Atasoy’a (1999) gore de miize
ziyaretgilerinin dolasim siireleri ve konforlar1 onlarin algilama bi¢imi ve diizeyini dogrudan
etkilemektedir ve bunun sonucu olarak da sergi/sergileme egitsel agidan yararli ya da yararsiz
olabilmektedir. Miizedeki sergilemenin miizede egitim agisindan 6nemini Adigiizel (2006) ise
su sozlerle ifade etmistir: “Miizelerin egitsel acidan degerlendirilmesi siirecinde ilk olarak
nesnelerin algilandig1 sergi diizeninde, saglikli ve amaca kolay ulasma agisindan, sikici
olmayan bir sunumun goz ard1 edilmemesi gerekir” (Adigiizel, 2006, s.34).

Gorsel sanatlar 6gretmen adaylarinin derste edindikleri teorik bilgilere iliskin goriisleri
degerlendirildiginde ise derste edindikleri teorik bilgileri yeterli gordiikleri ama kalici
O0grenme adina uygulamalari daha ¢ok benimsedikleri anlasilmaktadir. Bu sonug¢ ders
kapsaminda yapilan miize rehberi, miize posteri ve sanatsal calismalarin Onemini ve
gerekliligini bir kez daha 6ne c¢ikarmakta, dersi sadece teorik bilgiler esliginde yiirlitmenin
kalict 6grenme adina olumlu olmayacagini gostermektedir.

Gorsel sanatlar 6gretmen adaylarinin dersin katkilarina iliskin goriisleri degerlendirildiginde
ise miizede egitim gergeklestirme becerisi, miizeleri daha iyi tanima, kiiltiirel miras1 koruma
ve miize bilinci kazanma gibi pek ¢ok katkinin yani sira miize sevgisi baglaminda da dersin
katk1 sagladig1r goriilmektedir. Bu anlamda dersin katkilar1 meslek becerisi gelistirme ile
sinirli kalmamustir. Buyurgan ve Mercin’e (2010) gore de “zaten bu dersin en 6nemli
amaglarindan biri de gelecegin sanat egitimcilerine miizeleri sevdirmek ve olabildigince
etkileyici miize ziyaretleri ile onlara miizelere gitme aliskanligi kazandirmaktir” (Buyurgan ve
Mercin, 2010,142).

Aragtirmada gorsel sanatlar 6gretmen adaylari, dersin daha etkili ve verimli gerceklestirilmesi

icin ders mekaninin derse uygun olarak iyilestirilmesi, derste grup ¢alismasi yerine bireysel
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calisma yapilmasi ve miize gezilerine daha fazla zaman ayrilmasi gibi Oneriler getirmekle
birlikte karsilastiklar1 en biiylik problemlerden biri olan miize yetkililerinin ilgisizligi ve
miizede bilgiye ulasma sorunun kalkmasi anlaminda isbirligi yapilmasin1 da onermislerdir.
Miizelerle igbirligi yapilmasini genel olarak miize egitimi agisindan degerlendiren Zilcioglu
(2008) da miizelerde yapilan etkinliklerde miize egitimi uzmanlarinin yer almasinin
saglanmasini ayrica miizelerle okullar ve {iniversitelerin yakin isbirligi iginde olmasinin ve
bunu saglayacak yasal diizenlemelerin yapilmasini 6nermektedir.
Yapilan goriigmede gorsel sanatlar 6gretmen adaylari ayrica bu dersin sadece Resim-Is
Ogretmenligi Programinda degil egitim fakiiltelerinin diger boliimlerinde de yer almasi
gerektigini ifade etmislerdir. Selanik Ay ve Kurtdede Fidan’in (2014) calismasinda da
ogretmen adaylarindan bazilar1 egitim fakiiltelerinde ders programlarina miize egitimi dersi
konulmasim &nermistir. Ozsoy ve Mercin (2003) de ilkdgretim okullarindaki resim-is
derslerinin altinct sinifa kadar sinif 6gretmenleri tarafindan yiiriitiildiigiinti ve bundan dolay1
Miize Egitimi ve Uygulamalar1 dersinin simf o6gretmenligi boliimlerinde de yer almasi
gerektigini ifade etmistir.
Oneriler

Aragtirma sonucunda Miize Egitimi ve Uygulamalar1 dersi ve bu dersin daha etkili ve verimli
gergeklestirilmesine iligkin su Oneriler getirilebilir:

e Dersin gerceklestirildigi sinifin tartisma ve uygulamalara uygun olarak diizenlenmesi

ya da dersin uygun atdlyelerde gergeklestirilmesi
e Dersin programdaki yerinin yeniden gézden gegirilmesi
e Miizede gergeklestirilecek uygulamalar Oncesi miize yetkilileriyle koordinasyon
saglanmasi (yapilacak caligsmalara iliskin detayli bilgi verilmesi, bu calismalar i¢in

miizeden beklenen yardimlar: da belirten resmi yazigsmalarin gerceklestirilmesi)
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Ogretmen adaylarinin miizelere iliskin elestirel bakisini gelistirmek ve miize
yetkililerine ve ilgililere sunmak adina ders kapsaminda miizelerdeki sorunlara iliskin
ayr1 bir rapor (miize degerlendirme ¢alismasi) hazirlatilmasi

Derste gerceklestirilecek projeler icin gruplar olusturulmadan Once Ogretmen
adaylarinin igbirligi becerilerini kullanmalar1 baglaminda motive edilmesi, isbirligi
saglanamayacagi diisiiniilityorsa grup ¢aligsmasi yerine bireysel ¢alismalar yaptirilmast
Ders kapsaminda miize egitiminde 6nemli bir ders materyali olan miize rehberi ve
miize posteri (afis) calismalarina mutlaka yer verilmesi

Ders kapsaminda miizelerdeki eserlerden/nesnelerden yola ¢ikarak Ogretmen
adaylarinin serbest Ozgilin sanatsal ¢calismalar yapmasi ve bu yolla yaraticiliklarinin,
kendini ifade etme, sorgulama becerilerinin gelismesine ve mesleki anlamda ilerde
yaptiracagi bir uygulamayi birebir deneyimlemesine imkan taninmasi

Bu dersin egitim fakiiltelerinin diger boliimlerinin programlarinda da yer almasi.
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Extended Abstract
The museums gain more and more importance in visual arts education as multifaceted
learning and living spaces. It is aimed to visual arts teacher candidates acquire knowledge and
skills relating to benefit effectively and efficiently from museums for educational purposes
with the 'Museum Education and Practices' course which is 4 hours a week in Undergraduate
Programs of Arts and Crafts Education. In this study, it is aimed to introduce suggestions
concerning more effective and efficient implementation of this course by taking into
consideration the experiences and opinions of the students attending the Museum Education
and Practices course in the Department of Fine Arts Education of Anadolu University in
2015-2016 academic year. Qualitative research approach was adopted in the research process
and focus group interview was made with 6 teacher candidates. In the focus group interview,
the teacher candidates had been asked about their expectations about this course, their
opinions about the purpose of the course, their thoughts about the practices they made in the
course and their theoretical knowledge about the course, their opinions about the duration of
the course and its’ place in the program. In addition, their opinions had been taken about the
contributions that the course had provided to them, the topics they had been challenged in the
course, the problems they had been experienced. Finally, they had been asked to make
proposals for more effective and efficient implementation of this course. The data obtained at
this focus group interview were analyzed through descriptive analysis. When the opinions of
visual arts teacher candidates about the museum education and practices course are evaluated
in general; it is concluded that they find museum guide and poster work necessary for the
museum tour and preparatory process, artistic works contribute to permanent learning and
creativity. In addition, it was understood that taking advantage of the museum as an education
environment is seen as the main goal of the course by the participants, on the other hand,

before the course they had been lower expectations from the course such as only recognizing
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the museums. Visual arts teacher candidates stated that while the duration of the course is
mostly adequate, the place of the course in the program should be before the 4th grade. The
problems that they faced during the course are the difficulty of accessing information in the
museum and the lack of interest of the museum officials. However, it is understood that the
theoretical knowledge they have obtained is adequate, but they have adopted practices more
on behalf of permanent learning. As a contribution of the lesson, the skill of realizing the
education in the museum, the museum consciousness and winning the love of the museum
come to the forefront. In the context of the opinions of the visual arts teacher candidates, to
perform Museum Education and Practices course more effective and efficient the suggestions
can be introduced such as the course shall take place in 6th semester, the course shall be in
workshop-like environments or museums instead of classrooms, in the scope of the course
there must be museum guide, poster and artistic practice studies, it shall be given more
attention to individual works rather than group works, it shall be allocated more time to the
practices in the museum in regard to the theoretical narration, it shall be coordinated with
museum officials before the implementations to be held in the museum and museum officials
shall be informed about the problems previously encountered, a separate report about the
problems in the museums shall be prepared to visual arts teacher candidates in order to

enhance their critical viewes to the museums and submit to the museum officials.
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Abstract

The content and administration procedures of proficiency tests, the difficulties faced and the
perception of “proficiency” in schools of foreign languages in Turkish context are issues worth
focusing on. One of the comprehensive studies on this topic was conducted by Aydn, Akay, Polat
and Geridonmez (2016) in which they conducted a series of interviews with the administrators of
12 schools of foreign languages in Turkey as a part of a Scientific Research Project of Anadolu
University. One of the striking findings of this study was the willingness and enthusiasm of
administrators for computer assisted language proficiency tests. They stated that this practice may
bring certain advantages regarding work load and quality. Therefore, two international test
providers which design and administer such tests were visited within the scope of this research
project to gather information about the technical and procedural information regarding the
following issues: the reasons of the transition from paper-based tests to computer-based ones; the
decisions taken prior to transition and preliminary works; the advantages and difficulties of
computer based tests; and automatic scoring practices. This paper aims to report the results of
these interviews by suggesting a possible path to develop our nationwide computer based

proficiency test. development of the student.

Keywords: Language testing, Language proficiency, Paper based and computer based testing,

Proficiency exam
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Introduction

It is a clearly established fact that testing is an inevitable component of language teaching
process. Not surprisingly, it is also the mostly discussed phenomenon in Turkish higher
education system (Altmigdort, 2010; Aydm, 2000; and Bayraktaroglu, 2010). The variety of
practices considering the foreign language proficiency are the main sources of the concerns.
Language proficiency tests prepared by the institutions, lack of agreed content and the
administration framework, and disparities of the concept of “proficiency” bring about several
variations and drawbacks in practical and theoretical terms. Therefore, focusing on
proficiency tests is an issue worth studying because of the above mentioned problems and

concerns.

One of the recent studies on this topic was carried out by Aydm, Akay, Polat and Geridonmez
(2016) in which they conducted a series of interviews with the administrators of 12 schools of
foreign languages in Turkey as a part of a scientific research project of Anadolu University.
The aim of this study was twofold. It aimed to explore the practices used or offered by the
universities to prepare reliable and valid language proficiency tests, and to discuss the
feasibility of these practices in their contexts. The study also aimed to gather opinions from
these state universities in Turkey about the use of computer assisted assessment techniques in
the assessment of language proficiency, as well as to identify the existing practices, if there
are any. The universities involved in that study were chosen among those listed in Turkey
Special Listing mentioned in University Ranking by Academic Performance — Turkey -
URAP-TR (URAP, 2013). The criterion for the choice of these state universities was the
highest number of students enrolled each year. The video recorded interviews were conducted
with the directors and the testing unit members—if they were available- of the participant
universities. Accordingly, a total of 12 directors and 26 testing unit members of School of

Foreign Languages in the following state universities participated in the study: Anadolu,
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Ankara, Bogazci, Cukurova, 9 Eylil, Erzurum Atatirk, Gaz, Hacettepe, Istanbul, Istanbul
Technical University, Middle East Technical University and Selguk. The data were collected
through focus group interviews conducted by using a semi-structured interview form prepared
by the researchers. These video recorded interviews were later transcribed and analyzed to

determine the themes mentioned.

The findings revealed a detailed picture of the current practices of universities regarding
language proficiency tests, the problems they encounter in the process of preparation,
administration, and evaluation and their attitudes towards computer assisted language

assessment. The most prominent findings of the study can be summarized as follows:

e The perceptions of the institutions about language proficiency differ to a great
extent; there is a lack of commonly agreed standards. While most of the
institutions state taking CEFR as the basis for their proficiency concept, the way
they perceive proficiency is highly affected by their context-specific conditions
and beliefs. Therefore, even if a student receives language education in another
institution, the language level they receive is not accepted by most of the schools
delivering similar education. Even nationally recognized YDS (Foreign
Language Test administered by OSYM- Measurement, Selection and Placement

Center) is believed to be inadequate in determining language proficiency.

e They all believe in the importance of involving all skills in a proficiency test;
namely reading, listening, writing and speaking. Yet, most of them cannot assess

speaking skill due to practical reasons.

e Most of the institutions stated not having sufficient human resources and
technical equipment for the preparation, administration and assessment

procedures of proficiency tests. These tests are mostly prepared and
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administered by the instructors assigned for this job or volunteers to do it. The
number of staff in testing units who received education in assessment and

evaluation is quite low.

e They also stated experiencing certain problems in administration of proficiency
tests. It is not possible to pilot the tests due to time limitations both for
administration and assessment procedures. Due to high number of students, tests
are in multiple-choice format and the statistical analysis of test results are not

done by experts in most institutions because of the reasons mentioned above.

e All the universities that took part in the study emphasized the necessity of
establishing certain standards in foreign language education. Also, all of them
except one stated that they support the idea of developing a nation-wide

proficiency test by using technology.

The data obtained from the leading universities of Turkey clearly reveals that there are
problems and remarkable differences among universities regarding the preparation,
administration and assessment of proficiency tests. Besides, it seems inevitable to benefit
from technology to catch up with developed countries in terms of test preparation and
assessment processes and to prepare a test that is close to internationally recognized language
tests in terms of validity, reliability and usability. One of the striking findings of this study is
the willingness and enthusiasm of the administrators for computer assisted proficiency tests.
They stated that such a practice will bring certain advantages in terms of work load and

quality of the tests.

The second step of the project was visiting two of the internationally recognized testing
organizations abroad - namely, Educational Testing Service (ETS) and Pearson. The aim of

this visit was to collect information on technical and procedural aspects of the administration
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of international computer based tests. The first visit was on August 24t 2015 to ETS in
Princeton, New Jersey and the second one was on 27t and 28t August 2015 to Pearson in
Menlo Park, California. The participants were the directors and experts responsible for
various stages of the preparation, application and various stages of the development,
operation, and validation of their tests. Due to the security and confidentiality policies of the
organizations, these interviews were not recorded or taped. The researchers took notes during

the interviews.

The aim of this paper is to report the findings from the interviews conducted with the
professionals in the testing organizations visited. The ultimate aim is to suggest a possible
path to develop our nationwide computer based proficiency test. The content analysis of the
results combining the applications of both institutions will be reported in the following
categories suggesting some implications for Turkish context: The reasons of the transition
from paper based tests to computer based ones; the decisions to be taken prior to transition
and preliminary works; the advantages and difficulties of computer based tests; and automatic

scoring practices.
Findings
The reasons of the Transition from Paper Based Tests to Computer Based Ones

Deciding to digitalize language testing is an important milestone for the institutions operating
in the field of testing and assessment and for educational organizations. Since the ultimate aim
of these visits is to collect information about the feasibility of computer assisted English
proficiency tests in Turkey, one of the most important issues to consider is the motives of
these institutions for the transition from paper based tests to computer based ones. A
considerable number of reasons stated during the meetings will be presented in detail in this

section.
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One of the main reasons of such a transition was the changes in the policies of the institution
regarding test contents and administration procedures. Due to the recent trends and
developments in educational assessment, both institutions visited in this study conducted
research and held meetings to discuss necessary changes in their policies to keep up with
these current trends and developments. Both institutions stated this as the most important
motive for such a transition. They believed that this was also a necessity to keep or increase

market share in the sector.

The second reason mentioned by these institutions was the potential of increased security in
test administrations. It is certain that test security is one of the most important issue that test
designers and administrators should take into consideration. Advanced computer technology
now provides high levels of security in terms of storing and transferring data; therefore, it is
possible to store test items in the form of a question bank and transferring the test data to and
from test centers in a more secure and faster way compared to paper based test practices
thanks to developed crypto technology. The institutions also stated that this practice reduced

paper work and shipping procedures to a great extent.

Thirdly, digitalized test design is assumed to enable test designers to include certain functions
and constructs in the content such as interaction and voice recording, which is not practical
and feasible in paper based test administrations. Many more functions can also be added as

technology develops.

Another motive mentioned regarding the transition to computer based testing was innovation.
Both institutions stated that integrating innovative trends and practices into test designs would
bring a new dimension to testing. They also mentioned that innovation brings a new vision
and motive for both test designers and test takers since individuals are enthusiastic about

trying new and modern practices.
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Similar to that motive, increasing positive public opinion towards the integration of
technology into life practices was another factor triggering digitalization in the field of
testing. Today, individuals strongly support the idea of computer use in every field since such
practices save time and reduce workload in many applications. Therefore, it is inevitable that
the use of computer in language testing will bring similar advantages to the field and
practices. In short, the institutions felt the need to meet such a demand from the public by

digitalizing their test designs.

Still another important reason stated was the wish to prepare and administer more efficient
tests in terms of time, workload and content. It is believed that computer-assisted testing
enables test designers and administrators to save time, reduce workload and to prepare more

interesting contents.

Finally, faster scoring was mentioned as a very important motive for transition to computer-
assisted testing. Since paper based tests requires the transfer of booklets and writing papers to
the center via shipping and later the assessment procedures by human raters take a long time,
these institutions searched for the ways to make assessment of writing and speaking parts of
the tests faster by benefitting from advanced technology. These attempts resulted in
“automated scoring”, which made it possible to make assessment of writing papers and
speaking interviews in split seconds. This was actually the most important practical outcome

of computer-assisted testing practices, as stated by the interviewees.

In summary, keeping up with recent trends, increasing security, having more flexibility in the
content of the tests, addressing public demand, preparing more efficient tests in a shorter time
with reduced workload, more interesting content and finally more efficient and faster scoring

were the main reasons for the transition from paper based tests to computerized tests.
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The Decisions To Be Taken Prior to Transition and Other Preliminary Works

It is clear that transition to digitalized language testing is an important step for institutions, so
it is essential to make certain decisions and do some preliminary analyses prior to transition.

The interviews in these institutions revealed some of these decisions and steps to be taken

regarding prior to such a transition.

One of these was whether to link the scores taken form computer-assisted testing applications
to traditional paper based test or design them as separate tests testing different constructs. This
decision certainly affects test design, its content and administration procedures. The second
decision to consider was whether continuous testing or timed-date testing would be a better
option for computer-assisted testing. Both have advantages and disadvantages depending on
administration procedures and facilities. In continuous testing, test takers have the chance to
take the tests whenever they wish to, and it is easier to solve problems in continuous testing
since it is an ongoing process and there is time to make necessary changes when problems
occur. However, it has also certain disadvantages such as high levels of item exposure, higher
security risks, the need for a large pool of items and cost. As for timed-date testing, there are
dates and times scheduled for the tests and test takers apply for each session and take the tests.
Moreover, it is easier to control item exposure and to carry out post equation. However; it is
necessary to have more tests seats, and scoring is slower compared to continuous testing.
Therefore; these conditions should be taken into consideration while planning to initiate a

transition to computer-assisted testing.

