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Abstract

This meta-analysis was conducted to examine gender differences in social connectedness.
Systematic review and meta-analysis was reached 261 studies by literature search. With regards
to inclusion criteria, 19 studies were included in the meta-analysis and 20 effect sizes were
calculated from these studies (N = 15.171; 8.620 females and 6.551 males). Meta-analysis
indicated that there is a significant slightly effect in favors of women (k = 20,d =.13, p <.001). In
moderator analysis revealed that age did not moderate significantly the relationships between
gender and social connectedness, whereas cultural differences moderate the relationships
between them. Effect size was significant but, it was just a small for individual culture, not for
collective culture. The findings were discussed in the light of the relevant literature and
suggestions were made for future studies.

Keywords: Social connectedness, gender, culture, age, meta-analysis.
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0z
Bu meta-analizi calismasinin amaci, cinsiyetin sosyal baghlik {izerindeki etkisini ortaya
koymaktir. Sistematik sentezleme ile gerceklestirilen bu calismada 6nce alanyazin taramasi
yapilmis ve 261 calismaya ulasilmistir. Bu ¢alismalardan arastirmacilar tarafindan belirlenen
oOlciitleri karsilayan 19 bagimsiz calismaya ait 20 etki biiytikliigli meta-analize dahil edilmistir (N
=15.171; 8.620 kadin ve 6.551 erkek). Meta-analiz sonucunda cinsiyetin sosyal baglilik {izerinde
kadinlar lehine diisiik diizeyde anlamli oldugu anlasimistir (k = 20, d = .13, p < .001).
Moderatorliik analizi sonucunda; yas gruplarina gore istatistiksel olarak anlamli bir farklilik
gorilmezken, kiiltiir agisindan anlaml bir farklilik oldugu saptanmistir. Bireyci kiiltlirlerde etki
biiyikligi diisiik diizeyde ve anlamhli ancak kolektif kiiltiirlerde etki biiytikligiiniin oldukca
diisiik ve anlamsiz oldugu belirlenmistir. Elde edilen bulgular, ilgili alan yazin 1s1g81nda tartisilmis
ve gelecek calismalara 6nerilerde bulunulmustur.

Anahtar kelimeler: Sosyal bagllik, cinsiyet, kiiltiir, yas, meta-analiz.
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Seydi Ahmet SATICI, Giirhan CAN

1. Giris

Sosyal yasamda bireyin giivenli bir cevre algisina sahip olmasi, digerleriyle yakin iliskiler
kurabilmesi ve gii¢lii bir aidiyet duygusu gelistirebilmesi psikolojik saghigi ile yakindan iliskili
oldugu bilinmektedir. Nitekim Adler (1927) de ruh sagliginin korunmasinda sosyal boyutun
etkisine O6nem vermekte ve bireylerin icerisinde bulunduklari cevreye kendilerini ait
hissetmelerinin 6énemine dikkat cekmektedir. Ote yandan Maslow (1943) ihtiyaglar
hiyerarsisinin orta noktasinda ait olma ve sevme ihtiyacinin giderilmesine vurgu yapmakta ve
bireylerin ait olma ihtiyaci ile kendilerini bir grubun pargasi olarak géorme egiliminde olduguna
dikkat cekmektedir. Bu ihtiyacin giderilememesi sonucunda bireylerin; yabancilasma ve giderek
uyum problemleri yasayabilecekleri ileri stiriilmektedir (Maslow, 1954). Psiko-sosyal gelisim
kuraminin o6nctilerinden Erikson (1977) ise, ergenlik ve genc yetiskinlik dénemlerinde
bireylerin kimlik arayislar1 siirecinde kendilerini bir gruba baglh hissetmeye gereksinimleri
oldugunu belirtmektedir.

Bireylerin kendilerini sosyal c¢evreye ait hissetmeleri konusunun Bowlby'nin (1973)
calismalarinda daha da yogunlastig1 goriilmektedir. Kuramciya gore aidiyet duygusu; baglanma,
duygusal yakinlik ve baglilik olmak iizere li¢ temel faktor tizerine kurulmaktadir. Baglanma, 6zel
bir kisi ile olusturulan giiclii duygusal bag; duygusal yakinlik ise iletisim/etkilesim kurulan
kisilerle saglanan iliskideki roller olarak ifade edilmektedir (Bowlby, 1973; Hall, Lindzey ve
Cambell, 1998). Sosyal baglilik, bireyin kendisini ge¢misten gelen tiim iliskileri icinde anlaml bir
par¢a olarak degerlendirmesi olarak tanimlanmaktadir (Lee ve Robbins, 1998). Sosyal baghlik
ile bireyler biitiinciil bir sekilde sosyal ¢evrelerine yonelik aidiyet yasayabilmekte ve kisilerarasi
iliskiler kurabilme istekleri hizlanabilmektedir.

Sosyal baglhlik; bireylerin iletisim aglari, etkilesimde olduklar1 kisi sayilar1 ve kendilerine bir
grubun icerisinde hissetmelerine yonelik hem niceliksel hem de niteliksel olarak durumlari
hakkinda bilgi vermektedir (Blackshaw ve Long 2005; Glover ve Hemingway, 2005; Townsedn
ve McWhirter, 2005). Ayrica aile ve arkadas gibi yakin cevreye yonelik yakin hissetmenin yani
sira, bireyin kendisini toplumdaki diger c¢evrelere de yakin hissetmesi olarak da
degerlendirilmektedir. Sosyal cevresiyle bag kurabilmis kimseler sosyal aktivitelere katilmakta
isteklidirler ve giiclii iliskiler kurabilmektedirler (Lee ve Robbins, 1995). Diger taraftan sosyal
baghhigin zayiflamasi halinde, bireyler kendilerini dis diinyadan soyutlayabilmekte ve giderek
bir yabancilasma yasayabilmektedirler (Baumeister ve Leary, 1995). Daha da otesi, gili¢gsiiz
sosyal bagliliga sahip bireyler; yasamlarinda anlam ve amag yoksunlugu hissedebilmektedirler.

Bireylerde sosyal baghiligin gelismesiyle ve glgclii olmasiyla birlikte uyum sorunlar1 da
azalmaktadir (Duru, 2008a, 2008b). Bireylerin sosyal bagliliklarini gliclendiremedikleri takdirde
kendilerini yalniz hissedebilmekte, giderek tiim ¢evresinden uzaklastirabilmektedir (Baumeister
ve Leary, 1995; McWhirter, 1990). Buna karsin, giiclii bir sosyal baghlik bireyin iyi olusunu
artirabilmekte (Satici, 2016), kendi duygu ve ihtiyaclarina cevap verebilmektedirler. Sonug
olarak, sosyal baglilik yalnizca risk davranislarina karsi koruyucu bir faktor olarak degil, aym
zamanda da depresyon, kaygi ve yalnizlik gibi olumsuz ruh hallerini azaltabilmekte ve bireylerin
pozitif ruh sagliklarini gelistirebilmektedir (Abubakar ve dig, 2014; Crespo, Kielpikowski, Jose ve
Pryor, 2010; Jose ve Lim, 2014).

Literatiirde sosyal baghhgin hangi faktorlerle iliskili olduguna dair baz1 g¢alismalara
rastlanmaktadir. Ornegin, Cross ve Madson (1997) cinsiyet sosyal bagliigin farklilasmasinda
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o6nemli bir rolii olduguna isaret ederken bu goriisiinii; “kadinlarin iliskilerinde samimiyeti
artirma isteklerinin, onlarin sosyal bagliliklarini da artirabilecegine; erkeklerin ise sosyal
karsilastirma  araciliglyla daha fazla  Dbireyselleserek ayrilik  yasayabileceklerine”
dayandirmaktadir. Gercekten de kadinlarin erkeklere gére daha fazla empati kurabildikleri
(Derntl ve dig.,, 2011; Rueckert ve Naybar, 2008; Toussaint ve Webb, 2005) disiiniildiigiinde,
kadinlarin erkeklere kiyasla sosyal bagliliklarinin daha gii¢lii olabilecegi akla gelebilir. Ne var ki
bu konuda, bugiine degin gerceklestirilen calismalara bakildiginda; kimi arastirmalarda
kadinlarin erkeklere gore daha yliksek sosyal baghlik diizeyine sahip oldugu (6r., DiDonato ve
Berenbaum, 2013; Lee, Keugh ve Sexton, 2002; Mondisa ve McComb, 2014); kimilerinde ise
erkeklerin kadinlara gore daha yiiksek sosyal baglilik dizeylerine sahip oldugunun rapor
edildigi goriilmektedir (6r., Alam, Rafique ve Anjum, 2016; Betancourt ve dig., 2012). Buna ek
olarak, kadin ve erkeklerin sosyal baglilik diizeylerinin birbirlerine ¢ok yakin olduguna isaret
eden arastirma sonuglar1 da bulunmaktadir (6r., Christiansen ve Evans, 2005; Krishnakumar,
Narine, Soonthorndhada ve Thianlai, 2014). Bu sekilde cinsiyet ile sosyal baglihgin farklihik
gostermesinde cesitli diizenleyici degiskenlerin olabilecegi diisiiniilmektedir. Bunlardan ilk akla
gelen kiltliir ve yasin cinsiyet-sosyal baglilik iliskisinde diizenleyici degisken olabilecekleri
ongorilmektedir.

Sosyal baghligin cinsiyet ile olan iliskisinde, ilk diizenleyici rol tistelenebilecek degiskenin
kiltirel farkliliklar olabilecegi diistintilmektedir. Kiiltiirel farkliliklar denilince de en cok
kullanilan bireyci ve toplulukgu kiiltiirlerden sz edilmektedir (Hofstede, 2001; Triandis, 1995).
Bireyci kiiltlirlerde kisilerin 6ncelikleri kendi amaglari ve ihtiyaglarinin giderilmesidir. Bununla
birlikte, bireyci kiiltiirlerde kisiler kendilerini bireysel 6zelliklerine atif yaparak tanimlamakta
ve kendi ¢ikarlarin1 6n planda tutarak 6zerklige vurgu yapmaktadirlar (Oyserman, Coon ve
Kemmelmeier, 2002; Triandis ve dig., 1988). Diger taraftan toplulukcu kiiltiirlerde ise kisilerin
oncelikleri icinde bulunduklari toplumun ihtiyaclarina yanit verebilmek, toplumun ahengini
stirdiirebilmek ve koruyabilmektir (Hofstede, Hofstede ve Minkov, 2010; Triandis, 1995).
Toplulukecu kiiltliirde bireyler kendisini tanitirken toplumsal Ogeleri de isin icine katarak
tanitmaktadirlar.

Kiiltiirel farkliliklar bireylerin cinsiyetlere yonelik bakis acilarim etkileyebilmektedir. Icerisinde
yasanilan toplumun kiiltiirii, cinsiyet rollerinin olusmasina zemin hazirlamaktadir. Cinsiyet
rolleri ile bireylerin nasil davranacaklar1 ve disiineceklerine yonelik fikirler elde edilebilir. Bu
noktada, bireyci kiiltiirde rekabete, ekonomik giice ve basariya vurgu yapilmasi, toplumsal bagin
ihmal edilme olasiigin1 artirabilmektedir. (Hofstede, 2001; Triandis, 2002). Diger taraftan,
toplulukcu kiiltiirlerde ise bireylere daha ¢ok sefkat, merhamet ve uyum goésterme rolleri
yuklendigi gozlemlenmektedir (Hofstede ve dig, 2010; Triandis, 1995). Toplulukcu kiiltiirlerde
toplumsal ahengi bozmayacak davranislar ve roller her iki cinsiyete de yiiklenmektedir. Bu
nedenle de farkhi kiiltiirlere sahip olan (bireyci-topluluk¢u) kadinlar ile erkeklerin sosyal
baghlik diizeyleri degisebilecegi 6ngoriilmektedir.

Sosyal baglilik ile cinsiyet iliskisinde diizenleyici olabilecek diger bir degiskenin de yas
olabilecegi diisiiniilmektedir. Ergenlik déneminde bireyler akranlariyla birlikte olmak arzusunu
daha fazla yasayabilmektedir. Ergenlik doneminde sosyal baglilik olumlu baglar1 ve ergenlerin
ekolojik ¢cevrelerindeki yeni Kisilerle ve yerlerle kurulan etkilesim ile iliskilerini ifade etmektedir
(Karcher, 2011). Bu durumda sosyal bagllik, ergenlerin sosyal cevreleriyle
yakinlasabilmelerinde ve kendilik algilarini1 gelistirmelerinde 6nemli bir mekanizma gorevi
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gormektedir (Wu, Outley, Matarrita-Cascante ve Murphrey, 2016). Buna karsin yetiskinlik
doneminde, bireylerin kendilerini giderek toplumdan soyutlamalar1i sosyal bagliliklarini
zayiflayabilmektedir (Toepoel, 2013). Nitekim yasin; bireylerin iletisim aglarinin boyutlariyla,
etkilesimde olduklar kisilerin sayilariyla ve kendilerini bir gruba ait hissetmeleriyle negatif
iliskisi oldugu ifade edilmektedir (Cornwell, Laumann ve Schumm, 2008). Bununla birlikte, yasin
yalnizlik ile de pozitif yonde iliskili oldugu ileri siirtilmektedir (Giummarra, Haralambous, Moore
ve Nankervis, 2007). Bu baglamda, yasin sosyal bagllik ile cinsiyet etkilesimindeki diizenleyici
roliinlin incelenmesine ihtiya¢ oldugu goriilmektedir.

Yukarida deginildigi iizere; cinsiyet ile sosyal baghlik iliskisinde hala netlesmeyen sonuglar
mevcuttur. Dolayisiyla, daha once gerceklestirilen c¢alismalarin sonuglarinin sistematik bir
sekilde sentezlenmesine ve bir biitiin olarak degerlendirilmesine ihtiya¢ vardir. Bu baglamda,
cinsiyetin sosyal baglilik iizerindeki roliinii netlestirmek amaciyla bu meta-analiz ¢alismasi
gerceklestirilmistir. Bu ¢alismada ayrica cinsiyet-sosyal baghlik iliskisinde kiiltiirel yapinin ve
yasin moderator bir role sahip olup, olmadigi da incelenmistir. Alanyazina bakildiginda,
cinsiyet-sosyal bagllik iliskisini inceleyen bir meta-analiz calismasina rastlanamamaktadir. Bu
calismanin, sistematik sentezleme ile ortaya cikacak olan sonuclarinin, ileride sosyal baglhlik ile
yapilacak olan ¢alismalara bir 151k tutabilecegi umulmaktadir. Ayrica egitimcilerin ve psikolojik
danismanlarin yani sira, uygulamacilar ve arastirmacilar icin de cinsiyet, kiiltiir ve yasin sosyal
baghlikla iliskisine yonelik bir yon belirleyebilmelerine yardimci olabilecegi akla gelmektedir.
Belirtilen bu temel ihtiyac ve gerekceler dogrultusunda; bu ¢alisma ile cinsiyetin sosyal baghlik
tizerindeki etki biiyiikligini ve bu ikili arasinda kiiltiiriin ve yasin moderatorliik rollerinin
ortaya konulmasi amaglanmistir.

2. Yontem

2.1. Arastirmanin Deseni

Bu calismada cinsiyetin sosyal baglilik iizerindeki etki biiyiikligiinii saptayabilmek amaciyla
meta-analiz yontemi kullanilmistir. Meta-analiz; sistematik sentezleme yontemlerinden biri
olarak nitelendirilebilmekte ve ayni konu izerinde ¢esitli zamanlarda ve yerlerde
gerceklestirilen farkli arastirma bulgularinin bir araya getirilerek daha genis 6rneklemle giiclii
niceliksel verilere ulasmak amaclanmaktadir (Cumming, 2012; Ellis, 2012; Lipsey ve Wilson,
2001).

2.2. Literatiir Taramasi

Bu calisma kapsaminda cinsiyet ile sosyal baghlik arasindaki iliskiyi ele alan bilimsel
arastirmalar incelenmistir. Bu noktadan hareketle, calismaya dahil edilecek arastirmalari ortaya
cikarabilmek amaciyla “EBSCOhost, Scopus, Science Direct, Proquest, Google Scholar, Ulakbim
Ulusal Veri Tabani, YOK Ulusal Tez Merkezi” veri tabanlan sistematik bir sekilde taranmistr.
Taramalar 2016 yili Eyliil ay1 icerisinde gerceklestirilmistir. Taramalarda anahtar kavram olarak
“social connectedness”, “gender”, “sex”, “sosyal baghlik” ve “cinsiyet” kullanilmistir. Veri
tabanlarinin gelismis arama ozellikleri kullanilarak, sosyal bagliliga ait kavramlar bashk
diizeyinde, cinsiyete ait kavramlar ise hem baslik hem 6zet hem de anahtar kelimeler diizeyinde
taranarak eslestirilmistir. Bu islemler sonucunda toplamda 261 ¢alismaya ulasilmistir.
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2.3. Dahil Etme Kriterleri

Tarama neticesinde 261 calismadan hangilerinin meta-analize dahil edilecegini belirlemek icin,
dahil edilme kriterleriyle calismalar incelenmistir. Meta-analize dahil edilme kriteri olarak; “a)
Calismanin kadin ve erkek katilimci sayisinin verilmis olmasi, b) Sosyal baghliga iliskin kadin ve
erkek katilimcilara ait aritmetik ortalama ve standart sapmalarinin ya da “t degerlerinin”
verilmis olmasi, c) Sosyal baglilik diizeyinin elde edildigi gecerli ve giivenilir bir 6l¢cme aracinin
kullanilmis olmas1” kullanilmistir. Bu kriterleri karsilamayan c¢alismalar meta-analizden
cikartilmis ve veri tabanlarinda tekrar edilen calismalardan da yalnizca biri meta-analize dahil
edilmistir. Sonuc olarak, belirlenen kriterlere uygun olan 19 bagimsiz ¢alismayla cinsiyet ile
sosyal baglilik arasindaki iliskiyi ele alan meta-analiz gerceklestirilmistir.

2.4. Verilerin Analizi

Dahil edilen calismalar saptandiktan sonra kodlama islemine ge¢ilmistir. Kodlama islemi
arastirmaci tarafindan gergeklestirilmistir. Asagidaki bilgiler kodlanmistir:

a) Calismanin kiinyesi

b) Calismanin gerceklestirildigi tilke

¢) Kadin katilimcilarin sayisi

d) Erkek katilimcilarin sayisi

e) Kadin ve erkek katilimcilarin sosyal baglhilik ortalamalari ve standart sapmalari ya da t degeri
f) Katilimcilarin yas ortalamalari ya da yaslarina iliskin nitelikler (6r., ergen, yetiskin)

g) Calismanin gergeklestigi iilkenin bireyci ya da toplulukcu kiltiirden hangisine dahil oldugu
kodlanmistur.

Kodlamas1 yapilan calismalara ait kiinye, iilke, kadin ve erkek sayilari, yas ortalamalar1 ya da
yaslarinin niteligi ve tlkelerinde hangi kiiltiire ait olduguna iliskin bilgiler Tablo 1’de
sunulmustur.

Tablo 1. Dahil Edilen Calismalara Ait Bilgiler

N
Kiinye Ulke Kadin Erkek Yas Kategori k
Alam ve dig, 2016 Pakistan 146 134 20.80 Toplulukgu
Armstrong ve dig, 2009 Amerika 136 91 19.87 Bireyci
Betancourt ve dig, 2012 Amerika 91 92 13.6 Bireyci
Chen & Chung, 2007 Cin 159 160 21 Toplulukgu
Christiansen ve dig, 2005 Amerika 537 455 13.7 Bireyci
Czyz ve dig, 2012 Amerika 240 7 15.6 Bireyci
Didonata & Berenbaum, 2013 Amerika 185 120 19.83 Bireyci
Didonata & Berenbaum, 2013 2 Amerika 296 72 19.18 Bireyci
Hawkley ve dig, 2012 Cin 150 117 20.4 Toplulukg¢u
KaminskKi ve dig, 2010 Amerika 2128 2003 15.08 Bireyci
Krishnakumar ve dig, 2015 Tayland 2146 1654 Yetiskin Toplulukgu
Kurtyilmaz, 2011b Tiirkiye 248 151 21.50 Toplulukg¢u
Lee ve dig, 2002 Amerika 96 99 20.27 Bireyci
Lee & Robbins, 2000 Amerika 192 174 20.96 Bireyci
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Tablo 1’in devami N

Kiinye Ulke Kadin Erkek Yas Kategori k
Mondise & McComb, 2014 Amerika 67 97 Yetiskin Bireyci
Moore, 2006 Amerika 75 44 Yetiskin Bireyci
Rew, ve dig, 2015 Amerika 355 247 14.7 Bireyci
Satic1 2016 Tirkiye 489 290 20.67 Topluluke¢u
Satic1 ve dig, 2016 Tirkiye 178 147 20.96 Topluluke¢u
Yildirim, 2015 Tiirkiye 706 307 20.98 Toplulukg¢u

a calismada yer alan ikinci 6rneklem grubuna ait bilgiler
b calismalarin ham verilerinden ortalama ve standart sapmalar elde edilmistir.

k Kiltiirel kategori Hostede (2001) ¢cercevesince yapilmistir; https://geert-hofstede.com/countries.html

2.4. Verilerin Analizi

Calismanin analizleri Comprehensive Meta Analysis (Borenstein, Hedges, Higgins ve Rothstein,
2005) ile gergeklestirilmistir. Etki biiytkliigii hesaplanmasinda standardize edilmis ortalama
farki yontemi Cohen’in d katsayisi kullanilmistir. Cohen’e (1977) gore etki biiyiikliigii d = .20 icin
kiictik, d = .50 icin orta ve d = .80 icin biiytk etki olarak nitelendirilmektedir.

Meta-analiz calismalarinda iki farkli model tercih edilebilmektedir; sabit etki ve rassal etki.
Cumming (2012) sosyal bilimlerde rassal etkiler modelinin kullanilmasin1 énermektedir. Ayrica
Q istatistigi kullanilarak hangi modelin kullanilmasi gerektigine de karar verilebilmektedir. Q
istatistigi meta-analize dahil edilen ¢alismalar arasinda homojenligi test etmekte ve Q degerinin
anlamli ¢ikmasi halinde heterojenlik kabul edilerek rassal etki modelinin kullanilmasi
onerilmektedir (Borenstein ve dig, 2013). Bunun yani sira /2 degeri de kullanilmaktadir. 12 degeri
etki biytikliigiine yonelik varyansin oranini ortaya cikarmaktadir. [Zistatistigi 0-100 arasinda
deger almaktadir. Bu istatistigin giicii 25 diisiik, 50 orta ve 75 yliksek olarak ifade edilmektedir
(Higgins, Thomson, Deeks ve Altman, 2003).

Bu calisma kapsaminda cinsiyet ile sosyal bagliliga iliskin yas ve kiiltiir olmak tizere iki adet
moderator degisken kullanilmistir. Yas moderatorliigiic baglaminda, katilimcilarin yas
ortalamalari 18’in altinda olan ¢alismalar ergen katilimci ve 18 yasin iizerinde olan ¢alismalar da
yetiskin katilimci olarak nitelendirilmistir. Ek olarak, ¢alismanin gerceklestirildigi lilkeye gore
de kiiltiirleri bireyci ve topluluk¢u olarak gruplandirilmis ve moderator degisken olarak
kullanilmistir.

Bu calismada ayrica yayin yanliligina iliskin analizler de gerceklestirilmistir. Yayin yanliligini
test edebilmek icin Huni grafigi (Funnel plot), Egger testi, Duval ve Tweedie’'nin kes ve ekle testi
(Duval & Tweedie’s trim and fill test), Kendall'in tau b (Kendall's tau b) ile Rosenthal’in giivenli N
(Fail Safe N) degeri kullanilmistir. Huni grafigi; calismalarin boyut veya hassasliinin bir
Olclisiine karsi tek tek arastirmalardan elde edilen etki tahminlerinin dagilimini vermektedir
(Sterne ve dig, 2011). Egger testi yayin yanliligina iliskin istatistiksel olarak sinayabilmek igin
kullanilmaktadir (Ustiin ve Eryillmaz, 2014). Diger taraftan Duval ve Tweedie’nin kes ve ekle
testi ise meta-analizdeki olas1 kayip calismalar1 ortaya cikartip, bu calismalarin meta-analiz
tizerindeki etkisini test etmek icin kullanilmaktadir (Duval ve Tweedie, 2000). Kendall'in tau b
degeri ile varyans ile etki biyiikliigli arasindaki iliski hesaplanmaktadir (Collaborative, 2004).
Son olarak Rosenthal’'in giivenli N degeri de elde edilen meta-analiz ¢alismasini ¢iiriitmek icin
ka¢ adet daha calismaya ihtiyacin oldugunu ortaya ¢ikarmak i¢in kullanilmaktadir (Borenstein
ve dig., 2009).
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3. Bulgular

Arastirma kapsaminda meta-analize dahil edilen 19 calismadan toplam 20 etki degeri
kullanilmistir. Bu calismalarin toplaminda 15.171 6rneklem sayisina ulasilmistir. Bunlardan
8.620’si kadin ve 6.551'1i erkektir. Meta-analiz sonucunda heterojen ya da homojenlige iliskin
degerler incelendiginde Q istatistiginin anlamli oldugu gorilmistiir [Que) = 131.59, p < .001].
Bununla birlikte, heterojenligi desteklemek adina yiiriitiilen /2 degeri de 85.56 olarak bulunmus
ve yiiksek diizeyde varyans oraninin oldugu saptanmistir. Bu sonugclar neticesinde rassal model
kullanilmaya karar kilinmistir. Tablo 2’de meta-analize iliskin detayli sonuclar yer almaktadir.

Tablo 2. Cinsiyet Farklihiginin Sosyal Baghlik Uzerindeki Meta-Analiz Sonuglar:

N %95 GA
Alt Ust
Degisk Kad Erkek  k d 2
eglyken adin rie limit  limit Q
Sosyal baglihk 8.620 6551 20 13 03 23 13159° 8556

Not. Rassal model; * p < .01; GA giiven araligl; Q Cochran homojenlik 6l¢ciimi; 2 Higgins ve Thompson
heterojenlik 6l¢iimii

Gergeklestirilen meta-analiz soncunda cinsiyetin sosyal baglhlik iizerinde anlamli ancak diisiik
diizeyde bir etkiye sahip oldugu saptanmistir [k = 20, d = .13, %95GA (.03, .23), p < .001]. Bu
anlaml farkliligin kadinlarin lehine oldugu, baska bir deyisle, kadinlarin sosyal baglilik diizeyleri
erkeklerin sosyal baghlik diizeylerine goére anlaml bicimde daha yiiksek oldugu
soylenebilmektedir.

3.1. Moderator Etki

Calismada yas grubunun (ergen ve yetiskin) ve calismanin gerceklestigi kiiltiirtin (bireyci ve
kolektif) cinsiyet-sosyal baghlik iliskisinde moderatér bir role sahip olup olmadiklar1 da ele
alinmistir. Moderator etkiye iliskin sonuglar Tablo 3’de yer almaktadir.

Tablo 3. Cinsiyet-Sosyal Baghlik iliskisine Moderatér Etkiler

%95 GA
Moderator N k d SE Alt Ust Qb
limit limit

Cinsiyet - Sosyal baghlik

Yas grubu 15.171 20 .01
Ergen 6.206 6 10 .03 .05 15
Yetiskin 8.965 14 a1 .02 .06 15

Kiiltir 15.171 20 15.87"
Bireyci 7.989 12 17 .02 A2 21
Kolektif 7.182 8 .02 .01 -.01 .08

Not. ™ p <.001, Qb Gruplar arasi Q degeri

Tablo 3 incelendiginde, yas grubu icin gerceklestirilen analiz sonucunda cinsiyet-sosyal baghlik
iliskisinde yas grubunun moderator bir role sahip olmadig1 goriilmektedir, [@Qb) = .01, p > .05].
Diger bir ifadeyle, ergen ya da yetiskin olmanin sosyal baghlik etki buytikliiglinde manidar bir
degisime yol agmamaktadir. Calismada moderatdr roliiniin incelendigi diger degisken olan
kiltliiriin ise cinsiyet-sosyal baglilik iliskisinde anlamli bir moderatér oldugu sonucuna
variumistir, [Qbuy) = 15.87, p < .001]. Bu bulgu incelendiginde, bireyci kiiltiirde gercgeklesen
calismalarda etki biiyiikliigii disiik diizeyde ve anlamh [k = 12, d = .17, %95 GA (.12, .21), p <
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.01], ancak kolektif kiiltlirlerde gerceklestirilen ¢calismalarda etki biiyiikliigiintin olduk¢a diisiik
ve anlamsiz [k =8, d =.03, %95 GA (-.01,.08), p > .05] oldugu anlasilmaktadir.

3.2. Yayin Yanhihig:

Elde edilen meta-analiz sonuglarinin yayin yanliliginin etkisinin ne derecede etkiledigini test
edebilmek icin yayin yanliligina iliskin gerceklestirilmesi gerekenler ayrintili bir sekilde ele
alinmistir. Bu dogrultuda ilk olarak, yayin yanliligini test edebilmek icin huni grafigine (Sekil 1)
bakilmistir. Sekil 1’den de anlasilacagi iizere, meta-analize dahil edilen calismalarda yayin
yanliligina yonelik bir etkinin olabilecegi gériilmemektedir. Ayrica, Egger test sonuglar1 da huni
grafiginin simetrik oldugunu ve yayin yanliliginin olmadigini belirtmektedir; [Egger = .712,
%95GA (-1.13, 3.08 ), t 18 = .63, p > .05].

Standardize Ortalama Farki X Standart Hata Huni Grafigi
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Sekil 1. Yayin Yanliligina Yénelik Huni Grafigi

Yayin yanliligina yonelik gerceklestirilen bir diger analiz de Duval ve Tweedie’'nin kes ve ekle
testidir. Bu teste ait sonuglar Tablo 4’de yer almaktadir. Tablo ele alindiginda, gézlenen degerler
ile yayin yanlhihgindan olusan etkiyi diizeltmek icin ortaya ¢ikan diizeltilmis degerler arasinda
farklilik géziikmemektedir. Bunun nedeni merkez ¢izgisinin sag ve sol tarafinda kayip verinin
bulunmamasi ile birlikte cizginin sag ve sol tarafindaki ¢alismalarin simetrik bir dagilim
sergiliyor olmalaridir.

Tablo 4. Duval ve Tweedie’'nin kes ve ekle testi sonuglari

Giiven araligl

Cikartilmis calisma Nokta tahmini  Altlimit  Ustlimit Q
Gozlenen degerler .103 .071 135 131.60
Diizeltismis degerler 0 .103 .071 135 131.60

Son olarak Kendall tau b degeri ve Rosenthal’in giivenli N incelenmistir. Kendall tau b degeri ele
alindiginda [tau b = .147, p > .05] meta-analize dahil edilen ¢alismalarin yanli olmadig
goriilmektedir. Ayrica, Rosenthal'in giivenli N sayisi incelendiginde de bu meta-analiz
calismasinin sonuglarini gecgersiz kilabilmek i¢in 178 adet ¢alismanin gerceklestirilmesi ve bu
calismalarin da elde edilen meta-analiz sonuglarinin aksine olmasi gerektigi anlasilmaktadir.
Tiim bu sonuglar géz oniine alindigin, bu meta-analiz sonug¢larinda yayin yanliliginin olmadigi
belirtilebilmektedir.
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4. Tartisma ve Sonug¢

Sosyal baglilik ile cinsiyet arasindaki iliskiyi belirlemek amaciyla gerceklestirilen bu meta-analiz
calismasinda; kadinlarin sosyal baglilik diizeylerinin erkeklere gore diisiik diizeyde de olsa
anlamli bicimde daha yiiksek oldugu; sosyal bagliligin kolektif kiiltiir liyesi olmaya ve ergen ya
da yetiskin olmaya gore degismedigi, buna karsin bireyci kiiltlirlere mensup kadinlarin sosyal
baglilik diizeylerinin erkeklere gore daha yiiksek oldugu belirlenmistir.

Arastirmada ortaya konulmus bulunan sosyal baglilik-cinsiyet arasindaki iliskiler, toplumda
kadinlara ve erkeklere atfedilen farkli cinsiyet rollerine 6zgii, farkli kalip yargilara uygun erkek
ve kadin davranislariyla iliskili oldugunu diistindiirmektedir. Toplum tarafindan tanimlanan
cinsiyet rollerinin, erkekler ile kadinlar1 kendilerinden beklenen rollerle uyumlu olabilecek
tutum ve davranmislar bakimindan ayristirmasi (Bem, 1984) toplumsal yasamda kadinlar ile
erkeklerin sosyal baghliklarini olumlu ya da olumsuz bicimde etkileyebilmektedir. S6z gelimi
toplumun, kadinlardan duygusal davranma, yardimlasma, duygudaslik ve empati kurma gibi
ozellikler beklemesi (Imamoglu, 2008; Winstead ve Derlega, 1993) onlarin kendilerini
cevrelerine ait hissetmelerini kolaylastirabilmekte, digerleriyle olan iliskilerinde onlar1 daha
yakin iliskiler gelistirmeye yoneltebilmekte, bu da onlarin sosyal baghlk dizeylerini
artirabilmektedir (Cross ve Madson, 1997).

Kadinlarin sosyal baghlik diizeylerinin erkeklere goére anlamli diizeyde daha yiiksek
bulunmasinda giiniimiizde daha ¢ok erkeklere yakistirilan kimi kisilik 6zelliklerinin de rolii olsa
gerektir. Kisilerarasi iliskilerinde erkeklerin kadinlara gore tutarli bir bicimde daha yogun
diizeylerde saldirganlik davranislarn sergilemelerinin (Archer, 2004; Demirtas-Madran, 2012)
digerlerince kabul edilemez olarak algilanmasi, hi¢ kuskusuz gecmisten gelen yakin iligkileri de
dahil olmak tizere, erkeklerin kisiler arasi iliskilerini olumsuz bigimde etkilemektedir. Bu tiir
bireylerin saldirgan davranislari nedeniyle bulunduklar1 gevreler iginde siklikla reddedici
davranislara maruz kalmalari, muhtemelen giderek toplumdan soyutlanmalarina ve
yalnizlasmalarina neden olmakta, bdyle bir durum icinde birey sosyal iliskilerinde gii¢lii baglar
kurabilmekten ote, olsa olsa mevcut baghliklarin1 da giderek yitirmektedir. Bunlarla birlikte,
saldirganlik davranisini daha az sergileyen ve daha fazla uyum gosteren kadinlarin ise sosyal
baglilik diizeylerinin erkeklere gore daha ytliksek olmasi akla yatkin goriinmektedir. Bunlara ek
olarak, erkeklerin daha fazla yalmzlik yasadiklarini saptayan arastirma bulgulan (6r. Salimi,
2011; Schultz ve Moore, 1986) da bu meta-analiz ¢alismasinin sonucunu kadinlar lehine
etkilemis olabilir.

Bu c¢alismada; bireyci kiltiirde sosyal bagliligin anlamli bigcimde kadinlar lehine farklilastigina,
kolektif kiiltiirde ise sosyal baglilikta cinsiyetlere gore anlamli bir farklilasma olmadigina isaret
eden bulgular, cinsiyet-sosyal bagllik iliskisinde moderatoérliik roliiniin bireysel kiiltiirle sinirh
kaldigin1 gostermektedir. Cinsiyet-sosyal bagllik iliskisinde sadece bireyci Kkiiltiiriin
moderatorliik roliinii destekleyen bu sonucun; isbirligi, rekabet, giic ve uyum gibi kiiltiirel
etmenlerden kaynaklandig1 diisiiniilmektedir. Her ne kadar bireyci kiiltiirlerde de rekabet ve
glic arayisi gibi sosyal baghliga pek de yakin durmayan etmenler daha fazla 6nem kazanmakta
ise de cinsiyet devreye girdiginde daha c¢ok kadinlara 6zgii ve sosyallikle dogrudan iliskili
bulunan bazi etmenlerin; kadinlarin sosyal baglilik diizeylerine olumlu katkilar1 olabilecegi
diistiniilmektedir. S6zgelimi, bireyci kiiltlirlerdeki kadinlarin erkeklere gore, sosyallige daha
fazla 6nem vermeleri, kendilerini daha fazla iliskisel olarak tanimlamalari, Kisilerarasi iliskilerde
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daha duyarh olmalari, ¢evrelerinden gelen yardimlara daha acik olmalar1 (Addis ve Mahalik,
2003; Tamres ve dig, 2002; Watkins ve dig, 2003) ve nihayet sosyal cevrelerinde kendi
hayatlarina yo6nelik daha fazla paylasimlarda bulunmalar1 ve birbirlerine destek olmalari
(Thomson ve Murachver, 2001), dogal olarak onlarin sosyal baglilik diizeylerini erkeklere gore
daha olumlu bi¢imde etkileyebilmektedir. Diger taraftan, kolektif kiiltiirde ise hem kadinlar hem
de erkekler i¢in sosyal uyumun ve sosyal ¢evreye ait hissetmenin 6nemli olmasi1 kadin ve
erkeklerin sosyal baglilik diizeylerinin bu kiiltiirde anlaml bicimde farklilasmamasini sagladigi
distiniilmektedir. Baska bir ifadeyle, kolektif kiiltiirde ortak paylasimlar1 ve birlikte
dayanismalari daha yogun olan kadin ve erkeklerin (Hogg ve Vaughan, 2014) birbirlerine benzer
sosyal baglilik diizeylerinin olmasi mantikli gelmektedir.

Meta-analiz ¢alismasinin son bulgusuna gore ise cinsiyet ile sosyal baglilik iliskisinde yasin
moderator bir etkisinin olmadig1 goriilmektedir. Baska bir ifadeyle, ergen ya da yetiskin olmak
sosyal bagliligin etki biiyiikliiglinde anlaml bir degisime yol agmamaktadir. Ergenlik doneminde
her iki cinsiyet icin akranlariyla birlikte olmak kendilik algilarinin gelisimi i¢in oldukca etkilidir
(Wu ve dig, 2016). Diger taraftan yetiskinlik déneminde ise sosyal gruplar daha biiylimekte ve
aglar genislemektedir. Bununla birlikte, her ne kadar yetiskinlik yillarinda giderek bir
yalnizlasma yasansa da (Giummarra ve dig, 2007) kadinlar ve erkeklerin kendilerini ait
hissedebilecekleri daha koklii bir sosyal cevrelerinin olabilecegi akla gelmektedir.

4.1. Sinirlik ve Gelecek Calismalara Oneriler

Calismanin sinirliklarinin - belirtilmesine ve bu sinirhiklarin  giderilmesi icin 6nerilerin
sunulmasina ihtiya¢ vardir. ilk sinirhk, moderatér degiskenlere yoneliktir. Bu meta-analizde
cinsiyet ile sosyal baghlik iliskisinde kiiltiiriin ve yasin moderator rolleri ele alinmistir. Cinsiyet
ile sosyal baghlik iliskisini daha saglikli aciklayabilmek icin saldirganlik, yalmzlik ve
disadoniikliik ile norotizm gibi kisilik 6zelliklerinin de moderator rollerinin incelenmesinde
fayda oldugu diisiiniilmektedir. ikinci simirlikta, bu meta-analizde yer alan calismalarin tamami
yayinlanmis arastirmalardir. Her ne kadar yayin yanliliginin olmadigina yonelik cok yonlii
kanitlar saglanmis olsa da yayinlanmamis arastirmalarin da dahil edilebilecegi ¢cok daha genis
bir meta-analiz calismasi, cinsiyet ile sosyal baglilik iliskisinde daha net bulgular sunmasina
yardima olabilir. Uciincii olarak, sosyal baglihk diizeyleri 6z-bildirime dayah 6lgme araglariyla
elde edilmis olan ¢alismalar meta-analize dahil edilmistir. Deneysel c¢alismalar ile diger
tekniklerle (gozlem, akran degerlendirmesi, vb.) elde edilen sosyal baglhlik diizeylerini elde eden
calismalarin da dahil edilebilecegi baska ¢alismalar yiiriitiilebilir. Ozellikle, bireyler iizerinde
oldukga etkili olan okul psikolojik danismanlar1 (Can, 1989; 1998) cinsiyet rolleri lizerinde
calismalar gerceklestirilebilir. Bu ¢alismalarda erkeklere yonelik programlar gelistirilerek, kizlar
ihmal edilmeyerek ancak yogunlugu erkeklere saglayarak erkeklerin sosyal uyumlar1 ve
baglhiliklar: artirilabilir.

4.2. Sonug

Cinsiyet farkhiliklarinin sosyal baghlik tizerindeki etkisini belirlemek icin gerceklestirilen bu
meta-analiz calismasinda, kadinlarin sosyal baghliklarinin erkeklere gore anlamlh bicimde daha
yuksek oldugu saptanmistir. Bununla birlikte, cinsiyet-sosyal baglilik iliskisinde yasin moderator
bir roliiniin olmadigi, kiltiiriin ise moderatdr bir roliintin oldugu sonucuna varilmistir. Bu role
gore, bireyci kiiltlirlerde kadinlarin sosyal baglilik diizeyleri erkeklere gore anlamh yiiksekken,
kolektif kiiltiirlerde ise kadin ve erkeklerin sosyal baghlik diizeyleri arasinda anlamh farklilik
saptanmamistir.
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Extended Summary

1. Introduction

Social life is an indispensable requirement for the humanity. The quality of social relationships
within daily social life is crucial to overall health and wellbeing. As it has stressed in related
literature there is a strong relationship between the psychological health and the basic human
needs to be satisfied such as social interest (Adler,1927), relatedness (Deci, & Ryan, 1985)
belongingness (Maslow, 1943) and social connectedness (Bowlby, 1973). Especially, social
connectedness have been a matter of curiosity because “it represents one’s subjective sense of
connection not only to close others but to the whole social world, which includes close others,
strangers, and the community at large” (Lee & Robbins 1995, pp. 232-241). Social
connectedness gives an information about the individual’s network size, interaction and
belonging a social group both qualitative and quantitative effects. So far, social connectedness
has been investigated lots of psychological variables such as depression, anxiety, and loneliness,
etc. It is also investigated relationship between social connectedness and gender differences.
However, it has seen that some ambiguous findings on gender differences in social
connectedness. Relatively, most of studies indicated that females have higher level of social
connectedness than males (e.g, DiDonato & Berenbaum, 2013; Lee, Keugh, & Sexton, 2002;
Mondisa & McComb, 2014). Along with that, some studies revealed males’ social connectedness
higher than females (e.g., Alam, Rafique, & Anjum, 2016; Betancourt et al., 2012). Therefore,
there is need for clarification on relationship gender differences in social connectedness. In
addition, no systematic review of the literature has been done to examine the association
between gender and social connectedness. Thus, the present study aimed to provide finalize of
findings pertaining to gender differences in social connectedness.

2. Method

We carried out a systematic review and meta-analysis to investigate gender differences in social
connectedness. First, the terms of “social connectedness”, “gender”, “sex”, “sosyal baglilik”, and
“cinsiyet” were searched in related databases. The initial database search identified 261
research papers. The titles and abstracts of these papers were screened by the researchers to
determine the inclusion criteria. Inclusion criteria for the analysis were as follows: (a) numbers
of female and male participants, b) the means standard deviations and t-values of females and
male's social connectedness levels, (c) valid and reliable measures used to assess social
connectedness. Finally, it was understood that 19 independent studies having 20 effect size that
met our criteria. These studies included a total of 15.171 participants containing 6.551 females
and 8,620 males. Cohen’s d was calculated for each study from group means and standard
deviations, or t-test values. Positive values of d represent higher scores for females than males,
whereas negative values of d represent higher scores for males. Heterogeneity was calculated
using Q statistic and the [Z statistic. Publication bias was assessed using Funnel Plot, Egger test,
Duval & Tweedie’s trim and fill test, Kendall’s tau b, and Fail Safe N. All analyses were completed
in Comprehensive Meta-Analysis Software V2 (CMA).

3. Findings, Discussion and Results

This meta-analysis on gender differences in social connectedness included 19 studies, includes
20 separate effect size, which met the inclusion criteria for analysis. When the heterogeneous or
homogeneity were examined the Q statistic was found to be significant [Qu9)= 131.59, p <.001].
Also, I2 statistic was found as 85.56, which is to understand explanatory high levels of variances.
Based on these results, we determined to use of random effects model. Meta-analysis showed
that, the standardized mean difference of gender in social connectedness (Cohen’s d) was .13
[95% CI (.03, .23), p <.001, k = 20]. Therefore, the magnitude of average gender differences in
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social connectedness (d = .13) can be interpreted as significant and small effect. Because the
difference effect is positive, the results indicate that females’ average level of social
connectedness was slightly higher than males’.

It was also calculated that moderator effects of age groups (adolescent & adult) and culture
(individualistic & collectivistic) on gender differences in social connectedness. Firstly, results
indicated that age group differences did not show moderator association between gender and
social connectedness [Qb(1) = .01, p > .05]. On the other hand, culture differences showed a
moderate role association between gender and social connectedness [Qbu) = 15.87, p < .001].
The effect size based on participants from individualistic culture was .17 which indicated that
female had higher social connected than males. The effect size for individualistic culture was
significant and small [k = 12, d = .17, 95% CI (.12, .21), p < .01]. Conversely, the effect size for
collective culture was not significant, [k = 8, d = .03, 95%CI (-.01, .08), p > .05]. Therefore,
collective cultures exhibited no statistically significant differences in gender differences in social
connectedness.

In considering publication bias, there was asymmetry in the funnel plot. Also, Egger’s test [Egger
=.712,95%CI (-1.13, 3.08), t ug) = .63, p > .05] and Kendall tau b [tau b =.147, p > .05] indicated
no evidence of publication bias based. In addition, aggregate effect size was robust, as results of
the Fail Safe N test indicated that 178 studies with no gender differences in social connectedness
would be needed to reduce the effect size to a trivial magnitude.

All in all, the calculated mean effect size indicated that there was a statistical difference between
male and females’ social connectedness levels. The results of this meta-analysis indicated that,
on average, males report less social connectedness than females. When the moderator roles
were handled culture differences significantly but age group no significantly impact on
association between gender-social connectedness. Although there were some limitations, the
importance of the gender differences in social connectedness was revealed in this study by the
techniques with a systematic review and meta-analysis which is relatively new and important
technique.
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Akill1 telefonlar, yadsinamayacak derecede giinliik hayatimizda ¢ok énemli bir rol almistir. One
¢ikan o6zellikleri ile bu akilli cihazlar son derece degisken bir uygulama altyapisina sahiptir. Dil
6grenimi goz o6ntine alindiginda, bu uygulama altyapisinin kullanilmasi hem egitmenler hem de
Ogrenciler icin yeni kapilar aralamistir. Dort hafta siiren bu calisma, EFL kelime 6grenimi
acisindan akilli telefonlarin kullaniminin 6grencilerin algilari {izerindeki etkinligini incelemeyi
amaclanmistir. Ogrencilerin algilarindaki degisimlerin bulunmasi amaciyla yari deneysel bir
arastirma deseni uygulanmistir. Elde edilen sonuglar, akilli telefonlarin kullanilmasinin EFL
kelime 68renimine yardim edebilecegini gostermistir. Ayrica, 6grencilerin algilar1 olumludur.
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1. Introduction

Within educational research, smartphones are gradually emerging as a new educational
environment (Woodcock, Middleton & Nortcliffe, 2012). Smartphones should not be considered
only as a device for communication, they also enable people to share pictures, videos and audios
for academic purposes. Several secondary schools and higher education institutions are now
attempting to embrace the use of smartphones to enrich learning settings (Johnson, Becker,
Freeman & Estrada, 2014; UNESCO, 2013). Developments in Information and Communication
Technologies (ICT) have been put into use to remove classroom barriers, solving problems such
as a lack of attention and of non-verbal cues in the process of learning and the difficulty of
keeping learners in pace with their knowledge levels. Thus, with these developments, learners
can overcome classroom barriers, recognize the existence of various learning pathways and
explore and discover how to articulate the knowledge at their own level (Loveless, 2003). ICT
can provide teachers with creative and interactive classes, thus improving student attendance
and concentration (Ciroma, 2014). Especially, smartphones that include smart teaching
applications such as smart-word placed on Android or 10S platforms may present learners with
an important opportunity in terms of learning ubiquitously. The 3G and 4G generations of
smartphones provide facilities that offer multiple features that increase the learners’ enjoyment
and activate their inner-drives to satisfy needs (Claudill, 2007).

