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Degerli okurlarimiz,

Dergimize katkida bulunan degerli hakemlerimiz ve yazarlarimizla birlikte uzun bir ¢alisma slirecinin
ardindan Pamukkale Universitesi Egitim Fakiiltesi ailesi olarak dergimizin 51. sayisini yayimlamaktan
blyik bir mutluluk duymaktayiz. Dergimizin bu sayisinda farkli konularda, alan yazinina katki saglayan 20
Ozglin arastirma makalesi yer almaktadir. Bu ¢alismalarin, siz okurlarimiz tarafindan ilgi ile okunacagini ve
baska arastirmalara isik tutacagini umuyoruz. 51. sayimizla birlikte dergimizde yayimlanan galismalarin,
Tirkce tam metinleri ile ingilizce tam metinlerini de yayimlamaya basladik. Boylece daha genis okuyucu

kitlesine ulagsmayi amagladik.

Hedefimiz ve ¢gabamiz; okunurlugu yiksek, etik ilkelere ve bilim etigine riayet eden, bilimsel 6l¢iitlerden
odin vermeyen, kurumsal kimligini olusturmus ve uluslararasi standartlarda yayim yapan bilimsel bir
dergi olmak yonilindedir. Bu hedefimize ulasmada, siz degerli yazarlarimizin ve hakemlerimizin degerli ve

anlamli katkilarini tekrar gérmekten mutluluk duyariz.

Dergimizin bu asamaya gelmesinde 6zverili bir sekilde mesai harcayan ve ¢aba gosteren dergi ekibimize,
titiz makale degerlendirmeleriyle dergimizin niteligini artirmada bilimsel katki saglayan degerli
hakemlerimize ve nitelikli ve 6zgln calismalariyla dergimize katki saglayan degerli yazarlarimiza tesekkir
eder, bundan sonraki sayllarimizda da kendilerini aramizda gérmekten mutluluk duyacagimizi belirtir,
desteklerinin devam etmesini temenni ederiz. .

Esen kalin.

Editorler
Asuman DUATEPE PAKSU
Murat BALKIS

Pamukkale Universitesi Egitim Fakiiltesi Dergisi Emerging Sources Citation Index (ESCI)
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Arastirma Makalesi

Pamukkale Universitesi Egitim Fakiiltesi Dergisi, 51, 1-33, [2021]
doi:10.9779/pauefd.686232.

Affetmeyi Gelistirmeye Yonelik Bir Grup Psikoegitim Programinin Psikolojik
Damsman Adaylarinin Affetme Diizeylerine Etkisi®

Meryem VURAL BATIK! Necla AFYONKALE TALAY?

e Gelis Tarihi: 12.02.2020 e Kabul Tarihi: 29.06.2020e Cevrimici Yayin Tarihi: 08.10.2020

Oz

Psikolojik danisman adaylarinin affetme diizeylerini gelistirmeye yonelik hazirlanan grup
psikoegitim programinin etkilili§ini test etmek amaciyla yapilan bu arastirma, karma arastirma
modeliyle yiriitilmiistiir. Arastirmada, yar1 deneysel desenlerden “2x3’liik (deney/kontrol gruplari-
On test/son test/izleme testi) desen” kullanilmistir. Arastirmaya deney grubunda 10 ve kontrol
grubunda 10 olmak {izere toplam 20 psikolojik danisman aday1 katilmistir. Arastirmacilar tarafindan
hazirlanan affetmeyi gelistirmeye yonelik grup psikoegitim programinin etkililigini belirleyebilmek
amaciyla Tek Faktor Uzerinde Tekrarli Olgiimler i¢in Iki Faktorlii Varyans Analizi ve Bonferroni
testi yapilmistir. Arastirma sonucunda, deney grubunun affetme diizeyi grup psikoegitim programi
sonrasinda kontrol grubuna gore anlaml diizeyde artmis ve programin bu etkisi programdan ii¢ ay
sonraya kadar korunmustur. Deney grubundaki katilimcilarla yapilan goriismelere gore,
katilimcilarin programdan kazanimlari, programin katkilart ve programda etkili olan caligmalara
iliskin gortigleri olumlu yonde olmustur. Gelistirilen grup psikoegitim programinin psikolojik

danigman adaylarinin affetme konusundaki ihtiyaglarini karsilar nitelikte oldugu goriilmiistiir.

Anahtar sozciikler: affetme, affetmenin gelistirilmesi, grup psikoegitimi, psikolojik danigman,

psikolojik danigsman egitimi

Atif:

Batik, M.V. ve Talay, N.A. (2021). Affetmeyi gelistirmeye yonelik bir grup psikoegitim programinin
psikolojik danisman adaylarmin affetme diizeylerine etkisi. Pamukkale Universitesi Egitim

Fakiiltesi Dergisi, 51, 1-33. d0i:10.9779/pauefd.686232.

* Bu ¢aligmanin bir kismi, 21. Uluslararasi Psikolojik Danigma ve Rehberlik Kongresi’nde sozlii bildiri olarak sunulmustur
(Antalya, 24-27 Ekim, 2019).

1 Dr. Ogr. Uyesi, Ondokuz May1s Universitesi, Egitim Fakiiltesi, ORCID: 0000-0002-7836-7289,
meryem.vural@omu.edu.tr

2Dr. Ogr. Uyesi, Avrasya Universitesi, Fen- Edebiyat Fakiiltesi, ORCID: 0000-0002-9835-2340,
n_afyonkale@hotmail.com
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2 M, Vural-Batik ve N. Afyonkale-Talay/ Pamukkale Universitesi Egitim Fakiiltesi Dergisi, 51, 1-33, 2021

Giris

Pozitif Psikoloji’de insani bir erdem olarak tanimlanan affetme, ¢atismanin arzulanan
sonucu olarak goriilmekte (Seligman ve Csikszentmihalyi, 2000); kisinin 6fkesini yenebilme
ve hata yapan kisiyi merhamet duygulariyla gorebilme becerisi olarak kabul edilmektedir
(Roberts, 1995). Intikam arayis1 ve kin tutma ise, olaym niteliginden veya toplumsal
baglamdan bagimsiz bir bi¢gimde, patolojik olarak goriilmektedir (Macaskill, 2004). Bunun
aksine affetmenin affeden kisiye ruhsal ve fiziksel bircok fayda sagladigi agiktir (Exline ve
Baumeister, 2000). Bu nedenle, danisanlarda affetmenin gelistirilmesinin 6nemli bir terapi

teknigi oldugu vurgulanmaktadir (Fitzgibbons, 1986).

Affetme en genel haliyle “bireyin, onu haksiz yere inciten baska kisiye kars1 sevgi,
comertlik ve merhamet gibi hislerin tesvik edilmesiyle, kizginlik, olumsuz yargilama ve
ilgisiz davranma gibi hisleri isteyerek terk etmesi” olarak tanimlanmaktadir (Enright, 1996).
Bu noktada Baumeister, Exline ve Sommer (1998) sahte affetme, sessiz affetme ve gergek
affetmeyi birbirinden ayirmaktadir. Sahte affetme, zarar goren kisinin igsel olarak zarar
vereni affetmemesi, fakat affettigini soylemesidir. Bu durumda, zarar goren kisi kendisine
zarar veren kisiye affettigini sdyledikten sonra, icerlemeye ya da zarar géormeye devam
etmektedir. Sessiz affetme zarar goren kisinin, kendisine zarar vereni igsel olarak affetmesi
fakat bunu zarar veren kisiye sdylememesidir. Bu durumda zarar veren kisi kendisini suglu
hissetmeye devam etmekte ve pisman oldugunu belirten 6ziir dileme, zarar1 karsilama gibi
davranislarini siirdiirmektedir. Gergek affetme ise, zarar goren kisinin kendisine zarar veren
kisiye karst olumlu duygulara sahip olmasi ve bunu zarar verene ifade etmesini
icermektedir. Bu durumda affeden kisi igsel olarak bir rahatlama yasamakta, zarar verene
kars1 sahip oldugu olumsuz duygularindan kurtulmakta ve olumsuz duygular yerine olumlu
duygular bilingli olarak tercih etmektedir (Baumeister ve digerleri, 1998). Bireyin zarar
veren kisiye yonelik olumsuz duygularindan vazgectigi bu siirecin nasil gergeklestigi, alan

yazinda farkli modellerle aciklanmaktadir.

Alan yazinda affetmeyi aciklayan modellerden en yaygin olarak, “affetme siireg
modelleri” kabul gormektedir (Orathinkal, VVansteenwegen ve Burggraeve, 2008). Siireg
modellerinde genel olarak bireyin olumsuz hislerini birakmasinin, gegmis deneyimler ve aci
verici hislerle yiizlesmesinin, inciten kisiye farkli acidan bakabilmesinin, 6tke ve intikam
alma hislerini birakmay1 tercih etmesinin bir siire¢ olduguna vurgu yapilmaktadir. Affetme
stire¢ modellerinden biri olan Enright’in Affetme Siire¢c Modeli (Enright, 1996; Enright ve
The Human Development Study Group, 1991) olduk¢a kabul gérmektedir. Bu modele gore
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affetme, dort evrede (ortaya ¢ikarma, karar verme, ¢alisma ve derinlesme) ve 20 tinitede

gerceklesmektedir. Ortaya ¢gikarma evresinde (uncovering), yasanilan 6fkenin ve kullanilan
savunma mekanizmalarinin farkina varilmasi, olumsuz duygularla yiizlesmelerinin
saglanmasi, ylzlestikleri olumsuz duygularin kendilerine ve ¢evrelerine yonelik olan
zararlarinin fark edilmesine iliskin sekiz tinite bulunmaktadir. Bireyin yasadigi aciyi,
hayatindaki 6nemini, yasamini tehdit edip etmedigini sorguladigi ve yasadigi aciyi ifade
ettigi bu evre, bireye duygusal olarak aci veren bir siire¢ olabilmektedir. Karar evresinde
(decision), simdiye kadar yapilan ¢alismalarin ise yaramadigini kabul etmeye, bilissel
diizeyde affetmeyi istemeye ve affetmeye karar vermeye iliskin ii¢ {inite bulunmaktadir.
Bireyin affetme tizerinde diisiindiigii, affetmenin ne olup ne olmadigi konusunda farkindalik
gelistirdigi bu evrede, affetme tam olarak ger¢eklesmemekte ancak bireyin intikam istegi
azalmaktadir. Caligma evresinde (work), aciy1 kabul etmeye, yasanilan olumsuzlugu yeniden
sekillendirmeye, baska bir bakis acisiyla bakmaya ve yeniden degerlendirmeye iliskin dort
tinite bulunmaktadir. Bu evrede birey, zarar veren kisiye merhamet duymaya, onunla empati
kurarak farkli bir bakis agis1 gelistirmeye ve yaptigi hatanin 6tesinde onu bir insan olarak
gormeye basglamaktadir. Derinlestirme evresinde (deepen) ise, acinin anlamini fark
edebilmeye, affedilme ihtiyaclarinin fark edebilmeye ve affetmenin Ozgiirliglinii fark
edebilmeye iliskin bes {inite bulunmaktadir. Affetme siirecinin bu son evresinde, birey
kazanmis oldugu yeni bakis agisiyla otke, kizginlik ve 6¢ alma gibi kisinin saglik durumunu
olumsuz etkileyebilecek duygulardan bilingli olarak vazgegmekte; yasadigi haksizlik ve
acidan yeni, olumlu hedefler ve anlamlar ¢ikarmaktadir. Boylece, birey affetme kavramini
her yoniiyle iyice anlamlandirmis ve 6ziimsemis olmaktadir (Enright, 1996; Enright, 2001;
Enright ve The Human Development Study Group, 1991).

Affetme Siireg Model’inde yer alan bu evrelerin temel amaci bireyin kendisine zarar
vereni affetmesini saglamak ve bdylece psikolojik sagliklarinin giiclenmesine ve hayatlarina
olumlu bir bakis agistyla devam edebilmelerine yardimer olmaktir (Satici, 2016). Ayrica
affedici bireylerin ruh sagliklarinin da korundugu (Toussaint ve Webb, 2005) dikkate
alindiginda, psikolojik danigma siirecinde daniganlarin affediciliklerinin gelistirilmesinin

onemli ve yararli olacag1 sdylenebilir.

Psikolojik danigma siirecinde danisanlar duygu ve diisiincelerini fark edebilirler,
kendilerine zarar veren kisiyi affetmek isteyip istemediklerine karar verebilirler, onlari
affetmek istiyorlarsa fark ettikleri duygu ve diisiincelerini degistirmeyi amaglayabilirler

(Giimiiscaglayan, 2018). Psikolojik danigsma siirecinde danisanlarin affetme yasantist
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gecirmesi, danisanlarin bozulan bilissel ve duygusal dengelerini fark etmelerini ve yeniden

yapilandirabilmelerini saglamakta (Gordon, Baucom ve Snyder, 2000) ve bdylece
danigsanlarin psikolojik olarak iyilesme siireclerine katkida bulunmaktadir. Bu agidan
affetme, psikolojik danisma siirecinin hedeflerine ulasmak igin kolaylastirict bir terapotik

arag olarak goriilmektedir (Wade, Bailey ve Shaffer 2005).

Danigma siirecinde affetme iizerinde galisirken psikolojik danigmanlar, ilk olarak
affetme siirecinin danisanlar tarafindan dogru anlasilmasina yardim etmelidir. Eger danisan
affetmeye istekli olursa, psikolojik danismanlar, affetme konusunda gerekli bilgileri
sunmali, affetmenin ne olup olmadigini1 agiklamalidir (Rotter, 2001). Bu nedenle psikolojik
danigmada affetme siirecini kullanacak olan psikolojik danigmanlar, ilk olarak affetmenin ne
olup ne olmadigini ve hangi etkenlerin affetme siirecini etkiledigini bilmelidir. Ornegin,
bircok danisan affetmenin unutma ve uzlagsmayla esanlamli oldugunu diisiinebilir, bu yiizden
affetme konusunda istekli olmayabilir. Bu gibi durumlarda psikolojik danigmanlarin
daniganlarina affetme konusunda dogru bilgileri sunabilecek yeterlikte olmasi 6nemlidir

(Ikiz, Mete-Otlu ve Asici, 2015).

Psikolojik danigmanlarin bir¢cogunun kendi psikolojik sorunlarini ¢oziimleyebilmek
icin danismanlik meslegine yoneldiklerine iliskin bir kan1 bulunmaktadir (Sussman, 1992).
Bu durum, kendi incinmeleriyle mesgul olan bir psikolojik danigmanin psikolojik danisma
siirecinde danisanlariyla karsit transferans gelistirme riskini de akla getirmektedir. Nitekim
psikolojik danigmanlar, danisanlarinin incinmeleriyle karsi karsiya kaldik¢a, danisanlarinin
acilarma maruz kalarak aci c¢eker hale gelebilir. Bu nedenle psikolojik danismanlarin
danisanlariyla uygun sekilde empati kurabilmeleri i¢in kendi acilarinin farkinda olmalarinin
ve affetmeyi deneyimlemelerinin énemi vurgulanmaktadir (Moorhead, Gill, Minton ve
Myers, 2012). Psikolojik danigmanlarin affetmenin anlamini, 6nemini, affetme siireglerini
bilmesi ve kendi hayatlarinda benzer durumlar1 basartyla ¢6zmiis olmalar1 meslek hayatlar
agisindan olduk¢a Onemli goriilmektedir (Menahem ve Love, 2013). Ciinkii psikolojik
olarak saglikli olmayan bir danigsman, sadece kendine degil, ayn1 zamanda danisanlarina da
zarar verebilir. Psikolojik danisman affedici ise psikolojik olarak daha saglikli olabilir,
bunun yani sira damisanlarina da daha faydali olabilir. Ayrica affedici bir psikolojik
danigman, danisanlari i¢in iyi bir model olabilir; affetmenin siireci ve sonuglari konusunda
daha fazla bilgi sahibi oldugu i¢in, danisanlarimi affetmeye daha fazla tesvik edebilir (ikiz ve
digerleri, 2015). Bu nedenle psikolojik danigsmanlarin meslege baslamadan once lisans

egitimleri siirecinde affediciliklerinin gelistirilmesi 6nemli goriilmektedir. Nitekim Ergiliner-
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Tekinalp ve Terzi (2012), affetme kavraminin psikolojik danisma siirecinde ortaya ¢ikmasi

olast oldugundan psikolojik danigman egitiminde bu konuya deginilmesi gerektigini

belirtmektedir.

Psikolojik danmisman adaylaryla affetme konusunda c¢alisilmasi, danisanlarinin
affedememeye bagli olarak yasadiklar1 olumsuz duygular konusunda danigsmanlara
farkindalik kazandirmakla birlikte, psikolojik danigma siirecinde affetme konusunda
calisabilme yeterliligi de kazandirabilir (Giimiis¢aglayan, 2018). Affetme, 6grenilebilen bir
beceri olarak kabul edilmektedir (Harris, Thoresen ve Lopez, 2007). Bu dogrultuda
psikolojik danigsma hizmeti veren ruh sagligi danismanlarinin ve adaylarinin affetme
diizeylerini inceleyen arastirmalarda da (Giimiiscaglayan, 2018; ikiz ve digerleri, 2015;
Konstam ve digerleri, 2000; Moorhead ve digerleri, 2010; Oztorel, 2018) psikolojik
danisanlarin  affediciliklerinin  gelistirilmesi  Onerilmistir. Alanyazindaki affediciligi
artirmaya yonelik psikoegitim programlar1 incelendiginde, iiniversite 6grencilerine yonelik
yurt i¢i (Adam-Karpuz, 2019; Bugay ve Demir, 2012; Colak, 2014) ve yurt dis1 (Graham,
Enright ve Klatt, 2012; Ha, Bae ve Hyun, 2019; Harper ve digerleri, 2014; Ji, Tao ve Zhu,
2016; Lin, Enright ve Klatt, 2013; McCullough ve Worthington, 1995; Sandage ve
Worthington, 2010; Wade ve Goldman, 2006; Worthington ve digerleri, 2000) galismalarin
oldugu goriilmektedir. Bununla birlikte ruh saghgi danismanlariyla ve adaylariyla
gerceklestirilen affetmeyi gelistirmeye yonelik grup psikoegitim calismalarinin (Hall ve
Fincham, 2008) ¢ok az oldugu goriilmektedir. Hall ve Fincham (2008), psikolog adaylarinin
affetme diizeylerini artirmaya yonelik yaptiklari aragtirmada, sadece kendini affetmeyi
artirmay1 amagladiklar1 ve egitim siliresinin ¢ok kisa oldugu goriilmektedir. Mevcut grup
psikoegitim programlarinda cesitli psikolojik danmisma yaklasimlarindan yararlanmakla
birlikte en ¢ok Biligsel-Davranigs¢r Terapi kuraminin temel alindigi ve affetmenin siireg
olarak ele alindigi, slire¢ modellerine gore planlandigi goriilmektedir. Affetmedigi bir
yasantist olan bir bireyin affetme iizerinde affetme siire¢ modeline gore c¢alisilmasinin
yararli olacagi diisiincesi ile bu arastirmada gelistirilen grup psikoegitim programinda

affetme siire¢ modeli temel alinmustir.

Bu arastirma, psikolojik danisman adaylarinin affetme diizeylerini gelistirmeye
yonelik hazirlanan bir grup psikoegitim programimin etkililigini test etmek amaciyla

yapilmistir. Bu dogrultuda arastirmada cevap aranan sorular sunlardir:

1. Psikolojik danisman adaylarinin affetme diizeyini artirmada affetmeyi gelistirmeye

yonelik hazirlanan grup psikoegitim programi etkili midir?



6 M, Vural-Batik ve N. Afyonkale-Talay/ Pamukkale Universitesi Egitim Fakiiltesi Dergisi, 51, 1-33, 2021
2. Affetmeyi gelistirmeye yonelik hazirlanan grup psikoegitim programinin psikolojik

danisman adaylarinin affetme diizeyleri lizerindeki etkisi kalict midir?
3. Psikolojik danisman adaylarmin affetmeyi gelistirmeye yonelik hazirlanan grup

psikoegitim programinin etkililigine iligskin goriisleri nelerdir?
Y ontem
Arastirmanmin Modeli

Psikolojik danisman adaylarina uygulanan affetmeyi gelistirmeye yonelik grup psikoegitim
programinin etkisinin incelendigi bu arastirma, karma arastirma (mixed reseach) modeliyle
ylrlitilmiis olup, nicel ve nitel arastirma yontemlerinden yararlanilmistir. Karma
aragtirmalar, arastirilmak istenen konuya iliskin sorularin cevaplandirilmasinda nicel ve nitel
yontemlerin birlikte kullanildig1 arastirma tiirleridir (Biyiikoztiirk, Kilig-Cakmak, Akgiin,

Karadeniz ve Demirel, 2012).

Bu arastirmanin nitel boyutunu “grup psikoegitim programina katilan psikolojik
danisman  adaylarinin  programin  etkililigine iligkin  gorlislerinin  belirlenmesi”
olusturmaktadir. Nitel arastirmalar, katilimcilarin bakis agisina dogrudan ve dogal ortaminda
ulagildigi, sonuglarin sézel olarak ifade edilebildigi arastirma tiirleridir (Biiytikoztiirk ve
digerleri, 2012). Bu arastirma, nitel arastirma yontemlerinden durum ¢alismasi olarak
gergeklestirilmistir. Durum ¢aligmasi; giincel bir olgu, olay, durum ve gruplar iizerine

odaklanan, derinlemesine incelemedir (Yin, 1994).

Aragtirmanin nicel boyutunu ise “grup psikoegitim programina katilan ve katilmayan
psikolojik damigman adaylarinin affetme diizeylerinin anlamli farklilik  gdsterip
gostermediginin incelenmesi” olusturmaktadir. Nicel arastirmalar belirli bir arastirma
konusuyla ilgili evreni temsil edecek 6rneklem grubundan sayisal sonuglarin elde edildigi ve
sonuglarin istatistiksel olarak 6zetlenebildigi arastirma tiirleridir (Biiyiikoztlirk ve digerleri,
2012). Bu dogrultuda arastirmada, yar1 deneysel desenlerden “2x3’liikk (deney/kontrol
gruplari- 6n test/son test/izleme testi) desen” kullanilmistir. Yar1 deneysel desen, 6zellikle
egitim alanindaki arastirmalarda, biitiin degiskenlerin kontrol edilmesinin miimkiin olmadigi
durumlarda en ¢ok kullanilan deneysel desendir (Cohen, Manion ve Marrison, 2000).
Arastirmanin etik kurul izni, Ondokuz Mayis Universitesi Sosyal ve Beseri Bilimler Etik
Kurulu’ndan 29.05.2019 tarihinde alindiktan sonra (Karar sayisi: 2019-140), deney ve
kontrol gruplarindan Affetme Olcegi (AO) araciligiyla 6n test verileri toplanmistir.

Ardindan deney grubuna her bir oturumu yaklasik iki saat siiren toplam 10 oturumdan
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olusan affetmeyi gelistirmeye yonelik grup psikoegitim programi uygulanmis; kontrol grubu

ile herhangi bir ¢calisma yapilmamistir. Deneysel islemin sonunda deney ve kontrol grubuna
Affetme Olgegi, son test olarak tekrar uygulanmistir. Deneysel islemden ii¢ ay sonra her iki
gruba ayni Olcek tekrar uygulanmis ve izleme verileri toplanmistir. Arastirmanin bir
bagimsiz ve bir bagimh degiskeni bulunmaktadir. Arastirmanin bagimsiz degiskeni “grup
psikoegitim programi”, bagimli degiskeni ise Affetme Olgegi ile odlgiilen “affetme”

diizeyidir.
Cahsma Grubu

Bu arastirmanin ¢alisma grubunu, bir devlet {iniversitesinin Psikolojik Danigmanlik ve
Rehberlik (PDR) Anabilim Dali’nda 6grenim gérmekte olan psikolojik danisman adaylari
olusturmaktadir. ilk olarak psikolojik danisman adaylarina Affetme Olgegi uygulanmis ve
bu Olcekten alinan puanlar dikkate alinarak birebir esleme yontemi ile 10 kisiden olusan
deney ve 10 kisiden olusan kontrol grubu kurulmustur. Calisma gruplarina atanan deneklerle
bireysel on goriismeler yapilmis ve deneklere calisma hakkinda bilgi verilmistir. Deney
grubuna atanan deneklerden giinliik programi uymadigi i¢in grup oturumlarina katilma
imkani olmayan iki katilimci kontrol grubuna alinmistir. Bu iki katilimci ile dlgek puanlar
agisindan benzer Ozelliklere sahip olan ve oturumlara katilma imkani olan Kkontrol
grubundaki iki denek ise deney grubuna alinmistir. Bdylece deney ve kontrol gruplarina
atanan toplam 20 kisi arastirmanin arastirma grubunu olusturmustur. Tim deneklere
bilgilendirilmis onam formu verilmis ve deneklerden yazili onamlar1 alinmistir. Deney
grubuna atanan tiim denekler tiim oturumlara katilmistir. 1ki grupta da herhangi bir denek

kayb1 yasanmamustir. Her iki grupta 1 erkek ve 9 kadin katilimci yer almistir.

Deney grubundaki katilimcilarin yas ortalamasi 20.8 (SS=1.75), kontrol grubundaki
katilimcilarin yag ortalamasi ise 20.5 (SS=2.17)’tir. Deney ve kontrol gruplarinin Affetme
Olgegi’nden aldiklar1 én test puanlari arasinda fark olup olmadigini belirlemek amaciyla

yapilan lliskisiz Orneklemler icin T-Testi sonuglar1 Tablo 1°de verilmistir.

Tablo 1. lliskisiz 6rneklemler icin t-testi Sonuclari

n Ortalama  SS Sd F t p
Deney 10 54.3 12.72
Kontrol 10 54.7 11.86 18 109 109 914

Tablo 1°de goriildiigli gibi, deney ve kontrol gruplarinin 6n test puanlar1 arasinda
anlamli bir fark olmadig [t(18)= .109; p>.05], yani gruplarin affetme On test puanlari

acisindan birbirine denk oldugu sdylenebilir.
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Veri Toplama Araglar

Arastirmada nicel veriler “Affetme Olgegi” ile nitel veriler ise “Yar1 Yapilandirilmis
Goriisme Formu” araciligiyla toplanmistir. Ayrica cinsiyet, yas, yasam yeri, anne baba

tutumu, travmatik yasantilar ile ilgili sorular bulunan “Kisisel Bilgi Formu” kullanilmistir.
Affetme dlcegi (A0).

Affetme diizeyini belirlemek amaciyla Ersanli ve Vural-Batik (2015) tarafindan iiniversite
ogrencileri lizerinde gelistirilmigtir. Yedili Likert tipinde gelistirilen 6l¢ekte 13 madde yer
almaktadir. Olgekten almabilecek en diisiik puan 13 ve en yiiksek puan ise 91°dir. Olgekten
alinan yiiksek puanlar affetme diizeyinin yiiksek oldugunu gostermektedir. Olgegin yap1
gecerligini belirlemek amaciyla agiklayict ve dogrulayici faktor analizi yapilmis, toplam
varyansin %46,09 oldugu belirlenmistir. Olgegin iki faktorlii olarak kabul edilebilir uyum
gosterdigi bulunmustur (x%/sd =1.95, RMSEA= .07, GFI= .91, AGFI= .87, SRMR= .06,
NNFI= .89, CFI= .91, p<.000). “Baskasin1 Affetme” olarak adlandirilan birinci alt boyut 10
maddeden; “Kendini Affetme” olarak adlandirilan ikinci alt boyut ise ii¢ maddeden
olusmaktadir. I¢ tutarligi saptamak amaciyla hesaplanan Cronbach alfa katsayis1 .74'tiir.
Testi yarilama giivenirligi katsayisi, ilk yar1 i¢in .71 ve ikinci yari i¢in.77 bulunmustur.
Vural-Batik (2019) tarafindan psikolojik danigman adaylar1 iizerinde yapilan bir bagka

caligmada 6lcegin Cronbach alfa katsayisi ise .80 olarak bulunmustur.
Yart yapilandiriimis goriisme formu.

Bu calismada, affetmeyi gelistirmeye yonelik hazirlanan grup psikoegitim programina
katilan psikolojik danigman adaylar1 ile yiliz yiize goriismeler gergeklestirilmis ve
goriismelerde arastirmacilar tarafindan hazirlanan Yar1 Yapilandirilmis Goriisme Formu

kullanilmigtir. Katilimeilarin izni dogrultusunda goériismeler ses kaydina alinmastir.
Deneysel Islem

Grup psikoegitim programi, arastirmacilar tarafindan psikolojik danisman adaylarinda
affetmeyi gelistirmeye yonelik hazirlanmistir. Bu program hazirlanirken Enright’in Affetme
Stire¢ Modeli temel alimmustir (Enright, 1996; Enright, 2001; Enright ve Fitzgibbons, 2000;
Enright ve The Human Development Study Group, 1991). Bu modele gore affetme siireci
dort evrede gerceklesir. Ofkeyle yiizlesme, affetmeye karar verme, affetme iizerinde
caligma, farkindalik ve duygusal 6zgiirliik evrelerinde toplam 20 iinite yer almaktadir. Bu
arastirmada gelistirilen grup psikoegitim programi, bu evreleri ve iiniteleri icermektedir ve

10 oturumdan olugmaktadir. Grup psikoegitim programi, 2018-2019 egitim yili bahar



M, Vural-Batik ve N. Afyonkale-Talay / Pamukkale Universitesi Egitim Fakiiltesi Dergisi, 51, 1-33,2021 9
doneminde haftada bir giin uygulanmis ve her bir oturum yaklasik iKi saat stirmiistiir.

Oturumlar Psikolojik Danismanlik ve Rehberlik bilim dalinda doktorasini tamamlamis olan
ikinci yazarin liderliginde yiiriitiilmiistiir. Affetmeyi gelistirmeye yonelik hazirlanan grup

psikoegitim programinin icerigi su sekilde gergeklestirilmistir:

On oturumdan olusan ve haftada bir yiiriitiilen programda oturumlar, haftanin ve
Odevlerin paylasildigi ozetleme ve 1sinma oyunu ile baslamis, her oturum sonlandirma
oyunu, gevseme, 6zetleme ve ddevlendirme ile sonlandirilmustir. {lk oturumda 6devlendirme
asamasinda her oturumda oturumun konusuna uygun olarak verilecek “Affetme Giinligi”
hakkinda bilgi verilmistir. Glinliikk sorular1 olusturulurken “Forgiveness Is a Choice: The
Step-by-Step Process of Resolving Anger and Restoring Hope” (Enright, 2001) adl1 kitaptan

yararlanilmistir.

Birinci oturumda, grup liderinin kendini tanitmasinin ardindan tanigma oyunu
oynanarak grup tiyelerinin birbirleri ile tanigsmasi saglanmis, grup kurallari, programin amact
ve igerigi hakkinda bilgi verilmistir. Grup tiyelerinin affetmeyi nasil tanimladiklari iizerinde
paylasimda bulunulmus, ardindan affediciligin/affetmenin ne oldugu ve ne olmadigi
hakkinda bilgi verilmistir. Olumsuz yasantilarin kendilerinde biraktig1 etkileri hakkinda grup
paylasimi yapilmig, sonrasinda affetmenin sonuglar1 ve affetme siireci hakkinda bilgi
verilmistir. Calisma kagitlar1 tlizerinden ‘“Affetme Siirecini Baslatma ve Affetmeye
Hazirlanma” egzersizi yapilmistir. Oturum sonunda iiyelerden affetme siirecinde her birinin
nerede oldugunu 1-10 arasindaki bir c¢izelgede konumlandirmalar1 istenmis; farkli
konumlandirmalara sebep olabilecek faktdrlere vurgu yapilmistir. fkinci oturumda grup
iiyelerine affedemedikleri yasantilar karsisinda yasadiklar1 6fke duygusundan kaginmak i¢in
kullanabilecekleri savunma mekanizmalari  hakkinda bilgi  verilmis, “Ofkenizle
Yiizlesmekten Nasil Kaciyorsunuz?” ¢alisma kagidi iizerinden calisilmistir. Ofkenin saglhik
lizerindeki olumsuz etkilerinden bahsedilerek, ardindan kendilerine ac1 veren bir olaylarda
hissettikleri olumsuz duygular/6fkeleri iizerinde ¢alismayr hedefleyen “Ofkenizle
Yiizlestiniz mi?” egzersizi yapilmistir. Uciincii oturumda grup iiyelerinin kendilerini
etkileyen/affedemedikleri olaylara/kisilere yonelik ruminatif digiinceleri hakkinda
diisiinmeleri ve i¢ konusmalarma iligkin farkindalik olusturabilmeleri amaciyla g¢alisma
kagitlar ile “Hatay1 veya Sucluyu Siirekli Diisiiniip Duruyor musunuz?” ve “Olumsuz i¢sel
Konusmalarim” egzersizleri yapilmistir. Ardindan kisinin kendini magdur/kaybeden;
digerini ise kazanan/basarili olarak degerlendirmenin yaratacagi olast Ofkeyi fark

edebilmelerine yonelik “Kendi Durumunuzla Su¢lunun Durumunu Karsilastirtyor
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musunuz?” ve “Bu Incinme Hayat Goriisiiniizii Degistirdi mi?” ¢alisma kagitlar1 yapilmustir.

