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This study examines the priorities from the perspective of students, who are
important stakeholders, regarding the courses in the curriculum with a different
perspective on the process of curriculum development and evaluation. The study
addresses not the effectiveness of the curriculum, but the needs of the students after
graduation. To that end, the study seeks to determine the learning priorities of
students based on their career preferences. By considering different career
preferences of the students in the department of CEIT, the study employs the method
of Analytic Hierarchy Process (AHP) to reveal the career preferences of students
and their priorities in the courses in the curriculum based on these career
preferences. For this purpose, senior-level students studying in the department of
CEIT participated in the study through the method of AHP. Further, the professions
in different careers were grouped and these career preferences were categorized as
teaching, system design and academic profession. In conclusion, the course of
“School Experience-Teaching Practice” was ranked first while the course of
“Scientific Research Methods” ranked last in the learning priorities based on the
profession of teaching. It is remarkable that the learning priorities varied according
to the career preferences of the students.
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Bu arastirma kapsaminda, program gelistirme ve degerlendirme siirecine farkli bir
bakis acisiyla; Onemli paydaslardan biri olan Ogrencilerin goziiyle Ogretim
programindaki derslere iliskin Oncelikleri arastirilmustir.  Aragtirma  dgretim
programinin etkililigini degil, 6grencilerin mezuniyetleri sonrasi ihtiyaglarina yonelik
bir aragtirmadir. Bu amag dogrultusunda 6grencilerin kariyer tercihlerine dayali olarak
ogrenme oncelikleri belitlenmeye calisilmistir. Arastirmada; BOTE béliimiinde
6grenim goren 6grencilerin farkli kariyer tercihleri géz oniinde bulundurularak hem
kariyer tercihlerini belirlemek hem de bu kariyer tercihlerine dayali &gretim
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Learning Priorities of Students in Department of CEIT

Introduction

In order to understand the department of Computer Education and Instructional Technology (CEIT) and its
objectives, it is necessary to comprehend the most basic concept regarding the department, “Instructional
Technology.” According to the most current definition, instructional technology is a field of research and
application aimed at facilitating learning and improving learner performance (Reiser, 2007). This field consists of
3 basic components called technology, learning approaches and development of teaching systems (Cakir, Cebi &
Ozcan, 2013). The department of CEIT fulfills these 3 functions through the dimension of instructional technology.
In Turkey, the department of CEIT, which was established in 1998 within the faculties of Education, trains
individuals who seek to work as an information and communication technologies teacher in educational
institutions. Accordingly, the graduates of the department of CEIT can work as an information and computer
technology teacher, instructional designer, programmer, academician, specialist and also e-content designer in the
recent times in public or private sector. Thus, the grad students from the department of CEIT may take different
career preference. The competencies that these graduates are expected to have are different based on careers
preference. In this regard, it is essential to evaluate the curriculum prepared for the students in the department
based on different career preferences. This study analyzes the courses in the curriculum of the department of CEIT
by considering career preferences from the point of view of students, differently from the existing approaches
aimed at evaluating a curriculum.

Curriculum evaluation is the decision-making process for the effectiveness of a curriculum by means of
observation and measurement tools (Erden, 1998). Curriculum evaluation, considered as one of the most
fundamental functions in the process of developing a curriculum (Tyler, 1949), is related to the extent to which
the curriculum has achieved the set objectives. The process of curriculum evaluation basically follows three steps
(Fitzpatrick, Sanders & Worthen, 2004). In the first step, namely the step of planning, one decides on research
design, data collection method and tools. In the step of implementation, one performs data collection, analysis,
finding and reporting processes in line with the decisions in the step of planning. In the last step, namely the step
of evaluation, one evaluates the findings obtained by considering certain criteria and points out the drawbacks and
mistakes (Ozdemir, 2009). Curriculum evaluation is potentially the most critical step in developing a curriculum.
Since developing a curriculum is a design work at the same time, needs analysis is regarded as the most basic and
critical step in the process of developing a curriculum. Such analyses, usually conducted by commissions
evaluating different data sources, reveal the priorities of a curriculum.

There are different approaches towards curriculum evaluation. In Turkey, curriculum evaluation is based on
the analysis of I. curriculum design, Il. environment, Ill. success, IV. score, V. learning and VI. product, which
are called six basic approaches for evaluation (Ertiirk, 1998). The study by Ozdemir (2009) on the studies on
curriculum evaluation in Turkey based on a holistic approach reported that the studies on curriculum evaluation
were carried out in the form of theses, research and reports by the Turkish Ministry of Education or universities.
These studies mainly employed the methods of interview, observation, questionnaire, information forms and
document review for data collection. Thus, this study seeks to provide a different insight into the process of
curriculum evaluation and development. To that end, this study analyses learning priorities based on career
preferences of students.

It is remarkable that the studies on career preference obtained the data for curriculum evaluation and
development by means of methods such as questionnaire, scale and interview (Kloster, Hoie, & Skar, 2007,
Rognstad, Aasland, & Granum, 2004; Sauermann & Roach, 2012). Karaarslan and Ozbakir (2017) stated that AHP
is a more useful method in determining career preferences since its results are based on metrics. Further, AHP
method allows for the formation of hierarchical structures and the levels in these structures can be prioritized both
within and between each other. There are studies that evaluated curricula by means of the method of AHP in the
literature, for example, the study on the evaluation of teaching quality by Weng, Zhang & Liu (2104) and the study
on the evaluation of teaching from a student’s perspective by Thanassoulis, Dey, Petridis, Goniadis & Georgiou
(2017). The present study analyses both the career preferences of students and the learning priorities regarding the
courses in the curriculum based on these career preferences by means of AHP method. This study addresses not
the effectiveness of the curriculum, but the needs of the students after graduation. In this regard, the next section
explains what AHP is and where it is employed as well as presents various studies on its use in an educational
context in the literature.

Analytic Hierarchy Process (AHP)

AHP is a multi-criterion decision-making approach that used to solve complex problems (Saaty, 1980). It
allows for the formation of a hierarchical structure for decision problem. The structure can be manipulated by the
researcher(s) according to the research problem. Entailing the consideration of the case of a problem in a
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hierarchical manner, AHP enables one to compare the criteria and sub-criteria regarding the problem, to gain
insight on these criteria and to evaluate alternatives in terms of the criteria (Timor, 2011). As seen, AHP consists
of multiple levels and allows for the comparison of these levels both within and between each other. AHP is a
method of determining priorities based on the law of comparative judgment set forth by Thurstone in 1927.

It is noteworthy that AHP method is often used in the areas such as engineering, economics, business etc. in
the literature; yet, there is a limited number of studies on the method in an educational context. The present study
examined the studies performed AHP method in an educational context. Notably, these studies were conducted
particularly with the purpose of selecting and setting priorities. Firstly, the studies that employed AHP method to
select the best one or ones among alternatives were presented. Koksal and Ozmutaf (2009) carried out a study with
AHP method in order to select a country for studying English abroad; Ho, Chen, & Hsu (2017) performed a study
in Taiwan, analyzing the selection of educational institutions and websites by high-school students. Drake (1998)
reported that engineering students can use the method of AHP in their engineering education in the process of
determining the correct system components. Among the studies performed for prioritizing criteria, there is the
study by Diindar (2008) on the determination of the factors affecting the choice of students for elective courses.
Another relevant study was conducted by Begicevic, Divjak and Hunjak (2009), who concluded that strategic
factors, organizational costs, economic factors and risks are prioritized in project selection. The study by Erees,
Kuruoglu and Morali (2013), which aimed to prioritize criteria, focused on choosing a simulation in the field of
education. Karaarslan and Ozbakir (2017) examined the career preferences of engineering students and found out
that job security, working conditions and career opportunities are the priority criteria for them.

Purpose of the Research

The purpose of the present study is to determine the learning priorities of the students in the department of
CEIT based on their career preferences. Accordingly, the study employs “Analytic Hierarchy Process” method
and analyses both the priorities in their career preferences and the learning priorities based on their career
preferences.

Method

This study utilizes AHP method for determining the career preferences of students and their learning priorities.
This method is carried out in three steps: the formation of a hierarchical structure of the decision problem, the
comparative judgment and the determination of priorities (Saaty, 1990). The present study also follows these steps.

Study Group

The study group consists of 12 senior-level undergraduate students in the Department of Computer Education
and Instructional Technology in a state university in Ankara, Turkey. The reason why the senior-level students
constituted the group is that they have attended all courses, gained professional development, and were about to
start a career. The AHP method can be applied to both a single person and a group of people. The accuracy of the
AHP, which can be used in the determination of individual decisions as well as group decisions, and the validity
of the models are illustrated by the consistency ratio. Considering the results and the representativeness of the
sample, the study was performed with 12 students.

Research Process
The decision problem of the study is regarding the determination of learning priorities of the students in the
department of CEIT based on their career preferences. In accordance with this purpose, the study was carried out

in three basic steps: the formation of a hierarchical structure, the comparative judgment and the determination of
priorities.

Step 1: The formation of a hierarchical structure

The hierarchical structure of the study consists of three levels. Figure 1 provides information on the nature of
the structure.

747



Learning Priorities of Students in Department of CEIT

Learning
Priorities of the
Students in CEIT

T
Inf. Tech. Prog. Lan Des. Use
in Ed. 8- Lan. Ins. Mat.

Figure 1. The hierarchical structure of the decision problem
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As seen in Figure 1, the decision problem, that is level 1, is the learning priorities of the students in the
department of CEIT. The relevant criteria are determined in level 2. These criteria refer to the career opportunities
which the students can consider after graduation: teacher, system designer and academician. There are career
options such as instructional designer, computer networking expert, programmer in system designer.

The compulsory courses in the curriculum of the department of CEIT, to which the students attended during
their undergraduate education, are alternatively given in level 3. Some of these courses were grouped by the
researchers and presented to the students. A total of 10 courses were alternatively grouped as follows: Information
Technology in Education I-1I, Programming Languages I-1I, Design and Use of Instructional Material,
Instructional Design, Use of Operating Systems-Computer Networks and Communication, Special Teaching
Methods I-1I, Multimedia Design and Development, Project Development and Management I-1l, Research
Methods in Education, School Experience-Teaching Practice.

Step 2: The comparative judgment

In the second step, the study performed a comparative judgment of the criteria and the alternatives, and
presented them as comparison matrices. Prior to that, a comparison was made based on the scale of importance.
Table 1 shows the scale of importance.

Table 1. The scale of importance (Saaty, 1990)

_Inten5|ty of Definition Description
importance
1 Equal importance Both factors are equal in importance.
. A factor is somewhat more important than the other
3 Moderate importance . . .
according to experiences and estimations.
5 Strong importance A factor is much more important than the other.
7 Very strong or demonstrated A factor is preferred significantly much more than the
importance other.
. One of the factors is absolutely more important than the
9 Extreme importance others
2,468 Intermediate values These are the intermediate values for the values

mentioned above and used when compromise is needed.

Comparisons were made by means of the tool prepared in line with Table 1. Figure 2 shows the tool used for
the comparison of the criteria.
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Very Important Equal Very Important
< >
[ Teacher ] |918|7|6|5|4|3|2]|1]2]|3|4|5|6]7 |8]|9] [ System Des. ]
Very Important Equal Very Important
* -
[ Teacher ] |918|7|6|5]4]|3]2]1|2|3|4|5|6]7 |8]|9] [Academician]
Very Important Equal Very Important
>
[SystemDes. ] |918|7|6|5]|4]3|2]|1]2|3|4|5|6]|7 |8]|9] [Academician]

Figure 2. Pair-wise comparison scale

Figure 2 presents a part of the data collection tool prepared only for the comparison of the criteria. The tool
was also used in the comparison of the alternatives based on the criteria. Following the comparative judgment,
comparison matrices were established for the criteria and the alternatives.

In constructing the comparison matrices for the comparison of the alternatives, individual matrices were
established for the criteria of teacher, system designer and academician. The geometric mean is used to reduce
multiple matrices into a single matrix (Saaty, 2008). As a group decision was to be taken in establishing these
matrices, the geometric mean was taken into consideration. Table 3 presents the comparison matrix for the criteria.

Table 3 Comparison matrix

Jobs K1 K2 K3
Teacher (K1) 1,00 1,65 1,06
System Designer (K2) 0,73 1,00 0,41
Academician (K3) 0,95 1,46 1,00

As observed in Table 3, a 3*3 comparison matrix was established since the number of the criteria was three.
This was a symmetric matrix with its diagonals equal to 1. While the result of the pair-wise comparison of K1 and
K2 was 1,65, the result of the comparison between K2 and K1 was 0,73, that is, 1/1,65. The next step following
the comparison matrix was the third and the last step, which is the determination of priorities.

Step 3: The determination of priorities

The step of determination of priorities included multiple operations. First, the normalized matrix was calculated
based on the comparison matrix. After the calculation of the normalized matrix, the average of each row was
considered and the vector of priorities was calculated. Following that, the vector of priorities was multiplied by
the comparison matrix to obtain the matrix of all priorities. Table 4 shows the matrix indicating all these values.

Table 4 Normalized matrix, the vector of priorities and the matrix of all priorities

The Vector of The Matrix of All

Jobs K1 K2 K3 Priorities Priorities
Teacher (K1) 0,37 0,40 0,43 0,40 2,91
System Designer (K2) 0,27 0,24 0,17 0,23 2,95
Academician (K3) 0,35 0,36 0,41 0,37 2,91

After the matrix of all priorities was obtained, the consistency ratio was calculated in the last step. To do so,
the following equation was used:
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_

CR=—
RI

Cl refers to the consistency index, and RI refers to the random value index. The value Cl was calculated by the
following equation:

O\max - n)

I =
¢ n—1

And the random value index consisted of the static values set by Saaty (1980). Table 5 provides information
on the random value index.

Table 5 Random Value Index (Saaty, 1980)

Numb f
Awroaries 2 3 4 5 6 7 8 9 10 11 12 13 14 15
Random
Value 000 058 090 112 124 132 141 145 149 151 148 156 157 1,59
Index

Here, the random value index was employed to determine the values based on the number of alternatives or
criteria. Table 6 presents the consistency index, random value index and consistency ratio regarding the criteria.

Table 6 Consistency index, random value index and consistency ratio

Index Value
Cl -0,04
RI 0,58

CR -0,06

The consistency ratio should be less than 0,1. As seen, the result achieved to meet such requirement, ensuring
the consistency. These analyses were performed for the alternatives based on each criterion as well and all results
were acceptable. The next section presents the findings.

Findings

The section of findings provides the findings obtained from the analyses in detail. The results from the
comparison of the criteria and the priorities of the alternatives based on each criterion are respectively presented
in this section. Figure 2 demonstrates the findings on the criteria.

Learning
Priorities of the
Students in CEIT

Teacher
(40%)

System designer Academician

(23%)

(37%)

Figure 2 AHP results on the criteria

Figure 2 indicates that the career preferences of the students in the department of CEIT were prioritized as
follows: teacher (40%), academician (37%) and system designer (23%). This study analyzed the learning priorities
of the students based on their career preferences as well. Thus, they were asked to prioritize the courses they
attended (10 alternatives). To do so, they were also asked to consider the case of being a teacher, a system designer
and an academician respectively in comparing the courses. In other words, the students made a pair-wise
comparison between learning priorities and the case of being a teacher, between learning priorities and the case of
being a system designer, and between learning priorities and the case of being an academician. The findings are
presented separately based on these three criteria (career preferences).
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First, the findings on the comparison for the question of “If your career preference was teacher, how would
you prioritize the courses?” Figure 3 indicates the relevant findings.

Learning
Priorities of the
Students in CEIT

Inf. Tech. Prog. Lan Des. Use
in Ed. (:ng/;s)a ) Ins. Mat.
(%10) (%13)

Figure 3 Course priorities based on the criterion of teaching

As shown in Figure 3, the students ranked the course of “School Experience-Teaching Practice” (26%) first
and the course of “Research Methods in Education” (3%) last in the learning priorities based on the profession of
teacher.

Figure 4 presents the course preferences based on the career preference of system design.

Learning
Priorities of the
Studentsin CEIT

System
Designer

Pro. Dev.
Man

Des. Use
Ins. Mat.
(%6)

Inf. Tech.
in Ed.
(%5)

Prog. Lan
(%27)

Figure 4 Course priorities based on the criterion of system design
As seen in Figure 4, the students ranked the course of “Programming Languages-Internet Based Programming”
(27%) first and the course of “School Experience-Teaching Practice” (2%) last in the learning priorities based on

the profession of system designer.

Figure 5 indicates the findings on the learning priorities based on the career preference of academician
profession.
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Learning
Priorities of the
Studentsin CEIT

Academician

—

Pro. Dev.
Man.
(%10)

— \,

Inf. Tech. Prog. Lan Des. Use Ins. Res. Teaching
in Ed. (5'7' Ins. Mat. Design Method Pr.
(%8) B (%11) (%10) (%21) (%7)

Figure 5 Course priorities based on the criterion of academic profession

4

As shown in Figure 5, the students ranked the course of “Scientific Research Methods” (21%) first and the
course of “Programming Languages-Internet Based Programming, Multimedia Design and Development, School
Experience-Teaching Practice” (7%) last in the learning priorities based on the preference of academic profession.
The findings revealed that the course preferences of the students varied according to their course preferences. To
point out these differences more clearly, Table 7 demonstrates the findings based on the three criteria.

Table 7 Findings regarding the priorities of the alternatives based on the three criteria

Teacher System Designer Academician

Information Technologies in Education 10 5 8
Programming Languages 5 27 7
Design and Use of Instructional Material 13 6 11
Instructional Design 12 5 10
Use of Operating Systems-Computer Networks and Communication 7 15 8
Special Teaching Methods I-11 11 2 11
Multimedia Design and Development 7 15 7
Project Development and Management I-I1 5 21 10
Research Methods in Education 3 3 21
School Experience-Teaching Practice 26 2 7

Table 7 shows that the course priorities of the students were different based on these criteria. For instance, the
course of “Programming Languages-Internet Based Programming”, which ranked first by 27% for the criterion of
system design, ranked last by 7% for the criterion of academic profession. The ranking of the other courses varied
in a similar way.

Conclusion and Discussion

AHP method, when applied to a single person, enables him or her to take individual decisions and, when
applied to a small or large group of people, enables them to take group decisions. A small group, consisting of 12
students, participated in the present study. Studies with such small groups in the field of education contribute to
the formation of an overall picture (Cheng & Li, 2001). This study also aimed to provide an overall picture. Further
studies can have a study group consisting of the students studying the same department but in different universities
and evaluate the curriculum from the perspective of students. These studies can also perform a needs analysis in
the step of the determination of the needs.

AHP allows for the establishment of a hierarchical structure and the prioritization of the levels in the structure.
This study attempted to determine the career preferences of the students and the learning priorities based on these
career preferences. The career preferences of the students were respectively teacher, academician and system
designer. It can be stated that the first preference of the students in the department of CEIT after their graduation
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would be the profession of teacher among these three professions. The study by Karatas (2010) concluded that the
students in the department of CEIT see themselves first as a system designer and then as a teacher. On the other
hand, the present study revealed that the last preference of the students was the profession of system designer. The
reason for such difference might be that the studies were performed in different years. Thus, it can be argued that
the career preferences of the students in the department of CEIT have changed over the years.

Moreover, the study determined the learning priorities of the students based on their career preferences. The
students ranked the course of “School Experience-Teaching Practice” first and the course of “Research Methods
in Education” last in the learning priorities based on the profession of teaching. The course of “Programming
Languages-Internet Based Programming” was ranked first and the course of “School Experience-Teaching
Practice” was ranked last in the learning priorities based on the profession of system design. And, the course of
“Research Methods in Education” was ranked first and the courses of ‘“Programming Languages, School
Experience-Teaching Practice” were ranked last based on the preference of academic profession. It is remarkable
that the course of “School Experience-Teaching Practice” was ranked first in the profession of teaching whereas
it was ranked last in other professions. That is, it can be argued that a difference in the career preferences of the
students changes their learning priorities as well.

The course of “School Experience-Teaching Practice” was ranked first in the learning priorities based on the
profession of teaching. Since students believe that these courses offer teaching experience and prepare themselves
for the profession (Becit, Kurt & Kabakg1, 2009). The study by Gokmen (2015) found out that students do not use
many software, which they have learnt in their courses, within the course of teaching practice in schools. Such
finding is consistent with the finding in the present study that the course of programming languages was ranked
last in the learning priorities based on the profession of teaching. In other words, the students, who preferred the
profession of teaching, ranked the course last in their learning priorities, as they do not use these software
languages in programming languages. Thus, it can be stated that the competences of the students varied based on
their career preferences.

Curriculum evaluation is usually associated with competences, and these competences vary depending on
courses. The learning outcomes and competences of the curriculum of CEIT can be a subject of study when the
competences are examined according to the students who pursue different career paths. In order to add to this
subject of study, a further study may focus on the individuals who actively serve in the profession of teaching,
system design and academic profession. Moreover, one of the most important stakeholders of the curriculum is
the students themselves. The assessments of the students, who have life experiences related to the curriculum, on
the curriculum might have a great contribute to the improvement of the curriculum. For that reason, the present
study attempted to offer an evaluation of the curriculum from the perspective of the students by means of the
method of AHP. Further studies may provide the evaluation of the curriculum from the perspective of
academicians, experts, teachers and other stakeholders by means of the same method.

The most important conclusion in this study was that the students have different opinions on the courses in the
curriculum of CEIT. The evaluation of these opinions with a needs analysis has the potential to provide an insight
into the discussion on the curriculum of the departments of CEIT. It is long known that the curriculum of the
departments of CEIT has been criticized and efforts have been made to offer alternative curricula. Indeed, the
teacher qualifications specified by the Turkish Ministry of Education, the competences required by the public and
private sectors, the nature of instructional technologies, the development plans of Turkey, the educational
developments based on digital technologies in the world, and the general needs of Turkey should be all taken into
consideration in updating the existing curriculum, which is a multi-stakeholder process. Yet, the evaluation of the
curriculum (only in the context of course priorities, excluding course content and learning outcomes) from the
perspective of students adds a different dimension to the process, as in student-centered instructional designs. That
being said, although it is not possible to create an adaptable curriculum for the students with different career plans
yet, at least, the core curriculum in the field of instructional technologies can be designated as compulsory courses
in the first years of the education and a semi-adaptable curriculum, which includes the courses according to student
priorities, can be implemented in the following years of the education.!

L A similar suggestion was put forth in the Workshop on Training and Employment of Informatics Trainers, which was carried
out on May 25-26, 2016 with the initiative of a group of lecturers. These suggestions are similar to those in the Curriculum
Draft submitted to the Turkish Council of Higher Education (YOK) and prepared within the above-mentioned initiative.
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BOTE Béliimii Ogrencilerinin Kariyer Tercihlerine Dayalh Ogrenme
Onceliklerinin Belirlenmesi Giris

Bilgisayar ve Ogretim Teknolojileri Egitimi (BOTE) béliimiinii ve boliimiin hedeflerini anlayabilmek igin
oncelikle boliime iliskin en temel kavram olan “Ogretim Teknolojisi”nin anlasilmas1 gerekmektedir. En giincel
tanimryla 6gretim teknolojisi, 6grenmeyi kolaylagtirmak ve 6grenen performansini iyilestirmeyi amaglayan bir
aragtirma ve uygulama alanidir (Reiser, 2007). Bu alan temelde; teknoloji, 6grenme yaklasimlar1 ve 6gretim
sistemlerinin gelistirilmesi olarak isimlendirilen ii¢ temel bilesenden olusmaktadir (Cakir, Cebi ve Ozcan, 2013).
Ogretim teknolojisi boyutuyla BOTE béliimii bu ii¢ islevi yerine getirmektedir. Ulkemizde egitim fakiilteleri
biinyesinde 1998 yilinda kurulan BOTE béliimii ayrica egitim kurumlarinda bilisim teknolojileri 6gretmeni olarak
gorev yapmay1 hedefleyen bireyler yetistirmektedir. Buna gére BOTE béliimii mezunlar1 kamu ya da 6zel sektorde
bilisim teknolojileri 6gretmeni, 6gretim tasarimeisi, programlama uzmani, akademisyen, uzman ve 6zellikle son
donemde e-igerik tasarimcisi olarak gérev yapabilmektedir. Buradan anlasilacagi iizere BOTE béliimiinden mezun
olan Ogrenciler farkli kariyer tercihlerinde bulunabilmektedir. Farkli is alanlarina ydnelmeyi hedefleyen
mezunlarm sahip olmasi gereken yeterlikler de farklilasmaktadir. Bu noktada BOTE béliimiinde dgrenim goren
ogrencilere sunulan 6gretim programiin farkli kariyer tercihlerinin goz éniinde bulundurularak degerlendirilmesi
ihtiyact dogmustur. Calismada mevcut program degerlendirme yaklagimlarindan farkli olarak dgrenenlerin bakis
acistyla kariyer tercihleri goz oniinde bulundurularak BOTE boliimii 6gretim programinda yer alan dersler ele
almmustir.

Program degerlendirme, gézlem ve 6lgme araglari kullanilarak dgretim programinin etkililigine iligkin karar
verme siirecidir (Erden, 1998). Program gelistirme siirecinin ¢alismasinda en temel fonksiyonlardan biri olarak
goriilen program degerlendirme, (Tyler, 1949) ortaya konulan programin hedeflere ne 6l¢iide ulastirdig: ile
ilgilenmektedir. Temelde program degerlendirme siireci lic asamadan olusmaktadir (Fitzpatrick, Sanders &
Worthen, 2004). Birinci asama olan planlama asamasinda aragtirma deseni, veri toplama yontem ve araglarina
karar verilir. Uygulama agsamasinda planlama agamasinda verilen kararlar dogrultusunda veri toplama, analiz,
bulgu ve raporlama islemleri gerceklestirilir. Son asamada olan degerlendirme asamasinda ise elde edilen sonuglar
belirli kriterler goz 6niinde bulundurularak degerlendirilerek eksiklik ve hatalar ortaya konulur (Ozdemir, 2009).
Programin degerlendirilmesi program gelistirme siirecinin belki de en 6nemli asamasidir. Program gelistirme ayni
zamanda bir tasarim caligmasi oldugundan dolay: ihtiya¢ analizi bu tasarim siirecinin en temel ve en &nemli
asamalarindan biri olarak kabul edilir. Genellikle komisyonlar tarafindan farkli veri kaynaklarmimn
degerlendirilmesi ile ortaya konulan analizler 6gretim programmin Onceliklerinin de ortaya cikmasimi
saglamaktadir.

Program degerlendirmeye iliskin farkli yaklasimlar s6z konusudur. Ulkemizde egitimde program
degerlendirme 1. program tasarisina bakarak, II. ortama bakarak, III. basariya bakarak, IV. erisiye bakarak, V.
ogrenmeye bakarak ve VI. {irline bakarak yapilan degerlendirme olarak isimlendirilen alt1 temel yaklasima gore
gerceklestirilmektedir (Ertiirk, 1998).  Ozdemir’in (2009) iilkemizde yapilan program degerlendirme
calismalarmimn biitiinciil olarak incelendigi arastirmasinda program degerlendirme calismalarimin MEB veya
iniversiteler tarafindan tez, arastirma ve raporlar kapsaminda ele alindigmi belirtmistir. Bu caligmalarda
¢ogunlukla veri toplamak amaciyla goriisme, gozlem, anket, bilgi formlar1 ve dokiiman inceleme ydntemleri
kullanilmistir. Bu aragtirmada program gelistirme ve degerlendirme siirecine farkli bir bakis kazandirmak
amaglanmistir. Bu ama¢ dogrultusunda 6grencilerin kariyer tercihlerine dayali olarak &grenme oncelikleri
incelenmistir.

Kariyer tercihlerinin ele alindig1 arastirmalar incelendiginde program gelistirme ve degerlendirme amaciyla
toplanan verilerin anket, 6lgek ve goriisme gibi yontemler yolu ile elde edildigi gorilmektedir (Kloster, Hoie, &
Skér, 2007; Rognstad, Aasland, & Granum, 2004; Sauermann & Roach, 2012). Karaarslan ve Ozbakir (2017)
metriklere dayali bir sonug {ireteceginden dolayr Analitik Hiyerarsi Siireci’nin (AHS) tercihleri belirlemede daha
kullanish bir yontem olacagmni belirtmistir. Ciinkii AHS yontemi ile hiyerarsik yapilar olusturulabilmekte ve bu
yapidaki diizeyler hem birbiri icerisinde hem de birbirleri arasinda &nceliklendirilebilmektedir. Ogretim
programlarmin AHS yontemi kullanilarak degerlendirildigi ¢alismalara alan yazinda rastlamak miimkiindiir. Bu
caligsmalara; Weng, Zhang & Liu (2104) tarafindan yapilan 6gretim kalitesini degerlendirme calismasi ve
Thanassoulis, Dey, Petridis, Goniadis & Georgiou (2017) tarafindan yapilan 6grenci goéziinden Ogretimin
degerlendirilmesi ¢alismalar1 6rnek olarak verilebilir. Bu aragtirmada da AHS kullanilarak 6grencilerin hem
kariyer tercihleri ve hem de bu kariyer tercihlerine bagli olarak 6gretim programinda yer alan derslere iliskin
o0grenme Oncelikleri incelenmistir. Arastirma kapsaminda programm etkilili§i degil 6grencilerin mezuniyetleri
sonrasi ihtiyaglarina yonelik bir aragtirma yiiriitiilmiistiir. Bu baglamda; sonraki boliimde AHS’nin ne oldugu,
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hangi alanlarda kullanildig1 agiklanmis ve egitsel baglamda kullanimina iligkin alan yazindan cesitli aragtirma
orneklerine yer verilmistir.

Analitik Hiyerarsi Siireci-AHS (Analytic Hierarchy Process-AHP)

AHS karmasgik problemlerin ¢6ziimiinde kullanilan ¢ok kriterli bir karar verme yontemidir (Saaty, 1980). AHS
ile karar problemiyle ilgili hiyerarsik bir yap1 kurulabilmektedir. Bu yapi, arastirma problemine gore
arastirmaci(lar) tarafindan istenildigi sekilde manipiile edilebilmektedir. AHS; problem durumunu hiyerarsik bir
sekilde ele alarak probleme iliskin kriterleri ve alt kriterleri kargilagtirma, kriterlere ait yargida bulunma ve
alternatifleri kriterler acisindan degerlendirme imkani sunmaktadir (Timor, 2011). Buradan da anlasilacag: gibi
AHS, birden fazla diizeyden olugsmakta ve bu diizeylerin hem kendi aralarinda hem de kendi iglerinde
karsilastirilmalarina  olanak saglamaktadir. AHS 1927°de Thurstone tarafindan ortaya konulan ikili
karsilagtirmalar1 (law of comparative judgment) temel alarak 6nceliklerin belirlenmesini saglayan bir yontemdir.

flgili alan yazin incelendiginde AHS yénteminin miihendislik, iktisat, isletme vb. alanlarda siklikla kullanildig
ancak egitsel baglamda yapilan arastirmalarin smirli oldugu goéze ¢arpmaktadir. Aragtirma kapsaminda egitim
alaninda AHS yontemi ile yapilan arastirmalar incelenmistir. Bu aragtirmalar incelendiginde ise; 6zellikle segme
ve dncelik belirleme amaci ile yapildiklar goriilmiistiir. ilk olarak AHS yénteminin alternatifler arasmdan en iyiyi
ya da en iyileri segme amaci ile kullanildig1 arastirmalara deginilmistir. Koksal ve Ozmutaf (2009) AHS’yi yurt
diginda Ingilizce Dil egitimi icin iilke se¢imi amaciyla bir arastirma gerceklestirmistir. Bir diger calisma ise; Ho,
Chen, & Hsu (2017) tarafindan Tayvan’da gergeklestirilen arastirmada lise 6grencilerinin egitim kurumlarini ve
egitim sitelerini se¢meleri incelenmistir. Drake (1998) miihendislik fakiiltesi &grencilerin dogru sistem
bilesenlerini belirleme siirecinde mithendislik egitiminde AHS nin kullanilabilecegini ifade etmistir. Kriterler
arasinda Oncelik belirlemeye yonelik olarak yapilan arastirmalara ise Diindar (2008) tarafindan 6grencilerin
segmeli ders se¢imini etkileyen faktorleri belirleme calismasi 6rnek verilebilir. Bir diger ¢aligma Begicevic, Divjak
ve Hunjak (2009) tarafindan yapilmis ve proje seciminde stratejik faktdrler, organizasyon maliyetleri, ekonomik
faktor ve riskler seklinde kriterlerin dnceliklendirildigini sonucuna ulagmistir. Erees, Kuruoglu ve Morali (2013)
kriterler arasinda onceliklerin belirlenmesine yonelik gerceklestirdigi arastirmasinda egitim alaninda simiilasyon
segmeyi amacglayan bir calisma gerceklestirmistir. Karaarslan ve Ozbakir (2017) miihendislik fakiiltesi
ogrencilerinin kariyer tercihlerini belirlemeye c¢aligtiklar1 aragtirmada; is giivencesi, ¢alisma kosullar1 ve kariyer
imkanlarmim 6ncelikli kriterler oldugunu belirlemislerdir.

Arastirmanin Amaci

Bu arastirmani amact BOTE béliimii 6grencilerinin kariyer tercihlerine dayali olarak dgrenme 6nceliklerinin
belirlenmesidir. Bu amag dogrultusunda “Analitik Hiyerarsi Siireci” yontemi kullanilmistir. Ogrencilerin hem
kariyer tercihlerindeki oOncelikleri hem de kariyer tercihlerine dayali olarak &grenme oOncelikleri arastirma
kapsaminda incelenmistir.

Yontem

Bu arastirmada 6grencilerin kariyer tercihleri ve 6grenme oOnceliklerini belirlemeye yonelik olarak AHS
yontemi kullanilmistir. Bu yontem; karar problemine iliskin hiyerarsik yapinin olusturulmasi, ikili
karsilastirmalarin yapilmasi ve onceliklerin belirlenmesi olarak {i¢ temel asamada yiiriitiilir (Saaty, 1990).
Arastirma kapsaminda da bu agsamalar izlenecektir.

Calisma Grubu

Aragtirmanm ¢alisma grubunu Ankara’da bulunan bir devlet iiniversitesinin Bilgisayar ve Ogretim
Teknolojileri Egitimi Boliimii’nde lisans egitimine devam eden 12 dérdiincii sinif lisans 6grencisi olusturmaktadir.
Dérdiincii smif secilmesinin amact bu 6grencilerin biitlin dersleri almis olmalari, mesleki gelismisliklerinin olmasi
ve ¢aligma hayatina daha yakin bir durumda olmalaridir. AHS yontemi bir tek kisiye uygulanabilecegi gibi bir
gruba da uygulanabilir yapidadir. Gerek bireysel gerekse grup kararlarinin belirlenmesinde kullanilan AHS nin
dogrulugu ve modellerin gegerligi tutarlilik orani ile agiklanmaktadir. Elde edilen sonuglar ve evreni temsil
edilebilirligi gz 6nitinde bulunduruldugunda 12 6grenci ile arastirmanin yiiriitiilmesine karar verilmistir.

Arastirma Siireci
Aragtirmanimn karar problemi BOTE Boéliimii dgrencilerinin mesleki tercihlerine dayali olarak 6grenme

onceliklerinin belirlenmesidir. Bu amag¢ dogrultusunda arastirma hiyerarsik yapmin olusturulmasi, ikili
karsilastirmalarm yapilmasi ve onceliklerin belirlenmesi olarak ii¢ temel asamada yiiriitilmiistiir.
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Asama 1: Hiyerarsik yapinin olusturulmasi

Aragtirmanin hiyerarsik yapisi li¢ diizeyden olugmaktadir. Bu yapinin nasil olduguna yonelik bilgi Sekil 1°de
verilmistir.

BOTE
Ogrencilerinin
Ogrenme
Oncelikleri

Akademisyenlik

Mat. Tas.
Ve Gel.

isl. Sis.—
Bil. Aglarn

Ogretim
Tasarimi

Egitimde
Bil. Tek.

Bil. Ars.
Yén.
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Sekil 1. Karar probleminin hiyerarsik yapisi

Sekil 1°de goriildiigii gibi karar problemi yani birinci diizey BOTE 6grencilerinin 6grenme oncelikleridir.
Ikinci diizeyde ise kriterler belirlenmistir. Kriterler dgrencilerin mezun olduklar1 zaman calisabilecekleri kariyer
olanaklaridir. Bu tercihler; 6gretmenlik, sistem tasarimcilig1 ve akademisyenliktir. Sistem tasarimciligi igerisinde;
ogretim tasarimeiligl, bilgisayar aglar1 uzmanligi, programlama uzmani gibi kariyer secenekleri bulunmaktadir.

Ugiincii diizeyde ise BOTE 6gretim programinda yer alan ve lisans egitimleri siiresince aldiklari zorunlu dersler
alternatif olarak belirlenmistir. Bu derslerin bir boliimii arastirmacilar tarafindan gruplandirilarak grenenlere
sunulmustur. Bu gruplandirma sonucunda; Egitimde Bilisim Teknolojileri I-11, Programlama Dilleri I-11, Materyal
Tasarmi ve Gelistirme, Ogretim Tasarmmi, Isletim Sistemleri-Bilgisayar Aglar1 ve Iletisim, Ozel Ogretim
Yontemleri I-1I, Coklu Ortam Tasarmmi ve Uretimi, Proje Gelistirme ve Yonetimi I-II, Bilimsel Arastirma
Yontemleri, Okul Deneyimi-Ogretmenlik Uygulamasi dersleri olarak 10 ders alternatif olarak ele alnmustir.

Asama 2: Ikili karsilastrmalarin vapimasi

Aragtirmanin ikinci asamasinda kriterlerin ve alternatiflerin ikili karsilagtirmalart yapilmis ve bunlar
kargilagtirma matrisleri olarak sunulmustur. Karsilastirma matrislerinden 6nce énem derecesi tablosu kullanilarak
karsilagtirmalar yapilmigtir. Onem derecesi tablosu tablo 1’°de verilmistir.

Tablo 1 Onem derecesi tablosu (Saaty, 1990)

Onem . Tanm Ac¢iklama
Derecesi

1 Esit Derecede Onemli Her iki faktor ayn1 dneme sahiptir.

3 Orta Derecede Onemli Tecru.l':)e ve yqrgllara gore bir faktor digerine gore biraz
daha 6nemlidir.

5 Kuvvetli Derecede Onemli Bir faktor digerinden kuvvetle daha énemlidir.

7 Cok Kuvvetli Derecede Onemli BIF faktor d_1ger1ne gore yiiksek derecede kuvvetle tercih
edilmektedir.

9 Mutlak Derecede Onemli Faktor.le_rden bir tanesi digerine gore ¢ok yliksek derecede
6nemlidir.
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Yukarida belirtilen degerlerin ara degerleridir, uzlasma

2,468 Ara Degerleri gerektiginde kullanilir.

Tablo 1’¢ uygun bir sekilde hazirlanan ara¢ ile karsilastirmalar elde edilmistir. Kriterlere iliskin
kargilagtirmalarm yapilmasi igin kullanilan ara¢ Sekil 2°de verilmistir.

Cok Esit Cok
< >
[Ogretmenlik] 1918171615141312]1]2]3]4]5[6]7 [8]9] [ Sistem Tas, ]
Cok Esit Cok
< >
[(")gretmenlik] |9]18|7|6|5]4]|3]2]1]2|3|4]|5|6]7 |8]|9] [Akademisyenlik]
Cok Egit Cok
>
[ Sistem Tas. ] |918|7]6|5]|4]3|2]|1]2|3|4|5|6]|7 |8]|9] [Akademisyenlik]

Sekil 2. ikili karsilastirma aract

Sekil 2°de verilen sadece kriterlerin karsilastirmasi i¢in diizenlenen veri toplama aracinin bir boliimiidiir. Ayni
sekilde kriterlere dayal olarak alternatiflerin karstlastirilmast icin de bu ara¢ kullanilmistir. ikili karsilastirmalar
yapildiktan sonra ise kriterler ve alternatifler igin karsilagtirma matrisleri olusturulmustur.

Alternatiflerin karsilastirma matrisleri olusturulurken hem &gretmenlik, hem sistem tasarimciligi hem de
akademisyenlik kriterleri i¢in ayr1 ayr1 matrisler olusturulmustur. Birden fazla matrisin tek matrise indirilmesinde
geometrik ortalama kullanilmaktadir (Saaty, 2008). Bu matrisler olusturulurken grup karar1 verileceginden dolay1
geometrik ortalama kullanilmistir. Kriterler i¢in olusturulan karsilagtirma matrisi Tablo 3’te verilmistir.

Tablo 3 Karsilastirma matrisi

Meslekler K1 K2 K3
Ogretmenlik (K1) 1,00 1,65 1,06
Sistem Tasarimcisi (K2) 0,73 1,00 0,41
Akademisyenlik (K3) 0,95 1,46 1,00

Tablo 3’te goriildiigii gibi kriter sayisinin {i¢ olmasmdan dolayr 3*3’liik karsilagtirma matrisi olusturulmustur.
Bu matris simetrik bir matristir ve kosegenleri 1’dir. K1 ile K2’nin ikili karsilagtirma sonucu 1,65 iken K2 ile
K1’in karsilagtirmasimin sonucu ise 0,73 yani 1/1,65tir. Karsilagtirma matrisini elde ettikten sonra ise tigiincii ve
son agama olan onceliklerin belirlenmesi asamasina gegilmistir.

Asama 3: Onceliklerin belirlenmesi

Onceliklerin belirlenmesi asamasinda birden fazla islem yapilmustir. ilk olarak karsilastirma matrisinden
normalize edilmis matris hesaplanmistir. Normalize edilmis matris hesaplandiktan sonraki agamada her bir satirin
ortalamasi alinarak oncelikler vektorii hesaplanmistir. Daha sonra oncelikler vektorii karsilastirma matrisi ile
carpilarak tiim 6ncelikler matrisi elde edilmistir. Bu degerlerin tiimiiniin oldugu matris Tablo 4’te verilmistir.

Tablo 4 Normalize edilmis matris, 6ncelikler vektorii ve tiim 6ncelikler matrisi

Oncelikler  Tiim Oncelikler

Meslekler K1 K2 K3 Vektorii Matrisi
Ogretmenlik (K1) 0,37 0,40 0,43 0,40 2,91
Sistem Tasarmmeist (K2) 0,27 0,24 0,17 0,23 2,95
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Akademisyenlik (K3) 0,35 0,36 0,41 0,37 2,91

Tim oncelikler matrisi elde edildikten sonra ise son asama olarak tutarlilik oranit hesaplanmistir. Bu
hesaplamanin yapilabilmesi i¢in;

_a

CR=—
RI
esitligi kullanilmistir. CI tutarlilik indeksi, RI ise rastgele deger indeksidir. Bu degerlerden CI;

O\max - n)

I =
¢ n—1

esitligi kullanilarak elde edilirken, rastgele deger indeksi Saaty (1980) tarafindan ifade edilen statik degerlerden
olusmaktadir. Rastgele deger indeksine iliskin bilgiler Tablo 5’te verilmistir.

Tablo 5 Rastgele deger indeksi (Saaty, 1980)

Alternatif 5, 5 5 7 g 9 10 11 12 13 14 15
Sayisi
Ratgele
Degier 000 058 090 112 124 132 141 145 149 151 148 156 157 1,59
Indeksi

Burada alternatif ya da kriter sayisina gore degerleri belirleyebilmek igin rastgele deger indeksi kullanilir.
Yapilan hesaplamalar sonucunda kriterler ait tutarlilik indeksi, rastgele deger indeksi ve tutarlilik orani Tablo 6°da
verilmistir.

Tablo 6 Tutarlilik indeksi, rastgele deger indeksi ve tutarlilik orani

indeks Deger
Cl -0,04
RI 0,58

CR -0,06

Tutarlilik oranmin 0,1 degerinden kiiciik ¢ikmasi gerekmektedir. Elde edilen sonuca bakildigi zaman bu
degerin saglandigi yani tutarligin saglandigini sdylemek miimkiindiir. Yapilan bu analizler her bir kritere dayali
olarak alternatifler igin de yapilmig ve bulunan degerlerin istenen sekilde oldugu gérilmiistiir. Bu agamadan sonra
ise bulgular sunulmustur.

Bulgular

Bu boliimde analizler sonucu elde edilen bulgulara ayrintili bir sekilde yer verilmistir. Bulgulara ilk olarak
kriterlerin karsilastirilmasina iligkin sonuglar ile baglanmistir. Daha sonra ise her bir kritere dayali alternatiflerin
onceliklerine yer verilmistir. Kriterlere iliskin bulgular ayrmntili bir sekilde Sekil 2°de verilmistir.

BOTE
Ogrencilerinin
Ogrenme
Oncelikleri

Sistem
Tasarimcisi
(%23)

Ogretmenlik

Akademisyenlik

(%37)

(%40)

Sekil 2 Kriterlere iliskin AHS sonuglar1
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Sekil 2 incelendiginde BOTE béliimii ogrencilerinin Kariyer tercihlerindeki 6nceliklerinin sirastyla
ogretmenlik (%40), akademisyenlik (%37) ve sistem tasarimciligi (%23) oldugu goriilmiistiir. Arastirma
kapsaminda Ogrencilerin Kariyer tercihlerine dayali olarak 6grenme 6ncelikleri de arastirilmistir. Bu kapsamda
almus olduklar1 dersleri (10 alternatif) 6nceliklendirmeleri istenmistir. Onceliklendirme yapilirken dgrencilerden
sirastyla Ogretmen, sistem tasarimcisi ve akademisyen olma durumlarini goz 6niinde bulundurarak dersleri
kargilasgtirmalar1 istenmistir. Yani 6grenciler; eger 6gretmenlik meslegini tercih ederlerse 6grenme dnceliklerini,
eger sistem tasarimciligini tercih ederlerse 6grenme dnceliklerini ve eger akademisyenligi tercih ederlerse 6grenme
onceliklerini ikili bir sekilde karsilagtirmiglardir. Elde edilen bulgular bu ii¢ kritere (kariyer tercihlerine) dayal
olarak ayr1 ayr1 sunulmustur.

Ilk olarak “Eger Kariyer tercihiniz 6gretmenlik olsaydi ders 6ncelikleriniz nasil olurdu?” sorusuna iliskin ikili
karsilastirmalar sunulmustur. Elde edilen bulgular Sekil 3°te verilmistir.

BOTE
Ogrencilerinin
Ogrenme
Oncelikleri

Egitimde Mat. Tas. Ogretim isl. Sis.— Ozel. Proje Gel.
Bil. Tek. Dilleri Ve Gel. Tasarimi Bil. Aglan Ogrt.Yon. Ve Yon.
(%10) (%5) (%13) (%12) (%7)

Sekil 3 Ogretmenlik kriterine dayal1 ders dncelikleri
Sekil 3’te gorildiigi gibi 6gretmenlik meslegine dayali olarak 6grenme dnceliklerinde birinci sirada “Okul
Deneyimi-Ogretmenlik Uygulamasi” dersi (%26), son sirada ise “Bilimsel Aragtirma Yoéntemleri” dersi (%3)

ogrenciler tarafindan belirtilmistir.

Sistem tasarimcist Kariyer tercihine dayali olarak ders tercihleri Sekil 4°te verilmistir.

BOTE
Ogrencilerinin
Ogrenme
Oncelikleri

Sistem Tasarimcisi

Mat. Tas.
Ve Gel.
(%6)

Ogretim
Tasarimi
(%5)

Egitimde
Bil. Tek.
(%5)

Proje Gel.
Ve Yon.

Dilleri
(%27)

Bil. Aglari
(%15)

Uyg. (%2)

Sekil 4 Sistem tasarimciligi kriterine dayali ders oncelikleri
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Sekil 4 incelendiginde sistem tasarimciligi meslegine dayali olarak 6grenme oOnceliklerinde birinci sirada
“Programalama Dilleri-Internet Tabanli Programlama” dersi (%27), son sirada ise “Okul Deneyimi-Ogretmenlik
Uygulamasi” dersi (%2) 6grenciler tarafindan belirtilmistir.

Akademisyenlik kariyer tercihine dayali olarak 6grenme onceliklerine iliskin bulgular Sekil 5°te verilmistir.

.

Egitimde Prog.
Bil. Tek. Dilleri
(%8) (%7)

BOTE
Ogrencilerinin
Ogrenme
Oncelikleri

Akademisyenlik

Bil. Aglar
(%8)

Mat. Tas. Ogretim Proje Gel. Bil. Ars. .
" . Ogrt.
Ve Gel. Tasarimi Ve Yén. Yén. Uyg. (%7)
(%11) (%10) (%10) (%21) Ve %

Sekil 5 Akademisyenlik kriterine dayal1 ders 6ncelikleri

Sekil 5 incelendiginde akademisyenlik meslegine dayali olarak 6grenme 6nceliklerinde birinci sirada “Bilimsel
Arastirma Yontemleri” dersi (%21), son sirada ise “Programalama Dilleri-internet Tabanli Programalama, Coklu
Ortam Tasarimi ve Uretimi, Okul Deneyimi-Ogretmenlik Uygulamasi” dersleri (%7) &grenciler tarafindan
belirtildigi goriilmiistiir. Bulgulardan da anlasilacag1 gibi 6grencilerin ders oncelikleri meslek tercihlerine goére
farklilik gostermistir. Bu farkliliklar1 daha rahat gérebilmek igin ti¢ kritere dayali olarak elde edilen bulgular Tablo
7’de verilmistir.

Tablo 7 Ug kritere dayali alternatif énceliklerine iliskin bulgular

Ogretmen Sistem Tasarimcis1 Akademisyen

Egitimde Bilisim Teknolojileri 10 5 8
Programlama Dilleri 5 27 7
Egitimde Materyal Tasarim1 ve Gelistirme 13 6 11
Ogretim Tasarimi 12 5 10
Isletim Sistemleri ve Uygulamalari-Bilgisayar Aglar1 ve Iletisim 7 15 8
Ozel Ogretim Yéntemleri I-11 11 2 11
Coklu Ortam Tasarimi ve Uretimi 7 15 7
Proje Gelistirme ve Yo6netimi I-11 5 21 10
Bilimsel Arastirma Yo6ntemleri 3 3 21
Okul Deneyimi-Ogretmenlik Uygulamasi 26 2 7

Tablo 7 incelendiginde 6grencilerin derslere iligskin 6nceliklerinin kriterlere bagli olarak farklilik gosterdigi
goriilmektedir. Ornegin sistem tasarimeihigi kriterine gére %27 ile birinci éncelikte yer alan “Programlama Dilleri-
Internet Tabanli Programlama” dersi akademisyenlik kriterine gére %7 ile son dncelikte yer almistir. Ayni durum
diger derslerde de gézlenmektedir.

Sonug ve Tartisma

760



Sahin, Keskin & Yurdugiil

AHS yontemi tek bir kisiye uygulanip bireysel kararlarin verilmesini saglayacagi gibi kiiciik bir gruba ya da
biiyiik gruplara uygulanarak grup kararlarinin alinmasina da imkan saglayan bir yontemdir. Aragtirma kapsaminda
12 6grenciden olusan kiigiik bir grup ile aragtirma yiiriitiilmiistiir. Egitim arastirmalarinda bu sekilde kiigiik gruplar
ile yapilan aragtirmalar genel bir resim ortaya konmasina yardimci olmaktadir (Cheng & Li, 2001). Bu aragtirmada
da genel bir resim ortaya koymaya c¢alisilmistir. Daha sonraki arastirmalarda, farkli iniversitelerin ayni bolimiinde
okuyan dgrenciler ¢aligma grubuna dahil edilerek 6gretim programinin ogrenciler goziinden degerlendirilmesi
yapilabilir. Bu galigmalar 6zellikle ihtiyaclarin belirlenmesi asamasinda ihtiyag analizi kapsaminda yapilabilir.

AHS yontemi hiyerarsik bir yap1 saglayarak bu yapinin biitiin diizeylerine gére bir dncelik belirlenmesine
olanak saglamaktadir. Arastirma kapsaminda da 6grencilerin kariyer tercihleri ve bu kariyer tercihlerine dayal
olarak 6grenme onceliklerinin belirlenmesine ¢alisiimistir. ilk olarak 6grenenlerin Kariyer tercihlerine bakildig
zaman sirastyla; ogretmenlik, akademisyenlik ve sistem tasarimciligt oldugu goriilmiistiir. Bu ii¢ meslek grubu
igerisinde BOTE boliimii 6grencilerinin mezun olduklar1 zaman ilk tercihlerinin dgretmenlik meslegi oldugunu
soylemek miimkiindiir. Karatas’m (2010) yapmis oldugu ¢alismada BOTE béliimii 6grencilerinin kendilerini ilk
sirada sistem tasarimcisi ikinci sirada ise 6gretmen olarak gordiikleri bulgusuna ulasmistir. Arastirma kapsamimda
ise 0grenciler sistem tasarimciligini son sirada tercih etmislerdir. Bunun nedeni olarak ise aragtirmalarin farkli
yillarda yapilmis olmasi gosterilebilir. Yillar icerisinde BOTE &grencilerinin Kkariyer tercihlerinin farklilik
gosterdigini sdylemek miimkiindiir.

Bunun yani sira arastirma kapsaminda ogrencilerin Kariyer tercihlerine gore 6grenme Onceliklerinin nasil
oldugu da belirlenmeye ¢aligiimistir. Ogretmenlik meslegine dayali olarak dgrencilerin 6grenme dnceliklerinde
“Okul Deneyimi-Ogretmenlik Uygulamas1” dersi ilk sirada, “Bilimsel Arastirma Yontemleri” dersi ise son sirada
cikmistir. Bu siralama sistem tasarimciligi meslegine gore yapildiginda; ilk sirada “Programlama Dilleri I-1T” dersi
“Okul Deneyimi-Ogretmenlik Uygulamas1” dersi ise son sirada gikmistir. Akademisyenlik meslegine dayali olarak
yapildiginda ise ilk swrada “Bilimsel Arastirma Yontemleri” son sirada ise “Okul Deneyimi-Ogretmenlik
Uygulamasi, Programlama Dilleri” dersleri ¢tkmistir. Gériildiigii gibi “Okul Deneyimi-Ogretmenlik Uygulamasi”
dersi 6gretmenlik meslegine kriterine gore ilk sirada ¢gikarken diger kriterlere gére en son sirada ¢ikmaktadir. Yani

ogrencilerin Kariyer tercihleri degistiginde 6grenme onceliklerinin de degistigini sdylemek miimkiindiir.

Ogretmenlik meslegi kriterine dayali 6grenme énceliklerinde “Okul Deneyimi-Ogretmenlik Uygulamast” dersi
ilk sirada bulunmaktadir. Ciinkii 6grenciler bu derslerin 6gretmenlik deneyimi kazandirdigin1 ve kendilerini
meslege hazirladigini diisiinmektedirler (Becit, Kurt & Kabake¢i, 2009). Gokmen (2015) tarafindan yapilan
arastirmada ise Ogrencilerin derslerde 6grendikleri birgok yazilimi 6gretmenlik uygulamast dersi kapsaminda
okullarda kullanmadiklar1 bulgusuna ulagilmigtir. Bu bulgu, arastirmada bulunan 6gretmenlik meslegi tercih
edildiginde programlama dilleri dersinin son siralarda 6grenme onceliginde ¢ikmasi bulgusu ile uyusmaktadir.
Yani 6gretmenlik meslegini tercih eden 6grenciler programlama dillerinde &gretilen yazilim dillerini okullarda
kullanmadiklarindan bu derse 6grenme oOnceliklerinde son siralarda yer vermektedir. Buradan &grenenlerin
yeterliklerinin kariyer tercihlerine gore farkliliklar gosterdigini soylemek miimkiindiir.

Program degerlendirme denildiginde genellikle yeterlikler anlagilmaktadir ve bu yeterlikler derslere gore farklilik
gostermektedir. Yeterlik farkli mesleklere yonelecek Ogrencilere gore incelendiginde BOTE &gretim
programlarmin dgretim program ¢iktilarinin ve program yeterlikleri tartigilabilir hale gelmektedir. Bu tartismayi
tamamlayabilmek i¢in benzer bir caligmanin 6gretmenlik, sistem tasarimciligi ve akademisyenlik mesleginde etkin
olarak gorev yapan bireyler ile de yapilmasi gelecek arastirmalar i¢in planlanmaktadir. Buna ek olarak dgretim
programmnim en énemli paydaslarindan bir tanesi dgrenenlerdir. Ogretim programina gore yasantilar geciren
ogrenenlerin programa iliskin degerlendirmelerinin programin gelistirilmesinde 6nemli bir katki saglayacagi
distiniilmektedir. Bu ylizden AHS yontemi kullanilarak arastirma kapsaminda o6gretim programimin bir
degerlendirmesi Ogrenenlerin géziinden ortaya ¢ikarilmaya c¢alisilmistir. Yapilacak gelecek caligmalarda bu
yontem kullanilarak 6gretim programinin akademisyenler, uzmanlar, 6gretmenler ve diger paydaslar ile
degerlendirilmesi yapilabilir.

Bu arastirmadan ¢ikan en énemli sonug, BOTE 6gretim progranminda tanimli derslere iliskin 6grencilerin farkli
yaklasimlarmin séz konusu oldugudur. Bir ihtiya¢c analizi temasinda bu sonuglar ele alindiginda BOTE
Boéliimlerindeki dgretim programina ydnelik tartismalara 151k tutacag: diisiiniilmektedir. Uzun siireden beri BOTE
Boliimlerindeki 6gretim programina iligkin elestiriler ve alternatif 6gretim programi tiretme ¢abalarinin var oldugu
bilinmektedir. Oyle ki, ¢ok paydasli bir siirecte, var olan &gretim programmin giincellenmesinde; MEB’in
ogretmen yeterlikleri, 6zel ve kamu sektoriiniin yeterlik istemleri, dgretim teknolojilerinin dogasi, iilkemizin
kalkinma planlar1 ve diinyadaki dijital teknolojilere dayali egitsel gelismeler ile Tiirkiye nin genel ihtiyaclarmnin
g6z Oniinde bulundurulmasi gereklidir. Ancak 6grenci merkezli 6gretim tasarimlarinda oldugu gibi 6grencilerin
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goziinden Ogretim programinin (ders igerikleri ve kazanimlar1 hari¢ yalnizca ders oncelikleri baglaminda)
degerlendirilmesi bu siirece farkli bir boyut kazandirmaktadir. Bu bulgular/sonuglar 1518inda; farkl kariyer planlari
olan 6grencilere gore uyarlanabilir bir 6gretim programi giiniimiizde heniiz olanakli olmadigina gore en azindan
ogretim teknolojileri alaninin temel dersleri 6gretimin ilk yillarinda zorunlu dersler olarak belirlenip daha sonra Ki
yillarda &grencilerin 6nceligini 6n planda tutacak derslerden olusan yari uyarlanabilir bir dgretim programi
giindeme getirilebilir?.

2 Bu 6nerinin bir benzeri, 25/26 May1s 2016 tarihlerinde bir grup 6gretim tiyesinin olusturdugu bir inisiyatifle gergeklestirilen
‘Bilisim Egitimcilerinin Yetistirilmesi ve Istihdam Calistayi’nda tartigilmistir. Hatta bu oneriler, belirtilen inisiyatif tarafindan
hazirlanan ve YOK’e sunulan Ogretim Programu Taslagl ile de benzerlik gostermektedir.
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Teachers’and Learners’ Corrective Feedback Preferences

Introduction

Oral corrective feedback (OCF) has been viewed by several researchers as a vital aspect of language pedagogy
because it encourages learners to acquire additional knowledge of the target language form (Lightbown & Spada,
1999; Schmidt, 1990). Nevertheless, other scholars have negatively regarded this technique, arguing that it
should not take place in language-learning classrooms as it has no benefits for learners (Krashen, 1981; Truscott,
1996). Despite these differing opinions, oral corrective feedback continues to be widely utilized in language-
learning classrooms. However, some teachers have wondered about the use of corrective feedback, inquiring
why learners continue to make the same mistakes after receiving feedback several times. This questioning has
led to further investigation by researchers of the corrective feedback process, including variables potentially
impacting its effectiveness. The current study focuses on preference as an influential variable so as to understand
the influence of corrective feedback from individual perspectives and investigates Iraqi EFL teachers’ and
learners’ preferences of oral corrective feedback.

Literature review

Different factors encourage and enable students to succeed in acquiring a foreign language (FL). One of the
most important factors is the provision of guidance to learners on how to correct their oral mistakes. According
to Horwitz (1988), teachers must be attentive of learners’ beliefs regarding language teaching and learning, and
there should be a match between the beliefs and realities that students encounter in a language-learning
classroom. Similarly, Nunan (1987) emphasized that if teachers are unaware of students’ learning expectations,
the language-learning process is hindered. Such mutual understanding between teachers and learners is crucial
especially during the feedback process, a time in which students pay particular attention to the behavior and
words of their teachers.

According to Chaudron (1988), the concept of corrective feedback has various segments of meaning. Firstly,
the term “treatment of error” refers to “any teacher behavior following an error that minimally attempts to inform
the learner of the fact of error”. Secondly, the treatment of error may not be sufficient or obvious to students, so
that it might mean “to elicit a revised student response”. Finally, there follows “the true correction which
Succeeds in modifying the learner’s interlanguage rule so that the error is eliminated from further production”
(p.150).

Furthermore, corrective feedback (CF) is divided into the following six types: explicit correction, recasts,
clarification requests, meta-linguistic cues, elicitation and repetition (Lyster & Ranta, 1997). CF has been
elaborated for teachers in order that they may effectively evaluate learners’ efforts and provide guidance
regarding errors that have been uttered by the learners.

Corrective feedback has been the focus of some studies in the literature of second language learning. For
example, a study conducted by Katayama (2007) pertaining learners’ perceptions of OCF involved 588 Japanese
EFL learners at some Japanese universities. The results demonstrated that the students strongly preferred teacher
correction, and they preferred their pragmatic errors rather than other kinds of errors to be corrected. Moreover,
they preferred to be given hints and prompted by their teachers in order to realize the errors for self-
correction.Another study has been conducted by Park (2010), concerning which CF methods were preferred by
native English instructors and learners. Participants included 24 male and female English teachers, all of whom
were native speakers of English, and 51 male and female Korean university EFL students. Qualitative and
quantitative data was collected via a Questionnaire for Corrective Feedback Approaches and a Test of English
for International Communication.The findings of the quantitative data revealed that recast was the most preferred
among the other five CF techniques suggested by Lyster and Ranta (1997), and this was uniform among all the
participant group—teachers, learners, high-proficiency students, and low-proficiency students. The results of the
qualitative data revealed that instructors and learners differed both individually and as groups concerning their
preferences of CF. Moreover, clarification request, elicitation, and repetition were perceived by some teachers
and students to have the same construct as implicit correction.

In addition, Ok and Ustact (2013) conducted a study exploring students’ views of the policies used by
their teachers when correcting oral grammatical errors in an English Language Teaching (ELT) setting at a
Turkish university. Participants included 213 Turkish ELT students, both males and females from four levels
(freshmen, sophomore, junior, and senior). The findings demonstrated that teachers must select the techniques
they use for providing CF in oral grammatical errors. Firstly, ELT learners preferred their frequent verbal
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grammatical errors to be corrected. Particularly, senior learners were more positive and sensitive regarding the
instant correction of recurring errors. Furthermore, most learners favored the correction of common errors
among their peers rather than individual correction in class. Secondly, most students preferred their instructors’
helps in realizing their errors while correcting them by themselves, and they preferred being given choices to
correct their errors. Thirdly, freshmen students preferred being warned about grammar mistakes and being
corrected by repeating the correct form. They needed more feedback in grammar use than the other levels of
learners did.

Furthermore, a study was conducted by Kaivanpanah, Alavi and Sepehrinia (2015) to examine Iranian
language learners’ attitudes towards different types of OCF and to determine its relation to these learners’
proficiency. The study also compared students’ attitudes with those of teachers. Participants included 154
second-language learners at three various levels of proficiency as well as 25 EFL instructors. Both quantitative
and qualitative methods were used to analyze collected data from the questionnaires and interviews. The findings
of the study revealed that more capable students preferred more elicitative types of CF requiring self-correction.
Moreover, learners strongly supported teacher feedback, but they were also generally positive about peer
feedback at all levels of proficiency. The findings also revealed that teachers’ attitudes were negative towards the
outcomes of their CF.

In addition to these studies, a study conducted by Fidan (2015) investigated students’ attitudes towards OCF
among Turkish EFL students. Participants included 165 students from two different levels (141 C1-level students
and 24 B2-level students). The results indicated that almost all participants preferred their errors to be corrected,
and most preferred to be corrected instantly. Over half of the participants preferred their grammatical errors to be
corrected. The first most preferable correction strategy was teachers’ instant provision of the correct form, and
the second one was instructors’ repetition of the inaccurate parts of the speech.

Regarding the error-making process, researchers claim not only that it is impossible to ignore making errors
in foreign language learning and that it is a natural process, but also that error-making is advantageous
(Edge,1986). Richards (1974) has explained that making errors is helpful for learners, teachers, and researchers
alike. Error-making helps teachers understand learners’ achievement in the second language and also aids them
in understanding the extent of learners’ improvement. Additionally, error-making assists researchers in analyzing
the language-learning process as well as exposing the effectiveness of learning strategies and pedagogical
methods. Regarding students, making mistakes during the language-learning process is inevitable. For learning
English as a second language, there are English language departments at almost all universities in Irag. Speaking,
considered to be the most important skill, is emphasized in these departments. Investigating teachers’ and
learners’ preferences of corrective feedback in speaking skills may supplement existing research concerning
learner feedback because to the best of our knowledge, there is no study comparing learners’ and teachers’
preferences of corrective feedback for oral communication in Iragi EFL context. Moreover, this study may fill a
small gap in relevant literature by considering oral communication feedback, in particular. It may, thus, inspire
future research pertaining to how corrective feedback may be made more effective in enhancing students’
speaking skills. Most immediately, this study may have a practical use for English departments at universities in
the Northern Iraq. Specifically, it may be useful for teachers in their provision of feedback regarding students’
speaking skills, thus potentially improving these students’ speaking skills. The following research questions
guide this study:

1. What are Iraqi EFL teachers’ preferences of corrective feedback for their students’ oral errors?
2. What are Iraqi EFL learners’ preferences of corrective feedback for their oral errors?

3. Is there a difference between Iraqi EFL teachers’ and learners’ preferences of corrective feedback in oral
communication?

4. Is there a difference between Iraqi EFL learners’ preferences of corrective feedback in oral
communication based on gender?
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Method
Research Design

This study is a descriptive research study investigating teachers’ and learners’ preferences of CF in oral
communication, and mixed method was used in the study, both quantitative and qualitative. Participants
consisted of Iraqi EFL teachers and students. Data collection tools were a parallel questionnaire and a semi-
structured interview. A parallel questionnaire was administered to subjects, which included 36 items in the form
of a five-point Likert scale. Semi-structured interviews were conducted with both teachers and learners and they
included six open-ended questions to learn more about their preferences of OCF. The questionnaires were
distributed to the learners by paper, while they were administered to teachers via email. The teachers and
learners were interviewed in-person, and the interviews were recorded and then transcribed for analysis.

Participants

Participants included 100 Iraqi students (43 males and 57 female) whose ages ranged from 20 to 25 years.
The questionnaire was applied to 120 students but some of them were excluded because of being incomplete.
Therefore, data obtained from 100 students were analyzed Though all students were Iragi, their mother tongues
differed and included such languages as Kurdish, Arabic, Turkish, Persian, and Assyrian. They had at least one
year of experience in studying English, but none of the learners had ever visited an English-speaking country.
The participants were selected from two sophomore classes at Salahaddin University, College of Languages,
English Department. Since oral communication course was obligatory for sophomore students in Salahaddin
University, the whole sophomore students composed the study group of the research. Therefore, we aimed at
reaching the whole universe instead of selecting a sample (Biiyiikoztiirk, Cakmak, Akgiin, Karadeniz & Demirel,
2017)

The number of the teachers who participated in this research was 52, including 31 males and 21 females
whose ages ranged from 28 to 50 years. All possessed at least one year of teaching experience and possessed
experience in teaching speaking skills, particularly. Most held a PhD in TEFL, Applied Linguistics, or English
Literature.

Data Collection and Analysis

A two-part parallel questionnaire was utilized to collect data. On the first part of the questionnaire, teachers
and students were asked to provide demographic information, and on the second part of the questionnaire, they
were asked to specify their support for various types of OCF including 36 items, utilizing a five-point Likert
scale, and to rate the items from “strongly disagree” (1) to “strongly agree” (5). The survey instruments (Student
and Teacher Questionnaires) previously had been used in a study comparing learners’ and teachers’ preferences
of interactional feedback (Kaivanpanah, Alavi & Sepehrinia, 2015). Consent was taken from the authors in order
to use the questionnaire for the current study. As the questionare was appropriate for course content, the
researchers did not feel to make any changes. These questionnaires were used to obtain information about
teachers’ and learners’ preferences of CP in oral communication. Therefore, we did not apply advanced
statistical techniques in the analysis of the data.

The parallel questionnaire included the following six sub-dimensions preferences for peer feedback
(1,5,6,12,17,18,19,22,28,31 items), preferences for teacher feedback (2,7,8,10,26,30,34,35,36 items) |,
preferences for different types of feedback (3,4,9,13,14,15,16,20,21,23,25,29 items), immediate or delayed
feedback (11,24,32),, preferences for self-correction (27),, and student responsibility for correction(33). All
items on the student questionnaire were translated into Kurdish and Arabic. Two experts having their PhDs in
TEFL translated the questionnaires into Kurdish and Arabic. After the initial translation was completed, the
equivalence of the each queationnaire’s two versions were ensured by reverse translation. Afterwards, the back-
translated forms were compared and approved. A pilot study was conducted with teachers and students and the
results indicated that the questionnaires were reliable, with a Cronbach’s Alpha value of .80 for teachers and .76
for students. Since the values obtained from Shapiro-Wilk test were not significant (p>0.05, asymp. sig.= 0,270),
the data indicated normality. To determine whether any statistically significant difference existed between
teachers’ and learners’ preferences of OCF and whether there any statistically significant difference existed
between learners’ preferences based on gender, an Independent-Samples T-Test was used to analyze data in
terms of the Mean, Standard Deviation, and P-value.
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After completing the questionnaires, semi-structured interviews were also conducted with a number of
participants. 10 teachers and 10 students were interviewed in order to elicit more information regarding their
views of OCF. They were asked to clarify their reasons for choosing peer feedback and teacher feedback as well
as to discuss the different types of CF along with preferences of immediate and delayed feedback, self-
correction, and students’ responsibility for correction. The interviews included six open-ended questions for both
teachers and learners. All items in student’s interview were translated into Kurdish and Arabic. The interviews
lasted 10 to 20 minutes. They were all recorded and then transcribed for later analysis. The data collected from
the interviews was analyzed by means of content analysis. Content analysis is a systematic approach for coding
and categorizing the textual information to explore the words, the patterns, their frequency and relationship
(Pope, Ziebland & Mays, 2006). The data collected read and reread by the researchers in order to determine
emerging themes. A coding frame was used after reading several times. During the coding, similar codes were
combined into bigger units. To ensure the results of content analysis, the findings were shared with two EFL
experts holding PhDs. Based on their suggestions, the necessary changes were made.

Findings

Independent-Samples T-Test was used to determine whether a difference exists between teachers’ and

learners’ preferences of OCF. Table 1 below indicates teachers’ and learners’ preferences of corrective
feedback.

Table 1. Comparison of Teachers’ and Learners’ Preferences for Corrective Feedback

Sub-dimensions of OCF scale Teacher Learner
< sd 2 «d o
Preference for peer feedback 32.25 5.11 36.58 4.90 .001
Preference for teacher feedback 27.10 5.41 31.95 5.22 .001
Preference for different types of 43.38 4.65 46.54 5.69 .001
feedback

Immediate or delayed feedback 10.21 1.91 11.49 2.15 .001
Preference for self-correction 3.48 0.90 3.90 1.03 .014
Studer;g:fsgtci)gﬁibility for 415 0.70 3.92 1.00 132

As presented in Table 1, teachers and learners’ preferences of corrective feedback above differ in terms of
peer feedback. The results demonstrate that a statistically significant difference exists between the scores of
teachers (X =32.25, sd = 5.11) and learners (X = 36.58, sd = 4.90), (p< .05).In addition, to compare learners’
preferences for teacher feedback with those of teachers, scores were calculated and it was found that there is a
statistically significant difference between the scores of teachers (X = 27.10, sd = 5.41) and learners (X = 31.95,
sd = 5.22),(p < .05). It can be inferred that teachers and learners have different opinions related to teacher
feedback provided for learners.

Furthermore, as for the preference for different types of feedback, the findings show a statistically significant
difference to exist between the scores of teachers (x = 43.38, sd = 4.65) and learners (X = 46.54, sd = 5.69), (p <
.05). Moreover, regarding whether oral feedback should be immediate or delayed, we found that teachers and
learners have different opinions. The results show that a statistically significant difference exists between the

scores of teachers (x = 10.21, sd = 1.91) and learners (X =11.49, sd= 2.15), (p <.05).

To compare learners’ and teachers’ preferences for self-correction, scores were calculated and the results also
indicate a statistically significant difference to exist between the scores of teachers (X = 3.481, sd = 0.90) and
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learners (X = 3.90, SD = 1.03), (p < .05). It can be interpreted that teachers and learners’ beliefs related to self-
correction differ. However, teachers’ and learners’ preferences concerning students’ responsibility for correction
were similar. Unlike the other constructs, the findings show that no statistically significant difference exists

between the scores of teachers (X =4.15, sd = 0.70) and learners (x = 3.92, sd = 1.00), (p > .05).
Difference between learners’ feedback preferences based on gender

An independent-sample t-test was conducted to compare male and female learners’ preferences of OCF, and
responses were calculated for all questionnaire items. Table 4 below indicates the results in terms of mean,
standard deviation, and p-value.

Table 2.Difference between Male and Female Learners’ Preferences for Corrective Feedback

Sub-dimensions of OCF scale Male Female
2 sd % p
Preference for peer feedback 38.33 4.80 35.26 4.58 .002
Preference for teacher feedback 32.79 5.22 31.32 5.18 163
Preference for different types of 47.05 507 4616 6.13 442
feedback
Immediate or delayed feedback 11.63 2.10 11.39 2.23 .580
Preference for self-correction 4.07 0.89 3.77 1.12 153
Student  responsibility  for 3.95 0.98 3.90 101 771

correction

As seen above, learners’ preferences for peer feedback in terms of gender are different. The findings show a
statistically significant difference to exist between the scores of males ( = 38.33, sd = 4.80) and females (X =
35.26, sd = 4.58), (p < .05). However, there is no statistically significant difference between the scores of males
(Xx=132.79, sd = 5.22) and females (X = 31.32, sd = 5.18); (p > .05) in terms of preference for teacher feedback.

Furthermore, for different types of feedback, it is seen that there is no statistically significant difference
between males and females (X =47.05,sd =5.07; (X =46.16, sd = 6.13, respectively and p > .05). Moreover,
regarding whether oral feedback should be immediate or delayed, we found that male and female learners have
similar preferences (x = 11.63, sd = 2.10; (X = 11.39, sd = 2.23, respectively and p > .05). Similarly, the results
show that there is no statistically significant difference between the scores of male(X = 4.07, sd = 0.89) and
female students’ (X = 3.77, sd = 1.12) preferences of self-correction (p > .05). Regarding students’ responsibility
for correction in terms of gender, the findings indicate no statistically significant difference between the scores
of males (x =3.95, sd = 0.98) and females (x =3.90, sd = 1.01),(p > .05).

Teachers’ Interviews

In order to elicit more information about teachers’ preferences of OCF, 10 teachers were interviewed. The
data collected from the interviews was analyzed by means of content analysis. Table 2 illustrates the themes and
topics mentioned during the interviews. The teachers were asked to clarify their preferences for (a) peer
feedback, (b) teacher feedback, (c) types of corrective feedback, (d) immediate or delayed feedback, (e) self-
correction, and (f) student’s responsibility for correction.

Table 3.Results of Teachers’ Interviews

Constructs Themes F
Teacher feedback Teacher as source of information 5
Negative effect 1

Peer’s lack of knowledge 2

Teachers’ confirmation 2
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Peer feedback Encouraging learners to be active 3
Different types of Depending on learners’ language level 10
feedback & self-

correction

Immediate or delayed Being helpful 10
feedback Being forgetful 4
Students’ Improving learners’ performance 6
responsibility Encouraging learners to have self-confidence 3

As demonstrated in Table 3, It is seen that 5 teachers felt that teacher feedback was important because
teacher was seen as source of information (N=5). The analysis revealed that three teachers did not support peer
feedback (N=3). They believed that peer feedback might have a negative effect on learners and the learning
environment, and they believed that learners do not trust their friends’ abilities or knowledge for correction, so
they need expert knowledge to correct them as a teacher stated that:

“Learners want to be corrected by their teachers because they do not believe their peers have ability for
correction”(T4).

For this reason, the teachers felt that the learners consider their teacher as the sole source of correction (N=5).
Furthermore, they believed that better learning outcomes result from teacher feedback because usually learners
prefer to be corrected by their teachers (N=5). In addition, one teacher stated that learners may have a negative
feeling when they are corrected by their peers and that they may feel that their peers are showing off their
abilities when they correct each other (N=1). According to the teachers, when learners are corrected by their
peers, they turn to their teachers for confirmation (N=2). Additionally, they believed that teacher feedback is
more effective than peer feedback. None of the instructors believed a particular type of feedback to correct
learners’ errors. They believed the type of feedback used depends on the learning environment and level of
learners (N=10). For example, one teacher stated that:

“Elicitation is primarily supportive of advanced students, who have the capability for self-correction, while
recasts and metalinguistic feedback are helpful for those who do not have the ability for self-correction” (T5).

Another teacher commented that:
“No specific type of corrective feedback is better than others, it depends on learners’ language (T7).

Moreover, the analysis showed that all teachers preferred to provide immediate feedback (N=10). They
believed that immediate feedback is better and more helpful than delayed feedback as they felt that delayed
feedback may be easily forgotten. A teacher believed that:

“When a language learner makes errors or utters an utterance erroneously, he/she needs to be corrected
immediately;, otherwise, the feedback cannot have its effectiveness (T1)".

The analysis of the interviews also proved that all the teachers strongly supported learners to improve their
performance and pay attention to their own errors as well as to repeat correctly what they think they have uttered
erroneously(N=6). They believed that every single learner of a language is responsible for correcting his/her own
errors, and they stated that learners need to be encouraged to have self-confidence, accept responsibility for
correction, and adjust themselves to the nature of the classroom(N=6). For example, a teacher stated that:

“Learners are responsible for improving their performance, they have to take care of what they have been
told, and they have to concentrate on their correction in order not to repeat the same mistake again and again
(T10)”.

Learners’ Interviews

In order to get more detailed information related to learners’ preferences of corrective feedback, 10
students were asked to express their preferences for (a) peer feedback, (b) teacher feedback, (c) types of
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corrective feedback, (d) immediate or delayed feedback, (e) self-correction, and (f) student’s responsibility for
correction. Table 3 illustrates the themes and topics mentioned during the interviews.

Table 4.Results of Students’ Interviews

Constructs Themes F
Teacher feedback Teacher as the sole source of knowledge 5
Learners’ lack of knowledge 3
Peer feedback Encouraging learners to be active 1
Source of exchanging information 1
Friendly classroom atmosphere 1
Different types of Preferring elicitation
feedback Preferring repetition 4
Immediate Not feeling ashamed 7
Delayed feedback Negative feeling about classmates’ comments 3
Self-correction Self-dependence 10
Students’ Learning from errors 10

responsibility

As demonstrated in Table 4, the analysis revealed that some students did not support peer feedback as is the
case with teachers (N=3). They stated that their peers do not have the required ability and knowledge for
correcting vocabulary, grammar, and pronunciation, so an expert knowledge is required to correct their errors.
According to learners, teachers are the sole source of knowledge of correction (N=5) as a learner stated that:

“Teachers are the sole source of knowledge, they have required ability to correct the learners, but the
learners have not” (S2).

Furthermore, the analysis showed that the students are more interested in teacher feedback than in peer
feedback (N=8; N=3, respectively). The findings indicate that learners are generally favour different types of CF
(N=10). Among the majority of the learners, the most preferable type of feedback was elicitation. For example,
one of the learners commented that:

“l prefer all the types of corrective feedback, but the one which the teacher asks me to reformulate my
utterance and tries to correct me by myself'is my favorite one” (S3).

Furthermore, the majority of learners preferred to be corrected immediately (N=7). They believed that
immediate feedback is better and they do not feel ashamed when they are corrected by their teacher or peers in
front of classmates. Moreover, all the learners agreed to be corrected by themselves (N=10). They preferred their
teacher to identify the errors and to be prompted for self-correction. As for students’ responsibility for
correction, all learners believed that they have a responsibility for correction (N=10). One of the learners stated
as:

“ If we do not make errors, we cannot learn” (S10).

They felt that they must improve their performances and pay more attention to their own errors so that they
do not make the same errors again. They also believed that every single language learner is responsible for
correcting his/her own errors.
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Discussion and Conclusion

Based on the data from teachers’ responses, it can be stated that the majority of teachers rejected peer feedback
because they felt that peer feedback can cause learners to feel humiliated, and it might create a negative sense for
learners. They generally had positive views of teacher feedback. They preferred no specific type of corrective
feedback, and they tended to believe that the use of different types of corrective feedback depends on learners’
language levels. The teachers supported immediate feedback. Regarding self-correction, teachers believed that
learners make more language gains / acquisitions when they correct themselves. They also think that students
need to be motivated to get feedback from their teachers in order to receive maximum benefit.

These results of the this study are consistent with those of Kaivanpanah, et al.'s (2015) study investigating
Iranian EFL teachers’ and learners’ views on different types of corrective feedback. They found that teachers
were less convinced by peer feedback because they stated that it can cause students to experience humiliation.
They found that better learning outcomes in the language-learning classroom are produced by teacher feedback.
Other studies are also somewhat consistent with the results of this study regarding the types of CF preferred.
However, all the instructors in this study preferred no specific type of CF because they thought that the type of
CF utilized depends on the situation and the environment of the classroom. Moreover, it depends on the type of
error and the students’ capacity. According to Fungula (2013), recasts were the most commonly used type of CF
for grammatical errors in a Chinese EFL context and in that study, meta-linguistics was given priority for
correcting vocabulary errors.

Regarding the data from learners’ responses, the findings revealed that the majority of the learners rejected
peer feedback because they believed that peers do not have the required ability and knowledge for correcting the
errors. They generally had positive views concerning teacher feedback. They preferred all types of corrective
feedback, but the most preferable ones were elicitation and repetition. In a study conducted in Turkish EFL
context by Coskun (2010), repetition was the most frequently used type of feedback for grammatical errors.
Regarding whether feedback should be immediate or delayed, the learners strongly supported immediate
feedback, and they tended to believe that they do not feel ashamed when they are corrected by their peers. The
results contradict with those previous studies investigating influence of immediate and delayed feedback
correction on EFL students’ speaking skills, since they found that delayed error correction positively affects
learners’ oral production (Rahimi & Dastjerdi, 2012). These findings can be supported by Kazemi, Araghi, and
Davatgari (2013)’s study which investigated Iranian EFL student’ attitudes towards classroom OCF. In their
study, the learners strongly preferred their oral errors to be corrected, and they preferred to be corrected
immediately as well. Additionally, most of the learners preferred repetition as the most effective technique of
feedback. They also preferred to be prompted for self-correction. Learners also think that they need to be given
chances to think about their erroneous utterances and attempt to self-correct. Moreover, in a study by Yoshida
(2008) in Japan, teachers believe that self-correction is an effective CF method.

It can be asserted that the findings of this study regarding students’ preferences of OCF are consistent with a
study (Fidan, 2015) conducted in Turkey, which proposes that instructors must pay more attention to the
strategies they use while providing corrective feedback and learners prefer to be corrected immediately by their
teachers. That study also has demonstrated that teacher feedback is most preferable among learners (Fidan,
2015). The results of this study concerning self-correction suggest that learners benefit more when they correct
themselves. The findings of this study are also consistent with a study conducted in Japan by Yoshida (2008). In
that study, learners more specifically preferred self-correction. The findings can be supported by another study in
Japanese context (Katayama, 2007). It was found that the students strongly preferred teacher correction, and they
preferred their pragmatic errors rather than other kinds of errors to be corrected. Moreover, they preferred to be
given hints and prompted by their teachers in order to realize the errors for self-correction. The findings are also
align with a study conducted by Ok and Ustac1 (2013) in Turkey, which found that most students preferred their
instructors’ helps in realizing their errors while correcting them by themselves, and they preferred to be given
choices to correct their errors. According to a study conducted by Kaivanpanah, Alavi and Sepehrinia (2015) in
Iran, learners strongly supported teacher feedback, but they were also generally positive about peer feedback.

Based on the data from teachers’ and learners’ responses on both questionnaires, a statistically significant
difference was determined between Iraqi EFL teachers’ and learners’ preferences of OCF. The findings are
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consistent with the study conducted by Park (2010) on the preferences of CF perceived by native English
instructors and learners. There was a statistically significant difference between teachers’ and learners’
preferences of OCF concerning explicit correction.

The results also indicated that male and female learners’ preferences for corrective feedback were also
different, which is also a significant result of the present study.These results are consistent with a study
conducted by Zarei (2011) in Iran, examining the relationship between gender and CF. The study revealed that
there is a statistically significant difference between the preferences of male and female learners for CF.
However, the findings conflict with the results of a previous research by Khorshidi and Rassaei (2013). They
investigated Iranian learners’ preferences for CF based on gender. In their study, they did not find a significant
difference between male and female learners regarding their preferences for CF.

To sum up, the results generally revealed that teacher feedback was determined to be important to the
learners and preferred to be provided immediately. Moreover, all types of CF were regarded as important, and
instructors should be aware of different types of CF in order to address students’ oral errors. Thus, teachers
should be more conscious in choosing the most effective type of feedback in the appropriate manner. Teachers
also should create a learning atmosphere to help their students to self-correct and to be responsible for correcting
their errors. They need to enhance their learners’ ability and encourage them to be more confident in achieving
their learning goals. Furthermore, learners need to be encouraged to self-correct and accept responsibility for
correcting their errors.

Implications

The findings of the present study hold pedagogical implications for EFL teachers and learners. The present
study demonstrated that, EFL teachers and learners have their own preferences toward OCF. Such findings may
encourage teachers to continue seeking effective ways to provide CF to their students. Although most learners in
this study preferred all types of CF, the most valuable type preferred was elicitation. Regarding types of CF,
teachers should find ways to give feedback that is comprehensible and beneficial to learners. In addition, OCF
should be given without embarrassing students. It should help them to understand that oral feedback is part of the
learning process. A further pedagogical implication is that the teacher is the sole source of knowledge for giving
corrective feedback. Students need to be aware that learning a language is a process that involves interactions not
only with teachers but also peers. In this context, teachers should enable students to understand that each of them
is responsible for their own language learning and that feedback from peers might also be helpful. This study has
some suggestions for the future studies. Further research might include more participants (teacher and learners).
More universities can also be included in order to have more general results.
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Irakh Ingilizce Ogretmenleri ve Ingilizceyi Yabanci Dil Olarak
Ogrenenlerin Sozlii Iletisimde Diizeltici Geri Bildirim Tercihleri Hakkinda
Karsilastirmah Bir Calisma

Giris

Sozel diizeltici geri bildirim (SDG), 6grencileri hedef dilin yapisi hakkinda daha fazla bilgi edinmeye tesvik
ettiginden, bir¢ok arastirmaci tarafindan dil egitiminin hayati bir unsuru olarak goriilmiistiir (Lightbown &
Spada, 1999; Schmidt, 1990). Ancak yine de diger bilim insanlar1 bu teknigi olumsuz bir c¢ercevede
degerlendirmis olup, &grenciler icin higbir yarari olmadigr i¢in dil 6grenim siniflarinda bu teknigin
kullanilmamasi gerektigini iddia etmislerdir (Krashen, 1981; Truscott, 1996). Her ne kadar farkli goériisler olsa
da, sozel diizeltici geri bildirim, dil 6grenim siniflarinda yaygin bigimde kullanilmaya devam etmektedir. Ancak
bazi 6gretmenler, diizeltici geri bildirimin nasil kullanilacagini merak etmekte olup, baz1 6grencilerin birkag kez
geri bildirim aldiktan sonra neden hala ayni hatalar1 tekrarladigini sorgulamaktadir. Bu sorgulama, geri
bildirimin verimliligini etkileyen degiskenler de dahil olmak iizere, arastirmacilar1 diizeltici geri bildirim siireci
hakkinda daha fazla arastirma yapmaya itmektedir. Mevcut ¢alismada, bireysel bakis agilarindan yola ¢ikarak
diizeltici geri bildirimin etkisini anlamak amaciyla, duyussal bir degisken olan tercih ilizerinde yogunlasilmistir.
Bu caligmada, Irakli ingilizce 6gretmenlerinin ve Ingilizceyi yabanci dil olarak &grenenlerin sézlii iletisimde
diizeltici geri bildirim tercihleri incelenmektedir.

Literatiir taramasi

Cesitli faktorler, dgrencileri yabanci dil (YD) dgreniminde basariya tesvik ve sevk etmektedir. Ogrencilere
sOzIi hatalarini nasil diizeltecekleri konusunda yol gostermek, en 6nemli faktérlerden biridir. Horwitz (1988),
ogretmenlerin 6grencilerde dil 6gretimi ve 6grenimi hakkinda yer etmis diisiincelerine dikkat etmesi gerektigini
ve o0grencilerin bir dil sinifinda karsilastiklar1 gergekler ile diisiinceleri arasinda bir uyum saglanmasi gerektigini
ifade etmektedir. Benzer sekilde Nunan (1987), 6gretmenlerin 6grencilerin 6grenim beklentilerini bilmedikleri
takdirde dil dgrenme siirecinin sekteye ugrayacagini vurgulamaktadir. Ogretmenler ile dgrenciler arasmnda
boylesi bir karsilikli anlayis, 6grencilerin 6zellikle 6gretmenlerinin davranislara ve kelimelerine dikkat ettigi
geri bildirim siirecinde hayati bir 6nem tasir.

Chaudron'a gore (1988), diizeltici geri bildirim kavrami farkli anlamlara sahiptir. Ilk olarak "hata diizeltme"
ifadesi, "yapilan bir hatanin ardindan 6grenciyi hata hakkinda minimum diizeyde bilgilendirmeyi amaclayan
ogretmen davramst" olarak tanimlanir. Ikinci olarak hata diizeltme, grenciler igin yeterli ya da belirgin
olmayabilir; bu nedenle "gézden gecirilen bir dgrenci yanitini ortaya ¢ikarmak" seklinde tanimlanabilir. Son
olarak, "hatanin gelecekte tekrarlanmasini 6nlemek amaciyla Ggrencilerinin ana dil kuralini degistirmeyi
saglayan gergek diizeltme" tanimi yapilir (s. 150).

Ayrica diizeltici geri bildirim (DG) alt1 farkli tiire ayrilir: agik diizeltme, yeniden bigimlendirme, agiklik
getirme talepleri, iist dil ipuglari, ¢cikartim ve tekrarlama (Lyster & Ranta, 1997). Ogretmenlerin, dgrencilerin
cabalarmi etkin bicimde degerlendirebilmeleri ve 6grencilerin dile getirdigi hatalarla ilgili yol gdsterebilmeleri
icin, 6gretmenler agisindan DG iizerinde detayli olarak durulmustur.

Diizeltici geri bildirim, ikinci dil égrenimi alan yazininda bazi ¢alismalarin odaginda yer almistir. Ornegin,
ogrencilerin SDG algilariyla ilgili olarak Katayama (2007) tarafindan yiiriitiilen bir ¢alismaya, cesitli Japon
iiniversitelerinden Ingilizceyi yabanci dil olarak &grenen 588 Japon dgrenci katilmistir. Sonuglar, dgrencilerin
ogretmen diizeltmesini yogun bir sekilde tercih ettigini ve diger hata tiirlerinin diizeltilmesi yerine edimsel
hatalarin diizeltilmesini tercih ettiklerini gostermistir. Ayrica dgrenciler hatalar1 kendi baslarina diizeltebilmek
icin 0gretmenleri tarafindan yonlendirilmeyi ve ipuglar1 almayi tercih etmislerdir.

Anadili Ingilizce olan Sgretmenlerin ve dgrencilerin tercih etti§i DG yontemleriyle ilgili olarak, Park (2010)
tarafindan bir baska ¢alisma daha yiirtitilmiistiir. Katihmeilar, anadili Ingilizce olan 24 erkek ve kadin Ingilizce
Ogretmeninden ve bir Kore Universitesinde Ingilizce Ogretmenligi okuyan 51 erkek ve kadin 6grenciden
olugmaktaydi. Diizeltici Geri Bildirim Yaklagimlari Anketi (DGYA) ve Uluslararasi Iletisim igin Ingilizce Testi
(TOEIC) ile nitel ve nicel veriler elde edilmistir. Nitel veri bulgulari, yeniden bigimlendirmenin, Lyster ve Ranta
(1997) tarafindan onerilen diger bes DG teknigi arasinda en ¢ok tercih edilen teknik oldugunu ortaya koymus
olup, katilimc1 grubunun tamamimnda (6gretmenler, Ogrenciler, yiiksek becerili dgrenciler (YBO) ve diisiik
becerili 6grenciler (DBO)) ayni sonug elde edilmistir. Istatistiksel agidan anlamli tek degisken, agik diizeltme
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olmustur. Nitel verilerin sonuglari, 6gretmenlerin ve dgrencilerin hem bireysel olarak hem de grup olarak DG
tercihleriyle ilgili farklilik gdsterdiklerini ortaya koymustur. Ayrica agiklik getirme talebi, ¢ikarim ve tekrarlama,
bazi1 6gretmenler ve 6grenciler tarafindan ayni ortiilii diizeltme yapisina sahip olarak algilanmistir.

Ayrica Ok ve Ustac1 (2013), Tiirkiye'deki bir iiniversitede, Ingilizce dilinin ogretildigi ortamda
ogretmenlerin sozli dil bilgisi hatalarmi diizeltirken uyguladigi ilkeler hakkinda &grencilerin gorislerini
arastiran bir calisma yapmistir. Katilimcilar dort farkli dénemde (birinci, ikinci, iigilincli ve dordincii smif)
okuyan erkek ve kiz olmak iizere, Ingilizceyi yabanci dil olarak 6grenen 213 Tiirk 6grenciden olugmaktadir. Elde
edilen bulgular, 6gretmenlerin sozlii dil bilgisi hatalarinda DG saglamada kullandiklar1 teknikleri dikkatli
segmeleri gerektigini ortaya koymustur. ilk olarak, Ingilizce dgrencileri sik yaptiklari sozlii dil bilgisi hatalarinin
diizeltilmesini tercih etmistir. Ozellikle dordiincii smiftaki Ogrenciler, tekrar eden hatalarm hemen
diizeltilmesiyle ilgili daha olumlu ve hassas davranmustir. Ayrica gogu 6grenci, smifta bireysel diizeltme yerine
kendi akranlar1 arasinda yaygin olarak yapilan hatalarin diizeltilmesini istemistir. Ikinci olarak ¢ogu 6grenci,
hatalar1 kendi baslarma diizeltirken 6gretmenlerinin hatalarini anlamalarina yardim etmesini ve hatalarinin
diizeltilmesi igin kendilerine segenekler sunulmasmi tercih etmistir. Uciincii olarak, birinci sinif 6grencileri
yaptiklart dil bilgisi hatalar1 konusunda uyarilmayi ve dogrusunu tekrar ederek bu hatalarin diizeltilmesini tercih
etmistir. Dil bilgisi kullanimiyla ilgili olarak, diger seviyedeki Ogrencilere kiyasla daha fazla geri bildirime
ihtiya¢c duymuslardir.

Ayrica Kaivanpanah, Alavi ve Sepehrinia (2015) tarafindan yapilan bir ¢alismada, iranl dil 6grencilerinin
farkli SDQG tiirlerine yonelik tutumlar1 incelenmis ve bunun 6grencilerin yeterligi ile olan iligkisi belirlenmistir.
Ayn1 zamanda ¢alismada, 6grencilerin tutumlari ile 6gretmenlerin tutumlar1 karsilastirilmistir. Katilimeilar, iig
farkli yeterlik diizeyindeki 154 ikinci dil ogrencisinden ve 25 Ingilizce 6gretmeninden olusmaktadir.
Anketlerden ve goriismelerden toplanan verileri analiz etmek ig¢in hem nitel hem de nicel yontemler
kullanilmustir. Calismanmn bulgulari, daha yetenekli Ogrencilerin kendi kendini diizeltmeyi gerektiren daha
¢ikartima dayali DG tiirlerini tercih ettigini gostermistir. Ayrica dgrenciler dgretmen geri bildirimini giiclii bir
bigimde desteklemis olup, tim yetkinlik diizeylerinde akran geri bildirimi konusunda da genellikle olumlu bir
yaklagim sergilemistir. Bulgular, 6gretmenlerin DG sonuglarma yonelik tutumlarinin da olumsuz oldugunu
ortaya koymustur.

Bu ¢alismalar disinda, yabanci dil olarak Ingilizce dgrenen Tiirk 6grencilerin SDG tutumlarma iliskin olarak,
Fidan (2015) tarafindan baska bir ¢alisma daha yapilmistir. Caligmaya iki farkli seviyeden (141 C1 seviyesi
ogrenci ve 24 B2 seviyesi 6grenci) 165 6grenci katilmistir. Sonuglar, neredeyse tiim katilimeilarin hatalarmin
diizeltilmesini tercih ettigini ve c¢ogunun hemen diizeltilmesini tercih ettigini gostermistir. Katilimeilarin
yarisindan fazlasi, dil bilgisi hatalarinin diizeltilmesini tercih etmistir. En ¢ok tercih edilen ilk diizeltme stratejisi,
ogretmenlerin dogru yapiyr aninda vermesi, ikincisi ise Ogretmenlerin konusmadaki hatali kisimlar
tekrarlamasidir.

Hata yapma siireciyle ilgili olarak arastirmacilar, yabanci dil 6greniminde yapilan hatalarin gérmezden
gelinemeyecegini ve bunun dogal bir siire¢ oldugunu (Edge, 1989), ayrica hata yapmanin avantaj sagladigini da
one siirmektedir. Richards (1974), hata yapmanin 6grenciler, 6gretmenler ve arastirmacilar i¢in de yararh
oldugunu acgiklamigtir. Hata yapmak, 6gretmenlerin ogrencilerin ikinci dil 6greniminde ne denli basarili
olduklarint anlamalarina yardimei olur ve ayrica 6grencilerin gelisim seviyelerini anlamalarma da katki saglar.
Hata yapmak, ayn1 zamanda arastirmacilarm dil 6grenme siirecini analiz etmesine ve dgrenme stratejileri ile
pedagojik yontemlerin verimliligini ortaya ¢ikarmasina da yardimei olur. Ogrencilerin dil 6grenme siirecinde
hata yapmas1 kag¢mnilmazdir. Ingilizcenin ikinci dil olarak 6grenimi i¢in Irak'ta neredeyse tiim {iniversitelerde
Ingilizce boliimleri bulunmaktadir. En O6nemli beceri olarak goriilen konusmanm o6nemi bu boliimlerde
vurgulanmaktadir. Konusma becerilerinde 6gretmenlerin ve Ogrencilerin diizeltici geri bildirim tercihlerini
sorusturmak, 6grenci geri bildirimiyle ilgili mevcut arastirmaya katki saglayabilir, ¢iinkii bilindigi kadariyla
Irak'ta Ingilizce Ogretimi baglaminda Ggrencilerin ve &gretmenlerin sozli iletisimde diizeltici geri bildirim
tercihlerinin karsilastirildigi herhangi bir ¢aligma yapilmamustir. Ayrica bu ¢alisma, 6zellikle sozlii iletisim geri
bildirimini degerlendirerek ilgili alanyazininda kiigiik bir boslugu da doldurabilir. Dolayisiyla, 6grencilerin
konusma becerilerinin artirilmasi agisindan diizeltici geri bildirimin nasil daha verimli hale getirilebilecegi
konusunda gelecekteki arastirmalar i¢in de ilham verebilir. En kisa vadede bu calisma, Kuzey Irak'taki
iniversitelerde bulunan Ingilizce bdliimlerinde kullanim pratikligi saglayabilir. Ozellikle 6gretmenler,
ogrencilerin konugsma becerileriyle ilgili geri bildirimde bulunurken fayda saglayabilir ve bu sayede bu
ogrencilerin konusma becerileri gelistirilebilir. Bu ¢aligsmaya asagidaki arastirma sorular1 yon vermektedir:

5. Irakh ingilizce 6gretmenlerinin dgrencilerin sozlii hatalariyla ilgili diizeltici geri bildirim tercihleri
nelerdir?
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6. Ingilizce 6grenen Irakli 6grencilerin sdzlii hatalariyla ilgili diizeltici geri bildirim tercihleri nelerdir?

7. Trakli Ingilizce 6gretmenleri ile Ingilizceyi yabanci dil olarak 6grenen dgrencilerin sozlii iletisimde
diizeltici geri bildirim tercihleri arasinda bir fark var midir?

8. Ingilizceyi yabanci dil olarak 6grenen Irakli grencilerin sozlii iletisimde diizeltici geri bildirim tercihleri
arasinda cinsiyete bagl bir fark var midir?

Yontem
Arastirma Tasarim

Bu calisma, 6gretmenlerin ve Ogrencilerin sozlii iletisimde diizeltici geri bildirim tercihlerini inceleyen
betimleyici bir arastirma olup, arastirmada nicel ve nitel olmak iizere karma yontem kullanilmistir. Katihmeilar,
Ingilizceyi yabanci dil olarak 6grenen Irakli 6grenciler ve Ingilizce 6gretmenlerinden olusmaktadir. Veri toplama
araglar1 olarak paralel anket ve yar1 yapilandirilmis goriisme kullanilmistir. 36 maddeden olusan ve besli Likert
Olgeginin kullanildig1 paralel anket uygulanmistir. SDG tercihleri hakkinda daha fazla bilgi edinmek i¢in alt1 adet
acik uglu soru da dahil olmak iizere, Ogretmenlerle ve Ogrencilerle yar1 yapilandirilmig goriismeler
gergeklestirilmistir. Anketler 6grencilere kagit {izerinde, 6gretmenlere ise e-posta ile dagitilmistir. Ogretmenler
ve 0grencilerle bizzat goriisiilmiis ve goriismeler kaydedilip daha sonra analiz i¢in kagida dokilmiistiir.

Katilimeilar

Caligmaya yagslar1 20 ile 25 arasinda degisen 100 Irakli 6grenci (43 erkek ve 57 kadin) katilmigtir. Anket
120 o6grenciye uygulandi fakat anketlerin 20 tanesi eksik dolduruldugu i¢in ¢alismadan ¢ikarildi.Bu nedenle
anket toplam 100 kisiye uygulandi. Tiim 6grenciler Irakli olmasma ragmen, 6grencilerin anadilleri farklidir; bu
diller arasinda Kiirtge, Arapga, Farsga ve Siiryanice gibi diller yer almaktadir. Ogrencilerin en az bir yil ingilizce
ogrenme deneyimi olmustur, ancak higbiri Ingilizce konusulan bir iilkeyi ziyaret etmemistir. Katilimcilar,
Salahaddin Universitesi, Diller Fakiiltesi, Ingilizce Béliimiindeki iki farkli ikinci smiftan segilmistir.Sozlii
iletisim becerileri dersi Salahaddin Universitesi’nin ikinci smif miifredatinda zorunlu bir ders oldugu igin, ikinci
sinif 6grencileri katilimer olarak alinmistir. Bu nedenle bu ¢alismada 6rneklem almak yerine tiim evrene ulagmay1
hedefledik (Biiyiikoztiirk, Cakmak, Akgiin, Karadeniz & Demirel, (2017) .

Bu aragtirmaya katilan 6gretmenlerin sayisi, 28-50 yas araliginda 31 erkek ve 21 kadin olmak tizere
toplamda 52'dir. Ogretmenlerin tamami, konusma becerilerinin gretimi konusu basta olmak iizere en az bir
yillik 8gretmenlik deneyimine sahiptir. Cogu, Ingilizcenin Yabanci Dil Olarak Ogretimi, Uygulamali Dilbilim ve
Ingiliz Edebiyati alanlarinda doktora derecesine sahiptir.

Verilerin Toplanmasi ve Analizi

Veri toplarken iki kisimli paralel anket kullanilmugtir. Anketin ilk bolimiinde 6gretmenlerden ve
ogrencilerden demografik bilgilerini vermeleri istenmistir; ikinci boliimde ise 36 maddelik besli Likert dlcegi
kullanilarak farkli SDG tiirlerine iliskin desteklerini belirtmeleri ve maddeleri "kesinlikle katilmiyorum" (1) ile
"kesinlikle katiliyorum" (5) arasinda puanlamalari 1stenm1$t1r Aragtirma araglar1 (Ogrenci ve Ogretmen
Anketleri), 6grencilerin ve 6gretmenlerin etkilesimsel geri bildirim tercihlerinin karsilastirildigi bir caligmada
kullanilmigtir (Kaivanpanah &Alavi&Sepehrinia, 2015). Anketleri bu ¢alismada kullanmak igin arastirmacilar
tarafindan, anketin yazarlariyla iletisime gegcilip izin alindi..Anketin igerigi, ders igerigiyle uyumlu oldugu igin
ankette herhangi bir degisiklik yapilmadi.Bu anketler, 6gretmen ve 6grencilerin SDG tiirleri konusundaki
tercihlerini 6grenmek ic¢in kullanildi. Bu nedenle, veri analizinde {iist diizey istatistiksel hesaplamalar
kullanilmadi.

Paralel anket, asagidaki altt farkli alt yapidan olugmaktadir: akran geri  bildirimi
tercihleri(1,5,6,12,17,18,19,22,28,31maddeleri), , ogretmen geri bildirimi tercihleri (2,7,8,10,26,30,34,35,36
maddeleri), farkli geri bildirim tiirlerine iligkin tercihler(3,4,9,13,14,15,16,20,21,23,25,29 maddeleri), , aninda
ya da ge¢ geri bildirim (11,24,32 maddeleri),, kendi kendini dizeltme tercihleri (madde 27) ve 6grencinin
diizeltme sorumlulugu (madde 33). Ogrenci anketindeki tim maddeler Kiirtge ve Arapgaya terciime edilmistir.
Anketler Ingilizceyi Yabanci Dil Olarak Ogretme alaninda doktorast olan iki uzman tarafindan Kiirtce ve
Arapga’ya gevrildi. 1k ¢eviri tamamlandiktan sonra, ¢cevrilen anketlerin esitligi tekrar orijinal diline de ¢evrilerek
kiyalamasi yapild: ve onaylandi. Ogretmenlerle ve ogrencﬂerle pilot calisma yapilmis olup, elde edilen sonuglar,
anketlerin gilivenilir oldugunu ve Ogretmenler icin Cronbach Alpha degerinin .80, &grenciler igin ise .76
oldugunu gostermistir. Shapiro-Wilk testinden elde edilen degerler anlamli olmadigt igin (p>0.05, asymp. sig.=
0,270), dagilimin normal oldugu kabul edildi. Ogretmen ve 6grencilerin SDG arasinda anlamli bir fark olup
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olmadigmi bulmak igin ve cinsiyete bagli olarak dgrencilerin SDG arasinda anlamli bir fark olup olmadigmni
bulmak i¢in, ortalama, standart sapma ve anlamlilik degeri agisindan Bagimsiz Orneklemler T-testi yapildi.

Anketler tamamlandiktan sonra bazi katilimcilarla yar1 yapilandirilmig gériismeler de yapilmistir. SDG
hakkindaki goriislere yonelik daha fazla bilgi edinebilmek amaciyla, 10 6gretmen ve 10 6grenci ile gériisme
gerceklestirilmistir. Akran geri bildirimini ve 6gretmen geri bildirimini neden sectiklerini agiklamalari, ayni
zamanda aninda ve ge¢ geri bildirim, kendi kendini diizeltme ve 6grencilerin diizeltme sorumlulugu tercihleriyle
birlikte farkli DG tiirlerini tartigmalari istenmistir. Gorlismeler, 6gretmenler ve 6grenciler igin alt1 adet agik uglu
sorudan olusmaktadir. Ogrenci goriismesindeki tiim maddeler Kiirtce ve Arapgaya terciime edilmistir.
Goriligsmeler 10 ila 20 dakika stirmiistiir. Tiim goriismeler kaydedilmis ve sonradan analiz edilmek tlizere yaziya
aktarilmigtir. Gorlismelerden toplanan veriler, igerik analizi yoluyla analiz edllmlstlr Icerik analizi, metin
bilgisini, kelimeleri, kaliplarin sikligini ve iliskisini kodlamak ve smiflamak igin kullanilan sistematik bir
yontemdir (Pope, Ziebland & Mays, 2006). Toplanan veriler, simiflama yapabilmek igin arastirmaci tarafindan
tekrar tekrar okundu. Birgok kez okunduktan sonra, bir smiflama gercevesi olusturuldu. Smiflama esnasinda,
benzer temalar daha biiylik kategoriler altinda toplandi..Igerik analizinin sonuglarini dogrulamak amaciyla
bulgular, Ingilizcenin yabanci dil olarak ogretimi alaninda doktora derecesi olan iki farkli uzmanla
paylasildi.Uzmanlarin tavsiyeleri dogrultusunda gerekli degisiklikler yapilmustir.

Bulgular

Ogretmenlerin ve ogrencilerin SDG tercihleri arasinda bir fark olup olmadigini anlamak icin liskisiz
Orneklemler T-Testi kullanilmugtir. Tablo 1°de 6gretmenlerin ve dgrencilerin diizeltici geri bildirim tercihleri
gosterilmektedir.

Tablo 1. Ogretmenlerin ve Ogrencilerin Diizeltici Geribildirim Tercihleri

SDG alt boyutlar Ogretmen sd Ogrenci sd p
X X

AkranGeribildirimi 32.25 5.11 36.58 4.90 .001
OgretmenGeribildirimi 27.10 5.41 31.95 5.22 .001
FarkliGeribildirimTiirleri 43.38 4.65 46.54 5.69 .001
AnlikveyaGecikmeliGeribildirim 10.21 191 11.49 2.15 .001
KendiKendiniDiizeltme 3.48 0.90 3.90 1.03 .014
DiizeltmeicinOgrenciSorumlulugu 4,15 0.70 3.92 1.00 132

Tablo 1’de gosterildigi gibi, 6gretmenlerin ve dgrencilerin diizeltici geri bildirim tercihleri, akran geri
bildirimi yoniinden farklilik goéstermektedir.Sonuglar, o6gretmenlerin puanlariyla (X= 32.25, sd = 5.11)
Ogrencilerin puanlar (X = 36.58, sd = 4.90) arasinda anlaml bir fark oldugunu ortaya koymaktadir. (p <.05)

Ayrica, Ogrencilerin 6gretmen geri bildirimi tercihleri ile Ogretmenlerin Ogretmen geri bildirim
tercihlerini kargilagtirmak amaciyla puanlar hesaplanmig ve bunun sonucunda, ogretmenler (X= 27.10, sd =
5.41) ile 6grenciler (X= 31.95, sd = 5.22) arasinda anlamli bir fark oldugu gériilmiigtiir (p< .05). Buradan,
ogretmenlerin ve 6grencilerin, dgrencilere yonelik 6gretmen geri bildirimiyle ilgili farkli tercihlerinin oldugu
sonucu ¢ikarilabilir.

Ayrica farkli geri bildirim tiirlerine yonelik tercihlerle ilgili olarak, elde edilen bulgular, &gretmenlerin
puanlari ile (X = 43.38, sd = 4.65) ile 6grencilerin puanlar1 (X = 46.54, sd = 5.69) arasinda istatistiksel a¢idan
anlamli bir fark oldugunu géstermektedir(p < .05). Bunun yani sira, sozlii geri bildirimin hemen mi yoksa daha
sonra mi1 verilmesi gerektigiyle ilgili olarak Ogretmenlerin ve Ogrencilerin farkli goriislere sahip oldugu
goriilmiistiir. Sonuglar 6gretmenlerin puanlar1 (X = 10.21, sd = 1.91) ile 6grencilerin puanlar (X = 11.49, sd =
2.15) arasinda istatistiksel agidan anlamli bir fark oldugunu gostermektedir (p < .05).

