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Yabana Uyruklu ilkokul Ogrencilerinin Egitim — Ogretiminde Yasanan

Sorunlara Iligkin Ogretmen ve Ogrenci Goriisleri’

Fisun GUNGOR?, E. Aysin SENEL?

Gelis Tarihi: 19.03.2018 Kabul Tarihi: 14.07.2018 Arastirma Makalesi

0Oz

Bu aragtirmanin amaci, Eskisehir ili ilkokullarinda 6grenim goéren yabanci uyruklu ilkokul
Ogrencilerinin egitim-0gretiminde yasanan sorunlart ve sorunlara yonelik ¢dziim Onerilerini
O6gretmen ve Ogrenci gorisleri dogrultusunda ortaya koymaktir. Nitel bir arastirma olan
calismadaki veriler, Eskisehir il merkezinde bulunan sekiz ilkdgretim okulunda toplam yirmi bir
smif Ogretmeni ve yirmi dort yabanci uyruklu Ogrenci ile yapilan yar1 yapilandirilmig
gorismelerden elde edilmistir. Aragtirma verileri, igerik analizi teknigi kullanilarak
¢ozlimlenmistir. Elde edilen veriler sonucunda yabanci uyruklu 6grencilerin egitim-6gretimlerinde
yasadiklar1 sorunlar ana temasinda, “Dil ve kiltiir farklilig1”, “Temel dil becerileri”, “Anlama”,
“Ifade etme ve yorum yapma”, “Programin gerisinde kalma” ve “Akademik basarisizlik” alt
temalar1 belirlenmistir. Elde edilen verilerden hareketle 6grencilerin, 6 gretmenini, arkadaslarini ve
cevresindekileri anlamadiklari, iletisim kuramadiklari, kendi duygu ve diisiincelerini ifade
edemedikleri ve derslere katilamadiklari, bu baglamda akranlarina nazaran daha diisiik bir
akademik basariya sahip olduklar1 ya da c¢ogunlukla &grencilerin basarisiz olduklart sonucuna
ulagilmistir. Yabanci uyruklu 6grencilerin egitim-6gretiminde yasadiklar1 sorunlarin ¢oziimiine
yonelik ortaya konan oneriler, “Ogrencilere”, “Ogretmenlere ve Okullara”, “Ailelere” ve “MEB’e
ve devlete” yonelik Oneriler olmak iizere dort alt tema altinda toplanmis ve bu alt temalarin
olusturdugu temalar ayrintili bigimde agiklanmustir.

Anahtar kelimeler: Dil, yabanci uyruklu ogrenciler, egitim-6gretim siireci, yabanci uyruklu
ogrencilerin egitimlerinde yaganan sorunlar

! Bu makale 2015 yilinda kabul edilen aymi isimli yiiksek lisans tezinden diretilmistir ve 14. USOS
Sempozyumunda so6zlii bildiri olarak sunulmustur.

2 Anadolu Universitesi, e-mail: fisungungor@anadolu.edu.tr

3 Anadolu Universitesi, e-mail: easenel@anadolu.edu.tr
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Teachers and Students Views in Problems of the Foreign Primary School

Students In Education Process Encountered

Submitted by 19.03.2018 Accepted by 14.07.2018 Research Paper

Abstract

The aim of this research is to examine the problems of the foreign primary school students
in the education process in Eskisehir and the solutions to these problems with the views of teachers
and students. The data of this research, which is a qualitative study, was gathered through student-
teacher personal data forms and student- teacher semi-structured interviews. The data as the part of
the interviews was conducted in eight primary schools, twenty one primary school teachers and
twenty four foreign primary students which are in the Eskisehir city center. Content analysis was
used to analyze the data gathered in the study. Within the scope of the obtained data, it was
determined that the main-theme educational problems of the foreign students encountered
"Language and cultural differences"”, "Basic language skills”, "Understanding,” "Expression and
comment”, "Lagging behind the program™ and "Academic failure” sub-themes. According to the
data of this research, students unable to understand their teacher and friends, unable to contacting
with people, unable to expressing their feelings and opinions and unable to attending to courses
and this context student have a lower academic achievement or mostly they failed. The Solutions
proposal to the problems of the foreign students in education encountered, “To Students”, “To
teachers and the schools”, “To Families” and “To Ministry of Education and the governement” for
advice collected under four sub-themes and the themes of these sub-temes were described in detail.

Keywords: Language, foreign students, education process, education problems of the foreign students
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Giris

Glinimiiz kosullar1 ve kiiresellesme gibi etkenler, uluslarin birbirleriyle olan
etkilesimini arttirmis; bununla birlikte Tiirkiye nin gelisen ve zenginlesen bir iilke olmasi, pek
cok tlilkeye gore olumlu bir ortam olmasi nedeniyle, lilkesinde olumsuz kosullarda yasamasi
giic olan pek ¢ok ulustan, etnik ve dinden insanin iilkemize ¢esitli nedenlerle gé¢ etmesine
neden olmustur (Basak, 2011). Tarih boyunca, birey ve toplum arasinda siirekli bir etkilesim
s0z konusu olmustur. Giiniimiizde ise kiiresellesmeyle birlikte sosyal ve kiiltiirel iletisim
baglantilar1 iist seviyede bir yogunluk kazanmistir. Bu da birgok alanda hem
homojenlesmenin olugmasini hem de heterojenliklerin ¢ogalmasini beraberinde getirmistir
(Calik ve Sezgin, 2005).

Tiirk egitim sisteminde yabanci uyruklu 6grencilerin her gecen giin artan bir sekilde
egitim-6gretime dahil olmalar ile yabanci uyruklu 6grenci gercegi egitimde de kendini
gostermeye baslamis, kiiltiirler arasi iletisim ve etkilesim bu dogrultuda kaginilmaz olmustur.
Egitim, kiiltiirlerin korunmasi ve gelistirilmesinde kullanilabilecek en 6nemli ara¢ olmasinin
yant sira, biitiin iilkeler egitim yoluyla kiiltiirel degerlerini, milli kimliklerini yeni nesillere
aktarmaktadir. Egitimin basarili bir sekilde gerceklestirilmesi, 6ncelikle bireye kazandirilacak
davraniglarin analiz edilip, istendik davramislarin kazandirilmasina baglidir. Dolayisiyla
uygun egitim ortaminin diizenlenmesi, O0grenciye davranis degisikligini gerceklestirmede
diizenli rehberlik yapilmasi, hedeflenen davranislarin hangi 6l¢iide gergeklestiginin sistematik
ve glivenilir bir bicimde kontrol edilmesi gerekmektedir (Uyar, 2007).

Yabanci uyruklu ¢ocuklarin Tirkiye’de bulunma ve egitim gorme amaglar1 farklilik
gostermektedir. Ogrencilerin Tiirkiye’de egitime baslamalari, kendi secimleri olabilecegi gibi,
cogunlukla gelisleri zorunlu bir nedenden kaynaklanmaktadir. Cesitli iilkelere kabul edilene
kadar bir basamak ya da bir istasyon gibi goriilen Tiirkiye’de bulunan 6grenciler, herhangi bir
gelecek ve egitim plan1 olmadan iilkemizdeki okullara kabul edilmektedir. Geldikleri
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tilkelerden farkli bir egitim sistemiyle karsilasan yabanci uyruklu 6grenciler, yaslarina gore
dogrudan smiflara alinmakta, bu yiizden de basta Ogretmenleri olmak iizere, simf
arkadaslariyla, yakin g¢evrelerinde yasayan kisilerle iletisimde yetersiz kaldiklart bir ara
donem gegirmektedir. Cogunlugu hi¢ Tiirk¢e bilmeyen bu Ogrencilerin ara donem ve ara
smiflarda, Tiirk¢e dil diizeylerine bakilmadan denklik verilmesi ise basta 6gretmen olmak
tizere, Tiirk 6grenciler, yabanci uyruklu veliler, MEB ve devlet politikasi agisindan pek ¢ok
soruna neden olmaktadir. Bu siiregte en ¢cok magdur olanlar ise siiphesiz yabanct uyruklu
Ogrenciler olmaktadir.

Yabanci uyruklu 6grencilerin Tiirk okullarinda egitim gorebilmeleri icin ihtiyaca
yonelik program ve ders materyali bulunmayan Tiirk Egitim sisteminde, bu konuda sorunlarin
yagsanmasi1 ka¢inilmazdir. Nitekim Tiirk¢e 6gretimi programlarinin yabanci 6grencilerin ana
diline, yasina, egitim diizeyine ve kiiltiirline gore hazirlanmayisi, yasanan sorunlardan en
onemlileridir. Bunun yan1 sira, kullanilan yontem ve materyallerin 6grencilerin ihtiyaglarina
cevap vermemesi ve pek c¢ok eksikliklerinin bulunmasi da onemli bir sorun kaynagi
durumunda bulunmaktadir (Er, Biger ve Bozkirli, 2012; Polat, 2012). Egitim sistemimizin
Tirkiye’de egitim gdren yabanci 6grencilere yonelik bir egitim politikasi gelistirmede nitelik
ve nicelik yoniinden yetersiz oldugu, 6gretmenler ve aileler tarafindan dile getirilmektedir.
Egitimin, yalnizca toplumsallagsmayla ilgili degil, insanlagmayla da ilgili oldugu g6z oniinde
bulunduruldugunda; bu o6grencilerin beklentilerinin gergeklesmesi ve yasanan sorunlarin
coziilebilmesi icin Oncelikle 6grencilerin yasadiklar: toplumun dili olan Tirkceyl iyi
ogrenmeleri gerekmektedir (Parekh, 2002” den akt. Ari, 2010).

Calismada ele alinan Eskisehir iline yerlesen yabanci uyruklu ¢ocuklar agisindan ise,
sorunlarin temelini, ana dili Tirkce olan Tiirk 6grenciler ile Tiirkgeyi yabanci dil olarak
O0grenen yabanci uyruklu 6grencilerin ayni ortamda, ayni program, materyaller ve 6gretim

yontemleri ile egitim gérmesi olusturmaktadir. Tiirkge dil beceri diizeylerini 6lgen bir diizey
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belirleme smavi uygulanmamasi, bu bireyler i¢in Ogretim programlarimizda 06zel
uygulamalarin yer almamasi, 6grencilerin Tiirkgeyi etkili bir sekilde kullanamamasina neden
olmaktadir. Bu baglamda da 6grenciler, Tiirkiye’de bulunduklari siirede sosyal yasantilari
icinde, cesitli kaygilar gelistirmekte, egitim programlarmin O6ngoérdiigii kazanimlara
ulasamamakta, ders iceriklerini anlamamakta, kendilerini yazili ve sozli ifade edememekte
diger bireyler ile birtakim iletisim problemleri yagamaktadirlar.

Biitiin bu olumsuzluklar, yabancit uyruklu o6grencilerin akademik basarilarin1 da
olumsuz yonde etkilemektedir; ¢ilinkii bireyin birden fazla dil bilmesi birey i¢in bir zenginlik
olarak goriilse de 6zellikle i¢inde yasadigi toplumun dilini sonradan 6grenmeye ¢alisan ve bu
dilde dogrudan egitime tabii tutulan bireylerin yasadigi iki dillilik, sagladig1 yararlarin
Otesinde egitimde ve sosyal yasamda oldukea biiylik sorunlar olusturmaktadir. Yalnizca aile
¢evresinden Ogrenilen ve gerekli akademik egitimle desteklenmeyen bir ana dilin iizerine okul
doneminde edinilen ikinci bir dil, bireyin dilsel problemler yagamasina neden olabilmektedir
(Kelaga, 2005; Smith ve Domico, 1996’dan akt. Alaca, 2011). Alanyazin incelendiginde,
yapilan ¢alismalarin daha ¢ok ilkokul diizeyinden daha biiyiik bir yas grubu ile ilgili oldugu
ve hedef kitlenin daha ¢ok Suriyeli 6grenciler ile kisith kaldigi goriilmektedir (Basak, 2011;
Derman, 2010; Polat, 2012; Saritas vd.2016; Topcuoglu, 2012). Tirkiye’ de yasayan ve
egitim goren ilkokul diizeyindeki yabanci uyruklu ¢ocuklar iizerine yapilan ¢alismalar yok
denecek kadar azdir ve bu alanda yapilan ¢alismalarda, 6grencilerin egitimlerinde yasadiklari
sorunlarin temel nedenlerine ve MEB ve devlete yonelik herhangi bir Oneriye yer
verilmemektedir (Cigerci ve Giingér, 2016; Er vd. 2012; Giirle, 2012; Ozer vd. 2016; Polat,
2012; Saritas vd.2016).

Bu dogrultuda arastirmanin ilkokullarda yabanci uyruklu 6grencilerin egitim-6gretim

siireclerinde yasadiklari sorunlar1 ortaya ¢ikarmak ve bu sorunlara iligkin ¢oziim Onerileri
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konusunda egitimcilere, ailelere ve politika yapanlara bir bakis agis1 kazandirmak ve gerekli
onlemlerin alinmasi agisindan 6nemli oldugu diistiniilmektedir.

Tiim bu olumsuzluklardan hareketle bu arastirmanin genel amaci, Tiirkiye’de 6grenim
goren yabanci uyruklu ilkokul Ogrencilerinin egitim-6gretiminde yasanan sorunlarin ve
sorunlara yonelik ¢6ziim Onerilerinin belirlenmesidir. Bu genel amag¢ dogrultusunda,

arastirmada su sorulara yanit aranmustir:

1. Yabanci uyruklu ilkokul 6grencilerinin egitim-6gretim siirecinde yasadiklar1 sorunlar

hakkinda sinif 6gretmenlerinin ve 6grencilerin diistinceleri nelerdir?

2. Sif 6gretmenlerinin ve yabanci uyruklu 6grencilerin yasanan sorunlarin ¢éziimiine

yonelik onerileri nelerdir?

Yontem

Arastirma Modeli

Yabanci uyruklu ilkokul 0&grencilerinin egitim-6gretim siireglerinde yasadiklari
sorunlart ve bu sorunlara yonelik ¢6ziim Onerilerini 6grenci ve smif 6gretmenlerinin bireysel
algilar1 ve goriisleri dogrultusunda ortaya ¢ikarmayi ve yorumlamayi amaglayan bu ¢aligmada
nitel arastirma yontemi kullamilmistir. Nitel arastirma olgu ve olaylar1 dogal ortamlari
icerisinde derinlemesine inceleme ve arastirmaya katilan kisilerin deneyimlerinden dogan
anlamlarin sistematik olarak incelenme firsatin1 sunmaktadir (Saban, 2006). Nitel arastirma
yontemlerinin en onemli katkisi, arastirma konusunun, kendi baglaminda ve ilgili bireylerin
goziinden ele alinmasini ve irdelenmesini saglamasidir (Yildirnm ve Simsek, 2013). Nitel
arastirma tekniklerinden en sik kullanilan1 goriismedir. Gorlisme, insanlarin bakis acgilarini,

deneyimlerini, duygularin1 ve algilarim1 ortaya koymada kullanilan, oldukg¢a giiclii bir
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yontemdir (Bogdan ve Biklen, 1997). Bu arastirmada da veriler, goriisme teknigi ile

toplanmustir.

Katilimcilarin Belirlenmesi

Arastirmanin katilimcilari, amach 6rnekleme yontemlerinden 6lgiit 6rneklemeye gore
belirlenmistir. Bu 6rnekleme yontemindeki temel anlayis, dnceden belirlenmis bir dizi 6lciitii
karsilayan biitiin durumlarin ¢alisilmasidir. Burada sozii edilen 6lgiit ya da 6lgiitler aragtirmaci
tarafindan olusturulabilir ya da daha 6nceden hazirlanmis bir 6l¢iit listesi kullanilabilmektedir
(Yildinnm ve Simsek, 2013, s.73). Bu baglamda bu arastirmada arastirmacilar tarafindan
calismanin yapilacagi okullarin belirlenmesinde, secilen okullarda yabanct uyruklu
Ogrencilerin 6grenim goriiyor olmasi ve 6gretmenlerin de siniflarinda yabanci uyruklu 6grenci
bulunmas: 6lgiit olarak belirlenmistir. Bu kapsamda ¢aligmanin gergeklestirilmesi igin yabanci
uyruklu 6grencilerin bulundugu 8 ilkokul belirlenmis, aragtirmaci, nitel arastirmanin dogasina
uygun olarak daha derinlemesine veri elde edebilmek ve var olan durumu daha iyi
anlayabilmek i¢in, arastirma kapsaminda belirlenen olgclitleri temel alarak bu okullarda
O0grenim goren 23 yabanci uyruklu Ogrenci ve 21 smif Ogretmeni ile goriismeler
gerceklestirmistir. Ayrica katilimcilarin  arastirmaya goniillii olarak katilimlarima 6zen
gosterilmistir. Arastirma kapsaminda 8 ilkokuldan 16’s1 kadin, 5’1 ise erkek olmak tizere 21
ogretmen ile goriisiilmiistiir. Ogretmenlerin hizmet siireleri 11 yil ile 42 yil arasinda
siniflarinda yabanci uyruklu 6grencilere egitim vermektedirler. Goriisiilen 6grencilerin ise
12’si kadin 11’i ise erkektir. Ogrencilerin yaslar1 7 ile 11 arasinda degismektedir.
er dgrenci ise Bulgaristan, Iran, Amerika Birlesik Devletleri, Etiyopya, Nijerya, Rusya, Suriye
ve Somali uyrukludur.
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Veri Toplama Araclan

Arastirmanin verileri, insanlarin bakis acilarini, deneyimlerini, duygularini ve
algilarin1 ortaya koymada kullanilan, olduk¢a giiclii bir yontem olan goriisme teknigi ile
toplanmistir (Bogdan ve Biklen, 1997). Arastirma kapsaminda toplanan veriler arastirmact
tarafindan gelistirilen yar1 yapilandirilmis goriisme formlar1 ve kisisel bilgi formlar1 araciligi
ile elde edilmistir. Gorligmeler, sinif Ogretmenlerinin ve yabanci uyruklu o6grencilerin
ihtiyaglarinin, goriis ve deneyimlerinin derinlemesine incelenebilmesi igin yari
yapilandirilmis goriismeler ile toplanmistir. Gorlisme igerigine dair bilgilendirme saglanmasi
icin sinif 6gretmenlerine ve yabanci uyruklu 6grencilere “Ogretmen Bilgi Formu ve Ogrenci
Bilgi Formu” goriismeler oncesinde sunulmustur. Ogretmenler ile yapilan goriismelerde
“Ogretmen Kigisel Bilgi Formu”, “Ogretmen Yari-Yapilandirilmis Gériisme Formu”,
ogrenciler ile yapilan gériismelerde ise “Ogrenci Kisisel Bilgi Formu” ve “Ogrenci Yari-
Yapulandrilmig Goriisme Formu” kullanilmistir.

Ogretmen Kigisel Bilgi Formu, arastirmaya katilan 6gretmenlere iliskin bilgi edinmek
amaciyla arastirmacilar tarafindan gelistirilerek kullanilmigtir. Formun igerigini 6gretmenin
adi-soyadi, cinsiyeti, yasi, mezuniyet durumu, okutmakta oldugu sinifi, hizmet yili ve yabanci
uyruklu 6grencilere egitim verme siiresi degiskenlerine iliskin 5 sorudan olusturmaktadir.

Ogretmen Yari-Yapilandirilmis Gériisme Formu, dgrencilerin egitim-6gretiminde
yasanan sorunlar ve ¢6ziim onerilerine iliskin goriislerini belirlemek amaciyla hazirlanmistir.
Ogretmen yari-yapilandirilmis gériisme formu 9 sorudan olusmaktadir.

Osrenci Kisisel Bilgi Formu, arastirmaya katilan 6grencilere iliskin bilgi edinmek
soyadi, yasi, cinsiyeti, sinifi, uyrugu, Tiirkiye’ye gelis tarihi, amaci, kimlerle geldigi, anne ve
babasinin egitim durumu, meslekleri ve Tiirkiye’de ne kadar kalacaklarina iligkin

maddelerden olusmaktadir.
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Osrenci Yari-Yapulandirilmis Goriisme Formu, yabanci uyruklu 6grencilerin yasamis
olduklar1 sorunlar ve ¢dziim Onerilerine iliskin goriislerini belirlemek amaciyla hazirlanmistir.

Ogrenci yari-yapilandirilmis goriisme formu 9 sorudan olusmaktadir.

Verilerin Toplanmasi

Verilerin toplanmasi asamasinda, dncelikle 1l Milli Egitim Miidiirliigii ile goriismeler
yapilip, yabanci uyruklu 6grencilerin yogunlukta bulundugu okullara dair bilgi alinmistir.
Arastirma verilerinin toplanmaya baslanmasinda da gerekli izinler alindiktan sonra,
katilimcilarin goriismelere kendi istekleri dogrultusunda katilimlari saglanmis, daha sonra
goriigme i¢in Ogretmen ve arastirmacinin uygun gordiigii bir tarih i¢in randevu alinarak
goriismeler gerceklestirilmistir.

Gelistirilen goriisme sorulari, 4 alan uzmaninin goriislerine sunulmustur. Bu
uzmanlardan gelen doniitler sonucunda, sorulara son hali verilmis ve pilot goriigmeler
gerceklestirilmistir. Goritismeler sonucunda, sorularin islevselligi i¢in gerekli diizenlemeler
yapilmig, goriisme formuna son sekli verilmis ve gerekli izinler alindiktan sonra, yari
yapilandirilmig goriisme formlart uygulanmistir. Gorlismeler, 22/05/2014 — 10/06/2014
tarthleri arasinda gerceklestirilmistir.

Goriismeler arastirmaci tarafindan ses kayit cihazi ile kaydedilmistir. Goriisme,
arastirmacinin katilimcidan sesli olarak goriisme izni almasi, kayit ortami, tarih ve saati ifade
etmesi ve goriisme sorularmi ydneltmesi biciminde gerceklestirilmistir. Ogrenciler ile
gergeklestirilen gorlismeler 4 ila 15 dakika arasinda, o6gretmenler ile gergeklestirilen

goriismeler ise 12 ila 45 dakika arasinda siirmiistiir.
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Verilerin Coziimlenmesi ve Yorumlanmasi

Arastirmada toplanan veriler igerik analizi yaklagimi kullanilarak ¢dziimlenmistir.
Icerik analizinde verilerin kavramsallastirilmas: ve olguyu tanimlayabilecek temalarin ortaya
¢ikarilmasi amaciyla kayit cihazi ile kaydedilen goriismeler oldugu gibi bilgisayar ortamina
aktarilmistir. Veriler kodlanirken 6gretmenler icin “O”, yabanci uyruklu dgrenciler igin ise
“Y” kodlart kullanilmistir. Veriler bilgisayar ortamina aktirildiktan sonra yazili hale
getirilmistir. Ses kayitlarinin yazili hale getirilmesi esnasinda gergeklesmis olabilecek veri
kayiplarin1 engellemek amaciyla, rastlantisal olarak belirlenen 3 goriismeye ait ses kaydi,
incelenmesi amaciyla bir bagka uzmana verilmistir. Gergeklestirilen uzman incelemesinin
ardindan ses kayitlar1 ve dokiimler arasinda herhangi bir farkliligin  bulunmadigi
belirlenmistir.

Elde edilen sonucglara gore, bulgular yorumlanmistir. Bulgular, igerik analizinin
dogasina gore detayli bir sekilde anlatilmis ve dogrudan alintilara yer verilmistir. Uygulama
sonrasinda, goriisme kodlama anahtarlar1 ve gériisme dokiimleri arastirmacilar tarafindan ayri
ayrt okunarak “goris birligi” ve “goriis ayriigr” olan konular tartigilarak gerekli
diizenlemeler yapilmistir. Arastirmanin giivenilirlik hesaplamasi i¢in Miles ve Huberman’in
(1994) onerdigi giivenirlik formiilii kullanilmistir (Miles ve Huberman, 1994 ten akt. Duban
ve Kiiciikyilmaz, 2006).

R(Giivenirlik) = Na Goriis Birligi / Na (Birligi)+ Nd (Gortis Ayriligr)

Giivenirlik hesaplarinin %70’in lizerinde ¢ikmasi, aragtirma igin “giivenilir” olarak

kabul edilmektedir ve hesaplama sonucunda arastirmanin gilivenirliginin %86 ¢ikmasi

neticesinde, arastirmada elde edilen sonuglar, arastirma icin glivenilir kabul edilmistir.
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Bulgular
Bu boliimde arastirmanin amaglariyla paralel olarak, yabanci uyruklu 6grenciler ve

Ogretmenler ile yapilan goriismelerden elde edilen bulgular ve yorumlar sunulmustur.

Yabanci Uyruklu Ogrencilerin Egitim-Ogretimlerinde Yasanan Sorunlar
Yabanci uyruklu 6grenci ve 6gretmenlerle yapilan goriismelerden elde edilen bulgular

en genel bicimiyle Sekil 1°de sunulmustur.

Dil ve
Kiiltiir
A Farkliign 4
Ten_lel Akademik
Dil
o Basarisizlik
Becerileri 5
‘\-.__“--_'_/_..-" 4 ) Egitim_ ."-.._H_\___\_\_\_\_--/_,..-'
Ogretimde
Yasanan
Sorunlar
. Programin
Anlama S— Gerisinde
Kalma
&h-—/ . »E_ﬁ/"_,..
N Ifade Etme -
ve Yorum
Yapma

. -
S ——

Sekil 1. Egitim-6gretimde yasanan sorunlar

Sekil 1’de gosterilen, yabanci uyruklu 6grencilerin egitim-6gretiminde yasadiklari
sorunlar; “Dil ve Kiiltiir Farkliigi”, “Temel Dil Becerileri”, “Anlama”, “ffade Etme ve
Yorum Yapma”, “Programin Gerisinde Kalma” ve “Akademik Bagarisizlik™ olmak tizere alt1
alt temada kategorize edilmistir. Bu alt tema ile ilgili bulgular, asagida ayrintili bicimde ele

alinmastir.
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Dil ve kiiltiir farkhihg:

Ogrenci ve dgretmenler ile yapilan goriismelerde egitim-6gretim siirecinde yasamis
olduklar1 sorunlardan birinin dil ve kiltir farkliligi sorunu oldugu belirlenmistir.
Arastirmacinin, yabanci uyruklu 6grencilerin egitim-6gretiminde yasadiklar1 sorunlarin neler

oldugu ile ilgili sorusuna simif dgretmenlerinden O1, su yanit1 vermistir.

Tirkgeyi gayet iyi konusuyor diyorum ama mesela bizim deyimlerimizi anlamiyor, bazi
deyimler kullantyoruz. Bu nedir filan diye soruyor. Bizim gelenek- géreneklerimize gore birgok
deyim var, ciimlenin oOzellikleri var, onlarda zorlaniyor... Bunlar sorun oldu. “Evde siirekli
Ingilizce konustuklarini diisiiniiyorum, o da tabi etkiliyor, burada Tiirkce, evde Ingilizce... Bir

karmasa i¢inde bocaliyor ¢ocuk diye diisiiniiyorum.

Arastirmacinin egitim-0gretimde yasanan sorunlarin neler oldugu ile ilgili sordugu
soruya, ikinci sinif 6gretmeni O12, “Ilk asamada dil konusunda ¢ok sorunlarimiz oldu. Cocuk
Amerika’da o6grendigi yontem ile Tiirkiye'de o&grendigi yontemi, iilkelerin dillerini
karsilagtirmaya bagsladi, dilin agwlikli oldugu tiim derslerde bocaladi.” seklinde yanit
vermistir.

Egitim-6gretimde yasanan sorunlarin dil ve kiiltlir farkliliginin neden oldugunu ifade
eden 6grencilerden Y4 arastirmacinin sorunlar ile ilgili sorusuna, “Tiirk¢eyi ¢ok az okuyorum,
konusuyorum. Birden okula basladik, bizim konustugumuz dil daha farkli, annemlerin yazisi
da ¢ok degisik. Derslerde ¢ok zorlaniyorum.” yanmtini verirken; Y10 “Ben Arapga biliyorum,
sizin diliniz ¢ok zor, iki ay once geldik ama hi¢ 6grenemedim.”

Ulagilan goriislerden hareketle yabanci uyruklu 6grencilerin dil ve kiiltiir farklilig: ile
ilgili sorun yasadiklari, bu durumun ¢ocuklarin egitim-6gretiminde kiiltiirel degerlere yabanci

kalmalarina ve ders igeriklerini yeterince anlayamamalarina neden oldugu bulgusuna

ulasilmistir.
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Temel dil becerileri

Gorlismelerden elde edilen bulgulara gore, 6grencilerin egitim-6gretiminde, temel dil
becerileri olan dinleme, konusma, okuma, yazma becerilerinde sorun yasadiklari sonucuna
ulagilmistir. Arastirmacinin, yabanci uyruklu 6grencilerin 6grenme 6gretme siirecinde ne gibi
sorunlar yasadig1, en ¢ok hangi derste/derslerde sorun yasandigi ile ilgili sorusuna, O1
Nijeryali 6grencisi ile birlikte dordiincli yillart olmasina ragmen, temel dil becerilerinden
dilbilgisinde sorun yasadigini1 ifade ederken, “Tiirkcede zorlaniyor, ozellikle dilbilgisi
konularinda zorlantyor.” cevabini vermistir.

Ugiincii sinif dgretmeni O3, sinifindaki yabanci uyruklu égrencilerin dzellikle okuma-
yazma becerilerinde yasadiklari sorunlar1 ve Ogretmeni nasil etkiledigi ile ilgili olarak
“Okuma-yazma asamasinda ¢ok biiyiik sorun yasadim. Ozbek égrencim, Kiril alfabesi
biliyordu geldiginde. Cok zor uyum sagladi bizim alfabemize, farkli harfler ve seslerden
dolayi. Irakli 6grencim ile ise hemen hemen hi¢c asama kaydedemedik. Ne okuyabiliyor ne de
yazabiliyor.” bigiminde goriislerini agiklamistir.

Goriismelerin bazilarinda hi¢ Tiirk¢e bilmeyen 6grenciler ile goriismede terclimanlik
yapan, Arapga bilen tek dgretmen olan iiciincii sif dgretmeni 020, arastirmacinin en gok
hangi derslerde ve hangi konularda sorun yasandigi ile ilgili sorusuna su sekilde yanit
vermistir:

Cocuklarin  konusmada ¢ok sorun yasadigini diistinliyorum. Cocuklar dilsiz gibiler.

Konusamiyorlar ki, Tiirkge bilmedikleri i¢in. Bence bu becerilerden en 6nemlisi konusma.

Konugma bilmeyen ¢ocuk, haliyle okuyamiyor, yazamiyor, dinliyor ama dinleme becerisi sadece

isitme olarak kaliyor, ¢ocuklar Tiirk¢e bilmedikleri i¢in dersleri sadece duyup duyup gidiyorlar,

anlama gerceklesmiyor.
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Ulasilan goriiglerden hareketle yabanct uyruklu 6grencilerin dinleme, konusma, okuma
ve yazma ile ilgili sorun yasadiklari, Tiirk¢e dil becerilerindeki bu sorunlarin ise Tiirkge
O0grenmede ve Ogrencilerin akademik basarilarinda yetersiz olmalarina neden oldugu

goriilmektedir.

Anlama

Ogrenci ve ogretmenler ile yapilan goriismelerden elde edilen bulgulara gore,
Ogrencilerin egitim-0gretiminde yasadiklar1 sorunlardan birinin de anlama konusunda oldugu
belirlenmistir. Arastirmacinin Nijeryali 6grencinin, 6grenme 6gretme silirecinde en ¢ok hangi
sorunlar1 yasadig1 ve sorunlarin en ¢ok hangi derslerde yasandig ile ilgili sorusuna, O1 su

sekilde cevap vermistir:

Iste biraz Tiirkceyi kullanmakta, Tiirkcenin icerigini anlamakta hala sorun yasiyoruz, Anlama en
onemli sorunumuz. Sinav sorularii da ¢ogu zaman anlamiyor, o anda pat diye soruyor,
sOyliiyorum tabi ama dinleyerek ne denli anlama gergeklesecek, nasil zihinde resmedecek!
Sonuglara bakinca da goriiyoruz, anlama gergeklesmiyor ¢ocukta. Matematikte problemler
konusunda ve Tiirk¢e okuma-anlamada biiyiik sorunlar yasamyor. Ozellikle problemlerde...

Cocuk, cok zorlantyor, okudugunu anlamryor.

Afgan ve Irakli 6grencisi bulunan O7 en ¢ok hangi derslerde sorun yasandigi ile ilgili
olarak disiincelerini “Bu ¢ocuklar her derste sorun yasiyorlar, ¢iinkii anlama sifir. Sozel
derslerde ozellikle... Matematige katilmaya ¢alisiyorlar, evrensel oldugu icin. Ama onda da
problemler mesela anlamayinca ¢ézemiyorlar, hatta katilamiyorlar bile derse. Ancak benim
sekillerle gosterdigim seyleri yapmaya ¢alistyorlar” seklinde dile getirmistir.

Ogrencilerden akademik basaris1 yiiksek olan Ozbek dgrenci Y3, arastirmacinin okul
ya da smifta egitimiyle ilgili yasadig1 sorunlarin neler oldugu, en ¢ok hangi derste sorun

yasadig1 ile 1ilgili sorusuna, “Hayat Bilgisi'nde, Tiirk¢e’ de zorlaniyorum, dersi
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anlayamiyorum. Sorular ¢ok uzun.” seklinde cevap verirken; sinif 6gretmeni tarafindan da
Ogrencinin Matematik, Miizik gibi derslerde basarili oldugu; ancak Tiirk¢e ve Hayat Bilgisi
derslerinde anlamanin gergeklesmedigi ifade edilmistir.

Iraklr ikinci sinif 68rencisi Y5 ise ayni soruya “Matematigi seviyorum, ¢arpma var,
bolme, kesirler, islemler var... Ama Tiirk¢eyi biraz az seviyorum, bir okuma var, etkinlikler
var... Anlamiyorum ¢ogunu.” cevabini vermistir.

Benzer sekilde, egitim-6gretimde yasanan sorunlar ile ilgi soruya Irakli dordiincii sinif
ogrencisi Y9 “Tiirkce dersinde igaret ederse ogretmen, anlyyorum. Biitiin dersler ¢ok zor, alti
ay once geldik ama Tiirkgeyi bilmiyorum dive dersleri de anlamiyorum. Odevleri
yapamiyorum. Ogretmene bile soramiyorum.” seklinde ifade etmis, dordiincii sinif dgrencisi
Y11 ise “Anlamiyorum ki Tiirkceyi de dersleri de nasil sorun yasamayacagim! Hangi dersin
hangi ders oldugunu bile bilmiyorum ben!” ifadeleri ile yasadigi sorunun boyutunu
gostermistir.

Ulagilan goriislerden hareketle yabanci uyruklu ogrencilerin yasadiklart ortamin
diisiinme ve algilama ¢esitliligini, Tiirk¢e’nin yapisini ve anlatim olanaklarini anlayamayan
dili 6grenemeyen Ogrencilerin, 6zellikle sozel dersleri anlayamadiklari, evrensel derslere asina
olsalar bile dilin agirlikli oldugu tiim derslerde anlama ve muhakeme yapma konularinda

sorun yasadiklar1 ve bu derslerde basarisiz olduklar1 goriilmektedir.

Kendini ifade etme ve yorum yapma

Ogrenci ve dgretmenler ile yapilan goriismelerden elde edilen bulgulara gore, yabanci
uyruklu Ogrencilerin egitim-6gretiminde kendini ifade etme ve yorum yapma sorunlari
yasadiklar1 goriilmiistiir. Sinifinda Afgan ve Irak asilli 6grencileri bulunan O35, 6zellikle Irakli
Ogrencisinin anlama sorunundan kaynaklanan, ifade etme problemi hakkindaki goriislerini su

sekilde dile getirmistir:
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Irakli 6grencim Ali, soylediklerimi anlamiyor. Cocuk Ogrenme giigliigii yasiyor, bir sey
sOylemek istese ifade edemiyor, tiim bunlara bagli olarak da ne sdylenenlere cevap verebiliyor,
zaten pek smavlara sokmuyoruz da, sinava soksak da nasil sorulari anlayacak da, yorum

yapacak, kendini ifade edebilecek, imkansiz tabi bunlar.

Dérdiincii sinif 6gretmeni O10, arastirmacinin  dgrencilerin - egitim-dgretiminde

yasadiklar1 sorunlarin neler oldugu ile ilgili sorusuna su sekilde yanit vermistir:

Sinif iginde yasadiklari sorunlari degerlendirmek gerekirse, kendilerini ifade edememeleri ¢ok
biiyiik bir sorun. Diyelim ki arkadaslariyla sikint1 yasiyorlar, onu bana anlatamiyorlar bile. Ya da
mesela sozel derslerde ¢ocuklar tamam anlamiyorlar dersi; ama matematik dersinde bir islem
yapilacagt zaman c¢ocuk o islemi yapsa bile, parmak kaldiramiyor; c¢linkii konusamiyor,

dolayisiyla da ifade edemiyor ki kendini.

Belirtilen goriislerden hareketle, Tiirkge’nin yapisint ve temel dil becerilerini
kazanamayan, kiiltiirel aktarimdan yoksun olan yabanci uyruklu o6grencilerin, dilin
islevlerinden diisiinme, degerlendirme ve deger yargilarin1 edinemedikleri i¢in, kendini ifade

etme ve yorum yapma ile ilgili sorun yasadiklar1 sonucuna ulasilmaktadir.

Programin gerisinde kalma

Ogretmenler ile yapilan goriismelerden elde edilen bulgulara gére, dgrencilerin egitim-
Ogretim siirecinde yasamis olduklar1 sorunlardan birinin programin gerisinde kalma oldugu
belirtilmistir. Arastirmacinin, yabanci uyruklu grencilerin egitim-6gretim siirecinde ne gibi
sorunlar yasadig1 ve en ¢ok yasanan sorunlarin neler oldugu ile ilgili sorusuna dordiincii sinif
ogretmeni olarak gorev yapan OS8, program takibinde yasadigi sorunu, “Bu c¢ocuklarla
programa gore gidemiyoruz. Diger ¢cocuklarin da zamanindan gidiyor bunlarla ilgilenirsek.
Konular programa gére islenmediginden, ¢ogunlukla sinaviara da sokmuyoruz ¢ocuklari ne

yazik ki.” seklinde, diger 6gretmen O9 ise “Dérdiincii sumf égretmenleri olarak bizim onlara
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Tiirk¢e oOgretmek gibi bir sansimiz yok; c¢iinkii diger ogrencilerimizle de ders islemek,

programi takip etmek zorundayiz ve belirli bir siiremiz, planimiz var.” seklinde ifade etmistir.
Ucgiincii siif 6gretmeni O19 ise Tiirk grencilere programa gore dersler islenirken,

yabanci uyruklu 6grencilerin 6gretimi i¢in program olmadigini, dolayisiyla da programa

uyulmadigini belirtmis, konu ile ilgili diisiincelerini su sekilde 6zetlemistir:

Gozle goriliir bir sorun var, bu cocuklar Tiirkge bilmeden geldigi zaman, hicbir dgretmenin
programa uymasi gibi bir sey séz konusu olamaz. Programa uygun gitmek demek; konularin
Ogrenci tarafindan basari ile algilanip, bir sonraki konuya gegebilmekse, okula birinci siniftan
baslamayan higbir ¢ocukla programa uygun gitmek s6z konusu olmuyor. Onlar bize bakiyor, biz

onlara... Vicdanen rahat degilim ama ¢ogunluk i¢in bu sekilde yapmamiz gerekiyor.

Ulagilan goriisler sonucunda Tiirk egitim sisteminde yabanci uyruklu &grencilerin
egitimlerine yonelik bir politika bulunmadig: i¢in, Tiirk 6grenciler ile birlikte 6grenim goren

yabanci uyruklu 6grencilerin egitimlerinin programa gore ylriitiillemedigi goriilmektedir.

Akademik basarisizhik

Ogrenci ve dgretmenler ile yapilan goriismelerden elde edilen bulgulara gore, yabanci
uyruklu 6grencilerin egitim-6gretim siirecinde yasadiklari sorunlardan birinin de 6grencilerin
cogunlukla derslerde diisilk akademik basarilara sahip oldugudur. Simifindan iki yabanci
O0grenciden Bulgaristanli 6grencisinin  6grenme-68retme  siirecinde yasadigi sorunlar
sonucunda ¢ocugun basarisiz oldugunu ifade eden smif dgretmeni O2, konu hakkindaki
diistincelerini su sekilde agiklamistir:

Bulgaristanli gocuk 6grenme giigliigii yasiyor. Okuma yazmaya basladik; fakat akademik basar1
olarak ¢ok diisiik bir gocuk. Sadece okuma yazma 6grendi, heceleyerek okuyor, su anda bana
gore ¢ok kotii, siniftaki en kotii cocuk hatta diyebilirim. Y1l sonu geldi, daha ¢ocuk heceleyerek

okumaya, yamuk yumuk yazmaya ¢aligtyor.
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Iki Irakli 6grencisinin basar1 durumlarim degerlendirirken ikinci sinif 6gretmeni O4 de
diisiincelerine su sekilde yer vermistir:

Irakli erkek 6grencim ikinci donem geldi, ben birinci donem okuma-yazmanin en 6nemli kismint
bitirmistim. O, bir sey anlamadi, ben de onun anlamasina yonelik bir sey yapamadim. Cocuk
ozellikle okuma-yazma olmak {iizere tiim derslerde ¢ok bagarisiz. Siniftaki akranlarryla hic
karsilagtirilamaz bile. Cocugun akademik basarist da matematik dersi haricinde hi¢ yok

diyebilirim.

Irakli 6grencisinin smifa iiclincli siniftaki egitimin bitmesine bir ay kala okula
basladigini, bu yilizden dil bilmeyen ¢ocukta da haliyle bir 6grenme gerceklesmeyecegini ve
bu cocuktan basar1 beklenmesinin yanlis olacagimi diisiinen dgretmen O12, “Irakli égrencim
Omer, okula bir ay énce geldi ve égrenme gerceklesmedigi icin akademik basart da hi¢ yok.
Hicbir sekilde Tiirkce anlamiyor, iletisim kuramiyor ki dersleri anlamasint da bekleyemem,
hele basarili olmasin hi¢.” seklinde diisiincelerini anlatirken, gegen sene sinifindaki Irakl
ogrencisi ile smifta yaptiklar etkinlikleri ve basar1 durumuna vurgu yapan O15 ise “Irakli
ogrencim ile hi¢bir ders yapamadik, sadece resim yaptirdim.” yorumlarinda bulunmustur.

Ifade edilen goriislerden hareketle 6gretmenini, arkadaslarin1 ve cevresindekileri
anlayamayan, iletisim kuramayan, dil becerileri gelisemeyen yabanci uyruklu 6grencilerin,
kendi duygu ve disiincelerini, bilgi birikimlerini paylasamadiklari, egitim-6gretimde
programin gerisinde kaldiklar1 ve bu baglamda akranlarina nazaran daha diisiik bir akademik

basariya sahip olduklar1 ya da ¢gogunlukla basarisiz olduklar1 sonucuna ulagilmistir.
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Sorunlarin Coziimiine Yonelik Oneriler ile Ilgili Bulgular

Ogrencilere
Yonelik Oneriler

Sorunlarm
Coziimiine
Yonelik Oneriler

Ogretmenlere ve
Okullara Yénelik
Oneriler

MEB ve Devlete
Yonelik Oneriler

Ailelere Yonelik
Oneriler

Sekil 2. Sorunlarin ¢oziimiine yonelik sinif 6gretmenlerinin ve yabanci uyruklu 6grencilerin

onerileri ile ilgili bulgular

Sekil 2’de goriildiigii lizere 6grenci ve Ogretmenlerin yabanct uyruklu 6grencilerin
egitim 6gretim siirecinde yasadiklari sorunlara yonelik olarak gormiis oldugu eksiklikler ya da
diizeltilmesi gerektigini diisiindiigii konularla ilgili ©nerileri, “Ogrencilere Yonelik”,
“Ogretmenler ve Okullara Yonelik”, “Ailelere Yonelik”, “Deviet ve MEB e Yénelik” dneriler

olarak belirlenmis ve asagidaki bi¢cimiyle alt temalara ayrilmistir.

Ogrencilere yonelik éneriler

Yabanci uyruklu ogrencilerin yasadiklar1 sorunlarin ¢oziimiine yonelik olarak
ogretmenler “Dil Diizeylerine Gore Okula Baglama”, “Donem Basinda Egitime Dahil
Olma”, “Tiirkce Egitim Kurslarina Katilim” Onerilerinde bulunmuslardir. Elde edilen

bulgular, asagida ayrintili bigcimde ele alinmustir.
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Dil diizeylerine gore okula baslama

Ogretmenler ile gergeklestirilen goriismeler kapsaminda, birinci sinif dgretmeni 02,
yabanci uyruklu 6grencilerin biiyiik ¢ogunlugunun Tiirk¢e bilmeden okula basladiklart i¢in
biiyiik sorun yasadigini ve bu ¢ocuklarin dil seviyelerine gore okula baslatilmasi gerektigi ile
ilgili goriislerini su sekilde ifade etmistir:

Keske diizey belirleme siavi olsa, bu ¢ocuk alt1 yasini bitirmis, bizim okulun anaokulundan

baslatilsaydi, onu da sdyledim anneye hem ¢ok ge¢ geldiniz hem Tiirkce sorunlariniz var, bir yas

geriden gitsin diye. Anaokulunda kurallarimizi 6grenir, okuma yazmaya hazirlik alirdi. Bu ¢ocuk

bir y1l geriden baglatilmaliydi. Diger kademelerdeki gocuklar da diizeyleri belirlemeden, okula

baslatilmamali.

Ogrencilerin belirli bir program dahilinde dil 6grenecekleri dikkate alimnip, dgrencilerin
daha 6nceden Tiirk¢eyi bilme diizeyleri 6grenilmeden yeni bilgilerin verilmemesi gerektigini
savunan dordiincii smif ogretmeni O7, gorislerini “Ogrenciler yas gruplarina ya da
diizeylerine gore toplanmalilar. Seviye tespit sinavina girmeli ogrenciler, devlet yapmiyor
bunu, en azindan aileler ve ¢ocuklar kendileri acgisindan ya kursa yazilmali ya da birinci
sinifta filan biraz okuma-yazma dersi goriip o sekilde seviyesine gore okula gelmeli.”
seklinde aktarirken; dordiincii sinif 6gretmeni O9, dgrencilerin bu durumlarina yonelik olarak,
“Bunlart direk alip, tigiincii, dordiincii sinifa vermemeleri igin Okul Miidiirii’miize ve Milli
Egitim Miidiirliigii 'ne isteklerimizi bildirdik. Cocuklara, birinci sinif egitimi, okuma-yazma ve
Tiirkge dersleri verilmesini istiyoruz. En azindan birinci donemi béyle gegirdikten sonra,
diizeylerine gore siniflarinin ayrilmasini istiyoruz ve bunun ¢oziim olabilecegine inaniyoruz.”
ifadelerini kullanmistir.

Elde edilen bulgular sonucunda, yabanci uyruklu 6grencilerin egitim-6gretimlerinde

yasadiklar1 sorunlarin ¢ozlilmesinde, Ogrencilerin egitime baslamadan oOnce Tiirkce

ogrenmeleri gerektigi, oOgrencilere yonelik bir diizey belirleme smavinin uygulanmasi
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gerektigi ve Ogrencilerin bu sinava gore okula baslamalarinin gerektigi ile ilgili onerilerde

bulunulmustur.

Donem basinda egitime dahil olma

Sorunlarin ¢dziimiine ydnelik dnerileri ile ilgili soruya, dgretmenlerden OS5, yabanci
uyruklu 6grencilerin yasadigi sorunlardan en énemlisinin, ¢ocuklarin donem basinda egitime
dahil olmamalarindan kaynaklandigini diisiinmekte ve ¢ocuklarin egitime donem basinda
dahil olmalar1 gerektigi konusundaki diisiincelerini “Birinci sinifin basinda aldigim Irakh
ogrencim var, onunla yine biraz ilerleme gosterdik, ama bir ¢ocugum tam okuma-yazma
calismalarim bitirdik, ikinci donem geldi, onunla bir buguk yildir beraberiz ama pek verim
alamiyoruz.” seklinde dile getirmistir.

Elde edilen sonuglardan hareketle, sorunlardan en 6nemlilerinden birinin 6grencilerin
devam eden bir egitim doneminde okula baglamalari oldugu goriilmiistir. Bu baglamda
Ogretmenlerin, 0grenciler ile ilgili oneriler kapsaminda &grencilerin donem basinda egitime

dahil olmalarimi 6nerdikleri gériilmiistir.

Tiirkge egitim kurslarina katilim

Yabanci uyruklu c¢ocuklarin yasadiklar1 Tiirk¢e sorunu ve kiiltiirel uyumsuzlugun
giderilmesi i¢in Tiirk¢e egitim kurslarina katilmalarii &neren dérdiincii sinif 6gretmeni Ol,
gorislerini su sekilde dile getirmistir:

Tirkge kursa gidiyordu 6grencim galiba, Tiirkge egitimi almasi gerekiyor bu yabanci uyruklu

¢ocuklarin buraya gelir gelmez, devletin almasi gerekiyor. Onlar igin kurslar agilarak gelenek-

goreneklerimiz, baska seylerimiz tanitilabilir, Tiirkler boyle yapar, soyle yapar, su olabilir, bu

olabilir, sdyle davranilir; ¢linkii onlarin gelenekleri ile bizim geleneklerimiz farkli tamamen.

Tiirkce egitimi verilebilir bu ¢cocuklara. Sanirim istege bagh Halk Egitim’de ya da 6zel derslerle
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saglaniyor, 6grenciler de bir caresini bulup kurslara yazilmalilar, Tiirkge 6grenmeden okula

gelmemeliler, diye diisiiniiyorum.

Benzer sekilde O17 de oOgrencilere yonelik onerilerini “Cok fazla dilsel sorun
yastyoruz. Cocuklarin éncelikle bir Tiirkce egitimine tabii olmalar: gerekir. Ulkemizde onlara
vonelik kurslar olmasa bir sekilde egitim sistemimize gelmeden once Tiirkce egitim kurslarina
katiimalilar diye diistiniiyorum.” seklinde dile getirmistir.

Ulagilan bu bulgulara gore, 6grencilerin sorun yasamalarini engellemek amaciyla,
ogrencilerin Tiirkge Ogrenmelerinin gerektigi, bunun i¢in de Tiirkge egitim kurslarina

katilimin saglanmasinin 6nerildigi goriilmiistiir.

Ogretmenlere ve okullara yonelik éneriler

Ogretmenlerin yasanan sorunlarin ¢dziimii i¢in okullar ve Ogretmenlere “Yabanci
Uyruklu Ogrenciler Icin Ayri Simiflar A¢ma”, “Ogrenciler ve Ailelerle Iletisim Kurma”,
“Ogrencilere Ilgi Gosterme ve Uygun Simif Ortami Saglama”, “Uygun Ogretim Yontem ve
Teknikleri Kullanma”, “Ilk Okuma-yazma Calismalari”, “Ogrencilerin Sinif Tarafindan
Kabullenilmesini Saglama”, “Tiirkce Kurslar ve Etiitler Diizenleme”, “Ogrencilere Kirtasiye

ve Kiyafet Yardimi Yapma”, “Gelenek-Géreneklere Uyum ve Aile Egitimi”  Onerilerini

getirdikleri tespit edilmistir. Elde edilen bulgular, asagida ayrintili bigimde ele alinmustir.

Yabanct uyruklu ogrenciler icin ayri siniflar agma

Arastirmacinin yabanci uyruklu 6grencilerin egitim-0gretiminde yasadigi sorunlarin
¢oziimlerine yonelik olarak ne gibi 6nerileri oldugu sorulan dérdiincii simif dgretmeni O8
goriislerini, “Valla bunlar icin ayri siniflar agilsin istiyoruz. Bu ogrenciler kalacaksa okuma-

vazma ogretilsin, bizim ayrica zamanimiz olmuyor. Milli Egitim, bu ¢ocuklar: dagitmamali ve
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onlar igin uygun materyallerin, programlarin, sinif ortamwin oldugu simiflar agilip,
saglanmasint istiyoruz.” seklinde ifade etmistir.

Tiirk ve yabanci 6grencilerin bir arada oldugu karma bir egitimin yarattig1 sorunlarin
giderilmesi icin okullarin, Ogrencileri kaydederken onlar i¢in seviyelerine uygun siniflar
acmas1 gerektigini ifade eden {igiincii siif dgretmeni 020 ise, bu durum ile ilgili olarak
okullara onerisini; “Okullar, bu ¢ocuklart dagitmamali ve onlar i¢in uygun materyallerin,
programlarin, smif ortaminin oldugu siniflar a¢ilmali. Cocuklar yasa gore degil; diizeyine
gore bir sinifta toplanmali.” seklinde dile getirmistir.

Elde edilen goriislerden hareketle, yabanci uyruklu 6grencilerin egitimlerinde sorun
yagsamalarin1 engellemek, var olan sorunlarin ¢éziimiine yonelik oneriler getirmek amaciyla,
okullarin yabanci uyruklu 6grencilerin seviyelerine gore ayri siniflar diizenlemesi gerektigi

Onerilmistir.

Ogrenciler ve ailelerle iletisim kurma

Goriismelerden elde edilen veriler dogrultusunda, 6gretmenlere yonelik Onerilerden
birinin de yabanci uyruklu 6grenci ve aileleri ile iletisim kurma oldugu tespit edilmistir.
Tirkce bilmeyen aileler ile iletisim kurmanin zor oldugunu diisiinen, dordiincii simif
ogretmeni O7, ¢dziim Onerilerine yonelik olarak su ifadeleri kullanmis, meslektaslaria su

onerilerde bulunmustur:

Ogretmenler olarak aileler, ailelerin ekonomik durumlari, gelirleri ve ¢cocuklar hakkinda daha iyi
bilgilendirilmeliyiz. Onlarin dillerini bilmesek de terciiman ile ya da hi¢ olmadi dillerine gore
Google Translate den g¢eviri yapip notlar gonderebiliriz, yarim yamalak da olsa belki kendimizi
ifade edebiliriz. Ben okuldaki Arapga bilen &gretmenden not yolluyorum mesela, sorunlari

¢ozmek i¢in faydali diye diisliniiyorum.
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Elde edilen verilere gore, 6grenci ve ailelerin iletisim sorunu yasadigi ve bu sorunun
Ogrencilerin egitim-6gretim siirecinde oldukc¢a Onemli oldugu goriilmiis, 6gretmenlerin bu

sorunu gidermeleri i¢in 6grenci ve aileleri ile iletisim kurmalar1 gerektigi belirtilmistir.

Ogrencilere ilgi gosterme ve uygun sinif ortami saglama

Goriismelerden toplanan verilere gore Ggretmenlere getirilen Onerilerden birinin de
Ogrencilere ilgi gosterme ve onlara uygun smif ortami olusturma oldugu goriilmistiir.
Dérdiincii simf 6gretmeni O1, arastirmacinin yabanci uyruklu &grencilerin sorunlarinin
¢oziimiine yonelik ne gibi uygulamalarda bulunduklar1 ve sorunlarin ¢éziim Onerileri olarak
diisiincelerini su sekilde dile getirmistir:

Okul kiyafetlerini ve kitaplari1 verdi. Ben de kaynak konusunda yardimer oluyorum. Buraya

gideceksin, bunlardan yararlanacaksin, Dolabimiza bir bak, isine yarar bir sey varsa oraya da

bak, Arkadaglarinla anlasg, birbirinizin evine gidin diye. Promosyon kitaplardan filan veriyorum.

