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Perceptions of Turkish EFL student teachers towards
learning phrasal-prepositional verbs through corpus-based

materials?

Ufuk Girgin?
PhD, Research Assistant, Erciyes University, Faculty of Education, TURKEY

Abstract

The current study aims to explore the perceptions of 55 Turkish EFL student
teachers towards using corpus-based materials in English phrasal-prepositional
verb learning. It also explores gender-based differences and similarities towards
using such materials in the learning of English phrasal-prepositional verbs. To do so,
the study adopted a mixed method approach. The quantitative data were collected
through a questionnaire, and the qualitative data were collected through focus-
group interviews. The results of the questionnaire revealed that the learners had
somewhat positive perceptions of using corpus-based materials in their phrasal-
prepositional verb learning. The results of the interviews also showed that the
learners enjoyed using corpus-based materials in their phrasal-prepositional verb
learning, thereby supporting the questionnaire data. Gender differences that
emerged from the study showed that the female learners had higher positive
perceptions of using corpus-based materials than the male learners. This study
provides further evidence that Turkish EFL learners feel that using corpora in
language learning is an effective approach, and language teachers questioning
whether to use corpora in language teaching can make use of such sources to help
their students learn different aspects of vocabulary in English.
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ingiliz dili ve egitimi anabilim dali 6grencilerinin edat-fiillerin
ogrenilmesinde derlem tabanli materyaller kullanmalarina
karsi olan tutumlan

0z

Bu calismanin amaci ingiliz dili ve egitimi anabilim dalinda 8grenim géren 55 Tiirk

6grencinin {i¢ kelimeden olusan edat-fiillerin &grenilmesinde derlem tabanli Gonderim
materyaller kullanmalarina karsi olan tutumlarini anlayabilmektir. Calismanin diger 13 Subat 2019
bir amaci da (¢ kelimeden olusan edat-fiillerin 6grenilmesinde derlem tabanli Kabul
materyaller kullanilmasina karsi gelistirilen &grenci tutumlarinin cinsiyete gore 19 Mart 2019

dagiimini belirlemektir. Bu calismadaki veri anket uygulamasindan gelmektedir.
Calismadaki diger veri ise Ogrencilerle yapilan goériismelerden elde edilmistir.
Katilimer 6grencilerin tutum anketine verdikleri yanitlarin istatistiksel analizi

gostermistir ki 6grenciler ti¢ kelimeden olusan edat-fiillerin 6grenilmesinde derlem

tabanli materyaller kullanilmasina karsi olumlu tutumlar géstermislerdir. Ayrica, Anahtar kelimeler
ogrencilerle yapilan goriismelerin analizi gostermistir ki 6grenciler l¢ kelimeden derlem
olusan edat-fiillerin &grenilmesinde derlem tabanli materyaller kullanilmasina karsi derlem tabanl materyaller
oldukca olumlu tutumlar sergilemislerdir. Cinsiyete gore dagilim analizi ise kiz Edi:lligi

ogrencilerin ¢ kelimeden olusan edat-fiillerin 6grenilmesinde derlem tabanli
materyaller kullanilmasina karsi erkek &grencilere gore daha olumlu tutumlar
sergilediklerini ortaya ¢ikarmistir.

ogrenci tutumlan

Onerilen APA atif bicimi: Girgin, U. (2019). ingiliz dili ve egitimi anabilim dali 6grencilerinin edat-fiillerin 6grenilmesinde derlem
tabanli materyaller kullanmalarina karsi olan tutumlari. Language Teaching and Educational Research (LATER), 2(1), 1-19.
DOI: https://doi.org/10.35207/later.526730



Girgin, U.  Language Teaching and Educational Research, 2019-1, 1-19

Introduction

A corpus is a collection of texts which is used for linguistic analysis. These texts are
generally assumed to be representative of a given language (Francis, 1982). Although the use of
corpora in language learning and teaching has created controversy among linguists, it is widely
acknowledged as beneficial for language learners (Biber & Reppen, 2002; Chambers, 2007; Hill,
2000; Hunston, 2002). It increases the meaningful input for learners, as they get familiar with
real authentic language. In addition, by seeing empirical descriptions of language use, learners
can be aware of the pattern frequency and usage of register-based forms and words in a
language (Biber & Reppen, 2002). As such, language is described for learners through the use of
corpora in language classes (Hunston, 2002).

Over the years, many studies have incorporated corpora into language teachers’ skill
teaching practices by adapting new trends like concordancing (i.e., concordance lines), DDL
(Data-Driven Learning), or a corpus-based approach (e.g., Ashkan & Seyyedrezaei, 2016;
Girgin, 2011, 2019; Barabadi & Khajavi, 2017; Chao, 2010; Koosha & Jafarpour, 2006; Paker &
Ergﬁl-()zcan, 2017; Sun & Wang, 2003; Tekin & Sorug, 2016; Ugar & Yiikselir, 2015; Vannestal
& Lindquist, 2007; Yilmaz & Sorug, 2015). While concordancing is used as a method to help
learners study corpora through a computer program, which presents concordance lines for
language analysis, DDL is an approach in which concordance lines are implemented with an
aim to help learners identify a particular language phenomenon. A corpus-based approach, on
the other hand, differs from concordancing and DDL in that in a corpus-based approach,
according to Tognini-Bonelli (2001), corpus data are used to test existing ideas. One central
finding coming from the studies is that corpora are effective with skill teaching in language
classes, thereby acknowledging the use of corpora in language teaching as a valuable resource
(e.g., Ashkan & Seyyedrezaei, 2016; Girgin, 2011, 2019; Barabadi & Khajavi, 2017; Chao, 2010;
Koosha & Jafarpour, 2006; Paker & Ergiil—Ozcan, 2017; Sun & Wang, 2003; Tekin & Sorug,
2016; Ugar & Yiikselir, 2015; Vannestal & Lindquist, 2007; Yi1lmaz & Sorug, 2015).

Based on these contributions, language teachers have started to incorporate corpora
into language teaching as well as encouraging learners to exploit them in language learning.
Yet, many researchers have started to question how learners feel towards using such sources in
language learning. As such, several studies have started to emerge in the field with an aim to
understand learners’ perceptions towards using corpora in skill learning (e.g., Chao, 2010; Sun
&Wang, 2003; Vannestal & Lindquist, 2007; Yoon & Hirvela, 2004). These studies have found
that learners have a positive perception of using such sources in language learning.

The use of corpora in language teaching has been a focus of attention in the Turkish
EFL context lately (e.g., Girgin, 2011, 2019; Paker & Ergﬁl—Ozcan, 2017; Tekin & Sorug, 2016;
Ucar & Yiikselir, 2015; Yilmaz & Sorug, 2015), where language teachers have started to
incorporate such sources into language teaching after having had a great challenge to create
authentic materials that provide real life language samples. However, observing real life
language samples might be challenging and time-consuming for language learners, thereby
demotivating and frustrating them (Granger & Tribble, 1998). In addition, studying with
concordance lines requires learners to infer and formulate rules, which can be challenging for
those who do not know how to induct information from lines (Gabel, 2001). Some of learners
might not even interpret and generalize information, as concordance lines present information
in different formats (Yoon & Hirvela, 2004). To the best of the researcher’s knowledge, very
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few studies have explored the perceptions of learners towards using such sources keeping these
concerns in mind in the Turkish EFL context (e.g., Girgin, 2011; Simsek, 2016). As such, how
Turkish EFL learners perceive such sources after they actually use them during their
vocabulary learning is not clear. This study was conducted to further investigate this question.
Therefore, by exploring the perceptions of 55 Turkish EFL learners towards using corpus-based
materialsin the learning of English phrasal-prepositional verbs, the current study aims to
further understand their opinions about using corpora in their vocabulary learning. The study
also explores gender-based differences and similarities towards using such materials to learn the
phrasal-prepositional verbs.

Previous research

A majority of previous research focusing on the use of corpora in language learning
have attempted to explore learners’ perceptions in terms of one aspect of skill learning,
vocabulary learning. More precisely, they have mostly explored the perceptions of learners
towards using corpora in collocation learning (e.g., Chan & Liou, 2005; Chao, 2010).

For example, Chan and Liou (2005) explored how 32 college EFL learners in Taiwan
would react to a bilingual concordancer. The purpose of the study was to find out whether the
learners agreed that using such a computer program helped them to learn English verb-noun
collocations. The results revealed that the learners mostly held positive attitudes towards using
the concordancer to learn verb-noun colocations. In a different study, Chao (2010) also
investigated how 71 Taiwanese junior high school students would think of using a
concordancer in their collocation learning. The study found that the majority of the learners
thought that using such a computer program in the learning of the collocations was effective.

Chujo, Utiyama and Miura (2006), on the other hand, investigated how 72 beginner
level EFL learners would react to using concordance-based activities in their vocabulary
learning. The purpose of their study was also to find out if the learners agreed that using the
concordancing tool was easy. In the study, the learners were asked to note down their
responses to using the tool on a daily basis. The researchers also administered a questionnaire to
the learners to find out if the learners got accustomed to the tool and if they thought that the
activities were helpful. The results revealed that the majority of the learners got used to using
the concordancing tool. It was also found that the learners mostly held positive attitudes
towards using the tool in their vocabulary learning. However, the majority of the learners
indicated that it was not easy for them to use the tool.

By examining the reflections of 31 freshmen students at an English Language Teaching
(ELT) department in Turkey, Simsek (2016) investigated the perceptions of EFL learners
towards a six-week corpus-based implementation conducted to teach transitional adverbials.
The reflections were taken through minute papers collected each week and a semi-structured
interview. The results showed that while the learners found the corpus-based implementation
effective, motivating, and interesting, they indicated that the concordance lines were difficult
to understand. However, the learners had a positive perception of corpus-based language
teaching.

In the light of these contributions, it can be claimed that corpora have been used in
language classes to teach vocabulary items (e.g., collocations) to EFL learners. They have been
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reported to have had a positive perception of using corpora in their English vocabulary
learning. As this study also aims to further understanding the Turkish learners’ perceptions
towards using corpus-based materials in their English phrasal-prepositional verb learning, it
adds on the previous research in two ways. Firstly, it aims to further explore if Turkish students
hold the same feelings towards using such sources in their English vocabulary learning.
Secondly, it aims to reveal if learners of English find using such sources easy and effective with
their phrasal-prepositional verb learning, another aspect of vocabulary learning and the
learning of which constitutes a challenge for students (Ganji, 2011; Side, 1990). In addition, to
the best of the researcher’s knowledge, an investigataion of gender-based differences and
similarities in any aspect of skill learning through corpus-based materials has not been a focus
of attention. Therefore, the purpose of the current study is to further understand the
perceptions of Turkish learners towards using corpus-based materials in their English phrasal-
prepositional verb learning, and explore gender-based differences and similarities towards
using such materials in the learning of the phrasal-prepositional verbs.
In particular, the current study addresses the following research questions:

1. What are the perceptions of Turkish EFL learners towards studying with corpus-based
materials while learning English phrasal-prepositional verbs?

2. Are there any differences and similarities between the perceptions of male and female
learners towards studying with corpus-based materials while learning English phrasal-
prepositional verbs?

Methodology

In order to explore the perceptions of the learners towards learning English phrasal-
prepositional verbs via corpus-based materials, the study adopted a mixed method approach.
The quantitative data were collected through a questionnaire, and the qualitative data were
collected through focus group interviews. 40 phrasal-prepositional verbs were selected from
Longman Dictionary of Phrasal Verbs (Courtney, 1983) and instructed via corpus-based
materials for six hours over a period of three weeks. The questionnaire was given to the
learners right after the instruction. The interviews were conducted following the analysis of
the questionnaire data. The data collected from the questionnaire with regard to the
perceptions of the learners were also analyzed to check the differences and similarities between
male and female students. This section firstly introduces the setting and participants of the
study. Instruments used in the study are presented in turn. Lastly, data collection and analysis
procedures are summarized briefly.

Setting

The study was conducted at Erciyes University, in the department of English language
teaching (ELT) in Turkey. The department offers courses for students who want to be teachers
of English in primary or high schools in Turkey. All students should complete a four-year study
to obtain a degree from the department.
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Participants

Fifty-five upper-intermediate level learners of English from two intact classes took
part in the study. The participants were in their first year and were taking the Contextual
Grammar I course. The course is offered in two sections in the department, and each section
has around 30 students. Forty-three of the students were female and 12 of them were male. The
learners were socio-linguistically homogenous, as all of them were born and raised in Turkey.

Instruments

Questionnaire

The questionnaire was adapted from Girgin (2011). As can be seen in Appendix A, the
questionnaire has 15 Likert scale questionsas well as capturing the students’ demographic data
(i.e., gender), and each question contains six options.

The items in the questionnaire aimed to reveal a range of opinions regarding how the
learners perceived using corpus-based materials in their vocabulary learning. For example,
while items 1 and 2 aimed to reveal their opinions about the degree of the difficulty and
usefulness of the materials, items 3 and 4 aimed to reveal their opinions about the difficulty and
boringness of using the materials in comparison to using a dictionary. Items 5 and 6, on the
other hand, aimed to reveal their opinions about their own participation in the course and if
they thought using the materials boosted their confidence in English phrasal-prepositional verb
learning. Items 7 and 8 aimed to reveal the learners’ opinions regarding if they thought using
the materials improved their phrasal-prepositional verb knowledge and their preferences (i.e.,
corpus-based materials vs. a dictionary), whereas items 9, 10, and 11 aimed to reveal their
opinions about the helpfulness of using the materials in comparison to using a dictionary and
their attitudes and recommendations. Items 12, 13, 14, and 15 were constructed by the
researcher for the needs of the current study. While items 12, 13, and 14 aimed to reveal the
learners’ opinions regarding the effectiveness of the materials in helping them understand the
forms and metaphorical meanings of the verbs, as well as constructing the correct forms of the
verbs in order to use them while paraphrasing sentences, item 15 aimed to reveal their opinions
about the difficulty of using the materials in understanding the metaphorical meanings of the
verbs in comparison to using a dictionary. The reliability of the questionnaire was analyzed,
and the Cronbach’s Alpha coefficient was .87.

Interviews

The learners’ perceptions towards using corpus-based materials in phrasal-prepositional
verb learning were further explored through audiotaped focus group interviews, which were
conducted after the analysis of the questionnaire. The selection of the learners was based on
the results of the questionnaire. Three learners with the highest, lowest, and neutral attitudes
towards using corpus-based materials from each class were asked to participate respectively. In
total, six learners were included in the interviews, which were held in two different focus
groups with three learners in each and conducted in English. Focus group interviews may be
held in the mother tongue of participants, as in this way, one can avoid data loss, which can
potentially result from participants’ language skills. However, for this study, it was deemed
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appropriate to conduct the interviews in the L2 (English), as the participants were at their
higher levels of language proficiency. Yet, it is possible that they could not communicate what
they aimed effectively. Therefore, this might be a limitation of the study.

After informing the learners about why they were selected for the interviews, seven
questions were asked one by one. To facilitate the interaction between the learners, probes
were given without expressing any value on the answers received. The duration of each
interview session was one and half hour. Six of the questions were repeated questions that were
previously asked in the questionnaire, as it was found that more information was needed from
the learners on them after the analysis of the questionnaire. Two of these questions aimed to
further reveal the learners’ opinions about the difficulty and boringness of using the materials
in comparison to using a dictionary. One of the questions aimed to further reveal the learners’
opinions regarding if they thought using the materials boosted their confidence in English
phrasal-prepositional verb learning. The rest of the questions aimed to further reveal the
learners’ opinions about their own participation, attitudes, and recommendations. The last
question aimed to reveal the learners’ opinions about the difficulty of using the concordance
lines in understanding the forms and metaphorical meanings of the verbs.

The corpus and corpus-based materials

The current study used the Corpus of Contemporary American English (COCA)
(Davies, n.d.) to prepare the materials (i.e., corpus-based materials) for the instruction. Several
concordance lines taken from the corpus were used with an aim to help the learners see the
usage of the targeted phrasal-prepositional verbs in their real contexts in order to understand
the form of the verbs, to discover the meaning of them, and to use the correct form of them
while rewriting sentences. As such, for the current study, the concordance lines, which include
the usage of the phrasal-prepositional verbs, were prepared beforehand and used for
presentation, discovery, and practice purposes.

After taking the concordance lines from the corpus, the materials were prepared. The
materials consisted of four sets of papers each of which included 20 concordance lines in which
10 phrasal-prepositional verbs were seen in their real usages and five tasks that included the
form, meaning, and use activities of the verbs. For ‘form recognition’ activity, the participants
were required to analyze the concordance lines and discover the form of the verbs by paying
attention to their specific features (i.e., verb + adverb particle + preposition + noun phrase). For
‘meaning discovery’ activity, upon discovering the meanings of the verbs from the concordance
lines, the learners were required to complete a ‘meaning-matching’ activity and practice the
meanings of the verbs with 10 meaning-based multiple-choice questions. For ‘use’ activity, the
learners were required to paraphrase 10 sentences by choosing a verb, a particle, and a
preposition from a list of verbs, particles, and prepositions, thereby constructing the correct
forms of the phrasal-prepositional verbs to use in sentence rewriting.

Data collection procedure

In order to explore the learners’ perceptions towards learning phrasal-prepositional
verbs via corpus-based materials, 40 phrasal-prepositional verbs were selected from Longman
Dictionary of Phrasal Verbs (Courtney, 1983) and instructed via corpus-based materials for six
hours over a period of three weeks.
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The participants in the current study were not familiar with a corpus and corpus-based
materials used in language learning. Therefore, a one-hour demo lesson was presented to the
learners. In this demo class, the corpus, COCA, and concordance lines were introduced.

For ‘form recognition’ activity, the learners deducted the specific features of the verbs
(i.e., verb + adverb particle + preposition + noun phrase) from the concordance lines, thereby
discovering the forms of them on their own. In addition, they discovered the meanings of the
verbs from the lines to complete the ‘meaning discovery’ section. They practiced the meaning
and usage of the verbs with 10 meaning-based multiple-choice questions and 10 usage-based
sentence rewrite questions.

The teacher, who was also the researcher, administered the questionnaire to the
learners after the instruction and conducted the interviews, following the analysis of the
questionnaire data.

Data analysis procedure

This study adopted a mixed method approach to explore the learners’ perceptions
towards using corpus-based materials in vocabulary learning. As such, the study used
descriptive analysis for the questionnaire data, examining the items’ mean scores. This was
followed by the analysis of the interviews. The data collected from the questionnaire with
regard to the perceptions of the learners were also analyzed to check the differences and
similarities between male and female learners.

Results

Learners’ perceptions towards using corpus-based materials in English phrasal-prepositional
verbs learning

In order to understand the perceptions of the learners, the mean scores of the items of
the questionnaire were examined. The overall mean was initially calculated by reversing three
of the items (i.e., items 3, 4, and 15), so that a higher response for all of the items indicates a
better opinion. Table 1 shows the overall mean, which indicates that the learners had
somewhat a positive perception of using corpus-based materials in their phrasal-prepositional
verbs learning (mean value: 3.72).

Table 1. Learners’ perceptions towards using corpus-based materials in English phrasal-
prepositional verbs learning (N= 55)

Items M SD

1. Difficulty 2.83 1.03
2. Usefulness 3.94 1.19
3. More difficult (corpus-based materials vs. a dictionary) 4.34 1.43
4. More boring (corpus-based materials vs. a dictionary) 452 1.38
5. The learners’ participation 3.29 .95

6. Improving the learners’ phrasal-prepositional verb knowledge 3.50 1.06
7. Increasing the learners’ confidence 3.32 1.18



Girgin, U.  Language Teaching and Educational Research, 2019-1, 1-19

8. Preferences (corpus-based materials vs. a dictionary) 4.10 1.32
9. More helpful (corpus-based materials vs. a dictionary) 4.14 1.32
10. The learners’ attitudes 3.69 1.27
11. The learners’ recommendations 3.98 1.38
12. Understanding the form of phrasal-prepositional verbs 3.72 1.28
13. Difficulty in understanding the metaphorical meanings 2.98 1.13
14. Constructing the correct form of phrasal-prepositional verbs to use them in 3.29 1.03

sentence rewriting
15. More difficult ( corpus-based materials vs. a dictionary) to understand the 4.20 1.49
metaphorical meanings of phrasal-prepositional verbs

Overall Mean 3.72 74

As can be seen in the table, the mean score for the first item indicates that the majority
of the learners found learning the phrasal-prepositional verbs via corpus-based materials
somewhat difficult (M= 2.83). However, the mean score for the third item indicates that the
majority of them did not think that learning the verbs via the materials was more difficult than
learning them via a dictionary (M= 4.34). Additionally, the mean score for the last item in the
questionnaire indicates that the majority of the learners also did not think that using the
materials was more difficult than using a dictionary to understand the metaphorical meanings
of the verbs (M= 4.20).

When the learners in the interview sessions were asked to compare the difficulty of
using the materials to using a dictionary, all of them agreed that using the materials to learn
the verbs was not more difficult than using a dictionary to learn them. For example, Student 1
from focus group 2 made a comparison between using corpus-based materials and using a
dictionary in terms of understanding the forms and metaphorical meanings of the verbs in the
following way:

I think that deducing the forms and meanings of the verbs through analyzing
the sentences in the concordance lines is easier than learning them through a
dictionary, because learning the meanings of the verbs from a dictionary does
not mean that one can learn the meanings of them permanently. That is,
learning the meanings and the forms of the verbs from a dictionary means that
one can only memorize them temporarily. (Student 1, focus group 2)

This response shows that the learner was able to learn the forms and the metaphorical
meanings of the verbs more easily and permanently through using corpus-based materials,
especially through the example sentences that the concordance lines present. Yet, two of the
learners in the same focus group stated that it was difficult for them to use corpus-based
materials to learn the verbs, because they failed to understand the meanings of the majority of
the verbs easily through these materials due to the high frequency unknown words in the lines.
They stated that they would learn the meanings and the forms of the verbs easily through a
dictionary, because they think that what they have to do is just to look up the verbs in a
dictionary and memorize them.
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Based on these results, it is fair to state that the majority of the learners thought that
using the materials was not more difficult than using a dictionary to learn the phrasal-
prepositional verbs of English. However, the learners’ answers to question 13 indicate that they
mostly did not agree that they did not have any difficulty in understanding the metaphorical
meanings of the verbs (M= 2.98). Despite this, their answers to questions 12 and 14 indicate
that they mostly agreed that through the materials, they were able to understand the forms of
the verbs (M= 3.72) and construct the correct forms of them in order to use them while
paraphrasing sentences (M= 3.29) somewhat easily.

The learners in the interview sessions were also asked to indicate their opinions about if
they had had any difficulty while analyzing the concordance lines to understand the forms and
metaphorical meanings of the verbs. Their answers were somewhat similar to each other.
Student 5 from focus group 2, for example, stated:

“When I saw several sentences lined-up as the concordance lines, I did not
quite get what I was supposed to do with them. In addition, some of the
sentences did not make sense at all. Therefore, I held somewhat negative
attitudes towards using them to learn the structures. However, with the help of
the teacher, it started to become easier to analyze them and understand the
forms and meanings of the verbs.” (Student 5, focus group 2)

This response shows that understanding the sentences in the lines was initially very
challenging for the learner, and with the help of the teacher, he could understand what to do
with them. Therefore, it is fair to state that the learners needed guidance from the teacher in
order to analyze the concordance lines and understand the structures in them.

The mean score for the second item in the table indicates that the learners mostly agreed
that using the materials was useful for learning the phrasal-prepositional verbs (M= 3.94). In
addition, the mean score for item 9 indicates that the learners mostly thought that it was more
helpful to use the materials to learn the verbs when compared to using a dictionary (M= 4.14).
Therefore, it is fair to state that the majority of the learners considered the materials as useful
sources in the learning of the verbs, and the majority of them thought that the materials were
more helpful than a dictionary in the learning of the verbs.

The mean score for item 8 in the table indicates that the majority of the learners agreed
that they would prefer using corpus-based materials to learn the phrasal-prepositional verbs of
English (M= 4.10). Furthermore, the mean score for item 11 indicates that the majority of the
learners thought that second language teachers should use such materials in the teaching of the
phrasal-prepositional verbs of English to language learners (M= 3.98). When the learners in the
interview sessions were asked about their recommendations, all of the learners agreed that
teachers should use these materials while teaching the phrasal-prepositional verbs of English to
language students.

The mean score for item 10 in the table indicates that the majority of the learners agreed
that they had a positive perception of using the materials in the learning of the verbs (M= 3.69).
This question was introduced to the learners in the interview sessions again. All of the learners
stated that they found corpus-based materials beneficial in the learning of the verbs and they had
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a positive perception of using the materials for learning the verbs. Some of them thought that the
effects of learning via deducing the forms and metaphorical meanings of the verbs from the
concordance lines on their own would last longer. The mean score for item 4 in the table
indicates that the majority of the learners did not agree that it was more boring to use the
materials when compared to using a dictionary in the learning of the verbs (M= 4.52). In
addition, this question was asked again in the interview sessions, and none of the learners agreed
that it was more boring to use the materials when compared to using a dictionary in the learning
of the verbs. They thought that deriving the meanings and the forms of the verbs from the
concordance lines was something new for them.

The mean score for item 6 in the table indicates that the learners mostly agreed that
using the materials somewhat improved their phrasal-prepositional verb knowledge (M= 3.50).
In addition, the mean score for item 7 indicates that the majority of them agreed that using the
materials somewhat boosted their confidence in learning the phrasal-prepositional verbs of
English (M= 3.32). This question was asked again in the interview sessions, and all of the learners
agreed that using the materials boosted their confidence in learning the phrasal-prepositional
verbs of English. They thought that it would be possible to learn the meanings and the forms of
the verbs via these materials. Additionally, they thought that they would be able to recognize
them in native speakers’ written texts or speech.