There has been a dramatic shift from computers to mobile devices in terms of language learning
and teaching over the last two decades. The prevalence and utilization of such devices has
guided to Mobile Assisted Language Learning (MALL). MALL “differs from CALL from the point
of its use of personal, portable devices that enable new ways of learning, emphasizing continuity
or spontaneity of access across different contexts of use” (Kukulska, Hulme & Shields, 2008,
p-273). On the grounds that learning through a smartphone is essentially unfamiliar in
traditional classes, mobile learning has developed as a new field (Sharples, 2000). MALL has
flourished in the promotion of students’ language learning because of the availability of mobile
technologies such as smartphones, PDAs and iPads. Several studies have put forward the
importance of mobile devices in supporting language learning (Lan et al., 2007; Nah et al., 2008).
MALL has led to the awareness that mobile devices establish a bridge from the formal
acquisition of knowledge of the classroom environment to informal acquisition of knowledge
outside the classroom (Kukulska-Hulme, 2009). Oblinger (2004) points out that learners that
are digitally canalized expect mobility and permanent accessibility in the scope of learning. With
MALL, students have the opportunity to reach quality instructional materials and make contact
with their teachers and peers without limitations of time and place. Kukulska, Hulme and Pettit
(2006) stated that the fact that mobile learning embraces more flexible arrangements than
traditional classroom situations can be accepted as a key advantage of mobile learning. Students'
inability to activate themselves in learning English in the stressful environment of the classroom
may have a negative impact on their confidence and enthusiasm (Tuttle, 2013). Thus,
smartphones seem to create an ideal environment supporting learning. They may provide
private, stressless environments which enable unrestricted trials until learners feel confident.

It seems that several studies in the literature have tended to center the focus on using mobile
devices particularly smartphones in vocabulary learning. However, until very recently,
perceptions of MALL use in EFL vocabulary learning among undergraduate freshman students
whose proficiency in English is at the elementary level have been less researched (Jalalifarahani,
2014; Liu, 2016; Mcconatha, Praul, & Lynch, 2008; Nalliveettil & Alenazi, 2016; Wu, 2015),
indicating a need to understand the perceptions of this population towards mobile device use in
vocabulary learning. This paper, therefore, sets out to examine students’ perceptions towards
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the use of mobile phones in vocabulary teaching. The following research questions guided this
study:

1. To what extend do the perceptions of freshman students change after the EFL vocabulary
learning through using smartphones experience?

2. How do the students feel about the learning experience with smartphones?

Literature Review

There are several studies in the literature investigating possible ways of integrating
smartphones into schools regarding cognitive, affective and behavioral learning processes. The
studies below were conducted with different means such as emails, SMS and game applications.

Smartphones present learners with circumstances that make self-directed learning possible and
the removal of time and location limitations allows ubiquitous learning (Joiner, Nethercott, Hull
& Reid, 2006). For instance, Huang, et al. (2012) examined the effectiveness of a ubiquitous
English vocabulary learning (UEVL) system. The goal was to support students in the process of
gaining vocabulary learning in which they learn vocabulary via mobile phones everywhere at the
same time. In addition, video clips were used as material. The results showed that this learning
system had a significant positive effect on the attitudes of all students.

Smartphones are devices that have the potential to involve students in significant learning
activities wherever they are (Traxler, 2009). The features and functions of devices simplify
content formation (Hartnell-Young, Vetere, 2008), provide students with more active,
collaborative (Corbeil, 2007) and authentic forms of learning (Brown, 1996), and ease
evaluation and reflection (Markett, Sanchez & Weber, 2006). In 2010, Wong and Looi explored
vocabulary learning in terms of the authenticity of content creation and making meaning in a
social way that was mobile-assisted. The study showed that student-generated vocabulary was
closely connected to the daily lives of students. The study found that it was language learning by
meaning-making through students’ preposition-context or idiom-context associations and that
the students were active and collaborative. Learners should encounter with the words and
identify them while reading, writing, listening and speaking. This coincidence can further the
progress of the formation of a permanent memory concerning the words (Hulstijn, 2001). In the
course of time, after sufficient subjection, activation and familiarization begin to be
comparatively automatic and that is one of the objectives of foreign language learners (Genesee,
2000). Therefore, mobile learning can be regarded as a well-designed learning system which
fulfils these activation and familiarization ne-eds.

The literature on language learning has presented positive evaluation of SMS usage on
smartphones in mobile learning. (Kennedy & Levy, 2008; Zhang, Song & Burston, 2011). In a
study by Kennedy and Levy (2008), it was found that students were able to recognize the full
implications of the message content prepared and sent by teachers, and benefited from the
experience. Similarly, Lu (2008) examined how mobile phones can affect vocabulary learning via
their SMS function. The results showed that students thought positively about learning
vocabulary via smartphones. Students could identify more vocabulary after reading SMS (Short
Message Service) lessons. In another study, Cavus and Ibrahim (2009) implemented a mobile
device to examine the utilization of wireless technologies in acquiring knowledge of English
words by using SMS. The results revealed that students stated positive attitudes when they
learned new words via smartphones. In a similar study, Hayati, Jalilifar and Mashhadi (2011)
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examined the function of SMS in terms of teaching English idioms. They concluded that SMS can
be an appropriate tool in teaching and learning English idioms. Yousefzadeh (2012) investigated
the advantageous side of collocation learning based on a mobile tool compared with traditional
paper-based collocation learning and found that the mobile-based group accomplish remarkably
better than the paper-based group. In the same year, Alemi, Sarab and Lari (2012) investigated
the impact of SMS on the vocabulary learning of Iranian university students and retention. The
researchers examined whether there was any difference between university students’ retention
of instructional vocabulary items presented with SMS and of those learned by using a hardcover
dictionary. The research results confirmed the practicability of SMS in this regard. The results
can be helpful and fruitful for language instructors and language institutions as it presents them
with a readily accessible tool to support students while improving their theoretical or practical
understanding vocabulary. In another study, Suwantarathip and Orawiwatnakul (2015)
investigated the effectiveness of vocabulary exercises with mobile-assistance (SMS) over paper-
based exercises in the process of vocabulary acquisition of first-year students and found that
mobile-based vocabulary activities had a noteworthy influence on the vocabulary ability of the
students.

Smartphones can be used in many ways in the learning and teaching of English. Chen and Chung
(2007) carried out a study on a learning system of English vocabulary that was designed to meet
individual requirements by putting English words into use which were appropriate to the
learners. The research results showed that this sys-tem increased the efficiency and interest of
students due to its effective processing. The following year, in 2008, Song and Fox examined the
improvement level of undergraduate students and accelerate their English vocabulary learning
while using a dictionary application in their mobiles. The results indicated that mobile devices
can be utilized flexibly and in an extended way for EFL vocabulary learning in higher education,
considering student needs and circumstances. In the same year, Saran, Cagiltay and Seferoglu
(2008) showed that EFL learners presented positive attitudes to the advantages of smartphones
in language learning and that they were pleased to use educational materials such as vocabulary
applications on their smartphones. The results revealed that the applications on smartphones
boost the gaining of vocabulary. In 2009, these researchers examined the importance of mobile-
based language learning in terms of English pronunciation and investigated the effectiveness of
using multimedia messages via smartphones to boost learners’ pronunciation of words. The
study revealed that using smartphones affected students’ learning process positively in terms of
pronunciation. This study suggested that using smartphones in educational settings may help
learners, as these devices are considered to be a motivational tool, enabling teachers to handle
the difficulties of motivating their students to start studying.

In addition, some studies regarding the use of smartphones to access the Internet (Madden et al,,
2013) and use text messaging (Lenhart, 2012; Plester, Wood, & Joshi, 2009; Santos & Ali, 2012;
Thomas & Orthober, 2011) have demonstrated encouraging results for educational
environments. Tasks that are performed by the learners together, involving simultaneous
interaction with each other increase both the effect of group learning and the quality of this
reciprocal action in the process of learning of the language (Lan, Sung, & Chang, 2007).
Therefore, the use of mobile devices is beneficial in terms of collaborative learning (Chuang,
2015). The existence of several sources that include a rich seam of information, particularly
internet resources and computer-based connection between people, boosts the development of
learning, thus allowing constructive learning (Akhras & Self, 2002).

Constructivism is related to modern advances in technology. Constructivism and technology
have a close relationship, as the former points out that learning occurs in contexts, while the
latter applies to the engagement of learners in the designs and environments. In this respect, as
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Gee (2007) put forward, technological advances in smartphones have provided learners with
easier and more useful methods, and therefore have given rise to more profound EFL vocabulary
learning. For instance, Hasegawa, Koshino and Ban (2015) investigated the effectiveness of an
application in terms of English vocabulary learning to maintain the learner’s motivation by the
application of typical elements of game playing and intelligent techniques using the
characteristics of smartphones. In another study, Lankshear and Knoble (2011) argued that
motives in people such as creativity result in the movement and expansion of learning settings
from the classroom into the outdoors. Outside the classroom, learners can have several e-books
related to the English language such as novels, stories and poetry in their smartphones (Taleb &
Sohrabi, 2012). In this case, the learners benefit from these e-books to maximize their
knowledge about English language use. On the other hand, Wu (2015) investigated the design
and effectiveness of a smartphone application to teach and learn EFL vocabulary. The
application was also examined from the pedagogical aspect in a natural environment for
teaching/learning vocabulary. The study showed that smartphones are influential tools in
learning English vocabulary from the aspects of convenience, accessibility and technological
functions. In the same year, Wu (2015) explored the impact of smartphones as a learning tool in
gaining English vocabulary naturally. The hypothesis was that the participants with an
application installed on their smartphones might have more incidental encounters with a certain
set of vocabulary due to its ubiquitous availability at any time. The study showed a significant
result from the aspects of suitability and accessibility; the other aspect was the technological
functions in the application that made the skills of learning, testing and reviewing simple. In the
following year, Huang, Yang, Chiang and Su (2016) developed a plan that comprised of 5-phase
vocabulary learning and used a mobile learning tool in an environment of situational English
vocabulary learning and specified the effectiveness of this plan on the learning motivation and
performance of EFL students. The research results revealed that both the motivation and the
learning performance of the students using 5-step vocabulary learning with a mobile learning
tool were higher than those of students with the same plan but traditional learning tools.

As for the Turkish context, there are some studies which are related to the mobile learning of
EFL vocabulary. Basoglu and Akdemir (2010) examined the use of vocabulary learning programs
in smartphones in terms of learning of English vocabulary. The results showed that using
smartphones can be more effective as a vocabulary learning tool. In another study, Celik (2013)
conducted a study to de-fine the perceptions and views of Turkish university-level EFL
instructors by investigating the relationship between the internet and pedagogical purpose. The
results revealed that while the use of the inter-net by EFL instructors is intensive and leads to
positive perceptions regarding their teaching, improvements need to be made through
professional programs focused on internet assistance in language learning and teaching. In
2015, Cakir examined the use of smartphones in a context where English was utilized as a tool to
instruct by prospective teachers. The results of the study indicated that the participants
perceived the use of smartphones positively for educational purposes when they became
teachers of English. In 2016, Basal et al investigated the effectiveness of WhatsApp, a mobile
application, in learning figurative idioms from the Michigan Corpus of Academic Spoken English
(MICASE). The results revealed that the participants in the experimental group scored
significantly higher, indicating the effectiveness of mobile application on vocabulary learning.
Recently, a study by Han and Keskin (2016) examined the effects of using WhatsApp activities in
EFL speaking classes on alleviating foreign language speaking anxiety (FLSA). The results
indicated a significant reduction in the anxiety levels of the students.

As these studies reveal, mobile language learning has arrived at a point where it is beginning to
move out of the classroom and into the real world, enabling learners to have several
opportunities in terms of learning and being taught languages anywhere and anytime. Through
smartphones, creating an appropriate learning environment for learners has become a reality.
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However, there is obviously still the lack of inclination to try out new mobile technologies.
Activities may last longer on smartphones in comparison with traditional methods. Nonetheless,
this situation does not necessarily reduce the value of smartphones in terms of their usefulness.
Learners can take advantage of various vocabulary applications in smartphones, enabling them
to boost their vocabulary knowledge based on their individual needs.

2. Methodology

2.1. Research Design

This study was conducted with a quasi-experimental design to investigate Turkish
undergraduate level students’ perceptions of MALL use in EFL vocabulary learning. The
participants took English classes for two hours during a week. Before the study, the main aim of
the research was meticulously described to the participants. For four weeks, they used a mobile
vocabulary application both inside and out-side the classroom and had the opportunity to tap
the screen to listen to the pronunciations of the words time and again. In this sense, target
vocabulary was selected and incorporated into the smartphone application. At the beginning of
the study, the researcher checked whether the learners had smartphones. It was seen that all
students had smartphones and spent most of their time using these devices for different aims.
Before the use of the application, a pre-test (the same items as for the post-test) was
administered to investigate the perceptions of the participants towards smartphones. Later,
orientation on how to use the application was provided to eliminate any novice effect and the
students were asked to participate in the experiment. For four weeks, a set of 120 elementary
level word-items -30 words for each week- was presented to students. Then, at the end of the
experiment, the students completed the same questionnaire as the post-test. The aim was to
compare students’ perceptions towards the usage of smartphone in learning EFL vocabulary
before and after the experience. Finally, five open-ended questions were directed to the
students, after the post-test, to learn more about their experiences.

2.2. Participants

The participants were selected from the Faculty of Economics and Administrative Sciences at a
state university in Turkey by adopting a purposive convenience sampling strategy. The number
of participants was 49 (20 males and 29 females). Their ages ranged between 18 and 24. All the
students were from the first year at the university.

Table 1 and Table 2 show demographic information regarding the participants.

Table 1 Demographic information regarding the participants

Age Ranges Age
18-19 20-21 22-23 24-25 Total Percent
Genders Female 12 13 2 2 29 59,2
Male 4 12 4 0 20 40,8
Total 16 25 6 2 49 100
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Table 1 shows that the proportion of female participants was higher than that of males. The age-
profile of the majority of the participants lay in the 20 to 21 band. The age profile with the
highest number of participants is between 18 and 19. The rest of the participants are 22 and
over, and constitute the minority.

Table 2 : Frequency and percentage of daily usage of smartphone and usage of smartphone
while learning English

Never Rarely Sometimes Often Always Total
f % f % f % f % f % f %
How often do you use
your smartphone in daily 1 2.0 5 10.2 34 69.4 9 184 49 100
life?
How often do you use
your smartphone while 14 28.6 12 24.5 13 26.5 9 184 1 2.0 49 100

learning English?

Table 2 shows that a high percentage of the participants “often” use their smartphones. Those
who describe their smartphone use as “sometimes” or “always” form more than one quarter of
the population. Only one participant is seen as “never” using a smartphone. As regards the
frequency of the use of a smartphone in learning English, nearly half of the participants use their
smartphone “either rarely or never”. While one quarter “sometimes” use their smartphones for
learning English, only 20% of the population can be regarded as active users of a smartphone.

2.3. Data Collection
2.3.1. Data Collection Tools

The questionnaire was adapted from the study of Cavus and ibrahim (2009) and included 15
items. The content validity was evaluated by educational application, assessment and
measurement experts from the field of education, and the results were found acceptable. The
same questionnaire was utilized in both the pre-test and the post-test process. Reliability is
defined in terms of the degree of consistency of the measures. Cronbach’s Alpha presents a value
range from .0 to + 1.0. Higher values introduce a higher degree of consistency. The value of
Cronbach's Alpha here is .881. This value is regarded as a high in terms of reliability. Students
were asked to complete the questionnaire at the end of the process to determine their final
perceptions regarding the use of the smartphone. The 15 items were given in L1, in the form of
5-point Likert scale type questions (5 = strongly disagree and 1 = strongly agree). Each question
was put into a particular form of words so that strongly agree represents a positive response to
the items. The questionnaire results were analyzed with SPSS. Further, a data collection tool
including open-ended questions was utilized together with the post-test, providing a deeper
understanding of the participants’ perceptions towards the use of smartphones as an
educational tool.

2.3.2. About the Application: “Busuu”

In the application, pictures related to each word are shown; each word is pronounced; gapfill
and matching questions are completed to check and achieve retention. The application opens
with the section “Al, Level 1, Beginner English”, which includes various units such as greetings,
emotions and foods. The next step in the application is to look at the word on the screen, to
listen to its pronunciation and to recognize it from the picture near the word. Subsequently,
mixed words are given in the target language with a certain picture demanding a certain English
word; above this picture is the translation of this word in Turkish. Learners, in this phase, are
required to choose the correct word from mixed ones. Finally, students have to write a certain
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part of a phrase, two-words or a sentence via a keyboard on the screen. Each correct answer is
scored. A gapfill exercise is placed at the end of every unit. During the courses, the students
began to attend to the first step of elementary vocabulary section in the application. In the
classes at the faculty, 20 minutes were allowed to students to use the application. Participants
had the opportunity to use the application outside the classroom. In using the application, on the
one hand, they practiced the new words and their pronunciations, and on the other, the
meanings of the words on the screen were in their mother tongue and second language as well.
(See Appendix A)

2.4. Results

A series of descriptive and non-parametric analyses were used to interpret the data.

o 0=

40,0%]
=
S 200%
=
a
o

44.90%
20,0% ]
34, E5%
10,0% ]
14.25%
5.12%
00 T T T T
oo average good wery good

How do you rate your proficlency in English?
Figure 1: How do you rate your proficiency in English?

Figure 1 indicates that over 40% of the participants rate their proficiency as average. Nearly
one-third of the participants point out that they are poor at English. On the other hand, those
who consider themselves to have a good or very good level of proficiency in English constitute a
minority of the population.

Table 3 : Descriptive Statistics of Questionnaire Items

Pre-test Results Post-test Results
Varianc Varianc
N M St e N M  Std e
1. I found the smartphone enjoyable. 49 412 .75 .57 49 441 54 .29
2.1 think all my friends who used the 49 396 .93 .87 49 427 .76 .57
smartphone are happy about it.
3.1 can recall the words without 3.63 .97 .95 49 4.00 0.79 .63
difficulty that I received on my 49
smartphone.
4. The words I learned with the 3.65 .99 .98 49 416 .62 .39
smartphone have promoted my 49
vocabulary.
5.1 would like a similar system to be 49 3.63 1.09 1.20 49 422 ,87 .76

used in all of my other lessons.
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6. With the help of smartphone, [ learned 49 3.73 1.06 1.12 49 427 .60 37
new words easily.

7. Smartphone helped me correct the 49 3.88 1.09 1.19 49 439 .73 .53
meanings of words | knew wrongly.

8. Using the current technology with the 390 .98 97 49 431 .65 43
smartphone has provided me with a 49
motive.

9. Utilizing a new learning tool has 49 400 91 .83 49 433 75 .56
motivated me

10. As [ am very occupied during class 3.76 1.11 1.23 49 416 .80 .64
hours, learning new words becomes

more difficult for me. However, I can 49

learn and remember new words easier

during my leisure time.

11. It would be nice if the smartphone 414 96 .92 49 443 74 .54
supported “searching” in terms of 49
searching for a new word

12. It would have been more effective if I 404 .93 .87 49 427 76 .57
could use two-way communication with 49
the smartphone

13.1would prefer to see the words’ 49 4.08 .89 .79 49 4.27 .76 .57
pronunciation in a written form

14. 1 would like to see the smartphone to 49 3.76 .85 .73 49 400 .76 .58
be used in every semester.

15. I found learning new words with the 49 3.76 1.01 1.02 49 443 71 .50

smartphone very effective.

Table 3 shows the descriptive statistical results of the items in the questionnaire in the pre and
post-tests. The results reveal that the mean scores in the post-test are relatively much higher
than those in the pre-test. Items 4#, 5#, 6#, 7#, 8#, 10# and 15# show a remarkable change in
this sense. According to Bland and Altman (1996), if there is a low standard deviation, this
shows that the data have a certain close characteristic to the mean; however, in the case of a
high standard deviation, identifiable elements in a data set are spread out on values in a wide
range. Standard deviations are low on the table, which indicates that all of the participants in the
post-test have much the same responses. Their ideas for each item have become similar to one
another. Compared to those in the pre-test, the mean scores in the post-test indicate a positive
approach towards MALL use in EFL vocabulary learning.

Table 4: Mann-Whitney U-Test results of pre and post- test by gender

Gender N Mean Rank Sum of Ranks U P
Pre-test  Female 29 26.47 767.5
Male 20 22.88 457.5 247.5 .387
Total 49
Post-test Female 29 29.31 850
Male 20 18.75 375 165 011
Total 49
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Table 4 shows the results of the Mann-Whitney U-Test conducted to determine whether there
was any significant difference between the results of the pre-test and those of the post-test by
gender. A statistically significant difference was found in the post-test results in terms of gender.

Table 5 : One-Way ANOVA results of pre-test and post-test

How often do you use your smartphone How do you rate your proficiency
while learning English? in English ?
Sum of
Sum of Squars
Squares df MS F  Sig. df MS F Sig
Between 50.32 4 12.58 14 97 200.83 3 6694 81 .50
Groups
Pre-
test Within 3891.60 88.45 3741.09 45 83.14
44
total Groups
Total 3941.92 48 394192 48
Between 72.56 4 18,14 39 82 291.64 3 97.21 236 .08
Groups
Post-
test Within 2073.93 47.14 1854.86 45  41.22
44
total Groups
Total 2146.49 48 214649 48

Table 5 shows that there is a slight difference about the use of a smartphone by the participants
while learning English. It can be seen that the participants’ use of a smartphone while learning
English has increased to a small degree. On the other hand, on the table, the participants’ rating
of their proficiency in English has increased significantly. This result indicates that the ideas of
the participants about their proficiency in English have substantially changed.

Table 6 : Wilcoxon Signed Rank results for difference between pre-test and post-test total points

N Mean Rank Sum of Ranks  Z* p
Post-test total - Pre-test Negative 9a 21.83 196.50
total Ranks
Positive 38 2451 93150
Ranks : . 3.892 .000
Ties 2c
Total 49

* Based on negative ranks.
postotal < pretotal
postotal > pretotal

postotal = pretotal

Table 6 demonstrates the results of the Wilcoxon Signed Rank test which was carried out to
establish exactly whether there was any significant difference between the pre-test and post-
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test. According to the results, MALL use in EFL vocabulary learning significantly impacted
Turkish undergraduate level students’ perceptions (z = -3,892, p < 0.05). The use of
smartphones can be considered as effective for these students in terms of their perception of
vocabulary learning.

2.4.1. Results of Qualitative Data Analysis

This section presents an exploration of the open-ended questions answered by the participants
to determine their attitudes towards smartphones in terms of learning of words. The data
collected through open-ended questions from 49 participants were analyzed qualitatively to
support the quantitative data. After the procedure of reporting, the data were interpreted as
follows:

The idea of using the smartphone application as an educational tool

The participants stated that the use of the smartphone application as an educational tool made
their learning process more practical. All of them could find any subject relating to their course
lessons wherever they were. For learning English, the majority of them could study and
memorize words easily through their smartphones. Therefore, nearly all of the participants
thought that smartphones were efficient, convenient and fruitful, and presented an environment
in which they could improve and learn new dimensions of their present knowledge.

The advantages of smartphone application as an educational tool

The majority of the participants pointed out that the application with its great advantages
increased their belief in vocabulary learning through a mobile device. The participants, in
general, stated that it had presented them with a great opportunity of learning new vocabulary
anytime and anywhere. They could save time thanks to the smartphone application while
learning EFL vocabulary. With the help of the pictures in the application, they could increase the
retention of vocabulary in their memory. The following excerpts from the student responses to
the open-ended questions were translated by the researchers of this study.

Ozge: “I think that this smartphone application will provide more stable vocabulary
knowledge. Without using any pencil, paper or book, I can learn anything via my smartphone.”

Meltem: “I recognized that I saved a lot of time while using my smartphone in learning EFL
vocabulary. I could reach more resources for English without any time limitation.”

The disadvantages of smartphone application as an educational tool

Some of the participants remarked that there were certain limitations. These include small
screen size, limited battery life and limited memory size. Some others indicated that a
dependence on technology might occur and their connection with the social life around them
might be interrupted.

Ceren: “Actually I do not see any disadvantage, however, a technology dependence may
emerge. “

The effects of using the smartphone application as an educational tool on learning

The majority of the participants thought that the use of the smartphone application provided
convenience while studying EFL vocabulary. They could reinforce what they learned at various
times. Several of the participants drew attention to the fact that they used the words which they
learned through their smartphones in the dialogues, hence their vocabulary knowledge becomes
permanent by repeating.

Eren: “I have the opportunity to read the words in my smartphone and to remember them
later. I confront with the words I studied in the application and quickly I understand them. I can
improve my pronunciation with the sounds of words in the application and I con-sider it possible to
bring more words together to make a sentence.”
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New ideas for improving the use of smartphone application as an educational tool

The majority of the participants expressed the view that many more applications for learning
EFL vocabulary and grammar should be used in the course lessons. Some of the participants
pointed out that they wished to watch videos and see dialogues related to vocabulary.

4., Discussion and Conclusion

EFL vocabulary learning has widely been considered a pivotal factor in building a strong
knowledge of English language. Baker, Simmons and Kameenui (1995) argued that when the
meanings of words are taught directly, this does not efficiently fill the gap in students’ poor
knowledge of vocabulary, as the size of the gap is at a higher level. Therefore, it can be argued
that students should acquire vocabulary using different techniques and methods in various
dimensions (Baker et al., 1995). In this context, in the current study, the results showed that
there were significant differences between the pre-test and post-test perceptions of the
participants towards the use of a smartphone application for vocabulary learning as a different
technique. As the participants always have their smartphones on them, they adopt these devices
to learn vocabulary more readily and familiarly (Stockwell, 2010; Zhang et al., 2011).

In regards to the first and second research question, the use of smartphones was found to
generate positive perceptions and feelings in freshman EFL students in terms of EFL vocabulary
learning. In other words, it can be considered that the participants found EFL vocabulary
learning through smartphones effective, practical and enjoyable. As Table 3 above shows, the
descriptive statistical results for the items in the questionnaire in the pre and post-tests reveal
that the mean scores in the post-test are relatively much higher than those in the pre-test.
Especially, items 4#, 5#, 6#, 7#, 8#, 10# and 15# present a remarkable change from this aspect.
Liu and Chu (2010) indicated that ubiquitous technology can both present students with
circumstances that make language learning possible and allow them to participate in
entertaining experiences while learning languages. Thus, this presents an important
consideration for the instructors who plan to make use of smartphones in their classes. The
research findings suggest that the Turkish undergraduate level students perceived the potential
benefits and eventual contributions that smartphones might represent for EFL vocabulary
learning.

As Chang, Chen and Hsu (2011) asserted, students’ perception toward the use of smartphones
can serve a crucial function in establishing exactly the effect of this technological device for
educational aims. In accordance with the results of a study by Steel (2012), this study showed
that the participants recognized the worth of the flexibility and suitability of using a smartphone
to satisfy their needs for EFL vocabulary learning. Having mobility and accessibility, a
smartphone application may be more appealing than a paper word list, and language learners
today are more accustomed to smartphones (Al-Hinnawi, 2012).

Technology dominates people’ lives to a great extent in modern times. After the invention of the
smartphone, it has quickly and inevitably become an essential part of life. With the continual
development, the smartphone now carries several functions of the computer. Therefore, the
younger generation spends a considerable proportion of its time on this device. When
considered from this point of view, mobile-assisted language learning presents several
remarkable benefits by using a smartphone as a learning tool (Abbasi & Hashemi, 2013; Mehta,
2012; Muhammed, 2014; Rahimi & Miri, 2014). One of them is that learners have the
opportunity to learn, study and promote their EFL vocabulary knowledge without any
limitations of time and space. The focus of this study is on assessing undergraduate level
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students’ perceptions of MALL use in EFL vocabulary learning. The research findings revealed
that the use of smartphones can be considered to have a positive effect regarding the
perceptions and feelings of freshman EFL students in terms of learning EFL vocabulary. These
results emphasized the impact of MALL and highlighted its features. Moreover, the study
showed that the students indicated their desire to utilize smartphone applications for learning
vocabulary as this is facilitated by mobility, accessibility and convenience of these devices. It can
be inferred that the use of smartphone may promote EFL vocabulary acquisition.

In the study, there are two limitations. First, the study lasted for four weeks, limiting the time to
define all aspects the students’ ref-lection on their knowledge of vocabulary. Second, due to the
small size of the population, the results of the study may not be generalized. Several more
studies are therefore needed to measure the effects of smartphone applications on learners’
perceptions in more depth and detail.
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APPENDIX A (Some patterns from “Busuu Application”)

Lesson 1
Hello

Nice to meet you

& s

Start speaking from day one

< Vocabulary

woman

Listen and repeat

L) (@) Anahtar ifade dinleyin
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Abstract

In a World where the differences make more sense day by day, tolerance is an important concept
for these differences to survive without conflicts. This study aimed at revealing 7th graders’
awareness of tolerance and the effects of history topics of social studies course on that
awareness through visual descriptions. Accordingly, opinions of 17 7th graders about “tolerance
in Ottoman”, which was within the scope of the subject “Tolerance and Culture of Living
Together in Ottoman” in Social Studies textbook, and about “tolerance in Turkey”, which wasn’t
within the scope of this course, were investigated through visual descriptions. As a result, it can
be stated that social studies teaching isn’t effective enough to develop the value of tolerance in
children and children aren’t able to develop their awareness about tolerance to the extent of
meeting the social needs due to the drawbacks in associating history subjects with today’s
events.
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Farkliliklarin her gecen giin anlam kazandigi bir diinyada hosgori, bu farkliliklarin ¢atismaya
doniismeden uyum icerisinde varligini siirdiirebilmesi adina 6nemi daha da artan bir kavramdir.
Bu ¢alismanin amaci ise ortaokul 7. sinif 6grencilerinin hosgorii ile ilgili farkindaliklarimi ve bu
farkindalik lizerinde sosyal bilgiler derslerinin tarih konularinin etkililigini gorsel betimlemeler
araciliglyla ortaya koymaktir. Bu amagla 7. sinif diizeyinde 6grenim géren 17 6grencinin, sosyal
bilgiler 7. sinif ders kitabinda yer alan “Osmanli’da Hosgort ve Birlikte Yasama Kiltiirii” konusu
kapsaminda “Osmanli’'da hosgorii’ye iliskin gortsleri ile bu ders kapsaminda yer almayan
“Tirkiye’de hosgorii’ye iliskin goriisleri gorsel betimlemeler yoluyla incelenmistir. Arastirma
sonunda tarih konular1 ile bugiinii iliskilendirme noktasindaki cekinceler nedeniyle, Tiirkiye'de
sosyal bilgiler 6gretiminin, hosgorii degerinin kazandirilmasi1 konusunda 6grencilerin kisisel
deneyim ve gozlemlerinin gerisinde kaldigi, 06grencilerin hosgori ile ilgili farkindaliklariny,
bugliniin toplumsal ihtiyac¢larini karsilayacak 6l¢iide gelistiremedigi sdylenebilir.

Anahtar kelimeler: Hosgorii, Sosyal Bilgiler Ogretimi, Tarih Ogretimi, Gérsel Betimleme.
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1. Giris

Hosgorii kavramini, aynmi toplum icindeki tim farkliliklarin bir arada ve uyum igerisinde
yasamasini miimkiin kilan; karsilikli sevgi, saygi, giiven ve anlayisa dayal bir iletisim siireci
olarak tanimlamak miimkiindiir (Biiylikkaragoz ve Kesici, 1996). Bu tanimdan da anlasilacagi
tizere hosgort, farkl bakis acilarina ve yasam deneyimlerine sahip birey ya da topluluklarin,
bariscil bir sekilde bir arada yasamalarina olanak taniyan sosyal bir erdem ve politik bir ilkedir
(Pasamonik, 2004). Evrensel bir deger olmanin yani sira sosyal bilimlerin teoloji, sosyoloji,
psikoloji ve felsefe gibi farkli ¢alisma alanlarinin da konusu olan hosgorii, bu disiplinler
tarafindan kimlik, deger, yasam bicimleri, etnik, dini, sinif, cinsiyet, yetenek ve diisiince
farkliliklarint kabul etmek, onaylamak ve saygi duymak olarak ifade edilebilir (Ersoy, 2016).
Hosgoriiniin bitliin bu unsurlart g6z 6niinde bulunduruldugunda; insan ve toplum hayatini
diizenleyen karsilikli sevgi, saygli ve huzur ortamini gelistiren, bireyler arasinda olumlu
iliskilerin ortaya cikmasina imkan veren ahlaki bir deger oldugu soylenebilir (Mutluer, 2015).

Hosgoriiye ytlklenen biitiin bu olumlu anlamlarin yaninda, kavramin dogasi geregi tasidigi
paradoksal yapiy1 da tartismak gerekir (Pasamonik, 2004). Ornegin Yiiriisen (1998) hosgériiyii,
onaylamayarak kinadigimiz eylemleri, davranislari, hayat tarzlarini, onlar1 6nleme ya da ortadan
kaldirma glicline sahip oldugumuz halde, bu giiciimiizii kullanmay1 reddederek onlarin
yapilmasina veya siirdiiriilmesine engel olmama erdemi olarak tanimlar. Bu yoniiyle cogunlugun
yukimliligl olan hosgoriiniin azinliklara karsi bir tahammiil, hatta iistiinliik saglayan ara¢ olma
ozelligi tasidigl diisiiniilecek olursa (ince, 2011), toplumu olusturan gruplar arasinda esitlik
temelli bir anlayis yerine hiyerarsik bir iliskiye neden oldugu séylenebilir. Bu sebeple tolerans
ya da hosgorii gibi kavramlarin yaninda/yerine farkliliklara saygi veya tanima/taninma
kavramlari daha sik kullanilmaya baslanmistir (Taylor, 2010; Weidenfeld, 2002).

Dogasindan kaynaklanan bu negatif potansiyele ragmen hosgori, farkhiliklarin her gegen giin
daha da anlam ve deger kazandig1 bir diinyada, bu farkliliklarin ¢atismaya doniismeden uyum
icerisinde varhigimi siirdirebilmesi adina gerekliligi her gecen giin artan bir kavramdir
(Miglietta, Gattino ve Esses, 2014). Hosgorii hem toplumlar arasindaki hem de ayni toplum
icerisindeki farkliliklarin uyumu i¢in 6nem tasimaktadir. Nitekim konuya uluslararasi boyutuyla
yaklasan UNESCO (1995) hosgoriiyii, diinya kultiirlerinin zengin cesitliligine duyulan saygj,
kabul ve idrak olarak tanimlamaktadir. Ayni1 zamanda cinsiyet ayrimciligl, irk¢ilik, yabanci
diismanligi, emperyalizm, istismar/somiiric ve din baskisi gibi diinyanin ortak sorunlarinin
¢oziimiinde bir ara¢ olarak kabul edilmektedir. Bu yoniiyle demokrasi ve insan haklarinin
surdiirtlmesi, ¢cokkiltiirliilik ve hukukun tstiinligiiniin de glivencesidir.

Diinyanin ortak sorunlarinin ve uluslararasi ¢atismalarin ¢6ziimii baglaminda tasidigl degerin
yani sira hosgorii, aymi toplum icindeki ¢atisma potansiyeli tasiyan farkliliklara yaklasim
konusunda da dnem tasimaktadir. Son yiizyilda yasanan sosyal ve politik degisimin bir pargasi
olarak, bir yandan kiiresellesmenin diger yandan da yerel/kiiltiirel hak taleplerinin ulusal
sinirlar1 asindirmasi, ayni toplum igindeki farkliliklar1 daha da belirgin hale getirmistir (Anik,
2012a; Ersoy, 2016; Tiire ve Ersoy, 2014). Hi¢ sliphesiz bunda postmodernizmin, biitiin
kiltirlerin esit Olglide saygiy1 hak ettigini savunan yaklasiminin da etkisi biiytliktiir (Arslan,
2016). Bugiin gelinen noktada kiiltiirel ve etnik farkliliklar, toplumsal yasamin bir gercekligi
haline gelmekte ve bircok toplum, bu farkhiliklardan kaynaklanan sosyal sorunlarin meydan
okumasi ile kars1 karsiya gelmektedir (Hamamura, 2017).
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Artik farkl irk, din, mezhep ya da siyasi goriise mensup insanlarin bir arada yasamasinin
kacinilmaz oldugu bir diinyada, toplum icerisinde ayni cevreyi paylasan ve birbirinden farkl
ozelliklere sahip insanlarin tamaminin ayni duygulari hissetmemeleri veya ayni goriislere sahip
olmamalar1 son derece olagandir (Boyaci ve Ersever, 2017). Bireysel hak ve 6zgirliiklerinin
giivence altina alinmasi ve boylece bireylerin farkliliklariyla bir arada yasayabilmesi icin
hosgort, sahip olunmasi gereken temel degerlerden biridir (Caliskan ve Saglam, 2012).

Hosgort, her ne kadar modern donemde 6nemi daha fazla anlasilmaya baslayan bir deger olsa
da Tiirkiye gibi imparatorluk gecmisine sahip toplumlar icin tarihten beslenen geleneksel bir
yoni de vardir. Vatandaslarin esitligi soylemine ragmen tekil bir kimligi esas alan ulus-
devletlere karsin imparatorluk yapilarinda hosgoriiyli temel alan yaklasimlarla karsilasmak
daha olasidir. Bu genellemenin bir parcasi olarak Osmanli Devleti'nin farkliliklar1 baski altina
alip, bunlar1 ortadan kaldirmaya yo6nelik bir uygulamaya gitmekten 6te, bu farkliliklara yasam
imkani taniyan bir devlet gelenegi olusturdugunu sdéylemek miimkiindiir. Osmanlilarda farklh
grup kimliklerini esas alan millet sistemi ekseninde cogulcu bir anlayis olusturulmus ve
birbirinden farkli yasam tarzlari, bu sistem dogrultusunda varliklarini siirdiirmiistiir (Anik,
2012b). Bu yoniiyle Osmanl, farklhiliklart otekilestirmek yerine hosgorii temelinde bir anlayisla
bu cesitliligi, olusturdugu medeniyetin temeli haline getirmistir. Bu sebeple Kymlikca (1998)
gibi g¢okkiiltiirciiliik kuramcilar1 Osmanh Devleti'ni, imparatorluk yapilar igerisinde farkli bir
yerde konumlandirmaktadir.

Tirkiye gibi iilkeler icin tarihsel arkaplandan beslenen bir deger olan hosgoériiniin, cokkiiltiirlii
toplumlarda farkliliklarin ¢atismaya doniismeden siirdiiriilebilmesi adina tasidigi 6nem, bu
degerin egitim sistemi araciligiyla toplumun geng bireylerine kazandirilmasi gerekliligini de
beraberinde getirmektedir. Ilgili alanyazin incelendiginde hosgériiniin; degerler egitimi,
demokrasi egitimi ve vatandashk egitimi gibi farkli ¢alisma alanlar ile iliskilendirildigi
gorilmektedir (Ersoy, 2016). Calisma alanlarinin 6tesinde hosgoriiniin, hangi derslerle iliskili
oldugu incelendiginde ise karsimiza sosyal bilgiler ve tarih dersleri ¢cikmaktadir. Ciinkii sosyal
bilgiler ve tarih egitimi, sadece bilgi ve becerileri aktarmakla yetinmeyip ayni zamanda belli
birtakim degerleri 6grencilerine aktararak toplum yarari i¢in ¢alismak durumundadir. Bagka
hicbir ders giiniimiiz toplumlarinin ihtiyaglari, politika ve ideolojiyle; sosyal bilgiler ve tarih
dersleri kadar yakindan ilgili degildir (Van Der Leeuw-Roord, 2009). ilkégretim basamaginin,
genel itibariyle deger 6gretimi agisindan tasidigi 6nem, hosgorii degerinin benimsenip bir yasam
tarzina dontstiiriilmesi noktasinda sosyal bilgiler dersini dncelikli kilmaktadir (Caliskan ve
Saglam, 2012; Demircioglu, 2008).

Diinyada sosyal bilgiler 6gretim programlarinin ve amaclarinin belirlenmesinde s6z sahibi
kuruluslardan bir olan NCSS’e (1994) gore, yurttaslik yeterliliklerinin gelistirilmesi icin sosyal
ve beseri bilimlerin biitiinlestirildigi bir ¢alisma alani olan sosyal bilgiler 6gretiminin baslica
amaci, geng bireylerin kiiresel bir diinyada, kiiltiirel farklhiliklara sahip demokratik bir toplumun
yurttaslar1 olarak, toplum yarari icin bilgiye dayali ve mantikli karar alma yeteneklerinin
gelismesine yardimci olmaktir. Bu tanimdan da anlasilacagi ilizere hosgoériiniin temel
unsurlarindan olan farkliliklara saygi, sosyal bilgiler 6gretiminin de baslica amaclar1 arasinda
yer almaktadir. NCSS’in ortaya koymus oldugu standartlar1 6rnek alan Tiirkiye'de ise hosgori,
sosyal bilgiler 06gretim programinda oOgretilmesi hedeflenen degerlerden biri olarak
belirlenmistir (MEB, 2005). Ogretim programi icerisinde “Bireysel farkliliklara saygih olabilme;
farkli goriis, diisiince, inang, anlayis ve Kkiiltiirel degerleri hosgori ile karsilayabilme”,
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ogrencilere kazandirilmasi hedeflenen beceriler arasindadir. Buna karsin, bir deger olarak
hosgoériiniin tanimlanmamis olmasi, bu konuda bir degerlendirme yapmay: giiclestirmektedir.
Ustelik hosgorii ile iliskili olarak “farkliliklara saygi’min, iletisim becerileri igerisinde bir alt
beceri olarak tanimlanmasi, hosgoriiniin toplumsal bir degerden cok iletisim becerilerini
arttiracak bireysel bir beceri olarak ele alindigin1 gostermektedir. Programin icerigi
incelendiginde ise hosgorii ile dogrudan ilgili tek konunun 7. Simf Sosyal Bilgiler Ogretim
Programinin “Tirk Tarihinde Yolculuk” adli 3. {initesinde “Osmanli’da Hosgorii ve Birlikte
Yasama Kiiltliri” bashgiyla yer aldig1 goriilmektedir (Evirgen, 2016).

Hosgorii degerinin geng bireylere kazandirilmasinda sosyal bilgiler kadar énemli bir baska ders
ise tarihtir. Cilinkd tarih 6gretimi sadece ortak bir gecmisin bilgisini bize sunmaz. Bununla
birlikte bugiiniin diinyasini ve ona dair kavramlari anlamlandirmamiza da yardimci olur
(Korosteline, 2008). Bircok arastirmada da ortaya konuldugu iizere bu durum, farklhiliklar ve
farkliliklara karsi yaklasim konusunda tarih 6gretiminin etkililigine isaret etmektedir
(Anderson, 2011; Korosteline, 2008; Pamuk, 2014; Yildirim, 2016). Fakat her toplumda ve her
donemde tarih O6gretiminin Oncelikli amacinin toplumdaki farkliliklara hosgoérii anlayisini
gelistirmek oldugu sdylenemez. Bunun aksine tarih derslerinden geleneksel olarak beklenen,
toplumsal birlikteligi saglamak/siirdiirmektir. Bu durum o6zellikle ulus-devlet yapilarinda bir
ulusal kimlik duygusu yaratmak icin, toplumdaki cesitliligin tarih derslerinde gérmezden
gelinmesi ile sonuclanmistir (Stradling, 2003). Tarih 6gretiminin bu yonij, II. Diinya Savasi’ndan
sonra yasanan genel egilimin bir sonucu olarak etkililigini bir 6lciide kaybetse de, ulus-insa
politikalarini takip eden toplumlar i¢in gegerliligini stiirdiirmektedir (Aslan ve Akeali, 2007).

Tarih 6gretiminin amaglar1 baglaminda yasanan degisimin bir parcasi olarak artik farkl
oncelikler de giindeme gelmektedir. Insan haklar1 ve demokrasi gibi temel kavramlarin 6gretimi,
tarih derslerinin dncelikli amaclar1 arasinda yer almakta, tek tarafli bakis acisi yerine ¢ok yonlii
diisiinebilme, hosgorii, ayrimciliga karsi olma gibi kazanimlar ortaya ¢ikmaktadir (Demircioglu
ve Tokdemir, 2008; Dilek, 2007). Artik tarih 6gretiminin amaci, 6grencilerin sadece kendi
toplumlarin1 degil, diger iilkeleri ve Kkiiltiirleri de tanimalarina ve anlamalarina Kkatki
saglamaktir. Cokkiltirli bir toplumda ise kiiltiirel gesitlilige saygi ve hosgoriyle yaklasmak,
artik tarih egitiminin 6ncelikli amaclar1 arasinda yer almaktadir (Grosvenor, 2000). Sadece
kiltirel farkliliklar degil, cinsel farkliliklarin da tarih 6gretiminde yer bulamamasi artik ciddi
bicimde sorgulanmakta, kadini gormezden gelen bir tarih “yarim bir tarih” olarak
nitelendirilmektedir (Adams, 1983).

Tarih egitim literatiirtinde farkliliklar lehine yasanan gelisim, sinirh dlciilerde de olsa Tiirkiye'yi
etkilemektedir. Her ne kadar Tirkiye’deki mevcut tarih 6gretim programi, tarih 6gretiminin
geleneksel boyutuna bagh olarak farkliliklara saygi yerine, kimlik aktarimina dncelik verse de
Ogrencilere “baris, hosgort, karsilikli anlayis, demokrasi ve insan haklar1 gibi temel degerlerin
O6nemini kavratarak bunlarin korunmasi ve gelistirilmesi konusunda duyarli olmalarin
saglamak” gibi, cagdas tarih 6gretiminde yasanan degisimle uyumlu amaglarinin oldugunu da
belirtmek gerekir (MEB, 2007: 4). Tarih egitimi ile birlikte son on y1l icerisinde Tiirkiye'nin genel
egitim politikasinda da farkliliklar lehine birtakim degisimlerin varlig1 gozlenmektedir. Bu siire¢
icerisinde etnik ve dinsel baz1 hak talepleri egitim sistemi icerisinde karsilik bulmustur. Ayrica
ders kitaplarinda farkhliklarin géormezden gelinmesi ya da toplumsal cinsiyet ayrimciligi
konusundaki sorunlar devam etmekle birlikte, 6nceki yillarla karsilastirildiginda ayrimci
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ifadeler ve hak ihlalleri konusunda nispeten bir iyilesmenin yasandig1 da sdylenebilir (Cayir,
2014; Cotuksoken, Erzan ve Silier, 2003; Tiiziin, 2009).

Imparatorluk ge¢misi sebebiyle Tiirkiye, farkliliklar: biinyesinde barindiran iilkelerden biridir.
Son yillarda artan Suriyeli gogmen sayisi ve bu popiildsyonun her gecen giin artan olgiilerde
egitim sistemine dahil olmasi, farkli dinsel/mezhepsel ve cinsel kimliklerin artan esitlik ve hak
taleplerinin oOzellikle egitim alaninda somutlagsmasi (Cayir, 2014), egitim politikalarinda
farkliliklarin yerini ve bu kapsamda bir deger olarak karsimiza ¢cikan hosgoriiniin egitim sistemi
araciliyla toplumda yayginlastirilmasin1 daha da énemli kilmaktadir. Bu sebeple son yillarda,
hosgori degerinin 6gretimi ile ilgili yapilan ¢alismalarda da bir artis oldugu gozlemlenmektedir.
Alanyazindaki bu calismalarin ilk ve ortaokul 6grencilerinin (Ersoy, 2016; Kalin, 2013; Oztaskin
ve Igen, 2015), 6gretmenlerin (Biiyiikkkaragoz ve Kesici, 1996; Karaman Kepenekgi, 2004; Tiire
ve Ersoy, 2014), 6gretmen adaylarinin (Mutluer, 2015; Kabapinar, 2007; Sahin, 2011) egitim
fakiiltesi 6gretim lyelerinin (Kiroglu, Elma, Kesten ve Egiliz, 2012) hosgorii ile ilgili alg1 ve
tutumlarini belirlemeye yonelik oldugu, bununla birlikte hosgériiniin 6gretilmesine yonelik
deneysel ve yar1 deneysel calismalarin da gerceklestirildigi goriilmektedir (Demircioglu, 2008;
Tahiroglu, 2014; Tatar, 2009). Bu ¢alismanin amaci ise ortaokul 7. sinif 6grencilerinin hosgori
ile ilgili farkindaliklarini ve bu farkindalik tizerinde sosyal bilgiler derslerinin tarih konularinin
etkililigini gorsel betimlemeler aracilifiyla ortaya koymaktir.

2. Yontem

2.1. Arastirmanin Modeli

Bu calisma, nitel aragstirma gelenegi icinde yer alan “durum calismas1” deseninde tasarlanmistir.
Durum calismasinin en temel 6zelligi bir durumun derinlemesine arastirilmasidir. Yani bir
duruma iliskin etkenler biitiinciil bir yaklasimla arastirilir ve ilgili durumu nasil etkiledikleri ya
da ondan nasil etkilendikleri lizerine odaklanilir (Yildirnm ve Simsek, 2005). Arastirmada
ogrencilerin hosgoriiye dair farkindaliklar1 tek bir siif diizeyinde incelendiginden, durum
calismasi tiirlerinden “biitiinciil tek durum” deseni kullanilmistir.