In addition, financial issues are one of the important factors to consider during transition to
computer-assisted testing. Since this type of testing depends on advanced technology to a

great extent, expenses are high for most applications. Automated scoring requires
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sophisticated and costly software and programming. As a result, a careful and detailed

financial plan must be made before digitalizing tests.

The next decision to make is whether the test will be adaptive or linear. In adaptive tests, the
software releases the test items according to the level of the test taker. It is obvious that this
application requires more advanced and expensive technology. As for linear testing, test items
are the same for each test taker and do not change according to test takers’ level. The factors
to be considered for this decision are the number of students, test items, technical

specifications and configuration of computers.

In addition, educational institutions should carry out a detailed analysis regarding their
facilities and abilities for such a transition to determine the advantages and disadvantages of
the transition. Besides, the institutions should make sure that they have the necessary
infrastructure and expertise to carry out equation of the tests since it is important to have
equal tests for each test takers. Finally, the procedures for the administration of the test should
be planned according to the diverse conditions of test centers. Such diversities may require

different procedures.

As a result, how the scores will be evaluated and reported to the test takers and the
institutions, when the test will be delivered, what kind of financial plan will be followed and
what facilities test centers should have are all important decisions to be taken before

transmitting to computer based tests.

Advantages of Computer-assisted Testing

The most important motive for these two institutions to plan a transition from paper based
tests to computer based ones is the advantages of digitalizing test design. One of these
advantages of computer-assisted testing is that it allows continuous testing and more flexible

time for scoring since test takers take the test in different sessions at flexible times. It is clear
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that this flexibility decreases the amount of the tests or papers to be graded at one time and the
workload on graders to a great extent. This situation also gives test takers flexibility to take
the test according to their own schedule. Secondly, it was mentioned that a question bank can
be created more effectively and detailed statistical analyses are done more easily and quickly
since test data are stored digitally and can be accessed anytime easily. Thirdly, tests take
shorter time if they have adaptive formats since test items are released according to the level
of test takers, and low level learners do not have to answer all the items in the test. In
addition, it is possible to prepare different forms of the test to reduce the risk of item exposure
and have higher security. The other advantages are related to assessment procedures.
Computer-assisted testing makes central assessment easier and more effective. Finally, it is
technically possible to apply automated scoring in computer-assisted testing. To summarize, a
flexible schedule in both taking and evaluating the tests, a less workload for graders, a more
effective test preparation and analysis, a less time period necessary to take the test and finally
easier and more effective assessment procedures can be listed as the most important

advantages of computer based tests.

Disadvantages of Computer-assisted Testing

Although  computer-assisted testing has considerable advantages, there are some
disadvantages that should be considered prior to the transition to computer-assisted testing.
One of these drawbacks is the necessity of a considerably large pool of test items in order to
have parallel forms of the test, especially when continuous assessment is preferred. At this
point another difficulty arises, which is the challenge of preparing parallel forms of the test.
This is very important for the reliability and validity of the test. Tests designers must be sure
that each test taker is exposed to parallel items in each test. This process requires detailed
analyses before and after the administration of the tests and hard work. It is recommended to

have experts to carry out this process.
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Another concern is the security of question bank and test administration process. Although
this is also a concern for paper-based tests, computer-stored test items and test data are
vulnerable to cyber-attacks. Therefore; it is recommended to install special software to ensure

security of the data, which also increases the cost to some extent.

Still another challenge was mentioned as potential technical problems such as power cut,
software and hardware problems and computer configuration and compatibility issues. Such
technical problems might cause serious problems during the administration of the test, so it is
essential to make sure that they will not occur anytime. Such problems might also affect the

reputation of the institution negatively.

In addition, it was stated that test cost might be a concern if the number of test takers is low.
Since it is a costly setup, a low number of participants could not adequately compensate for

the expenses that would need to be outlaid.

As for the increased validity and reliability, it is necessary to scientifically compare the scores
with those taken from traditional paper based tests. Such an analysis and equation is a good

indicator for the validity and reliability of the test.

Another problem may occur for those test takers who are not good at using computers and do
not feel comfortable while writing and speaking to a computer screen since this situation may
affect their real performance. However, it is predicted that technology-competent new
generation will solve this problem easily. Besides, there might be some pre-training sessions

to increase the familiarity of test takers for this new testing environment,

Finally, the cost and complexity of automated scoring might cause burden for both test
designers and institutions although it decreases the work load and grading time at the end. It is

the institutions’ decision to make whether it is worth doing automated scoring or not. It was
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also stated that, in the near future, due to advancing technology and the availability of experts

in the field, this concern might not be a problem for institutions and test designers anymore.

Automated Scoring

One of the striking innovations brought by computer-assisted testing is automated scoring.
With the advances in new technology and artificial intelligence, automated scoring is
becoming more popular and more reliable in testing environments. Although this practice is
still developing, it is predicted that it will be the most common way to assess writing and

speaking performance of test takers to make grading process far faster than human rating.

Conclusion and Implications

The results of the study by Aydm et.al (2016) and this study explicitly imply the possibility of
a transition from paper based test system to a computer based one. It is clear that due to the
problems experienced in assessing the proficiency level of language learners at the
preparatory programs in Turkey, a more efficient, practical and scientific solution is essential.
The solution could be establishing a computer based testing system from which all institutions
can benefit. In order to do this, there are some implications we need to get as the experts in

the field point out.

Computer based assessment has certain advantages which give us very good reasons for a
transition from paper based to computer based testing such as increased security, more
flexibility and efficiency in terms of content, delivery and scoring. However; jumping into a
system without taking necessary precautions and making necessary planning would bring
more problems rather than solving the existing ones. There are decisions to be made and
serious questions to be answered considering all the stages of such a transition process

starting from pre-planning to assessment:
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Pre-planning

e Do we really want to have a transition from paper based testing to computer based
one? Is it necessary for our context? What would be our reasons to do so? Will it bring

a solution?

e Do we have sufficient financial resources to realize such a transition?

e Do we have experts in the area?

e \What facilities and abilities do we have?

Planning

e What will be included in the tests? Who will review them? When?

e Who will prepare the questions?

e How will the questions be stored?

e How will the tests be delivered?

e When will the tests be delivered?

e How often will the tests be delivered?

e How will the reliability and validity be constructed?

e How will the tests be evaluated (human, machine or blended)?

e What kind of a program will be used in automated scoring? Who will prepare it?

e Who will be the raters? How will they be selected, trained and monitored?

e Who will give feedback to the test items? When and how?
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e What kind of rubric(s) will be used for assessment? Who will develop it or them? How

and when?

Delivering

e Who will be responsible for the delivery?

e How will the center be controlled?

e How will the arising problems be solved?

Assessment

e Who will evaluate the results?

e \When will the results be evaluated?

e How will the results be delivered?

All of the questions mentioned above should be answered before making the decision to
prepare computer based tests. However, the most important issue even before taking such a
decision is having national standards for English language teaching in Turkey. As mentioned
very frequently nowadays, the Turkish higher education system has problems in language
teaching. Although a great deal of time, energy and money is spent on this issue, the results of
the meetings and the studies all pinpoint the problems experienced in language teaching and
the unsatisfactory success gained in Turkey (YOK, 2015, Yabanci Diller Yiiksekokullar:
Yoneticileri Toplantisi, 2015, British Council, 2015, Aydm, et al, 2016). All the references
imply the necessity of having national standards as the first initial step of solving this

problem.

With this study and the previous one conducted in this research project, we are suggesting that

a team including professionals from English language teaching work together to come up with
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our own solution. The group needs to include practitioners working in the area as well as the
theoreticians. We strongly believe that by getting expert opinion and support from
internationally accredited institution, Turkey has the potential of finding out its own context

specific solution to address the needs of its own students.

We asked many questions in this paper and answering all of them is out of the scope of our
aims and also out of our limits and expertise. We hope at these questions and many others not

addressed in this study can act as preliminary step in finding answers to them.
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Temel Egitimden Ortadgretime Gegis sistemi olarak bilinen TEOG, Tiirkiye’de 8.smif
Ogrencilerinin bir iist basamak olan ortadgretime gecisi i¢in uygulanan ortak smavlardan olusan bir
sistemdir. TEOG kapsammda acilan Destekleme ve Yetistirme Kurslann ise &grencilerin, bu
smavda sorumlu oldugu derslerle ilgili kazanimlarm aktarilmast konusunda eksiklerinin
tamamlanmasmi hedeflemektedir. Bu aragtrmanin amaci, Milli Egitim Bakanligmna bagh
ortaokullarda yiiriitiilen Destekleme ve Yetistirme Kurslarinm, kurslarda gorev alan Sosyal
Bilgiler o6gretmenlerinin goriigleri dogrultusunda incelemektir. Bu ¢ahgmada nitel aragtirma
yontemlerinden olgubilim deseni benimsenmistir. Arastrmanm Kkatilimeilarini 2014-2015 egitim
o0gretim yilinda Eskigehir ili merkez ve ilgelerinden olgiit 6rneklem yontemi ile belirlenen 15
Sosyal Bilgiler 6gretmeni olusturmaktadir. Aragtrmanin verileri yart yapilandirilmis goriisme ile
toplanmig ve veriler igerik analizi yoluyla ¢oziimlenmigtir. Veri toplama araci ile ilgili uzman
goriisiinden yararlanilmig, gerekli diizenlemeler yapilarak aragtrmaya baslanmigtir. Aragtmrma
sonucunda Sosyal Bilgiler d6gretmenleri genel olarak kurslart yararh bulduklarm: ancak kurslarm
yeni baslamas1 ve dershanelerin devam etmesi nedeni ile kurslara 6grenci katilimmm az oldugunu;

velilerin ve 6grencilerin bu kurslar hakkinda yeterli bilgiye sahip olmadiklarmi1 vurgulamuslardir.

1 Research paper, Received: 25.11.2016 Accepted: 30.01.2017

2 Bu makale 28-29 Nisan 2016’da Denizli Pamukkale Universitesi’nde diizenlenen 5. Uluslararas1 Sosyal Bilgiler Egitimi
Sempozyumu’nda bildiri olarak sunulmustur.
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Ayrica, Ogretmenler kursa katiim saglayan Ogrencilerde olumlu, rahat bir iletisim ortamnmn
kurulmasindan dolay1 goéreceli olarak ders ve smav basarismmm arttigini ve 6grencinin sosyal

gelisimine katki sagladigini da belirtmis lerdir.

Anahtar Kelimeler: Destekleme ve Yetistirme Kursu, MEB, Sosyal Bilgiler, TEOG

Abstract

TEOG, also known as the System for Transition from Primary Education to Secondary Education,
is a system consisting of common exams applied to 8™ grade students in Turkey for transition to
the next stage, secondary education. The Supporting and Training Courses active within the
framework of TEOG target at completing any possible insufficient gains of students in terms of the
courses they are responsible for. The purpose of this research is examination of the Supporting and
Training Courses in secondary schools reporting to the Ministry of National Education within the
framework of the opinions of their Social Studies teachers. Phenomenology pattern, which is a
qualitative research method, has been adopted in this study. The participants are Social Studies
teachers determined with the method of criterion sampling from the center and districts of
Eskisehir province in 2014-2015 academic year. The data of the research has been collected with
semi-structured negotiations, and the data were analyzed via content analysis. Research has been
started by making necessary arrangements after benefiting from an expert opinion about data
collection tools. Social Studies teachers have underlined, as a result of the examination, that they
find courses usefulin general, however that participation of students is little because they have just
started and private teaching institutions are still active; and that parents and students are not
adequately informed about the courses. Furthermore, the teachers specified that course and
examination success showed a relative increase in attending students because of the positive and
comfortable communication environment, and that these courses also contribute to the social

development of the student.

Keywords: The Supporting and Training Courses, MoE, Social Studies, TEOG
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Giris

TEOG, Tirkiye Cumhuriyett Mili Egitim Bakanhgr'nn 2013-2014 egitim-68retim yilmdan
itbaren uygulamaya basladiZ “Temel Egitimden Ortadgretine Gegis” sistemidir. Bu sistem,
yurt ici ve yurt dismda bakanhfa bagh kurumlarda bulunan 8. smif Ogrencilerinin bir st
egitim kurumuna gecmesi i¢in  uygulanmaktadwr. Bu uygulamaya gore ortaokullarm 8.
smiflarmda Tirkge, Matematk, Fen ve Teknoloji [Fen Bilimleri], Din Kiiltirii ve Ahlak
Bilgisi, Tiirkiye Cumhuriyeti Inkilap Tarihi ve Atatiirkgiilik, Yabanct Dil dersleri igin
donemsel olarak yapilan smavlardan, iki yazhst olan derslerden birincisi, lic yazhst olan
derslerden ikincisi olmak {izere Olgme, Degerlendirme ve Smav Hizmetleri Genel
Miidiirligince [ODSGM] her donem Merkezi Ortak Smavlar [MOS] yapimaktadr. Bu
smavlarda o doneme iliskin Milli Egitim Bakanhg [MEB] tarafindan ilan edilen 6gretim
programlarnda sozii edilen derslere iliskin kazammlar esas almmaktadr. Bu smavlardan elde
edilen puanlar ile Ogrencilerin 6, 7 ve 8. smiflardaki yilsonu basar1 puanlarmm da
hesaplanmastyla bu iki veri birlestirilerek Ogrencinin, ortadgretim kurumlarma bagvurmasi
icin gerekli olan Yerlestrmeye Esas Puam [YEP] hesaplanmaktadr. Boylece ogrenciler elde
ettigi puanyla basari sralamasma girerek puanma uygun bir okula yerlestirimektedir (MEB,

2015).

Iyi bir YEP’ e sahip olmak isteyen Ogrencilerin MOS’ a yonelk olarak ¢alsmasi ve smav
konularma yonelik eksiklerini gidermesi gerekmektedir. Bu konuda MEB, ikogretim ve
ortadgretim kurumlarmda Ogrenim gormekte olan ya da ortadgretim kurumlarmdan mezun
pozisyonda bulunan Ogrencilerin  bilgi eksikliklerini gidermek, yeteneklerini  gelistirmek,
derslerde basarlarmi artrmak ve smavlara hazrlanmalarma destek olmak amaciyla Nisan
2004’te  “Milli Egitim Bakanhgn Ogrencileri Yetistrme ve Smavlara Hazrlama Kursu
Yonergesi” ni ¢ikarmustr. Ancak 6528 Saylh Kanun Hikmiinde Kararname ile egitim

sisteminde  birgok  diizenleme ile  birlkte ©6zel dershanelermin  doniistiminin ~ de
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gerceklestiriimis  olmast nedeniyle yonergeyi tekrar diizenlemisti. Bu yOnerge incelendiginde
MEB belirledigi esaslar cergevesinde 6zel kurumlara olan ihtiyac1 ortadan kaldrmak veya en
asgari dizeye indirmek, egitinde firsat esitsizligini ortadan kaldwmak adma kendine bagh
okullarda egitim goren ie mezun olan istekli Ogrencilere yonelik olarak  “Destekleme ve
Yetistrme Kurslart” agilmasi kararmn  almistr. Buna gdre Ogrencilerin ve velilerin  istegi
iizerme MEB’ i yaymladim haftalk ders cizelgesinde belirtilen derslerden kurs agmak icin
yeterli kursiyer sayisma ulasimasiy, o dersi yiiriiten Ogretmenin kurs vermek istemesi gibi
gerekli sartlar saglamasi karsii@nda {icretsiz kurslar acgilabilecektir (MEB, 2014). Sinaviara
yonelk ¢alsmak isteyen ve soOzii edilen derslere yonelik eksiklikleri olan Ogrenciler igin

bunun brr firsat olabilecegi diisiiniilebilir.

Destekleme ve Yetistrme Kurslarmm aciimas: ile birlkte TEOG sistemindeki MOS’ a
yonelik ortaokullarda Tiirkge, Matematik, Fen Bilimleri, Din Kiiltirii ve Ahlak Bilgisi,
Yabanci Dil, Tiirkiye Cumhuriyeti Inkildp Tarihi ve Atatiirkgiilik, Sosyal Bilgiler gibi dersler
onem kazanmistr. Ortaokul Ogrencilernin, ortadgretime gecisi siirecinde  gelecegini
etkileyecek derslerden biri de Sosyal Bilgilerdir. Sosyal Bilgiler, bireyin toplumsal
varolusunu  gergeklestirebilmesine  yardimci  olmasi  amaciyla; tarth, cografya, ekonomi,
sosyoloji, antropoloji, psikoloji, felsefe, siyaset ve hukuk gibi sosyal bilimleri ve vatandashk
konularmi yansttan; Ogrenme alanlarmn bir iinite ya da tema altmda birlesmesini igeren;
insann sosyal ve fiziki c¢evresiyle etkilesiminin gegmis bugin ve gelecek baglaminda
incelendigi; toplu Ogretim anlayismdan hareketle olusturulmus bir ikogretim dersidir (MEB,
2005). Sosyal Bilgiler, MEB ikogretim kurumlari haftalik ders ¢izelgesine gore ortaokul 5, 6
ve 7. smiflarda okutulan bir derstir. 8. smifta ise Sosyal Bilgiler dersi yerine Tiirkiye
Cumhuriyeti Inkilap Tarihi ve Atatiirkgiilik dersi yer almaktadwr. Tarih dersi, “Geg¢misteki
olaylar1 inceleyen ve kayt eden bir disiplindir” bigiminde tanmmlanmaktadr (Erdem, 1990, s.

36). Tirkiye Cumhuriyeti Inkdap Tarihi ve Atatiirkciilik dersi ise, tarih disiplini icerisinde
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Tirkiye Cumhuriyeti’ ne karst gérev ve sorumluluklarmi bilen ve bunlart davramg haline
getirmis yurttaglar olarak yetistrmek amaciyla tasarlanmus bir derstir (Talim ve Terbiye

Kurulu Bagkanhigi [TTKB], 2010).