Lastly, the mean score for item 5 in the table indicates that the majority of the learners
thought that they were somewhat active in the course (M= 3.29). . This question was asked again
in the interview sessions, and all of the learners agreed that they participated actively in the
course while studying with the materials to learn the verbs. They stated that they had to
participate automatically, because the activities in the materials were learner-centered, thereby
pushing them to explain the forms or give the correct answers to the questions that the materials
included.

Gender-based differences and similarities in using corpus-based materials

The data collected from the questionnaire with regard to the perceptions of the learners
were analyzed to check the differences and similarities between the male and female learners.
In the analysis, the Statistical Package for Social Sciences (SPSS) was used. Since it was found
that the data were normally distributed, the overall mean scores and the mean scores of the
male and female learners for each item in the questionnaire were compared using Independent
Sample T-Test. Table 2 presents the means and overall means with regard to the perceptions of
the male and female learners for items 1-15 in the questionnaire.

Table 2. Differences and similarities between the perceptions of the male (N= 12) and female
(N= 43) learners towards using corpus-based materials

11
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Items Male Female

M SO M SD d& t p

1. Difficulty 250 51 293 112 11 190 .205
2. Usefulness 333 .88 412 121 11 251 .043
3. More difficult (corpus-based materials vs. a 391 137 446 143 11 121 .244
dictionary)

4. More boring (corpus-based materials vs. a dictionary) 3.33 137 486 120 11 3.51 .000

5. The learners’ participation 325 1.05 330 .93 11 .14 .869
6. Improving the learners’ phrasal-prepositional verb 333 98 356 1.09 11 .70 .525
knowledge

7. Increasing the learners’ confidence 3.08 9 340 125 11 99 426

8. Preferences (corpus-based materials vs. a dictionary) 333 161 433 116 11 201 .021

9. More helpful (corpus-based materials vs. a dictionary) 3.58 1.62 430 120 11 143 .097

10. The learners’ attitudes 342 116 377 130 11 .89 404
11. The learners’ recommendations 358 144 409 136 11 1.09 .262
12. Understanding the form of phrasal-prepositional 3.08 144 391 119 11 1.82 .048
verbs

13. Difficulty in understanding the metaphorical 267 88 3.07 118 11 1.28 .279
meanings

14. Constructing the correct form of phrasal- 283 126 342 93 11 151 .082
prepositional verbs to use them in sentence rewriting

15. More difficult ( corpus-based materials vs. a 391 156 427 148 11 .71 463

dictionary) to understand the metaphorical meanings of
phrasal-prepositional verbs

Overall Mean 327 .79 385 .69 11 230 .017

As can be seen in the table, there is a significant difference between the overall mean
scores of the male and female learners. That is, the female learners’ attitudes (M=3.85) are
significantly more positive than those of the male learners (M=3.27) towards using the
materials to learn the phrasal-prepositional verbs (t(11)=2.30, p<.05).

As data in the table indicate, there are significant differences between the mean scores
of the male and female learners in terms of items 2, 4, 8, and 12. The comparison of the mean
scores of the male and female learners for item 2 indicates that the female learners (M= 4.12)
hold significantly higher positive attitudes than the male learners (M= 3.33) in terms of finding
the use of the materials in the learning of the phrasal-prepositional verbs useful (t(11)= 2.51,
p<.05). Additionally, the comparison of the mean scores of the male and female learners for
item 4 indicates that the male learners (M= 3.33) found using the materials (in comparison to
using a dictionary) significantly more boring than the female learners (M= 4.86)in the learning
of the phrasal-prepositional verbs (t(11)= 3.51, p<.05). Further, the comparison of the mean
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scores for item 8 indicates that the female learners (M= 4.33) hold significantly higher positive
attitudes than the male learners (M= 3.33) with regard to preferring using the materials to learn
the phrasal-prepositional verbs of English to using a dictionary (t(11)= 2.01, p<.05). Lastly, the
comparison of the mean scores for item 12 indicates that the female learners (M= 3.91) hold
significantly higher positive attitudes than the male learners (M= 3.08) in terms of
understanding the forms of the phrasal-prepositional verbs easily by using corpus-based
materials (t(11)= 1.82, p<.05).

There are no significant differences between the mean scores of the male and female
learners in terms of the other items in the questionnaire. However, it should be noted that the
mean scores of the female learners are higher than those of the male learners for all of the
items in the questionnaire. Thus, it can be concluded that the female learners in the current
study hold a higher positive perception of using corpus-based materials in the learning of the
phrasal-prepositional verbs than the male learners.

Discussion

The results of the questionnaire indicated that the learners had somewhat a positive
perception of using corpus-based materials in their L2 phrasal-prepositional verbs learning. The
results of the interviews also showed that they held positive attitudes towards using such
materials in the learning of the verbs, thereby supporting the questionnaire data. It should be
remembered that one of the rationales behind the use of corpora in phrasal-prepositional verbs
learning for the study is to help the learners see the information included in the concordance
lines and derive the necessary rules (e.g., form, meaning) for the verbs. It is interesting to note
that the learners found using corpus-based materials in their phrasal-prepositional verbs
learning useful, thereby agreeing that using such materials in L2 phrasal-prepositional verbs
instruction achieved this function. Additionally, they agreed that the materials helped them to
learn the verbs better than a dictionary. This might suggest that the learners felt that corpus-
based materials and a dictionary were not equal in terms of teaching them L2 vocabulary items.
That is to say, whereas a dictionary presents the meanings of vocabulary items for
memorization, corpus-based materials require learners to discover meanings by observing
concordance lines on their own, thereby the latter being acknowledged by the learners in the
current study as more helpful. This might also explain why they agreed that they would prefer
using corpus-based materials in English phrasal-prepositional verbs learning and it would be a
good idea for teachers to use corpus-based materials in English phrasal-prepositional verbs
instruction. These findings confirm the findings of the studies of Chao (2010) and Chujo,
Utiyama and Miura (2006). Chujo, Utiyama and Miura found that learners agreed that using
concordance-based activities was helpful for learning vocabulary. Similarly, Chao found that
learners mostly agreed that using concordancing in collocation learning was effective.
Additionally, the findings are also in line with the findings of the study of Simsek (2016), who
found that learners mostly agreed that corpus-based implementation was effective.

On the whole, the learners thought that they enjoyed using corpus-based materials in
the learning of the verbs. They mostly agreed that using the materials in the learning of the
verbs was not more boring than using a dictionary. This might be linked to the fact that
‘boringness’ is associated with learners’ memorization of vocabulary items from a dictionary, as
there are no specific tasks in a dictionary to study vocabulary items. Studying the concordance
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lines and working on the different tasks might have been interesting for the learners. The
learners’ responses to the same question in the interviews supported this fact; these learners
stated that deriving the meanings and forms of the verbs from the concordance lines was
something new for them. This might also explain why the learners thought that they
participated actively in the course while studying the verbs through the materials. Using such
materials might have pushed them to get involved in the course. The learners’ responses to the
same question in the interviews supported this fact; these learners stated that they had to
participate automatically, because the activities in the materials were learner-centered, thereby
pushing them to explain the forms or give the correct answers to the questions that the
materials included. In addition, ‘involvement’ might have been associated with ‘learning’ or
‘gaining’ in the learners’ minds, as they mostly agreed that using the materials improved their
L2 phrasal-prepositional verbs knowledge, as well as boosting their confidence in learning
them. These findings confirm the findings of the studies of Chan and Liou (2005) and Simsek
(2016). Chan and Liou found that learners enjoyed using a bilingual concordancer in the
learning of verb-noun collocations. Similarly, Simsek found that learners agreed that corpus-
based implementation was motivating and interesting.

It was seen that the learners found learning the phrasal-prepositional verbs via corpus-
based materials difficult. This could stem from the fact that the materials in the study consisted
of four sections, the concordance lines, form, meaning, and use activities. Apart from analyzing
the concordance lines, the other tasks might have been somewhat easy for the learners to deal
with. The learners’ responses in the interview sessions supported this fact; these learners stated
that dealing with the concordance lines seemed very challenging for them. Additionally, they
stated that they needed guidance or help from the teacher in order to analyze and understand
the concordance lines. These findings are in line with the findings of Simsek (2016), who found
that learners agreed that concordance lines were difficult to understand. However, the learners
in the current study did not think that learning the verbs via the materials was more difficult
than learning them via a dictionary. This might suggest that the learners were able to make a
clear distinction between corpus-based materials and a dictionary in terms of what they aimed
to achieve. The learners’ responses to this question in the interview sessions supported this fact;
these learners stated that they were able to learn the verbs more easily and permanently
through using corpus-based materials, and learning the verbs through using a dictionary would
only mean that one could memorize them temporarily.

It was also seen that the learners agreed that through the materials, they were able to
understand the forms of the verbs and construct the correct forms of them in order to use them
while paraphrasing sentences easily. However, they did not agree that they did not have any
difficulty in understanding the metaphorical meanings of the verbs. This might be due to the
high-frequency unknown words in the concordance lines that the learners might have had
difficulty in understanding, thereby having a strong influence on the misunderstanding of the
phrasal-prepositional verbs. Two of the learners’ responses in the interview sessions supported
this fact; these learners stated that it was difficult for them to use corpus-based materials to
learn the verbs, because they failed to understand the meanings of the majority of the verbs
easily through these materials due to the high frequency unknown words in the lines.
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Conclusion

The current study showed that Turkish EFL learners had somewhat positive
perceptions of using corpus-based materials in their L2 phrasal-prepositional verbs learning.
Gender differences that emerged from the study demonstrated that the female learners had
higher positive perceptions of using corpus-based materials in the learning of the verbs than
the male learners.

This study provides further evidence that Turkish EFL learners feel that using corpora
in language learning is an effective approach. Therefore, language teachers questioning
whether to use corpora in language classes in the Turkish EFL context can make use of such
sources to help their learners learn different aspects of vocabulary in English. In the study, for
each target item, corpus-based activities were prepared by taking several concordance lines
from the corpus and preparing form, meaning, and use activities, in which several sentences
were also taken from the corpus. Thus, if language teachers who want to make use of corpus-
based sources to teach English vocabulary items to language learners are informed about these
designs and principles, they can create their own sources to help learners learn different aspects
of vocabulary in English. Since the data in the study revealed that the learners tended to be
bored with using a dictionary to learn L2 phrasal-prepositional verbs, it can also be suggested
that language teachers can use such sources to break up the routine in language classes and
make language learning more interesting for learners. Curriculum designers might also want to
consider incorporating such materials and activities for language learners in language programs
to teach different aspects of vocabulary in English.

However, there are some important points emerging from the study. Firstly, it can be
suggested that since the data revealed that dealing with the concordance lines was a challenge
for the learners, language teachers might consider supporting learning by giving guidance
through ‘leading questions’, which might help learners derive the necessary rules from
concordance lines easily. Secondly, it can also be suggested that since the data revealed that
some learners failed to understand the concordance lines due to the high frequency unknown
words, language teachers might consider supporting learning by guiding learners through high
frequency unknown words that concordance lines include.

In conclusion, it should be noted that since the current study was conducted with the
learners who were at their higher levels of language proficiency, future research should
concentrate on learners at lower levels of language proficiency and from different backgrounds
(e.g., learners who are learning English as a second language (ESL), learners who use English
for academic purposes (EAP), and learners who use English for specific purposes (ESP)) in
order to determine whether the conclusions coming from the current study hold true for
learners from those different backgrounds.
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Appendix A. Questionnaire

Please read the statements below carefully and circle the number that best describes you.
Please specify vour gender first!
What is vour gender? a. Male  b. Female

1. What do you think about the difficulty of learning some phrasal-prepositional verbs of
English through corpus-based materials?
Very difficult -+ - Wery easy
1 2 3 4 5 6

2. How useful do you find leamning some phrasal-prepositional verbs of English through
corpus-based materials?

Wery useless - - YWery useful
1 2 3 4 5 6
3. Ithink that learning English phrasal-prepositional verbs via corpus-based materials is
muore difficult than leamning them through a dictionary.
Strongly disagree =% > Strongly agree
1 2 3 4 5 6

4. Ithink that learning English phrasal-prepositional verbs through corpus-based
materials is more boring than learning them through a dictionary.

Strongly disagree = * Strongly agree
1 2 3 4 3 ]

3. How do vou evaluate your own participation in the course while learning some

English phrasal-prepositional verbs via corpus-based materials?

Very inactive - Very activel
1 2 3 4 3 6
6. Using corpus-based marerials in the learning of some English phrasal-prepositional
wverbs improved my phrasal-prepositional verb knowledge.
Strongly disagree . - Strongly agree
1 2 3 4 5 6

7. Using corpus-based materials in the learning of some English phrasal-prepositional
werbs increased my confidence about learning phrasal-prepositional verbs of English.
Strongly disagree . Strongly agree
1 2 3 4 5 6
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I prefer using corpus-based materials in the learning of English phrasal-prepositional
wverbs to using a dictionary in learning of English phrasal-prepositional verbs.
Strongly disagree g > Strongly agree

1 2 3 4 3 6

I think that corpus-based materials are more helpful than a dictionary in the learning of

English phrasal-prepositional verbs.

Strongly disagree g - Strongly agree
1 2 3 4 5 6

I really felt positively towards using corpus-based marerials in the learning of some
English phrasal-prepositional verbs.
Strongly disagree . - Strongly agree

1 2 2 4 3 6

I recommend that language teachers should use corpus-based materials so as to teach
lamguage learners phrasal-prepositional verbs of English.
Strongly disagree .« . Strongly agree
1 2 3 4 3 6

I was able to understand the forms of the phrasal-prepositional verbs easily by using
corpus-based materials.
Strongly disagree .4 - Strongly agree
1 2 3 4 5 6

I did not have any difficulty in understanding the metaphorical meanings of the
phrasal-prepositional verbs via corpus-based materials.
Srongly disagree 4 > Strongly agree
1 2 3 4 5 6

I was able to construct the correct forms of the phrasal-prepositional verbs easily via
corpus-based materials in order to use them while paraphrasing sentences.

Strongly disagree .4 - Strongly agree
1 2 3 4 5 6

I think that understanding the metaphorical meanings of English phrasal-prepositional
wverbs via corpus-based marterials is more difficult than understanding them through a
dictionary.
Strongly disagree .« > Strongly agree
1 2 3 4 5 6
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Abstract

In Turkey, first-year preservice English teachers learn L2 writing in at least two
compulsory courses throughout their undergraduate ELT programs. This study,
conducted in this context, intends to investigate preservice English teachers’
perceptions about L2 undergraduate writing difficulty and their causal attributions
for these difficulties. It also aims to examine the relationship between
density/variety of perceived difficulty in L2 writing and writing scores. For these
purposes, the case study approach was adopted. In order to answer three research
questions, in-depth interviews were conducted with 26 first-year preservice
teachers studying in the ELT department of a Turkish state university, and their first-
midterm writing scores were collected. According to the findings, firstly all the
interviewees agreed that students in the program had difficulty while writing in L2.
Secondly, the correlational analyses revealed a negative relationship between
density/variety of perceived L2 writing difficulty and writing scores. Lastly, three
main sources of perceived writing difficulty were identified: 1) student-based
sources, 2) educational practices and tendencies and 3) lecturer-based sources.
After all, the related inferences, discussions and suggestions about learning and
teaching of L2 writing have been addressed based on the current findings.
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ikinci dilde yazma zor mudur? Tiirkiye'deki hizmet oncesi
Ingilizce 68retmenlerinin nedensel yiiklemeleri ve yazma
puani ile iligkisi

0z

Tiirkiye'de, birinci sinif hizmet dncesi ingilizce dgretmenleri, lisans programlari

boyunca en az iki zorunlu derste ikinci dilde yazmayi 6grenmektedirler. Bu ortamda Gonderim
yapilan mevcut calisma, ingilizce 6gretmen adaylarinin lisans programlari sirasinda 18 Aralik 2018
ikinci dilde yazma zorlugu hakkindaki algilarini ve bu zorluklarla ilgili nedensel Kabul
yiiklemelerini incelemeyi amaclamaktadir. Ayrica ikinci dilde yazmada algilanan 08 Subat 2019

zorluk derecesi / cesitliligi ve yazma puanlarinda arasindaki iliskiyi incelemeyi
amaclamaktadir. Bu amaclar dogrultusunda vaka calismasi yaklasimi
benimsenmistir. (¢ arastirma sorusunu yanitlamak icin, bir Tirk devlet

tiniversitesinin ingilizce Ogretmenligi bélimiinde &grenim géren 26 birinci sinif
Ogretmen adayiyla derinlemesine goriismeler yapilmis ve ilk ara sinav notlar Anahtar kelimeler
toplanmistir. Bulgulara gore, oncelikle tiim goriisiilen kisiler programdaki ikinci dilde yazma zorlugu
dgrencilerin ikici dilde yazarken zorluk yasadiklarini kabul etmektedir. ikincisi, zorluk kaynaklari
korelasyonel analizler algilanan ikinci dilde yazma giicligi sikhigi / cesitliligi ile yaﬁ:;ig%r_ffgﬂ?{;;
yazma puanlari arasinda negatif bir iliski oldugunu ortaya koymustur. Son olarak, &
algilanan ¢ ana yazma zorlugu kaynagi belirlenmistir: 1) dgrenci temelli kaynakiar,

2) egitim uygulamalari ve egilimlerive 3) dgretim gérevlisi temelli kaynaklar. Sonug

olarak, ikinci dilde yazmanin &grenilmesi ve o6gretilmesi ile ilgili cikarimlar,

tartismalar ve dneriler mevcut bulgulara dayanilarak ele alinmistir.

Onerilen APA atif bicimi: Tanyer, S., & Susoy, Z. (2019). Is L2 writing difficult? ikinci dilde yazma zor mudur? Tiirkiye’deki hizmet éncesi
ingilizce 6gretmenlerinin nedensel yiiklemeleri ve yazma puani ile iliskisi. Language Teaching and Educational Research (LATER), 1),
20-40. DOI: https://doi.org/10.35207/later.499153
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Introduction

Undergraduate programs of English Language Teaching (ELT) in Turkey require first-
year preservice English teachers to learn and practice L2 writing in at least two compulsory
courses. For this reason, writing has always been one of the language skills intended to be
improved in these programs in addition to being a skill aimed to be improved globally. These
purposes are fairly reasonable. When L2 education is concerned, competency in writing has
always been an essential component of effective communication and academic life as it allows
students to clearly articulate their feelings and thoughts and communicate them through well-
developed texts. On the other hand, writing has been observed as challenging and/or
problematic for Turkish (i.e. Cakir, 2010) and for other undergraduate students (e.g., Al
Mubarak, 2017; Lee & Tajino, 2008; Wanja, 2016). This challenge has also been observable in
students’ written assignments and papers as well as their failure ratios for two compulsory
writing courses in the department.

Calderhead (1987) recommends that as doctors diagnoses diseases, teachers must be
able to understand the challenges students face. The issue of diagnosing challenges becomes
more critical in L2 context because “the difficulties of second language learning are a common-
sense fact which is universally recognized.” (Stern, 1983; p. 400). Taking these issues into
consideration, the current study attempts to make a contribution by researching on the first-
year preservice teachers enrolling in the program of ELT. It firstly intends to investigate
preservice teachers’ perceptions about L2 undergraduate writing difficulty and their causal
attributions for these difficulties. It also aims to examine the relationship between density and
variety of perceived difficulty in L2 writing and writing scores.

Literature Review

When the related research on L2 writing difficulty is examined, it has been
encountered that the concept of difficulty has been interpreted with different motives. Some
scholars frame writing difficulty with L1/L2 difference, student errors and linguistic
competency (e.g., Tajino, 1997; 1999; 2003). Others (e.g., Tajino, 1997) address the question of
“Does no error mean no difficulty?” (Lee & Tajino, 2008, p. 1) and draw the attention to
interrelationship between student error, writing performance and difficulty in writing. The
literature also indicates that writing scores or performance in writing and student errors do not
necessarily correlate with perceived difficulties (e.g., Tajino, 2003; Tajino, 1997; Tajino &
Woodall, 1995). According to Lee and Tajino (2008), the difficulty perceived by students may
correspond to a small fraction of writing errors, and this can be due to the fact that students
avoid using anything that they find difficult. Also, Jing (2005) and Tajino (2003) indicate one
another reason of why the difficulty is not related to errors. It is that difficulty may associate
with factors such as “motivation, intelligence, and expectation of success” (Lee and Tajino,
2008, p. 2) instead of directly with writing errors. From a different perspective, when perceived
difficulty is approached in terms of risk taking, it can be found as affecting L2 learning
positively. If students perceive tasks as medium-difficult, it may be the case that students spend
a considerable amount of effort for that task (Prabhu, 1987).

Apart from the findings above, Evans and Green (2007) have found that language-
related components of academic writing such as expressing ideas properly, precisely and
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fluently is perceived as more difficult than structure/content-related components, which is also
confirmed by some other scholars in different learning contexts (e.g., Bitchener & Basturkmen,
2006; Dalsky & Tajino, 2007; Lee & Tajino, 2008). In contrast, Marshall (1991) demonstrated
that the structure-related components are perceived as more difficult than language-related
ones. Lastly, Kubota (1998) approaching the issue from another angle argued that teachers’
instructional tendencies could account for the perceived difficulty in L2 writing. All these
findings and claims make it necessary and valuable to do research on how writing difficulty is
perceived by a specific group of students and what is at stake as sources of these difficulties.

With special reference to Turkish context, Cakir (2010) questioned the issue of why
writing is perceived as difficult among the L2 learners studying in the language preparatory
program in a Turkish state university. He came up with the following responses that are:

e “There is a need for good grammar.

e Itis difficult to tell the thoughts in a written way.

e There are many specific rules that should be followed while writing.

e The person must have enough knowledge about the topic that he is supposed to write.

e The target language must be well known for effective writing.

e Itis difficult to apply punctuation marks as needed.

e Itisnecessary to establish meaningful statements.” (p. 171)

However, the students learning in a foreign language school, just as in the study of
Cakir (2010), follow different curriculum and schedule from preservice English teachers
majoring in the department of ELT. Furthermore, the literature embodies various findings for
the difficulties experienced in L2 writing which is described as an affective factor (Lee &
Tajino, 2008) and therefore can be perceived distinctively by different learner profiles in
different contexts. As a result, it can be speculated that each L2 learning/teaching environment
conceives to create its own conditions and dimensions of L2 writing difficulty as well as causal
attributions for these difficulties.

In the light of these research studies and claims, the current study attempts to make a
modest contribution by researching on the first-year preservice teachers enrolling in the
program of ELT and by examining causal attributions of this research group for L2 writing
difficulty. It firstly intends to investigate preservice teachers’ perceptions about L2
undergraduate writing difficulty and their causal attributions for these difficulties. It also aims
to examine the relationship between density and variety of perceived difficulty in L2 writing
and writing scores. In this sense, three research questions have guided the current research:

(1) Do first-year preservice English teachers perceive L2 undergraduate writing as a
difficult skill?

(2) Is there any relationship between difficulty density/variety in L2 writing and
writing performance of first-year preservice English teachers?

(3) Why do first-year preservice English teachers perceive L2 undergraduate writing as
a difficult skill?
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Methodology

Research design

The case study approach was adopted as research methodology following Cohen and
Manion (1989) who state that “the case study researcher typically observes the characteristics
of an individual unit - a child, a clique, a class, a school or a community. The purpose of such
observation is to probe deeply and to analyze intensively the multifarious phenomena that
constitute the life cycle of the unit with a view to establishing generalizations about the wider
population to which that unit belongs.” (pp. 124-125). In the current study, the case of first-
year ELT students at a Turkish state university was addressed. It particularly attempted to
examine this group of students’ perceptions about L2 undergraduate writing difficulty and their
causal attributions for these difficulties within a specific learning environment developed
through two different writing courses. The stages conducted in case study research suggested
by Bassey (1999) were followed that are:

Stage 1: “identifying the research as an issue, problem or hypothesis.

Stage 2: asking research questions and drawing up ethical guidelines.

Stage 3: collecting and storing data.

Stage 4: generating and testing analytical statements.

Stage 5: interpreting or explaining the analytical statements.

Stage 6: deciding on the outcome and writing the case report.

Stage 7: finishing and publishing.” (p. 66)

Participants

The interviewees consisted of 26 first-year preservice English teachers studying in the
ELT department of a Turkish state university. The qualitative sampling method used in the
current study was purposeful sampling in which “researchers intentionally select individuals
and sites to learn or understand the central phenomena.” (Creswell, 2012; 206). Most of the
interviewees were female (7=22) while the rest were male (n=4) students (see Figure 1 in
‘Findings’) whose mean age was found as 19.39 (SD=1.21). The participants had already
attended the course of Written Communication in the 1% semester. During data collection
process at the end of the 2"d semester, they had been taking the course of Academic Writing
and Report Writing.

Data collection and analysis

In order to answer three research questions, the researchers collected first-midterm
writing scores and conducted in-depth (Oppenheim, 1992, p. 67) interviews with all
participants in pairs via the following interview prompt and interview questions.

“My name is ...... and I work as a research assistant in the Department of English Language
Teaching. In this interview, I would like to ask some questions about your undergraduate L2
writing courses that are Written Communication and Academic Writing and Report Writing.
Interview Question 1: Firstly, do you think that students in our program have difficulty while
writing in English?
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Interview Question 2: (If yes) Why, do you think, students in our program have difficulty
while writing in English?”

The interviews were semi-structured because the responses to the Interview Question 2
shaped the following ones. They were audio-recorded, and the recordings were transcribed
with actual words and pauses. As for the ethical issues, we asked for the interviewees’
volunteer participation in the study and informed them on the purpose and procedures of the
research. It was also guaranteed that the actual names of the interviewees would never be
unclosed. Also, while reporting the findings, pseudonyms were assigned in order to protect
participants’ anonymity.

