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Covid-19 kiiresel salgini tiim alanlarda etkili oldugu gibi egitimde de okullarin kapatilmasina ve
ogretim siireglerinde uzaktan egitimin tiim kademelerde kullanilmasina neden olmustur. Bu
cercevede gerceklestirilen aragtirmayla Ingilizce Ogretmenlerinin Covid-19 kiiresel salgmi
stirecinde gergeklestirdikleri uzaktan egitim deneyimlerinin metaforlar yoluyla belirlenmesi
amaclanmigtir. Calisma nitel arastirma desenlerinden olgu bilim c¢alismast niteligindedir.
Aragtirmaya ilkokul, ortaokul, Anadolu lisesi, meslek lisesi ve halk egitim merkezinde gorevli elli
jits ingilizce Ogretmeni cevrim igi form doldurarak katilmigtir. Arastirma bulgularina gore
ogretmenlerin uzaktan egitim uygulamalariyla gergeklestirdikleri ders anlatimiyla ilgili yaptiklart
metaforlarda etkilesim sorunu en fazla ifade edilen konu olmustur. Ogretmenlerin uzaktan
ogrenme ortamlarmi salgin déneminde bir gereksinim olarak tanimlamasi arastirmaya dair énemli
bagka bir konu olmustur. Ogretmenlerin bir kismu (%30,19) uzaktan egitimde smif yonetimini kolay
bulurken bir diger kism1 (%24.53) zor bulmustur. Ogretmenler, uzaktan egitimin dgrenciler igin
erisim ve disiplin sorunu getirdigini belirtmistir. Arastirma sonuglarma gore Ingilizce
Ogretmenlerinin uzaktan egitim derslerinde Zoom yazilimimi ve MEB’in EBA Canli Ders
uygulamasini daha fazla kullandigi goriilmiistiir.
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Coronavirus global epidemic as it is effective in all areas, it has also caused the closure of schools
and the usage of distance education at all levels of education area. With the study carried out in this
framework, it was aimed to determine the distance education experience of English language
teachers during the Covid-19 global epidemic period through metaphors. The study qualifies for
phenomenological study from qualitative research patterns. Fifty-three English teachers from
primary, secondary, Anatolian high schools, vocational high schools and public education centers
participated in the study by filling out an online form. According to the findings of the study, the
problem of interaction was the most expressed subject in the metaphors which teachers made about
their lectures with distance education applications. Teachers’ defining distance learning
environments as a necessity during the epidemic was another important subject of the study. While
some teachers (30.10%) found classroom management easy but the others (24.53%) found it difficult
in distance education. The teachers stated that distance education brought access and discipline
problems for students. According to the results of the study, it is seen that English language teachers
used zoom software and EBA live course application of the Ministry of Education more in distance
education.
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Extended Abstract

Introduction

The process that started with the announcement of a global epidemic by the World Health Organization
(WHO) due to SARS-CoV-2, a type of coronavirus that started in China, has affected many areas around
the world and caused changes and its effects are continuing (Kogak, 2020). After Covid-19,
transportation, health, culture, food, tourism, finance, economy etc. along with many other areas, one
of the areas affected is education. The first measure taken all over the world in terms of education was
the closure of schools and a suspension of education. As the effects of Covid-19 appeared, it was
understood that just a break to education was not sufficient, and studies were done to carry out
education with distance education opportunities (Kurnaz ve Sercemeli, 2020, p.264). In this period,
distance education, which was used extensively, started with correspondence in the first stage. In time,
radio, television, telephone and computer were also used in distance education applications. Today, in
addition to the tools and presentation systems mentioned in distance education, multimedia
presentation systems such as electronic mail, computerized conferencing and the internet are also used
(Kaya, 2002, p.11). When the definitions of distance education are examined in the literature; Moore and
Kearsley (2011, p.1) defined distance education as a learning environment where students and teachers
are in different places, meet in flexible periods, and put more responsibility on the student. Simonson
and Seepersaud (2018, p.1) conceptualized distance education as an institution-based formal education
format, which the learning group is separated from the teacher, students and teachers interact,
communication tools and rich resources are accessible. According to Menchaca and Bekele (2008),
distance education is the realization of the teaching process by using communication tools when the
student and teacher are in different environments. Delling (1985) defined distance education as a system
structured on systematic and agreed choices, using different teaching methods, making presentations
with instructional technology tools, supporting and managing the learning process, creating a
communication bridge between students and teachers who are far from each other. Mood (1995)
emphasized that four conditions should be met for the teaching process to take place remotely. These
conditions are which the teacher and the student are in different places, the teaching process is
supervised and carried out by an institution such as the school, two-way communication is provided
and standardized communication tools are used.

The most important feature of distance education is that it is a form of education in which the instructor
guides the learning processes, isolated from space or time (Perraton, 1988). Distance education carried
out during the epidemic period is the temporary transfer of face-to-face education to the technology
environment during a crisis and is called emergency distance education. Emergency distance learning
(EDL)involves the use of distance learning solutions in crisis or emergency processes where education
cannot continue face-to-face. Curriculums and course materials prepared for face-to-face environments
are moved online, this is used as a solution for emergencies. With this feature, EDL and distance
education are different from each other. In EDL, the student continues her/his education in online
classes by the curriculum prepared by her/his school instead of her/his own class. For this reason, EDL
does not provide the flexibility of distance education to the student (Akkoyunlu ve Bardake1 2020).
Students who received education on one hand and teachers who provided education on the other were
effected by these new methods and practices and tried to keep up with the situation. Faced with these
new tools and methods for the first time, both sides had experienced various difficulties. From the point
of view of English education, it can be said that the transition from English education, where education
is mainly carried out in the traditional classroom environment, to distance education brings some
problems for both students and teachers (Kurnaz ve Sergemeli, 2020, p.264). Although human beings
communicate in many different languages on earth, English as the current language (lingua franca) is
the common language people use to communicate with each other. With economic globalization,
countries have started to use English as a common language in international trade while promoting and
marketing the products they produce. As a result, a common goal has emerged, such as increasing
students' English speaking and writing skills (Evans, 2013, p.281). In the upcoming period, a situation
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such as the transformation of foreign language teaching into a process supported by information
communication technologies may occur. The distance education model significantly responds to
people's requests to learn foreign languages for both their professional and personal development
(Aydemir, 2009, p.3). Although there have been studies on the use of distance education methods in
English education (Aydemir, 2009; Adiyaman, 2002; Fleming, Hiple ve D, 2002; Kern, 2014; Lin ve
Warschauer, 2015; Klocokova ve Munk 2011; Singhal, 1997), it can be said that these studies are
theoretical and pilot studies or carried out in open education faculties that are relatively experienced in
distance education. There are not many studies on pre-higher education levels. It is thought that the
study will fill an important gap in the field.

In this study, it is aimed to determine the perspectives of the teachers who gave lessons with traditional
methods before the Covid-19 epidemic period and then actually teach English lessons with distance
education, on the distance education system, their experiences with the distance education system and
their views on English lessons conducted with distance education with the help of metaphors.

Method

In this part, information about the research method, study group, type and source of the data, data
collection tools and analysis of the study are presented.

Research Model

The qualitative method was used in the research. This research is a phenomenological study from
qualitative research patterns in terms of determining the distance education experiences of English
teachers during the Covid-19 outbreak.

Phenomenological studies try to determine the perceptions and reactions of individuals against an event
in depth based on their experiences (Fraenkel, Wallen ve Hyun, 2011; Yildirim ve Simsek, 2011). In
phenomenological studies, metaphors can be used effectively to bring to light the cognitive approaches
of individuals as to the phenomenon in research (Sahin, 2019, p. 128). In qualitative research, data are
tried to be obtained by making face-to-face interviews with the participants or by using the observation
method. In cases that do not allow the use of these methods, data can be obtained from the metaphors
used by the participants. With the analysis of these expressions that emerge from the life experiences of
individuals, the researcher can reach the person-centered answers she/he wants. This reveals the
importance of the metaphor analysis used in the research (Giines ve Firat, 2016 p.124).

Working group

Maximum diversity case sampling, one of the purposeful sampling methods, was used in the study
(Yildirim ve Simsek, 2011). Participants from all education levels (primary school, secondary school,
Anatolian high school, vocational high school and public education center) were tried to be reached in
order to convey the experiences of teachers in different school types. Fifty-three teachers from Antalya
province participated in this study.

Data Collection Tool and Validity-Reliability Studies

Similar metaphor studies were taken as a basis while developing the data collection form to be used in
the study. In order to ensure internal validity, the data collection form was given to two experts and the
form was finalized after being examined. Pilot interviews were conducted with four teachers. In order
to determine whether the questions were clear and understandable and whether the given answers
reflected the answers of the questions asked, another expert was asked to examine the transcripts, to
check whether the questions asked were clear and understandable, whether they cover the subject
discussed, and the possibility of providing the necessary information. At the end of this study, the
validity of the question items was determined. Internal validity in qualitative research is about whether
the researcher can measure the data she/he wants to measure with the tool or method she/he uses
(Yildirim ve Simsek, 2011). The field and field experience of researchers in qualitative research is one of
the factors that increase the credibility of the study (Bashir, Afzal ve Azeem, 2008). It is important for
the study that one of the researchers is an English teacher. In this process, the researcher has been taking
part in educational activities since March 23, 2020, when the distance education process started and
gave lectures in English. Besides, as the other researcher is an information technology teacher, he has
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guided teachers and students in the field of educational technologies in his institution, both during the
distance education process during the epidemic period, and during the face-to-face education processes,
he has conducted interdisciplinary studies on educational management and information technologies
during his doctoral study and post-doctoral studies.
In the study, teachers were asked to complete the following sentences in order to reveal the distance
education experiences of English teachers during the Covid-19 outbreak.

1. The lecture that I do with distance education applications is like ...... because.........

2. Distance learning environments are like ...... ; because.....

3. Classroom management in distance education is like...; because...

4. Distance education is like...... for students; because....
In studies where metaphor is used as a research tool, the concept of "like" is generally used to reveal the
relationship between "the subject of metaphor" and "the source of the metaphor"(Saban, 2009, p.285). In
the study, the participants were asked to explain the underlying reason for the metaphors they used
with the expression "because". The expressions that the teachers filled in via the electronic form were
the main data source of this study.
Data Collection Process
The form, which was prepared because face-to-face interviews could not be made due to the Covid-19
epidemic, were tried to be delivered to teachers via a website, telephone calls, electronic messages and
English teacher groups in digital media. For this purpose, an online data collection tool was applied to
teachers who teach English in Antalya.
Data Analysis
In the analysis of the obtained qualitative data, descriptive analysis and content analysis techniques
were used together by using NVIVO 12 qualitative research program. In the descriptive analysis phase,
firstly, a framework for data analysis was created based on the conceptual framework of the research
and research questions. In addition, the participants' expressions were directly included (Yildirim ve
Simsek, 2011). In order to reveal the underlying concepts of the data and the relationships between them
with content analysis, after the electronic form records were analyzed they were transferred to the
Nvivo program line by line. These texts obtained were coded and metaphor classifications were created
based on the relationships between the codes (Creswell, 2017; Giinbayi, 2019; Yildirim ve Simsek, 2011).
While giving metaphor classifications about teachers' views, first the letter "T" symbolizing the teacher,
the number indicating the order and finally the "no" for the metaphor classification were given. For
example, T21 statement 2 expresses the opinion of teacher no. 21 on the second metaphor classification.
Then, analytical generalizations were made based on the research results (Giiler, Halicioglu ve Taggin,
2013, p.344). In the content analysis, teachers' expressions were structured by the researchers with
metaphor classification and after they were marked as appropriate or not appropriate by two different
experts, the harmony between researchers was examined with the Cohen Cappa formula. As a result of
the calculation, the agreement between the researchers was found to be at a very good level of .84.
Findings
In this part, the findings obtained as a result of the analysis of the data obtained in the research are
handled comprehensively.
The Metaphors Which Teachers Make About Lesson Lectures Through Distance Education Practices
When the metaphors teachers make about lecturing with distance education practices are generally
interpreted, it is seen that they have negative thoughts on topics such as interaction problem, inefficient,
accessibility problem, uncertainty, deficiency, teacher centered and unnecessary. It can be said that they
have positive thoughts in the categories of need, flexibility, comfort, fun, exploratory, bridging,
effectiveness, imagination, functional, access to resources, partnership, complementary and efficient.
Metaphors Which Teachers Make About Distance Learning Environments
When the metaphors teachers make about distance learning environments are generally interpreted; it
can be said that they have positive thoughts in categories such as need, comfort, access diversity,
convenience, flexibility of access, useful and need-oriented. It is seen that they have negative thoughts



oe, Education and Social Sciences

International Journal of Current Approaches in Langua
ingilizce 6gretmenlerinin Covid-19 kiiresel salgini siirecinde gergeklestirdikleri CALESS 2021, 3 (1), 1-37
uzaktan egitim deneyimleriyle ilgili goriislerinin metaforlar yoluyla belirlenmesi

on topics such as confusion, access problem, interaction problem, inadequacy, difficulty, effort,
unhealthy, limitation, psychological problem and inefficiency.

Teachers’ Metaphors about Classroom Management in Distance Education

When the metaphors teachers make about classroom management in distance education are generally
interpreted; it can be said that they have negative thoughts in categories such as class management
difficulty, interaction problem, confusion, demanding effort, diversity, discipline problem, uncertainty,
need for motivation and being alert. It is seen that they have positive thoughts classroom management
is easy and to fly in their metaphor classification.

Metaphors Which Teachers Make About What Distance Education Is For Students

When the metaphors teachers make about what distance education is for students are generally
interpreted; it can be said that they have negative thoughts in the categories of access problem, discipline
problem, adaptation problem, inequality of opportunity, inadequate, inefficient and uncertain. It is seen
that they have positive thoughts on the titles of necessary, a new experience, possibility of choice,
enjoyable, ease of access, useful, opportunity, imaginary, pleasant, systematic, convenience and
relaxation tool.

Distance Education Programs or Applications Used by English Teachers

Zoom application came first with a rate of 84.9% (45 people) in the distance education programs or
applications used by English teachers. Eba Live Lesson environment came second with a rate of 81.1%
(43 people). In the third place, Microsoft Teams program is used with a rate of 15.1% (8 people). Google
Meet application ranks fourth with a rate of 13.2% (7 people). In the fifth place, the Skype program came
out with 5.7% (3 people). One of the teachers stated that they use Jitsi Meet, Cisco Webex, Google
Classroom, WhatsApp, Kahoot and Quizlet applications with a rate of 1.19%.

When the figure is interpreted in general, it is seen that English teachers use Zoom software and Eba
Live Lesson application of MEB more in distance education lessons.

Results and Discussion

Within the framework of the results obtained from the comparison of the research findings with the
relevant literature, various suggestions are made below for both the application and the researches that
can be done.

Teachers can use applications such as Zoom, Google Meet, Microsoft Teams, Jitsi Meet etc. to track
students' academic, psychological and social developments. Teachers” following and guiding students
will help to spend this period in the best way for students. In addition, it will reduce the interaction
problem experienced in the live lessons and the motivation need of the students. In this period, digital
environments that will enable students to communicate with their friends can be created by teachers.
Thus, it can be ensured that both in-class communication continues and potential problems that
students will experience can be prevented.

The category of confusion obtained in the study emerged both in distance education environments and
in classroom management as a reflection of this. Teachers need to adapt to technology-supported
education and distance education processes. For this, teachers can be supported both within the scope
of pre-service and in-service training. Information technology lessons on how to use information and
communication technology tools more effectively in education can be included in the educational
programs of schools for students.

It will be useful to evaluate the content offered to students for the EBA web portal, which has increased
in use during the epidemic period. It can be said that updating and improving these contents within the
framework of the deficiencies identified at the end of the evaluation will contribute positively to the
quality of the distance education process.

In order to ensure classroom management and reduce student absence, virtual teacher groups can be
formed and the experience and knowledge gained in the distance education process can be shared.
Considering the metaphor of inequality of opportunity obtained in the study and the factors that
prevent active participation of students, digital divide and social inequality can be prevented by offering
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access to distance education tools such as the internet and computer-tablet for students to eliminate
these problems.

Trainings on how teachers can benefit from Web 2.0 tools and other applications that can be used in
distance education in classroom management can be given.

If it is considered that the metaphor of the need and the epidemic process will continue, the EBA
infrastructure used for distance education can be improved and developed. In addition, it is another
issue that teachers need to be guided about technology in the distance education process. At this point,
information technology teachers can be used.

Considering the limitations of the study, the following suggestions can be made for the researchers.
Since this study is limited to the province of Antalya, it will be more possible to see the whole picture
by conducting such studies for more teachers in different provinces and districts.

Since the study is limited to English teachers, it will be useful in terms of comparing and expanding the
results of the studies to be done with other branch teachers with the findings obtained in this study. In
addition, since the study is carried out with a qualitative research method, it can be said that a research
to be conducted by developing a quantitative measurement tool will be useful in order to bring results
and suggestions apart from analytical generalizations.

1. Giris

Cin’de baslayan koronaviriis tiirii olan SARS-CoV-2'nin Diinya Saglik Orgiitii
(WHO) tarafindan kiiresel salgin ilan edilmesiyle baslayan siire¢ diinya ¢apinda
bircok alana etki edip degisikliklere neden olmustur ve halen etkileri devam
etmektedir (Kogak, 2020). Covid-19 sonrasinda ulasim, saglik, kiiltiir, gida, turizm,
finans, ekonomi vb. bircok alanla birlikte etkilenen alanlardan birisi de egitimdir.
Egitim acisindan tiim diinyada alinan ilk onlem, okullarin kapatilarak egitime ara
verilmesi olmustur. Covid-19'un etkileri anlasildik¢a egitime sadece ara vermenin
yeterli olmadig1 anlasilmis, uzaktan egitim olanaklariyla egitimin ytritilmesi
yoniinde calismalar yapilmistir (Kurnaz ve Sercemeli, 2020, s.264). Uzaktan egitime
gecilen bu donemde Milli Egitim Bakanligi (MEB) EBA portalmmi ve TRT EBA
kanallarin1 kullanmaya baglamigtir. Universitelerin ve &zel okullarin cevrim ici
derslerle faaliyetlerine devam etmesi egitimde bilisim teknolojileri kullanim stirecini
hizlandirmistir (Altunel, 2020). Bu donemde yogun olarak kullanilan uzaktan egitim
ilk etapta yazigmali olarak baglamistir. Uzaktan egitim uygulamalarinda zamanla
radyodan, televizyondan, telefondan ve bilgisayardan da yararlanilmistir.
Guntimiizde ise, uzaktan egitimde sozii edilen ara¢ ve sunu sistemlerinin yarn sira,
elektronik posta, bilgisayarli konferans ve internet gibi ¢ok ortamli sunu
sistemlerinden de yararlanilmaktadir (Kaya, 2002, s.11). Alan yazinda uzaktan
egitimle ilgili tanimlar incelendiginde; Moore ve Kearsley (2011, s.1) uzaktan egitimi;
Ogrenci ve Ogretmenin birbirinden farkli mekanlarda oldugu, esnek zaman
dilimlerinde bir araya gelinen, 6grenciye daha fazla sorumluluk yiikleyen 6grenme
ortami olarak tanimlamistir. Simonson ve Seepersaud (2018, s.1) ise uzaktan egitimi;
ogrenen grubun Ogreticiden ayrildigi, 6grencilerin ve dgretmenlerin etkilesiminin

saglandigy, iletisim araglarma ve zengin kaynaklara erisim imkaninin oldugu, kurum
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bazli yapilandirilmis resmi egitim bicimi olarak kavramsallagtirmistir. Menchaca ve
Bekele'ye (2008) gore uzaktan egitim, 6grencinin ve 6gretmenin farkli ortamlarda
bulunduklar1 zamanlarda iletisim araclarini1 kullanarak Ogretim siirecini
gerceklestirmesidir. Delling (1985) uzaktan egitimi, sistematik ve kararlastirilmis
secimler iizerine yapilandirilmus, farkli 6gretim yontemlerinin kullanildigi, 6gretim
teknolojisi araclariyla sunumlarin gergeklestirildigi, 6grenim stirecini destekleyen ve
yoneten, birbirinden uzakta olan 6grenci ve 6gretmen arasinda bir iletisim kopriisii
olusturan sistem olarak tanimlamistir. Mood (1995) 6gretim siirecinin uzaktan olarak
gerceklesebilmesi icin dort sartin saglanmasi gerektigini vurgulamigtir. Bunlar;
ogretmen ve 0grencinin farkli yerlerde olmasi, 6gretim stirecinin okul gibi bir kurum
tarafindan denetlenmesi ve gerceklestirilmesi, iki yonli iletisimin saglanmasi ve

standartlastirilmis iletisim araglarindan faydalanilmasidir.

Uzaktan egitimin en 6nemli 6zelligi mekan veya zamandan soyutlanmis olarak
Ogreticinin 0grenme stireclerine rehberlik yaptig1 egitim sekli olmasidir (Perraton,
1988). Salgin doneminde yiiriitillen uzaktan egitim ise, bir kriz aninda yiiz yiize
egitimin gecici olarak teknoloji ortamina aktarilmasidir ve acil durum uzaktan
ogretim olarak isimlendirilir. Acil uzaktan dgretim (AUO), egitim-6gretimin yiiz yiize
devam edemedigi kriz ya da acil durum siireglerinde uzaktan 6gretim ¢oziimlerinin
kullanilmasini igerir. Yiiz ytlize ortamlar igin hazirlanmis 6gretim programlar: ve ders
materyalleri ¢cevrim ici ortama tasinir, bu durum, acil durumlar i¢in bir ¢6ziim olarak
kullanilir. Bu dzelligiyle AUO ile uzaktan 6gretim birbirinden farklidir. AUO'de
ogrenci kendi smifi yerine g¢evrim igi smiflarda okulu tarafindan hazirlanmis ders
programlarina uygun bir sekilde egitim-6gretim faaliyetine devam eder. Bu nedenle
de AUO &grenciye uzaktan egitimin sagladigi esnekligi saglamaz (Akkoyunlu ve
Bardakgi, 2020).

Bu yeni yontem ve uygulamalardan, egitimi alan 6grencilerin yaninda egitimi
veren Ogretmenler de etkilenmis ve duruma ayak uydurmaya ¢alismislardir. Ik defa
bu yeni arag¢ ve yontemlerle karsilasan her iki taraf da gesitli zorluklar yasamislardir.
Ingilizce egitimi acisindan bakildiginda agirlikli olarak egitimin geleneksel sinif ici
ortamda yiiriitiildiigii Ingilizce egitiminden uzaktan egitime gecilmesinin,
beraberinde gerek ogrenciler gerekse ogretmenler agisindan bir takim problemleri
getirdigi sdylenebilir (Kurnaz ve Sercemeli, 2020, 5.264). Insanoglu yeryiiziinde bircok
farkl dille iletisim kuruyor olmasina ragmen giintimiizde gecerli dil (lingua franca)
olarak Ingilizce, insanlarin birbiriyle iletisim kurmak icin kullandig1 ortak dildir.
Ekonomik kiiresellesmeyle birlikte {ilkeler tirettikleri {irinleri tamitirken ve

pazarlarken uluslararasi ticarette ortak dil olarak Ingilizceyi kullanmaya baglamistir.
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Bunun sonucunda &grencilerin Ingilizce konusma ve yazma becerilerinin artirilmasi
gibi ortak bir amag ortaya cikmistir (Evans, 2013, 5.281). Oniimiizdeki dénemde
yabanci dil 6gretiminin bilgi iletisim teknolojileri destekli bir siirece evrilmesi gibi bir
durum gergeklesebilir. Insanlarin gerek mesleki gerekse kisisel gelisimleri igin yabanci
dil 6grenme isteklerine uzaktan egitim modeli énemli Olciide cevap vermektedir
(Aydemir, 2009, s.3). Uzaktan egitim yoluyla yabanci dil 6gretiminde de diger

alanlarda oldugu gibi {i¢ temel 6ge bulunmaktadir;
1. Ogreten, uzaktan egitim icin gerekli alt yapiy1 hazirlar.
2. Ogrenen, kendisine uygun bir 6grenme stratejisi belirler.

3. Ortam (radyo/televizyon/bilgisayar/internet/basili materyal/ telefon, vb.)
secilir, secilen ortama gore hazirlanmis olan uygun materyal kullanilir
(Adiyaman, 2002, s.93).

Uzaktan egitim siirecleri ve internetin birlikte kullanilmasi yabanci dil 6gretimi
i¢cin 6zel kullanim alanlar1 ortaya ¢ikarmugtir. Bu sekilde bir kullanim, okuma testleri
ile karsilagtirmali sorular, dil bilgisi alistirmalari, telaffuz alistirmalari, kelime
alistirmalar1 ve bosluk doldurma sorulari gibi cesitli tipte alistirmalara imkan
tanimaktadir (Singhal, 1997). Ingilizce gibi sdzel derslerin uygulamali teknik derslere
gore uzaktan egitim araglariyla daha basarili bir sekilde verilebilecegi soylenebilir.
Bundan hareketle uzaktan egitimin ytiz yiize egitimle desteklenerek kullanildig: hibrit
sistemlerden 0gretim stireclerinde daha fazla yararlanilabilir (Horzum, 2003, Alakog,
2001). Chenoweth, Ushida, ve Murday (2006) yaptiklar: calismada, yiiz yiize egitimin
ve uzaktan egitimin bir arada uygulandig: hibrit sistemden yararlanan ogrencilerle
sadece c¢evrim ic¢i derslere katilan akranlar1 karsilastirildiginda dil ogrenme
becerilerinde belirgin bir ilerleme kaydettikleri gortilmiistiir (Lin ve Warschauer, 2015,
s. 394).

Sagladigi bu avantajlarin yaninda uzaktan egitim uygulamalarinda karsilasilan
en biiyilik sorunlardan birisi 6gretmen anlatimindan kaynakli tek yonlii aktarimimn
(monologlarin) etkilesimi azaltmasidir (Henri, 1991). Web kameras: kullanimi her ne
kadar insanlari dijital ortamda bir araya getirse de gercek bir gdz temasi sanal ortamda
tam anlamiyla gerceklesmemektedir (Kern, 2014, s.345). Sosyal yapilandirma
kuramcailar1 egitimin izole ve rekabete dayanan bir anlayistan ziyade isbirlik¢i ve
sosyal yaninin ortaya ¢ikarilmasi gerektigini vurgulamislardir (Bandura, 1971;
Celentin, 2007; Chickering ve Ehrmann, 1996; Harasim, 1989; Slavin, 1990). Uzaktan
egitimin de bu cercevede ele alinmasi gerektigi soylenebilir. Uzaktan egitim

deneyimleri gostermistir ki bu alanda basarili olunmas: isteniyorsa ogretmen ve
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ogrencilerin bu O0gretim sekline karsi olan giivensizlikleri ve isteksizleri tamamen
giderilmelidir (Hathorn ve Ingram, 2002; Hara, Bonk ve Angeli, 1998). Uzaktan egitim,
kullanicilara internete erisim sikintisi, baglanti sorunlar1 ve teknik problemlerden
dolay1 zaman zaman sikintilar yasatsa da 6grenciler igin yabanci dil 6gretiminde genis
olanaklar sunmaktadir. Bilgi ve iletisim teknolojilerinin kullanimi bireylerin okuma ve
yazma siireglerinde etkilesim i¢inde bulunmalarina olanak taniyarak 6grenme ve

Ogretme siiregleri icin 6nemli bir fayda saglamaktadir (Singhal, 1997).

Uzaktan egitim deneyimi Ogrenciler ve Ogretmenler tarafindan
degerlendirilmelidir. Buna iligkin olarak uzaktan egitimin O0gretmen ve Ogrenci
tarafindan algilanmasi birbirinden farkli olabilmektedir. Gerek ogrenci gerekse
Ogretmen tarafindan gelistirilen 6nyargilar ve tutumlar da uzaktan egitim stirecini
etkilemektedir (Telli ve Altun, 2020, s.31). Yeni iletisim teknolojilerinin gelismesi ve
yasanan salginla 6grenciler i¢in geleneksel egitim ortamlariyla birlikte uzaktan egitim
ogrenme ortamlar: birlikte kullanilmaya baglanacaktir. Bu donemde hem 6gretmen
hem de 06grenci icin uzaktan 6grenme ortami hakkinda bilgi sahibi olunmasi ve
yasadiklar1 deneyimler 6grenmenin anlamli bir sekilde gerceklesmesi icin onemli
olabilir. Bu ¢alisma, Ingilizce 6gretiminin uzaktan egitim ortamlarinda
gerceklesmesiyle ilgili 6gretmen goriiglerini belirlediginden dolay Ingilizce 6grenimi
ile uzaktan egitim ortamlar1 alanlarinda ¢alisma yapan bilim insanlar1 icin gelecege
yonelik olabilecek yeniliklerin 6ngoriilmesi ve bunlara yonelik esnek bir model 6nerisi
hazirlanmast agisindan énemlidir. Bu dogrultuda galismada, Ingilizce 8gretmenlerinin
Covid-19 salgini siirecinde gergeklestirdikleri uzaktan egitim deneyimleriyle ilgili

gortiislerinin metaforlar yoluyla belirlenmesine odaklanilmistir.

Metafor Yunanca “Metapherein” ya da “Metafora” kelimelerinden
gelmektedir. “Meta” degistirmek, “pherein” ise tasimak, anlamindadir (Levine, 2005,
s.172). Gibbs (1994) metaforu “bir igerigin bir kavramdan bagka bir kavrama aktarimi1”
olarak tanimlamistir. Metaforlar egitim arastirmalarinda bir kavrami agiklamak ya da
orneklendirmek igin etkili bir arag olarak kullanilabilirler (Midgley ve Trimmer, 2014).
Metaforlar egitim-6gretim siirecinin anlasilip kavramlastirilmasinda énemli bir rol
oynamaktadir. Mevcut egitim kuramlar1 ve kisisel algilar arasinda iliski kurmak igin
son donemde egitim arastirmalarinda sik¢a kullanilan bir yontem olmustur (Leavy,
McSorley ve Bote, 2007, s.1220). Metaforlar daha once edinilmis bilgi ve hayat
deneyimlerimiz sonucu bilingaltinda kavramlara yiikledigimiz anlamlarin ortaya
¢ikarilmasmi saglar. Bunun sonucunda birey olay ve olgulara karsi gergek
diisiincelerini dile getirir. Bu yiizden metaforlar, bireyin farkinda olmadig: duygu ve

diistincelerinin de ortaya ¢ikarilmasi agisindan 6nem tagimaktadir (Sahin, 2019, s. 128).
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Guerrero ve Villamil (2002), metaforlarin yabanci dil 6gretiminde daha fazla
kullanilmasi gerektigi tizerinde durmustur. Metaforlarin anlasilmasi zor diisiincelerin
aktarilmasini  kolaylastirdigini ve ogretmenlerin farkindaliklarinin  artirilmasi
noktasimnda da metaforlardan yararlanibilecegini ifade etmistir. Metaforlar bu noktada
bir kavramin daha fazla ifade kullanarak agiklanmasina olanak taniyarak arastirma
alaninin  genisletilmesinde kullanilabilecek araglardir. Metafor arastirmalar:
katilimcilarin algilarmi etkilemeden, kisilerin kendi ifadelerinden veri elde etmeye
imkan veren ¢alismalardir. Uzaktan 6grenme alaninda yapilan bu ¢alismadan elde
edilen bulgulardan, bireyleri daha fazla merkeze alan sonuglar elde edilebilir (Guhes,
ve Firat, 2016 s.123). Ayrica her ne kadar literatiirde Ingilizce egitiminde uzaktan
egitim yOntemlerinin kullanilmasiyla ilgili ¢alismalar (Aydemir, 2009; Adiyaman,
2002; Fleming, Hiple ve D, 2002; Kern, 2014; Lin ve Warschauer, 2015; Klocokova ve
Munk, 2011; Singhal, 1997) yapilmis olsa da bu ¢alismalarin teorik ve pilot ¢alismalar
oldugu ya da nispeten uzaktan egitim alaninda deneyimli agik 6gretim fakiiltelerinde
gerceklestirildigi soylenebilir. Yiiksek 0gretim Oncesi kademeler tizerine ise yapilan
¢ok fazla calisma bulunmamaktadir. Yapilan ¢alismanin alandaki 6nemli bir boslugu

dolduracag: diisiiniilmektedir.

Bu ¢alismada, Covid-19 salgini doneminden 6nce geleneksel yontemlerle ders
veren, ardindan fiili olarak uzaktan egitimle Ingilizce derslerini isleyen dgretmenlerin
uzaktan egitim sistemine bakis agilarinm, uzaktan egitim sistemiyle ilgili
deneyimlerinin ve uzaktan egitimle yiiriitiilen Ingilizce derslerine iliskin goriislerinin

metaforlar yardimiyla belirlenmesi amaglanmaktadir.
2. Yontem

Bu boéliimde arastirmanin yontemi, ¢alisma grubu, verilerin cinsi ve kaynagy,

veri toplama araglar1 ve ¢alismanin analiziyle ilgili bilgiler sunulmustur.

2.1. Arastirmanin Modeli

Arastirmada nitel yontem kullanilmistir. Bu  arastirma, Ingilizce
ogretmenlerinin Covid-19 salgmi siirecinde gergeklestirdikleri uzaktan egitim
deneyimlerinin belirlenmesi bakimindan nitel arastirma desenlerinden olgu bilim
calismasi niteligi tasimaktadir. Olgu bilim c¢aligmalari, bireylerin deneyimlerinden
hareketle bir olay karsisindaki algilarini ve tepkilerini derinlemesine belirlemeye
calisir (Fraenkel, Wallen ve Hyun, 2011; Yildirim ve Simsek, 2011). Olgu bilim
calismalarinda bireylerin arastirma konusunda olguya iliskin biligsel yaklagimlarinin
giln yiiziine ¢ikarilmasinda metaforlardan etkili sekilde faydalamilabilir (Sahin, 2019,
s. 128). Nitel arastirmalarda katilimcilarla yiiz ytize gortismeler yaparak veya gozlem

yontemini kullanarak veri elde edilmeye calisilir. Bu yontemlerin kullanilmasina
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olanak saglamayan durumlarda katihmcilarin kullandiklar1 metaforlardan veri elde
etme yoluna gidilebilir. Bireylerin hayat tecriibelerinden ortaya ¢ikan bu ifadelerin
analiziyle arastirmaci istedigi kisi merkezli cevaplara ulasabilmektedir. Bu da

arastirmada kullanilan metafor analizinin 6nemini ortaya koymaktadir (Guhes, ve
Firat, 2016 s.124).

2.2. Calisma Grubu

Calismada amagh Ornekleme yontemlerinden maksimum gesitlilik durum
orneklemesi kullanilmistir (Yildirirm ve Simsek, 2011). Calismaya farkli okul
tirlerindeki  O6gretmenlerin  deneyimlerini aktarabilmek icin tiim Ogretim
kademelerindeki (ilkokul, ortaokul, Anadolu lisesi, meslek lisesi ve halk egitim
merkezi) katilimcilara ulasilmaya calisilmistir. Bu ¢alismaya Antalya ilindeki elli iig
ogretmen katilmistir. Asagida ¢alisma yapilan 6gretmen gurubuna ait demografik
bilgiler sekiller halinde verilmistir.

Anadolu
Lisesi

Ortaokul
51%

Erkek; 34%

Kadin; 66%

- Egitim
Meslek llkokul 2%
Lisesi 9%
2%

Sekil 1. Okul tiirii degiskenine gore Sekil 2. Cinsiyet degiskenine gore

yiizdelik dagilimlar yiizdelik dagilimlar

Doktora
Yiiksek Lisans /’ 4%
11-15Yil 17%

19%
1-5vil

(37

21-25 Yl
21%

Lisans
79%
16-20 Yil
32%

Sekil 3. Calisma siiresi degiskenine gore Sekil 4. Ogrenim durumu degiskenine

yiizdelik dagilimlar: gore yiizdelik dagilimlar:
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Katilimcilarin %66’s1 (35) kadin, %34’t1 (18) ise erkektir. Yirmi yedi 6gretmen
ortaokulda (%51), on dokuz Ogretmen Anadolu lisesinde (%23), bes Ogretmen
ilkokulda (%9), bir 6gretmen meslek lisesinde (%2) ve bir 6gretmen halk egitim
merkezinde (%2) calismaktadir. Calisma siireleri ise 16-20 yil aras1 on yedi (%32) kisi,
21-25 yil aras1 on bir (%21) kisi, 11-15 y1l aras1 on (%19) kisi, 25 y1l ve {izeri yedi (%13)
kisi ve 6-10 yil aras1 bes (%9) kisidir. Egitim durumlarina gelince kirk iki kisi (%79)

lisans, dokuz kisi ytiiksek lisans (%17) ve iki kisi doktora (%4) mezunudur.
2.3. Veri Toplama Arac1 ve Gegerlik-Giivenirlik Calismalar

Arastirmada kullanilacak olan veri toplama formu gelistirilirken benzer
metafor calismalari temel alinmustir. I¢ gecerliligini saglamak icin veri toplama formu
iki uzmana verilmis ve incelenmesi saglanarak forma son sekli verilmistir. Dort
ogretmen ile pilot gortisme yapilmigtir. Sorularin agik ve anlagilir olup olmadiginin,
verilen cevaplarin sorulan sorularin cevaplarini yansitip yansitmadigimin belirlenmesi
amaciyla bir bagska uzmandan, dokiimleri inceleyerek sorulan sorularin agik ve
anlasilir olup olmadigini, ele aliman konuyu kapsayip kapsamadigini ve gerekli olan
bilgileri saglama olasiligin1 da diistinerek, kontrol etmesi istenmistir. Bu ¢alismanin
sonunda, soru maddelerinin gegerliligi saptanmustir. Nitel arastirmalarda i¢ gegerlilik,
arastirmacinin 6lgmek istedigi veriyi, kullandig1 arag¢ ya da yontemle gercekten ol¢lip
Olcemeyecegine iliskindir (Yildirrm ve $imsek, 2011). Nitel arastirmalarda
arastirmacilarin alan ve saha tecriibesi calismanin inandiriciligini artiran unsurlardan
bir tanesidir (Bashir, Afzal ve Azeem, 2008). Arastirmacilardan birinin Ingilizce
Ogretmeni olmasi ¢calisma agisindan 6énemlidir. Bu siiregte arastirmact uzaktan egitim
siirecinin basladig1 23 Mart 2020 tarihinden itibaren egitim-0gretim faaliyetlerinde yer
alarak Ingilizce ders anlatimi gergeklestirmistir. Ayrica diger arastirmaci bilisim
teknolojileri 6gretmeni olarak gerek salgin doneminde uzaktan egitim siirecinde
gerekse yliz yiize egitim silireclerinde kurumunda, 6gretmenlere ve 6grencilere egitim
teknolojileri alaninda rehberlik faaliyeti gerceklestirmis, doktora galismasi ve sonrasi
stireglerde egitim yonetimi ve bilisim teknolojileri konularinda disiplinler arasi

calismalar yapmustir.

Calismada Ingilizce  6gretmenlerinin ~ Covid-19  salgini  siirecinde
gerceklestirdikleri uzaktan egitim deneyimlerini ortaya ¢ikarmak igin 6gretmenlerden

sirastyla asagidaki ctimleleri tamamlamalari istenmistir.

1. Uzaktan egitim uygulamalariyla gerceklestirdigim ders anlatima ......
gibidir; ¢tinkdi ......

2. Uzaktan 6grenme ortamlari ...... gibidir; ¢tinkii .....
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3. Uzaktan egitimde smif yonetimi ... gibidir; ¢linkii...
4. Uzaktan egitim 6grenciler igin .... gibidir; ¢linkii ....

Metaforun, bir arastirma araci olarak kullanildig1 ¢alismalarda “gibi” kavrami
genellikle “metaforun konusu” ile “metaforun kaynag1” arasindaki iligkiyi belirgin bir
halde ortaya koymak i¢in kullanilir (Saban, 2009, s.285). Calismada “¢iinkii” ifadesiyle
katilimcilarin kullandiklar: metaforlarin altinda yatan nedeni agiklamalar: istenmistir.
Ogretmenlerin elektronik form araciligiyla doldurduklari ifadeler bu aragtirmanin

temel veri kaynag1 olmustur.
2.4. Veri Toplama Siireci

Covid-19 salgini sebebiyle yiiz yilize goriisme yapilamadig: i¢in hazirlanmig
olan form bir web sitesi araciligiyla 6gretmenlere telefon goriismeleriyle, elektronik
mesajlarla ve dijital medya ortamlarindaki Ingilizce 6gretmeni gruplari {izerinden
ulagtirlmaya calisilmistir. Bu amag dogrultusunda, Antalya’da Ingilizce alaninda

egitim veren 6gretmenlere ¢evrim ici bir veri toplama araci uygulanmistur.
2.5. Verilerin Analizi

Elde edilen nitel verilerin analizinde, NVIVO 12 nitel arastirma programindan
yararlanilarak betimsel analiz ve igerik analizi teknikleri birlikte kullanilmaigtir.
Betimsel analiz asamasinda oOncelikle arastirmanin kavramsal cergevesinden ve
arastirma sorularindan yola ¢ikilarak veri analizi i¢in bir ¢ergeve olusturulmustur.
Ayrica katilimcilarin anlatimlarina dogrudan yer verilmistir (Yildirim ve Simsek,
2011). Icerik analizi ile verilerin altinda yatan kavramlar1 ve aralarmndaki iligkileri
ortaya ¢ikarabilmek icin elektronik form kayitlari incelendikten sonra satir satir Nvivo
programina aktarilmistir. Elde edilen bu metinler kodlanmis ve kodlar arasindaki
iliskilerden yola ¢ikarak metafor smiflandirmalari olusturulmustur (Creswell, 2017;
Giinbayi, 2019; Yildirim ve Simgek, 2011). Ogretmen goriisleriyle ilgili metafor
siniflandirilmalari verilirken 6nce dgretmeni simgeleyen “O” harfi, sirasimi belirten
say1 ve son olarak metafor siniflandirilmasima ait “no” verilmistir. Ornegin 021, 2
ifadesi 21 no’lu 6gretmenin ikinci metafor smiflandirilmasina iliskin gortisiinii ifade
etmektedir. Daha sonra arastirma sonugclarindan yola ¢ikarak analitik genellemeler
yapilmistir (Giiler, Halicioglu ve Tasgm, 2013, s.344). igerik analizinde dgretmen
ifadeleri arastirmacilar tarafindan metafor smiflandirilmasiyla yapilandirilmis ve iki
farkli uzman tarafindan uygun-uygun degil biciminde isaretlendikten sonra
arastirmacilar aras1 uyuma Cohen Cappa formiilii ile bakilmigtir. Yapilan hesaplama

sonucunda arastirmacilar arasi uyum .84 olarak ¢ok iyi diizeyde bulunmustur.
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3. Bulgular

Bu boliimde arastirmada elde edilen verilerin analizi sonucu elde edilen

bulgular kapsamli bir sekilde ele alinmstr.

3.1. Ogretmenlerin Uzaktan Egitim Uygulamalariyla Gergeklestirdikleri Ders
Anlatimiyla flgili Yaptiklar1 Metaforlar

Ogretmenlerin uzaktan egitim uygulamalariyla gerceklestirdikleri ders
anlatimiyla ilgili yaptiklar1 metafor smiflandirilmalariyla ilgili sonuglar Tablo 1'de

sunulmustur.

Tablo 1. Ogretmenlerin uzaktan egitim uygulamalartyla gerceklestirdikleri ders anlatimiyla
ilgili yaptiklar1 metaforlar

No Metafor Smifi f Y%

1 Etkilesim sorunu 13 24.53
2 Gereksinim 6 11,32
3 Esneklik 4 7,55
4 Verimsiz 4 7,55
5 Rahatlik 3 5,66
6 Eglenceli 2 3,77
7 Erisebilirlik sorunu 2 3,77
8 Kesfedici 2 3,77
9 Kopri 2 3,77
10 Belirsizlik 1 1,89
11 Caba 1 1,89
12 Eksiklik 1 1,89
13 Etkililik 1 1,89
14 Gereksiz 1 1,89
15 Giidiileme ihtiyact 1 1,89
16 Hayal 1 1,89
17 Islevsel 1 1,89
18 Kaynaklara erigim imkam 1 1,89
19 Ortaklik 1 1,89
20 Ogretmen merkezli 1 1,89
21 Tamamlayici 1 1,89
22 Uyum stireci 1 1,89
23 Verimli 1 1,89
24 Yiiz ylize egitim gibi 1 1,89

Tablo 1 incelendiginde Ogretmenlerin uzaktan egitim uygulamalariyla
gerceklestirdikleri ders anlatimiyla ilgili yaptiklar1 metaforlarda etkilesim sorunu

%?24,53 oraniyla ilk sirada ¢ikmuistr. Ogretmenlerin konuyla ilgili goriisleri sunlardir.
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“Bant kaydi gibidir ciinkii ¢o§u zaman karsi taraftan ses c¢ikmaz. Kendi kendine bilgisayarla
konusuyormus hissi verir” ( 019, 1).

“Uzaktan egitim uygulamalariyla gerceklestirdigim ders anlatimi bilgisayar oyunu gibidir. Bu
uygulamalarla dersler sanki gercek olmayan sanal bir ortamda dgrencileri gormeden ama sadece

seslerini duyarak dersi islemeye calismaktir” (053, 1).

Ogretmenlerin uzaktan egitim uygulamalariyla gerceklestirdikleri ders
anlatimiyla ilgili yaptiklar1 metaforlarda gereksinim %11,32 oraniyla ikinci sirada yer

almaktadir. Katilima goriislerine asagida yer verilmistir.
“Su gibidir ciinkii su nasil insana hayat boyu lazimsa uzaktan egitimde 6yle lazim olacak” (044, 2).

“Uzaktan egitim uygulamalariyla gerceklestirdigim ders anlatimi giines gibidir ciinkii giineg nasil
diinyanin 1tk kayna$ ise uzaktan egitim de bireyin ihtiya¢ duydugu bilgiyi alabilmesiyle egitim
yolunu aydinlatir. Birey yeni bilgi ve beceriler kazanir” (052, 2).

Esneklik ve verimsiz kategorileri %7,55 oranla 6gretmenlerin uzaktan egitim
uygulamalariyla gerceklestirdikleri ders anlatimiyla ilgili yaptiklar1 metafor
siiflandirilmasinda tigiincii sirada ¢ikmistir. Ayrica rahatlik metafor smiflandirmasi
%5,66 oraniyla dordiincii sirada yer almigtir. Bu konulardaki 6gretmen goriislerine

asagida dogrudan atifta bulunulmustur.
“Araba gibidir ciinkii arabana istedigin kisileri alip istedigin yerlerde durabilirsin” (017, 3).
“Kuyafet gibidir ciinkii istedigim kuyafeti giyip cikartabilirim” (O35, 3).

“Yaz boz tahtas: gibidir ¢iinkii bir derse gelen diger derse katilmaz. Her dersi sil bastan yapmak

gerekir. igten verim alamazsin” (O3, 4).
“Mehteran yiiriiyiisii gibidir. Iki ileri bir geri” (014, 4).
“Hamak gibidir ciinkii istedikleri kadar rahat rahat sallanirlar” (033, 5).