Ogrencilerin ve ogretmenlerin kendi kendini diizeltme tercihlerini karsilastirmak amaciyla puanlar
hesaplanmis olup, ortaya ¢ikan sonuglar, 6gretmenlerin puanlariyla (X = 3.481, sd = 0.90) 6grencilerin puanlart
(= 3.90, sd = 1.03) arasinda istatistiksel agidan anlamli bir fark olduguna isaret etmektedir. p< .05. Bu,
ogretmenlerin ve ogrencilerin kendi kendini diizeltmeyle ilgili farkli goriislere sahip oldugu seklinde
yorumlanabilir. Ancak, 6gretmenlerin ve 6grencilerin, dgrencilerin diizeltme sorumluluguna iliskin tercihleri
benzerlik gostermistir. Diger yapilarin aksine, elde edilen bulgular 6gretmenlerin puanlari (X = 4.15, sd = 0.70)
ile 6grencilerin puanlart (X = 3.92, SD = 1.00) arasinda istatistiksel agidan anlamli bir fark olmadigim
gostermektedir (p< .05).
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Cinsiyete gore dgrencilerin geri bildirim tercihleri arasindaki fark

Erkek ve kadin o&grencilerin SDG tercihlerini karsilagtirmak i¢in bir iliskisiz Orneklemler t-testi
gergeklestirilmis ve alman yanitlar tiim anket maddeleri i¢in hesaplanmistir. Tablo 4’te, sonuglar ortalama,
standart sapma ve p-degeri olarak gosterilmistir.

Tablo 2.Erkek ve Kiz Ogrencilerin Diizeltici Geribildirim Tercihleri arasindaki Fark

OgretmenveOgrenciTercihleri Erkek q Kiz sd p
X > %

AkranDoniitii 38.33 4.80 35.26 4.58 .002
OgretmenDéniitii 32.79 5.22 31.32 5.18 163
FarkliDoniitTirleri 47.05 5.07 46.16 6.13 442
AnlikveyaGecikmeliDoniit 11.63 2.10 11.39 2.23 .580
Oz-Diizeltme 4.07 0.89 3.77 1.12 .153
DiizeltmeicinOgrenciSorumlulugu 3.95 0.98 3.90 1.01 J71

Yukarida goriildiigii lizere, 6grencilerin cinsiyet anlaminda akran geri bildirim tercihleri farklidir. Bulgular,
erkeklerin puanlar1 (X = 38.33, sd = 4.80) ile kizlarin puanlar1 (X = 35.26, sd = 4.58) arasinda istatistiksel agidan
anlamlt bir fark oldugunu gostermektedir (p< .05). Ancak, 6gretmen geri bildirim tercihi yoniinden erkeklerin
puanlan (X= 32.79, SD = 5.22) ile kizlarin puanlan (X = 31.32, sd = 5.18) arasinda istatistiksel agidan anlamh
bir fark yoktur (p > .05).

Ayrica farkl geri bildirim tiirlerinde, erkeklerin ve kizlarm tercihlerinin farkli oldugu goriilmektedir
(sirastyla (X = 47.05, sd = 5.07; (x = 46.16, sd = 6.13 ve p > .05). Bunun yani sira, sozlii geri bildirimin hemen
mi yoksa daha sonra mi verilmesi konusunda erkek ve kiz &grencilerin benzer tercihlere sahip oldugu
goriilmiistiir (sirasiyla (X = 11.63, sd = 2.10; (X = 11.39, sd = 2.23 ve p > .05). Benzer sekilde, elde edilen
sonuglar, kendi kendini diizeltme tercihleri yoniinden erkeklerin puanlari (X= 4.07, sd = 0.89) ile kizlarin
puanlar (X = 3.77, sd = 1.12) arasinda istatistiksel agidan anlamli bir fark olmadigim gostermektedir (p > .05).
Ogrencilerin cinsiyet yoniinden diizeltme sorumluluguyla ilgili olarak, elde edilen bulgular, erkeklerin puanlar
(X = 3.95, sd = 0.98) ile kizlarin puanlar1 (X = 3.90, sd = 1.01) arasinda istatistiksel agidan anlamli bir fark
olmadig1 gostermektedir.( p>.05).

Ogretmenlerle Yapilan Goriismeler

Ogretmenlerin SDG tercihleri hakkinda daha fazla bilgi almak igin 10 ayr1 dgretmenle goriisiilmiistiir.
Gorilismelerden toplanan veriler, igerik analizi yoluyla analiz edilmistir. Tablo 2’de, goriismelerde kullanilan
temalar ve konular gosterilmektedir. Ogretmenlerden (a) akran geri bildirimi, (b) 6gretmen geri bildirimi, ()
diizeltici geri bildirim tiirleri, (d) hemen ya da geg¢ geri bildirim, (e) kendi kendini diizeltme ve (f) 6grencinin
diizeltme sorumluluguna iligkin tercihlerini agikliga kavusturmalari istenmistir.

Tablo 3.0gretmen Goriismelerinin Sonuclari

Konu Temalar
Ogretmen Geribildirimi Bilgi kaynagi olarak 6gretmen
Olumsuz etki

Ogrencilerin bilgi eksikligi
Ogretmenin dogrulamasi

w NN P T

Akran Geribildirimi Ogrencileri aktif olmaya yoneltmek
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FarkliGeribildirimTiirleri&OzDiizeltme ~ Ogrencilerin dil seviyesine baglh 10

Anlik ve GecikmeliGeribildirim Yardim sever olmak 10
Unutmak 4

Ogrenci Sorumlulugu Ogrencilerin performanlarimi iyilestirme 6
Ogrencilere 6zgiiven sahibi olmaya 3
yonlendirme

Tablo 3’te gosterildigi gibi, analizde 6gretmenlerin ¢ogunlugunun akran geri bildirimini desteklemedigi
goriilmiigtir (N=3). Ogretmenler, akran geri bildiriminin &grenciler ve 6grenme ortami lizerinde olumsuz etki
birakabilecegini ve ayrica oOgrencilerin kendi arkadaglarinin diizeltme yeteneklerine veya bilgilerini
giivenmediklerini, bu nedenle bir 6gretmenin de ifade ettigi gibi onlar1 diizeltmek i¢in uzman bilgisine sahip
olmalar1 gerektigini diisiinmektedirler:

"Ogrenciler, akranlarimin diizeltme kabiliyetleri olduguna inanmadigi icin kendi égretmenlerinin onlart
diizeltmelerini istemektedir" (T4).

Bu nedenle oOgretmenler, Ogrencilerin kendi &gretmenlerini tek diizeltme kaynagi olarak gordiiklerini
diistinmiistiir (N=5). Ayrica genellikle 6grenciler, kendilerini 6gretmenlerinin diizeltmesini istedikleri igin
ogretmen geri bildiriminden daha iyi bir 6grenim sonucu alimacagini diigtinmiislerdir (N=5). Buna ek olarak bir
ogretmen, akranlar1 kendilerini diizelttiginde 6grencilerin olumsuz diisiinceye kapilabileceklerini ve akranlarinin
birbirlerini diizeltirken kendi kabiliyetlerini éne c¢ikarmaya calisabilecegini belirtmistir (N=1). Ogretmenlere
gore, Ogrencilerin hatalar1 akranlar1 tarafindan diizeltildigi takdirde ogrenciler onay igin Ogretmenlerine
donmektedir (N=2). Bunun yan1 sira 6gretmen geri bildiriminin akran geri bildiriminden daha etkili oldugunu
diisiinmektedirler. Ogretmenlerin hicbiri, 6grencilerin hatalarmi diizeltmek igin belirli bir geri bildirim tiiriiniin
onemine inanmamaktadir. Kullanilan geri bildirim tiirliniin 6grenim ortamina ve dgrencilerin seviyesine bagh
oldugunu diisinmektedirler (N=10). Ornegin, bir 6gretmen sunu ifade etmistir:

"Cikartim, ozellikle kendi kendini diizeltme kabiliyetine sahip olan ileri diizeydeki d&grenciler igin
destekleyicidir; yeniden bigcimlendirme ve dil iistii geri bildirimler ise, kendi kendini diizeltemeyen ogrenciler
icin faydaldur" (T5).

Bir bagka 6gretmen de sunu ifade etmistir:

"Hi¢bir diizeltici geri bildirim tiirii digerlerinden daha iyi degildir, bu, 6grencilerin kullandig dile baghdwr
(T7).

Ayrica analizde, tim O6gretmenlerin aninda geri bildirim sunmayi tercih ettikleri goriilmektedir (N=10).
Anida geri bildirimin ge¢ geri bildirimden daha iyi ve daha kullanigh oldugunu, gec¢ geri bildirimin ise
kolaylikla unutulabilecegini diisiinmektedirler. Bir baska dgretmen ise sunu ifade etmistir:

"Bir dil 6grencisi hata yaptiginda ya da hatali bir ifade soylediginde, ogrencinin hatasimin aninda
diizeltilmesi gerekir, aksi takdirde geri bildirim verimli olmayacaktir (T1)".

Gorugmelere iliskin yapilan analizin sonucunda tim o6gretmenlerin, performanslarini gelistirmeleri, kendi
hatalarina dikkat etmeleri ve yanlis sOylediklerini diisiindiikleri seyleri dogru sekilde tekrarlamalari igin
ogrencileri giiclii bir sekilde destekledigi goriilmiistiir (N=6). Her dil dgrencisinin kendi hatalarindan sorumlu
oldugunu disiinmiigsler ve Ogrencilerin 6z giliven kazanmasi konusunda cesaretlendirilmesi, diizeltme
sorumlulugunu kabul etmeleri ve kendilerini smifin yapisina gore diizenlemeleri gerektigini ifade
etmislerdir(N=6). Ornegin, bir 6gretmen su sekilde ifade etmistir:

"Ogrenciler kendi performanslarini gelistirmekten sorumludurlar; kendilerine séylenene dikkat etmek ve
ayni hatayi tekrar tekrar yapmamak icin kendilerini diizeltmeye odaklanmak zorundadirlar (T10)".

Ogrencilerle Yapilan Goriismeler
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Ogrencilerin diizeltici geri bildirim tercihleri konusunda daha detayli bilgi almak igin, 10 dgrenciden (a)
akran geri bildirimi, (b) 6gretmen geri bildirimi, (c) diizeltici geri bildirim tiirleri, (d) hemen ya da geg¢ geri
bildirim, (e) kendi kendini diizeltme ve (f) 6grencinin diizeltme sorumluluguna iligkin tercihlerini agikliga
kavusturmasi istenmistir. Tablo 3’te, goriismelerde kullanilan temalar ve konular gésterilmektedir.

Tablo 4. Ogrenci Goriismelerinin Sonuglari

Konular Temalar F
Ogretmen Tek bilgi kaynag olarak dgretmen 5
Geribildirimi Ogrencilerin bilgi eksikligi 3
Akran Geribildirimi Ogrencileri aktif olmak igin tesvik etmek 1

Bilgi degisim kaynagi 1

Sicak sinif ortami 1
Farkli Soylettirme doniitii 6
GeribildirimTtirleri

Tekrar geribildirimi 4
Anlik Geribildirim Utanmis hissetmemek 7

Sinifarkadaslariminyorumlarihakkindaolumsuzhisler 3

Gecikmeli

Geribildirim

Kendikendini- Bagimsiz olma 10
diizeltme

Ogrenci sorumlulugu ~ Hatalardan 6grenme 10

Tablo 4’te gosterildigi gibi, analizde baz1 6grencilerin 6gretmenlerle paralel olarak akran geri bildirimini
desteklemedigi goriilmiistiir (N=3). Akranlarinin kelime, dil bilgisi ve telaffuzu diizeltecek kabiliyete ve bilgiye
sahip olmadiklarin1 belirtmislerdir, bu nedenle hatalarin1 diizeltmek igin bir uzman bilgisi gereklidir. Bir
ogrencinin de belirttigi gibi, 6grencilere gore 6gretmenler diizeltmeye yonelik tek bilgi kaynagidir (N=5:

"Ogretmenler tek bilgi kaynagidir, ogrencileri diizeltmek icin gereken yetenege sahiptirler, ancak
agrencilerde bu yoktur" (S2).

Ayrica yapilan analiz, dgrencilerin 6gretmen geri bildirimine akran geri bildiriminden daha fazla Gnem
verdiklerini gostermistir (sirasiyla N=8; N=3). Bulgular, 6grencilerin genellikle farkli DG tiirlerine uygun
oldugunu gostermektedir (N=10). Ogrencilerin biiyiik bir cogunlugunda en ¢ok tercih edilen geri bildirim tiirii
cikartimdir. Ornegin, dgrencilerden biri su yorumda bulunmustur:

"Tiim diizeltici geri bildirim tiirlerini tercih ediyorum, ancak ogretmenin soylediklerimi yeniden ifade etmemi
istemesi ve kendi kendimi diizeltmeme yardim etmesi en sevdigim tiir" (S3).

Ayrica 6grencilerin bilyiik ¢ogunlugu, hatalarinin hemen diizeltilmesini tercih etmistir (N=7). Aninda geri
bildirimin daha iyi oldugunu ve 6gretmenleri ya da akranlar1 onlarm hatalarin1 smif arkadaslarinin kargisinda
diizelttiginde utan¢ duymadiklarini belirtmislerdir. Ayrica tiim 6grenciler, kendi kendilerini diizeltmeyi kabul
etmislerdir (N=10). Ogretmenlerinin hatalarin1 saptamasmi ve kendi kendilerini diizeltmeleri icin uyarilmayi
tercih etmislerdir. Ogrencilerin diizeltme sorumluluguyla ilgili olarak, tiim 6grenciler diizeltme sorumluluguna
sahip olduklarinm diisiinmiislerdir (N=10). Ogrencilerden biri sunu belirtmistir:

"Hata yapmazsak ogrenemeyiz" (S10).
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Performanslarini artirmalari ve ayni hatalari tekrarlamamalari igin kendi hatalarina odaklanmalar1 gerektigini
diistinmiislerdir. Ayrica her bir dil 6grencisinin kendi hatalarini diizeltmekle yiikiimlii oldugunu da ifade
etmislerdir.

Tartisma ve Sonu¢

Ogretmenlerin yanitlarindan alman verilerden yola cikarak, akran geri bildirimi 6grencilerin kendilerini
asagilanmis hissetmelerine neden olabilecegi ve 6grencilerde olumsuz bir algi yaratabilecegi i¢in, 6gretmenlerin
biiyiik cogunlugunun akran geri bildirimini reddettigi ifade edilebilir. Ogretmen geri bildirimiyle ilgili genellikle
olumlu goriislere sahiptirler. Belirli bir diizeltici geri bildirim tiiriinii tercih etmemis olup, farkl diizeltici geri
bildirim tiirlerini kullanmanin &grencilerin dil seviyelerine bagli olduguna inanma egilimi tagimaktadirlar.
Ogretmenler, aninda geri bildirimi desteklemistir. Kendi kendini diizeltmeyle ilgili olarak ogretmenler,
ogrencilerin kendi kendilerini diizelttiklerinde daha fazla dil kazanimi elde ettiklerine inanmaktadir. Ayni
zamanda, maksimum fayda saglamak icin &grencilerin motive edilerek 6gretmenlerinden geri bildirim almalar
gerektigini diistinmektedirler.

Bu ¢alismanin sonuglar1, farkli diizeltici geri bildirim tiirleri hakkinda iranh Ingilizce 6gretmenlerinin ve
ogrencilerinin goriislerini irdeleyen Kaivanpanah, ve digerleri'nin (2015) calismasi ile de ortiismektedir.
Ogretmenlerin akran geri bildiriminin ¢ok ise yaramadigini, ¢iinkii grencilerin asagilanmasma neden
olabilecegini diisiindiikleri tespit edilmistir. Dil 6grenim smifinda 6gretmenin geri bildirimiyle daha iyi bir
ogrenim elde edilebilecegi anlasilmistir. Ayrica diger caligmalar da, tercih edilen DG tiirleriyle ilgili mevcut
calismanin sonuglariyla ortigmektedir. Ancak bu calismadaki higbir 6gretmen belirli bir DG tiiriinii tercih
etmemistir, ¢linkii kullanilan DG ftiiriniin duruma ve smifin atmosferine bagl oldugunu diisinmektedirler.
Ayrica bu, hatanin tiiriine ve 6grencilerin kapasitesine de baglidir. Fungula (2013), yeniden bigimlendirmelerin
Cin'deki bir Ingilizce 6grenim ortanunda dil bilgisi hatalar1 agisindan en yaygin kullanilan DG tiirii oldugunu ve
bu caligmada dil bilgisi hatalarmin diizeltilmesi icin dil Gstii konulara dncelik verildigini ifade etmistir.

Ogrenci yanitlaridan elde edilen verilerle ilgili olarak, elde edilen bulgular, dgrencilerin cogunlugunun akran
geri bildirimini reddettigini, ¢linkii akranlarinin hatalar1 diizeltecek yetenege ve bilgiye sahip olmadiklarini
diisiindiiklerini ortaya koymustur. Ogretmen geri bildirimiyle ilgili genellikle olumlu goriislere sahiptirler. Tiim
diizeltici geri bildirim tiirlerini tercih etmisler, ancak en tercih edilebilir olanlarin ¢ikartim ve tekrarlama
oldugunu belirtmislerdir. Coskun (2010) tarafindan yapilan bir Tiirk¢e calismasinda, tekrarlama, dil bilgisi
hatalar1 agisindan en sik kullanilan geri bildirim tiirii olarak 6n plana ¢ikmigtir. Geri bildirimin hemen mi yoksa
daha sonra m1 verilmesi gerektigi konusunda, 6grenciler hemen geri bildirim almay desteklemis olup, akranlar
kendilerini diizelttiginde utan¢ duymayacaklarmi belirtmislerdir. Elde edilen sonuclar, ge¢ hata diizeltmesinin
ogrencilerin sozIlii tretim kabiliyetini olumlu etkiledigi saptanmis oldugu igin, aninda ve ge¢ geri bildirim
diizeltmesinin yabanci dil olarak Ingilizce 6grenen 6grencilerin konusma becerileri iizerindeki etkisini irdeleyen
onceki caligmalarla celismektedir (Rahimi &Dastjerdi, 2012). Bu bulgular Kazemi, Araghi ve Davatgari’nin
(2013) cahigmasi ile desteklenebilir; séz konusu calismada, yabanci dil olarak Ingilizce 6grenen Iranh
ogrencilerin siif SDG'sine karst tutumlari irdelenmistir. Calismada, Ogrenciler sozli hatalarinin hemen
diizeltilmesini tercih etmiglerdir. Ayrica 6grencilerin ¢ogunlugu, en etkili geri bildirim teknigi olarak tekrarlama
yontemini tercih etmistir. Ayni zamanda kendi kendileri diizeltmek i¢in yonlendirme yapilmasmni da tercih
etmislerdir. Ogrenciler, hatali ifadelerinin iizerinde diisiinme ve kendi kendilerini diizeltme firsatmin tanmmasi
gerektigini diisiinmektedir. Ayn1 zamanda Yoshida (2008) tarafindan Japonya'da yapilan bir calismada
ogretmenler, kendi kendini diizeltmenin 6nemli bir DG yontemi oldugunu ifade etmistir.

Ogrencilerin SDG tercihleriyle ilgili bu ¢alismanin bulgularinin, Tiirkiye'de yiiriitiilen bir calismayla
ortiistiigli ileri siiriilebilir; s6z konusu calismada, 6gretmenlerin diizeltici geri bildirim sunarken kullandiklari
stratejilere dikkat etmeleri gerektigi ve bu ogrencilerin 6gretmenleri tarafindan diizeltilmeyi tercih ettikleri
ortaya konulmaktadir. S6z konusu ¢alisma, d6gretmen geri bildiriminin 6grenciler arasinda en ¢ok tercih edilen
yaklagim oldugunu gostermistir (Fidan, 2015). Kendi kendini diizeltmeyle ilgili bu ¢alismanm sonuglari,
ogrencilerin birbirlerini diizelttiklerinde daha fazla avantaj elde ettiklerini one siirmektedir. Bu caligmanin
bulgulari, Japonya'da Yoshida (2008) tarafindan gerceklestirilen calismayla da tutarhidir. Bu ¢alismada,
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ogrenciler ozellikle kendi kendini diizeltme yontemini tercih etmislerdir. Bulgular, Japonca baglamindaki bagka
bir galismayla desteklenebilir (Katayama, 2007). Ogrencilerin dgretmen diizeltmesini yogun bir sekilde tercih
ettigi ve diger hata tiirlerinin diizeltilmesi yerine edimsel hatalarin diizeltilmesini tercih ettikleri goriilmiistiir.
Avyrica hatalar1 kendi baslarina diizeltebilmek i¢in 6gretmenleri tarafindan yonlendirilmeyi ve ipuglari almayi
tercih etmislerdir. Bulgular ayn1 zamanda Tiirkiye'de Ok ve Ustaci (2013) tarafindan yapilan ¢alismayla da
uyumludur; bu ¢alismada ¢ogu 6grenci, hatalar kendi baslarina diizeltirken 6gretmenlerinin hatalarini anlamaya
yardim etmesini ve hatalarinmn diizeltilmesi icin kendilerine secenekler sunulmasini tercih etmislerdir. Iran'da
Kaivanpanah, Alavi ve Sepechrinia (2015) tarafindan yapilan bir ¢alismaya gore, &grenciler 6gretmen geri
bildirimini giiglii bir bicimde desteklemis olup, akran geri bildirimi konusunda da genellikle olumlu bir yaklagim
sergilemiglerdir.

Ogretmenlerin ve dgrencilerin her iki anketteki yamtlarindan alinan veriler dogrultusunda, Irakli ingilizce
ogretmenleri ve 6grencilerin SDG tercihleri arasinda istatistiksel olarak anlamli bir fark oldugu tespit edilmistir.
Bulgular, anadili Ingilizce olan 6gretmenlerin ve dgrencilerin algiladig1 DG tercihlerine iliskin Park (2010)Park
(2010) tarafindan yapilan caligma ile de tutarhdir. Ogretmenlerin ve 6grencilerin acik diizeltmeyle ilgili SDG
tercihleri arasinda istatistiksel olarak anlamli bir fark mevcuttur.

Ayrica sonuglar, mevcut ¢alismanin anlamli bir bulgusu olarak, erkek ve kiz 6grencilerin diizeltici geri bildirim
tercihlerinin de farkli oldugunu géstermistir. Bu sonuglar, fran'da Zarei (2011) tarafindan yapilan ve cinsiyet ile
DG arasindaki iliskiyi irdeleyen ¢alismayla da tutarhidir. Caligmada, erkek ve kiz 6grenciler arasinda DG ile ilgili
istatistiksel olarak anlamli bir fark oldugu gosterilmistir. Ayn1 zamanda, cinsiyet ve diizeltici geri bildirim
arasinda olumsuz bir iligki oldugu da goriilmiistiir. Ancak bulgular, Khorshidi ve Rassaei (2013) tarafindan daha
once yapilan calismanm sonuglariyla celismektedir. Bu calismada, Iranli dgrencilerin cinsiyete gére DG
tercihleri arastirilmistir. Calismada, erkek ve kiz Ogrencilerin DG tercihleriyle ilgili anlamli bir fark
bulunamamustir.

Ozet olarak, sonuglar genel anlamda 6gretmen geri bildiriminin dgrenciler igin énemli oldugunu ve bu geri
bildirimin hemen verilmesinin tercih edildigini gdstermistir. Bunun yani sira, tiim DG tiirleri 6nemli olarak kabul
edilmis olup, 6gretmenlerin 6grencilerin sozli hatalarini diizeltebilmeleri i¢in farkli DG tiirlerini bilmeleri
gerekmektedir. Dolayisiyla dgretmenler, en etkili geri bildirim tiirinii uygun bicimde secerken daha bilingli
davranmahdir. Ogretmenler, 6grencilerin kendilerini diizeltmelerini saglamaya ve hatalarinin diizeltilmesinden
sorumlu olmalarma yardimei olmaya yonelik bir dgrenme atmosferi yaratmahdir. Ogrencilerinin yeteneklerini
gelistirmeli ve onlar1 6grenme hedeflerini gerceklestirmede daha 6z giivenli hareket etmeye tesvik etmelidirler.
Ayrica, ogrencilerin kendilerini diizeltmeleri tesvik edilmeli ve hatalarini diizeltme sorumlulugunu kabul
etmeleri saglanmalidir.

Oneriler

Bu ¢alismanin bulgulari, Irakli ingilizce 6gretmenleri ve 6grencileri agisindan pedagojik sonuglar ortaya
koymaktadir. Bu calisma, genel anlamda Irakli Ingilizce 6gretmenlerinin ve dgrencilerinin SDG'yi tercih etme
egiliminde oldugunu gostermektedir. Bu bulgular, 6gretmenleri kendi 6grencilerine DG sunmanin etkili yollarmi
aramaya devam etmeye tesvik edebilir. Bu ¢alismadaki ¢ogu 6grenci tim DG tiirlerini tercih etmis olmasina
ragmen, tercih edilen en degerli tiir ¢ikarimdir. DG tiirleriyle ilgili olarak, 6gretmenlerin dgrenciler igin yararli
ve kapsamli geri bildirim sunmanin yollarini bulmalar1 gerekmektedir. Ayrica SDG, 6grencileri mahcup etmeden
verilmelidir. Bu, s6zIii geri bildirimin 6grenme siirecinin bir pargasi oldugunu anlamalarina yardimci olmalidir.
Ogretmenin diizeltici geri bildirim konusunda tek bilgi kaynag: oldugunu ifade eden baska bir pedagojik cikarim
da meveuttur. Ogrencilerin, bir dili §grenmenin hem 6gretmenlerle hem de akranlariyla etkilesim igeren bir siireg
oldugunu anlamalar1 gerekmektedir. Bu kosullarda 6gretmenler, 6grencilerin kendi dil 6greniminden sorumlu
oldugunu ve akranlarin geri bildirimlerinin de yararli olabilecegini anlamalarini saglamalidir. Bu ¢alisma,
gelecekteki ¢aligmalara yonelik bazi tavsiyeler ortaya koymaktadir. Diger arastirmalara daha fazla kisi katilabilir
(6gretmen ve 6grenciler). Daha genel sonuglar elde etmek i¢in daha fazla {iniversite eklenebilir.
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This study aims to be an in-depth investigation, from an interpretative perspective,
of eighth-year secondary school pupils’ perceptions of equality, justice, and freedom
— values that are considered fundamental to all democratic values. The study is
designed according to the phenomenology model as a qualitative research method,
and the participants were 10 pupils (six male and four female), selected by
convenience sampling from a public secondary school in the town of Yunusemre,
Manisa, in the 2014-2015 school year. A phenomenological analysis was applied to
the data obtained from semi-structured interviews. The study findings suggest that
the pupils grasped the difference between justice and equality by explaining the
value of equality from social, educational, political, and legal standpoints. They
stressed the importance of justice for social life, and said that they made an effort to
be fair in their daily lives. They explained the value of freedom in the categories of
the liberty to do anything, the possession of basic human rights, and the lifting of
personal restrictions. The study concludes that the pupils’ perceptions of the values
of equality, justice, and freedom vary according to the place, situation, and personal
context.
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Bu aragtirmanin amact ortaokul 8. sinif 6grencilerinin demokratik degerlerin temelini
olusturdugu Ongoriilen esitlik, adalet ve Ozgiirlik degerlerine yonelik algilarin
yorumlamaci bir bakis agisiyla derinlemesine incelemektir. Nitel aragtirma yontemi
temelinde fenomenoloji modeline gore desenlenen arastirmanin katilimcilarini 2014-
2015 dgretim yilinda Manisa ili Yunusemre ilgesindeki bir devlet ortaokulundan kolay
ulasilabilir durum 6rneklemesi yontemiyle segilmis on (6 erkek, 4 kiz) 6grenci
olusturmaktadir. Yar1 yapilandirilmis miilakatlar yoluyla elde edilen verilere
fenomenolojik analiz yapilmistir. Arastirma bulgularina gore &grenciler esitlik
degerini toplumsal, egitim, siyasi ve hukuksal agidan agiklayarak adalet ile esitligin
farkim kavramuglardir. Adaletin toplumsal yagsam agisindan 6nemine deginerek giinliik
yasamlarinda adil davranmaya 6zen gosterdiklerini belirtmislerdir. Ozgiirliik degerini
her istedigini yapabilme, temel insan haklarina sahip olma ve kisisel simirlamalarin
kaldirilmasi kategorileri altinda agiklamuglardir. Arastirma sonuglart Ggrencilerin
esitlik, adalet ve 6zgiirliik degerlerine yonelik algilamalarinin mekén, durum ve kisisel
baglama gore farklilastigini gdstermistir.
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Introduction

In an ever-changing social life impacted by technological developments, teenagers’ emotional development
and values education are crucial for preserving the substance of cultural elements and transmitting them to the next
generations. In the process of education, in addition to acquiring knowledge and skills, developing into citizens
who know themselves and their surroundings, in harmony with society, and adaptable to the conditions in a global
world is, too, of equal importance (Namli, 2015). According to Rokeach (1973), a value is an individual state of
believing that provides continuity to one’s behaviour or relates to the basic purpose of existence. According to
Yesil & Aydin (2007), a value is ‘a whole of psychological, social, ethical, and esthetical beliefs and opinions that
reflect the perspective and the significance attributed by a human to a being or happening, that are adoptive, and
that can lead behaviours in certain directions’. Values are a mix of the rules and beliefs that have a determining
role in shaping our behaviours, attitudes, and social status in the context of daily events (Hokelekli, 2010;
Kulaksizoglu & Dilmag, 2000; Yazici, 2006; Yesil, 2002). Only by means of education is it possible to teach
people the values particular to each society and the universal values accepted as common human heritage.
Consequently, the quality of values education in schools serves as cement in building the future of society. Of the
values to be taught at schools, democratic values have a particularly important position (Din¢ & Uztemur, 2016).

The main goal of education in a democratic society is to improve democratic thinking skills in students’ minds
and to turn this into a natural way of thinking. In a democratic educational setting, the differences in individuals’
gender, race, class, and thought are considered natural and all are treated equally (Gokge, 2005). The first step in
making modern and tolerant individuals with democratic thinking skills, conscious of their responsibilities, and
able to view events from different perspectives is a democratic educational system (Celep, 1995). As far as
democratic values are concerned, the main purpose of education is to bring up efficient citizens who have absorbed
the basic values of democracy and turned them into a way of living, who are aware of their political roles and
responsibilities, who assume the consequences of their behaviours, and who contribute to the development of
society (Sar1 & Sadik, 2011). Democratic societies aim to raise free-thinking, critical, honest, open-minded, and
empathetic citizens (Biiyiikkaragépz & Ure, 1994). Democratic education aims to produce individuals with
reflective and critical thinking skills, able to react to injustice, sensitive, able to self-improve and renew, quick-
thinking, defending equality and justice, committed to freedom, and working for the welfare of society using their
social participation skills (Moller, 2006). An effective citizenship education helps equip the students with the
knowledge, skills, and values necessary to put them in an effective spot in their own cultural communities and in
the global community. Such an education provides for the values and a comprehensive perspective needed for the
establishment of social justice and equality for all people in the world (Banks, 2013). For a democratic social order,
the culture of democracy needs to take hold first in the family and then in the schools. In order for democracy to
become fully functioning in social life, families, schools, and the state need to cooperate (Karakiitiik, 2001). As a
democratic lifestyle is acquired in the early ages, the culture of democracy needs to flourish in the family and in
the school; otherwise, individuals cannot be expected later in life to behave democratically in society (Okutan,
2010).

A democratic school setting is one where all partners make decisions in concert and approach different views
with respect (Apple & Bean, 1995). A demacratic school should not bring to mind a place where democracy is
taught as a concept but where democracy is lived and applied all over the place (Doganay & Sar1, 2006; Yesil,
2004). The making of a modern and civilized society requires not only the knowledge of the basics of democracy
but also students who, having turned these basics into a lifestyle, apply them at all stages in life (Ilgan, Karayigit
& Cetin, 2013). If the culture of democracy is to flourish fully in schools, teachers should enable students to make
autonomous decisions, encourage class participation, promote collaborative work, give students the opportunity
to present their work in the class, and make it possible for them to explore their inner selves through various
responsibilities (Ertiirk, 1993). Along with democratic education should come criticism, discussion, tolerance,
free-thinking, and respect for different views. In a school where these activities are routine, students can adopt
democratic attitudes and behaviours more readily in their daily lives (Yesil, 2003).

Although quite various, democratic values could still be cited as freedom, freedom of speech, equality, justice,
plurality, sensitivity, tolerance, respect of human rights, responsibility, conciliation, critical thinking,
differentiation, etc. (Erdogan, 1997; Kincal & Isik, 2003; Kislali, 1994; Tanilli, 1995; Yesil, 2002). According to
Aksin (1992), freedom and equality must fully prevail in a democratic society. Biiyiikkaragdz & Ure (1994) define
democratic attitude as a set of behaviours which entail personal freedom, equality of opportunity, and basic

787



8" Year Secondary School Pupils’ Perceptions Democratic

democratic values as a lifestyle. The concepts of equality, justice, and freedom stand out as the basic building
blocks of democracy (Cilga, 2001; Karadag, Baloglu & Yalginkayalar, 2006).

The literature on democratic values in education in our country includes theoretical work (Basaran, 1986;
Giiven & Akkus, 2004; Hotaman, 2010; Okutan, 2010; Ozpolat, 2010; Sisman, Giiles & Dénmez, 2010; Yesil and
Aydin, 2007) and studies aimed at teacher candidates (Akar, inel & Yalgintas, 2017; Akin & Ozdemir, 2009;
Aydemir & Aksoy, 2010; Ektem & Siinbiil, 2011; Gémleksiz & Kan, 2008; Sar1 & Sadik, 2011; Yazici, 2011).
Quantitative and survey research seems to be prominent in studies with secondary school pupils (Cetinkaya &
Kincal, 2015; Doganay & Sar1, 2004; Er & Unal, 2015; Izgar, 2014; lzgar & Beyhan, 2015; Ilgan, et al., 2013;
Kaldirim, 2005; Kaya, 2006; Kus & Cetin, 2014; Mulhan, 2007; Sabanci, 2008; Simsek, Doymus, Simsek, &
Ozdemir, 2004; Tahiroglu & Aktepe, 2015; Ural & Saglam, 2011; Uygun & Engin, 2014; Yiiksel, Bagc1 &
Vatansever, 2013). There is, however, very little holistic qualitative research on how democratic values are
perceived by students in Turkey (Ding & Uztemur, 2016; Ersoy, 2010; Nayir & Akar, 2009; Yilmaz, 2013). In
order to fill this gap, this study aims to be an in-depth investigation, from an interpretative perspective, of eighth-
year secondary school pupils’ perceptions of equality, justice, and freedom — values that are considered
fundamental to all democratic values. In line with this research goal, the following research problem was
formulated:

‘How do eighth-year secondary school pupils perceive some democratic values (equality, justice, freedom) and
what meanings do they attribute to these values?’

Method

Aiming to make a holistic and in-depth investigation of secondary school pupils’ democratic value perceptions,
the study was designed according to the phenomenology model as a qualitative research method. Phenomenology
seeks to account for the common meaning of one or more individuals’ experiences of a phenomenon or concept
(Creswell, 2013). Phenomenology focuses on how individuals perceive phenomena, how they describe them, how
they feel about them, how they judge and remember them, how they make sense of them, and how they talk to
others about them (Patton, 2014, p. 104). Phenomenological research focuses completely on personal perceptions
and narratives, seeking to explore the experience from an ‘insider’s’ point of view (Tanyas, 2014). In this study,
the researchers defined democratic values (equality, justice, freedom) as the phenomena. Later on, the data was
collected by means of in-depth interviews, aiming at a holistic description of the democratic value perceptions of
the pupils in the study group (Moustakas, 1994 cited in Creswell, 2013, p. 81).

Study Group

The study group was composed of 10 pupils (six male and four female), selected by convenience sampling
from a public secondary school where the second author worked as a social studies teacher in the town of
Yunusemre, Manisa, in the 2014-2015 school year. In their final year of secondary school, the eighth-year pupils
were selected assuming that they would have improved interpretation skills in abstract issues. In phenomenological
studies, study groups are typically small on grounds of a holistic and profound investigation of the relevant
phenomena (Creswell, 2013; Patton, 2014). The focus of the analysis on the experience rather than the person
requires very detailed consideration of the perspective of the subject experiencing the phenomenon, for which
reason the sample should be rather small and as homogeneous as can possibly be (Tanyas, 2014). In his defence
of the small-sized sample, Smith (2004 cited in Tanyas, 2014, p. 31) claims that the deeper the analysis of a person
is, the closer one gets to the common traits of humans (and therefore the universal).

Data Collection Tools and Data Collection

In phenomenology studies, the most basic data collection tool is the interview. For a profound understanding
of factual experiences and essentials, the flexibility and interaction presented by interviews should be made use of
(Yildirim & Simgek, 2013). Therefore, a semi-structured interview form was designed by the researchers in order
to capture the pupils’ perceptions of democratic values. The interview form was studied, and amended as
necessary, by three social studies lecturers and a language expert. In order to test the intelligibility and clarity of
the questions, a pilot study was carried out with a pupil outside the study group. The questions on the form were
found to be intelligible, clear, and appropriate for the pupils’ experience and knowledge levels, with the whole
interview expected to last 30 to 35 minutes. At the end of the pilot study, the questions on the interview form were
finalized. Prior to the interviews being conducted, the school administration and the parents were informed and
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asked for their consent. A separate appointment was fixed with each pupil in the study group, and the interviews
were voice-recorded.

Data Analysis

In order to prepare the data for analysis, the voice recordings were transferred to the word processing program.
The data obtained from the interviews were analysed phenomenologically. Phenomenological analysis seeks to
understand the sense, essence, and nature of individuals’ or groups’ phenomenon-based experiences and make
them clearer (Patton, 2014, p. 482). The main purpose of this type of analysis is to have an insight into how people
evaluate what happens around them (Smith, Flowers & Larkin, 2009; Wade & Tavris, 1990 cited in Ozdemir,
2010, p. 334). At the first stage of phenomenological analysis, the researchers shed their thought patterns and
biases, and accept the data as it is. This is called freedom from biases. In this way, the participants’ experiences
about the phenomenon as well as their subjective points of view are more comprehensible for the reader (Creswell,
2013; Patton, 2014). The pupils’ comments were read many times over, separated into units, and coded through
phenomenological analysis. For the coding, the pupils’ own concepts were used. When the pupils’ own concepts
proved inadequate for the coding, the researchers produced codes that best encapsulated the phenomenon in
question. Similar codes, or those close in meaning, were placed in the same category. In the next phase, these
categories were compared and related, and themes were found. In phenomenological analysis, the themes involve
interpretation of the participants’ experiences by researchers, and thus form the first framework of the analysis.
Based on this framework, the next set of data (e.g. the second participant’s interview) is analysed. Upon completion
of the analysis, the main table reflecting all the participants’ common experiences is constructed (Tanyas, 2014,
p. 31). The analyses were conducted by the researchers at different times so that agreements and disagreements
could be discussed. The reliability formula [p= agreement / (agreement + disagreement)] proposed by Miles and
Huberman (1994) was used and the result was 95%. In order to increase the credibility of the study, direct
quotations were taken from the pupils’ remarks. On the grounds of research ethics, the real names of the pupils
were not used, with the participants given gender-based codes (M1, M2, F1, F2) instead.

Findings
This part presents the findings on the values of equality, justice, and freedom.
Equality

In order to reveal the pupils’ perceptions about the value of equality, they were asked to explain what equality
meant to them. These perceptions are visually presented in Diagram 1.

As can be seen in Diagram 1, the pupils’ perceptions of equality were gathered under four main themes — social,
legal, political, and educational. The pupils thought that people should be treated equally in society, that the rich
and the poor should have equal rights, that the rich should not be favoured, and that the poor should not be
discriminated against. The pupil coded F3 expressed opinions representative of this perception:

‘There should be a society with no discrimination, no superiority, and no division between the rich and the
poor’. (F3)

According to the pupils, all should have equal rights and liberties if harmony is to prevail in society. This
harmony in social life is dependent on the practice of the value of equality. Otherwise, discord and divisions
amongst people are inevitable. Another requisite for social harmony is equal rights for men and women. A female
pupil expressed this opinion as follows:

‘The first thing that comes to my mind is equality between men and women. Men and women should be equal;
women shouldn’t be told what they can’t do.’ (F2)

The quotation above makes it clear that women should have the same rights as men and be able to do the same
jobs as men. According to the pupils who made a legal interpretation of the value of equality, all citizens should
be treated equally by law. The pupils remarked that the laws were not equally enforced for all, and that this was
an obstacle on the way to equality. The need for political equality was expressed by the pupil coded F1. According
to her, political equality should make people enjoy more freedom. The same pupil also talked about equal
opportunities in the context of educational equality.
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The pupils who expressed the perceptions and opinions above were also found to be aware that absolute
equality was not really probable. They all remarked that full equality was impossible. The reasons for these
opinions held by the pupils are visually presented in Diagram 2.

Equality of Rights and

Rich-Poor Freedoms
Discrimination (M3. M5_F1_F2)
(M1, M4 _F3 F4) A

+| Gender Equality
(M4.F2)

Social Cohesion (M6)

THE VALUE OF EQUALITY

Political Equality Equality Before the
(F2) Law
EDUCATIONAL (M2, F4)

Equal Access to
Education (F1)

Diagram 1 — Pupils’ Perceptions on the Value of Equality

Stronger People Putting

Differing Statutes
Pressure on Weaker Ones (F4)

(M3, M5, F1)

EQUALITY IS NOT
POSSIBLE AT ALL;
BECAUSE

Physiologic Differences
(M1)

Using Resources
Unequally (M2, M6)

Uneven Distribution of
Equal Opportunuties (F3) People's Greed for
Wealth (M4)

Diagram 2 — Reasons for the Pupils’ Opinions that Full Equality cannot Exist
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As can be seen in Diagram 2, the majority of the pupils suggested that people’s selfish and opportunistic
behaviours were the main reason why full equality did not exist in the world. All of the pupils were of the opinion
that equality was needed but that people did not respect it in their behaviours.

The views of the pupil coded M6 are representative of all those thinking in a similar vein:

‘For example, the principle of equality exists but the people in Africa don’t seem to be equal at all. We all have
food and drinks here in our country but they don’t in Africa. If all people are equal, why can’t they live like us?
The principle of equality isn’t applied. If it were, equality would be possible.” (M6)

The pupils in the categories of different statuses and physiological differences attributed the causes of
inequality to factors outside human control. For the pupils of this opinion, the reasons underlying inequality were
not people’s attitudes or behaviours. They claimed that everyone was born with a different character, build,
personality, body, and surroundings, which was why full equality could not exist. The pupils were asked to
illustrate violations of equality that they came across in their daily lives. Their answers are presented visually in

Diagram 3.
Against Disabled
People (K3)
(Agal(r::lls,t;/;/;)me”)(— Discrimination

Global Inequalities

(M6)
In Parents’ SITUATIONS WHERE In Teachers'
Behaviours EQUALITY IS VIOLATED Behaviours
(M5, M6, F2) IN DAILY LIFE (M4, M6)

Peer Bullying - -
(M1, M5, F4) Backing or Favoring

Someone Inequatably (M3)

Diagram 3 — Pupils’ Experiences of Violations of Equality

Diagram 3 suggests that the pupils encounter situations where equality is violated in the family, in the school,
in the street, etc. The pupils who were unhappy with their parents’ authoritarian attitudes and failure to ask about
their views complained about this. One of the participants explained this as follows:

‘There are situations where equality breaks down in the family. Just because they’re the parents shouldn’t
mean that they can say and do what they like, but that’s how they see it. Mum says to be respectful; but when I
dare say something they tell me off. This isn’t equality. The kids don’t get to say anything but the parents can say
anything and everything. This isn’t acceptable’. (F2)

It was also pointed out that in social life, women and the disabled were discriminated against and that
meritocracy was not adhered to. The pupil coded M6 said that Africa was colonized by other countries and that
this was the best example of inequality. It was also the case that in the school environment physically stronger
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pupils bullied and pressured younger ones. Inequality in the teachers’ and school administration’s attitudes was
yet another problem. What the pupils understood from equality before the law is presented in Table 1.

Table 1 — Pupils’ Perceptions about the Principle of Equality before the Law
In order to provide equality before the Law;

being rich or poor (M3, M4, F1)

being a politican or an administrator/a governor (M5, M6, F2)

social status (M1) Should not taken into

People’s consideration

being famuous or welknown (M2)
age difference (F4)
gender (F1)

As can be seen from Table 1, the pupils stressed the need that the laws should be equally enforced for all. They
were asked to illustrate violations of equality before the law that they came across in their daily lives. The views
of the pupil coded M1 best illustrate this case:

‘Take a brain surgeon and a dustman. They should both be treated equally by the law. The surgeon shouldn'’t
receive favourable treatment just because of his status.’ (M1)

The pupils were asked whether the law was equally enforced for all in our country, and they were asked to give
reasons for their explanations. Their views are presented in Table 2.

Table 2 — Pupils’ Views on Equal Law Enforcement for All
It is not exercised at all;

Politicians and wealthy are given privilage (M5, M6, F2, F3, F4)
People in legal profession do not act impartially (M4, M5, F2)

Acquainted or familiar people are shown favor (M1, F3)

BECAUSE

Famuous or welknown people are privilaged (M2)
It sometimes exercised, sometimes do not exercised

Wealthy people are privilaged (M3)

BECAUSE

Laws are not deterrent (F4)

As can be seen in Table 2, the majority of the pupils believed that the law was not equally enforced for all. The
reasons underlying their beliefs seem to be discriminatory practices and nepotism. While explaining their opinions,
the pupils often quoted current news stories from the media. As the default standard (equal enforcement of the law
for all) does not often appear in the media, it is only natural for the pupils to have the negative instances on their
minds. In the interviews, the pupils spoke extensively about the negative coverage in the media. In this context, it
could be argued that the media influences or shapes the pupils’ perceptions of equality.

The pupils’ views were also elicited on another element of the value of equality — equality between men and
women. They were asked whether this was possible, and their opinions are presented in Table 3.

As Table 3 demonstrates, the majority of the pupils do believe that equality between men and women is
possible. Those of this view claimed that women were no different from men and that they could do all the jobs
done by men. This is illustrated by the quotation below:

‘It is possible, sir, because they 're human and we 're human, too. It’s only our gender that’s different.” (M2)
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The pupil coded M5 said that men and women were equal but that women were physically weaker than men
and that, for this reason, affirmative action should apply to them.

Table 3 — Pupils’ Views on Equality between Men and Women
Possible;

ul Women can do any kind of work/business. (M3, M6, F1, F3)
2 There is not any difference between men and women (M2, M4, M6, F3)
O
% There must be positive discrimination for women (M5)
People shoud have the fredoom of atcing without taking their gender into consideration (F1)
L Impossible;
=)
< There is a distinction between men’s and women’s personality structure (F2, F4)
O
H.ﬂ Men are stronger and they always want to owepower women (M1)

The pupils who claimed that men and women were not equal are grouped in two categories. Those in the first
category cited physiological, psychological, characteristic, and behavioural differences. The pupil coded M1,
however, argued that the reason for the inequality between men and women was men always aiming to overpower
women through their physical strength. His views are quoted below:

‘It’s not possible — men and women can’t be equal because men are stronger. Even when they try to be equal,
men always want to dominate. They oppress women, because they want to rule and dominate women. That’s why
equality is very rare, if not impossible. Particularly in our country equality between men and women is very rare.’
(M1)

The quotation above suggests that the pupil coded M1 interprets the value of equality only in terms of physical
strength. Presented below are the views of the pupil coded F1, who believed that the dilemma around equality
between men and women was context-dependent:

‘Men can be superior in some respects and women can be superior in others, but many jobs can be done by
men and women alike. In some areas equality may not be ensured. There are jobs that require physical power
which are unsuitable for women. Freedom to act shouldn’t be gender-related, though.’ (F1)

The quotation above may lead to the interpretation that the pupil coded F1 believes that all have equal rights,
women and men have innate differences, and this is only natural.

In order to study the pupils’ perceptions of equality in depth and to find out if they could see the fine line
between equality and justice, the following question was put to them: ‘Imagine that in a given country everyone
gets paid the same salary. How would you feel about the application of the principle of equality in that country?’
All of the pupils raised objections on the grounds of justice, saying that such a practice could not be called equality.
The pupils’ views are thought to be better reflected by the quotations that follow:

‘It is definitely against the principle of equality. Take someone who works hard through to university and
someone else who does no work and just parties around like there’s no tomorrow. These two should absolutely
not get paid the same salary’. (F1)

‘On the one hand there are hard workers and on the other there are not-so hard workers; those who deserve
what they get and those who don'’t; those who studied hard and those who didn’t. All of them getting the same pay
wouldn’t be equality.’ (F3)

Based on the quotations above, it could be argued that equality means much more than its dictionary meaning
for the pupils. Asserting that it would be against the principle of equality, they all said that they would not want to
live in the country in question. From the answers given to the sample question above, it could be suggested that
quantitative equality does not correspond to full equality, which changes depending on the time, the place, and the
people, and that the pupils are aware of this.
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The pupils who declared that equality might have different applications depending on the time and place were
then asked how they felt about ‘4 mountain shepherd’s vote shouldn’t count the same as mine’. The pupils who,
in the previous example, had said that equality should apply depending on the context claimed in this one that
equality should be purely quantitative. For them, voting (political equality) should be ensured with no
prerequisites. These examples suggest that pupils’ perceptions of equality vary depending on the context.

Justice

In order to reveal the pupils’ perceptions about the value of justice, they were asked to explain what justice
meant to them. These perceptions are visually presented in Diagram 4.

Acting in Accordance with
the Truth (M2)

Righteous Treatment

(M1, F1, F3, F4) Equal Treatment (F1)

STUDENTS®
PERCEPTION
OF JUSTICE

Not restricting Individual's
Freedom
(F1)

Equality before the Law Fair Trial
(M2, F4) (M4, M6)

Diagram 4 — Pupils’ Perceptions on the Value of Justice

As can be seen in Diagram 4, the pupils’ perceptions of justice were gathered under three main themes. The
pupils in the category of fairness explained justice as being fair. As such, they were found to have grasped the
distinctions between the values of justice and equality. The views of the pupil coded M1 in this category are
presented below:

‘It’s about giving everyone what they deserve. Like, if someone works hard and I don’t, they should be
somewhere higher up and | should be below them. Those who work hard should get better marks than those who
don’t. For the sake of justice, the teachers give lower marks to the lazy ones in the oral exams.’ (M1)

This quotation leads to argue that M1 was cognizant of the fact that the values of justice and equality mean
different things. While explaining the value of justice, the pupils frequently referred to the courts, laws, judges,

794



Uztemur, Ding & Tnel

etc. This could mean that the value of justice is identical to the courts, judges, laws, etc. in the pupils’ minds. Those
in the categories of equality before law and equal treatment interpreted the value of justice based on equality. For
them, equality is a prerequisite to justice. It follows from the interviews with those pupils that they are aware of
the difference between equality and justice, yet they frequently cite equality in their explanations of justice. The
pupil coded F1 referred to the value of freedom in her explanation of justice and said that her own freedom should
not be restricted for the sake of justice.

In order to study the pupils’ perceptions of justice in more detail, they were asked to mention the problems
likely to occur in a society, organization, or country where there was no justice. A majority of them (N: 7) said
this could lead to riots, conflicts, vendetta, and rebellion. In such a country crime rates would rise (F1), people
would be unhappy (M1), the strong would oppress the weak (M1, M4), and social harmony would break down
(F3) which would pave the way to a civil war (M2, M3). These scenarios are significant in that they highlight the
functions of justice in a society in the eyes of the pupils.

When the pupils were asked what could be done for justice to take hold in a society, some of them (M1, M3,
M4, M6, F1, F4) said that the state should be fair while others said that individuals should be fair in their everyday
lives. Below are two quotations representing these two different views:

‘The state has to be just. When that happens, there is order in society, and no conflicts.” (M4)

‘If the individual is fair, then society and the state will also be fair. Everyone needs to be fair in their own
conscience.’ (M5)

In addition to the views above, the pupils also expressed the need for the state and the individuals to be
simultaneously fair for the sake of social order. The main disagreement was in the pupils’ suggestions about who
needed to do what for the establishment of justice. The pupils were asked if they played fair in their day-to-day
lives and what they sought in fair behaviour. They admitted that they were sometimes unfair but mostly mindful
of fairness. They cited avoiding unfairness (N: 9), being equal and impartial (M1, M2, F2), avoiding discrimination
(M3, F3), sharing (M5), accepting people as they are (F1), and avoiding selfishness (F2). Representing the views
above, the statement by the pupil coded F1 is given below:

‘I believe I am fair in my daily life. I don’t make my decisions based on people’s race or language. If I feel
close to someone, it’s because of their personality and not their physical appearance. 1 see a lot of people around
who reject others. Nobody’s perfect; those who reject others aren'’t, either.’ (F1)

In order to better analyse the pupils’ fairness in their daily lives, they were asked the following question: ‘How
do you feel about people’s attempts at lynching criminals to establish their own justice which we so often hear
about on news reports?” Why do you think these people feel the need to display such behaviour?’ All of the pupils
felt that the reason was that offenders were not given harsh enough sentences. Sentencing should be such as to
relieve people’s conscience, they claimed. Representing these views, the statement by the pupil coded M5 is given
below:

‘People think that courts don’t hand out proper sentences. Someone does something wrong but they walk free
the next day. That’s why people want to apply their own justice.” (M5)

The pupils were then asked, ‘If you were in a similar situation, would you consider lynching? Why?’to which
some of them (M1, M4, M5, F3) replied in the affirmative. Sample excerpts follow:

‘If someone, say, beat up my brother, I'd go and beat them up. I wouldn’t tell anyone; 1'd just apply my own
Justice. I know it’s wrong but that’s what I'd do.” (M1)

Yes. If someone in my family got hurt, 1'd get really pissed off. That’s so bad. I’d see what the court said first,
if that was useless, 1'd go exact my own revenge.’ (F3)

The excerpts above suggest that the pupils interpret the value of justice according to their own interests. Their
intentions to seek their own justice mean that they find court sentences lenient and that they distrust them. The
other students expressed their faith in the justice system, which punished criminals as they deserved, and their
respect of the court decisions. The origin of the disagreement between the two groups of pupils can be summarized
as follows: the pupils seeking their own justice tend to have a subjective interpretation of justice. For them,
everyone’s perceptions of justice differ from everyone else’s. When asked what would become of society if
everyone went after their own justice, they replied that chaos and conflicts would break out, thus contradicting
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their previous argument. The pupils in this group were in fact aware of the problems that would emerge in a society
with no justice. The real problem here is that, when they thought that they were adversely affected in a given
situation (suffering injustice), they would not behave as they should (trusting the justice system).

The pupils were asked to compare and contrast justice and equality, and to think about whether the two concepts
were actually the same thing. They all replied that justice and equality had different connotations. Here are some
sample quotations:

‘If you’re equal, you need to treat everyone the same. If you're fair, you need to give everyone what they
deserve.” (M6)

‘Let’s take the teachers for instance: a teacher with 10 years’ experience and with more knowledge, and
another with just four years’ experience. They both get the same salary. That’s equality but not justice. That’s
unfair to the more knowledgeable teacher.” (M1)

These excerpts suggest that the pupils are well aware of the distinction between equality and justice. The pupil
coded M2 did say that equality and justice were not the same, but confused the two in his answer. An excerpt from
his statement follows:

‘The minimum wage is TL 1,300 but a teacher gets a lot more than that which is unfair. What costs TL 10 here
costs TL 20 in Istanbul. The prices should be equal all over the country.” (M2)

The pupil clearly mixed the two concepts, referring to the attributes of equality when talking about justice.
Freedom

The pupils’ views and perceptions on the value freedom are visually presented in Diagram 5.

Persons being Free of any
Restrictions
(M1, M4, F2, F4)

A Person Being able to Do
Whatever She/He Wishes to Do
(M3, M4, M5, M6, F4)

Persons being Free of
Their Responsibilities
(M1)

FREEDOM PERCEPTIONS
of STUDENTS

Basic Human Rights
(M2, M5, F1, F3)

People not being
Responsible for Obeying
the Social Rules (M1)

Diagram 5 — Pupils’ Perceptions on the Value of Freedom

As shown in Diagram 5, the pupils’ perceptions of freedom concentrate rather in the category of autonomy. In
this category, the pupils thought of freedom as the ability to do whatever they liked. Complaining about the
restrictions imposed upon them by their parents and by others, they identified the lifting of these restrictions with
freedom. The views of the pupil coded M4 are representative of this category of autonomy:
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‘I can think of doing what you like, going where you like, with no one meddling. It’s about being able to do as
you like, with no one telling you what to do or what not to do.” (M4)

The pupils interpreted the value of freedom in the context of basic human rights as no restrictions on such
rights as living, feeding, accommodation, and education. The pupils in this category underlined the social aspect
of freedom rather than its individual aspect.

The pupil coded M1 had perceptions of freedom different from the others’. According to him, freedom is the
ability to do what one likes, with no restrictions whatsoever. Direct quotations from M1’s views are given below:

‘For me, freedom is what birds have. They can fly wherever they want in absolute freedom. All they do is eat,
fly, and travel around. No other worries. To be able to go around with no meddling or pressure from others, with
no rules or restrictions... I should be a bird to be really free.” (M1)

The excerpt above suggests that the pupil coded M1 identifies freedom with avoiding one’s responsibilities.
‘Flying like the birds’ implies that freedom is only possible in the absence of society and rules. That individuals
who respect the rules and fulfil their responsibilities in society can also feel free means nothing to E1. He was then
asked ‘Do you believe that you are free in your life?’ to which he replied:

‘Idon’t. I'm not free, there are certain limits. I have responsibilities. For example, I can’t just get up and leave
when | want. As a student, | have to study. True freedom would mean living with no orders from anyone, with no
laws. But that’s not possible.” (M1)

This excerpt suggests that for the pupil freedom means no laws to abide by and no responsibilities to fulfil. The
same question was also put to the other pupils, and the cognitive structures composing the phenomenon of being /
feeling free are visually presented in Diagram 6.

Having the Chance of
Exercising all Basic
Human Rights (N:1)

Being
over 18 (N: 2)

Having the Luxury
of Living by Oneselfin
a Separate Housing (N:2)

A Person being able
to Meet her/his Needs
Financially (N:1)

Being able to practice
her/his hobbies
without any Restrictions
(N: 4)

M4

Persons being
Free of Their
Responsibilities
(N: 1)

Being Free of any
Family Intervention
(N: 5)

Not being
Responsible for

Obeying the Rules
(N:1)

The Absence of
Laws (N: 1)

A Person Being able
to Go out whenever
she/he Wishes to Do So
(N: 5)
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Diagram 6 — Criteria of Freedom by Pupils’ Perceptions

As can be seen in Diagram 6, the pupils mostly interpreted the value of freedom in the context of their
relationship with their parents. The pupil coded M2 said that he felt free because he had the basic human rights of
living, feeding, accommodation, and education. M3 said he felt free despite occasional restrictions imposed by his
parents. It could be argued that, for M3, the prerequisite to freedom is no parental interference. Similarly, the pupil
coded M5 said that he did not take his parents’ interference as a threat and that he still felt free. The pupil coded
M®6, on the other hand, said that he did not feel free because of his parents putting too many limits on his hobbies.
F1 said that, despite feeling free in general, she did not feel so in some respects. The reason for this was her having
to ask her family for permission for certain things. For F1, then, asking for permission is a sort of limitation of her
freedom. The pupil coded F2 said that she did not feel free. The reasons that she cited included being a minor,
having to live with her family, not having her own place, and not being free to travel. The pupil coded F3 said that
she felt free but that sometimes her parents did not let her go out, which was a restriction on her freedom. In a
similar vein, the pupil coded F4 also said that she felt free but that sometimes her parents did not let her go out,
which was a restriction on her freedom.

‘Would you like to have unlimited freedom in your life?” was the question put to the pupils in order to analyse
their perceptions of freedom in more detail. M1 said that he would want unlimited freedom so he could do
everything he wanted, spend as much as he wanted, and live with no limits. M2, on the other hand, said that he
would not want unlimited freedom: ‘If I had unlimited freedom, I might commit crimes and no one could do
anything about it’. The idea of people observing social rules, doing what they liked without harming others, and
still feeling free was not accepted by M2, who considered unlimited freedom as freedom to commit crimes and
not being held accountable. The pupil coded M3 said that he would want unlimited freedom in order to spread
justice and punish bad people. M4 would accept unlimited freedom on condition that he would not be allowed to
commit crimes, as he could then do all he wanted, which would make him happy. M5, however, rejected unlimited
freedom on the following grounds:

‘I wouldn’t want it. Killing others, doing all sorts of bad things.... but there’s a limit. Your freedom ends where
that of the others begins.’ (M5)

The quotation from the pupil suggests that he identifies absolute freedom with harming others, which is why
he rejects it. Even though the pupil is aware that other people’s freedom should not be infringed upon, his equation
of absolute freedom with harming others is interesting and thought-provoking. M6 said that he would embrace
absolute freedom, which would enable him to do what he wanted and go where he wanted. He stressed that he
would take care not to cause harm to others in doing so. F1’s reasons for rejecting absolute freedom are as follows:

‘I don’t think I'd want it. If everything I wanted happened, there would be no meaning to life. I have a family
and | should make decisions together with them. If I only thought about myself, that would simply be living the
moment.” (F1)

As highlighted by the excerpt above, the pupil equates unlimited freedom with having all she wants and acting
selfishly. Her claim that life would then lose its meaning might be because she believes that absolute freedom may
make her give up her ideals for the future. F2 rejects unlimited freedom for fear that she might infringe upon other
people’s freedom and harm them on purpose or by accident. F3 wanted unlimited freedom on condition that she
would not cause harm to others. F4’s views on absolute freedom are as follows:

I wouldn’t want it. Everything has its order and 1'd like to follow the order. I have responsibilities, too. My
parents have rights over me. If we had too much freedom, something bad might happen to us at night. We should
do as we’re told by our parents.’ (F4)

This quotation makes it clear that the pupil identifies absolute freedom with going out at night. She views her
responsibilities and her parents’ rights over her as obstacles to living unlimited freedom.

A general assessment of the pupils’ perceptions of absolute freedom leads us to conclude that they equate
unlimited freedom with negative behaviour patterns such as committing crimes, harming others, etc. The idea that
individuals, who are social beings and who cannot live outside society, can observe rules and fulfil their
responsibilities and still feel free was not adopted by the pupils, who only highlighted the negative aspects of the
phenomenon of ‘doing everything you can’. For them, this was the same as breaking the law, going against social
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order, and causing harm to others. It would, however, be a significant improvement if a concept of freedom with
no such negative overtones existed in the minds of tomorrow’s adults.

‘What should a person do to be free?”’ The pupils were asked this question in order to find out their perceptions
on the conditions necessary for freedom. These conditions are presented in Table 4.

Table 4 — Conditions for Freedom for the Pupils

Concepts Participants
Fulfilling responsibilities M3, F2, F4
Being compliant with he society and obeying the law M1, M2, M6
Being tolerant to other people’s freedom M5, F1
Struggleing for basic human rights F3

Being wealthy M4

Table 4 shows that the pupils have different perceptions on freedom. Those in the category of ‘fulfilling
responsibilities’ were found to think of freedom as a system of reward and punishment. This could be illustrated
by the views of the pupil coded F2:

You should first and foremost fulfil your responsibilities so you can be free.’ (F2)

This statement could suggest that the pupil does not view freedom as a birth-right. According to the pupils in
this category, those who make no effort (e.g. fail to fulfil their responsibilities) have no right to freedom. For the
pupils in the category of “harmony with society’, individuals’ freedom depends on being in harmony with society,
abiding by the law, getting on well with the others, and living in a spirit of togetherness. The pupils coded M5
and F1 underlined respect for others’ freedom as a condition of one’s own freedom: if every individual is tolerant
of everyone else’s freedom, the whole society can enjoy freedom. The pupil coded F3 pointed out fighting for
basic rights and liberties for freedom, saying that individuals should defend their rights and liberties if and when
their freedom is curtailed in society. The pupil coded M4 equated freedom with wealth, arguing that rich people
could do whatever they wanted whereas the poor could not. These findings reveal the need to teach our pupils
from a very early age that individual liberties are not dependent on wealth, that freedom is a birth-right, and that
the state is responsible for ensuring that citizens can feel free irrespective of their financial status.

In order to test whether the pupils had grasped that freedom came as a birth-right, they were asked the following
question: ‘Do you think that it is possible for all individuals to be free in a society?”’ For the pupil coded M1, this
is simply not possible. Here is a direct quotation from his arguments:

‘No, it isn’t. I don’t think anyone should be completely independent in a society. Being free means being able
to do whatever you like. People shouldn’t be able to do that. If everyone could do whatever they wanted and there
were no laws, we wouldn’t be safe anymore because of the predators.” (M1)

This excerpt suggests that M1 equates freedom with ‘doing whatever you want’, which in turn means to him
violating rules and laws and infringing upon other people’s rights. M2 argued that it would not be possible for all
to be free as proper freedom had its limits. M5 had the following to say on this topic:

‘It’s not possible. If someone commits a crime, they curtail the freedom of others. Their own freedom should
be curtailed so that they understand that what they did was wrong.’ (M5)

This excerpt suggests that the pupil equates freedom with criminal activities. In a similar vein, the pupil coded
F2 equated freedom with breaking the law and argued that that was why all people could not be free. It seems that
these pupils had no idea of freedom without breaking the law or causing harm to others. F1 argued that not all
people could be free in society since it was the parents who made the decisions in the case of minors. If this were
not so, then all people could be free in society. Likewise, the pupil coded M4 also cited the restrictions imposed
upon children by their families as obstacles to freedom. The pupil coded F3 cited discrimination amongst people
as a cause of this:
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‘It should be possible but there is no freedom either in our country or in other countries. Some of them
discriminate against black people, trying to make them slaves. There used to be slave markets with so much
discrimination and disrespect.” (F3)

From this excerpt, it can be understood that the biggest obstacle for people’s freedom was again people
themselves. Those who disrespect others’ freedom and engage in discriminatory practices are the reason why all
people cannot live freely.

As for the pupils who do think that it is possible for all to be free, M3 cites equality, fairness, and respect of
others’ decisions as preconditions for such all-encompassing freedom. M6 had the following to say on this:

‘Why not? Everyone can have full individual freedom as long as they don’t harm anyone else.” (M6)

This argument suggests that the pupil comprehended that freedom is not actually such a difficult ideal, and that
it is perfectly possible as long as people fully respect one another’s rights. The pupil coded F4 said that everyone
was already free despite certain limitations. In order to elicit their views on social life, the pupils were asked what
sort of environment was necessary for individuals to feel free. These views are presented in Table 5.

Table 5 — The Environment Necessary for Individuals to be Free in Society according to the Pupils

Concepts Participants
Individuals should be respectful and tolerant M2, M3, M5, F1
The society should not restrict individuals’ behaviours M5, M6, F1, F3
There should be a setting cleared of quarrel and noise M4, F2, F3

The society should be cleared of inequalities and injustice =~ M3, M5
Individuals should fulfill their responsibilities F4

Individual must be fair and honest M2

As can be seen from Table 5, for a free society, individuals need to conduct their behaviours with mutual
respect and tolerance. Some pupils (M3, M5) highlighted equality and justice as the foundation of freedom. The
pupil coded M5 had the following argument in the context of reducing social pressure upon individuals:

‘People should respect others’ opinions. There should be no impositions. If people aren’t unfair to me, then
I'm free. I don’t want society to interfere with my life.” (M5)

From this it could follow that people accepting one another as they are is crucial for individuals to feel free.
The pupil coded F4 claimed that freedom would naturally take hold in a society where all responsibilities were
fulfilled.

Discussion and Conclusion

Aiming to make a holistic and in-depth investigation of eighth-year secondary school pupils’ perceptions of
the values of equality, justice, and freedom, this study reached different conclusions for each democratic value.

The pupils interpreted equality from educational, political, legal, and social perspectives and argued that
equality varied depending on the context. For them, ensuring equality from a social point of view requires the
elimination of wealth- and gender-based discriminations and the existence of equal rights and liberties. The pupils
argue that, if social unity and cohesion broke down, the result would be conflict and divisions. In Cetinkaya and
Kincal (2015), a triangular study with secondary school pupils, the subjects emphasize the importance of equality
and mutual respect for a democratic society. In Ding and Uztemur (2016), a qualitative study with eighth-year
pupils, the participants cite wealth-based discriminations, greed, and selfishness as reasons underlying social
inequity. In Yilmaz (2013), another study with eighth-year pupils, the students argue that all should enjoy equal
rights regardless of their religion, language, race, and gender, that no one should be privileged, and that all should
be equal before the law and courts. In Kaldirim (2005), yet another survey study with eight-year pupils, 78% of
the subjects claim that all should enjoy equal rights without being discriminated against on grounds of wealth. The
present study has reached similar conclusions to these studies.
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The pupils indicate that people’s selfish and self-serving behaviour was the reason why all people could not be
fully equal. Some of them attributed the reasons for the impossibility of full equality to the different statuses of
individuals and their physiological differences. Similarly, in Ding and Uztemur (2016), the eighth-year pupils had
two different views on the reasons for social inequity. The first view holds that greediness, self-serving selfishness,
and nepotism were harmful to equality as a value. The second view attributes social inequality purely to luck and
fate, and considers it to be completely natural.

A great majority of the pupils claimed that men and women should have equal rights, that women could do all
the jobs done by men, that they were weaker only in terms of physical strength, and that they should enjoy
affirmative action. Only the pupil coded M1 held that men were physically superior to women and that equality
between men and women could not happen because of men’s ambition to overpower women. In their qualitative
study with eighth-year pupils, Diktas and Uztemur (2016) similarly conclude that there should be equality between
men and women, that women can do all the jobs done by men, and that women should benefit from affirmative
action. In Mulhan (2007) the seventh-year pupils mentioned equality between men and women when explaining
equality as a value. Kaldirim (2005) concludes that 87% of the pupils were aware of the importance of equality
between men and women for democracy and that 61% believed that amending the laws in favour of women would
be a democratic action. In Kus and Cetin (2014), a survey study with secondary school pupils, the girls were found
to be more sensitive than the boys about equality between men and women, and to have significantly different
scores in democratic value perceptions.

The pupils complained that the principle of equality before the law was not fully functioning, and suggested
that individuals’ income, social status, and gender should be irrelevant in the application of this principle. Similarly
in Mulhan (2007), the pupils brought up the concepts of equality and discriminatory practices. In the present study,
the pupils emphasized that all should be unconditionally equal in the context of equal opportunities in education
and the use of political rights. Similarly, Kaldirim (2005) concludes that 92% of the pupils were of the opinion
that the use of political rights was directly linked to democracy. When explaining equality as a value in Yilmaz
(2013), the pupils referred to the equal use of political rights and the rights to elect and be elected.

In general, the pupils’ perceptions of equality as a value suggest that they have internalized this value in various
contexts, that they can distinguish between equality and justice, and that they are aware of its importance for the
country. In Doganay and Sar1’s (2004) descriptive survey study with eighth-year pupils, the participants preferred
equality with the highest average score of all democratic values. In ilgan et al. (2013), the seventh- and eighth-
year pupils had an average score of ‘strongly agree’ in the context of equality and respect of differences. These
findings could be interpreted as comprehension of the importance of equality by the pupils. However, the relevant
literature also contains studies which conclude that pupils are not fully aware of equality as a value. Ding and
Uztemur (2016) conclude that the pupils confuse equality and justice giving rise to a misconception. In Yilmaz
(2013), some of the pupils were found to mix equality with rights and duties.

The pupils interpreted justice as a value from social, legal, and individual perspectives. They considered justice
to be a source of peace and prosperity in society, which prevented conflict among individuals. Similarly in Ding
and Uztemur (2016), a great majority of the pupils were found to be aware of the significance of justice as a value
in society and to consider it different to and better than equality. Also in the present study, the pupils likewise
emphasized the difference between justice and equality, and considered the latter as a necessary but insufficient
precondition of the former. In parallel to the findings of the present study, Mulhan (2007) concludes that the pupils
consider justice to be functional in separating the right from the wrong and preserving social peace. Taken together
with the other studies in the literature, the present study can draw the conclusion that the importance of justice for
social harmony was internalized by the pupils.

The pupils emphasized the need for the state and the individuals to be fair for the establishment of justice. In a
similar vein, Diktas and Uztemur (2016) conclude that first the individuals themselves must be fair and then the
state should treat all its citizens equally. The pupils said that, in their everyday lives, they took care to be fair in
general despite occasional slips. Tahiroglu and Aktepe (2015) conclude that democracy-related educational
activities for sixth-year pupils made them more inclined to play fair.

Some of the pupils expressed mistrust in the justice system, saying that they would seek their own justice in
the face of an injustice. Despite recognizing that this could lead to chaos, vendetta, and civil war, these pupils still
would not accept the punishment handed down by the justice system if they themselves or their immediate family
came in harm’s way. This could mean that the pupils knew about the qualities of justice as a value but did not
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apply what they knew in their everyday lives. These conclusions are significant in demonstrating the importance
of turning acquired knowledge into attitude and behaviour. Democratic values should become a way of life rather
than remain mere school subjects. Some pupils, nevertheless, pointed out the need for trust in the justice system
in any case, and warned that, otherwise, social peace and harmony could be jeopardized.

The pupils took freedom as a value in the context of autonomy and basic human rights. In Nayir and Akar
(2009), the pupils explained freedom in terms of respect for others, free behaviour, and independence. In Ding and
Uztemur (2016), the pupils highlighted the freedom of thought claiming that they could not find their selves
without freedom. In Mulhan (2007), the pupils interpreted freedom in terms of independence of others, respect for
other people’s rights, and free behaviour. These findings reveal a harmony in secondary school pupils’ perceptions
of freedom as a value. In the present study, the liberty to do whatever one wanted was frequently voiced, and most
of the pupils were found to view this liberty in a negative light. For them, this liberty was tantamount to breaking
the law, going against social order, or causing harm to others. It would, however, be a significant improvement if
a concept of freedom with no such negative overtones existed in the minds of tomorrow’s adults for the sake of
social harmony and the ability to live all together. In parallel to the conclusions drawn by the present study, Mulhan
(2007) found some of the pupils interpreting freedom as free behaviour with no regard for ethical rules. These
findings could suggest that, in the triangle of rights, duties, and freedom, teenagers cherish their freedom more,
disregarding the other two (Ding & Uztemur, 2016). Some of the pupils equated absolute freedom with breaking
the laws and rules, harming other people, and disobeying their parents. These findings show that some pupils did
not comprehend that feeling free did not necessarily entail breaking the law or harming others. The prerequisite to
living in society is that absolute freedom should not exist. Otherwise, other people’s freedom could be curtailed.
When the pupils were asked to picture life in absolute freedom, only one of them declared a will to use this gift
positively. The other pupils’ imagination of absolute freedom is not very encouraging. These pupils view absolute
freedom in the same light as negative behaviours such as committing crimes, harming others, etc. For them, it is
not possible for all members of society to be free because, if they were, they would inevitably commit a crime and
harm others. Therefore, all members of society should not have unlimited freedom. This is suggestive that these
pupils do not fully grasp the concept of freedom, which is not the same as breaking the law or harming others and
which does not confer the authority to commit crimes. On the other end of the spectrum, some pupils indicated a
desire to be absolutely free without hurting others. In a similar vein, Mulhan (2007) found some pupils to perceive
freedom as the liberty to do anything without causing harm to others.

Another conclusion of the present study is that freedom requires respecting other people’s rights and living in
harmony with the rest of society. Some pupils considered the fulfilment of responsibilities as a prerequisite to
individual freedom. These pupils do not seem to realize that freedom is an unconditional birth right. The study
revealed that some pupils did not feel free because of having duties to fulfil, being underage, not earning their own
money, not being able to travel whenever they wanted, not having a place of their own, etc. Ding and Uztemur
(2016) conclude that pupils do not feel free due to ‘neighbourhood pressures’ which cause them discomfort. Nayir
and Akar (2009) conclude that pupils view their instinctive behaviours as freedom. In Mulhan (2007), the
phenomenon of being underage was found to be one of the obstacles on the way to freedom. These findings may
lead to conclude that teenage pupils cherish their freedom a great deal.

For the pupils, an environment of freedom in society requires mutual respect and tolerance amongst its
members, full equality and justice, and no interference from other individuals. In a society with respect and
tolerance, individuals accept one another as they are and respect other people’s liberties. In such a community,
everyone would enjoy more freedom. In parallel to the conclusions of this study, I1gan et al. (2013) conclude that
pupils had a high arithmetic average in terms of respecting other people’s freedom. In Kaldirim (2005), 90% of
the pupils were found to appreciate the significance of the freedom of thought.

The research also concludes that pupils’ perceptions of democratic values vary depending on the place,
situation, and people. Follow-up studies may include research that focuses on the frequency and the manner of the
use of democratic values in everyday life, studying families as well as secondary and high school pupils. Triangular
research could test the consistency of students’ perceptions of democratic values. Studies could also be conducted
on how and to what extent teachers’ and pupils’ perceptions of democratic values influence the school
environment.
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Ortaokul 8. Simif Ogrencilerinin Demokratik Deger Algilart:
Fenomenolojik Bir Analiz

Giris

Teknolojinin gelisimiyle birlikte her gegen giin yenilenen toplum hayatinda genclerin duyussal agidan gelisimi
ve degerler egitimi, kiiltiirel 6gelerin 6ziinii koruyarak gelecek kusaklara aktarilmasi bakimindan ¢ok énemlidir.
Egitim siirecinde bilgi ve beceri kazandirmanin yani sira kendini ve g¢evresini taniyan, toplumla uyumlu,
kiiresellesen diinya sartlarina uyum saglamig vatandaslarin yetismesine de gereken dnem verilmelidir (Namli,
2015). Rokeach'a (1973) gore, deger, kisinin sergiledigi davranisin devamliligini saglayan ya da varolusun temel
amactyla iliskili bireysel inanma durumudur. Yesil ve Aydin’a (2007) gore deger “insanin herhangi bir varlik ya
da olaya bakis agisini ve verdigi 6nemi yansitan, benimseme esasina dayali, davranislara yén verme giictine sahip
psikolojik, sosyal, ahlaki ve estetik boyutlu inan¢ ve kanaatler biitiiniidiir.” Degerler; giinlikk olaylara yonelik
davranislarimizin, tutumlarimizin ve toplumdaki konumumuzun sekillenmesinde belirleyici bir rol iistlenen kural
ve inanglarin birlesimidir (Hokelekli, 2010; Kulaksizoglu ve Dilmag, 2000; Yazici, 2006; Yesil, 2002). Her
toplumun kendine 6zgili degerleri ile insanligin ortak mirasi olarak kabul edilen evrensel degerlerin kisilere
ogretilmesi egitim ile miimkiindiir. Bu durumun neticesinde okullarda verilen deger egitiminin kalitesi, toplumun
geleceginin insasinda ¢imento gorevi gormektedir. Okullarda verilmesi gereken degerler icerisinde demokratik
degerler 6nemli bir konumdadir (Ding ve Uztemur, 2016).

Demokratik bir toplum agisindan egitimin temel hedefi, 6grencilerin zihninde demokratik diisiinme becerilerini
gelistirip bunu dogal bir diisiinme sekline doniistiirmektir. Demokratik bir egitim ortaminda bireylerin cinsiyet,
rk, smif ve diisiince farkliligi dogal karsilanip herkese esit davranilir (Gokge, 2005). Cagdas, demokratik diistinme
becerisine sahip, sorumluluklarmin bilincinde, olaylara farkli agilardan bakabilen, hosgoriilii kisiler yetistirmenin
ilk basamagi egitim sisteminin demokratik olmasidir (Celep, 1995). Demokratik degerler acisindan egitimin esas
amaci; demokrasinin temel degerlerini 6ziimseyip bunu yasam bigimine doniistiirmiis, siyasi rol ve
sorumluluklarini idrak eden, davranislarinin sonuglarmi istlenen, toplumun gelismesine katkida bulunan etkin
vatandaslar yetistirmektir (Sar1 ve Sadik, 2011). Demokratik toplumlarda hiir diisiinebilen, elestirel, diiriist, acik
fikirli, empati kurabilen vatandaslarin yetismesi hedeflenir (Biiyiikkaragoz ve Ure, 1994). Demokratik egitimin
amaci; yansitict ve elestirel diisiinme becerilerine sahip, haksizliklar karsisinda tepkisini ortaya koyan, duyarl,
kendini gelistirip yenileyebilen, kivrak zekali, esitlik ve adaleti savunan, 6zgiirliigiine bagl ve sosyal katilim
becerilerini kullanarak toplumun refahi igin ¢alisan kisiler yetistirmektir (Moller, 2006). Etkili bir vatandaslik
egitimi ogrencilere kendi kiiltiirel toplumlarinda ve kiiresel toplumda etkin bir sekilde yer almalar1 igin gerekli
bilgi, beceri ve degerleri edinmeleri konusunda onlara yardimci olur. Boyle bir egitim, tim diinyadaki insanlarin
sosyal adalet ve esitligini saglamak i¢in gerekli degerlerin ve kapsamli bakis acisinin kazanilmasini saglar (Banks,
2013). Demokratik bir toplum diizeni i¢in, 6nce ailede, sonrasinda okullarda demokrasi kiiltiiriiniin yerlesmesi
gerekir. Demokrasinin toplum yagaminda tam manasiyla islevsel hale getirilmesi i¢in aile, okul ve devletin isbirligi
icinde olmasi gerekir (Karakiitiik, 2001). Demokratik yasam bi¢iminin ¢ocuk yaslarda edinildigi gbéz 6niine
alindiginda aile ve okulda ¢ocuklara demokrasi kiiltliri agilanmazsa, bireylerin toplum igerisinde demokratik
davranmasi beklenemez (Okutan, 2010).

Demokratik okul ortami, okul igerisindeki biitiin paydaslarin isbirligi yaparak karar aldiklar1 ve farkli goriislere
sayg1 duyarak benimsedikleri bir yerdir (Apple ve Bean, 1995). Demokratik okul denince zihinlere demokrasinin
kavram olarak ogretildigi mekan gelmemeli ve demokrasi egitimi yasanti ve uygulama merkezli olmalidir
(Doganay ve Sari, 2006; Yesil, 2004). Cagdas ve medeni bir toplum olusturmak igin demokrasinin temel
kurallarin1 bilmenin yani sira, hayatinin her noktasinda bu kurallart uygulayip yasam bigimine donistiirmiis
égrenciler yetistirmek gerekir (I1gan, Karayigit ve Cetin, 2013). Okullarda demokrasi kiiltiiriiniin tam anlamiyla
yasanabilmesi i¢in 6gretmenler; 6grencilerin kendi baslarina karar alabilmelerine imkan saglamali, 6grencilerin
derse katilimlarin1 6zendirmeli, igbirlik¢i caligmalar yaptirmali, 6grencilerin kendi yaptiklari ¢calismalarmi sinifta
sunmalarina firsat tanimali ve onlara sorumluluk vererek 6z benliklerini kesfetmelerine imkén saglamalidir
(Ertiirk, 1993). Demokratik egitimle birlikte 6grencilerde elestirme, tartisma, hosgoriilii olma, 6zgiir diisiinme ve
farkli diisiincelere saygiyla yaklagma saglanmalidir. Bu etkinliklerin uygulandigi bir okuldaki &grenciler,
demokratik tutum ve davraniglar1 giinliik hayatlarinda daha rahat uygular (Yesil, 2003).

Demokratik degerler cok cesitli olmakla birlikte; ozgiirlik, ifade ozgiirliigli, esitlik, adalet, ¢ogulculuk,
duyarlilik, hosgorii, insan haklarina saygi, sorumluluk, uzlasma, elestirel diigiinme, farklilasma vb. sekilde
stralanabilir (Erdogan, 1997; Kincal ve Isik, 2003; Kislali, 1994; Tanilli, 1995; Yesil, 2002). Aksin’e (1992) gore
demokratik bir iilkede dzgiirliik ve esitligin tam anlamiyla uygulanmasi gerekmektedir. Biiyiikkaragdéz ve Ure
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(1994) demokratik tutumu; kisilerin 6zgiirlik, firsat esitligi ve adalet gibi temel demokratik degerleri bir yasam
bic¢imi olarak gerceklestirdigi davranislar biitiinii seklinde tanimlamiglardir. Demokrasinin temel yapi taslari olarak
esitlik, adalet ve 6zgiirlik kavramlar1 6n plana ¢ikmaktadir (Cilga, 2001; Karadag, Baloglu ve Yalginkayalar,
2006).

Egitimde demokratik degerler ile ilgili iilkemizdeki alanyazin incelendiginde teorik ¢aligmalar (Basaran, 1986;
Giiven ve Akkus, 2004; Hotaman, 2010; Okutan, 2010; Ozpolat, 2010; Sisman, Giiles ve Dénmez, 2010; Yesil ve
Aydin, 2007) ile dgretmen adaylarma (Akar, Inel ve Yalgintas, 2017; Akin ve Ozdemir, 2009; Aydemir ve Aksoy,
2010; Ektem ve Siinbiil, 2011; Gémleksiz ve Kan, 2008; Sar1 ve Sadik, 2011; Yazici, 2011) yonelik aragtirmalarin
fazla oldugu goze ¢arpmaktadir. Ortaokul 6grencileriyle gergeklestirilen aragtirmalar (Cetinkaya ve Kincal, 2015;
Doganay ve Sar1, 2004; Er ve Unal, 2015; Izgar, 2014; 1zgar ve Beyhan, 2015; Hgan, ve digerleri, 2013; Kaldirim,
2005; Kaya, 2006; Kus ve Cetin, 2014; Mulhan, 2007; Sabanc1, 2008; Simsek, Doymus, Simsek ve Ozdemir,
2004; Tahiroglu ve Aktepe, 2015; Ural ve Saglam, 2011; Uygun ve Engin, 2014; Yiiksel, Bagci ve Vatansever,
2013) incelendiginde nicel ve tarama modelindeki arastirmalarin yaygin oldugu gériilmektedir. Ulkemizde
demokratik degerlerin 6grenciler tarafindan nasil ve ne yonde algilandigini nitel arastirma yontemleriyle biitiinciil
bir sekilde ele alan galismalarin sayis1 ¢ok azdir (Ding ve Uztemur, 2016; Ersoy, 2010; Nayir ve Akar, 2009;
Yilmaz, 2013). Bu noktadan hareketle bu aragtirmanin amaci, ortaokul 8. smif dgrencilerinin demokratik
degerlerin temelini olusturdugu ongoriilen esitlik, adalet ve 6zgiirliik degerlerine yonelik algilarim1 yorumlamaci
bir bakig agisiyla derinlemesine incelemektir. Bu amag dogrultusunda arastirmanin problem ciimlesi agagidaki gibi
olusturulmustur:

“Ortaokul 8. smif dgrencileri baz1 demokratik degerleri (esitlik, adalet, 6zgiirlikk) nasil algilamakta ve bu
degerlere ne tiir anlamlar yiiklemektedir?”

Yontem
Arastirma Modeli

Ortaokul &grencilerinin demokratik deger algilarmi biitlinciil bir sekilde derinlemesine incelemeyi amaglayan
bu arastirma, nitel aragtirma yontemlerinden fenomonoloji modeline gore desenlenmistir. Fenomenoloji bir veya
birka¢ bireyin bir fenomen veya kavramla ilgili yasanmis deneyimlerinin ortak anlamimi agiklamaya caligir
(Creswell, 2013). Fenomenoloji, bireylerin fenomenleri nasil algiladiklari, nasil betimledikleri, ona dair neler
hissettikleri, nasil yargilaylp animsadiklari, nasil anlamlandirdiklar1 ve digerleriyle onun hakkinda nasil
konustuklarina odaklanir (Patton, 2014, s. 104). Fenomenolojik aragtirmalar tamamiyla kisisel alg1 ve anlatilar
tizerine odaklanmakta ve deneyimi “igeridekinin” bakis agisindan arastirmaya calismaktadir (Tanyas, 2014). Bu
calismada arastirmacilar fenomen olarak demokratik degerleri (esitlik, adalet, 6zgiirliik) tanimlamiglardir. Daha
sonrasinda derinlemesine miilakatlar yoluyla veriler toplanarak caligma grubundaki 6grencilerin demokratik
degerlere yonelik algilamalarinin 6ziinii tanimlayan biitiinciil bir betimleme ortaya koyulmaya caligilmistir
(Moustakas, 1994’ten akt., Creswell, 2013, s. 81).

Calisma Grubu

Aragtirmanin ¢alisma grubunu 2014-2015 6gretim yilinda Manisa ili merkez Yunusemre il¢esinde ikinci
yazarin sosyal bilgiler 6gretmeni olarak gorev yaptigi resmi bir ortaokuldan kolay ulagilabilir durum &rneklemesi
yoluyla secilmis 10 (6 erkek, 4 kiz) sekizinci sinif 6grencisi olusturmaktadir. Ortaokulun son basamaginda olmalari
ve soyut konularda yorum yapabilme becerilerinin daha gelismis olabilecegi varsayimindan hareketle sekizinci
siif 6grencileri arastirma kapsamina alinmistir. Fenomenolojik arastirmalarda ilgili fenomenin biitiinciil bir bakis
acistyla derinlemesine incelenmesi nedeniyle ¢alisma grubunun sayist az tutulmaktadir (Creswell, 2013; Patton,
2014). Analizin kisiden ziyade tecriibeye odaklanmasi, ilgili fenomenin deneyimleyenin bakis agisinin ¢ok ayrintili
bir bi¢imde irdelenmesini gerektirir. Bu sebepten 6tiirii 6rneklem ¢ok az ve miimkiin oldugu kadar homojen
olmalidir (Tanyas, 2014). Smith (2004’ten akt., Tanyas, 2014, s. 31) 6érneklemin kii¢iikliiglinii savunurken kisiye
dair ne kadar derinlemesine analiz yapilirsa insana dair ortakliga (dolayisiyla evrensele) o denli yaklasilabilecegini
savunmaktadir.

Veri Toplama Araglari ve Verilerin Toplanmasi

Fenomonoloji ¢aligmalarinda en temel veri toplama araci miilakatlardir. Olgulara yonelik deneyimleri ve 6zleri
derinlemesine anlayabilmek i¢in miilakatin ¢caligmacilara sundugu esneklik ve etkilesimden faydalanmak gerekir
(Yidirim ve Simsek, 2013). Bu sebeple Ogrencilerin demokratik deger algilarini belirlemek amaciyla
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aragtirmacilar tarafindan yari yapilandirilmis miilakat formu gelistirilmistir. Hazirlanan miilakat formu sosyal
bilgiler alanindaki {i¢ 6gretim {iyesine ve bir dil uzmanina inceletilerek gerekli diizeltmeler yapilmistir. Sorularin
anlasilirligi ve netligini samak i¢in galigma grubunda yer almayan bir 6grenciyle pilot uygulama yapilmistir. Bu
uygulamada formda yer alan sorularin genel itibariyle agik ve anlasilir oldugu, 6grencilerin deneyim ve bilgi
diizeylerine uygun oldugu ve miilakatin yaklasik 30-35 dakika arasi siirdiigii belirlenmistir. Pilot uygulama
sonucunda miilakat formundaki sorulara son sekli verilmistir. Miilakatlardan once okul idaresi ve veliler
bilgilendirilmis ve onaylari alinmistir. Calisma grubunda yer alan her bir 6grenciyle randevu alinarak ayri
zamanlarda goriigiilmiis ve goriismeler ses kaydina almmuistir.

Verilerin Analizi

Verileri analize hazir hale getirmek amaciyla ses kayitlar1 kelime islemci programina aktarilmistir. Miilakatlar
yoluyla elde edilen veriler fenomenolojik olarak analiz edilmistir. Fenomenolojik analiz, birey veya gruplarin bir
fenomene yonelik yasadigi deneyimlerin anlami, 6zii ve yapisini anlamayi ve daha net hale getirmeyi amaglar
(Patton, 2014, s. 482). Bu analiz tiirtindeki en temel amag, kisilerin etraflarinda olup biten olaylari nasil
degerlendirdiklerini anlamaktir (Smith, Flowers ve Larkin, 2009; Wade ve Tavris, 1990’dan akt., Ozdemir, 2010,
S. 334). Fenomenolojik analizin ilk asamasinda arastirmacilar kendi diisiince kaliplarini ve 6nyargilarini bir kenara
birakarak verileri oldugu gibi kabul eder. Bu duruma 6nyargilardan siyrilma denmektedir. Boylelikle katilimcilarin
ilgili fenomene yonelik deneyimleri ve 6znel bakis acilar1 okuyucular tarafindan daha net anlagilir (Creswell, 2013;
Patton, 2014). Ogrencilerin yorumlari defalarca okunarak birimlere ayrilmis ve fenomenolojik analize tabi
tutularak kodlanmistir. Kodlama yapilirken dgrenciler tarafindan sdylenen kavramlar kullanilmistir. Ogrencilerin
dile getirdikleri kavramlar kodlamada yetersiz kaldig1 durumlarda ilgili fenomeni en iyi sekilde karsilayacak
kodlar aragtirmacilar tarafindan kullanilmistir. Kodlardan benzer 6zellige sahip ve anlamca birbirine yakin olanlar
ayn1 kategoride degerlendirilmistir. Bir sonraki sathada bu kategoriler birbirleriyle karsilastirilip iliskilendirilerek
temalara ulagilmistir. Fenomenolojik analizde temalar katilimcmin fenomene yodnelik ortaya koydugu
deneyimlerinin arastirmacilar tarafindan yorumlanmasini igerir ve analizin ilk ¢ercevesini olusturur. Bu cergeve
baz alinarak sonraki veri setinin (6rn, ikinci katilimeinim goériismesinin) analizine gegilir. Analiz tamamlandiginda
biitiin katilhimcilarm ortak deneyimlerinin yansitildig1 esas tablo olusturulmustur (Tanyas, 2014, s. 31). Analizler
arastirmacilar tarafindan farkli zamanlarda yapilarak goriis birligi ve ayriligi olan durumlar tespit edilerek lizerinde
gerekli tartismalar yapilmistir. Miles ve Huberman (1994) tarafindan 6nerilen giivenirlik formiilii [p= Goriis birligi
/(Goriis birligi + goris ayriligi)] hesaplanarak % 95 sonucuna ulagilmistir. Calismanin inanilirhgini saglamak igin
ogrenci goriislerinden dogrudan alintilar yapilmistir. Arastirma etigi agisindan Ogrencilerin gergek isimleri
kullanilmamus, katilimcilara cinsiyetlerine gore (E1, E2, K1, K2) kodlar verilmistir.

Bulgular
Bu boliimde esitlik, adalet ve 6zgiirliikk degerlerine yonelik bulgular sirasiyla verilmistir.
Esitlik

Ogrencilerin esitlik degerine yonelik algilamalarini ortaya koymak amaciyla esitlik degerinin kendilerince ne
anlam ifade ettigini aciklamalar1 istenmistir. Ogrencilerin esitlik degeri algilamalari Diyagram 1’de
gorsellestirilmistir.

Diyagram 1’de goriilecegi iizere 6grencilerin esitlik algilar1 toplumsal, hukuksal, siyasi ve egitim olmak iizere
dort ana tema altinda toplanmistir. Toplumsal agidan insanlarmn esit olmasi gerektigini diisiinen 6grencilere gore
toplum igerisinde zengin ile fakir bireylerin ayni haklara sahip olmasi ve zenginlere torpil gecilmemesi; bununla
birlikte fakir insanlara ayrimeilik yapilmamasi gerektigi vurgulanmistir. K3 kodlu 6grencinin goriisleri bu algiyr
temsil eden drneklerden biridir:

“Ayrumcilik olmayan, iistiinlitk olmayan ve zengin-fakir diye ayurt edilmeyen bir toplum olmalidir.” (K3).

Ogrencilere gore toplumda uyum igerisinde yasamak icin biitiin insanlarmn hak ve dzgiirliikler acisindan esit
olmasi gerekmektedir. Toplumsal yasamin ahengi esitlik degerinin uygulanmasiyla saglanmaktadir. Aksi takdirde
insanlar arasinda kargasa ve boliinmeler olacaktir. Toplumsal uyumun bir diger sartt kadin-erkek esitligidir. Bir
kiz 6grenci bu hususu sdyle vurgulamistir:

“Aklima ilk olarak kadin-erkek esitligi geliyor. Bir kere kadinlar ve erkekler egit olmali, kadinlar bunu
yapamaz sunu yapamaz olmamalidr.” (K2).
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Yukaridaki alintidan kadinlarm da erkekler gibi ayn1 haklara sahip olmasi gerektigi ve erkeklerin yaptigi isleri
kadmlarm da yapabilecegi sonucu ¢ikmaktadir. Esitlik degerini hukuksal a¢idan yorumlayan 6grencilere gore
kanun 6niinde biitiin vatandaslarin esit olmasi ve ayn1 muamele gormesi gerekmektedir. Ogrenciler kanunlarmn
biitiin vatandaglara esit uygulanmadigi yoniinde goriis bildirerek bu durumun diizeltilmesi sonucunda esitligin
saglanabilecegini belirtmiglerdir. Siyasi agidan esitligin olmast gerektigi K1 kodlu &grenci tarafindan dile
getirilmistir. Bu 6grenciye gore siyasi yonden esitligin saglanmasi insanlarin kendilerini daha 6zgiir hissetmelerini
saglayacaktir. K1 kodlu &grenci egitim acisindan firsat esitliginin saglanmasina yonelik yorumlamalarda
bulunmustur.

Hak ve Ozgiirliiklerin
Zengin-Fakir Ayrimi s Eg;tlll(gll %53
(E1,E4,K3,K4) .E5,K1,K2

A

Toplumsal Uyum (E6) TOPLUMSAL Cinsiyet Esitligi
) (E4.K2)
A
ESITLIK DEGERI HUKUKSAL
Siyasal Esitlik (K2) Kanun Oniinde Esitlik
EGITIMSEL (E2,K4)

Esit Egitim (K1)

Diyagram 1. Esitlik Degerine Yonelik Ogrenci Algilari

Esitlik konusunda yukaridaki algi ve diisiincelere sahip olan katilimei grenciler tam ve mutlak bir esitligin de
pek muhtemel olmadigma yonelik bir farkindalik sergilemislerdir. Ogrencilerin hepsi tam anlamiyla esitligin
imkansiz oldugunu belirtmistir. Diyagram 2°de &grencilerin boyle diisiinmelerinin nedenleri gorsellestirilmistir.

Diyagram 2 incelendiginde insanlarin bencil ve ¢ikarct davranmalari yliziinden diinyada esitligin tam anlamuyla
uygulanamadig goriisii 6grencilerin blyiik bir kismi tarafindan dile getirilmistir. Ogrencilerin tamam esitligin
aslinda olmasi gerektigini; fakat insanlarm esit bi¢imde davranmadiklarin1 vurgulamislardir.

E6 kodlu 6grencinin goriisleri bu sekilde diisiinen 6grencileri temsil etmektedir:
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“Mesela su anda esitlik ilkesi var, ama Afrika dakiler hi¢ de esit goriinmiiyorlar. Biz su an iilkemizde yiyoruz
iciyoruz ama Afrika’dakiler bunu yapamiyor. Tiim insanlar esitse neden onlar esit degil, neden onlar bizim gibi
yasamyor? Esitlik ilkesi uygulanmiyor. Yapilsa esitlik miimkiindiir; ama yapumiyor.” (E6).

Farkli statiller ve fizyolojik farkliliklar kategorilerindeki oOgrenciler esitligin gerceklesmeme nedenini
insanlarin elinde olmayan faktérlere baglamiglardir. Béyle diisiinen 6grenciler igin esitsizligin sebepleri insanlarm
tutum ve davramislarindan kaynaklanmamaktadir. Bu kategorilerdeki ogrenciler insanlarin dogustan farkli
karakter, yapi, kisilik, beden ve ¢evreye sahip olduklarini ve bu nedenle tam anlamiyla esitligin olamayacagini
vurgulanuslardir. Ogrencilere giinliik hayatlarinda karsilastiklar: esitligi ihlal eden durumlara rnekler vermeleri
istenmistir. Ogrencilerin cevaplari Diyagram 3’te gorsellestirilmistir.

Farkl Statiiler
(E3, E5, K1)

Giicliiniin Zay1fi
Ezmesi (K4)

Fizyolojik Farkliliklar e AN EDL A 9 THIL DS Kaynaklarin Esitsiz
(E1) DAIUNALEU IDIDCDLIDI LR Kullammu (E2, E6)
CUNKU '

Firsat Esitsidigi (K3)

Zengin Olma
Hirs1 (E4)

Diyagram 2. Ogrencilerin Her Anlamda Esitligin Olmayacagma Yénelik Goriislerinin Nedenleri
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( Engellilere (K3) )
(Kadlnlara (K1, KZ))(— Ayrimcilik

Kiiresel Esitsizlik (E6)

Ebeveynlerin GUNLUK YASAMDA Ogretmenlerin
Davramslari ESITLIGIN IHLAL Davramslar:
(E5, E6, K2) EDILDiGi DURUMLAR (E4, E6)

Akran Zorbal1g1
(E1, E5, K4) Torpil (E3)

Diyagram 3. Ogrencilerin Tecriibelerine Gére Esitligin Thlal Edildigi Durumlar

Diyagram 3 incelendiginde 6grencilerin ailede, okulda, sokakta vb. yerlerde esitligin ihlal edildigi durumlarla
yiizlestikleri goriilmektedir. Aile icerisinde anne-babalarin otoriter tavrindan ve kararlarin alinisinda kendilerinin
goriglerine bagvurulmamasindan memnun olmayan 6grenciler bu durumdan sikdyet etmistir. Bir katilimci bu
durumu soyle agiklamaktadir:

“Aile icinde esitligi bozan durumlar oluyor. Onlar anne-baba diye her seyi séyleyebilir ve her seyi yapabilir
diye bir kanun yoktur. Anne-baba boyle algilyyor. Ben annenim daha saygili konus, onu yapma bunu yapma diyor.
Yiiziine bir sey dediginde ben annenim ya da ben babamm benle nasil béyle konusursun diyorlar. Bu durumlar
esitlik degildir. Cocuklar hicbir seyi soyleyemiyor, anne-babaya gelince her seyi diyebiliyorlar. Béyle bir durum
olmamalidir.” (K2).

Toplum hayatinda ise ise alimlarda kadinlara ve engellilere ayrimcilik yapildigi ve liyakatin gozetilmedigi
vurgulanmistir. Afrika’nin diger ilkeler tarafindan soémiiriildiigiinii belirten E6 kodlu 6grenci bu durumun
esitsizlige verilecek en giizel drnek oldugunu belirtmistir. Okul ortaminda esitligin ihlal edildigi durumlara &rnek
olarak fiziksel a¢idan daha gii¢lii olan 6grencilerin kiiciik 6grencilerin hakkini yedigi ve onlara baski yaptiklari
dile getirilmistir. Ogretmenlerin ve okul idaresinin ogrencilere yonelik tutum ve davranislarinda esit
davranmadiklart vurgulanan bir diger konudur. Kanun 6niinde esitlik ilkesinden 6grencilerin hangi anlamlar
¢ikardiklar1 Tablo 1’de verilmistir.

Tablo 1. Ogrencilerin Kanun Oniinde Esitlik ilkesi Algilamalari
Kanun oniinde esitlik olabilmesi icin;

Zengin ya da fakir olmasina (E3, E4, K1)

Siyasetci ya da yonetici olmasina (ES, E6, K2)

Insanlarin  Sosyal statiisiine (E1) Bakilmamalidir
Unlii ya da medyatik olmasina (E2)
Aralarindaki yas farkina (K4)
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Cinsiyetlerine (K1)

Tablo 1’de goriilecegi lizere Ogrenciler yasalarmn herkese esit uygulanmasi gerektigini vurgulamiglardir.
Giinliik hayatta kanun 6niinde esitlik ilkesini ihlal eden durumlardan drnekler vererek agiklamaya ¢aligmislardir.
Bu duruma 6rnek olarak E1 kodlu 6grencinin goriisleri asagida verilmistir:

“Mesela bir kisi beyin cerral olmus ama bir yanda da ¢opgii var. Bunlarin ikisi de kanun oniinde esit
olmalidir. Cerralun riitbesi yiiksek diye torpil olmamalidir.” (EL).

Ogrencilere iilkemiz sartlarinda kanunlarin herkese esit bir sekilde uygulanip uygulanmadigi sorularak
nedenleriyle birlikte agiklamalar1 istenmistir. Ogrencilerin bu duruma yoénelik goriisleri Tablo 2’de verilmistir.

Tablo 2. Ogrencilerin Kanunlarin Herkese Esit Uygulanip Uygulanmadigina Yonelik Gériisleri
Hi¢ uygulanmyor;

Siyasetgilere ve zenginlere ayricalik tanimiyor (ES, E6, K2, K3 K4)
Adalet dagitanlar tarafsiz davranmiyor (E4, ES, K2)

CUNKU

Tanidiklara torpil yapiliyor (E1, K3)
Unliilere ayricalik tanmiyor (E2)
Bazen uygulaniyor bazen uygulanmyor

Zenginlere ayricalikli davraniliyor (E3)

CUNKU

Kanunlar caydirict degildir (K4)

Tablo 2’de goriildiigii lizere 6grencilerin bilyiik bir kismi kanunlarin herkese esit uygulanmadig1 goriisiini
savunmaktadir. Ogrencilerin bdyle diisiinmelerinin altinda yatan sebeplere bakildiginda ayrimeilik ve torpile vurgu
yaptiklar1 goriilmektedir. Ogrenciler goriislerini agiklarken siklikla medyadan edindikleri giincel haberlerden
ornekler vermistir. Olmasi gereken standart durumlarin (kanunlarin herkese esit uygulanmasi) medyada ¢ok fazla
yer almadig1 g6z oniine alinirsa 6grencilerin zihninde olumsuz drneklerin yer almasi gayet dogal bir durumdur.
Ogrenciler miilakatlarda medyadan edindikleri olumsuz 6rneklere ¢ok fazla deginmistir. Boyle bir durumda
medyanin dgrencilerin esitlik algilarma etki ettigi ya da yonlendirdigi yorumu yapilabilir.

Ogrencilerin esitlik degerine yonelik algilamalarmnin bir diger bileseni olarak kadmn-erkek esitligine yonelik
goriislerini almak amaciyla onlara kadin-erkek esitliginin miimkiin olup olmadigi sorulmustur. Tablo 3’te
ogrencilerin kadin-erkek esitligi konusundaki goriisleri gosterilmistir.

Tablo 3. Ogrencilerin Kadin-Erkek Esitligine Yonelik Goriisleri
Miimkiindiir;

Kadmlar da her isi yapabilir. (E3, E6, K1, K3)

E Kadmlar da insandir ve erkeklerden bir farklar1 yoktur (E2, E4, E6, K3)
:8 Kadilara pozitif ayrimeilik yapilmalidir (E5)
Insanlarm &zgiir hareket etmesi cinsiyete bagli olmamalidir (K1)
o Miimkiin degildir;
% Erkekler ve kadinlarmn kisilik yapilar: farklidir (K2, K4)
:8 Erkekler daha giicliidiir ve her zaman kadin1 ezmek ister (E1)

Tablo 3 incelendiginde Ogrencilerin ¢ogunlugu kadin-erkek esitliginin miimkiin oldugu yoniinde goris
bildirdikleri goriilmektedir. Boyle diisiinen Ogrenciler kadinlarin erkeklerden herhangi bir farki olmadigi ve
erkeklerin yaptig1 her isi kadinlarin da yapabilecegini vurgulamiglardir. Asagidaki alint1 bu goriise bir 6rnektir:
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“Miimkiindiir hocam; ¢iinkii o da insan biz de insaniz sadece cinsiyetimiz farklidwr.” (E2).

ES5 kodlu 6grenci kadmlarla erkeklerin esit oldugunu, kadinlarin sadece yapilar itibariyle bedensel agidan
erkeklerden giigsiiz olduklarini belirtmistir. Bu durumun iistesinden gelmek icin kadnlara pozitif ayrimeilik
yapilmasi gerektigini vurgulamistir.

Kadmlar ve erkeklerin esit olmadigmi belirten &grencilerin goriisleri iki kategoride toplanmistir. Birinci
kategoride yer alan 6grenciler kadin-erkek esitliginin miimkiin olamama nedeni olarak her iki tarafindan fizyolojik,
psikolojik, karakter ve davranig agidan farkl yapilara sahip olmalarmi gostermislerdir. E1 kodlu 6grenci ise kadin-
erkek esitsizliginin nedeni olarak erkeklerin fiziksel gii¢lerini kullanarak kadinlardan daha iistiin gelme hirslarimi
gostermigstir. E1 kodlu 6grencinin goriigleri agagidaki alintida verilmistir:

“Miimkiin degildir; ¢iinkii kadin erkek esitligi olamaz erkek daha gii¢liidiir. Esit olmaya ¢alissalar bile erkek
daima tstiinliik kurmak ister, ¢tinkii erkekte yle bir duygu vardwr. Kadini ezer. Erkekler kadinlart yonetmek ve
hakim olmak ister o yiizden kadimi ezerler. O nedenle esit olamaz. Esitlik ¢cok nadir goviiliir. Ozellikle bizim
tilkemizde kadin-erkek esitligi fazla goriilmiiyor pek nadir oluyor.” (E1).

Yukaridaki alintidan E1 kodlu 6grencinin esitlik degerini sadece fiziksel gii¢ agisindan yorumladigi sonucu
¢ikarilabilir. Kadin-erkek esitligi ikileminin baglama gore degisebilecegini belirtmesi agisindan K1 kodlu
ogrencilerin goriisleri asagida verilmistir:

“Bazi konularda erkeklerin bazi konularda da kadinlarin iistiin yanlar: olabilir;, ama bir¢ok isi kadin erkek
fark etmeksizin herkes yapabilir. Bazi konularda esitligi saglayamayiz. Kadinlarin yapamayacagi bazi agir isler
var o konularda tabi ki esitligi saglayamayiz; ama insanlarin ozgiir hareket edebilmesi cinsiyete bagh
olmamalidir.” (K2).

Yukaridaki alimtidan K1 kodlu grencinin herkesin esit haklara sahip oldugunu, kadinlarla erkeklerin dogustan
farkli yapilara sahip olduklarini ve bu durumun gayet dogal karsilanmasi gerektigini kavradigi yorumu yapilabilir.

Ogrencilerin esitlik degerine yonelik algilamalarmi derinlemesine irdelemek ve esitlik ile adalet degerleri
arasindaki ince ayrimi kavrayip kavramadiklarini ortaya koymak i¢in onlara “Herhangi bir iilkede ¢alisan biitiin
insanlarin hepsinin ayni maagi aldigim diigtiniin. Bu iilkede esitlik ilkesinin uygulanmasi hakkindaki diisiinceniz
ne olurdu?” sorusu yoneltilmistir. Ogrencilerin tamami bdyle bir duruma kars1 ¢ikarak adalet degerine vurgu
yapmiglar ve bdyle bir uygulamanin esitlik olamayacagmi belirtmislerdir. Ogrencilerin gériislerini daha iyi
yansitmasi agisindan asagida dogrudan alintilar verilmistir:

“Kesinlikle egitlik ilkesine aykiri bir seydir. Bir memur gengligini harcamis ders ¢alismis, digerleri ise
gengligini yasamuis ve gelecege bakmayip gelecegini karartmus. Asla bu ikisi ayni maast almamalidwr.” (K1).

“Bir yanda ¢ok ¢alisan var diger yanda az ¢alisan var. Calisan var, emegini hak eden var, diger yanda hak
etmeyen var. Adam okumus gelmis, diger adam hi¢bir sey yapmamis. Ayni maasi almalart esitlik degildir.” (K3).

Yukaridaki alintilardan esitlik degerinin sozliik anlamindan ziyade daha farkli anlamlar ifade ettiginin
ogrenciler tarafindan anlasildigi yorumu yapilabilir. Yukaridaki soruda belirtilen iilkede yasamak isteyip
istemedikleri soruldugunda &grencilerin tamamu esitlik ilkesine aykiri oldugu gerekgesiyle hayir cevabini
vermislerdir. Yukaridaki 6rnek soruya verilen cevaplardan; niceliksel agidan benzer olmanin esitlik degerini tam
anlamiyla karsilamadigi ve esitlik degerinin zamana, mekana ve kisilere gore degistigi gercegini dgrencilerin
kavradig1 s6ylenebilir.

Esitligin zamana ve mekana gore farkli uygulamalarinin olabilecegini belirten 6grencilere “Benim oyum ile
dagdaki ¢obanin oyu ayni sayilamaz” 6rnegi verilerek bu konudaki diisiinceleri sorulmustur. Bir 6nceki 6rnekte
esitligin baglama gore farkli sekilde uygulanmasi gerektigini belirten 6grenciler; bu drnekte ise tamamen niceliksel
acidan esitligin olmasi gerektigini belirtmislerdir. Ogrencilere gére oy verme islemi (siyasal anlamda esitlik)
herkes i¢in hi¢bir kosul aranmadan yerine getirilmelidir. Yukaridaki 6rneklerden 6grencilerin esitlik degerine
yonelik algilamalarinin baglama gore farklilastig1 sonucu ¢ikarilabilir.