As for validity, after the records of interviews were transcribed, the transcriptions were
sent back to the interviewees, and they were asked to check whether they reflected what they
meant to say. As for reliability, a critical colleague working as a research assistant in the same
department thoroughly read the transcripts and challenged the codes through “peer debriefing”
(Lincoln & Guba, 1985). All disagreements were discussed and resolved via the coders together.
After all, the data were imported into the computer assisted qualitative data analysis package,
MAXQDA 2018 (VERBI Software, 2017), in order to visualize and report the codes in an
effective way.

Findings
As for the RQI1, pre-service English teachers had been interviewed through the
following question: “Do you think that students in our program have difficulty while writing in
English?”. All the interviewees (12=26) agreed that students in the program had difficulty while
writing in L2.

mﬂﬁﬁﬁﬁllﬁﬁﬁﬁﬁﬁﬁﬁﬁﬁﬁﬂilii

Q g\ ~<\ QOO \(\ Q& ~<\ \\ O \\ <<\ Q\ \\ AR \\S\ &
oy ,o'“ c>‘ S & N & P e SOy 5} S S S
5 &NV \v ~«, y Y S o3 S DB T G M 2 o ‘\u S R i
N2 \»\,Q‘o R QY QX o) & \ea TV }3\0 2B S N S il a2 \N‘\ &Y o

Figure 1. Writing exam scores of interviewees in an ascending order on the scale of 100

Figure 1 visualizes the first mid-term writing exam scores (and gender) of 26
interviewees which range from 38 to 91 (out of 100) with a mean of 66.58 (SD=15.649). For
RQ2, Pearson product-moment correlation coefficient was computed to assess the relationship
between density and variety of perceived difficulty in L2 writing and writing scores. The
density of perceived difficulty corresponds to the total number of codes for each participant
(see “SUM” line in Table 1 below). The variety of perceived difficulty represents the types of
codes for each participant (see Table 3 below). For example, the density of Esra’s perceived
difficulty in L2 writing equals to “10” coding while the variety of her difficulty corresponds to
“5” sub-codes. Based on these concepts, the correlational analyses indicate that there was a
negative correlation between density of perceived difficulty and L2 writing scores (r=-0.280, n
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=26, p=.166). Moreover, a negative correlation between variety of perceived difficulty and L2
writing scores was found (r=-0.183, n =26, p=.371).

For RQ3, the possible sources of students’ perceived difficulty in L2 writing were
questioned by semi-structured interviews starting with the question of “ Why, do you think,
students in our program have difficulty while writing in English?’. As seen in Figure 2 below
(as well as in Table 1 and 2 on the next page), three main codes (£126; n=26) related to the
sources of difficulties in L2 undergraduate writing have been identified: 1) Student-based
sources (£=67; n=22), 2) Educational practices and tendencies (£52; n=21) and 3) Lecturer-based

sources (=7, n=6).

Lecturer-based
sources
6%

Educational
practices and | S’ﬂldent‘-based
tendencies SC;I;I 0; es
41% (0

Figure 2. The distribution of three main sources for difficulties in L2 writing

Table 2 indicates the distribution of three main codes across 26 participants. The
participants are ordered from left to right according to their writing scores in an ascending
order, which presents us clues about learner profile and their stated sources. 5 participants (i.e.,
Ceyhan, Suna, Gonen, Ayla, Seyhan) address all the three main codes as the sources of
difficulty in L2 writing. The 13 participants (e.g., Esra, Basak, Meri¢, Meral) refer to only two
main codes while 8 of them (i.e., Sezen, Dicle, Porsuk, Aksu, Miige, Aras, Mine, Firat) regard
only one code as the source of difficulty in L2 writing.

Student-based sources

Table 3 summarizes the subcodes of three main codes for perceived difficulty in L2
writing. The first subcode category, student-based sources (£67; n=22), outnumber the other
two and are divided into 8 subcodes that are demotivation (£~21; n=10), limited practice in and
effort for L2 writing and reading (£~16; n=11), nervousness and fear (11; n=6), linguistic
competence (£6; n=6), class absenteeism (£=5; n=4), competency in writing (£~4; n=4), lack of
planning/time management (£3; n=2) and attitudes towards lecturer (£~1; n=1).

The first subcode category identified is demotivation (£21; n=10). One participant
thinks that the biggest reason for difficulty in L2 writing is lack of motivation. In this regard,
he connects students' lack of motivation for writing to negative learning experiences of
primary education.
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‘I think the most important problem is lack of motivation. There is no
motivation in students, no desire and effort to write. To me, it is because of the
education system. We started writing at fourth or fifth grade in elementary
school. Then it was like a torture because of the teachers’ style: “If you don't
write, you'll fail.”. They never made the course enjoyable. You cannot teach an
old dog new tricks. At that age, we hated to write subconsciously.” (Murat)

Demotivation is one of the most centralized student-based sources for which different reasons
are stated by the participants. One is that the writing course is found by students to be
challenging and more academic than necessary. In addition, the interviewees claim that this
course is only necessary for their colleagues who will teach at the university level, implying

that there is no necessity or a useful gain for a teacher who will teach at primary level.

“The courses in the department are far too academic. They are really useful for
those who would follow an academic career. But still these courses should be
elective. Those who would like to follow an academic career would already take
these courses. Thinking that I will be an ordinary school teacher, I do not
understand why I am having this much trouble here. One year later I will be
teaching merely the numbers in English for example.” (Esra)

Table 1. The three main codes visualized in the “Code Matrix Browser” segment of MAXQDA

Code System

b 2y Student-based sources | | L l r B [ R EEEE BN e
b (g Educational practices and tendencies | R [N EEE B R B B I B .

b (@] Lecturer-hased sources ' . ' "o

13 SUM 05 84283116 04 55413132
Code System

b (&g Student-based sources 6 4 32101412 431437 121
b (24 Educational practices and tendencies 418 41411 13721413 14 3 1
b (] Lecturer-based sources 1 1 2 11

L SuM 05842831216 0455413132

Table 2.

The distribution of three main codes across 26 participants

1 1
1 1
1

Code System ESRA | ERGENE | SEZEN DICLE HAYAT CEYHAN ASI SUNA PORSLK BASAK CORUH SENA AKSU GONEN MURAT AYLA WERIG ARDA EMEL WOGE ARAS GEDIL INE FIRAT MERAL SEYHAN
b &y Student-based sources 11 R N S BT O B B | . |
eyl Educafional practices and tendencies O I e e L L e T ;
) (o] Lecturer-hased sources ' ! ' o
W 0 1 g1 N i 10 ; 3 1
Cede System ESRA ERGENE SEZEN DICLE HAYAT CEYHAN AS) SUNA PORSLK BASAK CORUH SENA AKSU| GONEN MURAT AYLA MERIC ARDA EMEL MUGE ARAS GEDIZ WINE FIRAT MERAL SEFHAN
b (& Student-based sources 4 | . R A L L R B o1
(& Educationa practices and tendencies L A A A A A A T4 1
b (& Lecturar-hased sourcas 1 1 2 (R
]S 10 g 83 1§ & 4 1 0 B 3 32
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Table 3. The subcodes visualized in the “Code Matrix Browser” segment of MAXQDA

Code System
¥ (=g Student-based sources

&)

(=g Limited practice in and effort for L2 writing and reading | ] n |

&)

(g Nervousnees and fear ]

&)

(=g Linguistic competence n | | B | ]
(&g Class absenteeism ] ] ] L]
(=g Competency in writing | B |

&)

&)

(=g Lack of planning/time management | |
(&g Attitudes towards lecturer
¥ (=g Educational practices and tendencies

&)

T

(=g Language education befare university |

T

(=g Examination in classroom envirenment | |
(=g Rule-based, multifaceted nature of L2 writing

T

(@g Cultural and parental tendencies u u |
(=g Late or imprecisely given feedback | |
(g Unclear evaluation criteria ]
(=gl Limited time for teaching/learning u
¥ (&g Lecturer-based sources
(@4 Lecturer attitude ] ] ] ]
(@4 Lecturer's teaching characteristics ]

T

@.‘ Expectations of lecturers ™
i3 SUM ‘10 6§ 8 4 2 B 3 12 1 6 4 4 110 4 6§ 6§ 4 11 3 1 3 2

Code System
¥ (&g Student-based sources
(=g Demativation 4 2 4 1 1 1 3 2 2
(=g Limited practice in and effort for L2 writing and reading 2 1 1 2 1 1 2 21 2 1
(=g Mervousnees and fear 1 1 2 2 2 3
(=g Linguistic competence 1 1 1 1 1
=y Class absenteeism 1 1 1 2
(g Competency in writing 1 1

&)

&)

(=g Lack of planning/time management 2
T4 Attitudes towards lecturer
(g Attitud ds |
¥ (&g Educational practices and tendencies
(=g Language education before university 1 4
=g Examination in classroom environmen
Eg E t | t 3 21 11 311 1 11
=g Rule-based, multifaceted nature o writing
(=g Rule-based itif d f L2 writi 1 2

T

(@g Cultural and parental tendencies 1 1 2
(=g Late or imprecisely given feedback 1 1
(=g Unclear evaluation criteria 1
(=g Limited time for teaching/learning 1
¥ (&g Lecturer-based sources
@y Lecturer attitude 1 1 1 1
(=g Lecturer's teaching characteristics 1

T

@.‘ Expectations of lecturers 1
P2 SUM ‘0 5§ 8 4 2 B 3 12 1 6 4 4 1 10 4 6§ 6§ 4 11 3 1 3 2

T do not intend to follow an academic career. I wish to be a primary school
teacher. Teaching my kids and comfortably returning my home... That is the
way I think. That’s why academic writing seems to be something like too
extraordinary.” (Suna)

“We can teach writing to our students even if we do not go too deep into
academic writing here. What can you expect a primary or secondary school
student to write? I believe we can teach our students in the future in
accordance with their proficiency even if we do not take writing courses on
academic level. ” (Gediz)
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From a different point of view, another interviewee emphasizes the boringness of the
course and says that it does not arouse any desire to follow.

1 think this course should not be dull in any way. Many students are often

absent, which is probably a cause of boredom. I am also very bored at times.

There is in fact nothing that the lecturer can do? How can you make fun out of

this content?” (Emel)

The second student-based factor is the /imited practice in and effort for L2 writing and
reading (£~16; n=11). Ergene expressed that they had the opportunity to develop their writing
skills only when they came to the university, which is found late. Some other participants
critically approached the attitude students hold in the first-year writing course. For example,
two participants believing that writing skill only develops as they write and do intensive
practice clearly state that doing no homework has a negative effect on the exam success.

“It is often too late when we start studying at the university to see the different
functions and structures of writing, which is why we are having difficulty.
Because we always either focused only on grammar or we solved multiple-
choice questions. We did neither wrote nor read much. We learnt structures, I
know the structures but I do not know how to use them. I have to think a lot
before using a structure in writing which can be very time-consuming.”
(Ergene)

‘T think the problems stem from a lack of practice. The lecturers already teach
the necessary steps. Then we write an essay which is assigned as homework.
We write just because we have to, not to improve our writing. Then in the
exams we are supposed to write essays at 2-3 different genres. Perhaps if we
practice writing every day on regular basis, that would be beneficial because we
need writing practice.” (Hayat)

I rarely did my writing homework or did so negligently. Now when I read my

papers I see that I never understood the writing topic. I only wrote for the sake
of completing the homework. Therefore, I took the exams without
preparation.” (Suna)

In parallel, some participants point out that there is a tight link between reading and
writing, suggesting that people who did not acquire the habit of reading could not write well.
Aras shares his concrete observation and says that his friends who keep a diary write more
quickly and practically. He also claims that people can be integrated into the writing process
only by writing and reading. The opposite can be interpreted as a source of writing problems.

“We also do not hold a habit of reading and writing anymore. That's why

writing Is too difficult for the university students at my age. Those who do not
read cannot write well because those people have a rigid idea on mind which is
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repetitive and hard to change. In this sense I think not enough reading is also
an associated issue.” (Gonen)

‘I think the primary cause of this problem is reading little because you can get
used to writing through reading and writing. For example, as I observed, my
friends who keep a diary can write better and faster since they already have
some structures ready in their mind. Additionally, we need to write at different
genres and specifically study writing by drawing upon the feedback.” (Aras)

The third student-based source has been identified as nervousness and fear (£11; n=6).
The anxiety and fear of writing are found to be related to writing topic, the distance between
students and their writing skill as well as (i.e., Basak) lack of self-confidence (i.e., Gonen). At
the same time, the fact that they are evaluated and noted through the written text they
produce creates a concern for the students (i.e., Arda).

“Anxiety... That is very influential. I think to myself “I have to write about this
topic but how am I going to do this” when I see the writing topic. I think
writing scares everyone for this reason. The more you write, the better you get
in fact. I only write from homework to homework since I am afraid.” (Basak)

T think the first reason is not to have confidence in ourselves. We always start
writing thinking ‘I cannot do this, how am I going to write?”. Then, even the
easiest tasks seem hard to us. We get stressed while trying to generate ideas but
one cannot generate any idea under pressure. We live in a society which is
afraid to speak out the ideas and this is also seen in writing.”(Gonen)

“Fear of assessment also...One does not express his ideas when he knows that
his ideas will be evaluated. Sometimes, we can change our real ideas thinking
that the lecturer would be offended. However, perhaps what comes to our mind
for the first time is more likely to be true. What if I will be misunderstood or
express my ideas in a wrong manner... and what if I make mistakes in
expressing these ideas in English and get low grades.” (Arda)

The fourth student-based source is /inguistic competence (£~6; n=6). Use of language
only for academic purposes instead of using it authentically, weak vocabulary knowledge and
lack of enough command of pragmatic and cultural elements of L2 are indicated as the sources
of weak linguistic competence, and as a consequence, the sources of difficulty in L2 writing.

“I think the real problem for the students is not the use the language effectively.
The students only use the language and get exposed to it only in the courses.
Back in the high school we only go through multiple choice questions but the
more efficiently you use the language, the deeper you get into it and write
accordingly.” (Ergene)
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“Vocabulary knowledge gets more importance in that we have to paraphrase
our ideas and this ability is dependent upon our vocabulary size I think.” (Asi)

I think this definitely stems from the fact that we are not into English language
completely. You have to speak with native speakers when you learn a foreign
language. There are differences about culture and so forth, thus it is expected
for us to strive at writing since we do not know many components of the
language.” (Basak)

“We are thinking in our own language (Turkish). For example, in Turkish I
often use proverbs and sayings but when it comes to using them in English, I
am limited. This of course stems from the lack of knowledge. That is why we
are having difficulty in writing.” (Merig)

Class absenteeism (£-5; n=4) is also expressed as one of the student-based sources by
some participants. Since many examples are presented and how to write is believed to be
learned in the course, class absenteeism is seen as a factor affecting student achievement.

T think attendance is a matter of importance. Because when we are absent we
miss a lot of coverage.” (Sena)

‘I think it is due to being absence. If you don not attend the courses, you cannot
write properly. Thus, the students are very responsible from this respect. Yes,
attendance comes first.” (Emel)

By the interviewees, L2 writing is also seen as a process of acquiring competency.
Therefore, an unacquired competency in writing (£~4; n=4) is regarded as a source of L2 writing
difficulty. It is suggested that only two days of study before writing exam will not be enough to
write well. In addition, trying to write without realizing the essence of writing and to obtain a
beautiful product without any labor are stated as the factors revealing student shortcomings.

“It is not easy to improve writing only by studying. If it had been grammar, you
would have grasped rules and structures by studying but when it comes to
writing it has certainly much got to do with a background.” (Ergene)

“The cause of many writing problems is that the students begin writing without
even getting familiar with writing. When you do not put enough labor in to the
writing task at the background, the rater or scorer sees every flaws,
incompleteness and lack of research.” (Meral)

Lastly, lack of planning/time management (£~3; n=2) and attitudes towards lecturer

(£1; n=1) have been ordered as the student-based sources of L2 writing difficulty. Suna claims
that students' habits of writing and preparing homework without planning, outlining and
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revision cause them to have problems in writing. Also, Seyhan indicates that negative attitudes
towards lecturer (£~1; n=1) can result in negative attitudes towards the course, as well.

I think the students suffer from disorganization and procrastination. They
generally give a-week time for the writing homework so that we can conduct a
background research and get prepared for the writing. But there is really few
who do follow these steps.” (Suna)

I think getting on well with the instructor is another factor because if you
have a quarrel or something with the lecturer, then you might hold negative
attitudes towards the course.” (Seyhan)

Educational practices and tendencies

The sources based on educational practices and tendencies (£~52; n=21) consist of 7
subcodes that are /anguage education before university (£~17; n=11), examination in classroom
environment (£16; n=11); rule-based, multifaceted nature of L2 writing (£~11; n=6), cultural
and parental tendencies (£~4; n=3); late or imprecisely given feedback (£2; n=2); unclear
evaluation criteria (£1; n=1) and /limited time for teaching/learning (£1; n=1). The
interviewees point out that writing can only be addressed during their university education.
Therefore, they can grasp the nature of writing at that stage, which implies the source of their
delay and difficulties. The biggest expected gain of high school was to perform better in the
national language test which consists of multiple-choice questions and does not measure any
language production skill, including writing. They emphasize that the structures they acquire
about language were always in receptive level, and thus production was not experienced and/or
automatized well enough.

“Often it is too late to understand the different finctions and structures of
writing when we come to study at the university. We do not have a prior
background. We always either solved multiple choice questions or focused only
on grammar. We learn the structures but never use it at high school. That is
why we are striving at writing.” (Ergene)

T think the primary reason we cannot improve our writing skill is the exam
[University entrance exam]. 7Thus, we almost always solved multiple choice
question to excel in the exam.” (Dicle)

Examination in classroom environment (£=16; n=11) is also characterized as one of the
factors that makes writing difficult. The possibility of having no idea about the exam topic, the
fact that the examination environment does not allow to do research and the limited time are
considered as highly worrisome factors by the participants. Especially, the limited time can
deprive students of compensation processes such as revision and edition. Despite their
awareness of errors and/or shortcomings, the time limit does not allow students to correct
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them. Thus, the examination environment opposes the retrospective nature of L2 writing and
forces students to accept the deficiencies and continue.

“Practicing before the exams does not benefit because of the writing topic

given. When you do not know anything about the topic you just cannot write.

So, my biggest fear is about the writing topic of the exam.” (Aksu)

“When we practice writing at home, we could resort to some sources to support
and develop our ideas but we cannot do the same in the exam. The time is also
Iimited.” (Dicle)

“You have to generate many ideas within a short time in the exam. You also
spend time deciding and choosing among the topics given. I think it is difficult
because it depends on your creativity and generation.” (Miige)

T write worse in the exam’s duration. Perhaps I realize the flaws in a paragraph
of mine but the time is limited and I cannot change what I have already
written. So, I just complete my essay despite the flaws and submit in that way.”

(Goruh)

Rule-based, multifaceted nature of L2 writing (~11; n=6) was also described as a source
of L2 writing difficulty by nearly half of the students. Essay types, different rules/techniques of
writing and the perception of the necessity to follow all of these seem to impose some mental
and psychological burden on students. In addition, the fact that writing includes other
language proficiencies and components such as grammar is perceived as a challenge by the
interviewees. Moreover, writing has to proceed together with doing research, producing ideas
and doing revisions, which is interpreted as a source of difficulties in L2 writing, too.

“There is a certain structure of writing. Certain patterns to use in the
introduction and in the conclusion... For example, you have to write a thesis
statement all the time. I cannot focus on my ideas while too much
concentrating the technical details of writing.” (Sezen)

“There are different genres or a big number of different essay types. They
expect us to write at least one sample from each genre. I think this variation in
the text types makes the things even harder to be processed by the students. I
think the curriculum is a way too loaded, I think they should simplify it and
include a smaller number of genres.” (Ceyhan)

“Writing course demands your previous grammar knowledge. You have to
recall what you learnt previously. It is like a mixture of all. I think this is the

reason of difficulty.” (Dicle)

T think writing is very difficult because it is too demanding... Previous
research, attending during writing to several points and specially checking
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some details even after writing... Therefore, the students do not want to take all
these troubles. Finding an idea is also very important, we very much strive
when we cannot find an idea.” (Seyhan)

Some of the interviewees who emphasize the positive impact of feedback on learning
report that the Jate or imprecisely given feedback (£~2; n=2) could also be one of the sources of
writing difficulty.

T think feedback is and can be very influential. When you get a feedback, it
shows you the right path to go, then, your writing starts differing. But it’s
difficult to find these points in the feedbacks given all the time.” (Sena)

“We make mistakes... What is feedback for? To make us realize our
weaknesses? But we take the exams before we get enough feedback on our
strengths and weaknesses. I think timely feedback given in a regular basis can
cure the problems.” (Emel)

At the last stage, cultural and parental tendencies (£~4; n=3), unclear evaluation criteria
(£1; n=1) and limited time for teaching/learning (£1; n=1) are expressed as the sources of
difficulties experienced in L2 writing.

‘I think the way one is raised and traditions are at play. We already do not read
or write in Turkish, so writing in English can be a nightmare. For example,
some families regularly carry out reading hours or encourage their kids to write
their daily activities.”(Gonen)

“....and I also think about the assessment criteria. We always think as students
among ourselves like ‘that lecturer is a low-scorer”. Perhaps if scored by
another rater, our papers get different grades. Is everyone equal while
delivering their scores?” (Emel)

“Time is very scarce. A genre has to be put across in just one week. The lecturer
has to give a homework to be finished next week. What can be taught within
just one week?” (Gediz)

Lecturer-based sources

The last main source category, lecturer-based sources (£~7; n=6), are limited in number
and include 3 subcategories that are Jecturer attitude (f~4; n=4); lecturers teaching
characteristics (£~2; n=2) and expectations of lecturers (£~1; n=1). Specific to lecturer attitude,
Ceyhan states that the characterization of first-year students as English language teachers and
that the expectation of "you must write very well" has become a cause for concern. According
to her, this point of view damages the perception that first-year students are still learning,
which gives rise to more of her fault.
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“Because the lecturers have too high views of students...For example, our
writing teacher said “you are teachers anymore, not students, so you have to
write accordingly”. This made me so nervous. No! I am still a student and first 1
need to learn a lot before I am named as a teacher. I think we make even more
mistakes under such a pressure.” (Ceyhan)

Comparing two lecturers’ influence on her attitude and motivation for the course,
writing and attendance, Suna argues that the lecturer can indirectly become the source of
writing problems. Merig, on the other hand, mentions how the sympathetic character of a
lecturer can motivate students. In the contrary case, she claims that neither the students nor
the lecturers would be able to benefit from and enjoy the class.

T think it much depends on who the lecturer is. I took my previous writing
course from another lecturer. We also wrote several essays. I was so eager to
attend the courses and do the homework, and, I completed the course with a
high grade. But when the lecturer changed in this semester, I had great
difficulty.” (Suna)

I think the teacher should be appealing and engaging to motive the students to
write. This has very much got to do with the teachers’ personality. When the
teacher only says ‘Just write’, it does not make any sense for the students. At
least the teacher should be smiling to engage us.” (Merig)

The two participants also believe that the teaching characteristics of lecturers (£~2; n=2)
can also be a source of writing difficulties. For instance, the preference of Génen’s high school
teacher to prepare students for university entrance exam instead of improving their writing
skill had emerged as the most obvious element shaping the operation of that course. Seyhan
regards the lecturers not delivering a lecture well enough, not giving the necessary information
and using higher level of English during the course as the ones who challenge students while

learning L2 writing.

I think the teacher’s approach is important. I remember when we were at high
school we had six hours of English but no teacher ever came to class in 5 hours.
They just leave us alone in the classroom to get prepared for the university

exam.” (Gonen)

“Teacher might be incapable of delivering the necessary points. Perhaps his/her
language is too heavy. These can be the reasons of having difficulty.” (Seyhan)

The last lecturer-based source is related to the expectations of lecturers from students

(£1; n=1). Ayla exemplifies the issue of criteria and scoring with indentation. While one
lecturer attaches importance to the “indentation” as a criterion by taking points off a student,
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the other prefers ignoring it. Therefore, the expectations of lecturers can become a factor
guiding students.

“Our lecturers across two semesters are different from each other in terms of
their assessment criteria. For example, when we indent the paragraphs we used
to get higher points in the first semester, but in the following semester our next
teacher said it was not that important and did not give extra points for
Indenting.” (Ayla)

Discussion

This study was conducted to reveal the writing difficulties experienced by
undergraduate students at first hand which has been observed as a challenging skill. The
research motivation was that diagnosing these challenges and difficulties could take the first
step in dealing with them. In addition, identifying who and/or what are seen as the sources of
difficulties could be one of the lights that illuminate the possible pathways to solution.

The overall findings reveal that student-based sources are more than the other two.
This shows us that students are more inclined to see and show their own attitudes, preferences,
decisions and acts as sources of difficulties instead of educational practices and tendencies or
lecturer-based sources. This is a promising finding because being aware of his own roles and
deficiencies is one of the biggest and most effective doors for a person that can be opened to
change. From a similar angle, except one (i.e., Seyhan), all the participants indicating lecturer-
based sources as a source of L2 writing difficulty are observed to get average scores in their
writing exams (from 55 to 76). On the contrary, the student-based sources are addressed more
frequently by successful students (e.g., Seyhan, Meral, Firat, Mine, Gediz, Aras) which is
followed by educational practices and tendencies. Hence, it can be claimed that successful
undergraduates do generally not see the lecturers as a source of writing difficulty. They,
instead, provide some roles to themselves and educational dimensions.