Bu o6grencilere sabirli olmak lazim, ozellikle 1. Smiftaki durumuna bakilip 6n yargiyla

yaklagsmamak gerekiyor. 2 yil iginde ciddi asama kaydedebiliyorlar. Onlarin kendilerini rahat

hissedecek ve ihtiyaglarini giderecek bir sinif ortami olusturmak gerekiyor. Cocuklar kendilerini

dislanmis hissetmesin diye de iletisim saglanmasa bile en azindan bir baslarini oksamak, ilgi

gostermek gerekiyor.

Benzer sekilde O14 “Bu cocuklar zaten konusamadiklar: icin pek ¢ok konuda sorun
yaswyor, oOteleniyor. Dilsiz gibi sinifin bir kdsesinde oturuyorlar. Ogretmenler olarak onlara
ilgi gostermek her seyden once insanlik gorevimiz. Cocuklarin bazilari ¢ok biiyiik sarsinti
vasayarak buraya gelmisler. Onlarin da sinifta bir nebze rahat edecegi ortamlar
olusturulmali.” seklinde Onerilerde bulunmustur.

Ulagilan veriler sonucunda, Ogrencilerin egitimlerinde karsilagtigi  sorunlarin

giderilmesi i¢in 6gretmenlerin gerekli hassasiyeti gostermeleri ve yabanci uyruklu 6grencilere
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daha fazla ilgi gosterilmesi, onlarin sinif ortaminda daha rahat edebilecegi ortamlarin

saglanmasinin gerektigi belirtilmistir.

Uygun dgretim yontem ve tekniklerini kullanma

Yabanci uyruklu 6grencilerin egitim-6gretimlerinde yasadiklari sorunlarin ¢oziimiinde
bir yol olarak 6gretmenlerin yapmasi gerekenlerden birinin dgrencilere uygun 6gretim teknik
ve metotlar1 kullanmas: oldugu belirlenmistir. Bu konu ile ilgili olarak dgretmenlerden O4,

kendi uygulamalarini1 ve meslektaslarina 6nerilerini su sekilde ifade etmistir:

Okuma-yazma 6gretmek icin basinda durmam gerekiyordu; ama onu da programin ilerleyisi
acisindan yapamadim. Okulumuzda projeksiyon ve Internet ve sesli ve gorsel seyler
kullandigimiz i¢in g¢ocuk da gorerek anlayama g¢alisti, sene sonunda da dersler hafifleyince ben
onunla tek ilgilendim, harfleri nasil birbirine baglayacagini gdsterdim. Bakiyorum, pek ¢ok
Ogretmen resim yaptirip gegiriyor bu gocuklari, onlara uygun 6gretim yontemleri kullanilmasi

basariy1 da getirir diye diistiniiyorum

Arastirmacinin yasanan egitim sorunlarinin ¢6ziimii i¢in ne tiir uygulamalar yapildig1
ve meslektaslarina hangi oOnerilerde bulunacag: ile ilgili sorusuna ogretmenlerden O11
“Ogretmenler yabanct uyruklu égrencilere gore bir teknik kullanmali, bireysel farkliliklar
onemli diyoruz, bu ¢ocuklarin dili, kiiltiirii her seyi ayri, onlara uygun bir sekilde ogretim
gergeklestirmeliyiz.” ifadesini kullanmistir.

Arastirmadan elde edilen bulgulara gore, yasanan sorunlarin ¢oziimiine yonelik olarak,
O0gretmenlerin yabanci uyruklu 6grencilerin ihtiyaclarina cevap verebilecek 0gretim yontem

ve teknikleri uygulamasi gerektigini onerdikleri tespit edilmistir.
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Itk okuma- yazma ¢alismalar

Ogretmenlere yonelik onerilerden bir tanesinin de &grencilere ilk okuma-yazma
calismalar1 yaptirma oldugu belirlenmistir. Yabanct uyruklu o6grencilerin Tiirkge egitim
gorebilmeleri ve derslerde sorun yasamamalar1 igin ilk okuma-yazma dersleri ve
calismalarmin dnemli oldugunu diisiinen ikinci simif 6gretmeni OS5, Onerilerini su sekilde

aktarmistir:

Bu ¢ocuklar, temelden dilbilgisinden, gramerden baslatilmali. Bunun i¢in de 1. sinif egitimimiz
uygun, ilk okuma- yazma derslerimiz Tiirk¢eyi en iyi sekilde 6gretecek ders diye diigiiniiyorum.
Cocuklar alfabeyi, sesleri, kelimeleri 6grecenek. Tamamen Tiirk¢eye hakim olamazlar belki yine
ama yazi dilini, okumay1 daha iyi 6grenirler. Konusuyoruz diger 6gretmenler ile adini soyadini
bile yazamayan dgrenciler varmis, bunu énlemis oluruz hi¢ olmazsa, Ilk okuma-yazma calismasi

saglanmali diye distiniiyorum.

Aynm sekilde dordiincii smf &gretmeni O8 onerilerini “Okulda gézlemledigim
kadariyla ozellikle kiiciik yasta yani birinci sinifta okula baslayan égrenciler dilimizi daha
cabuk ogreniyorlar. Bunu birinci sinifta verilen ses ¢alismalary, ilk okuma-yazma
calismalarina bagliyorum. Ogrenci eger bu calismalart yaparsa kesinlikle dile karsi daha
thiml1 oluyor ve dili 6greniyor. Ogretmenler zamanlart olmasa dahi ev édevleri ile ilk okuma-
yvazmay desteklemeliler.” seklinde i1fade etmistir.

Elde edilen bulgulara gore, resmi dil Tiirkge ile egitimin saglanmasi i¢in oncelikle dil
bilmeyen 6grencilere, ilk okuma-yazma dersleri ile Tiirk¢e 6gretilmesi ve gerekli caligmalarin

yapilmas1 gerektigi belirtilmistir.

Osrencilerin sunif tarafindan kabullenilmesini saglama

Ogretmenlere yonelik Onerilerden birinin de yabanci uyruklu 6grencilerin sinif

arkadaslar1 tarafindan kabullenilmesini saglayacak etkinlikler ve diizenlemeler yapilmasi
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oldugu goriilmiistiir. Yabanci uyruklu Ogrencilerin gelisim, koruma ve katilim haklarinin
saglanmasinda herhangi bir ayrimcilik yapilmamasi, cocuklarin dis goriiniisleri, dil ve kiiltiirel
farkliliklarindan dolay1 sinif tarafindan diglanmamasi i¢in kendi uygulamalarini anlatan ikinci
sinif 6gretmeni 014, meslektaslarina su 6nerilerde bulunmustur:

Ten rengi ve biiylik olmasindan dolay1 sorun yasamamak icin diger ¢ocuklara, o yokken onun da
bu smifin, iilkenin bireyi oldugunu anlattim. Gezilere, etkinliklere katilirken ben karsilamaya
calistyorum, ona hissettirmiyoruz. Biz de egitimciler olarak, bu ¢ocuklar1 dislamamali, diger
¢ocuklar ile kaynagmalarini saglamaliyiz. Biz egitimciler olarak, onlara bu egitimi saglamaliyiz

ki diinyaya Tiirkiye’ de de boyle bir egitim oldugunu ispat edelim.

Ulasilan verilerden hareketle, yeni bir iilkeye, cevreye ve okula uyum saglamada
zorlanan, dis gorlinlimii nedeniyle sorun yasayan oOgrencilerin bu sorunlarmi gidermek ve
onlar1 da kazanmak igin Ogretmenlerin yabanct uyruklu Ogrencileri, smif tarafindan

kabullenmesini saglamasi gerektigi ifade edilmistir.

Tiirkge Kurslar ve etiitler diizenleme

Ogrencilerin  egitimlerinde sorun yasamasmin engellenmesinde ~&gretmenlerin
meslektaglarina getirdigi 6nerilerden birinin de 6grenciler icin Tiirkge kurs ve etiit diizenleme
oldugu ifade edilmistir. Yabanci uyruklu 6grencilerin Tiirk¢e 6grenmeleri ve egitim sistemine
dahil olmadan 6nce Tiirkge egitim gdrmeleri gerektigini diisiinen iigiincii sinif 6gretmeni O12,
bu konu ile ilgili dnerilerini su sekilde belirtmistir:

Ders saatleri diginda bir siirede bunlara yarim saat, bir saat Tiirkce Ogretilmeli, dinleme,

dinledigini anlama, kisa cevapli sorulara cevap verme gibi etkinlikler yapilabilir. Ankara

Universitesi’nde okurken TOMER oradaydi, biz de &grenciyken Iraklilar, iranhlar filan

geldiklerinde, onlara Tiirk¢e dgretmeye calisirdik, oradan benim biraz aginaligim, yatkinligim

var; ama diger 6grencilerle bunlarin egitimleri ¢ok zor. Ozellikle yaz dénemi bu gocuklarm iyi

degerlendirilmeli ki egitim donemine iyi baglasinlar.
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Arastirmacinin yabanct uyruklu 6grencilerin yasadigi sorunlarin giderilmesi i¢in ne
gibi uygulamalar yapildig1 ile ilgili sorusuna &grencilerden Afgan asilli Y16, su anki
okulundan oOnceki okulunda, duyarli bir 6gretmenin okul disinda goniillii olarak hem
ogrencilere hem de ailelere okul sonrasinda Tiirkge etiitler, Tiirk¢e kurslar diizenledigini,
Ogrencinin bu sayede nasil Tiirkgce 6grenebildigini anlatmistir. Yapilan goriismeler boyunca
sadece bu katilimc1 boyle bir uygulama yapildigini belirtmis ve arastirmacinin gozlemlerine
gore ¢ocugun Tiirkceyi kullanimi, Tiirkgeye hakimiyeti ve 6zgiiveni oldukea yiiksektir. Diger
okullara ve 6gretmenlere 6rnek olan bu tutumun, bu konuda 6rnek olusturmasi agisindan Y16
bu konudaki deneyimlerini “Onceki okulumda hem bize hem de ailemize okuldan sonra
Tiirkge dersi veriyordu Ridvan ogretmenimiz. O okulda da yabanci ¢oktu, ogretmenimiz
bunun igin yardim etti; ben hi¢ Tiirk¢e bilmiyordum, orada ders yapiyorduk, babam harig
hepimiz gittik, Tiirk¢enin yarisint orada, yarisini da okulda ogrendim.” seklinde ifade

etmistir.

Elde edilen bulgulara gore, en biiyiikk sorunlardan biri olarak ifade edilen dil bilmeden
egitime dahil olmanin yarattig1 sorunlarin ¢oziimii i¢in okullarin Tiirk¢e kurslar diizenlemesi

ya da derslerden sonra ek dersler verilmesinin gerektigi onerilmistir.

Ogrencilere kirtasiye ve kiyafet yardimi yapma
Arastirmacinin yabanci uyruklu ogrencilerin egitim-0gretim siirecinde yasadiklar
sorunlarin ¢oziimiine yonelik hangi uygulamalarda bulunuldugu ile ilgili sorusunu dérdiincii

sinif 6gretmeni O1 su sekilde yanitlamis, okullara ve dgretmenlere su dnerilerde bulunmustur:

Maddi sorun gekiyor bu insanlar, dgrenciler... Pek ¢ok agidan yetersiz kaliyorlar. Ogrencilerin
okula yonelik higbir materyali, kiyafeti ve hatta beslenme alacak parasi yok. Okulumuz,
Nijeryali 6grenciye kirtasiye malzemeleri verdi, kiyafetini verdi, ben de promosyon gelen

kaynak kitaplardan verdim, zaten O6devlerini bir sekilde ihmal etmiyor, yapiyor, caligkan bir
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Ogrenci oldugu i¢in, o sekilde yardimci olmaya calistyoruz. Okul, iizerine diiseni yapryor,
kiyafetini verdi, kirtasiye malzemelerini verdi, yeri geldiginde mont, ayakkabi yardimlari
yapiliyor, ben de kitap konusunda desteklemeye calistyorum, boyle hallediyoruz. Bizim

okulumuzda yabanci uyruklu 6grenciler toplasan bes, alti tane, bu yiizden yardim edebiliyoruz.

Elde edilen bulgulara gore, ekonomik durumu ko&tii olan Ogrencilerin, ders
materyallerine ulagmalarindaki sorunlar1 gidermek i¢in okullarin gerekli hassasiyeti
gosterip, Ogrencilerin ihtiyaglart dogrultusunda okul kiyafeti ve ders arag-gere¢ yardimi

yapmasinin gerektigi sonucuna ulagilmistir.

Gelenek-goreneklere uyum ve aile egitimi

Toplanan veriler sonucunda 6gretmenlere yonelik bir diger Onerinin de 6grenci ve
ailelerin Tiirk gelenek ve goreneklerine uyum saglamalar1 agisindan egitim verilmesi oldugu
belirlenmistir. Yabanci uyruklu 6grenciler ve aileleri i¢in Tiirk kiiltiiriiniin tanitilmasi ve
ailelerin de egitilmesinin gerektigini diisiinen {iglincii smmf ogretmeni O18, kendi
uygulamalarindan Tirk- Arap kiiltiiriiniin tanitilmasi, ailelerin kaynasmasi i¢in diizenledigi
projeye su sekilde yer vermis ve bu konu ile ilgili 6nerilerini su sekilde aktarmistir:

Tirk veliler ¢ocuklarimin bu c¢ocuklarla arkadaslik etmesini istemedikleri igin onlar da

bilinglendirilmeliler, veliler arasi kaynagma saglanmali. Asil brangim Rehberlik oldugu igin

velilerin ve ¢ocuklarin bu gocuklar1 kabullenmesi i¢in ¢abaliyorum. Bir proje hazirladik, velileri

de dgrenme- 6gretme siirecine dahil etmek icin: “Arap Yemekleri” hakkinda. Bu sayede velileri

kaynastirmak ve yabancilara olan dnyargiyr kaldirmak istedik. Bu uygulamayla ailelere farkli

gelenek- gorenek tanitimlarini gostererek, kaynagmalarimi sagliyoruz. Tirk yemekleri ve Tirk

kiiltiirti hakkinda da bir proje hazirlamay: diistiniiyorum.

Elde edilen veriler sonucunda, yasanan sorunlarin ¢oziimiinde, Tiirk ailelerin yabanci

uyruklu 6grenci ve ailelere daha 1limli yaklasabilmesi i¢in aile egitiminin yapilmasi ve
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etkinlikler diizenlenip farkli kiiltiirlerin yakinlastirilmas1 gerektigi ile 1ilgili Oneriler

gelistirilmistir.

Ailelere yonelik oneriler

Ailelere yonelik Oneriler kapsaminda Ogretmenlerin “Tiirk Kiiltiiriinii ve Egitimini
Kabullenme”, “Cocuklara Ilgi Gosterme”, “Ogretmenlerle Iletisim Kurma” ve “Tiirkce
Osretim Kurslarina Katilma” dnerilerinde bulunduklar1 belirlenmistir. Elde edilen bulgular,

asagida ayrintili bi¢imde ele alinmistir.

Tiirk kiiltiiriinii ve egitimi kabullenme

Yapilan gorlismelerden elde edilen verilerden hareketle, 6gretmenlerin ailelere yonelik
getirdigi Onerilerden birinin Tiirk kiiltlirtinii ve egitimi kabullenme oldugu belirlenmistir.
Yabanct uyruklu ogrencilerin Tiirkgeye ve Tiirk kiiltiirline olan yaklagimlarinin aileleri ile
paralellik gosterdigini diisiinen {i¢iincii siif dgretmeni O3, ailelere yonelik onerilerini su

sekilde ifade etmistir:

...Evde kendi dillerini konusuyorlar, Tiirkceyi Ogrenmeye c¢aligmiyorlar. Bizimle iletisim
kurmaya da ¢alismiyorlar. Gelseler okula, bizden yardim isteseler, nereden Tiirkge dgreniriz diye
sorsalar... Nasil olsa bagka {ilkelere gidecegiz diye, buray1 basamak olarak goriiyorlar ne Tiirk
dilini ne kiiltiriinii ne de 6gretim sistemimizi 6grenmeye ¢alismiyorlar, kabullenmiyorlar adeta.
Bu da ¢ocuklarin da ailesi gibi davranmasina neden oluyor, ¢ocuklar da egitimi kabullenmiyor,

akademik basarilar1 diisiik oluyor. Aileler bu konuya hassas davranmalilar diye diigiiniiyorum.

Ulagilan veriler dogrultusunda, egitim-6gretim siirecinde yasanan sorunlarin ailelere
yonelik onerilerinde, ailenin Tiirk kiiltiiriinii ve egitimini kabullenip, bu dogrultuda ¢ocuguna

rol model olmas1 gerektigi ifade edilmistir.
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Cocuklara ilgi gosterme

Ogretmenlerden elde edilen verilerden hareketle, Ogrencilerin egitim sorunun
giderilmesi i¢in ailelere ¢ocuklarina ilgi gostermeleri Onerilmistir. Ailelerin oldukea ilgisiz
oldugunu, okula gelmediklerini, 6gretmen ile iletisim kurmadigini ve ¢ocuklarinin ddevlerine
de yardimci olmadiklarm belirten dérdiincii siif 6gretmeni 09, yasanan soruna iliskin

ailelere su Onerilerde bulunmustur:

Irakli 6grencilerimin ailelerinin egitim diizeyleri ¢ok diisiik, cok ¢ok kalabalik bir aile yapilar
var, anne-baba oldukca ilgisiz. Aileler ilgili olmali, benimle sorunlar hakkinda, cocugun
durumunu ve sartlarini anlatsaydi, ¢ocuklarini diizenli okula getirseler... Cocuklarda da kural
yok zaten, ailenin "bugiin ne yaptin, anladigimiz kadar 6devlerini yapacagiz" demesi lazim.
Aileler, ¢ocuklarmin arkalarim aramalilar, iletisim kuramasalar bile bir yolunu bulup, bizimle

iletisime gegmeliler.

Aragtirmadan toplanan veriler sonucunda, yabanci uyruklu velilerin ¢ocuklarinin
egitim-O0gretimlerinde sorun yagamamasi i¢in, ¢cocugun ddev ve sorumluklar ile ilgilenmesi,

ogretmenler ile gerekli irtibatin kurulmasi gerektigi sonucuna ulasilmistir.

Ogretmenlerle iletisim kurma

Gortismelerden elde edilen veriler dogrultusunda 6gretmenlerin ailelere 6nerilerinden
birinin de ailelerin kendileri ile iletisim kurmalar1 oldugu tespit edilmistir. Yabanci uyruklu
ailelerin okul, aile ve ¢evre iliskilerinde pasif kaldigini, egitim-6gretim silirecinde 6grenciye
yardime1 olmadiklarini belirten iigiincii simif dgretmeni O18, ailelere iletisim konusunda su

onerilerde bulunmustur:

Aileler, Tiirk¢e bilmedikleri i¢in bizimle hi¢ iletisim kuramiyorlar. Cocuklar bariz sorun
yasiyorlar, aile de dgretmenlere yardimci olsa, Tiirkge Ogrenseler, internetten, sozliikten bir
caresini bulup ne gibi ihtiyaglar1 var bana anlatsalar... Genel ihtiyaglar neler, beklentiler neler

aileler bunlar1 bana anlatmalilar, 6grenciler ¢ok devamsiz, okula getirseler her giin hem bizi de
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sik goriirler hem de diger ailelerle kaynasirlar; ¢iinkii sosyal hayatlar1 ve gevreleri de ¢ok kisitlt
bu insanlarin. Veli destegimiz saglanmali, aileler de bizimle iletisim kurmalilar sorunlar1 ¢6zmek

icin, diye diistiniiyorum.

Elde edilen veriler sonucunda, yasanan sorunlarin ¢dziimiinde, yabanci uyruklu
Ogrenci ailelerinin, ¢ocuklarmin egitim ihtiyaclarini dile getirmesi ve sorunlarin giderilmesi

icin okul ve 6gretmenler ile iletisim kurmasi gerektigi sonucuna ulagilmistir.

Tiirkce ogretim kurslarina katilma

Elde edilen veriler dogrultusunda ailelere yonelik bir diger Onerinin de ailelerin
Tiirkge 6gretim kurslarina katilmalar1 oldugu belirlenmistir. Bu konu ile ilgili O8 énerilerini
“Dil ¢ok biiyiik bir sorun. Hatta yasanan sorunlarin nerdeyse hepsi dile bagh diye
diistiniiyorum. Ogrencilerin sorun yasamamasi, ailelerin ¢ocuklarina yardimci olabilmesi de
vine dile bagli. Bu yiizden hem 6grenci hem de aileler Tiirk¢e ogrenmeli, kurslara gitmeli.”
seklinde ifade etmistir.

Yabanci uyruklu ailelerin 6grencilerin yasadiklar1 sorunlar1 dile getirebilmeleri,
ogretmenler ile iletisim kurmalar1 ve sosyal hayata daha iyi adapte olabilmesi igin Tiirkge
kurs gdrmelerinin gerektigini belirten iiiincii simif dgretmeni 020, ailelere su Onerilerde

bulunmustur:

Aileler hem cocuklarini kurslara gondermeliler hem de kendileri Tiirk¢e dil kursuna gitmeliler;
¢linkii bizimle iletisim kuramiyorlar, ¢ocuklarina yardimeir olamiyorlar. Dil bilmedikleri igin
ozgiivenleri diisiik, sosyal agidan kisitli bir ortamda yasiyorlar, ancak kendi akrabalariyla bir
ortamlart var. Keske bize de kurs verseler, ¢cok zorluk ¢ekiyoruz biz de g¢ocuklarimiz da”
diyorlar. Benden ders vermemi, Tiirk¢ce dgretmemi istiyorlar; ama benim zaten derslerim yogun,

miimkiin degil.
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Ulasilan verilere gore, Ogrencilerin sorun yasamalarmi engellemek amaciyla,
Ogrencilerin ve ailelerinin Tiirk¢e 0grenmelerinin gerektigi, bunun i¢in de Tiirk¢e kurslara

katilimin saglanmasinin 6nerildigi goriilmiistiir.

MEB ve devlete yonelik oneriler

Ogretmen ve Ogrenci goriislerinden hareketle devlet ve MEB ile ilgili 6nerilerin;
“Miilteci ve Gogmen Politikast”, “Maddi Yardim”, “Ogrencilerin Denkliginde Standartlar”,
“Ogrencileri Dagitirken Standartlar Getirme”, “Uygun Program ve Materyal”, “Diizey
Belirleme Sinavi Yapma”, “Tiirkce Egitim Kurslari Diizenleme”, “Okullara Cok dilli
Psikolog ve Rehber Ogretmen Atama”, “Depodaki Ogretmenleri Degerlendirme”,
“Universitelerle Is birligi”, “Cevrenin Bilin¢lendirilmesi” oldugu tespit edilmistir. Elde

edilen bulgular, asagida ayrintili bigimde ele alinmigtir.

Miilteci ve go¢cmen politikast

Goriismelerden elde edilen veriler dogrultusunda devlete getirilen dnerilerden miilteci
ve gdgmen politikast olusturmanin onemine dikkat ¢ekilmistir. Tiirkiye’nin yabanci uyruklu
insanlar i¢in bir politikas1 olmadigini, bunun da yasanan sorunlarda Onemli bir etken
oldugunu belirten iigiincii simf 6gretmeni O3, bu konu hakkindaki diisiincelerini ve devlete

onerilerini su sekilde anlatmistir:

Eger bir iilke, miilteci kabul ediyorsa, dgrencileri oraya buraya dagitmak yerine, onlara gore bir
egitim sistemi gelistirilip, ilk once Tiirkge Ogretilmeli, iilkeye ekonomisi bozuk insanlarin
gelmesindense iilkemize bir seyler katan insanlarin gelmesinin daha 6nemli hale getirilmesi
lazim... Daha bilingli, egitimli insanlarin gelmesi daha iyi olur. Amerika gibi iilkeler, iilkeye
kabul edecegi insanlar i¢in ne kadar ¢ok 0zellik istiyor, iiniversiteler Toefl belgesi, referans

mektubu filan istiyor, pek ¢ok iilke boyle... Biz neden iilkemiz agisindan bdyle politikalar

156



AJESI - Anadolu Journal of Educational Sciences International, 2018; 8(2): 124-173
DOI: 10.18039/ajesi.454575

uygulamiyoruz! Ciddi bir politika eksikligi var, bu da egitime yanstyor. Son yillarda bu ¢ocuklar,

bu yabanci insanlar iyice artti, devlet bir politika olugturmali acilen diye diistiniiyorum.

Elde edilen veriler sonucunda, yasanan sorunlarin ¢oziimii i¢in devletin bir gd¢men
politikas1 olugturmasi gerektigi, bu politika kapsaminda MEB ile gerekli is birliginin yapilip,
yabanct uyruklu Ogrencilerin egitimleri i¢in diizenlemelerin yapilmasi gerektigi ifade
edilmistir.

Maddi yardim

Goriislerden elde edilen bir diger Onerinin ise devletin yabanci uyruklu 6grenci ve
ailelere maddi yardim saglamasi oldugu tespit edilmistir. Deneyimli ve duyarli bir 6gretmen
oldugu gozlemlenen ikinci simf dgretmeni O14, yabanci uyruklu dgrenciler ve ailelere
yapilmasi gereken maddi yardimlari belirtirken, devlete yonelik Onerilerini “Devlet aile ve
ogrencileri madem iilkeye kabul ediyorsa, onlarin iilkemizin her kosulundan faydalanmasi ve
insanca yasamasini saglamasi gerekli diye diistintiyorum.” seklinde ifade etmistir.

Elde edilen bulgular kapsaminda, devletin yabanci uyruklu 6grenciler ve ailelerin
hayatlarin siirdiirebilmeleri ve grencilerin egitim masraflari i¢in gerekli maddi yardimlari

saglamasinin gerektigi vurgulanmaktadir.

Denklik konusunda standartlar

Elde edilen verilerden hareketle, 6grencilerin yasadigi sorunlarin ¢oziimiine yonelik
Ogretmen goriislerinden birinin de devletin bu 06grencilerin denkliklerinde standartlar
getirmesi oldugu ifade edilmistir. Yabanci uyruklu ogrencilerin, Tiirkiye’de Ogretime
baslarken Ogrencinin denkligi konusunda belirli bir sistem ya da yasa olmadifi igin
dgrencilerin sorun yasadigini belirten ikinci sinif 6gretmeni O13, MEB ve devlete dnerilerini

ve tespitlerini su sekilde aktarmistir:
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Bu ¢ocuklar direk alip, i¢lincii, dordiincii sinifa vermemeleri i¢in Okul Miidiirii’miize ve Milli
Egitim Midiirliigii’ne isteklerimizi bildirdik. Birinci sinif egitimi, okuma- yazma ve Tiirkge
dersleri verilmesini istiyoruz. En azindan birinci donemi bdyle gecirdikten sonra, diizeylerine
gore siniflariin ayrilmasini istiyoruz ve bunun ¢éziim olabilecegine inantyoruz. Devletimiz de
denklik verirken bu ¢ocuklara biraz daha “seffaf” olmali ve belirli standartlar1 yerine getirmeli

diye diistiniiyorum.

Aragtirmanin bulgularina gore, 6grencilerin ihtiyaglarina gore egitim alabilmesi ve
olast yasanilabilecek sorunlarin giderilmesi i¢in devlet ve MEB’in 6grencilere verecegi
denklikte standartlar getirmesi ve bu dogrultuda Ogrencilerin okullara kaydiin yapilmasi

gerektigi Onerilmistir.

Osrencileri dagitirken standartlar getirme

Goriiglerden elde edilen bir diger Onerinin ise devletin yabanci uyruklu dgrencileri
okullara dagitirken standartlar getirmesi oldugu tespit edilmistir. Yabanci uyruklu
ogrencilerin hep ayni okullara ¢ok fazla sayida dagitilmasindan kaynaklanan sorunlar
oldugunu belirten ve bu bahsedilen okullarda uzun siiredir gérev yapan ikinci siif 6gretmeni

04, yasanan sorun ile ilgili olarak MEB’e su dnerilerde bulunmustur:

En biiyiik sikinti bu 6grencilerin Eskisehir’de hep ayni okulda toplanmalari... Bu ¢ocuklar,
temelden baglatilacak, yaga bakmadan birinci sinifa alacaksin onlari, okuma-yazmay1 6grenecek,
ancak Oyle st siniflara vereceksin. Bizim okulumuzda elli, altmig tane yabanci uyruklu var....
Pasaport dairesi, Emniyet vb. yabanci uyruklu insanlarin ihtiyaglarina yonelik kurumlar bu
mabhalle i¢inde yer aliyor diye sanirim hep bizim okullara 6grenciler veriliyor. Cok zorlaniyoruz
boyle olunca da, karmagik bir okul ortami oluyor. Ogrenciler agisindan daha iyi bir egitim
verilebilmesi ve Ogretmenlerin bu sorunlara maruz kalmamalar1 i¢in MEB bu 6grencileri hep

ayn1 okullara vermemeli diye diisiiniiyorum.
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Elde edilen verilere gore, yabanci uyruklu 6grencilerin belirli okullara yigilmamasi ya
da bu oOgrenciler i¢cin ayr1 okullarin belirlenmesi ve &grencilerin okullara dagitiminda

sistematik bir diizenleme yapilmas1 6nerilmektedir.

Uygun program ve materyal

Yabanci uyruklu 6grencilerin egitim-0gretim siirecinde 6grencilerin seviyelerine gore
uygun program ve materyal kullanilmamasinin sorun yarattigini belirten iiglinci smif

ogretmeni O18 bu konu ile ilgili olarak yasanan sorunlari ve 6nerileri su sekilde belirtmistir:

Yabanci uyruklularin ihtiyacina yonelik bir kitap bile kullanamiyoruz. Sadece defter, kalem,
hikaye kitab1 gibi materyallerimiz var. Ben Tiirk dgrencilerim ile ti¢lincii sinifin programina gore
egitime devam ediyorum, bu cocuklar i¢in programimizi uygun gérmiiyorum; ¢ilinkii ¢cocuklar
hi¢ Tiirk¢e bilmiyorlar ve program onlari yok sayan bir sekilde olusturulmus. Bu ¢ocuklarin
varligi goz oniinde bulundurulmali ve onlar i¢in program olusturulmali ve kitaplari onlara uygun

olmali.

Yukarida ifade edilen goriisler sonucunda, Ogrencilerin egitimlerinde yasadiklari
sorunlarin ¢6ziim Onerilerinde, devletin bu ogrencilerin ihtiyaglarina uygun bir 6gretim
programi olusturmasi ve Ogrenci seviyelerine gore ders kitaplar1 hazirlanmast gerektigi

oOnerilmektedir.

Diizey belirleme sinavi yapma

Ogretmenlerden elde edilen goriisler dogrultusunda, devlete ydnelik Onerilerden
birinin 6grencilere diizey belirleme smavi yapma oldugu ifade edilmistir. Sinifinda bir
Bulgaristanli 6grencisi bulunan ve ¢ocugun sinifa donem sonunda gelmesi ile birlikte uygun

bir diizeye gore egitime baslamadigin1 ve sorunlara neden oldugunu belirten birinci siif
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ogretmeni 02, devlete ve MEB’e 6grencilere seviye tespit sinavi uygulamalari ile ilgili olarak
su Onerilerde bulunmustur:

Keske diizey belirleme smavi olsa, bu ¢ocuk 6 yasimi bitirmis, bizim okulun anaokulundan
baslatilsaydi, onu da séyledim anneye, "hem ¢ok gec geldiniz hem Tiirk¢e sorunlarimiz var ", 1
yas geriden gitsin diye. Anaokulunda kurallarimizi 6grenir, okuma yazmaya hazirlik alirdi. Ama
okul idaresi " I. smiftan baglatacagiz." dedi. Bizim egitim sistemimizle ayn1 degil, I y1l geriden
baslatilmaliydi. Dil bilmedikleri i¢in konulart birlikte isleme firsatimiz olmadi. Bu ¢ocuklar,

diizey belirleme sinavlari ile egitim ortamina katilsalar hi¢bir sorun olmazdi.

Elde edilen veriler sonucunda, yasanan sorunlarin ¢oziimiinde, devletin ve MEB’in hig
Tiirk¢e bilmeyen ve az bilen 6grencilerin belirlemesi, 6grencilerin seviyelerine gore denklik

vermesi, okula baglatmasi gerektigi onerilmektedir.

Tiirkge egitim kurslart diizenleme

Gortiglerden elde edilen bir diger Onerinin ise devletin yabanci uyruklu 6grenci ve
ailelere Tiirk¢e kurslar1 diizenlemesi oldugu ifade edilmistir. Yabanci uyruklu 6grencilerin
Tirkce Ogrenmeleri ve sorunlarin giderilmesi icin devletin ve MEB’in Tiirk¢e kurslar

diizenlemesi gerektigini diisiinen ii¢iincii simif gretmeni O12, su dnerilerde bulunmustur:

Devlet mi MEB mi bilmiyorum ama birisi bu yabanct uyruklu insanlarin Tiirk¢e sorunu igin bir
uygulama yapmali. Ciinkii ara siniflara veriyorlar ¢ocuklari, 6gretmen programi mi 6gretsin bu
ogrencilerle mi ilgilensin, miimkiin degil. Ben diyorum ki saat 15:00’ten sonra mesela aile bu
gocuklari, dil 6greten belirlenen merkezdeki bir okula gétiirse, devlet bunu planlayabilir, ¢ok da
zor bir is degil bence. Hem aile hem ¢ocuklar igin Tiirk¢e kurslar diizenlese... Eskisehir gibi
kii¢iik bir yerde bir, iki okulda yapilabilir bu proje... Din Kiiltliri 6gretmenleri, Arapga bilen

ogretmenler gorevlendirilerek, Tiirkge 6gretimini ger¢eklestirecek kurslar diizenlenmeli.
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Elde edilen veriler sonucunda, Ogrencilerin ve ailelerinin yasadigi sorunlarin
giderilmesi i¢in yabanct uyruklu ogrencilere ve ailelerine yonelik Tiirkge kurslar

diizenlenmesi gerektigi 6nerilmektedir

Okullara cok dilli psikolog ve rehber 6gretmen atama

Elde edilen verilerde 6gretmenlerin ¢oziim Onerilerinden birinin ise okullara ¢ok dilli
psikolog ve rehber 6gretmen atama oldugu goriilmiistiir. Bu konu ile ilgili arastirmacinin
sorunlarin ¢oziimiine yonelik onerileriyle ilgili sorular1 kapsaminda dordiincii sinif 6gretmeni
010 goriislerini ve dnerilerini su sekilde dile getirmistir:

Bir kere bu ¢ocuklarin baska bir okulda egitim gérmesi gerekiyor yani bu okullarda degil de

baska bir 6gretmen gozetiminde, uzman bir 6gretmenle egitim verecek 6gretmenlere ihtiyag var.

Okul i¢inde bu 6grenciler ayr1 bir sinifa toplanabilir. Bunlarla birebir ilgilenmek gerekiyor ya da

hem Arap¢a hem de Tiirk¢e bilen birinin bunlara 6zel ders vermesi gerekiyor. Rehber

ogretmenler de bu siirece eslik ederek, bu ¢cocuklarin egitime ve ¢evreye adaptasyonuna yardime1

olmalar1 gerekiyor. Ayni zamanda da dil dgretmenleri paralel ¢aligmali; sinif 6gretmenleri ile

olacak ig degil!

Arastirmanin bulgularma gore, yabanci uyruklu 6grencilerin gerek genel gerekse de
egitim sorunlarinin Oniine gecilmesi ve farkl bir iilke ve egitim sisteminde pek cok ihtiyact
olabilecek bu 0Ogrencilere yardimci olabilecek yabanci dil bilen psikologlarin, rehber ve

uzmanlarin devlet ve MEB tarafindan atanmasi gerektigi ile ilgili oneriler getirilmektedir.

Depodaki égretmenleri degerlendirme

Ogretmen goriislerinden elde edilen verilere gére devlete yonelik dnerilerden birinin
de MEB’in depodaki 6gretmenleri degerlendirmesi oldugu ifade edilmistir. Yabanci uyruklu

Ogrencilerin egitim-6gretim siirecinde yasadiklari sorunlarin ¢éziimii icin MEB’ in depodaki
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Ogretmenler olarak tabir edilen heniliz resmi kurumlara atanmamis, mesleki egitimini ve
formasyonunu almis 6gretmenlerin goniillii olarak ya da gorevlendirilerek yabanci uyruklu
Ogrencilere Tirkce Ogretimi vermesi ile sorunlarin ¢oziilebilecegini diisiinen tiglincii sinif
ogretmeni O11, su dnerilerde bulunmustur:

Goniillii bir 6gretmen ilgilenebilir bu ¢cocuklarin Tiirk¢e 6grenmesinde. Ne bileyim bir siirii bosta
Ogretmen var, onlar atanabilir. Bu tiir cocuklarla onlar calisabilir. ... Bir siirii bosta depo
Ogretmeni var, onlar Halk Egitimde 6gretim tekniklerini 6grense iki ayda filan bu ¢ocuklar i¢in
gorevlendirilseler sorunlar ¢oziiliir. Depoda bir siirli 6gretmen var, ekstra birka¢ sinifta toplanir

aslinda bunlar diye diisiiniiyorum.

Arastirmada goriiglerine bagvurulan 6gretmenler, yabanci uyruklu Ogrencilerin
egitimlerinde verim saglanmasi ve sorunlarin engellenmesinde ihtiya¢ duyulan &gretmen
aciginin kapatilmasi igin ilgili mercilerin depodaki 6gretmenlere uygun egitimleri verip,

onlar1 degerlendirmesi ile ilgili 6neride bulunmuslardir.

Universiteler ile ig birligi

Calismanin verilerinden hareketle, 6gretmenlerin sorunlarin ¢oziimiine yonelik devlete
getirdikleri onerilerden birinin liniversiteler ile is birligi yapilmasi oldugu tespit edilmistir.
Yabanci uyruklu 6grencilerin yasadigi sorunlarin 6nlenmesinin ailelerin de egitime dahil
edilecegi projeler ile saglanabilecegini diisiinen ikinci smif 6gretmeni O14; “Muhakkak
aileler de egitime ddhil edilmeli. “Okullar Hayat Olsa Projesi” ve “Halk Egitim” gibi
kuruluslarla bu saglanabilir. Kesinlikle Milli Egitim bir proje hazirlamali. Universiteler bir
proje hazirlasa, bu ¢ocuklara Tiirkce ogretilse, sorunlar ortadan kalkar diye diisiiniiyorum.”

ifadeleri ile Onerilerini dile getirmistir.
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Arastirmada gorlislerine bagvurulan Ogretmenler tarafindan, yasanan sorunlarin
¢oziimil i¢cin devletin ve MEB’in {iniversiteler ile is birligi yapip, gerekli projeleri yapmasi

Onerilmektedir.

Cevrenin bilinclendirilmesi

Gortiglerden elde edilen bir diger Onerinin ise yabanci uyruklu ogrencilerin
egitimlerinde yasadiklar1 sorunlarin ¢6ziimii i¢in ¢evre bilinglendirilmesi oldugu goriilmiistiir.
Yabanci uyruklu Ogrencilerin yasadiklar1 sorunlarin giderilmesinde yapilmasi gereken bir
uygulamanin da devletin ve MEB’in c¢evrenin bilinglendirilmesi konusunda ¢alismalar
yapmast oldugunu belirten iigiincii simif 6gretmeni O18, diisiincelerini “Anne babalarin
mahallelerde yabancilara bakis agisi, ogretmenin bakis agisi ile paralel gidiyor. Eger
ogretmen, ogrenciyi kabul etmisse, c¢ocuklar da onlart kabul ediyorlar. Ama c¢ocuk
dislanmigsa, 6grenciler de onlart dislamaya miisaitler. Bir proje hazirladik, velileri de dadhil
etmek icin: “Arap Yemekleri” hakkinda. Bu sayede velileri kaynastirmak ve yabancilara olan
onyargiyi kaldirmak istedik. Onlarin da ¢evre ve toplumla kaynasmalari saglanmali.”
seklinde Onerisini ifade etmistir.

Arastirmadan elde edilen veriler sonucunda, Tiirk halkinin yabanci uyruklu insanlara
olas1 olumsuz bakis agilarinin giderilmesi i¢in devlet ve MEB tarafindan c¢evrenin

bilin¢lendirmesinin yapilmasi gerektigi onerilmektedir.

Tartisma ve Sonug
Calismada, Tiirkiye’ye gelen ve egitime dil bilmeden baslayan 06grencilerin ve
ailelerinin dil ve kiltiir farkliligina baglh olarak, Tiirk gelenek ve goreneklerine uyum saglama
konusunda zorluk yasadiklar1 ve bu olumsuz durumlarin 6grencilerin egitim-0gretimlerini
etkiledigi ve pek ¢ok sorun yasandigi gorilmiistiir. Agik (2008), Atesok (2016); Cigerci ve
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Gilingor (2016); Giirle (2012); Kasdemir (2010) ve Polat (2012)’in ¢alismalarinda da ortama
uyum saglamaya c¢alisan yabanci uyruklu 6grencilerin dil ve kiiltiir farklilig1 nedeniyle basta
egitim olmak iizere pek ¢ok alanda sorun yasandigi goriilmektedir.

Polat (2012)’1n ¢alismasinda, 6grencilerin anadilleri ve kiiltiirel farkliliklar: nedeniyle
akademik basarilarinin diisiik oldugu, egitim sistemine uyum saglayamadiklari, etkinlik ve
beceri derslerine katilamadiklari, anlamada zorluk yasadiklari, 6dev ve sorumluluklari yerine
getiremedikleri gortilmiistiir. Cigerci ve Gilingér’ iin (2016); Saritas, Sahin ve Catalbag’in
(2016) yaptiklar1 calismalarda 6gretmenlerin Ggrencilerin ile iletisim kurmada zorlandigi,
disiplin problemleri yasandigi, 6dev ve sorumluluklarin yerine getirilmedigi ve 6grencilerin
akademik olarak basarisiz oldugu sonucuna ulasilmistir. Ar1 (2010) arastirmasinda, yabanci
ogrencilerin tim derslerde anlatilanlart anlamakta zorlandiklari, Yol (2011) ise
arastirmasinda, dgrencilerin okulda istenilen seviyede basarili olamadiklari, yasanilan iilkenin
Ogrencileri ve diger yabanci 6grencilerle karsilastirildiginda; okuldan mezuniyet oranlarinin
olduk¢a diisiik oldugu bulgusuna ulasmistir. Green (1998) ise c¢alismasinda, yasadiklar
toplumun dilini yabanci dil olarak 6grenen yabanci uyruklu 6grencilerin diger cocuklardan
standart testlerde daha diisiik akademik sonuglar aldigi sonucuna ulagmistir. Bu kapsamda
arastirmanin bulgularinda olusturulan ana ve alt temalarinda elde edilen bulgularin alanyazin
ile birebir ortlistigii goriilmektedir. Kanu (2008) ve Ishida vd. (2016) miilteci/gé¢men
Ogrencilerinin egitimlerinde yasadigi sorunlar1 belirlemeyi amacgladigi c¢alismalarinda
ogrencilerin en ¢ok akademik anlamda sorun yasadigi sonucuna ulagmistir. Bu baglamda
arastirmanin alanyazinda yer alan arastirma sonuglariyla Ortlistiigii; fakat bu arastirmada
yasanan sorunlarin sadece “akademik basar:” ya odaklanmak yerine yasanan sorunlari
derinlemesine incelemesi agisindan belirtilen arastirmalardan daha kapsamli oldugunu

s0ylemek miimkiindiir.
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Arastirmada, ilkokul c¢agindaki ¢ocuklarin farkli bir kiiltiirle ve egitim sistemiyle
karsilagtiklarinda, kendilerini ifade etme, arkadaslart ve Ogretmenleriyle iletisim kurma,
dersleri anlama konularinda sorun yasadigi ve akademik agidan yasitlarina gore basarisiz
olduklart sonucuna ulasilmistir. Ar1 (2010), Kasdemir (2010) ve Topcuoglu (2012) ise
calismalarinda, Ogrencilerin iletisim kurma yoniinden olduk¢a Onemli sorunlar yasamasi,
okulda yasanan sorunlart1 okul idaresine aktaramamalari, dersleriyle ilgili sorunlari
Ogretmenlerine danigamamalar1, sinif arkadaslariyla iletisim kuramamalar1 gibi iletigimsel
sorunlar kapsaminda 6grencilerin egitimlerinin sekteye ugradigini belirtmistir. Polat (2012)
calismasinda, yabanci uyruklu 6grencilerin, dil, anlama gii¢liigii, kendini ifade etme, egitim
sistemi farkindan kaynaklanan durumlar, Tiirk¢ce Ogretimi ve O6grenimi, uyum, okul aile
iletisimsizligi ve rehberlik gibi konularda sorun yasadiklarimi tespit etmistir. Bu kapsamda
¢alismanin alanyazinda yer alan sorunlar agisindan uyumlu oldugu sdylenebilmektedir.

Arastirmada Ogretmenlerin meslektaglarina ve okullara, 6grenciler ve aileleri ile
iletisim kurulmasi, 6grencilere ilgi gostermesi ve onlara uygun sinif ortaminin saglanmasi,
ogrencilere egitim verilirken uygun 6gretim yontem ve tekniklerinin kullanilmasi yoniinde
oneriler getirdikleri goriilmiistiir. Ar1 (2010) arastirmasinda, sorunlarin ¢oziimiine yonelik
olarak kitap etkinliklerinin arttirilmasi, 6grencilerin 6grenme bi¢imlerinin farkli oldugu géz
oniinde bulundurularak gorsel, isitsel vb. arac-gere¢ kullanmaya Onem verilmesinin
gerektigini vurgulamistir. Yol (2011) ise aragtirmasinda okulun aileler ile is birligi iginde
olmasi, ailelerin sosyo-ekonomik durumlarinin tespit edilmesi, onlara yonelik bilinglendirme
caligmalar1 yapilmasi gerektigini dile getirmistir. Derman (2010) da kendi i¢ine kapanik
gruplar halinde yagsamini siirdiiren 6grencilerin okuldaki diger 6grencilerle ve halkla sosyal
iligkiler kurmasinin saglanmasi gerektigi onerisinde bulunmustur. Bu baglamda, calismada
alanyazinda belirtilen arastirmalar ile Oneriler agisindan benzer bulgulara ulasildig

gorilmektedir.
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Arastirmanin ailelere yonelik oneriler ile ilgili bulgularinda, ailelerin Tiirk kiiltiiriinii
ve Tiirk egitimini kabullenmesi, ¢ocuklarina ilgi géstermeleri, 6gretmenlerle iletisim kurmasi
ve Tiirkce kurslara katilmasiyla ilgili dnerilere ulasilmistir. Ar1 (2010), Yilmaz (2005) ve Yol
(2011) da arastirmalarinda, ailelerin okulla is birligi icinde olmasi, 0gretmenlerle goriis
aligverisi yapmasi, ailelerin ve ogrencilerin farkindalik diizeylerini arttiracak kiiltiirel
etkinliklerin yapilmasi yoniindeki Onerilerde bulunmalari, bu arastirmanin bulgulariyla
ortiismektedir.

Ogretmenlere ve okullara 6neriler kapsaminda ise simif dgretmenleri yabanci uyruklu
ogrenciler i¢in ayr1 smiflar agilmasi ve Uygun Ogretim yontem ve teknikleri kullanilmasini
onermistir, Polat (2012) calismasinda Ogrencilerin ayr1 siniflarda egitim gormesi ve
Ogrencilere yonelik program ve kitap hazirlanmasi gibi Oneriler oldugunu tespit etmistir.
Kamalova ve Zakirova (2016) caligmalarinda gé¢men Ogrencilere yonelik programlarin
gelistirilmesi gerektigine vurgu yapmistir. Bu kapsamda arastirmanin 6neriler ana temasinin
alanyazinda yer alan bulgular ile birebir ortiistiigii goriilmektedir.

Alanyazin incelendiginde, yapilan calismalarin daha ¢ok ilkokul diizeyinden daha
bliylik bir yas grubu ile ilgili oldugu ve hedef kitlenin daha ¢ok Suriyeli 6grenciler ile kisith
kaldig1 goriilmiistiir. Tiirkiye’ de yasayan ve egitim goren ilkokul 6grencileri tlizerine yapilan
caligmalar yok denecek kadar azdir ve bu alanda yapilan caligmalarda, Ogrencilerin
egitimlerinde yasadiklar1 sorunlarin temel nedenlerine ve MEB ve devlete yonelik herhangi
bir Oneriye yer verilmemistir. Bu kapsamda MEB ve devlete yonelik su onerileri getirmek
miimkiindiir:

e Milli Egitim Miidiirliigli biinyesinde yabanci uyruklu 6grenciler i¢in ayr1 bir birim

acilarak dgrencilere misafir 6grencilik statiisii yerine, karne ve diploma hakkinin

taninmasi saglanabilir.
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Yabanci uyruklu 6grencilerin okullara dagitimlarinda ve 6grenci denkliklerine bazi
standartlar getirilerek Ogrencilerin sadece belirli okul ve siniflarda toplanmasi
engellenebilir.

Ogrencilerin Tiirkge seviyelerine uygun simiflarda egitim-dgretim gorebilmesi icin
Ogrencilere seviye belirleme sinavlari yapilabilir.

Donem bagsinda okula baslama firsati olmayan ve oOzellikle ilk okuma-yazma
acisindan yetersiz 6grenciler belirli bir siire birinci sinifta egitim gorebilir ya da bu
ogrenciler icin derslerden sonra Tiirk¢e kurslart diizenlenebilir.

Ogrencilere uygun Tiirkge dersi dgretim programi ve okula uyum programlari
gelistirilebilir.

Ogrenciler igin daha gok gorsel igeren materyaller saglanabilir.

Bazi illerde Halk Egitim ya da Sosyal Toplum Kuruluslari’ nin gerceklestirdigi
Tiirk¢e dil kurslar1 standart bir program dahilinde uygulanarak iilke genelinde
yayginlastirilabilir.

Aileler i¢in Tiirkce O6gretim kurslar1 diizenlenerek ailenin de egitim-6gretime
katilimi1 saglanabilir.

Ailelerin okullarla is birligi yapabilmesi ve ¢ocuklarinin egitimlerinde daha fazla
sOz sahibi olabilmeleri i¢in ailelere yonelik seminerler ve okul etkinlikleri
diizenlenebilir.

Iletisim ve uyum problemleri yasayan yabanci uyruklu égrencilere yonelik rehber
ogretmenler gorevlendirilebilir.

Okullarda Arapga ve Ingilizce bilen rehber ogretmenler goérevlendirilerek

ogrencilere danismanlik yapmalar1 saglanabilir.
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e Ucretli o6gretmenler, depo ogretmenleri vb. Ogretmenler iilke genelinde
gorevlendirilerek okul saatleri disinda Ogrencilere ve ailelerine Tiirk¢e dersleri
verilebilir.

e Tirk aileler ve yabanct uyruklu Ogrenci velilerin kaynasmasi ve ¢evrenin
bilinglenmesi icin seminerler ve etkinlikler diizenlenebilir. Universiteler ile is
birligi yapilarak okullarda konferans ve toplantilar diizenlenebilir.

¢ Smifinda yabanci uyruklu 6grenci bulunan 6gretmenlere ikinci dil ve yabanci dil
olarak Tiirk¢e 6gretimi konusunda kurslar diizenlenebilir.

e Tirkceyi toplum dili ve yabanci dil olarak Ogrenen yabanci uyruklu ilkokul
ogrencilerine yonelik ihtiyag analizi ¢alismalar1 yapilabilir.

e Yasanan sorunlar ve ¢6ziim Onerileri kapsaminda ailelerin de goriislerinin alindigi

aragtirmalar yapilabilir.
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Extended Summary

Requirements of the today and conditions suc as globalization have increased the interaction
of nations with each other; nonetheless being Turkey's developing and prosperous country,
and favorable environment inasmuch as the other countries has led to migration for various
reasons from many countries, ethnics, religion who have got adverse conditions in their own
countries, ethnic, religion (Basak, 2011). Throughout history, there has been straight
interaction between the individual and society. Today, with globalization, social and cultural
communication connections have gained a top level of intensity. This led to composing of the
homogeneity and increasing heterogeneity in many areas (Calik and Sezgin, 2005).

With the including in foreign students to education increasingly the fact that foreign students
has begun to show in education, communication and interaction between cultures has become
inevitable in this direction. In addition to be the most important implement that can be used in
the protection and development of cultures, all countries transmit their cultural values and
national identities to new generations through education. The successful implementation of
education depends on analyzing the behaviors that will be given to the individuals and gain
the desired behaviors. Therefore, it is necessary to organize the appropriate education
environment, make regular guidance for changing student behaviors and control the
systematically and reliably the extent to which the targeted behaviors are realized (Uyar,
2007).

Purposes of the froigner students having been in Turkey and training range
have a foreign education for children in Turkey. The start of training students in Turkey, it
can be their choices, often it stems from the arrival of a compelling reason. In Turkey, which
being seen a step or station until being accepted to the various countries, students are accepted
to the schools without future and education plans. Foreign students who are faced with a
different educational system from their countries are taken directly into classes according to

their ages and therefore they are undergoing an interim period in which they are inadequate in
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communication with their teachers, classmates and near surroundings. Without look for
Turkish level of the student, being given accreditation interim period and classes the majority
of these unable to speaking Turkish students has led to many problems in terms of teacher,
Turkish students, foreign nationals and foreigners, Ministry of National Education and state
politics. Undoubtedly, the most victims of this process are foreign students.

It is inevitable being problems in this issue in the Turkish education system which does not
have the necessary program and course material for the foreign students. The fact that the
Turkish language teaching programs are not prepared according to the mother tongue, age,
education level and culture of the foreign students are the most important problems. In
addition to this, the methods and materials used don’t respond to the needs of the students and
many deficiencies are also an important source of problems (Er, Bicer and Bozkirli, 2012;
Polat, 2012). Our educational systems developing education policy for the foreign students is
insuffient in terms of the quality and quantity is expressed by the teachers and parents. When
it is considered that education is related not only to socialization but also to humanization; in
order to being corresponded students’ needs and being solved the problem, firstly students
need to learn Turkish well, which is the language of the society they live in (Ari, 2010;
Parekh, 2002).

In terms of foreign children who settled in Eskisehir, basis of the problem consists of the
training Turkish students who are native speakers of Turkish and foreign students who learn
Turkish as a foreign language on the same program, materials and teaching methods in the
same environment. The absence of a leveling test that measures the level of Turkish language
skills and the absence of special practices in our curricula for these individuals causes the
students unable to use the Turkish language effectively. In this context, students various
concerns in social life during their stay in Turkey, they can’t access benefits as stipulated in
the curriculum, can’t understand contents of the course, can’t express themselves in written
and verbal.

