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Permanence in The Course of Turkish Republic Revolution History and
Kemalism

Mehmet Tamer KAYA!, Yasar AKBIYIK?

Abstract Key Words
The aim of the study is to determine the effect of cooperative learning on Cooperative learning
achievement and permanence during the unit of ‘Steps toward modern Traditional education
Turkey’ in the course of Turkish Republic Revolution History and Kemalism. method

The study was carried out with a total of 54 students studying in a secondary
school affiliated to the Ministry of National Education (MoNE) in
Afyonkarahisar province. Experimental design with pretest-posttest control
group was used in the study. In the experimental group, the lessons were
carried out with the cooperative learning method and in the control group .
with the traditional teaching method. As a data collection tool in the research, About Article

Academic achievement

the Academic Achievement Test of the Turkish Republic History of Sending date: 29.08.2019
Revolution and Kemalism course developed by the researchers was used. The B
obtained data were analyzed with a statistical package program. As a result of Acceptance Date: 06.04.2022
the research while both groups showed improvement in terms of academic ~ E-Publication Date: 29.04.2022
achievement, as the posttest scores of the groups were compared, it was seen

that the cooperative learning method was more effective than the traditional

teaching method in increasing the success of the students. It has been

observed that the permanence of the knowledge learned by the students who

got the cooperative learning method is higher than the students who got the

traditional method.
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Introduction

The main purpose of education systems should be to provide students with the skills to access
information rather than transferring knowledge. Gaining these skills requires learning by
comprehension rather than rote learning, solving problems and having scientific process skills. The
information era century in which we live requires being able to use information, finding solutions to
the problems encountered, and making quick decisions. Educators attach great importance to research
on reorganizing and improving existing methods in order to provide individuals with these qualities.
Students' abilities, thinking styles, and interests can often differ from one another. The contemporary
education has confronted the teacher with the responsibility of choosing and applying the teaching
method that will achieve the highest level of learning. Today, one of the methods that increase the
achievement of students by ensuring their active participation in the lessons is the cooperative learning
method (Sezer & Tokcan, 2003).

The most important feature of cooperative learning is that students work in small groups
towards a common goal by helping each other learn. Group members help each other, either by
teaching each other or by each doing part of the work. The learning of a student in the group is
affected by the learning of the other students in the group or by the efforts made by them. For this
reason, everyone in the group is responsible for each other's learning and encourages others to use
their learning abilities to the limit (A¢ikgoz, 1993). The method is a teaching method that allows
students to be more active in the lesson, ask questions, explain, give examples or criticize the given
example. This method also reduces discipline problems in the classroom and allows activities such as
homework and exercises to be done by the students themselves. It easier to teach with fast and slow
learners in the classroom and relieves the burden of the teacher. In addition, over time, students
develop the ability to cooperate, sense of responsibility, communication skills and ability of division
of labor among themselves. In the application of the cooperative learning method, the sitting
arrangement of the students is also adjusted by the teachers and it is ensured that they communicate
with each other in the best way by coming face to face (Biiyilikkaragoz, 1997; Efe, 2011; Tan, 2005).
In addition, the performance of individuals in the group helps them to express themselves better in the
society (Oznur, 2008; Tongag, 2006).

In cooperative learning, students can construct their own learning in multiple learning
environments and reveal their individual differences. In addition, they complete their deficiencies,
reinforce what they know, and learn while teaching. Students develop high-level thinking skills by
discussing with other friends in the group, developing hypotheses, revealing new solutions, and being
aware of what they have learned or not (Demirdag, 2011; Doymus, Simsek, & Bayrakceken, 2004;
Ekinci, 2005).

Social Studies and History courses include subjects that aim to help people understand the
society they live in, interpret the information they have obtained, look at them from a critical
perspective, adapt to changing world conditions, and most importantly, build the future by looking at
the past. It is shown by many studies that traditional methods are not sufficient for learning subjects
such as Social Studies and History that are difficult to teach and comprehend (Celebi, 2006; Katmus,
2002; Kaya, 2004; Oner, 2007; Yildiz, 2002). The effectiveness of the chosen teaching method is very
important in achieving the determined goals. The common denominator in most of the teaching
methods and strategies that are predicted to be suitable for history teaching is that students act in
cooperation by helping each other. This highlights cooperative learning as a teaching method (Kaya,
2004). Acikgoz (1993) also states that cooperative learning techniques can be used in history lessons.
Studies show that cooperative learning has a positive effect on achievement, permanence and attitude
(Altmsoy, 2007; Aydin, 2009; Buzludag, 2010). This study, which investigates the effect of
cooperative learning method on achievement in teaching the subjects of Revolution History and
Kemalism, helps teachers in choosing a method by showing the positive aspects and limitations of
using the cooperative learning method in teaching, guides the people who will apply this method in
teaching the subjects of Revolution History and Kemalism, and sheds light on the work to be done on
the subject. In this respect, this study is important. Within the scope of the study, which investigated
the effect of cooperative learning on the success of teaching the subjects of Turkish Republic
Revolution History and Kemalism, answers to the following questions were sought:
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1. Is there a significant difference between the pretest achievement scores of the experimental
and control groups?

2. Is there a significant difference between the pretest-posttest achievement scores of the
experimental group in which the cooperative learning method was applied?

3. Is there a significant difference between the pretest-posttest achievement scores of the
control group in which the traditional teaching method was applied?

4. Is there a significant difference between the posttest achievement scores of the experimental
and control groups?

5. Is there a significant difference between the permanence levels of the experimental and
control groups?

Method

In the research conducted to determine the success effect of cooperative learning in the
Turkish Republic History of Revolution and Kemalism (T.C.LT.A.) course, pretest-posttest
experimental design with control group which is one of the experimental design types was used. The
common feature of these designs is the use of more than one group and the creation of groups with
unbiased sampling. For this reason, there should be at least one experimental group and one control
group in the research (Karasar, 2005). It can be said that the pretest-posttest design with control group
is a powerful design that provides a high statistical power to the research in terms of testing the effect
of the experimental procedure on the independent variable, allows the obtained findings to be
interpreted in a cause-effect relationship and is frequently used in behavioral sciences (Biiyiikoztiirk,
2001). The presence of pretests in the model helps to determine the degree of similarity of the groups
before the experiment and to adjust the posttest results accordingly. In this design, pretest and posttest
results are used together to decide how effective the experimental procedure is. For this reason, the
increases in the pretest and posttest scores for each group are found and the averages are compared
(Karasar, 2005). In order to see the effect of the experimental procedure, the measurement results of
the dependent variable of the experimental and control groups should be compared using appropriate
techniques (Biiytikoztiirk, Kili¢, Akgiin, Karadeniz, & Demirel, 2008).

G R O11 X O12
G2 R 021 022
G1 = Experimental group
G2 = Control group
R = Randomness in forming groups
X = New level of independent variable
01.1 = Preliminary measurements
01.2 = Final measurements
Figure 1. The symbolic model of the experimental design (Biiyiikoztiirk, 2001).

Study group

The study group of the research consists of 54 8th grade students studying in a secondary
school in Afyonkarahisar city center in the spring semester of 2012-2013 academic year. There are 29
students in the experimental group and 25 students in the control group. It was determined which of
the groups would be the experimental group and which one would be the control group through neutral
assignment. No information was given to the groups that they were the experimental group and the
control group, and the lesson was conducted by the researcher in both classes.

Table 1. Distribution of students in the experimental and control groups by gender

Female Male Total
N % N % N %
E’r‘gl‘jgme”ta' 16 55 13 45 29 54
Control Group 11 44 14 56 25 46
Total 54 100
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50% (27) of the students participating in the research are females and 50% (27) are males.
55% (16) of the students in the experimental group are females, 45% (13) are males, and 56% (14) of
the students in the control group are males and 44% (11) are females.

Data collection tool

The achievement test was prepared by the researcher and used as a pre-test and post-test.
While the achievement test is being prepared, the measurement starts with a plan first and is called the
test plan (Isman & Eskicumali, 2001; Ozgelik, 2010). The first thing to be done in the planning
process of the test is to determine the scope in advance and to prepare the achievement test items
according to this scope (Tavsancil, 2006). In this direction, first the unit or subject to be covered by
the test and then the goals and behaviors should be determined. (Demirel, 2007). During the
development of the scale, the literature on the subject was examined, previous central exams were
reviewed and a draft was prepared. Then, the opinions and suggestions of teachers, field experts and
assessment and evaluation experts were consulted. After the corrections made in line with these
opinions and suggestions, the test was thought to have content validity and was replicated. Later, a
trial test was administered to a group of 105 students who had knowledge about the subject of the
lesson in a school different from the one where the application was made. The reliability of the
measurement tool was calculated with the KR-20 formula and the reliability coefficient of the test was
found to be 0.69. According to the trial test application results, the item difficulty value was found to
be .42 and the item discrimination value to be .40. According to trial test analysis, there are two items
with item discrimination value lower than .20 (il0, i16). These items were asked during the
implementation process by changing the distractors. For the achievement test, 20 multiple-choice, 5
true-false, 5 fill-in-the-blank and 2 open-ended questions were prepared at the stages of knowledge,
comprehension, analysis, synthesis and evaluation. Multiple choice questions consist of 1 correct and
3 distracting answers.

Implementation Process

The experimental implementation of the research was applied in teaching the unit of "Steps on
the Way of Contemporary Turkey" in the 8th grade Turkish Republic History of Revolution and
Kemalism (T.C.I.T.A) lesson, 2 hours a week, for a total of 16 hours in an 8-week period. Before
starting the implementation, a one-week period is for the students to get used to and to apply the pre-
tests. Academic achievement test pre-applications were made. Training started after the second week.

Student teams achievement divisions method of cooperative learning method was applied in
the experimental group, and traditional teaching method was used in the control group. In the control
group, the lesson was taught by following the textbook in accordance with the traditional education
approach, and in general, lecture and question-answer methods were used. The study in the
experimental group was carried out with 29 students, and accordingly, seven groups were formed with
four students in each group, one of which was five students. Before the groups are formed, basic
points are given to the students according to their final success.

The scores from the final exam, university entrance scores, or pre-test scores can be used to
create the basic scores (Slavin, 1996). In this study, the averages of the pre-test scores and the first
semester grades were calculated as the basic score. Based on this basic score, heterogeneous groups
were formed in terms of achievement, and low and high-achieving students were equally included in
each team. After informing about the teaching of the lesson and the method to be applied, the group
members were given the opportunity to mingle with each other and to give a name to their group. The
learning unit studied is divided into eight subsections. First of all, a teacher presentation was made
about each sub-title of these sections, and necessary feedback was given. Following the completion of
the teacher's presentation on the sub-topic studied, the worksheets prepared on the subject were
distributed as half of the number of students in the group. In addition, it was emphasized to the
students that they should first consult their groupmates about the points they were stuck with, but if a
common result could not be reached as a group, they should consult the teacher. While the groups
were working on the worksheets, the teacher followed the study by walking around and tried to
intervene immediately. At the end of both sections, evaluation exams were given to the students to
measure the behaviors expected to be acquired in that section. The students were warned in a clear
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language that the exams were administered individually. The individual progress score was
determined according to the individual score of the student from these exams. The initial progress
score was evaluated based on the baseline score obtained from the average of the two exams. After the
individual progress scores of the members of all groups were calculated, their averages were taken to
determine the group progress score, and successful groups were awarded with an achievement award.

Analysis of Data

The analysis of the data obtained as a result of the research was carried out quantitatively.
Before the data analysis, an examination was made about whether the data were parametric or
nonparametric, and the obtained data were analyzed in line with this result. As a result of the
examination, the Kolmogorov — Smirnov score was found to be .314. According to this result, it was
understood that the data were parametric and the independent group t-test was used in the pre-test and
post-test comparisons of both groups.

Findings

In the first sub-problem of the study, an answer was sought to the question of whether there
was a significant difference between the pretest achievement scores of the experimental and control
groups. Table 2 shows the results of the independent groups t-test, which was conducted to determine
whether there was a significant difference between the scores of the students in the experimental and
control groups before the implementation.

Table 2. Independent groups t-test results regarding the T.C.I.T.A course academic achievement pre-test scores
of the students in the experimental and control groups

N x Ss Sd t P
ABOT Experimental 29 35,69 15,596 513 610
T Control 25 33,60 14,095 : '

As can be seen in Table 2, it was determined that there was no significant difference between
the achievement test scores of the students in the experimental and control groups, which were made
to determine their academic success before starting the practice in the T.C.I.T.A. lesson [t(52) = ,513,
p>,05]. According to this result, the average of the achievement test pre-application scores of the
students in the experimental group was x= 35.69, and the average of the achievement test pre-
application scores of the students in the control group was x= 33.60. When the success averages are
examined, it is seen that there is no difference between them before the application. The absence of a
significant difference in the pre-application of the academic achievement test is a positive situation in
terms of comparing the results of the applied method.

In the second sub-problem of the study, an answer was sought to the question of whether there
was a significant difference between the pretest-posttest achievement scores of the experimental group
in which the cooperative learning method was applied. Table 3 shows the results of the dependent
groups t-test, which was conducted to determine whether there was a significant difference between
the scores of the students in the experimental group before and after the application.

Table 3. Dependent groups t-test results regarding the T.C.I.T.A. course academic achievement pretest-posttest
scores of the students in the experimental group
Experimental Group N -

Academic success x Ss Sd t p
Pretest 29 35,69 15,5
Posttest 29 57,07 93 28 -10,233 ,000

As seen in Table 3, it was determined that there was a significant difference between the
achievement test scores of the students in the experimental group before and after the application in
the T.C.I.T.A. lesson, which were made to determine their academic success [t(28) = -10,233, p<.05].
According to this result, the average of the achievement test pre-application scores of the students in
the experimental group was x= 35.69, and the average of the achievement test post-application scores
was x= 57.07. It is seen that the academic success of the students in the experimental group differed
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after the application compared to the pre-application. Considering the average scores, it can be seen
that this difference is in favor of post-application measurements.

In the third sub-problem of the study, an answer was sought to the question of whether there
was a significant difference between the pretest-posttest achievement scores of the control group in
which the traditional teaching method was applied. Table 4 shows the results of the dependent groups
t-test, which was conducted to determine whether there was a significant difference between the scores
of the students in the control group before and after the application.

Table 4. Dependent groups t-test results regarding the T.C.I.T.A. course academic achievement pretest-posttest
scores of the students in the control group

Contol Group

Academic Success N x Ss Sd t P
25 33,60 14,09
Pretest ” 4772 000

As seen in Table 4, it was determined that there was a significant difference between the
achievement test scores of the students in the control group before and after the application in the
T.C.I.T.A course to determine their academic success [t(24) = -4,772, p<.05]. According to this result,
the average of the achievement test pre-application scores of the students in the experimental group
was x= 33.60, and the average of the achievement test post-application scores was x= 42.44. It is seen
that the academic achievement of the students in the control group differed after the application
compared to the pre-application course. Considering the average scores, it can be seen that this
difference is in favor of post-application measurements.

In the fourth sub-problem of the study, an answer was sought to the question of whether there
was a significant difference between the posttest achievement scores of the experimental and control
groups. Table 5 shows the results of the independent groups t-test, which was conducted to determine
whether there was a significant difference between the scores of the students in the experimental and
control groups after the application.

Table 5. Independent groups t-test results regarding the T.C.I.T.A. course academic achievement posttest scores
of the students in the experimental and control groups

N X Ss Sd t p
Experimental 29 5707  9.304

ABS.T. Xperimenta 52 378 000
Control 25 42 44 16,613

As seen in Table 5, there was a significant difference between the achievement test scores of
the students in the experimental and control groups after the implementation in the T.C.I.T.A course
[t(52) = 3.786, p<.05]. According to this result, the average of the achievement test post-
implementation scores of the students in the experimental group was x= 56.07, and the average of the
achievement test post-implementation scores of the students in the control group was x= 42.44. It is
seen that the cooperative learning method, which is the subject of the research, affects the academic
achievement of the students more positively. According to this result, we can say that the lessons
taught with the cooperative learning method produce more successful results in terms of academic
achievement than the lessons taught with the traditional teaching method.

In the fifth sub-problem of the study, an answer was sought to the question of whether there
was a significant difference between the permanence levels of the experimental and control groups.
Table 6 shows the results of the independent groups t-test, which was conducted to determine whether
there was a significant difference between the scores of the students in the experimental and control
groups after the implementation in the retention test.

Table 6. Independent groups t-test results regarding the T.C.1.T.A. course academic achievement retention test
scores of the students in the experimental and control groups
N X Ss Sd T p
Experimental 29 51,00 10,637
Control 25 36,52 14,743

ABK.T. 52 4,178 ,000
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As can be seen in Table 6, there was a significant difference between the achievement test
scores of the students in the experimental and control groups to determine their retention levels in the
T.C.I.T.A. course [t(52) = 4.178, p<.05]. According to this result, the average of the achievement test
retention scores of the students in the experimental group was x= 51.00, and the average of the
achievement test retention scores of the students in the control group was x= 36.52. It is seen that the
cooperative learning method, which is the subject of the research, affects the permanence of the
learned knowledge in a more positive way. According to this result, we can say that the lessons taught
with the cooperative learning method produce more successful results than the traditional education
system that represents the control group.

Discussion, Conclusion and Suggestions

There is no significant difference between the achievement pretest scores of the experimental
group to which the cooperative learning method is applied and the control group students to which the
traditional teaching method is applied. This shows that both groups are equal in terms of academic
achievement before starting the implementation.

There is a significant difference between the achievement pretest-posttest scores of the
experimental group students in which the student teams achievement divisions method was applied.
The achievement posttest scores of the experimental group students are significantly higher than the
pretest scores. This result shows that the use of cooperative learning method in the teaching of the
Turkish Republic History of Revolution and Kemalism course increases the academic achievement of
the students in a positive way. The results obtained from the research support the results of previous
studies by Atar (2003), Ergelebi (1995), Giinay (2002), Karaoglu (1998), Kasap (1996). In all of these
studies, it is seen that the academic achievement of the experimental group differed significantly from
pre-implementation to post-implementation.

There is a significant difference between the achievement pretest-posttest scores of the control
group in which the traditional teaching method was applied. The achievement posttest scores of the
control group students are significantly higher than the pretest achievement scores. This result shows
that the use of traditional teaching method in the teaching of the Turkish Republic History of
Revolution and Kemalism course increases the academic achievement of the students positively.

There is a significant difference between the achievement post-test average scores of the
experimental and control group students. The achievement post-test score averages of the experimental
group students to whom the cooperative learning method was applied were significantly higher than
the achievement post-test averages of the control group students to whom the traditional teaching
method was applied. According to this result, the cooperative learning method was more effective than
the traditional teaching method in increasing the success of the students. The achievement scores of
the experimental and control group students, whose academic achievements were statistically
equivalent before the application, changed in favor of the experimental group after the application.
The result obtained from the research shows parallelism with many previous studies. The research
studies by Aksoy, Doymus, Karagop, Simsek, and Ko¢ (2008), Buzludag (2010), Demiral (2007),
Geng (2007), Gok, Dogan, Doymus and Kara¢op (2009), Giiven (2007), Ozgelik (2007), Ural (2007),
Yesilyurt (2010) support this result. In all of these studies, the effect of the cooperative learning
method on students' achievement was examined and it was seen that it had a positive effect on student
achievement compared to the traditional teaching method.

In the unit of "Steps on the Way of Contemporary Turkey" in the 8th grade Turkish Republic
History of Revolution and Kemalism course, the permanence of the knowledge learned by the students
who were taught with the cooperative learning method was more effective than the permanence of the
knowledge learned by the students who were taught with the traditional method. In the study
conducted by Karaoglu (1998), using the pretest-posttest experimental design, two groups from the
fifth grade of primary education were selected. According to the results obtained from the research, it
is seen that the cooperative learning method is more effective than the traditional teaching method in
terms of the permanence of the learned knowledge. Considering the results of the study conducted by
Hevedanli, Oral, and Akbaym (2004) on two groups of first-year high school students using the
pretest-posttest control group design, the students in the experimental group were more successful in
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terms of the permanence of the learned knowledge. In the study by Unlii (2008), in which the pretest-
posttest control group model was used, two groups were selected from the eighth grade of primary
education. An experiment and a control group were used in the study. As a result of the research, it
was concluded that the students in the experimental group remembered the subject they learned for a
longer time. In the study conducted by Buzludag (2010), using the pretest-posttest experimental
design, two groups from the sixth grade of primary education were selected. As a result of the
research, it has been determined that the cooperative learning method is effective on permanent
learning. These findings support the results obtained from the research. In all of these studies, it is seen
that the cooperative learning method has a positive effect on permanence.

As a result of the findings and results obtained from the research, the following
recommendations are presented:

1. In this research, the cooperative learning method was applied in teaching the unit of “Steps
on the Way of Contemporary Turkey” in the 8th grade Turkish Republic Revolution
History and Kemalism course. The cooperative learning method can be applied in
different units of the Turkish Republic History of Revolution and Kemalism course and in
different education levels.

2. In this study, the student teams achievement divisions method of the cooperative learning
method was used. New research can be done using other techniques of cooperative
learning method.

3. More research can be done on the effectiveness of the cooperative learning method, the
results can be tested and generalized.

4. The study group of this research consists of a limited number of students. The results can be
generalized more strongly by applying the same research to larger study groups.

5. Research can be conducted to compare the cooperative learning method with other methods.

6. Regarding the cooperative learning method, the opinions of students and teachers can be
determined and the observed deficiencies can be eliminated.
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Giris

Egitim sistemlerinin temel amaci, Ogrencilere bilgileri aktarmaktan g¢ok bilgiye ulagsma
becerilerini kazandirmak olmalidir. Bu becerileri kazandirmak, ezberden ¢ok kavrayarak ogrenme,
karsilagilan problemleri ¢ézebilme ve bilimsel siire¢ becerilerine sahip olmayi gerektirir. Bilgi caginin
yasandigi i¢inde bulundugumuz ylizyil; bilgiyi kullanabilmeyi, karsilasilan problemlere ¢o6ziim
tiretebilmeyi, hizli kararlar alabilmeyi gerektirmektedir. Egitimciler, bireylere bu niteliklerin
kazandirilmas: amaciyla mevcut yontemlerin yeniden diizenlenmesi ve gelistirilmesine yonelik
aragtirmalara biiyiik 6nem vermektedir. Ogrencilerin yetenekleri, diisiinme tarzlar1 ve ilgileri ¢ogu
zaman birbirinden farklilik gdsterebilir. Cagdas egitim anlayisi, 6gretmeni, 6grenmeyi en iist diizeyde
gerceklestirecek Ogretim yontemini segcme ve uygulama sorumlulugu ile karsi karsiya birakmustir.
Gilintimiizde 6grencilerin derslere aktif katilimini saglayarak onlarin basarilarini artiran yontemlerden
birisi de igbirlikli 6grenme yontemidir (Sezer ve Tokcan, 2003).

gruplar halinde birbirinin 6grenmesine yardim ederek c¢alismalaridir. Grup {iyeleri ya birbirine
Ogreterek ya da her biri igin bir kismin1 yaparak yardimlagirlar. Gruptaki bir 6grencinin dgrenmesi
gruptaki diger ogrencilerin 6grenmesinden ya da harcadigi ¢abalardan etkilenmektedir. Bu nedenle,
gruptaki herkes birbirinin 6grenmesinden sorumludur ve birbirinin 6grenmesini yeteneklerini son
sinirina kadar kullanmasini 6zendirmektedir (Ag¢ikgdz, 1993). Yontem, dgrencilerin derste daha aktif
olmalarini saglayarak, soru sormalarini, agiklama yapmalarini, 6rnek vermelerini ya da verilen 6rnegi
elestirmelerini, smiftaki disiplin sorunlarini azaltarak, 6dev, alistirma vb. etkinliklerin 6grencilerin
kendileri tarafindan yapilmasini saglayan bir 6gretim yontemidir. Bu yontem, simnifta hizli ve yavas
Ogrenen ogrencilerle ders yapmay1 kolaylastirir ve bu konuda 6gretmenin yiikiinii hafifletir. Ayrica
ogrencilerde zamanla, is birligi yapma becerisi, sorumluluk duygusu, iletisim becerileri ve aralarmda
is boliimii yapma becerileri gelisir. Isbirlikli 6grenme ydnteminin uygulamasinda 6grencilerin oturma
diizeni de Ogretmenler tarafindan ayarlanir ve birbirleriyle yiiz yilize gelerek en iyi sekilde iletisim
kurmalar1 saglanir (Biiyiikkaragoz, 1997; Efe, 2011; Tan, 2005). Ayrica bireylerin grup icerisindeki
performanslar1 kendilerini toplumda daha iyi ifade etmelerine yardimec1 olmaktadir (Oznur, 2008;
Tongag, 2006).

Isbirlikli &grenmede oOgrenciler, ¢oklu o6grenme ortamlarinda kendi &grenmelerini
yapilandirmakta ve bireysel farkliliklarini ortaya koyabilmektedirler. Ayrica eksikliklerini
tamamlamakta, bildiklerini pekistirmekte, Ogretirken ogrenmektedirler. Ogrenciler gruptaki diger
arkadaglar1 ile tartigarak, hipotezler gelistirerek, yeni ¢dziim yollarn ortaya koyarak, neleri 6grenip
ogrenmediklerinin farkinda olarak {ist diizey diisiinme becerilerini gelistirmektedirler (Demirdag,
2011; Doymus, Simsek ve Bayrak¢eken, 2004; Ekinci, 2005).

Sosyal Bilgiler ve Tarih dersleri kisilerin yasadiklari toplumu anlamalarina, elde ettikleri
bilgileri yorumlamalarina, elestirel bir agidan bakmalarina, degisen diinya kosullarina uyum
saglamalarina ve en Onemlisi gecmise bakarak gelecegi inga etmelerine yardimci olacak becerileri
kazandirmay1r amaglayan konular1 igerir. Sosyal Bilgiler ve Tarih gibi 6gretilmesinde ve
kavratilmasinda giigliik ¢ekilen bir dersin 6grenilmesi i¢in geleneksel yontemlerin yeterli olmadigi
bircok arastirma tarafindan ortaya konulmustur (Celebi, 2006; Katilmis, 2002; Kaya, 2004; Oner,
2007; Yildiz, 2002). Belirlenen hedeflere ulasilabilmesinde segilen 6gretim ydnteminin etkililigi
oldukca onemlidir. Tarih 6gretimine uygun oldugu Ongoriilen dgretim yontem ve stratejilerinin
bircogundaki ortak payda, 6grencilerin birbirlerine yardimci olarak bir is birligi iginde hareket
etmeleridir. Bu da bir 6gretim yontemi olarak, isbirlikli 6grenmeyi 6ne ¢ikarmaktadir (Kaya, 2004).
Acikgoz’de (1993), tarih derslerinde, isbirlikli 6grenme tekniklerinden yararlanilabilecegini
sOylemektedir. Yapilan arastirmalar isbirlikli 6grenmenin basari, kalicilik ve tutum iizerinde olumlu
etkisi oldugunu gostermektedir (Altinsoy, 2007; Aydin, 2009; Buzludag, 2010). Tiirkiye Cumhuriyeti
Inkilap Tarihi ve Atatiirkgiiliik dersi konularmin 6gretiminde isbirlikli 6grenme ydnteminin bagari
tizerindeki etkisinin arastirildigi bu ¢aligsma; igbirlikli 6grenme yonteminin 6gretimde kullanilmasinin
olumlu yonlerini ve smurliliklarini gostererek yontem secimi konusunda 6gretmenlere yardimel
olmasi, Tiirkiye Cumhuriyeti Inkilap Tarihi ve Atatiirkciiliik konularmin 6gretiminde isbirlikli
O0grenmenin nasil uygulanacagma iliskin verilen bilgilerle, bu yontemi uygulayacak olan kisilere
rehberlik etmesi, isbirlikli 6grenme konusunda yapilacak ¢aligmalara 151k tutmasi agisindan 6nemlidir.
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Tiirkiye Cumhuriyeti inkilap Tarihi ve Atatiirkgiiliik konularmin 6gretiminde isbirlikli 6grenmenin
basariya etkisinin arastirildigi ¢aligma kapsaminda asagidaki sorulara yanit aranmigtir:

1. Deney ve kontrol grubunun 6ntest basar1 puanlari arasinda anlamli bir farklilik var midir?

2. Isbirlikli 6grenme ydnteminin uygulandigi deney grubunun Ontest-sontest basari puanlar
arasinda anlamli bir farklilik var midir?

3. Geleneksel 6gretim yonteminin uygulandigi kontrol grubunun Ontest-sontest bagar1 puanlari
arasinda anlamli bir farklilik var midir?

4. Deney ve kontrol gruplarinin sontest bagari puanlar1 arasinda anlamli bir farklilik var midir?

5. Deney ve kontrol gruplarinin kalicilik diizeyleri arasinda anlamli bir farklilik var midir?

Yontem

Tiirkiye Cumhuriyeti Inkilap Tarihi ve Atatiirkgiilik (T.C.1.T.A.) dersinde isbirlikli
Ogrenmenin bagar1 etkisini tespit etmek amaciyla yapilan arastirmada, deneysel desen tiirlerinden 6n
test-son test kontrol gruplu deneysel desen kullanilmigtir. Bu desenlerin ortak 6zelligi birden fazla
grubun kullanilmasi ve yansiz drnekleme ile gruplarin olusturulmasidir. Bu nedenle arastirmada en az
bir deney, bir de kontrol grubunun bulunmas: gerekmektedir (Karasar, 2005). On test-son test kontrol
gruplu desenin, deneysel islemin bagimsiz degisken iizerindeki etkisinin test edilmesiyle ilgili olarak
arastirmaya yliksek bir istatistiksel gii¢c saglayan, elde edilen bulgularin neden-sonug iliskisi icerisinde
yorumlanmasina olanak sunan ve davranis bilimlerinde siklikla kullanilan giiclii bir desen oldugu
sOylenebilir (Biyiikoztiirk, 2001). Modelde, 6n testlerin bulunmasi, gruplarin deney 6ncesi benzerlik
derecelerinin belirlenmesine ve son test sonuglarinin buna gore diizeltilmesine yardim eder. Bu
desende, deneysel islemin ne 6l¢iide etkili olduguna karar vermek igin 6n test ve son test sonuglari
birlikte kullanilir. Bu nedenle her grup i¢in 6n test ve son test puanlarindaki artiglar bulunarak
ortalamalar karsilagtirilir (Karasar, 2005). Deneysel islemin etkisini géormek amaciyla deney ve kontrol
gruplarinin bagiml degiskene ait 6lgme sonuclart uygun teknikler kullanilarak karsilastiriimalidir
(Biiytikoztiirk, Kilig, Akgiin, Karadeniz ve Demirel, 2008).

G R O11 X 012
G, R 021 022

Gi1= Deney grubu

G; = Kontrol grubu

R = Gruplarin olusturulmasindaki rastgelelik
X = Bagimsiz degiskenin yeni diizeyi

O1.1= On 6l¢meler

0O1.2=Son 6l¢gmeler

Sekil 1. Deneysel desen simgesel modeli (Biiytikoztiirk, 2001).
Calisma Grubu

Arastirmanin ¢aligma grubunu 2012-2013 6gretim yilinin bahar doneminde Afyonkarahisar il
merkezine bagl bir ortaokulda 8. Sinifta 6grenim goren 54 6grenci olusturmaktadir. Deney grubunda
29, kontrol grubunda 25 dgrenci bulunmaktadir. Gruplardan hangisinin deney, hangisinin kontrol
grubu olacagi yansiz atama yoluyla belirlenmistir. Gruplarin denkligi belirlendikten sonra yapilan
kurada hangi grubun deney, hangi grubun ise kontrol grubu olacagi belirlenmistir. Gruplara deney
grubu, kontrol grubu olduklarina dair herhangi bir bilgi verilmemis ve ders iki smifta da arastirmact
tarafindan yuritiilmiistiir.

Tablo 1. Deney ve kontrol gruplarindaki 6grencilerin cinsiyetlerine gore dagilimi

Kiz Erkek Toplam
N % N % N %
Deney Grubu 16 55 13 45 29 54
Kontrol Grubu 11 44 14 56 25 46
Toplam 54 100

Arastirmaya katilan 6grencilerin %-50’si (27) kiz, %-50si (27) erkektir. Deney grubundaki
ogrencilerin %-55"1 (16) kiz, %-45’1 (13) erkek, kontrol grubundaki 6grencilerin %-56s1 (14) erkek,
%-44"1 (11) kizdr.
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Veri Toplama Araci

Basar1 testi arastirmaci tarafindan hazirlanmis, ontest ve sontest olarak kullanilmistir. Basari
testi hazirlanirken ilk olarak 6lgme bir planla baslar ve test plani olarak adlandirilir (Isman ve
Eskicumali, 2001; Ozgelik, 2010). Testin planlama siirecinde ilk olarak yapilmasi gereken islem,
kapsamim Onceden belirlenmesi ve basart testi maddelerinin bu kapsama goére hazirlanmasidir
(Tavsancil, 2006). Bu dogrultuda testin kapsayacagi lnite veya konu daha sonra da hedef ve
davranislar belirlenmelidir (Demirel, 2007). Olgegin gelistirilmesi sirasinda konu ile ilgili literatiir
taranmis, daha once yapilan merkezi sinavlar gézden gecirilmis ve bir taslak hazirlanmistir. Daha
sonra ogretmenler, alan uzmanlar1 ve 6lgme degerlendirme uzmanlarinin goriiglerine ve Onerilerine
bagvurulmustur. Bu goriisler ve oneriler dogrultusunda yapilan diizeltmelerden sonra testin kapsam
gecerliligine sahip oldugu disiinilmiis ve ¢ogaltilmistir. Daha sonra uygulama yapilan okuldan farkli
bir okulda dersin konusu hakkinda bilgi sahibi olan 105 kisilik dgrenci grubuna deneme testi
yapilmistir. Olgme aracinin giivenirligi KR—20 formiilii ile hesaplanmus ve testin giivenirlik katsayisi
0,69 olarak bulunmustur. Deneme testi uygulama sonuclarina gére madde giigliik degeri .42, madde
ayirt edicilik degeri .40 olarak bulunmustur. Deneme testi analizlerine gore testin madde ayirt edicilik
degeri .20’den (s10, sl6) diisik iki madde bulunmaktadir. Bu maddeler uygulama siirecinde
celdiricilerde degisiklik yapilarak sorulmustur. Basari testi igin bilgi, kavrama, analiz, sentez ve
degerlendirme basamaklarinda 20 adet ¢oktan se¢meli, 5 adet dogru-yanlis, 5 adet bosluk doldurma, 2
adet agik uglu soru hazirlanmistir. Coktan se¢meli sorular 1 dogru ve 3 c¢eldirici cevaptan
olusmaktadir.