Boylece kirginlik/6fkenin hayatlarin1 kontrol etmesine izin verme-vermeme segeneklerinin
kendilerinde oldugu farkindaligi kazandirilmaya calisilmistir. Dordiincii  oturumda,
“Affetmeye Hazir misimz?”, “Simdiye Kadar Yapilan Calismalarm Ise Yaramadigini Kabul
Etme” ve “Affetme Siirecine Baslamaya Istekli Olma” egzersizleri ile grup iiyelerinin
affetme siirecine istekli ve hazir olup olmadiklarini, hazir iseler ne diizeyde oldugunu ve
simdiye degin yaptiklarinin ige yaramadigini fark etmelerine yonelik ¢alisilmistir. Begsinci
oturumda, “Diisiincelerim, Duygularim ve Davranislarim” c¢alisma kagidi ile ABC modeli
hakkinda bilgi verilmis, okunan kissadan hisse hikayeleri tizerinden diisiince-duygu-davranis
arasindaki iliski vurgulanmistir. Ardindan olay-diisiince-duygu-davranis seklinde karisik
sirada verilen listeden grup tlyelerinin ABC modeli ¢er¢evesinde dogru siralamalar
olusturmasi istenmistir. Affedilemeyen kisiye yonelik farkli bir bakisi olusturabilmeye
iliskin “Anlamaya Calisma” egzersizi yapilmig; onun da bir ge¢misinin/dykiisiiniin
olduguna, genel olarak ve spritiiel agidan nasil bir insan olduguna iliskin farkli bir bakis
olusturma konusunda ¢alisilmistir. Altinct oturumda, ABC modeli ¢er¢evesinde caligilmaya
devam edilmis; “Otomatik Diisiinceler”, “Akilct Olmayan Diisiinceleri Akilc1 Diigiincelere
Cevirme”, “Sokrates’in Ug Siizgeci” teknikleri kullanilarak farkli bir bakis olusturma
tizerinde calisgilmigtir. Yedinci oturumda, empati, merhamet kavramlarmna iliskin bilgi
verilmis, affetme siireciyle iligkilendirilmis ve “Merhamet Gelistirme” ¢alismast yapilmistir.
Ardindan aciin uzun siireli yikici etkisi ve aciyla yasamay1 se¢mekle ilgili paylasimda
bulunulmus ve “Aciy1 Kabul Etme” egzersizi yapilmistir. “Dil Degistirme” ¢alismasinda ise
grup lyelerinin kullandiklar1 olumsuz ve asir1 genelleyici ifadelerin etkileri ve bunlar1 nasil
degistirebilecekleri paylasilmistir. Grup tyelerinden siklikla akillarina gelen otomatik
diisiinceleri ifade etmeleri istenmis ve dili degistirerek tekrar ifade etmeleri istenmistir.
Sekizinci oturumda, “Farkindalik Zamani” caligma kagidi ile grup iiyelerinin acinin
anlamii, affetme ihtiyacini, yalniz olmadiginizi, hayatin anlamim kesfetme konularinda
verilen sorular ¢ergevesinde diisiinmeleri, farkindalik olusturmalart yoniinde c¢alisilmistir.
Ardindan “Sugluya Bir Hediye Verme” c¢alismasi yapilmistir. Grup {yelerinden
affedemedikleri ve su¢lu olarak gordiikleri kisiye bir hediye vermeleri gerekirse, ne
vereceklerini diisiinmeleri, olas1 secenekleri siralamalari istenmistir. Ardindan tiyelere ¢esitli
sanat malzemeleri verilerek, sectikleri bir hediyeyi gorsellestirmeleri istenmistir. Dokuzuncu
oturumda, uzlasma ve uzlasma sartlar1 hakkinda bilgi verilmis ve paylasimda
bulunulmugstur. Ardindan “Seni Affediyorum Demek” egzersizi yapilarak, grup iiyelerinin

affetme siirecinde belki kendi kendilerine, belki de diger kisiye yonelik
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“affediyorum/affedebilirim” diyebilmeleri desteklenmistir. Son olarak “Mektup Yazma”

caligmas: ile affedemedigi kisiye gondermek zorunda olmadigi bir mektup yazmalari
istenmistir. Onuncu oturumda, affetme segeneginin getirdigi ozgiirlik ve getirileri tizerine
paylasimda bulunulmus, ardindan “Affetmenin Ozgiirliigiinii Kesfetme” calismasi
yapilmistir. Ardindan tiim oturumlarda yapilan ¢alismalar 6zetlenmis ve grup iiyelerinden
programdan kazanimlarmi paylasmalar1 istenmistir. Uyelerden program oncesinde ve
sonrasindaki affetme diizeylerini 1-10 arasinda bir say1 ile belirtmeleri ve affetme
diizeylerini artirmada etkili bulduklar1 ¢aligmalar1 paylasmalari istenmistir. Son olarak ii¢
gruba ayrilan {iyelerden kazanimlari ve gruptaki deneyimlerini gézeterek bu programla ilgili
bir gazete sayfasi ya da afis yapmalari istenmistir. Her grubun iiriinii hakkinda paylasimda
bulunmasinin ardindan, dlcek uygulamasi yapilmustir. Uyelere katilim belgeleri verilerek

program sonlandirilmistir.
Verilerin Analizi

Bu arastirmada nicel ve nitel boyutlart igeren karma aragtirma modeli kullanilmistir. Nicel
verilerin analizinde ilk olarak verilerin normal dagilim gosterip gostermedigini belirlemek
amaciyla, varyanslarin homojenligi, basiklik (kurtosis) ve carpiklik (skewness) degerleri
hesaplanmis ve Shapiro-Wilks testi uygulanmistir. Varyanslarin homojenligini test etmek
amaciyla yapilan Levene testinden elde edilen veriler, deney ve kontrol gruplar1 arasinda
affetme puanlar1 agisindan anlamli bir fark olmadigimi (p=.745, p>.05), yani gruplarin
birbirine benzer oldugunu gostermistir. Olgegin 6n test dlglimlerinden alinan puanlarin
basiklik degerinin -.815 (Standart hata=.992), ¢arpiklik degerinin -.221 (Standart hata=.512)
oldugu goriilmiistiir. Basiklik ve ¢arpiklik katsayilarinin 1 sinirlar1 i¢inde 0’a yakin olmasi,
carpiklik ve basiklik katsayilarinin kendi standart hatalarima boliinmesi ile hesaplanan
carpiklik ve basiklik indekslerinin £1,5 sinirlart i¢inde 0’a yakin olmasi normal dagilimin
varligina kanit olarak degerlendirilmektedir (Tabachnick ve Fidell, 2013). Ayrica yapilan
Shapiro-Wilks testi ile “affetme 6n test puanlarmnin dagiliminin normal dagilimdan anlamli
bir sekilde farklilk gostermedigi” hipotezi dogrulanmistir (p =.756, p>.05). Orneklem
biiytikliigiiniin  35’ten kiigiilk olmasi durumunda Shapiro-Wilks testinin kullanilmasi
onerilmektedir (Shapiro ve Wilk, 1965) ve test sonucunda hesaplanan p degerinin 0=.05ten
biiyiik ¢ikmasi, puanlarin normal dagilimdan geldiginin kanit1 olarak degerlendirilmektedir
(Mertler ve Vannatta, 2005). Normallik testlerinden elde edilen bu bulgular dogrultusunda

verilerin normal dagildig1 belirlenmis ve analizlerde parametrik testler kullanilmistir.
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Uygulanan programin etkililigini belirleyebilmek amaciyla deney ve kontrol

grubundaki katilimcilarin Olgekten aldiklart 6n test, son test ve izleme testi puanlari
arasindaki farkin anlamlihigini test etmek icin tek faktdr iizerinden Tekrarli Olgiimler icin ki
Faktorlii Varyans Analizi (ANOVA) yapilmistir. Tekrarli 6lgiimler i¢in varyans analizinin
uygulanabilmesi i¢in kiiresellik varsayiminin saglanip saglanamadigi Mauchly Kiiresellik
Testi ile incelenmesi Onerilmektedir (Gamst, Meyers ve Guarino, 2008). Yapilan Mauchly
Kiiresellik Testi Sonuglarina gore AQ’den alman tekrarli dlgiimler i¢in elde edilen degerler
incelendiginde kiiresellik varsayiminin saglandigi goriilmiistiir (W) = .94, p>.05). ANOVA
sonucu belirlenen farkin kaynagini test etmek amaciyla gruplar arasi ve Olclimler arasi
karsilastirmalarma iliskin Bonferroni testi yapilmistir. Arastirmadan elde edilen veriler
SPSS 21.00 paket programindan yararlanilarak analiz edilmistir. Elde edilen istatistiklerin

anlamlilig1 .05 diizeyinde sinanmuistir.

Nitel verilerin analizinde ilk olarak, arastirmanin dis giivenilirligini dogrulamak igin
hem katilimcilar hem de veri toplama araglari olabildigince ayrintili olarak tanimlanmustir.
Arastirmanin igsel gegerliligi i¢in veri toplama, veri analizi ve veri yorumlama siireglerinde
tutarlilik saglanmistir. Arastirmada programin etkililigine dair elde edilen nitel veriler ise
betimsel olarak analiz edilip yorumlanmistir. Bu dogrultuda ilk olarak ses kayitlar1 yaziya
gecirilmis, katilimcilarin cevaplar birlestirerek niteliksel bir veri seti olusturulmustur ve bir
uzman tarafindan dogrulugu teyit edilmistir. Arastirmaci tarafindan taslak kodlama listesi
olusturulmus ve bu taslak kodlama listesi ile yazili veriler kodlanmistir. Taslak kodlama
sirasinda, olasi temalar olusturulmustur. Arastirmaci belirli temalar1 ve bu temalar altindaki
kodlar1 tanimladiktan sonra, bu tema-kod iligskisine dayanan yeni bir kodlama sistemi
uygulamistir. Daha sonra temalar ve kodlar diger arastirmaci ile paylasilmis, kodlayicilar
aras1 giivenirlik ¢alismasi yapilmistir. Giivenirlik c¢alismasi sonucu her bir temaya ait
kodlamalar .80’den daha biiylik bir deger gosterdigi icin temalar giivenilir bulunmustur.
Miles ve Huberman (1994) kodlayicilar arasi giivenirlik hesaplamasina gore kodlayicilar
arast goriis birliginin en az %80 olmas1 gerektigini belirtmektedir. Her iki arastirmaci bir
araya gelerek kodlari, temalar1 ve olasi catismalarini tartismislardir. Son olarak bulgular

temalara gore organize edilmis ve yorumlanmaistir.
Bulgular

Grup psikoegitim programina katilan deney grubundaki ve katilmayan kontrol grubundaki
psikolojik danisman adaylarinin Affetme Olgegi’nden aldiklar1 &n test, son test ve izleme

testi puanlarinin aritmetik ortalamalar1 ve standart sapmalar1 Tablo 2’de verilmistir.
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Tablo 2. Aritmetik ortalama ve standart sapma degerleri

On test Son test Izleme testi
Gruplar Ort. SS Ort. SS Ort. SS
Deney grubu (n=10) 54.3 12.72 63.7 12.99 63.0 13.34
Kontrol grubu (n=10)  53.7 11.86 50.3 13.15 48.1 12.84

Tablo 2’de deney ve kontrol gruplarinin AOQ &n test, son test ve izleme testi
puanlarina iligkin aritmetik ortalama ve standart sapma degerleri incelendiginde, deney
grubundaki Ogrencilerin On-test puan ortalamasinin 54.3 (SS=12.72), son-test puan
ortalamasinin 63.7 (S5=12.99) ve izleme testi puan ortalamasinin ise 63.0 (SS5=13.34) oldugu
goriilmektedir. Kontrol grubunun 6n-test puan ortalamasinin 53.7 (SS=11.86) son-test puan
ortalamasinin 50.3 (SS=13.15) ve izleme testi puan ortalamasinin 48.1 (SS=12.84) oldugu
goriilmektedir. Bu bulgulardan da anlasildigi gibi deney grubunda On-test puan
ortalamalarina gére son test ve izleme testi puan ortalamalarinda bir artis mevcutken kontrol

grubunda azalma oldugu goriilmiistiir.

Deney ve kontrol gruplarinin bu puan ortalamalar1 arasinda istatistiksel olarak
anlamli diizeyde fark olup olmadigini belirlemek amaciyla uygulanan tek faktor iizerinden

Tekrarli Olgiimler igin Iki Faktorlii Varyans Analizi (ANOVA) Tablo 3’te gdsterilmistir.

Tablo 3. /ki faktorlii varyans analizi sonuglar:

Kaynak Kareler Sd Kareler F p
Toplam Ortalamasi

Gruplar arast 9535.65 19
Grup (Deney//Kontrol) 1392.017 1 1392.017 3.077 .096
Hata 8143.633 18 452.424

Gruplar i¢i 1455.333 40
Olgiim (6n-son-izleme) 90.033 2 45.017 2.168 129
Grup*Ol¢iim 617.633 2 308.817 14.869 .000
Hata 747.667 36 20.769

Toplam 10990.983 59

Tablo 3’te goriildiigii gibi deney ve kontrol gruplarinda bulunan bireylerin, Affetme
Olgegi on test, son test ve izleme testi dlgiimlerinden aldiklari puanlarin ortalamalari
lizerinde yapilan Varyans analizi sonucunda, grup etkisinin anlamli olmadig1 bulunmustur

(F@-18= 3.077; p>.05). Buna gore 6n test, son test ve izleme testi dlglimleri arasinda ayrim
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yapmaksizin, deney ve kontrol gruplarinin Affetme Olgegi’nden elde ettikleri puanlarin

ortalamalar1 arasinda anlamli diizeyde bir fark olmadig1 gortilmektedir.

Grup ayrimi yapilmaksizin bireylerin, 6n test, son test ve izleme testi dlglimlerinden
elde ettikleri puanlarin ortalamalari arasindaki farkin da anlamli olmadig1 gorilmiistiir (Fe-
3= 2.168; p>.05). Bu dogrultuda grup ayrimi yapilmadiginda, bireylerin affetme
diizeylerinin deneysel isleme bagli olarak degismedigi sdylenebilir. Ancak bu ortak etkinin
(grup*olgiim etkisinin), incelenmesi sonucunda elde edilen degerin anlamli oldugu
goriilmistir (Fe-36= 14.869; p<.001). Bu bulgu deney ve kontrol gruplarindaki psikolojik
danigman adaylarinin 6n test, son test ve izleme testi dlciimlerinde Affetme Olgegi’nden
elde ettikleri puanlarin anlamli dl¢lide degistigini gostermektedir. Bu farkin hangi gruplar
arasinda oldugunu belirlemek amaciyla deney ve kontrol gruplarinda bulunan bireylerin,
affetme On test, son test ve izleme testi Ol¢limlerinden aldiklar1 puanlarin ortalamalarina
bagl olarak, gruplar arasi ve Olc¢limler arasi karsilastirmalarina iliskin Bonferroni testi
yapilmistir. Bu asamada kullanilan post-hoc tekniklerinden biri olan Bonferroni testi,
gruplar arasi belirlenen farki ve bu farkin anlamlilik diizeyini I. ve II. tip hatalardan arinik ve
kararli bi¢imde ortaya koydugu icin tercih edilmistir (Miller, 1969). Bonferroni testi

sonuglar1 Tablo 4’te verilmistir.

Tablo 4. Bonferroni testi Ssonuclart

Deney grubu Kontrol grubu

On test Son test izleme Ontest Sontest izleme

Ortalama Ortalama  Ortalama Ortalama Ortalama Ortalama

farki farki farki farki fark farki
Deney  On test - -9.40** -8.70* .60 - -
grubu  Sontest - - .70 - 13.40* -
Izleme - - - - - 14.90*
Kontrol Ontest - - - - 3.40 5.60*
grubu  Sontest - - - - - 2.20

Izleme - - - - - -

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

Tablo 4 incelendiginde, deney grubundaki psikolojik danigman adaylarinin affetme
on test ile son test ortalama puanlari arasinda anlamli bir fark oldugu (-9.40, p<.01)
goriilmektedir. Bununla birlikte deney grubundaki bireylerin affetme 6n test ile izleme testi

ortalama puanlar1 arasinda anlamli bir fark oldugu (-8.70, p<.05) belirlenmistir. Ayrica
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deney grubunun affetme son test ile izleme testi ortalama puanlari arasinda anlamli bir fark

olmadigr (.70, p>.05) goriilmektedir. Bu sonuglara gore deney grubundaki psikolojik
danigman adaylarinin affetme puanlari programdan sonra anlamli diizeyde artmis; programin
bu etkisi programdan ii¢ ay sonraya kadar korunmustur. Kontrol grubundaki psikolojik
danigsman adaylarinin affetme On test ile son test ortalama puanlar1 arasinda (3.40, p>.05) ve
son test ile izleme testi ortalama puanlar1 arasinda (2.20, p>.05) anlaml bir fark olmadigi
goriilmistiir. Ancak kontrol grubunun affetme 6n test ile izleme testi ortalama puanlari
arasinda anlamli bir fark oldugu (5.60, p<.05) belirlenmistir. Bu sonuglara gore grup
psikoegitim programina katilmayan kontrol grubundaki psikolojik danisman adaylarinin
affetme puanlarinin gittikce diistiigii, deneysel islemden {ic ay sonrasinda ise affetme

diizeylerinin anlamli dl¢lide azaldig1 sdylenebilir.

Deney grubundaki psikolojik danigsman adaylarinin affetme son test ortalama
puanlari ile kontrol grubunun son test ortalama puanlar1 arasinda anlamli bir farklilik oldugu
(13.40, p<.05) gorilmektedir. Deney grubundaki psikolojik danisman adaylarmin affetme
izleme testi ortalama puanlari ile kontrol grubunun izleme testi ortalama puanlari arasinda da
anlamli diizeyde farklilik oldugu (14.90, p<.05) belirlenmistir. Diger bir deyisle deney
grubundaki psikolojik danigman adaylarinin affetme diizeyleri grup psikoegitim programi
sonrasinda kontrol grubuna goére anlamli diizeyde artmis ve programdan {i¢ ay sonrasina
kadar bu etki devam etmistir. Kontrol grubundaki psikolojik danisman adaylarinin affetme

diizeyleri ise gittikce diigmiistiir.
Psikolojik Danisman Adaylarimin Program Hakkindaki Goériisleri

Deney grubuna katilan psikolojik damisman adaylari (n=10) ile yapilan programin
etkililigine iliskin goriigmeler igerik analizine tabi tutulmus; elde edilen ana temalar ve alt

temalar Tablo 5’te verilmistir.

Icerik analizi sonucunda “programdan kazamimlar”, “programin katkis’” ve
“programda etkili olan ¢alismalar” olmak iizere ii¢ ana tema elde edilmistir (Tablo 5).
“Programdan kazanimlar” ana temas: dahilinde alti alt tema elde edilmistir. Bu alt
temalardan ilki “Affetme kavramina iliskin farkindalik”tir (n=10). Katilime1
goriismelerinden elde edilen bulgulara gére genel olarak affetmenin ne olduguna iligskin daha
dogru tanimlarin yapildigi goriilmistiir. Affetmenin acimak ve barismak olmadigi,
affettiginde o kisiyi tekrar hayatina almak zorunda olunmadigi, affettigini o kisiye s6ylemek
gerekmedigi, affetmemenin kisinin kendisine zarar verdigi ve affederek kisinin kendine bir

iyilik yaptigi, affetmenin karsi taraf icin yapilan bir iyilik degil kendini 6zgiirlestirmek
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oldugu, katilimcilar tarafindan belirtilmistir. Bu tema ile ilgili goriis bildiren psikolojik

danisman adaylarindan birinin ifadesi su sekildedir:

Tablo 5. Elde edilen ana temalar ve alt temalar

Ana Tema Alt Tema f
Affetme kavramina iligkin farkindalik 10
Affetmenin sonuglarina iliskin farkindalik 10
Ofkeyle yiizlesme deneyimi 8

Programdan kazanimlar
Olumsuz i¢sel konugmalara iliskin farkindalik 9

Acmin anlamina iligkin farkindalik 4

Act veren kisiye yonelik tutumlarda degisim 10

Glinliik hayata katkisi 9
Programin katkisi

Meslek hayatina katkisi 10

N Affetme giinliigii-ev 6devi 7

Programda etkili olan o _

Etkinlikler ve egzersizler 9
caligmalar

Etkinlik onerileri 2

“Affetmemenin tekrar o kisiyi hayatina almaktan ziyade kendini 6zgiirlestirmek
oldugunu o6grendim. Gegmise dondiigiinde tekrar o aciyr hissetmemek...
Affetmemenin sadece bana zarar verdigini, affetmenin Ozgiir kalmak demek

oldugunu 6grendim.”

“Programdan kazammlar” ana temas: dahilinde elde edilen ikinci alt tema
“affetmenin sonuglarina iligkin farkindalik’tir (n=10). Bu tema dahilinde katilimcilar,
affetmenin sonunda “kisinin stiinden yiik kalmasi, olumsuz diisiincelerde azalma, zihnin
rahatlamasi, giinliik islere odaklanabilme, vicdan azab1 veya sugluluk duygusunda azalma,
duygusal olarak 6zgiir olma” gibi olumlu sonuglarin oldugu yoniinde goriis bildirmistir. Bu

tema ile ilgili goriis bildiren psikolojik danigman adaylarindan birinin ifadesi su sekildedir:

“Affetmek insanin omuzlarindan biiyiik bir yiik kaldirtyor diyebilirim. Ciinkii insan
stirekli onu diisiiniiyor, algilar1 siirekli orada. Umursamiyorum dese bile aslinda
umursuyor. Affedince bu yiik kalkiyor. Hem i¢imiz, hem zihnimiz rahat bir nefes

aliyor. Kisiyi hafifleten bir stireg.”

“Programdan kazamimlar” ana temasi1 dahilinde elde edilen ii¢lincii alt tema

“ofkeyle yiizlesme deneyimi”dir (n=8). Katilimc1 goriismelerinden elde edilen bulgulara gore
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katilimcilarin 6fkeyle yilizlesme deneyimlerinin zor oldugu, olay1 tekrar hatirlamanin aci

verici bir deneyim oldugu, 6fkeyle yiizlesmekten kaginmak i¢in mizaha vurma ve bastirma
gibi savunma mekanizmalarinin kullanildig1 goriilmiistiir. Katilimeilar tarafindan “6fkenin
kendilerini yordugunu fark etmenin ise yaradigi ve ofkeyle ylizlesince rahatladiklar1”
belirtilmistir. Bu tema ile ilgili goriis bildiren psikolojik danisman adaylarindan birinin

ifadesi su sekildedir:

“llk basta ¢ok zordu. Ofkem yiizeye ciktiginda ilk basta kabul edemedim ama
sonrasinda beni ne kadar yordugunu fark ettifim anda daha kolay oldu basa

¢itkmam.”

“Programdan kazammlar” ana temas: dahilinde elde edilen dordiincii alt tema
“olumsuz i¢sel konusmalara iliskin farkindalik’tir (n=9). Katilimc1 goriismelerinden elde
edilen bulgulara gore katilimcilarin c¢ogunlukla genelleme ve zihin okuma yaptiklar
goriilmistiir. Katilimeilar “bunu yapmaya hakki yoktu, bunu hak etmedim, haksizliga
ugradim, keske demeseydim, keske yapmasaydim” gibi olumsuz igsel konusmalar1 fark
ettiklerini belirtmistir. Bu tema ile ilgili goriis bildiren psikolojik danigman adaylarindan

birinin ifadesi su sekildedir:

“Haksizliga ugradigimi, hak etmedigim halde bunu yasadigimi diisliniiyordum.
Siirekli olumsuza odaklaniyormusum, bunu fark ettim. Ozellikle otomatik
diisiincelerimizle ilgili ¢alismalardan sonra bunlar1 degistirebilecegimi fark ettim ve

bunlar1 degistirmeye ¢alistim.”

“Programdan kazanimlar” ana temasi dahilinde elde edilen besinci alt tema “acinin
anlamina iliskin farkindalik’tir (n=4). Katilimcilar “acinin kisiyi yiprattigini ve hayati
oldukca etkiledigini, bununla beraber olagan bir duygu oldugunu ve kisiyi gelistiren yoniinii
fark ettikleri” yoniinde goriis bildirmistir. Bu tema ile ilgili goriis bildiren psikolojik

danisman adaylarindan birinin ifadesi su sekildedir:

“Act ¢ekmeyi sevdigimi zannederdim, duygusal olarak haz aldigimi distiniirdiim.
Ama bunun beni ¢ok yiprattigini fark ettim. Bunu grupta konusmustuk: ‘Acimiz bizi
ne kadar zorluyor?” Benim verdigim cevap 8-9’du. Acinin beni ¢ok yiprattigini1 fark

ettim.”

“Programdan kazanmmlar” ana temasi dahilinde elde edilen altinci alt tema “aci
veren kisiye yonelik tutumlarda degisim”dir (n=10). Katilimc1 goriisleri dogrultusunda,

katilimcilarin  ¢ogunlukla aci veren kisiye yonelik diisiincelerinde, duygularinda ve
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davraniglarinda degisimler oldugu goriilmiistiir. Katilimcilar, ac1 veren kisiye karsi suglayici

olmaktan vazgectikleri, duygularin nétr oldugu, hissettikleri acinin ve 6fkenin azaldigi, onu
eskisi kadar umursamadiklari, vicdanin rahatladig1 ve kendilerini 6zgiir hissettikleri yoniinde
goris belirtmistir. Bu tema ile ilgili goriis bildiren psikolojik danigsman adaylarindan birinin

ifadesi su sekildedir:

“Ofkeliydim o kisiye. Benimle konusmak istediginde ¢ok sert tepkiler veriyordum.
Ciinkii diizgilin cevap verirsem ona yiiz vermis olurum ve benimle barismaya g¢aligir
diye disiliniiyordum. Affetti§imde onu tekrar hayatima almak zorunda olmadigimi
bilmek rahatlatti beni. S$imdi daha sakin tepkiler veriyorum. Her insanin basina
gelebilecek seyler oldugunu gordiim. Simdi 6fkem yok. Vicdanim daha rahat simdi,

ben elimden geleni yaptim affetme konusunda.”

“Programin katkis1” ana temasi dahilinde iki alt tema elde edilmistir. Bu alt
temalardan ilki “giinliik hayata katkisi”dir (n=9). Bu tema dahilinde katilimcilar, giinliik
yasamlarinda rahatladiklar1 ve yasantilarina odaklanabildikleri, daha merhametli
yaklastiklar1, olumsuza degil olumluya yoneldikleri, akilci olmayan diisiinceleri fark edip
degistirmeye c¢alistiklar1, bastirma yerine affetmeye calistiklar1 yoniinde goriis bildirmistir.
Bu tema ile ilgili goriis bildiren psikolojik danigman adaylarindan birinin ifadesi su
sekildedir:

“Glinimi berbat ediyordum. Hi¢ olmadik yerde o kisi aklima geliyordu. Ama simdi
hayatim1 kendime gore diizenliyorum, o aciyr kenarda birakabildigim igin.
Affedebildigim i¢in kendimi ¢ok daha iyi hissediyorum. Keske bu egitimle daha
once tanigsaydim. Umarim 6grendiklerimi unutmam. Zaman zaman bunaldigimda
oturumlarda konustuklarimiz geliyor aklima, biligsel ¢arpitmalarimi fark ediyorum

ve bunlar1 degistirmem gerektigini diisiiniiyorum.”

“Programin katkis1” ana temas: dahilinde elde edilen ikinci alt tema “meslek
hayatina katkisi ”dir (n=10). Katilimec1 goriismelerinden elde edilen bulgulara gore grupla
psikolojik danisma siirecini deneyimlemenin mesleki yeterliklerine katkis1 oldugu
goriilmiistiir. Psikolojik danigman adaylari, damigsma siirecinde affetme ile nasil
calisilabilecegini 6grendikleri, kendilerinin affedemedigi yasantilar1 varken karsit-
transferans gelistirme ve danisanlart yanlis yonlendirme ihtimallerinin oldugunu fark
ettikleri, grupla danisma becerileri ve oturumda liderlik roliinii gozlemledikleri yoniinde
goris bildirmistir. Bu tema ile ilgili goriis bildiren psikolojik danigsman adaylarindan birinin

ifadesi su sekildedir:
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“Meslek hayatimda karsilasabilecegim bir konu oldugunun farkindayim.

Affedemeyen bir danisanima nasil yardimer olabilecegimi biliyorum artik. Onceden
olsa danisan geldiginde affetmenin zor oldugunu diisiinerek yanlis yonlendirirdim
mesela. Ama simdi affetmenin miimkiin olabildigini goriiyorum. Ogrendiklerimi

danismalarda kullanabilirim. Bu egitimin en biiyiik katkis1 bu oldu benim igin.”

“Programda etkili olan ¢alismalar” ana temasi dahilinde ii¢ alt tema elde edilmistir.
Bu alt temalardan ilki “affetme giinliigii- ev oddevleri”dir (n=7). Bu tema dahilinde
katilimcilar, ev 6devi olarak verilen affetme giinliigiindeki sorular iizerinde diisiinmenin
bircok seyi fark etmelerine yardimei oldugunu ve kimsenin okumayacagi icin rahatlikla
yazdiklarini belirtmistir. Bu tema ile ilgili goriis bildiren psikolojik danigsman adaylarindan

birinin ifadesi su sekildedir:

“Affetme giinligli bence ¢ok giizel bir seydi ciinkii insanin duygularin1 yaziya
gecirmesi somutlastirmasini saglar ve olaya gergek¢i bakmasini saglar. Kimsenin
okumayacagini bildigimden rahatlikla yazabildim. Tiim diislincelerimi gorebilmemi

sagladi.”

“Programda etkili olan ¢alismalar” ana temasi dahilinde elde edilen ikinci alt tema
“etkinlikler ve egzersizler”’dir (n=9). Katilimcilar programdaki etkinliklerin ve egzersizlerin,
eglenceli, rahatlatici, sorgulayici, etkili ve faydali oldugunu belirtmistir. Katilimcilar
tarafindan programin igerigi, yeterli ve iyi olarak degerlendirilmistir. Bu tema ile ilgili goriis

bildiren psikolojik danigman adaylarindan birinin ifadesi su sekildedir:

“Bu programin igerigi bence gayet giizel hazirlanmisti. Etkinlikler cok hosuma gitti.
Igerik ¢ok orijinal ve giizel. Bu programin affetmeyi kolaylastiracagini, en kati kisiyi

bile yumusatacagini diisiinliyorum.”