All these negativities affect the academic achievements of the foreign students also in the
negative; because although bilingualism is seen as a wealth for the individual, especially
bilingualism which is experienced by individuals who are trained to learn the language of the
society in which they live, and who are directly trained on this level, is a big problem in
education and social life beyond the benefits it provides. The second language that is acquired
during the school period on a mother tongue that is learned only from the family environment

and not supported by the necessary academic education can cause the linguistic problems of
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the individual (Alaca, 2011; Kelaga, 2005; Smith and Domico, 1996). When the literature is
examined, it is seen that the studies carried out are mostly related to a larger age group than
the primary school level and the target group is mostly restricted to the Syrian students
(Derman, 2010; Basak, 2011; Polat, 2012; Topcuoglu, 2012; Saritas et al.2016). There is
almost no study that is interested with the foreign primary school students who live and train
in Turkey and the studies don’t contain of the fundamental reasons of the problems and
proposals of the Ministry of Education and the state (Cigerci, and Giingor, 2016; Er et al.,
2012; , Polat, 2012; Rumble, 2012; Ozer et al., 2016, Saritas et al.). It is thought that research
is important in terms of bringing out educational problems of the foreign students and
providing solutions of these problems, being gain a perspective, being taken the necessary
precautions.for educators, parents and policy makers.

173



AJESI - Anadolu Journal of Educational Sciences International, 2018; 8(2): 174-198
DOI: 10.18039/ajesi.454564

Causes of Violence by High School Students: A Teachers and
Principals Perspective

Vali MEHDINEZHAD', Javad RASHK 2

Submitted by 28.04.2017 Accepted by 11.04.2018 Research Paper

Abstract

This study aimed to investigate the causes of violence of students from the teachers and
principals’ perspective. This study uses a survey method and the sample was consisted of 191
subjects, including 141 teachers and 50 principals respectively, who were selected by simple
random and stratified sampling. In order to collect data, a questionnaire consisting of 40 items,
with five-point Likert scale was used. Statistical analysis of the data was done through calculating
frequency, percentage, mean, standard deviation, one-sample t-test, and independent-sample t-test,
using SPSS version 20. The results showed that all external factors such as family, media, personal
characteristics, society, and victimization play an important role in the incidence of violence in
students. The role of family and victimization of students in the incidence of this phenomenon is
more than any other factors. Internal factors such as the characteristics of teachers, school
management and school structure have an influential role in the incidence of violence of students
as well. The principal is more effective than other factors in this phenomenon. The results also
showed that internal factors of school are more effective than outside factors of the school in the
incidence of violence. However, school principals consider external factors to be more effective in
the incidence of violence compared with teachers. In this regard, principals consider the following
items to be more effective in the incidence of violence: families, victimization, society, personal
characteristics, and media, respectively. While teachers, consider the following items to be more
effective in the incidence of violence: victimization, family, personal characteristics, society, and
media. The findings also showed that women compared to men, considered external factors to
have more effect in the violence, while men believed that internal factors are more effective in the
incidence of violence in students. It seems that to prevent and control the violence phenomenon,
the spread and revival of the social work services at the society level and within schools is
necessary and vital.

Keywords: Violence, external factors, internal factors, high school students
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Introduction

Violence in its modern sense is more seen only in humans and primitive societies. But
over time, however, violence has slowly gave way to more human treatments, so that modern
human beings respect their fellow and for this commemoration writes the Declaration of
Human Rights in the United Nations, and in case of its violation rebels and holds
demonstration anywhere in the world. Today, it’s rarely seen that an individual, department or
a government that clearly advocate the violence of human rights or advocate the violent
behavior, even though some governments are trying to justify cultural or ideological violence.
Today we may rarely see that even offenders be sentenced with harsh verdicts, because the
knowledge of psychology believes that the behavior of each individual is the consequence of
the familial, cultural, social, political background and hundreds of other factors; So we should
dry up their roots and treat the disease.

Violence has different causes, the density of students in the classroom, garrison
architecture, uncomfortable bench, lack of sports environments, unattractive educational
programs, non-applicability of the lessons in everyday life of the student, long and boring
speeches of the teacher and educators, makes students elusive from the school. A student with
bad feelings toward school will have a tendency to violence. Social problems, social,
economic and family instabilities are other causes for violence at school. Poverty,
unemployment, illiteracy of parents, divorce and addiction are cases of social disorders which
most frequently affects the schools in deprived areas and outlying towns.

So in a conclusion we can divide affecting factors in the violence of students into two
categories: A: external causes towards the school and (b) internal causes towards the school.
Each of these two categories are divided into several other factors, including, (a) external
causes towards the school, including: the effect of family; the media; the personal
characteristics of students, social factors, and being a victim of violence. (b) Internal causes

175



AJESI - Anadolu Journal of Educational Sciences International, 2018; 8(2): 174-198
DOI: 10.18039/ajesi.454564

towards the school, including: characteristics of teacher and school management and policies,
and educational facilities and structure of schools (Chen & Astor, 2011; Clark, 2011,
Malinauskiené, 2011).

Violence in schools includes a wide range of abusive, physical and mental behaviors
which threatens the health of children and adolescents, and irreparable breadth and depth of
its representation is very difficult to individuals, families and society. Violence in schools in
the second half of the 21st century became an important issue. Before the 1950s, there was
little concern in this case for school principals. In a survey that was conducted in 1949, it was
revealed that school principals didn’t have any particular problems with violence of students
or destruction of property. But in 1956, the National Education Association, considered
violence in schools, something more than a simple concern (Scherz, 2004).

Increasing violence in young people, especially in students, which has now become a
major concern for the general public is studied by some researchers. Dennenberg, Dennenbers
and Braverman (1998) stated in this regard: the level of violence in schools is very high,
which refers to the "eruption of violent crimes" in schools in recent years. Schwartz (1996) in
regional-scale studies, shows that youth violence is on the rise, Bluestein (2001) reports that
the prevalence of violence among young people has been relatively stable over decades and
the number of violent incidents has decreased. His comparison between 1998 and 1999 years
shows that in 1999, statistics related to school is 20,000 violence and 6700 extreme violence
lower than the year 1998. National Center for Educational Statistics shows that violent and
non-violent crimes has remained constant during the past 10 years. It might be that youth
crime is relieved in a generation, but as a cover-up, adults believe that violence of adolescents
is increasing. A justification for this discussion is the lack of conclusive, comprehensive and

national studies in youth violence (Bluestein, 2001).
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Assuming that there has been a relatively small increase in the prevalence of violence
in schools, the question remains that why students feel unsafe at school. Survey of Srebalus,
Schwartz, Vaughan and Tunick (1996) from American adolescents, shows that 47 percent of
them believe that schools have become more violent. Perhaps the level of violence in school,
though stable, is still at a high level and this is why students feel insecure. Whether with
wisdom and reason, or by research, the nature of fear in the students should be discovered.

An area to explore is the features of violence. Although some researchers claim that
statistical trends may only show a certain part of the population, the reality is that school
violence is created by the cross of ethnic, race, economic, and sexual lines and it occurs in
almost every field. In a study of a group of 1600 young people from different races, 85
percent of girls and 76 percent of boys reported to have experienced some sort of physical
abuse at school (Dupper & Meyer-Adams, 2002).

Warner, Weist and Krulak (1999) noted that: Although the cause of school violence,
according to circumstances such as lack of resources or the existence of different bands may
be unique, it may also be the result of aggressive behavior, which includes regular effects of
the school. Observing hidden violence, in any environment can lead to free exploration of
prejudice to anything. Out of schools which exist in violent societies, there is little direct
correlation for the violence of students. However, there is a correlation with the media, which
is not solved permanently, splendid violent movies, family turmoil, and many other factors.

Homogeneous prevention programs for all schools in the region, or country, are
offered regardless of hidden and apparent differences of school culture. For example, in one
city, the violence of students in a school may be at a low level that reflects the neighborhood
stress, lack of financial resources and attitudes toward violence at home. However, in the
same city, another school may not experience daily violence, but it may have relatively few

clashes and the students may have good financial situation. It is clear that each of these two
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schools need different type of violence prevention measures. In addition, by thinking about
urban and rural schools, principals in urban schools may use conservative methods to
maintain the power, and that is in contrast with a rural school where a principal may use
punishment and deprivation methods to force students to follow orders. In fact, prevention
efforts must be taught so that cultural differences should be sensitive to the characteristics of
the school. In other words, diversity in the organizational structure of the school and the
society should be incorporated in flexible and comprehensive measures to prevent violence at
school.

Price states: It seems that violence in schools is originated from a number of factors
which may be internal or external to the school, but many of these factors are not dependent
to the school culture, including lack of parental supervision at home and violence in the mass
media (Scherz, 2004). According to some reasons, few studies have been done on this subject,
studying the violence of students particularly its relationship with the culture of violence and
school students is difficult. Price (1997) showed that a small number of studies, have
addressed the understanding of school principals. Pietrzak, Peterson and Speaker (1998)
showed that principals’ understanding is crucial for developing comprehensive programs.
Schwartz (1996) stated that principals may be reluctant to acknowledge the affective factors
of violence at school because of their fear of public perception, for example, "boycotting
school for unsafe label” and "blame for failing to keep the peace”. Bill Hardy, the former
president of the Teachers Federation of America, supported this assumption, he suggested that
principals should not fully report violence because it may have a negative effect on their
performance (Henry, 1994).

Regarding the literature of teachers’ impression, to the lack of sufficient similar
research to support the notion that teachers understand the school culture differently than

administrative colleagues, this finding was supported by Finley (2002) and it states that "the
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lack of studies that directly determine how safety measures can be understood by the teachers,
how they affect teachers and how teachers, in turn, affect the students is a clear neglect.”
However, available research refers to the impressions of teachers and school management as
an important cultural factor of School. Telljohann, Everett and Price (1997) conducted a study
in Australia which showed that even a certain style of leadership in school may not be directly
related to student life, but it certainly has an effect on teachers, which directly affects the
performance of students. Telljohann, Everett and Price (1998) showed that the impression of
principals is very important for comprehensive and developing programs. The present
research refers to the perceptions of teachers and school management, as an important factor
of school culture in respect with the violence (Silins, 1999).

Investigating the authors finding on this issue indicates the diversity of the results,
some of which are mentioned in the following. In a study entitled "Evaluation of some
behavioral problems in children caused by corporal punishment by parents " carried out by
Ghasemi (2007) on 240 children with a descriptive-analytic method, it was concluded that
behavioral problems such as practical and verbal aggression, isolation and lack of cooperation
is significantly more in children who have been punished by the parents in comparison with
those who were not punished by their parents.

Kordi conducted a study (2011) to respond to the question that whether the three
variables of parental supervision, delinquent peer company and family structures have the
ability to predict crime. By doing research on two groups of delinquent and non- delinquent
juveniles in Tehran, the test results showed that there was a significant relationship between
the two groups in terms of family structure, parental conviction, parental substance abuse,
family economic status and number of children. Based on the results of family structure and

companionship with delinquent peers, he could significantly predict the occurrence of crime.
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Direct parental supervision failed to predict the occurrence of crime, but parents monitoring
can significantly predict the amount of companionship with delinquent peers.

Alikhani (2005) in a study as the investigation of correlation between watching
television and videos with violent behaviors in students showed that high school students
significantly devote more hours watching television and videos. There has been a significant
positive correlation between watching these devices with violent behaviors and students who
carried weapons bullied significantly more than others. The researchers also suggest that:
prospective research has shown that very aggressive children are more eager to television
violence. The more they see it, the more likely they resort to violence to solve problems. This
pattern of learning, in adolescence and early adults helps to anti-social behaviors. TV violence
makes children heartless towards aggression and makes them more willing to this issue to
treat aggressively with others.

Many of the aggressive scenes of television is rendered in the form of jokes, and
violent programs in children's cartoons can have negative effects on aggression and violence
have on children and adolescents. In a study of school students in public middle schools of
Tehran prevalence of aggression in users of video games was significantly more than other
students, because one of the most basic issues in these games are themes such as destruction,
killing and aggression against another.

Asgari and Hasani (2010) in an article entitled intervention in the aggression of
children and adolescents, suggest that: "The family and the educational system in the family
plays an important role in the formation of aggression. In the meantime the lack of warm and
cordial relations, extreme deprivations and discrimination of parents are of fundamental
importance. Sometimes aggression in children or adolescents is due to unrealistic and hostile

interpretations of the world around them. "Finally, appropriate parental relationship with the
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child and avoiding him from watching violent movies are recommend as effective ways to
improve and control aggressive behavior.

A study entitled "Adolescent health and peer group™ done by Parvizi (2006). In this
qualitative study which was conducted on forty adolescents, they came to the conclusion that,
adolescents felt themselves under the influence of peer groups, and this effect has on the one
hand favorable results, and on the other hand, it had undesirable consequences. According to
the findings of this expensive research, peer influence is even more than parents. The
vulnerability of adolescents from the peer group, will be more according to the characteristics
of adolescence. Many participants, especially young boys, mentioned many examples of peer
group’s effectiveness. Peers, have a great effect on beginning smoking, alcohol and violence
during adolescence. According to the participants, communication skills in adolescents has an
important influence on the pattern of their relationships. Adolescents put great value to
maintain their relationships with peers and sometimes, in fear of being rejected from the
group, they pay a high price for their survival of friendship and self-expression among
friends. Some adolescents who cannot engage in rational dialogue, their friendship is
associated more with emphasis rather than criticizing and being corrected. Such
communication will be detrimental rather than the benefits of being approved.

Khayyer (2003) in a study concluded that: Predicting the level of student behavior
problems obtained two different patterns, according to the independent variables for boys and
girls. Among girls in the home situation, the only variable was family size, which was the best
predictor of behavior problems. At school situation, in the girls group, family size, parents'
educational level were the best predictors of behavior problems respectively. In the situation
of behaving with peers, none of the independent variables could predict the girls' behavior
problems. In boys group, in the home situation, family size and mothers' educational level

were the best predictor of behavior respectively. While in school situation, the mother's
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educational level and father’s jobs were best predictor of behavior problems for the boys. In
the situation of behaving with peers, mother's educational level was the only predictor of
behavioral problems in boys.

In a study conducted by Lavasani (2008) entitled "Prevalence and causes of violent
behaviors in middle schools of Lorestan, from the perspective of teachers, principals and
students" he came to the conclusion that teachers and school principals consider the
importance of individual, family and social factors in the incidence of violence in school more
than students in the school.

Studies conducted in different countries have yielded a range of results. For example,
Kerr et al., (2004) in study concluded that children who were punished by their parents show
greater projection behavior. According to the findings of Ghasemi (2007) physical
punishment is done more by unemployed mothers or those with lower educational level and in
children with higher birth rank. This issue can be due to the lack of knowledge of these
mothers from ill effects of physical punishment, appropriate trainings methods and the long
time that mothers spend home with the child.

According to the findings of Hilton and Levinson (1998) improper conducts of
students that include a wide range of behaviors are on the rise. Many of the tensions and
unrest of the school is originated from the interpersonal behaviors of students that despite
different social and cultural backgrounds, they study together and receive little training to
build understanding and improve social skills. On the one hand, a part of violent behavior of
students can result from non-normative and non-constructive treatments of school officials
towards the students. School may boost violent and improper behavior, and the researcher
believes that a behavior that may look unreasonable, improper, and violent by the teachers
and school officials can be a logical response to the school situation. Presentation of course

material by teachers, competitive hierarchy, discrimination in school, isolation, distance
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between teacher and student and harsh regulations of school each can be an excuse for poor
behavior of students. According to Levinson, conservatives believe that the main reason for
violence in school is family disintegration, lack of moral strictness, and ignorance of personal
responsibility. The group is looking for serious ways, intense discipline and inclusion of
topics such as moral education in the school. Liberals believe that lack of social support for
the eradication of poverty and despair in the society is the main reason for violence and
aggression. This group believes that the fair distribution of wealth, creation of jobs and make
up education programs can be effective in solving the problem. Radicals suggest that the
discriminatory system, creates a selfish and competitive climate at school and deprives many
students from persuasion of education and gaining facilities and qualifications. The group
offers political-economic restructuring.

Lavoie (2002) conducted a research on violence and aggression of 717 boy students in
a longitudinal study of eight years. He showed that children who were abandoned by their
parents and there was no one to supervise them, had much more violent behaviors than others.
Also there was a significant effect between the violent behavior of parents and the aggressive
behavior students especially in children ages 10 to 12 years. Kuntsche (2004) in a sample
consisting of 4222 Swiss students in seventh and eighth Academic Years, investigated the
effect of gender, watching TV and playing video games on insecurity feeling in school and
violence and aggression of the students towards each other. The results showed that the
variables are related to each other. In the study sample, violence among boys was
significantly more than girls. Also there was a direct and significant relationship between
watching scenes of violence with the violence and playing violent video games with the level
of violence of students.

But the results Eamon (2001), in a study entitled "social background and consequences

of corporal punishment of children in the family” has shown that educational level of the
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father alone plays a very weak role compared to the educational level of mothers in predicting
children's social and emotional difficulties. Also mothers with higher education are more
likely to be more emotionally experienced, and treat with their children more positively and
apply fewer physical punishment than mothers who have lower educational level. These
mothers have reported fewer behavior problems about their children.

In a study entitled "The new Research on Media and Violence™ Kunczik and Sheikh
al-Eslami (2008) by sending questionnaires to psychologists and psychiatrists, asked them for
their opinion about the relationship between media and violence. Regarding the experience of
the respondents on potential effects of violence demonstration, a questionnaire was designed
on the effect of the violent movies, and that answers collected showed that the overwhelming
majority of psychologists and psychiatrists of children and adolescents, believe that videos
with violence scents have destructive effects. According to respondents, the symptoms that
are related to the harmful effects of media violence include: Some aggressive behaviors, poor
sleep and hyper-excitability. Regarding the particular experience of respondents on each of
the media also there can be seen a clear consensus among both groups of respondents. In
particular, the activation of aggressive behavior was emphasized through watching violent
videos. More than three-quarters of both groups of respondents said they have often or
sometimes faced with such effects. Barger (1974) in a study entitled "Violence in school,
causes and solutions” raises three main causes of violence at school as: policy of the school,
interpersonal communication and leadership, and proposes solutions such as increasing the
knowledge of students in decision-making, reducing the class size, interaction between
teacher and student, stoppage of using repressive discipline, increase of the responsiveness to
the needs of faculty members and using appropriate management to reduce violence.
Lemasters (1997) in a study entitled "Evaluation of educational facilities with academic

achievement and student behavior in school," and states that there’s a significant relationship
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between the independent variables, noise, life of facilities, color, light and the structure of the
classroom with academic achievement of students behavior.

The main objective of this research is investigation of the causes of the violence of
high school students from the perspective of teachers and principals. In this regard, the
following questions were examined:

e What factors outside of the school setting are affective in the incidence of student’s
violence?

e What factors within the school are affective in the incidence of student’s violence?

e How the factors that affect students’ violence are prioritized from the perspective of
teachers and principals?

e Is there a significant difference in the view of respondents between internal and
external factors in the violence?

e Is there any difference in viewpoints of the teachers and principals about the factors in
the incidence of violence?

e Is there any difference in prioritizing the causes of violence from the perspective of
teachers and principals?

¢ Is there any difference in viewpoints of women and men about factors influencing the

incidence of violence?

Methodology

A quantitative method is used in research and the target population of the present
study was the teachers and high schools’ principals of Sistan and Baluchistan in Iran. The

population sample for this study consisted of 191 subject, respectively, 141 teachers and 50
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principals. Stratified and random sampling were used in this study. Table 1 shows details of

the sample study.

Table 1

Number of Population and Sample

Teachers Principals Total
Male Female Total Male Female Total
Sample 68 73 141 24 26 50 191

Data collection was conducted through a questionnaire. The questionnaire consisted of
two parts and that the first part investigated the demographic features such as age, sex,
academic degree, and work experience. Section Il were items related to the causes of violence
of children that contained 40 questions in the five-point Likert scale from options of 5 = very
high to very low = 1. Regarding content validity, researchers requested from experts to review
the questionnaire and assess each item based on some criteria such as, clarity, simplicity, and
necessity. Content Validity for each item was obtained by dividing the number of
professionals who ranked the items as compatible or full compatible for each criterion
(relevancy, clarity, and simplicity) to the total number of professionals. The average value of
three criteria was used as the total content validity for each item and minimal required amount
of content validity for each item was 0.72. The statistical results to measure of reliability of
questionnaire showed that the Cronbach's alpha coefficient for the questionnaire was
estimated 0.83. The following results shows the components of the violence questionnaire in

Table 2.
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Table 2

Reliability Coefficients of The Questionnaire Components

N. Items o

External factors Family 7 0.71
Media 3 0.65
personal characteristics 5 0.63
Society 3 0.62
Be sacrificed of the student 3 0.64
External factors (total) 21 0.76
Internal factors Features of Teacher 7 0.61
Principal and school policies 7 0.77
Educational structures and facilities 5 0.66
Internal factors (total) 19 0.78

Total 40 0.83

The data after collection were analyzed using tool indices such as calculating
frequency, frequency, percentage, mean, standard deviation, one-sample t-test, and

independent-sample t-test, using SPSSxo.

Findings

What factors outside of the school setting are affective in the incidence of student’s

violence?

Results of Table 3 in relation to the effect of external factors on student violence from
the perspective of school teachers and principals indicates that all external factors such as
family, media, personal characteristics, social and be sacrificed play an important role in the
incidence of violence of children. The role of the family and be sacrificed of students is more

in the incidence of this phenomenon.
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Table 3

Test Results of Single Group T in Relation to The Influence of External Factors on Violence

Component N. Mean St.D. Test Value t df Sig
Family 191 28.08 4.00 21 24.41 190  0.001
Media 191 10.93 1.88 9 14:19 190  0.001
Personality Characteristic 191 18:21 3.06 15 14:50 190  0.001
Society 191 11:59 1.64 9 21.77 190  0.001
Be sacrificed of the student 191 12:34 1.62 9 28.55 190  0.001

e What factors within the school are affective in the incidence of student’s violence?
Results of Table 4 in relation to the effect of school factors in the violence of students from
the perspective of teachers and principals suggest that such external factors, internal factors
such as the characteristics of teachers, school management and school structure play an
important role in the incidence of violence of children. In this regard, the school management

has a greater effect compared to other factors in this phenomenon.

Table 4

Test Results of T Single Group in Relation to The Effect of Internal Factors in Violence

Component N Mean  St.D.  Test Value t df Sig.
Features of Teacher 191 26.21 3.48 21 20.69 190 0.001
School management 191 29.39 3.22 21 36.04 190 0.001

School structure 191 17:16 3.17 15 939 190 0.001

e How the factors that affect students’ violence are prioritized from the perspective of

teachers and principals?
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Results of the table suggests that teachers and principals have classified the following

factors in the incidence of violence of the students as follows: The role of school management

in violence, be sacrificed, family, role of teacher, society, personal characteristics, the

structure of the school and the media.

Table 5

Percentage and Mean Frequency Distribution Results in Relation with Affecting Factors in

the Incidence of Violence in Students

Factors affecting violence

External Be sacrificed of the student
factors Family
Society

personal characteristics

Media
Internal Principal
factors Teacher

School structure

Very Low Average much Very Mean
Low high
% % % % %
0.5 3.7 23.6 48.7 23.6 391
2.6 8.4 30.9 33 25.1 3.7
7.9 15.7 28.8 16.8 30.9 3.47
1 18.8 35.1 28.8 16.2 3.4
3.1 18.8 37.2 335 7.3 3.23
1 0.5 17.3 46.6 34.6 4.13
1 7.9 35.1 39.3 16.8 3.63
3.7 16.2 38.2 27.7 14.1 3.32

e Is there a significant difference in the view of respondents between internal and

external factors in the violence?

Results of Table 6 in connection with the difference between internal and external

factors of violence of students indicate that the factors within the school are more effective

than the incidence of violence outside the school.
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Table 6

Independent T-Test on The Difference Between External and Internal Factors of Violence

Components Factors Mean St.D. t df Sig
The factors of violence External 3.11 0.88 4.32 190 0.001
Internal 3.48 0.75

e Is there any difference in viewpoints of the teachers and principals about the factors in

the incidence of violence?
Results of Table 7 shows that school principals compared with teachers, believe that
external factors are more effective in the incidence of violence. However, in relation with the
effect of internal factors in the incidence of school violence, there’s no difference between

two groups of principals and teachers.

Table 7
Test Results of Independent T in Relation to The Difference Between The Attitudes of

Teachers and Principals

Components group N Mean St.D t df Sig
External factors Principals 50 84.22 7.08 3.73 189 0.001
Teachers 141 80.06 6.65
Internal factors Principals 50 72.56 8.08 0.25 189 0.799
Teachers 141 72.83 5.74

e |s there any difference in prioritizing the causes of violence from the perspective of
teachers and principals?
The results in relation to the prioritization of external factors shows that there’s

difference between prioritization of principals and teachers, in fact principals believe that
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family, be sacrificed, society, personal characteristics, and the media are effective in the
incidence of violence respectively, this is while teachers believe that school management, be
sacrificed, teacher characteristics, family, personal characteristics, society, School structure

and media are affective in the incidence of this phenomenon.

Table 8

The Mean of Responses to Factors Affecting Violence from The Perspective of Teachers and

Principals
External factors Internal factors
Family Media Personal Society Be School Teacher School
characteristics sacrificed management characteristics  structure
Principal  4.10 3.14 3.54 3.86 3.98 3.96 371 3.36
Teacher 3.55 3.20 3.35 3.33 3.88 4.19 3.62 331

e Is there any difference in viewpoints of women and men about factors influencing the
incidence of violence?

The findings suggest that women believe that external factors are more effective in the

incidence of violence compared to male, while men believe that internal factors are more

effective in the incidence of violence of students.

Table 9

The Independent T- Test About The Difference Between Viewpoints of Male and Female

Components Sex N Mean St.D. t df Si
External Male 92 79.44 7.23 3.34 189  0.001
factors Female 99 82.73 6.40
Internal Male 92 73.94 5.87 2.50 189  0.013
factors Female 99 71.65 6.73
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Discussion and Conclusion

The results indicate that the family, media, personal and social characteristics, in
which the student lives as well as the be sacrificed of students are effective in the violent
behavior of students. These finding are consistent with research findings of Shields, Pierce
and Ghasemi (2007) family, society and peers; Kerr (2004) victimization of the person, Kordi
(2011) the role of family and peers; Alikhani (2005) Media; Alizadeh (2011) personality
factors; Scherz (2004), social factors and Alaghebandrad (2003) victimization. Investigation
of the second question showed that the characteristics of teachers, school management and
school structure are effective in the violence of learners. This finding is consistent with
research results of Bazargan (2004) and Scherz (2004) and Poshtmashhadi (2010).

The results also showed that respondents in the effect of external factors in the
violence of students emphasized respectively the be sacrificed, family, society, characteristics
of the individual and the media, and regarding the effect of internal factors in the violence of
students to the role of principal, the role of teacher and school structure are emphasized. In a
study carried out by Scherz (2004) the external factors from the perspective of teachers and
principals included: the be sacrificed, family, media , individual and social characteristics and
affecting internal factors from the perspective of teachers and principals included: teacher,
principal, school structure, which had the greatest effect on student violence. The results were
not consistent with research of Scherz (2004).

In explaining the status of internal and external factors in the incidence of violence of
students, the results suggest that internal school factors are more effective in the incidence of
violence in schools than external factors. These results are consistent with Sachrz’s study
(2004). The results also show that school principals compared with teachers, believe that
external factors are more effective in the incidence of violence. One of the findings of the

study was that the principals believed that the family, be sacrificed, society, Personal
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characteristics, and the media, are effective in the incidence of violence, while teachers
believed that school management, be sacrificed, teacher characteristics, family, personal
characteristics, society, School structure and media are effective in the incidence of such
phenomenon.

Several factors play a role in the violent behavior of the students that are within
internal and external factors of school students. According to the findings of research,
external factors influencing violence include: Be sacrificed 2. Family, 3. Society, 4. Personal
characteristics 5. Media, and internal factors affecting the violence includes: Personal
characteristics of students 1. School policies and procedures 2. Teacher characteristics
3.structure and facilities of school. The results indicate that the effect of internal factors in the
incidence of violence are more than external factors, and this is a very important point that
has not been mentioned. After the family, school is the first social location that each person
enters and will have a tremendous impact on the student life.

The respondents believed that the three factors of be sacrificed, school and family
policies are among the first priorities of influence in the violent behavior of students. One of
the most influential factors in the incidence of violence of student is self-victimization.
Student which is exposed to violence at home, neighborhood or school, will most likely apply
violence when is put in the same situation with a weaker person. Other factor, is the policies
and procedures of the school. Students that spend most of their day at school if observe that in
facing the incidence of violence by students, the school is not decisive, then without a doubt,
he will become more bold in his violent behavior. The third factor affecting student violence
in the view of the respondents is the family. Divorce and parental involvement, the level of
parental supervision, the size of the family and drug addiction will have an important role in

the behavior of students.
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As the former president of America Bill Hardy had acknowledged, principals tend not to
show school as a rough place for students, the results also underscored the point, the
principals believed that the effect of external factors on student violence are more than
internal factors. Women believe that the role of external factors, especially the family and
exposure to violence are important in the incidence of violent behavior in students. However,
men believe that the role of internal factors and especially, management and school policies
are highlighted on the student violence. Respondents considered the role of the media in the
violence of students as trivial and this may be related to the dual role of the media. The media
can also cause or prevent violent behavior in students. In this study, the elderly and educated
people believed that the effect of external factors on the incidence of violence is more,
whereas those with higher work experience believed that the effect of internal factors in the
incidence of violence is more which can be reflected upon. On the other hand, the features of
teachers are introduced by respondents as one of the most important factors affecting the
violence of the students. The teacher is the student’s first model after parents and the teacher
interacts with the students more than anyone else in the school. If the teacher for any reason
(lack of necessary skills, the existence of problems outside of school, personal characteristics,
job dissatisfaction, etc.) show violence in the classroom, then the students will model that
behavior.

Based on the results, the following suggestions are offered:

« Education Office pay more attention in the selection of school principals.

« School principals are advised to take appropriate and reasonable measures considering
the violence done by the students.

e The Education Office, provide appropriate supporting laws for students so they

become less victimized by the teacher and principal.
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e Protecting organizations of children be formed to prevent the formation of the
phenomenon of child abuse in the family and other institutions of the society.

« Training courses be held on external and internal factors in Education Office in line
with teaching appropriate ways of communicating with children and adolescents.

o Teams of social workers be formed in the community to help external factors of
schools, as well as school social worker team consisting of psychologists, counselors,
social anthropologists, and... Schools so that they provide the necessary guidance in

following up and controlling the violence.
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Neden Dik Temel Yazi1?: Ogretmen Algilar: *
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Oz

Bu arastirmanin temel amaci, okuma-yazma dgretiminde uygulanacak olan dik temel yazi
konusunda Ogretmen algilarini  belirlemektir. Arastirmada nitel arastirma yontemlerinden
olgubilim deseni kullanilmigtir. Arastirmanin ¢aligma grubunu, kolay ulasilabilir 6rnekleme
yontemi kullanilarak Diyarbakir, Batman, Siirt, Bitlis ve Van illerinin merkeze bagl ilkokullarinda
gorev yapan ve goOnillillik esasina gore belirlenen 110 simuf 6gretmeni olusturmaktadir.
Arastirmada veri toplama araci olarak, arastirmacilar tarafindan gelistirilen ve uzman goriisii
alman yar1 yapilandirilmig goriisme formu kullanilmis ve simif 6gretmenlerine “dik temel
yazi........ benzemektedir. Ciinkdi...... ” ifadesinin yer aldig1 bir form dagitilmistir. Ogretmenlerin
burada yapmig olduklar1 benzetmeler, metafor analizi ile bes asamada ele alinmistir. Bunlar (1)
kodlama ve ayiklama, (2) 6rnek metafor imgesi derleme, (3) kategori gelistirme, (4) gegerlik ve
giivenirligi saglama ve (5) verilerin bilgisayar ortamina aktarilmasi agamasidir. Ayrica goriisme
formu ile 6gretmenlerin bitisik egik yazi ve dik temel yaziy1 kiyaslama ve dik temel yazinin
olumlu/olumsuz yanlart konusundaki algilar1 da belirlenmistir. Arastirmada elde edilen verilerin
analizinde, betimsel ve igerik analiz yontemi kullanilmistir. Aragtirma sonucunda 6gretmenler dik
temel yaziy1 bitki, hiz, yiyecek, spor dali, kural ve ara¢ olarak; bitisik egik yaziyi ise hayvan,
yemek, doga, sanat, karmasiklik ve basit bir eylem olarak tanimlamiglardir. Yapilan
benzetmelerden yola ¢ikilarak 6gretmenlerin dik temel yaziy1 pratik, hizli, rahat, disiplinli ve derli
toplu bulurken, bitisik egik yaziy1 daha karmasik, zor, zahmetli ve zaman alic1 bulduklar tespit
edilmigtir.

Anahtar kelimeler: flkokul, yazi, dik temel yazi, bitisik egik yazi
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Abstract

The main purpose of this research is to determine the teacher perceptions about the upright
basic script, which were applied in the read-write teaching. In this research, one of the qualitative
research methods, the phenomenological design was used. The working group of this research,
consists of 110 primary school teachers who are working at primary schools attached to the center
in Diyarbakir, Batman, Siirt, Bitlis and Van and are determined according to voluntariness by
using easily accessible sampling method. Semi-structured interview form, developed by
researchers and based on expert opinion, were used as data collection tool in the research and a
form has be delivered to form teachers, which contains the statement: “The upright basic script
resembles ...., because...”. The analogies that teachers were made here were dealt with in five
steps by metaphor analysis. These five steps are: (1) decoding and debugging, (2) compiling
sample metaphor images, (3) developing a category, (4) providing validity and reliability, (5)
transferring data to computer environment. Furthermore, with the interview form, the teachers’
receptions about comparing cursive script and upright basic script and the positive/negative sides
of the upright basic script were determined. In the analysis of the data obtained in the research,
descriptive and content analysis method were used. The results obtained from the research findings
were discussed with supporting research findings and recommendations were presented
accordingly. As a result of the research, the teachers defined “upright basic script” as planting,
speed, food, sports branch, rule and tool; on the other hand, they were able to define "adjoining
oblique script" as animals, food, nature, art, complexity, and a simple action. From the analogies
made, the teachers found that the upright basic script is practical, fast, comfortable, disciplined and
profound; they found that adjoining oblique script is more complicated, difficult, laborious and
time consuming.

Keywords: Primary school, script, upright basic script, cursive script
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Giris

Dil, toplumlarin ve onlar1 olusturan bireylerin yasadigi ¢aga uyum saglamasinda,
uygar medeniyetler seviyesine ulagsmasinda, iletisim kurmasinda etkili bir ara¢ ve beceridir
(Cayc1 ve Demir, 2006;Yticel, 2000). Birey diinyaya geldigi andan itibaren bu beceriyi
kullanarak, yasadigi diinyay: dinleyerek, konusarak, okuyarak ve yazarak kesfetmektedir
(Savas, 2006). Bagka bir deyisle, birey cevresindeki sesleri dinlemekte, onlara anlam
yikklemekte ve c¢evresindeki bireylerle sosyallesmek amaciyla konusmaktadir (Goger,
2008;Unalan, 2007). Bireyin sosyallesmesi, iletisim ve zihinsel yapisini aktif tutmasinda
kullandig1 dil, onun okuma, dinleme (Ozbay, 2007), konusma (Giileryiiz, 2006) ve yazma
becerilerine katki saglamaktadir (Adali, 2003; Akyol, 2006; Demirel, 1999).

Dort temel dil becerisi olarak adlandirilan dinleme, konugma, okuma ve yazma
becerileri igerisinde en karmagik beceri yazmadir (Schiller, 1954). Birey dinlediklerini,
konustuklarint ve okuduklarimi dogru bir sekilde yazma becerisiyle aktarir. Diger dil
becerilerinin etkili kullanilmasinda 6nemli goriilen bu becerinin bu sebeple uzmanlar yani
ogretmenler tarafindan bireye kavratilmasi beklenir. Bdyle bir beklenti okul catist altinda ilk
okuma yazma egitimiyle verilmektedir.

Ik okuma yazma egitiminde bireye Tiirk dilini sevdirme, noktalama isaretlerini dogru
kullanma, biiylik ve kiiciik harflerin yazilim yonlerini kavratma, hizli okuma becerisi
kazandirma (Akyol, 2009), duygu ve disiincelerini yazili aktarma, kurallara uygun yazi
yazma vs. davraniglart kazandirilmaktadir (Celenk, 2007). Bu beceriler bireye kisa siirede
verilememekte, uzun bir zaman diliminde Ogretmenin bilgi ve becerisi dogrultusunda
aktarilmaktadir. Ogretmenin yazma egitimi siirecinde hangi? yazi tiiriiniin kullanildigina,
diger yazi tiirlerinden farkinin ne? oldugunu, 6gretim programinda yasanan degisim ve
gelismelerin neler? oldugunu, tarihi siire¢ igerisinde ne tiir? yazi tekniklerinin var oldugunu
bu siiregte bilmesi gerekir. Ornegin 1924 yilinda baz1 dgretmenler ses, bazilar1 sdzciik
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yontemini kullanmigtir. 1926’da sozciik ve karma, 1936’da ciimle 6gretimi yontemi esas
almmustir (Gtlileryiiz, 2000). Okuma yazma Ogretiminde ciimle yontemi, 1982 yilina kadar
devam etmistir. Daha sonra 2005 yilina kadar ¢oziimleme yontemi uygulanmisg, 2005-2006
egitim-O6gretim yilinda ise ses temelli climle yontemine gecis yapilmistir. Bu gegis siirecinde
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“Yazma kurallarin1 uygulama” boliimiinde “Diizgiin, okunakli ve islek “bitisik egik yaz1”’yla
yazar.” agiklamasina yer verilmistir (MEB, 2005). Bitisik egik yazinin tercih edilmesinin
nedenleri arasinda, 6grencinin elini kaldirmadan yazmasi, bu durumun akici yazma becerisini
kazandirmasi ve yazilacak ifadelerin akilda tutulmasini saglamasi olarak gosterilmektedir
(Duran, 2009). Bitisik egik yazinin belirtilen olumlu yonlerine kars1 9 Haziran 2017 tarihinde
MEB Temel Egitim Genel Mudiirligii bitisik egik yazidan dik temel yaziya gecilmesine karar
vermistir.

Ulkemizde dik temel yaziya gecis yapilmasinin sebepleri arasinda; bitisik egik yazi
Ogretiminin zaman almasi, ders kitaplarinin dik temel harflerle yazilmasi, ¢ocuklarin giinliik
yasamda bitisik egik yaziyr kullanmamasi gosterilmektedir. Buna karsin, Ogretmenler
ogrencilerin gelisimsel Ozellikleri geregi baslangigta e8ik ve dairesel c¢izgiler ¢izmesi,
harflerin dogru yazimini desteklemesi, ogrencilerin farkli yazi karakterlerine kolay uyum
saglamasi gibi nedenlerden dolay: bitisik egik yaziyr tercih etmektedir. Ozellikle simf
O0gretmenleri arasinda yasanan bu ikilem hangi yazi tiiriinlin kullanilmas1 gerektigi konusunda
daha farkli fikirleri ortaya c¢ikarabilir. Ciinkii Ogretmenler de Ogrenciler gibi yapilan
degisikliklere uyum saglamada problemler yasayabilir. Yapilan bir yenilige uyum saglamadan
bagka bir degisiklige gidilmesi, onlarin yetistirecegi insan profiline de yansiyabilir. Bundan
dolayr hangi degisiklik yapilirsa yapilsin 6grenci kadar 6gretmenin de yapilan degisiklikleri
benimsemesi, bunlara uyum saglamasi, bilgi sahibi olmasi, eski-yeni uygulamalari

karsilagtirmas1 gerekmektedir. Buradan hareketle, simf ogretmenlerinin neden dik temel
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yaziya geg¢ildigi konusundaki algilarmi belirleme gereksinimi, arastirmanin problemini
olusturmaktadir. Bu problem dogrultusunda asagidaki sorulara yanit aranmaistir:

e Ogretmenlerin dik temel yazi ile bitisik egik yazi i¢in iirettikleri metaforlar nelerdir?

e Ogretmenlerin dik temel yazi ile bitisik egik yazi1 arasindaki benzerlik ve farkliliklara

iligkin goriisleri nelerdir?

e Ogretmenlerin dik temel yazinin olumlu ve olumsuz yénlerine iliskin goriisleri

nelerdir?

Yontem

Arastirmanin Modeli

Aragtirmada nitel arastirma yontemlerinden olgubilim (fenomenoloji) deseni
kullanilmistir. Olgubilim (fenomenoloji/phenomenology) deseni “farkinda oldugumuz ancak
derinlemesine ve ayrimntili bir anlayisa sahip olmadigimiz olgulara odaklanmaktadir. Olgular
yasadigimiz diinyada olaylar, deneyimler, algilar, yonelimler, kavramlar ve durumlar gibi

cesitli bicimlerde karsimiza ¢ikabilmektedir.” (Yildirim ve Simsek, 2008).

Arastirmanin Calisma Grubu

Arastirmanin ¢alisma grubunu, kolay ulasilabilir 6rnekleme yontemi kullanilarak
Diyarbakir, Batman, Siirt, Bitlis ve Van illerinin merkeze bagh ilkokullarinda gérev yapan ve
goniilliiliik esasina gore belirlenen 110 siif 6gretmeni olusturmaktadir.

Arastirmada Diyarbakir, Batman, Siirt, Bitlis ve Van illerinde gorev yapan smif

Ogretmenlerinin ¢alisma grubu olarak belirlenmesinde, arastirmacilarin  bu illerdeki

203



AJESI - Anadolu Journal of Educational Sciences International, 2018; 8(2): 199-237
DOI: 10.18039/ajesi.454652

ogretmenlere kolay ulagsmasi ve iki arastirmacinin Siirt ve Batman’da gorev yapmasi etkili

olmustur.

Veri Toplama Araci

Arastirmada veriler yar1 yapilandirilmis goriisme formu ve dokiiman incelemesi
yoluyla toplanmistir.  Yildinnm ve Simsek’e (2008) gore gorliisme sosyal bilimlerde ¢ok
kullanilmakta ve bireyler goriisme yoluyla duygu ve diislincelerini, tutumlarini, sikayetlerini,
dogrudan aktarmaktadir. Baska bir deyisle goriisme bireyin i¢ diinyasini yorumlamak ve
anlamaktir. Bu arastirmada da konunun problem ciimlesi dogrultusunda arastirmacilar
tarafindan sorular hazirlanmigtir. Goriisme formunda sorular iki bolim halinde katilimcilara
yonetilmistir. Birinci boliimde dik temel ve bitigik egik yazi hakkinda metafor olusturmalari
istenmistir. Ikinci béliimde ise dik temel ve bitisik egik yazinin benzerlik ve farkliliklar1 ve
dik temel yazinin olumlu-olumsuz yonlerine iliskin sorular hazirlanmigtir. Goriigme formunda
yer alan sorular hazirlandiktan sonra, uzman goriisiine (egitim programlari ve Ogretim
anabilim dalindan dort, 6lgme ve degerlendirmeden ii¢, Tiirkce alanindan bes uzman)
basvurulmustur. Uzmanlardan gelen elestiriler ve oneriler dogrultusunda gerekli diizeltmeler
yapilarak, form calisma grubuna uygulanmistir. Dokiiman incelemesi yoluyla, 6gretmen
goriislerini desteklemek iizere, MEB (2015) ve MEB (2017) Tiirkce Ogretim Programindan
bitisik ve dik temel yazi1 hakkinda yapilan agiklamalar ve Oneriler konusunda alintilara ve

resimlere yer verilmistir.

Verilerin Analizi

Arastirmaya katilan 6gretmenlerin bitisik egik ve dik temel yazi kavramlarina iliskin

algilarmi  belirlemek amaciyla “Bitisik  egik yaz1 ................. gibidir;  ¢linkii
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..................... ” “Dik temel yazi ................. gibidir; ¢linkii ..................” ifadelerinin
yer aldigi bir form dagitilmistir. Elde edilen veriler iizerinde betimsel ve igerik analizi
yaptlmistir.  Betimsel analizde, arastirma sonucunda elde edilen veriler iizerinde
derinlemesine analiz yapilmazken, igerik analizinde veriler derinlemesine analiz edilmekte ve
baz1 temalara ulagilmaktadir (Yildirim ve Simsek, 2008). Yani igerik analizi okuyucuya
betimsel analizden daha fazla bilgi sunmakta, kavramlar arasindaki iligkileri mantikli bir
sekilde organize etmektedir (Yildirrm ve Simsek, 2008). Bu arastirmada betimsel analiz
yontemi kullanilirken, 6gretmen goriisleri dogrultusunda ilk 6nce temalar olusturulmus, sonra
bu temalar 6zetlenmistir. En son olarak da dgretmen goriislerinden dogrudan alintilara yer
verilmistir. Alintilar yapilirken 6gretmen isimleri yerine bransinin bas harfi kullanilarak
kodlama yapilmistir. [Ornegin, Smif 6gretmeni (S10, S101, S109...... ). Kodlamalarla
birlikte okuyucunun metin igerisinde yer alan yorumlarla alintilar arasinda baglanti1 kurmasini
kolaylagtirmak amaciyla da, her alinti numaralandirilmis ve alintilara yapilan atiflar parantez
icerisinde verilmistir. [Orn, (1) “Dik temel yazi 6grencinin gelisimsel dzelligine uygun
degildir” (S1)].

Toplanan verilerle ilgili igerik analizinde bes asama dikkate alinmistir: (1) kodlama ve
ayiklama asamasi, (2) 6rnek metafor imgesi derleme asamasi, (3) kategori gelistirme asamasi,
(4) gecerlik ve giivenirligi saglama asamasi ve (5) verilerin bilgisayar ortamina aktarilmasi
asamalarindan olusmaktadir.

Kodlama ve ayiklama asamasinda, ogretmen goriislerinden hareketle metaforlar
olusturulmustur. Metaforlar olusturulurken, 6gretmenlerin acgiklamalari, kategoride yer alan
temalarin anlamsal yapist ve bu temalarin kategorileri temsil edip etmemesine dikkat
edilmistir. Ornegin, dgretmenler bitisik egik yaziy1, yavas dgretilmesinden, zaman almasindan
dolay1 kaplumbagaya, harfler arasinda baglanti kurmasi ve bazi harflerin kivrimli yazilmasi

sebebiyle yilana, her harfin farkli yaziligslarinin olmasindan dolayr ise bukalemuna

205



AJESI - Anadolu Journal of Educational Sciences International, 2018; 8(2): 199-237
DOI: 10.18039/ajesi.454652

benzetmistir. Bu benzetmelerden hareketle, bitisik egik yazi ile ilgili hayvan kategorisi
olusturulmustur. Arastirmada bu sekilde olusturulan ve gruplandirilan metaforlar daha sonra
alfabetik olarak siralanmig ve ortak Ogretmen goriislerinden birer ornek ifadeye yer
verilmistir. Ugiincii asama olan kategori gelistirmede “bitisik egik yaz1” ve “dik temel yaz1”
kavramlarina iligkin 6gretmenlerin sahip olduklart metaforlar ortak o6zellikler bakimindan
incelenmistir. Son olarak, gegerlik ve giivenirligi saglama asamasinda dik temel yazi ile ilgili
28, bitisik egik yazi ile ilgili 59 adet 6rnek metafor uzmanlara verilmistir. Uzmanlarin
olusturulan kategorileri eslestirmeleri istenmistir. Daha sonra, uzmanlarin yaptig
eslestirmeler aragtirmacilarin kendi kategorileriyle karsilastirilmistir. Karsilagtirmalarda goriis
birligi ve goriis ayrilig1 sayilar tespit edilerek aragtirmanin giivenirligi, Miles ve Huberman’in
(1994: 64) formiilii (Glivenirlik = goriis birligi / goriis birligi + goriis ayriligi) kullanilarak
hesaplanmustir.

Nitel ¢alismalarda, uzman ve arastirmaci degerlendirmeleri arasindaki uyumun 0.90 ve
tizeri oldugu durumlarda istenilen diizeyde bir giivenilirlik saglanmis olmaktadir (Saban,
Kogbeker ve Saban, 2006). Bu arastirmanin giivenirlik caligmasi kapsaminda goriisiine
basvurulan uzman, bitisik egik yaziyla ilgili 59 metafordan 3’iinii; dik temel yaziyla ilgili 28
metafordan 2’sini  aragtirmacinin  yaptigindan farkli  bir kategoriye yerlestirerek
iliskilendirmistir. Bunun sebebi ayn1 metaforlardan bazilarinin 6gretmenler tarafindan
yiiklenen anlam farkliligindan dolay1 arastirmaci tarafindan farkli kategoriler icerisine dahil
edilmesidir. Bu durumda, bitisik egik yazi igin giivenirlik = 56 / (56+ 3) = 0.94; dik temel
yazi i¢in glvenirlik= 26/ (26+2)= 0.93 olarak hesaplanmistir. Bu asamadan sonra biitlin

veriler bilgisayar ortamina aktarilarak metafor sayisi (f) bulunmustur.
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Bulgular

Bu boliimde, arasgtirmaya katilan gretmenlerin “Bitisik egik yazi” ile “Dik temel

yaz1” kavramlar1 hakkinda gelistirdikleri metaforlarla ilgili olarak elde edilen bulgular tablolar

halinde sunularak ve arastirma sorularina gore alt bashiklar halinde analiz edilerek

yorumlanmustir.

Ogretmenlerin “Bitisik Egik Yaz1” Kavramina iliskin Sahip Olduklar1 Metaforlar

Arastirmada Ogretmenler,

“bitisik egik yaz1” kavramma iligkin 59 metafor

tretmiglerdir. 59 metafordan 14’1 (yilan, salata, tsunami, dalgalar, tablo, estetik, sanatg1, ¢ivi

yazisi, ip yumagi, bulmaca, sarmasik, doktor yazisi, uzun ve ¢ikilmaz yol, halat) 2 ila 6’sar

kisi tarafindan Tretilmistir. Diger metaforlar ise yalnizca birer katilimcr tarafindan

gelistirilmistir. Uretilen metaforlar ve bu metaforlarin frekanslar1 Tablo 1°de verilmistir.

Tablo 1

Bitisik Egik Yazi” Kavramina Yonelik Metaforlar ve Kategorileri

Kategoriler Metafor Adlar: f n
Hayvan Kaplumbaga (1), Yilan (2), Bukalemun (1), Deve 7 6
(1), Kuyruk (1), Karinca (1)
Yemek Spagetti (1), Salata (2) 3 2
Doga Olay1 Tsunami (2), Fay hatti (1), Dalgalar (3), Kuyruklu 7 4
yildiz (1)
Sanat Tablo (3), Estetik (2), Sarki (1), Nakarat (1), 10 6
Sanatci (2), Siir yazmak (1)
Karmagiklik Civi yazis1 (5), Ip yumag (2), Bulmaca (2), 30 11
Kivireik sag (1), Sarmasik (2), Doktor yazisi (6),
Uzun ve ¢ikilmaz yol (6), Halat (3), Kivriml1 yol
(1), Orgii (1), Manuel vites (1)
Basit Bir Eylem Pratik bir yemek (1), Tren (1) 2 2
TOPLAM 59 31
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Tablo 1’de goriildiigii lizere, dgretmenlerin bitisik egik yaziya iliskin sahip oldugu

metaforlar alt1 kategoride yer almaktadir. Bunlar asagida detayli bir sekilde ele alinmustir.

Kavramsal Kategoriler

Hayvan olarak bitisik egik yaz1

Bu kategoriyi 7 6gretmen ve 6 metafor temsil etmekte ve kategoride; Kaplumbaga

(1), Yian (2), Bukalemun (1), Deve (1), Kuyruk (1), Karinca (1) gibi metaforlar
bulunmaktadir. Asagida bu kategorideki metaforlara iliskin 6gretmenlerin 6rneklerine yer
verilmistir.

“Bitisik egik yazi kaplumbaga gibidir. Ciinkii ¢ok yavas 6grenilir.” (S2)

“Bitisik egik yazi yilan gibidir. Clinki kivrila kivrila ilerler.” (S7)

“Bitisik egik yazi bukalemun gibidir. Ciinkii herkesin yazisi birbirinden farklidir.” (S6)

“Bitisik egik yazi deve gibidir. Ciinkii agir agir isliyor.” (S12)

“Bitisik egik yazi1 kuyruk gibidir. Ciinkii hareketlidir.” (S42)

“Bitisik egik yazi karinca gibidir. Ciinkii ¢ok hizli yaziliyor. (S67)”

Yemek olarak bitisik egik yaz

Bu kategoriyi 3 6gretmen ve 2 metafor temsil etmekte ve kategoride; Spagetti (1),
Salata (2) metaforlar1 yer almaktadir. Asagida bu kategorideki metaforlara iliskin
O0gretmenlerin 6rneklerine yer verilmistir.
“Bitisik egik yaz1 spagetti gibidir. Ciinkii karmakarisik.” (S9)

“Bitisik egik yazi salata gibidir. Ciinkii ne ararsan var. (S54)
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Doga olay1 olarak bitisik egik yaz

Bu kategoriyi 7 dgretmen ve 4 metafor temsil etmekte kategoride; Tsunami (2), Fay
hatt1 (1), Dalgalar (3), Kuyruklu yildiz (1) gibi metaforlar bulunmaktadir. Asagida bu
kategorideki metaforlara iligkin 6gretmenlerin 6rneklerine yer verilmistir.

“Bitisik egik yazi tsunami gibidir. Ciinkii dalgalidir.” (S99)

“Bitisik egik yazi fay hatt1 gibidir. Ciinkii yazilar saga sola dogru kayiyor.” (S100)
“Bitisik egik yazi dalgalar gibidir. Ciinkii sol, sag, asagi, yukar1 ne yon ararsan var.”
(S102)

“Bitisik egik yazi kuyruklu yildiz gibidir. Ciinkii iki harf arasinda ¢cocugun eli rahatga
kayiyor.” (§107)

Sanat olarak bitisik egik yaz1

Bu kategoriyi 10 6gretmen ve 6 metafor temsil etmek ve kategoride; Tablo (3),
Estetik (2), Sarki (1), Nakarat (1), Sanatci (2), Siir yazmak (1) gibi metaforlar bulunmaktadir.
Asagida bu kategorideki metaforlara iligskin 6gretmenlerin 6rneklerine yer verilmistir.

“Bitisik egik yazi tablo gibidir. Ciinkii bir tablodaki resim gibi itina ile islenir” (S1)

“Bitisik egik yazi estetik gibidir. Clinkii eger diizglin yazilirsa ¢ok giizel goriiniir.”

(S3)

“Bitisik egik yaz1 sarki gibidir. Ciinkii her harf bir sarki soézii gibi uyum i¢indedir.”