Uygulama Siireci

Aragtirmanm deneysel uygulamasi, 8. smif Tiirkiye Cumhuriyeti Inkilap Tarihi ve
Atatiirkciilik (T.CIT.A) dersi “Cagdas Tiirkiye Yolunda Adimlar” iinitesi konularinin
ogretilmesinde, 8 haftalik siiregte haftada 2 saat olmak {izere toplam 16 saat olarak uygulanmustir.
Uygulamaya baglamadan once bir haftalik siire¢ 6grencilerin aligmasi ve On testlerin uygulanmasi i¢in
ayrilmigtir. Akademik basar testi 6n uygulamalart yapilmistir. ikinci haftadan itibaren egitim
uygulanmaya baglanmustir.

Deney grubunda isbirlikli 6grenme yonteminin Ogrenci takimlari basart bolimleri teknigi,
kontrol grubunda geleneksel Ogretim yontemi uygulanmistir. Kontrol grubunda geleneksel egitim
anlayisina uygun olarak ders kitab1 takip edilerek ders islenmis, genel olarak anlatim ve soru cevap
yontemleri kullanilmistir. Deney grubundaki ¢alisma 29 6grenciyle yiiriitiilmiis ve buna uygun olarak
her grupta dort 6grenci olacak sekilde yedi grup olusturulmus, gruplardan bir tanesi bes kisi olmustur.
Gruplar olusturulmadan O6grencilere son basari durumlarina goére temel puanlar verilir. Temel
puanlarin olusturulmasinda, son sinavdan alman puanlar, liniversiteye giris puanlari, ya da on test
puanlart kullanilabilir (Slavin, 1996). Bu arastirmada, 6n test puanlari ile birinci dénem notlarinin
ortalamalar1 temel puan olarak hesaplanmigtir. Bu temel puan esas alinarak basari a¢isindan heterojen
gruplar olusturulmustur ve her takimda diisiikk ve yiiksek basarili 6grenciler esit bir sekilde yer
almistir. Dersin islenisi ve uygulanacak olan teknikle ilgili bilgilendirme yapildiktan sonra, grup
iiyelerinin birbirleriyle kaynasmalari ve gruplarma bir isim vermeleri igin firsat verilmistir. Uzerinde
calisilan 0grenme iinitesi sekiz alt boliime ayrilmigtir. Bu bdliimlerin her bir alt baslhigiyla ilgili
oncelikle gretmen sunumu yapilmis, gerekli doniitler verilmistir. Uzerinde ¢aligilan alt konuyla ilgili
O6gretmen sunumunun tamamlanmasinin ardindan konuyla ilgili hazirlanmis olan calisma yapraklar
gruptaki 6grenci sayisinin yarist kadar dagitilmistir. Ayrica 6grencilere, takildiklart noktalar: 6ncelikle
grup arkadaglarina danigmalart ancak grupga ortak bir sonuca ulasilamadigi takdirde Ogretmene
danigmalar1 gerektigi vurgulanmigtir. Gruplar ¢alisma yapraklari {izerinde c¢alisirken 6gretmen de
aralarda dolasarak c¢alismalar1 takip etmis ve karsilasilan aksakliklara aninda miidahale etmeye
calismustir. Her iki bolimiin sonuna gelindiginde, Ogrencilere, o boliimde kazanilmasi beklenen
davraniglar1 6lcecek nitelikte degerlendirme sinavlart yapilmistir. Sinavlarin  bireysel olarak
uygulandig1 konusunda dgrenciler net bir dille uyarilmislaridir. Ogrencinin, bu smavlardan bireysel
olarak aldig1 puana gore bireysel ilerleme puani tespit edilmistir. ilk ilerleme puani iki yazililarmimn
ortalamasindan elde edilen baglangic puanina gore degerlendirilmistir. Tiim gruplarin iiyelerinin
bireysel ilerleme puanlar1 hesaplandiktan sonra, bunlarin ortalamalar1 alimarak grup ilerleme puani
tespit edilmis ve basarili gruplara basar1 6diilii verilmistir.



Egitim Kuram ve Uygulama Arastirmalar1 Dergisi 2022, Cilt 8, Say1 1, 1-10 Mehmet Tamer KAYA, Yasar AKBIYIK

Verilerin Analizi

Arastirma sonucunda elde edilen verilerin analizi nicel olarak incelenmistir. Veri analizi
oncesinde verilerin parametrik — nonparametrik olup olmadigi konusunda inceleme yapilmig ve elde
edilen verilere bu sonug¢ dogrultusunda analiz yapilmistir. Yapilan inceleme sonucunda Kolmogorov —
Smirnov puani ,314 olarak bulunmustur. Bu sonuca gore verilerin parametrik oldugu anlasilmis ve her
iki grubun 0n test ve son test karsilastirmalarinda bagimsiz grup t-testi kullanilmigtir

Bulgular

Arastirmanin birinci alt probleminde “Deney ve kontrol grubunun 6n test basari puanlari
arasinda anlamli bir farklilk var midir?” sorusuna yanit aranmistir. Deney ve kontrol grubunda
bulunan 6grencilerin uygulama 6ncesinde basar1 testinden aldiklar1 puanlar arasinda anlamli bir fark
olup olmadigina belirlemek i¢in yapilan bagimsiz gruplar t-testi sonuglar1 Tablo 2’de verilmistir.

Tablo 2. Deney ve kontrol grubundaki 6grencilerin T.C.I.T.A. dersi akademik basar1 6n test puanlarina iliskin
bagimsiz gruplar t-testi sonuglart

N x Ss Sd t p
Deney 29 35,69 15,596
Kontrol 25 33,60 14,095

A.B.O.T. 52 513 610

Tablo 2’de goriildiigii gibi deney ve kontrol grubundaki &grencilerin T.C.I.T.A. dersinde
uygulamaya baglamadan 6nce akademik basarilarini belirlemek igin yapilan basari testi puanlari
arasinda anlamli bir farklilik olmadigi belirlenmistir [ts2) = ,513, p>,05]. Bu sonuca gore, deney
grubundaki 6grencilerin basari testi 6n uygulama puanlarinin ortalamasi x= 35,69, kontrol grubundaki
Ogrencilerin basari testi 6n uygulama puanlarimin ortalamasi x= 33,60 olarak bulunmustur. Basari
ortalamalart incelendiginde aralarinda uygulama oncesinde bir farklilik olmadigi goriilmektedir
Akademik bagar1 testi 6n uygulamasinda anlamli bir farkliligin ¢ikmamasi uygulanan yontemin
sonuglarini karsilastirmak agisindan olumlu bir durumdur.

Aragtirmanin ikinci alt probleminde “Isbirlikli 6grenme yoénteminin uygulandigi deney
grubunun On test- son test basar1 puanlart arasinda anlamli bir farklilik var midir?” sorusuna yanit
aranmistir. Deney grubunda bulunan &grencilerin uygulama oncesinde ve sonrasinda basari testinden
aldiklar1 puanlar arasinda anlamli bir fark olup olmadigina belirlemek i¢in yapilan bagimli gruplar t -
testi sonuglar1 Tablo 3’de verilmigtir.

Tablo 3. Deney grubundaki dgrencilerin T.C.I.T.A. dersi akademik basar1 6n test-son test puanlarmna iligkin
bagimli gruplar t-testi sonuglart

Deney Grubu -
Akademik Basar1 o S8 Sd ! P
() 29 35,69 15,5
On test 28 -10,233 000
Son test 29 57,07 9,3

Tablo 3’de goriildiigii gibi deney grubundaki dgrencilerin T.C.1.T.A. dersinde uygulamaya
baglamadan 6nce ve uygulama sonrasinda akademik basarilarii belirlemek igin yapilan basari testi
puanlar1 arasinda anlamh bir farklilik oldugu belirlenmistir [tes) = -10,233, p<.05]. Bu sonuca gore,
deney grubundaki 6grencilerin basari testi 6n uygulama puanlarinin ortalamasi x= 35,69, basari testi
son uygulama puanlarinin ortalamasi x= 57,07 olarak bulunmustur. Deney grubundaki 6grencilerin
T.CIT.A. dersi akademik basarilarinin uygulama sonrasinda uygulama oOncesine gore farklilik
gosterdigi goriilmektedir. Ortalama puanlar dikkate alindiginda bu farkin uygulama sonrasi 6lgiimler
lehine oldugu goriilebilir.

Aragtirmanin ii¢lincii alt probleminde “Geleneksel 6gretim yonteminin uygulandigi kontrol
grubunun 6n test- son test basar1 puanlar1 arasinda anlamli bir farklilik var midir?” sorusuna yanit
aranmigtir. Kontrol grubunda bulunan 6grencilerin uygulama 6ncesinde ve sonrasinda basari testinden
aldiklar1 puanlar arasinda anlamli bir fark olup olmadigina belirlemek i¢in yapilan bagimli gruplar t-
testi sonuglar1 Tablo 4’de verilmistir.
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Tablo 4. Kontrol grubundaki 6grencilerin T.C.I.T.A. dersi akademik basar1 6n test-son test puanlarina iliskin
bagiml gruplar t-testi sonuglar

Kontrol Grubu

Akademik Basari x S Sd ! P
( 25 33,60 14,09
On test 24 -4.772 ,000
Son test 25 42,44 16,61

Tablo 4°de goriildiigii gibi kontrol grubundaki dgrencilerin T.C.I.T.A. dersinde uygulamaya
baglamadan 6nce ve uygulama sonrasinda akademik basarilarini belirlemek i¢in yapilan basari testi
puanlart arasinda anlamli bir farklilik oldugu belirlenmistir [tes) = -4,772, p<.05]. Bu sonuca gore,
deney grubundaki dgrencilerin basari testi 6n uygulama puanlarinin ortalamast x= 33,60, basar1 testi
son uygulama puanlarinin ortalamas1 x= 42,44 olarak bulunmustur. Kontrol grubundaki dgrencilerin
T.CIT.A. dersi akademik basarilarinin uygulama sonrasinda uygulama oOncesine gore farklilik
gosterdigi goriilmektedir. Ortalama puanlar dikkate alindiginda bu farkin uygulama sonrasi 6lgiimler
lehine oldugu goriilebilir.

Arastirmanin doérdiincii alt probleminde “Deney ve kontrol grubunun son test basar1 puanlari
arasinda anlamli bir farklillk var midir?” sorusuna yanit aranmustir. Deney ve kontrol grubunda
bulunan 6grencilerin uygulama sonrasinda basari testinden aldiklar1 puanlar arasinda anlamli bir fark
olup olmadigma belirlemek icin yapilan bagimsiz gruplar t-testi sonuglar1 Tablo 5’de verilmistir.

Tablo 5. Deney ve kontrol grubundaki égrencilerin T.C.1.T.A. dersi akademik basar1 son test puanlarima iliskin
bagimsiz gruplar t-testi sonuglari

N x Ss Sd t p
Deney 29 57,07 9,304
Kontrol 25 42,44 16,613

ABS.T.

52 3,786 ,000

Tablo 5’de goriildiigii gibi deney ve kontrol grubundaki dgrencilerin T.C.I.T.A. dersinde
uygulama sonrasindaki akademik basarilarini belirlemek igin yapilan basari testi puanlari arasinda
anlamli bir farklililk ortaya ¢ikmustir [ts2) = 3,786, p<.05]. Bu sonuca goére, deney grubundaki
ogrencilerin basar1 testi son uygulama puanlarinin ortalamas:t x¥= 56,07, kontrol grubundaki
Ogrencilerin basar1 testi son uygulama puanlarinin ortalamasi x= 42,44 olarak bulunmustur.
Aragtirmaya konu olan isbirlikli 6grenme yonteminin dgrencilerin akademik basarilarin1 daha olumlu
yonde etkiledigi goriilmektedir. Bu sonuca gore isbirlikli 6grenme yontemi ile islenen derslerin,
geleneksel 6gretim yontemi ile islenen derse gore akademik basari agisindan daha basarili sonuglar
ortaya ¢ikardigimi ifade edebiliriz.

Aragtirmanin besinci alt probleminde “Deney ve kontrol gruplarmin kalicilik diizeyleri
arasinda anlamli bir farklillk var mudir?” sorusuna yanit aranmustir. Deney ve kontrol grubunda
bulunan 6grencilerin uygulama sonrasinda kalicilik testinden aldiklari puanlar arasinda anlamli bir
fark olup olmadigina belirlemek i¢in yapilan bagimsiz gruplar t-testi sonuglar1 Tablo 6’da verilmistir.

Tablo 6. Deney ve kontrol grubundaki &grencilerin T.C.I.T.A. dersi akademik basar1 kalicilik testi puanlarina
iliskin bagimsiz gruplar t testi sonuglari

N x Ss Sd T p
Deney 29 51,00 10,637
Kontrol 25 36,52 14,743

ABK.T.

52 4,178 ,000

Tablo 6’da goriildiigii gibi deney ve kontrol grubundaki dgrencilerin T.C.I.T.A. dersinde
kalicilik diizeylerini belirlemek igin yapilan basari testi puanlar arasinda anlamli bir farklilik ortaya
cikmustir [ts2) = 4,178, p<.05]. Bu sonuca gore, deney grubundaki 6grencilerin basari testi kalicilik
puanlarinin ortalamasi x= 51,00, kontrol grubundaki 6grencilerin basar1 testi kalicilik puanlarmin
ortalamas1 ¥= 36,52 olarak bulunmustur. Arastirmaya konu olan isgbirlikli 6grenme y&nteminin
Ogrenilenlerin kaliciligini daha olumlu yonde etkiledigi goriilmektedir. Bu sonuca gore isbirlikli
O0grenme yontemi ile islenen derslerin, kontrol grubu olan klasik egitim sistemine gore daha basaril
sonuglar ortaya ¢ikardigini ifade edebiliriz.
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Tartisma, Sonuc ve Oneriler

Isbirlikli 6grenme ydnteminin uygulandigi deney grubu ile geleneksel dgretim ydnteminin
uygulandig1 kontrol grubu 6grencilerinin basari1 6n test puan ortalamalar1 arasinda anlamli bir fark
yoktur. Bu durum, her iki grubun da uygulamaya baslamadan 6nce akademik basari olarak denk
oldugunu gostermektedir.

Isbirlikli 6grenme ydntemi, dgrenci takimlari basari bdliimleri tekniginin uygulandigi deney
grubu Ogrencilerinin basar1 6n test-son test puan ortalamalar1 arasinda anlamli bir fark vardir. Deney
grubu 6grencilerinin bagari son test puan ortalamalari, 6n test puan ortalamalarindan anlamli diizeyde
yiiksektir. Bu sonug, Tiirkiye Cumhuriyeti Inkilap Tarihi ve Atatiirkgiiliik dersi 6gretiminde isbirlikli
ogrenme yonteminin kullanilmasmin o6grencilerin akademik basarisini olumlu yonde artirdigini
gostermektedir. Arastirmadan elde edilen sonuglar, daha once Atar (2003), Ergelebi (1995), Giinay
(2002), Karaoglu (1998), Kasap (1996) tarafindan yapilan aragtirmalarin sonuglarini destekler
niteliktedir. Bu ¢aligmalarin hepsinde, deney grubunda uygulama Oncesinden uygulama sonrasina
akademik basarinin anlamli diizeyde farklilik gosterdigi goriilmektedir.

Geleneksel 0gretim yonteminin uygulandigi kontrol grubunun basar1 6n test- son test puan
ortalamalar1 arasinda anlamli bir fark vardir. Kontrol grubu o6grencilerinin basar1 son test puan
ortalamalar1, basar1 6n test puan ortalamalarindan anlamli diizeyde yiiksektir. Bu sonug, Tiirkiye
Cumhuriyeti Inkilap Tarihi ve Atatiirkgiiliik dersi dgretiminde, geleneksel dgretim ydnteminin
kullanilmasinin 6grencilerin akademik basarilarini olumlu yonde artirdigini géstermektedir.

Deney ve kontrol grubu 6grencilerinin basar1 son test puan ortalamalar1 arasinda anlamli bir
fark vardir. Isbirlikli 6grenme yénteminin uygulandig1 deney grubu dgrencilerinin basar1 son test puan
ortalamalar1, geleneksel dgretim yonteminin uygulandigi kontrol grubu 6grencilerinin basar1 son test
puan ortalamalarindan anlamli diizeyde ylksektir. Bu sonuca gore; isbirlikli 6grenme yontemi,
Ogrencilerin basarisini artirmada geleneksel 6gretim yontemine gore daha etkili olmustur. Uygulama
oncesi akademik bagarilar istatistiksel olarak denk olan deney ve kontrol grubu 6grencilerinin,
uygulama sonrasi bagar1 puanlari deney grubu lehine degisiklik gostermistir. Arastirmadan elde edilen
sonu¢ daha 6ne yapilmis olan birgok ¢alismayla paralellik gostermektedir. Aksoy, Doymus, Karacop,
Simsek, ve Kog¢ (2008), Buzludag (2010), Demiral (2007), Geng (2007), Gok, Dogan, Doymus ve
Karacdp (2009), Giiven (2007), Ozgelik (2007), Ural (2007), Yesilyurt (2010) tarafindan yapilan
caligmalar bu sonucu destekler niteliktedir. Bu aragtirmalarin hepsinde igbirlikli 6grenme yonteminin
Ogrencilerin basarilart iizerindeki etkisi incelenmis ve geleneksel dgretim yontemine gére Ogrenci
basarilari lizerinde olumlu yonde etkiye sahip oldugu goriilmiistiir.

8. siif Tiirkiye Cumhuriyeti Inkilap Tarihi ve Atatiirkgiiliik dersi “Cagdas Tiirkiye Yolunda
Adimlar” tnitesinde isbirlikli 6grenme yontemiyle ders isleyen ogrencilerin 6grendikleri bilgilerin
kaliciligi, geleneksel yontemle ders isleyen 6grencilerin dgrendikleri bilgilerin kaliciligina gore daha
etkili olmustur. Karaoglu (1998), tarafindan, on test-son test deneysel desen kullanilarak yapilan
caligmada, ilkdgretim besinci siniftan iki grup secilmistir. Arastirmadan elde edilen sonuglara gore
Ogrenilen bilgilerin kalicilig1 agisindan isbirlikli 6grenme yonteminin, geleneksel d6gretim yontemine
gore daha etkili oldugu goriilmistiir. Hevedanli, Oral ve Akbayim (2004), tarafindan, 6n test-son test
kontrol gruplu desenin kullanildig1 ve lise birinci siif 6grencisi iki grup iizerinde yapilan ¢alismanin
sonuclarina bakildiginda, 6grenilen bilgilerin kaliciligi acisindan deney grubundaki 6grenciler daha
basarili olmuslardir. Unlii (2008), tarafindan, én test-son test kontrol gruplu modelinin kullanildigt
arastirmada, ilkogretim sekizinci siniftan iki grup segilmistir. Arastirmada bir deney, bir kontrol grubu
kullanilmigtir. Aragtirmanin sonucunda, deney grubundaki 6grencilerin 6grendikleri konuyu daha uzun
stire hatirladiklar1 sonucuna varilmistir. Buzludag (2010), tarafindan, 6n test-son test deneysel desen
kullanilarak yapilan ¢aligmada, ilkdgretim altinci smiftan iki grup segilmistir. Aragtirma sonucunda,
isbirlikli 6grenme yonteminin kalici 6grenme iizerinde etkili oldugu tespit edilmistir. Ulasilan bu
sonuglara bakildiginda arastirmadan elde edilen sonucu destekler niteliktedir. Bu caligmalarin
hepsinde igbirlikli 6grenme yonteminin kaliciliga olumlu etki yaptig1 goriillmektedir

Aragtirmadan elde edilen bulgular ve ulasilan sonuglar neticesinde, agagida belirtilen Oneriler
sunulmustur:
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1. Bu arastirmada isbirlikli 6grenme yontemi ortaokul 8. siif Tiirkiye Cumbhuriyeti inkilap
Tarihi ve Atatirk¢iiliik dersi “Cagdas Tiirkiye Yolunda Adimlar” tnitesi konularmin
ogretilmesinde uygulanmistir. Isbirlikli 6grenme yontemi Tiirkiye Cumhuriyeti Inkilap
Tarihi ve Atatiirk¢iiliik dersinin farkli iinitelerinde ve farkli egitim kademelerinde
uygulanabilir.

2. Bu aragtirmada isbirlikli 6grenme yOnteminin dgrenci takimlar1 basar1 boliimleri teknigi
kullanilmugtir. Isbirlikli 6grenme ydnteminin diger tekniklerinin de kullamildigi yeni
aragtirmalar yapilabilir

3. Isbirlikli 6grenme ydnteminin etkililigi konusunda daha fazla arastirma yapilabilir, sonuglar
smanabilir ve genellenebilir.

4.Bu arastirmanin ¢aligsma grubunu sinirli sayida 6grenci olusturmaktadir. Ayni arastirma daha
bliyilk sayida calisma gruplarina uygulanarak sonuclar daha giicli bir sekilde
genellenebilir.

5.Isbirlikli 6grenme yonteminin diger yontemlerle karsilastirilmasma yénelik arastirmalar
yapilabilir.

6. Isbirlikli 6grenme yontemi ile ilgili olarak 6grenci ve dgretmen goriisleri belirlenip, goriilen
eksiklikler giderilebilir.
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Introduction

Today's rapid developments and scientific advances affect all areas of education, necessitating
radical changes in educational approaches (Bay, 2010). Individuals who can only write their name and
surname, read a simple text, produce technology and use this production are not considered sufficient
for 21* century skills (Akyol, 2005). Learning reading and writing is the most crucial stage of the
education process; scientific rules should be followed at this stage for the future of the child (Giines,
2018).

Primary reading and writing (PRW) education is the most basic need that enables individuals
to realize themselves, prepare for life, communicate effectively with society as social beings,
understand the existing written and visual materials, and effectively express themselves verbally and
in writing (Bay, 2008).

Different definitions of reading and writing have been made until today. These definitions
differ from society to society depending on the development level of countries and educational
approaches. Reading is the act of vocalizing the symbolic signs that make up a text or understanding
the thoughts indicated by the signs (TDK, 1998). Reading is the ability or activity to extract
information from written words (dictionary.cambridge.org, 2020). Reading is the perception of shapes,
symbols, and pictures determined by societies to make feelings, thoughts, experiences, and
impressions permanent in the universal sense and transfer them to the other side; it is the activity of
restructuring perceived elements in mind by re-interpreting them (Bay, 2008).

Writing is described as expressing words or thoughts with particular signs and letters,
expressing them in writing, writing them down (MoNE, 1999); making signs or thoughts using a pen,
pencil, or keyboard that represent letters, words, or numbers on a surface such as paper or computer
screen and using this method to save thoughts, facts, or messages (dictionary.cambridge.org, 2020).
Writing is universally defined as the most effective and permanent communication activity in which
shapes, symbols, and pictures determined by societies are used to make feelings, thoughts,
experiences, and impressions permanent and transfer them to the other party (Bay, 2008).

Self-Efficacy

Self-efficacy, willingness, and all other psychosocial factors constitute a significant part of the
variance in academic achievement (Bandura, 1996). Perceived self-efficacy is related to people's
beliefs in their ability to influence events that affect their lives. This core belief is the foundation of
human motivation, performance achievements, and emotional well-being (Bandura, 1997, 2006).
Bandura emphasized that these beliefs are more potent than their actual ability in influencing people's
motivation level, emotional states, and actions. Unless people believe that they can create the desired
effects with their actions, the motivation towards undertaking activities or persisting in the face of
difficulties would be low (Bandura, 2010). Lack of belief in one's abilities and personal goals can
weaken him/her (Bandura & Loke, 2003). Many factors affect a person's self-efficacy positively or
negatively. Although empirically related, teacher and collective effectiveness perceptions are
theoretically different constructs, and each has unique effects on educational decisions and student
achievement (Goddard, Hoy, & Woolfolk-Hoy, 2004). Bandura (1997, p.2) emphasized that these
beliefs are more potent than actual abilities in influencing people's motivation level, emotional states,
and actions. As a result, a teacher who does not expect some students to succeed in reading and
writing will likely put less effort into teaching preparation and presentation and will more readily give
up when students struggle, even if they receive the teaching. Strategies that can help these students in
practice are crucial. Therefore, students' self-efficacy can become self-fulfilling prophecies that
confirm their lack of ability or inadequacy beliefs (Tschannen-Moran & Johnson, 2011).

The content of the undergraduate “PRW Teaching Course" includes listening, speaking, visual
reading and visual presentation, familiarization with PRW's learning areas and processes, the effects of
the characteristics of Turkish on PRW teaching, the objectives and principles of PRW teaching, the
characteristics of the first-grade teachers and their students, the tools and techniques used in PRW
teaching, and the methods used in PRW teaching. The extent of giving this content to the primary
school teacher candidates in universities or how competent primary school teacher candidates feel in
this field is the subject of the study. Primary school teacher candidates' PRW teaching self-efficacy
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was analyzed according to the following variables: gender, age, grade, graduated high school, the
university they attend, rank in university preference, and the number of books read annually.

Purpose of the Study

The primary purpose of this study is to examine primary school teacher candidates’ PRW
teaching self-efficacy beliefs according to determined variables.

Method
Research Model

In this study, the descriptive survey model was used to determine PRW teaching self-efficacy
of 3" and 4"-grade teacher candidates from the Faculty of Education, Department of Primary
Education.

Study Group

The study was conducted with 3™ and 4"™-grade students attending Primary Education
undergraduate programs of 3 state universities’ Education Faculties. There are 302 teacher candidates
in the study group. Taking the “PRW Teaching Course” was set as the criterion in determining teacher
candidates to be included in the sample group. The participants were determined by the convenience
sampling method among teacher candidates who met the stated criterion.

Table 1. Demographic Information of the Participants

Variable Level f %
Female 240 79.2
Gender Male 63 28.8
Total 302 100
3rd Grade 234 77.2
Grade 4th Grade 69 22.8
Total 302 100
19-Year-old 27 8.9
20-Year-old 85 28.1
21-Year-old 118 38.9
Age
22-Year-old 51 16.8
23-Year-old and older 22 7.3
Total 302 100
Academic High School (Science, Social
Sciences, Anatolian Teacher Training, 252 83.2

Anatolian and Normal High Schools)

Graduated  High \/ocational High Schools (Vocational,

School Imam Hatip, and Sports High Schools) 20 6.6
Private and Other High Schools 31 10.2
Total 302 100
University - 1 88 29.0
The  university University -2 103 34.0
they attend University -3 112 37.0
Total 302 100
1*" preference 68 22.4
2" preference 51 16.8
_ . 3"preference 40 13.2
Rank i University , gin g oforence 42 13.9
Preference 0
6-10" preference 49 16.2
11" preference and more 53 17.5
Total 302 100
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Table 1. Demographic Information of the Participants (Continued)

Variable Level f %
Zero Book 18 5.9
1 - 3 Books 139 45.9
Number of books read 4 —7 Books 80 26.4
annually 8 — 11 Books 42 13.9
12 and more Books 24 7.9

Total 302 100

According to Table 1, 79.2% of the teacher candidates participating in the study are female,
28.8% of them are male, 77.2% of them are from the 3" grade, and 22.8% of them are from the 4"
grade. Regarding the types of high schools from which the teacher candidates graduated, 83.2% of
them are academic high school graduates, 6.6% of them are vocational high school graduates, and
10.2% of them are private and other high school graduates. 29% of them are from University-1, 34%
of them from University-2, and 37% of them from University-3. Regarding the rank of preference of
the university they attend, it was the 1% preference for 22.4%, 2" preference for 16.8%, 3" preference
for 13.2%, 4-5th preference for 13.9%, 6-10" preference for 16.2%, and 11™ preference and above for
17.5%. The distribution of teacher candidates according to the number of books they read annually
shows that 5.9% of them never read a book, 45.9% of them read 1-3 books, 26.4% of them read 4-7
books, 13.9% of them read 8-11 books, and 7.9% of them read 12 books or more.

Data Collection Tool

The " PRW Teaching Self-Efficacy Scale" developed by Burak Delican in 2016 was used in
this study. The permission to use the scale was obtained via e-mail.

In the first stage of the scale development process, the relevant literature was reviewed to
determine the categories, indicators, and definitions involving PRW teaching. The statements used in
the scale were determined from the relevant studies of the national and international literature. The
categories, definitions, and indicators of PRW teaching have been discussed in three dimensions:
preparation, implementation, and evaluation (Delican, 2016). The first 9 items of the scale are related
to the preparatory work (P1, P2, P3, P4, P5, P6, P7, P8, P9). Items 10-21 are related to the
implementation (110, 111, 112, 113, 114, 115, 116, 117, 118, 119, 120, 121), and items 21-25 are related to
evaluation (E22, E23, E24, E25).

Data Collection and Analysis

The researcher administered the developed scale to 3" and 4™-grade primary school teacher
candidates from Primary Education undergraduate program. During the implementation, the principle
of volunteering was conducted; those who wanted to participate were informed about the study. The
guestionnaire was given to the participants for data collection, and 302 teacher candidates filled it out.

The data obtained from teacher candidates were transferred to SPSS 18.0 program for data
analysis. Before starting data analysis, extreme, outlier, missing, or erroneous values were
corrected/eliminated. Frequencies and percentages were determined and tabulated. A normality test
was applied to the data, which showed a normal distribution. Validity, and reliability analysis were
performed, and confirmatory factor analysis was conducted.

An independent samples t-test was performed to test the difference of gender and grade among
primary school teacher candidates' “PRW Teaching Self-Efficacy” at the p<0.05 significance level.
The results were tabulated and interpreted. Finally, an ANOVA test was performed to test whether
primary school teacher candidates' “PRW Teaching Self-Efficacy” differentiate according to the high
school they graduated from, the university they attend, rank in university preference, and the number
of books they read annually (p<0.05). The outcomes were tabulated and interpreted.

Normal Distribution

Various models and techniques were used in this study, i.e., survey model. Tables, line and
column graphs were created, and the data were interpreted using various statistical tests, such as the t-
test and ANOVA test.
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Figure 2. Normality of the score distribution
Validity and Reliability Analysis
The test known as Cronbach's Alpha test in the literature was conducted to test the reliability
of the measurement before the factor analysis, and the results are given below;

Table 2. Reliability Analysis Results for PRW Teaching Self-Efficacy

Cronbach's Alpha Number of Items
0,900 25

According to Table 2, the reliability coefficient of the whole PRW self-efficacy scale
consisting of 25 items and applied to 302 students is 0.900 (90%). This level shows that the reliability
of the measurement method is pretty sufficient, and it is suitable for the analysis. Regarding total item

correlation analysis, item correlations range from 0.20 to 0.73, indicating that the scale items are at
acceptable levels.

The reliability and validity test results of the sub-dimensions are given below;
Table 3. Reliability and Validity of Sub-Dimensions

Dimensions Cronbach Alpha
Preparation 0.629
Implementation 0.909
Evaluation 0.819
Whole Scale 0.900
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Confirmatory Factor Analysis
The Confirmatory Factor Analysis (CFA) results are given below;

Table 4. The Goodness of Fit Indexes
Fit Index of Fit

Parameter Parameter Acceptable Fit Good Fit
RMSEA 0.062 0.05 <RMSEA <0.08 0 <RMSEA <0.05
SRMR 0.046 0.05 <SRMR <£0.08 0 <SRMR <0.05
GFI 0.86 0.90 < GFI<0.95 0.95 <GFI<1.00
AGFI 0.84 0.85 < AGFI<0.90 0.90 <AGFI<1.00
CFI 0.98 0.90 <CFI<0.95 0.95 <CFI<1.00
NFI 0.96 0.90 <CFI<0.95 0.95 <CFI<1.00

" RMSEA: Root Mean Square Error of Approximation, NFI: Normed Fit Index, GFI:
Goodness of Fit Index, AGFI: Adjusted Goodness of Fit Index, CFl: Comparative Fit Index

The criteria taken for acceptable and good fits are as follows: 0.90 < CFI < 0.95 acceptable fit,
0.95 < CFI < 1.00 good fit; 0.05 < SRMR < 0.10 acceptable fit, 0 < SRMR < 0.05 good fit, 0.05 <
RMSEA < 0.08 acceptable fit, 0 < RMSEA < 0.05 good fit, 0.90 < GFI < 0.95 acceptable fit, 0.95 <
GFI < 1.00 good fit, 0.85 < AGFI < 0.90 acceptable fit, 0.90 < AGFI < 1.00. The values equal to or
higher than 0.30 were considered while evaluating the standardized factor loads. The CFA PATH
diagram showing standardized factor loads is given below.