Adalet

Ogrencilerin adalet degerine yonelik algilamalarini ortaya koymak amaciyla adalet degerinin kendileri igin
hangi anlamlara geldigini agiklamalar1 istenmistir. Ogrencilerin adalet degerine yonelik algilamalar1 Diyagram
4’te gorsellestirilmistir.
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Gercege Uygun
Davranma (E2)

Hakkaniyetli Davranma
(E1, K1, K3, K4)

Esit Davranma (K1)

OGRENCILERIN
ADALET ALGISI

Ozgiirligiin
Kisitlanmamas: (K1)

Kanun Oniinde Esitlik Adil Yargilanma
(E2, K4) (E4, E6)

Diyagram 4. Ogrencilerin Adalet Degeri Algilamalar1

Diyagram 4 incelendiginde Ogrencilerin adalet degeri algilamalarinin {i¢ ana tema altinda sekillendigi
goriilmektedir. Hakkaniyetli davranmak kategorisinde yer alan &grenciler adalet degerini hak yememe agisindan
aciklamiglardir. Bu yoniiyle de adalet degerinin esitlik degerinden ayrilan yonlerini kavradiklar1 goriilmiistiir. Bu
kategoride yer alan E1 kodlu 6grencinin goriisleri su sekildedir:

“Herkese hak ettigini vermektir. Mesela bir insan ¢alistyorsa ben ¢calismiyorsam o daha yiiksek yerlerde bense
daha asagida olmam gerekir. Sinavlarda ¢alisan dgrencinin daha iyi; ¢alismayanin ise daha az not olmasi lazim.
Hocalarn sozlii notu verirken ¢alismayan kisiye sozliide diisiik verirler, ¢iinkii adaletli olmalart gerekir.” (E1).

Yukaridaki alintidan E1 kodlu 6grencinin adalet degerinin esitlik degerinden farkli anlamlara geldigini
kavradigi yorumu yapilabilir. Ogrenciler adalet deerini aciklarken mahkemeler, kanunlar, hakimler Vb.
konularina sik¢a deginmistir. Bu durum adalet degerinin 6grencilerin zihninde mahkemeleri, hakimleri, kanunlari
vb. kavramlar1 cagristirmasiyla agiklanabilir. Kanun oOniinde esitlik ilkesi ve insanlara esit davranma
kategorilerinde 6grenciler adalet degerini esitlik temelinde yorumlamislardir. Boyle diisiinen 6grenciler igin esitlik
adaletin bir 6nkosuludur. Bu kategorilerde yer alan 6grencilerle yapilan miilakatlardan; 6grencilerin adalet ile
esitligin farkli kavramlar oldugunun bilincinde olduklari; fakat adalet degerini agiklarken siklikla esitlik degerine
atif yaptiklar1 gézlenmistir. K1 kodlu 6grenci adalet degerini tanimlarken 6zgiirliik degerine deginerek adaletin
saglanabilmesi i¢in kendi 6zgiirliigiiniin kisitlanmamasimnin gerektigini belirtmistir.

Ogrencilerin adalet degeri algilamalarmi daha ayrintili bir sekilde incelemek icin adaletin olmadig1 bir toplum,
kurum veya iilkede ne gibi sikintilar yasanacagma yonelik goriis belirtmeleri istenmistir. Ogrencilerin biiyiik bir
kismi (N: 7) adalet olmazsa iilkede kargasa, ¢atisma, kan davalar1 ve isyanin ¢ikacagmni belirtmislerdir. Boyle bir
iilkede su¢ isleme oranlarmin artacagi (K1), insanlarin mutsuz olacaklar1 (E1), giicliilerin zayiflar1 ezecegi (El,
E4) ve toplumsal uyumun bozulmasiyla (K3) birlikte i¢ savasin cikacagir (E2, E3) oOgrenciler tarafindan
vurgulanmistir. Yukarida siralanan durumlar 6grencilerin goziinden adaletin bir toplumda hangi islevleri
gordiigiinii ortaya koymasi agisindan énemlidir.

Ogrencilere bir toplumda adaletin saglanabilmesi icin neler yapilmasi gerektigi soruldugunda 6grencilerin bir
kismi (E1, E3, E4, E6, K1, K4) devletin adil davranmasi gerektigine yonelik goriis belirtirken; diger 6grenciler ise
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adaletin olabilmesi i¢in ilk once bireylerin giinliik hayatlarinda adil davranmalar1 gerektigini belirtmiglerdir.
Asagida her iki farkli goriisii temsilen birer alint1 verilmistir:

“Devlet adaletli olmak zorundadir. Devlet adaletli olursa toplumda diizen olur. Boylece kargasa ¢tkmaz herkes
hakkani bilir.” (E4).

“Birey adaletli olursa toplum da devlet de adaletli olur. Insanin kendi vicdaminda adaletli olmast lazimdur.”

(E5).

Yukaridaki goriislerin yani sira 6grenciler toplumsal diizenin saglanmasinda devletin ve bireylerin ayn1 anda
adil davranmalarmin gerekliligine yonelik goriisler de belirtmislerdir. Temel ayrim, adaletin saglanabilmesi igin
kimlerin neler yapmasi gerektigi konusunda 6grencilerin farkli diisiince ve dnerilere sahip olmasidir. Ogrencilere
giinliik hayatlarinda adil olup olmadiklar1 ve adil davranma konusunda ne gibi seylere dikkat ettigi sorusu
yoneltilmistir. Ogrenciler bazi zamanlarda adaletsiz davrandiklarini; bununla birlikte genellikle adil davranmaya
6zen gosterdiklerini dile getirmislerdir. Ogrenciler giinliik hayatta adil davranabilmek icin haksizlik yapmamaya
(N: 9), esit ve tarafsiz davranmaya (E1, E2, K2), ayrimcilik yapmamaya (E3, K3), paylasimci olmaya (ES),
insanlar1 oldugu gibi kabul ederek (K1) bencil olmamaya (K2) 6zen gosterdiklerini belirtmislerdir. Yukaridaki
goriigleri temsilen K1 kodlu dgrencinin ifadeleri asagida verilmistir:

“Giinliik hayatimda adaletli oldugumu diigiiniiyorum. Insanlarin diline veya wkina gore karar vermiyorum.
Genelde kendime yakin hissettigim kisiyi onun dis goriiniigtine bakmadan kisiligine bakarak arkadaglik ediyorum.
Swifimda veya ¢evremde birgok kisi goriiyorum insanlart diglayip hak yiyorlar. Kimse kusursuz degildir, o
dislayanlarin da kusuru vardwr.” (K1).

Ogrencilerin giinliik hayatta adil olup olmadiklarin1 daha iyi analiz edebilmek amactyla “Haber biiltenlerinde
¢ok sik sekilde yer alan hallin suglular: ling etme ve kendi adaletini kendi saglama girisimleri hakkinda ne
diistiniiyorsunuz? Sizce bu insanlar neden bdyle bir davramista bulunma gervegi hissetmislerdir?” sorular
yoneltilerek bu konu hakkindaki goriisleri almmistir. Ogrencilerin tamanu halkin bu sekilde davranmasmin
sorumlusu olarak devletin suglulara gereken cezayr vermemelerini gostermistir. Ogrenciler devletin verdigi
cezalarin toplum vicdanini rahatlatmasi gerektigini belirtmislerdir. Bu goriisleri temsilen ES kodlu 6grencinin
goriisleri asagida verilmistir:

“Halk mahkemelerin dogru diizgiin ceza vermedigini diisiiniiyor. Mesela birisi haksizlik yapryor. Elini kolunu
sallaya sallaya ¢ikiyor. Bu nedenle halk bu tiir olaylara tepki vermek icin kendi adaletini kendi vermek istiyor.”
(E5).

Ogrencilere “Aym durumda siz olsamz siz de lin¢ girisiminde bulunur musunuz? Nigin?” sOrusu
yoneltildiginde 6grencilerin bir kismi (E1, E4, E5, K3) evet cevabini vermistir. Asagida bu 6grencilerden 6rnek
almtilar verilmistir:

“Mesela benim kardesimi birisi dovse ben de gidip onu déverim bir baskasina soylemem ben gidip kendi
adaletimi uygularim. Bu da yanlis bir sey ama uygularim yani.” (E1).

“Evet. Benim akrabamdan birine zarar gelsin ¢ok sinirlenirim. Bu ¢ok kétii bir seydir. Once mahkemenin
verdigi karara bakarim eger o karar ise yaramazsa kendi adaletimi kendim saglarim.” (K3).

Yukaridaki alintilardan &grencilerin adalet degerini kendi ¢ikarlarma gore yorumladiklart goriilmektedir.
Ogrencilerin kendi adaletlerini saglama niyetlerinin olmasi mahkemelerin verdigi cezalar1 az bulmalari ve bu
kararlara giivenmedikleri anlamina gelmektedir. Diger 6grenciler ise adalet degerinin niteliklerini belirterek
devletin adaletine giivendiklerini, devletin suglu kisilere hak ettikleri cezay1 zaten verdigini ve hakliyken haksiz
duruma diismemek igin mahkemelerin verdigi kararlara saygi duyduklarini dile getirmislerdir. Iki farkli goriise
sahip olan 6grenci gruplarinin ayrildigi temel nokta su sekilde ozetlenebilir. Kendi adaletini kendi saglamak
isteyen 0grenci grubu adaleti siibjektif bir sekilde yorumlamaya meyillidir. Bu sekilde diisiinen 6grencilere gore
herkesin adalet algis1 farklilagmaktadir. Farkli adalet anlayisina istinaden bireylerin ¢ikarlar1 dogrultusunda kendi
adaletlerini saglama girisiminde bulunmalar1 sonucunda toplumun nasil bir hal alacagi sorusu bu gruptaki
ogrencilere soruldugunda; 6grenciler boyle bir toplumda kargasa ve c¢atismalarin yasanacagi cevabini vererek
kendileriyle celismislerdir. Aslinda bu grupta yer alan 6grenciler adaletin olmadigi bir toplumda yasanacak
sorunlarin farkindadir. Buradaki asil sorun ise kendilerini etkileyen olumsuz bir durum oldugunu diisiindiiklerinde
(adaletsizlige ugradiklarinda) olmasi gereken bir sekilde (devletin adaletine giivenmek) davranmamalaridir.
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Ogrencilere adalet ile esitlik ayn1 midir sorusu sorularak adalet ile esitligi kargilastirmalari ve adalet ile esitligin
farkli yonlerini vurgulamalari amaglanmustir. Ogrencilerin tamami adalet ile esitligin birbirinden farkli anlamlar
tasidiklarini belirtmislerdir. Asagida bu duruma 6rnek alintilar verilmistir:

“Esit olursan herkese aym davranman gerekir. Adil olursan da herkese hakkini vermek gerekir.” (E6).

“Mesela dgretmenlerden érnek verelim bir 6gretmen mesela 10 sene okumus yiikselmig ilmi daha fazla ama
bagka bir 6gretmen de 4 sene okuyup ogretmen olmus ikisi de aymi parayt alyyor. Bu bir esitliktir ama adalet
degildir. Kendini gelistiren dgretmene haksizltk yapiliyor.” (E1).

Yukaridaki alintilardan 6grencilerin adalet ile esitlik ayrimini ¢ok rahat bir sekilde yapabildikleri yorumu
cikarilabilir. E2 kodlu 6grenci ise adalet ile esitligin ayn1 seyler olmadigini sylemesine ragmen adalet kavramini
esitlikle karigtirmistir. Asagida E2 kodlu 6grencinin gériislerinden bir boliim verilmistir:

“Normal bir insana asgari iicret 1300 lira veriyorlar 6gretmene ise daha ¢ok veriyorlar bu biraz adaletsizliktir.
Buradaki bir iiriin 10 liraysa Istanbul’da 20 lira bence her yerdeki iiriinlerin fiyatlar: esit olmalidir.” (E2).

Yukaridaki alintidan 6grencinin adalet ile esitlik degerini birbirine karistirdigi ve adalet degerini agiklarken
esitlik degerinin niteliklerinden bahsettigi goriillmektedir.

Ozgiirliik

Ogrencilerin dzgiirliik degerine yonelik goriis ve algilar1 Diyagram 5°te gorsellestirilmistir.

Diyagram 5’te goriilecegi lizere &grencilerin 6zgiirliik algilamalart 6zerklik kategorisinde daha fazla
yogunlagmustir. Bu kategori altinda 6grenciler 6zgiirliik degerini her istedigini yapabilmek olarak algilamislardir.
Ebeveynlerin veya baska kisilerin, davranislarini kisitlamasindan dem vuran &grenciler kendi hayatlari iizerinde

smirlamalarin kalkmasmi 6zgiirlik degeriyle dzdeslestirmistir. Ozerklik kategorisi altinda yer alan gbriisleri
temsilen E4 kodlu 6grencinin goriisleri asagida verilmistir:

“Istedigini yapabilmek, ozgiirce dolasabilmek, suradan suraya gittin mi kimsenin karismamasi aklima geliyor.
Kimsenin sana ne yapman gerektigini soylememesi insanlarin kendi diisiinceleriyle hareket etmesidir.” (E4).
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Kisisel Simirlamalarin
Olmamasi
(E1, E4, K2, K4)

istenilen Her Seyi
Yapabilme
(E3, E4, E5, E6, K4)

" OQRElf{ctLElgm .
0ZGURLUK DEGERI
ALGILAMALARI

Sorumluluklarin
Olmamas1 (E1)

Temel insan Haklar
(E2, E5, K1, K3)

Toplumsal Kurallarin
Olmamas:1 (E1)

Diyagram 5. Ogrencilerin Ozgiirliik Degeri Algilamalari

Ozgiirliik degerini temel insan haklar1 baglaminda yorumlayan &grencilere gore dzgiirliik; yasama, beslenme,
barmma, egitim hakki gibi temel insan haklarinin kisitlanmamasidir. Bu kategoride yer alan 6grenciler 6zgiirliik
degerini bireysel agidan yorumlamaktan ziyade 6zgiirliigiin toplumsal yoniine vurgu yapmislardir.

E1 kodlu 6grencinin 6zgiirliik algis1 diger 6grencilerden farklilagsmaktadir. Bu 6grenciye gore 6zgiirliik hicbir
sinirlama olmadan her istedigini yapabilmektedir. Asagida E1 kodlu grencinin goriislerinden dogrudan alintilar
verilmistir:

“Benim i¢in ozgiirliik kuslardir. Rahat¢a ozgiirce highbir sey olmadan uguyorlar. Tek dertleri yemek, ugmak ve
dolagmak. Bagska bir dertleri yok. Baskalarimin etkisi ve baskisi altinda olmadan rahat¢a dolasabilmek kurallar
olmadan simirlar olmadan dolasabilmek. Mesela benim zgiir olabilmem igin ugmam lazim.” (E1).

Yukaridaki alintidan E1 kodlu 6grencinin 6zgiirliigii kendi iizerine diisen sorumluluklari yerine getirmemekle
ozdes tuttugu goriilmektedir. Kuslar gibi u¢abilmek benzetmesiyle de 6zgiir olabilmek i¢in toplumun ve kurallarin
olmamasi gerektigini belirtmektedir. Toplum igerisinde kurallara uyup sorumluluklarini yerine getiren bireylerin
de kendini 6zgiir hissedebilecegi gercegi E1 kodlu 6grenci i¢in anlam ifade etmemektedir. Bu 6grenciye “Su anki
yasantinda ozgiir olduguna inaniyor musun?” diye soruldugunda su sekilde cevap vermistir:

“Inanmiyorum. Su anda ézgiir degilim belli bir simr var. Sorumluluklarim var. Mesela ben istedigim zaman
birakip gidemem. Benim ogrenci olarak ders ¢alisma sorumlulugum var. Ozgiir olmak demek bagkasinin emri
altinda olmadan, kanunlar olmadan yagamak isterim; ama miimkiin degil.” (EL).

Yukaridaki alintidan 6grencinin 6zgiir olmay1 kanunlara uymamak ve sorumluluklarini yerine getirmemekle
bir tuttugu goriilmektedir. Yukaridaki soru diger 6grencilere de yoneltilmis ve 6grencilerin algilamalarma gore
Ozgiir olma/hissetme fenomenini olusturan biligsel yapilar Diyagram 6’da gorsellestirilmistir.
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18 Yasindan
Biiyiik Olmak
(N:2)

Temel insan
Haklarina Sahip
Olmak (N:1)

Kendi Evinde
Yasamak (N:2)

Kendi Param
Kazanmak (N:1)

E2

E4

Hobilerin

Kisitlanmamasi
(N: 4)

Ailenin
Karismamasi
(N: 5)

Sorumluluklarin
Olmamasi (N: 1)

Kurallara
Uymamak (N:1)

Kanunlarin
Olmamasi (N: 1)

Gezmeye Gitmek
(N: 5)

Diyagram 6. Ogrencilerin Algilarina Gére Ozgiir Olabilmenin Kistaslart

Diyagram 6 incelendiginde 6grencilerin 6zgiirliik degerini daha ¢ok ebeveynleriyle olan iliskileri baglaminda
algiladiklar1 goriilmektedir. E2 kodlu 6grenci kendisini 6zgiir hissettigini ¢linkii yagama, barinma, egitim gibi
temel insan haklarina sahip oldugunu dile getirmistir. E3 kodlu 6grenci ailesinin arada sirada kendisini kisitladigimi
belirtmis; buna ragmen yine de 6zgiir olduguna inandigmni sdylemistir. E3 kodlu 6grenci igin 6zgiir olabilmenin
6n kosulu ailesinin ona karismamasi olarak nitelendirilebilir. E5 kodlu 6grenci de benzer sekilde ailesinin kendisini
kisitlamasini bir tehdit olarak algilamadigini belirtmis ve 6zgiir olduguna inandigini dile getirmistir. E6 kodlu
ogrenci ise kendisini 6zgiir hissetmedigini belirtmis; bu durumun sebebi olarak ailesinin davranislarini ve
hobilerini ¢ok fazla kisitlamasini gostermistir. K1 kodlu 6grenci 6zgiir oldugunu hissetmesine ragmen bazi
konularda 6zgiir olmadigini belirtmistir. Bu durumun nedeni olarak ailesine bazi konular1 danigmasini gostermistir.
K1 kodlu 6grencinin 6zgiirliik algisina gore bazi konulari aileye danigmak 6zgiirliigiin kisitlanmasi anlamina
gelmektedir. K2 kodlu 6grenci 6zgiir olmadigini belirtmistir. Bu durumun nedenleri arasinda 18 yasindan kiigiik
olmasi, ailesiyle birlikte yasamasi, kendisine ait bir evinin olmamasi ve seyahat Ozglirliiglinin olmamasini
gostermistir. K3 kodlu 6grenci kendisini 6zgiir hissettigini belirterek 6zgiirliigiiniin kisitlandigi durumlara 6rnek
olarak ailesinin bazi1 zamanlarda baskici davranip gezmeye gitmesine izin vermemelerini gostermistir. K4 kodlu
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ogrenci kendisini Ozgiir hissettigini belirtmis ve &zgiirliigiiniin kisitlandigr durumlara 6rnek olarak ailesinin
gezmeye gitmesine izin vermemelerini gostermistir.

Ogrencilere “Hayatinizda simrsiz ézgiirliik olmasin ister misiniz? ” sorusu yoneltilerek 6grencilerin 6zgiirliik
degeri algilamalarin1 daha ayrimtili bir sekilde ¢oziimleyebilmek amaglanmistir. E1 kodlu 6grenci sinirsiz
Ozgiirliigh isteyecegini, bu sayede istedigi her seyi yapabilecegini, istedigi kadar harcama yapabilecegini ve
limitsizce yasayabilecegini belirtmistir. E2 kodlu 6grenci ise sinirsiz 6zgiir olmayi tercih etmedigini belirtmistir.
Bu durumun nedenini “Hep ozgiir olursam sug islerim ve kimse bana bir sey yapamaz” diyerek agiklamustir.
Insanlarm toplumsal kurallara uyup baskalarina zarar vermeden istedikleri her seyi yapabilmeleri ve kendilerini
Ozgiir hissedebilmeleri olgusu E2 kodlu 6grenci tarafindan kabul gérmemistir. Bu 6grenci sinirsiz 6zgiirliigii sug
islemek ve hi¢ kimsenin kendisine bir sey yapamamasi seklinde algilamistir. E3 kodlu 6grenci simirsiz bir
ozgiirliige sahip olmay1 isteyecegini ve sahip oldugu bu yetkiyi lilkede adaleti yaymak ve kétiilere cezalarini
vermek amaciyla kullanacagini belirtmistir. E4 kodlu 6grenci sug islemedigi takdirde sinirsiz 6zgiirliigii kabul
edecegini; ¢iinkil her istediginin olacagini ve bu sayede mutlu olacagini belirtmistir. E5 kodlu &grenci smirsiz
0zgiir olmayi tercih etmedigini su sekilde belirtmistir:

“Istemezdim. Istedigini oldiir istedigini kes, dzgiirliik bir yerde simirlidir. Digerinin ozgiirliigiinii kisitladigin
an senin ozgiirliigiin biter.” (ED).

Yukaridaki alintidan 6grencinin sinirsiz 6zgiirliigii diger insanlara zarar vermekle bir tuttugu ve bu nedenle
istemedigi goriilmiistiir. Ogrenci her ne kadar bagka insanlarm &zgiirliigiiniin kisitlanmamasi gerektiginin
bilincinde olsa da sinirsiz 6zgiirlilkten diger insanlara zarar verme anlamini ¢ikarmasi ilging ve diisiindiiriiciidiir.
E6 kodlu 6grenci sinirsiz 6zgiirliigii isteyecegini ve bu sayede her istedigini yapip her yeri gezecegini belirtmistir.
Bu etkinlikleri yaparken diger insanlarin zarar gormemelerine dikkat edecegini vurgulamstir. K1 kodlu 6grencinin
siursiz ozglirliigl istememe nedeni su sekildedir:

“Istemezdim herhdlde. Bu sefer her istedigim oldugu zaman hayatin da bir anlami olmazdi. Benim yammda
olan bir ailem var ailemle birlikte karar vermeliyim. Sadece kendimi diigiindiigiim zaman ileriyi degil de o am
yagamis olurum.” (K21).

Yukaridaki alintida goriilecegi {izere 6grenci sinirsiz 6zgiirliigii her istediginin olmasi ve bencil hareket etmeyle
ozdeslestirmistir. Boyle bir durumda hayatin anlaminin yok olacagini sdylemesi de sinirsiz 6zgiirliigli yasamanin
gelecege yonelik ideallerinden vazgegmesine neden olacagmi diisiinmesinden kaynaklaniyor olabilir. K2 kodlu
ogrenci ise bagkalarmin ozgiirliigiinii bilerek veya yanlislikla bile olsa engelleyebilecegini ve onlara zarar
vermekten cekinecegini belirterek sinirsiz 6zgiir olmak istemedigini beyan etmistir. K3 kodlu 6grenci ise
baskalarina zarar vermemek kosuluyla sinirsiz 6zgiir olmak isteyecegini dile getirmistir. K4 kodlu 6grencinin
siirsiz ozgiirliik ile ilgili goriisleri su sekildedir:

“Istemezdim. Her seyin bir sirast var. Sirayla gitmek isterdim. Sorumluluklarim da var. Annem babamin benim
tizerimde haklart var. Cok ozgiir olursak geceleri basimiza bir sey gelir. Annem babamin dediklerini yapmak
gerek.” (K4).

Yukaridaki alintidan 6grencinin smirsiz 6zgiirligii gece disariya ¢ikmak seklinde algiladigi goriilmektedir.
Sorumluluklarmin olmasi ve anne-babasinin 6giitlerini yerine getirmek istemesi, simirsiz dzgirliigii yasamanin
oniinde bir engel olarak gérmiistiir.

Ogrencilerin sinirsiz 6zgiirliik ile ilgili algilamalarinm genel bir degerlendirmesi yapildiginda; 6grencilerin
sinirsiz Ozgiirlik kavramint sug islemek, diger insanlara zarar vermek vb. olumsuz davranig Oriintiileriyle
ozdeslestirdikleri gériilmektedir. Toplumsal bir varlik olan ve ondan ayr1 yagamasi diisiiniilemeyen bireylerin diger
insanlara zarar vermeden kurallara uyarak ve iizerine diisen sorumluluklari yerine getirerek kendilerini 6zgiir
hissedip her istediklerini yapabilecegine yonelik diisiinceler dgrenciler tarafindan benimsenmemistir. Ogrenciler
“her istedigini yapabilme” fenomeninin hep olumsuz yoniine dikkat ¢ekmislerdir. Onlara gore her istedigini
yapabilmek; yasalari delmekle, toplum diizenine karst ¢ikmakla veya bagka insanlara zarar vermekle esdegerdir.
Halbuki bu tiir olumsuz faaliyetlerin olmadig1 bir 6zgiirlik tasavvurunun Ogrenciler tarafindan diislenmesi
toplumsal barisin ve birlikte yasama arzusunun gelecegin biiyiikleri olan genglerin dimaglarinda yer etmesi
agisindan 6nemlidir.
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Ogrencilere “Ozgiir olmak icin bir insan neler yapmalidir? ” sorusu yoneltilerek ozgiirligin elde edilebilmesi
icin ne gibi sartlarin gerekli olduguna yonelik algilamalar1 ortaya konulmaya ¢alisilmistir. Ogrencilerin goriislerine
gore 6zgiir olabilmenin kosullar1 Tablo 4’te verilmistir.

Tablo 4. Ogrencilere Gore Ozgiir Olabilmenin Kosullar

Kavramlar Katihimcilar
Sorumluluklari yerine getirmek E3, K2, K4
Toplumla uyumlu olmak ve yasalara uymak El, E2, E6

Diger insanlarin 6zgiirliigiine karsi hosgoriilii olmak E5, K1
Temel insan haklar1 i¢in miicadele etmek K3

Zengin olmak E4

Tablo 4 incelendiginde Ogrencilerin 06zgiir olabilmekle ilgili algilarinin farklilagtigi goriilmektedir.
“Sorumluluklarmi yerine getirmek” kategorisinde yer alan 6grencilerin 6zgiir olabilmeyi 6diil-ceza sistemi gibi
algiladiklar goriilmiistiir. Bu duruma K2 kodlu 6grencinin goriisleri drnek gosterilebilir:

“Ilk olarak kendi sorumluluklarim yerine getirmeli ki dzgiirliigiinii elde edebilsin.” (K2).

Yukaridaki alintidan 6grencinin 6zgiirliik degerini dogustan elde edilen bir hak olarak algilamadig1 yorumu
yapilabilir. Bu kategoride yer alan &grencilere gore belirli bir emek gostermeyen (6r. sorumluluklarini yerine
getirmeyen) kisilerin 6zgiir olmaya haklar1 yoktur. Toplumla uyumlu olmak kategorisinde yer alan &grencilere
gore bireylerin 6zgiir olabilmeleri toplumla uyumlu olmalarina, kanunlara riayet etmelerine, diger insanlarla iyi
gecinmelerine ve birlik-beraberlik iginde yasamalarma baglidir. ES ve K1 kodlu &grenciler 6zgiir olabilmek igin
bireyin diger insanlarin 6zgiirliigline saygi duymalarinin gerektigine dikkat ¢ekmiglerdir. Toplumdaki her birey
digerlerinin 6zgiirligiine karsi hosgorilii yaklasirsa toplumun tamaminin 6zgiir olacag vurgulanmistir. K3 kodlu
ogrenci ise Ozglir olabilmek icin temel hak ve Ozgiirliiklerin savunulmasini belirtmistir. Toplum igerisinde
ozgiirliigiin kisitlandigr durumlarin 6niine gegebilmek icin bireylerin hak ve 6zgiirliiklerinin takipgisi olmasi
gerektigine vurgu yapmistir. E4 kodlu 6grenci ise 6zgiirliigii zenginlikle 6zdeslestirerek zenginlerin 6zgiirce gezip
dolastiklarmi; fakat bunu fakir insanlarin yapamadigini belirtmistir. Bu bulgular, bireylerin 6zgiirligiiniin maddi
imkanlara bagl olmadigi, 6zgiir olabilmenin dogustan gelen bir hak oldugu ve maddi durumuna bakmaksizin
vatandaslarinin kendini 6zgiir hissedebilecegi bir ortami1 devletin yaratmasi gerektigi gergeginin dgrencilerimize
kiiciik yaslardan itibaren 6gretilmesi gerektigi gercegini gozler oniine sermektedir.

Ozgiirliik degerinin dogustan kazanilan bir hak oldugunu &grencilerin kavraylp kavramadiklarini ortaya
koymak amaciyla onlara “Size gére bir toplumda biitiin bireylerin ozgiir olmast miimkiin miidiir?” sorusu
yoneltilmistir. E1 kodlu 6grenciye gore toplumdaki biitiin insanlarin 6zgiir olmast miimkiin degildir. Asagida bu
konudaki goriislerinden dogrudan alintilar verilmistir:

“Degildir. Bence bir toplumda hi¢ kimse tamamen bagimsiz olmamalidir. Ozgiir olmak demek istedigini
yapmak demektir. Insanlar her istedigini yapmamalidir. Herkes istedigini yapabilseydi ya da hak, hukuk ve kural
olmasaydi mesela ¢ok fazla tacizci var bunlar her istedigini yapardi hi¢bir giivencemiz olmazdi.” (E1).

Yukaridaki alintidan E1 kodlu &grencinin 6zgiir olmayr “her istedigini yapmak” ile o6zdeslestirdigi
goriilmektedir. Her istedigini yapmak kavramindan hukuka ve kurallara uymamayi ve diger insanlarin hakkina
engel olmayr anlamaktadir. E2 kodlu 6grenci biitiin insanlarin 6zgiir olabilmesinin miimkiin olamayacagini
belirterek 6zgiirligiin bir siirinin olmasini gerekge gostermistir. ES kodlu 6grencinin toplumdaki biitiin insanlarin
Ozgiir olabilmesinin miimkiin olmadigina dair goriisleri su sekildedir:

“Miimkiin degildir; ¢iinkii adam sug isliyor. Digerinin ozgiirliigiinii kisitlyyor. Onun su¢ oldugunu, hata
oldugunu anlasin diye sen de onun ozgiirliigiinii kisitlamalisin.” (ES).

Yukaridaki alintidan 6grencinin sug islemek ile 6zgiirliik degerini esdeger algiladig goriilmektedir. Bu duruma
benzer sekilde K2 kodlu 6grenci de 6zgilir olmayr yasalari ¢ignemekle bir tutarak biitiin insanlarin 6zgiir
olamayacaklarini; ciinkii yasalara uymak zorunda olduklarini belirtmistir. Ozgiir insanlarin sug isleme yetkilerinin
olmadig1 ve ozgiirliik degerinden kastedilenin yasalar1 ¢igneyerek baska insanlara zarar vermek olmadigi olgusu
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bu dgrenciler tarafindan kavranamamistir. K1 kodlu 6grenci toplumdaki biitiin bireylerin 6zgiir olamayisinin
nedeni olarak 18 yasindan kiiciik olanlarin yerine ailelerinin karar vermelerini géstermistir. Bu durumun o6niine
gegilmesi halinde biitlin insanlarin 6zgiir olabileceklerini belirtmistir. Benzer sekilde E4 kodlu 6grenci de ailelerin
¢ocuklarin tizerindeki kisitlamalarini 6rnek gostererek 6zgiir olabilmenin miimkiin olmadigina yonelik goriis
belirtmistir. K3 kodlu 6grenciye gore biitiin insanlarin 6zgiir olamama nedenlerinin basinda insanlar arasinda
ayrimeilik yapilmasi gelmektedir. Ogrencinin bu konudaki ifadesi su sekildedir:

“Miimkiin olmast lazimdvr ama bizim itilkemizde ya da farkly iilkelerde bile 6zgiirliik yok. Bazilar siyah-beyaz
ayrimi yapiyorlar siyahlart kéle yapmaya ¢alistyorlar. Eskiden kole pazarlart vardi ayrimcilik ve kiiciimseme
vardr.” (K3).

Yukaridaki almtidan insanlarin 6zgiirliigiiniin 6niindeki en bilyilk engelin yine insanlarin kendisi oldugu
goriilmektedir. Baskalarmm o6zgiirliigiine saygi duymayip ayrimcilik yapan insanlar yiiziinden biitiin insanlar
Ozgiir bigimde yasayamamaktadir.

Toplumdaki biitiin insanlarin 6zgiir olabilecegini diigsiinen 6grencilerin goriisleri sirasiyla su sekildedir. E3
kodlu 6grenci igin biitiin insanlarin 6zgiir oldugu bir toplumun esit, adil ve birbirlerinin kararlarina saygi duyan
insanlardan olusmasi gerekmektedir. E6 kodlu 6grencinin bu konudaki goriisleri su sekildedir:

“Neden olmasin ki. Baskalarina zarar vermedikten sonra kendisi i¢in yaparsa bir insan herkes ozgiir
yasayabilir.” (E6).

Yukaridaki alintidan 6zgiirliik degerinin aslinda ulasilmasi ¢ok zor olan bir ideal olmadig1 ve insanlarin
birbirlerinin haklarina saygi duyduklan siirece 6zgiir olabilecekleri gerceginin 6grenci tarafindan kavrandifi
goriilmektedir. K4 kodlu 6grenci ise bazi siirlamalar olsa bile su anki hayatimizda herkesin zaten 6zgiir oldugunu
belirtmistir. Ogrencilere toplumdaki bireylerin kendilerini 6zgiir hissedebilmeleri igin nasil bir ortamin olmast
gerektigi sorularak toplumsal hayata yonelik goriisleri belirlenmeye calisilmistir. Tablo 5’te bireylerin toplum
icerisinde kendilerini 6zgiir hissedebilmeleri i¢in gerekli sartlara yonelik 6grencilerin goriisleri verilmistir.

Tablo 5. Ogrencilere Gore Bireylerin Toplum Igerisinde Ozgiir Olabilmeleri I¢in Olmasi Gereken Ortam

Kavramlar Katilhmcilar
Bireyler saygili ve hosgoriilii olmali E2, E3, E5, K1
Toplum bireyin davranislarini asir1 kisitlamamali E5, E6, K1, K3
Kavga ve giiriiltiiniin olmadig1 sakin bir ortam olmali  E4, K2, K3
Toplumda esitsizlik ve adaletsizlik olmamali E3, E5
Bireyler sorumluluklarini yerine getirmeli K4

Bireyler diiriist olmali E2

Tablo 5’te goriildiigii lizere 6zgiir bir toplumun olusabilmesi icin bireylerin karsilikli saygi ve hosgorii
cergevesinde hareket etmeleri gerekmektedir. Bazi 6grenciler (E3, E5) ise esitlik ve adaletin 6zgiirliigiin temeli
oldugunu vurgulamislardir. Toplumun birey iizerinde baskisinin azaltilmasi yoniindeki goriisleri temsilen E5
kodlu 6grencinin ifadeleri agagida verilmistir:

“Insanlar diisiincelere saygili olmalidirlar. Dayatma olmamalidir. Insanlar bana adaletsiz davranmasinlar
ben ozgiir olurum. Toplum hayatima karigmasin.” (E5).

Yukaridaki alintidan toplumdaki insanlarin birbirlerini oldugu gibi kabul etmelerinin bireylerin kendilerini
Ozgiir hissetmelerinde ¢ok énemli bir yere sahip oldugu sonucu ¢ikarilabilir. K4 kodlu 6grenci ise sorumluluklarin
yerine getirildigi bir toplumda 6zgiir bir ortamin kendiliginden olusacagini belirtmistir.

Tartisma ve Sonug

Ortaokul 8. sinif 6grencilerinin esitlik, adalet ve 6zgiirlikk degerlerine yonelik algilamalarini derinlemesine ve
biitiinciil bir bicimde incelemeye ¢alisan bu arastirmada her bir demokratik deger baglaminda farkli sonuglara
ulagilmugtir.
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Ogrenciler esitlik degerini egitim, siyasi, hukuksal ve toplumsal agidan yorumlayarak esitligin baglama gére
degistigini belirtmislerdir. Ogrencilere gore toplumsal agidan insanlar arasinda esitligin saglanabilmesi; zengin-
fakir ve cinsiyet ayriminin yapilmamasina ve hak ve zgiirliiklerin esit olmasma baghidir. Ogrenciler, toplum
igerisinde birlik ve beraberligin olmamasi durumunda kargasa ve bolinmeler meydana gelecegini
vurgulamislardir. Cetinkaya ve Kincal (2015) tarafindan ortaokul Ogrencileriyle yapilan karma yontem
arastirmasinda ogrenciler; demokratik bir toplum olabilmek i¢in esitlige ve kargilikli saygiya 6énem verilmesi
gerektigini vurgulamislardir. Ding ve Uztemur (2016) tarafindan 8. smif dgrencileriyle yapilan nitel arastirmada
ogrenciler toplumsal esitsizligin sebebi olarak bireylerin zengin-fakir ayrimi yapmalari, aggdzlii olmalar1 ve
paylagmayi bilmemelerini gostermistir. Yilmaz (2013) tarafindan 8. sinif 6grencileriyle yapilan bir diger ¢calismada
ogrenciler esitligi aciklarken din, dil, irk ve cinsiyet ayrimi gézetmeksizin toplumdaki herkesin esit haklara sahip
olmasi gerektigini, kimseye ayricalik tanmmmadan herkesin kanunlar ve mahkemeler esit olmasi gerektigini
belirtmislerdir. Kaldirim (2005) tarafindan 8. sinif &grencileriyle yapilan bir diger tarama caligsmasinda
ogrencilerin % 78’1 zengin-fakir ayrimi yapmaksizin herkesin esit haklara sahip olmasi gerektigi goriisiinii
belirtmislerdir. Arastirmanin bu sonuglari ilgili arastirmalarin sonuglariyla uyumluluk géstermektedir.

Ogrenciler insanlarm bencil ve ¢ikarci davranmalari yiiziinden biitiin insanlarin tam anlamiyla esit
olamayacagini belirtmislerdir. Ogrencilerin bir kismi ise tam anlamiyla esitligin miimkiin olmama nedenini
bireylerden kaynaklanan nedenlere baglamayip insanlarin farkli statiilerde yer almalarmi ve fizyolojik agidan farkl
yapilara sahip olmalarin1 gerekge gdstermislerdir. Bu arastirma sonuglarma benzer sekilde Ding ve Uztemur (2016)
tarafindan yapilan calismada 8. smif Ogrencileri toplumsal esitsizliginin nedenini iki farkli goriiste
degerlendirmislerdir. Birinci goriiste; elindekilerle yetinmeyen, kendi ¢ikarlar: i¢in her tiirlii bencilligi, adam
kayirmacilig1 ve torpili yapan insanlarin esitlik degerine zarar verdikleri sonucuna ulagilmustir. ikinci goriiste yer
alan 6grenciler ise toplumdaki esitsizligi tamamen sansa ve kadere baglayip bu durumu dogal karsilamiglardir.

Ogrencilerin biiyiik bir kism1 kadin ve erkeklerin ayn1 haklara sahip olmasi gerektigini belirterek kadmlarm
erkeklerin yaptig1 her isi yapabileceklerini; sadece fiziksel gii¢c agisindan zayif olduklarini ve bunu agmak igin
kadinlara pozitif ayrimcilik yapilmasi gerektigini vurgulamiglardir. Sadece E1 kodlu 6grenci erkeklerin fiziksel
gii¢ agisindan kadmlardan daha iistiin olduklarini ve kadmlardan daha iistiin gelme hirslarindan dolayi kadin-erkek
esitliginin miimkiin olamayacag1 goriisiinii dile getirmistir. Diktas ve Uztemur (2016) tarafindan 8. simf
ogrencileriyle yapilan nitel caligmada bu aragtirma sonuglariyla uyumlu bir sekilde kadin-erkek esitliginin olmasi
gerektigi, erkeklerin yaptigi her isi kadinlarin da yapabilecegi ve kadinlara pozitif ayrimeilik yapilmasi gerektigi
sonuglarma ulasilmistir. Mulhan (2007) tarafindan 7. sinif dgrencileriyle yapilan arastirmada 6grenciler esitlik
degerini agiklarken kadin-erkek esitligini dile getirmislerdir. Kaldirim (2005) tarafindan yapilan arastirmada
ogrencilerin % 87’sinin kadin-erkek esitliginin demokrasi i¢in dneminin farkinda olduklar1 ve % 61’inin yasalarin
kadinlar lehine degistirilmesinin demokratik bir eylem olacagina inandiklar1 sonucuna ulasilmistir. Kus ve Cetin
(2014) tarafindan ortaokul 6grencileriyle yapilan tarama modelli ¢alismada kiz 6grencilerin kadin-erkek esitligi
konusunda erkek 6grencilere gore daha duyarli oldugu ve demokratik deger algi puanlarinin erkek dgrencilere
gore anlaml bir sekilde farklilastigi sonucuna ulagilmistir.

Ogrenciler kanun oniinde esitlik ilkesinin tam anlamiyla uygulanamadigi; kanun 6niinde esitlik ilkesinin
uygulanmasi icin bireylerin gelirine, sosyal statiisiine ve cinsiyetine bakilmamasi gerektigini belirtmislerdir.
Mulhan (2007) tarafindan yapilan ¢alismada bu arastirma sonuglarina benzer sekilde dgrenciler esitlik kavramin
kanun oniinde esitlik ve ayrimcilik yapilmamasi kavramlarini kullanmiglardir. Mevcut arastirmada 6grenciler
egitimde firsat esitligi ve siyasi haklarm kullaniminda higbir sart aranmaksizin biitiin insanlarin esit olmasi
gerektigini vurgulamiglardir. Kaldirim (2005) tarafindan yapilan ¢alismada mevcut arastirma sonuglarina benzer
sekilde ogrencilerin % 92’si siyasi haklarm kullanimmm demokrasiyle dogrudan iligkili oldugunu kavradiklart
sonucuna ulagilmistir. Yilmaz (2013) tarafindan yapilan arastirmada 6grenciler esitlik degerini agiklarken siyasi
haklarm esit kullanimina ve segme-sec¢ilme haklarina deginmislerdir.

Ogrencilerin esitlik degeri algilamalarmin genel bir degerlendirmesi yapildiginda esitlik degerini farkli
baglamlarda dogru bir sekilde kavrayip 6ziimsedikleri, esitlik ile adalet degerlerinin birbirinden farkli anlamlara
geldigi ve esitligin uygulanmasinin bir {ilke i¢in 6nemine dikkat ¢ektikleri goriilmektedir. Doganay ve Sar1 (2004)
tarafindan 8. smif 6grencileriyle yapilan betimsel tarama ¢alismasinda 6grenciler demokratik degerler icerisinden
en yiiksek ortalamayla esitlik degerini tercih etmislerdir. ilgan ve digerleri (2013) tarafindan 7. ve 8. smif
ogrencileriyle yapilan c¢alismada esitlik ve farkliliklara saygi boyutunda Ogrencilerin ortalamasi “tamamen
katiliyorum” diizeyinde ¢ikmustir. Bu sonuglar dgrencilerin esitlik degerinin 6nemini kavradiklar1 seklinde
yorumlanabilir. Bununla birlikte ilgili literatiir incelendiginde 6grencilerin esitlik degerini dogru bir sekilde
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kavrayamadiklarma yonelik calismalarin varhig géze ¢arpmaktadir. Ding ve Uztemur (2016) tarafindan yapilan
arastirmada Ogrencilerin esitlik ile adaleti birbirine karistirarak kavram yanilgismna diistiikleri sonucuna
ulasilmistir. Yilmaz (2013) tarafindan yapilan g¢alismada ise 6grencilerin bir kismi esitlik ile gorev ve hak
kavramlarin1 birbirine karistirdiklar1 sonucuna ulasilmustir.

Ogrenciler adalet degerini toplumsal, hukuksal ve bireysel agidan yorumlamislardir. Adaletin toplum igerisinde
huzuru ve refah1 saglayarak bireyler arasindaki ¢atigmalart dnledigini belirtmiglerdir. Bu arastirma sonuglarina
benzer bir sekilde Ding ve Uztemur (2016) tarafindan yapilan galismada dgrencilerin biiyiik boliimii adaletin
toplum agisindan 6nemli bir deger oldugunu ve adaletin esitlikten farkli ve daha iyi oldugunu kavramiglardir.
Mevcut arastirmada da yine ayni sekilde 6grenciler adalet degerinin esitlikten farkli oldugunu vurgulayarak
adaletin saglanabilmesi i¢in esitlik degerinin 6n sart oldugunu; fakat sadece esitligin saglanmasinin adalet igin
yeterli olamayacagm dile getirmislerdir. Mulhan (2007) tarafindan yapilan g¢alismada mevcut arastirma
sonuglarma benzer bir sekilde adaletin hakliyla haksizi birbirinden ayirmada ve toplumda huzurun korunmasinda
onemli bir iglev gordiigii 6grenciler tarafindan belirtilmistir. Arastirma sonuglari alanyazindaki diger ¢alismalarla
birlikte degerlendirildiginde toplumsal uyumun saglanmasi agisindan adalet degerinin Gnemini Ggrencilerin
kavradig1 yorumu yapilabilir.

Ogrenciler toplumda adaletin saglanabilmesi igin devletin ve bireylerin adil davranmalar1 gerektigini
belirtmislerdir. Bu arastirma sonuglarina benzer sekilde Diktas ve Uztemur (2016) tarafindan yapilan arastirmada
toplumsal adaletin saglanmasinda bireylerin 6ncelikle kendilerinin adil olmas1 ve daha sonrasinda devletin biitiin
vatandaslara esit davranmast gerektigini sonucuna ulasilmistir. Ogrenciler giinliik yasamlarinda bazen adaletsiz
davranmalarina ragmen genelde adil olmaya 6zen gosterdiklerini belirtmislerdir. Tahiroglu ve Aktepe (2015)
tarafindan yapilan arastirmada demokrasi egitimine yonelik etkinliklerin uygulandig: 6. smif dgrencilerinin daha
adil davranma egiliminde oldugu sonucuna ulasilmistir.

Bazi ogrenciler adil olmayan bir durumla karsilagtiklarinda kendi adaletlerini kendileri saglayacaklarina
yonelik goriis bildirerek devletin adaletine giivenmediklerini belirtmislerdir. Bu &grenciler toplumda herkesin
kendi adaletini saglamaya calistiginda kargasa, kan davalar1 ve i¢ savasin ¢ikacagini bildiklerini beyan etmelerine
ragmen yine de kendilerine veya yakinlarina bir zarar geldiginde devletin verdigi cezaya razi olamayacaklarmi
belirtmislerdir. Bu sonuglar 6grencilerin adalet degerinin niteliklerini bilmelerine ragmen bildiklerini giinlik
hayatta kullanmadiklar1 seklinde yorumlanabilir. Arastirma sonuglar1 kazanilan bilgilerin tutum ve davraniga
doniistiiriilmesinin 6nemini goéstermesi acisindan 6nemlidir. Demokratik degerlerin okullarda 6gretilmekten
ziyade yasam bicimine doniistiiriilmesi gerekmektedir. Bazi &grenciler ise her durumda devletin adaletine
giivenilmesi gerektigini belirtmisler; aksi takdirde toplumsal barisin ve huzurun yok olacagini dile getirmislerdir.

Ogrenciler ozgiirliik degerini ozerk davranma ve temel insan haklarma sahip olma baglammda
degerlendirmislerdir. Nayir ve Akar (2009) tarafindan yapilan arastirmada ise dgrenciler 6zgiirliigii baskalarina
saygl, davranislarda serbestlik ve bagimsizhik kategorileri altinda agiklamislardir. Ding ve Uztemur (2016)
tarafindan yapilan c¢alismada &grenciler 6zgiir olmadan kendi benliklerini bulamayacaklarini belirterek diisiince
ozgiirliigiine vurgu yapmislardir. Mulhan (2007) tarafindan yapilan arastirmada ise 6grenciler 6zgiirligii kimseye
bagli olmama, baskalarinin haklarina saygi duyma ve istedigi gibi davranma kategorileri altinda yorumlamislardir.
Bu sonuglar ortaokul 6grencilerinin 6zgiirliikk degeri algilamalarinin birbiriyle uyumlu oldugunu gostermektedir.
Mevcut aragtirmada her istedigini yapabilme kavranu dgrenciler tarafindan ¢ok sik dile getirilmistir. Ogrencilerin
¢ogunun “her istedigini yapabilmek” kavramini olumsuz anlamda yorumladiklar1 gériilmiistiir. Bu sekilde diisiinen
ogrencilere gore her istedigini yapabilmek; kanunlari ¢ignemekle, toplum diizenine kars1 ¢ikmakla ya da diger
kisilere zarar vermekle 6zdestir. Halbuki bu tiir olumsuzluklarin olmadig: bir 6zgiirliik diisiincesinin 6grenciler
tarafindan diislenmesi toplumsal barisin ve birlikte yasama arzusunun gelecegin bilyiikleri olan genglerin
zihinlerinde yer etmesi a¢isindan 6nemlidir. Mulhan (2007) tarafindan yapilan ¢alismada mevcut aragtirma
sonuglartyla uyumlu bir sekilde bazi 6grencilerin 6zgiirlikk degerini etik kurallart diisinmeden kendi vicdanlarina
gore serbest hareket etme seklinde yorumladiklari sonucuna ulagilmistir. Ortaya ¢ikan bu sonuglar ergenlik ¢aginda
olan ¢ocuklarin hak, sorumluluk ve 6zgiirliikk ticgeninde 6zgiirliiklerine daha fazla énem verip diger ikisini goz
ardr ettikleri seklinde yorumlanabilir (Ding ve Uztemur, 2016). Baz1 &grenciler smirsiz zgiirlik kavramini
yasalar1 ve kurallar1 ¢ignemek, diger insanlara zarar vermek ve ebeveynlere karsi gelmek seklinde algilamiglardir.
Bu sonuglar; toplum igerisinde yasayan bireylerin kendilerini 6zgiir hissedebilmeleri i¢in mutlaka yasalari
cignemeleri veya diger insanlara zarar vermeleri gerekmedigi gercegini bazi dgrencilerin kavrayamadiklarini
gostermistir. Toplum igerisinde bir arada yasamanin 6n kosulu sinirsiz 6zgiirligiin olmamasidir. Aksi takdirde
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diger insanlarm dzgiirliigiiniin kisitlanmas1 s6z konusu olacaktir. Ogrencilerden sinirsiz 6zgiir olduklarini hayal
etmeleri istendiginde sadece bir 6grenci bdyle bir yetkiyi olumlu sekilde kullanacagini belirtmistir. Diger
ogrencilerin sinirsiz 6zgiirliik hayali pek i¢ acici degildir. Bu 6grencilerin sinirsiz 6zgiirliik kavramini sug islemek,
diger insanlara zarar vermek vb. olumsuz davranislarla bir tuttuklari sonucuna ulasilmistir. Boyle diisiinen
ogrencilere gore toplumdaki biitlin insanlarin 6zgiir olabilmeleri de miimkiin degildir; ¢iinkii 6zgiir olurlarsa
mutlaka bir sug isleyecek ve diger insanlara zarar vereceklerdir. Bu nedenle toplumdaki biitiin insanlarin 6zgiir
olmamasi lazimdir. Bu sonuglar, boyle diisiinen dgrencilerin 6zgiirliik degerini tam anlamiyla kavrayamadiklar
seklinde yorumlanabilir. Ozgiir insanlarin sug isleme yetkilerinin olmadig1 ve dzgiirliik degerinden kastedilenin
kanunlari ¢igneyerek baska insanlara zarar vermek olmadigi gergegi bu 6grenciler tarafindan kavranamamustir. Bu
durumun tam tersi bir sekilde diisiinen 6grenciler ise bagkalarina zarar vermedikten sonra sinirsiz 6zgiir olmak
isteyeceklerini ve yasamlarmi diledikleri sekilde siirdiireceklerini dile getirmislerdir. Mulhan (2007) tarafindan
yapilan aragtirmada da benzer sekilde dgrenciler 6zgiirliik degerini bagkalarina zarar vermeden her istediklerini
yapabilme seklinde algilamiglardir.

Arastirmanin bir diger sonucuna goére 6zgiir olabilmek i¢in diger insanlarin haklarma saygi duyup toplumla
uyumlu bir sekilde yasamak gereklidir. Bazi 6grenciler ise kisilerin 6zgiir olabilmesi i¢in sorumluluklarini yerine
getirmelerini On sart olarak algilamiglardir. Bu dgrenciler, insanlarin 6zgiir olabilmelerinin herhangi bir sarta bagh
kalmadan dogustan getirilen bir hak oldugunun farkinda degildir. Arastirma sonuglari; sorumluluklart yerine
getirmek, 18 yasindan kiigiik olmak, kendi parasini kazanamamak, her istediginde seyahate ¢ikamamak, kendine
ait bir evde oturamamak vb. nedenlerle baz1 6grencilerin kendilerini 6zgiir hissetmediklerini ortaya koymustur.
Ding ve Uztemur (2016) tarafindan yapilan arastirmada dgrencilerin kendilerini mahalle baskis1 yiiziinden 6zgiir
hissetmedikleri ve bu durumdan rahatsiz olduklar1 sonucuna varilmigtir. Nayir ve Akar (2009) tarafindan yapilan
calismada ogrencilerin i¢giidiilerinin etkisinde gerceklestirdikleri davranislar1 6zgiirliik olarak kabul ettikleri
sonucuna vartlmistir. Mulhan (2007) tarafindan yapilan arastirmada 18 yasindan kii¢iik olmak fenomeni 6grenciler
tarafindan Ozgiirliigiin 6niindeki engellerden biri olarak gériilmistiir. Yukarida verilen sonuclar, ergenlik ¢aginda
olan 6grencilerin 6zgiirliiklerine ¢ok fazla 6nem verdikleri seklinde yorumlanabilir.

Ogrencilere gore toplumda 6zgiir bir ortamin olabilmesi igin bireylerin birbirlerine karsi saygili ve hosgériilii
olmalari, esitlik ve adalet tam anlamiyla uygulanmali ve toplum bireylerin davranislarini kisitlamamalidir. Saygi
ve hosgoriiniin oldugu bir toplumda bireyler birbirlerini oldugu gibi kabul ederek bagkalarinin 6zgiirliiklerine saygi
duyarlar. Boyle bir toplumda herkes kendini daha 6zgiir hisseder. Bu aragtirmanin sonuglartyla uyumlu bir sekilde
f1gan ve digerleri (2013) tarafindan yapilan calismada &grencilerin, baskalarinin 6zgiirliigiine saygi boyutunda
yiiksek bir aritmetik ortalamaya sahip olduklar1 sonucuna ulagilmistir. Kaldirim (2005) tarafindan yapilan
arastirmada ogrencilerin % 90’ min diisiince dzgiirliigliniin 6nemini kavradigi sonucuna ulasiimistir.

Aragtirma sonuglar1 &grencilerin demokratik deger algilarinin mekén, durum ve kisilere gore farklilik
gosterdigini ortaya koymustur. Bu durumdan hareketle ortaokul ve lise 6grencilerinin demokratik deger algilarmi
inceleyen arastirmalarin yani sira aileleri de kapsayan bir sekilde demokratik degerlerin giinliik yasamda hangi
siklikla ve ne sekilde kullanildigini ortaya koyan calismalar yapilabilir. Karma yontem arastirmalartyla birlikte
égrencilerin demokratik degerlere yonelik algilarinin tutarliligi smanabilir. Ogretmen ve dgrencilerin demokratik
deger algilarinin okul ortamini nasil ve ne sekilde etkiledigine yonelik arastirmalar yapilabilir.
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Cocuklara sunulacak zengin icerikte, kaliteli gocuk kitaplari ¢ocuklarin gelisimlerini
desteklemek adina biiyiik 6nem tasimaktadir. Bu nedenle, okul dncesi 6gretmenlerinin
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Predictors of Competence in Selecting Illustrated Storybooks

Introduction

Listening to and reading stories are important activities that support children’s development both at home and
at preschool institutions. Research has revealed that stories read and told to children contribute to their
development in many areas, such as listening comprehension, narrative skills, vocabulary acquisition, print
awareness, prosocial behaviors, and mathematical skills (Altun, 2016; Bus, van ljzendoorn, & Pellegrini, 1995;
Flack, Field, & Horst, 2017; Hepburn, Egan, & Flynn, 2010; Uzmen & Magden, 2002). Picture books provide a
context for children to be exposed to many concepts and topics, enabling the acquisition of these concepts during
their early childhood education programs (Ulusoy & Altun, 2017). In addition, regular and interesting book reading
activities provided to children early on can contribute to positive attitudes about reading (Altun, 2013).
International literature notes the number of books available at home and in preschool classes as an important
indicator of the literacy environment and scholarly culture (Evans, Kelley, & Sikora, 2014; Evans, Kelley, Sikora,
& Treiman, 2010; Smith, Brady, & Anastasopoulos, 2008). Therefore, quality children’s books with rich content
are of great importance in supporting children’s development.

Children’s Picture Books

A children’s picture book is a comprehensive, “umbrella term” that describes books that are prepared with
various content and in various formats that are appropriate for the developmental levels of children (Kiefer, Hepler,
& Hickman, 2007). The main types of children’s picture books are toy books, ABC books, concept books, activity
books, counting books, wordless books, guessing books, and illustrated storybooks (Kiefer, et al., 2007; Ural,
2015). Illustrated storybooks support the story with visuals, making it easier for children to follow the story using
visual reading, enabling them to have fun while learning by attracting and holding their attention. By focusing on
children’s picture books in the process of how children build meaning, Painter, Martin, and Unsworth (2013)
discussed how visuals in children’s books (inside and around text/pertextuality) are interpreted by children in the
context of semiotics. Studies that examined children’s visual narratives about stories show that children benefit
from visuals in the process of story comprehension during story reading and in the process of narrating the text
after reading it (Arizpe & Styles, 2004; Ulusoy & Altun, 2016; 2017).

Guijarro (2014) argued that it is important to select books of the appropriate level for children to increase their
interactions with illustrated storybooks. Illustrated children’s books should have topics and a narrative appropriate
to the child’s developmental levels; they should also be appropriate for the child’s developmental levels in terms
of their physical design, formatting, and illustrations. Guijarro (2014) dealt with children’s books under two
headings that followed Piaget’s cognitive development stages. These are the books that should be prepared for the
children in the sensory-motor stage and in the preoperational stage. Kiefer et al. (2007, pp. 44-55) considered the
books according to the age and development of children and put them under six headings. These headings are as
follows: a) infancy (0-3 years), b) preschool and kindergarten (3-5 years), ¢) primary ages 6 and 7, d) middle
elementary (8-9 years), later elementary (10-11 years), and f) middle school (1214 years). According to Kiefer
et al.”s (2007, s. 44-55) classification, early childhood books are separated into two groups: 0-3 years and 3-5
years. Gonen, Uludag, Findik-Tanribuyurdu, and Tiifek¢i (2014) stated that preschool children’s books can be
separated into two groups: 0-3 years and 3-6 years. Likewise, Yiikselen (2017) placed children’s books into three
groups: 0-3 years, 4-6, and 7-9 years. According to Kiefer et al. (2007), children have short attention spans; thus,
it is recommended that the books for preschool children (0-3 years) have few pages, plenty of pictures, and little
text. These books can include objects children see around them, activities (eating, dressing, etc.), living things,
and family members. In addition, topics such as compassion, love, and friendship could enable children to build
trust in their relationships with family members and other people who are important to them. Short dialogues and
rhyming words are preferred because they could attract children’s attention and support their language
development. It is suggested that books should be light enough for children to lift and hold comfortably, their
pages thick enough for children to turn easily, and be appealing to children’s tactile senses (Gonen et al., 2014;
Gonen, Burgak, Uysal, & Bediz, 2017; Kiefer et al., 2007;Yiikselen, 2017).

Depending on the development in children’s language and their psychomotor, socio-emotional, and cognitive
areas, the books prepared for the 3-6 age group should have different characteristics than those for the 0-3 age
group (Guijarro, 2014; Kiefer et al., 2007). The books should include topics to support the increasing imagination
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of children, enabling them to learn about new topics and concepts. In addition, it is suggested that the books should
include different topics that encourage children to reflect on their feelings through the stories (happiness, sadness,
darkness, fear of leaving their mother, new siblings, etc.) (Kiefer et al., 2007; Yiikselen, 2017). With increasing
cognitive skills, concepts such as before, now, and after that enable children to put the events in chronological
order can be included in the books (Yiikselen, 2017). Because children are egocentric during this period, it is
important to include characters with which the children can identify. Kiefer et al. (2007) pointed out that it is
important to create impressive and powerful story characters that will take root in the children’s memories. Further,
it is emphasized that books that cause children to create stereotypes (race and gender) through content and
characters should be avoided (Catalcali-Soyer, 2009; Kiefer et al., 2007).

Although the related literature emphasizes the properties that the books should have according to the children’s
developmental levels, studies have indicated that the current published children’s books present some problems in
terms of their contents and format features (Catalcali-Soyer, 2009; Daglioglu & Camlibel-Cakmak, 2009;
Veziroglu & Gonen, 2012). Daglioglu and Camlibel-Cakmak (2009) examined 174 preschool-level storybooks,
looking for themes of violence and fear. They showed that the 8% of the books contained violence, and 11% of
the books contained elements of fear. In the 50 children’s books that Catalcali-Soyer (2009) examined, stereotypes
were revealed in respect to gender, family (modern-traditional), and community structure (urban-rural). Veziroglu
and Gonen (2012) studied 250 illustrated children’s books for their appropriateness for the achievements outlined
in the 2006 Preschool Education Program. The illustrated children’s books considered in the study covered only
18.5% of the 264 expected acquisitions included in the 2006 program. Therefore, it is important for preschool
teachers to choose books that are appropriate for the level of development of children. Within the scope of a
children’s literature course, pre-service teachers receive theoretical information regarding children’s literature, and
sample books appropriate for children’s developmental levels are shared. In addition to the education they receive
within the scope of the children’s literature course, it is thought that pre-service teachers’ personal reading habits,
experiences, and attitudes can be effective in creating a reading culture and selecting the appropriate books for
their students.

Pre-service Teachers’ Reading Habits and Attitudes toward Reading

Studies have indicated that pre-service teachers have limited or undeveloped reading habits (Giir, 2014;
Odabas, Odabas, & Polat, 2008; Saglam, Suna, & Cengelci, 2007; Saracoglu, Karasakaloglu, & Aslantiirk, 2010;)
and reading attitudes (Dedeoglu & Ulusoy, 2013; Saracoglu, et al., 2010). A large number of studies carried out
with various participant groups, such as teachers, pre-service teachers, family members, and students (Bayram,
2001; Karasahin, 2009; Konan, 2013; Kus & Tirkyillmaz, 2010; Mavi & Cetin, 2009; Sengiil-Bircan, 2017,
Yilmaz, 2002) have shown that “illiterate literates” (Huck, 1973) are common in Turkey.

According to McKenna’s (1994) reading attitude model, the attitudes of individuals toward reading are
influenced by both the cultural context and social environment (McKenna, Kear, & Elisworth, 1995). There is a
relationship between children’s home literacy environments and their reading attitudes during the preschool period
(Altun, 2013). The studies have shown that there is a relationship between the individual’s attitude toward reading,
his or her reading habits, and his or her reading comprehension (Baccus, 2004; Kirmizi, 2011; Petscher, 2010;
Progress in International Reading Literacy Study (PIRLS), 2011; Sallabas, 2008; Sonleitner, 2005). Individuals
develop an attitude toward reading based on their reading experience and organize their reading experiences
according to their reading attitude. It is thought that the book experiences of the pre-service teachers, depending
on their reading attitudes and habits, may have an influence on their competence in selecting illustrated children’s
books for preschool students. The current study aimed to examine the relationship between pre-service teachers’
personal reading cultures and experiences and their competence in selecting picture books for children. With this
goal in mind, this study sought answers to the following questions:

1) Isthere a significant difference between pre-service preschool teachers’ competence levels when it
comes to selecting illustrated children’s books according to whether or not they took a children’s
literature course at university?
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2) s there a significant difference between pre-service preschool teachers’ competence levels when it
comes to selecting illustrated children’s books according to how often their parents read books to them
in their childhood?

3) Isthere a significant difference between pre-service preschool teachers’ reading attitude scores
according to how often their parents read books to them in their childhood?

4) To what extent do pre-service preschool teachers’ personal reading habits, attitudes, and experiences
predict their competence in selecting illustrated children’s books?

Method
Research Design

A cross-sectional correlational research design was used in the current study to investigate the relationship
between pre-service preschool teachers’ competence in selecting illustrated children’s books and their personal
reading habits, attitudes, and experiences.

Study Group

There were 213 participants in the study (female, 172; male, 41), including pre-service teachers who were
enrolled at the Department of Preschool Education at a state university in the fall semester of the 2017-2018
academic year. The participants of the study were selected using an appropriate sampling method. Detailed
information about the pre-service teachers who participated in the study is given in Table 1.

Table 1. Demographic Information of the Pre-service Preschool Teachers

f %
Gender
Female 172 80.8
Male 41 19.2
Total 213 100
Year
Freshmen 59 27.7
Sophomore 46 21.6
Junior 57 26.8
Senior 51 23.9
Total 213 100
Took children’s literature course
Yes 122 57.3
No 91 427
Total 213 100
How often their parents read to them in their
childhood
Never 111 52.1
Once a month 41 19.2
Once a week 39 18.3
Every day 22 10.3
Total 213 100

The participants consisted of 59 freshmen (27.7%), 46 sophomores (21.6%), 57 juniors (26.8%), and 51 seniors
(23.9%). Most (57.3%) of the pre-service teachers took the children’s literature course, which is a compulsory
course offered in the second spring semester. A total of 17 of the pre-service teachers were either in their second
university year or vertical transfer students. Those students who were lateral transfers in their first or second year
had taken the children’s literature course at their previous university.
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The responses of the pre-service teachers revealed that 52.1% of their parents never read books to them
during their childhood. However, 10.3% of the pre-service teachers stated that their parents read to them on a
daily basis.

Data Collection Tools

The data of the study were collected using the Examination of Level of Competency in Choosing Picture
Storybooks and Perception of Self Competency of Early Childhood Education Teacher Candidates (Turan,
Gonen, & Aydos, 2017), the Mikulecky Behavioral Reading Attitude Scale (Dedeoglu & Ulusoy, 2013), and the
demographic information form.

Examination of Level of Competency in Choosing Picture Storybooks and Perception of Self Competency of
Early Childhood Education Teacher Candidates

The form was developed to assess the pre-service teachers’ self-efficacy of children’s book selecting
competence levels. The form consists of three parts: content, illustration, and physical features (Turan etal., 2017).
There are a total of 59 items in the form of a 5-point Likert scale that ranges from insufficient to very good. The
physical features component has 10 items, the content component contains 28 items, and the illustration component
has 21 items (Turan et al., 2017). After applying this form to 213 pre-service teachers, the Cronbach alpha values
were calculated for each sub-dimension of the form. The Cronbach alpha value was found to be .84 for the physical
properties subscale, .91 for the content subscale, and .82 for the illustration subscale.

Mikulecky Behavioral Reading Attitude Scale

The scale was developed by Mikulecky (1976) to measure adults’ attitudes toward reading. The scale consists
of 20 items in a 5-point Likert type scale that ranges from not for me at all to just for me. The items in the scale
were prepared in accordance with the five steps of Krathwohl’s Affective Area Taxonomy: a) awareness of
reading, b) positive approach to reading, c) regarding reading as an important value, d) reading as an organized
activity, and €) reading as a part of personality (Dedeoglu & Ulusoy, 2013, p. 82; Richardson, Morgan, & Fleener,
2009, p. 477). The scale was adapted into Turkish by Dedeoglu and Ulusoy (2013). In his work with pre-service
teachers, Warmack (2007) calculated the Cronbach alpha value of the scale to be .92. In the pilot study conducted
with 120 pre-service primary teachers during the adaptation of the scale to the Turkish language, the Cronbach
alpha value was .86 (Dedeoglu & Ulusoy, 2013). The Cronbach alpha value for the current study was .88.

Demographic Information Form

The demographic information of pre-service teachers was collected by using the form. This information
included gender, class level, whether or not they had taken the children’s literature course, how often their parents
read to them during their childhood, how much time they spent reading each week, and the number of books they
had read over the last year.

Data Collection Procedures

In the fall semester of the 20172018 academic year, the data collection instruments were distributed to the
pre-service teachers in the classroom environment, and they were asked to read the questions carefully and
complete all the questions. The duration of implementation of the questionnaires took approximately 35 minutes.

Data Analysis

The data obtained in the study were transferred to the SPSS Statistics ver. 22.00 software program and
analyzed using descriptive and inferential statistical methods (independent samples t-test, one-way ANOVA,
Pearson correlation, and multiple regression).
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Findings

Prior to presenting inferential statistical analyses, the distributions of the data set are shown in Table 2. When
examining the skewness and kurtosis values related to the data sets, it was found that the values showed a normal
distribution because they were within the normal range (-2, +2) (Tabachnick & Fidell, 2007). Furthermore,
histogram graphs also supported the normal distribution of the scores.

Pre-service teachers’ weekly reading time ranged from 0 to 250 min. Some (19) of the pre-service teachers
stated that they never read books. The average weekly reading time of the pre-service teachers was 117.10 (SD =
17.85). The average number of children’s books read by pre-service teachers during their university education was
8.51 (SD = 3.92). The average number of books read by the pre-service teachers in the last year was 6.21 (SD =
2.90).

Table 2. Descriptive Statistics for the Data Set
Variables n Min. Max. M SD Skewness Kurtosis

Competence in selecting
illustrated children’s books

Physical properties 213 30 50 45.03  4.26 -73 .180
Content properties 213 78 140 12378 9.90 -1.12 1.26
Illustration properties 213 75 105 97.66 7.74 -.05 .20
Reading attitude 213 33 100 77.84 1247 -.612 .25
Weekly reading time (min) 213 0 250 11710 17.85 1.145 .40
Number of children’s books read 213 0 25 8.51 3.92 1.60 1.72
during university education

Number of books read in the last 213 0 20 6.21 2.90 1.74 1.87
year

Pre-service Teachers’ Levels of Competence in Selecting Illustrated Children’s Books Based on Whether or Not
They Had Taken a Children’s Literature Course

To examine whether the scores of the pre-service teachers in selecting children’s books show a significant
difference according to the variable of whether they had taken the children’s literature course, an independent-
samples t-test was applied. According to the results of the Levene variance test, the variances of the physical
properties, content, and illustration scores among the groups that had and had not taken the children’s literature
course were homogeneous (p > .05); the reading attitude scores of the pre-service teachers between the groups
were also homogenous (Pallant, 2010).

A significant difference was found in favor of those who had taken the children’s literature course in terms of
their competence in selecting illustrated children’s books when it came to the book’s physical properties, t(211) =
3.441, p<. 05. The effect size for the difference between the groups was shown to be small (n? = .05).

Table 3. Independent Samples t-test Results of Pre-service Teachers’ Scores of Competence in Selecting
Ilustrated Children’s Books According to Whether They Had Taken a Children’s Literature Course

n M SD t p "’
Competence in selecting illustrated
children’s books
Physical properties Yes 122 45.88 4.12 3.441 .001 .053
No 91 43.10 4.34
Content properties Yes 122 126.10 9.56 3.010 .003 .041
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No 91 120.69 10.24
Ilustration Yes 122 99.40 9.90 3.715 .000 .061
properties No 91 95.45 8.85

Table 3 shows a significant difference was found in the competence scores of pre-service teachers when it
came to selecting illustrated children’s books in terms of content; those who took a children’s literature course
showed a better aptitude in doing so, t(211) = 3.010, p <.05. The effect size related to the difference was shown to
have a small (n? = .04).

A significant difference was found in the competence scores of pre-service teachers when it came to selecting
illustrated children’s books in terms of the illustration properties; here, again, those who took a children’s literature
course showed a better aptitude in doing so, t(211) = 3.715, p < .05). The difference between the groups was found
to be of moderate effect size (n2 = .06). Detailed information is given in Table 3.

Pre-service Teachers’ Levels of Competence in Selecting Illustrated Children’s Books Based on the Frequency
Their Parents Had Read to Them in Their Childhood

To examine whether the scores of the pre-service teachers in the form of competence in selecting children’s
books show a significant difference according to the variable of the frequency their parents reading to them in their
childhood, a one-way ANOVA was conducted. The Levene variance test results were examined for the subscales
of illustrated children’s books selecting competence forms, and variances (p > .05) between the groups were found
to be homogeneous (Pallant, 2010).

According to the results of one-way ANOVA, there was no significant difference in the scores obtained by
pre-service preschool teachers for competence in selecting illustrated children’s books in terms of physical
properties according to the frequency their parents read books to them in their childhood, F(3, 209) = 2.112, p >
.05, 12 =.03).

Table 4. Pre-service Teachers’ Levels of Competence in Selecting Illustrated Children’s Books in Terms of
Physical Properties Based on the Frequency Their Parents Had Read Books to Them in Their Childhood

Physicall Sum of SD Mean F p "’
properties squares Square

Between groups 113.610 3 37.870 2.112 10 .029
Within groups 3748.089 209 17.933

Total 3861.700 212

As shown in Table 5, there was a significant difference in the scores obtained for selecting illustrated children’s
books in terms of content properties according to the frequency their parents read books to them during their
childhood, F(3, 209) = 7.283, p < .05, n? = .09).

The Scheffe test was performed to investigate the significant difference between the groups. The results showed
a significant difference between the groups for their parents had not read any books to them in their childhood (M
=121.02, SD = 10.04) and whether they were read to them one day a week (M = 128.25; SD = 9.17) or every day
(M =132.77; SD = 8.91).

Table 5. Pre-service Teachers’ Levels of Competence in Selecting Illustrated Children’s Books in Terms of
Content Properties Based on the Frequency Their Parents Had Read Books to Them in Their Childhood

Content Sum of SD Mean F p "’
properties squares Square

Between groups 3504.835 3 1168.278 7.283 .000 .09
Within groups 33524.657 209 160.405

Total 37029.493 212
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According to the results of the one-way ANOVA, there was a significant difference between the scores of the
pre-service preschool teachers for selecting illustrated children’s books in terms of illustration properties according
to the frequency with which their parents had read books to them in their childhood, F(3, 209) = 4.68, p < .05, 12
= .06. The Scheffe test was performed to investigate the significant difference among the groups. The results
showed a significant difference between the groups for their parents had not read any books to them in their
childhood (M = 96.36, SD = 8.11) and those who indicated that their parents had read to them every day (M =
101.72, SD = 7.07).

Table 6. Results of the One-way ANOVA of Pre-service Preschool Teachers’ Competence Scores in Selecting
Illustrated Children’s Books in Terms of Illustration Properties According to the Frequency Their Parents Had
Read to Them in Their Childhood

Ilustration Sum of SD Mean F p n°
properties squares Square

Between groups 801.385 3 267.128 4.68 .003 .063
Within groups 11909.948 209 56.985

Total 12711.333 212

Pre-service Preschool Teachers’ Attitudes toward Reading According to the Frequency That Their Parents Had
Read Books to Them in Their Childhood

A one-way ANOVA was applied to examine whether pre-service teachers’ reading attitudes showed any
difference according to the frequency that their parents had read books to them in their childhood. According to
the Levene variance test, the variance (p > .05) among the groups in the reading attitude scores of the pre-service
teachers was homogenous (Pallant, 2010).

Table 7. The Results of the One-way ANOVA of Pre-service Preschool Teachers’ Reading Attitudes Scores
According to the Frequency That Their Parents Had Read Books to Them in Their Childhood

Ilustration Sum of SD Squares F p "’
properties squares average

Inter-group 4700.595 3 1566.865 11,574 .000 142
Intra-group 28293.977 209 135.378

Total 32994.573 212

According to the results of the one-way ANOVA, there was a significant difference in the scores of pre-service
preschool teachers for the reading attitude scale according to the frequency that their parents had read books to
them in their childhood, F(3, 209) = 11.57, p < .05, n? = .14. The Scheffe test was applied to investigate the
significant difference among the groups. According to the Scheffe test results, there was a significant difference
between the groups that stated that their parents had never read books to them in their childhood (M = 74.018, SD
=11.79) and had read books to them one day a week (M = 83.74, SD = 12.07) or every day (M = 86.68, SD =
11.19).

Examination of the Relationship between Pre-service Preschool Teachers’ Personal Reading Habits, Attitudes,
and Experiences and Their Competence in Selecting lllustrated Children’s Books

To examine the relationship between pre-service preschool teachers’ personal reading habits, attitudes, and
experiences and their competence in selecting illustrated children’s books, the Pearson correlation analysis was
applied. Preliminary analyses showed that there is no violation of the assumptions of normality and linearity.
According to the results of the Pearson correlation analysis, there was a strong positive relationship between the
reading attitude scores of the pre-service teachers and their competence in selecting illustrated children’s books in
terms of content (r = .51, p <.01). There was a positive moderate relationship between pre-service teachers’ reading
attitudes and their competence in selecting illustrated children’s books in terms of illustration (r = .45, p <.01)
and physical properties (r =.32, p<.01). Also, there was a positive moderate relationship (r =.33, p <.01) between
pre-service teachers’ weekly reading time and their competence in selecting illustrated children’s books in terms
of content.
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Table 8. Bivariate Correlations between the Study Variables
1 2 3 4 5 6 7

1. Weekly reading time -

2. Number of books read in the last .59** -
year

3. Number of children’s books read .26** .27** -
during university education

4. Illustrated children’s book .33** .30** . 25** -
content properties

5. Illustrated children’s book .10 A8**  24**  §3** -
Illustration

6. Illustrated children’s book .19** . 23** 23** 50** 54**
physical properties

7. Reading attitude S52**  48F* 18*%*  B1*F* 45%*F 32%*

Note. * p<.05, **p <.0L.

There was a positive low relationship between the number of children’s books pre-service teachers had read
during their university education and the content (r = .25, p <. 01) and physical properties (r = .24, p <.01) of the
books they selected. Detailed information is presented in Table 8.

Examination of Pre-service Teachers’ Personal Reading Habits, Attitudes, and Experiences as Predictors of
Their Level of Competence in Selecting Illustrated Children’s Books

Before applying multiple regression analysis, the assumptions of the test were checked separately for all three
models. The assumptions of the multiple regression analysis, sample size (N > 50 + 8 m, m = number of predictors),
multicollinearity, homoscedasticity, outliers, and linearity were met by the data sets. Whether pre-service teachers
had taken a children’s literature course was included in the analysis as a dummy variable.

Table 9. Results of Multiple Regression Analysis of Predicting the Content Properties Scores of Illustrated
Children’s Books
Predictors B p t p Tolerance  Variance inflation
factor (VIF)

Constant 81.293 14.808  .000

Number of children’s

books read during 392 204 3.020 .003 687 1.456
university education

Reading attitude 415 301 5852 .000 700 1.429
Weekly reading time 006 057 836 404 674 1.483

Whether or not they took
children’s literature course 4.478 .168 2.600 .010 748 1.337

Note. R? = .35, corrected R? =.35, F (5, 207) = 27.82, p = .000.

According to the results of the multiple regression analysis, there was a significant relationship between pre-
service teachers’ scores for competence in selecting illustrated children’s books in terms of the books” content
properties and the number of children’s books read during university education, their reading attitudes, and
whether they took a children’s literature course (F = 27.82, p <.05). According to the model, the predictors
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explained 35% of the total variance of the content properties’ competence scores. When the standardized beta ()
coefficients of the model were examined, the reading attitude (B = .415, p < .05) variable was a stronger
predictor than the other variables. Weekly reading time (B = .006, p > .05) was not a significant predictor of the
model. Detailed information is presented in Table 9.

Table 10. Results of the Multiple Regression Analysis for Predicting the Illustration Properties Scores of
Illustrated Children’s Books
Predictors B p t p Tolerance  Variance inflation
factor (VIF)

Constant 71.560 21.663 000

Number of children’s

books read during 212 .188 2.716 .007 .687 1.456
university education

Reading attitude 277 447 6500 000  .700 1.429
Weekly reading time 010 -152  -2177 031  .674 1.483
Whether or not they took

children’s literature course  2-801 .180 2.702 007 748 1.337

Note. R? = .35, corrected R? = .31, F(5, 207) = 23.67, p < .05.

A multiple regression analysis was conducted to examine the predictors of the scores for competence in
selecting illustrated children’s books in terms of the books” illustration properties. According to the results of the
analysis, there was a significant relationship among the variables for the number of children’s books read during
university education, reading attitude, weekly reading time, and taking children’s literature courses (F = 23.67, p
<.05). According to the model, the predictors explained 31% of the total variance of the scores for the illustration
properties competence. When the standardized beta () coefficients of the model were examined, the reading
attitude (B = .447, p < .05) variable was a stronger predictor than the other variables. Detailed information is
presented in Table 10.

According to the results of the multiple regression analysis, there was a significant relationship between the
variables of the scores for competence in selecting illustrated children’s books in terms of their illustration
properties and the number of books read at university, reading attitude, and taking a children’s literature course (F
= 13.82, p < .05). According to the model, the predictors explained 21% of the total variance of the content
properties. When the standardized beta (B) coefficients for the model were examined, the number of children’s
books (p =.245, p <.05) read at university was shown to be a stronger predictor than the other variables. Weekly
reading time (B = .033, p > .05) was not a significant predictor of the model. Detailed information is presented in
Table 11.

Table 11. Results of Multiple Regression Analysis of Predicting the Physical Properties Scores of Illustrated
Children’s Books
Predictors B p t p Tolerance  Variance inflation
factor (VIF)

Constant 36.367 18.628  .000

Number of children’s

books read during 152 245 3.300 .001 687 1.456
UanGrSIty education

Reading attitude 071 208 2821  .005 700 1.429
Weekly reading time 001 033 442 659 674 1.483
Whether or not they took

children’s literature course  1-306 152 2132 034 748 1.337

Note. R? = .35.21, corrected R? = .20, F(5, 207) = 13.82, p < .05.
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Discussion and Conclusion

The current study aimed to examine pre-service preschool teachers’ competence in selecting illustrated
children’s books according to the teachers’ personal reading habits, attitudes, and experiences. The findings
showed that the weekly reading time of the pre-service teachers ranged from 0 to 250 minutes. Nineteen of the
pre-service teachers stated that they did not read any books. Pre-service teachers were found to have limited or
undeveloped reading habits. Previous studies examining the reading habits of the pre-service teachers are
supported by the results of the current study (Esgin & Karadag, 2000; Geggel & Burgul, 2009; Odabas et al., 2008;
Saracoglu et al., 2010; Yilmaz, Kose, & Korkut, 2009). The average annual number of books read by pre-service
teachers was 6.21 (SD = 2.90). Saragoglu et al. (2010) found that 12.9% of pre-service teachers did not read any
books and that the average number of books read per month was two. In line with this and relevant to the current
study, Yilmaz et al. (2009) stated that 25% of university students did not read any books. When the average scores
of the pre-service teachers’ reading attitudes were examined, this score was only two points above the criterion of
75 points. In line with this, Saragoglu, Yenice, and Karasakaloglu (2009) found that pre-service teachers had a
moderate level of interest in reading. Dedeoglu and Ulusoy (2013) also stated in their study that the reading
attitudes of the pre-service teachers were at low to moderate levels.

A total of 52.1% of the pre-service teachers stated that their parents had not read books to them in their
childhood. The percentage of pre-service teachers who indicated that their parents had read books to them regularly
in their childhood was 10.3%. Previous studies examining parents’ habits of reading books to their children in the
preschool period showed similar results (Altun, 2013; Altun & Tantekin Erden, 2015). According Altun and
Tantekin Erden (2015), the parents of 32% of preschool children read books to their children for O to 60 minutes
per week, and 43% of the mothers and 40% of the fathers read books weekly for 0 to 60 minutes. The findings of
both this study and previous studies have revealed that there is a weak reading culture in Turkey. Although the
literacy rate in Turkey has reached 96.22% (Turkey Statistics Institution [TSI], 2016), it is remarkable that the rate
of regular reading habits is very low. Reading habits are gained within the family, and parents are role models for
their children in this matter (Reese, Sparks, & Leyva, 2010; Sénéchal, Lefevre, Thomas, & Daley, 1998; Weigel,
Martin, & Bennett, 2006). For example, the campaign launched in Poland in 2001 (CafaPolskaczytadzieciom)
started a nationwide book reading campaign for children. Popular artists and celebrities joined the campaign to
visit kindergartens and read books to the children. In addition, through television, radio, and social media, the
public was informed about the campaign, and this created awareness about reading (Lewandowicz-Nosal, 2017).
Following the successful results of the campaign, this practice was first launched in the Czech Republic and later
all across Europe (All of Europe Reads to Kids) (OECD, 2012). The first task in breaking the “illiterate literate”
phenomenon in Turkey rests within the family, the first link of the chain. It is thought that the reading culture that
will be formed in the first grade of school and the attitudes and behaviors of the teacher are important in creating
reading habits for the teacher’s students. The current situation reveals that systematic studies and campaigns
covering the dimensions of family and school are needed to instill reading habits for future generations in Turkey.

The findings of the research indicate that there is a significant relationship between pre-service teachers’
reading habits, attitudes, the number of children’s books they read during university education, and whether or not
they took a children’s literature course and their competence in selecting illustrated children’s books. Turan et al.
(2017) found that the competence scores of third grade pre-service teachers were higher than those of second and
fourth grade teachers. In their studies comparing the opinions of the third and fourth grade pre-service preschool
teachers on children’s books, Ergiin and Giindiiz (2011) did not find any difference according to grade level; the
study was carried out with all pre-service teachers at all grade levels. Pre-service teachers were compared
according to whether they had taken a children’s literature course, and there was a meaningful result in favor of
those who had taken the course. In the current study, the result that pre-service teachers who had taken a course
on children’s literature had higher competency scores in selecting illustrated children’s books was an expected
result. In the scope of such a course, pre-service teachers acquire theoretical knowledge about the properties that
the illustrated children’s books should have and gain experience through applying the knowledge learning in the
course. The main focus of the current study was to investigate the relationship between pre-service teachers’
personal reading habits, attitudes, and experiences, as well as taking a children’s literature course and their
competence in selecting illustrated children’s books. The findings revealed that pre-service teachers who had better
reading attitudes and habits and who had to read more children’s books during university education had higher
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scores for their competence in selecting illustrated children’s books. Pre-service teachers gain experience about
the style and expression methods used in stories, topics, illustrating techniques (watercolor, pastel, oil painting,
digital, etc.) and book design through the children’s books they read. It is believed that this experience supports
their competence in selecting illustrated children’s books. Therefore, it can be said that it is important for pre-
service teachers to follow and read the picture stories published in children’s literature when choosing books that
are appropriate for the developmental levels of the children.

There is a strong relationship between the reading habits and attitudes of pre-service teachers. However, studies
have also shown that there is a relationship between reading habits and attitudes and critical thinking skills
(Giindiiz, 2015; Karasakaloglu, Saracoglu, & Yilmaz-Ozelci, 2012; Kogak, Kurtlu, Ulas, & Epcagan, 2015).
Karasakaloglu et al. (2012) found that the critical thinking and metacognitive competence scores of pre-service
Turkish teachers differed according to their reading habits. Their study showed that pre-service teachers reading
21 or more books a year had higher critical thinking and metacognitive competence scores than those who read
from 1-5 and 6-20 books per year. Giindiiz (2015) found that there was a strong (r = .60) relationship between the
reading habits of freshmen and their ability to think critically. According to the results of Giiven and Aktas’s
(2014) study, which was carried out with 627 fifth graders, students with longer daily reading times also had high
scores in visual reading and critical thinking skills. They found a significant positive relationship between visual
reading ability and critical thinking ability (r = .31). From these results, the reading habits of pre-service teachers
may contribute to their competence in selecting illustrated children’s books both directly by increasing their
experience of children’s books and indirectly by supporting their cognitive development, such as critical thinking
and metacognition. The relationships among these variables could be identified more clearly in future studies using
the structural equation modeling of the relevant variables. In this context, the current study is important in terms
of considering the variables that may be related to the competence of pre-service teachers in selecting illustrated
children’s books. There is also a need for research to determine the competence of pre-service teachers and
employed teachers in selecting illustrated children’s books and the factors that influence this competence.
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Okul Oncesi Ogretmen Adaylarimin Okuma Ahskanhklari, Tutumlari ve
Deneyimlerinin Resimli Hikdye Kitab1 Se¢me Yeterliliklerini Yordama
Diizeyi

Giris

Hikaye dinleme ve okuma, ¢ocuklarin hem ev-i¢ci hem de okul 6ncesi egitim kurumlarinda gelisimlerinin
eglenerek desteklendigi onemli etkinliklerden biridir. Yapilan arastirmalar okunan ve anlatilan hikayelerin
¢ocuklarm anlama, anlatma, kelime hazinesi, yaz1 farkindaligi, prososyal davraniglar ve matematik becerileri gibi
bir¢ok alanda gelisimlerine katk: sagladigmi gostermektedir (Altun, 2016; Bus, van Ijzendoorn, & Pellegrini,
1995; Flack, Field, & Horst, 2017; HepBurn, Egan, & Flynn, 2010; Uzmen & Magden, 2002). Resimli ¢ocuk
kitaplar1 okul oncesi donemde birgok kazanim, konu ve kavramin g¢ocuklara kazandirilmasinda baglam
olusturmaktadir (Ulusoy & Altun, 2017). Ayrica, erken ¢cocukluk déneminde ¢ocuklara saglanan diizenli ve ilgi
cekici kitap okuma etkinlikleri onlarin okumaya karsi olumlu tutum gelistirmelerine de katki saglamaktadir (Altun,
2013). Uluslararasi literatiirde evde ve okul oncesi smiflarinda bulunan kitap sayisi okuryazarlik ortaminin ve
okuma kiiltliriiniin 6nemli bir gostergesi olarak kabul edilmektedir (Evans, Kelley, & Sikora, 2014; Evans, Kelley,
Sikora, & Treiman, 2010; Smith, Brady, & Anastasopoulos, 2008). Bu nedenle, ¢ocuklara sunulacak zengin
icerikte, kaliteli cocuk kitaplar1 cocuklarin gelisimlerini desteklemek adina biiyiik 6nem tagimaktadir.

Resimli Cocuk Kitaplarn

Resimli ¢ocuk kitabi cocuklarin gelisim diizeylerine uygun, onlarin ilgilerini ¢ekecek farkli igerik ve formatta
hazirlanmig kitaplar1 tanimlayan genis kapsamh “semsiye” bir terimdir (Kiefer, Hepler & Hickman, 2007).
Oyuncak Kitaplar, ABC kitaplari, kavram Kitaplari, etkinlik kitaplari, say1 kitaplari, yazisiz kitaplar, tahmin
kitaplar1 ve resimli hikaye kitaplar1 resimli ¢ocuk kitaplarinin baslica gesitleridir (Kiefer vd., 2007; Ural, 2015).
Resimli hikaye kitaplari, yazili hikdye metninin gorseller ile desteklenerek hem ¢ocuklarin gorsel okuma yoluyla
hikayeyi takip etmelerini kolaylastirmakta hem de onlarin ilgilerini ¢ekmek suretiyle eglenerek 6grenmelerini
saglamaktadir. Resimli hikaye kitaplar1 sadece yazili metin aracilifiyla degil ayn1 zamanda gorseller araciligiyla
da ¢ocuklarin anlam kurma ve aktif 6grenmelerine olanak saglamaktadir. Painter, Martin ve Unsworth (2013)
resimli ¢ocuk kitaplarinda yer alan gorsellerin anlam kurma siirecindeki roliine odaklanaraks;—cocuk kitaplarinda
yer alan gorsellerin (metin i¢i ve metin gevresi: 6n ve arka kapak, ilk sayfa) semiyotik /gdstergebilim baglaminda
cocuklar tarafindan nasil anlamlandirildigini ele almislardir. Cocuklarin hikayeler ile ilgili gorsel anlatimlari
inceleyen ¢aligmalar ¢ocuklarin hem okuma sirasinda metni anlama siirecinde hem de okuma sonrasi metni
anlatma siirecinde gorsellerden yararlandiklarini gostermektedir (Arizpe & Styles, 2004; Ulusoy & Altun, 2016;
2017).

Guijarro (2014) cocuklarin resimli hikaye kitaplar1 ile olan etkilesimlerini artirmak icin seviyelerine uygun
kitap secilmesi gerektigini belirtmektedir. Resimli hikaye kitaplar1 cocuklarin gelisim seviyelerine uygun konu ve
anlatima sahip olmalidir. Ayrica, kitaplar fiziksel 6zellikleri, tasarim ve resimleme &zellikleri agilarindan da
cocuklarmn gelisim seviyelerine uygun olarak hazirlanmalidir. Guijarro (2014) okul 6ncesi donem g¢ocuklarina
yonelik cocuk kitaplarin1 Piaget’in Biligsel Gelisim Asamalarina gore iki baslik altinda ele almistir. Bunlar;
duyusal- motor dénem g¢ocuklar1 igin hazirlanmasi gereken kitaplar ve islem oOncesi dénem g¢ocuklari igin
hazirlanmasi gereken kitaplardir. Kiefer vd. (2007) ise ¢ocuklarin yas ve gelisim diizeylerine goére kitaplar1 alti
baslik altinda ele almislardir. Bu basamaklar: a) Bebeklik Dénemi (0-3 yas), b) Okul Oncesi (3-5 yas), ¢) llkokulun
ik Kademesi (6-7 yas), d) Ilkdgretimin Orta Kademesi (8-9 yas), e) Ilkogretimin Son Kademesi (10-11 yas) ve f)
Ortaokul (12-14 yas). Kiefer vd.’nin (2007) smiflamasina gore erken ¢ocukluk dénemi kitaplar1 0-3 yas ve 3-5
yas olmak tizere iki doneme ayrilmaktadir. Goénen, Uludag, Findik-Tanribuyurdu ve Tiifekei (2014) okul 6ncesi
dénem c¢ocuk kitaplarmin 0-3 yas ve 3-6 yas olarak iki grup altinda incelenebilecegini belirtmislerdir. Benzer
sekilde Yiikselen (2017) cocuk kitaplarimi 0-3 yas, 4-6 yas ve 7-9 yas olmak iizere {i¢ baglikta ele almistir. Okul
oncesi 0-3 yas ¢cocuklar i¢in hazirlanacak kitaplarin ¢ocuklarin dikkat stiresi kisa oldugu i¢in az sayfali, bol resimli
ve kisa metinli yazilmasi onerilmektedir (Kiefer vd., 2007). Kitaplarda ¢ocuklarin ¢evrelerinde gordiigii nesneler,
eylemler (beslenme, giyinme vb.), canlilar ve aile bireylerine yer verilebilecegi belirtilmektedir. Ayrica ¢ocuklarin
aile bireyleri ve diger insanlarla iligkilerinde giiven insa edecek sefkat, sevgi ve arkadaslik gibi konularin énemli
oldugu ifade edilmektedir. Kitaplarda yer verilecek kisa diyaloglarin ve kafiyeli s6z oyunlarinin hem gocuklarin
dikkatlerini ¢ekme hem de cocuklarin dil gelisimini desteklemek igin tercih edilmelidir Cocuklarin kitaplari
manipiile edebilmeleri i¢in kolayca kaldirip tutabilecekleri hafiflikte, sayfalar cevirebilecekleri kalinlikta ve
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dokunma duyularmna hitap edecek 6zellikte olmalar1 dnerilmektedir (Gonen vd., 2014; Gonen, Burgak, Uysal, &
Bediz, 2017; Kiefer vd., 2007; Yiikselen, 2017).

Artan yas ile birlikte cocuklarin dil, psikomotor, sosyo-duygusal ve biligsel alanlarinda gozlenen gelisimlere
bagli olarak 3-6 yas grubuna yonelik hazirlanacak kitaplarm 0-3 yas grubu kitaplarmdan farkli 6zellikler tagimasi
gerekmektedir (Guijarro, 2014; Kiefer vd., 2007). Kitaplarda igerik agisindan ¢ocuklarmn artan hayal giiglerini
destekleyecek, yeni konu ve kavramlart 6grenmesine olanak saglayacak konulara yer verilmelidir. Ayrica,
¢ocuklarin hikayeler araciligtyla duygularini yansitabilecekleri (mutlu, izgiin, karanlik- anneden yarilma korkusu,
yeni kardes vb.) farkli konulara yer verilmesi 6nerilmektedir (Kiefer vd., 2007; Yiikselen, 2017). Cocuklarin artan
bilissel beceriler ile olay orgiisiinii siralayabilecegi 6nce-simdi- sonra gibi zaman kavramlarina da kitaplarda yer
verilebilir (Yikselen, 2015). Cocuklarda bu donemde egosentrik diisiince hakim oldugu i¢in kendileri ile 6zdesim
kurabilecekleri hikdaye karakterlerine yer verilmesi onemlidir. Kiefer vd. (2007) ¢ocuklarin hafizalarinda yer
edinecek etkileyici ve giiglii hikaye karakterlerinin olusturulmasmin 6nemli oldugunu belirtmektedirler. Ayrica,
hikayenin igerigi ve karakterleri araciligiyla gocuklarda irk ve toplumsal cinsiyet rolleri gibi gesitli stereotipler
olusturmalarina neden olacak kitaplardan kaginilmasi gerektigi vurgulanmaktadir (Catalcali Soyer, 2009; Kiefer
vd., 2007).

Cocuklarm gelisim diizeylerine uygun kitaplarin tagimasi gereken 6zellikler ilgili alanyazinda vurgulanmasina
ragmen yapilan ¢aligsmalar yayinlanan ¢ocuk kitaplarinin icerik ve format 6zellikleri agisindan sikintilar tasidigimi
gostermektedir (Catalcali-Soyer, 2009; Daglioglu & Camlibel-Cakmak, 2009; Veziroglu & Gonen, 2012).
Daglioglu ve Camlibel-Cakmak (2009) okul dncesi donem 174 hikaye kitabini siddet ve korku dgeleri agisindan
incelemislerdir. Calisma sonuglarma gore kitaplarda %8 siddet ve %11 korku 6gesine yer verildigini tespit
etmiglerdir. Catalcali Soyer (2009) 50 adet ¢ocuk kitabini inceleyerek hikayelerde yer verilen stereotipleri
toplumsal cinsiyet, aile (modern-geleneksel) ve toplum yapist (kent-kir) ortaya koymustur. Veziroglu ve Génen
(2012) 250 adet resimli gocuk kitabin1 2006 Okul Oncesi Egitim Programi’nda yer verilen kazanimlara uygunlugu
acisindan ele almisladir. Calisma kapsaminda incelenen resimli ¢cocuk kitaplar1 2006 programinda yer verilen 264
kazanimin sadece %18.5’ini karsilamaktadir. Bu nedenle, okul 6ncesi 6gretmenlerinin piyasada yaymnlanan
kitaplar arasindan ¢ocuklarin gelisim diizeylerine uygun kitaplar1 se¢gmeleri dnem tagimaktadir. Cocuk edebiyati
dersi kapsaminda 6gretmen adaylarina teorik olarak ¢ocuk kitaplart hakkinda bilgiler verilmekte ve ¢ocuklarin
gelisim seviyelerine uygun ornek kitaplar paylasilmaktadir. Cocuk edebiyati dersi kapsaminda aldiklar egitimin
yaninda, Ogretmen adaylarmin kisisel okuma aliskanliklari, deneyimleri ve tutumlarmin okuma kiiltiirii
olusturmada ve uygun kitap segmede etkili olabilecegi diisiiniilmektedir.

Ogretmen Adaylarimin Okumaya iliskin Tutumlar1 ve Okuma Ahskanliklar

Yapilan ¢aligmalar, 6gretmen adaylarinin diisiik okuma aligkanligina (Gtir, 2014; Odabas, Odabas & Polat,
2008; Saglam, Suna & Cengelci, 2007; Saragoglu, Karasakaloglu & Aslantiirk, 2010) ve okuma tutumuna
(Dedeoglu & Ulusoy, 2013; Saragoglu vd., 2010) sahip oldugunu géstermektedir. Ogretmen, 6gretmen aday, aile
ve 0grenci gibi ¢esitli katilimer gruplari ile yapilan ¢ok sayida calisma (Bayram, 2001; Karasahin, 2009; Konan,
2013; Kus & Tiirkyilmaz, 2010; Mavi & Cetin, 2009; Sengiil Bircan, 2017; Yilmaz, 2002) iilkemizde okumayan
okuryazarlar (illiterate literates) (Huck, 1973) olgusunun yaygin oldugunu gostermektedir.

McKenna’nin (1994) okuma tutum modeline gore, bireylerin okumaya karsi tutumlar: kiiltiirel baglamdan ve
sosyal ¢evreden etkilenmektedir. (Mckenna, Kear & Elisworth, 1995). Okul 6ncesi dénemde ¢ocuklarin ev-igi
okuryazarlik ortamlari ile okuma tutumlari arasinda iliski bulunmaktadir (Altun, 2013). Yapilan ¢alismalar bireyin
okumaya karsi tutumu ile okuma aligkanlhigi ve okudugunu anlama diizeyleri arasinda iliski bulundugunu
gostermektedir (Baccus, 2004; Kirmizi, 2011; Petscher, 2010; PIRLS, 2011; Sallabas, 2008; Sonleitner, 2005).
Birey okumaya iligkin deneyimlerine bagli olarak okumaya kars1 bir tutum olusturmakta ve olusturdugu tutuma
gore de okuma yasantilarmi diizenlemektedir. Ogretmen adaylarmin okuma tutumlar1 ve aligkanliklarma bagli
olarak kitaplar hakkinda kazandiklari deneyimlerin resimli ¢ocuk kitaplari se¢gme yeterlilikleri iizerine etkisi
olabilecegi diistinilmektedir. Bu c¢alisma kapsaminda Ogretmen adaylarmin kisisel okuma kiiltiir ve
deneyimlerinin resimli ¢ocuk kitabi segme yeterlilikleri olan iliskisinin incelemesi hedeflenmistir. Bu hedefle
calismada agagidaki sorulara cevap aranmustir.
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Altun

1) Okul 6ncesi 6gretmen adaylarinin ¢ocuk edebiyati dersini alip almama durumlarina gore resimli hikaye
kitab1 segme yeterlilik diizeyleri arasinda anlaml fark var midir?

2) Okul 6ncesi 6gretmen adaylarinin ¢ocukluklarinda ailelerinin kendilerine kitap okuma sikligina gore
resimli hikaye kitab1 se¢gme yeterlilik diizeyleri arasinda anlamli fark var midir?

3) Okul 6ncesi 6gretmen adaylarinin ¢ocukluklarinda ailelerinin kendilerine kitap okuma sikligina gore
okuma tutum puanlar1 arasinda anlamli fark var midir?

4) Okul Oncesi 6gretmen adaylarmin kisisel okuma aliskanlik, tutum ve deneyimleri resimli hikaye kitabi
secme yeterliliklerini ne 6lgiide yordamaktadir?

Yontem
Arastirma Modeli

Okul 6ncesi 6gretmen adaylarinin resimli hikaye kitabi segme yeterlilikleri ile kigisel okuma aligkanligi,
tutum ve deneyimleri arasindaki iliskiyi arastiran bu ¢alismada iligkisel tarama modeli kullantlmistir.

Calhisma Grubu

Arastirmanmn katitlimeilart 2017-2018 egitim-6gretim yili giiz déneminde bir devlet tniversitesinin Okul
Oncesi Egitimi Anabilim Dalinda 6grenim goren 213 (Kadm: 172, Erkek: 41) dgretmen adayidir. Calismanin
katilimcilar1 uygun drnekleme yontemi ile secilmistir. Caligmaya katilan dgretmen adaylarma iliskin detayl bilgi
Tablo 1.’de sunulmustur.

Tablo 1. Ogretmen Adaylarina liskin Demografik Bilgiler

f %
Cinsiyet
Kiz 172 80.8
Erkek 41 19.2
Toplam 213 100
Sinif
1 59 21.7
2 46 21.6
3 57 26.8
4 51 23.9
Toplam 213 100
Cocuk Edebiyati Dersi
Alan 122 57.3
Almayan 91 42.7
Toplam 213 100
Cocukluklarinda ailelerinin kendilerine kitap
okuma siklig
Higbir zaman 111 52.1
Ayda bir 41 19.2
Haftada bir 39 18.3
Her giin 22 10.3
Toplam 213 100

Aragtirma grubunu olusturan dgretmen adaylarinin %27.7’si birinci sinif, %21.6’s1 ikinci sinif, %26.8’i iglincii
sif ve %23.9’u dérdiincii smif dgrencileridir. Ogretmen adaylarinin %57.3’ii gocuk edebiyati dersini almislardir.
Cocuk edebiyati dersi 2. smif bahar déneminde verilen zorunlu bir derstir. Ogretmen adaylarinda 17’si ikinci
iiniversitesini okumakta ya da dikey gecis dgrencisidir. Intibaklar1 1. veya 2. smifa yapilan bu 6grenciler cocuk
edebiyat1 dersini geldikleri tiniversitede daha dnceden almiglardir. Bu nedenle gocuk edebiyat1 dersini alan 6grenci
oraninda artis meydana gelmistir.
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Ogretmen adaylarinin cevaplarina gore ¢ocukluklarinda %52.1 nin aileleri kendilerine hi¢ kitap okumamistr.
Ogretmen adaylarinin %10.3{ ise ailelerinin kendilerine giinliik diizenli olarak kitap okudugunu belirtmislerdir.

Veri Toplama Araglari

Calismanmn verileri Okul Oncesi Ogretmen Adaylarimin Resimli Oykii Kitaplarini Se¢me Konusunda Yeterlik
Diizeyleri ve Kendi Yeterliklerine Iliskin Algilarini Belirleme Formu (Turan, Génen, & Aydos, 2017), Mikulecky
Davranissal Okuma Tutum Olcegi (Dedeoglu & Ulusoy, 2013) ve demografik bilgi formu kullanilarak
toplanmustir.

Olkul Oncesi Qg’relmen Adaylarimin Resimli Oykii Kitaplarini Segme Konusunda Yeterlik Diizeyleri ve Kendi
Yeterliklerine lligkin Algilarint Belirleme Formu

Form &gretmen adaylarmin resimli hikaye kitabi segme konusunda 6z yeterliliklerini 6lgmek amaciyla
hazirlanmistir. Form igerik, resimleme ve fiziksel 6zellikler olmak iizere ii¢ boliimden olugmaktadir (Turan vd.,
2017), Formda 5°1i likert tipinde (yetersiz — gok iyi) toplam 59 madde bulunmaktadir. Fiziksel 6zellikler basligi
altinda 10 madde, igerik baslig1 altinda 28 madde ve resimleme baslig1 altinda 21 madde bulunmaktadir (Turan
vd., 2017). Bu calisma kapsaminda form 213 §gretmen adayina uygulandiktan sonra formun her bir alt boyutu i¢in
Cronbach alfa degerleri hesaplanmistir. Fiziksel 6zellikler alt boyutu i¢in Cronbach alfa degeri.84, icerik alt
boyutunun Cronbach alfa degeri.91 ve resimleme alt boyutunun Cronbach alfa degeri ise.82 bulunmustur.

Mikulecky Davramssal Okuma Tutum Olgegi

Mikulecky (1976) tarafindan yetiskinlerin okumaya iliskin tutumlarin1 lgmek amaciyla hazirlanmistir. Olgek
5°1i likert tipinde (Hi¢ bana gore degil - tam bana goére) 20 maddeden olusmaktadir. Olgekteki maddeler
Krathwohl’un Duyussal Alan Taksonomisinin bes basamagina uygun olarak hazirlanmistir. Bu basamaklar: a)
okumanin farkinda olma, b) okumaya iliskin olumlu yaklagim, c)okumay1 6nemli bir deger olarak gérme, d)
organize etkinlik olarak okuma ve e) kisiligin parcasi olarak okumadir (Dedeoglu & Ulusoy, 2013, s.82;
Richardson, Morgan, & Fleener, 2009, s.477). Tirk¢eye uyarlama galismasi Dedeoglu ve Ulusoy (2013) tarafindan
yapilmistir. Warmack (2007) 6gretmen adaylari ile yiiriittiigii calismasinda dlgegin Cronbach alfa degerini. 92
olarak hesaplamustir. Olgegin Tiirkgeye uyarlanmasi asamasinda 120 smif dgretmeni adayr ile yapilan pilot
calismada ise Cronbach alfa degeri.86 olarak bulunmustur (Dedeoglu & Ulusoy, 2013). Bu ¢alisma kapsaminda
olgegin Cronbach alfa degeri.88 olarak bulunmustur.

Demografik Bilgi Formu

Form araciligiyla 6gretmen adaylar1 hakkinda cesitli demografik bilgiler toplanmistir. Bu bilgiler cinsiyet,
sinif, ¢ocuk edebiyati dersi alip almama durumlari, ¢ocukluklarinda ailelerinin kendilerine kitap okuma sikliklari,
haftalik okuma siireleri, son bir yilda okuduklari kitap sayisidir.

Verilerin Toplanmasi

Ogretmen adaylarina 2017-2018 egitim dgretim yili giiz doneminde ilgili veri toplama araclar1 smif
ortaminda dagitilip 6gretmen adaylarindan sorular1 dikkatlice okuyarak higbir soruyu bos birakmadan
doldurmalari istenmistir. Veri toplama araglarinin uygulanma siiresi ortalama 35 dakika stirmiistiir.

Verilerin Analizi

Caligsma kapsaminda elde edilen veriler IBM SPSS 22.00 paket programina aktarilarak betimsel ve ¢ikarimsal
istatistik yontemleri (bagimsiz 6rneklem t-testi, tek yonli ANOVA, Pearson korelasyon, ¢oklu regresyon)
kullanilarak analiz edilmistir.
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Bulgular

Ogretmen adaylarinin, calisma kapsaminda uygulanan veri toplama araglarindan aldiklar1 puanlar ve bu
puanlarmn dagilimina iligkin detayli bilgi Tablo 2.’de sunulmustur. Veri setlerine iliskin Skewness ve Kurtosis
degerleri incelediginde, degerlerin (-2, +2) araliginda oldugu i¢in normal dagilimi sagladigint gostermektedir
(Tabachnick & Fidell, 2007). Ayrica, histogram grafikleri de puanlarin normal dagilim gosterdigini
desteklemektedir.

Tablo 2. Ogretmen Adaylarmm Veri Toplama Araglarmdan Aldiklar1 Puanlar ve Dagilin

Degiskenler n Min Max M SD Skewness Kurtosis
Resimli Cocuk Kitaplar1

Se¢me Yeterlilikleri

Fiziksel Ozellikler 213 30 50 45.03 4.26 -.73 .180
fcerik Ozellikleri 213 78 140 123.78 9.90 -1.12 1.26
Resimleme Ozellikleri 213 75 105 9766 7.74 -1.05 .20
Okuma Tutum 213 33 100 77.84 1247 -.612 .25
Haftalik Kitap Okuma Siire 213 O 250 117.10 17.85 1.145 40
(dakika)

Universite egitimi boyunca 213 0 25 851  3.92 1.60 1.72
okunan gocuk kitap sayisi

Son bir y1lda okunan kitap 213 0 20 6.21  2.90 1.74 1.87
sayisl

Ogretmen adaylarinin haftalik kitap okuma siireleri 0 ile 250 dakika arasinda degismektedir. Ogretmen
adaylarindan 19 tanesi hig kitap okumadiklarini belirtmislerdir. Ogretmen adaylarinin haftalik kitap okuma siireleri
ortalamas1 117.10 (SD = 17.85) dakikadir. Ogretmen adaylarmm iiniversite egitimleri boyunca okuduklar
ortalama cocuk kitap sayis1 8.51°dir (SD = 3.92). Son bir yilda 6gretmen adaylarinin okuduklar1 ortalama kitap
sayis1 6.21°dir (SD = 2.90).

Ogretmen adaylarimin cocuk edebiyati dersini alip almama durumuna gére resimli hikdye kitabi se¢me yeterlilik
diizeyleri

Ogretmen adaylarmin resimli ¢ocuk kitaplari segme konusunda yeterlilikleri formundan aldiklar1 puanlarin
cocuk edebiyati dersi alip almama degiskenine gore anlaml bir farklilasma gosterip gostermedigini incelemek
amaciyla bagimsiz 6rneklem t-testi uygulanmistir. Levene varyans testi sonuglarina gore cocuk edebiyati alan ve
almayan gruplar arasi fiziksel 6zellikler, icerik ve resimleme puanlarina iliskin varyanslar (p>.05) homojendir
(Pallant, 2010).