“Programda etkili olan ¢aliymalar” ana temasi dahilinde elde edilen ii¢lincii alt tema
“etkinlik onerileri”dir (n=2). Bu tema dahilinde katilmecilar, gilinlik yasamda
uygulanabilecek davranigsal 6devlerin verilmesi ve oturumlarda canlandirmalarin yapilmasi
yoniinde oOnerilerde bulunmustur. Bu tema ile ilgili goriis bildiren psikolojik danigman

adaylarindan birinin ifadesi su sekildedir:

“Yazili odevler yerine gilinlik hayatta deneyebilecegimiz, sonra da gelip

paylasabilecegimiz etkinlikler ve 6devler olsaydi daha iyi olurdu bence.”
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Tartisma

Bu aragtirmada psikolojik danigman adaylarinin affetme diizeylerini gelistirmeye yonelik
hazirlanan grup psikoegitim programinin etkililigi test edilmistir. Arastirma sonucunda grup
psikoegitim programina katilan psikolojik danisman adaylarimin affetme diizeylerinin
anlamli Olgiide arttigt ve bu etkinin programdan iic ay sonrasina kadar devam ettigi
belirlenmistir. Bununla birlikte kontrol grubundaki psikolojik danigsman adaylariin affetme
diizeyleri ise gittikce diigmiistiir. Enright’in (1996) Affetme Siirec Modeli temel alinarak
hazirlanan grup psikoegitim programinin psikolojik danigsman adaylarinin bu konudaki

ihtiyaglarini karsilar nitelikte oldugu goriilmektedir.

flgili alanyazinda psikolojik danisman adaylarinda affetmeyi gelistirmeye yonelik bir
arastirmaya rastlanmamakla birlikte, Hall ve Fincham (2008) tarafindan psikolog adaylariyla
yapilan bir caligma bulunmaktadir. Psikoloji lisans &grencilerine verilen kendini affetme
kursunun etkisinin incelendigi arastirmada, ¢evrimici olarak verilen egitimler sonucunda,
sucluluk hissinde azalma ve kendini affetmede artig oldugu belirlenmistir. Bunun haricinde
farkli gruplar iizerinde affediciligi gelistirmeye yonelik hazirlanan programlarin etkililigi
inceleyen arastirmalarin sonuglart da, mevcut arastirmanin bulgusunu desteklemektedir. Bu
arastirmalardan bir kismi ¢ocuklar ve ergenler ile (Asici, 2018; Eker, 2017; Ertiirk, 2019;
Hui ve Chau, 2009; Nouri ve digerleri, 2015; Ozgiir ve Eldeleklioglu, 2017), biiyiik bir
kismi da tiniversite 6grencileri (Adam-Karpuz, 2019; Bugay ve Demir, 2012; Cardak, 2012;
Colak, 2014; Graham ve digerleri, 2012; Ha ve digerleri, 2019; Hall ve Fincham, 2008;
Harper ve digerleri, 2014; Ji ve digerleri, 2016; Lin ve digerleri, 2013; McCullough ve
Worthington, 1995; 2016; Sandage ve Worthington, 2010; Wade ve Goldman, 2006;
Worthington ve digerleri, 2000) ile gergeklestirilmistir. Bu programlarin siireleri bir ile 18
oturum arasinda degismektedir ve programlar olusturulurken farkli Affetme Modelleri temel
alinmistir. Bunun yani sira bazi grup psikoegitim programlar: Biligsel Davranis¢1 Terapi,
Logoterapi ve Gergeklik terapisi ile desteklenmistir. Bu grup psikoegitim programlarindan
bir kismmin kendine yardim kitabi aracilifiyla veya yazma terapisi ile, bir kisminin
bilgilendirme ile ve ¢ogunun ise grupla psikolojik danisma yoluyla yapildig1 goriilmektedir.
Affetmeyi gelistirmeye yonelik programlarmin etki biiytikliiklerindeki farkliliklarin ise,
programlarin  siiresi, icerigi ve yontemiyle ilgili farkliliklardan kaynaklandigi
diisiiniilmektedir. Ornegin Bugay ve Demir (2012) tarafindan yapilan ¢alismada, iiniversite
ogrencilerinin kendilerini ve baskalarini affetmelerini arttirmaya yonelik olarak olusturulan

grupla psikolojik danisma programinin etkililigi smnanmistir. Calismada ¢esitli affetme
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modellerinden yararlanilarak hazirlanan Affetmeyi Gelistirme Grup Programi bes

oturumdan olusmustur. Calismanin sonunda deney grubunun affetme diizeylerinin anlamli
Olgiide arttig1 belirlenmis ancak deney ve kontrol gruplarinin affetme son test puan
ortalamalarinda anlamli bir farklihik bulunamamistir. Bu bulgular dogrultusunda
arastirmacilar, affetmeyi gelistirmeye yoOnelik yapilacak miidahalelerin daha uzun siireli
olmasi gerektigiyle ilgili Onerilerde bulunmustur. Colak ise (2014), 6gretmen adaylarina
uyguladigi logoterapi yonelimli grupla psikolojik danisma uygulamasinin affetme esnekligi
kazandirmada etkililigini inceledigi calismada, sonuglar logoterapi yonelimli programin
affetme esnekligi kazandirmada etkili oldugunu ortaya koymustur. Mevcut arastirmada ise
10 oturumdan olusan grup psikoegitim programi, Enright’in (1996) Affetme Siireg
Modeli’nden yararlanilarak hazirlanmis ve psikolojik danisma yaklasimlarindan Bilissel
Terapi temel alinmistir. Bu grup psikoegitim programinin, psikolojik danigsman adaylarinin

affetme konusundaki ihtiyag¢larini karsilar nitelikte oldugu soylenebilir.

Deney grubundaki psikolojik danigman adaylari ile yapilan bireysel goriismelerden
elde edilen nitel bulgular da grup psikoegitim programinin olumlu etkileri dogrultusunda
olmustur. Programa katilan psikolojik danigsman adaylarinin program hakkindaki goriisleri
iic ana temada gruplandirilmistir. Katilimeilarin programdan kazanimlar, programin katkilari
ve programda etkili olan ¢alismalar ana temalarindaki goriisleri genel olarak olumlu yonde
olmustur. Birinci ana tema olan programdan kazanimlar kapsaminda alti1 alt tema elde
edilmistir. Ilk olarak psikolojik danisman adaylariin program sonrasinda affetme kavramina
iliskin farkindaliklarinda ciddi degismeler goriilmiistiir. Grupla psikolojik danisma
oturumlar1 siirecinde gercek affetmeyi tam olarak bilmedikleri, affetmeyi igsel bir siireg
degil de kisilerarasi kosullu bir siire¢ olarak degerlendirdikleri, daha ¢ok sahte affetme
siireglerini yasadiklar1 gozlemlenmistir. Ikiz ve digerleri (2015), psikolojik danisman
adaylarinin affetmeye iliskin inanglarini inceledikleri arastirmada benzer olarak, psikolojik
danisman adaylariin affetme kavramina iliskin dogru ve yeterli bilgiye sahip olmadiklarini,
affetmeyi kisileraras1 kosullu bir siire¢ olarak gordiiklerini, gercek affetme ile sahte
affetmeyi birbirinden ayrit edemediklerini belirlemislerdir. Affetme egitimleri ise bireylerin
affetme hakkinda bilgi edinmelerini saglamaktadir (Freedman, 2018). Benzer sekilde
mevcut arastirmada da grup psikoegitim programi sonrasinda yapilan bireysel goriismelerde
tim katilimcilarin affetme kavramina iliskin daha dogru aciklamalar yaptiklar1 ve bu
tanimlamalarin ilgili alanyazin ile Ortiistigii gorilmiistiir. Katilimcilarin  goriisleri,

“affetmenin barigmak olmadig1 (Enright ve North, 1998), i¢csel bir siire¢ oldugu (Baumeister
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ve digerleri, 1998), 6fkeyi terk etmeyi icerdigi (Hortwitz, 2005) ve karsi taraf i¢in yapilan

bir iyilik degil kendini 6zgiirlestirmek oldugu (Enright, 2001)” yoniindeki alanyazin bilgileri
ile tutarlilik gostermektedir. Bu dogrultuda psikolojik danigsman adaylarinin affetme
kavramina iligkin dogru bilgileri edinmelerinde ve farkindalik kazanmalarinda bu grup

psikoegitim programinin katkisi oldugu goriilmektedir.

Uygulamaya katilan psikolojik danigsman adaylarinin programdan kazanimlarina
iligkin bir diger kazanimin “affetmenin sonuglarina iligkin farkindalik” oldugu belirlenmistir.
Katilimcilar, uygulama sonucunda affetme ile “kisinin iistiinden yiik kalktigini, olumsuz
diisiincelerde ve sugluluk duygularinda azalmanin oldugunu, giinliikk islere daha kolay
odaklanabildiklerini, kendilerini ozgiirlestirerek kendilerine iyilik ettiklerini bildirmistir.
Affetmenin sonuglarma iliskin bu goriisler, ilgili alanyazin tarafindan da desteklenmektedir.
Bu aragtirmalarda affetme miidahaleleri sonrasinda depresyon belirtilerinde (Ha ve digerleri,
2019; Nouri ve digerleri, 2015), kaygi belirtilerinde (Lin ve digerleri, 2013; Nouri ve
digerleri, 2015), ruminasyonda (Ozgiir ve Eldeleklioglu, 2017) ve saldirganlik egiliminde
(Asici, 2018) azalma; psikolojik iyi olusta (Cardak, 2012; Hui ve Chau, 2009), 6znel iyi
olusta (Asici, 2018) ve yasam doyumunda (Ji ve digerleri, 2016) artis gozlenmistir. Ayrica
katilimcilarin tamaminin uygulama sonrasinda “affederek kendine iyilik yaptiklarina™ iliskin
gorliis bildirmis olmasi dikkati ¢ekmistir. Benzer olarak, ruh sagligi danismanlarinin
affetmenin danmigsma siirecinde kullanimina iliskin goriislerinin incelendigi arastirmada
(Konstam ve digerleri, 2010), katilimcilarin ¢gogunun, affetmenin kisinin kendisi i¢in bir
hediye olarak gordiikleri sonucuna ulasilmistir. Bu bulgular dogrultusunda mevcut
arastirmada grup psikoegitim programimin affetmenin olumlu sonuglarma iligkin

katilimcilarin farkindaliklarini gelistirdigi sdylenebilir.

Katilimeilarin programdan bir bagka kazanimi ise Ofkeyle yiizlesme deneyimi
gecirmis olmalaridir. Katilimeilarin gogunlugu uygulama siirecinde olay1 tekrar hatirlamanin
ac1 verici oldugunu ve oOfkeyle ylizlesme deneyimlerinin zor oldugunu ancak ofkeyle
ylizlesince rahatladiklarini belirtmistir. Bu bulgu affetme egitimlerinin bireylerin 6fkeden
kurtulmalarin1 kolaylastirdigin1 (Freedman, 2018), ofke diizeylerini azalttigin1 (Hilbert,
2015; Park, Enright, Essex, Zahn-Waxler ve Klatt, 2013) ve 6fke kontrolii becerilerini
artirdigin1 (Asici, 2018) ortaya koyan aragtirma bulgulariyla tutarlilik gostermektedir. Ayrica
uygulamaya katilan psikolojik danisman adaylari, olumsuz ig¢sel konugmalara iliskin
farkindalik kazandiklarini belirtmislerdir. Olumsuz diisiincelerle siirekli mesgul olma,

ruminasyon kavramini akla getirmektedir. Alanyazinda affetme ile ruminatif diisiincelerin
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iliskili oldugu belirtilmektedir (Barber, Maltby ve Macaskill, 2005). Benzer sekilde Ozgiir

ve Eldeleklioglu (2017) affetmeyi arttrmaya yonelik hazirlanan grup miidahale
caligmasiin, ruminasyon diizeyini azaltarak affetmeyi artirmada etkili oldugunu ortaya
koymuslardir. Bu bulgular, mevcut arastirmadaki grup psikoegitim programi ile olumsuz

i¢sel konugmalara iliskin farkindaligin arttigini belirten bulguyu destekler niteliktedir.

Katilimeilarin bir kismi1 programda acinin anlamina iligkin farkindalik kazandiklarini
belirtmistir. Acinin dogal ve gelistiren yoniinii fark eden katilimcilarin az olmasi dikkati
¢cekmistir. Acinin anlamli ile ilgili oturuma ¢esitli nedenlerle katilamayan katilimeilarin ¢ok
oldugu goriilmiistiir. Acinin anlamina iliskin farkindalik kazanan katilimci sayisinin az
olmasinin bundan kaynaklandigi diisiiniilmektedir. Bununla birlikte katilimcinin tamami, act
veren kisiye yoOnelik tutumlarinin degistigini belirtmistir. Grup psikoegitim programi
sonrasinda psikolojik danigsman adaylari, ac1 veren kisi ile empati kurmaya calistiklarini ve
suclayict olmaktan vazgegctiklerini belirtmistir. Bireylerin affetme diizeyleri, kendilerine
zarar veren kisiyle kurduklar1 empati diizeyine baglidir (Worthington ve digerleri, 2000). Bu
nedenle affediciligi gelistirme miidahalelerinde aci1 veren kisiye yonelik empatinin
gelistirilmesine iligkin ¢alismalar yapildigi goriilmektedir (McCullough ve Worthington,
1995; Sandage ve Worthington, 2010). Bu affetme miidahalelerinin empati diizeyinin
artmasina katki sagladigin1 ortaya koyan arastirmalar (Asici, 2018; Goldman ve Wade,
2012; Park ve digerleri, 2013), mevcut arastirmada aci veren kisiye iliskin duygu ve

diigiincelerin degismesini desteklemektedir.

Katilimer goriislerine gore ikinci ana tema olan programin katkis1 kapsaminda iki alt
tema elde edilmistir. Ik olarak grup psikoegitim programimin giinliik hayatlarma katkisinin
giinliik yasantilarina odaklanabilme, daha merhametli yaklasma, olumsuza degil olumluya
yonelme ve bastirma yerine affetmeye calisma yoniinde oldugu belirtilmistir. Psikolojik
danisman adaylarinin ileride daha etkili danismanlar olabilmeleri i¢in bitirilmemis islerine
deginerek kendi hayatlarindaki zorluklarin iistesinden gelmeleri onerilmektedir (Moorhead
ve digerleri, 2010). Bitirilmemis isleri bitirmede ise affetme yararli olmakta (Hope, 1987);
affedilmeyen yasantilarinin ¢oziilmesi, psikolojik olarak daha saglikli hayat icin gerekli
goriilmektedir (Ikiz ve digerleri, 2015). Affetme miidahaleleri sonrasinda giivenli baglanma,
stirekli kaygi, umut ve benlik saygisinda ortaya c¢ikan olumlu degisimler meydana
getirmesinin (Lin ve digerleri, 2013) giinliikk hayata da olumlu yansimasi kagmilmazdir.
Psikolojik danisman adaylarina uygulanan grup psikoegitim programinin meslek hayatlarina

oldukea katkisinin oldugu yoniindeki katilimci goriisleri de 6nemli goriilmektedir. Psikolojik
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danisman adaylar1, psikolojik danigsma silirecinde affetme ile nasil ¢alisilabilecegini

ogrendiklerini, kendilerinin affedemedigi yasantilar1 varken danisanlar1 yanlis yonlendirme
ihtimallerinin oldugunu fark ettiklerini ve mesleki yeterliklerinin arttigini belirtmislerdir.
Psikolojik danigman adaylarindaki bu degisimin oldukca degerli oldugu diisiiniilmektedir.
Nitekim Ikiz ve digerleri, (2015) tarafinda calismada, psikolojik danmisman adaylarinin
affetmeyi psikolojik danigma siirecinde bir danisman 6zelligi olarak gordiikleri, psikolojik
danigmanin danisanlar i¢in model olmasi agisindan affedici olmasi gerektigini diistindiikleri,
ancak psikolojik danisma siirecinde affetmeden nasil yararlanabileceginden bahsetmedikleri
goriilmiistiir. Benzer sekilde Konstam ve digerleri (2010) ruh sagligi danismanlariyla yaptigi
caligmada, affetmenin dikkat c¢ekici bir konu oldugunu ancak sistematik bir sekilde
miidahale edilemedigini belirtmektedir. Bu nedenle hem meslek calisanlarina yonelik
mesleki egitim araciligiyla egitimler verilmesi (Konstam ve digerleri, 2010), hem de
psikolojik danisman adaylarina lisans egitimlerinde affetmeyi bir terapi teknigi olarak nasil
kullanilacagina iliskin egitim verilmesi (Ikiz ve digerleri, 2015) 6nerilmektedir. Bu dneriler
dogrultusunda mevcut arastirmada psikolojik danigman adaylarin psikolojik danigma
siirecinde affetme konusunda nasil calisabileceklerine iliskin fikir elde etmis olmalari

sevindirici bir gelismedir.

Katilimcilarin program hakkindaki goriislerine gore elde edilen licilincii ana tema
programda etkili olan ¢alismalardir. Katilimeilar her hafta ev 6devi olarak verilen affetme
giinliiklerini farkindaliklarmin gelismesinde yararli oldugunu, grup siirecinde yapilan
etkinlikler ve egzersizlerin ise etkili oldugunu belirtmistir. Affetme giinliigli, katilimcilarin
kendi kendine yazarak yaptiklar1 caligmalar1 igermektedir. Affetme giinliigiiniin etkili
olduguna iligkin goriisler, Harper ve digerleri (2014) tarafindan yapilan arastirmada kendine
yardima yonelik bir ¢aligma kitabinin affetme egilimini artirdigi bulgusu tarafindan da
desteklenmektedir.  Katilimcilar tarafindan mevcut programin igerigi yeterli olarak
degerlendirilmekle birlikte, az sayida katilimer egitimin igerigine iligkin, giinliik yasamda
uygulanabilecek davranigsal 6devlerin verilmesi ve oturumlarda canlandirmalarin yapilmasi
yoniinde oOnerilerde bulunmustur. Danisanlara affetme {izerinde calismaya iliskin ev
odevlerin verilmesi ve bir sonraki aci veren bazi yasam deneyimlerini rol oynama ile
yeniden sahnelenmesi, affetme miidahalelerinde siklikla tercih edilen c¢alismalardandir.
Canlandirma ile danmisanlarin kirginliklarini ifade etme ve 6fkelerini disa vurarak bu 6fkeden
kurtulma firsati elde etmektedir (Fitzgibbons, 1986). Ornegin Hui ve Chau (2009)

cocuklarin affediciliklerini gelistirmeye yonelik hazirladiklar1 affetme programinin etkisini
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inceledikleri c¢alismada, canlandirmalar ve davranissal etkinlikler yer almustir. Ozellikle

cocuk ve ergenlerle yapilan affetme miidahalelerinde Biligsel-Davranig¢1 yaklagimin temel
alindig1; davranigsal 6devlerin verildigi ve canlandirmalar yapildig1 goriillmektedir. Mevcut
arastirmada ise affetmenin Oncelikle bilissel bir siire¢ olmasi ve katilimcilarin beliren
yetiskin olmasi nedeniyle davranissal caligmalar tercih edilmemistir. Alanyazinda bulunan
ve etkililigi ortaya konan affetme programlarinin igerikleri incelendiginde affetme kavramu,
affetmenin sonuglar1 ve yararlari, empati kurma, acinin anlagilmasi ile ilgili ¢alismalarin yer
aldig1 goriilmektedir. Katilimcilar tarafindan mevcut programin igeriginin yeterli olarak
degerlendirilmesi, programin psikolojik danigsman adaylarinin beklentilerini karsiladigina

isaret etmektedir.

Genel olarak katilimecilarin grup psikoegitim programinda yapilan uygulamalarin ve
grup yasantisinin affetme siireglerini kolaylastirdigini  belirtmeleri, hazirlanan grup
psikoegitim programinin planlandigi sekilde etkili oldugunu gostermektedir. Mevcut
aragtirmada grup psikoegitim programina katilmakta goniillii olan erkeklerin az olmast
nedeniyle, katilimcilarin ¢ogunu kadinlar olusturmustur. Bu durum programin affetme
iizerindeki olumlu etkisinin cinsiyet kaynakli olabilecegini de akla getirmektedir. Nitekim
affetme konusunda cinsiyetten kaynakli ortaya c¢ikabilecek farkliliklarin incelendigi bir
arastirmada (Wade ve Goldman, 2006), toplam 12 saat siiren grup psikoegitim programi
sonrasinda, kadinlarin intikam isteklerinde erkeklere gore daha c¢ok azalma oldugu
goriilmiistiir. Kadinlar ve erkeklerin psikolojik danigsma siirecinden kazanimlarmin farkl
diizeylerde olmasi muhtemeldir. Mevcut arastirmada da programin affetme {izerinde bu

denli etkili olmast, kadin katilimcilarin cogunlukta olmasindan kaynaklanmis olabilir.

Kisacasi, gerek daha dnceki arastirma sonuglar1 (Ikiz ve digerleri, 2015; Konstam ve
digerleri, 2010) gerekse mevcut arastirmadan elde edilen bu sonuglar dikkate alindiginda,
psikolojik  damigsmanlarin  ve psikolojik damigman adaylarmin  affediciliklerinin
gelistirilmesinin gerekli ve onemli oldugu sdylenebilir. Bdylece psikolojik danigmanlar
kazandiklar1 teorik bilgileri kendi hayatlarina aktararak kendi yaralarmin farkina
varabilecek, psikolojik danigma siirecinde de affetme konusunda danisanlarina daha dogru
yardimi sunabilecektir (Ikiz ve digerleri, 2015). Bu nedenle affetmenin bir terapi teknigi
olarak ele alinmasi ve psikolojik danisman egitimi siirecinde affetme egitimlerinin verilmesi
gerekmektedir (Ergiiner-Tekinalp ve Terzi, 2012). Bu baglamda psikolojik danismanlarin
affetmeyi psikolojik danisma siirecinde nasil ¢aligsabileceklerini agiklayan rehberler
mevcuttur. Bu rehberlerde (Cornish ve Wade, 2014; Enright ve Eastin, 1992), danismanlarin
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danisanlarla affetme iizerinde c¢alisirken kullanabilecekleri miidahale adimlar1 ve affetme

stirecinin her asamasinda danisanlara yardimci olmak igin 6zel 6neriler bulunmaktadir. Hem
psikolojik danigmanlarin hem de psikolojik danmigman adaylarinin bu rehberlerden

yararlanmalar1 onerilebilir.
Sonuc¢ ve Oneriler

Sonug olarak, Affetme Siire¢ Modeline dayali olarak hazirlanan affetmeyi gelistirmeye
yonelik grup psikoegitim programinin psikolojik danigman adaylarinin affetme diizeylerini
artirmada etkili oldugu ve bu etkinin kalic1 oldugu belirlenmistir. “Affetmenin gelistirilmesi
ve psikolojik danigma siirecinde kullanimi1” Psikolojik Danigma ve Rehberlik alaninda yeni
bir konu olmakla birlikte son yillarda bilimsel arastirmalarin siklikla yapilmasi sevindirici
bir gelismedir. Psikolojik danismanlarin affedemedikleri yasantilarinin olmasi, psikolojik
danisma siirecini olumsuz etkileyebilir. Bu durum dikkate alindiginda affetmeyi gelistirmeye
yonelik miidahalelerin psikolojik danigman egitiminde yer almasi 6nemli goriilmektedir. Bu
sayede psikolojik danisman adaylari, hem affetme siirecini kendi yasantilarinda kullanabilir,
hem de ilerleyen donemlerdeki meslek hayatlarinda affetme ile ilgili sorun yasayan
danisanlara yonelik psikolojik danigma siirecini bu bilgiler dogrultusunda planlayabilir.
Ayrica psikolojik danigman egitimi silirecinde ise Ogretim elemanlarimin “Psikolojik
Danisma Ilke ve Teknikleri, PDR’de Giincel Yaklasimlar ve Psikolojik Danisma
Uygulamalar1” gibi derslerde affedicilik, affetme modelleri ve affetmeyi gelistirmeye

yonelik miidahaleler hakkinda bilgi vermeleri 6nerilebilir.

Bu arastirmanin bazi sirliliklari da bulunmaktadir. Arastirma bir devlet
iiniversitesinde Ogrenim gormekte olan PDR lisans ogrencileri ile gerceklestirilmistir.
Ayrica, bu grup psikoegitim programina katilimda az sayida erkek 6grenci goniillii olmustur.
Bu nedenlerle arastirma sonuglarinin genellenebilirligi sinirlidir. Arastirmanin bir diger
siurliligy, karsilastirma grubu olarak plasebo grubunun kullanilmamis olmasidir. Calismaya
katilmaya goOniilli olan denek sayisinin az olmasi nedeniyle plasebo grubu
olusturulamamistir. Karsilagtirma grubu olarak sadece kontrol grubunun kullanilmis olmast,
arastirmanin kayda deger bir sinirlilig1 olarak goriilmektedir. Calismada deneklerin 6n test,
son test ve izleme testi Ol¢iimleri sirasiyla 10 ve 12 hafta arayla alinmistir. Deneklerin
Olcege asina olma ihtimallerinin bulunmasi, arastirmanin bir smirliligidir. Son olarak,
katilimcilarin affetme stirecine iligkin beklentilerin farkli olmasi, programdan kazanimlarim
etkileyebilir. Bu calismada grup tyelerinin grup psikoegitim programina iliskin

beklentilerinin elimine edilmemis olmasinin, bir sinirlilik oldugu diisiiniilmektedir.
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Introduction

Forgiveness, defined as a human virtue in Positive Psychology, is seen as the desired
outcome of conflict (Seligman & Csikszentmihalyi, 2000); it is accepted as the ability to
overcome the anger of the person and to see the person who made a mistake with feelings of
compassion (Roberts, 1995). Looking for revenge and hatred is regarded as pathological,
regardless of the event's nature or the social context (Macaskill, 2004). In contrast,
forgiveness brings many spiritual and physical benefits to the forgiving individual (Exline &
Baumeister, 2000). Thus, it is emphasized that improving forgiveness in clients is an
important therapy technique (Fitzgibbons, 1986).

Forgiveness is defined as “the individual's enthusiastically ending feelings such as
anger, negative judgment, and indifferent behavior by encouraging feelings such as love,
generosity, and compassion towards another person who hurt him unfairly” (Enright, 1996).
Then, Baumeister, Exline, and Sommer (1998) distinguish false forgiveness, silent
forgiveness, and true forgiveness. The false forgiveness is that the injured individual does
not forgive the harm internally, but says that he forgives. In this case, after the injured
individual states that he forgives the person who hurts him, he continues to contain or suffer.
In silent forgiveness, although an individual forgives the person who hurts him and he has
broken internally, it is not to tell the person he forgives. In this case, the injured individual
continues to feel guilty and continues to apologize and compensate for the loss, which states
that he regrets. In real forgiveness, the individual having positive feelings towards the
person who hurts him and expressing it to the person who hurts. In this case, the forgiving
individual feels an internal relief, gets rid of the negative feelings, and deliberately prefers
positive emotions rather than negative emotions (Baumeister et al., 1998). In the literature,
how the individual accomplishes this forgiving process is explained with different models.

In the literature, “process models of forgiveness” are accepted as the most common
among the models that explain forgiveness (Orathinkal, Vansteenwegen & Burggraeve,
2008). In these models, it is highlighted that it is a process in which individuals leave their
negative feelings in general, face past experiences and painful emotions, look at the hurt
person from a different perspective, and prefer to leave their feelings of anger and revenge.
One of the forgiveness process models, Enright's Forgiveness Process Model (Enright, 1996;
Enright & The Human Development Study Group, 1991), is favorably accepted. According
to this model, forgiveness occurs in four phases (uncovering, decision, working, and

deepening) and 20 units. During the uncovering phase, eight units are related to realizing the
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anger experienced and the defense mechanisms used, ensuring that they face negative

emotions and the harm of the negative emotions they face towards themselves and their
environment. This phase may be an emotionally painful process for the individual because
of the individual questions the pain he/she has experienced and its importance in life. In the
decision phase, three units acknowledge that the work done so far is not working, wanting to
forgive at a cognitive level, and deciding to forgive. In this phase, where the individual
thinks about forgiveness and develops awareness about what forgiveness is and what is not,
forgiveness is not fully realized, but the individual's desire for revenge decreases. In the
work phase, there are four units that are accepting the pain, reshaping the negativity, looking
at it from another perspective, and reevaluating it. At this stage, the individual begins to feel
compassion for the person who hurts him, develops a different perspective by empathizing
with him, and seeing him as a person beyond his mistake. In the deepening phase (deepen),
there are five units to realize the meaning of the pain, realize the needs of forgiveness, and
realize the freedom of forgiveness. In this last phase of the forgiveness process, the
individual consciously abandons emotions that may adversely affect the person's health
condition, such as anger, revenge; it brings new, positive goals and meanings from the
injustice and suffering it has experienced. Thus, the individual has understood and
assimilated the concept of forgiveness in all aspects (Enright, 1996; Enright, 2001; Enright
& The Human Development Study Group, 1991).

The primary purpose of these phases in the Process Model of Forgiveness is to
enable the individual to forgive those who harm him and help themselves strengthen their
psychological health and continue their lives with a positive perspective (Seller, 2016).
Considering that forgiving individuals' mental health is also protected (Toussaint & Webb,
2005), it can be said that it will be essential and beneficial to develop the forgiveness of the
clients in the psychological counseling process.

In the psychological counseling process, the counselors can notice their feelings and
thoughts, decide whether they want to forgive the person who hurts them, and if they want
to forgive them, they may aim to change their feelings and thoughts (Gumuscaglayan, 2018).
During the psychological counseling process, the clients' experience of forgiveness enables
them to recognize and reconstruct their impaired cognitive and emotional balance (Gordon,
Baucom & Snyder, 2000), thereby contributing to the clients' psychological recovery
processes. In this respect, forgiveness is seen as a facilitating therapeutic tool to achieve the
goals of the psychological counseling process (Wade, Bailey & Shaffer 2005).
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As working on forgiveness during the counseling process, psychological counselors

should first support the correct understanding of the clients' forgiveness process. If the client
is willing to forgive, psychological counselors should provide the necessary information
about forgiveness and explain forgiveness (Rotter, 2001). Thus, psychological counselors
who will use the forgiveness process in psychological counseling should first know what
forgiveness is and what factors affect the forgiveness process. For example, many clients
may think that forgiveness is synonymous with forgetting and compromise, so they may not
be willing to forgive. In such cases, psychological counselors must be sufficient to provide
accurate information about forgiveness to their clients (Ikiz, Mete-Otlu & Asici, 2015).

There is a belief that many psychological counselors go to the counseling profession
to solve their psychological problems (Sussman, 1992). This also brings to mind the risk of
developing a counter-transference with the clients during the psychological counseling
process of a psychological counselor who is busy with his injuries. Indeed, when
psychological counselors face injuries of their clients, they may also suffer from their
clients' injuries. Thus, it is highlighted that psychological counselors are aware of their own
pain and experience forgiveness to empathize with their clients appropriately (Moorhead,
Gill, Minton & Myers, 2012). For psychological counselors to successfully resolve similar
situations in their professional lives, it is important to know the meaning, importance, and
process of forgiveness (Menahem & Love, 2013). Because a psychologically unhealthy
counselor may hurt not only himself but also his clients, if the psychological counselor is
forgiving, it may be psychologically healthier and more beneficial to his clients. A forgiving
psychological counselor may also be a good model for clients; as he has more information
about the process and results of forgiveness, he can encourage his clients to forgive more
(Ikiz et al., 2015). For this reason, it is important to develop the forgiveness of psychological
counselors during their undergraduate education before starting the profession. Also,
Erguner-Tekinalp and Terzi (2012) state that forgiveness should be addressed in
psychological counselors’ undergraduate education since the concept of forgiveness may
emerge during the counseling process.

Studying with forgiveness with psychological counselor candidates may increase
counselors' awareness about the negative feelings of their clients because of inability to
forgive and gain competence to work in forgiveness during the counseling process
(Gumuscaglayan, 2018). Forgiveness is accepted as a skill that can be learned (Harris,
Thoresen & Lopez, 2007). In this regard, it has been proposed to improve the forgiveness of

psychological counselors in the studies (Gumuscaglayan, 2018; ikiz et al., 2015; Konstam et



M, Vural-Batik & N. Afyonkale-Talay / Pamukkale University Journal of Education, 51, 1-33, 2021 5
al., 2000; Moorhead et al., 2010; Oztorel, 2018) investigating the level of forgiveness of

mental health counselors and candidates who provide psychological counseling services.
When psychoeducation programs about forgiveness in the literature are examined, it can be
seen that domestic (Adam-Karpuz, 2019; Bugay & Demir, 2012; Colak, 2014) and abroad
(Graham, Enright & Klatt, 2012; Ha, Bae & Hyun, 2019; Harper et al., 2014; Ji, Tao & Zhu,
2016; Lin, Enright, & Klatt, 2013; McCullough & Worthington, 1995; Sandage &
Worthington, 2010; Wade & Goldman, 2006; Worthington et al., 2000) studies are
available.

However, it is seen that there are very few group psychoeducation studies (Hall &
Fincham, 2008) to improve forgiveness with mental health counselors and candidates. Hall
and Fincham (2008) researched to increase the level of psychologist candidates' self-
forgiveness, but the duration of psycho-education is concise. Although group
psychoeducation programs benefit from various psychological counseling approaches,
forgiveness studies are based on mostly Cognitive-Behavioral Therapy theory; according to
the theory, forgiveness is considered a process and planned according to process models.
The current research developed a group psychoeducation program based on the forgiveness
process model.

In this research, it was aimed that testing the effectiveness of a group of
psychoeducation programs prepared to improve the levels of forgiveness of psychological
counselors. Consequently, the questions to be answered in the research are:

1. Is the group psychoeducation program prepared to improve the level of forgiveness
of psychological counselor candidates is effective?

2. Is the group psychoeducation program's effect prepared to improve the level of
forgiveness of psychological counselor candidates is permanent?

3. What are the opinions of psychological counselor candidates regarding the

effectiveness of the group psychoeducation program?

Method

Design

The study, which examines the effect of the group psychoeducation program on improving
forgiveness applied to psychological counselor candidates, was organized with a mixed
design and quantitative and qualitative research methods. Mixed studies are the types of
research in which quantitative and qualitative methods are used to answer the questions
related to the subject (Buyukozturk, Kilic-Cakmak, Akgun, Karadeniz, & Demirel, 2012).
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The qualitative dimension of this research is “determining the opinions of the

psychological counselor candidates participating in the group psychoeducation program on
the program's effectiveness.” Qualitative research is the type of study in which participants'
points of view can be reached directly and in their natural environment, and the results can
be expressed verbally (Buyukozturk et al., 2012). This research was carried out as a case
study, one of the qualitative research methods. Case study; a current case is an in-depth
study that focuses on events, situations, and groups (Yin, 1994).

This study's quantitative dimension is “the examination of whether the levels of
forgiveness of the psychological counselor candidates who participated and did not
participate in the group psychoeducation program differ significantly.” Quantitative studies
are the types of research in which numerical results are obtained from the sample group
representing the universe related to a particular research topic. The results can be
summarized statistically (Buyukozturk et al., 2012). In this direction, "2x3 design
(experiment / control groups - pre-test / post-test / follow-up test) ", which is one of the
quasi-experimental designs, was used in the research. The quasi-experimental pattern is the
most used experimental pattern, especially in research in education, where it is impossible to
control all variables (Cohen, Manion & Marrison, 2000).