Destekleme ve Yetistirme Kurslarmn glinimiizde egitim siirecnin  bir pargast oldugu
goriilmektedir. Kurs siirecinin etkililigi, Ogrencilerm mesleki gelisimi dogrudan etkileyecegi
distiniilebilir. Bu etkililigi saglamann kosulu egitimdeki “geri bildirim” unsurunun harekete
gecirilmesi ile gergeklesebilir (S6nmez, 2003). Sisteme geri bildirimin saglanmasi, Sistemdeki
problemlerin  onarlmasm saglamaktr (Baykul, 1999, akt: Atilgan, 2014, s.352). Bu
baglamda alanyazm c¢algmalart incelendiginde daha ¢ok TEOG sistemine yonelik yapilan
arastrmalar  gdzlenmektedir. Ozkan ve Ozdemir’ in (2014), yaptgn cahbsmada; TEOG
sistemine dair Ogretmenlerin bu sistem hakkmnda olumlu ve olumsuz goriislere sahip olduklari,
TEOG sisteminin  egitimde firsat esitsizlifi konusunda sakmca tasidig, telafi smavlarmmn
gerekli olusu, bireysellestiriimis egitim plan1  uygulanan Ogrencilere  yonelk —seviyelerine
uygun bir smav uygulanmamasit gibi bir takim arastrma verileri ortaya atilmustw. Ayrica
dogrudan Destekleme ve Yetistrme Kurslarma yonelk olarak son dénemde baz cahsmalarda
ortaya konulmustur. Unsal ve Korkmaz’m (2016) Destekleme ve Yetistirme Kurslarmmn
islevlerine yonelik cahsmalarmda, Ogretmenlerin kurslarda daha ¢ok anlatim ve soru cevap
tekniklerine yer verdigi, materyal olarak ta testlerin ve soru bankalarmin kullandigt
goriimektedir. Ayrica Ogretmenler, kurslardan aldiklari ek puanlart ve maddi getirilerini
olumlu olarak karsilamakta; Ogrenciler agismdan da ders ve smav basarilarm artrma,
smavlara hazrlama ve soru c¢ozme tekniklerini gelistirmesi agisndan katki sagladigmi
vurgulamaktadr. Bir diger cahsma ise Goksu ve Giilcii'nin (2016) ortaya koydugu
cabsmadr. Bu cahsmanin sonuglarma gore, Ogretmenler kurslarm ekonomik getirilerinin
olmasi, Ogrencilerin eksik Ogrenmelerini gidermeye yonelik tekrarlarm yapilmasmi saglamak,

Oogrenmeyi  pekistirmek amaclarnn  ile kursa geldiklerini  belirtmiglerdir. Kursa katiim
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saglayamayan Ogretmenlerin i yogunlugu ve aileyle vakit gecirmek istedikleri i¢in kurslara
katihm saglamadiklarmn dile getirmiglerdir. Arastrmaya gore kurslar, soru ¢dzmeye ve smava
odakh yiiriitilmektedir. Kurslardaki en Onemli sorun materyal eksikligidir. Kurslardan {icret
almmayist  kurslarm  O6nemsenmemesine neden olmustur. Kurslarda 6grencilerin - istedigi
ogretmenden ders alabilmelerinin ders basarisim olumlu yonde etkiledigi diisiiniimektedir.
Ayrica aragtrmada kurslarda devam sorunu yasanmakta ve bunun engelleyebilmek adma 6diil

sisteminin etkili kullanilmasinin gerekliligine vurgu yapimaktadir.

Sonug¢ olarak iilkemizde milyonlarca Ogrenci bir iist basamaga geciste TEOG sisteminden
etkilenmektedir. Bundan etkilenen Ogrencilern Destekleme ve Yetistrme Kurslarma katiim
sagladiklar1 gorilmektedir. Yakmn bir zamanda uygulanmaya baslamig olan bu sistemin ve
kurslarm bir takim eksikliklerin olmasi olasidr. Bu siirecin temel yapitaslarmdan biri olan
Sosyal Bilgiler/T.C. Inkfip Tarihi ve Atatiirkciilik dersi penceresinden bakilarak girdileri ve
siireci yakmndan takip etmek, bu sorunlara c¢oziimler {iiretebilmek; bu sistemin, hedeflerine
ulasabilmesi konusunda Yyapilacak diizenlemelere sk tutacaktr. Bu baglamda arastrmanmn bu

yonde katki saglayacagi umulmaktadir.
Arastirmamin  Amaci

Bu aragtrmann amaci, MEB’ e bagh ortaokullarda yiriitilen Destekleme ve Yetistirme
Kurslarmm TEOG baglamnda Sosyal Bilgiler o6gretmenlerinin - goriislerine dayal  olarak

incelenmesidir. Bu ama¢ dogrultusunda asagidaki sorulara yanit aranmustir:
Sosyal Bilgiler 6gretmenlerinin;

» Destekleme ve Yetistrme Kurslart hakkmdaki genel diistinceleri nelerdir?
> Sosyal Bilgiler/T.C. Inkilap Tarihi ve Atatiirkgiilik kursuna yonelik Ogrenci ve veli

tutumlar1 hakkmda goriisleri nelerdir?
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> Sosyal Bilgiler/T.C. Inkilap Tarihi ve Atatiirkgiiik kursunda 6grenme-6gretme
stirecine yonelik uygulamalari nelerdir?

Kurslarim donem i¢i derslerden farki olup olmadiginda dair diisiinceleri nelerdir?
Kurslarin hedeflerine ulasmasi konusundaki diisiinceleri nelerdir?

Kurs siirecinde karsilastig1 giicliikler nelerdir?

YV V V VY

Kurslarm daha verimli olabilmesi i¢in Onerileri nelerdir?

Yontem

Bu bolimde arastrmann desenine, katilimcilarm belirlenmesine, verilerin  toplanmas1  ve
analizine ayrica c¢ahsmann inandmicihigma yonelk bilgiler yer almaktadr. Yontemle ilgili

bilgilere Tablo 1’ de yer verilmistir.

Tablo 1

Yontemle ilgili yapilan ¢alismalar

VERILERIN
ARAS TIRMA KATILIMCILAR TOPLANMAS| VE INANDIRICILIK
ANALIZI
*Nitel arastirma +Ol¢giit 6rneklem *Yar1 yapil andiril mug «Uzman incelemesi
goriismeler
+Olgubilim *Eskigehir ilinde

TEOG' a yénelik «fcerik analizi
verilen Destekleme

ve Yetistirme *Nvivo veri analizi
Kurslarinda gorei programi

en az 3 y1l deneyime
sahip 15 Sosyal
Bilgiler 6gretmeni

Arastirma Modeli

Destekleme ve Yetistime Kurslarmm TEOG baglamnda Sosyal Bilgiler 6gretmenlerinin
goriislerme dayah incelenmesmni amaglayan bu c¢alismada nitel arastrma yaklasmm
benimsenmistir. Creswell (2009) nitel aragtrmalar bir olguyu anlamlandirabiimek, onu

yorumlayabilmek adma yapilan Oznel bir c¢ahsma olarak belirtmektedir. Bu nedenle
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arastrmaya nitel bakis acwisiyla yaklagimustr. Nitel arastrma yontemlerinden biri  de
fenomenoloji  yani olgubilimdir  (Patton, 2014). “Olgubilim, farkmda oldugumuz fakat
derinlemesine ve ayrmtih bir anlayisa sahip olamadigmiz olgulara odaklanmaktadir”
(Yldrm  ve Simsek, 2013, s.78). Olgubiim arastrmalarmda amag, kisilerin yasanmig
deneyimlerine yer vermektir (Creswell, 2015). Sosyal Bilgiler 6gretmenlerinin kurslarla ile
ilgli deneyimlerme yer vermek destekleme ve yetistirme kurslarmdaki siireci anlamaya

olanak tantyabilir. Bu nedenle arastrma olgubilim desenine gore tasarlanmistur.
Cahsma Grubunun Belirlenmesi

Bu arasgtrmann g¢aliyma grubunu Eskisehir ili merkez ve tasra ilgelerde agilan Destekleme ve
Yetistirme Kurslart merkezlerinde gérev yapan 15 Sosyal Bilgiler 6gretmeni olusturmaktadir.
Katimecilar amacgh Ornekleme ydntemlerinden olgiit Srneklemeye gdre belirlenmistir.  Olgiit
ornekleme yontemindeki temel anlayls Onceden belirlenmis bir dizi 6lgiitii karsilayan biitiin
durumlarm ¢absimasidr. Olgiit Srneklemede arastrmaci gelistirdigi lgiite gdre arastrmasim
yapabilir (Yidrm ve Simsek, 2013). Bu arastrmada cahsma grubunun belirlenmesindeki
olgiit, Destekleme ve Yetistirme Kurslarmda gorevli ve en az 3 yil mesleki deneyime sahip
olan Sosyal Bilgiler Ogretmenleridir. TEOG sistemine bagh yiiriitilen Destekleme ve
Yetistrme Kurslarm en son 2013’te uygulanan SBS sistemiyle karsilastriimasi amaciyla
calsma grubuna en az 3 yil mesleki deneyime sahip Ogretmenler dahil edilmist. TEOG
sisteminde Ogrencilerin bir iist basamaga gegislerinde etkisi olan derslere bakildignda Sosyal
Bilgiler ve T.C. Inkilap Tarihi ve Atatiirkgiilik dersleri 6n plana ¢ikmaktadr (MEB, 2015).
Bu dersleri vermekle sorumlu olan o6gretmenler de Sosyal Bilgiler 6gretmenleridir (TTKB,
2014). Olgiite uygun olarak secilen ogretmenlerin cinsiyet, yas, mesleki deneyim siiresi,

gorevli oldugu okulun sosyoekonomik diizeyi ile ilgili veriler Tablo 2’ de verilmistir.
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Tablo 2

Katilimcilarim ozellikleri

Cinsiyet Yas Mesleki deneyim Gorevli oldugu okulun Calistig1 yer
siiresi (MEB) sosyoekonomik diizeyi merkez/ilce
Ayten Ogretmen K 46 23 yil Ust Merkez
Buse Ogretmen K 45 23 yil Ust Merkez
Hilal Ogretmen K 45 23 yil Ust Merkez
Merve Ogretmen K 32 8 yil Alt fige
Yakup Ogretmen E 48 28 yil Ust Merkez
Veysel Ogretmen E 43 19 yil Orta Merkez
Kenan Ogretmen E 42 19 yil Orta Merkez
Ahmet Ogretmen E 41 17 yil Orta Merkez
Ismail Ogretmen E 36 15 yil Orta Merkez
Tugay Ogretmen E 43 19 yil Alt Merkez
Hiiseyin Ogretmen E 37 14 yil Alt Merkez
Asim Ogretmen E 35 13 yil Alt fige
Mahmut Ogretmen E 32 8 yil Alt Merkez
Yawz Ogretmen E 27 3yl Alt flge
Umut Ogretmen E 26 3 yil Alt flge

Bu tabloya gore arastrmaya katilan Ogretmenlerin 11° 1 erkek 4’ 1 kadmndr. 20-30 yas
arabgmda 2 Ogretmen, 31-40 yas arahgmda 5 Ogretmen, 41-50 yas arahginda 8 Ogretmen
aragtrmaya katlim saglamugtr. Bunun yannda 6gretmenlerin 4° 1 3-10 yil mesleki deneyime
sahipken, 7’ si 11-20 yi, 4° i 20 yi iizeri mesleki deneyime sahiptir. 4’ @ ilgede 11° i il
merkezinde cabsmaktadr. Ogretmenlerin gorevli oldugu kurs merkezleri incelendiginde 4° i
ist sosyoekonomik diizeye, 4’ 1 orta, 7° si alt sosyoekonomik diizeye sahip Ogrencilerin

devam ettigi okullarda gorev yapmaktadir.
Verilerin Toplanmas1 ve Analizi

Destekleme ve Yetistrme Kurslarmm TEOG baglaminda Sosyal Bilgiler 6gretmenlerinin
gorisglerine dayah olarak incelenmesini amaglayan bu c¢alismada veriler nitel arastrmalarm

dogasma uygun olarak hazrlanan yar1 yapilandmimis goriismeler ile toplanmustr. Nitel
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arastrmalarda en sk kullamlam goriismedir. Gorlismelerle insanlarm bir konuya ilisgkin
zihninden nelerin  gectigini, bakis acilarmi, deneyimlerini, duygularmn ve alglarmi ortaya
¢ikaran bir yontem oldugu soylenebilir (Bogdan ve Biklen 1992; Patton, 2014). Bu dogrultuda
gorlisme sorularma iligkin alan yazin bilgilerne ve uzman goriisine basvurulmustur. Sorular
iizerinde Onerilen diizeltme ve eklemelerin yapimasmin ardmndan taslak goriisme formu
olusturulmustur.  Pilot c¢ahsma kapsammnda iki sosyal bilgler Ogretmeni ile gbriisme
yaptmugtr.  Pilot goriigmedeki verilern  dokiimili yapimus anlaglamayan soru maddeleri
diizeltilerek  goriisme sorularma son bicimi verilmistir. Pilot gOriisme verileri arastrma
kapsami dismda tutulmustur. Gorlisme Oncesinde 6gretmenlere  yaslary, gorevli olduklar

okullarin sosyoekonomik diizeyi, mesleki deneymmleri iizerine sorular yoneltilmistir.

Goriisme sorularma son hali verildikten sonra Eskisehir 11 Milli Egitim Miidiirligii ve Valilik
Makammnca arastrma icin gerekli resmi izinler alnmustr. Daha sonra Destekleme ve
Yetistrme Kursu veren Sosyal Bilgller Ogretmenleri belirlenmis ve dgretmenlerden
aragtrmaya katm konusunda gdriisiimiistiir. Ogretmenlere arastrmanmn amaci ve kapsanu
lle ilgii bilgler verimis bilglendirme metni taraflairma okunmus goniilli olarak katihmlart
saglanmustir.  Gorlismelerin - ses  kayit cthaz ile  kaydedilecegi Ogretmenlere bildirimistir.
GOriisme ortammmn rahat bir ortam olmast i¢in arastrmact gerekli cabayr saglamustr.
Arastrmaci, derinlemesine bilgi edinmek i¢in ek bilgiler vermeleri ve Orneklendirmeleri
konusunda talepte bulunmustur. Goriismeler 2014-2015 egitim-6gretim yiinda haziran aymda

yapimustir.

Arastrma  verilerinin  ¢oziimlenmesinde icerkk analizi tekniginden yararlandmustr.  Icerik
analizinde, veriler i¢indeki sakh bilgller ortaya c¢ikarmaya cahsilir. Bulgular okuyucunun
anlayacagr sekilde yorumlanr. Veriler i¢indeki anlamh boliimler kodlanr. Bu kodlar
kategoriler  (temalar) aracihigiyla  smiflandmilarak  tlimevarmmsal —bakis  agisiyla  veriler
¢cozimlenir (Yidrm ve Simsek, 2013). Bu baglamda arastrmacilar dijital ses kayit cihaziyla
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topladigt verileri bilgisayar ortamma aktarmuig ve yazih forma dokmistir. Bu siiregte
katimcilara birer kod isim veriimis, dogrudan alntilara yer verilerek kaydedilmistir.
Aragtrmact elde ettigi verileri ik olarak kodlara ve temalara ayrmuis daha sonra genel

kategoriler olusturmustur.

Arastrmacilarm  veri analizi swrasmda birden fazla uzmanmn yer almasma {iggenleme
analistleri adi verilir (Patton, 2002, akt: Meriam, 2013). Glesne (2012) tarafindan analiz
cesitltmesi olarak da belirtimisti. Bu ¢ahsmada iandmicii@ arttrmak igin - liggenleme
analistleri uygulamasi yapimustr. Kod ve temalara ayrilan 15 veriden biri 1 alan uzmam ve 1
yontem uzmam tarafindan NVIVO veri analizi programm kullandarak  kodlanarak
incelenmistir. Arastrmacilar ile alan ve yontem uzmam kodlamalari karsilastrarak goriis
ayrihgi olan konular belirlenmistir.  Arastrmacilar ve uzmanlar goriis ayriigi  yasanan
konularda tartisarak incelenen goriisme metnindeki tiim kodlamalarda goriis  birligine

varilmistir.
Bulgular ve Yorum

Bu bolimde Ogretmenlerle yapilan goriismelere dayal olarak elde edilen bulgulara yer
veriimistir. Arastrma bulgular1 yapilan analizler sonucunda yedi baghk altnda toplannugtir.

Bu baslklara Sekil 1° de yer veriimektedir.
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Q

Kurslarin donem ici
derslerden farklarn

Odretmenlere gore
ogrenci ve veli
tutumlan

Q

Ogretmenlerin genel
dusinceleri

Ogrenme-ogretme
surecine yonelik
ogretmen

uygulamalan

Destelggme ve
yetistirme kurslar ile
ilgili Sosyal bilgiler
ogretmenlerinin
gorasleri

Q

Kurslarda
karsilasilan sorunlar

Q

Kurslarn
hedeflerine ulagma
dizeyi

Kurslarin
geligtirimesine
yonelik éneriler

Sekil 1. Destekleme ve Yetistirme Kurslari ile Ilgili Sosyal Bilgiler Ogretmenlerinin
Gortisleri

Ogretmenlerin Genel Diisiinceleri

TEOG Destekleme ve Yetistrme Kurslani hakkinda olumlu/yararh ve olumsuz/yetersiz

diisiincelere sahip Ogretmenler bulunmaktadir.

Olumlu/yararlh ~ diistnen  Ogretmenler;  firsat  esitligi  saglamasy, Ogrencilerin  akademik
katkilarma basar1 saglamasi, Ogretmenler Tlizerindeki olumsuz imaji  kaldrmasi, kazanim
eksikleri i¢in gerekli ortamu saglamasy ilgili Ogrencilere olumlu etkisi, Iyi niyetli bir caba

olmas1 nedeni ile kurslarin yararh oldugunu belirtmislerdir.

Veysel Ogretmen, kurslari yararh bulmakta; kurslarm firsat ve imkan esitligi sagladigm ve
Ogretmenler lizerindeki olumsuz imaji kwrdigm distinmektedir. Bu diisiincelerini su sekilde
ifade etmektedir: “Dershaneler, kirsal kesime ulasamazken bu kurslar ulasiwor. Ders ve sinav
basarisini arttirryor. Halkin goziinde okullardaki ogretmenlerin dershane dgretmenlerine

gore yetersiz algist vardi. Bence bunu kurslarla kwdik.” Buse Ogretmen ise, kazanm
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eksikliklerini giderici ortamu sagladiklarmn ve devamhlk saglayan Ogrencilerde akademik
basarty1 arttrdigm su sozleri ile vurgulamaktadw: “Ders basarilart gegen yillara gore artti.
Sonucta test cozdiiriiyoruz, tekrar yapiyoruz. Gerekli sumf diizenini saghyoruz. Ozellikle

devamhilik gosteren 6grencilerin sinav netleri haliyle artiyor.”

Baz Ogretmenler; alt yapir eksikligi olmasi, devamsizlk sorunu, 6grencilerde tam katimmn
saglanamamasi, 0zel kurslarm ¢ekiciliginin devam etmesi, kurslarm etkili planlanamamasi,
ilgili Ogrencilerin  kursu talep etmemesi yOninde kurslarm yetersizZolumsuz  oldugunu

belirtmislerdir.

Kurslart alt yap1 eksiklikleri agismdan yetersiz bulan Kenan Ogretmen her grencinin kurslara
katlm saglayamamasmm esitsizlige neden oldugunu  diisinmektedir. Diisiincelerini  “Iyi
niyetli bir ¢aba ancak alt yapi eksiklikleri var. Yeterince verimli degil. Biitiin ogrenciler
katilamadigi icin esitsizlik oldugunu diisiiniiyorum”’ seklinde belirtmistir. Tugay Ogretmen
ise, “Dershaneler oldugu i¢in kurslar cazip gelmedi.” seklinde gorisii ile 6zel kurslarm
cekiciliginin devam ettigini ifade etmektedir. Yakup Ogretmen ise, kurslarm etkili bir sekilde
planlamasmmn yapimadigm bu konuda devamsiziklarm yasandigmi su sozeri ile ifade

etmektedir:

Bakanlik olsun, idare olsun bu iste biraz ge¢ kaldilar. Ekim gibi kurslara kayit aliyorlar.
Eger bu kurslar verilecekse haziranda bu is yapilabilir. Kurslarin gecikmesive elimizde
dogru diizgiin programlarn olmayisi 6grenciyi veliyi dershaneye ¢ekti. Iyi 6grenciler
gitti. Kurslar a¢ilinca da diger 6grenciler geldi. Hedefi olmayan égrencilerdi bunlar.
Devamsizlikta yaptilar. Ozellikle bu nedenle bu sene ilk dénem kurslarin pekte yarar:
olmadigin diisiiniiyorum.