Ogretmenlerin uzaktan egitim uygulamalariyla gerceklestirdikleri ders
anlatimiyla ilgili yaptiklar1 metaforlarda eglenceli, erisebilirlik sorunu, kesfedici ve
koprii stiflandirmalar1 %3,77 oraninda cikmiugtir. Ogretmenlerin goriislerine asagida

sirastyla yer verilmistir.
“Oyun oynamak gibidir ciinkii 5grencilerim eglenerek 6grenir” (O41, 6).
“Istk gibidir ciinkii ulasabildigini aydmlatir. Her bolgeye farkli yansir” (025, 7).
“Oyun gibidir ciinkii oyun oynarken hem yeni seyler kesfeder hem de 5grenirsin” (051, 8).
“Hi¢ kopmamast gereken bir ba§ gibidir ciinkii 63rencilerimize bu sekilde ulasabildik” (028, 9).

Belirsizlik, ¢aba, eksiklik, etkililik, gereksiz, giidiileme ihtiyaci, hayal, islevsel,

kaynaklara erisim imkani, ortaklik, 6gretmen merkezli, tamamlayici, uyum siireci,
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verimli ve yiiz yiize egitim gibi kategorileri 6gretmenler tarafindan %1,89 oraniyla bir
kez dile getirilen konular olmustur. Katilimcilarin gortislerine asagida sirasiyla yer

verilmistir.

“Cok bilinmeyenli bir denklem gibidir ¢iinkii her bir 6grenci i¢cin ayr1 ayr1 ne kadar etkili oldugunu
gozlemleyemiyorum” (037, 10).

“Toprak gibidir. Verim almak icin bolca ilgilenilmelidir” (015, 11).

“Tohum gibidir ¢iinkii daha ¢ok konunun bir kismuni anlatip dersin 6ziinii, temelini ancak
verebiliyorum. Sadece ekiyorum. Yani 0grencinin topraginda su ve giinesle yeserecek bir bitki gibi”
(029, 12).

“Web 2.0 araglarimi etkin kullanabildigim ve internet erisimini saglayabildigim siirece uzaktan

egitim uygulamalariyla gerceklestirdigim ders anlatim etkili olabilir” (049, 13).

“Burada gerceklestirdigimiz siireci bosuna zaman gecirmek olarak goriiyorum” (040, 14).
“Talk show gibi ilgiyi cekemezseniz seyirci kaybedersiniz” (046, 15).

“Coldeki serap gibidir ciinkii gordiigiinii samrsin ama yoktur” (033, 16).

“Daha islevsel ciinkii gorsel ve isitsel uygulamalar: daha etkili kullanabiliyorum” (011, 17).
“Galaksi gibidir ciinkii 6grenmek isteyene yildizlar kadar fazla bilgiye erisim saglar” (037, 18).

“Uzaktan egitim uygulamalariyla gerceklestirdigim ders anlatimi bir yemek tarifi gibidir ciinkii biz
ogretmenler ana malzemeleri; 6grenciler de tadini, tuzunu, baharatini koyar; ortaya bir iiriin ¢ikar”
(024, 19).

“Ogretmen odakli, 5grenciler arka planda daha fazla kalyor” (012, 20).
“Tamamlayic: gibidir. Yiiz yiize egitimin eksik kisumlartm tamamlayabilir” (016, 21).

“Yeni bir ayakkab: gibidir ciinkii ilk giydiginizde ayagimzi sikar ama zaman gectikce alismaya
baslarsimiz” (047, 22).

“Bence diisiindiigiimden daha verimli, art1 ve eksileri var elbette. Ben verim aliyorum. Etkili olmasi
icin de 08rencilerin derse katilimlarimi saglamak lazim tabi. Bunu okul zamamnda bile zor
yapyorduk ama:)” (047, 23).

“Okuldaki gibidir ciinkii derslere iyi hazirlanmaktayim” (026, 24).

Ogretmenlerin uzaktan egitim uygulamalariyla gerceklestirdikleri ders
anlatimiyla ilgili yaptiklar1 metaforlar genel olarak yorumlandiginda, etkilesim
sorunu, verimsiz, erisebilirlik sorunu, belirsizlik, eksiklik, 6gretmen merkezli ve
gereksiz gibi konu bashiklarinda olumsuz diisiinceye sahip olduklar1 goriilmektedir.
Gereksinim, esneklik, rahatlik, eglenceli, kesfedici, koprii, etkililik, hayal, islevsel,
kaynaklara erisim imkani, ortaklik, tamamlayici ve verimli kategorilerinde ise olumlu

diisiinceye sahip olduklar1 sylenebilir.
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3.2. Ogretmenlerin Uzaktan Ogrenme Ortamlariyla flgili Yaptiklar1 Metaforlar

Ogretmenlerin uzaktan &grenme ortamlariyla ilgili yaptiklar1 metafor

smiflandirmalariyla ilgili sonuglar Tablo 2’de sunulmustur.

Tablo 2. Ogretmenlerin uzaktan 6grenme ortamlariyla ilgili yaptiklart metaforlar

No  Metafor Smifi f %

1 Gereksinim 7 13,21
2 Rahatlik 7 13,21
3 Karmasa 6 11,32
4 Erisim sorunu 5 9,43
5 Etkilesim sorunu 5 9,43
6 Erisim gesitliligi 3 5,66
7 Kolaylik 2 3,77
8 Yetersizlik 2 3,77
9 Zorluk 2 3,77
10 Erisim esnekligi 1 1,89
11 Faydali 1 1,89
12 Gayret 1 1,89
13 Thtiyaca yonelik 1 1,89
14 Sagliksiz 1 1,89
15 Sinirlilik 1 1,89
16 Psikolojik sorun 1 1,89
17 Verimsizlik 1 1,89

Tablo 2 incelendiginde Ogretmenlerin uzaktan 6grenme ortamlariyla ilgili
yaptiklar1 metaforlarda gereksinim ve rahatlik kategorileri %24,53 oranla ilk sirada,
karmasa kategorisi %11,32 oraniyla ikinci sirada ¢ikmustir. Katilimeilarin konuyla ilgili

gortiglerine asagida sirasiyla yer verilmistir.
“Can simidi gibidir ciinkii olumsuzluk karsisinda etkisi biiyiik ve her zaman kurtaricidir” (044, 1).
“Gida gibidir ciinkii 6grencilerin siirekli beslenmesi lazim” (028, 1).
“Ev gibidir. Istedikleri gibi davranabilirler” (016, 2).
“Otele tatile gitmek gibidir. Istedikleri aktiviteleri yapabilirler” (O34, 2).

“Ogrencilerin derse katilamamas, derse girip sonra dersten kopmast, tekrar baglanmas islerin corba
gibi karigmasidir” (013, 3).

“Futbol sahasi gibidir ciinkii topu kime ne zaman atacagimi ya da topu kimden calacagim
bilemiyorlar” ( 017, 3).
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Ogretmenlerin uzaktan O0grenme ortamlariyla ilgili yaptiklar1 metaforlarda
erisim sorunu ve etkilesim sorunu %9,43 oranla ¢ikarken, erisim cesitliligi %5,66

oraninda gikmigtir. Ogretmenlerin goriislerine asagida sirastyla yer verilmistir.
“Bir ayag1 kirtk sandalye gibidir ciinkii dinlerler, yazarlar, okurlar ama konusamazlar” (O3,4).

“Yeterli etkilesim oldugu séylenemez ciinkii Ingilizce 63renimi birebir iletisim, anlik, aktif ve yiizde

yiiz verimi gerektiren doniitler gerektirir” (022, 4).

“Deniz gibidir ciinkii sadece deniz kiyisinda yasayanlar yiizebilir. Digerleri mahrum kalir” (O41,
5).

“Kabus gibidir. Bircok ogrenci derse internet olmadigi icin veya olsa da sistemsel sorunlardan dolay:
katilamamistir” (013, 5).

“Uzaktan o6grenme ortamlart 6grenciler icin bir deniz gibidir ciinkii hem ¢ok biiyiik hem de ¢cok

derindir. Ogrenciler hem bircok kaynaga ulasabilir hem de derinlemesine 6grenebilir” (024, 6).

“Bence lunapark gibi dgrenciler her ders farkli bir eglence aracinda farklr bir deneyim yastyor. Bu
ogrencinin beklentisi ve amaciyla da baglantil bir durum. Ne istedigini ve onu neyin mutlu edip,

ona neyin katk: sagladigini kendi secebiliyor artik” (029, 6).

Yapilan smiflandirmada kolaylik, yetersizlik ve zorluk kategorileri %3,77
oranindadir. Bu konulardaki Ogretmen goriislerine asagida dogrudan atifta

bulunulmustur.
“Piyango gibidir ¢iinkii yiiz yiize egitimi ikame etmek icin biiyiik bir sanstir. Bizim
zamanimizda boyle imkanlar yoktu:)” (O31, 7).
“Samanlik gibidir ciinkii aradiklar: hicbir seyi bulamazlar” (010, 8).
“Kayak pisti gibidir ciinkii zemin kaygandir” (025, 9).

Ogretmenlerin uzaktan 6grenme ortamlariyla ilgili yaptiklari metaforlarda
erisim esnekligi, faydali, gayret, ihtiyaca yonelik, sagliksiz, simirlilik, psikolojik sorun
ve verimsizlik kategorileri 6gretmenler tarafindan %1,89 orana bir kez dile getirilen

konular olmustur. Katilimcilarin goriislerine asagida sirasiyla yer verilmistir.

“Bilingli 6grencilerimiz igin daha rahat bir ortamda, istedigi her yerde ve sartta katilma imkdn

sunan etkilesimli bir yerdir” (04, 10).

“Kaynak gibiydi ulagabilenler kana kana icti” (038, 11).

“Vefa gibidir. Ugrastikca emek verdikge karstligini alirsin” (051, 12).
“Market gibidir. Herkes ihtiyact kadarini alir” (O1, 13).

“Saglikli degil g6z rahatsizliklarina yol acacak” (045, 14).
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“Az oyuncak segenekli bir oyun alani gibidir. Yapilabilecek etkinlikler ve kullanilabilecek yontemler

stmrlidir. Ornegin grup ve ikili calisma, drama vb. etkinlikleri kullanma sansimiz yok” (036, 15).
“Ogrencilerimiz sosyallesemedikleri icin psikolojik agidan sorunlara yol agacaktir” (O11, 16).

“Su anki durumda saghkli fakat vyiiz yiize iletisim hissi vermedigi icin beklenilen verimi
olusturmayabilir” (022, 17).

Ogretmenlerin uzaktan dgrenme ortamlariyla ilgili yaptiklar: metaforlar genel
olarak yorumlandiginda; katiimcilarin gereksinim, rahatlik, erisim gesitliligi, kolaylik,
erisim esnekligi, faydali ve ihtiyaca yonelik gibi kategorilerde olumlu diistincelere
sahip oldugu soylenebilir. Karmasa, erisim sorunu, etkilesim sorunu, yetersizlik,
zorluk, gayret, sagliksiz, smirlilik, psikolojik sorun ve verimsizlik gibi konu

bagliklarinda ise olumsuz diisiinceye sahip olduklar1 goriilmektedir.
3.3. Ogretmenlerin Uzaktan Egitimde Sinif Yonetimiyle Ilgili Yaptiklar1 Metaforlar

Ogretmenlerin uzaktan egitimde sinif yonetimiyle ilgili yaptiklart metaforlar

siiflandirmalariyla ilgili sonuglar Tablo 3’te sunulmustur.

Tablo 3. Ogretmenlerin uzaktan egitimde sinif yonetimiyle ilgili yaptiklart metaforlar

No  Metafor Smifi f Y%

1 Sinif yonetimi kolay 16 30,19
2 Sinif yonetimi zor 13 24,53
3 Etkilesim sorunu 6 11,32
4 Karmasa 5 9,43
5 Ucgmak 3 5,66
6 Caba gerektiren 2 3,77
7 Cesitlilik 2 3,77
8 Disiplin sorunu 2 3,77
9 Belirsizlik 1 1,89
10 Gildiileme ihtiyaci 1 1,89
11 Tetikte olmak 1 1,89

Tablo 3 incelendiginde 6gretmenlerin uzaktan egitimde smif yonetimiyle ilgili
yaptiklari metaforlarda sinif yonetimi kolay %30,19 oramiyla ilk sirada cikmustir. Tkinci
sirada ise %24,53 oraniyla sinif yonetimi zor kategorisi gelmistir. Ogretmenlerin

konuyla ilgili goriisleri sunlardair.

“Orkestrayr yonetmek gibidir. Kimin ne zaman ¢almaya baslayacagim ya da kimin susacagini

belirleyemiyorsun” (017, 1).

“Radyo gibidir ¢iinkii istedigim zaman frekans: degistirebilir veya sesi agip kapayabilirim” (033, 1).
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“Kor nokta gibidir ciinkii 6grencilerin kameralar: kapali oldugu icin sadece ekranda Ogrencilerin

isimlerini gorebilirsin, 6grencilerin o andaki durumlarini denetleyemezsin” (037, 2).

“Uzaktan egitimde sinif yonetimi lunaparkta herkesi ayni oyuncaga bindirmeye calismak gibidir.
Herkes kendi istedigi oyuncaga binmek isterken 63retmen hepsini tek bir hedefe ulastirmaya calisir”
(048, 2).

Ogretmenlerin uzaktan egitimde smuf ydnetimiyle ilgili yaptiklar1 metafor
smiflandirmalarinda etkilesim sorunu %11,32 oraniyla {igiincii sirada, karmasa %9,43
oraniyla dordiincii sirada ve ug¢mak %5,66 oramiyla besinci sirada ¢ikmistir. Bu

konulardaki katiimci goriislerine asagida dogrudan atifta bulunulmustur.

“Ne yazik ki 6grencilerin gozlerine bakamadigimiz icin 6grenip orenmediklerini de anlamak ¢ok zor
oluyor” (036, 3).

“Aynanmin karsisinda kendinle konusmak gibidir ciinkii hepsi kameralar: cesitli nedenlerle kapali
tutuyorlar” (02, 3).

“Bazen hepsi ayni anda konusmaya baslwyorlar. Tiim enstriimanlarin ayni anda calmast gibi oluyor”
(017, 4).

“Diigiin yeri gibidir ¢iinkii kimin hangi telden oynadigini anlayamazsimz” (010, 4).
“Bana ucuyormusum gibi geliyor. Tuhaf ve zaman zaman zor” (029, 5).

Caba gerektiren, gesitlilik ve disiplin sorunu metafor smiflandirmalar1 %3,77
oranla 6gretmenler tarafindan iki kez ifade edilmistir. Katihmalarm konuyla ilgili

goriislerine asagida sirasiyla yer verilmistir.
“Yogun bakim gibidir ciinkii yogun miicadele, ilgi ve takip gerektirir” (07, 6).
“Otobiis gibidir ciinkii otobiise farkli karakterde ve tipte bircok insan biner” (O34, 7).
“Otorite boslugu gibidir ciinkii derste yaptigumiz miidahaleler ciddiye alinmyor” (020, 8).

Ogretmenlerin uzaktan egitimde sinif yonetimiyle ilgili yaptiklar1 metaphor
siniflandirmalarinda belirsizlik, glidiileme ihtiyac: ve tetikte olmak kategorileri %1,89
oranla katilimcilar tarafindan bir kez dile getirilmistir. Bu konulardaki 6gretmen

gortiislerine asagida sirastyla dogrudan atifta bulunulmustur.

“Bana bu yil 9. simif rehberligi verildi. Hicbir 6grencimi tanimiyorum onlar da beni tanimiyor. Bu
durum bazen yanlis anlasilmalara ve gereksiz strese sebep olabiliyor” (04, 9).

“Sirket yonetimi gibidir. Motivasyonun siirekli yiiksek tutulmas: gerekir” (O1, 10).

“Araba kullanmak gibidir ciinkii her an her siirprize acik olmak gerekir aksi takdirde kazalar
kaginilmaz olabilir” (031, 11).

Ogretmenlerin uzaktan egitimde smif yonetimiyle ilgili yaptiklar1 metaforlar

genel olarak yorumlandiginda; sinif yonetimi zorlugu, etkilesim sorunu, karmasa,
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caba gerektiren, gesitlilik, disiplin sorunu, belirsizlik, giidiileme ihtiyac1 ve tetikte
olmak gibi kategorilerde olumsuz diislincelere sahip oldugu soylenebilir. Sinif
yonetimi kolay ve ugmak metafor siniflandirmalarinda ise olumlu diisiinceye sahip

olduklar: goriilmektedir.

3.4. Ogretmenlerin Uzaktan Egitimin Ogrenciler icin Ne Olduguna Dair Yaptiklar1

Metaforlar

Ogretmenlerin uzaktan egitimin dgrenciler i¢in ne olduguna dair yaptiklari

metafor siniflandirmalariyla ilgili sonuglar Tablo 4’te olarak sunulmustur.

Tablo 4. Ogretmenlerin uzaktan egitimin G§renciler icin ne olduguna dair yaptiklar:

metaforlar
No  Metafor Sinifi f %
1 Erisim sorunu 8 15,09
2 Disiplin Sorunu 7 13,21
3 Uyum sorunu 4 7,55
4 Gerekli 4 7,55
5 Yeni bir deneyim 4 7,55
6 Firsat esitsizligi 3 5,66
7 Sec¢im imkani 3 5,66
8 Yetersiz 2 3,77
9 Verimsiz 2 3,77
10 Zevkli 2 3,77
11 Belirsiz 1 1,89
12 Erisimi kolaylig 1 1,89
13 Faydali 1 1,89
14 Firsat 1 1,89
15 Hayali 1 1,89
16 Keyifli 1 1,89
17 Mekandan bagimsizlik 1 1,89
18 Sistematik 1 1,89
19 Rahatlik 1 1,89
20 Sagliksiz 1 1,89

olduguna dair yaptiklar1 metaforl siniflandirmalarmda erisim sorunu %15,09 oraniyla
ilk sirada ¢ikmustir. Ikinci sirada ise %13,21 oraniyla disiplin sorunu kategorisi

gelmigtir. Ogretmenlerin konuyla ilgili goriisleri sunlardur.

Tablo 4 incelendiginde o6gretmenlerin uzaktan egitimin Ogrenciler i¢in ne

“Sifreli kanal gibidir ciinkii 6grencilerin hepsinde tablet ya da bilgisayar yoktur” (O5, 1).

“Gokyiizii gibidir ciinkii ne kadar ugragirsan ugras dokunamazsin” (025, 1).
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“Bazilar1 igin normalde yapamayacaklarini yaptiklari, keyiflerine gore girip cikabildikleri bir
platformdur” (O4, 2).

“Uzaktan ogrenme ortamlar: 6grenciler icin bir ev ortam: gibidir ¢iinkii 6grenciler derste bilgisayar
basinda baska seylerle mesgul olabilmektedir. Annesi ve babast da dersi dinleyebilmektedir. Ev
ortaminda okul disiplini saglanamadiindan ve uyaran fazlali§indan dolay: etkili ve yeterli bir

dgrenme gerceklesmeyebilmektedir” (053, 2).

Ogretmenlerin uzaktan egitimin Ogrenciler i¢in ne olduguna dair yaptiklar:
metafor smiflandirmalarinda uyum sorunu, gerekli ve yeni bir deneyim kategorileri
%7,55 oraninda ¢ikmustir. Bu konulardaki katilimci gortiislerine asagida dogrudan

atifta bulunulmustur.
“Yeni bir okul gibidir. Uyum saglamalar: icin zaman gerekir” (015, 3).

“Sabahlar1 anneleri tarafindan zorla igirilen siit gibidir ciinkii faydasin bilirler ama isteksiz bir
sekilde icerler” (O3, 4).

“Hi¢ yemedigi yemegin tadina bakmak gibidir ciinkii yemegi ilk defa deneyenlerden seven de
sevmeyen de ¢ikabilir” ( 047, 5).

Firsat esitsizligi ve se¢im imkani metafor simiflandirmalari %5,66 oranla
Ogretmenler tarafindan ifade edilmigstir. Yetersiz, verimsiz ve zevkli metafor
siniflandirmalar1 %3,77 oraninda gikmistir. Ogretmenlerin konuyla ilgili goriislerine

asagida sirasiyla yer verilmistir.
“Esitsizlik gibidir ciinkii okul her eve sigamaz” (027, 6).

“Televizyon gibidir ciinkii istedikleri programu izleyebilir, istemedikleri programu izlemezler” (O34,
7).

“Bu sekilde ders anlatimi zor oluyor. Egitim-6gretim tam olmuyor” (014, 8).
“Daha kolay gériinse de derse katilim oranin diisiirmektedir” (022, 9).

“Uzaktan egitim 0grenciler igin interaktif olmayan bir filmi izlemek gibidir. Siirekli ekran basinda
durmak ve dersleri bir ekran iizerinden takip etmek sikici olmaktadir. Bazen de canli dersler icinde
interaktif bir filmi izlemek gibidir. Ogrenciler internet ortamindaki canli dersin gidisatina soz alarak
yon verebilme hakkina sahiptir. Burada eglence televizyondaki EBA derslerine gore daha fazladir”
(053, 10).

Belirsiz, erisim kolayligi, faydals, firsat, hayali, keyifli, mekandan bagimsizlik,
sistematik, rahatlik ve sagliksiz kategorileri %1,89 oranla katilimcilar tarafindan bir
kez dile getirilmistir. Bu konulardaki 6gretmen goriislerine asagida sirasiyla dogrudan

atifta bulunulmustur.

“Soyut bir tablo gibidir ciinkii herkesin cikardigr sonug ve fayda farklidir” (031, 11).
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“Elmas gibi degerlidir ciinkii 6grenciler bilgiye her an ulasabiliyor” (044, 12).

“Aligik olduklar: teknolojik ortam dolayist ile verimli sayilabilir fakat bu 6grenme becerisine ve

tiiriine gOre degisir ciinkii her bireyin 6§renme yetisi ve sekli birbirinden farkhidir” (022, 13).

“Teknoloji daha fazla kullanma sans1 sunulan bir firsat gibidir ciinkii her teneffiiste internete
baglanabilirler” ( 023, 14).

“Hayal kurmak gibidir ciinkii kurgular birbirinden hep farklidir” (025, 15).

“Keyiftir ciinkii arkadaslarla bulusmak ¢ok giizeldir” ( 028, 16).

“Evde egitim gibidir” (030, 17).

“Kitap gibidir ciinkii sistemli bir sekilde ilerlemelerine olanak saglar” (O1, 18).

“Konforlu bir araba gibi ciinkii kontrol biraz onlarda ve biraz da otomatik ilerliyor” (029, 19).
“Zordur ciinkii ekran saghga zararhdir” (045, 20).

Ogretmenlerin uzaktan egitimin dgrenciler i¢in ne olduguna dair yaptiklari
metaforlar genel olarak yorumlandiginda; erisim sorunu, disiplin sorunu, uyum
sorunu, firsat esitsizligi, yetersiz, verimsiz ve belirsiz kategorilerinde olumsuz
diistincelere sahip oldugu soOylenebilir. Gerekli, yeni bir deneyim, se¢im imkan,
zevKkli, erisim kolaylig1, faydaly, firsat, hayali, keyitfli, sistematik, rahatlik ve rahatlama

araci bagliklarinda ise olumlu diisiinceye sahip olduklar: goriilmektedir.

3.5. Ingilizce Ogretmenlerinin Kullandiklar1 Uzaktan Egitim Programlar1 veya
Uygulamalar

Cisco Webex b 1,9%
Google Classroom | 1,9%
JitsiMeet d 1,9%
Kahoot B 1,9%

Quizlet b 1,9%

WhatsApp M 1,9%
Skype |jusd 5,7%
Google Meet  |—d 13,2%
Microsoft Teams |— 15,1%
Eba Canli Ders | 3 1, 1%
LISy = ——————————————————_————__——————— Ve ]

Sekil 5. ngilizce 6§retmenlerinin kullandiklar: uzaktan egitim programlart veya
uygulamalar

Sekil 5 incelendiginde Ingilizce gretmenlerinin kullandiklar1 uzaktan egitim
programlar1 veya uygulamalarinda ilk sirada %84,9'luk (45 kisi) oranla Zoom

uygulamasi ¢ikmugtir. Tkinci sirada %81,1’lik (43 kisi) oranla Eba Canli Ders ortami
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gelmistir. Uciincii sirada %15,1’lik (8 kisi) oranla Microsoft Teams programi
kullanilmaktadir. Dordiincti sirada %13,2’lik (7 kisi) oranla Google Meet uygulamasi
yer almaktadir. Besinci sirada %5,7’1ik (3 kisi) oranda Skype programi ¢ikmistir. Birer
ogretmen %1,19” luk oranla Jitsi Meet, Cisco Webex, Google Classroom, WhatsApp,
Kahoot ve Quizlet uygulamalarin1 kullandiklarini belirtmistir. Genel olarak sekil
yorumlandiginda Ingilizce 6gretmenlerinin uzaktan egitim derslerinde Zoom
yazilimmi ve MEB’in Eba Canli Ders uygulamasmi daha fazla kullandig:

gorilmektedir.
4. Sonug, Tartisma ve Oneriler

Bu calismada ingilizce ogretmenlerinin Covid-19 salgimi siirecinde
gerceklestirdikleri ders anlatimiyla ilgili deneyimleri, uzaktan 6grenme ortamlariyla
ilgili deneyimleri, 6gretmenlerin uzaktan egitimde sinif yonetimiyle ilgili deneyimleri
ve Ogretmenlerin uzaktan egitimin Ogrenciler i¢in ne olduguna dair diisiinceleri

metaforlar yoluyla ortaya konmaya galisilmistir.

Arastirma bulgularina gore O0gretmenlerin uzaktan egitim uygulamalariyla
gerceklestirdikleri ders anlatimiyla ilgili yaptiklar1 metaforlarda etkilesim sorunu
%24,53 oraniyla ilk sirada ¢ikmustir. Bu sonug Birisci (2013), Yildiz (2015) ile Tunga ve
Inceoglu'nun (2016) arastirmalarindaki uzaktan egitimdeki etkilesim sorunlari
bulgulariyla benzerlik gostermektedir. Uzaktan egitim ekosistemini Ogretmen,
ogrenci, yonetici, rehberlik servisi ve teknik destek ekibi olusturmakta ve birbirleriyle
etkilesim igerisinde bulunmaktadir. Elde edilen bulgular ¢ercevesinde bu etkilesimin

cok giiclii olmadig1 sdylenebilir.

Ogretmenlerin uzaktan egitim uygulamalariyla gerceklestirdikleri ders
anlatimiyla ilgili yaptiklar1 metaforlarda gereksinim %11,32 oraniyla ikinci sirada yer
almaktadir. Bu sonu¢ Yilmaz ve Giiven'in (2015) calismasindaki olumlu gereklilik
metaforlariyla benzerlik gostermektedir. Ayrica Abasli, Jafarova ve Najafov’'in (2020)

calismasindaki ihtiyag kategorisindeki metaforlarla da paralellik tasitmaktadir.

Esneklik ve verimsiz kategorileri %7,55 oranla ogretmenlerin uzaktan egitim
uygulamalariyla gerceklestirdikleri ders anlatimiyla ilgili yaptiklar1 metafor
siniflandirmasinda ticiincii sirada cikmustir. Bu sonug, Civril, Arugaslan ve Ozkara'nin
(2018) calismasinda esneklik kategorisinde belirttigi uzaktan egitime ait metaforlarin
neredeyse tamaminin olumlu oldugu sonucuyla Ortiismektedir. Yilmaz ve Giiven
(2015) yaptiklar1 ¢alismada uzaktan egitim dersleri sirasinda konulara tam olarak

odaklanilamadigmi ve derslerin birbirinden kopuk oldugunu, derslerin genellikle
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verimsiz gectigi sonularma ulagsmislardir. Bu sonuglar arastirma sonucundaki

verimsizlik metaforuyla paralellik gostermektedir.

Rahatlik metafor smiflandirmasi %5,66 oraniyla dordiincii sirada yer almustir.
Bu sonu¢ Kurnaz ve Sercemeli'nin (2020) ¢alismasindaki hem Ogrenciler hem de
akademisyenler agisindan internet erisimi oldugu siirece uzaktan egitim rahat olma

avantaji sunmaktadir tespitiyle benzerlik gostermektedir.

Ogretmenlerin uzaktan egitim uygulamalariyla gerceklestirdikleri ders
anlatimiyla ilgili yaptiklar1 metaforlarda erigebilirlik sorunu, kesfedici, eglenceli ve
koprii smiflandirmalart %3,77 oranda ¢ikmistir. Afsar ve Biiyiikdogan'in (2020)
arastirmasmdaki Ogrencilerin %15'inin bagkasmin bilgisayari, tableti ya da akilli
telefonunu kullanarak dersi takip ettikleri tespiti, arastirmadaki salgin doneminde
ogrencilerin uzaktan egitimle ilgili erisebilirlik sorunu yasadigi bulgusuyla
ortiismektedir. Nitekim Isman (2011) da uzaktan egitimde internet erisiminin problem
teskil edebilecegini ifade etmistir. Yilmaz ve Giiven’in (2015) arastirmasinda elde
edilen bulgularda kolay ulasim kategorisinde koprii metaforu kullanilmistir. Bu sonug

arastirma bulgusundaki koprii metafor kategorisiyle ortiismektedir.

Belirsizlik, ¢aba, eksiklik, etkililik, gereksiz, gilidiileme ihtiyaci, hayal, islevsel,
kaynaklara erisim imkani, ortaklik, 6gretmen merkezli, tamamlayici, uyum siireci,
verimli ve yiiz yiize egitim gibi kategoriler 6gretmenler tarafindan %1,89 oramyla bir
kez dile getirilen konular olmustur. Cao, Fang, Hou, Han, Xu, Dong ve Zheng (2020)
calismalarinda, uzaktan egitim stirecinin belirsizligi tizerinde durmuglardir. Bu tespit
arastirmadaki  belirsizlik metafor kategorisiyle paralellik gostermektedir.
Arastirmadaki ¢caba metafor siniflandirmasi, Kurnaz ve Sercemeli'nin (2020) uzaktan
egitim siirecinde Ogrencilerin dersi anlama konusunda kisisel ¢abalarini artirmasi
sonucuyla ortiismektedir. Giirer, Tekinarslan ve Yavuzalp’in (2016) arastirmasindaki
uzaktan egitim dersin islenisi i¢in yeterli degil sonucu arastirmadaki eksiklik metaforu
kategorisiyle paralellik tasimaktadir. Etkililik metafor smiflandirmasi, Yilmaz ve
Giliven’in (2015) arastirmasindaki, teknoloji ¢aginda katilimci uzaktan egitimle okul
disinda da bilgiye kisa siirede ve etkili sekilde ulasma imkani bulur ifadesiyle
benzerlik gostermektedir. Civril, Arugaslan ve Ozkara (2018) arastirmasinda uzaktan
egitimin sagladigi Ogrenmeye yoOnelik giidiilenmeleri motivasyon temasmda
smiflandirmistir.  Bu  sonu¢  arastirmadaki  giidiileme ihtiyact = metafor
simiflandirmasiyla oOrtiismektedir. Yine Civril, Arugaslan ve Ozkara (2018)
arastirmasindaki hayal metaforu ve kaynak suyu temasi c¢alismadaki hayal ve
kaynaklara erisim imkani metafor smiflandirmalariyla benzerlik gostermektedir.

Ogretmen merkezli metafor smiflandirmasi Giingérmez’in (2020) “Uzaktan Egitim
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Alan Ortaokul Ogrencelerinin Uzaktan Fen Bilimleri Dersi Egitimine Iliskin
Algilarinin Metaforlar Yoluyla Incelenmesi” isimli calismasinda yer alan 0gretmen

kategorisiyle Ortiismektedir.

Girer, Tekinarslan ve Yavuzalp (2016), Kologlu, Kantar ve Dogan (2016)
ogrenci ile 0gretmen arasindaki yiiz yiize iletisimin dnemine deginirken, uzaktan
egitimin yiiz yiize egitimle birlikte yiiriitiilmesinin gerekliligi tizerinde durmuslardar.
Ayrica Ozgdl, Sarikaya, ve Oziirk (2017) yaptiklari ¢alismada 6gretim elemanlarinin
uzaktan egitimle ders vermekle beraber smif ortaminda da ders vermek istedikleri
sonucuna ulasmiglardir. Bu sonuglar calismada elde edilen tamamlayici metafor
simiflandirmasiyla ortlismektedir. Potter'in (2013) uzaktan egitim alan tiniversite
ogrencileri {izerine yaptig1 calismada boyle bir stirece ilk defa girmis olan 6grenciler
icin teknik destekten nasil yararlanabileceklerine dair bir uyum ¢alismas: yapilmasi
gerektigi ifade edilmistir. Ayrica ¢evrim i¢i kaynaklarin kullanilmasina ve erisimine
yonelik yardim kilavuzlarinin olusturulmasinin etkili bir 6grenme ortami yaratacag:

tespiti uyum siireci metafor smiflandirmasi ile paralellik gostermektedir.

Tuncer ve Tanas (2011) yaptiklari calismada, elli dokuz akademisyenin uzaktan
egitim programlarma yonelik goriislerini incelemistir. Calisma sonucunda
akademisyenlerin %90’1 uzaktan egitim programlarmm verimli oldugunu ifade
etmistir. Bu sonug arastirmadaki verimli kategori siniflandirmasi bulgusuyla benzerlik
gostermektedir. Yildiz (2015) ¢calismasinda, uzaktan egitimin sinif ortamindan farkh
olmadig1 bulgusuna ulagmistir. Bu sonug arastirmadaki yiiz yiize egitim gibi metafor

siniflandirma bulgusuyla Ortiismektedir.

Ogretmenlerin uzaktan 6grenme ortamlariyla ilgili yaptiklari metaforlarda
gereksinim ve rahatlik kategorileri %24,53 oranla ilk sirada, karmasa kategorisi %11,32
oranla ikinci sirada ¢ikmistir. Gereksinim metafor kategorisi Glingormez ‘in (2020)
calismasindaki ihtiya¢ kategorisiyle benzerlik gostermektedir. Bozkurt (2020)
calismasinda uzaktan egitim siirecinde yasanan yetersizlikleri karmasa metaforuyla

agiklamistir. Bu sonug arastirmadaki karmasa metafor kategorisiyle ortiismektedir.

Ogretmenlerin uzaktan O0grenme ortamlariyla ilgili yaptiklar1 metaforlarda
erisim sorunu ve etkilesim sorunu %9,43 oranla ¢ikarken, erisim cesitliligi %>5,66
oraninda c¢ikmistir. Etkilesim sorunu ve erisim sorunu metafor siniflandirmalari
uzaktan egitimle ilgili dezavantajlar olarak alan yazininda uzaktan egitimin etkilesim
yetersizligi ve baglanti-internet erisim sorunlar: seklinde tanimlanmistir (Kaya, 2002;
Usun, 2006). Bozkurt (2020), oOgrencilerin uzaktan egitimde karsilastiklar:

olumsuzluklar: asabilmesi i¢gin farkli erisim kaynaklarmin siirece dahil edilmesinin
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esnek bir ortam hazirlanmasi noktasinda faydali olacagini ifade etmektedir. Bu tespit

calismadaki erisim gesitliligi bulgusuyla ortiismektedir.

Kolaylik, yetersizlik ve zorluk kategori smiflandirmalar1 %3,77 oraninda
cikmistir. Kolaylik, yetersizlik ve zorluk metafor kategorileri, Bozkurt'un (2020)
aragtirmasindaki faydali kategorisindeki kolaylastirici, yetersizlik ve zorluk

metaforlariyla benzerlik gostermektedir.

Ogretmenlerin uzaktan 8grenme ortamlariyla ilgili yaptiklar1 metaforlarda
erisim esnekligi, faydali, gayret, ihtiyaca yonelik, sagliksiz, simirlilik, psikolojik sorun
ve verimsizlik kategorileri 6gretmenler tarafindan %1,89 oraniyla bir kez dile getirilen
konular olmustur. Geng ve Giimriik¢iioglu'nun (2020) ¢alismalarindaki 6grencilerin
uzaktan egitimin sundugu derslere kolay ulasma imkanindan memnun olduklar:
sonucu, arastirmadaki erisim esnekligi metaforu Kkategorisiyle benzerlik
gostermektedir. Zhao, Guo, Xiao, Zhu, Sun, Huang ve Wu (2020) calismalarinda
cevrim i¢i ders alan ogrencilerin velilerinin %94'niin ¢ocuklarmin goérme ile ilgili
sikintilar yasayacag1 endisesi tasidig1 sonucuna ulasmislardir. Bu sonug arastirmadaki
sagliksiz metafor kategorisiyle paralellik gostermektedir. Arastirmadaki psikolojik
sorun metaforu, Geng ve Gilimriik¢iioglu'nun (2020) ¢alismasindaki salgin siirecinde
ogrencilerin Orgiin egitimden uzaklasmalar1 sadece fiziksel degil ayni zamanda ruhsal

alanda da sikintilara sebep olmustur tespitiyle ortiismektedir.

Ogretmenlerin uzaktan egitimde sinif yonetimiyle ilgili yaptiklar1 metaforlarda
sinif yonetimi kolay %30,19 oramyla ilk sirada ¢ikmugtir. Ikinci sirada ise %24,53
oraniyla sinif yonetimi zor kategorisi gelmistir. Arastirmalar smif ortaminda anlatim
yoluyla gerceklestirilen bir egitim seklinde 6gretmenin stirecte %80 oraninda aktif
oldugunu gosterirken (Dunkin ve Biddle, 1974; McDonald ve Elias, 1976, Akt. Giirol,
2002) gevrim ici ortamlarda bunun %10 diizeyinde gerceklestigi sonucuna ulagmistir
(Harasim, 1989; Winkelmans, 1988, Akt. Giirol, 2002). Bu sonuclardan hareketle sinif
yonetiminde egitim teknolojilerinin kullamilmasinin Ogretmenlere, fiziksel ve
ogretimsel yararlar sagladig1 soylenebilir (Arabaci ve Polat, 2013). Bu yorum arastirma
sonucundaki smnif yonetimi kolay metafor siniflandirmasiyla Ortiismektedir. Simf
yonetimi zor metafor kategorisi, Baris ve Cankayanin (2016) “Akademik Personelin
Uzaktan Egitim Hakkindaki Goriisleri” isimleri ¢alismasindaki 6gretici kontroliinii
zorlastirdig1 bulgusuyla Ortiismektedir. Ayrica Giirer, Tekinarslan ve Yavuzalp’in
(2016) arastirmasinda O0grenciyi derse katmak icin daha ¢ok ¢aba gerektigi sonucuna
ulasilmistir. Bolliger ve Wasilik (2009) ile Clark (2000) da uzaktan egitim stireclerinde

disiplin sorunlarmin olabilecegini ifade etmistir.
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Ogretmenlerin uzaktan egitimde smif yonetimiyle ilgili yaptiklar1 metaforlar
siiflandirilmalarinda etkilesim sorunu %11,32 oraniyla tigiincii sirada, karmasa %9,43
orantyla dordiincii sirada ve ugmak %5,66 oraniyla besinci sirada gikmustir. Etkilesim
sorunu metafor siiflandirmasi, Biris¢i'nin (2013) video konferans tabanli uzaktan
egitime iliskin ogrenci tutumlarini ve goriislerini belirlemeyi amagladigl calisma
sonuglariyla benzerlik gostermektedir. Arastirma incelendiginde, calismaya katilan
ogrencilerin neredeyse yaris1 (20 kisi) dersi anlatan kisi ile yiiz yiize iletisim

olmadigindan etkilesim saglayamadigini belirtmistir.

Ogretmenlerin uzaktan egitimde sinif yonetimiyle ilgili yaptiklari metafor
smiflandirmalarinda belirsizlik, giidiileme ihtiyaci ve tetikte olmak kategorileri %1,89
oranla katilimcilar tarafindan bir kez dile getirilmistir. Giidiileme ihtiyaci metafor
simiflandirmasi, Kaya'nin (2020) “Zorunlu Uzaktan Egitimde Karsilasilan Sorunlar:
Ogretim Elemani ve Ogrenci Goriigleri” isimli arastirmasinda yer alan dgrencilerdeki
ogrenme motivasyonu eksikligi kodlamasiyla paralellik gostermektedir. Tetikte olmak
metafor simflandirmast Gilingormez’in  (2020) dikkat kategorisiyle benzerlik

gostermektedir.

Ogretmenlerin uzaktan egitimin dgrenciler i¢in ne olduguna dair yaptiklari
metaforlar smiflandirmalarinda erisim sorunu %15,09 oraniyla ilk sirada ¢ikmaistir.
Ikinci sirada ise %13,21 oramyla disiplin sorunu kategorisi gelmistir. Wang, Cheng,
Yue ve McAleer (2020) calismasinda internete erisim imkaninin olmamasini uzaktan
egitimle ilgili bir sorun olarak tanimlamistir. Bu ¢ikarim, ¢alismadaki erisim sorunu
metaforu kategorisiyle benzerlik gostermektedir. Ayrica Keskin ve Kaya (2020), lisans
ve lisanstiistli toplam alt1 yiiz elli iki tiniversite 6grencisine anket yaparak Salgin
siirecinde web tabanli uzaktan egitime yonelik geri bildirimler almistir. Calisma
uzaktan egitim sirasinda biiyiik 6lctide 6grencilerin teknik sorunlar yasadigini ortaya
cikarmistir. Disiplin sorunu metaforu kategorisi, Kaya’nin (2020) ¢alismasimda 6grenci
kaynakli sorunlar temasinda yer alan 6grenci katiliminin azligi, 6grencilerin 6grenme
sorumluluguna sahip olmamasi, 6grencilerin bir siire sonra derslerden kopmasi

bulgulariyla ortiismektedir.

Ogretmenlerin uzaktan egitimin &grenciler igin ne olduguna dair yaptiklari
metafor siniflandirmalarinda uyum sorunu, gerekli ve yeni bir deneyim kategorileri
%7,55 oraninda ¢ikmistir. Afsar ve Biiylikdogan (2020) arastirmalarinda 6grencilerin
%80’inin uzaktan egitim sistemine aligmalarmin zor olmadig: bulgusuna ulagmustir.
Bu sonug¢ arastirmadaki uyum sorunu sonucuyla oOrtiismemektedir. Bu durum
tiniversite Ogrencilerinin alt kademede o6grenim goren oOgrencilere gore uzaktan

egitime daha kolay uyum sagladig1 seklinde yorumlanabilir. Sahin ve Misirli (2018)
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tarafindan yiiriitiilen ¢alismada bir devlet {iniversitesinde calisan akademisyenlerin
gortisleri toplanmistir. Calisma sonucundaki ¢agin gerekliligi bulgusu arastirmadaki
gerekli metafor kategorisiyle paralellik gostermektedir. Yeni bir deneyim metafor
kategorisi, Kaya'nin (2020) c¢alismasindaki oOgrencilerin ¢evrim igi Ogrenme

deneyimine sahip olmadiklari tespitiyle ortiismektedir.

Firsat esitsizligi ve se¢im imkani metafor siniflandirmalar1 %5,66 oraniyla
Ogretmenler tarafindan ifade edilmistir. Yetersiz, verimsiz ve zevkli metafor
siiflandirmalar1 %3,77 oraninda ¢ikmistir. Firsat esitsizligi metafor siniflandirmasi,
Bozkurt'un (2020) ¢alismasinda dijital boliinme kategorisinde ortaya ¢ikan esitsizlik
temasiyla benzerlik gosterirken, Giindiiz ve Incik'in “Ilkokul ve Ortaokul
Ogretmenlerinin  Uzaktan Egitime Yonelik Beklenti ve Onerileri” isimli
calismalarindaki ulastiklar1 sonug 6gretmenlerin oldukga biiyiik bir kismi uzaktan
egitimin  firsat  esitligi  sagladigini  (%73,5) diistinmektedirler sonucuyla

ortlismemektedir.

Uzaktan egitim dogas: geregi esnek Ogrenme siiregleri sunarak Ogrencilere
ozerklikle birlikte egitim alacagi derslerle ilgili tercih olanag1 tanimaktadir (Bozkurt,
2020). Bu tespit arastirmadaki secim imkani metafor smiflandirmasiyla paralellik
gostermektedir. Ayrica Ozgol, Sarikaya ve Oziirk’iin (2017) calismalarindaki 6gretim
elemanlarina yonelik arastirma bulgular: incelendiginde 6grencilerin ayni dersi veren
ogretim elemanlar1 arasindan secim yapabilme imkaninin bulunmasinin da avantaj
olarak dile getirildigi goriilmektedir. Yetersiz metaforu kategorisi Kiirtiincii ve
Kurt'un (2020), hemsirelik Ogrencilerinin Salgin siirecinde uzaktan egitimde
yasadiklar1 sorunlarini tespit etmeyi amagladig1 arastirma sonuglariyla orttismektedir.
Arastirmada Ogrencilerin ¢ogunun teorik ve uygulamali derslerde uzaktan egitimi
yetersiz buldugu sonucuna ulasilmistir. Verimsiz metafor kategorisindeki sonug, Geng
ve Glumriik¢tioglu'nun (2020) arastirmasindaki online derslerden orgiin egitimdeki
gibi verim aldigmni belirten Ogrencilerin orani ise sadece %15,3’tlir bulgusuyla

ortlismektedir.

Belirsiz, erisim kolayligi, faydals, firsat, hayali, keyifli, mekandan bagimsizlik,
sistematik, rahatlik ve sagliksiz kategorileri %1,89 oranla katilimcilar tarafindan bir
kez dile getirilmistir. Sahin ve Misirli (2018) tarafindan yiirtitiilen ¢alismada bir devlet
universitesinde ¢alisan akademisyenlerin  goriisleri toplanmistir.  Calisma
sonuglarinda yer alan olumlu metafordan bir tanesi erisim kolaylig1 olarak ortaya
gikmistir. Ayrica, Gok de (2015) uzaktan egitimin avantajlarim1 belirtirken erisim
kolayligr oOzelligini vurgulamistir. Bu sonuglar arastirmadaki erisim kolaylig1

bulgusuyla paralellik gostermektedir. Faydali ve hayali metafor siniflandirmalari,
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Glingormez (2020) ‘in ¢alismasindaki faydali kategorisiyle ve ders kategorisindeki
hayal tirtinti metaforuyla benzerlik tasimaktadir. Bagriacik (2019) calismasinda
uzaktan egitim alan O6grencilerin uzaktan egitime sagladig1 firsat ve olanaklardan
dolay1 olumlu metaforlar ytiklediklerini ortaya koymustur. Bu sonug arastirmadaki
firsat metafor kategorisiyle benzerlik gostermektedir. Mekandan bagimsizlik metafor
siiflandirmasi, Bozkurt'un (2020) calismasinda elde ettigi mekandan bagimsizlik
(%7,5) sonucuyla benzerlik gostermektedir. Sistematik metafor smiflandirmasi,
Akgiin, Giile¢ ve Topal'm calismasinda elde ettigi uzaktan egitimde sistemli

calisilmazsa basarili olmak zor olmaktadir bulgusuyla ortiismektedir.

Arastirmada elde edilen bir baska 6nemli sonug, Ingilizce ogretmenlerinin
uzaktan egitim derslerinde Zoom yazilimini ve MEB’in Eba Canli Ders uygulamasini

daha fazla kullandig1 seklinde olmustur.

Arastirma bulgularinin ilgili literatiirle karsilastirilmasindan elde edilen
sonugclar cercevesinde asagida hem uygulamaya hem de yapilabilecek aragtirmalara

yonelik gesitli 6nerilerde bulunulmustur.