Even slight, the findings also indicated a negative correlation between density/variety
of perceived writing difficulty and writing scores which implies a reverse relationship.
Therefore, it is possible to frame that this participant group are inclined to fail at writing exams
as long as they perceive it as difficult. Although it cannot be generalizable, this finding should
at least alert lecturers, trainers and students about the negative role of perceived difficulty as an
affective factor in writing scores.

One another striking finding is that the interviewees see the academic writing course
only necessary for their colleagues who will teach at the university level. This view implies
that students do not value the course much enough. They do not think that academic writing
skills would contribute to their future teaching or academic life, which is a worth-stressing
attitude. As it is an undeniable fact that beliefs could play an effective role for students, we can
direct these beliefs in the interests of the students. For this reason, it can be valuable to inform
students about the probable contributions of this skill and to persuade them about the value of
it.

Another issue needs attention is the concept of language-related and structure/content
related components of writing in the literature. By six different times, /inguistic competence
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(££6; n=6) has been regarded as a source of writing difficulty which corresponds to the concept
of language-related components (e.g., Evans & Green, 2007) in the literature. The rule-based,
multifaceted nature of writing (f=11; n=6) has, on the other hand, been voiced by eleven times,
and this code matches up with the concept of structure/content-related components of writing
(e.g., Marshall, 1991). The findings indicate that although the interviewees remark both
language-related and structure/content-related components as a source of writing difficulty,
the frequency of the second one is observed to be higher, and this frequency seems to support
the findings of Marshall (1991) instead of the ones of Lee and Tajino (2008), Dalsky and Tajino
(2007) or Evans and Green (2007).

In the current study, the possible explanation for this tendency can be the L2 level of
undergraduates. The interviewees were ELT majors, and they had already passed the national
and institutional placement exams and got more than a semester of education in ELT
department. All these must have been enough to bring them somewhere close to being
proficient or at least higher-intermediate level in L2. The participant group of Lee and Tajino
(2007), on the other hand, consisted of first-year science majors. In parallel, the ones of Dalsky
and Tajino (2007) were first-year literature and agriculture majors. As for Evans and Green
(2007), they researched on the undergraduates from 26 different departments of an English-
medium university. Therefore, the participant profile, especially their English levels, can be
observed and argued as a factor affecting the outcome as the perceived L2 writing difficulty is
concerned.

To our best knowledge, with special reference to Turkish context, only Cakir (2010)
questioned the issue of why writing is perceived as difficult among L2 learners. His findings
both overlap and contradict with the current ones to some extent. For example, the /inguistic
competence and competency in writing (i.e., There is a need for good grammar. / The target
language must be well known for effective writing. / It is necessary to establish meaningful
statements. / It is difficult to tell the thoughts in a written way.), rule-based, multifaceted
nature of L2 writing (i.e., There are many specific rules that should be followed while writing. ),
and nervousness and fear resulting from the writing topic assigned (i.e., The person must have
enough knowledge about the topic that he is supposed to write.) are also found as sources of
difficulty by Cakir (2010; p. 171). However, the current interviewees did not describe the
mechanical elements of writing like punctuation marks as a source of writing difficulty unlike
the participant group of Cakir (2010). In this respect, it can be argued that what lecturers pay
attention and students attach importance to seems to both overlap and differ in the two
research contexts to some extent.

Conclusion

The current study was designed two-dimensionally. It firstly intended to investigate
preservice English teachers’ perceptions about L2 undergraduate writing difficulty and their
causal attributions for these difficulties. It also examined the relationship between the
density/variety of perceived difficulty in L2 writing and writing scores. As the overall findings
revealed, all the interviewees agreed that students in the program had difficulty while writing
in L2. The correlational analyses similarly indicated a negative correlation between the
density/variety of perceived L2 writing difficulty and writing scores. Lastly, three main sources
of perceived writing difficulty were identified: 1) student-based sources, 2) educational
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practices and tendencies and 3) lecturer-based sources. The student-based sources were
subcategorized into eight codes: 1a) demotivation, 1b) limited practice in and effort for L2
writing and reading, 1c) nervousness and fear, 1d) linguistic competence, 1e) class absenteeism,
1f) competency in writing, 1g) lack of planning/time management and 1h) attitudes towards
lecturer. The educational practices and tendencies consisted of seven subcodes: 2a) language
education before university, 2b) examination in classroom environment, 2c) rule-based,
multifaceted nature of L2 writing, 2d) cultural and parental tendencies, 2e) late or imprecisely
given feedback, 2f) unclear evaluation criteria and 2g) limited time for teaching/learning. The
lecturer-based sources, on the other hand, were divided into three subcategories: 3a) lecturer
attitude, 3b) lecturer’s teaching characteristics and 3c) expectations of lecturers.

Based on these findings, it is possible to argue some suggestions. FExamination in
classroom environment (2b), for instance, has been found as one of the L2 writing difficulty
sources related to educational practices and tendencies. One possible way to handle this
problem can be to assign take-home writing homework instead of in-class exams. Or, at least,
the weight of homework and in-class exams in overall assessment can be evenly distributed.
Therefore, such difficulties as limited time, topic familiarity and examination anxiety can be
overcome as suggested by Emel: “.. The only assessment channel can be homework. For me,
there shouldn’t be any in-class exams. We sometimes get stressed and just can’t write. But, |
have already labored over a period of time, delivered my homework... When I can’t write
there, it just ends.”

Similar to the lines above, since the nervousness and fear has been found as sources
writing difficulty, giving as much as options about writing topic related to the issues referred in
the classroom beforehand, providing reasonable time interval during in-class exam and
informing students about the criteria they are supposed to be evaluated on may be the elements
that will reduce the anxiety and fear that students will feel.

The next issue discussed is related to the /imited practice in and effort for L2 writing
and reading. By the interviewees, undergraduate education is interpreted as a late phase for the
development of such a comprehensive skill as writing. Especially at high school, the language
students who have enough time to develop their language skills should be equipped with skill
training as much as possible because of its positive contribution to students’ self-confidence and
skill development process. Also, since the period of time allotted for teaching writing in a
semester is not seen enough by the interviewees (i.e., /imited time for teaching/learning), the
writing skill acquired at high school can support their new learning positively and increase
their ability to write.

Some of the interviewees reported that the /ate or imprecisely given feedback could be
one of the sources of L2 writing difficulty. Considering the workload of teaching staff, some
strategies can be developed on how to give more and more effective feedback. For instance,
peer-feedback can be an alternative here. Gradually, training of students through the feedback
given by their instructors can both make them more competent in the process of writing and
equip them with the skills to evaluate their peers. Although instructors cannot give feedback to
each student every time, they would be able to raise students' awareness by evaluating even a
few paragraphs or essays chosen.
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All in all, the present study revealed that perceived L2 writing difficulty was an
important factor to consider on. Especially, when the attribution of failure is considered,
students' perceptions of difficulty may be seen as a problem. If students attribute the source of
their failure in writing to their perceived difficulties, this perception can cause them to lose
their self-confidence and to be demotivated in their subsequent learning. For this reason, the
discovery of the difficulties experienced by the students and their sources should be exploited
in order to shed light on any kind of communication conducted with students to overcome
these difficulties.
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Ortaokul son sinif ogrencilerinin ev ddevleri hakkindaki
goriislerinin incelenmesi

0z

Arastirmanin amaci, ortaokul 6grencilerinin sevdikleri ve sevmedikleri ddev tiirleri

ile ddeve iliskin hoslandiklari ve hoslanmadiklari 6gretmen davranislarini tespit Gonderim
etmektir. Arastirmada nitel arastirma yontemlerinden fenomenoloji deseni tercih 04 Mart 2019
edilmistir. Arastirmanin calisma grubunu, iki ortaokulda sekizinci sinifta 6grenim Kabul
gdrmekte olan 16 dgrenci olusturmaktadir. Ogrenciler merkezi sinav basarilarina ve 25 Nisan 2019

cinsiyetlerine gore secilmistir. Veriler, yari yapilandirilmis gériisme yodntemiyle
toplanmistir. Toplanan veriler tiimevarim analizi ile c¢oziimlenmistir. Analiz
sonuglarina gore, test 6devleri, ilgi alanina giren ddevler, el becerisi gerektiren

odevler ve arastirma Odevlerini severek yapmaktadirlar. El becerisi gerektiren

ddevler ve arastirma 6devleri, 6grencilerin ilgi ve dzelliklerine gore ayni zamanda Anahtar kelimeler
ogrencilerin sevmedikleri 6dev tirleri arasinda yer almaktadir. Yazma &devleri, E‘{OddEV'
etkili 6dev

kisisel ihtiyaca uygun olmayan ve kisisel ozelliklerine uygun olmayan o6devler
sevilmemektedir. Odevi fark etme, destek olma ve kolay ddev verme olumlu
o6gretmen davranisi olarak goriliirken; kontrol etmeme, yeterli zaman vermeme,
ogretmenler arasinda koordinasyon eksikligi ve kiyaslama olumsuz 6gretmen
davranisi olarak gériilmektedir. Ogrenciler kendilerini merkezi sinavlara hazirlayan
odev tirlerini degerli bulmakta, diger odev tiirlerini zaman kaybi olarak
degerlendirmektedirler.

odev kontrolii
kisisellestirilmis 6dev
6gretmen davranisi
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Giris

Ogretmen, veli ve 6grencilerin biiyiik cogunlugu, ev 6devinin 6grenci bagarisini
artirdigina inanmaktadir (Trautwein & Liidtke, 2007). Bu inan¢ nedeniyle, diinyamin her
yerindeki her yastan 6grenciye ev odevi verilmektedir (Hong & Milgram, 2000). Bununla
birlikte, 6dev; Ogrenci, 6gretmen ve veli {licgeninde siirekli sorun olmakta; azligindan,
coklugundan, uzunlugundan, kisaligindan siirekli sikdyet edilmektedir (Unal, Yildinm, &
Suriicii, 2018). Odev, hem siirekli kullanilmasina hem de siirekli sorun olmasina ragmen,
arastirma literatliriinde hak ettigi dikkati cekmemis gortinmektedir (Hong & Milgram, 2000).
Tiirkiye’de ev o6devi ile ilgili yapilan aragtirmalarin simirhi sayida oldugu soylenebilir. Bu
nedenle, ortaokul Ogrencilerinin ev O6devleri hakkindaki goriisleri bu aragtirmanin konusu
olarak secilmistir.

Cooper (1989), ev 6devini 6gretmenler tarafindan 6grencilere verilen, okul zamam
disinda ve okul zamaninda 6gretmen yOnetimi olmadan yapilan gorevler olarak tanimlamistir.
Odevin amaci, sadece dgrencilerin akademik bagarilarini arttirmak degildir. Birlikte calisma
davranisi kazanmak ve iletisim kurabilme gibi sosyal becerilerin kazandirilmas: da
amacglanmaktadir. Bunun yaninda Ogrencilerin sorumluluk sahibi olmasi, kendi kendini
yonetebilme, zamanini planlayabilme ve degisik bakis acilarina sahip olma gibi becerilerinin
kazanilmas: da amaglanmaktadir (Kapikiran & Kiran, 1999).

Aragtirmalar, iyi hazirlanmig ev 6devlerinin; 6z-diizenleme becerisini, akademik 6z-
yeterlik inanclarini, 6grenmeye kars1 sorumluluk duygusunu, iist diizey diisiinme becerilerini,
etkili ogrenme stratejileri gelistirmeyi ve bagimsiz caligma aligkanliini olumlu yonde
etkiledigini gostermektedir (Duru & Segmen, 2017). Bu kapsamda 6dev yapmak, 6grencilerin
calisma becerilerini ve gelecekteki calismalara yonelik tutumlarimi gelistirmenin yani sira
ogrenmenin okul ortaminin iginde ve disinda gerceklesmesini saglamaktadir (Trautwein,
Lidtke, Kastens & Koller, 2007).

Ogrencilerin ev édevlerine harcadiklar ¢aba ve zaman, yiiksek motivasyon ve yiiksek
sorumluluk duygusu; 6dev icin diisiik ¢aba harcamalar1 ve az zaman ayirmalari, disik
motivasyon ve diisitk sorumluluk duygusuyla iligkilidir (Flunger, Trautwein, Nagengast,
Liidtke, Niggli, & Schnyder, 2017). Ev 6devi yapmak igin ii¢ motivasyon kaynagindan
bahsedilebilir. Ogrenci kendini motive edebilir, ebeveyn motive edebilir ve/veya 6gretmen
motive edebilir. Bir 6grencinin ev o6devi yapma motivasyonu, bu kaynaklarin birinden,
ikisinden ya da tigiinden etkilenebilir (Hong & Milgram, 2000). Ogretmen veya veliden tepki
almamak i¢in yapilan ev 6devi, 6grenciyi memnun etmemekte ve ¢ogu kez ev 6devinin
amacina hizmet etmemektedir (Duru ve Cogmen, 2017). Bu kapsamda ev 6devinin etkili
olmasinda en Onemli motivasyon kaynaginin Ogrencinin kendi motivasyonu oldugu
soylenebilir. Burada dikkat edilmesi gereken husus, simif seviyesi arttikca Ogrencilerin ev
odevlerini iyi yapmak ic¢in daha az motive olduklar1 ve 6dev yapmada erkek c¢ocuklarin veli
baskisindan daha fazla etkilendikleridir (Iflazoglu & Hong, 2012).

Fan, Xu, Cai, He ve Fan (2017) tarafindan yapilan meta analiz ¢aligmasi, 6grencilerin
o0dev yapmaya bir sekilde motive olup Odevlerini yaptiklarinda basarilarinin yiikseldigini
gostermektedir. Bununla birlikte o6devlerin akademik basariya etkisine dair c¢aligmalarin
sonuglar tiimiiyle tutarli degildir (Epstein & Van Voorhis, 2001). Hong ve Milgram (2000)
yaptiklar literatlir taramasinda, ev 6devlerinin 6grenci basarisi iizerinde lise ve iiniversite
diizeyinde anlamli ve olumlu ancak ilkokul diizeyinde 6devlerin akademik basariya hem
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olumlu hem olumsuz etkisinin oldugunu gosteren arastirmalari rapor etmiglerdir. Cooper,
Lindsay, Nye ve Greathouse (1998) tarafindan yapilan calisma, akademik basar1 ev 6devi
iligkisinin kurulmasinda verilen 6devin miktarinin degil, o6zellikle st siniflarda, yapilan
odevlerin miktarinin 6nemli oldugunu ortaya koymustur. Bunun yaninda 6grencilere ¢ok 6dev
verilmesi, 6grencilerin zamanini almakta, sosyal-sportif etkinlikler i¢in zaman kalmamaktadir
(Luke, 2013). Ogrenciler de bos zaman aktivitelerine katilmak yerine cok &dev yapmaktan
sikayet etmekte (Nufiez vd., 2015), 6dev yapma konusunda stres yasamaktadirlar (Yar Yildirim,
2018). Hatta uzun siire 6dev yapan basarili 6grenciler, akademik stres, saglik sorunlari ve
yasamsal denge yoksunlugu gibi sorunlar yasamaktadir (Galloway, Conner & Pope, 2013).
Ogrencilerin 6dev yapmaya ayirdiklari zaman arttikca okul tiikenmisligi de artmaktadir
(Ozdemir, 2015).

Ev 6devinin verilmesindeki ama¢ 6gretmenden oOgretmene farklilhik gostermektedir.
Alanyazinda bu amaglar, tekrar diizeyinde alistirmalar, sonraki derse 6n hazirlik, 6grenme
slirecine Ogrenciyi katma, 6grencilere isbirligi icerisinde ¢aligma aligkanlig1 edindirme, veli-
ogrenci ve veli-Ogretmen iligkisini gelistirme, arastirma becerisi kazandirma olarak
belirtilmigtir (Duru & Coégmen, 2017). Cooper (1989) ise, 6gretim amaglarimi (yani uygulama,
gozden gecirme, hazirlama, entegrasyon ve genisletme) ve 6gretim dis1 amagclar: (yani ebeveyn-
cocuk iletisimi, direktifleri yerine getirme, ceza ve topluluk iligkileri) 6devin amaci olarak
bildirmistir. Aragtirmalar, 6devlerin daha ¢ok 6grenilen icerigin uygulanmasi (Xu & Yuan,
2003) ve pekistirme, tekrar amagh verildigini gostermektedir (Yar Yildirim, 2018).

Ogretmenler, ev ddevlerinin hedeflerini belirleyerek, ddevleri tasarlayarak ve son
asamada sinif ici takip uygulamalarini yaparak 6nemli bir rol oynamaktadir (Epstein ve Van
Voorhis, 2001). Ogrenciler ev 6devini kaliteli olarak algiladiklarinda 6grenmeleri icin degerli
bulmaktadirlar (Dettmers vd., 2010). Bu nedenle &gretmenler hangi 6devlerin 6grenciler
tarafindan kaliteli ve degerli bulundugunun bilinmesi verilecek 6devlerin tasarimi ve takibi
acisindan 6nemlidir. Bu konuda sinirh sayida yapilan arastirmalarin birinde (Trautwein &
Lidtke, 2007) 6grencilerin kaliteli 6devleri beklenti ve deger inanglarina gore belirledikleri,
kontrol edilen 6devlere daha fazla zaman ve g¢aba harcadiklar tespitleri yapilmistir. Dettmers
vd. (2010) yaptiklar1 ¢calismada, 6grencilerin 6dev seg¢imine katildiklar ev 6devlerini, ev 6devi
motivasyonuyla (beklenti ve deger inanclar1) ve ev 6devi davranigiyla (¢aba ve zaman) pozitif
olarak iligkili bulmuslardir. Ev 6devi motivasyonu arttigl i¢in ayni zamanda Odeve karsi
olumsuz duygular daha az ortaya ¢ikmakta ve akademik bagar1 yiikselmektedir. Demirtas (2011)
tarafindan yapilan arastirmaya gore de o6dev algis1 hangi dersten verilmis olduguna gore
farklilik gostermektedir.

Tiirkiye’de ev 6devleri konusunda yapilan ¢alismalarin yetersiz oldugu sdylenebilir. Ev
odevleri, dogru bir sekilde kullanildiginda, okulun amaglarim1 gergeklestirmesine katkis:
olabilir. Bu nedenle, 6grencilerin hangi 6devleri kaliteli olarak algiladiklarn ve sevdiklerini
bilmek, okul ve 6gretmenlerin ev 6devi uygulamalarina yol gosterebilir. Arastirmanin amaci;
ortaokul 6grencilerinin sevdikleri ve sevmedikleri 6dev tiirleri ile 6deve iligkin hoslandiklari ve
hoslanmadiklar: 6gretmen davraniglarin tespit etmektir.
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Yontem
Arastirmada insanlarin deneyimlerini agiga c¢ikaran ve bireylerin olgulara verdikleri
anlamlar1 paylasmaya odaklanan nitel arastirma yontemi olan fenomenoloji deseni tercih
edilmistir.

Calisma grubu

Arastirmanin ¢alisma grubunu; 2016-2017 egitim 6gretim yilinda Konya’nin Beysehir
ilcesinde birinci aragtirmacinin matematik dersi verdigi biri ilce merkezi biri koyde olan iki
ortaokulda 6grenim goérmekte olan 8. simif &grencileri olusturmaktadir. Calisma grubunu,
maksimum cesit 6rnekleme yontemi ile secilen 16 6grenci olusturmaktadir. Ogrenciler, Temel
Egitimden Ortadgretime Gegis Sistemi (TEOG) i¢in birinci donemde yapilan ortak sinavdaki
basarilarina ve cinsiyetlerine gore secgilmislerdir. TEOG sinavlarindan en yiiksek ve en diisiik
puanlar1 alan sekizer Ogrenci, cinsiyetleri de dikkate alinarak calisma grubuna alinmistir.
Bulgular béliimiinde ogrencilerin demografik bilgilerini belirtmek icin kodlamalar
kullamilmistir. Kodlamanin ilk harfi 6grencinin TEOG sinavindaki basann diizeyini
gostermektedir (Y=Yiiksek diizeyde bagarili, D=Diisiik diizeyde basarih). Tkinci harf 6grencinin
cinsiyetini (E=Erkek, K=Kiz) ve rakam Ogrenciye bu arastirmada verilen sira numarasin
gostermektedir. Ornegin; Y-E-1; basar seviyesi yiiksek 1. erkek égrenci anlamina gelmektedir.

Verilerin toplanmasi

Veriler yar1 vyapilandirilmis goriisme yoluyla toplanmistir. Yari yapilandirilmig
goriismeler katilmcinin algiladig: diinyay1 kendi diisiinceleriyle anlatmasini saglar (Merriam,
2018). Gorlismede sorulacak sorular arastirmacilar tarafindan hazirlanmistir. Birinci
arastirmaci, iki 6grenci ile goriisme gerceklestirdikten sonra, iki aragtirmaci tarafindan birlikte
dinlenmis, sorularin degistirilmesine gerek goriilmemistir. Katilimcilara sorulan goriisme
sorular1 asagidakilerdir:

1.Severek yaptiginiz ve sevmeyerek yaptiginiz 6devler hangileridir?

2.0dev yapma motivasyonunuzu olumlu ve olumsuz etkileyen &gretmen davramislari

nelerdir?

Biitiin goriismeler birinci aragtirmaci tarafindan 2016-2017 o&gretim yilimin ikinci
doneminde gerceklestirilmistir. Goriismeler katilimcilardan izin alinarak dijital ses kayit
cihaziyla kaydedilmistir.

Verilerin ¢6ziimlenmesi

Goriismelerin tamamlanmasindan sonra katilima kimlikleri Y-E-1 seklinde kodlanarak
transkripsiyon siireci gerceklestirilmistir. Ogrencilerin yar1 yapilandirilmig gériigme sorularina
verdigi yanitlar, ses dosyalarindan yaziya doniistiiriilmiistiir. Veriler birinci aragtirmaci
tarafindan okunarak kodlanmistir. Kodlanmig veriler {izerinde tiimevarim analizi
gerceklestirilmistir. Analiz siirecinde, toplanmis veriler, temel kavramlar ve iligkiler dikkate
alinarak temalar ve alt temalar seklinde biitiinlestirilmistir.

Timevarim analizi slirecinde birinci arastirmaci tarafindan belirlenen kodlar ve
temalar, deneyimli olan ikinci aragtirmaci tarafindan incelenmis ve iki arastirmaci birlikte
hangi temalarin ortaya ¢iktigini tartigmiglardir. Bu siirecte fikir ayriligi olan tema ve alt temalar
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yeniden incelenmis, fikir birligi saglanarak temalarin son sekli belirlenmistir. Bu siirecte, ikinci
arastirmaci, aragtirma bulgularinin dis diinyadaki gerceklife uyumunu saglamak icin veri
toplama harig¢ diger siireclere disaridan birisi gibi ve uzman olarak katilarak hem i¢ gecerligi
hem de tutarligi (Merriam, 2018) saglamaya caligmistir. Bunun disinda katilimcilarin duygu,
diistince ve betimlemeleri zengin ve yogun bir anlatimla sunulmaya calisilarak dis gegerlik
saglanmaya calisilmistir.

Bulgular
Ogrencilerin sevdikleri ve sevmedikleri 6dev tiirleri ile ilgili bulgular

Ogrencilerin sevdikleri ve sevmedikleri &dev tiirleri, &grencilerin sevdikleri édev
tiirleri ve 6grencilerin sevmedikleri 6dev tiirleri olarak iki temada biitiinlestirilmistir.

Oprencilerin sevdikleri odev tiirleri

Ogrencilerin severek yaptiklar1 6dev tiirleri; test 6devleri, ilgi alanina giren 6devler, el
becerisi gerektiren 6devler ve arastirma Oddevleri temalarinda biitiinlestirilmistir. El becerisi
gerektiren 6devler ve arastirma odevleri, 6grencilerin ilgi ve 6zelliklerine gore ayni1 zamanda
ogrencilerin sevmedikleri 6dev tiirleri arasinda yer almaktadir.

Test o6devleri. Katihmcilara gore, oOgrenciler genellikle test Odevlerini yapmaktan
hoslanmaktadir. Ogrencilerin verdikleri cevaplara gore test 6devlerini sevmelerinin nedeni,
kolay olmasi, ¢ok zaman almamasi, eglenceli olmas: veya cevabin tahmin edilerek bulunmas:
olasihgidir. Ornegin bir katihimci, “...test ve eslestirmeli ddevieri seviyorum. Ogretmenler
testleri fotokopi cektirip ddev olarak veriyor veya test kitaplarindan. Onlar hosuma gidiyor
ciinkii test sorularinda konu hakkinda bir sey bilmesem de siklardan giderek yorum yaparak
cevabi bulabilivorum. (Y-K-5)” demistir. Ogrenci goriislerinden, dgrencilerin 6devlere fazla
vakit harcamak istemedikleri, konuyu 6grenmekten ziyade bir sekilde - mantik yiiriiterek veya
deneme yamilma yoluyla- sonuca ulasarak soruya dogru cevap vermeyi oOnemsedikleri
sdylenebilir. Ogrenciler Bunun yaninda ¢oktan segmeli sorularda dgrenci kisa zaman icinde
sonuca ulagmaktadir. Dogru da olsa yanls da olsa 6grenci kisa bir siire igerisinde yaptig: isi
sonuc¢landirip rahatlamaktadir.

Ogrencilerin test ¢ozme 6devlerini sevmelerinin altinda yatan bir diger neden ise {ist
kademelere gegiste yapilan sinavlar olabilir. Ogrenciler kendi icinden gelerek veya cevreden
gelen baskilar sonucunda kendisini bu sinava hazirlamak zorunda hissetmekte ve buna
hazirlanmanin yolunu da bu sinavlara benzer 6devler yapmak olarak gormektedir. D-E-1 kodlu
katilmc1 bu durumu su sekilde ifade etmistir: “Ogretmenlerin édevi test vermesi hosuma
gidiyor. (liinkii test ¢6zmeye kendimi daha yatkin gériiyorum. (6zmesi ¢ok vakit almiyor
ondan olabilir bir de TEOG sinavina hazirlik oluyor. Bir nevi o yilizden de hosuma gidiyor...”