(S9)

“Bitisik egik yazi nakarat gibidir. Clinkii harflerin yonii hep ayn1 tekrar ediyor.” (S43)

“Bitisik egik yazi sanatg¢1 gibidir. Ciinkii estetik bir yonii vardir.” (S90)

“Bitisik egik yazi siir yazmak gibidir. Ciinkii kelimeler ve cilimleler bir ahenkle

yaziliyor.” (S98).
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Karmagsiklik olarak bitisik egik yazi

Bu kategoriyi 30 6gretmen ve 11 metafor temsil etmekte ve kategoride; Civi yazisi (5),
Ip yumag: (2), Bulmaca (2), Kivircik sag (1), Sarmasik (2), Doktor yazisi (6), Uzun ve
¢ikilmaz yol (6), Halat (3), Kivrimli yol (1), Orgii (1), Manuel vites (1) gibi metaforlar
bulunmaktadir. Asagida bu kategorideki metaforlara iligkin 6gretmenlerin Orneklerine yer
verilmigtir.

“Bitisik egik yaz1 ¢ivi yazis1 gibidir. Clinkii egri biigrii bir sekilde yaziliyor.” (S4)
“Bitisik egik yaz1 ip yumag gibidir. Ciinkii bir karistt m1 ¢6zmek epey zordur.” (S6)

“Bitisik egik yazi bulmaca gibidir. Ciinkii onu okuyabilmek bulmaca ¢6zmek kadar
ugrastiricidir.” (S12)

“Bitisik egik yaz1 kivircik sag¢ gibidir. Clinkii kivir kivir bir goriiniimii vardir.” (S33)
“Bitisik egik yazi1 sarmasik gibidir. Ciinkii kivrila kivrila ilerler.” (S40)

“Bitisik egik yaz1 doktor yazisi gibidir. Ciinkii okunmasi ve anlasilmasi ¢ok zordur.”
(S41)

“Bitisik egik yazi uzun ve ¢ikilmaz bir yol gibidir. Ciinkii okuma yazma siirecini
gereksiz yere uzatir ve zorlastirir.” (S52)

“Bitisik egik yazi halat gibidir. Ciinkii herhangi bir kopukluk olmaksizin siirer gider.”
(S53).

“Bitisik egik yazi kivrimli yol gibidir. Ciinkii harflerin yazilis yonleri ayn1 degildir.”
(S65).

“Bitisik egik yazi orgli gibidir. Cilinkii 6rgli nasil ilmek ilmek isleniyorsa harfler de
birbirine dyle baglaniyor.” (S70)

“Bitisik egik yazi manuel vites gibidir. Clinkii kullanim1 zordur.” (S89).
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Basit bir eylem olarak bitisik egik yazi

Bu kategoriyi 2 6gretmen ve 2 metafor temsil etmekte ve kategoride; pratik bir
yemek (1), Tren (1) gibi metaforlar bulunmaktadir. Asagida bu kategorideki metaforlara
iliskin d6gretmenlerin 6rneklerine yer verilmistir.

“Bitisik egik yazi pratik bir yemek gibidir. Cilinkii 6grenci nasil yazildigin1 6grendi mi

hemen elini kaldirmadan diger harfi yaziyor.” (S8)

“Bitisik egik yazi tren gibidir. Ciinkii harfler tren raylari gibi birbirine kolaylikla

baglaniyor.” (S67)

Ogretmenlerin “Dik Temel Yaz1” Kavramina iliskin Sahip Olduklar1 Metaforlar

Arastirmada 6gretmenler “dik temel yaz1” kavramina iliskin 28 metafor liretmislerdir.
28 metafordan 4’1 (¢igek, asansor, merdiven, otomatik vites) 2’ser kisi tarafindan iiretilmistir.
Diger metaforlar ise yalnizca birer katilimer tarafindan gelistirilmistir. Uretilen metaforlar ve

bu metaforlarin frekanslar1 Tablo 2’de verilmistir.

Tablo 2

Dik Temel Yazi” Kavramina Yonelik Metaforlar ve Kategorileri

Kategoriler Metafor Adlar: f n
Bitki Cigek (2), Dal (1) 3 2
Hiz Tazi (1), At yarisi (1), Asansor (2), Merdiven (2), 7 5
Selale (1)
Yiyecek Piring (1), Acik biife (1) 2 2
Spor Dali Uzun atlama (1), Kosu (1), Giires (1), Halter (1), 6 6
Masa tenisi (1), Bowling (1)
Kural Disiplinli 6gretmen (1), Diizenli ordu (1), 5 5
Dinlenme tesisi (1), Otobiis duragi (1), Ince uzun
bir yol (1)
Arag At arabasi (1), Fayton (1), Otomatik vites (2), 5 4
Gemi (1)
TOPLAM 28 24
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Tablo 2’de goriildigii lizere, 6gretmenlerin dik temel egik yaziya iliskin sahip oldugu

metaforlar alt1 kategoride yer almaktadir. Bunlar asagida detayli bir sekilde ele alinmistir.

Kavramsal Kategoriler

Bitki olarak dik temel yaz1

Bu kategoriyi 3 6gretmen ve 2 metafor temsil etmekte ve kategoride; Cigek (2), Dal
(1) metaforlari bulunmaktadir. Asagida bu kategorideki metaforlara iliskin dgretmenlerin
orneklerine yer verilmistir.
“Dik temel yaz1 ¢igek gibidir. Ciinkii yaprak yaprak, tane tanedir.” (S5)

“Dik temel yaz1 dal gibidir. Ciinkii harfler bir agacin dallar1 gibi bagimsizdir.” (S6)

Hiz olarak dik temel yaz

Bu kategoriyi 7 6gretmen ve 5 metafor temsil etmekte ve kategoride; Taz1 (1), At
yarist (1), Asansor (2), Merdiven (2), Selale (1) gibi metaforlar bulunmaktadir. Asagida bu
kategorideki metaforlara iliskin 6gretmenlerin 6rneklerine yer verilmistir.

“Dik temel yaz1 taz1 gibidir. Clinkii ¢ok hizli yazilabilir.” (S7)

“Dik temel yaz1 at yarigi gibidir. Clinkii ¢ocuklar hizli yazarken birbiri ile yarisiyor.”

(S10)

“Dik temel yazi asansor gibidir. Ciinkii kullanimi pratiktir.” (S21)

“Dik temel yaz1 merdiven gibidir. Ciinki harfler tek tek yaziliyor.” (S34)
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1. Grup elakin ELAKLN
2. Grup o.m u t iy OMUTUY
3. Grup 6,r1d s b O.R1DSB
4. Grup Zcgscp ZCGSsCP
5. Grup hov g fj H V.G FJ

Sekil 1. Bitisik egik ve dik temel yaz1 harf gruplart (MEB, 2017).
“Dik temel yazi selale gibidir. Ciinkli selale yukaridan asagiya akar, harfler de

yukaridan asagiya dogru yazilir.” (S44).

Yiyecek olarak dik temel yazi

Bu kategoriyi 2 6gretmen ve 2 metafor temsil etmekte ve kategoride; Piring (1), Agik
biife (1) gibi metaforlar bulunmaktadir. Asagida bu kategorideki metaforlara iliskin
ogretmenlerin drneklerine yer verilmistir.

“Dik temel yazi piring gibidir. Ciinkii harfler piring gibi tane tane yazilir.” (S11)
“Dik temel yaz1 acik biife gibidir. Cilinkii her sey birbirinden bagimsiz farkl tatlar var.

(S14).

Spor dal olarak dik temel yazi

Bu kategoriyi 6 6gretmen ve 6 metafor temsil etmekte ve kategoride; Uzun atlama
(1), Kosu (1), Giires (1), Halter (1), Masa tenisi (1), Bowling (1) gibi metaforlar
bulunmaktadir. Asagida bu kategorideki metaforlara iliskin 6gretmenlerin orneklerine yer
verilmistir.

“Dik temel yazi uzun atlama gibidir. Ciinkii tek yonde hareket var.” (S3)

“Dik temel yazi kosu gibidir. Clinkii diiz bir yolda nasil kosarsan, dik temel yazida da

tek yon var.” (S18)
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“Dik temel yazi giires gibidir. Ciinkii ¢ocuklar kalemi siirekli kaldirarak yazar,
kalemle miicadele eder.” (S20)

“Dik temel yazi halter gibidir. Ciinkii ¢gocuk harfler arasinda durakladiginda dikkati
dagilir ve basarisiz olur.” (S46)

“Dik temel yazi masa tenisi gibidir. Ciinkii ne yonde yazilacagi bellidir.” (S99)

“Dik temel yazi bowling gibidir. Ciinkii harfler bowlingdeki labutlar gibi birbirinden

bagimsizdir.” (S110)

Kural olarak dik temel yazi

Bu kategoriyi 5 6gretmen ve 5 metafor temsil etmekte ve kategoride; Disiplinli
ogretmen (1), Diizenli ordu (1), Dinlenme tesisi (1), Otobiis duragi (1), Ince uzun bir yol (1)
gibi metaforlar bulunmaktadir. Asagida bu kategorideki metaforlara iligkin 6gretmenlerin
orneklerine yer verilmistir.

“Dik temel yaz1 disiplinli 6gretmen gibidir. Ciinkii karmasikliga yer yoktur.” (S19)

“Dik temel yaz1 diizenli ordu gibidir. Ciinkii her sey diizenli ve tertiplidir.” (S23)

“Dik temel yaz1 dinlenme tesisi gibidir. Ciinkli ¢ocuk her harf arasinda mola verir.”

(S47)
“Dik temel yazi otobiis duragi gibidir. Ciinkii her durak farklidir tipki harfler gibi.”
(S49)

“Dik temel yazi ince uzun bir yol gibidir. Ciinkii harfler de art arda gelir.” (S50)

Arag Olarak Dik Temel Yaz

Bu kategoriyi 5 6gretmen ve 4 metafor temsil etmekte ve kategoride; At arabasi (1),
Fayton (1), Otomatik vites (2), Gemi (1) gibi metaforlar bulunmaktadir. Asagida bu
kategorideki metaforlara iliskin 6gretmenlerin 6rneklerine yer verilmistir.
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“Dik temel yazi at arabasi gibidir. Clink{i onun gibi yavas yavas yazilir.” (S4)
“Dik temel yaz1 fayton gibidir. Ciinkii yazmasi keyiflidir.” (S8)
“Dik temel yazi otomatik vites gibidir. Ciinkii kullanimi kolaydir.” (S9)

“Dik temel yazi1 gemi gibidir. Cilinkii belirli bir rotada diimdiiz ilerler. (S35)

Dik Temel Yaz Ile Bitisik Egik Yaz1 Arasindaki Benzerliklere ve Farklihklara iliskin

Bulgular

Dik temel yazi ile bitisik egik yazi arasindaki benzerliklere ve farkliliklar iligkin 110

siif 6gretmenin goriislerinin betimsel analiz sonuglar1 Tablo 3’de verilmistir.

Tablo 3

Dik Temel Yazi Ile Bitisik Egik Yazi Arasindaki Benzerlik ve Farkliliklara Iliskin Ogretmen

Goriislerinin Betimsel Analiz Sonuclart

_ Kaynak Kodlama
Kategori Yogunlugu
f % f %
Egitim anlayist 23 20,9 23 20,5
Okuma-yazma siireci 20 18,2 20 17,9
. . Metinlerin nitelikleri 20 18,2 22 19,6
- —
Olgme ve degerlendirme 15 13,6 18 16,1
Egitim kademesi 12 10,9 9 8,0
TOPLAM 110 100 112 100
Yazma 35 31,8 64 54,7
Biligsel gelisime etkisi 20 18,2 16 13,7
Fiziksel gelisimine etkisi 20 18,2 13 11,1
Dik temel yazi ile bitisik egik yazi Tema 10 9.1 8 6.8
arasmdayfarkhhklajnelidir}‘; Okuma 10 9.1 > 4,3
Zaman 5 4,5 4 34
Kazanim 5 45 4 34
Onerilen konular 5 4,5 3 2,6
TOPLAM 110 100 117 100

215



AJESI - Anadolu Journal of Educational Sciences International, 2018; 8(2): 199-237
DOI: 10.18039/ajesi.454652

Dik Temel Yaz Ile Bitisik Egik Yaz1 Arasinda Benzerliklere Ait Bulgular

Siif dgretmenlerine goére her iki yazi tekniginin egitim anlayist [68renci merkezli
program olmasi (f=6), yaparak 0grenmesi (f=5), 6gretmenin rehber olmasi (f=5), bireysel
farkliliklarin dikkate alinmasi (f=4), bilgiyi insa etmesi (f=3)]; okuma-yazma 6gretimi [her iki
yazi tiiriinde hazirlik asamasi ile baglanmasi (f=4), sesi hissetmesi, (f=3), sesler arasindaki
fark1 gérmesi (f=3), gordiigii harfleri okumasi-yazmasi (f=3), harfleri hecelere ayirmasi (f=3),
kelimeler olusturmasi (f=2), ciimleler olusturmast (f=2)] yoniinden benzerlik gosterdigi
goriilmiistiir. Bunun yani sira, dik temel yazi ile bitisik egik yazidaki metinler [bilgilendirici
(f=5), smf diizeylerine uygun (f=4), secilen yazarin metinleri (f=4), egitsel yonii (f=3),
kazanimlara uygun (f=2), her sif diizeyinin metinleri farkli (f=2), her iki yaz tiiriinde yer
alan metinlerde biiyiik harflerin ayr1 yazildigi (£=2)] olmasi vurgusu yapilmustir. iki yazi
tiirtiniin tarihsel siirecleri [¢ok eskiye dayandigi (f=5), yeni bir yaz: tiirii olmadig (f=4), farkli
yillarda kullanildig1 (f=4), farkli programlarda uygulandigi (f=4), 2005 yili ile ortaya
cikmadigi (f=3)] soylenebilir. Olgme ve degerlendirme kategorisinde [siire¢ dikkate alma
(f=3), performanslar1 goz ardi etmeme (f=2), ogrencilerin gelisimleri dikkate alma (f=2),
gozlem yapma (f=2), tam1 amagli yapma (f=2), puanlama anahtar1 kullanma (f=2), sinav
yapmama (f=2), hazirbulunusluklar1 belirleme (f=2), doniit verme (f=1)] her iki yaz1 tiiriiniin
benzer yonlerini olusturdugu goriilmiistiir. Egitim kademesi kategorisinde ise [birinci sinifta
ilk okuma yazma ile baslanmas1 (f=3), birinci siifta okumaya agirlik verilmesi (f=2), 2.-4.
siniflarda anlama calismalarinin yapilmasi1 (f=2), konusma ve dinlemenin birinci siniftan
baslanmas1 (f=2)] yoniinden benzerlik gosterdigi sOylenebilir. Buradan hareketle, dik temel
yazi ile bitigik egik yazinin 6grenci merkezli bir egitim anlayisinin iiriinii oldugu (6rn.1-2-3-4-
5-6), iki yazi1 tiirlinlin bir baslangi¢ asamasinin bulundugu (6rn.7-8-9-10), gecmise yonelik bir
uygulamanin oldugu (6rn.11-12-13-14-15), her iki yaz1 tiiriinde yer alan metinlerin
bilgilendirici yonlerinin bulundugu (6rn.16-17-18-19-20), 6grencinin performansinin siirecte
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izlendigi (6rn.21-22-23) ve egitim kademesi olarak ilk okuma yazma siirecinin oldugu birinci
smiftan baslandigi (6rn.21-22-23) goriilmistiir.

[1]...bitisik egik ve dik temel yazi glinlimiize uygun bir yaz1” (S1)

[2 ] “her ikisinde de 6grenci dnemli” (S5)

[3] “gelisimleri dikkate alinmas.....”(S33)

[4 ]”6grencinin yasina, gelisim evrelerine uygun olarak hazirlanmis” (S69)

[5]“...0grenci bir biitiin olarak degerlendirilmekte” (S75)

[6 ]”...08rencinin ince kaslarina uygundur” (S79)

[7] “...her iki yaz1 tiiriinde bir ilk asama vardir” (S82)

[8] «“...0yle rastgele baslanmamaktadir ilk 6nce sesler 6gretilir” (S84)

[9 ] “..sesi hisseden ¢ocuk harfi dogru okumaya calisir” (S88)

[10] “Ogrenci sesi tanimali, harfi yazip okumali, kelimeler olusturmali ve metinlere
geg¢melidir” (S90)

[11 ]” bitisik egik yazi egitimini Atatiirk tarafindan tesvik edilmistir” (S92)

[12 171960 yillarda bile temel yazi1 konusunda ¢aligmalar yer almaktadir” (S93)

[13 172005 programin bir tiriinii degil iki yazi tiiri” (S97)

[14 ]”bu yazi tiirlerinin bir gegmisi bulunmaktadir” (S99)

[15 ]” senelerin dgretmeniyim biz ilk okuma yazmaya dik temel harflerle basladik sonra
ikinci sinifta bitisik egik yaziy1 6gretmenimiz kullandi” (S100)

[16 ]” ¢cocuk giinliik yasamdan orneklerle okuma yazmay1 6grenir” (S101)

[17 ]” ikisinde de ¢ocugun yasadig1 ortam ile ilgili bilgilendirici metinler var” (S102)

[18 ]’¢ocuklar somut donemde..... metinler gayet bilgilendirici” (S104)

[19 ]”sinifa her iki yazi tiirtinde de giinliik yasamla ilgili resimler astim” (S105)

[20]” metinler daha 6nce de giizeldi simdi de” (S106)

[21]’yazma islemi ilk siniflarda goriillmektedir” (S107)
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[22]”’kalemin ¢ocukla ilk bulugsmasi tam anlamiyla birinci siniftir” (S108)

[23]”.....ikisi de birinci sinifta verilmektedir” (S109)

Dik Temel Yaz Ile Bitisik Egik Yaz1 Arasinda Farklhihklara Ait Bulgular

Dik temel yazi1 ile bitisik egik yazi arasindaki farkliliklarina iligkin 110 smif
O0gretmenin goriisleri Tablo 3’te yer almaktadir. Bu goriislerde yazma, bilissel ve fiziksel
gelisime etkisi, tema, okuma, zaman, kazanim ve Onerilen konular kategorileri
olusturulmustur. Bu kategorilerden 6gretmenlerin yazma ile ilgili [bitisik egik yaz1 ile dik
temel yazinin harf gruplarinda yer alan harflerin gosteriminin farkli oldugu (f=4), bitisik egik
yazida biiyiik harflerin 6gretiminde 06zel isimlerden yararlanildigi (f=3), par¢adan biitiine
giden okuma-yazma 6gretim yontemlerine uygun oldugu (f=3), bazi harfler kiigiik harflerle
baglanmadig1 (f=3), dik temel yazi, hizli yazma becerisi kazandirmadig: (f=3), kisa ve kesik
cizgilere ihtiya¢ oldugu (f=3), gbz ve fiziki yorgunluk ¢ok fazla oldugu (f=3), bitisik egik yaz1
estetik oldugu (f=3), bitisik egik yazi hecelemeyi onledigi (f=3), hizli yazma istegi
uyandirdigi (f=3), devamliligi sagladigi (f=3), bitisik egik yazida bazi harflerin biiyiik ve
kiiciik yazimlarinin benzer oldugu (f=3), bitisik egik yazida 6grenci yazi yazarken elini hig
kaldirmadigr (f=3), siirekli harflerin sekil degistirdigi (f=3), dik temel yazida hece
ogretiminde biiyiik harf kullamilmadigr (f=3), bitisik egik yazida O6grenci yazi yazmayi
maksimum hizda 6grendigi (f=3), bitisik egik yaz1 sayfa boyunca soldan saga dogru olan
hareketleri kolaylastirdig1 (f=3), dik temel yazida once biiyiik harflerin yaziminin 6gretildigi
(f=2), bitisik egik yazi hafif engelli ¢cocuklar tarafindan daha kolay 6grenildigi (f=2), hece
veya sOzciik atlama/ekleme gibi hatalar1 daha az yaptig1 (f=2), bitisik egik yazinin geri
dontiglere 1zin vermedigi (f=2) ve kelime tiiretmede acik hecelemeye 6nem verildigi (f=1),
dik temel yazida kapali heceler acik hacelerden once ulasildigi (f=1), bitisik egik yaziy1
ogrenen dik temel harfleri daha kolay yazabildigi (f=1), bitisik egik yazi 6grenciler i¢in
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zorlayici ve yorucu oldugu (f=1), giinliik yasamda dik temel yazi ile daha fazla karsilasildig:
(f=1), kitaplar dik temel yazi ile yazildig1 (f=1) ] gériilmiistiir. Bilissel gelisim kategorisinde
[bitisik egik yazi ile d6grencinin bilgi ve diislincelerini zihninde biitlinlestirdigi (f=3), bitisik
egik yaz1 bir karakter kazandirdigr (f=2), bilgilerin sentezlendigi (f=2), bitisik egik yazi
zihinsel gelisimi gelistirdigi (f=2), dik temel yazi1 ayrintili diisiinmeyi gelistirmedigi (f=2),
bitisik egik yazida rakamlar kolay fark edildigi (f=2), bitisik egik yazi 0grencilerin gorsel
zeka alanlarina hitap ettigi (f=2), dik temel yazida 6grencinin kendisini ifade edemedigi (f=1)]
goriisii yer almaktadir. Ogrenci fiziksel gelisimine etkisinde ise [dik temel yazi birinci
smiflara uygun olmadig1 (f=3), bitisik egik yaz1 ¢cocuklarin parmak kaslarini engellemedigi
(f=2), sol ellerini kullanan &grencilerin dik temel yazida zorlandig1 (f=2), dik temel yazinin
geri doniislere izin verdigi (f=2), bitisik egik yazi 6grencilerin estetik algilarini gelistirdigi
(f=2),cocuklara, bitisik egik yazi ile 6grencilerin parmaklarinin yoruldugu (f=1)] sdylenebilir.
Fiziksel gelisimde ise [bitisik egik yazi ile Ogrencinin bilgi ve diisiincelerini zihninde
biitiinlestirdigi (f=2), bitisik egik yazi bir karakter kazandirdig1 (f=2), bilgilerin sentezlendigi
(f=2), bitisik egik yaz1 zihinsel gelisimi gelistirdigi (f=2), dik temel yaz1 ayrintili diisiinmeyi
gelistirmedigi (f=2), bitisik egik yazida rakamlar kolay fark edildigi (f=2), bitisik egik yazi
ogrencilerin gorsel zeka alanlarina hitap ettigi (f=2), dik temel yazida 6grencinin kendisini
ifade edemedigi (f=1)] vurgulanmustir.

Ogretmenler tema kategorisinde [bitisik egik yazimnin sekiz temayr (f=3), dik temel
yazinin 16 temayr dikkate aldigir (f=2), her iki yazi tiirliniin temasinda yer alan konularin
farkli oldugu (f=2) ve bitisik egik yazida yer alan temalarin sinif diizeylerine dagiliminin agik
oldugu konusunda (f=1)] goriis belirtmislerdir. Okuma kategorisinde [baskalarinin yazdig
bitisik egik yazilar1 daha kolay okuyabildigi (f=3), akic1 okuma becerisi gelistigi (f=2); zaman
kategorisinde [harflerin yazimi zaman aldigr (f=3), harflerin arasindaki baglantilar i¢in

zamanin olmadig1 (f=1)]; kazanima yonelik [ dik temel yazidaki ilk kazanimlar dinlemeye

219



AJESI - Anadolu Journal of Educational Sciences International, 2018; 8(2): 199-237
DOI: 10.18039/ajesi.454652

yonelik oldugu (f=2), bitisik egik yazida ise dinleme sozlii iletigsim igerisinde verildigi (f=2)];
son olarak onerilen kategorilerde ise [dik temel yazida glinlimiiz toplumsal olaylar1 dnermekte
(f=2), bitisik egik yazidaki konular ile egik yazidaki konular ayni kategoride yer almamasi
gerektigi (f=1)] gortilmustiir.

Yukardaki bulgulardan hareketle, dik temel yazi ile bitisik egik yaz1 arasinda
farkliliklara bakildiginda her iki yazi tiiriiniin harf gruplarinin gosteriminde farkliliklar
bulundugu (6rn. 24-25-26-27), bitisik egik yazmin Ogrencilerin bilgileri biligsel yapisinda
biitiinlestirdigi ( 6rn. 28-29-30), dik temel yaz1 gelisimsel olarak kiiciik yas gruplarina uygun
olmadigr (31-32-33), dik egik yazinin temalarmin daha fazla oldugu (6rn.34-35-36), bitisik
egik yazi ile bireyin farkli bireylerin yazilarmi okuyabildigi (6rn.37-38-39) sOylenebilir.
Bunun yani sira dik temel yazinin zaman aldig1 (6rn.40-41-42), dik temel yazida baslangigta
dinlemeye yonelik oldugu (6rn.43-44) ve dik temel yazi ile ilgili Onerilerin glinlimiiz
konularina yonelik (6rn. 45-46) oldugu soylenebilir.

[24] “Dbitisik egik yazinin harf gruplari kiigiik harflerle gosterilmektedir” (S2)

SES/HARF QRUSL AR
| Grup el a a ELAN
2. Grup |4 ¢ o b u P .
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Sekil 2. Bitisik egik yazida yer alan ses/harf gruplart (MEB, 2015).
[25]”dik temel yazida bes grup var biiylik harfler bulunmaktadir.” (S6)

[26]her iki yazi1 tliriinde yer alan harflerin gosterimi benzer degildir” (S12)
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Sekil 3. Dik temel yaz1 (MEB, 2017).  Sekil 4. Bitisik egik yaz1 (MEB, 2017).

[27]”dik temel yazida gruplarda kiigiik harf 6gretimi tercih edilmemistir.” (S39)

[28]” bitisik egik yazida Ogrenci elini kaldirmamakta bu da bilgileri zihninde
iliskilendirmesini saglamaktadir.” (S41)

[29]”dik temel yazida 6grenci elini siirekli kaldirmaktadir” (S43)

[30]”bitisik egik yazida zincirleme bir baglanti oldugu i¢in bu durum O6grencinin bilgileri
biitiinlestirmesine yardimci olmaktadir.” (S51)

[31]” dik temel yaz1 6grencinin ince kaslarina uygun degildir” (S58)

[32]76grenci sadece yukardan asagiya yaziyor” (S62)

[33]”¢ocuklar dairesel ¢alismalar1 daha ¢ok yapmakta oysa dik temelde bu yok” (S64)

[34] “bitisik egik yazida 8 tema vardir” (S66)

[35]”dik temel yazida 16 tema bulunmaktadir.” (S67)

[36]” temalar giiniimiiz olaylarini igermektedir” (S69)

[37]bitisik egik yazi zordur bundan dolayr kendi yazisini okuyan baska Ogrencilerin
yazilarimni da okur” (S70)

[38]7dik temel yazida yazi yonii bellidir ama dik temel yazida onemli olan bagkalarinin
yazilarini da okumaktir. (S72)

[39]estetik bir yaz1 olan bitisik yazida herkes birbirinin yazisini kolaylikla okur” (S73)

[40]”bitisikte 6grenci elini kaldirmiyor o da zaman kazandirtyor 6grenciye” (S75)
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[41] “dik temelde 6grenci siirekli elini kaldiriyor” (S79)

[42]bir harften digerine gecis oldugu icin dik temelde arada bir siire¢ oluyor dogal olarak”
(S80)

[43]”dik temel yaz1 i¢in 16 dinleme yapildigt...... ”(S82)

[44]”dinleme dik temel yazida onemlidir” (S90)

[45]”..toplumu etkileyen olaylara yonelik temalar vardir ve buna yonelik Oneriler
bulunmaktadir” (S93)

[46]”¢ocuklarin farkindaliklarini artiracak oneriler sunulmustur.” (S110)

Dik Temel Yazinin Olumlu ve Olumsuz Yonlerine Ait Bulgular

Dik temel yazinin olumlu ve olumsuz yonlerine iligkin 110 smf Ogretmenin

goriiglerinin betimsel analiz sonuglar1 Tablo 4’de verilmistir.

Tablo 4

Dik Temel Yazimin Olumlu ve Olumsuz Yonlerine Iliskin Ogretmen Géoriisleri Betimsel Analiz

Sonuclart
Kodlama
Kategori Kaynak Yogunlugu
f % f %
Kullanim alanlar1 30 27,3 32 29,1
Devinigsel Gelisim 25 22,7 31 28,2
Bilissel Gelisim 25 22,7 20 18,2

Dik temel yazinin olumlu yonleri —
Yapilandirmaci egitim

nelerdir? y 20 18,2 17 15,5
anlayisina uygunlugu
Duyugsal Gelisim 10 9,1 10 9,1
TOPLAM 110 100 110 100
Par¢a-biitiin eksikligi 40 36,4 46 41,8
Diisiinme eksikligi 30 27,3 26 23,6
Dik temel yazinin o-lumsuz yonleri Beden %ellslmme uygun o5 227 25 227
nelerdir? olmadigi
Dikkat eksikligi 15 13,6 13 11,8
TOPLAM 110 100 110 100
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Dik Temel Yazinin Olumlu Yoénlerine Ait Bulgular

Dik temel yazinin olumlu yonlerine iligkin Tablo 4’de 110 sinif &gretmenin ilk
kategorisi dik temel yazinin kullanim alan1 oldugu goriilmiistiir. Sinif 6gretmenlerine gore
kullanim alaninda [okunulan kitaplar dik temel yazi ile yazildigi (f=5), internet yapilan
arastirmalar bu yazi ile yazildig1 (f=4), ailelerin ¢ogunun bu yaziy1 kullandig1 (f=4), gazeteler
dik temel yazi ile basildig1 (f=4), televizyonun dik temel yaziy1 kullandigi (f=4), ¢ocuklar
gelecekteki mesleklerinde dik temel yaziy1 kullanacagi (f=4), 6gretmenler giinlilk yasamdan
daha rahat 6rnekler verebildigi (f=4), ¢ocuklarin bu yaziya iligkin drnekleri kolay verebilecegi
(£=3)] yer aldig1 sdylenebilir. Ikinci kategori devinissel gelisimde [yazimmin kolay oldugu
(f=6), goz ve fiziki yorgunluk az (f=5), kas hareketlerine uygun (f=5), birinci simif
Ogrencisinin yapabilecegi hareketler (f=5), harfleri birlestirmede kisa ¢izgiler kullanildig
(f=5), bu yaz tiirlinlin 6gretiminde ¢ocuklar kadar 6gretmenlerde yorulmadigi (f=5)] oldugu
goriilmiistiir. Ugiincii olarak bilissel gelisimdir. Dik temel yazinin bilissel gelisimini
kullanirken [benzetmelerden yararlandigi (f=5), 6gretmenin benzetmeler yer verdigi (f=4),
okunmasi kolay oldugu (f=4), 6gretmenler bu yazi tiiriinii daha kolay 6gretebildigi (f=4),
O0gretmenin bu yaziyr nasil 6gretecegi konusunda hazir bulunuslugu oldugu (f=3)]
sOylenebilir.

Yapilandirmaci egitim anlayisina uygunluguna iliskin [6grencinin gelisimi dikkate
alindig1 (f=5), 6grencinin bireysel hiz1 géz onilinde bulunduruldugu (f=4), hizli ve yavas
O0grenen Ogrencilere uygun oldugu (f=4), 6gretmen Ogretim siirecinde farkli yollar1 kolay
kullanabildigi (f=4) ] goriistine vurgu yapmislardir. Son olarak duyussal gelisim kategorisi yer
almaktadir. Duyussal gelisime katkilar1 arasinda [basit oldugu icin 6grencilerin sevebilecegi
(f=4), 6gretmenler bitisik egik yazidan ¢ok bu yazi tliriinii tercih ettigi (f=3), 6gretmenin dik

temel yazinin gretiminden zevk alabilecegi (f=3)] belirtilmektedir.

223



AJESI - Anadolu Journal of Educational Sciences International, 2018; 8(2): 199-237
DOI: 10.18039/ajesi.454652

Elde edilen bulgulardan hareketle, dik temel yazinin giinliik yasamda ¢ok karsimiza
ciktigt (6rn.47-48-49-50-51), yaziminin kolay oldugu (6rn. 52-53-54-55-56-57), yakin
cevresindeki nesnelerle iliskilendirmeyi yaptigir (6r.58-59-60-61-62), 6grencinin geligimi
dikkate aldig1 (6r.63-64-65-66-67), basit oldugu i¢in 6grencilerin sevebilecegi (6rn.68-69-70-
71) sdylenebilir.

[47] her yerde dik temel yaz1 var” (S2)

[48]” gilinliikk yasamimiza en yakin ve uygun yazi tiirli dik temel yazidir” (S7)

[49]kitaplarda, TV, her alanda kullanilir bir yazi tiirli dik temel yazi1” (S12)

[50]7bitisik egik yaz1 sadece okulda kullanilir” (S13)

[51]7bitisik egik yazinin kullanim alan1 dardir” (S17)

[52]"fazla hareket gerektirmez” (S18)

[53]7bitisik egik yazi gibi bir saga bir sola bir yukar1 dik temelde yok™ (S19)

[54]kisa ¢izgiler kullanilir 6grenci yorulmaz” (S29)

[55] harfler ¢cok net ve agik yazilir” (S32)

[56]’¢ocugun eli yoruldugunda durabiliyor” (S33)

[57]’¢ok fazla karmasik degil ve yazim yonii bellidir” (S43)

[58]” bu yastaki g¢ocuklara yazmayr Ogretirken dik temelde oldugu gibi benzetmeler
kullanilarak yapilmalidir” (S64)

[59] “....gercek yasamdan ¢ok 6rnekler sunabiliyoruz” (S65)

[60]"mutlaka yakinindan bir nesne ile iliskilendirebiliyoruz” (S67)

[61] etrafindaki olaylarla egitim yapilmakta buda okuma ve yazmayir somutlagtirmaktadir”
(S70)

[62]” dik temel yazida yakindan uzaga ilkesi giizel kullanilmaktadir” (S71)

[63]’08rencinin yas1 dikkate alinmistir” (S72)

[64]”6grenci bir biitiin olarak degerlendirilmektedir” (S73)
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[65]el kol koordinasyonu bu yazi i¢in uygundur” (S74)

[66]gelisimlerine uygun bir yazi ¢ok ¢abuk yorulmuyorlar” (S76)

[67] “istediklerinde ellerini kaldirabiliyorlar bu dénem cocuklart ¢ok cabuk sikilabilirler”
(S88)

[68] ” ¢ocuklar zor olmayan bir seyi sevmezler” (S91)

[69] ” kolaydir yazimi ¢ocuklarin ilgisini ¢geker” (S101)

[70]” kiiciik ¢ocuklarin eminim sevecegi bir yazi tiirii olacak™ (S103)

[71]7bitisik egik yazi karisik degil birinci siniftakiler daha rahat yazi yazarlar ve isteyerek

yazarlar. (S107)

Dik Temel Yazinin Olumsuz Yénlerine Ait Bulgular

Dik temel yazinin olumsuz yonlerine iliskin Tablo 4’de 110 sinif §gretmenin ilk
kategorisi dik temel yazinin kullanim alani oldugu goriilmiistiir. Par¢a biitiin eksikliginde
ogrenciler [harfleri yukardan asagi tek yazdig1 (f=7), bir¢cok kez kelimeye ait harfleri yazmak
zorunda kaldigr (f=6), harflerin tek tek yazilmasmin kelime ve climle biitlinliigiini
bozdugunu (f=6), harfler arasinda baglanti kurulmadigr (f=6), biitiinliiglin olmadigi
kelimelerde okuma-yazma etkili olmadig1 (f=6), parcadan biitiine iliskisi olan okuma-yazma
ogretimine uygun olmadig1 (f=6), dik temel yaziyr kullanan 6grencinin bitisik egik yazi
yazmada problemlerle karsilasacagi (f=5), kelimeyi olusturan harfleri iyi analiz edemedigi
(f=4)] gortlmiistiir. Diisiinme eksikligi kategorisinde Ogrencilerin [ayrintili diistinemedigi
(f=6), kesik ¢izgilerin kullanim1 diistinmeyi engelledigi (f=5), diislincelerin akic1 ve devamli
olmasimi saglamadigi (f=5), bireyin kendini ifade etmesini desteklemedigi (f=5), rakamlar
kolay fark edemedigi (f=5)] goriisiine yer verilmistir. Beden gelisimi tizerinde dik temel
yazinin [parmak kaslari i¢in uygun olmadigi (f=5), el-parmak kordinasyonunu saglamadigi
(f=4), kol kaslarin1 rahat kullanamadigi (f=4), bileklerini rahat hareket edemedikleri (f=4),
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Ogrencilerin sag ellerini daha rahat kullanabildikleri (f=3), goz hareketlerini gelistirmemekte
(f=3), ¢ocuklarin anatomik yapist geregi kalemi egik tuttugu, dik tutmakta zorlandig1 (f=2)]
sOylenebilir. Dikkat eksikligi kategorinde ise Ogrencilerin dik temel yazi ile [okumada
istenilen basariyr gosteremeyecegi (f=5), yazarken kelime, harfe yogunlagamadigi (f=4),
ellerini siirekli kaldirdig1 (f=4)] goriilmiistiir. Buradan hareketle, dik temel yazinin harfleri
yukardan asag1 yazdigi (6rn. 66-67-68-69-70-71-72), ayrmtili diistinemedigi (6rn.73-74-75-
76-77-78), parmak kaslari i¢in uygun olmadigi (6rn.79-80-81-82-83), okumada istenilen
basariy1 gosteremeyecegi (0rn.84-85-86-87-88) soylenebilir.

[66] “bu yasta Ogrenciler farkli dairesel sekiller cizer bu yazida boyle bir sey dikkate
alinmamis” (S4)

[67]birlesik egik yazi ne giizel farkli cizgiler kullanilabiliyordu bunda bdyle bir sey yok”
(S6)

[68]tek yonlii bir yazim bi¢imi” (S20)

[69]’sanki 6grenci siirekli elini asagidan yukari kullanacak tek yonlii iletisim gibi” (S22)
[70]hareketli bir donemdeki ¢ocuk i¢in kisa, yukardan asag bir ¢izgi kullanilir m1?” (S24)
[71]kuralci bir yaz1 bu donedeki ¢ocuklar tek yonde ¢izgi cizmezler” (S25)

[72] ’resim yaparken bile farkli ¢izimler yapar yaziya gelince tek tarafli bir ¢izim™ (S27)
[73]’neden-sonug iliskisi ¢ocukta yok™ (S28)

[74]yazilar bir birinden kopuk oldugu i¢in ¢ocuk harfler arasinda baglant1 kuramiyor” (S29)
[75]’¢ocuk kelimeler arasinda baglant1 kuramiyor” (S34)

[76] ¢ocuklar olaylar1 zihninde iliskilendiremiyor” (S35)

[77]tek yonlii bir diisiinme var ¢ocuklarda derine inemiyor” (S43)

[78]”detayda ¢ocuk harfin, kelimenin mantigin1 kavramakta zorlaniyor” (S45)

[79]”ince kaslar daha gelismemis....”(S67)

[80]”’sanki igne ile yaz1 yazar gibi cocuk bu yazida zorlaniyor” (S77)
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[81]el kol koordinasyonunda ¢ocuk zorlanmaktadir” (S79)

[82]”cocuk parmak uclarina hakim olamamakta biz ondan dik yazmasini bekliyoruz” (S80)
[83]”bitisikte ne gilizel gocuk ellerini her yone kullanabiliyordu™ (S83)

[84]”yavas yazan ¢ocuk yavas okuyacaktir” (S85)

[85]’okuma hiz1 inanilmaz diisecektir” (S87)

[86]7bitisik egik yazida cocuk daha hizli yaziyor ve okuyordu” (S88)

[87]"dik temel yazida yazi ¢ok yonlii yazilmadigi i¢in bu durum ¢ocugun okumasini etkiler”
(S92)

[88]”cocugun okuma becerisi diiser gibi geliyor bana bu yazi ile” (S100)

Arastirma sonucunda dgretmenler dik temel yaziy1 bitki, hiz, yiyecek, spor dali, kural
ve arag¢ olarak; bitisik egik yaziy1 ise hayvan, yemek, doga, sanat, karmasiklik ve basit bir
eylem olarak tanimlamislardir. Yapilan benzetmelerden yola ¢ikilarak Ogretmenlerin dik
temel yaziyr pratik, hizli, rahat, disiplinli ve derli toplu bulurken, bitisik egik yaziy1 daha
karmasik, zor, zahmetli ve zaman alict bulduklari tespit edilmistir. Oysaki Basaran ve
Karatay’a (2005) gore bitisik egik yazida ¢ocuk elini hi¢ kaldirmamakta ve harfler arasinda
baglant1 kurmakta bu durum ¢ocugun zihinsel yapisint kullanmasina neden olmaktadir. Dik
temel yazida ise harfler arasinda baglanti olmamasi ve ¢ocuklarin elini siirekli kaldirmasi
ogrenmeleri arasindaki bag1 azaltmaktadir. Benzer sekilde Giines (2007) bitisik egik yazi ile
cocuklarin daha hizli yazmay1 6grendikleri, bitisik egik yazi ile gocuklarin bir birine benzeyen
harflerin kiigiik ve biiyiik yazilimlarin1 ayirt edebildikleri (Akyol, 2005), bitisik egik yazinin
ogrencinin bakis agisina estetiklik kazandirdigr (Ozpolat, 2006) goriilmiistiir. Yaziya estetik
bir gorliniim saglayan ve ¢ocuklarin gelisimsel 6zelliklerine uygun olan bitisik egik yazi bu
sebeple Atatiitk doneminden bu yana uzun yillardir kullanilmaktadir. Ulkemizde oldugu
kadar bu giin bir¢ok iilkede de tercih edilen bir tekniktir (Irlanda, Finlandiya, Norveg, Isveg,

Danimarka, Fransa, Ingiltere, Kanada, Almanya, Belcika). Buna karsin Artut ve Demir’e
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(2004) gore bitisik egik yazi cocuklarin yagamlarinin her alaninda kullanamamaktadir.
Cocuklar yagsamlarinin biiyiik ¢ogunlugunda dik temel yazi ile kars1 karsiya kalmaktadir. Sinif
Ogretmenlerinin bitisik egik yazi konusunda yeterli hazir bulunusluk diizeyine sahip
olmamasi, ilkokuldan sonraki donemlerde cocuklarin dik temel yaziya yonelik bir egitim
almasi, ¢ocuklarin bitisik egik yazida bazi harflerin yaziminda zorlanmasi (Taylan 2001) dik
temel yaziya gecisin hizli olmasini saglamistir.

Arastirmada dik temel yazi ve bitisik egik yazinin; egitim anlayisi, okuma-yazma
stireci, metinlerin nitelikleri, tarihsel siire¢, 6lcme ve degerlendirme ve egitim kademesi
yoniinden benzer yonleri oldugu goriilmiistiir. Sinif 6gretmenlerine gore, her iki yazi tiiriiniin
egitim anlayis1 6grenci merkezli program olmasi, yaparak yasayarak 6grenilmesi, 6gretmenin
rehber olmasi, bireysel farkliliklarin dikkate alinmasi, bilgiyi insa etmesi; okuma-yazma
Ogretimi, hazirlik asamasi ile baglanmasi, harfleri hecelere ayirmasi ve ciimleler olusturmasi
yoniinden benzerlik gosterdigi sonucuna ulasilmistir. Ayrica dik temel yazi ile bitisik egik
yazidaki metinlerin bilgilendirici yoniine, tarihsel siire¢ igerisinde iki yazi tliriiniin gecmiste
kullanilmasina, Ogrenciyi siirecte degerlendirmesine, ilk okuma siirecinin ilkokulun ilk
yillarinda baslamasina vurgu yapilmistir. 2005-2006 egitim-0gretim siirecinde yapilandirmaci
egitim anlayisi ile birlikte 6grenciler bitisik egik yaziyla, 2017 yilinda ise dik temel yaziyla
ogrenmelerini gerceklestirmislerdir. Ogrenmeyi dgrenme yolunda 6grenci merkezli anlayisla
ogrencilerin gelisimsel 6zellikleri her iki yazi tliriinde dikkate alinmaya calisilmistir (MEB,
2005). Yani, bitisik egik ve dik temel yazinin uygulanmaya konuldugu 6gretim programinda
ogrencilerin bilissel, duyussal ve devinissel yapilar1 6n planda tutulmustur. Programda
ogrencilerde basta bir “merak” duygusu uyandirilmaya ¢alisilmaktadir. Ogrencinin Tiirkceyi
dogru ve etkin kullanmasi amaglanmaktadir. Ogretim programinda yer alan metinlerde

Ogrencilerin gecmisten giiniimiize gelmis sanatsal, edebi ve kiiltiirel ¢aligsmalar1 (vatan,
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bayrak, milll bayramlar, tarihi sahsiyetler, saygi, sevgi, paylagsma gibi) (MEB, 2005),
“diizeye uygunluk “ilkesinden hareketle ele alinmaya calisilmistir.

Ogrencilerin diizeyleri ve bireysel farkliliklarim dikkate alan bitisik egik ve dik temel
yazinin ilk asamasinda “ilk okumaya hazirlik” yapilmakta, ilk okuma yazmaya baglanmakta,
bu konuda 6grencinin ilerleme kaydetmesi saglanmakta, 6grencinin gosterilen sesi hissetmesi,
tanimast ve bu sesleri ayirt etmesi kavratilmakta, gruplar halinde harfler &gretilmekte,
climleler olusturulmakta ve son olarak metin olusturma siirecine gecilmektedir (MEB, 2005;
MEB, 2017). Biitiin bu siiregleri bagar1 ile tamamlayan Ogrenciler bagimsiz okumay1
gerceklestirmektedir. Her iki yazi tiiriiniin benzer yonleri bunlarla sinirli degildir. Gerek
bitisik egik gerekse dik temel yazinin tarihi bir siireci bulunmaktadir. Ulkemizde, 1924
yilindan 2017 yilina kadara harf yontemi, kelime (sézciik) yontemi, karma (karigik) yontem,
ciimle (tiimce) ydntemi, ses temelli ciimle ydntemi kullanilmistir (Oz, 2001). 1924 ilkokul
programinda ses ve sozciik yontemlerini kullanma konusunda 6gretmenler 6zgiir birakilmistir.
1926 yilinda harf ve ses yontemi uygulamadan kaldirilmistir. 1926 yilinda basit ctimlelerden
hareketle, ¢oziimlemeli bir yolla okuma yazma 6gretilmistir. 1948 yilina gelindiginde okuma
yazma Ogretimde ¢esitli araglar kullanilmis ve yazma islemine biiyiik harflerin okunup
yazilmasiyla baslanmistir. 1968 yilinda biiyiik harflerin yaninda kiigiik harflerin 6gretilmesi
ve biiyiik-kiiciikk harflerin baglanti kurularak yazilmasi ogretilmistir. 1982 yilinda basit
climleler 6gretilmis ve ciimleler kelimelere, kelimeler hecelere, heceler harflere boliinmiistiir.
2005 yilma gelindiginde ilk okuma yazma islemine bitisik egik yaziyla baslanmigtir
(Cemaloglu ve Yildirim, 2005; Kilig, 2005; MEB, 2005).

Dik temel yazi ile bitisik egik yazinin farkhiliklarina iliskin 6gretmenler; yazma,
biligsel ve fiziksel gelisime etkisi, tema, okuma, zaman, kazanim ve 6nerilen konulara iligskin
goriis belirttikleri goriilmiistiir. Ogretmen goriislerinde dik temel ve bitisik egik yazinin harf

gosterimine, c¢ocuklarin biligsel yapilarina, tema sayisina, bitisik egik yazinin okuma
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becerisine olumlu katki saglamasina, dik temel yazinin ise kazanimlarinda daha ¢ok dinleme
becerisine Oncelik vermesine vurgu yapilmistir. MEB’e (2005) gore bitisik egik yazi
cocuklarin gelisimsel 6zelliklerine uygun bir yazi tiiridiir. Ciinkii ¢cocuklar ergenlik ¢agina
girmeden Once diinyayr somut olarak algilamakta ve biiyiik kas becerilerini daha ¢ok
kullanmaktadir. Kas becerilerini kullanirken dairesel ¢izimler yapmakta, ellerini kaldirmadan
harfler arasinda baglanti kurmaktadir. Cocuklar sadece okulda degil ayn1 zamanda giinliik
yasamda da bitisik egik yazi ¢alismalarina uygun 6rnek ve etkinlikler yapmaktadir (6rnegin
topun yuvarlak Ozelliginden hareketle yuvarlak c¢izimler yapma, bulut ve denizde olusan
dalgalarin resimlerini ¢izme gibi). Bu ¢izimlerin ¢ogunu okul oncesinden ilkokula kadarki
siiregte cocuklar tarafindan kolay bir sekilde yapilmaktadir (Keskinkilig, 2005). Ciinkii
ilkokul ¢agindaki ¢ocuklar fiziksel gelisimleri geregi diiz ¢izgiler ¢izmekte zorlanmaktadir.
Ellerinin kalemi kavramasi, el ve goz uyumunu dengeli bir sekilde saglamalari zamanla
gelismektedir. Bu sebeple dik temel yazinin ilkokulda baslanmasi basta ¢ocuklarin fiziksel
gelisimleri acisindan uygun olmadigr soOylenebilir. Fiziksel gelisimleri kadar bilissel
gelisimleri i¢inde uygun degildir. Dik temel yazida ¢ocuklar ellerini ¢ok sik kaldirmakta ve
harfler arasinda baglanti kuramamaktadir. Oysaki bitisik egik yazida harfler arasinda
baglantilar kesintisiz devam etmektedir. Bitisik egik yazida cocuklarin harfler arasinda
stiregelen kurduklar1 bu baglantilar, ¢cocuklarin dikkatlerinin dagilmasina engel olmaktadir.
Bitisik egik yazinin bu olumlu ydniine karsin giinliik yasamda ¢ok kullanilmamas1 dik temel
yazinin okuma-yazma egitiminde daha fazla kullanilmasini saglamaktadir. Cocuklar bitigik
egik yazi ile 6grendikleri okuma-yazma becerilerini egitimlerinin daha sonraki donemlerinde
ve giinliik yasamlarinda kullanmamaktadirlar. 2015 yilindaki 6gretim programinda ise bu

3

ifadenin aksine basta 6gretmenlerin “..yazi 6gretimine birinci smiftan itibaren bitisik egik
yaziyla baslanmasi ve biitlin yazi ¢alismalarinin bitisik egik yazi harfleriyle yapilmasi ve

bitiin smif seviyelerinde stirdiiriilmesi.... “(MEB, 2015, s.4) ac¢iklamasina uymasi
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beklenmistir. Bu agiklamalara karsin 6gretmenler daha sonraki egitim kademelerinde dik
temel yaziya yer vermistir. Boyle bir durum ¢ocuklarin biligsel yapilarinda bir ikilem
olusturmustur.

Bitisik egik ve dik temel yazi arasinda tema yoniinde de farklilik bulunmaktadir.
Bitisik egik yazida “Biz Ve Degerlerimiz, Diinya ve Cevre, Milli Kiiltiirimiiz, Milli
Miicadele ve Atatiirk, Vatandaslik Bilinci, Saglik, Spor ve Oyun, Sanat ve Toplum ve Bilim
ve Teknoloji” olmak {izere sekiz; dik temel yazida ise “Erdemler, Milli Kiiltiirimiiz, Milli
Miicadele ve Atatiirk, Birey ve Toplum, Okuma Kiiltiirii, Iletisim, Hak ve Ozgiirliikler, Bilim
ve Teknoloji, Kisisel Gelisim, Saglik ve Spor, Zaman ve Mekan, Duygular, Doga ve Evren,
Sanat, Vatandaslik ve Cocuk Diinyasi” olmak {izere 16 tema bulunmaktadir (MEB, 2015;
MEB, 2017). Dik temel yazidaki temalarin birgcogunda (iletisim, milli miicadele ve Atatiirk,
okuma kiiltiirii gibi) giiniin kosullarinda ortaya ¢ikan olaylar ve toplumu etkileyen konular
dikkate alinmistir. Bu temalar ¢ocuklara 6gretilirken, bitisik egik yazida ilk once, “e, 1, a, n”

(13

olan birinci grup harfler Ogretilirken, dik temel yazida, “ e, 1, a, k, i, n” olan harfler
ogretilmektedir. Bitisik egik yazida birinci grup sesler (“e, 1, a, n”) verilirken heceye, ikinci
grup seslerde (i, t, 0, b, u) kelime, {i¢iinct grup (k, 1, 1, 0, s, i) seslerde ise ciimle, dordiincii
grup (m, d, s, y, c, z) seslerde ise metin ¢alismalarina agirlik verilmektedir. Bitisik egik yazida
bu siirecte biiylik harf kullanilmamakta, biiylik harflerle ciimleler kullanilirken, dik temel
yazida oldugu gibi harfler arasinda baglanti kurulmamaktadir. Bunun yani sira “D,F,N,P,V”
harfleri kendilerinden sonra gelen kiiclik harflerle baglanmamaktadir. Dik temel yazida biiytik
harflere yonelik boyle bir ayrim yapilmamaktadir. Dik temel yazida ozellikle hece
Ogretiminde biiyiik harfler kullanilmadigi goriilmekte ve yazi 6gretiminde kiiclik harflerin

ogretiminde belirli bir sira izlenmektedir. (6rnegin, ilk 6nce “e” sonra “I” sonra bunlar

birlestirilir “el” olur) (MEB, 2015; MEB, 2017). Ozetle, hangi yazi yontemi kullanilirsa
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kullanilsin her seyden Once cocuklarin biitiin ozellikleri dikkate alinmasi gerekir ve
cocuklarin 6grendigi yazinin yasam boyu egitimlerine katki saglamas1 amag¢lanmalidir.
Oneriler;
e Bitisik egik ve dik temel yazida kullanilan yontemlerin 6grenci basarisina etkisi
karsilastirmal1 ele alinarak arastirilabilir.
e Bitisik egik ve dik temel yazinin uygulandigi 6gretim programlari, program 6geleri
dogrultusunda karsilastirmali olarak degerlendirmelidir.
e Dik temel yazinin 6grencilerin 6grenme stillerine katkisi arastirabilir.
e Dik temel yazinin ve bitisik egik yazinin 6gretmenlerin 6gretme yollarina etkisi
arastirabilir.
e Dik temel yazinin 6grencilerin dort temel dil becerisine etkisi arastirabilir.
e Ogretmenlerin dik temel yaziy1 kullanmada etkili olan yontem ve teknikler

arastirilabilir.
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Extended Abstract

Reading, listening, speaking and writing are the basic language abilities of an individual. The
General Directorate of Primary Education made on June 9th, 2017 some changes in “writing”
among these abilities, and announced that it is passed on to the upright basic script. In the
changes, it is mentioned, “to pass on from cursive script to upright basic script and from voice
based sentence management to voice based first literacy teaching, to start the cursive script
teaching from the 3rd grade, to increase the three ability fields (verbal communication,
reading and writing) to four ability fields” etc. In the subjects, that were stated, as reasons for
passing on to the upright basic script, it was shown that; the teaching of cursive script takes
time, the textbooks are written with upright basic letters, children don’t use cursive script in
their daily lives. On the other hand, teachers prefer cursive script because of the
developmental characteristics of the students, for reasons such as drawing oblique and
circular lines at the beginning, supporting correct writing of letters, and easy adaptation of

students to different writing characters. Especially the dilemma between form teachers, can
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reveal different ideas about using which font type. Because, just like the students, the teachers
can also have problems to comply with the changes. To make a change, without complying
with the current change may also be reflected in the profile of the person they will train.
Therefore, it is necessary that, the students as well as the teachers, adopt the changes, comply
with them, be informed, and compare new and old practices. Thus, the necessity to determine
form teachers® perceptions about why it is passed on the upright basic script, creates the
problem of this research.