2.2. Calisma Grubu

Arastirmanin calisma grubunu, 2016-2017 egitim-6gretim yilinda Tokat iline bagh bir
ortaokulda 7. Smif diizeyinde 6grenim goren 8’i kiz 9’u erkek olmak {izere toplam 17 katilimci
olusturmaktadir. Sosyal bilgiler 6gretim programi 3. linitesinde yer alan “Osmanli’da Hosgorii ve
Birlikte Yasama Kiiltiiri” konusu, ¢alismanin kapsamini belirlediginden uygulama 7. siif
ogrencileri ilizerinde gerceklestirilmis ve buna uygun olarak calisma grubunun belirlenmesinde
amacli 6rneklem yonteminden yararlanilmigtir.

2.3. Verilerin Toplanmasi

Arastirma verilerinin toplanmasi iki asamada gercgeklestirilmistir. Birinci asamada, sosyal
bilgiler dersinin “Tiirk Tarihinde Yolculuk” adli 3. iinitesinde yer alan “Osmanli’da Hosgort ve
Birlikte Yasama Kiiltiiri” islendikten 3 hafta sonra katiimcilardan, Osmanli’da hosgorii
kavramini, gorsel betimlemeler yoluyla ifade etmeleri istenmistir. Bu uygulamadan bir hafta
sonra gerceklesen ikinci asamada ise, sosyal bilgiler dersi kapsaminda yer almayan, “Tiirkiye’de
hosgori” kavramini katilimcilarin, kendi kisisel gozlem ve deneyimlerinden yola ¢ikarak, yine
gorsel betimlemeler yoluyla ifade etmeleri istenmistir. Tamami sinif ortaminda gerceklestirilen
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uygulamada katilimcilar hazirlayacaklar1 gorsellerde kullanacaklar1 teknik konusunda serbest
birakilmistir. Gorsel betimlemeler, gerek o6grencilerin ge¢mise dair algilarin1 (Dilek, 2009;
Kabapinar ve Sargin, 2014) gerekse hosgorii degerine dair farkindaliklarini (Ersoy, 2016)
arastirmak icin kullanilan ydntemler arasinda yer almaktadir. Gorsel betimlemeler
tamamlandiktan sonra ise katilimcilardan, hazirladiklar: tirtiinlerde ne anlatmak istediklerini
yazili olarak da ifade etmeleri istenmistir. Boylece verinin gesitlendirilmesi (data triangulation)
saglanarak arastirmanin gecerligi arttirilmaya ¢alisiimistir.

2.4. Verilerin Analizi

Katilimcilarin hazirlamis olduklar1 gorsel betimlemelerin degerlendirilmesinde dokiiman analizi
tekniginden yararlanilmistir. Gorsel malzemelerin analizinde kullanilan bu teknik, arastirilmasi
hedeflenen olgu veya olgular hakkinda bilgi iceren materyallerin analizini kapsar (Yildirim ve
Simsek, 2005). Bu arastirmanin dokiimanlarini ise 7. sif 6grencilerinin Osmanli'da ve
Turkiye’de hosgorii bashklarinda hazirlamis olduklar1 gorsel betimlemeler olusturmaktadir.
Katilmcilarin, hazirlamis olduklar1 gorsel betimlemeleri acikladiklar1t yazili ifadelerin
coziimlenmesinde ise icerik analizi kullanilmistir. Icerik analizinde temel amag, toplanan verileri
aciklayabilecek kavramlara ve iliskilere ulasmaktir (Yildirim ve Simsek, 2005).

3. Bulgular

3.1. 7. Simif Ogrencilerinin Osmanli’da Hosgérii Kavramina iliskin Farkindaliklar:

7. sinif 6grencilerinin hosgori algilar: tizerinde sosyal bilgiler dersleri tarih konularinin etkisini
inceleyebilmek amaciyla ilgili 6gretim programinda yer alan “Osmanli’da Hosgorii ve Birlikte
Yasama Kiltiiri” konusu islendikten ili¢ hafta sonra, katihmcilardan “Osmanli’da hosgori”
kavraminin kendileri i¢in tasidigi anlami gorsel betimlemeler yoluyla ifade etmeleri istenmistir.
Degerlendirmeye alinan 15 iiriin incelendiginde ise 11’'inin, Osmanlh toplum yapisini olusturan
farkliliklara iliskin olmasi dikkat cekmektedir. Asagida yer alan tiriinler, bu duruma bir érnektir:
Resim 1:
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Yukarida yer alan gorsel betimlemesini katilimci, “Bu resmimde Fatih Sultan Mehmet’in
Istanbul’u fethetmesinden sonra korkan Yahudi ve Hristiyanlarin korkmamalart gerektigini,
herkesin rahatca kendi dinini yasayabilecegini anlatiyor ve tiim halk onu dinliyor” seklindeki
ifadelerle aciklamistir. Katilimcinin hazirlamis oldugu gorsel betimlemeden ve onu agikladigi
ifadelerden de anlasildig1 iizere, konuya farkhliklara saygi temelinde yaklasan katilimcilar igin
bu kavram daha ¢ok dinsel farkliliklar: ifade etmektedir. Dinsel farkliliklar1 ifade etmek icin
katilimcilar; ibadethane (camii, kilise ve havra), kutsal kitaplar (Kur’an, incil ve Tevrat) ya da
dini sembollere (hag) gorsel betimlemelerinde siklikla yer vermislerdir. Asagida yer alan
drunler, bu durumun 6rneklerindendir.

Resim 2. Resim 3.

Yukaridaki 6rneklerde goriildigii lizere katihmcilar, camii ve Kkilise gibi ibadethaneleri,
hosgoriiyii gerektiren dinsel farkliliklarin ifadesinde bir sembol olarak kullanmaktadir. Bu
ibadethanelerin, dinsel farkliliklar1 temsil ettigini, Resim 2’yi agiklayan katihmc1 “Miisliimanlar
camiye girip namaz falan kiliyorlar. Hristiyanlar kiliseye gidip ayin yapiyorlar” seklinde ifade
etmektedir. Bununla birlikte Osmanli’da hosgoriiniin ifade edilmesinde Fatih Sultan Mehmet
donemine siklikla referans verildigi de goze ¢arpmaktadir. Katiimcinin Resim 3’te yer alan
gorseli aciklamak icin kullandig1 ifadeler, bu duruma bir 6rnek niteligindedir: “Fatih Sultan
Mehmet déneminde Hristiyanlar, Miisliimanlar bir arada yagsarlar. Bu Fatih Sultan Mehmet'in
hogsgortilii oldugunu gosteriyor.” Bu durumu ders kitabi/yardimc kitabin 6grenciler tizerindeki
etkisiyle aciklamak miimkiindiir. Zira Fatih’in Istanbul'u fethinin ardindan, o6zellikle
Ortodokslarla ilgili tutumu, Osmanli’da hoggoriiniin 6nemli bir 6érnegi olarak ders kitabinda ve
yardimci kaynakta yer almaktadir (Evirgen, 2016) . Bununla birlikte yardimci kaynakta yer alan
ve 0gretmenin derste kullandig1 farkl tarihsel 6rnekler de, katilimcilarin gorsel betimlemelerine
yansimaktadir.
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Resim 4: Resim 5:

Yukarida yer alan 6rneklerde goriildiigii iizere, Osmanl adalet sisteminin dinsel ¢ogulculugu goéz
ontinde bulundurmasi, katilimcilar: etkileyen tarihsel érneklerdendir. Nitekim katilimciya gore
“Osmanlida farkl dinlere sahip insanlara hosgérii gdstermek icin kadilarin masalarinda
Hristiyanlar icin Incil, Yahudiler icin Tevrat Miisliimanlar icin ise Kuran-1 Kerim” bulundurulmasi
Osmanli’da hosgoriiniin sembollerindendir. Bunula birlikte Osmanl’nin kurulus déneminde
kilise yaptiran tebaasina maddi yardimda bulunmasi da Resim 5’te, agzinda para kesesi tasiyan
bir kusla tasvir edilmistir. Farkliliklar1 -o6zellikle de dinsel farkliliklari- konu edinen bu
orneklerin yani sira, katilimcilarin hosgoriiyii baska kavramlarla iligkilendirdikleri az sayidaki
ornekle karsilasmak da miimkiindyir.

Resim 6: . Resim 7:

Yukar1  o6rneklerde  de  goruldigii  gibi  katiimcillardan  bazilar1  hosgoriyi
yardimseverlik/dayanisma ya da misafirperverlik olarak algillamaktadir. Hosgoriyi
yardimseverlik ya da dayanisma olarak algilayan katilimci, Resim 6’y1 su sekilde aciklamaktadir:

“Osmanli’da hoggérii denince aklima ilk olarak esnaflar geliyor. Mesela bir 6rnek
vereyim: Ayni yerde iki esnaf satis yapabiliyordu. Ama benim resmettigim 6rnek:
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Birgiin bir adam pazara gitmis. Tezgahin basina geldiginde esnaftan bir sey istemis.
Esnaf da ‘Ben bugiin siftah yaptim, karsidaki esnaf yapmadi o yiizden ondan al’ demis.
Burada esnaflarin hoggoriisiinti kastediyor. Tabii hosgérii denince akla ‘Osmanlt’
geliyor... Osmanli tam bir hoggorii devleti.”

Hosgoriiyli misafirperverlik olarak algilayan katiimci ise Resim 7’yi “Tiirkler ¢ok
misafirperverdirler bu yiizden de yoresel yemek, kiyafet, icecek ve halk oyunlarina diiskiin bir
millettir” ifadeleri ile aciklamaktadir. Bununla birlikte hosgoriiyli; nezaket, dostluk ya da
padisaha itaat gibi farkli kavramlarla iliskilendiren katilimcilar da ¢alisma grubu icerisinde yer
almaktadir.

3.2. 7. Simf Ogrencilerinin Tiirkiye’de Hosgorii Kavramina iliskin Farkindaliklar

7. sinif 6grencilerinin hosgori ile ilgili gozlem ve deneyimlerini inceleyebilmek amaciyla ilk
uygulamadan bir hafta sonra, katilmcilardan “Tiirkiye’de hosgorii” kavraminin kendileri igin
tasidigl anlami gorsel betimlemeler yoluyla ifade etmeleri istenmistir. Birinci uygulamada elde
edilen iirtinlerde oldugu gibi Tiirkiye’de hosgorii kavramini ifade eden 6grencilerin biiyiik bir
bolimiintin toplumu olusturan farkhiliklar ve bu farkliliklara saygiya vurgu yaptiklar
gorilmektedir. Az sayida da olsa hosgoriiyii hatalar affetmek, yardimseverlik ya da fair-play gibi
farkli kavramlarla iliskilendiren katilimcilar da bulunmaktadir. Asagida yer alan 6rnekler, bu
durumu yansitmaktadir.

Resim 8: - - Resim 9:

Resim 8’de katilimcinin hosgoriiyi, hatalar affetmek olarak degerlendirdigi, kendi ifadelerinden
de anlasilmaktadir: “Bu resmi yaptim ¢tinkii; cocuk topu atip cami kirtyo kadin da kizmadan topu
cocuga geri veriyo. Topunu patlatmayip hoggériilii davraniyor.” Resim 9’da ise katilimci,
hosgoriiyi futbol lizerinden su sekilde agiklamaktadir: “Tiirkiye'de insanlar mag izlerken ¢ok
hogsgortistiz davraniyorlar. Stada futbolculara zarar verecek maddeler atiyorlar. Bunun bir oyun
oldugunun farkina varip biitiin takimlara hogsgériilii olmalilar.”

Bu 6rneklerin disinda degerlendirmeye alinan 14 iirtinden 9’unun farkliliklarla iliskili oldugu
gorilirken bu farkhliklarin, birinci uygulamanin aksine ¢ok daha genis bir aciyla ele alinmasi
dikkat cekicidir. Gorsel betimlemelerde 2 6grencinin konu edindigi farklilik tiird, kiiltiirel/etnik
farkliliklardir. Asagida bu durumun bir 6rnegine yer verilmistir.
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Resim 10:

» o« » o« » o«

Yukarida yer alan gorsel betimlemede “Ben Tiirkiim”, “Ben Cerkezim”, “Ben Kiirdiim”, “Ben
Aleviyim” ve “Ben Zazayim” seklindeki ifadelerle kiiltiirel/etnik farklilik yansitilirken,
katilimcinin bu trin ile ilgili yaptig1 agiklamada ise farkliligin kapsami daha da genislemektedir:

“Bu resimde her kesimden zengin, fakir, kéylii, kentli vs. birlikte el ele halay ¢ekiyorlar.
Tiirkiye alevi, cerkez, laz, zaza Tiirk olmak tizere ¢ok cesitli insan var. Birbirlerine
saygili ve hoggortilii olmak zorundalar. Eger yeterince hosgériilii olmazsalar tilkenin
birligi bozulur. Insanlart birbirine baglayan sey onlarin hoggériileridir. Tiirkiye'de
boyle bir iilkedir.”

Katilmcinin ifadelerinden de anlasilacag: tzere 7. siif 6grencileri hosgoriiniin 6znesi olan
farkhilhiklar, kiiltiirel/etnik  farkliliklari da i¢cine alan c¢ok genis bir baglamda
degerlendirmektedir. Bu baglamin icinde yer alan bir diger farkliik bicimi ise goris ve
inan¢/yasam bicimi farkliliklaridir. Asagida yer alan gorsel betimlemeler, bu duruma birer 6rnek
niteligindedir.

Resim 11: Resim 12:
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oo«

Resim 11’de katilmc1 “farkh fikirdeki insanlar”1 “ayni masada” resmettigini ifade etmektedir.
Resim 12’deki vurgu ise yasam tarzi farkliliklarinadir. Katilmci yapmis oldugu gorsel
betimlemeyi asagidaki sekilde agiklamaktadir:

“Tiirkiye’de her insan mutlu, huzurlu bir hayat gecirmeyi/yasamayi hak ediyor.
Tiirkiye'de kadin, erkek, engelli, tesettiirlii, tesettiirsiiz herkes birbirine hosgérii ile
yaklasmakta ve durum iilkenin mutluluguna neden olmaktadir. Resimdeki
karakterlerin hepsinin ytizii bu yiizden giilmektedir.”

Yasam bigimi ve goriis farkliliklarinin daha da 6zelinde katilimcilarin gorsel betimlemelerine
yansiyan bir baska ozellik ise politik goriis farkhiliklaridir. Bu noktada uygulamanin
gerceklestirildigi sirada Tiirkiye giindeminde olan anayasa referandumu stirecinin, 6grencilerin
hazirlamis oldugu iirtinlere de yansidig goriilmektedir:

Resim 13:

Ornekte de goriildiigii lizere, referandum siireci boyunca ortaya cikan politik taraflarin
tamaminin bir aradalifl, hosgériiniin bir yansimasi olarak degerlendirilmistir. Nitekim
katilimcinin gorsel tasarimini agikladigl ifadelerde de bu duruma dikkat cekilmekte ve yine
farkliiklarin uyumunun toplumsal boyutuna dikkat cekilmektedir: “Ulkemizdeki her gériiste
insanlarin birbirlerinin gériislerine saygi ve hoggorii ile yaklasmalarini temenni ediyorum. Daha
gticlii Tiirkiye icin her zaman el ele vermeliyiz.”

Farkliliklara iliskin biitiin bu 6érneklerin yani sira Tiirkiye’de yasayan Suriyeli gé¢menlerin
hosgoériniin birer 6znesi olduguna dikkat c¢eken, kadin, engelli, ¢ocuk ve hayvan haklarin
hosgorti ile iliskilendiren gorsel betimlemeler de katilimcilar tarafindan tasarlanmistir. Bulgular
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kisminda yer verilecek son gorsel betimleme ise yukarida yer verilen farkliliklarin, metaforik bir
ifadesi seklindedir:

Resim 14:

Farkli meyvelere sahip bir aga¢ seklinde gorsel metafor olarak tasarlanan yukaridaki tirtinii
katilimci su sekilde aciklamaktadir: “Bu resmi yaptim ¢tinkii Tiirkiiye tipkt bu agag gibi her tiirden
insan vardir.”

4. Tartisma ve Sonug

Bu arastirmada, 7. sif 6grencilerinin hosgorii degerine iliskin farkindaliklari, hazirlamig
olduklar1 gorsel betimlemeler ve bu betimlemelere dair yaptiklari agikmalar aracilifiyla
incelenmeye c¢alisilmistir. Arastirma sonunda katilimcilarin bir¢ogunun gerek Osmanh gerekse
Tiirkiye’de hosgorii degerini, farkliliklar ya da farkliliklara saygi tzerinden tanmimladiklari
gorilmektedir. Bu durum, katilimcilarin hosgoriiye dair yaptiklari tanimlamalarin ilgili
literatiirle uyumlu oldugunu gostermektedir (Godwin, Ausbrooks ve Martinez, 2001; Lintner,
2005; Lyons, ve Farrell, 1994; Wan, 2006). Ersoy’un (2016) 4. sinif 6grencileri lizerinde yaptig
calismasinda, bu sinif diizeyindeki 6grencilerin ¢gogunlugunun hosgoriiyli yardim etmek, hatalari
affetmek, sevmek ve iyi davranmak olarak algiladigi, ¢cok az sayidaki 6grencinin hosgori, saygi
gbsterme olarak algiladig1 anlasilmaktadir. flgili calismada bu durum, ders kitaplarinin hosgorii
ile farkliliklara saygiyi iliskilendirme konusundaki eksikligi ya da 6grencilerin yas ve olgunluk
diizeylerinin bilissel ve ahlaki sorgulama icin uygun olmamasiyla ac¢iklanmistir. 7. sinif
Ogrencileri iizerinde yapilan bu calismada ise, katilimcilarin ¢ogunun hosgoriiyi, literatiirle
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uyumlu bir bicimde farkliliklara saygi iizerinden tanimlamasi, bu sinif diizeyinin hosgoriiniin
Ogretimi icin uygun oldugunu géstermektedir.

Katilmcilarin  Osmanli'da  hosgoriiyti  farkhiliklarla -6zellikle de dinsel farkhiliklarla-
iliskilendirmesi, ilgili ders kitabinda yer alan “Osmanli’da Hosgorii ve Birlikte Yasama Kiiltiiri”
adli konuda, Osmanli’daki dinsel farkliliklara ve bu farkliliklarin idaresi amaciyla olusturulan
millet sistemine yapilan vurgunun, 6grenciler izerindeki etkisiyle aciklanabilir. Bununla beraber
ilgili ders kitabinin dinsel farkliliklar temelinde kurgulanmasinda ise, ilgili alanyazinda
Osmanli’da farkliliklarin millet sistemi cercevesinde tanimlanmasinin etkili oldugu séylenebilir
(Akin, 2006; Aktoprak, 2010; Bozkurt, 1993; Kaya, 2005; Okutan, 2009)

Sosyal bilgiler 6gretim programinda ya da ders kitabinda yer almayan, Tirkiye’de hosgorii
konusundaki gorsel betimlemelerde farkliliklara sayginin belirgin bir bicimde 6ne ¢ikmasi,
6grencilerin konuyu analoji yoluyla 6grendiklerini, ders kitabinda var olan “Osmanli’da Hosgori
ve Birlikte Yasama Kiltiirii” konusunda 6grendiklerinden yola cikarak, Tiirkiye'de hosgoriyii
anlamlandirdiklar1 goriilmektedir. Dolayisiyla analojiye dayali etkinlikler, bu siif diizeyinde
hosgori degerinin 6gretimi icin kullanilabilecek bir yontem olarak karsimiza c¢ikmaktadir.
Ozellikle tarih ile bugiin arasinda kurulacak iligkiler, sosyal bilgiler 6gretiminin dogasina uygun
olarak oOgrencilerin, hosgoriiniin ya da farklliklarin, sadece ge¢misle smirli olmadigim
o6grenmelerini saglayacaktir.

Calismada siklikla vurgulandigi gibi hosgorii degerini tamimlayan kavramlarindan biri
farkliliklara saygidir. Hatta tasidigi paradoksal anlam sebebiyle hosgoriiniin yerine farkliliklara
saygl kavramimin kullanimi giderek yayginlasmaktadir. Toplumlar, sosyal yapilarinda
barindirdiklar1 farkliliklar1 cesitli tarihsel deneyimlere borg¢ludurlar ki bir imparatorluk
gecmisine sahip olmak bunlarin basinda gelmektedir. Bu 6zelligi paylasan Tiirkiye ise sahip
oldugu sosyal yapi itibariyle, cokkiiltiirlii toplumlara bir 6rnek teskil etmektedir. Cokkiiltiirliiliik
kavrami, ayni toplum i¢indeki birden fazla etnik, dilsel, irksal, dini/mezhepsel, politik, cinsel vb.
farkl kiiltiirlerin varhigini isaret etmektedir. (Banks ve Banks, 2007; Leistyna, 2002; Parekh,
2002; Race, 2011; Yanik, 2013; Yazicl, Basol ve Toprak, 2009) Bazilar ise ¢okkiiltiirlii kavramini
kadinlar, escinseller, engelliler gibi cesitli nedenlerle egemen toplumdan dislanmis ya da kenara
itilmis etnik olmayan gruplari da i¢ine alan oldukga genis bir anlamda kullanir (Kymlicka, 1998).
7. sinif 6grencilerinin, Tiirkiye’de hosgori basliginda hazirlamis olduklar1 gorsel betimlemeler
degerlendirildiginde, Tiirkiye'nin ¢okkiiltiirlii yapisimi olusturan cesitliligin farkinda olduklari
anlasilmaktadir. “Tirk”, “Kurt”, “Cerkez”, “Laz”, “Zaza” betimlemeleri lizerinden etnik/kiiltiirel
farkliliklar, “Alevi” ya da “tesettiirlii/tesettiirsiiz” betimlemeleri lizerinden inan¢ ve yasam bi¢imi
farkliliklari, “Suriyeli gogmenler” lizerinden ulusal farkliliklar, anayasa referandumu tizerinden
ise politik goriis farkliliklar1 vurgulanmaktadir. Kadin ve engelli haklarina yapilan vurgu ise,
cokkiltiirli toplum yapisinin olduk¢a genis bir anlamda ele alindigini, cokkiiltirliilitkk
literatiiriine yansiyan farkhiliklarin tamamina yakininin 7. simf 6grencilerinin  kisisel
gozlemlerine yansidigini gostermektedir.

7. sinif sosyal bilgiler ders kitabinda dogrudan yer alan bir konu olan “Osmanli’da hosgori”
bashiginda 6grencilerin gorsel betimlemeleri sadece dinsel farkliliklar {izerine odaklanirken,
kendi kisisel deneyimleri ve gozlemleriyle olusturmalari gereken “Tiirkiye’de hosgori”
bashigindaki gorsel betimlemelerin, farkliliklar1 olduke¢a genis bir kapsamda ele almasi oldukga
dikkat cekicidir. Ogrencilerin hosgorii ile ilgili bakis agilarim genisletmesi gereken sosyal bilgiler
ders kitaplarinin tam tersi bir anlayisla hosgoriiyii dar bir ¢ercevede ele aldig1 ve bu ydniiyle
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ogrencilerinin bakis agilarini zenginlestirmenin uzaginda kaldig1 s6ylenebilir. Bu durum, Tiirkiye
disindaki o6rneklerde egitim seviyesi yiikseldikce hosgorii egiliminde de artis gozlenirken
(Borgonovi, 2012; Witenberg, 2007) neden Tiirkiye’de tam tersi bir durum olduguna dair bize
fikir vermektedir (Caliskan ve Saglam, 2012).

Arastirma verileri katilimcilarin, Tirkiye'nin kiiltiirel yapisindaki ¢esitliligin ve bu cesitlilige
kars1 hosgoriiniin toplumsal yasamin devami agisindan o6neminin farkinda olduklarinm
gostermektedir. Fakat bu farkindalik katilimcilarin, biitiin bu farkliliklara hosgori ile
yaklastiklari seklinde yorumlanmamalidir. Ho’'nun (2009) da belirttigi gibi bir yandan ayr1 ulusal
ve grup kimliklerini siirdiirmeye kararli, diger yandan ise gittikce kiiresellesen ve birbirine
baglanan bir diinyada sosyal bilgiler ve tarih 6gretmenleri, farkliliklar1 desteklemek, toplumsal
birlikteligi saglamak ve kiiresel bakis a¢ilarin1 desteklemek gibi farkli beklentilerin meydan
okumasi ile karsi karsiyadir. Arastirma sonuglari bir biitiin olarak degerlendirildiginde ise, tarih
konulari ile bugiinii iliskilendirme noktasindaki ¢ekinceler nedeniyle, Tiirkiye’de sosyal bilgiler
Ogretiminin hosgoéri degerinin kazandirilmasi konusunda o6grencilerin kisisel deneyim ve
gozlemlerinin gerisinde kaldig, bu konuda o&grencilere elestirel diisinme becerisi
kazandiramadig1 gibi, 6grencilerin hosgori ile ilgili farkindaliklarini, bugiiniin toplumsal
ihtiyaclarini karsilayacak olgtide gelistiremedigi soylenebilir.
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Extended Summary
1. Introduction

The concept of tolerance can be described as a process of communication based on mutual love,
respect, and trust, which makes it possible for differences in a society to live in a harmony
(Biiylikkaragoz and Kesici, 1996). As can be understood from this definition, tolerance is a social
virtue and political principle which makes it possible for individuals or communities with
different viewpoints and experiences to live together in peace (Pasamonik, 2004). This study
aimed at revealing 7th graders’ awareness of tolerance and the effects of history topics of social
studies course on that awareness through visual descriptions.

2. Method

This study was designed as a case study, which has a qualitative tradition. The participants of
this study were composed of a total of 17 7th graders, who were studying in Tokat during 2016-
2017 academic year. 8 of the participants were female, and the 9 were male. The data were
collected in two phases. In the first phase, the participants were asked to express the concept of
tolerance in Ottoman through visual descriptions three weeks after the subject of “Tolerance
and Culture of Living Together in Ottoman” was taught. One week after the first phase, the
second phase started. In the second phase, the participants were asked to express the concept of
tolerance in Turkey, which wasn’t included among the topics in social studies course, through
visual description based on their own observations and experiences. Document analysis
technique was used in order to analyze the visual descriptions produced by the participants.

3. Findings, Discussion and Results

As a result of the study, it was observed that the majority of participants described the value of
tolerance through differences and respect for differences. This situation showed that
participants’ definitions were compatible with the relevant literature. The participants
associated tolerance in Ottoman with religious differences while they were observed to be
aware of the diversity comprising the multicultural structure of Turkey. Ethnic/cultural
differences through descriptions such as “Turkish”, “Kurdish”, “Circassian”, “Laz”, and “Zaza”;
belief and lifestyle differences through descriptions such as “Alawite” or "wearing hijab or not”;
national differences through “Syrian refugees”; political differences through constitution

referendum were emphasized.

The data of this study showed that participants were aware of the diversity in Turkey’s cultural
structure and the importance of tolerance for the maintenance of social life. However, it can be
stated that social studies teaching isn’t effective enough to develop the value of tolerance in
children and children aren’t able to develop their awareness about tolerance to the extent of
meeting the social needs due to the drawbacks in associating history subjects with today’s
events.
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Abstract

Intercultural language learning has become an important focus of modern language education
recently. Learners may encounter cultural barriers as well as linguistic barriers in classrooms.
Therefore, teachers should follow some strategies to help them cope with these intercultural
encounters by raising their cultural awareness and engaging them in culture learning. The study
introduces the project called "Let's learn about other cultures" carried out during the fall
semester of 2014-2015 academic year in the English preparatory school of a state university in
Turkey with a group of 40 students. The project aimed at enhancing students’ intercultural
concept learning performance using weekly student-designed bulletins that provide information
on the words, phrases, and sentences indicative of intercultural elements or concepts they
encountered in their classes. The data consisted of 15 students’ responses to the semi-structured
interview questions on the efficiency of the project, their scores on the test on the words, and
expressions practiced in the bulletins administered at the end of the semester. The results
showed that most of the students were able to learn the intercultural words, phrases, and
sentences studied as part of the project and they had positive views on the efficiency of the
project.
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0z

Kiltiirlerarasi dil 6greniminin yakin zamanda modern dil egitiminin 6nemli bir odak noktasi
haline geldigi bilinmektedir. Ogrenciler, sinif ortaminda dilbilimsel engellerin yan1 sira kiiltiirel
engellerle de Kkarsilasabilmektedir. Bu nedenle, o6gretmenler, 0grencilerin kultiirel
farkindaliklarini artirarak ve kiltiir 6grenimiyle alakadar olmalarini saglayarak 6grencilerin
yabanci dil siniflarinda karsilasilan kiiltiirleraras1 kavramlarla basa c¢ikabilmeleri i¢in bazi
stratejiler takip etmelidir. Bu calisma, 2014 - 2015 akademik yili gliz dénemi boyunca
Tiirkiye’deki bir devlet iiniversitesinin ingilizce hazirhk sinifinda 40 kisilik bir 6grenci grubuyla
uygulanan “Diger kiltiirleri taniyallm (Let's learn about other cultures)” projesini ele
almaktadir. Proje, 6grencilerin derslerde karsilastiklari kiiltiirel unsurlar1 ve kavramlar icinde
barindiran kelime, ifade ve ciimlelerle ilgili bilgi iceren ve kendileri tarafindan haftalik olarak
hazirlanan biltenlerin kullanilmasi yoluyla, 6grencilerin kiiltiirleraras1 kavramlar1 6grenme
performanslarini gelistirmeyi hedeflemektedir. Calismada veriler, 15 6grencinin katilimiyla
gerceklestirilen yar1 yapilandirilmis goériisme ve ddnem sonunda biiltende bulunan
kiiltirleraras: kelime ve ifadeleri 6lgen kisa sinav sonuglarindan elde edilmistir. Doénemin
sonunda 0grencilerin buylik cogunlugu, proje kapsaminda c¢alisilan kiiltlirlerarasi kelime, ifade
ve cimleleri 6grenebilmis ve projenin etkililigi konusunda olumlu goriis belirtmislerdir.

Anahtar kelimeler: Kiiltiirleraras1 kavramlar, kiiltiirel engeller, kiltiirleraras1 farkindalik,
gelenek ve gorenekler.

" Ondokuz Mayis University, Faculty of Education, English Language Teaching Department, Samsun, Turkey;
emrah.ekmekci@omu.edu.tr

58


mailto:emrah.ekmekci@omu.edu.tr

Emrah Fkmek¢i

1. Introduction

It is well known that intercultural language learning has become an important focus of modern
language education. The inseparability of language and culture and the need to prepare language
learners for intercultural communication have been emphasized in foreign language education
for a long time. Learners may encounter cultural barriers as well as linguistic barriers in
classroom environments. Therefore, foreign language teachers should follow some strategies to
cope with these intercultural encounters in English as a foreign language (EFL) classes to raise
‘learners’ cultural awareness and to engage them cognitively, behaviorally and affectively in
culture learning’ (Kiet Ho, 2009, p. 63).

Language teaching is related to introducing a target culture to learners, or, language learning is
related to learning about another culture and acquiring knowledge of a target culture and an
ability to communicate with native speakers. In other words, learning a language does not
merely mean learning grammatical, lexical and phonological features of that language. It
certainly has a much wider scope, entailing the ability to use language in appropriate contexts
and situations. Foreign language teachers are thus expected to help learners equip themselves
with what would be required of them in the course of real communication. This expected
competence is called communicative competence as defined by Hymes in 1972. Hymes (1972)
states that communicative competence is the ability to use language in a variety of
communicative situations. In order to be communicatively competent users of language in these
communicative situations, language learners should have adequate target culture knowledge
and have access to the conceptual world of native speakers. Sharifian (2011) states that the
extent to which individuals can participate in target groups’ conceptual world is an indication of
the extent to which they are the members of those groups. The interaction between individuals
or members in different societies with different cultural concepts shows how much they are
aware of the target cultural elements in the course of communication in target language.
Sharifian (2011) maintains that;

Cultural conceptualizations are developed through interactions between the members of a
cultural group and enable them to think as if in one mind, somehow more or less in a similar
fashion. These conceptualizations are negotiated and renegotiated through time and across
generations (p. 5).

It is obvious that if the cultural conceptualizations mentioned by Sharifian are not developed
enough, there is a risk of miscommunication between the speakers. This means that if language
learners are not competent enough in the target language in terms of target culture-related
concepts, it causes communication failure.

As Brown (1994) states, second language learning is often second culture learning. Traditionally,
foreign language teaching has long focused on the acquisition and on teaching techniques rather
than on the teaching of culture. However, Stern (1992) asserts that linguistic competence has
fewer effects on communication failure compared with cross-cultural competence. Irving (1986)
also states that mistakes regarding pronunciation and grammar can be tolerated by native-
speakers, however violations concerning the routines and rules of communication are
considered to be impolite and are not tolerated.

The relationship between language and culture was expressed in three statements in 1960 as (as
cited in Stern, 1992);

59



Enhancing Students’ Ability to Comprehend Intercultural Concepts in EFL Classes

(1) Language is a part of culture, and must be approached with the same attitudes that govern
our approach to culture as a whole;

(2) Language conveys culture, so that the language teacher is also of necessity a teacher of a
culture; and,

(3) Language is itself subject to culturally conditioned attitudes and beliefs, which cannot be
ignored in the classroom (p.251).

This strict and inevitable relationship between language and culture has been frequently
emphasized in the literature. For instance, Liddicoat, Papademetre, Scarino, and Kohler (2003)
point out that all language structures and usage are in constant interaction with the elements of
culture and no level of language is independent of them. This interaction and relationship
between language and culture are illustrated in the following figure.

Culture Language
- -

bl -

world kmowledge spoken pragmatic norms norms of grammar lexicon

written gewres mteraction prosody

11113

Cultwre in conte xt Cultuwre 1n general Cultwre within Culture 1n the Cultwre in
text structure utterances orgamsation and lingmistic and

pronunciation
kinesics

gelection of umits of paralmgmistic

language structures
Figure 1. Points of Articulation between Culture and Language (Liddicoat et al., 2003, p.9)

As it is obvious from Figure 1, the components of linguistic competence and expression denote a
representation of culture realized in versatile ways, and aspects of culture and language interact
at various points on the culture-language spectrum.

Culture as a Fifth Language SKkill in EFL Classes

Reading, writing, listening, and speaking, four essential components of language education, are
traditionally taught and practiced in EFL classes. However, the question is whether these skills
can really enhance students’ communicative competence, which is one of the most important
goals of the current language learning and teaching approaches. The question can be expanded
as ‘What do we need, as language teachers, to make our students communicatively competent
learners who are able to use language appropriately in all circumstances? The answers to these
questions have already been discussed extensively in the field. Bachman (1990), Brown (1994),
Byram(1997), and Celce-Murcia (1995), among others, emphasize that apart from the four basic
language skills, other elements regarding language use such as pragmatics, context, authentic
language, target culture, or fluency should be taken into consideration. In other words, foreign
language education cannot be regarded as helping students improve merely four basic language
skills. It is more than that.

For a more elaborate consideration of such aspects of language use, one needs to admit that
language learning is culture learning in a way (Byram, 1997; Damen, 1997). Brown (1994) states

60



Emrah Fkmek¢i

that when we teach a language, we teach customs, traditions, and ways of thinking, feeling and
acting at the same time. Damen (1997) points out that culture learning can be regarded as an
additional fifth skill to four traditional skills in language education. However, teaching culture as
a skill, compared with reading, writing, speaking, and listening, has been undermined in
language instruction. Language instructors and practitioners may think that teaching four basic
skills is sufficient since students can gain some insights into the target culture during the
process. In contrast, Kramsch (2003) states that culture should not be considered as an
additional fifth skill to reading, writing, listening, and speaking; it should be at the center of
language teaching if language is to be regarded as social practice.

Intercultural Communicative Competence

The idea behind the concept of intercultural communicative competence is that people having
different social identities and cultures interact with each other; therefore, EFL learners should
be competent enough both in the native and target cultures to maintain this interaction. Alptekin
(2002) questions the validity of native speaker-based communicative competence and states
that this kind of communicative competence model is unrealistic particularly for EFL learners
considering the lingua franca status of English language. Therefore, intercultural communicative
competence should be aimed in the field of English Language Teaching (ELT). Alptekin also
refers to Hyde (1998) stating that intercultural communicative competence should be developed
among English as an International Language (EIL) learners through both linguistic and cultural
training to enable them to communicate effectively with others.

With the advent of the concept of intercultural communicative competence, culture teaching in
foreign language education has gained importance. Students are expected to update their
behaviors, beliefs, and values based on the incoming information regarding those of the target
culture, and be tolerant to other cultures. Byram (2006) enumerates affective, behavioral and
cognitive capacities which an interculturally competent learner needs to possess as follows;

Attitudes/Affective Capacities: Acknowledgement of the identities of others, respect for
otherness, tolerance for ambiguity, empathy;

Behaviour Capacities: Flexibility, communicative awareness;

Cognitive Capacities: Knowledge, knowledge discovery, interpreting and relating, and critical
cultural awareness (pp. 22-26).

In line with this framework, in intercultural language learning, students are expected to reach a
level of competence in which they can interpret the behaviors, beliefs, and values of target
language speakers and interact with them accordingly. EFL learners are regarded as
intercultural speakers who have knowledge of one or more cultures and social identities, and
who enjoy discovering and maintaining relationships with people from other cultural
backgrounds (Byram, 2006; Kramsch, 2003).

Singhal (1998) asserts that foreign language teachers are expected to present the target culture
in a systematic way with an accurate picture or representation of the target culture and
language. Likewise, Seelye (1993) states that foreign language teachers should try to accomplish
the following seven goals (as cited in Tomalin & Stempleski, 1993) and help their students;

(1) Develop an understanding of the fact that all people exhibit culturally-conditioned
behaviours;
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(2) Develop an understanding that social variables such as age, sex, social class, and place of
residence influence the ways in which people speak and behave;

(3) Become more aware of conventional behaviour in common situations in the target culture;
(4) Increase their awareness of the cultural connotations of words and phrases in the target
language;

(5) Develop the ability to evaluate and refine generalizations about the target culture, in terms of
supporting evidence;

(6) Develop the necessary skills to locate and organize information about the target culture;

(7) [Develop] intellectual curiosity about the target culture, and empathy towards its people

(pp. 7-8).

It is clear from what Seelye emphasizes in these seven goals that culture is an inevitable part of
language teaching. The question is whether language teachers and learners, especially in EFL
contexts, are aware of the importance of culture and its integration in the language learning
process. When the related literature is reviewed in Turkey as an example of EFL context, it can
be realized that various studies have been conducted on the role of culture and intercultural
instruction in classes. For example, Atay et al. (2009) investigated the opinions and attitudes of
Turkish teachers of English on intercultural competence teaching and aimed to reveal how and
to what extent these opinions and attitudes were reflected in their classroom applications. They
concluded that teachers were aware of the role of culture, but they did not often integrate it into
their teaching. Atay (2005), in another study, discussed the opinions of the prospective teachers
of English on the cultural dimension of language teaching. She stated that the objectives put
forward in the Foreign Language Education curriculum prepared by the Council of Higher
Education in Turkey, which emphasizes the role of culture teaching, do not go far from the
theory. Similarly, Yesil and Demiréz (2017) analyzed the instructor perceptions and opinions
about the integration of target culture into foreign language courses. They reported that the
instructors believed it was essential to integrate target culture, but they complained about lack
of time, suggesting these two components be presented seperately in language classes. Other
studies (Aydemir and Mede, 2014; Gonen and Saglam, 2012; Kahraman, 2016; Onalan, 2005;
Sarigiil and Ashton-Hay, 2005) conducted in the Turkish EFL context also yielded positive
results with regard to integration of culture in ELT from the learners and teachers’ perspectives.

In addition, Tuna and Razi (2016) investigated how pre- and in-service teachers of English
consider the integration of culture into language teaching. They concluded that both pre- and in-
service teachers gave positive responses with regard to the integration of various culture-
related elements into language courses. When it comes to culture-based instruction in ELT, Bada
(2000) and Geng¢ and Bada (2005) reported on the effectiveness of culture classes in terms of
language skills, raising cultural awareness, changing attitudes towards native and target
societies, and their contribution to the teaching profession. Likewise, Saricoban and Caliskan
(2011) investigated the types of cultural activities which should be included in the courses and
identified students’ attitudes towards cultural components.

All these studies indicate that the integration of culture in foreign language classes is attached
great importance. For this reason, teachers should have the ability of acting interculturally in the
course of intercultural encounters in the classroom. This means that teachers should be well-
equipped with the necessary intercultural knowledge, strategies and skills so that they can guide
students to help them cope with the intercultural encounters during the lessons. The students
are expected to take responsibility for communication beyond the borders of their own cultural
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ties in order to understand and interact with foreign or target culture and language. That will
also prevent cultural misunderstandings and promote mutual understanding. In addition, having
intercultural communicative competence enables students to analyze and see how different
cultures relate to each other in terms of differences and similarities, thus empathize with the
target values, beliefs, and behaviors. The current study, therefore, investigates the effects of
explicit intercultural training on EFL students’ attitudes and opinions about intercultural
encounters and concepts in the foreign language learning process. In line with these
considerations, the following research questions were addressed in this study;

1. What are the EFL students’ opinions and attitudes about explicit intercultural training
provided through the project "Let's learn about other cultures"?

2. Does the Project "Let's learn about other cultures” help students remember the intercultural
elements they have learnt during the semester?

2. Method

The study has a mix-method research design. Dérnyei (2007, p. 163) states that ‘a mixed-
methods study involves the collection or analysis of both quantitative and qualitative data in a
single study with some attempts to integrate the two approaches at one or more stages of the
research process.” The participants of the study, the qualitative and quantitative data collection
tools, procedure, and the materials used in the study have been explained in detail below.

2.1. Participants

The participants consisted of 40 prospective English language teachers attending a preparatory
class offered in a state university in Turkey. The students were attending the compulsory
English preparatory class prior to their under-graduate education in the Faculty of Education.
They were placed into two homogenous classes at the beginning of the academic year 2014-
2015. They were offered 26-hour intensive English course on four skills on a weekly basis.

2.2. Procedure and Data Collection

At the beginning of the fall semester of 2014-2015 academic year, 40 students were asked to
note down all intercultural words, phrases, and sentences regarding traditions and customs they
encountered in their main course, reading, writing, listening, speaking, and grammar classes.
The researcher and students came together once a week working cooperatively so as to prepare
a bulletin based on the intercultural elements of the week. Then, the bulletin named as "Let's
learn about other cultures” including the explanation part was kept on display on the notice
board of the school each week. At the end of the semester, the researcher interviewed fifteen
randomly selected students about the efficiency of the project with respect to intercultural
competence development. As the qualitative data collection tool, semi-structured interview was
employed. As Dornyei (2007, p.136) states, during the semi-structured interview the
interviewer guides and directs the interviewees and lets them elaborate on certain issues. For
this reason, these types of interviews are suitable for cases when the researchers do not want to
limit the depth and breadth of the respondents’ ideas. In the semi-structured interview the
students were posed five questions and their answers were recorded and transcribed. The
transcribed data were coded and categorized. Finally, additional quantitative data were
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collected regarding student performance in learning intercultural elements via a 30-item test on
the words and expressions they practiced through bulletins over the course of the study.

2.3. Materials
2.3.1. Bulletins

The students participating in the study noted down all the intercultural words, phrases,
sentences, sayings, and proverbs concerning traditions and customs they practiced during one
semester. Their findings as to intercultural encounters fell into five categories as food/drink,
sayings/proverbs/idioms, festivals, national holidays, and others. Some of these intercultural
elements or concepts which the students selected and displayed in the bulletin board as part of
the project are presented in Table 1 below:

Table 1. Sample Findings Displayed in the Project

Intercultural Element Category Explanation

Haggis food/drink It is made from lamb’s offal
and served with mashed
potatoes

Gumbo food/drink soup made in south Louisiana

One man’s meat is another man'’s sayings/proverbs/idioms Something that one person

poison likes may be distasteful to
someone else.

Engage brain before mouth sayings/proverbs/idioms It means ‘think about what
you will say before you say it.’

Bonfire Night festivals a story remembered each 5th

November when 'Guys' are
burned in a celebration known
as "Bonfire Night"

Harvest Festival festivals a celebration of the food
grown on the land, reminds
Christians of all the good
things God gives them

St Patrick’s Day national holidays 17 March - The national day of
Northern Ireland is St
Patrick's Day

Halloween national holidays on October 31st, English
celebrate Halloween, thought
to be the one night of the year
when ghosts, witches, and
fairies are especially active.

Golden worms other traditional cure

Mahatma other Great Soul (Gandhi)

These intercultural elements and concepts categorized and explained by the students
themselves as part of the bulletin design project were on display on the school bulletin board
and the board content was updated weekly (See Appendix 1 for a more comprehensive set of
items).

2.3.2. Interview Questions

In order to understand the depth of students’ opinions about the efficiency of the project, the
following five questions have been asked respectively in the semi-structured interview.
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Question 1: Do you think "Let's learn about other cultures” project has helped you internalize the
intercultural elements you have encountered during classes? Why - Why not?

Question 2: How would you rate the project considering the pro and con sides? (Rate from 1 to 5)
Why do you rate so?

Question 3: How would you rate your improvement as to intercultural elements at the end of the
semester compared with your initial intercultural knowledge prior to the project? Why do you rate
so?

Question 4: Would you use the same project as part of your future classes as a teacher? Why-Why
not?

Question 5: In what aspects has the project improved your intercultural knowledge?

2.3.3. Test on Intercultural Elements

Subsequent to the semi-structured interviews, the students took a test about the meanings of the
intercultural elements studied during the semester. The test had 30 questions covering
randomly selected elements from the five categories in Table 1 above, and the students were
required to remember their meanings and write an explanation for each.

3. Results

Subsequent to the project, the researcher interviewed randomly selected 15 students regarding
their views about the efficiency of project. The findings with regard to the five questions in the
interview are presented below. In question 1 (Q1) and question 4 (Q4), the students were
expected to answer either positively or negatively, if not remained neutral.

Q1: Do you think "Let's learn about other cultures" project has helped you internalize the
intercultural elements you have encountered during classes? Why - Why not?

Q4: Would you use the same project as part of your future classes as a teacher? Why-Why not?

Table 2. Students’ Views on the Efficiency of the Project

Questions Frequency Percentage (%)
Yes No Neutral Yes No Neutral

Q1 12 1 2 80 7 13

Q4 11 3 1 73 20 7

As the table above makes it clear, 80% of students stated that the project helped them
internalize the intercultural elements they encountered during classes. Only 7% found the
project to be ineffective. Likewise, 73% of the students reported that they would use the same
project in their future classes as a teacher while 20% stated that they would not. This high
percentage in favor of the project indicates that students have positive attitudes towards explicit
intercultural training. In other words, 11 out of 15 students declared that they would use the
same project as part of their future classes as teachers. This result is important in that the
project seemed to raise prospective English language teachers’ awareness about intercultural
language learning. Some excerpts from students’ responses for Q1 and Q4 in the semi-structured
interview are as follows;
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Student A (Q1): Yes, I can say that the project really helped me learn the new intercultural
words. Thanks to the project, I started to pay more attention to these concepts in the lessons in
order to note down and display them on the bulletins.

Student B (Q1): I think it did not help me at all. I would learn and internalize them without the
project.

Student C (Q4): Absolutely Yes. This project is really so fun. I hope my students in the future will
like it.

Student D (Q4): I would not use it in my class. Instead, | would assign my students to memorize
the concepts.

Q2: How would you rate the project considering the pro and con sides? (Rate from 1 to 5) Why
do you rate so?

Q3: How would you rate your improvement as to intercultural elements at the end of the
semester compared with your initial intercultural knowledge prior to the project? Why do you
rate so?

Table 3. Student Ratings Concerning the Pros and Cons of the Project and Their Improvement in
Terms of Intercultural Elements

Questions Frequency Percentage (%)
12345 12345

Q2 11 2 209 7 7 13 13 60

Q3 01 1 3 10 06 7 20 67

In Q2 and Q3, students were instructed to rate from one to five. The students were informed that
they would rate one as the lowest and five as the highest scores. As it is clear from Table 3, 60 %
of the students were totally in favor of the project. Only two students thought that the project
deserved just one or two points. Similarly, the responses to the third question indicated that 67
% of the students thought the project improved their intercultural knowledge. 10 students rated
the project as five out of five as to intercultural improvement. There were no students who
thought that the project was totally pointless. Some opinions of the students in the interview are
as follows;

Student A (Q2): I rated it highly and gave five points, because I think the project deserves it with
its funny and informative aspects.

Student B (Q2): I would give two points for the project, because it takes time to prepare the
bulletins weekly and I think it is not practical.

Student C (Q3): When I compare my initial intercultural knowledge with what I know now, I can
say that I have really improved myself, and I feel more self-confident.

Student D (Q4) In my opinion, the project helped me remember some of the intercultural
elements after the class, that is why [ gave three points.

Q5: In what aspects has the project improved your intercultural knowledge?