Ilgi alanina giren édevler. Ogrenciler ilgi alanlarina giren ddevleri unutmuyorlar. Eger bir de
odevden bir seyler 6grendigini hissetmislerse bu o6dev tiiriinii kolay kolay unutmuyorlar.
Burada 6grencinin 6devi unutmamasi o tiir 6devleri severek yapmis olmasi anlamina gelebilir.
Y-K-6 kodlu katilimci bu durumu su sekilde ifade etmistir: “/lkokulda bir édev yapmistim.
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Ingilizce odeviydi. Mevsimleri yapmistim el isi kdgitlar1 kullanarak. O 6devi yaparken cok
eglenmistim. Orada égrendigim Ingilizce kelimeleri hi¢ unutmadim mesela.” Odevlerin ders
dis1 ilgi alanlar ile baglanti kurmasi da 6deve ilgiyi artirmaktadir. Y-E-2 kodlu katilimci bu
durumu su sekilde ifade etmistir: “Su an gordiigiimiiz 8 ana ders disinda satranca ilgi
duyuyordum. Hocamiz bize iki tane ustanin bir mag¢ oynarken neler diisiinmiis olabilecegi ile
igili yorumlar yapmamizi istediler. Bu édev ¢ok hosuma gitmisti. O ustalarin birka¢c hamle
sonra neler diisiinmiis olabileceklerini tahminde bulunmustuk analiz etmistik zevkli bir
odevdi.”

El becerisi gerektiren odevler. Arastirmamiza katilan o6grenciler proje odevlerini yapmay1
sevdiklerini belirtirken bazilar1 sevmedigini belirtmistir. Ogrencilerin proje 6devlerinden
kasitlar1 her sene en az bir dersten almak zorunda olduklar1 ve karsihiginda not aldiklar
odevlerdir. Bu ddevler genelde ya arastirma O6devi veya maket, poster, afis gibi el becerisi
gerektiren 6devlerdir. Maket gibi gorsele dayali, ugrastirici ve el becerisi gerektiren 6devini
yapan Ogrenci sonucunda bir {iriin ortaya ¢ikarmasi el isleri ile ugrasmay1 seven 6grencileri
motive etmekte, el becerisi olmayan Ogrencileri ise motive etmemektedir. D-K-7 kodlu
katihma, “... Proje ddevierinde iste bir maket gibi ortaya bir iiriin ¢ikarmak hosuma gidiyor.
Kendim ortaya bir iiriin ¢ikartiyorum ¢iinki...” diyerek el becerisi gerektiren o6devlerin

«

motivasyonunu artirdigini ifade etmistir. .Y-E-2 kodlu katilhimci da .. ben de o tiir bir yetenek
oldugunu diisiinmiiyorum. Bu édevleri yapmamin bana bir katkis: oldugunu diisiinmiiyorum.
Sirf hoca verdi diye yapryorum.” diyerek el becerisi gerektiren 6devlerde motivasyonunun

diisiik oldugunu ortaya koymustur.

Arastirma 6devleri. Arastirma Odevlerinde katilimcilar kaynak olarak genelde interneti
kullanmaktadir. Ayni1 zamanda &grenciler internetten elde ettikleri bilgileri bir¢ogu kes,
kopyala, yapistir yaparak 6dev yapmaktadirlar. Ogrencilerin bu édev tiiriinii sevme nedeni,
bilgisayar basinda kolayca bilgiyi bulup hemen kopyalayarak 6devi yapmalar1 gériinmektedir.
Y-K-6 kodlu 6grencinin konudaki goriisleri su sekildedir: “Arastirma ddevierinde interneti
kullaniyorum genelde. Orada buldugum bilgilere kendi yorumumu bazen ekliyorum ama ¢ogu
zaman kopyala, yapistir yapiyorum.”

Yaz1 yazmay1 sevmeyen veya el becerilerinin zayif oldugunu diisiinen 6grenciler ise, arastirma
veya proje Odevlerini sevmemektedir. Ancak 6grencilerin bu 6dev tiiriinii sevmeme nedeni,
temelde arastirma 6devlerinin kendilerine katkisimin [TEOG sinavini kastediyor] olmadigini
distinmeleridir. D-E-2 kodlu 6grenci bu durumu su sekilde ifade etmistir: “Arastirma
odevlerini sevmiyorum. Bir kisi veya bir konu hakkinda arastirma yapmayi sevmiyorum.
Bilgileri bulup onlari bir de yazmayi sevmiyorum. Ama test Odevlerini severim mesela.
Arastirma ddevlerini sevimiyorum ama yine de yapiyorum.”

Op¢rencilerin sevmedikleri 6dev tiirleri

Ogrencilerin sevmedikleri o6dev tiirleri; yazma 6devleri, kisisel ihtiyaca uygun
olmayanlar ve kisisel 6zelliklerine uygun olmayanlar olarak {i¢ temada biitiinlestirilmistir.
Yazma odevleri. Arastirmamiza katilan Ogrenciler yazi yazmay1 gerektiren o6devleri
sevmedigini belirtmistir. Ogrencilerin bu kapsamda belirttikleri 6devler: Arastirma &devlerini
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elle yazmalarini gerektirenler, calisma kitaplarindaki bosluk doldurmay1 gerektirenler,
kompozisyon yazma, kitapta olan bir bilgiyi deftere gecirme ve 6zet ¢ikarma. Yazma d6devleri
temas1 bilgiyi aktarmanin anlamsiz olmasi, zaman alici olmasi olarak iki alt temadan
olugmaktadir.

Bilginin aynen aktarildig1 6devler. Ogrenciler kendi yorumlarinin katilmasinin istenmedigi, var
olan bilginin aynisinin yazilmasinin kendilerinden istendigi 6devlerden hoglanmamaktadirlar.
D-K-4 kodlu 6grenci bu durumu ¢ok agik sekilde orneklemistir: ” Cok yazi verilen ddevler.
Mesela ¢ikt1 alabilecekken ayni bilgiyi tekrar tekrar elle yazmayi sevimiyorum, bir de resim ¢ok
¢iziliyor onu sevmiyorum. Internetten buldugum bilgileri direk ¢iktisini alip vermek varken
ayni seyi elle yazmay1 sevmiyorum. Neden ogretmenler elle yazin diyor bilmiyorum bize ¢ok
zor oluyor. Bazi dgretmenler gicik gicik odevler veriyor mesela bunu sevmiyorum. Gicik
ddevlerde kastim, sayfalarca elle yazilacak ddevier vermelerini sevmiyorum. Oradaki bilgileri
okumak anlamak varken ve direk ¢iktisini almak varken, elle tekrar yazmamizin amacini
anlamiyorum.” Y-E-7 kodlu 6grenci konuyla ilgili olarak; “...biraz ugrastirmasini istiyorum
ciinkii. Bildigim seyleri tekrar yapmak bana sikici geliyor. Bana yeni bir seyler dgreten ve beni
ugrastiran 6devleri seviyorum. Biraz arastiriyim ugrasiyim istiyorum.” Bazi Ogrenciler, bu
sekilde verilen 6devleri angarya olarak gormektedirler. “Benim hosuma gitmeyen bosu bosuna
yazmak. Beni diisiindiiren 6devleri seviyorum. Ama bana angarya gelen ddevleri sevmiyorum.
Diisiinerek bir sey yazmayi seviyorum.(D-E-5)

Zaman alici édevler. Ogrenciler yazi yazmalarin1 gerektiren 6devlerin kendilerini TEOG
sinavina hazirlamadigini disiindiikleri igin, yazi yazmay1 gerektiren 6devleri zaman kaybi
olarak algilamaktadirlar. D-£-5 kodlu ogrenci bu durumu su sekilde ifade etmistir: “Bosluk
doldurmali ya da bir yerdeki bilgiyi kagida gecirmek gibi. Tiirkce dersindeki ¢alisma
kitabindaki 6devier ve Ingilizce dersindeki kelimeleri bir kigida gecirme odevierini hig
sevmiyorum. Vaktimi ¢ok aliyor. Baska seylere [TEOG sinavini kastediyor/ vakit ayiramiyorum

2

onlar yiiziinden.’

Ozelliklerine uygun olmayan ddevler. Katihmcilar, yapamadiklar, seviyesine uygun olmadigini
digiindikleri 6devleri sevmemektedir. Y-E-8 kodlu katilma bu durumu su sekilde ifade
etmistir: “Yapamayacagim seviyede olan test sorular1 6dev olarak verilmesini sevmiyorum. Ben
bir 6gretmen olsaydim 6grencilerin rahatlikla yapabilecegi ¢ok zorlanmayacaklari édevier
verirdim.

Kisisel ihtiyaca uygun olmayan ddevler. Katihmailar, kisisel ozelliklerine uygun olmayan,
ogrencilerin ilgi ve ihtiyacina cevap vermeyen, biitiin Ogrencilere ayni verilen o6devleri
sevmediklerini belirtmiglerdir. Y-E-7 kodlu katilimc1 bu durumu su sekilde agiklamigtir: “Ben
bir 6gretmen olsaydim ogrencilerime ayri ayri édev vermeyi diistiniirdiim. Yani bir 6¢rencinin
neyi eksikse ona gore ddev verirdim. Herkese ayni édevi vermezdim.”
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Ogretmenlerin ev 6devleri ile ilgili davranislarina iliskin bulgular
Ogretmenlerin ev 6devlerine iliskin davranislari, olumlu &gretmen davraniglari ve
olumsuz 6gretmen davraniglari olarak iki temada biitiinlestirilmistir.

Odev konusunda olumlu 6¢retmen davranislan
Olumlu 6gretmen davraniglari; fark etme, destek olma ve kolay 6dev verme temalarinda
biitiinlestirilmigtir.

Fark etme. Ogrenciler yaptiklar1 6devin 6gretmen tarafindan fark edilmesini beklemektedirler.
Ogrenciler yaptiklan édevin karsiliginda bir 6diil almak istiyorlar. Bu kargilik, bazen bir not,
kiiciik bir hediye olabiliyor. Hatta bunlardan en 6nemlisi sinif i¢inde onurlandirilmak, takdir
edilmek istiyorlar. Y-K-4 bu durumu su sekilde ifade etmistir: “Yaptigim 6dev karsiliginda bir
not olmasa da aferin bile demesi bize yeter. Yaptigim ddevler karsiliginda takdir edilmek veya
notla édiillendirilmek hosuma gidiyor.” Y-E-7 ise, su sekilde ifade etmistir: “Gercekten emek
verdigim bir ddev i¢cin 6gretmenin beni takdir etmesi onurlandirmas: hosuma gidiyor.”

Destek olma. Ogretmenlerin &grencilere 6dev verdikten sonra, 6devin yapilmasindan
vazgecmeden oOdevin yapilmasimi desteklemeleri, sorun yasayan Ogrencilere kati
davranmamalar olumlu 6gretmen davranisi olarak goriilmektedir. Y-E-2 kodlu 6grenci bu
durumu su sekilde ifade etmistir:

«

... Bir odevi yapmadigimiz zaman kizmiyorlar, anlayis
gOsteriyorlar, yeniden bir zaman verip yapmamizi istiyorlar, bir de ddevlerimizde yardimci
oluyorlar bu hosuma gidiyor.”

Kolay odevler verme. Katiimc: 6grenciler, 6gretmenlerinin kolay 6dev vermesinden memnun
olduklarini belirtmislerdir. Burada dikkat ¢eken husus, 6gretmenlerin kolay 6dev vermesinden
memnun olan o&grencilerin, diisiik basar1 diizeyindeki 6grenciler olmasidir. D-E-2 kodlu
ogrencinin acgiklamalarindan konu acikca anlasilabilir: “7est édevieri vermesi hosuma gidiyor.
(linkii kolay oluyor. Bir de kitaplarda olan etkinlik 6devieri vermelerini seviyorum ciinkii
kolay oluyor.”

Odev konusunda olumsuz 6¢retmen davranislar:
Odev konusunda olumsuz Ogretmen davraniglari, kontrol etmeme, yeterli zaman vermeme,
ogretmenler arasinda koordinasyon eksikligi ve kiyaslama temalarinda biitiinlestirilmistir.

Kontrol etmeme. Odevlerin dgretmenler tarafindan kontrol edilmemesi veya ddevlerin bagka
bir 6grenciye kontrol ettirilmesi égrencileri rahatsiz etmektedir. Ogrenciler yaptiklar1 6dev
kontrol edilmediginde, dgretmenlerinin 6devi 6nemsemedigini diisiinmektedir. Odevlerin
ogretmen tarafindan kontrol edilmemesi 6grencileri 6dev yapmamaya yoneltmektedir. Aym
zamanda Odevini yapmayan Ogrencilerle yapan ogrencilerin farkinin ortaya c¢ikmasim
istemektedirler. Y-E-7 kodlu katihmcinin agiklamalan su sekildedir: “Yaptigim oJdevierin
kontrol edilmemesi veya ogretmenin kendisi degil de baska birine bastan savma bir sekilde
kontrol ettirmesi. Bu sekilde olunca dédevi yapanla yapmayan gercekten ayirt edilmiyor. Adil
olunmasini istiyorum ogretmenlerin.”Y-K-5 kodlu katilimci da su sekilde ifade etmistir: “Emek
vererek yaptigim bir édevi, hocalarin kontrol etmemesi hosuma gitmiyor. Oyle olunca
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lziiliiyorum keske oOdevimi yapmasaydim diyorum. C(iinkii benim i¢in yaptigim O6dev
karsihginda bir 6diil almak hosuma gidiyor. Odevier kontrol edilmeyince bir karsilik
alamiyorum.”

Yeterli zaman vermeme. Ogretmenlerin ¢ok ddev vermeleri ya da 6devi yapacak yeteri kadar
zaman vermemeleri 6grencileri rahatsiz etmektedir. D-E-3 kodlu 6grenci bu durumu su sekilde
ifade etmistir: “...Odevleri cok vermelerini sevmiyorum. Yani cok derken édev aslinda cok
degil ama édevi yapma siiresini az veriyorlar, onu kastediyorum.” D-K-8 kodlu katihmci da
aym1 konudaki diisiincesini su sekilde ifade etmistir: “Zor olan édev vermeleri ve bizden bir giin
de bitirmemizi istedikleri ¢ok fazla 6dev vermeleri hosuma gitmiyor.”

Ogretmenler arasindaki koordinasyon eksikligi. Ogretmenlerin birbirlerinden habersiz bicimde
kisa stirede tamamlanmas1 gereken 6devler vermeleri 6grencileri rahatsiz etmektedir. D-K-1
kodlu 6grenci bu durumu su sekilde ifade etmistir: “Giinde ortalama 4 farkli dersimiz oluyor,
bazen ogretmenlerin hepsi o giin édev veriyor. Bir de bir giin sonra édevi istiyorlar, hangisini
yetistirecegimizi sasiriyoruz.”

Ogrencileri kiyaslamak: Ogrenciler, 6zellik de yetenek gerektiren derslerde &devlerinin
birbirleriyle kiyaslanmasindan rahatsiz olmaktadirlar. Bu derslerde iiriiniin kalitesinden ziyade
6grencinin ¢abasinin 6n plana ¢ikartilmas: gerektigini diisiinmektedirler. Y-E-2 kodlu 6grenci
bu durumu su sekilde ifade etmistir: “Bir seyi yapmak ve yapmamak olarak degil de ornegin
gorsel sanatlar gibi derslerde kisinin el becerisine bakmadan diger dgrencilerle kiyaslanmak,
senin ki daha iyi senin ki daha kotii sana az not verecegim veya ¢ok not verecegim denmesi
hosuma gitmiyor.”

Tartigma ve Yorum

Aragtirmada, 6grencilerin test 6devleri, ilgi alanina giren 6devler, el becerisi gerektiren
odevler ve arastirma O6devlerini severek yaptiklar tespit edilmistir. Bununla birlikte el becerisi
gerektiren ddevler ve arastirma ddevleri, ayn1 zamanda 6grencilerin sevmedikleri 6dev tiirleri
arasinda yer almaktadir. Ogrencilerin sevmedikleri 6dev tiirleri de yazma 6devleri, kisisel
ihtiyaca uygun olmayan 6devler ve kisisel 6zelliklerine uygun olmayanlar olarak belirlenmistir.
Test 6devlerini sevdiklerini belirten 6grenciler, bunun nedenini yapmasinin kolay olmasina ve
TEOG sinavina hazirlik olmasina baglamiglardir. Merkezi sinavlar, ¢oktan se¢meli sorular
kullanilarak yapilmaktadir. Bu yiizden ¢oktan se¢meli soru 6devi verildigi zaman Ogrenciler
odev yaparken kendilerini merkezi sinavlara hazirlamiyor hissetmektedirler. Bu duygudan
hareket ederek baska tiir 6devleri zaman kayb: olarak gérmektedirler. Nitekim merkezi sinav
hazirhigi yapmasimi engellemesi nedeniyle, zaman alici 6devler, sevilmeyen o6devler olarak
tespit edilmistir. Bagka tiirlii 6dev yaptiklarn zaman kendilerini merkezi sinava ¢aligmamis
gormektedirler. Bu kapsamda, 6grenciler 6dev yapma ve ders ¢alisma seklinde bir ayrima
gitmektedirler. Odev yapmak, dersi gecmek, dgretmeni memnun etmek igin yapilan bir
etkinlik olarak goriiliirken; ders c¢aligmak, 6dev olmaksizin sinavlara hazirlanmak igin
kendiliginden yapilan bir ¢alisma olarak goriilmektedir. Bu durumun 6grenciler tarafindan,
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“Odev yapmaktan ders calismaya zaman bulamiyorum.” seklinde ifade edildigi, arastirmacilar
tarafindan ¢ok¢a duyulmustur.

Coktan seg¢meli sorularin ¢oziilmesini gerektiren odevleri yiiksek bagarili 6grenciler,
merkezi sinava hazirlik oldugu icin tercih etmektedir. Diisiik basarili ogrenciler ise test
odevlerini sadece sikk: isaretlemekten ibaret oldugu, herhangi bir islem ya da yorum yapmak
gerekmediginden dolayi, kolay bularak tercih etmektedirler. Seceneklerden birini
isaretlediklerinde 6devlerini yapmis oldugunu diisiinmektedirler.

El becerisini gelistiren 6devlerin 6grenciler tarafindan sevilmesinin nedeni, ddevin
sonunda ortaya bir {riin ¢ikmasi 6grenciye, ben yaptim, basardim duygusu kazandirmasi
olabilir. El becerisi olan &grenciler bu tiir ddevler ile ugrasmay: sevmektedirler. Bu bulgu
arastirma sonuglari ile benzerlik gostermektedir (Duru & Cégmen, 2017; Keskin & Ozer, 2016).
Ancak el becerisine sahip olmayan 6grenciler, bu tiir 6devleri yapmaktan hoslanmamaktadirlar.
Bu bulgu ile 6grencilerin 6zelliklerine uygun olmayan ve kisisel ihtiyag¢larina uygun olmayan
odevleri yapmaktan hoslanmadiklar1 bulgularinin birbirleri ile uyumlu oldugu sdylenebilir.
Ogrencilerin ilgi alanlarina giren odevleri severek yaptiklari bulgusu da bu kapsamda
degerlendirilebilir. Duru ve Cégmen (2017), verilen 6devlerin 6grenci ilgi ve ihtiyaclarina
uygun olmamasi durumunda Ogrencinin Odevini yapmama davranisi sergileyecegini
belirtmigstir. Arastirma bulgularindan birisi de 6grencilerin, 6devlerini baska 6grencilerin
ddevleriyle kiyaslanmasindan rahatsiz olduklaridir. Ogrenciler, dgretmenlerinden harcadig:
emek ve cabay1 degerlendirmesini beklemektedirler. Farkli bir ifade 6ddev performanslarinin
bireysel olarak degerlendirilmesini beklemektedirler. Bulgular birlikte degerlendirildiginde,
ogrencilerin 6gretmenlerinden bireysel 6zelliklerine uygun 6devler belirlemelerini ve bireysel
olarak degerlendirmelerini talep ettikleri sdylenebilir. Bu durumu Cooper (1989), farkh
performans seviyelerine hitap eden 6dev tasarlama ihtiyaci {izerine odaklanan bir ev 6devinin
bir ozelligi olarak tamimlamistir. Aksi durumda oOzellikle 6devleri yapamayan Ogrenciler
kendilerini yetersiz hissedebilirler, 6deve karsi olumsuz tutumlar sergileyebilirler (Duru &
Cogmen, 2017).

Aragtirma tiirli 6devleri sevdigini belirten 6grenciler, bilgiyi internetten kolayca bulup
kopyala-yapistir yapip, c¢ikt1 alarak o6devi kolayca bitirmelerini sevme gerekgesi olarak
belirtmiglerdir. Bu bulgular, Keskin ve Ozerin (2016), o6grencilerin hi¢ okumadan
yorumlamadan 6devlerini yaptig1 bulgularini desteklemektedir. Bu sekilde internette bulunan
bir bilginin, bagkaca bir islem yapmaksizin 6dev olarak teslim edilmesinin, 6devin amacina
hizmet etmedigi agiktir. Nitekim bu tiir 6devlerin kendi gelisimlerine katki saglamadigim
diistinen 6grenciler, bir yerdeki bilgiyi kdgida aktarmanin bir faydasi olmadigim diisiinerek
aragtirma tiirii 6devlerden hoslanmadiklarim belirtmislerdir. Ogrenciler ayn1 zamanda bilginin
aynen aktarildigi, zaman alic1 yazma 6devlerinden de hoslanmamaktadirlar. Duru ve C6gmen
de (2017) ¢aligmalarinda aymi sonuca ulagsmistir. Ogrenciler, yazi yazmay1 sevmemelerinin
temel nedeni olarak; yazi yazmay1 bir yerdeki bir bilgiyi bagka bir yere aktarmanin kendilerine
bir faydasi olmamasi olarak gostermektedirler. Bu neden, arastirma tiirii Odevlerin
sevilmemesine iliskin gerekceyle aymidir. Ogrenciler, internetten, kitaptan ya da bagka bir
kaynaktan, bir bilgiyi aynen alarak elde ya da bilgisayarda yazmanin kendilerine katki
saglamadigini diisinmektedirler. Ogretmenler, bir kaynaktan aynen yazilip getirilecek 6devleri
muhtemelen 6grencilerden istememektedir. Bununla birlikte, 6devin amaci ne olursa olsun,
sadece verilmesi yeterli degildir. Ogrencilerin daha fazla zaman ve caba harcamalar1 igin
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ogretmenlerin 6devleri kontrol etmesi gerekir (Trautwein & Liidtke, 2007). Nitekim 6grenciler,
odevlerin  kontrol edilmemesini de olumsuz bir Ogretmen davramsi olarak
degerlendirmektedirler.

Arastirmada 6dev konusunda olumlu 6gretmen davraniglari olarak; fark etme, destek
olma ve kolay 6dev verme; olumsuz 6gretmen davranislar olarak odevleri kontrol etmeme,
yeterli zaman vermeme, Ogretmenler arasinda koordinasyon eksikligi ve kiyaslama tespit
edilmigtir. Aragtirma sonuglarina gore, 6grenci 6devini yaptiginin fark edilmesini istemektedir.
Duru ve Cogmen (2017), 6grencilerin 6diil alma istegi veya cezadan kagma gibi nedenlerle
odevlerini yaptigim1 belirtmigtir. Yar Yildirnm (2018) tarafindan yapilan c¢alismada da
ogretmenlerin, 6grenciler 6devlerini yaptiklarinda arti, sinif i¢i performans notu vermek, 6dev
yapmadiklarinda eksi verme ya da diisiik not verme uygulamas1 yaptiklar1 belirlenmistir.
Ogrencinin 6diil alma ya da cezadan kacinmak i¢in 6dev yapmasi beklenen bir durum degildir.
Beklenen ogrencinin igsel kaynaklara dayali olarak, 6grenmekten zevk aldigi icin odev
yapmasidir. Bununla birlikte 6grenci aldigi 6dili, basarili ¢aligmalarinin doniitii olarak alip
kendisini motive edebilir. Bu nedenle, yukarida da bahsedildigi gibi, 6gretmenler verdikleri
odevleri mutlaka giinliik olarak kontrol etmeli, 6grencilere doniit vermelidir (Yar Yildirim,
2018).

Ozellikle bagaris1 seviyesi diisiik olan 6grenciler, 6dev konusunda dgretmenlerin kati
tutum sergilememeleri, 6devlerini tamamlamalan ic¢in destek saglamasimi beklemektedirler.
Ogrencilerin  6gretmenlerinden beklentileri; 6grencilerinin kigisel &zelliklerine uygun
bagarabilecekleri 6devler vermeleri, yetistirememeleri durumunda ceza vermek yerine, ek siire
ve Odevi nasil yapacaklari konusunda destek vermeleridir. Duru ve Cogmen (2017)
calismasinda; ortaokul 6grencilerinin 6dev yaparken en stk karsilastigi sorunun, 6dev yapilacak
konunun anlasilmamasi ve Ogretmenler tarafindan yeterince bilgi verilmemesi olarak
belirtmistir. Bu yiizden, 6gretmenlerin 6grencilerine ddevlerini tamamlamalar1 konusunda
destek olmalar gerektigi sdylenebilir.