Ogretmenler, 6grencilerin akademik, psikolojik ve sosyal gelisimlerini takip
etmek igin Zoom, Google Meet, Microsoft Teams, Jitsi Meet vb uygulamalar:
kullanabilir. Ogretmenlerin, dgrencilerin bu siireclerini takip etmesi ve rehberlik
yapmasl, bu doénemin 6grenciler icin en iyi sekilde gegirilmesine yardimc olacaktur.
Ayrica arastirmada ortaya ¢ikan canli derslerde yasanan etkilesim sorununu ve
ogrencilerin giidiilenme ihtiyacitm1 da azaltacaktir. Bu donemde ogrencilerin
arkadaslariyla iletisim kurmasini saglayacak dijital ortamlar 6gretmenler tarafindan
olusturulabilir. Boylece hem smuf ici iletisimin devam ettirilmesi hem de 6grencilerin

yasayacag1 olasi sorunlarin oniine gegilmesi saglanabilir.

Arastirmada elde edilen karmasa kategorisi hem uzaktan egitim ortamlarinda
hem de bunun yansimasi olarak sinif ydnetiminde ortaya ¢ikmistir. Ogretmenlerin
teknoloji destekli egitime ve wuzaktan egitim siireclerine uyum saglamasi
gerekmektedir. Bunun icin gerek hizmet Oncesi gerekse hizmet igi egitimler
kapsaminda 6gretmenler desteklenebilir. Ogrenciler igin 6grenim siireglerinde bilgi ve
iletisim teknolojisi araclarmni egitimde nasil daha etkili kullanabileceklerine dair

bilisim teknoloji dersleri, okullarin egitim programlarinda yer alabilir.

Salgin doneminde kullanimi daha ¢ok artan EBA web portaliigin de 6grencilere
sunulan igeriklerin degerlendirilmesi yararli olacaktir. Yapilan degerlendirme

sonunda tespit edilen eksiklikler cercevesinde bu igeriklerin giincellenmesi ve
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gelistirilmesi uzaktan egitim siirecinin Kkalitesine olumlu katki saglayacag:

sOylenebilir.

Smif yonetimini saglamak ve 6grenci devamsizligini azaltabilmek igin sanal
ogretmen gruplari olusturularak uzaktan egitim siirecinde kazanilan tecriibe ve bilgi

birikimi paylasilabilir.

Calismada elde edilen firsat esitsizligi metaforu ve Ogrencilerin aktif
katilimlarmi engelleyen faktorler diisiiniildiigiinde, bu sorunlar1 ortadan kaldiracak
internet ve bilgisayar-tablet gibi uzaktan egitime erisim araglar1 Ogrencilerin

kullanimina sunularak dijital boliinme ve sosyal esitsizligin ontine gecilebilir.

Ogretmenlerin, uzaktan egitimde kullanilabilecek Web 2.0 aracglarindan ve
diger uygulamalardan smif yonetiminde nasil yararlanabileceklerine dair egitimler

verilebilir.

Arastirma sonuglarinda ¢ikan gereksinim metaforu ve salgin siirecinin devam
edecegi diistiniiliirse uzaktan egitim igin kullanilan EBA altyapisinin iyilestirilmesi ve
gelistirilmesi saglanabilir. Ayrica uzaktan egitim siirecinde 0gretmenlere teknoloji
konusunda rehberlik yapilmasi gereksinim noktasimnda baska bir konudur. Bu noktada

bilisim teknolojileri 6gretmenlerinden yararlanilabilir.

Calismanmn siurhiliklar:t  disiintiliirse arastirmacilara yonelik asagidaki
onerilerde bulunulabilir.

Bu c¢alisma Antalya ili ile sinirli bir ¢alisma oldugu igin farkli il ve ilgelerde daha
fazla ogretmene yonelik olarak bu tiir calismalarin yapilmasiyla resmin biitiintinii

gormek daha miimkiin olabilecektir.

Arastirma Ingilizce Ogretmenleriyle sinirli oldugu icin  diger brans
ogretmenleriyle yapilacak ¢alismalardan ¢ikan sonuglarin bu ¢alismada elde edilen
bulgularla karsilastirilmasi ve genisletilmesi agisindan yararli olacaktir. Ayrica
calisma nitel arastirma yontemiyle yapildigindan analitik genellemeler disinda sonug
ve Oneriler getirilebilmesi i¢in nicel bir 6l¢me araci gelistirilerek yapilacak bir

arastirmanin yararh olacagi sdylenebilir.
Kaynakca

Abasli, K., Jafarova, S. ve Najafov R. (2020) Distance education in the pandemic period:

A metaphor analysis. Azerbaijan Journal of Educational Studies. 690(1), 10-26.
https://doi.org/10.29228/edu.93

31


https://doi.org/10.29228/edu.93

International Journal of Current Approaches in Language, Education and Social Sciences

G. Cantiirk ve A. Cantiirk CALESS 2021, 3(1), 1-37

Adiyaman, Z. (2002). Uzaktan egitim yoluyla yabanci dil 6gretimi. TOJET: The Turkish
Online Journal of Educational Technology, 1(1). 92-97.
http://www.tojet.net/articles/v1i1/1111.pdf

Afsar, B. ve Biiyiikdogan, B. (2020). Covid-19 pandemisi déneminde IIBF ve SBBF
ogrencilerinin uzaktan egitim hakkindaki degerlendirmeleri. Karatay Sosyal
Arastirmalar Dergisi, 5, 158-179.
https://dergipark.org.tr/tr/pub/karataysad/issue/57615/818536

Akgtin, O.E, Giileg, I ve Topal, M. (2013). Lisanstistii uzaktan egitim 6grencilerinin
uzaktan egitime yonelik gortisleri. VI. Ulusal Lisansiistii Egitim Sempozyumu, 134.

Akkoyunlu, B. ve Bardakgy, S., (2020). Pandemi Déneminde Uzaktan Egitim. Erisim
adresi: https://portal.yokak.gov.tr/makale/pandemi-doneminde-uzaktan-egitim/.
Erisim Tarihi: 11.10.2020

Alakog, Z. (2001). Genel olarak uzaktan 6gretim ve konuya 6gretim tiyelerinin bakis
acilar. Sakarya Universitesi Egitim Fakiiltesi Dergisi, 3, 403-413.
https://dergipark.org.tr/tr/pub/sakaefd/issue/11224/134192

Altunel, M. (2020). Koronaviriis (Covid-19) salgmmin egitim ve 6gretmenlere etkisi.
Erisim adresi: https://www.setav.org/5-soru-koronavirus-covid-19-salgininin-egitim-
ve-ogretmenlere-etkisi/. Erigsim Tarihi: 11.10.2020.

Arabaci, 1. B, ve Polat, M. (2013). Dijital yerliler, dijital go¢menler ve sinif
yoOnetimi. Elektronik Sosyal Bilimler Dergisi, 12(47), 11-20.
https://dergipark.org.tr/tr/pub/esosder/issue/6161/82824

Aydemir, M. (2009). Internet ortaminda yabanct dil egitimi [Yaymmlanmamis yiiksek
lisans tezi]. Anadolu Universitesi.

Bagriacik, Y. A. (2019). Distance and face-to-face students' perceptions towards
distance education: A comparative metaphorical study. Turkish Online Journal of
Distance Education, 20(1), 191-207. https://doi.org/10.17718/tojde.522705

Bandura, A. (1971). Social learning theory. General Learning Press.

Baris, M. F. ve Cankaya, P. (2016). Akademik personelin uzaktan egitim hakkindaki
gortsleri [Opinions of academic staff about distance education]. Journal of Human
Sciences, 13(1), 399-413. https://doi.org/10.14687/ijhs.v13i1.3378

Bashir, M., Afzal, M. T. ve Azeem, M. (2008). Reliability and validity of qualitative and
operational research paradigm. Pakistan Journal of Statistics and Operation Research, 35-
45. https://doi.org/10.18187/pjsor.v4il.59

Birisci, S. (2013). Video konferans tabanli uzaktan egitime iliskin 6grenci tutumlari ve
gorusleri. Journal of Instructional Technologies & Teacher Education, 2(1), 24-40.
https://dergipark.org.tr/tr/pub/jitte/issue/25080/264691

32


http://www.tojet.net/articles/v1i1/1111.pdf
https://dergipark.org.tr/tr/pub/karataysad/issue/57615/818536
https://portal.yokak.gov.tr/makale/pandemi-doneminde-uzaktan-egitim/
https://dergipark.org.tr/tr/pub/sakaefd/issue/11224/134192
https://www.setav.org/5-soru-koronavirus-covid-19-salgininin-egitim-ve-ogretmenlere-etkisi/
https://www.setav.org/5-soru-koronavirus-covid-19-salgininin-egitim-ve-ogretmenlere-etkisi/
https://dergipark.org.tr/tr/pub/esosder/issue/6161/82824
https://doi.org/10.17718/tojde.522705
https://doi.org/10.14687/ijhs.v13i1.3378
https://doi.org/10.18187/pjsor.v4i1.59
https://dergipark.org.tr/tr/pub/jitte/issue/25080/264691

International Journal of Current Approaches in Language, Education and Social Sciences

ingilizce 6gretmenlerinin Covid-19 kiiresel salgini siirecinde gergeklestirdikleri CALESS 2021, 3 (1), 1-37
uzaktan egitim deneyimleriyle ilgili goriislerinin metaforlar yoluyla belirlenmesi

Bolliger, D. U. ve Wasilik, O. (2009). Factors influencing faculty satisfaction with
online teaching and learning in higher education. Distance Education, 30(1), 103-116.
https://doi.org/10.1080/01587910902845949

Bozkurt, A. (2020). Koronaviriis (Covid-19) pandemisi sirasinda ilkogretim
ogrencilerinin uzaktan egitime yonelik imge ve algilari: Bir metafor analizi. Usak
Universitesi Egitim Arastirmalart Dergisi, 6(2), 1-23.
https://doi.org/10.29065/usakead.777652

Cao, W,, Fang, Z.,, Hou, G., Han, M., Xu, X., Dong, J. ve Zheng, ]. (2020). The
psychological impact of the Covid-19 epidemic on college students in China. Psychiatry
Research, 287, 15. https://doi.org/10.1016/j.psychres.2020.112934

Celentin, P. (2007). Online education: Analysis of interaction and knowledge building
patterns among foreign language teachers. International Journal of E-Learning & Distance
Education/Revue Internationale Du E-Learning Et La Formation A Distance, 21(3), 39-58.
http://www.ijede.ca/index.php/jde/article/view/29/35

Chickering, A.W., ve Ehrmann, S5.C. (1996). Implementing the seven principles: technology
as lever. AAHE Bulletin. Erisim adresi: http://www.tltgroup.org/programs/seven.html
Erisim Tarihi: 10.09.2020.

Civril, H., Arugaslan, E. ve Ozkara, B.O. (2018). Uzaktan egitim ogrencilerinin uzaktan
egitime yonelik algilari: Bir metafor analizi. E§itim Teknolojisi Kuram ve Uygulama, 8,
39-59. https://doi.org/10.17943/etku.310168

Clark, R. E. (2000). Evaluating distance education: Strategies and cautions. In
Simonson M., & Schlosser C. (Eds). Quarterly Review of Distance Education (pp. 3-16).
Information Age Publishing.

Creswell, J. W. (2017). Nitel arastirmacilar icin 30 temel beceri (Cev. H. Ozcan). Ani
Yayincilik.

Delling, R. (1985). Towards a theory of distance education. ICDE Thirteenth World
Conference, Melbourne, Australia.

Evans, S. (2013). Designing tasks for the business english classroom. ELT Journal, 67(3),
281-293. https://doi.org/10.1093/elt/cct013

Fleming, S., Hiple, D., ve Du, Y. (2002). Foreign language distance education: The
university of Hawai's experience. WORLDCALL: Global perspectives on computer-
assisted language learning. 229-248.

Fraenkel, J.R. Wallen, N.E. ve Hyun, H.H. (2011). How to design and evaluate research in
education (Eight Edition). McGraw-Hill.

Geng, M. F., ve Giimriik¢iioglu, S. (2020). Koronaviriis (Covid-19) siirecinde ilahiyat
takiiltesi 6grencilerinin uzaktan egitime bakislar1. Electronic Turkish Studies, 15(4). 404-
422. http://dx.doi.org/10.7827/TurkishStudies.43798

33


https://doi.org/10.1080/01587910902845949
https://doi.org/10.29065/usakead.777652
https://doi.org/10.1016/j.psychres.2020.112934
http://www.ijede.ca/index.php/jde/article/view/29/35
http://www.tltgroup.org/programs/seven.html
https://doi.org/10.17943/etku.310168
https://doi.org/10.1093/elt/cct013
http://dx.doi.org/10.7827/TurkishStudies.43798

International Journal of Current Approaches in Language, Education and Social Sciences

G. Cantiirk ve A. Cantiirk CALESS 2021, 3(1), 1-37

Gibbs, R.W. (1994): The poetics of mind: figurative thought, language, and understanding.
Cambridge University Press.

Gok, T. (2015). The evaluations of the college students’ perceptions on distance
education from the point of the technical and educational factors. The Turkish Online
Journal of Distance Education, 16(2), 84-93. https://doi.org/10.17718/tojde.19025

Guerrero, M. C. M. ve Villamil, O. S. (2002). Metaphorical conceptualizations of ESL
teaching and  learning.  Language  Teaching  Research, 6,  95-120.
https://doi.org/10.1191/13621688021r1010a

Giiler, A. Halicioglu, M.B. ve Tasgm, S. (2013). Sosyal bilimlerde nitel arastirma
yontemleri. Seckin Yayincilik.

Giinbay, 1. (2019). Nitel arastirmada veri analizi: tema analizi, betimsel analiz, icerik
analizi ve analitik genelleme. Erisim Adresi: http://www.nirvanasosyal.com/h-392-
nitel-arastirmada-veri-analizi-tema-analizi-betimsel-analiz-icerik-analizi-ve-analitik-
genelleme.html. Erisim Tarihi: 04.11.2020.

Giindiiz, F. ve Incik E. Y. (2020). ilkokul ve ortaokul 6gretmenlerinin uzaktan egitime
yonelik beklenti ve onerileri. 8.Uluslararast Sosyal Begeri ve Egitim Bilimleri Kongresi.
Istanbul.

Glines, A. ve Firat, M. (2016). Ac¢ik ve uzaktan Ogrenmede metafor analizi
arastirmalar1. Acikogretim  Uygulamalart  ve Arastirmalar:  Dergisi, 2(3), 115-129.
https://dergipark.org.tr/tr/pub/auad/issue/34059/377003

Glingormez, H. G. (2020). Covid-19 pandemisi siirecinde uzaktan egitim alan ortaokul
ogrencilerinin uzaktan fen bilimleri dersi egitimine iliskin algilarinin metaforlar
yoluyla incelenmesi. EJERCongress 2020 Bildiri Ozetleri Kitabi. Anadolu Universitesi.
Eskisehir.

Giirer, M. D., Tekinarslan, E., ve Yavuzalp, N. (2016). Cevrim ici ders veren ogretim
elemanlarinin uzaktan egitim hakkindaki gortisleri. Turkish Online Journal of
Qualitative Inquiry, 7(1). 47-78. https://doi.org/10.17569/t0jqi.74876

Girol, M. (2002). Egitim teknolojisinde yeni paradigma: Olusturmacilik. Firat
Universitesi Sosyal Bilimler Dergisi, 12(1), 159-183.
https://dergipark.org.tr/tr/pub/firatsbed/issue/6313

Hara, N., Bonk, C.J., & Angeli, C. (1998). Content analysis of online discussion in an
applied  psychology  course. CRLT  Technical  Report,  Erisim  adresi:
http://crlt.indiana.edu/publications/journals/techreport.pdf Erisim Tarihi: 22.11.2018.

Harasim, L. (1989). Online education: A new domain. Mason, R., & Kaye, A. (Eds),
Mindweave: Communication, computer and distance education. Pergamon Press.

Henri, F. (1991). Formation a distance et téléconférences assistée par ordinateur:
Interactivité, quasi-interactivité, ou monologue? Journal of Distance Education, 7(1)
http://www.cade-aced.ca Erisim Tarihi:14.10.2019

34


https://doi.org/10.17718/tojde.19025
https://doi.org/10.1191/1362168802lr101oa
http://www.nirvanasosyal.com/h-392-nitel-arastirmada-veri-analizi-tema-analizi-betimsel-analiz-icerik-analizi-ve-analitik-genelleme.html
http://www.nirvanasosyal.com/h-392-nitel-arastirmada-veri-analizi-tema-analizi-betimsel-analiz-icerik-analizi-ve-analitik-genelleme.html
http://www.nirvanasosyal.com/h-392-nitel-arastirmada-veri-analizi-tema-analizi-betimsel-analiz-icerik-analizi-ve-analitik-genelleme.html
https://dergipark.org.tr/tr/pub/auad/issue/34059/377003
https://doi.org/10.17569/tojqi.74876
https://dergipark.org.tr/tr/pub/firatsbed/issue/6313
http://crlt.indiana.edu/publications/journals/techreport.pdf
http://www.cade-aced.ca/

International Journal of Current Approaches in Language, Education and Social Sciences

ingilizce 6gretmenlerinin Covid-19 kiiresel salgini siirecinde gergeklestirdikleri CALESS 2021, 3 (1), 1-37
uzaktan egitim deneyimleriyle ilgili goriislerinin metaforlar yoluyla belirlenmesi

Horzum, B. (2003). Ogretim elemanlarinin internet destekli egitime yonelik diisiinceleri
[Yayimlanmamis yiiksek lisans tezi]. Sakarya Universitesi.

Isman, A. (2011). Uzaktan egitim. Pegem Akademi Yaymcilik.
Kaya, Z. (2002). Uzaktan egitim. Pegem Akademi Yayincilik.

Kaya, S. (2020). Zorunlu uzaktan egitimde karsilasilan sorunlar: C)gretim elemani ve
ogrenci goriisleri. EJERCongress 2020. Eskisehir.

Kern, R. (2014). Technology as pharmakon: The promise and perils of the internet for
foreign language education. The Modern Language Journal, 98(1), 340-357.
https://doi.org/10.1111/j.1540-4781.2014.12065.x

Keskin, M. ve Ozer Kaya, D. (2020). Covid-19 siirecinde 6grencilerin web tabanl
uzaktan egitime yonelik geri bildirimlerinin degerlendirilmesi. [IKCUSBFD, 5 (2), 59-
67. https://dergipark.org.tr/tr/pub/ikcusbfd/issue/55773/754174

Klocokova, D., ve Munk, M. (2011). Usage analysis in the web-based distance learning
environment in a foreign language education: Case study. Procedia-Social and
Behavioural Sciences, 15, 993-997. https://doi.org/10.1016/j.sbspro.2011.03.227

Kogak A. E. (2020). COVID-19 Pandemi siireci, egitim sistemini nasil etkiledi, nasil
etkileyecek. Erisim Adresi: https://evrimagaci.org/covid19-pandemi-sureci-egitim-
sistemini-nasil-etkiledi-nasil-etkileyecek-9013. Erisim Tarihi: 10.09.2020.

Kologlu, T.F., Kantar, M. ve Dogan, M. (2016). Ogretim elemanlarmin uzaktan egitimde
hazirbulunusluklarmin onemi. A¢ikigretim Uygulamalar: ve Arastirmalar: Dergisi, 2(1),
52-70. https://dergipark.org.tr/tr/pub/auad/issue/34011/376515

Kurnaz, E. ve Sercemeli, M., (2020). COVID-19 pandemi déneminde Ogrencilerin
uzaktan egitim ve uzaktan muhasebe egitimine yonelik bakis acilari iizerine bir
arastirma. Uluslararast Sosyal Bilimler Akademik Arastirmalar Dergisi, 4(1), 262-288.
https://dergipark.org.tr/tr/pub/utsobilder/issue/55152/741358

Kirtiincti, M. ve Kurt, A. (2020). Covid-19 pandemisi doneminde hemsirelik
ogrencilerinin uzaktan egitim konusunda yasadiklar1 sorunlar. Avrasya Sosyal ve
Ekonomi Arastirmalar Dergisi, 7 (5), 66-77.
https://dergipark.org.tr/tr/pub/asead/issue/54658/725503

Leavy, A. M., McSorley F. A. ve Bote, L. A. (2007). An examination of what metaphor
construction reveals about the evolution of preservice teachers” beliefs about teaching
and  learning. Teaching  and Teacher ~ Education, 23, 1217-1233.
https://doi.org/10.1016/j.tate.2006.07.016

Levine, P. M. (2005). Metaphors and images of classrooms. Kappa Delta Pi Record, 41(4),
172-175. https://doi.org/10.1080/00228958.2005.10532066

35


https://doi.org/10.1111/j.1540-4781.2014.12065
https://dergipark.org.tr/tr/pub/ikcusbfd/issue/55773/754174
https://doi.org/10.1016/j.sbspro.2011.03.227
https://evrimagaci.org/covid19-pandemi-sureci-egitim-sistemini-nasil-etkiledi-nasil-etkileyecek-9013
https://evrimagaci.org/covid19-pandemi-sureci-egitim-sistemini-nasil-etkiledi-nasil-etkileyecek-9013
https://dergipark.org.tr/tr/pub/auad/issue/34011/376515
https://dergipark.org.tr/tr/pub/utsobilder/issue/55152/741358
https://dergipark.org.tr/tr/pub/asead/issue/54658/725503
https://doi.org/10.1016/j.tate.2006.07.016
https://doi.org/10.1080/00228958.2005.10532066

International Journal of Current Approaches in Language, Education and Social Sciences

G. Cantiirk ve A. Cantiirk CALESS 2021, 3(1), 1-37

Lin, C. H., ve Warschauer, M. (2015). Online foreign language education: What are the
proficiency ~ outcomes. The  Modern Language  Journal, 99(2), 394-397.
https://www jstor.org/stable/43650034

Menchaca, M. P. ve Bekele, T. A. (2008). Learner and instructor identified success
factors in  distance  education.  Distance = Education,  29(3),  231-252.
https://doi.org/10.1080/01587910802395771

Midgley, W. ve Trimmer, K. (2014). Metaphors for, in and of education research. Midgley,
W., Trimmer, K., & Davies, A. (Eds.). Cambridge Scholars Publishing.

Mood, T. (1995). Distance education: An annotated bibliography. Libraries Unlimited.

Moore, M. G., ve Kearsley, G. (2011). Distance education: A systems view of online learning.
Cengage Learning. Wadsworth Cengage Learning
https://doi.org/10.1080/00131911.2020.1766204

Ozgt')l, M., Sarikaya, I. ve Oziirk, M. (2017). @rgi'm egitimde uzaktan egitim
uygulamalarina iligkin 6grenci ve 6gretim elemani degerlendirmeleri. Yiiksekogretim ve
Bilim  Dergisi/Journal — of Higher  Education and  Science. 7(2), 294-304.
https://doi.org/10.5961/jhes.2017.208

Perraton, H. (1988). A theory for distance education. In D. Sewart, D. Keegan, & B.
Holmberg (Eds.), Distance education: International perspectives (pp. 34—45). Routledge.

Potter, J. (2013). Beyond access: Student perspectives on support service needs in
distance learning. Canadian Journal of University Continuing Education, 24(1), 59-82.
https://doi.org/10.21225/D5R880Q

Saban, A. (2009). C)gretmen adaylarinin 6grenci kavramina iliskin sahip oldugu
metaforlar. Tiirk Egitim Bilimleri Dergisi, 7(2), 281-326.
https://dergipark.org.tr/tr/pub/tebd/issue/26107/275061

Simonson, M., ve Seepersaud, D. J. (2018). Distance education: Definition and glossary of
terms. lap. Information Age Publishing Inc.

Singhal, M. (1997). The internet and foreign language education: Benefits and
challenges. The Internet TESL Journal, 3(6), 107. http://iteslj.org/Articles/Singhal-
Internet.html

Slavin, R. (1990). Cooperative learning: Theory, research and practice. Pearson.

Sahin, A. (2019). Egitimde bilisim teknolojisi kullanimina iliskin 6gretmen gortisleri:
Metafor galismasi. Adiyaman Universitesi Sosyal Bilimler Enstitiisii Dergisi, 11(31), 121-
159. https://doi.org/10.14520/adyusbd.492882

Sahin, 1. O. ve Misirli, Z. A. (2018). Ogretim elemanlarinin uzaktan egitime iliskin
metaforik algilar1. Uluslararas: Necatibey Egitim ve Sosyal Bilimler Arastirmalar1 Kongresi
(UNESAK 2018). Balikesir, Tiirkiye.

36


https://www.jstor.org/stable/43650034
https://doi.org/10.1080/01587910802395771
https://doi.org/10.1080/00131911.2020.1766204
https://doi.org/10.5961/jhes.2017.208
https://doi.org/10.21225/D5R88Q
https://dergipark.org.tr/tr/pub/tebd/issue/26107/275061
http://iteslj.org/Articles/Singhal-Internet.html
http://iteslj.org/Articles/Singhal-Internet.html
https://doi.org/10.14520/adyusbd.492882

International Journal of Current Approaches in Language, Education and Social Sciences

ingilizce 6gretmenlerinin Covid-19 kiiresel salgini siirecinde gergeklestirdikleri CALESS 2021, 3 (1), 1-37
uzaktan egitim deneyimleriyle ilgili goriislerinin metaforlar yoluyla belirlenmesi

Telli, S. G. ve Altun, D. (2020). Coronaviriis ve ¢evrim i¢i (online) egitimin
onlenemeyen ytikselisi. Universite Arastirmalart Dergisi, 3(1), 25-34.
https://doi.org/10.32329/uad.711110

Tuncer, M. ve Tanas, R. (2011). Akademisyenlerin uzaktan egitim programlarina
yonelik goriislerinin degerlendirilmesi: Firat ve Tunceli iiniversiteleri Ornegi.
[lkégretim Online, 10(2), 776-784.
https://dergipark.org.tr/tr/pub/ilkonline/issue/8592/106837

Tunga, Y. ve Inceoglu, M. M. (2016). E-6grenme ortamlarinda oyunlastirma yaklagimi
kullanimimnin 6grenenlerin motivasyon durumlarma katkisinin incelenmesi. 10th
International Computer and Instructional Technologies Symposium (s. 620-625). Recep
Tayyip Erdogan Universitesi, Rize.

Usun, S. (2006). Uzaktan egitim. Nobel Akademik Yaymcilik.

Wang, C., Cheng, Z., Yue, X. G., ve McAleer, M. (2020). Risk management of Covid-
19 by universities in China. Journal of Risk and Financial Management, 13 (2), 1-6.

Yildirim, A. ve Simsek, H. (2011). Sosyal bilimlerde nitel arastirma yontemleri. Seckin
Yaymevi.

Yildiz, M. (2015). Uzaktan egitim programlarinda ders veren ogretim elemanlarinin
uzaktan egitime yonelik bilgi, inan¢ ve uygulamalar1 arasindaki iligkiler
[Yayimlanmamis yiiksek lisans tezi]. Hacettepe Universitesi.

Yilmaz, E. O. ve Aktug, S. (2011). Uzaktan egitimde ¢evrim ici ders veren 6gretim
elemanlarinin, uzaktan egitimde etkilesim ve iletisim {izerine goriisleri. Akademik
Bilisim Kongresi. Malatya, Tiirkiye.

Yilmaz, G. K. ve Giiven, B. (2015). Ogretmen Adaylarmin Uzaktan Egitime Y&nelik
Algilarinin  Metaforlar Yoluyla Belirlenmesi. Turkish Journal of Computer and
Mathematics Education, 6(2), 299-322. https://doi.org/10.16949/turcomat.75936

Zhao, Y., Guo, Y., Xiao, Y., Zhu, R., Sun, W., Huang, W. ve Wu, J. L. (2020). the effects
of online home-schooling on children, parents and teachers of grades 1-9 during the
Covid-19 pandemic. Medical Science Monitor: International Medical Journal of
Experimental and Clinical Research, 26, €925591-1. https://doi.org/10.12659/MSM.925591

37


https://doi.org/10.32329/uad.711110
https://dergipark.org.tr/tr/pub/ilkonline/issue/8592/106837
https://doi.org/10.16949/turcomat.75936
https://doi.org/10.12659/MSM.925591

Uluslararas: Dil, Egitim ve Sosyal

Bilimlerde Giincel Yaklasimlar Dergisi

International Journal of Current
Approaches in Language,

MCWHapOAHb(f"l .\k'yPHa/\ aKTlea/\.belX
TLOAXOAOB B A3bLKE, O6}9&3OBaHHH n

Education and Social Sciences

O6UJ,€CTTIB€HHbDC Hayk'ax

IKINCI DIL EDINIMi UZERINE YAPILAN AKADEMIK CALISMALARIN

DEGERLENDIRILMESI

Esra Nur TIRYAKi! Furkan Can SOYBAL?

Makale Bilgisi

Ozet

DOI: 10.35452/caless.2021.2

Bu calismada, 1994-2020 yillar1 arasinda ikinci dil edinimi tizerine yapilan akademik ¢alismalarin gesitli

Anahtar Kelimeler
Dil Edinimi
ikinci Dil Edinimi
Ikinci Dil Edinimi Ogretimi
Yabancilara fkinci Dil Ogretimi
Akademik Caligmalar

degiskenlere gore degerlendirilmesi amaglanmistir. Bu dogrultuda aragtirmada nitel arastirma
yontemlerinden dokiiman incelemesi yontemi kullanilmistir. Aragtirmanin verilerine Yiiksek Ogretim
Kurulu Tez Merkezi (YOKTEZ) ve Google Akademik veri tabanlari iizerinden tarama yapilarak
ulagilmistir. Tarama sonucunda Tiirkge olmak kaydiyla ikinci dil edinimi {izerine yapilmis 44 teze ve 26
makaleye ulagilmistir. Ulagilan veriler igerik analizi yontemi ile analiz edilmistir. Elde edilen bulgulara
gore son yillarda ikinci dil edinimi {izerine yapilan calismalarda artig goriilmiistiir. Bu artig oran
lisansiistii galismalarda %80, makale diizeyinde ise %50 oraminda gergeklesmistir. ikinci dil edinimi
tizerine yapilan lisansiistii calismalarda yiiksek lisans tezleri agirlik kazanmustir. Tezlerin hazirlandig:
iiniversiteler incelendiginde en fazla tezin Hacettepe Universitesi (f=9) biinyesinde oldugu, galisma yapilan
enstitiilerde ise en fazla tezin egitim bilimleri enstitiisiinde (f=20) yapildig1 belirlenmistir. incelenen
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tezlerin ana bilim dallarina gore oranina bakildiginda ilk sirada Tiirkge egitimi ana bilim dali (f=11) yer
almaktadir. Tezlerde 9 ayr1 hedef kitle {izerinde, makalelerde ise 8 ayr1 hedef kitle iizerinde ¢alisilmustir.
Tezlerde en ¢ok calisilan hedef kitlenin yabanci uyruklu 6grenciler (f=14), makalelerde ise ders kitaplar:
(f=12) oldugu saptanmustir. S6z konusu ¢alismalar arastirma yontemlerine gore incelendiginde tezlerde
(f=24) ve makalelerde (f=18) en ¢ok nitel arastirma yonteminde ¢alisildig1 saptanmistir. Caligmalarin diger
ogrenme alanlari ile iliskisine bakildiginda en ¢ok dil bilgisi (%41) alaninda oldugu sonucuna ulagilmigtir.
Calisma sonunda ikinci dil edinimi {izerine yapilan ¢alismalarin diger alanlara oranla daha az oldugu
sonucuna ulasilmigtir.
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In this study, it was aimed to evaluate the academic studies on second language acquisition carried out
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between 1994 and 2020 according to various variables. In line with this, the document analysis model, one
of the qualitative research methods, was used in the research. The data of the research were obtained by
scanning the databases of the National Thesis Centre of the Higher Education Council (YOKTEZ) and
Google Academic. As a result of the search, 44 theses and 26 articles on second language acquisition
provided in Turkish were reached. The obtained data were analysed by content analysis method and put
into tables. According to the findings, there has been an increase in studies on second language acquisition
in recent years. This increase rate has been 80% in postgraduate studies and 50% at the article level.
Postgraduate theses have gained importance in postgraduate studies on second language acquisition.
When the universities where the theses were prepared were examined, it was determined that the greatest
number of theses exists within the body of Hacettepe University (f=9), and the institute of educational
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sciences (f=20) has the highest number of theses among the institutes where the study was conducted.
Considering the ratio of the examined theses according to the majors, Turkish education major (f=11) takes
the first place. 9 different target groups were studied in the theses and 8 different target groups were
studied in the articles. It was determined that the most studied target group was foreign students (f=14) in
theses, while it was the source (f=12) in articles. When the relevant studies were examined according to
research methods, it was found that the theses (f=24) and articles (f=18) were studied mostly by qualitative
research method. Given the relationship of the studies with other learning domains, it was concluded that
the studies were mostly in the field of grammar (41%). As a result, it has been found that studies on second
language acquisition are fewer compared to other fields.
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Extended Abstract
Introduction

Language is a means of expressing people's stances and thoughts against life. It is a structure that has
its own rules that allow the person to communicate with his outer world. Akarsu (1998:88-89) expressed
this issue as follows: "The literature, philosophy, art, technique of the society, as well as the whole
culture, thoughts, understanding, customs and traditions are in a commitment to language, they cannot
be separated from language". As can be seen in many of the definitions on language, language and
culture are evaluated in a close relationship and dealt with together. "Language is an institution that
cannot be considered separate from people and society, is related to all fields such as science, art,
technique and culture, and at the same time creates them" (Aksan, 1998:11). Language ability is an innate
feature in every human being. Later, with the educational processes, this concept turns into language
awareness. Language acquisition is a concept that develops with language ability. Every individual
learns the language in his / her environment spontaneously. Krashen (1981; cited in Plane, 2016:67)
language acquisition is formed by the accumulation of meaningful messages that "the native language
or the target language learner receives without being aware of it and not in any defensive position
against the language. Grammar rules and boring language rules are not needed for language acquisition
". The important thing in this process is to compare the child with the right inputs and to reinforce the
outputs. In the rapidly developing and changing world in the 21st century, language acquisition and
learning has moved to a different dimension with technological developments. A different perspective
of the area of this study aimed at assessing second language in the context of graduate theses and
academic work done in Turkey is expected to bring. The first part of the study was carried out for
postgraduate research. "Postgraduate education is the highest level of education program that can be
taken, which allows a student who has a bachelor's degree or a bachelor's degree to specialize in the
field of interest by doing a master's or doctorate degree.” (Coskun, Diindar & Parlak, 2014:378). The
institutions where postgraduate education and research are carried out are universities. Studies carried
out in the affiliated departments are shared in various databases and contribute to the relevant field.
"Universities are the most important institutions that ensure the production of scientific knowledge and
social development. Postgraduate trainings are trainings that contribute to the production of knowledge
and support the research direction of universities."(Alkan, 2014: 42). The first part of the study is about
graduate research and the second part is for academic studies at the article level.

Method

In this study, in which academic studies on second language acquisition were examined according to
various variables, the document analysis method, one of the qualitative research methods, was used. In
this study, in which academic studies on second language acquisition were examined according to
various variables, the thesis data were obtained from the database of YOK National Thesis Center. The
scans applied cover the theses made between 1994-2020. The keywords used in accessing the theses
were determined as "Second Language", "Second Language Acquisition” " Teaching Second Language
Acquisition "and" Teaching Second Language to Foreigners "and separate scans were carried out. As a
result of the scanning, 44 Turkish theses on second language acquisition between 1994-2020 were
reached. These theses, which were examined according to the determined variables, were first processed
into the Excel program in terms of name, year, university, degree, institute, department, target audience,
research method and learning areas, and then transformed into tables in the relevant fields. Turkish
articles on second language acquisition were accessed through the Google Academic database. In the
search where the key concepts remained the same, 26 Turkish articles were reached between 1994 and
2020, and the process applied to the scanned theses was also carried out on the articles and then
transformed into tables in the relevant fields.

For the analysis of the obtained data, "Thesis Evaluation Form" and "Article Evaluation Form" were
developed by the researchers, and the data obtained were processed separately by more than one
researcher to ensure coder consistency. The data processed in the data evaluation form were analyzed
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by content analysis. "Content analysis is used to express any qualitative data reduction and
interpretation attempts to determine the basic consistencies and meanings by taking the qualitative
material that is voluminous." (Patton, 2014, p.453). The results regarding the data encoded according to
the analysis units are presented in a descriptive way in the findings section.

Findings

According to the results of the research, postgraduate studies and article research have increased in the
context of second language acquisition in recent years. As a matter of fact, this rate of increase was 80%
in postgraduate studies between 2016-2020 and 50% in article studies between the same years.

When the universities where the most theses were prepared are examined, respectively; Hacettepe
University, Ankara University, Canakkale Onsekiz Mart University and Marmara University. The
reason for this may be that they have the infrastructure and relevant departments where theoretical and
applied studies can be carried out for a long time. It has been determined that the institutes with the
most postgraduate theses are the Institute of Social Sciences, the Institute of Educational Sciences and
the Institute of Turkic Studies, respectively.

When these studies are examined according to departments, the most researched departments are; It
was concluded that there are Turkish Education Department, Turkic Studies Department, Turkish and
Social Sciences Education Department and Linguistics Department.

In the theses made in this area, it has been seen that 9 different target groups are studied. Accordingly,
the target audiences with the most studies are; It has been determined that there are foreign students,
preschool students, teachers, undergraduate students and textbooks. In the articles, it was seen that 8
different target groups were worked on and the target groups with the most work were respectively; it
has been concluded that the textbook includes high school students, foreign students and
undergraduate students.

The most used research methods in the examined theses and articles, respectively; It has been concluded
that it is a qualitative research method, quantitative research method and mixed research method. These
results show that qualitative studies have gained importance on "second language acquisition".

When the results regarding the relationship of these academic studies with other learning areas are
examined, the most emphasized learning areas are; It was concluded that there are grammar, writing
skills, reading skills, speaking skills, vocabulary and vocabulary teaching.

Results and Discussion

In studies on second language acquisition, it has been observed that master's theses have gained weight.
In this aspect, the result of the study is that Turkmen (2018); It is in line with the results that Coskun
and Ciftci (2017) reached with the examination of academic studies prepared within the scope of
teaching Turkish to foreigners.

According to these results, it can be said that the subject of "second language acquisition" is developing
and it is an area where different institutes have taken up research. In the Celebi, Ergiil, Usta, and Mutlu
(2019) study, it was stated that most of the postgraduate theses (f = 46 / 83.6%) in the field of teaching
Turkish to foreigners were prepared within the Institute of Educational Sciences; He concluded that the
theses prepared within the social sciences institute are represented with a percentage of 16.4. In
addition, in the results obtained by Turkmen (2018), it was determined that most of the studies (f = 142
/ 50.71%) were carried out in the educational sciences institute. The study results are in contrast in this
regard. In Ozcakmak's (2017) study, 54% of the postgraduate theses on Turkish education are in contrast
with the results of Turkish Education in the main disciplines, and 46% are out of these departments.
These results show that qualitative research has gained importance on "second language acquisition".
It can be said that the reason for this is the explanation of the existing situations in this subject. It is seen
that similar results have been obtained in other studies conducted in the field. This result of the study
is more of the descriptive studies that Biiyiikikiz (2014) and Turkmen (2018) reached with the
evaluations of the postgraduate theses prepared within the scope of teaching Turkish to foreigners and
the scientific methods used; It is similar to the result that experimental studies have less rates. According
to these results, it can be said that studies on "second language acquisition” have a limited relationship
with other learning areas and should be diversified.
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1. Giris

Dil, kisilerin hayata karsi duruslarini, diistincelerini ifade etme aracidir. Kisinin dis
diinyasi ile iletisim kurmasimi saglayan kendine ait kurallar1 olan bir yapidir. Bu
konuyu Akarsu (1998: 88-89) soyle dile getirmistir: “Toplumun edebiyati, felsefesi,
sanati, teknigi ile birlikte biitiin kiltiirti, diistinceleri, kavrayis bicimi, tore ve
gorenekleri dille bir baghlik icindedirler, dilden ayrilamazlar.” Dil iizerine yapilan
tanmimlarin bir¢cogunda goriilecegi lizere dil ile kiiltiir siki bir iligki igerisinde

degerlendirilmekte ve birlikte ele alinmaktadir.

“Dil insan ve toplumdan ayri diistiniilemeyecek, bilim, sanat, teknik, kiiltiir gibi
biitiin alanlarla ilgisi bulunan, ayni zamanda onlar1 olusturan bir kurumdur” (Aksan,
1998: 11). Insan edinmis oldugu ana dili sayesinde kendi kiiltiirtinii tanimakta ve ayni
zamanda onun tasiyicist olmaktadir. Bu tasima islemi dilin gesitli kullanim
alanlarindan kaynakli olarak kisiler arasi olabilecegi gibi kisi-toplum arasinda da
olabilmektedir.

Dil ile kiiltiir arasindaki iliski sadece ana dili ediniminde karsimiza ¢ikmamaktadir.
Ikinci dil ediniminde de karsimiza c¢ikan dil-kiiltiir iliskisini, ikinci dil iizerine yapilan

tanimlar da dogrular niteliktedir.

Dil yetisi, her insanda bulunan ve dogustan gelen bir 6zelliktir. Daha sonra egitim

stiregleri ile bu kavram dil farkindaligina doniisiir. Dil edinimi, dil yetisiyle birlikte

gelisen bir kavramdir. Her birey bulundugu ortamdaki dili kendiliginden 6grenir.
Krashen'e gore (1981’den akt. Ugak, 2016: 67) dil edinimi ana dili veya hedef dili
ogrenen kisinin farkinda olmadan ve dile kars1 herhangi bir savunma pozisyonunda
degilken aldig1 anlamli mesajlarin birikimiyle olusur. Dil edinimi icin dil bilgisi
kurallarina ve sikici dil kurallarma ihtiya¢ yoktur. Bu siiregte 6nemli olan ¢ocugu

dogru girdilerle karsilastirmak ve ¢iktilar: pekistirebilmektir.

2l.ytizy1lda hizla gelisen ve degisen diinyada teknolojik gelismelerle dil edinimi ve
ogrenimi farkli bir boyuta taginmistir. Bu boyutta artik her birey diinyada istedigi dili
edinmekte, buna gore kendini gelistirebilmektedir. Insan ekonomik, sosyal gibi
nedenlerle igerisinde bulundugu, etkilesimde oldugu hedef dili; kullanma, edinme ve
benzeri uygulamalara gereksinim duymaktadir. Uzaktan dil 6gretim programlar: ve
yazilimlar1 kisilere ikinci bir dil edinimi olanagl sunmaktadir. Bu baglamda son
yillarda dil 68retim ve 6grenim olanaklarini da iyilestiren gelismeler sayesinde ikinci
dil, ikinci dil edinimi gibi kavramlarmn bu alandaki hareketliligin énem kazandig:

sOylenebilir. Dil 6grenimi ile birlikte sorgulama, elestirel diistinme, siniflama gibi tist
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diizey biligsel beceriler gelismektedir. Bundan dolay1 zihin gelisimine olumlu katk:

saglayan dil edinimi kisiyi bir¢ok alanda iist siralara tasir.

Alanyazinda ikinci dil terimi iizerine yapilmis tanimlara bakildiginda cgesitli
goriislerin hakim oldugu goriilmektedir. Orugun (2016: 283) ikinci dil i¢in “Kisinin
ana dili yaninda ana dili ile beraber konusabildigi bir dildir. Ikinci dil yabana dil
kavramindan farklidir. Tkinci dil giinliik kullanim igin gerekliyse, ikinci dili kullanan
kisi, yasadig1 tiilkenin dilini kullaniyorsa ve de ailesinin bazi fertleri bu dili
konusuyorsa ancak o zaman ikinci dil s6z konusu olur.” ifadelerini kullandig:
baglamdan hareketle ikinci dil ile yabanci dil kavraminin farkli oldugu ve hedef dilin
ikinci dil kapsaminda degerlendirilebilmesi i¢in bazi kosullarin saglanmas: gerektigi
soylenebilir. Ayrica Pegenek’e gore (2014: 7) ikinci dil edinimi “Bireylerin,
anadillerinin (birinci dil) ardindan hedef bir dili edinmelerine/6grenmelerine iliskin
kuramsal ve gorgiil ¢alismalar1 igeren bir arastirma alanidir, bu arastirma alaninin
calisma konusu ikinci dil edinimidir/6grenimidir. Ikinci Dil Edinimi 1) bireylerin
ikinci bir dil dizgesini nasil 6grendiklerini arastiran akademik bir alani, 2) ikinci dil

77

dizgesini Ogrenim siirecini tanimlar.” Goriilecegi {izere ikinci dil edinimi ayni
zamanda bir siireci ve bir alani karsilamaktadir. Birey hedef dili bir siireg igerisinde

edinirken yaptig1 bu is ise bir alan cercevesinde incelenmektedir.

Yabancit dil kavramu ile karistirilan bu kavramda, ikinci dilin varhigindan soz
edilebilmesi i¢in hedef dilin kullanim alanlarinin da birtakim 6zellikleri saglamasi
gerekmektedir. Ikinci dil edinimi ana dilden sonra egitim, is hayat1 ve diger bazi
amaglar dogrultusunda &grenilen “ilave dil” diye de anlandirilan dildir (Oziidogru
ve Dilman, 2014). Ikinci dil edinimi ana dil gibi her iki dilin becerilerini yerine
getirmektir. “Ikinci dil genis anlamda, kisinin ana dilinden sonra dgrendigi herhangi
bir dildir. Bununla birlikte, yabanci dil terimiyle karsit olarak kullanildiginda, daha
dar anlamuyla, belirli bir iilkede veya bolgede onu kullanan bir¢ok kisinin birinci dili
olmamasima ragmen temel rol oynayan dili ifade etmektedir. Ornegin, Amerika
Birlesik Devletlerindeki gdcmenler tarafindan Ingilizcenin  8grenimi veya
Katalonya’daki Ispanyolca konusurlar tarafindan Katalancanin 6grenimi, (yabanci
degil) ikinci dil 6grenimi durumlaridir; ¢linkii bu diller, belirtilen toplumlarda hayat
devam ettirebilmek icin gereklidir” (Durmus, 2018: 183). Bir bagka acgiklamada ise
Vanpatten ve Benati (2015'den akt. Ciftgi, 2019) ”Dil 6gretiminde hedef dil, bu dilin
konusuldugu ortamda 6grenildiginde -mesela Ingilizcenin Ingiltere’de 6grenilmesi-
ikinci dil konumunda, bu dilin konusulmadigi ortamlarda, ozellikle de simuf
ortaminda -mesela, Tiirkiye’de Almanca 6grenimi- Ogrenildiginde ise yabanci dil

konumunda ele alinmaktadir.” seklinde ifade etmistir. Ulkemizde bulunma durumlari
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goz oniine alindiginda Suriyeli 6grenciler icin Tiirkge, ikinci dildir ve zaman igerisinde
iki dillilik olgusunu meydana getirecektir. Ornekler iizerinde goriildiigii {izere
kullanim alanlari, ihtiyaglar1 goz 6niine alindiginda yabanci dilden farkl olarak ikinci
dilin, icerisinde bulunulan kiiltiirde uzun siireli bir birikim ve yasam standardi

saglanmas1 amaciyla edinildigi soylenebilir.