The main purpose of this research is to determine the teacher perceptions about the upright
basic script, which will be applied in the read-write teaching.

In this research, one of the qualitative research methods, the phenomenological design was
used. The working group of this research, consists of 110 primary school teachers who are
working at primary schools attached to the center in Diyarbakir, Batman, Siirt, Bitlis and Van
and are determined according to voluntariness by using easily accessible sampling method.
Semi-structured interview form, developed by researchers and based on expert opinion were
used as data collection tool in the research and a form has be delivered to form teachers,
which contains the statement: “the upright basic script resembles ...., because...” and the
upright cursive script ...... , because.

In the analysis of the data obtained in the research, descriptive and content analysis methods
were used. Direct quotations were made in descriptive analysis. Also five steps were regarded
in content analysis: (1) decoding and debugging, (2) compiling sample metaphor images, (3)
developing a category, (4) providing validity and reliability, (5) transferring data to computer
environment. Furthermore, with the interview form, the teachers’ receptions about comparing
cursive script and upright basic script and the positive/negative sides of the upright basic
script were determined.

As a result of the research, the teachers defined “upright basic script” as planting, speed, food,
sports branch, rule and tool; on the other hand, they were able to define " cursive script ™ as
animals, food, nature, art, complexity, and a simple action.

From the analogies made, the teachers found that the upright basic script is practical, fast,
comfortable, disciplined and profound; they found that Cursive Script is more complicated,
difficult, laborious and time consuming. However, according to Basaran and Karatay (2005),
in the cursive script, the child never removes the hand and links between the letters, which
causes to use the mental structure of the child. In the upright basic script, the fact that there is

no connection between the letters and the children’s raising their hands reduces the link
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between their learning. Similarly, with cursive script, it is seen that children learn to write
faster (Giines, 2007); to distinguish small and large written forms of similar letters (Akyol,
2005); and that the Cursive Script gives the aesthetics to the point of view of the student
(Ozpolat, 2006).

In the research, it is seen that upright basic script and cursive script similar aspects in terms of
the understanding of education, the literacy process, the qualities of the texts, the historical
process, the measurement and evaluation, and the education level.

According to primary school teachers, the educational philosophy of two writing types is
similar in the following ways:

Being student-centered program, to be learned by doing, teacher’s guide, taking individual
differences into consideration, building knowledge, teaching reading and writing, starting
with the preparation phase, noticing the voice, distinguishing between sounds, reading and
writing the letters seen, separating syllables by letters, creating words, creating sentences. In
addition, the informative aspect of the texts in the upright basic script and cursive script, the
use of the two types of writing in the past in the historical process, the evaluation of the
student in the process, and the beginning of the first reading period in the first year of primary
school were emphasized.

In the 2005-2006 education period, with understanding of constructivist education, the
students were taught with the cursive script; on the other hand, they were taught with the
upright basic script in 2017. In the process of learning to learn, the developmental
characteristics of the students were tried to be taken into consideration in both types of
writing with a student-centered approach (MEB, 2005).

"Preparing for the first reading"” is carried out at the first stage of the upright basic script and
cursive script taking into account the levels and individual differences of the students; the
first reading and writing begins; in this regard, the student’s progress is provided; the
student’s being able to sense, recognize and distinguish the voices shown is comprehended,
letters are taught in groups; sentences are formed; and finally the process of text formation is
begun (MEB, 2005, MEB, 2017).Students who complete all these processes successfully
perform independent reading.

Similar aspects of both writing types are not limited to these. There is a historical process in
both the Cursive Script and the upright basic script.

In Turkey, from 1924 to 2017, letter method, word method, mixed method, sentence method

and voice based sentence method were used (Oz, 2001). Teachers were free to use voice and
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word methods in the 1924 primary school curriculum. The letter and sound method were
removed in 1926. In 1926 reading and writing was taught in an analytical way from simple
sentences. In the beginning of 1948, various means were used in literacy teaching and it was
started to write by reading and writing of capital letters. In 1968, it was taught lowercase
letters beside uppercase letters and to write uppercase and lowercase letters by linking. In
1982, simple sentences were taught, and sentences were separated to words, words were
separated to syllables, syllables were separated to letters. At the beginning of 2005, the first
literacy process were started with the Cursive Script (Cemaloglu and Yildirim, 2005; MEB,
2005; Kilic, 2005). In short, there is a historical process of these two writing types that
contribute to their learning and achievements throughout the process from the time children
first begin to the school.

Teachers expressed their views on the differences between upright basic script and Cursive
Script in terms of writing, the effects on cognitive and physical development, theme, reading,
time, achievement, and suggested topics. The display of the letters of the upright basic script
and cursive script, the cognitive structures of the children, the number of the themes, the
positive contribution to the reading of the cursive script, and on the other hand giving more
priority to the listening skill in the achievement of upright basic script were emphasized in the
teacher’s views. According to MEB (2005), cursive script is an appropriate writing type for
children’s developmental features because children perceive the world as concrete and use the
gross motor skills more often. When using motor skills, he\she circles, makes correlations
between letters without raising his/her hands. Not only just in school but also in daily life the
children do exercises appropriate for cursive script. (For example, circling by the means of the
feature of the ball’s being round, drawing pictures of the waves in the sky clouds and the
sea).

There are differences between upright basic script and cursive script in terms of theme. There
are eight themes in the cursive script as “We and Our Values, World and Environment, Our
National Culture, National War of Independence and Atatiirk, the Conscious of Citizenship,
Health, Sport and Game, Art and Society, Science and Technology”; there are sixteen themes
in upright basic script as “Virtues, Our National Culture, National War of Independence and
Atatiirk, Individual and Society, Reading Culture, Communication, Rights and Freedoms,
Science and Technology, Self-improvement, Health and Sport, Time and Place, Feelings,
Nature and Cosmos, Art, Citizenship, and the Child’s World” (MEB, 2005; MEB, 2017).
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Abstract

Identifying how students perceive cultural values is important to educate them as good
citizens and their socialization. The aim of this study is to identify elementary school students’
perception of cultural values. The study was conducted 6 male and 7 female, totally 13 4th
graders studying at Ertugrulgazi Elementary School in the Alpu district of Eskisehir during the
spring term of 2014-2015 academic year. Documentary analysis method was used to gather
data which were later analyzed through inductive analysis. The results revealed that the
students’ perceptions about cultural values with 12 themes included: geographical
characteristics of Turkey; historical characteristics of Turkey; Turkish cuisine; important
values; Turkish family structure; religious festivals; national festivals; traditional ceremonies;
folk music, cradlesongs and legends; handycrafts; folk dance and ancestor sports. Based on the
results it can be said that they had a positive attitude towards the culture of Turkey and it can
also be said that the students were aware cultural values in Turkey.

Keywords: Social studies education, cultural values, elementary education, Turkey, elementary
students’ perception
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Introduction

Culture, education and values are intimately connected. Culture is what is transmitted
from one generation to another by education. The rest is biological inheritance. Values are
central although not wholly constitutive of education. Therefore values occupy a central
position in culture (Haldane, 2004). Culture is a social system that shares a set of common
values, in which such values permit social expectations and collective understandings of the
good, the beautiful, and the constructive. Social studies education prepares learners for
effective citizenship through inculcation of the right culture and values requirements for
sustainable development. Social studies is concerned with person’s various interactions and
interrelationships between a person and other person, groups, peers, institutions, and with
the physical environment. So in essence educates learners about the way of life and living
with the requisite values in a society. Social studies education is conscious of human
behaviours, both negative anti-social and positive civil behaviours; and that human
relationships are not one type. It is through social studies education that learners learn direct
about their varied environments in order to develop sound knowledge, skills, attitudes and
values about the environment. Education as well as social studies education plays a major
role in supporting national development and meeting the needs and aspirations of any
society. While the relationship between education and sustainable development is complex,
education is the key to a nation’s ability to develop and achieve sustainable development,
especially when it is directed to improving agricultural productivity, providing skills for
work in new industries, enhancing the status of women, promoting environmental
protection, developing capacities for informed and ethical decision-making, and improving
the quality of life for all, as well as inculcating good moral values for sustainable national
development (Arisi, 2015). Cengelci (2012) aimed at a study to examine attainments and

activity samples of the 4th, 5th, 6th, and 7th grade Social Studies Education Programs
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regarding intangible cultural heritage. The results were obtained from the research are
followed about cultural heritage components: oral traditions and expressions, performing
arts, social practices, rituals and feasts, crafts tradition. Deveci (2009) stated that social
studies enable us to understand people and the life that they construct together, and to
furnish individuals with a social personality. Therefore social studies and culture as a by-
product of social life and as a result of interaction among people are closely related.

So identifying elementary school students’ perception of cultural values would be
valuable in terms of raising good citizens since students are an important part of the society
and would be a good source in determining what to include or emphasize in the values
education system. The present study has significance in terms of implementing effective
Social Studies teaching. It aims to identify elementary school students’ perception of
“cultural values” and in light of the findings, develop suggestions. The research question of

the study is “How is the cultural values perceived by elementary school students?”.

Methodology

This section of the study presents the research design, the participants, the data

gathering process, and the data analysis.

Research design
As one of the qualitative research methods, documentary analysis was employed in

this study. As for analyzing the data, inductive analysis was used.

Participants
6 male and 7 female, totally 13 4th graders studying at Ertugrulgazi Elementary

School in the Alpu district of Eskisehir during the spring term of 2014-2015 academic year
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were asked to prepare a brochure introducing Turkey with its positive and negative aspects
for their foreign peers planning to visit their country and write a letter with their personal
opinions attached it. This was a project assignment aiming to enhance their awareness about
cultural values and identify their perceptions related to culture of Turkey. Since the
researcher worked at this school for seven years. Convenient sampling was used and the
study was conducted at the school stated above. After examining the letters and the

brochures prepared by the participants, all of them were decided to be included in the study.

Data Gathering and Analysis

Records, documents, artifacts and archives what has traditionally been called
“material culture” in anthropology constitute a particularly rich source of information about
many organizations and programs. Thus, archival strategies and techniques constitute part of
the repertoire of field research and evaluation. In contemporary society, all kinds of entities
leave trail of paper and artifacts, a kind of spoor that can be mined as a part of fieldwork.
Families keep photographs, children’s schoolwork, letters and other sentimental object that
can inform and enrich family case studies. Learning to use, study and understand documents
and files is part of the repertoire of skills needed for qualitative inquiry (Patton, 2002,
pp.293-295). It is quite important to examine written and visual documents related to the
research problem in terms of making detailed inferences. In this study, elementary 4th
graders were asked to write a letter and prepare a brochure about their country’s cultural
values to a foreign peer planning to visit their country for the April 23rd celebrations
(National Independence and Children’s Day). In these brochures and letters, they were asked
to include cultural values of Turkey. The students’ letters and brochures were analyzed
through documentary analysis. The issues that they mentioned constituted the themes and

elementary school students’ perception of “cultural values” were examined. Inductive
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analysis was used in the analysis of the letters and brochures produced by 13 students
participated in the study. Inductive analysis is a process of defining, coding and categorizing
the data (Patton, 2002). The primary aim in inductive analysis is to reach concepts and
relations which are able to explain the data gathered. Therefore, within inductive analysis,
the study followed the steps of coding the data, identifying the themes, turning the data into
codes and themes, and interpreting the findings (Yildirim and Simsek, 2005). The pages and
the lines in the letters and brochures were assigned numbers, and then the statements
covering the students “perception of cultural values” were provided with descriptive index
and researcher’s interpretations. Then, the data were coded, the related codes were combined
under themes and the findings were presented under related themes. The number of the
themes was decided based on the statements that were related to the students’ perception of

cultural values. The stages of inductive analysis are shown at Fig.1:

1. Obtaining 2. Determination of 3. Coding Data >
documents Significant Data Units

4.

Identification
of Draft

Themes
6. Supporting the Findings 5. ldentification of \/
with Direct Quotations about Themes and Draft Sub-

Figure 1. The stages of inductive analysis

To ensure the reliability of the study, the statements were examined by the researcher
along with a field expert (whose studies about social studies and qualitative research), and
the statements on which there was an agreement or disagreement were identified. Miles and

Huberman’s (1994) formula was used and calculated as p = 90, so the study was accepted as
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reliable. While presenting the quotations from the students’ statements, codes were used

instead of their real names.

Findings

This section presents the findings related to the elementary school students’

perception of cultural values in their letters. The subthemes are shown in Table 1.

Table 1

Geographical Characteristics Theme’s Sub-Themes

THEMES SUB-THEMES

Mathematical location

Neighbouring countries

Located hemisphere

Being like a bridge between Asia and Europe

Location in the world

Continental climate
Climate Mediterranean climate
Black Sea climate

Scrub

Vegetation Forest
Steppe

Geographical regions Names of the regions

Pamukkale
Fairy Chimneys
Mount Agr1
Lake Uzungol
Touristic places Mount Uludag
Lake Van
Istanbul
Antalya
[zmir

As seen in Table 1, the students mentioned the geographical (the location of Turkey
in the world, the climate, the vegetation, the geographical regions, touristic places)
characteristics of Turkey. About Turkey’s location in the world, a student named Sedef said:
“Our country connects Asia and Europe. Who doesn’t want to see a country that is located
in two continents?”
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About neighboring countries, a student named Meryem said:

“There are countries such as Syria, Iraq, Iran and Greece around us but our country is the
most beautiful.”

About the climate in Turkey, a student named Selin said:

“There are three kinds of climate in Turkey, for which, I think, we are lucky. Sometimes,
while it is snowing in Erzurum, one can swim in Antalya.”

About vegetation, a student named Mustafa said:

“There are forests, mountains and also plains. Anything can grow in our country, that’s why
we can eat healthy.”

The geographical regions, a student named Mirag said:

“We have different geographical regions. My city is located in the central Anatolian region.
All regions have different aspects. For example our folk dances, daily life, forms and
materials that made our homes varies from region to region”

Elementary students stated historical characteristics in Turkish culture. Sub-themes are seen

in Table 2.

Table 2

Historical Characteristics Theme’s Sub-Themes

THEMES SUB-THEMES

Atatiirk

War of Independence
Republic

Flag

Ottoman Empire
Horse

History of Turkey

Ayasofya Mosque
Dolmabahge Palace
Haydarpaga Station
Sultan Ahmet Mosque
Stimela Monastery
Canakkale Martyrdom
Aspendos

Atatiirk's mausoleum
Maiden’s Tower

Historical places to see in Turkey

Topkap1 Palace
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Eyiip Sultan Mosque

Anatolian Fortress
Rumeli Fortress
Yerebatan Cistern
Mount Nemrut

Atatiirk
Mevlana

Yunus Emre
Mimar Sinan
Mirsad Tiirkcan
Tarkan

Sezen Aksu
Ajda Pekkan
Ibrahim Tatlises
Barig Manco

World-renowned Turks

As for the history of Turkey, the students used expressions related to Ataturk, the
Ottoman Empire, tent, horse, the war of independence, the republic and the Turkish flag.
About the history of Turkey, a student named Sedef said:

“We are a patriot nation. During the war of independence, our soldiers risked their lives.
They saved our land with Ataturk’s leadership. Ataturk is a world-renowned genius and a
great Turk.”

The historical places in Turkey that the students mentioned included: Ayasofya
Mosque, Dolmabahge Palace, Haydarpasa Station, Sultan Ahmet Mosque, Siimela
Monastery Canakkale Martyrdom, Aspendos, Atatiirk's mausoleum, Maiden’s Tower,
Topkap1 Palace, Eylip Sultan Mosque, Anatolian Fortress, Rumeli Fortress, Yerebatan
Cistern, Kiz Fortress, Ephesus, Ani Ruins. Apart from the written information, the students
also included the photographs of these places in their brochures.

One of the students, Yildiz, introduced Mount Nemrut in her brochure as in the
following except;

“If you haven't seen Mount Nemrut yet, go and see it. Those who wonder how the pyramids

were built should think about how the statues in Nemrut were carried and put at the peak.
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The world-renowned Turks that were included in the students’ works were Atatiirk,
Mevlana, Yunus Emre, Mimar Sinan, Tarkan, Sezen Aksu, Ajda Pekkan, Ibrahim Tatlises,
Mirsad Tiirkcan and Baris Mango.
About Mimar Sinan, a student named Sude said:
“Mimar Sinan is widely-known in the world. Thousands of tourists visit our country to see
his architecture. | think everybody should come and see these places.”
About Tarkan, Yusuf said:
“He is a well-known singer. There are people listening to his songs in other countries. He
has a lot of fans.”

Elementary school students were also given place Turkish cuisine in introducing the

culture of Turkey. The sub-themes of Turkish cuisine theme’s are the following in Table 3.

Table 3

Turkish Cuisine Theme’s Sub Themes

THEMES SUB-THEMES

Turkish cuisine Baklava
Manti
Yaprak sarmast
Kebab
Doner
Lokum
Pide
Cigborek

For Turkish cuisine, the students mentioned baklava, manti, yaprak sarmasi, kebab,
doner, lokum, pide and ¢igborek. A student, Burcu said:
“Baklava is sold everywhere now, but we cook or buy baklava only for festivals as a
tradition.”

The elementary school students stated some values a part of culture in Turkey as a
distinctiveness. These values are following in Table 4.

Table 4
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Important Values in Turkey Theme’s Sub-Themes

THEMES SUB-THEMES

Important values in Turkey Caring about family
Relations with family and relatives
Respect
Patriotism
Hospitality
Freedom

With regard to the important values, the students mostly emphasized caring about
family, being helpful, relations with family and relatives, respect, patriotism, hospitality,
freedom. A student named Yunus said about some of these values that:

“Our parents live with us until they pass away. And we take care of our elderly parents.
Siblings are also together. Members of the family are tightly connected to each other.
Elementary school students stated as an important aspect of the Turkish culture is

family structure. The sub-themes of family structure theme is following in Table 5.

Table 5

Turkish Family Structure Theme’s Sub-Themes

THEMES SUB-THEMES

Turkish family structure Traditional extended family
Nuclear family
Showing respect to elderly
Responsibilities to younger siblings

As seen in Table 5 sub-themes about Turkish family structure theme: traditional
extended family, nuclear family, showing respect to elderly, responsibilities to younger
siblings One of the students, Sila, said:

“We often visit our neighbours. If a neighbour has a guest coming or a neighbour’s child is

2

getting married other neighbours also help and take care of the guests.
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Elementary students stated religious festivals and traditional activities about the
festivals while introducing the Turkish culture. Religious festivals theme’s sub-themes are

following in Table 6.

Table 6

Religious Festivals in Turkey Theme’s Sub-Themes

THEMES SUB-THEMES
Religious festivals in Turkey Visits during festivals
Serving food to guests during festivals
Cleaning before festivals
Giving pocket money to youngsters for festivals
Festival suits
Kissing elderly people’s hands
Festivals prayers
Treating each other people peacefully

As seen in table 6 for religious festivals, the students’ statements included visits
during festivals, serving food to guests during festivals, cleaning before festivals, giving
pocket money to youngsters for festivals, festival suits, kissing elderly people’s hands,

festivals prayers, and treating each other people peacefully. A student named Mahmut said:

What is nice about festivals is that all the family members visit elderly people in the family.
Besides, older people give pocket money to youngsters. And we Kiss their hands. Everybody
congratulates each other’s festival. There are desserts everywhere. And festival days are

holidays. So, in our country, everyone looks forward to festivals.

Elementary students stated national festivals and traditional activities about the
festivals while introducing the Turkish culture. Religious festivals theme’s sub-themes are

following in Table 7:
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Table 7

National Festivals in Turkey Theme’s Sub-Themes

THEMES SUB-THEMES

National festivals in Turkey Ceremonies Turkish national anthem
Flag
Stand in silence
Speeches
Shows
Poems

As seen in Table 7 about national festivals, they mentioned ceremonies, Turkish
national anthem, flag, standing in silence, speeches, shows and poems. A student named
Sena said:

“We sing our national anthem in national festivals. There are speeches made and shows
performed. Flags everywhere. We decorate our classrooms. | love our festivals because we
have fun. I am proud of my country.”

Elementary students stated traditional ceremonies and meetings as a part of Turkish

culture. traditional ceremonies and meetings theme’s sub-themes are following in Table 8.

Table 8

Traditional Ceremonies and Meetings Theme’s Sub-Themes

THEMES SUB-THEMES

Traditional ceremonies and meetings in Funerals

Turkey Visits after births
Weddings

Farewell to and welcoming pilgrims
Circumcision feasts

Saying farewell to new soldiers
Spring celebrations

Regional festivals

As seen in Table 8 in the brochures and letters, the students specified various
traditional ceremonies and meetings in Turkey such as funerals, visits after births, weddings,

saying farewell to and welcoming pilgrims, circumcision feasts, saying farewell to new
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soldiers, spring celebrations, and regional festivals. The excerpts from the students’ writings
about these themes are as follows: About the funerals, Ayse said:

“The family of the deceased person are visited and there is a funeral prayer in our religion.
People take food to his/her family so that they can serve it to the visitors.”

About the visits to a family who has just had a baby, Zeynep said:

“We visit that family. Prayers are said. A golden or new clothes is given as present. The
family serves traditional drinks as well as food.”

About farewell to and welcoming pilgrims, Musa said:

“Pilgrims who are about to begin their travel are said farewell by their relatives and
acquaintances who bring presents. In their return, they are again welcomed and this time,
the pilgrims bring presents from the holy places.”

About weddings, Nisa said:

“Before wedding, the bride’s father is asked for his permission which is followed by an
engagement and a henna night. The household goods bought by the families are exhibited in
the bride’s house. The bride’s and the groom’s hands are applied henna. All the relatives
and acquaintances attend these celebrations. A piece of gold or money is given as present.
After the wedding, people visit the couple’s house and buy presents.”

About saying farewell to new soldiers, Enes said:

“In our country, joining army is a national duty and compulsory for men. Every men go
there with proud. The young people who are about to join the army are said farewell at the
station by a crowd of friends and relatives. In their return from the army, animals are
sacrificed to show gratitude to god for sending the soldiers back safe.”

For spring celebrations, Gamze said: *

“It is a spring festival. There are picnics went and kites flied. Pieces of clothes are tied to

the branches of trees and wishes are made. The ones who want to buy a house or a car make
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a small model and tie them to the trees. Young people jump over fire traditionally, which is
really fun.”
Elementary students stated Folk music and cradle songs, legends as a part of Turkish

culture. Sub-themes are following in Table 9.

Table 9

Folk Music and Cradle Songs, Legends Theme’s Sub-Themes

THEME SUB-THEMES

Folk music and cradlesongs, legends Dede Korkut Stories
Tongue twisters
Regional legends (kiz kulesi efsanesi, truva efsanesi,
agr1 dag1 efsanesi, pamukkale efsanesi)
Canakkale Folk Song
Bingol Folk Dance Song
Siit I¢tim (I drank milk) Folk Song
Cradle song (Dandini dandini dastana)

As seen in Table 9 the theme ‘Folk music and cradlesongs, legends’ included tongue
twisters, cradlesongs, Dede Korkut stories, regional legends, Canakkale folk song, Bingdl
folk dance song, and Siit i¢tim (I drank milk) folk song. Ayla said: Every region has its own
cradlesongs and poems. Regional poems are usually funny. We sometimes say these poems
and tongue twisters.

Elementary students stated handycrafts as a part of Turkish culture. Sub-themes are

following in Table 10.

Table 10

Handycrafts Theme’s Sub-Themes

THEMES SUB-THEMES

Handicrafts Carpet weaving
Paper marbling
Point lace
Calligraphy
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As seen in Table 10 about handicrafts, what was stated by the students included point
lace, paper marbling, calligraphy, carpet weaving and ceramics.
“Beril said: Most women in our country know about lacing and point lace. Girls getting
married prepare of these, too. We also have paper marbling and carpet weaving. They are
really nice. Foreign people are especially interested in these.”

Elementary students stated Folk dance as a part of Turkish culture. Sub-themes are

following in Table 11.

Table 11

Folk Dance Theme’s Sub-Themes

THEMES SUB-THEMES

Folk dance Kolbast1
Halay
Ciftetelli
Zeybek
Horon
Harmandali
Atabari

As seen in Table 11 as for folk dances, in their letters and brochures, the students
mentioned zeybek, horon, harmandali, atabari, kolbasti, halay, ciftetelli.
“We have folk songs. A different one in each region. We perform these dances in our
national festivals. And some of them in the weddings.”

Elementary students stated ancestor sports as a part of Turkish culture. Sub-themes

are following in Table 12.

Table 12

Ancestor Sports Theme’s Sub-Themes

THEMES SUB-THEMES
Ancestor sports Wrestling
Javelin
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The ancestor sports mentioned by the students in their brochures and letters included
wrestling and javelin.
“Yavuz said: Wrestling is our ancestor sport. We always get medals in the olympics. There

are a lot of people who are into wrestling in our country.”

Conclusion and Discussion

In this study aiming to identify elementary school students’ perceptions of cultural
values based on their Social Studies project assignments. The students mentioned the
geographical (the location of Turkey in the world, the climate, the vegetation, the
geographical regions, touristic places) characteristics of Turkey. UNESCO divided cultural
heritage into two groups as tangible cultural heritage and intangible cultural heritage.
Tangible cultural heritage is consisted of “immovable cultural and natural elements” and
“movable cultural and natural elements” (Dar¢in Sahin, 2010). It is observed that primary
students dealt with many elements under the coverage of tangible cultural heritage while
presenting Turkish culture. Gardner, Cairns and Lawton (2000) stated that values are located
within historical context and traditions. The elementary students specified as for the
historical characteristics of Turkey: Turkish history, historical places and world-renown
Turks.

As for the history of Turkey, the students used expressions related to Ataturk, the
Ottoman Empire, tent, horse, the war of independence, the republic and the Turkish flag.
The historical places in Turkey that the students mentioned included: Ayasofya Mosque,
Dolmabah¢e Palace, Haydarpasa Station, Sultan Ahmet Mosque, Siimela Monastery
(Canakkale Martyrdom, Aspendos, Atatiirk's mausoleum, Maiden’s Tower, Topkap1 Palace,
Eylip Sultan Mosque, Anatolian Fortress, Rumeli Fortress, Yerebatan Cistern, Kiz Fortress,

Ephesus, Ani Ruins. Apart from the written information, the students also included the
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photographs of these places in their brochures. Meydan and Akkus (2014) attempt to reveal
the views of student teachers about this topic. The student teachers reported that museum
visits provide an opportunity to acquire historical and cultural values, to improve student
awareness about history, to make it possible for students to relate the past to the present time
and to develop an attachment to Turkish culture and to observe the development of cultural
values. Historical places also play an important role in the acquisition of cultural values. In
the study primary students reported that historical places were part of culture and mentioned
these places in the brochures they developed and in their letters.

One of the fields in which culture is frequently interpreted is that of art. Art is a field,
which is fostered by culture and make the cultural awareness concrete. Art also contributes
to acculturation (Bedir Eristi & Akbulut, 2014). Therefore, art is one of the cultural
elements. 1n a similar vein the primary students mentioned Turkish artists under the theme of
famous Turks while presenting Turkish culture. Elementary students stated the world-
renowned Turks theme included Atatiirk, Mevlana, Yunus Emre, Mimar Sinan, Tarkan,
Sezen Aksu, Ajda Pekkan, Ibrahim Tatlises, Mirsad Tiirkcan and Baris Manco.

Turkish culinary culture has diversified elements due to the geographical features of
Turkey, past relations with other civilizations and past traditions. This culture is well-
established and multi-dimensional and includes original effects of local culinary cultures.
Therefore, food traditions are also part of Turkish culture (Kadioglu Cevik, 2007). For
Turkish cuisine, the students mentioned baklava, manti, yaprak sarmasi, kebab, doner,
lokum, pide and ¢igborek.

There is a close relationship between values and culture. Society is the source for all
types of bias. Common culture and values are the basis of social cohesion (Cavdarci, 2002).
Therefore, values of a society and its culture are inseparable integrity. In the study primary

students regarded values as distinctive features of Turkish culture in their presentation. With
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regard to the important values, the students mostly emphasized caring about family, being
helpful, relations with family and relatives, respect, patriotism, hospitality, freedom. In their
study, Coskun Keskin and Kii¢iik (2009) found that 4th graders used, either directly or
indirectly, the terms culture, acculturation, cultural diversity, culture change, cultural
conflict, cultural degeneration, culture shock; however, they weren’t yet aware of the terms
cultural assimilation, cultural imperialism and cultural lag. Besides, it was determined that
the students used the values such as love, respect to diversities, toleration and freedom to be
able to understand other cultures. In this study, 4th grade students included many values,
which shows that the findings are similar.  Yigittir (2010) analysed the views of parents of
basic education students about the values which schools should teach to students. It was
found that the first value for parents to be taught was the importance attached to family
integrity (32%). The other values stated by parents were respect (2.5%) and patriotism
(2,8%). Table 4 shows that for the participants in the study hospitality and freedom are part
of culture. On the other hand, these values were not stated by parents as important values in
the study by Yigittir (2010). It may be that primary students and parents have different
perspectives about important values.

Modernization has effects on all institutions of socio-cultural life, including family. It
changes traditional family patterns, the role and functions of family. In this paradigmatic
change process the mostly affected institution is family which transmits cultural basics and
norm to children and which is a socilization agent. In this context, there is a continuing
interaction between family and culture. In their presentation of Turkish culture primary
students included some of the characteristics of Turkish familiar patterns (Celik, 2010). Sub-
themes about Turkish family structure theme: traditional extended family, nuclear family,

showing respect to elderly, responsibilities to younger siblings.
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As for religious festivals, the students’ statements included visits during festivals,
serving food to guests during festivals, cleaning before festivals, giving pocket money to
youngsters for festivals, festival suits, kissing elderly people’s hands, festivals prayers, and
treating each other people peacefully. About national festivals, they mentioned ceremonies,
Turkish national anthem, flag, standing in silence, speeches, shows and poems.

Ceremonies are special events. The basic function of ceremonies is to transmit a
specific message or to realize a specific goal. During ceremonies several elements of culture
such as heroes, myths and symbols are covered. Therefore, in ceremonies significant cultural
norms and values are mentioned and consolidated. Most of ceremonies cover celebrations,
which are defined as traditional activities (Ozkalp & Kirel, 2003; Celik, 2000). In their
brochures and letters, the students specified various traditional ceremonies and meetings in
Turkey such as funerals, visits after births, weddings, saying farewell to and welcoming
pilgrims, circumcision feasts, saying farewell to new soldiers, spring celebrations, and
regional festivals. 10. Intangible cultural heritage refers to verbal traditions and expressions,
performing arts, social practices, rituals and feasts, practices related to nature and the
universe and crafts tradition (Oguz et. al, 2004). In the current study primary students made
references to the tangible and intangible elements of cultural heritage. Therefore, it can be
suggested that these students had awareness about cultural heritage. They regarded both
ceremonies and celebrations as part of culture and covered them in their presentation about
Turkish culture.

The theme ‘Folk music and cradlesongs, legends’ included regional poems,
cradlesongs, Dede Korkut stories, regional legends, Canakkale folk song, Bing6l folk dance
song, and Siit Ictim (I drank milk) folk song. 11. Giiliim and Ulusoy (2007) analysed the
effects of folk songs used as a teaching method in the education of social studies. They

concluded that the experiment students who were taught the course through folk songs had
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better understanding of the cultural, social, geographical and economic reasons for
migration. Boliicek (2008) dealt with the effects of folk songs used as a teaching method in
the education of social studies on student achievement. They found that the experiment
students who were taught the course through folk songs had higher levels of achievement in
contrast to the control students. These findings suggest that in the education of social studies
folk songs can be employed as teaching method. In the current study it was found that the
participants had awareness about folk songs, which are part of culture. However, it was also
found that they did not know so many folk songs. It can be argued that in music classes
more folk songs can be taught to students. Those folk songs which the participants were
familiar with were covered in the fourth grade music textbook.

The significances of cultural heriatge for society can be emphasized in terms of the
dimensions of economy, policy, tourism among the others. In Turkey handicraft with
touristy significant are mostly traditional and decorative ones. The related examples include
carpet weaving, jewelry, ceramics, pottery, stone ornaments, wood carving, marbling,
calligraphy, miniature and gilding (Oter, 2010). In the current study the participants made
references to carpet weaving, marbling, embroidery and calligraphy in their presentation
about cultural values. About handicrafts, what was stated by the students included point
lace, paper marbling, calligraphy, carpet weaving and ceramics.

Folk dances are cultural indicators of a society and express a specific cultural
identity. Their patterns, content and functions reflect the characteristics of society in terms
of aesthetics and communication (Giizelogullar1 and Ertural, 2006). In the current study the
participants considered folk dances to be part of culture and covered them in their letters and
brochures.As for folk dances, in their letters and brochures, the students mentioned zeybek,

horon, harmandali, atabari, kolbasti, halay, giftetelli.
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In our country sporting events have increased and these events are regarded as
recreational activities. On the other hand, there are many traditional sport types. Traditional
sports include javelin, wrestling, archery, and camel wrestling (Kogan, 2007). In the study
primary students stated that wrestling and javelin are part of our culture. The ancestor sports
mentioned by the students in their brochures and letters included wrestling and javelin.

In a study, Unlii (2012) aimed to identify 8th graders perception of culture. The
statements of the students in Unlii’s (2012) study which they related to culture such as
Turkish cuisine, hospitality, festivals, folk dances, sports, handicrafts, weddings, love,
respect, traditions, cleanness, music, patriotism and spring festivals were also parallel with
the elementary school students’ statements in this study.

Deveci (2009) made a research named “benefitting from culture in social studies
course: examining culture portfolios of teacher candidates”. Accordingly, culture portfolios
prepared by 35 teacher candidates have been analyzed by descriptive analysis. Findings have
revealed that teacher candidates made use of cultural elements such as food, wedding
ceremony, and means of subsistence while describing their own culture; and that they
explained the relation between social studies course and culture across several aspects such
as topic, purpose, program, and teacher. In this study elementary students stated food and
ceremonies as a cultural aspect too.

In light of the findings it can be said that elementary students have sufficient
knowledge about Turkey’s cultural values. Investigating the themes which are obtained from
brochures it can be said that elementary students’ knowledge is sufficient about Turkey’s
geographical and historical features and they know about their country’s culture in a
competent level. As a result of analyzing the brochures and letters it can be said that most of
the elementary students like their country and they are satisfied with living their country.

Based on the results of the present study, the following suggestions are presented:
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» Studies focusing on identifying elementary school students’ perceptions,
observations and demands can be conducted.

* It can be conducted quantitative researches to determine elementary students’
attitudes towards cultural values and also scales can be improved to determine the

attitudes of elementary students towards cultural values.
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Abstract

Inclusion has long been a hotbed for debate in many educational fields but TEFL (Teaching
English as a Foreign Language). To the best knowledge of the research, no study has been
conducted on the issue of inclusion in Iran, especially considering EFL learners with special
needs. Considering teachers as the central pillar of the inclusive education, the present study
sought to investigate EFL (English as a Foreign Language) teachers' attitudes towards the
inclusion of physically-impaired EFL learners in English language classes. To this end, a
comprehensive survey was conducted using the 25-item Opinions Relative to Mainstreaming
(ORM) scale (Antonak & Larrivee, 1995) to collect data from 254 Iranian EFL teachers, of
whom 30 teachers were subsequently interviewed to guarantee the triangulation of the findings.
The data were analyzed quantitatively and qualitatively, with the SPSS Software version 20
being used for the quantitative analysis. Findings indicating the Iranian EFL teachers’ neutral-to-
positive attitudes are thoroughly discussed in this paper. The paper also contains some
information about the perceived benefits/challenges of inclusion, its pedagogical implications
and recommendations for further research.
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Introduction

Rapid advances in this information era have dramatically transformed the world
during the past decades and the basic requirements of education for the future have changed.
In a similar vein, more individuals around the world than ever before are studying and
learning English language due to its status as an international language of education and
business. The role of English language teachers is more highlighted than ever before in
supporting EFL learners to pursue their dreams of higher education or find an appropriate job
in English-speaking environments worldwide. Students with disabilities, however, face some
barriers in their education including "lack of role models and mentors, appropriate instruction,
low expectations and lack of encouragement from influential adults™ (Green, 2014, p. 1) and
social isolation. On the other hand, there are poor teacher preparation programs for EFL
teachers to be equipped in this regard.

Within the context of Iran, the majority of children with any sort of severe impairment
are included in regular English classes at language institutes. Concerning the educational and
economic policies in the language institutes, EFL teachers cannot refuse to accept the learners
who have disabilities in their mainstream classes. This makes the field a rich one for research.
Whilst there is an abundance of empirical research literature on special education (L’ecuyer,
2014; May & Stone, 2010; Skidmore, 1996; Lee & Recchia, 2016; to name a few), the
corresponding body of empirical literature on inclusion in the EFL context is not at all as
extensive. From another perspective, language learners with disabilities are not receiving as
much attention as their normal peers in EFL educational settings. The English textbooks,
materials, and teaching skills and techniques are not tailored to their individual needs and
their disability mostly hinders the process of learning a language in these learners without
anyone being concerned. Since teachers' positive attitudes are considered as the main

determinants of success in implementing inclusive education and since there is no rich
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literature on this issue in EFL contexts, this study aimed to bridge the gap and contribute to

the relevant literature.

Literature Review

The main orientation on which this study is established is that of the social
constructivism. Social constructivism as a theoretical framework to support education for all
students is primarily evolved from the works of Lev Vygotsky (1990). According to the social
constructivism, human development is socially situated and knowledge is constructed through
interaction with others. It has been the basis for the assumptions developed in the special
education. Revealed in his earliest works, Vygotsky, as the leading figure of social
constructivism, was fond of the psychology of children with disabilities and believed that "an
understanding of how children with disabilities learn was an indispensable aspect of the
general theory of human development” (Kozulin, 1990, p. 195). Social constructivism builds
upon three main assumptions in terms of reality, learning, and knowledge. Theorists believe
that reality is not preplanned and it is not to be discovered. Reality is constructed through
human activities and members of the society are the ones who invent the properties of the
world (Kukla, 2000). Given the great contribution of Vygotskian theories in teaching, it can
be claimed that learning is embedded in social interaction and this further paves the way for
the inclusion of learners with special needs. As Whitaker (2011) put forth, the range of skills
mastered with the guidance and collaboration of adults and peers exceed what the child can
develop individually.

Although the right to be included is widely accepted, Palot (2011) theoretically
investigated the relationships between inclusion in education and social justice and claimed
that numerous barriers exist against inclusion at national, community, and school levels.
Likewise, L’ecuyer (2014) and May and Stone (2010) claimed that students with disabilities
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may experience many academic difficulties including anxiety, nervousness, memory
organization, prioritization, helplessness, frustration, reading/reading comprehension,
spelling, writing, math/math computation, study skills, meeting deadlines, following
directions, receptive and expressive oral language, additional time for reading and
assignments, problems with interpersonal relationships, and tendency to devalue their own
achievements. They also reported the same problems in foreign languages, social sciences,
and humanities.

Over decades of research, the favorable outcomes of inclusion have been continuously
confirmed for both learners with disabilities and teachers (Odom, et al., 1999; Layton & Lock,
2002; Saenz, Fuchs & Fuchs, 2005; Shyyan, Thurlow & Liu, 2008). Recognition of positive
effects of inclusion has led the research to define the necessary contexts, instructional
practices, and curricular efforts which result in improved learner outcomes. Some of these
studies are well-documented (Layton & Lock, 2002; Saenz, Fuchs & Fuchs, 2005). In a study
conducted by Ritter, Michael, and Irby (1999), it was claimed that middle-level students with
mild disabilities in a general education classroom enjoyed increased self-confidence,
fellowship, practitioners' support as well as higher expectations and self-esteem. Almost
similarly, Salend (2008) enumerated improved attitudes towards others, improved academic
skills, and greater recognition of social justice as the benefits of inclusive educational settings.
Other benefits reported for inclusive education by other researchers are as follows:

- Greater fulfillment of academic and social goals and promoting positive attitudes
through putting an everlasting emphasis on valuing individual differences (Alban-
Metcalfe & Alban-Metcalfe, 2001);

- Better health, greater social interaction and development, normalized functioning and

independence (Burnette, 1996);
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- Reducing disabled special-need learners' fear of individual differences as well as
improvements in self-concept and personal principles, and increased self-awareness,
comfort, and caring attitudes towards others (Lipsky & Gartner, 1997);

- Increased acceptance and appreciation of diversity, better development in moral and
ethical principles as well as increased self-esteem (National Association for the
Education of Young Children, 1997).

In spite of attempts made to promote inclusive education, situations generating
inequality have still remained. To achieve a just and fair inclusion education, the factors
impeding equality in education should be unfolded in order for the benefits of inclusion to be
communicated. On the other hand, to gain valuable insights into inclusive classroom
dynamics and practice, the attitudes of those involved in this dynamic system; namely, the
teachers, has been extensively researched over the recent years. Reviewing the literature in
this area, it was found that the need for professional development of teachers to encourage
positive attitudes and efficacy towards inclusion has been highlighted (for example Barnett &
Monda-Amaya, 1998; Cornoldi, Terreni, & Scruggs, 1998; Avramidis, Bayliss, & Burden,
2000; Praisner, 2003; Kalyva & Avramidis, 2007; Kosko & Wilkins, 2009; Whitaker, 2011,
Schmidt &Ksenija, 2015; to name a few). According to Gourneau (2005), "effective attitudes
and actions employed by teachers ultimately can make a positive difference on the lives of
their students” (P. 1). Teachers' attitudes influence what and what does not occur in their
classroom.

As Stewart (2001) pointed, teachers' abilities to meet the needs of students with
disabilities are reflected in their attitudes towards inclusive education. Teachers who draw
positive attitudes towards their profession, classes, and learners can promote educational
achievement in their classroom, establish STRONG TEACHER-STUDENT rapport, and

encourage learning. Evidently, such teachers are more knowledgeable, receive more training,
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and have a history of working with learners with special needs. Previous studies have
accentuated the role of some factor including training (Avramidis et al., 2000), intensive in-
service training (Larrivee, 1981), personal or professional experience of working with
disabled learners (Minke, Bear, Deemer & Griffin,1996; Chowdhury, 2015), child-related
variables and environment-related variables, such as the availability of physical and human
support (Avramidis & Norwich 2002), higher levels of education (Praisner, 2003), support
(Cagran & Schmidt, 2011), types of disability (De Boer, Pijl, & Minnaert, 2011), age in favor
of younger teachers (Behpazooh & Torabi, 2008), and gender in favor of female in promoting
positive attitudes and adopting adjusted practices toward the inclusion of special need
learners. In order for inclusive education programs to be implemented, in-service and
professional teacher training courses are thus necessary to improve their attitudes and enhance
regular teachers' awareness.

In Iran, Behpajooh and Torabi (2008) compared special and regular teachers' attitudes
toward the inclusion of visually impaired students in regular classrooms. They used a
researcher-made questionnaire to collect data from 148 teachers (74 special teachers and 74
regular teachers). In their study, they considered the variables including social contact,
gender, age, passing in- service teacher training courses (TTC), grade level of teaching,
awareness about blindness etiology, level of education, experience of teaching, and attitude
scores. They found out that special teachers hold significantly more positive attitudes towards
placing visually-impaired learners in inclusive classrooms. Furthermore, they claimed that
teachers would hold more positive attitudes towards inclusiveness if they had higher level of
social contact with such learners, were more informed, passed prolonged periods of in-service
TTC, and were more educated and younger.

On the contrary, Behpazhooh, Kakabraei, Shokouhi Yekta, and Lavasani (2008) in

another study examining special and regular teachers' attitudes toward the inclusion of
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hearing-impaired students in mainstream classes found that there was a significant difference
between these teachers in terms of attitudes held toward inclusive education programs.
Furthermore, variables such as gender, age, education, teaching experience, grade level of
teaching, employment status and the number of hearing-loss students present in their classes
did not predict teachers' attitudes variation. In general, they put forth that regular teachers
have negative attitudes towards inclusion. Therefore, in order for such programs to be
implemented, in-service teacher training courses are necessary to modify their attitude and
enhance regular teachers' awareness.

According to Sadeghi and Richards (2016), English at the time of Islamic revolution
was given the official status of ‘alien' language and was known as a foreign language,
indicating the Iranian's attitudes towards the language spoken by their enemies, especially
America. As they added, Imam Khomeini's (PBUH), Iran's late leader, emphasis on the need
to learn this international foreign language changed the status of English and it was viewed
differently. Since then, English has been featured prominently in school curriculums and even
so in the private education sector.

Regarding the private education sector, different language institutes are providing a
variety of learning services for EFL learners in order for them to develop their practical skills.
English institutes vary in size, ranging from the ones with 30 students to those with more than
three thousands (with the highest frequency of enrollment being related to summer
semesters). Some language institutes offer localized textbooks; however, others use non
localized textbooks such as Headway, Interchange, Four Corners, Top Notch, etc. In terms of
instructors at these institutes, they are undergraduates or graduates majored in English or non-
English fields.

Although the number of studies exploring teachers' perception towards inclusion of

learners with disabilities is increasing, the studies have mostly focused on general educators at

268



AJESI - Anadolu Journal of Educational Sciences International, 2018; 8(2): 262-292
DOI: 10.18039/ajesi.454570

primary and secondary levels and, a few cases on university teachers. To the best knowledge
of the researcher, no study has been conducted in Iran or others countries exploring EFL/ESL
teachers' attitudes towards the inclusion of learners with disabilities. This forgotten field of
study requires urgent attention due to growing number of learners with difficulties in

mainstream classes.

Methodology

Participants

In this study, 254 Iranian male (44.88%, n=114) and female (55.12%, n=140) EFL
teachers from different language institutes located in different cities of Iran (namely Arak,
Tehran, Mashhad, Neyshabour, Shiraz, Isfahan, Shar-e-Kord, Hamedan, Kerman, Birjand,
Ahvaz, and Yazd) were surveyed. The participants who were teaching elementary levels
received no specific training about inclusion and inclusive education. The mean age of
teaching experience was equal to 9.8 years for the teacher participants. Of these teachers, 169
were holding postgraduate degrees (115 MA holders and 54 BA holders), 30 aged below 25
years, 197 aged 25-45 years, and 27 teachers aged above 45 years. Ninety teachers
(35.4%)had experienced working with special-need EFL learners in their inclusive classes and
64.6% of participants had not experienced teaching inclusive classes (Table 1). The
respondents were also asked to approximate the number of special-need students enrolled in
their classrooms throughout their careers. They totally reported teaching about 200 learners

with disabilities.
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Table 1

Iranian EFL Teachers' Demographics

Variable Frequency Percent Valid Percent Cumulative
Percent

Gender Female 140 55.1 55.1 55.1
Male 114 44.9 44.9 100.0
Total 254 100.0 100.0

Previous Yes 90 354 354 354

inclusive No 164 64.6 64.6 100.0

experience Total 254 100.0 100.0

Level of Postgraduate 169 66.5 66.5 66.5

education Undergraduate 85 335 335 100.0
Total 254 100.0 100.0

Age range Below 25 30 11.8 11.8 11.8
25-45 197 77.6 77.6 89.4
Above 45 27 10.6 10.6 100.0
Total 254 100.0 100.0

In order to further delve into EFL teachers’ practices and attitudes used for learners
with special needs, 30 EFL teachers who had experienced teaching learners with physical
disabilities were also selected randomly and interviewed. Since teachers may forget their
teaching methodologies used for learners with disabilities in the long run and with regard to
the retrospective nature of the interview questions, an inclusion criterion set for these teachers
was teaching physically disabled learners within the last six months. The demographics of

these 30 interviewees are also tabulated below (Table 2).

Table 2

Demographics of Interviewed EFL Teachers Teaching Learners with Physical Disabilities

N Male Female Meanyears Level of Education Age Range
of (Years)
experience Undergraduate Postgraduate <25 25- >4

45 5
EFL 30 15 15 12.3 12 18 5 19 6

Teachers

270



AJESI - Anadolu Journal of Educational Sciences International, 2018; 8(2): 262-292
DOI: 10.18039/ajesi.454570

As it can be seen in Table 3.5, thirty randomly-selected teachers (15 male and 15
female) who had experienced teaching students with physical disabilities were interviewed,
among whom there were five teachers aged below 25 years, 19 teachers of 25-45 years, and
six teachers aged above 45 years. In order for the sample to be representative of Iranian EFL
teachers, the participants were randomly selected from four metropolitan cities (10 teachers
from Arak, 5 teachers from Mashhad, 10 teachers from Tehran, and 5 teachers from Shiraz)
since individuals from different rural and urban areas have migrated these cities, especially

Tehran.

Instruments

1) ORI Scale: The Opinion Relative to Integration of Students with Disabilities Scale
was developed in 1995 by Antonak and Larrivee, (Appendix B). It is the revised version of
the Opinions Relative to Mainstreaming (ORM) scale. It is a 25-item survey instrument
routinely used by researchers to examine teachers’ attitudes, perceptions, and beliefs toward
the practice of inclusion (Jobe, Rust, & Brissie, 1996; Leyser & Tappendorf, 1999; Dupoux,
Wolman, & Estrada, 2005; Dedrick, Marfo, & Harris, 2007; & Jung, 2007; to name a few).
The questionnaire consists of three sections. First section contains items on the respondents'
demographic information including age, gender, English certificates, teaching experience,
level of education, experience about teaching students with disabilities in an inclusive setting,
and special training courses. Demographic information was collected to present a description
of participants. In the second section, teachers’ attitudes, perceptions, and beliefs towards
inclusion are evaluated based on 4 major areas:

1. Benefits of Inclusion (Items 3, 7, 11, 14, 17, 20, 21, 24)

2. Inclusive Classroom Management (Items 1, 4, 6, 9, 12, 15, 16, 18, 22, 25)

3. Perceived Ability to Teach Students with Disabilities (Items 2, 10, 19)
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4. Special Education Versus Inclusive General Education (Items 5, 8, 13, 23)

The ORI asks participants to express their agreement with each statement on a 6-point
Likert scale ranging from “I disagree very much” to “I agree very much”. The possible
responses were as follows: | disagree very much, I disagree pretty much, | disagree a little, |
agree a little, 1 agree pretty much, or | agree very much.

This questionnaire contains 25 items, twelve items of which are negatively worded
(i.e., disagree responses represented a favorable attitude). To score the responses and to
prevent an acquiescent-response-style threat, the 12 items which were negatively worded
were first positively scored by reversing the sign of these items. Then, the 25 item responses
were summed and a constant of 75 was added to the total to eliminate negative scores (since
there are 25 items and if each item is scored -3, then the sum will be -75). The maximum and
minimum scores obtained for the scale are 0 and 150, respectively. The higher the scores in
these aspects are, the more favorable the perceptions and attitudes are towards the inclusion of
learners with physical disabilities in classroom. Furthermore, the questionnaires with omitted
responses to 4 or more items were omitted and were not scored.

In the third section, in order to let the EFL teachers expand or clarify their responses
with regard to EFL learners with physical disabilities and to add the points not addressed the
second section, two open-ended items considering the greatest benefits and challenges of
inclusion were also included in the questionnaire:

1. Please list what you consider to be the greatest benefits of including EFL learners

with physical disabilities in English classes:

2. Please list what you consider to be the greatest challenges of including physical

EFL learners with disabilities in English classes:
In the current study, the reliability of the questionnaire was calculated to be 0.78 using

a split-half reliability estimate determined by the Spearman-Brown’s reliability coefficient.
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The face and content validity of the questionnaire was assessed by means of expert panel
evaluation. The experts were selected based on their knowledge and familiarity with the
subject under discussion. They were six university professors who were currently working in
an inclusive setting. They confirmed the validity of the scale in terms of wording, appearance,
clarity, and content appropriateness. To this end, they were presented with the full domain of
the relevant content and commented on each individual item (I-CVI) and scale (S-CVI). They
reviewed the items and scored them based on the relevance using a 4-point Likert scale
(1=Irrelevant, 2=Slightly relevant, 3= Relevant, and 4=Strongly relevant). Then the number of
experts scoring 1 or 2 (as irrelevant) and those scoring 3 or 4 (as relevant) were counted and
proportions were calculated. Accordingly, the mean I-CVI and mean S-CVI were calculated
to be 0.94 and 0.93, respectively. This guaranteed that the scale would measure what it is
supposed to measure in the concerned context.

The mean ORI score for a pilot sample consisting of 50 EFL teachers was .79 with a
standard deviation equal to 1.23. The value of Cronbach's coefficient was 0.92. Factor
analysis were then performed to ensure the internal consistency of the 4-factor scale. The
items were correctly loaded and no item was removed. Regarding the first factor Benefits of
Inclusion, it counted for 4% of variance was loaded and all relevant items (No. 3, 7, 11, 14,
17, 20, 21, 24) were loaded positively. The computed internal consistency for this factor was
0.87. Inclusive Classroom Management was the second factor explaining 3% of variance and
all items (No. 1, 4, 6, 9, 12, 15, 16, 18, 22, 25) loaded positively with factor loading values
ranged from 0.60 to 0.65 and mean loading of 0.63. The internal consistency estimated for
this factor was 0.86. The third factor Perceived Ability to Teach Students with Disabilities
(Items 2, 10, 19) with an estimated internal consistency of 0.80 and fourth factor Special
Education Versus Inclusive General Education (Items 5, 8, 13, 23) with an estimated internal

consistency of 0.83 also loaded positively.
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2) Interviews: In addition to the above questionnaire, there were semi-structured
researcher-developed interviews to further delve into what this study was sought to achieve.
Simon (2011) also claims that reliability as well as the efficiency, trustworthiness and
representativeness of the collected data can be guaranteed by validation. In this regard,
content validity is a concept reflecting the extent of relevance and representativeness (Lund
Research Ltd, 2012) and is to confirm the significance of new instruments employed in
research. In this multiple case study, interview questions were considered as an instrument to
be used for data collection. Interview questions must be validated if they are to be considered
credible and accepted into research. To this end, Simon’s Survey/Interview Validation Rubric
for Export Panel (VREP) was adopted.

As Simon explains, the VREP is designed to measure face validity, construct validity
and content validity. The validation criteria concerned in this rubric are clarity, balance,
wordiness, use of technical language, negative wording and others. Operational definition of
these terms are also presented in order to facilitate the use of this rubric. For example,
interview questions should not have addressed more than one topic. The wording and
language of questions should be appropriate, with no ambiguous or confusing words being
included. Hence, the interview questions were first pilot tested by interviewing five randomly
selected teachers. Main themes were extracted and submitted to three PhD experts. With
regard to the experts’ comments, the most valuable interview questions addressing the main
concerns of the research were kept. These questions were deemed to be sufficient and relevant
to the topic of the study and to offer the participants a wide range in order to enable them
verbally describe their experience. The preciseness of the questions to achieve the study
objectives was also confirmed. To let the interviewees feel comfortable, the researcher
showed them the interview questions and gave them a few minutes to review and reflect on

the questions before deciding to participate in the interview. To empower them professionally,
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they were then explained that they could choose not to answer the questions on their
willingness. When the participants spontaneously described all that could be mentioned, the
interviewer posed one or more follow-up questions (e.g., Taking the points you mentioned
into account, can you elaborate more on such and such?). The follow-up questions as an
interviewing technique were intended to let the interviewees elaborate more on the aspects of

the account which was not fully presented.