Ogretmen adaylarinin resimli hikye kitaplarim fiziksel 6zellikler agisindan segme yeterlilik puanlari arasmda
¢ocuk edebiyati dersi alanlar lehine anlamli bir fark bulunmustur (t(211) = 3.441, p<.05). Cocuk edebiyat dersini
alan (M = 45.88, SD = 4.12) ve almayan gruplarin (M = 43.10, SD = 4.34) puanlari arasinda bulunan anlaml
farkin etki degeri (n2) hesaplanmistir. Hesaplanan eta kare degeri incelendiginde (n2 =.05) gruplar arasinda
bulunan farka iliskin etki degerinin kiigiik oldugu goriilmektedir.

Tablo 3. Cocuk Edebiyat1 Dersini Alip Almama Durumuna Gore Ogretmen Adaylarinin Resimli Hikaye Kitabi
Secme Yeterlilik Puanlarmin Bagimsiz Orneklem t-Testi Sonuclar1

n M SD t p n2
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Resimli Cocuk Kitaplar1 Se¢gme

Yeterlilik

Fiziksel Ozellikler Alan 122 45.88 4,12 3.441 .001 .053
Almayan 91 43.10 4.34

Icerik Ozellikleri Alan 122 126.10 9.56 3.010 .003 .041
Almayan 91 120.69 10.24

Resimleme Alan 122 99.40 9.90 3.715 .000 .061

Ozellikleri Almayan 91 95.45 8.85

Ogretmen adaylarinin resimli hikaye kitaplarini igerik acisindan segme yeterlilik puanlar1 arasmda ¢ocuk
edebiyati dersi alanlar lehine anlamli bir fark bulunmustur ( t(211) = 3.010, p<.05). Cocuk edebiyati1 dersini alan
(M =126.10, SD = 9.56) ve almayan (M = 120.69, SD =10.24) gruplarin puanlar1 arasinda bulunan anlaml farkin
etki degeri (n2) hesaplanmistir. Hesaplanan eta kare degeri incelendiginde (n2 =.04) bulunan farka iliskin etki
degerinin kiigiik oldugu goriilmektedir.

Cocuk edebiyati dersi alan ve almayan gruplarin resimleme 6zellikleri formundan aldiklar1 puanlar arasinda
anlamli bir fark bulunmaktadir (t(211) = 3.715, p<.05). Cocuk edebiyati1 dersini alanlarin lehine bulunan anlamli
farkin etki degeri (n2) hesaplanmigtir. Hesaplanan eta kare degeri incelendiginde (n2 = .06) gruplar arasinda
bulunan farkin orta etki degerinde oldugu goriilmektedir. Detayli bilgi Tablo 3’de sunulmustur.

Okul Oncesi Ogretmen Adaylarinin Cocukluklarinda Ailelerinin Kendilerine Kitap Okuma Sikliklarina Gére
Resimli Hikaye Kitab1 Se¢me Yeterlilik Diizeyleri

Ogretmen adaylarimin resimli gocuk kitaplart se¢cme yeterlilikleri formundan aldiklar1 puanlarin
cocukluklarinda ailelerinin kendilerine kitap okuma sikliklar1 degiskenine gére anlamli bir farklilasma gosterip
gostermedigini incelemek amaciyla tek yonlii varyans analizi uygulanmistir. Levene varyans testi sonuglari resimli
hikaye kitaplar1 segme yeterlilikleri alt formlar1 i¢in incelenmis ve gruplar arasinda varyanslar (p>.05) homojen
bulunmustur (Pallant, 2010).

Tek yonlii varyans analizi sonuglarina gore okul 6ncesi 6gretmen adaylarinin resimli ¢ocuk kitaplarimni fiziksel
ozellikler agisindan segme yeterlilikleri formundan aldiklar1 puanlarinda, gocukluk déneminde ailelerinin
kendilerine kitap okuma sikliklarina gére anlamli bir farklilasma bulunmamaktadir (F [3,209] =2.112, p >.05, 12
=.03).

Tablo 4. Ogretmen Adaylarinin Cocukluklarinda Ailelerinin Kendilerine Kitap Okuma Sikliklarma Gére
Resimli Cocuk Kitaplarmi Fiziksel Ozellikleri Agisindan Secme Yeterlilik Diizeyleri

Fiziksel Kareler sd Kareler F p 32
Ozellikler Toplami Ortalamast

Gruplar arasi 113.610 3 37.870 251 10 .029
Grup ici 3748.089 209 17.933

Toplam 3861.700 212

Tablo 5’de goriildiigii gibi okul oncesi 6gretmen adaylarinin resimli ¢ocuk kitaplarini icerik ozellikleri
acisindan se¢me yeterlilikleri formundan aldiklar1 puanlarinda, ailelerinin ¢ocuklukta kendilerine kitap okuma
sikliklart gore anlamli bir farklilasma bulunmaktadir (F [3,209] = 7.283, p <.05, n2 =.09).

Gruplar arasinda tespit edilen anlamli farkin aragtirilmasi amaciyla Scheffe testi uygulanmistir. Scheffe testi
sonucuna gore ¢ocukluklarinda ailelerinin kendilerine hig kitap okumadigini belirten grup (M = 121.02,
SD =10.04 ) ile hafta bir giin (M = 128.25, SD = 9.17) ve her gin (M =132.77, SD = 8.91) kendilerine kitap
okundugunu belirten gruplar arasinda anlamli fark bulunmaktadir.
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Tablo 5. Ogretmen Adaylarinm Cocukluklarinda Ailelerinin Kendilerine Kitap Okuma Sikliklarma Gore
Resimli Cocuk Kitaplarmi Icerik Ozellikleri Puanlarina Iliskin Tek Yonlii Varyans Analizi Sonuglari

Icerik Kareler sd Kareler F p 72
Ozellikleri Toplami Ortalamast

Gruplar arasi 3504.835 3 1168.278 7.283 .000 .09
Grup igci 33524.657 209 160.405

Toplam 37029.493 212

Tek yonlii varyans analizi testi sonuglarmna gore okul Oncesi 6gretmen adaylarmin c¢ocuk kitaplarinda
resimleme Ozellikleri agisindan segme yeterlilikleri formundan aldiklari puanlarinda, ¢ocukluk ddéneminde
ailelerinin kendilerine kitap okuma sikliklarina gére anlamli bir farklilik bulunmaktadir (F [3,209] = 4.68, p <.05,
n2 = .06). Gruplar arasinda tespit edilen anlamli farkin arastirilmasi amaciyla Scheffe testi yapilmistir. Scheffe
testi sonucuna gore ¢ocukluklarinda ailelerinin kendilerine hig kitap okumadigimni belirten grup (M = 96.36, SD =
8.11) ile kendilerine her giin (M = 101.72, SD = 7.07) kitap okundugunu belirten gruplar arasinda anlaml fark
bulunmaktadir.

Tablo 6. Ogretmen Adaylarmm Cocukluklarinda Ailelerinin Kendilerine Kitap Okuma Sikliklarma Gére
Resimli Cocuk Kitaplarini Resimleme Ozellikleri Puanlarina liskin Tek Yénlii Varyans Analizi Sonuglari

Resimleme Kareler sd Kareler F p n2
Ozellikleri Toplami Ortalamast

Gruplar arasi 801.385 3 267.128 4.68 .003 .063
Grup igi 11909.948 209 56.985

Toplam 12711.333 212

Okul Oncesi Ogretmen Adaylarinin Cocukluklarinda Ailelerinin Kendilerine Kitap Okuma Sikliklarina Gére
Okuma Tutumlar

Ogretmen adaylarmim okuma tutum puanlarinda, ailelerinin kendilerine ¢ocukluk déneminde kitap okuma
sikligina gore anlamli bir farklilasma gosterip gostermedigini incelemek amaciyla tek yonlii varyans analizi
uygulanmistir. Levene varyans testine gore 6gretmen adaylarmm okuma tutum puanlarinda gruplar arasinda
varyanslar (p>.05) homojendir (Pallant, 2010).

Tablo 7. Ogretmen Adaylarinin Cocukluklarinda Ailelerinin Kendilerine Kitap Okuma Sikliklarma Gore
Ogretmen Adaylarinin Okuma Tutum Puanlarma iliskin Tek Yénlii Varyans Analizi Sonuglari

Resimleme Kareler sd Kareler F p 32
Ozellikleri Toplami Ortalamast

Gruplar arasi 4700.595 3 1566.865 11.574 .000 142
Grup igi 28293.977 209 135.378

Toplam 32994.573 212

Tek yonlii varyans analizi sonuglarina gore okul dncesi dgretmen adaylarinin okuma tutumlar1 Slgeginden
aldiklar1 puanlarinda, ¢ocukluk déneminde ailelerinin kendilerine kitap okuma sikliklarma gore anlaml bir fark
bulunmaktadir (F [3,209] = 11.57, p <.05, n2 =.14). Gruplar arasinda tespit edilen anlamli farkin arastirilmasi
amaciyla Scheffe testi uygulanmistir. Scheffe testi sonucuna gore ailelerinin kendilerine ¢ocukluklarinda hig kitap
okumadigni belirten grup (M =74.018, SD =11.79) ile kendilerine hafta bir giin (M=83.74, SD=12.07) ve her giin
(M =86.68, SD=11.19) kitap okundugunu belirten gruplar arasinda anlaml fark bulunmaktadir.

Okul Oncesi Ogretmen Adaylarinin Kisisel Okuma Aliskanlik, Tutum ve Deneyimleri Resimli Hikdye Kitabi
Secme Yeterliliklerini Arasindaki Iiskinin Incelenmesi

Okul oncesi 6gretmen adaylarinin resimli hikaye kitabi segme yeterlilikleri ile kisisel okuma aligkanlik, tutum
ve deneyimlerinin arasindaki iliskiyi incelemek amacryla Pearson Korelasyon analizi uygulanmistir. Tlgili analiz
uygulanmadan 6nce veri setinde u¢ deger olup olmadig1 dagilim grafikleri (scatterplot) kontrol edilmis ve u¢ deger
bulunmadig tespit edilmistir. Pearson Korelasyon analiz sonuclarma goére 6gretmen adaylarmin okuma tutum
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puanlari ile resimli hik&ye kitaplarinin igerik agisindan segme yeterlilikleri arasinda pozitif yonlii giiclii bir iliski
bulunmaktadir (r =.51, p<.01). Ogretmen adaylarinin okuma tutumlari ile resimli hikaye kitaplar1 segme yeterlilik
formunun resimleme ( r =.45, p<.01) ve fiziksel 6zellikler (r =.32, p<.01) boyutlariyla pozitif yonlii orta diizeyde
bir iliski bulunmaktadir. Ogretmen adaylarinin haftalik kitap okuma siireleri ile resimli hikaye kitaplarinim igerik
acisindan se¢me yeterlilikleri arasinda pozitif yonlii orta diizeyde bir iliski bulunmaktadir

(r =.33, p<.01).

Tablo 8. Ogretmen Adaylarmin Resimli Hikaye Kitab1 Secme Yeterlilikleri ile Kisisel Okuma Aliskanlik,
Tutum ve Deneyimlerine iliskin Pearson Korelasyon Analiz Sonuglari
1 2 3 4 5 6 7

1. Haftalik kitap okuma siiresi -

2. Son bir yilda okunan kitap sayis1 ~ .59** -

3. Universite egitimi boyunca .26%* .27** -
okunan gocuk kitap sayisi

4. Resimli Hikdye Kitabi- Igerik .33** .30**  .25%* -
Ozellikleri

5. Resimli Hikdye  Kitabi- .10 .18** 24%** B63*%* -
Resimleme

6. Resimli Hikadye Kitabi- Fiziksel —.19**  23** 23** B50**  54**
Ozellikler

7. Okuma Tutum S52**  48**  18**  B1** 45%F 32%* -

*p<.05, **p<.01

Ogretmen adaylarinin {iniversite egitimleri boyunca okuduklari ¢ocuk kitabi sayist ile resimli ¢ocuk kitabi
segme yeterlilik boyutlart; igerik (r =.25, p<.01) fiziksel 6zellik (r =.23, p<.01) ve resimle (r =.24, p<.01) arasinda
pozitif yonlii diisiik diizeyde bir iliski bulunmaktadir. Tablo 8’de detayli bilgi sunulmustur.

Ogretmen Adaylarimn Kigsisel Okuma Alhskanlik, Tutum ve Deneyimlerinin Resimli Hikdye Kitabi Se¢me
Yeterliliklerini Yordama Diizeylerinin Incelenmesi

Coklu regresyon analizi uygulanmadan 6nce testin varsayimlari ii¢ model i¢in de ayr1 ayr1 kontrol edilmistir.
Coklu regresyon analizinin varsayimlart olan drneklem biiyiikligi (N> 50 +8m, m = yordayicist sayisi) , coklu
bagint1 (multicolinearity), esvaryanslilik (homoscedasticity), u¢ degerler ve dogrusallik (linearity) veri setleri
tarafindan karsilanmaktadir. Ogretmen adaylarmin cocuk edebiyati dersini alip almama durumlari ikili
(dichotomous/dummy) degisken olarak analize dahil edilmistir.

Tablo 9. Resimli Hikdye Kitaplarinin Icerik Ozellikleri Puanlarmnin Yordanmasina iliskin Coklu Regresyon
Analizi Sonuglari
Yordayicilar B p t p Tolerans Varyans artis
degeri (VIF)

Sabit 81.293 14.808 000

Universite egitimi boyunca

okunan cocuk kitap sayist 392 204 3020 003 687 1.456
Okuma Tutum 415 391 5852 000 700 1.429
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Haftalik kitap okuma

siiresi .006 .057 .836 404 .674 1.483
Cocuk edebiyat1 dersini
alip almama 4.478 .168 2.600 .010 748 1.337

R 2 = .35, Diizeltilmis R2 = .35, F (5, 207) = 27.82, p=.000

Coklu regresyon analiz sonuglarima gore &gretmen adaylarmin resimli hikaye kitaplarini igerik o6zellikleri
acisindan segme yeterlilik puanlari ile tiniversitede okunan ¢ocuk kitap sayisi, okuma tutum ve ¢ocuk edebiyati
dersi alma degiskenleri arasmda anlamli bir iliski bulunmaktadir (F = 27.82, p<.05). Modele gore ilgili
yordayicilar igerik 6zellikleri yeterlilik puanlariin toplam varyansinin %35’ini agiklamaktadir. Modele iligkin
standardize edilmis beta ($) katsayilar1 incelendiginde okuma tutum (B = .415, p<.05) degiskeninin diger
degiskenlere oranla giiclii bir yordayici oldugu goriilmektedir. Haftalik kitap okuma siiresi (B = .006, p>.05)
degiskeni modelin anlaml bir yordayicisi degildir. Tablo 9°da detayl bilgi sunulmustur.

Tablo 10. Resimli Hikaye Kitaplarmin Resimleme Ozellikleri Puanlarinin Yordanmasina liskin Coklu
Regresyon Analiz Sonuglari
Yordayicilar B p t p Tolerans  Varyans artig
degeri (VIF)

Sabit 71.560 21.663  .000

Universite egitimi

boyunca okunan gocuk 212 .188 2.716 .007  .687 1.456
kitap sayisi

Okuma Tutum 277 447 6500 000 700 1.429
Haftalik kitap okuma

siiresi -.010 152 -2.177 031 674 1.483

Cocuk edebiyati dersini
alip almama 2.801 .180 2.702 .007  .748 1.337

R 2 =.31, Diizeltilmis R2 = .31, F (5, 207) = 23.67, p<.05

Hikaye kitaplarin1 resimleme Ozellikleri agisindan segme yeterlilik puanlarinin yordayicilarimi incelemek
amaciyla ¢oklu regresyon analizi yapilmistir. Analiz sonuglarina gore liniversitede okunan c¢ocuk kitap sayisi,
okuma tutum, haftalik kitap okuma siiresi ve ¢ocuk edebiyati dersi alma degiskenleri arasinda anlaml bir iligki
bulunmaktadir (F=23.67, p<.05). Modele gore ilgili yordayicilar resimleme ozellikleri yeterlilik puanlarinin
toplam varyansimin %31 ini agiklamaktadir. Modele iliskin standardize edilmis beta (B) katsayilar1 incelendiginde
okuma tutum (B= .447, p<.05) degiskeninin diger degiskenlere oranla gii¢lii bir yordayici oldugu goriilmektedir.
Detayli bilgi Tablo 10°da sunulmustur.

Coklu regresyon analiz sonuglarina gére resimli hikaye kitaplarini fiziksel 6zellikleri agisindan segme yeterlilik
puanlari ile Gniversitede okunan ¢ocuk kitap sayisi, okuma tutum ve ¢ocuk edebiyati dersi alma degiskenleri
arasinda anlamlt bir iliski bulunmaktadir (F =13.82, p<.05). Modele gore ilgili yordayicilar igerik 6zellikleri
toplam varyansinin %21’ini aciklamaktadir. Modele iliskin standardize edilmis beta () katsayilar1 incelendiginde
iiniversitede okunan ¢ocuk kitabr sayis1 ( =.245, p<.05) degiskeninin diger degiskenlere oranla daha giiglii bir
yordayict oldugu goriilmektedir. Haftalik kitap okuma siiresi (f = .033, p>.05) modelin anlaml1 bir yordayicist
degildir. Tablo 11°de detayli bilgi sunulmustur.
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Tablo 11. Resimli Hikaye Kitaplarmin Fiziksel Ozellikleri Puanlarmin Yordanmasina iliskin Coklu Regresyon
Analiz Sonuglari
Yordayicilar B p t p Tolerans Varyans artis
degeri (VIF)

Sabit 36.367 18.628  .000

Universite egitimi boyunca

okunan gocuk kitap sayist 152 245 3.300 .001 687 1.456
Okuma Tutum 071 208 2821 005 700 1.429
Haftalik kitap okuma

siiresi 001 033 442 659 674 1.483
Cocuk edebiyat1 dersini

alip almama 1.306 152 2132 034 748 1.337

R 2 =.21, Diizeltilmis R2 = .20, F (5, 207) = 13.82, p<.05

Tartisma ve Sonu¢

Bu calismada, okul 6ncesi 6gretmen adaylarinin kisisel okuma aliskanliklari, tutum ve deneyimlerine gore
resimli gocuk kitaplarini segme yeterliliklerinin incelenmesi amaglanmistir. Arastirma bulgular1 incelendiginde,
ogretmen adaylarinin haftalik kitap okuma siireleri 0 ile 250 dakika arasinda degismektedir. Ogretmen
adaylarmdan 19°u hig kitap okumadiklarin1 belirtmislerdir. Ogretmen adaylarinin okuma aliskanliklarmin diisiik
oldugu gériilmektedir. Ogretmen adaylarinm okuma aliskanliklarmi inceleyen énceki galismalarda da bu galisma
sonuglarini destekleyen sonuglara ulagilmigtir (Esgin & Karadag, 2000; Geggel & Burgul, 2009; Odabas vd., 2008;
Saragoglu vd., 2010; Yilmaz, Kose, & Korkut, 2009). Ogretmen adaylarmm yillik okuduklari kitap sayisi
ortalamasi ise 6.21 (SD= 2.90) adettir. Saragoglu vd. (2010) O6gretmen adaylarmm %12.9’un hi¢ kitap
okumadiklarmi ve ayda ortalama okunan kitap sayisinin iki oldugunu tespit etmislerdir. Yilmaz vd. (2009)
{iniversite dgrencilerinin %25’nin hig kitap okumadiklarini belirtmislerdir. Ogretmen adaylarinin okuma tutum
puan ortalamalar1 incelendiginde kriter olan 75 puanin sadece iki puan tistiinde oldugu goriilmektedir. Saragoglu,
Yenice ve Karasakaloglu (2009) 6gretmen adaylarinim okuma ilgilerinin orta diizeyde oldugunu tespit etmislerdir.
Dedeoglu ve Ulusoy (2013) calismalarinda 6gretmen adaylarinin okuma tutumlarmin disiik-orta diizeyde
oldugunu belirtmislerdir.

Ogretmen adaylarmin %52.1°1 ailelerinin kendilerine gocukluklarinda hig kitap okumadigim belirtmislerdir.
Ailelerinin ¢ocukluklarmnda kendilerine diizenli kitap okundugu belirten 6gretmen aday yiizdesi ise %10.3’diir.
Okul 6ncesi donemde ailelerin ¢ocuklarma kitap okuma aliskanliklarini inceleyen ¢alismalar da bu caligmaya
benzer sonuglara ulasmislardir (Altun, 2013; Altun & Tantekin Erden, 2015). Altun ve Tantekin Erden (2015)
yiriittiikleri ¢alisma sonuglarina gore okul 6ncesi donem c¢ocuklarinin %33’iline aileleri haftalik 0-60 dakika arasi
kitap okumaktadir. Annelerin %43 {iniin ve babalarin %40’ mm haftalik kitap okuma siireleri 0 ile 60 dakika
arasindadir. Bu ¢alisma ve Onceki c¢aligmalarin bulgular1 iilkemizde okuma kiiltiiriiniin zayif oldugunu
gostermektedir. Ulkemizde okuryazar oran1 %96.22’ye ulasmasina ragmen (Tiirkiye Istatistik Kurumu (TUIK),
2016) diizenli kitap okuma aligkanligi oranmin ¢ok diisiik oldugu dikkat cekmektedir. Okuma aliskanlig1 ailede
kazanilmakta ve ebeveynler ¢ocuklarina bu konuda rol model olmaktadir (Reese, Sparks, & Leyva, 2010;
Sénéchal, Lefevre, Thomas, & Daley, 1998; Weigel, Martin, & Bennett, 2006). Ornegin Polonyo’da 2001 yilinda
baglatilan kampanya (Cafa Polska czyta dzieciom) ile iilke genelinde ¢ocuklara kitap okuma seferberligi ilan
edilmistir. Popiiler sanatcilar, iinlii kisiler kampanyaya katilarak anaokullarini ziyaret etmis ve ¢ocuklara kitap
okumuslardir. Ayrica, televizyon, radyo ve sosyal medya araciligiyla kampanya hakkinda halka bilgi verilmis ve
bu yolla kitap okumaya iliskin farkindalik yaratilmistir (Lewandowicz-Nosal, 2017). Kampanyanin basarilt
sonuglarindan sonra bu uygulama 6nce Cek Cumhuriyeti’nde daha sonra da tiim Avrupa’da (All of Europe Reads
to Kids) yayginlastiriimigtir (OECD, 2012). Ulkemizde goriilen okumaz-okuryazarlar olgusunun kirilmasinda ilk
gorev zincirin ilk halkasi olan aileye diistiigli goriilmektedir. Cocugun okula baslamasi ile birlikte sinifta
olusturulacak okuma kiiltiirii, 6gretmenin davranig ve tutumlar1 da ¢ocuklarin okuma aliskanlig1 kazanmalarinda
onemli oldugu diisiiniilmektedir. Mevcut tablo degerlendirildiginde, iilkemizde gelecek nesillere okuma
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aligkanliginin kazandirilmasi i¢in aile ve okul boyutlarini kapsayan sistematik ¢aligmalara ve kampanyalara ihtiyag
duyuldugu goriilmektedir.

Arastirma bulgulart incelendiginde, 6gretmen adaylarinin kisisel okuma aligkanliklari, okuma tutumlari,
iniversite egitimleri boyunca okuduklari ¢cocuk kitabi sayisi ve ¢ocuk edebiyati dersi almalari ile resimli hikaye
kitab1 se¢gme yeterlilikleri arasinda anlamli iligki bulunmaktadir. Turan vd. (2017) ¢alismalarinda 3. siifta okuyan
okul 6ncesi 6gretmen adaylarinin resimli hikaye kitabi segme yeterlilikleri puanlarinin 2. ve 4. sinifta okuyan okul
oncesi 6gretmen adaylarma gore daha yiliksek oldugunu tespit etmislerdir. Ergilin ve Giindiiz (2011) 3. ve 4. simif
okul oncesi Ogretmen adaylarinin ¢ocuk kitaplarint degerlendirme ile ilgili goriislerini karsilastirdiklart
calismalarinda smif diizeyine gore fark bulamamiglardir. Bu g¢aligma kapsaminda tiim smif diizeylerinden
ogretmen adaylari ile calisiimistir. Ogretmen adaylarinin gocuk edebiyati dersi alip almama durumlarina gore
kargilagtirma yapilmig ve dersi alanlar lehine anlamli sonug bulunmustur. Cocuk edebiyati dersi alan 6gretmen
adaylarmin daha yiiksek resimli hikaye kitab1 segme yeterlilikleri puanlarina sahip olmalar1 beklendik bir sonugtur.
Ders kapsaminda 6gretmen adaylar1 resimli ¢ocuk kitaplarinda bulunmasi gereken &zellikler hakkinda teorik
bilgiler edinmekte ve uygulamalar ile deneyim kazanmaktadir. Bu ¢alismada odaklanilan asil kisim ¢ocuk
edebiyat1 dersi almanin yaninda 6gretmen adaylarinin kisisel okuma aligkanlik, tutum ve deneyimleri ile resimli
hikaye kitab1 segme yeterlilikleri arasinda iligkinin arastirilmasidir. Arastirma bulgularina gére okuma tutumu
yiiksek, okuma aligskanligi olan ve {iniversite egitimi boyunca daha ¢ok cocuk kitabr okuyan 6gretmen adaylari
daha yiiksek resimli hikdye kitab1 segme yeterlilikleri puanlarma sahiptir. Ogretmen adaylar1 okuduklari cocuk
kitaplart ile hikayelerde kullanilan @islup ve anlatim yontemleri, ele alinan konular, resimleme teknikleri (suluboya,
pastel, yagh boya, dijital vb.), kitap dizayn ve tasarimi hakkinda deneyim kazanmaktadirlar. Cocuk kitaplari
hakkinda kazandiklar1 bu deneyimin resimli hikaye kitab1 se¢me yeterliliklerini destekledigi diisiiniilmektedir. Bu
nedenle 6gretmen adaylarinin g¢ocuklarin gelisim seviyelerine uygun kitap segmelerinde ¢ocuk edebiyati alan
yazininda yayinlanan resimli hikdye takip etmeleri ve okumalarmin 6énemli oldugu sdylenebilir.

Ogretmen adaylarmin okuma aliskanlik ve tutumlari arasinda giiclii iliski bulunmaktadir. Bununla birlikte, yapilan
calismalar kitap okuma aliskanlii ve okuma tutumu ile elestirel diisiinme becerileri arasinda iliski oldugunu
gostermektedir (Giindiiz, 2015; Karasakaloglu, Saracoglu, & Yilmaz-Ozelgi, 2012; Kocak, Kurtlu, Ulas, &
Epcacan, 2015). Karasakaloglu vd. (2012) Tirk¢e 6gretmeni adaylarinin elestirel diisiinme ve iist bilis yeterlilik
puanlari kitap okuma aliskanliklarina gére farklilastigini tespit etmislerdir. Calisma bulgulari yilda 21 ve iistii kitap
okuyan ogretmen adaylarinin, yilda 1-5 arasi ve 6- 20 arasi kitap okuyanlara oranla daha yiiksek elestirel diisiinme
ve list bilis yeterlilik puanlarina sahip oldugunu géstermektedir. Giindiiz (2015) tiniversite 1. Smnif 6grencilerinin
kitap okuma aligkanliklari ile elestirel diisiinme becerileri arasinda pozitif yonde giiglii bir iliski oldugunu tespit
etmistir. Giiven ve Aktas (2014) 627 5. smf dgrencisi ile yiiriittiikleri ¢aligma sonucuna gore giinlilk okuma
stireleri yliksek olan 6grencilerin gorsel okuma ve elestirel diisinme beceri puanlari da yiiksektir. Gorsel okuma
becerisi ile elestirel diisiinme becerisi arasinda pozitif yonde orta diizeyde (anlamli bir iligki tespit etmislerdir. Bu
sonuglardan yola cikarak, 6gretmen adaylarinin okuma aligkanliklart hem c¢ocuk kitaplart hakkinda deneyimlerini
artirarak dogrudan hem de elestirel diisiinme ve {ist bilis gibi bilissel gelisimlerini destekleyerek dolayli olarak
resimli hikdye secme yeterliliklerine katki saglayabilecegi diisiiniilmektedir. Ileride yapilacak calismalarda ilgili
degiskenlerin yapisal esitlik modellemesi kullanilarak degiskenler arasindaki iliskiler daha net bir sekilde tespit
edebilirler. Bu baglamda, yiiriitilen bu ¢alismanmn O6gretmen adaylarmin resimli c¢ocuk kitabi se¢me
yeterlilikleriyle iliskili olabilecek farkli degiskenleri ele almasi bakimindan énemli oldugu diistiniilmektedir.
Ogretmen adaylarinin ve dgretmenlerin resimli ¢ocuk kitabi secme yeterliliklerini ve bu yeterlilikleri etkileyen
faktorleri belirlemeyi amaglayan arastirmalara alanda ihtiyag duyulmaktadir.
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Happiness and Teaching Professional Attitude

Introduction

The main aim of the education systems is to educate qualified work force and to raise citizenship awareness
(Temizkan, 2008). Qualified teachers are also needed so that qualified work force can be trained. Because the
quality of the new generations will no doubt be the same with the qualities of the teachers (Celikten, Sanal & Yeni,
2005). The most significant factor in fulfilling the values that the public expects from education is the teacher
factor (Azar, 2011). In this regard, teaching is a profession that is regarded as sacred by society and has a
prestigious place.

Countries commit their future to teachers and build the bases with today’s teachers. Teachers are indispensable
elements of the education systems. Scientific and technological advances in the world facilitate learning. However,
no matter how these advances offer opportunities that facilitate learning, the concept of teacher always maintains
its position as the first element that cannot be substituted in education and training (Can, 2010).

Teachers’ well-being is of great importance in terms of achieving educational objectives because they have a
considerable influence on educational systems. One of the indicators of this psychological well-being is the
happiness and the levels of the happiness since there is a close relationship between happiness and life quality of
an individual (Kangal, 2013). It is probable that happiness will provide a quality work life for teachers; otherwise
it will present an unqualified working life at a rate that will vary across the level of unhappiness (Demir, 2017). In
this regard, whether teachers are happy or not can be considered as an important factor affecting the quality of
education. The significance of the happiness in terms of the working style and private life of the teachers opens a
new gate for examining the happiness levels of the pedagogical formation students who are regarded as prospective
teachers and determining the effect of pedagogical formation students' happiness levels on their attitudes towards
teaching profession.

Happiness

Happiness has attracted the attention of people since the early ages, and various researches have been carried
out in this regard (Dogan, Sapmaz & Cotok Akinci, 2013). Happiness is a concept that physiologically,
psychologically, cognitively, socially and religiously etc. surrounds humans (Demir, 2017). People have tried to
interpret and understand happiness in terms of their location, time, culture, philosophical or religious belief. Those
who are happy are much more cheerful, hopeful, and take more pleasure in everything they do compared to the
other people (Tingaz, 2013).

Happiness is the mood that man possesses as he obtains his wishes and expectations (Duran, 2016). Farabi
thinks that happiness is such an aim that it can be attained through virtuous actions, and the opposite is misfortune.
There is nothing more than that an individual can achieve beyond happiness (Ozgen, 1997). Descartes defines
happiness as full soul satisfaction and pleasure (Aydogan, 2015). Happiness is the competency that enables man
to realize his own potential powers, to do his homework, to be virtuous, to live in harmony with the laws of nature,
and to determine freely his own destiny (Cevizci, 2003). Happiness is a positive emotion involving a whole series
of pleasures that are long-held and delightful (Franklin, 2010). Happiness in an objective sense that refers to good
living conditions, peace, tranquility and freedom, while in a subjective sense, happiness is a mental state that
expresses temporary emotions (Veenhoven, 2000: as cited in Yal¢mn, 2016). The term of happiness is defined as
"subjective well-being" in psychology (Eryilmaz, 2011). Subjective well-being means that individuals frequently
experience positive emotions, and rarely have negative emotions and they have high subjective well-being
(Hybron, 2000).

Happiness that mankind has been seeking for centuries has become a more needed concept as a result of the
adverse effects brought about by changing conditions today (Baysal & Aka, 2013). According to Freud, the way
of meeting this need goes through the satisfaction of the instinctive desires of the people (Froom, 1995). Russel
(2003) notes that our happiness depends on extending our interests and hopes as much as possible. There are two
ways to capture your happiness. The first is that the individual is aware of himself, and the second is the
communication with the people (Tarhan, 2013).

Various classifications are available related to happiness. However, basically, two general perspectives of
happiness come to the forefront in the relevant literature. The first is the hedonic happiness approach which focuses
on feelings and is expressed as the total achievements of pleasure attainment and pain avoidance. Eudaimonic
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happiness is related to virtues and values. This approach notes that happiness, virtue and values make life
meaningful. (Ryan & Deci, 2001).

Attitude

The aim of contemporary education systems is to educate individuals who have advanced problem-solving
skills, who know how to achieve knowledge, who think analytically, and who keep the desire for acquiring
knowledge alive (Akpinar, Yildiz, & Ergin, 2006). Achieving these goals depends to a great extent upon the quality
and competencies of the teachers. Teaching profession is a professionally occupied field that have social, cultural,
economic, scientific and technological dimensions and that requires special expertise knowledge and skill along
with professional formation (Erden, 1998). The teaching profession requires patience, dedication and continuous
work. It is necessary to perform this profession lovingly and willingly in order to successfully fulfill the teaching
profession (Capa&Cil, 2000). This is possible only when the teacher develops a positive attitude towards the
profession.

The attitude, the central part of the individuality (Bohner & Wanke, 2002), is the permanent organization of
the instinctive, emotional, perceptual and mental processes of an individual in his/her life (Krech & Grutchfield,
1965; as cited in Temizkan, 2008). Attitudes are based on beliefs and value judgments and sustain their existence
over these phenomena (Cigek Saglam, 2008). The attitude towards any profession is the determinant of how one
conducts that profession (Senel, Demir, Sertelin, Kiligaslan, & Koksal, 2004). In this respect, the attitude towards
the teaching profession is likely to be directly related to the quality of education.

It is essential to determine the attitudes of prospective teachers towards the profession and to transform negative
attitudes into positive in order to train qualified teachers and increase the success of the teacher training program
(Semerci & Semerci, 2004). Prospective teachers’ perceptions in their fields and possessing positive attitudes
towards the teaching profession are the reflections of how they will perceive their professions in the future (Sahin,
Zade, & Direk, 2009). The personality of the teacher, professional competency and attitude towards the teaching
profession are of vital importance (Alin & Bekdemir, 2006). Because the positive aspects of teachers' perspectives
towards the profession will make them more self-sacrificing and more effective when they start performing their
profession (Erdem, Gezer, & Cokadar, 2005).

An increase in prospective teachers’ positive attitudes towards the teaching profession will enable them to
fulfill their responsibilities, to understand the new educational model of the educational institutions, to question
learning theories, pedagogical methods and training programs, and to develop redesign skills (Akkaya, 2009).
Teachers' attitudes towards their professions are also of utmost importance in fulfilling their teaching profession
more fondly and more successfully (Cigek Saglam, 2008). Teachers' attitudes especially towards their profession,
students and school studies have a wide effect on the learning and personality of the students (Kii¢iikahmet, 2003).
A positive attitude towards the teaching profession will positively affect all elements related to the teacher
(Baykara Pehlivan, 2008). For this reason, the training of prospective teachers with a positive professional attitude
will contribute to their fulfillment of their duties more thoroughly after starting to work, to show positive behaviors
towards their students, to be researchers and creative thinkers and to transfer the innovations in the field to learning
environments (Temizkan, 2008).

The existence of a positive professional attitude with such an important place in terms of the teaching
profession does not simply depend upon a reason, a situation or a variable. It can be stated that many variables are
influential on the prospective teachers’ positive attitude toward the teaching profession (Usta & Korkmaz, 2010),
and the existence, absence, quantity and quality of the positive attitude are all related to these variables. Knowing
the attitudes of prospective teachers towards the profession makes it possible to make the necessary evaluations.
In line with the evaluations, the quality of education may be improved with the steps in order to develop a positive
professional attitude. This contribution may be said to be important in terms of the education system. Hence, this
study has concentrated on whether there is a relation between prospective teachers' happiness levels and their
attitudes towards teaching profession, and if so what is the direction and level of this relationship; whether
happiness affects the attitude towards the teaching profession or not. This research is expected to contribute to the
field in this regard. Therefore, this research aims to identify “the relationship between prospective teachers’
happiness levels and their attitudes towards teaching profession™. In service of this goal, answers to the following
questions have been sought:

1. What are the happiness levels of pedagogical formation students?
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2. Do the happiness levels of pedagogical formation students vary across some demographic variables?
3. What are the attitude levels of pedagogical formation students towards the teaching profession?

4. Do the attitudes of pedagogical formation students towards the teaching profession differ depending on some
demographic variables?

5. Is there a significant relationship between the happiness levels of pedagogical formation students and their
attitudes towards teaching profession? If any, what is the direction and level of the relationship?

6. To what extent do pedagogical formation students' happiness levels predict their attitudes towards the
teaching profession?

Method
This section includes research design, population and sample, data collection tools and data analysis.
Research Design

This is a quantitative study conducted in a relational survey model. Relational survey models are those which
aim to determine the relationships between variables or to determine the existence and/or degree of changes
between two or more variables (Karasar, 2016). This research aims to determine the direction and level of the
correlation between happiness and teaching attitude variables and identify to what extent the level of happiness
predicts attitude towards teaching profession.

Population and Sampling

The population of the research consisted of 344 students receiving pedagogical formation education at Siitgii
fmam University Faculty of Education during the spring semester of 2015-2016 academic year. The whole research
population has been determined as research sample and 338 research data have been obtained in total.
Demographic characteristics of the participants are presented in Table 1.

Tablo 1: The Demographic Characteristics Regarding Participants

Demographic i . 20-25 26-29 29 Years
Characteristics V1ale Female Married  Single Graduated  Student Age Age and
Older
Gender 140 198
(%41,4)  (%58,6)
Marital Status 64 274
(%19) (%81)
Graduation 79 (%23,3) 259
Status (%76,7)
Age 75 164 99

(%222)  (%485) (%29,3)

Data Collection Tools

The first part of the data collection tool includes demographic variables such as gender, marital status and
education status of the participants. The second part includes the scale used for determining the happiness levels
of the pedagogical formation students and the last part holds the one used for identifying the teaching attitudes of
the pedagogical formation students.

With the goal of determining pedagogical formation students’ happiness levels, the study employed the Oxford
Happiness Questionnaire Short Form, which was developed by Hills and Argyle in 2002. This scale, which was
adapted to Turkish by Dogan and Co6tok (2011), possesses one factor and 7 items. The internal consistency
coefficient was found to be 0.85 for the overall scale. In this study, the reliability coefficient was determined to be
.70.
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The "Teacher Profession Attitude Scale" developed by Bulut (2011) and tested for validity and reliability by
Atalmis (2016) was formed in order to determine students’ attitudes towards teaching profession. The tool includes
4 factors-"Priority, Qualification, Negativity and Willingness"- and 20 items. The internal consistency coefficient
was identified to be 0.81 for the overall scale. For the factors—priority, qualification, negativity and willingness—
the coefficients were determined to be 0.57, 0.55, 0.56 and 0.71, respectively. The Cronbach’s alpha coefficient
of the total scale was found to be 0.85 in the current study. When it comes to the reliability coefficients of the
factors, it is ““.57” for priority, “.61” for qualification, ““.58” for negativity and “.83” for willingness.

The responses to the scales were rated as five-point Likert type. With a view to determining the level of
fulfillment of each item in the data collection tools, the rating was used as "Totally agree (5)", "Agree (4)",
"Partially agree (3)", "Disagree (2)", and "Totally Disagree (1)". The score intervals were determined as 1.00-1.80
"Totally Disagree"; 1.81-2.60 "Disagree"; 2.61-3.40 "Partially agree", 3.41-4.20 "Agree"; 4.21-5.00 "Totally
agree".

Data Analysis

The research data regarding pedagogical formation students’ happiness levels and their attitudes towards
teaching profession were analyzed using SPSS for Windows 21.0. Mean and standard deviation values were
calculated during data analysis. The normality test was assessed to test whether the data were distributed normally.
As a result of the analyses, the data demonstrated normal distribution.

Table 2. The Results of Normality Test

. Skewness Kurtosis
Variables N
Statistic Std. Error Statistic Std. Error
Happiness 338 -,392 ,133 172 ,265
Attitude 338 -,864 ,133 ,827 ,265

Table 2 displays that skewness values are between -1 and +1 which reveals that the data is normally distributed.
Thus, t test was used in order to determine whether happiness and attitude differ across several demographic
characteristics. Correlation (r) and regression analysis were performed in correlational calculations.

Findings

This section of the study contains research findings. The order of the findings is the same with the order of

research questions.

1. Findings Related to Pedagogical Formation Students' Happiness Levels and Their Attitudes towards
Teaching Profession

Table 3 shows the mean values and standard deviations of the pedagogical formation students' levels of
happiness and their attitudes towards the teaching profession and their sub-dimensions.

Table 3. Mean and Standard Deviation Values regarding the Pedagogical Formation Students' Happiness
Levels and Their Attitudes towards Teaching Profession

Tools n X S

Happiness 338 2,96 1,07
Attitude towards Teaching Profession 338 3,86 ,915
Priority 338 4,31  ,856
Negativity 338 3,13 1,19
Qualification 338 4,56  ,690
Willingness 338 4,01  ,983

857



Happiness and Teaching Professional Attitude

As indicated in Table 3, the happiness levels of pedagogical formation students have been identified as “slightly
agree” (X=2,96), while their attitudes towards teaching profession is at the level of “agree” (X= 3,86). Accordingly,
students have medium level of happiness, and they have a positive attitude towards teaching profession.

2. Analysis of Pedagogical Formation Students’ Happiness Levels and Their Attitudes towards Teaching
Profession in terms of Several Variables

Table 4 presents pedagogical formation students’ happiness levels and their attitudes towards teaching
profession in terms of several variables.

Table 4.-Difference of Pedagogical Formation Students' Happiness Levels and Their Attitudes towards
Teaching Profession in terms of Several Demographic Characteristics

Graduation

Variables Gender Marital Status Status Age

t p t p t p F p
Happiness 1,641 101 2625 ,009° 1591 113 1591 113
putude towerds  Texchind 400 135 2203 0220 1300 05 300 19
Priority 1,174 241 2,054 041" 575 566 575 566
Negativity -839 402  -764 445 1620 106 1,620 ,106
Qualification 1,763 079  -1954 052 1,755 ,080 1,755 ,080
Willingness 759 449 2366 019" 819 413 819 413
*p<.05

Upon analyzing the findings in Table 4, no significant difference has been noted across pedagogical formation
students’ happiness levels in terms of gender. Accordingly, it may be stated that students’ gender does not have an
effect on their happiness levels. A statistically significant difference has been identified between pedagogical
formation students’ happiness levels in terms of their marital status [tza2=-2,625, p<,05]. Considering the average
of the rankings, the difference has been found in favour of those who are single (Xmaries=3,51; Xsingie=3,66). The
fact that single students are happier compared to the married may result from various factors such as having fewer
responsibilities, economically supported by scholarships and /or their families as well as being much freer than
married students. In addition, pedagogical formation students’ happiness levels do not significantly differ in terms
of their graduation status and ages.

Table 4 shows no significant difference between pedagogical formation students' attitudes towards the teaching
profession in terms of gender. Both male and female students have high levels of attitudes towards teaching
profession [tsss)=-1,499, p>,05]. Research results have also revealed that the attitudes of both groups towards
teaching profession are at “I agree” level (Xmae=4,06; Xremae=4,14).Besides, the attitudes of the prospective
teachers towards the profession and the sub-dimensions do not significantly differ across their graduation status
and ages

A statistically significant difference has been noted across the participants’ views on their attitudes towards the
teaching profession in terms of their marital status [tsss=-2,293, p<,05]. Thus, single students have been
determined to have more positive attitudes towards teaching profession compared to those who are married (Xmarried
=4,08; Xsingle =4,23). As for the students’ graduation status, no significant difference has been found between their
attitudes towards teaching profession. When the attitudes towards the teaching profession have been analyzed, a
significant difference has been identified in the priority subscale in favor of those who are single (Xmarriea=4,28;
Xsinge=4,47); a similar result has emerged in terms of participants” marital status (Xmarries=2,38; Xsingle=2,52).

Table 4 also suggests that there is no significant difference between the ages of pedagogical formation students
and their attitudes towards teaching profession. There is also no significant difference in the sub-dimensions of
attitudes towards the teaching profession.
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3. Findings Regarding the Relationship between the Pedagogical Formation Students' Happiness Levels
and Their Attitudes towards Teaching Profession

Table 5 displays the Pearson correlation analysis conducted so as to identify the relation between the happiness
levels of pedagogical formation students and their attitudes towards teaching profession.

Table 5. Relationship between Pedagogical Formation Students' Happiness Levels and Their Attitudes towards
Teaching Profession

Happiness Attitude
Happiness 1
ittitude ,223* 1
p ,000
*P<0,01

A low, positive and significant relationship has been found between pedagogical formation students' happiness
levels and their attitudes towards teaching profession. It can be mentioned that as the happiness levels of the
students increase, their attitudes towards the teaching profession also increase.

4. The Effect of Pedagogical Formation Students' Happiness Levels on Their Attitudes towards Teaching
Profession

The results of the regression analysis used to determine whether pedagogical formation students' happiness
levels predict their attitudes towards teaching profession are presented in Table 6.

Table 6. The Results of Regression Analysis regarding the Effect of Pedagogical Formation Students'
Happiness Levels on Their Attitudes towards the Teaching Profession

Dependent Independent B SE B T p Durbin

Variable Variable Watson

Happiness Constant 69,868 2,848 24,534 000 21
Attitude 505 115 233 4,392,000 ’

R=,233 R?=,054 F=19,289 P=,000

Table 6 depicts that the Durbin Watson value of the regression model is 2.12. It can also be stated that the value
of 2.12 is acceptable for the regression model considering that the Durbin Watson test, which indicates whether
there is a correlation between the error terms, points out that there is no correlation between error terms of the
statistical value of 2 and this is valid regarding the regression analysis. In addition, Table 6 also suggests that 5%
of the total variance of the pedagogical formation students' attitudes towards the teaching profession is explained
by the happiness variable, and students’ happiness levels significantly affect their attitudes towards the teaching
profession positively.

Conclusion, Discussion and Recommendations

Research results have revealed that pedagogical formation students’ happiness level is medium in general.
Because the high scores obtained from the scale of happiness reveals that the level of happiness of the individual
increases (Dogan and Sapmaz, 2012). Given the lowest score that can be taken from the scale is 7 and the highest
score is 35, it can be stated that pedagogical formation students having 20 score in total have a medium level of
happiness. The study conducted by Yazici (2015) is also in line with the result of this study. In another study
conducted with university students, the happiness levels of the students have been found to be high (Aksoy, Giingér
Aytar & Kaytez, 2016). The reason for pedagogical formation students not to have high happiness levels may
result from the fact that they continue both undergraduate education and pedagogical formation education in the
same breath. The fact that most pedagogical formation students who have completed their undergraduate education
have not had a job yet, and those who have jobs run their business and educational lives at the same time may be
considered as the probable reasons for their low happiness levels.
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Another result of the research is the high level of the attitudes of the pedagogical formation students towards
the teaching profession. Similar results have emerged in studies conducted by Kaya and Biiyiikkasap (2005),
Giirbiiz and Kisoglu (2007), Dogan and Coban (2009) and Can (2010). One such study carried out by Yildiz and
Ergin (2006) revealed that prospective science teachers’ attitudes toward the teaching profession are at medium
level. One of the variables determining the attitude towards the teaching profession is education (Bursalioglu,
2012). Therefore, the pedagogical formation education may lead to the increase in the positive attitude of the
students towards the teaching profession.

Besides, no significant difference has been identified across pedagogical formation education students’
happiness levels in terms of gender. The findings of the studies conducted by Gonener, Oztiirk and Yilmaz (2017),
Aksoy, Giingor and Kaytez (2017) and Akyiiz, Yasartiirk, Aydin, Zorba and Tiirkmen (2017) are in line with those
of the current study. They have found no significant difference between happiness levels in terms of gender.
However, a significant difference has been found between young adults’ happiness levels in terms of gender
(Giilcan & Nedim Bal, 2014). According to the understanding of meaningful happiness, virtue and values give
meaning to life and this means happiness (Ryan & Deci, 2001). It can be stated that the happiness levels of different
samples may differ across gender as the virtues and values that people have and the difference level of experience
are the determinants of the happiness levels of individuals.

Research results have suggested that pedagogical formation students’ attitudes towards the teaching profession
do not significantly differ in terms of gender. This finding is in line with those of Ozdere, Konedrali and Perkan
Zeki (2010) and Demirtas, Cémert and Ozer (2011). On the other hand, in studies conducted by Capa and Cil
(2000) and Baykara Pehlivan (2008), significant differences have been identified across prospective teachers’
attitudes towards teaching profession depending on gender.

There exists a significant difference between the happiness levels of the pedagogical formation students in
terms of their marital status. Single students are happier compared to those who are married. Similar results have
been observed in the studies conducted by Sentlirk (2011) and Cihangir (2005). Still, Habibzadeh and
Allahvirdiyani (2011) have concluded that there is no significant difference between happiness and marital status.
As a result of this research, the finding that single students are happier than married students can be explained by
the relatively low responsibilities of single students compared to married students.

As a result of the research, a significant difference has been noted among students”’ attitudes towards the teaching
profession in terms of their marital status. Single students' attitudes towards the teaching profession are more
positive than married students. Attitude organizes the mental processes permanently, emotionally and instinctively
against the events of the individual's life (Krech & Grutchfield, 1965: as cited in Temizkan, 2008). The fact that
the single students are mostly younger than the married ones and they have less mental disruption accounts for the
fact that their attitudes towards the teaching profession are more positive than the married ones. Moreover,
pedagogical formation students’ happiness levels and their attitudes towards teaching profession do not
significantly vary across their graduation status and ages.

The results of the current research have demonstrated that there is a low positive correlation between the
pedagogical formation students’ happiness levels and their attitudes towards the teaching profession. The
happiness levels of the students have been indicated to be a significant predictor of their attitudes towards the
teaching profession. Establishing environments that increase the happiness levels of pedagogical formation
students will also increase their positive attitudes toward the teaching profession. Indeed, previous researches
suggest that the high attitudes of teachers towards their professions make it easier for them to become more
qualified and effective teachers (Cigek Saglam, 2008; Erdem, Gezer &Cokadar, 2005). Thus, if education faculties
and other faculties providing training for pedagogical formation devote more place and time to the activities that
enhance students’ attitudes towards the teaching profession, it will positively influence prospective teachers’
attitudes towards the teaching profession, thereby contributing to the quality of the education system.

Based upon the research findings, the following recommendations have been provided:
1. Recommendations Based upon the Research Findings

1.1. Research findings have revealed that the increase in the happiness levels of the students leads to a positive
influence on their attitudes towards the teaching profession. Therefore, social, artistic and sportive
environments and educational environments should be created and conditions of existing environments may
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be improved to contribute to the happiness levels of the prospective teachers. Positive changes may also be
made in the attitudes of prospective teachers towards the teaching profession.

1.2. As aresult of the research, the happiness levels of married students and their attitudes towards teaching
profession have been found to be lower than those of single students. It is possible to increase the number of
implementations for encouraging married students to fulfill their responsibilities. At that point, it is possible
for the universities to search the problems of the married students and prepare action plans in this regard.

2. Recommendations for Further Research

2.1. This research has analyzed the relationship between the happiness levels of pedagogical formation
students and their attitudes towards the teaching profession along with the influence of happiness on the
teaching profession. Different researches may be conducted on the relationship between happiness and
different variables such as anxiety, personality traits, self-efficacy perceptions, proficiency of training
environments, and the effects of those who raise teachers.

2.2. Qualitative researches may be carried out in order to examine the match between happiness and attitude
towards teaching profession.
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Ogretmenlik Meslegine Yonelik Tutumun Bir Yordayicis1 Olarak
Mutluluk: Pedagojik Formasyon Ornegi

Giris

Egitim sistemlerinin temel amaci nitelikli insan giiciiniin yetistirilmesi ve yurttaslar iizerinde vatandaglik bilinci
olusturulmasidir (Temizkan, 2008). Nitelikli insan giiciiniin yetistirilebilmesi i¢in de nitelikli 6gretmenlere ihtiyag
vardir. Ciinkii yeni nesillerin niteligi hi¢ kuskusuz onu yetistiren 6gretmenlerin niteligi ile 6zdes olacaktir
(Celikten, Sanal & Yeni, 2005). Toplumun egitimden bekledigi degerleri yerine getirmede en 6nemli faktor
ogretmen faktoriidiir (Azar, 2011). Bu bakimdan 6gretmenlik, toplumlar tarafindan kutsal olarak kabul edilen
saygin bir meslektir.

Ulkeler geleceklerini dgretmenlere teslim etmekte, geleceklerinin temellerini bugiiniin dgretmenleri ile inga
etmektedirler. Bu yoniiyle 6gretmenler egitim sistemlerinin vazgegilmez unsurlaridir. Diinyada yasanan bilimsel
ve teknolojik gelismeler 6grenmeyi kolaylastirmaktadir. Ancak yasanan gelismeler 6grenmeyi her ne kadar
kolaylagtirsa da ogretmenlerin egitim sistemleri igin vazgegilmez unsur olma 6zellikleri her zaman séz konusu
olmaya devam etmektedir (Can, 2010).

Egitim sistemleri agisindan énemli bir yere sahip olan &gretmenlerin psikolojik yonden iyi olmalar1 egitsel
amagclara ulagsma bakimindan 6nem arz etmektedir. Psikolojik iyi olma durumunun gdstergelerinden birisi de sahip
olunan mutluluk ve bu mutlulugun diizeyidir. Ciinkii mutluluk ile bireyin yasam kalitesi arasinda siki bir iligki
vardir (Kangal, 2013). Sahip olunan mutlulugun, 6gretmene kaliteli bir ¢alisma hayat1 saglayacagi, aksi durumda
ise mutsuzluk diizeyine gore degisecek oranlarda niteliksiz bir galigma hayati sunacagi ifade edilebilir (Demir,
2017). Bu bakimdan &gretmenlerin mutlu olup olmamalar egitim 6gretimin niteligine etki eden dnemli bir unsur
olarak degerlendirilebilir. Mutluluk durumunun, 6gretmenin ¢alisma ve 6zel hayati acisindan dolayisiyla egitim
ogretim siirecinin niteligi bakimindan tasidigi bu éneminden hareketle 6gretmen adayr konumunda olan pedagojik
formasyon Ogrencilerinin mutluluk diizeylerinin incelenmesine ihtiyag¢ duyulmus, pedagojik formasyon
ogrencilerinin mutluluk diizeylerinin 6gretmenlik meslegine yonelik tutumlarina etkisi bu arastirma kapsamida
belirlenmeye ¢aligilmstir.

Mutluluk

Mutluluk konusu, ilk ¢aglardan giiniimiize kadar insanlarin ilgisini ¢ekmis ve iizerine pek c¢ok arastirma
yapilmistir (Dogan, Sapmaz & Coétok Akinci, 2013). Mutluluk, insani fizyolojik, psikolojik, biligsel, sosyal dinsel
vs. tiim ydnleriyle gevreleyen bir kavramdir (Demir, 2017). Insanlar mutlulugu, yasadiklar1 yer, zaman, kiiltiir,
felsefi veya dini inanis agisindan yorumlamaya ve anlamaya ¢alismislardir. Ciinkii mutlu insanlar, diger insanlara
gore ¢ok daha neselidirler, umut doludurlar ve ¢ogu seyden keyif duyabilirler (Tingaz, 2013).

Mutluluk, insanoglunun istek ve beklentilerini elde ettikge sahip oldugu ruh halidir (Duran, 2016). Farabi’ye
gore mutluluk ancak erdemle ulasilabilen ve karsiti bedbahtlik olan bir olgudur. Kisinin elde edebilecegi en biiyiik
olgu mutluluktur (Ozgen, 1997). Descartes'e gore mutluluk, ruhun tam anlamiyla bir memnuniyet ve hosnut olma
durumudur (Aydogan, 2015). Mutluluk, insanmn oziinde yer alan giiglerinin farkina varmasi ve bunlar
gerceklestirmesi, devlerini yerine getirmesi, erdemli olmasi, dogaya saygili bir yasam siirmesi ve kendi yazgisini
ozgiirce belirleyebilmesi sonucunda olusan yetkinlik durumudur (Cevizei, 2003). Mutluluk, insanlarin iizerinde
uzun zaman etkisini siirdiiren ve doyurulmus bir dizi hazlar biitiiniinden olusan olumlu bir duygudur (Franklin,
2010). Nesnel manada mutluluk; yasam kosullarinin iyi, savasin olmadigi, huzur ve 6zgiirliigiin yogun oldugu
ortamda yer almaktir. Oznel manada mutluluk ise gelip gecici duygularin yol actigi ruhsal bir durumdur
(Veenhoven, 2000: Akt: Yalgin, 2016). Mutluluk teriminin psikolojideki karsiligi ise "Oznel iyi olus" tur
(Eryilmaz, 2011). Oznel iyi olus, bireylerin daha ¢ok olumlu duygulara sahip olmalari, olumsuz duygular1 az
yasamalar1 ve bireylerin hayatlarindan daha fazla doyum almalarini ifade eder (Hybron, 2000).

Insanoglunun yiizyillardir aradig1 mutluluk olgusu, giiniimiizde degisen kosullarm meydana getirdigi olumsuz
etkiler sonucunda daha fazla ihtiya¢ duyulan bir kavram haline gelmistir (Baysal & Aka, 2013). Bu ihtiyaci
karsilamanin yolu Freud’a gore insanlarin icgiidiisel isteklerinin doyurulmasindan gecer (Froom, 1995). Russel
(2003) ise mutlulugun yolunun ilgi ve umutlarimiz1 olabildigince genisletmekten gectigini belirtmektedir.
Mutlulugun yakalanmasi i¢in iki adim vardir. Bunlardan birincisi bireyin kendisinin farkinda olmasi, ikincisi ise
bireyin insanlarla iletisim halinde olmasidir (Tarhan, 2013).

Insanlar i¢in vazgegilmez bir ihtiya¢ olan mutlulugun farkli sekillerde simiflandirildigr goriilmektedir. Ancak
literatiirde temel olarak hazsal ve anlamsal olmak iizere iki farkli mutluluk kavrami 6ne ¢ikmaktadir. Hazsal
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mutluluk yaklagimina gére mutluluk; bir duyguyu ifade etmekte olup kisinin o anda yasadigi zevk ve hazlarin
toplamini ifade eder. Anlamsal mutluluk ise erdemler ve degerlerle iliskilidir. Bu yaklasima gore ise mutluluk,
erdem ve degerlerin yasama anlam kazandirmasidir (Ryan & Deci, 2001).

Tutum

Cagdas egitim sistemlerinde hedef; problem ¢dzebilen, bilgiye ulasabilen, analitik diisiinen ve 6grenme istegini
stirekli canli tutabilen bireyler yetistirmektir (Akpinar, Yildiz, & Ergin, 2006). Egitim sistemlerinin bu hedeflerine
ulasabilmesi, biiyiikk oranda dgretmenlerin niteligine yani dgretmenlerin 6gretmenlik mesleginin yeterliliklerine
sahip olma durumlarina baghdir. Ogretmenlik meslegi sosyal, kiiltiirel, ekonomik, bilimsel ve teknolojik olmak
tizere birden fazla boyutu olan, 6zel uzmanlk bilgisi, mesleki beceri ve profesyonellik gerektiren bir meslektir
(Erden, 1998). Ogretmenlik meslegi, sabir, 6zveri ve siirekli galisma gerektirir. Bu meslekte basariya ulasmak igin,
mesleki manada sevgi ve istegin varligi zorunludur (Capa & Cil, 2000). Bu da ancak meslege karsi 6gretmenin
olumlu bir tutum gelistirmesi ile miimkiindiir.

Insan bireyselliginin merkez pargasi olan tutum (Bohner & Wanke, 2002), kisinin yasamimdaki olaylara kars:
zihinsel siireglerini kalici, duygusal ve giidiisel olarak 6rgiitlemesidir (Krech & Grutchfield, 1965: Akt.: Temizkan,
2008). Tutumlar inang ve deger yargilarina dayanirlar ve varliklarmi bu olgular izerinden devam ettirirler (Cigek
Saglam, 2008). Kisinin herhangi bir meslege yonelik tutumu, o meslegi nasil yapacagmin onciiliidiir (Senel,
Demir, Sertelin, Kiligaslan, & Koksal, 2004). Bu bakimdan 6gretmenlik meslegine iligkin tutumun, egitim
ogretimin niteligi ile dogrudan baglantili oldugu ifade edilebilir.

Nitelikli 6gretmenin yetistirilmesi ve 6gretmen yetistirme programinda basarimnin artirilabilmesi igin 6gretmen
adaylarmin &gretmenlik meslegine iliskin tutum ve goriislerinin belirlenmesi ve varsa olumsuz tutumlarin
olumluya déniistiiriilmesi zorunludur (N. Semerci & C. Semerci, 2004). Ogretmenlik meslegine ydnelik olumlu
tutum sahibi olma ve mesleki anlamda algilanan yeterlilik, 6gretmen adaylarinin mesleklerini gelecekte nasil
algiladiklarinin bir yansimasidir (Sahin, Zade, & Direk, 2009). Ogretmenin kisiligi, mesleki yeterliligi ve
ogretmenlik meslegine yonelik tutumu mesleki agidan biiyiik 6nem tagimaktadir (Alim & Bekdemir, 2006). Ciinkii
ogretmenlerin meslege yonelik bakis agilarmin olumlu olmasi, onlart meslege adim attiklarinda daha 6zverili ve
daha etkili bir 6gretmen yapacaktir (Erdem, Gezer, & Cokadar, 2005).

Ogretmen adaylarinda 6gretmenlik meslegine yonelik olumlu tutumun artmasi, mesleki sorumluluklarmin
farkinda olmalarini, yeni egitim modellerini kavramalarini, 6grenme teorilerini, pedagojik yontem ve egitim
programlarint sorgulamalarini ve yeniden tasarlama becerisi gelistirmelerini saglayacaktir (Akkaya, 2009).
Ogretmenlerin sahip olduklar1 olumlu mesleki tutum, onlarm gretmenlik meslegini ictenlikle ve isteklilikle
yapmalarma ve mesleklerinde daha basarili olmalarina katkida bulunacaktir (Cigek Saglam, 2008). Bu bakimdan
ogretmenlerin mesleklerine, hedef kitleleri olan 6grencilerine ve ayrica okul igerisinde yapilan tiim egitsel
faaliyetlere dontik tutumlarinin, 6grenci kisiliginin olusturulmasinda ve 6grencilerin 6grenmelerinde biiyiik oranda
katki sunacag ifade edilebilir (Kiiciikahmet, 2003). Ogretmenlerin meslege yonelik olumlu tutum diizeylerinin
yiiksek olmasi, 6gretmen ile iligkili biitiin unsurlari etkileyecektir (Baykara Pehlivan, 2008). Bu nedenle olumlu
mesleki tutuma sahip 6gretmen adaylarinin yetistirilmesi, onlarin goreve basladiktan sonraki siireglerde gorevlerini
daha eksiksiz olarak yapmalarina, okula ve &grencilere yonelik olumlu davranis sergilemelerine, arastirict ve
yaratict diisiinen bireyler olmalarina ayrica alandaki yenilikleri 6grenme ortamlarina aktarmalarina katki
saglayacaktir (Temizkan, 2008).

Ogretmenlik meslegi agisindan bu denli énemli bir yere sahip olan olumlu mesleki tutumun varlig1 sadece bir
sebebe, bir duruma ya da bir degiskene bagh degildir. Ogretmen adaylarinda, dgretmenlik meslegine yonelik
olumlu tutumun varliginda pek ¢ok degiskenin etkili oldugu (Usta & Korkmaz, 2010), olumlu tutumun varliginin,
yoklugunun, miktarmin ve niteliginin bu degiskenlerle ilintili oldugu belirtilebilir. Ogretmen adaylarmnin meslege
yonelik tutumlarinin bilinmesi, gerekli degerlendirilmelerin yapilmasina imkan sunar. Yapilacak degerlendirmeler
sonrasi aday Ogretmenlerde olumlu mesleki tutum gelistirebilme yoniinde atilacak adimlarla birlikte egitim
kalitesine katk1 sunulabilir. Bu katkinin egitim sistemi agisindan 6nemli oldugu ifade edilebilir. Bu 6nemden dolay1
pedagojik formasyon egitimi siirecindeki 6gretmen adaylarinin mutluluk diizeyleri ile 6gretmenlik meslegine
yonelik tutumlari arasinda iliskinin var olup olmadig1, varsa bu iligkinin yonii ve diizeyinin ne oldugu; mutlulugun
ogretmenlik meslegine yonelik tutumu etkileyip etkilemedigi bu arastirmada ortaya konulmaya calisiimistir.
Arastirmanin bu yoniiyle alana katki sunacag: diisiiniilmektedir. Bu diisiinceden hareketle arastirmanin temel
amact; “pedagojik formasyon egitimi alan &grencilerin mutluluk diizeyleri ile 6gretmenlik meslegine yonelik
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tutumlar1 arasindaki iliskinin incelenmesi” seklinde ifade edilmistir. Bu amag ¢ergevesinde asagidaki sorulara
cevap aranmigtir:

1. Pedagojik formasyon 6grencilerinin mutluluklari hangi diizeydedir?

2. Pedagojik formasyon egitimi alan 6grencilerin mutluluk diizeyleri bazi demografik degiskenler
yoniinden farklilasmakta midir?

3. Pedagojik formasyon egitimi alan Ogrencilerin 6gretmenlik meslegine yonelik tutumlari hangi
diizeydedir?

4. Pedagojik formasyon ogrencilerinin &gretmenlik meslegine karsi tutumlart bazi demografik
degiskenler yoniinden farklilasmakta midir?

5. Pedagojik formasyon 6grencilerinin mutluluk diizeyleri ile 6gretmenlik meslegine iligkin tutumlar
arasinda iligski var midir? Varsa bu iliskinin yonii ve diizeyi nedir?

6. Pedagojik formasyon o&grencilerinin mutluluk diizeyleri onlarin dgretmenlik meslegine karsi
tutumlarini ne diizeyde yordamaktadir?

Yontem

Arastirmanin modeli, evren ve drneklemi, aragtirmada kullanilan veri toplama araglar1 ve verilerin analizine
iliskin bilgilere bu boliimde yer verilmistir.

Arastirma Modeli

Arastirma iliskisel tarama modelinde gergeklestirilmis nicel bir ¢alismadir. iliskisel tarama seklinde
modellenen aragtirmalarda iki veya daha c¢ok sayidaki degisken arasinda birlikte degisimin varligi/derecesi
belirlenmeye galisilir (Karasar, 2016). Bu arastirmada pedagojik formasyon 6grencilerinin 6gretmenlik meslegine
yonelik tutumlari ile mutluluk diizeyleri arasindaki iliskiye odaklanilmistir. Ayrica mutluluk degiskeninin
ogretmenlik meslegine yonelik tutumu ne diizeyde yordadigi ortaya konulmaya ¢alisiimistir.

Evren ve Orneklem

Arastirmanin evreni 2015-2016 Egitim Ogretim yili bahar déneminde Siitcii fmam Universitesi Egitim
Fakiiltesi biinyesinde verilen pedagojik formasyon egitimine katilan 344 &grenciden olugsmaktadir. Arastirma
evrenin tamami arastirma Orneklemi olarak belirlenmis ve toplamda 338 Ogrenciden aragtirma verileri elde
edilmistir. Ornekleme ait demografik 6zellikler Tablo 1°de verilmistir.

Tablo 1: Arastirmaya Katilan Ornekleme Ait Demografik Ozellikler

20-25 26-29 29 Yas

Demografik . A . .
Erkek  Kadmn Evli Bekir Mezun  Ogrenci Yas Yas ve Uzeri

Degisken

Cinsiyet 140 198
(%41,4) (%58,6)

Medeni 64 274
Durum (%19)  (%81)

Mezuniyet 79 259
Durumu (%23,3) (%76,7)

Yas 75 164 99
(%22,2) (%48,5) (%29,3)

Veri Toplama Araglari

Aragtirmada kullanilan veri toplama aracinin ilk kisminda, katilimcilarin cinsiyet, medeni durumu ve egitim
durumu gibi demografik 6zelliklerini belirlemeye yonelik sorular yer almaktadir. Ikinci kisimda pedagojik
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formasyon 6grencilerinin mutluluk diizeylerini belirlemeye yonelik 6lgek, son kisimda ise pedagojik formasyon
ogrencilerinin 6gretmenlik tutumlarini belirlemeye yonelik 6l¢ek yer almaktadir.

Pedagojik formasyon Ogrencilerinin mutluluk diizeylerini belirlemek amaciyla Hills ve Argyle (2002)
tarafindan gelistirilen, Dogan ve C&tok (2011) tarafindan da Tiirk¢eye uyarlanarak gecerlik ve gilivenirlik
calismalar1 yapilan “Oxford Mutluluk Olgegi Kisa Formu” kullanilmistir. Tek faktor ve 7 maddeden olusan dlgegin
giivenirlik ¢aligsmasinda dlgegin giivenirlik diizeyi .85 olarak saptanmistir. Bu arastirmada ise dlgegin gilivenirlik
diizeyi .70 bulunmustur.

Pedagojik formasyon 6grencilerinin 6gretmenlik meslegine kars1 tutumlarini belirlemek amaciyla Bulut (2009)
tarafindan gelistirilen ve Atalmis (2016) tarafindan gegerlik ve giivenirlik ¢alismast yapilan “Ogretmenlik Meslegi
Tutum Olgegi” kullanilmistir. “Oncelik, Niteliklilik, Olumsuzluk ve Isteklilik” olmak iizere 4 faktorden ve 20
maddeden olusan dlgegin giivenirlik ¢alismasinda Slgegin genelinin giivenirlik diizeyi .81 olarak saptanmuistir.
Olgegin giivenirlik ¢alismasinda alt boyutlarinin giivenirlik diizeyleri; Oncelik boyutunun .57, Niteliklilik
boyutunun .55, Olumsuzluk boyutunun .56 ve Isteklilik boyutunun .71 oldugu gériilmiistiir. Bu arastirmada ise
Ol¢egin geneline ait giivenirlik diizeyinin .85 oldugu goriilmiigtir. Tutum Olgegi boyutlarmin gilivenirlik
diizeylerine bakildiginda Oncelik boyutunun “.57”, Niteliklilik boyutunun “.61”, Olumsuzluk boyutunun “.58” ve
Isteklilik boyutunun “.83” oldugu belirlenmistir.

Olgek maddelerine verilen cevaplar besli likert seklinde derecelendirilmistir. Veri toplama araglarinda yer alan
her bir maddenin gerceklesme diizeyini belirlemek i¢in “Tamamen Katiliyorum (5)”, “Katiliyorum (4)”, “Kismen
Katiliyorum (3)”, “Katilmiyorum (2)” ve “Hi¢ Katilmiyorum (1) dereceleri kullanilmstir. Olgek maddelerinden
alinacak puan araliklar1 ise 1.00-1.80 arasi1 puan “Hi¢ Katilmiyorum”; 1.81-2.60 arasi puan “Katilmiyorum™; 2.61-
3.40 puan aras1 “Az/Biraz Katiliyorum”; 3.41-4.20 “Katiliyorum”; 4.21-5.00 “Tamamen Katiliyorum” seklinde
derecelendirme yapilmustir.

Verilerin Analizi

Pedagojik formasyon ogrencilerinin mutluluk diizeyleri ile 6gretmenlik meslegine iliskin tutumlarina iligskin
veriler SPSS for Windows 21.0 programu ile analiz edilmistir. Veri analizinde aritmetik ortalama ve standart sapma
degerleri hesaplanmistir. Veriler lizerinde yapilan normallik testinde dagilimin normal oldugu goriilmiistiir.

Tablo 2: Normallik Testi Sonuglar1

Skewness Kurtosis
Degiskenler N __ __

Statistic Std. Error Statistic Std. Error
Mutluluk 338 -,392 ,133 172 ,265
Tutum 338 -,864 ,133 ,827 ,265

Tablo 2’tde goriildiigii gibi Skewness degerleri -1 ile +1 arasindadir. Bu degerler dagilimin normal oldugunu
gostermektedir. Verilerin dagilimi normal oldugundan dolay1 tutum ve mutluluk degiskenlerinin bazi demografik
degiskenlere gore farklilasip farklilasmadigini tespit etmek amaciyla t testi kullanilmustir. iliskisel hesaplamalarda
ise korelasyon (r) ve regresyon analizi yapilmustir.

Bulgular

Calismanin bu boliimiinde arastirma kapsaminda elde edilen bulgulara yer verilmistir. Bulgular aragtirmanin
alt problemleri dogrultusunda olusturulan basliklar halinde agiklanmistir.

1. Pedagojik Formasyon Ogrencilerinin Mutluluk Diizeyleri ve Ogretmenlik Meslegine Kars
Tutumlarina Iliskin Bulgular

Pedagojik formasyon &grencilerinin mutluluk diizeyleri, 6gretmenlik meslegine karst tutumlar1 ve tutum
Olgeginin alt boyutlarina iligkin ortalamalari ile standart sapma degerleri Tablo 3’te verilmistir.
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Tablo 3: Pedagojik Formasyon Ogrencilerinin Mutluluk Diizeyleri ve Ogretmenlik Meslegine Karsi
Tutumlarmimn Ortalama ve Standart Sapma Degerleri

Olcekler N X S

Mutluluk 338 2,96 1,07
Ogretmenlik Meslegine Yonelik Tutum (Genel) 338 3,86 ,915
Isteklilik 338 4,31 ,856
Olumsuzluk 338 3,13 1,19
Niteliklilik 338 4,56 ,690
Oncelik 338 4,01 ,983

Tablo 3’¢ bakildiginda, arastirmaya katilan pedagojik formasyon oOgrencilerinin mutluluk diizeyi
ortalamalarinin (X=2,96) “Az Katiliyorum” diizeyinde; 6gretmenlik meslegine yonelik tutumlarinin ise (X= 3,86)
“Katiliyorum” diizeyinde oldugu ortaya cikmistir. Arastirma Orneklemini olusturan pedagojik formasyon
ogrencilerinin mutluluklarmim orta diizeyde oldugu bunun yaninda 6gretmenlik meslegine karsi olumlu tutum
sergiledikleri goriilmektedir.

2. Pedagojik Formasyon Ogrencilerinin Bazi Demografik Ozellikleri Agisindan Mutluluk ve
Ogretmenlik Meslegine Yonelik Tutum Diizeylerinin Incelenmesi

Bazi demografik degiskenler agisindan pedagojik formasyon o&grencilerinin mutluluk ve 6gretmenlik

meslegine yonelik tutum diizeylerinin ne kadar degistigine iligkin veriler Tablo 4’te sunulmustur.

Tablo 4: Pedagojik Formasyon Ogrencilerinin Mutluluk ve Ogretmenlik Meslegine Yénelik Tutumlarinin Bazi
Demografik Ozelliklerine Goére Karsilastirilmasi

L Medeni Mezun Olma
Cinsiyet Yas
Degiskenler Durum Durumu
t p t p t p F p
Mutluluk -1,641 ,101 -2,625 ,009" 1,591 , 113 , 786 ,456
Ogretmenlik Meslegine Yonelik —; 499 135 2993 022 1300 195 982 376
Tutum
Isteklilik -1,174 241 -2,054 ,041" 575 ,566 ,867 421
Olumsuzluk -,839 ,402 -, 764 ,445 1,620 , 106 1,012 ,364
Niteliklilik -1,763 ,079 -1,954 052 1,755 ,080 1,194 304
Oncelik -, 759 ,449 -2,366 ,019" ,819 413 ,990 373
*p<.05

Tablo 4’te yer alan bulgular incelendiginde pedagojik formasyon o6grencilerinin mutluluk diizeylerinin
cinsiyetlerine gore anlamli farklilik gostermedigi goriilmektedir. Bu bulguya gore pedagojik formasyon
ogrencilerinin kadin ya da erkek olmalarmin onlarin mutluluk diizeylerine etki etmedigi sdylenebilir. Pedagojik
formasyon 6grencilerinin mutluluk diizeylerinin medeni durumlarina gore anlamli farklilik gosterdigi goriilmiistiir
[taa2)=-2,625, p<,05]. Sira ortalamalar1 dikkate alindiginda, bekar katilimcilarin lehine bir durumun s6z konusu
oldugu goriilmektedir (Xewi=3,51; Xpeka=3,66). Bekar ogrencilerin evli 6grencilere gére daha mutlu olmalari,
sorumluluklarinin evlilere oranla daha az olmasi, ekonomik anlamda burslarla ve/veya ailelerinden destek
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gormeleri, evli 6grencilere gore daha rahat hareket edebilmeleri gibi farkli birgok nedenden kaynaklandigi
sOylenebilir. Pedagojik formasyon 6grencilerinin mutluluk diizeylerinin onlarin mezun olma durumlarina goére ve
yaslarina gore anlamli bir farklilasmanin olmadig: ortaya ¢ikmuistir.

Tablo 4 incelendiginde, pedagojik formasyon &grencilerinin 6gretmenlik meslegine yonelik tutumlarina iligkin
goriiglerinin cinsiyet degiskeni bakimindan anlamli bir sekilde farklilasmadigi [tsss)=-1,499, p>,05],gerek kadin
gerekse erkek katilimcilarm 6gretmenlik meslegine yonelik tutumlarinin yiiksek diizeyde oldugu, her iki gurubun
da Ogretmenlik meslegine yonelik tutumlarmm “Katiliyorum” diizeyinde oldugu gorilmiistiir (Xerkek=4,06;
Xkadn=4,14). Pedagojik formasyon Ogrencilerinin mezuniyet durumlart ve yaslari ile dgretmenlik meslegine
yonelik tutumlari ve alt boyutlarinda anlaml bir farklilasmanin olmadig1 gériilm{stiir.

Aragtirma 6rnekleminin medeni durumlar1 yoniinden mesleki tutumlarina iligskin goriisleri arasinda anlamli bir
farklilagsmanm oldugu goriilmistiir [tase=-2,293, p<,05]. Sira ortalamalarina bakildiginda bekar dgrencilerin evli
Ogrencilere gore 6gretmenlik meslegine yonelik tutumlarmim daha olumlu oldugu belirlenmistir (Xewi =4,08; Xgekar
=4,23). Ogretmen adaylarmin meslege yonelik tutumlarmin, onlarin mezun olma durumlarina gore anlamli bir
farkhilik gostermedigi de goriilmiistiir. Ogretmenlik meslegine yonelik tutumun alt boyutlarma bakildiginda ise
isteklilik alt boyutunda katilimcilarin medeni durumlar agisindan bekar katilimcilarin lehine anlamli bir farklilik
oldugu (Xewi=4,28; Xpekar=4,47); Oncelik alt boyutunda da ise bekar katilimeilarin lehine anlamli bir farklilik
oldugu (Xewi=2,38; Xpear=2,52) diger alt boyutlarda ise anlamli bir farklilagmanin olmadigi goriillmiistiir.

3. Pedagojik Formasyon Ogrencilerinin Mutluluk Diizeyleri ve Ogretmenlik Meslegine Yonelik
Tutumlar1 Arasindaki Iliskinin Incelenmesi

Pedagojik formasyon &grencilerin mutluluk diizeyleri ile 6gretmenlik meslegine yonelik tutumlari arasindaki
iliskiyi ortaya koymak amaciyla yapilan Pearson Korelasyon testi sonuglar1 Tablo 5’te verilmistir.

Tablo 5: Pedagojik Formasyon Ogrencilerinin Mutluluk Diizeyleri ile Ogretmenlik Meslegine Yonelik
Tutumlar1 Arasmdaki Iliski

Mutluluk Tutum
Mutluluk 1
p
Tutum ,223* 1
p ,000
*P<0,01

Pedagojik formasyon 6grencilerinin mutluluk diizeyleri ile 6gretmenlik meslegine yonelik tutumlari arasinda
diisiik diizeyde, pozitif ve anlamli bir iliski oldugu goriilmiistiir. Buna gore 6grencilerin mutluluk diizeyleri
arttikca, 6gretmenlik meslegine yonelik tutumlarinin da artacagi sdylenebilir.

4. Pedagojik Formasyon Ogrencilerinin Mutluluk Diizeylerinin Ogretmenlik Meslegine Yonelik
Tutumlarina Etkisi

Pedagojik formasyon 6grencilerinin mutluluk diizeylerinin 6gretmenlik meslegine yonelik tutumu ne diizeyde
yordadigini ortaya koymak i¢in yapilan regresyon analizine iliskin sonuglar Tablo 6’dae verilmistir.

Tablo 6: Pedagojik Formasyon Ogrencilerinin Mutluluk Diizeylerinin Ogretmenlik Meslegine Yonelik
Tutumlarma Etkisine Dair Regresyon Analizi Sonuglari

Bagimh Bagimsiz B Shata ] T p Durbin Watson
Degisken Degisken
Mutluluk Sabit 69,868 2,848 24,534 ,000
2,12
Tutum ,505 ,115 ,233 4,392 ,000

R=,233 R?=,054 F=19,289 P=,000
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Tablo 6’ya bakildiginda Regresyon modeline ait Durbin Watson degerinin 2.12 oldugu goriilmektedir. Hata
terimleri arasinda bir korelasyon bulunup bulunmadigini ortaya koyan Durbin Watson testinin istatistik degerinin
2’ye yakin olmasinin hata terimleri arasinda bir korelasyonun olmadigini isaret ettigi ve bunun da regresyon
analizinde olumlu bir durum oldugu g6z oniinde bulunduruldugunda 2.12 degerinin regresyon modeli i¢in kabul
edilebilir bir deger oldugu ifade edilebilir. Yine Tablo 6’da goriildiigii gibi yapilan basit dogrusal regresyon
analizine gore pedagojik formasyon egitimi alan 6grencilerin mesleki tutumlarina iliskin toplam varyansm %51
mutluluk degiskeni ile agiklanmakta ve dgrencilerin mutluluk diizeyleri onlarm 6gretmenlik meslegine yonelik
tutumlarini pozitif yonde anlamli bir sekilde etkilemektedir.

Sonug, Tartisma ve Oneriler

Aragtirma sonucuna gore pedagojik formasyon o&grencilerinin mutluluk diizeylerinin orta diizeyde oldugu
soylenebilir. Ciinkii mutluluk dl¢eginden alman puanlarin yiiksekligi bireyin mutluluk diizeyinin yiikseldigini
ifade etmektedir (Dogan ve Sapmaz, 2012). Olcekten alinabilecek en diisiik puanin 7; en yiiksek puanin 35 oldugu
dikkate alindiginda, pedagojik formasyon &grencilerinin mutluluk 6lgeginden aldiklar: toplam 20 puanin orta
diizey bir mutluluk diizeyini isaret ettigi belirtilebilir. Yazic1 (2015) tarafindan yapilan arastirmada da bu
aragtirmanin bulgularina paralel olarak pedagojik formasyon egitimi alan &grencilerin mutluluklarmin orta
diizeyde oldugu goriilmiistiir. Universite dgrencilerinin mutluluklar1 iizerine yapilan farkli bir arastirmada ise
ogrencilerin mutluluk diizeylerinin yiiksek oldugu sonucuna ulagilmistir (Aksoy, Giingor Aytar & Kaytez, 2016).
Pedagojik formasyon egitimi alan Ogrencilerin mutluluk diizeylerinin yiiksek olmamasina sebep olarak bu
ogrencilerden bir lisans programma devam edenlerin ayni anda lisans ve pedagojik formasyon egitimi
almalarindan dolay1 yasadiklar: yogunluk gosterilebilir. Lisans 6grenimini tamamlamis olan pedagojik formasyon
ogrencilerinin ¢ogunlukla heniiz bir is sahibi olamamalari; is sahibi olanlarmn ise is ve egitim yasamlarini ayni anda
yiiriitmeye calismalarindan dolay: yasayabilecekleri sikintilar mutluluk diizeylerinin yiiksek ¢ikmamasmin olasi
nedenleri olarak ifade edilebilir.

Aragtirmada elde edilen bir diger sonug¢ ise pedagojik formasyon egitimi alan Ggrencilerin ogretmenlik
meslegine yonelik tutumlarinin olumlu olmasidir. Kaya ve Biiyiik kasap (2005), Giirbiiz ve Kisoglu (2007), Dogan
ve Coban (2009) ile Can’in (2010) yapmis olduklar1 arastirmalar bu arastirmanin bulgulari ile ortigsmektedir.
Bunun yaninda Akpimnar, Yildiz ve Ergin (2006) tarafindan Fen Bilgisi 6gretmen adaylari iizerinde yapilan
aragtirmada 6grencilerin 6gretmenlik meslegine yonelik tutumlarinin orta seviyede oldugu bulgusuna ulasiimistir.
Ogretmenlik meslegine yonelik tutumu belirleyen degiskenlerden birisi de egitimdir (Bursalioglu, 2012). Bu
nedenle pedagojik formasyon siirecinde alinan dgretmenlik meslek egitiminin 6grencilerin 6gretmenlik meslegine
yonelik olumlu tutumlarmnin artmasina neden oldugu ifade edilebilir.

Pedagojik formasyon egitimi alan 6grencilerin mutluluk diizeylerinin cinsiyet degiskeni agisindan anlamli bir
sekilde farklilasmadig1 goriilmiistiir. Gonener, Oztiirk ve Yilmaz (2017), Aksoy, Giingér ve Kaytez (2017) ve
Akyliz, Yasartirk, Aydin, Zorba ve Tiirkmen (2017) tarafindan yapilan galismalarin bulgulari aragtirmanin bu
bulgusu ile ortiismektedir. Giilcan ve Nedim Bal (2014) tarafindan yapilan aragtirmada ise geng yetiskinler
iizerinde yapilan arastirmada cinsiyet ile mutluluk arasinda anlamli bir farklilagma oldugu bulgusuna ulasilmistir.
Anlamsal mutluluk anlayisina gére erdem ve degerlerin yasama anlam kazandirmasi mutluluk olarak ifade
edilmektedir (Ryan & Deci, 2001). insanlarm tasidiklar1 erdem ve degerlerin ve bunlarin yasanma diizeylerinin
farkli olmasi bireylerin mutluluk diizeylerinin bir belirleyicisi olacagi bu bakimdan da farkli 6rneklemlerin
mutluluk diizeylerinin cinsiyet degiskenine gore degisebilecegi belirtilebilir.

Aragtirma sonucunda pedagojik formasyon 6grencilerinin cinsiyet degiskeni yoniinden dgretmenlik meslegine
yonelik tutumlar1 arasmda anlamli bir farklilagsmanin olmadig goriilmiistiir. Bu bulgu Ozder, Konedrali ve Perkan
Zeki (2010) ile Demirtas, Cémert ve Ozer (2011) tarafindan yapilan arastirmalarin bulgulari ile Srtiismektedir.
Bunun yaninda Capa ve Cil (2000) ile Baykara Pehlivan (2008) tarafindan yapilan arastirmalarda 6gretmen
adaylarinin cinsiyetleri ile onlarin meslegine iligkin tutumlari arasinda anlamli farkliligin bulundugu belirlenmistir.

Pedagojik formasyon egitimi alan 6grencilerin mutluluk diizeylerinin medeni durumlari agisindan anlamli bir
sekilde farklilastig1 goriilmiistiir. Bekar 6grenciler evli 6grencilere oranla daha mutludurlar. Arastirmanm bu
bulgusu Sentiirk (2011) ve Cihangir (2005) tarafindan yapilan arastirmalarin bulgular ile oOrtiismektedir.
Habibzadeh ve Allahvirdiyani (2011) tarafindan yapilan arastirmada ise medeni durum ile mutluluk arasinda
anlaml bir farklilagmanin olmadig1 sonucuna ulagilmistir. Bu arastirma sonucunda ortaya ¢ikan, bekar 6grencilerin
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evli 6grencilere gére daha mutlu olduklar: bulgusu bekar 6grencilerin tasidiklar: sorumluluklarmin evli 6grencilere
nispeten daha az olmasi ile agiklanabilir.

Arastrma sonucunda pedagojik formasyon egitimi alan Ogrencilerin medeni durumlari ile 6gretmenlik
meslegine yonelik tutumlart arasinda anlamli bir farklilik oldugu goriilmiistiir. Bekar 6grencilerin 6gretmenlik
meslegine yonelik tutumlari evli 6grencilere gore daha olumludur. Tutum bireyin hayatindaki olaylara karsi
zihinsel siireglerini kalici, duygusal ve giidiisel olarak orgiitlemesidir (Krech & Grutchfield, 1965: Akt.: Temizkan,
2008). Bekar 6grencilerin gogunlukla yaslarinin evlilere gére kiigiik olmasi ve buna paralel olarak da zihinsel
yipranmalarinin az olmasi 6gretmenlik meslegine yonelik tutumlarinimn evlilere gore daha olumlu olmasmin bir
nedeni olarak soylenebilir. Arastirma sonucunda ayrica pedagojik formasyon egitimi alan 6grencilerin gerek
mutluluk diizeylerinin gerekse meslege yonelik tutumlarinin mezun olma durumlar1 ve yas degiskeni agisindan
anlamli bir gekilde farklilagmadigi sonucuna ulagilmisgtir. .

Arastirma verilerine gore pedagojik formasyon egitimi alan 6grencilerin mutluluk diizeyleri ile 6gretmenlik
meslegine yonelik tutumlar1 arasinda diisiik diizeyde, pozitif yonli anlamli bir iliskinin oldugu ortaya ¢ikmustir.
Pedagojik formasyon egitimi alan 6grencilerin mutluluk diizeylerinin, onlarin 6gretmenlik meslegine yonelik
tutumlarinin anlamli bir yordayicisi oldugu gériilmiistiir. Pedagojik formasyon dgrencilerinin mutluluk diizeylerini
arttirici ortamlarin olusturulmasi onlarin 6gretmenlik meslegine yonelik tutumlarinin da olumlu yénde artmasim
saglayacaktir. Nitekim daha Once yapilan aragtirmalar 6gretmenlerin mesleklerine yonelik tutumlarinin yiiksek
olmasinin onlarin daha nitelikli ve etkili 6gretmen olmalarini kolaylastirdigini ifade etmektedir (Cicek Saglam,
2008; Erdem, Gezer & Cokadar, 2005). Bu nedenle egitim fakiilteleri ve pedagojik formasyon egitimi veren diger
fakiiltelerin, 6grencilerin 6gretmenlik meslegine yonelik tutumlarini artiric: etkinliklere daha fazla yer ve zaman
ayirmast Ogretmen adaylarinin 6gretmenlik meslegine karsi tutumlarmi olumlu yonde etkileyecegi dolayisiyla
egitim sisteminin niteligine bu yoniiyle katki sunulacag belirtilebilir.

Aragtirmanin sonucunda asagidaki onerilere yer verilmistir.
1. Arastirmanin Bulgularina Dayali Oneriler

1.1. Arastirma bulgularina gore dgrencilerin mutluluk diizeylerinin artmasinin, onlarin 6gretmenlik meslegine
yonelik tutumlari iizerinde olumlu degisime sebep oldugu ortaya ¢ikmistir. Bu nedenle dgretmen aday1 olan
ogrencilerin mutluluk diizeylerinin artmasina katki sunacak sosyal, sanatsal, sportif ortamlar ile egitim
ortamlarmin olusturulmasi ve var olan ortamlarin sartlarmin iyilestirilmesi saglanabilir. Boylece dgretmen
adaylariin 6gretmenlik meslegine yonelik tutumlarinda da olumlu degisiklikler yaratilabilir.

1.2. Arastirma sonucunda evli 6grencilerin mutluluk diizeyleri ile 6gretmenlik meslegine yonelik tutumlarinin
bekar 6grencilere oranla daha diisiik diizeyde oldugu ortaya ¢ikmistir. Evli 6grenciler i¢in sorumluluklarini
yerine getirmede kendilerine destek olacak uygulamalarin arttirilmasi saglanabilir. Bununla ilgili olarak evli
ogrencilerin sorunlarini tespite doniik iiniversiteler tarafindan taramalar yapilip bu tarama sonucunda eylem
planlart hazirlanarak bu planlar uygulamaya konulabilir.

2. Gelecekte Yapilacak Olan Aragtirmalar i¢in Oneriler

2.1. Bu arastirmada pedagojik formasyon egitimi alan 6grencilerin mutluluklar: ile 6gretmenlik meslegine
yonelik tutumlar1 arasindaki iligki ve mutlulugun 6gretmenlik meslegine iligskin tutuma etkisi incelenmistir.
Yapilacak farkli aragtirmalarda 6gretmenlik meslegine yonelik tutumu etkileyebilecegi diisiiniilen kaygi,
kisilik ozellikleri, 6z yeterlik algisi, egitim ortamlarmin yeterlilikleri, 6gretmen yetistiricilerin etkileri gibi
farkli degiskenler ile mutluluk arasindaki iligki incelenebilir.

2.2. Bu arastirmada nicel aragtirma yontemi kullanilarak incelenmis olan mutluluk ile 6gretmenlik meslegine
yonelik tutum arasindaki iligkinin derinlemesine incelenebilmesi icin nitel arastirma yontemi kullanilarak
farkli bir ¢alisma gerceklestirilebilir.

Bilgilendirme

Bu calisma, 18-22 Nisan 2018 tarihleri arasinda Antalya’da diizenlenmis olan 27. Uluslararas1 Egitim
Bilimleri Kongresinde sunulan sozlii bildirinin genisletilmig halidir.
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Introduction

It is known that measurement and evaluation are decisive in making sense of the phenomena and events related
to different areas of life. Measurement and evaluation also have a significant function in the process of education
and teaching activities. Despite the various definitions based on context and fields in the literature, measurement
can be defined as the determination or gradation of the qualitative or quantitative properties of phenomena and
events. On the other hand, the concept of evaluation is, eventually, the process of decision-making. The process
of measurement aims to describe the phenomena and events exactly as they are within the bounds of possibility.
However, the results of measurement are compared with the determined criteria in the process of evaluation. In
other words, the result of measurement is surveyed whether it corresponds to the condition determined by the
criteria. From this aspect, evaluation is different than measurement since it results in a decision on the measured
property (Ozgelik, 1992). This definition hints a significant relationship between the processes of measurement
and evaluation. The fact that evaluation is made only through a completed measurement activity lies in the essence
of the relationship between measurement and evaluation. Hence, in its broadest sense, the evaluation of an activity
depends primarily on the measurement activity. It can be seen that the evaluation of an activity can be carried out
through the measurement process.

In the process of education and teaching, students’ academic success is attempted to be determined by various
measurement and evaluation approaches (Gelbal & Kelecioglu, 2007; Giiler, 2017; Metin & Ozmen, 2010; Yasar
& Sozbilir, 2013; Yildiz & Uyanik, 2004). However, the measurement and evaluation approaches used in the
process of education and teaching have several consequences beyond determining students’ academic success.
Considering within the individual context, it primarily aims to facilitate students’ life following the education
process through behaviors, skills and knowledge to be acquired. Furthermore, education and teaching activities
have a role and significance in the realization of institutional and social objectives. Along with the fact that the
realization of micro and macro objectives of education either socially or institutionally is volitional, the level of
achieving volitions can be determined by the determination of what level these objectives are attained. This is
achieved by measurement and evaluation activities that have a significant functional role in the process of educa-
tion. Along with the fact that a measurement and evaluation activity takes place in all educational processes in-
volving learning in the progress within the historical process, it is observed that measurement and evaluation ap-
proaches differ according to the context fundamental to epistemological theories. To exemplify, it is assumed that
the idea that it would not be sufficient to measure students’ academic success through evaluation based on merely
on their answers in exams was adopted according to the structuralism theory which establishes the fundamental
philosophy of Turkish secondary education system. In addition, the idea of evaluating individual and group per-
formances of students was also adopted (Baki & Birgin, 2002; Birgin, 2008). In this respect, there are various
measurement and evaluation approaches used in practice (Ari, 2010; Deniz & Kaptan, 2001; Dés, 2016; Kaya,
Karagam, Es & Tuncel, 2013; Senel Coruhlu, Er Nas & Cepni, 2009; Yigit & Kirimli, 2015) and examined within
theoretical context recently. As a matter of fact, the related literature has numerous methods, approaches and tech-
niques (Altun & Gelbal, 2014; Biiyiiktokatli & Bayraktar, 2014; Nazligicek & Akarsu, 2008) developed for the
solution of issues in measurement and evaluation in educational activities. However, one of the fundamental rea-
sons for the difference in measurement and evaluation methods is the variety of topics and academic disciplines
subject to education. Another reason can be the fact that a standardized measurement and evaluation approach has
not yet been developed for the determination of the effectiveness of education.

In the review of literature, it is seen that measurement and evaluation approaches were examined under two
categories (Akbas & Gengtiirk, 2013; Deniz & Kaptan, 2011; Kuran & Kanatli, 2009; Yildiz & Uyanik, 2004).
The first one is the traditional measurement and evaluation approach which fundamentally aims to determine the
level of student outcomes achieved in the process of education. Traditional measurement and evaluation ap-
proaches aim to assess learning on cognitive level. However, the idea that the assessment of learning within affec-
tive and psychomotor domains enables the evaluation of meaningful learning is also advocated (Bertiz & Uluginar
Sagir, 2014). As a matter of fact, not only cognitive learning abilities of students but also their development of
affective and psychomotor domains were also considered in the learning process according to the view held re-
cently (Demirbas & Yagbasan, 2004). It can be stated that a differentiation of objectives, in other words, a learning
process which aims the development and acquisition of cognitive, affective and psychomotor behaviors might be
difficult to evaluate through traditional measurement and evaluation methods. However, research indicates that
alternative measurement and evaluation methods are not functional due to a number of limitations and difficulties

875



Student Performance Task Assessment

including crowded classrooms, time management, the development, implementation and evaluation of measure-
ment instruments, teachers’ lack of knowledge and skills regarding alternative measurement and evaluation meth-
ods, determination of criteria to assess student tasks, scale development and utilization (Anil & Acar, 2008; Ar,
2010; Biiyiiktokatli & Bayraktar, 2014; Ciftgi, 2010; Daghan & Akkoyunlu, 2014; Dos, 2016; Gelbal & Kele-
cioglu, 2007; Kaya, Karacam, Es & Tuncel, 2013; Kuran & Kanatli, 2009; Metin, 2013; Metin & Ozmen, 2010;
Nazlicicek & AkKarsu, 2008; Ozdemir, 2010; Saglam-Arslan, Devecioglu-Kaymak¢1 & Arslan, 2009; Senel
Coruhlu, Er Nas & Cepni, 2009; Yasar & Sozbilir, 2013).

Research indicates that performance tasks (Altun & Gelbal, 2014; Anil & Acar, 2008; Ar1, 2010; Ciftgi, 2010;
Daghan & Akkoyunlu, 2014; Kaya, Karagam, Es & Tuncel, 2013; Metin & Ozmen, 2010; Ozdemir, 2010; Senel
Coruhlu, Er Nas & Cepni, 2009; Yigit & Kiriml, 2015) as a type of alternative measurement and evaluation
approaches are mostly embraced and employed by teachers in Turkish education system. One of the fundamental
reasons for this can be the provision in the 50" article of the Regulation on Secondary Education Institutions
(MEB, 2013) by the Ministry of National Education (MONE) which covers the regulation on the procedures and
principles concerning the operation, administration, teaching and education in formal state and private secondary
school institutions affiliated to the MONE in Turkey. As a matter of fact, with the new rearrangement made in
2017 (Article 50- Amendment: Republic of Turkey Official Gazette, 2017) which states that “according to the
types of schools, students carry out projects and tasks apart from exams along with seminars, conferences and
similar exercises oriented at community service. Students perform at least one performance task in all courses
every semester and do one project in at least one course in an academic year.”

It is possible to interpret that the reason for the frequent and common use of performance tasks in practice is
through this rearrangement adopted by the related regulation and the MONE. Another reason is the view that
performance task assessment is easier to implement than other methods of alternative measurement and evaluation.
However, the functionality expected of the approach to the assessment of student performance tasks in the process
of education and teaching is possible with the implementation of the conceptual content ascribed to student per-
formance task assessment. This might be possible with the answer to the question of how measurement and eval-
uation will be made in student performance task assessment. However, there are some problems and limitations to
measurement and evaluation encountered in the implementation of performance task assessment approach. As a
matter of fact, it can be observed that some problems including the selection of subject to be given as a performance
task or project, its appropriateness to students’ levels, the number of performance tasks to be given in an academic
term, the way assignments are made and assessed, and the selection of assessment criteria which are considered to
be serious exist in the implementation of performance task assessment when conducted research in the literature
(Ar1, 2010; Ciftei, 2010; Kaya, Karacam, Es &Tuncel, 2013; Metin & Ozmen, 2010) are examined. When the
research on this phenomenon are examined in detail, it can be observed that teachers’ lack of knowledge of alter-
native measurement and evaluation instruments — how the subjects to be assigned as performance tasks will be
selected and prepared and how the assessment criteria will be determined and evaluated — the fact that they have
problems in time and practice are some of the teacher-induced problems. Individual differences among students,
positive or negative attitudes towards performance tasks and projects, much attention attached to the success they
will have in the central placement and selection exams lead to problems in the preparation, presentation and exe-
cution of their performance tasks. The economic conditions of families, their attention to students, their negative
attitudes towards projects and performance tasks, their lack of knowledge of projects and performance tasks of
their children, their lack of attention and counsel while their children carry out their projects and performance
tasks, too much attention displayed contrarily by some parents, and preparation of performance tasks by parents
instead of students are some of parent-induced problems. In general, time, resources, materials, schools’ physical
capacity, classroom population, lack of exemplary implementations, and practitioners’ lack of knowledge are some
of the problems encountered in the implementation of alternative measurement and evaluation methods (Anil &
Acar, 2008; Ari, 2010; Ciftgi, 2010; Daghan & Akkoyunlu, 2014; Kaya, Karacam, Es & Tuncel, 2013; Metin &
Ozmen, 2010; Ozdemir, 2010; Senel Coruhlu, Er Nas & Cepni, 2009).

The issues discussed above indicate that the evaluation of student success with an objective and reliable ap-
proach in performance task assessment is unsatisfactory. A systematic measurement and evaluation approach to
student performance task assessment has not been encountered in the review of literature. Minimizing the problems
encountered in student performance task assessment by teachers can be possible with the development of the frame
of measurement and evaluation of student performance task assessment. The conceptual frame of performance
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task assessment requires the implementation of measurement and evaluation to be integrative-quantitative. Fur-
thermore, there are certain detailed and problem-causing issues to be answered in the implementation of perfor-
mance task assessment. The first of these is that there must be criteria determined in performance task assessment
since the measure must be appropriate to the evaluation to reach a correct conclusion in evaluation as stated by
Ozgelik (1992). Every measure determines the condition for the usefulness of a measurement’s result with a dif-
ferent purpose. A conformable measure to be used to make an evaluation with a definite purpose must be sought
(Ozgelik, 1992). As a matter of fact, it was stated in a study (Metin & Ozmen, 2010) that it is important on what
criteria to evaluate performance tasks assigned to students by teachers. Another issue encountered in the evaluation
of student performance tasks is probably the question of how to evaluate when there is more than one evaluation
criterion. Considering this issue is vital to make an objective evaluation of student performance task. In addition
to this, there will be numerous criteria in the evaluation of student performance task and a variety of scientific
fields and subjects within a performance task. For example, the performance task assessment undertaken within a
mathematics course offered in high school education level will differ from the criteria of the performance task
assessment made in a chemistry course in terms of quality and quantity. Besides, such a case might occur in the
same scientific field along with the differentiation of subject contents.

For instance, the assessment criteria of performance tasks offered on “Atom and Periodic System” may not be
similar in terms of quantity and quality to those of prepared on a subject titled “Chemistry Field Interests” in a
chemistry course. Another aspect of the criteria that stems from being a feature of the evaluation of integrative
systems (Chen, Hsieh & Do, 2015; Lai & Choi, 2015; Lupo, 2013; Wu, Chen, Chen & Zhuo, 2012) is the relative
importance attached to them. In other words, the level of relative importance of the criteria that must be considered
in performance task assessment may not be the same as the one in the process of measurement and evaluation. For
instance, the relative importance of “n1”” which is one of the “n” criteria based in student performance task assess-
ment may be different from those of “n2” or “nn”. Therefore, student performance task assessment needs to be
carried out in the basis of weight considering the potential differences of importance of the criteria. Another issue
encountered in practice is how to measure student performance task according to the determined criteria. For
instance, the question for teachers is, based on the criteria, how to and with which instrument to measure the
performance task about “The Physical States of Matter”” which was a study subject in a performance task prepared
in a chemistry course.

Within the context of the views expressed in the introduction part of this study, the second part includes the
techniques used in the study along with the theoretical framework of the approach proposed in accordance with
the evaluation of student performance tasks. In the third part of the study, the findings of the evaluation of a student
performance task on the subject of “Elements” determined as a consequence of course outcomes (MEB, 2017) in
the unit of “Science of Chemistry” in accordance with a 9" grade chemistry course were presented. The fourth part
includes the evaluation of the results of the study and further suggestions.

Method

The study consists mainly of two stages. In the first stage, the criteria for student performance task assessment
were determined and selected while the measurement and evaluation of student performance task assessment based
on the determined criteria were presented in the second stage.

In this study, the implementation of the method mentioned above encompasses student performance task as-
sessment of a 9" grade chemistry course subject titled “Elements” in the academic year of 2017-2018. Data were
collected in two ways in accordance with the purpose of the study. First, the data of this study, as in the relevant
literature of multiple criteria decision-making (Dagdeviren, Yavuz & Kiling, 2009; Shyur, 2006; Yiiksel & Geban,
2015), were gathered from expert opinion in compliance with the methods used in this study. With this purpose in
mind, the expert group of this study consists of the first researcher, an expert chemistry teacher working in a high
school in Ankara, and the people who bear the title as chemistry teachers. Other members of the expert group were
informed by the first researcher about the purpose of the study, student performance task, the criteria for pairwise
comparison and the evaluation of the criteria according to learning domains. The expert group made the following
pairwise comparisons and evaluations based on common view:

v’ Pairwise comparisons of learning domains
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v’ Evaluation of performance task assessment criteria according to learning domains
v’ Pairwise comparisons of main groups of the criteria fundamental to performance task
v’ Pairwise comparison of performance task assessment criteria

In the first stage of the implementation, evaluations were made based on expert opinion. Using the scale de-
veloped by Saaty (1980) in Table 1, the expert group formed in this study evaluated pairwise comparisons of
performance task assessment criteria and pairwise comparisons of main groups of the criteria fundamental to per-
formance task as well as pairwise comparisons according to learning domains.

Table 1. Level of Importance in Pairwise Comparisons

aij Definition Explanation
1 Equal importance Two activities contribute equally to the objective
3 Weak importance An activity is favored very slightly over another
5 Strong importance An activity is favored strongly over another
7 Very strong or demon- An activity is favored very strongly over another
strated importance
9 Extreme importance The evidence favoring one activity over another is of the
highest possible order of affirmation
2,4,6,8 Intermediate values Used when necessary

In the second stage of the study, the assessment of student performance task was made by the 9™ grade chemistry
teacher in the expert group. In relation to the evaluations of the findings in the first and second stages, data were
analyzed through Expert Choice (2000) and Microsoft Excel (2016) programs.

Multiple Criteria Decision-Making Techniques Used in The Study

TOPSIS (Technique for Order Performance by Similarity to Ideal Solution) and AHP (Analytic Hierarchy
Process) which are two of multiple criteria decision-making techniques were utilized in this study about student
performance task assessment.

AHP Technique

Developed by Saaty (1980), AHP is a technique utilized frequently in problems related to multiple criteria
decision-making in the literature (Gupta & Chaudary, 2017; Lupo, 2013; Wu, Chen & Zhuo, 2012; Zyoud &
Fuchs-Hanusch, 2017). The main characteristic of the AHP technique is that the problem of analysis is a whole of
the elements consisting of items. Because of this feature, the items that constitute the problem of research primarily
in the AHP technique are organized hierarchically according to the objective function. This kind of distinction
ensures that all the elements that make up the problem of research are in the model. Thus, pairwise comparison
matrices are constructed according to the hierarchical levels and grouping of the items in the generated model
(Saaty, 1980; Saaty, 1986). According to this, in the AHP technique, the comparison of i. component and j. com-
ponent is indicated by aj. In the parallel model, the pairwise comparison of j. component and i. component is
indicated by aj;. In other words, the value of a;; component in AHP is equal to the value of a;;— 1/a;; equation. In
pairwise comparisons of the components in AHP model, the scale (Table 1) proposed by Saaty (1980) is most
utilized. Another characteristic of AHP technique is the square matrices of nxn size where pairwise comparison
matrices are made (n-1)/2 times.

As a result of the pairwise comparisons made in AHP, nxn size square is indicated in the matrix as follows
(Saaty, 1980):

l a12 a:ln

A — 1/a12 l " a'2n
. 1

1/a1n ]7/a2n 1
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The priority vector is determined by the equation of (A— Amax 1) W=0. Within this equation, A symbolizes the
pairwise comparison matrix, W eigenvector and Amax the highest eigenvalue of A matrix. Another characteristic of
AHP is the ability to determine how inconsistent the pairwise comparisons concerning the evaluation of superiority
are (Saaty, 1980; Saaty, 1991). It is necessary to calculate the consistency index (C.1.) and random index (R.1) to
determine the inconsistency ratio (I.R.) The consistency index is calculated by the equation of C.I = (Amax —n)/
(n—1). In the equation, n symbolizes the dimension of the matrix. The value of random index, on the other hand,
is determined by the dimension of the matrix (Table 2). Accordingly, the inconsistency ratio of pairwise compar-
ison matrix is calculated by the equation of C.R = C.1/ R.I. Even though the matrix can be different based on its
dimension, the consistency of pairwise comparisons is possible, with C.R. being less than 0.10. Pairwise compar-
isons are remade when the inconsistency ratio is larger than 0.10 in AHP. Pairwise comparisons of the components
in the scale and the calculation of the priorities and consistency ratios are performed for grouping at all hierarchical
levels in the scale.

Table 2. Random Index Values (RI) (Saaty, 1980)
(n) 1 2 3 4 5 6 7 8 9
(R) 000 000 058 090 112 124 132 141 145

TOPSIS Technique

TOPSIS, which is another method for multiple criteria decision-making, enables the evaluation and analysis
of numerous alternatives within the context of more than one criterion. TOPSIS was preferred in this study since
it was believed that it would be the most appropriate approach to determine the criteria to be used in student
performance task assessment and that one of the principal characteristics of TOPSIS technique is that it enables
the order of choices within the context of more than one criterion. In this study, TOPSIS technique was used since
it was believed that the criteria selection to be used in student performance task assessment might be under more
than one dimension. TOPSIS, one of the multiple criteria decision-making techniques, was first developed by
Hwang and Yoon (1981). It was used in the studies aimed to resolve multiple criteria problems through TOPSIS
technique (Dagdeviren, Yavuz & Kiling, 2009; Erséz, Kabak & Yilmaz, 2011; Zyoud & Fuchs-Hanusch, 2017).
The main steps of TOPSIS technique are as follows (Shyur, 2006):

Step 1: Form the decision matrix for order. The structure of the decision matrix is illustrated as below. A,
shows the potential alternatives; i = 1,... m; Fi indicates the related i. characteristic or criterion, and j=1, ... ,n;
fij is a value on condition that each alternative is compared to Ai and each Fj criterion.

F, F - F - E
AiThr iz f1j “ fin]
Az f21 f22 fzj f2n
D=

Ailfu  fo = fii v fa

Aj -fll sz f” f]n |
Step 2: Calculate the standardized decision matrix. R(= [ri]-]).The normalized value r;;is calculated by the fol-
lowing equation: = # J=1..,n; i=1,..,m

n 2
z j=1 fiJ'
Step 3: Calculate the weighted normalized decision matrix which is calculated by the multiplication of normalized

decision matrix and the related weights. Weighted normalized values v;; are calculated as follows: the v;;=w; 1;;,
j=1,..,n/i=1,...,m w; statement indicates the weight of j. characteristic or criterion.
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Step 4. Identify the ideal and negative ideal solutions. J indicates benefit criterion and J cost criterion, it fol-
lows as:

Vo={y v = (maxv‘JeJ (mlnv”‘JeJ)}
V*:{v;,...,v;}:{(miinvij‘jeJ),(miaxvij“eJ')},

Step 5. Calculate split measurements. This is calculated using m-dimensioned Euclidean distance. Splitting each

alternative from the ideal solution ( Df) is as follows:

n
D = Z (Vij —V,-+)2 ,i =1,....,m, likewise splitting each alternative from the negative ideal solution
j=1

( Di_) is as follows:

n
- — Z(Vij —Vj‘)z,i =1,...,m
Vj:l

Step 6: Calculate the relative distance to the ideal solution and identify the order of choices.