Genel olarak bakidignda Ogretmenlerin kurslara olumlu baktiklar, firsat ve imkan esitligini
saglamas1 agismdan kurslari  yararh bulduklar1 goriilmektedir. Ancak baz  6gretmenler
kurslara yonelik birtakim altyapr eksikliklerinin bulundugunu, dershanelerin devam etmesi ve
kurslarla ilgili planlama sorununun yasanmasmmn siireci olumsuz yonde etkiledigini firsat ve

imkan esitligini tam olarak saglayamadiklarini ifade etmislerdir.
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Ogretmenlere Gore Ogrenci ve Veli Tutumlar

Ogretmenlere gdére TEOG Destekleme ve Yetistrme Kurslari hakkmnda Ogrenci ve velilerin

olumlu ve olumsuz tutumlara sahip olduklar1 goriilmektedir.

Bazn 6gretmenler 6grencilerin kurslar hakknda olumlu tutumlart olarak smavlara hazirhk i¢in
iyi bir alternatif olarak gormektedir. Aym zamanda kurslarm basartyr artrdigi ve buna bagh
olarak kurslara olan ilgmin artmasm sagladigm da dile getirmistr. Bu konuda Kenan
Ogretmen, “Ogrenciler, kurslar simava hazirlanmak icin alternatif olarak gériiyorlar, olumlu
bakiworlar’ gorisindedir. Umut Ogretmen ise, kurslarm Ogrencilerde basarmm artmasm
sagladigmi ve bu durumun ilgilerini  artti@mi, olumlu bir tutumu ortaya ¢ikardigim
distinmektedir. Diisiincelerini su sekilde ifade etmektedir: “Bir grup ogrencim devamli kursa
katildi. Ders basariar: orta seviyedeki bu ogrenciler ki ozellikle soru sormaya g¢ekinen ve
bazi hedefleri olanlardi. Kursa geldik¢e ders basariar: ve smav basariart artti. Bu basari

hissi kurslara olan ilgiyi arttirdigini diigtiniiyorum. Kursun son giintinde bile okuldaydilar.”

Bazi  Ogretmenler ise  Ogrencilerin  kurslar  hakkinda  olumsuz  tutumlart  oldugunu
diisinmektedir. Arastrma bulgularma bakidignda olumsuz tutum olarak; T.C. Inkilap Tarihi
ve Atatiirk¢iilik dersinin ezbere yonelikk, soyut ve zor bir ders olarak algilanmasi, saysal
derslerin sozel derslere gore Oncelikli goriilmesi, smavi gegmek i¢cin cahsimasi gereken
zorunlu bir ders olarak alglanmasidr. Bu konuda Merve Ogretmen, yaptig smif ici
gozlemlerden hareketle Inkilap Tarihi dersini dgrencilerin “Zor bir ders, ezbere yonelik,
temelleri zayif, soyut bir ders” olarak gordiiklerini diisiinmektedir. Hiiseyin Ogretmen ise,
“Sayisal derslerde katilim ¢ok yogun, sozel derslere katilim az. Dersimizi onemsiz
goriiyorlar.” seklindeki goriisii ile sayisal derslerin sozel derslere gore kurslarda daha 6n
planda oldugunu diisinmektedir. Ogrencilerin zorunlu olarak kursa katidiklarm: bu nedenle

olumsuz tutuma sahip olduklarmi diisinen Ahmet Ogretmen ise, goriisiinii su sdzerle ifade
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etmektedir: “Ogrencilerin mantig1 su, smavda isimi gorsiin. Ezberleyeyim geceyim yeter
diistincesinde. Giinii kurtartyor. Bir Sosyal, Tarih igin demiyorum tiim derslerde de bence

’

boyle. Bu mantikta geldikleri icin TEOG biter bitmez kurslara olan katilim diistiyor.’

Ogretmenler, kurs girdilerinin baska bir Ogesi olan velilerin olumlu ve olumsuz tutumlara
sahip olduklarm belirtmislerdir. Arastrma bulgularma bakildignda velilerin kurslar hakkmnda
olumiu tutumlarmmn olusmasinda; aile ekonomisine olumlu katkida saglamasi, iyi bir
alternatif olmasi, firsat esitligi saglamasi etkilidi. Bu konuyla ilgili olarak Buse Ogretmen
“Okul aile birligi baskant hanimefendi kizina ders aldwdr bizim yetistirme kursundan. Cok
faydali gordii veli. Ne kadar giizel iicretsiz yapryorlar! Hem o6grencilere ozel ders gibi
materyal veriyorlar. Biz bundan ¢ok memnun kaldik” diye gorisini belirtmistir. Kenan
Ogretmen ise firsat ve imkan esitligine vurgu yaparak, “Bilingli ve ekonomik seviyesi diisiik
olan bir veli elbette ki ¢ocugunu kursa yolluyor. Ekonomik agidan iyi bir fursat iyi bir
alternatif olusturuyor. Ozel kursun saati 100 lira civarn bundan herkesin faydalanmasi

miimkiin degil. ” seklinde gorislerini ifade etmektedir.

Bazi ogretmenlere gore Velilerin kurslar hakkmndaki olumsuz tutumlari su sekildedir: Ailelerin
bilingsizligl, ailelerin egitime kars1 ilgisizli§i, ©zel kurslarm daha faydah goriilmesidir. Bu
konuda Umut Ogretmen ise; velilerin ilgisizligi ve bilingsizligine wurgu yaparak “Tarladaki
yetistirdigi otun, sebzenin ¢ocugundan daha kiymetli oldugunu diisiindiigiim velilerimiz var.
Kurslara ¢ocuklarimi  géndermiyorlar” goriisinde bulunmugtur. Diger bir agidan Hilal
Ogretmen, o6zel kurslarm veliler tarafindan daha faydah bulundugunu bu nedenle kurslara
olan tutumun olumsuz oldugunu distinmektedir. Diislincelerini su sekilde ifade etmektedir:
“Veliler ozel kursa gidip iicret ddeyince daha faydal oldugunu diisiiniiyor. Hal bu ki ayni
konuyu isliyoruz. Ama veli imkant varsa destekleme kursuna degil ozel kursa gonderme

cabasinda.”
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Ogretmenlere gdre bilingli ve hedefleri olan velilerin ve &grencilerin  kurslara  katilm
sagladiklarmi, kurslara onem verdiklerini ancak bilingsiz ve isteksiz olanlarm kurslara katiim
saglamadiklarmi ifade etmislerdir. Velilerin ve &grencilerin sayisal derslere, sozel derslere
gore daha fazla Onem verdiklerini, smavlarm bitmesinden sonra kurslara katlmmn azaldigm

goriimek tedir.
Ogrenme-Ogretme Siirecine Yonelik Ogretmen Uygulamalan

Ogretmenlerin kurs siirecinde dgrenme-ogretme siirecine  yonelk uygulamalar1 incelendiginde

farkli ve benzer uygulamalara sahip olduklar1 goriimektedir.

Ogretmenler kurs siirecinde diiz anlatm, soru cevap, drama, proje tabanh &grenme, istasyon
tekmgi, egitsel oyunlar gibi yontem ve teknikleri uygulanuslardw. Harita, kavram haritasi,
akilh defter, ders notlar, kazamm testleri ¢ahigma kagitlar, yardimeir kaynaklar, pano,
tablolar, grafikler, semalar, deneme smavlary, yerkiire, videolar, filmler, gazeteler, web
siteleri, sunular gibi kaynaklardan yararlannuglardir. Not tutturma, test ¢ozme, test ¢ozim
stratejisi kazandirma, bilgi yarigmalari gibi diger uygulamalara da yer vermislerdir. Ayten
Ogretmen, “Haritamiz vardi konuya gore degisik. Kiiremiz vards. Yine akilli tahta da video,
film gibi gorsel olarak, isitsel olarak bir takum kaynaklart kullanmaya ¢alistik ¢ocuklara.
Onun disinda ¢ocuklara test sorulart hazirladik. Soru-cevap, sozlii anlatim sinifta iste bilgi
yarismast seklinde o sekilde bir ¢alisma yaptik.” diyerek yaptigi uygulamalari belirtmistir.
Ismail Ogretmen ise proje tabanh oOgrenmeye yer verdigini beliterek su ifadelerde
bulunmaktadir: “Ben kursta daha ¢ok proje tabanl egitim uyguluyorum. Ashnda her diizey
ogrenci proje tabanl egitimle tiim eksigini giderebilir. Bunu uyguluyorum kursta %90 basari
elde ettigimi diigiiniiyorum. Ayrica akilli tahtayr kullandim. MEB vitaminden yararlandim.
Soru cevap teknigini ¢ok uyguladim diyebilirim.” Yine Ogrenme ve O0gretme siirecine yonelik

olarak Asm Ogretmen; test ¢oziimii, soru cevap yontemi gibi konularda diger 6gretmenlerle
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benzer bir Ogrenme Ogretme siireci uygularken drama/canlandrma @ yOntemine de
cahsmalarma yer vermisti. Bu konuda “Test agwihikl gittik. Diiz anlatimla soru iizerinden
konulart isledim. Harita kullandim. Bilgisayarimi getirdim. Drama/canlandwrma yaptik. Soru

ve cevapla kurslarimizi yiiriittiik. ” bigiminde gorislerini ifade etmistir.

Ogretmenlerin kurs siirecinde farkh materyallerden ve ydntemlerden yararlanmalarma karsm
daha ¢ok diiz anlatm ve soru cevapla ders islediklerini ve test ¢coziimiine agwhk vererek smav

odakh bir anlayls gosterdikleri goriilmektedir.
Kurslarmmn Dénem I¢i Derslerden Farklan

Ogretmenler, TEOG Destekleme ve Yetistrme kurslarmda uygulanan derslerin dénem ici

derslerden farkh oldugunu belirtmektedir.

Ogretmenler kurslarm ddénem igin derslerden farki olarak aktif dgrenmeye tesvik edici olmas,
esnek ders saatleri, daha samimi, sicak, rahat iletisim kurulabilecek ortam, Smf dis1
etkinlikler, daha fazla uygulamaya doniik etkinlikler, bilingli istekli 6grencilerin olmasi, eksik
kazammlarm giderimesi i¢in gerekli ortamm olusmasi, birebir Ogrencilerle ilgilenme firsati,
smif mevcutlarmm daha az olmasi, eglenceli ders atmosferi gibi durumlarm oldugunu dile
getirmislerdir. Bu konuda smif dis1 etkinliklere yer verdigini dile getiren Ahmet Ogretmen,
“Cocuklar daha hareketli, ortam sicakti. Dersleri bazen disarida isledik. Teneffiisler esnekti.
Oyun havasinda test ¢ozdiik, dersler hizli gegti.” diye goriistinii belirtmistir. Buse 6gretmen
ise smif mevcutlarmm az olusuna ve olumlu bir iletisim ortammmn olustuguna vurgu yaparak
“Farki tabi ogrenci mevcutlart azdi. Biz ogrencilerle daha rahat birebir ilgilenme firsat
bulduk. Swmf ortaminda 30 kiisur 6grenci var. 30 kiisur 6grenci ile ilgilenmek bagka 10 kisilik
ozel bir sinifla yapmak baska. 40 dakikalik derste ikiser ticer dakika s6z hakki verdik. Yani
ozel ders simfi gibi gerceklesti.”  seklinde goriisiinii belirtmisti. Mahmut Ogretmen ise,

“Kursun dersten farki, miifredat baskisi olmadan c¢ocuklart simava hazirlamak oldugunu
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diistiniiyorum. Bu siirecte daha c¢ok birebir ilgilenme firsatimiz oldu. Daha ¢ok séz hakki

verdik.” seklinde gorlsiinii ifade etmistir.

Genel olarak Ogretmenler kurslarm zorunlu program icinde verilen derslerden farkh oldugunu
distinmektedir. Farkh bulmalarmi saglayan durumlar; smif mevcutlarmn az olmasi, kurslara

katlim konusunda zorunlulugun olmamasi ve pasif 6grencilerin aktif olabilmeleridir.
Kurslarin Hedeflerine Ulasma Diizeyi

Ogretmenlerin ~ kurslarm  hedeflere  ulasmas1  konusunda olumlu  ve olumsuz —goriisleri

bulunmaktadir.

Kurslarim  hedeflerine ulagmast konusunda olumlu diisiinen Ogretmenler; kurslara katiim
saglayan Ogrenci baznda basartyt saglamasy, Ogrencilerin  akademik basari  seviyesini
yikseltmesi, 6grencilerin  kazamm eksikleri gidermesi, derse iliskin Onyarglarm yikiimasm
saglamasi, Ogrencilerde olumlu davranis degisiklikleri goriilmesi, Ogrenciler arasinda
kaynagmay1 saglamasi gibi Ozelliklere degnmislerdir. Kurslarm hedeflerine ulagmasma iliskin
goriislere bakidignda Tugay Ogretmen, “Kursta smflart karistwdik. Kaynasmalarim
sagladik. Okulda siniflar arast kavgalart kwdik. Mesela 7/A swmift ile 7/B siift bir olunca
birbirlerini tamma firsatlart buldular. —Ben ondan daha iyi olacagim. Ondan daha iyi not
alacagim- dediler. Ders basarilarint ¢italarint  yiikselttiler. Snifin iyileri tamda iyi
olmadiklarimi fark ettiler. Birbirleriyle aralarinda rekabet yasandi, hirs oldu.” Yine Tugay
Ogretmen “Gecen donem 40 alan bir égrencimiz bu donem 90 aldi.” diyerek goriislerini
belirtmistir. Hilal Ogretmen ise, “Basari diizeyimiz yiikseldi. Girdigim smiflarin  bagar
ortalamasi 70 puan civarindaydr. 90 puann iizerine ¢ikardik. Yazililarina katki saglamis

oldu.” seklindeki goriisii ile 68renci basarilarmin arttrdiZini belirtmektedir.

Difer bir agidan ise, olumsuz goriise sahip Hiiseyin Ogretmen kurslara devamsizlklarm

yaptimas1 ve ilgisizlk nedeni ile kurslarm hedefine ulagmadigm diisinmektedir. Bu konuda
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diisiincelerini su sekilde ifade etmektedir: “Cocuklarin isteksizligi nedeni ile hedefine
kurslarm ulasmadigimi  diigiiniiyorum. Devamlilik gdstermeyen c¢ocuktan hangi basariy

bekleyebilirsin hocam?”

Bu kurslarm hedefleri 6grencilerin eksik 6grenmelerini gidermek ve basarisim arttwrmaktadir.
Ogretmenler, kurslara  devamhhk  gosteren  dgrencilerin  hedeflerine  ulasabildiklerini,
devamsizlk yapan Ogrencilerin  hedeflerine  katki saglamadigi  goriisiindedir.  Kurslarm
Ogrencilern  kaynasmasma, rekabet ortammm kurulmasma ve eksk  Ogrenmelerin

giderilmesine olanak sagladigi goriimektedir.

Kurslarda Karsilasilan Sorunlar

Ogretmenlerin ~ kurslarda  Karsilastign  farkh  sorunlar  bulunmaktadr. Kurslar  hakkinda
karsilagilan sorunlar; bakanlk — il — ilge okul idaresi, Ggretmenler, ogrenciler, veliler olarak

dort baglkta toplanabilir.

Bakanlk — il — ilge okul idaresi yoniinden; Ggretmen ve Ogrenciye verilen angarya gorevler,
kurs planlamas1 ile ilgli sorunlar, rehberlik faaliyetlerinin yetersizligi, alt yapi yetersizlig,
materyal eksikligi gbi sorunlar ortaya ¢ikmaktadr. Ogretmenler yoniinden; rehberlik
faaliyetlerinin  yetersizligi, derslerin yogunlugu, ulagim sorunu, Tticretli Ggretmenlere yari licret
verilmesi, Ogretmenlerin basarsiz olarak alglanmasi gibi sorunlar gdzlenmektedir. Ogrenciler
yoniinden; devamsizlk nedeni ile kurslarm erken kapanmasi 6grencilerin evden kagmak icin
kurslar1 ara¢ olarak gormeleri, derslerin yogunlugu, ulasim sorunu, dershanelere/6zel kurslara
yonelmeleri gbi sorunlar ortaya ¢ikmaktadr. Veliler yoniinden ise ailelerin  ekonomik
sorunlari, ailelerin egitim konusunda bilingsizligi, kurslardan {icret ahlnmamasi, devamsizlk
konusunda ailelerin takip¢i olmamasi, dershanelere/ 6zel kurslara yonelmeleri gibi sorunlarla
karsilasimaktadr.  Ogretmenlerin~ kurslarda  karsilastiklar1  sorunlara  iliskin - goriisleri

incelendiginde Umut Ogretmen “Baska bir giiclikte okul idaresinin ve ilce milli egitimin
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verdigi angarya gorevler var. 2. donem smaviara 1-2 ay kalmis. Ogrenciler derslerden
almiyor toven hazirliklart yapilyor. Tiyatro, dans gibi isler 8. siniflarin iizerine yikiliyor.
Hem derslerden geri kaliyorlar hem de kurslara katilabilseler yorgun oluyorlar.” diyerek
idari yonden karsilastigi sorunu belirtitken; Yavuz Ogretmen ise “Okulumuz tasimali bir okul.
32 ogrencimiz vardi. Kéylere gidis-gelis sorunu oldugundan 15 6grenci katildi. Bu sorun

’

mutlaka ¢oziilmeli ¢iinkii  esitsizlige neden oluyor.” diyerek oOgrencilerin idari agidan
karsilastign bir sorunu dile getirmektedir. Tugay Ogretmen ise kendi gdzlemlendigi sorunlari
su sekide ifade etmektedir: “Bazi kurslara ogretmen bulamadilar. Ucretli arkadaslar
cagwrdilar. Kurs ticretleri iki katina ¢itkinca bu arkadaslarda iicretlerini aldilar. Daha sonra
bakanlik dedi ki kadrolu 6gretmenlere iki kati iicret odenecek. Ucretli 6gretmene ddenen fazla
paralar geri alindi. Moral ve motivasyon kalmadi onlarda. Bence esit iicret odenebilir.

’

Sonugta aymi isi yapiyoruz.” Arastrma bulgularma goére Ogretmenler, veliler yoniinden de
sorun yasadiklarmi dile getirmislerdir. Bu konuda Merve Ogretmen, “Bizim okulumuz ilcenin
koyiinde yer alwyor. Veliler bilingsiz. Cocugu kursa gondermektense tarlaya, ¢obana

’

gotiirmeyi  tercih ediyor. Cocugun gelecegini diisiinmiiyor.” seklinde gOriisiinii dile

getirmistir.