Procedures

In the quantitative part of the study, 400 male and female EFL teachers were asked to
respond the ORI Questionnaire, of which 254 questionnaires were included in the study since
the questionnaires containing more than 4 unanswered questions were excluded from the
study. In order to further delve into EFL teachers' attitudes towards learners with disabilities,
30 EFL teachers who had experienced teaching learners with physical disabilities were
selected and interviewed. Since teachers may forget their teaching methodologies used for
learners with disabilities in a long term and with regard to the retrospective nature of the
interview questions, one inclusion criterion set for these teachers was teaching disabled
learners within the last six months. The interviewer initiated with some warm-up statements
like greeting and some questions on the interviewees' demographic specifications. Interviews
were conducted by the researcher and lasted about 25 minutes with each being audio-recorded

and later transcribed verbatim. Then the collected data went through the data analysis process.

Data analysis

To find an answer to the research questions, the survey data was descriptively and
inferentially analyzed. Univariate analyses of the survey data, including frequency

distributions, percentages, measures of central tendency, and standard deviations were
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employed to examine the distribution and the strength of participants’ (dis)agreement with the
items. In addition, after confirming the observation of the assumptions ‘independence of
observation’ and ‘normal distribution’, one-sample t-test run in the SPSS Software version 20
to find out whether or not the findings are generalizable to the research population. Finally,
the qualitative data obtained from interviews and was coded and analyzed based on axial and
open coding methods by the researcher and two of her colleagues who were PhD candidates

of TEFL.

The numerical data for the current study came from surveys conducted among 254
EFL teachers to explore EFL teachers' inclusion attitudes and perceptions. The qualitative
data of this study were obtained from interviews to further elaborate on EFL teachers’
attitudes. To understand what attitudes and perceptions EFL instructors hold towards the
inclusion of learners with disabilities in inclusive English language classes, the ORI scale
score was calculated for 254 EFL teachers. For this purpose, the 12 negatively worded items
(namely 2, 4, 6, 8, 9, 11, 12, 14, 18, 20, 23, and 24) were first recoded into different variables
and their scoring scale was reversed. Then a constant of 75 was added to the sum of the
scores. As it is shown in Table below, the minimum and maximum scores for 254 EFL

teachers were 46 and 128, with a mean value of 81.25 and standard deviation of 14.09.

Table 4.1
Descriptive Statistics of ORI Scores for EFL Iranian Teachers’ Perception and Attitudes

Towards Inclusion of Learners with Physical Disabilities

N Range  Minimum  Maximum Mean Std. Deviation ~ Variance
Total 254 82.00 46.00 128.00 81.2559 14.09515 198.673
Valid N (listwise) 254
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Then the one-directional hypothesis indicating that the EFL teachers hold positive
attitudes and perceptions towards inclusion of learners with disabilities in mainstream classes
was tested. To this end, one-sample t-test with a test value of 75 was run and an examination
of the data using One-Sample Kolmogorov-Smirnov Test revealed no violation of the

normality assumption.

Table 4.2

One-Sample T-Test Comparing The Total Mean Score of ORI Scale with Test Value

Test Value = 75

t df Sig. (2-tailed)  Mean Difference 95% Confidence Interval of the
Difference
Lower Upper
Total 7.074 253 .000 6.25591 4.5142 7.9976

As shown in Table 4.2 the mean score of the ORI scale for the sample participants
(X=81.25, sd=14.09) is significantly greater than the test value of 75 (p=0.000). Hence, this
hypothesis is accepted and suggested that the Iranian EFL teachers hold neutral-to-positive
attitudes and perceptions towards the inclusion of physically impaired language learners in

their classes.

In the next step, to make the interpretation of ‘neutral-to-positive attitudes’ more
tangible and show the proximity of the teachers’ attitude and perceptions to the positive or
neutral directions, the total scores were recoded into another different variable once more. In
this case, the scores were classified based on three ranges of negative (0-50), positive (51-
100), and neutral attitudes (101-150). The results of score ranges are shown in Table 4.3 and

Figure 4.1.
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Table 4.3

Total Range of ORI Scores for EFL Teachers’ Perception And Attitudes Towards Inclusion of

Learners With Physical Disabilities

Frequency Percent Valid Percent Cumulative Percent
Negative Attitude 2.8 2.8 2.8
valid Neutral Attitude 78.7 78.7 81.5
Positive Attitude 18.5 18.5 100.0
Total 100.0 100.0
Totalrange
Boantie
DOrosiive Attisde

Figure 4.1. Total range of ORI scores for EFL teachers’ perception and attitudes towards

inclusion of learners with physical disabilities

According to the table, the frequencies of the negative, neutral and positive attitudes

were 7, 200, and 47, respectively. Figure 4.1 also confirms that EFL teachers’ neutral-to-

positive attitudes and perceptions are mostly inclined towards the neutral side and that a

minority of EFL teachers have negative attitudes towards the inclusion of learners with

disabilities.
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In a similar vein, the interviews revealed that EFL teachers were not fully satisfied
with inclusion of disabled learners in their inclusive classrooms and found the class
management difficult and in some cases impossible. A large number of EFL teachers
conceded on social and emotional benefits and challenges of integration for disabled and
abled peers and assumed that group interactions would enhance accepting individual
differences in classrooms, though, an approximately equal proportion of teachers disagreed.
Some EFL teachers asserted some additional benefits of inclusion as follows, though, the

benefits were not approved by all teachers:

I. Communication and life skills

Teachers claimed that the presence of special-need learners promotes disabled and
non-disabled EFL learners’ communication skills. When a disabled learner is present in
English language classes, other students help him/her in accomplishing the challenging task
of learning a foreign language. This leads to improved communication and interaction among
disabled and non-disabled peers through getting the disabled learners involved in group
discussions, adding them to social networks like Telegram to provide them with further
resources and assistance, assigning tasks and sharing responsibilities for non-disabled learners
by themselves to assist these learners in learning (e.g. each individual's being responsible for
audio recording a lesson to help a visually-impaired classmate) and so on. On the other hand,
disabled learners get used to interaction and communication. As EFL teachers claimed, they
no longer feel alone after a while. Here is a sample statement remarked by the EFL Teacher
No. 15:

Example 1: I'm not saying that they should not be included. For example, when a visually-

impaired learner attends a class and keeps up with others, his classmates cooperate with him.
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That's even interesting for them to play a supporting role. For example, | had a blind student

and our top student sitting close to him was always helping the blind.

Il. Non-disabled EFL learners’ academic growth

Some teachers believed that academic growth of non-disabled learners is visible in
cases when they make efforts to help their disabled peers through using some techniques such
as discussions, recording files, providing explanations on some points, making notes, or
repeating statements made by teachers or tapes. Teachers believed that adaptation of these
techniques by non-disabled learners doubles their attention and concentration, and
consequently their academic achievements. Here is a sample statement:
Example 2: When recording the texts for their blind peers, my students' reading skills and
speech intonation significantly improved over a semester. | think his inclusion was not

without benefits.

I11. Enhanced motivation and life expectancy

One more benefit counted by teachers in favor of inclusion was that the special-need
learners’ motivation and life expectancy improved. EFL teachers' statements presented below
are self-evident:
Example 3: Learning a language may be of no use for such learners but to motivate them.
Example 4: | think it really depends on the instructor to convey the EFL learner the feeling
that you are a normal person in the community. | do the same, | convey this feeling that you
are a normal person, nothing is going to happen. Even though language is not a critical skill
for people of your condition, you are here, sitting and learning a language. This enhances life

expectancy for those who may never be treatable.
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IV. Conveying a sense of effectiveness to teachers

In inclusive classes, EFL teachers may find themselves effective in changing one
person’s life positively and bringing him hope. One of the interviewees expressed his feeling
in the following narration.
Example 5: Teaching this blind student was one of my greatest experiences during many
vears of teaching. ..... He told me that he had never experienced a score above 5 in school
English courses. Fascinating...I loved my class. Yes, THIS IS ME. I am a good teacher. I can

make many changes in this world, in the world of a boy, a blind boy.

V. Enhanced teaching knowledge

EFL teachers also indicated that inclusion provided them with an opportunity to learn
about diverse learning needs and to evaluate their current practices and consequently to
improve their teaching knowledge in order to meet these needs. An interviewee indicated:
Example 6: His presence in my class made me aware of different abilities. He made me take
all learners' needs and abilities into account while preparing lesson plans...sometimes I had

to search for new ways of teaching, new strategies, new techniques.

V1. Nurturing good behaviors

Inclusion of EFL learners in English language classes is nurturing favored behaviors
like patience, tolerance, generosity, empathy, respect, and so on for teachers, disabled learners
and non-disabled learners. Inclusive classes convey a sense of cooperation. Individuals'
strengths are valued in inclusive classes. The EFL teachers' statements can best represent the
points:
Example 7. We always tell ourselves that yes, that’s true, but it's okay. It's no matter how this

particular learner handles learning a foreign language or fails accomplishing it or
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whatever... He still should be respected and considered as a person... | think this makes us all
better people.

Teachers who did not support the befits of inclusion also raised the following
concerns. One challenge posed in the inclusive EFL classes is lack of appropriate social skills.
Stigmatization is one of the consequences of inappropriate social skills. Learners of special
needs included in regular classes fail to properly communicate with their peers due to lack of
willingness shown by both parties. This fact is represented in following statements of EFL
teachers:

Example 8: In our country, | think, language learners are not good at establishing social
relations. They fail to communicate with each other.

This is the case not only for the disabled learners but also for their non-disabled peers:
Example 9: ... | myself observed in my institute a disabled learner having no friends after 6
terms coming there. I think there was no sense of belonging...

However, types of disability may also have some impacts on the presence of students in
inclusive classes and impose a sense of discrimination. Mental retardation and learning
difficulties forge teachers view inclusion with some apprehension.

Example 10: Here in our country, a blind person is worth more than someone who suffers
from mental retardation... He is more respected... There is even disability discrimination...
Other students make fun of them so they cannot benefit from inclusio... NO.

One more challenge, as remarked in the above statements, is that inclusive classes are
stressful and make disabled learners stressed-out.

Example 11. | had also a student competent in English language. His only problem was his
vision. He was always stress out because of his problem...He had to take the book close to his

eyes to be able to read. | was hard so he used to read texts prior to the class and there was no
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need to read a text in class. He minimized reading inside the class and was always sitting in
the first raw.

According to interviews and open questions included in the questionnaire, EFL

teachers in inclusive English language classes revealed low level of self-confidence
concerning the required teaching skills to work with learners having special needs. As they
stated:
Example 12. There might be some ways to solve the issue. | think that was beyond me. It
never happened to me before to uselessly spend my energy for a student. Perhaps, my
teaching method was a problem. Sure, it was. | mean | was not ready to teach these students.
When | met him in the first, second and third sessions, | failed to teach him appropriately
from the fourth session on. He was like a small kid trying to say something and you let him
utter them while not valuing his speech. That was me.

A feeling of stress and confusion was also experienced by teachers in some rare cases.
For example, an EFL teacher narrated that one of his worst ever teaching experiences was
observing a scene that one her students' sudden falling from a standing position, having a
sudden rapid shaking in arms and hands. She said that she was panic and confused since she
did not know what was happening. Her colleagues who were afraid of her other student’
yelling and crying ran to her class and called an emergency ambulance. Later on, her parents
told the teacher about a disease called epilepsy. Furthermore, this teacher and some others
also added that one of common problems of inclusive classes is posed by parents having
children suffering from any type of disabilities. A majority of these parents try to deny and
hide their children’s difficulties and do not make teachers aware of their difficulties since they
would rather not represent their children as disabled or as an exception. In addition, learners
feel nervous and are also unwilling to disclose some personal information including their

health status to an instructor. The challenges exposed to the teacher, then, are to diagnose the
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type of disability as well as their symptoms. In some cases, teachers are also required to have

medical information, as they asserted.

Discussion

Based on a broad consensus, the most critical component affecting the successful
implementation of inclusion is teacher attitudes and perceptions towards inclusion. Different
investigations have been carried out in this regard and some relevant factors have been
introduced. This study further contributes to the accumulation of knowledge unpacking the
complicated pattern of EFL teachers' perception and attitudes as well as their concerns in
order to promote positive attitudes towards the inclusion of learners suffering from
disabilities, especially physical disabilities.

This study examined EFL teachers' attitudes and perception and found that EFL
teachers in Iran’s language institutes hold neutral-to-positive attitudes and perceptions
towards the inclusion of special-need learners in their English language classes. In other
words, some teachers neutrally viewed inclusion and some others reported it positively,
though, a large proportion of these teachers were more inclined toward the neutral side. These
inconsistencies are in line with voluminous studies suggesting that teachers are typically
positive towards integration of disabled learners (Avramidis, Bayliss, & Burden, 2000;
Kuester, 2000) and other studies reporting negative attitudes of teachers (e.g. Buljevac et al.,
2012).

Teachers positively reported some benefits for the inclusion of disabled learners in
English language classes. The greatest benefits were the promoted understanding of
individual differences through group interaction, social and emotional development, promoted
communication and social life skills, enhanced motivation and life expectancy, improved
teaching knowledge, conveyed sense of effectiveness for teachers, and nurtured good
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behavior among those involved. Interestingly, EFL teachers did not perceive academic growth
to be achieved for the disabled learners in inclusive English language classes; however, they
reported the academic growth for non-disabled EFL learners as one of the greatest benefits of
such an integration.

Furthermore, negative or even neutral perceptions were rooted in EFL teachers' low
level of self-confidence in inclusive classes, lack of appropriate social skills and disability
discrimination as well as a feeling of stress and confusion conveyed to teachers and disabled
learners and teachers' little awareness of disabilities. Similarly, Sigafoos and Elkons (1994)
concluded that lack of confidence for the mainstream teachers teaching inclusive classes. The
view was also supported by Avramidis et al. (2000) and Briggs et al. (2002). EFL teachers
echoed the necessity of extensive retraining for teachers with regard to their insufficient
ability to teach disable EFL learners, as they themselves claimed.

The findings of the current study are consistent with previous research indicating that
the inclusion of special need learners is accompanied with educational discrimination and
teachers’ lack of confidence in their competence (Buljevac et al., 2012). The findings confirm
the claim by Reis, McGuire, and Neu (2000) who reported different strategies used by
disabled learners in their efforts to overcome their disability. Hartman-Hall and Haaga (2002)
explained the adverse effects of negative stereotypes and stigmatization on the special-need
learners' success, internal stress, and social/emotional issues. Many researchers including
Avramidis, Bayliss and Burden (2000), Barnett and Monda-Amaya (1998), Kalyva and
Avramidis (2007), Praisner (2003), Schmidt and Ksenija (2015), and Whitaker (2011)
necessitated professional development of teachers to promote positive attitudes towards
inclusion. The same can also be highlighted for the EFL teachers, particularly Iranian EFL
teachers. In their own perspectives, they are not equipped with sufficient knowledge and skills

to teach language to learners with special needs. Their lack of ability is mirrored in their
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attitudes and their lack of confidence in terms of teaching disabled learners is associated with
their controversial attitudes (Avramidis, Bayliss, & Burden, 2000).

The finding of this study revealed academic growth as one of the benefits of inclusion
for non-disabled learners. On the contrary, Dixon (1999) found no visible influence of
inclusion on learning opportunities for general education students. The difference can be
attributed to the nature of the course content in the present study, i.e. English language, which
requires different learning strategies and teaching practices. Furthermore, this inconsistency
may also originate from the difference between perspectives expressed by teachers and those
expressed by a researcher. According to the findings obtained in this study, some actions
such as extra training are required to reach a fruitful integration of EFL learners with

difficulties in English language institutes.

Conclusion and Implications

The findings of this study documented EFL teachers’ neutral-to-positive attitudes
towards the inclusion of learners with special needs. From the results of the present study, it
can be specifically concluded that Iranian EFL teachers indeed hold neutral attitudes towards
inclusion and that they have the potentials to make the inclusion work.

Despite the above conclusions which imply the critical role of support in inclusive
EFL classes, it should be born in mind that it might work through different pedagogical,
social, affective, and cognitive approaches since the factors which have the greatest impact on
this variable stem from different aspects. Although the findings of the current study cannot be
definitely generalizable to all situations, it seems that at least more attention should be paid to
the influence of the aforementioned variables on successful implementation of inclusive EFL
teaching, and if possible, more and more research should be conducted in this area to come up
with more definite results.
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The findings can assist pre-service and in-service teacher educators as well as
decision-makers and authorities in the field of inclusive language education with the
development of effective and relevant programs. The findings of this study would also serve
as a research forum for a diverse group of EFL educators and practitioners. The study of EFL
teachers’ perceptions and attitudes in inclusive classes was of importance since it not only
addressed the paucity of research on inclusive English language education but also considered
the challenges of EFL learners with special needs. The participants of the present study were
limited to the Iranian EFL teachers. Further confirmatory studies could incorporate a larger
variety of teachers. The present study focused on the Iran’s EFL setting. Exploratory studies
are suggested to the finding of this study with the studies carried out in other ESL settings to
gain deeper insight into how teachers may influence the social and pedagogical achievements

of disabled learners and those of non-disabled learners attending inclusive classes.
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Abstract

Recent studies revealed the significance of social support on human functioning and well-
being, and also the adverse effect of social constraints and lack of support. Especially after
negative life events such as loss of a loved one, individuals search for support and when not found,
adaptation becomes problematic. Thus, measuring and monitoring the perceptions of social
constraints is important as well as the social support. This study aimed to conduct the initial
reliability and validity analyses of the Social Constraints Scale (SCS) in a Turkish population. SCS
and Two-Track Bereavement Questionnaire (TTBQ) were administered to 323 bereaved
individuals (222 females and 101 males) with a mean age of 35.31 (SD = 14.63). Relational active
grieving (RAG) and biopsychosocial functioning subscales of TTBQ were used to test the
criterion-related validity of the SCS. Results suggested that SCS had good reliability and validity
results, and had significant positive correlations with both RAG and biopsychosocial functioning.
Moreover, according to the results, when the bereaved perceive more social constraints, they also
have more problems with functioning and maladaptive grieving. Results of the initial construct
validity, criterion-related validity and internal consistency tests showed that, the Turkish SCS is a
valid and reliable scale.
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Introduction

In dealing with difficult life events, the importance of social support is well
established as related literature reports substantial empirical evidence. Social sharing and
social support help to normalize negative life experiences (Vachon & Stylianos, 1988); reduce
the intensity of negative emotions and boost the positive mood (McGloshen & O’Bryant,
1988; Sheridan, Sherman, Pierce, & Compas, 2010); help to reduce grief symptoms while
adjusting to the loss of a loved one (Riley, LaMontage, Hepworth, & Murphy, 2007); help
individuals feel loved, understood, cared and provide them courage to cope with negative
events and maintain well-being (Lepore, 2001); and improve physical and psychological
states (Pennebaker & Harber, 1993). But what if the existing social environment does not
facilitate sharing and is not willing to provide support that much needed by the stressed
individuals? What if the social network constrains individuals by introducing emotional,
informational, or instrumental barriers? Studies point out that, social constraints described as
the perceived communication barriers especially after stressful situations, may have adverse
effects on functioning (Lepore, 1992, 2001; Lepore, Silver, Wortman, & Wayment, 1996;
Schuster, Kessler, & Aseltine, 1990). Even though extensive research is available on the
protective role of social support, much less is known about the nature of social constraints in
terms of how they are perceived and how they impact psychological responses of individuals
experiencing adverse life events. Moreover, existing knowledge about culture-sensitivity of
the definition of social constraint is less than sufficient. Therefore, the current study focuses
on the exploration of social constraints among bereaving adults in a Turkish sample and
examination of the psychometric properties of the Turkish version of the Social Constraints
Scale.

Three types of social constraints were defined by Lepore et al. (1996), (a) lack of
supportive and empathic individuals in the social network, (b) inappropriate suggestions of
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the social network, and (c) lack of the social network in times of disclosures of negative life
event survivors. Regardless of their type, when constraints occur, they cause to be felt
isolated, stigmatized, misunderstood, and unsupported (Lepore, 2003). Furthermore, when
individuals in stressful situations (i.e., cancer patients) perceive social constraints, they tend to
suppress their emotions, and have higher levels of stress. On the contrary, when stressed
individuals perceive support, they maintain their well-being (Lepore, 2001).

After a major life event revealing emotions, such as death of a loved one, individuals
seek for social support to disclose their emotions and thoughts (Rime, Mesquita, Philippot, &
Boca, 1991). When the basic security beliefs of individuals’ are threatened, they search for
support from their social network to disclose, thus cope with the difficulties they face with,
and recover from the overwhelming emotions. Sharing the emotions in the social network
plays a critical recovering role in the aftermaths of negative events, and starts systematically
soon after the event (Rime et al., 1991). After the loss of a loved one, bereaved individuals
need to experience their grief process in a social network, not in isolation (Pressman &
Bonanno, 2007; Stroebe & Schut, 1999). Sharing emotions and thoughts about the deceased
may strengthen the bonds among the bereaved and their network (Pressman & Bonanno,
2007) as well as helping them adjust to the loss and function better (Pennebaker & Harber,
1993; Riley et al., 2007). On the other hand, lack of social support was defined as a risk factor
for bereaved (Sanders, 1988) and was associated with lower positive emotions (McGloshen &
O’Bryant, 1988), higher stress levels and intrusive thoughts and feelings (Lepore, 2001), and
higher depressive symptoms (Lepore et al., 1996).

In order to measure and gain a deeper understanding of the social constraints, Lepore
et al. (1996) developed Social Constraints Scale (SCS). The 10-item scale, 5 items repeated
twice for (a) “the most significant one” for the bereaved and (b) “others” in the social

network, aimed to explore the social constraints experience. Lepore et al. (1996) presented a
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positive association between intrusive thoughts and social constraints among mothers
bereaved by the loss of their infants. This relationship appeared to be positively moderated by
social constraints. That is, when bereaved mothers experienced higher levels of social
constraints, their intrusive thoughts had stronger associations with their depressive symptoms.
On the other hand, when perceived less social constraints, the association between their
intrusive thoughts and depressive symptoms was weaker (Lepore et al., 1996). Later on,
Lepore and ltuarte (1999) adapted the SCS for the trauma survivors, specifically for cancer
patients. The 15-item version of the scale (SCS-15) was administered to 97 female cancer
patients and results showed that the patients were optimistic and experienced lower levels of
negative emotions when they were supported by friends and spouses and experienced higher
levels of negative emotions when they were constrained (Lepore & ltuarte, 1999).

Aside from bereavement, several studies explored the relationships between social
constraints and stress (Lepore, Ragan, & Jones, 2000; Lewis, Derlega, Clarke, & Kuang,
2006); quality of life (Eton, Lepore, & Helgeson, 2001); PTSD symptoms (Groff, 2014);
mood and emotional experience (Agustsdottir et al., 2010; Lewis et al., 2006; Schmidt, 2002);
depression (Agustsdottir et al., 2010; Braitman et al., 2008; Groff, 2014; Ullrich, Lutgendorf,
& Stapleton, 2002); and rumination (Pennebaker & Harber, 1993), showing the importance of
monitoring and measuring the social constraints. These studies presented that perceptions of
social constraints are positively associated with stress, avoidance, intrusive thoughts, anxiety,
rumination and depression, and are negatively associated with quality of life, positive mood
and emotional experience, optimism, and adjustment to bereavement. Lepore (2001) also
found that while experiencing stressful life events, perceptions of social constraints may result
in additional traumas.

Furthermore, gender, age and cultural background are significant determinants of

social interactions and disclosures of bereaved individuals. Gender and age influence the
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social interactions (Farberow, Gallagher-Thompson, Gilewski, & Thompson, 1992; Lubben,
1988; Oliver, Pearson, Coe, & Gunnell, 2005; Pennebaker & Harber, 1993; Vaswani, 2011),
emotional abilities and expressivity (Lindinger-Sternart, 2015; Vaswani, 2011), and help-
seeking behaviors (Mackenzie, Scott, Mather, & Sareen, 2008; Oliver et al., 2005). Females
and older people seek more help than males and younger people, and females are more likely
to express their emotions. Studies also revealed that, social networks of older widowers
generally consist of small groups of men (Farberow et al., 1992; Lubben, 1988) and widowers
perceive less support than widows (Fry, 2001; Stelle & Uchida, 2004; Stroebe, Stroebe, &
Abakoumkin, 1999), showing that usually older widowers are more isolated from their social
network than widows (Stelle & Uchida, 2004); and elderly bereaved think and share about
their emotions less than the younger bereaved (Pennebaker & Harber, 1993). Considering
together, these results suggest that age and gender are significant indicators, in other words,
males and seniors are more prone to experience social constraints.

In a broader perspective, culture determine the differences in emotional experiences
and socially acceptable disclosures of emotions after loss of a loved one (Bolak-Boratav,
Sunar, & Ataca, 2011; Hunter, 2007; Nagel, 1988; Nordanger, 2007); searching for meaning,
thinking about the deceased and patterns of sharing emotions and thoughts (Pressman &
Bonanno, 2007); help-seeking behavior (Mojaverian, Hashimoto, & Kim, 2013; Ono, Araki,
Mitani, & Yoshimura, 1999); and supportive or unsupportive perceptions of the social
networks (You & Lu, 2014). In their study investigating the Turkish cultural display rules of
emotions, Bolak-Boratav et al. (2011) found that happiness was the most acceptable emotion
to display, and contempt and disgust were the least acceptable. They also found that it is more
acceptable to display the emotions in a private setting then a public setting, and displaying
sadness is more acceptable towards women than men, and towards people at the same level of

social status than high or low status (Bolak-Boratav et al., 2011). In other words, cultural
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context define the ones to disclose (i.e., who), the ones to share with (i.e., to whom), the
topics to disclose (i.e., what), and the conditions to disclose (i.e., how and where). While the
cultural perceptions on social support was revealed by the related literature, little is known
about the cross-cultural perceptions and equivalency of social constraints. Thus, in order to
understand the prevalence and structure of social constraints, it is important to study the
subject in different cultures.

Since the influence of social constraints in stressful life events is manifested in several
studies, it is important to have tools to measure it. Recently, studies emerged from non-
English-speaking samples (i.e., Chinese by You and Lu, 2014 and Greek by Koutrouli,
Anagnostopoulos, Tsikkinis, Papastylianou, and Lepore, 2015), and showed the associations
of social constraints with quality of life, emotional experience, and stress, using SCS-15 for
trauma survivors. You and Lu (2014) expressed the need for research on social constraints
among minority groups and in different cultural settings, and explored its relationship with
quality of life in a Chinese breast cancer survivor group. They found that social constraints
were negatively associated with quality of life and positive affect, and positively associated
with intrusive thoughts and negative affect among breast cancer survivors. They also
compared the scores of the Chinese sample to scores of Caucasian samples from previous
studies, and found cultural differences revealing that Chinese sample reporting higher social
constraints than Caucasion sample (You & Lu, 2014). Also, Koutrouli et al. (2015) explored
the psychometric properties of the Greek SCS-15. Greek version of the scale had a three-
factor structure; unsupportive behaviors, avoidant behaviors, and suggestions for distraction
and pretense, all significantly correlated with intrusions and distress. Unsupportive behaviors
showed the highest correlation with distress while suggestions for distraction had the highest

correlation with intrusive thoughts (Koutrouli et al., 2015).
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These studies show the cross-cultural validation of the SCS and explore the social
interactions in different settings with the evidence of cultural differences. However, literature
needs more cross-cultural evidence from different samples to gain a universal understanding
of the topic and provide valid and reliable tools to measure it. In Turkish literature, there are
no studies exploring the social constraints among bereaved individuals. Social interactions in
Turkish literature is limited to studies investigating the negative perceptions of social support.
Thus, this study aims to adapt the SCS into Turkish and test its initial psychometric properties

to respond to the gap in the literature.

Methodology

In this section, the characteristics and selection method of the participants are
presented. Then, data collection procedure is described and finally, psychometric properties of

the measures used in the current study are reported.

Participants and Procedure

Target population of this study was Turkish adults who experienced loss of a loved
one in the last 5 years. This limit was set to follow Rubin et al.’s (2009) suggestion that
grieving process of the bereaving individuals change significantly after five years. The
inclusion criteria were (a) being an adult, and (b) experiencing the loss of a loved one in last
five years. After gathering the approval from Middle East Technical University Human
Subjects Ethics Committee, the data were collected via pen and pencil forms from
volunteered bereaving individuals by researcher in approximately two weeks. Students and
personnel of Middle East Technical University were reached by the first author, and they were

also asked to refer other bereaved individuals as possible participants. In addition to these
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participants, bereaved individuals in the first author’s network (i.e., distant relatives and
acquaintances) were reached. The final study group included participants from different
regions of Turkey.

A total of 323 bereaving (222 females and 101 males) with an age range of 18 to 81
(M = 35.31, SD = 14.63) participated in the study. Since the purpose of the current study was
to adapt and test the psychometric analyses of the Social Constraints Scale, following Sousa
and Rojjanasrirat’s (2011) suggestions, at least five participants per item were aimed to be
reached for the study group.

Age of the participants were categorized depending on Bischof’s (1976) and
Santrock’s (2011) suggestions (early adulthood = 18-25, middle adulthood = 26-40, late
adulthood = 41-60, old age = 61-beyond). Of the participants, 109 (33.7%) of them were in
early adulthood group, 115 (35.6%) were in middle adulthood group, 79 (24.5%) were in late
adulthood group, and 20 (6.2%) were in old age group. According to the participants’ reports,
139 (43%) of the deceased were females and 184 (57%) were males, and the mean age of the
deceased was 62.82 (SD = 21.30) with a range of 9 to 101. The mean for the time since death
was 2.63 years (SD = 1.59). Of the reported losses, 154 (47.7%) of them were natural
anticipated (e.g., cancer, old age), while 125 (38.7%) of them were natural sudden (e.g., heart
attack) and 42 (13%) of them were violent (e.g., suicide). Of the deceased ones, 91 (28.2%) of
them were grandparents of the participants, while 59 (18.3%) were parents, 56 (17.3%) were
aunts and uncles, 37 (11.5%) were in-laws, 21 (6.5%) were other acquaintances, 20 (6.2%)
were friends, 17 (5.3%) were cousins, 11 (3.4%) were siblings, 10 (3.1%) were spouses, and 1
(0.3%) was child of the participants. Only 18 (5.6%) of the participants reported to get

professional psychological help after their loss while 297 (92%) had no professional help.

Measures
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The Social Constraints Scale (SCS). To measure the social constraints of the
bereaved in disclosing their thoughts and feelings, Lepore et al. (1996) developed a 10-item 5-
point rating scale (1 = almost never to 5 = almost always). They explored the relationships
among depressive symptoms, intrusive thoughts and social constraints of 98 bereaved mothers
who lost their infant babies because of SIDS. More specifically, the purpose was to assess the
social barriers occurring when bereaved mothers wanted to disclose their trauma related
thoughts and emotions. The scale asks the perceptions of social constraints with five questions
posed twice for “the most important person” for the bereaved and “other people” in the social
network separately. First, a two-factor structure was tested by Lepore et al. (1996), however,
exploratory factor analysis results revealed a one-factor structure, accounting for the 27% of
the variances. The total score is used to define the level of the constraints; higher scores
indicate higher levels of constraints. The internal consistency value was o« = .77 (Lepore et al.,
1996).

The Two-Track Bereavement Questionnaire (TTBQ). Rubin et al. (2009)
developed TTBQ to explore the responses to loss of a loved one. The 56-item questionnaire
consists of five factors; relational active grieving (RAG), close and positive relationship with
the deceased, conflictual relationship with the deceased, general biopsychosocial functioning,
and traumatic perception of the loss. For all the factors, higher scores indicate higher levels of
grief, more problematic adjustment and unhealthy attachment to the deceased. The reliability
values were ranging from .75 to .94.

Rubin et al. (2009) also reported that according to the higher order analysis, five
factors loaded under two tracks; Track | was assessing the functioning of the bereaved
(general biopsychological functioning and traumatic perception factors) and Track Il was
assessing the relationship to the deceased (RAG, close and positive relationship and

conflictual relationship factors). Authors suggested different ways of scoring; using a total
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score for the whole questionnaire, using any of the tracks or factors.

TTBQ was adapted into Turkish by Ayaz, Karanci, and Aker (2014) and 5-factor
structure was suggested with few items loading under different factors from the original
structure. They also confirmed the two track structure with higher order analysis. Overall, the
reliability values were ranging from .65 to .91 (Ayaz et al., 2014).

In the current study, RAG subscale assessing the influences of maladaptive grieving,
and biopsychosocial functioning subscale exploring the dysfunctioning of the bereaved were

used to test the criterion-related validity of the SCS.

Results

This section includes the translation process, content validity, construct validity and
convergent validity of the Social Constraints Scale. Relationships between social constraints
and demographic variables such as age and gender are also given in this section. Finally,
criterion-related validity and internal consistency reliability of the Social Constraints Scale

are presented.

Translation Process and Content Validity of SCS

After gathering the author permission to use and adapt the scale, five PhD students
proficient in both Turkish and English (one with English Language Teaching background,
three from psychological counseling field, and one from educational studies field) translated
the items. After the comparison of translations, back translation of the chosen items were
conducted to ensure the consistency of meaning. Finally, three academicians from
psychological counseling field were asked to provide feedback and so the translation was

finalized. During the whole process, guidelines of International Test Commission (2010) were
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followed.

Criterion-Related Validity and Internal Consistency Reliability of SCS

Pearson correlation coefficients among SCS, RAG and biopsychosocial functioning
were calculated to test the criterion-related validity. SCS scores had significant positive
correlations with both RAG (r = .22, p < .01) and biopsychosocial functioning (r = .37, p <
.01), as seen in Table 1 below.

Cronbach’s alpha coefficient was computed to examine the internal consistency of

SCS. Reliability value was o = .72 for the 5-parcel structure.

Table 1

Descriptives for Variables and Pearson’s Correlations between SCS and Other Variables

Variable M SD Skewness Kurtosis o Pearson’s r
RAG 36.85 11.89 .76 .09 .88 22%*
Functioning 20.02 5.77 .94 1.85 .70 37**

Functioning: Biopsychosocial Functioning.

**p < 0L

Construct and Convergent Validity of SCS

One-factor structure was tested with Confirmatory Factor Analysis (CFA) via Amos
18. Before running CFA, sample size and missing data, normality, outliers, linearity, and
multicollinearity assumptions (Kline, 2011) were checked. No violations of the assumptions
were observed. Normality test results showed that the distribution was moderately non-normal

since skewness values were smaller than 3 and kurtosis values were smaller than 8 (Kline,

303



AJESI - Anadolu Journal of Educational Sciences International, 2018; 8(2): 293-320
DOI: 10.18039/ajesi.454571

2011). Thus, maximum likelihood (ML) estimation was used and hypothesized model was
tested via bootstrapping method with 2000 bootstrapped samples and 95% confidence interval
(CI) to handle with the potential effects of non-normal data.

In order to interpret the results of CFA, fit indexes as Root Mean Square of Error of
Approximation (RMSEA), The Bentler Comparative Fit Index (CFI), Tucker-Lewis Index
(TLI), and Standardized Root Mean Square Residual (SRMR) were used with model chi-
square (¥?) and chi-square/ degrees of freedom ratio (y%/df-ratio) values. Before the results, the
cut points of the fit indexes are summarized to have a better understanding. Chi-square result
defined to be small (i.e., less than 3) and non-significant in the perfect fit (Kline, 2011). In
terms of RMSEA criteria, Browne and Cudeck (1993) suggest that, RMSEA < .05 indicates
good fit, and RMSEA < .08 indicates reasonable fit. Moreover, MacCallum, Browne, and
Sugawara (1996) suggested RMSEA values ranging between .08 and .10 indicate mediocre fit
and values above .10 indicate poor fit. MacCallum et al. (1996) also suggest reporting
RMSEA values with the confidence intervals (Cl) and indicate that the confidence intervals
should be around RMSEA value. About the confidence intervals (ClI), Kline (2011) suggests
the cut-off points as lower bound of CI < .05 and upper bound of CI < .10. In addition to
confidence intervals, AMOS also calculate the closeness of fit (pClose) and according to
Joreskog and Sérbom (1996) this value should be non-significant, i.e., pClose > .05. Both CFlI
and TLI values range from 0 to 1 and .95 is the cut-off value for both of the fit indices (Hu &
Bentler, 1999) and .90 is acceptable for both of the indices (Schumacker & Lomax, 2010).
SRMR values ranges from 0 to 1, and smaller values show better fit. A SRMR value less than
.08 (Hu & Bentler, 1999) is acceptable.

Results of CFA showed poor fit with 10-item structure (*(35) = 271.606, p < .05,
Jldf-ratio = 7.76, CFI = .79, TLI = .73, RMSEA = .15 [90% CI = .13,.16], pClose < .05, and

SRMR = .09), and suggested freely estimating the error terms of the repeated items asked for
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the most significant one of the bereaved and other people in the social network (i.e., items 1-
6, 2-7, 3-8, 4-9, and 5-10). Thus, item parceling technique (Kline, 2011) was used by adding
the repeated items to create a total score and five parcels were formed.

Results of CFA for the parceled structure showed good fit (y*(5) = 12.98, p < .05,
22ldf-ratio = 2.596, CFI = .98, TLI = .97, RMSEA = .07 [90% CI = .02,.12], pClose > .05, and
SRMR = .03). All standardized estimates were above .40, except from one (i.e., parcel2) and
all the regression weights were significant. The items of the parcels and results of the CFA for
the parceled structure of the scale are presented in Table 1 below.

The standardized estimates given in Table 2, shows the loadings of the parcels as
indicators of convergent validity of SCS. According to Kline (2011), when all indicators of a
factor have relatively high loadings (e.g., > .70), the results indicate convergent validity.
Results shows that one parcel has moderate (.59) and one parcel has low (.16) loading,
indicating doubtful convergent validity. However, poor convergent validity suggests that the

measure has “too few factors” (Kline, 2011, p. 240).

Table 2

Skewness and Kurtosis Values, Standardized Estimates and Regression Weights of the Parcels

Standardized Regression
Parcel Items Skewness Kurtosis Estimates Weights
parcell 1+6 1.56 2.27 .59 p <.001
parcel2 2+7 -.28 -1.01 .16 p<.01
parcel3 3+8 1.80 3.23 .73 p <.001
parcel4 4+9 2.03 5.05 87 p <.001
parcel5 5+ 10 1.69 3.85 .78 p <.001

Moreover, as a second indicator of convergent validity, Average Variance Extracted
(AVE) and Composite Reliability (CR) were computed. AVE was found as .45, which was
below the threshold of .50 and insufficient to represent convergence. According to Huang,
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Wang, Wu, and Wang (2013), AVE values higher than .45 could be acceptable when the CR
value is higher than .60. For the current study, the CR was calculated as .53, thus indicating

poor convergence.

Relationships between Social Constraints and Age and Gender

In order to gain deeper understanding on the concept of social constraints, and point
out its possible relations with age and gender, multi-group comparisons were conducted by
running ANOVA. Since the sample sizes for each group are small (i.e., less than 200), the
power of multi-group CFAs would be limited (Kline, 2011), thus a 4X2 ANOVA was
conducted to evaluate the effects of age groups (1 = early adulthood, 2 = middle adulthood, 3
= late adulthood, and 4 = old age) and gender on social constraints scores. Before running
ANOVA, Levene’s test showed that the homogeneity of variance assumption is not violated
(F(7,315) = 1.33, p > .05). ANOVA results indicated no significant interaction between
gender and age groups (F(3,315) = 1, p > .05) and no significant main effect for both gender
(F(1,315) = .24, p > .05) and age groups (F(3,315) = 1.66, p > .05). That is, there were no
significant group differences for neither gender nor age in terms of their social constraints

scores. The results are presented in Figure 1 and Table 3 below.
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Estimated Marginal Means of Social Constraint
Gender

— Female
— Male

22,00

21,007

20,00

Estimated Marginal Means

19,00
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Age Groups

Figure 1. Effects of age groups and gender on social constraints scores (N = 323).

Table 3

ANOVA Results for the Effect of Age Groups and Gender on Social Constraints Scores

Source SS df MS F 1
Gender 9.74 1 9.74 24 .001
Age group 198.79 3 66.26 1.66 016
Gender * Age group 119.46 3 39.82 1 .009
Error 12565.64 315 39.89

Total 12898.83 322

As seen from the Figure 1, except for the early adulthood group (age group 1), males
reported higher levels of social constraints than females. All means and standard deviations

are presented in Table 4 below.
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Table 4

Means and Standard Deviations of Social Constraints Scores for Age and Gender Groups

M SD
Females
Age group 1 (18-25) 20.05 6.56
Age group 2 (26-40) 18.05 7.03
Age group 3 (41-60) 20.09 4,94
Age group 4 (61-beyond) 19.03 5.45
Males
Age group 1 (18-25) 18.49 6.54
Age group 2 (26-40) 19.09 5.30
Age group 3 (41-60) 21.63 8.30
Age group 4 (61-beyond) 19.88 4.26

Discussion

Several studies revealed the significance of social support on human functioning and
well-being (Lepore, 2001; McGloshen & O’Bryant, 1988; Pennebaker & Harber, 1993; Riley
et al., 2007; Sheridan et al., 2010; Vachon & Stylianos, 1988), and the adverse effect of lack
of support (Lepore et al., 1996; Schuster et al., 1990). Social constraints were also found to
have more powerful influences on well-being than social support (Lepore, 1992, 2001; Lepore
& ltuarte, 1999). Especially after negative life events such as loss, individuals search for
support and when not found, adaptation becomes problematic (Lepore et al., 1996; Sheridan
et al., 2010; Vachon & Stylianos, 1988). Therefore, measuring and monitoring the perceptions
of social constraints is important as well as the social support. While social support is
commonly tested, further studies should also consider measuring the constraints
simultaneously to better understand the influences of social environment. Also, testing the
cross-cultural psychometric properties of SCS will help the researchers and practitioners gain

a deeper acknowledgement on social mechanisms. Thus, current study aimed to explore the
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relationships between social constraints and functioning after the loss of a loved one in a
Turkish sample, and test the reliability and validity of SCS.

The significant relationship between social constraints and adaptation to the loss that
was found in the current study has important implications for mental health field. Although
the design of the study is correlational and do not indicate causal associations among the
variables, results are still indicators of the relationships between problematic bonds with the
deceased and difficulties in functioning of the bereaved and perceptions of the support or
constraints from the social network.

Also, considering the social differences in help-seeking behaviors and emotional
expressivity, further studies should validate the cross-cultural structure of the social
constraints. Chinese (You & Lu, 2014) and Greek (Koutrouli et al., 2015) cancer survivor
samples showed that social constraints are negatively correlated with quality of life and
positive affect, and positively correlated with intrusive thoughts and negative affect.
Similarly, current study provides supportive evidence for cross-cultural validation by
indicating the negative associations between social constraints and functioning after the loss.
Current study made an important contribution with exploring the relationships among social
constraints, age, gender and adaptation to loss, and tested the initial psychometric properties
of SCS in a Turkish sample. Results of ANOVA showed no significant age and gender
differences in SCS scores. However, males reported higher levels of constraints than females
for all age groups except for the youngest group (i.e., 18-25 ages). Despite being non-
significant, these findings were consistent with the early study results, revealing male gender
and old age groups as disadvantaged groups in terms of social constraints (Farberow et al.,
1992; Fry, 2001; Lubben, 1988; Stelle & Uchida, 2004; Stroebe et al., 1999). These results
can be explained by the fact that males have lower levels of emotional abilities and

expressivity (Lindinger-Sternart, 2015; Vaswani, 2011), and tend to seek less help from
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others (Mackenzie et al., 2008; Oliver et al., 2005). Higher levels of social constraints of
males may be explained by gender roles in Turkish culture, too. Studies on Turkish samples
show that males have higher levels of suppression and masking their emotions, and have
lower levels of emotional expressivity and impulse strength than females (Tunay-Akan &
Barigkin, 2016), and are less likely to express their happiness, surprise, sadness and fear than
females, and think that expressing their happiness is more appropriate than expressing their
sadness and fear (Bolak-Boratav et al., 2011). These gender roles on emotional expressivity
may play a critical role in social communication; assuming that males will not express their
emotions, the social network may constrain the bereaved. However, these gender differences
were tested by ANOVA in the current study. In order to better explore the gender and age
group differences, multi-group analyses should be conducted. A limitation of the current
study was the unequal and relatively small group sizes which enabled to control the
invariances. Thus, further studies should be planned accordingly to reach for balanced groups
and test the invariances.

Results of the current study revealed significant associations between social
constraints and adjustment to the loss of a loved one. Acknowledging gender and age
differences, this study provides beneficial information for the mental health field. Monitoring
the resources and risk factors of the bereaved clients, support groups should be promoted.
Furthermore, mental health professionals should promote and support bereaved clients to
express their loss-related thoughts and feelings. Bereaved individuals who express their
thoughts and feelings in the safe, understanding, and caring atmosphere of the counseling
session will satisfy their needs for sharing their experiences, being listened and approved by
others.

In terms of the psychometric properties of the Turkish SCS, internal consistency was

calculated with Cronbach alpha coefficient and found as .72. Additionally, to control the
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construct validity, two CFAs were run. Depending on CFA results, item parceling technique
(Kline, 2011) was used and the one factor structure was confirmed. Results also showed
initial evidence for the validity and reliability of the Turkish SCS. Since the measure uses
total score to evaluate the level of constraints originally, item parceling technique did not
change the evaluation criteria or the factor structure (Kline, 2011). One limitation of the study
was the low standardized estimate of the 2" parcel (i.e., parcel created by adding the 2" and
7" items), including the reversed-coded items, asking for perceptions of support. In order to
evaluate the low loadings of these items, the results should be further tested with different
samples and evaluated carefully. Another limitation of the current study was its insufficient
convergent validity values (i.e., both the standardized estimates and average variance
extracted values). In order to deal with this problem, further studies should test different
factor structures, as Kline (2011) suggests that low values of convergent validity indicate
possible additional factors. Moreover, to gain a better understanding of the validity and
reliability of the Turkish Social Constraints Scale, further studies should also test the
divergent validity and test-retest reliability.

Construct validity of the scale was also tested with Relational Active Grieving and
Biopsychosocial Functioning subscales of TTBQ, and SCS showed significant correlations
with both of them, showing the association between the perceptions of social constraints and
difficulties in adaptation to the loss of a loved one. Results of the current study are also
supporting former studies exploring the relationship between social constraints and
psychological distress (Clark, 1993; Lepore, 1992; Lepore, Fernandez-Berrocal, Ragan, &
Ramos, 2004; Lepore et al., 2000), health related stress and quality of life (Eton, Lepore, &
Helgeson, 2001, 2005; Koutrouli et al., 2015; Lepore, 2001), and discrimination (Henson,
Derlega, Pearson, Ferrer, & Holmes 2013; Lewis et al., 2006). These studies showed that

when individuals have social support, they cope better with difficult life events such as stress,
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life threatening illness, discrimination and stigmatization. However, when they perceive
constraints, they report higher levels of stress and lower abilities of coping. While supporting
the former findings, results of the current study showed significant but low correlations. Thus,
the relationships among the related variables should be considered carefully. Current study
assessed the grief related stress level of the participants by using TTBQ, however, grief
related stress could be correlated with other variables, such as emotion regulation and social
support. The low correlation coefficients could be interpreted as an indicator of mediator
variables on the relationship between social constraints and difficulties in adaptation to the
loss of a loved one. Therefore, further studies should consider these low coefficients and use
other variables to test the construct validity.

Current study explored social constraints only from the perspectives of the bereaved,
which is another limitation. The nature of the social constraints includes social interaction
with others, thus additional information resources should be added into the research (You &
Lu, 2014). Further studies should reach to a comparison group of caregivers and significant
others, or synthesize self-report and observatory data to gain a better understanding of the

social constraints mechanism.
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Sosyal Bilgiler Dersi Ogretiminde Okuma Becerilerinin Etkin
Kullammmina Yénelik Sosyal Bilgiler Ogretmenlerinin Goriisleri
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Sosyal bilgiler dersi 6gretiminde okuma becerilerinin etkin kullanimina yonelik sosyal
bilgiler 6gretmenlerinin goriislerini belirlemek amaciyla yapilan bu caligma kesitsel betimsel
tarama modelindedir. Calismanin evrenini 2016-2017 egitim-6gretim yilinda Corum ili merkez
ilge ve merkez ilgeye bagli koylerdeki ortaokullarda gérev yapan sosyal bilgiler 6gretmenleri
olusturmustur. Arastirmada herhangi bir 6rneklem se¢im yontemi kullanilmadan ¢aligma evrenin
tamam: olan 112 sosyal bilgiler 6gretmenine ulasilmasi hedeflenmistir. Ancak arastirmaya
katilmay1 kabul etmeme, aragtirmanin yapildig: tarihlerde okula gelmeme, yonetici olarak goérevli
olma, anket maddelerine samimi cevaplar vermeme gibi nedenlerle toplam 103 sosyal bilgiler
Ogretmeni ile calisma gerceklestirilmistir. Arastirmada, Yildinm (2016) tarafindan gelistirilen
“brang Ogretmenlerinin okuma becerilerini kendi Ogretim alanlarinda kullanmalarina yonelik
inanglar’” adli dlgek uyarlanarak kullanilmis ve elde edilen verilerin ¢éziimlenmesinde frekans,
yiizde, aritmetik ortalama ve standart sapma dagilimlari hesaplanmistir. Bununla birlikte, ¢oklu
degiskenlerle karsilagtirma yapmada Mann-Whitney U testi ve Kruskal-Wallis H testi analizi
kullanmlmustir. Aragtirma bulgularindan elde edilen sonuglara gore; sosyal bilgiler dersinde okuma
becerilerinin etkin kullanimina yonelik sosyal bilgiler 6gretmenlerinin goriislerinin aritmetik
ortalamasinin 5,43 ve buna gore de sosyal bilgiler 6gretmenlerinin, sosyal bilgiler dersinde okuma
becerilerinin etkin kullanimina yonelik disiincelerinin “Katiliyorum” boyutunda oldugu tespit
edilmistir. Sosyal bilgiler 6gretmenlerinin sosyal bilgiler dersinde okuma becerilerinin etkin
kullanimina yonelik goriisleri cinsiyete, kideme, mezun olunan bdliime ve mezun olunan fakiilteye
gore degismemektedir. Sosyal bilgiler 6gretmenlerinin konu alant okuma becerilerinin ve buna
yonelik inanglarinin egitim siirecleri ile artirilmasi, aday 6gretmenlerin egitimlerinde konu alani
okuma becerileri lizerinde egitimler verilmesi Onerilebilir.

Anahtar kelimeler: Sosyal bilgiler, sosyal bilgiler 6gretmenleri, konu alan1 okuma, konu alanm
okuma becerileri
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Abstract

This study was conducted to determine social studies teachers’ opinions on the effective use
of reading skills in teaching social studies. The study used a cross-sectional research model with
middle school social studies teachers in the Corum District during the 2016-2017 academic year.
The study aimed to include all 112 social studies teachers in the Corum District as particpiants, but
this goal was not achieved because some teachers did not want to participate, some were not
present when the study was carried out, some were working as principals in schools, and some
teachers were removed from the study due to their giving dishonest answers to survey questions.
As a result, the study was completed with a total of 103 teachers. The study adapted Yildirim’s
(2016) “teachers’ beliefs in using reading skills in their teaching fields” survey, and frequency,
percentage, arithmetic mean, and standard deviation distributions were calculated in the data
analysis. Moreover, the Mann-Whitney U test and the Kruskal-Wallis H test analysis were used to
compare multiple variables. Results showed that the arithmetic average of the opinions of social
studies teachers related to the effective use of reading skills in social studies courses was 5.43.
This score means that social studies teachers’ opinions on the effective usage of reading skills in
social studies was at the “Agree” level. The study also found that social studies teachers’ views on
the effective use of reading skills do not vary by sex, years of teaching, major, or the school they
attended. The study suggests to increase social studies teachers’ subject field reading skills and
their beliefs through education. Education should also be offered to prospective teachers in order
to increase their subject field reading skills.

Keywords: Social studies, social studies teachers, subject field reading, subject field reading skills

322



AJESI - Anadolu Journal of Educational Sciences International, 2018; 8(2): 321-353
DOI: 10.18039/ajesi.454580

Giris

Ogrenciler ortaokulda siirekli olarak daha iist diizey farkli 6grenme disiplinleri ile
karsilagsmaktadir. Bu disiplinlerde hem 6gretmenlerin hem de 6grencilerin okuma ve yazma
becerilerini kompleks ve etkin bir sekilde kullanmasi gerekmektedir. Bu becerilerin 6nemi;
fen bilimleri, matematik, sosyal bilgiler ve Tiirk¢e gibi derslerde daha iist diizey kavramlari
ve igerigi anlamada daha fazla 6n plana ¢ikmaktadir. Ayni1 metin bagli oldugu disiplinin
baglamina gore farkl sekillerde ele alinabilir. Birgok arastirma 6grencilere farkli disiplinlerde
gerekli olan okuma yazma egitimi saglandiginda o disiplini 6grenmelerinin gelistigi ve bunun
paralelinde 6grencilerin basarilarinda 6nemli artislarin goézlemlendigini ortaya koymustur
(Jacobs, 2002; Moss, 2005). Bu durumun bu kadar O6nemli olmasina ragmen hem
arastirmacilarin hem de 6gretmen egitimcilerinin 6zellikle ortaokul ve daha iist kademelerdeki
Ogretmenlerin okuma yazma becerilerini kendi smif i¢i 6gretimlerine etkili bir sekilde dahil
etmelerine yardim edemedikleri belirtilmektedir (Hall, 2005). Arastirmalar bu durumun
olugmasinda bazi 6nemli gerekgeler ortaya koymaktadirlar. Bazi ¢alismalar, arastirmacilarin
ve 0gretmen egitimcilerinin konu alam1 6gretmenlerinin (farkli disiplinlerdeki 6gretmenlerin)
kendi derslerinde ayni zamanda okuma yazma egitimine yonelik etkinlikler de
gerceklestirmelerine yonelik farkindalik gelistirmelerine yardimci olmadiklarini ve bundan
dolay1 konu alan1 6gretmenlerinin kendi derslerinde okuma yazma becerilerinin énemine
yonelik bir duyarlilik olusturamadiklarini ortaya koymustur (Ulusoy ve Dedeoglu, 2011).
Wineburg (2001) ve Muth (1993) tarafindan yapilan aragtirmalarda 6gretmen egitimcilerinin
okuma becerisini genel bir gorev olarak algiladiklar1 ve konu 6grenimleri i¢in ¢ok 6zel bir
yontem olarak kullanmadiklar1 ortaya konulmustur. Yine ayni ¢alismada 6zellikle konu alani
Ogretmenlerine, 6gretmen egitim siiregleri boyunca bu becerilerle ilgili stratejileri kendi
derslerindeki metinleri anlamak ic¢in nasil kullanilacagina yonelik firsatlar taninmadigina da

ulasilmistir (akt. Hall, 2005).
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Konu alan1 6gretmenlerinin kendi alanlarinda karsilastiklar1 metinlere genel bir bakis
acist ile yaklagsmalar1 ve metinle ilgili 6nemli ince ayrintilar1 algilayamamalar1 konunun
Ogretimini olumsuz yonde etkileyecektir. Konu alanit ne olursa olsun veya hangi alanda
okuma yapilirsa yapilsin en 6nemli amaglardan biri degisen amaclara gore anlam kurma
siirecidir. Ornegin, fen ile ilgili okumalar yapan Ogrenciler herhangi bir konuda fen ile
gercekleri, yasalart ve ilkeleri 6grenebilirler. Ancak bu metinde yazan her sey gercek veya
tam olmayabilir. Bundan dolay1r 6grencilerin okuduklart metindeki gercgeklerle, teorileri
anlayabilmeleri ve ayirt edebilmeleri gerekmektedir. Benzer sekilde sosyal bilgiler dersindeki
bir metni okuyan ogrencilerin tarihsel gergekleri, var olan yanliliklardan ayirt etmeleri
gerekmektedir. Bunun i¢in de Ogrencilerin okuma yazma stratejilerini etkin bir sekilde
kullanmalar1 6nem tagimaktadir (Perfetti, Britt ve Georgi, 1995). Bu baglamda dgretmenlerin
hem kendi konu alanlarini iyi bilmeleri hem de kendi 6grencilerine kompleks okuma
becerilerini  kazandirip kendi alanlarinda karsilagtiklart metinleri en iyi sekilde
okuyabilmelerine yardimci olabilmeleri gerekmektedir. Bu da konu alan1 okuma ve yazma
becerilerini giindeme tagimaktadir.