After obtaining the approval of the research ethics committee from the Ondokuz
Mayis University, Social and Humanities Ethics Committee (Decision date: 09.05.2019,
Decision number: 2019-140), pre-test data was collected with the Forgiveness Scale (FS)
from the experimental and control groups. Then, a group psychoeducation program was
applied to the experimental group to improve forgiveness, consisting of 10 sessions, each
session lasting about two hours; no studies have been conducted with the control group. At
the end of the experimental process, the Forgiveness Scale was applied to both experimental
and control groups as a post-test. Three months after the experimental procedure, the same
scale was reapplied to both groups. The current research has one independent and one
dependent variable. The research's independent variable is the “group psychoeducation
program,” and the dependent variable is the “level of forgiveness” measured by the
Forgiveness Scale.

Participants

The participants of this research consist of undergraduate students studying at the
Psychological Counseling and Guidance Department of a public university. First of all, the
Forgiveness Scale was applied to the participants. The experimental and control group were
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established by using the exact match method and the experimental group consisting of 10

people and a control group comprised of 10 people. Individual interviews were conducted
with the participants, and they were informed about the study. Two participants who could
not attend the group sessions were included in the control group because the daily schedule
of the participants assigned to the experimental group did not obey. The two participants in
the control group, which had similar features in terms of scale scores and could participate in
the sessions, were included in the experimental group. Thus, 20 people chosen to the
experimental and control groups formed participants of the current research. The informed
consent form was given to all participants, and written consent was obtained from the
participants. All of the participants assigned to the experimental group attended all sessions.
There was no loss of participants in either group. Both groups included one male and nine
female participants.

The mean age of the participants in the experimental group is 20.8 (SD=1.75), and
the mean age of the participants in the control group is 20.5 (SD=2.17). Independent
samples t-test conducted to determine whether there is a difference between the pre-test
scores of the experimental and control groups from the Forgiveness Scale are given in Table
1.

Table 1. Independent samples t-test scores

FS n Mean  SD Df F t p

Experimental Group 10 54.3 12.72
Control Group 10 54.7 11.86

109 109 914

As seen in Table 1, there is no significant difference between the pre-test scores of
the experimental and control groups [tue)=.109; p>.05], that is, groups can be said to be
equivalent in terms of forgiveness pre-test scores.

Data Collection Instruments

In this research, quantitative data were collected through the “Forgiveness Scale,” and
qualitative data were collected with the “Semi-Structured Interview Form.” Additionally,
“Demographic Information Form” with questions about gender, age, place of residence,
parental attitude, and traumatic experiences was used.

Forgiveness scale (FS).

The scale was developed by Ersanli and Vural-Batik (2015) on university students to

conclude the level of forgiveness. The scale includes 13 items with Seven Likert type. The
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lowest score that can be obtained from the scale is 13, and the highest score is 91. High

scores obtained from the scale mean that the level of forgiveness is high. To decide the
scale's construct validity, explanatory and confirmatory factor analysis was conducted, and
the total variance was determined to be 46.09%. The scale was found to be acceptable with
two factors (x?/ sd=1.95, RMSEA=.07, GFI=.91, AGFI=.87, SRMR=.06, NNFI=.89,
CFI=.91, p<.000). The first sub-scale, called "Forgiving Someone Else,” consists of 10
items; the second sub-scale, called "Forgiveness," consists of three items. The Cronbach
alpha coefficient calculated to determine the internal consistency is .74. The test's split half-
reliability coefficient was found to be .71 for the first half and .77 for the second half. In
another study conducted by Vural-Batik (2019) on candidates for psychological counseling,
the scale's Cronbach alpha coefficient was found as .80.

Semi-structured interview form.

In the current study, face-to-face interviews were conducted with the psychological
counselor candidates participating in the group psychoeducation program, and the Semi-
Structured Interview Form prepared by the researchers was used in the interviews.
Interviews were recorded in voice with the permission of the participants.

Experimental Procedure

The psychoeducation program was prepared by the researchers to improve forgiveness in
candidate psychological counselors. As preparing this program, Enright's Forgiveness
Process Model was based on (Enright, 1996; Enright, 2001; Enright & Fitzgibbons, 2000;
Enright & The Human Development Study Group, 1991). According to the model, the
process of forgiveness consists of four stages. There are a total of 20 units in the stages of
facing anger, deciding to forgive, working on forgiveness, awareness, and emotional
freedom. The group psychoeducation program includes these phases and units and consists
of 10 sessions. The group psychoeducation program was put into action once a week in the
spring term of the 2018-2019 academic year, and each session keeps going for about two
hours. The sessions were conducted under the second author's leadership, who completed his
Ph.D. in Psychological Counseling and Guidance. The content of the group psychoeducation
program prepared to develop forgiveness was carried out as follows:

The program is composed of ten sessions, and the group comes together once a
week. The sessions began with the summarization and warm-up play in which the week and
assignments were shared, and each session ended with a relaxation, summarization and

assignment. In the first session, information about the “Forgiveness Diary” to be given in
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accordance with the subject of the session was given in each session. While creating daily

questions, the book named "Forgiveness Is a Choice: The Step-by-Step Process of Resolving
Anger and Restoring Hope" (Enright, 2001) was used.

In the first session, after the group leader introduces himself, the group members
were introduced to each other with a play, and information was given about the group rules,
the purpose, and the content of the program. Participants share their opinions about the
definition of forgiveness; then, they were given information about what forgiveness is and
what is not. Group sharing was made about the effects of negative experiences on them, and
then the information was given about the results of forgiveness and the process of
forgiveness. “Starting the Forgiveness and Preparing to Forgive” exercise was carried out on
the worksheets. At the end of the session, the members were asked to position their
whereabouts in a chart of 1-10 in the process of forgiveness; Emphasis is placed on factors
that may cause different positioning. In the second session, the group members were
informed about the defense mechanisms they could use to avoid their angry feelings in the
face of their experiences. They could not forgive. They worked on the “How Do You Avoid
Facing Your Anger?” worksheet. The negative effects of anger on health were mentioned,
and then, "Did you Face Your Anger?" exercise was done. In the third session, with the
worksheets, "Do you constantly think about the error or the criminal?" and “My Negative
Inner Conversations” exercises were done to let them think and be aware of ruminative
thoughts concerning events or people that affected them negatively. Then, "Do You
Compare Your Situation and Offender's Situation?" and “Did This Hurt Change Your
Vision?” exercises were done to let participants be aware of their anger toward the
evaluation of their own-self as a victim and others as the winner. Thus, it was tried to gain
awareness that the options of letting anger control their lives or not. In the fourth session,
"Are you ready to forgive?" "Accepting that the work is done so far is not working™" and
"Being willing to start the process of forgiveness™ exercises were done in order to create
awareness in participants about whether they are willing and ready for the forgiveness
process, what level they are ready and what they have done so far. In the fifth session,
participants were informed about the worksheet “My Thoughts, Feelings and Behaviors” and
the ABC model, and the relationship between thought-emotion-behavior was emphasized
through stories. Then, the group members were asked to create correct rankings within the
ABC model framework from the list, which was given in mixed order as event-thought-
emotion-behavior. “Don't Try to Understand” exercise was held to create a different view of

the unforgivable person; it has been tried to create a different perspective on what he has a
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history and what kind of person he is in general and spiritually. In the sixth session, work

continued within the framework of the ABC model; it has been studied to create a different
perspective by using “Automatic Thoughts,” “Converting Irrational Thoughts into Rational
Thoughts,” “Three Filters of Socrates” techniques. In the seventh session, information was
given about the concepts of empathy and compassion, it was associated with the process of
forgiveness, and a "Compassion Development™ study was carried out. Then, the long-term
destructive effect of pain and sharing about choosing to live with pain were shared, and the
“Acceptance of Pain” exercise was carried out. In the "Change Language" study, the effects
of negative and over-generalizing expressions used by group members, and how they can
change them were shared. The group members were frequently asked to express automatic
thoughts that came to their mind and were asked to change the language and re-express it. In
the eighth session, with the “Awareness Time” worksheet, the group members were tried to
think about the meaning of the pain, the need to forgive, not to be alone, within the
framework of the questions given to discover the meaning of life, and to raise awareness.
Then, "Giving a Gift to the Criminal” exercise was carried out. The group members were
asked to think about what they would give and list the possible options if they had to give a
gift to the person they could not forgive and regard as a criminal. Then, members were given
various art materials and asked to visualize a gift of their choice. In the ninth session,
information about compromise and compromise conditions was given and shared. By
saying, "Saying | Forgive You," the group members were supported to say "I can forgive / |
forgive" to themselves or perhaps to the other person during the forgiveness process. Finally,
they were asked to write a letter that they did not have to send to the person they could not
forgive with the "Letter Writing™ exercises. In the tenth session, options about the freedom
and benefits of the forgiveness were shared, then "Discovering the Freedom of Forgiveness"
exercise was done. Then, the work done in all sessions was summarized, and group
members were asked to share their gains from the program. The members were asked to
indicate their forgiveness levels before and after the program with a number between 1-10
and to share the studies they found effective in increasing their forgiveness levels. Finally,
the members who were divided into three groups were asked to make a newspaper page or a
poster about this program by considering their gains and experiences in the group. After
each group shared its product, the scale was applied. The program was ended by giving
participation certificates to the members.
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Analysis of Data

In the current study, a mixed study design, including quantitative and qualitative
dimensions, was used. In the quantitative data analysis, firstly, the homogeneity, kurtosis,
and skewness values of the variances were calculated, and the Shapiro-Wilks test was
applied to determine whether the data showed normal distribution. The data obtained from
the Levene test conducted to test the homogeneity of variances showed that there was no
significant difference between the experimental and control groups in terms of forgiveness
scores (p =.74, p> .05). That is, the groups were similar. The kurtosis value of the scores
obtained from the scale's pre-test measurements was -.81 (Standard error =.99), and the
skewness value was -.22 (Standard error =.51). The fact that the kurtosis and skewness
coefficients are close to 0 within the limits of = 1. The kurtosis and skewness indices are
close to 0 within the limits of + 1.5 are considered evidence of the existence of the normal
distribution (Tabachnick & Fidell, 2013). Additionally, with the Shapiro-Wilks test, the
hypothesis that “the distribution of forgiveness pre-test scores does not differ significantly
from the normal distribution” was confirmed (p=.75, p>.05). Suppose the sample size is less
than 35. In that case, it is suggested to use the Shapiro-Wilks test (Shapiro & Wilk, 1965).
The p value calculated after the test is greater than a=.05 is considered evidence that the
scores come from the normal distribution (Mertler & Vannatta, 2005). According to these
findings obtained from normality tests, the data were normally distributed, and parametric
tests were used in analyzes. In order to determine the applied program's effectiveness, two-
factor analysis of variance for repeated measures (ANOVA) was performed on a single
factor to test the significance of the difference between the pre-test, post-test, and follow-up
test scores of the participants in the experimental and control groups. In order to apply
variance analysis for repeated measurements, it is recommended to examine whether or not
the sphericity assumption is met (Gamst, Meyers & Guarino, 2008). According to the
Mauchly Sphericity Test Results, when the values obtained for repeated measurements from
FS were examined, it was observed that the sphericity assumption was provided (W)=.94,
p> .05). Bonferroni test was conducted for comparisons between groups and between
measurements to test the source of the difference determined by ANOVA. The data obtained
from the research were analyzed using the SPSS 21.00 package program. The significance
of the statistics obtained were tested at the .05 level.

In qualitative data analysis, participants and data collection instruments were first

defined as detailed as possible to verify the study's external reliability. For the research's
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internal validity, consistency in data collection, data analysis, and data interpretation

processes was ensured. Qualitative data obtained on the effectiveness of the program in the
research were analyzed and interpreted descriptively. In this direction, first of all, sound
recordings were written. A qualitative data set was created by combining the participants'
answers, and its accuracy was confirmed by an expert. The researcher created the draft
coding list, and the written data was coded with this draft coding list. During draft coding,
possible themes were created. After the researcher has identified assured themes and the
codes under these themes, he/she has implemented a new coding system based on this
theme-code relationship. Later, themes and codes were shared with the other researcher, and
a reliability study was done between coders. As a result of the reliability study, the themes
were found reliable because each theme's coding showed a value greater than .80. Miles and
Huberman (1994) said that the codec agreement should be at least 80% according to the
coding reliability. Both researchers came together to discuss the codes, themes, and possible
conflicts. Finally, the results are organized and interpreted according to themes.

Results

The means and standard deviations of the pre-test, post-test, and follow-up test scores
obtained from the Forgiveness Scale of the psychological counselor candidates in the
experimental group and the control are given in Table 2.

Table 2. The means and standard deviations

Pre-test Post-test Follow-up
Groups Mean SD Mean SD Mean SD

Experimental Group
(n=10)

Control Group
(n=10)

54.3 12.72 63.7 12.99 63.0 13.34

53.7 11.86 50.3 13.15 48.1 12.84

In Table 2, when the means and standard deviations of the experimental and control
groups considering the pretest, posttest, and follow-up test scores of the experimental group
were examined, the pre-test mean score of the students in the experimental group was 54.3
(SD=12.72) and the post-test mean score was 63.7 (SD=12.99). The mean follow-up test
score was 63.0 (SD=13.34). The pre-test mean score of the control group was 53.7
(SD=11.86), the post-test mean score was 50.3 (SD=13.15), and the follow-up test means

score was 48.1 (SD=12.84). As it is understood from these findings, there was an increase in



M, Vural-Batik & N. Afyonkale-Talay / Pamukkale University Journal of Education, 51, 1-33, 2021 13
the post-test and follow-up test mean scores compared to the pre-test mean scores in the

experimental group, whereas there was a decrease in the control group.

Two-way repeated-measures ANOVA applied to determine whether there is a
statistically significant difference between the experimental and control groups' mean scores
is shown in Table 3.

Table 3. Two-way repeated-measures ANOVA

Source Sumof  Df Mean of F p
Squares Squares
Between Groups 9535.65 19
Groups 1392.01 1 1392.01 3.07 .09
Error 8143.63 18 452.42
Within Groups 1455.33 40
Measurements 90.03 2 45.01 2.16 A2
Group*Measurement 617.63 2 308.81 14.86 .000
Error 747.66 36 20.76
Total 10990.98 59

As seen in Table 3, the group effect was found to be insignificant as a result of the
variance analysis performed on the mean scores of the individuals in the experimental and
control groups from the forgiveness scale pretest, posttest, and follow-up test measurements
(F@-18=3.07; p>.05). Accordingly, it is observed that there is no significant difference
between the mean scores obtained by the experimental and control groups from the
Forgiveness Scale, without discriminating between the pre-test, post-test, and follow-up test
measurements.

It was founded that the difference between the mean scores of the individuals taken
from the pre-test, post-test, and follow-up test measurements was not significant, regardless
of the group (F(2-36)=2.16; p>.05). Accordingly, when there is no group distinction, it can be
said that the level of forgiveness of individuals does not change depending on the
experimental process. However, it was also discovered that the value obtained as a result of
the examination of this common effect (group * measurement effect) was significant (Fc-
36)= 14.86; p<.001). This finding shows that the scores obtained from the Forgiveness Scale
of the psychological counselor candidates in the experimental and control groups in the
pretest, posttest, and follow-up test measurements significantly changed to determine

between which groups this difference is; Bonferroni test was conducted between the groups
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and between the measurements, depending on the average scores of the individuals in the

experimental and control groups from forgiveness pretest, posttest, and follow-up test
measurements. Bonferroni test, one of the post-hoc techniques, was preferred because it
demonstrates the difference between the groups and the significance of this difference, free

from type | and types Il errors (Miller, 1969). Bonferroni test results are given in Table 4.

When Table 4 is analyzed, it is seen that there is a significant difference (-9.40,
p<.01) between the forgiveness pre-test and post-test mean scores of the psychological
counselor candidates in the experimental group. Also, there was a significant difference (-
8.70, p<.05) between the mean scores of forgiveness, pre-test, and follow-up test in the
experimental group. Also, it is seen that there is no significant difference between the
forgiveness posttest and follow-up test mean scores of the experimental group (.70, p>.05).
According to these results, the psychological counselor candidates' forgiveness scores in the
experimental group increased significantly after the program; this effect of the program has
been preserved up to three months after the program. It was observed that there was no
significant difference between the forgiveness pretest and posttest mean scores of the
psychological counselor candidates in the control group (3.40, p>.05) and the mean scores
of the posttest and follow-up test (2.20, p>.05). However, there was a significant difference
(5.60, p<.05) between the forgiveness pretest and follow-up test mean scores of the control
group. According to these results, it can be said that the forgiveness scores of the
psychological counselor candidates in the control group who did not participate in the group
psychoeducation program decreased gradually, and the level of forgiveness decreased

significantly three months after the experimental procedure.

Table 4. Results of the Bonferroni test

Experimental Group Control Group

Pre-test Post-test Follow-up Pre-test  Post-test Follow-up
Mean dif. Meandif. Meandif. Meandif. Meandif. Mean dif.

Experimental  Pre-test -9.40**  -8.70* .60 - -

Group Post test - - .70 - 13.40* -
Follow-up - - - - - 14.90*

Control Pre-test - - - - 3.40 5.60*

Group Post- test - - - - - 2.20
Follow-up - - - - - -

*p<.05, **p<.01
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It is seen that there is a significant difference between the forgiveness posttest mean

scores of the psychological counselor candidates in the experimental group and the posttest
mean scores of the control group (13.40, p<.05). A significant difference (14.90, p<.05) was
found between the mean scores of the forgiveness follow-up test of the psychological
counselor candidates in the experimental group and the control group's follow-up test mean
scores. In other words, the levels of forgiveness of the psychological counselor candidates in
the experimental group increased significantly after the group psychoeducation program
compared to the control group. This effect continued until three months after the program.
The levels of forgiveness of the psychological counselor candidates in the control group

decreased gradually.
Opinions of Psychological Counselor Candidates about the Program

Interviews regarding the effectiveness of the program with the psychological counselor
candidates (n=10) participating in the experimental group were subjected to content

analysis; the Main themes and sub-themes obtained are given in Table 5.

Table 5. Obtained main themes and sub-themes

Main themes Sub-themes f

Awareness of the concept of forgiveness 10

Awareness of the consequences of forgiveness 10

) The experience of facing anger 8

Program gains o )
Awareness of negative internal conversations 9
Awareness of the meaning of pain 4

Change in attitudes towards the painful person 10

Contribution to daily life 9
Program contribution Contribution to professional life 10
) o Forgiveness diary-homework 7
Effective studies in the o )
Activities and exercises 9
program _
Event suggestions 2

As a result of the content analysis, three main themes were obtained: “program
gains,” “program contribution,” and “effective studies in the program” (Table 5). Firstly, six
sub-themes were obtained within the main theme of “Program Gains.” The first of these sub-

themes is “awareness of the concept of forgiveness” (n=10). According to the findings
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obtained from the participant interviews, it was seen that more accurate definitions were

made about what forgiveness is in general. It was stated by the participants that forgiveness
does not mean pity and reconciliation, it is not necessary to take that person back into your
life when he/she forgives, it is not needed to tell the person that he/she is forgiven, not
forgiving harms the person himself/herself and by forgiving the person does himself/herself
a favor, forgiveness is not a favor done for the others but to free yourself. The statement of
one of the candidates of psychological counselors who gave opinions about this theme is as

follows:

“I learned that forgiveness is to free yourself rather than bringing that person back
into your life. Not to feel that pain again when you return to the past... I learned that

not forgiving only hurts me; forgiveness means being free.”

The second sub-theme obtained under the main theme of “program gains” is
“awareness of the consequences of forgiveness” (n=10). Within the scope of this theme, the
participants stated that there were positive results such as “decrease in negative thoughts,
relaxation of the mind, focus on daily affairs, decrease in conscience or guilt, and emotional
freedom” at the end of forgiveness. The statement of one of the candidates of psychological

counselors who gave opinions about this theme is as follows:

“I can say that forgiveness lifts a huge burden on one's shoulders. Because he/she is
constantly thinking of that person, his/her perceptions are always there. Even if
he/she says | don't care, he/she cares. When he/she forgives, this burden is lifted.

Both our minds and our mind breathe easily. A process that eases the person”.

The third sub-theme obtained within the main theme of “program gains” is “anger
experience” (n=8). According to the findings obtained from the participant interviews, it was
observed that the participants' experiences of facing anger were difficult, remembering the
event again was a painful experience, and defense mechanisms such as hitting and using
humor were used to avoid confrontation with anger. It was stated by the participants that “it
is useful to realize that anger exhausts them and they relax when faced with anger”. The
statement of one of the candidates of psychological counselors who gave opinions about this

theme is as follows:

“It was complicated at first. When my anger came to the surface, | couldn't accept it
at first, but it was easier to deal with it as soon as | realized how much it exhausted

29

me .
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The fourth sub-theme obtained under the main theme of “program gains” is

“awareness of negative internal conversations” (n=9). According to the findings obtained
from the participant interviews, it was observed that the participants mostly made
generalization and mind reading. Participants stated that they realized negative internal
conversations such as “they did not have the right to do this, I did not deserve this, | was
wronged, | wish | did not say, | wish | did not.” The statement of one of the candidates of
psychological counselors who gave opinions about this theme is as follows:

“I thought that I was subjected to injustice, that I was experiencing it even though |
did not deserve it. | realized that | was constantly focusing on the negative. Also, I
realized that | could change them, especially after working on our automated
thoughts, and I tried to change them”.

The fifth sub-theme obtained under the main theme of “program gains” is
“awareness of the meaning of pain” (n=4). The participants stated that “the pain worsens the
person and considerably affects life; however, it is a normal feeling and realizes the aspect
that develops the person.” The statement of one of the candidates of psychological

counselors who gave opinions about this theme is as follows:

“I thought I liked to pain; | thought | was feeling emotionally pleased. But | realized
that this wore me down. We talked about it in the group. ‘How much does our pain

wear us out?” My answer was 8-9. I noticed that the pain worsens me”.

The sixth sub-theme obtained under the main theme of “program gains” is “change in
attitudes towards the painful person” (n=10). In line with the participants' opinions, it was
observed that there were changes in the participants’ thoughts, feelings, and behaviors,
mostly towards the painful person. The participants stated that they gave up being
accusatory towards the unhappy person. The emotions were neutral, the pain and anger they
felt diminished, they did not care about him as much as before, the conscience relaxed, and
they felt free. The speech of one of the candidates of psychological counselors who gave

opinions about this theme is as follows:

“I was angry with that person. When he/she wanted to talk to me, I was reacting very
hard. Because if | answer properly, | will face him/her, and | thought he/she would
try to make peace with me. When | forgive him/her, he/she made me comfortable to

know that I didn't have to take him/her back into my life. Now I'm giving lower
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reactions. | saw that there are things that can happen to every person. | have no anger

now. My conscience is more comfortable now; I did my best to forgive.”

Secondly, two sub-themes were obtained within the main theme of “program
contribution.” The first of these sub-themes is “contribution to daily life” (n=9). Within this
theme, participants expressed their opinions that they can relax and focus on their lives in
their daily lives, approach more mercifully, tend towards positive rather than negative, try to
be aware of irrational thoughts, and try to forgive instead of suppression. The speech of one
of the candidates of psychological counselors who gave opinions about this theme is as

follows:

“I was ruining my day. That person came to my mind frequently. But now I'm
organizing my life for myself because | can leave that pain on the sidelines. | feel
much better because | can forgive. | wish | had met this training before. | hope | don't
forget what | learned. From time to time, when | am overwhelmed, I think of what
we talked about in sessions, | realize my cognitive distortions and | think | should

change them”.

The second sub-theme obtained under the main theme of “program contribution” is
“contribution to professional life” (n=10). According to the findings obtained from the
participant interviews, it was seen that experiencing the psychological counseling process
with the group contributed to their professional competencies. The psychological counselors'
candidates stated that they learned how to work with forgiveness during the counseling
process, realized that they had the risk to develop counter-transference and mislead the
clients if they had experiences they could not forgive, and observed the group counseling
skills and leadership role in the session. The statement of one of the candidates of

psychological counselors who gave opinions about this theme is as follows:

“I am aware that there is an issue | can encounter in my professional life. I know how
I can help a client who cannot forgive. For example, when the client came, | thought
it was difficult to forgive; for example, 1 would mislead. But now | see that it is
possible to forgive. | can use what | learned in the group. This was the biggest

contribution of this program to me”’.

Lastly, three sub-themes were obtained within the main theme of “Effective Studies
in the Program.” The first of these sub-themes is “forgiveness diary- homework” (n=7).

Within this theme, the participants stated that thinking about the forgiveness diary questions
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given as homework helped them realize many things and wrote easily because no one would

read. The statement of one of the candidates of psychological counselors who gave opinions

about this theme is as follows:

“Forgiving diary was a very nice thing, in my opinion, because it allows people to
write down their emotions and make it concrete and make it look realistic. I could
write comfortably as | knew that no one would read. It made me see all my
thoughts”.

The second sub-theme obtained under the main theme of "Effective studies in the
program™ is "activities and exercises" (n=9). The participants stated that the program's
activities and exercises are fun, relaxing, questioning, effective, and useful. The participants
evaluated the content of the program as sufficient and satisfactory. The statement of one of
the candidates of psychological counselors who gave opinions about this theme is as

follows:

“I think the content of this program was prepared beautifully. | like the activities very
much. The content is very original and beautiful. | think this program will facilitate

forgiveness”.

The third sub-theme obtained under the main theme of “Effective Studies in the
Program” is “Activity Suggestions” (n=2). Within this theme, the participants made
suggestions for giving behavioral assignments that can be applied in daily life and
performing the sessions. The speech of one of the candidates of psychological counselors

who gave opinions about this theme is as follows:

“I think it would be better if there were activities and assignments that we could try

and share in daily life instead of written assignments”.

Discussion

In the current study, the effectiveness of the group psychoeducation program prepared to
improve the level of forgiveness of psychological counselor candidates was tested. As a
result of the research, it was concluded that the level of forgiveness of the psychological
counselor candidates who participated in the group psychoeducation program increased
significantly. This effect continued until three months after the program. However, the levels
of forgiveness of the psychological counselor candidates in the control group decreased

gradually. It is seen that the group psychoeducation program based on Enright's (1996)
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Forgiveness Process Model meets the needs of the psychological counselor candidates in

this regard.

Although there is no research about increasing forgiveness of psychological
counselor candidates in the related literature, there is a study done by Hall and Fincham
(2008) with candidates for psychologists. In the research, the effect of the self-forgiveness
course given to undergraduate psychology students was examined. It was concluded that
there was a decrease in the feeling of guilt and an increase in self-forgiveness due to the
training given online. Apart from this, the studies examining the effectiveness of the
programs prepared to develop forgiveness on different groups also support the findings of
the current research. Some of these researches were conducted with children and adolescents
(Asici, 2018; Eker, 2017; Erturk, 2019; Hui & Chau, 2009; Nouri et al., 2015; Ozgur &
Eldeleklioglu, 2017), and most of them conducted with university students (Adam-Karpuz,
2019; Bugay & Demir, 2012; Cardak, 2012; Colak, 2014; Graham et al., 2012; Ha et al.,
2019; Hall & Fincham, 2008; Harper et al., 2014; Ji et al.,, 2016; Lin et al., 2013,
McCullough & Worthington, 1995; 2016; Sandage & Worthington, 2010; Wade &
Goldman, 2006; Worthington et al., 2000). The duration of these programs varies from 1 to

18 sessions, and while creating the programs, different Forgiveness Models were used.

Additionally, some group psychoeducation programs have been supported by
Cognitive Behavioral Therapy, Logotherapy, and Reality therapy. It is seen that some of
these group psychoeducation programs are done through self-help books or writing therapy,
some are done through information, and most of them are done through group counseling. It
is thought that the differences in the effect sizes of the programs for improving forgiveness
are due to the differences in the duration, content, and method of the programs. For example,
in the study conducted by Bugay and Demir (2012), the effectiveness of the psychological
counseling program was tested with the group created to increase university students'
forgiveness to themselves and others. In this study, the forgiveness development group
program consisted of five sessions. At the end of the study, it was determined that the levels
of forgiveness of the experimental group increased significantly. Still, there was no
significant difference in the mean scores of the experimental and control groups' forgiveness
post-test. In line with these findings, the researchers made suggestions that the interventions
to improve forgiveness should be longer. Also, Colak (2014) found that the logotherapy-
oriented program effectively gained flexibility for forgiveness in his study, where he

examined the effectiveness of the application of psychological counseling with the
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logotherapy-oriented group applied to teacher candidates. In the current research, the group

psychoeducation program consisting of 10 sessions was prepared by taking advantage of
Enright's (1996) Forgiveness Process Model and the program based on Cognitive Therapy
approaches. It can be said that this group psychoeducation program meets the needs of

psychological counselor candidates in forgiveness.

Qualitative findings obtained from individual interviews with psychological
counselor candidates in the experimental group were also in line with the group
psychoeducation program's positive effects. The psychological counselor candidates'
opinions participating in the program are grouped into three main themes: program gains,
program contributions, and effective studies in the program. These main themes were
evaluated positively by psychological counselor candidates. Six sub-themes were obtained
from program gains, which is the first main theme. First of all, there was a severe change in
psychological counselor candidates' awareness regarding the concept of forgiveness after the
program. It was observed that participants did not fully know forgiveness during the
psychological counseling sessions with the group. They regard forgiveness as an
interpersonal conditional process and experience false forgiveness processes rather than
accept forgiveness as an internal process. Ikiz et al. (2015) examined psychological
counselor candidates’ beliefs about forgiveness, and they determined that the candidates of
psychological counselors did not have the correct and sufficient information about the
concept of forgiveness, that they saw forgiveness as an interpersonal conditional process,
they could not distinguish between real forgiveness and false forgiveness. Forgiveness

training provides individuals with learning about forgiveness (Freedman, 2018).

Similarly, in the current research, it was seen that in the individual interviews made
after the group psychoeducation program, all participants made more accurate explanations
regarding the concept of forgiveness, and these definitions matched with the relevant
literature. The opinions of the participants consistent with the relevant literature like
forgiveness are not peace (Enright & North, 1998), it is an internal process (Baumeister et
al., 1998), it involves abandoning anger (Hortwitz, 2005), and that it is not a favor for the
other party. Still, it is self-liberation (Enright, 2001). Accordingly, it is seen that this group
psychoeducation program has contributed to candidates of psychological counseling to

obtain correct information about the concept of forgiveness and to gain awareness.

Awareness of the consequences of forgiveness is determined as another gain within

the program gains main theme. After the group process is completed, participants stated
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about forgiveness that there is a decrease in negative thoughts and feelings of guilt. They can

focus on daily tasks more efficiently. They free themselves by being free. The relevant
literature also supports these views on the results of forgiveness. In the literature, it was
founded that symptoms of depression (Ha et al., 2019; Nouri et al., 2015), symptoms of
anxiety (Lin et al., 2013; Nouri et al., 2015), rumination (Ozgur & Eldeleklioglu, 2017) and
tendency to aggression (Asici, 2018) decrease; psychological well-being (Cardak, 2012; Hui
& Chau, 2009), subjective well-being (Asici, 2018) and life satisfaction (Ji et al., 2016)

increase after forgiveness interventions.

Additionally, it was remarkable that all participants expressed their opinions as
“forgiving means doing themselves a favor” after the intervention. Similarly, the research
(Konstam et al., 2010), which examines mental health counselors' opinions regarding the use
of forgiveness in the counseling process, concluded that most of the participants see
forgiveness as a gift for the person himself. In line with these findings, it can be said that in
the current research, the group psychoeducation program developed the awareness of the
participants regarding the positive results of forgiveness.

Another gain of the intervention program participants is that they have had an
experience of facing anger. The majority of the participants stated that it is painful to
remember the incident again during the group process, and it is challenging to experience
anger. Still, they are relieved when they face their anger. This finding is related with
literature findings in terms of forgiveness training make it easier for individuals to get rid of
anger (Freedman, 2018), decrease their anger levels (Hilbert, 2015; Park, Enright, Essex,
Zahn-Waxler & Kilatt, 2013), and increase their anger control skills (Asici, 2018). In
addition, the psychological counselor candidates who participated in the group
psychoeducation program stated that they gained awareness about negative internal
conversations. Being always busy with negative thoughts brings to mind the concept of
rumination. The literature says that forgiveness and ruminative thoughts are related (Barber,
Maltby & Macaskill, 2005).

Similarly, Ozgur and Eldeleklioglu (2017) found that the group intervention study
prepared to increase forgiveness effectively increases forgiveness by decreasing the level of
rumination. These findings support the current research finding, which indicates that
awareness about negative internal conversations has increased with the group
psychoeducation program. Some of the participants stated that they gained an understanding

of the meaning of pain in the program. It was noteworthy that few participants noticed the
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natural and growing aspect of pain. It was seen that many participants could not attend the

session about the meaning of the pain for various reasons. It is believed that this is because
of the low number of participants who have become aware of the meaning of the pain.
However, all of the participants stated that their attitudes towards the painful person have
changed. After the group psychoeducation program, the psychological counselor candidates
indicated that they tried to empathize with the painful person and commit accusatory. The
level of individuals' forgiveness depends on the level of empathy they establish with the
person who hurts them (Worthington et al., 2000). For this reason, it can be seen in the
literature that there are studies that examine the effect of developing empathy toward the
painful person to improve forgiveness (McCullough & Worthington, 1995; Sandage &
Worthington, 2010). Studies that reveal that forgiveness interventions contribute to
increased empathy level (Asici, 2018; Goldman & Wade, 2012; Park et al., 2013) support

the change of feelings and thoughts about the painful person in the current research.