Genel olarak bakildignda Ogretmenler kurslarla ilgili birgok sorun yasandigmi ifade
etmislerdir. Tasmah O&grencilerin  ulasim sorunun oldugu, baz velilerin  bilingsiz  oldugu,
ogrencilerin  derslere ve kurslara iliskin 6n yarglarmm oldugu, planlamalarm yapiimasnda
sorunlarm yasandi@mi, rehberlk faaliyetlermin yetersiz kaldig, idarelerin smav Oncesinde
Ogrenci ve Ogretmenlere angarya gorevler verdigi ve velilerin kurslarda ¢ocuklarmi takip

etmemelerinin sorun yarattigi goriilmektedir.
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Kurslarin Gelistirilmesine Yonelik Oneriler

Ogretmenler kurslarm gelistirilmesi ve daha verimli olabilmesine yonelk arastrmada baz
oneriler getirmislerdir. Ogretmenlerin kurslar hakkmdaki onerileri; i, ilge, okul idare baskisi
olmamasi, kurs merkezinin alt yapt sorunlarmm ¢Ozilmesi, kurs i¢in velilerden f{icret
almmasy, MEB tarafindan gerekli tiim kaynaklar saglanmasi, basm yaymn yoluyla halka
kurslarm Onemi anlatiimasi, ders icretlerinin  arttrilmasiy, seviye gruplarmm  olusturulmasi,
Ogrenci ve Ogretmenlerin ulagm sorunun ¢ozillmesi, kurslarm yapilacag giinii 6gretmenin
belirlemesi, Tcreth Ogretmenlere oryantasyon uygulanmasiy, — kurslarm Ogretmen ve Ogrenci
icin Ozendirici hale getiriimesi, tim smavlarm MEB tarafindan yapimasy, her ay gercege
uygun denemeler yapimasi, animasyon, ¢izgi film gibi dikkat c¢ekici farkh materyallerin

tiretilmesi gibi sonuclara ulagilmistir.

Arastrma verilerine bakildiginda 6gretmenlerin TEOG Destekleme ve Yetistime Kurslar ile
ilgili  onerilerine  6rnek olarak; Umut Ogretmen, “Eger bu kurslar kazamm eksiklerini
kapatacaksa, dershanelerin yerini alacaksa MEB kendi ders kitaplart ile yetinmemelidir. Tiim
Tiirkiye'de tek bir ders kitabt okutulmali soru bankalari, denemeler, ozet ¢alisma kagitlar
gibi tiim materyaller okullara dagitiimali kasim ve nisan aylarmmdaki TEOG sinavlar: gibi her
ay okullar tatil edilip birer deneme uygulanmaldr” diye gorisiini ifade etmistir. Kenan
Ogretmen, “Milli Egitimin daha iyi bir planlama yapmasi, daha 6zendirici bir hale getirmesi
daha iyi olur. Okullarda alt yapi ¢alismalarimin tamamlanmasi, akilli tahtalar gibi daha iyi
olur. Ogretmenlere bir oryantasyon bu isin ciddiyetini anlamamiza yardimct olur” diye
goriisiinii  ifade etmistir. Mahmut Ogretmen ise, “Kurslar iicretli olmal. Ogretmenler
istedikleri materyalleri ogrencilere kurs icin aldirtabilmeli. Milli Egitim, kurslarin materyal
sorununu ¢ozmeli. Ogretmen yerine tiim smavlart MEB uygulamal ve kurslara yénelik ézel

yvaptirimlar disiplin yonetmeligi olusturulmalr.” seklinde diisiincelerini belirtmistir.

143



AJESI - Anadolu Journal of Educational Sciences International, 2017; 7(1): 123-154
Sonuc, Tartisma ve Oneriler

Arastrma  verileri incelendiginde Ogretmenler genel olarak kurslari yararh bulduklarm ancak
bazi yonleriyle yetersizolumsuz bulduklarmi  vurgulanmuglardr.  Kurslarm  yeni  baglamas,
dershanelerin iilke genelinde devam etmesi, velilerin ve Ogrencilerin ilgisizligi, dogru bir
planlama yapiimadan kurslarm baglamasi, kurslarm ge¢ baslamasi, kurslarm iicretsiz olmasi
gibi sebeplerin  kursa katmu ve ilgiyi azalttign Sosyal Bilgiler Ogretmenleri tarafindan
vurgulanmistr.  Diger yandan Ogretmenler, kurslarm sadece sehir merkezlerinde degil, ilgelere
hatta koylere kadar gitmesini, smif mevcutlarmm az olmasmi, buna bagh olarak olusan rahat,
samimi ve sicak ortamda etkili bir iletisimin kurulabimesini ve egitimde firsat esitligini
biiyiik Olglide sagladigm wvurgulamuglardr.  Sosyal Bilgiler 6gretmenleri  kurslarm  bu
yonleriyle Ogrencilere hem sosyal beceriler kazandwdigmi hem de Ozgiiven ve akademik
basar agismdan olumlu katki sagladigini vurgulamaktadir.

Arastrmada  alt sosyoekonomik  seviyeye sahip okullarda  kurslara  katimm, st
sosyoekonomik seviyedeki okullara gore daha fazla oldugu gdzlenmistir. Bunun nedeni {ist
sosyoekonomik  seviyeye sahip ailelerin  ekonomik imkanlart nedeni ile dcretl ozel
derslervkurslart tercth etmesi olabilir. Diger bir agidan alt sosyoekonomik seviyedeki ailelerin
cocuklarmda Kurslara katiim daha yikksek olsa da katim saglamayan ogrenciler de vardrr.
Bu ailelerin  hayatlarmn  ikame edebilmelerini  saglayacak  ekonomik  iriinleri  elde
edememelerinden dolay1r ¢ocuklarmi kurslar yerine aileyi gecindirmeye yonelk faaliyetlere
yonelttikleri ve ayrica ailelerin  bilingsizlikleri ve akademik anlamda beklentilerinin
olmamasmdan  dolayt1  ¢ocuklarmi  kurslara  yonlendirmedikleri  distiniilebilir. ~ Alilelerin
bilinglendiriimesine ayrica istekli ve akademik beklentilere sahip ekonomik sorunlarla karst
karstya kalmis cocuklara yonelik bakanhktan okullara, belediyelerden sivil toplum

kuruluglarma kadar sorumlulugu bulunan kurumlarin gerekli 6nlemleri almasi gerekmektedir.
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Ozkan ve Ozdemir’ in (2014), yapt1 cabsmada; TEOG sisteminin egitimde firsat esitsizligi
konusunda sakmnca tasidim vurgulanmaktadw. Bu calgmada ise TEOG sistemine yoOnelik
olarak verilen Destekleme ve Yetistrme Kurslarmm bu esitsizlifi ortadan kaldrmaya yonelik
bir c¢alsma oldugu gozlemlenmistir. Velilerin bilingsizligi, tasmah Ogrencilerin  kurslarda
ulasgim sorunu yasamalari, kurslarda alt yapi yetersizlkleri ve Ogretmenlere gore kurslardan
beklenen kalite diizeyine ulasmamasi gibi durumlar firsat ve imkan esithgini olumsuz yonde
etkilese de ekonomik ve gevresel faktdrlerden dolayr kurs imkam olmayan ozellkle kwrsalda
ya da sehir merkezlerindeki dezavantajh bolgelerde yasayan milyonlarca Gg8rencinin  bu
kurslardan  faydalanabilmeleri agisindan  kurslarm  firsat ve imkan esitligi  sagladig
diigiiniilebilir. Eksik gorilen noktalarm onarilmasi ile kurslar daha verimli ve etkili hale
gelebilir.

Unsal ve Korkmaz’ m (2016) cabsmas1 ile karsilastridignda kurslarda daha cok anlatm ve
soru cevap tekniklerine yer verildigi, materyal olarak da testlerin ve soru bankalarmin
kullanildigr  goriilmektedir. Bu c¢ahsmada benzer sonuglara ulasihg, diiz anlatm ve soru
cevap tekniklerine siklkla yer verildigi goriilmistir. Ancak bunun dismda Ogretmenler
drama, proje tabanh Ogrenme, istasyon teknigi, egitsel oyunlar gibi farkh yontem ve teknikleri
de uygulamuslardr. Ayrica materyal agismdan da harita, kavram haritasi, akilh defter, ders
notlar, kazanim testleri, ¢ahgma kagitlar, yardimci kaynaklar, pano, tablolar, grafikler,
semalar, deneme smavlary, yerkiire, videolar, filmler, gazeteler, web siteleri, sunular gibi
kaynaklardan  yararlanmislardwr. Bu bakimdan kurslarm  Sosyal Bilgler 6gretmenleri
tarafindan gorsellerle  zenginlestirildigi  soylenebilir. Ozel kurumlarla karsilastridignda  temel
anlamda yontem ve teknikler ve materyaller konusunda kurslarm baz eksiklikleri
bulunmaktadr. Kurslarm kalitesinin arttriimasma  yonelik g¢ahsmalar yiirttiilebilir. Goksu ve
Gilci (2016) materyal eksikliginin Onemli bir sorun oldugunu dile getirmislerdir. Bu

cahsmada ise bakildiginda Ogretmenlerin Onerisi materyal eksiklerinin giderimesidir. Sosyal
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Bilgiler o6gretmenleri, MEB tarafindan gerekli tim kaynaklar saglanmasi animasyon, ¢izgi
film gbi dikkat cekici farkh materyallerin tiretiimesi ve basih gorsel materyallerin okullara
gonderilmesini istemektedir. Bu agidan hazirlanan bu iki ¢alisma benzer verilerle birbirini
desteklemektedir.  Egitim bilimlerinde her yil yeni yontemler, teknikler ve materyaller ortaya
atimaktadr. Okullarda ki eksik materyaller giderilebilir, Ogretmenlere  yontem-teknik-
materyal egitimleri verilebilir.

Unsal ve Korkmaz’m (2016) c¢ahsmasmda kurslarm oOgrenciler agismdan ders ve smav
basarlarm artrma, smavlara hazrlama ve soru ¢0zme tekniklerini gelistrmesi agismdan
katki sagladigi  vurgulanmaktadr. Goksu ve Gilci (2016) ise, Ogrencilerin  eksik
ogrenmelerini  gidermeye yonelk tekrarlarm yapilmasmi saglama, Ogrenmeyi pekistirme
amacityla Ogretmenlerin  kurslara geldiklerini dile getirmektedir. Bu cahsmada elde edilen
bulgularda benzer sonuglara ulagildigmi gostermektedir.

Unsal ve Korkmaz (2016) ve Goksu ve Giilcii'niin (2016) cabsmalarmm ortak noktas,
kurslarm ekonomik agidan Ogretmenlere getiri saglamasmdan dolayr olumlu tutuma sahip
olmalaridr. Bu arastrmada ise ymne benzer disiincelerle karsilasimaktadr. Ayrica
ogretmeneler bu ekonomik getirinin  arttrilmasm ve icretli-kadrolu  0gretmen ayrmmu
yapilmamas1 gerektigini dile getirmiglerdir.

Ayrica Goksu ve Gilcli (2016) arastrmalarinda kurslarda devam sorunu yasadigm ve odiil
sisteminin  getirilmesinin bu sorunu ¢odzecegi dusiiniilmektedir. Ancak bu tek bagma yetersiz
kalabilir. Bu c¢ahsmada Ogretmenlere gore, kurslardan {icret talep edilmesi, kurslarm
ogrencileri ve velileri kurallarla yikimlilik altma almasi ve kurslarm O6zendirici hale
getirilmesi gibi ¢alismalarin yapiimasi bu sorunun ¢oziimiinii daha etkili hale getirilebilir.
Milyonlarca Ogrenciyi etkileyen, Sosyal Bilgler Ogretmenleri tarafindan genel olarak yararh
goriilen bu kurslarm arastrmada belirtilen eksikliklerle ve sorunlarla birgok kurs merkezinde

karsilasilmas1 olasidir. Kurslara yonelik 6gretmenlerin bazi onerileri bulunmaktadir.
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Aragtrma bulgulani ve arastrma sonucu dogrultusunda TEOG Destekleme ve Yetistirme
Kurslarmm daha verimlii gegmesi icin  Sosyal Bilgller Ogretmenlerinin  Onerileri
incelendiginde;
v' Kurslar basm yaym yoluyla velilere ve Ogrencilere anlatimali 6zendirici  hale
getirilmelidir.
v Ogzellkle tasimah olan ve merkezden uzak okullarda &gretmen ve ogrencilerin ulasm
sorunu ¢ozilmelidir.
v' Kurslarm materyal eksiklikleri ~ giderimelidir. Kurslar i¢in basih ek materyaller
gonderilmelidir.
v TEOG gbi hedeflere yonelik agilan kurslarda Ogretmen ve ogrenci lizerinde basari
endeksli i, ilce, okul baskisi olmamalidir.
v' Animasyon, ¢izgi film gbi dikkat cekici materyallerin iiretilmesi kurslar1 daha cekici
hale getirebilir.
v' Ucretsiz yapilan c¢alsmalarda devamhlk sorunu yasanmaktadr. Bu nedenle kurs igin
velilerden iicret almmas1 saglanabilir.
v Ogrencilerin  smav kayglarmi azaltmaya yonelik olarak kurslarda gercek smav
atmosferine uygun lilke genelinde aylk denemeler yapilabilir.
Bu arastrmada Ogretmen gorlislerme dayalh olarak TEOG smavlarma yonelk verilen
Destekleme ve Yetistrme Kurslarn degerlendirilmistir. Bu arastrmayr tamamlayici nitelikte
asagida belirtilen arastrmalar yapilabilir.
v Destekleme ve Yetistirme Kurslarma yonelik Ogretmen, idareci, 6grenci ve veli
gortislerine yonelk cahsmalar yapilabilir.
v’ Farkh iikelerdeki benzer uygulamalar arastmrilabilir.
v' Kurslarda uygulanacak yontem ve tekniklere yoOnelik deneysel ¢alsmalara yer

verilebilir.
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Extended Abstract

TEOG, which stands for “Transition from Primary to Secondary Education” n Turkish, is a
system that has been put into practice by the Turkish Ministry of National Education (MoNE)
since Academic Year 2013-2014. This system is in use for all eighth grade students in all
schools that are connected to MoNE (both in Turkey and abroad). These eighth grade students
take tests that measure their knowledge of Turkish, mathematics, science and technology,
foreign languages, religion, and the Turkish revolution history and Kemalism. The results of
these tests determine the rankings and students are placed to a secondary school based on their
scores. In relation to this, the MoNE, within its principles, have decided to offer Training and
Support Courses (TaSC) to students registered in schools connected to the ministry in order to
eliminate or decrease the need for private educational institutions and also eliminate
inequality of opportunities among students. With the start of TaSC, subjects such as Turkish,
mathematics, science and technology, religion, foreign languages, the Turkish revolution
history and Kemalism, and social sciences, which are taught in relation to the centralized
TEOG tests, have gained importance. These extracurricular courses can be considered as an
opportunity for those students who are TEOG-oriented and want to study more and get

prepared for the TEOG exams.

Millions of students are affected by the TEOG system in their transition to secondary
education. It is possible that this system, which has only recently been put into use, has a
number of drawbacks. Within the context of social sciences and Turkish revolution history
and Kemalism courses -which are parts of the building blocks of the TEOG system- the
significance of this study lies in its ability to provide the feedback necessary to follow the
input and processes of TaSC closely, be able to produce solutions to TaSC related problems,
and redesign the TaSC system to help in reaching its objectives. Therefore, the aim of this

study was the investigation of TaSC from the perspectives of social science teachers who
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taught these courses within schools connected to MoNE. In relation to this, the study included
teachers’ opinions on TaSC and students’ participation in these courses, activities they used
for the teaching/learning process, the problems they encountered, and teachers’ ideas on the

efficiency of TaSC.

A qualitative research methodology has been followed in this study which aimed to
mnvestigate social science teachers’ perceptions of TaSC. Analysing social science teachers’
experiences of TaSC can enable us to better understand the processes involved in the
application of the TaSC system. Therefore, a phenomenological approach has been utilized.
The participants were 15 social science teachers who worked in different TaSC centres in
Eskisehir city centre and rural areas in the Academic Year 2014-2015. The whole population
of teachers fitting this category (social science teachers working in TaSC centres in Eskisehir)
was 30. The reason for why the participation rate was not as high as expected was the fact
that TaSC had recently been started to be offered at the time and participation in the study was
on a voluntary basis. Furthermore, another reason for the limited participation in the study
was time and location limitations involved as the nature of qualitative inquiry. Criterion
sampling which is a type of purposeful sampling was used to select the participants in this
study. Social science teachers with at least three years of experience were included in the
participant pool in order to be able to compare TaSC centres connected to the TEOG system
with the placement tests which had last been conducted in 2013. The data was gathered from
semi-structured interviews and content analysis was used for analysing the data. Triangulation
method was utilized in order to increase the reliability of the inductive analysis that is
followed in evaluating the data. NVivo qualitative data analysis software was utilized for

analysing the data.

The results of the study showed that while social science teachers considered these courses as

an endeavour that can reach those students in rural areas and that can increase academic
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success; they also noted that these courses have a number of drawbacks which cause
inequalities. Teachers reported that while parents and students generally consider these
courses as beneficial and as alternatives to private teaching institutions, some parents did not
register their pupils to these courses because of economic concerns. Teachers also highlighted
that neither students nor parents had enough information about these courses. In addition, in
spite of using different methods and techniques, and a variety of materials in their classes;
teachers acknowledged that, in general, they designed a teaching environment in which they
followed the presentation technique and an approach in which they taught students about test-
solving techniques. Teachers considered these courses as more open and encouraging active
learning, and allowing more individualized learning opportunities when compared to term-
time classes. In terms of academic success, teachers noted that especially students who
regularly attend TaSC increased their academic success; those who were shy increased their
self-confidence; and between-class student interactions increased. The problems that teachers
reported with regards to the TaSC system were grouped in terms of. ministry, city, town, and
school administration; and forced labour on both teachers and pupils, problems related to
planning of the courses, lack of guidance activities, lack of infrastructure, and lack of
materials. It has been concluded that there were a number of problems in relation to teachers
such as; the lack of guidance activities in schools, the high number of teaching hours that they
had to teach, transportation problems, the fact that substitute teachers got paid half the salary
of a regular teacher, and parents’ perceptions that teachers were not successful. The problems
reported in relation to students were; the early finish of courses due to absence of students, the
fact that students saw TaSC as a means to escape home, the high number of classes that they
had to attend, transportation problems, and the fact that some students were already registered
in private teaching institutions. The problems reported in relation to parents were; economic

problems, parents’ lack of mformation about TaSC, offerng TaSC for free, parents’
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carelessness in following their pupils’ attendance in TaSC, and their tendency to register their
pupils into private institutions. The suggestions that participants gave were: there should not
be pressure on teachers from city, town, and school administrations; infrastructure problems
of TaSC centres should be solved; a fee should be charged for students’ attendance in TaSC;
MoNE should provide all the books and resources for TaSC; the importance of TaSC should
be explained to the public through various media; the transportation problems that both
teachers and students experience should be eliminated; teachers should have the right to
choose on which date to offer the classes they are supposed to teach; there should be an
orientation program for substitute teachers, the courses should be promoted more to both
teachers and students; every month pilot tests that are similar to the real TEOG exam should
be administered in TaSC centres; and materials such as animations and cartoons which can

attract students’ attention should be prepared.