-4z o024

D = Y = N < T = A v = N O = [

.54 L=}

Chi-—Sguar==58%.25, AE=27T2, P—wvaluse=0.00000, RMSEAL=0.0c2

Figure 3. CFA PATH Diagram
Findings
Findings related to gender and grade variables

The opinions of the 3rd and 4th-grade teacher candidates from the Department of Primary
Education of the Faculty of Education on "PRW Teaching Self-Efficacy” were taken within the scope
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of the study. The data obtained were transferred to the SPSS program. The difference of teacher
candidates' PRW teaching self-efficacy according to gender and grade variables was tested with the t-
test (p<.05). According to the t-test results, there is no significant difference in overall and preparation,
implementation, evaluation sub-dimensions according to gender and grade (p<.05).

Table 5. Difference of PRW teaching self-efficacy according to gender (t-test)
PRW teaching self-

. Gender n X Ss sd t p
efficacy
) Female 240 4.0685 .58595
Preparation 301 271 187
Male 63 4.0459 .60879
. Female 240 4.0090 .58938
Implementation 301 .386 .700
Male 63 3.9762 .64244
. Female 240 4.0104 .66313
Evaluation 301 -1.096 .274
Male 63 4.1111 59191
Female 240 4.0307 .56156
Overall 301 .098 922
Male 63 4.0229 57338

PRW Teaching Self-Efficacy of 302 teacher candidates participating in the study did not differ
according to gender. Regarding Table 5, there is no significant difference in overall and in preparation,
implementation, and evaluation sub-dimensions according to gender (P<.05). It can be said that
primary school teacher candidates' gender does not make a significant difference in their PRW
teaching self-efficacy.

Table 6. Difference of PRW teaching self-efficacy according to grade (t-test)

PRW teaching self-
efficacy

Grade n X Ss sd t p

] 3" Grade 234 4,0541 60712
Preparation " 301 -525 ,600
4" Grade 69 4,0966 52977

. 3" Grade 234 39936 ,62782
Implementation th 301 -460 ,646
4" Grade 69 4,0314 49633

) 3" Grade 234 4,0310 ,67278
Evaluation th 301 -,018 ,985
4™ Grade 69 4,0326 ,56704

39Grade 234 40214 58652
Overall " 301 -436 663
4"Grade 69 40551 47804

Grade did not create a significant difference in PRW Teaching Self-Efficacy of 302 teacher
candidates participating in the study. Regarding Table 6, there is no significant difference in overall
and in preparation, implementation, and evaluation sub-dimensions according to grade (P<.05). It can
be said that primary school teacher candidates' grade does not make a significant difference in their
PRW teaching self-efficacy.

Findings related to the graduated high school, the university they attend, rank in university

preference, and the number of books read annually variables

The difference of teacher candidates' PRW teaching self-efficacy according to the graduated
high school, the university they attend, rank in university preference, and the number of books read
annually variables with the ANOVA (p<.05). According to the ANOVA results, there is no significant
difference in overall preparation, implementation, and evaluation sub-dimensions according to
graduated high school, the university they attend, and rank in university preference. However,
significant differences were observed according to the university they attend and the number of
books read annually. (p<.05).
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Table 7. Difference of PRW teaching self-efficacy according to the graduated high school (ANOVA)

PRW tea_iching Souice of Sum of Mean P Significant
self-efficacy Variance Squares Squares Difference
Between Groups .087 2 .044
Preparation In Group 104.975 300 .350 125883 -
Total 105.063 302
Between Groups .189 2 .094
Implementation  In Group 108.477 300 .362 261771 -
Total 108.665 302
Between Groups .686 2 .343
Bvaluation ) 1500 126641 300 422 813 444 -
Total 127.327 302
Between Groups 129 2 .064
Overall In Group 95.625 300 319 202 817 -
Total 95.754 302

Regarding Table 7, teacher candidates’ PRW Teaching Self-Efficacy does not differ
significantly according to the high school they graduated from (F(3.261) =0.202; p>0.817). In other
words, primary school teacher candidates' self-efficacy for the preparation, implementation, and
evaluation stages of PRW teaching does not differ significantly according to the high school they
graduated from. According to these results, it can be said that the graduated high school does not have
a significant effect on primary school teacher candidates' self-efficacy levels.

Table 8. Difference of PRW teaching self-efficacy according to the rank in university preference (ANOVA)

PRWteziching Souiceof Sum of sd Mean = p Si_gnificant

self-efficacy Variance Squares Squares Difference
Between Groups 1.854 5 371

Preparation In Group 103209 297 34 1067 379 :
Total 105.063 302
Between Groups 720 5 144

Implementation  In Group 107.945 297 .363 3% 851 -
Total 108.665 302
Between Groups 522 5 104

Evaluation In Group 126.805 207 427 240 942 i
Total 127.327 302
Between Groups 407 5 .081

Overall In Group 95.347 297 321 253 938 -
Total 95.754 302

Regarding Table 8, teacher candidates’ PRW Teaching Self-Efficacy did not differ
significantly according to the rank in university preference (F (3.261) =0.253; p>0.938). In other
words, primary school teacher candidates' self-efficacy for the preparation, implementation, and
evaluation stages of PRW teaching does not differ significantly according to the rank in university
preference. According to these results, it can be said that the rank in their university preference does
not have a significant effect on primary school teacher candidates' self-efficacy levels.

The ANOVA results of the teacher candidates' PRW Teaching Self-Efficacy according to the
university they attend and the number of books they read annually are given and interpreted in three
separate tables covering the items of preparation, implementation, and evaluation sub-dimensions.
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Table 9. Difference of preparation to PRW teaching self-efficacy according to the university they attend
(ANOVA)

PRW tea}ching SOUI:CG of Sum of sd Mean r P Significant
self-efficacy Variance Squares Squares Difference

Between Groups 6.840 2 3.420

P2 In Group 160929 300 536 0376 002 L3
Total 167.769 302
Between Groups 5.182 2 2.591

P3 In Group 182917 300 .10 20 014,
Total 188.099 302
Between Groups 12.789 2 6.394

P4 In Group 236182 300 787 1% 00 17
Total 248.970 302
Between Groups 5.149 2 2574 3.107 .046

P6 In Group 248.620 300 .829 1-2
Total 253.769 302
Between Groups 4.617 2 2.309 4.005 .019

P8 In Group 172.927 300 576 1-2
Total 177.545 302
Between Groups 3.447 2 1.723

Preparation In Group 136.764 300 456 3.781 024 1-2

Total 140.211 302

Table 9 shows the significant differences in preparation for PRW teaching self-efficacy of 302
teacher candidates according to the university they attend.

Regarding P2, there is a significant difference in "organizing works to improve children's
visual reading skills" in favor of teacher candidates from University-1 [F(.300= 6.376; p=0.002]. In
other words, teacher candidates attending University-1 (x=4.31) have a higher "organizing works to
improve children's visual reading skills" self-efficacy than teacher candidates from University-3
(x=3.94).

Regarding P3, "Organizing activities to develop children's fine motor skills,” teacher
candidates from University-1 were found to be more self-efficient than teacher candidates attending
University-2  [F-00= 4.250; p=0.000]. In other words, teacher candidates attending University-1
(x=4.24) have a higher "Organizing activities to develop children's fine motor skills" self-efficacy than
teacher candidates from University-2 (x=3.91).

Regarding P4, "Teaching students correct wrist posture,” teacher candidates from University-
1 were found to be more self-efficient than teacher candidates attending University-2 and University-3
[F(2-300= 8.122; p=0.000]. In other words, teacher candidates attending University-1 (x=4.30) have a
higher “Teaching students correct wrist posture" self-efficacy than teacher candidates from
University-2 (x=3.79) and University-3 (x=3.94).

Regarding P6, "Teaching students correct pencil grip," teacher candidates from University-1
were found to be more self-efficient than teacher candidates attending University-2 [F-300= 4.107;
p=0.046]. In other words, teacher candidates attending University-1 (x=4.26) have a higher "Teaching
students correct pencil grip" self-efficacy than teacher candidates from University-2 (x=3.93).

Regarding P8, "Supporting children's verbal language development by organizing listening
activities," teacher candidates from University-1 were found to be more self-efficient than teacher
candidates attending University-2 [Fp.300= 4.005; p=0.019]. In other words, teacher candidates
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attending University-1 (x=4.25) have a higher "Supporting children's verbal language development by
organizing listening activities " self-efficacy than teacher candidates from University-2 (x=3.94).

No significant difference was found according to the universities that teacher candidates attend
for the following items: P5 "Preparing activities suitable for the students' prior knowledge while
planning their reading-writing preparation works," P7 "Teaching students to keep the appropriate
distance between the paper and the eye in reading-writing," and P9 "Preparing materials suitable to
the gains, to use in teaching reading.

Regarding the overall effect of the university that teacher candidates attend on their PRW
teaching self-efficacy at the preparation stage, a significant difference was observed in favor of teacher
candidates attending University-1 [Fp300= 3.781; p=0.024]. In other words, the preparation stage
PRW teaching self-efficacy of teacher candidates attending University-1 (x=4.23) is better than teacher
candidates attending University-2 (x=3.96).

Table 10. Difference of implementation of PRW teaching self-efficacy according to the university they attend
(ANOVA)

PRW

teaching Source of Sum of sd Mean E P Si_gnificant
. Variance Squares Squares Difference
self-efficacy
Between Groups 4.160 2 2.080
110 In Group 192441 300 641 24 040 4,
Total 196.601 302
Between Groups 8.717 2 4.359
11 In Group 200320 300 .69 0247 002 ig
Total 218.046 302
Between Groups 4.342 2 2171
112 In Group 170496 300 568 >80 023 4,
Total 174.838 302
Between Groups 9.645 2 4823 6.576 .002 1-2
113 In Group 220.025 300 733 1-3
Total 229.670 302
Between Groups 5.480 2 2.740 3.604 .028 1-2
114 In Group 228.130 300 .760
Total 233.611 302
Between Groups 8.126 2 4.063 6.418 .002 1-2
115 In Group 189.921 300 .633 1-3
Total 198.046 302
Between Groups 9.253 2 4.627 8.376 .000 1-2
116 In Group 165.704 300 .552 1-3
Total 174957 302
Between Groups 12.097 2 6.048 9.271 .000 1-2
117 In Group 195.712 300 .652 1-3
Total 207.809 302
Between Groups 10.131 2 5.066 6.651 .001 1-2
118 In Group 228.470 300 762 1-3
Total 238.601 302
Between Groups 5.554 2 2777 4186 .016 1-2
120 In Group 199.046 300 .663
Total 204.601 302
Between Groups 5.191 2 2595 4471 012
121 In Group 174123 300 580 ig
Total 179.314 302
Between Groups 5.964 2 2.982
Implementation  In Group 102.701 300 .342 8.710 000 i:g
Total 108.665 302
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Table 10 shows the significant differences in the implementation of the PRW teaching self-
efficacy of 302 teacher candidates according to the university they attend.

A significant difference was observed in 110, "Organizing exercises to correct students'
reading errors” [Fpam)= 3.243; p=0.040]. The significant difference here is in favor of teacher
candidates attending University-1. The ability to "Organize exercises to correct students' reading
errors" of teacher candidates attending University-1 (x=4.14) is higher than teacher candidates
attending University-2 (x=3.94).

A significant difference was observed in 111, "Teaching students proper paper position™ [F ..
s00= 6.247; p=0.002]. The significant difference here is in favor of teacher candidates attending
University-1. The ability to "Teach students proper paper position” of teacher candidates attending
University-1 (x=4.32) is higher than teacher candidates attending University-2 (x=3.98) and
University-3 (x=3.92).

A significant difference was observed in 112, "Organizing exercises to support students’ fluent
reading skills" [F(-300= 3.820; p=0.023]. The significant difference here is in favor of teacher
candidates attending University-1. The ability to "Organize exercises to support students' fluent
reading skills" of teacher candidates attending University-1 (x=4.20) is higher than teacher candidates
attending University-2 (x=3.91).

A significant difference was observed in 113, "Teaching students upper and lower parts of
letters” [F(-300= 6.576; p=0.002]. The significant difference here is in favor of teacher candidates
attending University-1. The ability to "Teach students upper and lower parts of letters" of teacher
candidates attending University-1 (x=4.24) is higher than teacher candidates attending University-2
(x=3.81) and University-3.

A significant difference was observed in 114, "Enabling prosodical reading of students
(toning, stress, pause, articulation, and rhythm)" [F.s00= 3.604; p=0.028]. The significant difference
here is in favor of teacher candidates attending University-1. The ability to "Enable prosodical
reading of students (toning, stress, pause, articulation, and rhythm)" of teacher candidates attending
University-1 (x=4.01) is higher than teacher candidates attending University-2 (x=3.68).

A significant difference was observed in 115, "Enabling students to access texts from
sentences” [F-300= 6.418; p=0.000]. The significant difference here is in favor of teacher candidates
attending University-1. The ability to "Enable students to access texts from sentences” of teacher
candidates attending University-1 (x=4.31) is higher than teacher candidates attending University-2
(x=3.91) and University-3 (x=3.99).

A significant difference was observed in 116, "Enabling students to read sounds (letters,
words) correctly” [F(-300= 8.376; p=0.000]. The significant difference here is in favor of teacher
candidates attending University-1. The ability to "Enable students to read sounds (letters, words)
correctly" of teacher candidates attending University-1 (x=4.38) is higher than teacher candidates
attending University-2 (x=3.94) and University-3 (x=4.07).

A significant difference was observed in 117, "Enabling students to write texts based on
images” [F(-300= 9.271; p=0.000]. The significant difference here is in favor of teacher candidates
attending University-1. The ability to "Enable students to write texts based on images" of teacher
candidates attending University-1 (x=4.38) is higher than teacher candidates attending University-2
(x=3.93) and University-3 (x=3.94).

A significant difference was observed in 118, "Using children’s literature products in the PRW
process" [F-300= 6.651; p=0.001]. The significant difference here is in favor of teacher candidates
attending University-1. The ability to "Use children's literature products in the PRW process" of
teacher candidates attending University-1 (x=4.32) is higher than teacher candidates attending
University-2 (x=3.88) and University-3 (x=3.96).

A significant difference was observed in 120, "Enabling students to associate their prior
knowledge with new knowledge in the PRW teaching process” [F(-s0)= 4.186; p=0.016]. The
significant difference here is in favor of teacher candidates attending University-1. The ability to
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"Enable students to associate their prior knowledge with new knowledge in the reading-writing
teaching process” of teacher candidates attending University-1 (x=4.14) is higher than teacher
candidates attending University-2 (x=3.80).

A significant difference was observed in 121, "Using auditory tools (listening texts, etc.) in
PRW teaching” [Fpam)= 4.471; p=0.012]. The significant difference here is in favor of teacher
candidates attending University-1. The ability to "Use auditory tools (listening texts, etc.) in PRW
teaching™ of teacher candidates attending University-1 (x=4.41) is higher than teacher candidates
attending University-2 (x=4.13) and University-3 (x=4.12).

Regarding Table 10 showing the significant differences in the implementation of the PRW
teaching self-efficacy according to the universities teacher candidates attend, no significant difference
is observed in 119 "Teaching students the letterforms of cursive handwriting."

Regarding the overall effect of the university that teacher candidates attend on PRW teaching
self-efficacy at the implementation stage, a significant difference was observed in favor of teacher
candidates attending University-1 [F-300= 8.710; p=0.000]. In other words, the preparation stage
PRW teaching self-efficacy of teacher candidates attending University-1 (x=4.21) is better than teacher
candidates attending University-2 (x=3.87) and University-3 (x=3.96).

Table 11. Differentiation of evaluation of PRW teaching self-efficacy according to the university they attend
(ANOVA)

PRW tegching Source of Sum of sd Mean = Si_gnificant
self-efficacy Variance Squares Squares Difference
Between Groups 5.780 2 2.890
E22 In Group 174008 300 580 +983 007 }é
Total 179.789 302
Between Groups 1.935 2 .968
Evaluation In Group 125392 300 418 2315 101
Total 127.327 302
Between Groups 4.069 2 2.035 6.457 .002 1-2
Overall In Group 94537 300 315 1-3
Total 98.606 302

Regarding Table 11, a significant difference was observed in E22, "Organizing works
according to results after evaluating literacy skills" [F-300= 4.890; p=0.007]. The significant
difference here is in favor of teacher candidates attending University-1. The ability to "Organize works
according to results after evaluating literacy skills" of teacher candidates attending University-1
(x=4.24) is higher than teacher candidates attending University-3 (x=3.91).

Regarding Table 11, no significant difference is observed in the evaluation of the PRW
teaching self-efficacy according to the universities attended for the following items: E23 "ldentifying
students who have reading difficulties in the PRW teaching process”, E24 "Organizing works to
eliminate students' writing errors” and E25 "Creating assessment tools suitable for children's
developmental characteristics to evaluate their literacy skills."

Regarding the overall effect of the attended university on teacher candidates' PRW teaching
self-efficacy at the evaluation stage, no significant difference was observed [F-300)= 2.315; p=0.101].

Regarding the overall effect of the university that teacher candidates attend on their PRW
teaching self-efficacy, a significant difference was observed in favor of teacher candidates attending
University-1 [Fps00= 3.457; p=0.002]. In other words, PRW teaching self-efficacy of teacher
candidates attending University-1 (x=4.21) is better than teacher candidates attending University-2
(x=3.92) and University-3 (x=4.02).

22



Journal of Education, Theory and Practical Research, 2022, Vol 8, Issue 1, 11-29 Yal¢in BAY

Table 12. Difference of preparation to PRW teaching self-efficacy according to the number of books read
annually (ANOVA)

PRV.V Source of Sum of Mean Significant
teaching . Sd F P :
. Variance Squares Squares Difference
self-efficacy

Between Groups 5.614 4 1.404

P1 In Group 168267 208 565 2486 04 o
Total 173.881 302
Between Groups  11.936 4 2.984 i}

5706 .000 17

P2 In Group 155.833 298 523 ' ' 2-5
Total 167.769 302 35
Between Groups 6.218 4 1.554

P3 In Group 181.881 298 .610 2.547 040 1-5
Total 188.099 302
Between Groups 5.513 4 1.378

P5 In Group 200.474 298 673 2049 08 g
Total 205.987 302
Between Groups 2.988 4 Jq47

Preparation  In Group 137.222 298 460 1622 .168

Total 140.211 302

Table 12 shows the significant differences in preparation for PRW teaching self-efficacy of
302 teacher candidates according to the number of books read annually.

There is a significant difference in P1, "Motivating children to learn to read and write" [F..
300)= 2.486; p=0.440]. The significant difference here is in favor of teacher candidates who read more
books. In other words, teacher candidates who read more than 12 books in a year (x=4.42) can better
“motivate children to learn to read and write” than teacher candidates who read 1-2 books in a year
(x=3.91).

Regarding P2, "organizing works to improve children's visual reading skills," the significant
difference is again in favor of teacher candidates who read more books [F,.300= 5.706; p=0.000]. In
other words, teacher candidates who read more than 12 books in a year (x=4.67) have a higher
"organizing works to improve children's visual reading skills" self-efficacy than teacher candidates
who read zero books (x=3.83), 1-2 books (x=3.99), and 4-7 books (x=4.04) in a year.

Regarding P3, "Organizing activities to develop children's fine motor skills,” the significant
difference is again in favor of teacher candidates who read more books [F,-300= 2.547; p=0.040]. In
other words, teacher candidates who read more than 12 books in a year (x=4.46) have a higher
"Organizing activities to develop children's fine motor skills " self-efficacy than teacher candidates
who read zero books (x=3.78) in a year.

Regarding P5, "Preparing activities suitable for the students' prior knowledge while planning
their reading-writing preparation works," the significant difference is in favor of teacher candidates
who read more books [F-300= 2.049; p=0.880]. In other words, teacher candidates who read more
than 12 books in a year (x=4.46) have a higher “Preparing activities suitable for the students' prior
knowledge while planning their reading-writing preparation works” self-efficacy than teacher
candidates who read 1-2 books (x=3.94) in a year.

According to Table 12, there is no significant difference in preparation for PRW teaching self-
efficacy according to the number of books read annually for the following items: P4, "Teaching
students correct wrist posture," P6, "Teaching students correct pencil grip," P7 "Teaching students to
keep the appropriate distance between the paper and the eye in reading-writing"”, P8, "Supporting
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children's verbal language development by organizing listening activities," and P9 "Preparing
materials, suitable to the gains, to use in teaching reading."

Regarding the overall effect of the number of books read annually on teacher candidates' PRW
teaching self-efficacy at the preparation stage, a significant difference was observed in favor of teacher
candidates who read more books. In other words, PRW teaching self-efficacy of teacher candidates
who read more than 12 books in a year (x=4.41) is higher than teacher candidates who read 1-2 books
in a year (x=4.05)

Table 13. Difference of implementation of PRW teaching self-efficacy according to the number of books read
annually (ANOVA)

PRWtea_lching Sourceof Sum of sd Mean F P Si_gnificant
self-efficacy Variance Squares Squares Difference
Between Groups 7.445 4 1.861
114 In Group 226165 208 759 S48 06 20
Total 233.611 302
Between Groups 7.114 4 1.779
115 In Group 190932 208 a1 2776 020 55
Total 198.046 302
Between Groups 9.377 4 2.344
118 In Group 229.223 298 .769 3048 017 1-5
Total 238.601 302
Between Groups 2.420 4 .605
Implementation  In Group 106.245 298 357 1697 .151 -
Total 108.665 302

Table 13 shows the significant differences in the implementation of the PRW teaching self-
efficacy of 302 teacher candidates arising from the number of books read annually.

A significant difference was observed in 114, "Enabling prosodical reading of students
(toning, stress, pause, articulation, and rhythm)" [F..s00= 2.453; p=0.460]. The significant difference
here is in favor of teacher candidates who read more books. The ability to "Enable prosodical reading
of students (toning, stress, pause, articulation, and rhythm)" of teacher candidates who read more than
12 books in a year (x=4.38) is higher than teacher candidates who read 1-2 books (x=3.81) and 4-7
books (x=3.79) in a year.

Regarding 115, "Enabling students to access texts from sentences," the significant difference is
in favor of teacher candidates who read more books [F(,.300= 2.776; p=0.027]. In other words, teacher
candidates who read more than 12 books in a year (x=4.50) have a higher "Enabling students to access
texts from sentences™ self-efficacy than teacher candidates who read 1-2 books (x=3.94) in a year.

Regarding 118, "Using children's literature products in the PRW process,” the significant
difference is again in favor of teacher candidates who read more books [F,-30= 3.048; p=0.017]. In
other words, teacher candidates who read more than 12 books in a year (x=4.38) have a higher "Using
children’s literature products in the PRW process" self-efficacy than teacher candidates who read zero
books (x=3.56) in a year.

According to Table 13, there is no significant difference in the implementation of the PRW
teaching self-efficacy according to the number of books read annually for the following items: 110,
"Organizing exercises to correct students' reading errors,” 111, "Teaching students proper paper
position,” 112 "Organizing exercises to support students’ fluent reading skills,” 113, "Teaching
students upper and lower parts of letters,” 116, "Enabling students to read sounds (letters, words)
correctly,” 117, "Enabling students to write texts based on images,” 119 "Teaching students the
letterforms of cursive handwriting,” 120, "Enabling students to associate their prior knowledge with
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new knowledge in the PRW teaching process," and 121, "Using auditory tools (listening texts, etc.) in
PRW teaching."

Regarding the overall effect of the number of books read annually on teacher candidates' PRW
teaching self-efficacy at the implementation stage, no significant difference was observed

Table 14. Difference of evaluation of PRW teaching self-efficacy according to the number of books read
annually (ANOVA)

PRW teaching Source of Sum of Mean P Si_gnificant

self-efficacy Variance Squares Squares Difference
Between Groups 7.800 4 1.950

E25 In Group 214.801 298 721 2.705 .03l gg
Total 222.601 302
Between Groups 2.289 4 572

Evaluation In Group 125.038 298 ap0 1364 246 i
Total 127.327 302
Between Groups 2.486 4 .621 1927 .106

Overall In Group 96.120 298 323
Total 98.606 302

Table 14 shows the significant differences in the evaluation of the PRW teaching self-efficacy
of 302 teacher candidates arising from the number of books read annually.

A significant difference was observed in E25, "Creating assessment tools suitable for
children's developmental characteristics to evaluate their literacy skills" [F-300= 2.705; p=0.310].
The significant difference here is in favor of teacher candidates who read more books. The ability to "
Create assessment tools suitable for children's developmental characteristics to evaluate their literacy
skills" of teacher candidates who read more than 12 books in a year (x=4.46) is higher than teacher
candidates who read 1-2 books (x=3.87) in a year.

According to Table 14, there is no significant difference in the evaluation of the PRW teaching
self-efficacy according to the number of books read annually for the following items: E22,
"Organizing works according to results after evaluating literacy skills," E23 "Identifying students who
have reading difficulties in the PRW teaching process"”, E24 "Organizing works to eliminate students'
writing errors.”

Regarding the overall effect of the number of books read annually on teacher candidates' PRW
teaching self-efficacy at the evaluation stage, no significant difference was observed

Regarding the overall effect of the number of books that teacher candidates read annually on
their PRW teaching self-efficacy, a significant difference was observed in favor of teacher candidates
reading more books [F-300= 2.264; p=0.062]. In other words, PRW teaching self-efficacy of teacher
candidates who read more than 12 books in a year (x=4.28) is higher than teacher candidates who read
1-2 books (x=3.98) in a year.
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Table 15. Item-Total Correlations and Cronbach Alpha
Factors and _ Item Total Cronbach Alpha Coefficient
Items x S Correlation after Removing the ltem
P1 3.98 759 .576 .895
P2 4.09 145 .567 .895
P3 4.08 .789 .556 .895
P4 3.99 .908 677 .892
P5 4.14 2441 .189 921
P6 4.22 2.469 221 920
P7 4.10 814 .659 .893
P8 4.07 167 .640 .894
P9 4.18 .824 534 .895
110 3.96 .807 675 .893
111 4.06 .850 632 .894
112 4.02 761 .635 .894
113 3.97 872 .630 .893
114 3.85 .880 .598 .894
115 4.06 .810 .700 .893
116 4.12 761 .676 .893
117 4.06 .830 .589 .894
118 4.04 .889 584 .894
119 3.72 1.087 521 .895
120 3.96 .823 .686 .893
121 4.20 71 .641 .894
E22 4.03 772 .708 .893
E23 4.06 .826 .603 .894
E24 4.08 .768 .678 .893
E25 3.96 .859 .610 .894

Regarding the item-total analysis results shown in Table 15, the item-total correlations vary
between .64<r<.68 for the preparation factor, between .56<r<.63 for the implementation factor, and
between .49<r<.66 for the evaluation factor. The items with an item-total correlation of .30 and higher
distinguish individuals well; items with a correlation between .20<r<.30 can be included in the
analysis if it is deemed necessary or should be corrected, and items with a correlation less than .20
should not be included in the analysis (Biiyiikoztiirk & et al., 2012). The item-total correlations of the
items displayed in Table 15 are higher than .30, which shows that the items intended to measure PRW
teaching self-efficacy perception can measure it. Cr-a reliability coefficients of the scale's preparation,
implementation, and evaluation dimensions are .89,.89, and .78, respectively. The cr-a coefficient of
the whole scale is .90. For a psychological test, a reliability coefficient of .70 or higher is generally

26



Journal of Education, Theory and Practical Research, 2022, Vol 8, Issue 1, 11-29 Yal¢in BAY

considered sufficient for the reliability of test scores (Biiyiikoztirk & arakadaslari, 2012). In this
sense, it can be said that the scale is sufficiently reliable.

Another method used within the scope of item analysis is to test the difference between the
scores of the bottom 27% and top 27% groups with an independent samples t-test. Significant
differences between the groups are considered an indicator of the test's internal consistency. The
analysis results show the extent the items distinguish individuals in terms of measured behavior
(Biiyiikoztiirk & colleagues, 2012).

Table 15 shows the independent samples t-test results of the differences between the item
average scores of the bottom 27% and top 27% groups.

Discussion, Conclusion and Suggestions

According to the t-test results, primary school teacher candidates' "PRW teaching self-
efficacy" does not differ significantly according to gender and grade. There is no significant difference
in teacher candidates' “PRW teaching self-efficacy” according to age, graduated high school, and rank
in university preference regarding ANOVA test results. Meanwhile, according to the university they
attend and the number of books they read annually, there is a significant difference.

The items that significantly differ according to the university that primary school teacher
candidates attend are: (P2, P3, P4, P6, P8) at the preparation stage, (110, 111, 112, 113, 114, 115, 116,
117, 118, 120, 121) at the implementation stage and (E22) at the evaluation stage. The significant
difference here is in favor of the students attending University-1. According to the teacher candidates'
university, there are significant differences in the scale's overall preparation and implementation
dimensions. However, there is no significant difference in the evaluation dimension. Overall, a
significant difference is observed in favor of teacher candidates attending University-1.

The items that significantly differ according to the number of books that primary school
teacher candidates read in a year are: (P1, P2, P3) at the preparation stage, (114, 115, 118) at the
implementation stage, and (E25) at the evaluation stage. Although there are significant differences
based on the scale items, there is no significant difference in preparation, application, and evaluation
dimensions. The significant difference here is in favor of the students who read more books.

No significant difference was found in primary school teacher candidates' PRW teaching self-
efficacy according to gender in this study. On the other hand, in their study on primary school
teachers, Oztiirk and Ertem (2017) found a significant difference in self-efficacy beliefs in favor of
female teachers; on the other hand, in the study, Korkut and Babaoglan (2012) revealed a significant
difference in favor of male teachers. In the study conducted by Oztiirk and Ertem (2017), primary
school teachers’ PRW teaching self-efficacy beliefs were very high. Female primary school teachers'
PRW teaching self-efficacy beliefs differed positively from male primary school teachers. There was
no significant difference in teachers' self-efficacy beliefs according to gender in this study. However, a
significant difference was observed in favor of male teachers in the study conducted by Korkut and
Babaoglan (2012). Male teachers' self-efficacy beliefs were higher than female teachers. In this case, it
can be said that different variables, beyond gender, affect the PRW teaching self-efficacy of male and
female primary school teachers after they start their profession. Many factors can affect teachers' self-
efficacy beliefs, such as the school where teachers work, district, school administration, class size,
educational environment, etc.

In this study, there is no significant difference between primary school teacher candidates'
PRW teaching self-efficacy according to their grades. However, a significant difference was observed
according to the university they attend.

A similar result was reached in the study conducted by Korkut and Babaoglan (2012), in
which no significant difference was found in teacher self-efficacy according to professional seniority.
The study conducted by Oztiirk and Ertem (2017) concluded that self-efficacy beliefs increase as
professional seniority increases. Kiigiik, Altun, and Pali¢ (2013) evaluated science teaching self-
efficacy beliefs of primary school teachers, and science teaching self-efficacy beliefs differed
according to professional seniority. On the contrary, in Korkut and Babaoglu's study, average scores of
self-efficacy beliefs in science teaching decrease as the professional seniority increases.
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Oztiirk and Ertem's (2017) study concluded that PRW teaching self-efficacy beliefs increases
as primary school teachers’ experiences with 1%-year students increase. They reported that PRW
teaching self-efficacy belief of primary school teachers with 1-4 years of experience is lower than
primary school teachers in other professional seniority groups; compared to novices (those with a
seniority of 1-4 years), primary school teachers' PRW teaching self-efficacy beliefs increase as their
professional seniority increases. The study conducted by Oztiirk and Ertemin reported that primary
school teachers' PRW teaching self-efficacy increases as their teaching experience with 1%-year
students and professional seniority increase, which can be considered a very positive result.

The most potent factor in developing individuals' self-efficacy perceptions is direct
experiences. The achievements of the individuals from their past life increase the expectation of
success in the same field and positively affect their self-efficacy perception (Sakiz, 2013). Therefore,
although primary school teacher candidates have taken the "PRW teaching"” course and have gained
PRW teaching self-efficacy, they could not directly transform it into life experiences and did not have
PRW teaching experience with 1¥-year students. Thus, the lack of significant difference between
grades can be considered normal. After the teacher candidates participating in the study started the
profession, a similar change may be observed in PRW teaching self-efficacy as their professional
seniority, and PRW teaching experience with 1%-year students increase.

Conclusion

Regarding t-test results, primary school teacher candidates’ "PRW teaching self-efficacy" did
not differ significantly according to gender and grade. Regarding ANOVA test results, primary school
teacher candidates’ “PRW teaching self-efficacy” did not differ significantly according to age,
graduated high school, and rank in university preference. On the other hand, there is a significant
difference in the university they attend and the number of books they read annually.

The items that significantly differ according to the university that primary school teacher
candidates attend are: (P2, P3, P4, P6, P8) at the preparation stage, (110, 111, 112, 113, 114, 115, 116,
117, 118, 120, 121) at the implementation stage and (E22) at the evaluation stage. The significant
difference here is in favor of the students attending University-1. According to the teacher candidates'
university, there are significant differences in the scale's overall preparation and implementation
dimensions. However, there is no significant difference in the evaluation dimension.

The items that significantly differ according to the number of books that primary school
teacher candidates read in a year are: (P1, P2, P3) at the preparation stage, (114, 115, 118) at the
implementation stage, and (E25) at the evaluation stage. The significant difference here is in favor of
the students who read more books. Although there are significant differences based on the scale items,
there is no significant difference in preparation, application, and evaluation dimensions.