The fifth question aimed to find out in what aspects the project has improved students’
intercultural knowledge.

Table 4: Students' Opinions about the Contribution of the Project

Contribution Frequency Percentage (%)

Self-confidence 5 33
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Interaction with other cultures 4 27
World knowledge 4 27
Empathy 2 13

As Table 4 makes it clear, 33 % of the students stated that the project enhanced their self-
confidence as to intercultural encounters. Eight students thought that the project helped them
interact with other cultures better and improve their world knowledge. According to two
students, they were able to empathize with the target culture thanks to the outcomes of the
project.

Intercultural Elements Test Results

In order to determine to what extent the students could remember and define the intercultural
elements they identified during the semester, the teacher selected 30 intercultural elements
from the five different categories and asked their meanings. Four students answered all
questions correctly. The number of correct answers as to intercultural element questions ranged
from 20 to 30. In other words, all students answered minimum 20 intercultural elements
correctly. The average score was found to be 25.8 out of 30 points, and 86 % of the questions
were answered correctly.

4. Conclusion and Discussion

The study investigated the EFL students’ opinions and attitudes about explicit intercultural
training provided through the project "Let's learn about other cultures” and to what extent they
could remember the intercultural information they gained as part of the project in the context of
an English preparatory school at a state university. To this end, the researcher collected both
qualitative and quantitative data. As the qualitative data collection tool, semi-structured
interviews containing five open-ended questions were employed. As for the quantitative data, a
mini test on intercultural elements was used. The participants consisted of 40 prospective
English language teachers attending a preparatory class offered in a state university in Turkey.
Randomly selected 15 students out of 40 participated in the semi-structured interview and in
the mini test conducted at the end of the semester. The results indicated that most of the
students (n: 12) stated the project helped them internalize the intercultural elements. In
addition, 11 students (73%) reported that the project had more pros than cons, and they
focused on its contribution to their intercultural improvement. It is also noteworthy that as
prospective English language teachers they declared that they would use the project as part of
their future classes. Having self-confidence, interacting with other cultures, fostering world
knowledge, and increasing empathy were among the contributions of the project in the eyes of
the students. Besides, mini test results showed that the project could help students with the
retention of intercultural elements they learnt in the classes.

The findings of the study are also in line with what Byram (2006) suggested as to the needs of
interculturally competent learners. As affective capacities, Byram emphasized the
acknowledgement of the identities of others and empathy. In our study, students made a remark
as to the importance of the project since it resulted in increased feelings of empathy with people
from various cultures, which further indicates an increased level of awareness as to different
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cultural identities. Byram’s behavior and cognitive capacities are also reflected through
students’ responses in the interview in terms of cultural awareness and world knowledge.

In the light of the findings of the study, it can be discussed whether such a training is worthwhile
or not. From a broader perspective, with respect to intercultural training, English language
teachers are considered to be the main source for students in EFL classes as the expert knower
of the language (Kramsch & Sullivan, 1996). Therefore, teachers must be competent enough in
the target culture to support students in the improvement of their intercultural communicative
competence. Developing intercultural communicative competence of the students requires the
incorporation of some teaching strategies and materials such as intercultural code-switching,
acting interculturally and using intercultural materials in the classroom. In addition, the
objective of teaching modern languages is to help to overcome both the linguistic and cultural
barriers the students may encounter in course books or during interaction with people from
other cultures. These cultural barriers are generally related to target cultural traditions and
customs as they reflect people’s way of life, beliefs, values and attitudes. For this reason,
teachers should program the classroom language in such a way that students can efficiently cope
with the difficulties in terms of cultural elements.

It is also clear from what students have identified as intercultural elements that not only the
intercultural concepts and elements of English speaking communities but also those of various
communities in the world can be encountered in the courses. The type and range of intercultural
elements identified by the students in the project validate what Alptekin (2002) and Sharifian
(2011) put forward as to the importance of intercultural training and cultural conceptualization.

As a matter of fact, the study is limited to the Turkish EFL context with a limited group of
participants. However, the results of the study can drop a strong hint that English language
learners in similar EFL contexts where there is limited access to authentic language enriched
with the presence of intercultural concepts might benefit from these kinds of projects
highlighting the significance of explicit intercultural training. The study also employed a mini
test to assess the retention of intercultural concepts. Further studies may utilize more
comprehensive assessment techniques with more students in number.
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Intercultural Element Category Explanation

Shaolin Kung Fu other one of the oldest
institutionalized styles of
Chinese martial arts

Shaolin Temple other It is a Chan Buddhist
temple in Dengfeng County,
Henan Province, China.

Ming Dynasty other the rulers of China from
1368 to 1644

Shaolm food/drink brand tea and soap

Maasai other an ethnic group that lives in
Kenya

The legend of Ngong Hills other It is a Maasai folk tale.

Cataphiles other people who love Paris
underground and who
spend time below ground in
secret

Crypt other underground rooms, usually
under a church or cathedral,
that are used for burning
people

Mantra other a saying that can Dbe
repeated over and over

Golden worms other traditional cure

Gumbo food/drink soup made in  south
Louisiana

Cajun other related to people who moved
from Aradia in (Canada) to
Louisiana in 1755

Pretzel food/drink a snack made of flour

Taco food/drink a Mexican dish consisting of
a torrilla wrapped around a
mixture

Mahatma other Great Soul (Gandhi)

Rome wasn’t built a day

sayings/proverbs/idioms

71

It is said to emphasize that
you cannot expect to do
important things in a short
period of time



Enhancing Students’ Ability to Comprehend Intercultural Concepts in EFL Classes

Don’t make a mountain out of a
molehill

sayings/proverbs/idioms

It refers to over-reactive,
histrionic behaviour where
a person makes too much of
a minor issue. It seems to
have come into existence in
the 16th century.

Once bitten, twice shy

sayings/proverbs/idioms

When something or
someone has hurt you once,
you tend to avoid that thing
or person.

One man’s meat is another man’s
poison

sayings/proverbs/idioms

Something that one person
likes may be distasteful to
someone else.

Engage brain before mouth

sayings/proverbs/idioms

It means ‘think about what
you will say before you say
it.’

Horses for courses

sayings/proverbs/idioms

Different people are suited
for  different jobs or
situations; what is fitting in
one case may not be fitting
in another.

Why have a dog and bark yourself

sayings/proverbs/idioms

It 1s said when you want to
know why someone would
do something himself or
herself when that person
already pays someone else
to do it

If you fly with the crows, you get
shot with the crows

sayings/proverbs/idioms

If you wish to be associated
with a particular high risk
and/or high profile situation
and benefit from the
rewards of that association,
you have to accept the
consequences if things go
wrong - you cannot
dissociate yourself

She’ll be apples

sayings/proverbs/idioms

Australian expression which
means ‘Don’t worry,
everything will be OK!

Thai curries

food/drink
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part of the Thai diet.

Hutong

other

Hutongs are a type of
narrow streets or alleys,
commonly associated with
northern Chinese cities,
most prominently Beijing.

Bob’s your uncle

sayings/proverbs/idioms

it is added to the end of
sentences to mean that
something will be
successful.

St Patrick’s Day

national holidays

17 March - The national day
of Northern Ireland is St
Patrick's Day

Halloween

national holidays

on October 31st, English
celebrate Halloween,
thought to be the one night
of the year when ghosts,
witches, and fairies are
especially active.

Harvest Festival

festivals

a celebration of the food
grown on the land, reminds
Christians of all the good
things God gives them

Birds of a feather flock together

sayings/proverbs/idioms

birds of a feather means
birds of the same type. The
whole proverb means that
people of the same type or
sort stay together. They
don't mix with people of
another type

Stone the crows

sayings/proverbs/idioms

An exclamation of
annoyance.

Don't look a gift horse in the mouth

sayings/proverbs/idioms

don't question good luck

Tie the Knot

sayings/proverbs/idioms

get married

Haggis food/drink It is made from lamb’s offal
and served with mashed
potatoes

Bonfire Night festival a story remembered each

5th November when 'Guys'
are burned in a celebration
known as "Bonfire Night"
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analysis approach was used in analyzing the interview data. Teacher candidates' views on
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0z

Bu ¢alismanin amaci, biyoloji 68retmeni adaylarinin ¢evre okuryazarligini artirmaya yonelik
olarak cevre saglig1 dersinde uygulanan 6grenci merkezli etkinlikler hakkindaki diistincelerinin
belirlenmesidir. Arastirmanin 6rneklemini 2008-2009 6gretim yilinin giiz doneminde Atatiirk
Universitesi Kazim Karabekir Egitim Fakiiltesi Biyoloji Ogretmenligi Anabilim Dal birinci
sinifinda okuyan ve 6grenci merkezli etkinliklerle 68retim yapilan ¢evre sagligi dersini alan 60
biyoloji Ogretmeni aday1 arasindan sistematik 6rnekleme yoluyla belirlenmis 6 biyoloji
O0gretmeni adayr olusturmaktadir. On hafta siiren c¢alisma stiresince cevre saghgi dersi
ogrencilerin aktif olduklar1 6grenci merkezli etkinliklerle yiiriitiilmiistiir. Uygulamanin sonunda
orneklemi olusturan 6gretmen adaylariyla alti sorudan olusan goériisme formu kullanilarak
goriismeler yapimistir. Goriisme verilerinin analizinde betimsel analiz yaklasimindan
yararlanilmistir. Ogretmen adaylarinin cevre dersinde uygulanan égrenci merkezli etkinlikler
hakkindaki goriisleri iki tema altinda incelenmistir. Elde edilen bulgular 6gretmen adaylarinin
cevre dersinde uygulanan 6grenci merkezli etkinlikleri faydali bulduklarim1 gdéstermektedir.
Ogretmen adaylarina gore sinifin kalabalik olmasi ve ders icin ayrilan siirenin yetersizligi
ogrenci merkezli etkinliklerin uygulanmasini engelleyen en 6nemli faktorlerdir.

Anahtar kelimeler: Biyoloji 68retmen adayi, cevre okuryazarligi, 6grenci merkezli 6gretim.
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Biyoloji Ogretmeni Adaylarinin Cevre Okuryazarligini Artirmaya..

1. Giris

Yerytiziindeki her sistem gibi yasadigimiz dogal ortam da bir diizen ve denge icinde varligin
stirdiirmektedir. Canlilarin birbirleriyle ve fiziksel cevreleri ile olan iliskileri, hem canlilarin hem
de canlilarin bulundugu cevrenin saghkli olarak gelismesine imkan sagliyorsa dogal denge
saglanmis demektir. Bunun tersi bir durum ise bu dogal dengenin bozuldugunu gosterir
(Bozkurt ve Canstlingii (Koray), 2002). Bozulan bu denge ise sonuclari biitiin canlilar1 etkileyen
cevre sorunlarina neden olmaktadir.

Giiniimiizde kars1 karsiya oldugumuz c¢evre sorunlarinin en 6nemli nedeni olarak 19. yy.'daki
sanayi devrimi ve hizli artan diinya niifusu ile endiistriyel gelismeler ve bu gelismelere bagh
olarak insanoglunun c¢evreye ve onun kaynaklarina olan ihtiyacinin artmasi gosterilebilir.
Yasadigimiz yiizyillda canlhilifin gelecegini tehdit eden boyutlara ulasan beli bash cevre
sorunlarindan bazilar kiiresel 1sinma, ozan tabakasinin incelmesi, dogal kaynaklarin tiikkenmesi,
asit yagmurlari, ¢ollesme, coraklasma, kuraklik, ormansizlasma, canl tirlerinin yok olmasi,
carpik kentlesme, su ve toprak kirliligi gibi cevre problemleridir (Ttirkmen, 2008).

Onceleri artan g¢evre problemlerinin ulastigi boyutun farkina varamayan insanlar kaynaklarin
azalmasi, ihtiyaclarin karsilanamamasi ve cevreye verilen zararin ¢evre Kkirliligi olarak geri
donmesiyle birlikte cevre sorunlarina karsi daha duyarli hale gelmeye baslamistir (Akkurt,
2007). Bu nedenle 21. ylizyll, diinyada ¢evre sorunlarina karsi gosterilen hassasiyetin ve bu
sorunlarin ¢6ziimi i¢in uygulanmasi gereken yaklasimlarin artarak énem kazandigl bir ddnem
olmustur (Sahin, Cerrah, Saka ve Sahin, 2004).

Cevre sorunlarinin ¢éziimtne yonelik olarak teknoloji, hukuk, politika ve ekonomi gibi alanlarda
miimkiin olan biitiin 6nlemler alinmis olsa bile, siirdiirtilebilir bir toplum kurulmadikc¢a ve
insanlarin yasam tarzlarinda 6nemli degisiklikler gerceklestirilmedik¢e ¢evre problemlerinin
¢O6zimli mumkin goriinmemektedir (Kawashima, 1998’den Akt. Selvi, 2007). Bu nedenle
ozellikle son ¢eyrek yiizyilda ¢evre sorunlarinin ¢6ziimi icin uluslar arasi toplumda bireylerin,
cevre ve cevre sorunlari ile ilgili yasam boyu siiren etkili bir c¢evre egitimiyle
bilgilendirilmelerinin gerekliligi kabul edilmeye baslanmistir (Atasoy ve Ertiirk, 2008). Ciinkii
cevre egitiminin en 6nemli ve nihai amaci, toplumda ¢evreyi korumaya istekli ve davranislarinin
cevreye verdigi zararin azaltilmasinda lstlenecekleri sorumlulugun sonuglarini tasiyabilme
bilincinde olan ¢evre okuryazari bireylerin olusturulmasidir (Roth, 1992; Hsu and Roth, 1998;
Tuncer, Ertepinar ve $ahin, 2008).

Cevre okuryazarhigi kavrami ilk kez 1968 yilinda Charles E. Roth tarafindan kullanilmistir. Roth
cevre okuryazarligini, bireyin cevresel bilgi ve farkindalik diizeyi olarak tanimlamistir (Wright,
2006). O tarihten bu giine kadar degisik sekillerde tanimlanan g¢evre okuryazarligl en genel
anlamiyla bireylerin karsilikl etkilesim icinde olan ¢evresel sistemlerin saglikli calisabilmesi icin
gerekli olan bilgilere sahip olmasi ve bu bilgi ve becerileri eyleme, diger bir ifadeyle davranisa
dontstiirebilmesidir (Disinger and Roth, 1992; Roth, 1992; Morrone, Mancl and Carr, 2001).
Disinger and Roth (1992)’a gore cevre okuryazari bir birey genis bir cevre bilgisine sahip
olmanin yani sira, ¢evre sorunlarinin tespitinde ve 6nlenmesinde ¢evresel davranis, inang, gorus
ve tutumlarini da kullanabilmelidir.

Cevre egitiminin amaci, dogal sistemler ve bu sistemler arasindaki iliskilerin 6gretimidir.
Olduk¢a kompleks yapida olan bu iliskiler cevre derslerinde, bu iliskilerin 6gretimini
kolaylastiracak ve ogrenciler tarafindan anlasilmasini saglayacak o6gretim yontemlerinin
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kullanilmasini zorunlu hale getirmektedir (Kostova and Atasoy, 2008). Yapilan calismalar ¢evre
derslerinde kullanilan geleneksel 6gretim yonteminin 6grencileri, dogal sistemler arasindaki
iliskileri ezberlemeye yonelttigini ve 6grencilerde cevresel konularla ilgili cesitli kavram
yanilgilarina sebep oldugunu ortaya koymaktadir (Khalid, 2003; Pekel, Kaya ve Demir, 2007).
Lord (1999), cevre derslerinde geleneksel 6gretim yontemlerinin kullanildig: siniflarda 6grenim
goren 68rencilerin sinavlarda yiiksek notlar almalarina ragmen cevresel konularla ilgili pek ¢ok
kavram yanilgisina sahip olduklarini ifade etmistir.

Cevre egitimi Ogrencilere yalnizca cevreyle ilgili bilgiler vermeyi degil, bunun yaninda
Ogrencilerde olumlu cevresel tutumlar, sorumlu cevresel davranislar ve yiiksek bir cevresel
biling olusturmayr da hedeflemektedir. Sahin ve ark. (2004) cevre sorunlarinin ortaya
cikmasinda etkili olan bireylerin, bu sorunlarin giderilmesinde de {zerlerine diisen
sorumluluklarin bilincine ulastirilmalarini saglayan cevre derslerinde dersin etkinligini artirmak
icin; 6grenciyi aktif hale getiren, bilgi hamalliindan kurtaran ve beyin giiclint gelistiren 6gretim
yaklasimlarinin kullanilmasi gerektigini vurgulamistir. Bununla birlikte Yount and Horton
(1992), ozellikle bilissel seviyeleri yiiksek olan {iniversite 6grencilerinde yiiksek cevresel biling
diizeyi ile cevreye yonelik olumlu tutum ve davranislarin olusturulmasinin, ¢evre konularinin
O6gretmen merkezli diiz anlatim yontemi yerine 6grencilerin aktif olduklari ve ¢evre sorunlarina
¢6zim yollar tretmelerini saglayacak ¢agdas ogretim yontemleri kullanilarak verilmesiyle
miimkiin olacagini belirtmislerdir. Bu nedenle 6grencilerin 6grenme siirecinde aktif oldugu ve
deneyimlerle 6grendigi aktif 6grenme yontemleriyle islenen cevre derslerinin 6grencilerin
cevresel bilgi, tutum ve biling diizeylerine etkisini inceleyen calismalar ¢evre egitimi
literatiirinde glin gectikce 6nem kazanmaktadir. Bu anlamda konuyla ilgili yapilan calismalar
incelendiginde, o6grencilerin aktif olduklar1 6gretim ydntem ve teknikleriyle islenen cevre
derslerinin 6grencilerin ¢evre ve cevre sorunlar ile ilgili bilgi diizeyleri, ¢evresel tutumlari,
cevre konularini kavrama diizeyleri, ¢cevresel faaliyetlere katihmlari ve ¢evre duyarhiliklar ile
(Lord, 1999; Alvarez, Fuente, Peralas and Garcia, 2002; Bahar ve Aydin, 2002; Marinopoulos and
Stavridou, 2002; Sahin ve ark., 2004; Akkurt, 2007; Erdogan, 2007; Oluk and Ozalp, 2007; Bilgi,
2008) cevre okuryazarhliklarini (Nelson, 1996) artirdig1 goriilmektedir.

Ogrencilerin cevre dersinde uygulanan o6grenci merkezli 6gretim yontem ve teknikleri
hakkindaki diistinceleri ile ilgili calismalardan elde edilen bulgularin bazilari ise su sekildedir:

Lord (1999)'un 6grenci ve 6gretmen merkezli iki farkli 6gretim yaklasimiyla yiiriitiilen ¢evre
dersinin etkisini belirlemeyi amacladig1 ¢calisma sonunda 6grenci merkezli 6gretim yaklasiminin
kullanildig1 sinifta 6grenim goéren 6grencilerin sinav notlarinin, 6gretmen merkezli yaklasimla
cevre derslerinin yiriitildiigli sinifta 6grenim goéren ogrencilerden daha ytliksek oldugu
bulunmustur. Bununla birlikte uygulama sonunda 6grenci merkezli 6gretim yaklasiminin
kullanildig1 sinifta 6grenim goren oOgrencilerin bulyiik cogunlugunun (%80’den fazlasi) cevre
derslerini ilgi ¢ekici ve eglenceli bulduklari, bununla birlikte ders esnasinda kendilerine yapilan
yonlendirmelerin konular1 daha detayli anlamalarinda yardimci oldugunu belirttikleri ifade
edilmistir. Buna karsilik 68retmen merkezli 68retim yaklasimiyla ¢evre derslerinin yiirtitildigii
sinifta yer alan 6grencilerin yaklasik yarisinin dersin ¢ok zor oldugunu ifade ettigi belirtilmistir.

Sahin ve ark. (2004), 6gretmen adaylarina etkili bir cevre egitimi vermek amaciyla 6zel durum
yaklasimini kullanarak bir calisma gerceklestirmislerdir. Calismaya 23 biyoloji 6gretmeni, 29
sinif 6gretmeni aday1 katilmistir. Calismada ¢evre egitimi dersi biyoloji 6gretmenligi boliimiinde
tamamen 6grencilerin yaratici becerileriyle hazirladiklar: ve aktif olduklar: bir yaklasimla; sinif
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O0gretmenligi boliimiinde ise klasik diiz anlatim yodntemiyle yiriitiilmiistiir. Donem sonunda
ogrencilere hava Kkirliligi konusu kapsaminda o6gretilen asit yagmurlari, sera etkisi, ozon
tabakasi, koruyucu filtre kavramlarina yonelik sorular yoneltilmis ve dersin islenisi hakkindaki
goriislerini belirtmeleri istenmistir. Ogrencilerin ders ile ilgili goriisleri nitel ve nicel olarak
degerlendirilmistir. Sonugta 6grenci merkezli yiriitilen derslerin kavramlarin anlamh
O0grenilmesinde daha etkili oldugu gorilmiistiir. Ayrica biyoloji 6gretmeni adaylar1 dersin
yuriitiilmesi hakkinda o6zetle; cevre egitimi dersinin yliksek 6gretim diizeyinde aldiklar1 en
zevkli ders oldugunu ve kendilerine bir seyler yapma imkani verilmesinin onlar1 yaratici
diisiinmeye ve bilingli 6grenmeye tesvik ettigini ifade etmislerdir. Baz1 6grenciler de dersi derste
6grendik veya yapacagimiz etkinlikler bizi 6grenmeye zorladi seklinde goriis belirtmislerdir.
Buna karsilik simif 68retmeni adaylar1 klasik bir ders isleme yontemiyle yiiriitiillen dersin
oldukca siradan oldugunu ve sikict bulduklarini, dersi ge¢mek amaciyla ¢alistiklarim
belirtmislerdir.

Yapilan bu c¢alismanin amaci biyoloji 6gretmeni adaylarinin ¢cevre okuryazarlifini artirmaya
yonelik olarak cevre sagligi dersinde uygulanan 6grenci merkezli etkinlikler hakkindaki
diigiincelerinin belirlenmesidir. Bu amaca yonelik olarak arastirmada “Ogretmen adaylarinin
cevre saghigl dersinde uygulanan 6grenci merkezli etkinlikler hakkindaki goriisleri nelerdir?”
sorusuna yanit aranmistir.

2. Yontem
2.1. Arastirmanin Modeli

Arastirmada nitel arastirma tekniklerinden goriisme teknigi kullanilmistir. Nitel arastirmalarda
en sik kullanilan veri toplama teknigi olan gériisme yoluyla deneyim, tutum, diisiince, niyet
yorum gibi gézlenemeyen durumlar aciklanmaya g¢alisilir (Yildirim ve Simsek, 2005). Yapilan bu
calismada standartlastirilmis agik uglu goriisme yaklasimi kullanilmistir. Bu yaklagim, ayni
sorularin sistematik bir sira iginde biitiin deneklere ayni sekilde sorulmasi yoluyla
gerceklestirilmektedir (Yildinm ve Simsek, 2005). Calismada standartlastirilmis acik uglu
gorisme yaklasiminin kullanilmasinda goriismeci yanliliginin veya o6znelliginin minimum
seviyede olmasi ve birden fazla goriismecinin yer aldigi calismalarda etkili bir bicimde
kullanilmasi etkili olmustur (Yildirim ve Simsek, 2005).

2.2. Calisma Grubu

Arastirmanin érneklemini 2008-2009 6gretim yilinin giiz dsneminde Atatiirk Universitesi Kazim
Karabekir Egitim Fakiiltesi Biyoloji Ogretmenligi Anabilim Dal birinci simifinda okuyan ve
6grenci merkezli etkinliklerle 6gretim yapilan ¢cevre saghgi dersini alan 60 biyoloji 6gretmeni
aday1 arasindan sistematik 6rnekleme yoluyla belirlenmis (sinif listesinin 1., 11., 21,, 31., 41. ve
51. sirasindaki Ogrenciler) 6 biyoloji 6gretmeni adayi olusturmaktadir. Seckisiz 6rnekleme
tiirlerinden bir tanesi olan sistematik 6rnekleme yonteminde 6rneklemi olusturacak bireyler
sayisal, alfabetik veya kronolojik olarak siraya dizilmis evren icerisinden genellikle belirli
araliklarin (her altina veya sekizinci kisi) kullanildig bir diizen igerisinde belirlenir (Yildirim ve
Simsek, 2005).
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2.3. Siire¢

Cevre saghg1 dersi haftada 2 saat olmak iizere 10 hafta boyunca 6grencilerin aktif olduklari
ogrenci merkezli etkinliklerle yiirtitiilmiistiir. Bu dogrultuda ders kapsaminda 10 adet cevre
konusu belirlenmistir. Ardindan siniftaki 6grenciler her biri en az bes en fazla sekiz kisiden
olusan 10 calisma grubuna ayrilmistir. Ardindan bu ¢alisma gruplar1 her biri bes calisma
grubundan olusan iki gruba ayrilmistir. Olusturulan bu iki gruptan bir tanesinde yer alan bes
calisma grubu se¢mis olduklari cevre konulariyla ilgili Microsoft Word programini kullanarak
sozel ifade agirlikli 6zet hazirlarken, diger grupta yer alan bes calisma grubu ise konulari
hakkinda Microsoft Powerpoint programinda gorsel agirlikli sunum hazirlamislardir. Gruplar
hazirladiklari ¢alismalarini sinifta sunmadan en az on giin dnce dersin sorumlusuna incelenmek
lizere getirmislerdir. Hazirlanan c¢alismalar dersin sorumlusu tarafindan degerlendirilerek
Ogrencilere geri doniitler verilmistir. Her hafta belirlenen bir ¢evre konusu ders saatinin birinde
Ogrenciler tarafindan Microsoft Word programinda hazirlanan 6zet, diger saatinde de Microsoft
Powerpoint programinda hazirlanan sunumlar seklinde yiiriitilmistiir. Bu sekilde her bir grup
donem boyunca arastirma temelli ve isbirlikli 6grenme yaklasimiyla iki adet ¢evre konusu
hazirlamistir. Calismalarin sunumu esnasinda soru-cevap, tartisma ve beyin firtinasi gibi gesitli
O0grenci merkezli etkinlikler kullanilarak siniftaki tiim 0Ogrencilerin derse aktif katilimi
saglanmistir. Calisma siiresince derste islenen konular ve yapilan etkinlikler Tablo.1’de
Ozetlenmistir.

Tablo 1. Derste islenen Konular ve Yapilan Etkinlikler

Hafta Cevre Konusu Ogrenci Merkezli Etkinlikler

1 Populasyon ve Ekosistem Ozet, sunum, soru-cevap, tartisma
beyin firtinasi

2 Karasal ve Sucul Ekosistemler Ozet, sunum, soru-cevap, tartisma
beyin firtinasi

3 Habitat ve Niifus Artis1 Sorunu Ozet, sunum, soru-cevap, tartisma
beyin firtinasi

4 Su Kirliligi Ozet, sunum, soru-cevap, tartisma
beyin firtinasi

5 Hava Kirliligi Ozet, sunum, soru-cevap, tartisma
beyin firtinasi

6 Giirulti Kirliligi Ozet, sunum, soru-cevap, tartisma
beyin firtinasi

7 Radyoaktif Kirlenme Ozet, sunum, soru-cevap, tartisma
beyin firtinasi

8 Kat1 Atiklar ve Toprak Kirliligi Ozet, sunum, soru-cevap, tartisma
beyin firtinasi

9 Cevre Koruma ve Kirlenmenin Ozet, sunum, soru-cevap, tartisma
Onlenmesi beyin firtinasi

10 Biyolojik Cesitlilik ve Korunmasi Ozet, sunum, soru-cevap, tartisma

beyin firtinasi

2.3.1. Veri toplama araci

Ogretmen adaylarinin cevre saghgl dersinde uygulanan 6grenci merkezli etkinliklerle ilgili
goruslerinin 6grenilmesi amaciyla alti adet agik uclu sorudan olusan bir goériisme formu
hazirlanmistir. Goriisme formunda yer alan sorularin hazirlanmasinda Sahin ve ark. (2004)
tarafindan yapilan ve O6gretmen adaylarinin 6grenci merkezli cevre egitimi dersine yonelik

79



Biyoloji Ogretmeni Adaylarinin Cevre Okuryazarligini Artirmaya..

goriislerini 6grenmeyi amaglayan calismadan yararlanilmistir. Gériisme formunda yer alan
sorular Tablo.2’de goriilmektedir.

Tablo 2. Gériisme Formunda Yer Alan A¢ik Uc¢lu Sorular

1- Cevre sagligi dersinde uygulanan ders isleme yontemini nasil buldunuz?

2- Cevre sagligi dersinde uygulanan bu ders isleme yonteminin 6grenmenize bir etkisi oldugunu
diisiiniiyor musunuz, neden?

3- Buyontemin hosunuza giden yoénleri nelerdi?

4- Bu yontemin hosunuza gitmeyen yonleri nelerdi?

5- Buyontem sizin ¢evresel bilgi, cevreye yonelik tutum, ¢cevresel davranis ve ¢evresel anlamda
kendinize yonelik algilarinizi nasil etkiledi?

6- Bir daha gevre dersi alacak olsaniz bu dersi bu dénem derste uygulanan yontemle mi yoksa
geleneksel ders anlatma yontemiyle mi almak istersiniz?

2.4. Verilerin Analizi

Ogretmen adaylarinin 6grenci merkezli etkinlikler hakkindaki goriislerinin analizi nitel veri
analizi yaklasimlarindan birisi olan betimsel analiz yaklasimi kullanilarak yapilmistir. Elde
edilen verilerin 6nceden belirlenen temalara gore 6zetlenip, yorumlandig1 betimsel analizde,
gorisilen ya da gozlenen bireylerin goriislerini etkileyici bir bicimde yansitmak amaciyla
dogrudan alintilar siklikla kullanilir. Betimsel analizin amaci, elde edilen bulgularin diizenlenmis
ve yorumlanmis bir bicimde okuyucuya sunulmasidir (Yildirim ve Simsek, 2005).

Yildirim ve Simsek (2005)’e gore betimsel analiz dort asamadan olusur. Bu agamalar sirasiyla:
1. Betimsel analiz i¢in bir cerceve olusturma,

2. Tematik gerceveye gore verilerin islenmesi,

3. Bulgularin tanimlanmasi,

4. Bulgularin yorumlanmasi asamalaridir.

Calismada oncelikle bir cerceve olusturulmus ve ana temalar belirlenmistir. Ana temalarin
belirlenmesinde alan yazinda yer alan ve 6grencilerin, 6grenci merkezli etkinliklerle islenen
dersler hakkindaki goriislerini 6grenmeyi amaglayan c¢alismalardan yararlanilmistir (Nakiboglu
ve Altiparmak, 2002; Simsek, Doymus ve Bayrakceken, 2004; Korkmaz, 2007). Olusturulan ana
temalar ve bu temalara ait sorular Tablo.3’de 6zetlenmistir.

Tablo 3. Goriisme Verilerinin Betimsel Analizinde Kullanilan Ana Temalar ve Bu Temalara Ait
Sorular

Ana Temalar Ana Temalara Ait Sorular

Cevre saghg dersinde uygulanan ders isleme yontemini nasil

. - _ buldunuz?
Ogretmen adaylarinin  6grenci

merkezli  68retim  etkinlikleri Bu ydntemin hosunuza giden yonleri nelerdi?
hakkindaki diisiinceleri

Bu y6ntemin hosunuza gitmeyen yonleri nelerdi?

Bir daha c¢evre dersi alacak olsaniz bu dersi bu donem derste
uygulanan yontemle mi yoksa geleneksel ders anlatma
yontemiyle mi almak istersiniz?
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Ogretmen adaylarmin  6grenci Cevre saghg dersinde uygulanan bu ders isleme yonteminin
merkezli 6gretim etkinliklerinin dgrenmenize bir etkisi oldugunu diisiiniiyor musunuz, neden?

bilgi, tutum davranis ve algl
iizerindeki  etkileri hakkindaki BY Yontem sizin cevresel bilgi, cevreye yonelik tutum, cevresel

diisiinceleri davranis ve cevresel anlamda kendinize yonelik alginiz1 nasil
etkiledi?

Daha sonra belirlenen temalara gore elde edilen veriler okunmus ve diizenlenmistir. Ardindan,
diizenlenen veriler tanimlanarak o6grencilerin ifadeleriyle desteklenmistir. Son olarak
tanimlanan bulgular agiklanmis, anlamlandirilmis ve yorumlanmistir.

3. Bulgular

Ogretmen adaylarinin cevre saghg dersinde uygulanan 6grenci merkezli etkinlikler hakkindaki
gorislerinin 6grenilmesi amaciyla, sistematik 6rnekleme yoluyla secilen 6 kisiyle goriismeler
yapilmistir. Goriismeler sonucu elde edilen bulgular asagida verilmistir.

Ogretmen adaylarinin derste uygulanan 6grenci merkezli etkinlikler hakkindaki goriisleri iki
tema altinda incelenmistir. Bu temalardan ilki “Ogretmen adaylarinin 6grenci merkezli 6gretim
etkinlikleri hakkindaki diisiinceleri” temasidir. Bu temayla ilgili 6gretmen adaylarina;

1- Cevre saglig1 dersinde uygulanan ders isleme yontemini nasil bulduklari,
2- Bu yontemin hoslarina giden yonlerinin neler oldugu,
3- Bu yontemin hoslarina gitmeyen yonlerinin neler oldugu,

4- Bir daha ¢evre dersi alacak olsalar bu dersi 6grenci merkezli mi yoksa geleneksel yontemle mi
almak istedikleri sorulmustur.

Ogrenci merkezli etkinliklerle islenen cevre dersine dair gériismecilerden alinan genel
diisiinceler asagida semalandirilmistir. Katilimcilara sorulan 4 sorudan alinan cevaplara gore
Ogrencilerin gorusleri 6 genel temaya (sinif dis1 etkinlikler, sinif ici etkinlikler, kazanimlar, sinif
ortamy, iletisim, sinirhiliklar) ayrilarak 6zetlenmistir.

Sekil 1. Ogretmen Adaylarimin Ogrenci Merkezli Etkinlikler Hakkindaki Diisiinceleri
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Ogretmen adaylarina, cevre saghg dersinde uygulanan ders isleme ydéntemini nasil bulduklar
soruldugunda, adaylarin tamami ders isleme yontemini oldukca faydali bulduklarini ifade
etmislerdir. Gérlismecilerin %66’s1, 6grencilerin birbiriyle etkilesime girmesi nedeniyle 6grenci
merkezli etkinlikleri faydali bulurken, %83’ti konuyla ilgili arastirmalar yaptiklari icin 6grenci
merkezli etkinliklerin faydali oldugunu diisiinmektedir. Goriismecilerin %16’s1 ise 6grenci
merkezli etkinliklerin bilissel yapilarinin gelismesini sagladigi icin 6grenci merkezli etkinliklerin
faydali oldugunu diisiinmektedir. Goriismeciler, o6grenci merkezli etkinliklerle ilgili
diislincelerini soyle dile getirmislerdir:

“ Ogrenci merkezli etkinlikler sayesinde sinifta birbirimizle iletisim kurduk. Yani o ilk dénem birbirimize
alismamuz i¢in giizeldi bu yéntem. Bayag faydasi oldu bize.” (Ogretmen aday1 1)

“ Derste uyguladigimiz yontem oldukeca iyiydi. Ciinkii bizim aktif olarak derse katilmamiz o6nemli,
arastirma yapmamiz olduke¢a 6nemli. Clinkii biz 6gretmen olacagiz. Arastirma yapmaya alismamiz lazim.”
(Ogretmen adayi 3)

“ Derste yaptigimiz yontem ¢ok giizeldi. Bizim ¢ok boyutlu ve ileri diizeyde diisiinmemizi sagladi.”
(Ogretmen adayi 5)

Derste uygulanan yontemin hosunuza giden yonleri nelerdi? sorusuna, gortismecilerin %66’s1
“dersin daha zevkli hale gelmesiydi” seklinde cevap vermislerdir. Yine goriismecilerin %66’s1
derste uygulanan soru-cevap, tartisma, konuyla ilgili érnek verme gibi sosyal gelisimlerini
saglayic1 etkinliklerin hoslarina gittigini belirtmislerdir. Ogretmen adaylarinin %50’si ise,
gruplarin arastirma sonuglarini sinifta paylasmasiyla bilmedikleri bazi1 noktalar1 6grendiklerini,
bunun ise olduk¢a hoslarina gittigini ifade etmislerdir. Ogretmen adaylarinin %33’iine gore,
ogrencilerin derse aktif katiliminin saglanmasi 6grenci merkezli etkinliklerin en giizel
yonlerinden birisidir. Gortiismecilerin %16’s1 da, arastirma raporlarini bilgisayar ortaminda
hazirlamanin bilgisayar becerilerini gelistirdigini ve bunun 6grenci merkezli etkinliklerin en
hoslarina giden yénii oldugunu ifade etmislerdir. Ogretmen adaylari, ¢evre saghg dersinde
uygulanan 6grenci merkezli etkinliklerin hoslarina giden yonlerini soéyle dile getirmislerdir:

“ Ders esnasinda diyaloglar olustu. Cevaplanmayan bazi sorularin cevaplarini bulmaya calistik. Onun
disinda konuya herkes hazirlandig1 icin sinifta giizel bir ortam olustu. Yani eglenceli ve zevkli bir sinif
ortami vardi. Bu da benim ¢ok hosuma gitti.” (Ogretmen aday1 5)

“Arkadaslarimiz derse katildi. Bizimle ¢ok giizel seyler paylastilar. Sorular sordular. Gerektigi yerde
kalktik ve birbirimize konuyla ilgili bilgiler aktardik. Konumuz icerisinde, konumuz ile ilgili siirler okuduk.
Bu yénlerden hosuma gitti.” (Ogretmen aday 4)

“ Gruplar arastirma sonuglarini sinifla paylasti. Bu sayede bilmediklerimizi 6grendik. Bu cok hostu bence.”
(Ogretmen aday1 1)

“ Cogumuz bilgisayar kullanmasini bilmiyorduk. Siz dersin basinda bize bu konuda bilgi verdiniz. Biz
arastirma sonuglarini bilgisayar ortaminda hazirlarken bilgisayar kullanma becerimizde gelisti bana gore
ve yontemin en olumlu yanlarindan birisiydi bence.” (Ogretmen aday: 2)

Cevre saghigl dersinde uygulanan 06grenci merkezli etkinliklerde hosunuz gitmeyen yonler
nelerdi? sorusuna, 6gretmen adaylarinin %33’ “cevre dersi i¢in ayrilan zamanin yetersizligi”
cevabini vermislerdir. Ogretmen adaylarinin %16’s1 ise simif mevcudunun kalabalikhiginin
hosuna gitmedigini belirtmistir. Bu soruyla ilgili olarak 6grenciler gortslerini su sekilde edile
getirmislerdir:
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“Cok fazla olumsuz bir sey sayamayacagim. Sadece zamanimiz biraz kisithydi. Mesela ¢ok giizel
hazirlaniyorduk konuya ama zaman yetmiyordu.” (Ogretmen aday1 1)

“Zaman bazen yetersiz olabiliyordu ve sdylemek istediklerimizin bazen hepsini sdyleyemiyorduk.”
(Ogretmen aday: 6)

“ Hosuma gitmeyen demeyim de sinifimiz kalabalik oldugu i¢in ve ders fazlasiyla sosyal bir ders oldugu
icin, birden fazla kisinin o konu hakkinda bir fikri vardi. Herkes o fikrini ayni anda sdylemek istedigi
zaman bir kargasa ¢ikiyordu.” (Ogretmen aday1 4)

Gorlsmecilere, bir daha cevre dersi alacak olsaniz bu dersi 6grenci merkezli mi yoksa geleneksel
yontemle mi almak istedikleri sorulmustur. Gorlismecilerin tamami dersi 6grenci merkezli
olarak almak istediklerini belirtmislerdir. Gériismecilerin konuyla ilgili ifadeleri su sekildedir:

“ Bence dgrenci merkezli olmasi ¢cok daha iyi olur diye diisiiniiyorum. Ciinkii bir denememiz oldu. Ogrenci
olarak bizim aktif oldugumuz bir yontemde biz daha iyi 6grendik. Yine aynmi dersi alacak olsam bu
yontemle almak isterim.” (Ogretmen aday1 1)

“Bu dersi bize 6gretmen anlatsaydi hi¢ bu kadar etkili olmazdi. Ciinkii ders ¢ok sikici gegerdi ve ben dersi
dinlemezdim. Dinlemedigim icin de 6grenemezdim. Ogrenemedigim icin de ben de hicbir degisiklik
olmazdi. Bu nedenle ben bu dersi bir daha alacak olsam kesinlikle bizim aktif oldugumuz bir yontemle
almak isterim.” (Ogretmen aday1 2)

“ Ben bu dersi aktif oldugum bir yontemle almak isterim. Ciinkii 6grenci merkezli egitim bu dersimizde
cok daha yararli oldu bana gore. Cilinkii cevre gibi sosyal konulara herkesin katiliminin olmasi gerektigini
diisiiniiyorum.” (Ogretmen adayi 4)

Goriisme verilerinin betimsel analizinde kullanilan ikinci tema ise “Ogretmen adaylarinin
ogrenci merkezli 6gretim etkinliklerinin ¢evresel bilgi, cevresel tutum, cevresel davranis ve
cevresel anlamda kendilerine yonelik algilari tizerindeki etkileri hakkindaki diisiinceleri” baslikli
temadir. Bu temayla ilgili 6gretmen adaylarina,

1- Cevre saghgl dersinde uygulanan ders isleme yonteminin bir etkisi olup olmadigi, olduysa
neden oldugu,

2- Ogrenci merkezli etkinliklerin cevresel bilgi, cevreye yonelik tutum, cevresel davranis ve
cevresel anlamda kendilerine yonelik algilarini nasil etkiledigi sorulmustur.

Gorlusmecilerden konuyla ilgili olarak alinan genel diisiinceler asagida semalandirilmistir.
Katilimcilara sorula iki sorudan alinan cevaplara gore 6grencilerin goriisleri 2 genel temaya
(simif dis1 etkinlikler, smif ici etkinlikler) ayrilarak o6zetlenmistir. Bu goriisleri dile getiren
Ogrencilerin yiizde oranlarina da yer verilmistir.
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Sekil.2 Ogretmen adaylarinin 6grenci merkezli 6gretim etkinliklerinin cevresel bilgi, cevresel
tutum, cevresel davranis ve ¢evresel alg1 boyutlari iizerindeki etkileri hakkindaki diisiinceleri
Gorlismecilerin tamami, cevre dersinde uygulanan ders isleme yonteminin 6grenmenize bir
etkisi oldu mu? sorusuna, “evet” cevabini vermislerdir. Ogretmen adaylarinin %66 gibi bir oran,
dersin Ogrencilerin aktif katilmiyla islendigi icin 6grenmesini artirdigini diisiindigint
soyleyerek sinif i¢i etkinliklerin 6nemini vurgularken, %33’i sinif disinda, derse gelmeden dnce
arastirma yaptiklari i¢in 6grenmelerinin arttigini belirtmistir. Gériismecilerin %33’ ise, gruplar
tarafindan hazirlanan sunumlarda yer alan gorsel 68elerin bilgilerini daha kalic1 hale getirdigini
ve ogrenmelerini artirdigin1 ifade etmigtir. Ogretmen adaylarinin %16’sina gore, arastirma
sonuclarinl sunu ve 6zet haline getirirken, farkli kaynaklardan aldiklar1 bilgileri 6zet haline
getirip, bunlar birlestirdikleri i¢cin daha iyi 6grendiklerini diistinmektedir. Goriismecilerin

soruya verdikleri cevaplar su sekildedir:

“ Benim konum hava Kkirliligiydi mesela. Havadaki gazlar hakkinda arastirma yapinca hangisi yararl,
hangisi zararl daha iyi anladim.” (Ogretmen aday1 3)

“ Cevre dersi bence sosyal bir ders. Bu nedenle 6grencilerin katilimiyla islenmesinin ve 68renciye yonelik
bazi etkinliklere yer verilmesinin 6grenme icin cok faydali oldugunu diisiiniiyorum.” (Ogretmen aday1 4)

“ Yontem o6grenmemi olumlu yénde etkiledi. Ornegin derste gordiigiimiiz resimler ve fotograflar
hafizamizda daha iyi kaliyordu. Eger hoca bunlari sozli anlatsaydi bu kadar 6grenebilecegimizi
zannetmiyorum.” (Ogretmen aday1 6)

“ Arastirmalarimiz sonucunda pek ¢ok bilgi ediniyorduk. Bu farkl bilgileri kisa ve 6z hale getirip bir araya
getirmeye calisiyorduk. Bu da 6grenmemizi etkiliyordu haliyle.” (Ogretmen adayi 5)

Bu yontem sizin ¢evresel bilgi, cevreye yonelik tutum, ¢evresel davranis ve ¢cevresel anlamda
kendinize yonelik algimiz nasil etkiledi? sorusuna goriismecilerin tamami “olumlu yénde
etkiledi” seklinde cevap vermislerdir. Goriismeciler soruyla ilgili cevaplarini soyle dile
getirmislerdir:
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“ Mesela orman yanginlar1 ¢ok korkung bir sey, bunu biliyordum. Ama derste islerken bu yanginlarin
sonuglarini gorsel olarak da goriince o an itfaiyeci olsaydim da su yangini sondiirseydim diye gecirdim
icimden.” (Ogretmen adayi 1)

“ Bir ¢op atmak benim i¢in eskiden cok kolaydi. Ama suan asla boyle bir sey yapmiyorum. Artik
cevremdekileri de uyariyorum. Annemi, babami bile uyariyorum yani. Bunu kullanalim, bu cevreye daha
az zararl falan diye.” (Ogretmen aday 2)

“ Artik ucuz deodorant almamaya 6zen gosteriyorum mesela. Clinkii arastirdiimda bunlarin ¢evreye dost
tiriinler olmadig1 ve zararh gazlar ihtiva ettigi icin ucuz oldugunu 6grendim.” (Ogretmen adayi 3)

“ Bu derste yaptigimiz etkinlikler bizim ¢evremizde olup bitenlere daha goziimiizii acarak bakmamizi
sagladi. Bugiin bir ortamda oturdugumuz zaman benim gercekten bahsedecek ya da anlatacak ¢ok fazla
seyim var.” (Ogretmen aday 4)

4. Tartisma, Sonug ve Oneriler

Yapilan bu galismada, biyoloji 6gretmeni adaylarinin ¢evre okuryazarligini artirmaya yonelik
olarak cevre saglig1 dersinde uygulanan 6grenci merkezli etkinlikler hakkindaki diistincelerinin
belirlenmesi amaciyla, “Ogretmen adaylarinin cevre saghg dersinde uygulanan 6grenci merkezli
etkinlikler hakkindaki goriisleri nelerdir?” sorusuna cevap aranmistir.

Elde edilen bulgular o0gretmen adaylarinin ¢evre dersinde uygulanan o6grenci merkezli
etkinlikleri faydah bulduklarin1 géstermektedir. Uygulamadan sonra goriisme yapilan 6gretmen
adaylarinin tamami, ¢evre dersinde uygulanan 6grenci merkezli etkinlikleri faydal ve 6gretici
buldugunu belirtmislerdir. Ogretmen adaylari, ders disinda aragtirma yapmalar1 ve dersin
herkesin katimiyla yiriitiilmesi sebebiyle 6grenci merkezli etkinliklerin faydali oldugunu
diistindiiklerini ifade etmislerdir. Derste uygulanan sunum hazirlama, soru-cevap, tartisma gibi
etkinliklerin 6nemini wvurgulayan ogretmen adaylari, bu etkinliklerin dersi sikiciliktan
kurtardigini ve dersin daha zevkli hale gelmesini sagladigini belirtmislerdir. Giirbiiz, Cakmak ve
Derman (2012) tarafindan biyoloji 6gretmenligi programinda 6grenim goren birinci sinif
ogrencilerinin ¢evre konulari ile ilgili akademik basarilarina ¢evre egitimi dersinde uygulanan ve
O0grenci merkezli tekniklerden bir tanesi olan jigsaw tekniginin etkisinin arastirildigl ve
ogrencilerin derste uygulanan jigsaw teknigi ile ilgili goriislerini belirlemeyi amaglayan ¢alisma
sonunda, teknigin uygulandigi deney grubu 6grencileri jigsaw tekniginin olumlu yonlerinin simif
ici etkilesimi saglama, derse 6n hazirlik yapmay1 saglama, kendi kendine arastirma yapmay1
saglama, konular1 daha iyi anlamay1 ve kalicilligl saglama, dersin verimliligini artirma ve
6grencinin aktif oldugu bir ortam olusturma oldugunu ifade etmislerdir. Giirol (2003)’a gore
O6grenme bilginin sirali bir sekilde 6grencinin kafasinin i¢cine bosaltmanin aksine 6grencinin fikri
katilimi ve uygulamasiyla gerceklesen bir faaliyettir. Bu 6zellii nedeniyle aktif 6grenme hizl,
eglenceli, destekleyici ve ¢ekicidir.