The analysis of the data that teachers provided suggested that teachers, in general, considered
TaSC as beneficial but highlighted that they were insufficient in a number of aspects. It has
been noted by social science teachers that interest and attendance in TaSC decreased due to
various reasons such as: TaSC had recently started; education in private institutions
continued across the country; parents and students’ were indifferent e to these courses; TaSC
started without proper planning, TaSC started to be offered at a time that can be considered
late, and TaSC were free of charge. Nevertheless, the teachers also highlighted that TaSC
established equal opportunities for students thanks to the fact that these courses were offered
not only in city centres but also in towns and even in villages; and that the communication
which took place in these environments was relaxed, sincere, and effective because of the
small sizes of the classrooms in TaSC. Social science teachers also noted that from these
perspectives TaSC had a positive effect since students both developed social skills and

increased their academic success and self-confidence. It has been observed that TaSC
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participation in schools with lower socioeconomic status was higher than schools with higher
socioeconomic status. The reason for this was identified as parents’ (who had higher

socioeconomic status) preference of private courses to TaSC.

In line with the findings of the study, in order to increase the efficiency of TaSC, these
courses should be explained to teachers and students through various media and made more
attractive. Teachers and students’ transportation problems, especially in those schools which
are far from city centres, should be solved. The problem of lack of materials in TaSC should
be sorted out. Further printed extra materials should be sent for TaSC. There should be no
pressure on teachers and/or students in terms of city, town, and school success index for
courses offered to provide support for exams like TEOG. Materials such as animations and
cartoons can make these courses more attractive. There problems with students’ attendance in
courses offered for free. Therefore, there should be a fee that parents should be charged for.
Monthly pilot tests in which real exam conditions are created can be administered in TaSC

centres across the country once a month in order to decrease students’ exam anxiety.
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Abstract

This study intended to investigate primary school teachers’ classroom management and student
achievement in their classrooms. For this purpose, a total of 150 class-hours were spent on
observing one first grade and four second grades in a primary school in Eskisehir city center
between October 2013 and December 2013. Research participation criteria for teachers included
volunteering for the study and having at least one special needs student in their classrooms for
observation so that teacher behaviors towards the special needs students could be observed.
Researcher-developed observation form was used in the study for data collection purposes to
record teachers’ classroom management practices during observations. The form included several
dimensions related to classroom management behaviors such as the exact moment of the lesson in
which the teacher starts teaching, the locations of special needs students during the class period,
use of rewards-punishment for special needs students and otherstudents, use of individualized care
for special needs students and the degree of effective use of classroom period. Data related to
student achievement were obtained from the results of a general achievement test given to all
students at the school based on their grade levels. Research data were analyzed via descriptive
statistics and one way analysis of variance (ANOVA) to determine the difference between groups.
The findings showed that teachers tended to place special needs students at the back rows of the
classroom and that they did not provide individualized teaching opportunities in line with the
needs of special needs students. It was also found that number of correct answered in the general

achievement test significantly changed according to students’ teachers.

Keywords: Classroom management, Studentachievement, Students with special need
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Introduction

Teacher qualifications and behaviors affect student achievement and behaviors. Student
achievement can be regarded as the most important output of education. Expectations and
pursuit of different groups such as students, families and educators in terms of achievement
have resulted in various studies by researchers focusing on the factors that explain student
achievement. Several studies that focus on student achievement address topics such as the
effects of teacher or familial expectations on student achievement (Phillipson and Phillipson,
2012; Segedin, 2012), relationship between achievement and the period allocated to learning
(Ozer and Anil, 2011; Savas and Giirel, 2014) and effects of feelings such as belonging to
school and being accepted at school on achievement (Lemberger and Clemens, 2012; Kosir
and Tement, 2013). However, when it comes to student achievement, the emphasis is on
teachers since teacher qualification is a more important factor compared to other school
factors in increasing student achievement (Akiba, Le Tendre and Scribner, 2007) and since
the proof has been presented about the strong relationship between teacher generated
classroom climate and teaching methods, which may be classified as classroom methods, and
student achievement by various researchers (Wang, Haertel and Walberg, 1994; Wright, Horn
and Sanders, 1997). The fact that teachers are prominent factors in ensuring student
achievement has led many researchers to study the relationship between teachers and student
achievement. Studies in the field emphasize issues such as increased achievement in
disciplined classrooms (Akyiiz, 2006), importance of teachers in ensuring academic focus by
decreasing undesired behaviors and increasing desired behaviors (Kunter, Baumert and
Koller, 2007), existence of the relationship between achievement and teacher qualifications
(Akiba, Le Tendre and Scribner, 2007; Darling-Hammond, 1999; Gallagher, 2002; Tomlinson

and Jarvis, 2014) and the need for teachers to adapt and regulate the environmental variables
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in order to increase student achievement (Baker, Clark, Maier and Viger, 2008). The common
aspect of all these studies is the investigation of teacher qualifications and behaviors as the

most important factor on student achievement.

Teacher behaviors affect student interest towards the lessons and their study habits and
therefore their achievement. Student interest and participation can be increased through the
use of effective classroom management techniques. It is emphasized by different researchers
that the students of teachers who effectively manage their classrooms participate in classes
more, student achievement increases via more participation in classes and problem behaviors
decrease (Emmer and Stough, 2001; Evertson, 1989; Marzano, Marzano and Pickering,
2003). Various behaviors of teachers who manage their classrooms well are listed in the
literate. Teachers, who effectively use classroom management such as teach -effectively,
reward appropriate behaviors, impose sanctions on inappropriate student behaviors, adapt
lessons based on student characteristics and effectively use the lesson period can increase
student achievement and desired behaviors (Emmer and Stough, 2001; Gettinger and Kohler,
2006). A study that examined evidence-based practices in classroom management (Simonsen,
Fairbanks, Briesch, Myers and Sugai, 2008) emphasized that teachers can increase students’
on task study behaviors by using strategies such as identifying and teaching classroom rules,
monitoring student behaviors, rewarding appropriate student behaviors, displaying consistent
responses to inappropriate student behaviors and ensuring student participation via different
teaching methods. Teachers who use classroom management techniques that have been
proven to be effective manage their classroom better and positively affect student

achievement and behaviors.

Teachers should be aware of student characteristics and needs for a good classroom
management (Marzano, Marzano and Pickering, 2003) which increases student participation
and achievement (Emmer and Stough, 2001). Since students’ individual characteristics and
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needs are different from one another, teachers should be flexible to adapt their teaching based
on student abilities, previous information levels and learning paces. Although teachers
sometimes undertake educational adaptations to meet the different needs of typically
developing students in their classrooms, they may tend to behave differently when it comes to
students diagnosed as special needs students. It is known that teachers may tend to regard the
differences of special needs students as a source of problems rather than as a dimension in
regulating teaching or as the basis for adaptation (Cook, Cameron and Tankersley, 2007).
However, it is emphasized in literature that teacher attitudes and behaviors are the most
important factors for student achievement in inclusion classrooms just like in the other

classrooms (Soodak and McCarthy, 2006).

Inclusion practices that ensure teaching special needs students in the same classrooms with
typically developing students have become common with the acceptance of PL 94-142
principles in the whole world after PL 94-142 went into effect in USA in 1975. Although it
has been 40 years since the acceptance of these principles, problems regarding practices in the
field of inclusive education still continue. The fact that teachers and teacher candidates do not
have sufficient information related to inclusive education, that they do not feel ready for
inclusive education, that they feel special needs students should be educated in separate
schools show that teachers have a common and negative outlook to inclusive education both
in the world (Cook, 2002; Cullen, Gregory and Noto, 2010; Hemmings and Woodcock, 2011;
Thaver and Lim, 2014) and in Turkey (Gokdere, 2012; Korkmaz, 2011; Sadiogli, Bilgn,
Batu and Oksal, 2013; Sucuogly, Bakkaloglu, iscen-Karasu, Demir and Akaln, 2014; Varher
and Vuran, 2006). Although legal arrangements related to special education in Turkey are
based on teaching special needs students with their peers in the same environment assisted by
support services (Statutory Decree no. 573, 1997: Articles 4, 12 and Special Education

Services Regulations, 2006: Article 6), inclusive education practice is limited to placing
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special needs students in general education classrooms (Sakiz and Woods, 2015). Inclusive
education which needs to be unrestricted since it is a legislative right (Hansen, 2012) can only
be undertaken in a limited manner in Turkey due to problems such as crowded classrooms,
deficiencies in assessment processes and incompetence of general education teachers as well
as due to problems in comprehending the philosophy that underlines the practice (Sakiz and
Woods, 2015). Teachers have common beliefs regarding inclusive education especially in two
poits: First, teachers believe that special needs students take too much of teachers’ time;
second they believe that teaching special needs students require special abilities that general

education teachers do not possess (Broomhead, 2013; Cullen, Gregory and Noto, 2010).

Several factors can be considered as effective in forming teachers’ consensus in terms of
special needs students and inclusive education. For instance, the fact that special needs
students are described with negative characteristics and deficits as individuals with learning
problems who are impulsive, aggressive, self-destructive and uncontrolled in university
textbooks can result in establishing an over generalized perspective towards these individuals
(Giiner-Yildiz, Sazak-Pmar and Melekoglu, 2014; Morrison and Rude, 2002). As a result of
this point of view, teachers may regard “special needs” as a cause for problem behaviors
(Smith, 2000) and tend to refuse to take with special needs students or pay sufficient attention
to them even if these students are registered in their classrooms (Cook, Cameron and
Tankersley, 2007). Secondly, generally negative social perspective towards the disabled
people (Giliner-Yildiz, 2015a) may be considered as a factor that affects teacher views and
behaviors as well. Views of the dominant groups in the society that regard the disabled as a
burden and that reject their existence and their preferences are paving the way for excluding
the individuals without typical developmental patterns from general education classrooms
(Ballard, 2013). Although it is understandable that teachers adopt a generally accepted social

outlook as members of society, it cannot be accepted. Since successful and equalitarian
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inclusive education requires competent, willing and responsive teachers (Killoran, Woronko
and Zaretsky, 2013), it is imperative to investigate and develop teacher qualifications and
behaviors. Examining teacher characteristics and behaviors in classrooms where inclusive
education is practiced is crucial to obtain data that will form the foundation for effective

teaching practices in these classrooms.

Several studies undertaken in the classrooms where inclusion practices were implemented can
be found in the literature. Some of these studies focused on teacher views, skills and
behaviors related to classroom management. Topics such as effects of working with a
resource teacher on teachers’ inclusive education provision skills (Thomson, 2013), views of
general education teachers on necessary arrangements regarding the special needs students in
their classrooms (Kargmn, Giildenoglu and Sahin, 2010), effects of focusing on students on
student participation in class (Logan, Bakeman and Keefe, 1997), relationship between the
quality of Individualized Education Program (IEP) and student participation in class (Ruble
and McGrew, 2013), effects of field experience on special and general educators’ knowledge
and skills (Hanline, 2010), characteristics of teacher and student behaviors in inclusive
education classrooms and their relationships (Gliner-Yidiz, 2015b; Giiner-Yidiz and Sazak-
Pmar, 2012; Sazak-Pmar and Giner-Yidiz, 2013) can be cited as the research topics
investigated by researchers both abroad and in Turkey. However, studies on student
achievement in inclusive general education classrooms are limited. One of these limited
studies investigated the quality of IEP in America as an important factor for increasing special
needs students’ achievement (La Salle, Roach and McGrath, 2013). The study that was based
on the premise that quality of IEP and students’ test achievement were related found that
goals in the investigated IEPs were of varying quality and that sufficient ties were not formed
between goals and student performances. A second study in the field undertaken in our

country examined how teachers assessed inclusive education students’ achievements via
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teacher views by investigating 25 teacher views (Giliven and Giirsel, 2014). These studies did
not focus on the achievement of students in general education classrooms but investigated IEP
quality and teacher views in connection with special needs students’ achievement. It is
evident in literature that studies on teacher behaviors and student achievement in general
education classrooms where special needs students are enrolled are limited. It is possible to
examine student achievement in general education classrooms from different dimensions such
as achievement of special needs students, achievement of students with typical developmental

patterns and the effects of teacher behaviors on students.

By focusing on a relatively less studied topic in literature, this study intended to investigate
teacher behaviors and student achievement in general education classrooms that include
special needs students in two dimensions: The first dimension aimed to describe classroom
management behaviors of general education classroom teachers and their behaviors towards
students with special needs and the second dimension investigated whether teachers’

behaviors were related to the classroom’s average exam success.

This study, which is expected to fill a gap in the literature by focusing on teachers’ classroom
management behaviors in general education classrooms, their behaviors towards special needs
students and examining these variables by associating them with classroom achievement,

sought to answer the questions below:

1.What classroom management behaviors do the teachers assigned to general education
classrooms display and how do they behave towards the students that they think to be special

needs students?

2.Do students’ exam achievement i general education classrooms significantly change

according to teachers’ classroom management behaviors?
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Methodology

Research Model

This study was designed as a descriptive and relational study. Educational researchers
undertake relational studies to present the relationships between variables related to
situations/cases or events that go beyond simply describing them (Biiyikoztirk, Kilg-
(Cakmak, Erkan-Akgiin, Karadeniz and Demirel, 2014). This study aimed to describe the
behaviors of classroom teachers assigned to general education classrooms and identify the

relationship between these behaviors and student achieve ment.

Study Group

Data were collected in a total of five classrooms (one first grade and four second grades) in a
primary school situated in Eskisehir city centre. Criteria for selecting the classrooms for the
study included volunteer participation by teachers and having at least one student in the
classroom who is thought to be a special needs student by the participating teacher. Special
needs students in the study seem to have been identified as special needs students by the
teachers themselves and in actuality these students do not have diagnoses because although
teachers had actually wanted to send these students to Research and Guidance Center for
examination, their parents did not want their children to be diagnosed and therefore the

students were not examined in that regard.

While the primary school in which the study was carried out have more than 20 first and
second grades, teachers with no students that are relatively different from the norm and no
special needs students were not taken in the framework of the study and therefore the study
was limited to five classrooms that met the criteria. The number of students in these

classrooms changed between 29 and 30. Four of the students qualified as special needs by the
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teachers were males and one was female. Three of the classroom teachers participating in the

study were males and two were females between the ages of 38 and 50.

Data Collection Tools

As data collection tools, class observations were used to identify teacher behaviors and a
school wide achievement test was utilized to determine student achievement. An observation
form was developed by the researcher to be used in class observations to identify teacher
behaviors. The observation form in which teachers’ classroom management practices were
recorded includes the teacher behaviors listed in Table 1. Teacher behaviors listed in Table 1
were recorded via observations undertaken a total of 150 class hours in 5 separate classrooms

and the results provide 150 separate pieces of data related to each behavior.

Table 1

Behaviors listed in teacher observation form

1 During the class period, at which minute does the teacher starts and completes the lesson?

2 During the class period, what is the frequency of non-academic teacher behaviors such as answering the
phone, talking with a classroom visitor, talking about a topic unrelated to the class or talking with a student
who is asking for permission to leave the classroom?

3 What is the level of interaction between the teacher and the special needs student during the lesson?
(Teachers’ academic interaction with the special need students such as asking questions, helping, drawing
attention, telling what to do was recorded separately as 1).

4 Does the teacher provide adaptations for the special needs student? (If the student is working on a task
which is appropriate for his/her individual needs and that is different from the rest of the classroom the
response was recorded as “yes” and if the student is working on the same tasks as the classroom the
response was recorded as “no”.

5 What is the number of rewards-punishments given to students with special needs, and typical
developmental patterns? (Each reward and punishment/warning/behavior of disapproval used by the
teacher for students with special needs, and typical developmental patterns was recorded as 1.

6  Where does the special needs studentsitin the classroom?

In addition, observers assessed the teachers’ classroom management for each lesson for 10
characteristics with the help of a section added at the end of the observation form and gave
each teacher a classroom management score. The behaviors cited in the list which included
effective classroom management strategies used by teachers who manage their classrooms

very well (Gettinger and Kohler, 2006; Jones and Jones, 2001) define teacher behaviors that
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aim to enhance student achievement Dby increasing their in-class participation, facilitate
comprehension and teaching effectively. This assessment list which reflects subjective
perspectives of the observers and which allows teacher assessment on a 1-10 scale by
assigning a point to each behavior includes the behaviors listed in Table 2. Since each of the
five teachers were observed 30-class hours, their classroom management assessment scores

was formed by taking the average of the scores given for 30 separate lessons.

Table 2

Classroom management behaviors scored by the observers

1  Does theteacher link the topic to previous topics or to daily life?

2 Does the teacher teach the topic in a consistent order fromeasy to more difficult and without jumping from
topic to topic?

3  Does theteacher draw student attention to the topic by avoiding unrelated topics and concepts?

Does the teacher provide sufficient number of examples to objectify the topic?

Does the teacher provide more than one activities during class by using different teaching methods and

materials?

6  Does theteacher usesimple and intelligible language?

7  Does theteacher ensure the maintenance of student interest by asking questions related to the lesson?

8  Does the teacher ensure that all students listen to both presentation of the lesson and the questions that are
asked?

9  Does theteacherallow for sufficient time for the studentto provide an answer?

10 Does the teacher check for comprehension and re-teach the topic if it is not understood?

o~

Data regarding student achievement were obtained from the results of a school-wide general
achievement test jointly given to students in the same class levels. The exam prepared by an
educational company to review the topics studied by students so far was composed of a total
of 42 questions (15 Turkish, 15 Mathematics and 12 Social Sciences). Assessment of the test
which was given in the same date in different provinces under similar conditions and
calculation of students’ achievement scores were undertaken by the company which organized
the test as well. Exam results which made it possible to compare students on the basis of
provinces, districts and schools were given to schools in the form of lists by the educational
company which prepared the test so that teachers were able to establish the placement level of

their students in comparison to a wide sample. All classrooms in the study except the first
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grade classroom participated in this exam and the exam results were obtained by the
researcher from the list given to the teachers. Exam result lists provided detailed data such as
student scores, number of correct answers and placement on the basis of their school and in
the district and in the province as well as among provinces. Since the exam result lists
included different variables such as previous achievement scores and weighted lesson scores
used by the company in calculating achievement scores, this study used the number of correct

answers in analysis.

Process

Training of Observers: Five undergraduate students attending Eskisehir Osmangazi
University Special Education Department were trained to provide classroom observations.
Training started with a meeting in which the candidates for observation were explained by the
researcher about general topics about scientific studies such as scientific research methods,
rules to follow during scientific studies, qualities that studies should include and research
ethics. Later, information was provided about the topic of the current study, method and data
collection tools. Following the information about the general topics, candidates were informed
of the characteristics of classroom observations planned for the candidates in the framework
of the study. The candidates were informed of the purpose of classroom observations, the
content of the data collection tool that would be used in the observations, rules to follow
during observations and how the data collection tool would be marked and later they were
provided with opportunities for trial. Trial observations included watching lesson videos
recorded in primary classrooms. Observer training continued by having candidate observers
and the researcher watch three separate classes of a teacher and fill observation forms.
Comparison of the consistencies in the observation forms for three classes showed 57%
lowest and 86% highest consistency between the researcher and the candidate observers. Later

the reasons for inconsistent assessment were discussed with the candidate observers and the
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points that needed to be taken into consideration were reviewed again. As the last step, two
sample lesson videos were watched by the researcher and the candidate observers and
observation forms were filled. The comparison of the observation forms pointed to 86%
lowest and 100% highest consistency between the researcher and the candidate observers and

the training completed at this point.