Recommendations
Regarding the results of the study, the following suggestions were submitted:

e  Primary school teacher candidates' "PRW teaching self-efficacy” should be reviewed.

e  Primary school teacher candidates should be taught "PRW teaching self-efficacy" in the
first week, within the framework of the main objectives of the PRW Teaching Course.

e The content of the undergraduate PRW teaching course should be reviewed. After
informing about PRW teaching self-efficacy, the implementation dimension should be
emphasized.

e  "Writing techniques" should be given as a prerequisite course to strengthen primary
school teacher candidates” “PRW teaching self-efficacy"”. Properly writing vertical basic
and ligature letters should be taught within this course's scope.

e  This study should be applied to teacher candidates every year as a pre-test and post-test
by the Faculty Members conducting the PRW Teaching Course at the undergraduate
level.
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Siif Ogretmenligi Lisans Ogrencilerinin Ilk Okuma Yazma Ogretimine

Mliskin Oz Yeterlikleri

Yal¢in BAY?!

Oz

Anahtar Kelimeler

Lisans diizeyinde Ilk Okuma Yazma Ogretimi Dersinin icerigi dinleme,
konusma, gorsel okuma ve gorsel sunu, ilk okuma yazma 6grenme alanlarinin
tanima ve siirecleri, Tirkcenin Ozelliklerinin ilk okuma yazma &gretimine
etkisi, ilk okuma yazma 6gretiminin amag ve ilkeleri, birinci sinif 6gretmeninin
ve Ogrencilerinin temel 6zellikleri, ilk okuma yazma &gretiminde kullanilan
arag ve geregler, ilk okuma yazma Ogretiminde kullanilan yodntemlerden
olugsmaktadir. Bu igerigin {iniversitelerde sinif 6gretmeni adaylarina ne diizeyde
kazandirlldig1 veya smf 6gretmeni adaylari kendilerini bu alanda ne kadar
yetkin hissettigi arastirmanin konusunu olusturmaktadir. Arastirmada betimsel
tarama modeli kullanilmigtir. Arastirmanm amaci siif ogretmenligi lisans
egitiminde; {lk Okuma Yazma Ogretimi Dersini alan dgrencilerin, ilk okuma
yazma Ogretimine yonelik 6z yeterliklerinin ortaya konulmasidir. Aragtirmanin
galisma grubunu, ¢ devlet iniversitesinin, egitim fakiiltesi, temel egitim
bolimii, smif 6gretmenligi anabilim dali 3. ve 4. Smifinda devam eden 302
6grenciden olusturmaktadir. Aragtirmada, Delican (2016) tarafindan gelistirilen
“Ilk Okuma Yazma Ogretimine Yonelik Oz Yeterlik Olgegi’ kullanilmstir.
Olgegin tamami icin Cronbach alfa giivenirlik katsayis1 .90 iken her bir alt
boyut i¢in Cronbach alfa giivenirlik katsayis1 .89 ile .90 arasindadir. Sinif
Ogretmenligi lisans dgrencilerinin ilk okuma yazma ogretimine yonelik 6z
yeterliklerinin cinsiyet, yas, mezun olunan lise, devam edilen {iiniversite,
iiniversite  tercih  sirasi, okunan kitap sayist degiskenlerine  gore
karsilagtirlmistir. Siif Ogretmenligi lisans dgrencilerinin “ilk okuma yazma
Ogretimine yonelik 6z yeterlikleri” cinsiyet ve simf diizeyleri (t testi), mezun
olunan lise, devam edilen tniversite ve lniversite tercih siralarina iligkin
degiskenler bakimindan (ANOVA testi) anlamli farklilik gostermezken, yillik
okuduklart kitap sayis1 bakimimdan anlamli farklilik gosterdigi tespit edilmistir.
Burada ki anlamli farkliligin ¢ok kitap okuyan 6grenciler lehine oldugu tespit
edilmistir. Elde edilen veriler tablolastirilarak yorumlanmistir. Yapilan
arastirmanin siif 6gretmenligi alanina katki saglamasi beklenmektedir.
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Giris
Glintimiizdeki hizli gelismeler ve bilimsel ilerlemeler, egitimin her alanini etkilemekte, egitim
yaklagimlarinda koklii degisimleri gerekli kilmaktadir (Bay, 2010). Yirmi birinci yiizy1l becerileri
kapsaminda, sadece adini soyadini yazan veya basit bir metni okuyan, teknoloji lireten ve bu
tiretimden faydalanan bireyler yeterli goriilmemektedir (Akyol, 2005). Okuma yazma egitim siirecinin
en onemli agsamasini olusturmaktadir. Cocugun gelecegi acisindan bu agama bilimsel kurallara uygun
yiirtitiilmesi gerekmektedir (Giines, 2018).

Ik okuma-yazma Ogretimi; bireyin kendini gerceklestirmesi, hayata hazirlanmasi, sosyal bir
varlik olarak toplumla etkili iletisime gecebilmesi, var olan yazili ve gdrsel materyalleri anlamasi,
kendini etkili bir sekilde yazili ve sozli olarak ifade edebilmesine imkan saglayacak olan en temel
ihtiyactir (Bay, 2008).

Okumanin ve yazmanin giiniimiize kadar farkli tanimlar1 yapilmistir. Bu tanimlar toplumdan
topluma, tilkelerin gelismislik seviyelerine ve egitim yaklagimlarina gore farkliliklar gostermektedir.
Okuma; bir yaziy1 olusturan simgesel imleri seslendirmek ya da imlerin belirttigi diisiinceleri anlama
eylemidir (TDK, 1998). Okuma; yazili kelimelerden bilgi alma becerisi veya faaliyeti
(dictionary.cambridge.org, 2020). Okuma; evrensel anlamda duygu, diisiince, deneyim ve izlenimleri
kalict hale getirme ve karsi tarafa aktarmak amaciyla, toplumlara gore belirlenmis sekil, sembol ve
resimlerin algilanmasi, algilanan 6geleri kendine 6zgii yeniden anlamlandirarak zihinde yapilandirma
faaliyetidir (Bay, 2008).

Yazma; soz veya diisiinceyi Ozel isaret ve harflerle ifade etmek; yazi ile anlatmak, yaziya
dokmek (MEB, 1999), kagit, bilgisayar ekrani gibi bir yiizeydeki harf, kelime veya sayilar1 temsil
eden, kalem, kursun kalem veya klavye kullanarak isaretler yapmak veya diisiinceleri, olgular1 veya
mesajlart kaydetmek igin bu yontemi kullanma olarak tanimlanmaktadir (dictionary.cambridge.org,
2020). Yazma; evrensel anlamda duygu, diisiince, deneyim ve izlenimleri kalic1 hale getirme ve karsi
tarafa aktarmak amacryla, toplumlara gore belirlenmis sekil, sembol ve resimlerin kullanildig en etkili
ve kalici iletisim faaliyeti olarak tanimlanmaktadir (Bay, 2008).

Oz Yeterlik

Oz yeterlik, isteklilik ve psikososyal faktorlerin tamami, akademik basaridaki varyansin
onemli bir bolimiini olugturmustur (Bandura, 1996). Algilanan 6z-yeterlik, insanlarin yasamlarimi
etkileyen olaylar1 etkileme yeteneklerine olan inanglar ile ilgilidir. Bu temel inang, insan
motivasyonunun, performans basarilarinin ve duygusal refahin temelidir (Bandura, 1997, 2006). Bu
inanclarin insanlarin motivasyon diizeyini, duygusal durumlarini ve eylemlerini etkilemek i¢in eldeki
gbrev icin gercek yeteneklerinden daha giiclii oldugunu vurgulamustir. Insanlar eylemleriyle arzu
edilen etkileri iiretebileceklerine inanmadikga, faaliyetler iistlenmek veya zorluklar karsisinda 1srar
etmek i¢in ¢ok az tesvik vardir (Bandura, 2010). Kisinin yeteneklerine ve kisisel hedeflerine olan
inanc1 kendi kendini zayiflatabilir (Bandura ve Loke, 2003). Kisinin 6z yeterliklerini kazanmasi
asamasinda olumlu ya da olumsuz yonde etkileyen bir¢ok etmenden soz edilebilir. Deneysel olarak
iligkili olmasina ragmen, 6gretmen ve kolektif etkinlik algilari teorik olarak farkli yapilardir ve her
birinin egitim kararlar1 ve 6grenci basarisi ilizerinde benzersiz etkileri vardir (Goddard, Hoy ve
Woolfolk-Hoy, 2004). Bandura (1997, s.2), bu inang¢larin insanlarin motivasyon diizeyini, duygusal
durumlarmi ve eylemlerini etkilemek ig¢in eldeki yeteneklerinin, gercek yeteneklerinden daha giiglii
oldugunu vurgulamistir. Sonug olarak, baz1 6grenciler i¢in okuryazarlik egitiminde basarili olmay1
beklemeyen bir 6gretmen, muhtemelen 6gretim hazirligi ve sunumunda daha az ¢aba gdsterecek ve
aslinda 6gretime sahip olsa bile 6grenciler miicadele ederken daha kolay vazgecgecektir. Bu dgrencilere
uygulamalarda yardimci olabilecek stratejiler onemlidir. Dolayisiyla, 6grencilerin  6z-yeterlik
inanclari, ya yetenek ya da yetersizlik inanglarinit dogrulayan, kendini gerceklestiren kehanetler haline
gelebilir (Tschannen-Moran ve Johnson, 2011).

Lisans diizeyinde “Ilk Okuma Yazma Ogretimi Dersinin igerigi dinleme, konusma, gérsel
okuma ve gorsel sunu, ilk okuma yazma Ogrenme alanlarinin tanima ve siirecleri, Tiirk¢enin
ozelliklerinin ilk okuma yazma Ogretimine etkisi, ilk okuma yazma &gretiminin amag¢ ve ilkeleri,
birinci smif 6gretmenlerinin ve Ogrencilerinin temel ozellikleri, ilk okuma yazma Ogretiminde
kullanilan ara¢ ve geregler, ilk okuma yazma 6gretiminde kullanilan yontemlerden olusmaktadir. Bu
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icerigin iiniversitelerde simif 6gretmeni adaylarina ne diizeyde kazandirildigr veya sinif 6gretmeni
adaylar1 kendilerini bu alanda ne kadar yetkin hissettigi arastirmanin konusunu olusturmaktadir.
Arastirma kapsaminda sinif 6gretmenligi lisans 6grencilerinin “ilk okuma yazma 6gretimine yonelik
0z yeterlikleri” cinsiyet, yas, sinif diizeyleri, mezun olunan lise, devam edilen {iniversite, iiniversite
tercih siralar1 ve yillik okuduklar kitap sayisi bakimindan anlamli farklilik gosterip gostermedigi
incelenmistir.

Arastirmanin Amaci

Bu aragtirmanin temel amaci simif gretmeni adaylarinin ilkokuma yazma 6gretimine yonelik
0z yeterlik inancinin belirlenen degiskenler dogrultusunda incelenmesidir.

Yontem
Arastirmanin Modeli
Egitim Fakiiltesi, Temel egitim boliimii, sinif egitimi 3. ve 4. Smifa devam eden 6gretmen
adaylarmin ilk Okuma Yazma Ogretimine yonelik 6z yeterliklerini belirlemeyi amaglayan bu
arastirmada betimsel tarama modeli kullanilmstir.
Calisma Grubu

Aragtirma ii¢ devlet iiniversitesinin Egitim Fakiiltesi Stmif Egitimi lisans programina kayitlh 3.
ve 4. simf ogrencileri ile gergeklestirilmistir. Arastirmanin c¢alisma grubunda Sinif Egitimi lisans
programina kayith 302 dgretmen aday1 yer almaktadir. Orneklem grubunda yer alacak dgrencilerin
belirlenmesinde “Ilk Okuma Yazma Ogretimi Dersini” almis olmak 6n kosul olarak kabul edilmistir.
Ifade edilen 6n kosulu saglayan Ogretmen adaylarindan kolay ulasilabilir &rnekleme yontemi
kullanilarak arastirmanin katilimecilari1 belirlenmistir.

Tablo 1. Katilimcilara Ait Demografik Bilgiler

Degisken Ozellik f %
Cinsiyet Kadin 240 79.2
Erkek 63 28.8
Toplam 302 100
.. 3. Smuf 234 77.2
Smf Dizeyi 4. Sif 69 22.8
Toplam 302 100
19 Yas 27 8.9
20 Yas 85 28.1
Yast 21 Yas 118 38.9
22 Yas 51 16.8
23 Yas ve Uzeri 22 7.3
Toplam 302 100
Akademik Lise (Fen, Sosyal Bilimler,
Anadolu Ogretmen, Anadolu ve Diiz 252 83.2
Mezun Olunan Liseler) .
Lise Meslek_ Lise?eri (Meslek, Imam Hatip ve 20 6.6
Spor Liseleri) '
Ozel ve Diger Liseler 31 10.2
Toplam 302 100
. 1. 88 29.0
Beyam Edilen 2. Universitesi 103 34.0
niversite 3. Universitesi 112 37.0
Toplam 302 100
1.Tercih 68 22.4
2.Tercih 51 16.8
Universite Tercih ~ 3.Tercih 40 13.2
Sirasi 4-5. Tercih 42 13.9
6-10. Tercih 49 16.2
11. Tercih ve Uzeri 53 175
Toplam 302 100
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Tablo 1. Katilimcilara Ait Demografik Bilgiler (Devami)

Degisken Ozellik f %
0 — Kitap 18 59
1- 3 Kitap 139 45.9
Yillik Okunan Kitap 47 Kitap 80 26.4
Sayisi 8 — 11 Kitap 42 13.9
12 ve Uzeri Kitap 24 7.9

Toplam 302 100

Tablo 1. Incelendiginde, arastirmaya katilan &gretmen adaylarinin %79.2°si kadin, %28.8’i
erkek, %77.2si 3. Sinifa devam ederken, %22.8’i 4. Sinifa devam ettigi tespit edilmis. Ogretmen
adaylarinin mezun olduklar lise tiirleri incelendiginde %83.2’si akademik lise mezunu iken, %6.6’s1
meslek lisesi, %10.2’si 6zel ve diger lise mezunu oldugu belirlenmistir. Arastirmaya katilan 6gretmen
adaylarmin %29’u 1. Devlet iiniversitesine giderkeni 2. Devlet iiniversitesine gidenlerin orani %34, 3.
Devlet iiniversitesine gidenlerin oran1 %37 oldugu tespit edilmistir. Ogretmen adaylarinin devam
ettikleri boliimii kacginci tercih olrak kazandiklari incelendiginde, %22.4°i4 1. Tercih, %16.8°1 2.
Tercih, %13.2’si 3. Tercih, %13.9’u 4-5. Tercih, %16.2°1 6-10. Tercih, %17.5’1 11. Tercih ve tlizeri
oldugu belirlenmistir. Ogretmen adaylarinin yillik okuduklari kitap sayilarina gore dagimhilari
incelendiginde, hi¢ kitap okumayanlarin orant %5.9, 1-3 kitap okuyanlarin oran1 %45.9, 4-7 Kitap
okuyan %26.4, 8-11 kitap okuyan %13.9, 12 ve iizeri kitap okuyanlarin oran1 %7.9 olarak tespit
edilmistir.

Veri Toplama Araci

) Bu aragtirma da 2016 yilinda Burak Delican tarafindan gelistirilen “llk Okuma Yazma
Ogretimine Yonelik Oz Yeterlik Olgegi” kullanilmistir. Olgek kullanim izni e posta yoluyla alinmistir.

Olgek gelistirme siirecinin ilk asamasinda ilk okuma yazma 6gretimine iliskin kategori,
gosterge ve tanimlari belirlemek amaciyla ilgili literatiir incelenmis, yurt iginde ve yurt disinda yapilan
caligmalar ve ilgili literatiir dogrultusunda Olcekte kullanilabilecek ifadelerin neler olabilecegi
belirlenmistir. 1lgili literatiir dogrultusunda ilk okuma yazma Ogretimine yonelik belirlenen
kategoriler, tanimlar, gostergeler ve bu inceleme dogrultusunda, oOlgek hazirlik, uygulama ve
degerlendirme olmak iizere ii¢ boyutta ele alimmustir (Delican, 2016). Olgegin ilk 9 maddesi (H1, H2,
H3, H4, H5, H6, H7, H8, H9) hazirlik ¢alismalariyla ilgilidir. Geriye kalan 10.-21. maddeler (U10,
Ul1, U12, U13, U14, U15, U16, U17, U18, U19, U20, U21) uygulamayla ilgili, 21.-25. maddeler
(D22, D23, D24, D25) ise degerlendirmeyle ilgili maddelerdir.

Verilerin Toplanmast ve Analizi

Olusturulan uygulama &lgek formu Sinif Ogretmenligi lisans programina kayith 3. ve 4. Smif
Ogretmen adaylarina arastirmaci tarafindan uygulanmistir. Uygulama siirecinde dgretmen adaylarina
goniilliillik esas1 belirtilmis, katilmak isteyen Ogretmen adaylarina arastirma konusu hakkinda
bilgilendirme yapilmistir. Veri toplama siirecinde arastirmaya katilmak isteyen 6gretmen adaylarina
6lcek formalari verilmis, toplam 302 6grenci formu doldurmustur.

Verilerin analizi slirecinde 6gretmen adaylarindan elde edilen veriler SPSS 18.0 programina
aktarilmistir. Aktarilan veriler iizerinde analize baglamadan dnce u¢ (extreme), sapan (outlier), eksik
(missing) veya hatali degerler diizeltilmistir. Kisisel verilerin frekans ve yiizdelikleri belirlenerek
tablolastirilmis. Verilere Normallik testi uygulanmig. Verilerin normal dagilim gosterdigi tespit
edilmis. Gegerlik gilivenirlik analizleri yapilarak, dogrulayici faktor analizi uygulanmustir.

Sinif dgretmeni adaylarmin cinsiyet ve sinif diizeylerinin “Ilk Okuma Yazma Ogretimine
Yonelik Oz Yeterliklerinde” anlamli farklilik olusturup, olusturmadigi p<0.05 anlamlilik diizeyin
bagimsin t testi uygulanmistir. Elde edilen veriler tablolastirilmis ve anlamlilik diizeylerine gore
yorumlanmuistir. Son olarak sinif 6gretmeni adaylarinin mezun olduklar lise, devam edilen iiniversite,
{iniversite tercih siralar1 ve yillik okuduklar1 kitap sayis1 bakimindan “ilk Okuma Yazma Ogretimine
Yonelik Oz Yeterliklerinde” anlamli farklilik olusturup, olusturmadigi p<0.05 anlamlilik diizeyin
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bagimsiz ANOVA testi uygulanmistir. Elde edilen veriler tablolagtirilarak ve anlamlilik diizeylerine
gore yorumlanmustir.

Normal Dagilim

Bu aragtirmada tarama modeli, anket teknigi gibi ¢esitli model ve teknikler kullanilmistir.
Verilerin ¢éziimlenmesinde tablolar, ¢izgi ve siitun grafikler olusturulmus ve t testi ve ANOVA testi
gibi cesitli istatistiksel testler kullanilarak elde edilen veriler yorumlanmastir.

Histogram

507 Mean = 4,03
Std. Dev. = 563
N =303

w
a
1

Frequency

20+

———

T T T
2,00 3,00 4,00 5,00

Genelortalama

Sekil 1. Puanlarin dagilimina yonelik ayrica histogram grafikleri

Detrended Normal Q-Q Plot of Genelortalama

0,5

0,0

0,5

Dev from Normal

T T T T
1 2 3 4 H

Observed Value

Sekil 2. Puanlarin dagilimina yonelik Normallik Dagilim1

Gecgerlik ve Giivenirlik Analizi

Ogrencilerin Ilk Okuma Yazma Ogretimine Yonelik Oz Yeterlik durumlari ile ilgili olarak
faktor analizlerine gegmeden 6nce dlgme yonteminin giivenilirligini test edebilmek i¢in literatiirde
Cronbach’in Alfa testi olarak da bilinen test uygulanmis ve sonuglar asagida verilmistir;

Tablo 2. ilk Okuma Yazma Ogretimine Yénelik Oz Yeterlik icin Giivenilirlik Analizi Sonuglar
Cronbach's Alpha Madde Sayist
0,900 25

Tablo 2 incelendiginde toplamda 302 6grenciye uygulanan ve 25 maddeden olusan ilk okuma
yazmaya yonelik 6z yeterlik 6l¢eginin giivenilirlik katsayisinin 0,900 (%90) oldugu goriilmektedir. Bu
diizey 6lgme yonteminin giivenilirliginin son derece yeterli oldugunu gostermektedir ve analizler igin
gereken uygunlugun saglandigi sdylenebilir. Madde toplam korelasyonlar1 igin yapilan analizlerde
ifadelere iliskin madde korelasyonlarin 0,2 ila 0,73 arasinda oldugu goriilmektedir. Bu degerler
6lgegin maddelerinin kabul edilebilir seviyelerde olduklari ifade etmektedir.
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Elde edilen boyutlarin giivenilirlik gegerliliklerinin test edilmesi i¢in yapilan test sonuglari

asagida verilmistir;

Tablo 3. Alt Boyutlara iliskin Giivenilirlik Gegerlilik

Boyut Cronbach Alpha
Hazirlik 0.629
Uygulama 0.909
Degerlendirme 0.819
Tim Anket 0.900

Dogrulayict Faktor Analizi

Yapilan Dogrulayici Faktdr Analizi (DFA) sonuglar asagida verilmistir;

Tablo 4. Dogrulayici Faktor Analizi Uyum lyiligi Testi Degerleri

Uyum

Uyum Parametresi

Kabul Edilebilir Uyum

Parametresi Istatistigi Degerleri Iyi Uyum Degerleri
RMSEA 0.062 0.05 <RMSEA <0.08 0 <RMSEA <0.05
SRMR 0.046 0.05 <SRMR <0.08 0 <SRMR <0.05
GFI 0.86 0.90 <GFI<0.95 0.95 <GFI<1.00
AGFI 0.84 0.85 <AGFI<0.90 0.90 <AGFI<1.00
CFlI 0.98 0.90 <CFI<£0.95 0.95 <CFI<1.00
NFI 0.96 0.90 <CFI<£0.95 0.95 <CFI<1.00

" RMSEA: Root Mean Square Error of Approximation, NFI: Normed Fit Index, GFI:
Goodness of Fit Index, AGFI: Adjusted Goodness of Fit Index, CFIl: Comparative Fit Index

Endeksler degerlendirilirken 0.90 < CFI < 0.95 kabul edilebilir uyum, 0.95 < CFI < 1.00 iyi
uyum, 0.05 < SRMR < 0.10 kabul edilebilir uyum, 0 < SRMR < 0.05 iyi uyum, , 0.05 < RMSEA <
0.08 kabul edilebilir uyum, 0 < RMSEA < 0.05 iyi uyum, 0.90 < GFI < 0.95 kabul edilebilir uyum,
0.95 < GFI £ 1.00 iyi uyum, 0.85 < AGFI < 0.90 kabul edilebilir uyum, 0.90 < AGFI < 1.00 iyi uyum
kriterleri dikkate alinmistir. Standardize edilmis faktor yiiklerini degerlendirirken ise degerlerin 0.30’a
esit veya 0.30’dan yiiksek olmasi kriteri dikkate alinmistir. Standartlastirilmis faktor yiiklerini
gosteren DFA PATH diyagram ise asagida verilmistir.

Chi-—-Sguar==58%.25,

L I = = = T A = B =

3
L=
L
1
=

df=272, P—wvalue=0.00000,

Sekil 3. CFA PATH Diyagrami

—_

6

RMSEL=D .02
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Bulgular
Siif Ogretmeni Adaylarimin Cinsiyet ve Simif Diizeyi Degiskenlerine iliskin Bulgular

Aragtirma kapsaminda Egitim Fakiiltesi Temel Egitimi Boliimii, Smif Ogretmenligi Anabilim
Dal1 3. ve 4. Sinifta 6grenim géren 6grencilerin “Ilk Okuma Yazma Ogretimine Yonelik Oz Yeterlik
Diizeylerine” iligskin goriigleri alimmistir. Elde edilen veriler SPSS paket programina aktarilmig ve
lisans 6grencilerinin ilk okuma yazma Ogretimine yonelik 6z yeterliklerinin cinsiyet ve sinif diizeyi
degiskenlerine gore anlaml farklilik gosterip gostermedigi t testi sonuclarma gore, P<.05 diizeyinde,
incelenmistir. Elde edilen t testi sonuglarina gére P<.05 anlamlilik diizeyinde hazirlik, uygulama,
degerlendirme ve genel toplamda cinsiyet ve sinif diizeyine gore anlamli farkliliga rastlanmamastir.

Tabl0 5. ilk okuma yazma dgretimine yénelik 6z yeterliklerinin cinsiyetlerine gére farklilasma (t testi) durumu
[lk Okuma Yazma =

Ogretimi Oz Yeterlik Cinsiyet : X S sd t P
K 240 4. .
Hazirlik Ortalama Ef:el E 62 482?2 2323: 301 .271 787
Uygulama Ortalama Iéflf; Ikl zgg ggggg ngii 301 .386 .700
Degetlendirme Ortalama Ié:‘f; 2;12 ﬁﬂj ggi;i 301 -1.096 .274
Genel Ortalama I;iif zgg jggg; 2%22 301 098 922

Arastirmaya katilan 302 o6gretmen adaymin, ilk okuma yazma Ogretimine yonelik 6z
yeterliklerinin cinsiyetlerine gore farklilasmadigi tespit edilmistir. Tablo 5 incelendiginde; t testi
sonuglarina gére P<.05 anlamlilik diizeyinde hazirlik, uygulama, degerlendirme ve genel toplamda
anlamli farkliliga rastlanmamistir. Sinif &gretmeni adaylarinin cinsiyetlerinin ilk okuma yazma
ogretiminde yonelik 6z yeterliklerinde anlamli farklilik olugturmadigi soylenebilir.

Tablo 6. Tk okuma yazma dgretimine yénelik 6z yeterliklerinin sinif diizeylerine gore farklilasma (T testi)
durumu

ilk le.lr{la Yazma. S..l mf. n x Ss sd t p
Ogretimi Oz Yeterlik Diizeyi
3. Smuf 234 4,0541 ,60712
Hazirlik Ortalama 4. Suuf 69 40066 52977 301 -525 ,600
Uygulama Ortalama i zigﬁ 223 jggii S;ggg 301 -,460 ,646
Degerlendirme Ortalama i ::ﬁi 22;’ j:gg;g g;%i 301 -018 985
Genel Ortalama j: ziii 223 jgg;i igggj 301 -436 663

Arastirmaya katilan 302 o6gretmen adayinm Ilk okuma yazma Ogretimine yonelik 6z
yeterliklerinin simif diizeylerinin anlamh farklihik olurstirmadigi tespit edilmistir. Tablo 6
incelendiginde; O0gretmen adaylarinin sinif diizeylerinin, t testi sonucglarina gére P<.05 anlamlilik
diizeyinde hazirlik, uygulama, degerlendirme ve genel toplamda anlamli farkliliga rastlanmamustir.
Sinif dgretmeni adaylarinin, sinif diizeylerinin ilk okuma yazma 6gretiminde yonelik 6z yeterlikleri
acisindan anlamli farklilik olusturmadigi séylenebilir.

Swnif Ogretmeni Adaylarimin Mezun Olunan Lise, Devam Edilen Universite, Universite
Tercih Sirast ve Yillik Okunun Kitap Sayist Degiskenlerine lliskin Bulgular

Elde edilen veriler SPSS paket programma aktarilmig ve lisans &grencilerinin ilk okuma
yazma Ogretimine yonelik 6z yeterliklerinin mezun olunan lise, devam edilen {iiniversite, iiniversite
tercih siras1 ve yillik okunan kitap sayis1 degigskenlerine gore anlamli farklilik gosterip gostermedigi
ANOVA sonuglarina gore, P<.05 diizeyinde incelenmistir. Elde edilen ANOVA sonuglarina gore
P<.05 anlamhlik diizeyinde hazirlik, uygulama, degerlendirme ve genel toplamda mezun olunan lise,
iniversite tercih sirasina gore anlamli farkliliga rastlanmazken, devam edilen iiniversite ve yillik
okunan kitap sayis1 degiskeni yoniinden anlamli farklilik bulunmustur.
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Tablo 7. ilk okuma yazma &gretimine yonelik 6z yeterliklerinin mezun olduklari liseye gére farklilagma
(ANOVA) durumu

Ilk Okuma
) Ya'zm'a'_ Varyansin Kareler sd Kareler E P Anlamli
Ogretimi Oz Kaynagi Toplami Ort. Fark
Yeterlik
Gruplar Arasi .087 2 .044
Hazurhk Gruplar igi 104975 300 350 1% 88
Ortalama
Toplam 105.063 302
Gruplar Arasi .189 2 .094
gﬁ’tgll‘;ﬁga Gruplar I¢i 108477 300 362 201 771 -
Toplam 108.665 302
Deserlendirme  Gruplar Arasi .686 2 .343
Ortalama Gruplar Ii 126641 300 422 B13 444 i
Toplam 127.327 302
Gruplar Arasi 129 2 .064
Genel Toplam 5 lar fci 95625 300 319 202 817 :
Toplam 95.754 302

Tablo 7 incelendiginde siif 6gretmeni adaylarinin ilk okuma yazma 6gretimine yonelik 6z
yeterliklerinin mezun olduklar1 liseye gore anlamli farklilik gdstermedigi belirlenmistir (F (3,261)
=0,202; p>0,817). Diger bir ifadeyle simf 6gretmeni adaylarinin i1k okuma yazma hazirlik, uygulama
ve degerlendirme asamalariin Ogretimine yonelik 6z yeterliklerinin mezun olduklar1 liseye gore
anlaml farklilik gdstermemektedir. Bu sonuglara gore, sinif 6gretmeni adaylarinin mezun olduklari
lisenin ilk okuma Ogretimine yonelik 6z yeterlik diizeylerine anlamli bir etkisinin olmadig:
sOylenebilir.

Tablo 8. ilk okuma yazma &gretimine yonelik 6z yeterliklerinin iiniversite tercih siralarina gore farklilasma
(ANOVA) durumu

ik Okuma
\"(azm.a. . Varyansmn Kareler sd Kareler = p Anlamli
Ogretimi Oz Kaynagi Toplamu Ort. Fark
Yeterlik
Gruplar Arasi 1.854 5 371
Hazirlik Gruplar ici 103209 297 348 1087 379 :
Ortalama
Toplam 105.063 302
Gruplar Arasi .720 5 144
gi’tgf;ﬁq";a Gruplar ici 107.945 297 363 o0 851 :
Toplam 108.665 302
Degerlendirme ~ Gruplar _Afam 522 5 .104 045 942
Ortalama Gruplar I¢i 126.805 297  .427 -
Toplam 127.327 302
Gruplar Arast 407 5 .081
Genel Toplam 5 lar fci 95347 207 321 253 938 :
Toplam 95.754 302

yonelik 6z yeterliklerinin {iniversite tercih siralarina gore anlamli farklilik gostermedigi belirlenmistir
(F (3,261) =0,253; p>0,938). Diger bir ifadeyle sinif 6gretmeni adaylarinin ilk okuma yazma hazirlik,
uygulama ve degerlendirme asamalarinin Ggretimine yonelik 6z yeterliklerinin iiniversite tercih
siralariin anlaml farklilifa neden olmadig: tespit edilmistir. Bu sonuglara gore, smif 6gretmeni
adaylarmin iiniversite tercih siralarinin ilk okuma &gretimine yonelik 6z yeterlik diizeylerine anlamli
bir etkisinin olmadig1 séylenebilir.

Ogretmen adaylarmin ilk okuma yazma 6gretimine yonelik 6z yeterliklerinin devam ettikleri
tiniversite ve yillik okuduklar1 kitap sayisina ilisgkin ANOVA sonuglart Hazirlik, Uygulama,
Degerlendirmeyle ilgili maddeleri kapsayacak sekilde ii¢ ayr1 tabloda verilmis ve yorumlanmustir.
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Tablo 9. Hazirlik asamasinda ilk okuma yazma Ogretimine yonelik 6z yeterliliklerinin devam ettikleri
tiniversiteye gore farklilasma (ANOVA) durumu

ilk Okuma
) Ya'zm'a" Varyansin Kareler sd Kareler r P Anlamli
Ogretimi Oz Kaynagi Toplami Ort. Fark
Yeterlik
Gruplar Arast 6.840 2 3.420
H2 Gruplar ici 160929 300 536 0376 002 L3
Toplam 167.769 302
Gruplar Arast 5.182 2 2.591
H3 Gruplar i¢i 182.917 300 .610 4.250 015 1-2
Toplam 188.099 302
Gruplar Arast 12.789 2 6.394
H4 Gruplar I¢i 236.182 300 787 8122 .000 15
Toplam 248.970 302
Gruplar Arasi 5.149 2 2574 3.107 .046
H6 Gruplar i¢i 248.620 300 829 1-2
Toplam 253.769 302
Gruplar Arast 4.617 2 2.309 4.005 .019
H8 Gruplar i¢i 172.927 300 576 1-2
Toplam 177545 302
Gruplar Arasi 3.447 2 1.723
gamhk Gruplar I¢i 136764 300 456 781 024,
rtalama
Toplam 140.211 302

Tablo 9 incelendiginde, H2 “Cocuklarin gorsel okuma becerilerini geligtirmek icin ¢calismalar
diizenleyebilme” yeterlikleri agisindan 1. iiniversiteye giden Ogretmen adaylarnin lehine oldugu
belirlenmistir [Fp00= 6,376; p=.0,002]. Bir baska ifadeyle 1. iiniversiteye (x=4.31) devam eden
Ogretmen adaylarinin, 3. iniversiteye (¥=3.94) devam eden 6gretmen adaylarina gore “Cocuklarin
gorsel okuma becerilerini gelistirmek icin ¢alismalar diizenleyebilme” yeterliliklerinin daha {ist diizey
oldugu belirlenmistir.