Yabanci dilden Ogretim ve Ogrenim noktasinda da farkliliklar gosteren ikinci dil
edinimi, bu alanda kendine 6zgii birtakim dinamikler barindirmaktadir. "Tkinci dil
kazanilmasi, yabanci dil dersi arastirmalarindan bir bakima ayri ele alinmamakla
birlikte, ikinci dilin mutlaka ders yoluyla dgrenilmeyecegi de bir gergektir. ikinci dil
dogal yoldan, yani gevre ile iletisim yoluyla da kazanilmaktadir”(Tokdemir, 1999: 22).
Ikinci dil edinimi hedef dil ile kurulacak olan her tiirlii etkilesimsel siire¢ sonrasinda
da kazanilabilecegi gibi planlanmis siiregler sonrasinda da kazanilabilmektedir.
“Tkinci Dil Edinimi, dogal iletisim baglamlarinda gergeklegen bigimsel olmayan ikinci
dil 6grenimini/edinimini, bi¢imsel egitim ortamlarinda gergeklesen bigimsel ikinci dil
o0grenimini/edinimini, sozii edilen bu ortam ve kosullarin bir bilesimini igeren ikinci
dil 6grenimini/edinimini igerir”’(Pecenek, 2014: 8). Birey ister bigimsel olarak isterse
bicimsel olmadan kazandig; ikinci dil edinimi sayesinde hedef dilin ait oldugu kiiltiiri
anlamlandirmaktadir. Ikinci dil edinimi sayesinde insan kiiltiirel olarak etkilesime
girdigi toplumun oOzelliklerini idrak edebilme, yasarnilanlar1 anlayabilme, gerekli
etkilesimleri ve iletisimleri saglayabilme, kendisini de ihtiyacina gore agiklayabilme
firsat1 bulmaktadir. Dili bir pencereye benzetecek olursak birey disarida olup bitenleri

bu pencere sayesinde farkli acilardan deneyimleme sansi bulmaktadir.

Ikinci dilin 6grenilmesi sonrasinda kisi hedef dildeki islemleri kolaylikla yiiriitebilir
bunun sonucunda ise ikinci dilden faydalanmig olur. “Ikinci dil &grenicilerinin,
glinliik hayatta karsilastiklar1 giicliikler, hayatlarii stirdiirebilmeleri ig¢in resmi
kurumlar veya onemli islerle ilgili yapmalar1 gerekenlere dair ogreticilere yonelttikleri
destek taleplerine karsilik bu durum yabanci dil konusurlan igin ¢ok daha az
gecerlidir. Bu yontiyle ikinci dil 6grenicileri igin 6greticiler, bir bakima topluma uyum
konusunda danmigmanlik yapmakta, bu siireclerde engelleri asma konusunda onlara
destek olmaktadir”(Durmus, 2018: 185). ikinci dil bu yoniiyle diisiiniildiigii zaman
bireylerin toplum igerisinde bir¢ok alandaki beklentilerini karsilayabilmekte, onlarin

glindelik hayatlarindaki ihtiyaglarina cevap verebilmektedir.

Diinya {tizerinde oOzellikle ¢ok dilli tilkelerde karsimiza ¢ikan ikinci dil ve ikinci dil
edinimi kavramlari, toplumun baghh bulunduklar1 sosyo-ekonomik cevredeki
kullanimindan dogmustur. 21. ylizyilda tilkemizde ve diinyada bilim, kiiltiir, sanat ve

teknolojideki hizli gelismeler etkisini dilde, dilbiliminde ve edebiyat alanlarinda da
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gostermektedir. Bu gelismelerin sunmus oldugu imkanlar sayesinde dil 6gretim
olanaklarinda da artis goriilmektedir. Ikinci dil ve ikinci dil edinimi kavramlari
tizerine yapilan ¢alismalarda bu gelismelerin ne derecede hakimiyet kurdugu merak

konusu olmaktadir.

Tirkiye’de vyapilan lisansiistii tezlerin ve akademik c¢alismalarin ikinci dil
baglaminda degerlendirilmesini hedefleyen bu ¢alismanin alana farklh bir bakis agis:

getirecegi diistiniilmektedir.

Calismanin ilk boliimii lisanstistii arastirmalara yonelik olarak gerceklestirilmistir.
“Lisansiistii egitim, lisans derecesi almis veya lisans diplomas1 alan 6grencinin ilgi
duydugu bilim dalinda yiiksek lisans veya doktora 6grenimi yaparak uzmanlasma
imkani veren, alinabilecek en {ist egitim programu seviyesidir” (Coskun, Diindar ve
Parlak, 2014: 378). Lisansiistii egitimlerin ve arastirmalarin gerceklestirildigi
kurumlar tniversitelerdir. Bagli boliimlerde gergeklestirilen ¢alismalar gesitli veri
tabanlarinda paylasilarak ilgili alana katki saglamaktadir. “Bilimsel bilginin
tiretilmesini ve toplumsal gelismeyi saglayan en onemli kurumlar iiniversitelerdir.
Lisanstistii egitimler bilgi {iretimine katki saglayan ve tiiniversitelerin arastirma

yontiinii destekleyen egitimlerdir’” (Alkan, 2014: 42).

Calismanin birinci bolimii lisanstistii arastirmalara ikinci boliimii ise makale

diizeyinde akademik ¢alismalara yonelik olarak gerceklestirilmistir.
Alt Problemler

> Ikinci dil edinimi {izerine yapilan lisansiistii tezlerin ve makalelerin yillara gore
dagilimi nasildir?

> Ikinci dil edinimi iizerine yapilan lisansiistii tezler {iniversitelere gore nasil bir
dagilim gostermektedir?

> Ikinci dil edinimi {izerine yapilan lisansiistii tezler enstitiilere gdre nasil bir
dagilim gostermektedir?

> Ikinci dil edinimi {izerine yapilan lisansiistii tezler anabilim dallarina gore nasil
bir dagilim gostermektedir?

> Ikinci dil edinimi iizerine yapilan lisansiistii tezler ve makaleler hedef kitlelere
gore nasil bir dagilim gostermektedir?

> Ikinci dil edinimi iizerine yapilan lisansiistii tezler ve makaleler aragtirma
yontemlerine gore nasil bir dagilim gostermektedir?

> Ikinci dil edinimi {izerine yapilan lisansiistii tezlerin ve makalelerin diger

ogrenme alanlari ile iligkisi nasil bir dagilima sahiptir?
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2. Yontem

Ikinci dil edinimi {izerine yapilan akademik calismalarin cesitli degiskenlere gore
incelendigi bu calismada, nitel arastirma yontemlerinden dokiiman incelemesi
yontemi kullanilmistir. Dokiiman incelemesi, arastirma kapsaminda incelenen
konuyla ilgili olgu ve olaylar hakkinda bilgi iceren yazili belgelerin analiz edilmesiyle
veri saglanmas siirecini igermektedir. Dokiiman incelemesinin en onemli 6zelligi
arastirmaci ile belge arasinda, iletisim saglamanin zorunlu olmasidir. Dokiimanin
anlatmak istedigi ile arastirmacinin anladig1 arasindaki sapma ne kadar azalirsa,

iletisim de o kadar basarili olur (Karasar, 2006).
2.1. Veri Toplama Siireci

Ikinci dil edinimi {izerine yapilan akademik calismalarin cesitli degiskenlere gore
incelendigi bu ¢alismada tez verilerine YOK Ulusal Tez Merkezi veri tabanindan
ulasilmigtir. Uygulanan taramalar 1994-2020 yillar1 arasinda yapilan tezleri
kapsamaktadir. Tezlere ulasilirken kullanilan anahtar kelimeler “Ikinci Dil”’, “’Ikinci
Dil Edinimi” * Ikinci Dil Edinimi Ogretimi”’ ve “Yabancilara Tkinci Dil Ogretimi”
olarak belirlenmis ve ayr1 ayr1 taramalar gergeklestirilmistir. Tarama sonucunda 1994-
2020 yillar1 arasinda ikinci dil edinimi {izerine yapilmis 44 Tiirkge teze ulasilmstir.
Belirlenen degiskenlere gore incelenen bu tezler ilk olarak Excel programina isim, yil,
tiniversite, derece, enstitli, anabilim dali, hedef kitle, arastirma yontemi ve 6grenme

alanlar1 bakimindan islenmis ardindan ilgili alanlarda tablolara doniistiirtilmiistiir.

Ikinci dil edinimi {izerine yapilan Tiirkce makalelere ise Google Akademik veri tabani
tizerinden ulasilmistir. Anahtar kavramlarin aym kaldig1 taramada 1994-2020 yillar:
arasinda 26 Tiirkce makaleye ulasilmis ve taranan tezlere uygulanan islem makaleler

tizerinde de gergeklestirilmis ardindan ilgili alanlarda tablolara dontistiiriilm{istiir.
2.2. Verilerin Analizi

Elde edilen verilerin analiz islemleri icin arastirmacilar tarafindan “Tez
Degerlendirme Formu” ve ““Makale Degerlendirme Formu” gelistirilmis, ulasilan
veriler bu formlara birden fazla arastirmaci tarafindan ayri ayri olacak sekilde
islenerek kodlayia tutarlilifl saglanmaya calisilmistir. Veri degerlendirme formuna
islenen veriler, icerik analizi ile ¢oziimlenmistir. “Icerik analizi hacimli olan nitel
materyali alarak temel tutarliliklar: ve anlamlari belirlemeye yonelik herhangi bir nitel
veri indirgeme ve anlamlandirma ¢abasi girisimlerini ifade etmek igin kullanilir.”
(Patton, 2014:453).

Analiz birimlerine gore kodlanan verilere iliskin sonuglar, bulgular boliimiinde

betimsel sekilde sunulmustur.
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3. Bulgular

Bu boliimde 1994-2020 yillar1 arasinda ikinci dil edinimi tizerine yapilan akademik
calismalar yillari, dereceleri, tiniversiteleri, enstitiileri, anabilim dallari, hedef kitleleri,
arastirma yontemleri ve 6grenme alanlar1 agisindan incelenmis olup ulasilan sonuglar

tablolar ve grafikler halinde sunulmustur.

3.1. Tkinci Dil Edinimi Uzerine Yapilan Lisansiistii Tezlerin ve Makalelerin Yillara
Gore Dagilimina iliskin Bulgular

Aragtirmanin birinci alt probleminde belirtilen “Ikinci dil edinimi iizerine yapilan
lisansiistii tezlerin ve makalelerin yillara gore dagilimi nasildir?’”” sorusuna iliskin elde

edilen bulgular Tablo 1’de gosterilmektedir.

Tablo 1. Ikinci Dil Edinimi Uzerine Yapilan Akademik Calismalarin Yillara Gére Dagilim:

Yiiksek Lisans Tezi Doktora Tezi Toplam Makale

f % f % fo% f %

1994-2005 1 3 1 11,11 2 5 3 12
2006-2010 6 17 2 22,22 8 18 3 12
2011-2015 9 26 2 22,22 11 25 7 27
2016-2020 19 54 4 44,44 23 52 13 50
Toplam 35 100 9 100 44 100 26 100

Tablo 1 incelendiginde, 1994-2005 arasinda yapilan tezlerin sayisinin 2 oldugu bu
tezlerin 1 tanesinin yiiksek lisans, 1 tanesinin de doktora tezi oldugu; 2006-2010 yillar:
arasinda yapilan 8 tezin 6 (%75) tanesinin ytiiksek lisans, 2 (%25) tanesinin doktora tezi
oldugu; 2011-2015 yillar1 arasinda yapilan 11 tezin 9 (%82) tanesinin ytiiksek lisans, 2
(%18) tanesinin de doktora tezi oldugu goriilmektedir. 2016-2020 yillar1 arasindaki
yapilan tezler incelendiginde ise yapilan 23 tezin 19 (%80) tanesinin yiiksek lisans, 4
(%20) tanesinin de doktora tezi oldugu ifade edilmektedir. Tabloda da goriilecegi
tizere son yillarda (2016-2020) ikinci dil edinimi {izerine yapilan lisansiistii
calismalarin agirhik kazandigi saptanmistir. Ayrica 44 tezin 35 (%80) tanesinin yiiksek
lisans tezi oldugu, geriye kalan 9 (%20) tezin ise doktora tezi oldugu goriilmektedir.
Ikinci dil edinimi iizerine yapilan calismalarda yiiksek lisans tezlerinin agirlik

kazandig1 soylenebilir. Ikinci dil edinimi tizerine 1994-2005 yillar1 arasinda yapilan

46



International Journal of Current Approaches in Language, Education and Social Sciences

ikinci dil edinimi iizerine yapilan akademik ¢alismalarin degerlendirilmesi CALESS 2021, 3 (1), 38-56

makalelerin sayisinin ise 3 (%12), 2006-2010 yillar1 arasinda yapilan ¢alismalarin 3
(%12) oldugu goriilmektedir. 2011-2015 yillar arasina gelindiginde ise bu say1 7 (%27)
olarak goriilmektedir. Son yillar olarak nitelendirebilecegimiz 2016-2020 yillar:
arasinda ise yapilan ¢alismalarin sayis1 onceki donemlere gore artis gostererek 13
(%50) olarak saptanmistir. Bu bulgulara gore lisansiistii ¢alismalar ve makale

arastirmalari ikinci dil edinimi baglaminda son yillarda artisa ge¢mistir.

3.2. Ikinci Dil Edinimi Uzerine Yapilan Lisansiistii Tezlerin Universitelere Gore

Dagilimina iliskin Bulgular

Aragtirmanin ikinci alt probleminde belirtilen “Ikinci dil edinimi iizerine yapilan
lisansiistii tezler tiniversitelere gore nasil bir dagilim gostermektedir?”” sorusuna iligskin elde

edilen bulgular Tablo 2’de gosterilmektedir.

Tablo 2. ikinci Dil Edinimi Uzerine Yapilan Tezlerin Universitelere Gore Dagilimz

Universiteler Yiiksek Lisans Doktora f %
1.Hacettepe Universitesi 6 3 9 20
2.Ankara Universitesi 3 3 6 14
3.Canakkale Onsekiz Mart Universitesi 5 0 5 11
4.Marmara Universitesi 3 0 3 7
5.Gazi Universitesi 1 1 2 5
6.Mugla Sitki Kocman Universitesi 2 0 2 5
7.Necmettin Erbakan Universitesi 2 0 2 5
8.Tokat Gaziosmanpasa Universitesi 1 0 1 2
9.Pamukkale Universitesi 1 0 1 2
10.Y1ldiz Teknik Universitesi 1 0 1 2
11.Dicle Universitesi 1 0 1 2
12.Bursa Uludag Universitesi 1 0 1 2
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Universiteler Yiiksek Lisans Doktora f %
13.Nevsehir Haci Bektas Veli Universitesi 1 0 1 2
14.Bartin Universitesi 1 0 1 2
15.Trakya Universitesi 1 0 1 2
16.Selcuk Universitesi 0 1 1 2
17.Inénii Universitesi 0 1 1 2
18.Cukurova Universitesi 1 0 1 2
19.Firat Universitesi 1 0 1 2
20.Dokuz Eyliil Universitesi 1 0 1 2
21.Anadolu Universitesi 1 0 1 2
22.Istanbul Universitesi 1 0 1 2
Toplam 35 9 44 %100

Tablo 2’ye gore ikinci dil edinimi tizerine hazirlanan 44 tezin 22 farkli tiniversitede
yapildig1 goriilmektedir. En fazla tezin hazirlandigr iiniversitelerin ise Hacettepe
Universitesi (f=9), Ankara Universitesi (f=6), Canakkale Onsekiz Mart Universitesi

(f=5) ve Marmara Universitesi (f=3) oldugu goriilmektedir.

3.3. Ikinci Dil Edinimi Uzerine Yapilan Lisansiistii Tezlerin Enstitiilere Gore

Dagilimina liskin Bulgular

Aragtirmanin {igiincii alt probleminde belirtilen “Ikinci dil edinimi iizerine yapilan
lisansiistii tezlerin enstitiilere gore nasil bir dagilim gostermektedir?” sorusuna iliskin elde

edilen bulgular Tablo 3’te gosterilmektedir.
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Tablo 3. ikinci Dil Edinimi Uzerine Yapilan Tezlerin Enstitiilere Gére Dagilim

Yillar Sosyal Bilimler Egitim Bilimleri Tiirkiyat Arastirmalar

Enstitiisii Enstitiisii Enstitiisii

f % f % f %

1994-2005 2 12 0 - 0 -
2006-2010 5 29 3 15 0 -
2011-2015 4 24 7 35 0 -
2016-2020 6 35 10 50 7 100
Toplam 17 100 20 100 7 100

Tablo 3’e bakildiginda, ikinci dil edinimi {izerine yapilan tezlerin 1994-2005 yillar1
arasindaki sayisinin 2 (%12) oldugu ve bu tezlerin Sosyal Bilimler Enstitiisii
bilinyesinde hazirlandigi; 2006-2010 yillar1 arasinda bu say1 8 olarak belirtilirken bu
tezlerin 5 tanesinin Sosyal Bilimler Enstitiisii, 3 tanesinin ise Egitim Bilimleri Enstitiisii
blinyesinde hazirlandig1 goriilmektedir. 2011-2015 yillar1 arasinda yapilan 11 tez
calismasiin 4 tanesinin Sosyal Bilimler Enstitiisii, 7 tanesinin ise Egitim Bilimleri
Enstitiisii biinyesinde hazirlandig1 goriilmektedir. 2016-2020 yillar1 arasinda yapilan
toplam 23 tez oldugu, bu tezlerin 6 tanesinin Sosyal Bilimler Enstitiisii, 10 tanesinin
Egitim Bilimleri Enstitiisii ve 7 tanesinin Tiirkiyat Arastirmalar1 Enstitiisii biinyesinde
hazirlandig1 ifade edilmektedir. Sayilarin toplamina bakildiginda ise Sosyal Bilimler
Enstitiisii blinyesinde 17, Egitim Bilimleri Enstitiisii blinyesinde 20 ve Tiirkiyat
Arastirmalar1 Enstitiisii bilinyesinde 7 olmak iizere toplam 44 tez karsimiza

cikmaktadir.

3.4. Ikinci Dil Edinimi Uzerine Yapilan Lisansiistii Tezlerin Anabilim Dallarina

Gore Dagilimina iliskin Bulgular

Aragtirmanin dordiincii alt probleminde belirtilen “Ikinci dil edinimi iizerine yapilan
lisansiistii tezlerin anabilim dallarina gore nasil bir dagilim gostermektedir?”’ sorusuna

iliskin elde edilen bulgular Tablo 4'te gosterilmektedir.
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Tablo 4. ikinci Dil Edinimi Uzerine Yapilan Tezlerin Anabilim Dallarina Gore Dagilim:

Anabilim Dallan f %
1.Tiirkce Egitimi ABD 11 25
2.Tiirkiyat Arastirmalar1 ABD 7 16
3.Tiirkce ve Sosyal Bilimler 4 9
Egitimi ABD
4.Dilbilim Anabilim Dal1 4 9
5. Yabanci Diller Egitimi ABD 2 5
6. llkogretim ABD 2 5
7. Dil Bilimleri ve Kiiltiir 1 2
Arastirmalar1 ABD
8. Kiirt Dili ve Kiiltiirii ABD 1 2
9. Yabana Dil Olarak Tiirkge
Ogretimi ABD 1
10. Temel Egitim ABD 1
11. Cocuk Gelisimi ve Ev 1 2
Yonetimi Egitimi ABD
12. Okul Oncesi Egitimi ABD 1 2
13. Egitim Bilimleri ABD 1
14. Bat1 Dilleri ve Edebiyatlarn 1
ABD
15. Genel Dilbilim ABD 1
16.Fransiz Dili Egitimi ABD 1
17. Tiirk¢enin Egitimi ve 1 2
Ogretimi ABD
18. Cocuk Gelisimi ve Egitimi 1 2
ABD
19. Belirtilmemis 2 5
Toplam 44 100

Tablo 4’e bakildiginda ikinci edinimi tizerine yapilan tezlerin anabilim dallarina iliskin
veriler goriilmektedir. Buna gore ikinci dil edinimi iizerine yapilan tezlerin 19 farkl
anabilim dali blinyesinde olusturuldugu goriilmektedir. Bu ¢alismalarin en fazla
Tirkcge Egitimi Anabilim Dali (f=11), Tiirkiyat Arastirmalari Anabilim Dali (f=7),
Tiirkce ve Sosyal Bilimler Egitimi Anabilim Dali (f=4) ve Dilbilim Anabilim Dali (f=4)
blinyesinde gerceklestigi goriilmektedir.
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3.5. Ikinci Dil Edinimi Uzerine Yapilan Lisansiistii Tezlerin ve Makalelerin Hedef
Kitlelere Gore Dagilimina iligkin Bulgular

Arastirmanin besinci alt probleminde belirtilen “Ikinci dil edinimi iizerine yapilan
lisansiistii tezler ve makaleler hedef kitlelere gore nasil bir dagilim gostermektedir?’” sorusuna

iliskin elde edilen bulgular Tablo 5'te gosterilmektedir.

Tablo 5. Ikinci Dil Edinimi Uzerine Yapilan Tezlerin ve Makalelerin Hedef Kitlelerine Gore
Dagilim

Tezlerin Hedef Kitleleri f % Makalelerin Hedef Kitleleri f %

Yabanc1 Uyruklu Ogrenciler 14 32  Ders Kitab: 12 46
Okul6ncesi Ogrenciler 7 16 Lise Ogrencileri 3 12
Ogretmenler 7 16 Yabanc Uyruklu Ogrenci 3 12
Lisans Ogrencileri 6 14  Lisans Ogrencileri 3 12
Ders Kitabi 4 9 Ogretmenler 7 8
Ilkégretim Ogrencileri 27 5 Okuléncesi Ogrenciler 1 4
Lisansiistii 2 5 Lisans ve Lisansiistii 1 4
Ogretmen ve Ogrenci 1 2 Olcek Gelistirme Calismasi 1 4
Lise Ogrencileri 1 2

Toplam 44 100 26 100

Tablo 5’e gore ikinci dil edinimi iizerine yapilan tezlerde 9 ayr1 hedef kitle iizerinde
calisildigr goriilmektedir. Buna gore en ¢ok calisma yapilan hedef kitlelerin, Yabanci
Uyruklu Ogrenciler (f=14), Okuloncesi Ogrenciler (=7), Ogretmenler (f=7), Lisans
Ogrencileri (f=6) ve Ders Kitabi (f=4) oldugu goriilmektedir.

Ayrica ikinci dil edinimi tizerine yapilan makalelerde ise 8 ayr1 hedef kitle tizerinde
calisildigr goriilmektedir. Buna gore en ¢ok calisma yapilan hedef kitlelerin, Ders
Kitab1 (f=12), Lise Ogrencileri (f=3), Yabanc1 Uyruklu Ogrenciler (f=3) ve Lisans
Ogrencileri (f=3) oldugu goriilmektedir.
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3.6. Ikinci Dil Edinimi Uzerine Yapilan Lisansiistii Tezlerin ve Makalelerin

Arastirma Modellerine Gore Dagilimina iliskin Bulgular

Aragtirmanin altinci alt probleminde belirtilen “Ikinci dil edinimi iizerine yapilan
lisansiistii tezler ve makaleler aragtirma modellerine gore nasil bir dagilim gostermektedir?”’

sorusuna iligkin elde edilen bulgular Tablo 6’da gosterilmektedir.

Tablo 6. Ikinci Dil Edinimi Uzerine Yapilan Tezlerin Arastirma Modellerine Gére Dagilimi

Tezler Yontemler f %  Makale Yontemleri f %
Yiiksek Nicel Arastirma 10 29
Lisans Nitel Arastirma 21 60 Nitel Arastirma 18 69
Tezleri Karma Arastirma 4 11
Toplam 35 100
Doktora Nicel Arastirma 3 33,33
Tezleri Nitel Arastirma 3 33,33 Nicel Arastirma 7 27
Karma Arastirma 3 33,33
Toplam 9 100
Genel Nicel Arastirma 13 35
Toplam Nitel Arastirma 24 55 Karma Arastirma 1 4
Karma Arastirma 7 15
Toplam 44 100 26 100

Tablo 6’da ikinci dil edinimi tizerine yapilan tezlerin arastirma modellerine gore
dagilimi gosterilmektedir. Buna gore 35 yiiksek lisans tezinin 10 (%29) tanesi nicel
arastirma modeli, 21 (%60) tanesi nitel arastirma modeli ve 4 (%11) tanesi karma
arastirma modeli kullanilarak gergeklestirilmistir. 9 doktora tezinin 3 (%33) tanesi
nicel aragtirma modeli, 3 (%33) tanesi nitel arastirma modeli ve 3 (%33) tanesi karma
arastirma modeli kullanilarak gergeklestirilmistir. Bu tezlerin toplamina bakildiginda
ise 13 (%35) tezin nicel arastirma modeli, 24 (%55) tezin nitel aragtirma modeli ve 7

(%15) tezin de karma arastirma modeli kullanilarak olusturuldugu goriilmektedir.

Tabloda ayrica ikinci dil edinimi {izerine yapilan makalelerin arastirma yontemlerine
gore dagilimi gosterilmektedir. Buna gore bu alanda yapilan toplam 26 makalenin 18
(%69) tanesinin nitel arastirma yontemi, 7 (%27) tanesinin nicel arastirma yontemi, 1

(%4) tanesinin ise karma arastirma yontemi biinyesinde hazirlandig1 goriilmektedir.
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3.6.1kinci Dil Edinimi Uzerine Yapilan Lisansiistii Tezlerin ve Makalelerin Diger

Ogrenme Alanlar ile iliskisine Dair Bulgular

Aragtirmanin yedinci alt probleminde belirtilen ““Ikinci dil edinimi iizerine yapilan
lisansiistii tezlerin ve makalelerin diger 0Srenme alanlari ile iliskisi nasil bir dagilima

sahiptir?” sorusuna iligskin elde edilen bulgular Sekil 1’de gosterilmektedir.

Sekil 1. Ikinci Dil Edinimi Uzerine Yapilan Lisansiistii Tezlerin ve Makalelerin Diger

Ogrenme Alanlart ile Iliskisi

N

= 1. Dil Bilgisi m 2. Yazma Becerisi = 3. Okuma Becerisi 4. Konusma Becerisi

m 5. fletisim m 6. 50z Varlig1 m 7. Kelime Ogretimi

Sekil 1'de ikinci dil edinimi tizerine yapilan akademik calismalarin diger 6grenme
alanlari ile iliskisine dair bilgiler yer almaktadir. Buna gore en ¢ok tizerinde durulan
Ogrenme alanlar1 sirasiyla; dil bilgisi (%41), yazma becerisi (%19) olmustur. Bu
ogrenme alanlarmi %9 oranla okuma becerisi, konusma becerisi, iletisim takip
etmektedir. S6z varligi ve kelime Ogretimi alanlarinin orani ise %6 olarak

gortilmektedir.
4. Sonug, Tartisma ve Oneriler

Bu calisma, 1994-2020 yillar1 arasinda ikinci dil edinimi {izerine yapilan akademik
calismalarin gesitli degiskenlere gore incelenmesi amaciyla gerceklestirilmistir. Bu
boliimde arastirmada elde edilen sonuglara ve bu sonuglar dogrultusunda onerilere

yer verilmistir.

Arastirmada ulasilan sonuglara gore lisansiistii ¢alismalar ve makale arastirmalar:
ikinci dil edinimi baglaminda son yillarda artisa ge¢mistir. Nitekim bu artis orani

lisanstistii calismalarda 2016-2020 yillar: arasinda %80 oraninda, ayn yillar arasindaki

53



International Journal of Current Approaches in Language, Education and Social Sciences

E. N. Tiryaki ve F. C. Soybal CALESS 2021, 3 (1), 38-56

makale calismalarinda ise %50 oraninda gerceklesmistir. Bunun sebebinin, son
yillarda tilkemizde ikinci dil olarak Tiirk¢e 6grenen bireylerin sayica artig gostermesi
oldugu sdylenebilir. Tkinci dil edinimi iizerine yapilan caligmalarda yiiksek lisans
tezlerinin agirlik kazandigr gortilmiistiir. Caligmanin sonucu bu yoniiyle Tiirkmen’in
(2018); Ciftci ve Coskun’un (2017) yabancilara Tiirk¢e Ogretimi biinyesinde
hazirlanmis olan akademik ¢alismalarin incelenmesi ile ulasmis olduklar1 sonuglar ile

paralellik gostermektedir.

En fazla tezin hazirlandig1 {iniversiteler incelendiginde sirasiyla; Hacettepe
Universitesi, Ankara Universitesi, Canakkale Onsekiz Mart Universitesi ve Marmara
Universitesi oldugu goriilmiistiir. Bunun sebebine, uzun zamandir kuramsal ve
uygulamali caligmalarin gerceklestirilebilecegi altyapiya ve ilgili boliimlere sahip
olmalar1 gerekge olabilir. Lisanstistii tezlerin en fazla yapildig: enstitiilerin ise sirasiyla
Sosyal Bilimler Enstitiisii, Egitim Bilimleri Enstitiisii ve Tiirkiyat Arastirmalar:
Enstitiisii oldugu saptanmustir. Bu sonuglara gore “ikinci dil edinimi” konusunun
gelismekte oldugu ve farkli enstitiilerin arastirma konusu edindigi bir alan oldugu
sOylenebilir. Celebi, Ergtil, Usta ve Mutlu (2019) arastirmasinda ise yabancilara Tiirkge
Ogretimi alanindaki lisanstistii tezlerin biiyiik bir bolimiiniin (f=46/%83,6) egitim
bilimleri enstitiisii biinyesinde hazirlandig1; sosyal bilimler enstitiisii blinyesinde
hazirlanan tezlerin ise 16,4’liikk bir yiizde ile temsil edildigi sonucuna ulasmistir.
Ayrica Tirkmen'nin (2018) ulasmis oldugu sonuglarda da calismalarin biiyiik bir
bolimiintin  (f=142/%50,71) egitim bilimleri enstitiisiinde  gergeklesritildigi

saptanmistir. Calisma sonuglar: bu baglamda zitlik gostermektedir.

S6z konusu caligmalar anabilim dallarma gore incelendiginde en fazla aragtirma
yapilan anabilim dallarimin sirasiyla; Tiirkge Egitimi Anabilim Dali, Tiirkiyat
Arastirmalar1 Anabilim Dali, Tiirkce ve Sosyal Bilimler Egitimi Anabilim Dali ve

Dilbilim Anabilim Dali oldugu sonucuna ulasilmistir.

Bu alanda yapilan tezlerde 9 ayr1 hedef kitle tizerinde ¢alisildigr goriilmiistiir. Buna
gore en ¢ok calisma yapilan hedef kitlelerin sirasiyla; yabanci uyruklu 6grenciler,
okuldncesi Ogrenciler, Ogretmenler, lisans Ogrencileri ve ders kitab1 oldugu
saptanmugtir. Yapilan makalelerde ise 8 ayr1 hedef kitle tizerinde galisildig1 goriilmiis
ve en ¢ok calisma yapilan hedef kitlelerin sirasiyla; ders kitaby, lise 6grencileri, yabanci

uyruklu 6grenciler ve lisans 6grencileri oldugu sonucuna ulagilmistir.

Incelenen tezlerde ve makalelerde en fazla kullamlan arastirma ydntemlerinin
sirasiyla; nitel arastirma yontemi, nicel arastirma yontemi ve karma arastirma yontemi
oldugu sonucuna ulasilmistir. Ulasilan bu sonuglar “ikinci dil edinimi” konusunda

nitel arastirmalarin agirlik kazandigini gostermektedir. Bunun sebebinin bu konudaki
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var olan durumlarin agiklanmasi oldugu soylenebilir. Alanda yapilmis diger
calismalarda da benzer sonuglarin elde edildigi goriilmektedir. Calismanin bu sonucu
Biiytikikiz'in (2014) ve Tiirkmen’in (2018) yabancilara Tiirkge 6gretimi biinyesinde
hazirlanmis olan lisansiistii  tezlerin ve kullanilan bilimsel yontemlerin
degerlendirmeleriyle ulasmis oldugu betimsel calismalarin daha fazla; deneysel

calismalarin daha az orana sahip oldugu sonucu ile benzerlik gostermektedir.

S6z konusu akademik ¢alismalarin diger 6grenme alanlari ile iliskisine dair sonuglar
incelendiginde en ¢ok {iizerinde durulan 6grenme alanlarinin sirasiyla; dil bilgisi,
yazma becerisi, okuma becerisi, konusma becerisi, soz varligi ve kelime ogretimi
alanlar1 oldugu sonucuna ulasilmistir. Bunun nedeninin 6gretim siirecinde dil bilgisi
agirhikli bir anlayisin benimsenmesi olabilir. Bu sonuglara gore “ikinci dil edinimi”
konusu {iizerine gergeklestirilen calismalarin diger 6grenme alanlar ile iliskisinin

kisith kaldig1 ve gesitlendirilmesi gerektigi sdylenebilir.

Calisma sonunda elde edilen sonuglara gore giintimiizde etkisini artarak hissettiren
ikinci dil edinimi {izerine yapilan ¢alismalarin, her ne kadar son yillarda artisa gectigi
sonucuna ulasilsa da diger alanlara oranla bu alandaki ¢alisma sayisinin daha az
oldugu soylenebilir. Bu alanda yapilan ¢alismalarin sayisinin artirilmasina yonelik
adimlar atilabilir, bundan sonra yapilacak c¢alismalarda nicel arastirma yontemleri
tercih edilebilir. Gergeklestirilecek olan calismalarda hedef kitleler cesitlendirilerek
tarkli kademelere yonelebilir ve diger 6grenme alanlar ile iligkisi genisletilerek farklh

ogrenme alanlarina yonelik arastirmalar yapilabilir.
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1. Introduction

A classroom is composed of students with diverse needs, backgrounds, and skills,
hence the assessment strategies employed by teachers in the classroom are critical. The
type of assessment strategy a teacher employs in his/her classroom can have an
enormous consequence on students’ intrinsic interest and attitude to learn (Clarke et
al., 2003). According to Looney et al. (2017), the right choice of classroom assessment
method allows teachers to identify challenges confronted by students in reaching
desirable learning outcomes, and in formulating appropriate remedial measures to
redress the situation. In other words, teachers are the core implementers of any
approach in the classroom, and the assessment practices they engage in influence
learning in the classroom. There is a shift in views towards the use of assessments as

tools to enhance deep learning (Shepard, 2000). As the Ghanaian educational sector
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moves from the focus on cumulative or summative evaluation, particularly at the basic
level of education, to ensure that all learn to a specified standard as enshrined in the
National Pre-tertiary Education Curriculum (MoE, 2018), the practice of formative
assessment has become a necessary activity to achieving this goal. In the process of
achieving this goal, instructional management decisions role of classroom assessment

in Ghanaian classrooms would be achieved to its maximum.

Taylor (2017) defines formative assessment as the feedback from learners used to
promote learning and that it is a method of providing a clear image of where learners
need to reach their goals in learning. Formative assessment is entrenched in the
teaching and learning process, which is used to adjust the teaching strategies or
techniques to meet educational needs and standards (Rivai et al., 2019). To Anwar
(2019), formative assessments are considered a means of ensuring deeper learning and
understanding. They provide feedback that moves learners forward, activating
students as instructional resources for one another. Similarly, Widiastuti et al. (2020)
also agree to the fact that the central focus of this type of assessment, is to detect the
challenges students encounter in learning and assist them to advance their knowledge
and skills. Consequently, teachers are encouraged to make and give appropriate types
of assessments to measure students’ competence. Several studies (e.g., Dix, 2017;
Gloria et al.,, 2018; Hattie, 2012; Looney et al.,, 2017; Ozan & Kincal, 2018) have
documented the contributions of formative assessment in improving students’
achievement and reducing the achievement gap among students. For instance, Hattie’s
(2012) study revealed that formative assessment had a visible effect on students’
achievement. Similarly, Gloria et al. (2018) discovered that formative assessment has a
significant and positive impact on learners” motivation and achievement, problem-
solving skills, independent and creative thinking, perseverance in learning, listening
with understanding, and empathy. In a mixed-method study on the effects of
formative assessment on academic achievement, attitude towards the lessons, and self-
regulation skills, it was discovered that the experimental group had significantly
higher academic achievement levels and better attitudes towards the class than the
students in the control group. It was further revealed that formative assessment had a

positive effect on students’ self-regulation skills (Ozan & Kincal, 2018).

The Assessment for Achievement and Improvement through Assessment (AAIA,
2003) holds that teachers must provide a classroom environment that is safe and secure
and is favourable for effective learning. For students to learn, the fear of failure has to
be removed to encourage honesty and openness. Moreover, students must be

provided with support, by being able to try out techniques in a safe and secure place.
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Leahy et al. (2005) highlighted five non-negotiable elements for successful use of
formative assessment in schools: clarifying and sharing learning intentions and criteria
for success; engineering effective classroom discussions and learning tasks; providing
feedback that moves learners forward; activating students as the owners of their
learning, and activating students as instructional resources for one another. Many
authors of classroom assessment have identified oral questioning, group tasks,
projects, exercises, assignments, presentations, discussions, quizzes, and individual
tasks as some of the forms or types of formative assessment practices in the classroom
(Asare, 2020; Cummins & Davesne, 2009; Akyina & Oduro-Okyireh, 2019; Orlich et al.,
2004).

Literature confirms that it is important to know how key demographic variables
including gender, grade level, and teaching experience influence teachers’ assessment
practices (e.g., Duncan & Noonan, 2007). Bernhardt (1998) maintains that these teacher
demographic variables are essential for us to appreciate the outcomes of all fragments
of our educational structure as they aid us to detect trends and garner evidence for
purpose of prediction and planning. Concerning the influence of gender on assessment
practices, previous studies have generated mixed findings. For instance, Yusuf’s (2015)
study on teachers’ classroom assessment strategies in Nigerian secondary schools
revealed no statistically significant differences. Equally, Alsarimi’s (2000) work on
classroom assessment practices in the Sultanate of Oman also discovered no
statistically significant differences. However, Alkharusi et al’s. (2014) study on the
educational assessment profile of teachers reported significant differences. Similarly,
Alkharusi et al. (2012) and Mertler (1998) reported significant differences. In terms of
grade level, Alkharusi’s (2011) work on teachers’ classroom assessment skills revealed
significant differences. Likewise, Mertler’s (1998) study on classroom assessment
practices of Ohio teachers reported significant differences. Conversely, Cizek et al.

(1995) reported no significant differences.

Regarding teaching experience, Yusuf (2015) and Alsarimi (2000) reported no
significant differences, however, Mertler (1998) and Alkharusi (2011) reported
significant differences. The aforementioned studies tend to confirm that the influence
of gender, grade level, and teaching experience may be unique regarding the study
sample, and geographical location. These aforesaid studies were conducted in other
countries, consequently, there is the need to investigate the influence of gender, grade
level, and teaching experience on teachers’ formative assessment practices in the

Ghanaian context.
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In literature, that is in the Ghanaian context, a lot of studies have been conducted on
formative assessment at various levels of education (Akyina & Oduro-Okyireh, 2019;
Amoako et al., 2019; Asare, 2020; Bekoe et al., 2013; Oduro, 2015). However, these
studies have failed to investigate the influence of key demographic variables such as
gender, grade level, and teaching experience on teachers’ formative assessment
practices. There is, therefore a gap in the literature that needs to be filled. It is against
this backdrop that this study sought to investigate the influence of gender, grade level,
teaching experience, and their various interactions on teachers’ formative assessment
practices, particularly at the basic level. This is because the basic level seeks to lay a
strong foundation for inquiry, creativity and innovation, and lifelong learning in
general, and provides building blocks for higher levels of education. Findings from
this study would provide teachers and researchers with a better understanding of
variables related to teachers” formative assessment practices. Also, findings would
enable policymakers (Ministry of Education), the Ghana Education Service (GES), and
the Directorates of Education in the various regions to close gaps in the practice of
formative assessment in the classroom. Lastly, discoveries from this current study
would contribute circumstantial data on the impact of key teacher demographic
variables on formative assessment practices of basic teachers to the field of classroom
assessment that is, to both local and international literature. The study’s research
hypothesis was that teachers’ gender, grade level, teaching experience, and their
various interactions would have no statistically significant influence on teachers’

formative assessment practices.
2. Method
2.1 Design and Participants

This study employed a descriptive survey research design. The choice of this design
offered sufficient opportunity for the sample to obtain spontaneous reactions for the
interpretation and analysis of the phenomenon relevant to the focus of this study
(Abdulkareem Bibire, 2020). The target population for this study consisted of 1,006
public basic school teachers (that is Primary and Junior High School teachers) in the
Cape Coast Metropolis of Ghana, except for teachers in special schools. A multistage
sampling procedure was used to attain the sample for the study. Initially, the cluster
sampling technique was used to classify the schools into six (6) clusters namely; Cape
Coast, Aboom, Bakaano, Ola, Pedu/Abura, and Efutu. In the subsequent stage, the
simple random sampling technique was utilized to choose sixty-one (61) schools from
the six (6) circuits. The proportional stratified sampling technique was then employed

to acquire a proportionate number of respondents based on gender in each of the
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circuits. Finally, the simple random sampling technique was utilized to choose the

subjects in the selected schools.

Consequentially, 300 teachers represented the sample for the study. The sample size
was obtained in accordance with Krejcie and Morgan’s (1970) table for sample size
determination. It was supported by Ogah’s (2013) proposition that, conducting a study
with a population of 1,100, a sample size of 285 is appropriate for the generalizability
of the results. However, the sample size was increased to 300 participants to enhance
the practicability of the theoretical sample size. This included 111 (37%) male and 189
(63%) female teachers from the six (6) circuits in the Cape Coast Metropolis. Regarding
grade level, 141 (47%) represented Primary teachers and 159 (53%) represented Junior
High teachers. Concerning teaching experience, 51 (17%) teachers had no more than 5
years of teaching experience, 84 (28%) had 6-10 years of teaching experience, and 165
(55%) were experienced teachers with more than 11 years of experience (Asare, 2020).
These groupings were done based on previously discussed literature (Alkharusi, 2011;
Yusuf, 2015).

2.2 Data Collection Instrument and Analysis

The instrument for the study was a questionnaire. It was adapted from Akyina &
Oduro-Okyireh (2019). The instrument contained 13 items on formative assessment
practices and was measured on a four-point Likert scale. The measurement was
specified as follows: Always, Very Often, Sometimes, and Never. A pre-test of the
instrument was done using 50 teachers in the Komenda Edina Eguafo Abirem (KEEA)
Municipality since they share similar characteristics with teachers in the Cape Coast
Metropolis. The instrument produced a reliability coefficient of 0.87 using Omega, and
0.87 using Cronbach’s Alpha. This conforms with Kline’s (2016) recommendation that

a reliability coefficient of about 0.80 is very good.
2.3 Data Collection Procedure

Ethical clearance was acquired from the Institutional Review Board of the University
of Cape Coast before the data collection. The researcher gained authorization from the
Headteachers/masters whose teachers were chosen for the study a week before
administering the questionnaire. On the data collection day, the purpose of the study
and procedure for responding to the questionnaire was explained to the respondents.
They were also informed about the voluntary nature of the study. Moreover, informed

consent from participants was sought before the questionnaire was administered.
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3. Findings

3.1. Hypothesis: There is no statistically significant influence of gender, grade level,
teaching experience, and their various interactions on basic teachers’ formative

assessment practices.

In testing the hypothesis, a three-way ANOVA was used with the aid of SPSS V. 23.
This was because the study involved three independent groups that are with 2x2x3
levels for grade level, gender, and teaching experience respectively. The responses
were on the interval scale which ranged from Never (1), Sometimes (2), Very often (3),
to Always (4). Denis (2016), Tabachnick and Fidell (2001 as cited in Pallant, 2005), and
Tabachnick and Fidell (2007, p. 80) advise inspecting the shape of the distribution
instead of using formal inference tests (e.g., using a histogram and Q-Q plots) for
normality when working with large samples, that is 200 and above. Consequently, a
visual inspection of the normal probability plots (Normal Q-Q Plots), and the shape of
the histograms for the three independent groups revealed that distributions were
approximately normal. Besides, the skewness and kurtosis values were between the
range of -2 and +2 indicating that the distributions were reasonably normal (Keenan &
James, 2016, p. 228). A preliminary analysis to test the assumption of Homogeneity of
Variance was conducted using Levene’s test. The p-value for the Levene’s test was .55,
which is greater than the alpha (critical value) of .05, F (11, 288) =0.889, p=0.551. This
implies that the assumption of homogeneity has been met for this sample, therefore,

equal variance is assumed.

Table 1. Tests of Between-Subjects Effects

Source Type Il Sum  df Mean F Sig.  Partial
of Squares Square Eta
Squared
Corrected Model 473.1242 11 43.011 1.571 107 .057
Intercept 295647.691 1 295647.691 10799.542 .000 974
demol 53.414 1 53.414 1.951 164 .007
demo2 126.074 1 126.074 4.605 .033 .016
demo3 61.382 2 30.691 1.121 327 .008
demol * demo2 41.357 1 41.357 1.511 220 .005
demol * demo3 50.565 2 25.283 924 398 .006
demo?2 * demo3 75.744 2 37.872 1.383 252 .010
demol*demo2*demo3 114.247 2 57.124 2.087 126 .014
Error 7884.273 288 27.376
Total 517507.000 300
Corrected Total 8357.397 299

a. R Squared =.057 (Adjusted R Squared =.021) Dependent Variable: Formative Assessment Practices
Note: Demol- Grade Level, Demo2- Gender, Demo3- Teaching Experience
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Table 2. Descriptives

95% Confidence Interval

Gender Mean Std. Error Lower Bound Upper Bound
Male 40.508 574 39.379 41.637
Female 42.216 552 41.130 43.302

As shown in Table 1, the main effect of gender was statistically significant at p< 0.05,
whilst grade level and teaching experience were not statistically significant.
Comparison of the mean usage (Table 2) for the gender group suggests that female
basic teachers had slightly higher usage of formative assessment than the male
teachers. The main effect of gender yielded an effect size of 0.016, indicating that 1.6%
of the variance in teachers’ formative assessment practices was explained by gender,
F (1, 288) = 4.605, p= 0.033. The effect size was small based on Cohen’s (1988) criterion.
The interaction effect was not statistically significant, F (2, 288) = 2.087, p= 0.126,
indicating that there was no combined effect for grade level, gender, and teaching

experience on the teachers’ formative assessment practices.
4. Conclusion, Discussion and Suggestions

A three-way ANOVA was performed to investigate the influence of gender, grade
level, teaching experience, and their various interactions on basic teachers’ formative
assessment practices in the Cape Coast Metropolis of the Central Region of Ghana. The
study revealed no combined effect for grade level, gender, and teaching experience on
basic teachers’ formative assessment practices. However, there was a statistically
significant main effect in the formative assessment strategies used by the male and
female teachers. The result of the study aligns with the findings of Alkharusi et al.
(2012, 2014) and Mertler (1998) who reported gender differences with regard to
teachers” assessment practices. Nevertheless, the current study finding is inconsistent
with the finding of Yusuf’s (2015) work on teachers’ classroom assessment strategies
in Nigeria, which revealed no significant difference in terms of gender. In the same
vein, Alkarusi (2011) and Alsarimi (2000) also reported no significant difference in

assessment practices with respect to gender.

Concerning grade level, the study revealed no statistically significant difference in
formative assessment strategies usage by Primary and Junior High basic school
teachers. This finding conforms with that of Cizek et al. (1995) who found no
significant grade level differences. However, Alkarusi (2011) and Mertler (1998)
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discovered significant differences among teachers at different school levels regarding

their assessment practices.