Within the second main theme, the program contributions, two sub-themes were
determined according to the participants' opinions. The first one is the contribution to daily
life, which focuses on their daily lives, to approach more mercifully, tend towards positive
rather than negative, and forgive rather than suppress. It is recommended that psychological
counselor candidates cope with their unfinished business to become more effective
counselors in the future (Moorhead et al., 2010). Forgiveness is useful while finishing
unfinished work (Hope, 1987); solving their unforgivable lives seems psychologically

necessary for a healthier life (ikiz et al., 2015).

It is expected that the positive changes occur insecure attachment, constant anxiety,
hope, and self-esteem after forgiveness interventions (Lin et al., 2013); also, forgiveness
interventions positively impact daily life. Participants' opinions that group psychoeducation
programs applied to psychological counselor candidates contribute to their professional lives
are also considered important. Psychological counselor candidates stated that they learned
how to work with forgiveness during the psychological counseling process. Also, they
realized that they had the possibility of misleading the clients while they had experiences
that they could not forgive. In this way, they recognize that their professional competencies
increased. This change in psychological counselor candidates is considered to be very

valuable.

Indeed, in research which is conducted by Ikiz et al. (2015), it is seen that the

psychological counselor candidates see forgiveness as a feature of a counselor during the
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counseling process. They think psychological counselors should forgive as a model for

clients; however, it was seen that they did not mention how they could benefit from
forgiveness during the counseling process. Similarly, Konstam et al. (2010) stated in that
forgiveness is a remarkable issue, but it cannot be intervened systematically. For this reason,
it is recommended to provide training for professional workers through vocational training
(Konstam et al., 2010) and to train psychological counselor candidates on how to use
forgiveness in undergraduate education as a therapy technique (Ikiz et al., 2015). In line with
these suggestions, it is a pleasant development that the psychological counselor candidate
gained an idea about how they can work for forgiveness in the psychological counseling

process.

The third main theme is that effective studies in the program are determined
according to the participants' opinions about the program. Participants stated that
forgiveness diaries, which are given as homework every week, help develop their awareness,
and activities and exercises in the group process, are effective. The forgiveness diary
includes the practices of the participants writing by themselves. Opinions about the
forgiveness diary are also supported by Harper et al. (2014) research. He stated that the

tendency to forgive increased with a self-help workbook.

Although the current program's content is considered sufficient by the participants,
few participants made suggestions for the content of the training, like giving behavioral
assignments that can be applied in daily life and performing the sessions. Giving homework
for practicing forgiveness for clients and re-staging some of the next painful life experiences
with role play are among the frequently preferred practices for forgiveness interventions.
With the role-play practices, clients get the opportunity to express the frustrations and get rid

of this anger by expressing their anger (Fitzgibbons, 1986).

For example, Hui and Chau (2009) studied the effects of the forgiveness program for
children. In this intervention program, role-play and behavioral activities took place to
improve children's forgiveness. The cognitive-Behavioral approach is based on especially in
forgiveness interventions with children and adolescents; in this context, it is seen that
behavioral assignments are given, and role-play practices are preferred. In the current
research, behavioral studies were not chosen because forgiveness was primarily a cognitive

process and the participants were emerging adults.

When the contents of the forgiveness programs in the literature are examined, it is

seen that there are studies on the concept of forgiveness, the results, and benefits of
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forgiveness, building empathy, understanding the pain. Adequate evaluation of the content

of the current program by the participants indicates that the program meets the psychological
counselor candidates' expectations.

In general, the participants stated that the practices and group experiences facilitated
the forgiveness processes. That’s why it can be said that the prepared group psychoeducation
program is effective as planned. In the current study, most of the participants were women,
since few men volunteered to participate in the group psychoeducation program. This
suggests that the positive effect of the program on forgiveness may be due to gender. In a
study examining the level of forgiveness according to gender (Wade & Goldman, 2006), it
was observed that women’s desire for revenge decreased more than men. The gains of
women and men from the counseling process may be at different levels. The fact that the
program was so effective on forgiveness in the current research may have resulted from

most participants being female.

In short, considering both the previous research results (ikiz et al., 2015; Konstam et
al., 2010) and current research results, it can be said that improvement in forgiveness for
psychological counselors and psychological counselor candidates is necessary and
important. Thus, psychological counselors will be able to realize their injuries by using the
theoretical knowledge about forgiveness to their own lives and offering more accurate help
to their clients in forgiveness during the counseling process (ikiz et al., 2015). For this
reason, forgiveness should be handled as a therapy technique, and forgiveness training
should be provided during the psychological counseling undergraduate education (Erguner-
Tekinalp & Terzi, 2012). In this context, guides explain how psychological counselors can
work with forgiveness in the process of counseling. These guides (Cornish & Wade, 2014;
Enright & Eastin, 1992) may help counselors work with clients for forgiveness because
guides explain the step-by-step forgiveness process. It can be suggested that both
psychological counselors and psychological counselor candidates should benefit from these

guides.
Conclusion and Suggestions

According to the findings from the current study, it has been determined that the group
psychoeducation program for improving forgiveness based on the Forgiveness Process
Model effectively increases the level of forgiveness of psychological counselor candidates,
and this effect is permanent. “Development of forgiveness and its use in the psychological

counseling process” is a new subject in the field of Psychological Counseling and Guidance.
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Still, recently the topic examined frequently in scientific research. Psychological counselors'

experiences that they cannot forgive may negatively affect the counseling process.
Considering this situation, it is deemed essential for interventions to improve forgiveness in
psychological counselor training. In this way, the psychological counselor candidates can
use the forgiveness process in their personal and professional lives in the future. During the
psychological counseling and guidance undergraduate education training process, it can be
suggested that the lecturers may add forgiveness issues to courses such as "Psychological
Counseling Principles and Techniques, Current Approaches in PDR and Psychological

Counseling Practices."

This research also has some limitations. The research was carried out with
Psychological Counseling and Guidanceundergraduate students studying at a public
university. Besides, a small number of male students volunteered to participate in this group
of psychoeducation programs. For these reasons, the generalizability of the research results
is limited. Another limitation of the study is that the placebo group was not used as a
comparison group. The placebo group could not be formed due to the small number of
participants volunteering to participate in the study. The fact that only the control group was
used as a comparison group is seen as a significant research limitation. In the study, the pre-
test, post-test, and follow-up test applied to the participants with an interval of 10 and 12
weeks, respectively. The possibility of the participants to be familiar with the scale is a
limitation of the research. Finally, differing expectations of participants about the process of
forgiveness may affect their earnings from the program. In this study, it is another limitation
that the group members' expectations regarding the group psychoeducation program have

not been eliminated.
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Oz

Acgimlayict karma yontemin kullanildigi bu aragtirmanin amaci, mevcut sosyal bilgiler 6gretmenligi
lisans programinin 21. yiizy1l becerilerini kazandirma konusunda ne kadar yeterli oldugunu,
Ogretmen adaylarinin bakis acisiyla ortaya koymaktir. Calismanin nicel boyutunda tarama yontemi,
nitel boyutunda olgu bilim yontemi kullanilmistir. Nitel verilerin toplanmasinda 21. yiizyil becerileri
Ogretmen adayr Olcegi, nicel verilerin toplanmasinda yar1 yapilandirilmis goriisme formu
kullanilmistir. Calismanin 6rneklemini, bir devlet iiniversitesinde 6grenim goéren 335 sosyal bilgiler
Ogretmen aday1r olusturmaktadir. Calismanin bulgular1 sosyal bilgiler 6gretmenligi lisans
programinin 21. yiizyil becerilerinden is birligi ve iletisim becerilerini kazandirma konusunda daha
iyi oldugu ancak kiiresel baglantilar ve dijital ortamlarda 6gretim becerilerini kazandirma konusunda
ise yeterli olmadigin1 ortaya koymustur. Ayrica bulgular 21. yiizyil becerilerinin sosyal bilgiler
Ogretmenligi lisans programinda kazandirilmasi amaglanan beceriler olarak yer almasina ragmen bu
becerilerin 6grenme siireglerinde ise kosulmadigim da ortaya koymustur. Ogretmen egiticilerinin
sunduklar egitsel yasantilar, 6gretmen adaylarinin 21. ylizy1l becerilerini kullanabilmeleri igin
model olmalidir. Ayrica, 6gretmen egitimcilerinin ne dgretildigi kadar igerigin nasil 6gretildiginin de
onemli oldugu fikrini kavramalari onem arz etmektedir. Ozellikle de 6gretmen egitimi

programlarinda bu becerileri hedef alan detayl1 bir programa ve degerlendirmelere yer verilmelidir.
Anahtar sozciikler: 21. yiizyil becerileri, 6gretmen egitimi, sosyal bilgiler egitimi, karma yontem.
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Giris

21. yiizy1l bilgi gergeveleri i¢in yapilan ¢agri, egitimin 6grencileri 21. yiizyilin taleplerine
hazirlama konusunda basarisiz oldugu iddiasina dayanmaktadir. Okul (organizasyon, yap1 ve
format agisindan) bugiin de 20. yiizyi1l boyunca oldugu gibi aynmi kalmistir. Giderek
kiiresellesen bir ekonominin ihtiyag duydugu isgiiciinlin, 20. yiizyilin tekrarlama
becerilerini, temel uygulamali bilgileri ve sinirli okuryazarlik becerilerini agsan tamamen
farkli bir egitim modeli gerektirdigini agikca ortaya koymustur (Kereluik, Mishra, Fahnoe ve
Terry, 2013). Bu beceri ve yeterliliklerin ekonomik ve sosyal kalkinma modellerinin
ihtiyaclar1 dogrultusunda gegen ylizyila gore daha fazla ortaya ciktiklarini gostermek ig¢in
bunlara genellikle 21. yiizyil beceri ve yeterlikleri denir (Ananiadou ve Claro, 2009). 21.
ylizy1l becerilerinin &gretilmesi ve Ogrenilmesine duyulan ilgiye paralel olarak, egitim
bilimciler 21. yiizy1l becerilerine yonelik bir c¢ercevenin gelistirilmesi ig¢in ¢aba
harcamiglardir. Bu ¢abalar bir dizi ¢ergevenin ortaya ¢ikmasina neden olmustur. Diinyanin
dort bir yanindaki bir¢ok kurulus bagimsiz olarak bu beceriler i¢in ¢ergeveler gelistirmistir.

Bunlardan bazilar1 soyledir:

ABD’de 21. Yiizyil Becerileri I¢in Ortaklik (The Partnership for 21% Century Skills,
2007) 21. yiizyilin bireylerini hazirlamak amaciyla is diinyasini, egitim liderlerini ve
politikacilar1 bir araya getiren bir olusumdur. 21. yiizyilda 6grencileri daha rekabetci kiiresel
bir ekonomide caligmaya hazir hale getirmek i¢in bir ¢ergeve gelistirmistir. Bu ¢ergcevede
ogrenme ciktilar1 sunlari icerir: (1) Temel Konular ve 21. Yiizy1l Temalart; (2) Ogrenme ve
Yenilik Becerileri; (3) Bilgi, Medya ve Teknoloji Becerileri; (4) Yasam ve Kariyer
Becerileri (Jia, Oh, Sibuma, LaBanca ve Lorentson, 2016). Bu becerilerin dayandig1 anahtar
konular; “dil edinimi, okuma ve/ya dil sanatlari, diinya dilleri, sanat, matematik, ekonomi,
fen/bilim, cografya, tarih, devlet ve vatandashk” olarak belirlenmistir. Daha sonra bu
anahtar kelimeler icerisinden 21. yiizy1l disiplinler aras1 temalar belirlenmistir. Bu 21. Yiigyil
Temalars; kiiresel farkindalik, girisimcilik, ekonomik ya da finansal okuryazarlik,
vatandashik okuryazarligi, saglik okuryazarhign ve gevre okuryazarhigidir. Ogrenme ve
Yenilik Becerileri; yaraticilik, elestirel diisiinme ve problem ¢6zme, iletisim ve is birligi alt
becerilerini igerir. Bilgi, Medya ve Teknoloji Becerileri ise; bilgi okuryazarlhigi, medya
okuryazarlig1 ile bilgi ve iletisim teknoloji okuryazarlig: alt becerilerinden olusur. Yasam ve
Kariyer Becerileri ¢ogunlukla kisisel beceriler gerektirir; esneklik ve uyum, girisimcilik ve

0z yonelim, tiretkenlik ve mesuliyet (hesap verebilirlik), liderlik ve sorumluluk (Geisinger,
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2016). Kurulugundan bu yana, ¢cogu 21. yiizy1l programlarmin gelistirilmesinde bu 6zel

gergeveye atifta bulunulmustur.

21. Yiizy1l Ogrenci Standartlar1 (AASL, 2007) ise, 21. yiizyilda bilgi okuryazarligini
arttirmak icin dort beceri bileseninin onemine vurgu yapmistir: (1) arastirma, elestirel
diistinme ve bilgi edinme; (2) sonu¢ ¢ikarma, karar verme, bilgiyi yeni durumlara uyarlama
ve yeni bilgi yaratma; (3) demokratik bir toplumun pargasi olarak etik ve iiretken bir
bicimde katilim ve bilgiyi paylasma; (4) kisisel ve estetik gelisimi siirdiirmek. AASL
standartlari, her bilesenin igerisinde, 6grencilerin bu standartlara ulagsmasinin kanit1 olarak
gosterebilecek gerekli becerileri, egilimleri, sorumluluklart ve 6z degerlendirme stratejilerini

ana hatlariyla belirtmistir (Jia ve digerleri, 2016).

Bagska bir ¢alismada ise 21. yiizy1l beceri ¢er¢evelerinin analizini yapilandirmak igin
Binkley, Erstad, Herman, Raizen, Ripley, Miller-Ricci ve Rumble (2012) tarafindan genel
bir kavramsal sema olusturulmustur. Bu sema dort kategoriye ayrilan on yetenegi
tanimlamaktadir. Her ne kadar bu becerilerin bir gerceveden digerine tanimlanma ve
kiimelenme bigimlerinde 6nemli farkliliklar olsa da asagidaki on maddenin tiim yaklagimlari

barindiracak kadar genis ve kapsamli oldugu kabul edilmektedir:

» Diisiinme Yollari: (1) Yaraticilik ve yenilikgilik, (2) Elestirel diisiinme, problem
¢d6zme, karar verme, (3) Ogrenmeyi 6grenme, meta bilis.

> Cahsma Yollari: (4) iletisim, (5) s birligi (Ekip ¢alismasi)

» Cahsma Araglari: (6) Bilgi okuryazarhigi (kaynaklar, kanitlar, onyargilar vb. ile
ilgili arastirmalart igerir), (7) Bilgi ve iletisim teknolojileri okuryazarligi

» Diinyaya Entegrasyon: (8) Vatandaslik (Yerel ve kiiresel), (9) Yasam ve Kariyer,
(10) Kisisel ve sosyal sorumluluk (buna kiiltiirel farkindalik ve yeterlilikler de
dahildir).

Benzer sekilde UNESCO, yeterlilik cergeveleri kavramimin &tesine gegen 21. Yiizyilda
Ogrenmeye Yonelik Kilavuz Ilkeleri 2014 yilinda yayimlamistir. Bu yol gdsterici ilkeler bir
dizi yeterlilik ve tutumlar ele almaktadir: akademik diirtistliik, bilgi okuryazarligi, elestirel
diisiinme, yaraticilik, STEM (bilim, teknoloji, miihendislik ve matematik) 6grenme, kavram
odakli 6grenme, saglik ve farkindalik, 6grenme destegi, degerlendirme. Yol gosterici
ilkelerin odagi, yeterliligin tanimma degil, c¢ocuklara ve genclere bu yeterlilikleri

edinmelerinde yardimci olma yaklasimina dayanmaktadir.
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21. yiizyil becerileri literatiirde farkli sekillerde tanimlansa da tanimlarin hepsinde

genellikle d6grencilerin bilgiyle neler yapabilecegine ve 6grendiklerini gercek baglamda nasil
uygulayacaklarina vurgu yapilmaktadir. 21. yiizyil becerilerinin 6ziinde giiglii iletisim ve is
birligi becerileri, teknolojide uzmanlik, yenilik¢i ve yaratic1 diisiinme becerileri ve problem
¢ozme becerileri vardir. Bu agidan baktigimizda 21. yiizyil becerileri gergekten yeni mi
sorusunu giindeme getirmektedir (Larson ve Miller, 2011). Silva' ya gore (2009, s. 631) 21.
yiizyil becerileri yeni degildir, ancak bugiiniin ¢alisanlarinin birden fazla kaynaktan bilgiyi
bulup analiz edebilmeleri ve bu bilgileri kararlar almak ve yeni fikirler olusturmak ig¢in
kullanabilmeleri gerektigi i¢in “yeni énemlidir”. Tarihsel olarak, bu 6grenme ve inovasyon
becerilerine duyulan ihtiyag, ilk profesyonel 6gretmenler olan Socrates ve Sofistlere kadar

izlenebilir (Larson ve Miller, 2011).

21. yiizy1l beceri hareketinin destek¢ileri ve savunuculari, 21. yiizyilda dgrencilerin
ve toplumun sosyal ve ekonomik ihtiyaglarina cevap vermek i¢in okullarda ve egitimde
reform ihtiyacinin oldugunu savunurlar (Larson ve Miller, 2011). Ogretmenlerin, dgrencileri
21. yiizy1l is diinyasina daha iyi hazirlamalar1 beklenmektedir. 21. yiizyilin isgiicline hazir
olma durumu, 6grencilerin problem ¢dzme, degerlendirme, akil yiiriitme, karar verme ve
dijital teknolojiyi kullanma becerisi gibi becerileri kullanarak karmasik ve zorlu gorevlere
uygulayabilmesini gerektirir. 21. ylizy1l becerilerinin 6grenilmesinin veya Ogretilmesinin
degerlendirilmesi ile ilgili ¢alismalar genellikle bu becerilerin bir alt kiimesini incelemeye
odaklanmistir. Ancak, 21. yiizyilin tiim beceri setinin sistematik bir degerlendirmesini
yapmamiglardir (Jia ve digerleri, 2016). Bu ¢alisma Ogretmen adaylarmin 21. yiizyil
becerilerindeki yeterliliklerine iliskin algilarin1 analiz etmektedir. Boyle bir ¢alismanin, 21.
ylizy1l beceri dgretiminin gelistirilmesi i¢in hizmet Oncesi Ogretmen egitiminde ihtiyag
duyulan alanlarin belirlenmesine hizmet edebilecegine inanilmaktadir. Bagka bir deyisle bu
calisma sosyal bilgiler dersi 6gretim programmin belirtilen 21 yiizyil becerilerini
kazandirmada giiglii ve zayif yonlerinin belirlenmesinde faydali olabilir. Bu tiir ¢alismalar
ayn1 zamanda mevcut ve gelecekteki 6gretmenlerin 21. yiizy1l becerilerinin neler oldugunu
o0grenme ve giiclendirilmesi gereken alanlar1 belirlemelerine yonelik bir kendini yansitma
veya degerlendirme araci olarak da kullanilabilir. Ayrica bu c¢alisma Ogretmen
egitimcilerinin 21. yilizyil becerilerini anlamasina ve 6gretmen adaylarina ne dgrettigi kadar,
onlart nasil egitip hazirladigini gérmesine de yardimci olabilir. Bu amaglarla ¢aligmada

asagidaki aragtirma sorularina yanit aranmistir.
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1. Sosyal bilgiler 6gretmen adaylarinin 21. yiizy1l becerilerine sahip olma diizeyleri

nedir?

2. Sosyal bilgiler 6gretmen adaylarinin cinsiyetlerine gore 21. yiizyil beceri ortalama
puanlar1 arasinda anlamli bir fark var midir?

3. Sosyal bilgiler 6gretmen adaylarinin sinif diizeyine gore 21. ylizyil beceri ortalama
puanlar1 arasinda anlamli bir fark var midir?

4. Ogretmen egitimi sirasinda bu becerilerin dgretimindeki en dnemli engeller nelerdir?

5. Universite ve Ogretmen egitimcileri bu becerileri gelistirmede nasil yardimci

olabilir?

Yontem
Calismanin Yontemi

Yapilan bu caligmada mevcut sosyal bilgiler 6gretmenligi lisans programinin 21. yiizyil
becerilerini kazandirma konusunda ne kadar yeterli oldugunu, dgretmen adaylarinin bakis
acistyla ortaya koymak amaciyla agimlayici (explanatory) karma yontem kullanilmistir.
Creswell’e (2008) gore karma yoOntem arastirmalarinin temel varsayimi, nitel ve nicel
arastirma yontemlerinin birlikte veya harmanlanarak kullanilmasinin arastirma probleminin
ve sorularinin bu yontemlerin ayri1 kullanilmasindan daha iyi anlagilmasini saglamasidir.
Ac¢imlayict (explanatory) karma yontemde calisma iki farkli aragtirma projesi halinde
yiiriitiiliir. Once nicel aragtirma yapilir, sonra nitel arastirma bunun iizerine oturtularak

planlanir (Creswell, 2008).

Bu calismada karma yontemin se¢ilmesinin temel nedeni, nitel ve nicel yontemlerin
birlikte kullanilmasiyla arastirma probleminin, her bir yontemin tek basina yapacagindan
daha iyi anlagilmasii saglamaktir. Ayrica ¢alismada nitel arastirma yontemi ile toplanan
veriler, ilk asamadaki nicel sonuglari dogrulanmak ve 6gretmen adaylarinin deneyimledigi
problemlerin nedenlerini ve ¢6ziim 6nerilerini derinlemesine kesfetmeye yardimci olmustur.
Bu calismada 21. ylizy1l becerileri 6gretmen aday1 Olgegi ve yar1 yapilandirilmig goériisme
formu veri toplama araglar1 olarak kullanilmistir. Arastirma siiresince once nicel daha sonra
nitel veriler toplanip analiz edilmistir. Her iki veri setinin analiz sonuglar1 karsilastirilip

birbirleriyle uyumlu olup olmadigina bakilarak yorumlanmastir.
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Nicel Boyut

Calismanin nicel boyutunda tarama yontemi kullanilmistir. Tarama yontemi, bir konu ya da
durumla ilgili aragtirmaya katilan katilimcilarin diizey, goriis, tutum, ilgi ve yeterliklerini
ortaya c¢ikartmak ic¢in yapilan arastirmalardir (Blyiikozirk, Kilig-Cakmak, Akgiin,

Karadeniz ve Demirel; 2008).

Evren-Orneklem

Bu ¢aligmanin evrenini sosyal bilgiler 6gretmenligi lisans programinda okuyan 6gretmen
adaylar1 olusturmaktadir. Calismanin 6érneklemini ise, orta 6lgekli bir devlet {iniversitesinde
okuyan toplam 335 sosyal bilgiler 6gretmen aday1 olusturmaktadir. Bu 68retmen adaylarinin
194’14 kadin (%57,9), 141°1 ise erkektir (%42,1). 21. yiizyil becerilerini kazandirma
konusunda programin ne kadar yeterli oldugunu ve smiflar arasinda bir fark olup olmadigin
ortaya koyabilmek i¢in ¢alismada olasiliga dayali 6rneklem ¢esitlerinden biri olan oransiz
kiime Ornekleme kullanilmistir. Kiime Ornekleme, evrendeki biitiin kiimelerin biitiin
elemanlariyla birlikte esit se¢ilme sansina sahip olduklari durumda yapilan bir 6rnekleme

cesididir (Karasar, 2018, s. 153).

Nicel veri toplama araci

Bu calismada 21. yiizyil becerilerinin kavramsallastirilmast amaciyla Niemi, Pehkonen, Niu,
Teng ve Harju (2018) tarafindan gelistirilen &lgme araci kullanilmustir. Olgme aract
arastirmaci tarafindan Tiirkceye cevrildikten sonra iki alan egitimcisi ve bir Ingilizce
egitimcisi tarafindan incelenmistir. Alman doniitler dogrultusunda {zerinde gerekli

diizeltmeler yapilarak 6lgege son hali verilmistir.

Yap1 gecerligi caligmasi kapsaminda yapilan DFA analizi sonucunda 6lgegin orijinal
formunda yer alan maddeler ile maddelerin 6l¢tiigii yap1 arasindaki standartlastirilmis faktor
yiikleri t degerlerine gore istatistiksel olarak anlamli bulunmugstur. 21. yiizy1l becerileri
Olgegine iliskin DFA t degerleri 9.82 ve 12.12 arasinda degismektedir (EK 1). Dolayisiyla
herhangi bir maddenin 6lgekten ¢ikarilmasina gerek duyulmamistir (Seger, 2015).

DFA ile ilgili ikinci incelenen durum maddelerin faktor yiik degerleridir. Tiim faktor
yiiklerinin 0.30’un {izerinde oldugu Ek 2’de goriilmektedir (Seger, 2015) (Sadece yerel
baglantilar faktorii altindaki son madde 0.29 degerindedir). Bu nedenle, dlgekte yer alan
maddelerin 21. yiizyil becerileri 6lgeginin yapisini 6l¢tiigli soylenebilir. Uygulanan DFA

sonucunda ki-kare (y2) uyumu ve yaklasik hatalarin ortalama karekokii (Root Mean Square
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Error of Approximation, RMSEA) degerleri incelenmistir. Ki-kare uyum testinde Kki-

kare/serbestlik derecesi degerinin iicten (3) kiiciik elde edilmesi Iyl uyumun gostergesi
olarak degerlendirilmistir (Schumacker ve Lomax, 2010). RMSEA < 0.05 (Schermelleh-
Engel, Moosbrugger ve Miiller, 2003) mitkemmel uyum olarak kabul edilmistir. Elde edilen
bulgular Tablo 1’de sunulmustur.

Tablo 1. 21. yiizyil becerileri Olcegine Iliskin DFEA Uyum Indeksleri
x2/sd RMSEA

Olcek 1.72 .046

Omeklem biiyiidilkce ki-kare analizi sonuglarinin anlamli ¢ikma olasilig
artmaktadir. Yapilan bircok DFA’da o6rneklemin biiyiik olmasi nedeniyle p degerinin
anlamli olmast normal olup, bu durum g¢aligmalarin ¢ogunda tolere edilmektedir
(Biiyiikoztiirk, Akgiin, Ozkahveci ve Demirel, 2004). Bu bulgulardan hareketle faktorlerin

veri tarafindan dogrulandigi sdylenebilir.

Calismada giivenirlik ¢aligmasi yapilmistir. Giivenirlik; bir lgme aracinin duyarls,
tutarli ve tesadiifi hatadan arinik 6l¢timler verme derecesi olarak tanimlanabilir (Fraenkel ve
Wallen, 1996). Bu arastirmada 6lgegin giivenirligi Cronbach Alpha ile hesaplanmistir. 21.
ylzyil beceri 6l¢eginden elde edilen toplam puanlarin ve alt faktorlere ait maddelerden

alinan toplam puanlarin giivenirlikleri hesaplanmis ve Tablo 2’de sunulmustur.

Tablo 2. Cronbach’s Alpha Giivenirlik Katsayilart

Olcek ve alt faktorler Cronbach’s Alpha Madde Sayisi
Toplam Olgek 0,96 58
Dijital Ortamlarda Ogretim 0,91 8
Elestirel Diistinme 0,84 6
Iletisim Becerileri 0,87 7
Is Birligi Becerileri 0,89 6
Kiiresel Baglantilar 0,88 6
Oz Diizenleme 0,87 7
Teknoloji 0,90 8
Yaraticilik 0,85 5
Yerel Baglantilar 0,88 5
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Giivenirlik i¢in Cronbach alfa kat sayis1 ,7 ve ,7’den biiylik olmalidir (Palant, 2017).

Tablo 2°de goriildiigii gibi Olgekten alinan toplam puanin ve alt faktorlere ait madde
puanlarmin giivenirlikleri ,7 iizerinde bulunmustur. Bu baglamda toplam puan ve alt
faktorlere ait madde puanlarinin tesadiifi hatalardan arinik olma dereceleri ve katilimcilarin
bu Olcekten aldiklar1t puanlarin tutarli olma derecelerinin yeterli diizeyde oldugu

sOylenebilir.

Veri toplama siireci

Veriler arastirmaci tarafindan elektronik ortamda toplanmistir. Sosyal bilgiler 6gretmen
adaylar1 oncelikle 6lgek ve caligma hakkinda bilgilendirilmislerdir daha sonra 6l¢egin web
adresi Ogretmen adaylartyla paylasilmistir. Veriler 2018-2019 egitim édgretim yillarinda

toplanmustir.

Verilerin analizi

Kullanilan 8lgek 5°1i likert (Cok yetersiz, Yetersiz, Orta, lyi, Cok iyi) seklinde ve 58
maddeden olusmaktadir. Calismaya katilan katilimcilar 6lgekten en fazla 290 puan en az ise
58 puan alabilmektedirler. Katilimcilarin alabilecekleri en fazla puandan en az puan
cikartilarak 5’e (5°li likert oldugu i¢in) boliinmiistiir. Sonug katilimcilarin alabilecekleri en
az puana eklenerek katilimcilarin mevcut sosyal bilgiler 6gretmenligi lisans programinin 21.
ylizy1l becerilerini kazandirma konusunda yeterlilik diizey araliklar1 belirlenmistir. Yapilan
bu calismada ayrica 21. yiizy1l becerileri faktorlere ayrilarak incelenmistir. 21. yiizyil
becerileri; elestirel diisiinme, is birligi, iletisim, yaraticilik ve yenilikgilik, 6z diizenleme,
kiiresel baglantilar, yerel baglantilar, teknolojiyi 6grenme i¢in bir ara¢ olarak kullanma ve
dijital ortamlarda Ggretim becerileri olmak {izere dokuz faktdre ayrilmistir. Her bir alt
faktoriin yeterlilik diizey araliklar1 belirlenmistir. Katilimcilarin almis olduklar1 toplam
puanlar hesaplanmistir. Ayrica yapilacak analizlere karar vermek amaciyla normallik testi

yapilmis ve su sonuclar elde edilmistir:

Tablo 3’te goriildigi iizere 335 6grencinin toplam 6lcek ve alt faktorlerdeki beceri
maddelerinden almig olduklar1 toplam puanlarin ortalama, mod ve medyan degerleri
birbirine yakindir. Basiklik ve carpiklik degerleri +2,-2 araligindadir. Bu baglamda 335
ogrencinin toplam 6lcek ve her bir beceri agisindan alinan toplam puanlar normal dagilim
gostermektedir. Bu nedenle yapilan aragtirmada alt problemlere cevap bulabilmek icin

parametrik istatistiksel teknikler olan iliskisiz Orneklem I¢in t-testi ve Tek Faktérlii Varyans
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Analizi (ANOVA) yapilmistir. Arastirmada yapilan analizler SPSS (22) ve LISREL (8.7) ile

ylritilmistir

Tablo 3. 21. Yiizyil becerileri toplam olgcek ve alt faktorlerden alinan toplam puanlarin

normal dagilim analizi

N Ortalama Mod Medyan Basikhk Carpikhk
Toplam Olgek 335 216 205 218 -,250 -,066
Elestirel diisiinme 335 22 24 22 ,155 -,380
Is birligi 335 23 23 24 ,133 -,359
fletisim becerisi 335 27 28 28 ,080 -,323
Yaraticilik 335 19 20 19 ,329 -422
Oz-diizenleme 335 26 28 27 ,884 -,499
Kiiresel baglantilar 335 18 24 21 , 131 -,458
Yerel baglantilar 335 18 20 19 ,384 -,489
Teknoloji kullanim1 335 30 32 31 375 -,449
Dijital ortamlarda
sgretim becerisi 335 30 32 30 ,701 -,591
Kiz 193 215 217 205 ,008 -,302
Erkek 137 219 220 236 -,132 -,271
1.Smif 70 213 215 214 -,302 -,256
2.Smif 64 210 171 205 -,581 ,288
3.Smif 119 217 205 219 ,556 -,330
4.Simf 75 222 230 230 ,386 -,632
Nitel Boyut

Nitel veri toplama aract ve verilerin analizi

Acimlayici karma yOntem arastirmasi olarak desenlenen ¢alisma sosyal bilgiler 6gretmenligi
lisans programi dgretmen adaylarinin 21. yiizyil becerilerine ulagsmalarina ne kadar yardimci
olduguna iligkin algilarmin belirlenmesi agisindan bir olgubilim arastirmasidir. Baska bir
deyisle ¢alismanin nitel boyutunda 6gretmen adaylarinin bu konudaki deneyimlerine iliskin
goriislerini ortaya koymak icin nitel arastirma yontemlerinden biri olan olgubilim

yonteminden yararlanilmistir. Burada veri kaynagi olan sosyal bilgiler 6gretmen adaylarinin
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egitim fakiiltesindeki deneyimlerinden yola ¢ikarak bu konudaki algilar1 anlasilmaya

calisilmgtir.