Ogretmen adaylarmin H3 “Cocuklarm kiiciik kas becerilerini gelistirmek icin etkinlikler
diizenleyebilme” yeterlikleri incelendiginde, 1. iiniversiteye devam eden 6gretmen adaylarmin, 2.
tiniversiteye devam eden 6gretmen adaylarina gore daha yeterli oldugu belirlenmistir [F (2.300= 4,250;
p=-0,0]. Bir baska ifadeyle 1. {iniversiteye (¥=4.24) devam eden dgretmen adaylarinin, 2. iiniversiteye
(¥=3.91) devam Ogretmen adaylarina gore “Cocuklarin kiiciikk kas becerilerini gelistirmek igin
etkinlikler diizenleyebilme” yeterliliklerinin daha yliksek oldugu goriilmiistiir.

Ogretmen adaylarmin H4 “Ogrencilere uygun bilek durusunu ogretebilme” yeterlikleri
incelendiginde, 1. liniversiteye devam eden 6gretmen adaylarinin, 2. {iniversiteye ve 3. liniversiteye
devam eden 6gretmen adaylarina gére daha yeterli oldugu belirlenmistir [F .300= 8,122; p=.0,000]. Bir
bagka ifadeyle 1. tiniversiteye (x=4.30) devam eden 6gretmen adaylarinin, 2. tiniversiteye (¥=3.79) ve
3. iiniversiteye (¥=3.94) devam o&gretmen adaylarina gore “Ogrencilere uygun bilek durusunu
ogretebilme” yeterliliklerinin daha yiiksek oldugu goriilmiistir.

Ogretmen adaylarinin H6 “Ogrencilere uygun kalem tutusunu &gretebilme”, yeterlikleri
incelendiginde, 1. iiniversiteye devam eden Ogretmen adaylarmin, 2. iiniversiteye devam eden
ogretmen adaylarma gore daha yeterli oldugu belirlenmistir [F.300= 4,107; p=.0,046]. Bir baska
ifadeyle 1. universiteye (¥=4.26) devam eden 6gretmen adaylarinin, 2. iiniversiteye (¥=3.93) devam
ogretmen adaylarina “Ogrencilere uygun kalem tutusunu ogretebilme”, yeterliliklerinin daha yiiksek
oldugu gortilmiistiir.

Ogretmen adaylarinin H8 “Dinleme etkinlikleri diizenleyerek cocuklarin sozel dil gelisimlerini
destekleyebilme” 1. Universiteye devam eden Ogretmen adaylarinin, 2. {iniversiteye devam eden
ogretmen adaylarma gore daha yeterli oldugu belirlenmistir [F.300= 4,005; p=.0,019]. Bir baska
ifadeyle 1. tiniversiteye (¥=4.25) devam eden &gretmen adaylarinin, 2. tiniversiteye (¥=3.94) devam
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O0gretmen adaylarina gore “Dinleme etkinlikleri diizenleyerek c¢ocuklarin sozel dil gelisimlerini
destekleyebilme” yeterliliklerinin daha yiiksek oldugu goriilmiistiir.

Ogretmen adaylarmin devam ettikleri {iniversiteler, hazirlik asamasma iliskin ilk okuma
yazma Ogretimine yonelik 6z yeterlilikleri [H5 “Okuma yazmaya hazirlik ¢alismalarini planlarken
ogrencilerin én bilgilerine uygun calismalar hazirlayabilme”, HT7 “Ogrencilere okuma yazma
calismalarinda kagit ile goz arasinda uygun mesafe birakmalarmmi ogretebilme” ve H9 “Okuma
ogretiminde kullanmak icin kazamimlara uygun materyaller hazirlayabilme”] bakimindan anlaml
farklilik tespit edilmemistir.

Ogretmen adaylarinin devam ettikleri {iniversiteler, hazirlik asamasma iliskin ilk okuma
yazma Ogretimine yonelik 6z yeterliliklerine etkisi genel anlamda incelendiginde; anlamli farkliligin 1.
iniversiteye devam eden Ogretmen adaylarimin lehine oldugu tespit edilmistir [F.300= 3,781;
p=.0,024]. Bir baska ifadeyle 1. iiniversiteye (¥=4.23) devam eden Ogretmen adaylarinin, 2.
tniversiteye (¥=3.96) devam eden Ogretmen adaylarinin hazirlik asamasinda, ilk okuma yazma
Ogretimine yonelik 6z yeterliliklerinin daha iyi oldugu belirlenmistir.

Tablo 10. Uygulama asamasinda ilk okuma yazma Ogretimine yonelik 6z yeterliliklerinin devam ettikleri
tiniversiteye gore farklilasma (ANOVA) durumu

1k g gkr‘;?;?gima Varyansin Kareler o,  Kareler b Anlamli
Yeterlik Kaynagi Toplami1 Ort. Fark
Gruplar Arasi 4.160 2 2.080
U10 Gruplar ici 192441 300 641 248 040,
Toplam 196.601 302
Gruplar Arasi 8.717 2 4.359
U1l Gruplar fci 200320 300  og 0247 002 ig
Toplam 218.046 302
Gruplar Arasi 4.342 2 2171
u12 Gruplar ici 170496 300 568 o900 028 4,
Toplam 174.838 302
Gruplar Arasi 9.645 2 4823 6.576 .002 1-2
uU13 Gruplar ici 220.025 300 733 1-3
Toplam 229.670 302
Gruplar Arasi 5.480 2 2.740 3.604 .028 1-2
ui14 Gruplar ici 228.130 300 .760
Toplam 233.611 302
Gruplar Arasi 8.126 2 4.063 6.418 .002 1-2
u15 Gruplar ici 189.921 300 633 1-3
Toplam 198.046 302
Gruplar Arasi 9.253 2 4.627 8.376 .000 1-2
u16 Gruplar ici 165.704 300 552 1-3
Toplam 174.957 302
Gruplar Arasi 12.097 2 6.048 9.271 .000 1-2
u17 Gruplar ici 195.712 300 .652 1-3
Toplam 207.809 302
Gruplar Arasi 10.131 2 5.066 6.651 .001 1-2
u1s Gruplar ici 228.470 300 762 1-3
Toplam 238.601 302
Gruplar Arasi 5.554 2 2777 4.186 .016 1-2
u20 Gruplar I¢i 199.046 300 .663
Toplam 204.601 302
Gruplar Arast 5.191 2 2595 4471 012
u21 Gruplar I¢i 174123 300 .580 ig
Toplam 179.314 302
Gruplar Arast 5.964 2 2.982
%ygul'ama Gruplar ici 102701 300 342 8710 .000 ig
raama 1 olam 108.665 302 ”
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Arastirma kapsaminda anket uygulanan 302 sinif 6gretmenligi lisans 6grencisinin uygulama
asamasima iligkin ilk okuma yazma O&gretimine yonelik 6z yeterliliklerinde, devam ettikleri
iiniversiteden kaynaklanan anlamli farklilig1 gosteren Tablo 10 incelendiginde;

U10 “Ogrencilerin okuma hatalarini gidermek igin ¢alismalar diizenleyebilme” becerileri
arasinda anlaml farklilik oldugu belirlenmistir [F .300= 3,243;p=.0,040]. Burada anlaml farkliligin 1.
tiniversiteye devam eden 6gretmen adaylarinin lehine oldugu, 1. iiniversiteye devam eden 6gretmen
adaylarmin (¥=4.14), 2. iiniversiteye (¥=3,94) devam eden 6gretmen adaylarma oranla “Ogrencilerin
okuma hatalarin gidermek igin ¢aliymalar diizenleyebilme” becerilerinin daha yiiksek oldugu tespit
edilmistir.

U1l “Ogrencilere uygun kdgit pozisyonunu ogretebilme” becerileri arasinda anlamli farklilik
oldugu tespit edilmistir [F.300= 6,247;p=.0,002]. Burada anlamli farkliligin 1. iiniversiteye devam
eden Ogretmen adaylarinin lehine oldugu, 1. iniversiteye devam eden 6gretmen adaylarinin (¥=4.32),
2. Universiteye (¥=3,98) ve 3. iniversiteye (¥=3,92) devam eden Ogretmen adaylarna oranla
“Ogrencilere uygun kagit pozisyonunu égretebilme” becerilerinin  daha iist diizey oldugu
belirlenmistir.

U12 “Ogrencilerin akici okuma becerilerini desteklemek icin calismalar diizenleyebilme”
becerileri arasinda anlamli farklilik oldugu belirlenmistir [F300= 3,820;p=.0,023]. Burada anlamh
farkliligin 1. Giniversiteye devam eden 6gretmen adaylarmin lehine oldugu, 1. iiniversiteye devam
eden 6gretmen adaylariin (x=4.20), 2. {iniversiteye (¥=3,91) devam eden 6gretmen adaylarina oranla
“Ogrencilerin akici okuma becerilerini desteklemek icin calismalar diizenleyebilme” becerilerinin
daha {ist diizey oldugu tespit edilmistir.

U13 “Ogsrencilere harflerin alt ve iist uzantilarini ogretebilme” becerileri arasinda anlaml
farklilik oldugu tespit edilmistir [F,-300= 6,576;p=.0,002]. Burada anlamli farkliligin 1. {iniversiteye
devam eden 6gretmen adaylarimin lehine oldugu belirlenmistir. 1. iiniversiteye devam eden 6gretmen
adaylarinin (¥=4.24), 2. {iniversiteye (¥=3,81) ve 3. {iniversiteye devam edenlere oranla “Ogrencilere
harflerin alt ve tist uzantilarint 6gretebilme” becerilerinin daha iyi oldugu belirlenmistir.

Ul4 “Osrencilerin prozodik (tonlama, vurgulama, duraklama, bogumlama ve ritm)
okumalarini saglayabilme” becerileri arasinda anlamli farklilik oldugu belirlenmistir [F(-300)=
3,604;p=.0,028]. Burada anlamli farkliligin 2. {iniversiteye devam eden 6gretmen adaylarinin aleyhine
oldugu tespit edilmistir. Bir bagka ifadeyle 1. iniversiteye devam eden 6gretmen adaylarinin (¥=4.01),
2. iniversiteye (%=3,68) devam edenlere gore “Ogrencilerin prozodik (tonlama, vurgulama,
duraklama, bogumlama ve ritm) okumalarimi saglayabilme” becerilerinin daha iyi oldugu tespit
edilmistir.

U15 “Ogrencilerin ciimlelerden metinlere ulasabilmelerini saglayabilme” yeterlikleri
incelendiginde anlaml farkliligin 1. iiniversiteye devam eden 6gretmen adaylarinin lehine oldugu
belirlenmistir [F(,.300= 6,418; p=.0,000]. Burada anlamli farkliligin 1. {iniversiteye devam eden
ogretmen adaylarinin lehine oldugu, 1. Gniversiteye devam eden dgretmen adaylarinin (¥=4.31), 2.
iniversiteye (x=3,91) ve 3. iiniversiteye (¥=3,99) devam eden Ogretmen adaylarina oranla
“Ogrencilerin prozodik (tonlama, vurgulama, duraklama, bogumlama ve ritm) okumalarim
saglayabilme” becerilerinin daha iyi oldugu belirlenmigtir.

U16 “Ogrencilerin sesleri (harfleri, kelimeleri) dogru okuyabilmelerini saglayabilme”
yeterlikleri incelendiginde, anlamli farkliligin 1. iiniversiteye devam eden 6gretmen adaylarinin lehine
oldugu belirlenmistir [F.300= 8,376; p=.0,000]. Burada anlamli farkliligin 1. iiniversiteye devam
eden 6gretmen adaylarmin lehine oldugu, 1. iiniversiteye devam edenlerin (¥=4.38), 2. iiniversiteye
(x=3,94) ve 3. iiniversiteye (x=4,07) devam edenlere oranla “Ogrencilerin sesleri(harfleri, kelimeleri)
dogru okuyabilmelerini saglayabilme” becerilerinin daha {ist oldugu séylenebilir.

Ul7 “Gorsellerden hareketle metin yazmanlarmm saglayabilme” yeterlikleri incelendiginde
yine anlamli farkliligin 1. {iniversiteye devam eden 6gretmen adaylarinin lehine oldugu belirlenmistir
[Fi-300= 9,271; p=.0,000]. Burada anlamli farkliligin 1. niversiteye devam eden &gretmen
adaylarinin lehine oldugu, 1. liniversiteye devam edenlerin (x¥=4.38), 2. iiniversiteye (x=3,93) ve 3.
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iniversiteye (x¥=3,94) devam edenlere gore “Gorsellerden hareketle metin yazmanlarin
saglayabilme” becerilerinin daha iyi oldugu belirlenmistir.

U18 “Okuma yazma o&gretimi siirecinde ¢ocuk edebiyati iiriinlerinden faydalanabilme”
yeterlikleri incelendiginde anlamli farkliligin 1. iiniversiteye devam eden 6gretmen adaylarinin lehine
oldugu belirlenmistir [F.300= 6,651; p=.0,001]. Burada anlaml farkliligin 1. iiniversiteye devam
eden 6gretmen adaylarmin lehine oldugu, 1. iiniversiteye devam edenlerin (¥=4.32), 2. {iniversiteye
(x=3,88) ve 3. iiniversiteye (¥=3,96) devam eden 6gretmen adaylarmna oranla “Ogrencilerin prozodik
(tonlama, vurgulama, duraklama, bogumlama ve ritm) okumalarini saglayabilme” becerilerinin daha
uist diizey oldugu soylenebilir.

U20 “Okuma yazma ogretimi siirecinde g¢ocuklarin 6n  bilgileri ile yeni bilgileri
iliskilendirebilmelerini  saglayabilme” yeterlikleri incelendiginde yine anlamli farklihgin 1.
tiniversiteye devam eden gretmen adaylarinin lehine oldugu belirlenmistir [F,-300= 4.186; p=.0,016].
Burada anlamli farkliligin 1. {iniversiteye devam eden Ogretmen adaylarmin lehine oldugu, 1.
universiteye devam edenlerin (¥=4.14), 2. iiniversiteye (¥=3,80) devam eden 6gretmen adaylarina gore
“Okuma yazma ogretimi siirecinde ¢ocuklarin on bilgileri ile yeni bilgileri iliskilendirebilmelerini
saglayabilme” becerilerinin daha iyi oldugu belirlenmistir.

U21 “Okuma yazma o6gretiminde isitsel araglart (dinleme metinleri vb.) kullanabilme”
yeterlikleri incelendiginde anlaml farkliligin 1. {iniversiteye devam eden dgretmen adaylarinin lehine
oldugu belirlenmistir [Fp.300= 4.471; p=.0,012]. Burada anlamli farkliligin 1. iiniversiteye devam
eden 6gretmen adaylarmin lehine oldugu, 1. iiniversiteye devam edenlerin (¥=4.41), 2. {iniversiteye
(¥=4,13) ve 3. iniversiteye (¥=4,12) devam eden Ogretmen adaylarina oranla “Okuma yazma
ogretiminde isitsel araglart (dinleme metinleri vb.) kullanabilme” becerilerinin daha yeterli oldugu
tespit edilmistir.

Tablo 10°da dgretmen adaylarmin devam ettikleri iiniversitelere gére uygulama asamasina
iliskin ilk okuma yazma Ogretimine yonelik 6z yeterliliklerinin genel ortalamasi incelendiginde;
uygulama asamasinda sadece U19 “Ogrencilere bitisik egik yazimn harf sekillerini ogretebilme”,
yeterlilikleri bakimmdan anlamli farklilik olmadig belirlenmistir.

Sinif 6gretmeni adaylarinin devam ettikleri tiniversiteye gore uygulama asamasina iligkin ilk
okuma yazma 6gretimine yonelik 6z yeterliliklerinin genel ortalamasi incelendiginde, 1. liniversiteye
devam eden Ogretmen adaylar1 lehine anlaml bir farkliligin oldugu belirlenmistir. [F-300= 8,710;
p=.0,000]. 1. tiniversiteye (¥=4,21) devam eden 6gretmen adaylarinin, 2. {iniversiteye (¥=3,87) ve 3.
tniversiteye (x=3,96) devam eden 6gretmen adaylarina gore daha yeterli oldugu tespit edilmistir.

Tablo 11. Degerlendirme asamasinda ilk okuma yazma 6gretimine yonelik 6z yeterliliklerinin devam ettikleri
tiniversiteye gore farklilasma (ANOVA) durumu

[k Okuma
Yazma Varyansin Kareler sd Kareler = p Anlamlt
Ogretimi Oz Kaynagi Toplamu Ort. Fark
Yeterlik
Gruplar Arasi 5.780 2 2.890
D22 Gruplar fci 174008 300 580 +983 007 ig
Toplam 179.789 302
Degerlendirme Gruplar Arasi 1.935 2 .968 2315 101
Ortalama Gruplar i¢i 125.392 300 418~ '
Toplam 127.327 302
Gruplar Arasi 4.069 2 2.035 6.457 .002 1-2
Genel Toplam 5 jar fci 94537 300 315 1-3
Toplam 98.606 302

Tablo 11 incelendiginde, D22 “Okuma yazma becerilerini degerlendirdikten sonra sonuglara
gore ¢alismalar diizenleyebilme” yeterlilikleri arasinda anlamli farklilik oldugu belirlenmistir [F (5.300)=
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4,890; p=.0,007]. Burada anlamli farkliligin 1. {iniversiteye devam eden O6gretmen adaylarinin lehine
oldugu belirlenmistir. 1. tiniversiteye devam edenlerin (¥=4,24), 3. tiniversiteye (¥=3,91) devam eden
Ogretmen adaylarina oranla “Okuma yazma becerilerini degerlendirdikten sonra sonuglara gore
calismalar diizenleyebilme” becerilerinin daha yeterli oldugu tespit edilmistir.

Tablo 11°de 6gretmen adaylarmnin devam ettikleri Universiteye iliskin ilk okuma yazma
Ogretimine yonelik 6z yeterliliklerinin genel ortalamasi incelendiginde; dgretmen adaylarmin devam
ettikleri tiniversiteye gore, [D23 “Okuma yazma 6gretimi siirecinde okuma giigliigii yasayan
ogrencileri tespit edebilme”, D24 “Ogrencilerin yazma hatalarini gidermek igin ¢alismalar
diizenleyebilme” ve D25 “Okuma yazma becerilerini degerlendirmek igin g¢ocuklarin gelisim
ozelliklerine uygun o6l¢me araglart olusturabilme™] yeterlilikleri bakimindan anlamli farklhilik
bulunmamustir.

Smif 6gretmeni adaylarinin devam ettikleri iiniversitelerin degerlendirme boyutuna iliskin ilk
okuma yazma &gretimine yonelik 6z yeterlilikleri incelendiginde anlamli bir farklilik olmadig: tespit
edllml$tlr [F(2_300)= 2,315; p=0,101]

Ogretmen adaylarinin devam ettikleri {iniversitelerin, ilk okuma yazma dgretimine yonelik 6z
yeterliliklerine etkisi genel anlamda incelendiginde; anlaml farkliligin 1. iiniversiteye devam edenler
lehine oldugu tespit edilmistir [F.300= 3,457; p=.0,002]. Bir baska ifadeyle, 1. liniversiteye devam
edenlerin (¥=4.21), 2. tniversiteye (¥=3,92) ve 3. lniveriteye (¥=4.02) devam eden Ogretmen
adaylarina oranla daha yeterli oldugu sdylenebilir.

Tablo 12. Hazirlik asamasinda ilk okuma yazma 6gretimine yonelik 6z yeterliklerinin yillik okuduklart kitap
sayisina gore farklilagma (ANOVA) durumu

[k Okuma
Yazma Varyansin Kareler sd Kareler = p Anlamlt
Ogretimi Oz Kaynagi Toplamu Ort. Fark
Yeterlik
Gruplar Arast 5.614 4 1.404
H1 Gruplar I¢i 168.267 298 .565 2486 044 2-5
Toplam 173.881 302
Gruplar Arast 11.936 4 2.984
5.706  .000 15
H2 Gruplar Igi 155.833 298 523 ' ' 2-5
Toplam 167.769 302 3-5
Gruplar Arast 6.218 4 1.554
H3 Gruplar igi 181.881 298 .610 2.547 040 1-5
Toplam 188.099 302
Gruplar Arast 5.513 4 1.378
H5 Gruplar igi 200474 208 673 0% 08 g
Toplam 205.987 302
Gruplar Arast 2.988 4 Jq47
Hazirlik . 1622 .168
Ortalama Gruplar I¢i 137.222 298 460
Toplam 140.211 302

Aragtirma kapsaminda anket uygulanan 302 siif &gretmenligi lisans dgrencisinin hazirlik
asamasia iliskin ilk okuma yazma Ogretimine yonelik 6z yeterliklerinde, yillik okuduklar kitap
sayisindan kaynaklanan anlamli farkliligi gosteren Tablo 12 incelendiginde; H1 “Cocuklart okuma
yazmay:r 6grenmek icin giidiileyebilme” becerileri arasinda anlaml farklilik oldugu belirlenmistir [F .
300= 2,486;p=.0,44]. Burada anlaml farkliligin az kitap okuyan 6gretmen adaylarinin aleyhine oldugu
tespit edilmistir. Bir bagka ifadeyle [1 Yilda (12 + Kitap) (¥=4.42) okuyan 6grencilerin, 1 Yilda (1-2
Kitap) (x¥=3.91)] okuyan ogretmen adaylari ¢ocuklari okuma yazmay:r Ogrenmek igin daha iyi
giidiileyebildikleri belirlenmistir.
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H2 “Cocuklarin gorsel okuma becerilerini gelistirmek i¢in ¢alismalar diizenleyebilme”
yeterlikleri incelendiginde yine anlamli farkliligin az kitap okuyan 6gretmen adaylarmin aleyhine
oldugu belirlenmistir [F.300= 5,706; p=.0,000]. Bir baska ifadeyle 1 Yilda (12 + Kitap) (x=4.67)
okuyan Ogretmen adaylarmin, [1 Yilda (Sifir Kitap) (¥=3.83), (1-2 Kitap) (x=3.99), (4-7 Kitap)
(x=4.04)] okuyan 6gretmen adaylarina gore “Cocuklarin gorsel okuma becerilerini gelistirmek icin
calismalar diizenleyebilme” yeterliliklerinin daha tist diizey oldugu belirlenmistir.

H3 “Cocuklarin kii¢iik kas becerilerini gelistirmek icin etkinlikler diizenleyebilme”
yeterlikleri incelendiginde yine anlamli farkliligin az kitap okuyan 6gretmen adaylariin aleyhine
oldugu belirlenmistir [F-300= 2,547; p=.0,040]. Bir baska ifadeyle 1 Yilda (12 + Kitap) (¥=4.46]
okuyan Ogretmen adaylarnm, [1 Yilda (Sifir Kitap) (¥=3.78)] okuyan oOgretmen adaylarina
“Cocuklarin kii¢iik kas becerilerini gelistirmek i¢in etkinlikler diizenleyebilme” yeterliliklerinin daha
yiiksek oldugu goriilmiistiir.

H5 “Okuma yazmaya hazirlik ¢alismalarimi planlarken égrencilerin on bilgilerine uygun
calismalar hazirlayabilme” becerileri arasinda anlaml farklilik oldugu belirlenmistir [Fz.300= 2,049;
p=.0,88]. Burada anlamli farkliligin az kitap okuyan 6gretmen adaylarinin aleyhine oldugu tespit
edilmistir. Bir bagka ifadeyle [1 Yilda (12 + Kitap) (x=4.46)] okuyan 6grencilerin, 1 Yilda (1-2 Kitap)
(¥=3.94)] okuyan O&gretmen adaylari c¢ocuklari okuma yazmayr Ogrenmek icin daha iyi
giidiileyebildikleri belirlenmistir.

Ogretmen adaylarinin yillik okuduklar1 kitap sayilart hazirlik asamasimna iliskin ilk okuma
yazma Ogretimine yonelik 6z yeterlikleri Tablo 12 incelendiginde; H4 “Ogrencilere uygun bilek
durusunu &gretebilme”, H6 “Ogrencilere uygun kalem tutusunu &gretebilme”, H7 “Ogrencilere
okuma yazma ¢alismalarinda kdgit ile géz arasinda uygun mesafe birakmalarim 6gretebilme”, H8
“Dinleme etkinlikleri diizenleyerek ¢ocuklarin sézel dil gelisimlerini destekleyebilme” ve H9 “Okuma
ogretiminde kullanmak icin kazanmimlara uygun materyaller hazirlayabilme” yeterlilikleri bakimmdan
anlamli farkliliga neden olmadig1 belirlenmistir.

Ogretmen adaylarmin yillik okuduklar kitap sayilarinin, hazirlik asamasina iliskin ilk okuma
yazma dgretimine yonelik 6z yeterliklerine etkisi genel anlamda incelendiginde; anlaml farkliligin az
kitap okuyan Ogretmen adaylarinin aleyhine oldugu tespit edilmistir. Bir bagka ifadeyle hazirlik
asamasinda [1 Yilda (12 + Kitap) (¥=4.41)] okuyan 6gretmen adaylarmin, 1 Yilda (1-2 Kitap)
(¥=4.05)] okuyan 6gretmen adaylarina oranla ilk okuma yazma 6gretimine yonelik 6z yeterliklerinin
daha yiiksek oldugu sdylenebilir.

Tablo 13. Uygulama agamasinda ilk okuma yazma 6gretimine yonelik 6z yeterliklerinin yillik okuduklar: kitap
sayisina gore farklilasma (ANOVA) durumu

Ilk Okuma
Yazma Varyansin Kareler sd Kareler = P Anlamli
Ogretimi Oz Kaynag1 Toplami Ort. Fark
Yeterlik
Gruplar Arasi 7.445 4 1.861
ul4 Gruplar i¢i 226.165 298 759 2.453 046 g:g
Toplam 233.611 302
Gruplar Arasi 7.114 4 1.779
uis Gruplar ici 190932 208 a1 2776 027 5
Toplam 198.046 302
Gruplar Arast 9.377 4 2.344
u18 Gruplar fci 229223 208 769 5048 017 g
Toplam 238.601 302
Gruplar Arasi 2420 4 .605
Uygulama Gruplar ici 106245 208 357 1097 151 :
Ortalama
Toplam 108.665 302
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Aragtirma kapsaminda anket uygulanan 302 simif 6gretmenligi lisans 6grencisinin uygulama agamasina
iliskin ilk okuma yazma 6gretimine yonelik 6z yeterliklerinde, yillik okuduklan kitap sayisindan kaynaklanan
anlamli farkliig1 gosteren Tablo 13 incelendiginde; U14 “Ogrencilerin prozodik (tonlama, vurgulama,
duraklama, bogumlama ve ritm) okumalarim saglayabilme” becerileri arasinda anlamli farklilik oldugu
belirlenmistir [F,-300= 2,453;p=.0,46]. Burada anlaml farklihigin az kitap okuyan 6gretmen adaylarmin aleyhine
oldugu tespit edilmistir. Bir baska ifadeyle [1 Yilda (12 + Kitap) (¥=4.38) okuyan dgrencilerin, 1 Yilda (1-2
Kitap) (¥=3.81), (4-7 Kitap) (x=3.79)] okuyan ogretmen adaylarinin“Ogrencilerin prozodik (tonlama,
vurgulama, duraklama, bogumlama ve ritm) okumalarini saglayabilme” becerilerinin daha iyi oldugu
belirlenmistir.

U15 “Ogrencilerin ciimlelerden metinlere ulasabilmelerini saglayabilme” yeterlikleri incelendiginde
yine anlaml farklilifin ¢ok kitap okuyan 6gretmen adaylarmin lehinde oldugu belirlenmistir [F;.300= 2,776;
p=.0,027]. Bir baska ifadeyle [1 Yilda (1-2 Kitap) (¥=3.94) okuyan dgretmen adaylarinin, 1 yilda (12 + Kitap)
(¥=4.50)] okuyan ogretmen adaylarina gore “Ogrencilerin prozodik (tonlama, vurgulama, duraklama,
bogumlama ve ritm) okumalarini saglayabilme ” yeterliliklerinin daha alt diizey oldugu belirlenmistir.

U18 “Okuma yazma dgretimi siirecinde ¢ocuk edebiyat iirtinlerinden faydalanabilme” yeterlikleri
incelendiginde yine anlamli farkliligin az kitap okuyan dgretmen adaylarinin aleyhine oldugu belirlenmistir [F,.
300~ 3,048; p=.0,017]. Bir bagka ifadeyle [1 Yilda (12 + Kitap) (¥=4.38] okuyan 6gretmen adaylarmm, 1 Yilda
(Stfir Kitap) (¥=3.56)] okuyan &gretmen adaylarina “Ogrencilerin prozodik (tonlama, vurgulama, duraklama,
bogumlama ve ritm) okumalarini saglayabilme” yeterliliklerinin daha yiiksek oldugu goériilmiistiir.

Tablo 13’de 6gretmen adaylarmin yillik okuduklar kitap sayilar1 uygulama asamasina iliskin ilk okuma
yazma Ogretimine yonelik 6z yeterliklerinin genel ortalamasi incelendiginde; 6gretmen adaylarmin yillik
okuduklar kitap sayisi, U10 “Ogrencilerin okuma hatalarini gidermek icin calismalar diizenleyebilme”, U11
“Ogrencilere uygun kdagit pozisyonunu ogretebilme”, U12 “Ogrencilerin akict okuma becerilerini desteklemek
icin ¢alismalar diizenleyebilme”, U13 “Ogrencilere harflerin alt ve iist uzantilarini égretebilme”, U16
“Ogrencilerin sesleri(harfleri, kelimeleri) dogru okuyabilmelerini saglayabilme”, U17T “Gorsellerden hareketle
metin yazmanlarini saglayabilme”, U19 “Ogrencilere bitisik egik yazimin harf sekillerini égretebilme”, U20
“Okuma yazma o6gretimi  siirecinde ¢ocuklarin 6n  bilgileri ile yeni bilgileri iliskilendirebilmelerini
saglayabilme”, U21 “Okuma yazma J&gretiminde isitsel araglart (dinleme metinleri vb.) kullanabilme”
yeterlilikleri bakimmdan anlamli farkliliga neden olmadig belirlenmistir.

Siif 6gretmeni adaylarimin uygulama asamasma iligkin ilk okuma yazma ogretimine yonelik 6z
yeterliklerinin genel ortalamasi incelendiginde, anlamli bir farklilik olmadig: tespit edilmistir.

Tablo 14. Degerlendirme asamasinda ilk okuma yazma 6gretimine yonelik 6z yeterliklerinin yillik okuduklari
kitap sayisina gore farklilasma (ANOVA) durumu

ik Okuma
Yazma Varyansin Kareler sd Kareler F P Anlaml
Ogretimi Oz Kaynag1 Toplami Ort. Fark
Yeterlik
Gruplar Arasi 7.800 4 1.950
D25 Gruplar Igi 214.801 298 721 2.705 .031 ;29,2
Toplam 222.601 302
Degerlendirme Gruplar Arasi 2.289 4 572 L1364 246
Ortalama Gruplar I¢i 125.038 298 420 ' -
Toplam 127.327 302
Gruplar Arasi 2.486 4 621 1.927 .106
Genel Toplam 5, star ici 96.120 298 323
Toplam 98.606 302

Arastirma kapsaminda anket uygulanan 302 sinif Ogretmeni adaylarinin degerlendirme
asamasina iliskin ilk okuma yazma &gretimine yonelik 6z yeterliklerinde, yillik okuduklar1 kitap
sayisindan kaynaklanan anlamli farklilign gosteren Tablo 14 incelendiginde; D25 “Okuma yazma
becerilerini degerlendirmek igin ¢ocuklarin gelisim ozelliklerine uygun élgme araglart olusturabilme”
yeterlilikleri arasinda anlamli farklilik oldugu belirlenmistir [F;.300= 2,705; p=.0,31]. Burada anlamh
farkliligin az kitap okuyan 6gretmen adaylarmin aleyhine oldugu tespit edilmistir. Bir bagka ifadeyle
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[1 Yilda (1-2 Kitap) (x¥=3.87) okuyan dgretmen adaylarindan, 1 Yilda (12 + Kitap) (x=4.46)] okuyan
okuyan 6gretmen adaylarinin yeterliliklerinin daha iyi oldugu belirlenmistir.

Tablo 14’te Ogretmen adaylarinin yillik okuduklart kitap sayilari degerlendirme asamasina
iligkin ilk okuma yazma Ogretimine yonelik 6z yeterliklerinin genel ortalamasi incelendiginde;
ogretmen adaylarinin  yillilk  okuduklari kitap sayisi, D22 “Okuma yazma becerilerini
degerlendirdikten sonra sonuglara gére calismalar diizenleyebilme”, D23 “Okuma yazma dgretimi
siirecinde okuma giicliigii yasayan égrencileri tespit edebilme”, D24 “Ogrencilerin yazma hatalarin
gidermek i¢in ¢alismalar diizenleyebilme” yeterlilikleri bakimindan anlamli farkliliga neden olmadig
belirlenmistir.