Odevlerin giinliik olarak yapilacak sekilde verilmesi, zor, zaman alic1 édevler igin
yeterince siire verilmemesi ve Ogretmenlerin ayni anda farkli 6devler vermeleri, olumsuz
dgretmen davranigi olarak tespit edilmistir. Ogretmenlerin sorun olarak belirlenen davraniglari
sergilemesi, 6grencilerin 6devleri yapmamalar: ya da bastan savma yapmalari ile sonuglanabilir.

Sonug¢

Sonug olarak, ortaokul son sinif 6grencilerinin hangi tiir 6devleri sevip sevmediginin
temel belirleyicisi, aragtirmanin yapildig1 donemde ad1 TEOG, 2019 yilinda LGS olan, merkezi
olarak yapilan sinavlardir. Ortaokul son simif Ogrencileri, 6devleri bu merkezi sinavlara
hazirlayip hazirlamadigina bakarak degerlendirmektedir. Merkezi sinavlar c¢oktan se¢meli
sorular kullanmilarak yapildigi icin, 6grenciler bu sinavla benzerlik gosteren test ¢ozmeye
yonelik odevleri degerli bulmakta, diger tiirdeki Odevleri zaman kaybi1 olarak
degerlendirmektedirler. Ogrencilerin bu konuda faydaci davrandiklarni séylenebilir.
Ogrencilerin faydaci davraniglari, 6gretmenlerinin  6dev konusundaki davramglarini
degerlendirirken de ortaya c¢ikmaktadir. Ogretmenlerinin, bir kaynaktan aynen yazmay:
gerektiren 6devler 6rneginde oldugu gibi, yararh olmadigim diisiindiikleri 6devler vermesini
istememektedirler. Aym1 kapsamda, kisisel ilgi ve oOzelliklerine uygun olmayan,
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basaramayacaklar1 ddevler verilmesini de istememektedirler. Belki de en 6nemlisi, kontrol
edilmeyen odevlerin, gelisimlerine katkisinin olmadigimin  farkinda  olmalandir.
Ogretmenlerinden yaptiklar1 6devle ilgili mutlaka doniit beklemektedirler. Belki de okullarinin
odev politikalarindan, 6gretmenlerinin 6dev uygulamalarindan memnun olmadiklar i¢in ev
odevlerini ders ¢alismalarini engelleyen bir durum olarak gérmektedirler.

Oneriler

Elde edilen sonuclara dayali olarak 6gretmenlere su 6nerilerde bulunulabilir:
e Verilen 6devlerin merkezi sinavlarla baglantisi kurularak, 6dev yapmanin ayni zamanda
sinav hazirligi olmasi saglanabilir.
e Baz1 Ogrencilere, okul hedeflerine ulagsmalarina yardimc: olmak igin disik zorluk
seviyelerinde pratik alistirmalari, bazilarina ev 6devi motivasyonlarini artirmak igin yiiksek
karmagiklik seviyesine sahip alistirmalar verilebilir.
e Ogrencilerin dikkatinin toplandig1 alanlari, yakinlik duydugu etkinlikleri taniyarak ona
gore odevler verilebilir.
e Ogrencilerin gelisimine katki saglamayan bilginin bir yerden bagka yere aktarilmasini
saglamayan Odevler yerine Ogrencinin arastirmaya dayali olarak Ogrenmelerini saglayacak
odevler verilebilir.
e Ogrencilerin yaptiklar1 6devler mutlaka kontrol edilmeli, 6devlerle ilgili doniit verilmelidir.
e Odev siirecinde sorun yasayan ogrenciler desteklenmeli, gerekirse ek siire verilerek
6grencinin 6devi tamamlamas: mutlaka saglanmalidir.
e QOdevler giinliik olarak degil, uzun siirede yapilacak sekilde verilerek, bircok &gretmenin
ayn1 anda 6dev vermesiyle ortaya ¢ikacak karmasa 6nlenmelidir.

Konuyla ilgili olarak aragtirmacilara da su Onerilerde bulunulabilir: (1) Belirlenen
sorunlarin okullardaki yayginlig: nicel yontemlerle arastirilabilir. (2) Konuyla ilgili 6gretmen
ve veli goriisleri belirlenebilir.
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Extended abstract

Introduction

The vast majority of teachers, parents, and students believe that homework increases
student achievement. Because of this belief, homework is given to students of all ages around
the world. However, homework is a constant problem between students, teachers and parents
and students constantly complain about the shortage, length, shortness of the assignment.
Although the homework is used continuously and is a constant problem, it does not seem to
have received the attention it deserves in the research literature. It can be said that there is a
limited number of research on homework in Turkey. Therefore, the opinions of middle school
students about homework were chosen as the subject of this study.

The aim of assigning homework varies from teacher to teacher. Teachers play an
important role by determining the goals of homework, designing homework and, in the final
stage, doing in-class follow-up practices in this process. When students perceive homework as
quality, they find it valuable for their learning. Therefore, it is important for teachers to know
which assignments are found to be of high quality and valuable by the students in terms of
design and follow-up of assignments. Homework, if used correctly, can contribute to the
achievement of school goals. Therefore, knowing which assignments are perceived as quality
and loved by the students can help schools and teachers while designing homework. The aim of
the study is to determine the types of homework liked and not liked by middle school students
and find out the teacher behaviors about homework which those students like and don't like.

Methodology

Phenomenological design, one of the qualitative research methods, was preferred in the
study. The study group of the research consisted of 16 eighth grade students in two middle
schools, one in the district center and one in the village. The students were selected according
to their gender and success in the first TEOG exam, which is decisive in determining the school
they will go to in secondary education. Data were collected by semi-structured interview
method. The collected data were analyzed by induction analysis. In the analysis process, the
collected data were integrated into themes and sub-themes considering the basic concepts and
relationships.

Findings

Multiple-choice test homework, homework related to their interests, homework
requiring handicraft and research homework were found to be done by students willingly and
fondly. However; homework requiring handicraft and research assignments are also among the
types of homework that students do not like according to their interests and characteristics.
Types of homework that students do not like were found as writing homework, homework not
suitable for personal needs and homework not suitable for personal characteristics.

Recognizing homework, supporting and giving easy homework are seen as positive
teacher behavior. Besides, not checking the homework, not giving enough time, lack of
coordination among teachers and comparing are seen as negative teacher behavior.
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Discussion, conclusion and suggestions

The students who stated that they liked the test assignments associated it with the fact
that it was easy to do and was a preparation for the TEOG exam. TEOG is an exam consisting of
multiple-choice questions. Therefore, when a multiple-choice question assignment is given,
students feel like they are preparing for the TEOG exam while doing homework.

The reason why the homework requiring handicraft is liked by the students may be
that a product emerges at the end of the homework and it gives the student a sense of
accomplishment. It can be said that this finding and the finding indicating that students doesn't
like the assignments not suitable for their characteristics and not suitable for their personal
needs are compatible with each other. The finding that students do the assignment of their
interest willingly and fondly can also be evaluated in this context. One of the findings of the
study is that students are uncomfortable when their homework is compared with the
homework of other students. The students expect their teachers to evaluate their efforts. In
other words, they expect their performance to be evaluated individually. When the findings
are evaluated together, it can be said that the students expect their teachers to identify
homework appropriate to their individual characteristics and evaluate the assignments
individually.

Students who stated that they liked research type assignments said that they love that
kind of homework because they could find and copy-paste the information from the internet,
printout and finish the homework easily. Obviously, the submission of information on the
Internet as an assignment without further processing does not serve the purpose of the
homework. As a matter of fact, students who think that such assignments do not contribute to
their own development have stated that they do not like research type assignments considering
that it is not useful to transfer information on paper.

Whatever the purpose of the assignment, it is not enough to submit the assignment. In
order for students to spend more time and effort, teachers need to check the assignments. As a
matter of fact, the students consider the non-control of homework as a negative teacher
behavior. The students want their homework to be checked and their success to be noticed and
rewarded.

Students' expectations from their teachers; to give homework that their students can
accomplish in accordance with their personal characteristics, and to give additional time and
support to the students about how to do the homework properly instead of punishing them if
they cannot hand it on time. Negative teacher behavior were determined as giving daily
homework, not giving enough time for difficult, time consuming assignments, and teachers'
giving different assignments at the same time. Teachers' behaviors identified as problems may
result in students not doing their homework or doing it without paying attention.

As a result, the determinants of what kind of assignments the students like or not are the
central exams, which are called TEOG at the time of the research, currently LGS. Students
evaluate the assignments by considering whether they prepare them for these exams or not.

Based on the results obtained, it was suggested to the teachers to give homework that
students like and exhibit the behaviors found as positive about the homework by the students.
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Okul oncesi egitim kurumlarma devam eden miilteci
ogrencilerin sinif ortaminda karsilastiklari sorunlara iliskin
ogretmen goriisleri

0z

Bu arastirmanin amaci, siniflarinda miilteci 6grencisi bulunan okul 6ncesi egitim

6gretmenlerinin, bu 6grencilerin egitim-6gretim siirecinde karsilastiklari sorunlar Gonderim
hakkindaki gorislerini almak ve karsilastiklari sorunlar karsisinda ne gibi ¢coziimler 10 Mart 2019
tirettiklerini ortaya koymaktir. Nitel arastirma yéntemlerinden durum calismasi Kabul
olarak desenlenen bu calismada, amagli 6rnekleme yontemlerinden 6l¢iit 6rnekleme 07 Mayis 2019

yontemi ve kolay ulasilabilir &rnekleme ydntemi kullanilmistir. Ornekleme
yonteminde belirlenen dl¢iit ise, arastirmaya katilan okul dncesi 6gretmenlerinin en
az bir yari yil en az bir miilteci dgrenci ile calismis olmasidir. Arastirmada veri

toplama araci olarak vyari yapilandinlmis goériisme kullanilmistir.  Literatiir
taramasinin ardindan olusturulan gériisme sorulari, uzman gorisiine sunulmus ve Anahtar kelimeler
ardindan pilot bir goriisme uygulamasi yapilmistir. Daha sonra 6gretmenlerle farkl _ okul &ncesi egitim
giin ve saatlerde goriismeler gerceklestirilmistir. Arastirmada giivenirligi arttirmak okul dncesi egitim ogretment
icin, dogrudan alintilara ve katilimci teyidine yer verilmistir. Verilerin analizinde ise militeci ogrenc:ler
icerik analizi ydntemine basvurulmus ve arastirmada inandiriciligin artirilmasi adina uyum soruniart
siirecte farkli bir uzman tarafindan bir analiz ¢alismasi daha yapilmistir. Calismada

ogretmenler ile yapilan goriismelerden elde edilen veriler sonucunda, miilteci

ogrencilerin sinif ortaminda, dil ve kiltir farkliligindan dolayr uyum

saglayamadiklari, arkadaslariyla iletisim kuramadiklari icin zorluklarla karsilastiklari,

etkinlikleri anlama ve yonergelere uyma konusunda sorunlar yasadiklari ortaya

cikmistir.

Onerilen APA atif bicimi: Avcl, F. (2019). Okul dncesi egitim kurumlarina devam eden miilteci 6grencilerin sinif ortaminda
karsilastiklari sorunlara iliskin 6gretmen gorisleri. Language Teaching and Educational Research (LATER), 1), 57-80.
DOI: https://doi.org/10.35207/later.537817
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Giris

Diinya tarihine bakildiginda, insanlarin savas, aglik vb. sebeplerle yasadiklar1 bolgeleri
terk ederek kendilerine daha iyi imkanlar sunan bolgelere gittikleri goriilmektedir. Gog, dini,
iktisadi, siyasi, sosyal ve diger sebeplerden dolay: insan topluluklarinin hayatlarinin tamamim
veya bir boliimiini gecirmek iizere iskdn ettikleri bir yerden, bir bagka yere yerlesmek seklinde
gerceklestirdikleri cografi yer degistirme hareketidir (Sayin, Usanmaz ve Aslangiri, 2016). Gog,
bir bagka deyisle de, cografi mekan degistirme siirecinde ekonomik, kiiltiirel, sosyal ve siyasi
yonleriyle toplum yapisim degistiren bir niifus hareketidir (Ozer, 2004). Bu baglamda gog, en
temel haliyle insanlarin cesitli sebeplerden bir yerlesim alanindan diger bir yerlesim alanina
gecmeleridir. Gog olaylar1 onceleri acglik, savas, kitlik ve iklim kogsullar1 gibi nedenlerden
kaynaklanirken giintimiizde bunlar yerini kiiltiirel, toplumsal, askeri, siyasi, iktisadi, dini,
sanayilesme, egitim, degisen gereksinimler vb. nedenlere birakmistir (Akinci, Nergiz ve Gedik,
2015; Sayin, Usanmaz ve Aslangiri, 2016). Ozellikle son yirmi yilda diinyada meydana gelen
sosyal catigmalarla iligkili glivensiz ortamlar, sosyo- ekonomik nedenler, diktatér yonetimler,
yasanan savaslar gibi gelismeler kitlesel hareketleri de arttirmistir. Nedeni her ne olursa olsun,
goc ve goce bagh sorunlar insanlik var oldugu siirece var olmus ve var olmaya da devam
edecektir (Glinay, Atilgan ve Serin, 2017; Rousseau ve Guzder, 2008; Sezgin ve Yolcu, 2016;
UTSAM, 2012).

Hemen hemen her giin cesitli haber programlarinda daha iyi yasam sartlarina
kavugmak isteyen kitlelerin gd¢ haberleriyle karsilagilmaktadir. Ustelik gé¢ eden kisilerin
canina mal olsa da, go¢ dalgalarinin devam ettigi goriilmektedir. Tiirkiye'nin gelisen bir iilke
haline gelmesi ve Avrupa’da uygulanan sert go¢men politikalarina nazaran daha ilimh
politikalar iretmesi gibi sebeplerden dolay1 Avrupa’ya olan go¢ hareketlerinin yoni
degismistir. Go¢ hareketlerinde artik Tiirkiye de hedef iilke haline gelmistir (Deniz, 2014). Son
yillarda yasanan kitlesel gogler ile Tiirkiye'de, milliyet, irk ve kiiltiir yoniiyle cesitlilik siirekli
olarak artmaktadir. Geg¢mise bakildiginda, Tiirkiye'nin 1950°1i yillardan beri transit gog
dalgalarina maruz kaldig1 goriilmektedir (Kirath, 2011; Atasii Topcuoglu, 2012). Iran Devrimi
ile beraber 1979 ile 1987 yillar1 arasinda ¢ok sayida go¢cmen Tiirkiye iizerinden Avrupa
iilkelerine ve Kuzey Amerika'ya gecis yapmustir (Igduygu, 2005). 1990’ yillardan bugiine
dogru gelindiginde ise, Tiirkiye’nin Cegenistan, Giircistan, Azerbaycan, Irak, Iran, Suriye ve
Ermenistan’dan gocler aldig: bilinmektedir. Yakin zamanda benimsedigi a¢ik sinir politikastyla
ciddi miktarda bir go¢ dalgasina maruz kalan Tirkiye, go¢ olayina kars: barigci ve insani bir
tutum igerisine girerek, yasak¢i ve insan haklarim hice sayan politikalara yonelmemistir. Bu
nedenle Tirkiye’ye go¢ eden miilteci sayis: siirekli artis gostermistir (Giinay, Atilgan ve Serin,
2017; Kilcan, Cepni ve Kiling, 2017).

Miilteci; iilkesinde 1rki, dini, milliyeti, belli bir sosyal gruba mensubiyeti veya siyasi
diisiinceleri gibi nedenlerden &tiirli baskiya ugrayan, iilke yonetimine olan giivenini
kaybederek yonetimin kendisine tarafsiz davranmayacagim disiiniip, bu korku ile daha iyi
imkanlar saglayacagini diisiindiigii bagka bir iilkeye siginma bagvurusunda bulunan ve iilkesine
geri donmek istemeyen kisilere denilmektedir (Deniz, 2014; Tung, 2015; Yavuz ve Mizrak,
2016). Arastirmada “miilteci” kavrami kullamilirken belirli bir hukuki statii géz oniinde
bulundurulmamis ve kavram, sarth miiltecileri/siginmacilar1 ve gegici koruma kapsamindaki
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cocuklar1 da iceren bir sekilde kullanilmistir. Bu bireylere yonelik yapilan yasal
diizenlemelerin hala devam etmesi bu kullanimda etkili olmustur.

Icisleri Bakanhigimin yayinlamis oldugu verilere gore, Tiirkiye savas, catigma ve
yoksulluk gibi sebeplerle iilkelerini terk eden yaklasik 4 milyon miilteciye ev sahipligi
yapmaktadir (Igisleri Bakanlhgi, 2019). Miiltecilerin Tiirkiye'ye yerlesmeleri ile zorunlu ve
kendiliginden bir uyum siireci baglamis olmakla birlikte, siirecin hukuksal acidan ve kamu
politikalar1 yoniiyle desteklenmesine ihtiya¢ duyulmaktadir (Carmikli, 2015). Bolgede yapilan
saha aragtirmalarina iliskin bulgular toplumsal kabul ile sosyal uyum siirecinin es zamanh ve
birbirini destekleyici politikalar ile yiiriitiilmesi ihtiyacim1 ortaya koymaktadir (Tung, 2015).
Miiltecilerin sosyal yardimlara bagimli bir durumdan kendi kendilerine hayatlarin1 devam
ettirebilmesine olanak saglayan duruma ge¢cmeye yonelik uygulamalarin ivedilikle
gelistirilmesi gerekmektedir (Feuerherm, 2013; Kardes ve Akman, 2018).

Miilteci aileler ¢ogunlukla ¢ocuklarinin egitimini ve gelecegini diisiindiikleri icin
iilkelerinden kacgtiklarini ifade etmektedirler (Giimiisten, 2017). Ancak, biiyiik boliimii Suriyeli
olan miilteci ¢ocuklarin okullagabilmesi i¢in yapilan pek ¢ok calismaya ragmen, yeterli diizeyde
bir okullasma yasanmadig1 goriilmektedir. Ornegin Goég Idaresi Genel Miidiirliigiiniin Eyliil
2018 verilerine gore, 1.047.536 olan Suriyeli egitim ¢agindaki niifusun kademeli olarak Milli
Egitim Bakanligina bagli resmi okullara kaydedilmesi ¢aligmalari devam etmektedir. Milli
Egitim Bakanliginin e-okul sitemine kayith 448.544 gecici koruma altindaki Suriyeli ve 50.082
Irakl: olmak tizere toplam 498.626 6grenci Tiirkce egitim programlariyla 6grenim gérmektedir.
21 ildeki 224 gegici egitim merkezinde Yabanci Bilgi Isletim Sistemine (YOBIS) kayitl 101.207
ogrenci yogun Tiirkce dgretimi temel olacak sekilde egitim almaktadir. Ote yandan agik
okullara kaydolarak 6grenimine devam eden 16.156 6grenci bulunmaktadir. Toplamda 615.989
(303.673 kiz (%49,30), 312.316 erkek (%50,70) kitlesel gocle tilkemize gelen 6grencinin egitime
erisimi saglanabilmistir (MEB, 2018). Okullasma sorununun kamplarda asildigy goriiliirken,
kamp diginda 6zellikle Istanbul ve Ankara gibi biiyiiksehirlerde okula devam sorununun daha
yogun yasandig1 bilinmektedir (Aykiri, 2017).

Miilteci ¢ocuklar her gecen giin sayilar1 artan bir bicimde egitim-6gretim siireclerine
dahil olmaktadirlar. Yapilan arastirmalar gostermektedir ki ozellikle egitime ilk adim olan
anaokullarinda ilk sorunlar1 yasamaya baslayan miilteci ¢cocuklar, bu sorunlar karsisinda en ¢ok
magdur olan taraf olmaktadir (Beter, 2006). Egitim, miilteci ¢ocuklar i¢in olduk¢a 6nemlidir.
Egitim, Bilim ve Kiltiir Teskilat1 tarafindan yapilan caligmalara gore, egitim almayan miilteci
cocuklar1 bekleyen pek ¢ok risk vardir. Bu riskleri soyle siralamak miimkiindiir (UNESCO,
2011);

-Daha fazla istismar ve kotii muamele ile kargilagma durumu,

-Travma sonrasi stres bozuklugu bulgular ile yiizlesme durumu (tedirginlik, stres,
endise, umutsuzluk, topluma uyum saglayamama),

-Fiziksel ve ruhsal gelisimlerini tamamlamay1 bagaramama.

Tiirkiye'nin de taraf oldugu, Birlesmis Milletler Cocuk Haklar1 Sézlesmesi'nde yer alan

22. maddeye gore, taraf iilkeler kendi topraklarindaki, ailesi olsun ya da olmasin miilteci statiisii
kazanmaya calisan ya da miilteci olan bir ¢ocuga, tiim haklardan faydalanmas: i¢in gerekli
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biitiin 6nlemleri almaktan sorumludur. Bu baglamda Tiirkiye egitim hakk: gibi temel bir hak
konusunda, miilteci 6grencilere yeterli hizmeti saglamakla yiikiimlidiir.

Miilteci ¢ocuklarin egitim sorununun neden ¢oziilmesi gerektigini irdeleyen cesitli
arastirmalarda, arastirmacilar su sebeplere ulagmislardir; yasadiklan savas, i¢ huzursuzluk vb.
sebepler ile geldikleri iilkede ki egitimlerini yarida birakarak gelen miilteci c¢ocuklarin
tamaminin ve tim kademeler de egitime katilimlarimi saglamak (Emin, 2016), ¢ocuklarin
egitimsiz kalmalarn durumunda uzun vadede {iilkeye yaratacagi olumsuz sosyal etkilerden
kurtulmak, c¢ocuklarin yeni yasam kosullarina uyumlarini ve entegrasyonlarini saglamak
(Erdem, 2017; Gencer, 2017), ¢ocuklarin toplumsal giiveni sarsan suglara karigmalarini
engellemek (Emin, 2016; Seydi, 2014), cocuk isciligi ve c¢ocuk yasta evlilikleri 6nlemek,
psikolojik durumlarimin diizelmesini saglamak (Ferris ve Winthrop, 2010; Karaboga Balci, 2014;
Tanrikulu, 2017).

Egitimsiz kalmalar1 durumunda pek ¢ok risk ile karsi karsiya kalacak olan miilteci
cocuklar konusunda Tiirk halkinin da kaygili oldugu, yapilan kamuoyu arastirmalarda ortaya
cikmaktadir (Demir, 2015). Miilteci ¢ocuklar i¢in egitime katilim konusu oldukca 6nemlidir.
Ornegin 6-11 yas aras1 Suriyeli siginmaci gocuklardan kamp icinde yasayanlar gegici egitim
merkezleri sayesinde egitime katildiklarn i¢in okullagma orani daha yiiksekken, kamp disinda
yasayanlarinin okullagma orani daha diisiiktiir (Akpinar, 2017). Okullagsamayan bu ¢ocuklarin
ne yapacagl, ne olacagl ise bir muammadir. Miiltecilerin egitime erisimine iligkin Milli Egitim
Bakanligr 2014/21 Sayili genelgesi uyarinca, gecici koruma altindaki Suriye vatandaglari, her
ildeki 11 Milli Egitim Miidiirliigiine bagh okullardan ve gecici egitim merkezleri tarafindan
verilen egitimi hizmetlerinden faydalanma haklarina sahiptirler (MEB, 2014). Ayrica genelgeye
gore, devlet okullarina kayit yaptirabilmek i¢in, ikamet izni degil miilteci tanitma belgesi'nin
alinmas yeterlidir. Kayzt ile ilgili detaylar ise i1 Egitim Komisyonu tarafindan belirlenmektedir.
Il Egitim Komisyonu, ¢ocuklar1 okula yerlestirmekten, kabul edilecekleri sinifi belirlemeye
kadar pek ¢ok konuda miilteci ailelere yardimci olmaktadir. Sinif belirlenmesinde ise Suriye’de
ulasilan egitim seviyesine gosteren belgelere bakilmakta, belgelendirilmenin yapilamadig:
durumlarda ise 6grencilerin siniflarinin belirlenmesi miilakat ya da yazili bir degerlendirme ile
yapilmaktadir. Egitim konusunda daha sonra yasanan hukuki gelismeler de bu genelge ile ayn1
yondedir (Emin, 2016; Kardes ve Akman, 2018; HRW, 2015-UNHCR, 20185-

Alanyazinda miilteci (yabanci/siginmaci) 6grencilerin sorunlarimi inceleyen pek ¢ok
calisma bulunmaktadir (Balkar ve digerleri, 2016; Basar, Akan ve Cift¢i, 2018; Borii ve Boyac,
2016; Er ve Bayindir, 2015; Erdem, 2017; Ozer, Komsuoglu ve Atesok, 2016; Gencer, 2017;
Gumiigten, 2017; Sakiz, 2016; Seker ve Aslan, 2015; Uzun ve Biitiin, 2016; Yavuz ve Mizrak,
2016). Alanyazindaki c¢aligmalar milliyet baglaminda degerlendirildiginde, 6zellikle Suriyeli
cocuklarin sorunlarimi konu alan ¢aligmalara daha yogun bir sekilde karsilagilmaktadir. Yapilan
bu ¢aligmalarin, genelde il 6rnekleminde yasanan bazi sorunlara yonelik oldugu goriilmektedir.
Miilteci 6grencilerin, 6grenme Ogretme siirecinde yasadig1 sorunlarin 6gretmen goriislerine
gore incelendigi caligmalar bulunmaktadir, ancak okul Oncesi egitim kademesinde yasanan
sorunlara deginen caligmalar ise oldukca az sayidadir. Bu nedenle arastirmanin alan yazinda
boyle bir boslugu giderecegi diisiiniilmektedir. Arastirma bu agidan da 6nemli goriilmektedir.
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Okul oncesi egitim kurumunda egitimlerini siirdiiren miilteci o6grencilerin sinif
icerisinde yasamis olduklar1 sorunlarin ortaya c¢ikarilmasinin amaclandigi bu arastirmada,
asagidaki sorulara cevap bulunmaya ¢alisilmigtir:

1. Okul 6ncesi egitimlerine devam eden miilteci 6grenciler, simiflarda ne tiir sorunlar
yasamaktadir?

2. Okul oncesi egitimi 6gretmenleri, miilteci 6grencilerin yasadiklar1 sorunlari ¢6zmek
icin ne gibi uygulamalara bagvurmaktadirlar?