Ogretmen adaylarina gére sinifin kalabalik olmasi ve ders i¢in ayrilan siirenin yetersizligi
ogrenci merkezli etkinliklerin uygulanmasini engelleyen en 6nemli faktorlerdir. Bilgi (2008)
tarafindan yapilan ve lise 9. sinif cografya programi kapsamindaki cevre konularinin
O0gretiminde uygulanan aktif 68retim yontemlerinin, 6gretmen merkezli yontemlere gore
Ogrencilerin ¢evresel tutum ve bilgi diizeyleri tizerindeki etkilerinin yani sira, ¢cevre konularinin
aktif Ogretim yontemleri ile Ogretiminin liselerde uygulanabilirligi ile ilgili cografya
O0gretmenlerinin gorislerinin degerlendirildigi tez c¢alismasi sonunda o6gretmen anketi
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sonuglarina dayali olarak, aktif 6gretim modeli ile islenen dersin planlanmasi ve uygulanmasi
asamalarinda sinif mevcudunun kalabalikliginin 6nemli bir sinirlilik oldugu tespit edilmistir.

Ogrenci merkezli etkinliklerin cevresel bilgi, cevreye yoénelik tutum, cevresel davramis ve
cevresel anlamda kendilerine yonelik algilarini artirdigini ifade eden 6gretmen adaylari, bir daha
cevre dersi alacak olsalar bu dersi yine 6grenci merkezli etkinliklerle almak istediklerini
belirtmislerdir. Geng¢ (2013)’'in sinif 6gretmeni adaylarinin cevre egitimi dersinde uygulanan
o0grenci merkezli istasyon teknigi hakkindaki goriislerini 6grenmeyi amaclayan calismasinda
O0gretmen adaylari istasyon tekniginin eglenceli ve faydali oldugunu ifade etmis, bununla birlikte
Ogrenciler istasyon tekniginin diger derslerde de kullanilmasi gerektigini ve Ogretmen
olduklarinda kendilerinin de bu teknigi kullanacaklarini belirtmislerdir.

Ogretmen adaylarinin, cevre saghg1 dersinde uygulanan égrenci merkezli etkinlikler hakkindaki
gorusleri konuyla ilgili olarak Sahin ve ark. (2004) tarafindan yapilan arastirma bulgulariyla da
ortiismektedir. Bu bulgular dogrultusunda 6gretmen adaylarinin 6grenci merkezli etkinliklerle
yurtitiilen cevre dersleri ile ilgili olumlu goriislerinin adaylar1 6grenmeye motive ettigi ve
basarilarini artirdigi duisiiniilmektedir. Nitekim, Korkmaz (2007) tarafindan ytriitiilen benzer
bir calismada da 6grenci merkezli etkinliklerle ders alan 6grenciler dersin sonunda, uygulanan
etkinlilerin kendilerini 6grenmeye motive ettigini, bu nedenle bilgilerinin daha kalic1 oldugunu
diistindiiklerini ifade etmislerdir.

Elde edilen bulgular 1s181nda, ¢evre derslerinin niteliginin artirilmasi i¢in asagidaki 6nerilerin
dikkate alinmasi gerektigi diisiiniilmektedir.

1- Ilkogretim, ortadgretim ve yiiksek 6gretim diizeyinde verilen cevre dersleri, aktif 6grenme
yaklasimina uygun 6grenci merkezli etkinliklerle yiirtitiilmelidir.

2- Egitim fakiiltelerinde 6gretmen adaylarina verilen cevre derslerinin sayisi ve ders saati
artirtlmalidir. Ayrica miifredata cevre derslerinde aktif 6grenme yaklagsimlarinin uygulanmasi ile
ilgili segmeli dersler eklenmelidir.

3- Egitim fakiiltelerinde ¢evre dersi verilen boliimlerde okuyan ve ¢evre dersini alan 6grenci
sayilari, aktif 6grenme yaklasiminin uygulanmasina olanak verecek sekilde diizenlenmelidir.
Ornegin cevre dersini alacak olan bir sinifta okuyan 6grenciler iki subeye ayrilarak 6grenci sayisi
ayarlanabilir.
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Extended Summary
1. Introduction

If the relationship of living things to each other and to their physical surroundings allows for the
healthy development of both the living and the their environment, the natural balance is
achieved. Conversely, this indicates that the natural balance has deteriorated (Bozkurt and
Cansungu (Koray), 2002). This decayed balance causes environmental problems that affect all
living things.

Especially in the last quarter of the century, it has begun to be recognized that in the
international society for the resolution of environmental problems, individuals need to be
informed by effective lifelong environmental education about environmental and environmental
problems (Atasoy and Erturk, 2008). Because, the most important and ultimate goal of
environmental education is to create environmentally literate individuals who are eager to
protect the environment in the society and who are aware of the consequences of their
responsibility to reduce their harm to their environment (Roth, 1992; Hsu and Roth, 1998;
Tuncer et al., 2008a).

Sahin et al. (2004) emphasized the teaching approaches that activate the student should be used
to increase the effectiveness of the course in the environmental lessons that enable individuals
who are effective in the emergence of environmental problems to be aware of their
responsibilities in solving these problems.

The aim of this study is to determine the biology teacher candidates' thoughts about student
centered activities applied in the environmental health course to increase the environmental
literacy. For this purpose, the answer of the question "What are the views of the teacher
candidates about the student-centered activities applied in the environmental health course?”
was searched.

2. Method

In the research, interview technique that was one of the qualitative research techniques was
used. The data of the study were collected using the standardized open-ended interviewing
approach. The sample of the research is composed of 6 biology teacher candidates who have
been identified through systematic sampling among the 60 biology teacher candidates studying
in the first grade of Atatiirk University Kazim Karabekir Education Faculty Biology Teacher
Education Department and in the environmental health course taught by student centered
activities in the fall semester of the 2008-2009 academic year. The environmental health course
was conducted with student-centered activities for 2 hours per week for 10 weeks. After the
application, an interview form consisting of six open-ended questions was prepared in order to
learn the opinions of the teacher candidates in the sample about the student-centered activities
applied in the environmental health course. The analysis of teacher candidates' views on
student-centered activities was made using a descriptive analysis approach which was one of
the qualitative data analysis approaches.

3. Findings, Discussion and Results

Findings show that teacher candidates find student-centered activities in environmental classes
useful. All of the teacher candidates interviewed after the application stated that they found the
student centered activities applied in the environment lessons useful and instructive. Teacher
candidates stated that they thought that student-centered activities were beneficial because of
preparing before the lesson and active participating. Teacher candidates who emphasized the
importance of activities such as preparing presentations, question-answer, discussion,
expressed that these activities saved the lesson from boredom and made the lesson become
more enjoyable. According to Gurol (2003), learning is not an activity that is empteyed the
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knowledge into the head of the student in a sequential manner, learning is an activity that takes
place with the participation and practice of the mind of the student. Because of this feature,
active learning is fast, fun, supportive and attractive. According to the teacher candidates, the
crowd of the classroom and the inadequacy of the time for lesson was the most important factor
preventing the application of student centered activities. Teacher candidates who stated that
student-centered activities increased their environmental knowledge, attitudes towards the
environment, environmental behavior and environmental perceptions, stated that they would
like to take this course again with student-centered activities. In the light of these findings, it is
thought that the teacher candidates' positive opinions about the environmental lessons
conducted with the student centered activities have motivated the candidates for learning and
have increased their success. As a matter of fact, in a similar study carried out by Korkmaz
(2007), the students who took the courses with student-centered activities stated after the
application that the applied activities motivated them to learn and therefore, they thought that
their knowledge was more permanent. In the light of the findings obtained, it is considered that
the following suggestions should be taken into account in order to increase the quality of the
environmental courses:

1- Environmental lessons given at primary, secondary and higher education levels should
be conducted with student-centered activities appropriate to the active learning
approach.

2- The number of courses about the environment and the time for these courses given to
teacher candidates in education faculties should be increased. In addition, selective
courses related to the application of active learning approaches in environmental lessons
should be added to curriculum.

3- The number of students taking environmental education lessons in the education
faculties should be organized in such a way as to enable the implementation of the active
learning approach in these lessons. For example, students who will take an
environmental course can be divided into two sections to adjust the number of students.
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Bu arastirmada cinsiyet, boliim, akademik performans, haftalik internet kullanim stiresi, en ¢ok
zaman harcanan internet sitesinin tiirtiniin ve uzaktan egitimle ilgili 6n bilginin, 6gretmen
adaylarinin uzaktan egitime yonelik tutumlar tzerindeki etkileri arastirilmistir. Nedensel-
karsilastirmali tiirdeki bu nicel arastirmanin ¢alisma grubunu, bir devlet liniversitesinin egitim
fakiiltesinde 6grenim gérmekte olan 191’i fen bilgisi, 138'i ilkogretim matematik ve 218’i sinif
O0gretmenligi programi 6grencisi olmak tizere, toplamda 547 (398 kadin, 149 erkek) 6gretmen
aday1 olusturmaktadir. Arastirmanin verileri, kisisel bilgi formu ve uzaktan egitime yonelik
tutum Olcegi ile toplanmistir. Verilerin analizinde betimsel istatistik, Kolmogorov-Smirnov
normal dagilim testi, tek yonli varyans analizi (ANOVA), Mann-Whitney U ve Kruskal Wallis
testleri kullanilmistir. Arastirmanin sonuglari, 6gretmen adaylarinin uzaktan egitime yonelik
tutum puanlarinin dlgege ait aritmetik ortalama degerinden yiliksek oldugunu gostermistir.
Cinsiyetin (erkeklerin lehine), uzaktan egitimle ilgili 6n bilgiye sahip olmanin, bélimiin ve
zaman harcanan internet sitesi tiiriiniin 6gretmen adaylarinin uzaktan egitime yonelik tutum
puanlar iizerinde anlamli bir etkisi varken, akademik performansin ve internet kullanim
stiresinin bu puana etkisinin olmadig1 bulunmustur. Elde edilen bulgular 1s18inda 6nerilere yer
verilmistir.

Anahtar kelimeler: Uzaktan egitim, 6gretmen adayi, tutum.
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1. Giris ve Literatiir Ozeti

Teknolojinin hizla gelismesi orgiin egitim-06gretim faaliyetlerine epistemolojik ve didaktik
olarak aracilik ederken, 6gretmenin roliinii de degistirmektedir. Ogrenenlerin dijital teknolojiyle
etkilesimi kimi zaman ders ic¢i bir siire¢ olarak ele alinabilirken kimi zaman da bireysel
O0grenmeler icin 0gretmenin ikinci planda kaldig1 egitim-6gretim ortamlar: tasarlanabilmektedir.
Bireysel ve aktif olarak 6grenme-6gretme siirecine dahil olunamadiginda, karsimiza alternatif
olarak uzaktan egitim kavrami ¢cikmaktadir (Baki, 2007).

Bilginin akil almaz bir boyutta paylasildig1 giiniimiizde, bilgi paylasimi i¢in de alternatif
yaklasimlar giindeme gelerek uzaktan egitimin farkli tanimlamalarina sebep olmaktadir
(Yenilmez ve Ersoy 2009). Alanyazinda, uzaktan egitim, “web tabanli egitim, internet yoluyla
O6grenme ve e-6grenme gibi” kavramlarla birlikte ya da es anlaml olarak anilmaktadir (Turgut &
Yenilmez, 2011, s. 122). En genel anlamiyla uzaktan egitim, dikkatli dizayn edilmis bir
Ogretimsel planin 6grenci ve 6gretmenin ayri ortamlarda bulundugu, fakat gerektigi durumlarda
ylz yiize goriismelerle saglanan (Gunawardena & Mclsaac, 2001) egitim-0gretim faaliyetlerine
denilmektedir. ifade edilen tanima istinaden, uzaktan egitimin en temel unsurlarinin basinda
O0grenme ve 0gretme siirecinin farkli baglamlarda uygulanmasinin geldigi sdylenebilir. Keegan
(1998) uzaktan egitim faaliyetlerini ikiye ayirmaktadir (s. 44): “grup-tabanl uzaktan egitim” ve
“bireysel tabanl uzaktan egitim”. Keegan’a (1998) gore grup tabanli uzaktan egitim, 6gretmen
ve ogrencilerin farkli cografik konumlarda bulunmasi ve ses, goriintii veya uydu ile senkronik
bir sekilde birbirlerine baglanmasi olarak ele alinabilirken, bireysel tabanli uzaktan egitim
O0grencinin uzaktan kendi basina 6grenmeler gercgeklestirmesi icin tasarlanmis Ogretime
denilebilmektedir. Ayrica, grup tabanh uzaktan egitim tam zamanli ve yari-zamanli 6grenciler
icin bireysel tabanli uzaktan egitim ise onceden hazirlanmis ve oOnceden hazirlanmamis
materyaller lizerinden verilen egitim olmak tizere tekrar ikiye ayrilir. Uzaktan egitimin karmasik
yapisindan dolay, belli bir kuramsal ¢erceve iizerinde oturtulmasinda sorunlar yasanabilmekte,
her konu baglami icin farkli pedagojik perspektiflere gereksinim duyulabilmektedir.
Arastirmacilar, uzaktan egitimin pedagojik ve didaktik kuramsal temeller tlizerine insa edilmesi
gerektigine isaret etmektedir (Keegan, 2005; Simonson, Schlosser & Hanson, 1999).

Uzaktan egitimin en temel unsurlarindan birisi genis kitlelere ayni anda hitap edebilmesidir. Bu
strecte, Burns’e (2011) gore, uzaktan egitim mod ve modelleri su sekilde gruplanabilir. (i) Basili
kaynak tabanli (6grenenlerin basili kaynaklar referans almasi), (ii) Ses tabanh (¢ift yonlii sesli
iletisim, radyo vs.), (iii) Telegorsel tabanlh (TV, Internet protokol TV, videokonferans vs.), (iv)
Multimedya tabanli (CD, DVD, Grup 6grenme-6gretme yazilimlari, Dijital 6grenme oyunlari vs.),
(v) Web-tabanli (online dersler, sanal okullar, Webinar vs.), (vi) Gelismekte olan teknolojilerle
(Web 2.0 uygulamalar vs.), (vii) Mobil teknolojilerle (Akilli telefonlar, tasinabilir medyalar vs.).
Biyiik kitlelere hitap edebilen bu mod ve modellerin birgogunun egitime entegre edilmesinin
diger bir nedeni olarak su noktalarin da alt1 ¢izilebilir (Kaya, 2002):

e Bagimsiz, bireysel ya da grup 6grenmeleri gerceklesmesini saglama.

e Esnek bir calisma ortaminin olmasi.

e Bireylere 6grenme sorumlulugunu kazandirma ve iletisim ve etkilesimde bulunmalarinm
saglama.

e Ogrenme-arastirma-sorgulama imkani ve tartismalara katilmi saglama.

Diger taraftan yiiz ytze iletisim kuramama, dogrudan ulasim sorunu, teknik donanimlarin uyum
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sorunu, internet ya da elektrik kesintileri gibi problemler ise uzaktan egitimin genel sinirliliklari
olarak belirtilebilir.

Uzaktan egitimin basarili olmasinda en 6nemli etmenlerden biri olarak 6grenenlerin bu egitime
yonelik tutum ve yaklasimlari sayilabilir. Bu tutum ve yaklasimlar ne kadar olumlu olursa
uzaktan egitimin amaclarina daha uygun olur. En genel anlamiyla tutum, bir bireyin bir olguya
ya da olaya karsi inan¢ ve yaklasimlar1 (Yenilmez & Ozabaci, 2003) olarak tanimlanabilir.
Dolayisiyla, bir bireyin tutumu fenomenolojik deneyimlerinin aktif bir bileskesi olarak ortaya
cikabilmekte ya da degisebilmektedir. Ornegin, Maio, Esses, Arnold ve Olson’a (2004) gore,
“inanclarin, hislerin ve deneyimlerin tutum iizerindeki etkisine motivasyon aracilik” (s. 11)
etmektedir. Maio vd. (2004), bu siireci bir diyagramla asagidaki gibi 6zetlemektedir (Sekil 1).

Tutum

21N

Motivasyon

Sekil 1. Tutum ve tutuma etki eden bilesenler (Maio vd., 2004, s. 11’den uyarlanmistir)

Bu tanimlamalara gore bireyin uzaktan egitim ve teknolojilerine karsi tutumu, kisinin 6grenmesi
ile dogrudan iliskilendirilebilir. Ciinkii 6grenme stireclerinde de “deneyim”, “inang¢” ve “hisler”
arasinda siki iliskiler oldugu sdylenebilir. Tutumlari olumlu olmayan 6grenenlerin ortama
alisma ve basar diizeyleri de buna gore diisebilir ve dolayisiyla uzaktan egitimi tercih etmesine

engel tegkil edebilir.

Literatiire bakildiginda uzaktan egitime iliskin tutum ve goruslerin incelendigi bircok
arastirmaya rastlanmaktadir. Alako¢ (2001) calismasinda, 6gretim iiyelerinin uzaktan egitim
hakkinda yeterince bilgi sahibi olmadigin1 ve uzaktan egitim teknolojileri arasinda en ¢ok
internetin kullanildigin1 ifade etmektedir. Benzer sekilde Horzum’un (2003) 06gretim
elemanlarinin internet destekli egitime yonelik diistincelerini arastirdigi ¢alisma sonucunda,
Ogretim elemanlarinin internet destekli egitime yonelik olumlu bir tutum sergiledikleri ve
uzaktan egitim yontemi olarak en ¢ok interneti tercih ettikleri goriilmustiir. Maushak ve Ellis
(2003), ogretmen adaylarinin uzaktan egitim deneyimlerini inceledikleri arastirmalarinda
O0grenme ortamindaki O6gretim durumlarina, sinifin bir {iyesi olarak etkinliklere katilma
durumlarina, donamim ve yazihim yeterliligine yonelik teknik konulara iliskin tutumlara
deginmisler ve 6gretmen adaylarinin yiiksek tutum icinde olduklarini belirlemislerdir.
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Sabanci (2005) ilkdgretimde gorev yapan brans Ogretmenlerinin internet kullanma
durumlarinin belirlenmesini amacglayan calismasinda kadin 6gretmenlerin, meslege yeni
baslayan 68retmenlerin, fen ve matematik 6gretmenlerinin interneti daha sik kullandigini ortaya
cikarmistir. Bununla birlikte internetten en ¢ok e-posta ve arama motoru hizmetlerinden
yararlanildigi tespit edilmistir.

Okcu ve Agirin (2006) ilkogretim okullarinda c¢alisan 6gretmenlerin internet kullanim
durumlarini belirlemek ve 6gretmenlerin internet kullanimina karsi tutumlarini degerlendirmek
amaciyla yaptig1 calisma sonunda, cinsiyetin internet kullanimina herhangi bir etkisinin
olmadigi, smif 6gretmenlerinin brang 6gretmenlerine goére; kidem yili 0-5 yil arasindaki
O6gretmenlerin kidem yili fazla olan 6gretmenlere gore, interneti daha etkin ve sik kullandiklari
sonucu elde edilmistir.

Ural (2007), yiiksek lisans 6grencilerinin uzaktan egitim, egitim teknolojileri ve bagimsiz
6grenmeye yonelik tutumlarini belirlemek amaciyla gergeklestirdigi calismasinda, 6grencilerin
uzaktan egitime yonelik gorislerinin olumsuz yonde oldugunu ve uzaktan egitim sistemlerinin
bagimsiz 6grenmeyi desteklemeyecegi diisiincesinin hakim oldugunu ortaya koymustur.

Uzaktan egitim kapsamindaki 6gretmen egitimi programina yonelik 6grenci tutumlarinin
belirlendigi, Gujjar, Akhlaque ve Hafeez (2007) tarafindan yiiriitiilen ¢alismada 6grencilerin
televizyon programlar1 seklindeki icerigin kavramsal ve kuramsal o6grenmeyi olumlu
etkileyecegini diistindiikleri ve uzaktan 6grenenlerin ihtiyac¢larina gore iceriklerin diizenlenmesi
gerektigi sonucu elde edilmistir.

Tabata ve Johnsrud (2008), fakiilte ortamlarinda teknoloji, uzaktan egitim ve yenilesme
hareketlerine karsi olan tutumu belirlemeyi amagladiklar1 c¢alismada, tutumlarin
sekillenmesinde fakiiltenin sartlarinin, zaman, is miktar1 ve 6gretimsel destek oraninin énemli
yere sahip oldugu sonucuna varmistir.

Ates ve Altun (2008) bilgisayar 68retmeni adaylarinin uzaktan egitime yonelik tutumlarinin
cesitli degiskenler acisindan incelendigi calismada, uzaktan egitime yonelik tutumlarinin
kararsiz seviyeye yakin oldugu, 6grencilerin uzaktan egitime yonelik tutumlarinin cinsiyete gore
anlamh farklhilik gostermedigi, 6grencilerin daha 6nce herhangi bir uzaktan egitim uygulamasina
katilma durumlarinin uzaktan egitime ydnelik olumlu tutum gelistirmeleri konusunda anlamh
etkisinin oldugu sonucuna varilmistir.

Celen, Celik ve Seferoglu (2013), tarafindan Ogretmenlerin uzaktan egitime yonelik
yaklasimlarini analiz ettikleri calismada katilmcilarin ¢ogunlugunun uzaktan 6grenme
aktivitelerine katilmak istedikleri ifade edilmektedir. Diger taraftan katiimcilar uzaktan egitim
sisteminin icerik, materyal kullanimi, degerlendirme yontemleri gibi konularda yeterli
olmadigini belirtmislerdir.

Birisci (2013) video konferans tabanli uzaktan egitim etkinlikleri ile 6grenim gérmekte olan
Ogrencilerin uzaktan egitime yonelik tutum ve goriislerini belirlemek amaciyla gerceklestirdigi
calismada 6grencilerin, 6greticiyle yiiz yiize ortamda bulunmama ve buna bagh olarak derse
motive olamama seklinde bir takim olumsuz diisiinceler icerisinde olduklar1 sonucuna
ulasmstir.

Yalman (2013) tarafindan egitim fakiiltesi 6grencilerinin bilgisayar destekli uzaktan egitim
sistemi (moodle) memnuniyet diizeylerinin incelendigi ¢alismada, 6grencilerin biiyiik oraninin
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(%76,57) uzaktan egitim yonetim sistemiyle aldiklar1 egitimden sonra egitim gordiikleri boliime
ait uzaktan egitim segenekleri bile olsa yine de yiiz ylize egitimi sececekleri belirtilmistir.

Yilmaz ve Giiven (2015) 6gretmen adaylarinin uzaktan egitime yonelik algilarinin metaforlar
yoluyla belirlenmesi amaciyla gerceklestirilen calismada, 6gretmen adaylarinin uzaktan egitime
yonelik olusturduklari metaforlarin ihtiyaca yonelik, cesitlilik, istege bagllik, gereklilik gibi
farkli kategoriler altinda toplandig1 goriilmektedir. Sinif 6gretmeni adaylarinin olusturduklari
metaforlarin icerikleri incelendiginde, metaforlarin 6nemli bir béliimiinde uzaktan egitimin
verimsiz, sikici, etkilesimsiz, duygusuz bir egitim sekli olduguna vurgu yapildig1 goriilmiistiir.
Buna Kkarsilik, fen bilgisi 0gretmeni adaylarinin olusturduklari metaforlarin icerikleri
incelendiginde hemen hemen hepsinin uzaktan egitime yonelik olumlu algiya sahip olduklar
anlasilmaktadir. Fen bilgisi 6gretmeni adaylari olusturduklari metaforlarda uzaktan egitimin
firsat esitligi, zaman ve mekan bagimsizlig1 gibi avantajlarina vurgu yapmislardir.

Diger egitim bi¢cimlerinde oldugu gibi uzaktan egitimde de ciddi bir analiz ve hedef belirleme
calismasi yapilmahdir. Bu asamada, 68rencilerin genel olarak ihtiyaclar1 ve uzaktan egitime
yonelik tutumlarinin bilinmesinin 6nemli oldugu dusiintilmektedir. Bu bakimdan, yakin
zamanda O0gretmenlik meslegini icra edecek, 6gretmen adaylarinin s6z konusu igerige iliskin
halihazirdaki tutumlarinin belirlenmesinin gerekli oldugu dusiiniilmektedir. Bu ¢alismanin
amaci, 6gretmen adaylarinin uzaktan egitime yonelik tutumlarinin bazi1 degiskenler acisindan
incelenmesidir. Bu arastirmada, 6gretmen adaylarinin, uzaktan egitime yonelik tutumlar
lizerinde cinsiyet, boliim, akademik performans, internet kullanim siiresi, en ¢ok zaman
harcanan internet sitesinin tlriiniin ve uzaktan egitimle ilgili sahip olunan 6n bilginin etkisi
incelenmistir. Bu amagla, asagidaki arastirma sorularina yanit aranmistir. Ogretmen adaylarinin
uzaktan egitime yonelik;

e tutumlari ne diizeydedir?

e 6n bilgileri diizeyleri nedir? Ogretmen adaylarina gére uzaktan egitimin tercih edilme
nedeni ve bu siirecteki en etkili ara¢ nedir?

e tutumlarn cinsiyete, 68renim goriilen boliime, akademik performansa, internet kullanim
stiresi, en ¢ok kullanilan internet sitesi tiiriiniin ve uzaktan egitime yonelik 6n bilgi
diizeylerine gore farklilasmakta midir?

2. Yontem
2.1. Arastirmanin Modeli/ Deseni

Var olan durumu ortaya koymaya calisan bu arastirma, farkl alt gruplarla ilgili karsilagtirma
yapmay1 amagladigindan, nedensel-karsilastirmali (Biliyiikoztiirk vd., 2013) olarak desenlenen
nicel paradigmaya sahip bir arastirmadir.

2.2. Katilimcilar

Arastirmaya, bir devlet iiniversitesinin egitim fakiiltesinde 6grenim goérmekte olan toplamda
547 6gretmen aday1 katilmaya goniillii olmustur. Ogretmen adaylarinin, 191'i (%34.9) fen bilgisi
ogretmenligi (FBO) (156 kadin, 35 erkek), 138’ (%25.2) ilkogretim matematik égretmenligi
(IMO) (77 kadin, 61 erkek), 218'i (39.9) simuf ogretmenligi (SO) (165 kadin, 53 erkek)
programinin 6grencisidir. Toplamda katilimcilarin 398’i (%72.8) kadin, 149’u (%27.2) erkektir.

2.3. Veri Toplama Araglari
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Uzaktan egitime yénelik tutum élgegi: 21 maddeden olusan bu 6lgek Agir, Giir ve Okc¢u (2007)
tarafindan gelistirilmistir. 5’li Likert yapida olan 6lcekte 14 madde olumlu, 7 madde olumsuzdur.
Olgegin yap1 gecerligi, gerceklestirilen acimlayic faktér analizi saglanmistir ve 6lgegin 6 faktor
yapisina sahip oldugu gériilmistir. Olcegin giivenirlik katsayis1 .85 olarak bulunmustur.
Olgcekten alinabilecek maksimum puan 105’tir. Buna ek olarak kisisel bilgi formu arastirmacilar
tarafindan diizenlenmistir. Icerisinde, kisaca arastirma hakkinda bilgi sunulmaktadir ve
katilimcidan cinsiyet, boliim, haftalik internet kullanim siiresi, en ¢ok zaman harcanan internet
sitesi tiiriiniin, uzaktan egitimle ilgili 6n bilgi, uzaktan egitimin tercih edilme nedeni, uzaktan
egitimde kullanilabilecek olan en etkili ara¢ hakkinda bilgi saglamalar istenmektedir. Formda
akademik performans, akademik ortalama olarak katilimcilara 0-1.99, 2-2.99 ve 3-4 seklinde g
secenek seklinde verilmistir. Diger taraftan, haftalik internet kullanim stiresi 0-4, 4-8, 8-12 ve
12 saatten fazla olarak 4 segenekli; internette en ¢ok zaman harcanan site tiirti (i) Haber, (ii)
Sosyal Paylasim, (iii) Film-Dizi, (iv) Egitsel-Arastirma seklinde sorulmustur. On bilgi diizeyi ise,

« » o«

az”, “yeterince” ve “uzaktan egitim aldim” seklinde katilimcilara sunulmustur.
2.4. Verilerin Toplanmasi ve Analizi

Veriler, 2015-2016 6gretim yilinin bahar yariyilinda arastirmacilar tarafindan kiiciik gruplarla
toplanmistir. Daha sonra veriler bilgisayar ortamina aktarilarak, olumsuz veriler ters kodlanmis
ve SSPS 21.0 paket yazilimi araciligi ile analiz edilmistir. Bu siirecte, betimsel istatistik,
Kolmogorov-Smirnov normal dagilim analizi, tek yonlii varyans analizi-ANOVA, Mann-Whitney
U testi ve Kruskal Wallis testi kullanilmistir.

3. Bulgular

Arastirmanin ilk sorusuna yanit aramak icin betimsel istatistik tekniklerinden yararlanilmistir.
Ogretmen adaylarinin cinsiyet, boliim, akademik ortalama, haftalik ortalama internet kullanim
stiresi ve en ¢ok zaman harcanan internet sitesi tiirii ile ilgili sonuglar Tablo 1'de sunulmustur.

Tablo 1. Uzaktan egitime yonelik tutum puanina ait betimsel istatistik sonuclari

Degisken N X S.S.
Cinsiyet Kadin 398 57.95 11.18
Erkek 149 62.55 11.58
FBO 191 62.02 10.60
Bolim iMO 138 58.80 11.53
SO 218 57.88 11.97
0-1.99 40 59.11 11.50
Akademik Performans 2-299 336 59.68 11.65
3-4 171 58.30 11.09
0 -4 saat 175 58.34 11.32
internet Kullanim 4 - 8 saat 117 59.82 11.04
Siiresi (IKS) 8 - 12 saat 92 57.89 11.26
> 12 saat 163 60.39 11.97
Haber 45 59.40 11.52
Kullanilan internet Sosyal Paylasim 316 59.20 11.46
Sitesi Tiiri (KST) Film-Dizi 102 56.81 11.46
Egitsel-Arastirma 84 62.04 10.97
Az 375 57.46 11.00
On Bilgi Diizeyi (OBD) Yeterince 152 61.38 11.09
Uzaktan Egitim Aldim 18 75.35 9.17
Toplam 547 59.21 11.48
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Tablo 1’e gore, 6gretmen adaylarinin uzaktan egitime yonelik (genel ortalama puanlarinin ve
ayr1 ayr1 gruplarin tiimiinde) tutumlarimin orta diizeyden yiiksek oldugu (X = 59.21,
S.S.=11.48) ve uzaktan egitime yonelik bilgi diizeylerinin oldukga sinirli oldugu gériilmektedir.
Bunun yaninda, calisma grubu icerisinde 18 6grencinin daha onceden uzaktan egitim aldig
goriilmektedir. Ogretmen adaylarinin, uzaktan egitimin tercih edilmesine ve en etkin bulduklari
uzaktan egitim aracina yonelik goriisleri Tablo 2’de 6zetlenmistir.

Tablo 2. Uzaktan egitimin tercihi ve en etkin araca yonelik goriislere dair bulgular

ifadeler N X S.S.
o Zaman sinirlamasi olmadigi i¢in 536 3.59 1.31
S % Mekan sinirliligi olmadig icin 535 3.84 1.23
TS Bireysel egitimi destekledigi i¢in 533 3.15 1.28
i E Bilgi teknolojilerini egitimde kullandig1 i¢in 530 3.20 1.30
E = Mevcut egitimin disinda Falanv b.1r.eylere de egitim olanag: 539 411 112
e 9 sagladig1 icin
B Uzaktan egitimin maliyetinin drgiin egitime gore diisiik olmasi 533 3.58 1.35
o Posta 518 1.49 91
e TV 530 3.02 1.27
< Kablolu Yayin 520 295 115
k. Internet 543 4.51 .85
- Video Konferans 521 389 117
= Telekonferans 521 2.72 1.28

Tablo 2’ye gore, 6gretmen adaylarinin en fazla isaretledikleri (tercihe yonelik) ve ortalama
degeri en yiiksek ifade, “Mevcut egitimin disinda kalan bireylere de egitim olanag1 sagladigi i¢in”
(X = 4.11,5.S.= 1.12) seklindedir. En az isaretledikleri ifade, “Bilgi teknolojilerini egitimde
kullandig1 i¢in” iken, ortalama degeri en diisiik ifade “Bireysel egitimi destekledigi i¢in”
(X = 3.15,5.5.= 1.28) seklindedir. Diger taraftan, 6gretmen adaylarimin uzaktan egitimin
kullanimindaki en etkin araca yonelik en fazla isaretlenen “Internet” olmustur (X = 4.51,5.5.=
.85). En az isaretledikleri “Kablolu Yayin” iken en olumsuz goriis belirttikleri ara¢ “Posta”
olmustur (X = 1.49,5.S.=.91). Bu sonuglara gore, 6gretmen adaylarinin uzaktan egitimi tercih
etme nedenlerinin basinda, egitimde firsat esitligi ve kullanilmasi gereken arag olarak interneti
diistindiikleri sdylenebilir.

Diger arastirma sorularina yanit aranmadan 6nce, 6gretmen adaylarinin uzaktan egitime yonelik
tutum puanlarinin ¢ok yonli varyans analizine (¢ok faktorliit ANOVA'ya) uygun olup olmadigi
Kolmogorov-Smirnov normallik testi araciligi ile incelenmistir. Tablo 3’te ilgili sonuglara
deginilmektedir.

Tablo 3. Verilerin dagilimina iliskin Kolmogorov-Smirnov analizi sonuglari

Degisken Istatistik SD Sig.

Cinsiyet Kadin .049 396 .021
Erkek .089 149 .006

FBO .049 191 .200

Bolim* iMO 075 138 .057

SO .060 216 .053

0-1.99 161 40 011

Akademik Performans 2-2.99 .052 334 .028
3-4 .057 171 .200

Internet Kullanim 0 - 4 saat .065 174 .068
Siiresi (IKS) 4 - 8 saat 066 116 .200
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8 - 12 saat .060 92 .200

> 12 saat .082 163 .010

Haber 122 45 .093

Kullanilan Internet Sosyal Paylasim .049 315 .066
Sitesi Tiiri (KST)* Film-Dizi .080 102 109
Egitsel-Arastirma .073 83 20

Az .049 375 .031

On Bilgi Diizeyi (OBD) Yeterince .049 152 .200
Uzaktan Egitim Aldim .182 18 119

*Normal dagilan degisken.

Tablo 3’e gore, sadece bolim ve KST degiskenleri icin veriler normal dagilmakta iken cinsiyet,
akademik performans, iKS ve OBD degiskenleri icin veriler normal dagilmamaktadir. Bu yiizden,
bolim ve KST degiskenleri icin tek yonlii varyans analizi (ANOVA) kullanilirken, cinsiyet icin
Mann-Whitney U, akademik performans, IKS ve OBD degiskenleri icin Kruskal Wallis testi
kullanilmistir.

Tablo 4’te 6gretmen adaylarinin uzaktan egitime yonelik tutum puanlarinin cinsiyete gore
Mann-Whitney U testi sonuglar1 sunulmaktadir.

Tablo 4. Toplam puanin cinsiyete gore Mann-Whitney U testi sonuclari

Cinsiyet N Sira Ort. Sira Toplami U P
Kadin 398 257.99 102680.02 36.02 .000
Erkek 149 316.75 47195.75

Tablo 4’e gore, O0gretmen adaylarinin uzaktan egitime yonelik tutumlar cinsiyete gore
farklilasmaktadir. Erkek 6gretmen adaylarinin tutum puanlari, kadin 6gretmen adaylarina gore
daha ytksektir (U = 36.02, p < .05). Dolayisiyla, cinsiyet faktoriiniin uzaktan egitime yonelik
tutum puani lizerinde bir etkisi oldugu soylenebilir. Ogretmen adaylarinin uzaktan egitime
yonelik tutum puanlarinin akademik performansa gore Kruskal Wallis testi sonug¢larina Tablo
5’te deginilmektedir.

Tablo 5. Tutum puanlarinin akademik performansa gore Kruskal Wallis testi sonuglari

Ptl;?(i(;lrz:s N Sira Ort. SD X P Fark
0-1.99 40 262.30 2 2.21 33 —
2-2.99 336 281.97

3-4 171 261.08

Tablo 5’e gore, 6gretmen adaylarinin uzaktan egitime yonelik tutum puanlarinin, akademik
performansa gore farklilasmadigi goriilmektedir (y? = 2.21,p > .05). Buna gore, akademik
performansin uzaktan egitime yonelik tutum puani iizerinde bir etkisi olmadig1 sdylenebilir.
Ogretmen adaylarinin uzaktan egitime yonelik tutum puanlarinin iKS'ye gore farkhlasip
farklilasmadigini incelemek icin gerceklestirilen Kruskal Wallis testi sonuglari Tablo 6’da
sunulmustur.

Tablo 6. Tutum puanlarinin iKS’ye gére Kruskal Wallis testi sonuglari

IKS N Stra Ort. SsD x? P Fark
0 - 4 saat 175 258.96 3 4.46 21 —
4 - 8 saat 117 281.61
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8-12saat 92 261.61

> 12 saat 163 291.68

Tablo 6’ya gore, dgretmen adaylarinin uzaktan egitime yonelik tutum puanlari IKS'ye gore
farklilasmamaktadir (y? = 4.46,p > .05). Bu sonuca gére, iIKS'nin 6gretmen adaylarinin uzaktan
egitime yonelik tutumlan iizerinde bir etkisi olmadigi soylenebilir. Ogretmen adaylarinin
uzaktan egitimle ilgili sahip olduklar1 6n bilgilerinin uzaktan egitime yonelik tutum puani
tizerindeki etkisini incelemek icin gerceklestirilen Kruskal Wallis testi sonuclar1 Tablo 7’de
sunulmustur.

Tablo 7. Tutum puanlarinin OBD’ye gére Kruskal Wallis testi sonuglar:

OBD N Sira Ort. SD x> p Fark
Az () 375 251.05 2 42.14 .000 [I>11
Yeterince (1I) 152 303.40 I>1
Uzaktan Egitim
18 473.44 I1>1
Aldim (111) g

Tablo 7’ye gore ogretmen adaylarinin tutum puam iizerinde OBD’nin anlaml bir etkisi
bulunmaktadir (y? = 42.14,p < .05). Daha 6énce uzaktan egitim almis olan 6gretmen adaylarinin
uzaktan egitime yonelik tutum puanlari, uzaktan egitimle ilgili az bilgiye sahip olanlardan ve
yeterli seviyede bilgi sahibi olanlardan anlaml seviyede daha yiiksektir. Diger taraftan, uzaktan
egitimle ilgili yeterli seviyede bilgi sahibi olan 6gretmen adaylarinin, az seviyede bilgi sahibi
olanlara gore tutum puanlarinin daha yiiksek oldugu bulunmustur (Sekil 2).

Yeterince AZ
251.05

303.40
C

Uzaktan egitim aldim
473.44
@]

Sekil 2. OBD’ye gore sira ortalama degerleri

Ogretmen adaylarinin uzaktan egitime yonelik tutum puanlarimin béliime gore farklhilasip
farklilasmadigini incelemek icin tek yonlit ANOVA gerceklestirilmistir. Tablo 8’de ilgili sonuglar
sunulmustur.

Tablo 8. Tutum puanlari iizerinde boliime gére ANOVA sonuglari

Kareler Toplami SD Ortalama Kare F p
Gruplar arasi 1034.02 2 517.01 3.97 .019
Gruplar ici 70746.66 544 130.04
Toplam 71780.69 546
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Tablo 8'e gore 6gretmen adaylarinin uzaktan egitime yonelik tutum puanlarinin 6grenim
gorilen bolime gore farklilastigi goriilmektedir (F = 3.97,p <.05). Gruplar arasi farkliligi
incelemek icin (ikinci tip hatay1 dikkate alarak) Bonferroni testi ger¢eklestirilmistir. Tablo 9'da
sonuclara deginilmistir.

Tablo 9. Boliime gore Bonferroni testi sonuclari

Boéliim (1) Béliim (J) g::il?llil;; St:;:::rt p Alt Simir Ust Siir
FBO MTO 2.21 1.27 .24 -.84 5.27
SO 3.14* 1.13 .01 42 5.85
.. FBO -2.21 1.27 .24 -5.27 .84
MTO SO .92 1.24 1 -2.05 3.90
6 FBC:)' -3.14* 1.13 .01 -5.85 -42
MTO -.92 1.24 1 -3.90 2.05

Tablo 9’a gére, FBO 6gretmen adaylarimin uzaktan egitime yonelik tutum puanlarinin
(X = 61.02,5.5.= 10.60) anlamh seviyede SO 6gretmen adaylarindan daha (X = 57.88,5.5.=
11.97) yiiksek bulunmustur. Fakat, diger Kkarsilastirmalar arasinda anlamh bir farka
rastlanmamustir. Ogretmen adaylarinin uzaktan egitime yonelik tutum puanlarn tizerinde KST
faktoriiniin etkisini incelemek icin ANOVA kullanilmistir. ilgili sonuglara Tablo 10’da yer
verilmistir.

Tablo 10. Tutum puanlarinin KST’ye gore ANOVA sonuglari

Kareler Toplam1 SD Ortalama Kare F p
Gruplar arasi 1259.19 3 419.73 3.23 .022
Gruplar i¢i 70521.49 543 130.04
Toplam 71780.69 546

Tablo 10’a gore, Ogretmen adaylarinin tutum puanlart KST’ye gore farklilasmaktadir
(F =3.23,p <.05). Farkin kaynagini incelemek icin gerceklestirilen Bonferroni testi
sonuclarina Tablo 11’de yer verilmistir.

Tablo 11. KST’ye gore Bonferroni testi sonuclari

Site Tiri Site Tiri Ortalama Standart

AltS Ust S
0] M Fark (I-]) Hata p i sttir
Sosyal 19 1.81 1 ~4.61 5.00
Paylasim
Haber Film-Dizi 2.58 2.03 1 -2.81 7.98
Egitsel- -2.63 2.10 1 821 2.93
Arastirma
Haber ~19 1.81 1 5.00 461
Sosyal Film-Dizi 2.38 1.29 .39 -1.04 3.90
Payl Egitsel-
aylasim gltse -2.83 1.39 25 ~6.54 86
Arastirma
il Dind Haber 258 2.03 1 ~7.98 281
Sosyal -2.38 1.29 39 -5.82 1.04
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Paylasim
Egitsel-
stise -5.22% 1.67 01 ~9.67 ~77
Arastirma
Haber 2.63 2.10 1 -2.93 8.21
Egitsel- S 1
sitse osya 2.83 1.39 25 ~86 6.54
Arastirma Paylasim
Film-Dizi 5.22* 1.67 .01 77 9.67

Tablo 12'ye gore O6gretmen adaylarindan egitsel-arastirmaya yonelik interneti kullananlarin,
film-dizi izlemek i¢in kullananlara gore, tutum puanlarinin anlamlh seviyede yiiksek oldugu
gorilmektedir. Diger alt gruplarin tutum puanlar1 arasinda ise anlamli bir farklilasma
gorilmemistir.

4. Sonuc¢ ve Tartisma

Bu arastirmada, cinsiyet, boliim, akademik performans, haftalik internet kullanim stiresi, en cok
ziyaret edilen internet sitesi tiirliniin ve uzaktan egitimle ilgili 6n bilgiye sahip olmanin
O0gretmen adaylarinin uzaktan egitime yonelik tutumlar1 iizerindeki etkisi incelenmistir.
Arastirma sonucunda 6gretmen adaylarinin uzaktan egitime yonelik tutumlarinin genel olarak,
Olcege dair aritmetik ortalamanin tUzerinde oldugu belirlenmistir. Buna gore 6gretmen
adaylarinin uzaktan egitime yonelik olumlu tutuma sahip olduklar1 soylenebilir. Maushak ve
Ellis (2003) tarafindan yapilan ¢alismanin sonucunda uzaktan egitime yonelik tutum yiiksek
bulunurken, Ates ve Altun (2008) tarafindan yapilan ¢alismada tutumun kararsizlik seviyesinde
oldugu bildirilmektedir. Arastirmaya katilan 6gretmen adaylarinin uzaktan egitime yonelik bilgi
diizeylerinin oldukca sinirh oldugu ve daha 6nce uzaktan egitim alanlarin sayisinin olduk¢a az
oldugu goriilmektedir.

Ogretmen adaylarina gore uzaktan egitimin tercih edilmesinde en fazla etkisi olan neden mevcut
egitimin disinda kalan bireylere de egitim olanag1 saglamasi iken, en az etkisi olan neden ise
bireysel egitimi desteklemesidir. Ogretmen adaylar1 uzaktan egitimin kullanimindaki en etkin
aracin internet oldugunu ifade etmislerdir. Arastirmanin bu sonucu Alako¢ (2001) ve Horzum
(2003) tarafindan yapilan c¢alismalarla paralellik gostermektedir. Bunun yaninda en az
isaretlenen arag kablolu yayin iken en olumsuz goriis belirttikleri ara¢ posta olmustur. Bu sonug
Yenilmez ve Ersoy (2009) tarafindan yapilan ¢alismanin sonuglariyla uyusmaktadir.

Arastirmanin sonuclarina gore, cinsiyetin, erkeklerin lehine anlamli etkisinin oldugu
gozlemlenmistir. Bu sonug¢ Ates ve Altun (2008) tarafindan yapilan calismanin sonuglariyla
benzerlik gostermektedir. Akademik performans ve internet kullanim siiresi degiskenlerinin
O0gretmen adaylarinin uzaktan egitime yonelik tutumlar1 tzerinde bir etkisinin olmadig
sonucuna varilmistir. Ancak s6z konusu degiskenlere gore farkli sonuglarin elde edildigi
Yenilmez ve Ersoy (2009) gibi calismalar da bulunmaktadir. On bilgi diizeyi degiskeni acisindan
daha 6nce uzaktan egitim alanlarin 6n bilgi diizeyi az ve yeterli olanlara gore, yeterli olanlarin
ise az olanlara gore daha olumlu tutuma sahip olduklari tespit edilmistir.

Boliim degiskeni agisindan bakildiginda, Fen Bilgisi ve Sinif 6gretmenligi programlarinda okuyan
O0gretmen adaylar1 arasinda anlamli farklilik bulunmustur. Fen Bilgisi 6gretmeni adaylarinin
Sinif 6gretmeni adaylarina gore uzaktan egitime yonelik tutumlarinin daha olumlu oldugu
sonucu elde edilmistir. Arastirmanin bu sonucu Yilmaz ve Giiven (2015) tarafindan yapilan
calismanin sonucu ile paralellik gostermektedir. Kullanilan internet sitesi tiirii degiskenine gore,
uzaktan egitime yonelik tutum acisindan egitim ve arastirma sitelerini kullananlar ile film ve dizi
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sitelerini kullananlar arasinda anlaml bir farklilik ¢ikmis olup bu farklilik egitim ve arastirma
sitelerini kullananlarin daha olumlu tutuma sahip olmalarindan kaynaklanmaistir.

5. Oneriler
Arastirmadan elde edilen sonuclardan hareketle asagidaki dneriler gelistirilmistir:

e Ogretmen yetistirme programlarinda yer alan Ogretim Teknolojileri ve Materyal
Tasarimi ve Ozel Ogretim Yontemleri gibi derslerde uzaktan egitime iliskin teorik ve
uygulamali calismalara daha ¢ok yer verilebilir.

e Ogretmen adaylarinin uzaktan egitime yonelik tutumlar genel olarak olumlu olmakla
birlikte 6gretmen yetistirme programlarindaki bazi dersler uzaktan egitim yoluyla
yuritiilerek bu tutum olumlu yénde ytikseltilebilir.

e Daha genis yelpazede degisken tiirleri ile daha biiytlik gruplar tlizerinde bu degiskenlerin
tutuma etkileri arastirilabilir. Bu durum 6gretmen adaylarinin profillerini belirlemenin
yani sira daha biitiinciil bir bakis acisiyla yaklasima olanak saglayabilir.

e Nicel tiirdeki bu calisma 6gretmen adaylarn ile gerceklestirilecek goriismeler yoluyla
nitel olarak yapilabilir ve boylelikle uzaktan egitime yonelik tutumlardaki farkliliklarin
nedenleri de sorgulanabilir.
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Extended Summary
1. Introduction

Recent incredible advancements in science and technology and decreasing opportunities for
individual and active teaching-learning process have led to the emergence of the concept
“distance education”. In the related literature, “distance education” is also named as “web-based
education”, “education through the internet” and “e-learning” etc. In its broadest sense, distance
education refers to educational activities offered through a carefully designed instructional plan
in an environment where teachers and learners are in different places - although these activities
can also be offered face-to-face when necessary. According to this definition, the most important
feature of distance education is that teaching and learning processes take place in different
environments. Researchers suggest that distance education should be designed on pedagogical

and didactical theoretical grounds (Keegan, 2005; Simonson, Schlosser & Hanson, 1999).