Simif 6gretmeni adaylarinin degerlendirme asamasina iliskin ilk okuma yazma &gretimine
yonelik 6z yeterliklerinin genel ortalamasi incelendiginde, anlamli bir farklilik olmadigi tespit
edilmistir.

Osretmen adaylarinin yillik okuduklar: kitap sayilarinin, ilk okuma yazma ogretimine yonelik
oz yeterliklerine etkisi genel anlamda incelendiginde; anlaml farkliligin az kitap okuyan ogretmen
adaylarimin aleyhine oldugu tespit edilmistir [F300= 2,264, p=.0,062]. Bir baska ifadeyle [1 Yilda
(12 + Kitap) (x=4.28)] okuyan 6gretmen adaylarimin, 1 Yilda (1-2 Kitap) (x= 3.98)] okuyan 6gretmen
adaylarmmin ilk okuma yazma égretimine yonelik oz yeterliklerinin genel ortalamada daha yiiksek
oldugu belirlenmistir.

Tablo 15. Maddelere iliskin Madde-Toplam Korelasyonlar1 ve Cronbach

Faktorler ve _ Madde Toplam Madde Cikarildiginda
Maddeler X S Korelasyonu Cronbach Alpha Katsayisi
H1 3.98 759 576 .895
H2 4.09 .745 567 .895
H3 4.08 .789 .556 .895
H4 3.99 .908 677 .892
H5 4.14 2.441 .189 921
H6 4.22 2.469 221 .920
H7 4.10 814 .659 .893
H8 4.07 767 .640 .894
H9 4.18 .824 534 .895
u10 3.96 .807 .675 .893
U1l 4.06 .850 .632 .894
u12 4.02 761 .635 .894
uU13 3.97 872 .630 .893
ul4 3.85 .880 .598 .894
u15 4.06 .810 .700 .893
Ul16 4.12 761 .676 .893
u17 4.06 .830 .589 .894
u18 4.04 .889 584 .894
u19 3.72 1.087 521 .895
u20 3.96 .823 .686 .893
uz21 4.20 a71 .641 .894
D22 4.03 772 .708 .893
D23 4.06 .826 .603 .894
D24 4.08 .768 678 .893
D25 3.96 .859 610 .894

Tablo 15’de ifade edilen madde analizi sonuglar1 incelendiginde madde-toplam test
korelasyonlarinin Hazirlik faktoriinde r=.64 ile r=.68; Uygulama faktorinde r=56 ile r=.63;
Degerlendirme faktoriinde r=.49 ile r=.66 degerleri arasinda degisim gosterdigi goriilmektedir. Madde-
toplam korelasyonu .30 ve daha yiiksek olan maddelerin bireyleri iyi derecede ayirt ettigi, .20<r<.30
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arasinda kalan maddelerin zorunlu goriilmesi durumunda anazliz edilebilecegi veya diizeltilmesi
gerektigi ve .20°den daha diisilk maddelerin teste alinmamasi gerektigi sdylenebilir (Biiylikoztiirk &
arakadaslar1, 2012). Tablo 15°de ifade edilen maddelerin madde-toplam test korelasyonlarinin .30’dan
daha yiiksek degerde oldugu goriilmektedir. Bu deger 6lgekte yer alan maddelerin dlgiilmek istenen ilk
okuma yazma Ogretimine yonelik 6z yeterlik algisin1 Slgmeye yonelik oldugunu gdstermektedir.
Olgekte yer alan Hazirlik, Uygulama ve Degerlendirme faktorlerine yonelik Cro  giivenirlik
katsayilarma bakildiginda ise faktorlerin sirasiyla .89; .89; .78 degerlerinde oldugu goriilmektedir.
Olgegin tiimiine ait Cra katsayisi ise .90 olarak belirlenmistir. Psikolojik bir anazlizler igin hesaplanan
giivenirlik katsayisin1 .70 ve daha yiiksek olmasi test puanlarinin giivenirligi i¢in genel olarak yeterli
goriilmektedir (Bliylikoztliirk & arakadaslari,,2012). Bu anlamda 6lgegin yeterli diizeyde gilivenilir
oldugu ifade edilebilir.

Madde analizi kapsaminda bagvurulan bir bagka yol, testin toplam puanlaria gore olusturulan
alt %27 ve iust %27’lik gruplarin madde ortalama puanlar1 arasindaki farklarin iligkisiz t-testi
kullanilarak sinanmasidir. Gruplar arasinda istendik yonde gozlenen farklarin anlamli ¢ikmasi, testin
i¢c tutarhigmin bir gostergesi olarak degerlendirilir. Analiz sonuglari, maddelerin bireyleri dl¢iilen
davranis bakimindan ne derece ayir ettigini gdsterir (Biiyiikoztiirk & arakadaslari, 2012).

Tablo 15°de alt %27 ve iist %27’lik gruplarin madde ortalama puanlar1 arasindaki farklarin
iliskisiz t-testi sonuglar1 verilmistir.

Tartisma, Sonug ve Oneriler

Siif 6gretmeni adaylarinin “ilk okuma yazma 6gretimine yonelik 6z yeterlikleri” cinsiyet ve
sinif diizeylerine iligkin t testi sonuglarina gore anlaml farklilik géstermedigi tespit edilmistir. Siif
Ogretmeni adaylarinin “ilk okuma yazma 6gretimine yonelik 6z yeterlikleri” dgrencilerin yasi, mezun
olduklar lise, iiniversite tercih siralart ANOVA testi sonuglarina gore anlamli farklilik bulunmazken,
devam ettikleri tiniversite ve yillik okduklar kitap sayis1 bakimindan anlamli farklilik bulunmustur.

Sinif 6gretmeni adaylarinin devam ettikleri iiniversite degiskenine gore hazirlik asamasinda
(H2, H3, H4, H6, H8) uygulamaya asamasinda (U10, U11, U12, U13, Ul4, U15, U16, Ul17, U18,
U20, U21) degerlendirme asamasinda (D22) maddelerinde anlamli farklilik géstermektedir. Buradaki
anlamli farklihgin 1. Universiteye devam eden dgrenciler lehine oldugu tespit edilmistir. Ogretmen
adaylarmin devam ettiklleri tiniversiteye gore Olgegin hazirlik, uygulma boyutunda anlaml farklilik
bulunurken, degerlendirme boyutunda anlamli farklilik bulunmamistir. Genel anlamda da anmli
farklilik 1. Universiteye devam eden dgretmen adaylari lehine bulunmustur.

Sinif 6gretmeni adaylarinin yillik okuduklari kitap sayist bakimidan hazirlik asamasinda (H1,
H2, H3) uygulamaya asamasinda (U14, U15, U18) degerlendirme asamasinda (D25) maddelerinde
anlamh farklilk gdstermektedir. Olgegin maddeler bazinda anlamli farklilik bulunurken, hazirlik,
uygulma ve degerlendirme boyutunda anlamli farklilik tespit edilmemistir. Buradaki anlamh
farkliligin ¢ok kitap okuyan &grenciler lehine oldugu tespit edilmistir.

Yapilan bu arastirmada sinif dgretmeni adaylarinin ilk okuma yazma 6gretimine yonelik 6z
yeterliklerinde, cinsiyet yoniinden anlamli farklik tespit edilmemisken, Oztiirk ve Ertem’in (2017)
smif Ogretmenlerine yoOnelik yapmis olduklari arastirmada kadin 6gretmenler lehine, Korkut ve
Babaoglan’nin (2012) yapmis olduklar1 arastirmada ise erkek Ogretmenler lehine 6z yeterlik
inanglarinda anlaml farklibk bulunmustur. Oztiirk ve Ertem’in (2017) yapmus olduklar1 arastirma
sonucunda smif 6gretmenlerinin ilk okuma yazma &gretimine yonelik 6z yeterlik inang diizeyleri
cok yiiksek bulunmustur. Kadin smif dgretmenlerinin, erkek simif 6gretmenlerine gore ilk okuma
yazma Ogretimine yoOnelik 0z yeterlik inan¢ diizeyleri pozitif anlamda farklilik gdsterdigi
belirlenmistir. Yapilan bu aragtirmada 6gretmenlerin 6z yeterlik inanglar cinsiyetlerine gore anlaml
farklilik bulunmazken, Korkut ve Babaoglan (2012)’nin yapmis olduklar arasgtirma sonucunda erkek
Ogretmenler lehine anlamli farklilik gosterdigi tespit edilmistir. Erkek oOgretmenlerin kadin
Ogretmenlere gore 6z yeterlik inanglarinin daha yiiksek oldugu belirlenmistir. Bu durum kadin ve
erkek sinif dgretmenlerinin meslege basladiktan sonra da ilk okuma yazma O&gretimine yonelik 6z
yeterliklerini cinsiyetin otesinde etkileyen farkli degiskenler oldugu soylenebilir. Ogretmenlerin
calistiklar1 okul, bolge, okul yonetimi, sinif mevcudu, egitim ortami vb. bir¢ok etken 6gretmenin 6z
yeterlik inanglarini etkileyebilir.
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Yapilan bu aragtirmada sinif 6gretmeni adaylarinin ilk okuma yazma 6gretimine yonelik 6z
yeterliklerinde, simif diizeyleri arasinda anlamli bir farklilik bulunmazken, devam edilen tniversiteler
arasinda anlamli farklilik tespit edilmisitir.

Korkut ve Babaoglan’nin (2012) yapmis olduklar1 arastirmada benzer bir sonu¢ bulunmus ve
mesleki kideme gore 6gretmen 6z yeterliklerinde anlamli farklilik bulunmazken, Oztiirk ve Ertem’in
(2017) yapmus olduklar1 arastirma sonucunda mesleki kidem artikga, 6z yeterlik inan¢larinin da arttigi
sonucuna ulagtlmistir. Kiiciik, Altun ve Pali¢ (2013)’in yaptig1 sinif 6gretmenlerinin fen 6gretimi 6z
yeterlik inanglarinin degerlendirilmesi ¢aligmasinda, fen 6gretimi 6z yeterlik inanglar1 mesleki kideme
gore farklilasmakla birlikte, Korkut ve Babaoglunun arastirma sonucunun aksine mesleki kidem
arttikca fen 6gretimi 6z yeterlik inang ortalama puanlar: diistiigiinii belirtmektedir.

Oztiirk ve Ertem’in (2017) arastirma sonucunda; siif dgretmenlerinin birinci simf deneyimi
sayilar arttikca ilk okuma yazma 6gretimi 6z yeterlik inanglar1 da artmaktadir. Mesleki kidemlerine
gore 1-4 yil kideme sahip simif Ogretmenlerinin ilk okuma yazma &gretimi 6z yeterlik inang
puanlarinin diger mesleki kidem gruplarindaki smif 6gretmenlerinden diigiik oldugu, mesleki kidem
arttikca sinif ogretmenlerinin ilk okuma yazma 6gretimi 6z yeterlik inancinin, 1-4 yil arasindaki
kideme sahip smif dgretmenlerine gore, arttigi sonucuna ulasilmistir. Oztiirk ve Ertemin yagmus
olduklar aragtirma sonucunda sinif 6gretmenlerinin 1. Smif okutma tecriibeleri ve mesleki kidemleri
artikca, ilk okuma yazma O&gretimi 6z yeterliklerinin artmasi ¢ok olumlu bir sonu¢ olarak
degerlendirilebilir.

Bireylerin 6z yeterlik algilarmin gelismesinde en kuvvetli faktdr dogrudan yasantilardir.
Bireyin ge¢mis yasamindan elde ettigi basar1 deneyimleri, ayni alan iizerindeki basar1 beklentisini
etkileyerek 6z yeterlik algisini olumlu yonde etkilemektedir (Sakiz, 2013). Bu nedenle sinif 6gretmeni
adaylar1 “ilk okuma yazma 6gretim” dersini almig ve ilk okuma yazma 6gretimine yonelik 6z yeterlik
kazanmis olmalarina ragmen, bu 6z yeterliklerini dogrudan yasam tecriibesine doniistiiremedikleri ve
1. smiflara ilk okuma yazma Ogretimini tecriibesine sahip olamadiklarindan dolayi, simf diizeyleri
arasinda anlamli farklilik ¢ikmamasi normal karsilanabilir. Arastirmaya katilan 6gretmen adaylari,
meslege basladiktan sonra ilk okuma yazma 6gretimine yonelik 6z yeterliklerini, mesleki kidemleri ve
1. siif ogrencilerine ilk okuma yazma 6gretim tecriibeleri, ilk okuma yazma 6gretimine yonelik 6z
yeterliklerinde benzer yonde degisim gozlenebilir.

Sonuclar

Sinif gretmeni adaylarmin “ilk okuma yazma 6gretimine yonelik 6z yeterlikleri” cinsiyet ve
sinif diizeylerine iliskin t testi sonuclarina gére anlamh farklilik gostermedigi tespit edilmistir. Sinif
ogretmeni adaylarinin “ilk okuma yazma 6gretimine yonelik 6z yeterlikleri” 6grencilerin yasi, mezun
olduklan lise, tiniversite tercih siralart ANOVA testi sonuglarina gore anlaml farklilik bulunmazken,
devam ettikleri {iniversite ve yillik okduklari kitap sayis1 bakimindan anlamli farklilik bulunmustur.

Sinif 6gretmeni adaylarinin devam ettikleri iiniversite degiskenine gore hazirlik asamasinda
(H2, H3, H4, H6, H8) uygulamaya asamasinda (U10, Ul11l, U12, U13, Ul14, U15, Ul6, Ul7, U18,
U20, U21) degerlendirme asamasinda (D22) maddelerinde anlamli farklilik bulunugtur. Buradaki
anlamh farklihigin 1. Universiteye devam eden dgrenciler lehine oldugu tespit edilmistir. Ogretmen
adaylarinin devam ettiklleri iiniversiteye gore olcegin hazirlik, uygulma boyutunda anlaml farklilik
bulunurken, degerlendirme boyutunda anlamli farklilik bulunmamustir.

Smif 6gretmeni adaylarinin mezun olduklari lise, devam edilen {iniversite ve iiniversite tercih
siralarina iligkin degiskenler bakimindan ANOVA Testi sonuglarina gore anlamli farklilik
gostermemektedir. Buradaki anlamli farkliligin ¢ok kitap okuyan Ogrenciler lehine oldugu tespit
edilmistir. Sinif 6gretmeni adaylarinin yillik okuduklar: kitap sayis1 bakimindan hazirlik agamasinda
H1, H2, H3, uygulamaya asamasinda U14, U15, U18, degerlendirme asamasinda D25 maddelerinde
anlamli farklilik gostermektedir.

Oneriler
Aragtirmanin sonuglarina iligkin olarak asagidaki 6neriler sunulmustur:

o  Simif Ogretmeni adaylarinin “ilk okuma yazma ogretimine yonelik 6z yeterlikleri”
yeniden gézden gecirilmeli.
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e Smf &gretmeni adaylarina Ik Okuma Yazma Ogretim Dersinin temel amaglari
cercevesinde “ilk okuma yazma 6gretimine yonelik 6z yeterlikleri” ilk hafta 6gretilmeli.

e Lisans diizeyinde ilk Okuma Yazma Ogretimi Dersinin igerigi gdzden gecirilmeli. Ilk
okuma yazma Ogretimine yonelik 6z yeterliklere iliskin bilgi aktarimindan sonar,
uygulama boyutuna 6nem verilmeli.

e  Siuf 6gretmeni adaylarinin “ilk okuma yazma Ogretimine yonelik 6z yeterlikleri’ni
giiclendirmek icin, 6n kosul ders olarak “Yazi teknikleri” verilmeli. Bu ders kapsaminda
dik temel ve bitisik harflerin formata uygun yazimi dgretilmeli.

e  Buarastirma her yil lisans diizeyinde ilk Okuma Yazma Ogretim Dersini yiiriitmekte olan
Ogretim Uyeleri tarafindan 6n test ve son test niteliginde dgrencilere test uygulanmali.
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Abstract

Key Words

Design thinking is a human-oriented and creative problem-solving skill that can
empathize with the user's emotions. Today, traditional problem-solving
approaches are replaced by design thinking practices that include
multidimensional thinking skills. The mission of higher education curricula is to
enable students to use their design thinking skills effectively in higher education.
In this study, the views of academicians on design thinking skills in different
disciplines in higher education were consulted. A qualitative research method
was used in the study and data were collected by interview technique. The
research was carried out in Istanbul in the fall semester of the 2021-2022
academic year, with the participation of academic staff from two state
universities (n=15). In this context, a six-question semi-structured interview
form developed by the researchers was used as a data collection tool. The data
were analyzed with thematic coding and content analysis techniques, which are
among the qualitative analysis methods. According to the research findings,
academics think that there is a "high, versatile and complementary relationship"
between design and thinking skills. They express the concept of design thinking
as "people-based, user-need-based, solution-oriented and creativity-based".
They express the concept of design thinking as "human-based, user-need-based,
solution-oriented and creativity-based"”. It is stated that design thinking
individuals should have characteristics such as "empathy, analysis, openness to
innovations, high imagination, attention to details and creative thinking". It is
seen that academicians use design thinking in their courses in practices such as
"problem solving method, design project, searching real-life problems,
developing thinking skills". In addition, the academicians stated that “they do
not have knowledge about design thinking skills, some of them have theoretical
knowledge, but those who have knowledge have weak practice levels". Finally,
it is seen that they make suggestions that "design thinking practices should be
added to the course content, applied training should be increased, thinking skills
should be developed and innovative thoughts should be included".
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Introduction

Higher education institutions undertake an important mission in gaining skills for the needs of
our digitalized age. At the same time, higher education institutions, which should have the ability to
keep their education policies flexible in the process of adapting to the change and development of
societies, should not ignore the developments in the direction of digitalization and quickly complete
their mental transformations. However, does the digitalization of educational processes and
environments in universities offer a permanent solution in terms of providing skills training? Do the e-
learning environments used in the courses provide a skill training to teachers and learners or is it possible
to establish certain quality and standards in this sense? The developments in the direction of
digitalization in universities and these questions bring new learning models in the development of
learning skills. There are some skills that the student must acquire in order to use skills training
effectively in the digital age (Ilke Analiz, 2021).

Bates (2016), in his doctoral thesis titled "teaching in the digital age", argues that learners in
the digital age should be equipped with certain skills while assigning this responsibility to higher
education institutions and emphasizing the importance of gaining the following skills to students (Bates,
2016; cited by Tagkiran, 2017).

 “Communication skills: Social media skills are required as well as classical communication
skills such as reading, writing and speaking

+ Independent learning: Taking responsibility for one's own learning, autonomy. Individuals
should have the ability to decide on their own what information they need and where and
how they can access this information.

« Ethics and responsibility: Gaining trust, gaining trust in the global business world with a wide
variety and number of participants, and being able to choose individuals that one can trust.

» Teamwork and flexibility: Collaborating with other employees for new applications and being
able to work together in teams, albeit remotely.

* Thinking skills: Developing critical thinking skills, developing different perspectives on events
and being open to the exchange of information.

« Digital skills: To be able to use technology actively and effectively, to learn how to use it
professionally.

« Information management: The ability to sift accurate and reliable information in a diverse and
dynamic flow of information.”

Today's higher education institutions are trying to provide their students with multidimensional
skill sets in order to keep up with the speed of digital transformation. Design thinking comes to the fore
as a multidimensional skill that focuses on human-oriented thinking in parallel with the advancement of
innovation and technology. Traditional one-way problem solving ways in teaching and school learning
are giving way to the idea of design-oriented thinking, which is interdisciplinary and appeals to
understanding human emotion. It becomes a necessity for every brand or institution that needs to
empathize with the target audience, explore the target audience's wishes, observe their wishes and
reframe them, to benefit from this skill. Leading innovative companies in the world, such as Apple,
Google, General Electric, Samsung Nike, Lego, IBM, Philips, Intuit, Daimler, Deutsche Bank,
Accenture, Coca Cola, Uber, Ford, Starbucks, Target, Gamble, which develop digital and smart
technologies, rapidly design it adopts focused thinking method. In addition, universities such as MIT,
Harvard and Stanford, which are the pioneers of progress in our age, are among the institutions that take
this model into their programs (Biirotime, 2021).

Design thinking is a methodology based on generating solution-oriented ideas from different
perspectives. It is a process that aims to understand individuals, challenge assumptions, re-recognize
problems and create innovative solutions. It brings together the desirability of the individual with what
is economically possible, where technological possibilities allow (Enstitii, 2021). Design Thinking is
the thinking model of the digital age. This model of thinking puts people in the center, is based on
uncertainty and makes choices for the future. All functions of the brain teaches to use emotion, logic
and intuition together. It also makes individuals adept at empathy, generating ideas, and makes them a
leader who can make the right decisions. Design-oriented thinking, which makes it easier for us to get a
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general idea about the emotional adventure by learning about the agenda and sensitivities of the other
person, makes it easier for us to get a holistic view. It enables us to grasp the target problem more easily
and on the spot with different observation methods. It prioritizes thinking skills equipped with the
subtleties of creating an observation plan, catching the right clues and meeting in a common mind,
making it easier for us to solve existing problems more constructively (Ogretmen Agi, 2021). While the
Stanford School of Design defines design thinking as a problem-solving method, Harvard University
Teaching and Learning Laboratory considers it as an approach and mindset. Design thinking is also a
method used to discover human needs and produce innovative solutions. According to design firm
IDEO, which combines design thinking with the workplace, it is a human-centred innovation approach
that uses design tools to combine the needs of people, the possibilities of technology, and the
requirements for business success. According to Curedale (2013), design thinking is a way of bringing
human-centered solutions to difficult problems, follows collaborative, team-based interdisciplinary
processes, uses methods as a tool, and can be used by everyone from an experienced designer to a student
(as cited in Soyupak, 2019).

According to (Brown, 2008), design thinking;

* Seeks new ideas and innovative solutions to complex problems.

« It is an innovation approach that helps to cope with uncertainty.

* The process of understanding user needs, exploring solutions and ideas, and iteratively rapid

prototyping.

» It is a human-centered methodology (Brown, 2008; Razzouk & Shute, 2012; Girgin, 2020).

There are basically five different stages of the design thinking approach. The process starts with
realizing these stages. Empathy, recognizing opportunity and problem areas, developing ideas,
prototyping and evaluating by testing enable this process to come to life. Projects and methods used in
this process may vary according to needs. The design thinking method is formed by the combination of
many different methods. In order to complete this process, each of these methods must be implemented
in accordance with the rules. The process, which starts with empathy, ends with testing and evaluation
processes, and at the end of the process, what has been learned needs to be reinforced (Istanbul Bogazigi
Enstitii, 2021).

Gibbons (2016, cited by Aydemir, 2019) argued that design thinking consists of 6 basic stages.
These stages can be explained as follows:

1. Empathy: It is the stage of understanding and researching what the target audience thinks and
feels.

2. Definition: It is the stage where the researches done in the empathy stage are combined and
the problem is explained.

3. Idea generation: This is the stage where creative solutions for the identified problems are put
forward and brainstormed.

4. Prototype: This is the stage where the ideas obtained are transformed into real and tactile
products. The important thing at this stage is that the prototype should represent the ideas
in the best way possible.

5. Test: This is the stage where the level of meeting human needs of the solution is examined
and feedback is received.

6. Implementation: This is the stage where the vision is realized.

The concept of design thinking was first defined by Harvard University architecture professor

Peter G. Rowe in his book titled “Design Thinking” in 1987. David Kelley, founder of IDEO innovation
consulting firm, and Tim Brown, chairman, are among the inventors of Design Thinking and among the
people who formalized this approach. Theorists such as Herbert Simon, Nigel Cross, Richard Buchanan,
Donald Schon, Tim Brown have played an important role in the conceptualization of concepts and
theories for design thinking. In addition, the design thinking approach has been popularized by Stanford
University. Big supporters of the design thinking approach include SAP and Apple, which work closely
with innovation company IDEO. In this context, SAP's co-founder Hasso Plattner has invested in two
project campuses, one in Stanford and the other in Potsdam, to implement the design thinking approach.
It started with Simon's basic studies on the nature of design in 1969, and after that, studies on the subject
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increased. In addition, it is seen that the number of studies on the subject reached a high point in 2009
(Johansson- Skoldberg et al., 2013; Efeoglu et al., 2013; Aflatoony, 2015; Koh et al., 2015; Cabello
Llamas, 2015; Yang, 2018; cited in Ciftci, 2020).

The foundations of the constructivist approach based on the progressivism education philosophy
adopted in our country since 2005 are based on experiential learning, collaborative learning and
problem-based learning (Girgin, 2020; Kolb & Kolb, 2008; Hmelo-Silver, Duncan, Chinn, 2007
Savery, 2006; Hmelo- Silver, 2004; Bruffee, 1999). With new education systems, where students can
be used more and more effectively, it is possible with design thinking to increase their participation in
the workforce and knowledge transfer, and to ensure student compatibility towards lifelong learning
(Hung, Lim, & Lee, 2014; Chen, 2013; Razzouk & Shute 2012; Herrington & Herrington, 2006) defines
design thinking as a thinking structure that has a positive effect among disciplines in 21st century
education. It has stated that helping students think like designers can better prepare them to cope with
difficult situations and to solve complex problems at school, in their careers and in life in general (as
cited in Girgin, 2020).

There are also recent studies of the Ministry of National Education regarding the intertwining
of education and design. Although the vision and structure of the science curriculum, published in 2017
and updated in 2018, has similar features with the curriculum used, some additions stand out when the
curriculum is examined. Among these additions, it was emphasized that the program should combine
science with other disciplines, and that students should transform the knowledge and skills they have
learned in theory into practice and products. While the "research inquiry strategy™ was taken as the basis
in the 2013 science curriculum, the "strategy based on research inquiry and knowledge transfer" was
taken as the basis in the programs in 2017-2018 (MEB, 2013a; MEB, 2017; MEB, 2018; MEB, 2019;
cited by Atacan, 2020). The main purpose of the MEB 2023 Education Vision is “to raise qualified,
moral individuals who are equipped with the skills of the age and the future, who can use this equipment
for the good of humanity, who are in love with science, who are curious and sensitive to culture.” In
addition, it was stated that Design Skills Workshops focused on science, art, culture, sports and life skills
will be established (MEB, 2021).

Design thinking (DT) has emerged from the field of design and has become an approach/method
used in every field. DT, which was a method that designers used almost intuitively before, was modelled
in a way that non-designers could also benefit from, and gained a place in the literature by discussing
its principles and components. Today, DT studies are carried out with students in many educational
institutions from pre-school to higher education, with employees in many small or large-scale companies
and government institutions (Buchanan 1992; Scheer and Noweski 2012; Groeger and Schweitzer, 2014;
Brown 2015; Noel and Liub 2017; Akdemir, 2017; Sahin,2019).

Purpose of the Research and Sub-Problems

The purpose of this research is to determine the views of academicians on design thinking skills
in different disciplines in higher education. In accordance with the purpose of the research, the following
sub-problems were asked to the participants.

1. What themes explain the views of academicians from different disciplines on design
thinking skills in higher education?

2. Under which categories explain the created themes according to the views of academicians
from different disciplines on design thinking skills in higher education?

3. With which codes explain the categories created according to the views of academicians
from different disciplines on design thinking skills in higher education?

Design Thinking Skills in Higher Education

Design thinking has been described as a promising approach to helping students become creative
problem solvers and socially competent team workers. The approach was pioneered by fields such as
architecture and mechanical engineering. Initially, it was used to develop innovative products or services
that would not only benefit companies financially but also help tackle pressing societal problems such
as high crime rates or poor health (Brown, 2009; Asquith et al, 2013; von Thienen et al, 2017). The
approach soon proved useful far beyond the classical design disciplines. Researchers and practitioners
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have become interested in design thinking as a way to build creative trust, creative agency, and creative
mastery (Jobst et al., 2012; Kelley & Kelley, 2013; Rauth, Koppen, Jobst, & Meinel, 2010; Royalty,
Oishi, & Roth, 2012; von Thienen et al., 2017). Numerous universities have opened design-thinking
institutes to help students acquire creative problem-solving and collaboration skills that are hardly
encouraged by traditional education. A large number of applications show that students show a
significant interest in this type of non-traditional education. The rapid expansion of the Hasso Plattner
Institut (HPI) School of Design Thinking at the University of Potsdam in Germany is a good example.
It started in 2007 with 40 students from 30 different disciplines. Due to the rapid increase in the number
of applications from all over the world, the institute is currently training 120 students from 20 different
nationalities and 70 different disciplines in 2015. Students dedicate 2 days a week to design thinking
training for either a semester or a year. At the same time, they continue their traditional university
education for the remaining 3 days of the week (von Thienen et al., 2017). Universities such as MIT,
Harvard, and Stanford are important universities that include design thinking practices in their programs.
Important consulting organizations in the field of design such as IDEO and Continuum, educators such
as the Design and Rotman schools at the University of Toronto and the Darden school at the University
of Virginia have extensively provided explanations on the processes and tools used to implement design
thinking (Liedtka, 2015). Design thinking approach has been included in the education programs of
Karolinska Institute in Sweden under the name of “Interdisciplinary and User-Oriented Problem
Solving with Design Thinking Approach.” The content carried out as a course program includes the
participation of students studying in fields such as nursing, psychology, physiotherapy, art and
journalism (as cited in Aydemir, 2019).

Studies on Design Thinking Skills in Practice

Studies conducted in our country and abroad were examined, and surveys and scale studies on
Design Thinking were encountered in studies conducted abroad. Addressing the general target audience
abroad, Dosi et al. (2018) and Chesson (2017), a measurement tool developed to determine the DT skills
of engineering students (Blizzard et al., 2015), DT attitude scale for system engineers (Greene, Gonzalez
& Papalambros, 2019), DT test for primary and secondary school students (Rusmann & Bundsgaard,
2019) are some of them. As Siirmelioglu and Erdem (2021), as a domestic scale development study, the
Design Thinking Scale in Teaching is found in the literature to determine the design thinking structures
of teachers in the technology-based instructional design process.

Method
Research Design

In this study, qualitative research method was used. To reveal the perceptions and views of
academicians about the implementation of design thinking skills in higher education, semi structruted
interviews conducted. Interview questions were prepared by the researchers based on the literature.
Opinions were asked with 6 open-ended questions.

Study group

The participants of the research consists of 15 academicians working at two different state
universities in istanbul in the fall semester of the 2020-2021 academic year. Typical case sampling,
which is one of the purposive sampling methods, has been chosen to determine the participants that
make up this study group. The function of qualitative research to gain experience by creating examples
and perspectives is clearly revealed in studies using this type of sampling (Yildirrm & Simsek, 2006).
The data on the demographic characteristics of the academicians participating in the research are given
in Table 1.
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Table 1. Demographic characteristics of academicians participating in the research

Participant Gender Ye_elr 9f Title Department
seniority
P1 Male 25 Prof. Dr. Mec_hani(_:al
Engineering

P2 Female 22 Assoc. Dr. Textile
P3 Female 20 Assoc. Dr.. Mechanical
P4 Male 18 Prof. Dr. Manufacturing
P5 Male 15 Assoc. Dr. Mechanical
P6 Male 15 Asst.Prof. Dr Marine
pP7 Female 14 Asst.Prof. Dr Industrial
P8 Female 12 Asst.Prof. Dr Textile
P9 Male 10 Asst.Prof. Dr Manufacturing
P10 Male 10 Instructor Marine
P11 Male 8 Instructor Mechanical
P12 Female 7 Assoc. Dr. Industrial
P13 Male 7 Asst. Prof. Dr Mechanical
P14 Female 7 Instructor Mechanical
P15 Male 6 Prof. Dr. Mechanical

When Table 1 is analyzed, the participants consist of a total of 15 academicians, 9 male and 6
female. The seniority of the participants varies between a maximum of 25 and a minimum of 6 years.
The titles of the participants are seen as professor, associate professor, asst. prof. dr and instructor.
Participants work in Mechanical, Textile, Manufacturing, Industrial, and Marine Engineering
departments. Considering this information, it can be said that the participants are experts in their fields
and have sufficient experience. Each of the participants was coded by using the abbreviation as
participant one (P1), participant two (P2) and so on, according to the order of the interview.

Data Collection Process

In this study, data were collected through a semi-structured interview form prepared by the
researchers. After the interview form was prepared, two professors and associate professors working in
the field of Educational Sciences were consulted, and the form was corrected and implemented
according to the feedback received from them.

Data analysis

Qualitative data obtained from the opinions of academicians on design thinking skill practices
in higher education were analyzed by content analysis. Content analysis is a method that enables the
collection of similar information within the framework of a certain idea and subject and the
understanding of the collected information by the reader (Yildirim & Simsek, 2016). In this study, the
data were divided into themes and codes and made categorical. Interview records were coded according
to these themes and categories. Six themes and categories according to the answers to the research
questions are listed in Table 2 as follows.