Apropos the impact of teachers” experience on their practice of formative assessment,
the study discovered no statistically significant difference between the three
experience groups that is; “1-5’, ‘6-10", and ‘11 and above’. The finding of the current
study is in tandem with the findings of Yusuf (2015) and Alsarimi (2000). However,
the finding is in contrast with Mertler (1998) and Alkarusi (2011) who reported
significant differences based on teachers’ years of teaching experience concerning their
use of alternative assessment. A probable justification for this outcome in the current
study might be that teachers are responding to the call to practice formative
assessment in their respective classrooms as documented in the National Pre-tertiary
Education Curriculum. Another reason could be that capacity-building workshops
carried out by the Ghana Education Service, and Cape Coast Metropolitan Directorate
of Education are having an equal impact on teachers’ practice of formative assessment

in the classroom irrespective of their teaching experience.

Based on research findings described above, the study can conclude that grade level,
gender, and teaching experience had no interaction effect on basic teachers” formative
assessment practices. Gender had a significant main effect on teachers’ formative
assessment practices. Besides, teachers’ experience or years of teaching, and grade
level did not influence their formative assessment practices in the classroom. In other
to close the gender gap, the researcher recommends a continued organization of
workshops and seminars for basic teachers especially male teachers to motivate them
to practice more formative assessment in their classrooms. This leads to teachers’
professional development in addition to students learning through the transference of
skills and expertise acquired to the lesson plans. Also, circuit supervisors should
ensure that teachers in the various schools are engaging in the practice of the formative
component of the School-Based Assessment as documented in the new curriculum.
Future studies might consider collecting objective measures of teachers’ practices that
are free from the response-biases associated with self-report measures. Additionally,
the current study was undertaken in public basic schools, future studies could examine
the influence of these variables, or other variables that influence teachers” practice of
formative assessment in private basic schools, as well as secondary, and tertiary levels

of education.
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Introduction

21st century India has witnessed an expansion in its conversations regarding
mental health. This is a massive win for a country in which mental health and seeking
mental health services are still stigmatized to a great degree. Mental health
professionals and academicians are going to great lengths to make sure that the change
they envision as a mental health community will achieve its fruition among the public.
Although unfortunately, this movement has yet to make an impact on the mental
health services provided in schools, to children and parents alike, for therein lies the

extremely prevalent issue of bullying and victimization.

Bullying can be defined as a systematic form of aggression based on an
imbalance of power, the purpose of which is to harm or embarrass the victims
(Olweus, 1993; Ayas, 2012; Chandran et al., 2019). The key features of which most
authors would agree upon as follows; one, bullying roots from a power imbalance
between the bully and the victim. This could be a perceived sense of superiority over
others due to attributes of social class, caste, color, or gender. It could also be because
of certain characteristics they consider merely to be ‘better than” the rest. This sense of
power leads bullies to believe that they are justified in their actions of administering a
certain punishment or withholding resources from their victims (Olweus, 1993; Rubin
et al., 2007). This intrinsic feature of bullying (power) is also, what sets it apart from
other aggressive behaviors such as fights, quarrels, or teasing. Second, bullying
behaviors repeat over time creating a vicious pattern of interaction between the bully
and the victim (Olweus, 1993; Arseneault et al., 2010; Duy, 2013).

Various theories have tried to explain the perpetuation of bullying in schools.
Organizational Culture Theory emphasizes the role that school culture/climate plays
in perpetuating bullying behaviors. That is, the perpetuation of bullying vulture with
the school depends on the values imparted by the students, teachers, administration,
parents, and community (Pilch & Turska, 2014). Another perspective comes from the
Social Capital Theory, which posits the importance of social capital in perpetuating
bullying culture. Social capital is the resources (social influence, social credentials,
popularity, etc.) derived from social relationships. Bullies, already protected by their
social status, perpetrate bullying behavior to maintain the power they already hold.
Victims, on the other hand, are low in social capital and subject to continued
victimization. Similarly, bully victims strive to end their victimization and acquire
social capital by bullying weaker peers (Evans & Smokowski, 2015). Fortunately,
bystanders with high social capital can help reduce bullying perpetuation by engaging
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in prosocial acts (Jenkins & Fredrick, 2017). Next, the Dominance theory propounds
that bullying behavior is the result of a need for power/ dominance. Bullys maintain
their social status by exerting dominance over those weaker than them (Evans &
Smokowski, 2015). This leads us to another related theory; the Theory of Humiliation,
which explains how bullies to establish power/ dominance, often resort to shaming

victims and relegating them to a lower social status (Evans & Smokowski, 2015).

Over the years, different forms of bullying have been identified, with the main
distinction being between direct and indirect/relational bullying (Arseneault et al.,
2010). Duy (2013) has further listed physical bullying, verbal bullying, psychological
bullying, and sexual bullying. The digitized world has also seen the rise of a new form
of bullying called cyberbullying (Dilmag & Aydogan, 2010). Direct bullying involves
physical or verbal aggression where the victims are immediately aware of the identity
of the bullies, whereas indirect/relational bullying involves concealed efforts at
harming someone, such as with the use of threats or negative rumors about the victim
(Malik & Mehta, 2016). It is important to note that the visibility of bullying behaviors

are important when it comes to identifying them as acts of bullying.

The Teacher foundation conducted a five-year survey in 15 locations in India
and found that 42% of students from class 4-8 and 36% of students from class 9-12
reported as having been subjected to different forms of peer bullying at schools
(Gyanesh, 2017). Another study conducted in randomly selected schools of rural India
saw 31.4% of its 500 students reporting to having been bullied, with 16% having
experienced physical or direct bullying, and only 24% of parents were aware of the
bullying (Kshirsagar et al., 2007). Another study conducted in the state of Karnataka
showed that 60.4% of the 500 children interviewed had experienced bullying, and only
65 parents were aware of it (Ramya & Kulkarni, 2010). Despite the alarming rise of
bullying incidents in schools, there exists a significant gap in the literature pertaining
to bullying and victimization in Indian schools. Especially with regards to

understanding the factors involved in the perpetuation of bullying culture.

Such a blind spot in the literature then affects the efforts made by mental health
professionals in curbing bullying in schools. A major concern is to see whether
children have an appropriate idea of what constitutes bullying and if they can
accurately distinguish between bullying and what they consider “friendly teasing” or
“forms of punishment.” It is pertinent then to understand the factors that play a role
in shaping their understanding of the concept and their attitude towards being bullied.
This paper seeks to review literature that provides an insight into understanding this

core issue, to understand the potential influences of culture, school systems, and
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parental attitudes as such in shaping the concept of bullying. This would subsequently
provide us with an idea of how bullying behaviors are perpetuated and why children
shy away from recounting their bullying experiences to adults. Furthermore, examples
of non-traditional forms of bullying will be provided to illustrate the central idea that
children require assistance with demarcating bullying behaviors from forms of teasing

or disciplinary acts.
Bullying from an Indian context

India hosts a plethora of different cultures and languages, and on account of
this distinctive feature, it is rare to see the word “bullying’” being used by the general
public. Alternatively, cultural differences ensure the usage of specific terms for what
each culture considers as bullying. Naturally, these terms may vary from culture to
culture and language to language. For example; Tamil Nadu, a state in India uses the
following terms Takkutal, Keli, Purakanital, to refer to physical, verbal, and relational
bullying respectively (Campbell et al., 2018). On the other hand, Hindi, a language
spoken in some parts of Northern India, uses the term Dadagiri (among others) to refer
to bullying. Who are the bullies and who are the victims? This question has to be
looked at from the vantage point of these different cultures. Naturally, it can be
assumed that a North Indian child’s conception of bullying and even his bullying
experiences may vary greatly from that of a South Indian child. When studying
bullying from an Indian context, apart from the colloquial terms given to the act of
bullying, one generally comes across words such as ‘ragging’ and ‘eve-
teasing’(Campbell et al., 2018). Ragging is a form of hazing that is central to schools
and universities, wherein children are often harassed or bullied. This is unfortunately
seen as a sort of initiation ritual for students and hence overlooked by authorities
unless it becomes “drastic”. Eve-teasing, on the other hand, is a term used to refer to
acts of sexual harassment, stalking, etc. This variation in the nomenclature could be

one of the reasons why there is a lack of literature localized in an Indian context.

Apart from this diversity in bullying culture across the nation, there are other
cultural narratives at play in defining bullying. India is considered a collectivistic
society at the societal level and individualistic at a people level (Harkness et al., 2000).
Although the popular take on this issue points to India being collectivistic, as
mentioned previously the heterogenic nature of this country makes it hard to give it
such a unanimous title. At the same time, we cannot ignore the fact that many elements
of a collectivistic society, such as cooperation and interdependence takes precedence

in most communities of India, further acting as an aggravating factor for bullying
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within certain contexts (Malhi et al., 2015). A school context where children are
encouraged to go along with each other no matter the harassment aimed at them so
that everyone can continue with the lessons “in a peaceful manner”, can be taken as

an example for this.

Another cultural undertone that influences bullying culture is that of the deeply
rooted sentiments of patriarchy (Campbell et al., 2018), which predicts how a
particular society behaves. This sentiment makes it easier for people to tolerate
aggressive behaviors, of which bullying is an example. ‘Manliness” and aggression are
used as a display of power and are implicitly accepted by a patriarchal society (Elsea
& Smith, 2000). This inevitably leads to the propagation of bullying culture, wherein
victims are expected to take the brunt of this aggressive behavior without any
complaint whatsoever. Patriarchic undertones can also be discerned from the way
victimized children are expected to stand up for themselves without showing any form
of weakness. This becomes even more relevant in cases where girls are the victims and
boys the perpetrators. Power is wielded by the male to dominate or control the female,
prescribe to her certain ‘ways of behaving’ and if she doesn’t agree, then punish her
(Corvo & deLara, 2010).

A testament to class difference is the country’s growing economy, which has
furthered the divide between the rich and the poor, where the rich keep getting richer
and the poor keep getting poorer (Pereira & Malik, 2015; Campbell et al., 2018).
Additionally, the cast system segregates people and children alike, creating an even
greater social divide. There is an understanding among the masses that people are
divided by religion, caste, and class, by money, power, and influence. This kind of
distinction comes from India being a high power distance country as per Hofstede’s
cultural value dimensions (Campbell et al., 2018). This means that people are not equal,
instead their place in society is determined by a social hierarchy. These kinds of social
attitudes often lead to a power imbalance among children, further paving the way for
bullying behaviors.

Systems of influence: Family and School

The role that family and school systems play in propagating bullying culture
cannot be overlooked. Both these systems are quite important when it comes to the
socialization process of children. According to Bandura’s (1977) social learning theory,
children learn social behaviors through observation. This can prove to be dangerous
in contexts where the family or school systems accept violence and bullying as the
norm (Corvo & deLara, 2010). As such, social learning theory (Bandura, 1977) posits
that bullying behavior is perpetuated by children who have experienced aggression
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themselves through observation. The traditional Indian family tries to infuse children
with values of patriarchy, an understanding of social hierarchy, obedience to the “‘more
powerful’, and interdependence (Jambunathan & Counselman, 2002). Authoritarian
parenting and violence within the family pave the way for children’s understanding
that power can be wielded against the weak and the weak should just suffer in silence
(Corvo & deLara, 2010; Campbell et al., 2018). Children born to authoritarian parents
often discount their bullying experiences to incidents of mere ‘teasing’ or ‘friendly
fighting’” (Malik & Mehta, 2016). Parents are also known to teach their children
avoidance or assertive behaviors as a way of responding to bullies, which may do more
harm than good (Troop-Gordon & Gerardy, 2012). Parents with normative views of
bullying or violence can easily shape their children’s conception of bullying to mirror
their conceptions (Christie-Mizell, 2003; Mishina, 2004; Troop-Gordon & Gerardy,
2012). These children grow up believing that their caste, religion, or class provides
them with a better social standing than the others, paving the way for a power

imbalance upon which bullying culture thrives.

As per social learning theory (Bandura, 1977), violence within schools can also
perpetuate bullying culture. Indian schools have a reputation for dusting off bullying
incidents under the rug, as the teachers themselves resort to using harsh disciplinary
methods (Sreekanth, 2009). According to the general systems theory (Von Bertalanffy,
1968) schools make up a system that enables and perpetuates hostile and aggressive
behaviors (deLara, 2006). Schools may also permit bullying culture (social control) to
be maintained as they value discipline and require their children to conform to certain
rules and regulations set by the school itself (Corvo & deLara, 2010). Since bullying
may require victims to conform to the majoritarian attitude (Kumar, 2019) or the
proper code of behavior and dressing, schools turn a blind eye towards it. Another
reason that teachers choose not to acknowledge bullying culture within schools is so
that it doesn’t negatively impact the school’s reputation (Ramya & Kulkarni, 2010).
These factors inevitably lead to the perpetuation of a bullying culture within the

system.
What is considered bullying?

Victimized children often find it hard to have an accurate understanding of
what bullying entails. This could be because of the influence of socially propagated
ideas about bullying. For example, Relational bullying is usually misidentified and
therefore unreported by victimized children. According to a study by Mishna and

colleagues (2006) majority of students, and adults alike, are aware that bullying entails
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a power imbalance and that it is an intentional act of aggression. What most of them
aren’t aware of is that indirect or relational forms of bullying, like social exclusion, or
spreading of negative rumors, are also a form of bullying (Mishna, 2004; Nazir, 2019).
A study done in India by Ramya and Kulkarni (2010), reported that indirect/relational
bullying was the most common form of bullying experienced by children, including;
name-calling (57.9%), making fun of one’s physical appearance (15.5%), and degrading
them (15.2%). Despite it being the most experienced form of bullying only 39% of
parents knew that their children were being bullied (Ramya & Kulkarni, 2010). Social
exclusion, which is another widely practiced form of relational bullying (Crick et al.,
2006) is also not given as much importance as it should. Instead of reporting these
forms of bullying experiences, children would rather suffer in silence to feel included
by their peers (Corvo & deLara, 2010).

Other bullying forms that children find hard to identify include the usage of
corporal punishment in schools. Indian schools, especially public schools, lack enough
resources to provide for their highly populated student community. Moreover, there
is a significant shortage of teachers or school personnel, who have been properly
trained to combat issues such as bullying. UNESCO reports that among children over
the age of 8, about nine in ten reported witnessing corporal punishment being used by
a teacher in a week. Boys were more likely to experience corporal punishment, as girls
were subjected to humiliating and sexual treatment/violence instead (Ogando Portela
& Pells, 2015). Corporal punishment is a norm in schools of India and often isn’t
considered as a form of bullying (Malhi et al., 2015). Morrow and Singh (2014) tried to
discern the reasons for this and identified caste and class as significant factors in
determining the frequency by which a student would get beaten by the teacher, with
the lower class or caste reporting a higher incidence rate (Morrow & Singh, 2014).
Children believe that they are being punished for doing something wrong because
corporal punishment does not fit into their idea of traditional bullying behaviors.
Morrow and Singh (2014) go on to give an example of a child who was reported as
saying, “They beat so that we learn and we are becoming big, but it hurts.”
Furthermore, the inclination that teachers and parents show towards victim-blaming
can seriously impede a victim’s choice of speaking up about the bullying (Mishna et
al., 2006; Nazir, 2019).

Another conundrum faced by children and adults alike is the bully-victim. This
concept is so unlike the traditional idea of bullying within the Indian society that
people are unable to comprehend it. A bully victim is someone who has been bullied

before and goes on to bullying others, thus taking on the roles of both a victim and a
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bully (Malik & Mehta, 2016). These children try to compensate for the pain,
humiliation, and frustration of being a victim, by inflicting the same pain onto others.
Shame plays a huge role in the creation of the bully victim, who as a result of being
shamed by their bully chooses to displace that anger onto others through similar
aggressive behaviors (Corvo & delara, 2010). The concept of a bully victim has not
been studied as much in an Indian context, adding to the confusion of how to deal with

this category of children.

Sexual bullying is another category that children have a hard time identifying.
That bullying can be overtly sexual seems to evade children and their care taker’s
minds. In this case, as well, children keep away from reporting sexual bullying because
of patriarchic undertones in society or the belief that the bullies are just playing
around. Nazir (2020) found that among high school children 0.2% of the boys and 0%
of the girls from the sample reported being sexually bullied. A hesitation to report,
born out of cultural barriers, was revealed to be the reason for such low numbers
(Nazir, 2020). Society doesn’t hold these bullies accountable for their actions, instead,
they expect the victims to go through with the bullying as a part of ‘growing up’(Leach
& Sitaram, 2007). Parents also discount sexual bullying faced by their children, by
making it out to be isolated episodes of playful teasing. They go as far as to say that
sexual bullying is a method used by bullies to express affection towards the victims
(Mishna, 2004). Implicit messages such as ‘boys will be boys” and prescribed gender
norms that necessitate female compliance to a superior male authority are inculcated
into the minds of the young victims, who then believe that what is happening to them
is okay (Campbell et al., 2018; Chandran et al., 2019).

Then we have sibling bullying, a concept that may seem exaggerated and even
overreaching at points because as a popular belief; sibling fights are normal. Sibling
bullying has been defined as a systematic form of aggression aimed at another person
(sibling) to cause physical or psychological harm (Chandran et al., 2019). Victimized
children are taught to believe that this form of bullying is not a thing of concern by
parents who normalize said behavior (Chandran et al., 2019). Children themselves
have no inkling of the possibility the siblings can bully and hence they don’t speak up

about it.

Lastly, bullying among friends is also hard to be identified as an act of bullying
(Mishna, 2004). This is because children, as they grow older, are more trusting of their
friends as opposed to parents or teachers (Elsea & Smith, 2000; Ramya & Kulkarni,

2010). This, along with a need to belong are one of the main reasons why children
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choose not to go to the authorities. They end up believing they are being teased instead
of being bullied and find it hard to distinguish between the two (Nazir, 2019). As
mentioned previously, relational bullying, such as spreading negative rumors about
friends, is misconceived as something other than bullying (Mishna et al., 2006). Taking
cyberbullying as an example, it is again very easy for parents to disregard the abuse
children receive online for a lack of physical harm done (Dilmag¢ & Aydogan, 2010).
Similarly, children too are unaware that the mean comments that their children are
receiving online are actually a form of indirect aggression and hence constitute

bullying.
Conclusion

This paper attempts to provide a small part of the wider spectrum of bullying
culture. No doubt, there is a need for a bigger audience to be aware of this issue as
bullying is likened to normative displays of aggression in India. A vast majority of the
Indian population comprises of children, and one of the major concerns to mental
health faced by these children is school bullying (Jayakumar et al., 2019). Bullying is a
very serious issue, which can affect the progress of a child socially, as well as
academically (Nazir, 2015). Even though there are many studies on bullying, but there
is a lack thereof pertaining to bullying in Indian schools specifically. Reasons for this
can be many; poor infrastructure, poorly trained teachers, and the intense competition

between private schools to ensure better academic achievement, to name a few.

Normative beliefs regarding bullying/aggressive behaviors result in a child’s inability
to gain the emotional support that they desperately need in order to navigate through
bullying experiences (Troop-Gordon & Gerardy, 2012). When children feel that their
experiences of bullying are not being validated by their caregivers, they may learn
inappropriate and unhealthy responses to deal with said experiences. Not having a
safe spot to anchor oneself to, while treading through turbulent waters can cause a
person to lose themselves, and the same can be said for a child victim who lacks
support from parents, teachers, and peers. Therefore, it is extremely important to
address the issue of bullying at a societal level, taking into consideration the cultural

values that play a role in perpetuating bullying.

As established already, bullying is a learned behavior, and as such can be
unlearned through positive parental cues that trump the aggression victimized
children have witnessed. A supportive school environment has been associated with
student’s academic growth, positive engagement, and overall wellbeing in school
(Gregory & Weinstein, 2004; Gregory et al., 2010). Proper training needs to be given to

teachers to be able to handle the pressure of crowded schools, enabling them to have
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a positive role in their student’s life. A supportive school environment also ensures
that children are more willing to share their bullying experiences and seek help
(Gregory & Weinstein, 2004). Such an environment will inevitably cultivate students
who value the school’s rules, thereby reducing the pressure on teachers to use extreme
disciplinary methods. Zero-tolerance policies when it comes to maintaining order can

bring about the same results in children as with authoritarian parenting.

When it comes to private schools, the Central Board of Education maintains that
all schools should have an Anti-bullying committee set up. These committees should
operate in the presence of a counsel to monitor bullying in schools, provide awareness
to students, and help both the victims and bullies in getting through their ordeals.
Unfortunately, though, most schools do not have such a specific committee set up, nor
do they have a school counselor present for monitoring bullying. This is especially so
for government schools running on low funds. Furthermore, the consequence of
expulsion or suspension rarely helps in curbing bullying among children and can even
lead to aggravated bullying. Therefore, better laws must come into place that focuses

on rehabilitating bullies rather than just expelling or punish them.

Intervention needs to be based on a multi-component system that takes into
account all the systems of influence in a child's life, starting from family, to friends, to
teachers. Intervention strategies should start at a community level, focusing on schools
and the overarching cultural values that perpetuate bullying culture. The second stage
should involve active communication between a child’s close circuit relationships,
such as between teachers, parents, friends, peers, etc. Parent-Teacher Association
(PTA) is a set up that allows for communication between schools and parents, wherein
it becomes possible to understand a child’s situation at home and school. This keeps
both parents and teachers in the loop for possible bullying that may happen within the
school or family settings. These PTA meetings are to be enforced ceremoniously in
schools. Measures should be taken and ensured in schools across the country, in

government and private institutions.

Lastly, intervention strategies aimed at inculcating positive and enduring
coping mechanisms are also of the utmost importance. Ultimately taking away the root
cause of the problem is not just enough; instead, victims and bullies must be equipped
with strong mental resources that will help them in the future. In this way, the
possibility of victims becoming bullies (bully-victims) later on is also reduced.
Intervention should be aimed at every component in a child’s life that facilitates and

aggravates the bullying culture. Awareness programs aimed at not just the parents,
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teachers, and students, but also the public is of the essence in curbing bullying. It
requires a community effort to topple the belief and value systems that inevitably

strengthen misconceptions about bullying.
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This research aims to examine the use of language learning strategies and self-regulatory learning skills of
university preparatory class and private English language course students according to their school type,
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UNIVERSITE HAZIRLIK SINIFI VE OZEL DiL KURSU OGRENCILERININ YABANCI
DiL OGRENME STRATEJILERI VE OZ DUZENLEME BECERILERI

Makale Bilgisi Ozet
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Bu arastirmanin amaci, {iniversite hazirlik sinifi ve 6zel Ingilizce kursu 6grencilerinin dil 6grenme stratejileri

kullanimlarim ve 6z diizenleyici 6grenme becerilerini okul tiirii, cinsiyet, kur diizeyi, mezun olunan lise tiirii,

Anahtar Kelimeler ortadgretim alani ve yas degiskenlerine gore incelemektir. Arastirmaya Adnan Menderes Universitesi

Dil 6grenme stratejileri Yabana Diller Yiiksekokulundan 293 ve Aydinda bulunan 6zel dil kurslarindan 129 olmak iizere toplam 422
Oz diizenleme becerileri ogrenci katilmigtir. Arastirmada dil 6grenme stratejilerini belirlemek amaciyla Oxford (1990) tarafindan
Yabana dil $grenimi gelistirilen ve Cesur ve Fer (2007) tarafindan Tiirkgeye uyarlanan Dil Ogrenme Stratejileri Envanteri ve 6z

diizenleme becerilerini belirlemek amaciyla da Turan (2009) tarafindan gelistirilen Oz Diizenleyici Ogrenme
Becerileri Olgegi kullarlmistir. Dil Ogrenme Stratejileri Envanteri icin dogrulayici, Oz Diizenleyici Ogrenme
Becerileri Olgegi icin ise hem agimlayict hem de dogrulayici faktor analizi yapilmistir. Aragtirma sonuglarina

Yabana dil kursu 6grencileri

Hazirlik sinifi 6grencileri

gore, ogrencilerin dil 6grenme stratejileri kullanimlarinin ve 6z diizenleme becerilerinin orta diizeyde oldugu

Gonderim Tarihi: 01.01.2021 goriilmiistiir. Ozel kurs 6grencilerinin hem dil grenme stratejileri kullarumlarimin hem de 6z diizenleme
Kabul Tarihi: 17.04.2021 becerilerinin hazirlik sinufi 6grencilerine gore daha iist diizeyde oldugu belirlenmistir. Ogrencilerin dil
Yayin Tarihi: 27.06.2021 ogrenme stratejileri kullanimlarmuin yas, Ingilizce kullanma sikhgi, kur diizeyi ve ortadgretim alani

degiskenlerine; 6z diizenleme becerilerinin ise cinsiyet ve yas degiskenine gore istatistiksel olarak anlamli bir
sekilde farklilagtig: tespit edilmistir. Ayrica dil 6grenme stratejileri ile 6z diizenleme becerileri arasinda pozitif
yonde yiiksek bir iliski oldugu saptanmustir.
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1. Introduction

Thanks to the rapidly advancing communication technologies, it has never been so
easy to communicate with each other for people from different nations throughout
history. Today, people can communicate with each other visually and audibly as well
as by texting through smartphones or other similar devices. Despite this progress in
communication, the talents, efforts, and experiences of individuals are still considered
as important as before. Humans had tried to overcome handling lots of different
languages to communicate by establishing a common language facilitating
communication. These common tongues have often been the languages of the states
that have retained the economic, military, or political power of the era; Latin, French
and English (Jenkins, 2009).

The number of people using English as a common medium of communication in the
world has been increasing, thus English is adopted as a significant language
worldwide. (Seidlhofer, 2009). It has been used as a common language in fields such
as communication, economics, and education even in countries where the official
language is not English (Jerkins, 2009). English is spoken by about 600 million people
whose native language is not English. Accordingly, it can be said that people prefer to
use English frequently to communicate apart from their mother tongue (Lewis et al.,
2016).

Individuals use their ways and strategies while learning languages. Some of these
learners are more successful in learning foreign languages than others, and they have
individual learning behaviours that are not in others (Oxford, 1990). In recent years, it
has become evident that learning and acquiring a foreign language is getting more
important in favour of developing technology and communication possibilities;
consequently, it becomes a popular topic among researchers. Traditional studies were
carried out in the context of a class environment in which students could gather for the
same purpose and learn in the same way. From the 1970s onwards, learning
behaviours, skills or strategies of a good language learner have begun to be revealed
in the research (Chamot & El-Dinary, 1999; Cohen, 2003; Naiman, Frohlich, Stern &
Todesco, 1978; Stern, 1975), and it has been emphasized on their cognitive learning
processes, particularly how they have consciously or unconsciously dealt with and
perceived their learning (O’Malley & Chamot, 1990; Oxford, 1990; O'Malley, Chamot,
Stewner, Kupper & Russo, 1985).
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Along with many experimental studies with successful learners, the individual
differences of learners towards the end of the 1980s have begun to be examined. These
studies were based on the assumption that learners' characteristics, such as proficiency
(Anderson, 1991; Bedell & Oxford, 1996; Chamot & El-Dinary, 1999), learning style
(Ehrman & Oxford, 1990; Reid, 1987), gender (Bacon, 1992; Ehrman & Oxford, 1995),
motivation (Cohen & Doérnyei, 2002; Gardner, 1985; Oxford & Nyikos, 1989), and
anxiety (Horwitz, 1988; Horwitz & Cope, 1986), directly or indirectly affected learning
language. As a result, the use of strategy in learning foreign languages and the
responsibilities of learners in their learning have become more prominent than in the

past.

As seen in these studies, the knowledge, skills, and experiences that students have
gained in their endeavour have a long-lasting impact on their foreign language
learning. Rubin (1975) pointed out that the strategies used by successful foreign
language learners need to be examined in detail and emphasized that teachers need to
teach strategies that are already more useful to students who do not use or use less of
these strategies. Learning environments in which the teacher is the absolute power in
traditional education give its way to learning environments where students behave
much more actively. In this context, the role of the teacher changes to a facilitator or
guide rather than a source of knowledge in the classroom with the developing
technology and education technology. It is remarkably possible that the three aspects
of language proficiency, language learning skills, and an underlying value for learning
the language could be the key to autonomous language learning: that being a situation
where learners like what they do, get in control of their learning and take steps to
achieve or regulate the cases they try to learn (Nakata 2010). In this meaning, concepts

such as ‘learning to learn’, ‘autonomous learning” and “self-regulation” have emerged.
1.1. Self-regulation

Self-regulation is a concept that has emerged as a reason for the differences in the
learning processes of students, especially in terms of time and productivity
(Zimmerman, 2002). Regarding Zimmerman’s model of self-regulation, we can think
of particular stages of self-regulation (Zimmerman, 2002). In the first stage, the
forethought phase, learners analyse the task and set their objectives. On this basis, they
arrange which strategies to need to achieve these objectives. All process is influenced
by motivation of learners. Moreover, this covers their present motivational state
concerning the particular task as well as their remaining motivational manners like

their perceived self-efficacy or goal orientations. Students with self-regulatory skills
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are aware of the responsibility for their learning, and they also know that they have

the primary liability of their learning or education.

Pintrich (2000) defines self-regulation as an effective and constructive process in which
learners set their learning goals, manipulate their motivation, behaviours, and
cognition, and it is guided, constrained, and guided by goals and environments.
Pintrich’s model is mostly attracted to the components of motivation and target
orientation of the self-regulation process. There are four stages in Pintrich’s self-
regulation model (2000) which is defined by the interaction of cognitive, motivational,
sensory and biological individual processes and behavioural and contextual processes.
The first stage consists of forecasting, planning, and activation, the second stage
includes tracking, then the third stage control, and the final stage includes response
and reflection. Meanwhile, they organize the preparations, time, and environment for
their learning efficiently and try to overcome the difficulties they face in this direction
by getting help from their environment (Celik, 2012). Senemoglu (2010) affirmed that
in compliance with Bandura's social-cognitive theory, individuals could evaluate their
behaviours by observing and comparing them with their criteria, and they could

regulate their behaviour by reinforcing or punishing themselves.
1.2. Language learning skills

Research into language learning strategies has passed through several phases since the
tirst studies of good language learners nearly four decades ago (Pawlak, 2019). Oxford
(1990) suggested an expanded definition of strategies as ‘specific actions taken by the
learner to make learning easier, faster, more enjoyable, and more self-directed and
more transferable to new situations (Oxford, 1990, p. 8). Various models have been
suggested so far for the categorization of language learning strategies depend on their
use and role in the learning process. According to Oxford (1990), it is not convincing
yet how many strategies are possible, how they ought to be described and classified,
and whether it will be possible to establish a certain and validated hierarchy of
strategies. More, it is not possible to come to an eventual agreement on precisely
among the theorists. But still, some major models have emerged in the field so far
which are Rubin’s classification of direct and indirect strategies, Oxford’s six-category

model (SILL), O’'Malley and Chamot’s four-category strategy taxonomy (Ayhan, 2016).

When language learners apply strategies that are more appropriate for them, it is
revealed that they are to have a more permanent and easy learning process (El-Dip,
2004; Oxford, 2003; Wherton, 2000). Thus, instead of just teaching the language directly
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to the learners, teaching both the target language and the language learning strategies,
and regarding them as responsible for their learning may lead to better language
acquisition. Teachers should provide an environment and opportunity for students to
develop an effective language learning strategy in the classroom environment since
language learning strategies and beliefs are considered to be crucial factors for learning
a foreign language (Dickinson, 1995, Wenden, 1991). To do this, it is necessary to

determine the language learning strategies and levels of the students primarily.

Many of the studies have found a relationship between strategy teaching and language
achievement (Bas, 2014; Carrell, 1998, Chamot, 1993, O'Malley & Chamot, 1990,
Oxford, 1990). Teachers can also help students to learn how, where, and when to use
these strategies as they learn the language by incorporating strategy teaching into their
English language programs. The studies on foreign language learning strategies are
mostly limited to high school and university students (Akin, 2001, Rao, 2016, Tang &
Tian, 2015; Wherton, 2000).

1.3. The current study

As mentioned above, the importance of language learning strategies and self-
regulatory skills are highly important while learning a foreign language. Learning a
foreign language should not be only seen just as a formal course that can be taught in
formal education same as some other courses. Learners should control and organize
themselves, moreover, build their language learning strategies according to their
outcomes in this process. As a result of the findings of this research, teachers can
organize teaching environments and plan activities according to strategies that are
used extensively by students, and also support them regarding less preferred
strategies. Besides, the gathered data can be shared with the policymakers planning

the content and curriculum on behalf of a more learner-centred language learning.

Cetinel (2009) stated that according to Diindar Ucar, Chairman of the Wall Street
Institute Turkey, nearly between twenty-five and thirty thousand people enrolled on
foreign language teaching courses and paid approximately fifty million Turkish Liras
every year. According to these numbers, it is considered important to determine the
foreign language learning strategies of students not only in the official institutions but
also in other language teaching institutions. The related literature shows that no study
examines the private language course learners’ language learning strategies and self-
regulatory skills in Turkey. Thus, we decided to study with this group and to compare
their strategy use and self-regulation skills with a similar group of preparatory class
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students since they have a similar kind of learning and teaching curriculum based on

the Common European Framework of References.

The current research aims to examine the language learning strategy use and self-
regulatory skills of the learners focusing on their foreign language learning strategies
and self-regulation skills of the students who attend public university-preparatory
class (public) and private language learning course (private). In this direction, the

following sub-problems are tried to be revealed in this research.

1. What are the language learning strategies and self-regulation skills of university

preparatory class and private language course students?

2. Do language learning strategies and self-regulation skills of preparatory class and
private language course students differ according to the type of school, gender, type

of secondary school, proficiency levels, and frequency of using English?

3. Is there a significant relationship between language learning strategies and self-

regulation skills?
2. Methodology

Creswell (2013) stated that the research model should be determined before starting
the study to guide how data are collected and interpreted. General survey models are
a scan of the entire population or selected sample or sample to reach a general
judgment about a large universe (Creswell, 2013; Karasar, 2014; Punch, 2013). In this
research, relational survey model was used to determine foreign language learning
strategies and self-regulation skills of university preparatory class and private
language course students. The relational survey models were defined as a research
model that aims to determine the presence and/or degree of coexistence between two
or more variables (Biiyiikoztiirk et al., 2014; Karasar, 2014; Kothari, 2004).

2.1. Participants

The population of the study consisted of 458 students attending the preparatory class
of Adnan Menderes University School of Foreign Languages and 248 students
attending language courses. The study was attempted to reach the entire population
without using any sampling methods as it was called study population or accessible
population by Karasar (2014). And 293 preparatory class students and 129 language
course students joined the study voluntarily after eliminating the invalid and
unappropriated answers. Participants' ages range mostly between 18 and 24 years, so
it can be said they are in a similar lifetime period. Cohen et al. (2000) have calculated
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the theoretical sample sizes where the population is known and stated that 278 people
were sufficient for a %95 confidence interval in the population of 1000 people (as cited
in Erkus, 2005), thus it was accepted that the number of participants was enough for
the study.

Table 1. Personal information of the participants

Public Private
F % f %
Female 138 47,1 75 58,3
Gender Male 155 52,9 54 41,7
Total 293 100 129 100
Al 84 28,8 20 15,7
A2 146 49,8 81 63,8
Proficiency Level B1 62 21,1 24 17,3
B2 1 0,3 4 3,1
Total 293 100 129 100
General High School 30 10,2 44 34,1

Anatolian High School 164 55,9 60 46,5
Vocational High School 28 9,6 13 10,1

Type of Graduated . .
i Private High School 5 1,7 4 3,1
High School
Vocational High School 34 11,6 2 1,6
Other 32 10,9 6 4,7
Total 293 100 129 100
Verbal 35 11,9 20 15,5
Mathematical 119 40,6 57 44,2
Learning Domain in .
) Equally-weighted 107 36,5 48 37,2
High School :
Foreign Language 32 10,9 4 31
Total 293 100 129 100

2.2. Data Collection Instruments
2.2.1. Strategy inventory for language learning (SILL)

To investigate the level of language learning strategies of the participants, Oxford’s
(1990) SILL which was adapted to Turkish by Cesur and Fer (2007) was used.
Inventory consists of 50 items and there are two main categories named direct and
indirect strategies. Also, each of these categories is further divided into three sub-

categories. Direct strategies consist of memory, cognitive and compensation strategies,
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while indirect strategies consist of metacognitive, affective, and social strategies.
Oxford (1990) states that there are three references points as high, medium, and low.
Scores that are below 2.4 considered to be “low”, scores between 2.5 and 3.4 considered

to be “medium” and scores between 3.5 and 5 are thought to be “high”.

To validate the scale, principal component analysis was performed by Cesur and Fer
(2007). As a result of the analysis, Kaiser-Meyer-Olkin (KMO) value was found to be
.93. The communality variance of the inventory was found to be between .39 and .66.
It was determined that the inventory was collected in 6 dimensions with an eigenvalue
greater than 1 and 42% of the total variance was explained. The internal consistency
reliability coefficient of the whole inventory was found as .92. For the validity analysis
of the instrument, Confirmatory Factor Analysis (CFA) was conducted by using Lisrel
8. Confirmatory factor analysis was performed in the same sample of 422 prep classes
and private language course students. Practices of confirmatory factor analysis in the
same sample do not pose any problems (Joreskog & Sorbom, 1993; Thompson, 2005,
as cited in Ozdemir et al.). According to the results of confirmatory factor analysis, it
was confirmed that the inventory has a 6-dimensional structure (df=1160, Chi-square
3082,071, RMSEA=0,062, GFI= 0,838, AGFI=0,821, CFI=0,956).

2.2.2. Self-regulated learning skills scale

To investigate the level of self-regulated learning skills of the participants Turan’s
(2009) Self-regulated learning skills scale was used. The scale consists of 41five point
Likert- type items and four dimensions respectively; motivation and action for
learning, planning and goal setting, strategy use and evaluation, and addiction in

learning.

This 41-item scale developed by Turan (2009) was used as a data collection tool in the
research. However, the fit indices of the scale were found low after applying the
confirmatory factor analysis. Thus, principal component analysis was performed by
the researchers and items with a factor load of less than .40 and with a factor difference
of more than one factor less than .10 were excluded from the scale until forming the
appropriate structure. As a result, a scale that consists of 16 items and 3 dimensions
was formed. Although the first three dimensions of the scale, motivation and action,
planning and goal setting, and strategy use remains, the dimension of addition in
learning was removed. And the remaining items located in three dimensions
respectively; 1 to 7 in strategy use and evaluation (a=.81), 8 to 12 in planning and goal

setting (a=.79), and 13 to 16 in motivation and action for learning (a=.71). The factor
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loadings of these 16 items are between .54 and .80 and explain 52.31% of the total
variance (a=.88). For the validity analysis of the instrument, Confirmatory Factor
Analysis (CFA) was conducted by using Lisrel 8. According to the results of
confirmatory factor analysis, it was confirmed that the inventory has a 3-dimensional
structure (df=101, Chi-square=256,720, RMSEA=0,054, GFI= 0,931, AGFI=0,907,
CFI=0,972).

2.3. Gathering and Analyzing the Data

In the research, the data were gathered in the second term of the 2015-2016 academic
year, since it was expected students got a certain level of education in their institutions.
Both institutions have adopted the Common European Framework of References
(CEFR) proficiency level system. Students who just try to achieve and to get a certain
point in the Foreign Language Exam instead of CEFR were not included in the present
study. The scales were distributed and explained to the participants by the researchers.
The scales were applied simultaneously to both preparatory class and language course
students in their institutions before or after their courses. It took 15-20 minutes to
complete both scales together. The data obtained at the end of the application were
coded and transferred to the SPSS 20.0 package program to perform the proper
statistical analyzes. To test the normality of the research data, the Shapiro-Wilk
normality test was applied. Accordingly, it was observed that all variables were
normally distributed for both language learning strategies and self-regulation skills
(p>.05). Besides, when the kurtosis and skewness coefficients of the variables were
examined, it was seen that all values were between -1.5 and +1.5, so it was assumed
the data were distributed normally. (Tabachnick & Fidell, 2013). Therefore, parametric
tests were used while analysing the data. Considering the research problem and sub
problems frequency, independent sample t-test, Pearson correlation analysis and one-

way ANOVA analysis were performed.
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3. Results

3.1. Level of Language Learning Strategies and Self-Regulated Learning Skills of

Participants

Table 2. Level of language learning strategies of participants

N X SD
Memorv Strategi Public 289 2.99 81
COTY STATesTes Private 124 347 71
Coenitive Strateei Public 289 2.87 81
OBTITIVE STATESTEs Private 124 3.29 68
C on S ) Public 289 3.07 78
ompensation Strategies Private 124 318 69
Meta Coenitive S . Public 289 3.19 .87
eta Cognitive Strategies Private 124 3.51 74
Public 289 2.84 79
Affective Strategies
Private 124 3.06 .75
Public 289 3.11 77
Social Strategies
Private 124 3.31 .68
Public 289 3.00 .67
Mean
Private 124 3.33 .60

As seen in Table 2 above, it is seen that the average use of general strategy of public
students is 3.00 and the general strategy usage average of private language course
students is 3.33. In the averages obtained from the answers given to the sub-
dimensions of the scale, it is determined that the public students reach the highest
mean in metacognitive strategies (x =3.19). Also, it is observed that the highest average
of private language course students is in metacognitive strategies (x = 3.51). Besides, it
is seen that both the public (x = 2.84) and the private language course students (x =

3.06) have the least preferred language learning strategies in affective strategies.
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Table 3. Level of self-regqulated learning skills of participants

N X SD
Strategy use and evaluation Pu.blic 289 3.75 62
Private 124 3.81 54
Planning and goal setting Pu'blic 289 3.69 .64
Private 124 3.85 .62
Motivation and action for learning Public 289 3.92 .61
Private 124 3.99 .68
M Public 289 3.78 51
ean
Private 124 3.87 D52

In Table 3, it is seen that the average point of self-regulation skills of the public students

is 3.78 and the private language course students’ is 3.87. The sub-dimensions of the

scale show that the students in both groups have the highest mean in dimensions of

motivation and action for learning.

3.2. Differences between Language Learning Strategies and Self-Regulated

Learning Skills According to School Type

Table 4. Independent Sample T-test results of language learning strategies according to

school type of the participants

N X sd t p d

Memory Strategies Public 289 299 .81 5740 149
Private 124 347 71

Cognitive Strategies Public 289 287 81 5075 .020* .56
Private 124 3.29 .68

Compensation Strategies Public 289 3.07 78 1191 919
Private 124 3.18 .69

Meta Cognitive Strategies Public 289 319 87 3581 .018* .40
Private 124 351 .74

Affective Strategies Public = 289 284 79 433 340
Private 124 3.06 .75

Social Strategies Public 289 311 77 5011 112
Private 124 3.31 .68
Private 124 3.33 .60

As seen in Table 4 above, according to the independent sample T-test results, there is

no significant difference between the participants in terms of school type in such

dimensions; memory strategies (t413=-5.740, p=.149), compensation strategies (t413=-
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1.191, p=.919), affective strategies (t413=-2.633, p=.340), social strategies (t413=-2.011,
p=-112), and total of the scale (t413=-4.683, p=.074). However, it is determined that the
level of use of cognitive strategies of private language course students (¥ = 3.29, sd =
.68) was significantly (t 413 = -5.075, p = 020) different than public students (x = 2.87,
sd =.81). Moreover, the mean of metacognitive strategies of language course students
(x =3.51, sd=.74) is significantly (t413=-3.581, p=.018) higher than the public students
(¥ =3.19, sd=.87) like cognitive strategies. The effect sizes of the students' language
learning strategies are determined with the Cohen d coefficient. Accordingly, 56% of
the difference in cognitive strategies and 40% of the difference in metacognitive

strategies are derived from the school type variable.

The findings related to the differences between school types in self-regulated learning
skills of the university prep class and private language course students are shown in
the table below.

Table 5. Independent Sample T-test results of self-requlated learning skills according to school
type of the participants

N X sd t p d
Private 128 3.81 .542
Private 128 3.85 .620
Motivation and action for Public 286 3.93 .611 _415 359
learning Private 128 3.99 .677
Public 286 3.78 .509 _¢37 102
Private 128 3.87 .521

Strategy use and evaluation

Planning and goal setting

Mean

As seen in Table 5 above, according to the independent sample T-test results of self-
regulated learning skills of participants, there is no significant difference according to
the school type in such dimensions; strategy use and evaluation (t414=-.921, p=.358),
motivation and action for learning (t414=-.918, p=.359), and whole scale (t414=-1.637,
p=.102). Also, level of planning and goal setting of private language course students
(x =3.85, sd=.62) is significantly (t414=-2.274, p=.023) higher than the public students
(x=3.70, sd=.643). The effect sizes of the students' language learning strategies are
determined with Cohen d coefficient. Accordingly, 3% of the difference in dimension

of planning and goal setting is derived from the school type variable.
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3.3. Differences between Language Learning Strategies and Self-Regulated

Learning Skills According to Gender

The findings related to the differences between school types in language learning
strategies of the university prep class and private language course students are shown
in Table 6 below

Table 6. Independent Sample T-test results of language learning strategies according to the
gender of participants.

N X sd t p d
Female 213 3.23 .76 2281 .023* .22

Male 209 3.05 .84
Female 213 3.05 .75 1.412 159
Male 209 294 83

Female 213 3.11 .73  .065 948
Male 209 3.10 1.01

Female 213 338 .85 2151 .032* .21
Male 209 320 .83

Female 213 292 .79 248 .804
Male 209 290 .78

Female 213 320 .71  .613 540
Male 209 3.15 1.02

Female 213 315 .62 1.631 .104
Male 209 3.04 .69

Memory Strategies

Cognitive Strategies

Compensation Strategies

Meta Cognitive Strategies

Affective Strategies

Social Strategies

Whole Scale

As it can be seen in Table 6 above, according to the independent sample T-test results,
there is no significant difference between the participants” gender in such dimensions;
cognitive strategies (t410=1.412, p=.159), compensation strategies (t410=.065, p=.948),
affective strategies (t410=.248, p=.804), social strategies (t410=.613, p=.540), and whole
scale (t410=1.631, p=.104). Besides, it is seen that the mean of memory strategies of the
female students (x = 3.23, sd=.76) differs significantly (t410=2.281, p=.023) compared to
male students (x =3.05, sd=.84). Also, metacognitive strategies of the female students
(¥=3.38, sd=.85) differs significantly (t410=2.151, p=.032) compared to male students (X
=3.20, sd=.83). The effect sizes of the students' language learning strategies are

determined with Cohen d coefficient. Accordingly, 22% of the difference in memory
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strategies and 21% of the difference in metacognitive strategies are derived from

gender.

The findings related to the differences between school types in self-regulated learning

skills of the public and private language course students are shown in Table 7 below.

Table 7. Independent Sample T-test results of self-regulated according to the gender of

participants.