One of the fundamental elements of distance education is its potential to reach masses, which
also brings certain advantages such as allowing independent, individual or group learnings,
creating flexible study environment, providing individuals with responsibility for their own
learning, creating opportunities for interaction, communication, learning, research and
questioning as well as taking part in discussions. On the other hand, distance education has
certain limitations such as the lack of face-to-face communication, compatibility problems for
technical hardware / software, and the problems with electricity supply or internet access.

The attitudes of learners’ towards distance education can be considered one of the factors
leading to the success of this type of education. The more positive the attitudes are, the more
suitable they are for the purposes of distance education. In its broader sense, attitude can be
defined as “the beliefs or approaches of an individual towards a phenomenon or event (Yenilmez
and Ozabaci, 2003). Therefore, the attitude of an individual develops as an active component of
his/her phenomenological experiences, or changes according to existing conditions. Such
positive attitudes and how to determine them increase the importance of the studies conducted
in this field since it is possible to take necessary precautions to eliminate if the attitudes are
found to be negative. The determination of prospective teachers’ attitudes towards distance
education and attempting to develop positive attitude are quite important for them since they
play an effective role in teaching activities and have to improve themselves to be successful
teachers in their future career.

The aim of this study is to examine the attitudes of prospective teachers towards distance
education in terms of certain variables. The study specifically examines the effects of gender,
departments attended, academic performance, weekly internet use and the type of website
allowed the highest amount of time and background information about distance education on
prospective teachers’ attitudes towards this type of education.

2. Method

The study group of this research consists of 547 prospective teachers attending the education
faculty of a state-run university (398 female and 149 male). Of these undergraduate students,
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191 attend Department of Science Teaching, 138 Primary School Mathematics Education and
218 Primary School Education. The data of the study was collected through personal
information form, and “attitudes towards distance education scale”, which was developed by
Agir, Glir and Okgu (2007) and includes a total of 21 items. Having 5-point Likert structure, the
scale has 14 positive and 7 negative items. The personal information form provides brief
information about the research and aims to obtain data from the participants about gender,
departments attended, weekly internet use, the type of the website allowed the highest amount
of time, background information about distance education, the reason for choosing distance
education and the most effective tool that can be used in distance education. The construct
validity of the scale was tested through exploratory factor analysis and it was found that the
scale has 6 factor structures and the reliability coefficient of the scale was calculated as 0.85. For
the purposes of the analyses of the data, descriptive analysis, Kolmogorov-Smirnon normal
distribution test, One-way variance analysis (ANOVA), Mann-Withney U and Kruskal Wallis tests
were used.

3. Findings, Discussion and Results

The results of the study revealed that the attitudes of prospective teachers towards distance
education is a bit higher than moderate level. Accordingly, it can be concluded that prospective
teachers have positive attitudes towards distance education. While the results of the study by
Maushak and Ellis (2003) concluded a positive attitude towards distance education, Ates and
Altun (2008) found a fluctuating attitude for the same theme. According to the results of the
study, it was found that gender has significant effect favoring males, which is consistent with the
findings of the study by Ates and Altun (2008). The prospective teachers stated that the most
effective tool used for distance education is the internet, which is also parallel with the study
conducted by Alako¢ (2001) and Horzum (2003). In addition, the least preferred tool for
distance education provision is cable TV broadcast and the most negative attitude was
mentioned as snail mail, which are consistent with the findings of the study by Yenilmez and
Ersoy (2009). Academic performance and the duration of internet use were not found to be
effective in prospective teachers’ attitude towards distance education. However, there are some
studies reaching different conclusions as well such as the study conducted by Yenilmez and
Ersoy (2009). As for the variable “the level of background information about distance
education”, it was found that those received distance education beforehand have more positive
attitude towards distance education when compared to those having little or moderate amount
of information. Similarly, those having moderate information about distance education develop
more positive attitude than those having little information. When the data is examined in terms
of the department the participants attend, the results revealed that the students of Science
Teaching, and Primary School Education Departments have more positive attitudes towards
distance education. These findings are similar to those found by Yilmaz and Giliven (2015).
Finally, as for the variable “the type of website used”, a significant difference was found between
the participants who prefer education and research websites and those preferring the websites
publishing film and TV series. Those who prefer education and research websites have more
positive attitude towards distance education. The suggestions based on the findings of this study
can be listed as follows:
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It is suggested that certain courses offered in teacher education programs such as
Instruction Technologies and Material Design and Special Education Methods might
include theoretical and practical studies related to distance education.

Even though the attitudes of prospective teachers towards distance education is
generally positive, some of the courses in teacher education programs can be offered
through distance education to make this attitude more positive.

Wider range of variables and the effects of them on large groups of participants can be
studied, which might help to determine the profiles of prospective teachers and to
develop a holistic point of view.

This quantitative study can be replicated in a qualitative way through interviews to be
conducted with prospective teachers so that the reasons for the differences regarding
their attitudes towards distance education can be questioned or examined in detail.
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1. Introduction

The demand for specialists, who can perform the projects is confirmed by inquiries of the
employers binding this type of activity with such qualities and abilities as initiative, independent
thinking, creativity and business efficiency.

The foreign researchers in the collection of the articles of the "21st Century Skills for Students
and Teachers", emphasize that the decision-making, the joint use of information, the
cooperation, the innovation and the tempo are very important characteristics for today's
enterprises. Today, the successfulness demonstrates the ability to report, divide and use
information for solving complex problems; an ability to adapt and introduce the innovations in
response to the new demands and changes of the society; an ability to command and dilate the
potential of the technologies in creation of new knowledge. That is why the following groups of
competences can be suggested: the skills of critical teaching and innovative skills (it includes
communication and cooperation, critical thinking and the problem solutions, creativity and
innovation); life and professional skills (it includes leadership and responsibility, productivity
and the system of reporting, social and cross-cultural skills) (Pacific Policy Research Center
2010).

The designers of the competence-based model of education by competence understand a certain
integrated ability to solve the specific problems arising in various spheres of the life. According
to Verbitsky (2010), the competence is the competency, which was realized in practice. The
main intension of this approach is to strengthen the practical orientation of education, to be
beyond the frames of "knowledge, skills and habits" educational space. Therefore, the projective
activity is one of the main activities of the graduates along with scientific-research and
organizational-administrative ones. The formation of the projective competence and its
subsequent social and pedagogical support during the learning process is an actual problem in
system of university education.

The concept of "the projective competence” in the context of a modern educational paradigm
represents a quite difficult phenomenon. On the one hand, it is connected with the problem of
understanding of this concept from the position of the scientific achievements, on the other
hand it is connected with the identification of the psychological conditions of the competence
development as the subjective characteristics of the person (Matyash and Volodina, 2011).
Therefore, the analysis of the content of the projective competence for its subsequent formation,
social and pedagogical support in terms of future specialists training deserve a special attention.

The analysis of the various scientific and pedagogical sources shows that the problem of the
projective competence formation in the future specialists is not developed sufficiently. The
theory and the practice of the professional training at the institutes of higher education do not
present the consistent works revealing and concretizing the essence of the projective
competence of the students; the works, which would define the content, the structure, the
pedagogical terms and technology of the projective competence formation in educational
process.

From our point of view, the projective competence has to be defined by the readiness of the
students for the projective activity, by their individual abilities and motivated intention to learn
independently, to develop the culture of thinking and professional activity. The experience of the
projective activity can be acquired in the process of the project fulfillment. The solution of the
educational and cognitive tasks or situations, the development of the projective way of thinking,
the analysis of the own projects and the participation in exhibitions, competitions contribute a
lot to the acquisition of appropriate skills and habits.

The projective activity develops the research skills (the ability to analyze the problematic
situation, to reveal the problems, to select necessary information, to observe the situation, to fix
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and interpret the results, to build the hypotheses, to generalize and make the conclusions). It
teaches how to work in a team (the students understand the importance of the teamwork for
getting an effective results, the role of the cooperation and joint activity), how to communicate
(Kormakova, 2011).

In order to formulate the definition of the projective competence, we will present the typology of
the projects (Polat et al.,, 2009) and specify the nomenclature of the skills necessary for the
formation of the above mentioned competence:

1. The dominating activities in the process of project fulfillment are research, creative, role,
applied (practically focused) and introductory-oriented ones.

2. The subject —-content area includes the mono project (within a specific area of knowledge) and
interdisciplinary project.

3. The nature of the coordination of the project is immediate (rigid, flexible), hidden (implicit,
imitating the participant of the project).

4. The nature of the contacts (among the participants of the specific institution, city, region,
country or different countries of the world).

5. The number of the participants of the project.

6. The duration of the project fulfillment.

According to this typology, we also allocated those types of projects, which are feasible in
educational process within the frame of the dominating activity.

2. Method

The research projects are the projects demanding the reasonable structure, the designated aims
and the relevance of the object of the research for all participants, the social importance, the
appropriate methods, including experimental works and the methods of the result processing.
They are completely subordinated to the logic of the research having approximate or completely
coinciding with the authentic scientific research structure. This type of projects assumes the
argumentation of relevance of the research theme, the formulation of the research problem, the
subject and object, the tasks in a sequence of the accepted logic, the identification of the research
methods, the information sources, and the choice of the research methodology. It assumes the
formulation of the hypotheses of the solution of the designated problem, the development of the
ways of the problem solving, including experimental ones, the discussion of the results,
conclusions, the designing of the research results and the indication of further development of
the research.

The creative projects assume the appropriate designing of the results; such projects, as a rule, do
not have the detailed structure of the joint activity of the participants. They are planned and
developed on the basement of the genre of the result, the logic of joint activity accepted by group
and the interests of the project participants. The participants of the project, as a rule, discuss the
planning results and the form of the project representation (the joint newspaper, the
composition, the video movie, dramatization, sport game, a holiday and expedition). However,
the designing of the project demands the reasonable structure in the form of the script of the
video movie, dramatization and the program of a holiday, the plan of the composition, article, the
reporting and the layout of the headings of the newspaper, almanac and album.
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3.Findings and Interpretions

Role or game projects such projects outline the structure, which can be modified during the
process. The participants assume the certain roles of the character or the content of the project.
[t can be the literary characters or the invented heroes imitating the social or business relations
stipulated by the situations, which have been invented by the participants. The results of such
projects are discussed at the beginning of the project fulfillment or appear only at the end. The
degree of the creativity is very high, but the dominating type of activity is a role-game after all.

The introductory-orienting (informational) projects the projects, which are aimed at the
collection of information about some object and phenomenon. The participants of the project
should become familiar with collected information, its analysis and the generalization of the
facts intended for the wide audience. Such projects, as well as research ones, demand a
reasonable structure, a possibility of a systematic correction during the work.

Practically focused (applied) projects deal with the social interest of the participants (the
document made on the basis of the research results of the acquired disciplines, for example, the
program of actions, the recommendations to avoid the disharmonies in a society, the draft law,
the reference material and the dictionary). Such project demands the careful structure, even the
scenario of all activities of the participants with the definition of their functions, clear
conclusions, the designing of the project activity and the participation of everyone in designing
of the final product. Here the organization of the coordinated work of the stage-by-stage
discussions, the correction of the joint and individual efforts during the presentation of the
results, possible ways of their introduction into the practice and the systematic external
assessment of the project are very important.

There are other types of the projects in educational university process with different subject-
content sphere including mono projects (within the frame of one discipline), interdisciplinary,
literary and creative, natural scientific, ecological and linguistic and the culturological ones. It
would be interesting and convenient to use personally oriented projects in educational process
(between two partners, who are in different schools, regions and countries); dual (between pairs
of the participants); group (between groups of the participants) projects. Indicating the
temporary prospects of the projective activity, we recommend the short-term and the medium-
term projects in the process of education.

The analysis of the research in the field of the systemically-activated, personally-focused and
competence-based approaches in education and the typology of the educational projects allowed
us to conclude that the projective competence of the student has to integrate the administrative
(Heldman, 2007), emotionally personal and creative-intellectual components, which would
reflect its essence as the professionally-significant, integrative quality of the person. This person
would be characterized by the assimilation of the set competences connected with the
development of the project, the assessment of the educational and cognitive tasks during the
fulfilment of the project, with the selection of the means, methods and forms of the projective
activity organization according to specific features and a trajectory of training.

The features of the projective method characterize the projective competence as well. Therefore,
the projective activity can be considered as the reaction of the students to the real world
problems from the position of the long-term perspective; as the complex activity, which can be
individual or group demanding the final practical result (Cook and Weaving, 2013). There is
another definition of the projective teaching - it is a method of teaching by means of which the
students obtain knowledge and skills, working for a long period of time to investigate the
complicated issues. At the same time the following features of the projective teaching are
distinguished:
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e The significant content - the project is focused on assimilation of knowledge and skills,
which are the standard and key notions of the academic disciplines

e The competences of the 21st century - the students acquire the competences valuable for
the modern world, such as the solution of problems, the critical thinking, the collaboration, the
communication, and the creativity/innovations.

e The profound inquiry - the students are engaged in expanded and strictly controlled
process, with clear tasks, using resources and the development of the answers.

e The open question - the project work is focused on the open question, which is
understandable and intriguing for students.

e [t is necessary to know - the students feel the necessity to obtain knowledge, they
understand the concepts and apply their skills to solve the problem and create the product of the
project, starting with “input event”, which generates the interest and curiosity.

» The voices and the choices - the students have a chance to make a choice of the products,
the mode of their work, the amount of the time and the teacher’s guidance depending on their
age and experience.

 The critical analysis and revision - the project includes the information about reactions to
the quality of their work and necessary modifications of the project process.

¢ The public audience - the students present their works to other people, out of the
auditorium and group.

The results of the questioning on identification of the components necessary for the
formation of the students’ projective competence

In order to identify the necessary skills and abilities of four components we questioned the
graduates (second-year, third-year and fourth-year students) - 33 people and undergraduates

(first-year and second-year students) of the "Pedagogics and Psychology", "Social Pedagogics
and Self- cognition specialties. The total number was 52 persons.

The questionnaire had 12 questions, which required marking out the qualities and the skills
necessary for the development of the different projects and the abilities necessary for the
formation of the projective competence. The questionnaire required to define the main qualities
of the person for successful development and implementation of the project. The questionnaire
contained a peculiar scale of the lie - the counterfactual questions (the 9th and 11th questions)
for the reverification of the answers to other questions. Based on substantial processing of the
questionnaires, we grouped the complexes of the marked-out skills and correlated them with
four above-mentioned components: administrative, emotionally personal, creative and
intellectual (Figure 1). The preliminary results are the following: the biggest part of the initial
courses respondents (second-year students particularly) note the importance of the qualities of
mental activity (the intellectual component) and the creative abilities (the creative component).
The third-year, the fourth-year students and undergraduates in most of the cases note the
importance to delegate the responsibilities, to cooperate and distribute the academic and
cognitive activity, to correct the undesirable results of the project (the administrative
component).
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Figure 1 - The results of the correlation of the allocated complexes of skills and abilities with
components of the projective competence, received on the basement of the questioning of the
graduates and undergraduates of the "Pedagogics and Psychology" and "Social Pedagogics and

Self- cognition" specialty
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Table 1 - The strong and weak points in the formation of the projective competence of the
respondents

The strong points in the The portion of the The weak points in the formation of The portion of the

formation of the projective respondents, who the projective competence respondents, who
competence have chosen the given have chosen the
variant (%) given variant (%)
1 2 3 4
The interest in positive results of 30,8% The skill to identify the aims of the 67,3%
the projective activity project and the ways of their
achievements
The creativity, the feeling of the 28,8% The skill to organize the micro-groups 40,4%
novelty, the sensitiveness to in the process of the projective activity
contradictions
The intuition 21,2% The skill to provide the current 36,5%
regulation of the projective activity
The criticism, originality the 26,9% The skill to correct the undesirable 23,1%
independence of thinking results of the project
1 2 3 4
The competence of the self- 17,3% The ability to convert the educational- 69,2%%
assessment and mutual cognitive task into personal one.

assessment of the intermediate
results of the projects

The skill to use the intellectual 21,2%% Emotional stability during the whole 65,4%
resources and abilities period of the project development

The literacy, the oratorical skill 25% The skills of the public presentation of 26,9%
during the presentation of the the results of the project

project results

Reflexive skills 21,2% The ability to identify the new 40,4%
approaches of non-standard decisions

The ability to organize the active 9,6% The inventiveness, the flexibility, the 34,6%

mutual activity criticism, the divergent aspect, the
originality, the independence of
thinking

- - The skill to correlate the portions of the  36,5%
new and well-known aspects of the
projects

- - The skill of the maximum use of the 44,2%
intellectual resources and abilities

One of the questions required the selection of the strong and weak points in the formation of the
projective competence on the basement of self-assessment. (Table 1). At the same time, any of
the "strong" points did not collect even a third of the respondentst, which testified the necessity
of the formation of the projective competence, since it would not be developed spontaneously on
the basis of the increasing of the quantitative or age characteristics of the students.

The tables show that the weak links in the components of the projective competence are more
evident than strong ones. There are skills and abilities identified by respondents as the strong
and as the weak ones. So, the abilities of the maximum use of the intellectual resources as the
strong points were selected by 21, 2% of the respondents whereas the inability to use these
resources was marked out by 44, 2% of the respondents (twice as much). These results convince
us to interfere into the process of the formation of the projective competence within the frame of
the support or the management of the required process. We assume that the social and
pedagogical support would be the optimal process of the interference into the process of the
projective competence formation. We decided to include the questions for the determination of
the skills and abilities demanding the support and which of them should be improved (i. e. what
must be supported and what should be done?)

In order to identify the foreground support of the projective competence in terms of educational
process of the university (i.e. the identification of the necessity to develop these or those skills or
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abilities) the questions 10, 12 contained the demand to select or to formulate independently
those skills and abilities, which are not developed or developed poorly and required the
correction from the part of the teachers. In addition, it was necessary to select the educational
and extracurricular forms of activity of the development of these qualities and skills.

Some answers of the graduates confirmed the necessity to obtain skills how to convert the
educational-cognitive problem into personal one because the project, fulfilled by them in the
process of academic disciplines acquisition, is not an end in itself (answers: "we do not know
why we should make a project”, "it is not clear why the mini-project was done"). In addition,
there were answers, which identified the inability of the students to show the empathy, the
democratic character and tactfulness in communication if "incompatible" students work with
each other (answers: "it is bad when teachers do not take into account the personal
characteristics of the students during the fulfillment of the projects". "There would be less
problems with project fulfilment if we had a chance to work with those who want and can work

with me").

The results of the questioning showed a peculiar awareness of the graduates and
undergraduates in the field of comprehension of the content of the projective competence and
its importance for their future professional activity. At the same time, we revealed the extreme
necessity of social and pedagogical support of the formation of the main components of the
projective competence in terms of university education and the forms of the support must be
harmoniously included into the educational and extracurricular activities of the students.

The content of the components of the projective competence allocated during the
questioning

The substantial analysis of the questionnaires allowed to group each component of the
projective competence by means of selected skills and abilities.

So, the administrative component (Heldman, 2007) is characterized by:

— the ability of the student to define the real aims of the project, to choose the ways of
achieving them with coordination of the planning and forecasting procedures;

— the ability to organize the micro groups during the projective activity;

— the ability to distribute and cooperate educational and cognitive work, to delegate the
responsibilities and functions during the projective activity;

— the ability to regulate the projective activity;

— the ability to correct the undesirable results of the project, to analyze and use the
didactic materials in the context of the projective activity.

From our point of view the emotionally personal component has to include the following
characteristics of the students:

— the desire to work in micro groups (during the fulfilment of the project) and show
interest in a positive results of the projective activity;

— the ability to convert the educational and cognitive task into personal one, the
competence to establish the subject - subject relations, the ability of the personally-oriented
interaction during the projective activity;

— the emotional stability during the whole process of the projective activity;

— the ability to organize the joint activity, to assess the situation of the participants’
interaction during the project fulfillment, to provide the success during the work;

— the competence of self-assessment and mutual assessment of the intermediate results of
the project;
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— the ability to show empathy, democratic character, tactfulness in the process of
communication and the reflexive abilities;

— the literacy, oratorical skill, the skills of public presentation of the results of the project.
The creative component of the projective competence has to include:

— the ability to solve the problems creatively in the process of the project fulfillment;

— the creativity, the feeling of novelty, the sensitiveness to contradictions, the predilection
for risk and the originality;

— the intuition - it is a possibility of the intuitive decision in ordinary situation, arising in
consciousness in the form of a key of the decision (Frolov, 2015);

— the ability to solve the problem independently and efficiently on the basement of
innovative technologies (Pintosevich, 2014);

— the ability of the identification of new approaches for non-standard decisions
(Kolomiyets, 2010).

The intellectual component has to include:

— the abilities to develop and realize the projects;

— the qualities of the mental activity: inventiveness, flexibility, criticism, originality,
independence of thinking;

— the abilities of integration and planning of the project;

— the abilities of correlation of new information with well-known aspects in the project,
the ability to predict the expected results of all participants of the project; the abilities of the
maximum use of the intellectual resources.

Nowadays we have good tools for the assessment of the students’ projective competence. There
is a method of the assessment of the students’ projective competence by Matyash and Volodina
2011. The method of the assessment of human resources, including projective and creative ones
by Bastian 1993, Deist 2005, Bohm 1995. The methods of the assessment of the development
and formation of the projective competence in different spheres of future professional activity
by Derevitskaya 2011, Medvedev 2011, Parfyonova 2015, Mukhatayeva and other 2016.

In spite of a wide range of investigations and practical manuals in this field, the structural
components of the projective activity, which are the substantial basis in educational process of
the university representing the multisectoral educational institution, are not presented
sufficiently.

Relying on the experience of the above-named scientists, we will develop the content and the

model of the social and pedagogical support of the process of the formation of the projective
competence in the system of university education.
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4. Discussion and Conclusion

This mini-research is dedicated to solve the whole complex of the problems connected with the
analysis of the content of the projective competence. In our subsequent work, we will analyze
the continuity of the professional training of the college and university students, the professional
training of future specialists in the sphere of education on the basement of project technology.
There are topical issues of the projecting and the development of new mechanisms of
educational institutions’ interaction with the social partners in terms of social and pedagogical
support of the projective competence formation.

The graduates of the university have to possess the qualities of the personality, who is thinking
creatively, assimilating knowledge continuously and developing their successfulness in life.
These qualities and abilities are substantially inserted into the main components of the
projective competence. We prove it by means of the results of questioning, carried out by us
among graduates and undergraduates of two pedagogical university specialties. In spite of a
small number of the respondents, the processing of the received answers testifies the
importance of four components of the projective competence (administrative, emotionally
personal, creative and intellectual) for future specialists. The substantial analysis of
questionnaires allowed to group each component of the projective competence by means of the
selected skills and abilities.

The article is compiled on the basement of the project initiated by the Ministry of Education and
Science of the Republic of Kazakhstan. The title of the project is "The psychological and
pedagogical bases of the competence formation in young people according to professional self-
determination in terms of globalization".
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In this study, the effect of using multimedia learning environments design prepared according to
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this purpose, the results were strengthened via using eye tracking data. The study group
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Oz

Bu calismada, d8rencilerin farkl dikkat tiiriine (odaklanmis - boliinmiis) goére hazirlanmis ¢oklu
ortam Ogretim tasarimlarini kullanmalarinin geri getirme performanslarina etkisi incelenmistir.
Bu amacgla goz izleme (eye tracking) verilerinden faydalanilarak sonuclar giiclendirilmistir.
Calisma grubu, 99 iiniversite 6grencisinden olusmaktadir. Ogretimsel ¢oklu ortamlar olarak
bolinmis ve odaklanmis dikkat tiirline gore tasarlanmis iki ortam arastirmaci tarafindan
gelistirilmistir. Geri getirme performansi ve goz izleme cihazindan elde edilen veriler analiz
edilmistir.

Ogrenenler, odaklanmis dikkat tiiriinde hazirlanan ¢oklu ortam 6gretim tasarimlarinda daha
yliksek geri getirme performansi gostermislerdir. Sonuglara gore; boliinmiis ve odaklanmis
dikkat tiiriindeki ortamlardaki odaklanma sayilar1 arasinda anlamh fark olmadigl ortaya
cikmistir. Ogrenenlerin gorsellere, metinlerden daha ¢ok odaklandigi gériilmistiir.

Anahtar Kkelimeler: Coklu ortam 6grenme cevreleri, odaklanmis dikkat, boliinmiis dikkat, geri
getirme, goz izleme.
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1. Introduction

Learners face with many stimuli in multimedia, and limited number of prominent information
among these stimuli is transferred to memory whereas the remaining disappears (Baddeley,
Eysenck and Anderson, 2009; Weinstein, Goetz and Alexander, 1988). In multimedia learning
environments, a large number of studies specify the principals and their impacts required to
draw attention and transfer information to memory (Florax and Ploetzner, 2009; Mayer, 2009;
Schiiler, Scheiter and Gerjets, 2013). These principals emphasize important situations such as
the use of multi-sources, simultaneous use of sources and integration with each other (Moreno
and Park, 2010; Plass, Moreno and Briinken, 2010; Plass, Heidig, Hayward, Homer and Um,
2013).

While learners are obtaining information from multi-source presentations, giving information as
integrated provides learners with a better understanding. The information which is not
presented in accordance with this principle causes split in learner's attention for two different
tasks. For instance, it is thought that trying to read text ends up with split of attention into two
different tasks during animation (Sorden, 2005). In addition, learners watching visual contents
have to simultaneously combine the number of features such as perception-oriented style, form
or direction with movement of objects going from one place to another on screen. It is stated
that movements and changes in objects draw attention and prevent focusing on actual content
(Hillstrom and Chai, 2006). Besides these, it is emphasized that preparation of effective
presentations in multimedia positively affects learners' emotional and perceptional progresses
such as motivation with prevention of cognitive load and accurate focusing and it is reflected on
cognition and transfer performances with this effect (Agostinho, Tindall-Ford and Roodenrys,
2013; Moreno and Briinken, 2010; Moreno and Park, 2010; Plass, Heidig, Hayward, Homer and
Um, 2013).

Eye tracking method is one of the innovations used to display the principles considered for the
prevention of split attention effect in multimedia learning designs which have text and picture
combination. Eye tracking method enables us to obtain more precise results from studies. In
recent studies, it is emphasized that this method should be used to obtain findings based on
more precise evidence (Liu, Lai and Chuang, 2011). It appears that the method is quite effective
especially in multimedia learning environments where visual and verbal information is provided
concurrently (Alkan, 2013; Molina, Redondo, Lacave, and Ortega, 2013; Yang, Chang, Chien,
Chien, and Tseng, 2013). In many of the studies based on multimedia learning environment
theory, data are predicated on only test results, and comments remain missing in terms of
cognitive processes. Especially in the studies carried out about attention, lack of eye tracking
data causes to get unclear results. The comments about design according to solely individual
expression or test results are not enough to explain cognitive processes. Therefore, eye-tracking
method is used in the studies aiming at examining multimedia learning environments (Bayram
and Mutlu-Bayraktar, 2012; Liu, Lai and Chuang, 2011; Mason, Tornatora and Pluchino, 2013).
For this purpose, results have been strengthened via this method within the scope of the study.

Individual differences have importance as an item that is emphasized at every stage of
educational process. Individualized learning environments can be developed via analyzing
learner's characteristics (Mason, Tornatora and Pluchino, 2013). In the development of effective
multimedia learning environments considering design principles and learner’s characteristics,
more distinct findings are obtained through eye tracking methods. This method presenting
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important findings for analysis of cognitive processes such as attention, focusing and perception
has importance in terms of proper application of design principals in learning environments.
Comments regarding the designs performed according to only individual expression or test
results are not sufficient in terms of expressing cognitive processes. For this reason, eye tracking
method is utilized in many studies aiming at the evaluation of multimedia learning
environments (Bayram and Mutlu-Bayraktar, 2012; Liu, Lai and Chuang, 2011).

In a wide range of studies, it was revealed that the presentation containing couple information
type was more effective in learning environments than the presentations introducing
information types (visual-audio) separately (Florax and Ploetzner, 2009; Mayer and Moreno,
2002; Van Genuchten, Scheiter and Schiiler, 2012). In addition, giving this information near to
each other without separation prevents split of attention (Crooks et al., 2012; Schmidt-Weigand
and Scheiter, 2011; Sweller, 2004). Unlike previous studies, this study intends to reveal whether
the effects of multimedia in question show any differences for the learners who are different
with regards to attention and memory capacity with the support of eye tracking data. The
outcome of the study will present important findings for the development of multimedia
learning environments which reduces attention split effect, prevents extremeness and enables
learners to differ in cognitive abilities to use attention and memories effectively. Within the
scope of the study, following hypothesis were investigated with heat map and area of interest
data.

1. Multimedia prepared according to split or focused attention has effect on recall
performances.

2. Fixation numbers of learners shows significant difference according to use of multimedia
in split or focused attention type

3. Fixation numbers of learners to pictures or texts shows significant difference.

Literature Review

While learners follow information from multiple sources, integrated presentation of the
information allows learners to understand better. The information not presented in accordance
with this principle may split learner’s attention between two different tasks. For example, it is
thought that reading a text during the presentation of animation will result in the split of
attention into two different tasks (Sorden, 2005). Moreover, learners watching visual contents
are forced to simultaneously combine plenty of features such as perception-oriented shape, form
and direction in addition to motion of objects moving from one place to another in the screen. It
is stated that movements and changes in objects attract attention and prevent focusing on main
content (Hillstrom and Chai, 2006). In addition to these, it is emphasized that preparing effective
presentations in multimedia positively affects prevention of cognitive load, proper
concentration and emotional and perceptual processes of learners like motivation, and this
effect is reflected on comprehension and transfer performances (Moreno and Park, 2010; Plass,
Moreno and Briinken, 2010; Plass, Heidig, Hayward, Homer and Um, 2013).

In the presentations where text and images are used together, it seems that giving text as an
explanation at the bottom of image is sufficient, but it is thought that when text is integrated to
image, more effective results will ensue. In this situation, text and image are simultaneously
taken up into information processing period. In the presentations where animation and
expression are used together, simultaneous presentation and semantic cohesion between them
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should be considered (Mayer, 2009; Siranovi¢, 2007). The first study about split attention was
carried out by Tarmizi and Sweller (1988) for geometry education. In the study, the samples
were explained over two geometrical figures. Problem-solving strategy performances were
compared with the samples where information about geometrical figures were directly
presented via integration on figures and the samples where information was incrementally
given under geometrical figure. In the second environment where image and texts were
presented separately, it was revealed that attention of learners was split between image and
text, and they needed to put more effort in situations due to cognitive load when compared with
the other environment. On the basis of the cognitive load theory, text should be physically placed
close to image during the presentation of a diagram with a text to prevent split of learner’s
attention on image and text and provide effective learning. When a diagram and explanatory
texts are presented, the effects on learning during managing split attention are not known. This
study aims to explain how learners can manage their cognitive loads via physical manipulation
of materials. Physical manipulation means to manipulate diagram and related text to link them
in digital materials in order to reduce split attention effect. Two experiments were carried out
with the participation of fifty two university students. In Experiment 1 including 34 students, it
was investigated whether they would show better performance via reducing split attention
effect achieved through moving text objects on the screen and managing their own cognitive
loads when compared to with other environments that included separated objects. In
Experiment 2 including 18 students, verbal protocols of thinking aloud were obtained to reveal
the learning processes of the students. The results supported split attention effect in digital
environment. Moreover, the situations where students were self-directed did not give better
performance than split attention situations. Transporting text boxes to the related diagrams is
an extra task for the students and thus learning status is nearly the same with the situations
where split attention occurs. In thinking aloud analyses, it is emphasized that students need
more explanatory education and guidance to manage split attention situations better
(Agostinho, Tindall-Ford and Roodenrys, 2013).

In the study where the effects of split attention and extremism were investigated in the
multimedia used in the scope of mobile learning, leaf morphology of a plant was presented with
different combinations of media functions. Three different combinations including mobile
devices, those texts embedded in images, mobile devices with texts and real objects without
mobile device were randomly applied to 81 fifth grade students. Comprehension ability and
learning capability were assessed for all situations. When the results are evaluated, it becomes
clear that there is no significant difference between the performances of students in terms of
comprehension and learning capability in the environments where images are integrated to
texts and which involve only texts, but it has been found out that the performances of the
students in these two environments are higher in terms of comprehension and learning
capability than the students studying with real objects without mobile device (Liu, Lin, Tsai, and
Paas, 2012).

Second language acquisition was considered by the researchers to explain the performance
differences of the students in respect of learning tasks with different cognitive load hypothesis.
In this study, where cognitive load was considered during the second language learning, the
effects of split attention environment and integrated learning environment on cognitive loads,
reading and learning words during second language learning process were investigated. 20
students with medium level of knowledge of foreign languages were randomly assigned to the
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four different environments used in the study. The environments were as follows: split attention
without the use of dictionary, split attention with the use of dictionary, integrated format
without dictionary and integrated format with dictionary. In split attention environments,
reading text was assigned as reading comprehension task and test questions were given below.
In integrated format, comprehension questions were given in reading text physically. According
to the results, integrated format enhanced reading comprehension of the students when
compared to split attention environment. The students included in the environments with the
access of online dictionary showed better performance in word test, but they spent more time in
reading test than the students included in the environments without dictionary access.
Moreover, the students in split attention environment looked for more words in dictionary than
the students in integrated format (Al-Shehri and Gitsaki, 2010).

According to multimedia presentation type effect, an illustrated text should be presented
auditory instead of visually to prevent split of attention. In two empirical studies (34 and 78
participants, respectively), memory strategy skills, working memory capacity effect and possible
compensatory effects were tested on multimedia learning. The effects of skill-development on
comprehension (Study 1) and transfer (Study 2) were revealed. Presentation type effect was
verified for less qualified students, not for very talented ones in terms of memory strategy usage.
Memory strategy skills and working memory capacity differently affected multimedia learning
depending on task features and requests. This special case is composed of a set including six
articles presenting eye tracking usage to analyze multimedia learning processes in detail. Most
of the articles focused on the effects such as verbal/written text, different types of tips, different
presentation rates, different design features and visual attention in animations. In these results,
the effects on visual attentions during learning through video and complex graphs are
mentioned. In addition, eye tracking is used not only as a process measure in itself in some
articles but also used as input for verbal reports (e.g. retroactive improvement reports). In both
cases, contributions were discussed by major researchers in this field in terms of multimedia
learning perspective and eye tracking. They all together give a general perspective to eye
tracking in a variety of possibilities opened for multimedia learning and teaching researches in
the topic (Seufert, Schutze and Brunken, 2009).

A study about memory aims to investigate the effects of consecutive and simultaneous
information presentation methods on visual search skill and working memory loads of students.
As information processing in the brain is connected to visual short-term memory capacity,
limited information processing capacities of the students can affect different working memory
loads for consecutive and simultaneous presentations with visual search skill. Within the scope
of the study, change detection test was performed to analyze the visual search skill and working
memory load. According to the results, the presentation types with high knowledge density level
showed significant differences between the visual search skills and the working memory loads
for both types. There was a significant difference among the presentations with different
knowledge density in terms of visual search skill due to limited visual short-term memory
capacity. Attention performances of the students with high visual search skill and low working
memory load is higher than that those with low visual search skill and high working memory
load (Chang, Kinshuk, Chen and Yu, 2012).
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2. Method

In the method of the research, quasi-experimental model and survey model was used as
mixed model. Quasi-experimental designs are the models that do not include random
assignment and groups are tried to be matched on certain variables in matched design
(Buytikozturk et al., 2011). Survey models are the researches that aim to describe past
or present situation as it exists and are performed with larger samples according to
other researches (Karasar, 2007; Biiyukoztirk et al, 2011). In the survey model],
descriptive data were collected via eye tracking measurements during the experiment.

2.1. Study Group

Overall, 47 girls and 52 boys, total 99 students from Marmara University voluntarily
participated in the study. All of the participants were undergraduate students who
participated in the project management course in Computer Education and Instructional
Technology Department. Students did not participate in earlier experiments in the
Human Computer Interaction Laboratory. Their mean age is 20.8. They voluntarily
participated the experiment for extra 5 points to their exam.

2.2. Multimedia Instructional Materials

The multimedia used in this study was developed by the researchers. Three subject
experts and the two instructional technologists examined the multimedia. The topic of
motor was chosen as the content in multimedia. In this learning environment where the
parts of a motor were explained with the support of images and videos, different designs
were made in terms of attention status focusing on image and text. In both
environments, attention status of learners was investigated during the presentation of
same content with different designs including audio and images.

2.2.1. Focused Attention Multimedia Learning Environment

In this medium, the “motor” lesson contents were prepared as per the Multimedia
Instructional Design Principles of Mayer (2009) with the aim of eliminating the presence
of split attention causes. This instructional media has been designed as visual and audio
kinds with the goal of focused attention, in order to enable the realization of recall. The
presentation types have been diversified by supplementing visually presented
information with audio explanations. With the aim of focusing attention, images were
presented as separate from the video during the scenes of the video explanations. The
information presented in images was thus presented with the objective of offering the
explanation in audio and enabling focusing on the image and the explanation. The
information presented in the images was supplemented with audio and presented in
progression. The texts relevant to the images were presented in an integrated manner to
the explained images. The material was designed to allow the self-pacing of the student.
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The students were presented with operation instructions for perusing the material (See
Figure 1).

Figure 1. Screenshot of a presentation from focused attention multimedia
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2.2.2. Split Attention Multimedia Learning Environment

In this medium, the “motor” lesson contents were prepared in audio presentation
according to the possibility of the occurrence of split attention effect. Images and texts
were added into the scenes containing information presented in the videos. The audio
information was prepared to present different sections than those presented as texts.
The text descriptions of the images were presented spatially distanced from the images
themselves. The application’s preparation allowed the student’s self-pacing. The
students were presented with operation instructions for perusing the material (See
Figure 2).
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Figure 2. Screenshot of a presentation from split attention multimedia.

2.3. Data collection materials
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2.3.1. Eye Tracking Measures

Eye tracking data can provide valuable information about the attention processes of the
learners. The participants studied these materials and they were tested individually at
the Marmara University Human Computer Interaction Laboratory.

In this study, SMI Experiment and Begaze 2.4 programs were used for measuring eye-
movement data. After calibration, the participants were presented with multimedia
learning environments.

The fixation numbers and heat map data were analyzed for the findings. Fixation: Fixing
eye, looking at object or areas generally with 2-degree distribution threshold and
minimum 100-200 ms duration. Heat map: The screens are rated with colors on heat
maps according to gaze duration and number (Jacob and Karn, 2003).

2.3.2. Pre-Test

Before the experiment, the students were applied pre-test to determine their level of
knowledge. This test consisted of open-ended questions about the parts of the motor.
The students were tested before the experiment to understand whether their
preliminary information about motor is similar to each other.

2.3.3. Recall Performance Test

After the developed multimedia applications were performed, the recall test was applied
to all the students in order to determine the effects of materials on learners’ recall
performances. The recall test consisted of 5 open ended questions about the parts of the
motor. The questions included the tasks on bringing the concepts back. Meanwhile, they
were expected to remember the names of the motor parts on the image presented
visually. Every concept of the answers was 20 point. The recall test was administered to
measure to what extent the learners recalled factual information that was explicitly
stated or could be implicitly drawn from the materials. The test results were evaluated
by two researchers.

2.3.4. Experiment Process

During experiment, 99 students in the study were taken into application individually.
Learners were grouped according to the applied multimedia applications type they were
taken into experiment process in HCI laboratory in the Department of Computer
Education and Instructional Technology of Marmara University. Students were tested
with open ended questions before the experiment to understand whether their
preliminary information about motor are similar to each other. 6 students showing
differences in terms of preliminary information were excluded. The average score of the
students before the experiment was 12.03. This score shows that prior knowledge of all
the student groups is low.

The experiment was previously recorded as screen recording with ‘SMI Experiment’
program in test computer mounted with eye tracking device. This process was
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performed only once during the research and each participant was studied via this
experiment. The experiment was started after calibration of eye. Then, the eye
movements of the students studying focused and split multimedia environments were
recorded with the eye tracking devices found in HCI laboratory.

Students to be taken into the experiment were taken to the laboratory individually.
Randomly 48 students studied in focused attention multimedia environments according
to their groups in HCI laboratory and then answered the performance test about the
issue. 51 students studied in split attention multimedia environment according to their
groups in HCI laboratory and then answered the performance test having recall tasks
about the issue.

2.4. Data Analysis

In the study, while the recall scores and the fixation numbers were defined as dependent
variables, the multimedia environment types were defined as independent variables. 47
people who were chosen randomly were able to analyze the data and the results were
used. In the program, some data were excluded from the analysis without any bias due
to the periodic record error occurring beyond the control of the researchers.

In the light of the research questions, some statistical tests were applied via SPSS 21.0
program (IBM Corp., Armonk, NY). Independent Sample t-Test was used to investigate
whether there is difference between the average of the two different groups, One Sample
t-Test is used to investigate whether there is difference between two averages of the one
group, Mann-Whitney U Test is used to investigate whether the difference between the
two groups’ averages show normal distribution and 2x3 Factorial Variance analysis is
used to investigate whether there is difference between the average of more than two
(Buyukozturk, 2006). The records which were recorded via Experiment 2.4 program
and showed eye and mouse movements were analyzed via Be Gaze 2.4 program.
Fixation, duration and heat map values were examined in the analyses.

3. Findings

One of the research questions in the study investigates whether recall performances of
learners showed significant difference according to use of split or focused attention type
multimedia environment. The results of Independent Samples t-Test about this
question were presented in Table 1.

Table 1. The Results of Independent Sample t-Test about The Recall Performance Scores Of
Learners
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Multimedia N M sd t df p
Focused Attention 48 74.60 18.013
. ) -8.894 97 0.000
Split Attention 51 41.63 18.879

When test results were examined, it was observed that recall performance of learners
using split or focused attention type multimedia environments showed significant
difference (p<0.05, t(97)=-8.894, Table 1). It is seen that recall performances of the
group which was applied by focused attention type multimedia learning designs, one of
the multimedia environments designed according to attention types are higher
(M=74.60) than of the group which was applied by split attention type multimedia
learning designs (M=41.63, See Table 1).

It was investigated whether fixation number of learners showed significant difference
according to use of split or focused attention type multimedia environment. The
analyses were performed on total 47 students whose fixation numbers were kept in eye
tracking records from study group.

Shapiro-Wilk test was applied to understand whether data was normally distributed and
it was seen that data about fixation numbers of learners using split or focused attention
type multimedia environments did not have normal distribution (p<0.05). In accordance
with this result, non-parametric Mann-Whitney test was used to compare average of
learners. When test results were examined, it was observed that fixation numbers of
learners using split or focused attention type multimedia environments did not show
significant difference (p>0.05, z=-1.766, Table 2).

Table 2. Mann-Whitney U Test results about fixation numbers of learners using Focused or Split
multimedia environments

Multimedia N M z p
Focused Attention 23 7637.017
-1.766 0.077
Split Attention 24 7343.562

It is aimed to investigate difference between the numbers of fixation on texts or pictures
in environments. For this purpose, One Sample t-Test was applied and the results were
presented in Table 3.

Table 3. One Sample t-Test results about picture or text fixation numbers of learners in
environments One Sample t-Test results about picture or text fixation numbers of learners in
environments

Multimedia Sources N M sd t df p
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Picture 44 2962.066 2591.570 7 667

Text 44 2443.771 1296.369 12.646 44 0.000

When One Sample t-Test results about picture or text fixation numbers of learners are
examined, significant difference is observed in support of picture between number of
fixation on pictures or texts (p<0.05). It is seen that learners focus on pictures
(M=2962.066) more than texts (M=1296.369) regardless of the use of split or focused
attention type environments (See Table 3).

Eye tracking data was analyzed to determine the areas on which learners focused more
in multimedia designed according to focused attention. On the screen which names of
motor parts were presented as integrated into picture and video, it was aimed that
students focused on both of them without any split of attention between text and
picture. When eye tracking data was evaluated, it was seen that students mainly focused
on pictures, then on texts and menu buttons (See Figure 3).

Figure 3. Fixation numbers belonging to the screen which texts were integrated to
pictures in focused attention multimedia

On another focused multimedia screen that audio expression and video were used, it
was aimed to make fixation on actually described part in the video via images. So that it
was aimed to prevent split of focuses of learners on other objects in the video. When eye
tracking data of this screen is evaluated, it is found that learners focus more on the
object described in the video. Then, they focus on name of the object and menu buttons
(See Figure 4).
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focused attention multimedia

Eye tracking data was analyzed to determine the areas that learners focused more in
multimedia designed according to split attention. When eye tracking data obtained for
the screen used for video, text and audio expression is evaluated in multimedia learning
environments which emergence of split attention effect is possible and motor and its
parts are described, it is seen that learners focus more on texts and fixation numbers are
more in texts than in picture or video. It is seen that learners' attentions are split
between picture and video and use of texts as well as audio expression makes focusing
difficult. This situation affected learner performance as a result of emergence of effect of
extremeness (See Figure 5).

Figure 5. Fixation numbers belonging to the screen which video, text and audio
expressions are present in split attention multimedia
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When eye tracking data belonging to the screens that names of motor parts in picture or
video are presented without integration into pictures is evaluated in multimedia
learning environments which emergence of split attention effect is possible, it is seen
that attentions of learners are split between picture and text. It is found that they focus
more on texts then on picture and buttons according to fixation numbers (See Figure 6).

Figure 6. Fixation numbers belonging to the screen which texts are separately presented
from video in split attention multimedia.

In the next research question of the study, eye tracking data was analyzed to determine
heat map during use of multimedia in focused attention type by learners. On the image
in focused attention multimedia, it was aimed that learners focused on both the text and
picture without attention split on the screens which texts containing names of motor
parts were integrated into the picture. When heat maps are evaluated according to eye
tracking data, it is seen that learners focus more on pictures then on texts and menu
buttons (See Figure 7).

MOTORUN
PARGALARI

Figure 7. Heap maps belonging to the screens which texts are integrated into pictures in
focused attention multimedia.
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In focused attention multimedia, it was tried to perform focusing via marking on actually
described part in video. Therefore, it was aimed to prevent attentions of learners to split
into other objects in video. When the heat maps about the eye tracking data belonging to
this screen are examined, it is seen that learners focus more on the object marked in the
video. Then, they focus on name of the object and menu buttons (See Figure 8).

MOTORUN
PARGALARI

Figure 8. Heat map belonging to the screen which the object is marked in focused
attention multimedia

Eye tracking data was analyzed to determine heat maps in the progress of use of
multimedia by students in split attention type. When heat map about eye tracking data
obtained for the screen that video, text and audio expression were used was examined in
multimedia learning environments which emergence of split attention effect is possible,
it is seen that learners focus more on texts than on picture or video. It is seen that
learners' attentions are split between picture and video and use of texts as well as audio
expression makes focusing difficult. This situation affected learner performance as a
result of emergence of effect of extremeness (Figure 9).

Figure 9. Heat map belonging to the screen that video, picture and audio expressions are
present in split attention multimedia.

133



Evaluation of Multimedia Learning Environment Designed According...

When heat map belonging the screens that are presented as names of motor parts in
picture or video are not integrated into pictures is evaluated in multimedia learning
environments which emergence of split attention effect is possible, it is seen that
attentions of learners are split between picture and text. It is found that learners focus
more on texts, then on picture and buttons (See Figure 10).

MOTORUN
PARGALARI

MOTO’RU | PARCALARI

Figure 10. Heat map belonging to the screen that texts and pictures are separately
presented in split attention multimedia

In focused attention multimedia, the part was marked in the video to increase focusing
on motor part being described with the video. This marking was not performed in split
attention multimedia. In this situation, focusing is dispersed on the video and it is not
focused on the part being described (See Figure 11).

MOTORUN
PARGALARI

Figure 11. Heat map belonging to the screen that is presented without marking the object
in split attention multimedia
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4. Conclusion

Use of different sources such as picture, text and audio in learning environments enriches the
education environments, especially online learning environments as tools assisting rapid
development and spread of knowledge support learning. In developing online learning
environments, interactive learning process is generated between content and learners.
Environments used aim to provide the configuration of knowledge via keeping students active
during learning process.

In e-learning environments, many studies revealed that learners showed higher learning
performances in the environments with audio-based animations, also text and pictures were
integrated together (van Genuchten, Scheiter and Schiiler, 2012; Huff, Bauhoff and Schwan,
2012; Kiihl, et al,, 2011; Liu, et al,, 2012; Lin, Hung and Chang, 2013; Plass, et al., 2013). On the
other hand, simultaneous presentation and presence of semantic harmony between them should
be considered when animation and expression are used together (Siranovi¢, 2007; Mayer, 2009).
In this study, it was similarly revealed that the restoration performances of the learners were
higher in the environments with the presentation of integrated visual and verbal presentation
type information than in the environments without this integration. On the other hand, the
simultaneous presentation and presence of semantic harmony between them should be
considered when animation and expression are used together (Mayer, 2009; Siranovi¢, 2007).