Table 2. Research themes and categories
Themes
The relationship

Categories

High relationship

between design and Multi-faceted

thinking skills Complementary
Theory and practice relationship
Purposive
Holistic

Problem-solver
Methodological
Human-based

User needs-based
Solution-oriented

Design thinking
concept and its
importance
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Creative thinking-based
Innovator

Generating original ideas
Concretizing abstract thinking
Evaluating different aspects
Based on empathy

No idea
The characteristics of Empathy skills
design thinker Analysis

individuals

Open to innovation

High imagination

Paying attention to details
Creative thinking
Observation

Human-based problem solving
Communication skills
Practical thinking
Risk-taking

Open-minded

Compatible with teamwork
Solving complex problems

Design thinking
implementations
used in courses

Problem-solving method

Design project

Real-life problems

Developing thinking skills
Discovery learning strategy
Example problems

Researching user experience
Instructional planning phase
Design thinking not implemented

The competence/level
of applying design
thinking skills of
university students

No design thinking skills
Theoretical level

Poor skill practice
Development level

High level

Suggestions of
academicians on the
implementation of
design thinking skills

Design thinking should be included in the content of all
appropriate courses

o Practical training should be increased to provide students with
design thinking skills

o Workshops and laboratories should be established to practice the
skill

o Innovative thoughts should be included

e Technology should be used effectively in curricula’s

e Design thinking should be added to curriculum development
processes

o Design thinking
academicians

o English skills should be developed in order for students to conduct
research effectively

in-service training should be given to

This section conveys the findings obtained from the analysis of the data and comments based

on the findings.

Findings of the 1st question of interview “Do you think there is a relationship between design and thinking
skills (problem solving, critical thinking, creative thinking, reflective thinking, etc.), if so, what are your

thoughts on this subject?”

Findings

Theme 1. The relationship between design and thinking skills

36

Atilla ERGIN, Yelkin DIKER COSKUN



Journal of Education, Theory and Practical Research, 2022, Vol 8, Issue 1, 30-45 Atilla ERGIN, Yelkin DIKER COSKUN

Table 3. Codes and frequency distributions of the answers to the first theme

Codes Frequency (n)
High 4
Multi-faceted 3
Complementary 3
Theory and practice relationship 1
Purposive 1
Holistic 1
Problem-solver 1
Methodological 1

According to Table 3, the question about whether there is a relationship between the design and
thinking skills of the academicians is "high relationship” (n=4), "multi-faceted relationship™ (n=3),
"complementary relationship™ (n=3), "theory and practice relationship" (n=1), "purposeful relationship"
(n=1), "holistic relationship” (n=1), "problem-solving relationship” (n=1) and "methodological
relationship” (n=1). According to the answers given, it is stated that there is a high relationship at most
and a methodological relationship at least. Some of the answers to the question are given below.

P12. “There are strong links between design and thinking skills. When designing, imagination
is required. In addition to this imagination, questions arise that need to be answered. While searching
for answers to these questions, a critical perspective provides easier and clearer answers to these
questions (High) ”

P3. “In my opinion, in order to be able to design something in one's head, one must be able to
think multi-dimensionally, that is, creative, critical and reflective thinking skills must be used well in
this person, and he must know how to use the knowledge he has acquired while designing on a subject,
in relation to these abilities (Multi-faced).”

P7. “The design is made for a specific purpose. Design is intertwined with the phenomenon of
thinking. Whether identifying a problem, thinking about its solution or reaching a solution, mental
processes always take place. Complementary and purposive relationship) ”

P1. “The first step of design is imagination. Imagination, on the other hand, is a practice of
thinking about a concept that has not yet embodied. Therefore, it is not possible to dream without
thinking and to design without imagination (Theory- practice and complemantary). ”

P9. “Design is the method used to solve a problem or increase the efficiency of a problem,
accordingly, it is aimed to realize the problem solving (design) by prioritizing problem solving skills
and critical thinking, which are indispensable for design (Problem solver).”

Findings of the 2nd question of interview “Do you have any information about the design thinking skill, if any,
what are your thoughts on the importance of the design thinking skill?”

Theme 2. Design thinking concept and its importance

Table 4. Codes and frequency distributions of the answers to the second theme

Codes Frequency (n)
Human-based 3
User needs-based
Solution-oriented
Creative thinking-based
Innovator
Generating original ideas
Concretizing abstract thinking
Evaluating different aspects
Based on empathy
No idea

PR RPRPRERPEPNMDNON

When Table 4 is examined, the concept of design thinking and its importance are perceived as
follows, according to the views of the academicians. "Human-based" (n=3), "user needs-based" (n=2),
"solution-oriented" (n=2), "creative thinking-based" (n =2), "innovator" (n=1), "generating original
ideas" (n=1), "concretizing abstract thinking" (n=1), "evaluating different aspects" (n =1), "based on
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empathy" (n=1), "no idea" (n=1). According to the findings, it is seen that the concept of design thinking
is mostly human-based (n=3), then it is perceived as user needs-based, solution-oriented and based on
creativity. Some comments on the concept of design thinking and its importance are given below.

P5. “It is a people-oriented systematic problem-solving technique. If a sustainable solution,
product or even life is in question, we must perceive our surroundings correctly, identify our needs and
advantages, and act in line with the method we put forward with the least cost. Design thinking skill has
emerged to perform this process efficiently (Human-based). ”

P9. “Unfortunately, it is not meaningful to think without serving a purpose. What we think about
needs to serve a space or topic and user needs in a meaningful way. Considering the design part while
proposing-developing a product or process is very important at this point (User needs-based). ”

P2. “I use the design-oriented thinking processes effectively in the "mechanical design” course.
We have to think human-centered for every work we do in the field of engineering. Ergonomics, reducing
the use of harmful materials and increasing efficiency are aimed at the best possible solution in all
studies, and | believe that especially those who deal with engineering should learn / apply (Human and
solution based).”

P10. “Itis a design-oriented approach to finding solutions to complex problems depending on
the imagination of people. People who think design-oriented are highly creative. They define problems
better and approach them solution-oriented. They can predict the problems that may occur (Solution-
based).”

P11. “I can define it as a constant search for self-renewal and iteratively reconsidering designs
a few times while doing so. Those who think design-oriented have a strong sensitivity to their
environment. They care about expectations and believe that there are/could be solutions out of the
ordinary. They are flexible and change/change is a habit for them. These features are the personality
characters (Innovator) that should be for innovative design.”

Findings of the 3rd question of interview “What do you think are the characteristics of design thinker
individuals?”’

Theme 3. The characteristics of design thinker individuals

Table 5. Codes and frequency distributions of the answers to the third theme
Codes Frequency (n)

Empathy skills

Analysis

Openness to innovation
High imagination

Paying attention to details
Creative thinking
Observation

Human-based problem solving
Communication skills
Practical thinking
Risk-taking

Open-minded

Compatible with teamwork
Solving complex problems

PR RPRRPRRPRPRPRPREPERPRREREN

According to Table 5 the frequency distributions of academicians’ views on the characteristics
of design individuals are listed as follows, from the most to the least. "Empathy skills" (n=2),
"Analysis"(n=1), "Open to innovation"(n=1), "High imagination" (n=1), " Paying attention to details'
(n=1), "Creative thinking" (n=1), "Observation" (n=1), "Human-based problem solving" (n=1),
"Communication skills" (n=1), "Practical thinking" (n=1), "Risk-taking" (n=1), "Open-minded" (n=1),
"Compatible with teamwork" (n=1), "Solving complex problems" (n=1). According to the comments, it
is stated that design thinker individuals should have features such as empathy skills, analysis, being open
to innovation, high imagination, attention to details and creative thinking.
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P6. “They are people who like to think, observe, think analytically, take risks, empathize, have
broad imaginations and knowledge about different fields (Empathy, Observation, Risk-taking, High
imagination, Analytical thinking).”

P5. “They are productive individuals who can identify the problems and difficulties they
encounter, produce ideas for resolution, and think creatively, reflectively and critically (Creative
thinking, Open to innovation, Solving complex problems). ”

P8. “They analyze the design issue in detail. They consider it necessary to do preliminary
research/observation/interview before starting the design. They are determined and willing to learn new
design tools when necessary. They are sensitive about details (Analysis, Paying attention to details). ”

P7. “He/she should empathize with the problem situation in order to understand the problem in
detail.

Communication skills should be developed,

Being prone to teamwork

Respecting differences,

Being aware of their own way of thinking and potential,
Developed the ability to focus,

Having a holistic and detailed perspective (Empathy, Communication, Compatible with
teamwork).”

Findings of the 4th question of interview “Do you use design thinking implements in your courses? If yes, what
kind of implements do you make?’’

Theme 4. Design thinking implementations used in courses

Table 6. Codes and frequency distributions of the answers to the fourth theme

Codes Frequency (n)
Problem-solving method 4
Design project
Real-life problems
Developing thinking skills
Discovery learning strategy
Example problems
Researching user experience
Instructional planning phase
Design thinking not implemented

P RPRPRRPERPNODNON

When Table 6 is examined, the comments given to the question whether | use design thinking
practices in the lecturers’ classes are listed as follows. "Problem-solving method" (n=4), "Design
Project” (n=2), "Real-life problems" (n=2), "Developing thinking skills" (n= 2), "Discovery learning
strategy” (n=1), "Example problems" (n=1), "Researching user experience" (n=1), "Instructional
planning phase" (n=1), "Design thinking not implemented" (n=1). According to the findings, it is seen
that academicians use design thinking in their lessons, in practices such as problem solving method,
design project, researching real life problems, and developing thinking skills. Some of his teaching
comments are as follows.

P3. “In my machine design course, we have a work called a design project. In this study, we
divide our students into groups of 5 and give a problem text. This is all about defining the problems we
encounter in our daily lives within certain limits. We expect our students to have a study in which they
will report all processes from idea to design in 1 semester, taking into account engineering and human
factors (Design Project).”

P9. “I'm trying to use it in my solid modeling and entrepreneurship classes, especially on
computers. In an ergonomic goods design, logo design, intellectual and industrial rights unit, in project
studies for the solution of current problems (disinfectant machine, discoveries for the unhindered
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circulation of the disabled at school-ramp-bridge-elevator, etc., mask production process and similar
(Real-life problems)”

P2. “Since the courses taught in our faculty are taught within the framework of ABET, I
especially care that my students approach design-oriented subjects in all my courses. In all the courses
I teach, | make sure that term papers are design-oriented. In addition, while preparing the exam
questions, | try to prepare questions in a way that the questions should be answered by using the thinking
skills of the students, not memorization (Developing thinking skills). ”

P4. “In other words, we do speaking and writing activities on the problems encountered in daily
life. Like a kind of brainstorming, everyone shares their free opinion on that subject and we try to
generate ideas using the problem-solving method (Problem-solving method, Real-life problems).”

P5. “I try to use an invention-based learning strategy for situations they may encounter in daily
life and have activities to develop their problem-solving skills (Problem-solving method, Discovery
learning strategy, Real-life problems). ”

P8. “While explaining the subject of the lesson, | give examples from real life/applications. By
discussing the reasons behind the features of the designs around us, | invite students to think critically
and questioningly. While explaining the lesson topics, | increase the verbal explanations for a deep
understanding of each concept. I'm trying to create surprise by giving something to the other side with
its opposite. In exam questions, | choose real-life physical events that every student will find close to
himself in homework questions. Sometimes | also want monetary cost calculations to be done to intensify
students' attention. | definitely include the design element in homework questions (Real life problems). ”

Findings of the 5th question of interview “Do your students know about design thinking skills? If so, what are
your opinions on your students’ ability to use/practice design thinking skills?”

Theme 5. The competence/level of applying design thinking skills of university students

Table 7. Codes and frequency distributions of the answers to the fifth theme
Codes Frequency (n)
No design thinking skills
Theoretical level
Poor skill practice
Development level
High level

P NN W

According to Table 7, the answers given by the academicians to the questions related to the
theme of the competency of applying design thinking skills are listed as follows, from the most to the
least. "No design thinking skills" (n=7), "Theoretical level" (n=3), "Poor skill practice (n=2),
"Development level" (n=2), "High level" (n=1). According to the findings, it is seen that the students do
not have information about the design thinking skills or they have theoretical knowledge and their level
of application of the skill is poor.

P12. “I don't think my students know much. Since it is an area where | am just trying to improve
myself, | think we are at the very beginning (No design thinking skills).”

P3. “Yes, my students have limited and theoretical knowledge on this subject. Pragmatic
approaches contribute to their development. It supports the right decision making processes. It mostly
supports their motivation to the lesson/subject (Theoretical level).”

P8. “I don't think they have direct information. Creative problem-solving skills, which are an
important part of design-oriented thinking, are covered in the Creativity Only course. Methods such as
six hats and SCAMPER are experienced in the classroom environment. No design thinking skills). ”

P4. “Throughout the semester, | try to instill a design thinking in students in our follow-up
courses. However, | see that the vast majority, except for a small number of students, prefer to stay away
from this approach. I think I can list the reasons as laziness in thought, proneness to easy, inability to
come to difficulty. At this point, | observe that in our society, approaching innovations often without
seriousness, belittlement of new ideas, the desire to reach economic prosperity in a short way, erode
their intelligence in their earlier ages and consume their energies in useless areas. Another observation
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of mine is that while students are preparing for high school and university exams, they cannot easily get
away from their long-term preparation habits for test exams until the last years of university (Skill
practice is poor).”

P7. “Since the courses taught in our faculty are taught within the framework of ABET, all of
our students are theoretically aware of this subject. | emphasize the importance of this especially in the
courses | teach. While my students contribute more meaningfully to the design process in applied
courses, they show sufficient competence in classical courses. Also, | think that the 2nd year students
are not involved in the design process by doing enough research (Theoretical level, Development
level).”

Findings of the 6th question of interview “Do you think that design thinking is used effectively in higher
education implementations in the era of digitalization? What kind of arrangements should be made in higher
education, taking into account student needs in practice? What are your suggestions?”

Theme 6. Suggestions of academicians on the implementation of design thinking skills

Table 8. Codes and frequency distributions of the answers to the sixth theme
Codes Frequency (n)

Design thinking should be included in the content of all appropriate courses 5
Practical training should be increased to provide students with design thinking skills
Workshops and laboratories should be established to practice the skill
Innovative thoughts should be included
Technology should be used effectively in curricula’s
Design thinking should be added to curriculum development processes
Design thinking in-service training should be given to academicians
English skills should be developed in order for students to do research effectively

PR RPRPNNDN

When Table 8 is examined, the suggestions for the implementation of the design thinking skills
of the academicians in higher education are listed as follows. "Design thinking should be included in the
content of all appropriate courses" (n=5), "Practical education should be increased to provide students
with design thinking skills" (n=2), "Workshops and laboratories should be established to apply the skill"
( n=2), "Innovative thoughts should be included" (n=2), "Technology should be used effectively in
programs" (n=2), "Design thinking should be added to curriculum development processes” (n=1) ,
"Design thinking in-service training should be given to academicians" (n=1), "English skills should be
developed for students to conduct research effectively" (n=1). According to the findings, it can be said
that academicians made suggestions such as adding design thinking practices to the course content,
increasing applied training, improving my skills and including innovative thoughts. Below are some
suggestions made.

P1. “lI am in favor of higher education to include innovative ideas, but also to meet basic
engineering needs. | am not in favor of destroying basic needs when introducing a new concept. ”

“P12. Practical training aimed at gaining design thinking skills in higher education should be
increased. Problem-based and learner-centered modules can be created by developing special
scenarios. | believe that teacher candidates will increase their classroom management skills. Alternative
authentic course evaluation methods can be implemented in practice. ”

P5. “Design thinking should be included in all courses whose content is appropriate. Not every
individual who enters a university has to graduate. Students who do not/cannot meet the success
conditions required by our age and adopted by the university/who have insufficient skills should be
directed to the fields suitable for them (which can be done at the secondary school level as in Germany)
and should not be graduated. In this respect, a discipline is necessary for all Turkish universities in
which successful students can graduate. Otherwise, it results in organizing education by taking the
lowest level students as a reference, as is the case now. However, successful students should be
rewarded and education in a class should be about carrying the most successful students to a higher
level, and other students should push themselves according to that higher level. Course passing success
can be adjusted by setting a reasonable limit. What | want to say here is that universities take the point
of serving lazy students and work as institutions that prioritize hardworking students and are interested
in ways to be more useful to them. From the same point of view, academicians revise their courses when
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necessary at the point of design-oriented thinking and give students projects on project subjects close
to their expertise in design project courses. Project design courses can be organized in a way that the
student and the lecturer work together at certain hours per week. In these courses, the lecturer can
transfer the design software tools, design thinking and design methodology he knows to the students.
Universities should allocate a budget and design projects should be implemented. The student who sees
that he has succeeded in his projects will gain self-confidence, and perhaps he will have a desire and
desire to pursue an idea of work, design, and innovation that will never fade throughout his life.”

P9. “A system in which student workshops are kept open permanently and these workshops are
supplied with sufficient number of technicians and materials should be implemented as soon as possible.
On the other hand, a purely design-oriented approach would also be problematic, | also believe that the
theoretical foundations of design thinking should not be left incomplete. ”

Discussion, Conclusion and Suggestions

In this study, the views of academicians on design thinking skills in different disciplines in
higher education were examined. In our education system, where skill education has become a vision,
the organization of higher education programs in accordance with the requirements of the digital age in
order to gain the desired quality can only be achieved by gaining thinking skills. Design thinking, which
is a problem-solving skill, is a skill that meets the skills of the digital age and is essential to be applied
in higher education. When we look at the literature compiled and analyzed in this study, it is seen that
design thinking has entered the curricula of important universities abroad, but the studies on this subject
in our country are limited to master's theses, doctoral dissertations and research articles, and it has not
yet been put into practice from the theoretical dimension. In this respect, it is important to get the
opinions of academicians about design thinking practices in higher education. As a result of the
interviews, the following findings were reached.

Academicians state that there is a high, multifaceted and complementary relationship to the
question of whether there is a relationship between design and thinking skills. Multidimensional skills
such as creative, problem solving, critical and reflective thinking are used in the design process. The
design process starts with thinking and a product emerges according to the emotions and needs of the
users.

According to the findings, it is seen that the concept of design thinking is mostly perceived as
human-based, user needs-based, solution-oriented and creativity-based. “Design thinking is a
methodology based on solution-oriented thinking within the framework of different perspectives”
(Isbank, 2021). Design thinking has a human-centered core. It encourages organizations to focus on the
people they're creating for, which leads to better products, services, and internal processes (IDEOU,
2021). Research findings support this definitions.

According to the views of academicians, it is stated that individuals who think design-oriented
should have features such as empathy skills, analysis, being open to innovation, high imagination,
attention to details and creative thinking. In her doctoral dissertation in 2017, Chesson defines the
characteristics of design thinkers as follows. A design thinker has a dynamic mindset, is empathetic,
human centered, visual, comfortable with ambiguity, collaborative, reflective, open to taking risks,
embracing of failure, optimistic, and is able to engage in prototyping (Chesson, 2017). Educators who
apply design thinking in education have stated that design thinking contributes positively to students'
problem solving, creative thinking and working in collaboration (Anderson, 2012; Arcan, 2019; Scheer
& Plattner 2011; Skaggs, Fry & Howell 2009; Watson, 2015; quoted by Girgin, 2020). As a result, it is
revealed that design thinker individuals should have multidimensional thinking skills.

It is seen that academicians use design thinking in their courses, in practices such as problem
solving method, design project, researching real life problems, and developing thinking skills.
Academicians stated that students do not have knowledge about design thinking skills, some of them
have theoretical knowledge, and those who have knowledge have a weak application level of the skill.
According to the findings, it is seen that academicians make suggestions such as adding design thinking
practices to the course content, increasing applied training, improving thinking skills and including
innovative ideas.
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In the light of the data of this study, the following recommendations could be made.

1. Applied design thinking laboratories and institutes should be established in higher education.

2. It is seen that the studies carried out abroad on design thinking skills are done as an
achievement test, skill measurement tool and attitude scale, but there is a study called
"Design Thinking Scale in Teaching" for teachers as a scale study in Turkey. Considering
the limitations in the design thinking literature and the findings revealed by the opinions of
the academicians, it is necessary to conduct scale development studies that evaluate the
skills of university students.

3. Design thinking studies should be supported by academic studies and practice-oriented
studies should be carried out.

4. Workshops and seminars on design thinking skills, which include the skill sets of the digital
age, should be given.

5. When the subject literature is examined, it has been observed that there are more studies
focused on design departments and science. It is recommended that educational science
researchers conduct applied studies on design thinking.

6. It is suggested that design thinking practices, which is the interdisciplinary approach of our
age, should be included in the planning, preparation and development stages of higher
education curricula.

7. Considering the data of this research, it is seen as a need to conduct a program evaluation
study in order to check the effectiveness of design thinking in higher education curricula.

8. Design thinking practices should be added to all course content.
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Introduction

The Turkish lesson curriculum is grounded on four basic language skills: listening, speaking,
reading and writing. In the Turkish lesson curriculum, these skills are described as follows: “It is
constructed in an integrated way that will enable students to acquire language skills and mental skills
related to listening/watching, speaking, reading and writing that they can use throughout their lives,
to develop themselves individually and socially by using these skills, to communicate effectively, to
acquire the habit of reading and writing willingly with a love of Turkish (MEB [Ministry of National
Education, MoNE], 2019)”. Accordingly, the learning outcomes of the curriculum are classified as
related to listening/watching, speaking, reading and writing skills. When the number of the learning
outcomes in the 4" grade mathematics curriculum is examined, it is seen that there are a total of 78
learning outcomes; 13 are related to listening/watching skill, 6 are related to speaking skill, 37 are
related to reading skill and 22 are related to writing skill.

Assessment and evaluation, which is one of the basic elements of the instructional process
(Basol, 2013), is expressed as the determination of the learning level and needs by measuring the
quality of education, and then, the detection of the deficiencies in the process and the improvement of
the process, accordingly (Balc1 & Tekkaya, 2000; Black & William, 1998). Every intervention in the
learning-teaching process is undertaken for a specific purpose. At the end of the intervention, whether
the expectation is met or to which extent it has been met provides guidance for the next steps. For this
reason, whether the education has reached the expected result in the learning-teaching process can
only be determined by measuring and evaluating the practices implemented (Gdoger, 2016). In this
context, MEB (2019) emphasizes a continuous evaluation process in order to determine the extent to
which the knowledge and skills aimed to be imparted to students by the curriculum have been acquired
by students. This continuity has to be ensured at every stage of the instructional process. In this
connection, assessment and evaluation will contribute to obtaining information about the student at the
beginning of the instructional process, to the determination of the learning outcomes, to the provision
of feedback to the student and the teacher during the teaching and to the determination of the extent to
which the instructional process has accomplished its learning outcomes at the end of the process
(MEB, 2019). Thus, the level of the students will be determined by assessment and evaluation, and the
learning outcomes will be determined accordingly. The assessment and evaluation performed during
the instructional process will give the teacher the opportunity to evaluate the process he/she has been
carrying out and at the same time will enable him/her to have information about the student’s
situation. Assessment and evaluation performed at the end of the instructional process will reveal the
extent to which the learning outcomes have been achieved.

Although a process-oriented assessment and evaluation approach has been adopted in the
Turkish lesson curriculum in general, the Ministry of National Education (2019) also states that “a
result-oriented assessment and evaluation approach should be adopted in addition to the process-
oriented one in 4th-8th grades” in the relevant curriculum. In result-oriented assessment and
evaluation studies, written exams are emphasized especially for the evaluation of cognitive skills.
Although alternative measurement tools have become widespread in recent years, it is stated that the
most common type of exam used by teachers is written exams (Kogce & Baki, 2009) and primary
school teachers still use traditional assessment-evaluation methods (Gok & Sahin, 2009; Giines, Sener-
Dilek, Hoplan, Celikoglu & Demir, 2010). Among the exam techniques most used by teachers,
guestion types such as written exam questions, multiple choice, true-false and filling in the blanks
questions come to the fore (Gok & Sahin, 2009; Giines et al., 2010). In primary school, written exams
are used by primary school teachers to determine the marks of students in the 4™ grade. In the 22™
article of the Ministry of National Education Pre-School and Primary Education Institutions
Regulation (2018), the quality and number of assessment and evaluation are expressed as follows:

“In the 4™, 5™ 6", 7" and 8" grades, two exams are given for each school subject in
each term. The number of exams to be held in a class in a day cannot exceed two, and the
duration of each exam cannot exceed one class hour. Different types of questions are
included in the exams conducted by teachers. While preparing the questions, they are
chosen to address the subjects covered since the beginning of the term, with the highest
number of questions to address the most recent subjects. ”
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For the effective functioning of the instructional process, a curriculum should be handled in an
integrated manner. For this reason, the assessment and evaluation process should be integrated with
the other elements of the curriculum. In this regard, MEB (2019) emphasizes that the questions used
in the assessment and evaluation process in the Turkish lesson curriculum should be consistent with
the knowledge, skill types and levels addressed in the learning outcomes set within the curriculum and
should be in a way that allows students to use higher-order cognitive skills. The distribution
relationship between the questions and the learning outcomes in written exams is an important factor
on the validity of the assessment and evaluation. One of the most important features that should be
possessed by measurement tools for measuring achievement is the content validity of the tool
(Barbara, 2004). Content validity is related to whether the items in the measurement tool are
compatible with the table of specifications; that is, with the learning outcomes they aim to measure
(Baykul, 2000; as cited in Giiltekin & Arhan, 2015). Assessment and evaluation that is not compatible
with the learning outcomes will not accurately reflect the extent to which these learning outcomes
have been achieved. One of the most important tools used to ensure content validity while preparing
exams is the table of specifications. The table of specifications is the display of the scope and the
behaviours to be measured in line with the purpose of the exam on a two-dimensional table (Demirel,
1998). Using the table of specifications provides convenience for teachers (DiDonato-Barnes, Fives &
Krause, 2013) as well as defining the focus of the test, ensuring the harmony of the learning outcome
and the content (Barbara, 2004). For this reason, in order for written exams to reach their goals, the
content validity of the tests should be ensured and tables of specifications should be used as a
facilitator for it because the results obtained from an assessment and evaluation process that has not
been validated and is not compatible with the learning outcomes will not provide healthy feedback for
the curriculum, teacher and student.

In the literature, there are studies examining the cognitive levels of Turkish written exam
questions (Biiyiikalan-Filiz & Delal-Turan, 2018; Cintas-Yildiz, 2015; Goger, 2014; Giifta & Zorbaz,
2008; Kavruk & Cegen, 2013), text-based questions asked by primary school teachers in written
exams (Kocaarslan & Yamag, 2018) and middle school Turkish exam questions in relation to the
course learning outcomes (Aydin & Uggun, 2020; Giineyli & Abbasoglu, 2015; Unlii, Taga & Oztiirk
2014). On the other hand, the number of studies in which the questions asked by primary school
teachers in the Turkish written exams are examined in relation to the course learning outcomes is quite
limited (Yildinm & Girmen, 2019). Therefore, it is thought that investigating the compatibility and
scope of written exam questions prepared for 4™ grade students with the learning outcomes in the
curriculum will contribute both to reveal the current situation and to future studies. In this context, the
purpose of the current study is to investigate the compliance of the Turkish written exam questions
prepared for the 4™ grade students with the learning outcomes in the 2019 Turkish lesson curriculum.
To this end, the research question is as follows:

e When the learning outcomes in the Turkish lesson curriculum are considered, what is the level
of compliance between the content of the “Turkish written exam questions” on the website
egitimhane.com and the curriculum?

Method
Research Model

The current study is a descriptive study employing the case study design, one of the qualitative
research methods. Since the research data consist of written exam papers prepared for the Turkish
course of 4" graders, they were collected through document analysis. Document analysis includes the
analysis of written materials containing information about the targeted phenomenon or phenomena
(Yildirim & Simsek, 2018).

Study Group, Source and Materials

The documents that make up the study group are comprised of the files uploaded under the
name of the 4™ grade Turkish written exam questions onto the website called egitimhane.com in the
2019-2020 and 2020-2021 education years. The reason why the website www.egitimhane.com is used
as a data source is that there is no membership requirement to download documents, that it is one of
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the sites that teachers visit the most, retrieve and upload documents (Baydas, Gedik & Goktas, 2012;
Isik, 2018; Tepe, 2020) and that it is the website most used by primary school teachers in lesson
preparations (Kula & Demirci-Giiler, 2019). Although the questions on the website are generally
downloaded and uploaded by teachers, there is no requirement of being a teacher to do so. Given that
there is no membership requirement for downloading data and that written exams can be used by
students and parents for preparation purposes, there is no definite information that these written exams
are uploaded by teachers and used in classrooms. This is one of the limitations of the study.

In line with the purpose of the study, first, all the 4™ grade written exam files for the 2019-
2020 and 2020-2021 education years were downloaded from the website. Exam files were checked
one by one and the remaining files were examined after the exams that did not belong to the Turkish
course and were prepared for the Turkish course Individualized Education Program (IEP) were
excluded. Information about the written exams is given in Table 1.

Table 1. Information about the Written Exams

Documents n
Number of exams obtained 245
Written Exams Number of exams included in the study 224
Number of exams excluded from the study 21
Total number of questions 3808
Questions Number of questions included in the study 2797
Number of questions excluded from the study 1011

As can be seen in the table, 224 out of 245 exams were included in the study. A total of 21
exams were excluded from the study as they were exactly the same as other exams included in the
study. A total of 3808 questions were obtained in the 224 exams included in the study. All of these
guestions were listed first, and 1011 questions, which were exactly the same as other questions, were
excluded from the study, and thus, analyses were made on 2797 questions in total. Following
examples can be given for the excluded questions.

The question “which punctuation marks should be placed in the places indicated by the parentheses in
the sentence “Alas ( ) You broke my mother’s favourite vase () We must clear up this mess
immediately () You will help me, right” was asked in 22 different exam worksheets.

“Beyza is going to the library to do research in the afternoon.” Which of the following questions does
not have an answer in the sentence? This question was asked with the same answer options on 8 exam
worksheets.

Data Analysis

The descriptive analysis method was used in the analysis of the data. In the descriptive
analysis method, the data are summarized and interpreted according to predetermined themes, and
direct quotations are frequently included (Yildirim & Simsek, 2018). In the study, a code-category
relationship was established by writing relevant questions opposite the learning outcomes in the 4"
grade 2019 Turkish lesson curriculum. In the analysis of the data, the researcher and a primary school
teacher worked separately. All the questions were written opposite the relevant learning outcomes and
then the compatibility between the two encoders was checked. While there was no difference of
opinion in the coding of the questions in relation to the learning outcomes, there were different coded
questions in the coding of the questions that were not related to any learning outcome. These questions
were coded separately again and the questions continued to be examined until consensus was reached.
After the full agreement between the two encoders was achieved, the frequency table was created.

Validity and Reliability of the Study

In qualitative research, validity and reliability are explained with the concepts of credibility,
transferability, consistency and confirmability (Yildinm & Simsek, 2018). For the sake of credibility,
examples of the objective-question relationship are given in the findings section. For the sake of
transferability, the method part of the study was written in a clear and detailed way, the selection of
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the data source, its reasons, access to the documents, the selection and justification of the data
included and excluded from the study and the analysis process were presented in detail. In the data
analysis, besides the researcher, a primary school teacher who taught 4™ grader in the previous year
coded and the agreement between the two coders was checked. The exam papers and codes included in
the study are preserved for the sake of confirmability.

Ethics Committee Approval

Ethics committee approval was not sought, since the study was conducted by using the
document analysis method and open sources on the internet.

Findings

In this section, the findings obtained from the analysis of the data are first given in the form of
a general table of basic skills, and then the findings for each skill are presented separately. While the
findings are presented, the learning outcomes in the Turkish lesson curriculum, the number of
guestions corresponding to each learning outcome and sample questions are given. At the end of each
sample question, the number of the relevant exam is added as (el), (e2), (e3). While the tables of
learning outcomes and questions are given, the learning outcomes for which at least one question is
determined are given in the table, and the learning outcomes for which no question is asked are not
given in the table. Language skills and learning outcomes are presented in the order specified in the
curriculum. The general view of the relationship between the Turkish written exam questions and the
learning outcomes is as in Table 2.

Table 2. Distribution of the Questions regarding the Basic Language Skills

Learning outcomes f %
T.4.1. Listening/Watching 1 0.03
T.4.2. Speaking 0 0
Fluent reading 1 0.03
. Vocabulary 807 28.85
T.4.3. Reading -
Comprehension 969 34.64
Total 1777 63.53
T.4.4. Writing 488 17.44
Srgzsétilz?/z I;elated to learning outcomes at different 233 8.33
Questions not related to any learning outcome 298 10.65
Total 2797 100

When the table is examined, it is seen that there is 1 question addressing listening skill, no
question addressing speaking skill, 1777 questions addressing reading skill and 488 questions
addressing writing skill. On the other hand, it is seen that 298 questions could not be associated with
any learning outcome and 233 learning outcomes addressed with the questions are the learning
outcomes for lower or upper grades rather than the 4™ grade. It is seen that the majority of the
questions examined are concentrated on reading skill (63.53%) and writing skill (17.30%). It is also
seen that that the learning outcomes addressed within the context of reading skill are related to
comprehension skill (34.64%) and vocabulary (28.85%).

Findings related to listening/watching skill

The findings regarding the questions asked to address listening/watching skill are given in
Table 3.

Table 3. Learning outcomes and Questions related to Listening Skill

Learning outcome f Sample question

Which of the following is not the feature of a
good listener? (e38)

T.4.1.12. Uses listening strategies. 1

As can be seen in the table, one question was asked for only one of the 13 learning outcomes
related to listening skill. When this question is examined, it is seen that the question requires
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memorized knowledge, and that it is not a question to measure whether the student transforms this
knowledge into a skill.

Findings related to speaking skill

In the Turkish lesson curriculum, there are 6 learning outcomes directed to speaking skill at
the 4™ grade level. In the examined questions, no question about speaking skill was determined.

Findings related to reading skill

Findings on the learning outcomes related to reading skill are given separately under the
headings of fluent reading, vocabulary and reading comprehension skills. Findings on the learning
outcomes related to fluent reading skill are given in Table 4.