Data Collection Period: A total of 150 class hours (30 separate class hours in each classroom)
were observed between October and December 2013. The observations took place in different
lessons and periods for the full class period. During observations, it was ensured that teachers
made presentations, had practices with the students and undertook other academic activities
related to class. When teachers were busy with giving exams, had other activities other than
the class topic or left the classroom in the care of another teacher, observations were not done
and the same classrooms were visited again at another date for observation. Observers went to
the classrooms five minutes before lessons started and took their place at the back of the
classrooms; observation started when the teacher came to the classroom and continued until

the minute the lesson was completed by the teacher.

To ensure reliability in observations, the researcher and observers observed the lessons in
parallel to each other in 30 lesson hours out of 150 and inter-rater reliability was calculated.
Inter-rater reliability is the comparison of two independent observers who use independent but
concurrent assessments as to whether a target behavior exists (Alberto and Troutman, 2006)
and the following formula was used to calculate inter-rater reliability. Inter-rater reliability=

[(agreements /agreements + disagreements)] x 100.

The level of consistency in parallel observations provided by the researcher and the observers

was as follows: 78% consistency in two observations, 85% in five observations, 92% in
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fifteen observations and 100% in eight observations and it was determined that consistency

average in parallel observations was 92%.

Data Analysis: Research data were analyzed using descriptive statistics and one way variance

of analysis (ANOVA) test to determine the difference between groups.

Findings

Average teacher behaviors displayed in a class hour were calculated based on the observations
undertaken for 30-hour each in five classroom teachers’ classrooms. Table 3 presents the
following information respectively: the minute in which the teacher starts the lesson after the
lesson period starts (starting the lesson), the time period in which the teacher finishes the
lesson before the lesson period ends (finishing the lesson), sum of lost time during starting
and finishing the lesson (total time loss), the number of interruptions due to non-academic
reasons (interrupting the lesson), frequent of academic teacher interactions with special needs
students (academic with SEN), whether the teacher provides adaptations in instruction for
special needs students (adaptation), the placement of special needs students in the classroom-
in which row (SEN placement), number of rewards and punishments/warnings/disapproval
behaviors used by teaches for special needs students (SEN reward/SEN punishment), number
of rewards and punishments/warnings/disapproval behaviors used by teaches for students with
typical developmental patterns (Other students reward/ Other students punishment), score
given to teachers by the observers (teacher average score) and the number of correct answers

in student’s achievement test (exam average correct answer).
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Table 3

Teachers’ classroom management behaviors and average correct numbers in student
achievement tests
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1-D 2,3 24 4,7 35 25 0 49 0,2 2,0 7,0 18,2 5,83
2-C 10,3 1,6 119 25 0,2 0 58 0 0,7 2,6 20,0 6,37 27,1
2-D 6,5 0,7 7,2 11 1,6 0 44 0 0,9 40 21,3 6,43 27,3
2-F 43 0,2 45 16 14 0,1 40 1 0,5 29,3 235 8,97 34,8
2-J 11,1 04 115 28 1,6 0 3.7 0,2 0,2 3 175 6,37 29,7
X 6,9 1,06 8 2,3 15 0,02 4,6 0,3 0,9 9,2 20,1 6,8 29,7

answer

Table 3 shows that total time loss, calculated on the basis of the minutes in which teachers
start and finish the lessons, was rather high (an average of 8 minutes in a 40-minute lesson
period) and it was found that the lesson was interrupted 2 or 3 times for non-academic tasks.
The Table also points to the facts that teacher interactions with special needs students in a
class hour was very little (an average of 1,5 times), that none of the teachers, other than 2F
classroom teacher, made adaptations for special needs students and that special needs students
were placed at the back rows (fourth row or farther back). In terms of use of rewards and
punishments, teachers were observed to use rewards very little (an average of 0,3 times in a
class hour) for special needs students, the use of punishments/warnings/disproval behaviors
were three times higher than those of rewards (an average of 0,9 times in a class hour) and
teachers tended to use punishments/warnings/disproval behaviors for all students (special
needs students and other students) more than the use of rewards. Based on the observers’
scores, the highest score was obtained by 2F classroom teacher (8,97 out of 10) and it was
found that students in this teacher’s classroom answered more correct questions (an average
of 34,8 correct answers) compared to students in the other classrooms.
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Table 4

Results of One-Way ANOVA undertaken to determine whether time loss differed according to
teachers

Source of Sum of sd Mean = p Significant
Variation Squares Squares Difference
Between 1-2, 1-3,
groups 1132,358 3 377,453 19,049 ,000 24 34
Within 2298567 116 19815

Groups

Total 3430,925 119

As can be seen in Table 4, results of analysis pointed to significant differences between
teachers in terms of time loss [F(3-116)=19.05, p<.01]. Results of Scheffe test, undertaken to
determine the source of difference showed that time loss for 2F classroom teacher (X=4.53)
and for 2D classroom teacher (X=7.17) were significantly less than those of 2C and 2J
classroom teachers (X=11.9 and X=11.5). The calculated effect size was found to be at
medium level (n2=.33).

Table 5

Results of One way ANOVA undertaken to determine whether students’ correct answers in the
achievement test differed according to teachers

Source of Sum of sd Mean E p Significant
Variation Squares Squares Difference
Between

groups 1135,625 3 378,542 10,769 ,000 3-12/4
Within Groups ~ 4077,367 116 35,150

Total 5212,992 119

Table 5 shows significant differences between correct student answers in the achievement test
based on their teachers [F(3-116)=10.77, p<.01]. Results of Scheffe test, undertaken to
determine the source of difference between teachers showed that students in 2F classroom had

significantly more correct answers (X=34.8) compared to the students in the other three
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classrooms (2C, 2D, 2J) (X=27.1, X=27.3, X=29.7) The calculated effect size was found to be

at a low level (n2=.22).

Table 6

Results of One way ANOVA undertaken to determine whether students’ correct answers in the
achievement test differed according to teachers’ classroom management scores provided by
the observers

Source of Sum of sd Mean F p Significant
Variation Squares Squares Difference
Between 6,37-8,97
groups 1034,225 2 517,112 14,478 ,000 6.43-897
Within Groups ~ 4178,767 117 35,716

Total 5212,992 119

Table 6 shows that the number of correct answers provided by the students in the achievement
test significantly differed according to the scores given to teachers by the observers [F(2-
117)=14,48, p<.01]. Results of Scheffe test, undertaken to determine the source of difference
between student averages showed that the average correct number of 2F students in the test
(X=34.8) were significantly higher than those of students in the other three classrooms (2C,
2D, 2J) (X=27.1, X=27.3, X=29.7). The calculated effect size was found to be at a low level

(2=.20).

Discussion

This study intended to describe classroom management behaviors of teachers teaching in
general education classrooms that included special needs students along with students with
typical developmental patterns and to determine whether classroom achievement score
changed according to teachers’ classroom management behaviors. According to the findings,
teachers displayed insufficient classroom management behaviors. For instance, it was found
that an average 8 minute loss was experienced in a 40-minute lesson period due to teachers’

coming to classroom late or finishing the lesson earlier than the norm. In addition to this time
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loss, the fact that the lesson was interrupted 2 or 3 times due to non-academic tasks also added
to the time loss and the lesson period which was meant for academic tasks decreased.
However, it is emphasized in the literature that one of the factors that predict student
achievement is the time allocated for learning (Ozer and Anil, 2011; Savas and Giirel, 2014).
In order to increase the time allocated for learning, teachers should use the lesson periods
effectively and ensure that students spend their time on academic tasks by taking necessary
precautions to increase student participation in class. Researchers highlight the facts that
teachers’ classroom management skills play important roles in  maximizing academic
interaction time between teachers and students (McGee, 2001) and that student participation
in class can be ensured via effective teaching skills (Jordan, Schwartz and McGhie-
Richmond, 2009). Since high level of participation is related to achievement (Baker, Clark,
Maier and Viger, 2008), it is emphasized in the literature that the best thing a teacher can do
for student learning is to organize the classroom and the time in a manner that is free from
interruptions (Evertson and Harris, 1992; Kunter, Baumert and Koller, 2007). Although it is
crucial for achievement, time losses observed in the classrooms participating in the study

point to the need for teacher training in effective use of classroom time.

When the findings related to the teacher behaviors towards students with special needs are
examined, teachers were found not to display the behaviors that would facilitate special needs
students’ participation to the lessons. Studies emphasize the need for assigning level
appropriate tasks for special needs students to ensure their engagement with academic tasks
(Emmer and Stough, 2001). But the findings of this study revealed that only one of the five
special needs students were able to receive level appropriate instructional adaptations from
his/her teacher and only in some lessons. The identified level of teacher interaction frequency
(1,5) with special needs students is not sufficient to ensure academic participation of these

students which is already too little (Mclntosh, Vaughn, Schumm, Haager and Lee, 1993). The
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fact that special needs students were placed in the back rows in the classrooms can be
regarded as a barrier for teachers to reach these students and often and easily display the
required behaviors to keep them involved in the lesson. On the other hand, placement of
special needs students at the back rows can be regarded as an indication for teachers’
unwillingness to make speciallextra efforts for their special needs. Although teachers who
manage their classrooms well are teachers who not only know their content area very well but
also know how to plan and teach the lessons by taking different needs into consideration as
well (Berry, 2002), teachers are generally known to have negative attitudes when it comes to
special needs students. For instance, in the interviews with classroom teachers, teachers stated
that classroom teachers are incompetent in terms of special needs students and that special
education is better for these students (Sadiogly, Bilgin, Batu and Oksal, 2013). Similarly, in a
study with pre-school teachers, teachers expressed that the felt inadequate to work with
special needs students, had a hard time working with them and they felt uncomfortable having
these students in their classrooms (Varler and Vuran, 2006). Studies abroad also provided
similar results (Cook, 2002; Cook, Cameron and Tankersley, 2007; Hemmings and
Woodcock, 2011). Findings of the current study support the previous findings that emphasize
teachers’ attitudes towards special needs students and the need to improve these practices.
Existence of many special needs students -with or without diagnosis- in general education
classrooms makes it imperative to train the teachers working in these classrooms in the area of
special needs students. Literature reports that participation in various trainings or practices
regarding inclusive practices in general education classrooms positively change teachers’
attitudes (Gao and Mager, 2011; Killoran, Woronko and Zaretsky, 2013; Recchia and Puig,
2011; Van Laarhoven, Munk, Lynch, Wyland, Dorsch, Zurita, Basma and Rouse, 2006;
Walton and Rusznyak, 2014). Trainings that will be provided for teachers working in

inclusive classrooms should address special education, effective teaching and instructional
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adaptations and planning for trainings should include content that will make these teachers

feel responsible for special needs students (Jordan, Schwartz and McGhie-Richmond, 2009).

When the frequency of behaviors related to use of rewards and punishments or warnings for
special needs students and other students are examined, it was seen that punishments or
warnings were more often used compared to rewards. While teachers made use of rewards an
average of 0,3 times in a lesson for special needs students and used rewards 9,2 times for all
other students in a class period, they used punishment of warning behaviors two times more
for both groups. Three separate studies in inclusive classrooms (Giiner-Yidiz, 2015b; Giiner-
Yidiz and Sazak-Pmar, 2014; Sazak-Pmar and Giiner-Yildiz, 2013) identified that classroom
teachers used punishing or warning behaviors defined as disproval more often compared to
approval behaviors (rewards). In fact, the literature emphasizes that teachers should approve
appropriate student behaviors -or in other words reward these behaviors- in order to increase
desired behaviors and decrease problem behaviors and that teachers should use negative
behavioral management techniques such as punishment as the last resort (Brophy, 2006;
Landrum and Kauffman, 2006; Swinson and Harrop, 2001). It is identified that oral rewards
are especially effective in decreasing students’ problem behaviors (Ferguson and Houghton,
1992) and via rewarding students, teachers can ensure using the lesson time for academic
tasks by decreasing the time spent with dealing with problem behaviors (Brophy, 1983; Chalk
and Bizo, 2004). It is believed that researchers should study the reasons why teachers do not

often use rewards despite its importance on managing student behaviors.

The study also examined whether student achievement differed according to classroom
teachers. Based on the findings, achievements of 2F students in the exam were significantly
higher than those of other three classrooms. When classroom management behaviors of 2F
classroom teacher is examined, it was seen that, among the five teachers that participated in

the study, this teacher had less time loss in classes and used rewards and punishments more.
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2F classroom teacher who used rewards an average of 29,3 times in a lesson used rewards
four more times than the teacher who utilized the most number of rewards in the study and
although he/she was the teacher who used the highest number of punishments/warnings, this
finding was not significant since all other teachers used punishments/warnings behaviors to a
high degree. It is known that teachers who effectively make use of class time increase student
on-task behavior and are effective on student achievement (Baker, Clark, Maier and Viger,
2008; Kunter, Baumert and Koller, 2007). Use of rewards is defined as one of the effective
elements in managing student behaviors (Landrum and Kauffman, 2006). The facts that 2F
classroom teacher used class periods effectively and gave 4 times more rewards compared to
other classroom teachers in the study may have been effective in ensuring student
achievement. 2F classroom teacher, the only teacher in the study who made adaptations for
the special needs student in his/her class, albeit from time to time, seemed to ensure student
achievement by letting the special needs student to succeed in the framework of his/fher own
abilities. Based on observer scores, this teacher who had the best classroom management
skills among the five classroom teachers in the study was observed to display behaviors that
would make students learn better. These behaviors which included linking the topic to
previously learned topics, providing sufficient number of examples, using simple and
intelligible language and checking comprehension to make sure the topic is understood are
effective teaching behaviors. It is believed that using effective teaching methods, using more
rewards, using the class period more effectively and adapting the instruction to the needs of
the special need student differentiated 2F classroom teacher and became instrumental in

ensuring his/her students’ achievement.

Teachers are important factors that can positively affect student achievement (Darling-
Hammond, 1999; Tomlinson and Jarvis, 2014). Findings of this study and many other studies

emphasize the need for enhancing teacher skills in order to increase student achievement
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(Akiba, Le Tendre and Scribner, 2007; Gallagher, 2002). It is imperative to invest in teacher
qualifications covering a wide range from undergraduate pre-service training to in-service
trainings to ensure achievement both in inclusive education classrooms and for all other
classrooms. And future studies should investigate the relationship between teacher behaviors

and student achievement in special education settings.

*A preliminary report of this study was presented at the 24st National Special Education

Congress, held in 2014 in Edirne.
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Abstract

This study was conducted to investigate the challenges of students for the school of special needs
in Kwara State. The descriptive survey research design was used by the researchers for the study.
The purposive and simple random techniques were used in selecting 200 special needs students in
the school. The questionnaire titled “Challenges of the Students in the School For Special Needs
Questionnaire” (CSSSNQ) was administered by the researchers with the help of trained assistance
to the respondents in order to elicit information from the sampled respondents. The items of the
questionnaire were content validated and test re-test method was used to determine the reliability
coefficient of 0.79. The major challenge of these students was their difficulty to relate unimpaired
persons. Percentages were used to present the demographic data, while t-test and Analysis of
Variance were used to test the four generated hypotheses. There were no significant differences
found in the challenges of students of special needs school in Kwara State on the basis of gender,
age, religious affiliation and their type of disability. Based on the findings of this study, it was
recommended that alternative educational activities should be provided for these exceptional

children. Also, the counselors can give social support to these children through counseling.
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Introduction

Students with special needs are subject to different challenges due to their disability. Some of
these students may have complex individual needs, such challenges may derive from school
climate or interaction with people ( Uchemadu, 2013). Akinpelu (2004) and Okeke (2002)
noted that there are different types of disability. These include children with hearing

impairment, visual impairment, mentally retarded, learning disabled and the gifted children.

The Federal Ministry of Education (1977) instituted Section 8 of the National Policy on
Education which provided special education programs for individuals with disabilities.
Special education is defined as any educational provision which is designed to cater for
students in special needs schools (Olawale, 2000). The labeling of students as “handicapped”
has been replaced by broader descriptions of their learning needs. Garuba (2003) noted that
students with disability are children who differ significantly from the average to such an
extent that provision of special service becomes mandatory for effective learning, social
participation and adjustment. In the same vein, Adeyipo (2014) observed that the visually
impaired students cannot effectively benefit from the regular classroom arrangements without
provision for braille, typewriter, recorded tapes and other intervention programmes. Also, the
hearing impaired needs supportive service through sign language. The same is applicable to
other categories of students with disability. Ozoji (2005) emphasized that the special

education is tailor to the unique need of the learners.

Special Education Review Committee (SERC) (1993) identified the major areas of disability
which includes general learning disabilities, emotional and behavioral disturbance, language
and communication difficulties disorders, physical and sensory disabilities. Bakare (2000)
emphasized that the children with disability are exposed to certain risks in life which are

detrimental to their hopes, dreams and future aspirations. As a result of their disability, they
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are compelled to depend on people who often have negative attitude towards them. A person
with special needs is someone with limited or restricted function due to their disability. Thus,
a person is handicapped when there is any condition or deviation of physical or intellectual
ability that inhibits or prevents achievement (Olawale, 2000). Adesina (2001) defined the
word “handicap” as descriptive circumstance of a person who is at a disadvantage in
exercising his/her physical, mental or emotional ability. According to the World Health
Organization (2000), impairment could be referred to as the physical or mental defect.
Impairment is a biological condition that reflects anatomic and physiologic dysfunction in a
person (Ozoji, 2010). A disability is a measurable impairment or limitation that interferes
with a person’s ability. Disability, impairment and handicap have been used interchangeably
but they do not have the same meaning although they are interconnected. The first Nigerian
Federal College for Special Education was established in Oyo State. Since its inception, the
college has graduated many students in the various aspects of special education. During this
period, elements of special education courses were introduced into the educational curriculum
of teachers and in higher institutions of learning (Abang, 2005 and Ogunsanya, 2010). The
government has further accelerated proper functioning of special education through the
creation of Department of Special Education at the University of Ibadan. In 1980, a similar
department was established at the University of Jos. Today, there are about 105 special

education schools that are located all over the nation.

Kwara State School For Special Needs, llorin

The school was established in the year 1974 with Ten (10) pioneering students. In 1984, a unit
for the mentally retarded was introduced and the initial name of the school was changed to
Kwara State School for the Handicapped, this name was later found to be derogative and
insultive in terms of discrimination, as such, the name of the school was changed to Kwara
State School for Special Needs. Currently, the school has about 450 pupils cutting accross the
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various units. The school comprise of three (3) units namely: the Visual Impairment, Hearing
Impairment and Intellectual Disability Units. These units have different levels i.e. elementary

and secondary school.

Problems Faced by Students with Disabilities

The students with disability are confronted with several challenges in life (Bolanle, 2012).
Aside from coping with the trauma of a disability, the student may find it difficult to access
several facilities while attending school. After graduation, the student might not be employed
because of his/her disability. Babin (1982) stated that the fear of the future is one of the basic
problems of special needs students. Bancroft (2001) emphasized that Nigerian education is
not adequately funded, and this also has a lot of effect on these students. Certain educational
materials, facilities and equipment which could have enabled them to learn without difficulty,
are costly hence, many parents cannot afford them. Students of special needs school find it
difficult to cope with the syllabus and normal teaching methods when compared with their
normal counterparts. Lack of adequate specialists and Para-professionals such as the
physiotherapists, pathologists, braillists, sign language interpreters, among others constitutes a
challenge (Adeyipo, 2014). According to Akinyemi (2004) some common problems faced by

special needs students are as follows:

Most of the special needs students usually develop low self-esteem and this can lead to anti-
social behaviors like aggressiveness, lack of self-confidence; and feeling of self-defeatism.
Johnson and Kenneth (2006) revealed that low self-concept can lead to psychological

problems.