Konu alan1 okuma ve yazma becerileri genel okuma yazma becerilerini, alana 6zgii
okuma ve yazma becerilerini ve ayni zamanda smif icindeki icerige iliskin yapilar
kapsamaktadir. Bu kavram okuma ve yazma becerilerinin etkin kullanimimi gerektirmekle
birlikte 6grenci merkezli 6grenme siireglerini, okuma ve yazma siirecinde disiplinlerarasi
yaklagimlar1 desteklemektedir. Ogrencilerin dgrenme siirecine aktif katilimlarini saglayan
Ogretim stiregleri, 6grencilerin kendi 6grenme durumlarinda daha fazla etkin olmalarina
yardimc1 olmakla birlikte onlari pasif 6grenen olmaktan kurtarmaktadir (Bean, 1997).
Bourdiou (1986) tarafindan da ifade edildigi iizere okuma ve yazma becerileri kiiltiirlesme
merkezini olusturmakla birlikte 6grenciler hem okulda hem de okulun disinda bu merkezi

kendi etkilesimlerinde kullanabilirler (akt., Riccio, 2008).
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Lee ve Fradd (1998, akt. Riccio, 2008) okuma-yazmayi ve bilimi kapsayan bir
Ogretimsel cerceve gelistirmislerdir. Bu ¢erceveye gore akademik sdylem, sosyal sdylem,
kiiltiirel anlama ile bilim yapma, bilimi konusma ve bilimle igbirliginde bulunma diger bir
deyisle bilimle okuma ve yazma siirecini anlamay1 birlestirerek 6gretmen hem spesifik alanin
Ogretimini hem de okuma ve yazma becerilerinin 6gretimini en iyi sekilde gerceklestirebilir.

Ozellikle ortaokul ve lise egitim ddnemlerinde sosyal bilgiler, fen bilimleri ve
matematik gibi derslerde okuma ve yazma becerilerinin 6gretim siirecine dogru bir sekilde
nasil entegre edilecegi ile ilgili 6nemli tartismalar oldugu goriilmektedir. Ozellikle son
yapilan arastirmalar, ortaokul ve lise yillarinda basarisizlik yasayan dgrencilerin en biiyiik
problemlerinden birinin okuma ve yazma becerileri ile ilgili uygulamalara &gretim
ortamlarinda ¢ok fazla yer verilmemesi oldugunu gostermektedir (Bates, 2009, akt. Huysman,
2012).

Carnegie Cooprpopration (Biancarosa ve Snow, 2006) tarafindan yayimnlanan raporda
ortaokul ve lise egitim yillarinda farkli disiplinlerde okuma ve yazma becerilerinin etkin
kullanimina iliskin farkli Oneriler getirilmistir. Bu Oneriler ortaokul ve lise yillarindaki
Ogrenci basarisinin nasil gelistirilmesi gerektigi noktalarina odaklanmistir. Bu baglamda etkili
ogretimsel ilkelerin siirece nasil dahil edildigi, teknoloji unsurunun dgretim ortaminda nasil
kullanildigi, okuma ve yazma siirecine ne kadar zaman ayrildigi ve Ogretmenlerin bu
anlamdaki mesleki yeterliliklerini artirmak i¢in neler yapildig1 6grenci basarisini etkileyen
degiskenler olarak belirtilmistir. Goriildiigii tizere ifade edilenlerden biri de okuma ve yazma
stirecine ne kadar zaman ayrildigidir.

Farkli konu alanlariin 6gretiminde okuma ve yazma becerilerinin etkin kullanimina
yonelik ilk caligmalar 1900’li yillarin baglarinda gergeklestirilmistir. Huey (1908) ve
Thorndike (1917) tarafindan yapilan ilk c¢alismalar ve bu alana yonelik artan ilgi ‘“her

O0gretmen bir okuma Ogretimcisidir” sloganinin ortaya ¢ikmasina yardimci olmustur. Ancak
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bu slogan konu alan1 6gretmenlerinin aldiklar1 6gretmen egitimleri dikkate alindiginda ¢ok da
etkili olmamistir. Bu alandaki ilk ¢aligsmalar ve ortaya ¢ikan sdylemler dgretmenlerin igerik
ogretiminde okuma becerilerini kullanarak 6grencilerin 6grenmelerini desteklemeleri yoniinde
gerceklesmistir. Ancak birgcok konu alant 6gretmeni bu sorumlulugun kendilerine
yiiklenemeyecegini ifade etmistir (akt. Manzo, Manzo ve Thomas, 2005). 1970’lere kadar
alan davranig¢1 yaklagimin etkisi altinda kalmig ve bu siirece yonelik ilgi gelismemistir.
1970’1i yillardan sonra davranis¢i teoriye tepki olarak dogan farkli pedagojiler baglaminda
okuma ve yazma becerilerinin farkli konu alanlarinda 6gretimi ve bu becerilerin gelistirilmesi
siireci etkinligini yeniden kazanmistir. Herber (1970) tarafindan yayinlanan calisma ile
ogrencilerin okuma becerilerine farkli konu alanlarinin 6gretiminde dahil edilmeleri gerektigi
belirtilmis ve yenide konu alani 6gretiminde okuma ve yazma becerilerinin dgretimine
yonelik degisim siireci baslatilmistir (Alvermann, 1990).

Yine aynt zaman dilimine denk gelen siiregte Lev Vygosky'nin caligmalarinin
toplanmas1 ve farkli dillere terciime edilmesi, konu alani derslerinin 6gretiminde okuma ve
yazma becerilerinin etkin kullanilmasi gerektigi hususunda 6nemli bir kose tasi oldugu ifade
edilebilir. Vygotsky’nin teorisine gore egitimcilerin ¢ocuklardaki gelisim ile kendi 6§renme
siireclerindeki iligkileri anlamalar1 gerektigi ve bu dogrultuda cocuklarin okuma becerisi
gelisimlerini olumlu ydnde gelistirebilecekleri vurgulanmustir. Igerigin 6gretiminin en iyi
sekilde dogru okuma stratejilerinin ¢ocuklara kazandirilmasiyla gergeklestirilebilecegi
savunulmustur (Huysman, 2012).

1980’11 yillar ¢oklu okuryazarlik kavramlariin etkisinin hissedildigi ve konu alani
okuma ve yazma becerilerinin bu siiregten etkilendigi bir donem olarak ifade edilebilir. Bu
betimlenmistir (Guthrie ve Kirsch, 1984). Bu yillarda konu alan1 okuma ve yazma becerileri,

belirtilen disiplindeki yeni igerigin ediniminde okuma ve yazma becerilerinin kullanilmasi
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seklinde tanimlanmigtir. 1990’11 yillara kadar okuma ve yazmaya iliskin tanimlamalar, yazili
materyallerle sinirlandirilmistir. 1990’11 yillarla birlikte teknolojinin devreye girmesi ile konu
alan1 okuma ve yazma becerilerinin tanim ve igerigi de genislemistir. Yeni tanimlamalarda
konu alan1 okuma ve yazma siireci ilgili alana 6zgli metni okuma, anlama ve bunun ig¢in
uygun materyalleri kullanma seklinde agiklanmistir (Bean ve Baldwin, 1998, akt. Huysman,
2012). Yine bu baglamda arastirmacilar konu alani ile okuma ve yazma becerileri arasindaki
baglantilar1 giliclendirme ve gelistirme odakli c¢alismalar yiiriitmiislerdir. 2000’11 yillarla
birlikte dijital kirilmalarin baslamasi ile 6gretmenler alan bilgisinin kazanimi i¢in ¢ok farkl
medya unsurlarin1 kullanmaya baglamiglardir. Konu alani okuma ve yazma becerileri gorsel
imgeleri, ses ve video klipleri, drama, video oyunlarini, telefon mesajlarini, internet sitelerini,
bloglar1 ve diger tim dijital diger degiskenleri icermeye baglamistir (Lewis, Leander ve
Wang, 2007; Readence, Bean ve Baldwin, 2004). Dolayisi ile konu alan1 dgretmenlerinin
bilgi ve iletisim teknolojileri ile birlikte ortaya ¢ikan yeni okuryazarlik becerilerine yonelik de
yeterliliklerinin artirilmasi ihtiyact dogmustur (Huysman, 2012). Bu yeterliliklerin artirilmasi
Ogretmen egitimi kapsaminda yer alacak ve Ogretmenlerin s6z konusu yeterlikleri
kazanmalarinin yaninda bunlar1 6gretmenliklerinde kullanmalari da istenecektir. Nitekim
Ogretmenlerin  sahip oldugu yeterlilikleri uygulamalar1 onlara birakilmis olacaktir.
Ogretmenlerin var olan yeterliklerini kullanmalarinda én plana ¢ikan énemli degiskenlerden
biri de duruma yonelik inanglarimin ne oldugudur. Konu alani 6gretmenlerinin neyi nasil
Ogreteceklerine yonelik kararlari, sahip olduklar1 inanglardan biiyiik oranda etkilenmektedir
(Buchman, 1987). Ogretmenler ne dgretecekleri ile ilgili yeterli bilgiye sahip olabilirler,
o0gretmenligin ne oldugu konusunda yeterli farkindaliga sahip olabilirler ve bunun yaninda
miifredat1 6grencilerine nasil kazandirabileceklerine yonelik yeterli pedagoji bilgisine sahip
olabilirler. Ancak sahip olduklar1 bu bilgiye ragmen kendilerinin sahip olduklar1 inanclar

onlarin smif i¢i 6gretim uygulamalarini etkileyecek en 6nemli degiskenlerden biri olarak

327



AJESI - Anadolu Journal of Educational Sciences International, 2018; 8(2): 321-353
DOI: 10.18039/ajesi.454580

ortaya ¢ikmaktadir (Shulman, 1987). Ogretmenlerin 6grenme ve 6gretme siireci hakkindaki
inanglar1 ve pedagojik bilgileri birbirleri ile iliskili olmakla birlikte ayn1 zamanda sahip
olduklar1 alan ve pedagojik bilgi kendi inanglarini etkileyebilir (Pajares, 1992).

Ortaokul konu alanlarindan birini de sosyal bilgiler dersi olusturmaktadir. Sonmez’e
gore (2005) sosyal bilgiler, toplumsal gercekle kanitlamaya dayali bag kurma siireci ve bu
stirec sonunda elde edilen dirik bilgiler biitiinlidiir ve sosyal bilgiler genel olarak toplum
bilimlerinden olusmakta, yeri geldiginde edebiyat basta olmak i{izere matematik ve sanatla
ilgili bilimlerin de bilgilerinden yararlanmaktadir. Bu baglamda sosyal bilgiler dersi i¢eriginin
agirlikli olarak sosyal bilimlerden olustugu yani sosyal bilgiler dersinin sozel agirlikli bir ders
oldugu soylenebilir (Tay, 2005). Sosyal bilgiler dersinin sozel agirlikli olmasi ve edebiyat
basta olmak {izere matematik ve sanatla ilgili bilimlerden olusmasi okuma ve anlama
etkinliklerinin 6nemini isaret etmektedir. Bunun yaninda 2005 yili ve sonrasindaki (2015,
2017 ve 2018) sosyal bilgiler programlarinin tematik ve sosyal olusturmacilik anlayisiyla
hazirlanmis olmasi ile birlikte sosyal bilgiler 6gretiminde beceri egitiminin énem kazandigi
goriilmektedir. Nitekim sosyal bilgiler egitimcilerinin diinyadaki en biiyiik meslek orgiitii olan
Amerikan Sosyal Bilgiler Ulusal Konseyi (NCSS)’ne gore (2001°den akt. Zarillo, 2016)
sosyal bilgiler 6gretiminin asil misyonu, Ogrencilerin etkin birer vatandas olmalarini
saglayacak olan bilgi, beceri ve degerler gelistirmelerine yardimci olmaktir. Sosyal bilgiler
dersinin etkili vatandas yetistirme misyonu programlarinin bu anlayisa uygun olarak
yapilandirilmasimi gerekli kilmaktadir. 2005, 2015, 2017 ve 2018 sosyal bilgiler 6gretim
programlarinin s6z konusu anlayislara uygun olarak beceri temelli oldugu sdylenebilir. Bu
kapsamda gelistirilecek olan becerilerden biri de Tiirk¢e’yi dogru, etkili ve giizel kullanma
becerisidir. “Tiirk¢e’yi dogru, gilizel ve etkili kullanma” becerisinin 5 alt beceri ile
kazandirilmas1 planlanmis ve bu alt beceriler dinleme, konusma, okuma, yazma ve gorsel

okuma/sunu becerileri olarak belirlenmistir (MEB, 2005a; MEB, 2005b). S6z konusu
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becerilerin kazandirilmast 6grencilerin hem etkili vatandas olma 6zelligini olusturacak hem
de okumalarmin anlamli olmasina katki saglayacaktir. Bununla birlikte 2018 Sosyal Bilgiler
Ogretim Programi’nin Tiirkiye Yeterlilikler Cergevesi dikkate almarak yetkinliklere yonelik
beceri gelistirme amacinda olmasi ve bu gergevede gelistirilmesi ongdriilen yetkinliklerden
ozellikle anadilde iletisim, dijital yetkinlik, sosyal ve vatandaslikla ilgili yetkinlikler, inisiyatif
alma ve girisimcilik ve de kiiltiirel farkindalik ve ifade yetkinlikleri okuma beceri ile ilgilidir.
Bu kapsamda Ogrencilerin sosyal bilgiler ile ilgili okumalarinin anlamli olabilmesi alan
okuma becerilerinin gelismesi ile ilgili olabilir. Alan ya da konu alan1 okuma becerisi bu
anlamda onemli olacaktir. Sosyal bilgiler 6gretmenleri “Tiirk¢e’yi dogru, giizel ve etkili
kullanma becerisini” kazandirirken sosyal bilgiler alan1 okuma becerilerini de O6grencilere
kazandirmalar1 6nemli olacaktir.

Anderson, Armbruster ve Roe’ye gore (1990) 6gretimin niteligi, bireylerin nasil bir
okuma yazma egitimi aldig1 ve okuma-yazma becerilerinde nasil bir asama kaydettikleri ile
dogrudan iligkilidir. Dolayisi ile 6gretmenlerin sahip olduklar1 okuma yazma becerileri,
onlarin 6gretim yeterliklerinde de etkili olmaktadir. Bu da konu alan1 okuma yazma becerileri
ile ilgilidir. Tiim bunlar sosyal bilgiler 6gretmenlerinin bir bagka ifade ile konu alani
ogretmenlerinin de okuma yazma becerilerinin 6gretimi ve kullanimina yonelik sahip olmus
oldugu inanglarin kendilerinin bu siiregleri kendi 6gretim ortamlarina aktarmasi agisindan
onem tasimaktadir. Bundan dolay1 bu ¢aligmada sosyal bilgiler 6gretmenlerinin sosyal bilgiler
derslerinde okuma yazma becerilerinin kullanimina yonelik goriisleri incelenmistir. Bu
anlamda bu calismanin {ilkemizde bu alanda var olan boslugun giderilmesine katki
saglayacagi distliniilmekte ve ayn1 zamanda konu alan1 derslerinde okuma yazma becerilerinin
etkin kullanilmasinin 6nemine dikkatlerin c¢ekilmesini saglayacagi umulmaktadir. Bundan

dolayr bu arastirmanin amaci, sosyal bilgiler dersinde okuma becerilerinin etkin kullanimina
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yonelik sosyal bilgiler 6gretmenlerinin goriislerini betimlemektir. Bu amaca ulasmak i¢in su
sorulara yanit aranmistir:

1. Sosyal bilgiler dersinde okuma becerilerinin etkin kullanimina yonelik sosyal
bilgiler 6gretmenlerinin goriisleri nedir?

2. Sosyal bilgiler dersinde okuma becerilerinin etkin kullanimma yonelik sosyal
bilgiler 6gretmenlerinin goriisleri cinsiyete gore degismekte midir?

3. Sosyal bilgiler dersinde okuma becerilerinin etkin kullanimina yonelik sosyal
bilgiler 6gretmenlerinin goriisleri kidemlerine gére degismekte midir?

4. Sosyal bilgiler dersinde okuma becerilerinin etkin kullanimina yonelik sosyal
bilgiler 6gretmenlerinin goriisleri mezun olunan fakiilteye gore degismekte midir?

5. Sosyal bilgiler dersinde okuma becerilerinin etkin kullanimina yonelik sosyal

bilgiler 6gretmenlerinin goriisleri mezun olunan boliime gore degismekte midir?

Yontem

Sosyal bilgiler dersinde okuma becerilerinin etkin kullanimina yonelik sosyal bilgiler
Ogretmenlerinin goriislerini belirlemek amaciyla yapilan bu arastirmada konu hakkinda
mevcut olan durum betimleneceginden ‘“betimleyici arastirma” yontemi kullanilmustir.
Olaylarin, objelerin, varliklarin, kurumlarin, gruplarin ve ¢esitli alanlarin “ne” oldugunu
betimlemeyi, agiklamay1 hedefleyen ¢alismalar betimsel (betimleyici) ¢alismalardir.

Betimleme arastirmalari, mevcut olaylarin daha 6nceki olay ve kosullarla iligkilerini
de dikkate alarak, durumlar arasindaki etkilesimi aciklamayr hedef alir (Kaptan, 1998;
Karasar, 2005). Bu arastirmalarda degiskenler arasinda nedensel iliskiler yerine birlikte
bulunma iliskisine bakilir (Kus, 2003). Betimleyici arastirma yontemleri; survey (tarama),
durum, gelistirme, karsilagtirma, etnografik (kiiltiir ile ilgili), degerlendirme ve aksiyon
arastirmalari olarak ifadelendirilebilir (Verma ve Mallick, 1999; Ekiz, 2003). Bu arastirmada
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var olan bir durum betimlendiginden durum tespit modeli kullanilmigtir. Bununla birlikte
betimsel arastirmalar, kesitsel, boylamsal ve gegmise doniik arastirmalar olarak siniflanabilir
(Fraenkel ve Wallen, 2006; Gorard, 2006; Johnson ve Christensen, 2004’den akt.
Biiyiikoztiirk, Kilig Cakmak, Akgilin, Karadeniz ve Demirel, 2012). Bu arastirma,
yasayanlarin ve halihazirda var olanlarin bir kismi {lizerinde ve bir seferde Olglimlerle veri

toplandigindan kesitsel tarama modelindedir.

Evren ve Orneklem

Kesitsel tarama modelinde evrene gidilmemektedir (Sonmez ve Alacapinar, 2013).
Bundan dolayr bu arastirmada iki evren betimlenmistir. Bunlar; teorik ve ulasilabilir
evrenlerdir. Teorik evren, genelleme yapilacak evren olarak ifade edilmektedir (Akarsu, 2014)
ve bu arastirmanin teorik evrenini Tiirkiye’deki sosyal bilgiler 6gretmenleri olusturmaktadir.
Ulagilabilir evren ise teorik evrendeki bireylerin hepsine ulasilamayacagi durumlarda
kullanilan evrendir (Akarsu, 2014) ve bu arastirmanin ulasilabilir evrenini Corum ili merkez
ilce ve merkez ilgeye bagl kdylerdeki ortaokullarda gorev yapan sosyal bilgiler 6gretmenleri
olusturmustur.

Betimleyici tiirdeki bu arastirmada herhangi bir Orneklem se¢im ydntemi
kullanilmadan ulagilabilir evrenin tamami olan 112 sosyal bilgiler 6gretmenine ulagilmasi
hedeflenmistir. Fakat arastirmaya katilmay1 kabul etmeme, arastirmanin yapildig: tarihlerde
okula gelmeme, yonetici olarak gorevli olma ve anket maddelerine samimi cevap vermeme (2
kisi) gibi nedenlerle toplam 103 sosyal bilgiler 6gretmenine ulasilabilmistir (katilim orani %
91,96). Calismanin ulagilabilir evrenini 31’1 kadin ve 72’sini erkek Ogretmenler
olusturmustur. Bu 6gretmenlerin 93’1 egitim fakiiltesi (sosyal bilgiler 6gretmenligi 71; tarih
ogretmenligi 11; cografya o6gretmenligi 3; simf Ogretmenligi 8), 10°u ise fen-edebiyat

fakiiltesi (tarih 8; cografya 2) mezunudur.
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Veri Toplama Araglan

Bu calismada veriler “okuma becerilerinin etkin kullanim1” veri toplama araci ile

toplanmistir. Bu veri toplama araci ile ilgili bilgiler asagida verilmistir.

Okuma becerilerinin etkin kullanimi

Arastirma kapsaminda sosyal bilgiler 6gretmenlerinin, sosyal bilgiler dersinde okuma
becerilerinin etkin kullannrmina yonelik diistincelerini belirlemek i¢in Yildirim (2016)
tarafindan  gelistirilen “Brans Ogretmenlerinin Okuma Becerilerini Kendi Ogretim
Alanlarinda Kullanmalarma Yénelik inanglar” adli 6lgek uyarlanarak kullanilmistir. Yildirim
(2016) tarafindan gelistirilen bu 6lgegin faktor analizi ve giivenirlilik ¢aligmalart Mugla ilinde
bir devlet {niversitesinin egitim fakiiltesinde Ogrenim goren Ogretmen adaylari ile
gerceklestirilmistir. Egitim fakiiltesinden 6grenim goéren toplam 247 6gretmen aday: (sosyal
bilgiler, fen, matematik béliimlerinde) ile dlgek gelistirme calismalart yiiriitiilmiistiir. Olgegin
yapt gegerliligini test edebilmek i¢in agimlayici faktdr analizi (AFA) ve dogrulayici faktor
analizi (DFA); giivenirlilik calismasi i¢in ise i¢ tutarlik katsayisi (Cronbach alpha ),
Spearman-Brown testi esit yarilari arasindaki korelasyon katsayis1 ve madde giivenirligi i¢in
de iist %27 ile alt %27°1ik gruplar arasindaki farki ortaya koyup koyamadigini test etmek i¢in
bagimsiz gruplar i¢in t-testi kullanilmistir. Son olarak verilere faktor analizi uygulanabilmesi
icin 6rneklem uygunlugu (sampling adequacy) ve Barlett Sphericity testleri yapilmustir.
Olgegin yap1 gecerligini test etmek amaciyla gerceklestirilen AFA sonucunda 6lgme aracinin
36 maddeden olusan tek faktorlii bir yapr gosterdigi tespit edilmistir. Tiim grupta KMO
orneklem uygunluk katsayist .876 (>.60), Barlett Sphericity testi (¢ok degiskenli normal
dagilimin gdstergesi) ¥2=29999.212(595); (p< .001) olarak bulunmustur. Olgegin tek faktor

olarak 11.003’lik bir 6z degere sahip ve %31 oraninda bir varyans agikladigi goriilmiistiir.
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Gelistirilen lgegin faktdr yiikleri .30 ile .76 arasinda degismistir. Olcegin maddelerinin
madde toplam test korelasyonlar1 .30 ile .71 arasinda degismistir. Yap1 gecerligi ile ilgili
gerceklestirilen AFA sonucunda elde edilen yapinin DFA ile dogrulanip dogrulanmadig test
edilmistir. Olgegi iki yar1 giivenirlilik degeri ise (rxx).90 olarak elde edilmistir. Yapilan
madde analizi ¢aligmasinda, her bir maddenin ortalamasina gore belirlenmis %27’lik alt ve
iist gruplar arasindaki farka iliskin bagimsiz gruplar i¢in t-testi degerlerinin p<.001 diizeyinde
anlamli oldugu tespit edilmistir. Olgegin biitiiniinde i¢ tutarlik katsayis1 .93 olarak elde

edilmistir. Bu ¢aligsmada ise 6l¢egin biitlinlinde i¢ tutarlik katsayisi .94 olarak elde edilmistir.

Verilerin Elde Edilme Siireci

Nicel veri toplama aract Milli Egitim Midirliigii ve okul idarecilerinden izinler
alinarak uygulanmistir.

Uygulama 6ncesinde 6gretmenlere bu ¢aligmanin neden yapildig1 hakkinda arastirmaci
tarafindan bilgi verilmis ve isimlerinin hicbir sekilde kullanilmayacag: ifade edilmistir. Bu
yolla &gretmenlerin sorulara daha objektif ve daha samimi cevap vermeleri saglanmaya
calisilmigtir. Veri toplama araci 6rneklemde yer alan ortaokullarda bulunan sosyal bilgiler
ogretmenlerine her okulda ayri ayr verilerek uygulanmistir. Her bir veri toplama aracinin
cevaplandirilmasi ortalama 20 dakikalik biiyiik teneffiis aralarinda (6gretmenler odasinda)

yapilmugtir.

Verilerin Analizi

Arastirmada verilerin analizinde SPSS 25.00 (Stastical PackageFor Social Sciences)

paket programi kullanilmistir. Arastirmanin amacina uygun olarak, elde edilen verilerin

¢oziimlenmesinde frekans (f), yiizde (%), aritmetik ortalama ()? ) ve standart sapma (SD)
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dagilimlar1 hesaplanmistir. Bununla birlikte, ¢oklu degiskenlerle karsilastirma yapmada
verilerin normal dagilim gosterip gostermedigine Kolmogorov Smirnov normallik testi ile
bakilmis ve verilerin normal dagilim gostermedigi (bkz. Tablo 3.6) goriilerek iki degiskenli
karsilagtirmalarda Mann-Whitney U testi, {i¢ ve daha fazla degiskenlerde de Kruskal-Wallis H

testi analizi kullanilmastir.

Tablo 1
Okuma Becerilerinin Etkin Kullanimina Iliskin Verilerinin Normallik Testleri (Kolmogorov-

Smirnov testi)

Statistic sd p
,146 103 ,000

Hesaplanan ortalama degerlerin yorumlanmasinda kullanilan degerlendirme 6l¢eginde
grup deger araliginin tespitinde;
a = Ranj / Yapilacak Grup Sayist formiilii kullanilmistir (Tasdemir, 2000). Buna gore

veri toplama aracindaki maddelerin sinir1 asagidaki gibidir:

Tablo 2

Veri Toplama Aract Maddelerinin Puanlandirilmasi

Verilen Agirlik Nitelik Gruplart Sinir1

7 Kesinlikle katiltyorum 7 - 6,14
6 Katiliyorum 6,13 - 5,57
5 Katilma egilimindeyim 5,56 - 4,40
4 Ne katiliyorum ne de katilmiyorum 4,39 - 3,53
3 Katilmama egilimindeyim 3,562 - 2,66
2 Katilmiyorum 2,65 - 1,79
1 Kesinlikle katilmiyorum 1,78 - 1
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Bulgular

Bu boliimde sosyal bilgiler oOgretmenlerinin sosyal bilgiler dersinde okuma

becerilerinin etkin kullanimina yonelik diisiincelerinin ne oldugu ve bu diisiincelerinin ¢oklu

degiskenlere gore degisip degismedigine yonelik bulgulara ve buna bagli yorumlara yer

verilmistir.

Sosyal Bilgiler Dersinde Okuma Becerilerinin Etkin Kullanimina Yonelik Sosyal Bilgiler

Ogretmenlerinin Goriisleri

Sosyal bilgiler dersinde okuma becerilerinin etkin kullanimina yo6nelik sosyal bilgiler

Ogretmenlerinin veri toplama aracina verdikleri cevaplarin standart sapma ve aritmetik

ortalama puanlar1 hesaplanmis ve sonuclar asagidaki tabloda verilmistir.

Tablo 3

Sosyal Bilgiler Dersinde Okuma Becerilerinin Etkin Kullanimina Yénelik Sosyal Bilgiler

Ogretmenlerinin Goriisleri

Maddeler N S X Diizey
S1 Sosyal bilgiler 6gretmenleri ayni zamanda &grencilerin okuma Katilma
o 103 1,96 5,15 o )
becerilerini gelistirmekle de sorumludur. egilimindeyim
S2  Sosyal bilgiler derslerinde o6grencilerin karsilarina ilk defa ¢ikan
) ] ) ) o 103 1,74 5,89 Katiliyorum
kavramlar bu dersin 6gretmenleri tarafindan dgrencilere 6gretilmelidir
S3  Sosyal bilgiler dgretmenlerinin temel sorumlulugu yalnizca kendi Katilma
103 1,99 5,25
alanlariyla ilgili bilgileri 6gretmektir. egilimindeyim
S4  Sosyal bilgiler dgretmenleri okuma becerilerinin kazandirilmasina
yonelik bir diploma almadiklarindan kendi derslerinde bu becerileri 103 1,79 5,38 Katiliyorum
Ogretmelerine gerek yoktur.
S5 Okuma becerilerinin kazandirilmasindan sadece simif ve Tiirkge
103 1,90 5,43 Katiliyorum

ogretmenleri sorumlu olmalidir.
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S6 Sosyal bilgiler 6gretmenleri &grencilerin okuma siirecine yonelik

Kesinlikle
ilgilerini artirmak istiyorlarsa kendilerinin de okumaya ilgi 103 1,37 6,14
katiliyorum
duyduklarini gostermelidirler.
S7  Sosyal bilgiler 6gretmenleri kendi alanlar ile ilgili bilgileri 6gretmeli, Katil
atilma
okuma egitimini siif Ogretmenlerine ve Tiirkge Ogretmenlerine 103 1,99 5,05
egilimindeyim

birakmalidirlar.

S8 Sosyal bilgiler 6gretmenleri, 6grenciler okurken onlarin hem basit hem
) ) 103 1,23 6,10 Katiliyorum
de iist diizey diisiinebilmelerine yardimci olmalidirlar.

S9  Sosyal bilgiler 6gretmenleri metinlerin okunmasi sirasinda 6grencilerin
103 1,12 5,93 Katiliyorum
okuma amaglar1 olusturmasina yardimei olmalidirlar.

S10 Sosyal Bilgiler 6gretmenlerinin okuma becerilerinin kazandirilmasina
kendi derslerinde zaman harcamalari, bosa kiirek ¢ekmekten bagka bir 103 1,76 5,38 Katiliyorum
sey degildir.

S11 Sosyal Bilgiler dgretmenleri okuma ile ilgili becerilerin 6grencilerde
103 1,41 5,63 Katiliyorum
nasil gelistiginin fakinda olmalidirlar.

S12 Sosyal Bilgiler 6gretmenlerinin kendi derslerinde okuma becerilerinin
o 103 1,39 5,84 Katiliyorum
onemini vurgulamalarina gerek yoktur.

S13 Sosyal Bilgiler 6gretmenlerinin asil amaci okuma becerilerini 6gretmek Katil
atilma
degil, kendi alanlar1 ilgili bilgiyi detayli bir sekilde ogrencilere 103 2,10 4,62
egilimindeyim
kazandirmaktir.

S14 Her 6gretmen kendi dersinde okuma becerilerini kazandirmak igin
103 1,79 5,32 Katiliyorum
zaman ayirmalidir.

S15 Sosyal Bilgiler 6gretmenlerinin 6grencilerin karsilagtiklari metinlerdeki
bilgiyi nasil elde edebileceklerine yonelik materyaller kullanmalar1 103 1,18 5,96 Katiliyorum

gerekmektedir.

S16 Okuma stratejilerinin  Sosyal Bilgiler derslerindeki konularin
103 1,44 5,62 Katiliyorum
ogretimine dahil edilmesi bagarty1 artirir.

S17 Ogrencilere Sosyal Bilgiler derslerinde karsilastiklar1 metinleri nasil
103 1,74 5,37 Katiliyorum
okumalar1 gerektigi bu alanlarin 6gretmenleri tarafindan gretilmelidir.

S18 Okuma becerilerinin 6gretiminin Sosyal Bilgiler derslerine dahil Katilma
. . . 103 1,98 4,66
edilmesi gerekmektedir. egilimindeyim

S19 Sosyal Bilgiler dgretmenlerinin &grencilerin kelime hazinelerinin ve
103 1,46 5,81 Katiliyorum
anlamalarinin gelisimlerine yardime1 olmalar1 gerekmektedir.

S20 Sosyal Bilgiler o6gretmenlerinin  dgrencilerin  okuma diizeylerini Katilma

) ) ) 103 191 460 )
degerlendirmeleri gerekmektedir. egilimindeyim

S21 Sosyal Bilgiler 6gretmenleri, okuma becerilerini kendi alanlarinin Katilma

S e 103 186 467
ogretimine dahil etmelidirler. egilimindeyim
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S22 Sosyal Bilgiler 6gretmenlerinin kendi derslerinde dgrencilerine okuma
103 1,44 559 Katiliyorum
becerilerini 6gretecek yeterlige sahip olmalar1 gerekmektedir.

S23 Ogrencilerin Sosyal Bilgiler derslerindeki metinleri okumada basarili
103 1,17 5,84 Katiliyorum
olabilmeleri i¢in okuma 6gretimine ihtiyaglar1 yoktur.

S24 Ogrencilerin Sosyal Bilgiler derslerindeki konular1 6grenmeleri icin iyi
103 1,52 5,98 Katiliyorum
birer okuyucu olmalarina gerek yoktur.

S25 Sosyal Bilgiler 6gretmenleri kendi derslerinde dgrencilerin akict okuma
103 1,72 5,31 Katiliyorum
becerilerini gelistirmelerine yardimei1 olmalidir.

S26 Sosyal Bilgiler o&gretmenleri genel okuma becerilerinin 6gretimi
yaninda kendi alanlarma 6zgii konularin 6gretiminde de kullanacaklar1 103 1,17 5,85 Katiliyorum

okuma becerilerinin farkinda olmalidirlar.

S27 Sosyal Bilgiler 6gretmenlerinden derslerinde okuma giigliikleri bulunan 103 202 450 Katilma
ogrencilerin bu problemlerine ¢oziim liretmeleri beklenemez. 7 ’ egilimindeyim

S28 Sosyal Bilgiler 6gretmenlerinin kendi alanlari ile ilgili konularin
ogretiminde Ogrencilerin okuma becerilerinden nasil faydalanacagi 103 1,27 5,84 Katiliyorum

konusunda model olmalidirlar.

S29 Sosyal Bilgiler 6gretmenleri 6grencilerin ilk kez karsilastiklar1 farkli 103 165 501 Katilma
tiirde metin yapilarina iligkin 6gretim yapmalidirlar. ’ ' egilimindeyim

S30 Okuma becerileri Ogretiminin, alan farki gozetilmeksizin tim

103 1,71 5,53 Katiliyorum
disiplinlerdeki 6grenmelerin odak noktasi olmasi: gerekmektedir.

S31 Okuma  becerilerinin ~ 6gretiminin ~ Sosyal  Bilgiler  dersinin 103 181 498 Katilma
kazanimlarina etkin bir sekilde dahil edilmesi gerekmektedir. 7 ’ egilimindeyim

S32 Okuma becerilerinin 6gretimi teknik bir siire¢ oldugu icin Sosyal

Bilgiler 6gretmenlerinin bu konularda herhangi bir sey bilmelerine 103 1,50 5,55 Katiliyorum

gerek yoktur.
S33 Sosyal Bilgiler 6gretmenlerinin okuma becerilerinin 6gretimini kendi |
Katilma
konu alanlarinin 6gretimine dahil etmesi konularin 6gretimini sikict 103 1,97 4,47
egilimindeyim

hale getirecektir.

S34 Sosyal Bilgiler 6gretmenlerinin okuma etkinliklerinden faydalanmalari,
kendi derslerindeki konularmm o6gretimini daha ilgi c¢ekici hale 103 1,67 5,29 Katiliyorum

getirecektir.

S35 Sosyal Bilgiler o6gretmenleri ders kitaplart disinda farkli okuma
103 1,23 6,01 Katiliyorum
materyallerinden de faydalanmalidirlar.

S36 Sosyal Bilgiler 6gretmenleri okuma becerilerinin dgretiminde Sinif ve
103 1,32 5,97 Katiliyorum
Tiirkce 6gretmenleri ile isbirligi halinde hareket etmelidirler.

Ortalama 103 ,96 5,43 Katiliyorum
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Tablo 3 incelendiginde en yiiksek aritmetik ortalamaya sahip maddenin “Sosyal
bilgiler 6gretmenleri 6grencilerin okuma siirecine yonelik ilgilerini artirmak istiyorlarsa
kendilerinin de okumaya ilgi duyduklarmi gostermelidirler.” (6,14=Kesinlikle katiliyorum)
oldugu goriilmektedir. En disiik agirlikli ortalamaya sahip madde ise “Sosyal Bilgiler
Ogretmenlerinin okuma becerilerinin 6gretimini kendi konu alanlarinin 6gretimine dahil
etmesi konularin 6gretimini sikici hale getirecektir.” (4,47=Katilma egilimindeyim) oldugu
tespit edilmistir.

Yine Tablo 3’e gore sosyal bilgiler dersinde okuma becerilerinin etkin kullanimina
yonelik sosyal bilgiler 6gretmenlerinin goriislerinin aritmetik ortalamasinin 5,43 oldugu ve
buna gore de sosyal bilgiler 6gretmenlerinin sosyal bilgiler dersinde okuma becerilerinin etkin

kullanimina yonelik diisiincelerinin “Katiliyorum” boyutunda oldugu belirlenmistir.

Sosyal Bilgiler Dersinde Okuma Becerilerinin Etkin Kullanimina Yonelik Sosyal Bilgiler

Ogretmenlerinin Goriislerinin Cinsiyete Gére Durumu

Sosyal bilgiler dersinde okuma becerilerinin etkin kullanimina yonelik sosyal bilgiler
ogretmenlerinin veri toplama aracina verdikleri cevaplardan aldiklar1 puanlar normal dagilim
gostermediginden bu cevaplarin cinsiyete gore degisip degismedigi Mann-Whitney U testi ile

hesaplanmis ve sonuclar asagidaki tabloda verilmistir.

Tablo 4
Sosyal Bilgiler Dersinde Okuma Becerilerinin Etkin Kullammina Yonelik Sosyal Bilgiler

Ogretmenlerinin Goriislerinin Cinsiyete Gore Mann-Whitney U Testi Sonuglart

Grup n Sira Ortalamasi Sira Toplam U p
Kadm 31 46,77 7741450 954,00 ,244
Erkek 72 54,25 3906,00
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Tablo 4’e¢ gore, sosyal bilgiler 6gretmenlerinin sosyal bilgiler dersinde okuma
becerilerinin etkin kullanimina yonelik goriislerinin cinsiyete gore farklilagsmadigi tespit
edilmistir (U=954,00, p>.05). Sira ortalamalar1 dikkate alindiginda, erkek olan sosyal bilgiler
Ogretmenlerinin bayan olan sosyal bilgiler 6gretmenlerinden sosyal bilgiler dersinde okuma
becerilerinin etkin kullanimina ydnelik goriigleri puanlarinin  daha yiiksek oldugu
anlasilmaktadir. Bu fark istatistiksel olarak anlamli degildir. Bu bulgu, sosyal bilgiler dersinde
okuma becerilerinin etkin kullanimina yonelik goriislerin cinsiyete gore degismedigini

gostermektedir.

Sosyal Bilgiler Dersinde Okuma Becerilerinin Etkin Kullanimina Yonelik Sosyal Bilgiler

Ogretmenlerinin Goriislerinin Kideme Gore Durumu

Sosyal bilgiler dersinde okuma becerilerinin etkin kullanimina yonelik sosyal bilgiler
Ogretmenlerinin veri toplama aracina verdikleri cevaplardan aldiklar1 puanlar normal dagilim
gostermediginden bu cevaplarin kideme gore degisip degismedigi Kruskal-Wallis H testi ile

hesaplanmis ve sonuclar asagidaki tabloda verilmistir.

Tablo 5
Sosyal Bilgiler Dersinde Okuma Becerilerinin Etkin Kullamimina Yonelik Sosyal Bilgiler

Osretmenlerinin Goriiglerinin Kideme Gore Kruskal-Wallis H Testi Sonuglart

Kidem n Sira Ortalamasi Sd x2 p
1-5y1l 26 57,27
6-10 y1l 34 58,00
11-15y1l 29 45,84 4 5,706 ,222
16-20 y1l 8 43,31
21 y1l ve stii 6 36,50
Toplam 103
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Tablo 5’e gore, sosyal bilgiler 6gretmenlerinin sosyal bilgiler dersinde okuma
becerilerinin etkin kullanimma yonelik goriislerinin kideme gore farklilagmadigr tespit
edilmistir [y2 (4)=5,706; p>0.05]. Sira ortalamalar1 dikkate alindiginda, en yiiksek
ortalamanin 6-10 y1l kideme sahip olan sosyal bilgiler gretmenlerine ait oldugu bunu 1-5 yil
kideme sahip sosyal bilgiler 6gretmenlerinin izledigi goriilmektedir. En diisiik sira ortalamasi
ise 21 yil ve iizeri kideme sahip sosyal bilgiler 6gretmenlerine aittir. Bu sira ortalamalari
birbiriyle farki istatistiksel olarak anlamli degildir. Bu bulgu, sosyal bilgiler dersinde okuma

becerilerinin etkin kullanimina yonelik goriislerin kideme gore degismedigini gostermektedir.

Sosyal Bilgiler Dersinde Okuma Becerilerinin Etkin Kullanimina Yonelik Sosyal Bilgiler

Ogretmenlerinin Gériislerinin Mezun Olduklar1 Boliime Gore Durumu

Sosyal bilgiler dersinde okuma becerilerinin etkin kullanimina yonelik sosyal bilgiler
Ogretmenlerinin veri toplama aracina verdikleri cevaplardan aldiklar1 puanlar normal dagilim
gostermediginden bu cevaplarin mezun olduklart bolime gore degisip degismedigi Kruskal-

Wallis H testi ile hesaplanmis ve sonuglar asagidaki tabloda verilmistir.

Tablo 6

Sosyal Bilgiler Dersinde Okuma Becerilerinin Etkin Kullamimina Yonelik Sosyal Bilgiler

Osretmenlerinin  Goriislerinin  Mezun Olduklart Béliime Gére Kruskal-Wallis H Testi

Sonuglar

Bolim n Sira Ortalamasi Sd 12 p
Sosyal Bilgiler Ogretmenligi 71 54,18

Tarih Ogretmenligi 11 37,64

Cografya Ogretmenligi 3 73,33

Sinif Ogretmenligi 8 44,75 S 6,865 231
Cografya 2 78,00

Tarih 8 45,13

Toplam 103
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Tablo 6’ya gore, sosyal bilgiler 0gretmenlerinin sosyal bilgiler dersinde okuma
becerilerinin etkin kullanimma yonelik gorlislerinin  mezun olduklar1 boliime gore
farklilagsmadig1 tespit edilmistir [x2 (5)=6,865; p>0.05]. Sira ortalamalar1 dikkate alindiginda,
en yliksek ortalamanin cografya boliimiinden mezun olan sosyal bilgiler 6gretmenlerine ait
oldugu bunu cografya 6gretmenliginden mezun olan sosyal bilgiler 6gretmenlerinin izledigi
goriilmektedir. En diisiik sira ortalamasi ise tarih 6gretmenligi béliimiinden mezun olan sosyal
bilgiler 6gretmenlerine aittir. Bu sira ortalamalar1 birbiriyle farki istatistiksel olarak anlaml
degildir. Bu bulgu, sosyal bilgiler dersinde okuma becerilerinin etkin kullanimina yonelik

goriislerin mezun olunan boliime gore degismedigini gostermektedir.

Sosyal Bilgiler Dersinde Okuma Becerilerinin Etkin Kullanimina Yonelik Sosyal Bilgiler

Ogretmenlerinin Gériislerinin Mezun Olduklan Fakiilteye Gore Durumu

Sosyal bilgiler dersinde okuma becerilerinin etkin kullanimina yonelik sosyal bilgiler
Ogretmenlerinin veri toplama aracina verdikleri cevaplardan aldiklar1 puanlar normal dagilim
gostermediginden bu cevaplarin mezun olduklar fakiilteye gore degisip degismedigi Mann-

Whitney U testi ile hesaplanmis ve sonuclar agagidaki tabloda verilmistir.

Tablo 7
Sosyal Bilgiler Dersinde Okuma Becerilerinin Etkin Kullanmimina Yonelik Sosyal Bilgiler

Osretmenlerinin Goriislerinin Mezun Olduklar: Fakiilteye Gore Mann-Whitney U Testi

Sonuclart
Grup n Sira Ortalamasi Sira Toplami U p
Egitim Fakiiltesi 93 52,03 4839,00
Fen-Edebiyat Fakiiltesi 10 51,70 517 462,00 973
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Tablo 7’ye gore, sosyal bilgiler dgretmenlerinin sosyal bilgiler dersinde okuma
becerilerinin etkin kullanimma yonelik goriislerinin mezun olduklar1 fakiilteye gore
farklilagsmadig tespit edilmistir (U=954,00, p>.05). Sira ortalamalar1 dikkate alindiginda,
egitim fakiiltesi mezunu olan sosyal bilgiler 6gretmenlerinin fen-edebiyat fakiiltesinden
mezun olan sosyal bilgiler 6gretmenlerinden sosyal bilgiler dersinde okuma becerilerinin
etkin kullanimina yonelik goriisleri puanlarinin daha yiliksek oldugu anlasilmaktadir. Bu fark
istatistiksel olarak anlamli degildir. Bu bulgu, sosyal bilgiler dersinde okuma becerilerinin
etkin kullanimina yonelik goriislerin  mezun olduklar1 fakiilteye gore degismedigini

gostermektedir.

Sonug ve Tartisma

Sosyal bilgiler dersinde okuma becerilerinin etkin kullanimina yonelik sosyal bilgiler
Ogretmenlerinin goriislerinin belirlendigi bu calismada veri toplama araci ile elde edilen
veriler 1s181nda ulasilan sonuglara asagida yer verilmistir:

1. Sosyal bilgiler dersinde okuma becerilerinin etkin kullanimina yonelik sosyal
bilgiler 6gretmenlerinin goriislerinin aritmetik ortalamasinin 5,43 oldugu tespit edilmis ve
buna goére de sosyal bilgiler 6gretmenlerinin, sosyal bilgiler dersinde okuma becerilerinin
etkin olarak kullanilmasina yonelik diislincelerinin kesinlikle olmasa da bir alt boyut olan
“katiliyorum” seklinde oldugu goriilmektedir. Bu baglamda sosyal bilgiler 6gretmenlerinin,
sosyal bilgiler dersinde okuma becerilerinin etkin olarak kullanilmasi gerektigi diisiincesinde
birlestikleri sonucuna ulasilabilir.

Farkli disiplinlerdeki her bir 6gretmenin okuma becerilerinin kazandirilmasinda etkin
roller iistlenmeleri gerektigi vurgulanmaktadir. Her bir 6gretmen okuma becerilerine yonelik
bir 6gretmen egitiminden gegmemis olsa da tiim dersler ve siniflardaki etkinlikler okuma

becerilerinin etkin kullanilmasini (grafik okuma, resim yorumlama vb.) gerektiren ¢aligmalar
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icermektedir. Cogu egitim aragtirmacist okuma ve yazma dgretiminin matematik, fen bilimleri
ve sosyal bilgiler derslerine dahil edilmesi gerektigini 6nemle vurgulamaktadirlar (Shanan ve
Shanan, 2008). Bilindigi lizere okuma ve yazma becerileri tim 6grenme alanlarinda kritik ve
onemli roller istlenmektedir. Ancak Ogretmenlerin bu becerilerin farkli disiplinlerde
kullanilmasia yonelik inanglar1 da farkliliklar gostermektedir (Arrastia, Jakiel ve Rawls,
2014). Nourie ve Lenski (1998) yaptiklart ¢aligmada O6gretmenlerin bu becerilerin farkl
disiplinlerin 6gretiminde kullanilmasina yonelik olumlu tutumlar1 varken Akyol ve Ulusoy
(2010) tarafindan yapilan calismada 6gretmenler bu becerileri ve iliskili stratejileri kendi
smiflarinda etkin bir sekilde kullanmaya yonelik olumlu tutumlar belirtmemislerdir. Genel
olarak olumsuz tutumlar ifade eden 6gretmenler, bu durumun kendi siniflarinda okuma ve
yazma becerilerini etkin bir sekilde kullanabileceklerine yonelik egitim almadiklarindan
kaynaklandigi seklinde belirtmislerdir (McCoss-Yergian ve Krepps, 2010; Stewart ve
O’Brien, 1989). O’Brien ve Stewart (1990) da yaptiklar1 ¢aligmada 6gretmenlerin okuma ve
yazma ile iligkili stratejileri farkli disiplinlerde kullanmaya yonelik olumsuz tutumlar
sergiledikleri sonuclarma ulasmislardir. Ifade edildigi gibi bu durum en énemli sebeplerinden
biri olarak oOgretmenlerin kendi Ogretmenlik egitim siire¢lerinde okuma ve yazma
becerilerinin farkli 6grenme alanlarinda kullanilmasina yonelik bir deneyimlerinin olmamasi
gosterilebilir.

2. Sosyal bilgiler 6gretmenlerinin sosyal bilgiler dersinde okuma becerilerinin etkin
kullanimina yonelik goriisleri 68retmenlerin cinsiyetlerine gore farklilasmamaktadir. Bir
baska ifade ile hem erkek hem de kadin Ogretmenler sosyal bilgiler dersinde okuma
becerilerinin etkin kullanim1 konusunda hemfikirdirler.

Sira ortalamalar1 dikkate alindiginda, erkek olan sosyal bilgiler 6gretmenlerinin bayan
olan sosyal bilgiler 6gretmenlerinden sosyal bilgiler dersinde okuma becerilerinin etkin

kullanimina yonelik goriisleri puanlarinin daha yiiksek oldugu anlasilmaktadir.
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Bilindigi iizere 6gretmen inanglart 6gretim siireci ve uygulamalarimi etkileyen 6nemli
degiskenlerden biri olarak ifade edilmektedir. Fennema (1990) 6gretmenlerin cinsiyetle ilgili
inang ve davraniglarimin siirece yonelik kendi tutumlarini etkiledigini ifade etmistir.
Ogretmenlerin cinsiyetleri; kendi inanglarmi ve davramislarii ve de dgrenci inanglarini,
davraniglarin1 ve bagarisini etkilemektedir (akt. Li, 1999). Bean (1997) tarafindan yapilan
calismada brang Ogretmenlerinin okuma ve yazma beceri ile iliskili stratejileri siniflarinda
kullanmaya yonelik tutum ve inanglari degerlendirilmistir. Ogretmenlerle yapilan
goriismelerde kadin 6gretmenlerin slirece yonelik daha olumlu tutumlar sergiledikleri
anlagilmistir. Genel olarak arastirmalarda konu alani 6gretmenlerinin (brans 6gretmenleri),
inanclarmin  cinsiyete gore degisip degismedigi incelenmemekle birlikte yapilan
arastirmalarin ¢ogunda konu alan1 6gretmenlerinin okuma ve yazma becerilerinin kendi sinif
ortamlarinda kullanimlarina yonelik olumlu tutumlar sergiledikleri sonuglar1 ortaya
konulmustur (Alvermann, O’Brien ve Dillon, 1990; Sturtevant ve Linek, 2003).

3. Sosyal bilgiler 6gretmenlerinin sosyal bilgiler dersinde okuma becerilerinin etkin
kullanimina yonelik goriisleri kideme gore degismemektedir.

Sira ortalamalan dikkate alindiginda, en yliksek ortalamanin 6-10 yil kideme sahip
olan sosyal bilgiler 6gretmenlerine ait oldugu bunu 1-5 yil kideme sahip sosyal bilgiler
Ogretmenlerinin izledigi goriilmektedir. En diisiik sira ortalamasi ise 21 yil ve iizeri kideme
sahip sosyal bilgiler dgretmenlerine aittir. Ogretmenlerin yeni &gretimsel uygulamalari
kullanmaya yonelik istekliligi, egitimsel ilerlemeyi etkileyen anahtar degiskenlerden biri
olarak ifade edilmektedir. Cogu okulun gelismeye yonelik g¢abalari, yeni uygulamalarin
kullanilmasina yonelik girisimleri igermektedir. Literatiir incelendiginde 6gretmenlerin yeni
Ogretimsel siirecleri kullanmaya yonelik istekliliklerini ve inanglarini etkileyen farklh
degiskenler ortaya konulmustur. Bu degiskenler arasinda yeni kullanilacak uygulamanin

O0gretmenin var olan ve sinifta kullandig1 uygulamalarla ne kadar Ortiistiigii, ihtiyac duyulan
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caba ve zaman, Ogretmenlerin uygulamanin giicligline yonelik inanglari, &gretmenlerin
mesleki deneyimi ve siirece yonelik 6z yeterlilikleri gosterilmektedir (Deemer, 2004; Ghaith
ve Yaghi, 1997).

Yukarida da belirtildigi lizere 6gretmen inanclarini etkileyen degiskenlerden biri
olarak da Ogretmenlerin mesleki deneyimleri gosterilmektedir. Fang (1996) tarafindan da
belirtildigi lizere inanglar1 yordayan énemli degiskenler arasinda 6gretmenlerin sahip oldugu
mesleki deneyim onem arz etmektedir. Elde edilen bulgular da 21 yil ve daha iistii kideme
sahip 0gretmenlerin okuma becerilerini kendi 6gretim ortamlarinda kullanmaya yonelik daha
olumlu yonde gortisler belirttiklerini gostermistir. Flowerday ve Schraw (2000) tarafindan
belirtildigi iizere kontrollii 6grenme ortamlarinin (6gretmenler ve yapilandirilmig sinif
ortamlar1) simid otonomisi ve dgrenme lizerinde onemli etkileri bulunmaktadir. Kontrollii
ortamlarda kisisel otonomi algisinin ve i¢sel motivasyonun azaldigi bunun da 6grenmenin
azalmasina ve olumsuz tutumlara sebebiyet verdigi belirtilmektedir. Ogretmenlerin
otonomilerini etkileyen noktalardan biri olarak da 6gretmenlerin mesleki deneyimleri oldugu
ifade edilmektedir. Deneyimli Ogretmenlerin kendi siniflarinda daha ozgiir hareket
edebildikleri, karar verme algilarinin daha yiiksek oldugu ve bunun da daha yiiksek diizeyde
i¢sel motivasyonun ortaya ¢ikmasina katkida bulundugu ortaya konulmaktadir. Bu arastirma
da deneyimli 6gretmenlerin daha olumlu goriisler ifade etmeleri, bu durumdan kaynaklanmis
olabilir.