Arastirmanin nitel boyutunda, arastirmaci tarafindan gelistirilen yar1 yapilandirilmig
goriisme formu kullanilmistir. Yar1 yapilandirilmig goériisme formunun hazirlanmasi
asamasinda ilgili literatiiriin taranmasiyla elde edilen kuramsal bilgiler ve uzman goriisleri
esas alinmistir. Hazirlanan yar1 yapilandirilmis goriisme formu sosyal bilgiler egitimi
alaninda uzman iki Ogretim iiyesi tarafindan incelenmis ve gelen oOneriler dogrultusunda
yeniden diizenlenmis ve pilot uygulamalar sonrasinda son halini almistir. Arastirma verileri,
donemin son haftasi odak grup goriisme teknigi ile toplanmistir. Yart yapilandirilmig
goriismeye, Olgegi yanitlayan 0gretmen adaylari iginden 11 (6 Erkek, 5 Kadimn), 4. simf
sosyal bilgiler 6gretmen aday1 katilmistir. Goriismeye katilan 6gretmen adaylar1 goniilliiliik
esasina dayanarak belirlenmistir ancak tiim lisans programini degerlendirebilmeleri icin 4.
Siif 6gretmen adaylar1 tercih edilmistir. Goriisme 45-50 dakika siirmiistiir ve ses kayit
cihaz1 ile kaydedilmistir. Daha sonra ses kaydi Word’e aktarilmis ve igerik analizi

yapilmistir. Calismada kullanilan gériisme sorulari sunlardir:

1. Sosyal Bilgiler Ogretmenligi lisans program, 21. yiizy1l becerilerini kazanmalar
icin 6gretmen adaylarina nasil rehberlik etmektedir?

En giiclii oldugunuzu diisiindiigiiniiz beceriler nelerdir? Neden?

En zayif oldugunuzu diisiindiigiiniiz beceriler nelerdir? Neden?

Ogretmen egitimi sirasinda bu becerileri 9grenmede en 6nemli engeller nelerdir?

Daha ne tiir beceriler gelistirmek istersiniz?

IS

Universite ya da dgretim iiyeleri bu becerileri gelistirmede size nasil yardimci

olabilir ve destekleyebilirler?

Nitel verilerin gegerlik ve giivenirligi

Gegerlik ve giivenirlik saglanmasi dogrultusunda veriler iki farkli aragtirmaci tarafindan
degerlendirilmistir. Yar1 yapilandirilmis goriismelerden elde edilen verilerin incelenmesi
sonucunda, veriler uygun kategorilere yerlestirilmistir. Kategoriler birbiriyle benzerlik ve
farkliliklar1 dogrultusunda tekrar incelenmistir. Uzerine hemfikir ve ayr1 goriis olarak ortaya
cikan kategoriler tespit edilerek Miles ve Huberman (1994, s. 64) tarafindan gelistirilen
“Giivenirlik = (goris birligi/goriis birligi + gorts ayriligr) X 100” formiilii kullanilmistir.

Aragtirmacilar arasindaki uyum %91 olarak tespit edilmistir.
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Bulgular

Birinci Alt Probleme Ait Bulgular

“Sosyal bilgiler 6gretmen adaylarinin 21. yiizyil becerilerine sahip olma diizeyleri nedir?”
sorusuna cevap bulmak icin oncelikle sosyal bilgiler dgretmenligi lisans programinin 21.
ylizyil becerilerini kazandirma konusunda yeterlilik diizey araliklar1 belirlenmistir. Toplam

puan diizey araliklarina gore katilimcilarin dagilimi Tablo 4’te verilmistir.

Tablo 4. 21. Yiizyil becerileri toplam puan diizey araliklarina gore katilimcilarin dagilimi

Diizey Arahik Frekans Yiizde
Cok yetersiz 58-104 - -
Yetersiz 105-151 5 15
Orta 152-198 84 25,1
Iyi 199-245 194 57,9
Cok iyi 246-290 47 14,0

Tablo 4’te gortldigi gibi Olgekten alinan toplam puanlara gore sosyal bilgiler
ogretmenligi lisans programinin 21. yiizyill becerilerini kazandirma konusunda; koti
diizeyde oldugunu belirten bes 6gretmen aday1, orta diizeyde oldugunu belirten 84 6gretmen
aday1, iyi diizeyde oldugunu belirten 194 6gretmen adayr ve ¢ok iyi diizeyde oldugunu
belirten 47 6gretmen aday1 bulunmaktadir. Diizeylerin frekans yilizdelerine bakildig1 zaman
katihmcilarin %71,9’unun sosyal bilgiler 6gretmenligi lisans programinin 21. Yiizyil
becerilerini kazandirma konusunda iyi ve ¢ok iyi diizeyde oldugunu ifade ettigi

goriilmektedir.

Yapilan bu ¢alismada ayrica 21. ylizyil becerileri faktorlere ayrilarak incelenmistir.
Her bir alt faktoriin belirlenen diizey araliklarina gore alt faktorlerin frekans ve ylizde
degerleri Tablo 5’te verilmistir. Tablo 5 incelendiginde sosyal bilgiler 6gretmenligi lisans
programinin 21. yiizyill becerilerinden is birligi ve iletisim becerilerini kazandirma
konusunda daha iyi oldugu ancak kiiresel baglantilar ve dijital ortamlarda 6gretim becerisini
kazandirma konusunda ise yeterli olmadig1 goriilmektedir. Her bir becerinin “iyi” ve “cok
iyi” diizey araliklarina gore belirlenen frekans yiizdeleri dikkate alindiginda en basarili
olandan en basarisiza dogru siralama su sekildedir: Is birligi becerisi (%73,2), iletisim

becerisi (%73,1), elestirel diistinme becerisi (%69,8), teknolojiyi 6grenme i¢in bir arag
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olarak kullanma becerisi (%66,6), yaraticilik ve yenilik¢ilik (%66,3), 6z dlizenleme becerisi

(%66,2), yerel baglantilar (%62,4), dijital ortamlarda 6gretim becerileri (%59,7) ve kiiresel
baglantilar (9%54,0).

Tablo 5. 21. Yiizyil becerileri alt faktorlerin diizey araliklarina gére belirlenen frekans

degerleri

Alt faktorler Cok Yetersiz Orta Iyi Cok lyi

Yetersiz

f % f % f % f % f %

Elestirel diisiinme - -
15 45 85 254 190 56,7 44 131

) 2 06 11 33 77 230 160 478 85 254
Is birligi
Iletisim becerisi - - 13 39 72 215 174 519 71 21,2
Yaraticilik ve

2 0,6 17 51 9% 28,1 160 478 62 18,5
Yenilikgilik
Oz-diizenleme 2 06 13 39 98 29,3 185 552 37 11,0
Kiiresel

11 33 42 125 101 30,1 138 412 43 12,8
baglantilar
Yerel baglantilar

6 18 31 93 89 26,6 151 451 58 17,3
Teknoloji

3 09 17 51 92 275 158 47,2 65 19,4
kullanimi
Dijital ortamlarda

8 24 22 6,6 105 31,3 143 42,7 57 17,0

ogretim

ikinci Alt Probleme Ait Bulgular

“Ogretmen adaylarmin cinsiyetlerine gore 21. yiizyil beceri ortalama puanlari arasinda
anlamli bir fark var midir?” alt problemini ¢éziimlemek amaciyla iliskisiz 6rneklem igin t-
testi yapilmistir. Gruplarin varyanslariin esit olup olmadigini belirlemek amaci ile Levene
testi uygulanmis kiz ve erkek 6grencilerin verdikleri cevaplarin varyanslarinin esit oldugu

sonucuna ulagilmistir (F=,760; p>0.01). Bu duruma uygun olarak yapilan Iliskisiz Orneklem
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icin t-test analizi sonunda farkli cinsiyetteki 6grencilerin 21. ylizy1l beceri toplam puanlari

arasinda 0.05 manidarlik diizeyinde anlamli bir fark belirlenmemistir (t=-1,208, p=,228).
Elde edilen bulgular asagidaki Tablo 6’da verilmistir

Tablo 6. Kadin ve erkek katilimcilar icin Iliskisiz Orneklem t-testi

N X S.S t df p
Kiz 193 214,6 29,5
-1,208 328 228
Erkek 137 218,5 27,7

Iliskisiz 6rneklem t-testi toplam puan haricinde 21. yiizy1l becerileri alt faktorler de

incelenmistir (Tablo 7).

Tablo 7. Kiz ve erkek katilimcilar icin Iliskisiz Orneklem t-testi

Levene’s
Test Cinsiyet N X S.S t di p
F  Sig.
Kiz 194 22,06 3,42
Elestirel diisiinme ,100 752 ,256 332 ,798
Erkek 140 21,96 3,44
) Kiz 194 23,31 4,09
Is birligi becerileri 319 573 2,183 333 ,030
Erkek 141 22,34 3,94
) Kiz 193 27,17 4,63
Iletisim becerileri 2,103 ,148 642 328 521
Erkek 137 26,86 4,01
Yaraticilik ve Kiz 194 18,69 3,46
3,791 ,052 ,060 333 ,952
yenilik¢ilik Erkek 141 18,67 3,09
. Kiz 194 25,98 4,26
Oz diizenleme ,0560 ,822 496 333 ,620
Erkek 141 25,75 4,42
Kiz 194 20,11 4,96 -
Kiiresel baglantilar 928 ,336 333 ,023
Erkek 141 21,34 4,72 2,283
Kiz 194 18,09 3,73
Yerel baglantilar ,052 ,820 - 788 333 ,431
Erkek 141 18,43 3,97
Kiz 194 30,38 5,70
Teknoloji kullanimi ,009 ,923 -116 333 ,908
Erkek 141 30,46 5,88
Dijital ortamlarda Kiz 194 28,64 6,10 -
,015 ,903 333 ,002

Ogretim Erkek 141 30,83 6,38 3,174
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Tablo 7’de goriildigi gibi 21. yiizy1l becerileri alt faktorlerinin her birinde kiz ve

erkeklerin varyanslarmin esit oldugu tespit edilmistir. Iliskisiz Orneklem t-test analizi
sonunda cinsiyet a¢isindan is birligi becerileri puanlarinda kiz 6gretmen adaylari, kiiresel
baglantilar ve dijital ortamda Ogretim becerilerinde ise erkek Ogretmen adaylari lehine

anlamli fark bulunmustur.

Uciincii Alt Probleme Ait Bulgular

“Ogretmen adaylarinin simf diizeyine gore 21. yiizyil beceri ortalama puanlar1 arasinda
anlaml bir fark var midir?” alt problemini ¢oziimlemek amaciyla Tek Faktorlii Varyans
Analizi (ANOVA) yapilmistir. Levene’s testinden elde edilen sonuglar tiim siniflar arasinda
toplam puan varyanslarinin esit olarak dagildigini1 gostermektedir (Tablo 8). Varyanslar esit
oldugu i¢in post hoc analizinde LSD testine gore smiflar arasinda fark olup olmadigi

incelenmistir.

Tablo 8. Faktorler Agisindan ANOVA Levene istatistik Degerleri

Levene Statistic dfl df2 Sig.
Elestirel diisiinme 1,184 3 330 ,316
Is birligi becerileri ,391 3 331 759
[letisim becerileri 534 3 326 ,659
Yaraticilik ve yenilikgilik ,102 3 331 ,959
Oz diizenleme 912 3 331 435
Kiiresel baglantilar 2,096 3 331 101
Yerel baglantilar ,483 3 331 ,694
Teknolojiyi kullanma ,825 3 331 481
Dijjital ortamlarda 6gretim 1,440 3 331 231
Toplam Olgek ,266 3 326 ,850

Tablo 8’e bakildiginda I., II., III. ve IV. Smiflarinda okuyan sosyal bilgiler 6gretmen
adaylarinin 21. yiizy1l becerilerine ait toplam puanlar1 agisindan siniflar arasinda anlamli bir
fark gozlemlenmedigi goriillmektedir. Ancak 6gretmen adaylarinin 21. yiizy1l becerilerine ait
alt faktorlerden almis olduklari toplam puanlarin beceriler agisindan sadece dijital

ortamlarda Ogretim becerileri ortalama puanlart agisindan smiflar arasinda fark
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gozlemlendigi goriilmektedir. 4. Siiflarin dijital ortamlarda 6gretim ortalama puanlarinin 1,

2 ve 3. Smiflara gore anlamli olarak daha iyi oldugu tespit edilmistir (Tablo 9).

Tablo 9. ANOVA sonug¢larina gére faktorlerin sinif bazinda degerleri

Varyansin Kareler Kareler _
df Sig.
Kaynagi Toplam Ortalamasi
Gruplar
13,397 3 4,466
Elestirel arasi 377 ,769
diisiinme Grup i¢i 3905,456 330 11,835
Toplam 3918,853 333
Gruplar
. 24,662 3 8,221
Is birligi arasi ,498 ,684
becerileri Grup i¢i 5464,281 331 16,508
Toplam 5488,943 334
Gruplar
. 125,698 3 41,899
Iletisim arasi 2,204 ,088
becerileri Grup igi 6198,620 326 19,014
Toplam 6324,318 329
Gruplar
23,337 3 7,779
arasl , 707 ,548
Yaraticilik
Grup i¢i 3640,753 331 10,999
Toplam 3664,090 334
Gruplar
36,137 3 12,046
. arasi ,642 ,589
Oz diizenleme
Grup i¢i 6214,777 331 18,776
Toplam 6250,913 334
Gruplar
84,372 3 28,124
Kiiresel arasi 1,175 ,319
baglantilar Grup i¢i 7921,199 331 23,931
Toplam 8005,570 334
Gruplar
40,240 3 13,413 ,910 436

Yerel baglantilar  arasi

Grup i¢i 4876,656 331 14,733
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Toplam 4916,896 334
Gruplar
256,111 3 85,370
arasi 2,598 ,052
Teknoloji
Grup ici 10877,382 331 32,862
Toplam 11133,493 334
Gruplar
1069,251 3 356,417
arast 9,644 ,000
Dijital ortam
Grup igi 12232,851 331 36,957
Toplam 13302,101 334
Gruplar
5779,335 3 1926,445
. arasi
Toplam Olgek 2,352 ,072
Grup igi 266980,753 326 818,959
Toplam 272760,088 329

Dordiincii Alt Probleme Ait Bulgular

Ogretmen adaylarinin “Ogretmen egitimi sirasinda bu becerilerin ogretimindeki onemli

engeller nelerdir?” sorusuna iligkin goriislerinin analizi sonucunda bes tema ortaya

cikmustir. Ogretmen adaylarinin ifadelerinden alintilar ve temalar Tablo 10°da sunulmustur.

Tablo 10. Ogretmen egitimi sirasinda bu becerilerin égretimindeki énemli engeller

Temalar Ogretmen adaylarinin ifadeleri

Ogretmen Universitede hala &grenci merkezli degil dgretmen merkezli bir
egitimcilerinin egitim var. Bunun sikintisin1 yasityoruz o yilizden Ogretim iiyeleri
yetersizligi rehberlik etme konusunda ¢ok yetersiz kaliyor.

Bize burada 6grenci merkezli ders isleyin diyen hocalarimiz bile
ogretmen merkezli ders isliyor.

Derslerimiz genellikle 6gretmen merkezli, 6gretmen merkezli bir
programda zaten yaraticilik, yenilik¢ilik beklenemez.

Ogretmen egitimcisi o dénemin programi ne gerektiriyor o konu
lizerinden sadece not aldirma ya da dersleri diiz anlatim yontemiyle
acikladigr igin Ogrencilere ne elestirel bakis ne de yaraticilik

acisindan bir sey kattigini diistinmiiyorum.
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Rehber Benim 2013’te buradan mezun olan bir hocam staj rehberim, diiz
O0gretmenlerin anlatim yontemini kullaniyor ¢ok sasirdim. Sadece anlatiyor ve
yetersizligi yazdirtyor, 2 saat boyunca yazi yazdirdigini bilirim. Ogrenci kagida

yazdigini ezberliyor ve geciyor, sosyal bilgileri 6grenmiyor.

Okul deneyiminde Ogretmenler staj ogrencilerini bir kagis noktasi
olarak goriiyor ve simifi bize birakip disar1 ¢ikma, nefes alma firsati
olarak goriiyorlar bu nedenle onlarin deneyimlerinden higbir sey
kazanmiyoruz.

Staj okullarinda o6gretmenlerin hepsi 15-20 yil {izeri deneyimli
ogretmenler, deneyimli olmak bir avantaj ancak bu durum
dezavantaja da doniisebiliyor ¢ilinkii degisime karsi daha direngli hale

geliyorlar.

Sinif diizeni Sinifin yapisina baktigimizda on taraf hocalarin ders anlattig1 kiirsii
kism1 zaten d6gretmen ve dgrenci arasindaki hiyerarsiyi gosteriyor.
Bizim siniflardaki siralar dnceden hareketli siralardi daha sonra
temizlenmesi zor gerekcesiyle hepsini sabit siralar yaptilar siiftaki
calisma ortamim1 0 da etkiliyor bence, ¢iinkii Ogrenciyi oraya

sabitliyor.

KPSS kaygisi Ogretmenlik yapabilmemiz igin Oniimiizde gegmemiz gereken bir
KPSS gercegi var, gelecek kaygist gelismemizi engelliyor. Herkes
sadece bolim derslerine odaklanmis durumda.

KPSS puanina gore atama yapiliyor, 6gretmen adayinin gergekten

ogrenciye katabilecegi becerilere bakilmiyor.

Tablo 10 incelendiginde, ¢alismaya katilan dgretmen adaylar tarafindan 21. yiizyil
becerilerinin kazandirilmasinda en Onemli engelin, 6gretmen egitimcilerinin 6grenci
merkezli derslerin 6nemine vurgu yapmalarina ragmen kendilerinin derslerini bu sekilde
modelleyememesi oldugu belirtilmistir. Bunun yan1 sira dgretmenlik uygulamasi
derslerindeki rehber 6gretmenlerin bu becerilerin kazandirilmasi konusunda &grencilere

rehberlik etmede yetersiz kalmasi, egitim fakiiltesindeki siniflarin fiziki kosullarinin 6grenci
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merkezli (aktif) 6grenmeye uygun olmamasi ve KPSS (Kamu Personeli Se¢me Sinavi)

smavinin daha ¢ok biligsel becerilere odaklanmasi nedeniyle 6grencilerin kendi profesyonel

gelisimlerine odaklanamamasi olarak ifade edilmistir.

Besinci Alt Probleme Ait Bulgular

Ogretmen adaylarinin “Universite ve égretmen egitimcileri bu becerileri gelistirmede nasil

yvardimct olabilir?” sorusuna iliskin goriislerinin analizi sonucunda bes tema ortaya

cikmustir. Ogretmen adaylarinin ifadelerinden alintilar ve temalar Tablo 11°de sunulmustur.

Tablo 11. Ogretmen egitiminde bu becerilerin gelistirilmesine yonelik oneriler

Temalar

Ogretmen adaylarinin ifadeleri

Ogretmen
egitimecisi  model

olmali

Beceri odakli

dersler konulmali

Denetim yapilmali

Oncelikle bu becerilerin  6grencilere  kazandirilabilmesi igin
hocalarimizin bunu kendisinin kullanmasi lazim.

Ogretmenler gercekten faydali olabilecek uygulanabilecek teknikler
gostermeliler

Ogrencilerin dgretmenlerden daha fazla rol aldigi bir sif ortami

yaratilabilir

Sosyal bilgilere 6zgii yeni dersler agilabilir. Ornegin iletisim dersi,
elestirel diisiinme dersi. iletisim dersimiz var ama her sey bilgi
diizeyinde kaliyor, uygulamaya gegemiyoruz.

Sosyal katilim becerisine yonelik bir ders olabilir. Elestirel diisiinme,
analiz yapabilme gibi. Beceriye yonelik dersler olmali.

Beceri ve deger kazandirmaya doniik ders sayisinin artirilmasini

istiyorum

Uzerinde durdugunuz becerilerin hepsi teoride ¢ok iyi ama uygulama
anlaminda sikinti ¢ekiyoruz. Beceriler kazanilmig mi diye yeni
programa uygun c¢agdas testlerle test edilmeli, 6gretmen adaylari
bunu gergekten kavramis mi test edilmelidir. Bunun denetimi

yapilirsa saglikli olacagini diisiiniiyorum.

Bircok hocamiz formasyon dersi alamamistir diye diisliniiyorum



52 F.Bozkurt/ Pamukkale Universitesi Egitim Fakiiltesi Dergisi, 51, 34-64, 2021
bizim béliimde. Ogretmen olmakla bitmiyor, yontemini degistirebilir,

teknigini degistirebilir. Ogretmenlerin ¢ok biiyiik sorumluluklar:
oldugunu diigiinliyorum ben, denetim mekanizmasi olmasi1 lazim,

yani kendilerini gelistirmek i¢in sorumluluklar1 olmasi lazim.

Okul deneyimi  Ogretmenlik uygulamasi sadece dérdiincii sinifta yapilmamali, daha

dersleri daha fazla erken siiflarda baslamali

olmal Ogretmenlik uygulamas1 3 ve 2. smifta da olmali, Ogretmenlik
becerisi hemen bir yilda kazanilabilecek bir sey degil, deneyim
yaptik¢a farkli yonlerini goriiyoruz. Eksiklerimizi goriip tamamlama

firsatimiz oluyor.

Alternatif Degerlendirme siireci tek tip olmamali. Degerlendirme siireci daha
degerlendirme tutarli ve gegerli olmali.
kullanilmali

Tablo 11 incelendiginde Ogretmen adaylart 21. yiizy1l becerilerinin 6gretmen
egitiminde gelistirilmesinde, 6gretmen egitimcilerinin model olarak anahtar rol oynadigini
belirttikleri goriilmektedir. Ayrica 6gretmen adaylar1 programa bu becerilere yonelik yeni
derslerin dahil edilmesi ve programda yer alan becerilerin uygulamadaki programda hayata
gecip gecmediginin de alternatif 6lgme degerlendirme yontemleri ile kontrol edilmesi

gerektigini vurgulamiglardir.
Tartisma ve Sonug¢

Caligmaya katilan 6gretmen adaylarindan elde dilen veriler, katilimcilarin %71,9’unun
sosyal bilgiler o6gretmenligi lisans programinin 21. Yiizyil becerilerini kazandirma
konusunda 1iyi ve ¢ok iyi diizeyde oldugunu ifade ettigi goriilmektedir. Ayrica ¢alismada 21.

({4

iyi” ve “cok iyi

»

ylizy1l becerileri faktorlere ayrilarak incelenmistir. Her bir becerinin
diizey araliklarina gore belirlenen frekans yiizdeleri dikkate alindiginda en basarili olandan
en basarisiza dogru siralama su sekildedir: Is birligi becerisi (%73,2), iletisim becerisi
(%73,1), elestirel diistinme becerisi (%69,8), teknolojiyi 6grenme igin bir arag olarak
kullanma becerisi (%66,6), yaraticilik ve yenilik¢ilik (%66,3), 6z diizenleme becerisi

(%66,2), yerel baglantilar (%62,4), dijital ortamlarda 6gretim becerileri (%59,7) ve kiiresel
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baglantilar (%54,0). Buna gore 6gretmen adaylarindan elde dilen veriler sosyal bilgiler

Ogretmenligi lisans programinin 21. yiizyil becerilerinden is birligi ve iletisim becerilerini
kazandirma konusunda daha iyi oldugu ancak kiiresel baglantilar ve dijital ortamlarda
Ogretim becerisini kazandirma konusunda ise yeterli olmadigini ortaya koymustur. Sosyal
Bilgiler dersi 6gretim programinda yer alan Ogrenme alanlarindan biri olan Kiiresel
Baglantilar 6grenme alaninda programin yeterli goriilmemesi onemli bir eksikliktir. Bu
sonug, resmi programda kiiresel baglantilar 6grenme alanmin igerigi ve kapsami kiiresel
egitim anlayisinin genel temalarinin tiimiinii igerecek sekilde yer almasma ragmen
uygulamadaki programda yeterli olunamadigi seklinde yorumlanabilir. Binkley ve digerleri
(2016) tarafindan yiiriitilen calismada belirtildigi gibi bir programda 21. yiizy1l becerilerinin
sadece tanimlandigi, bu becerilerin nasil ve ne sekilde basarilacagina dair bir ayrinti
derinligi olmadiginda bu becerilerin Ogrencilerin gercek Ogrenme deneyimlerine veya
yapilan degerlendirmelere yansimasi miimkiin degildir. Ayrica bu 21. yiizyil amaglarinin
veya Ogretilmesini gerektiren hedeflerin ¢ok degerli degerlendirmeleri olmadan,
ogrencilerdeki degisimi goérmek zordur (Binkley ve digerleri, 2016). Bu konuda Honey,
kiiresel farkindalik da dahil olmak tiizere kilit alanlarda degerlendirmelerin varligint ve
kalitesini aragtiran 21. ylizyilin degerlendirmelerinin kullanimi1 hakkinda diinya ¢apinda bir
arastirma baglatmistir ve programda oOgrencilerin kiiresel ve uluslararast meseleleri
anlamalarini ele alan hicbir degerlendirmenin bulunmadigini belirtmistir (akt. Binkley ve
digerleri, 2016: 55). Ne yazik ki ililkemizde de programda ifade edilen becerilerin nasil
kazandirilacagina yonelik bir ayrint1 derinligi bulunmamakta ayrica bu becerilerin kazanilip
kazanilmadig1 da degerlendirilmemektedir. Bu nedenle bu beceriler sadece resmi programda
yer almakta ve uygulamaya gecememektedir. Ayrica ¢alismanin nitel boyutunda goriildiigii
gibi KPSS siavi 6gretmen adaylarinin profesyonellesme siirecinde 6nemli bir engel olarak

yer almakta ve onlar1 beceri gelisiminden ¢ok boliim derslerini ezberlemeye yoneltmektedir.

Calismanin bir diger bulgusu programin 6gretmen adaylarinin dijital ortamlarda
O0gretim becerilerinin gelistirilmesinde yeterli olmadigidir. Bu bulgu ¢alismanin nitel
boyutundan elde edilen sonuglarla paralellik gostermektedir. Ogretmen adaylar1 Bilgisayar I
ve Bilgisayar II derslerinin yeterli olmadigini sadece bir video hazirlayarak o donem dersten
gectiklerini ve bu derslerde Ogrenilenlerin  giiniimiiz kosullar1 ile kiyaslandiginda
giincelligini yitirdigini belirtmislerdir. Hatta giliniimiiz ilkdgretim 6grencilerinin kodlama
dersleri aldiklarin1 kendilerinin ise Ogrencilerin simdiden gerisinde kaldiklarmi ifade

etmislerdir.
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Giliniimiiz toplumunda teknoloji daha yaygin hale geldikce, &grencilerin dijital

teknolojilerde (bilgisayarlar, elektronik beyaz tahtalar, GPS vb.) uzmanliga olan ihtiyaglari
artmaktadir. Daha da Onemlisi, 06grencilerin bilgileri arastirmak, diizenlemek,
degerlendirmek ve iletmek i¢in teknolojiyi kullanma yeteneklerine olan ihtiyagtir. 21.
ylizyilin 6gretmenleri, Ogrencilerine geleneksel dersliklerden daha karmasik ve cesitli
ogrenme firsatlart sunan, teknoloji yoniinden zengin siniflarda rehberlik edebilmelidir
(Larson ve Miller, 2011). Bu agidan bu becerilerin dgretmen egitimi programlarinda
gelistirilmesi 6nem arz etmektedir. Bu konuda Cakir ve Giingor (2017) tarafindan yiiriitiilen
caligmanin bulgulari, 6gretmen adaylarinin karar verme, problem ¢6zme, teknoloji kullanimi
becerilerinde sorun yasadiklarini gostermektedir. Ayrica mevcut ders igeriklerinin de 21.

yiizy1l 6gretmen yeterlikleri bakimindan yeterince islevsel olmadigi bulgusuna ulasilmistir.

Aktay (2016) tarafindan yiiriitillen baska bir calismada da 4 farkli tiniversitede 4.
Sinifta okuyan ilkdgretim O6gretmen adaylarinin teknoloji becerileri ile ilgili 6zellikleri
analiz edilmistir. Bu anlamda arastirma i¢in genel kabul gérmiis teknoloji standartlarindan
ISTE Ulusal Egitim Teknolojisi Standartlari (NETS-T) ve Ogretmenler Igin Performans
Gostergeleri kullanilmistir. Sonuglar, 6gretmen adaylarmin yaklasik %70'inden fazlasinin
standartlarin ¢ogunda kendilerini yeterli gordiiklerini ortaya koymustur. Ancak, calismaya
katilan 6gretmen adaylarinin bazilari, dijital araglar1 kullanarak yerel ve kiiresel topluluklara
katilmak, topluluk tiyeleri ve ebeveynlerle is birligi yapmak, dgrencileri ve meslektaslariyla
isbirlikli calismalar1 modellemek gibi konularda yeterince nitelikli hissetmediklerini

belirtmislerdir.

Bu calismanin bulgularina paralel olarak Tiirkiye’de Milli Egitim Bakanligi (MEB)
tarafindan yiiriitiilen 21. Yiizy1l Ogrenci Profili (2011) arastirmasi 21. yiizyil egitim sistemi
ile ilgili baz1 ipuglar1 vermektedir. Bu arastirmaya katilan 10 912 6gretmenin ¢ogu bu egitim
sisteminde; Ogrencilerin evrensel degerleri yeterince edinemedigini (%66), Ogrenciler
arasindaki kisisel farkliliklarin dikkate alinmadigini (%75), 6grencilere elestirel diisiinmenin
yeterince kazandirilmadigini (%77), 0grencileri aragtirma ve sorgulamaya sevk etmedigini
(yaklasik %80), o6grencilere karsilastigi problemleri kendi basina ¢6zme becerisi (%80) ve
kendi kararlarini alabilme becerisi kazandirmadigini (%76) belirtmislerdir. Ayrica ¢aligmaya
katilan Ogretmenler, egitimin uluslararas1 standartlarda olmadigimi (%85) ve ogretimdeki
degerler, Ogretilenler ve hedefler iizerinde yeniden diisliniilmesi gerektigini (%385,4)
belirtmislerdir (EARGED, 2011). Bu konuda Hamarat (2019), MEBin 21. Yiizyil Ogrenci

Profili olusturma ¢alismasinin betimsel diizeyde kaldigini1 ve durum g¢alismalar1 ya da eylem
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arastirmalartyla desteklenmedigini belirtmistir. Hamarat ayrica 2018’de giincellenen miifre-

datlarla 6grencilere kazandirilmasi hedeflenen yeterlik ve becerilerin 6gretim programlarina
yansitilmasi igin girisimde bulunulmasina ragmen bunun biitiin sistemi kapsayamamasi ya
da yalnmizca bir boyuta odaklanmasi nedeniyle beklenen doniisiimiin gerceklesemedigini

ifade etmistir (Hamarat, 2019).

Baska bir ¢alismada Clark (2008) Partnership21 tarafindan onerilen 21. ylizyil
becerilerini temel alarak Bat1 Virginia’da gerceklestirilen teknoloji entegrasyonu siirecinde
ogretmenlerin durumunu degerlendirmistir. Calismanin bulgulari, 6gretmenlerin %50’sinden
fazlasinin (bilgisayar, internet, kelime islemci programlari ve e posta hizmetleri olarak
siralanan) teknolojik araglari glinliik hayatlarinda kullandiklarini ancak bu araglari 21. yiizyil
ieriklerini olusturmada kullanmadiklarini ortaya koymustur. Ogretmenlerin bu araglar1 21.
ylizy1l iceriklerini olusturmada kullanmalarini etkileyen faktorler ise ara¢ kullanimina
yonelik mesleki gelisim eksikligi, zaman yetersizligi ve kisisel ilgi olarak siralanmustir.
Benzer sekilde Bernhardt’in (2015) yapmis oldugu ¢alismaya katilan 6gretmenlerin ¢ogu
konu alan1 bilgisi, motivasyon, katilim ve yaratici degerlendirme stratejilerine odaklanan
genel pedagojik stratejileri iceren mesleki gelisime ihtiya¢c duyduklarini ifade etmislerdir.
Ayrica teknoloji kesinlikle profesyonel gelisimin bir pargasi olsa da calismaya katilan
ogretmenlerin teknoloji kullanimin 21. ylizy1l 6grenimindeki rolii hakkinda yeterli diizeyde

bir anlayisa sahip olmadig1 bulgusuna ulasilmigtir.

Bu ¢alismanin bulgularina paralel olarak Goksun (2016) 6gretmen adaylarinin 21.
ylzyil 68renen ve dgreten becerileri kullanim diizeylerini analiz ettigi calismada, 6gretmen
adaylarinin biligsel becerileri yiiksek diizeyde kullandiklari, bunun yani sira otonom
becerileri, is birligi ve esneklik becerileri gibi gercek yasam problemlerini ¢ozmeye yonelik
becerileri orta noktaya yakin diizeyde kullandiklar1 goriilmiistiir. Ayrica 6gretmen yetistirme
programlarindaki teknoloji bilgisine yonelik derslerin yetersiz oldugu bulgusuna ulagiimustir.
Bu ¢aligmanin bulgularindan farkl olarak Coklar (2008) tarafindan Tiirkiye’deki yedi farklh
tiniversitede 6grenim goren ogretmen adaylart ile yiiriitiilen ¢calismada, 6gretmen adaylarinin
egitim teknolojileri kullanim &z-yeterlik algilarinin yiiksek diizeyde oldugu bulgusuna
ulagilmistir. Sahin (2010) tarafindan alt1 farkli iiniversitedeki 6gretmen adaylariyla yiiriitiilen
calismada da Ogretmen adaylarinin yaklasik %60’1mnin yeni binyil 6grencisi 6zelliklerini

gosterdigi saptanmaistir.