N x sd t p d

Female 209 3.86 .573
Strategy use and evaluation 3.112 .002* .03
Male 205 3.68 .615

Female 209 3.84 .585
Planning and goal setting 3.125 .002* .03
Male 205 3.65 .678

Motivation and action for Female 209 396 .602 .561 575
learning Male 205 3.93 .663

Female 209 3.88 .488 2979 .003* .03
Whole Scale
Male 205 3.73 529

As it can be seen in Table 7, there is no significant difference between males and
females in motivation and action for learning dimension (t414=.561, p=.575). In
addition, it is seen that the planning and goal setting of the female students (x =3.84,
sd=.585) differs significantly (t414=3.125, p=.002) compared to male students (x =3.65,
sd=.678). Also, strategy use and evaluation of female students (x =3.86, sd=.573) is
significantly different and higher (t414=3.112, p=.002) than the male students (x =3.68,
sd=.615). Finally, female students’ mean (x =3.88, sd=.488) (x =3.73, sd=.529) of self-
regulated learning skills is significantly different and higher (t414=2.979, p=.003) than
males in the whole scale. The effect sizes of the students' language learning strategies
are determined with Cohen d coefficient. Accordingly, 3% of the difference in the

whole scale and the other dimensions are derived from gender.
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3. 4. Differences between Language Learning Strategies and Self-Regulated

Learning Skills According to Graduated High School Type

The findings related to the differences between language learning strategies and self-

regulation skills of public university students and private language course students

according to the high school type they have graduated are shown below.

Table 8. ANOVA results related to the comparison of the language learning strategy levels of

participants depending on the type of graduated high school

Dimensions Source of Variance Squares Df Squares F p n2
Total Average
Between Groups 5.859 5 1172
Memory
Strategies Within Groups 266.630 404 660 1775 117
Total 272.489 409
Between Groups 5.845 5 1.169
Cognitive Within Groups 258.026 404 639 1.830  .106
Strategies
Total 263.872 409
Between Groups 11.181 5 2236
Compensation . 1in Groups 309.572 404 766 2918 .013* .03
Strategies
Total 320.753 409
Between Groups 8.259 5 1.652
Metacognitive vy Groups 289.873 404 719 2296 .045% .03
Strategies
Total 298.132 409
Between Groups 3.148 5 .630
Affective Within Groups 249.886 404 620 1.015 408
Strategies
Total 253.034 409
Between Groups 2.282 5 .456
Social Within Groups 315.487 404 .783 583 713
Strategies
Total 317.770 409
Between Groups 4.102 5 .820
Whole Scale Within Groups 179.386 404 444 1.848 .103
Total 183.489 409

As it is seen in Table 8, there is no statistically significant difference between the
dimensions of memory (F=1.775. p=.117), cognitive (F=1.830, p=.106), affective (F=1.015,
p=.408), social strategies (F=.583, p=.713), the whole scale (F=1.848, p=.103) and type of
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graduated high school. However, it is seen that there is a significant difference in
compensation (F=2.918, p=.013) and metacognitive strategies (F=2.296, p=.045). The
homogeneity of the variance is tested in the areas where there are significant
differences, and it is founded that the variance is not homogeneous in the
compensation strategies (Levene F = 3.55, p =.005); therefore, Games-Howell pairwise
comparison test is used in Post Hoc tests. Consequently, a significant difference is
found between the Anatolian High School (x=3.35) and General High School (x=2.88)
and Vocational High School (x=3.43) graduates in favour of Vocational High School
graduates. However, in metacognitive strategies where there is another difference, it
is seen that the variance is equally distributed (Levene F=1.884, p=.096). As a result of
the analysis, a significant difference is found between the Anatolian Teacher Training
High School (x=2.84) and General High School (x=2.88) and Vocational High School
(x=3.43) graduates in favour of Vocational High School graduates.

Table 9. ANOVA results related to the comparison of the self-regulated learning skills of
participants depending on the type of graduated high school

Dimensions Source of Squares Squares 5
Variance Total Average P N
Between Groups 2.886 5 577
Strat 1.613  .155
TAeBY US€  \ithin Groups 146004 408 .358
and evaluation
Total 148.891 413
Between Groups 2.215 5 443
Planningand yviin Groups 166536 408 408 1085 .368
goal setting
Total 168.751 413
Motivation and Detween Groups 2.538 5 508
. — 1.274 274
action for Within Groups 162.489 408 398
learning
Total 165.027 413
Between Groups 2.232 5 446
Whole Scale Within Groups 106.667 408 .261 1.708 132
Total 108.900 413

Table 9 shows the results of one-way analysis of variance towards the scores obtained

from the public and private language course students self-regulatory learning skills
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scale according to the type of graduated high school. As it is seen in the table, there is

not any statistically significant difference among the dimensions and all over the scale.

3.5. Differences between Language Learning Strategies and Self-Regulated

Learning Skills According to Proficiency Levels

The findings related to the differences between language learning strategies and self-
regulation skills of public and private language course students according to their

proficiency levels are shown below.

Table 10. ANOVA results related to the comparison of the language learning strategies of

participants depending on their proficiency levels

. . Source of Squares Squares
Dimensions : df F p n2
Variance Total Average
M Between Groups  2.738 3 913
emor
M Within Groups  255.081 397 .643 1420 236
Strategies
Total 257.819 400
Between Groups  12.281 3 4.094
Cognitive -
gnitt Within Groups 235139 397 592 6911 goo* .05
Strategies
Total 247.420 400
Between Groups 4,978 3 1.659
Compensation — 2.982
: Within Groups 220.895 397 556 ' 031 .02
Strategies
Total 225.874 400
Between Groups 5 654 3  1.885
Metacognitive — 2.793
) Within Groups 267.182 396 .675 .040* .02
Strategies
Total 272.836 399
Between Groups 1457 3 486
Affective -
) Within Groups 235.925 396 .596 815 486
Strategies
Total 237.382 399
Between Groups  2.080 3 693
Social -
) Within Groups 211.086 396 .533 1300 274
Strategies
Total 213.166 399
Between Groups 4444 3 1.481
Whole Scale Within Gr()ups 157.979 397 398 3.723 .012* .03
Total 162.423 400
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Table 10 shows the results of one-way analysis of variance towards the scores obtained
from the public and private language course students” language learning strategies
according to the proficiency levels. It is seen that there is not any statistically significant
difference in the dimensions of memory strategies (F=1.420, p=.236), affective strategies
(F=.815, p=.486), and social strategies (F=1.300, p=.274). However, it is found that there
are significant differences in cognitive (F=6.911, p=.0), compensation (F=2.982, p=.031),
metacognitive strategies (F=2.793, p=.040), and all over the scale (F=3.723, p=.012). The
homogeneity of the variance is tested in the areas where there are significant
differences, and it is founded that the variance is not homogeneous in the cognitive
strategies (Levene F=2.859, p=.037); therefore, Games-Howell pairwise comparison test

is used in Post Hoc tests.

And it is observed that there is a significant difference in cognitive strategies among
the Al (x=2.80) and A2 (x=2.99) and B1 (x=3.28) students in favour of the participants
who are in Bl proficiency level. Also, a significant difference in metacognitive
strategies is found among the Al (x=3.23) and A2 (x=3.27) and B1 (x=3.49) students in
favour of the participants who are in Bl proficiency level. Finally, it is observed that
there is a significant difference all over the scale among the A1 (x=3.00) and A2 (x=3.09)
and B1 (x=3.27) students in favour of the participants who are in B1 proficiency level.
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Table 11. ANOVA results related to the comparison of the self-requlated learning skills of

participants depending on their proficiency levels

) ) . Squares Squares n
Dimensions Source of Variance df F p
Total Average 2
Between Groups 461 3 154
Strategy use and — 425 736
i Within Groups 148.429 410 .362
evaluation
Total 148.891 413
Between Groups 371 3 124
Planni d - 301 .825
anming an Within Groups 168380 410 411
goal setting
Total 168.751 413
Between Groups 455 3 152
Motivation and s
Within Groups
action for P 164572 410 401 578 769
learning
Total 165.027 413
Between Groups 147 3 049
Whole Scale Within Groups 108.753 410 265 184 907
Total 108.900 413

Table 11 shows the results of one-way analysis of variance towards the scores obtained
from the public and private language course students self-regulatory learning skills
scale according to their proficiency levels. As it is seen in the table, there is not any

statistically significant difference among the dimensions and all over the scale.

3.6. Differences between Language Learning Strategies and Self-Regulated

Learning Skills According to Frequency of English Use

Participants were asked to indicate their frequency of use in English on the
questionnaire. The findings related to the differences between language learning
strategies and self-regulation skills of public and private language course students

according to their frequency of English use are shown below.
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Table 12. ANOVA results related to the comparison of the language learning strategies of
participants depending on their frequency of English use

Squares df Squares

Dimensions Source of Variance F p n2
Total Average
Between Groups 10 442 4 2611 4176 003
Memory —
) Within Groups 247.573 396 .625 04
Strategies
Total 258.015 400
Between Groups 15.828 4 3.957 6.769 000*
Cogniti -
ogTiive Within Groups 231504 396 585 06
Strategies
Total 247.332 400
Between Groups  8.919 4 2.230 4082  .003*
C ti e
OMPENSAUON  Within Groups 216321 396 546 04
Strategies
Total 225.240 400
Between Groups 25.751 4 6.438 10.306 .000*
Metacognitive e
fg V€ " Within Groups 246.733 396 .625 09
Strategies
Total 272.484 400
Between Groups  3.116 4 779 1308 267
Affective —
) Within Groups 235.306 396 .596
Strategies
Total 238.422 400
Between GroupS 4.313 4 1.078 2.023 091
Social -
' Within Groups 210.595 396 .533
Strategies
Total 214.908 400
Between Groups ~ 11.092 4 2.773
Whole Scale ~ Within Groups 151.566 396 .383 7.245  .000* .07
Total 162.658 400 2.611

Table 12 shows the results of one-way analysis of variance towards the scores obtained
from the public and private language course students” language learning strategies
according to the frequency of English use. It is found out that there is not any
significant difference in affective (F=1.308, p=.267) and social strategies (F=2.023,
p=.091). However, it is seen that there are significant differences in memory (F=4.176,

p=.003), cognitive (F=6.769, p=.0), compensation (F=4.082, p=.04), metacognitive
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strategies (F=10.306, p=.0), and all over the scale (F=7.245, p=.07). And it is observed
that there is a significant difference all over the scale among the “often” (x=3.48) and
“sometimes” (x=3.11) and “rarely” (x=3.00) students in favour of the participants who

claim that they use English “often”.

3.7. Correlation between Language Learning Strategies and Self-Regulated
Learning Skills

Table 13. Correlation between language learning strategies and self-requlated learning skills

Language learning Self-regulated learning
strategies skills
Language learning strategies 1 S4**
Self-regulated learning skills o/ 1

Table 13 shows that there is a significant and positive correlation between language

learning strategies and self-regulated learning skills (r=.54, p=.0).
4. Discussion & Conclusion

In this study, it was aimed is examine the language learning strategy use and self-
regulatory skills of the learners attending university preparatory class and private
language learning course, focusing on their foreign language learning strategies and
self-regulation skills. According to the SILL scores, both groups have mid-level
strategy use; however, it is seen that the average of private language course students
is higher than the preparatory class students. This result confirms the other research
in the literature (Altan, 2004; Bekleyen, 2006; Cesur, 2008; Chang, 2011; Padem, 2012;
Tang and Tian, 2015; Wong, 2011). These studies show that learners have some kind
of strategy use, but that is not so high. Sub-dimensions of the scale show that
metacognitive strategies are the most preferred by both groups. This finding supports
other studies in the literature (Ada, 2011; Park, 2006). However, other studies show
that social strategies are preferred intensively by learners (Padem, 2012; Rao,2016;
Wong, 2011).

The fact that affective strategies are the least preferred strategy by the learners in both
groups confirms the research in the literature (Hong-Nam and Leavell, 2006; Padem,
2012; Razak et al.,, 2012; Unal et al., 2011; Wong, 2011). According to Lestari and
Yahyudin (2020) learners rarely use affective strategies since they do not pay attention
too much to emotional factors such as anxiety and nervousness while they are learning
English. Taylor and Cutler (2016) stated that students at the intermediate level use
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metacognitive strategies more, as they got more specialized in language learning,
which helps them to control their autonomy better and evaluate their learning more
frequently. Likewise, Meniado (2016) explained that the use of metacognitive strategy
is more common among students at an intermediate level than the beginners. Because
learning barriers of these learners decrease in time and that helps them to use their
metacognition better. He also explained that the learning environment determines the
use of metacognitive strategies. Oxford (1990) stated that cognitive strategies are the
most preferred strategy for beginners of foreign languages because they do not know
much about the target language. It has been determined that students of private
courses have a higher average in terms of cognitive strategies such as summarizing the
text read or finding English patterns and metacognition strategies such as self-
evaluation or time allocation for learning English than preparatory class students.
There are no studies on language learning strategies of private language course
students in the literature; therefore, the results of the present study will be a reference
for further studies. However, Jimenez et al. (1991) reported that students in private
schools in the Philippines had higher levels of strategy use than students in public
schools. Comparing the SILL scores of the two groups shows that there is no significant
difference between the two groups except cognitive and metacognitive strategies.
Ergun (2011) examined the students' language learning concerns in public and private
universities and stated that there was no significant difference between the language

learning anxieties of the students in the two institutions.

Although the averages of female students are higher than males in the use of language
learning strategies, not no statistically significant difference is found. Similar studies
conducted in the literature that confirm the results of the present study show that there
is no significant difference between the two genders (Batumlu & Erden, 2007; Cesur,
2008; Ertekin, 2006; Hong-Nam and Leavell, 2006; Padem, 2011; Tabanloglu, 2003).
Also, there are other studies showing that there are significant differences in favour of
female students (Aslan, 2009; Liyanage & Bartlett, 2011; Nyikos, 1990; Oxford, 1993;
Razak et al., 2012; Shaw & Oxford, 1995) and male students (Phakiti, 2003; Tang &
Tian, 2015). The relationship between self-regulatory learning skills and gender shows
that females have higher average scores than males all over the scale and all
dimensions except planning and goal setting. Besides, other studies have shown that
female students have more self-regulation skills than males (Aktan, 2012; Bidjenaro,
2005; Vrugt & Oort, 2010; Zimmerman & Martinez-Pons, 1990). Lin, Zhang and Zheng
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(2017) stated that self-regulation was a medium role between learning strategy and

success,

In the use of language learning strategy, it is found that there are significant differences
between students who are in B1 and B2 proficiency levels and students in Al and A2
in favour of upper-level students. Accordingly, students who are in the upper levels
use language-learning strategies more, also it can be said that the use of language
learning strategy contributes to improving the English language. Moreover, there are
significant differences in cognitive, metacognitive, and compensation strategies. There
are similar studies that support this result in the literature (Bremner, 1999; Oxford &
Nyikos, 1989; Wharton, 2000).

Then, it is found out that there are differences in terms of language learning strategies
among students, hence, the more English use brings about the more strategy use. The
literature shows that there is no study examining the language learning strategies and
frequency of English using; in this respect, the findings obtained from this research
will be a source for other studies. Although not directly related to language learning
strategies, some studies are showing that the level of use of English results in
increasing the proficiency levels (Belcher, 2006, Harmer, 1991; Liu et al., 2004). There
is a significant and positive correlation between language learning strategies and self-
regulated learning skills. According to this finding, it can be said that as the self-
regulatory learning skills of the students increased, the levels of language learning
strategies also increased. There are studies in the literature supporting that result
(Dianyu, 2005; Chularut & DeBacker, 2004; Xiaodong, 2004).

To conclude, private language course students have higher scores than prep class
students in all dimensions and all over the scale of language learning strategies. There
are, of course, other variables that affect strategy use, but it can be said that private
language course students are more aware of the strategy use in language learning. To
explain this difference more, especially qualitative, studies are required. Because
private language courses are not obligatory, instead voluntarily, the students may
have a deeper intrinsic motivation. One of the main purposes of this study was to
probe whether learners with different self-regulation skills differed in their use of
language learning strategies. The results showed that learners who possessed a higher
level of self-regulation reported using learning strategies more often than those who
did not possess this higher level in both institutions. Thus, learners get to be

encouraged to use language learning strategies and self-regulation skills.
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5. Suggestions

It is determined that the students use language-learning strategies at an intermediate
level. To increase that, teachers should inform students about the use of strategy in
their lessons and encourage them to use language learning strategies. In particular,
students having lower proficiency are seen to have low strategy use, so they should be
informed and encouraged to use language learning strategies. It is seen that private
language course students have higher scores in both inventories of language learning
strategies and the scale of self-regulatory learning skills. The facilities of public and
private language course students show that there is not much difference between
them, it is thought that the only difference is in class size and the course materials used.
Consequently, it may be useful to decrease the number of students in classes.
Participants were not asked whether they had previously received any training
beforehand about language learning strategies and self-regulatory learning skills, thus
it is important to ask that to reveal whether there is any difference according to the
training. Furthermore, it is observed in the present study that female students have
more self-regulatory learning skills than males. However, no data have been obtained
about the reasons for this, so the self-regulation skills of female and male students can

be explored in depth.
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Bu arastirmada, 6gretim programina yonelik farkindalik dlgeginin gelistirilmesi amaglanmustir. Bu amag
dogrultusunda, ilgili alanyazin taramasi yapilmus, farkindalik ve 6gretim programlar: kavramlar: detayli

Anahtar Kelimeler bir sekilde incelenmistir. Hgili alanyazin taramasma ek olarak, 6gretmenlerle ve alan uzmanlariyla
@gretim programi goriismeler yapilmigtir. Alanyazin taramasindan ve goriismelerden elde edilen bilgiler dogrultusunda
Farkindalik gelistirmesi amaglanan 6lgek icin madde havuzu olusturulmustur. flgili madde havuzu {igii alan uzmani,

ticli 6lgme ve degerlendirme uzmani olmak {izere 6 uzmana gonderilmistir. Uzmanlardan gelen doniitler
dogrultusunda 6lgegin ilk uygulamada kullanilacak formu olusturulmustur. Bu form, 2020-2021 egitim
Gegerlilik dgretim yilinda gesitli okul kademelerinde gorev yapmakta olan 364 gretmene uygulanmigtir. Toplanan
verilere Agimlayic1 Faktor Analizi (AFA) yapilmisg; analiz sonucunda {ig alt faktor (Psikomotor, Biligsel ve
Duyussal Farkindalik) ve 25 maddeden olusan bir yapi elde edilmistir. Bu yapinin dogrulugunu test etmek
Goénderim Tarihi: 12.05.2021 amaciyla Olcegin yeni formu ikinci ¢alisma grubuna (417 6gretmen) uygulanmis, toplanan verilere
. Dogrulayici Faktor Analizi (DFA) yapilmigtir. DFA sonucunda ortaya ¢ikan uyum indekslerinin “Kabul
Kabul Tarihi: 02.06.2021 Edilebilir” ve “Miikemmel Uyum” araliklarinda oldugu ve yapmin dogrulandig: tespit edilmistir. Olgegin
Yayin Tarihi: 27.06.2021 alt faktorlerine yapilan bilesik giivenilirlik ve Cronbach Alfa giivenirlik katsayilarinin da alanyazinda
belirtilen kesme degerlerinin iistiinde oldugu ve dolayisiyla dlgegin giivenilir oldugu sonucuna varilmigtir.
Bu bulgular, arastirma kapsaminda gelistirilen 6lgegin ileriki ¢alismalarda kullanilabilecek psikometrik
ozellikleri tagidigini gostermektedir.

Olgek geligtirme

Gilivenirlik

DEVELOPING CURRICULUM AWARENESS SCALE (CAS): THE STUDY OF VALIDITY

AND RELIABILITY
Article Info Abstract
DOI: 10.35452/caless.2021.6 This study aims at developing a curriculum awareness scale. To attain this goal, the relevant literature was
reviewed and the concepts of awareness and curriculum were examined in detail. In addition to the
Keywords literature review, interviews were made with teachers and field experts. An item pool was created for the
Curriculum scale, which is intended to be developed in line with the information obtained from the literature review

and interviews. The relevant item pool was sent to 6 experts, three of whom were field experts, three of
whom were assessment and evaluation experts. In line with the feedback from the experts, the form of the
scale to be used in the first application was created. This form was administered to 364 teachers working
Validity at various school levels in the 2020-2021 academic year. Explanatory Factor Analysis (EFA) was performed
Reliability on the collected data; As a result of the analysis, a structure consisting of three sub-factors (Psychomotor,
Cognitive and Affective Awareness) and 25 items was obtained. In order to test this structure, the new
form of the scale was applied to the second study group (417 teachers), and Confirmatory Factor Analysis
. (CFA) was performed on the collected data. It was determined that the fit indices resulting from the CFA
Received: 12.05.2021 were in the "Acceptable” and "Perfect Fit" ranges and the structure was confirmed. It was concluded that
Accepted: 02.06.2021 the composite reliability and Cronbach's alpha reliability coefficients applied to the sub-factors of the scale
Published: 27.06.2021 were also above the cut-off values stated in the literature, and therefore the scale was reliable. These
findings show that the scale developed within the scope of the research has psychometric properties that
can be used in future studies.
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Extended Abstract

Introduction

The three basic elements of education, which is the process of creating a deliberate and desired change
in an individual's behaviour through his own life, are the program, the teacher and the student. These
three basic elements of education are actively used while creating desired behaviours. Teachers create
the knowledge, skills and attitudes expected from students through the education program. Since
education and training activities are purposeful and planned, educational activities must be continued
in line with a training program. For this reason, education and training institutions apply the written
education programs previously officially prepared. The teacher, who is obliged to provide the
knowledge, skills and values required by the curriculum, to be able to fully and accurately apply for the
program and to meet the program requirements requires a good knowledge of the program's objectives,
content, educational situations and testing situations. Because no matter how well-designed educational
programs are in theory, teachers, who are the implementers of the programs, can bring the programs to
life as good program reader and practitioner. Determining the extent to which the curriculum is adopted
by the teachers and at what level it is reflected in the practice is important in terms of time, effort and

money.
Method

This research is a scale development study conducted to develop a curriculum awareness scale (CAS).
The research process was carried out in accordance with the sequential exploratory design, one of the
mixed-method research designs. In this design, researcher/s start with exploring qualitative data and
the findings obtained in this process are used in the quantitative research dimension (Creswell, 2014).
The research was conducted with two different study groups consisting of teachers who work in public
and private schools in the province of Siirt and its districts. The first study group consists of 324 teachers,
141 females and 223 males.27 of these teachers work in pre-school, 111 in primary school, 135 in
secondary school, and 91 in high school and equivalent schools. The data of this study group were used
in the Exploratory Factor Analysis (EFA), which is the first step of the scale development process. As a
result of the analysis made with the data obtained from the first study group, the items to be removed
from the scale and the sub-factors of the scale were determined. The final form obtained was distributed
to the second study group to test the accuracy of the structure that emerged in EFA. The second study
group consists of 417 teachers, 179 of which are females and 238 males. 32 of the teachers in this group
are in preschool, 125 in primary school, 162 in secondary school, 98 in high school and equivalent
education level schools. The data of this study group were used in Confirmatory Factor Analysis (CFA)
and reliability tests.

Findings and Results

As aresult of EFA, 33 items were removed from the pilot form since 16 of them had low factor loadings
and the rest had overlapping structure. Based on the scree plot graph and factor loadings, a scale
consisting of 25 items and 3 factors was determined. Considering the EFA findings and related
literature, the first factor was named "Psychomotor Awareness". While this factor includes 12 items with
factor loading between .60 and .80, the contribution of this factor to the total variance was calculated as
26.66%. The second factor of the scale was named "Cognitive Awareness". In this factor, there were 6

items with factor loading between .54 and .79, while the contribution of the relevant factor to the total
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variance was calculated as 18.39%. Another factor in the scale was named as "Affective Awareness". The
contribution of the affective awareness factor, which includes 6 items with factor loadings ranging from
.51 to .79, to the total variance was calculated as 14.47%. The total variance explained by all the relevant

factors was calculated as 59.52%.

In order to test the structure that emerged in EFA, Confirmatory Factor Analysis (CFA) was applied to
the data of the second study group. The CFA findings showed the fit indices of the model established
without modification are "acceptable” in SRMR, PFGI and PNFI, and "perfect fit" in other indices (x2 /
df, RMSEA, NNFI, NFI, CFI and IFI). The perfect and acceptable fit indexes of the tested model showed

that the three-factor model that emerged in EFA was also confirmed in CFA.

The reliability evidence of the scale was checked through Cronbach Alpha internal reliability coefficient
and composite reliability which is a reliability coefficient calculated based on factor loadings and error
variance values. Accordingly, the Cronbach Alpha reliability coefficient was calculated as .85 for the
Psychomotor Awareness factor; .81 for the Cognitive Awareness factor; .79 for the Affective Awareness
factor. The composite reliability coefficients of the factors were .88 in the Psychomotor Awareness factor;
.86 in the Cognitive Awareness factor and .85 in the Affective Awareness factor. Reliability coefficients
of .70 and above are accepted as "reliable" in the literature (Domino & Domino, 2006). In this case, it was
concluded that the Curriculum Awareness Scale (CAS) was reliable in terms of both the Cronbach Alpha

and the composite reliability coefficient.

The 25-item curriculum awareness scale, which has a five-point Likert type rating, has a structure of
three sub-factors. For this reason, a total score cannot be obtained from the scale. Comments for the
research can be made separately for each factor. As the participants score more on factors, they will

have a higher awareness of the relevant factor.

In addition to the strengths mentioned above, the research has some limitations and recommendations
for researchers who will use the scale. Firstly, the data collected in this study are limited to teachers
working in the city centre and districts of Siirt. As Bademci (2013) stated, the findings related to
reliability are the properties of the measurements, while the interpretations made as a result of the
measurements are accepted as the properties related to the validity. In this direction, it is necessary to

renew the validity and reliability analyses for the data to be collected from different study groups.
1. Giris

Egitim programlar1 Ogrencilerden beklenen hedefleri ortaya koyan, bunlarmn
kazanilmasi i¢in sartlar1 belirleyen organize edilmis semalardir (Demirel, 2007). Egitim
faaliyetlerinin organize edilmesi ve planlanmasmnin saglanabilmesi igin bu
programlarin ise kosulmasi bir zorunluluktur. Bundan dolay1 egitimin paydaslar:

resmi olarak hazirlanmis yazili egitim ve Ogretim programlari kullanmaktadirlar
(Yiksel, 2002)

Egitim programi ve 6gretim programi kavramlari i¢ ice gecmis ve bazen birbirinin
yerine kullanilan kavramlar olarak goziikse de temelde iki kavram arasinda cok

belirgin farkliliklar mevcuttur. Ogretim programui simirlar1 belirlenmis bir planin bir

grupla yiiriitiilmesini ifade ederken egitim programu ise daha {tist bir kavram olarak
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belirlenmis tiim planlar1 iginde barindiran etkinlikler biitiinii olarak tanimlanmaktadir
(Akpmar, 2017). Egitim programi ayni zamanda 0gretim programlari icin bir rehber
niteligindedir (Kiigiikahmet, 2007). Oliver (1965) egitim programini 6grencilerin hem
okul icinde hem de okul dis1 faaliyetlerindeki tiim deneyimlerini toplami olarak
goriirken, Demirel (2010, 2017) buna ilaveten planlanmis etkinliklerin onemini
vurgulamaktadir. Planlanmis okul dis1 ve okul ici faaliyetlerin yer aldigi egitim
programlar1 soz konusu egitim faaliyetlerine yon verir ve ayn egitim kademesindeki

amagclarin ayn1 yonde gerceklesmesini saglar.

Dolayisiyla 6gretmenlerin ders ici etkinlikleri olustururken 6gretim programlarmni
dikkate almalar1 ve kendi bilgi ve donanimlariyla biitiinlestirerek uygulamalar
yapmalari beklenmektedir (Biimen, Cakar ve Yildiz, 2014). Ogretim programinin
ogretmen tarafindan tam ve dogru bir sekilde uygulanabilmesi, 6gretim programinin
sunmus oldugu bilgi ve becerilerin 6grencilere kazandirilmasi 6gretmenlerin egitim
programlarinin  dort Ogesi olan hedef, igerik, 6grenme durumlar1 ve sinama
durumlarma hakim olmasina da baghdir (Ertiirk, 2017; Yildiz ve Baycan, 2012). Bu
cercevede egitim programlarmin amaclarina ulagsmasinda sorumlu olan 6gretmenler,
ogretim programi farkindaligina sahip iyi bir program okuyucusu olmalari, egitim
programinin felsefesini benimsemeleri ve 6gretim programinin gerektirdigi cabay1

gostermeleri beklenir.

Bireylerin ilgi ve yetenekleri dogrultusunda gerceklestirmek istedikleri faaliyetlere
yonelmeleri ve bunu biligssel, duyussal ve psikomotor yonden gosterdikleri bir
baslangi¢ noktasi olarak tanimlanan farkindalik (Eski, 2010; Unal, 2017), ayni zamanda
bireylerin ¢evredeki herhangi bir durumdan haberdar olmasi, hassasiyet gostermesi

ve bunu anlamlandirmasidir (Yusuf, Cuhadar ve Demirel, 2020).

Cevresel uyaranlara tepki verilebilmesi farkindaligimin olmasiyla miimkiindiir (Ergiil,
Tinaz ve Ertag, 2016). Nitekim yiiksek farkindalik sahibi bireylerin tutumlar1 ve
davraniglar1 arasindaki korelasyonun giiclii olmasi beklenmektedir (Hutton ve
Baumeister, 1992). Bireyin herhangi bir durumla alakal farkindalik diizeyinin ytiksek
olmasi durumuna iliskin bir yasanti ve deneyim siirecine girmesini saglar. Bu durum
bilissel, duyussal veya psikomotor yonden olusturdugu farkindalik ile bireyin hayata

uyum saglamasina yardimci olmaktadir (D6kmen, 2002).

Hgili alanyazin incelendiginde oOgretim programlarmm oOgretmenler tarafindan
algilanmasina ve kullanilmasina yonelik ¢alismalarin (Kimpston, 1985; Mihalic, 2004;
Osmundson, Herman, Ringstaff, Dai ve Timms, 2012) yaninda 6gretim programinin

uygulanmasi ve degerlendirmesine iliskin c¢alismalarin da sikhikla yapildig:
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gortilmektedir (Zengin, 2010; Tas¢i, 2011; Gomleksiz ve Bulut, 2007; Giilbas Catak,
2008).

Ayrica alanyazinda 6gretim programina iligskin baglilik konusuna yonelik gesitli 6lgek
gelistirme calismalar1 bulunmaktadir (Ayala, Brandon, Shavelson and Yin, 2008; Ruiz-
Promo 2006, Protheroe 2008; Vaturli ve Rohs, 2009; Yasaroglu ve Manav, 2015). Ancak
ogretmenlerin 6gretim programina iligkin farkindaliklarini 6lcecek herhangi bir 6lgme
aracinin gelistirilmedigi gortilmektedir. Her ne kadar nitel veri toplama araglarindan
goriisme formlarinin bu konuyla alakali olarak tercih edildigi goziikse de nicel
paradigma anlayisini temsilen bir 6gretim programi farkindalik Olgegi gelistirme
ihtiyact duyulmustur. Ogretmenlerin 6gretim programlarini  uygulamadaki
yeterliklerinin ancak bu programlara iliskin sahip olacaklar1 farkindalikla miimkiin
olabilecegi diisiintilmektedir. Bundan dolay1r bu ¢alisma Ogretmenlerin ogretim
programina iliskin farkindaliklarini ortaya koyacak bir 6lgegin gelistirilme ihtiyacinin

bir sonucudur.
2. Yontem

Bu arastirma, Ogretmenlerin Ogretim programlarma iliskin farkindaliklarini
belirlemek amaciyla yiiriitiillen bir olgek gelistirme c¢alismasidir. Arastirma siireci,
karma yoOntem arastirma desenlerinden kesfedici sirali desene uygun olarak
yuriitilmiistiir. Kesfedici sirali desende, arastirmaci/arastirmacilar nitel verileri
kesfetmekle baslar ve bu siiregte elde edilen bulgular nicel arastirma boyutunda
kullanilir (Creswell,2014). Kesfedici sirali desenin dogasina uygun olarak, arastirma
kapsaminda gelistirecek 6lgegin maddelerinin olusturulmasi icin alanyazin taramasi
yapilmis, alan uzmani ve Ogretmenlerle yapilan goriismelerden elde edilen nitel
veriler ¢ozlimlenmis ve madde havuzu olusturulmustur. Madde havuzunda secilen
maddeler kullanilarak 6lgegin ilk deneme formu hazirlanmistir. Bu forma ait uzman
gortisleri alinmus, gerekli diizeltmeler yapildiktan sonra arastirmanimn nicel veri
toplama safhasma gegilmistir. Olgegin yapisinin test edilecegi Agimlayict Faktor
Analizi ve Dogrulayic1 Faktor Analizi i¢in nicel veriler toplanmis, analiz edilmis ve

yorumlanmustir.

NITEL VERI TOPLAMA NICEL VERI TOPLAMA

VE COZUMLEME VE COZUMLEME

Sekil 1. Kesfedici sirali desen islem adimlar: (Creswell ve Clark,2007)
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2.2. Calisma grubu

Bu arastirma, Siirt ili ve ilgelerindeki devlet okullar1 ve 6zel okullarda gorevine devam
eden iki farkli ¢alisma grubuyla yiritilmiistiir. Birinci ¢calisma grubu, 141’i kadin,
2231 erkek olmak tizere 364 6gretmenden olusmaktadir. Bu 6gretmenlerin 27’si okul
oncesi, 111’1 ilkokul, 135’i ortaokul, 91'i ise lise ve dengi egitim kademesindeki
okullarda gorevini siirdiirmektedir. Bu ¢alisma grubuna ait veriler 6lgek gelistirme
siirecinin ilk asamasi olan A¢gimlayici Faktor Analizinde (AFA) kullanilmistir. Birinci
calisma grubundan elde edilen verilerle yapilan analizler sonucunda Olgekten
¢ikarilacak maddeler ve Olgege ait alt faktorler belirlenmistir. Elde edilen nihai form,
AFA’da ortaya ¢ikan yapmin dogrulugunu test etmek amaciyla ikinci ¢calisma grubuna
dagitilmigtir. Ikinci calisma grubu 179'u kadin, 238i erkek olmak {tizere 417
ogretmenden olusmaktadir. Bu ¢alisma grubundaki 6gretmenlerin 32’si okul 6ncesi,
12571 ilkokul, 162’si ortaokul, 98’ ise lise ve dengi egitim kademesindeki okullarda
gorevini stirdiirmektedir. Bu calisma grubuna ait veriler, Dogrulayic1 Faktor Analizi

(DFA) ve gtivenirlik testlerinde kullanilmaistir.

Tablo 1. Calisma gruplarina ait betimsel istatistikler

Calisma Grubu Demografik Bilgi  Grup f %

Cinsiyet Kadin 141 38,74
Erkek 223 61,26

Toplam 364 100

Okul Kademesi Okul Oncesi 27 7,42
e . Ilkokul 111 30,49
Birinci Calisma Grubu (AFA) Ortaokul 135 37,09
Lise 91 25,00

Toplam 364 100

Cinsiyet Kadin 179 42,9

Erkek 238 57,1

Toplam 417 100

Okul Kademesi Okul Oncesi 32 7,7

e Ilkokul 125 30,0

Ikinci Calisma Grubu (DFA) Ortaokul 162 388

Lise 98 23,5

Toplam 417 100
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2.3. Verilerin toplanmasi

Arastirma verileri 2020-2021 egitim Ogretim yilinin ikinci yarisinda toplanmustir.
Veriler, Siirt ili ve ilgelerindeki okullarda gorev yapan 6gretmenlerden gevrim igi veri
toplama platformlar1 ve sosyal medya araglar1 kullanilarak toplanmistir. 2019 Aralik
ayl itibariyle Cin’de baslayan ve biitiin diinyay1 etkisine alan Covid-19 pandemisinin
2020-2021 egitim Ogretim yilinin birinci yariyilinda etkisini siirdiirmesi, verilerin

cevrim i¢i toplanmasinda etkili olmustur.
2.4.Verilerin Analizi

Arastirma kapsaminda toplanan verilerin analizi {i¢ asamada yiiriitiilmiistiir. 1k
asamada, Olgekte yer alacak maddelerin tespiti ve madde havuzunun olusturulmasi
amaciyla 0gretim programi ve farkindalik kavramlarmna iligskin alanyazin taramasi
yapilmis, alan uzmanlariyla ¢evrim ici goriismeler, 6gretmenlerle de odak grup
gortismeleri yapilarak konuya ait nitel veriler toplanmistir. Alanyazin taramas: ve
goriismelerden elde edilen veriler igerik analizi teknigiyle incelenerek olgek icin
madde havuzu olusturulmustur. Bu madde havuzundan yapilan eleme sonucu
olusturulan deneme formu 3 6l¢gme-degerlendirme ve 3 alan uzmani (egitim programi
ve Ogretim alaninda doktorasmi tamamlamis uzmanlar) olmak {izere 6 uzmanin
goriistinii almak tizere gonderilmistir. Uzmanlar arasindaki uyumun giivenirligini
saglamak amaciyla Kappa analizi yapilmistir. Cohen ve Fleiss Kappa olmak {izere iki
farkli sekilde hesaplanabilen Kappa analizinde, eger iki degerlendirici/puanlayici
arasindaki  uyum  Olgililiiyorsa ~ Cohen  Kappa, uyumun  olctldigi
degerlendirici/puanlayici sayisi ikiden fazla ise Fleiss Kappa katsayist kullanilir (Kilig,
2015). Toplamda alt1 uzman olmasina ragmen, uzmanlar tigerli gruplara (6l¢me ve
degerlendirme, alan uzmani) ayrilmig ve her bir grubun Fleiss Kappa katsayis
hesaplanmistir. Yapilan analiz sonucu, 6l¢me ve degerlendirme uzmanlar1 arasindaki
uyum degeri 0,84, alan uzmanlar1 arasindaki uyum degeri ise 0,92 olarak
hesaplanmustir. Elde edilen bulgunun yorumlanmasinda Landis ve Koch (1977)un
sundugu araliklar (0.01—0.20 Onemsiz diizeyde uyum; 0.21—0.40 Zayif diizeyde
uyum; 0.41—0.60 Orta diizeyde uyum; 0.61—.80 Iyi diizeyde uyum; 0.81—1.00 Cok iyi
diizeyde uyum) referans olarak kabul edilmistir. Bu dogrultuda, her iki uzmanlik
tiirtinde de ¢ok iyi diizeyde uyum oldugu gozlemlenmistir. Kapsam gecerliligine
yonelik yeterliligin test edilmesinin ardindan 6lgek formu, A¢imlayici Faktor Analizi
(AFA) yapimak tizere 6gretmenlere dagitilmistir. Toplanan verilerin analizinin

ardindan, nihai form ikinci ¢alisma grubu olarak belirlenen katilimcilara dagitilmistir.
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fkinci uygulamadan elde edilen veriler Dogrulayici Faktér Analizinde (DFA)

kullanilmak tizere istatiksel igslemlere dahil edilmistir.
3.Bulgular

3.1. Yap1 gecerliligine yonelik bulgular

Agimlayici faktor analizi (AFA)

Aragtirmanin birinci ¢alisma grubundan elde edilen verilere dlgegin yapisini ortaya
koymak i¢in AFA uygulanmistir. AFA yapilmadan once belirli 6l¢iitlerin saglanmasi
gerekmektedir. Bunlardan ilki 6rneklemin yeterliliginin test edilmesidir. Bununla ilgili
alanyazinda ortak bir fikir birligi olmamasina ragmen 6ne ¢ikan gortisler bu analiz i¢in
uygulanacak veri grubunun 300-500 kisi (Cattel, 1978), 300 ve tizeri (Comrey ve Lee,
2013), en az 200 (Kline, 2016), madde sayisinmin 5 kat1 (Biiytikoztiirk, Kilig¢ Cakmak,
Akgiin, Karadeniz ve Demirel, 2012; Tavsancil, 2006) vb. olmasi gerektigini
belirtmektedir. Bu goriisler dikkate alinarak 58 maddelik deneme formu 364 kisilik
birinci ¢alisma grubuna uygulanmigtir. AFA icin yeterli 6rneklem biytikligiiniin
saglanip saglanmadig1 Kaiser-Mayer-Olkin (KMO) degeri ve Bartlett kiiresellik testi
ile belirlenmigtir. KMO degerinin 0,95; Bartlett testinin anlamli olmas: (}2=6629,278,

sd=300) sonucunda verilerin AFA i¢in uygun olduguna karar verilmistir.

Toplanan verilerin normalden uzak bir dagilim sergilemesi nedeniyle AFA’da faktor
cikartma yoOntemi olarak Agirhiklandirilmamis En Kiigiik Kareler Yontemi
kullanilmigtir. Faktorler arasi korelasyon degerlerinin en az orta derecede olmas:
sebebiyle faktorler arasi korelasyon katsayilar1 dikkate almarak belirlenen egik faktor
dondiirme tekniklerden Direct Oblimin kullanilmistir. Cokluk, Sekercioglu ve
Biiytikoztiirk (2012) 0,45 ve iistii faktor yiikiine sahip olan maddelerin agikladig bilgi
bakiminda 6nemli oldugunu ifade etmistir. Bu dogrultuda, 0,45’in altinda faktor

yiikiine sahip olan maddeler dlgekten ¢ikarilmaistir.
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Sekil 2. Olcege ait yamac birikinti grafigi

Sekil 2’de verilen yamag birikinti grafigi incelendiginde, ilgili grafikte 3’ten sonrasi
grafigin dogrusallk kazandif1 goriilmektedir. Ilgili grafik yorumlanirken
dogrusalligin basladigi nokta faktor sayisini belirlemede bir kesim noktast olarak
alinmaktadir. Bu da 6lgegin toplandig veri setinde ii¢ faktorlii bir yapmin oldugu

seklinde yorumlanabilir.

Tablo 2. Acimlayic: faktér analizi bulgular: (OPFO)

Faktor Madde No Faktor Yiikleri Ortak Varyans

Faktor 1 Faktor2  Faktor 3 (h?)

M44 0,80 0,24 0,13 0,71

M47 0,78 0,26 0,17 0,71

< M42 0,77 0,19 0,22 0,68
§ M49 0,71 0,27 0,35 0,70
b M48 0,68 0,41 0,20 0,67
S M45 0,68 0,24 0,34 0,63
S M52 0,67 0,24 0,25 0,56
S M43 0,66 0,29 0,14 0,54
.~§ M41 0,65 0,20 0,31 0,56
R M58 0,62 0,34 0,29 0,59
M51 0,61 0,37 0,16 0,54

M56 0,60 0,13 0,21 0,42

Acikladig1 Varyans %26,66
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Faktor Madde No Faktor Yiikleri Ortak Varyans

Faktor1  Faktor2  Faktor3 (h?)
M13 0,24 0,79 0,17 0,71
i~ M15 0,28 0,78 0,14 0,70
cg § M11 0,22 0,74 0,12 0,61
g g Mé6 0,23 0,65 0,21 0,53
R M10 0,25 0,62 0,35 0,57
M20 0,38 0,60 0,31 0,60

Acgikladig: Varyans %18,39
M4 0,16 0,06 0,79 0,65
. M7 0,25 0,16 0,75 0,65
§ § M16 0,23 0,39 0,64 0,62
> % M23 0,32 0,24 0,62 0,54
ol M25 0,36 0,24 0,56 0,50
M12 0,22 0,38 0,51 0,45

Acikladig1 Varyans %14,47

Toplam Aciklanan Varyans %59,52

Tablo 2'de, Ogretim Programi Farkindalik Olgeginin (OPFO) Agimlayici Faktor
Analizi (AFA) bulgulari verilmistir. Ilgili tabloda da goriildiigii gibi, dlgek 25
maddeden olusmaktadir. Olgegin 6n deneme formunda yer alan 16 maddenin diisiik
taktor ytiikii gostermesi, 17 maddenin ise birden fazla faktorde faktor ytiikii gostermesi
ve binisik 0zellige sahip olmasi nedeniyle 6l¢ekten ¢ikarilmistir. AFA bulgular ve ilgili
alanyazin dikkate alnarak birinci faktor “Psikomotor Farkindalik” olarak
adlandirilmistir. Bu faktorde, faktor yiikleri 0,60 ile 0,80 arasinda degisen 12 madde
yer alirken s6z konusu faktoriin toplam varyansa Kkatkist 926,66 olarak
hesaplanmistir. Olgegin ikinci faktorii “Bilissel Farkindalik” olarak adlandirimistir.
Bu faktorde, faktor yiikleri 0,54 ile 0,79 arasinda degisen 6 madde bulunurken ilgili
faktoriin toplam varyansa katkist %18,39 olarak hesaplanmistir. Olgekteki bir diger
faktor ise “Duyussal Farkindalik” olarak adlandirilmistir. Faktor yiikleri 0,51 ile 0,79
arasinda degisen 6 maddenin yer aldig1 duyussal farkindalik faktoriiniin toplam
varyansa katkist %14,47 olarak hesaplanmugtir. Tlgili faktdrlerin tamaminin agikladig:

toplam varyans ise %59,52 olarak hesaplanmustir.
Dogrulayic1 faktor analizi (DFA)

AFA’da elde edilen yapmin dogrulugunun test edilmesi amaciyla ikinci galisma

grubundan elde edilen verilerin analizinde Dogrulayicar Faktor Analizi (DFA)
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kullanilmistir. DFA’da ortaya c¢ikan verilerin yorumlanmasinda gesitli Olgiitler
kullanilmaktadir. Bu arastirma kapsaminda, ki-kare uyum testi, tahmin hatalarimmn
ortalamasmin karekokii (RMSEA), normlastirilmamis uyum indeksi (NNFI),
normlastirilmis uyum indeksi (NFI), karsilastirmali uyum indeksi (CFI), fazlalik uyum
indeksi (IFI), standartlagtirilmis hata kareleri ortalamasmin karekokii (SRMR), siki
iyilik uyum indeksi (PGFI) ve siki normlastirilmis uyum indeksi (PNFI) analiz
edilmistir. Tlgili 6lciitlerin incelenmesi sonucunda elde edilen bulgular ve alanyazinda

yaygn olarak kullanilan kesme degerleri Tablo 3'te verilmistir.

Tablo 3. Ogretim programi farkindalik 6lgek modeline iliskin DFA uyum indeksleri

) Kabul Edilebilir Elde
Uyum Miikemmel Uyum Edilen
. ) .o Uyum Sonug
Indeksleri Olgiitleri Olgiitleri . Uyum .
Indeksleri
x/sd* 0<x/sd<2,5 2,55 x2/sd <5 1,95 Miikemmel Uyum
RMSEA**  0,00<RMSEA<0,05 0,05<RMSEA <0,08 0,047 Miikemmel Uyum
NNFI*** 0,95<NNFI<1,00 0,90 <NNFI<0,95 0,99 Miikemmel Uyum
NFI*** 0,95 < NFI<1,00 0,90 < NFI < 0,95 0,99 Miikemmel Uyum
CFI*** 0,95 < CFI < 1,00 0,90 < CFI<0,95 0,99 Miikemmel Uyum
IFI*** 0,95 < IFI < 1,00 0,90 <IFI< 0,95 0,99 Miikemmel Uyum
SRMR****  0,00<SRMR<0,05 0,05<SRMR < 0,10 0,058 Kabul Edilebilir Uyum
PGFI**** 095<PGFI<1,00 0,50 <PGFI<0,95 0,62 Kabul Edilebilir Uyum
PNFI**** 095<PNFI<1,00 0,50 <PNFI<0,95 0,69 Kabul Edilebilir Uyum

*(Kline, 2011), **(Byrne ve Campbell, 1999), *** (Bentler, 1980),**** (Schermelleh-
Engel ve Moosbrugger, 2003).