3. Okul 6ncesi egitimi 6gretmenleri, miilteci 6grencilerin yasadiklar1 sorunlar kargisinda
ne gibi ¢oziimler 6nermektedirler?

Yoéntem
Arastirmanin bu bolimiinde arastirma modeli, ¢alisgma grubu, veri toplama araci,
verilerin toplanmas: ve verilerin analizi hakkinda bilgiler yer almaktadir.

Aragtirma modeli

Bu arastirma nitel arastirma yontemlerinden durum caligmas: olarak desenlenmistir.
Durum c¢aligmasi, bir ya da daha fazla olayin, ortamin, programin, sosyal grubun ya da diger
birbirine baglh durumlarin detayh bir sekilde incelendigi ve bu durumlara bagh temalarin
ortaya koyulmaya calisildigi nitel bir arastirma yaklasimidir (Creswell ve digerleri, 2007;
McMillan, 2000). Durum c¢aligmasi; arastirmalarda bir olayr meydana getiren ayrintilar
tamimlamak ve gormek, bir olaya iligkin olas1 aciklamalari gelistirmek ve bir olay1
degerlendirmek i¢in kullanilir (Gall, Borg ve Gall, 1996). Bu arastirmada ise durum ¢aligmasi
deseninin tercih edilmesinin sebebi, Ogretmenlerin miilteci ¢ocuklarin simif ortaminda
kargilastiklar sorunlari, egitimden uzaklasma durumlarim ve 6gretmenlerin ¢6ziim Onerilerini
elde edilen veriler 15131nda derinlemesine incelemektir.

Katilimcilar

Arasgtirmada 6rneklem se¢iminde amagli 6rnekleme yontemlerinden oOlgiit 6rnekleme
ve kolay ulagilabilir 6rnekleme yontemi secilmistir. Nitel arastirmalarda amagl 6rnekleme
yonteminin kullanilmasinin mantigl ve giicii, arastirmalara derinlik katmasi {izerine yaptig1
vurgudan gelmektedir (Patton, 2002). Arastirmada kolay ulagilabilir 6rnekleme yo6ntemi,
aragtirmaya hiz ve pratiklik katmasi amaciyla kullanilmistir. Olgiit érnekleme yéntemindeki
temel anlayis ise, 6nceden belirlenmis bazi 6l¢iitii ya da dlgiitleri karsilayan durumlarin ortaya
konulmasidir. Bahsedilen odl¢iit veya Olgiitler arastirmaci tarafindan olusturulabilir (Yildirim ve
Simsek, 2012). Arastirmadaki 6rneklem seciminde dikkat edilen Ol¢iit ise 6gretmenin, en az bir
donem miilteci 6grenci ile ¢aligmis olmasidir. Arastirmanin ¢aligma grubunu, Eskisehir ilinde, il
merkezinde Milli Egitim Bakanligi’na bagh kamu okullarinda goérev yapmakta olan 8 kadin
okul 6ncesi egitimi dgretmeni olusturmaktadir. Caligma grubunda yer alan 6gretmenlerden 3
tanesi daha 6nce de bir yil siire ile miilteci 6grenciler ile ¢calismiglardir. Geri kalan 5 6gretmen
ise daha 6nceki yillarda miilteci 6grenciler ile calismamistir. Arastirmada ¢aligma grubundaki 8
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ogretmenin siniflarinda birer tane miilteci 6grencileri bulunmaktadir. Bu 6grencilerin 2’si
[ranh, 3’ii Irakl ve 3’ii de Suriyelidir.

Tablo 1. Goriisiilen 6gretmenlere iligkin demografik bilgiler

Degiskenler Demografik Ozellikler Frekans (f)
Cinsivet Kadin 8
mstye Erkek -
0-5Yil -
. 6-10 Yil 2
Mesleki kidem 11-15Y1l 4
16-20 Y1l -
20 ve iizeri 2
Lisans 6

M iyet d
ezuniyet durumu Yiiksek Lisans 2

Veri toplama araglar

Aragtirmanin veri toplama asamasinda, Oncelikle alanyazin taramasi yapilmistir.
Miilteci 6grencilerin, 6grenme Ogretme siirecinde yasadig1 sorunlarin 6gretmen goriislerine
gore incelendigi caligmalar incelenmistir, ancak okul oncesi egitim kademesinde yasanan
sorunlara deginen c¢alismalarin ise oldukca az sayida oldugu goriilmiistiir. Yapilan incelemeler
sonucunda da aragtirmanin kuramsal temeli ve goriisme sorulari olusturulmustur. Ayrica
Icigleri Bakanlhig Goc Idaresi Genel Miidiirliigii'niin resmi sitesinde yer alan go¢ raporlar1 da
incelenmistir. Incelenen go¢ raporlan ile yillara goére goriilen artmalar-azalmalar, hangi
iilkelerden go¢ alindigr ve goc ile gelen miiltecilerin demografik bilgilerine ulasilmigtir.
Aragtirmanin verileri goriisme teknigi ile toplanmistir. Nitel arastirma tekniklerinden goriisme,
insanlarin bakis agilarini, deneyimlerini, duygularimi ve algilarim ortaya koymada kullanilan,
oldukca giiclii bir yontemdir (Bogdan ve Biklen, 1997). Arastirmada veri toplama asamasinda
goriisme tekniginin kullanilmasi ile, 6gretmenlerin duygu, diisiince ve fikirlerini derinlemesine
ortaya c¢ikarilmasi amaclanmistir. Arastirmada Ogretmenler ile yapilan goriismelerde ise,
“ogretmen kisisel bilgi formu”, ve “6gretmen yari-yapilandirilmig goriisme formu”
uygulanmigtir.

Ogretmen kisisel bilgi formu: Arastirmaya katilan 6gretmenlere iligkin bilgi edinmek
amaciyla aragtirmaci tarafindan gelistirilmis ve kullanilmistir. Formun igerigini 6gretmenin
adi-soyadi, cinsiyeti, yas1, mezuniyet durumu, hizmet yil1 gibi bilgileri almaya yonelik sorular
olusturmaktadir.

Ogretmen yari-yapilandirnilmis gériisme formu: Arastirmada katilimci 6gretmenlerden,
miilteci o6grencilerinin simnif ortaminda egitim siirecinde yasadiklar1 sorunlar1 ve ¢6ziim
onerilerine iliskin goriislerini belirlemek amaciyla hazirlanmigtir. Literatlir taramasinin
ardindan olusturulan gériisme sorulari, uzman goriisiine sunulmus, konu ile uyumsuz oldugu
diisiiniilen bir soru ¢ikarilmis, 6gretmen yari-yapilandirilmis goriisme formu son haliyle 7
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sorudan olusmustur. Goriisme formunda yer alan sorularin yani sira, gerekli durumlar da daha
derinlemesine bilgi alabilmek amaciyla katihmcilara sonda sorular da yoneltilmistir.
Gorlismelere baslanmadan 6nce yar: yapilandirilmig goriisme formunda yer alan sorular uzman
degerlendirmesine sunulmus, arastirmanin amacina hizmet edip etmedigi konusu teyit
edilmistir.

Verilerin toplama siireci ve verilerin analizi

Arastirma verileri, 2018-2019 egitim 6gretim yilinin Ocak-Subat 2019 tarih araliginda
toplanmistir. Goriisme Oncesinde ise, tim katilimcilara aragtirmanin amaclari, gonillilik
esaslar1 ve katilimc1 haklar1 hakkinda detayh bilgiler verilmis ve kendilerinden yazili onam da
alinmigtir. Arastirmada katilimc: 6gretmenlerin kimliklerini ortaya koyar sekilde bilgilere yer
verilmeyecegini, Ogretmen gorislerinin yansitiirken isimleri yerine kisa kodlamalar
kullanilacagr konusunda bilgi verilmis ve goriisme yapilacak yer, zaman belirlenmistir.
Goriismeler katihmci  ogretmenler ile arastirmaci tarafindan, yiiz yiize yapilmis ve
katihmcilarin bilgisi kapsaminda goriismeler ses kayit cihaziyla da kaydedilmistir. Goriisme
sirecinde ses kaydina ilave olarak arastirmacilar tarafindan alan notlar1 tutulmustur.
Goriismeler yaklasik 30 dakika siirmiigtiir.

Aragtirmada toplanan veriler icerik analiz yaklagimi kullanilarak ¢6ziimlenmistir.
Arastirma da goriismelerden elde edilen ses kayitlar ile aragtirmac: tarafindan goriismelerde
tutulan alan notlar1 detayl olarak analiz edilmis, temalastirma ve kodlama yoluyla sistematize
edilmis ve ardindan yorumlanmis, degerlendirilmistir (Creswell, 2013; Yildinm ve $imgsek,
2012). i1k agamada, okul éncesi dgretmenleri ile yapilan gériismelerde arastirmaci tarafindan
tutulan yazili kayitlarin ve ses kayitlarinin ¢éziimlenmesi islemi gerceklestirilmistir. Ardindan,
analiz edilen veriler anlaml béliimler halinde kodlanmigtir ve bu siirecin tamamlanmasinin
ardindan, kodlar belirli kategorilerde toplanarak temalara ulagilmistir.

Gegerlik ve giivenirlik ¢aligmalan

Aragtirmanin i¢ gecerliligini ve dis gecerliligini saglamak amacgh gériisme sorularinin
olusturulmasinda uzman goriislerine bagvurulmustur. Uzman tavsiyesi {izerine aragtirmanin
amaclarina hizmet etmeyen bir soru goriisme sorular1 arasindan ¢ikarilmistir, ardindan tekrar
uzman goriisiine bagvurulmus ve teyidi saglanmistir. Pilot bir goriisme gerceklestirildikten
sonra goriismelere bagvurulmustur. Goriisme siireci, 6gretmenlerin miisaitlik durumuna bagh
olarak, dért hafta siirmiistiir. Ogretmenlerin sectikleri tarihlerde, ders saatleri diginda
goriismeler gerceklestirilmistir. Ayrica giivenilirlik i¢in de o6gretmen goriisleri arasindaki
tutarlibk géz ontinde bulundurulmus ve elde edilen verilerin sonuclar1 ve yapilan dogrudan
alintilar goriisme yapilan katilimcilarla paylasilmistir (Creswell, 2013).

Bulgular
Aragtirmanin bu boliimiinde arastirma sorularina iligkin bulgulara yer verilmistir.
Bulgularda yapilan o6gretmen goriismelerinin analizinin sonucunda 5 temel tema ortaya
¢ikarilmigtir. Bu temalar alt baghiklarda sunulmus, dogrudan alintilara yer verilmistir.
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Sorun alanlan

Okul oncesi egitim kurumlarina devam eden miilteci 6grencilerin sinif igerisinde
yasamis olduklari sorunlarin ortaya c¢ikarilmasinin amaglandigi bu arastirmada, sorun
alanlarinda yogun olarak dil sorunu (F7) ve etkinliklere katihm sorunu (F7), ardindan aile ile
ilgili sorunlar (F5), devam sorunu (F4) ve diger sorunlar (F2) goriisme verileri ¢ercevesinde
ortaya ¢ikarilmigtir.

Tablo 2. Sorun alanlar:

Okul oOncesi egitime devam eden miilteci

6grenciler, devam etmekte oldugu siniflarda ne Frekans (f)
tiir sorunlar yagamaktadir?
Dil sorunu 7
Etkinliklere katilim sorunu 7

c e 5
Aile ile ilgili sorunlar
Devam sorunu 4
Diger 2

Dil sorunu

Yapilan analizler cercevesinde en sik ifade edilen sorun alanlarindan birisinin dil
sorunu oldugu goriilmiistiir. Ogrencilerin yasadiklari dil sorununun iletigim, uyum ve
akademik sorunlara da yol actifi Ogretmenler tarafindan ifade edilmistir. Ogretmenlerin
goriislerinin bir kismi agagida aktarilmigtir.

Yasanan dil sorunu konusunda O4 soyle sdylemektedir; “Ogrencim arkadas canlisi
sicakkanli bir ¢ocuk, dénem basinda dil sorunu oldugu igcin uyum saglamakta zorland,
Arkadaslariyla iletisim kuramadigi i¢cin okula gelmek istemedi. Sorunlar yasadi ve siirekli
agladi.” 02 ise bu durumu sdyle ifade etmistir:

“Temel sikint1 dil bilmemesiydi. Zamanla bazi kelimeleri 6grense bile sohbet

edemiyorduk, sohbetlere katilamiyordu. Sorun ¢ikarmadan oturuyordu’. O5 de
yine Ogrencisinin Tiirkce bilmemesine deginmis, durumu soyle anlatmistir:
“Ogrencimin temel problemi dildir. Ogrencimin ailesi Tiirkce bilmiyor,
ogrencim bazi kelimeleri anliyor ama konusamiyor. Sinifia arkadaslarini
anlamadigi i¢in arkadaslari da onu anlamadigi icin oyun kuramiyorlar.
Ogrencim oyunlara katilmiyor.”

06 da simifta miilteci 6grencisi ile yasadigi temel sorunun dil sorunu oldugunu tespit
etmis ve goyle aktarmistir:
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“Genel olarak sinifta dil problemi yasiyor. Arkadaslariyla ve benimle bu konuda
stkint1 yasiyor. Mesela bir etkinlikte yapacagi seyi anlatirken mutlaka yapacagi
seyleri hareketlerle tarif etmem gerekiyor. Kesme- yapistirma gibi el becerisi
gerektiren etkinliklerde bu yéntem ise yariyor. Bedensel aktiviteler ve
oyunlarda da bu sekilde sorunu ¢oziiyor fakat anlama dinleme, bilissel etkinlik
calismalarinda bu ise yaramiyor. Anlatilan etkinlikleri anlayamadigi icin cabuk
stkiliyor ve dikkati dagiliyor.”

Miilteci 6grencilerin Tiirkce bilmemeleri ve bu nedenle egitim Ogretim ortaminda
katilimlarimin kisith olmasi akademik basarilarimi olumsuz yonde etkilemektedir. Tiirkmen
kokenli miilteci 6grencilerin Tiirkce biliyor olmasi, sinif ortaminda yasadiklar1 sikintilari
dogrudan hafifletmektedir. Caligma grubundaki o6gretmenlerden O7 bu konuda sdyle
sdylemektedir: “Ogrencim Irak’tan gelmis, Tiirkmen ve derdini anlatabilecek kadar Tiirkce
bilmektedir. Verilen yonergeleri dogru sekilde anlayip, uygulamaktadir. Etkinliklerde
uyumludur.”

Etkinliklere katilhhm sorunu

Miilteci ¢ocuklarin simiflarda yapilan etkinliklere de katiliminin diisitk oldugu ve bazi
etkinliklere katilip bazilarina ise katilmadiklar1 goriismeler sonucunda ortaya cikmistir.
Calisma grubundaki 7 6gretmen miilteci ¢ocuklarin etkinliklere katihm konusunda sorun
yasadiklarini dile getirmiglerdir. Bu konuda O1 sdyle séylemektedir;

“Cok 1ilgisini ¢ekmiyor. Aslinda sinifta yaptigimiz etkinlikler arasinda, tek
ilgisini ¢ekenler oyun etkinlikleri. Hani boyle hareketli oyunlar oynayalim,
yarismali oyunlar oynayalim, arkadaslarimizla oynayalim onlar ¢ok fazla ilgisini
cekiyor her ¢ocuk gibi. Ama bu 6grencimde bu durum biraz daha fazla. Hadi
ders yapalim hig istekli degil.”

Ol’in goériismede bahsettigi sorunun benzerini yasadigim sdyleyen bir diger dgretmen
ayni zamanda bu soruna bir agiklama da getirmistir. O6’ya gore;

“Mesela bir etkinlikte yapacagi bir sey anlatirken mutlaka yapacagi seyleri
hareketlerle gostermen gerekiyor. Kesme yapistirma el becerisi gerektiren
calismalarda bu hareketler ise yariyor. Bedensel aktiviteler ve oyunlarda bu
sekilde sorun ¢oziiliiyor, fakat anlatma, dinleme, bilissel etkinlik ¢calismalarinda
bu ise yaramiyor. Anlatilan seyleri anlamadigi icin ¢cabuk sikiliyor ve dikkati
dagiliyor.”

O3 de O6’y1 destekler bicimde, simifta gozlemledigi durumu sdyle ifade etmistir: “Cok

sevimli bir cocuk ama Tiirkce bilmemesi, bazi etkinlikleri hi¢ anlamamasina ve yanlis yapip
iiziilmesine neden oluyor. Uziildiigiinii anliyorum ben de iiziiliiyorum ama bir sey
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yapamiyorum”. Bu durum ayni zamanda dil sorunun miilteci Ogrencilerin etkinliklere
katilmasinda 6nemli bir engel oldugunun ortaya ¢ikarmaktadir.

Aile ile ilgili sorunlar

Arastirmada katihmci 6gretmenlerin {izerinde durdugu bir diger sorun ise, miilteci
cocuklarin aileleriyle iletisim kuramamalarindan dolayi, ¢ocugun sinif igerisinde yasadig:
olumlu ya da olumsuz durumlar hakkinda paylagim yapamamalari, bilgi akisinda kopukluk
olmasi ve ¢ocugun genel okul durumu ile ilgili bilgilerin ailelere ulastiramamalaridir. Tiim
bunlardan hareketle 6gretmenin dil ve kiltiir farkliliklar: sebebiyle aile ile yeterli iletigsimi
kuramiyor olmasi, ¢ocugun egitim 6gretim siirecinde yasadig1 sorunlar1 ¢6ziimsiiz kilmaktadir.
Katilimc1 Ogretmenlerden O1 ise égrencisinin annesi ile yasadigi iletisimi s6yle anlatmaktadir:

‘Su anda dille ilgili bir problemimiz yok, ¢iinkii 6grencim Tiirkiye'de dogmus.
Yani annesinden babasindan daha iyi Tiirkce konusuyor ¢ocuk. Daha iyi
algiliyor. Anne ve babasiyla konusurken tane tane konusmam gerekiyor,
zorlaniyorum ‘anladiniz mi1” diye sormam gerekiyor. Mesela annesi aradaki
mesafeyl anlamiyor benim arkadasiymisim gibi konusuyor askim hayatim
canim diyor bana, annesiyle ciddiyet yok aramizda gibi. Bir resmiyet yok
arkadasi gibi goriiyor galiba beni.”

Miilteci anne ve babalarin Tiirk¢e bilmemelerinden dolay1r &gretmen ile yeterince
iletisim kuramamas: etkinlikler icin gerekli malzemelerin zamaninda ve yeterli bir sekilde
temin etmedikleri katihmci 6gretmenler tarafindan belirtilmektedir.

O3: “Giinliik akisa gore sinifta yapacagimiz etkinliklerden bir giin énce gerekli
malzemelerin okula génderilmesi i¢in velilere duyuru yapiyorum. Fakat yabanci
dgrencimin annesi ile ancak Ingilizce olarak iletisim kurabiliyorum. Bu durum
bazi aksakliklara ve yanlis anlasilmalara sebep oluyor. Ogrencim yanlis veya
eksik malzemeler ile okula geliyor. Bu durum zaman zaman onu lziyor.
Anlayabiliyorum.”

O2: “Dil disinda beslenme ile ilgili de sorun yasadik. Verdigim liste ona uymadi
ve uygulamad1.”

Aile ile dil problemi yasanmamasi, ailenin az-cok Tiirkge biliyor olmasi, okuldaki
isleyise ve egitim siirecine dogrudan olumlu bir sekilde yansimaktadir. Bu konuda O8 soyle
soylemektedir:

“Ogrencimin annesinin biraz da olsa Tiirk¢e biliyor olmas: beni her anlamda
¢cok rahatlatti, ¢ilinkii sinifimda planlarimlia ilgili olarak ¢ok cesitli etkinlikler
yapiyorum. Bu dogrultuda zaman zaman bazi malzemeler istemem gerekiyor.
Okul basinda yabanci Ogrencim olacagini Ogrendigimde annesine nasil

»

anlatacagimi diisiinmek bende stres yaratmisti, kaygilanmistim.
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Devam sorunu

Arastirmaya katilan Ogretmenlerin yarisinin goriismelerde sorun olarak vurguladig
diger konu ise 6grencilerin okul éncesi egitim kurumlarina devam durumlar ile ilgilidir. O8
ogrencisinde yasadigi devam sorununu soyle anlatmistir:

“Ogrencim diizenli bir sekilde okula gelip giderken birdenbire gelmemeye
basladi. Dil sorunu yasadigim icin aileye ne derdimi anlatabildim ne de
séylediklerini anlayabildim. Ogrencimin bu durumu beni ¢ok tizmesine ragmen
¢oziim bulamadim. Ancak okul yénetimine biraktiklari bir haber ile okula
devam etmekten vazgectiklerini uzun zaman sonra ogrenebildim.”

Benzer sekilde O2 de devam sorunu yasamis, bu konuda yasadiklarini sdyle ifade
etmistir:

“Ogrencim hakkinda yeterli bilgiye sahip olamadim. Génderdigim belgeleri
doldurup getirmediler, veli goriismesine ¢agirdigim halde gelmediler ve
ogrencimin sonraki dénem okula devam etmedi, Neden devam etmedigi
hakkinda herhangi bir bilgim yok. Beni bilgilendirmedikleri i¢in ulasabilecegim

bir adres yada numara da yok.”

Diger sorunlar

Ogretmenlerin 6zellikle vurguladiklari temel sorunlarin haricinde egitim 6gretim
siirecinde Ogrenciyi zor durumda birakarak, siireci sekteye ugratan bazi sorunlardan da
bahsetmislerdir. Bunlardan biri miilteci 6grencilerin ailelerinin yasadigi sosyo ekonomik
yetersizliklerden dolay: egitim siirecinde gereken egitsel ara¢ gerecin ¢ocuga alinamamasidir.
O7, miilteci dgrencisinin durumunu séyle ifade etmektedir: “Ogrencim Irak’tan ailesi ile
birlikte go¢ etmis, Ancak maddi durumlar ¢ok kotiidiir. Kimi etkinliklere malzeme temininde
stkint1 oluyor.”

Bir diger sorun ise miilteci ailelerin go¢ ve savas sirasinda ailelerinde yasadiklar
kayiplarin ¢ocuklara olumsuz yansimasidir. Savasin yarattigi acilarin, kayiplarin ¢ocuklarda

sebep oldugu travmalar ¢ok agirdir. O8 bu durumu séyle ifade etmektedir:

“Ogrencim ¢ekingen, etkinliklere katim gdstermeyen bir ¢ocuktu. Sorunlari
oldugunu diisiiniiyordum. Bir ka¢ kelimeyle abisinden bahsettigine sahit oldum.
Merak ettim. Annenin ¢ok ¢ok az da olsa Tiirkce biliyor olmasinda dolay:
anlasabilecegimizi diisiindiim ve sormaya ¢alistim. Ogrencimin annesinin
hareket ve ifadelerinden abisini kaybettiklerini ogrendim. Detaylarini ise hig¢
Ogrenemedim. Zaten ogrencim daha sonra da aniden okulu birakt1.”

Ogretmenlerin ¢6ziim 6nerileri

Aragtirma kapsaminda gercgeklestirilen yar1 yapilandirilmis goriismelerde sinifinda
kayith miilteci 6grencileri olan 6gretmenlere bu sorunlarin ¢éziimiine yonelik kendilerinin
neler yaptiklar1 ve neler onerdikleri konusunda fikirleri de alinmistir. Aragtirmaya katilan
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ogretmenlerde konu ile ilgili bazi atiimlarda bulunmuglar, ancak vyeterli bilgi ve
yénlendirmeye ulagamamiglardir. O3 bu durumu s6yle ifade etmektedir:

“Ogrencimin Tiirkce dil egitimi alabilmesi icin idareye bagvurdum, bilgi almak
istedim ama boyle bir egitimin olmadig:1 soylendi. Israrim iizerine okulda bu
durumda ki tiim 6grencilerin isimlerinin alindig: dgrencimin ismini verirsem
bir iist makama iletebileceklerini séylediler, ancak bu tiim bunlardan da bir
sonug alamadik.”

O4 bu baglamda su ifadelerde bulunmustur:

“Oncelikle cocuklara yeni gelen arkadaslarinin Iran'dan geldigini ve Tiirkce
bilmedigini séyledim ve birbirlerine isinmalarini saglamak icin onu diger
arkadaglariyla tamistirdim.  Ogrencilerimden yabanci dgrencime  yardimci
olmalarini, onu oyunlarina almalarini soyledim.”

Ik akla gelen o6nerilerden biri olan Tiirkge dil kurslarini ise miilteci ¢ocuklarin
ebeveynlerine tavsiye eden O4 kodlu 6gretmen sdyle sdylemektedir: “Tiirkce dgrenmelerini
desteklemek amaciyla kurslara katilmalarini ve 6grencimin ailesine de anlatabildigim kadariyla
daha ¢ok Tiirkge ¢izgi filmler izlemelerini tavsiye ettim.”

O7: “Tiirkce egitimi ile 1ilgili yasanan sorunlarin ¢6ziimii igin, uyum
programlarinin ve uyum programlar1 i¢ine eklenmis dil egitiminin etkiliginin
altin1 ¢izmis ve fikrini soyle ifade etmistir: “Bu durumda ki ogrenciler i¢in 6zel
sinif agilabilir. Ya da yaz déneminde okulla tanmistirilip Eylil'e kadar
oryantasyon egitimi ile birlikte dil egitimi saglanabilir.”