Giiriiltl, Aslan ve Alc1 (2019) tarafindan yiiriitiilen ¢alismada da ortaggretimde gorev

yapan Ogretmenlerin 21. yiizy1l Ogreten becerilerine yiiksek seviyede sahip oldugunu
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diisiindiigii bulgusuna ulasilmistir. Ancak literatiirde 6gretmenlerin bu yeni becerileri nasil

kavramsallastirdig1 ve sinif uygulamalarinda nasil kullandiklari ile ilgili yapilan ¢alismalar
bazi sorunlarin oldugunu ortaya koymaktadir (Bernhardt, 2015). 21. yiizyil becerilerinin
Ogretimi ile ilgili elestirilerin ¢ogu, bu becerileri derslerde uygulamak i¢in bir ¢ergevenin
olmamasi ve ayrica 0gretmenlerin ve dgrencilerin yil boyunca bu beceriler iizerinden nasil

degerlendirileceklerine iligskin belirsizliklerin olmasiyla ilgilidir (Bernhardt, 2015).

Bu ¢alismanin diger bir bulgusu olan 6gretmen adaylarinin simif diizeyine gore 21.
ylizyil beceri ortalama puanlar1 arasinda anlamli bir fark olmamasidir. Bu bulgu oldukc¢a
diistindiiriiciidiir. Genel olarak, arastirmanin nitel bulgulari, programin bu becerileri
kazandirma konusunda ¢ok yeterli olmadigi seklindedir. Nitel ¢alismaya sadece 4. Sinif
ogrencileri dahil edilmistir ve onlarin da degerlendirmeye daha elestirel yaklastiklar
gbzlemlenmistir. Nitel bulgular, sosyal bilgiler 6gretmenligi lisans programinda kullanilan
yontem ve uygulamalarin ders anlatimi, not alma ve ders kitaplarinin kullanimina
odaklandigin1 ortay koymustur. Veriler, Ogretim {iyelerinin daha geleneksel &gretim
yontemlerini kullandiklarin1 gdstermektedir. Bu bulgu Ananiadou ve Claro (2009)
tarafindan Tirkiye’deki ilk ve ortaokullarin 6gretim programlari ile ilgili yapilan ¢alismanin
bulgulari ile paralellik gostermektedir. OECD ftilkelerinde gerceklestirilen bu g¢alismada her
iilkenin Ogretim programinda kazandirilan temel Ogrenen becerileri ortaya konmustur.
Calismaya gore Tirkiye’deki ilk ve ortaokullarin 6gretim programlart ile Ogrenenlere;
elestirel diisiinme, yaratict diisiinme, iletisim, arastirma, problem ¢dzme, karar verme ve
bilgi ve iletisim teknolojileri becerilerinin 6gretim programinda kazandirilmasi amaglanan
beceriler olarak yer aldigini ancak bu siralanan becerilerin 6grenme siireglerinde ise
kosulmadigini ortaya koymustur. Calismada 6zellikle bu beceri ve yetkinlikleri hedef alan
degerlendirme politikalar1 veya 6gretmen egitimi programlarinin olmadig: ifade edilmistir.
Ayrica 21. yiizyil becerilerinin kazandirilmasinda 6grenme ortaminin beceri aktarimina
uygun olarak diizenlenmesi ve 6lgme degerlendirme anlayisinin da buna uygun olmasi
gerekmektedir. Ogrenme ortamimin rahat, esnek ve yaraticiligi destekleyen atmosferde
olmasi beceri temelli gelisime biiyiik katki saglayacaktir (Hamarat, 2019). Ayni zamanda
tiim §gretmen ve dgretmen adaylarinin degerlendirme verilerini (6grenci portfolyolarini, test
puanlarmi, isbirlikli projeleri vb.) dogru bir sekilde okuma ve yorumlama ve sinif igi
uygulamalar1 dogru ve uygun bir sekilde farklilastirma becerisine sahip olmasi 6nemlidir
(Miller, 2009). Bu nedenle dgretmenlere ve 6gretmen adaylarina becerilere yonelik 6l¢me ve

degerlendirme konusunda farkindalik kazandirilmali ve egitim verilmelidir. Ogretmen
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egitimi, ylksek kaliteli 6gretimi miimkiin kilmak i¢in gerekenlerin sadece bir bileseni

olmasma ragmen, okullarda talep edilen tiim diger reformlarin basarisi i¢in 6n kosuldur
(Darling-Hammond, 2006). Ogretmen egitimcilerinin bu becerileri 6grencilerine aktarmak
icin kendileri 21. yiizyil becerilerinin eszamanli entegrasyonunun gii¢clii modelleri olmasi
gerekmektedir. Bu nedenle 6gretmen egitimcileri, 6gretimlerini gelistirmek ve bu teknikleri
ogrencileri icin modellemek igin siirekli olarak yeni teknolojileri derslerine entegre etmeli ve

giincel kalmalidirlar (Urbani, Roshandel, Michaels ve Truesdell, 2017).

Cuban (1991, akt. Russell, 2010) derin 6grenme cagris1 gerektiren arastirmalarin
yogunluguna ragmen, sosyal bilgiler 6gretim programina pasif 6grenmenin, gerceklerin
sondaj ve ezberlenmesinin hala hakim oldugunu belirtmistir. Cuban’a gore birgok sosyal
bilgiler 6gretmeni, ne 6gretildigi kadar igerigin nasil dgretildiginin de dnemli oldugu fikrini
kavrayamamaktadir. Ona gbre 6gretmenler, igerigin kapsaminin icerigin dgretilmesi ile ayni
oldugu fikrine sahip olma egilimindedir. Bu konuda, Henke, Chen ve Goldinan (1999)
tarafindan ortadgretim sosyal bilgiler 6gretmenlerinin 6gretim uygulamalar1 hakkinda ulusal
bir calisma ylriitilmiistiir. Calismanin bulgular1 6zellikle ortadgretim sosyal bilgiler
Ogretmenlerinin diger alandaki 6gretmenlerle karsilagtirildiginda, tim grup 6gretimi yerine
alternatif ogretim yontemlerini kullanma olasiliklarinin daha diisiik oldugunu ortaya
koymustur. Yapilan c¢alismada ayrica sosyal bilgiler 6gretmenlerinin ¢ogunun (%91)
hatirlamay1 gerektiren sorular sordugu, sadece kiigiikk bir kisminin (%38) haftalik olarak
ogrenci liderligindeki tartismalari gergeklestirdigi bulgusuna ulasilmistir. Calismada sosyal
bilgiler 6gretmenlerinin ¢ogu igerik bilgisi icin ders kitabina giivendigini belirtmistir;
O0gretmenlerin ¢ogunun Ogrencilerin kitaptan sinifta okuma (%94’i) ve disarida okuma
(%95°1) yapmalarini istedikleri bulgusuna ulasilmistir. Ayrica ¢aligmada, sosyal bilgiler
ogretmenlerinin  %95'1 haftalik olarak teknolojiyi kullandigini bildirmistir; ancak, bu
“teknolojinin” beyaz tahta ve tepegdz ile sinirli oldugu bulgusuna ulagilmistir. Benzer
sekilde Ilter (2017) ve Russell’mn (2010), 21. yiizyilda sosyal bilgiler derslerinin nasil
ogretildigini inceledikleri calismalarin sonuglari, sosyal bilgiler 6gretmenlerinin pasif
ogrenmeyi tesvik etme konusunda daha meyilli olduklarini, aktif 6grenmeye daha az yatkin
olduklarin1 gostermistir. Russell’in (2010) yiiriittiigi ¢alismanin bulgular1 derslerde ¢ogu
zaman Ogrencilerin liretken olmadigi, elestirel diisiinmeleri veya problem ¢ozmeleri
gerekmedigini gostermektedir. Elestirel diistinme ve diger karar verme becerileri, basarili bir
sosyal bilgiler egitimi i¢in ¢ok dnemlidir. Engle'a (2003) gore, elestirel diisiinme ve karar

verme sosyal bilgiler egitiminin kalbidir. Ayrica, Russell’mm (2010) yiiriittiigi ¢aligmada



58 F.Bozkurt/ Pamukkale Universitesi Egitim Fakiiltesi Dergisi, 51, 34-64, 2021
katilimcilarin %90'n1 tarafindan sosyal bilgiler dersinin yaklagik yaris1 ya da daha fazla bir

boliimiinde anlatim yonteminin kullanildigini, zamanin biiylik bir kismimin not almaya
harcandigini1 ve 6gretmenlerin ders kitaplarini birincil bilgi kaynagi olarak tercih ettiklerini
gostermistir. Russell (2010) ve Cuban'nin (1991) bulgular1 Sosyal bilgiler 6gretmenlerinin
amaci, 0grencileri 21. yiizyilin etkili vatandaglar1 haline getirmek olmasia ragmen, sosyal
bilgiler 6gretmenlerinin bu hedefi gergeklestirme potansiyellerini en st diizeye
cikaramadiklarin1 ortaya koymaktadir. Bu ¢alismanin bulgular1 da ilk ve orta 6gretimde
oldugu gibi sosyal bilgiler 6gretmenligi lisans programinda da aymi problemlerin hala

yasandigin ortaya koymustur.

Oneriler

Sosyal bilgiler dersinde ilgi ¢ekici ve anlamli 6grenme firsatlarinin olmayis1 biiylik bir
eksikliktir. Ogrencilere, bir dizi 6grenme deneyimi ve elestirel diisiinmeleri igin yeterli
firsatlar sunmak, modern topluma aktif olarak katkida bulunabilecek iyi ve etkili 21. ylizyil
vatandaglarin1 hazirlamak i¢in temel bir unsurdur. Sosyal bilgiler 6gretmen adaylarinin
egitim oOgretim siirecleri planlanirken 21. yiizyill becerilerini kapsayan ve &grenme
ortamlarin1 temel alan dersler konulmalidir. Ogretmen egiticilerinin sunduklar1 egitsel
yasantilar, 6gretmen adaylarinin 21. yilizy1l becerilerini kullanmalar1 i¢in model olmalidir.
Ogretmen egitimcilerinin ne 6gretildigi kadar igerigin nasil dgretildiginin de énemli oldugu
fikrini kavramalar1 6nem arz etmektedir. Ozellikle de gretmen egitimi programlarinda bu

beceri ve yetkinlikleri hedef alan detayli bir programa ve degerlendirmelere yer verilmelidir.

Son olarak, tim bu beceriler ancak 6gretmenler ve Ogrenciler onlar1 6gretme ve
ogrenme deneyimleriyle degerli ve ilgili gordiikleri takdirde uygulamaya konulabilir.
Ogretmen egitimi programlart bunun igin kilit rol oynamaktadir. Ozellikle dgretmen
adaylarinin, 6grencilerinin bu becerileri gelistirmelerine nasil yardimer olacaklart konusunda
egitim almalarinin yani sira, bu becerilerin degerine ikna olmalar1 ve onlara yeterli zaman

ayirmalari i¢in tesvik ve kaynaklar saglanmasi gerekir.
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Abstract

The purpose of this study, in which the mixed explanatory method was used, is to reveal how
sufficient the current social studies teaching undergraduate program is in providing 21st-century
skills, from teacher candidates' perspective. Survey design was used in the quantitative dimension,
and phenomenology pattern was used in the study's qualitative dimension. The 21% century skills
scale was used to collect the quantitative data, and the semi-structured interview form was used to
collect the qualitative data. Since quantitative and qualitative research models were employed
together in the study, a sample was taken from the research universe, and the study group was
determined. The sample of the study consisted of 335 social studies teacher candidates studying at a
state university. The findings of the study revealed that the social studies teacher training program is
better in acquiring cooperation and communication skills among 21% century skills, but it is not
sufficient in acquiring teaching skills in global connections and digital environments. In addition, the
findings indicate that although the 21 century skills are included in the social studies teacher
training program as the skills to be acquired, these skills are not employed in the learning processes.
It is essential that the educational experiences presented by teacher educators to be a model for
teacher candidates to use 21 century skills. Teacher educators should also understand the
importance of how the content is taught as well as what is taught. Especially in teacher training

programs, a detailed program and assessments targeting these skills should be included.
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Introduction

The call for 21% century knowledge frameworks is based on the claim that education has
failed to prepare students for the 21st century demands. The school (in terms of
organization, structure, and format) has remained the same today as it was during the 20"
century. It has become clear that the workforce required by an increasingly globalized
economy requires a completely different educational model that transcends repetition, basic
applied knowledge, and limited literacy skills of the 20" century (Kereluik, Mishra, Fahnoe
& Terry, 2013). These skills and competencies are often called 21% century skills and
competencies to show that they emerged more in line with economic and social development
models' needs compared to the last century (Ananiadou & Claro, 2009). Parallel to the
interest in teaching and learning 21% century skills, educational researchers have made
efforts to develop a framework for 21% century skills. These efforts have led to a series of
frameworks. Many organizations around the world have independently developed

frameworks for these skills. Some of these are as follows:

The Partnership for 21 Century Skills (2007) in the United States has developed a
framework that combines the certain student outcomes of the skills learned in the 21%
century with support systems to prepare students to work and become more competitive in a
global economy. Within this framework, student outcomes include (1) Core Subjects and
21% Century Themes; (2) Learning and Innovation Skills; (3) Information, Media and
Technology Skills; (4) Life and Career Skills (Jia, Oh, Sibuma, LaBanca & Lorentson,
2016). Key subjects on which these skills are based include “Language acquisition, reading
and language arts, world languages, art, mathematics, economics, science, geography,
history, government, and civics.” Then, based on these keywords, 21% century
interdisciplinary themes were identified. These 21% century themes include global
awareness, entrepreneurial-economic or financial literacy, civics literacy, health literacy, and
environmental literacy. Learning and innovation skills comprise creativity, critical thinking,
and problem-solving, communication, and collaboration. Information, media, and
technology skills are made up of information literacy; media is composed of information,
communication, and technology literacy. Life and career skills often require personal skills:
flexibility and adaptability, initiative and self-direction, productivity, accountability,
leadership, and responsibility (Geisinger, 2016). Since its development, this framework has
been referred to in the development of most 21% century programs.
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The Standards for the 21% Century Learner (AASL, 2007), on the other hand,

emphasizes the importance of four skill components to improve information literacy in the
21t century: (1) inquire, think critically and gain knowledge acquisition; (2) draw
conclusions, make decisions, apply information to new situations and create new
knowledge; (3) share knowledge and participate ethically and productively as a member of a
democratic society; and (4) pursue personal and aesthetic growth. Within each component,
AASL standards outline the necessary skills, trends in action, responsibilities, and self-

assessment strategies that learners could show to achieve these standards (Jia et al., 2016).

In another study, Binkley, Erstad, Herman, Raizen, Ripley, Miller-Ricci and Rumble
(2012) developed a general conceptual scheme to analyze the 21% century skill frameworks.
This scheme defines ten capabilities divided into four categories. Although there are
significant differences in the way these skills are defined and clustered from one framework
to another, the following ten items are broad and comprehensive enough to cover all

approaches:

» Way of thinking: (1) Creativity and innovation, (2) Critical thinking, problem-
solving, decision-making, (3) Learning to learn, metacognition.

» Way of Working: (4) Communication, (5) Cooperation (teamwork)

» Working Tools: (6) Information literacy (including research on resources, evidence,
prejudices, etc.), (7) Information communication technology literacy

» Integration into the World: (8) Citizenship - local and global, (9) Life and career,
(10) Personal and social responsibility - including cultural awareness and

competencies.

Similarly, in 2014, UNESCO published Guiding Principles for Learning in the
Twenty-first Century, which goes beyond the competence framework concept. These
guiding principles address the following set of competencies and attitudes: academic
honesty, information literacy, critical thinking, creativity, STEM (science, technology,
engineering, and math) learning, concepts-focus learning, health and mindfulness, service
learning, learning support and assessment. The guiding principles’ focus is not on the
definition of the competencies but on helping children, and young people acquire these

competencies.

Although 21% century skills are defined differently, in general, all definitions
emphasize what students can do with knowledge and how they apply what they have learned

in an authentic context. The core of the twenty-first-century skills focuses on effective



Bozkurt, F./ Pamukkale University Journal of Education, 51, 34-64, 2021
communication and collaboration skills, technology expertise, innovative and creative

thinking skills, and problem-solving skills. In this respect, the question of whether twenty-
first century skills are new comes to mind (Larson & Miller, 2011). According to Silva
(2009, p. 631), 21% century skills are not new, but “newly important” because today's
workers must find and analyze information from multiple sources and use it to make
decisions and create new ideas. Historically, the need for these learning and innovation skills
can be traced back to the first professional teachers, Socrates and Sophists (Larson & Miller,
2011).

Supporters and advocates of the 21% century skills movement argue that there is a
need for reform in schools and education to respond to the social and financial needs of
students and society in the 21% century (Larson & Miller, 2011). Teachers are expected
better to prepare students for the 21% century business world. Being ready for labor in the
21% century requires students to use problem-solving, assessment, reasoning, decision-
making, and the ability to use digital technology and apply them to complex and challenging
tasks. Studies on the evaluation of learning or teaching 21°% century skills are often centered
on examining a subset of these skills (Jia et al., 2016). However, they have not made a
systematic assessment of the entire skill set of the 21 century. It is believed that such a
study could serve to identify the required areas in teacher training to develop 21% century
skills teaching. In other words, this study may help identify the strengths and weaknesses of
the Social Studies program in acquiring the specified 21% century skills. Such studies can
also be used as a self-reflection or assessment tool for current and future teachers to learn
21% century skills and know the skills to identify the areas that can be strengthened (Jia et
al., 2016). It can also help teacher educators understand 21% century skills and see what they
teach and how they train and prepare teacher candidates. For these purposes, the study

sought to answer the following research questions.

1. To what extent do social studies teacher candidates have 21 century skills?

2. Is there a significant difference in the 21 century skills mean scores of social studies
teacher candidates based on gender?

3. Is there a significant difference in the 21% century skills mean scores of social studies
teacher candidates based on grade level?

4. What are the major obstacles to teaching these skills during teacher education?

5. How can university and teacher educators help to develop these skills?
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Method

Research Design

In this study, a mixed explanatory method was used to reveal how efficient the current social
studies teacher training program is to acquire 21 century skills from teacher candidates'
perspectives. According to Creswell (2008), the basic assumption of mixed-method research
is that simultaneous or blended qualitative and quantitative research methods provide a
better understanding of research problems and questions than using these methods
separately. The study is carried out as two different research projects in the mixed
explanatory method. First, quantitative research is conducted, and then qualitative research

is planned based on this (Creswell, 2008).

The main reason for choosing a mixed method in this study is that a mixture of
qualitative and quantitative methods provides a better understanding of the research problem
than each method would do alone. The data collected in the study through the qualitative
research method helped to validate the quantitative results in the first stage and carry out an
in-depth investigation into the causes and solutions of the problems experienced by teacher
candidates. In this study, 21% century skills scale for teacher candidates and semi-structured
interview form were used as data collection tools. At first, quantitative data were collected
and analyzed during the research, and then qualitative data were collected and analyzed. The
analysis results of both data sets were compared and interpreted to see if the results were
compatible with each other.

Quantitative Dimension

In the quantitative dimension of the study, the survey method was used. The survey method
includes research conducted to reveal the level, view, attitude, interest, and competence of
the participants of study on a subject or situation (Biiyiikoziirk, Kilig-Cakmak, Akgiin,
Karadeniz & Demirel; 2008).

Research sample

The sample of this study consists of 335 social studies teacher candidates. A total of 194
(57.9%) participants were female, and 141 (42.1%) were male. To reveal how adequate the
program is in gaining 21st century skills and whether there is a difference between classes,

cluster sampling was used in the study. Cluster sampling is a sampling type made when all
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the universe clusters have the chance to be selected equally with all the elements (Karasar,

2018, p. 153).

Quantitative data collection tool

In this study, the measurement tool developed by Niemi, Pehkonen, Niu, Teng and Harju
(2018) was used in order to conceptualize 21% century skills. The instrument was translated
into Turkish by the researcher and then reviewed by two field educators and one English
instructor. Necessary corrections were made by the feedback received, and the scale was

finalized.

As a result of the CFA (Confirmatory Factor Analysis) analysis conducted within the
construct validity study's scope, the standardized factor loads between the items in the
original form of the scale and the structure measured by the items were found statistically
significant according to t values. CFA t values for 21% century skills scale ranged between
9.82 and 12.12 (Appendix 1). Therefore, it was not necessary to remove any item from the
scale (Seger, 2015).

The second examined situation about CFA is the factor load values of the items. It
can be seen in Appendix 2 that all factor loads are above 0.30 (Seger, 2015) (Only the last
item under the Making Local Connections factor is valued at 0.29). Therefore, it can be said

that the items in the scale measure the structure of the 21% century skills scale.

As a result of the applied CFA, chi-square (y2) compliance, and the mean square
root of the approximate errors (Root Mean Square Error of Approximation, RMSEA) values
were examined. In the chi-square fit test, obtaining the chi-square/degree of freedom value
less than three (3) was evaluated as an indicator of good fit (Schumacker & Lomax, 2010).
RMSEA < 0.05 (Schermelleh-Engel, Moosbrugger & Miiller, 2003) was considered as the
perfect fit. The findings are presented in Table 1.

Table 1. CFA Fit Indices for 21% Century Skills Scale

x2/sd RMSEA

Scale 1.72 .046

As the sample grows, the probability of chi-square analysis results is increasing. In

many CFAs, because the sample is large, the p-value is normal, and this is tolerated in most
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studies (Biiyiikoztiirk, Akgiin, Ozkahveci & Demirel, 2004). Based on these findings, it can

be said that the data confirm the factors.

In this study, a reliability study was carried out. Reliability can be defined as the
degree to which a measurement tool provides sensitive, consistent, and random error-free
measurements (Fraenkel & Wallen, 1996). In this study, the reliability of the scale was
calculated with Cronbach Alpha. The reliability of the total scores obtained from the 21

century skill scale and the sub-factors' total scores were calculated and presented in Table 2.

Table 2. Cronbach’s Alpha Reliability Coefficients

The Scale and Sub Cronbach’s Alpha Number of Items
Dimensions

Total Scale 0,96 58
Critical Thinking 0,84 6
Collaboration 0,89 6
Communication 0,87 7
Creativity & Innovation 0,85 5
Self-management / Self- 0,87 7
regulation

Making Global Connections 0,88 6
Making Local Connections 0,88 5
Using Technology as a Tool 0,90 8

for Learning
Teaching skills in digital 0,91 8

environments

For reliability, the Cronbach alpha coefficient must be .7 and greater than .7 (Palant,
2017). As shown in Table 2, the reliability of the total score and that of the sub-factors' item
scores were found to be over .7. In this context, it can be said that the total scores and the
item scores of the sub-factors are free from random errors, and the degree of consistency of

the scores obtained by the participants from this scale is sufficient.

Data collection process

The scale was prepared by the researcher electronically. The social studies teacher

candidates were first informed about the scale and the study, and then the web address of the



Bozkurt, F./ Pamukkale University Journal of Education, 51, 34-64, 2021
g scale was shared with the teacher candidates. Data were collected during the 2018-2019

academic years.

Data analysis

The scale was 5-point Likert type (Very inadequate, Inadequate, Moderate, Good, Very
good) and consisted of 58 items. The maximum score obtained from the scale was 290
points, and the minimum score was 58. The minimum score was subtracted from the
maximum score that the participants could get, and the score found was divided into 5 (since
it was a 5-point Likert type). The final score was added to the minimum score that the
participants could get, and the ranges were determined for the adequacy of the current social

studies teacher training program to acquire 21% century skills.

The total scores of the participants were calculated. To decide on the analyzes to be

performed, the normality test was carried out, and the following results were obtained:

Table 3. Normal distribution analysis of 21 century skills total scores and sub-factors

N Mean Mod Median  Kurtosis Skewness
Total Scale 335 216 205 218 -,250 -,066
Critical Thinking 335 22 24 22 ,155 -,380
Collaboration 335 23 23 24 ,133 -,.359
Communication 335 27 28 28 ,080 -,323
Creativity &
) 335 19 20 19 329 - 422
Innovation
Self-management /
) 335 26 28 27 ,884 -,499
Self-regulation
Making Global
) 335 18 24 21 131 - 458
Connections
Making Local
) 335 18 20 19 ,384 -,489
Connections
Using Technology
as a Tool for 335 30 32 31 375 -,449
Learning
Teaching skills in
335 30 32 30 ,701 -591

digital
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environments

Female 193 215 217 205 ,008 -,302
Male 137 219 220 236 -,132 -,271
1.Grade 70 213 215 214 -,302 -,256
2. Grade 64 210 171 205 -,581 ,288
3. Grade 119 217 205 219 ,556 -,330
4. Grade 75 222 230 230 ,386 -,632

As shown in Table 3, the mean, mode, and median values of the total scores of 335
students from the skill items in the total scale and sub-factors are close to each other. The
kurtosis and skewness values are in the range of +2, -2 (Pallant, 2017). In this context, the
total scale of 335 students and the total scores obtained in each skill show a normal
distribution. Thus, to find answers to sub-problems, t-test for Independent Samples and One-
Way Analysis of Variance (ANOVA) were performed, which are parametric statistical

techniques. In this study, SPSS (22) and LISREL (8.7) were used for the analyses.
Quialitative Dimension
Qualitative data collection tool and data analysis

The study, designed as exploratory mixed-method research, is a phenomenology study
determining how much social studies teacher training program helps teacher candidates
achieve 21% century skills. In other words, in the qualitative dimension of the study, the
phenomenology design, which is one of the qualitative research designs, was used to reveal
the teacher candidates' opinions about their experiences. Phenomenology is a research
design that focuses on cases that we are aware of but do not have an in-depth and detailed
understanding of. Data source in phenomenology includes individuals or groups who
experience the subject that the research focuses on and can express or reflect this
phenomenon (Creswell, 2008). The perceptions of the teacher candidates, who were the data
source in the present study, were investigated based on their experience in the education

faculty.
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In the qualitative dimension of the research, a semi-structured interview form

developed by the researcher was used. Theoretical knowledge obtained by reviewing the
relevant literature and expert opinions were taken as a basis while preparing the semi-
structured interview form. The semi-structured interview form was reviewed by a faculty
member specialized in social studies education and revised in line with the
recommendations received and finalized after the pilot studies. Research data were collected
through the focus group interview technique in the last week of the semester. The semi-
structured interview was attended by 11 (6 Male, 5 Female) and 4th-grade social studies
teacher candidates among the teacher candidates who answered the scale. The teacher
candidates who participated in the interview were determined on a voluntary basis.
However, 4th-grade teacher candidates were preferred for the evaluation of the whole
undergraduate program. The interview lasted 45-50 minutes and was recorded with a tape
recorder. Then, the recording was transferred to Word, and content analysis was performed.
The interview questions used in the study are as follows:

1. How does the social studies teacher training program guide teacher candidates to
acquire 21t century skills?

2. Which of your skills do you think are the strongest? Why?

3. Which of your skills do you think are the weakest? Why?

4. What are the most important obstacles to learning these skills during teacher
education?

5. What kind of skills would you like to develop?

6. How can university or faculty members help and support you in developing these

skills?

Validity and reliability of qualitative data

In order to ensure validity and reliability, the data were evaluated by two different
researchers. As a result of examining the data obtained from semi-structured interviews, the
data were placed in appropriate categories. The categories were reexamined in line with their
similarities and differences. The number of agreement and disagreement in the comparisons
were identified, and the reliability of the research was calculated using Miles and
Huberman’s (1994) formula (Reliability=agreement/agreement+disagreement). Thus, 91%

of the reconciliation rate was obtained in the reliability study conducted for this research.
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Results

Findings Related To The First Sub-Problem

To answer the question, “To what extent do social studies, teacher candidates have 21%
century skills? Firstly, the ranges were determined for the social studies teacher training
program's adequacy level acquire 21% century skills. The distribution of the participants

according to the range of their total scores is demonstrated in Table 4.

Table 4. Distribution of the participants according to the 21% century skills total score

ranges
Level Ranges f %
Very inadequate 58-104 - -
Inadequate 105-151 5 1,5
Moderate 152-198 84 25,1
Good 199-245 194 57,9
Very good 246-290 47 14,0

As can be seen in Table 4, according to the total scores obtained from the scale, five
teacher candidates stated that the program was poor in terms of acquiring 21% century skills,
84 teacher candidates who stated that it was moderate, 194 teacher candidates who indicated
that it was good, and 47 teacher candidates who said that it was very good. When the
frequency percentages of the levels are examined, it is seen that 71.9% of the participants

stated that the program is good and very good in terms of acquiring 21% century skills.

In this study, 21% century skills were divided into factors and examined. 21% century
skills were categorized into nine factors: critical thinking, collaboration, communication,
creativity and innovation, self-regulation, global connections, and local connections, using
technology as a tool for learning and teaching skills in digital environments. The adequacy
level ranges of each sub-factor were determined. The frequency and percentage values of the

sub-factors determined according to the level ranges are given in Table 5.
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Table 5. Frequency values determined according to the level range of 21% century skills sub-

factors
Very Inadequate Moderate Good Very good
inadequate
f % f % f % f % f %
Critical
Thinking 15 45 8 254 190 56,7 44 131

Collaboration

2 06 11 33 77 230 160 478 85 254
Communication ; 13 39 72 215 174 519 71 212
Creativity &

_ 06 17 51 94 281 160 478 62 185
Innovation
Self-

2 06 13 39 98 293 185 552 37 110

management
Making Global

) 11 3,3 42 125 101 30,1 138 412 43 128
Connections

Making Local

Connections 6 18 31 93 89 266 151 451 58 17,3
Using

Technology as

2 Tool for 09 17 51 92 275 158 472 65 194
Learning

Teaching skills

in digital 8 24 22 6,6 105 31,3 143 42,7 57 17,0

environments

When Table 5 is examined, it is seen that the social studies teacher training program
is better in acquiring the skills of cooperation and communication among 21% century skills.
Still, it is not adequate to acquire the skills of global connections and teaching in digital
environments. Considering the frequency percentages determined according to the ”good”
and “very good” level ranges of each skill, the ranking from the most successful to the least

successful is as follows: Cooperation skill (73.2%), communication skill (73.1%), critical
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thinking skill (69.8%), the ability to use technology as a tool for learning (66.6%), creativity

and innovation skill (66.3%), self-regulation skill (66.2%), local connections (62.4%)

teaching in digital environments (59.7%) and global connections (54.0%).

Findings Related to The Second Sub-Problem

To find an answer to the sub-problem, “Is there a significant difference in the 21 century
skills mean scores of teacher candidates based on gender?” An Independent Sample t-test

was conducted.

Levene test was performed to determine whether the groups' variances were equal or
not, and it was concluded that the variances of the answers given by the male and female
students were equal (F=,760; p>0.01). As a result of the t-test analysis, no significant
difference at the level of 0.05 significance was found between the 21% century skills total
scores of the students of different genders (t = -1,208, p =,228). The findings are illustrated

in Table 6 below.

Table 6. Independent Samples t-test for male and female participants

N X sd t df P
Female 193 2146 29,5

-1,208 328 228
Male 137 218,5 27,7

Apart from the total score of the independent samples t-test, sub-factors of the 21°

century, skills were also examined.

As shown in Table 7, the variances of the males and females were equal in each of
the 21% Century skills sub-factors. As a result of the t-test analysis, a significant difference
was observed in cooperation scores in favor of female social studies teacher candidates and
global connections and digital environment in favor of male social studies teacher

candidates.
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Table 7. Independent Samples t-test for male and female participants

Levene’s
Test Gender N X S.S t af  p
F  Sig.
Female 194 22,06 3,42
Critical Thinking ,100 ,752 ,256 332 ,798
Male 140 21,96 3,44
Female 194 23,31 4,09
Collaboration 319 573 2,183 333 ,030
Male 141 22,34 3,94
Female 193 27,17 4,63
Communication 2,103 ,148 ,642 328 521
Male 137 26,86 4,01
Creativity & Female 194 18,69 3,46
_ 3,791 ,052 ,060 333 ,952
Innovation Male 141 18,67 3,09
Female 194 25,98 4,26
Self-management ,050 ,822 496 333 ,620
Male 141 25,75 4,42
Female 194 20,11 4,96 -
Global Connections 928 ,336 333 ,023
Male 141 21,34 4,72 2,283
) Female 194 18,09 3,73
Local Connections ,052 ,820 -, 788 333 ,431
Male 141 18,43 3,97
Using Technology as Female 194 30,38 5,70
_ ,009 1,923 -116 333 ,908
a Tool for Learning Male 141 30,46 5,88
Teaching skills in Female 194 28,64 6,10 -
o _ ,015 ,903 333 ,002
digital environments Male 141 30,83 6,38 3,174

Findings Related to The Third Sub-Problem

One-Factor Analysis of Variance (ANOVA) was performed to solve the sub-problem “Is

there a significant difference between the 21% century skill mean scores of teacher

candidates according to grade level?” The results obtained from the Levene’s test show that

total score variances were equally distributed among all grades (Table 8). As the variances

were equal, whether there was a difference between the grades in the LSH test was

examined in post hoc analysis.
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Table 8. ANOVA Levene Statistical Values in Terms of Factors

Levene Statistic dfl df2 Sig.
Critical Thinking 1,184 3 330 ,316
Collaboration ,391 3 331 ,759
Communication ,534 3 326 ,659
Creativity & Innovation ,102 3 331 ,959
Self-management / Self- 912 3 331 435
regulation
Making Global Connections 2,096 3 331 ,101
Making Local Connections ,483 3 331 ,694
Using Technology as a Tool ,825 3 331 ,481
for Learning
Teaching skills in digital 1,440 3 331 ,231
environments
Scale General ,266 3 326 ,850

Table 8 indicates that no significant difference was observed between the grades in

terms of the 21 century skills total scores of 1%, 2", 3 and 4"-grade teacher candidates.