Students with disabilities who find themselves in the midst of normal students are often
humiliated and are exposed to contempt as the normal ones may call them names in relation to

the type of their disability. In addition, the normal student(s) whether in the classroom or
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outside may discriminate against the special needs students thus bringing about the problem
of social acceptability among their mates. Sometimes, they are emotionally unbalanced and

denied of their basic rights (Anderson, 2004)

Several authorities in the fields of educational have argued that relationships between parents
and children determine to some extent the failure or success of students at school. Parents of
students with disability who are uneducated may be unconcerned about their children with
disability. Lack of affection and love from parents can make the special need child to be
emotionally unstable (Farooq, 2012). Most students with disability experience a lot of anxiety.
They are always anxious about the future, how they will ultimately sustain themselves in the
future. Some of them are anxious about the nature of their deformity (Safree, Yasin, &

Dzulkifli, 2011)

Another problem that may be faced by these special populace is the fact that, due recognition
is not accorded to them as real and full member of the society by the general public and this
depends on the nature, and severity of the deformity. Abang (2005) explained that these
students are seen by the public as nuisance. As such, many of them have developed infeority
complex. Coupled with this also, is the issue of lack of necessary and relevant equipment or
other types of support services like textbooks in Braille, homemaker services, sign language
interpreters, counselors and so on. When these are lacking, the physically challenged student

may not be able to benefit fully from the school system.

Statement of Problem

It was estimated that the total amount of disabled person(s) in Nigeria is about 3 million and
at least 71,800 disabled person(s) are from Kwara state alone. In spite of efforts intensified by
government, media and non-governmental organizations towards a change of attitude to

people with disabilities, much has not been achieved. Onwuegbu (2008) reported that the

188



AJESI - Anadolu Journal of Educational Sciences International, 2017; 7(1): 184-202

total number of primary and secondary school students’ enrolment in Nigeria stood at about
20 million, students with special needs constituted about 2.4million in Nigerian Schools.
Ainscow (1990) stated that children with disabilities are often marginalized and are
sometimes excluded from the school systems. These students are frustrated when their
aspiration and needs cannot be met because of their disability (Crisp, 2002). Ozoji (2005)
revealed that the negative attitude of people towards children with disability can be “more
disabling than the disability itself. This is one of the major problems faced by children with
special needs. Also Eleweke (1999) pointed out that the rehabilitation centers in many parts
of the country are not well funded, lack the material and relevant support to make them
functional and creative. Over the years, studies on students with disability have been
conducted by some researchers. Johnson and Kenneth (2006) investigated at the impact of
disability on children’s self-concept, Ajobiewe and Adeniran (1999) carried out a research on
management of disability in the family and community while Olawale ( 2000) worked on
counseling exceptional children who have challenges. To the best knowledge of the
researchers, none of them worked on challenges encountered by students of special needs in
llorin, Kwara State. Hence, the purpose of this study was to find out the challenges
encountered by students of the school for special needs in llorin, Kwara state. According to

Qjile (2000), students with disability go through a lot of problems.

Research Question

1. What is the major challenge of students of the school for special needs in Kwara state?

2. Is there any significant difference in the challenges encountered by students of the

school for special needs in llorin, Kwara State on the basis of gender?

3. Is there any significant difference in the challenges encountered by students of the

school for special needs in llorin, Kwara State on the basis of religion?

189



AJESI - Anadolu Journal of Educational Sciences International, 2017; 7(1): 184-202

4. Is there any significant difference in the challenges encountered by students of the

school for special needs in llorin, Kwara State on the basis of age?

5. Is there any significant difference in the challenges encountered by students of the

school for special needs in llorin, Kwara State on the basis of their type of disability?

Research Hypothesis

1. There is no significant difference in the challenges experienced by students of the

school for special needs in kwara State on the basis of gender.

2 There is no significant difference in the challenges experienced by students of the

school for special needs in kwara State on the basis of religion.

3 There is no significant difference in the problems experienced by students of the

school for special needs in kwara State on the basis of age.

4 There is no significant difference in the problems experienced by students of the

school for special needs in kwara State on the basis of their type of disability.

Methodology

Research Design

The research design adapted for this study is the descriptive survey method. Daramola (1992)
described descriptive survey as a systematic description of event in a very factual and
accurate manner. This method enables information to be obtained from a representative

sample of the population.
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Sample and Sampling Techniques

The school for special needs llorin is the only school in Kwara State as such it was
purposively selected for this study. The target population for this study comprised of all the
students in the school for special needs in llorin. From this population, simple random
sampling was used in selecting 200 students who could actually respond to the questionnaire.
With the help of the research assistant questions were read to students with visual impairment
and their desired options were ticked. Students with intellectual disability were aided by their
teachers. These teachers are trained to handle students with intellectual disability. The
researchers took permission from the school authority before the questionnaires were

administered to the students.

Instrumentation

The instrument used for this study is titled “Challenges of Students in the School for Special
Needs Questionnaire (CSSSNQ)”. The questionnaire which was developed by the researchers
consisted of two (2) sections; the first section elicited for personal information which
includes; age, religion, sex, class, ethnicity and their form of disability. The second part has
15 items which the students were required to respond to on a Four-Point Likert Type Scale of
Strongly Agree - 4 Points, Agree -3 Points, Disagree - 2 Points and Strongly Disagree- 1

Point.

The validity of the instrument was established by giving copies of the questionnaire to three
(3) experts in the related field. The final draft was done in line with the suggestions of these

experts who adjudged the instrument valid and relevant.

In other to ascertain the reliability of the instrument test re-test method was adopted. The test
was administered on the same group of respondents who were not part of the study at an

interval of four weeks. The two set of scores obtained were correlated using Pearson Product
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Moment Correlation co-efficient and a co-efficient of 0.79 was obtained. The instrument was

therefore considered reliable and suitable for the purpose for which it was designed.

Method of Data Analysis

Frequency count and percentage distribution statistics were used to compute the demographic
data of the respondents. The t-test and Analysis of Variance (ANOVA) were used to test the

hypotheses at 0.05 alpha level.

Results

Demographic Data

The result of data obtained from the respondents personal information was presented in

frequency counts and percentages.

Table 1

Distribution of respondents on the basis of gender

Frequency Percentage
(N=200)

Gender
Male 103 51.5
Female 97 48.5
Religion
African Traditional Religion 22 11.0
Christianity 113 56.5
Islam 65 32.5
Age
15— 18 years 79 39.5
19 - 22 years 97 48.5
23 years and above 24 12.0
Type of Disability
Hearing Impairment 76 38.0
Visually Impairment 53 26.5
Physical disability 55 27.5
Intellectual disability (mild) 16 8.0
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Table 1 showed that 200 respondents participated in the study out of which 103 (51.5%) were
male, 97 (48.5%) of the respondents were female, 22 (11%) of the respondents were of the
African Traditional Religion, 113 (56.5%) are Christians, 65 (32.5%) were of Islamic
religion. 79 (39.5%) of the respondents were between 15-18 years, 97 (48.5%) were between
19 — 22 years, while 24 (12%) were 23 years and above. Table 1 showed that 76 (38%) of the
respondents had hearing impairment problem, 53 (26.5%) were visually impaired, 55 (27.5%)
physically challenged and 16 (8%) were intellectually challenged. Those with mild
intellectual disability are those students that obtained low 1.Q scores due to neurological

damage. These group of people can achieve minimum competence.

Table 2

Mean and rank order on the challenges encountered by students of school for special needs

Item | As far as | am concerned my major challenge is : Mean | Rank
No.

10 | that i find it difficult to interact with my other peer group who | 2.11 | 1%
are not impaired

14 | lack awareness on vocational opportunities 2.08 |2
4 the problem of low self-esteem due to my present condition 2.04 | 3¢
15 | the feeling of rejection from parents 2.02 | 4®h
9 the lack of recognition as full members of the society 1.86 5th
7 the level of high anxiety about the future 1.86 6t
2 the lack of interest in schooling 1.84 7t
6 | the problem of restricted mobility and coordination 1.84 gt
12 | the lack of attention of the school personnel 1.82 gth
13 | thedifficulty I encounter in carrying out my daily chores 1.82 10t
8 the inadequacy of teaching and learning materials 1.79 11t

3 that 1 find it difficulty in communicating with other impaired | 1.76 12t
student such as the deaf or mentally retarded

11 | lack of financial assistance 1.71 13t
1 the Un-conducive learning environment 1.68 14t
5 that I am unable to properly integrate into the society 1.62 15t

Table 2 showed that item 10 ranked 1st with a mean score of 2.11 and it states that “As far as
I am concerned my major challenge is that i find it difficult to interact with my other peers

who are not impaired”. Ranked 2nd is item 14 with a mean a score of 2.08, which states that
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“As far as I am concern my major challenge is that I lack awareness on vocational

opportunities”. Ranked 15th is item 5 respectively.

Hypotheses Testing

Hypothesis One: There is no significant difference in the challenges experienced by

students of the school for special needs in llorin on the basis of gender.

Table 3

Mean, standard deviation and t-Value on the problems facing special students in llorin on the
basis of gender

Gender Mean SD df Cal. t-value  Crit. t-value p-value

Male 103 28.20 557
198 1.18 1.96 314

Female 95 27.32 4.77

Table 3 shows a calculated t-value of 1.18 is less than a critical t-value of 1.96, with
corresponding p-value of .314 which is greater than 0.05 alpha level of significant. Since p-
value is greater than 0.05 alpha level, the hypothesis is said to be accepted. Hence, there is no
significant difference in the challenges experienced by students of the school for special needs

on the basis of gender.

Hypothesis Two: There is no significant difference in the challenges experienced by

students of the school for special needs in llorin on the basis of religion.
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Table 4

Analysis of variance (ANOVA) showing the difference in the problems facing special students
in llorin on the basis of religion

Source df SS Mean Cal. F-value Crit. F-value p-value
Square

Between Groups 2 45,952 22.97
0.84 3.00 278

Within Groups 197 5416.923 27.49
Total 199 5462.875

Table 4 shows that the calculated F-value of 0.84 is less than the critical value of 3.00 with
corresponding p-value of .278 which is greater than 0.05 alpha level of significance. The
hypothesis is upheld since p-value is greater than alpha level. As such, there is no significant
difference in the challenges experienced by students of the school for special needs on the

basis of religion (i.e Christianity, Islamic & African traditional religion).

Hypothesis Three: There is no significant difference in the challenges experienced by

students of the school for special needs in llorin on the basis of age.

Table 5

Analysis of variance (ANOVA) showing the difference in the problems facing special students
in llorin on the basis of age

Source Df SS Mean Cal. F-value Crit. F-value p-value
Square

Between Groups 2 22.204 11.10
0.40 3.00 534

Within Groups 197 5440.671 27.61
Total 199 5462.875

Table 5 shows the calculated F-value of 0.40 less than the critical value of 3.00 with the

corresponding p-value of .534 is higher than 0.05 alpha level of significance. Hence, since the
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p-value is greater than alpha level therefore, the hypothesis is accepted. This indicates that
there is no significant difference in the problems experienced by students of the school for
special needs in Ilorin on the basis of age (between 15-18 years, 19-22 years & 23 years and

above).

Hypothesis Four: There is no significant difference in the challenges experienced by

students of the school for special needs in llorin on the basis of their type disability.

Table 6

Analysis of variance (ANOVA) showing the difference in the problems facing special
students in Illorin on the basis of their type of disability

Source df SS Mean Cal. F-value Crit. F-value p-value
Square

Between Groups 3 23.779 7.92
0.28 2.60 432

Within Groups 196 5439.096 27.75
Total 199 5462.875

Table 6 shows the calculated F-ratio of 0.28 is less than the critical F-ratio of 2.60 with
corresponding p-value of .432 greater than 0.05 alpha level of significance. As such the
hypothesis is accepted. That is, there is no significant difference in the challenges experienced

by students of the school for special needs in Ilorin on the basis of their disability.

Discussion

This study revealed that the major challenge of students in the school for special needs is the
difficulty they experience in their daily interactions with their unimpaired peers. Olawale
(2000) noted these students with disability are exposed to discrimination due to their
disability. Okoye (2010) opined that one of the basic challenges of students with disabilities is
the feeling of loss of self-worth when aspirations are not met. Irrespective of the student’s

gender, such feelings often lead to inferiority complex which is a common phenomenon
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among the students with disability. Also Akinpelu (2004) is of the opinion that disability
obstructs growth and educational progress. This is because students with disability cannot
carry out duties and assignments at the normal speed when compared with those who are not

challenged.

With the disparity in their religious affiliations, the challenges experienced by these students
are still a source of concern. Farooq (2012) explained that despite the rapid increase in the
number of organizations serving this community, the problems and training of special needs
students remain a serious issue for experts, policy makers and stake holders. In other words,
their religious believe has not helped in reducing these problems but rather to cope with such

challenges.

The result from this current study revealed that students of different age groups in the school
for special needs in llorin perceive their challenges the same way. This is in line with the
submission of Crisp (2002) that irrespective of age many of the physically challenged students
encounter a lot problems in schools and such challenges often lead to frustration. In a study
carried out by Farooqg (2012) the entire group that participated in the study agreed that there
were structural and personal problems experienced by students of the special needs schools
and these include negative attitude of the people towards the disabled, lack of assistive

devices due to financial challenged.

Conclusion

» There is no significant difference in the problems experienced by students of the

school for special needs in llorin on the basis of age.

» There is no significant difference in the problems experienced by students of the

school for special needs in llorin on the basis of gender.
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» There is no significant difference in the problems experienced by students of the

school for special needs in llorin on the basis of religion.

» There is no significant difference in the problems experienced by students of the

school for special needs in Ilorin on the basis of their disability.

Imphication of Findings for Counselors and Educational Psychologist

Counseling is a helping profession that helps an individual live a balanced, well adjusted,
meaningful life. The major goal of counseling profession is problem resolution; as such
counselors can help to train students of the school for special needs on the various coping
strategy skills. Counselors can also organize Individual and group counseling for these

students especially when they are faced with some major challenges.

Counselors can encourage parents of students with disability to seek medical attention rather
than conforming to cultural explanations of the illness. The educational psychologist who is
concerned with the psychological well-being of the individual within the educational setting

will do a lot to help with the self-concept and other related problem.

Recommendations

The Federal Government should be encouraged to make education free and compulsory for
people with special needs. Alternative educational activities should be provided for these
exceptional children through inclusive education. Inclusive education is the process by which
people with disabilities are placed in a regular school environment to receive instruction with
regular students. Professional counselors, educational psychologist and trained special
education teachers should be employed because a trained School counselor can understand

student’s concerns and provide necessary assistance. Early identification of these special
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needs student’s concerns/problems and proper intervention can be achieved through effective

inter-personal relationship between the school counselors.

199



AJESI - Anadolu Journal of Educational Sciences International, 2017; 7(1): 184-202

References

Abang, B. T., (2005). The exceptional child: Handbook of special education, Jos,

Nigeria.

Adesina, S.S. (2001). Disability in Nigeria. A paper presented at kwara State Day of

Disabled: Ilorin

Ainscow M and Memmenasha H (1998). Education of children with special needs: Barriers
and opportunity in Central and Eastern Europe. Occasional papers on economic and

social policy series 67

Akinpelu, O.F. (2004). Managing Handicapped Student in Schools. In A. ldowu (ed.)

Guidance and counseling in Education, llorin. INDEMAC publishers (NIG.) Ltd.

Akinyemi A.A. (2004). Causes of handicapping condition as perceived by parents in Ife
North Local Government, Ipetunmodu, Osun State. An Unpublished B.Ed. Thesis,

University of llorin.

Ainscow, M. (1990), “Special Needs in the Classroom: The Development of a Teacher

Education Resource Pack”. International Journal of Special Education, 5: 13-20.

Anderson, D. W., (2004). Human rights and persons with disabilities in developing nations of
Africa. Paper presented at the 4th Annual Lilly Fellows Program National

Research Conference, Birmingham, AL.

Anderson G (2004). Hearing impairment, coping strategies, and anxiety sensitivity. Psychol.

Med. 10: 35-39.

200



AJESI - Anadolu Journal of Educational Sciences International, 2017; 7(1): 184-202

Bain, D. (1982). Instructional design for Special Education. Englewood Cliffs, New Jersey:

Educational Technology Publications.

Bakere, A.C. (2000). Integration in education: The case of education for the handicapped

children in Nigeria. International Journal of Special Education, 7, 225-260.

Bancroft, J. (2001). Support in science for students with special education needs. Science

Education Newsletter, 153, 1 — 5.

Crisp, R, (2002). A counselling framework for understanding individual experiences of

socially constructed disability. Disability Study. 22: 20-32.

Daramola O.S., (1992). Research Methods and Statistical Analysis in Education. Ado-EKiti:

Petoa Educational Publishers.

Eleweke C. J., (1999). The need for mandatory legislations to enhance  services to people

with disabilities in Nigeria.Disability & Society, 14, 227-237.

Fakomogbon A.M., (1998). ‘Teachers awareness of resource and services needed for
integrating handicapped students in the public schools in Ilorin, Kwara State’. llorin

Journal of Education 18, 26-35.

Faroog . A. (2012) Problems faced by students with special needs in ordinary Pakistan

schools. Journal of quality and Technology Management 8(1), 13-27

Federal Ministry of Education, (2004).National Policy on Education. Lagos,

Nigeria: Author.

lhunnah A. C., (2004). The status of special education in a developing country: Nigeria.
Unpublished Doctoral dissertation, Virginia Polytechnic Institute and State University,

Blacksburg, VA.

201



AJESI - Anadolu Journal of Educational Sciences International, 2017; 7(1): 184-202

Ogunsanya A, (2010). Federal College of Education (Special) Oyo State, Nigeria.
Retrieved from: www.directory-Nigeria.org/federal-college-of- education
special-Oyo, on March, 20 2012.

Olawale, S.G. (2000), Counselling Exceptional Children. A handbook  for
Professionals and Parents working with Exceptional Children. Ibadan:

HMS publications (Inc.)

Onwuegbu L.O., (2008). The Nigeria culture: Its perception and treatment of the
handicapped. Unpublished essays, Federal Advanced Teachers College for Special

Education, Oyo State, Nigeria.

Ozoji E.D., (2005). Volunteering for the handicapped: The example of a voluntary association

in Nigeria. Vision Magazine, 3(1), 3-5

Okoye 0. (2010). Support systems and coping strategies available to physically
challenged students in University of Nigeria, Nsukka . Department of  Social Work,

University of Nigeria, Nsukka, Enugu State, Nigeria. International Research

Journals, 1(11) 666-67.
World Health Organization (1980): International Classification of Impairments,
Disabilities and Handicaps a Manual of Classification. Relating to

Consequences of Disease.  Geneva: World Health Organization.

202



ISBN: 2146-4014