D-
The following equation demonstrates how the calculation and ordering are done: C, = IT—IIT’ i=1,....,m
T+ D.
1 1

Ci index value gets a value between 0 and 1. Large index values show better performance alternatives.

Findings

In this part of the study, the findings of student performance task assessment within the context of ‘Elements’
in a 9" grade chemistry course was introduced.

In the first step of this study, the criteria formation and selection based in student performance task assessment
was done. For this, firstly the criteria of student performance task assessment were determined. In the related
literature, no criterion was encountered in relation to the evaluation of a chemistry course or content within the
context of the specific chemistry subject. However, it was observed that some general performance task assessment
criteria were available in Secondary Education Chemistry Course Syllabus (MEB, 2007) and Secondary Education
9" Grade Chemistry Course Book (Dursun, Giilbay, Cetin & Tek, 2012; Giintut, Giines & Cetin, 2017) and sug-
gested to be used in Turkish education system. In addition to the fact that these resources (Dursun, Giilbay, Cetin
& Tek, 2012; Giintut, Glines & Cetin, 2017; MEB, 2007) were taken as a basis in the determination of the criteria
fundamental to this study, the criteria representing the course subject titled ‘Elements’ were developed in this study
(Table 3).

Table 3. Student Performance Task Assessment Criteria
Code Criteria
P01  Ability to present descriptive information
P02  Ability to present physical properties
P03  Ability to present chemical properties
P04  Ability to demonstrate its position in periodic system
P05  Ability to present exploratory information
P06  Ability to explain its uses in daily life
P07  Ability to introduce basic use of area in industry
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P08  Ability to give explanations of its effects on human health
P09  Ability to give explanations of its effects on the environment
P10  Ability to set the objective for performance tasks

P11  Ability to make a study plan applicable to performance

P12  Ability to identify the necessary resources

P13  Ability to use multiple and various subject-related resources
P14  Ability to direct relation of resources to the subject

P15  Up-to-date information

P16  Ability to use subject-related principles, phenomena and concepts appropriately
P17  Ability to support comments with proofs in resources

P18  Ability to use Turkish grammar and spelling rules

P19  Ability to display of critical thinking ability

P20  Ability to use creativity skills

P21  Ability to organize collected data through analysis

P22  Ability to implement performance tasks according to plan
P23 Ability to speak Turkish fluently and accurately

P24 Ability to support presentations with target-specific materials
P25  Ability to present topic by attracting the audience’s attention
P26  Ability to respond to questions

P27  Ability to use fluent and body language

P28  Ability to manage time effectively during presentation

P29  Ability to possess self-confidence during presentation

The criteria in Table 3 were subject to a two-step analysis. In the first step, 29 criteria about the course subject
titled ‘Elements’ included in the 9" grade chemistry course content and considered to be sufficient were deter-
mined. In the second step, TOPSIS method was utilized to determine the degree of importance to which those 29
criteria measure a performance task designed on a course subject titled ‘Elements’. The weights of the dimensions
to be taken as a basis in the criteria selection of student performance task assessment were calculated by AHP
method. Cognitive, affective and psychomotor learning domains were taken as a basis in the determination of the
degree of importance in the evaluation of the criteria of performance task in this study. Accordingly, the formed
pairwise comparison matrix and the calculated local weights were presented in Table 4. The consistency ratio
(CR=0.05) of the pairwise comparison matrix was found to be satisfactory in the calculation made.

Table 4. The Weights and Pairwise Comparisons of Learning Domains

Dimensions of Learning Domains CD AD PD  Weights
Cognitive (CD) 1 2 2 0.493
Affective (AD) 1 2 0.311
Psychomotor (PD) 1 0.196

The criteria for the assessment of the performance task in the study were weighted according to the learning
areas (cognitive, emotional and psychomotor dimensions), and then the number of criteria was reduced by TOPSIS
technique according to importance level. This is due to the fact that fewer but valid criteria are used to assess the
performance task, so that the performance task evaluation process is objective and facilitated. As a result of the
TOPSIS analysis (Table 5), the criteria to be based on performance evaluation were determined considering the
importance level. The arithmetic mean and the standard deviation value are taken into account as the critical values
for determining the criteria based on performance task evaluation. Accordingly, the criteria one standard deviation
(-0) under the arithmetic average (p) of the order values calculated through TOPSIS analysis were chosen. Thus,
the criteria within the interval of 84.1% [0.50+ (1o)] were chosen as far as the area under the normal distribution
curve was concerned. To do this, initially the arithmetic average (3.0267586) and standard deviation (0.4320363)
of the degrees of importance were calculated through TOPSIS analysis. The critical value was found to be (u-o)
2.594722. The criteria that have larger degrees of importance than this critical value were taken as a basis (Table
5).
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Table 5. Evaluation of the Criteria of TOPSIS Analysis according to Learning Domains

Code Criteria Cogni-  Affec- Psycho- Order
tive tive motor value
0.493 0.311 0.196
PO1  Ability to present descriptive information 5 3 2 3.790
P02  Ability to present physical properties 5 1 2 3.168
P03  Ability to present chemical properties 5 1 2 3.168
P04  Ability to demonstrate its position in periodic system 5 3 2 3.790
PO5  Ability to present exploratory information 4 3 3 3.493
P06  Ability to explain its uses in daily life 4 3 3 3.493
PO7  Ability to introduce basic use of area in industry 4 3 2 3.297
P08  Ability to give explanations of its effects on human 4 3 3
health 3.493
P09  Ability to give explanations of its effects on the envi- 4 3 3
ronment 3.493
P10  Ability to set the objective for performance tasks 4 2 2 2.986
P11  Ability to make a study plan applicable to perfor- 4 2 2
mance 2.986
P12  Ability to identify the necessary resources 4 2 3 3.182
P13  Ability to use multiple and various subject-related re- 4 2 2
sources 2.986
P14  Ability to direct relation of resources to the subject 3 2 2 2.493
P15  Up-to-date information 3 2 2 2.493
P16  Ability to use subject-related principles, phenomena 4 3 2
and concepts appropriately 3.297
P17  Ability to support comments with proofs in resources 3 3 2 2.804
P18  Ability to use Turkish grammar and spelling rules 3 3 3 3.000
P19  Ability to display of critical thinking ability 3 3 3 3.000
P20  Ability to use creativity skills 3 3 3 3.000
P21  Ability to organize collected data through analysis 3 2 3 2.689
P22  Ability to implement performance tasks according to 3 3 3
plan 3.000
P23  Ability to speak Turkish fluently and accurately 3 2 3 2.689
P24  Ability to support presentations with target-specific 3 3 3
materials 3.000
P25  Ability to present topic by attracting the audience’s at- 3 2 2
tention 2.493
P26  Ability to respond to questions 3 3 3 3.000
P27  Ability to use fluent and body language 2 1 2 1.689
P28  Ability to manage time effectively during presentation 3 3 3 3.000
P29  Ability to possess self-confidence during presentation 3 3 2 2.804

As can be seen in Table 5, the 25 criteria determined according to degree of importance following TOPSIS
analysis were classified under four categories (Table 6) and these criteria were recoded. According to the classifi-
cation in Table 6, pairwise comparison of primary and secondary criteria was made through AHP technique (Table
6, Table 7). Following the pairwise comparisons, initially the weights of the criteria and then those of main groups
were calculated through Expert Choice (2000) program. It was found that the consistency ratio of pairwise com-
parison matrix (Table 6) of the main groups was (CR) 0.09 and this ratio indicated consistent pairwise compari-

sons.
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Table 6. Pairwise Comparison of the Main Groups of the Criteria Fundamental to Performance Tasks

Groups E P C P
The properties of elements (E) 1 5 3 7
Preparation process (P) 1 13 5
Content (C) 1 5
Presentation(P) 1

Table 7. Pairwise Comparison of Performance Task Assessment Criteria

Criteria

THE PROPERTIES OF ELEMENTS (E)

El E2

E4

El
E2
E3
E4

ES
E6
E7
ES8

E9

Ability to present descriptive information (E1)
Ability to present physical properties (E2)

Ability to present chemical properties (E3)

Ability to demonstrate its position in periodic system
(E4)

Ability to present exploratory information (E5)
Ability to explain its uses in daily life (E6)

Ability to introduce basic use of area in industry (E7)
Ability to give explanations of its effects on human
health (E8)

Ability to give explanations of its effects on the en-
vironment (E9)

1

3
1

1/3
1/3

wwwam

wwwom

1/3

wwwam
wwwam

13 13

1 1/3
1

wwwam

1/3

1/3
3

PREPARATION PROCESS (P)

P1L P2

P1

P2

P3
P4

Ability to set the objective for performance tasks
(P1)

Ability to make a study plan applicable to perfor-
mance (P2)

Ability to identify the necessary resources (P3)
Ability to use multiple and various subject-related
resources (P4)

1

3

CONTENT (C)

Cl C2

C1
C2
C3
C4
C5
C6

c7

Ability to use subject-related principles, phenomena
and concepts appropriately (C1)

Ability to support comments with proofs in re-
sources (C2)

Ability to use Turkish grammar and spelling rules
(C3)

Ability to display of critical thinking ability (C4)
Ability to use creativity skills (C5)

Ability to organize collected data through analysis
(C6)

Ability to implement performance tasks according to
plan (C7)

1

1

1

1/3

W w w

PRESENTATION (P)

P1L P2

P3

P1
P2

P3
P4

P5

Ability to speak Turkish fluently and accurately (P1)
Ability to support presentations with target-specific
materials (P2)

Ability to respond to questions (P3)

Ability to manage time effectively during presenta-
tion (P4)

Ability to possess self-confidence during presenta-
tion (P5)

1

1/3
1
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In the second step of the study, student performance task assessment was performed based on the criteria and
calculated weights. Student performance tasks were evaluated according to the criteria presented in Table 8. Con-
sisting of six grades, this scale was used in multiple criteria decision-making problems in the literature (Yiiksel &
Dagdeviren, 2006; Yiiksel, 2011). The values of the evaluation scale ranged between 0.0 and 1.0.

Table 8. Evaluation Scale

Levels of Evaluation Level value
Very good (VG) 1.0
Good (G) 0.8
Neutral (N) 0.6
Unsatisfactory (U) 0.4
Very unsatisfactory (VU) 0.2
Not assessable (NA) 0.0

In this study, the assessment of student performance task prepared in a course subject titled ‘Elements’ was
performed according to the determined criteria in Table 8. Based on each criterion presented in the second column
of Table 9, the evaluation of student performance task was made according to the levels of Table 8. The level of
evaluation was presented in the fifth column of Table 9 while the value corresponding with the level was provided
in the sixth column. Students’ performance levels based on each criterion were presented in the last column of
Table 9. This value is comprised of the multiplication of the value in the sixth column and the general weight value
of each criterion. In the last line of Table 9, the student scores based on the evaluation of all criteria were provided.
Within the scope of the implementation of this study, the score of student performance task was determined to be
81.2 (100).

Table 9. The Criteria Weights and Results of Student Performance Task Assessment

Groups Q b g%@ 23 <5 @c';c?
_— —_ -

and g @as “ca &8 S 333

: = > = 5 @ & T 3
Weights 5 o o - S 3
5

o

@D

El 0299 0.166 VG 1.0 0.166
E2 0.123 0.069 VG 1.0 0.069
E3 0.123  0.069 VG 1.0 0.069
E4 0.186  0.103 VG 1.0 0.103
ES 0.032 0.018 G 0.8 0.014
E6 0.063  0.035 N 0.6 0.021

The Properties of Elements (E)
0.556

E7 0.041 0.023 G 0.8 0.018

E8 0.075 0.041 N 0.6 0.025

E9 0.058 0.032 N 0.6 0.019

P1 0487 0.066 G 0.8 0.053

Preparation Process (P) P2 0.096 0.013 G 0.8 0.010
0.136 P3 0.208 0.028 G 0.8 0.022

P4 0.208 0.028 N 0.6 0.017

Cl 0.233 0.060 G 0.8 0.048

C2 0.233 0.060 N 0.6 0.036

Content (C) C3 0.049 0.013 G 0.8 0.010
0.959 C4 0.124 0.032 N 0.6 0.019

' C5 0.124 0.032 N 0.6 0.019

C6 0.166 0.043 N 0.6 0.026

C7 0.069 0.018 G 0.8 0.014

Presentation(P) P1 0.175 0.009 G 0.8 0.007
0.049 P2 0326 0.016 N 0.6 0.009
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P3 0.326 0.016 G 0.8 0.013
P4 0.086 0.004 G 0.8 0.003
P5 0.086 0.004 N 0.6 0.002
Student Performance Task Level 0.812

Discussion and Conclusion

Using multiple criteria decision-making approaches, this study aimed to resolve some problems encountered
in the assessment of student performance tasks which are one of the alternative methods of measurement and
evaluation based on structuralism utilized in secondary education of Turkish education system. When the results
of the study were examined theoretically, multiple criteria decision-making approaches enabling the integrative
evaluation were utilized since this study aimed to resolve the target problems along with the fact that the concept
of performance mostly consists of more than one component. As a matter of fact, in the literature as well, it can be
observed that multiple criteria methods were employed in the studies to resolve problems related to criteria selec-
tion or that there are more than one criterion (Chen, Hsieh & Do, 2015; Gupta & Chaudary, 2017) or the concept
of performance as a research topic (Lai & Choi, 2015). With respect to the discussion made above, the reason for
the preference to the methods used in this study is that AHP and TOPSIS have analytical implementation that can
be evaluated along with integrative and numerous elements. In fact, the purposefulness of the methods used in this
study was in harmony with the results of those in the literature (Chen, Hsieh, Do, 2015; Gupta & Chaudary, 2017;
Lupo, 2013; Wu, Chen, Chen & Zhuo, 2012; Zyoud & Fuchs-Hanusch, 2017).

As there is no study, to the best knowledge of the present researchers, exploring student performance task
assessment with a systematic and multiple criteria approach in the literature, the results of this study were discussed
in itself. It is considered significant for the validity of measurement and evaluation to determine the criteria to be
taken as a basis in student performance task assessment with a systematic approach. For this reason, the first of
the results of this study which achieved the implementation using the suggested method is the determination of the
criteria for performance task assessment. The determination of the criteria for evaluation indicates in which context
measurement and evaluation will be made. Hence, a valid and reliable platform will be ensured for what is to be
measured or evaluated. Otherwise, it is not expected of student performance task assessment to be meaningful
without the determined criteria.

Another result of the study is the reduction of the number of criteria determined to be used in student perfor-
mance task assessment through TOPSIS technique. The consequence of this operation was the opportunity to
implement for teachers to assess student performance tasks with fewer criteria with no time constraints and with
ease. As a matter of fact, previous research (Anil & Acar, 2008; Daghan & Akkoyunlu, 2014; Gelbal & Kelecioglu,
2007; Kaya et al., 2013) indicated that the difficulty of implementation process and time-taking characteristic were
considered to be among the reasons for the disuse of alternative measurement and evaluation methods.

Another important result of this study to the related literature is that the criteria could be determined using
neither conclusive nor intuitive approach but objectively through TOPSIS which is one of the multiple criteria
decision-making methods. Such a selection of criteria enables the determination of highly-representative criteria
in measurement and evaluation through an examination of numerous factors.

Another point to be stressed is that measurement and evaluation must be an approach considering the subject
or the areas of curriculum outcomes with an integrative fashion. In this respect, the criteria selection was made on
the basis of student outcomes including cognitive, affective and psychomotor aim sin this study. Thus, the criteria
that had little effect on or no contribution to learning domains were used in measurement and evaluation, which is
a consequence that reinforces the validity of measurement and evaluation.

Another characteristic of this study is that the criteria were determined through AHP considering their relative
weights. The determination of the relative weights of the criteria has a significant function in terms of the validity
of student performance task assessment since it is hard to tell or expect of all the criteria taken as a basis in any
student performance task assessment to be the same in terms of level of significance or weight. By their nature,
criteria might be different in terms of weight and significance depending on their content. For this reason, on what
level the criteria to be used in student performance task assessment were weighted was determined in this study.
Additionally, consistency ratios were found and calculations were made to see how reliable the expert opinion was
in the determination of criteria weights. In other words, it was ensured that the possible inconsistencies of expert
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opinions were not included in the evaluation process. Therefore, student performance task assessment was
achieved with a reliable approach.

According to the results of the study, a comprehensive evaluation of student performance task in a course
subject titled ‘Elements’ in 9" grade chemistry course was made with an ultimate aim and student performance
task assessment was achieved using 25 sub-criteria collected under four main groups including the properties of
elements, preparation process, content and presentation. Student performance task assessment was evaluated ho-
listically and thus the student success (81.2%) was determined. Furthermore, how student performance task per-
formed in relation to each main group and criterion was able to be determined. The fact that performance tasks
were evaluated comprehensively not only enabled the determination of incomplete and insufficient aspects of
students but also revealed what aspects to develop. Henceforth, the purpose of performance assessment is not only
reaching a conclusion but also an opportunity for education objectives to be gained by students as a process.

The results of the study indicated that student performance tasks require measurement and evaluation to be
done with a multi-dimensional approach and that this characteristic must be represented in the implementation
process. It is also considered that this study, in terms of method and implementation, will contribute to the practice
of student performance task in Turkish education system since no systematic framework of evaluation exists for
teachers despite the fact that performance tasks are included as an obligatory means of assessment in the present
secondary education curriculum. It can be stated that this study may contribute to the development of systematics
of performance task assessment through its theoretical aspect and implementation results. For instance, the criteria
for student performance assessment for teachers in chemistry courses can be determined using the suggested ap-
proach in this study. Considering the determined criteria, teachers may contribute to the objective determination
of student performance tasks in chemistry courses. In addition, teachers will be provided with copies of resources
from various stakeholders in performance task assessment.

One of the studies that can be conducted following the present study is the measurement and evaluation through
fuzzy numbers (Sen, 2001). In this study, definite numbers were used in the selection of performance evaluation
criteria, determination of weights and assessment of student performance task on the basis of criteria. As is known,
definite numbers are real numbers defined according to the classical cluster concept based on syllogistic logic
(Sen, 2001).However, it may not always be possible to define the conditions and situations in the decision making
and evaluation problems of definite numbers. For this reason, it is suggested that future studies should be done
with fuzzy numbers, since it would be possible to make a more appropriate assessment if the measurements and
evaluations are made with a fuzzy approach. For the first time, fuzzy numbers expressed according to the concept
of fuzzy clusters defined by the Azerbaijani scientist Liitfii Askerzade on the basis of fuzzy logic theory are ex-
pressed as the most appropriate numbers to measure uncertainty (Sen, 2001). Another study that can be done in
the future is to improve the validity and reliability dimension of the approach proposed in this study with the
studies covering different fields of science such as Mathematics, Physics, Biology, and Geography.
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Ogrenci Performans Gorevinin Cok Olgiitlii Karar Verme (COKV) Tek-
nikleri ile Degerlendirilmesi: 9. Simf Kimya Dersine Yonelik Bir Uygulama

Giris

Yasamun farkli alanlarina iliskin olgu ve olaylarin anlamlandirilmasmda 6l¢me ve degerlendirmenin belirleyici
oldugu bilinmektedir. Egitim ve 6gretim faaliyeti siirecinde de 6lgme ve degerlendirmenin 6nemli bir islevi bu-
lunmaktadir. Literatiirde baglam ve alanlarma gore farkli tanimlamalar1 bulunmakla birlikte en genel anlamda
6lgme olgu ve olaylarin sahip olduklari nitel ya da nicel 6zelliklerinin belirlenmesi ya da derecelendirilmesi isle-
midir. Ote yandan degerlendirme kavramu ise neticede bir karar verme islemidir. Olgme isleminde olgu ve olaymn
olanaklar gergevesinde aslina uygun olarak betimlenmesine ¢alisilmaktadir. Oysaki degerlendirme igleminde ise
6l¢me sonuglar1 belirlenmis olan 6lgiitlerle karsilastirilmaktadir. Diger bir ifadeyle 6lgme sonucu 6lgiitle belirlenen
kosulu karsilayip karsilamadigina bakilmaktadir. Degerlendirme bu yoniiyle 6lgme igsleminden farklilik goster-
mekte ve degerlendirme, dlgiilen ozellige iliskin bir kararla sonuglanmaktadir (Ozgelik, 1992). Bu tanimlama
6lgme ve degerlendirme islemleri arasda dnemli bir iliskinin bulundugunu ifade etmektedir. Olgme ve degerlen-
dirme kavramlar1 arasindaki iliskinin 6ziinde degerlendirmenin yapilabilmesinin ancak dlgme faaliyetinin yapilmis
olmasi bulunmaktadir. Dolayisiyla en genel anlamda bir etkinligin degerlendirilmesi 6ncelikle yapilacak olan
dlgme islemine baglidir. Olgme isleminin gerceklestirilmesiyle faaliyetin degerlendirilmesinin yapilabildigi goriil-
mektedir.

Egitim ve 6gretim siirecinde dgrencinin akademik basarisi ¢esitli 6lgme ve degerlendirme yaklasimlariyla be-
lirlenmeye ¢alistimaktadir (Gelbal ve Kelecioglu, 2007; Giiler, 2017; Metin ve Ozmen, 2010; Yasar ve Sozbilir,
2013; Yildiz ve Uyanik, 2004). Ancak egitim ve 6gretim siirecinde kullanilan dlgme ve degerlendirme yaklagimi-
nin 6grencinin akademik basarisini belirlemenin dtesinde ¢esitli sonuglar1 bulunmaktadir. Bireysel baglamda dii-
stintildiigiinde oncelikle 6grencinin edinmis olacagi bilgi, beceri ve davranislari ile egitim siireci sonrasindaki ya-
samin1 kolaylagtirmayr amaglamaktadir. Bununla birlikte egitim ve 6gretim faaliyeti kurumsal ya da toplumsal
amagclarin gerceklesmesine yonelik bir faaliyet olarak 6nemi ve rolii bulunmaktadir. Toplumsal ya da kurumsal
acidan egitimin mikro ya da makro amaglarinin gergeklesmesi dncelikli bir istem olmakla birlikte, bu amaglarin
ne diizeyde gerceklesmis oldugunun belirlenmeye ¢alisiimasiyla istemlere ulasma diizeyi anlasilabilir. Bu da egi-
tim siirecinde 6nemli bir islevsel rolii bulunan Slgme ve degerlendirme faaliyetiyle yapilmaktadir. Tarihsel siireg
icerisindeki gelisim 6grenme faaliyetinin oldugu her egitim siirecinde bir 6lgme ve degerlendirme islemi olmakla
birlikte, epistemolojik kuramlarin temel aldig1 baglama gore 6lgme ve degerlendirme yaklasimlarinin farklilastig
goriilmektedir. Ornegin ortadgretim diizeyindeki Tiirk egitim sisteminin temel felsefesini olusturan yapisalci bilgi
kuramina gore, yalnizca 6grencinin smavlardaki cevaplarina gore bir degerlendirmenin 6grencinin akademik ba-
sarisin1 6lgmede yeterli olamayacagi goriisiiniin benimsendigi varsayilmaktadir. Bununla birlikte 6grencinin bi-
reysel ve grup olarak gosterdigi performansin da degerlendirilmesi goriisii benimsenmistir (Baki ve Birgin, 2002;
Birgin, 2008). Bu baglamda son dénemde kuramsal baglamda incelenen ve uygulamada kullanilan gesitli 6lgme
ve degerlendirme yaklagimlart bulunmaktadir (Ar1, 2010; Deniz ve Kaptan, 2011; Dos, 2016; Kaya, Karagam, Es
ve Tuncel, 2013; Senel Coruhlu, Er Nas ve Cepni, 2009; Yigit ve Kirimli, 2015;). Nitekim ilgili literatiirde egitim
faaliyetinde 6lgme ve degerlendirme meselesinin ¢oziimiine yonelik gelistirilen ¢ok sayida yontem, yaklasim ve
teknik bulunmaktadir (Altun ve Gelbal, 2014; Biiyiiktokatli ve Bayraktar, 2014; Nazligicek ve Akarsu, 2008).
Bununla birlikte 6lgme ve degerlendirme yontemlerindeki farkliligin baglica nedenlerinden bir digeri egitime konu
olan akademik alanlarin ve konularin ¢esitliligidir. Bir diger neden ise egitimin etkililigini belirlemeye yonelik
standart bir 6lgme ve degerlendirme yaklasgiminin heniiz gelistirilememis olmasi séylenebilir.

Literatiir incelemesinde 6l¢me ve degerlendirme yaklagimlarmin iki kategoride incelendigi goriilmektedir (Ak-
bas ve Gengtiirk, 2013; Deniz ve Kaptan, 2011; Kuran ve Kanatli, 2009; Yildiz ve Uyanik, 2004; ). Bunlardan ilki
olan geleneksel dlgme ve degerlendirme yaklasiminda temel amag Ggrencinin egitim siirecinde edinmis oldugu
kazanimlarin ne diizeyde gergeklesmis oldugunun belirlenmesine yoneliktir. Geleneksel 6lgme ve degerlendirme
yaklasimlar1, 6grenmeyi biligsel diizeyde 6lgmeye ¢alismaktadir. Oysa 6grenmede duyusal ve psikometri alanlar-
daki 6grenmelerin de olgiilmesinin anlamli olacagi goriisii de ileri stiriilmektedir (Bertiz ve Uluginar Sagir, 2014).
Nitekim son déonemde kabul edilen goriis olarak 6grencilerin yalnizca biligsel 6grenmelerinin yeterliligi degil bu-
nunla birlikte duyussal ve psikomotor alanlarinin da gelisiminin 6grenme siirecinde dikkate alindig1 goriilmektedir
(Demirbas ve Yagbasan, 2004). Egitimde boyle bir amag farklilasmasmin diger bir ifadeyle biligsel, duyussal ve
psikomotor davranislarinin kazandirilmasi ve gelistirilmesini amaclayan bir 6grenme siirecinin geleneksel dlgme
ve degerlendirme yontemleriyle degerlendirilmesinin gii¢ oldugu sdylenebilir. Ancak alternatif 6lgme ve deger-
lendirme yontemlerinin uygulamasinda siiflarin kalabalik olmasi, zaman problemi, dlgme araglarmin hazirlan-
masl, uygulanmasi, degerlendirilmesi, 6gretmenlerin alternatif 6lgme yontem ve teknikleri hakkinda yeterli bilgi
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ve beceriye sahip olmamalari, 6grenci ¢aligmalarini degerlendirmek amaciyla kriter belirleme, 6l¢ek hazirlama,
Olgekleri kullanma gibi bir dizi kisithilik ve giigliiklerden dolay1 islevsel olmadigi yapilan arastirmalarda goriil-
mektedir (Anil ve Acar, 2008; Ari, 2010; Biiyiiktokatli ve Bayraktar, 2014; Cift¢i, 2010; Daghan ve Akkoyunlu,
2014; Dos, 2016; Gelbal ve Kelecioglu, 2007; Kaya, Karacam, Es ve Tuncel, 2013; Kuran ve Kanatli, 2009;
Metin, 2013; Metin ve Ozmen, 2010; Nazligicek ve Akarsu, 2008; Ozdemir, 2010; Saglam-Arslan, Devecioglu-
Kaymakg1 ve Arslan, 2009; Senel Coruhlu, Er Nas ve Cepni, 2009; Yasar ve Sozbilir, 2013).

Yapilan arastirmalarda Tiirk Egitim sisteminde alternatif 6l¢gme ve degerlendirme yaklagimlarindan yayginlikla
performans gorevinin (Altun ve Gelbal, 2014; Anil ve Acar, 2008; Ar1, 2010; Daghan ve Akkoyunlu, 2014; Ciftci,
2010; Kaya, Karagam, Es ve Tuncel, 2013; Metin ve Ozmen, 2010; Ozdemir, 2010; Senel Coruhlu, Er Nas ve
Cepni, 2009; Yigit ve Kirimli, 2015) 6gretmenler tarafindan benimsenmis oldugu ve kullanildigi goériilmektedir.
Bunun baslica nedenlerinden ilki Tiirkiye’de Milli Egitim Bakanligina bagli resmi ve 6zel 6rgiin ortadgretim ku-
rumlarinda egitim, 6gretim, yonetim ve igleyise iliskin usul ve esaslarini diizenlemeyi kapsayan Milli Egitim Ba-
kanlig1 (MEB) Ortadgretim Kurumlari1 Ydnetmeliginin (MEB, 2013) 50. Maddesinde yer alan hiikiim oldugu soy-
lenebilir. Nitekim 2017 yilinda yapilan yeni diizenleme ile (MADDE 50-Degisik: T.C. Resmi Gazete, 2017) “Og-
renciler okullarin 6zelliklerine gére sinavlarin diginda proje ve performans galismasi ile topluma hizmet etkinlik-
lerine yonelik seminer, konferans ve benzeri calismalar yaparlar. Ogrenciler, her dénemde tiim derslerden en az
bir performans ¢alismasi, her ders yilinda en az bir dersten proje hazirlama gérevini yerine getirirler” demektedir.
MEB’in ve ilgili mevzuatin 6ngérmiis oldugu bu diizenleme ile performans gorevinin uygulamada siklikla ve
yayginlikla kullanilmasinin bir nedeni olarak degerlendirmek miimkiindiir. Bir diger neden ise diger alternatif
olgme ve degerlendirme yaklasimlarina gore daha kolay uygulanabilir oldugu goriisiidiir. Ancak egitim ve 6gretim
stirecinde dgrenci performans gorevi degerlendirmesi yaklasiminda beklenen islevsellik, 6grenci performans go-
revi yaklasimma ytiklenilen kavramsal igerigin uygulamasiyla olasidir. Bu da &grenci performans gérevi deger-
lendirmesinde 6lgme ve degerlendirmenin nasil gergeklestirilmesinin olasi olabilecegi sorusuna cevap verilme-
siyle miimkiin olabilir. Ancak performans gorevi degerlendirme yaklagiminin uygulamada karsilasilan bazi 6lgme
ve degerlendirme sorun ve kisitliliklar1 bulunmaktadir. Nitekim literatiirde yapilan arastirmalar incelendiginde
performans ve proje olarak verilecek konularin se¢imi, 6grenci seviyesine uygunluk, bir egitim gretim déneminde
verilecek performans gorev sayisi, ddevlerin hazirlanis bi¢imi, degerlendirme yontemleri, degerlendirme kriterle-
rinin se¢imi gibi performans gérevinin degerlendirilmesi uygulamasinda ciddi sayilabilecek diizeyde sorunlarin
oldugu goriilmektedir (Ar1, 2010; Ciftci, 2010; Kaya, Karagam, Es ve Tuncel, 2013; Metin ve Ozmen, 2010). Bu
konuda yapilan aragtirmalar ayrintili olarak incelendiginde dgretmenlerin alternatif 6lgme ve degerlendirme arag-
lart hakkinda - performans olarak verilecek konularin nasil se¢ilecegi, hazirlanacagi, degerlendirme kriterlerinin
nasil belirlenecegi ve degerlendirilecegi- yeterli bilgi birikimine sahip olmamalari, zaman ve uygulama esnasinda
sinif kontroliinde problem yasamalari, gretmen boyutundan kaynaklanan sorunlardir. Ogrenciler arasindaki bi-
reysel farkliliklar, performans ve proje gibi 6devlere karsi olumlu veya olumsuz tutumlar, merkezi seviye belir-
leme ve segme smavlarinda gosterecekleri bagariyr daha ¢ok 6nem vermeleri, 6grencilerin performans goérevlerini
hazirlamalari, sunmalari ve sergilemelerinde sorunlara yol agmaktadir. Ailenin ekonomik durumu, ailenin &gren-
ciye kars ilgisi, ailenin proje ve performans gérevlerine iliskin olumsuz tutuma sahip olmasi, ¢ocuklarinin proje
ve performans gorevleri hakkinda hicbir bilgiye sahip olmama, 6grencilerin performans veya proje gérevlerini
yerine getirmeleri slirecinde anne babanin ilgisiz olmasi ya da rehberlik yapamamasi, bazi velilerin tam tersine
agirt ilgi gostermeleri, 6grencinin yerine performans gorevini tamamen ailelerinin hazirlamalari ise aileden kay-
naklanan sorunlardir. Genel olarak zaman, kaynak, malzeme, okulun fiziki kapasitesi, sinif mevcudu, 6rnek uygu-
lamalarm yetersizligi, uygulayicilarin bilgi eksikligi gibi sorunlar alternatif 6lgme ve degerlendirme yontemlerinin
uygulama boyutunda karsilagilan problemlerdir (Anil ve Acar, 2008; Ar1, 2010; Ciftei, 2010; Daghan ve Akko-
yunlu, 2014; Kaya, Karagam, Es ve Tuncel, 2013; Metin ve Ozmen, 2010; Ozdemir, 2010; Senel Coruhlu, Er Nas
ve Cepni, 2009).

Yukarida ifade edilen hususlar performans goérevi degerlendirmesinde 6grencinin basarisinin nesnel ve giive-
nilir bir yaklagimla degerlendirilmesinin istenilen diizeyde olmadigin1 gostermektedir. Literatiir incelemesinde 6g-
renci performans gorevinin degerlendirmesine iligkin sistematik bir 6lgme ve degerlendirme yaklagimina rastla-
mlmamistir. Ogretmenlerin performans ddevi degerlendirmesinde karsilasmis oldugu sorunlarin minimize edil-
mesi performans gorevi degerlendirmesinin 6lgme ve degerlendirme gergevesinin gelistirilmesiyle miimkiin ola-
bilir. Performans gorevi degerlendirmesinin kavramsal ¢ercevesi 6lgme ve degerlendirme uygulamasinin biitiinle-
sik kantitatif bir yaklagimi gerektirmektedir. Bununla birlikte performans gorevi degerlendirmesinde uygulamada
sorunlara neden olan ve cevap bulmasi gereken bazi ayrint1 hususlar da bulunmaktadir. Bunlardan ilki performans
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gdrevinin degerlendirmesinde belirlenmis olan kriterlerin olmasi gerekmektedir. Ciinkii Ozgelik (1992)’in belirt-
mis oldugu gibi degerlendirmede dogru bir sonuca ulasilabilmesi 6lgiitiin degerlendirme i¢in uygunluguyla olasi-
dir. Her 6l¢iit, 6lgme sonucunun degisik bir amagla ise yarama kosulunu belirler. Belli bir amagla degerlendirme
yapabilmek i¢in 0 amagla kullanilabilecek, yerinde bir &lgiit aranmahdir (Ozgelik, 1992). Nitekim yapilan bir aras-
tirmada (Metin ve Ozmen, 2010) 6gretmenlerin dgrencilere verilen performans gorevlerinin hangi kriterlere gore
degerlendirilmesi gerektigi hususunun énemli oldugunu ifade etmislerdir. Ogrenci performans gorevi degerlendir-
mesinde karsilagilan bir diger husus muhtemelen birden fazla degerlendirme kriterinin olmast durumunda deger-
lendirmenin nasil yapilabilecegi sorunudur. Bu hususun dikkate almmasi 6grenci performans gorevinin nesnel
degerlendirilmesine olanak saglamasi agisindan dnemli bulunmaktadir. Buna ilaveten 6grenci performans gérevi-
nin degerlendirilmesindeki kriterlerin ¢ok sayida olmasi ve muhtemelen performans gérevinin kapsamimdaki bilim
alan1 ve konulara gore cesitlilik gosterebilecektir. Ornegin lise egitimi diizeyinde verilen matematik dersinin kap-
saminda hazirlanan bir performans goérevi degerlendirmesi ile kimya dersi kapsaminda hazirlanmis olan bir per-
formans gorevi degerlendirmesinin kriterleri nitelik ve nicelik olarak farklilik gosterebilecektir. Kaldi ki bu tiir bir
durumla ayni1 bilim alaninda olmakla birlikte konularin igeriklerinin farklilagsmasiyla da karsilasilabilinir.

Ornegin kimya dersinde kimyanin ugras alanlar1 konusunda hazirlanan bir performans gérevi degerlendirmesi
ile atom ve periyodik sistem konusunda hazirlanan performans gorevi degerlendirilmesine yonelik kriterler sayica
ve nitelik olarak ayni olmayabilecektir. Biitiinlesik sistemlerin degerlendirilmesinde karsilasilan bir 6zellik olma-
sindan kaynaklanan (Chen, Hsieh, Do, 2015; Lai ve Choi, 2015; Lupo, 2013; Wu, Chen, Chen ve Zhuo, 2012)
diger bir boyut kriterlerin nispi 6nemleridir. Bir diger anlatimla performans gorevinin degerlendirmesinde dikkate
alinmasi gereken kriterlerin 6lgme ve degerlendirme isleminde nispi énem seviyelerinin ayni olmayabilecegidir.
Ornegin bir dgrenci performans gorevi degerlendirmesinde temel alinan “n” sayidaki kriterden biri olan “nl1”in
degerlendirme iglemindeki nispi 6nemi “n2” ya da “nn” kriterlerinden farkli olabilir. Dolayisiyla krlterlerm olas1
onem farkliliklari dikkate alan agirliklar temelinde &grenci performans gorevi degerlendirmesinin yapilmasi ge-
rekmektedir. Uygulamada karsilasilan bir diger konu ise belirlenmis olan kriterlere gére 6grenci performans gore-
vinin nasil dlciilecegidir. Ornegin kimya dersinde hazirlanmis olan bir performans ddevinde calisma konusu ya-
pilmis olan maddenin fiziksel halleri konusundaki performans calismasin kriterler temelinde 6gretmenin hangi
olgme araci ile nasil 6lgmesi gerektigidir. Yukarida ifade edilen hususlar 6grenci performans gorevinin degerlen-
dirilmesinin sistematik bir yaklagimla 6l¢iilmesini gerektirmektedir. Yukarida verilen bilgiler 1s181inda bu ¢alisma-
nin baglica amaci ¢ok 6lgiitlii Karar verme teknikleri ile 6grenci performans gorevinin degerlendirilmesidir.

Bu calismanin giris kisminda ifade edilmis olan goriisler baglaminda ikinci kisimda 6grenci performans gorevi
degerlendirilmesine yonelik 6nerilen yaklasimin yontemsel gergevesi ve calismada kullanilan teknikler verilmistir.
Calismanin {iglincii kisminda 9. siif kimya dersi kapsaminda kimya bilimi iinitesindeki konu kazanimlar1 (MEB,
2017) dikkate alinarak belirlenmis olan elementler konusuna iligkin dgrenci performans gérevi degerlendirilmesi
bulgular1 verilmistir. Dérdiincii kisimda ise ¢alismanin sonuglart degerlendirilmis ve diisiiniilen 6neriler verilmis-
tir.

Yontem

Caligmanin baglica iki agamasi bulunmaktadir. Birinci asamada 6grenci performans gorevinin degerlendiril-
mesinde temel alinan kriterlerin belirlenmesi ve se¢imi yapilmistir. Tkinci asamada ise belirlenen kriterler teme-
linde 6grenci performans gérevinin 6l¢lilmesi ve degerlendirilmesi verilmistir.

Bu ¢alismada yukarida ifade edilen yontemin uygulamasi 2017-2018 egitim ve 6gretim yilinda 9. sinif kimya
dersinde elementler konusunda verilmis olan 6grenci performans gorevi degerlendirmesini kapsamaktadir. Calis-
mada arastirmanin amacina uygun olarak iki sekilde veri saglanmistir. Birincisi, ¢alismanin verileri ilgili litera-
tirde (Dagdeviren, Yavuz ve Kiling, 2009; Yiiksel ve Geban, 2015; Shyur, 2006) yer alan ¢ok olgiitlii karar verme
calismalarinda oldugu gibi, aragtirmada kullanilan tekniklerin 6zelliklerine uygun bir sekilde uzman goriisiinden
elde edilmistir. Bu amagla ¢aligmada olusturulan uzman grup, birinci yazar ile Ankara’da bir lisede gorev yapan
uzman kimya 6gretmeni ve kimya 6gretmeni kariyer unvanlarinda olan kisilerden olusmustur. Caligmanin birinci
yazar1 tarafindan uzman grubun diger tiyelerine ¢aligmanin amaci, 6grenci performans gorevi, ikili karsilastirma
yapacaklari kriterler ve 6grenme alanlarina gore kriterlerin degerlendirilmesi hakkinda bilgi verilmistir. Uzman
grup asagida belirtilen ikili karsilagtirmalar1 ve degerlendirmeleri ortak goriise gore yapmistir:

v' Ogrenme alanlarina iliskin ikili karsilastirmalar.
v Performans gorevi degerlendirme kriterlerinin 6grenme alanlarina gére degerlendirilmesi.
v Performans gorevinde temel olan kriterlerin ana gruplarinin ikili karsilastiriimast.
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v Performans gorevi degerlendirme kriterlerinin ikili kargilagtirilmast.

Uygulamanin birinci agamasinda dncelikle uzman grubun goriisiine gore degerlendirmeler yapilmistir. Aras-
tirmada olusturulan uzman grup 6grenme alanlarma iliskin ikili karsilagtirmalarini, performans gorevinde temel
olan kriterlerin ana gruplarinin ikili karsilastirmalarini ve performans goérevi degerlendirme kriterlerinin ikili kar-
stlastirmalarin1 Saaty (1980) tarafindan gelistirilen (Tablo 1) dlgekle degerlendirmislerdir.

Tablo 1. ikili Karsilastirmalarda Onem Diizeyleri

aij Tanm Aciklama

1 Esit 6nem Iki etkinlik esit derecede amaca katkida bulunmakta

3 Zayif dnem Etkinlik digerine kiyaslandiginda nispeten tercih edilir

5 Gii¢lii 6nem Etkinlik digerine kiyaslandiginda gii¢lii tercih edilir

7 Cok giiclii ya da ka- Etkinlik digerine kiyaslandiginda ¢ok gii¢lii tercih edi-
nitlanmis 6nem lir

9 Mutlak nem Etkinligin digerine tercih edilmesindeki kanitin ¢ok

yiiksek giivenirlik derecesi vardir
2,4,6,8 Ara degerler Ihtiyag oldugunda kullanilir

Calismanin ikinci asamasinda ise 6grenci performans gérevinin degerlendirmesi uzman gurupta yer alan 9.
siif kimya dersini veren dgretmen tarafindan yapilmistir. Bulgularm birinci ve ikinci asamasindaki degerlendir-
melere iligkin verilerin analizi Expert Choice (2000) ve Microsoft Excel (2016) programlar1 ile yapilmistir.

Arastirmada Kullanilan Cok Olgiitlii Karar Verme Teknikleri

Ogrenci performans gorevi degerlendirmesini konu edinen bu ¢aligmanin uygulamasinda ¢ok dlgiitlii karar
verme tekniklerinden TOPSIS (Technique for Order Performance by Similarity to ideal Solution) ve AHP (Ana-
litik Hiyerarsi Prosesi) kullanilmistir.

AHP Teknigi

Saaty (1980) nin gelistirmis oldugu AHP teknigi literatiirde ¢ok 6l¢titlii karar verme (Gupta ve Chaudary, 2017;
Lupo, 2013; Wu, Chen, Chen ve Zhuo, 2012; Zyoud ve Fuchs-Hanusch, 2017) problemlerinde siklikla kullanilan
bir yaklagimdir. AHP tekniginin baslica 6zelliklerinden ilki analiz konusu olan problemin 6gelerden olusan bir
biitiin niteliginde olmasidir. Bu 6zelliginden dolayr AHP tekniginde dncelikle arastirma problemini olusturan 6ge-
ler, amag fonksiyonuna gore hiyerarsik olarak diizenlenmektedir. Bu tiir bir ayrigtirma arastirma problemini olus-
turan biitiin 6gelerin modelde olmasini saglamaktadir. Boylece, olusturulan modelde yer alan &gelerin hiyerarsik
seviyelerine ve gruplandirilmasina gére ikili karsilastirma matrisleri olugturulmaktadir (Saaty, 1980; Saaty, 1986).
Buna gore AHP tekniginde i. unsuru ile j. unsurun ikili karsilastirilmasi a; ile belirtilmektedir. Buna karsilik mo-
deldeki j. unsur ile i. unsurun karsilastirilmasi aj; ile gosterilmektedir. Diger bir ifadeyle AHP’de aj; unsurunun
degeri a;;- 1/a;; esitliginin degerine karsiliktir. Genellikle AHP modelindeki unsurlarmn ikili karsilastirmalarmda
Saaty ’'nin (1980) 6nerdigi dl¢ek (Tablo 1) kullanilmaktadir. AHP tekniginin bir diger 6zelligi ikili karsilastirma
matrislerininn (n — 1)/2 kadar ikili karsilagtirmanin yapildig1 nxn boyutunda kare matrislerdir.

AHP’de yapilan ikili kargilastirmalar neticesinde nxn boyutlu kare matristeki ifadesi su sekildedir (Saaty,
1980):

. . 1 .
1/a1n ]/aZn - 1

Oncelik vektorii (A— Amax 1)W=0 esitligi ile belirlenmektedir. Esitlikte A ikili karsilastirma matrisini, W 6zvek-
tor ve Amax A matrisinin en biiyiik 6zdegerini belirtmektedir. AHP nin diger bir 6zelligi ve tistiinliigii degerlendir-
melere iliskin ikili karsilagtirmalarin ne diizeyde tutarsiz olabileceginin belirlenebilmesidir (Saaty, 1980; Saaty,
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1991). Tutarsizlik Oraninin (T.O) belirlenmesi igin Tutarlilik indeksi (T.1) ve Rassal indeksin (R.I) hesaplanmast
gerekmektedir. Tutarlilik indeksi T.I = (Amax — N)/(N-1) esitligiyle hesaplanmaktadir. Esitlikte yer alan n matrisin
boyutunu ifade etmektedir. Rassal indeks degeri ise matrisin boyutuna (Tablo 2) gore belirlenmektedir. Buna gore
ikili karsilastirma matrisinin tutarsizlik oran1 T.O=T.I/R.I esitligiyle hesaplanmaktadir. Matrisin boyutuna gore
farklilik gostermekle birlikte ikili karsilastirmalarin tutarliliginin 0.10°dan kiigiik olmasiyla miimkiindiir. AHP’de
tutarsizlik oraninin 0.10’dan biiyiik olmasi1 halinde ikili karsilastirmalar tekrar yapilmaktadir. Modeldeki 6gelere
iligkin ikili karsilagtirmalarin yapilmasi, 6nceliklerin ve tutarlilik oranlarinin hesaplanmasi modeldeki biitiin hiye-
rarsik seviyelerdeki gruplandirmalar i¢in yapilmaktadir.

Tablo 2. Rasgele indeks Degerleri (RI) (Saaty, 1980)
(n) 1 2 3 4 5 6 7 8 9
(R 0.00 0.00 058 090 112 124 132 141 1.45

TOPSIS Teknigi

Calismada kullanilan diger ¢ok 6l¢iitlii karar verme teknigi TOPSIS ise ¢cok sayida olan alternatifin birden fazla
kriter baglaminda analizine ve degerlendirilmesine imkan vermektedir. Calismada TOPSIS tekniginin 6grenci per-
formans gorevi degerlendirmesinde kullanilacak kriterlerin belirlenmesinde en uygun oldugu diisiiniilen bir yak-
lagim oldugu i¢in bu ¢alismada tercih edilmistir. Ciinkii TOPSIS tekniginin temel 6zelliklerinden biri birden fazla
kriter baglaminda segeneklerin siralanmasina imkan vermesidir. Bu ¢aligmada da 6grenci performans goérevinin
degerlendirmesinde kullanilacak kriterlerin seciminin birden fazla boyut altinda olabilecegi diisiincesiyle TOPSIS
teknigi kullanilmistir. Cok dlciitlii karar verme tekniklerinden TOPSIS ilk kez Hwang ve Yoon (1981) tarafindan
gelistirilmistir. TOPSIS teknigi ¢esitli ¢ok 6lgiitlii problemlerin ¢dziimlenmeye ¢alisildigi (Dagdeviren, Yavuz ve
Kiling, 2009; Ersoz, Kabak ve Yilmaz, 2011; Zyoud ve Fuchs-Hanusch, 2017) arastirmalarda kullanilmistir. TOP-
SIS tekniginin baslica adimlar su sekildedir (Shyur, 2006):

Adum 1: Stralama igin karar matrisinin olusturulmasi. Karar matrisinin yapisi asagida gosterildigi gibidir. Aj
muhtemel alternatifleri gostermektedir; i =1, ...,m; Fi ise ilgili i. 6zellik ya da kriteri, j=1, . . . ,n; fij ise bir deger
olmak iizere her bir alternatif Ai ile her bir Fj kriterinin karsilastirilmast durumunda.

FFb F, -~ F - F
Ailfin Sz f1j “ fin]
Az f21 f22 fzj f2n
D=
Ailfu  fo - fii v fa
Alfn f o fj v fimd
Adim 2: standartlastinilmis karar matrisinin hesaplanmasi. R (= [ri j]).normallestirilmis deger 7;; su esitlikle
hesaplanmaktadir: r = # J=1..,n i=1,..,m.

er]:l fiiz

Adim 3: Agirliklandirilmis normalize karar matrisinin hesaplanmasi. Bu normallestirilmis karar matrisi ile
ilgili agirliklarin ¢arpimiyla hesaplanmaktadir. Agirhklandirilmis normalize degerler v;; su sekilde hesaplanmak-
tadir: vi;=w; 135, j=1,...,n; i = 1,....,m, w; ifadesi j. 6zellik ya da kriterin agirligin1 gostermektedir.

Adim 4. Ideal ve negatif ideal ¢oziimlerin saptanmasi. J fayda kriteri ile ilgili olmak iizere ve J ise maliyet
kriterini gdstermek tizere su sekildedir:
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V+

M= (maxv‘JeJ (mlnv”‘JeJ)}
V*={v1*,.., } {(mlnv‘jeJ)(maxv‘JeJ)}

Adim 5. Ayrrma olgiilerinin hesaplanmasi. Bu m-boyutlu Euclidean uzaklik kullanilarak hesaplanmaktadir.

Her bir alternatifin ideal ¢6ziimden ayirma ( Di+) su sekildedir:

n
= Z(Vij —vjff)2 ,i=1,...,m, benzer sekilde her bir alternatifin negatif ideal ¢dziimden ayirma ise
\} i
_ n
(Di )st')yledir: D = Z:(vij —vj‘)2 i=1..m
V i1

Adum 6. ideal ¢oziime nispi yakinligin hesaplamak ve tercihlerin siralamasini belirlemek.

D-
Hesaplama ve siralama C, = ————,i = 1,....,m, esitlikle gosterilmistir. C, indeks degeri 0 ile 1 araliginda

D"+ D,

deger almaktadir. Indeks degerlerinin biiyiik olmas1 daha iyi performans alternatifi gostermektedir.

Bulgular

Calismanin bu kisminda 9. sinif kimya dersi kapsamindaki elementler konusu baglaminda 6grenci performans
gorevinin degerlendirilmesine yonelik bulgular verilmistir.

Bu ¢alismanin ilk asamasinda 6grenci performans gorevinin degerlendirilmesinde temel alinan kriterlerin olus-
turulmasi ve segimi yapilmistir. Bunun i¢in dnce 6grenci performans gérevinin degerlendirilmesinde temel alinan
kriterler belirlenmistir. {lgili literatiirde kimya dersi ya da icerigini degerlendirmeye yonelik spesifik kimya konusu
baglamindaki kriterlere rastlanilmanmistir. Ancak Ortadgretim 9. Smif Kimya Dersi Ogretim Programi (MEB,
2007) ve Orta Ogretim 9.Sinif Kimya Ders Kitabinda (Dursun, Giilbay, Cetin ve Tek, 2012; Giintut, Giines ve
Cetin, 2017) baz1 genel performans gérevi degerlendirme kriterlerinin mevcut oldugu ve Tirk Egitim Sistemi’nde
kullanilmasi i¢in 6nerilmis oldugu goriilmiistiir. Bu ¢calismada temel alinan kriterlerin belirlenmesinde bu (Dursun,
Giilbay, Cetin ve Tek, 2012; Giintut, Giines ve Cetin, 2017; MEB, 2007) kaynaklar esas alinmis olmakla birlikte
elementler konusunu temsil eden kriterler bu ¢aligmada gelistirilmistir (Tablo 3).

Tablo 3. Ogrenci Performans Gérevi Degerlendirme Kriterleri
Kod Kriterler

P01 Tanimlayici bilgileri verebilme

P02 Fiziksel 6zellikleri verebilme

P03 Kimyasal ozellikleri verebilme

P04 Periyodik sistemdeki yerini gésterebilme

P05 Kesfine iliskin bilgileri verebilme
P06 Giinliik hayattaki kullanim alanlarmni agiklayabilme

P07 Endiistrideki temel kullanim alanlarmni verebilme
P08 Insan saghgma etkilerini aciklayabilme

P09 Cevre sagligina etkilerini agiklayabilme

P10 Performans gorevi amacini belirleyebilme

P11 Performansa uygun ¢aligsma plani yapabilme

P12 Ihtiya¢ duyulan kaynaklar1 belirleyebilme
P13 Konuya iliskin ¢ok fazla ve gesitli kaynaklar1 kullanabilme
P14 Kullanilan kaynaklar1 konuyla dogrudan iligkilendirebilme
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P15 Bilgilerin giincel olmasi

P16 Konuya iliskin kavram, olgu ve prensipleri dogru ve yerinde kullanabilme
P17 Yorumlar1 kaynaklardaki kanitlarla destekleyebilme

P18 Tiirkge dilbilgisi yazim kurallarmni kullanabilme

P19 Elestirel diisinme becerisini gosterebilme

P20 Yaraticilik yetenegini kullanabilme

P21 Toplanan bilgileri analiz ederek diizenleyebilme

P22 Performans ¢alismasini plana gore gergeklestirebilme

P23 Tirkceyi dogru ve diizgiin konusabilme
P24 Sunuyu hedefe yonelik materyalle destekleyebilme
P25 Konuyu dinleyicilerin ilgisini ¢ekecek sekilde sunabilme

P26 Sorulara cevap verebilme

P27 Sunuda akic1 bir dil ve beden dilini kullanabilme
P28 Sunum yaparken siireyi etkin kullanabilme.

P29 Sunum sirasinda dzgiivene sahip olabilme

Tablo 3’teki kriterler iki agamadan olusan bir analize tabi tutulmustur: Birinci agsamada 9. siif kimya dersi
iceriginde elementler konusunda hazirlanan bir performans gérevini degerlendirmede yeterli sayilabilecegi diisii-
niilen 29 kriter belirlenmistir. [kinci asamada ise belirlenmis olan 29 kriterin elementler konusunda hazirlanan bir
performans gorevini hangi énem derecesinde dlgmeye yonelik oldugu TOPSIS teknigiyle belirlenmistir. TOPSIS
analizi i¢in Oncelikle 6grenci performans gorevi degerlendirme kriterlerinin se¢iminde esas alimacak boyutlarn
agirliklart AHP teknigiyle hesaplanmistir. Bu ¢alismada kriterlerin performans goérevi degerlendirmesindeki dnem
derecesinin belirlenmesinde biligsel, duyussal ve devinigsel (psikomotor) 6grenme alanlar1 esas alinmistir. Buna
gore olusturulan ikili karsilastirma matrisi ve hesaplanan yerel agirliklar Tablo 4’te sunulmustur. Yapilan hesap-
lamada ikili karsilagtirma matrisinin tutarlilik orani (TO = 0.05) kabul edilebilir bulunmustur.

Tablo 4.0grenme Alanlarinim ikili Karsilastirmalari ve Agirliklar
Ogrenme Alan Boyutlari BS DS DE Agirhklar

Bilissel (BS) 1 2 2 0.493
Duyussal (DS) 1 2 0.311
Devinigsel (DE) 1 0.196

Calismada performans gorevini degerlendirmek i¢in gerekli olan kriterler 6grenme alanlari (biligsel, duyussal
ve devinigsel) boyutlarina gore agirliklari belirlenmis ve sonrasinda TOPSIS teknigi ile 6nem derecelerine gore
kriterlerin sayis1 azaltilmistir. Bunun nedeni az sayida ancak performans gorevini degerlendirmede gegerliligi olan
kriterlerin kullanilmasini ve boylece performans gorevi degerlendirme uygulama siirecinin nesnellestirilmesi ve
kolaylastirilmasidir. TOPSIS analizi sonucunda (Tablo 5) 6nem derecesi dikkate alinarak performans degerlendir-
mede temel olacak kriterler belirlenmistir. Performans gorevi degerlendirmesinde temel alinan kriterlerin belirlen-
mesindeki kritik deger olarak aritmetik ortalama ve standart sapma degeri dikkate alinmistir. Buna gére TOPSIS
analizi sonucunda hesaplanmis olan siralama degerlerinin aritmetik ortalamasinin (p) bir standart sapmanin (-c)
altindaki degerin iizerinde yer alan kriterler se¢ilmistir. Boylece kriterlerin segiminde normal dagilim egrisi altinda
kalan alan itibariyle %84,1°lik aralik igerisinde [0,50+ (16)] bulunan kriterler yer almistir. Bunun i¢in 6ncelikle
TOPSIS analizi 6nem derecelerin aritmetik ortalamasi (3,0267586) ve standart sapmasi (0,4320363) hesaplanmis-
tir. Kritik deger ise (u-o) 2,594722 olarak hesaplanmistir. Bu kritik degerden biiyiik nem derecesine sahip olan
kriterler performans degerlendirmesinde temel alinmigtir (Tablo 5).

Tablo 5.TOPSIS Analizine Alinan Kriterlerin Orenme Alanlarma Gore Degerlendirilmesi

Kod Kriterler Bilis- Duyus- Devinis- Sira-
sel sal sel lama
0.493 0.311 0.196 Degeri
P01  Tanimlayici bilgileri verebilme 5 3 2 3.790
P02  Fiziksel ozellikleri verebilme 5 1 2 3.168
P03  Kimyasal ozellikleri verebilme 5 1 2 3.168
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P04
P05
P06
PO7
P08
P09
P10
P11
P12
P13
P14
P15
P16

P17
P18
P19
P20
P21
P22
P23
P24
P25
P26
p27
P28
P29

Periyodik sistemdeki yerini gosterebilme

Kesfine iliskin bilgileri verebilme

Giinliik hayattaki kullanim alanlarini agiklayabilme
Endiistrideki temel kullanim alanlarini verebilme

Insan saghgma etkilerini aciklayabilme

Cevre sagligina etkilerini agiklayabilme

Performans gérevi amacin belirleyebilme

Performansa uygun ¢alisma plani yapabilme

Ihtiyag¢ duyulan kaynaklar1 belirleyebilme

Konuya iligkin ¢ok fazla ve gesitli kaynaklar1 kullanabilme
Kullanilan kaynaklari konuyla dogrudan iligkilendirebilme
Bilgilerin giincel olmasi

Konuya iligkin kavram, olgu ve prensipleri dogru ve ye-
rinde kullanabilme

Yorumlar1 kaynaklardaki kanitlarla destekleyebilme
Tiirkge dilbilgisi yazim kurallarini kullanabilme

Elestirel diisinme becerisini gosterebilme

Yaraticilik yetenegini kullanabilme

Toplanan bilgileri analiz ederek diizenleyebilme
Performans ¢alismasini plana gore gerceklestirebilme
Tiirkgeyi dogru ve diizgiin konusabilme

Sunuyu hedefe yonelik materyalle destekleyebilme
Konuyu dinleyicilerin ilgisini ¢ekecek sekilde sunabilme
Sorulara cevap verebilme

Sunuda akici bir dil ve beden dilini kullanabilme

Sunum yaparken siireyi etkin kullanabilme.

Sunum sirasmda 6zgiivene sahip olabilme

PrwwWwbhArbbdAADdbAAbdDMpbO

WWNWWWWWwWwWwWwwww

WMNNMNMNDNONNNNWWWWWW

WWRFR WNWNWNWWWW

NNNMNPNWONNOLWWNDWWN

NWNWNWWWWWWWN

3.790
3.493
3.493
3.297
3.493
3.493
2.986
2.986
3.182
2.986
2.493
2.493

3.297
2.804
3.000
3.000
3.000
2.689
3.000
2.689
3.000
2.493
3.000
1.689
3.000
2.804

Tablo 5’te goriildiigii tizere TOPSIS analizi neticesinde siralama degerine gore belirlenen 25 kriter igeriklerine
gore dort ana kriter altinda smiflandirilmistir (Tablo 6) ve bu kriterler yeniden kodlanmistir. Tablo 6’da yapilan
smiflandirmaya gore AHP teknigi ile ana ve alt kriterlerin ikili karsilagtirmalar1 yapilmistir (Tablo 6, Tablo 7).
ikili karsilastirmalardan sonra Expert Choice (2000) programu ile éncelikle ana gruplarm ve sonra kriterlerin agir-
liklar1 hesaplanmistir. Ana gruplara iliskin ikili karsilagtirma matrisin (Tablo 6) tutarlilik oranmin (T.O) 0.09 ol-
dugu ve bu oranin ikili karsilagtirmalarin tutarli oldugunu goéstermistir.

Tablo 6.Performans Gérevinde Temel Olan Kriterlerin Ana Gruplarinimn ikili Karsilagtirmasi

Gruplar E H I S
Elementin ozellikleri(E) 1 5 3 7
Hazirlik stireci (H) 1 13 5
Icerik (I) 1 5
Sunu yapma (S) 1

Tablo 7. Performans Gérevi Degerlendirme Kriterlerinin ikili Karsilagtirmas:

Kriterler

ELEMENT OZELLIKLERI (E) El E2 E3 E4 E5 E6 E7 E8 E9
E1 Tammlayici bilgileri verebilme (E1) 1 3 5 5 5 5 5
E2 Fiziksel 6zellikleri verebilme (E2) 173 3 3 3 3 3
E3 Kimyasal 6zellikleri verebilme (E3) 173 3 3 3 3 3
E4 Periyodik sistemdeki yerini gésterebilme (E4) 1 3 3 3 3 3
E5 Kesfine iliskin bilgiyi verebilme (E5) 1 13 1/3 13 1/3
E6 Giinliikk hayattaki kullanim alanlarmi agiklayabilme 1 3 1 1
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E7 Endistrideki temel kullanim alanlarini verebilme 1 1/3 1/3
(E7)
E8 Insan sagligna etkilerini agiklayabilme (E8) 1 3
E9 Cevre sagligina etkilerini agiklayabilme (E9) 1
HAZIRLIK SURECI (H) H1 H2 H3 H4
H1 Performans gorevi amacini belirleyebilme (H1) 1 3 3 3
H2 Performansa uygun ¢alisma planini yapabilme (H2) 1 1/3 1/3
H3  ihtiya¢ duyulan kaynaklar1 belirleyebilme (H3) 1 1
H4  Konuya iligkin ¢ok fazla ve gesitli kaynaklar kulla- 1
nabilme (H4)
ICERIK () 11 12 13 14 15 16 17
I1  Konuya iliskin kavram, olgu ve prensipleri kullana- 1 1 3 3 3 1 3
bilme (11)
12 Yorumlarin kaynaklardaki kanitlarla destekleye- 1 3 3 3 1 3
bilme (12)
I3 Tiirkge dilbilgisi yazim kurallarini kullanabilme (13) 1 13 1/3 13 1/3
14 Elestirel diisiinme becerisini gosterebilme (14) 1 1 1 3
I5  Yaraticilik yetenegini kullanabilme (15) 1 1 3
16  Toplanan bilgileri analiz ederek diizenleyebilme 1 3
(16)
I7  Performans calismasini plana gore gergeklestire- 1
bilme(I7)
SUNU YAPMA (S) S1 S2 S3 5S4 S5
S1 Tirkgeyi dogru ve diizgiin konusabilme (S1) 1 1/3 1/3 3 3
S2  Sunuyu hedefe yonelik materyalle destekleyebilme 1 1 3 3
(S2)
S3  Sorulara cevap verebilme (S3) 1 3 3
S4  Sunum yaparken siireyi etkin kullanabilme (S4) 1 1
S5 Sunum sirasindaki 6zgiivene sahip olabilme (S5) 1

Calismanin ikinci agamasinda 6grenci performans gorevinin degerlendirilmesi kriterler ve hesaplanan agirliklar
temelinde yapilmistir. Calismada dgrencinin performans gorevi her bir kritere gore Tablo 8’de verilen 6lgek ile
degerlendirilmistir. Alt1 dereceden olusan bu 6lgek literatiirde ¢cok 6lgiitlii karar verme problemlerinde kullanilan
(Yiiksel ve Dagdeviren, 2006; Yiiksel, 2011) bir 6lgektir. Degerlendirme 6lgeginin degerleri 0.0 ile 1.0 arasinda
yer almaktadir.

Tablo 8.Degerlendirme Olgegi

Degerlendirme Diizeyleri Diizey Degeri
Cok iyi (CI) 1.0
Iyi (IY) 0.8
Orta (OR) 0.6
Olumsuz (0Z) 0.4
Cok Olumsuz (CO) 0.2
Degerlendirmeye Giremez (DG) 0.0

Calismada Tablo 8’dekidlgek ile belirlenen kriterlere gore bir 6grencinin elementler konusunda hazirlamis ol-
dugu 6grenci performans gorevinin degerlendirilmesi yapilmistir. Tablo 9’un ikinci siitununda verilen her bir kriter
temelinde 6grencinin performans gérevinin degerlendirilmesi Tablo 8’in diizeylerine gére yapilmistir. Tablo 9’un
besinci siitununda degerlendirmenin diizeyi ve altinci siitunda ise diizeye karsilik olan deger verilmistir. Tablo
9’un son siitununda ise d6grencinin her bir kritere gére performans diizeyi verilmistir. Bu deger her bir kriterin
genel agirlik degeri ile altinct siitundaki degerin carpimindan olusan bir degerdir. Tablo 9’un son satirinda ise
O0grencinin biitiin kriterler temelinde degerlendirilmesi durumunda almis oldugu puani vermektedir. Bu ¢alismanin
uygulamasi kapsaminda degerlendirilen 6grencinin performans gorevi puanmim 81.2 (100) oldugu saptanmustir.
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Tablo 9. Kriter Agirliklar1 ve Ogrenci Performans Gérevi Degerlendirme Sonuglari

Gruplar he)
ve 2 "E = a"g o 25 % &% 3

& o = & = S < O ga N S
Agirhiklar al E s 2 E 2 % g vu& é(: % g
= = = 2

E1 0.299 0.166 Cl 1.0 0.166

E2 0.123 0.069 Cl 1.0 0.069

E3 0.123 0.069 Cl 1.0 0.069

Element Ozellikleri E4  0.186 0.103 Cl 1.0 0.103
(E) E5 0.032 0.018 Y 0.8 0.014
0.556 E6 0.063 0.035 OR 0.6 0.021
E7 0.041 0.023 Y 0.8 0.018

E8 0.075 0.041 OR 0.6 0.025

E9 0.058 0.032 OR 0.6 0.019

H1 0.487 0.066 Y 0.8 0.053

Hazirhk Sireci (H) H2  0.096 0.013 Y 0.8 0.010
0.136 H3 0.208 0.028 Y 0.8 0.022
H4  0.208 0.028 OR 0.6 0.017

11 0.233 0.060 Y 0.8 0.048

12 0.233 0.060 OR 0.6 0.036

igerik (I) I3 0.049 0.013 Y 0.8 0.010
0.259 14 0.124 0.032 OR 0.6 0.019

' 15 0.124 0.032 OR 0.6 0.019
16 0.166 0.043 OR 0.6 0.026

17 0.069 0.018 Y 0.8 0.014

S1 0.175 0.009 Y 0.8 0.007

sunu(s) S2  0.326 0.016 OR 0.6 0.009
0.049 S3  0.326 0.016 Y 0.8 0.013

' S4  0.086 0.004 Y 0.8 0.003
S5 0.086 0.004 OR 0.6 0.002

Ogrenci Performans Gorevi Diizeyi 0.812

Tartisma ve Sonuc

Bu caligmada kuramsal temelleri yapisalci bilgi kuramina dayanan alternatif 6lgme ve degerlendirme yontemle-
rinden biri olan ve Tiirkiye’deki ortadgretim diizeyinde kullanilan 6grenci performans gérevi degerlendirmesinde
karsilasilan bazi sorunlar ¢ok olgiitlii karar verme yaklagimlariyla ¢éziimlenmeye c¢aligilmistir. Calismanin sonug-
larina yontemsel agidan bakildiginda, performans kavrammin genellikle tek bir bilesenden olusmayan dogasi ge-
regi ve bu ¢alismanin ¢ézmeyi hedefledigi sorunlarin yapisindan dolayi bu ¢aligmada biitiinlesik degerlendirmelere
imkan veren ¢ok Ol¢iitlii karar verme yaklagimlar: kullanilmistir. Nitekim literatiirde de performans olgusunun
arastirma konusu yapilmig oldugu (Lai ve Choi, 2015) ya da birden fazla kriterin yer aldig1, kriter se¢im proble-
minin oldugu (Chen, Hsieh, Do, 2015; Gupta ve Chaudary, 2017) ¢alismalarmn ¢ok 6l¢iitlii tekniklerle problemleri
¢ozmeye calistiklar1 goriilmektedir. Bu ¢aligmada kullanilan tekniklerin tercih edilmesinin esas gerekgesi yukarida
ifade edilen diisiince baglaminda, AHP ve TOPSIS’in biitiinciil bir yapida olan ve ¢ok sayida unsuru birlikte de-
gerlendirebilen analitik bir uygulamaya sahip olmasidir. Nitekim bu ¢alismada kullanilan tekniklerin arastirma
amacina uygunlugunun literatiirde yer alan arastirmalarda (Chen, Hsieh, Do, 2015; Gupta ve Chaudary, 2017;
Lupo, 2013; Wu, Chen, Chen ve Zhuo, 2012; Zyoud ve Fuchs-Hanusch, 2017) kullanilan tekniklerin sonuglariyla
uyumlu bulunmaktadir.

Literatiirde 6grenci performans goérevinin degerlendirilmesinin uygulamasini sistematik ve ¢ok o6l¢iitlii bir yak-
lagimla ¢alisma konusu yapan arastirmalara hentiz rastlanilmadig: i¢in bu ¢aligmanin sonuglari kendi igerisinde
tartistlmistir. Ogrenci performans gorevinin degerlendirilmesinin sistematik bir yaklagimla degerlendirilebilmesi
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i¢in 6grenci performans gorevinin degerlendirilmesinde temel alinacak kriterlerin belirlenmesi lgme ve degerlen-
dirmenin gegerliligi a¢isindan 6énemli bulunmaktadir. Bu nedenle bu ¢alismada dnerilen yontemle yapilan uygula-
manin sonuglarindan ilki performans gérevinin degerlendirilmesinde temel alinan kriterler belirlenmesidir. Deger-
lendirme kriterlerinin belirlenmesi 6l¢gme ve degerlendirmenin hangi ger¢evede yapilacagini gostermektedir. Boy-
lece oOl¢iilmek ya da degerlendirilmek istenenin gecerli ve giivenilir bir diizlemde dlgiilmesi saglanmistir. Aksi
halde kriterleri belli olmayan bir 6grenci performans goérevinin degerlendirmesinin anlamli olmasi beklenemez.

Calismanin bir diger sonucu 6grenci performans gorevinin degerlendirmesinde kullanmak amaciyla belirlenen
kriterlerin sayisinin TOPSIS teknigiyle azaltilmis olmasidir. Bu islemin sonucu 6gretmenlerin daha az sayida kri-
terle caligmalarina imkan vererek 6grenci performans gorevi degerlendirmelerinin daha kolay ve zaman sorunu ile
kargilasmadan uygulamaya firsat saglayabilir. Nitekim yapilan aragtirmalarda (Anil ve Acar, 2008; Daghan ve
Akkoyunlu, 2014; Gelbal ve Kelecioglu, 2007; Kaya vd, 2013;) alternatif 6l¢me ve degerlendirme yontemlerinin
kullanilmamasinin nedenleri arasinda uygulama siirecinin giigliigii ve zaman gerektirici 6zelliginin oldugu ifade
edilmistir.

Bu ¢aligmanin sonuglarmin ilgili literatiir agisindan bir diger 6nemi 6grenci performans gorevi degerlendirme-
sinin yargisal veya sezgisel bir yaklagimla degil ¢ok 6l¢iitlii karar verme tekniklerinden biri olan TOPSIS ile nesnel
bir yaklasimla kriterlerin belirlenebilmis olmasidir. Bu tiir bir se¢im kriterlerin birden fazla unsur temelinde irde-
lenmesiyle dlgme ve degerlendirmede temsil giicii yiiksek olan kriterlerin belirlenmesine imkan vermektedir.

Vurgulanmasi gereken bir diger husus gecerli bir dlgmeden séz edebilmek igin 6lgme ve degerlendirmenin
konunun ya da biitiinsel olarak &gretim programmin kazanimlarma yonelik alanlar1 dikkate alan bir lgme ve de-
gerlendirme yaklagimi olmasi gerekmektedir. Bu diigiinceden hareketle bu ¢alismada kriter se¢imi 6grenci kaza-
nimlarmin yonelik oldugu bilissel, duyussal ve psikomotor alan hedefleri temelinde yapilmistir. Béylece 6grenme
alanlarina etkisi olmayan ya da diigiik katkist olan kriterler lgme ve degerlendirmede kullanilmamistir. Bu ise
olgme ve degerlendirmenin gegerliligini kuvvetlendiren bir sonugtur.

Bu ¢alismanin diger bir 6zelligi, degerlendirme kriterlerinin nispi agirliklarinin dikkate aliarak AHP ile belir-
lenmis olmasidir. Kriterlerin nispi agirliklarinin belirlenmesi 6grenci performans gorevinin degerlendirilmesinin
gegerliligi acisindan 6nemli bir islevi bulunmaktadir. Ciinkii herhangi bir 6grenci performans gérevinin degerlen-
dirilmesinde temel alinacak kriterlerin tamaminin ayn1 6nem diizeyinde ya da agirlikta olmasini beklemek ve sdy-
lemek giigtiir. Dogas1 geregi kriterin igerigine bagli olarak kriterlerin nispi agirliklar1 ve énemleri farkli olabile-
cektir. Bu nedenle bu calismada 6grenci performans gorevinin degerlendirilmesinde kullanilacak kriterlerin ne
diizeyde agirlikli olduklar1 belirlenmistir. Ote yandan kriterlerin agirliklarinin belirlenmesindeki uzman gériisiiniin
ne diizeyde tutarli olduguna iliskin hesaplamalar yapilmis ve tutarlilik oranlari bulunmustur. Diger bir ifadeyle
uzman goriislerinin olasi tutarsizliklarinin degerlendirme siirecine yansimamasi saglanmistir. Bdylece 6grenci per-
formans gérevinin degerlendirmesi giivenilir bir yaklagimla belirlenebilmistir.

Calismanin sonuglarma gore ¢alismanin nihai amaci olan 9. sinif kimya dersi kapsamindaki elementler konusu
baglaminda 6grenci performans gorevinin degerlendirilmesi ayrintil bir sekilde gerceklestirilmis ve 6grenci per-
formans gorevinin degerlendirilmesi element 6zellikleri, hazirlik siireci, igerik ve sunu ana gruplari altinda topla-
nan 25 alt kriter temelinde degerlendirilmistir. Calismada 6grencinin performans goérevi degerlendirmesi biitiinsel
olarak degerlendirilmis ve buna gére 6grencinin bagarisi (%81,2) belirlenmistir. Bununla birlikte 6grencinin per-
formans gérevinin her bir ana gruba ve her bir kritere gore nasil bir performans gosterdigi belirlenebilmistir. Per-
formans gorevinin ayrintili degerlendirilmis olmasi 6grencinin eksik ve yetersiz yonlerinin belirlenmesine imkan
verdigi gibi 6grencinin gelistirilmesi gereken yonlerine iliskin bilgi de vermektedir. Boylece performans deger-
lendirmenin islevi yalnizca bir sonug belirleme degil, ayn1 zamanda egitimin amaglarini 6grenciye kazandirmanin
bir siireci olarak kullanilmasina olanak saglayacaktir.

Calismanin sonuglar 6grenci performans gorevinin 6lgme ve degerlendirme isleminin ¢ok boyutlu bir yakla-
sim gerektirdigini ve bu 6zelliginin uygulama siirecine yansitilmasini gerektigini goéstermistir. Caligmanin yontem
ve uygulama acisindan Tiirk egitim sitemindeki 6grenci performans gérevi uygulamasina katki saglayacag diisti-
niilmektedir. Cilinkii mevcut ortadgretim sisteminde performans gorevi bir zorunlu degerlendirme yontemi olarak
uygulamada yer almis olmasina karsilik 6gretmenlerin nasil bir degerlendirme uygulamasi yapacaklari konusunda
sistematik bir ¢er¢ceve bulunmamaktadir. Bu ¢calismanin yontemsel boyutu ve uygulama sonuglar1 performans go-
revi degerlendirme konusundaki sistematigin gelistirilmesinde dncii ve katki saglayabilecegi sdylenebilir. Ornegin
ogretmenlerin kimya dersine yonelik d6grencilerin performans degerlendirme kriterleri bu ¢alismada 6nerilen yak-
lasimla belirlenebilir. Ogretmenler belirlenmis olan kriterler temelinde grencilerin performans gorevlerini nesnel
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bir yaklagimla belirlemesine olanak saglayabilir. Ayrica performans 6devinin degerlendirilmesinde dgretmene yo-
nelik gesitli paydaslardan kaynaklardan baskilar da giderilmis olacaktir.

Bu ¢alismanin devaminda yapilabilecek ¢alismalardan ilki bulanik sayilar (Sen, 2001) yaklagimiyla 6lgme ve
degerlendirmenin yapilmasidir. Bu ¢alismada performans degerlendirme kriterlerinin segiminde, agirliklarin be-
lirlenmesinde ve kriterler temelinde 6grenci performans gorevinin degerlendirilmesinde kesin sayilar kullanilmis-
tir. Bilindigi gibi kesin sayilar Aristo mantigina dayali klasik kiime kavramina gére tanimlanmis olan gercek sayi-
lardir (Sen, 2001). Ancak kesin sayilarin karar verme ve degerlendirme problemlerinde her zaman durum ve ko-
sullar1 tanimlamasi miimkiin olmayabilir. Bu sebeple dlgme ve degerlendirmelerin bulanik bir yaklasimla yapil-
mast daha uygun bir degerlendirmeye olanak saglayacagi diisiincesinden dolayr gelecekteki ¢aligmalarin bulanik
sayilarla yapilmas1 6nerilmistir. ilk kez Azerbeycan’li bilim insan1 Liitfii Askerzade tarafindan bulanik mantik
teorisi temelinde tanimlanmis bulanik kiimeler kavramina gore ifade edilen bulanik sayilar belirsizligi 6lgmede en
uygun sayilar olarak ifade edilmektedir (Sen, 2001). Bu ¢alismanin devaminda yapilabilecek diger bir ¢aligma ise
farkli bilim alanlarin1 — Matematik, Fizik, Biyoloji, Cografya gibi- kapsayan arastirmalarla bu ¢alismada nerilen
yaklagimin gegerlilik ve giivenirlik boyutunun gelistirilmesidir.
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Introduction

The Preschool education is the educational process given in families and institutions that covers the years from
the birth of the child to the beginning of the basic education and is largely completed by the physical, psychomotor,
social, emotional, mental and language development which plays an important role in the later life of the child.
(Aral, Kandir & Yagsar, 2002). One of the main objectives of preschool education is to prepare them for primary
school by meeting the developmental needs of the child (MEB, 2013). The harmony and cooperation between
preschool and primary school education is crucial in preparing children for the future (Oktay, 2010). When studies
on the role of preschool education in primary school are examined; It is seen that children who have preschool
education are more successful in the future education process and have less problems in their education life (Bay
& Simsek Cetin, 2014; Comert, 2000; Erkan & Kirca, 2010; Erkan & Topgu Bilir, 2015; Ustiin & Akman, 2003).

The most obvious difference between the preschool education program and the primary school program is the
existence of the courses in the primary school and the fact that the units and subjects are included in the
standardized time periods of the courses (Oktay, 2010; Unal, 2012). Many gains in the preschool education
program overlap with those of the primary school program (Yangin, 2013). In addition to the consistency of
educational programs (Polat Unutkan, 2006), the most important factor in the implementation of programs is the
sharing of information with preschool teachers and first grade teachers on various topics and establishing
consistency in educational philosophies is another factor that will contribute positively to this process (Sahin, Sak
& Tuncer, 2013).

In the transition from preschool education to primary school; preschool teachers need to know the primary
school curriculum in order to plan correctly the primary school preparation (Polat, 2010). Early childhood
education of classroom teachers on the other side of the transition is also effective in making them more successful,
especially when working with children in the first year of primary school (Unicef, 2012). Teachers need to be
supported before or during the service in order to have this knowledge. The Ministry of National Education
organizes trainings and seminars for teachers who are in the service process. In the pre-service period, when
examining the training programs of the department of preschool teachers and classroom teachers education as
teacher training institutions; it is seen that preschool teachers have taken only one semester of "Primary School
Preparation and Primary School Programs", while classroom teachers have only taken one-semester "Early
Childhood Education" (CoHE, 2006).

The integrity of the curriculums implemented at different levels of education and the fact that educational
objectives are generally and in particular consecutive and supporting qualities strengthen the quality of the
education curriculum in question. The fact that this integrity provided in the curriculums follow each other in
practice supports the individual in accordance with the principles of progress and integrity of development.
Therefore, it is important that the pre-service teachers, who will serve in two consecutive education stages, have
awareness and sufficient knowledge of both educational periods. In particular, it is thought that examining the
knowledge, skills and opinions of the pre-sechool teachers and primary school teachers who are important elements
of transition period from preschool education to primary school in early childhood about the curriculum in the next
and previous stages of their education levels and if necessary, eliminating and supporting the deficiencies/needs
during the undergraduate education will increase the quality and success of these periods which are the cornerstone
of the education processes. When the literature is examined, it has been seen that studies have been done with
teachers (Erden & Altun, 2014; Dereli, 2012; Kogyigit, 2009; Tolug, 2008; Yalman, 2007; Yapici & Ulu, 2010;),
parents (Kogyigit, 2009) and administrators (Yalman, 2007). However, it has been determined that there is not a
study based on the opinions of teacher candidates. In the pre-service process, while pre-service teacher candidates
are still continuing their education, it is aimed to raise awareness of the pre-school education curriculum of primary
school teacher candidates and the opinions of pre-school teacher candidates about primary school education
curriculum and to inspire them to develop themselves in this direction. The views of primary school teachers, pre-
school teacgers and school directors about the curriculums that are a previous and next education level have been
examined and it is thought that speaking of the education curriculum with the groups, if they have they may
overcome their deficiencies, that are still in the process of education and undergraduates will present different
perspectives to the literature and in accordance with the results obtained from the research study, if there is a
problem or a deficiency, some suggestions will be offered to solve them.

Therefore, the purpose of this research is to examine the views of teacher candidates studying in the department
of pre-school teacher regarding primary school curriculum and the views of teacher candidates studying in the
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department of primary school teacher regarding pre-school teacher curriculum. For this purpose, teacher
candidates’ information about the characteristics of the programs, the situation of education about the programs
and the sources of information, the views on the necessity of having information about the programs, the opinions
about their sufficiency levels about the programs, developmental features that the children should have for starting
primary school, views on skills and sufficiency with opinions on the situation in which the children were not ready
for primary school are investigated.

To reach this goal, this study seeks to find answers to the following questions:

1. What are the views of teacher candidates studying in the department of pre-school teacher education
regarding the characteristics of the primary school teacher education curriculum and teacher candidates studying
in the department of primary schhol teacher education regarding the characteristics of the pre-school teacher
education curriculum?

2. What are the information sources of teacher candidates studying in the department of pre-school teacher
education regarding the primary school teacher education curriculum and teacher candidates studying in the
department of primary school teacher education regarding the pre-school teacher education curriculum?

3. What are the situations of prospective teachers studying in the department of pre-school teacher education
regarding the primary school teacher education curriculum and teacher candidates studying in the department of
primary school teacher education regarding the pre-school teacher education curriculum and to get training about
primary school preparation?

4. What are the views of teacher candidates studying in the department of pre-school teacher education
regarding the need to be informed about the the primary school teacher education curriculum and teacher
candidates studying in the department of primary school teacher education regarding the need to be informed about
the pre-school teacher education curriculum?

5. What are the views of preschool teacher candidates regarding their level of proficiency in primary school
programs and primary school preparation?

6. What are the views of primary school teacher candidates regarding their level of proficiency in preschool
education programs and primary school preparation?

7. What are the views of the teacher candidates studying in the department of preschool and classroom teacher
education regarding the developmental characteristics, skills and competencies that children should have in order
to start primary school?

8. What are the views of the teacher candidates studying in the department of preschool and classroom teacher
education regarding the situation in which the child is not ready for primary school?

Method
Research Design

When each level of education is thought to prepare the individual to the next stage; the education levels must
have features that are aligned with each other's content and target each other and follow. Even if the curriculums
are prepared in such a way as to provide this condition, it is important that the practitioners act with this philosophy
so that this situation can be realized in practice, they should know what tasks children need to perform in
accordance with their progressive educational life and development, and therefore what they must accomplish in
the next and previous steps in the tasks they will encounter. Pre-school education and primary school education is
a situation where the two sub-units undergoing this transition under the basic education framework are evaluated
and integrated at the same time. For this reason, the nested multi-state method, which is one of the case study
patterns of the qualitative research method, was used in the research study. Every situation that is involved, taken
up or included in the multidisciplinary study is divided into several subdivisions (Yildirim &Simsek, 2012). Each
group (preschool teacher candidates, classroom teacher candidates) participating in this survey pattern is
considered as a unit of analysis. The ideas of each group were analyzed on their own unit basis and the points of
view on each other's programs in the context of the whole intersection (transition from pre-school to primary
school) were evaluated.
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The research method and the reasoning behind it should be included in this section. The literature about the
research method should be stated. Moreover, the design of the study should be stated.

Study Group

The study group of the study was determined by multi-stage sampling. Accordingly, firstly the study group of
the research has been selected as the senior students in the 2015-2016 academic year by means of purposeful
sampling method in accordance with the criterion of having taken the field courses, pedagogy courses and
application courses of pre-school and primary school teacher candidates studying in the senior class of Marmara
University Atatiirk Education Faculty. In this scope, research announcements have been made to the senior class
students of preschool and primary school teachers and among the teacher candidates who voluntarily accepted to
participate in the survey, 30 teacher candidates, from each department of education, determined by the researchers,
according to the limits were determined, by employing the appropriate sampling method and the quota sampling
method by randomly (by casting lots from a written name list). A total of 60 teacher candidates constitute the study
group of the research.

Data Collection Tools

A separate semi-structured interview form has been prepared and implemented by the researchers for both
departments of prospective teachers in order to obtain the views of preschool and classroom teacher candidates.
As the questions in the interview form have been prepared, the questions are focused on being understandable,
open-ended, avoiding dire cting and asking multidimensional questions, complying with principles (Yildirim &
Simgek, 2012) such as preparing alternative questions, preparing different kinds of questions, organizing questions
in a logical way. The interview form prepared by the researchers has been sent to 9 field experts and the opinions
of field experts have been taken and appropriate and necessary regulations have been made in this direction. The
data collection tool is composed of the total questions in the same quality that only the curriculum names are
different in the question sentence for the prospective teachers who are studying in both departments of education.
these questions are as follows;

1. What are the characteriestics of the pre-school education curriculum? What are the characteriestics of
the primary school education curriculum?

2. What are the information sources regarding the pre-school education curriculum? What are the
information sources regarding the primary school education curriculum?

3. Have you ever got any training about pre-school education curriculum or primary school preparation?
What is the training? Have you ever got any training about primary school education curriculum or
primary school preparation? What is the training?

4. Why does a primary school teacher need to be informed about pre-school education curriculum? Why
does a pre-school teacher need to be informed about primary school education curriculum?

5. As a pre-school teacher candidate what are your levels of proficiency in primary school education
curriculum and primary school preparation? Explain the reasons of your views.

6. As a primary school teacher candidate what are your levels of proficiency in pre-school education
curriculum and primary school preparation? Explain the reasons of your views.

7. What are the developmental characteristics that children should have in order to start primary school?

8. What are the skills that children should have in order to start primary school?

9. What are the competencies that children should have in order to start primary school?

10. In which situations do you think a child is not ready for primary school?

Data Collection

The semi-structured interview form prepared by the researchers has been applied in order to get the views of
the department of preschool and classroom teacher candidates.

Data Analysis

Descriptive analysis method has been used in the analysis of the obtained data. In the study, the purpose of this
analysis is to interpret and present the data obtained from the application process with a descriptive approach. The
data obtained for this purpose is, primarily encoded by two different encoders. Encoder 1 (K1) has made clear
coding through 5 interview forms. Encoder 2 has assessed how these codes were shaped by examining the results
of explicit coding that K1 has done. After evaluation, the two coders have reached a consensus by arguing over
the generated codes. The resulting of this consensus is important for ensuring the validity of encodings.
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Encoders have encoded about 25% (8) of interview forms separately. Following encodings done, the
consistency coefficient between the encoders is calculated. As the consistency coefficient between encoders is
calculated, coding is done by closed coding technique over the codes that K1 reveals. Consistency correlation
coefficient of Cohen’s Kappa was calculated as k=.84 as a result of the evaluations of the two encoders. The
frequency values were used in the description and interpretation of teacher candidates' views for each theme. The
remaining 47 forms were coded and evaluated by K1 and K2. After the encodings, the encoders came together to
determine the clustering of the codes by considering a certain skill, or taking into account program features such
as intellectual, philosophical inclusion. The frequency values were used in the description and interpretation of
teacher candidates' views on each theme. The mentioned frequency values are not the number of teacher
candidates; they are determined based on their ideas.

Findings

The findings of this research are presented in this section, which aims to examine the views of teacher
candidates studying in the department of preschool and class teacher education regarding preschool and primary
school education programs.

The findings of teacher candidates' views studying in the department of preschool and classroom teacher
education regarding the knowledge of the characteristics of the programs, their situation to have training about
programs and their views on the sources of information are presented in Table 1, Table 2 and Table 3.

Table 1. Teacher Candidates' Information About The Characteristics of The Programs

Preschool Teacher Candidates

Categories Opinions

Lectures are taught (19) Voice teaching (5)
Line studies (4)
Information content (3)
Lecture work (3)
Relationship between lectures (1)
Life sciences are found (1)
Assignments are given (1)
Game (1)

Philosophical features of the program (12) Student-centered program (3)
Adaptive to the school (3)
Age and development (3)
Integrity with Preschool program (1)
Preparation for school (1)
Capacity development (1)

There are skills (6) Literacy skill (5)
Mathematical skill (1)
Development areas included (3) Physical development (1)

Hold the pencil (1)
Hand-eye coordination (1)

Classroom teacher candidates
Development areas included (19) Sensual development (6)
Gross motor movements (5)
Cogpnitive development (3)
Psychomotor development (3)
Development of fine motor muscles (2)
Philosophical features of the program (13) Game-based (11)
Flexible structure (2)
There is an aim to prepare primary school (10) -
Event types included (4) Drama events (2)
Activities on teaching values (2)
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Play-entertainment environment available (3) -

Regarding the primary school programs, preschool teacher candidates specified that; they have knowledge
about the lectures taught in the course (19), the philosophical structure of the program (12), the skills involved in
the program (6) and the development of the program (3). However, some of the preschool teacher candidates stated
that they did not have knowledge about the primary school program (11). Regarding to the courses in the content
of primary school programs, the vast majority of preschool teacher candidates stated that; they thought the studies
related to “voice teachings and line works were conducted; the philosophical structure of the programs was
"student-centered, adaptive to the school, focused on age and development™; aiming at improving "literacy and
mathematical skills"; "providing physical development and hand-eye coordination™ from development areas were
done Regarding to preschool education program, classroom teacher candidates have knowledge that; development
areas are included (19), they are informed of the philosophical structure of the program (13), there is an aim to
prepare primary school (10), there are composed event types included (4) and play-entertainment oriented (3). The
majority of classroom teacher candidates think that; the preschool education program includes the most “sensual
and “gross motor* development areas, the philosophical structure of the program is “game-based* and “flexible®,
and the types of activities are “drama“ and “value-oriented*.

Table 2. Teacher Candidates' Views on Sources of Information About Programs

Preschool Teacher Candidates

Categories Opinions

Educational process (15) Undergraduate lecture (11)
Training center (2)
Seminar (2)

Social environment and experience (6) Sibling (3)
Friend (2)
Life (1)

Classroom teacher candidates
Lecture (6) “Early Childhood Education" lecture (6)

Preschool teacher candidates stated that; they had the most knowledge about primary school programs from
undergraduate lectures, social environment and experiences they get during the education process. Classroom
teacher candidates indicated that; they had the knowledge of preschool education programs through their “Early
Childhood Education Lecture* in their undergraduate education.

Table 3. Teacher Candidates' Education Situation About Programs and Primary School Preparation

Preschool teacher candidates Classroom teacher candidates
Opinions n Opinions n
Lecture 23 Lecture 11
Does not exist 5 Course 4
Seminar 4 Congress 2

Preschool teacher candidates indicated that; they have been trained through “lectures (23)“ and “seminar (4)*
channels about primary school programs and primary school preparation, while some teacher candidates have not
been trained. Classroom teacher candidates stated that; they have been trained through “lectures (11)*, “courses
(4)* and “congress (2)*“ about preschool education programs and primary school education. When both tables are
examined together, it can be said that; teacher candidates have the information about the programs mostly through
lectures they have taken during undergraduate education.

Table 4, Table 5 and Table 6 present findings on the views of teacher candidates currently studying in the
departments of preschool and classroom teacher education and their views on their own levels of competence about
programs.
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Table 4. Preschool Teacher Candidates’ Views on The Need to Have Knowledge About The Primary School
Program and Classroom Teacher Candidates' Views On The Need to Have Knowledge About The Preschool
Education Program

Preschool teacher candidates

Categories Opinions

The aim of Preschool education program (29) Preparing to primary school (19)
Purpose of preschool program (6)
Necessity (3)
Facilitating adaptation (1)

Educational integrity (6) Integrity of education (5)

Next step (1)

Classroom teacher candidates
Knowing the child's development (17) There must be readiness (6)
Integrity of development (3)
Achieving adequate maturity (2)
Individual difference (2)
Understanding the level of development (2)
Knowing the developmental features and skills (2)
Fixing deficiencies of the program (11) Education  according to the  development
characteristics of the students (4)
Fixing deficiencies of the program (2)
Knowing the theory for going to practice (2)
Having knowledge about the program (2)
Preparing basic education (1)
Age of starting primary school in the new program has
dropped (11)
Supporting the child who does not get preschool Differences between educated and uneducated (5)
education (7) Behaviors that can not be gained in the critical period

)

Education levels are integrated (2)

Preschool teacher candidates see that having information about primary school programs is necessary in terms
of the “purpose of the preschool education program (29)* and the “integrity of education (6)“. The idea that the
preschool program should be known as "preparing to primary school" is the foreground. Classroom teacher
candidates see that having information about preschool programs is necessary for the reasons of “knowing the
child’s development (17)“, “fixing deficiencies of the program (11)“, “decrease in the age of starting primary
school in the new program (11)*, “supporting the child who does not get preschool education (7) and “education
levels are integrated (2)“. At the point of knowing the child's development, the views of “knowing what the child

is ready for*, “educating according to the developmental characteristics of the program deficiencies* and removing
the difference between the educated and non-educated children* have come to the forefront.

Table 5. Preschool Teacher Candidates” Views on Their Level Of Competence About Primary School Programs
and Primary School Preparation

Competence Categories Opinions

situation

Competent (2) | trust the education | get (3) I had a lot of knowledge in primary school preparation
lecture (2)
I know what studies | need to do (1)

Incompetent (13) I could not develop myself (15) | feel incompetent (4)

I have no experience (4)
I did not review the program (3)
I am incompetent in primary school program (3)
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I did not get education (1)

Lack of lectures (4) Inadequacy of lecture (4)
Irresolute (15) Personal development (13) Experience (10)
I am not knowledgeable (3)
Development openness (5) Developing myself (4)
Teacher (1)
My education (2) Education is not adequate (1)

I do not know the program (1)
Program is constantly changing ---
()
Not my branch (1)

A total of 30 preschool teacher candidates who constituted the working group on primary school programs and
primary school preparation competencies indicated that 2 were "competent", 13 were "incompetent” and 15 were
"irresolute”. In this case, when the reasons for the considerations of teacher candidates are examined; teacher
candidates who consider themselves competent stated that they “trust the education they get (3)“, teacher
candidates who consider themselves incompetent stated that they “could not develop themselves (15)* and “there
are lack of lectures (4), teacher candidates who consider themselves irresolute stated that the reasons are ”’personal
development (13)”, ”development openness (5)” and ”the education they get (2)”.

Table 6. Classroom Teacher Candidates’ Views Regarding on Their Level of Competence About Preschool
Programs and Primary School Preparation

Competence situation Categories Opinions
Competent (6) | trust the education | get (6) | trust in education (2)
Lectures and internship (2)
I know how to adjust to school (2)
Incompetent (14) Lack of lectures (10) Lecture hours are insufficient (3)
No practice in my undergraduate
education (3)
I could not learn (2)
I am not knowledgeable (2)
I could not develop myself (9) I did not get education (3)
| did no participate the program (2)
I could not develop myself (2)
| do not have sufficient knowledge (2)
Irresolute (10) My education (9) Education (3)
| did not practice (2)
| did not get planned training (2)
I am worried (1)
Things that | learned in lectures (1)
Personal development (4) Personal reasons (2)
| do not think it is sufficient (2)

When examining how classroom teacher candidates assess themselves about their competence in preschool
education programs and primary school preparation, 6 teacher candidates stated that they were "competent”, 14
teacher candidates were "incompetent” and 10 teacher candidates were "irresolute”. When the reasons for this
situation are asked; teacher candidates who consider themselves competent stated that they “trust the education
they get (6)*, teacher candidates who consider themselves incompetent stated that they “there are lack of lectures
(10)“ and “they could not develop themselves (9), teacher candidates who consider themselves irresolute stated
that the reasons are “the education they get (9)“ and “personal development (4)*.

Table 7, Table 8 and Table 9 present the findings of the views of the teacher candidates about the developmental
characteristics, skills and competencies that the children should have in order to start primary school.
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Table 7. Teacher Candidates’ Views About the Developmental Characteristics That Children Should Have in

Order to Start Primary School

Preschool Teacher Candidates

Categories

Opinions

Psychomotor development (18)

Hand-eye coordination (8)

Hold the pencil (7)

Psychomotor traits should develop (3)

Physical development (15)

Small and gross motor muscles should develop (9)

Motor development (6)

Cognitive development (15)

Mental development (7)

Keeping attention (4)

Sensual development (3)

Knowing your own traits (1)

Social-emotional development (13)

Social development (7)

Positive social relations (5)

Psychological readiness (1)

Self-care development (11)

Meeting toilet needs (6)

Gain self-care skills (5)

Ensuring maturation (10)

Competence in development areas (4)

Being a certain age (3)

Staying on school desks for a while (3)

Language development (6)

Self-expression (4)

Language development (1)

Listening skill (1)

Classroom teacher candidates

Physical development (22)

Biological development (8)

Gross muscle (7)

Small muscle (5)

Transition from gross to thin (2)

Psychomotor development (8)

Hand-eye coordination (3)

Psychomotor (3)

Neural-muscle coordination (2)

Self-care development (8)

Meeting the needs (4)

Self-care (2)

Eating (2)

Social-emotional development (7)

Desiring to learn (2)

Carrying out responsibilities (2)

Knowing your own traits (2)

Sensual (1)

Language development (4)

Self-expression (3)

Knowing Turkish (1)

Maturation (4)

Cognitive development (3)

Object permanence (2)

Cognitive (1)

The views of preschool teacher candidates about developmental characteristics that children should have in

order to start primary school are categorized as; "psychomotor development (18)", "physical development (15)",
"cognitive development (15)", "social-emotional development (13)", "self-care (11)", maturation (10)" and
"language development (6)". Preschool teacher candidates are in the view that hand-eye coordination and hold the
pencil appear in psychomotor development category; small and gross motor development appear in physical
development category; sensual and mental development, keeping attention appear in cognitive development

category; social development and positive social relations appear in social-emotional development category;
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meeting toilet needs appears in self-care development category; competence in development areas, being a certain
age and staying on school desks for a while appear in maturation category; self-expression appears in language
development category.

The views of classroom teacher candidates about developmental characteristics that children should have in

order to start primary school are; "physical development (22)", "psychomotor development (8)", "self-care (8)",
"social-emotional development (7)", "language development (4)", "maturation (4)" and "cognitive development
(3)". The views of classroom teacher candidates about biological, gross and small muscles in physical development
category; hand-eye coordination and neural-muscle coordination in psychomotor development category; meeting
the needs and eating in self-care category; desiring to learn, carry out responsibilities and knowing your own trait
in social-emotional development category; self-expression in language development category; object permanence

in cognitive development category have come to the forefront.

Table 8. Teacher Candidates' Views on Skills That Children Should Have in Order to Start Primary School
Preschool Teacher Candidates
Categories Opinions
Psychomotor skill (19) Hold the pencil (11)
Small muscle skills (7)
Hand-eye coordination (1)
Social skill (19) Sociability (6)
Communication skills (5)
Empathize (3)
Self-confidence (3)
Respect for differences (1)
Waiting in gqueue (1)
Language skill (19) Self-expression (6)
Literacy awareness (4)
Using Turkish correctly (3)
Listening skills (3)
Writing in pursuant of instructions (3)
Self-care skill (12) Self-care skills (7)
Meeting toilet needs (4)
Meeting the needs (1)
Cognitive skill (9) Thinking skills (5)
Counting (2)
Keeping and maintaining attention (2)
Maturation (4) Sitting on school desks properly (2)
Begin and finish the event (2)

Classroom teacher candidates
Self-care skill (26) Self-care (10)
Meeting toilet needs (6)
Getting dressed (3)
Shoe (3)
Ladders (2)
Eating (2)
Psychomotor skill (21) Holding the pencil (4)
Small muscle (4)
Psychomotor skills (4)
Drawing (3)
Gross (2)
Painting (2)
Muscle coordination (2)
Thinking skill (6) Paying attention to details (2)
Critical thinking (2)
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Decision-making (2)

Preschool teacher candidates’ views on skills that children should have in order to start primary school are
categorized as; "psychomotor skills (19)", "social skills (19)", "language skills (19)", "self-care skills (12)",
"cognitive skills (9)" and "maturation (4)". It has been determined that preschool teacher candidates are in the view
that it is necessary to be competent at holding the pencil and small muscle skills appear in psychomotor skill
category; sociability, communication skills and empathizing appear in social skill category; self-expression,
literacy awareness and using Turkish correctly appear in language skill category; meeting toilet and other needs
appear in self-care skill category; thinking skills appear in cognitive skill categories; sitting on school desks
properly and begin and finish the event appear in maturation category.

Classroom teacher candidates’ views on skills that children should have in order to start primary school are
categorized as: "self-care (26)", "psychomotor skill (21)" and "thinking skill (6)". The views of classroom teacher
candidates about meeting toilet needs on his own, getting dressed, wearing shoes, climbing ladders up and down
and eating in self-care category; holding the pencil, small muscle and drawing in psychomotor skill category;
paying attention to details, critical thinking and decision-making in thinking skill category have come to the

forefront.

Table 9. Teacher Candidates' Views on Competencies That Children Should Have in Order to Start Primary School

Preschool Teacher Candidates

Categories Opinions
Social-emotional competencies (12) Social competence (9)
Taking responsibility (3)
Cognitive competencies (10) Keeping and maintaining attention (5)

Cognitive competence (4)

Sensual competence (1)

Self-care competencies (10) Self-sufficiency (6)

Meeting the needs (3)

Meeting toilet needs (1)

Maturity (4) Sitting on school desks for a while (4)
Language competencies (4) Self-expression (3)

Listen effectively (1)
Motor competencies (4) Muscle development (3)

Hand-eye coordination (1)

Classroom teacher candidates

Social-emotional competencies (14) Helping each other (2)

Social behavior (2)

Desire for school (2)

Self-confidence (2)

Desire for achievement (2)

Rules (2)

Expressing one’s name (2)

Maturity (13) Readiness (3)

Maturation (3)

School maturity (3)

School consciousness (2)

Desire for literacy (2)

Psychomotor competencies (8) Muscle development (3)

Psychomotor (3)

Hand-eye coordination (2)

Language competencies (7) Self-expression (3)

Word pronunciation (2)

Following the instructions (2)
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Preschool teacher candidates’ views on competencies that children should have in order to start primary school
are categorized as: "social-emotional competencies (12)", "cognitive competencies (10)", "self-care (10)",
"maturity (4)", "language competencies (4)" and "motor competencies (4)". Preschool teacher candidates are in
the view that it is necessary to be competent at social competence and taking responsibility appear in social-
emotional competencies category; keeping and maintaining attention appear in cognitive competencies category;
self-sufficiency and meeting the needs appear in self-care category; sitting on school desks for a while appears in
maturity category; self-expression appears in language competencies category; muscle development appears in

motor competencies category.

Classroom teacher candidates’ views on competencies that children should have in order to start primary school
are categorized as: “social-emotional competencies (14)“, “maturity (13)%, “psychomotor competencies (8)* and
“language competencies (7). Classroom teacher candidates are in the view that such competencies; helping each
other, social behavior, self-confidence and rules in social-emotional competencies category; readiness, school
maturity and school consciousness in maturity category; muscle development, hand-eye coordination in
psychomotor competencies category; self-expression, word pronunciation and following the instruction in
language competencies category are involved. The findings of teacher candidates’ views about the situations in

which the children are not ready for primary school are presented in Table 10.

Table 10. Teacher Candidates’ Views About the Situations in Which The Children Are Not Ready for Primary
School

Preschool teacher candidates
Categories Opinions
Readiness (maturity) (21) Growth retardation (7)
Maturity in all development areas (6)
Less than 7 years old (4)
Less than 60 months old (3)
Do not feel ready (1)
Social-emotional incompetence (19) Staying out of the family (9)
Social development retardation (8)
Emotional incompetence (1)
Having compliance problems (1)
Cognitive incompetence (12) No cognitive competence (5)
Cannot keep and maintain attention (4)
Carelessness (1)
Mental development (1)
Cannot recognize numbers (1)

Physical incompetence (6) Absence of small and gross motor (3)
Muscle development incompetence (3)
Psychomotor incompetence (4) Cannot hold the pencil properly (3)
Cannot hold the scissors (1)
Self-care incompetence (2) Cannot meet the needs (1)
Meeting toilet needs (1)
Language development (1) No literacy awareness (1)
Classroom teacher candidates
Readiness (14) School maturity (12)
Readiness for school (2)
Self-care incompetence (13) Gaining self-care skills (9)
Toilet education (4)
Social-emotional incompetence (12) Emotional incompetence (3)

Socializing (3)
Adaption to environment (2)
Following the rules (2)
Shyness (2)

Psychomotor development incompetence (10) Small muscle (4)
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Large muscle (2)
Holding the pencil (2)
Psychomotor incompetence (2)

Physical development incompetence (5) Chronological age (3)
Biological development (2)

Cognitive development incompetence (5) Cognitive incompetence (3)
Learning difficulty (2)

Language development incompetence (3) Do not know Turkish (2)

Pronunciation (1)

Preschool teacher candidates’ views about the situations in which the children are not ready for primary school

are categorized as; "readiness (21)", "social-emotional incompetence (19)", "cognitive incompetence (12)",
"physical incompetence (6)", "psychomotor incompetence (4)", "self-care (2)" and "language development (1)".
The views of preschool teacher candidates about growth retardation, maturity in all development areas and being
less than 7 years old in readiness category; staying out of the family and social development retardation in social-
emotional incompetence category; cannot keep and maintain attention in cognitive incompetence category;
absence of small and gross motor and muscle development incompetence in physical incompetence category;
cannot hold the pencil properly in psychomotor incompetence category; cannot meet the needs in self-care category

have come to the forefront.

Classroom teacher candidates’ views about the situations in which the children are not ready for primary school

are categorized as; "readiness (14)", "self-care (13)", "social-emotional incompetence (12)", "psychomotor
development (10)", "physical development (5)", "cognitive development (5)" and "language development (3)".
Classroom teacher candidates considered such situations; school maturity and readiness for school in readiness
category; gaining self-care skills and toilet education in self-care category; emotional incompetence, socializing
and adaption to environment in social-emotional incompetence category; small and large muscle development,
holding the pencil in psychomotor development category; chronological age in physical development category;
cognitive incompetence in cognitive development category; do not know Turkish in language development

category as incompetency.
Discussion and Conclusion

As a result of this research, which aims to examine the views of teacher candidates studying in the department
of preschool and classroom teacher education regarding preschool and primary school education programs, it is
concluded that the teacher candidates studying in both teaching fields have limited knowledge about other teaching
field and program.

The results of teacher candidates' views studying in the department of preschool and classroom teacher
education regarding the knowledge of the characteristics of the programs, their situation to have training about
programs and their views on the sources of information.

"Primary school preparation and primary school programs” course which they take for one semester in
undergraduate degree and “early childhood education” course which they take for one semester in graduate degree
provided limited information for teacher candidates studying in both teaching fields; but did not gain enough
knowledge and skills to make them feel qualified.

From preschool education until the end of higher education, each of the education levels directly affects the
functioning of the other. The previous education level should aim to make the student more ready for the next level
of education. For this reason, as a requirement of the system approach, it is an important and necessary condition
for each of these stages to reach its goal separately (MEB, 2010). The aim of preparing children who are one of
the main objectives of preschool education in primary school education from the educational stages studied in the
research supports this view. There are many researches in the literature related to the important role that preschool
education has in primary school and in the transition period (Aksin, 2013; Atilgan, 2001; Cinkilig, 2009; Dagls,
2007; Dursun, 2009; Ekinci, 2001; Erbay, 2008; Ergiin, 2003; Esaspehlivan, 2006; Ozbek, 2003; Tamkavas, 2003;
Taner, 2003; Taner & Basal, 2005; Temiz, 2002; Tolug, 2008; Tungeli, 2012). It is important that preschool
teachers/teacher candidates who have role of preparing them to primary school education in addition to support
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the children in all developmental areas, should have the knowledge and equipment for upper level education,
namely primary school as well as having the necessary knowledge and equipment of their own educational level.

When teacher candidates are asked their views on the need to be informed about the education program at the
other level; it is seen that preschool teacher candidates think that they should have information because of the
purpose of preparing primary school in their education level. The views of the classroom teacher candidates on
the same question, concentrate on knowing the development of the child properly and to make up for deficiencies
in the preschool education program. Based on this result, it can be said that the teacher candidates employed in
both education levels are aware of the necessity of having knowledge about the other education level. Despite this
awareness, it can be interpreted that they perceive themselves as inadequate due to the fact that they do not have
sufficient information and equipment on the subject during the training period. Based on these results, it is
considered that more comprehensive courses should be added for both education levels and programs in the
undergraduate programs of preschool education and primary school teacher education departments where teachers
are educated in preschool education and primary education levels and which are taken as a whole under the title
General Directorate of Basic Education, established by the amendment of the Ministry of National Education Law
in accordance with the Decree No. 652 on 28 January
2012 (http://www.resmigazete.gov.tr/eskiler/2011/09/20110914-1.htm).

The results of teacher candidates’ views about the developmental characteristics, skills and competencies that
the children should have in order to start primary school

When examining the views of teacher candidates about the developmental characteristics, skills and
competencies that children should have in order to start primary school, it seems that teacher candidates expressed
views under similar headings about the developmental characteristics, skills and competencies that children should
have in order to start primary school. According to findings; both the preschool teacher candidates and the
classroom teacher candidates emphasize most are the areas of physical development and psychomotor
development. This is thought to be due to the fact that classroom teacher candidates think they will have some
difficulties in teaching writing to new beginners, while preschool teacher candidates focus on preparing them for
writing children. In a survey of primary school 1st grade teachers' expectation from preschool teachers examined,
a result parallel to this finding of our research has been reached and they reached the conclusion that primary
school 1st grade teachers expect their classroom teachers to work in the areas of physical and psychomotor
development so that they can make the children more ready for the preschool readiness-related issues (Yapici &
Ulu, 2010).

When examining the views of teacher candidates on the skills that children should have in order to start primary
school, it is seen that; preschool teacher candidates emphasize psychomotor, social and language skills the most;
classroom teacher candidates emphasize self-care and psychomaotor skills the most. It is conceivable that the results
of developmental characteristics that children should have in order to start primary school are also the result of the
fact that the teacher candidates studying in both branches of education have placed psychomotor skills in the first
place and this can be thought as a result of a loss of children's learning to write and teaching children how to write.