However, when the total scores that the teacher candidates obtained from the sub-factors of

21% century skills were considered, a difference was found between the grades only in the

mean scores of teaching skills in digital environments. It was determined that the 4th-grade

teacher candidates' mean scores in teaching skills in digital environments were significantly

better than the 1%, 2" and 3'-grade teacher candidates (Table 9).

Table 9. Class-based values of the factors according to ANOVA results

Source of Sum of i
ig.
Variance Square :
Critical Thinking Between
13,397 3
Groups 377 ,769
Within
3905,456 330
Groups
Total 3918,853 333
Collaboration Between 24,662 3 ,498 ,684
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Groups
Within
5464,281 331 16,508
Groups
Total 5488,943 334
Communication  Between
125,698 3 41,899
Groups 2,204 088
Within
6198,620 326 19,014
Groups
Total 6324,318 329
Creativity & Between
_ 23,337 3 7,779
Innovation Groups 707 548
Within
3640,753 331 10,999
Groups
Total 3664,090 334
Self- Between
36,137 3 12,046
management / Groups 642 589
Self-regulation Within
6214,777 331 18,776
Groups
Total 6250,913 334
Making Global Between
_ 84,372 3 28,124
Connections Groups 1,175 319
Within
7921,199 331 23,931
Groups
Total 8005,570 334
Making Local Between
i 40,240 3 13,413
Connections Groups 910 436
Within
4876,656 331 14,733
Groups
Total 4916,896 334
Using Between
256,111 3 85,370 2508 052
Technologyasa  Groups ’ ’
Tool for Within
. 10877,382 331 32,862
Learning Groups
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Total 11133,493 334
Teaching skills Between
o 1069,251 3 356,417
in digital Groups 9,644 000
environments Within

12232,851 331 36,957

Groups
Total 13302,101 334
Between
5779,335 3 1926,445
Groups
Scale General Within 2,352 ,072
266980,753 326 818,959
Groups
Total 272760,088 329

Findings Related To The Fourth Sub-Problem

Five themes emerged from the analysis of the teacher candidates’ views on the question,

“What are the major obstacles to teaching these skills during teacher education?” Table 10

illustrates the excerpts and themes from the statements of the teacher candidates.

Table 10. Major Obstacles to Teaching These Skills During Teacher Training

Themes

Student Statements

The use of the direct

instruction method

The incompetence

of the supervisors

There is still teacher-centered education at university, not student-
centered. We are still suffering from this, so it is inadequate to guide
us.

Even our educators, who recommend us to teach student-centered
lessons, teach their lessons in a teacher-centered way.

Our courses are generally teacher-centered, and creativity and
innovation cannot be expected in a teacher-centered program.

I do not think that the educators add anything to the students in terms
of critical thinking or creativity since the educator teaches the lesson
by using only note-taking or direct instruction methods for what the

curriculum of that period requires.

One of my teachers who graduated from here in 2013 is my

internship supervisor, and | am very surprised that he uses the direct
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Class arrangement

KPSS anxiety

instruction method. He is a 2013 graduate, which is very recent, but
he knows nothing. This week 1 introduced the students to social
empathy, and he said, “I heard it for the first time, and | like it very
much; it is very different.” He was even surprised; he did not know.
He only instructs and asks students to take notes; | know that he
made us write for two hours. The student memaorizes the notes he has
taken but does not learn social studies.

In the school experience, teachers regard internship students as a way
out, and they consider us an opportunity to leave the classroom and
take a breath, so we gain nothing from their experience.

In addition, you know that all of the teachers in the internship schools
have an experience over 15-20 years; being experienced is an
advantage, but it may turn into a disadvantage because they become
more resistant to change.

When we look at the class arrangement, the teacher podium where
teachers give a lecture shows the hierarchy between the teacher and
the student.

The desks in our classes were mobile in the past, but then they were
all fixed on the grounds because it was difficult to clean the classes. |
think this affects the learning environment in the classroom, too,
because you are fixing the student there.

There are some problems in our classrooms. For example, | think we
can focus better if the class has a U-shaped layout.

There is a reality of the Public Personnel Selection Examination
(KPSS) that we need to pass before being teachers. Our concern for
the future prevents us from improving ourselves. Everyone is focused

on department courses.

Assignments are made according to the KPSS score; the skills that
the prospective teacher can add to the student are not considered

When Table 10 is examined, it was reported that the main obstacle for the

participating teacher candidates to gain 21% century skills was that although teacher
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educators emphasized the importance of student-centered courses, they did not teach their

lessons in that way. In addition, it was stated that the supervisors in the teaching practice
courses were inadequate in guiding the students to gain these skills, the physical conditions
of the classes in the faculty of education were not suitable for student-centered (active)
learning, and the KPSS (Public Personnel Selection Exam) exam was focused more on

cognitive skills.
Findings related to the fifth sub-problem
Five themes emerged from the analysis of the teacher candidates’ views on the question

“How can teacher educators help develop these skills?” Table 11 shows the excerpts and

themes from the statements of the teacher candidates.

Table 11. Suggestions For Developing These Skills In Teacher Education

Themes Student Statements

Teacher educators First of all, educators should use these skills themselves to help
should be a model  students to gain them.

Educators should demonstrate techniques that can be useful.

A classroom environment in which students take more roles than

educators can be created.

Skill-based lessons New courses specific to social studies can be offered: e.g.,
should be included communication, critical thinking. We have a lesson on
communication, but all of them are theoretical; we do not put into
practice.
There can be a course for social participation skills, critical thinking,
and analysis. There must be skills-oriented lessons.
I wish the number of courses aimed at gaining skills and values
would be increased.
| felt that my communication skills increased in drama classes, | wish

drama classes are offered every semester, especially in the 1% grade.
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Inspections should All the skills you emphasize are very good in theory, but we have

be done problems in practice. If necessary, students should be tested with
contemporary tests by the new program. Whether educators
understand this should be checked; I believe it would be healthy if
this were controlled.
| believe many educators in our department have not taken
pedagogical formation courses. It does not end with being an
educator; you can change your method or technique. | think
educators have huge responsibilities; they need to have a control

mechanism; | mean, they must be responsible for improving

themselves.
There should be Teaching practice should not be done only in the fourth grade; it
more school should start in earlier grades.

experience course

When Table 11 is analyzed, it is seen that teacher candidates stated that teacher
educators play a key role in developing 21 century skills in teacher education. The teacher
candidates also emphasized that new courses for these skills should be included in the
program and whether the skills included in the program were implemented in the practice

program should be examined through alternative assessment and evaluation methods.

Discussion and Conclusion

The data obtained from the teacher candidates included in the study indicate that 71.9% of
the participants reported that the social studies teacher training program was good and very
good to acquire 21% century skills. In addition, 21% century skills were divided into factors
and examined as well. Considering the frequency percentages determined according to the
”g00d” and “very good” level ranges of each skill, the ranking from the most successful to
the least successful is as follows: Cooperation skill (73.2%), communication skill (73.1%),
critical thinking skill (69.8%), the ability to use technology as a tool for learning (66.6%),
creativity and innovation (66.3%), self-regulation skills (66.2%), the ability to make local
connections (62.4%) teaching skills in digital environments (59.7%) and the ability to make
global connections (54.0%). Accordingly, the data obtained from the teacher candidates

revealed that the social studies teacher training program is better in acquiring cooperation
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and communication skills among 21 century skills, but it is not sufficient in acquiring

global connections skills and teaching skills in digital environments. It is an important
weakness that the program is considered inadequate in global connections skills, one of the
program’'s learning areas. This result can be interpreted so that although the global
connections learning field's content and scope cover all the general themes of global
education understanding in the official curriculum, it is inadequate in the practice program.
As stated in the study conducted by Binkley et al. (2016), 21% century skills are only defined
in the program, but since there is no depth of detail on how these skills will be achieved,
these skills are unlikely to be reflected in students' actual learning experiences or the
assessments done. Furthermore, it is difficult to predict when and how education systems
will change dramatically for most students without the invaluable assessment of these 21%
century goals or objectives that need to be taught (Binkley et al. 2016). In this regard, Honey
has launched worldwide research on the use of 21 century assessments that investigate the
existence and quality of the assessments in key areas, including global awareness, and found
that there were no assessments in the program to address students' understanding of global
and international issues (cited in Binkley et al. 2016: 55). Unfortunately, there is no depth of
detail on how to acquire the skills stated in the program in our country, and there is also no
evaluation of whether these skills are acquired or not. Therefore, these skills are only
included in the official program and cannot be put into practice. Besides, as seen in the
qualitative dimension of the study, KPSS is an important obstacle in the professionalization
process of teacher candidates and encourages them to memorize department courses rather
than skill development.

Another finding of the study is that the program is insufficient to develop teacher
candidates’ teaching skills in digital environments. This finding is in line with the results
obtained from the qualitative dimension of the study. Teacher candidates reported that
Computer | and Computer Il courses were not sufficient. They passed the course that term
by just preparing a video and that what is learned in these courses was outdated compared
with the current conditions. They also stated that even primary school students took coding

lessons today and were already behind them.

As technology becomes more widespread in today's society, students' need for
expertise in digital technologies (computers, electronic whiteboards, GPS, etc.) has
increased. More importantly, there is a need for students' ability to use technology to

investigate, organize, evaluate, and transmit information. Teachers of the 21% century should
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guide their students in technology-rich classes that offer more complex and diverse learning

opportunities than traditional classrooms (Larson & Miller, 2011). In this respect, it is
important to develop these skills in teacher training programs. Similarly, in the study where
Cakir and Giingor (2017) evaluated foreign language teaching practices for children by
teacher candidates according to 21 century teacher competencies, the findings show that
teacher candidates have problems in decision making, problem-solving, and technology use
skills. In addition, it has been found that the current course contents are not functional

enough to train teachers in terms of 21% t century teacher competencies.

In a study conducted with 4"-grade elementary school teacher candidates studying at
four different universities by Aktay (2016) on this subject, students’ technology skills,
knowledge, and other technology and teaching-related qualities should be used in teaching
activities were analyzed. In this sense, “ISTE National Educational Technology Standards
(NETS-T) and Performance Indicators for Teacher,” one of the generally accepted
technology standards, were used for the research. The results revealed that more than 70% of
the teacher candidates considered themselves sufficient in most standards. However, some
of the teacher candidates reported that they did not feel qualified enough to participate in
local and global communities to explore the creative applications of technology, collaborate
with community members and parents by using digital tools, and model collaborative work

with students' co-workers and colleagues.

In parallel to this study's findings, 21% Century Student Profile (2011) research
conducted by the Ministry of National Education (MONE) in Turkey gives some clues about
the 21° century education system. In the present study, the scale was administered to
students, teachers, and administrators. Some remarkable findings indicate that 65% of 10912
teachers that were administered the scale believed that "The Education System of Turkey is
not as it should be in the globalization process.” In addition, most of the teachers reported
that students could not acquire universal values adequately (66%), personal differences
between students were not taken into consideration (75%), critical thinking was not acquired
sufficiently (77%), it did not lead students to research and questioning (approximately 80%),
it did not provide students with the ability to solve the problems faced on their own (80%),
and it did not provide students with the ability to make their own decisions (76%). Teachers
also stated that education was not in international standards (85%) and that the values, goals,
and what is taught in education should be reconsidered (85%) (MONE, 2011).
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Hamarat (2019) stated that MoNE's 21%t Century Student Profile creation work

remains at a descriptive level and is not supported by case studies or action research.
Reflecting on the competencies and skills targeted to be gained to students with curricula
updated in 2018 in the curriculum is positive for Turkey. In addition, the Ministry has set
some targets for 21% century skills directly in the 2023 Education Vision Document. Since
the beginning of the century, Turkey has taken some very positive steps in this regard, but
the whole system could not be realized due to the inability to cover the expected conversion.
(Hamarat, 2019).

In another study, Clark (2008) evaluated teachers' integration in the process of
technology integration in West Virginia suggested by Partnership21 based on 21% century
skills. Regarding the use of technological tools like computers, internet, word processing
programs, and e-mail services addressed in the study, more than 50% of the teachers stated
that they used these tools in their daily lives. Still, they did not use them to create 21°%
century content. The factors that affect teachers’ use of these tools in creating 21% century
content are listed as lack of professional development in using the tools, lack of time, and
personal interest. Similarly, most of the teachers participating in the study by Bernhart
(2015) stated that they need professional development, including general pedagogical
strategies focusing on subject area knowledge, motivation, participation, and creative
evaluation strategies. In addition, although technology is a part of professional development,
it has been found that teachers participating in the study do not have a sufficient

understanding of the role of technology use in 21% century learning.

In line with this study's findings, Goksun (2016) analyzed teacher candidates' 21°%
century learner and teacher skills usage levels, and it was observed that teacher candidates
used cognitive skills at a high level. It was also observed that teacher candidates used skills
to solve real-life problems such as autonomous skills, collaboration, and flexibility skills at a
mid-level. Furthermore, it was found that the lessons on technology knowledge in teacher
training programs were insufficient. Unlike the findings of this study, in the study conducted
by Coklar (2008) with teacher candidates from seven different universities in Turkey, it was
found that the teacher candidates' self-efficacy perceptions of educational technologies were
high. In the study conducted by Sahin (2010) with teacher candidates at six different
universities, it was found that approximately 60% of teacher candidates showed the

characteristics of the new millennium students.
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In the study conducted by Giiriiltii, Aslan, and Alc1 (2019), it was found that

secondary education teachers think that they have a high level of 21% century teacher skills.
However, in the literature, studies on how teachers conceptualize these new skills and use
them in classroom practices reveal some problems (Bernhardt, 2015). Most of the criticisms
related to the teaching of 21 century skills are that there is no framework for applying these
skills in lessons. There are uncertainties about how teachers and students will be evaluated
through these skills throughout the year (Bernhardt, 2015).

Another finding of the study is that there is no significant difference in the teacher
candidates’ 21% century skills mean scores based on class level. This finding is highly
thought-provoking. In general, the study's qualitative findings suggest that the program is
not adequate to provide students with these skills. Only the 4™-grade teacher candidates
participated in the qualitative study, and it was observed that they were more critical of the
assessment. The qualitative findings have revealed that the methods and practices used in
the social studies teacher training program are centered on lecturing, note-taking, and the use
of textbooks. The data show that faculty members use more traditional teaching methods.
These findings are in line with the findings of the study conducted by Ananiado and Claro
(2009) on the curriculum of primary and secondary schools in Turkey. In this study
conducted in OECD countries, basic learner skills acquired in every country's curriculum
were revealed. According to the study, the curriculum of primary and secondary schools in
Turkey aims to provide learners with critical thinking, creative thinking, communication,
research, problem-solving, decision making, and information and communication
technologies skills; however, it has been revealed that these skills are not used in the
learning process. It is stated that there are no assessment policies or teacher training
programs specifically oriented for these skills and competencies. In addition, in the
acquisition of 21% century skills, the learning environment should be arranged in accordance
with the skill transfer, and the measurement and evaluation approach should be appropriate.
The fact that the learning environment is comfortable, flexible, and supports creativity will
contribute greatly to skill-based development (Hamarat, 2019). It is also important that all
teachers and teacher candidates accurately read and interpret assessment data (student
portfolios, test scores, collaborative projects, etc.) and differentiate classroom practices
correctly and appropriately (Miller, 2009). For this reason, awareness should be given to
teachers and teacher candidates about measurement and evaluation of skills. Teacher

education is a prerequisite for the success of all other reforms demanded in schools,
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although it is only a component of what is required to enable high-quality teaching (Darling-

Hammond, 2006). Teacher trainers need to be powerful models of simultaneous integration
of 21% century skills to transfer these skills to their students. For this reason, teacher
educators must constantly integrate new technologies into their lessons and stay up-to-date
to develop their teaching and model these techniques for their students (Urbani, Roshandel,
Michaels, & Truesdell, 2017).

Cuban (1991, cited in Russell, 2010) argues that despite the intensity of research
requiring deep learning, passive learning is dominant in the social studies curriculum. He
has concluded that drilling and memorization of facts dominated social studies during the
20" century. According to Cuban, many social studies teachers cannot understand the
importance of how the content is taught and what is taught. According to him, teachers tend
to believe the content is the same thing as the way the content is taught. Henke, Chen, and
Goldinan (1999) conducted a national study on the teaching practices of secondary school
social studies teachers. The study's findings revealed that, especially in secondary school
social studies, teachers were less likely to use alternative teaching methods instead of whole
group instruction compared to teachers in other fields. In the study, it was also found that
most of the social studies teachers (91%) asked questions that required remembering and
that only a small part (38%) conducted student-led discussions on a weekly basis. In the
study, most social studies teachers reported that they relied on the textbook for content
knowledge. It was also found that most of the teachers wanted students to read from the
textbook in the classroom (94%) and outside (95%). In addition, 95% of the social studies
teachers reported that they used technology weekly; however, it was revealed that this
“technology” was limited to the whiteboard and the overhead projector. Similarly, the
findings of the studies carried out by llter (2017) and Russell (2010) on how social studies
are taught in the 21% century show that teachers are more inclined to promote passive
learning but less prone to active learning. The findings of Russell's (2010) study suggest that
students are not productive and do not need to think critically or solve problems most of the
time. Critical thinking and other decision-making skills are crucial for successful social
studies education. According to Engle (2003), critical thinking and decision making are the
heart of social studies education. It is also revealed that 90% of the participants use the
instruction method about half of the social studies course time or more, that most of the time
is spent on note-taking, and that teachers prefer textbooks as their primary source of

information. These results are in line with Cuban's (1991) findings. The findings of these
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studies show that there is a gap between theory and practice. Although the purpose of social

studies teachers is to make students effective citizens of the 21% century, it is interpreted that
social studies teachers do not maximize their potential to achieve this goal. The findings of
this study revealed that the same problems still exist in teacher education, as in primary and

secondary education.

Recommendations

The lack of interesting and meaningful learning opportunities in social studies is a major
shortcoming. Providing students with a range of learning experiences and ample
opportunities for critical thinking is a key element in designing good and influential 21%
century citizens who can actively contribute to modern society. While planning the teaching
and learning processes of social studies, teacher candidates, courses that cover 21 century
skills, and are based on learning environments should be included. Teacher educators'
educational experiences should be a model for teacher candidates to use their 21% century
skills. Teacher educators need to understand the importance of how the content is taught as
well as what is taught. In particular, teacher education programs should include a detailed

program and assessments aimed at these skills and competencies.

In conclusion, all these skills can only be put into practice if teachers and students
find them valuable and relevant to their teaching and learning experience. Teacher education
programs play a key role in this. In particular, teacher candidates need to be educated on
how to help their students develop these skills and be provided with incentives and resources

to be convinced of these skills' value and allow them sufficient time.
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Abstract

When two bodies collide, the body with the larger mass exerts the greater force is a widely known
but still common misconception. This study aims to compare the effectiveness of a conceptual
change text and a traditional expository text to overcome this target misconception. Then to reveal
the effect of students' readiness on this situation. For this, a case study was conducted with 92
students (ninth grade) from two different types of schools. One of these schools accepts students by a
nationwide central placement exam, and the other does not need the exam. The students in the
second type of school are generally very low in academic achievement. A focus group consists of 24
students examined in detail. The students in the focus group selected with a maximum variety of
sampling based on the achievement. Multiple-choice questions in different contexts and simulation-
assisted-interviews were used for data collection. It is seen that the type of text did not cause any
difference in the school that students with high academic achievement. Conversely, a difference was
found in favor of the conceptual change text in the second school. The results of the research point to
the fact that the conceptual change text was more effective than the traditional expository text in the

student group low in academic achievement.
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Introduction

In many researches, focusing on physics education, misconceptions about Newton’s Motion
Laws are widely encountered. A large number of misconceptions have been detected about
the third law. These are given below: There may not be a reaction force in response to an
action force (Fast, 1997; Kara, 2007). Static objects cannot exert contact forces (Clement,
1998; Montanero, Perez, & Suero, 1995; Yilmaz, Eryilmaz, & Geban, 2006; Yilmaz &
Eryilmaz, 2009). Non-living objects cannot exert forces (Bryce & MacMillan, 2005;
Finegold & Gorsky, 1988; Montanero et al., 1995). Reaction forces are less real than action
forces (Sadanand & Kess, 1990). Action-reaction forces pairs acted on the same body and
balanced each other (Atasoy &Akdeniz, 2005; Bayraktar, 2009; Jimoyiannis & Komis,
2003; Klammer, 1998; Zhou, Zhang, & Xiao, 2015). The normal force on an object always
equals the weight of the object (Bryce & MacMillan, 2005; Klammer, 1998; Yip, Chung, &
Mak, 1998). Action-reaction forces pairs are not equal in magnitude when one body
accelerates another (Camp & Clement, 1994; Klammer, 1998; Yip et al., 1998; Yilmaz &
Eryilmaz, 2009). The larger body exerts the greater force (Bao, Hogg, & Zollman, 2002;
Montanero et al., 1995; Sadanand & Kess, 1990). When two bodies collide, the body
moving faster exerts the greater force (Atasoy & Akdeniz, 2005; Bao et al., 2002; Bayraktar,
2009; Camp & Clement, 1994; Hestenes, Wells, & Swackhamer, 1992; Maries & Singh,
2016; Yilmaz & Eryilmaz, 2009). When two bodies collide, the harder body exerts the
greater force (Camp & Clement, 1994; Yilmaz & Eryilmaz, 2009; Yilmaz et al., 2006;).
When two bodies collide, the body that breaks exerts the smaller force (Camp & Clement,
1994; Yilmaz & Eryilmaz 2009). When two bodies collide, the body with the larger mass
exerts the greater force (Atasoy & Akdeniz, 2005; Bao et al., 2002; Brown & Clement,
1987; Camp & Clement, 1994; Hestenes et al., 1992; Kara, 2007; Maloney, 1984; Maries &
Singh, 2016; Savinainen & Scott, 2002; Yilmaz & Eryilmaz, 2009). In a distant interaction,
the object with the larger mass exerts the greater force on the other (Kariotoglou, Spyrtou, &
Tselfes, 2009).

Some of these misconceptions are related to the nature of the force, and some to the
properties of the bodies. Misconceptions about the nature of the force can also form the basis
of those related to the bodies' properties. For example, the belief that the force applied by the
moving object to the stationary object is greater may be caused by misconceptions.
Everybody in motion carries a force or that a standing object has a resistance (Montanero et

al., 1995). The forces of action and reaction are seen as independent forces rather than as a
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pair and interpreted as if they can balance each other cause different misconceptions

(Hellingman, 1992; Yip et al., 1998). The fact that many students have identified these
misconceptions in different countries and at different levels reveals that the understanding of
the relationship between the magnitude of action-reaction forces is quite difficult to

understand in a culture-independent way (Zhou et al., 2015).

Above, there are some similar misconceptions, like depending on the properties of an
object such as speed, mass, and hardness are greater than the other object’s, exerting greater
force. It can be seen that these misconceptions can be detected when the two bodies are at
rest, during collisions, or interacting at a distance. The context we encountered most was a
collision. Also, Montanero et al. (1995) have found that students have more misconceptions
about dynamics states than static states. In this context, misconceptions can be explained
about differences in mass, speed, rigidity, and durability or if the body is living or inert. In

the researches reviewed, the most common feature in the context of collision is the mass.

A physics teacher must have the content knowledge and pedagogical content
knowledge and knowledge of how people learn (Etkina, 2010; Shulman, 1986). It should be
kept in mind that the relationship between these types of knowledge is intricate. This
requires the teacher to know what the action-reaction forces are, as well as what the students
know about these concepts before the course, and to be able to predict whether their
knowledge is consistent with the scientific knowledge. However, in some studies have
conducted with teachers/teacher candidates, the situation was not as expected. For example,
it is seen that pre-service science teachers (majors in physics) in China have had
misconceptions about action-reaction forces in the context of collisions (Zhou, Wang, &
Zhang, 2016); teaching assistants have had misconceptions in the case of a car pushing a
truck and speeding up (Maries & Singh, 2016). For science and physics teachers in Spain,
Newton's third law has a great unknown (Montanero et al., 1995). Secondary science
teachers have had misconceptions about Newton's third law (Yip et al., 1998). Primary
school teachers have not recognized that the ground or table exerts a reaction force to an
object over it (Kruger, Summers, & Palacio, 1990). For student pre-school teachers and
primary school teachers in Greece, the magnitude of action and reaction forces are equal is
difficult to understand (Spyrtou, Hatzikraniotis, & Kariotoglou, 2009). According to these
studies, teachers/pre-service teachers and even teaching assistants could have

misconceptions about the action-reaction forces.
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The fact that teachers/pre-service teachers have misconceptions is a problem for

teaching. In such a case, even if the teacher has sufficient knowledge of instructional
strategies to scaffold students’ learning of key concepts, he/she may not realize students’
mistakes. On the other hand, students could have misconceptions because of their teachers.
Therefore, course materials that would enable the students to notice their misconceptions
through personal effort and help them overcome their misconceptions are needed to be used
both in and outside the classroom.

Conceptual Change Texts

Posner, Strike, Hewson, and Gertzog (1982) guided the preparation of such course materials
with the conceptual change theory. These materials should point to the existence of
situations where the students and teachers cannot bring an explanation based on their
existing conceptual structures, and also demonstrate that the new conceptual structure is
capable of explaining both their old experiences and the new experiences (Hewson &
Hewson 1984; Posner et al., 1982). According to Posner et al., conceptual change is a
process, and, for the conceptual change to actualize, the mind has to go through four main
stages. These stages are the individuals being dissatisfied after realizing that their existing
concepts are incapable of explaining the newly encountered situations; the new concept
being intelligible by the individual; the new concept being plausible, and realizing that the

new concept is much more fruitful than the previous one.

Although researchers agree that the individual needs to find various reasons to
achieve conceptual change, they do not agree on a method that can be described as the most
effective (Mildenhall & Williams, 2001). Roth (1985) proposed the conceptual change text
(CCT) to search for material to provide conceptual change. It is understood that since 1985,
the conceptual change text has preserved its structure and has not undergone any structural
changes. The purpose of such texts is to enable individuals to realize the misconceptions
they have just by reading a text and help them to develop conceptual structures compatible
with scientific data. Text reproduction is easy and economical, but it is also important as the
material that can be delivered to large audiences because they can be used without teacher
support. However, there seems to be a gap in the literature in the search for a text whose
effectiveness has been determined by Newton’s third law. There are texts on heat and
temperature (Baser & Geban, 2007a; Yiirik & Eroglu, 2016), electricity (Baser & Geban,
2007b; Chambers & Andre, 1997; Ipek & Calik, 2008), sound (Calik, Okur, & Taylor, 2011;
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Ozkan & Selguk, 2013), matter (Durmus & Bayraktar, 2010) and pressure (Sahin, ipek, &

Cepni, 2010) in various studies; however, no text on Newton's Laws have been found.

In order to determine the properties of the text that can be prepared, it was seen that
in several studies, CCTs had been used with the assumption that they are effective materials
that will allow the conceptual change in physics education (Beerenwinkel, Parchmann, &
Grasel, 2010; Cil & Cepni, 2012; Dilber, Karaman, & Duzgun, 2009; Ozkan & Selguk,
2013, 2015, 2016; Sari, Feranie, & Winarno, 2017; Taslidere & Eryilmaz, 2009).
Unfortunately, most of the studies involving the use of the CCT have focused not on the
text's effectiveness alone but the combination of it with other teaching strategies. Therefore,

CCT used in these studies is generally not present.

In a few studies, it is seen that CCT is compared with different text structures such as
traditional texts, textbooks, and CCT enriched with meta conceptual process. Unfortunately,
in two studies comparing CCT with traditional texts, only CCT has been given, but no
traditional text has been encountered (Chambers & Andre, 1997; Baser & Geban, 2007a); in
one study, instead of giving texts directly, features were compared (Beerenwinkel et al.,
2010); also, in a study comparing CCT with textbooks, no texts were presented (Sari et al.,
2017). In a study comparing CCT enriched with the metaconceptual process with descriptive
texts and expository texts (Yiiriik & Eroglu, 2016), only excerpts from the texts were
presented. This situation makes it difficult to reveal the features in a CCT that would be

useful in physics education.
Research Questions

Newton’s Third Law is one of the most fundamental laws in physics. Previous research has
revealed that understanding it is quite complicated work for students, teachers, and texts
(Bryce & MacMillan, 2005; Zhou et al., 2015). Therefore, instead of leaving the individuals
by themselves to overcome the misconceptions, it is much more beneficial for the
researchers to develop materials that will guide them to realize their misconceptions and
help overcome them. Texts that are economically easy to reproduce and access can be
valuable materials in this context. There are various types of texts, but CCT has been
specifically developed for this purpose. However, previous studies obtained that it is both
effective and ineffective in overcoming misconceptions (Chambers & Andre, 1995; Qian &
Alvermann, 1995).
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On the other hand, traditional expository texts (TET) in textbooks can also be used to try to

overcome misconceptions. Similarly, studies that obtained TET are both effective and
ineffective in overcoming misconceptions (Baser & Geban, 2007a; Chambers & Andre,
1997; Dilber et al., 2009; Wang & Andre, 1991). Most of these studies are from a quarter of
a century ago. Moreover, after 2010, no study has been found to examine this issue.

Nonetheless, it is seen that previous studies have not clarified this issue.

In this research, the aim was to determine which text type is the most effective when
used to overcome the target misconception: ‘When two bodies collide, the body with the
larger mass exerts the greater force.” More specifically, the study addressed the following
question: What is CCT and TET's effectiveness in eliminating the target misconception?
(RQ1). In some previous studies, it is seen that the text was prepared as a worksheet, and the
students were expected to answer the questions asked in the text by writing into the defined
spaces on the paper. At the same time, some studies discuss the contents of the text under
teachers' guidance in the classroom environment. In this research, these two applications
were not preferred since the texts' effectiveness was determined independently from the

external supports.

In the research process, to provide students’ readiness variety in the study group, the
study was conducted in two different types of schools. These are schools that accept students
with and without the central placement exam. The nationwide central placement exam in
Turkey is made in the transition of secondary school to high school. Multiple-choice-
questions determine students' readiness for high school education according to their previous
learning with this exam. In this research, there were significant differences between the
findings of the two different school types. For this reason, in addition to the main research
question, it was accepted as a secondary objective to investigate the effect of the texts in
lower and higher former academic achievement students (RQ2). The main difference
between these two groups of students is presumed readiness based on the nationwide central

placement exam.

Method

This research was a part of a more comprehensive survey of six different target
misconceptions in the force and motion unit. Due to the richness of the data, it is not
possible to present the complete research in a single paper. However, it is useful to explain

the implementation environment: In eight weeks, the subject of force and movement was
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processed in accordance with the gains in the curriculum. The texts were given to the

students after they had already been taught the gains related to the target misconceptions,
and they were asked to read individually in the classroom. Before giving them the texts, no
evaluation was made related to the target misconception. There was no discussion about the
texts during and after the reading. Only the teacher asked students if they had finished
reading and not to leave the class before they finished. The design of the study is presented
in Table 1. Here X is the teaching carried out by the curriculum.

Table 1. Design of the study

School N Instrument* Implementation  Instrument* N Instrument*
Standardized Standardized
Test, Test, ,
) ) . ) Interview
18  Orienteering X+ CCT Orienteering 6
Accepts form
Test, Test,
students
) Formula-1 Test Formula-1 Test
without . .
" Standardized Standardized
e
Test, Test, :
exam ) ] ) ) Interview
23 Orienteering X+ TET Orienteering 6
form
Test, Test,
Formula-1 Test Formula-1 Test
Standardized Standardized
Test, Test, :
) ) . ) Interview
28  Orienteering X+ CCT Orienteering 6 ;
orm
Accepts Test, Test,
students Formula-1 Test Formula-1 Test
by the Standardized Standardized
exam Test, Test, )
) . . ) Interview
23 Orienteering X+ TET Orienteering 6 ¢
orm

Test,

Formula-1 Test

Test,

Formula-1 Test

*Not all of the data collection tools seen in this