Ayrica sorunun ¢oziimii i¢in farkli yontemler de benimsenebilir. Katilimc:
ogretmenlerden O6’ya gore: “Kesin ¢oziim okula baslamadan bu cocuklarin dil egitimi almalar
veya kendi dillerinden bir 6gretmen ile egitim almalaridir.”

Ogretmenlerin miilteci &grencileriyle yasadiklar1 sorunlara iirettikleri coziimler ve
degerlendirmeleri sdyledir; O3: “Bu sorunun ¢éziimii daha iist diizeyde yetkililer tarafindan
yapilacak ¢alismalarla bulunabilir. Siniflar kalabalik, bu 6grencilerimize yeterince ilgi ve alaka
gosteremiyoruz”. O4: “Bu sorunun kesin ¢6ziimii egitimdir. Hem aileyi hem de ¢ocugu egitmek
gerekmektedir”. O8: “Gercekg¢i politikalara ihtiyacimiz vardir. Artik kabullenmeliyiz ki onlar
vatanlarina geri donmeyecekler, bir an once onlar1 da kazanmaya ihtiyacimiz var. Bunun yolu
da bu ¢cocuklari egitmektir.”

O3 bu durum hakkinda gériislerini soyle ifade etmistir:

“Hem d&grencim hem de ailesi hi¢ Tiirkce bilmiyor Ingilizce olarak
anlasabiliyoruz. Dil sorunu aramizda biiyiik engel, bu engel ise ancak egitimle
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¢oziilebilir. Bu sebeple aile de cocukta Tiirkce kursuna alinmalidir. Hatta kiiltiir
farkliliklarindan dolay:r ve Tiirk toplum yapisi ile bazi farkliliklardan dolay:
bence oryantasyon egitimleri olusturulmali ve zorunlu olarak katilimlar
saglanmalidir. Anne ve babanin gozlemledigim kadariyla hal ve hareketlerinden
cok ilgili olduklari belli oluyor, ancak ne onlar bana ne de ben onlara
ulasamiyorum.”

06 bu konuda sdyle demektedir:

“Ogrencimle ¢ok sorun yasamadim. Bu konuda idareden ve ya dgretmen
arkadaglarimdan yardim ya da konu ile ilgili bir egitim de almadim. Bence
bunun sebebi de okul oncesi egitim kademesi olmas: anlatmak istedigin veya
ogretmek istedigin seyi bircok sekilde anlatabiliyorsun (parmak oyunu, oyun
sarki hareketler ve mimikler) bu da ¢ocuklarin ilgisini ¢ekiyor ve daha rahat
ogrenebiliyorlar. Ama iist kademeler de sorunun daha da biiyiik olduguna
Inaniyorum.”

Sonug, Tartigma ve Oneriler

Tiirkiye yasadig: biiyiik, kitlesel go¢ dalgasiyla birlikte, gecici koruma hakki verdigi
miilteci ¢ocuklarin egitimini de dstlenmistir. Miilteci ¢ocuklarin egitimi konusu ise oldukca
onemli, tez elden ¢oziilmesi gereken bir konudur ve ¢6ziim noktasinda ciddi adimlar atilmasi
gerekmektedir, aksi takdirde arastirmalar bize egitime dahil edilemeyen miilteci ¢ocuklarin
ilerleyen siirecte toplumsal bazi sorunlara sebep olacagini gostermektedir (Seydi, 2014; Avc,
2016). Okullar miilteci ¢ocuklarin go¢ ile geldikleri topluma uyumlarinin en iyi sekilde
saglanabildigi, akran 6grenmelerinin etkin oldugu ve aidiyet hislerinin olusmasina iist diizeyde
yardimci olabilecek ortamlardir (Glimiisten, 2017). Ancak Milli Egitim Bakanlig: ile UNICEF
in (2013), birlikte gerceklestirdikleri arastirma projesine gore, miilteci 6grencilerin yasadig:
kamplarda okul 6ncesi egitim siniflarina devam ettikleri fakat kamp disindaki ¢ocuklarin okul
oncesi egitimden yeterince yararlanamadiklar tespit edilmistir. Okul 6ncesi egitime devam
ediyor olmasi miilteci 6grenciler i¢in ¢ok onemlidir, ¢linkii okul Oncesi siniflarda her giin
cesitli sarkilar, parmak oyunlar1 6grenilmekte vs. cesitli Tiirkce dil etkinliklerine giinliik egitim
akisinda yer verilmektedir, biitiin bunlar miilteci ¢ocuklarin Tiirkce O6grenmesine Snemli
derecede katki saglayabilir.

Arastirmada sekiz okul Oncesi egitimi Ogretmeni ile yapilan yari1 yapilandirilmis
goriismeler sonucunda, miilteci 6grencilerin okulda yasadiklar temel sorunun dil sorunu ve
kiiltiir farkliligindan dolay1 olusan uyum sorunu oldugu ortaya ¢ikmigtir. Ogrencinin yasadig
dil sorunu ve beraberinde akranlariyla iletisim kuramiyor olmas1 zamanla davranis sorunlarina
da yol agmaktadir. Miilteci ¢ocuklar sinifta etkinliklere katilmadan bir kdsede sessizce izlemeyi,
etkinlikler ne kadar eglenceli olsa da uzak kalmay: tercih etmektedirler. Ge¢miste yasadig:
olumsuz olaylardan dolay1 cevresindeki yetiskinlere, topluma ve kurumlara karsi giivenini
yitiren ¢ocuk, yasadigi korku, kusku ve yabancilasma nedeniyle, hi¢ kimsenin kendisini
anlayamayacagim1  diisiintip, arkadasglarindan  uzaklasabilmekte, ortamdan kendini
soyutlayabilmektedir (Erden ve Gokge, 2009). Benzer davranisi miilteci ¢cocuklarin aileleri de
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sergilemektedir. Goriismelerde ogretmenlerin ifadelerinden hareketle, miilteci ¢ocuklarin
ebeveynlerinin okulda yapilan ve katilimlarini gerektiren etkinliklere katilmadiklari, Tiirkce
bilmemelerinden dolay: diger veliler ile igbirligi yapamadiklari, 6grencinin ihtiya¢ duydugu
malzemeleri getirmedikleri veya maddi yetersikler sebebiyle getiremedikleri ortaya ¢ikmistir.
Bu durumda miilteci ailelerin de yardima ihtiyaci vardir, ailelerin okula yaklagsmaya, okullarin
isleyisi hakkinda bilgi sahibi olmaya ihtiyac¢lar1 vardir. Ailelerin de okula hazirlanmasi
gerekmektedir. Miilteci ailelere anlayabilecekleri sekilde, okulun ilk haftalarinda bir uyum
programi uygulanabilir. Ancak boylelikle Ogrenme-6gretme siirecinde veli desteginin
saglanmas1 miimkiin olacaktir.

Benzer konuya sahip bazi arastirmalar da miilteci 6grencilerin devam ettikleri egitim
kademesinden dolay:1 temel sorunun geldikleri iilkedeki egitim programlarn ile iilkemizde ki
egitim programlar1 arasinda ki tutarsizhiklar ortaya konulurken, arastirmada, bulgularda
miilteci 6grencilerin egitim Ogretim siirecinde yasadiklar1 temel sorunun dil sorunu oldugu
ortaya ¢ikmistir (Basar, Akan ve Ciftci, 2018; Erdem, 2017; Ozer ve digerleri, 2016; Polat, 2012;
Saritas, Sahin ve Catalbag, 2016; Uzun ve Biitiin, 2016). Miilteci 6grencilerin temel sorunu olan
dil sorununun ¢6ziimiine yonelik olarak, dncelikle okullarda olmak iizere, bir yandan Tiirkce
dil 6grenimini destekleyen dil kurslar:1 agilmas1 6gretmenler tarafindan 6nerilmektedir.

Yine dil sorunu konusunda bazi STK’lar durumu c¢ézmek adina, Tiirkce kurslan
agmakta, AFAD gibi kuruluslarin da destegini almaktadirlar. Dil konusunda TOMER’in
calismalar1 da 6nemli bir yer tutmaktadir (Koyuncu, 2014). Ancak bu biiyitkk go¢ hareketi
karsisinda bu hizmetler yetersiz kalmistir (Akkoyunlu Ertan ve Ertan, 2017, Seydi, 2014;
Gencer, 2017; Tanrikulu, 2017). Suriyeli siginmacilarin entegrasyonunun saglanmasi i¢in daha
fazla Tiirkce 6grenme kursunun agilmasi, Ozellikle egitim cagindaki ¢ocuklarin egitimden
kopmamasi i¢in gereklidir (Carmikh ve digerleri, 2013).

Aragtirmada caligma grubunda ki bir &gretmenin (O7) de ifade ettigi gibi bazi
ogrenciler, Tiirkiye'de dogdugu i¢in Tiirkce bilmekte ancak yine de ailenin etkisi ile farkh
yonde uyum problemleri yagamaktadir. Bu konuda Wagner (2013), yapmis oldugu arastirmada,
hem ailelere hem de ¢ocuklara dil kazanimina yonelik destek verilmesinin, ayrica ailelerin
ekonomik olarak desteklenmesinin ve kiiltiirel temelli bir egitim verilmesinin miilteciler i¢in
olduk¢a 6nemli oldugunu vurgulamaktadir. Dil kiiltiiriin aktarilmasinda 6nemli goriilmektedir,
kiiltiir aktarimi ile de miilteci aile ve ¢ocuklarin entegrasyon siirecinde 6nemli bir agsama
kaydedilmesi miimkiin olabilecektir.

Miilteci 6grencilerin hem okula baglamasi ve hem de okula devaminin saglanmasi
oldukca 6nemlidir. Miilteci 6grencilere yonelik bir mevzuatin olmamas: bu 6grencilere karst
alinabilecek bazi tedbirleri de engellemektedir. Ogrencilerin takibi zorlagmakta ve cok
devamsizlik yapmaktadirlar. Basar ve digerleri (2018), arastirmalarinda mevzuat
yetersizliginden dolayr Ogrencinin devam takibinin yapilamamasinin, 6grenme Ogretme
sirecine ve smf yonetimini olumsuz sekilde yansidigini ortaya koymuslardir. Miilteci
cocuklarin okula gelmelerini tesvik edilmelidir. Oncelikle 6gretmen bu ¢ocuklarin da egitime
katilim hakkinin oldugunu kabul etmelidir ve simifta miimkiin oldugunca bu ¢ocuklarin lehine
hosgoriilii bir ortam olusumuna meydan vermelidir. Ogretmenlerin gésterecegi bu olumlu
tutum simiftaki diger 6grencilere de yansiyacaktir ki 6zellikle okul 6ncesi donemde ¢ocuklarin
ogretmenlerinden ¢ok etkilendigi bilinmektedir.
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Miilteci ¢ocuklar, okul ortaminda yasadiklar1 uyum sorununda yalniz degillerdir.
Benzer sorunu Ogretmenler de yasmaktadir. Bu cocuklara ulasma da sikinti yasayan
ogretmenler hem Ogrenme Ggretme siirecinde hem de aile ile igbirligi konusunda sikintilar
yasamaktadir. Ayrica arastirmada goriismelerden de anlagildig: iizere, 6gretmenlerin ¢ocuklarin
aileleri ve gecmisleri hakkinda biiyiitk oranda bilgileri yoktur. Erdem (2017), ¢alismasinda
ogretmenlerin de miilteci Ogrencilere doniik olarak mesleki egitim ihtiyac1 igerisinde
olduklarini tespit etmistir. Ogretmenler degisen bu yapiya hazirlikli olmadiklarindan dolay1
oldukca sikinti ¢cekmektedirler ve miilteci cocuklara ve ailelerine nasil davranacaklarini
bilmemektedirler, onlar1 yonlendirecek bir kilavuz ya da danigma hizmeti verecek kisiler de
bulunmamaktadir. Ogretmenlerin bu sorunu agmalari mevcut sistem de ancak hizmet ici
egitimler ile olabilir. Yapilacak hizmet ici egitimlerin ise, 6gretmenin egitim 6gretim siirecinde
yasadig1 sorunlara yonelik ve gercekten sorunun ¢oziimiine hizmet eder sekilde olmasi, bir
yandan da 6gretmenlerin bu 6grenciler konusunda pedagojik yeterliliklerinin arttirilmasini
saglayan sekilde olmasi oOnemlidir.  Egitimler kuramsal diizeyde ve yiizeysel olarak
kalmamalidir (Karaca ve Dogan, 2014).

Miilteci 6grencilerin yogun oldugu okullara danigsma niteliginde hizmetler veren,
bolgede yerlesimi yogun olan miilteci milliyetinin durumuna goére gereken dili bilen bir veya
birka¢ 6gretmenin atanmast da bu okullarda ki sorunlarla bas basa kalan mevcut 6gretmen
kadrosunu rahatlatacak bir yol olarak diisiiniilebilir. Ayrica artik Tiirkiye’nin de go¢ alan bir
ilke oldugu ve ¢ok kiiltiirlii bir yapiya dogru gecis yasandigi goéz oniinde bulundurularak
Ogretmen yetistiren lisans programlarinda da bu yonde giincellemeler yapilmasi yerinde
olabilir (Erdem, 2017).

Miiltecilik kavrami fakirlik kavramini da akla getirmektedir (Borii, Boyaci, 2016).
Bazen miilteci ailelere okul i¢in gerekli ara¢ gereg, kitap vs. cok gelmektedir. Bu ihtiyaglan
temin edememelerinden dolay1 da c¢ocuklarimi okula goéndermek istememektedirler. Bu
calismada da ailelerin bu baglamda ekonomik yetersizlikler yasadig: tespit edilmistir.

Bu calismada da belirlendigi iizere, farkl tilkelerden goc ile birlikte gelen aileler go¢
ettikleri {ilkelere uyum saglamada problemler yasamaktadir. Weinstein ve digerleri (2003)
calismasinda O6gretmenlerin 6grenme Ogretme siirecini yiiriitiirken farkli kiiltiirlerden gelen
velilerin kendi kiiltiiriinden kaynaklanan ozellikleri tasidigr i¢in bu farkliliklar1 géz oniine
alarak planlama yapmas: gerektigini belirtmislerdir. Yapilan her gayretin degerli oldugu
diistiniiliirse, egitim ortaminin en 6nemli paydaslarindan biri olan 6gretmenin bu ¢ocuklarin
durumlan konusunda anlayigh olmas: ve yardimci olmasi ¢ok 6nemlidir (Saglam ve Kanbur,
2017). Farkl iilkelerden gelen bu ¢ocuklar ve aileleri ya iilkelerindeki savastan, ya da yoksulluk
ve caresizlik gibi olumsuz kosul ve durumlardan kacarak gelmisler ve umutsuzluk
icerisindedirler. Ogretmenlerin durumun bir de bu yéniiyle degerlendirmeleri, bu ¢ocuklarin
kazaniminda 6nemli rol oynayacaktir.

Tiirkiye’ye go¢ eden miiltecilerin profillerine bakildiginda, farkh farkh dillere, kiiltiire
ve yasam tarzlarina sahip olduklarini, sosyo ekonomik diizeylerinin diisitk oldugunu, kadin ve
cocuk yogunlukta oldugu, egitim seviyesinin diisiik oldugu goriilmektedir. Tung (2015)
tarafindan, siginmacilarin 6nemli bir kisminin ¢ocuklardan olusuyor olmasinin, ortaya konan
bu olumsuz profile ragmen, genc kitlelerin degisimlere daha ¢abuk adapte olabilmelerinden
dolay1 bu c¢ocuklarin sosyal entegrasyon agisindan ailelerine nazaran sanslhi olduklan
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belirtilmektedir. Bu nokta da alacaklar egitim 6nem kazanmaktadir. Ciinkii okullar ¢cocuklarin
sosyallesme siirecinin en onemli parcasidir. Katilimci o6gretmenler, okul Oncesi egitim
kademesinde hareketli oyunlar vs. ilgi cekici etkinlikler ile bir sekilde siirece g¢ocuklar
katabilmektedir. Ogretmenler, miilteci 6grencilerini kabullenmisler ve diger &grencilerin
onlar1 yadirgayip diglamalarina engel olmaya calismislar, birlikte oynamalarina, paylagimlar
yapmalarina firsat vermigsler, desteklemiglerdir. Bu davranislar ¢cok degerlidir. Ancak bazi
aragtirmalarda dil farkliligindan dolay1 6gretmenlerin bu Ogrencileri sinifta istemedigi ve
onlarin akranlan tarafindan diglandiklar da ortaya konulmustur (Uzun ve Biitiin, 2016; Giiven
ve Isleyen, 2018). Bu calismadaki katilimc1 dgretmenlerin verdigi cevaplardan da anlagildig
iizere, aksine sahiplendikleri, 6zellikle onlar1 da simif ortaminda yapilan etkinliklere ve
uygulamalara katma gayreti igerisinde olduklar1 ortaya c¢ikmistir. Cocuklarin siirecte
dislanmamas1 onlarin entegrasyonu i¢in 6nemlidir. Bu agidan 6gretmenin bu ¢ocuklar sinif
etkinliklerine katma ve arkadaslariyla birlikteliklerini saglama cabalar1 oldukca degerlidir
ancak yeterli degildir. Seydi (2014), yaptig1 arastirmada, kamplarin disinda yasayan miiltecilere
yonelik yeterince nitelikli ve kaliteli bir egitim verilemedigini belirtmektedir.

Miilteci 6grencilerin okula uyumu, siirece katihminda 6gretmenin bakis acisi oldukca
onemlidir. Ogretmenin onu kazanmak istiyor olmasi ve araya engeller koymaksizin iletigime
acik tavirlari, sevecen durumlar1 bu ¢ocuklarin hem kendi gelecekleri hem de iilkemizin
gelecegi icin oldukca 6nemlidir (Saglam ve Kanbur, 2017). Miilteci ¢ocuklar yasadiklari, pek
¢ok aci, zorluk ile ¢ok daha fazla yipranmuislar, kiigiik yasta biiyitkk sikintilar ile bagbasa
kalmiglardir. Elbette ki dil bilmemeleri, dolayisiyla yonergeleri anlayamamalarinin derse
katilimlarimi  etkilemektedir. Ancak durumun duygusal tarafinin da distinilmesi
gerekmektedir. Cocuklarin sevgiye, ilgiye ve arkadasa ihtiyaci vardir. Cocuklar oyunlar
iizerinden arkadaghik kurmaktadirlar. Miilteci ¢ocuklar i¢in de durum aymidir. Anasiniflarinda
olabildigince oyun kurmalarina, arakadaglik gelistirmelerine imkan taninmalidir ki daha 6nce
yasadiklar1 ac1 olaylarin etkisinden kurtulabilmeleri boylelikle miimkiin olabilir (Beter, 2006;
Uzun ve Biitiin, 2016).

Calismada yer alan 6gretmenler miilteci 6grencilerin yasadiklari sorunlarin ¢6ziimiiniin
egitimden gectigini soylemektedirler, sadece ¢ocuklarin degil ailelerin de egitime ve uyum
programlarina ihtiyaclarinin oldugunu soylemektedirler, aslinda 6gretmenlerin ¢ogunlugu
soruna makul ve mantiklh ¢oziimler bulabilmislerdir. Diger arastirmalarda da miilteci
ogrencilerin devlet okuluna baglamadan 6nce dil egitimi almalar1 6nerilmistir (Erdem, 2017;
Imamoglu ve Caligkan, 2017). Okul 6ncesi egitim kademesinin, daha iist kademelere gére bu
konuda biraz daha avantaji oldugu ifade edilebilir. Programin esnekligi siireci
kolaylastirmaktadir.

Bu calismada alanyazinda yeterli diizeyde yer bulamamis olan okul 6ncesi egitim
kurumlarina devam eden miilteci 6grencilerin yasadiklar1 sorunlar 6gretmenlerin goriislerine
gore belirlenmis ve 6gretmenlerin bu yondeki ¢6ziim Onerileri de arastirilmigtir. Arastirmada
elde edilen bulgular alandaki uygulayicilara ve karar vericilere yol gosterici olacaktir. Diger
yandan, miilteci 6grencilerin ilkokula uyum saglamalar1 ve akademik olarak da hazirlanmalar
icin 6nem tasiyan okul oncesi doneme iliskin daha fazla ¢caligmaya ihtiya¢ duyuldugu agiktr.
Tiirkiye’de bulunan miilteci sayist disiiniildiigiinde bu ihtiyag daha da onemli hale
gelmektedir. Diger yandan, bu calisma Ogretmenlerin goriislerine dayanmaktadir. Egitim
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kurumu yoneticileri, miilteci 6grencilerin aileleri gibi farkli paydaslarin da goriislerinin
alinmasi daha gecerli sonuglara ulasmada yardimci olacaktir.
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Extended abstract

Introduction

Migration, religious, economic, political, social and other reasons for the entire
community to spend a part of the lives of human communities to settle in a place they settle in
another form of geographic displacement movement (Sayin, Usanmaz and Aslangiri, 2016).
With mass migration that took place in recent years in Turkey, nationalities, races and cultural
aspects of diversity is constantly increasing. According to data published by the Ministry of
Interior, Turkey war, conflict and poverty as countries abandon reasons that are home to about
4 million refugees (Ministry of the Interior, 2019). Refugee families often say that they have
fled their country because they think about their children's education and future (Giimiisten,
2017). However, despite many studies conducted for the schooling of refugee children with
large numbers of Syrian refugees, there is not enough schooling. Education is very important
for refugee children. Refugee children are increasingly involved in education and training.
There are some studies on the problems experienced by refugee students in their teaching
process according to teachers' views, but there are few studies on the problems in pre-school
education. Therefore, it is thought that the research will eliminate such a gap in the literature.
The aim of this study is to get the opinions of the preschool education teachers, who have
refugee students in their classes, about the problems they face in the education process and to
find out what kind of solutions they offer about these problems. Based on the opinions of the
teachers in the study, it was revealed that refugee students had problems in the classroom
environment due to differences in language and culture, they could not adapt to activities, they
had problems because they could not communicate with their friends, they had problems to
understand the activities and to follow the instructions.

Methodology

This research is a qualitative research and case study. A case study is a qualitative
research approach where detailed analysis of one or more events, environment, program, social
group or other interdependent situations is presented (Creswell, Hanson, Clark Plano &
Morales, 2007; McMillan, 2000). Case study research includes identifying and seeing the details
of an event, developing possible explanations of an event, and evaluating an event (Gall, Borg
and Gall, 1996). The case study design is employed in this study because it is aimed to
investigate the problems faced by the teachers in the classroom environment, the intervention
they made and their solution suggestions. Data were collected from 8 female pre-school
education teachers through semi-structured interviews. The interviews were recorded with a
voice recorder, the data were transferred to digital settings and the data were analyzed through
content analysis. The content analysis resulted in five themes of problem areas which are
reported in the study with direct quaotations to ensure credibility.

Results
As a result of the interviews conducted with eight pre-school teachers, it was revealed
that the basic problems that refugee students experience in schools were language problem and
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cultural differences. At the same time, the language problem that the students are experiencing
leads to failure in communication and behavioral problems. Refugee children prefer to stay
silent in a corner without attending activities in the classroom. Therefore, another main
problem they experience was found as the problem of not participating to activities in the class.
This problem is related to language barrier as well as adaptation problems. The third category
of problems is family related problems. Families of refugee children exhibit similar behavior.
According to the statements of the teachers, it was revealed that they did not participate in the
activities that require participation in the school, they could not cooperate with other parents
because they did not speak Turkish and did not bring the materials they needed. Here the
underlying reasons are adaptation problems, economic insufficiencies as well as language
barrier. The fourth catefory of problems is the problem of attandance. The refugee students do
not come to school regularly. They stop coming suddenly and the teachers cannot get
information about them. The last category is other problems which include socio-economic
problems of families and traumas the children experienced and their subsequent effects. The
main suggestion offered by the teachers to solve the problems is Turkish courses. The teachers
think that the refugee students should take Turkish courses before they start school. They also
suggest that the families of refugee students should be trained through orientation programs.

Discussion, conclusion and recommendations

As a result of the study, it has been revealed that not only refugee children but also
families have problems. In this context, their parents need to be prepared for school. An
adaptation program can be implemented in the first weeks of the school so that they can
understand the refugee families. However, it will be possible to provide support for parents
during the learning-teaching process.

They are not alone in the adaptation problems of refugee children in the school
environment. Teachers also experience the same problem. Teachers who have difficulty in
reaching these children have problems both in the teaching process and in cooperation with
the family. In addition, children do not have a great deal of information about their families
and their backgrounds. Teachers do not know how to treat refugee children, nor do they
provide guidance or counseling to guide them. The existing system of teachers to overcome this
problem can only be with in-service trainings. It is important that the in-service trainings
should ve served to solve the problems and it is important for the teacher to address the
problems in the education process. The appointment of Arabic-speaking teachers who provide
advisory services to schools where refugee students are intense can be thought of as a way to
relieve the existing problems in these schools. In addition, pre-service teacher training
programs should be revised in line with the results of the studies on refugee students given that
refugee students are a fact of Turkey where a number of refugees are living and will continue
to live.

This study explored the problems faced by refugee student who are enrolled to pre-
school education institutions based on teachers’ opinions and their suggestions for solutions,
which is scarce in the literature. The findings obtained in the study will be helpful for
practitioners and policymakers. It is evident that more studies are needed on the refugee
students in the pre-school education institutions because pre-school education provides an
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adaptation process for elementary school and it also prepares the students academically for the
next year. Considering the number of refugees in Turkey, this need becomes more apparent.
On the other hand, this study is based on teachers’ opinions. More studies are needed which
focus on the views of other stakeholders such as administrators or refugee parents, which will
make the results in the literature more valid.

80