4. Sosyal bilgiler 6gretmenlerinin sosyal bilgiler dersinde okuma becerilerinin etkin
kullanimina yonelik goriisleri mezun olduklar1 boliime gore farklilasmamaktadir.

Sira ortalamalar1 dikkate alindiginda, en yiiksek ortalamanin cografya boliimiinden
mezun olan sosyal bilgiler 6gretmenlerine ait oldugu bunu cografya 6gretmenliginden mezun
olan sosyal bilgiler 6gretmenlerinin izledigi goriilmektedir. En diislik sira ortalamasi ise tarih

ogretmenligi boliimiinden mezun olan sosyal bilgiler 6gretmenlerine aittir.
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Boyle bir sonucun ortaya ¢ikmasinda etkili olan durumlardan biri olarak egitim
fakiiltesinden mezun olmayan ogretmenlerin Ogretmenlik egitiminden gelmediklerinden
dolay1 kendilerini ortaya koyma c¢abalarinin bir sonucu oldugu gosterilebilir. Bu durumun da
kendilerinin daha fazla bu siirece yonelik olumlu ydnde goriisler ortaya koymalarini
yonlendirdigi diistiniilmektedir. Tarafindan yapilan calismada da alan disindan gelen
ogretmenlerin getirdikleri eksikliklerle gidermeye yonelik siirekli bir ¢aba igerisinde olduklari
ve bu baglamda 6gretmen yeterliliklerine yonelik eksikliklerine gidermeye yonelik daha fazla
kaygi hissettikleri sonuglarina ulasmistir (Ergiines, 2001). Yine yapilan bazi aragtirmalarda
alan disindan gelen Ogretmenlerin yetersizliklerinden kaynakli olarak daha fazla galigmaya
caba gosterdikleri ve bu durumun da siirece yonelik daha olumlu tutumlar gelistirmelerine
yardimci oldugu yoniinde sonuglara ulasilmistir (akt. Oksal ve Sadioglu, 2008).

5. Sosyal bilgiler 6gretmenlerinin sosyal bilgiler dersinde okuma becerilerinin etkin
kullanimina yonelik goriisleri mezun olduklar fakiilteye gore degismemektedir.

Sira ortalamalar1 dikkate alindiginda, egitim fakiiltesi mezunu olan sosyal bilgiler
ogretmenlerinin fen-edebiyat fakiiltesinden mezun olan sosyal bilgiler 6gretmenlerinden
sosyal bilgiler dersinde okuma becerilerinin etkin kullanimina yonelik gortisleri puanlarinin
daha yiiksek oldugu anlagilmaktadir.

Bir 6nceki sonugla karsilagtirildiginda benzer bir degerlendirme bu bulgu iginde
gerceklestirilebilir. Farkli fakiiltelerden mezun Ogretmenlerin (alan disindan gelen
ogretmenler) kendi yeterliliklerini artirmaya yonelik daha fazla kaygi tasidiklarindan bu
baglamda daha fazla olumlu yonde goriis belirttikleri diistiniilmektedir. Ciinkii ilkemizde alan
disindan gelen Ggretmenlerle yapilmis olan aragtirmalar, bu Ogretmenlerin kendilerini
gelistirme ve sahip olduklar1 6gretmen yeterliliklerini artirma noktasinda daha fazla caba

sergilediklerini gostermistir (Oral, 2001). Bu calismada da dil 6gretimiyle ilgili 6gretmenlerin
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sorumlulugunda gibi goériinen okuma becerilerinin kendi siniflarinda kullanilmasina yonelik

daha fazla olumlu yonde goriis bildirmelerinin bu sekilde agiklanabilecegi varsayilmaktadir.

Oneriler

Sosyal bilgiler dersinde okuma becerilerinin etkin kullanimina yonelik diisiinceleri
“Katiliyorum” boyutunda ortaya cikan sosyal bilgiler 6gretmenlerine gergeklestirilecek
mesleki gelisim seminerleri ile bu siirece yonelik farkindaliklar1 ve yeterlilikleri artirilabilir.
Bu baglamda Ogrenim gormekte olan sosyal bilgiler 6gretmen adaylarina da okuma
becerilerinin etkin kullanimina ydnelik egitimler verilebilir ve dahasi 6gretmen yetistirme
programlarina konu alan1 okuma becerilerinin kazandirilmasina yonelik dersler eklenebilir.

Bu c¢alismada sadece sosyal bilgiler oOgretmenlerine odaklanilmigtir. Sonraki
calismalarda farkli branslardan 6gretmenler de arastirma siirecine dahil edilebilir ve onlarin da
okuma becerilerinin kendi siniflarinda kullanilmasina yonelik goriisleri degerlendirilebilir.
Bunun yaninda egitim fakiiltelerindeki 6gretmen egitimcilerinin, bu siirece yonelik goriisleri
degerlendirilebilir ve program igeriklerin gelistirilmesi noktasinda derinlemesine analizler

yapilandirilabilir.
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Extended Summary

Middle school students are constantly faced with the increasing difficulty of different
subjects, and these subjects require both teachers and students to use their reading and writing
skills in a complex and effective fashion. The importance of these skills is more prominent
when it comes to the understanding of higher level concepts and content in courses such as
science, mathematics, social studies, and literature. The very same topic can be handled
differently in different courses based on the context of its subject. This contextual
understanding requires subject field reading and writing skills. Subject field reading and
writing skills include general reading-writing skills, subject-centered reading-writing skills,
and in-class content reading-writing skills. Social studies is one of the subjects in middle
school. Social studies courses primarily use the content of Social Sciences, but also
implements Literature and Art related contents when appropriate. Thus, it can be said that
social studies courses are verbal-oriented courses. Being a verbal-oriented course indicates the
importance of reading comprehension skills in social studies. Therefore, it can be said that
social studies teachers’ subject field reading skills effect teaching the content of a course and
student success. Social studies teachers' beliefs about reading skills regarded as important for
teachers to apply these skills.

This study was conducted to determine social studies teachers’ opinions on the effective use
of reading skills in teaching social studies. The study used a cross-sectional research model
with middle school social studies teachers in the Corum District during the 2016-2017
academic year. The study aimed to include all 112 social studies teachers in the Corum
District as participants, but this goal was not achieved because some teachers did not want to
participate, some were not present when the study was carried out, some were working as
principals in schools, and some teachers were removed from the study due to their giving
dishonest answers to survey questions. As a result, the study was completed with a total of

103 teachers. The study adapted Yildirim’s (2016) “teachers’ beliefs in using reading skills in
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their teaching fields” survey, and frequency, percentage, arithmetic mean, and standard
deviation distributions were calculated in the data analysis. Moreover, the Mann-Whitney U
test and the Kruskal-Wallis H test analysis were used to compare multiple variables. Results
showed that the arithmetic average of the opinions of social studies teachers related to the
effective use of reading skills in social studies courses was 5.43. This score means that social
studies teachers’ opinions on the effective usage of reading skills in social studies was at the
“Agree” level. The study also found that social studies teachers’ views on the effective use of
reading skills do not vary by sex, years of teaching, major, or the school they attended. The
study suggests to increase social studies teachers’ subject field reading skills and their beliefs
through education. Education should also be offered to prospective teachers in order to
increase their subject field reading skills.

353



AJESI - Anadolu Journal of Educational Sciences International, 2018; 8(2): 354-378
DOI: 10.18039/ajesi.454582

Kamu Liderligi Olcegi’nin Tiirkceye Uyarlanmasi: Gegerlik ve
Giivenirlik Calismasi

Rasim TOSTEN?, Cigdem CELIK SAHIN?, Biinyamin HAN®

Gelis Tarihi: 10.04.2018 Kabul Tarihi: 08.06.2018 Arastirma Makalesi

Oz

Bu arastirmanin amaci, Tummers ve Knies (2015) tarafindan gelistirilmis olan Kamu
Liderligi Olcegi’'ni (Public Leadership Scale) Tiirkceye uyarlamaktir. Kamuda calisan okul
miidiirlerinin kamu liderligi 6zelliklerinden olan hesap verebilirlik, kurallara uyma, politik sadakat
ve iletisim ag1 yonetimi gibi alanlar 6lgen bu 6lgegin Tiirkge literatiirde bulunmamasi nedeniyle
bu uyarlamanin yapilmasina karar verilmistir. Olgegin uyarlama ¢aligmalar1 kapsaminda 6ncelikle,
Ingilizceden Tiirkgeye ve tekrar Tiirkgeden Ingilizceye geviri calismalar yapilmistir. Daha sonra
uzman gorlisii dogrultusunda 6n uygulama formu hazirlanmigtir. Cevirisi yapilan 0Slgek
maddelerinin 6gretmenler tarafindan anlasilirhigi test etmek iizere bir grup Ogretmene
uygulandiktan sonra asil uygulamaya gecilmistir. 178 O6gretmene uygulanan Slgegin gecerlik
calismalar1 kapsaminda Dogrulayict Faktdr Analizi sonuglari orijinal yapinin Tirkge formda da
ayni yapida karsilik buldugunu gostermistir. Giivenirlik ¢aligmalar1 kapsaminda yapilan Cronbach
Alpha ve madde toplam korelasyon degerlerine iliskin sonuglar da beklenen araliklarda ¢ikarak
Olcegin giivenilir bir 6lgme aract oldugunu gostermistir. Boylece yapilan gecgerlik ve giivenirlik
analizleri sonucunda, 6lgegin Tirkiye’de Milli Egitim Bakanligi’na bagli okullarda gérevli okul
miidiirlerinin “Kamu Liderligi” ile ilgili 6zelliklerinin belirlenmesinde kullanilabilecek gegerli ve
giivenilir bir arag oldugu tespit edilmistir.
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Abstract

The aim of this research is to adapt the Public Leadership Scale developed by Tummers and
Knies (2015) to Turkish language. The scale, which measures the areas of public leadership such
as accountability, rule following, political loyalty and network governance was decided to make
adaptation because it is not included in the Turkish literature. As part of the adaptation process of
the scale, first, translation studies were carried out from English to Turkish and vice versa.
Preliminary application form has been prepared in accordance with the expert opinion by
comparing the existing translations in the literature. The forms were applied to a group of teachers
to test their comprehension and then the actual practice was started. Within the scope of the
validity studies confirmatory factor analysis was conducted on 178 teachers. The results showed
that the Turkish form confirmed the original structure. The results of the reliability studies,
Cronbach Alpha and item total correlation values, were also within the expected values, indicating
that the scale is a reliable measurement tool. As a result of the validity and reliability analyzes, it
was determined that the scale is a valid and reliable for Turkish context.

Keywords: Public leadership, scale adaptation, validity and reliability
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Giris

Glinlimiizde degisen Ogretmen, Ogrenci yeterlikleri ve kurumsal ihtiyaglar
dogrultusunda egitim yoneticilerinin de nitelikleri bir degisim ihtiyac1 igerisindedir. Ozellikle
kamu kurumlarinda gorev yapan yoneticilerin, yonetim becerilerinin yani sira liderlik
becerileri yenilik siireci yasamaktadir. Bu agidan bakildiginda toplumun yenilik,
modernlesme ve kalkinma boyutlarinda kamu kurumu yoneticilerinin kamu liderligi
becerilerinin incelenmesi gerekli goriilmektedir.

Yeni kamu yonetiminde, yaklasiminda otoriter yonetimden karar verme ve politika
olusturmanin katilimer bir yaklasimla gergeklestirildigi bir yapiya doniistiigii goriilmektedir.
Uygulamada daha fazla seffaflik, etkililik ve kalite yeni kamu yonetiminin temel ilkelerini
olugturmaktadir. Yeni kamu yoOnetimi yaklasimi, vatandasin sorunlarina ¢éziim getirme
tizerine odaklanmistir (Pollit ve Bouchaert, 2004; Cordella, 2007). Kamu liderligi genel
liderlik teorilerinin kapsamindan farkli olarak, kamu sektoriiniin liderlik ve kurumsal
verimliligi etkileyebileceginden, daha 6zel beceriler gerektiren bir siirectir (Van Slyke ve
Alexander, 2006; Van Wart, 2003). Bunun i¢in kamu liderliginin kamu yarar1 ve kamusal
deger olusturma amacindan dolayr diger liderlik aragtirmalarindan ayr1 tutulmasi
gerekmektedir. (Getha-Taylor ve dig., 2011).

Kamu liderliginin kavramsallastirildigi kaynaklar, anahtar kelimelerle bu liderligi

Ozetlemektedir. Asagida verilen sekilde, kamu liderligi ifade edilmektedir.
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Konum
(Nerede-Mevki)

Liderlik stilleri, resmi
haklar, giicve giktilar

Amag
Kisi . (Ne-Nigin)
. amu .
(Kim) Liderligi .Or.tak.he.def.le.rf
. paylasilan amaclar,
Karakter, beceriler,

karizma ve dzglinlik

Kavramlar kamu degeri ve
miisterek etki

Siireg
(Nasil)
Kurallar, roller,
stirecler,
sorumluluklar,

performans
gostergeleri

Sekil 1. Public leadership for Europe: Towards a common competence frame (Hopman, N.,
2004).

Grint (2010)’den esinlenerek yapilan liderlik analizinde liderligi anlamanin ilk yolu
kisiye lider olarak bakmaktir (Kim). Karizma ve 6zgiinliik odaklidir. Ikinci kavram resmi
konuma (nerede) bakarak liderligi anlamaktir. Liderlik denetime esittir. Weber’in kavrami ile
aciklamak gerekirse, liderlik yasal, mantiksal ve fonksiyonel otorite diislincelerinin
bileskesidir. Uciincii kavram (Siireg), roller kavramlar, siire¢ler ve resmi sorumluluklara
odaklanir. Lider, bu bakis agisiyla bir yonetmen olarak diisiiniilebilir. Dordiincii kavram
olarak arzulanan etki ve liderligin amaci, liderin yorumcu olarak diisliniildiigli ve arzulanan
etkisi olarak tanimlanir. Ornegin; ortak amaclar igin liderlik gibi (Crosby ve John, 2005). Bu
amag, yonlendirme ve rehberlik saglar.

Yeni kamu yonetimi yaklasimi, liderlige de farkli bir boyut katmistir. Bu yaklagim
yeni kamu liderligi olarak tanimlanmaktadir. Yeni kamu liderligi yaklasimi, kamu
hizmetlerinin yonetiminde paylagimci bir vizyon olusturmaktadir. Daha siirdiiriilebilir sosyal,

ekonomik ve cevresel bir yap1 olusturabilmek icin degisimi destekleyecek kamu degerlerini
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gelistirmektedir (Brookes, 2011). Demirbas ve Oktem (2013) Maxwell’in (1999) liderlik
kosullarin1 kamu yonetimine uyarlamistir. Buna gore kamu yonetiminde liderlik 6zelliklerinin
bazilar1 su sekilde siralanabilir:
e Kamu yonetiminde lider biiyiik diistinmelidir.
e Kamu yonetiminde lider takim iiyelerini etkilemelidir.
e Kamu yonetiminde lider siireci iyi yonetmelidir.
e Atilacak adimlar1 kamu yonetiminde lider 6nceden planlamalidir.
e Kamu yonetiminde lider soziinii dinletmelidir.
e Kamu yonetiminde lider giivenilir olmak zorundadir.
e Kamu yonetiminde lider takim iiyeleri lizerinde sayginlik uyandirmalidir.
e Kamu yonetiminde lider gii¢lii sezgilere sahip olmalidir.
e Kamu yonetiminde lider takiminin ¢ekim merkezidir.
e Kamu yonetiminde lider gereksinim duyuldugunu hisseder ve yardim eder. Kalbini
kullanir.
e Kamu yonetiminde lider takim iiyelerinin giiciinden gii¢ alir. Gliciinii artirir.
e Kamu yonetiminde lider yetki vererek takim {iyelerine giivendigini gosterir, onlar
rakip degil ortaktirlar. Yiiksek derecede giivenmelidir.
e Kamu yonetiminde lider ne yapip eder takimiyla birlikte gorevleri basarili bir sekilde
yerine getirir.
e Kiritik durumlarda verilecek iyi bir karar basariyr getirir. Kamu yonetiminde lider ne
yaparsa bagar1 gelecek, ne yapmaz ise basariy1 etkilemeyecek bilir.
e Kamu yonetiminde lider kosullara gore personelini kendine tercih edebilmelidir.
e Zaman yOnetimi konusunda kamu lideri uzman olmalidir.

e Kamu yonetiminde liderler yerlerini doldurabilecek liderleri yaratabilmelidir.
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Genis anlamda kurumlardaki liderlikle ilgili iki zit goériis bulunmaktadir. Birincisi,
lider, oOzel etkinlikleri analiz ederek performansin ifade edilmesi ve c¢iktilarla baglanti
kurulmas1 girisimidir. Ikinci goriis ise calisanlara sunulan destek ve iliski odakli liderlik
tizerindedir (Tummers ve Knies, 2015). Kamu liderlik becerisi, toplumun anlamli hedefler
icin bir araya gelmelerini saglayarak, kurum ve kuruluglarin biirokratik kitlik, politik ¢ekisme
ve iktidar kavgalarindan kaynaklanan bir verimsizlige diismesini de engelleyebilmektedir. Bu
noktada orgiitlerin, kurumlarin ya da sunulan hizmetlerin etkin yonetimi i¢in uzman ve yetkin
yonetim modellerine ve buna uyan yoneticilere ihtiyag oldugu aciktir. Insanlarm yasam
kalitesi ve c¢evrenin korunmasi, belirtilen bu unsurlarin olabilecek en etkin yontemlerle
yonetilmesini ve buna uygun profesyonel yoneticilerin yetistirilmesini zorunlu kilmaktadir
(Celik ve Ozkan, 2012).

Etkili liderlik bireysel kariyer gelisimini yonlendirebilir ve kurumsal performansi
artirabilir. Genel olarak liderlik bireysel ve kurumsal ilgilere odaklanmistir. Fakat kamu
liderligi ve onun genis kapsami sadece kamu kurumlarin1 degil kurumsal siirlar1 da etkiler.
Sonug olarak, kamu liderligi, birey, kurum ve toplum liderligi kapsayan bir mekanizmadir.
Boylece kamu liderligi bir taraftan kurumsal fonksiyonlar1 kolaylastirir ve hedeflere ulasmak
icin farkli ilgileri uyumlu hale getirir. Diger taraftan da kamu degerleri yaratmak ve
problemleri ¢ozmek i¢in toplumsal ihtiyaclara hizmet eder (Fu, 2012).

Iktisadi Kalkinma ve Isbirligi Orgiitii (OECD) iyi ydnetim baglaminda kamu
liderligine ayr1 bir oOnem vermektedir. Bir ulusun Oncelikli degerleri arasinda
kurumsallagsmasi, paylasilan giicii, denge ve kontrolleri ile saydamligi ve hesap verebilirligi
bulunmaktadir (OECD, 2001). Kamu liderleri iyi yonetim prensiplerini, degerlerle birlikte
uygulama sorumluluguna sahiptir. Boylece, iyi yonetim ancak kamu liderlerinin icraatlari ile

basarilabilir. Sonu¢ olarak liderlik topluma hizmet degerlerini olusmasini, etkili insan
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kaynaklarmin yonetimini, kurumsal performansin yiikselmesini saglayan 6énemli bir pargasidir
(Cetin, 2012).

Hizli bir etkilesim ve iletisim durumundaki diinyamizda kamu liderligi sadece kamu
kurumlarinin idare edilmesinden fazla bir anlam tasimalidir. Kurumsal sinirlar1 agan sorunlar,
toplum ve kurumlarin birlikte yapacagi diizenlemelerle ancak basarili bir sekilde asilabilir
(Broussine ve Callahan, 2016).

Bircok iilkede kamu liderligi egitimlerine yatirimlarin mevcut olduguna dair kanitlar
vardir (Fairholm, 2004; OECD, 2001). Biitiinsel olarak bakildiginda liderlik, ¢alisanlarin
yiiksek doyuma ulasgtigi, kurumsal performansi iyilestirdigi yonetimsel kapasitenin artirildigi
¢ok O6nemli bir siire¢ olarak diigiiniiliir. Kamu kurumlarinda geleneksel biirokratik yonetimden
profesyonel kamu liderligine dogru bir degisim vardir (John, 2001). Kamu liderligini adapte
ederken (Leinonen ve Juntunen, 2007);

e Kamu liderleri farkli gruplarin, karmasik ve belirsiz ilgi ve beklentileri ile basa
cikabilir,

e Kamu sektoriiniin imaji, rekabetci ¢alisanlar ile yiikseltilebilir,

e Kamu calisanlar1 arasindaki mesleki doyum ve refah gii¢lendirilebilir,

e Harici ¢evreye ve kurumsal degisime uyum saglanabilir.

Kamu liderliginde kurumsal odagin etkisini degerlendirmenin en giincel yontemi
kurumsal performansin hangi liderlik stili ile iyilestirilebilecegini incelemektir (Bass ve
Riggio, 2006). Kamu liderligi, yonetimin merkezindeki karmasik ve iddiali politik ¢evrede
meydana gelir. Liderler hiyerarsinin ve giiclin farkli seviyelerini hesaba katmalidir. Buna ek
olarak resmi otorite ve hiyerarsiyi asan sosyal problemleri politik resmi ve kurumsal sinirlarin

Otesine gecen liderlik anlayis1 gerekmektedir (Broussine ve Callahan, 2016).
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Kamu liderligi, kisisel etki yapabilme, amagli olma, hedefe odaklanma, stratejik
diistinme, insanlardan en iyi sekilde yararlanma, 6grenme ve kendini gelistirme gibi
davraniglar1 destekleyen yeterlilikler biitiinii ile iliskilidir (Bolden, 2005).

Kamu liderleri kurumsal sinirlarin 6tesinde farkli sektorlerle isbirligi yapmalidir.
Kamu liderligi, sosyal etkilesim gerektirir. Boylece, kurum i¢i ve kurumlar aras1 dayanigmayi
ve gii¢ birligini tesvik eder. Kamu liderligi, idari gorevleri ve siiregleri politik hesap verebilir
yonetim sistemlerine entegre edebilmelidir. (Moynihan ve Ingraham, 2004). Kamu liderligi,
kamu liderlerine, kamu degerlerinin basarisiz oldugu durumlara deginme, hiikiimete ait
icraatlar1 yonlendirmek ve sosyal beklentileri karsilamak igin bir vizyon sunma olanagi
vermelidir. Sonug¢ olarak, kamu liderligi milyonlarca insani etkiler (Fu, 2012). Kamu
liderligi ile 6zel sektor liderligi arasindaki davranigsal farkliliklari inceleyen ¢alismalar da
mevcuttur (Hamlin ve dig., 2010; Lindorff, 2009; Mujtaba ve dig., 2009). En temel ortak
bulgu, hem kamu, hem de 6zel sektor liderleri sezgileri ile kararlar vermektedirler, ancak, 6zel
sektor liderleri gii¢ kaynakli motivasyon saglarken, kamu liderleri basarili olma duygusuyla

motive olurlar (Andersen, 2010).

Arastirmanin Amaci

Bu arastirmanin amaci, Tummers ve Knies (2015) tarafindan gelistirilmis olan Kamu
Liderligi Olcegi’nin (Public Leadership Scale) Tiirkiye kosullarinda gecerlik ve giivenirlik
calismasimi yapmaktir. Olgegin Tiirkceye adaptasyonun yapilmasi, Tiirkiye’de Milli Egitim
Bakanligina bagli okullarda gorev yapmakta olan okul miidiirlerinin kamu liderligine iligskin

ozelliklerinin belirlenmesi adina bir kazanim olarak goriilmektedir.
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Yontem

Arastirma, bir 6l¢ek uyarlama c¢alismasi olup, mevcut durumu sorgulayan betimsel bir
arastirmadir. Tummers ve Knies (2015) tarafindan gelistirilmis olan Kamu Liderligi

Olgegi’nin Tiirkgeye uyarlanmasi islemlerini igermektedir.

Islemler

Uyarlamasi yapilan 6lgek “http://onlinelibrary.wiley.com” internet adresinden ilgili

makalenin orijinal formuna ulasilarak elde edilmistir ve arasgtirma izni Olgegi gelistiren
yazarlardan alimmustir. Olgek ilk olarak, Ingilizceyi iyi diizeyde bilen (Ingilizce lisans
mezunu) yabanci diller egitimi boliimiinde uzman 2 akademisyen tarafindan Ingilizceden
Tiirk¢eye c¢evrilmistir. Daha sonra geri ¢eviri yapilarak karsilagtirma yapilmis ve ifadelerin
biliyliik oranda eslestigi goriilmiigtir. Baz1 kavramlarin Tiirkgelestirilmesi ve daha kolay
anlasilmasi icin Lisans1 Tirk Dili ve Edebiyati olan bir egitim bilimleri alan uzmanindan
destek alinarak dil esdegerligi saglanmaya ¢alisilmistir.

Olgek calismalarinda sadece arastirmayr yapan arastirmacilarin degerlendirmeleri
yeterli ve tam objektif olmayabilir. Kapsam gecerliligini saglamak adina bu tiir calismalarda
uzman goriisiinden yararlanmak gerekir (Tavsancil, 2010). Bu nedenle 6lgek taslagi icin
egitim bilimleri alaninda uzman 5 kisiden goriis alinmis ve alinan doniitler dogrultusunda bazi
ifadelerde degisiklik ve diizeltmeler yapilmistir. Bu ¢alismalar sonucunda dlcege son taslak
hali verilerek 12 kisilik bir 6gretmen grubuna maddelerin anlasilirligi anlaminda bir pilot
uygulama yapilmistir. Olgegin maddelerinin anlasilir oldugu y6niinde olumlu doniitler
alimmistir. Daha sonra Olgek Ogretmenlere uygulanarak uygulamadan elde edilen veriler

tizerinden Olcegin yap1 gecerligine, i¢ tutarlik giivenirligine ve madde analizine yonelik
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istatistiksel hesaplamalar yapilmistir. Yap1 gecerliligi kapsaminda dl¢egin dogrulayict faktor

analizi de yapilarak dlgege iliskin uyarlama ¢alismasi tamamlanmaistir.

Calisma Grubu

Hazirlanan o6l¢ek formu, Diyarbakir il merkezinde gorev yapmakta olan
Ogretmenlerden rastgele (random) segilen toplam 178 6gretmene uygulanmastir.

Olgek ¢aligmalarinda almacak &rneklemdeki katilimer sayist ile ilgili farkli gériisler
s0z konusudur. Bu konuda Comrey ve Lee (1992) faktor analizi i¢in 6rneklem biyikIigi
olarak; 50’nin ¢ok zayif, 100’lin zayif, 200’{in orta, 300’lin iyi 500’lin ¢ok iyi ve 1000’in
mitkemmel oldugunu; Kline (1994) 6rneklem sayisinin madde sayisinin 10 kat1 olmasini,
giivenilir faktorler ¢ikarmak i¢in mutlak bir 6lgiit olarak 200 kisilik 6rneklemin genelde
yeterli oldugunubelirtmektedir. Kim-Yin (2004) ise, faktor yiikleri ile Orneklem sayisi
arasinda bir iligski oldugunu ve buna gore bir maddenin 6lgekte kalabilmesi i¢in faktor yiiki
.30 olan bir madde i¢in en az 350; .40 i¢in en az 200; .50 igin en az 120; .60 igin en az 85; .70
icin en az 60 kisilik bir 6rneklem miktarinin gerekli oldugunu ileri stirmektedirler (Akt.
Cokluk, Sekercioglu ve Biiyiikoztiirk, 2012). Dolayisiyla arastirmada esas alinan 178 kisilik
orneklem sayisi, yukarida ifade edilen Olgiitleri karsilamak admna yeterli olarak

degerlendirilmistir.

Bulgular

Arastirmanin bu béliimiinde 6l¢egin uyarlama ¢alismasina yonelik yapilan istatistiksel

analizlerden elde edilen bulgular yer almaktadir.
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Olgegin Orijinal Formu

Kamu Liderligi Olgegi (Public Leadership Scale) orijinal olarak Ingilizce olarak
gelistirilmistir. Olgek 21 madde ve 4 boyuttan olusmaktadir. Olgegin birinci boyutu olan
Hesapverebilir Liderlik (accountability leadership) boyutu 6 maddeden (1,2,3,4,5,6)
olusmaktadir. Ikinci boyut olan Kurallari Uygulama Liderligi (rule-following leadership)
boyutu 4 maddeden (7,8,9,10); iiclincii boyut olan Politik Sadakat Liderligi (political loyalty
leadership) boyutu 5 maddeden (11,12,13,14,15) ve dordiincii boyut olan [lletisim Ag
Yonetimi  Liderligi  (network governance leadership) boyutu ise 6 maddeden
(16,17,18,19,20,21) olusmaktadir. Olgegin orijinal dildeki gegerlik ve giivenirlik calismalari
Olcegi gelistiren Tummers ve Knies (2015) tarafindan yapilmistir. Buna gore olgegin
boyutlarinin  Cronbach’s alpha katsayilar1 sirasiyla .934, 821, .889, .956 olarak
hesaplanmustir. Olgegin dogrulayici faktdr analizlerinden elde edilen degerler de kabul
edilebilir degerler igerinde bulundugundan o&lgegin gegerli ve giivenilir oldugu ortaya

konulmustur.

Uyarlama Siireci

Tiirkge diline ve kiltliriine uyarlamasi yapilmasi1 amaglanan 6lge§in yapr gegerligi
orijinal formunda belirlenmis oldugundan bu ¢alismada o6l¢egin yapisinin dogrulanip
dogrulanmadigini ortaya koymak icin dogrulayici faktor analizi (DFA) yapilmistir.

Olgege iliskin DFA analizleri AMOS programi kullanilarak yapilmistir. Analiz
sonucunda uyum indeksleri kabul edilebilir sinirlar i¢inde olmakla birlikte baz1 maddelere
iliskin modifikasyon Onerilerinin yapilmasi durumunda modelin daha iyi uyum verecegi

diisiiniildiiglinden modifikasyon indekslerine gore diizeltme yapma yoluna gidilmistir.
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Modifikasyon yapmakta temel hedef Onerilen iliskilerin kurulmasiyla ki-kare degerinin
diistiriilmesidir ki boylelikle 6l¢ek modelinin daha iyi uyum gostermesi saglanir.
Modifikasyon yapmak i¢in siirecte dikkat edilmesi gereken 6nemli birtakim noktalar
vardir. Oncelikle modifikasyonda aralarinda ortak bir degisken varyansmin oldugundan
birbirine baglanmasi Onerilen maddelerin kuramsal olarak agiklanabilmesi gerekmektedir.
Bundan dolayr sadece ayni boyuttaki modifikasyon oOnerileri dikkate alinmali ve
modifikasyon yapilacak maddelerin kuramsal olarak birbiriyle iliskili olduguna dikkat
edilmelidir. Bunun yaninda modifikasyonlar ki-kare degerinde en fazla iyilestirme yapacak
modifikasyon Onerisinden baglayarak sirayla yapilmali ve her modifikasyondan sonra model
yeniden test edilmelidir (Celik ve Yilmaz, 2013, 120-122; Meydan ve Sesen, 2011, 38-40).
Modifikasyon indeksleri Giglincii boyuttaki 13. ve 15. maddelerin birbirine baglanarak ki-kare
degerinde ,36 bir diisiis saglanacagimi gostermektedir. 13. madde olan “benim yoneticim
fazladan sorumluluk alma anlamina gelse bile, beni ve meslektaslarimi politik kararlar
uygulama konusunda tegvik eder” ve 15. madde olan  “benim ydneticim beni ve
meslektaslarimi, olumsuzluklar goriilse bile, politik kararlari destekleme konusunda
cesaretlendirir” maddelerinin politik kararlar1 destekleme noktasinda ortak bir degiskeni
Olgtiigli goriilmektedir. Modifikasyon oOnerilerinde bir sonraki en yiiksek degere sahip
maddeler birinci boyuttaki 5. ve 6. maddelerdir. Bu maddelerin birbirine baglanmasi ki-kare
degerinde ,33 bir diisiis saglanacagimi gostermektedir. 5. madde olan “Benim ydneticim
kurumsal ¢alismalarimizt agik ve diiriist bir sekilde paylastigimizi garanti altina almak igin
caba gosterir” ve 6. madde olan “benim yoneticim okuldaki belli kararlar: nicin aldigimizi
paydaslara (0gretmen, ogrenci, veli vs.) agiklamamiz konusunda bizi cesaretlendirir”
maddelerinin kurumsal ¢aligmalarin paydaslara paylasilmasi noktasinda verdigi giiveni ifade
eden ortak bir degiskeni 6l¢tiigli goriilmektedir. Son modifikasyon ise birinci boyuttaki 15. ve

15. maddeler arasinda yapilarak baglanmasi ki-kare degerinde ,29 bir diisiis saglanmistir. 14.
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madde olan “benim yoneticim beni ve meslektaslarimi, eksiklikler goriilse bile, politik
sec¢imleri savunma konusunda tegvik eder” ve 15. madde olan “benim ydneticim beni ve
meslektaslarimi, olumsuzluklar gériilse bile, politik kararlart destekleme konusunda
cesaretlendirir” maddelerinin politik kararlar1 destekleme noktasinda ortak bir degiskeni
Olctligii goriilmektedir. Buna gore birinci boyutta 2 ve li¢lincii boyutta bir olmak {izere toplam

3 modifikasyon yapilarak modelin daha iyi bir uyum vermesi saglanmistir. Sekil 2°de 6lgege

iliskin DFA modeli ve modifikasyonlar goriilmektedir.
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Sekil 2. DFA modeli ve modifikasyonlar
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Kamu Liderligi Olgegi’nin DFA’s1 i¢in alanyazinda 6lciit olarak kabul edilen uyum
indekslerinden; Ki-Kare Uyum Testi (Chi-Square Goodness), Karsilastirmali Uyum Indeksi
(Comparative Fit Index, CFI), Normlastirilmis Uyum Indeksi (Normed Fit Index, NFI),
Fazlalik Uyum Indeksi (Incremental Fit Index, IFI), iliskili Uyum Indeksi (Relative Fit Index,
RFI) ve Yaklasik Hatalarin Ortalama Kare Kokii (Root Mean Square Error of Approximation,
RMSEA) ve (Root Mean Square Residual, RMR) uyum indeksleri incelenmistir. Tablo 1’de
Bentler ve Bonett, (1980), Hooper, Coughlan ve Mullen, (2008) tarafindan belirlenen uyum

indekslerine iligkin dlgiitler ve bu Olgege iliskin DFA’dan elde edilen degerler verilmistir.

Tablo 1

Uyum Indeksleri ve Olcege Iliskin DFA Degerleri

) . Olgege iliskin
Uyum Olgiileri Iyi Uyum Degerleri Kabul Edilebilir Uy. Deg.
Uyum Degerleri
w2/df 00<x2/df<2 2<%2/df<3 2,13
RMSEA 0.00<RMSEA<0.05 0.05<RMSA<0.08 ,080
CFlI 0.95<CFI<1.00 0.90<CFI1<0.95 ,93
NFI 0.95<NFI<1.00 0.90<NFI<0.95 ,88
IFI 0.95<IFI<1.00 0.90< IFI <0.95 ,93
RFI 0.95<GFI<1.00 0.90<GFI<0.95 ,86
SRMR 0.00<SRMR<0.05 0.05<SRMR<0.08 ,065

Tablo 1°de alan yazinda 6l¢iit olarak kabul edilen bazi uyum indekslerine iliskin “iyi
uyum degerleri”, “kabul edilebilir uyum degerleri” ve “bu dlgege iliskin elde edilen uyum
degerler1” goriilmektedir. Uyum indekslerinin kabul edilebilir araliklar1 i¢in alanyazinda
birbirine yakin ¢esitli kriterler ileri siirtilmektedir. Ki-Kare (Chi-Square)/serbestlik derecesi
oranmin (df) 3’ln altinda olmasi kabul edilebilir degerdir (Stimer, 2000; Simsek, 2007).
RMSEA i¢in ise 0.080 kabul edilebilir uyum degeri olarak kabul edilmistir (Byrne ve

Cambell, 1999; Steiger, 2007). Olgege iliskin degerler ele alindiginda, x2/df, CFI, IFI ve
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RMSEA ve SRMR degerlerinin kabul edilebilir sinirlar iginde NFI ve RFI degerinin ise kabul
edilebilir degerlere oldukca yakin oldugu goriilmektedir. Bu durumda olcegin DFA

sonucunun modeli dogruladig s6ylenebilir.

Tablo 2

Standart Regresyon Agirliklart

Madde Boyut Faktor Yiikii
Maddel Hesap verebilir Liderlik .803
Madde2 Hesap verebilir Liderlik .837
Madde3 Hesap verebilir Liderlik .854
Madde4 Hesap verebilir Liderlik 127
Madde5 Hesap verebilir Liderlik 187
Madde6 Hesap verebilir Liderlik 712
Madde7 Kurallar1 Uygulama Liderligi .806
Madde8 Kurallar1 Uygulama Liderligi 746
Madde9 Kurallar1 Uygulama Liderligi .833
Maddel0 Kurallar1 Uygulama Liderligi .868
Maddell Politik Sadakat Liderligi .823
Maddel2 Politik Sadakat Liderligi 877
Maddel3 Politik Sadakat Liderligi .893
Maddel4 Politik Sadakat Liderligi .801
Maddel5 Politik Sadakat Liderligi .823
Maddel6 Iletisim Ag1 Yénetimi Liderligi 778
Maddel7 Iletisim Ag1 Yénetimi Liderligi .869
Madde18 Iletisim Ag1 Yénetimi Liderligi 812
Maddel9 Iletisim Ag1 Yénetimi Liderligi .907
Madde20 Iletisim Ag1 Yonetimi Liderligi 910
Madde21 Iletisim Ag1 Yonetimi Liderligi .857

DFA ‘da standardize edilmis yapisal katsayilar faktor yiikii olarak yorumlanir.
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Tablo 2’de goriildiigii DFA analizinde elde edilen maddelerin standart regresyon
degerleri .70 in tiizerinde oldugundan hicbir maddelerin 6lgekten ¢ikarilmasina gerek

duyulmamustr.

Giivenirlik Calismasi
Olgegin giivenirligine iliskin Cronbach Alpha degerlerine bakilmistir. Boyut bazinda
ve Ol¢ek toplaminda Olgegin giivenilir olduguna iliskin elde edilen degerler Tablo 3’te

verilmigtir.

Tablo 3

Olgegin Giivenirligine Iliskin Cronbach Alpha Degerleri

Boyutlar Cronbach Alpha
Hesap Verebilir Liderlik 91
Kurallar1 Uygulama Liderligi .89
Politik Sadakat Liderligi .93
fletisim Ag1 Yénetimi Liderligi .94
Toplam .93

Cronbach-Alpha degerlerine bakildiginda; birinci boyutta .91, ikinci boyutta .89,
ticiincli boyutta .93 doérdiincii boyutta .94 ve dlgek toplaminda ise .93 oldugu goriilmektedir.
Giivenirlik i¢in .70 ve {lizerinin kabul edildigi (Nunnaly ve Bernstein, 1994; Pallant, 2005;
Biiytikoztiirk, 2011; Fraenkel, Wallen ve Hyun, 2012) g6z Oniine alindiginda olgegin

giivenirligine iligkin elde edilen degerlerin yeterli oldugu sdylenebilir.

Sonu¢ ve Tartisma

Kamu liderligi oOlcegi, egitim Orgiitlerindeki okul yoneticilerinin kamu kiiltiiriine

uygun liderlik Ozelliklerini 6lgmek amaciyla kullanilabilecek o6lceklerden biridir. Bu
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arastirmada Tummers ve Knies (2015) tarafindan gelistirilen “Kamu Liderligi Olcegi nin
Tiirkceye uyarlama g¢alismasi yapilmistir. Bu arastirmanin temel hareket noktasi, egitim
kurumlarinda 6lgege iliskin gegerli ve gilivenilir bir Tiirk¢ce uyarlamaya rastlanilmamasidir.
Ayrica Tiirkiye’de devlet memurlarinin biirokratik kararlarin uygulanmasina iliskin siireci
desteklemesi, kurumsal kiiltliriin aligmasinda seffaf ve hesap verebilir olmasi, bilgi ve
iletisim teknolojilerini kullanabilmesi gibi bir¢ok alanda Oncii olmasi gibi énemli konular
tartisilmaktadir. Dolayisiyla kamu kurum ve kuruluslarinda calisan ozellikle egitim
kurumlarindaki yoneticileri ilgilendiren kamu liderligi konusuna ihtiya¢ duyulmaktadir. Bu
gerekeelerle kamu liderligini Slgecek bir dlgek yabanci literatiirde bulunmus ve Olgegin
gecerlik giivenirlik calismalar1 yapilmustir. Oncelikle 6lgegin Ingilizceden Tiirkgeye ve
Tiirkceden Ingilizceye c¢eviri c¢alismalar1 yapilmistir. Literatiirdeki mevcut gevirilerle
karsilastirilip uzman goriisii dogrultusunda 6n uygulama formu hazirlanmistir. Daha sonra
ogretmenler tarafindan anlasilirligint test etmek iizere 12 kisilik bir grup Ogretmene
uygulandiktan sonra asil uygulamaya gecilmistir. 178 Ogretmene uygulanan o6lgegin
giivenirlik ¢aligmalar1 kapsaminda yapilan Chronbach-Alpha ve madde toplam korelasyon
degerlerine iliskin sonuclar ve DFA’dan elde edilen degerler beklenen degerler igerisinde

oldugundan 6lcegin giivenilir bir 6l¢me aract oldugunu gostermistir.

Yapilan gecerlik ve giivenirlik analizleri sonucunda, dl¢egin Tiirkiye’de 6gretmenlerin
“Okul Yoneticilerinin Kamu Liderligi” ile ilgili algilarinin belirlenmesinde kullanilabilecek
gecerli ve gilivenilir bir arag¢ oldugu tespit edilmistir. Okul yoneticilerinin kamu liderligi
davraniglarint ne derece sergilediklerinin, yetkililerin egitime dair yapacaklar1 yasal
diizenlemelerde okul yoneticilerinin 6gretmenleri ne derece hazirladiginin arastirilmasinda

uyarlanan bu 6l¢egin kullanilmasi 6nerilir.
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KAMU LIiDERLIiGi OLCEGI
Degerli katilimet;
Kamu alaninda 6nemli yer tutan hesap verebilirlik, kurallara uyma, politik sadakat ve iletisim ag1 yonetimi gibi
alanlar1 kapsayan kamu liderligi 6l¢eginin Tiirkce’ye uyarlanmasi amaciyla bu calismay1 yapmaktayiz. Olgekte

yer alan en yiiksek deger “5” ve en disiik deger “1” olarak belirtilmistir. Katilim diizeyinizi 5’ten 1’e gore
derecelendirerek ilgili kutucugu liitfen isaretleyiniz.

Calistig1 Okul tiirii: () Tlkokul () Ortaokul () Lise

Cinsiyeti: () Erkek ( )Kadin

Mesleki tecriibe: ( )15yl ( )6-10y1l ( )11-15y1l ()l6ve+
Sendika Uyeligi: () Var () Yok

Hesap Verebilir Liderlik

Benim ydneticim;

1. Okulda yaptiklarimizi diger paydaslarla (6gretmen, 6grenci, veli vs.) paylasmamiz icin 112(3|4|5
bizi cesaretlendirir.

2. Calisma tarzimiz hakkinda diger paydaslara bilgi vermemizi tesvik eder.
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3. Davranislarimizi paydaslara agiklama firsati saglar.

4. Ogrenci, 6gretmen ve velilerden gelen sorulara cevap verilmesini Snemser.

5. Kurumsal ¢aligmalarimizi agik ve diiriist bir sekilde paylastigimizi garanti altina almak
icin caba gosterir.

6. Okuldaki belli kararlar1 ni¢in aldigimiz1 paydaglara (6gretmen, dgrenci, veli vs.)
aciklamamiz konusunda bizi cesaretlendirir.

Kurallar1 Uygulama Liderligi

Benim YoOneticim;

7. Bana ve meslektaslarima kurallar1 uygulamanin énemini vurgular.

8. Yasa ve yonetmelikleri uygulamak icin bize gerekli araclari temin eder.

9. Benim ve meslektaslarimin idari kanunlari tam olarak yerine getirmemiz gerektigini
vurgular.

10. Kurallar1 ve prosediirleri tam olarak uygulamamizi saglar.

Sadakat Liderligi

Y Oneticim;

11. Diger paydaslar karsi ¢iksa bile, beni ve meslektaglarimi politik kararlar1 destekleme
konusunda cesaretlendirir.

12. Riskli olsa bile, politika yoneticileri ile iliskileri tehlikeye atmamak i¢in beni ve
meslektaslarimi tesvik eder.

13. Fazladan sorumluluk alma anlamina gelse bile, beni ve meslektaglarimi politik kararlari
uygulama konusunda tegvik eder.

14. Beni ve meslektasglarimi, eksiklikler goriilse bile, politik se¢imleri savunma konusunda
tesvik eder.

15. Beni ve meslektaslarimi, olumsuzluklar goriilse bile, politik kararlar1 destekleme
konusunda cesaretlendirir.

Tletisim Ag1 Yonetimi Liderligi

Benim yoneticim beni ve meslektaslarimi;

16. Diger kurumlarla irtibat saglama konusunda tesvik eder.

17. Yeni kisilerle tanismamiz konusunda bizi cesaretlendirir.

18. Kendi kurumumuzdaki insanlarla diizenli olarak birlikte ¢aligmak i¢in motive eder.

19. Kurumumuz disindaki insanlarla irtibat kurmak i¢in bizi motive eder.

20. Diger tanidiklarimizi kendi kurumumuzdakilerle tanistirmamizi tesvik eder.

21. Farkli kurumlar arasindaki “Irtibat Kisisi” olmak i¢in cesaretlendirir.

Extended Summary

The purpose of this research is to make the validity and reliability study of the Public
Leadership Scale developed by Tummers and Knies (2015), according to the conditions in
Turkey. The Turkish adaptation of the scale is seen as a win in order to determine the
characteristics of public school principals’ leadership skills in the schools of Ministry of

Education in Turkey. The research is a scale adaptation study, a descriptive research
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questioning the present situation. The research includes the Turkish adaptation of the Public
Leadership Scale developed by Tummers and Knies (2015). The adapted scale was obtained
from the internet address http://onlinelibrary.wiley.com by accessing the original form of the
relevant article and the permission was taken from the authors who developed the scale. The
scale was initially translated from English by two specialist academicians in the field of
foreign language education. Later, a comparison was made by back translation and it was seen
that the expressions match in great order. In order to make some concepts easier to understand
in term of language, an attempt was made to obtain language equivalence by obtaining
support from a specialist in educational sciences who has a license in Turkish Language and
Literature. Five experts from the field of educational sciences were consulted for drafting the
scale and some expressions were modified and corrected in line with the feedbacks received.
As a result of these studies, the pilot was applied to a group of 12 teachers for the
comprehension of the materials. Positive feedback has been received that the material of the
scale is understandable. Then, statistical calculations were made for scale validity, internal
consistency reliability and item analysis on the data obtained from the application by applying
scale to the teachers. Confirmatory factor analysis of the scale was also carried out within the
scope of structural validity and the adaptation study on the scale was completed. The scale
was applied to a total of randomly selected 178 teachers who were working in the province
center of Diyarbakir. The Public Leadership Scale was originally developed in English. The
scale consists of 21 items and 4 dimensions. The first dimension of the scale is accountability
leadership, which consists of 6 items. The second dimension, rule-following leadership, has
four items; the third dimension, political loyalty leadership, has 5 items and the fourth
dimension, network governance leadership, has 6 items. The original reliability and validity
studies of the scale were made by Tummers and Knies (2015) who developed the scale.
Accordingly, the Cronbach's alpha coefficients of the scale were calculated as .93, .82, .88,
.95, respectively. Confirmatory Factor Analysis (CFA) was conducted to determine whether
the scale was intended to be adapted to Turkish language and culture and whether the
structure of the scale was verified in this study since the explanatory factor structure of the
scale was determined in its original form. CFA analyzes of the scale were made using the
AMOS program. As a result of the analysis, although the fit indices are within the acceptable
limits, if the modification suggestions for some substances are made, the model is thought to
have better fit with the modification indices. When the values related to the scale are
considered, it is seen that the values of x2 / df, CFI, IFI and RMSEA and SRMR are within
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the acceptable limits and NFI and RFI values very close to the acceptable values. In this case,
it can be said that the CFA result confirms the model. In terms of the Cronbach-Alpha values
for reliability of the scale; .91 in the first dimension, .89 in the second dimension, .93 in the
third dimension, .94 in the fourth dimension, and .93 in the total scale. In this case, it can be
said that the values obtained about the reliability of the scale are sufficient. According to the
results of the analysis of reliability and validity of the scale, the scale can be used to
determine the perception of teachers related to public leadership skills of the school principals
in Turkey.
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Oz

Arastirmanin amact ortaokul Ogrencilerinin adalet kavramina iligkin olusturduklari
metaforlarin tespit edilmesidir. Arastirmanin ¢alisma grubunu Denizli ili Bekilli ilgesinde bir
devlet okulunda 2016-2017 egitim-6gretim yilinda 5., 6., 7. ve 8. Simfta 6grenim gormekte olan
kolay ulasilabilir 6rnekleme yontemi kullanilarak belirlenen toplam 210 6grenci olusturmaktadir.
Nitel arastirma desenlerinden "olgu bilim" kullanilarak yiiriitiilen arastirmada, veri toplama araci
olarak arastirmacilar tarafindan hazirlanan "Adalet........ benzer. Ciinkd....... " climlesini
tamamlayacaklar1 bir form kullanilmistir. Uygulanmaya baslamadan 6nce gerekli yasal izinler
alinmustir. Toplam 198 6grenciye ait veri, nitel arastirma yontemine uygun olarak icerik analizine
tabi tutulmustur. Yapilan analiz sonucunda, adalet kavramina iligkin ortaokul 6grencilerinin 76
adet metafor iirettigi belirlenmistir. 1k ii¢ sirada yer alan metaforlar sirastyla Terazi (%15), Insan
(%14) ve Esitliktir (%8). Ogrencilerin iirettikleri metaforlar ortak ozelliklerine gore 4 farkli
kavramsal kategori altinda toplanmistir. Kavram kategorilerinin ayrilmasinda olusturduklar
metaforlar i¢in kullandiklari agiklamalar dikkate alinmistir. Buna gore 6grencilerin % 36'sinin (71
Ogrenci) adalet kavramim esitlik olarak, % 30'unun (60 6grenci) hak ve kural imgesi olarak, %
22'sinin (44 6grenci) hayatin pargasi olarak ve % 12'sinin (24 6grenci) cezalandirma araci olarak
gordiikleri ortaya ¢ikmustir. Arastirma sonucunda sosyal bilgiler 6gretmenlerine adalet ve esitlik
kavraminin farklarinin belirginlestirilmesine yonelik 6gretim gergeklestirilmesi onerilebilir. Diger
taraftan, arastirmacilara, ilgili kavramlarin daha iyi 6grenilmesini saglamak i¢in eylem arastirmasi
yapilmasi, dgrenci zihninde ilgili kavrama yonelik metaforlarin benzerlikleri ve farkliliklarin
belirlemek i¢in ise cok boyutlu 6lgekleme teknigi ile arastirmalar yapilmasi nerilebilir.

Anahtar kelimeler: Sosyal bilgiler, degerler, adalet, metafor
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Abstract

The aim of the research is to determine the metaphors of the secondary school students
about the concept of justice. The study group consists of 210 students studying in 5th 6th 7th 8th
grades (in 2016-17 academic year) in public school in Bekilli which is a district in Denizli. In this
research, in which phenomenology from the qualitative research design are used, the form
prepared by researchers which is aimed to collect data, consists of filling the sentences like “justice
is..... Because..." Legal permissions have been granted before the application. As a result of
analysis, it was determined that secondary school students produced 76 metaphors about the
concept of justice. The metaphors in the first three ranks are Libra (15%), Human (14%) and
Equality (8%). Metaphors produced by students are grouped under 4 different conceptual
categories in terms of their commonality. The explanations they used for the metaphors they
created in concept categorization were taken into account. According to this findings; 36% of the
students see the concept of the justice as equally, 30% of the students see as right and rule, 22% of
the students as part of life and 12% of the students see as instrument of punishment. As a result of
the research; it is advisable that with the help of social studies teachers, some education programs
can be carried out t clarify the differences between the concept of justice and equality. On the
other hand, doing activity research is advisable to ensure the better teaching of relevant concepts to
the researchers. Multidimensional scaling technique may be recommended to determine the
similarities and differences of the metaphors of the related concepts and its perceptual
comprehension in the student’s mind.

Keywords: Social studies, values, justice, metaphor
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Giris

Kisisel ve toplumsal agidan ahlaki bir deger sayilan adalet kavramina, hakkin hukuka
uygun olarak esitlik ilkesince hakliya teslim edilmesi seklinde bir bakisla yaklagilabilir.
Adalet kavrami yasamin her alaninda tartismaya acik ve belirli durumlarda yasam 6znesi
olarak degerlendirilebilecek boyuttadir. Adaletin genelligi ve algilanisinda olusan kisiye
Ozelligi kavrama yiiklenen anlamlan g¢esitlendirmistir. Ortaya ¢ikan cesitlilik ise kanunlarin
isleyisinde, cezalarin uygulanmasinda, gelirlerin paylasiminda ve insan iligkilerinde adalet
kavramini sorgulattirmakta ve ona cesitli anlamlar yiiklenmesine neden olarak, bireylerin
birlikte yasama iradesini ortadan kaldirici, baska bir ifade ile toplumsal yapinin biitiinliigiinii
tehdit eden bir duruma doniismesini olasi hale getirmektedir. Dolayisiyla, bireylerin adalet
kavramina yiikledikleri anlamlarin tespit edilmesi, formal egitim ortamlarinda olusturulacak
planlar yoluyla anlamlarin ortaklastirilabilmesi agisindan Onemli goriilerek, bu arastirma
planlanmustir.

Adalet kavrami Tiirkce sozliikte TDK (2017); "hak ve hukuka uygunluk, hakki
gozetme, dogruluk" olarak tanimlanmistir. Adalet tanimlarinin hak ve arka planinda bir esitlik
ilkesi vurgusunun agirlik kazandigi goriliir. Dolayisiyla adalet kavrami esitlere esit yaklasma
ve kisilere hakkaniyetli davranma anlamina geldigi sdylenebilir.

Gilinimiizdeki adalet kavrami, bireylerin ¢ikarlarimi alip, alamamalar ile ilgili bir
anlama ulagmistir. Hak ve esitlik kavramlarina dayali adalet kavraminin yogunlastigi 