Tablo 3’teki bulgular incelendiginde modifikasyonsuz kurulan modelin uyum
indekslerinin SRMR, PGFI ve PNFI'de “kabul edilebilir”, diger indekslerde (x2/sd,
RMSEA, NNFI, NFI, CFI ve IFI) “miikemmel uyum” degerlerinde yer aldig:
goriilmektedir. Test edilen modele iliskin miikemmel ve kabul edilebilir uyum
indeksleri, DFA’dan elde edilen tii¢ faktorlii modelin uyum diizeyinin yeterli
oldugunu ve modelin dogrulandigini gostermektedir. Modele iliskin yol katsayilar1

ise Sekil 3'te gosterilmistir.
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Sekil 3. Olgege iliskin dogrulayici faktér analizi modeli

Sekil 3'te aragtirma kapsaminda gelistirilen Ogretim Programi Farkindalik Olgegine
(OPYO) ait yol katsayilari ve uyum parametreleri verilmektedir. Buna gére, test edilen
modelin standardize yol katsayilar1 ve t degerleri kabul edilebilir araliklarda yer

almaktadar.
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3.2. Giivenirlige yonelik bulgular

Olgege ait giivenirlik kanitlarinin ortaya konmasi amaciyla Cronbach Alfa giivenirlik
katsayis1 hesaplanmustir. Ogretim programu farkindalik 8lgegine ait giivenirlik ve korelasyon

degerleri Tablo 4’te verilmistir.

Tablo 4. Ogretim programi farkindalik 6lceSine ait giivenirlik ve korelasyon degerleri

Alt Faktérler Alfa CR AVE (1 (2 3)
(1) Psikomotor Farkindalik 0,85 0,88 0,49 1

(2) Bilissel Farkindalik 081 086 050 0,734 1

(3) Duyussal Farkindalik 0,79 0,85 0,42 0,679 0417 1

Tablo 4'te, Ogretim Programi Farkindalik Olgegine (OPFO) ait giivenilirlik bulgular:
yer almaktadir. Olgege ait giivenirlik kanitlarmin ortaya konmast amaciyla Cronbach
Alfa giivenirlik katsayisinin yani sira faktor yiikleri ve hata varyansi degerlerine
dayali olarak hesaplanan bir giivenirlik katsayisi olan bilesik giivenirlik indeksi de
hesaplanmistir. Buna gore, Cronbach Alfa giivenirlik katsayis1 Psikomotor Farkindalik
faktori igin 0,85; Bilissel Farkindalik faktorii igin 0,81; Duyussal Farkindalik faktorii
icin 0,79 olarak hesaplanmistir. Faktorlerin bilesik giivenirlik katsayilarmin ise
Psikomotor Farkindalik faktoriinde 0,88; Bilissel Farkindalik faktoriinde 0,86;
Duyussal Farkindalik faktoriinde ise 0,85 oldugu goriilmiistiir. Alanyazinda 0,70 ve
tizeri glivenirlik katsayilar1 “Giivenilir” olarak kabul edilmektedir (Domino ve
Domino, 2006). Faktorlerin AVE katsayilarinin ise Psikomotor Farkindalik faktortinde
0,49; Bilissel Farkindalik faktoriinde 0,50; Duyussal Farkindalik faktoriinde ise 0,42
oldugu gorilmistiir. AVE degerlerinin 0,5 diizeyine yakin olmasi birlesim
gecerliligine kanit olusturmaktadir (Hair, Sarstedt, Hopkins ve Kuppelwieser,2014).
Bu durumda, elde edilen katsayilardan hareketle Ogretim Programi Farkindalik

Olgeginin giivenilir oldugu sonucuna varilmistir.

3.3. Ogretim Programi Farkindalik Olceginden (OPFO) Elde Edilen Puanlarin

Yorumlanmasi

51i (1-Hi¢ Katilmiyorum, 2-Katilmiyorum, 3-Biraz Katiliyorum, 4-Katiliyorum ve 5-
Tamamen Katiliyorum) Likert tipi bir derecelendirme 6zelligine sahip olan Ogretim
Programi Farkindalik Olgegi (OPFO) 25 maddeden olusmaktadir. Yapilan analizler
sonucunda, Olcegin kendi igerisinde 12’si Psikomotor Farkindalik, 6’s1 Biligsel
Farkindalik ve 6’s1 Duyussal Farkindalik faktoriinde olmak iizere tig alt faktorliik bir
yap1 barindirdig: tespit edilmistir. Bu agidan 6lgekten toplam puan elde edilememekte

ve yorumlamalar s6z konusu alt faktorlerden elde edilen puanlar iizerinden
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yapilabilmektedir. Ogretim Programi Farkindalik 6lgeginden alinacak puan araligi
birinci faktor (Psikomotor Farkindalik) i¢in 12-60 puan, ikinci ve {iglincii faktor i¢in ise
6-30 puan araligindadir. Ogretim Programi Farkindalik Olgeginin alt faktorlerinden
alinan puanlarin yiikselmesi, ilgili faktorde Ogretmenlerin farkindaliklarinin da

ylikseldigi anlamini tagimaktadir.
4.Sonuc¢ ve Oneriler

Bu arastirmada, 6gretim programina iliskin 6gretmen farkindalik diizeyinin 6l¢iilmesi
amaciyla gegerli ve giivenilir bir 6lgek gelistirilmesi amaglanmistir. Olcek gelistirme
sirecinde standart Olgek gelistirme islemleri takip edilmistir: Hgili alanyazin
taramasinin yapilmasi, alan uzmanlariyla ve dgretmenlerle goriismelerin yapilmasi,
madde havuzunun olusturulmasi, uzman goriisiiniin alinmasi, uzmanlar arasi
uyumun test edilmesi, ilk ¢alisma grubunun olusturulmasi, Agimlayici Faktor
Analizinin (AFA) gerceklestirilmesi, ikinci ¢alisma grubunun olusturulmasi,
Dogrulayic1 Faktor Analizinin uygulanmasi, giivenirlik analizlerinin test edilmesi ve

raporlamadir.

Ik calisma grubu, 2020-2021 egitim 6gretim y1linda Siirt ili merkez ve ilgelerinde gesitli
egitim kademelerinde gorev yapmakta olan 364 Ogretmenin verilerinden
olusturulmustur. Bu veriler arasinda hatali, kayip ve ug degere sahip olanlarin olup
olmadig1 incelendikten sonra Acimlayict Faktor Analizi (AFA) uygulanmistir. Elde
edilen bulgulara gore toplam varyansin %59, 52’sini agiklayan ti¢ faktorlii bir yapmin
kuramsal temele uygun olduguna karar verilmistir. AFA sonucunda faktorlerde yer
alan maddeler ve kuramsal temel dikkate alindiginda, birinci faktdr Psikomotor
Farkindalik (PF), ikinci faktor Bilissel Farkindalik (BF), tiglincii faktor Duyugsal
Farkindalik (DF) seklinde adlandirilmistir.

AFA sonucunda elde edilen 25 madde ve 3 faktorden olusan yapmin dogrulanip
dogrulanmadigini test etmek amaciyla Dogrulayici Faktor Analizi (DFA) yapilmistir.
DFA’da kullanilmak tizere 417 6gretmenden olusan ikinci ¢alisma grubunun verileri
kullanilmigtir. Veri setinde ug¢ degerler ve kayip degerler cikartilarak analiz
gerceklestirilmistir. DFA sonucunda elde edilen uyum indekslerinin “Miikemmel” ve

“Kabul edilebilir” degerler arasinda yer almasi sonucunda model dogrulanmistir.

Olgege ait giivenirlik katsayilari gdz oniinde bulunduruldugunda, dlgegin hem
Cronbach Alfa giivenirlik katsayis1i hem de bilesik giivenirlik indeksi bakimindan
giivenilir oldugu sonucuna varilmistir. Sonug olarak Ogretim Programi Farkindalik
Olgeginin (OPFO) farkli branslardaki dgretmenlerin dgretim programlarma iliskin

tarkindaliklarmai 6lgen gegerli ve glivenilir bir 6lgek oldugu soylenebilir.
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EK-1 OGRETiM PROGRAMI FARKINDALIK OLCEGI

Faktor Eski Madde Yeni Madde | ifade
No No
M44 M1 Ogreﬁm programinin temel felsefesi hakkinda arastirma yaparim.
M47 M2 Ogreﬁm programinin bahsetmis oldugu degerleri kazanimlarla
iligkilendirerek kullanirim.
M42 M3 Ogretim programindaki kazanimlarin aciklamalari
dogrultusunda hareket ederim.
M49 M4 Ogretim programini 6gretim faaliyetlerini gergeklestirmek igin
kullanirim.
Y M48 M5 Ogreﬁm programinin belirtmis oldugu kazanim-siire iligkisinden
E hareketle derslerimi diizenlerim.
=] Py
% M45 Mé6 Ogretim programindaki kazanimlara uygun ders igerigi
= geligtiririm.
_§ M52 M7 Ogretim programini derslerime entegre ederek uygularim.
o
g M43 M8 Ogretim programi ile kullandigim ders kitab1 arasinda
4
E karsilastirma yaparim.
M41 M9 Alanimla ilgili konularin kazanimlarini islerken 6gretim
programini kilavuz edinirim.
M58 M10 Ogretim programini uygularken dikkat edilecek hususlar
cercevesinde hareket ederim.
M51 M11 Ogretim programinin dgrenciler igin belirlemis oldugu yetkinlik
alanlarini degerlendiririm.
Mb56 Mi2 Meslektaslarimla 6gretim programui iizerine tartismalar yaparim.
M13 M13 Ogretim programinin 6zel amaglar: hakkinda bilgi sahibiyimdir.
~ M15 M14 Ogretim programinin yapisi hakkinda bilgiye sahibim.
""; Mi11 M15 Ogretim programindaki 6gretme yaklagimlar1 hakkinda bilgi
~ sahibiyimdir.
= Mé Mié Ogretim programinin belirlemis oldugu kok degerler hakkinda
E bilgi sahibiyimdir.
gL:m M10 M17 Ogretim programimdaki konularin kazanimlarina hakimimdir.
m M20 M18 C)gretim programi ile ders kitab1 arasindaki farkliliklar: bilirim.
M1 M19 Ogretim programinin tanimladigi birey 6zelliklerini bilirim.
M4 M20 Ogretim programinin egitim ortami icin gerekli oldugunu
digltintirim.
é M7 M21 Ogretim programinin egitim ortami icin degerli oldugunu
-"; digtintirim.
%‘ Mi1é6 M22 C)gretim programinin amaglarini egitim ve 6gretim ortami icin
= onemli bulurum.
‘T‘g M23 M23 C)gretim programinin bakis agis1 igerisinde hareket etmek isterim.
7 N T -
g M25 M24 Ogretim programinin tanimladig birey 6zellikleri benim icin
S Snemlidir.
M12 M25 Ogretim programinin belirtmis oldugu kazanmm-siire iligkisinin

onemli oldugunu diisiniiriim.
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BESINCI SINIF "ELEKTRiK DEVRE ELEMANLARI" UNITESINE YONELIK BASARI
TESTI GELISTIRME !

Cagri GUVEN? Mahmut SELVI?

Makale Bilgisi Ozet
DOI: 10.35452/caless.2021.7

Bu galismanin amaci 5. Smif Fen Bilimleri Dersi Ogretim Programi'nda yer alan "Elektrik
Devre Elemanlar1" fiinitesine yonelik Yenilenmis Bloom Taksonomisine (YBT) gore
ogrencilerin basarilarim Olgebilen gegerli ve giivenilir bir Basart Testi (BT) gelistirmektir.

Anahtar Kelimeler

Fen Bilgisi Dersi Calisma nicel arastirma yontemlerine dayali tarama modellerinden genel tarama modeli ile
Basar1 Testi gergeklestirilmistir. Testin kapsam gecerligi igin belirtke tablosu hazirlanmis, fen bilimleri
Bloom Taksonomisi Ogretmenleri ve fen egitimi uzmanlar tarafindan incelenmistir. Madde yazim ve diizeltmeleri

Elektrik Devre Elemanlari yapillan BT'nin pilot uygulamasi 6. smufta Ogrenim goéren toplam 255 &grenciyle
gergeklestirilmistir. Pilot uygulama sonunda maddeler analiz edilerek ayirt edicilik ve giicliik
degerleri bulunmustur. Gelistirilen basari testinin ortalama madde giicliigii 0,637, ortalama
madde ayirt ediciligi 0,551, KR-20 degeri 0,876 olarak hesaplanmistir. Maddelerin analizi

Gonderim Tarihi: 21.01.2021 sonucunda ¢oktan se¢gmeli 26 maddeden olusan orta giigliikte, ok iyi ayirt edici ve oldukga

Kabul Tarihi: 15.05.2021 giivenilir bir BT gelistirilmistir. Ogretim programindaki ilgili iiniteye yonelik hazirlanan BT

Yayin Tarihi: 27.06.2021 Olgme araci olarak kullanilabilir. Ayrica ¢oktan se¢meli maddelerden olusan BT'ye, YBT'nin
tiim biligsel siire¢ basamaklarini igeren agik uglu sorularin eklenerek &grencilere yoneltilmesi
Onerilebilir.

DEVELOPING ACHIEVEMENT TEST FOR 5™ GRADE "ELECTRICAL CIRCUIT

ELEMENTS"

Atrticle Info Abstract
DOI: 10.35452/caless.2021.7

The aim of this study is to develop a valid and reliable Achievement Test (AT) that can
measure students' achievement according to the Revised Bloom Taxonomy (RBT) for the

Keywords "Electrical Circuit Elements" unit in the 5% Grade Science Curriculum. The study was carried
Science Lesson out with general scanning model, one of the scanning models based on quantitative research
methods. For the content validity of the test, an indicator table was prepared and examined by
science teachers and science education experts. The pilot implementation of AT, which item
spelling and corrections were made, was carried out with a total of 255 6™ grade students. At
the end of the pilot application, the items were analyzed and the discrimination and difficulty
values were found. The average item difficulty of the developed AT was calculated as 0.637,
the average item discrimination as 0.551, and the KR-20 value as 0.876. As a result of the

Achievement Test
Bloom Taxonomy

Electrical Circuit Elements

Received: 21.01.2021 analysis of the items, a medium difficulty, very well discriminating and highly reliable AT
Accepted: 15.05.2021 consisting of 26 multiple-choice items was developed. AT can be used as a measurement tool
Published: 27.06.2021 prepared for the relevant unit in the curriculum. In addition, it can be suggested to ask

students by adding open-ended questions that include all cognitive process categories of RBT
to AT, which consists of multiple choice items.

APA’ya gore alintilama: Giiven, C. ve Selvi, M. (2021). Besinci sinif "Elektrik Devre Elemanlari” iinitesine yonelik basari testi
gelistirme. Uluslararas: Dil, Egitim ve Sosyal Bilimlerde Giincel Yaklagimlar Dergisi (CALESS), 3 (1), 133-156.

Cited as APA: Giiven, C., & Selvi, M. (2021). Developing achievement test for 5% grade "Electrical Circuit
Elements". International Journal of Current Approaches in Language, Education and Social Sciences (CALESS), 3 (1), 133-156.
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EXTENDED ABSTRACT

At the end of the education, students are expected to achieve the acquisitions in the curriculum
programs. Whether this expectation has come true or not is revealed by tests applied to students.
These tests can consist of different question types. One of these question types is multiple choice
items. Tests which consisting of multiple choice items are generally called achievement tests. After
applying the achievement tests, the answers which given by students should be evaluated. Decisions
are made about the learning status of the students according to the assessment. For the evaluation to
be correct, the items in the achievement test must be valid and reliable. Multiple choice tests are
developed according to a series of stages. When these stages are realized, a good measurement tool
with high validity and reliability can be prepared. Considering that learning takes place differently for
each student, it is difficult to learn the same information at the end of the teaching. For this reason, the
items in the measurement tools should include different cognitive process dimension categories of the
Revised Bloom's Taxonomy (RBT). Because, asking different cognitive domain questions to students
that examine the subject can provide an assessment of the learning and cognitive domains of students
with different achievement levels. In addition, the items in the measurement tools prepared for
students should not only contain items that examine memorization information. For the transfer of
knowledge, the categories above the remembering category should also be included in the items. In
this way, critical thinking can develop. In other words, the fact that items containing high-level
thinking skills are in the measurement tools can raise the mental development of students to higher
levels. When considered in this context, the cognitive process dimension categories in which the items
in the measurement tool are included in the RBT is important. RBT has a two-dimensional structure.
One of these dimensions is knowledge dimension. The other is the cognitive process dimension.
Knowledge dimension it consists of factual knowledge, conceptual knowledge, procedural knowledge
and metacognitive knowledge. The cognitive process dimension consists of the categories of
remember, understan, apply, analyz, evaluate and create. Create category, one of the cognitive process
dimension categories of the RBT, was not included in the items in the achievement test in the study.
Because it is difficult to write multiple choice items according to the category of create. For this reason,
in the achievement test in the study, the remember, understand, apply, analyz and evaluate categories
of the cognitive process dimension of the RBT were included. The aim of this study is to develop a
valid and reliable achievement test for the first five categories of the cognitive process dimension of
the RBT related to the learning outcomes of the "Electrical Circuit Elements " unit in the 2018 year 5t
grade science curriculum. It is stated in the literature that multiple choice tests are the most reliable
and valid measurement tool. The study was carried out with general scanning model, one of the
scanning models based on quantitative research methods. The study group of the research consists of
a total of 255 6t grade students in secondary schools in Kirikkale in the 2018-2019 academic year. The
achievement test was developed in five stages. In the first stage of the achievement test development
process, the purpose of the achievement test was determined. In the second stage, the scope of the
achievement test was determined. In the third stage, the item writing and correction of the
achievement test was carried out. In the fourth stage, the achievement test was piloted. In the fifth
stage, item analysis of the achievement test was performed. When some studies in the literature are
examined, it is seen that the written exam questions applied by 5% grade science teachers in their
lessons are mostly in the category of remember. This situation shows that the items in the
measurement tools applied by the teachers do not cover the upper categories and different categories

of the cognitive process dimension of RBT. In the exam questions, lower and higher level cognitive
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domain categories in the cognitive process dimension of RBT should be included. It is important to
include the categories above the remember category that will enable the transfer of learning in more
questions. In this way, it could be revealed whether the students are transferring the knowledge they
were learned. When such a method is applied, students' critical thinking skills can be developed. One
of the ways to do this is by using the RBT as a tool. In the study, items containing different categories
of the cognitive process dimension of RBT were included. The items in the achievement test were
prepared according to the first five categories of the cognitive process dimension of RBT and were
developed to determine both student achievement and students' cognitive domain categories. In this
context, the need for assesment in classes where teaching is carried out according to the relevant unit
can be met with this success test. In the study, 26 items were included in the achievement test
according to the item difficulty and item discrimination index results. The discrimination index of the
determined items are between 0.30-0.74. The difficulty index is between 0.34-0.87. In addition, the KR-
20 value of the achievement test was calculated as 0.876. These results show that the achievement test
is valid and reliable. In addition, students can be categorized according to their achievements in the
relevant science unit and the cognitive process dimension of RBT. Multiple choice tests can be
developed according to the dimensions of RBT for different units by following the stages in this study.
In addition, open-ended questions containing all the cognitive process categories of the RBT can be

added to the achievement test consisting of multiple choice items.
1. Giris

Egitim Ogretim silirecinde Ogrencilerden Ogretim programlarinda yer alan
kazanimlarin gergeklestirilmesi beklenir. Bu beklentinin karsilanma diizeyi testler
yardimiyla agiga cikartilabilir. Bu testlerden biri de ¢oktan se¢meli maddelerden
olusan basari testleridir (BT). Degerlendirmenin nitelikli olmas: i¢in BT'de yer alan
maddelerin gegerli ve giivenilir olmas:1 gerekmektedir. Coktan segmeli testler, bir dizi
asamaya gore hazirlandig: taktirde gecerligi ve giivenirligi yiiksek iyi bir 6l¢gme araci
olabilir. lyi bir dlgme araci ile grencilerden beklenilen davraniglar egitim 6gretim

stirecinde Olctilebilir.

Egitim, kiside istendik davranis degistirme siireci olarak tanimlanabilir (Senemoglu,
2007). Ogretimin planlamasinda yer alan hedef, grencilere kazandirilmak amaciyla
secilen istendik oOzelliklerdir (Demirel, 2004). 2018 Fen Bilimleri Dersi Ogretim
Programi'nda hedefler yerine kazanimlar kullanilmaktadir. Kazanimlarin 6grenciler
tarafindan gerceklesme diizeylerine karar vermek icin kullanilabilecek o©lgme
araglarindan biri de testlerdir. Alanyazinda test kelimesi; deneme, smav, kontrol,
muayene, yoklama ve Ol¢gme aract olarak farkli anlamlarda kullanuldig:
gorilmektedir (Turgut ve Baykul, 2013). Calismada test kelimesi 6l¢gme araci olarak
kullanilmigtir. Ogrencilere 6lgme araci uygulandiktan sonra dlgiim sonuglarina gore
degerlendirme yapilir. Degerlendirme, 6l¢me sonuglaria gore karar verme stirecidir
(Kutlu, Dogan ve Karakaya, 2008). Degerlendirmelerin 6grenci erisi diizeyini isabetli

bir sekilde belirleyebilmesi icin 6l¢gme araglarmin nitelikli maddelerden olusmasi
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gerekmektedir. Tosun ve Tagkesenligil (2011) vurguladiklar1 gibi testlerde yer alan

maddeler, 6gretimin hedefledigi davranislar1 6lgebilecek nitelige sahip olmalidir.

Ogrenmenin, her 6grenci igin farkli gerceklestigi diisiiniilmektedir (Orhan, 2007). Bu
nedenle, her Ogrencinin O6gretimin sonunda ayni bilgileri 6grenmesi uzak bir
beklentidir. Bu durum beraberinde, 6l¢gme araglarinda yer alan maddelerin farkl
biligsel siire¢ boyut basamaklarini icermesini gerekli kilmaktadir. Zira konuyu her
agidan irdeleyen farkli bilissel siire¢ boyutuna ait maddelerin 6grencilere
yoneltilmesi, farkli basar1 seviyesinde olan 6grencilerin 6grenmelerinin ve bilissel
stire¢ boyutu basamaklarinin degerlendirilmesini saglayabilir (Ayvaci ve Tiirkdogan,
2010). Ayrica Ogrenciler i¢in hazirlanan 6l¢me araglarinda yer alan maddelerin
sadece ezber bilgiyi yoklayan maddelerden olusmas: elestirel diistiinmeyi
gelistiremez. Farkli diizeylerde maddelerin 6l¢gme araglarinda olmasi 6grencilerin
zihinsel gelisimlerini daha st seviyelere ¢ikarabilir (Tanik ve Saragoglu, 2011). Bu
baglamda diisiiniildiigiinde, 6l¢gme aracinda yer alan sorular Yenilenmis Bloom

Taksonomisi'nin (YBT) tiim biligsel siire¢ boyut basamaklarmi kapsayabilir.

Ogretim  programlarinin  degerlendirilmesinde genellikle taksonomiler
kullanilmaktadir. Taksonomiler programlarda yer alan 6grenme hedefleri ile ilgili
egitimcilere bilgi vermektedir. Ayrica egitimciler arasindaki iletisimi kolaylastirmak
amaciyla ortak bir dil olusturmaktadir (Bloom, Engelhart, Furst, Hill ve Krathwohl,
1956). Bu baglamda egitimcilere yol gostermesi amaci ile Bloom Taksonomisi
gelistirilmistir. Bloom Taksonomisi birikimli bir hiyerarsiye sahip tek boyutlu bir
yapidadir. Alt1 basamaktan olusur: bilgi, kavrama, uygulama, analiz, sentez ve
degerlendirme (Bloom vd., 1956). 2001 yilinda Bloom'un arkadaslara tarafindan

taksonomi yenilenmistir.

Yenilenen taksonomi iki boyutlu bir yapiya sahiptir. Bu boyutlar, bilgi birikimi ve
biligsel siire¢ boyutudur. Bilgi birikimi boyutu bilgi tiirlerini; bilissel siire¢ boyutu
bilginin nasil kullanilacagini incelemektedir (Ari, 2011). YBT'nin iki boyutlu olmasi,
tist bilisi uygulamaya gecirmesi, taksonomisindeki hiyerarsiyi esnetmesi, ogretim
programinda olmas: gereken tutarliligi denetlemesi bakimindan orijinal Bloom
taksonomisinden ayrilir (Biimen, 2006). Ayrica basamaklarda bazi degisiklikler
gerceklesmistir. Degerlendirme, sentez basamagi ile yer degistirmis, sentez ise
yaratma basamagi olarak adlandirilmistir (Aydin, 2018). Bilgi, kavrama ve analiz
basamaklarinin adlar1 ise sirasi ile hatirlama, anlama ve c¢Oziimleme olarak
degistirilmistir. YBT'nin bilissel siire¢ boyutunda yer alan basamaklarin kisa

tanimlar1 asagida verilmistir.
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Hatirlama, uzun stireli bellekteki bilgiye ulasmaktir. Anlama, sozlii ve yazili
gosterim bigimlerini kavrama ve onlar ile ilgili anlam olusturmaktir. Uygulama,
verilen bir durumda islem yolunu izlemektir. Coziimleme, bir materyali parcalara
ayirma ve pargalarin birbiri ve materyalin tiimii ile iligkilerini belirlemektir.
Degerlendirme, Olgiitlere dayali karar vermektir. Yaratma, Ozgiin bir {rin
olusturmaktir (Anderson vd., 2010).

Ulusal alanyazin incelendiginde elektrik devre elemanlari ile ilgili gelistirilmis cesitli
6lgme araclart bulunmaktadir. Ornegin, Sen ve Eryilmaz (2011) 11. smiflar igin basit
elektrik devreleri konusunda; Tiirksoy ve Taslidere (2016) 5. Sinif Fen ve Teknoloji
Dersi "Yasamimizda Elektrik" iinitesinde; Sencar (2001) 9. sinif dgrencilerinin basit
elektrik devreleri konusunda Ogrencilerin bagarilarmi, kavram yanilgilarim
belirlemek amaciyla 0lgme araci gelistirmislerdir. Fakat 2018 yilma ait 5. Smif Fen
Bilimleri Dersi Ogretim Programinda yer alan "Elektrik Devre Elemanlar1" iinitesi
kazanimlarina yonelik gegerli ve giivenilir ¢oktan se¢meli bir teste ulasilamamuistur.
Bu calisma ile alanyazindaki bu boslugun doldurulacag: diisiiniilmektedir. Ilgili
tiniteye yoOnelik degerlendirme ihtiyact bu test ile karsilanabilir. Bu baglamda
caligmanin amaci 2018 yil1 5. Smif Fen Bilimleri Dersi Ogretim Programi'nda yer alan
"Elektrik Devre Elemanlar1" tiinitesi kazanimlar: ile ilgili YBT'nin biligsel siireg
boyutunun ilk bes basamagina yonelik gecerligi ve giivenilirligi yiiksek bir basar1

testi gelistirmektir.
2. Yontem

Calisma nicel arastirma yoOntemlerine dayali tarama modellerinden genel tarama
modeli ile gerceklestirilmistir. Bu modelde ¢ok sayida bireyden olusan evren ile ilgili
genel bir yargiya varmak i¢in evrenin tamami ya da orneklem {izerinden tarama
yapilmaktadir (Karasar, 2005). Calismada 6. smiflar ile pilot uygulamas:

gerceklestirilen BT mevcut durumu nicel veriler araciligiyla ortaya koymaktadir.
2.1. Arastirma Grubu

Calismanin gergeklestirildigi ilgede 6zel ve devlet okullarinda egitim 6gretim goren
6. smif 6grenci sayis1 222'dir. Bu 6grencilerden 23'ti BT'nin birine veya her ikisine
katilmadig1 igin calismaya dahil edilmemistir. BT'ye katilan 6grenci sayisinin
azalmasindan dolay: ilde egitim Ogretim goren bir devlet okulu seckisiz olarak
belirlenerek pilot uygulamaya dahil edilmistir. Bu sekilde arastirmanin calisma
grubunu 2018-2019 egitim ogretim yilinda Kirikkale iline bagh ortaokullardaki 6.

smifta egitim 6gretim goren toplam 255 6grenci olusturmaktadir.
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2.2. Basari Testinin Gelistirilme Asamalar1

BT gelistirilme siirecinin birinci asamasinda basar1 testinin amaci, ikinci asamasinda
basar1 testinin kapsami belirlenmistir. Uclincii asamasmda basari testinin madde
yazimi ve diizeltilmesi, dordiincii asamasinda basar1 testinin pilot uygulamass,
besinci asamasinda basar1 testinin madde analizi gerceklestirilmistir (Gtiler, 2014).

Asagida tiim bu asamalar sirasiyla agiklanmistir.
2.2.1. Basar testinin amaci

BT'nin gelistirme siirecinin ilk asamas1 olan amag belirlenmistir (Gtiler, 2014; Karaca,
2016). Bu baglamda amag, 2018 y1li 5. Sinif Fen Bilimleri Dersi Ogretim Programi'nda
yer alan "Elektrik Devre Elemanlar1” iinitesinde yer alan kazamimlara yonelik
YBT'nin biligsel siire¢ boyutunun ilk bes basamagini kapsayan bir BT gelistirmektir.

Bu amag cercevesinde BT gelistirilmistir
2.2.2. Basar1 testinin kapsami

BT'nin gelistirme stirecinin ikinci asamasi olan kapsam (Giiler, 2014), "Elektrik Devre
Elemanlar1" iinitesindeki kazanimlar ile ilgili YBT'nin bilissel siire¢ boyutunda yer
alan ilk bes basamagini temsil eden maddeler olarak belirlenmistir. Bu stirecte BT'de
Olctilmesi diistiniilen tiim davranislar belirlenerek (Turgut ve Baykul, 2013) kapsam
gecerligini saglamak i¢in belirtke tablosu hazirlanmistir (Kan, 2018). Tablo 2'de yer
alan belirtke tablosunda, YBT'nin bilgi birikimi ve bilissel siire¢ boyutunun kesistigi

hiicrelerde kazanimlar ile ilgili maddeler gosterilmektedir.

Ayrica bu agsamada BT'nin yapi gecerligine bakilmistir. Tekindal (2014) yap:
gecerligini, testte yer alan maddelerin ilgili oldugu alani kapsayip kapsamadigina ve
testteki maddelerin birbirleri ile iligkilerinin analizine dayandirmaktadir.
Yurdabakan (2016) yap1 gegerliginin ve kapsam gegerliginin birbirine benzer
ozellikler gosterdigini ifade etmektedir. Kan (2018) yap1 gecerligini belirlemeye
yonelik yontemlerden birinin testte yer alan maddeler ile ilgili uzmanlarin

gortislerine bagvurmak oldugunu ifade etmektedir.

Calismada kapsam ve yap1 gegerligi uzman gortisleriyle belirlenmeye calisilmistir.
Bunun igin 2 fen bilimleri dersi 6gretmeninin ve 3 fen egitimi uzmaninin goriislerine
basvurulmustur. Bu sekilde BT'de yer alan her bir maddenin ve tiim maddelerin
dagiliminin testin 6lgmeyi amagladig1 kazanimlar:1 ve YBT'nin bilissel siire¢ boyutu
basamaklarii kapsama durumu belirlenmistir. Ayrica uzmanlardan teste yer alan
maddelerin testin 6lgmek istedigi YBT basamaklarmi 6l¢tip 6l¢medigi ve maddelerin
birbiri ile iligkili olup olmadig; ile ilgili dontitler alinarak yap: gegerligi belirlenmistir.

Alman dontitler sonucunda maddeler tizerinde gerekli diizeltmeler yapilmusgtir.
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2.2.3. Basar1 testinin madde yazimi ve diizeltilmesi

Alanyazinda ¢oktan se¢meli testler en giivenilir ve gegerli 6l¢me araci olarak ifade
edilmektedir (Aydin, 2018; Giiler, 2014). Bununla beraber, yaratma basamagina
yonelik ¢oktan se¢meli madde hazirlanamayacagi (Turgut ve Baykul, 2013; Aydin,
2018) veya ¢ok zor hazirlanacag: ifade edilmektedir (Dogan, 2014). Bu nedenle
arastirmada "Elektrik Devre Elemanlar1” {initesinde yer alan kazanimlara yonelik,
YBT'nin yaratma basamag1 haric diger tiim basamaklar1 kapsayan, ¢oktan se¢cmeli 56
maddeden olusan soru havuzu olusturulmustur. Bu siire¢ BT'nin ti¢lincti asamasi
olan madde yazimi ve diizeltilmesini kapsamaktadir (Giiler, 2014). Olusturulan soru
havuzu iki fen bilimleri Ogretmeni ve ¢ fen egitimi uzmaninin goriisiine
sunulmustur. Maddelerin kazanimla, YBTnin bilgi birikimi ve biligsel siire¢ boyutu
ile uyumu hakkinda uzmanlarin goriisleri alinmistir. Gerekli goriilen diizeltme
islemlerinin tamami yapilmistir. Uzmanlarin soru sayisinin fazla oldugu yontindeki
doniitleri dogrultusunda 56 maddelik test ikiye boliinmiistiir. Bu islem uzmanlarm
gortiisleri dogrultusunda maddelerin ait oldugu kazanim ve YBT basamaklar: dikkate
almarak gerceklestirilmistir. Bu sekilde pilot uygulama igin BT 28'er maddeden
olusan iki kisma ayrilmustir. Farkli giinlerde 28 maddeden olusan iki testin pilot

uygulamas: gerceklestirilmistir.
2.2.4. Basarn testinin pilot uygulamasi

BT'nin gelistirme stirecinin dordiincii asamasinda pilot uygulama gerceklestirilmistir
(Giiler, 2014). ilgili tnitenin 5. smiflarda heniiz 6gretimi yapilmadig: igin pilot

uygulama 6. smiflarda 6grenim goren toplam 255 6grenciyle gerceklestirilmistir.
2.2.5. Basar testinin madde analizi

Pilot uygulamadan sonra, basari testinde yer alacak giivenilir ve gegerli maddelerin
belirlenmesi i¢in maddelerin gelistirme siirecinin besinci asamasi olan madde analizi
ve secimi gergeklestirilmistir (Gliler, 2014). Madde analizinde c¢oktan se¢meli
maddelerin analizi yapilir ve maddelerin istenilen oOlgiitleri saglayip saglamadig:
arastirtlir (Giiler, 2014; Turgut ve Baykul, 2013). Madde analizinin yapilmasinin
nedeni olarak testte yer alacak maddelerin belirlenmesi, madde istatistiklerinin
hesaplanmas1 ve maddelerdeki diizeltmelerin hangi dogrultuda olmas1 gerektigine
karar verilmesi, uygun olmayan maddelerin atilmasi gosterilebilir (Turgut ve Baykul,
2013). Madde analizi i¢in Klasik Test Kurami kapsaminda; basit yontem (Giiler, 2014)
ve Henrysson yontemi (Turgut ve Baykul, 2013) kullanilabilir. Bu yontemlerin
disinda, Gordon Brooksun gelistirdigi Test Analiz Programi (TAP) ile yapilan
madde analizi vardir (Brooks & Johanson'dan akt. Biitiiner, Yigit ve Odabas1 Cimer,

2010). Calismada madde analizi TAP kullanilarak gerceklestirilmistir. Testte yer alan
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maddeler i¢in yapilan puanlamada dogru cevaplara 1 puan verilmis, yanlis ve bos

cevaplara ise puan verilmemistir.

Olcme aracinda olmasi istenen temel 6zelliklerden birisi de glivenirliktir (Kan, 2018).
Giivenirlik 6l¢me sonuglarinin tesadiifi hatalardan armik olma derecesidir (Turgut
ve Baykul, 2013). Olgme araci gelistirme siirecinde giivenirlik kelimesi tutarhilik ve
duyarlilik anlamina gelmektedir (Yurdabakan, 2016). Olgme aracinin Kuder-
Richardson formiilii ile i¢ tutarhgma yonelik giivenirligi hesaplanabilir. Bu
hesaplama testte yer alan tiim sorularin birbirleriyle olan tutarliligina dayanmaktadir
(Turgut ve Baykul, 2013). Calismanin bu noktasinda i¢ tutarhiliga yonelik KR-20

glivenirlik hesaplamasi yapilmstir.

Ayrica BT'de yer alan her bir maddenin YBT'nin hangi basamagina karsihik geldigi
ile ilgili betimsel analiz yapilmistir. Bu sekilde her bir maddenin ait oldugu YBT
basamag1 belirlenmis ve sonuglarin giivenirli§i hesaplanmigtir. Asagida kisaca bu

suire¢ agiklanmigtir.

Maddelerin betimsel analizi 3 fen egitimi uzmani tarafindan asama asama
gerceklestirilmistir. Ik olarak belirlenen 5 maddenin arastirmaci ve uzmanlar
tarafindan ortak betimsel analizi yapilmistir. Bu siire¢ uzmanlarin ortak bir dil
olusturmasin saglamigtir. Daha sonra uzmanlar bireysel olarak BT'de yer alan diger
maddelerin betimsel analizini yapmistir. Ikinci asamada, ortak bir yargiya ulasmak
icin, arastirmact her maddeden elde edilen goriis birligini ve farkliligini tespit
etmistir. Gortis farkliliklar1 nedenleriyle tartismaya acilmistir. Tartisma sonunda,
gortis birligi saglandiginda, madde i¢in uzmanlarin belirledigi YBT basamag: tercih
edilmistir. Goriig birligi saglanamadiginda, uzmanlardan en az biri digerlerinden
farkli bir YBT basamagi belirledigi durumda farkli basamagi secen uzman, bu
basamag tercih etme nedenini anlatmistir. Son olarak, farkli basamag: tercih eden
uzmanla goriis birligine varmak igin tekrar tartisilmistir. Goriis birligi saglanamadig:
durumda en fazla tekrar edilen YBT basamagi maddenin basamagi olarak tercih
edilmistir. Pilot uygulamas1 gergeklestirililen BTnin maddelerine ait kazanimlar

Tablo 1'de gosterilmistir.
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Tablo 1. Pilot uygulamada yer alan coktan se¢cmeli maddelerin "’ Elektrik Devre Elemanlar:”

iinitesi kazanimlarina gore dagilimi

Kazanim Madde Numarasi

F5.7.1.1. Bir elektrik devresindeki 1,2, 3,4, 5, 29, 31, 33, 39

elemanlar1 sembolleriyle gosterir.

F5712. (Cizdigi elektrik devresinin 7, 10, 30, 32, 35, 38, 12, 20, 23, 44

semasini kurar.

F.5.72.1. Bir elektrik devresindeki ampul 6, 8,9, 14, 37, 40, 41, 46, 53, 11, 13, 15,
parlakligii etkileyen degiskenlerin neler 16,17, 18, 19, 21, 22, 24, 25, 26, 27, 28,
oldugunu tahmin ederek tahminlerini test 34, 36, 42, 43, 45, 47, 48, 49, 50, 51, 52,
eder. 54, 55, 56

Tablo 1'de goriildiigii gibi BT'nin pilot uygulamasinda F.5.7.1.1. kazanimu ile ilgili 9;
F.5.7.1.2. kazanimu ile ilgili 10; F.5.7.2.1. kazanimu ile ilgili 37 madde yer almaktadir.
Ayrica asagida verilen Tablo 2'de BT'nin pilot uygulamasinda yer alan 56 maddenin

YBT'nin her iki boyutuna gore bulunduklari hiicreler goriinmektedir.

Tablo 2. Pilot uygulamada yer alan coktan se¢meli maddelerin YBT nin bilgi birikimi ve

bilissel siire¢ boyutu basamaklarina gore dagilimi

Bilissel Siire¢ Boyutu

1.Hatirlama  2.Anlama 3.Uygulama 4.Co6ziimleme 5.Degerlendirme

A. Olgusal Bilgi 1,2,3,4,5 6, 7,633, 38
29, 30, 31, 32,
46
g B-Kaviamsal Bilgi 8,39 12,19 28, 42, 52, 55
& Bilgi
[==]
E )
2 C.islemsel Bilgi 9,10 14, 35, 37, 11,13, 15, 16, 18,20, 21, 22, 23,
3 40, 41, 53 17, 44, 45 24, 25, 26, 27, 34,
k2 36, 43, 47, 48, 49,
a 50, 51, 54, 56

D. Ustbilissel Bilgi

Bilgi
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Miles ve Huberman (1994) Giivenirlik = Gortis birligi sayisi/ (Toplam gortis birligi +
Gortis ayriligr sayis1) formiilii kullanilarak giivenirlik hesaplanmigstir. Maddeler igin
gtvenirlik 0,80 bulunmustur. Giivenirlik katsayisinin 0,70’ten biiyiik olmasi analizin
giivenilir oldugunu ifade etmektedir (Zorluoglu, Kizilaslan ve Sozbilir, 2016). Bu
nedenle BT'de yer alan maddelerin YBT'ye gore analizinin giivenilir oldugu

disiintilmektedir.
3. Bulgular

Calismada yer alan BT "Elektrik Devre Elemanlar1” tinitesindeki kazanimlar ile ilgili
YBT basamaklarin1 kapsamaktadir. Pilot uygulamada yer alan 56 maddenin test

istatistigi Tablo 3'te goriinmektedir.

Tablo 3. Pilot uygqulamadan elde edilen test istatistikleri

Madde Sayis1 56
Uygulanan Kisi Sayis1 255
En Diigiik Puan 9

En Yiiksek Puan 55
Ortalama Puan 38,2
Standart Sapma 11,320
Carpikhik -0,588
Basiklik -0,645
Ortalama Madde Giigliigii 0,682
Ortalama Madde Ayirt Ediciligi 0,484
KR 20 0,935

Tablo 3'te pilot uygulamadan elde edilen sonuglara bakildiginda test maddelerinin
glicliilk indeksi ortalamas1 0,682 ve ayiricilik indeksi ortalamasi ise 0,484 oldugu

goriilmektedir. Ayrica hesaplanan KR-20 degerinin 0,935 oldugu tespit edilmistir.

Tablo 4. Pilot uygulamada elde edilen madde giicliik ve ayirt edicilik indeksleri

Pilot Uygulama Madde Madde Dogru %27 Ust  %27Alt Grup
Uygulama Madde Giicliik Ayiricilik Cevap Grup Dogru Dogru Cevap
Madde Numarasi indeksi indeksi Sayis1 Cevap Sayis1
Numarasi (Pj) (rjx) Sayis1

1 0,87 0,31 221 70 (0,96) 48 (0,65)

2 0,91 0,26 233 73 (1,00) 55 (0,74)

3 0,87 0,38 222 73 (1,00) 46 (0,62)

4 0,93 0,18 238 73 (1,00) 61 (0,82)

5 0,90 0,27 230 73 (1,00) 54 (0,73)

6* 1 0,36 0,30 92 38 (0,52) 16 (0,22)

7 0,68 0,15 174 55 (0,75) 45 (0,61)

8* 5 0,44 0,50 112 52 (0,71) 16 (0,22)
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9 0,73 0,51 186 70 (0,96) 33 (0,45)
10 0,76 0,55 194 72 (0,99) 32 (0,43)
11 0,91 0,23 232 73 (1,00) 57 (0,77)
12* 9 0,49 0,51 126 55 (0,75) 18 (0,24)
13* 11 0,76 0,54 195 70 (0,96) 31 (0,42)
14* 12 0,76 0,61 193 72 (0,99) 28 (0,38)
15 0,77 0,54 197 72 (0,99) 33 (0,45)
16* 13 0,60 0,61 152 62 (0,85) 18 (0,24)
17 0,87 0,38 221 72 (0,99) 45 (0,61)
18* 17 0,63 0,55 160 64 (0,88) 24 (0,32)
19* 18 0,34 0,37 86 43 (0,59) 16 (0,22)
20 0,56 0,47 142 55 (0,75) 21 (0,28)
21* 20 0,53 0,57 136 62 (0,85) 21 (0,28)
22% 21 0,69 0,50 176 66 (0,90) 30 (0,41)
23 0,48 0,54 123 57 (0,78) 18 (0,24)
24 0,76 0,59 195 72 (0,99) 29 (0,39)
25 22 0,50 0,50 128 59 (0,81) 23 (0,31)
26 0,60 0,81 154 72 (0,99) 13 (0,18)
27* 24 0,60 0,74 153 72 (0,99) 18 (0,24)
28 0,56 0,71 142 66 (0,90) 14 (0,19)
29* 2 0,53 0,50 136 56 (0,77) 20 (0,27)
30 0,93 0,22 238 73 (1,00) 58 (0,78)
31 0,90 0,27 230 72 (0,99) 53 (0,72)
32* 3 0,87 0,38 221 72 (0,99) 45 (0,61)
33* 4 0,78 0,40 199 68 (0,93) 39 (0,53)
34* 8 0,84 0,39 215 71 (0,97) 43 (0,58)
35 6 0,84 0,46 215 73 (1,00) 40 (0,54)
36* 19 0,69 0,55 177 70 (0,96) 30 (0,41)
37 0,86 0,38 219 71 (0,97) 44 (0,59)
38* 7 0,85 0,38 216 73 (1,00) 46 (0,62)
39 0,14 -0,13 35 5 (0,07) 15 (0,20)
40 0,80 0,54 203 72 (0,99) 33 (0,45)
41 0,78 0,49 199 71 (0,97) 36 (0,49)
42+ 10 0,62 0,62 158 68 (0,93) 23 (0,31)
43* 14 0,62 0,73 158 69 (0,95) 16 (0,22)
44 0,90 0,31 230 73 (1,00) 51 (0,69)
45 0,75 0,64 190 73 (1,00) 27 (0,36)
46 0,53 0,58 134 62 (0,85) 20 (0,27)
47+ 25 0,51 0,65 130 64 (0,88) 17 (0,23)
48* 26 0,69 0,55 177 67 (0,92) 27 (0,36)
49* 23 0,68 0,65 174 69 (0,95) 22 (0,30)
50 0,36 0,41 91 46 (0,63) 16 (0,22)
51 0,60 0,74 154 72(0,99) 18 (0,24)
52 0,69 0,61 175 69 (0,95) 25 (0,34)
53* 15 0,73 0,62 185 72 (0,99) 27 (0,36)
54 0,73 0,62 185 72 (0,99) 27 (0,36)
55 0,53 0,66 134 69 (0,95) 21 (0,28)
56* 16 0,59 0,72 150 68 (0,93) 16 (0,22)

* Bagar1 testinde yer alan maddeler.
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Tablo 4'te pilot uygulamadan elde dilen sonuglara gore maddelerin ayiricilik ve
giicliik indeksleriyle beraber iist ve alt gruplarin dogru cevaplarina yer verilmistir.

Ayrica uygulamada kullanilan maddeler igin tekrar numara verilmistir.

Bir test cesitli giicliiklerde sorular igeriyorsa ayirt edici oldugu soylenebilir. Orta
kolaylikta maddelerin testte daha fazla olmas: testi daha ayirt edici yapabilir. Madde
ayricilik indeksi 0,40 ve daha biiyiik olan madde ¢ok iyi; 0,30-0,39 arasinda degerler
alan madde oldukga iyi; 0,20-0,29 arasinda degerler alan madde gelistirilmesi gerekli;
0,19 ve daha altinda olan madde ¢ok zayiftir (Baser, 1996). Pilot uygulamadan sonra
elde edilen madde analiz tablosundan ayiricilik indeksi 0,30-0,74, giiglitk indeksi
0,34-0,87 arasinda olan maddeler icinden seckisiz olarak maddeler belirlenerek BT
olusturulmustur. Boyle bir yontemin tercih edilmesinin nedeni verilen araliklarda

yer alan madde sayisinin ¢ok olmasidir.