Another skill that classroom teacher candidates consider necessary is self-care skills. Self-care skills can be
explained as a child's ability to eat on his own, to be able to clean up the body, to be able to meet his toilet needs
and to know what he has to do to protect his or her health. Due to the lack of instruction and break scheme at the
level of preschool education and the need for children to get rid of their self-care needs at that moment, when they
are in primary school they are having difficulties in controlling toilet needs especially because of classroom
instruction, lessons and break. It is also expressed in the studies that children supported properly with self-care
skills in preschool period are not experiencing difficulty or experiencing less difficulty in this sense when they
started primary school (Ozen¢ & Cekirdekgi, 2013; Tamkavas, 2003; Uzun & Alat, 2013). For this reason, it is
thought that classroom prospective teachers have learned this knowledge as a result of their teaching experience
or as a result of sharing with their class teachers and therefore have placed first order self-care skills in the skills
that children should have for starting elementary school.

When the views of teacher candidates about the competencies that children should have for primary school
readiness are examined, it is seen that teacher candidates studying in both departments are also emphasizing on
the field of social-emotional competencies. According to the findings of developmental psychology, social skills
are needed especially in the primary school period in order to get along with them and establish good relationships
with others. Therefore, social skills education emerges as an education that should be given to children in preschool
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and primary school periods (Bacanli, 2012). Researches on development emphasize the importance of social
behavior of children in school achievement and school success (McClelland, Morrison, 2003; Ozbek, 2003).
Children entering the school with low social competence often encounter problems such as peer rejection, behavior
problems and low academic achievement (McClelland, Morrison, 2003; Ozbek, 2003; Tunceli, 2012). At this
point, the views of the teacher candidates overlap with the literature and it is necessary for children to have relevant
competences in terms of socio-emotional point of view to be ready for primary school.

When the views of teacher candidates about the situation in which children are not ready for primary school
are examined, it is seen that teacher candidates studying in both areas emphasize on the level of readiness (school
maturity). When the literature on the concept of readiness is examined, there are many definitions (Dockett &
Perry, 2002; Forget-Dubois, 2007; Katz, 1991; Oktay, 1983; Polat, 2010; Snow, 2006) and it can be expressed as
“having the physical, mental, social-emotional and behavioral skills and attitudes necessary for the child to be
ready for schooling and learning™. It can be said that the deficiencies that the teacher candidates have laid out after
the concept of readiness (maturity) are also under the concept of readiness in the act in the related literature. The
fact that teacher candidates show the level of readiness in the first place as a reason for the child not being ready
for elementary school is due to the beliefs that children with low readiness are experiencing difficulties in the
primary school education process and affecting school success negatively. There are studies conducted to support
this view of teacher candidates (Balat Uyanik, 2003; Boz, 2004; Esaspehlivan, 2006; Kirca, 2007; Kogyigit, 2009;
Marjavonic, Liubica, Simona etc., 2008; Magnuson, Meyers, Ruhm & Waldfogel, 2004; Yazici, 2002; Wesley
&Buysse, 2003).

As a result, it is determined that teacher candidates studying in the department of preschool and classroom
teacher education are inadequate in their own knowledge and equipment regarding preschool and primary
education programs; however they are aware of the need to have knowledge of these two levels of education that
feed each other. As teacher candidates studying in both teaching fields are asked about the developmental
characteristics, skills and competences that children should have in order to start primary school, it is seen that
physical/psychomotor development, self-care skills, social skills, language skills and readiness levels are
emphasized. When the definitions related to the concept of readiness included in the literature are examined, It has
been revealed once again through this research that the views of the teacher candidates were determined how
important it is to be ready to school in transition from preschool education to primary school as it is handled under
the framework of physical/psychomotor development, self-care skills, social skills and language skills.

In the light of the information obtained from this; it is recommended that students studying in both departments
offer opportunities to participate in cross-department lectures in order to have more knowledge about the program
of the other departments (preschool education program/primary school program). However, it is suggested that
new lectures should be added to each department with other department program (preschool education
program/primary school program) or that existing lectures should be supported with the implementation processes
by cooperating with the other department. It is thought that the arrangement of mutual sharing activities between
lecturers and students or between students and students in the universities is beneficial for the teacher candidates
to get more ideas about the mutual education programs. It is reviewed that in terms of directly observing the
practices and having an idea, it is important for Preschool Teaching Department teacher candidates to attend one
of the Classroom Teaching Department Teaching Practices Il lectures as a guest teacher within the scope of
Teaching Practice Il lecture. Similarly Classroom Teaching Department teacher candidates shall attend and
observe one of the Preschool Teaching Department Teaching Practice Il lectures as a guest teacher for the same
purpose.
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Okul Oncesi ve ilkokul Egitim Programlari; Ogretmen Adaylarimin
Goriislerinin Incelenmesi

Giris

Okul oncesi egitim, ¢ocugun dogdugu giinden temel egitime basladig1 giine kadar gegen yillar1 kapsayan ve
¢ocuklarin daha sonraki yagamlarinda 6nemli rol oynayan bedensel, psikomotor, sosyal, duygusal, zihinsel ve dil
gelisimlerinin bilyiik 6l¢iide tamamlandigr, kisiligin sekillendigi, ailelerde ve kurumlarda verilen egitim siirecidir
(Aral, Kandir & Yasar, 2002). Okul 6ncesi egitimin temel amaglarmdan biri, bu dénem g¢ocugunun gelisimsel
ihtiyaglarin1 karsilayarak onlari ilkokula hazirlamaktir (MEB, 2013). Okul 6ncesi egitim ile ilkokul egitimi
arasindaki uyum ve igbirligi ¢ocuklar1 gelecege hazirlamada son derece 6nemlidir (Oktay, 2010). Okul 6ncesi
egitimin ilkokula hazir olustaki rolii hakkinda yapilan galismalar incelendiginde; okul Oncesi egitim alan
cocuklarm ileriki egitim siireclerinde daha basarili olduklar1 ve egitim hayatlarinda daha az sorun yasadiklar
goriilmektedir (Bay ve Simgek Cetin, 2014; Comert, 2000; Erkan & Kirca, 2010; Erkan & Topgu Bilir, 2015;
Ustiin & Akman, 2003).

Okul oncesi egitim programi ile ilkokul programi arasindaki en belirgin fark: ilkokulda derslerin varligi ve
ders siirelerinin belirli zaman dilimleri halinde standartlastirilmis olmasi ile iinite ve konularm yer almasidir
(Oktay, 2010; Unal, 2012). Okul éncesi egitim programindaki pek ¢ok kazanim ilkokul programi kazanimlariyla
ortiigmektedir (Yangm, 2013). Egitim programlarinin tutarlilifinin yaninda (Polat Unutkan, 2006), programlarin
uygulanmasindaki en 6nemli 6ge olarak okul Gncesi egitim ve birinci siif 6gretmenlerinin gesitli konularda
birbirleriyle bilgi paylasimmda bulunmalar ve egitim felsefelerinde bir tutarlilik olusturmalari, bu siirece olumlu
katki saglayacak bir diger faktordiir (Sahin, Sak & Tuncer, 2013).

Okul oncesi egitimden ilkokula geciste; okul oncesi Ogretmenlerin ilkogretime hazirhigi dogru sekilde
planlayabilmek i¢in ilkokul programini bilmeleri gerekmektedir (Polat, 2010). Gegisin diger tarafinda olan smif
ogretmenlerinin de erken c¢ocukluk donemi egitimi almalari, 6zellikle ilkokulun ilk yillarindaki ¢ocuklarla
calisirken daha basarili olmalarinda etkilidir (Unicef, 2012). Ogretmenlerin bu bilgiye sahip olmalar1 igin hizmet
oncesinde ya da sirasinda konu hakkinda destek almalar1 gereklidir. Hizmet igi siirecte bulunan 6gretmenlere
yonelik olarak, Milli Egitim Bakanligi tarafindan egitim ve seminerler diizenlenmektedir. Hizmet 6ncesi siirecte
ise, Ogretmen yetistiren kurumlar olarak egitim fakdilteleri okul dncesi 6gretmenligi ve sinif 6gretmenligi anabilim
dallar1 egitim programlari incelendiginde; okul oncesi dgretmenlerinin yalmzca tek yariyil verilen “Ilkokula
Hazirlik ve Tlkokul Programlar1” dersini aldiklari, siif 6gretmenlerinin ise yine yalnizca tek yariyil verilen “Erken
Cocukluk Egitimi” dersini aldiklar1 goriilmektedir (YOK, 2006).

Farkli egitim kademelerinde uygulanan programlarin biitiinligii ve egitim hedelerinin genelde ve ozelde
birbirini takip eden, destekleyen nitelikte olmasi s6z konusu egitim programinin niteligini giiclendirmektedir.
Egitim programlarinda saglanan bu biitiinliigiin uygulamada hayat bularak birbirini takip etmesi de gelisimin
ilerlemesi ve biitiinliigii ilkelerine uygun olarak bireyi desteklemektedir. Dolayisiyla birbirini takip eden iki egitim
kademesinde gérev yapacak 6gretmen adaylarmin her iki egitim donemine ait farkindalik ve yeterli bilgi sahibi
olmasi énemlidir. Ozellikle de erken ¢ocukluk doneminde okul éncesi egitimden ilkokula gegis siirecinin énemli
unsurlari olan okul 6ncesi 6gretmenleri ile ilkokul 6gretmenlerinin kendi egitim kademelerinden sonraki ve 6nceki
kademedeki programa dair bilgi, beceri ve goriiglerinin incelenmesi, varsa eksik/ihtiyaglarin lisans egitimi
stiresince giderilmesi ve desteklenmesinin egitim siireglerinin temel tast olan bu dénemlerin kalitesini ve basarisini
arttiracag@i diisiniilmektedir. Literatiir incelendiginde 6gretmenler (Erden & Altun, 2014; Dereli, 2012; Kogyigit,
2009; Tolug, 2008; Yalman, 2007; Yapict & Ulu, 2010), aileler (Kogyigit, 2009) ve yoneticilerle (Yalman, 2007)
konu ile ilgili ¢alismalar yapildigi goériilmiistiir. Ancak 6gretmen adaylarinin goériiglerine dayali bir galisma
olmadig belirlenmistir. Hizmet 6ncesi siirecte 6gretmen adaylar1 heniiz egitimlerine devam etmekteyken; sinif
ogretmeni adaylarmin okul 6ncesi egitim programina, okul Oncesi egitim 6gretmen adaylarinin smif egitimi
programina dair goriiglerini inceleyerek farkindalik yaratmak ve bu yonde kendilerini gelistirmelerine ilham
vermek hedeflenmektedir. Sinif egitimi ve okul 6ncesi egitimi dgretmenleri ile yoneticilerine bir alt ve bir iist
egitim kademesi olan programlara dair goriisleri incelenmis olup; heniiz egitim siirecinde olan ve lisans
egitimindeyken varsa eksikliklerini giderebilecek olan gruplarla egitim programlarini konugmanin alan yazina
farkli bakis agist sunacagi, arastirmadan elde edilen sonuglar dogrultusunda uygulamaya doniik varsa problem ya
da eksiklik bunlar1 ¢oziimlemeye odakl1 dneriler sunacag diisiiniilmektedir. Bu nedenlerle Okul Oncesi Anabilim
Dali’'nda 6grenim goren dgretmen adaylarmnin ilkokul egitimi programma ve Smif Ogretmenligi Anabilim
Dali’'nda ogrenim goren Ogretmen adaylarinin okul Oncesi egitimi programlari hakkindaki goriislerinin
incelenmesi bu aragtirmanm amacini olusturmaktadir. Bu amag¢ kapsaminda 6gretmen adaylarinin programlarin
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ozelliklerine iliskin bilgileri, programlar hakkinda egitim alma durumlar1 ve bilgi kaynaklari, programlar hakkinda
bilgi sahibi olmanin gerekliligine iligkin goriisleri, programlar hakkinda kendi yeterlilik diizeylerine iligkin
goriigleri, ¢ocuklarin ilkokula baglayabilmeleri i¢in sahip olmalar1 gereken gelisimsel 6zellikler, beceriler ve
yeterliliklere yonelik goriisleri ile ¢cocuklarin hangi durumlarda ilkokula hazir olmadiklarina iliskin gériisleri
incelenmistir.

Arastirmada asagidaki sorulara yanit aranmistir:

1. Okul Oncesi Egitimi Anabilim Dal1 6gretmen adaylarinin smif egitimi programmin ézelliklerine ve Siif
Ogretmenligi Anabilim Dal1 6gretmen adaylarinin okul éncesi egitim programinin dzelliklerine iligkin goriisleri
nelerdir?

2. Okul Oncesi Egitimi Anabilim Dali 6gretmen adaylarimin simf egitimi programi ve Sinif Ogretmenligi
Anabilim Dali 6gretmen adaylarmin okul 6ncesi egitim programi hakkindaki bilgi kaynaklar1 nelerdir?

3. Okul Oncesi Egitimi Anabilim Dali 6gretmen adaylarmin smif egitimi programi ve Sinif Ogretmenligi
Anabilim Dali 6gretmen adaylarinin okul 6ncesi egitim programui ve ilkokula hazirlikla ilgili egitim alma durumlar
nedir?

4. Okul Oncesi Egitimi Anabilim Dali dgretmen adaylarmin smnif egitimi programi ve Simf Ogretmenligi
Anabilim Dal1 &gretmen adaylarmin okul 6ncesi egitim programi hakkinda bilgi sahibi olmanin gerekliligine
iliskin goriisleri nelerdir?

5. Okul oncesi dgretmen adaylarmin ilkokul programlari ve ilkokula hazirlik hakkinda kendi yeterlilik
diizeylerine iliskin goriisleri nelerdir?

6. Smuf dgretmeni adaylarmim okul dncesi egitim programlari ve ilkokula hazirlik hakkinda kendi yeterlilik
diizeylerine iliskin goriisleri nelerdir?

7. Okul Oncesi ve Sinif Ogretmenligi Anabilim Dallarinda 6grenim gormekte olan &gretmen adaylarmin
cocuklarn ilkokula baslamak icin sahip olmasi gereken gelisimsel ozellikler, beceriler ve yeterliliklere iligkin
goriisleri nelerdir?

8. Okul Oncesi ve Sinif Ogretmenligi Anabilim Dallarinda 6grenim gormekte olan dgretmen adaylarmin
¢ocugun hangi durumlarda ilkokula hazir olmadigina iligkin goriisleri nelerdir?

Yontem
Arastirma Modeli

Egitimin her bir kademesinin bireyi bir sonraki kademeye hazirlamak oldugu diisiiniildiigiinde; egitim
kademelerinin de birbirlerinin igerikleri ile uyumlu ve birbirini hedefleyen, takip eden ozelliklere sahip olmasi
gerekmektedir. Programlar bu kosulu saglayacak bi¢cimde hazirlansa dahi uygulamada bu durumun
gerceklesebilmesi icin uygulayicilarin bu felsefe ile hareket etmesi; cocuklarin ilerleyen egitim yasamlarinda ve
gelisimlerine uygun olarak hangi gorevleri yerine getirmesi gerektigini, dolayisiyla ¢ocuklarin karsilasacag
gorevlerde bir sonraki ve bir 6nceki asamada neleri basarmasi gerektigini bilmesi énemlidir. Okul dncesi egitim
ve ilkokul egitimi; temel egitim catis1 altinda bu noktada gecisin saglandigi iki alt birimi kendi iginde
degerlendirerek ve ayn1 zamanda biitiinlestirerek biinyesinde barindiran bir durumdur. Bu nedenle arastirmada
nitel arastirma yonteminin durum ¢alismasi desenlerinden biri olan i¢ ige gecmis c¢oklu durum ydntemi
kullanilmustir. I¢ ige gegmis ¢oklu durum calismasinda, ele alman veya arastirmaya dahil edilen her durum kendi
icerisinde ¢esitli alt birimlere ayrilarak ¢alisilir (Yildirom & Simsek, 2012). Bu desende aragtirmaya katilan her
grup (okul 6ncesi 6gretmen adaylari, sinif 6gretmeni adaylar1) birer analiz birimi olarak disiiniilmiistiir. Her
grubun fikirleri kendi birimi bazinda analiz edilmis olup olusturduklar: biitliniin kesisimi (okul 6ncesinden ilkokula
gecis) baglaminda birbirlerinin programlarina olan bakis acilar1 degerlendirilmistir.

Calisma Grubu

Aragtirmanin ¢alisma grubu ¢ok asamali 6rnekleme yapilarak belirlenmistir. Buna gére oncelikle 2015-2016
egitim ogretim yilinda Marmara Universitesi Atatiirk Egitim Fakiiltesi dordiincii smifinda 6grenim géren okul

olmalari kriterine uygun olarak amacli drnekleme yontemiyle 4. sinif 6grencileri se¢ilmistir. Bu kapsamda okul
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oncesi ve sinif 6gretmenligi son smif d6grencilerine ilgili arastirma duyurusu yapilmis ve arastirmaya katilmayi
goniillii olarak kabul eden 6gretmen adaylar: arasmmdan uygun drnekleme yontemine gore tesadiifi olarak (isim
yazili listeden kura ¢ekme) ve kota drnekleme yontemi uyarinca arastirmacilar tarafindan 30 kisi olarak belirlenen
sinir dogrultusunda her bir anabilim dalindan 30 6gretmen adayir belirlenmistir. Toplam 60 dgretmen adayi
arastirmanin ¢aligsma grubunu olusturmaktadir.

Veri Toplama Araglari

Okul Oncesi ve Sinif Ogretmenligi Anabilim Dallar1 6gretmen adaylarinin gériislerini almak amactyla
aragtirmacilar tarafindan her iki anabilim dali dgretmen adaylarina yonelik olarak ayri yari yapilandirilmig
goriigme formu hazirlanmis ve uygulanmistir. Goriigme formundaki sorular hazirlanirken; sorularin anlasilabilir,
acik-u¢lu olmasina odaklanilmis; yonlendirmeden ve ¢ok boyutlu soru sormaktan kaginilmis, alternatif sorular
hazirlama, farkli tiirden sorular hazirlama, sorulari mantikli bir bigimde diizenleme gibi ilkelere (Yildirim ve
Simsek, 2012) uyulmustur. Arastirmacilar tarafindan hazirlanan goriigme formu 9 alan uzmanina génderilerek alan
uzmanlarmim goriisleri alinmig ve bu dogrultuda uygun ve gerekli diizenlemeler yapilmistir. Veri toplama araci
her iki anabilim dalinda 6grenim goren 6gretmen adaylari i¢in soru climlesi icerisinde yalnizca program adlarmin
farkli oldugu, ayni nitelikteki toplam sorudan olusmaktadir. Bu sorular sirasiyla;

1. Okul 6ncesi egitim programmin 6zellikleri nelerdir? ilkokul programmnim ézellikleri nelerdir?

2. Okul dncesi egitim programma dair edindiginiz bilgilerin kaynagi/kaynaklari nelerdir? ilkokul
programina dair edindiginiz bilgilerin kaynagi/kaynaklar1 nelerdir?

3. Okul Oncesi egitim programi ya da ilkokula hazirlik hakkinda herhangi bir egitim aldiniz mi?
Aldiginiz egitim nedir? Tlkokul programi ya da ilkokula hazirlik hakkinda herhangi bir egitim aldiniz
m1? Aldigmiz egitim nedir?

4. Bir ilkokul 6gretmeni neden okul 6ncesi egitim programi hakkinda bilgi sahibi olmalidir? Bir okul
oncesi dgretmeni neden ilkokul programi hakkinda bilgi sahibi olmalidir?

5. Okul éncesi dgretmen adayr olarak ilkokul programlar: ve ilkokula hazirlik hakkinda kendi yeterlilik
diizeyleriniz nedir? Gériigiintiziin nedenini agiklaymiz.

6. Swuf egitimi 6gretmen adayr olarak okul dncesi egitim programi ve ilkokula hazirlik hakkinda kendi
yeterlilik diizeyleriniz nedir? Gériisiiniiziin nedenini agiklayiniz.

7. Tlkokula baglamak igin cocuklarin sahip olmasi gereken gelisimsel 6zellikler nelerdir?
8. llkokula baslamak icin cocuklarim sahip olmasi gereken beceriler nelerdir?
9. llkokula baslamak igin cocuklarim sahip olmasi gereken yeterlikler nelerdir?
10. Bir ¢ocugun hangi durumlarda ilkokula hazir olmadigimni diisiiniirsiiniiz?
Verilerin Toplanmasi

Okul Oncesi ve Smif Ogretmenligi Anabilim Dallar1 6gretmen adaylarmin goriislerini almak amaciyla
arastirmacilar tarafindan hazirlanan yari yapilandirilmig gériisme formu uygulanmastir.

Verilerin Analizi

Elde edilen verilerin analizinde betimsel analiz yontemi kullanilmistir. Arastirmada bu analizin kullanim
amaci, uygulama siirecinden elde edilen verilerin betimsel bir yaklagim ile diizenlenerek yorumlanmasi ve
sunulmasidir. Bu amagla elde edilen veriler, 6ncelikle iki ayr1 kodlayici tarafindan kodlanmistir. Kodlayicr 1 (K1)
5 adet goriisme formu tizerinden agik kodlama yapmistir. Kodlayict 2 de K1’in yapmig oldugu agik kodlama
sonuglarmi inceleyerek bu kodlarin nasil sekillendigini degerlendirmistir. Degerlendirmenin ardindan iki kodlayict
olusan kodlar iizerinde tartisarak fikir birli§ine varmislardir. Ortaya c¢ikan bu fikir birligi kodlamalarin
gecerliliginin saglanmasi i¢in 6nemlidir.

Kodlayicilar her iki programda 6grenim goren 6gretmen adaylarindan alinan gériisme formlarinin yaklagik
%25’ini (her anabilim dalindan 8’er tane) ayr1 ayri1 kodlamislardir. Yapilan kodlamalarin ardindan, kodlayicilar
arasi tutarlilik katsayis1 hesaplanmistir. Kodlayicilar arasi tutarlilik katsayist hesaplanirken K1’in ortaya koydugu
kodlar {izerinden kapal kodlama teknigi ile kodlama yapilmistir. iki kodlayicinin degerlendirmeleri sonucunda
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Cohen’s Kappa tutarlilik korelasyon katsayisi k=.84 olarak hesaplanmistir. Geriye kalan toplam 39 adet form K1
ve K2 tarafindan kodlanarak degerlendirilmistir. Yapilan kodlamalarin ardindan kodlayicilar bir araya gelerek
kodlarin kiimelendigi goriisleri belirli bir beceriyi isaret etmesi ya da fikri, felsefeyi igerimesi gibi program
ozelliklerini gdz oniinde bulundurarak temalar1 belirlemistir. Ogretmen adaylarinin her bir temaya yonelik
goriiglerinin betimlenmesi ve yorumlanmasinda ise frekans degerlerinden yararlanilmistir. S6z konusu frekans
degerleri 6gretmen adaylarinin sayist degil; fikirleri temel alinarak hesaplanmaistir.

Bulgular

Calismadan Okul Oncesi ve Smif Ogretmenligi Anabilim Dallari’’nda grenim gormekte olan &gretmen
adaylarmin okul &ncesi ve ilkokul egitimi programlar1 hakkindaki goriislerinin incelenmesini amaglayan bu
arastirmaya ait bulgular tablolar halinde bu béliimde sunulmustur.

Okul Oncesi ve Sinif Ogretmenligi Anabilim Dallari’nda &grenim gérmekte olan 6gretmen adaylarinin
programlarin &zelliklerine iligkin bilgileri, programlar hakkinda egitim alma durumlar1 ve bilgi kaynaklarina
iligkin goriislerine dair bulgular Tablo 1, Tablo 2 ve Tablo 3’te sunulmaktadir.

Tablo 1. Ogretmen Adaylarimin Programlarin Ozelliklerine Iliskin Bilgileri

OKkul dncesi 6gretmeni adaylar:
Kategoriler Goriisler
Dersler yer almaktadir (19) Ses dgretimi (5)
Cizgi calismalar (4)
Bilgi icerik (3)
Ders islemeye (3)
Dersler arast iliski (1)
Hayat bilgisi dersi bulunur (1)
Odevler verilmektedir (1)
Oyun (1)
Programn felsefi 6zellikleri (12) Ogrenci merkezli program (3)
Okula uyum (3)
Yas ve gelisim (3)
Okul dncesi programu ile biitiin (1)
Okula hazirlik (1)
Kapasite gelisimi (1)
Beceriler bulunmaktadir (6) Okuma yazma becerisi (5)
Matematik becerisi (1)
Gelisim alanlarini igerir (3) Fiziksel gelisim (1)
Kalem tutma (1)
El g6z koordinasyonu (1)

Sinif 6gretmeni adaylari
Gelisim alanlar1 (19) Duyussal gelisim (6)
Kaba motor hareketler (5)
Bilissel gelisim (3)
Psikomotor gelisim (3)
Ince motor kaslarin gelisimi (2)
Programin felsefi 6zellikleri (13) Oyun temelli olmas1 (11)
Esnek yapisi (2)

Ilkokula hazirlama amac1 vardir (10) -
Etkinlik tiirleri bulunur (4) Drama etkinlikleri (2)

Degerlerin dgretimine iliskin etkinlikler (2)
Oyun-eglence ortami bulunur (3) -

Okul o6ncesi 6gretmen adaylar1 ilkokul programlar: ile ilgili; derslerden olustugunu (19), programin felsefi
yapisina (12), programda yer alan becerilere (6) dair bilgi sahibi olduklarini ve programimn gelisim (3) alanlarini
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icerdigini belirtmislerdir. Bunun yaninda okul dncesi 6gretmen adaylarmin bir kismi, ilkokul programiyla ilgili
bilgisinin olmadigmi (11) ifade etmistir. Okul oncesi Ogretmen adaylarinin biiyiik ¢ogunlugu ilkokul
programlarmin igeriginde yer alan derslerle ilgili olarak “ses Ogretimi ve ¢izgi caligmalar’” yapildigini,
programlarm felsefi yapisi ile ilgili olarak “Ggrenci merkezli, okula uyum saglayan, yas ve gelisim odakli”
oldugunu; “okuma yazma ve matematik” becerilerini gelistirmeyi amagladigini; gelisim alanlarindan “fiziksel
gelisim ve el goz koordinasyonunu saglama” ile ilgili ¢alismalarin yapildigini diisiindiiklerini belirtmiglerdir.

Sinif 6gretmeni adaylar1 ise okul 6ncesi egitim programu ile ilgili olarak: gelisim alanlarinin yer aldigim (19),
programin felsefi yapisina dair bilgi sahibi olduklarimi (13), ilkokula hazirlamayr amagladigini (10), etkinlik
tiirlerinden olustugunu (4) ve oyun-eglence (3) odakli oldugu bilgisine sahiptirler. Smif 6gretmeni adaylarmin
¢ogunlugu okul 6ncesi egitim programinin en fazla “duyussal” ve “kaba motor” gelisim alanlarini kapsadigini;
programin felsefi yapisinin “oyun temelli” ve “esnek”, etkinlik tiirlerinin “drama” ve “deger” odakli oldugu
goriigiindedirler.

Tablo 2. Ogretmen Adaylarinm Programlar Hakkindaki Bilgi Kaynaklarina iliskin Gériisleri

Okul dncesi 6gretmeni adaylar:

Kategoriler Gortisler

Egitim siireci (15) Lisans dersi (11)
Dershane (2)
Seminer (2)

Sosyal ¢evre ve deneyim (6) Kardes (3)
Arkadas (2)

Yasanti (1)

Simif 68retmeni adaylar
Ders (6) “Erken Cocukluk Egitimi” dersi (6)

Okul o6ncesi 6gretmen adaylart ilkokul programlari ile ilgili olarak bilgiyi; en fazla egitim siireci icerisinde
aldiklar1 lisans derslerinden, sosyal cevre ve deneyimlerden edindiklerini ifade etmislerdir. Sinif 6gretmeni
adaylari ise okul 6ncesi egitim programlarima iliskin bilgiye lisans egitimlerinde aldiklar1 “Erken Cocukluk Egitimi
Dersi” araciligiyla sahip olduklarini belirtmislerdir.

Tablo 3. Ogretmen Adaylarinin Programlar Ve Ilkokula Hazirlik ile Tlgili Egitim Alma Durumlar:

Okul 6ncesi 6gretmeni adaylari Sinif 6gretmeni adaylari

Goriisler n Goriisler n
Ders 23 Ders 11
Yok 5 Kurs 4
Seminer 4 Kongre 2

Okul 6ncesi 6gretmen adaylart ilkokul programlari ve ilkokula hazirlik hakkinda “ders (23)” ve “seminer (4)”
kanaliyla egitim aldiklarini, bazi 6gretmen adaylari ise egitim almadiklarini belirtmislerdir. Sinif 6gretmeni
adaylari ise okul oncesi egitim programlar1 ve ilkokula hazirlik ile ilgili “ders (11)”, “kurs (4)” ve “kongre (2)”
yoluyla egitim aldiklarmni ifade etmislerdir. Her iki tablo birlikte incelendiginde; 6gretmen adaylarmin programlar
hakkindaki bilgiye, cogunlukla lisans egitimleri boyunca aldiklart dersler yoluyla ulastiklari sdylenebilir.

Okul Oncesi ve Smif Ogretmenligi Anabilim Dallari’nda 6grenim gérmekte olan 6gretmen adaylarmnin
programlar hakkinda bilgi sahibi olmanin gerekliligine iliskin goriisleri ve programlar hakkinda kendi yeterlilik
diizeylerine iliskin goriislerine dair bulgular Tablo 4, Tablo 5 ve Tablo 6’da sunulmaktadir.

Tablo 4. Okul Oncesi Ogretmen Adaylarmin flkokul Programi; Sinif Ogretmeni Adaylarinm Okul Oncesi Egitim
Programi Hakkinda Bilgi Sahibi Olmanin Gerekliligine iliskin Gériisleri

Okul 6ncesi 6gretmeni adaylar:

Kategoriler

Goriisler

Okul dncesi egitim programinin amacidir (29)

ilkokula hazirlayabilmek icin (19)
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Okul 6ncesi programin amaci (6)

Gereklilik (3)

Uyumu kolaylastirmak igin (1)
Egitim biitlinligi (6) Egitimi bir biitiindiir (5)

Bir sonraki adim (1)

Smif 6gretmeni adaylar
Cocugun gelisimi bilmek (17) Hazirbulunusluk olmali (6)
Gelisim biitiindiir (3)
Yeterli olgunluga ulagsma (2)
Bireysel fark (2)
Gelisim diizeyini anlamak i¢in (2)
Gelisimsel dzellikler ve becerileri bilmek (2)
Program eksikliklerini gidermek (11) Ogrencilerin gelisim ézelliklerine gore egitim (4)
Program eksikliklerini gidermek (2)
Teoriyi bilsin ki uygulamaya gegsin (2)
Programla ilgili bilgi sahibi olmak (2)
Temel egitime hazirlamak i¢im (1)
Yeni programda ilkokula baslama yas1 diistiigiinden --
(11)
Okul 6ncesi egitim almayan gocuga destek (7) Egitim alan almayan arasi fark (5)
Kritik donemde kazanamadig1 davranislar (2)
Egitim kademeleri biitiindiir (2) --

Okul oncesi Ogretmen adaylari ilkokul programlari hakkinda bilgi sahibi olmayi, “okul 6ncesi egitim
programinin amact (29)” ve “egitimin biitinliigl (6)” agisindan gerekli gormektedirler. Okul dncesi programin
amaci olarak “ilkokula hazirlayabilmek i¢in” bilinmesi gerekir goriisii 6n plana ¢cikmistir. Sinif 6gretmeni adaylar

CEINT3

ise okul dncesi program hakkinda bilgi sahibi olmayi, “cocugun gelisimini bilmek (17)”, “program eksikliklerini
gidermek (11)”, “yeni programda ilkokula baglama yasinin diismesi (11)”, “okul 6ncesi egitim almayan ¢ocuga
destek olma(7)” ve “egitim kademelerinin biitiin olmast (2)” nedenlerinden dolay1 gerekli gérmektedirler.
Cocugun gelisimini bilmek noktasinda ¢ocugun hazirbulunusluk durumunun ne oldugunun bilinmesi; program
eksikliklerini gidermede gelisim ozelliklerine gore egitimin verilmesi ve okul 6ncesi egitim alamayan ¢ocuga

destek durumunda ise egitim alan ile almayan arasindaki farkin ortadan kaldirilmasi goriisleri 6n plana ¢ikmistir.

Tablo 5. Okul Oncesi Ogretmen Adaylarinin Ilkokul Programlar1 Ve ilkokula Hazirlhik Hakkinda Kendi Yeterlilik
Diizeylerine Iliskin Gériisleri

Yeterli gorme durumu Kategoriler Goriisler
Yeterli (2) Aldigim egitime giiveniyorum (3)  ilkdgretime hazirlik dersinde birgok bilgiye
sahip oldum (2)
Yapmam gereken ¢alismalar1 biliyorum (1)
Yetersiz (13) Kendimi gelistiremedim (15) Yetersiz hissediyorum (4)
Deneyimim yok (4)
Programi incelemedim (3)
Ilkokul programinda yetersizim (3)

Egitim almadim (1)
Derslerdeki eksiklik (4) Ders yetersiz (4)
Kararsizim (15) Kisisel gelisim (13) Deneyim (10)
Bilgili degilim (3)
Gelisime aciklik (5) Kendimi gelistirme (4)
Ogretmen (1)
Aldigim egitim (2) Egitim yeterli degil (1)

Programi bilmiyorum (1)
Program siirekli degisiyor (1) ---
Alanim degil (1) ---
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Ilkokul programlari ve ilkokula hazirhik ile ilgili yeterliklerine iliskin galisma grubunu olusturan toplam 30
okul oncesi 6gretmen adaymnin 2’si “yeterli”, 13’1l “yetersiz”, 15’1 ise “kararsiz” olduklarmi belirtmislerdir. Bu
durumda Ogretmen adaylarinin kendilerine iligkin degerlendirmelerinin nedenleri incelendiginde; kendilerini
yeterli olarak degerlendiren 6gretmen adaylar1 “aldigi egitime giivendiklerinden (3)”; yeterli gérmeyen 6gretmen
adaylar1 “kendini gelistirememekten (15)” ve “derslerdeki icerik eksikliginden (4)”; kararsiz olan Ggretmen
adaylari ise “kisisel gelisim (13)”, “gelisime agiklik (5)” ve “aldigim egitim (2)” nedenlerinden kaynaklandigini
ifade etmislerdir.

Tablo 6. Smif Ogretmeni Adaylarinm Okul Oncesi Programlar1 Ve ilkokula Hazirhk Hakkinda Kendi Yeterlilik
Diizeylerine Iliskin Gériisleri

Yeterli gorme durumu Kategoriler Goriisler
Yeterli (6) Aldigim egitime giiveniyorum (6) Egitime giiveniyorum (2)
Dersler ve staj (2)
Okula uyum saglamayi biliyorum (2)

Yetersiz (14) Derslerdeki eksik (10) Ders saati az (3)
Lisans egitiminde uygulama yok (3)
Ogrenemedim (2)
Bilgim yok (2)
Kendimi gelistiremedim (9) Egitim almadim (3)

Programa katilmadim (2)
Kendimi gelistiremedim (2)
Yeterli bilgim yok (2)
Kararsizim (10) Aldigim egitim (9) Egitim (3)

Uygulama yapmadim (2)
Planli egitim almadim (2)
Endiseliyim (1)
Derslerde 6grendiklerim (1)

Kisisel gelisim (4) Bireysel nedenler (2)
Yeterli oldugunu diisiinmiiyorum (2)

Sinif 6gretmeni adaylarinin okul 6ncesi egitim programlari ve ilkokula hazirlik ile ilgili yeterliklerine iligkin
kendilerini nasil degerlendirdikleri incelendiginde; 6 6gretmen adayinin kendisini “yeterli”, 14 6gretmen adayinin
“yetersiz” ve 10 6gretmen adayinin ise “kararsiz” olduklarini belirtmislerdir. Bu durumun nedenleri soruldugunda;
sinif ogretmeni adaylarindan kendilerini yeterli géren 6gretmen adaylari “aldigi egitime gilivendiklerini (6)”;
yeterli gdrmeyen 6gretmen adaylari “derslerdeki igerik eksikliginden (10)” ve “kendini gelistirememekten (9)”
kaynaklandigini; kararsiz olan 6gretmen adaylari ise “aldigim egitim (9)” ve “kisisel gelisim (4)” nedenlerinden
kaynaklandigini belirtmislerdir.

Ogretmen adaylarmin ilkokula baglamak icin ¢ocuklarmn sahip olmasi gereken gelisimsel 6zellikler, beceriler
ve yeterliliklere yonelik goriislerine ait bulgular Tablo 7, Tablo 8 ve Tablo 9’da sunulmaktadir.

Tablo 7. Ogretmen Adaylarinin ilkokula Baslamak Icin Cocuklarin Sahip Olmasi Gereken Gelisimsel
Ozelliklerine Tliskin Géoriisleri

OKkul 6ncesi 6gretmeni adaylari

Kategoriler Goriisler

Psikomotor gelisim (18) El g6z koordinasyonunu saglamali (8)
Kalem tutmay1 yapmali (7)
Psikomotor ozellikler gelismeli (3)

Fiziksel gelisim (15) Ince ve kaba motor kaslar gelismeli (9)
Motor gelisim (6)

Biligsel gelisim (15) Zihinsel gelisim (7)
Dikkatini koruma (4)
Duyussal gelisim (3)

Kendi 6zelliklerini tanima (1)
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Sosyal-duygusal gelisim (13)

Sosyal gelisim (7)

Olumlu sosyal iligki (5)

Psikolojik hazir olma (1)

Oz bakimin gelismesi (11)

Tuvaletini yapabilme (6)

Oz bakim becerilerini kazanma (5)

Olgunlagmanin saglanmasi (10)

Gelisim alanlarinda yeterlilik (4)

Belli yasta olma (3)

Sirada belirli siire oturma (3)

Dil gelisimi (6)

Kendini ifade etme (4)

Dilin gelismesi (1)

Dinleme becerisi (1)

Simnif 6gretmeni adaylar

Fiziksel gelisim (22)

Biyolojik gelisim (8)

Kaba kas (7)

Ince kas (5)

Kabadan inceye gegis (2)

Psikomotor gelisim (8)

El-g6z koordinasyonu (3)

Psikomotor (3)

Sinir-kas es giidiimii (2)

Oz bakimin gelismesi (8)

Thtiyacini karsilama (4)

Ozbakim (2)

Yemek yeme (2)

Sosyal-duygusal gelisim (7)

Ogrenme istegi (2)

Sorumluluklari yerine getirme (2)

Kisisel 6zelliklerini bilme (2)

Duyussal (1)
Dil gelisimi (4) Kendini ifade etme (3)
Tiirk¢e bilme (1)
Olgunlasma (4) --
Biligsel gelisim (3) Nesne siirekliligi (2)

Biligsel (1)

Okul oncesi Ogretmen adaylarmin c¢ocuklarin ilkokula baslamak igin sahip olmasi gereken gelisimsel

ozelliklere iliskin gorisleri: “psikomotor gelisim (18)”, “fiziksel gelisim (15)”, “biligsel gelisim (15)”, “sosyal
duygusal gelisim (13)”, “6zbakim (11)”, “olgunlasma (10)” ve “dil gelisimi (6)” kategorileri altinda yer almistir.
Okul 6ncesi 6gretmen adaylari psikomotor gelisim kategorisinde el goz koordinasyonu ve kalem tutma; fiziksel
gelisim kategorisinde ince ve kaba motor geligsimi; biligsel gelisim kategorisinde zihinsel ve duyussal gelisim,
dikkatini koruma; sosyal-duygusal gelisim kategorisinde sosyal gelisim ve olumlu sosyal iligki; 6zbakim
kategorisinde tuvaletini yapabilme; olgunlasma kategorisinde gelisim alanlarinda yeterlilik, belli yasta olma ve

sirada belirli siire oturma; dil gelisimi kategorisinde kendini ifade etmenin yer aldig1 goriisiindedirler.

Sinif 6gretmen adaylarimin ilkokula baslamak igin ¢ocuklarin sahip olmasi gereken gelisimsel 6zelliklere
iliskin gorisleri: “fiziksel gelisim (22)”, “psikomotor gelisim (8)”, “6zbakim (8)”, “sosyal-duygusal gelisim (7)”,
“dil gelisimi (4)”, “olgunlagma (4)” ve “bilissel gelisim (3)” kategorileri altinda yer almistir. Sinif 6gretmeni
adaylarmin fiziksel gelisim kategorisinde biyolojik, kaba ve ince kas; psikomotor gelisim kategorisinde el g6z
koordinasyonu ve sinir-kas es giidiimii; 6z bakim kategorisinde ihtiyacini karsilama ve yemek yeme; sosyal-
duygusal gelisim kategorisinde 6grenme istegi, sorumluluklar1 yerine getirme ve kisisel 6zelliklerini bilme; dil
gelisimi kategorisinde kendini ifade etme; biligsel gelisim kategorisinde ise nesne siirekliligi olmasi gerektigi ile

ilgili goriigleri 6n plana ¢ikmustir.

Tablo 8. Ogretmen Adaylarmin ilkokula Baslamak Icin Cocuklarin Sahip Olmasi Gereken Becerilere iliskin
Gortisleri

Okul 6ncesi 6gretmeni adaylar:
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Kategoriler

Goriisler

Psikomotor beceri (19)

Kalem tutma (11)

Kiigiik kas becerileri (7)
El gbz koordinasyonu (1)
Sosyal beceri (19) Sosyallik (6)
Tletisim becerileri (5)
Empati kurma (3)
Ozgiiven (3)
Farkliliklara sayg1 (1)
Sira bekleme (1)
Dil becerisi (19) Kendini ifade edebilme (6)
Okuma yazma farkindaligi (4)
Tiirk¢eyi dogru kullanma (3)
Dinleme becerileri (3)
Yonergeye uygun yazma (3)

Oz bakim becerisi (12) Ozbakim becerileri (7)
Tuvalet (4)
Thtiyaglarini karsilama (1)
Bilissel beceriler (9) Diisiinme becerileri (5)

Say1 sayma (2)

Dikkati saglama ve koruma (2)
Olgunlagma (4) Siraya dogru sekilde oturma (2)

Etkinlige baslayip bitirebilme (2)

Sinif 6gretmeni adaylar
Oz bakim beceresi (26) Ozbakim (10)
Tuvalet (6)
Giyinmek (3)
Avyakkabi (3)
Merdiven (2)
Yemek yeme (2)
Psikomotor beceri (21) Kalem tutma (4)
Ince kas (4)
Psikomotor beceriler (4)
Cizim (3)
Kaba (2)
Boyama (2)
Kas koordinasyonu (2)
Diisiinme becerileri (6) Ayrintilara nem verme (2)
Elestirel diisiinme (2)
Karar verme (2)

Okul 6ncesi 6gretmen adaylarinin ilkokula baglamak i¢in sahip olunmasi gereken becerilere iliskin goriisleri:
“psikomotor beceri (19)”, “sosyal beceri (19)”, “dil becerisi (19)”, “6zbakim (12)”, “bilissel beceriler (9)”,
“olgunlagsma (4)” ve “bilmiyorum (3)” kategorileri altinda yer almistir. Okul Oncesi 6gretmen adaylarinin
¢ocuklarin psikomotor beceri kategorisinde kalem tutma ve kiiglik kas becerileri; sosyal beceri kategorisinde
sosyallik, iletisim becerileri ve empati kurma; dil becerisi kategorisinde kendini ifade etme, okuma yazma
farkindalig1 ve Tiirk¢e’yi dogru kullanma; 6zbakim becerileri kategorisinde tuvalet ve ihtiyaglarini karsilama;
biligsel beceriler kategorisinde diigiinme becerileri; olgunlagma kategorisinde siraya dogru oturabilme ve etkinlige
baslayip bitirebilme yeterliliklerine sahip olmasi gerektigi yoniinde goriisleri oldugu belirlenmistir.

Sinif 6gretmen adaylarmin ilkokula baglamak icin sahip olunmasi gereken becerilere iligkin goriisleri: “6z
bakim (26)”, “psikomotor beceri (21)” ve “diigiinme becerileri (6)” kategorileri altinda yer almistir. Smif 6gretmeni
adaylarmin 6z bakim kategorisinde tuvalet ihtiyacini kendi basma karsilama, giyinmek, ayakkabi giyebilmek,
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merdiven inip ¢ikabilmek ve yemek yemek; psikomotor beceri kategorisinde kalem tutma, ince kas ve ¢izim;
diisiinme becerileri kategorisinde ayrmntilara dnem verme, elestirel diisiinme ve karar verme ile ilgili yeterliliklere
sahip olmalar1 gerektigine yonelik goriisleri n plana ¢ikmistir.

Tablo 9. Ogretmen Adaylarinmn ilkokula Baslamak I¢in Cocuklarin Sahip Olmasi Gereken Yeterliklere Iliskin
Gorisleri

Okul dncesi 6gretmeni adaylar

Kategoriler Goriigler

Sosyal-duygusal yeterlilik (12) Sosyal yeterlilik (9)
Sorumluluk alma (3)

Bilissel yeterlilik (10) Dikkati saglama ve koruma (5)
Bilissel yeterlik (4)
Duyussal yeterlik (1)

Oz bakim yeterlikleri(10) Kendine yetebilme (6)
Ihtiyaclarini karsilayabilme (3)
Tuvalet (1)

Olgunluk (4) Siradan kalkmadan belli siire oturabilme (4)

Dil yeterlikleri (4) Kendini ifade edebilme (3)
Etkin dinleyebilme (1)

Motor yeterlikleri (4) Kas gelisimi (3)

El-gbz koordinasyonu (1)

Sinif 6gretmeni adaylar
Sosyal-duygusal yeterlilik (14) Yardimlagma (2)
Sosyal davranis (2)
Okulu kars istek (2)
Kendine giivenme (2)
Basarma istegi (2)
Kurallar (2)
Adini ifade etme (2)
Olgunluk (13) Hazirbulunusluk (3)
Olgunluk (3)
Okul olgunlugu (3)
Okul bilinci (2)
Okuma yazma istegi (2)
Psikomotor yeterlilik (8) Kas gelisimi (3)
Psikomotor (3)
El-g6z koordinasyonu (2)
Dil yeterlilikleri (7) Kendini ifade etme (3)
Kelime telaffuzu (2)
Yonergeye uyma (2)

Okul 6ncesi 6gretmen adaylarinin ilkokula baglamak i¢in ¢ocuklarin sahip olmasi gereken yeterliklere iliskin
goriisleri: “sosyal duygusal yeterlilik (12)”, “biligsel yeterlilik (10)”, “6z bakim (10)”, “olgunluk (4)”, “dil
yeterlikleri (4)” ve “motor yeterlikleri (4)” kategorileri altinda toplanmistir. Okul 6ncesi 6gretmen adaylari sosyal
duygusal yeterlilik kategorisinde sosyal yeterlilik ve sorumluluk alma; bilissel yeterlilik kategorisinde dikkati
saglama ve koruma; 6z bakim kategorisinde kendine yetebilme ve ihtiyaglarini karsilayabilme; olgunluk
kategorisinde sirada belirli bir siire oturabilme; dil yeterlikleri kategorisinde kendini ifade edebilme; motor
yeterlikleri kategorisinde kas gelisimini saglama yeterliliginde olmalar1 gerektigini diisinmektedirler.

Sinif 6gretmen adaylarinin ilkokula baslamak icin cocuklarin sahip olmasi gereken yeterliklere iliskin
goriigleri: “sosyal duygusal yeterlilik (14)”, “olgunluk (13)”, “psikomotor yeterlilik (8)”, “dil yeterlilikleri (7)”,
“0z bakim (2)”, “dikkat (2)” ve “oyuna dair yeterlilik (2)” kategorileri altinda yer almistir. Sinif 6gretmeni adaylari
sosyal duygusal yeterlilik kategorisinde yardimlasma, sosyal davranis, kendine glivenme ve kurallar; olgunluk
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kategorisinde hazirbulunusluk, okul olgunlugu ve okul bilinci; psikomotor yeterlilik kategorisinde kas gelisimi,
el-goz koordinasyonu; dil yeterlikleri kategorisinde kendini ifade etme, kelime telaffuzu ve yonergeye uyma
yeterliliklerinin yer aldigini belirtmislerdir.

Ogretmen adaylarmmn ¢ocuklarin hangi durumlarda ilkokula hazir olmadiklarina iliskin gériislerine ait bulgular
Tablo 10’da sunulmaktadir.

Tablo 10. Ogretmen Adaylarinin Cocugun Hangi Durumlarda flkokula Hazir Olmadigma Iliskin Gériisleri

Okul dncesi 6gretmeni adaylar

Kategoriler

Goriisler

Hazirbulunusluk (olgunluk) (21)

Gelisim geriligi (7)

T{im gelisim alanlarinda olgunluk (6)

7 yasindan kii¢iik olmasi (4)

60 aydan kii¢iik olmasi (3)

Hazir hissetmeme (1)

Sosyal duygusal yetersizlik (19)

Aileden uzak kalma (9)

Sosyal gelisim geriligi (8)

Duygusal yetersizlik (1)

Uyum sorunu yastyorsa (1)

Bilissel yetersizlik (12)

Biligsel yeterliligi yoksa (5)

Dikkati saglayamiyor ve koruyamiyorsa (4)

Dikkatsizlik (1)

Zihinsel gelisim (1)

Say1 tanimama (1)

Fiziksel yetersizlik (6)

Ince kaba motor yetersizligi (3)

Kas gelisimi tam degil (3)

Psikomotor yetersizlik (4)

Dogru kalem tutamama (3)

Makas tutamama (1)

Oz bakim yetersizlikleri (2)

Ihtiyaclarini karsilayamiyorsa (1)

Tuvalet (1)

Dil geligimi (1)

Okuma yazma farkindahig: yok (1)

Simif 6gretmeni adaylari

Hazirbulunusluk (14)

Okul olgunlugu (12)

Okula hazirbulunusluk (2)

Oz bakim yetersizlikleri (13)

Oz bakim becerilerini kazanma (9)

Tuvalet egitimi (4)

Sosyal duygusal yetersizlik (12)

Duygusal yetersizlik (3)

Sosyallesme (3)

Cevreye uyum (2)

Kurallara uyma (2)

Cekingenlik (2)

Psikomotor gelisim yetersizligi (10)

Kiiciik kas (4)

Biiyiik kas (2)

Kalem tutma (2)

Psikomotor yetersizlik (2)

Fiziksel gelisim yetersizligi (5)

Kronolojik yas (3)

Biyolojik gelisim (2)

Biligsel gelisim yetersizligi (5)

Biligsel yetersizlik (3)

Ogrenme giicliigii (2)

Dil gelisimi yetersizligi (3)

Tiirkeeyi bilmiyorsa (2)

Telaffuz (1)
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EERNNT3

Okul oncesi 6gretmen adaylarmin ilkokula hazir olamaya iliskin goriisleri: “hazirbulunusluk (21)”, “sosyal
duygusal yetersizlik (19)”, “biligsel yetersizlik (12)”, “fiziksel yetersizlik (6)”, “psikomotor yetersizlik (4)”,
“dzbakim (2)” ve “dil gelisimi (1)” kategorileri altinda yer almistir. Okul 6ncesi 6gretmen adaylart hazirbulunusluk
kategorisinde, gelisim geriligi, tiim gelisim alanlarinda olgunluk ve 7 yasindan kii¢iik olma durumu; sosyal
duygusal yetersizlik kategorisinde, aileden uzak kalma ve sosyal gelisim geriligi; biligsel yetersizlik kategorisinde
dikkati saglayip koruyamamak; fiziksel yetersizlik kategorisinde ince kaba motor yetersizlik ve kas gelisiminin
tam olmamasi; psikomotor yetersizlik kategorisinde dogru kalem tutamama; 6zbakim kategorisinde ihtiyaglarini
karsilayamama ile ilgili goriisleri 6n plana ¢ikmistir.

Sinif 6gretmen adaylarinin ilkokula hazir olamaya iliskin goriisleri: “hazirbulunusluk (14)”, “6z bakim (13)”,
“sosyal duygusal yetersizlik (12)”, “psikomotor gelisim (10)”, “fiziksel gelisim (5)”, “biligsel gelisim (5)” ve “dil
gelisimi (3)” kategorileri altinda yer almistir. Smif 6gretmeni adaylar1 hazirbulunusluk kategorisinde, okul
olgunlugu ve okula hazirbulunusluk; 6zbakim kategorisinde, 6zbakim becerileri kazanma ve tuvalet egitimi; sosyal
duygusal yetersizlik kategorisinde, duygusal yetersizlik, sosyallesme ve gevreye uyum; psikomotor gelisim
kategorisinde, kiiciik ve biiyiik kas gelisimi, kalem tutma; fiziksel gelisim kategorisinde kronik yas; biligsel gelisim
kategorisinde bilissel yetersizlik; dil gelisimi kategorisinde Tiirk¢e’yi bilmemek gibi durumlar1 yetersizlikler
olarak degerlendirmislerdir.

Tartisma ve Sonu¢

Calismadan Okul Oncesi ve Sinif Egitimi anabilim dallarinda &grenim gdrmekte olan dgretmen adaylarinin
okul dncesi egitim programi ve ilkokul egitimi programi hakkindaki gériislerinin incelenmesini amaglayan bu
arastrmanin sonucunda her iki Ogretmenlik alaninda &grenim gormekte olan Ogretmen adaylarmin diger
ogretmenlik alanina ve programina dair sinirli bilgi sahibi olduklar1 sonucuna ulastimistir.

Okul Oncesi ve Sumf Ogretmenlisi Anabilim Dallari’'nda _6Srenim _gérmekte olan Sgretmen adaylarimn

programlarin_ozelliklerine iliskin bilgileri, programlar hakkinda egitim alma durumlar1 ve bilgi kaynaklarina
iliskin goriislerine dair sonuclar

Okul 6ncesi Ogretmenligi lisans programinda bir yariyil siireyle aldiklar1 “Ilkokula Hazirhk ve Ilkokul
Programlar1” dersi ve sinif 6gretmenligi lisans programinda bir yariyil siireyle aldiklar1” Erken Cocukluk Egitimi”
dersinin, her iki 6gretmenlik alaninda 6grenim goéren 6gretmen adaylarinin siirlt diizeyde bilgi sahibi olmasini
sagladig; ancak kendilerini yeterli hissetmelerine yetecek kadar bilgi ve beceri kazandirmadigi goriilmiistiir.

Okul o6ncesi egitimden yiiksekdgretimin sonuna kadar egitim kademelerinin her biri bir digerinin isleyisini
dogrudan etkilemektedir. Bir dnceki egitim kademesi bir sonraki egitim kademesi i¢in 6grenciyi daha hazir kilmayi
hedeflemelidir. Bu nedenle, sistem yaklagiminin geregi olarak, bu kademelerin her birinin ayr1 ayr1 amacina
ulagmasi 6nemli ve zorunlu bir durumdur (MEB, 2010). Arastirmada ele alinan egitim kademelerinden okul dncesi
egitimin temel amaclarindan biri olan “cocuklar ilkokula hazirlamak” amaci da bu goriisii destekler niteliktedir.
Okul dncesi egitimin ilkokula hazir olmada ve gecis siiresinde sahip oldugu 6nemli role iliskin literatiirde de bir¢cok
arastirma bulunmaktadir (Aksin, 2013; Atilgan, 2001; Cinkilig, 2009; Dagli, 2007; Dursun, 2009; Ekinci, 2001;
Erbay, 2008; Ergiin, 2003; Esaspehlivan, 2006; Ozbek, 2003; Tamkavas, 2003; Taner, 2003; Taner & Basal, 2005;
Temiz, 2002; Tolug, 2008; Tungeli, 2012). Cocuklarin tiim gelisim alanlarinda desteklenmesinin yani sira onlari
bir sonraki egitim kademesine -yani ilkokul egitimine- hazirlama goérevi de bulunan okul 6ncesi egitim
kademesinde gorev yapacak ogretmenlerin/dgretmen adaylarinin, kendi egitim kademelerine ait gerekli bilgi ve
donanima sahip olmalarinin yani sira bir {ist egitim kademesine yani ilkokula ait bilgi ve donanima da sahip
olmalar1 ve kendilerini bu alanda da yeterli gérmeleri 6nemlidir.

Ogretmen adaylarina diger kademedeki egitim programi hakkinda bilgi sahibi olmanm gerekliligine dair
goriisleri soruldugunda; okul dncesi 6gretmen adaylarinin kendi egitim kademelerinde bulunan ilkokula hazirlama
amaci nedeniyle bilgi sahibi olmalar1 gerektigini diisiindiikleri goriilmektedir. Ayn1 soruya iligkin sinif 6gretmeni
adaylarmin gortisleri ise ¢ocugun gelisimini iyi bilmek ve okul 6ncesi egitim programinda varsa eksiklikleri
gidermek iizerine yogunlagsmaktadir. Bu sonugtan hareketle her iki egitim kademesinde gorev alacak olan
Ogretmen adaylarinin diger egitim kademesine dair bilgi sahibi olmanin gerekliliginin farkinda olduklar
sOylenebilir. Bu farkindali§a ragmen aldiklar1 egitim siiresince konu hakkinda yeterli bilgi ve donanima sahip
olamadiklarindan kaynakli olarak kendilerini yetersiz olarak gordiikleri yoniinde yorumlanabilir. Bu sonuglardan
hareketle 28 Ocak 2012 tarihinde 652 sayili KHK uyarinca MEB Tegkilat Kanunu’nun degismesi ile kurulan
Temel Egitim Genel Midirligi (http://www.resmigazete.gov.tr/eskiler/2011/09/20110914-1.htm) baslig: altinda
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bir biitiin olarak ele alman okul 6ncesi egitim ve ilkokul egitim kademelerinde gorev yapacak 6gretmenlerin
yetistirildigi Okul Oncesi Ogretmenligi ve Sinif Ogretmenligi anabilim dallarina ait lisans programlarinda her iki
egitim kademesine ve programlarina iligskin daha kapsamli dersler eklenmesi gerektigi diistiniilmektedir.

Ogretmen adaylarimin ilkokula baslamak icin cocuklarin sahip olmasi gereken gelisimsel ozellikler, beceriler
ve yeterliliklere yonelik gériislerine ait sonuclar

Ogretmen adaylarmin ilkokula baglamak icin ¢ocuklarm sahip olmasi gereken gelisimsel 6zellikler, beceriler
ve yeterliliklere iligkin goriisleri incelendiginde 6gretmen adaylarinin ilkokula baglamak i¢in ¢ocuklarin sahip
olmasi gereken gelisimsel 6zellikler, beceriler ve yeterliliklere iliskin birbirine benzer bagliklar altinda goriisler
belirttigi goriilmektedir. Elde edilen bulgulara gére; hem okul 6ncesi 6gretmen adaylarimin hem de sinif 6gretmeni
o0gretmen adaylarinin en ¢ok vurguladig alanlar fiziksel gelisim ve psikomotor gelisim alanlaridir. Bu durumun
sinif 6gretmeni 6gretmen adaylarmin okula yeni baslayan ¢ocuklara yazi yazmayi dgretirken bir takim zorluklar
yasayacaklarmi diisiinmelerinden; okul 6ncesi dgretmen adaylarmin ise kendilerini “gocuklar1 yazi yazmaya
hazirlamaya” odaklamalarindan kaynaklanabilecegi diisiiniilmektedir. ilkokul 1. smif gretmenlerinin okul 6ncesi
o0gretmenlerinden beklentilerinin incelendigi bir arastirmada da arastirmamizin bu bulgusuna paralel bir sonuca
ulasilmis ve ilkokul 1. sinif 6gretmenlerinin okul 6ncesi 6gretmenlerinden en ¢ok okuma yazmaya hazirlik ile ilgili
konularda c¢ocuklari daha hazir hale getirmeleri igin fiziksel ve psikomotor gelisim alanlarinda ¢alismalar
yapmalarimi bekledikleri sonucuna ulagsmiglardir (Yapict & Uly, 2010).

Ogretmen adaylarinin ilkokula baglamak igin gocuklarin sahip olmasi gereken becerilere yonelik goriisleri
incelendiginde; okul 6ncesi dgretmen adaylarinin en ¢ok psikomotor, sosyal ve dil becerilerine; smif 6gretmeni
Ogretmen adaylarinin ise en ¢ok 6zbakim ve psikomotor becerilere vurgu yaptiklar1 gériilmektedir. Cocuklarin
ilkokula baglamalari i¢in sahip olmas1 gereken gelisimsel 6zelliklere iliskin sonuglarda oldugu gibi, yine her iki
ogretmenlik bransinda 6grenim goren dgretmen adaylarmim psikomotor becerileri ilk siralara yerlestirdigi ve bu
durumun ¢ocuklarin yazi yazmay: 6grenmesi ve ¢ocuklara yazi yazmay: 6gretme siireglerine iliskin bir kayginin
sonucu oldugu diisiiniilebilir.

Sinif dgretmeni dgretmen adaylarinin gerekli gordiikleri bir diger beceri ise 6z bakim becerileridir. Ozbakim
becerileri cocugun kendi basina yemek yiyebilmesi, beden temizligini yapabilmesi, tuvalet ihtiyacini giderebilmesi
ve sagligin1 korumak i¢in yapmasi gerekenleri bilmesi olarak agiklanabilir. Okul dncesi egitim kademesinde ders
ve teneffiis diizeni olmadigindan ve ¢ocuklar ihtiya¢ duyduklarinda 6z bakim ihtiyaglarini o an giderebilmeleri
nedeniyle ilkokula bagladiklarinda smif diizeni, ders ve teneffiis uygulamasimndan dolayr 6zellikle tuvalet
ihtiyaglarini kontrol etmede sorunlar yasamaktadirlar. Okul 6ncesi donemde 6z bakim becerileri dogru bir sekilde
desteklenen ¢ocuklarin ilkokula bagladiklarinda bu anlamda zorluk yasamadiklari ya da daha az zorluk yasadiklari
yapilan ¢alismalarda da ifade edilmektedir (Ozeng & Cekirdekei, 2013; Tamkavas, 2003; Uzun & Alat, 2013). Bu
nedenle smif ogretmeni Ggretmen adaylarinin da 6gretmenlik uygulamasi deneyimleri sonucunda ya da smif
ogretmenleri ile yaptiklart paylasimlar sonucunda bu bilgiyi edindikleri ve dolayisiyla cocuklarin ilkokula
baslamalar1 i¢in sahip olmasi gereken becerilerde ilk siralara 6zbakim becerilerini yerlestirdikleri
diisiiniilmektedir.

Ogretmen adaylarinin ¢ocuklarm ilkokula hazir olmalar1 icin sahip olmalar1 gereken yeterliliklere iligkin
goriisleri incelendiginde her iki alanda 6grenim goérmekte olan 6gretmen adaylarinin da “sosyal duygusal
yeterlilikler” alanina vurgu yaptiklar1 goriilmektedir. Gelisim psikolojisinin bulgularina gére, 6zellikle ilkokul
doneminde, bagkalarmin kesfi ile birlikte onlarla gecinme ve iyi iliskiler kurma amaciyla sosyal becerilere ihtiyag
duyulmaktadir. Boylelikle sosyal beceri egitimi okul dncesi ve ilkokul dénemlerinde ¢ocuklara verilmesi gereken
bir egitim olarak karsimiza ¢ikmaktadir (Bacanli, 2012). Gelisimle ilgili arastirmalar okula uyum ve okul
basarisinda ¢ocuklarin sosyal davranislarmin énemini vurgulamaktadir (McClelland &Morrison, 2003; Ozbek,
2003). Okula diisiik sosyal yeterlilikle giren cocuklarda siklikla akranlar tarafindan reddedilme, davranis
problemleri ve diisiik akademik basar1 gibi problemlerle karsilasiimaktadir (McClelland&Morrison, 2003; Ozbek,
2003; Tungeli, 2012). Bunoktada 6gretmen adaylarinin goriisleri de literatiir ile ortiismekte ve ¢ocuklarin ilkokula
hazir olmalar i¢in sosyal-duygusal agidan da ilgili yeterliliklere sahip olmalar1 gerekmektedir.

Ogretmen adaylarmmn ¢ocuklarn hangi durumlarda ilkokula hazir olmadiklarma iliskin gdriisleri
incelendiginde ise her iki alanda 6grenim goren 6gretmen adaylarmin hazirbulunusluk diizeyi (okul olgunlugu)
iizerinde durduklar1 goriilmektedir. Hazirbulunugluk kavramma iliskin literatiir incelendiginde bir ¢ok tanim
(Dockett & Perry, 2002; Forget-Dubois, 2007; Katz, 1991; Oktay, 1983; Polat, 2010; Snow, 2006) bulunmakla
birlikte genel olarak “cocugun okula ve 6grenmeye hazir olmasi i¢in gerekli olan fiziksel, zihinsel, sosyal-duygusal
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ve davranigsal becerilere ve tutumlara sahip olmast” seklinde ifade edilebilir. Ilgili literatiirde yer alan tanimlardan
da hareketle 6gretmen adaylarmin hazirbulunusluk (olgunluk) kavramindan sonra siraladiklari yetersizliklerin de
aslinda yine hazirbulunusluk kavram altinda yer aldig1 sdylenebilir. Ogretmen adaylarinm ¢ocugun ilkokula hazir
olmamasina neden olarak ilk sirada hazirbulunusluk diizeyini gostermesi, hazirbulunuslugu diisiik olan gocuklarin
ilkokul egitim siirecinde zorluklar yagamasi ve okul basarisini olumsuz yonde etkileyecegine olan inanglarindan
kaynakl olabilir. Ogretmen adaylarmimn bu goriisiinii destekler nitelikte yapilan ¢alismalar bulunmaktadir (Balat
Uyanik, 2003; Boz, 2004; Esaspehlivan, 2006; Kirca, 2007; Kogyigit, 2009; Marjavonic, Liubica, Simona v.d.,
2008; Magnuson, Meyers, Ruhm &Waldfogel, 2004; Yazici, 2002; Wesley & Buysse, 2003).

Sonug olarak; okul dncesi dgretmenligi ve smif dgretmenligi anabilim dallarinda 6grenim gérmekte olan
ogretmen adaylariin okul 6ncesi ve ilkokul egitim programlarina iligkin bilgi ve donanimlarinin kendi goriislerine
gore yetersiz oldugu; ancak birbirini besleyen bu iki egitim kademesine ait bilgi sahibi olmalar1 gerektigine dair
farkindalik sahibi olduklari belirlenmistir. Her iki &gretmenlik alaninda 6grenim gdren &gretmen adaylarmin
cocuklarmn ilkokula baglamasi igin sahip olmasi gereken gelisimsel 6zellikler, beceriler ve yeterliliklere iliskin
goriigleri soruldugunda fiziksel/psikomotor gelisim, 6z bakim becerileri, sosyal beceriler, dil becerileri ve
hazirbulunusluk diizeylerinin vurgulandigi goriilmistiir. Literatiirde yer alan hazirbulunusluk kavramina iligkin
tanimlamalar incelendiginde fiziksel/psikomotor gelisim, 6z bakim becerileri, sosyal beceriler, dil becerileri
hazirbulunusluk c¢atisi altinda ele alindigindan okul dncesi egitimden ilkokula geciste okula hazir olusun ne denli
onemli oldugu 6gretmen adaylarinin goriisleri alinarak olusturulan bu arastirma yoluyla da bir kez daha ortaya
koyulmustur.

Bu aragtirmadan elde edilen bilgiler 1s181nda; her iki anabilim dalinda 6grenim gdrmekte olan dgrencilerin
diger anabilim dalinin programi (okul 6ncesi egitim programi/ilkokul programi) hakkinda daha fazla bilgi sahibi
olabilmeleri bakimindan c¢apraz boliim derslerine katilma imkanlar1 sunulmasi 6nerilmektedir. Bununla birlikte
her anabilim dalina diger anabilim dalinmn programi (okul 6ncesi egitim programi/ilkokul programi) ile ilgili yeni
derslerin eklenmesi ya da mevcut derslerin diger anabilim dal ile isbirligi yapilarak uygulama siirecleri ile de
desteklenmesi onerilmektedir. Universiteler biinyesinde dgretim iiyeleri ile dgrenciler ve dgrenciler ile 6grenciler
arasinda karsilikli paylagim etkinliklerinin diizenlenmesinin de o6gretmen adaylarinin karsilikli  egitim
programlarma dair daha ¢ok fikir edinmelerinde faydali olacag: diisiiniilmektedir. Ogretmenlik Uygulamast 11
dersi kapsaminda Okul Oncesi Egitimi Anabilim Dali 6gretmen adaylarinin Smif Ogretmenligi Anabilim Dali
Ogretmenlik Uygulamasi II derslerinden birine konuk olarak gézlem yapmak amaciyla katiimasi ve benzer sekilde
Sinif Ogretmenligi Anabilim Dali 6gretmen adaylarmm da Okul Oncesi Egitimi Anabilim Dah Ogretmenlik
Uygulamasi II derslerinden birine konuk olarak gézlem yapmak amaciyla katilmasinin, gretmen adaylarmin
uygulamalar1 dogrudan gozlemleyerek fikir sahibi olmalari bakimmdan 6nemli oldugu diisiiniilmektedir.
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Physics Education Research in Turkey and in the World

Introduction

Starting from the 20th century, scientific and technological developments have brought new research fields
and research topics. Physics education is one of those new research fields as a result of these developments. In
recent years, many important studies were conducted in the field of physics education in Turkey and in the world.
These studies not only strengthened physics education at all levels from primary school to university, but also
revealed the fact that this area needs to be studied professionally. As a result, the number of master's and doctoral
programs and the number of individuals studying in the field of physics education has been increasing day by day
in our country (Kaltaker Giirel, 2017).

Undoubtedly, as in other research areas, academic studies in physics education until today have spread to a
wide range of areas. The present study aims to address the wide range of studies in the field of physics education
by discussing basic studies in the literature with a holistic perspective.

The main aim of the study is to ensure the target audience to have a holistic perspective in the field and to lead
the researchers in their thesis or research projects in this area. As well as giving an idea about the studies carried
out to date in the field of physics education, this study aims to guide new researchers to the less studied areas and
the areas that need more research. In short, the main purpose of this study is to reveal a Turkish source (please see
the Turkish version of this article) to share the authors’ knowledge acquired as a result of their both academic
studies and their relations with physics education research groups *? abroad. Research questions focused in the
present study are as follows:

1. What are the scope and trends of studies in the physics education field?

2. What are the main points that are criticized in physics education research?

3. What are the suggestions for changing and improving the current status of physics education research?
Method

This study is a critical research study which was conducted by two researchers in physics education in order to
find solutions to the questions of other researchers about the current status and research trends in the field.

Research Design

A critical study is a research-based study on critical theories. It aims to figure out the existing disparities,
activities and behaviors and to develop or change them by investigating the social and historical roots of the events
(Izci, 2014). The main role of the researcher in a critical research is to provide solutions on how to improve and
change the social community by critically inquiring it (Comstock, 1982).

Current research is composed of three main sections that are proposed by Alvesso and Deets (2000): insight,
critique and transformation. Insight section involves in-depth understanding of the current status. In this section,
the current status of physics education is intended to be understood in its historical context. With this aim, the
current status of physics education research is presented to the reader with some descriptive data. In critique
section, researchers interpret the current situation and criticize it. In fact, this part is the place where the studies in
physics education are going to be criticized. Finally, in the transformation section, the solutions to the existing
problems that were identified and criticized in insight and critique sections are discussed.

Findings and Discussion

In this part, the findings of the present study have been discussed separately in relation to the three main
sections of a critical research.

Insight into Physics Education Research Studies

Being one of the basic disciplines of science, physics puts forward mathematical inferences, descriptions (laws)
and explanations (theories) from micro to macro all about nature (Didis, 2012). The origin of the first explanations
about physics, which emerges as a result of the basic needs of mankind, dates back to the first civilizations. For
example, the first people minimized the applied force to carry their load as a result of observing the nature by
inventing the wheel. Thus, without being informed of the physics theories they had managed to use the facts or the
laws of physics. Although in ancient times there were scientists like Archimedes and Ptolemy who were trying to
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describe physical phenomena with mathematics; Aristotle, who lived in 350 BC, was the first who developed
insightful explanations (not descriptions) about physical phenomena such as force and motion (Halloun &
Hestenes, 1985a). Physics has continued its development and progress from prehistoric times to the present day
based on the descriptions and explanations of the scientists working in this area. Yet, its progress is still ongoing
today.

Although research in the field of physics is very old, scientific study in "physics learning and teaching" is
relatively new. In 1957, Russia (former USSR) sent its first spacecraft called Sputnik into space. Afterwards, the
developed countries like the United States (US) and the United Kingdom (UK) reconsidered the quality of their
physics education programs. As a result, new curricula (such as PSSC physics), which were mainly based on
inquiry and laboratory studies, were developed and physics concepts started to be taught at an earlier age. Although
studies in physics education date back to the studies of John Dewey in the 1900s or to Jean Piaget's studies in the
1930s, [even some references (Meltzer & Otero, 2015) accept high schools’ and universities’, such as MIT,
transition to the laboratory experiments and inductive methods in physics courses in the 1860s as a starting point],
the foundations of physics education as a research field was laid by Robert Karplus (University of California
Berkeley), Frederick Reif (University of California Berkeley) and Arnold Arons (University of Washington) in
the 1960s. When it was realized that students do not learn what is taught in the 1970s, physics education studies
started to be curriculum focused until 1990s and afterwards have increased dramatically in conceptual physics and
high school physics (Meltzer & Otero, 2015). Since then physics education research has become an important field
due to its contribution to science (Cummings, 2011; McDermott, 2012; Meltzer & Otero, 2015). The first studies
of physics teaching curricula date back to 1934; then in 1935, 1938 and 1940 new physics teaching curricula was
prepared (Gogen & Kabaran, 2013). Afterwards, parallel to the global developments in the world, the Ministry of
Education (ME) in Turkey had continued to the studies to improve the teaching of physics in secondary school
education in 1960s. In Turkey, foundation of Course Instruments Construction and Repair Center in 1961, opening
of Ankara Science High School as an implementer of modern science curricula (such as PSSC physics) in 1964,
foundation of Science Education Development Scientific Commission in 1967 and working together with
Scientific and Technological Research Council of Turkey (TUBITAK) to improve science programs coincided
with this period. Although the curriculum development efforts in Turkey are in line with the ones in the world, the
history of scientific research in the physics education field dates back to the 1990s (Sozbilir & Canpolat, 2006).
Prior to this year, very few scientific researches were observed. In 1997, with the reconstruction of the education
faculties, physics education research in Turkey has gained a great impetus.

Physics education aims to identify students’ problems in physics and develop some pedagogical tools and
techniques to help students to understand physics at any grade level, from primary school to university (Didis,
2012). Many students have problems with physics and they think that physics is a collection of facts and formulas;
they cannot connect physics with daily life, and cannot solve physics problems (Hammer & Elby, 2003). Although
many of them get good grades, they have misconceptions, poor problem solving skills, and difficulty in interpreting
physical laws (Reif, 1995). For these reasons, understanding the interrelationships among conceptual knowledge,
mathematical skills and logical reasoning ability, will facilitate our knowledge to help students to be better problem
solvers (Heron & Meltzer, 2005). Similar to students’ physics content knowledge; students’ negative experiences,
ideas, beliefs and expectations may be due to many different sources. However, as physics educators, we may start
to convert these unfavorable situations to the favorable ones by revising physics instruction. For example, Redish
and Steinberg (1999) explained the structure of the introductory physics courses as one of the reasons of student
difficulties in physics. The approach of these courses is to explain many physics topics superficially to provide
context for the later topics, as well as emphasizing mathematical operations and structures that are basis for the
work at an advanced level. McDermott (1991, 1993, 1997) emphasized that there is a mismatch between what
teachers taught and what students learned. Many teachers have a tendency to see students as younger version of
themselves, and are unaware of how students’ perceptions and readiness result anxiety in learning physics.

According to the constructivist theory of teaching, students construct their new knowledge as a result of their
interactions with the environment they live in and other individuals in this environment (Vygotsky, 1978). In
doing so, they reconsider their old and existing knowledge and experiences. For this reason, to be informed about
what students bring to the classroom is very important because it is interacting with new information presented in
the class. Halloun and Hestenes (1985a, 1985b) and Hestenes, Wells and Swackhamer (1992) have mentioned
about well-established intuitive beliefs systems as an important factor in student learning in physics. As a result,
researchers have proposed the importance of consideration of preconceptions in teaching physics and the
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promotion of the conceptual understanding in an effective physics teaching (Dykstra, Boyle, & Monarch, 1992).
Researchers and research groups in physics education, like Lillian McDermott, performed various researches to
identify student misconceptions on various physics topics. As a result of the identifications of difficulties, research-
based teaching materials were developed to promote conceptual learning. Force Concept Inventory (FCI)
(Hestenes, Wells, & Swackhamer, 1992), Mechanic Baseline Test (MBT) (Hestenes & Wells, 1992), Force &
Motion Conceptual Evaluation (FMCE) (Thornton & Sokoloff, 1998), Test of Understanding Graphs in
Kinematics (TUG-K) (Beichner, 1994), Brief Electricity & Magnetism Assessment Tool (BEMA) (Ding, Chabay,
Sherwood, & Beichner, 2006), Diagnosing and Interpreting Resistor Circuits (DIRECT) (Engelhardt & Beichner,
2004), Light and Spectroscopy Concept Inventory (LSCI) (Bardar, Prather, Brecher, & Slater, 2007), Four-Tier
Geometrical Optics Test (FTGOT) (Kaltakci Gurel, Eryilmaz, & McDermott, 2017), Mechanical Waves
Conceptual Survey (Tongchai, Sharma, Johnston, Arayathanitkul, & Soankwan, 2009), Three-Tier Heat and
Temperature Test (Eryilmaz, 2010), Simple Electric Circuit Diagnostic Test (SECDT) (Pesman & Eryilmaz,
2010), Electricity Concept Test (Aykutlu & Sen, 2012) are some of the conceptual inventories used by physics
education researchers in order to identify learning difficulties in some basic physics concepts. Kaltakci Gurel,
Eryilmaz and McDermott (2015) listed other conceptual and multiple-tier tests used in physics education. Some
of the research-based instructional materials developed to remedy learning difficulties and to enable conceptual
learning are as follows (Beichner, 2009; McDermott, 2012; Rebello & Zollman, 2005):

= Physics by Inquiry (McDermott, 1996): It is an instructional material for pre- and in-service physics and
science teachers that is based on learning by inquiry by hands on activities developed and implemented by
Washington University Physics Education Researchers.

= Workshop Physics (Laws, 1991): This instructional material contains four learning modules. First, students
were requested to predict about a physical event. Then, they observe the event and interpret it. If there is a
discrepancy between their prediction and observation, students are requested to explain about it. Second,
students develop definitions and mathematical theories based on their observations and predictions. Third,
students try to verify their predictions based on a theory by conducting experiments. Last, students are
requested to implement what they have learned to problem solving.

= Studio Physics (Wilson, 1994): It is a research based instructional program that students are in interaction
with each other around tables in studio type classrooms and each table has computer based technology
instead of classical lecture halls. It is an implementation of "Scale-Up" project development by Robert J.
Beichner and his group at North Caroline State University.

= Socratic Dialog Laboratories (Hake, 1992): They are interactive laboratory activities developed in Indiana
University that make students both physically and mentally active in introductory mechanics course.

» Interactive Lecture Demonstrations (Sokoloff & Thornton, 1997): It is aimed to reveal students' previous
knowledge and confront with that knowledge. The activities may be experiments or simulations.

= Modeling Physics (Wells, Hestenes, & Swackhamer, 1995): It is an instructional program developed in
Arizona State University to improve both high school and university level physics classes, and it aims to
improve basic skills, mathematical modeling, and making inferences based on inquiry and collect and
analysis of data by the help of technology.

= Peer Instruction (Mazur, 1997): It is an instructional methodology that aims to students’ mentally
participation to teaching process in crowded classes. The instructor divides lecture into parts (with 15
minutes) and try to reveal students' misconceptions by asking conceptual questions accompanying to the
theoretical explanations. In this approach, it is aimed students' conceptual understanding with interaction
of their peers.

= Tutorials in Physics (McDermott & Shaffer, 1998): They are a research based instructional materials
developed by Washington University for science and engineering departments and used in university level
introductory physics classes (mechanics; electromagnetism; optics and waves). These materials especially
prepared for the identification of common students’ misconceptions and removal of them aim that
supporting traditional lecturing and laboratory activities.
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= RealTime Physics and Microcomputer Based Laboratories-MBL (Sokoloff, Thornton, & Laws, 1999):
These materials aim students' drawing their motions graphs by means of microcomputers with sensors and
allow students matching these graphs and their motions with simultaneous feedback.

Another important subject in physics education is organization of knowledge. Students do not always have
consistent structures in their minds and try to explain physical phenomena by using these fragmented elements
(phenomenological primitives: p-prims) (diSessa, 1983). Reif (1995, 1997) indicated the importance of knowledge
organization and requirement of hierarchical knowledge organization in physics learning. He pointed out its reason
that incoherent-disconnected knowledge did not provide a good basis for problem solving in physics. Although
most of the students think that being a good physicist requires the memorization of many facts and formulas, it
actually requires having an organized knowledge that permits remembering and inferring the details (Reif, 1995).
Research focused on how knowledge organized by students in spite of the complex structure of student knowledge.
By examining knowledge structures qualitatively and quantitatively, dynamic structure of students' thinking was
tried to be modeled (Bao & Redish, 2006; Borges & Gilbert, 1999; Chiou & Anderson, 2010; Corpuz & Rebello,
2011; Didis, Eryilmaz, & Erkog, 2014; Hrepic, Zollman, & Rebello, 2010; Hubber, 2006; Itza-Ortiz, Rebello, &
Zollman, 2004; Ozcan, 2015; Wittmann, Steinberg, & Redish, 1999).

In addition to the cognitive studies on student learning, research in affective domain is also important. One of
the issues that physics instructors should consider is the knowledge of students' awareness of their previous
experiences and future expectations about physics. When students' expectations are identified, these expectations
should be taken in consideration. Because these expectations play critical roles in the selection of activities while
students are constructing their knowledge (Redish, Saul, & Steinberg, 1998). In addition to the students'
expectations, the other probable affective variables such as motivations, attitudes and beliefs were examined by
physics educators and international questionnaires were developed. Some of these questionnaires are: EBAPS-
Epistemological Beliefs Assessment for Physical Science (White, Elby, Frederiksen, & Schwarz, 1999), MPEX-
Maryland Physics Expectations Survey (Redish, Saul, & Steinberg, 1998), CLASS-Colorado Learning Attitudes
About Science Survey (Colorado Physics Education Research Group, 2004), VASS-Views About Sciences Survey
(Halloun & Hestenes, 1998). Most of the questionnaires about affective variables in physics education used in our
country were translated from international questionnaires directly to Turkish (Aslan & Tasar, 2013; Yerdelen-
Damar, Elby, & Eryillmaz, 2012). The difference of these adapted questionnaires (Azar, Senler, & Tagkin, 2006;
Taglidere & Eryilmaz, 2012) from the original ones is their physics content specific nature (i.e. specific for
electricity, optics, mechanics, etc.)

Developments in computer-based technology also reflect on physics education research. Complex and
expensive experiment setups such as Stern Gerlach provide physics educators and programmers develop
simulations, animations, and multimedia about many physics concepts and use of them in instructions.
Measurement of the influence of the technology on students' understanding of abstract concepts, scientific models,
and relation of them with the real world is considerably difficult. For this reason, this research plays an important
role on the development of the computer based instructional materials (Heron & Meltzer, 2005).

Physics education is an interdisciplinary area since it is in interaction with many disciplines (Duit, Niedderer,
& Schecker, 2007). These disciplines that physics education is directly in relation was presented in Figure 1.

Philosophy of Physncqr_ Physics History of Physics

np— || PHYSICS EDUCATION payeticiay

I

Other Disciplines (Sociology, Anthropology, Linguistics, Ethics)

Figure 1. The Disciplines that Physics Education is Directly in Relation (Duit et al., 2007)
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As it is seen in Figure 1, physics education is in relation with many disciplines such as physics, psychology,
pedagogy, etc. As the disciplines forming the nature of physics such as history of physics and philosophy of physics
influenced physics, they also influence how to teach and learn physics. Pedagogy and psychology, which are the
sub-disciplines of social sciences, are also the fundamental disciplines influencing physics education. These
disciplines may be extended with mathematics, cognitive sciences, and educational sciences. As the
interdisciplinary nature of physics education enriched the physics education research, the interpretation of the
results by different disciplines provided an effective relationship among these disciplines. Another important point
of interdisciplinary characteristics of physics education is the role of extending the findings to large number of
audience. For this reason, many the findings about physics education research are published in the journals of
different disciplines. Most of the research is published in physics, physics education, and science education and
the results are shared with teachers. As similar with the world, the journals indexed and publishing physics
education research exist in our country and number of these journals increases day by day. Due to the
interdisciplinary nature of physics education, these journals can be educational sciences as well as physics journals
published by journals of the natural sciences. Some of these journals are science education journals that generally
reflect the interdisciplinary nature and some of them are physics education journals that more specifically reflect
it. The journals publishing in this field - all physics and physics education journals, and science and educational
science journals regarding their reputation in national and international literature - are listed and their publication
frequencies were presented in Table 1.

Table 1. Primary Journals for Physics Education Research

Publication

Name of Journal Frequency In’;Ie?rtr:g?izlrﬁal Related Science Domain
(Yearly)
Physical Review Special Topics-Physics International . .
Education Research (PRST-PER) 2 Issues Physics Education
The Physics Teacher (TPT) 9 Issues International Physics Education
Physics Education 6 Issues International Physics Education
Physics Education and Philosophy 2 Issues International Physics Education
European Journal of Physics (EJP) 6 Issues International Physics
American Journal of Physics (AJP) 12 Issues International Physics
Journal of Research in Science Teaching (JRST) 10 Issues International Science Education
Science Education 6 Issues International Science Education
Science & Education 10 Issues International Science Education
International Journal of Science Education (IJSE) 18 Issues International Science Education
Research in Science Education (RISE) 6 Issues International Science Education
International Journal of Science and Mathematics 6 Issues International Science and Mathematics
Education Education
Eurasia Journal of Mathematics, Science and 6 Issues International Science and Mathematics
Technology Education (EJMSTE) Education
Journal of Turkish Science Education (TUSED) 4 Issues National Science Education
Hacettepe University Journal of Education 4 Issues International Educational Sciences
Education and Science 4 Issues International Educational Sciences
Eurasian Journal of Educational Research (EJER) 4 Issues International Educational Sciences
Educational Sciences: Theory & Practice (ESTP) 6 Issues International Educational Sciences

Success in academic knowledge and affective variables obtained by the implementation of research based
instructional methodologies facilitated pursuing doctoral research in that area and more financial support from the
government budget to research. By this way number of physics education research groups in the physics
departments of prestigious universities in US increased (Heron & Meltzer, 2005; McDermott, 2012). In our
country, physics education research is conducted at universities locally and independent of each other; however,
increase in physics education doctoral studies and financial support by government for research are parallel with
US. The content analysis studies that have been carried out on graduate theses (Kaltak¢i-Giirel et al., 2017a),
articles published in peer-reviewed journals (Kaltak¢i-Giirel et al., 2017b; Onder et al., 2014) and contributions in
national congress (Kanli et al., 2014) in the field of physics education in our country reveal this situation. However,
although the increase in the number of government support and the increase in the number of researchers are
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similar, in the world physics education is studied in the central research groups focusing on specific research topics,
including researchers from different disciplines, while in our country, this situation continues interactively by
collaborations of researchers at the relevant departments in the faculty of education. Table 2 presents the primary
physics education research groups all over the world.

Table 2. Leading Physics Education Research Groups

Group Name University Primary Research Leading Researchers
Area
PEG Washington University, USA  Physics by inquiry Lillian C. McDermott
Paula Heron
UMDPERG Maryland University, USA Mental models, Joe Redish
Epistemology,
MPEX
K-SUPER Kansas State University, USA  Mental models Dean Zollman
PER@C University of Colorado Interactive physics Steven Pollock

Boulder, USA

Simulations,
Improvement of advance
physics classes,

Noah Finkelstein
Valerie Otero

CLASS

Mazur Group Harvard University, USA Peer Instruction Eric Mazur
ASU-PER Arizona State University, Modeling, David Hestenes

USA Physics teacher education David Meltzer
PERL Maine University, USA Activity based physics Michael C. Wittman

MacKenzie R. Stetzer

SESAME University of California Epistemology Andrea diSessa

Berkeley, USA
PER Dickinson College, USA Workshop physics Priscilla Laws
PER University of Minnesota, Context rich problems Patricia Heller

USA Kenneth Heller (retired)
CRMSE San Diego State University, Physics and everyday Fred Goldberg

USA thinking (PET)
SUPER Sydney University, Australia ~ Conceptual physics Manjula Sharma

teaching and concept tests,
Multimedia

Department of Science
Teaching

Weizmann Institute of
Science, Israel

Conceptual physics
teaching,
Teacher education

Bet-Sheva Eylon

URDF (Research Unit
for Physics Education)
CLDF (Laboratory
Center for Physics
Education)

Udine University, Italy

Physics teacher education,
Mental models

Marisa Michelini

The Division of Physics
Education

Uppsala University, Sweden

Higher education,
Scientific literacy

Cedric Linder

Physics Teacher
Education

Helsinki University,
Finland

Physics teacher education

Ismo Koponen

In Table 2, the physics education research groups leading physics education research were summarized.
Although these research groups were mainly in US, other research groups outside of US are expected to be
increased. International collaborations with these research groups will play important role in the increase. By
considering this issue for our country, physics education researchers who got their doctoral degree from other
countries go back to Turkey and have academic positions in the universities. In addition, the researchers having
academic research and social experience abroad during doctoral research by government support will increase the
number of physics education research and it will provide more comprehensive and comparative research with
international research groups. One of the important points for national and international collaborations is the
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presentation of physics education research findings in the conferences that many researchers meet. Many national
and international congress and conferences in physics education research are organized and opportunities are given
to physics educators for knowledge exchange. These organizations can be categorized under two themes, physics
and science education, as similar with the physics education research. Table 3 presents the main congresses and
conferences and their meeting frequencies.

Table 3. National and International Activities for Physics Education Research

Name of Activity Meeting National/ Related Science Domain
Frequency International
Physics Education Research Conference Yearly International Physics Education

(PERC)

American Association of Physics Teachers
(AAPT)

Twice per year

International

Physics Education

International Conference on Physics Education

Yearly or every

International

Physics Education

(ICPE) two years

The International Research Group on Physics Yearly International Physics Education
Teaching (GIREP)

Multimedia in Physics Teaching and Learning Yearly International Physics Education
(MPTL)

Physics Teacher Education Coalition Yearly International Physics Education

Conference (PTEC)

Physics Teaching in Engineering Education
Conference (PTEE)

Every two or
three years

International

Physics Education

Gordon Research Conferences (GRC) Yearly International Physics Education
National Physics Education Congress (UFEK) Every two years National Physics Education
Turkish Physical Society International Physics Yearly International Physics
Congress (TFD)
American Physical Society Meeting (APS) More than once a International Physics

year
International Physics Conference of the Balkan Every three years International Physics

Physical Union (BPU)

National Association for Research in Science
Teaching (NARST)

European Science Education Research
Association (ESERA)

Yearly International Science Education

Every two years International Science Education

The International Organization for Science and Yearly International Science Education
Technology Education Symposium (IOSTE)

International Society of Educational Research Yearly International Science and Mathematics
(ISER) Education
Frontiers in Mathematics and Science Every five years International Science and Mathematics
Education Research Conference (FISER) Education
National Science and Mathematics Education Every two years National Science and Mathematics
Congress (UFBMEK) Education

In addition to these congress and conferences, the research results in physics education are discussed in many
national and international congress and conferences about educational sciences. Especially in recent years, as well
as the number of national and international scientific activities in education held in our country, there is an increase
in the number of scientific activities focused on science and physics education and the number of the participants
doing research in physics education in these activities.

Critiques about Physics Education Research

Physics education research is conducted in physics departments and education faculties unlike chemistry and
biology. In US, it became a research area in physics departments. For this reason, in physics teaching and learning
research, physics departments have important roles (Heron & Meltzer, 2005). Although some pioneers of the
physics education such as Lillian McDermott do not have the same idea with, Joe Redish and Fred Reif consider
one of the biggest problem in physics education research by physics departments in US is that lack of discussion
of theoretical issues (Cummings, 2011; Redish, 1994). If it is not considered the studies about pre and
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misconceptions about different physics concepts from 1970s to now, theoretical frameworks of the physics
education research by research groups in physics departments for a long time is limited (Redish, 1994); however,
physics education research presented by science educators have deep and long established theoretical framework.
Especially, by using the advanced statistics and research methodologies the generalization and repetition of
research results were increased. However, physics education research conducted in physics departments made
great contributions to the science educators in terms of discussed physics concepts, developed instructional
methodologies and materials and implementation areas and they still continue to contribute.

In our country, conduction of physics education research studies is different from US. That means, in our
country, physics education research is conducted at faculty of educations as similar with common in Europe and
very limited in US. This situation causes differences in research and implementation of research results in daily
life. Some part of physics education research is conducted by collaboration with physics departments and students'
learning of upper level physics concepts is examined. At this time, although the findings make direct contributions
to the literature, implementation of new knowledge and findings in practically is a bit limited. That means, while
the research groups in US and similar research groups at physics departments reflect the findings into the physics
teaching and improve physics classes, it is very limited in our country. The findings of research conducted by
faculties of education reflected mostly on the secondary physics curriculum and physics teacher education course
content and they have local contributions in practical implementations. These can be both improvement of the pre-
service teacher's subject matter knowledge (physics knowledge) and pedagogy knowledge (the use of physics
knowledge in physics teaching). It is expected that the increase of collaborative research between physics
departments and education faculties after the physics education research widened and gained importance. One of
the best examples for this situation is the curriculum development period for science and technology and secondary
physics in our country. In the curriculum development period, in addition to other research areas (chemistry,
mathematics, psychology etc.) researchers from both physics and physics education worked together and produced
a curriculum with theoretically strong and limited problems about physics concepts.

Another critique is the lack of physics education research groups in our country and then conduction of most
research is individually. There are 13 secondary science physics education departments in the faculties of education
and there are doctoral programs for physics education. In addition, there are faculty members studying physics
education, master's and doctoral students in most of the universities' science education departments. In contrast,
physics education studies are independent of each other, with small budget and the product of individual research.
It is expected that the emerging of physics education research groups with the increase of physics educators in and
out of the country who completed their work.

Conclusion: Transformation of Physics Education Research

The physics education research starting in 1970s has focused on students' skills for using concepts (i.e.
mechanics and electricity) in introductory physics classes and it has valuable roles in the development of physics
instructions at first. Nowadays, the research was enlarged with including the studies about kinematics,
electromagnetism and modern physics (Heron & Meltzer, 2005). Finally, recent research focuses on how students
learn of upper level physics concepts such as thermodynamics, optics, relativity, and quantum physics. The physics
education research accelerated in last 25 years in our country basically focuses on the basic physics concepts with
the lack of interaction between physics and physics departments. Existent body of research is especially in
elementary, secondary and teacher education (in or pre) levels. However, the scope of physics education research
should be extended from primary education to university level (science and engineering etc.), even to adult
education (academics and parents etc.). By this way, the goals as being scientifically literate society are obtained.

National and international content analysis studies in physics education (Kaltak¢i-Giirel et al., 2017a; Kaltakgi-
Giirel et al., 2017b; Kanl et al., 2014; Onder et al., 2013) and science education (Chang, Chang, & Tsang, 2010;
Lee, Wu, & Tsai, 2009; Tsai & Wen, 2005; Tzu-Chiang, Tzung-Jin, & Chin-Chung, 2014) make an important
contribution to the literature by showing the gaps and shortcomings in the field. While Onder et al. (2013)
identified ‘Learning approaches’ and ‘Misconceptions/learning difficulties’ as the mostly studies themes by
examining 46 physics education research articles in Journal of Turkish Science Education (TUSED) between the
years 2004 and 2011 by content analysis, Kanli et al. (2014) found that the ‘“Nature of physics’, ‘Epistemology and
Science literacy’, ‘Modeling’ and ‘Gifted education” were the least studied themes as a result of their content
analysis study on 282 physics education studies presented and published in National Science and Mathematics
Education Congress between the years 1994-2012. In international content analysis studies in science education
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(Chang et al., 2010; Lee et al., 2009; Tzu-Chiang et al., 2014) field, ‘Conceptual change’ and ‘Conceptions /
Misconceptions’ were found to be the most featured themes, while ‘Informal learning’ and ‘Educational
technology’ were the least studied themes. The number and diversity of research methodologies and strategies,
instructional methodologies, and development and adaptation of instruments in physics education increase day by
day. It is a motivating progress and the research in physics education -conducted and still need to be researched-
can be summarized as follows: ldentification of preconceptions and misconceptions, organization of knowledge:
mental models, conceptual change, curriculum development studies in physics education, physics teacher
education and physics teacher competencies, history and nature of physics, technology in physics education,
laboratory experiences and inquiry based learning in physics, problem solving and problem based learning in
physics, context based physics learning, effect of affective variables (motivation, attitude etc.) on physics learning,
and physics education for gifted students.

While physics education research group in the different universities of world or research centers are
specializing in a specific research area and in collaboration with each other with great projects with great success,
it is thought that similar approaches should be considered in our country.

In conclusion, physics education research progressed up to now and became a separate discipline in the
literature. As physics educators, we should make effort to improve it more. We believe that this study will answer
the questions about what physics education is or not and will guide and lighten the new researchers in physics
education. This study criticizing the physics education research in our country and over the world is a Turkish
(please see the Turkish version of this article) resource for the master's and doctoral students in physics education.
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Tirkiye'de ve Diinyada Fizik Egitimi Arastirmalarina Kritik Bakis

Giris
20. yiizy1ldan giiniimiize hizla degisen ve gelisen bilimsel ve teknolojik olgular, beraberinde yeni arastirma
alanlar1 ve arastirma konularini getirmistir. Fizik egitimi aragtirmalar1 da, bu gelismeler neticesinde 6ne ¢ikan yeni
arastirma alanlar arasinda yer almaktadir. Tiirkiye ve diinyada fizik egitimi alaninda 6zellikle son yillarda birgok
etkili ¢alisma yapilmistir. Bu ¢alismalar bir yandan ilkdgretimden tiniversiteye her kademede fizik 6gretimini
giiclendirdigi gibi, diger yandan bu alanin profesyonel anlamda {izerinde hassaslikla ¢alisilmasi gereken bir alan
oldugu gergegini ortaya ¢ikarmistir. Bunun neticesinde lilkemizde, fizik egitimi alaninda yiiksek lisans ve doktora

programlarinin sayisi ve bu alanda ¢alisan bireylerin sayis1 her gegen giin biraz daha artmaktadir (Kaltak¢i1 Gtirel,
2017).

Hig siiphesiz bilimin diger alanlarinda oldugu gibi, fizik egitimi alaninda da giiniimiize kadar yapilan akademik
calismalar genis bir yelpazeye yayilmistir. Bu arastirma fizik egitimi alaninda yapilan temel ¢aligmalar: ele alip
literatiirde yer alan bu genis yelpazedeki ¢aligmalara deginmeyi amaglamaktadir.

Bu arastirma, okuyucularin fizik egitimi alaninda biitiinsel bir bakis acisina sahip olmalarini saglamak; makale,
tez ya da projelerinde bu alanda galigma yapacak arastirmacilara dnderlik etmesi amaciyla hazirlanmistir Fizik
egitimi alaninda calismaya baglayacak yeni arastirmacilara alanda giiniimiize kadar yapilan ¢aligmalar hakkinda
fikir vermesinin yani sira bu alanlarda az ¢alisilan ve daha fazla aragtirmayr gerektiren noktalara dikkat ¢ekerek
aragtirmacilari ¢alisma alanlar1 agisindan yonlendirmeyi amaglamaktadir. Kisaca, bu arastirmanin temel amaci,
yazarlarin gerek akademik caligmalari gerekse yurtdisindaki fizik egitimi aragtirma gruplariyla 12 olan iligkileri
neticesindeki edindikleri bilgi ve deneyimlerini Tiirkiye’deki arastirmacilarla paylasacaklar Tiirkge bir kaynak
ortaya koymaktir. Caligmada odaklanilan baslica arastirma sorulari su sekildedir:

1. Fizik egitimi alanindaki temel ¢aligmalarin kapsami ve yonelimleri nelerdir?

2. Fizik egitimi ¢alismalarinda kritik edilen temel noktalar nelerdir?

3. Fizik egitiminin mevcut durumunun degistirilip gelistirilmesi i¢in ¢dzliim 6nerileri nelerdir?
Yontem

Bu calisma, fizik egitimi alaninda calisan iki arastirmacinin bir araya gelerek bu alanda ¢alisan diger
arastirmacilarin alanin mevecut durumu ve alandaki yonelimler ile ilgili sorularia cevap bulabilmek i¢in yiiriitmiis
oldugu bir elestirel aragtirmadir.

Arastirma Modeli

Elestirel arastirma, elestirel kurami temel alan ve olaylarin sosyal ve tarihsel koklerini inceleyerek mevcut
dengesizlikleri, eylemleri, davranislar1 anlamay1 ve degistirip gelistirmeyi hedefleyen bir aragtirma yontemidir
(Izci, 2014). Bir elestirel arastirmada arastirmacinin en biiyiik rolii icinde bulundugu sosyal yapiy: elestirel bir
gozle sorgulayarak nasil degistirilip gelistirilecegi hakkinda ¢ziim 6nerileri sunmasidir (Comstock, 1982).

Aragtirma, Alvesson ve Deets (2000) tarafindan belirtilen ve bir elestirel aragtirmada bulunmasi gereken iig
temel unsur olan derinlemesine bakis (insight), elestiri (critique) ve doniisiimiin (transformation) ele alindigr tig
temel boliimden meydana gelmektedir. Derinlemesine bakis boliimii mevcut durumun anlagilmasini igerir. Bu
boliimde tarihsel ¢ercevede ele alan fizik egitiminin mevcut durumu ortaya koyularak anlagilmasi amaglanir. Bu
amagcla, bu boliimde fizik egitimi aragtirmalarina ait mevcut durum betimsel verilerle okuyuculara sunulur. Elestiri
boliimiinde, aragtirmacilar mevcut durumu yorumlayip kritik bir gozle elestirir. Yani bu bolim fizik egitimi
alanindaki arastirmalarin kritik edilecegi boliimdiir. Doniisiim boliimiinde ise, derinlemesine bakis ve elestiri
boéliimlerinde fizik egitimi alaninda tespit edilip kritik edilen mevcut sorunlara getirilen ¢oztimler tartigilir.

Bulgular ve Tartisma

Bu boliimde, ¢alismanim bulgulart elestirel arastirmanin ii¢ temel boliimiine uygun bagliklar altinda ayr1 ayri
ele almarak tartigilmigtir.

Fizik Egitimi Calismalarina Derinlemesine Bakis

Bilimin temel disiplinlerinden birisi olan fizik; mikrodan makroya, canlidan cansiza tiim doga hakkinda
matematiksel gikarimlar, tanimlamalar (yasalar) ve agiklamalar (teoriler) ortaya koyar (Didis, 2012). nsanoglunun
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temel gereksinimlerinin sonucu ihtiyag duyulan fizik ile ilgili ilk agiklamalarm kdkeni diinyada kurulan ilk
uygarliklara kadar uzanir. Mesela, ilk insanlar dogayr gdézlemlemeleri sonucu ve ihtiyaglari dogrultusunda
tekerlegi icat ederek, yiiklerini tasimak i¢in uygulayacaklar: kuvveti en aza indirmislerdir. Boylece fizigin teori
veya yasalarindan haberdar olmadan fizigin olgularini kullanabilmeyi basarmiglardir. Antik caglarda Arsimet
(Archimedes) ve Batlamyus (Ptolemy) gibi fiziksel olgular1 matematiksel olarak tanimlamaya g¢alisan bilim
insanlar1 olsa da, milattan 6nce 350’lerde yasayan Aristoteles, kuvvet ve hareket gibi fiziksel olgular hakkinda
sezgilere dayali agiklamalar gelistiren (tanimlamalar degil) ilk kisi olmustur (Halloun & Hestenes, 1985a). Tarih
oncesi ¢aglardan giliniimiize fizik bilimi, bu alanda g¢alisan bilim insanlarinin tanimlama ve agiklamalarina
dayanarak biiylik bir ilerleme kaydederek gelisimini stirdiirmiis ve bu gelisim giinlimiizde hala siirmektedir.

Fizik alaninda yapilan aragtirmalar ve bilimsel agiklamalar ¢ok eskiye uzanirken "fizik 6grenme ve 6gretmeye"
dair bilimsel ¢aligsmalarin nispeten ¢ok yeni oldugunu gorebiliriz. 1957°de Rusya’nin (eski SSCB) uzaya Sputnik
isimli ilk uzay aracmni géndermesi, Amerika Birlesik Devletleri (ABD) ve ingiltere gibi diger gelismis iilkelerin
fizik 6gretimlerinin kalitesini tekrar gzden gecirmelerine ihtiya¢ olusturmustur. Bunun neticesinde yeni 6gretim
programlar1 (PSSC fizigi gibi) olusturulmus, arastirmaya ve laboratuvar ¢alismalarina dayali bir fizik 6gretimi dne
¢ikmis ve fizik kavramlarinin daha erken yaslarda 6gretilmeye baslanmasina yol agmuistir. Fizik egitimi alanindaki
¢aligsmalar 1900°lerde John Dewey veya 1930°larda Jean Piaget’nin ¢aligsmalarina kadar dayandirilsa da [hatta bazi
kaynaklar (Meltzer & Otero, 2015) 1860’larda liselerin ve Massachusetts Teknoloji Enstitiisii (MIT) gibi bazi
tiniversitelerin fizik derslerinde laboratuvar deneylerine ve tiimevarim metotlarina gecisini baslangic¢ kabul eder],
bir arastirma alani olarak fizik egitimi ile ilgili bilimsel arastirmalarin temeli 1960°larda Robert Karplus (California
Universitesi Berkeley), Frederick Reif (California Universitesi Berkeley) ve Arnold Arons’un (Washington
Universitesi) calismalartyla atilmistir. Fakat 1970°lerde dgrencilerin dgretilenleri tam olarak dgrenmediginin fark
edilmesiyle fizik egitimi alanindaki arastirmalar 90'li yillara kadar miifredat ¢aligmalar1 odakli, sonrasinda ise
kavramsal fizik ve lise fizigi caligmalari ile (Meltzer & Otero, 2015) ciddi sekilde artmistir. Belirtilen tarihlerden
bu yana ise bilime olan katkilarindan 6tiirii giin gegtikge 6nemi daha iyi anlasilan bir arastirma alani haline
gelmistir (Cummings, 2011; McDermott, 2012; Meltzer & Otero, 2015). Tiirkiye’de fizik 6gretim programlartyla
ilgili ilk ¢alismalar 1934 yilina uzanmakta, 1935, 1938 ve 1940 yillarinda fizik 6gretim programlari hazirlandigi
goriilmektedir (Gocen & Kabaran, 2013). Daha sonrasinda, diinyadaki gelismelere paralel olarak 1960’11 yillarda
Milli Egitim Bakanligi (MEB) ortadgretimde fizik 6gretimini gelistirmeye yonelik ¢alismalara devam etmistir.
1961°de Ders Araglar1 Yapim ve Onarim Merkezi’nin kurulmasi, 1964’te modern fen programlarinin (PSSC fizigi
gibi) uygulanacag: Ankara Fen Lisesi’nin agilmasi, 1967°de Fen Ogretimi Gelistirme Bilimsel Komisyonu’nun
kurularak 1963’te kurulan Tiirkiye Bilimsel ve Teknolojik Arastirma Kurumu (TUBITAK) ile isbirligi icinde fen
programlarmin gelistirilmesi caligmalar1 bu dénemlere rastlamaktadir. Ulkemizde dgretim programlarindaki
gelismeler diinya ile paralellik gosterse de, fizik egitimi alanindaki bilimsel arastirmalarin gegmisi ancak 1990’1
yillara dayanmaktadir (Sozbilir & Canpolat, 2006). Bu yillarin dncesinde ¢ok az sayida bilimsel arastirmaya
rastlanir. 1997 yilinda egitim fakiiltelerinin yeniden yapilanmasiyla birlikte ise Tiirkiye’de fizik egitimi
arastirmalar1 biiylik bir ivme kazanmistir.

Fizik egitimi oncelikle 6grencilerin fizikle ilgili problemlerini tespit etmeyi ve pedagojik araglar ve yontemler
gelistirerek ilkogretimden tiniversiteye her seviyede 6grencilerin fizigi anlamasina yardim etmeyi amaglar (Didis,
2012). Bir¢ok 6grenci fizikle ilgili sorun yasamakta, fizigi olgularin ve formiillerin toplami olarak gérmekte, fizigi
giinliik hayatla iligkilendirememekte ve fizik problemlerini ¢6zememektedir (Hammer & Elby, 2003). Bircogu
sinavlarda iyi notlar alsalar da, 6grencilerde kavram yanilgilari, problem ¢6zme becerilerinde zayiflik ve fizik
yasalarmi yorumlamada giigliikler goriilmektedir (Reif, 1995). Bu sebeplerle, kavram bilgisi, matematiksel
beceriler ve mantiksal akil yiirlitme arasindaki iliskilerin anlagilmasi, 6grencilerin daha iyi problem c¢oziiciiler
olmasma yardim edilmesini kolaylastiracaktir (Heron & Meltzer, 2005). Ogrencilerin fizik bilgileri gibi, fizikle
ilgili sahip olduklar1 olumsuz deneyimler, fikirler, inanislar ve beklentiler bir¢ok farkli kaynak sebebiyle olabilir.
Fakat biz fizik egitimcileri olarak bu olumsuz durumlari olumluya ¢evirmeye fizik 6gretimini revize ederek
baslayabiliriz. Ornegin, Redish ve Steinberg (1999) égrencilerin fizikte zorluk ¢ekmelerinin sebebini fizige giris
derslerinin yapist oldugunu agiklamistir. Bu derslerin yaklagimi, ileri diizeyde ¢alismalara temel saglamak icin
matematiksel islemler ve yapilar1 vurgulamak oldugu gibi bir sonraki konuya baglam hazirlamak icin birgok fizik
konusunun yiizeysel gecilmesidir. McDermott (1991, 1993, 1997) &gretmenlerin ne anlattigi ile 6grencilerin ne
anladig1 arasinda bir uyumsuzluk oldugunu vurgulamistir. Birgok 6gretmen geleneksel 6gretimde 6grencileri
kendilerinin gen¢ versiyonlari olarak gérmekte ve Ogrencilerin algilarnin ve hazir bulunusluklarinin fizik
o0grenmede nasil kaygi yarattigindan haberdar degildirler.
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Yapilandirmaci 6gretim kuramma gore oOgrenciler yasadiklart ¢evre ve gevredeki diger bireylerle olan
etkilesimleri neticesinde yeni bilgilerini olustururlar (Vygotsky, 1978). Bunu gergeklestirirken eski bilgilerini ve
var olan mevcut bilgi ve deneyimlerini tekrar gézden gecirme yoluna giderler. Bu sebeple 6grencilerin sinifa ne
getirdikleri konusunda haberdar olmak ¢ok 6nemlidir ¢linkii bu bilgiler smifta yeni sunulan bilgiler ile etkilesime
girmektedir. Halloun ve Hestenes (1985a, 1985b) ile Hestenes, Wells ve Swackhamer (1992) bir¢ok 6grencinin
fizik 6grenmesinde onemli roli olan iyi kurulmus sezgisel inanislar sisteminden bahsetmislerdir. Bunun
sonucunda aragtirmacilar 6gretimde 6n kavramlarin dikkate alinmasimi ve etkili fizik 6gretiminde kavramsal
anlamanin tesvik edilmesi gerektigini dnermislerdir (Dykstra, Boyle, & Monarch, 1992). Lillian McDermott basta
olmak {izere diger arastirmacilar ve arastirma gruplari fizikte ¢esitli konularda 6grencilerin sahip olduklari kavram
yanilgilariin tespiti lizerine gesitli arastirmalar gergeklestirmis ve bu tespitler ¢ergevesinde kavramsal 6grenmeyi
saglamay1 amaglayan arastirma-temelli 6gretim materyalleri gelistirilmistir. Kavram yanilgilarinin tespit edilmesi
amaciyla Kuvvet Kavram Testi (FCI) (Hestenes, Wells, & Swackhamer, 1992), Mekanik Testi (MBT) (Hestenes
& Wells, 1992), Kuvvet ve Hareket Kavram Testi (FMCE) (Thornton & Sokoloff, 1998), Kinematik Grafik
Anlama Testi (TUG-K) (Beichner, 1994), Elektrik ve Manyetizma Olgme Araci (BEMA) (Ding, Chabay,
Sherwood, & Beichner, 2006), Diren¢ Devrelerinin Yorumlanmast ve Tespiti Testi (DIRECT) (Engelhardt &
Beichner, 2004), Isik ve Spektroskopi Kavram Testi (LSCI) (Bardar, Prather, Brecher, & Slater, 2007), Dort
Asamali Geometrik Optik Testi (FTGOT) (Kaltakci Gurel, Eryilmaz, & McDermott, 2017), Mekanik Dalgalar
Kavram Testi (Tongchai, Sharma, Johnston, Arayathanitkul & Soankwan, 2009), U¢ Asamal Is1 ve Sicaklik Testi
(Eryilmaz, 2010), Basit Elektrik Devreleri Tan1 Testi (SECDT) (Pesman & Eryilmaz, 2010), Elektrik Kavram
Testi (Aykutlu & Sen, 2012) gibi baslica kavramsal testler gelistirilip yaygin olarak kullanilmistir. Kaltakci Gurel,
Eryilmaz ve McDermott (2015) fizik egitimi alaninda kullanilan kavramsal ve ¢ok asamali diger kavram yanilgisi
testlerini listelemislerdir. Kavram yanilgilarmin belirlenmesine ek olarak, kavramsal 6grenmeyi saglamak
amaciyla gelistirilen aragtirma-temelli 6gretim materyallerinden bazilari ise su sekilde siralanabilir (Beichner,
2009; McDermott, 2012; Rebello & Zollman, 2005):

= Sorgulama Yoluyla Fizik (Physics by Inquiry) (McDermott, 1996)%: Washington Universitesi tarafindan
gelistirilip uygulanan basit araglarla yaparak 6grenme (hands-on) etkinlikleriyle fen ve fizik 6gretmen
adaylar1 ile fen ve fizik Ggretmenlerine hitap eden sorgulamaya dayali 6grenme temelli bir &gretim
materyalidir.