Within the scope of the study, the difference created on recall performances of learners by
multimedia learning designs prepared with different attention types was examined. When the
results were evaluated, the scores of recall performances of learners show differences in focused
and split attention multimedia. In multimedia designed according to the focused attention,
learners showed higher performances. In furtherance of this result, many studies were
conducted to provide permanent learning in multimedia (Agostinho, Tindall-Ford & Roodenrys,
2013; Akbulut, 2011; Kalyuga, 2009; Mayer & Moreno, 2010; Schiiler, Scheiter & Gerjets, 2013).
For effective design of these environments, it is aimed that learners' attentions focus on content
without any split. Therefore, many principals are considered. In the light of the performed
studies, the principals were also considered in the focused attention multimedia of this study.

According to eye tracking data obtained about the screens which picture, video and texts are
presented together, one of the results is that learners focus more on video or pictures in focused
attention multimedia. Focusing on video and pictures by learners was provided without split of
attention. In the study performed by Yang, et al. (2013), the results showing that average
fixation time and average data processing time are longer in areas with pictures show
parallelism with the study. On the other hand, in the study carried out by Liu, Lai and Chuang
(2011), they revealed that learners focused better on video in the environments where texts
were presented narratively, rather than visually.

It was found that markings made to aim to draw attention to a certain point on images had
contributions to recall performances of learners. In the study carried out by Chen, Wang, Chen
and Chen (2014), it was seen that learners showed better performances with the use of visually
emphasized presentations and visual markings. In two studies performed by Ozcelik et al,
(2009, 2010), color coding method was used in learning environments prepared via using
markings and its positive effects were presented among the results via eye tracking data.
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Increase in learning with color coding was performed with accurate positioning of pictures and
texts related to each other concurrently.
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0z

Bu aragtirma, iiniversite 6grencilerinde sosyal fobinin yordayicilar1 olarak, beden imaji ve benlik
saygisinin incelenmesi amaciyla yapilmistir. Arastirma, iki ya da daha fazla degisken arasindaki
degisimin varhigimi ya da var olan durumunu belirlemeye yo6nelik oldugundan, iligkisel tarama
modelinde betimsel bir arastirma olarak gerceklestirilmistir. Arastirmanin 6rneklem grubunu Erzincan
Universitesi Egitim Fakiiltesinde 2015-2016 egitim 6gretim yilinda 6grenim gérmekte olan dgrenciler
arasindan kiime ornekleme yontemiyle belirlenen 267’si erkek (%35,6) ve 483’1 kiz (%64,4) toplam
750 6grenci olusturmaktadir. Arastirma grubunun yag ortalamasi 21.44°diir. Aragtirmada veri toplama
araglari olarak Viicut Algis1 Olgegi, Sosyal Kaygi1 Olgegi, Rosenberg Benlik Saygisi Olcegi ve Kisisel
Bilgi Formu kullanilmistir. Aragtirmadan elde edilen veriler Korelasyon ve Coklu Regresyon yontemi
ile analiz edilmistir. Arastirma sonucunda benlik saygisi ve beden imajinin, sosyal fobinin .29
diizeyinde anlamli birer yordayicilari oldugu tespit edilmistir.
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1. Giris

Insanlar ilk ¢aglardan itibaren dis gériiniislerine 6nem vermislerdir. Bunun icin bitki kéklerini,
yosunlar1 ve hayvan tiiylerini kullanmislardir. Bunun yani sira dogadaki diger materyallerden
yararlanarak cesitli boyalari, kinalar ve giizellik malzemelerini kullanarak daha estetik ve alimh
goriinmeye calismislardir. Bu siireg, giintimiizde teknoloji ve tip biliminin gelismesi ve ilerlemesi
ile birlikte daha farkli bir boyut almistir. Giiniimtizde insanlar begenmedikleri uzuvlarini cerrahi
yontemler ile degistirebiliyor ve kimyasal maddeler kullanarak kas, goz, sa¢ vb. uzuvlarim
normalde oldugundan daha giizel gosterebilmektedir. Son yillarda 6zellikle de medyanin etkisi
ile insanlarin dis goriiniimlerine daha da fazla 6nem vermeye basladiklari diisiiniilmektedir.
Yapilan araba reklamlarindan dizilere, kozmetik {irtinlerinden dondurma reklamlarina kadar
bircok platformda kadin ve erkeklerin ideal viicut odlciilerinde oldugu ve bunun da gengler
tizerinde etkili oldugu soylenebilir. Bu konuda ASAPS'in (The American Society for Aesthetic
Plastic Surgery) 2013 yilinda yayinladigi veriler bu diisiinceye temel tegkil edebilir. ASAPS’1n
verilerine gore plastik cerrahide son 15 yilda %44’liik bir artis meydana gelmistir.

Insanlardaki olumlu beden algisinin, onlarin ézgiivenini ve sosyalliklerini arttirdigi, toplum
karsisinda konusurken ya da performans sergilerken kendilerini daha rahat hissetmelerini
sagladigl, arkadas gruplarina sahip olmalarinda etkili oldugu yapilan calismalarda ortaya
konulmustur (Erdogan ve Tiitiincii, 2015; Yilmaz, 2015; Matera ve ark.,2013; Kalafat, 2006,
Clark ve Tiggemann, 2006; Tarhan, 1995).

Beden imaji, kendi bedenimizin zihnimizde olusan bir resmidir; aslinda, bedenimizin bize nasil
gorindigidiir (Schilder, 1935). Gardner (1996) ise; beden imajinin, kisinin bedeninin
goriinimiiyle ilgili zihninde cizdigi resim olarak tanimlanacagini ifade etmistir. Glindogan
(2006)’a gore, beden imaji bireyin kendi bedeninin parcalarini degerlendirmesi ve bu pargalarin
fonksiyonlariyla ilgili olumlu ya da olumsuz bir tutuma sahip olmasidir. Bireyin bedenle ilgili
duygu ve diisiincelerinin akildaki semasidir. Ozet olarak, beden imaji ¢ok boyutlu ve 6znel bir
yapiya sahip olmasinin yaninda bireyin kendi bedenine dair duygulari, diisiinceleri ve algilarin
iceren bir kavramdir.

Beden imajinin, kisinin yasina, cinsiyetine, viicut agirligina, sagligina, zamana ya da iginde
yasadigl topluma gore degisiklik gosterebilecegi gercegi dikkate alinarak kisinin sadece estetik
ozellikleriyle sinirli tutulmamalidir (Neagu, 2015). Beden memnuniyeti ayni zamanda benlik
saygisl ile iligkilidir. Ciinkii bedenini begenen insanlar olumlu benlik saygisina sahip olurken
ayni zamanda kendilerini sosyal hayat icerisinde daha rahat hissedebilirler (Antony ve Swinson,
2008; Koknel, 1999).

Benlik Kkisisel 6zelliklerimizi nasil degerlendirdigimiz yani bir insan olarak kendimizi nasil
gordiigimizdiir. Benlik saygisi ise benligi nasil degerlendirdigimize bagh olarak ortaya
cikmaktadir (Burger, 2006). Benlik saygisi kavrami denilince akla ilk gelen isimlerden biri
Rosenberg’dir. Rosenberg benlik saygisin1 kisinin kendisine atfettigi olumlu ya da olumsuz
tutumlar olarak tanimlamistir ( Rosenberg, 1965). Piskin (2000) benlik saygis1 yerine 6zsaygi
kavramini kullanarak, o6zsaygiyr bireyin gercek benligi ile ideal benligi arasindaki farki
degerlendirmesi olarak ifade etmektedir. Yapilan bir¢cok tanimda yazarlarin, benlik saygisi ile
ilgili olarak bireyin kendisine yonelik olumlu ya da olumsuz degerlendirmeleri, algilari, kendini
kabulii gibi kavramlar sik¢ca kullandiklari gériilmektedir. Bunun yani sira, benlik saygisini
kisinin kendisini onaylamasi ya da onaylamamasinin bir Dbelirleyicisi olarak
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degerlendirilebilirken ayrica kisinin kendisini yetenekli, basarili kabul edip etmedigi ve
hayatinin anlamli, degerli olup olamadigini 6lgen bir ara¢ olarak da tanimlanabilir
(Coopersmith, 1967). Ulkelerin kalkinma planlarinda, yetenekli, akademik basaris1 yiiksek
bireylerin ihtiyac duyulan alanlara yonlendirilerek nitelikli insan giicti yetistirilmesi kayda deger
bir konudur (Giir, 2013). Dolayisiyla yiiksek benlik saygisina sahip bireylerin belirlenebilmesi
nitelikli insan giicli yetistirme siirecine ve iilke acisindan ihtiya¢ duyulan alanlara yonlendirme
de katki saglayabilir.

Son yillarda benlik saygisi lizerine yapilan arastirmalarda demografik degiskenler (yas, cinsiyet,
yasamin cogunun gecirildigi yer, kardes siras1 ve sayisi vs.) ile birlikte sosyal destek algilary,
beden imaji, sosyal fobi, iyi olus, yeme tutumlari, obezite, siinnetli olma gibi farkli degiskenlerin
de benlik saygisini etkileyen faktorler icerisinde incelendigi goriilmektedir (Sel, 2016; Cetin,
2015; Saric ve Sakic, 2013; Berg ve ark. 2010; Hamarta, 2009; Kalkan ve ark. ,2010; Tiire, 2009;
Tarhan, 1995). Bu ve benzeri bir¢ok calismadan yola cikarak benlik saygisinin gelisen ve degisen
siirec icerisinde farkli bircok degiskenden etkilenebilecegi sdylenebilir. Calismamizin baska bir
boyutu olan sosyal fobinin ise benlik saygisi ile iliskili oldugu ve yapilan ¢alismalarda benlik
saygisinin sosyal fobinin gli¢lii bir yordayicisi oldugu yontindedir (Siibasi, 2007; Sel, 2016).

Sosyal fobi DSM-V’de (2014) bireyin, baskalarinca degerlendirilebilecek oldugu bir ya da birden
cok toplumsal durumda belirgin bir kaygi ya da korku duymasi seklinde ifade edilmistir. Bu
tanima benzer bir tanimda ICD-10 (International Statistical Classification of Diseases and
Related Health Problems) oOlciitlerinde mevcuttur. Sosyal fobi dikkat odagi olmaktan veya
utanilacak ya da asagilanacak sekilde davranmaktan korku duymak ve belirgin bir sekilde
kaginmak olarak belirtilmistir.

Koknel (1999) sosyal fobinin genel olarak genclik ¢caginda basladigin ileri stirmiistiir. Sosyal
fobinin gercek dis1 ve mantiksiz bir kaygi ve korku durumu olarak degerlendirmistir. Bu korku
ve kaygilar topluluk icinde bulunmak, konusmak, karsi cinsle birlikte olmak gibi ortamlarda
ortaya cikar. Sosyal fobi yasayan bireyler sosyal ortamlara girdikleri zaman kaygi diizeyleri
yiikseldigi icin bu ortamlardan uzaklasmak belirgin bir davranis bi¢imi olarak goriiliir. ilaveten
elestirilme korkusu yasadiklar i¢in benlik saygilar1 diiser. Benlik saygisinda meydana gelen bu
diisiis yuziinden kendilerini bagkalarinin yaninda degersiz olarak algilayarak toplum iginde
hatali, kotii davranacagl diislincesi ile sosyal ortamlara dahil olmaktan kag¢inirlar. Kring ve
ark.(2015) ise sosyal fobiyi baskalarinin goziiniin tizerinde olabilecegi sosyal ortamlarda olma
ya da sadece tanidik olmayan insanlarla karsilagildiginda yasanan mantikli olmayan, israrl bir
korku seklinde tanimlamiglar ve 6zellikle ergenlik caginda basladigini, sosyallesmeyi etkiledigi
ileri stirmiislerdir. Benzer bir tanimda ise Butcher ve ark.(2013) sosyal fobiyi sosyal ortamlarda
kisiyi yetersiz kilan korkular seklinde ifade etmisler ve genellikle ergenlik ve geng yetiskinlik
doneminde basladigini belirtmislerdir.

Sosyal fobi yasayan bireylerde goriilen belirtiler icerisinde en sik olanlari, toplum iginde
konusmak (%89,4), baskalarinin bulundugu bir yere girmek (%63,1), yabancilarla birlikte olma
(%47,3) seklinde siralanmistir (Sevingok, 2000). Bunun yaninda sosyal fobi oldukg¢a inatgidir, 12
yilik bir calismada kendiliginden iyilesme orani sadece %37 oldugu goriilmiistiir (Bruce ve ark.,
2005; akt.,Butcher ve ark., 2013).

Glinlimiizde ergenlerin ve genc yetiskinlerin giderek dis goriiniimlerine daha fazla 6nem
verdikleri ve olumsuz beden algisina sahip olan bireylerin psikolojik sorunlar yasadiklari, bu
sorunlar yiiziinden giderek iclerine kapandiklar1 ve sosyal hayattan uzaklastiklar1 bir problem
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olarak goriilebilmektedir. Bu durum beraberinde sosyal fobinin olusmasina sebep
olabilmektedir. Ozellikle de ergenlik ve genc yetiskinlik donemi sosyal fobinin ortaya ciktig:
yaslar olmasi nedeniyle birey acisindan kritik bir dénem oldugu kabul edilmektedir (Kring ve
ark.,2015).

Ulkemizde sosyal fobinin yayginhig ile ilgili olarak izgi¢, Akyiiz, Dogan ve Kugu (2000)
tarafindan yapilan arastirma sonucunda, sosyal fobinin kadinlarda daha fazla oldugu tespit
edilmis olup kadinlarda yasam boyu yayginlig1 % 9,8 erkeklerde ise % 9,4 olarak bulgulanmigtir.
Yapilan arastirma sonuglarina bakildiginda sosyal fobinin ergenlerde ve genc yetiskinlerde daha
sik rastlanan bir sorun oldugu g6z oniinde bulundurularak bu konunun arastirilmasi 6nemli
gorilmiistiir. Bu calismada beden imaji, benlik saygisi ve sosyal fobi arasindaki iliski
aciklanmaya calisilmistir. Bu calisma sonuglari sosyal fobinin olusumunun énlenmesi ile saglikl
benlik algis1 ve olumlu beden imaji algis1 olusumunda gelistirilecek oOnleyici rehberlik
programlarina temel teskil edebilir. Universiteler biinyesinde bulunan psikolojik danisma
merkezlerinde yapilan uygulamalara ve bu merkezde calisan psikolog veya psikolojik
danismanlara kaynak teskil edebilir. Ayrica bu calisma ile bu ti¢ degiskenin kendi aralarindaki
iliski ve farkli degiskenler agisindan ele alinmasiyla problem durumunun aydinlatilmasi ve
gelecekte yapilacak ¢calismalara kaynak olmasi bakimindan énemli oldugu diisiiniilmektedir.

2. Yontem

2.1. Arastirmanin Modeli

Bu arastirma sosyal fobinin yordayicilari olarak, beden imaji ve benlik saygisinin yordama
giiciinii belirlemeye yonelik iliskisel tarama modelinde bir ¢calismadur. Iliskisel tarama modeli,
"iki ya da daha ¢ok sayidaki degisken arasinda birlikte degisimin varligini ve/ya da derecesini
belirlemeyi amaglayan arastirma modelidir" (Karasar, 2009).

2.2. Evren-Orneklem/Calisma Grubu/ incelenen Dokiimanlar

Bu calismanin arastirma grubunu, 2015-2016 akademik yilinda Erzincan Universitesi 6grenim
gormekte olan 3682 6grenci icerisinden secilen 750 egitim fakiiltesi 6grencisi olusturmaktadir.
Katilmcilarin yas ortalamasi 21,44, yas araligl ise 18-32 arasinda degismektedir. Arastirma
grubuna ait diger betimsel istatislikler ise Tablo-1 ve Tablo-2’de verilmistir.

Bu calismada arastirma grubu, kiime érnekleme yontemi ile belirlenmistir. Kiime 6rnekleme;
evren ya da c¢alisma evreni, cogu zaman icinde cesitli elemanlar1 olan, benzer amach (islevli)
kiimelerden olusur. Arastirma, evrenden segilerek kiimeler lizerinde yapilabilir. Evrendeki tim
kiimelerin tek tek (biitiin elemanlari ile birlikte) esit se¢ilme sansina sahip olduklar1 durumda
yapilan 6érneklemeye kiime 6rnekleme denir (Karasar, 2012).

Kullanilan kiime oOrnekleme yontemi ile farkli boliimlerde okuyan Ogrenciler, liniversite
yerlestirme puanlarina gore dort farkl kiimede toplanmistir. Psikolojik Danisma ve Rehberlik
Anabilim Dal 6grencileriyle Okul Oncesi Ogretmenligi Anabilim Dali égrencileri esit agirhk
kiimesini, Matematik ve Fen bilgisi Ogretmenligi Anabilim Dali sayisal kiimeyi, Tiirkce
Ogretmenligi ve Sosyal Bilgiler Ogretmenligi Anabilim Dali sézel kiimeyi, Miizik Ogretmenligi
Anabilim Dali ve Beden Egitimi B6liimii Ogretmenligi 6grencileri ise 6zel yetenek ile 6grenci alan
kiimeyi olusturmaktadir.
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Tablo1: Boliimlere Gore Ogrenci Dagilimi

Puan tiiri Boliim f % yf Y%
o PDR 149 19.8
EsitAgirlik 1) 6ncesi gt 86 115 235 314
Sosya'l' lvf?llgller 71 0.5
Sozel Ogt. 195 26
Tiirkce Ogt. 124 16.5
Fen Bilgisi Ogt. 48 6.4
Sayisal Matematik 0gt. 125 16.6 173 23
" Beden Egitimi Ogt 56 7.5
Ozel Yetenek Miizik Odt. 91 121 147 19.6
Toplam 750 100 100

Tablo2:0grenci Sayilarinin Cinsiyete Gore Dagilimi

Cinsiyet N %

Erkek 267 35,6
Kiz 483 64,4
Toplam 750 100

2.3. Verilerin Toplanmasi

Uygulama oOncesinde ilgili etik kuruldan gerekli izinler alinmistir. Arastirmada kullanilan veri
toplama araglar tiniversite 6grencilerine arastirmaci tarafindan gruplar halinde uygulanmistur.
Veri toplama araglari gruplara uygulanmadan dnce arastirmanin amaci hakkinda gruplara bilgi
verilmistir. Verilerin toplanmasinda her bir grupta yaklasik olarak 45-50 dakika slirmiistiir.
Verilerin bir kismi, veri analizini etkileyecek diizeyde u¢ degerlere sahip olmalarindan dolayi,
doldurulan igerikler incelenmis ve bu 6lceklerin ictenlikle yanitlanma varsayimini karsilamadigi
gorulmistir, bir kismi da hatali ve eksik doldurulmasindan dolay1 toplamda 32 kisiye ait veriler
veri setinden ¢ikarilmistir.

2.3.Veri toplama araclari

Arastirmada veri toplama araci olarak arastirmaci tarafindan hazirlana kisisel bilgi formu,
Hovardaoglu (1992) tarafindan Tiirkce’ye uyarlamasi yapilan Viicut Algis1 Olgegi, Ozbay-Palanc
(2001) tarafindan gelistirilen Sosyal Kaygi (anksiyete) Olcegi (SKO) ve Rosenberg (1965)
tarafindan gelistirilen ve Cuhadaroglu (1986) tarafindan Tirkge’ye uyarlanan Rosenberg Benlik
Saygis1 Olcegi (RBSO) veri toplama araci olarak kullanilmistir.

2.3.1. Kisisel Bilgi Formu

Calismada 6grencilere iliskin demografik bilgileri toplamak amaciyla bu arastirma kapsaminda
gelistirilmistir. Etik kurallar ve gercekci cevaplar alabilmek amaciyla arastirma sirasinda
katilimcilara kimlik bilgilerini iceren sorular yoneltilmemistir.

2.3.2.Viicut Algis1 Olgegi

Orijinal ad1 Body-Cathexis Scale (BCS) olan o6lgek, 1953 yilinda Secard ve Jurard tarafindan
gelistirilmis, Kisinin 40 ayr1 viicut boliimiinden ya da islevinden memnuniyetini belirleyen bir
Olcektir. Secard ve Jourard, kisinin bedeninden sagladigi doyumun benlik kavramu ile iliskili
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oldugu disiincesinden hareketle gelistirdikleri hipotezlerin test edilmesi sonucunda, 6l¢eklerini
iki boliimden olusturmuslardir. Orijinal 6lcegin ilk bolimii beden boliimleri ve islevlerini iceren
46 maddeden olusmaktadir. Olgegin ikinci béliimii benlik ile ilgilidir ve benligin cesitli yonlerini
(kisilik, kendine giiven, ahlak vb.) iceren 55 madde icermektedir (Ugur,1996). Olcegin iilkemizde
kullanilan formu, 40 maddeden olusan bes dereceli Likert tipi bir 6lgme aracidir (1= Oldukca
begeniyorum, 2= Olduk¢a begeniyorum, 3= Kararsizim, 4= Pek begenmiyorum, 5= Hig
begenmiyorum). En olumlu ifade 1 puan, en olumsuz ifade ise 5 puan almaktadir. Buna gore,
alinabilecek en diisiik toplam puan 40, en yiiksek toplam puan 200’diir. Olgekten alinan toplam
puanin artmasi, kisinin viicut bélimlerinden ya da islevinden duydugu memnuniyetin
azalmasini, puanin azalmasi ise memnuniyetin artmasini belirtmektedir. Olcegin gecerlik ve
glivenirlik calismalari, 56 kiz ve 70 erkek iniversite 6grencisi ile yapilmistir. Gilivenirlik
calismasinda; beden béliimleri ve islevlerini ile benlige iliskin béliimlerden elde edilen puanlar
arasindaki korelasyon kizlar icin r=.66, erkekler icin r=.58 olarak bulunmustur. Testin iki yarim
glivenirligi beden doyumu icin r=.81, benlik icin r=90 olarak elde edilmistir. Gecerlik calismasi
sonucunda; Maslow Psikolojik Giivenlik - Giivensizlik Testi ile beden doyumu korelasyonu r=-
.32, benlik puanlarn ile korelasyonu r= -.52 olarak belirlenmistir. Boylece, diisiik doyum
puanlarinin giivensizlikle birlestigi belirlenmistir (Ugur,1996). Olcek, 1986 yilinda Hovardaoglu
tarafindan Tiirkce'ye cevrilmis ve iiniversite 6grencileri lizerinde yapilan ¢alismada iki yarim
giivenirligi .75, madde test korelasyonlar1 r=.45 ile r=.89 arasinda ve Cronbach Alfa katsayisi
r=.91 olarak belirlenmistir (Hovardaoglu, 1992). Testin bu arastirmada uygulanmasi sonucu
Cronbach Alfa i¢ tutarlik katsayisi .93 olarak bulunmustur.

2.3.3. Sosyal Kaygi (anksiyete) Olcegi (SKO)

Olgek Ozbay-Palanci (2001), tarafindan iiniversite 6grencilerinin yasadig1 “sosyal kayg1” icerikli
sorunlar1 belirlemek amaciyla gelistirilmistir. Universite 6grenci popiilasyonuna yénelik
kullanishiliga sahip olacak sekilde gelistirilen 6lgek, liniversite 6grencilerinin sosyal durumlara
uygun becerilerini ve bu durumlarda olusabilecek kaygilarini 6lgebilecek yapida hazirlanmistir.
Test kriter ve yapi1 gecerliligine tabi tutulmustur. Kriter gecerliligi icin SCL-90 (Belirti tarama
listesi) Olgeginin ilgili dort alt 6lcegi ve MMPI( Minnesota Cok Yonli Kisilik Envanteri) sosyal
icedontikliik (Si) alt testi kullanilmistir. Yap1 gecerliligine yonelik faktor analizi sonucunda 30
maddelik ti¢ faktorli bir test yapisi olusmustur. Faktor analizi SPSS 10.0 ile gerceklestirilmistir.
Yapilan faktor analizinde faktérlenebilirlik degisik yontemlerle incelenmistir. ilk olarak biitiin
maddeler arasindaki korelasyon matriksleri incelenmis ve uygunluk aranmistir. Orneklem
uygunlugu ve Sphericity testleri gerceklestirilmistir. KMO 6rneklem uygunluk katsayis1 .90,
Barlett Kiiresellik testi x2 degeri 3644.58 ile p<.001 diizeyinde anlamli bulunmustur. Yapilan ilk
faktor analizinde dongtisel metot kullanilarak faktor ¢éziimlemesinin birden biiytik 6z degerleri
grafikleme yontemiyle (scree test) maksimum manidar faktor sayisi incelenmistir. Uygunluk
gosteren ve aciklanabilir faktor sayisinin ii¢ oldugu belirlenmistir. Varimax rotasyon faktor
¢oziimlemesinin sonuclariyla elde edilen bu ti¢ faktér (1) sosyal kaginma, (2) kritize edilme
kaygisi ve (3) bireysel degersizlik duygusu olarak adlandirilmistir. Ug faktoriin acikladigi toplam
varyans orijinal varyansin % 32,9’udur.Testin kriter gecerligi icin kullanilan MMPI Si alt testi ile
r=.43, p<001, SCL alt testlerinden kisiler aras iliskilerde duyarhlik alt testi ile, r=.51, p<.001,
kaygi testi ile, r=.25, p<.01, fobik anksiyete alt testi ile r=.36, p<.001, depresyon alt testi ile r=.40,
p<.001 dizeyinde kuramsal agiklamaya uygun pozitif lineer iliskilerin bulundugu gorilmistiir.
Giivenirlik hesaplamalar ile dagilima iliskin uygunlugun elverisliligi analiz edilmistir. Yapilan
varyans analizi sonucunda F=68.58, P<.001 diizeyinde sonu¢ anlaml bulunmustur. Giivenirlik
hesaplamalari i¢in test i¢i tutarlilik yontemi ile hesaplanan Cronbah Alfa degeri .89’dur. Test
likert tipi 0-4 aralifinda besli derecelendirmeye sahiptir. Alinan puanlarin yiikselmesi sosyal
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kayg1 (sosyal fobi) diizeyinin yiikseldigini géstermektedir (Ozbay ve Palanci, 2001).Palanci
(2004) tarafindan toplanan 650 6grenciye ait sosyal kaygi (anksiyete) 6lcegi verileri lizerinde
6lcegin giivenirlik puany, test i¢ tutarhilik yontemiyle yeniden hesaplanmis, 6lgek gelistirildikten
yaklasik tc y1l sonra baska bir 6rneklem iizerinde gerceklestirilen islem sonucunda Cronbah Alfa
degeri .88 olarak hesaplanmistir. Testin bu arastirmada uygulanmasi sonucu Cronbach Alfa i¢
tutarhik katsayisi .92 olarak bulunmustur.

2.3.4. Rosenberg Benlik Saygisi1 Ol¢egi (RBSO)

Rosenberg Benlik Saygisi Olcegi (RBSO) kisinin benlik saygisini belirlemede en yaygin kullanima
sahip Olcektir. Dortli likert tipi 6lciim yapan 6lcek 10 maddeden olusmaktadir. Rosenberg
(1965) tarafindan gelistirilmis olan ve 63 maddeden olusan o6lcegin 12 alt 6lgegi vardir. Bu
arastirmada benlik saygisim 6lgen benlik saygisi alt élcegi kullanilmistir. Olgek 10 maddeden
olusan dort dereceli Likert tiiri 6lciim yapmaktadir (1: hi¢ katilmiyorum, 2: katilmiyorum, 3:
katiliyorum, 4: tamamen katiliyorum) ve sorulardan besi ters kodlanmaktadir. Cuhadaroglu
(1986) tarafindan Tiirkce'ye uyarlanan o6lcegin test tekrar test glivenilirligi 0.89, gecerligi ise
0.71'dir. Olcegin gecerlik ve giivenilirlik calismasi Tugrul (1994) tarafindan da yapilmis ve
psikiyatrik goriisme sonuclariyla 6lgek arasindaki korelasyonun 0.71 oldugu belirtilmistir.
Dereboy ve arkadaslarinin (1994) ergenler tlizerinde gerceklestirdikleri gecerlik ve gilivenilirlik
calismasi da dl¢egin Tiirkce formunun i¢ gecerliginin yiiksek oldugunu gostermektedir. Stimer ve
Giingor (1999) olcegin cronbach alfa degerinin .85 oldugunu belirtmislerdir. Testin bu
arastirmada uygulanmasi sonucu Cronbach Alfa i¢ tutarlik katsayisi .83 olarak bulunmustur.

2.4. Verilerin Analizi

Arastirmadan elde edilen verilerin analiz 6ncesinde parametrik ya da non-parametrik
istatistikler i¢in uygun olup olmadigina (normallik dagilimina, carpiklik-basiklik, ortalama,
ortanca, mod, sacilim ve histogram grafiklerine) ve gruplarin varyans esitligine (Levene F Testi)
bakilarak veri analizine baslanmistir. Yapilan degerlendirme sonucunda verilerin normal
dagilim gosterdigi ve grup varyanslarinin esit oldugu gorilmiis ve veri setinin parametrik
istatistikler icin uygun oldugu belirlenmistir. Veriler oncelikle kolerasyon analizine tabi
tutulmus ve daha sonra ¢oklu dogrusal regresyon analizi modeli uygulanmistir. Sonuglar p.05
anlamlilik diizeyinde test edilmistir.

3. Bulgular

Ogrencilerde beden imaji ve benlik saygisisin, sosyal fobinin anlamli diizeyde birer yordayicilari
olup olmadigi ¢oklu dogrusal regresyon analizinden adimsal (stepwise) regresyon analizi
yontemi ile incelenmistir. Bu baglamda ilk olarak degiskenler arasindaki iliski korelasyon analizi
ile incelenmistir. Elde edilen sonuglar Tablo 3.1’ de sunulmustur.

Tablo 3.1.Sosyal Fobi, Beden Imaji ve Benlik Saygis1 arasindaki iliskiye Ait Korelasyon

Katsayilari
Sosyal Fobi Benlik Saygisi Beden imaj1
Sosyal Fobi 1
Benlik Saygisi -517** 1
Beden imaji -.349** 444%* 1
**P<.01
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Tablo3.1. incelendiginde sosyal fobi ile beden imaj1 ve benlik saygisi arasinda negatif yonde
anlamh diizeyde bir iliski oldugu goriilmektedir. Baska bir ifadeyle 6grencilerin sosyal fobi
diizeyleri arttikca beden imaji ve benlik saygisi diizeyleri azalmaktadir.

Adimsal (stepwise) regresyon analizine iliskin yordayici1 degiskenlerin yordanan degiskenle
iliskisini ve dolayisi ile yordanan degiskendeki degisimi a¢iklama derecesinin anlamlhiligini test
eden ANOVA tablosu incelendiginde, aciklanan varyansin ya da regresyon modelinin istatistiksel
olarak anlamli oldugu tespit edilmistir (Fi,748=273.35; F2/747=149.26; p<.01). Buna gore
yordayan degiskenler model iizerinde yordama islemini basari ile yerine getirmistir. Bundan
sonraki asamada sosyal fobinin yordanmasina iliskin adimsal ¢oklu regresyon analizi
uygulanmis, sonuclar tablo 3.2’de sunulmustur.

Tablo 3.2. Sosyal Fobinin Yordanmasina iliskin Adimsal Coklu Regresyon Analiz Sonuglari

Standardize Std.
Edilmemis Edilmis
Model Katsayilar Kat.Say.
B Std. Hata  Beta T ikilir Kis.r R R? F
1.(Sabit) 115.6 4.26 27.11** 5172 .26 273.35%*
8 8
B.S. -2.25 136 -517 -16.53** -517 -517
2.(Sabit) 126.9 4.95 25.61**
4 .534b 28 149.26**
B.S. -1.96 150 -451 -13.07**  -517 -431 6
B.I. -136 .032 -.149 -4.32%* -349 -156

**P<.01 B.S.=(Benlik Saygisi), B.I. =(Beden imaj)

Tablo 3.2. incelendiginde adimsal regresyon analizi sosyal fobiyi anlaml diizeyde yordadig} i¢in
benlik saygisi ve beden imaj1 degiskenlerinin adimsal regresyon analiz stirecinde islem gordiigi
belirlenmistir. Hem beta degerleri ve hem de kismi ve ikili korelasyon katsayilari incelendiginde
sosyal fobi ile benlik saygisi ve beden imaji degiskenleri arasinda negatif yonde anlamh diizeyde
iliskilerin oldugu belirlenmistir. Benlik saygisi ve beden imaj1 degiskenlerinin birlikte tiniversite
ogrencilerinde sosyal fobiye iliskin toplam varyansin yaklasik % 29’nu agiklamaktadir (R=.534;
R2=.286; P<.01).

Adimsal regresyon analizinin birinci adiminda incelenen benlik saygis1 degiskeninin iiniversite
ogrencilerinin sosyal fobiyi yordamada Beta katsayisi -.517’dir. Beta katsayisinin anlamliligina
iliskin t testi sonuglar1 anlamli bulunmustur (t=-16.53; P<.01). Tek basina benlik saygisi
degiskeni liniversite 6grencilerinde sosyal fobinin yaklasik % 27’sin1 aciklamaktadir (R=.517; R?
=.268).

Adimsal regresyon analizinin ikinci adiminda modele benlik saygisi degiskenine beden imaji
degiskeni de eklenmistir. Sosyal fobiyi etkileyen diger degiskenler sabit tutuldugunda benlik
saygisl ve beden imaji1 degiskenleri birlikte sosyal fobinin yaklasik % 29’sini aciklamaktadir
(R=.534; R2=.286). Modeldeki diger degiskenler sabit tutuldugunda benlik saygisi degiskeninin
Beta katsayisi -.451; beden imaji degiskeninin Beta katsayisi. -.149’dir. Beta katsayisinin
anlamliligina iliskin t testi sonuglar1 anlaml bulunmustur (tgs=-13.07; P<.01/tgi=-4.32; P<.01).
Ikinci adimda modele giren degiskenlerin beta katsayilar1 ve beta katsayilarimin anlamlihgina
iliskin t testi sonuglarina gore benlik saygisi ve beden imaj1 degiskenlerinin sosyal fobiyi anlamli
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diizeyde yordadigi belirlenmistir. Modeldeki degiskenlere iliskin Beta degerleri dikkate
alindiginda tiniversite 6grencilerinin sosyal fobilerini birinci sirada benlik saygisi ikinci sirada
beden imaji degiskenlerinin anlamli diizeyde yordadigi belirlenmistir. Baska bir ifadeyle
yordayici degiskenlerin sosyal fobi iizerindeki goreli 6énemi sirasiyla benlik saygis1 ve beden
imajidir.

4. Tartisma ve Sonug¢

Bu ¢alismada beden imaji ve benlik saygisinin, sosyal fobinin anlaml diizeyde birer yordayicisi
olup olmadig1 incelenmistir. Elde edilen bulgular dogrultusunda iiniversite 6grencilerinin benlik
saygisl ve beden imaji degiskenlerinin, sosyal fobinin anlamli diizeyde birer yordayicilari oldugu
gorilmistiir. ilgili alanyazin incelendiginde bu ii¢ degiskenin birlikte ele alindig1 baska bir
calismaya rastlanmamistir. Yapilan ¢alismalarda benlik saygisinin sosyal fobinin anlamli bir
yordayicisit oldugu bulunmustur (Giimiis Eren, 2006; Siibasi, 2007; Eris, 2013; Sel, 2016). Baska
bir ¢alismada Aldan (2013) benlik saygisi ve bedene yatirim iliskisini incelemis ve benlik
saygisinin bedene yatirimi yordadigini sonucuna ulasmistir. Oktan (2012) ise beden imajinin,
6znel iyi olusun yordayicisi oldugunu bulgulamistir. Sosyal fobinin yordanmasina iliskin farkl
calismalarda ise romantik iliskiler ve arkadaslik iligkilerinin sosyal fobinin yordayicilari oldugu
tespit edilmistir (La Greca ve Harrison, 2005; Clark ve Tiggemann, 2006).

Ilgili alanyazin incelendiginde benzer konularda farkhi ¢alismalarin yapildig1 da goriilmektedir.
Kalafat (2006), Matera ve ark.(2013) tarafinda yapilan ¢alismalarda sosyal beceri diizeyleri ve
arkadas etkisi degiskenleri incelenmis, bu degiskenler ile beden memnuniyeti arasinda manidar
bir iliski oldugu tespit edilmistir. Arkadas grubuna sahip olma, yakin arkadasliklar kurma ve
arkadaslarindan bedenine yonelik olumlu geribildirim alama, bireylerin benden memnuniyetini
arttiran faktorler olarak tespit edilmistir.

Beden imajina yonelik olumlu algiya sahip olan bireylerin, olumsuz algiya sahip olan bireylerden
anlaml diizeyde farklilasma gosterdigi, bu farklilasmanin da yakin iligki kuran ve arkadasa sahip
olanlarin lehine oldugu goriilmektedir (La Greca ve Harrison,2005; Clark ve Tiggemann, 2006;
Erdogan ve Titiincii, 2015). Yilmaz'in (2015) obez ve obez olmayan bireyler iizerinde yaptigi
calismasinda diisiik beden algisinin, benlik saygisini olumsuz olarak etkiledigi yoniinde
bulgulara ulasmistir. Psikoloji ve psikiyatri, egitim gibi farkli alanlarda yapilan bu ¢alismalarin
sonuglarindan yola ¢ikarak, farkli nedenlerle (arkadas grubu, sosyal destek, aile tutumlari, sosyal
beceri, iyi olus ve bazi demografik degiskenler) olusan diisiik benlik saygisi ve beden algisinin
sosyal fobiyi tetikleyici bir unsur olabilecegi diisiiniilebilir.

Diistik benlik saygisinda insanlarin 6zgiiven eksikligi yasayabilecekleri dikkate alindiginda
(Avsaroglu, 2012), bu duruma bagh olarak bu insanlarinda tipki olumsuz beden algisina sahip
olan bireyler gibi sosyal ortamlarda elestirilme, kiiciik diisiirtilme gibi kaygilardan dolay1 sosyal
ortamlara girmekte isteksizlik yasayabilecegi sdylenebilir (Piskin,2000). Bu nedenle beden imaji
ve benlik saygininin sosyal fobinin yordayicilari olmast muhtemel bir sonu¢ olarak
degerlendirilebilir.

Beden imaj1 ve benlik saygisinin birbirleri ile baglantili kavramlar olduklar1 ve bu iki kavramin
sosyal fobi ile de negatif yonlii bir iligskiye sahip oldugu bu arastirma sonucunda goriilmiistiir. Bu
sonuctan hareketle beden imaji ve benlik saygisi ylikseldikce sosyal fobinin azaldigi, 6grencilerin
sosyal fobi yasamalarini 6nlemenin bir yolunun da onlarin benlik saygisi ve beden imaji
algilarini yiikseltmek icin yapilacak ¢alismalardan gectigi sdylenebilir.

Okul ve rehabilitasyon merkezleri gibi kurumlarda bedenin kabuliine yonelik 6nleyici rehberlik
calismalar1 yapilabilir. Ayrica dis bozuklugu, yaralar ve yamiklar, asir1 kilo vb. saghk
durumlarinda geng bireylerin beden imajlarinin etkilenmemesi, benlik saygilarinin azalmamasi
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icin zamaninda miidahalenin 6nemi veli ve idarecilere aktarilabilir. Bu baglamda Saglik
Bakanliginin okullarda yaptiklar1 ¢alismalara ek olarak bu farkindaligin kazandirilmasi
eklenebilir. Okullarda ve liniversitelerde 68renci kuliipleri, dernekler, vakiflar, okul aile birlikleri
gibi olanaklar etkin olarak kullanilarak 6grencilerin sosyallesmesi, kendilerine olan giivenlerinin
artirilmasi, iletisim becerileri kazanmalar1 ve dolayli olarak da benlik saygilarini gelistirmeleri
saglanabilir. Beden imaj1 ve benlik saygininin yiikseltilmesi icin bireyler, sosyal gelisimine katki
saglayacak takimsal sportif faaliyetlere yonlendirilebilir. Arastirmacilara oéneriler baglaminda
beden imaji, benlik saygisi ve sosyal fobi konulart ile ilgili olarak yapilan calismalarda genellikle
iliskisel tarama ve yordama ¢alismalarinin yapildigi gértiilmektedir. Bu kavramlarin olusumunda
ve gelisiminde etkili olan faktorler kesitsel ve boylamsal yontemlerle ¢alisilabilir.
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Extended Summary
1. Introduction

Body image is a picture of our body in our mind. In fact, the body image is how we see ourselves
in the mirror. Glindogan (2006) believes that body image is an evaluation of somebody’s his/her
own body parts and a positive or negative perception about these parts’ functions. Body
satisfaction is also associated with self-esteem. The reason is that people with positive body
image develop positive self-esteem and feel confident in their social life as well (Antony ve
Swinson, 2008; Koknel, 1999). In our day, teenagers and young adults gradually become more
aware of how they look and the ones who feel uncomfortable or awkward in their body have
psychological problems. Because of these problems, they become introverted and estrange
themselves from social life and moreover this fact is regarded as a big problem. On the other
hand, this situation can bring about social-phobia. Especially, adolescence period, in which
social-phobia may emerge, is viewed as a critical stage for the individual (Kring et al., 2015). In
Turkey, a research study related to the prevalence of social-phobia was conducted by izgic,
Akyliiz, Dogan and Kugu (2000). The findings show that social-phobia was higher among the
females (9,8 %) than the males (9,4) for their whole lives. As the research results are taken into
account, that social-phobia in teenagers and young adults is more frequently confronted issue is
a fact. Therefore, it is really important to conduct a study on this topic. The present study aimed
to investigate the relationships between body image, self-esteem and social-phobia and also to
find an answer for the question of whether the body image and self-esteem are the predictor
variables of social-phobia or not.

2. Method

The study was designed in relational screening model to determine the predictive power of body
image and self-esteem as predictor variables of social-phobia. The participants consisted of 750
undergraduate students chosen among 3682 students, 267 males (35,6%) and 483 females
(64,4%), studying at Faculty of Education, Erzincan University in the 2015-2016 academic years.
The mean age was 21,44 and age range was 18 to 32 years. As data collection materials, Body
Image Scale, Social Anxiety Scale, Rosenberg Self-Esteem Scale and Personal Information Form
were performed.

3. Findings, Discussion and Results
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Results of the study indicated that there was a significant negative correlation between body
image, self-esteem and social phobia. That is to say, the level of body image and self-esteem
reduce as long as the level of social phobia increases. The self-esteem variable was examined in
the first step of stepwise regression analysis in predicting university students’ social phobia and
the coefficient of determination was -.517. The t-test for significance of beta coefficient was
significant (t=-16.53; P<.01). The variable of self-esteem predicted approximately 27% of the
variance in university students’ social phobia (R=.517; R2=.268). In the second step, the variable
of body image was added to self-esteem variable in the model. When the other variables
affecting social-phobia remained unchanged, both of body image and self-esteem variables were
able to predict 29% of social phobia in students.

According to the findings obtained in the research, university students’ body image and self-
esteem were found to be significant predictors of their social phobia. Considering the related
literature, there is no other study that is examining all of these three variables (self-esteem, body
image and social phobia) in one context. In the concerning studies, it was reported that self-
esteem was a significant predictor of social phobia (Giimiis Eren, 2006; Stibasi, 2007; Eris, 2013;
Sel, 2016). In another study, Aldan (2013) investigated the relationship between self-esteem and
body investment and concluded the fact of that self-esteem was a predictor of body investement.
Oktan (2012), on the other hand, asserted that body image was a predictor of subjective well-
being. In regard to the prediction of social phobia, various studies demonstrated the
relationships of friend and romantic were important predictors of social phobia (La Greca and
Harrison, 2005; Clark and Tiggemann, 2006).

When the related literature is analysed, it is observed that different studies in similar topics
have been carried out. According to the studies by Kalafat (2006), Matera et al. (2013), there was
a significant relationship between body satisfaction and the variables of social skill levels and
friend influence. Having a group of friends, establishing close friendships and receiving positive
feedback from friends were identified as factors that increased the body satisfaction of
individuals.

In the present study, it was observed that body image and self-esteem were related to each other
and that these two concepts had a negative relation with social phobia. In consonance with these
results, it could be accepted that social phobia decreased as the body image and self-esteem
increased and that one of the ways of preventing social phobia of the students is to take them
into the studies to increase their self esteem and body image perceptions.
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Bu ¢alismanin amaci matematik 6gretmen adaylarinin, ¢oziimlerinde hata yapilmis olan olasilik
konusuna ait sorulara yaklasimlarini incelemektir. Bu ama¢ dogrultusunda literatiir 1s181nda
dort soru belirlenmis ve bu sorularin hatali ¢éziimlerini iceren veri toplama araci hazirlanarak
O6gretmen adaylarina uygulanmistir. Nitel arastirma yaklasimlarindan biri olan durum ¢alismasi
yontemi ile ytriitiilen bu calismanin katilimcilarini, bir devlet liniversitesinde 6grenim goren 25
matematik 6gretmeni adayr olusturmaktadir. Calismanin verileri betimsel analiz yontemi ile
analiz edilmistir. Calismanin sonucunda 6gretmen adaylarinin kosullu olasilik sorularindaki
ornek uzay1 netlestirememeleri sebebiyle hatanin tespitinde basarisiz olduklar1 ve dogru ¢6ziim
yapamadiklart goriilmiistiir. Buna karsin kosula dayali olmayan olasilik sorusunda ise hatayi
kismen dogru tespit ve yanlis tespit edenlerin oraninin fazla oldugu ve bu 6gretmen adaylarinin
biiytlik bir kisminin da soruya dogru ¢éziim yapabildikleri goriilmustiir.
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1. Giris

Yapilandirmaci yaklasim ile dogrulari tekrar eden pozitif bilginin yani sira st bilissel gelisimi
destekleyen negatif bilgi egitimde etkili olmaya baslamistir (Melis, Sander ve Tsovvaltzi, 2010).
Hatalarin giderilmesinde onemli katki saglayan negatif bilgi (Heinze, 2005), 6grenciye
deneyimleri lzerinde diisinme imkani saglarken (Akpinar ve Akdogan, 2010) 6grencinin
kaginmasi gereken durumlardan haberdar olmasini destekler (Gartmeier, Bauer, Gruber ve Heid,
2008). Bulussal acidan da 6nemli olmasinin (Gartmier vd., 2008) yani sira pozitif bilgiyle
beraber kisinin ne bilip bilmedigini ve ne yapmamasi gerektigini anlamasina da yardimci olur
(Parviainen ve Eriksson, 2006). Matematiksel ifadelerin ve fikirlerin yanhs kullanilmasi ve
sonuclandirilmasi olarak tanimlanan hata (Erbas, Cetinkaya ve Ersoy, 2009, s. 46) negatif
bilginin kazandirilmasinda 6nemlidir (Dalehefte, Seidel ve Prenzel, 2012; Heinze, 2005).

Hatalarin 6gretimdeki durumunun degismesi gerektigini savunan Borasi (1988) gerceklestirdigi
calismalarinda hatalar lizerinde diisiinmenin alan bilgisini gelistirdigini ve 6grenme siirecinde
de etkili oldugunu ortaya koymustur (Borasi, 1986; Borasi, 1989; Borasi, 1994). Clinkii hatalarin
nedenlerini belirlerken daha 6ncesinde ortaya ¢ikmayan bazi noktalar fark edilebilir (Borasi,
1986). Hatalar belirlerken iki yaklasimin oldugunu ortaya koyan Rach, Ufer ve Heinze (2013)
bununla ilgili bir model gelistirmislerdir. Bu modele gore hatalar ya direkt diizeltilir ya da siirece
odakli olarak hatanin analizi yapilir. Strece odakli olarak hatanin analizini yapabilmek
kavramsal diizeye ulasmada 6nemli bir etkendir (Rach vd. 2013). Hatalan tespit etmek ve
nedenlerini ortaya koyabilmek 6grenmeyle iligkilidir. Eger 68renilmis bir bilgi varsa bu bilgi ile
birey var olan hatalar1 da belirleyebilmelidir. Ciinkii bir seyin dogrulugunu belirlemenin yani
sira hatanin sebebini belirleyebilmekte 6nemlidir (Konyalioglu, Aksu, Senel ve Tortumlu, 2010).