Tablo 5. Basar1 testinin istatistikleri

Madde Sayis1 26
Uygulanan Kisi Sayis1 255
En Diisilik Puan 3

En Yiiksek Puan 26
Ortalama Puan 16, 549
Standart Sapma 5,875
Carpiklik -0,363
Basiklik -0,942
Ortalama Madde Giigliigi 0,637
Ortalama Madde Ayirt Ediciligi 0,551
KR 20 0,876

Tablo 5'te BT'de yer alan maddelerin giicliik indeksi ortalamasi 0,637, ayiricilik
indeksi ortalamasi ise 0,551'dir. KR-20 i¢ tutarlilik giivenirlik katsayis1 0,876 olarak
goriilmektedir. Testin orta giicliikte, ¢ok iyi ayirt edici ve oldukga giivenilir oldugu

sOylenebilir.

Tablo 6. Basar: testi maddelerinin ayiricilik indeksleri ve yorumlar

Ayiricilik Madde Uygulama Madde Degerlendirme
Indeksi Oranlan Numaralan
r>0.40 0,77 2,5,6,9,10,11, 12,13, 14, Cokiyi madde
15, 16, 17, 19, 20, 21, 22,
23,24, 25,26
0.30<r<0.39 0,23 1,18,3,4,8,7 Iyi madde
0.20<r<0.29 Gelistirilmesi

gereken madde
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Tablo 6 incelendiginde ayiricilik indeksi 0,40'tan biiyiik 20 madde yer almaktadir.
Ayrica 0,30-0,39 arasinda 6 madde bulunmaktadir. BT'de yer alan maddelerin %77'si
cok iyi; %23't oldukga iyidir.

Tablo 7. Basari testinde yer alan maddelerin ''Elektrik Devre Elemanlar:”’ iinitesi

kazanmimlarina gore dagilimi

Kazanim Uygulama Madde
Numarasi

F5.7.1.1. Bir elektrik devresindeki elemanlar1 2,4

sembolleriyle gosterir.

F.5.7.1.2. Cizdigi elektrik devresinin semasin kurar. 3,6,7,9, 26

F.5.7.2.1. Bir elektrik devresindeki ampul parlakligmi 1, 5, 12, 15, 8, 10, 11, 13, 14,

etkileyen degiskenlerin neler oldugunu tahmin 16,17, 18, 19, 20, 21, 22, 23,

ederek tahminlerini test eder. 24,25

Tablo 7'de BT'de yer alan maddeler ve ilgili oldugu kazanimlar yer almaktadir. BT'de
F.5.7.1.1. kazanimu ile ilgili 2 madde vardir. Bununla beraber F.5.7.1.2. kazanimu ile
ilgili 5 madde; F.5.7.2.1. kazanimu ile ilgili 19 madde bulunmaktadir. 3 fen egitimi
uzmani tarafindan betimsel analizi yapilan {i¢ kazanimin YBT tablosundaki
bulunduklar yerler: F.5.7.1.1. kazanim1 A1; F.5.7.1.2. kazanim1 C3; F.5.7.2.1. kazanim1
B5 hiicresindedir. F.5.7.2.1. kazanimu ile ilgili daha fazla madde hazirlanmigtir. Zira
F.5.72.1. kazanim1 tist diizey diisiinme becerilerinden biri olan degerlendirme
basamagma karsilik gelmektedir. Ayrica bu kazanim farkli maddelerin iiretilmesine

yardimci olan kavramlar: da icermektedir.

Tablo 8. Basar: testinde yer alan maddelerin bilgi birikimi ve biligsel siire¢ boyutu

basamaklarina gore dagilimi

Bilissel Siire¢ Boyutu
1.Hatirlama 2.Anlama 3.Uygulama 4.Coziimleme 5.Degerlendirme
A. Olgusal 1,2,3 4,7

Bilgi
=
":; B. Kavramsal > %15 10
2 Bilgi
£ _ 6,12,15 11,13 8, 14, 16, 17, 19,
f';‘E C. Islemsel 20, 21, 22, 23, 24,
/m Bilgi 25, 26
B
=

D. Ustbilissel
Bilgi
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Tablo 8'de BT'de yer alan maddelerin YBT'nin her iki boyutuna gore bulunduklar:

hiicreler YBT tablosunda gortinmektedir.
4. Sonug, Tartisma ve Oneriler

Calismanin amact 5. Sinif Fen Bilimleri Dersi Ogretim Programi'nda yer alan
"Elektrik Devre Elemanlar1” {initesindeki kazanimlara yonelik ogrencilerin YBT'ye
gore basarilarinin Olgiilmesi igin gegerligi ve giivenilirligi saglanmis ¢oktan se¢meli
maddelerden olusan bir BT gelistirmektir. Alanyazinda ¢oktan se¢meli testler en
glivenilir ve gecerli 0l¢gme araci olarak belirtilmektedir (Aydin, 2018; Giiler, 2014). Bir
tinitede yer alan kazanimlar ile ilgili coktan segmeli testler araciligiyla YBTnin ilk beg
basamagina karsilik gelen beceriler Olciilebilir. Bu ¢alismada isaret edilen noktaya

dikkat edilerek gecerligi ve giivenirligi yiiksek bir BT gelistirilmistir.

Zorluoglu ve Giiven (2020) Tiirkiye genelindeki 6gretmenlere ait 5. sinif fen bilimleri
dersi yazili smav sorularmi YBT'nin biligsel siire¢ boyutuna gore incelemislerdir.
Ogretmenlerin yaptiklari yazili sinavlarda en fazla YBT'nin biligsel siire¢ boyutu
basamaklarindan hatirlama basamagima ait sorularin oldugunu belirlemislerdir.
Alanyazinda bu arastirmayla paralel bir¢ok ¢alisma mevcuttur (Ar ve Inci, 2015;
Ayvaa ve Tiirkdogan, 2010; Dindar ve Demir, 2006; Ozcan ve Oluk, 2007; Tanik ve
Saragoglu, 2011). Bu sonug¢ kazamimlarla ilgili sorular hazirlanirken {iist diizey
diistinme becerilerine sorularda fazla yer verilmedigini gostermektedir. Boyle
olumsuz bir durumun olusmasimi onlemek igin kazanimlar ile ilgili 6grenmenin
transferini saglayacak hatirlama basamagimnin tistiindeki basamaklara sorularda daha
fazla yer verilmelidir. Bunu yapmanin yollarindan biri YBT'yi bir ara¢ olarak
kullanmaktan gec¢mektedir. Calismada kazanimlara yonelik farkhi biligsel siireg
boyutu basamaklarini igeren sorulara yer verilmistir. Daha acik bir ifadeyle, ilgili
tinitenin kazanimlarmin ait oldugu YBT bilissel stire¢ boyutu basamaklarina yonelik
sorularla beraber, YBT'nin bilissel siire¢ boyutunun farkli basamaklarma yonelik

sorulara da yer verilmistir.

Ogretim programinda yer alan kazanimlar ve ¢oktan secmeli basari testinde yer alan
maddelerin uyumlu olmast kazanimlarin Ogrenciler tarafindan gergeklestirilme
diizeyinin nitelikli bir sekilde degerlendirmesini saglayabilir. Bu baglamda ilgili
tiniteye gore ogretimin gerceklestirildigi siiflarda degerlendirme ihtiyacinin BT ile
karsilanabilecegi diisiintilmektedir. Bununla beraber sorularin YBT'ye gore
smiflandirilmasi, ilgili tinite baglaminda Ogrencilerin bilissel seviyelerini de

yansitabilir.
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Bu calismada pilot uygulamadan elde edilen madde giigliik ve madde ayirt edicilik
indekslerine gore 26 madde BT igin belirlenmistir. Belirlenen maddelerin ayiricilik
indeksi 0,30-0,74; giiclik indeksi ise 0,34-0,87 arasindadir. Ayrica BT'nin KR-20
degeri 0,876 olarak hesaplanmistir. Bu sonuglar BTmin 5. smif &grencilerine
uygulanabilecegini gostermektedir. Bununla beraber, 6grencilerin ilgili fen {initesine

yonelik YBT basamaklarina gore basar1 seviyeleri belirlenebilir.

BT'nin olusturulmas: siirecinde gergeklestirilen asamalar takip edilerek farkli
tinitelere yonelik YBT'nin boyutlarma gore coktan se¢meli testler gelistirilebilir.
Ayrica ¢oktan se¢meli maddelerden olusan BT'ye, YBT'nin tiim biligsel siireg
basamaklarint igeren ac¢ik ucglu sorularin eklenerek Ogrencilere yoneltilmesi

Onerilebilir.
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EK 1. Basar1 Testi

Aciklama:

Testteki  tiim  sorular1  dikkatli  okuyarak,
cevaplarmizi  Test Cevap Kagidi  iizerine

isaretleyiniz. Her bir soru igin sadece bir cevap

isaretleyiniz.

1. Basit bir elektrik devresinde ampul parlakligini

etkileyen = degisken  tiirii = asagidakilerden

hangisidir?
A)Bagiml degisken
B) Kontrol degisken
C) Sabit degisken

D) Bagimsiz degisken

2.

— kb

Yukaridaki elektrik devre semasinda kag¢ farki

devre eleman sembolii vardir?

A)2 B)3 Q)4 D)5

3.

Yukaridaki basit elektrik devresine karsilik gelen

devre semasi hangisidir?

+ +

A) B)

+

o 0

D)

150

I. Elektrik devresinde pilin konuldugu yerdir.

II. Elektrik devresinde

birbirine baglar.

devre elemanlarini

III. Elektrik devresinde

sonmesini saglar.

ampuliin  yanip

Yukarida verilen devre elemanlarinin gorevleri,
devre elemanlar ile eslestirildiginde hangi devre

elemani agikta kalir?
A) Duy B) Pil yatag:

C) Anahtar D) Baglant1 kablosu

5. Basit elektrik devre elemanlar: ile yapilan bir
deneyde ampul parlakliginin pil sayisina bagh
oldugu sonucuna ulasildigina gore, asagidaki

bilgilerden hangisi dogrudur?
A) Ampul parlakligi bagimsiz degiskendir.
B) Pil say1s1 bagimsiz degiskendir.

C)Ampul
D) Anahtar sayis1 bagimli degiskendir.

say1sl bagimh degiskendir.

6. Asagidaki 6zdes devre elemanlarindan olusmus

elektrik devreleri kuruldugunda, hangisinin

ampulii 151k verir?

—I!-!)—‘
2 )

A)

—— iy

o —

D)

[_ |

Yukaridaki basit elektrik devresinde ampuliin 151k

vermemesinin nedeni ne olabilir?



International Journal of Current A

roaches in Language, Education and Social Sciences
Besinci sinif "Elektrik devre elemanlar1” iinitesine yonelik basar testi gelistirme CALESS 2021, 3 (1), 133-156

A) Pilin olmamasi

B) Baglant1 kablosunun kopmus olmasi
C)Anahtarin olmamast

D) Duyun olmast

8.

1

Yukarida bir elektrik devresi verilmistir.

Bu elektrik devresine asagidaki o6zdes devre

elemanlarindan  hangileri  eklenirse = ampul

parlaklig: en fazla olur?

-

0 =3 D) ,

9.

Yukarida

verilmistir.

basit bir elektrik devre semas1

Bu devre kuruldugunda ampuliin 151k vermesi i¢in

asagidakilerden hangisinin yapilmasi gerekir?
A) Pillerden birini ters baglayarak anahtar1 agmak
B) Anahtarlardan birini ters baglayarak kapamak

C) Anahtarlardan birini ters baglayarak agmak

D) Pillerden birini ters baglayarak anahtar
kapamak
10. "Pil sayisimin ampul parlakligina etkisi

vardir." hipotezini kuran Alper, hipotezindeki
bagimsiz degiskeni gozlemek istiyor.

Bu gozlem icin asagidaki devre ciftlerinden

hangisini kurmalidir?

A)

151

——— p———

—l— — - ==
B)

— — ’
O
-
D)
—— ——

11.

Yukarida elektrik devresi verilmistir.

Bu devreye bir tane daha pil baglandiginda
devredeki

gosteren grafik asagidakilerden hangisi olabilir?

ampul parlakliginin  degisimini
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A)
Aammpul Parlakliga
Cok
Az - ——— -y — = === — =
’V ‘ Pil Sayis1
1 =
B)
Ampul Parlakliga
Cok
AT - ——
“ ‘ Pil Sayisa
1 2
O
Ampul Parlakligi
Coker-—----
Az G-
Pil Sayisi
1 2
D)
Ampul Parlaklig:
Cok
Az

Pil Sayis1
1 2

12. Birer tane ampul, anahtar, pil ve baglant

kablosundan olusmus bir masa iistii lambasinin
daha parlak 1s1k vermesi icin,

I. Bir ampul daha eklenmeli
IL. Bir pil daha eklenmeli
IIL Bir anahtar ve bir ampul daha eklenmeli

yukaridaki 6zdes devre elemanlarindan hangileri

eklenmelidir?
A) Yalniz I B) Yalniz IT
C)I-1I D) II - 11T

152

13.

- L“_
K Devresi L Devresi

Yukarida verilen elektrik devre elemanlar
ozdegtir.

Asagidaki grafiklerden hangisi K ve L

devrelerinin ampul parlakligi ve ampul sayilar

arasindaki iliskiyi gosterir?

A
Ampul Parlaklig
Coke--—---q==
Az = -
K ‘L‘ Ampul Sayisi
1 2
B)
Ampul Parlaklig1
Cok
Az @------puuy------pa
“Kl ‘L‘ Ampul Sayisi
1 2
Ampul Parlakliga
Cok
AZhocannaay ®
}L Ampul Sayisi
1 2
D)
Ampul Parlaklig:
Cok
AZ @------opg

L} H Ampul Sayisi

1 2
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14.

Ampul Sayis:

Pil Sayuis:

Yukarida M, N ve P devrelerine ait 6zdes ampul ve
pillerin sayilar1 arasindaki iliskiyi gosteren grafik

verilmistir.

Asagidakilerden hangisi M, N ve P devrelerine ait

ampullerin  parlakliklar1  arasindaki iliskiyi
gosterir?
A)N>M>P B)M=P>N
CQP>M=N D)N>P>M
15.

" r—

Yukaridaki elektrik devresine o6zdes iki tane
ampul ve iki tane pil daha eklenirse, ampul

parlaklig1 nasil degisir?

A)Ampul vermez.

B) Ampul parlaklig: artar.

151k

C)Ampul
D) Ampul parlakligi azalir.

parlaklig: degismez.

16.

O

K Devresi L Devresi M Devresi

Yukarida yer alan devre semalarina gore 6zdes pil,
kablosu
kuruluyor. Ampul parlakliklari gézlemleniyor.

baglant1 ve ampullerle devreler

153

Buna gore, K, L ve M devresindeki ampul
iliski
dogru

parlakliklar1  arasindaki asagidaki

seceneklerden hangisinde olarak

verilmistir?

A)K=M>L
B)yM>K=L
CO)M>K>L
D)K=L>M

17.

20

K Devresi L Devresi

Yukarida verilen K ve L devre semalar: ile hangi

degiskenler arasindaki iliski gosterilebilir?

A) Pil ve ampul sayis1 ile ampul parlaklig:

arasindaki iligki

B) Ampul sayist ile ampul parlakligr arasindaki
iligki

C) Anahtar sayisi ile ampul parlaklig1 arasindaki
iligki

D) Pil sayist ile ampul parlakligi arasindaki iliski

18. Basit bir elektrik devresinde ampul sayisi
sabit
tutuldugunda, bagimli ve bagimsiz degiskenler ile

degistirilip diger devre elemanlan
ilgili asagida verilen bilgilerden hangileri dogru

olur?

Bagimli Degisken Bagimsiz Degisken

A) Ampul Parlaklig1 Pil Say

B) Ampul Sayisi Ampul Parlaklig

C) Pil Sayist Ampul Sayist
D) Ampul Parlaklig: Ampul Sayisi

19. Efe, "Basit bir elektrik devresinde ampul sayis1

sabit tutulurken, pil sayisinin degistirilmesi
ampul  parlakligini etkiler." hipotezinin
dogrulugunu deney yaparak gostermek
istemektedir.
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L

K Devresi L Devresi M Devresi N Devresi

Efe, hipotezinin dogrulugunu gostermek icin
yukaridaki devre semalarindan hangi ikisine gore

deney yapmalidir?
A)K-M

B)M-N

C)K-L

D)K-N

20.

|"—! —i
O— =

M Devresi L Devresi N Devresi

K Devresi

Yukarida yer alan devre semalarindan hangileri
ampul parlakliginin pil ve ampul sayisina bagh

oldugunu gostermek icin onerilebilir?
Ampul parlaklig: Ampul parlaklig:

pil sayisina bagh ampul sayisina bagh

A)K-M L-N

B)L-N K-M

OL-N M-N

D)K-N L-M

21.

I I
Q Q

K Devresi L Devresi M Devresi N Devresi

Naciye basit bir elektrik devresinde pil sayisini

sabit tutup ampul sayisin1 artirarak, ampul

parlakliginin degisimini bir deneyle gostermek

istemektedir. Bunun i¢in yukaridaki devre
semalarindan hangi ikisine gore deneyini
yapabilir?

154

A)K-M
B)K-L

CO)L-N
D)L-M

22,

anahtarlarla ii¢ elektrik devresi kurarak, ampul

ikra 6zdes ampul, pil, baglant1 kablosu ve

sayisinin ampul parlakligina etkisini gézlemliyor.
Gozlem sonuglarima gore ampul parlakligs ve
ampul sayis1 arasindaki iliskiyi gosteren asagidaki
grafigi ciziyor.

Ampul Parlaklig:

H Ampul Sayisi
3

1 2

ikra yukarnidaki grafigi cizebilmek igin hangi

elektrik devresini kurmus olamaz?

— T—

A) B)

 ——

@) D)
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23.

Ampul Sayisi

P S L
™
3@ B '
Y | i
e :
Ta o o i
Pil Sawyisy
1 2 3 4

Yukarida K, L, M ve N devrelerindeki 6zdes pil ve
ampul sayillarinin arasindaki iliskiyi gosteren

grafik verilmistir.

Asagidaki devre semalarindan hangisi bu grafikte

yer alan devrelerden biri olamaz?

24.

Ampul Sayis:

4
R p
L
2 """"'? """""""""""" E
R
: Pil Sayis:
1 2 3 4 5
Yukaridaki grafikte K, L ve M elektrik

devrelerinde yer alan 6zdes ampul ve pillerin

sayilar1 arasindaki iliski gosterilmistir.

1. Devre 2. Devre 3. Devre

155

Buna gore K, L ve M devreleri ile 1., 2. ve 3.
devrelerinin eslestirilmesi hangi secenekte dogru

olarak verilmistir?

1. Devre 2. Devre 3. Devre

A) K L M

B) K M L

C) M K L

D) M L K

25.

Pil Sayis:

3

2

1

Ampul Sayisi
1 2 3 4

Yukarida K ve M devrelerindeki 6zdes pil ve
ampullerin sayilar1 arasindaki iliskiyi gosteren bir

grafik verilmistir.

Bu grafige gore, K devresi M devresine
doniistiiriirse bagimli, bagimsiz ve sabit tutulan
degiskenler ile ilgili asagida verilen bilgilerden

hangisi dogru olur?

Bagimli Bagimsiz Sabit Tutulan
Degisken Degisken Degisken
A) Parlaklik Ppil Ampul
Sayis1 Sayis1
B) Ampul Parlaklik Ampul
Say1s1 Sayis1
C) Parlaklik Ampul Pil
Sayis1 Sayisi
D) Pil Sayist ~ Ampul Sayis1  Pil Sayisi
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26.

Sekildeki o6zdes devre elemanlarindan olusan

elektrik devresine gore yapilan deneyde,
a. Bir ampul ¢ikariliyor,

b. Bir pil ¢ikariliyor,

c¢. Anahtar aciliyor,

islemleri sirasiyla gerceklestirilerek asagidaki

durumlar meydana geliyor.

I. Ampul parlaklig: azaliyor.
II. Ampul parlaklig: artiyor.

III. Ampul séniiyor.

Deneyde yapilan islemler ve meydana gelen
sonuclar swrasiyla  asagidaki  segeneklerden
hangisinde en uygun sekilde eslestirilmistir?

A) a-1I, b-I, c-III
B) a-I, b-II, c-III
C) a-1IL, b-1, c-II

D) a-11, b-11I, c-I

156



JITE )
7/ RN

Uluslararas: Dil, Egitim ve Sosyal

/ ZL \L I | SS 0 (8‘0 3 : Bilimlerde Giincel Yak[aslmlar Dergisi

International Journal of Current ' \\ // K e e

Approaches in Language, N : MOAXOAOB B A3blke, 0bpasoBaHu 1
EduC‘aUOH and SOC['&[ SCit’nCt’S : J / v -u'\@ o6lu,ecmBeHHblx HayKkax

-

.pfi’.\ VI \ 7k

TURKISH UNIVERSITY STUDENTS” CAUSAL ATTRIBUTIONS TO THEIR
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Article Info Abstract

DOI:10.35452/caless. 2021.8 g study aimed to look into Turkish learners’ examples of success and
failure, and attributions to their perceived achievements and failures in

Keywords learning English as a foreign language. Data were collected from 41
Attribution theory students majoring in physics, metallurgy engineering and paramedics at a
Turkish EFL learners”  public university in Turkey. An open-ended questionnaire was translated
Attributions into Turkish and delivered to the students to obtain data. Research
Achievement findings firstly showed that one-third of the participants did not recount
Failure an example of success or failure, which might point out learners’” lack of

self-awareness and self-assessment. Furthermore, their examples of

Examples of success . . . 1 .
P success and failure mainly were grade-oriented. This finding might

and failure display the influence of the Turkish educational system focusing on

Received: 05.03.2021 academic achievement which is primarily evaluated by exam results.
Accepted: 15.05.2021 Se'condly, students we.re found to attribute both their achleve@ents and
) failures to effort as an internal and controllable factor. Another important
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1. Introduction

Learning a foreign language cannot be conceived as a simple process. In Turkey, it has
extended almost two centuries (Celebi, 2006), and the problems of this process have
not been resolved yet. Issues of learning and teaching English were complainingly
summarized by one of the former ministers of education in Turkey as follows:
“Millions of courses have been run for years in this country, thousands of teachers
have taught them and students have lost time in those courses. We have tried hard,
still, we could not teach this language” (Ingilizce 6gretmeyi bilemedik, 2006). Several
reasons for this situation are given as crowded classrooms, insufficient number and
quality of English teachers, technological inadequacies, etc. (Akdogan, 2010;
Gomleksiz, 2002), but this study is rather concerned with detailing learners” personal
reasons for their perceived success and failure in English with reference to Weiner’s

1 Eskisehir Osmangazi University, Turkey, SEVQ igokce@oqu.edu.tr
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(1972) “attribution theory”. Hence, this paper aims to give a brief account of Turkish
university students” perceptions of achievements and failures in learning English and
their causes from their perspective.

Learner achievement is the desired outcome of all educational processes, and how
learners reach this desired point and what kinds of motivational and emotional drives
influence their journey to success have been explained in various ways. Achievement
theories constitute one of the explanations for learners’ successes or failures, and
among the achievement theories which take their foundations from psychology,
“attribution theory” has an influential status and it has been a significant model for
motivational studies since the 1980s (Dornyei, 2005). According to the theory, people’s
causal attributions to success and failure are likely to determine their future actions.
These causal attributions are luck, ability, effort, and the difficulty of the task which
are labelled by Weiner (1972) as four salient determinants of success and failure.
Weiner (1972, 1985) also puts forth three dimensions of the attributions: stability,
controllability, and locus of control (being internal or external): Effort as unstable,
controllable and internal; ability as stable, uncontrollable, and internal; task difficulty
as stable, uncontrollable and external; luck as unstable, uncontrollable and external.
The more unchangeable, uncontrollable and external attributions learners have, the
more negative they feel about the learning process (Peacock, 2010; Williams Burden,
Poulet & Maun, 2004). Weiner (1972) also reviewed previous study results which
demonstrate that successful students attribute their achievements to high effort and
failures to low effort. In contrast, less successful students attribute their low
achievements to a lack of ability. In other words, Weiner distinguished students as
successful and less successful and based his theory on the attributional differences
between these two groups of students.

In the literature, more attributions to these four salient determinants of success and
tailure labelled by Weiner (1972) were added. For instance, Little (1985) put 149
children’s free responses into 18 attributions. In Williams et al.’s study (2004) 21
attributions for achievement and 16 attributions for failure emerged. Williams and
Burden (2002) found more attributions than four, ranging from materials to mood. In
their study with learners of French as a foreign language, younger learners gave the
reasons of “listening and concentrating”, that is effort, for their achievements;
however, elder students tended to provide a wider range of attributions for their
achievements like ability, task difficulty, circumstances, teacher, materials, mood, etc.
Underachieving participants’ attributions for failures somewhat ranged. Younger

VAT

students in this group attributed their failures to “not listening or concentrating”, “not

I’ “”

practising”, “not remembering or understanding” and task difficulty. In addition to
these reasons, elderly learners reported more: “lack of ability”, “poor teaching” and
“lessons missed”. Thus, the range of the attributions reported in the study was found
slightly broader than the ones in the literature. Most importantly, Williams and Burden

underlined the rarity of the cases articulating “intelligent effort”, namely, “the
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application of appropriate strategies for achieving success in learning the foreign
language” (p. 199).

Peacock (2010) extended his research scope and investigated 505 EFL university
students’ attributions in Hong Kong and 40 EFL teachers’ opinions. He found out that
learners and teachers stated various attributions for success, most of which were
internal, unstable and controllable. However, a statistically significant difference was
found between the two groups: Teachers attributed student success to effort, whereas
students attributed their achievement and failure to luck. Secondly, in terms of
attributing success to effort, female learners differed from their male counterparts.
They were significantly more likely to attribute success to their efforts. Thirdly, while
science students attributed success and failure to luck and task difficulty, humanities
students tended to attribute success to a more internal factor, effort.

In terms of the importance of the attribution theory, Williams et al. (2004) note that
causal attributions of learners may not necessarily reflect objective reasons. Still, they
are more powerful to explain successes and failures than reasons put forth by other
parties because “a very helpful source of information is likely to be contained within
students' personal explanations for their successes and failures” (p. 20). They also
suggest that based on some information about whether learners have detrimental
attributions, learners can be trained to convert their attributions into more internal,
changeable and controllable ones. Lebedina-Manzoni (2004) also underlines the need
for looking into attributions to understand learners” problems better and to find
appropriate methods to increase course effectiveness, success and personal
satisfaction. Likewise, having a brief look at attributional findings in Turkish
educational context may help us approach Turkish learners” problems better.

In Turkey, studies portray both teachers” and learners’ causality of achievement. Can
(2005) worked on Turkish elementary school teachers’” perceptions of their
achievements. Most of the teachers were found to attribute success to internal causes
and failure to uncontrollable external causes. Their reasons for success were also
identified to be more stable than the reasons for failure.

In accordance with Can’s findings, Taskiran (2010) reported that foreign language
learners at preparatory school of a Turkish public university had more causal
attributions for failure than for success. Success-oriented participants displayed
significantly more internal, controllable, and relatively more stable attributional
reasons than failure-oriented students, which was, she highlighted, a finding
supported by literature on attribution theory.

Erten (2015) investigated 6%-grade and 10%*-grade Turkish students’ achievement
attributions after releasing their latest English exam results. He found that students, in
general, attributed their task performance to their teachers’ input, their interest, and
ability, which he interpreted as further support for Turkish learners’ tendency to
attribute exam performance to external and internal uncontrollable factors. He
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ascribed this result to non-western societies’ respect and affection towards teachers
and the teaching profession. On the other hand, he underlines the risk of sacrificing
learner autonomy behind attributing exam performance to such uncontrollable factors.

Demir (2017) conducted a study about English language learners” attributions for their
success and failure in speaking English at a preparatory school. He found that the
participants ascribed their success and failure in speaking English mainly to personally
controllable factors and internal causes like practice and perseverance. However, these
factors were observed in the attributions for success considerably more than those
made for failure. Besides, the attributions to success were more stable than those made
to failure.

Since the research knowledge base in Turkey points out various results in different
settings, more research might be needed to get a better grasp of Turkish foreign
language learners’ reasons for their achievements and failures. For instance, learners
majoring in different departments at Eskisehir Osmangazi University who take
compulsory basic English courses are observed to be quite demotivated and display a
low rate of success. To illustrate, the recent average English score of learners at the
physics department was 40 out of 100. Furthermore, irregular attendance to English
courses was noted by instructors of these groups. In such a situation, exploring
learners’ causal attributions to their achievements and failures is needed in the ELT
field as Williams et al. (2004) point out a shared discourse exists among students about
why they can learn or not.

Additionally, in this study learners” perceptions of success and failure are revealed
based on their first-hand individual experiences. Studies deal with how learners
conceptualize these notions in the form of definitions (Tagkiran, 2010). Still, personal
accounts of achievements and failures deserve attention because individual
experiences form a central lens for understanding people (Creswell, 2005). Thus, to
understand learner attributions to success and failure better, how learners look at these
concepts could be clarified.

Finally, unlike some previous studies (Tagkiran, 2010; Weiner, 1972; Williams et al.,
2004) this study does not compare attributions of success-oriented learners and failure-
oriented learners because classifying individuals into fixed groups may yield
misleading results. Every learner undergoes complex emotional and cognitive
processes during language learning, their senses of “self” as successful or unsuccessful
are changeable (Dornyei, 2005) and their inclination to success and failure may be
easily influenced by learning conditions; thus a general overview of learners’ causal
attributions to success and failure can help us understand Turkish language learners
better. In this study, the participants” attributions other than the four attributions in
Weiner (1972, 1985) are examined as well.
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2. Method

The study was designed as a survey study in which participants were asked open-
ended questions about their examples of success and failure, and attributions to their
perceived achievements and failures in learning English. In order to ensure that
participants could freely express their ideas, an open-ended questionnaire was taken
from Williams and Burden (2002) and Williams et al. (2004) The risk of influencing
data with pre-determined categories as in a multiple-choice questionnaire was
avoided because of the context-specific and personal features of attributions (Tagkiran,
2010).

After the questionnaire items were translated, back-translated and checked in terms of
equivalence by an English teacher, Turkish version of the questionnaire was
distributed to the respondents. Convenience sampling was applied in the study and
the researcher gathered opinions of her students whose demotivation for learning
English and high rate of absenteeism in classes drew the researcher’s attention as an
instructor. The participants were 41 first-year students ageing between 18 and 22.
Nineteen of them were male, and 22 of them were female students majoring in physics,
metallurgy engineering, and paramedics at Eskisehir Osmangazi University. These
students came from mathematics- and science-oriented sections at high schools.
Owing to the exclusion of English in the process of getting prepared for the University
Entrance Exam in Turkey, they had only studied subject areas included in that exam
at the expense of English at high school. Since the participants’ language learning
process underwent such a serious interruption, their responses about this process
might reveal clues as to their causal perceptions related to success and failure. In
addition, as their departmental programs did not involve courses requiring English as
a medium of instruction, learners did not have intensive English instruction. Instead,
they received three hours of English courses weekly for two semesters as English I and
English II. The syllabus of courses was dependent on an elementary-level coursebook
that covered basic grammar rules and the skills of reading, listening, speaking and
writing. However, learners were only tested for their grammatical and lexical
knowledge, which posed the danger that learners might not assign the same
importance to the four language skills as the importance they assigned to grammar
and vocabulary. Furthermore, despite being mandatory, English courses were non-
credit; that is, learners” grades from basic English courses appeared as either “pass” or
“fail” in their transcripts. The risk here was that since 50 out of 100 was accepted as a
yardstick to pass this course, getting 50 from examinations sufficed for many students,
so they gave a low priority to learning English. They preferred rote learning of rules
and words, which they believed to save them in multiple-choice examinations. In sum,
they tended to see English not as a way of communication but as a set of arbitrary rules
to memorize and as a course to take involuntarily and to pass immediately.
Consequently, they complained about learning grammatical rules of English but being
unable to communicate by it.
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In this educational context, the research was carried out to answer the research
questions below:

1. What are EFL learners” examples of success and failure in learning English?
2. What are EFL learners’ causal attributions for success and failure?

Learners’ responses to open-ended questions were analyzed qualitatively in two steps.
Their short answers were first read through, analyzed, and put into categories by the
researcher. To validate the accuracy of categories, the measure of conducting an
“external audit” (Creswell, 2005) was taken. An English teacher who was a PhD
candidate in English language teaching and who did not take part in the study checked
the categorizations and gave feedback.

3. Findings

At the beginning of the questionnaire, the extent of the participants’ feeling of success
or failure was investigated. The question “How well do you think you are doing at
English?” was answered by most of the students as “I sometimes do well in English”
(N=21) and by 9 students as “I usually do well in English”. 11 students answered as “I
don't often do well in English”, but none of the students chose the option of “I never
do well in English”. It was understood that the majority of the participants (N=30) saw
themselves closer to success.

Research Question 1: What are EFL learners’ examples of success and failure in learning
English?

The participants” examples of their achievements can be seen in the table below.

Table 1.Frequencies of the participants” examples of their achievements

Left blank: 13

Answered negatively: 4 Y
Getting high grades

From exams: 8 12
From assignments: 4

Completing a translation task 4
Talking to foreigners 4
Reading 2
Other 4
TOTAL 43*

*2 students gave more than one example.
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Despite the significant number of the participants feeling successful to an extent, a
significant number of students (N=17) could not articulate a successful event in their
language learning process. 12 students labelled “getting high grades” from exams and
assigned tasks as an achievement. Completing a translation task was not related to
assignments given by a teacher; in fact, they were done in order to help another person
who did not speak English. “Talking to foreigners” was related to supporting and
guiding tourists by giving directions. “Reading” was related to the participants’
tfinishing reading written material. In the category of “other”, activities of playing
English computer games, English songs (listening to or singing them was not
specified), English theatre (watching or staging a play was not specified) and reading
aloud with good pronunciation in a ceremonial event were mentioned.

Secondly, the participants” examples of their failures are put into the table below.

Table 2.Frequencies of the participants” examples of their failures

Left blank: 17

Answered negatively: 4 2!
Getting low grades 8
Whole learning past 3
Incompletion of a writing task 2
Other 2
Unrelated 5
TOTAL 41

Like the figures related to achievement, half of the participants did not give a specific
example of their failures. 8 students gave low exam grades as examples, and 3 students
accounted for their whole language learning process as a failure. Other examples of
failure were being unable to talk to a foreigner and dialogues and grammar (not
specified).

The results of the first research question related to achievement and failure had two
points in common: Absence of examples and grade-oriented examples. Although the
meaning of success and failure may change from person to person, every student’s
learning history is expected to record some events as achievements and some as
failures. Considering the participants’ foreign language learning process extending
over years starting from primary school, we expect several achievements and failures
to have taken place in this long period. For this reason, a considerable number of
learners’” expressing nothing as achievement and failure in this study may raise
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questions. The second frequent response was grade-oriented examples. With respect
to achievements, the participants remembered getting good grades mostly from exams
or assignments, and concerning failures, they remembered low grades.

Research Question 2: What are EFL learners’ causal attributions for success and failure?

The questionnaire items required the participants to write down four causes for their
achievements and failures. Firstly, the participants” causal attributions to success are
tabulated.

Table 3. Frequencies of the participants’ causal attributions for their achievements

Intrinsic motivation 19
Effort 18
Teacher 13
Technology 12
Background knowledge 8
Extrinsic motivation 7
Low task difficulty 3
Ability 1
Personality 1
Educational system 1
Luck 1
Unrelated 2
TOTAL 86

Before elaborating on the categories above, it would be appropriate to clarify the
dichotomy of intrinsic and extrinsic motivation. Dérnyei (1994) defines intrinsic and
extrinsic types of motivation based on internal reward and external reward or
punishment. In this study, learner responses which are grouped under the category of
intrinsic motivation refer to the joy of learning English, curiosity and interest as
reasons for success. In contrast, attributing success to extrinsic motivation is related to
external driving forces of good job opportunities, social status, mandatory nature of
English lessons, etc. While the number of the participants who attributed success to
extrinsic motivation is not deniable, the participants attributing achievement to
intrinsic motivation far outnumber them.
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18 students thought that they harvested the fruits of their effort, but 13 students
honoured their teachers’ efforts, which was also found in studies conducted in non-
Western contexts respecting teachers and the teaching profession (Erten, 2015). 12
students revealed that they could not help but learn English as a result of their using
a computer, playing online games, and surfing the Internet. Background knowledge
was mentioned by 8 students and task difficulty which referred to the level of
examinations was expressed by 3 students. Ability, personality, luck and educational
system were the causes of perceived achievement for one student each.

Table 4. Frequencies of the participants” causal attributions for their failures

Lack of effort 19
Insufficient background knowledge 13
Lack of intrinsic motivation 12
Teacher 10
Poor educational system 4
Personality 2
Lack of extrinsic motivation 1
Bad luck 1
Lack of ability 1
TOTAL 63

Similar to the results above, the most frequently mentioned reason for failure was lack
of spending effort which was followed by insufficient background knowledge. 12
learners pointed out that lack of intrinsic motivation for language learning causes their
low achievement. 10 learners found their teachers responsible while 4 learners laid
responsibility on the Turkish educational system which, they claimed, recycled the
same content every year. Lack of extrinsic motivation, bad luck and lack of ability were
causal attributions of failures of 3 students each.

In sum, while most of the participants attributed their successes and failures to internal
factors (effort, intrinsic and extrinsic motivation, background knowledge, personality
and ability) an unignorable number of students attributed them to external factors of
teachers, educational system, technology, task difficulty, and luck. Notably, the
emergence of effort as the primary attribution was in line with the findings of previous
research (Can, 2005; Tagkiran, 2010; Williams & Burden, 2002; Yavuz & Hol, 2017)
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4. Discussion, Conclusion, and Suggestions

In response to the first research question about examples of success and failure, some
participants’ leaving the related questionnaire item blank is worth pondering over. It
may signal learners” unawareness of their achievements and failures and lack of self-
assessment in language learning. Thamraksa (2005) puts forward the main difference
between proficient and less proficient learners as “metacognition” which refers to the
conscious ability to master knowledge and the learning process. Thamraksa states that
metacognition enables learners to know themselves, tasks and learning strategies. In
this research, learners” unawareness of their achievements and failures may indicate
their distance to the notion of metacognition. If these students had been trained to use
such metacognitive strategies as making preparations and plans for learning, selection
of learning strategies, monitoring oneself, and self-evaluation (Thamraksa, 2005), they
would probably have become more self-aware and ready to take responsibility for
their learning. Zimmerman (2002) stresses self-awareness as integral to learners’
monitoring their performance selectively for signs of progress. Thus, metacognitive
training should start at earlier levels of education so that learners can realistically
monitor themselves and their progress in all areas.

Learners’ being unable to write an example of success or failure might also be due to
lack of receiving sufficient individual feedback as a result of receiving education in
crowded classrooms (Akdogan, 2010; Gomleksiz, 2002). When teacher feedback is not
possible in such situations, peer feedback can be resorted to help learners see their
achievements and failures from different perspectives (Tsang & Wong, 2002). Other
feedback strategies can be students’ self-reflection, in-class discussions, or focus
interviews with students (Klimova, 2015). By means of using different ways of
teedback, feedback procedure may not be sacrificed as feedback practice helps clarify
expected standards of good performance and facilitates the development of self-
assessment in learning (Nicol & Macfarlane-Dick, 2006).

Secondly, an important number of students” accounting for high or low grades as the
memorable examples of success or failure may be one of the inevitable outcomes of
exam-centred education in Turkey as the Turkish educational system focuses on
academic achievement, and this academic achievement is evaluated by exam results
(Kara, 2020). If learners’ learning experiences are by and large composed of listening
to teachers’ presentation and being checked for comprehension in tests, learners may
not easily detail past achievements or failures apart from exam results.

Additionally, learners’ grade-oriented examples of success and failure may signal
problems in teaching, assessment and instructional context. Akdogan (2010) came up
with a list of problems of foreign language teaching in Turkey which included lack of
teaching materials, traditional teaching methods, and overemphasis on grammar-
based questions directed to learners in public examinations. Accordingly, the need for
reform in foreign language education at high schools was reported by British Council
and TEPAV (2015). Therefore, in addition to the implementation of educational
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reform, language classrooms should be enriched with various activities appealing to
learners’ learning styles which may yield more learner achievements and save learners
from seeing their “whole learning past” like a failure as shown in the study.

The achievement examples except for the grade-oriented ones in this study appear to
be more representative of the participants’ perceived successes independent of an
authority’s grade-related judgment. Based on these success stories, the notion of
“success” may evolve into a more real-life and individualized form beyond getting
high grades. Moreover, the effect of success stories could also be maximized by whole-
class sharing, and rewarding active learners like nomination on school bulletin (Loi &
Uyen, 2016). On the other hand, failures could be discussed and critically evaluated in
different forms of feedback as mentioned before. In this way, failures can be taken as
a starting point for new achievements, and learners can identify and realize their
strengths and weakness, which encourages personal and professional growth
(Klimova, 2015). It may also affect learners” viewpoints about causalities of success,
which can be further investigated.

In response to the second question, participants mostly attribute their achievements
and failures to intrinsic motivation and effort. Since both are controllable and internal
factors (Williams et al., 2004), the participants who give this response can be seen ready
to take responsibility for their learning (Weiner, 1972) and they are more likely to try
again when they fail (Dornyei, 2005). Even if they fail, participants” perceiving internal
and more controllable factors like effort as reasons for their achievements and failures
may be an advantage for language teachers because volitional undertaking of self-
responsibility increases the probability of achievement (Weiner, 1972). Thus, together
with a product-oriented approach in assessment which generally ends up with
assessing a learner’s product, a process-oriented approach in assessment should be
adopted so that learners can be given more than one chance to try, and their on-task
enthusiasm and effort can be taken into account.

For learners who state that they owe their success to technology, opportunities could
be created to display their performances in learning English. Target words, functions
or structures they learn from games, films, TV serials, social media platforms and
websites can be shared regularly in classes and be added to the curriculum.
Assignments can be given to students to find what is learned in the classroom in these
technological spaces. Kirriemuir and McFarlane (2006) suggest integrating “lite”
versions of mainstream digital games into primary and secondary educational
programs by adapting their components into instruction and adding curriculum-
relevant tasks and content.

A significant number of students attribute their achievements and failures to teachers,
which was also found in Erten’s (2015) study. Honoring teachers might be a cultural
issue as Erten suggested, but learners should be taught that both achievements and
failures are primarily related to oneself. In this respect, Mohammadi and Sharififar
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(2016) highlight the role of teachers in raising learners’ consciousness about the
potential influence of internal and external factors on learners’ lives and their language
achievements. Learning logs, diaries and journals (Benson, 2001, 2006; Little, 1997) can
be the introspective devices to initiate this consciousness-raising.

The result that intrinsic motivation is the second most frequent reason behind learners’
achievements and the third most frequent reason for failures reminds the necessity of
making English lessons fun. This finding underlines the significance of arousing
students’ interests to make them actively participate in lessons, understand the content
better and feel successful. As Dornyei (2005) stresses, without sufficient motivation,
individuals cannot achieve their long-term goals no matter how appropriate the
curriculum is.

Another causality perceived by learners is between background knowledge and
success or failure. Learners who gave these responses are assumed to refer to
grammatical and vocabulary knowledge because none of the students mentioned their
background about the four language skills. Hence, this finding might be another
repercussion of the form-focused nature of teaching and testing practices in Turkey,
which was reported in Akdogan (2010). Since learners” strengths or weaknesses in
background knowledge are restricted to the ones in grammatical and lexical
knowledge because of common teaching and testing practices at institutions, the
remaining language skills and areas should be taught and tested so that they can
constitute indispensable parts of language learning (Paker, 2012).

The remaining factors of task difficulty, personality, ability, and bad luck, which were
mentioned by fewer participants, are rather uncontrollable ones. However, the
number of students who attribute their achievements and failures to uncontrollable
factors should be diminished because these thoughts may bring about “learned
helplessness”. Maier and Seligman (1976) who introduced this notion hypothesized
that “when events are uncontrollable, the organism learns that its behaviour and
outcomes are independent, and this learning produces the motivational, cognitive, and
emotional effects of uncontrollability” (p. 3). Weiner (1972) also calls learned
helplessness as “an appropriate label for the low achievement syndrome, since persons
low in achievement motivation do not perceive that effort influences outcome” (p.
210). In line with these definitions, Hashemi and Zabehi (2011) found a correlation
between internal and external control attribution with scores on tests; that is, the
researchers define effort attribution as the best predictor of high scores and task
difficulty attribution as the best predictor of low scores. For this reason, learners who
assume that language tasks in a test are too difficult are likely to get lower scores, and
when their assumptions come true, they may fall into the feeling of learned
helplessness about language learning. This feeling may lead to the vicious circle of
underachievement by giving up studying (Fogle, 1978).

In conclusion, the study of attribution theory has much future scope (Dornyei, 2005)
as it is closely linked to several notions in educational psychology like motivation,
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metacognition, and learned helplessness as shown in this research. In addition, EFL
learners” examples of perceived achievements and failures are set forth. However, one
of the limitations of this research is that it is restricted to learners’ short written
accounts gathered in a limited time. For future research, a qualitative and longitudinal
study can be conducted based on extreme or deviant case sampling in which the most
and the least successful students are chosen because such cases provide rich
information (Patton, 1990). Participants may detail their achievements and failures by
writing a learner autobiography as learner autobiographies help comprehend learners’
contexts, viewpoints, tensions and conflicts under certain circumstances (Posada-Ortiz
& Garzon-Duarte, 2019). Moreover, possible changes in their causal attributions
throughout their language learning process can be found by regular data collection
through self-assessment and reflection. In this way, learner attributions can be better
understood and the effectiveness of language teaching can be evaluated.
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Appendix I

English Version of the Questionnaire

Age:

Gender: [0 Female [0 Male

1. Tick one answer ¥

How well do you think you are doing at English?

I'usually do well in English (1 I sometimes do

well in English O

I don't often do well in English O I never do well in

English O

2. Give an example of when you did well.

3. When I do well at learning English the main reasons are:
O
@
@)
4)

4. Give an example of when you did not do well.

5. When I don't do well at English the main reasons are:
)
@
®)
4)

173

Appendix II
Turkish Version of the Questionnaire
Degerli katilimci,

Bu anket Ingilizce 6grenim siirecinizle ilgili hazirlanmistir.
Yarutlariniz notla degerlendirilmeyecektir. Liitfen sorulari
igtenlikle yanitlaymiz.

Katkilarmiz igin tesekkiirler.

Yasiiz:

Cinsiyetiniz: 00 Kadin O Erkek

Boliimiiniiz:

1) ingilizcede ne kadar basarili oldugunuzu

diisiiniiyorsunuz? (Yalnizca bir sikki isaretleyiniz)

O Genellikle basariliyim. O Cogu zaman basarili
degilim.
O Bazen basariliyim. O Asla bagarili

degilim.

2) Gegmiste ingilizcede basariyla yaptiginiz bir seye
ornek verin.

3) ingilizcede basarili oldugumda ana nedenler sunlardir:
1.
2.
3.
4.

4) Gegmiste Ingilizcede basarisiz oldugunuz bir seye
ornek verin.

5) Ingilizcede bagarisiz oldugumda ana nedenler
sunlardir:

1.
2.
3.
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