»  Calistay Fizigi (Workshop Physics) (Laws, 1991): Bu 6gretim materyali dort asamali bir 6grenme serisini
icermektedir. Ogrencilerden ilk olarak bir olay hakkinda tahmin yapmalari istenmektedir. Sonra olayi
gozlemleyip, bu gozlemleri hakkinda yorum yapmalari istenmektedir. Eger tahminleri ile gézlemleri
arasinda bir farklilik mevcut ise bunu agiklamalari istenmektedir. Tkinci asamada, 6grencilerden tahmin ve
gozlemlerine dayanarak teorik olarak tanim ve denklemlerini gelistirmeleri istenmektedir. Ugiincii
asamada, deneyler yaparak teoriye bagli olarak gelistirdikleri tahminlerini dogrulamaya calisirlar. Son
olarak ise, dgrencilerden 6grendiklerini problem ¢oziimlerine uygulamalari istenmektedir.

» Stiidyo Fizigi (Studio Physics) (Wilson, 1994): Ogrencilerin klasik smiflar yerine birbirleriyle etkilesim
halinde olabilecekleri masalarin etrafinda oturdugu stiidyo tarzi dersliklerde gergeklestirilen ve her masada
bulunan bilgisayarlarla teknoloji temelli derslerin gergeklestirildigi arastirma temelli bir 6gretim
progranmudir. Kuzey Carolina Eyalet Universitesi’nde Robert J. Beichner ve grubu tarafindan uygulanan
“Scale-Up” Projesi de stiidyo fiziginin bir uygulamasidir.

» Sokratik Diyalog Laboratuvarlar: (Socratic Dialog Laboratories) (Hake, 1992): Indiana Universitesi’nde
gelistirilen ve tiniversite mekanik giris derslerinde 6grencileri hem zihinsel ve hem de fiziksel olarak aktif
kilan etkilesimli laboratuvar uygulamalaridir.

»  Etkilesimli Ders Gosterileri (Interactive Lecture Demonstrations) (Sokoloff & Thornton, 1997):
Ogrencilerin cesitli etkinliklerle fizikte belli kavramlara dair onbilgilerini ortaya cikarip onlarla
yiizlesmelerini saglamak amaclanmaktadir. Bu etkinlikler bazen bir deney, bazen bir soru, bazen bir
simiilasyon olabilmektedir.

= Fizikte Modelleme (Modeling Physics) (Wells, Hestenes, & Swackhamer, 1995): Arizona Universitesi’nce
hem lise hem de iiniversite fizik derslerinin gelistirilmesi amacrtyla gelistirilen, sorgulama temelli olarak
temel becerileri, matematiksel modellemeyi, orantisal muhakemeyi ve teknoloji yardimiyla veri toplama
ve analizini saglayan bir 6gretim programidir.
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» Akran Ogretimi (Peer Instruction) (Mazur, 1997): Kalabalik siniflarda 6grencilerin zihinsel olarak
ogretime katilmalarimi amaglayan bir yontemdir. Bu yontemde 6gretmen dersi kisa kisa boliimlere (15°er
dakikalik) ayirarak teorik anlatimlarin yan1 sira nitel sorular yoneltip 6zellikle kavram yanilgilarini ortaya
cikarmaya calismaktadir. Bu yaklagimda 6grencilerin akranlari ile etkilesimleriyle kavramsal anlamaya
sahip olmalar1 amaglanir.

» Fizikte Ogreticiler (Tutorials in Physics) (McDermott & Shaffer, 1998): Washington Universitesi
tarafindan fen bilimleri ve miihendislik alanlari i¢in diizenlenmis iiniversite seviyesindeki fizik giris
derslerinde (mekanik; elektrik ve manyetizma; optik ve dalgalar) kullanilan arastirmaya dayali 6gretim
materyalleridir. Ozellikle Ogrencilerde yaygin olarak mevcut olan kavram yanilgilarinin tespiti ve
giderilmesine doniik hazirlanan bu materyaller, standart diiz anlatima sahip fizik derslerine ve bu derslerin
laboratuvar uygulamalarina destek saglamayr amaglamaktadir.

v Gergek Zaman Fizigi ve Mikrobilgisayar Temelli Laboratuvarlar (RealTime Physics and Microcomputer
Based Laboratories-MBL) (Sokoloff, Thornton, & Laws, 1999): Bu materyaller, dgrencilerin gesitli
sensorlere sahip mikrobilgisayarlar yardimiyla kendi hareketlerinin aninda grafigini ¢izmelerini saglamakta
ve ayni zamanda anlik geri doniitlerle hareketleriyle bu harekete ait grafigi eslestirmelerine olanak
saglamay1 amaglamaktadir.

Fizik 6gretiminde bir diger dnemli konu ise bilgilerin organize edilmesidir. Ogrenciler zihinlerinde her zaman
tutarh yapilara sahip olmamakta, bu sahip olduklar1 parcali (fragmented) yapilar1 (phenomenological primitives:
p-prims) kullanarak fiziksel olgular1 agiklamaya calismaktadir (diSessa, 1983). Reif (1995, 1997) fizigin
ogrenilmesinde bilgi organizasyonun énemine isaret etmis ve hiyerarsik bilgi organizasyonunun gerekli oldugunu,
¢linkii tutarsiz ve ayrik bilgilerin fizikte problem ¢oziimiine iyi bir temel saglamadigina dikkat ¢ekmistir.
Ogrencilerin fizigin birgok formiil ve yasalarin ezberlenmesini gerektirdigini diisiinmesine ragmen iyi bir fizikgi
olmak, detaylar1 hatirlamaya ve ¢ikarim yapmaya imkan verecek organize edilmis bilgiye sahip olmay1 gerektirir
(Reif, 1995). Ogrencilerin bilgilerinin karmasik yapisina ragmen arastirmalar bilginin nasil organize edildigi ile
ilgilenmislerdir. Incelenen bilgi yapilari nitel ve nicel olarak arastirilarak dgrencilerin diisiinmelerindeki dinamik
yap1 modellenmeye ¢aligilmistir (Bao & Redish, 2006; Borges & Gilbert, 1999; Chiou & Anderson, 2010; Corpuz
& Rebello, 2011; Didis, Eryilmaz, & Erkog, 2014; Hrepic, Zollman, & Rebello, 2010; Hubber, 2006; Itza-Ortiz,
Rebello, & Zollman, 2004; Ozcan, 2015; Wittmann, Steinberg, & Redish, 1999).

Fizik egitiminde, 6grencilerin 6grenmelerine iliskin biligsel alana ek olarak, duyussal alanda arastirmalarin da
yapilmasi son derece onemlidir. Fizik Ogreticilerinin g6z oniinde bulundurmasi gereken diger bir durum ise
ogrencilerin fizikle ilgili gegmis durumlarindan haberdar olmalar1 ve Ogrencilerin gelecekte fizikten ne
beklediklerini bilmeleri gerektigidir. Ogrencilerin beklentileri hakkinda fikir sahibi olundugunda bu beklentiler
dikkate almmalidir. Ciinkii bu beklentiler 6grencilerin kendi bilgilerini kurarken sececekleri aktiviteleri
etkileyecektir (Redish, Saul, & Steinberg, 1998). Ogrencilerin fizikten beklentilerine ek olarak, fizik 6grenme ile
ilgili motivasyonlari, tutumlari1 ve inaniglari gibi diger muhtemel duyussal degiskenler de fizik egitimcileri
tarafindan incelenmis ve uluslararasi uygulanabilen anketler gelistirmislerdir. Bu anketlerden bazilari sunlardir:
EBAPS-Fiziksel Bilimler icin Epistemolojik inanislarin Olgiimii (White, Elby, Frederiksen, & Schwarz, 1999),
MPEX-Maryland Fizik Beklentileri Anketi (Redish, Saul, & Steinberg, 1998), CLASS- Colorado Bilimle Alakali
Ogrenme Tutumlar1 Anketi) (Colorado Physics Education Research Group, 2004), VASS-Bilimle Alakali
Goriisler Anketi (Halloun & Hestenes, 1998). Ulkemizde de fizik egitiminde bu duyussal ozellikleri &lgiicii
anketlerin birgogu bu uluslararasi anketlerden dogrudan dilimize uyarlanmistir (Aslan & Tasar, 2013; Yerdelen-
Damar, Elby, & Eryilmaz, 2012). Ulkemizde revize edilerek uyarlanan bu anketlerin (Azar, Senler, & Taskin,
2006; Tashdere & Eryillmaz, 2012) orijinallerinden farki fizigin alt alanina 6zgii (mesela elektrik, optik, mekanik
vs.) olmasidir.

Bilgisayar temelli teknolojideki gelisme fizik egitimine de yansimistir. Stern Gerlach Deneyi gibi teknik olarak
karmasik ve pahali deney diizenekleri fizik 6gretici ve program gelistiricilerin bir¢ok fizik kavramini simiilasyon,
animasyon ve ¢oklu ortam (multimedia) sunum olarak gelistirmesine ve dgretimlerinde kullanmalarina imkéan
vermistir. Bu teknolojinin 6grencilerin soyut kavramlari, bilimsel modellerin dogasi ve gercek diinya ile iligkisini
anlamasina etkisinin 6l¢iilmesi zorlu bir istir. Bu sebeple bilgisayar temelli 6gretim araclarmin gelistirilmesinde
bu arastirmalar 6nemli role sahiptir (Heron & Meltzer, 2005).
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Fizik egitimi aragtirma alani olarak bir¢ok farkli disiplinle etkilesimde oldugu i¢in disiplinler arasi bir yapidadir
(Duit, Niedderer, & Schecker, 2007). Sekil 1°de fizik egitiminin dogrudan etkilesimde oldugu temel disiplinler
sematize edilmistir.

Fizik Felsefesi = Fizik Fizik Tarihi

Pedagoji — FiZiK EGITIMI Psikoloji

Diger Disiplinler {Sosyoloji, Antropoloji, Dil bilim, Etik)

Sekil 1. Fizik Egitiminin Dogrudan Etkilesimde Oldugu Disiplinler (Duit vd., 2007)

Sekil 1'de goriildiigii gibi fizik egitimi, fizik, psikoloji, pedagoji vb. gibi bir¢ok disiplin ile iliskili ve etkilesim
halindedir. Fizigin dogasini olusturan fizik tarihi ve fizik felsefesi gibi alanlar fizigin kendini etkiledigi gibi fizigin
nasil dgretilip nasil 6grenilecegini de etkilemektedir. Sosyal bilimlerin alt disiplinleri olan pedagoji ve psikoloji
de fizik egitimini dogrudan etkileyen temel disiplinler arasmdadir. Bu disiplinler matematik, biligsel bilimler ve
egitim bilimleri gibi baska disiplinler ile daha da genisletilebilir. Fizik egitiminin bu disiplinler aras1 yapisi, fizik
egitimi arastirmalarina zenginlik kattig1 gibi, calisma bulgularmin farkli disiplinlerce yorumlanmas: bu alanlar
arasinda etkilesimli bir iliskiye imkan vermistir. Disiplinler aras1 yapinm diger bir faydasi da bulgularm genis
kitlelere yayillmasinda roli olmasidir. Bu sebeple, fizik egitimi ve dgretimi ile ilgili bircok akademik ¢alismanin
bulgular1 gesitli disiplinlere ait dergilerde yer aldig1 gibi cogunlukla fizik, fizik egitimi ve fen egitimi dergilerinde
yayinlanarak bu alanda calisan arastirmacilar ve 6gretmenlerle paylasilmaktadir. Fizik egitimi ile ilgili caligmalari
bulabilecegimiz indekslerce taranan bir¢ok dergi tiim diinyada oldugu gibi iilkemizde de faaliyet gostermekte ve
bu say1 her gegen giin hizla artmaktadir. Fizik egitiminin disiplinler arasi yapisi sebebiyle bu dergiler doga
bilimlerine ait makalelerin yayinlandigi fizik dergileri olabildigi gibi, egitim bilimlerine ait dergiler de
olabilmektedir. Bu dergilerden bazilar1 ise bu disiplinler arasi yapiyr genel olarak yansitan fen egitimi dergileri ile
daha spesifik olarak yansitan fizik egitimi dergileridir. Tablo 1’de bu alanda yayin yapan baslica dergiler - fizik
ve fizik egitimi dergilerinin tamamu ile fen egitimi ve egitim bilimleri dergilerinin ulusal ve uluslararast literatiirde
tanmirligi dikkate alinarak- listelenmis ve bu dergilerin yayin sikliklarmin neler oldugu sunulmustur.

Tablo 1. Fizik Egitimi Alaninda Yayin Yapan Baslica Dergiler

. Yayin Sikhg Ulusal/ ilgili Temel Alan
Dergi Ad: z’;{llda) ¢ Uluslararasi #
EZZZ;?:LFEE\SE\%V-ISDE%)W Topics-Physics Education 2 say1 Uluslararast Fizik Egitimi
The Physics Teacher (TPT) 9 say1 Uluslararasi Fizik Egitimi
Physics Education 6 say1 Uluslararasi Fizik Egitimi
Fizik Egitimi ve Felsefesi 2 say1 Uluslararasi Fizik Egitimi
European Journal of Physics (EJP) 6 say1 Uluslararasi Fizik
American Journal of Physics (AJP) 12 say1 Uluslararasi Fizik
Journal of Research in Science Teaching (JRST) 10 say1 Uluslararasi Fen Egitimi
Science Education 6 say1 Uluslararasi Fen Egitimi
Science & Education 10 say1 Uluslararasi Fen Egitimi
International Journal of Science Education (IJSE) 18 say1 Uluslararasi Fen Egitimi
Research in Science Education (RISE) 6 say1 Uluslararasi Fen Egitimi
International Journal of Science and Mathematics Fen ve Matematik

- 6 say1 Uluslararasi e
Education Egitimi
Eurasia Journal of Mathematics, Science and Technology 6 sa Uluslararasi Fen ve Matematik
Education y Egitimi
Tiirk Fen Egitimi Dergisi (TUFED) 4 say1 Ulusal Fen Egitimi
Hacettepe Egitim Fakiiltesi Dergisi 4 say1 Uluslararasi Egitim Bilimleri
Egitim ve Bilim 4 say1 Uluslararasi Egitim Bilimleri
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Uluslararasi
Uluslararasi

Egitim Arastirmalar Dergisi (EJER) 4 say1
Kuram ve Uygulamada Egitim Bilimleri (KUYEB) 6 say1

Egitim Bilimleri
Egitim Bilimleri

Aragtirma temelli 6gretim yontemlerinin uygulanmasi neticesinde elde edilen akademik ve duyussal basarilar,
bu alanda doktora yapmay tesvik etmeye ve devlet biit¢esinden bu alanda yapilan arastirmalara daha fazla destek
verilmesine neden olmus, boylece ABD'de ileri gelen iiniversitelerde fizik boliimleri altinda agilan fizik egitimi
anabilim dallarmin sayis1 artmistir (Heron & Meltzer, 2005; McDermott, 2012). Ulkemizde ise fizik egitimi
iniversitelerde yerel ve birbirinden bagimsiz olarak ¢alisilmakta olup bu alanlara devlet biit¢esinden tegvikler ile
fizik egitimi alaninda doktora yapan arastirmacilardaki artis ABD ile paralellik gostermektedir. Ulkemizde yapilan
fizik egitimine yonelik lisansiistii tezlerin (Kaltak¢i-Giirel vd., 2017a), hakemli dergilerde yaymlanan makalelerin
(Kaltakg¢1-Giirel vd., 2017b; Onder vd., 2014) ve ulusal kongrelerde sunulan bildirilerin (Kanl vd., 2014) yillara,
aragtirma alanlarina, kullanilan yontem ve analizlere gore incelendigi icerik analizi ¢aligmalar1 bu durumu ortaya
koymaktadir. Fakat her ne kadar devlet destegi ve arastirmaci sayilarindaki artis benzer olsa da diinyada fizik
egitimi belli aragtirma gruplarina odaklanan, farkli disiplinlerden arastirmacilar1 igeren merkezi arastirma
gruplarinda ¢alisilmakta, {ilkemizde ise bu durum egitim fakiiltesinde ilgili boliimlerdeki 6gretim elemanlarinin
igbirlikleri ile etkilegimli olarak yiiriitiilmektedir. Tablo 2, diinya ¢apinda fizik egitimi alaninda 6ncii baglica fizik
egitimi arastirma gruplarini sunmaktadir.

Tablo 2. Baslica Fizik Egitimi Arastirma Gruplari

Grup Adx Universitesi Calistiklar1 Temel Konular Bashca
Arastirmacilar

PEG Washington Universitesi, Sorgulama yoluyla fizik Lillian C. McDermott
ABD Paula Heron

UMDPERG Maryland Universitesi, Zihinsel modeller, Edward F. (Joe)
ABD Epistemoloji, Redish

MPEX

K-SUPER Kansas Eyalet Universitesi, ~ Zihinsel modeller Dean Zollman
ABD

PER@C Colorado Universitesi, Interaktif Fizik Steven Pollock
ABD Simiilasyonlari, Noah Finkelstein

Tleri fizik derslerinin gelistirilmesi,

Valerie Otero

CLASS
Mazur Grubu Harvard Universitesi, ABD  Akran Ogretimi Eric Mazur
ASU-PER Avrizona Eyalet Universitesi, Modelleme, David Hestenes
ABD Fizik 6gretmen egitimi David Meltzer
PERL Maine Universitesi, ABD Aktivite temelli fizik Michael C. Wittman
MacKenzie R. Stetzer
SESAME Kaliforniya Universitesi Epistemoloji Andrea diSessa
Berkeley, ABD
PER Dickinson Universitesi, Calistay Fizigi Priscilla Laws
ABD
PER Minnesota Universitesi, Baglamsal problemler Patricia Heller
ABD Kenneth Heller
(emekli)
CRMSE San Diego Eyalet Fizik ve Giindelik Fred Goldberg
Universitesi, ABD Diisiince
SUPER Sydney Universitesi, Kavramsal fizik 6gretimi ve Manjula Sharma
Avustralya kavramsal testler,
Multimedya
Fen Egitimi Aragtirma Wiezman Fen Enstitiisii, Kavramsal fizik dgretimi, Bet-Sheva Eylon
Birimi Israil Ogretmen egitimi

URDF (Fizik Egitimi
Arasgtirma Birimi)
CLDF (Fizik Egitimi
Arastirma Laboratuvart)

Udine Universitesi, ftalya

Fizik 6gretmen egitimi,
Zihinsel modeller

Marisa Michelini
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The Division of Physics Uppsala Universitesi, Isve¢  Yiiksekogretim, Cedric Linder
Education Bilimsel okuryazarlik

Physics Teacher Helsinki Universitesi, Fizik 6gretmeni egitimi Ismo Koponen
Education Finlandiya

Tablo 2'de fizik egitimi alanma y6n verici bazi fizik egitimi arastirma gruplar 6zetlenmistir. Bu arastirma
gruplar1 gogunlukla ABD merkezli olsa da ABD disinda da bu gruplarin yakin zamanda artacagi 6ngdriilmektedir.
Bu artista siiphesiz ki bu arastirma gruplari ile uluslararasi ortakliklarin etkin yeri olacaktir. Ulkemiz icin ele alacak
olursak, fizik egitimi alaninda yurt disinda doktora yapan arastirmacilar iilkemize geri dénmekte ve iiniversitelerde
akademik pozisyon sahibi olmaktadir. Ayrica, doktora siiresince devlet destegi ile yurt diginda bu arastirma
gruplarinda aragtirma yapma, sosyal ve akademik deneyim edinmis arastirmacilar da fizik egitimi arastirmalarmin
artmasimi ve uluslararasi arastrma gruplari ile daha kapsamli ve karsilastirmali arastirmalar yapilmasini
saglayacaktir. Ulusal ve uluslararasi igbirliginde diger bir 6nemli nokta da alana 6zgii arastirmalarin sunulmasi ile
bir birgok arastirmaciyr bir araya getiren konferanslardir. Fizik egitimi alaninda giiniimiizde birgok ulusal ve
uluslararasi kongre ve konferans diizenlenerek, bu alanda calisan arastirmacilarin bilgi aligverisinde bulunmalart
saglanmaktadir. Bu alandaki diizenlenen etkinlikler de tipki fizik egitimi arastirmalar1 gibi dogrudan fizik ve fizik
egitimi etkinlikleri veya fen alaninin bir alt disiplini olarak fizik egitimi etkinlikleri olmak iizere iki grupta
toplanabilmektedir. Tablo 3’te bu alanda yapilan baslica kongre ve konferanslar diizenlenme sikliklari ile birlikte

listelenmistir.

Tablo 3. Fizik Egitimi Alaninda Yapilan Baglica Ulusal ve Uluslararast Etkinlikler

Etkinligin Adi Diizenlenme Sikhig Ulusal/Uluslararas1  Tlgili Temel Alan
Physics Education Research Conference (PERC) Yilda bir Uluslararast Fizik Egitimi
American Association of Physics Teachers Yilda iki Uluslararasi Fizik Egitimi
(AAPT)

International Conference on Physics Education Yilda bir ya da iki Uluslararasi Fizik Egitimi
(ICPE) yilda bir

The International Research Group on Physics Yilda bir Uluslararasi Fizik Egitimi
Teaching (GIREP)

Multimedia in Physics Teaching and Learning Yilda bir Uluslararasi Fizik Egitimi
(MPTL)

Physics Teacher Education Coalition Conference Yilda bir Uluslararasi Fizik Egitimi
(PTEC)

Physics Teaching in Engineering Education Iki ya da ii¢ y1lda bir Uluslararasi Fizik Egitimi
Conference (PTEE)

Gordon Research Conferences (GRC) Yilda bir Uluslararasi Fizik Egitimi
Ulusal Fizik Egitimi Kongresi (UFEK) iki yilda bir Ulusal Fizik Egitimi
Tiirk Fizik Dernegi Uluslararast Fizik Kongresi Yilda bir Uluslararasi Fizik
(TFD)

American Physical Society Meeting (APS) Yilda birden fazla Uluslararasi Fizik
International Physics Conference of the Balkan Ucg yilda bir Uluslararasi Fizik
Physical Union (BPU)

National Association for Research in Science Yilda bir Uluslararasi Fen Egitimi
Teaching (NARST)

European Science Education Research Iki yilda bir Uluslararast Fen Egitimi
Association (ESERA)

The International Organization for Science and Yilda bir Uluslararast Fen Egitimi
Technology Education Symposium (IOSTE)

International Society of Educational Research Yilda bir Uluslararast Fen ve Matematik
(ISER) Egitimi
Frontiers in Mathematics and Science Education Bes yilda bir Uluslararasi Fen ve Matematik
Research Conference (FISER) Egitimi
Ulusal Fen Bilimleri ve Matematik Egitimi iki yilda bir Ulusal Fen ve Matematik
Kongresi (UFBMEK) Egitimi
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Bu baglica kongre ve konferanslar disinda hem ulusal hem de uluslararasi birgok egitim bilimleri kongre ve
konferansinda da fizik egitimine ait calismalarm tartisildig1 bilinmektedir. Ozellikle son yillarda iilkemizde egitim
alaninda genis kapsamli gergeklestirilen ulusal ve uluslararasi bilimsel etkinlikler kadar yalnizca fen ve fizik
egitimi odakli bilimsel etkinliklerin sayis1 ve fizik egitimi alaninda g¢alisan bilim insanlarinin bu etkinliklere
katilimlarinda artis oldugu séylenebilir.

Fizik Egitimi Arastirmalarina Elestiriler

Giiniimiizde fizik egitimi arastirmalar1, kimya ve biyoloji gibi diger disiplinlerden farkli olarak hem fizik
béliimlerinde hem de egitim fakiiltelerinde etkin olarak galisiimaktadir. Ozellikle ABD’de uzun siiren ¢abalarm
neticesinde resmi olarak fizik boliimlerinde bir alt caligma alani olarak kabul gérmiistiir. Bu sebeple, fizik 6grenme
ve Ogretme aragtirmalarinda fizik boliimlerinin 6nemi biiyiiktiir (Heron & Meltzer, 2005). Her ne kadar Lillian
McDermott gibi alanin bazi 6nde gelen isimleri ayn1 fikirde olmasa da, Joe Redish ve Fred Reif gibi isimlerce
giiniimiizde 6zellikle ABD’de fizik boliimlerince fizik egitimi alaninda yapilan ¢alismalarm en biiyiik eksikliginin
teorik altyapilarinin yeterince tartisilmiyor olmasi olarak goriilmektedir (Cummings, 2011; Redish, 1994).
Ozellikle 1970’lerden giiniimiize kadar siiregelen 6nbilgi ve kavram yamilgilar1 ile ilgili gesitli fizik konularmda
yapilan caligmalar bir tarafa birakilacak olunursa, fizik boliimlerinde fizik egitimi ile ilgilenen gruplarca uzun
yillar yapilan ¢alismalarin teorik ¢ergeveleri siirli (Redish, 1994), buna ragmen fen egitimi altinda yapilan fizik
egitimi arastirmalari derin ve koklii teorik gercevelere dayandirilmaktadir. Ozellikle arastirmalarin sonuglarmin
sunumunda ileri istatistik ve arastirma teknikleri uygulanarak, calismalarin sonuglarinin genellenebilirligi ve
tekrarlanabilirligi artirilmistir. Ancak su da bir gergektir ki, igerisinde tartisilan fizik, gelistirilen 6gretim
yontemleri ve materyalleri, uygulama alanlar1 bakimmdan fizik boéliimlerince yapilan calismalar fen egitimi
alaninda caligan fizik egitimi arastirmacilarina ¢ok biiyiik katkilar saglamis ve saglamaya devam etmektedir.

Ulkemizde fizik egitimi galigmalarinim vyiiriitiilmesi ABD’de gogunlukla goriilenden farklidir. Ulkemizde fizik
egitimi, ABD’de kismen ve Avrupa’da ¢ogunlukla oldugu gibi egitim fakiiltelerinde ¢alisilmaktadir. Bu durum
aragtirmalarda ve bunlarin sonuglarinin hayata gegirilmesinde bir takim farkliliklara sebep olmaktadir. Fizik
egitimi alanindaki caligmalarin bir kisminda fizik bolimleri ile isbirligi yapilmakta ve lisans dgrencilerinin st
diizey fizik konularindaki 6grenmeleri incelenmektedir. Bu durumda bulgular her ne kadar literatiire dogrudan
katki saglasa da, yeni bilgi ve bulgularin pratikte uygulanmasi sinirli olabilmektedir. Yani, ABD'deki ve benzeri
diger arastirma gruplarinda fizik boliimlerinde yiiriitiilen fizik egitimi arastirma bulgular1 hizlica tiniversite fizik
ogretimine yansitilip dersler iyilestirilirken, tilkemizde bu ¢ok sinirhdir. Egitim fakdltelerinde yiiriitiilen fizik
egitimi arastirma bulgular1 daha ¢ok ortadgretim fizik egitimi ve fizik 6gretmen egitimi programi ders igeriklerine
yansitilarak pratikte uygulamaya daha yerel anlamda katki saglayabilmektedir. Bunlar hem 6gretmen adaymim
alan bilgisi (kavramsal fizik bilgisi) hem de pedagojik alan bilgisinin (bu kavramsal fizik bilgisinin fizik
ogretiminde kullanilmasi) iyilestirilmesi seklinde olabilmektedir. Fizik egitimi arastirmalarinin 6neminin artmasi
ve yayginlagsmasiyla fizik boliimleri ile egitim fakiiltelerinin giiglerini birlestirerek yapacaklari ortak ¢alismalarin
artacagl ongoriilmektedir. Bunun en giizel orneklerden biri olarak iilkemizde ilkogretim fen bilimleri ile
ortadgretim fizik O6gretim programlarinin gelistirilmesi siirecinde yapilan akademik paylagimlar verilebilir.
Ogretim programlarinin hazirlanmas siirecinde diger uzmanlik alanlari (Kimya, matematik, psikoloji vb.) yaninda
hem fizik hem de egitim fakiiltesi kokenli arastirmacilar bir araya gelerek teorik altyapisi saglam oldugu kadar
kavramsal agidan da sikintilari en aza indirilmis bir 6gretim programi ortaya ¢ikarmislardir.

Bir diger elestiri tilkemizde fizik egitimi arastirma gruplarmin fazla yaygin olmayisi ve bu sebeple bu alanda
yapilan ¢alismalarin daha ¢ok bireysel nitelikte olusudur. Ulkemizde 13 egitim fakiiltesi altinda ortadgretim fizik
ogretmenligi bolimii bulunmakta ve bu bolimlerde doktora programlart yer almaktadir. Ayrica bir¢ok
iniversitede fen egitimi altinda da fizik egitimi ¢alisan akademisyenler, yiiksek lisans ve doktora ogrencileri
bulunmaktadir. Buna karsin, fizik egitimindeki arastirmalarin kiiciik biitceli, birbirinden bagimsiz ve
aragtirmacilarin bireysel caligmalarinin iiriinii oldugu goriilmektedir. Yurt icinde ve yurt diginda doktora
calismalarmi tamamlayan fizik egitimcilerin artmasi ile iilkemizde de aktif aragtirma yapan fizik egitimi
gruplarinin olugmasi beklenmektedir.

Sonug: Fizik Egitimi Arastirmalarinda Doniisiim

1970’1erde baglayan fizik egitimi arastirmalar1 ilk baslarda 6grencilerin temel fizik derslerinde (mekanik ve
elektrik gibi) gecen kavramlar1 kullanma becerisine odaklanmis ve bu calismalar fizik Ogretiminin
gelistirilmesinde paha bi¢ilmez rol oynamistir. Giinlimiizde ise bu ¢aligmalar kinematik, temel elektromanyetizma
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ve modern fizik konularinin da dahil edilmesiyle genisletilmistir (Heron & Meltzer, 2005). Son olarak giintimiizde
yapilan arastirmalar termodinamik, optik, rolativite, kuantum fizigi gibi iist diizey fizik konularinin 6grenciler
tarafindan nasil 6grenildigine odaklanmaktadir. Ulkemizde ise son 25 yildir ivmelenen fizik egitimi arastirmalari
fizik boliimleri ve fizik egitimi boliimlerinin arasindaki iletisim eksikliginden o&tiirii biiylik oranda temel fizik
kavramlarinin tartisilmasi seviyesindedir. Mevcut ¢aligmalar daha gok ilkdgretim, ortaggretim ve 6gretmen egitimi
(aday ve hizmette) seviyelerinde yer almaktadir. Oysaki fizik egitimi alanindaki ¢aligsmalarin kapsami artirilarak
temel egitimden, iniversiteye (temel bilimler ve miihendislik alanlar1 gibi), hatta yetiskin egitimine
(akademisyenler, veliler gibi) kadar uzandirilmahdir. Boylelikle fen okur-yazari bir toplum olusumu konusunda
belirlenen temel hedefler yerine getirilmis olur.

Ulusal ve uluslararasi ¢apta fizik egitimi (Kaltak¢i-Giirel vd., 2017a; Kaltakgi-Giirel vd., 2017b; Kanli vd.,
2014; Onder vd., 2013) ve fen egitimi (Chang, Chang, & Tsang, 2010; Lee, Wu, & Tsai, 2009; Tsai & Wen, 2005;
Tzu-Chiang vd., 2014) alanlarinda yapilan igerik analizi ¢alismalar1 alandaki bosluklar1 ve eksiklikleri gostererek
literatiire 6nemli katkilar saglar. Onder ve arkadaslar1 (2013) yaptiklar igerik analizi ¢alismasinda 2004 ve 2011
yillart arasinda Tirk Fen Egitimi Dergisi'nde (TUSED) yaymlanan 46 fizik egitimi makalesini inceleyerek
‘Ogrenme yaklagimlar1’ ve ‘Kavram yanilgilari/dgrenme zorluklar1’ en fazla calismanin oldugu temalar oldugunu,
Kanli ve arkadaglar1 (2014) da 1994-2012 willar1 arasmmda Ulusal Fen Bilimleri ve Matematik Egitimi
Kongrelerinde (UFBMEK) sunulup tam metini basilan 282 fizik egitimi ¢alismasini inceleyerek ‘Fizigin dogast’,
‘Epistemoloji ve Bilimsel okuryazarlik’, ‘Modelleme’ ve ‘Ozel egitim’ en az ¢alisilan temalar olarak ifade
etmiglerdir. Fen egitimi alaninda yapilan uluslararasi igerik analizlerinde (Chang et al., 2010; Lee vd., 2009; Tzu-
Chiang vd., 2014) ise one ¢tkan temalar ‘Kavramsal degisim’ ve ‘Kavram yanilgilar1’ olarak bulunurken, en az
caligilan alanlar ise ‘Informal 8grenme’ ve ‘Egitim teknolojileri’ olarak ifade edilmistir. Fizik egitimi alaninda
basvurulan arastirma yontem ve stratejileri, 6gretim yontemleri, gesitli dlgme araclar1 gelistirme veya uyarlamaya
yonelik caligmalarin sayisi ve cesitliligi her gegen giin artmaktadir. Bu sevindirici bir gelisme olmakla birlikte,
fizik egitimi alaninda bugiine kadar calisilan baslica fizik konularinin yani sira halen daha fazla arastirmayi
gerektiren alt aragtirma konulari su sekilde ozetlenebilir: onbilgilerin ve kavram yanilgilarinin tespiti, bilgi
organizasyonu ve zihinsel modeller, kavramsal degisim, fizik dgretiminde program gelistirme c¢alismalari, fizik
ogretmen egitimi ve fizik 6gretmeni yeterlilikleri, fizik tarihi ve dogasi, fizik 6gretiminde teknolojinin yeri,
laboratuvar etkinlikleri ve sorgulamaya dayali 6grenme, problem ¢dzme ve probleme dayali 6grenme, baglam
temelli fizik ogretimi, fizik 6grenmeyi etkileyen duyussal faktorler (motivasyon, tutum gibi), 6zel egitime
gereksinim duyan bireyler i¢in fizik egitimi.

Diinyanin cesitli {iniversite veya merkezlerinde bulunan fizik egitimi arastirma gruplari belirli bir alanda
uzmanlagsma ve takim caligmasi neticesinde gesitli basarilara imza atip biiyilk ¢apta ve biitcede projeler
gerceklestirirken, tilkemizde de benzer girisimlerin olmasi gerektigi diisiiniilmektedir.

Sonug olarak, fizik egitimi arastirmalart ilk ortaya ¢ikisindan giiniimiize kadar biiyiik ilerleme gostermis, kendi
basina bir arastirma alani olarak literatiirde yerini almistir. Biz fizik egitimcileri olarak tiim bu bahsedilenler
1s181nda alanin gelismesinde caba gostermeliyiz. Bu ¢aligmanin "Fizik egitimi nedir, ne degildir?" sorularina cevap
niteliginde olmasiyla bu alana yeni giren aragtirmacilara 1s1k tutacagma ve yol gosterecegine inanmaktayiz.
Diinyada ve iilkemizde fizik egitimi alaninda 6nemli ¢aligmalar1 kritik eden bu calisma fizik egitimi alani
arastirmacilarinin ve bu alanda ¢alismaya yeni baslayan yiiksek lisans ve doktora &grencilerinin basvurabilecegi
Tiirk¢e kaynak olma 6zelligini tasimaktadir.

Tesekkiir ve Bilgilendirme

! Birinci yazarin Washington Universitesi, Fizik Egitimi Grubu (PEG), Prof. Dr. Lillian C. McDermott
danismanliginda deneyimi.

2 fkinci yazarin Maryland Universitesi, Fizik Egitimi Arastirma Grubu (UMDPERG), Prof. Dr. Edward F. (Joe)
Redish danismanliginda ve Harvard Universitesi, Fizik/Egitim Arastirma Grubu (Mazur Grubu), Prof. Dr. Eric
Mazur danismanliginda deneyimi.

311k olarak 1977 yilinda kullanilmaya baslanilmistir ancak resmi olarak kitap 1996 yilinda basilmistir (McDermott,
2012).
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Introduction

Educational institutions are expected to educate learners up to a certain standard in our contemporary world,
or more precisely, to prepare them for the future regarding knowledge, skills and behaviour, and to graduate
them as life-long learners. Rather than a one-way transfer of information from educators to learners, it is
expected in educational environments that opportunities will be created for learners to synthesise and transfer
such information to different situations (Turan and Goktas, 2015). Various technological tools/applications
(simulation, educational software, learning management system) and educational methods (problem-based
learning, task-based learning, anchored learning, etc.) are employed to create effective, productive and attractive
environments for learning. Flipped Classroom (FC) model has gained popularity in recent years since being
introduced to the literature in the 2000s (Baker, 2000; Lage et al., 2000) and has been used at almost every level
of education (Belfi et al., 2015; Karaoglan-Yilmaz, 2017).

According to Mazur, who is the one of opinion leaders of the FC model, learning comprise of the knowledge
transfer and the assimilation of knowledge (Mazur, 1996). While the knowledge transfer in traditional
classrooms usually takes place in the classroom often through a lecture, the assimilation of the information leads
individuals to read individually after the course in order to complete tasks. Mazur argues that educators'
expertise should be within the scope of assimilating knowledge when it is most needed to be used (Lambert,
2012). At this stage, it is reported that social interaction and cooperative activities are the basic concepts to be
emphasized (Sezer, 2017). This type of educational process may help achieve higher learning learning outcomes
in Bloom’s taxonomy (Analyze, Evaluate, Create) .

While variations exist in the implementation of the FC model, in a general context, it can be summarized as
the individual/independent learning of basic concepts via educational media (mostly videos) given as
preparatory/reading materials at a pace that is suited to the individual, and learner-oriented interactive learning in
the classroom environment (Karaoglan-Yilmaz, Oztiirk and Y1lmaz, 2017; Oztiirk et al., 2015; Sezer and Abay,
2018). The FC model is implemented in four stages: (1) Preparing the course materials that contain the basic
knowledge required to prepare learners for the in-class activities, (2) Sharing these materials with learners before
class, (3) Implementing ways to ensure that learners get prepared for the class before coming to the classroom,
and (4) Running interactive courses with a high content of practice and discussion in the classroom. In addition
to these steps, Kim et al. (2014) proposed nine principles of design for an effective FC approach as follows:

(1) Creating opportunities for learners to interact with the prepared materials before the class,
(2) Providing an incentive for learners to prepare them before class activities,

(3) Choosing a method for assessing learners’ learning status,

(4) Establishing connections between pre-class and in-class content/activities.

(5) Providing well-structured and well-defined counselling to learners,

(6) Providing sufficient time for learners to work on the content handed out before the class,
(7) Taking a facilitator role to create a climate and community conducive for effective learning,
(8) Providing instant feedback to learners as part of the process,

(9) Employing easily accessible and readily available technologies.

From a medical perspective, moving away from the traditional teaching methods, we have witnessed
growing popularity for the learning methods that stimulate high order thinking skills among learners and where
learners are active (Chen et al., 2017; Makhoul et al., 2018; Mehta et al, 2013). From an academic interest
perspective, the FC model has become a focus in the studies published on Pubmed, rising from just three in 2012
to 13 in 2013, 25 in 2014, 51 in 2015, 66 in 2016 and 85 in 2017. Regarding these numbers, it is apparent that
the interest in the FC model is on the increase. Courses/course titles in these studies have a wide range of variety
(emergency medicine, biostatistics, anatomy, surgery, biochemistry, neurophysiology, etc.). The educational
activities mentioned in those studies had positive impact on learner motivation (Belfi et al., 2015, Heitz et al.,
2015), academic success (Boysen-Osborn et al., 2016, Gillispie, 2016; O’Connor et al., 2016, Tune, Sturek &
Basile, 2013), and behaviour (Belfi et al., 2015; Evans et al., 2016; Lew, 2016).
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Chen et al. (2017), analysing a systematic compilation of 82 studies entitled ‘Efficacy of the Flipped
Classroom Model in Medical Education’, suggested that the FC model provided significant benefits like learner
motivation, learning (knowledge and skills), and taking responsibility for learning. When analysed holistically,
however, another shortfall that has not been addressed sufficiently in these studies is the obtaining of the
opinions of educators about the model, determining their level of willingness to adopt such a method, and, more
importantly, discussing the applicability of the method, especially within the framework of activities related to
Continuing Professional Development (CPD). In a rare study to fill this gap in the literature, Lew (2016)
conducted a research with 46 fourth-year emergency medicine interns and got feedback from the students and
educators who participated in the process. Both the students and the educators were very satisfied with the
method stating a preference for the FC model over the traditional teaching method, and a significant learning had
been achieved. Furthermore, the educators declared an intention to carry on employing this model in their future
activities. The majority of studies in the literature showed that the FC model was mostly utilized in
undergraduate medical studies, while there was only one study (Sockalingam et al., 2016) in which the FC
model was utilized in a trainer education. The workload and the lack of time of educators are considered to be an
obstacle within the framework of the CPD’s activities (Sezer, Onan and Elgin, 2016). The use of FC model may
lead to a more efficient and productive use of the time allocated for face-to-face training, especially the sharing
of basic information with educators beforehand. Furthermore, the involvement of educators as participants in the
training given as part of this model, and then examining their opinions, can be considered important in revealing
points that should be addressed with regards to the adoption of this model in their own courses in the future, in
the light of the focus of educators. It is important to review the opinions, and share the experiences of educators
regarding this model to reveal any points that may require special attention while implementing this model. The
aim of our study was to use the FC model in a train—the-trainers course for simulation, and learn the opinions of
the participating educators.

Method
Research Design

We conducted a descriptive study through a survey model, and all activities carried out at this stage
considered as a situation analysis (Karasar, 2004).

Population and Sample/Study Group/Participants

We worked with a group of 15 educators registered as trainees in the Train-the-Simulation Educator Course
delivered by the Department of Medical Education and Informatics at Hacettepe University Faculty of Medicine.
The participants work as academic members in various departments of the School of Health of Amasya
University.

Data Collection Tools and Analysis

Feedback Form was designed by the researchers and used as the data collecting tool in this study. In order to
assess the validity and reliability of Feedback Form, three experts were asked to provide their opinions, and the
form was finalised after making the necessary changes. The form included technical questions, such as which
technological tools are used by participants through which they can access the electronic materials prepared as
part of the training, and what difficulties do they face in this process, if any. The form also includes questions
relating to the effects of the method on learning, and asks the respondents to name any positive/negative aspects
of the method that should be noted/improved. Data were collected one week after the training sessions were
completed, and the study data were analysed by the researchers using a descriptive analysis method and present
as tables.

Implementation Process

This study covers the one-week course (5 days — 40 hours) with a focus on the subjects, such as “models in
skills training, tutoring, coaching, testing environments in skills assessment, debriefing, simulation modalities,
standardized patient methodology, and constructive feedback”. The subsequent evaluation of the FC model used
during the course was delivered one week after the training was completed.

At the preparation stage of the course, the educational goals and the content were defined by four
academicians working in the field of medical education, and then the course materials were prepared, and
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transferred to an electronic format via Camtasia software. The course videos were designed to be shorter than 10
minutes. The course materials were shared on a pre-set website three days before the course, and the participants
were informed via e-mail. At the beginning of the face-to-face stage of the course, the goals of the course were
shared, and a discussion was held for the unclear parts about the course. We used various activities (discussions,
case studies, videos) in the sessions of the course, informed the participants about the content and the expected
preparation for following session, and received feedback. At the end of the course, we organized a face-to-face
session for the evaluation of the course, and received feedback.

Results
The Use of the Prepared Material

Our study was based on the statements of the participants although it was possible to determine whether the
participants followed the course materials before the face-to-face class activities through various tools and
applications (Learning Management Systems, Edpuzzle, etc.) and keeping logs. It was determined that all the
participants followed the prepared training materials before the course. Figure 1 shows the means through which
participants accessed the training materials.

10 +7
’ B Smart Phone

B Laptop Computer

Desktop Computer

2 +°
0

Figurel. Accessing Materials

The majority of participants (n:12; 80%) accessed the course materials via their smartphones, which can be
considered a natural outcome of the recent situation of mobile learning as the most frequently preferred source of
information. When the participants were asked if they had any problems in accessing course materials, the
majority of participants (n:12; 80%) were able to access the materials without any trouble. In the first stage only
the video material and shared with participants, then these files converted to pdf files in the direction of the
participants' needs. One of the participants stated that they could not access “pdf” files because they had not
downloaded the relevant application to their smartphone. Another participant said that they had a problem with
mobile data quota because the video files were very large. By providing additional information and support such
as suggested programs, preparing videos with different dimension/size at the beginning of the course, which
programs are suggested for use, video dimensions are presented in different resolutions will ensure that these
problems may not encountered.

Participants’ Opinions about the Impact of the FC Model on Learning
Figure 2 presents the data collected from participants about the statement “The FC model has contributed to

my learning”.
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Figure 2. Opinions about the Impact of the Flipped Classroom Model on Learning

The majority of participants agreed that training enriched with the FC model contributed significantly to their
learning. Participants expressed that they achieved better as they had come to the course with a particular pre-
information as a result of this model. Some of the participants’ opinions are given below:

P1: “I was very satisfied with the course. It was very useful to attend the course after watching the videos. |
established meaningful learning.”

P3: “Both the content prepared before the class and the delivery of sessions in the classroom were excellent.
I learned a lot.”

P8: “It was a good practice. Coming to the class with prior knowledge was useful for my learning experience
| feel myself more competency. ”

Participants’ Opinions about the Consequent Use of FC Model

Table 1 presents the data gathered from participants in response to the question, “What are the
positive/negative/to-be-improved aspects of the course enriched/supported with the FC model?”

Table 1. Participants’ Opinions on the Overall Model

Themes Codes f
Preparation before class 9
o Independent study 5
Positive o o
Reviewing possibility 4
Easy access 2
Participants’ Video structure 5
Opinions Negative Lack of interaction 2
) Interactive video 4
Needs improvement ) ) )
Sharing materials earlier
Intention for future Positive 14
use Negative 1
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The majority of participants described the points associated directly with the FC model (such as preparation
before class, individual learning possibility) as positive aspects of the training. The participants noted that
coming to class with prior knowledge acquired through watching or re-watching the videos according to their
own studying pace and capacities is a strong aspect of this model. They pointed out that this situation provided
them with meaningful learning and they felt more competent. As a negative aspect of the model, they described
the need for more user-friendly videos (interactive, reinforced by various additional materials). The participants
provided feedback about receiving the videos at a date longer than three-day period. Results showed that the
majority of participants (n:14) intended to use this model in their own educational activities.

Discussion and Conclusion

Our study, conducted within the scope of training simulation educators, has two extremely important results:
Participants stated that they achieved a meaningful learning, and they were planning to use this model in their
future educational activities. We believe that such a positive situation happened because of the absence of some
of the basic problems such as technical problems (Goldberg, 2014), long videos (Rotellar and Cain, 2016),
attending class without watching the videos (Koo et al., 2016), bias of participants (Kim et al., 2014),
inappropriate supporting materials (Enfield, 2013) of the FC model frequently described in the literature and the
successful conduct of face-to-face discussions, presentations, and practices in the classroom. It is seen that in
literature the course slides are usually made into video and shared with the participants before the course.
Interactive debates are being held during the course (Farmer, 2018). Besides, it is reported that additional reading
materials are necessary for meaningful learning (Dorussen et al., 2015). The most important factor of such a
positive result was particularly the attendance of all participants after watching/following the videos and course
materials (Bristol, 2014; Degrazia et al., 2012; Veeramani et al., 2015). It is apparent in literature that attending
class without prior preparation leads to a range of problems in the application of the model, and that to resolve
these problems, log-keeping via various technological tools is suggested as a way of checking the activities of
the learners and converting logs into grades. However, we did not encounter such a problem in our study.
Undoubtedly, we believe that the learners in adult education are aware of their roles and responsibilities in their
individual learning, and their internal motivation drives this positive situation. The participants reported that they
had participated in face-to-face courses, and had especially watched/read the prepared materials again and again,
carrying out extra readings when necessary, noting that this had a fundamental effect on the development of
significant learning. This was reported to be one of the leading contributions of the FC model (Milman, 2012;
See and Conry, 2014). At this juncture, educators should help participants with extra readings, providing them
with materials to be used for extra readings or making use of the database. Besides, it was reported that the
participants may improve their own learning processes and critical thinking skills in cooperation with peer
support (Otero-Saborido et al., 2018). In this context, it may be useful to facilitate the social interaction of
participants using learning management systems.

Other results indicated that the participants followed the course materials via mobile learning methods
without experiencing any technical problems. As reported in the literature (Gaughan, 2014; Rotellar and Cain,
2016), the videos were no longer than 10 minutes. Only one participant claimed that she had a mobile data quota
problem as the video file sizes are too large. This is the point that should be considered in the future; it may be
useful to offer alternative document sizes through the use of video size-reducing software while somehow
sacrificing the high-quality solutions. Another participant reported that s/he could not access the course materials
prepared in the PDF format using his/her smartphone, since s/he did not have the appropriate software installed.
To resolve such problems, a list of necessary applications may be shared prior to the implementation of the FC
model, and a supportive document may be prepared in this regard. Furthermore, delivering the materials as early
as possible could be a facilitating element, particularly for the education of working adults. At this point,
educators should be provided with any materials that will facilitate their use of the FC model, especially in their
own courses. As in the examples abroad (Yale, Stanford etc.), video libraries or video production centres will be
facilitating elements in this regard. Given, in particular, the intensive work hours of educators, it may be difficult
for them to prepare quality instructional materials, and in this regard, educators should be supported
institutionally by other departments (technology office, centre of educational technology etc.). It would also be
fair to say that all materials should be developed to be compatible with mobile devices, given the advantage of
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being able to access the course materials through mobile devices revealed in the present research. However, if
this support is not available, it may be useful for educators to utilize various reading sources (Multimedia
Learning - Mayer, (2009), etc.) in order to create effective multimedia contents for own courses.

The participants also emphasized some negative aspects: Camtasia-made videos were not interactive, and the
voice intonation of presenters stayed at the same level in all videos. We recommend that those aspects should be
considered in future studies, and that an interactive element (questions could be added to any desired point in
videos and feedback could be demanded) should be added to videos through free applications similar to
Edpuzzle (www.edpuzzle.com). Therefore, how many times the materials prepared have been watched and
which aspects should be updated can be identified and revised accordingly. In other researches pretests can be
applied before the course and in-class activities can be realized in this direction. Besides, in-class activities can
be carried out bygetting their questions before course. The main purpose is to collect information on participants'
pre-learning and make changes to the course plan predetermined by the trainer. This approach is called just-in-
time (Novak, 2011). Additionally, a learning management system may be used and administered as a
preliminary/final test to assess academic success, and results/evidence could be obtained to gather information
from the learners on how they achieved meaningful learning. The effect of the modular interactive videos
prepared can be studied. Moreover, participants may be provided with additional useful documents (information
on the access/use of various technological tools, etc.) prior to application, and the effect of this situation on the
attitude towards the FC model can be studied.
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Simiilasyon Egitici Egitiminde Ters Yiiz Stmf Modeli Uygulamasina iliskin
Katilimer Egiticilerin Goriisleri

Giris

Egitim kurumlarindan beklenenler giiniimiiz ¢agina uygun bi¢cimde 6grenenleri yetistirmek, diger bir deyisle
onlar1 gelecege bilgi, beceri ve tutum yoniinden hazirlamak ve onlar1 hayat boyu 6grenen olarak mezun etmektir.
Egitim ortamlarinda bilginin tek yonlii olarak egiticiden &grenenlere aktarilmasindan ziyade, dgrenenlerin bu
bilgiyi sentezleyebilmeleri ve farkli durumlara transfer edebilmelerine firsatlar yaratilmasi beklenmektedir
(Turan ve Goktas, 2015). Bu amaca ydnelik cesitli teknolojik arag/uygulamalar (simiilasyon, egitsel yazilimlar,
O0grenme yonetim sistemleri vb.), egitsel yontemler (probleme dayali 6gretim, goreve dayali 6gretim, baglagik
Ogretim, isbirlikli Ogretim vb.) ise kosularak etkili, verimli ve ¢ekici Ogrenme ortamlart yaratilmaya
calisilmaktadir. Bu yontemlerden biri olan ters yiiz sinif (TYS) (flipped classroom) modeli her ne kadar
alanyazinda 2000°1i yillardan (Baker, 2000; Lage ve digerleri, 2000) itibaren yerini almigsa da son birkag¢ yildir
popiilerlesmis ve hemen hemen egitimin her diizeyinde (ilkdgretim, ortadgretim, yiiksekdgretim, mezuniyet
sonrast) uygulama imkani bulmustur (Belfi ve digerleri, 2015; Karaoglan-Yilmaz, 2017).

TYS modelinin fikir 6nderlerinden biri olan Eric Mazur’a gore ogrenme, bilgi transferi ve bilginin
oziimsenmesinden olugmaktadir (Mazur, 1996). Geleneksel siniflarda bilginin transferi sinif igerisinde genellikle
diiz anlatim yontemi ile gergeklesirken, bilginin 6ziimsenmesi bireylerin simif diginda bireysel olarak okumalar
yapmalar1, gorevleri tamamlamalar1 vb. etkinliklerden olusmaktadir. Oysa Mazur, egiticilerin uzmanligindan en
fazla yararlanilmasi gereken zamanin bilginin Oziimsenmesi kapsaminda olmasi gerekti§ini savunmaktadir
(Lambert, 2012). Bu asamada sosyal etkilesim ve igbirlikli etkinliklerin {izerinde durulmasi gereken temel
kavramlar oldugu bildirilmistir (Sezer, 2017). Bu bicimde gerceklestirilen bir egitim yapilanmasi, Bloom
taksonomisinde yer alan ist diizey 6grenme kazanimlarinin (Analiz Etme, Degerlendirme, Yaratma) elde
edilmesine yardimci olabilir (Kara, 2015).

TYS modelinin uygulanmasinda farkliliklar gériilse de genel olarak &n hazirlik/okuma olarak verilen egitsel
dokumanlar (genellikle video) yoluyla temel kavramlarin bireysel/bagimsiz olarak &grenenler tarafindan kendi
hizlarinda O6grenilmesi, sinif zamaninda ise etkilesimli, Ogrenen merkezli Ggrenme etkinliklerinin
gerceklestirilmesi olarak 6zetlenebilir (Karaoglan-Yilmaz, Oztiirk ve Yilmaz, 2017; Oztiirk ve digerleri, 2015;
Sezer ve Abay, 2018). TYS modelinin uygulanmasinda genel olarak dort basamak yerine getirilmektedir.
Bunlar; (1) Ogrenenlerin smif icerisindeki etkinliklere hazirlanmalar1 igin temel bilgilerin yer aldig1 ders
materyallerinin hazirlanmasi, (2) Bu materyallerin dgrenenlerle ders dncesinde paylasilmasi, (3) Ogrenenlere
derse hazirlikli gelmelerini saglayici 6nlemlerin alinmasi ve (4) Sinif igerisinde etkilesimli bicimde uygulama ve
tartisma agirlikli ders islenmesidir. Bununla birlikte Kim ve digerleri (2014) etkili bir TYS model uygulamasi
i¢in dokuz tasarim ilkesi 6nermektedir. Bunlar:

(1) Smuf etkinlikleri 6ncesi Ogrenenlerin hazirlanan materyaller ile etkilesimde bulunmasi igin firsatlar
saglanmasi,

(2) Ogrenenlerin smif etkinlikleri dncesi hazirlanmalari icin bir tesvik saglanmasi,

(3) Ogrenenlerin 6grenme durumlarini degerlendirebilecek bir yontem belirlenmesi,

(4) Smif dncesi ve siif i¢i icerik/etkinliklerin arasinda giiglii baglantilar kurulmasi,

(5) Ogrenenlere iyi yapilandirilmis ve tanimlanmus rehberlik saglanmasi,

(6) Ogrenenlerin simif dncesi paylasilan icerige calisabilmeleri igin yeterli zaman saglanmast,
(7) Etkili 6grenme iklimi ve toplulugu olusturmak icin kolaylastirici rol istlenilmesi,

(8) Siireg igerisinde 6grenenler i¢in anlik geribildirimler verilmesi,

(9) Erisilmesi kolay ve herkes tarafindan kolay kullanilabilecek teknolojilerin ise kosulmasi.

Konuya tip egitimi agisindan bakildiginda geleneksel anlati yontemi yerine ogrencilerin {ist diizey
diisiinmelerini saglayici, etkin olduklar1 6gretim yontemlerinin her gegen yil artan bir ivmeyle kullanilmaya
baslandig1 goriilmektedir (Chen ve digerleri, 2017; Makhoul ve digerleri, 2018; Mehta ve digerleri, 2013). TYS
modeli acisindan bakildiginda Pubmed’de yer alan TYS modeli konusuyla ilgili yapilan c¢aligma sayis1 2012
yilinda 3 iken, 2013 yilinda 13, 2014 yilinda 25, 2015 yilinda 51, 2016 yilinda 66, 2017°de ise 85°dir. TYS
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modeline olan ilginin ve gergeklestirilen arastirma sayisinin giderek arttigi goriilmektedir. Bu ¢aligmalarda yer
alan kurs/ders bagliklari ¢ok cesitlilik (acil tip, yogun bakim, biyoistatistik, anatomi, cerrahi, biyokimya,
norofizyoloji vb.) gostermektedir. Bu galigmalarin 6grencilerin motivasyonlarma (Belfi ve digerleri, 2015, Heitz
ve digerleri, 2015), akademik basarilarma (Boysen-Osborn ve digerleri, 2016, Gillispie, 2016; O’Connor Ve
digerleri, 2016, Tune, Sturek & Basile, 2013), tutumlarmma (Belfi ve digerleri, 2015; Evans ve digerleri, 2016;
Lew, 2016) olumlu etki ettigi bulunmustur.

Chen ve digerleri (2017) tarafindan ‘T1ip egitiminde TYS modelinin etkililigi’ adli gergeklestirilen sistematik
derleme calismasinda 82 caligma incelenmis olup, TYS modelinin dgrenci motivasyonu, 6grenmesi (bilgi ve
beceri) ve 6grencinin 6grenme sorumlulugu almasinda énemli bir yaklasim oldugu ortaya koyulmustur. Ancak
biitlinli agisindan bakildiginda bu ¢aligmalarda tizerinde yeterince durulmayan bir konu egiticilerin bu modele
iligkin katilmeci olarak goériislerinin alinmasi, bu yontemi kullanmadaki istek durumlarmin neler oldugunun
belirlenmesi ve daha da onemlisi 6zellikle Siirekli Mesleki Gelisim etkinlikleri ¢ercevesinde bu yontemin
uygulanabilirliginin tartisilmasidir. Bu eksikligin giderilmesinde ender goriilen ¢aligmalardan birinde Lew
(2016) Stanford Universitesinde 46 dordiincii simf acil tip stajyerleri ile bir arastirma gergeklestirmis, bu
¢alismada hem O6grencilerin hem de bu siiregte yer alan egiticilerin goriislerini almistir. Aragtirma sonrasinda
hem ogrencilerin hem egiticilerin bu siiregten olduk¢a memnun olduklari, TYS modelini geleneksel egitime
tercih ettikleri, anlamli O6grenmelerin gergeklestigi ve egiticilerin bu modeli uygulamada daha sonraki
egitimlerde devam etme niyetinde olduklar1 belirlenmistir.

Alanyazinda TYS modelinin genellikle tip egitiminde mezuniyet 6ncesi egitimlerde kullanildig1 goriilmekte,
egitici egitiminde TYS modelinin gergeklestirildigi yalniz bir arastirmaya (Sockalingam ve digerleri, 2016)
rastlanilmistir.  Stirekli mesleki gelisim etkinlikleri kapsaminda egiticilerin is yiikii ve yeterli zaman
ayiramamalari birer engel olarak ifade edilmektedir (Sezer, Onan ve Elgin, 2016). TYS ydnteminin kullanilmasi
ozellikle temel bilgilerin 6nceden egiticilerle paylasilarak yiiz yiize egitim zamaninin daha etkili ve verimli
kullanilmasin1 saglayabilir. Bununla birlikte egiticilerin birer katilimci olarak bu modelle gergeklestirilen
egitimlerde yer almalari ve bu dogrultuda goriislerinin incelenmesi, bu modelin ileride kendi derslerinde
kullanim durumuna iliskin dikkate alinmasi gereken noktalarin egitici odaginda ortaya ¢ikarilmasi agisindan da
onemli oldugu diistiniilmektedir. Bu noktadan hareketle bu arasgtirmada simiilasyon egitici egitimlerinde TYS
modeli kullanilmis olup, katilimer egiticilerin bu modelin kullanimma iligkin goriislerinin belirlenmesi
hedeflenmistir.

Yontem
Arastirma Modeli ve Calisma Grubu

Aragtirmada kapsaminda gerceklestirilen etkinlikler bir durum saptamasi niteliginde sayilmis ve betimsel
calisma yapilmistir (Karasar, 2004). Arastirmanm calisma grubunu Hacettepe Universitesi Tip Fakiiltesi Tip
Egitimi ve Bilisimi Anabilim Dali tarafindan verilen Simiilasyon Egitici Egitimine kayit olan ve egitim alan 15
egitici olusturmustur. Katilimcilar Amasya Universitesi Saglk Yiiksekokulunda cesitli béliimlerde &gretim
iiyesi/gorevlisi olarak gérev yapmaktadirlar.

Veri Toplama Araci ve Analizi

Calismada veri toplama araci olarak arastirmacilar tarafindan gelistirilen ‘Uygulama Sonrasi Geribildirim
Formu’ kullanilmistir. Geribildirim formunun gegerlik ve giivenirligini saglamak amaciyla {i¢ uzmanin
goriislerine bagvurulmus ve gerekli diizenlemeler yapilarak forma son hali verilmistir. Formda, katilimcilarin
egitim kapsaminda hazirlanan elektronik materyallere hangi teknolojik araglarla erisim sagladiklari, bu siiregte
herhangi bir sorun yasayip-yasamadiklar1 gibi teknik sorular ve yontemin 6grenme durumuna etkisi, yontemin
olumlu/olumsuz/gelistirilmesi gereken yonlerin neler olduguna iliskin sorular yer almistir. Veriler egitimlerden
bir hafta sonra yiiz yiize oturumda toplanmustir. Calisma verileri betimsel analiz yontemiyle arastirmacilar
tarafindan frekans kullanilarak analiz edilmis ve tablolar halinde bulgular kisminda sunulmustur.

Uygulama Siireci

Caligma; ‘beceri egitiminde modeller, yetistiricilik, kogluk, beceri dlgmede sinama ortamlari, ¢éziimleme,
simiilasyon tiirleri, standart hasta uygulamalar1 ve yapici geribildirim verme’ basliklar1 cergcevesinde bir hafta
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(bes tam giin — 40 saat) siiren egitimlerin gergeklestirilmesi ve bu egitimlerde kullanilan TYS modelinin
egitimlerden bir hafta sonra degerlendirilmesinden olusmaktadir. ilk asamada egitsel hedefler ve igerik
belirlendikten sonra tip egitiminde gorev yapan dort Ogretim liyesi tarafindan ders materyalleri hazirlanip,
elektronik bi¢ime Camtasia programi ile doniistiiriilmistiir. Ders videolar1 alanyazinda (Gaughan, 2014; Koo ve
digerleri, 2016; Rotellar & Cain, 2016) belirtildigi lizere 10 dakikayr gegmeyecek bigimde olusturulmustur. E-
mail grubu iizerinden haberlesme saglanarak, ders materyallerinin paylagimi ii¢ giin 6ncesinden hazirlanan bir
web sitesi araciligi ile katilimcilara duyurulmustur. Sinif ortaminda ilk olarak ilgili ders konusu ile ilgili
anlagilmayan bir yer olup olmadigi sorgulanmis, bu dogrultuda tartigma yiiriitiilmiistiir. Daha sonra ¢esitli
etkinliklerle (tartigmalar, olgu sunumlari, ek videolar) ders islenerek bir sonraki ders konusu ve yapilmasi
gerekenler hakkinda bilgi verilerek ve geribildirim alinarak ilgili oturum sona erdirilmistir. Egitimin verildigi bu
bir haftalik siire sonrasinda egiticilerle ¢éziimleme oturumu yiiz yiize ortamda gergeklestirilmis ve modele iligkin
geribildirimleri alinmustir.

Bulgular
Hazirlanan Materyallere iliskin Bulgular

Katilimeilarin yiiz yiize smif etkinlikleri 6ncesinde, hazirlanan ders materyallerini takip edip etmedikleri
birgok ara¢ ve uygulama (Ogrenme Yonetim Sistemleri, Edpuzzle vb.) ile log alma ydntemi ile belirlenebilir. Bu
arastirmada ise katilimcilarin kendi beyanlari esas alinmistir. Katilimeilarin tamamimin (N: 15) hazirlanan egitim
materyallerini ders Oncesinde takip ettikleri belirlenmistir. Katilimcilarin egitim materyallerine hangi aragla
eristiklerine iligkin veriler Sekil 1’de verilmistir.

12
m Alalh Telefon
10
8 -} R
W Dizisti Bilgisayar
E —
4 Masalsti
Bilgisayar
2 —_
U —&

Sekil 1. Materyallere Erisimde Kullanilan Araglar

Sekil 1°de de goriildiigii tizere katilimeilarin biiyiik ¢ogunlugunun (n:12; %80) ders materyallerine akill
telefonlartyla eristikleri goriilmektedir. Bu durum mobil 6grenmenin son yillarda en sik rastlanilan bilgi edinme
yontemi olmasinin getirdigi dogal bir sonuctur. Bununla birlikte, katilimcilara ders materyallerine erisim
sirasinda herhangi bir sorun yasayip yasamadiklari sorulmustur. Katilimcilarm biiyiik bir ¢gogunlugunun (n:12;
%80) herhangi bir sorun yasamadan materyallere erisim sagladiklar1 belirlenmistir. Ik asamada yalnizca video
olarak hazirlanan ders materyalleri daha sonra katilimeilarin istekleri dogrultusunda pdf dosyasi olarak da
hazirlanarak, kurs oncesinde kendilerine sunulmustur. Bir katilimci pdf dosyasma akilli telefonunda ilgili
program yiikli olmadigindan erisemedigini, iki katilimer ise videolarmn boyutunun biiylik olmasindan kaynakli
internet kota probleminden dolayr sorun yasadiklarini belirtmislerdir. Kurs 6ncesinde ek bilgiler verilerek, hangi
programlarin kullanilmasi o6nerildigi, video boyutlarinin farkli ¢oéziintirliiklerde (boyutlarda) sunulmasi vb.
onlemlerin alinmasi bu sorunlarla karsilagilmamasini saglayacaktir.

Ogrenmeye Etkisine fliskin Katiime: Goriisleri
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‘Gergeklestirilen TYS modeli 6grenmeme katki sagladi’ ifadesine iligkin katilimcilardan elde edilen veriler
Sekil 2’de verilmistir.

12

M Kesinlikle
10 . Katihyorum
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E —+
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Sekil 2. TYS Modelinin Ogrenme Uzerine Katkisina Tliskin Goriisler

Sekil 2°de de goriildigi iizere katilimcilarin g¢ok biiyiik oranla (Kesinlikle Katiliyorum:%73,
Katiliyorum:%20) TYS modeli ile gergeklestirilen egitimin &grenmelerine anlamh katki sagladigmi
diistindiikleri goriilmektedir. Katilimcilar bu model sayesinde 6zellikle derse belirli bir 6n bilgi ile geldiklerinden
dolay1 daha iyi 6grenme durumu saglandigini belirtmislerdir. Bazi katilimc1 goriislerine asagida yer verilmistir:

K1: “Egitimlerden ¢cok memnun kaldim. Ders oncesi hazirlanan videolar: izleyip gelmek benim icin ¢ok
faydali oldu. Anlamli 6grenmeler gerceklestirdim.

K3: “Gerek ders oncesi hazirlanan icerikler, gerekse simf ortamindaki ders islenigi miikemmeldi. Cok sey
ogrendim.”

K8: “Giizel bir uygulama oldu. Ders dncesi on bilgili olarak derse gelmek dgrenmemde iyi oldu. Kendimi
daha yetkin hissediyorum”

Ters Yiiz Simf Modelinin Olumlu, Olumsuz ve Gelistirilmesi Gereken Yonlerine Iliskin Katilimci
Goriisleri

“TYS modeli ¢ercevesinde gergeklestirilen egitimin, olumlu/olumsuz/gelistirilmesi gereken yonleri nelerdir?”’
sorularina iligskin katilimcilardan elde edilen veriler Tablo 1’de verilmistir.

Tablo 1. Modele iliskin Katilime1 Goriisleri

Tema Kodlar f

Ders &ncesi hazirlik 9

olumiu Bagimsiz ¢alisma 5

Tekrar izleme firsat1 4

Kolay erisim 2

Katilimel Video yapisi 5
Goriigleri  Olumsuz Etkilesim eksikligi 2
Gelistirilmesi Etkilesimli video 4
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Gereken Materyalleri daha erken paylasma 3
Gelecekte kullanim Olumlu 14
niyeti Olumsuz 1

Tablo 1 incelendiginde, katilimcilarin biiyiik cogunlugu TY'S modelinin kendisinden kaynakli olan durumlari
(ders oncesi hazirlik, bireysel 6grenme firsatt vb.) egitimin olumlu yonii olarak ifade ettikleri goriilmektedir.
Katilimcilar hazirlanan videolar sayesinde kendi ¢alisma hizlarinda ve kapasitelerinde videolari tekrarl izleyerek
derse belirli bir on bilgi ile gelmelerinin bu ydntemin gii¢lii yonii olarak bildirmislerdir. Bu durumun
kendilerinde anlamli &grenmeler sagladigni ve kendilerini egitsel agidan daha yetkin hissettiklerini
belirtmislerdir. Ote yandan hazirlanan videolarm daha kullanict dostu (etkilesimli, cesitli ek materyallerle
destekli) olmasi gerekliligini bir eksiklik olarak dile getirmislerdir.

Katilimcilar hazirlanan bu videolarin bu arastirmada oldugu iizere {i¢ giin degil, daha erken bir zamanda
kendilerine ulastirilmast gerektigi yoniinde geribildirimde de bulunmuslardir. Arastirmada son olarak
katilmecilarin ileride kendi derslerinde bu modeli kullanma istekleri belirlenmeye calisilmigtir. Katilimcilarin
biiyiik gogunlugunun (n:14) bu yontemi kendi derslerinde kullanma niyetinde olduklar1 belirlenmistir.

Tartisma ve Sonu¢

Simiilasyon egitici egitimi kapsaminda gergeklestirilen bu arastirmanin en 6nemli iki sonucu katilimcilarin
anlaml 6grenmeler gergeklestirildigini beyan etmeleri ve bu modeli ileride kendi derslerinde kullanma niyetinde
olmalaridir. Bu olumlu durumun ortaya ¢ikmasinda alanyazinda siklikla dile getirilen; teknik sorunlar (Goldberg,
2014), uzun videolarin hazirlanmasi (Rotellar ve Cain, 2016), materyallerin ders oncesinde takip edilmemesi
(Koo ve digerleri, 2016), katilimeilarin yonteme iligkin olumsuz 6n yargilart (Kim ve digerleri, 2014), uygun
olmayan ek materyallerin hazirlanmasi (Enfield, 2013) gibi TYS modeli uygulamalarinda yasanan sorunlarin
olmamasi ve yiiz ylize gergeklestirilen derslerdeki tartismalarin, anlatilarin, uygulamalarin vb. basarili bicimde
yiiriitiilmesi oldugu diisiiniilmektedir. Ozellikle tiim katilimcilarin hazirlanan videolar ve ders materyallerini
takip ederek/izleyerek derse katilim saglamalari bu arastirmada ulasilan olumlu sonuglarin en 6nemli gerekgesi
oldugu diistiniilmektedir. Literatirde de goriildigii tizere genellikle ders sunumlar1 video haline getirilip,
katilimeilar ile ders Oncesinde paylasilmakta, ders esnasinda ise cesitli etkinliklerle etkilesimli tartigmalar
yuritiilmektedir (Farmer, 2018). Bununla birlikte ek okuma materyallerinin verilmesinin de anlamli 6grenmeler
icin gerekli oldugu bildirilmektedir (Dorussen ve digerleri, 2015). Alanyazinda (Bristol, 2014; Degrazia ve
digerleri, 2012; Veeramani ve digerleri, 2015) hazirliksiz derse gelinmesinin modelin uygulanmasinda cesitli
sorunlara neden oldugu, bu sorunlarin giderilmesinde ¢esitli teknolojik araglarla Ogrenenlerin ders oncesi
materyalleri takip edip etmemelerinin log alma yontemi ile takibinin saglanarak nota déniistiiriicii 6nlemlerin
alindig1r goriilmektedir. Bununla birlikte ders materyallerini takip edemeyen Ogrenenler igin extra zaman
ayrildigl, ders oncesinde 6n test benzeri degerlendirmelerin yapildigi, 6grenenlerin egiticilere anlagilmayan
hususlar1 mail olarak gonderilmesinin saglandigi, 6grenme yonetim sistemi tizerinden cesitli ek gorevler verildigi
goriilmektedir. Ancak bu aragtirmada buna benzer bir sorunla karsilasilmamustir. Siiphesiz yetiskin egitiminde
ogrenenlerin kendi 6grenmelerine iliskin rol ve sorumluluk bilinci igerisinde ve igsel motivasyonla egitimlere
katilim gostermeleri bu olumlu duruma neden oldugu diisiiniilmektedir. Katilimcilar 6zellikle hazirlanan
materyalleri tekrar izleyerek/okuyarak, gerektiginde ek okumalar yaparak yiiz yiize derse katilim sagladiklarini
ve bu durumun anlaml 6grenme durumlari gelistirmelerinde temel nokta oldugunu bildirmislerdir. Bu durumun
TYS modelinin sagladigi en 6nemli katkilardan biri oldugu bildirilmektedir (Milman, 2012; See ve Conry,
2014). Bu noktada katilimcilarin ek okumalar yapmalar siirecinde bir egitici olarak kolaylastirict rol alarak, ek
okuma materyalleri, veritaban1 kullanimi vb. yonlendirmeler saglanabilir. Bununla birlikte ders 6ncesinde
katilimeilarin akran destegi ile etkilesimli isbirligi gergeklestirerek kendi Ogrenme siireclerini ve elestirel
diisinme becerilerini gelistirdikleri bildirilmektedir (Otero-Saborido ve digerleri, 2018). Bu baglamda 6grenme
yonetim sistemleri kullanilarak katilimcilarin sosyal etkilesimlerinin saglanmasinda kolaylik saglanmasi yararl
olabilir.

Arastirmada ulagilan diger bulgular, katilimcilarin mobil 6grenme yontemi ile ders materyallerini takip
ettiklerini, herhangi bir teknik problemle karsilasmadiklarin1 géstermektedir. Videolar alanyazinda (Gaughan,
2014; Rotellar ve Cain, 2016) bildirildigi iizere 10 dakikay1 gegmeyecek sekilde hazirlannistir. Ote yandan bir
katilimer videolarin dosya boyutunun biiyiik olmasindan dolay: internet kota problem yasadigini bildirmistir. Bu
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durum bundan sonraki arastirmalarda dikkate alinmalidir. Video boyutu kiigiiltme yazilimlari ile hazirlanan
videolarm ¢Oziiniirliik kalitesinden bir 6l¢iide 6diin vererek bir segenek olarak sunulmasi faydali olabilir. Bir
katilimer ise akilli telefonunda .pdf dosyasi bigiminde hazirlanmis ders materyallerine telefonda uygun program
olmadigindan erisemedigini bildirmistir. Bu ve buna benzer sorunlarin ¢dziimii i¢in, TYS modeli uygulamasi
oncesinde gerekli olacak olan uygulamalarin (dosya okuyucu, video oynatici vb.) bir listesi paylasilabilir ve bu
konuda destek dokumani hazirlanabilir. Bununla birlikte hazirlanan bu materyallerin olabildigince erken
verilmesi 6zellikle bir yandan mesleklerini icra eden yetiskinlerin egitimlerinde kolaylastirici bir unsur olabilir.
Bu noktada ozellikle kendi derslerinde TYS yonteminin kullanimi1 konusunda egiticilere kolaylastirici unsurlar
saglanmalidir. Yurtdisi 6rneklerde oldugu iizere (Yale, Stanford vb.) video kiitiiphaneleri ya da video iiretim
merkezleri bu amagla kolaylastiric1 olacaktir. Ozellikle egiticilerin yogun calisma saatleri diisiiniildiigiinde,
nitelikli 6gretim materyalleri hazirlamak kendileri i¢in zorlayici olabilir. Bu konuda egiticiler ¢esitli birimler
(video iiretim merkezleri, teknoloji ofisleri vb.) tarafindan kurumsal olarak desteklenmelidir. Arastirmada elde
edilen mobil yolla ders materyallerine erisimin saglanmasindan hareketle tiim materyallerin mobil uyumlu
bigimde gelistirilmesi gerektigi de soylenebilir. Bununla birlikte boyle bir destek alinamamasi durumunda,
egiticilerin kendi kendilerine etkili ¢oklu ortam igerikleri yaratabilmeleri i¢in ¢esitli kaynaklardan (Multimedya
Learning - Mayer, (2009) vb.) faydalanmalar1 bu konuda yonlendirilmeleri yararli olabilir.

Ote yandan katilimcilarm ydnteme iliskin bazi olumsuz ve gelistirilmesi gereken yodnler oldugunu
bildirdikleri goriilmektedir. Bunlar hazirlanan videolarn etkilesimsiz olmasi ve videoda rol alan egiticilerin ses
tonlamasinin hep ayni diizeyde ilerlemesi olarak belirtilmistir. Gelecek arastirmalarda bu durumlarin géz 6niine
alimmast oOnerilmekte, hazirlanan videolara Edpuzzle (www.edpuzzle.com) tarzi fiicretsiz uygulamalar ile
etkilesim (videonun istenen kismina soru eklenip, geribildirimde bulunmasi saglanabilir) katilmasi
onerilmektedir. Boylelikle hazirlanan materyallerin kag tekrarla izlendigi, giincellenmesi gereken yodnleri vb.
belirlenerek gozden gecirilebilir. Diger arastirmalarda on test uygulanarak katilimeilarin 6n 6grenmeleri ders
oturumu Oncesinde belirlenebilir ve ders i¢i etkinlikler bu dogrultuda gergeklestirilebilinir. Bununla birlikte
katilimeilarin yiizyiize ders oturumu 6ncesinde anlasilmayan yerleri egiticiye yonlendirmesi saglanarak, ders
esnasinda bu bilgiler 1s18inda etkinlikler gerceklestirilebilir. Buradaki temel amag, katilimcilarin 6n 6grenmeleri
tizerine bilgi toplayarak, egitici tarafindan Onceden belirlenen ders plam1 iizerine degisiklikler
gergeklestirilmesidir. Bu yaklagim zamaninda 6grenme (just-in-time) olarak adlandirilmaktadir (Novak, 2011).
Diger aragtirmalarda bir 6grenme yonetim sistemi kullanilabilir, katilimcilara akademik basari testi n/son test
olarak uygulanabilir ve katilimeilarin anlamli 6grenme gerceklestirdiklerine iliskin kendi beyanlarmi dogrulayici
sonuglar/kanitlar elde edilebilir. Hazirlanan modiiler, etkilesimli videolarn etkisi arastirilabilir. Bununla birlikte
katilimeilara uygulama 6ncesinde yararl ek dokumanlar (gesitli teknolojik araglara erisim/kullanim bilgileri vb.)
saglanarak, bu durumun TYS modeline iligkin tutuma etkisi arastirilabilir.

Bilgilendirme

Bu ¢alismanin ilk bulgular1 Uluslararasi bir konferansta sunulmustur.
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Introduction

In recent years, communication has been of a large importance because it acts as a key in interpersonal
relations. However, sometimes there might occur some communication-hardening situations. It is accepted that
communication and communication skills have a vital role on nursing education and application, and that
ineffective communication leads to frustrating problems in terms of quality and quantity (Ozcan, 2006:98).

Kron (1966), defines medical vocational schools and health facilities as establishments where the power and
authority were concentrated at the top. For Kron, nurses are people who are self-sacrificing, humble and ready-
to-serve for others, so they are not necessarily willing to state their thoughts and feelings. They get ready for the
role to serve. They were expected to be a part of the medical team, not the decision-making mechanism; indeed,
they are so occupied that they do not look after their rights (Kron, 1966; Ozcan, 2006).

It was supposed that nursing schools encourage and train students to be more self-confident, able to decide
autonomously, aware of what practice they do, and capable of controlling their anxiety, helplessness and fury
caused by exhaustion not to constitute further conflicts between them and the patient companions. If nurse
candidates get such a support from their colleagues in the facilities where they practiced skills training and
Internship, they shall improve themselves as an individual and a member of the occupation, and be capable of
working out the problems they encounter with the patients by determining the correct parameters (Ozcan, 2006).

In health facilities, Anatolia Medical Vocational High School students who took skills trainings three times
and 8 hours a week in 11th and 12th grades run into several communication problems with the adolescent
patients that they nurse in clinics. These problems resulted in challenges in the delivery and acquisition of
health-care system. In this research, it was aimed to determine the hardships of a group of 12th grade nurse
candidates in Anatolia Medical Vocational High School while offering patience-care service, patient education
for specific needs and health-care service. To determine the communication conflicts and deficiencies
experienced with patients in accordance with their own will, and also to evaluate these problems considering
adolescent coaching are aimed. With regard to this objective, the answers of the following questions are sought.

1- What are the demographic characteristics of the participants?

2- What are the problems the nurse candidates face in the clinics they practice?

3- Do these problems cause conflicts in communication?

4- What do they do about the problems faced?

5- Do they face any problems with patient-companions and other medical personnel?
6- Do they have suggestions related to these problems?

This research, conducted between April 21 and June 9 2017, was restricted with the data and remarks
obtained with 12 nurse candidates in total -nine studying Skills training in Ankara Numune Education And
Research Hospital, and three studying Skills training in Ankara Highly Specialized Education and Research
Hospital- by using semi-structured interview forms.

Method

This study has been completed by using semi-structured interview technique, which is a qualitative research
technique. The most substantial convenience that semi-structured interviewing technique offers the researcher is
that it presents a more systematic and comparable data since it is based on a preset interviewing protocol. From
this aspect, it is a more appropriate researching style for education-science studies (Yildirim & Simsek, 2005).

The Study Group

The study group of this research group was made up of twelve 12th grade nurse candidates studying skills
training three days and eight hours a week in MEB Anatolia Medical Vocational High School Program, Nursery
Department, Ankara Numune Education and Research Hospital (ANEAH) and Ankara Highly Specialized
Education and Research Hospital (AYIEAH).
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The following are the reasons why nominees are selected from 12th grades:

-The candidates had had Skills training 3 days and 8 hours a week in the 11th grade and completed their
summer training too,

-They found out about the communication problems with patients they nursed and gained awareness,

-They were supposed to produce solutions by setting up a more conscious and professional interaction in the
future.

These are the reasons why the research has been conducted in the above-mentioned hospitals:

1- Ankara Numune Education and Research Hospital, as the oldest health facility in Ankara, has been

providing service since 1800s. For its number of personnel and patients, its success in treatment and care, its
patients’ and patient-companions’ sociological, psychological and cultural characteristics’ reflecting Turkey’s
inlay precisely, its variety in cases. Since it is also an educational hospital, it is a facility that enriches its
students’ skills, technical knowledge, good manners and experiences. Out of this hospital, interviews have been
done with 9 students in total — 1 male, 8 female.

2- Ankara Highly Specialized Education and Research Hospital, as one of the largest Specific Branch
Hospitals in Turkey, is a good example of group work with its staff that has achieved enormous successes in the
field of Cardiovascular Surgery for more than 50 years. In this hospital, nurse candidates are able to improve
themselves vocationally. 3 students -1 male, 2 female have been interviewed out of this hospital.

Instrument

The interviews have been conducted between April 21 — June 9 2017, with the permission of the responsible
nurses in clinics, where prospective nurses practice. The practicing hours were in their internship days and in the
afternoons and evening hours when they would be less occupied. An interview protocol and an interview form
consisting of 7 questions were created, and with each of the nurse candidates, 15 to 25 minutes of interviews
were held so as to give them room to express themselves comfortably.

During the interviews, the interviewees were numbered as G1, G2, respectively. All of meetings were held in
accordance with the interviewing protocol, in an atmosphere where there is effective listening, sincerity and
reliability. In order to keep the data better, a voice recorder was also used throughout the interviews.

In the analysis of the research data, descriptive analyzing technique was used. Descriptive analyzing
technique is a technique in which the data is interpreted and summarized according to the preset themes, direct
citations are used in order to remark the interviewed individuals’ views effectively, and the obtained results are
evaluated based on the reason-result connections (Yildirim & Simsek, 2005).

The interviews were written down, and the data gathered was interpreted in frame of the research questions.
In addition to this, in order to reflect the views of the interviewees, direct quotations were often utilized in the
descriptive analysis of the findings.

The proper names of the nurse candidates were codified so as to protect the principles of privacy. Therefore,
each interview was coded as “G”, and each interviewee was numbered as “G1, G2, G3, G4, G5...G12”.

Findings and Interpretations
In this section of the research, the questions in the interview form were grouped in accordance with the
problems and the findings are presented. The nurse candidates, having similar demographic qualities, age

between 17 and 19. The group consists of 2 male and 10 female 12th grade students who have been taking Skills
training in hospitals 3 days a week and 8 hours a day for 2 years.
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Clinics where nurse candidates have skills training during the interviews and demographic
information of patients treated in these clinics

Every adolescent patient cared by nurse candidates had unique characteristics. Since each patient had
different perceptions of themselves, age, illness, hospitalization, and treatments applied, their reactions will also
differ. To get to know the individual, the nurse candidate should first collect information. She collected this
information directly from the patient's file, the doctor, observations of other nurses and indirect interactions with
the patient, monitoring and evaluating the clues directly or indirectly through the patient's interpersonal
relationships (Ozcan, 2006).

Nurse candidates said that they did their internships in various clinics and policlinics of hospitals -
G1, G2, G7 and G11 in the Internal Medicine Clinics (Cardiology, Gastroenterology, Hematology, General
Internal Medicine). While G3, G8 and G9 in the Surgical Clinics (Urology, General Surgery, Thoracic Surgery),
G5 in the Emergency Medicine Clinic, and G4, G6, G10 and G12 in various policlinics (Child, Chronic Wound,
Liver Bile)

For the demographic information of the patients they served, all candidates apart from G4 stated that
they were between the ages of 35 and 45 and mostly met with male patients. G4 remarked “Children ranging
from newborns to 17 years-olds come in. Ratios of male & female are the same”.

While G2 said “It surprises me a lot that there are lots of people who have never been educated alongside
the fact that there are many primary school graduates”, and G7 said “Mostly primary school graduates, but the

proportion of the high school and university graduates are undeniable.”, other candidates stated about their
patients’ educational backgrounds that they were mostly primary school graduates.

According to the statements of the nurse candidates, findings show that despite the fact that they practice at
different clinics, the majority of the patients they meet are composed of adult, male, primary school graduates.

When “Do you have difficulty communicating with adults in this age group?” was asked during the
interview, G3 and G9 answered “Generally, | think of my mother, father and relatives, | want to treat patients
like we do to them, but I don’t want the patient to get spoiled. I am especially afraid of being misunderstood by
male patients, I think that he won'’t care about me but I am scared of not being able to keep the distance. |
sometimes have difficulty in starting the conversation”. 1t was thought that these nurse candidates (G3, G9) did
not have adequate knowledge about the behavioral characteristics of developmental periods of the adults, that
their self-recognition process is not yet fully developed and that their self-development is not yet completed
enough to establish an occupational relationship. The other 10 candidates stated that they did not have difficulty
in communicating.

Communication problems encountered by nurse candidates while providing patient care services

Troublesome situations that were experienced in health institutions, which prevent communication, were
caused by doctors, nurses or patients, diseases, failure of treatment, problems in health system and inadequate
social support. Patients with communication-hampering behaviors were generally referred to as "difficult
patients" or "problem patients" (Macdonald M. 2003, act: Goral, 2011). Studies indicated that male patients
between the ages of 20-40 who are unemployed, in a low education level, with personality disorders were mostly
difficult ones (Koekkoek B., Meijel B., Hutschemaekers G. 2006, act, Géral, 2011). In addition, difficult patients
have been stated to be more aggressive, dangerous, interested, crying, not cooperating, not verbally
communicating, unaware of the rules, anxious, lying, scared, stubborn, confused, seductive, disruptive, with
unexplained symptoms (symptom of illness), unhygienic and disregarding care and treatment patients. In
addition, difficult patients are mostly seen in surgery, cardiology, pediatrics, geriatrics, psychiatry, oncology
clinics and emergency services (Wolf Z.R., Smith G.R., 2007: act, Goral, 2011).

It seems inevitable that nurse candidates had problems in terms of the age of the patients, the majority of the

male patients, the difficulties they face in terms of the clinics they are practicing with, and the communication
problems. Their responses to the questions were as follows.
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G1: That patients are cardiac and that they stay a long time in the clinic | work at are increasing problems. They
are so worried and fearful. When | go to treatment, they react harshly. They are shouting with expressions such
as “’do not touch me’’ or “’go and call nurse’’. Even if all the patients do not do the same thing, I mostly get the
same reactions from male patients. The patients are always wandering around, which causes treatment times
hinder, then | have to find them. The patients object to treatment and patient care time, and they oppose against
their treatment. They use some expression like you have just injected or you will be measuring my blood
pressure, again. | sometimes have to give the medicine while the patient walking on the corridor instead of
giving by orally.

G2: | cannot say that | have a lot of communication problems. However, some patients might cause a problem
due to their illnesses and hospital atmosphere. They refuse the treatment that must be administered. Since | am a
male, they do not want me to treat them; they think that I can hurt them. Some of them want to heal immediately.
When their troubles last long, they show off some behavioral disorders such as yelling, swearing, crying. There
are also ones who give up the treatments and leave the hospital. Patients are very prejudiced against nurses,
especially intern nurses. After their doctors come, they feel more comfortable.

G3: It is not possible not to have a problem in our department. Patients are very prejudiced against us. Since
male patients are more, they are furious. They sometimes cannot endure pains, and then they are yelling, which
makes me so worried. At that time, | want to go right to them, but elder nurses are stopping me. They say that we
have just injected his/her painkiller, s/he is trying to draw your attention and s/he will shut up soon. However, it
is strange but when the patients come across with their doctors, they say that yes, my pains have stopped, | feel
relaxed now. They can make unnecessary requests. For example, do you have a cigarette, my visitor will bring
me a lunch, do not interfere etc. At the treatment time, they do not fidget. They want to arrange the time
according to themselves. Especially, they mess with our work. | sometimes figure out that the male patients see
me as a sexual object. However, | can get over thanks to my teachers’ advice and elder nurses’ behaviors.
Recently, there have also been foreign patients from other nations. | have a language problem with them, as
well.

G4: In spite of not being often, | have problems from time to time. | face more problems with patient relatives
because | work at child policlinic. The children are having difficulties with doctors and me in the treatment.
Since there are not nurses at the policlinic, it is my work that | soothe them and draw their attentions. If it is a
foreign patient, our work is getting complicated. Children are getting coward and agitated. Also, children who
do not care about hygiene may come to hospital. It is really difficult to educate relatives of children.

G5: | do not have a communication problem with the patients. In our department, the patients are not kept too
much, circulation is also too much. After immediate treatment and controls, they are sent to other clinics and
hospitals. The department is so crowded, relatives of the patients are quite nervous; therefore, | sometimes have
a problem with them.

G6 & 10: | have problems with at least 3 out of 10 patients every day. It is a hectic policlinic. The problem I
most often face is that the patients do not follow the recommended treatment, they do not use the medicine given
by the doctor nor do the wound care regularly at home. Without doing what is said, they come to the control and
because the healing does not take place, the treatments are prolonged, finally they have the feeling that they
have not fulfilled their expectations and they are raging. We have many patients from outside of city. Since the
number of beds for inpatient treatment is very low, the patients who do not have money and any place to stay can
stay in hygienic environments. This means that the wound can proceed, grow gangrene, and even lead to cut
your leg, so they always want their priority and they do not care of treatment sequence. I'm having trouble
convincing them. | am having difficulty in telling how to use medicines properly to illiterate people. Although I
repeat many times, after | ask them how to do it if they cannot respond my question, | start to be angry because |
think they have never listened to me, but | try not to reflect my feelings. Many do not know their rights and can
be treated unfairly by other staff about treatment priority and bed finding. When | observe it, | cannot intervene
because | am a student and | feel unhappy. | have also language problems with strangers. | am trying to
communicate together with an interpreter. This is also very difficult.
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G7: Most of the patients are very sensitive because they have cancer. They even make sense out of our gestures.
They are always asking questions about time, series, news, marriage, friend etc. They see me as inexperienced
because | am an intern student. They do not want to have their treatments done. Since they think as if there are
hidden thing related to their illnesses, as soon as the patients see me, they ask some mind-bending questions
such as am I good, why don’t you call my family, what does it mean and so on, which makes me overwhelmed
and | do not know what to say. Sometimes, even if | make a statement, | do not think they have ever listened to
me after a while. It is difficult for them to wear masks and to tear their hands too often. They can give rude
answers when we remind of the controls. For instance, they say that what is it up to you, I got it, just go, do you
follow me, enough is enough etc. However, they do not give such answers to nurses or doctors.

G8: Patients ask unnecessary questions that are not related to their illnesses and my duties in the clinic. |
mostly do not answer those questions or cross them out. At that time, they label me as “a grumpy nurse” and
they complain about me to the elder nurses. In this case, we have completely lost the communication with each
other. In addition, while taking electrocardiogram, female patients do not want male nurses, or even they do not
admit any treatment by male nurses. Gender of doctors is not important for women, but the female patients
distinguish between nurses, which creates problems. Some patients do not like the treatment since they think they
have lots of information related to the illness. They ask detailed questions, and if they have been treated
elsewhere, they make comparisons with it and criticize us. In this case, | deal with my work and leave there
without much communication with that patient.

G9: Since they are prejudiced against the intern students, they do not want them to apply any treatment. When |
am tolerant to the patients, we do not face any problems. Otherwise, | consult the elder nurses. I'm retreating.
Apart from that, | am not having any problems.

G11: 1 am having communication problems such as rejection of the treatment, questioning of the work which 1
do or unnecessary requests. | have also some patients with whom | face language problem.

G12: In my policlinic, a fight often arises because of the order of treatment and the patients taking each other's
places by not obeying the order. Patients who are older than 65 years have priority, but patients with more
urgent conditions object to it. | often have to deal with this confusion in the outpatient clinic. Patients regard
everything | try to tell as insulting and we are constantly confronting. When | get inside, they try to complain
about me to the doctor. Sometimes they can even make threatening conversations as though | was the guilty of
problems related to the system. I'm afraid, and | feel like I'm being followed while going to my house. During the
treatment, they calm down and behave very respectfully towards the doctor.

Findings from the interviews show that nurse candidates had experienced almost all of the problems that may
be experienced during the internship. Having little work experiences and patients' prejudiced behavior make it
difficult for them to understand the communication problems they are experiencing. Nevertheless, they said that
they were more easily able to cope with the problems than they were in 11th grade, that they became more
encouraged in recognizing and understanding patients, and that they were more confident in themselves because
they increased their skills in implementing patient care.

Nurse candidates would improve their self-confidence when they recognize themselves well, be aware of
their skills, and will increase their ability to observe and make decisions when they increase their confidence. In
addition, even though the nurse candidate was an adolescent, she can assume adult responsibilities, enrich herself
with various communications she has established, broaden her horizons, and experience the pace of change faster
than her peers. After a while, she may feel the feeling of separation and loneliness from her peers who have
shared the same experiences. (Terakye, 1994: 21). There were points to be noted when interfering with difficult
or problematic patient behaviors that cause nursing candidates to experience difficulties physiologically and
psychologically, which adversely affect the treatment and effective nursing care in clinics. The first one of these
points was to recognize a patient as an adult individual who needs help, not an object with an illness. It was
necessary to focus on what the patient is actively listening to, what the patient wants to express through oral and
nonverbal behaviors. For this, it should be possible for nurse candidates to express themselves by using
communication techniques while communicating with the patient. (Goral, 2011: 9).
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In the interviews, it was also determined that nurse candidates were difficult to care for patients who did not
speak Turkish. That the language education they got at schools is inadequate, that they were not trained for
foreign patient care, that the patients migrating to Turkey do not speak Turkish and that there is either no
translator or an inefficient one in the hospitals are the reasons that affect nursing badly. For this reason, it was
necessary to make necessary arrangements for adding the concept of intercultural nursing to the nursing
curriculum, to provide Turkish education to the people who are taken as refugees to the country, to have
interpreters in the hospitals where foreign nationals are concentrated, and to increase the numbers to a sufficient
level (Polat & Akcan, 2016: 13).

How nurse candidates react to the communication problems they experience with patients in clinics

One of the patient behaviors that nurse candidates see as problems in hospitals was "crying". Adult people
are able to control crying behavior, so crying can be viewed as a sign of inability to control weakness and
inadequacy. Crying is a form of communication. We can express sadness, despair, suffering, blocking and the
need for help through crying. Crying is a sign of a feeling of accumulation. Sometimes, the last event that started
crying is just the last straw (Terakye, 1994: 74). A nurse candidate did not try to stop crying, but she rather
treated permissively towards it. By observing the privacy, she could take precautions such as ensuring that the
patient will be given some space. She could give a handkerchief if the patient needs it. A light touch on the
shoulder or silence may indicate that she accepts crying and tears. It was crucial to wait for the crying to end to
talk to the patient. When she sees a crying patient, she could reveal behaviors of acceptance, most of which are
nonverbal, without saying "do not cry" or "cry if you want to" (Ozcan, 2006: 166).

Another behavior that appears to be a problem was "refusing the treatment”. Patients sometimes did not
accept their dependence as they see restrictions for them. If the service conformation and working plan requires
the patients to be remain in their room as much as possible and not to be a part of the service, patients who
cannot accept the change of passive habits from an active life to passive life may feel restricted, hindered,
inadequate (and so depressed), and they may refuse "the treatment or to cooperate” unreasonably with these
feelings, or may harm themselves (Terakye,1994:77).

Despite the patient, nurse candidates cannot do any practice that the patient does not agree to and does not
attend. In treatment and care, the patient should be able to cooperate and participate in all decisions about to him
/ her. Therefore, it is necessary to emphasize the expected behaviors from an adult patient by using and
appropriate approach and with positive proposals. Furthermore, emphasizing “what they can do” instead of
“what they should not do” increases the likelihood of being obeyed (Ozcan, 2006: 169).

The patient's need of information and "language problems" also play an important role in communication.
Every patient needs to know about their situations, what doctors thought about themselves, what the disease was,
the likelihood of treatment, and in many other aspects, they should be informed. Being informed is also one of
patients’ rights. Patients who are not sufficiently informed grow uneasiness. The language used while informing
should be open and understandable. Especially, when with patients during patient care, to talk in medical terms,
not to make enough explanation about the disease, and not to let them ask questions affect patients negatively.
Misinterpretations cause them to make wrong comments and increase their anxiety and fear, which constitutes an
additional burden on both the patient and the nurse candidate (Ozcan, 2006: 186).

The most important feature of “patients with continuous unnecessary wishes” was that the security
requirements were not predetermined and were not sufficiently met. The patient was in fear and loneliness. She
wants somebody to be there at all times and always talk to her, for which the patient constantly occupies the
nurse candidate who he sees nearest, invites him with unnecessary requests, often shouts to force him to come,
and he makes his hand in order to hold it for a long time. As long as the unmet needs underlying the patient's
behavior are not comprehended, frictions occur. (Ozcan, 2006: 182).

Nurse candidates sometimes worry that this proximity may be misunderstood and misinterpreted by the
patient when they were close to him / her, thus stating that they are kept at their distance. The fact that they were
inadequate for managing patient behavior has a major role in this situation. Managing patient behavior requires
certain knowledge and professional skills. However, it should not be forgotten at all that, whether or not the
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patient sees nurses as a "sexual object”, it was important to know how and in which position the nurse candidate
sees herself. If she never sow herself as such and sow herself as an individual who helps the sick to solve the
problems, no one can see her in a different way. Hence, the patient will understand that the message he sends in
sexual sense was not perceived in the sense it is sent to and will reevaluate his behavior. (Terakye, 1994: 78)

Nurse candidates have explained with various examples how they behave in the face of the communication
problems they have experienced. According to this, the role and effect of empathy in removing the
communication barriers is expressed as (G1, G2):

G1: | have never been in conflict with patients up to now because of the problems | have experienced. I am
aware that that person is also a human being; | try to understand him/her by empathizing. If I do not succeed, I
prefer to leave the room and tell the situation to the nurses.

G2: "I try to guess patients’ emotions and thoughts empathically. But sometimes | cannot be successful. They are
so prejudiced against male nurses that I' become worried about my future. In general, | try to speak politely and
explain everything in detail. Although I am successful most of the time, | report the situation to the nurses if it
does not help.

S/he expressed the importance of being tolerant to the patients as follows(G5,G7,G9):

G5: | am often tolerant and moderate. Some of the staffs are very aggressive. To me, they are going so wrong,
because at such times, the problems are getting bigger and conflicts are increasing among us.

G7: | often tolerate and respect the behaviors of patients. Patients feel very lonely as it is a non-visitor
acceptable clinic. | try to spend more time with them and | talk to them on the condition that they do not infect
me. The nurses of the clinic where | work at are very hardworking and they usually have good communication
with patients. However, | can observe their imperative speech and insulting behavior to the patients, as well. |
am imitating the beneficial aspects.

G9: I'm empathizing and trying to be tolerant. If it does not work, | report it to the nurses.
They said the followings about treating well and approaching with smile to the patients (G8, G11) :

G8: There can be some nurses who act rudely to the patients. | find it wrong. | think whether | would behave the
same way or not in the future, but | believe that | can be more patient and cheerful.

G11: | have not found any other solution except empathizing in my two years of study because when you often
show your smiles and behave kindly, they try to abuse the goodwill of you and look at you with different eyes. In
addition, | am trying to do the administrations accurately so that they might break their habits of prejudice.

In the matter of talking with a positive, appropriate and calm language to the patients, listening to them,
taking time for them and explaining something them, they said the followings (G3, G4,G6,G10):

G3: Even though | have tried to talk to them several times. | have never been successful since the patients are
prejudiced against the students. | found the solution thanks to elder nurses. They sometimes cannot endure that
situation, so they call the security staffs. Patients always feel themselves as justified and they are constantly
shouting in order to prove it. Therefore, | prefer to stand clear and stay calm in such situations.

G4: | often observe the attitudes and behaviors of other health personnel. As far as | can see, | find their attitude
a bit unkind. In my opinion it is not right. Of course, there are also some medical personnel who speak with a
very nice language, listen to the patients and solve their problems. | usually imitate them. | am trying to
approach the patients more moderately.

G6 & 10: | do empathy. | am trying to solve the problems without growing them. Besides, the nurse and doctor
of the clinic where | work are very patient. They sort the problems out properly. They explain each
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administration very well so that the patients can understand it. They also give a written prescription describing
the dressing that they will do at home. Patients are often satisfied with this. The problems are solved quickly,
though. | am imitating them more. There are patients who cannot get results from long-term treatments and
leave them. Those doctors and nurses also spend a lot of time talking to them about motivating.

The option of trying to find different solutions for conflicts with patients in their own way is expressed as
follows (G12):

G12: Asfar as | can see, all the personnel have different behavior patterns. When | try to choose positive ones
from among those patterns, | try to be like myself and solve problems with my own will. Since there were no
other nurses in the outpatient clinic I work at, I have no one to tell some problem. The doctor is not interested in
my communication with the patient, anyway. Since there is a lot of patient pressure and sequence out there, |
lock the door as soon as | take patient in. | try not to accept other patients but the exact patient's name on the
sequence register. | pretend not to have heard the insults, and | usually do not answer.

Nurse candidates often claimed that they demonstrated empathic behavior when faced with problems.
Empathy is the ability to grasp someone's emotional state. Today, when it comes to "empathy," it is conceivable
that Carl Rogers and his work on the subject, upon which a vast majority agreed. According to Rogers, (1970),
empathy is the process by which one looks at the events by putting himself in the place of another person and
feeling that person's feelings and thoughts correctly (Cited in. Dokmen, 2003:135).

Travelbee defines "Sympathy" as a feeling of helping people, and if there is not enough sympathy, he states,
the patient-nurse relationship cannot be established. According to Travelbee, (1971), nursing is the interpersonal
process between two people. The target of the nurse is to help the individual in developing each and every one of
the experiences, in the sense that the individual copes with the illness. In order to achieve these goals, some
stages such as the first meeting, identification, empathy and sympathy are passed through. Sympathy can be
melded with pity. Pity is a human sentiment, but living with the feeling of "what a poor person” does not help
anybody else in the opposite sense. Because nurses are busy, it can be defended that they have little time for
sympathy and care. “What does a nurse do at the clinic, if she won’t care about the patient?” The nature of the
relationship that nurses establish is related to what they keep in the foreground while nursing (Terakye, 1994:
112).

Nurse candidates also stated that when they had communication problems with patients, they mostly
conveyed the problem to the nurses and they acted by adopting the behavior model that they found positive and
effective.

Problems that students experience with other health workers and patients’ relatives in the clinics they
practice

Nurse candidates were influenced by many factors such as physical environment, teaching staff, clinical
nurses and other members of the health team in the clinics where they practice. Therefore, it was important that
these staff be conscious, experienced and professionally equipped and positive role models in order for the
implementations to reach their targets (Turan, Tan & Dayapoglu, 2017: 171).

Nurse candidates must use this environment at an optimum level in order to earn a competent nurse's
identity. However, hospitals were different environments from the outside world where many health
professionals, patients, patient relatives, and other support staff are in present. In order to adapt to this
orientation, nurse candidates need to acquire clinical skills without violating the rights of patients. However,
there could be ethical violations for them in the clinical education process (Aydogan, 2016: 123).7

Patient relatives were people who worry about their patients, wish to have a moment of health, panic in
emergencies, and unlike other times, are more vulnerable and stressed individuals. While they may have had
previous hospital experiences, they may have come to the health facility for the first time. They may experience
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fear, anxiety, and excitement in the new environment. Some negative events that they have seen before can cause

them to be prejudiced. It is very important to communicate taking the patient relatives’ characteristics into

consideration, each of which may be different. These reactions must be known so as to communicate well
(Communication in Health module, 2015: 18).

The following are the responses nurse candidates gave to the questions which aim to specify the problems
they experience with health workers and patient relatives.

G1: Ido not have problems with health workers. I'm just doing my own works. The health workers do not expect
any extra work from me. But sometimes there is a problem on determining the patients among themselves. That
the patients’ relatives ask for extra things (blood pressure, measuring their sugar, asking for pain relief, etc.)
may cause problems. To the extent that we can supply with, we indulge in their requests or | convey them to the
nurses; however, when | can't meet their demands, they gossip about me, their attitudes are changing right
away. Besides, after visiting hours, there are people who resist not evacuating the room. I talk to them mostly
without a discussion.

G2: Some nurses are trying to make us do what they have to do. Patient caregivers, even cleaning staffs do the
same thing. Being a man is also effective in being exposed to extra work. They lead me to deal with some errands
such as serving tea, calling someone etc. | often swallow those in order not to experience any trouble. That my
teacher warns and talks to them does not work, either. They think as though I complained about them. When the
teacher is absent, they are bombarding me. | am about to graduate; therefore, | can endure this. If the relatives
of the patients come across with me first when | go there in order to treat the patients, they feel prejudiced by
saying you may hurt or you may not do it. | try to work making them feel safe, if they insist on too much, I'm
reporting the situation to the nurses.

G3: They usually get us to take the patient with a stretcher or a chair. However, we should not just be with the
patient. At least a nurse should be with us, but they say we trust you and leave us alone. We have difficulties in
shedding patients; none of the staff helps people, either. That's why, I'm having back pains. The patient relatives
are also very nervous. There's a lot of slang speech | hear. They can't effectively express their problems and
desires. They are approaching with direct prejudice and fighting with us. They always want us to be friendly and
treat their own patients as if there were no other patients. They do not let us know whether or not the companion
will change when they leave. | usually try to be calm and understanding to them.

G4: Sometimes | have problems with the parents of the children who come to the clinic. Some of them don't want
me to touch their kids. They have judgments against us. They don't care when | give the training talk, nor do they
listen to me. They ask the doctor. Doctors sometimes tell the situation, but the doctors often do not have time for
parents to deal with the patients. | also have a language problem with patients with foreign nationality. I'm not
having any trouble with the paramedics.

G5: Medical staffs sometimes make requests that are not our mandate, but if they so wish, | do it. Thus, there is
no problem for us. The service is very inadequate compared to the number of patients. Patients sometimes
remain in the sediment until the bed is empty. They have too many relatives with them. They are all anxious and
curious to ask extremely unnecessary questions. | am having difficulties due to the crowd while dealing with the
patients. | am trying to get the patient's relatives out of the sickroom, but they are starting to argue with me right
away. Even during visiting hours, we can call the security and evacuate the sickrooms.

G6 & 10: Sometimes, when | have an expectation that | don't have to do, or when I'm misunderstood, | politely
refuse that expectation and | get through it without exaggerating. The patient relatives are mostly inconsiderate,
they don't want us to treat the patients; otherwise, they can yell at us. They want every procedure done by a
doctor. Sometimes, they even stand in the nurses’ way. We are trying to do our job with patience, understanding
and tolerance. Also, some relatives of patients are constantly complaining to us about their patients. They are
asking for help from us, saying, "Tour patients are not doing what is advised by the doctor, they are fighting with
me, | cannot cope with the patients.” In the policlinic, all the staff is doing their best for them.
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G7: Sometimes, we are asked to help the cleaning staff when the service cleaning is not done until the visit
hours. They want us to do the errands and to lie low when the clinic is quiet. Some of the patient relatives are
very selfish and curious. They just want us to take care of their patients. They wonder what treatments we're
doing to the patients. They dare to account for our work. I think they do not trust on the medical staffs. We are
the ones who always behave in understanding and calmness; otherwise, we are aware that any argument may
happen.

G8: They are trying to load some work that we are not responsible for doing; even they are seizing our lunch
time, somehow. There is a nurse who behaves outrageously to us. Once, | tried to stand up against that nurse,
she immediately exaggerated me to blame. | encountered with the danger of being kicked out of the service. They
can insult us, for instance, they say that you are getting money here, so you have to do what is said to you. When
I encounter with that event, | am badly affected. | am crying and calling my teacher at that time. Patient relatives
also see us a prospective bride for their sons. They have a beef with us. They are always curious about us; try to
learn about us, as well. | pretend not to hear them and | try to draw their attention to the patients.

G9: | have almost no problems with the paramedics. They are very understanding and protective towards us.
Patient relatives cannot enter the clinic because of the risk of infection. Sometimes, if they try to break into it,
there are some small problems.

G11: The nurses are expecting much more work than we can do as though they had never been students. They
just leave their rooms and leave us alone in the treatments. | once said, "l ca not be sure that the patient's blood
pressure is very variable. “You measure very well, do not worry, save it," she replied. There are also secretarial
work which is done by the service staff; however, they request us doing those works such us cleaning the
treatment table, fulfilling the folders etc.,, which make me amazed how they can trust us anyway. Because | do
not want that the patient gets hurt, I do most of the work diligently, and | avoid arguing with someone. | have
never seen a patient relative being angry without a reason. If | do not deal with the patients and treat them on
time, they can account for it. If we behave in considerate and give confidence, they easily trust us.