Bir konuya 6zgii olarak alan bilgisinin gelistirilmesinde 6grenci hatalarinin belirlenebilmesinin
etkili oldugu soylenebilir (Carpenter, Franke ve Levi, 2003; Ma, 2010; Tsamir, 2007). Gergekten
hatalar iizerinden diisiinmek matematiksel kavramlari derinlemesine anlama imkédni saglar
(Borasi, 1986). Ayrica 6grenci hatalarini tespit edebilmenin énemli oldugu (NCTM, 1989; 1991)
bu nedenle 6gretmen yetistiren kurumlarin 6grenci hatalarin1 analiz edebilecek diizeyde
O0gretmen yetistirmeleri onerilmektedir (Graeber, 1999). Bu diizeyde 6gretmen yetistirebilmek
icin Borasi'nin (1988) belirttigi gibi ilk olarak hataya bakis acisinin degistirilmesi gerekir.
Hataya karsi kazanilan olumlu yaklasim ile 6gretmen adaylarinin ilerideki 6gretmenlik
hayatlarinda 6grenci hatalarini analiz etme siirecinde daha etkili olabilecekleri sdylenebilir.

Bu calismada hatalar tespit edebilme becerisi olasilik konusu iizerine yapilmistir. Olasiligin
glinlik hayatta kullanilan hayati kolaylastirabilecek kavramlar1 icermesi, olasiliktaki
kavramlarinin bireyler icin énemli bir yere sahip olmasi (Ozmantar, Bingélbali ve Akkog, 2008),
matematiksel siire¢ becerilerinden olan akil yiiriitme becerilerinin kazandirilmasi igerisinde
olasilikli diisiinme yollarinin edinilmesi (Borovenick ve Peard, 1996; MEB, 2013) ve yine olasilik
konusunun orantisal akil yiiriitme becerilerini desteklemesi ve olasilik kavramlarinin okul
oncesi O0gretim programindan baslamak {izere biitiin 6gretim programlarinda yer almasinm
gerektirmistir (NCTM, 2000). Dolayisiyla olasilikta hatay1 tespit edebilme sadece konuyu
o6grenmislik degil, bir bakima da dogru diisiinme becerisinin bir dnciilii olarak goriilebilir.

Literatiirde olasilik ¢alismalar: 6zellikle dilin ve sezginin olasilikli diisiinmeyi nasil etkiledigi
tizerinedir (Amir ve Williams, 1999; Jones, Langrall, Thornton ve Mogill, 1997; Sharma, 2012;
Sharma, 2015; Fischbein, Nello ve Marino, 1991). 1$te burada hatalar tespit becerisi; dil, sezgi
ve konu bilgisini igerisinde barindirma 6zelligi ile 6nem arz etmektedir. Dolayisiyla olasilik
konusundaki hatay1 tespit ¢alismalari olasilikli diisiinme yollarini gelistirmeyi tetikleyici bir
etkiye sahip olabilir. Bu durumda ise mevcut yanilgilar devreye girer.

Olasilikla ilgili genel kavram yanilgilari; 6rnek uzayi farkli sekilde temsil etme ve pes pese ayni
olayin olma olasiliginin diisiik olmasini iceren olumsuz veya olumlu sonralik etkisi, basit ve
bilesik olaylara dair yanilgilar, olayla ilgisi olmayan fakat olayin olma olasiligini degistirdigini
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diisiinmeye dair birlesme yanilgisi, 6rneklem biiyiikliglinii g6z oniline almama bi¢cimindedir
(Cakmak ve Durmus, 2015; Dereli, 2009; Fischbein ve Schnarch, 1997; Garfield ve Ahlgren,
1988; Li ve Pereira-Mendoza, 2002; Memnun, 2008; Mut, 2003). Ayrica 6grencilerin 6rnek uzayi
olusturmadan olasilig1 belirledikleri (Shaughnessy ve Ciancette, 2002) ya da bilesik olaylarda
olasilig belirleyemedikleri de (Kazak, 2014) ortaya konulmustur.

Olasilik konusunda kavram yanilgilarinin ve =zorluklarin ¢okeca olmasi, bu konunun
anlasilmasinin zor oldugunu disiindiirmektedir. Sebebi ne olursa olsun anlasilmas1 gii¢ olan
olasilik konusu icin bu zorluklar1 giderecek ¢6ziim 6nerilerinin sunuldugu goriilmustiir (Celik ve
Glines, 2007; Fischbein ve Schnarch, 1997; Kazak, 2014; Memnun, 2008). Bu nedenle olasilik
konusunun o6nemli oldugu ve ilizerinde daha fazla arastirma yapilmasi gerektigi kanaatine
varilmistir. Ayrica olasilikli diisiinme becerisi iizerine ¢alismalar (Jones, Langrall, Thornton ve
Mogill, 1997; Sharma, 2015), uzun hedefte diisiinebilen, tartisabilen, akil yliriitme becerisine
sahip olabilen bireylerin yetismesi icin gelecege 1s1k tutmaktadir. Bu bireyleri yetistirecek
olanlar ise 6gretmenlerdir. Matematik 6gretmenlerinin bu 6zellikte bireyler yetistirebilmeleri
icin 6ncelikle bu 6zelliklere kendilerinin de sahip olmasi ve 6nemsemesi gerekir. Ogretmen
yetistiren kurumlarin, tiniversitelerin egitim fakiilteleri oldugu g6z oniine alindiginda 6gretmen
adaylar1 bu arastirmanin temelini olusturmustur. Olasilik konusunda yapilan ¢alismalara
bakildiginda hatalarin belirlendigi ¢cokca calisma olmasina ragmen hatalara yaklasimi iceren bir
calismaya rastlanamamistir. Bu nedenle matematik 6gretmen adaylarinin olasilik konusunda
hataya yaklasim durumlarinin belirlenmesine ihtiya¢ vardir. Bu kapsamda ¢alismanin amaci
matematik 6gretmen adaylarinin olasilik konusundaki hatali ¢6ziilmiis sorulara yaklasimlarim
incelemektir.

2. Yontem

2.1. Arastirma Deseni

Bu calismada Ogretmen adaylarinin olasilik konusundaki hatali ¢6ziilmiis sorulara olan
yaklasimlari derinlemesine arastirildifindan nitel yaklasimlardan durum calismasi yontemi
kullanilmistir. Nitel yaklagimin genel bir kabul géren tanimi olmamasina ragmen nitel yaklasim,
arastirmaya katilan kisilerin bir duruma karsi bakis agilarinin gergekei ve biitiinctl bir sekilde
incelenmesidir (Ekiz, 2009; Yildinm ve Simsek, 2013). Nitel yaklasim icerisinde yer alan
yontemlerden biri olan durum c¢alismasi bir veya birka¢ durumun derinlemesine arastirildigy,
temel amaci ilgili durum hakkinda detayli bir betimleme yapmak olan bir yontemdir
(Biiytikoztiirk, Kilig Cakmak, Akgiin, Karadeniz ve Demirel, 2011; Yildirim ve Simsek, 2013). Bu
calismada da 68retmen adaylarinin olasilik konusuyla ilgili hatali ¢6ziilmis olan sorulara karsi
yaklasimlari bir durum olarak belirlenmis ve bu durum detayl bir sekilde ele alinmistir. Bu
nedenle arastirma yontemi olarak nitel yaklasimlardan durum c¢alismasi yontemi kullanilmistir.

2.2. Arastirmanin Katilimcilari

Calismanin katilimcilarim bir devlet iiniversitesinin Matematik Ogretmenligi Programinin
besinci sinifinda 6grenim géren 25 matematik 6gretmeni adayr olusturmustur. Ornekleme
yontemi olarak amagh érnekleme tiirlerinden 6l¢iit érnekleme kullanilmistir. Olgiit 6rnekleme,
bir arastirma igerisinde belli niteliklere sahip olan kisi, olay veya nesnelerle ¢alisma imkani
vermektedir (Biiytikoztirk vd., 2011). Bu c¢alismada da 6gretmen adaylarinin Olasilik ve
Istatistik-I-1I derslerini almis olmalar1 6lgiitlerden biridir. Ayrica 6gretmen adaylarinin
programda ki alan egitimi derslerinin ¢ogunu almis olmalar1 hatalara karsi farkli bir bakis
acisina sahip olabileceklerini diisiindiirmiistiir. Bu durumda ayr bir 6l¢iit olarak gorilmiistir.
Arastirmaya katilan 6gretmen adaylar Kj, K, ..., Kzs olarak kodlanmis ve bu kodlar kullanilarak
veriler sunulmustur.
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2.3. Veri Toplama Araci ve Verilerin Toplanmasi

Calismada kullanilan veri toplama araci literatiir de mevcut dort soru (Donmez, 2011;
Stangroom, 2009) ve bunlara ait hatali ¢6ziimlerden olusmaktadir. Veri toplama araci ilk olarak
alti1 soru ve bunlarin hatali ¢oéziimlerinden olusacak sekilde hazirlanmistir. Hazirlanan veri
toplama araci uzman gorislerine dayali olarak hatali ¢6zlimleriyle birlikte dort soruya
indirilmistir. Ciinkii sorulardan bir tanesinin yapilabilirliginin diisiik oldugu, digerinin ise
olasilik konusu 6rnek uzay kavrami ile dolayl iliskili bir konuyu icerecek sekilde oldugu
distiniilmiistiir. Veri toplama aracinda yer alan hatali ¢oziimlerin hepsi 6rnek uzayin
olusturulamamasi ile ilgilidir. Birinci soru direkt 6rnek uzay: olusturamama ile ilgiliyken, ikinci
ve lciincii soru verilen kosulun goz ardi edilmesi sonucu 6rnek uzayi olusturamama ile ilgilidir.
Dordiincii soruda ise hem ornek uzay olusturulamamis hem de soruda verilen kosul goz ardi
edilerek ¢6ziim yapilmistir. Veri toplama araci 6gretmen adaylarina yazili olarak sunulmustur.
Yeterli siire taninarak 6gretmen adaylarindan sorulara yapilmis olan c¢oziimlerdeki (varsa)
hatalar1 belirlemeleri ve bu hatanin kaynaginin ne oldugunu agiklamalar: istenmistir. Bununla
birlikte ¢6ziimiin hatali oldugunu diistinenlerinde kendi ¢6ziimlerini yapmalar1 istenmistir. Elde
edilen veriler daha sonra analiz edilmistir.

2.4. Verilerin Analizi

Calismada Ogretmen adaylarindan elde edilen veriler, betimsel analiz yontemi ile analiz
edilmistir. Betimsel analiz yontemi, elde edilen verilerin ¢alismanin kavramsal yapisi, amaci goz
onlinde bulundurularak ve onceden belirlenmis olan kod, kategori ve temalara gore analiz
edildigi bir veri analizi yontemidir (Yildirim ve Simsek, 2013). Bu calismada da 6gretmen
adaylarinin veri toplama aracina vermis olduklari cevaplar dogrultusunda elde edilen veriler,
sorulara ¢6zlim olarak sunulan hatali ¢6ziimlerdeki hatalar1 belirleyebilmelerine ve soruya
yapmis olduklar1 kendi ¢o6zlimlerine doniik bir bicimde kodlanarak, c¢alismanin amaci
dogrultusunda 6nceden belirlenen kategoriler altinda siniflandirilmistir. Bu nedenle ¢alismanin
verileri betimsel analiz yontemi ile analiz edilmistir. Analiz edilen veriler tablolar halinde
okuyucuya sunulmus ve yorumlanmis olup, hemen hemen her kategori altinda verilen cevaplar
dogrudan alintilarla desteklenmistir.

Calismanin verilerinin analizinde kullanilan kod ve kategorilere iliskin agiklama Tablo 1’de
sunulmustur.

Tablo 1. Verilerin Analizinde Kullanilan Kategori ve Kodlar

Kategoriler Kodlar

1. Hatay tespit edememe 1-Y Hatay1 tespit edememe ve yapilan hatali ¢6ziimii dogru kabul etme

2-D Hatay1 yanlis tespit etme ve dogru ¢éziim yapma

2. Hatayi yanlis tespit etme 2-Y Hatay1 yanlis tespit etme ve yanlis ¢6ziim yapma

2-B Hatay1 yanlis tespit etme ve ¢6ziim yapmama

3-D Hatay1 kismen dogru tespit etme ve dogru ¢éziim yapma

3. Hataytkismen dogru tespit 3-Y Hatay1 kismen dogru tespit etme ve yanlis ¢oziim yapma

etme
3-B Hatay1 kismen dogru tespit etme ve ¢éziim yapmama
4-D Hatay! dogru tespit etme ve dogru ¢6ziim yapma
4. Hatayi dogru tespit etme 4-Y Hatay! dogru tespit etme ve yanlis ¢6ziim yapma

4-B Hatay1 dogru tespit etme ve ¢6ziim yapmama
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Tablo 1'de verilen kategorilerin tam olarak anlasilabilmesi icin bu kategoriler asagida detayl
olarak aciklanmistir.

Hatay: tespit edememe: Ogretmen adaylarinin veri toplama aracindaki sorulara iliskin verilmis
olan hatali ¢6ziim ve agiklamalar1 tamamen dogru kabul ettikleri durumlarin yer aldig
kategoridir. Bu kategori altinda 68retmen adaylarinin yapilan hatali ¢6ztimii tamamen kabul
etmelerinden dolay1 bu kategori altinda yanlis ¢6ziimi belirtmek {lizere yalnizca 1-Y kodu
kullanilmistir.

Hatay1 yanhs tespit etme: Ogretmen adaylarinin veri toplama aracindaki sorulara iliskin
verilmis olan hatali ¢6ziim ve agiklamalarin hatali oldugunu tespit ettikleri fakat hataya iliskin
yanlis agiklamalarda bulundugu veya benzer sekilde hatanin fark edilip fakat herhangi bir
aciklama yapmadan kendi ¢6ziimlerini yaptiklar1 durumlarin yer aldig1 kategoridir. Yapilmis
olan ¢6zlmler ise dogru, yanlis veya ¢6ziim yapilmama durumlar1 dikkate alinarak Tablo 1'de
belirtildigi lizere kodlanmustir.

Hatay1 kismen dogru tespit etme: Ogretmen adaylarimin veri toplama aracindaki sorulara
iliskin verilmis olan hatali ¢6ziim ve agiklamalarin hatali oldugunu tespit ettikleri ve bu hatalara
iliskin kismen dogru veya eksik aciklamalarda bulunduklari durumlarin yer aldig1 kategoridir.
Yapilmis olan ¢ozlimler ise dogru, yanlis veya ¢6ziim yapilmama durumlari dikkate alinarak
Tablo 1’de belirtildigi tizere kodlanmistir.

Hatay1 dogru tespit etme: Ogretmen adaylarinin veri toplama aracindaki sorulara iliskin
verilmis olan hatali ¢6ziim ve agiklamalarin hatali oldugunu tespit ettikleri ve bu hatalara iliskin
tam ve dogru agiklamalar getirdikleri durumlarin yer aldig1 kategoridir. Yapilmis olan ¢6ziimler
ise dogru, yanlis veya ¢6zliim yapilmama durumlari dikkate alinarak Tablo 1'de belirtildigi tizere
kodlanmustir.

3. Bulgular

Calismanin bu boliimiinde, 6gretmen adaylarinin; olasilik konusuna ait sorularin ¢éztimlerinde
yapilmis olan hatalar belirleyebilmeleri, bu yapilan hatalarin nedenlerini agiklayabilmeleri ve
O0gretmen adaylarinin bu olasilik sorularina kendi yapmis olduklari ¢éziimlere ait olan verilerin
analizinden elde edilen bulgulara ve bu bulgulara dayali olarak yapilan yorumlara yer
verilmistir. Bu baglamda, 6gretmen adaylarinin vermis olduklari cevaplar belirlenen kodlara ve
kategorilere gore siniflandirilarak her bir soruya ait frekans ve yilizdeler hesaplanmistir. Bu
bulgular ayr1 ayri1 olmak iizere tablolar halinde sunulmustur. Tablolarda yer alan bulgulara
iliskin 6gretmen adaylarinin cevaplarini yansitabilmek amaciyla dogrudan alintilara da yer
verilerek olusturulan kod ve kategoriler desteklenmistir.

Veri toplama aracinin ilk sorusu olarak “Uc tane madeni para aym anda havaya atildiginda
lictiniin de ayni yiiziiniin iiste gelme olasiligi nedir?” verilmistir. Bu soruya iliskin hatali ¢6ziim ise
“Ug tane hilesiz madeni para havaya atildiginda en azindan iki sonug aynidir. Ugiinciisiintin yazi ya
da tura olmasinin %50-%50 sanst vardir. Buna gére bu ii¢ sonucun hepsinin benzer olma olasiligi
1/2’ye esittir” seklindedir. Bu ¢oziimdeki hatanin temel nedeni ayn1 anda havaya atilan paralara
ait ornek uzay belirlenirken paralar icin {g¢iinciisiiniin denilerek bir siralama yapilmasidir.
Oysaki bu soruda 6rnek uzay olusturulurken siralamadan ziyade iist yiize hangi paradan ne
geldiginin 6nemi dikkate alinmalidir. Bu soruya iliskin 6gretmen adaylarindan elde edilen
bulgular Tablo 2’de verilmistir.
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Tablo 2. Birinci Soruya iliskin Frekans ve Yiizdeler

Kategoriler Kodlar Katilimcilar f %
1. Hatayi Tespit Edememe 1-Y Kz, Ks, K11, K21, K2s 5 20
2-D Ks, K7, K12, Kis, K16, K17, K19, K20 8 32
2. Hatay1 Yanls Tespit Etme 2-Y K1, Ke, Ko, K10, K13, K22 6 24
2-B Kis 1 4
3. Hatayi1 Kismen Dogru Tespit Etme 3-D K3, Ky, K15, K23, Kos 5 20
Toplam 25 100

Tablo 2 incelendiginde Ogretmen adaylarindan hig¢birinin sorunun ¢6ziimiindeki hatanin
nedenini tam olarak dogru tespit edemedigi fakat %20’sinin sorunun ¢6ziimiindeki hatay1
kismen dogru tespit ettikleri ve soruya yaptiklari ¢6ziimiin dogru oldugu goriilmektedir. Birinci
soruya 6gretmen adaylarindan Kis'in yapmis oldugu agiklama goéz éniinde bulunduruldugunda
yapillan ¢6ziimiin hatali oldugunu diisiindiigii fakat yaptigi aciklamanin eksik oldugu
gorilmiistir. Bununla birlikte soruya yapmis oldugu ¢6ziimiintin dogru oldugu gériilmektedir.
Kis'in birinci soruya vermis oldugu cevap Sekil 1'de sunulmustur.
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Sekil 1. Ky5'in birinci soruya vermis oldugu cevap

Birinci soruya ait Tablo 2’deki bulgular géz 6niinde bulunduruldugunda 6gretmen adaylarinin
%60’ 1min hatay1 yanlis tespit ettigi gorilmektedir. Bu kategoride yer alan cevaplar
incelendiginde Ogretmen adaylarinin ¢o6ziimi hatali buldugu fakat hatanin gerekgelerini
kavramsal a¢idan dogru ifade edemedigi veya hataya dair herhangi bir agiklama getirmedikleri
gorulmektedir. Ayrica bu 6gretmen adaylarinin %32’sinin birinci soruya yapmis olduklar
coziimlerin dogru oldugu goriilmektedir. Ki4'lin birinci soruya vermis oldugu cevap Sekil 2’de
sunulmustur. Ki4'lin cevabi incelendiginde hatanin ne oldugunu ifade etmedigi fakat 6rnek uzayi
olusturarak sorunun dogru ¢éziimiine ulasabildigi goriilmiistiir.
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Sekil 2. Ky4'tin birinci soruya vermis oldugu cevap

Birinci sorunun bulgularinin yer aldig1 Tablo 2’de 6gretmen adaylarinin %20’sinin yapilan hatal
coziimdeki hatay1 tespit edemedikleri ve yapilan ¢oziimi ve aciklamay1 dogru kabul ettikleri
gorilmiistiir. Bu kategoriye iliskin 6gretmen adaylarindan Kz1'in cevabi Sekil 3’te sunulmustur.
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Sekil 3. Kz1'in birinci soruya vermis oldugu cevap

Birinci soruya iliskin 6gretmen adaylarinin vermis olduklar1 cevaplar incelendiginde hatayi
dogru tespit etmede basarili olamadiklar1 goriilmiistiir. Fakat hatay1 kismen dogru ve hatayi
yanlis tespit eden Ogretmen adaylarinin %50’den fazlasinin sorunun dogru ¢6zimiini
yapabildikleri dikkat cekmektedir. Ogretmen adaylarindan dogru ¢6ziim yapanlarin, sorudaki
deney sonucunda olusan 6rnek uzayi ezbere dayali olan bilgilerle yazabildikleri veya drnek
uzayin eleman sayisini formiil ile hesaplayabildikleri goriilmiistiir. Bu baglamda hatayr dogru
tespit edememelerinin ve agiklama yaparken dogru gerekceler sunamamalarinin temel nedeni,
deney sonucunda ornek uzayin nasil olustugunun kavramsal olarak bilinmemesi ile iliskili
oldugu diistiniilebilir.

Veri toplama aracinin ikinci sorusu “Uzun yillar evinden ayri kalan bir adam tekrar evine
ddnerken yagslar farkli iki cocuguna hediye almak ister. Her nedense adam ¢ocuklarindan birinin
kiz oldugunu hatirlamasina karsin diger cocugunun cinsiyetini bir tiirlii hatirlayamaz. Hediye
oyuncaklart ¢ocuklarinin cinsiyetine gére alacak olan bu adam, cinsiyetini bilmedigi ¢ocugunun
erkek olma olasiliginin daha yiiksek olacagini diistinerek oyuncagi erkek oyuncagi olarak alir. Sizce
adamin se¢cimi dogru mudur?” olarak verilmistir. Bu soruya iliskin hatali ¢6ziim ise “Yanlistir.
Adamin cinsiyetini hatirlayamadigi ¢cocugunun kiz olma olasiligi ile erkek olma olasiligi egittir ve
bu olasilik 1/2°dir” seklindedir. Bu ¢6ziimdeki hatanin temel nedeni 6rnek uzayin, sorunun
icerisinde birinin kiz oldugunu hatirlamasi seklinde verilmis olan kosulun g6z ardi edilerek
olusturulmasidir. Yani soru bir kosullu olasilik sorusudur. Bundan dolay1 érnek uzay kosula
bagh kalinarak olusturulmalidir ve ¢6ziim bu sekilde yapilmalidir. Bu soruya iliskin 6gretmen
adaylarindan elde edilen bulgular Tablo 3’te verilmistir.

Tablo 3. ikinci Soruya iliskin Frekans ve Yiizdeler

Kategoriler Kodlar Katilimcilar f %
] K1, Kz, K3, Ky, Ks, Ke, K7, Ks, Ko, K0, K11, K13
1. Hatayi Tespit Ed 1-Y T e Y T T 22 88
atayt Tesptt Laememe Kis, Kis, K16, K17, K20, K21, K22, K23, K24, Kos
2. Hatay1 Yanlis Tespit Etme 2-Y Kiz, K19 2 8
4. Hatayi Dogru Tespit 4-D Kis 1 4
Etme
Toplam 25 100
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Tablo 3 incelendiginde 6gretmen adaylarindan yalnizca birinin (%4) ikinci soruya yapilan
¢ozlimdeki hatay1 dogru tespit ettigi ve soruya dogru bir ¢éziim yaptig1 goérilmektedir. Kig'in
ikinci soruya iliskin vermis oldugu cevap aynen asagida Sekil 4’te verilmistir.
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Sekil 4. K1¢'in ikinci soruya vermis oldugu cevap

>0

Kig'in vermis oldugu cevapta “birinin kiz oldugu bilindigi” kosulu g6z 6niinde bulundurularak
o6rnek uzay dogru olusturulmustur. Buna bagh olarak bu 6rnek uzay icerisinden adamin
cinsiyetini hatirlayamadigi cocugunun erkek olma olasiliginin daha yiiksek oldugu Kjs tarafindan
belirlenmis ve istenen duruma ait olasilik rahat bir bicimde tespit edilmistir.

Ikinci soruya iliskin bulgular incelendiginde, hatay tespit edememe kategorisi altinda 6gretmen
adaylarinin %88’inin yer aldig1 dikkat ¢ekici bir bulgudur. Buna goére 6gretmen adaylarinin ¢ok
biiytik bir kisminin bu soruya yapilan ¢dziimiin hatali olmadigim1 diistinerek ¢6ziimii kabul
ettikleri goriilmektedir. Bu kategori altindaki 6gretmen adaylarinin bu soruda verilen kosulu
dikkate almadiklar1 veya fark etmedikleri ve buna baglh olarak verilen hatali cevaptaki ile aym
sekilde tek bir cocugun cinsiyetinin olasiig1 gibi diistindiikleri goriilmektedir. Bu kategori
altinda yer alan 6gretmen adaylarindan K;'in vermis oldugu cevap Sekil 5’te verilmistir.
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Sekil 5. K;'in ikinci soruya vermis oldugu cevap

Ikinci soruya iliskin 6gretmen adaylarinin vermis olduklar1 cevaplar incelendiginde 6gretmen
adaylarinin tamamina yakininin hatay: tespit edemedikleri ve yapilan hatali ¢6ziimt dogru kabul
ettikleri gbze carpmaktadir. Hatay1 tespit edememelerindeki sebebin olasilik sorularindaki
kosulun fark edilmedigi veya onemsenmedigi seklinde oldugu, ayrica bu kosulun sorunun
¢o6zlimiinde kullanilmasi gereken bir bilgi oldugunun goz ardi edildigi diisiiniilebilir. Bununla
birlikte 6gretmen adaylarinin bilesik olaylar ile basit olaylarin olasiliklarini ayirt edemedikleri
ve ¢ozimi bir olay Uzerinden yani basit olaylarin olasiig1 gibi ¢6zmeye egilimli olduklar
diisiiniilebilir. Ayrica 6gretmen adaylarinin kosullu olasilik sorularinda kosulu goz oniinde
bulundurarak o6rnek uzay olusturabilmeleri beklenirken, bu yonde istenilen dogru cevabi
verebilen ve dogru gerekcelendirebilen yalnizca bir 6gretmen aday1 olmasi dikkat cekicidir.

Veri toplama aracinin ii¢iincii sorusu “Ikiser tane cekmecesi olan iic masay! géz éniine alalim.
Birinci masanin her bir ¢ekmecesinde birer altin, ikinci masanin bir ¢cekmecesinde altin ve diger
cekmecesinde bir giimiis ve li¢iincli masanin her bir cekmecesinde birer giimiis vardir. Masalarin
cekmecelerinde bunlarin hangilerinin oldugu bilinmiyor. Bir ¢cekmeceyi agan birisi bu ¢cekmecede
altin bulursa, ayni masanin diger ¢cekmecesinde de altin bulma olasiligi nedir?” olarak verilmistir.
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Bu soruya iliskin hatali ¢6ziim ise “Coziim 3 masaya gore diisiintilmelidir. Burada 3 masa vardir ve
her iki goziinde de altin olan bir tane olup dogru masayi secme olasiligt 1/3 ve dogru cekmeceyi
bulma olasiligt 1/2 olup altinlart bulma olasilig: (1/3).(1/2)=1/6 olur” seklindedir. Bu ¢oziimdeki
hatanin temel nedeni, sorunun kosullu olasilik sorusu olmasinin goz ardi edilerek cekmecesinde
iki tane giimiis olan masanin ¢éziime dahil edilmesidir. Bu hatanin devaminda, énce altin olan
cekmecelerden birinin a¢ildigini ve daha sonra ayni masanin diger ¢ekmecesinde de altin
bulunmasi gerektigi kosuluna dikkat edilmeden ¢6ziimiin en basindan her iki cekmecesinde de
altin olan masaya odaklanilmis ve ikinci masa tamamen goz ardi edilmistir. Yani ikinci masanin
bir cekmecesinde altin olma durumu, ¢6ziim yapilirken tiim durumlarin olusturulmasi esnasinda
diistiniilmesi gerektigi ihmal edilmistir. Bu durumlar géz 6niinde bulundurularak kosula bagh
ornek uzay olusturularak tiim durumlar belirlenmelidir. Olusturulan 6rnek uzay icerisinden
istenilen durumun kolay bir bicimde belirlenebilecegi ve dogru ¢6ziime ulasilabilecegi aciktir. Bu
soruya iliskin 6gretmen adaylarindan elde edilen bulgular ise Tablo 4’te yer almaktadir.

Tablo 4. Ugiincii Soruya iliskin Frekans ve Yiizdeler

Kategoriler Kodlar Katilmailar f %

1. Hatayi Tespit Edememe 1-Y Ko, Ks, K11, K14, Kis, K24 6 24

2. Hatay1 Yanlis Tespit Etme 2-Y Kio Kiz, Kiz, Ki7, Kig, Kag, Koo, 10 40
K22, K23, Kos

3. Hatayi Kismen Dogru Tespit Etme 3-Y K3, Ka, Ks, K16, K21 5 20

4. Hatayi Dogru Tespit Etme 4-Y K1, K7, Kg, Ko 4 16

Toplam 25 100

Tablo 4 incelendiginde 68retmen adaylarindan iiciincii soruya yapilan ¢6ziimdeki hatay1 dogru
tespit edenlerin oraninin %16 oldugu goriilmektedir. Ayni1 zamanda hatay1 dogru tespit eden
O0gretmen adaylarinin tamaminin, sorunun ¢6ziimiinii dogru yapamadigl da dikkat cekmektedir.
Ugiincii soruya verilen cevaplardan hatayr dogru tespit etme kategorisi altinda yer alan Ko¢'un
cevabr asagida Sekil 6’da verilmistir. Ko'un vermis oldugu cevapta soruya yapilmis olan
¢oziimdeki hatanin sorudaki kosulun dikkate alinmadan yapildig1 ve drnek uzayin yanlis ele
alinmasindan dolay1 yapilan ¢éziimiin hatali oldugu tespit edilmistir. Fakat bu durumu, yapmis
oldugu ¢6zlime yansitamamasindan dolay1 Kq¢'un tgiincii soru i¢in yapmis oldugu ¢6ziim hatali
olmustur.
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Sekil 6. Ko'un iic¢iincii soruya vermis oldugu cevap
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Ugiincii soruya iliskin bulgularin yer aldig1 Tablo 4’teki bir diger kategori olan hatay1 kismen
dogru tespit eden 6gretmen adaylarinin orani %20 olarak gortilmektedir. Hatay: kismen dogru
tespit eden 6gretmen adaylarinin igiincii sorunun bir kosullu olasilik sorusu oldugunu fark
ettikleri fakat bu durumu kavramsal olarak ifade edemedikleri yani gerekcelerini net olarak
aciklayamadiklar1 dikkat ¢ekmektedir. Bu kategori altinda yer alan 6gretmen adaylarindan
Kig'nin cevab1 Sekil 7’de verilmistir. Kig'nin cevabina dikkat edildiginde “kosullu olasilik”
bilgisinin var oldugu fakat aciklamanin yetersiz yapildigi, bunun da nedeninin kosullu olasilik
sorularindaki kavramsal anlamanin tam olarak olusamadigi ve ¢o6ziimi kosullu olasilik
sorularinda kullanilan formiil ile ezbere dayali olarak yapmaya ¢alistig1 gériilmiistiir.
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Sekil 7. K1¢'nin iiciincii soruya vermis oldugu cevap

Veri toplama aracindaki ti¢iincii soruya iliskin verilen hatali ¢6ziimii ve agiklamay1 tam olarak
kabul eden, yani hatay1 tespit edemeyen 6gretmen adaylarinin oraninin %24 oldugu tespit
edilmistir. Bununla birlikte yapilan hatali ¢6ziimii dogrulayarak kabul ettikleri goriilmiistir. Bu
kategori altinda 6gretmen adaylarindan Ks'in cevabi asagida Sekil 8’de aynen sunulmustur.
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Sekil 8. Ks'in iiciincii soruya vermis oldugu cevap

Ugiincii soruya iliskin 6gretmen adaylarinin cevaplari incelendiginde %76’sinin yapilan hatal
¢oziimde hata oldugunu fark ettikleri fakat hatayr tamamen dogru tespit ederek, kavramsal
olarak mantikli ve dogru gerekcelerle aciklayabilenlerin oraninin geri kalan kisma oranla daha
az oldugu ilgi cekicidir. Ayrica bu soruya iliskin 6gretmen adaylarinin yapmis olduklar
¢oziimlerin tamaminin da hatali olmasit “kosullu olasilik” konusunda 6gretmen adaylarinin
o0grenmelerinin yeterli olmadig1 diisiiniilebilir. Bunun disinda bazi 6gretmen adaylarinin ise
formiiller yolu ile ezbere dayali olan bilgilerini kullanmaya ¢alistiklar1 ve bu ezbere dayal olan
hatali hatirlamalarindan dolay1 ¢6ziimiin yanlis olarak ortaya ¢iktig1 dikkat cekmektedir. Halbuki
kosula dayali olarak 6rnek uzayin olusturulmasinin gerekliligi 6gretmen adaylari tarafindan acgik
bir bicimde kavranilmis olsa yapilan hatali ¢6ziim daha net bir bigimde fark edilebilirdi.

Veri toplama aracinin dérdiincii sorusu “U¢ kartin birisinin iki yiizii beyaz, digerinin iki yiizii
kirmizi ve son kartin ise bir ylizii beyaz ve diger yiizii de kirmizidir. Bu kartlar kapali bir torbaya
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dolduruluyor ve bunlardan birisini secerek bir yiiziinii gérmeden masanin lizerine koyuyor.
Gériinen kistm beyaz olduguna gére diger yiiziinde beyaz olma olasiligi nedir?” seklinde olup bu
soruya iliskin yapilan hatali ¢6ziim ise “Torbada 3 kart var ve yiiz olarak ii¢ tane yliz beyaz, ii¢
3
(6%) = % dir” seklindedir. Bu
¢oziimde yapilan hatanin nedenleri incelendiginde oOncelikle kartlarin her bir yiiziiniin
kartlardan bagimsiz diistiniilerek 6rnek uzayin yanlis olusturuldugu goérilmektedir. Bununla
birlikte soruda verilen kosulun da g6z oniinde bulundurulmasi beklenen bir durum olmasina

tane yiiz kirmizidir. Béylece her iki ylizii de beyaz secme olasiligy;

ragmen yapilan c¢oziimde bu durum dikkate alinmamistir. Ayrica (g) seklinde yapilan

kombinasyon islemi ile 3 beyaz yiiz arasindan rastgele iki beyaz yiiziin se¢imi yapilmis olup bu
da yine kartlara ait yiizlerin kartlardan bagimsiz olarak diisiiniilmesinden kaynaklanmistir.
Calismaya katilan 6gretmen adaylarinin bu hatalar tespit etmeleri ve dogru ¢6ziim yapmalari
beklenmektedir. Ogretmen adaylarinin doérdiincii soruya iliskin bulgular1 Tablo 5’te
sunulmustur.

Tablo 5. Dérdiincii Soruya iliskin Frekans ve Yiizdeler

Kategoriler Kodlar Katilimcilar f %
1. Hatayi Tespit Edememe 1-Y Ke, K21, K23 3 12
K1, K2, K4, Ks, Ks, K10, K11, K13,
2-Y 16 64
. K14, K15, K17, K18, K19, K22, K24, K25

2. Hatay1 Yanlhs Tespit Etme

2-B K3 1 4
3. Hatayi1 Kismen Dogru Tespit Etme 3-Y K7, K12, K16, K20 4 16
4. Hatayi1 Dogru Tespit Etme 4-Y Ko 1 4
Toplam 25 100

Tablo 5 incelendiginde 6gretmen adaylarindan yalnizca birinin (%4) dordiincii soruya iliskin
verilen ¢oziimdeki hatay1 dogru tespit ettigi ve dogru gerekgelendirdigi fakat bu gerekcelerini
kendi ¢6zlimiine tam olarak yansitamadigi gorilmiistiir. Bu durumu gosteren Ko'a ait cevap Sekil
9’da aynen verilmistir. Ko'un kosula bagh olarak érnek uzay1 olusturmadan ezbere dayal islem
yapmasi sonucu ¢6ziimii yanls olarak ortaya cikmistir.
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Sekil 9. Ko’'un dordiincii soruya vermis oldugu cevap
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Tablo 5 incelendiginde doérdiincii soruya 68retmen adaylari tarafindan verilen cevaplar arasinda
hatay1 dogru ve kismen dogru tespit edenlerin yani sira hatayr yanlis tespit edenlerin de
bulundugu ve bu kategori altindaki 6gretmen adaylarinin oraninin ise %64 ile dordiincii soruya
verilen cevaplarin yarisindan fazlasini olusturdugu goriilmektedir. Ayni zamanda bu 6gretmen
adaylarinin dordiincii soru icin yaptiklari ¢oziimlerinde yanlis oldugu goze ¢arpmaktadir. Bu
kategori altinda yer alan Kz4'iin bu soruya iliskin cevabi Sekil 10’da verilmistir.
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Sekil 10. K;4'iin doérdiincii soruya vermis oldugu cevap

Kz4'lin cevabi ele alindiginda kartlarin yiizlerinin kartlardan ayri bir bicimde diisiiniilemeyecegi
vurgulanmistir. Bununla birlikte kosula bagh olarak olusturulmasi beklenen 6rnek uzay yerine
yalnizca son duruma odaklanarak ¢oziim yapildig1 ve bilesik olaylarin olma olasiliginin goz
oniinde bulundurulmadan direkt basit olaylarin olasiligina yonelinmesi ile ¢éziimiin yanlis
yapilmasina yol actifi goriilmektedir. Bu durum 6gretmen adayr Ki4'lin olasiik konu alan
bilgisindeki eksikliginden kaynaklandig: diisiiniilebilir.

Dordiincii soruya ait olan bulgularin yer aldig1 Tablo 5’teki bir diger kategori olan hatay tespit
edememe altinda O6gretmen adaylarinin %12’sinin yer aldigi goriilmektedir. Hatay:1 tespit
edemeyen O6gretmen adaylar1 dordiincii soruya cevap olarak verilen hatali agiklamay1 kabul
ettikleri ve yapilan hatali islemin dogrulugunu acgiklama egiliminde olduklari ise dikkat cekicidir.
Hatay1 tespit edemeyen 6gretmen adaylarindan Kzi'in vermis oldugu cevap asagida Sekil 11’de
verilmistir.
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Sekil 11. K,4'in dérdiincii soruya vermis oldugu cevap

miz 20

Dordiincii soruya iliskin 6gretmen adaylarinin cevaplari incelendiginde %88’inin yapilan hatali
¢oziimde hata oldugunu ifade ettikleri goriilmektedir. Bununla beraber bu gruba dahil olan
O0gretmen adaylarinin icerisinde hatayr dogru tespit ve kismen dogru tespit edenlerin oraninin
%20 ile hatayr yanlis tespit edenlerden ¢ok daha dusiik bir orana sahip oldugu dikkat
cekmektedir. Bu durum goéz oOniinde bulunduruldugunda o6gretmen adaylarinin olasilik
konusunda yer alan kosullu olasilik sorularinda kavramsal 6grenmelerinin eksik oldugu, buna
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baglh olarak 6rnek uzayi netlestiremedikleri ve bununla birlikte kosullu olasilik sorularina dogru
¢6zlim yapamadiklari veri toplama aracinin ti¢iincii sorusunda oldugu gibi dérdiincii sorusunda
da ortaya ¢cikmustir.

4. Tartisma ve Sonug¢

Bu calismada matematik 6gretmen adaylarinin olasilik konusundaki hatali ¢6ziilmiis olan
sorulara yaklasimlar: incelenmistir. Ogretmen adaylarina uygulanan veri toplama aracinda yer
alan sorular ve hatali ¢oziimleri olasilik konusunun temel kavramlarindan biri olan 6rnek uzayin
olusturulabilmesini icermektedir. Ornek uzayin olusturulabilmesi ve bu érnek uzay icerisinden
istenen durumun belirlenerek ¢6zlime ulasilabilmesi olasilik konusunun énemli bir durumudur.
Ciinki olasilik konusunda deney sonucu 6rnek uzayin olusturulmasi sorulara yaklasimin 6nemli
bir adimi olarak disiiniilmektedir (Firat, Giirbiiz ve Dogan, 2016; Jones, Langrall, Thornton ve
Mogill, 1999; Memnun, 2008). Bu ¢alismadan elde edilen bulgulara dayali olarak ortadgretim
matematik 6gretmen adaylarinin, temelinde 6rnek uzay olusturma olan hatali ¢éziimlerdeki
hataya yaklasma durumlari incelendiginde 6gretmen adaylarinin biiyiik bir kisminin kosullu
olasilik sorularindaki 6rnek uzayi olusturamadiklar: belirlenmistir. Buna karsin kosula dayal
olmayan olasilik sorusunda drnek uzayin olusturulabildigi veya formdiil ile 6rnek uzayin eleman
sayisin1 hesaplayabildikleri goriilmiistiir. Ornek uzayin hatali bir bicimde olusturuldugunu fark
ederek, soruya ait 6rnek uzay1 net bir bicimde yazabilen 6gretmen adaylarinin hatali ¢ézimi
kabul etmeyerek, bu durumu gerekgeleriyle acikladiklar1 ve soruya dogru ¢6ziim yapabildikleri
de dikkat gekici bir bulgudur. Shaughnessy ve Ciancette (2002)'nin yapmis olduklar1 ¢calismada
da oOgrencilerin olasilik sorularina 6rnek uzayr olusturmadan ¢oziimler yaptiklari ortaya
konmustur.

Diger taraftan kosullu olasilik sorularina yapilmis olan hatali ¢éziimlerde ise benzer sekilde
ornek uzayin kosula dayali olarak olusturulmasi gerektigini tespit ederek hataya yaklagmalari
beklenen 6gretmen adaylarinin biiytik bir kismi hatanin érnek uzayin hatali olusturulmasindan
kaynaklandigini fark edememis ve bundan kaynakli olarak kendileri de soruyu yanls
¢ozmiislerdir. Bununla birlikte 6gretmen adaylarinin bir boliimu ise sezgisel olarak, yapilan
¢oziimde bir hata oldugunu fark edebilmis fakat hatanin neden kaynaklandigini belirleyememis
ve dolayisiyla sorunun dogru ¢oziimiine de ulasamamislardir. Bu durumun temelinde ise
O0gretmen adaylarinin olasilik konusundaki temel kavramlari tam olarak anlayamadiklari,
iliskileri kuramadiklar1 ve ezbere dayali, sezgileri yolu ile ¢dziim yapmaya c¢alistiklar
diisiiniilebilir. Olasilik konusundaki sorulara sezgisel olarak yaklasma beklenen bir durum
olmasina ragmen bu sezgileri dogru islemlerle biitiinlestirmekte bir o kadar énemlidir. Kazak
(2014) bu durumu, olasilik konusunun giinliik yasam durumlari ile yakindan alakali olmasi
sebebiyle sezgisel olarak yaklagsmanin miimkin olacaginmi fakat bu sezgilerin karmasik akil
yuriitme gerektiren durumlarda yetersiz kalacagi ve kavram yanilgilarina sebep olacagini
belirtmistir. Hatay tespit ise dil, sezgi, konu bilgisi ve diisiinme becerisini kullanmay icine alan
bir olgu olup 68retmen adaylarinin bu alanlardaki eksikligi aciktir. Hata analiz stirecine dahil
olmanin bu eksiklikleri gidermede etkili olacag1 diistiniilmektedir. Benzer sekilde Borasi
(1986;1989) hata yaklasimlar1 ile matematigin dogasinin daha iyi anlasilabilecegini ifade
etmistir. Ogretmen adaylarinin olasilik konusundaki hatali ¢oziim yapilmis olan sorulara
yaklasimlari mantiksal akil ylriitme ve muhakeme becerileri ¢ercevesinde olusabilmektedir. Bu
baglamda hatalara yaklasimin 0Ogretmen adaylarinin bu oOzelliklerini gelistirebilecegi
soylenebilir. Heinze ve Reiss (2007), geometri alaninda hatalarin 68rencilerin muhakeme etme
becerilerine olumlu anlamda etkisinin oldugunu ortaya koymuslardir. Hatalar, gizli kalmis bazi
noktalar1 ¢ikararak matematiksel kavramlari gelistirebilmekte (Borasi, 1986), problem
durumlar1 karsisinda ne yapabilecegine karar verebilme yetisi kazandirabilmektedir (Borasi,
1994).

Ogretmen adaylarinin kendi yapmis olduklar1 ¢éziimlerde ise basit olay ile bilesik olayin
ayrimini yapamadiklar1 dikkat cekmektedir. Bilesik olaylarda ¢6ziim i¢in yapilmasi beklenen
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islemlerden ziyade basit olaylarin olasiliklarinin hesaplanmasi seklinde islem yaptiklar
gorilmiistir. Shaughnessy ve Ciancetta (2002)’nin yapmis olduklari ¢alismada da benzer sekilde
bilesik olaylarin olasiliklarinin hesaplanmasinda 6grencilerin basit olaylarin olasiliklarinin
hesaplanmasina gore daha zayif olduklar belirtilmistir. Buna neden olan durum ise olasilik
konusunda kavramsal anlamanin matematik 6gretmen adaylar1 tarafindan tam olarak
gerceklesmemesidir. Kavramsal anlamanin tam olarak gergeklestiginin gézlemlenebilmesi icin
bireyin yalnizca kavrami tanimlamasi degil ayni zamanda kavramlar arasi iliskilerin ve
farkliliklarin birey tarafindan ortaya konulmasi ve buna bagh olarak ¢6ziime ulasilabilmesine
bakilmalidir (Baki, 2006). Matematik 6gretmen adaylarinin hatali olan ¢éziimlere yaklasimlarina
ve yapmis olduklar1 ¢6zlimlere dikkat edildiginde hatanin nedeni fark edilmis olsa bile dogru
¢oziime ulasamadiklar1 goriilmektedir. Bu durumda hatalarin sadece tanimlanabildigi
anlasilmaktadir. O halde 6gretmen adaylarinin Peng ve Luo (2009) tarafindan gelistirilen hata
analizi basamaklarinin en altinda yer alan tanimlamada kaldiklar1 gorilmistiir. Olasilik
konusunda 6nemli olan olaylarin nasil olustugunun fark edilmesidir. Bununda net bir bicimde
olusabilmesi icin iyi bir kavramsal bilgi ve anlama gereklidir. Bunun i¢in hatalar1 temel alan
Ogretim aktivitelerinin etkili olabilecegi sdylenebilir. Hatalarin temel alindig1 6gretim sayesinde
dogru ve yanlisin farkina varilabilir. Hatalar iizerinden yeni fikirler ortaya konabilir ve
Ogrencileri diisiinmeye ve arastirmaya sevk ettirilebilir (Borasi, 1989). Yine hata yaklasimlarinin
surece odakli olmasinin, kavramsal diizeyde 6grenme icin etkili oldugu ortaya konulmustur
(Rach, vd, 2013). Bu sekilde hatalarin farkina varilmasinin yani sira bu hatalarin kavramsal
sebeplerine de odaklanilmis olunur.

Matematigin bir¢ok konusu gibi olasilik konusunun da soyut kavramlar igerisinde
bulundurmasi, 6grenciler tarafindan, 6gretmen adaylar1 tarafindan ve hatta 6gretmenler
tarafindan olumsuz bir tutumla yaklasilan bir konu haline gelmesi bir¢ok arastirmaci tarafindan
ortaya konmustur (Bulut, 2001; Memnun, 2008; Ozdemir, 2012). Bu olusan olumsuz tutumun
ortadan kaldirilabilmesi amaciyla olasilik konusunun 6gretimi yapilirken bilgisayar destekli
ogretimden, isbirlikli 6grenme yaklasimindan ve hatta cesitli 68retim materyallerinden
yararlanilabilecegi diisiiniilmektedir (Esen, 2009; Giirbiiz, 2006; Glirbiiz, 2008; Keskin ve Kilig,
2016). Bununla birlikte olasilik konusunun 6gretiminde, hataya yaklasimlar1 temel alan hata
temelli aktivitelerin kullanilmasinin da bu olumsuz tutumlar1 degistirmede etkili olacag
soylenebilir.

Ogretmen adaylarinin ileri ki 6gretmenlik hayatlarinda égrencilerin sahip oldugu hatalar analiz
edebilmeleri icin hata yaklasimlarimi iceren 6grenme ortamlarinin olusturulmasina ihtiyac
vardir. Bu nedenle 6gretmen adaylariyla hata temelli aktivitelerin kullanildigi 6grenme
ortamlar1 olusturulabilir. Hata temelli aktivitelerin kavramsal anlamaya etkisini ortaya
koyabilecek nicel ¢alismalar yapilabilir. Bu c¢alismada sadece olasilik konusuna yo6nelik hata
analiz silireci ortaya konmustur. Farkli konular iizerinde yine benzer calismalarin yapilmasi
onerilebilir. Ogretmen adaylarinin hata yaklagim siirecleri sadece yazih bir materyal kullanilarak
belirlenmeye calisilmistir. Buna benzer bir calisma goriisme verileriyle desteklenebilir. Bu
sekilde derinlemesine bir arastirma stirecine girilebilir.
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