G12: When | want to do non-calendar work, when | say "no, | will not do it", they act immediately and complain.
Sometimes they apply psychological pressure. They act as if we're not there. Patients were out of the policlinic
and the lunch break was approaching. Dr said to me, "Go get me some water from the crotch." | said, "Even if |
get it, | cannot come back, | am going to eat somethings" .l had to work for another week with the same Dr until
the end of the clinic, and he acted as though | was gone. Once | said "good morning" and | did not even get an
answer. I've never been able to make it to a doctor.

The importance of clinical practice in the transformation of theoretical knowledge into nursing education and
in the development of professional skills of nurse candidates is incontrovertible. In interviews, nurse candidates
stated that they had problems with other health personnel such as multiplying their workloads, making irrelevant
work, not seeing them as a teammate, applying various sanctions when they objected, and being exposed to
insensible and sometimes cruel behaviors. They also stated that they had problems with patient relatives who
sometimes acted selfishly as they saw nurses as servants, and who were always inclined to fight if nurses did not
act insightfully.

When communicating with the patients' relatives, it should not be forgotten that everybody has different
ilinesses and illness-related experiences, and no other stories that reduce hopes should be told to them. During
this process, listening to their affinity and sharing experiences can be considered the best emotional support. In
the treatment process in which the needs of the patient are emphasized, the patient relatives may neglect their
own troubles and needs. They may experience problems such as lack of sleep, irregular eating order, stress;
therefore; specialist support may be needed. Everyone wants to feel loved, valued, not alone in such a difficult
experience, and needs the support of their environment (Communication in Health module, 2015: 19).

Nurse candidates' views on the solution of the communication problems they have experienced
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It is accepted that communication and communication skills play a vital role in nursing education and
practice, and ineffective communication is one of the most obstructive factors in the quality and quantity of
health care (Ozcan, 2006).

In health services, the harmony and integrity between the patient- the staff, the patients' relatives- the staff,
and also the staff- the staff are very important in terms of the quality of the service provided. Student nurses in
education hospitals should be seen as a member of the health team and their opinions and suggestions should be
given importance to the problems experienced in communication. The answers given to the students for this
purpose are as follows.

G1: My suggestions; 1-Organize seminars on hospitals where respect for the doctor should be as well as for the
nurse. 2- To provide a trusting environment for good communication with patients and to answer all the
questions that the patient's relatives have. 3- Hanging hospital rules in each room and making them read. 4- In
the vocational courses we take in the school, there must be a lot of practical training in theory. Problems are
reduced if we are taught how to deal with the problems we have faced in the hospital instead of unnecessary
information and unnecessary vocational courses as the lessons are in the hospital environment.

G2: My suggestions; 1- Everyone has to mutually empathize with each other and understand each other in every
way. 2- Patients and their relatives need to break their prejudices against healthcare workers (especially against
male nurses). 3- Healthcare professionals should also be more caring, sincere and concerned about the illness.
4- It is necessary to educate both sides about how to communicate between patients and health workers. 5-When
we face such problems; we should be trained on where to go and what to do on both sides.

G3: My suggestions; 1- Patients should not regard health personnel as servants. 2- Behavior training should be
given to patients and their relatives. 3- Communication lessons should be applied. 4- Very angry patients and
health personnel should be trained for anger control. 5- Diseases should be carried out to destroy prejudices
against health personnel.

G4: My suggestion is that the psychology of the patient in the hospital should be very well considered and she
should be treated with empathy.

G5: My suggestions; 1- Every health staff must first empathize in the communication process. 2- The health
personnel should be respectful to the patients' rights and comply with certain rules and be continuously
supervised by a responsible person.

G6: My suggestions; 1- If | have a language problem with a foreign patient, I should get help from a interpreter.
2- If | have a problem with the relatives of the patient, | should warn them kindly and want them to go out. 3- |
should be patient, explanatory and obvious.

G7: My suggestions; 1- Nurses and relatives of patients should not be prejudiced against each other. 2- They
should show empathy towards each other. 3- You should be considerate to relatives of the patients and respect to
their thoughts. 4- We can encounter with some events that we have never learnt in communication course, so
context of that course should be enlarged.

G8: My suggestions; 1- First of all, | must say that the problems never happen unilaterally. Everyone in the
hospital is stressed. New reports should be written and read by everyone in the hospital such as hospital
management, doctor, nurse, patient, patient relatives etc. They should sign for accepting the report. 2-
Inservice trainings and conferences often should be given.

G9: 1- As we nurses, we are doing most of the tasks because we have a communication with the patients most
period of the time. We should show more tolerant, empathic and respectful manners to the patients’ ideas. The
courses we take are not enough, they just depends on memorizing. after a while we are completely forgetting
what we learned. We have to take communication courses every year. We must process all problems realistically
and practically in a broader context.
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G10: My suggestions; 1- We should not misjudge and judge the patient's thoughts and concerns. 2. We should
listen to the patients more carefully and try to understand them by showing our empathy. 3- We should not be
prejudiced against the patients. 4- We should behave respectfully to them and save their rights.

G11: My suggestions; 1- We have courses such as Communication in Health Services, Medical Ethics,
Psychology, Mental Health and Psychiatry. However, while the theoretical knowledge is forgotten until the exam
day, and things learned by experiencing are not forgotten. We should teach the lessons more comprehensive and
practical. We should take lessons from our past so that we could develop our relationship with the patients
positively. 2- First of all, we should not forget that no one comes to the hospital unless they are obliged, nor do
they not sleep in the clinic. Patients need healthcare and especially nurses' compassion and interest. We should
exhibit modest, cheerful, sympathetic, and positive behaviors. 3-Doctors should not distract the patient, they
need a solution-oriented approach to their treatment. They need to believe that they cannot treat without the
nurses and treat them more respectfully.

G12: Firstly, | think that we must communicate by giving consideration to patient psychology and giving
priority to their thinking. The solutions are not expected from just the nurses, everyone should carry out what to
do.

It was evident that students stated that they should first empathize while solving problems they experience,
that the lessons they see during the training reflect realistically the problems and apply them, that the patients do
not see nurses as servant and they should show them the respect they show to the doctors as well, that the
doctors should also be more respectful to the nurses, and that mutual-healthy communication techniques should
be given very frequently to all sides through in-service trainings.

A problem that nurse candidates have either observed or experienced, which affects them the most

In this section, experiences chosen from nurse candidates’ statements were described in the most realistic
way and tried to be given as case studies.

G1: Last year, when | started to work at the hospital, they said me to draw blood from a patient in the
Cardiology-1 Service. There were a 40-year-old man, a girl who might be my peer, some nurses and the interns
with me. | found the patient’s vein, when I draw blood, my hands thrilled. Then, the patient’s daughter screamed
and walked up to me but other staffs hindered her. She said how a bad nurse she is; she cannot draw blood from
my father etc. | was very frightened and excited. At that time, my teacher came, too. Together with the nurses,
they tried to calm the patient relative. The patient was affected by this situation, as well. The patient wanted the
nurses to draw his blood and | left the room crying. | could not draw blood for a while after the event and |
realized that | had not given the proper information to both the patient and the relative of him, nor | did give any
confidence. However, | took lesson from that experience; afterwards, when | came into the sickroom, the thing
that | did at first was taking the patient relative out of the room.

G2: | had a problem with a 40-year-old female patient while practicing in the gastroenterology service. The
patient was diagnosed with stomach cancer. She was in bed and was being monitored closely by the doctors. The
vital findings such as blood pressure, heart rate, and fever were being measured every hour. When | measured
her blood pressure, it was 100/70 mmHg. After | had said the result to her, she started to shout at me. " | am
high blood pressure patient, the result has never been so low like that, you have measured my blood pressure
wrong. " she said and other patients in the room supported her speech.

I never answered, | immediately left the room and called the nurse. When second nurse measured it, the same
result came out, but we called third nurse to make the patient sure got the same result and she was convinced at
the end. The nurses said to the patients that that intern student is the most hardworking one, if we do not trust
her; we will not allocate responsibility to her. Finally, the patient apologized from me, but | did not go there
again because | was afraid of facing the same situation again.

I encountered with the same event with a male patient too. When | went to the clinic, the patient did not believe
that | am a nurse because she was thinking the entire nurse should be female. | told the situation to the female
nurse, they treated that patient instead of me.
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G3: A 50-year-old woman who has heart disease said me that if you hurt me, I will beat you, be careful. | was
surprised hearing this. After drawing her blood softly, | came up with an explanation that we are just doing our
work; you should not talk to any paramedic like that. She again said me that you are younger; it was just a
warning to the interns. There is an attitude in the hospital that patients can tell what they want to the interns.

G4: While interning in the emergency hemodialysis unit, we had a 4-hour dialysis of a patient. The patient was
fainted on the way, and those who saw him brought him to the hospital. The patient was dialyzed without any
problems at first, but he said that he wanted to leave in a rude way for the last hour. The nurses in that service
told the man, if he had left here without completing the whole treatment, it would be harmful for his health, but
the patient did not care about the warnings, shouted at the medical staffs and he also cursed. That’s why, the
nurses finished the treatment and sent the man. | think that if they had tried to understand each other and had
explained their situations well, maybe that kind of event would not have happened.

G5: | was going to administer intravenous fluids to the patient. | adjusted the flow rate of the drug. Only 5
drops per minute were needed, and this could cause sudden death of the patient if the fluid flows fast. | told the
patient and the patient relatives many times about the importance of the situation. | told them never to play with
the serum. | was influential in myself, and I thought they wouldn't do that. 10 minutes later, when | was getting
out of another sickroom, | heard that the patient relative was saying to the nurse that that serum was over. We
were surprised; we went to the sickroom to understand the situation. We realized that the patient had changed
the serum cramp. The relatives of the patient were constantly blaming the patient. The patient was saying how |
can wait for finishing it. The assistants and nurses came immediately, they removed the patient's relative and
they provided immediate treatment to the patient. | thought | would have done this before. Fortunately, nothing
happened to the patient. | was relaxed but it has been an experience | would not forget for a lifetime. | have
learned that the patient and the patient will never be trusted in such an important treatment. When she saw that |
was very scared, the nurse said, "Do not be afraid, do not lose confidence, the result is satisfactory, but be more
careful after that because you are an intern, nothing happens to you, but we can have a trouble then.

G6: When I was working at intensive care unit, a male patient’s forebrain lobe had been taken out. He was
making trouble during the treatments, he did not want be touch by anyone, so | could not inject to him. | was a
bit afraid of him. The nurses came and kept his body tight so that they could apply the treatment. | do not know
whether it was a proper behavior or not, but | think it was the easiest way of treatment. If the patient had been
given full confidence and approached with compassion to him before the surgery, | think he would not have
forced us so much. It have been 6-7 months up to now, | cannot treat the patients in that case.

G10: When we administered quad bandage to the patient who had venous insufficiency, he was constantly in
trouble, criticizing the bandage we made. When we checked, he said that the bandage was tight. We tried a lot
to convince the patient. He went away, though not very convinced. After 5 minutes, | tried to get in the other
sickroom while | as treating another patient. We took the patient in, checked the bandage for relief, and talked to
him more clearly, and then he had made sure of the dressing and went to his room. | learned that the tone of
speech and the way of speech are very important in communication. | think it is necessary to apply this method
in difficult cases.

These experiences of nurse candidates were more related with clinical practice, which enabled them to
practice many applications by learning the form of communication and behavioral roles. Nurse candidates have
learned how important it was to be more careful when applying treatment and to make an effective explanation
to the patient (G5), that they will be more beneficial to the patient with correct and positive communication when
they meet with difficult patients (G1, G2, G3, G10), and not to take role models their future fellow colleagues’
misconducts (G6) in this way. The events that nurse candidates who were taking a new step towards adulthood at
the end of the adolescence period have had a great impact on them. When they were in business, these
experiences will make them more responsible and cautious.

Clinical practice areas enable nurse candidates to observe role models, take responsibility, practice according
to the patient's clinical chart, make decisions and work as a team member. The clinic gives students the
opportunity to learn and practice by practicing the theoretical knowledge learned in the school environment in
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real environment. It also helps them to observe that different professions work together in harmony and to be
part of that harmony. While it provides them self-confidence and being well-equipped when they participate in
clinical practice, it also minimizes their mistakes in the applications on the patient (Ozcan, 2006: 238).

Clinical teaching provides nurse candidates with psychomotor skills and intellectual learning, problem
solving, effective use of time, professional decision-making skills, and creative skills. In education & research
hospitals, it is the practice of one person (the candidate) to practice on another (patient) in order to gain
psychomotor skills. In this context, there was a high probability that ethical problems will be faced in these kinds
of environments, where both education and treatment and care of patients were made. Ethical problems may be
experienced as ethical violations towards patients and students and ethical dilemmas. The patient was the party
demanding care, and the nurses are the party holding the care giving power. Therefore, this situation can imply
that the patient is dependent on the nurse herself. As a result, patients were forced to comply with rules that
require them to act in a dependent manner. One such practice is for nurse candidates to be trained, in order for
the clinic workload to be lessened and to show the patient as if the treatment was obligatory when he / she refuse
it. In this case the patient's autonomy is left behind G2: "Older nurse sisters said “she was the most hard-
working student of the service, we wouldn’t leave it to her if we didn’t trust her."”

The reason for this practice may be that the nurses see the benefits of the students as superior. Maybe they
are not even aware of the autonomy of the patient. By taking such an action, the nurses may want to reduce their
workload and provide benefits them. Because the nurse candidate is more inexperienced than the nurses, on the
other side, while taking care of the patients' interests, there is a risk of harm to the patients. For example, it has
been many times in hospitals that the candidate be anxious and excited during the application on a patient who
has been intramuscularly injected. G1: “I've detected the vein of the patient, just as | was getting it right, my
hand trembled and the patient's daughter suddenly started screaming "'. When the patient notices this, he wants a
more experienced nurse to do it G1: "The patient was influenced by this situation and said," Let the nurse get it.
1 left the room crying. I didn’t draw blood for a while.” The nurse, considering the benefits of the nurse
candidates, generally applies the method of persuading the patient and allows the nurse candidate to do the
application. She also had the risk of making a mistake because she was excited. The patient may develop a
complication due to this mistake, or the candidate may harm herself. For example, after injection, the needle can
cut into her hand. Teachers and clinical nurses should always be there for nurse candidates to avoid such
problems. When nurse candidates are practicing, nurses should be constructive and supportive rather than
pressuring on the practice, and should communicate effectively, reducing the anxiety of the candidate (Aydogan,
2016).

Since 2007, male students have started to be accepted to nursing schools again. The existence of men in
nursing, which is known as women's profession, is a situation that society has not yet embraced. For this reason,
male nurse candidates are sometimes discriminated against by patients and their relatives. G2: "l also
experienced a similar case with a male patient. He said “Is there even a male nurse? You are not a nurse, you
are a technician, don’t touch me!” 1t was thought that this will be taken over in time with the increase in the
male nurses in application areas. It should be ensured that clinical education can provide expected contributions,
that the fields of practice in clinics be regulated for the benefit of nurse candidates and that patient and patient
relatives training also be effective (Ergdl & Kiirtiincii, 2013: 65). Because, nurse's in-service trainings and
patient and close relatives trainings are adult education and the principles of adult training apply (from Ay, 2007
act: Ergol & Kiirtiincii, 2013).

Adults should be willing to learn for themselves. Their self-confidence should not be impaired during
learning activities. Adults have personal concerns and need a safe environment (Gokkoca, 2001 cited in: Ergol &
Kiirtiincii, 2013). However, violence in the workplace that causes psychological problems such as loss of self-
esteem and self-esteem in individuals, irritability and lack of attention is an important issue in the healthcare
sector, which is the field of application for nurse candidates (ILO, 2002 cited in: Ergol & Kiirtiincii, 2013:69).

Conclusion, Discussion and Suggestions

The profession of nursing was still trying to prove itself medically in our country. However, though the
medical model focuses on organs or system diseases, the issue that the patient care requires effective
communication does not take up much space. While the nurse has an intensive interpersonal communication
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with the individuals she serves, the orientation usually refers to the medical procedures that are related to the
patient's illness. There were many successful nurses who had developed themselves medically. These people can
provide the patient with good physical care, but due to many reasons, it is not always possible to treat the
patients considering their mood. However, most of the complaints of the patient and his family are related to the
forms of interaction and communication between the people. The reciprocal negativities among the patient,
relatives, nurses and young nurse candidates are due to the fact that their communication skills of nursing care
was not developed as much as the physical medical care skills (Ozcan, 2006: 16).

That nurse candidates must be aware of their interaction with the people they care for, was required for
the professional patient care they will give when they are soon to be employed in the profession. This feature
was also a process that determines the quality of professional practice. For this reason, candidates need to
deliberately examine and improve the quality of their communication with the patient.

In this study, communication problems between nurse candidates and patients, relatives and other health
personnel were identified and named. Besides, the problems that nurse candidates have experienced only in the
interviews were not determined, and their suggestions for solution of these problems were also found important.

Nurse candidates have faced more consciously with the communication problems they have experienced
through interviews, have become aware and have expressed their desire to become helpless after converting the
experiences they have experienced into knowledge and solutions. It is expected that they will also include
communication skills in the plan when planning patient care in their future professional lives.

Younger candidates who have not earned the status of an adult yet serve most of the sick individuals to
whom they serve and find evidence that they do not yet fully develop self-development and self-recognition
processes, nor do they have adequate knowledge of the developmental stages and education of adults.

Younger candidates who have not yet grown up to be adult individuals mostly serve adult individuals, and
the findings of the research show that they do not yet fully develop self-development and self-recognition
processes, nor do they have sufficient knowledge of adult developmental stages and education. While taking
health education, they transfer their theoretical knowledge only by taking the behaviors of clinical nurses as an
example together with their own short experiences.

Nurse candidates have experienced problems with their patients in hospitals such as crying, grieving,
language problems, unnecessary requests, harm to the environment, expulsion from the room, inadequate
hygiene, sightings like sexual objects, prejudices, which they tried to cope with by informing the nurses. Their
experiences increased as the length of the internship extended, and factors such as listening and understanding
the patient and increasing the ability to care increased their confidence.

While they have problems with unnecessary and irrelevant workloads, ruthless and disrespectful behaviors
with other health personnel, they have also experienced problems such as being seen as servants, selfishness and
aggressive behaviors with patients’ relatives.

While practicing medical treatment during the clinic internship, some of the events that occurred in time to be
seen as routine, ordinary and normal behaviors were understood by the nurse candidates to be important and
absolutely necessary communication mistakes that have to be solved, and they have come to a conclusion that
they have realized important things through experiencing.

It was understood that the communication lessons they received during the training were not very effective in
clinical practice because they were more theoretical, they did not fully reflect real events and experiences, and
because adult education concepts and techniques were not included.

Although there were no indicators and data related to the economy within the scope of the research, and
health communication and economic relations are not reflected; it can be said that there was a high level of
significance relation between health communication and health economics. It was clear that the communication
problems experienced in the hospitals delay the duration of the treatment and recovery as the patients increase
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their anxiety and fear and refuse the treatment. Thus, the length of hospital stay will be longer and the frequency
of referral to the hospital will increase, which will increase the health care expenses of the government.
Nevertheless, if a good quality health education programs were provided to individuals by using positive
communication techniques for effective, preventive and early diagnosis where adult education techniques were
applied in primary health care services before coming to secondary health care hospitals, it can be predicted that
a considerable amount of savings will be provided in the share of health that Ankara has allocated for health
services.

It was advised to conduct research in a broader sample of nursing and medical education schools, to organize
trainings to develop problem-focused coping and communication skills for nurse candidates, to open a new
course under the name of adult education in all educational institutions that provide health personnel or to
include adult education subjects in the scope of related courses, to continue providing the education of effective
communication techniques, to add topics that improve effective listening, comprehension and empathy skills in
accordance with the educational levels of patients and their relatives.
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Yetiskin Egitimi Acisindan Hemsire Adaylar: fle Hastalar Arasindaki
Tletisim Sorunlarinin Degerlendirilmesi

Giris
Son yillarda iletisim tizerinde énemle durulmaktadir. Ciinkii iletisim, kisilerarasi iliskilel.rde anahtar gorevi
gormekte ve kisilerarasi siiregte zaman zaman iletigimi zorlayan durumlar yasanabilmektedir. Iletisim ve iletigim

becerilerinin, hemsirelik egitiminde ve uygulanmasinda yasamsal bir rol oynadig1 ve saglik bakiminim nitelik ve
niceliginde engelleyici faktorlerin basinda etkisiz iletisimin geldigi kabul edilmektedir (Ozcan, 2006:98).

Kron (1966), hemsirelik okullarin1 ve saglik kurumlarini, otorite ve giiciin tepede toplandigi kurumlar olarak
tanimlamustir. Kron’a gore hemsireler, fedakar, algak goniillii ve bagkalarma hizmet eden kisiler olup diisiince ve
duygularmi sdylemeleri pek istenmez. Hizmet edecek bir rol i¢in hazirlanirlar. Saglik ekibinin bir parcasi
olmalar1 beklenir, ama karar mekanizmalarinda yer alamazlar. Oylesine mesgul olmalar1 saglanir ki, haklarmi
bile gdzetemeyecek duruma gelirler (Kron, 1966 dan akt; Ozcan, 2006).

Hemsire yetistiren okullardan, 6grencinin 6zgiiveninin yiiksek olmasi, kendi kararlarni verebilmesi, yaptig
uygulamay1 bilerek yapmasi, bunalti, caresizlik ve yorgunluktan dogan 6fkeyi hastalara ve onlarin yakinlarma
yonelterek iletisim ¢atigmalarina neden olmamasina yonelik egitim verilmesi ve bu dogrultuda 6grencileri
yiireklendirip cesaretlendirmesi beklenir. Hemsire adaylari, Beceri Egitimi ve Staj yaptiklar1 saglik kurumlarmda
meslektaslarindan da boylesi destekler aldiklar takdirde, birey ve meslek iiyesi olarak kendilerini gelistirecek ve
dogru hedef ile ¢oziim yontemi belirleyerek hastalarla yasadiklar1 sorunlar1 ¢éziimleyebileceklerdir (Ozcan,
2006).

Saglik kurumlarinda, 11 ve 12. smiflarda haftada 3 giin 8 er saat Beceri Egitimi yapan Anadolu Saglik
Meslek Lisesi Hemsirelik Boliimii 6grencileri de klinik ¢alismalarda bakim uyguladiklari yetiskin hasta
bireylerle birgok iletisim problemi yasamaktadir. Bu da saglik hizmeti sunumunda ve aliminda sorunlara neden
olmaktadir. Bu arastirmada Anadolu Saglik Meslek Lisesi 12. sinif &grencisi bir grup hemsire adayimin, staj
yaptiklari kliniklerde hasta bakimi hizmeti ve ihtiyaglarina gére hastalara hasta egitimi ve saglik egitimi hizmeti
sunarken karsilastiklart giigliikleri, yetiskin hastalarla aralarinda yasanan iletisim ¢atismalarmi ve yasadiklar
sorunlari, kendilerinin goriisleri dogrultusunda belirlemek ve bu sorunlari yetiskin egitimi agisindan
degerlendirmek amaglanmistir. Bu amag dogrultusunda asagidaki sorularin yanitlart aranmaistir.

1- Katilimcilarin demografik 6zellikleri nelerdir?

2- Hemsire adaylarinin ¢alistiklari kliniklerde hastalarla yasadiklar1 sorunlar nelerdir?

3- Bu sorunlar ne tiir iletisim ¢atigmasi yaratmaktadir?

4- Yasadiklar sorunlar karsisinda neler yapmaktadirlar?

5- Hasta yakinlar1 veya diger saglik ¢alisanlari ile de sorun yasamakta midirlar?

6- Yasadiklar1 sorunlarin ¢6ziimiine iliskin onerileri var mi1?

Bu arastirma, 21 Nisan — 09 Haziran 2017 tarihleri arasinda, Ankara Numune Egitim Arastirma Hastanesinde
Beceri Egitimi yapan dokuz, Ankara Yiiksek Ihtisas Egitim Arastirma Hastanesinde Beceri Egitimi yapan ii¢
ogrenci olmak iizere toplam 12 hemsire adayi ile yari yapilandirilmig goriisme formu kullanilarak yapilan
goriismelerden elde edilen bulgu ve gorislerle siirhidir.

Yontem

Bu ¢alisma nitel bir arastirma teknigi olan yar1 yapilandirilmis gériisme teknigi kullanilarak yapilmistir. Yari
yapilandirilmig goriisme tekniginin aragtirmactya sundugu en 6nemli kolaylik, gériismenin 6nceden hazirlanmis
goriisme protokoliine bagli olarak siirdiiriilmesi nedeni ile daha sistematik ve karsilagilabilir bilgi sunmasidir. Bu
yoniiyle egitim bilim ¢aligmalarina daha uygun bir arastirma bigimidir (Yildirim ve Simsek, 2005)

Cahisma Grubu

Bu arastrmanin ¢alisma grubunu MEB Anadolu Saglik Meslek Lisesi Programi, Hemsirelik Bolimdi, 12.
sinifta 6grenim gormekte olan ve Ankara Numune Egitim ve Arastirma Hastanesi (ANEAH) nde ve Ankara
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Yiiksek Ihtisas Egitim ve Arastirma Hastanesi (AYIEAH) nde haftada 3 giin 8’ er saat beceri egitimi yapan 12
hemsire adayi olusturmaktadir.

Adaylarin12. siniflardan seg¢ilmis olmalarinin nedenleri sunlardir:

11. sinifta da haftada 3 giin 8 er saat beceri egitimine ¢ikmis olmalar1 ve yaz staji yapmalar1. Ayrica meslege
atanmalarima kisa bir siire kalmigken hastalarla yasadiklar1 iletisim sorunlariyla yiizlesip, farkindalik kazanmalar1
ve ¢Oziim yollar1 lireterek gelecekte daha bilingli ve profesyonel bir etkilesim kurmalaridir.

Arastirmanin adi gegen hastanelerde yapilmis olmasinin nedenleri sunlardir:

1- Ankara Numune Egitim ve Arastirma Hastanesi, 1800 1i yillardan beri hizmet veren, Ankara’nin en
eski saglik kurulusu olup, giinimiizde personel sayisi, hasta sayisi, tedavi ve bakim basarisi, hasta ve hasta
yakinlarmin sosyolojik, psikolojik ve kiiltiirel 6zelliklerinin Tiirkiye mozaigini tam olarak yansitmasi, vaka
gesitliligi ve ayni zamanda egitim hastanesi olmasi sebebiyle Ogrencilerin teknik bilgi, beceri, gorgii ve
deneyimlerini zenginlestiren bir kurumdur. Bu hastaneden, 1 erkek, 8 kiz olmak iizere toplam 9 hemsire aday1
ile ile goriisme yapilmistir.

2- Ankara Yiiksek Thtisas Egitim ve Arastirma Hastanesi, Ulkemizin en biiyiik Ozel Dal Hastanelerinden
birisi olup 50 yili askin bir siiredir, dzellikle Kalp Damar Cerrahisi Alaninda, biiyiik basarilar gostermis
kadrosuyla ekip c¢alismasma iyi bir Ornektir. Hemsire adaylar1 bu hastanede mesleki acidan kendilerini
gelistirebilmektedir. Bu hastaneden de 1 erkek, 2 kiz olmak iizere toplam 3 hemsire adayi ile goriisme
yapilmistir.

Veri Toplama Araclari

Goriigsmeler 21 Nisan — 09 Haziran .2017 tarihleri arasinda,staja ¢iktiklar1 giinlerde, islerin daha az yogun
oldugu 6glen ve aksam saatlerinde, hemsire adaylarinin calistiklar1 kliniklerin sorumlu hemsirelerinden izin
alinarak yapilmigtir. Adaylara, goriisme protokolil ve 7 sorudan olusan goériisme formu olusturulmus, her biriyle
15 — 25 dk araliginda rahat ve serbest yanitlar vermeleri amaciyla bireysel goriisme yontemine uygun goriismeler
yapilmistir.

Goriisme sirasina gore goriismeciler G1,G2 seklinde sirasiyla numaralandirilmislardir. Tiim goriismeler,
karsilikli ve etkili dinlemenin gerceklestigi, samimi, giivenilir ortamda, goriisme protokolii okunarak
gerceklesmis olup verilerin daha saglikli bir sekilde tutulabilmesi icin ses kayit cihazina kaydedilmistir.

Aragtirma verilerinin ¢dziimlenmesinde betimsel analiz teknigi kullanilmistir. Betimsel analiz; elde edilen
verilerin daha 6nceden belirlenen temalara gére 6zetlenip yorumlandigi, goriisiilen bireylerin goriislerinin ¢arpici
bir bicimde yansitmak amaciyla sik sik dogrudan alintilarin kullanildigr ve elde edilen sonuglarin neden sonug
iligkileri ¢er¢evesinde yorumlandigi analiz teknigidir (Yildirim ve Simgek, 2005)

Goriisme kayitlar yazili hale getirilmis, elde edilen veriler arastirma sorulari ¢ergcevesinde yorumlanmistir.
Bununla birlikte verilerin betimsel ¢oziimlemesinde goriisme yapilan Ogrencilerin goriislerini yansitmak
amaciyla sik sik dogrudan alintilara yer verilerek elde edilen bulgular diizenlenmis ve yorumlanmis bir bigimde
sunulmaya calisilmustir.

Hemsire adaylarinin goriisleri gizlilik esasina dayanilarak isimleri verilmeden kodlanarak aktarilmistir. Buna
gore her goriisme “G” olarak kodlanmus, goriisme sirasina gore her adaya “G1, G2, G3, G4, G5,...G12” seklinde
bir numara verilmistir.

Bulgular ve Yorumlar

Arastirmanin bu boliimiinde, goérligme formunda yer alan sorular problemlere gore gruplanmis ve bulgular
sunulmustur. Hemsire adaylari, demografik olarak benzer 6zelliklere sahip olmakla beraber, yaslar1 17 ile 19
arasinda degismekte ve 2’si erkek 10°u kizdir. 12. smifta 6grenim goérmekte ve 2 yildir hastanelerde haftada 3
giin 8’er saat beceri egitimi yapmaktadirlar.

992



Yetiskin Egitimi Agisindan Hemsire Adaylari {le Hastalar Arasindaki fletisim Sorunlar:

Hemsire adaylarimin goriisme sirasinda beceri egitimi yaptiklar klinikler ve bu kliniklerde tedavi olan
hastalarin demografik bilgileri

Hemsire adaylarinin yiiz yiize geldigi her yetiskin hastanin kendine 6zgii yonleri vardir. Her hasta bireyin
kendini, yasini, hastaligmni, hastanede yatisini ve uygulanan tedavileri algilayisi farkli oldugu igin, bunlara
gosterecegi tepkilerde farkli olacaktir. Bireyi tanimak i¢in hemsire adayinin 6nce bilgi toplamasi gerekmektedir.
Bilgileri, hastanin dosyasindan, hekiminden, diger hemsirelerin gozlemlerinden ve hastanin yakinlarindan
dolayll olarak veya hastalarla kurdugu kisileraras: iliski boyunca hastayla dogrudan etkilesime girerek,
gozlemleyerek ve ipuglarmi degerlendirerek dogrudan toplar (Ozcan, 2006).

Hemsire adaylarindan G1, G2, G7 ve Gl1, Hastanelerin Dahiliye Kliniklerinde (Kardiyoloji,
Gastroenteroloji, Hematoloji, Genel Dahiliye), G3, G8 ve G9 Cerrahi Kliniklerinde (Uroloji, Genel Cerrahi,
Gogiis Cerrahisi), G5, Acil Tip Kliniginde, G4, G6, G10 ve G12 ise gesitli Polikliniklerde (Cocuk, Kronik Yara,
Karaciger Safra) staj yaptiklarini sdylemislerdir.

Hizmet sunduklar1 hastalarin demografik bilgilerine yonelik olarak da G4 disindaki tiim adaylar 35 — 45 yas
araliginda ve ¢ogunlukla erkek hastalarla karsilastiklarini belirtmislerdir. G4:” Yenidogandan baslayip 17 yasina
kadar olan ¢ocuklar geliyor. Kiz erkek oranlart ayni” demistir.

Hastalarm egitim durumlarmni G2: “Ilkokul mezunu ¢ok olmasinin yamnda hig egitim gérmemis hastalarin da
fazlaca olmast dikkatimi ¢ekiyor”, GT7: “En ¢ok ilkokul mezunu, ama lise ve iiniversite mezunlarimin sayist da az
degil” seklinde belirtirken, diger adaylar hastalarin ¢ogunlukla ilkokul mezunu oldugunu ifade etmislerdir.

Hemsire adaylarmnin ifadelerine gére bulgular gostermektedir ki, farkli kliniklerde staj yapmalarina ragmen,
karsilastiklar1 hastalarn biiylik ¢ogunlugu yetiskin, erkek ve ilkokul mezunu bireylerden olugmaktadir.

Goriisme devam ederken “Bu yas grubundaki yetiskinlerle iletisim kurmakta giiclik c¢ekiyor musunuz”
sorusu yoneltildiginde adaylardan; G3 ve G9: “Genel olarak, anne, baba, akrabalar géziimiin oniine geliyor,
onlara davrandigimiz gibi yaklagmak istiyorum, fakat hastanmin simarmasini istemiyorum, ozellikle erkek
hastalar tarafindan yanls anlasimaktan korkuyorum, beni donemsemez diye diigiintiyorum, mesafeyi
ayarlayamamaktan korkuyorum, iletisimi baslatmakta bazen giigliik ¢ekiyorum” gibi yanitlar vermislerdir. Bu
hemsire adaylar1 (G3, G9) yetiskinlerin gelisim dénemlerine 6zgii davranis 6zellikleri konusunda yeterli bilgiye
sahip olmadiklari, kendini tanima siirecinin heniiz tam gelismedigi ve benlik gelisimlerini de meslek iliskisini
yeterince kurmaya yonelik olarak heniiz tamamlamadiklar1 diisiiniilmektedir. Diger 10 aday ise iletisim kurmakta
zorlanmadiklarin ifade etmislerdir.

Hemsire adaylarimin, hasta bakimi hizmeti sunarken karsilastiklar iletisim sorunlari

Saglik kurumlarinda yasanan ve iletisimi engelleyen zor durumlar hekim, hemsire ya da hastadan,
hastaliktan, tedavinin basarisizligindan, saglik sistemindeki sorunlardan ve sosyal destek yetersizliginden
kaynaklanmaktadir. iletisimi engelleyen davranislari olan hastalar genellikle “zor hasta” veya “problemli hasta”
olarak tanimlanir (Macdonald M. 2003, akt: Goéral, 2011). Yapilan ¢alismalar gostermistir ki 20-40 yas arasi,
igsiz, egitim seviyesi disiik, kisilik bozuklugu olan ve ¢cogunlukla erkek hastalar zor hastalardir (Koekkoek B.,
Meijel B., Hutschemaekers G. 2006, akt: Géral, 2011). Ayrica, zor hastalar daha ¢ok ige doniik, siirekli istekleri
bulunan, ikincil kazan¢ saglama amacinda olan, agressif, tehlikeli, ilgi bekleyen, aglayan isbirligi yapmayan,
sozel iletisim kurmayan, kural tanimayan, anksiyetesi yiiksek, yalan sdyleyen, korkmus, inatci, kafasi karismus,
bastan c¢ikarici, kirici, agiklanamayan semptomlar: (hastalik belirtisi) olan, hijyeni kotli olan, bakim ve
tedavilerine uymayan, hastaliklarini inkar eden hastalar olarak belirtilmistir. Ayrica zor hastalar en ¢ok, cerrahi,
kardiyoloji, pediatri, geriatri, psikiyatri, onkoloji klinikleri ve acil servislerde goriilmektedir (Wolf Z.R., Smith
G.R.,2007:akt,Goral, 2011).

Hemsire adaylarinin, hizmet sunduklar1 hastalarin, yas gruplari, ¢ogunun erkek olmasi, staj yaptiklari

klinikler agisindan zor hastalarla karsilagmalar1 ve iletisim sorunu yasamalar1 kagmilmaz gibi goriinmektedir.
Sorunlara iligkin hemsire adaylarinin yanitlar1 soyledir.
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Gl: Calistigim klinikte hastalarin kalp hastast olmast ve uzun stire hastanede kalmalar: sorunlart arttiryyor. Cok
endiseliler, kaygililar. Islem yapmaya gittigimde cok sert tepki veriyorlar. Sen git, hemgire gelsin, bana dokunma
gibi ifadelerle bagiryorlar. Biitiin hastalar ayni seyi yapmasa da genellikle erkek hastalardan aym tepkileri
alryorum. Hastalar siirekli geziyor, bu yapacagim tedavi saatlerini aksatiyor. Cikip aramak zorunda kalyyorum.
Tedavi ve bakim zamanlarina itiraz ediyorlar ve tedaviye karsi ¢ikiyorlar “daha yeni yapmistin ignemi, yine mi
tansiyon dlgeceksin ”gibi ifadeler kullaniyorlar. Bazen oral yoldan verecegim ilaci koridorda gezerken igirmek
zorunda kalabiliyorum.

G2: Cok fazla iletisim problemi yasadigim soylenemez. Ama bazi hastalar, hastaliklart ve hastane
psikolojisinden dolayr sorun yaratabiliyorlar. Uygulanmast gereken tedaviyi reddediyorlar. Erkek oldugum igin
bir¢ok uygulamayr bana yaptirmak istemiyorlar, “senin elin agirdir ¢ok acitirsin” diyorlar. Bazilart hemen
iyilesmek istiyor, sikintilar uzun stiriince de sinirlenip bagirp ¢cagirarak, kiifiirler sarfederek, serum setini sékiip
atarak, aglayarak, davrams bozuklugu gésterebiliyorlar. Tedaviyi yarim birakip hastaneden gidenler de oluyor.
Hemgirelere, ozellikle de dgrenci hemgsirelere karst ¢ok onyargililar. Doktorlart gelince daha sakin ve saygili
oluyorlar.

G3: Bizim serviste problem yasamamak miimkiin degil. Hastalarda bize karsi ¢ok fazla én yargi var. Erkek
hastalar fazla olduklar: igin aswri sinirliler. Bazen agrilara dayanamayp ¢iglklar atryorlar. Bu beni ¢ok
endiselendiriyor. Hemen yanlarina gitmek istiyorum, fakat hemgire ablalar engelliyor. “Agr kesicisini yeni
vaptik, dikkat cekmeye ¢alisiyor simdi gecer agrisi, susar” diyorlar. Ne gariptir ki doktoru gériince de “agrim
azaldi ¢ok iyiyim” diyorlar. Gereksiz isteklerde bulunabiliyorlar, érnegin, “sigaran varmi? bana sigara bul,
camm kebap istedi ziyaret¢im getirecek sorun ¢ikarmayin” gibi. Tedavi saatlerinde yerlerinde durmuyorlar.
Saatleri kendilerine gére ayarlamak istivorlar. Ozellikle bizim islerimize siirekli miidahale ediyorlar. Bazen
erkek hastalarin bakislari, tavirlari ve sozlerinden beni cinsel obje olarak gordiiklerini zannediyorum. Ama
ogretmenlerimin  telkinlerini ve hemgire ablalarin davramslarimi ornek alarak kolay atlatryorum. Son
zamanlarda yabanct uyruklu hastalarimizda oluyor. Onlarla da dil problemi de yasiyorum.

G4: Cok sik olmasa da zaman zaman problem yasiyorum. Cocuk polikliniginde ¢alistigim icin hasta yakinlariyla
daha ¢ok yaswyorum. Cocuklar muayenede dr a ve bana zorluk ¢ikariyorlar. Poliklinikte ayrica bir hemgire
bulunmadigindan teskin etmek dikkatini baska yonlere ¢ekmek bana kaliyor. Eger yabanct uyruklu ise isimiz
iyice zorlastyor. Cocuklar ¢ok korkak ve ajite oluyor. Ayrica, hijyeni ¢cok bozuk ¢ocuklar gelebiliyor. Yakinlarina
egitim vermek gergekten ¢ok zor oluyor.

G5: Hastalarla iletisim problemi ¢ok yasamiyorum. Bizim serviste hastalar ¢ok uzun tutulmuyor, sirkiilasyon ¢ok
fazla acil miidahaleleri kontrolleri yapilip diger kliniklere ve hastanelere gionderiliyor. Servis ¢ok kalabalik
hasta yakinlar: ¢ok telasli ve sinirli onlarla daha ¢ok yasiyorum.

G6 ve G10: Hergiin 10 hastadan en az 3’iiyle problem yastyorum. Cok stresli ve yogun bir poliklinik. En ¢ok
karsilagtigim problem hastalarmm énerilen tedaviye uymamasi. Dr un verdigi ilaci kullanmama, evde yara
bakimint diizenli yapmama. Soylenenleri yapmadan kontrole geliyorlar, iyilesme gerceklesmedigi icin tedavileri
uzuyor, bu seferde beklentileri yerine gelmiyormus hissine kapilip dfke saciyorlar. Il disindan gelen ¢ok hastamiz
var. Yatarak tedavi gorecekleri yatak sayisi ¢ok az oldugundan kalacak yeri ve parast olmayanlar hijyenik
olmayan ortamlarda kalabiliyor. Buda yaramin iyice biiyiimesine, gangren gelismesine ve hatta ayagin
kesilmesine kadar gidebiliyor. O yiizden oncelik hep kendilerinde olsun istiyorlar ve tedavi sirasini
gozetmiyorlar. Ikna etmekte cok zorlaniyorum. Okuma yazma bilmeyenlere ilacin kullammim anlayacag dilde
anlatmak ta zorlanwyorum. Zira iyi anlasinlar diye defalarca tekrarlasam da “nasil yapacaktin® diye
sordugumda yanlis cevap verince beni hi¢ dinlemedigini diisiiniip sinirlenebiliyorum. Ama yine de yansitmamaya
calistyorum. Bircogu haklarini bilmiyorlar ve tedavi onceligi ve yatak bulma konusunda diger personeller
tarafindan haksizliga ugrayabiliyorlar. Bunu gézlemledigim zamanlarda da 6grenci oldugum icin miidahale
edemiyorum ve ¢ok iiziiliiyorum. Ayrica yabancilarla dil problemi de yagiyorum. Terciiman esliginde iletisim
kurmaya ¢alistyorum. Bu da ¢ok zor oluyor.

G7: Hastalarin ¢ogu kanserli olduklart icin ¢ok hassaslar. Bizim mimiklerimizden bile anlam ¢ikaryorlar. Cok
Jazla, bazen de soru soruyorlar.(5 dakikada bir saat kag, bugiin haberleri dinledin mi, falan dizinin sonu ne
oldu, sen evli misin veya arkadasin var mi”’vb. Ogrenci oldugum igin beni tecriibesiz goriiyorlar. Tedavilerini
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yaptirmak istemiyorlar. Hastaliklarimin gidisati ile ilgili onlardan bir seyler saklanyyormus gibi diisiiniip beni
gordiikleri yerde “dr veya hemsgire vizitte soyle dediler (t1bbi terim olarak) bu ne demek, ben kotii miiyiim, neden
aileme haber vermiyorsunuz” gibi sorular karsisinda bazen bunaltyorum ve ne cevap verecegimi sasiryyorum.
Bazende ac¢iklama yapsam bile bir siire sonra aym sorularla karsilasinca beni hi¢ dinlemediklerini
diigtiniiyorum. Maske takmak ve ellerini ¢ok sik yikamak onlara zor geliyor. Kontrollerde hatirlatinca da ters
cevaplar verebiliyorlar, “sana ne, sen kimsin, anladik git buradan, beni mi takip ediyorsun, sende yettin artik”
gibi. Ama hemgire ablalara veya doktorlara béyle cevaplar veremiyorlar.

G8: Hastalar kiinikle, hastahklariyla ve benim gorevierimle ilgisi olmayan gereksiz  sorular
soruyorlar.Cogunlukla cevap vermiyorum veya gegistiriyorum. Bu seferde ben duyacagim sekilde “suratsiz
hemsire” kimligini yapistirtyorlar ve iftiralar bularak hemsire ablalara sikayet ediyorlar. Bu durumda o
hastayla iletisimimiz tamamen kopuyor. Ayrica EKG ¢ekerken kadin hastalar erkek arkadaslar: istemiyorlar
hatta onlara tedavilerini de yaptirmiyorlar. Dr konusunda cinsiyet énemli degil ama biz olunca ayrima
gidiyorlar bu da problem yaratiyor. Bazi hastalarda her seyi ¢ok bildiklerini diisiiniip uygulanan tedaviyi
begenmiyorlar, ayrintili sorular soruyorlar, baska yerlerde de tedavi olmugslarsa orast ile kiyaslamalar yapip
bizi elestiriyorlar. Bu durumda o hastayla ¢ok fazla iletisime girmeden igimi yapip ¢ikiyorum.

G9: “Ogrencilere karst én yargili olduklarindan uygulamalar: yaptirmak istemiyorlar. Hosgoriilii oldugumda
sorun biiyiimiiyor, biiyiirse de hemsire ablayr ¢agiriyorum. Geri g¢ekiliyorum. Bunun disinda pek sorun
yasamiyorum.”

G11: Ben en ¢ok hastamn tedaviyi reddetmesi, yaptigim isleri sorgulamasi, gereksiz isteklerde bulunmasi gibi
iletisim sorunlart yasyorum. Dil problemi yasadigim hastalarim da oluyor.

G12: Calistigim poliklinikte hemen hergiin muayene sirast ve hastalarin birbirlerinin siralarini gaspetmesi
sonucu kavga ¢ikiyor. 65 yas iizeri oncelikli olunca durumu daha acil olan hastalar buna itiraz ediyor.
Poliklinikte ¢ogu kez bu kargasayla tek basima basa ¢tkmak zorunda kalyyorum. Hastalar anlatmaya ¢alistigim
her seyi hakaret etmis gibi goriiyor ve siirekli catistyoruz. Iceri girince beni yapmadigim soylemedigim seylerle
iftira atict sekilde dr a sikayet etmeye ¢aligiyorlar. Sistemden kaynaklanan sorunlarin su¢lusu benmisim gibi
bazen tehditkar konugsmalar dahi yapabiliyorlar, korkuyorum ve hastaneden ¢ikip eve giderken takip ediliyorum
hissine bile kapudigim oluyor. Muayene esnasinda ise birden sakinlesip dr a karst gayet saygili davraniyorlar.

Goriismelerden elde edilen bulgular, hemsire adaylarinin yasanabilecek tiim problemlerin hemen hepsini staj
stiresince yasadiklarini gostermektedir Calisma deneyimlerinin az olmasi ve hastalarin 6n yargili davranislari
yasadiklart iletisim sorunlarint anlamlandirmalarini giiclestiriyor. Fakat yine de, sorunlarla 11. smifa gére daha
kolay bas ettiklerini, hastalar1 tanimak ve anlamakta daha az zorlandiklar1 ve hasta bakimi1 uygulamalarindaki
becerilerini de arttirdiklar1 i¢in kendilerine daha ¢ok giivendiklerini sdylemislerdir.

Hemsire adaylari, kendilerini iyi taniyip, becerilerini fark edebildiklerinde kendilerine giivenleri artacak,
kendilerine giivenleri arttiginda ise gozlem ve karar verme becerileri gelisecektir.. Ayrica, hemsire aday1 bir
adolesan olmasma ragmen yetiskin sorumluluklarini {istlenebilmekte, kurdugu cesitli iletisimlerle benligi
zenginlesmekte, ufku genislemekte ve benliginde yasitlarindan daha hizli degisimin sancisini yasayabilmektedir.
Bir siire sonra ayni yasantilari paylasmamis olan akranlarindan ayrisma ve yalmzlik duygusu hissedebilmektedir.
(Terakye,1994:21). Kliniklerde karsilagilan tedaviyi ve etkili hemsirelik bakimini olumsuz etkileyen, hemsire
adaylarmin, fizyolojik ve psikolojik anlamda giiclik yasamasmna neden olan zor veya problemli hasta
davraniglarina miidahale ederken, dikkat edilmesi gereken noktalar vardir. Bunlardan ilki hastayr hastaliktan
ibaret nesne gibi degil, yardim gereksinimleri olan yetiskin bir birey olarak kabul etmektir. Hastay: aktif sekilde
dinlemek, hastanin s6zlii ve sozsiiz davraniglari ile ifade etmek istediklerinin ne olduguna odaklanmak
gerekmektedir. Bunun i¢in hasta ile iletisimde iletisim tekniklerinden faydalanarak kendini ifade etmesine olanak
saglanmalidir. (Goral,2011:9).

Gorlismelerde hemsire adaylarinin Tiirk¢e bilmeyen hastalara bakim verirken zorlandiklar1 da belirlenmistir.
Okulda aldiklar1 dil egitiminin yetersiz olmasi, yabanci uyruklu hasta bakimina yonelik egitim almamalari, dis
g06c ile Tiirkiye’ye gelen yabanci uyruklu hastalarin Tiirk¢e bilmemeleri, hastanede terciiman bulunmamasi veya
yetersiz olmasi hemsirelik bakimini olumsuz etkilememektedir. Bu nedenle kiiltiirlerarast hemsirelik kavramimnin
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hemsirelik miifredatina eklenmesine yonelik gerekli diizenlemelerin yapilmasi, miilteci olarak iilkeye alinan
bireylere Tiirk¢e egitim verilmesi, yabanct uyruklu hastalarin yogun olarak bulundugu hastanelerde terciiman
bulundurulmasi1 ve sayilarmin yeterli diizeye c¢ikarilmasi gerekliligi ortaya cikmaktadir (Polat ve Akcan,
2016:13).

Hemsire adaylarinin, kliniklerde hastalarla yasadiklari iletisim sorunlar: karsisinda nasil
davrandiklar:

Hastanelerde hemsire adaylarmin sorun olarak gordiikleri hasta davraniglarindan biri "aglama"dir... Yetigkin
insanlar aglama davramisii kontrol etmeyi 6grenmislerdir, bu nedenle aglama, kontrolii becerememenin,
zayifligin, yetersizligin gostergesi olarak degerlendirilebilir. Aglama bir tiir iletisim bi¢imidir. Uziintiiyii,
caresizligi ac1 ¢cekmeyi, engelleme ve 6fkeyi yardim istegini aglama yolu ile ifade edebiliriz. Aglama, bir duygu
birikiminin gostergesidir. Bazen, aglamayr baslatan son olay sadece bardagi tasiran son damladir
(Terakye,1994:74).

Hemsire adayr aglamasimi durdurmaya ¢alismaz, aksine aglamaya izin verici davranir. Kisinin mahremiyetini
gozeterek yalniz kalmasini saglama gibi onlemler alabilir. Gerekiyorsa bir mendil uzatabilir. Sessiz kalarak veya
omzuna hafif dokunarak aglamasini ve gozyaslarimi kabul etti§ini gosterebilir. Hastayla konusmak icin
aglamasinm bitmesi beklenmelidir. Agladigmi gordiigii bir hastaya, “aglamayin” demeden veya “iginizden
aglamak geliyorsa aglayin” da demeden ¢ogu sozsiiz olan kabullenici davranislar ortaya koyabilir (Ozcan,
2006:166).

Sorun olarak gériilen bir diger davranig "tedaviyi reddetme"dir. Hastalar bazen bagimliliklarini, yetmezlikleri
nedeni ile kisitlanmalar1 kabullenemezler.Servisin diizeni, caligma plan1 hastanin hizmete katilan degil, hizmeti
alan kisi olarak goriilmesini ve olabildigince odasinda kalmasini gerektiriyor ise etkin bir yasamdan edilgin
yasama gegisi aliskanliklarmim degisimini kabullenemeyen hastalar kendilerini kisitlanmis, engellenmis, yetersiz
dolayisi ile depresif hissedebilir, bu duygular1 sonucunda akil almaz sekilde "tedaviyi, igbirligini" reddedebilir,
kendine zarar verebilir (Terakye,1994:77).

Hemsire adaylar1 hastanin kabul etmedigi ve katilmadigi hi¢bir uygulamayr hastaya ragmen yapamazlar.
Tedavide ve bakimda hastanin igbirligi yapmasi ve kendisiyle ilgili tiim kararlara katilmasi saglanmalidir. Bunun
icin yetiskin hastalara beklenen davranislari, olumlu 6nerilerle yaklasarak uygun oldugunu vurgulamak gerekir.
Ayrica, “yapmamasi” gerekenler yerine “yapabileceklerini” vurgulamak, kisilerin sdyleneni dinleme olasiligimi
arttirr (Ozcan, 2006:169).

Hastanm bilgi gereksinimi ve “dil sorunu”da iletisimde 6nemli yer tutar. Her hasta durumunu, hekimlerin
kendileri hakkinda ne diisiindiiklerini, hastaliginin ne oldugu, tedavi olasilig1 vb. pek cok konuda bilgilenmeye
gereksinme duyar. Bilgilendirilmek ayni zamanda hasta haklarindan biridir. Yeterince bilgilendirilmeyen
hastalarin tedirginligi artmaktadir. Bilgilendirme de kullanilan dilin anlasilir olmasi gerekir. Ozellikle hasta
bakimi sirasinda hastalarin yaninda; tibbi terimlerle konusmak, hastaligi konusunda yeterli agiklama yapmamak,
soru sormasina olanak vermemek gibi yaklagimlardan hastalar olumsuz yonde etkilenmektedirler. Yanlis
anlamalara kendince yorumlar yaparak endise ve korkularini arttirmaya neden olmaktadir. Bu da hem hastaya
hem de hemsire adayia ek bir sikint1 yiiklenmesi demektir (Ozcan, 2006:186).

“Stirekli gereksiz isteklerde bulunan hasta”larin en 6nemli 6zelligi giivenlik gereksinimlerinin 6nceden
belirlenmeyip yeterince karsilanmamis olmasidir. Hasta korku ve yalnizlik igindedir. Her an yaninda birilerinin
olmasini ve onunla siirekli konusmayi ister. Bunun i¢in en yakininda gordiigii hemsire adayini siirekli mesgul
eder, gereksiz isteklerle yanina ¢agirir, gogunlukla bagirip zorla gelmesini saglar, yaninda uzun siire tutmak igin
elinden geleni yapar. Hastanin bu davraniglar1 karsisinda altinda yatan karsilanmamis gereksinimleri
anlasilmadig siirece siirtiismeler yasanir. (Ozcan, 2006:182).

Hemsire adaylari kimi zaman hastaya yakinlik gosterdiklerinde bu yakmligin hasta tarafindan yanlis
anlagilabileceginden ve yorumlanabileceginden endise etmekte, bu yiizden uzak durduklarini belirtmektedirler.
Hasta davranisini yonetmede kendilerini heniiz yeterli hissetmemelerinin bunda biiyiikk rolii vardir. Hasta
davranisini yonetmek, belli bilgi birikimi ve profesyonel beceriler gerektirmektedir. Ancak, sunu hi¢ unutmamak
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gerekir; hasta hemsire adayina ne gozle bakarsa baksin, hatta “cinsel obje” olarak da gorse, 6nemli olan hemsire
adayinin kendisini ne gozle ve nerede gordiigiidiir. Eger kendisini asla bdyle gérmiiyor ve sorunlari ¢dzmesi igin
hastalara yardim eden bireyler olarak goriiyorsa kimse onu baska bir gézle goremez. Boylece hasta; cinsel
anlamda gonderdigi mesajin, gonderildigi anlamda algilanmadigini anlayacak ve davranigini kontrol altina
alabilecektir. (Terakye,1994:78).

Hemsire adaylar1 yasadiklari iletisim sorunlart karsisinda nasil davrandiklarmi gesitli  Srneklerle
aciklamiglardir. Buna gore iletisim engelini ortadan kaldirmada empati yapmanin rolii ve etkisini, G1:
“Yasadigim sorunlar yiiziinden simdiye kadar hastalarla hi¢ ¢atismaya girmedim. Karsimdakinin bir insan
oldugunun farkindayim ve empati yaparak onu anlamaya dinlemeye ¢alisiyorum. Eger basarili olamazsam odayt
terk edip hemsgire ablalara séylemeyi tercih ediyorum”. G2: “Hastalarin duygu ve diisiincelerini empati yaparak
tahmin etmeye ¢calistyorum. Fakat bazen bunu basaramiyorum. Biz erkek hemsirelere karst bu kadar én yargili
olmalar: gelecegim igin endise duymama sebep oluyor. Once nazik bir dille konusmayr ve her seyi ayrntisiyla
izah etmeyi deniyorum. Cogu zaman basaritli olsam da, faydast olmazsa hemgirelere durumu bildiriyorum”
seklinde belirtmislerdir.

Hastalara karsi hosgoriilii olma nmn Onemini, G5: “Genellikle hosgorii gosteriyorum. Ilimli
davraniyorum. Bazi personeller ¢ok agressif davranyorlar. Bana gorve ¢ok yanls yapryorlar, ¢iinkii boyle
zamanlarda olay iyice biiyiiyor. Catismalar ¢ogalryor”. G7: “Davramslarini ¢ogu kez hosgoriiyle karsiliyorum.
Onlara saygt duyuyorum. Ziyaretgi fazla kabul edilmeyen bir klinik oldugundan kendilerini ¢ok yalniz
hissediyorlar. Onlara daha ¢ok zaman ayirmaya ve enfeksiyon bulagtirmama kaidelerine de uyarak konusmaya
¢alisiyorum. Calistigim klinigin hemgireleri ¢ok ¢aliskan vre hastalarla genellikle iyi bir iletisimleri var. Ama
ara swra ¢ok emrivaki konustuklarini ve hastalar: kiigiimseyici davrandiklarini da goriiyorum. Olumlu yanlarin
ornek aliyorum”. G9: “Hosgoriilii olmaya calswyorum. Empati kuruyorum. Ise yaramazsa da hemsirelere
bildiriyorum.

Hastalara, iyi davranma ve giileryiizle yaklasma konusunda, G8: Hastalara sert davranan hemsireler
olabiliyor. Ben bunu yanlg buluyorum ilerde benim meslege atandigimda ayni sekilde davranmrmyyim acaba diye
diistiniiyorum ama daha sabirli giileryiizlii olabilecegime inaniyorum. Gl1: “Su iki yillik ¢alismamda empati
kurma ve suri iyi ayarlamaktan baska ¢éziim bulabilmis degilim.Clinkii hastalar fazla giileryiiz gosterip iyi
davranminca hemen bunu kullanmaya ¢alisiyor ve bize farkli gozle bakiyor. Birde yaptigim uygulamalari hatasiz
vapmaya ¢alistyorum ki bize karst 6n yargilar: degissin”. seklinde ifade etmislerdir.

Hastalarla olumlu ve uygun ve sakin bir dille konusma,onlar1 dinleme, zaman ayirma, a¢iklama
yapma, konusunda, G3: “Karsulikii konugma yollarint birka¢ kez denediysem de 6grencilere karsi on yargil
olduklarindan ¢ok basarili olamadim. Coziimii ¢ogunlukla hemgire ablalara sdylemekte buldum. Bazen
onlarinda ¢atismalarin altindan kalkamaywp giivenlik gorevlilerini ¢agirdiklart oluyor. Hastalar hep kendilerini
hakly goriiyorlar ve bunu kanitlamak icinde siirekli bagirarak agiklama yapiyor. Ben béyle durumlarda kenarda
kalmayr ve sakin olmayr tercih ediyorum”. G4: “Cogu zaman diger saglik personellerinin tutum ve
davranmislarim gozlemliyorum. Gézlemledigim kadariyla onlarin hastalara olan tutumunu biraz sert buluyorum,
bana goére bu dogru bir davrams degil. Ama hastalarla gayet giizel bir dil ile konusan ve onlan dinleyerek
sorunlari ¢ozen personellerde var elbette. Ben genellikle onlari érnek alyorum. Hastalara daha ilimh
yaklasmaya ¢alistyorum”. G6 ve G10: “Empati yapiyorum.Olayt biiyiitmeden ¢ozmeye c¢alistyorum. Ayrica
calistigim klinigin hemgiresi ve dr u ¢ok sabiwrlilar. Problemleri giizel ¢oziimliiyorlar. Hastanin anlayacagi dilde
her uygulamayt ¢ok giizel izah ediyorlar. Ayrica birde evde yapacaklar: pansumanlart tarif eden yazili bir
dokiiman da veriyorlar. Hastalar genellikle memnun kaliyor. Sorun ¢ok olsa da ¢abuk ¢éziiliiyor. Ben de daha
¢ok onlari o6rnek aliyorum. Uzun tedavilerden sonu¢ alamayip artik tedaviyi iyice birakan hastalar da var. O
hastalart da motive etmek igin uzun zaman ayirip konusuyorlar” demislerdir.

Hastalarla yasanan catigmalara kendi iislubunca farkh c¢oéziimler bulmaya calismak secenegine ise,
G12: “Gézlemledigim kadariyla tiim personelin hastaya davranis sekilleri farkli. Ben aralarindan olumlu
davramslart se¢meye caligsam da kendim gibi olmayr ve kendi irademle sorunlari ¢ézmeye ¢alistyorum.
Calistigim poliklinikte baska hemsire olmadigindan soyleyecek kimse de yok. Dr. zaten benim hastayla olan
iletisimimle ilgilenmiyor. Disarida ¢ok hasta baskisi ve sira kavgasi oldugundan hastayi iceri alir almaz hemen
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kapyr kilitliyorum ekranda yazan hasta disinda aradan almamaya ¢alistyorum. Hakaretleri de duymamazliktan
geliyorum ve genellikle cevap vermiyorum” seklinde ifade etmistir.

Hemsire adaylar1 sorunlar karsisinda ¢ogunlukla empatik davranis gosterdiklerini sdylemislerdir. Empati
baskasinin duygu-durumunu kavrama yetenegidir. Gilinlimiizde “empati” denildiginde akla Carl Rogers ve onun
konuya iligkin ¢aligmalar1 ve biiyiilk ¢ogunlugun bu g¢alismalara gore iizerinde anlastigi tanim gelir. Rogers,
(1970) e gore, empati, bir kiginin kendisini karsisindaki kisinin yerine koyarak olaylara onun bakis agisiyla
bakmasi, o kisinin duygu ve diisiincelerini dogru olarak anlamasi, hissetmesi ve bu durumu ona iletmesi siirecidir
(Akt. Dokmen, 2003:135).

Travelbee insanlar1 yardim etmeye yonelten bir duygu olarak' "Sempati"yi tanimlar ve yeterli kalitede
sempati olmazsa ger¢ek anlamda hasta-hemsire iligskisinin kurulamayacagini belirtir. Travelbee, (1971) e gore
hemsirelik; iki insan arasindaki kisilerarasi stiregtir Hemgirenin hedefi; bireyin hastalik durumu ile bas etmesin
de, yasantidan bir anlam ¢ikarmasinda, yasantilarin her biri ile gelismesinde bireye yardim etmektir. ve bu
hedeflere ulagmak ig¢in, ilk karsilagma, kimliklerin ortaya konmasi, empati, sempati agamalarindan gegilir.
Sempati acima duygusu ile karigtirtlabilir. Acima insanca bir duygudur ama "ne zavalli insan" duygusunu
yasamak karsidaki hasta bireyi anlamaya degerlendirmeye yaramadigindan ve onu asagilarda, kendini hastadan
daha iistiin gormekten bagka bir ise yaramaz. Hemsirelerin mesgul olduklari i¢in sempatiye ve ilgiye zaman
ayrramadiklar1 savunusu getirebilir. "Klinikteki hemsirenin gérevi hasta ile ilgilenmek degilse ne ile
ilgilenmektir? Hemsirelerin kurduklar1 iligkinin niteligi, hemsirelik yaparken neyi 6n planda tuttuklar ile
baglantilidir (Terakye, 1994:112).

Hemsire adaylar1 da, hastalarla iletisim sorunu yasandiginda, ¢ogunlukla sorunu hemsirelere ilettiklerini ve
onlarin, olumlu ve etkili buldugu davranis modelini benimseyerek hareket ettiklerini belirtmislerdir.

Ogrencilerin, staj yaptiklari kliniklerde diger saghk cahsanlari ve hasta yakinlariyla yasadiklari
sorunlar

Hemsire adaylar1 staj yaptiklari kliniklerde fizik ortam, 6gretim elemanlari, klinik hemsireleri ve saglik
ekibinin diger iiyeleri gibi bir¢ok faktoérden etkilenmektedir. Bu nedenle uygulama yapilan kliniklerde gorevli
olan hemsire ve diger saglik ekibi iiyelerinin bilingli, deneyimli ve mesleki yonden donanimli, olumlu rol modeli
olmasi uygulama hedeflerine ulagilmasi agisindan 6nemlidir (Turan,Tan ve Dayapoglu, 2017:171).

Hemsire adaylari, yetkin bir hemsire kimligi kazanmak i¢in bu ortami optimum diizeyde kullanmak
durumundadir. Ancak hastaneler, birgok saglik profesyoneli, hasta, hasta yakinlari, diger yardimci personelin
bulundugu, dis diinyadan farkli ortamlardir. Hemsire adaylarinin, bu ortama uyum saglamasi, hastalarn haklarini
ihlal etmeden klinik beceri kazanmasi1 gerekmektedir. Ancak, klinik egitim siirecinde hemsire adaylarina yonelik
etik ihlaller olabilmektedir (Aydogan, 2016:123).

Hasta yakinlari hastasi i¢in endigelenen, onun bir an dnce sagligma kavusmasmi dileyen, acil durumlarda
panikleyen, diger zamanlardan farkli olarak, daha kirilgan ve stresli bireylerdir. Daha 6nceden hastane
deneyimleri olabilecegi gibi, ilk defa saglik kurulusuna gelmis de olabilirler. Yeni bulundugu ortamda korku,
endise, heyecan yasayabilirler. Daha 6nceden gordiigii bazi olumsuz olaylar 6nyargili olmalarina neden olabilir.
Hasta yakiminm 6zelliklerine gore iletisim kurmak ¢ok énemlidir. Her birinin tepkileri farkli olabilir. Iletisim
kurmak i¢in bu tepkileri bilmek gerekir (Saglikta Iletisim modiilii, 2015:18).

Hemsire adaylarinin, saglik calisanlari ve hasta yakinlariyla yasadiklar1 sorunlari belirlemek i¢in kendilerine
sorulan sorulara verdikleri yanitlar soyledir.

G1: Saghk ¢alisanlariyla sorun yasamiyorum. Sadece kendi iistiime diisen igleri yapiyorum. Saghk ¢alisanlar
benden ekstra bir is beklemiyor. Fakat bazen kendi aralarinda hasta paylasimi konusunda sorun yaganiyor.
Hasta yakinlarinin ise bizden ekstra seyler talep etmesi (tansiyonlarini, sekerlerini él¢tiirmek, agri kesici istemek
vb.)stkantr  yaratabiliyor. Karsilayabildigimiz olgiide isteklerini yapiyor veya hemgirelere iletiyorum ama
karstlayamadigim zaman arkamdan dedikodu yapryorlar. Hemen tavirlar degisiyor. Birde ziyaret saatlerinden
sonra odayt bosaltmamak icin direnenler oluyor. Onlarla da ¢ogunlukla kavga ¢ikmadan konusup hallediyorum.
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G2: Bazi hemgsireler kendi yapmalar:i gereken isleri bize yaptirmaya c¢alistyorlar. Hasta bakicilarin hatta
temizlik personellerinin bile yapmalar: gereken igleri bize yaptirtyorlar. Benim erkek olmam da ekstra islere
maruz kalmamda etkili oluyor. “Sen erkeksin falan kisiyi cagirmayayim simdi hadi falan hastayr sen tagsi
endoskopiye, ¢ayimiz bitmis asagi kantine inip al, hastamin sahipleri malzeme getirmis asagu inip getir” gibi
ayak isleriyle ugrastirtyorlar. Stkinti yasamamak icin cogunlukla sesimi ¢ikarmiyorum. Ogretmenlerimin
kendileriyle konusmalar: da fayda saglamiyor. Sikayet etmis konumuna diigiiyorum. Onlar yokken daha ¢ok
yiikleniyorlar. Zaten az zaman kaldi mezuniyete idare ediyorum. Hasta yakinlari da hastaya islem uygulamaya
gittigimde eger beni ilk defa goriiyorsa, “sen yapamazsin acitirsin” gibi on yargili davraniyorlar. Giiven
vermeye calisarak isimi yapryorum. Cok israr ederlerse de hemgirelere haber veriyorum.

G3: Hastayr sedye yada sandalyeyle bir yerlere gétiiriilmesi gibi islemleri genellikle bize yaptiriyorlar. Oysa
hastanmin yanminda sadece biz olmamaliyiz. Bir hemgirede bulunmasi gerekir. Ama size giiveniyoruz falan diyip tek
basimiza birakiyorlar. Tasimakta giicliik ¢ekiyoruz personelden de kimse gelmiyor. Bel agrilart yasiyorum bu
yiizden. Hasta yakinlar: da ¢ok sinirliler. Argolu kiifiirlii konugmalar ¢ok oluyor. Sorunlarini ve isteklerini etkili
bir bi¢imde ifade edemiyorlar. Direk on yarg: gelistirip kavga ediyorlar. Her zaman giileryiizlii olmamizi ve
baska hasta yokmus gibi hep kendi hastalariyla ilgilenmemizi istiyorlar. Bir yere giderken veya refakatci
degisecekse haber verme zahmetinde bulunmuyorlar. Ben genellikle sakin ve anlayish olmaya ¢alisryorum.

G4: Muayeneye gelen ¢ocuklarin anne babalariyla bazen yasiyorum. Bazilar: ¢ocuklarina benim dokunmami
istemiyorlar. On yargilan var. Egitici konusmalart ben yapinca hi¢ énemsemiyorlar dinlemiyorlar. Doktora
soruyorlar. Doktorlar da bazen anlatryor ama ¢ogunlukla hastalar yetismez diye zaman ayirmiyorlar. Yabanci
uyruklu hasta yakinlariyla da dil problemi yasiyorum. Saglk personeliyle sorun yasamiyorum.

G5: Saghk ¢alisanlari bazen gorevimiz olmayan isteklerde bulunuyorlar ama bunu dostluk rica seklinde
soyleyince yapiyorum. Sorun c¢ikmiyor. Servis hasta sayisina gore ¢ok yetersiz. Hastalar bazen yatak
bosalincaya kadar sedyede kalabiliyor. Yanlarinda ¢ok fazla yakinlar: oluyor. Hepsi kaygili ve merakli asirt
derecede gerekli gereksiz soru soruyorlar. Tedavi yaparken daracik yerlerde zorlaniyorum. Hasta yakinlarini
uygun bir dille ¢tkarmaya ¢alistyorum fakat benimle hemen tartismaya baslyorlar. Vizit saatlerinde bile bazen
giivenlik ¢cagirarak bosalttiriyoruz odalarr.

G6 ve G10: Bazen gorevim olmayan is beklentisi oldugunda veya yanls anlasildigimda kibarca séyleyerek
reddediyorum ve olayr biiyiitmeden bitiriyorum. Hasta yakinlart ¢ogunlukla anlayigsiz, bize tedavi uygulatmak
istemiyorlar veya bagirip ¢agirabiliyorlar. Her islemi doktor yapsin istiyorlar. Bazen hemgireye bile yaptirmak
istemiyorlar. Sabiwrla anlayisla hosgorii ile isimizi yapmaya ¢alisiyoruz. Ayrica bazi hasta yakinlari da stirekli
kendi hastalarim bize sikayet ediyorlar. “Séylenilenleri evde yapmiyor yaptirmiyor, benimle kavga ediyor
konugun siz ikna edin ben bas edemiyorum “gibi sozlerle bizden yardim talep ediyor. Poliklinikte tiim personel
elinden gelen her seyi yapiyor.

G7: Bazen servisin temizlik isleri vizit saatine yetismediginde bizden temizlik personeline yardim etmemiz
isteniyor. Bazen de ayak isleri yaptiriyorlar. Sunu gotiir bunu getir, kendimi posta gibi hissediyorum. Servis
sakinken de gozlerinden uzak olalim istiyorlar. Ayak bagi oluyormusuz. Hasta yakinlarinin da bazilar: ¢ok
bencil ve merakli. Sadece kendi hastalariyla ilgilenelim istiyorlar. Baska hastalara hangi tedavileri uyguluyoruz
merak edip takip ediyorlar. Ona sunu yaptin benim hastama neden yapmadin gibi hesaplar sorabiliyorlar.
Saglik personeline ¢ok giivenleri yok bence. Hep anlayisl ve sakin davranan biz oluyoruz. Yoksa kavga ¢ikacak
biliyoruz.

G8: Bize sorumlu olmadigimiz igleri yiikliiyorlar bazen yemek saatimizi bile gasp etmeye ¢alisiyorlar. Hele bir
hemsire var ki zulmediyor diyebilirim. Bir kez karsi ¢ikmaya kalktim, hemen beni sorumluya abartarak sikayet
etti. Servisten atilma tehlikesi bile gecgirdim. “Siz buradan para aliyorsunuz, yapmak zorundasiniz buraya
oturmaya mi geldiniz gibi hakaret edebiliyorlar. Her zaman yasanmasa da oldugu zaman ¢ok etkileniyorum.
Agliyorum, ogretmenimi arwyorum ama bir siire sonra unutuluyor. Hasta yakinlari da sanki hastalariyla
ilgilenmeye degil de ogullarina veya yakinlarina kiz bulmaya gelmis gibiler. Siirekli bizlere takiliyorlar. Merak
icindeler her seyimizi ogrenmeye ¢alisiyorlar. Bazen duymamaziiktan geliyorum, kisa cevaplarla gegistiriyorum
dikkatini, hastasmin tizerine ¢ekmeye ¢alistyorum.
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G9: Saghk personeliyle neredeyse hi¢ sorun yasamiyorum. Bize karsi ¢ok anlayishi ve koruyucu bir tavir
sergiliyorlar. Klinige Hasta yakinlar: ¢ok fazla giremiyor. Enfeksiyon riskinden dolayi. Bazen zorla girmeye
calisirlarsa ufak tefek problemler yasaniyor.

Gl1: Hemgsireler sanki kendileri hi¢ dgrenci olmamus gibi bizden yapabileceklerimizin ¢ok iistiinde ig
bekliyorlar. Kendileri sadece odalarina ¢ekilip tedavilerde bizi yalniz birakiyorlar. Bir defasinda “hastanin
tansiyonu ¢ok degiskenlik gosteriyor emin olamadim birde siz dlcermisiniz” dedim. “Sen ¢ok giizel dlgiiyorsun,
vanls degildir merak etme, kaydet gitsin” diye cevap verdi. Ayrica servisin sekreterya islerini de bize
yaptirtyorlar. Tedavi yoksa siirekli dosya doldur, defter yaz, tedavi masasini temizle, malzemeleri say vb. her isi
bize yaptirtyorlar. Bazen bize nasil bu kadar giivenebiliyorlar diye de sasirtyorum. Ben her ne is olursa olsun
asla hastamn zarar gormesini istemedigimden, titizlikle yapryorum. Catigmaya girmiyorum. Ben durup dururken
saldirganlasan sinirlenen bir hasta yakiniyla karsilasmadim. Hastalarina yeteri kadar zaman ve gerekli bakim
uygulanmadiginda hesap sorabiliyorlar. Anlayish davramp giiven verirsek ¢atisma olmuyor.

G12: Gorevim olmayan isleri yapmamu istediklerinde, “haywr yapmayacagim” dedigim zaman hemen tavir alip
stkayet ediyorlar. Bazen de psikolojik baski uyguluyorlar. Hi¢ yokmusuz gibi davraniyorlar. Poliklinikte hastalar
bitti 6glen tatili yaklasti. Dr bana “git su kantinden bana su alda getir” dedi. Ben de “‘yemege gidicem suyu
alsam bile geri doniip veremem” dedim. Aymi dr la poliklinik sirasi bitinceye kadar 1 hafta daha ¢alismak
zorunda kaldim ve ben yokmusum gibi davrandi. Bir kez “giinaydin” dedim ona bile cevap vermedi. Bir doktora
da bunu hi¢ yakigtiramadim.

Hemsgirelik egitiminde teorik bilginin beceriye dontistiirilmesinde ve hemsire adaylarinin mesleki
becerilerinin gelistirilmesinde klinik uygulamanin 6nemi tartisitlamaz. Goriismelerde hemsire adaylary; diger
saglik personeliyle is yiiklerini ¢ogaltma, alakasiz isler yaptirma, kendilerini ekibin bir pagasiymis gibi
gormeme, itiraz ettiklerinde gesitli yaptirimlar uygulama, anlayissiz ve bazen de acimasiz davranmalarina maruz
kalma gibi sorunlar yasadiklarmi belirtmiglerdir. Hasta yakinlariyla da sorunlar yasadiklarmi ve bazen
kendilerini hizmetgileri gibi gordiiklerini bencilce hareket ettiklerini, anlayisli davranmadiklar1 takdirde her an
kavgaya meyilli olduklarini sdylemislerdir.

Hasta yakinlari ile iletisim kurarken, herkesin hastaligi ve hastalik yasantisinin farkli oldugu unutulmamali,
umudu azaltan bagka Sykiilerden s6z edilmemelidir. Bu siiregte, hasta yakinini dinlemek ve onun yasadiklarin
paylasmak, en iyi duygusal destek sayilabilir. Hastanin ihtiyaglarinin 6ne ¢iktigi tedavi siirecinde, hasta yakin
kendi sikint1 ve ihtiyaglarini ithmal edebilir. Uyku, yemek, stres gibi problemler yasayabilir ve uzman destegi
gerekebilir. Herkes bdyle zor bir deneyimde; sevildigini, degerli oldugunu, yalniz olmadigini hissetmek ister ve
cevresinin destegine ihtiyag duyar (Saglikta Iletisim modiilii, 2015:19).

Hemsire adaylarinin, yasadiklari iletisim problemlerinin ¢éziimiine yonelik goriisleri

Iletisim ve iletisim becerilerinin, hemsirelik egitiminde ve uygulamasinda yasamsal bir rol oynadig1 ve saglik
bakimmin nitelik ve niceliginde engelleyici faktorlerin basinda etkisiz iletisimin geldigi kabul edilmektedir
(Ozcan, 2006).

Saglik hizmetlerinde, hasta- personel, hasta yakini- personel, personel- personel arasindaki iliskilerde bir
uyum ve biitlinlik olmasi hizmetin kalitesi agisindan ¢ok 6nemlidir. Egitim hastanelerinde 6grenci hemsirelerin
de saglik ekibinin bir iiyesi olarak goriilmesi ve iletisim de yasanan sorunlara karst onlarinda goriis ve
Onerilerine 6nem verilmesi gerekir. Bu amagcla 6grencilere iletilen sorulara verdikleri yanitlar sdyledir.

G1: Onerilerim; 1- Hastanelerde doktora saygi gosterildigi kadar hemsireye de saygi gosterilmesi gerektigi
hakkinda seminerler diizenlemek. 2- Hastalarla iyi bir iletigsim igin giiven ortami saglamak ve hasta yakinlarmnin
aklina takilan tiim sorulara cevap vermek. 3- Her servisin odasina hastane kurallarim asmak ve bunlarin
okunmasim saglamak. 4- Okulda aldigimiz meslek derslerinde teorikten ¢ok uygulamaya yénelik egitim olmasi
gerekir. Dersleri hastane ortamindaymis gibi islememiz ve gereksiz meslek derslerinde gereksiz bilgiler yerine
hastanede karsilastigimiz sorunlara karsi nasil davranacagimiz ogretilirse sorunlar azalmis olur.
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G2: Onerilerim; 1- Herkesin karsilikli olarak birbirleriyle empati kurmasi ve birbirlerini her konuda anlayisia
karsilamasi gerekiyor. 2- Hastalarin ve hasta yakinlarimin, saghk ¢alisanlarina karsi onyargilarimt kirmalar
gerekir (ozellikle erkek hemgirelerinde artik kabullenilmesi). 3- Saghk ¢alisanlarimin da hastalara karsi daha
sevecen, samimi, ilgili olmast gerekir. 4- Hasta ve saglhk ¢alisanlari arasindaki iletisimin nasi olmasina dair,
her iki tarafa da egitim vermek gerekir. Cesitli konferanslar, anketler diizenlenmelidir. 5- Bu tiir sorunlarla
karsilastigimizda her iki tarafinda nerelere basvuracagi ve ne yapacagi konusunda egitim verilmelidir.

G3: Onerilerim; 1- Hastalar, saghk personelini hizmet¢i gibi gérmemeli. 2- Hasta ve hasta yakinlarina da
davrams egitimi verilmeli. 3- Iletisim dersleri uygulamali olmali. 4- Cok sinirli hasta ve saglik personeline dfke
kontroliine yénelik egitim verilmeli. 5- Hastalarda, saghk personeline karsi on yargilari ytkmaya yonelik
calismalar yapilmall.

G4: Onerim; hastanede yatan hastanin psikolojisini ¢ok iyi bilmeli ve bunu géz oniinde bulundurarak empati
yapmall.

G5: Onerilerim; 1- Her saglk personeli éncelikle iletisi siirecinde mutlaka empati kurmahdr. 2- Saghk
personelinin hasta haklarina saygili ve belli kurallara mutlaka uymasi ve bunun bir sorumlu tarafindan siirekli
denetlenmesi gerekir.

G6: Onerilerim; 1- Dil sorunu yasadigim hastada terciiman yardimi almal. 2- Hasta yakim ile sorun
yvasiyorsam, tedavi uygularken uygun bir dille digar: ¢tkmast saglanmali. 3- Sabwrly, agiklayici ve net olunmall.

G7: Onerilerim; 1- Hemgireler ve hastalar birbirlerine karsi 6n yargih olmamah. 2- Karsilikli empati
yapumali. 3- Hasta ve Yyakinlarina karsi anlayish olmali ve diisiincelerine saygi duyulmali. 4- Iletisimle ilgili
aldigimiz derslerde hi¢ goérmedigimiz farkli sorunlar ortaya ¢ikiyor. Bunun igin bu derslerin kapsam
genisletilmeli ve uygulamaya yénelik olmall.

G8: Onerilerim; 1- Oncelikle sunu soylemeliyim, sorunlar asla tek tarafli yasanmiyor. Hastane ortaminda
herkes stresli. Hastane yonetimi, doktor, hemgire, hasta, hasta yakini, giivenlik, personel vb. hastanede bulunan
herkesin yapmasi gerekenler ve uymasi gereken kurallarin agik¢a yazili oldugu raporlar olusturulsun ve herkes
bu raporu okusun anlasin, uyacagina dair imza atsm. 1- Hasta iletisimi ile ilgili ¢ok sik hizmet i¢i egitimler ve
konferanslar verilsin.

G9: Onerilerim; 1- En ¢ok gorev biz hemsirelere diisiiyor. Ciinkii hastayla 7/24 biz iletisim kuruyoruz. Bizim
daha hosgoriilii, empatik ve hastanin kararlarina saygili davraniglar sergilememiz gerekir. 2- Aldigimiz dersler
cok yetersiz. Cok hayali kalyyor. Ezbere dayaniyor, bir siire sonra ogrenilenleri tamamen unutuyoruz. Iletisim
derslerini her sene almalyyiz. Tiim sorunlar: ger¢ekgi ve uygulamal olarak, daha genig kapsamda islemeliyiz.

G10: Onerilerim; 1- Hastamn diisiincelerini ve kaygilarim yadirgamamali ve yargilamamaliyiz. 2- Hastalar:
daha dikkatli dinlemeliyiz ve empati kurarak anlamaya ¢alismaliyiz. 3- Hastalara karsi on yargili olmamaliyiz.
4- Hastalara karst saygili davranmali, onlarin haklarini korumaliyiz.

G11: Onerilerim; 1- Saghk Hizmetlerinde Iletisim, Tibbi Etik, Psikoloji, Ruh Saghigi ve Psikiyatri gibi
dersilerimiz var. Ancak teorik bilgiler sinav giiniine kadar kalici, yasanarak ogrenilen seyler ise hi¢ unutulmuyor.
Dersleri daha kapsamli ve uygulamali islemeli ve yasadiklarimizdan, yaptigimiz hatalardan ders alip
tekrarlamadan hastayla olan iletisimimizi her gecen giin olumlu yonde gelistirmeliyiz. 2- Oncelikle sunu
unutmamaliyiz. Hi¢ kimse mecbur kalmazsa hastaneye gelmez, klinikte yatmaz. Hastalarin saglik¢ilara ve
ozellikle de hemsirelerin sefkat ve ilgisine ¢ok ihtiyact var. Bizler, miitevazi, giileryiizlii, empatik, ve pozitif
davranmislar sergilemeliyiz. 3- Doktorlarda hastayr oyalamamall tedavilerine ¢éziim odakl yaklasmalari gerekir.
Hemysireler olmadan tedavi edemeyeceklerine inanmalart ve onlara daha saygili davranmalar: gerekir.

G12: Oncelikle hasta psikolojisini diisiinerek ve onlarn diigiincelerine oncelik vererek iletisim kurmaliyiz.
(Coziim de sadece hemgirelerden beklenmemeli herkes iizerine diiseni yerine getirmeli diye diisiiniiyorum.
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Goriilmektedir ki 6grenciler yasadiklar sorunlarin ¢oziimiinde ilk olarak empati kurmayi, egitim siiresince
gordiikleri derslerin; sorunlari gercek¢i olarak yansitmasi ve uygulamaya yonelik olmasini, hastalarm; hemsireyi
hizmetgi gibi gérmemeleri ve doktora gosterdikleri saygiyt kendilerine de gostermesi gerektigi, doktorlarin da
hemsirelere karsi daha saygili davranmalar1 gerektigini, karsilikli 6n yargilarin tamamen ortadan kaldirilmasim
ve karsilikli-saglikli iletisim tekniklerinin tiim taraflara hizmet i¢i egitimler yoluyla ¢ok sik verilmesi gerektigini
sOylemislerdir.

Hemsire adaylarinin yasadiklar: veya gozlemledikleri, onlar: en ¢ok etkileyen unutamadiklar: bir
sorun

Bu bolimde hemsire adaylarmin anlattiklar1 yasanmisliklardan ve deneyimlerden segilenler, en gergek
haliyle, 6rnek olay seklinde verilmeye ¢alisilmustir.

G1: Gegen sene eyliil ayinda staja ilk basladigim giin, Kardiyoloji 1 servisinde ilk defa bir hastadan kan almam
soylendi. 40 yaslarinda erkek hasta ve yaninda da benim yasimda oldugunu diigtindiigiim kizi vardi. Yanmimda
hemsire abla ve diger stajyer arkadaglarda vardr. Hastamn damarni tesbit ettim, tam alacakken heyecanlandim
elim titredi. Hastanin kizi birden ¢ighk atmaya baslad:. Ustiime yiiriidii, engellediler. “Bu ne bicim hemgire,
béylelerimi alacak babamin kanimi defolun gidin vb” sozler sarfetti. Cok korktum ve heyecamm iyice artti. O
swrada ogretmenim de geldi. Hemsire ablayla birlikte hasta yakimim sakinlestirmeye ¢alistilar. Hastada bu
durumdan etkilendi ve “sen birak hemgire alsin” dedi. Aglayarak odadan ¢iktim. Olaydan sonra bir siire kan
alamadim. Hastaya ve yakimina islem éncesinde yeterli ve etkili bir agiklama yapmadigimin farkinda vardim.
Giiven de verememistim. Ama bu bana ders oldu, diger zamanlarda artik hasta odasina islem igin girdigimde ilk
isim hasta yakimini ikna edip odadan ¢ikarmak oldu.

G2:Gastroenteroloji servisinde staj yaparken, yaklasik 40 yaslarinda bir kadin hastayla sorun yasadim. Hastaya
mide kanseri teghisi konmugtu. Hastaneye yeni yatmisti ve takibe alindi. Saatte bir vital bulgular: olgiilecekti
(tansiyon, nabiz, ates gibi). Ol¢meye gittigimde tansivonunu 100/70 mmHg buldum. Sonucu séyleyince hasta
bana bagirmaya bagladi. “Ben tansiyon hastasyyim, tansiyonum hi¢ bu kadar diigiik olmuyordu, sen yanhg
6l¢tiyorsun,” diger hastalara dondii (odada 6 hasta vardy), “siz fark etmediniz mi simdiye kadar” diye onlari da
orgiitledi ve hepsi birden bana bagirmaya hakaret etmeye basladilar. Hi¢ cevap vermedim hemen odadan ¢iktim
ve hemygire ablayr ¢agirdim. O da dl¢tiigiinde aym sonug ¢ikinca, hasta emin olsun diye iigiincii bir hemsgireyi
cagirdik, onunda aym ¢ikti ve hasta ikna oldu. Hemsire ablalar, “servisin en ¢aliskan ogrencisi biz ona
giivenmesek zaten él¢tiirmeyiz” dediler. Bu sefer 6ziir diledi hastalar benden, ama ben hi¢bir iglem icin bir daha
o odaya gitmedim. Ciinkii giinlerce hastalarin hakaretleri kulaklarimda ¢inladr  durdu. Ayni  seyin
tekrarlanacagindan korktum agikgasi.

Birde buna benzer bir olay: erkek hasta da yasadim. O da bana hi¢ erkek hemgire mi olur, sen hemsire degilsin,
teknisyen misin nesin bana dokunma gibi sozler sarfetti. Hi¢ cevap vermedim ona da. Hemsgire ablalar a¢iklama
yapwmnca da “hemygirelik erkege yakismaz bunun eli ¢ok agirdir ¢ok acitir, bana dokunmasin” dedi. Bende o
hastaya hi¢hir bakim uygulamadim.

G3: Bir kadin hasta 50 li yaslarda kalp hastasi, normal rutin kanlari almak icin yamna gittigimde “eger caninu
acitirsan seni doverim elimden kimse alamaz” dedi. Cok etkilendim, iizerimde psikolojik baski hissettim. Cevap
vermedim giizelce kammi aldim, agiklamalarimi yaptim. Islem bittikten sonra da “bir daha hi¢ kimseyle bu
sekilde konusmayin biz isimizi yapiyoruz” dedim. “Siz 6grencisiniz ondan soyledim, hemgirelere soylemem”
deyince pes yani dedim kendi kendime. Ciinkii hastane de hastalarin ogrencilere her istediklerini yapip
soyleyebilecekleri gibi bir tutum var.

G4: Acil hemodializ iinitesinde staj yaparken bir hastayr 4 saatlik dialize almistik. Hasta yolda diistip bayilmus,
gorenler hastaneye getirmis, ve buraya sevkedilmisti. Hasta sorunsuz bir sekilde dialize alindi fakat, son 1 saat
kala sert bir ifadeyle ¢ikmak istedigini soyledi. Béliimdeki hemgireler cok kisa zaman kaldigimi tedaviyi
tamamlarsa kendisi icin daha iyi olacagin séylediler, ama o dinlemedi, bagirip hakaretler yagdirmaya, kiifiirler
etmeye basladi. Oyle ki agza alinmayacak kiifiirler sarfedivordu. Bunun iizerine hemsireler islemi sonlandirip
hastayr gonderdiler. Cok sasirmis ve neden boyle yaptigini merak etmistim. Belki biraz daha sabredip dinlemeye,
anlamaya ¢alisilsaydi sebebi ogrenilirdi diye diistindiim.
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G5: Hastaya intravendz (LV) swvi tedavisi uygulayacaktim. Icerisine kattigim ilacin akis hizim ayarladim.
Dakikada sadece 5 damla gitmesi gerekiyordu ve hizlt gonderildigi takdirde ani oliime yol agabilirdi. Hastaya ve
yakinina durumun onemini defalarca anlattim. Asla serumun ayariyla oynamamalarini tembih ettim. Kendimce
etkili olmugtum ve onlarin béyle bir sey yapmayacaklarin diisiiniiyordum. Aradan 10 dk gibi kisa bir siire gegti
ve ben diger hasta odasindan ¢ikarken yakimimin koridorda ki hemgire ablaya serumun bittigini séyledigini
duydum. Korku ve telas icinde nasil olur béyle bir sey diye hemsire ablayla odaya girdik ve hastanin serum
kiskacini sonuna kadar acip hizlica gitmesini sagladigim 6grendik. Yakim da siirekli hastayr sugluyordu.
“Telefonla konusmak igin disart ¢iktim, ben yokken a¢mis odaya girince fark ettim” diyordu. Hasta ise gayet
sakin “ne yapayim 2 saat bitmesini mi bekleseydim” diye cevap verdi. Hemen asistan dr lar geldi, hemgireler,
biz acil miidahale yaptik yakimn yamindan uzaklagtirdik yanindan hi¢ ayrilmadan takip ettik. Bunu keske daha
once yapsaydim diye diisiindiim. Neyse ki hastaya bir sey olmadi. Rahatladik ama bu benim i¢in émiir boyu
unutmayacagim bir tecriibe oldu. Hastaya ve yakimina bu kadar énemli bir tedavide asla giivenilmeyecegini
ogrendim. Benim ¢ok korktugumu gériince hemsire abla “korkma giivenini yitirme bak sonug giizel bitti, ama
bundan sonra daha dikkatli o/, ¢iinkii sen 6grencisin, sana birsey olmaz ama bizim basimiz yanar” dedi.

G6:Yogun Bakimda calisirken, bir erkek hastanin beyin on lobu alimmigti. Tedavilerde hep sorun ¢ikariyor,
bagwryor cagiryor, kendisine dokunulmasini istemiyordu. Bende enjeksiyonunu yapamadim, hatta hastadan
korktum. Hemgireler geldiler, hastanin ayaklarim baglayip sikica tutup zorla tedaviyi uyguladilar. Dogru bir
davranmismiydi, baska neler yapilabilirdi, boyle kolayma kagmak gerekiyordu gibi sorguladim uzun siire. Eger
hastaya ameliyat dncesinde tam bir giiven duygusu verilseydi ve sefkatle yaklasilsaydr bu kadar zorlamazdi bizi
belki de diye diisiindiim. Aradan 6-7 ay gecti,o durumdaki hastalara halen daha asla tedavi uygulayamiyorum.

G10:Vendz yetmezligi olan hastaya 4 lii bandaj uygularken siirekli sorun ¢ikardi, yaptigimiz sargy elestirdi,
Dolasim kontrolii yaptigimiz halde sarginin siki oldugunu sdyledi. Hastayi ikna etmek igin ¢ok ugrastik. Pek ikna
olmasa da gitti. 5 dakika sonra icerde hasta varken girmeye c¢alisti.”Benim siram daha bitmedi, sargimi
diizeltin” diye bagirip sorun ¢ikard. Igeriye aldik, ici rahatlasin dive pansumant kontrol ettik, onunla daha sevgi
dolu bir tonla konugtuk, sargida pek bir degisiklik olmasa da i¢i rahatlad ve gitti. Konusma tonunun ve seklinin
iletisimde ¢ok énemli oldugunu égrendim. Zor hastalarda bu yontemi uygulamam gerekir diye diisiiniiyorum.

Hemsire adaylarinin anlattiklar1 yasanmigliklar daha c¢ok klinik uygulamalarla ilgilidir. Bunlar, birgok
uygulamayi, iletisim bi¢cimini ve davranis rollerini yasayarak 6grenmelerini saglamistir. Tedavi uygularken daha
dikkatli olmalar1 gerektigini, hastaya etkili aciklama yapmanin ne kadar énemli oldugunu (GS5), zor hastalarla
kargilagtiklarinda dogru ve olumlu iletisimle hastaya daha faydali olacaklarim (G1, G2, G3, G10), ileride
meslektas olacaklar1 hemcinslerinin yanlis davranislarmi rol model almamay1 (G6) bu sekilde 6grenmislerdir.
Adodlesan déneminin sonunda yetiskinlige yeni adim atmakta olan hemsire adaylarinin kliniklerde yasadiklari
olaylar, onlarda bityiik etkiler birakmstir. Meslege atandiklarinda bu deneyimleri onlar1 daha fazla sorumluluk
sahibi yapacak ve dikkatli davranmalarini saglayacaktir.

Klinik uygulama alanlar1 hemsire adaylarina; rol modellerini gozlemleme, sorumluluk alarak uygulama
yapabilme, hastanin klinik tablosuna gore davranma, karar verme ve bir ekip iiyesi olarak caligabilme olanagi
saglar. Klinik, 6grenciye okul ortaminda 6gretilen teorik bilginin pratigini gerg¢ek ortamda yasayarak ve yaparak
ogrenme firsat1 verir. Ayrica, farkli meslek iiyelerinin bir arada uyum igerisinde ¢aligmasini gézlemlemesine ve
bu uyumun bir par¢ast olmayr benimsemesine yardimci olur. Hemsire adaylari klinik uygulamalara
katildiklarinda 6zgiiveni yiiksek ve uygulamalarinda donanimli birey olmalarinin saglamasi yaninda, hasta
iizerindeki uygulamalarda hata yapilmasini da en aza indirir (Ozcan, 2006:238).

Klinik 6gretim hemsire adaylarina psikomotor beceri ve entelektiiel 6grenme, problem ¢6zme, zamani etkin
kullanma, profesyonel karar verme becerilerini saglama, yaratici yeteneklerini gelistirme imkani sunar. Egitim
arastirma hastanelerinde bir kisinin (adayin) psikomotor beceri kazanmasi i¢in bagka birinin (hasta) {izerinde
uygulama yapmast s6z konusudur. Bu baglamda hem egitim-6gretim, hem de hastalarin tedavi ve bakiminin
yapildig1 bu ortamlarda etik problemlerin gériilme olasiligr yiiksektir. Etik problemler, hastaya ve 6grenciye
yonelik etik ihlaller, etik ¢ikmazlar sekline olabilir. Hasta, bakim talep eden taraf, hemsireler ise bakim verme
giiclinii elinde tutan taraftir. Dolayisiyla bu durum hemsireyi, hastanin kendisine bagimli oldugu diisiincesine
itebilmektedir. Bunun sonucunda hastalar, bagimli bir sekilde hareket etmelerini gerektiren kurallara uymaya
zorlanmaktadir. Bu tiir uygulamalardan birisi de, hemsire adaylarmin egitimi amactyla veya adaylarin
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hemsirelerin klinik is ylikiinii hafifletmesi amaciyla, aday tarafindan sunulacak bakim ve tedavinin hasta
tarafindan kabul edilmedigi durumlarda, hastaya kabul etmesi zorunluymus gibi gosterilmesidir. Bu durumda
hastanin 6zerkligi arka planda birakilmaktadir G2: “Hemgire ablalar, “servisin en ¢aliskan dgrencisi biz ona
glivenmesek zaten ol¢tiirmeyiz” dediler”.

Bu uygulamanin nedeni hemsirelerin 6grencilerin yararini daha iistiin bir deger olarak gérmesi olabilir. Belki
de hastanin 6zerkliginin farkinda dahi olmayabilir. Boyle bir eylemde bulunarak hemsireler, is yiiklerini azaltip
kendilerine yarar saglamak istemis olabilirler. Hemsire adaylarinin yararini gézetirken diger taraftan hemsirelere
oranla daha deneyimsiz olduklari icin  girisim yaptiklar1 hastalarmn zarar gorme riski vardir. Ornegin,
intramuskiiler ila¢ uygulamasi (kas i¢i) istem edilmis bir hastaya, hemsire aday: tarafindan uygulama yapilacagi
sirada, adayin anksiyeteden dolay1 tedirgin ve heyecanli bir izlenim goéstermesi hastane uygulamalarinda
defalarca karsilasilan bir durumdur G1:”Hastanin damarmni tesbit ettim, tam alacakken heyecanlandim elim
titredi. Hastamn kizi birden ¢iglik atmaya basladr”. Hasta bu durumu fark ettiginde daha deneyimli olan bir
hemgsirenin yapmasini istemektedir G1:”Hastada bu durumdan etkilendi ve “sen birak hemgire alsin” dedi.
Aglayarak odadan ¢iktim. Olaydan sonra bir siire kan alamadim”. Hemsire ise hemsire adaylarinin yararini
diisiinerek genellikle uygulamayr 6grencinin yapmast i¢in hastayr ikna etme yoluna basvurur ve uygulamayi
hemsire adayina yaptirir. Hemsire aday1 heyecanl oldugundan dolayr hata yapma riski de vardir. Hata nedeniyle
hastada komplikasyon gelisebilir ya da aday kendisine zarar verebilir. Mesela enjeksiyon yaptiktan sonra eline
igne batrabilir. Hemsire adaylarmin bu tiir sorunlar yasamamasi igin dgretmenleri ve klinik hemsireleri her
zaman kendilerinin yaninda olmalidir. Hemsire adayr uygulama yaparken, tizerinde baski kurmak yerine yapici
ve destekleyici olmali ve adayin anksiyetesini azaltacak sekilde etkili bir iletisim kurmalhidirlar (Aydogan, 2016).

2007 yilinda itibaren hemsirelik okullarina tekrar erkek 6grenci alinmaya baglanmistir. Kadin meslegi olarak
bilinen hemsirelikte erkeklerin varligi toplumun heniiz benimsemedigi bir durumdur. Bu nedenle erkek hemsire
adaylarinin hasta ve hasta yakinlari tarafindan ayrimciliga ugradigi da zaman zaman gériilmektedir. G2:“Birde
buna benzer bir olayr erkek hasta da yasadim. O da bana hi¢ erkek hemgire mi olur, sen hemsire degilsin,
teknisyen misin nesin bana dokunma gibi sézler sarfetti”. Bu durumun erkek hemsirelerin uygulama alanlarinda
artmasi ile zaman igerisinde benimsenecegi diisiiniilmektedir. Klinik egitimin beklenilen katkilari
saglayabilmesi, kliniklerde uygulama alanlarinin hemsire adaylarinin yararina diizenlenmesi ve hasta ve hasta
yakini egitimlerinin de etkili olmasi saglanmalidir (Ergol ve Kiirtlineii, 2013:65). Cilinkii hemsirenin hizmetici
egitimleri ve hasta ve hasta yakini egitimleri yetiskin egitimidir ve yetiskin egitiminin ilkeleri gegerlidir (Ay,
2007 den akt: Ergél ve Kiirtiincii, 2013).

Yetiskinler kendileri &grenmeye istekli olmalidir. Ogrenme aktiviteleri swrasinda  dzgiivenleri
zedelenmemelidir. Yetiskinlerin kisisel kaygilar1 vardir ve giivenli bir ortama gereksinim duyarlar (Gokkoca,
2001 den akt: Ergdl ve Kiirtiincii, 2013). Oysa bireylerde 6zgiiven ve 6z sayginin yitirilmesi, bikkinlik, yilginlik,
dikkati toplayamama gibi psikolojik sorunlara neden olan is yerinde ki siddet hemsire adaylarinin uygulama
alan1 olan saglik sektdriiniin 6nemli bir sorunudur (ILO, 2002 den akt: Ergél ve Kiirtiincii, 2013:69).

Sonug, Tartisma ve Oneriler

Hemgsirelik meslegi iilkemizde halen kendini tibbi agidan kanitlamaya calismaktadir. Oysa tip modeli, organ
veya sistem hastaliklar1 iizerine yogunlagsmakta ve hasta bakiminin etkili bir iletisim gerektirdigi konusu fazla
yer tutmamaktadir. Hemsire hizmet verdigi bireylerle yogun bir kisilerarasi iletisim yasarken yonelimi genellikle
hastanin hastalig1 ile ilgili yasanan tibbi siireglere yoneliktir. Kendini tibbi agidan gelistiren bir¢ok basarili
hemsire vardir. Bu kisiler hastaya iyi bir fizik bakim verebilmekte, fakat bir¢cok sebepten dolayr hastayr duygu
durumuyla birlikte ele almalar1 her zaman miimkiin olmamaktadir. Oysa hasta ve ailesinin yakinmalarinin pek
¢ogu kisiler arasinda yasanan etkilesimler ve iletisim bicimleriyle ilgilidir. Hasta, hasta yakini, hemsireler ve
hemsire aday1 geng saglikcilar arasinda yasanan karsilikli olumsuzluklar hemsirelik bakiminin iletisim becerileri
yoniiniin fiziksel tibbi bakim yonii kadar gelismemis olmasma baghdir (Ozcan, 2006:16).

Hemsire adaylarinin bakim verdikleri kisilerle etkilesimlerinin farkinda olmalari, kisa siire sonra meslege
atandiklarinda verecekleri profesyonel hasta bakimmin gereklerindendir. Edinecekleri bu 6zellik ayn1 zamanda
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mesleki uygulamanin kalitesini de belirleyen bir siiregtir. Bu nedenle adaylarin, hastayla iletisimlerinin niteligini
bilingli olarak irdelemeleri ve gelistirmeleri gerekmektedir.

Bu ¢alismada da saglik hizmeti sunan hemsire adaylar1 ile hasta, hasta yakin1 ve diger saglik personeli
arasinda yasanan iletisim sorunlar1 belirlenip, adlandirilarak ortaya konulmustur. Ayrica, yapilan goriismelerde
hemsire adaylarmmin sadece yasadiklar1 sorunlar belirlenmekle kalmamis, onlarin, bu sorunlar karsisinda kendi
bulduklar1 ¢6ziim dnerileri de 6nemli bulunmustur.

Hemsire adaylar1 goriismeler sayesinde yasadiklar: iletisim sorunlariyla daha bilingli sekilde yiizlesmisler,
farkinda olmuslar ve yasadiklar1 deneyimleri bilgiye ve ¢6ziim tiretmeye doniistiirerek bundan sonra garesizlik
yasamayacaklarini belirtmiglerdir. Gelecekte mesleki yasantilarinda hasta bakimi planlarken iletisim becerilerini
de mutlaka plana dahil etmeleri beklenmektedir.

Heniiz yetiskin birey olma 6zelliklerini kazanamamis gen¢ adaylarin, hizmet sunduklari hasta bireylerin ¢ogu
yetigskindir ve arastirma da elde edilen bulgular gostermektedir ki heniiz benlik gelisimlerini ve kendini tanima
stireclerini tam olarak gelistiremedikleri gibi yetiskinlerin gelisim donemleri ve egitimlerine yonelikte yeterli
bilgiye sahip degillerdir. Hastalara saglik egitimi yaparken de kendi teorik bilgilerini ancak klinik hemsirelerinin
davraniglarini 6rnek alarak ve kendi kisa deneyimleriyle aktarmaktadirlar.

Hemsire adaylar1 kliniklerde hastalarla, tedaviye uymama veya reddetme, aglama, bagirma, yakinma, dil
problemleri, gereksiz istekler, cevreye zarar verme, odadan kovma, yetersiz hijyen, cinsel obje gibi goriilme,
onyargilar gibi sorunlar yasamislar ve bu sorunlarla da 6ncelikle empati kurarak veya diger hemsirelere haber
vererek bas etmeye calismislardir. Staj siiresi uzadik¢a deneyimleri artmis ve hastayr dinleyip anlama, bakim
becerisinin artmasi gibi etkenler kendilerine olan giiveni arttirmigtir.

Diger saglik personelleriyle de gereksiz ve alakasiz is yiikii, acimasiz ve anlayigsiz davranislar, seklinde
sorun yasarken, hasta yakinlariyla da, hizmetgi gibi goriilme, bencillik, agresif davranislar gibi sorunlar
yasamislardir.

Staj siiresince klinikte tibbi tedaviye doniik uygulama yaparken, yasanilan bazi olaylar1 zamanla rutin,
siradan, normal bir davranig gibi gormeye baslayacakken, aslinda 6énemli ve mutlaka ¢oziilmesi gereken iletigim
hatalar1 sonucu ortaya ¢iktiginin farkina varmiglar ve yasayarak Ogrenme siirecini gerceklestirip, 6nemli
deneyimler kazanmislardir.

Egitim siiresince aldiklar1 iletisim derslerinin de daha g¢ok teoriye dayanmasindan, gercek olaylari ve
yasanmigliklar1 tam olarak yansitmamasindan dolay1 ve yetiskin egitimi kavram ve tekniklerine yer verilmedigi
icin klinik uygulamalarda c¢ok etkili olmadigi anlasilmusgtir.

Her ne kadar aragtirmanin kapsaminda ekonomiyle ilgili gosterge ve verilere yer verilmemis ve saglik
iletisimi ile ekonomi iliskisi yansitilmamis olsa da; saglik iletisimi ile saglik ekonomisi arasinda da yiiksek
diizeyde bir anlamlilik iligkisi oldugu sdylenebilir. Hastanelerde yasanan iletisim problemleri hastalarin kaygi ve
korkularini arttirip tedaviyi reddetmelerini sagladigi icin tedavi olma ve iyilesme siiresini geciktirdigi agiktir.
Boylece hastanede kalma siiresi uzayip, hastaneye basvurma sikligi da artacaktir. Bu da kamunun saglik
hizmetleri harcamalarmi arttiracaktir. Oysaki olumlu iletisim teknikleri kullanilarak bireylere, hastaneler gibi
ikinci basamak saglik kuruluslarina gelmeden once birinci basamak saglik hizmetlerinde yetigkin egitim
tekniklerinin de uygulandig: etkili, koruyucu ve erken teshise yonelik kaliteli bir saglik egitimi programlar
sunulursa kamunun saglik hizmetlerine ayirmis oldugu saglik payinda da énemli bir dl¢iide tasarruf saglanacag
ongoriilebilmektedir.

Aragtirmanin hemsirelik ve tip egitimi veren okullarda daha genis 6rneklemde yapilmasi, Hemsire adaylarina
problem odakli bag etme ve iletisim becerilerini gelistirmeye yonelik egitimler diizenlenmesi, saglik personeli
yetistiren tiim egitim 6gretim kurumlarinda yetiskin egitimi ad1 altinda yeni bir ders agilmasi veya ilgili derslerin
kapsamina yetiskin egitimi konularinin dahil edilmesi, mezuniyet sonrasi egitimde, hemsirelere yasam boyu
O0grenme amacina uygun olarak yasadiklari iletisim sorunlarina ve ¢oziimiine yonelik, etkili iletisim teknikleri
egitimi, verilmeye devam edilmesi, hasta ve hasta yakini egitimlerine, egitim seviyelerine uygun olarak etkili
dinleme, anlama ve empati yeteneklerini gelistirici konularin eklenmesi 6nerilmektedir.
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Parent Involvement in Inclusive Education Environments

Introduction

Preschool and primary school constitutes the basis for much of human life, and are periods in which children
develop rapidly in terms of their physical, personal, cognitive, language, social, and emotional characteristics.
During this process, where such critical periods are in question regarding the physical and behavioural
achievements, provision of an environment suitable for the growth and development of children, as well as the
necessary stimulants, are listed among the most critical components affecting child development (Diken, 2016).
When one considers that the majority of children’s experiences in early ages are comprised of those within the
family, the families themselves and the life content provided by families to children during the early education of
children play a determinant role in child development. The way that families approach meeting their children’s
various needs, such as love, care, health, upbringing and trust etc., may be seen as another component affecting
child development (Giiven & Efe Azkeskin, 2016). Also, families support children in learning socialisation by
being socially recognised, and contribute to their development in the direction of their interests and talents in
problem solving (Yavuzer, 2001, 2003).

Although children come into this world with specific physical, cognitive and affective characteristics, their
families help them to develop these characteristics that they were born with, and also help them to attain several
other characteristics through various learning processes. When it is considered that the first socialisation
environment of children is the family, it could be emphasised that all development areas are structured by the
first configurations made on the sense of self of the children, as well as stimulants presented by families and
educational approaches exhibited by the same. Children internalise the behaviours of family members through
various learning methods, such as modelling and imitation (Bandura, 1977), and they establish the basis for
cognitive, social, linguistic and ethical development. It is emphasised that parents and other family members
affect the personal development and social behaviours of children (Gander & Gardiner, 2010).

In view of education, the first environment in which children receive information according to their ascribed
interests and their will to search and learn, is also the family. Basic education that begins in the family from birth
continues to be strengthened with the education provided by educational institutions in society. The most
significant objective of preschool education is to prepare children of up to six years old for their life ahead. By
applying an accurate preschool education programme for achieving such an objective, it must be ensured
primarily that children get to know themselves and their families, that children recognise the characteristics of
their immediate environment, and that they are ready for their primary education (Giiler Yildiz, 2016). In other
words, both children and families are prepared for the future educational life of children during the preschool
education process.

Roles that parents assume in the education of their children do not terminate when the school period begins;
on the contrary, the importance of the role they play increases in various other dimensions (Haktanir, 1994).
Therefore, raising awareness in families regarding the education of their children from an early age is considered
one of the most fundamental variables that can positively impact on the future success of children at school
(Cagdas, Ozel, & Gonca, 2016; Hortasgu, 2003; Zepeda, Varela, & Morales, 2004).

When the literature is examined, it can be determined that school readiness levels of children are higher in
parents who become personally involved in their children’s care and education. Therefore, in order to make
children individuals who are self-confident and successful in the future, it is a prerequisite for children to
establish relations with their families, to ensure that parents are informed a