Table 4. Learning outcomes and Questions related to Fluent Reading

Learning outcome f Sample question

Which of the following is not one of the rules of
reading aloud? (e41)

T.4.3.6 Uses reading strategies.

It is seen in the table that there is only one question for one of the 6 learning outcomes related
to fluent reading skill. No question addressing the other learning outcomes was detected. When this
guestion is examined, it is seen that the question requires memorized knowledge, and that it is not a
question to measure whether the student transforms this knowledge into a skill.

Findings on the learning outcomes related to vocabulary are given in Table 5.

Table 5. Learning outcomes and Questions related to Vocabulary
Learning outcome f Sample question
T.4.3.7. Finds the antonyms of 176 In which of the following sentences are

words. antonyms used together? (e16)

T.4.3.8. Finds the synonyms for 201 Write synonyms of the following words
words. opposite. (e2)

T.4.3.9. Distinguishes  the 62 In which of the following sentences is not
meanings of homonyms. there a homonymic word? (e155)

Write the underlined words below
according to their meaning in the sentence
(literal,  figurative,  idiomatic) in
parentheses. (€98)

T.4.3.10. Determines the literal,
figurative and idiomatic words in 181
a text he/she reads.

T.4.3.11. Comprehends the
contribution of idioms and

Which of the following is a proverb

oroverbs to the meaning of a 146 ?é:ii/li%i)ng solidarity and cooperation?
text.

T.4.3.12. Guesses the meaning Which of the ones given below can be the
of unknown words and phrases 41 meaning of the underlined world in the
from the context. sentence above? (e27)

As can be seen in the table above, questions were asked about all the 6 learning outcomes
related to vocabulary. Although the distribution of questions is balanced in general, it is seen that more
questions are asked about synonyms, literal, figurative and idiomatic words, antonyms, and the
meaning of idioms and proverbs.

Findings on the learning outcomes related to comprehension skill are given in Table 6.
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Table 6. Learning outcomes and Questions related to Comprehension

Learning outcome f Sample question
T.4.3.13. Answers questions 5 Write the physical characteristics of the figure
about images. seen in the photo below next to it. (e63)
T.4.3.16. Determines the topic Which questlon_does Asli, who r_eads a text,
of the text he/she has read 43 peed to answer in order to determine the main
' idea of the text? (e159)
T.4.3.17. Determines the main 114 Which of the following statements can be the
idea/gist of the text. main idea of this text? (e93)
T.4.3.18. Answers the questions . . 5
about the text he/she has read. 530  When did the villager see the snake? (e176)
T.4.3.19. Asks questions about 1 Write a question about the text and answer it.
the text. (el157)
T.4.3.20. Determines the story
elements in the texts he/she has 55 Write the story elements of this text. (e80)
read.
T'4'3'21.' _Determlnes the What do you think would be the best title for
appropriate title for the content 26 this text? (e211)
of the text he/she has read. '
;rn.s;l.iizé ofur;gzrsgzndss mbt)hé 6 Which of the following is the meaning of the
'ng Pes, sy symbol given next? (e145)

and signs.
T.4.3.23. Distinguishes between 17 Write the types of texts given below in the
text types. dotted lines given under them. (e71)
T.4.3.24. Recognizes  the Match the parts taken from the Introduction,
elements that make up narrative 26 Body and Conclusion sections of the text with
and informative texts. the correct section. (€109)
T.4.3.26. Distinguishes between Write (F) next to the sentences which are factual

o : and (I) next to the sentences which are
real and imaginary elements in 49 oo .

imaginary from among the sentences given
the text.
below. (e33)

T.4.3.28. Makes inferences 88 What conclusion can be drawn from this story?
about what he/she has read. (e3)
T.4.3.34. Answers questions 3 Answer the questions based on the information
about graphs, tables and charts. given in the graph. (e23)
T.4.3.37. Expresses his/her , .. .
thoughts about the events in the 6 Why doesn’t the soldier in the text wrestle with

text he/she has read.

Atatiirk? Explain your thoughts. (e27)

flhan POLAT

There are 25 learning outcomes related to comprehension skill in the Turkish lesson
curriculum. As can be seen in the table above, there are questions asked to address 14 of these learning
outcomes (56%) while there are no questions asked to address the remaining 11 learning
outcomes (44%). Accordingly, it is understood that almost half of the learning outcomes related to
comprehension skill are not addressed in the exams. In addition, 530 questions (54.69%) out of 969
questions related to comprehension skill seem to be asked to address a single learning outcome;
“T.4.3.18. Answers the questions about the text he/she has read. ”

Findings related to writing skill

Findings on the learning outcomes related to writing skill are given in Table 7.

52



Journal of Education, Theory and Practical Research, 2022, Vol 8, Issue 1, 46-58 flhan POLAT

Table 7. Learning outcomes and Questions related to Writing Skill
Learning outcome f Sample question
How is the “Name-City” game, which gives
1 children the habit of focusing on a subject
played? Write. (e187)
Write a story about which profession you

T.4.4.2. Writes instructions for the
stages of a task.

T.4.4.3. Writes a narrative text. 46

want to choose at an older age. (€129)
T.4.4.4. Writes an informative 5 Briefly write the ways to protect from the
text. COVID-19 virus below. (e68)
T.4.4.8. Uses Turkish words Which of the following words is a word that
rather than foreign words or 3 has entered our language from foreign
words borrowed from foreign languages? (e138)

languages while writing.

T.4.4.10. Uses capital letters and Put appropriate punctuation marks in the
L . 298

punctuation in appropriate places. blanks below. (€32)

T.4.4.13. Uses homophones in Use the following homophones in sentences

his/her writings in accordance 47 with their different meanings. (e166)

with their meanings.

T.4.4.17. Writes numbers Which of the following has a mistake in the
4 :

correctly. spelling of numbers? (e142)

T.4.4.18. Uses conjunctions in Indicate whether the suffixes “-de” and “-ki”

accordance with the rules in should be written together or separately in the

his/her writings. It is ensured that 53 following sentences. (e24)
they write the conjunctions “de”
and “ki” correctly.

T.4.4.22. Writes intensifiers 97 Arrange the following words to be intensified
correctly. correctly. (e139)

3 and 4™ grade writing exercises; Which of the following sentences contains a
first of all, reflection words such word that expresses reduplication? (e6)

as “siril sir1l” and “vizir vizir” and 4

reduplications such as softly, far
and near should be written.

There are 22 learning outcomes directed to writing skill in the Turkish lesson curriculum.
When the table above is examined, it is seen that questions related to 9 learning outcomes (40.90%)
were asked in the exams, but no questions were asked for 13 learning outcomes (59.09%). In addition,
although they are not among the learning outcomes, 4 questions were detected about the reduplications
expressed under the title of “3™ and 4™ grade writing exercises” in the explanations section of the
Turkish lesson curriculum. In relation to writing skill, it is seen that the questions do not show a
balanced distribution across the learning outcomes and no questions were asked about more than half
of the learning outcomes. In addition, it is seen that there is not a balanced distribution of the questions
across the learning outcomes for which questions were asked. Out of 488 questions asked to address
the learning outcomes related to writing skill, 298 questions (61.06%) are related to a single learning
outcome; “T.4.4.10. Uses capital letters and punctuation in appropriate places.”

Findings about the questions related to learning outcomes from different grade levels

When the exam questions were examined, it was seen that some of the questions are not
related to the learning outcomes of the 4™ grade level Turkish lesson curriculum. When these
guestions were examined in relation to the learning outcomes of other grade levels, they were found to
be related to learning outcomes of other grade levels. Findings on the questions related to these
learning outcomes are given in Table 8.
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Table 8. Questions asked for the learning outcomes from different grade levels

Grade Learning outcomes f Sample question
T.2.4.1. Writes meaningful 53 Write one regular sentence and one
and structured sentences. inverted sentence below? (e88)

2" grade  T.2.4.13. Writes the question Which of the following sentences
suffix in accordance with its 33 contains a mistake in the spelling of
rule. the suffix “-mi”? (e126)

T.3.3.21. Recognizes the
rd elements that make up texts. How many paragraphs does the text

8" grade a) Brief information about the 1 above consist of? (€203)
title and paragraph is given
T.5.4.11. Uses the words that
are subjected to phonetic 25 Write the phonetic events in the
events correctly in his/her words below. (e66)
writings.

T.5.3.31. Makes inferences Read the sentences. Write (O) next to

about what he/she has read. the sentences expressing objective

(...emphasis is placed on 22 judgment and (S) next to the

objective and  subjective sentences  expressing  subjective

inferences) judgment. (e19)

T.5.3.11. Explains the

function of the derivational . o

suffix. Derivational suffixes Add the app ropriate Sufﬁxes , b
th . . lik,-11,-s1z” to the following simple

5"grade are not memorized, their 12 L

. words to create derivative words.
functions are comprehended. (€73)
The logic of word derivation
is taught
T.5.3.26. Evaluates  the
contribution of the transition Which of the following cannot be
and connection expressions 10 written in place of the underlined
between the elements that word in the sentence above? a) but b)
make up the text to the or ¢) however d) yet (e193)
meaning.

. Write a sentence that will be the

T'5'4'4.' Uses writing 5 continuation of the text you have
strategies. read. (€7)
T.6.3.7. Distinguishes . . .
between the functions of 16 Conjugate the foI_Iowmg words with
. . . the noun case suffixes. (e148)
inflectional suffixes.
T.6.3.11. Distinguishes . . .

6" grade  between simple, derived and 5 Wh.'Ch.Of the following words is a

derivative? (e105)

compound words.
T.63.12. Explains the Underline the pronouns in the
contribution of pronouns to 1 following sentences. (¢30)
the meaning of the text. g '
T.7.3.8. Identifies the figures 31 Which of the following sentences
of speech in the text. includes exaggeration? (e137)
T.7.3.13. Identifies 9 Which of the following sentences has
incoherencies. incoherencies? (e223)

th T.7.3.12. Recognizes the

7" grade semantic features of verbs.

Emphasis is put on the 5 Write the 10 actions in the text into
semantic features of the verbs the box. (e66)
of action, occurrence and
state.
8" grade T.8.4.18. Identifies  the 8 Write the subjects and verbs of the

elements of a sentence.

following sentences. (e55)
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Of the examined questions, 233 (8.33%) are not related to the learning outcomes in the 4"
grade Turkish lesson curriculum rather they are related to the learning outcomes in the 2™, 3 5" 6™,

54



Journal of Education, Theory and Practical Research, 2022, Vol 8, Issue 1, 46-58 flhan POLAT

7" and 8" grade Turkish lesson curricula. There are 86 questions related to 2™ grade learning
outcomes, 1 question related to 3" grade learning outcomes, 74 questions related to 5" grade learning
outcomes, 22 questions related to 6" grade learning outcomes, 42 questions related to 7" grade
learning outcomes and 8 questions related to 8" grade learning outcomes. Here, it is seen that the
highest number of questions is related to the learning outcomes in the 2™ and 5™ grade Turkish lesson
curricula.

Findings on the questions not related to any learning outcome

As a result of the analysis, 298 (10.65%) were found to be not related to any learning outcome.
Some sample questions in this group are given below:

Which of the following is not a Turkish leader? (e78)
Which of the following is not a characteristic of a good leader? (e41)
Discussion and Results

In this section, the results obtained from the findings of the study are discussed and
suggestions are made in light of these results.

The findings of the study have revealed that the Turkish written exam questions prepared for
4™ graders have some problems in terms of content validity in relation to the Turkish lesson
curriculum. While the questions are mainly concentrated on reading and writing skills, listening and
speaking skills are neglected. While only one of the questions examined within the context of the
study is about listening skill, there is no question about speaking skill. This result concurs with some
studies in the literature (Giineyli & Abbasoglu 2015; Karatay & Dilekci, 2019; Unlii et al., 2014;
Yildirnm & Girmen, 2019). Although there is not a balanced distribution of the questions across
listening, speaking, reading and writing skills, it has also been determined that there is not a balanced
distribution of the questions across the learning outcomes related to reading and writing skills. In this
connection, only one of the six learning outcomes related to fluent reading skill, one of the reading
skills, is addressed by the questions, while all of the learning outcomes related to vocabulary are
addressed by the questions, 14 out of 25 learning outcomes related to comprehension skill are
addressed by the questions. On the other hand, 9 out of 22 learning outcomes related to writing skill
are addressed by the questions. When the learning outcomes related to reading and writing skills are
examined, it is seen that 7 learning outcomes related to answering questions about the text, use of
capital letters, punctuation marks, synonyms and antonyms, words with literal, figurative and
idiomatic meanings, proverbs and idioms and main idea/gist of a text only constitute 11.86% of the
learning outcomes, the questions addressing these 7 learning outcomes constitute 67.63% of all the
questions asked in the exams.

There may be several reasons why there are too many questions for reading and writing
skills, and listening and speaking skills are almost completely ignored. Reading comprehension
and written expression skills of students are usually measured and evaluated with written exams
(Géger, 2019). In addition, Unlii et al. (2014) state that the assessment of reading and writing skills is
more concrete, objective and easier than the assessment of listening/watching and speaking skills. In
the written exams, the teacher generally produces the exam questions and distributes them to the
students and students are asked to answer the questions within a certain period of time. During this
period, the teacher and the student do not communicate. In such a case, it will be difficult to measure
listening and speaking skills. Listening and speaking skills are not appropriate skills to be measured
only by giving the exam paper. A minimum level of auditory stimulus is needed for listening skill.
Speaking skill requires the individual to express his/her feelings and thoughts orally. For this reason,
teachers may not have included listening and speaking skills in the written exams. Secondly, studies in
the literature show that teachers evaluate their students’ listening and speaking skills mostly by
observing them in the classroom and evaluating their actual listening and speaking performance in the
classroom indirectly (Goger, 2019; Karatay & Dilekei, 2019; Yildirim & Girmen, 2019). Although it is
mentioned that the listening skill is difficult to assess and evaluate in written exams, Goger (2019)
stated that listening skill should be included in written exams and suggested a model in which listening
skill can be measured and evaluated through written exams, just like the evaluation of students’
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reading comprehension skills. Another reason is related to teachers’ assessment and evaluation
competences. In the literature, it is stated that teachers are not competent enough in the field of
assessment and evaluation (Gelbal & Kelecioglu, 2007) and that the reason for teachers’ neglect of
speaking and listening skills is that their assessment and evaluation competences in these areas are not
good (Karatay & Dilekgi, 2019). The fact that the questions used in the exams do not show a balanced
distribution across the learning outcomes in the curriculum will also prevent the assessment and
evaluation process from yielding healthy outcomes. In this regard, MEB (2019) emphasizes that the
questions used in the assessment and evaluation process in the Turkish lesson curriculum should be
consistent with the knowledge, skill types and levels addressed in the learning outcomes within the
curriculum and should be in a way that allows students to use higher-order cognitive skills.

Another result reached in this study is that there are questions that are not related to the 4"
grade learning outcomes. It was concluded that while some of these questions (8.33%) are related to
the 2", 3" 5™ 6™ 7" and 8™ grade learning outcomes, some of them (10.65%) are not related to any
learning outcome. It is thought that there are several reasons for this situation. Among the questions,
there are questions about the 2™ and 3™ grade learning outcomes, which might be because of desire on
the part of teachers to repeat the subjects studied in the former grades. In addition, since the platform
where the questions are taken is an exam download site accessible from every region of Turkey, exams
uploaded by teachers from regions with lower education levels may have include such questions. It is
thought that the reason for asking questions about the 5", 6™, 7" and 8" grade learning outcomes is the
use of supplementary textbooks. Although various restrictions are imposed by the Ministry of National
Education, it is known that teachers recommend alternative textbooks to their students (Ozel &
Alniagik, 2017). Thus, the authors analysed the subjects and questions in 5 supplementary textbooks
prepared for 4™ graders. As a result, they found that these books included the learning outcomes of the
upper grades, which concurs with the finding of the current study. This can explain the presence of
content and questions related to objectives other than the learning outcomes of the fourth grade
curriculum in the exams analysed in the current study.

As a result, in the current study, in which the Turkish written exam questions prepared for 4"
graders were examined, it was concluded that there were problems in relation to the content validity of
the questions prepared in terms of the language skills addressed in the Turkish lesson curriculum and
the learning outcomes for each language skill and that the questions were largely concentrated on
reading and writing skills while listening and speaking skills were almost completely ignored. In
addition, it was also concluded that questions addressing the learning outcomes for grade levels other
than the 4™ grade level and questions that were not related to any of the learning outcomes in the
Turkish lesson curriculum (1%-8™ grades) were asked and that there were problems with the scope of
the written exams. Thus, it can be said that the assessment and evaluation activities conducted using
these exam papers will be insufficient to reflect the current situation, and that they will yield
misleading information about the extent to which curriculum learning outcomes have been achieved
and will provide misleading feedback to the teacher and the student.

In light of the results of the study, the following suggestions can be made:

e If the written exam questions downloaded from the website of the “egitimhane” will be
used in the classroom, it can be suggested that teachers should examine them within the
scope of the curricular learning outcomes and use them after the necessary corrections are
made.

e In order for written exams to reach their purpose, they should be prepared according to
the learning outcomes in the curriculum of the related grade level and assessment-
evaluation should be done accordingly. Given that the learning outcomes above the grade
level will both force the student and make teachers feel obliged to address them in the
class, more care should be taken in this regard.

e In particular, all of the learning outcomes related to reading and writing skills should be
tried to be addressed in written exams. Alternative assessment and evaluation methods
should be used for speaking and listening skills.

e Although it is not one of the results of the study, it should be taken into account that
parents and students will also download and study the exams in order to prepare for
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exams, since the platform examined in the current study is open to everyone and the exam
questions can be downloaded without membership because when teachers download and
use the written exams directly from here, there may be students who have reached these
questions before and even seen the same exam that the teacher applied in the classroom.
This may be a factor that threatens the reliability of the exam.

e  For researchers, it can be suggested to investigate the use of such sites by teachers,
students and parents, who uploaded the written exams, the uneven distribution of learning
outcomes in the written exams, and the reasons for asking questions about learning
outcomes different from the ones addressed in the curriculum of the related grade level.

e By comparing the written exams prepared by teachers themselves and the exams on
platforms such as “egitimhane”, the similarities and differences between them can be
revealed, and teachers’ use of these platforms can be investigated.
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Anahtar Kelimeler

Bu calismanin amaci 4. siniflar i¢in hazirlanan Tiirk¢e dersi yazili sinav
sorularinin 2019 Tiirk¢e dersi dgretim programi kazanimlarina uygunlugunu
aragtirmaktir. Bu amag¢ dogrultusunda calisma, nitel aragtirma yonteminde
durum c¢alismasi deseni olarak tasarlanmis ve veriler dokiiman incelemesi
yontemiyle toplanmistir. Calismanin dokiimanlari 2019-2020 ve 2020-2021
Ogretim yillarinda 4. siniflar i¢in hazirlanmis Tirkge dersi yazili sinav
kagitlarindan olugmaktadir. Bu kapsamda www.egitimhane.com adli internet
sitesinden indirilen 224 sinava ait 2797 soru iizerinden betimsel analiz
yaptlmistir. Calismada ulasilan bulgulara gore 4. siif Tiirk¢e yazili sinav
sorularinin Tiirk¢e dersi 6gretim programindaki dinleme, konusma, okuma ve
yazma becerileri arasinda ve her dil becerisinin kendi i¢indeki kazanimlarina
gore dengeli bir dagilim gostermedigi; agirlikli olarak okuma ve yazma
becerisine odaklanildigi; dinleme ve konusma becerisine yer verilmedigi
sonucuna ulagilmustir. Bununla birlikte Tiirkge dersi Ogretim programi
kazanimlari dikkate alindiginda s6z konusu web sitesindeki sinav igeriklerinin,
hem sinif diizeyinin uygun olmamasi hem de kazanimlarla iliskili olmayan
igerikler barindirmasi nedeniyle, 6gretmenler tarafindan 6gretim siireglerinde
kullanilmasinin, programda belirtildigi sekliyle 6grencileri belirli bir ¢erceve ve
Olgiite gore degerlendirme amacina hizmet etmedigi sonucuna varilmistir.
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Giris

Tiirkge dersi dgretim programi; dinleme, konusma, okuma ve yazma olmak iizere dort temel
dil becerisi iizerine kurulmustur. Tiirk¢e dersi 6gretim programina bakildiginda bu beceriler soyle
ifade edilmistir: “Ogrencilerin hayat boyu kullanabilecekleri dinleme/izleme, konusma, okuma ve
vazma ile ilgili dil becerilerini ve zihinsel becerileri kazanmalari, bu becerileri kullanarak kendilerini
bireysel ve sosyal yonden gelistirmeleri, etkili iletisim kurmalari, Tiirkce sevgisiyle, istek duyarak
okuma ve yazma aliskanligi edinmelerini saglayacak sekilde bilgi, beceri ve degerleri igeren bir
biitiinliik  icinde yapilandirilmistr  (MEB, 2019). Bu dogrultuda programin kazanimlari;
dinleme/izleme, konusma, okuma ve yazma becerileri seklinde smiflandirilmigtir. 4. siniflar diizeyinde
kazanim sayilarina bakildiginda dinleme/izleme becerisinde 13, konusma becerisinde 6, okuma
becerisinde 37 ve yazma becerisinde 22 olmak tizere toplam 78 kazanim bulanmaktadir.

Ogretim siirecinin temel unsurlarindan birisi olan dlgme ve degerlendirme (Basol, 2013)
egitimin kalitesinin Olgiilerek dgrenme diizeyinin ve ihtiyaclarin tespiti ve buradan hareketle siirece
iliskin eksikliklerin tespit edilerek iyilestirilmesi olarak ifade edilmektedir (Balci ve Tekkaya, 2000;
Black ve William, 1998). Ogrenme-6gretme siirecinde yapilan her miidahale belirli bir amag
dogrultusunda yapilmaktadir. Miidahale sonunda beklentinin karsilanip karsilanmadigi veya ne kadar
karsilandig1 sonraki adimlar i¢in rehber olmaktadir. Bu nedenle 6grenme-6gretme siirecinde egitimin
beklenilen sonuca ulasip ulasmadig1 ancak yapilan uygulamalarin 6l¢giilmesi ve degerlendirilmesiyle
miimkiindiir (Goger, 2016). Bu kapsamda MEB (2019), Tiirkge dersi 6gretim programinda programla
kazandirilmas1 hedeflenen bilgi ve becerilere ulagma diizeyinin belirlenmesi i¢in stirekli bir
degerlendirme siirecine vurgu yapmaktadir. Bu siireklilik, 6gretim siirecinin her asamasinda olmak
durumundadir. Bu baglamda 6lgme ve degerlendirme, 6gretim siirecinin baginda 6grenci hakkinda
bilgi edinme ve 6grenme hedeflerini belirlemeye; 6gretim sirasinda 6grenci ve 6gretmene geri bildirim
vermeye; Ogretim sonunda ise Ogrenme silirecinin amacma ulasma durumunu belirlemeye katki
saglayacaktir (MEB, 2019). Boylece 6lcme degerlendirme ile 6grencilerin diizeyleri belirlenecek, buna
gore hedefler belirlenecektir. Ogretme siirecinde ise yapilan 6lgme ve degerlendirme ile dgretmene
yurittiigl siireci gérme firsati verecek ve aym zamanda 6grencinin durumu hakkinda bilgi sahibi
olmasini saglayacaktir. Ogretim siirecinin sonunda yapilan 6lgme ve degerlendirme amaca ulasma
durumunu ortaya koyacaktir.

Tiirkge 6gretim programinda genel olarak siire¢ odakli bir 6l¢gme ve degerlendirme yaklagimi
benimsenmis olsa da MEB (2019), ilgili programda 4-8. smiflarda siirecin yani sira sonug odakli
olgme ve degerlendirme yaklasgiminin benimsenmesi gerektigi de ifade edilmektedir. Sonug odakli
O0lcme ve degerlendirme c¢aligmalarinda ise ozellikle biligsel beceriler icin yazili sinavlara vurgu
yapilmaktadir. Her ne kadar son yillarda alternatif 6l¢gme araglar1 yayginlasmis olsa da 6gretmenlerin
en fazla kullandigr smav tiriiniin yazili smavlar oldugu (Kdégce ve Baki, 2009) ve smmf
Ogretmenlerinin hala geleneksel 6l¢me-degerlendirme yontemlerine bagvurdugu ifade edilmektedir
(Gok ve Sahin, 2009; Giines, Sener-Dilek, Hoplan, Celikoglu ve Demir, 2010). Ogretmenlerin en fazla
kullandig1 sinav teknikleri arasinda ise yazili yoklama, c¢oktan se¢meli, dogru-yanlis ve bosluk
doldurma gibi soru tiirleri dikkat ¢ekmektedir (Gok ve Sahin, 2009; Giines ve digerleri, 2010).
Ilkokulda ise yazili sinavlar 4. sinifta grencilerin karne notlarimi belirlemek amaciyla simf
ogretmenleri tarafindan kullamlmaktadir. Milli Egitim Bakanligi Okul Oncesi Egitim ve {lkogretim
Kurumlart Yoénetmeliginin (2018) 22. maddesinde 6lgme ve degerlendirmenin niteligi ve sayisi s0yle
ifade edilmektedir:

“4, 5, 6, 7 ve 8 inci smiflarda her dersten bir dénemde iki sinav yapilir. Bir
swnifta/subede bir giinde yapilacak sinav sayisi ikiyi, her bir sinav siiresi ise bir ders
saatini gecemez. Ogretmenlerce yapilan sinavlarda farkli soru tiplerine yer verilir.
Sorularin konulara gore dagilimi yapilirken agirligin bir 6nceki sinavdan sonra islenen
konulardan olmak kaydiyla geriye dogru azalan bir oranda ve donem basindan beri
islenen konulardan secilir.”

Programlarin biitiin olarak ele alinmasi dgretim siirecinin igleyisi i¢in olduk¢a 6nemlidir. Bu
nedenle 6lgme degerlendirme siirecinin de programin diger unsurlariyla biitiinliik olusturmasi gerekir.
Bu noktada MEB (2019), Tiirk¢e dersi dgretim programinda 6lgme degerlendirme siirecinde yazili
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sinavlarin yapilandirilmasinda kullanilan maddelerin 6gretim programi kazanimlarinin bilgi, beceri tiir
ve diizeyleri ile tutarli olmasina ve 6grencilerin iist diizey bilissel becerilerin kullanilmasina imkan
saglayan sekilde olmasi gerektigini vurgulamaktadir. Yazili sinavlarda sorular ve kazanimlar
arasindaki dagilim iligkisi yapilan 6lgme ve degerlendirmenin gegerligi lizerinde 6nemli bir etkendir.
Basariy1 0lgmeye yonelik Olgme araglarinda olmasi gereken en onemli 6zelliklerden biri aracin
kapsam gegerligidir (Barbara, 2004). Kapsam gegerligi, 6lgme aracinda bulunan maddelerin, 6l¢tiigi
kazanimlar yoniinden belirtke tablosuna yani 6lgmek istenilen kazanimlarla uyumlu olup olmadigiyla
ilgilidir (Baykul, 2000’den aktaran Giiltekin ve Arhan, 2015). Kazanimlarla uyumlu olmayan 6lgme
ve degerlendirme, kazanimlarla ilgili dogru sonuglar1 yansitmayacaktir. Smavlar hazirlanirken kapsam
gecerligini saglamak adma kullanilan en 6énemli araglardan biri belirtke tablosudur. Belirtke tablosu
bir sinav hazirlanirken simnavin amacina uygun kapsamin ve oSlgiilecek davraniglarin iki boyutlu bir
tablo iizerinde gosterilmesidir (Demirel, 1998). Belirtke tablosu kullanmak yapilan testin odagini
tanimlamak, hedef ile igerigin uyumunu saglamakla birlikte (Barbara, 2004) 6gretmenler igin de
kolaylik saglamaktadir (DiDonato-Barnes, Fives ve Krause, 2013). Bu nedenle yapilan yazili
sinavlarin amacina ulagmasi igin testlerin kapsam gecerliginin saglanmasi ve bunun icin de
kolaylastirici olarak belirtke tablolarinin kullanilmasi gerekir. Zira kapsam gegerligi saglanmamis ve
kazanimlarla uyumlu olmayan bir 6lgme degerlendirme siirecinden elde edilen sonuglar programa,
Ogretmene ve O6grenciye saglikl bir geribildirim yapmayacaktir.

Alanyazinda Tiirk¢e dersi yazili sinav sorularinin bilissel diizeylerinin (Biiyiikalan-Filiz ve
Delal-Turan, 2018; Cintas-Yildiz, 2015; Goger, 2014; Gufta ve Zorbaz, 2008; Kavruk ve Cegen,
2013), siif 6gretmenlerinin yazili sinavlarda sordugu metne dayali sorularin (Kocaarslan ve Yamag,
2018 ) ve ortaokul Tiirkce dersi sinav sorularinin program kazanimlarina gore incelendigi (Aydin ve
Uggun, 2020; Giineyli ve Abbasoglu, 2015; Unlii, Taga ve Oztiitk 2014) calismalar mevcuttur.
Bununla birlikte sinif 6gretmenlerinin Tiirk¢e dersi yazili sinavlarinda sordugu sorularin program
kazanimlarma gore incelendigi calismalar sinirhidir (Yildirim ve Girmen, 2019). Bu nedenle 4. sinif
Ogrencilerine yonelik hazirlanan yazili smav sorularmin &gretim programinin  kazanimlariyla
uyumunun ve kapsaminin aragtirilmasimnin hem mevcut durumun ortaya konmasma hem de ileriki
caligmalara katki saglayacagi diisiiniilmektedir. Bu baglamda g¢aligmanin amaci 4. smiflar igin
hazirlanan Tiirk¢e dersi yazili sinav sorularinin 2019 Tiirkge dersi 6gretim programi kazanimlarina
uygunlugunu arastirmaktir. Bu ama¢ dogrultusunda caligmanin aragtirma sorusu su sekilde
belirlenmistir:

e Tirkge dersi dgretim programi kazanimlar1 dikkate alindiginda egitimhane.com adli internet
sitesindeki “Tirkge dersi yazili sinav sorular’” adli igeriklerin programa uygunlugu hangi
diizeydedir?

Yontem
Arastirmanin Modeli

Bu calisma nitel arastirma yontemine dayali olarak durum calismasi deseninde tasarlanmis olup
betimsel bir caligmadir. Aragtirma verileri 4. siniflar i¢in hazirlanan Tiirkge dersi yazili smnav
kagitlarindan olustugundan dokiiman incelemesi yoluyla toplanmistir. Dokiiman incelemesi,
hedeflenen olgu veya olgular hakkinda bilgi iceren yazili materyallerin analizini kapsar (Yildirim ve
Simsek, 2018).

Calisma Grubu, Kaynak ve Materyaller

Calisma grubunu olusturan dokiimanlar 2019-2020 ve 2020-2021 o6gretim yillarinda
egitimhane.com adli internet sitesinde 4. simif Tiirk¢e dersi yazili siav sorular1 adiyla yiliklenmis
dosyalardan olusmaktadir. Veri kaynagi olarak www.egitimhane.com adli internet sitesinin
kullanilmasinin nedeni dokiiman indirmek igin iiyelik sarti bulunmamasi, Ggretmenlerin en fazla
ziyaret ettigi, dokiiman aldig1 ve dokiiman yiikledigi sitelerden biri olmasi (Baydas, Gedik ve Goktas,
2012; Isik, 2018; Tepe, 2020) ve sinif 6gretmenlerinin ders hazirliklarinda en ¢ok kullandigi web sitesi
olmasidir (Kula ve Demirci-Giiler, 2019). Her ne kadar 6gretmenlerinin sz konusu web sitesine veri
yiikledigi ve veri indirdigine dair alanyazinda calisma olsa da site liyeligi i¢in 6gretmen olma sarti
bulunmamaktadir. Veri indirmek i¢in tyelik sartinin olmamasi, yazili smavlar1 6grencilerin ve
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velilerin de hazirlik amaciyla kullanabilecegi goz oniinde bulundurarak s6z konusu yazili sinavlarin
Ogretmenler tarafindan yiiklenip smiflarda kullandigina dair kesin bir bilgi bulunmamaktadir. Bu
durum, ¢alismanin sinirliliklarindandir.

Calismanin amacina yonelik olarak once web sitesinden 2019-2020 ve 2020-2021 6gretim
yilina ait biitiin 4. sinif yazili sinav dosyalar1 indirilmistir. Smav dosyalar tek tek kontrol edilip
Tiirkce dersine ait olmayan ve Tiirk¢ce dersi Bireysel Egitim Programi (BEP) amaciyla hazirlanmis
smavlar elendikten sonra kalan dosyalar incelenmistir. Yazili smavlara iligskin bilgiler Tablo 1’deki
gibidir.

Tablo 1. Yazil Smav ve Sorulara iliskin Bilgiler

Dokiiman n
Ulasilan sinav 245

Yazili Sinavlar Calismaya dahil edilen sinav 224
Calisma dig1 birakilan sinav 21
Toplam soru 3808

Sorular Calismaya dahil edilen soru 2797
Caligma dig1 birakilan soru 1011

Tabloda da goriildiigi gibi 245 smavdan 224°i caligmaya dahil edilmistir. 21 smav ise
caligmaya dahil edilen bagka sinav/sinavlarla birebir ayn1 oldugundan ¢alisma disinda birakilmistir.
Calismaya dahil edilen 224 sinavda toplamda 3808 soruya ulasilmistir. Bu sorularin tamami dnce
listelenmig, tiim sorular arasinda bagka sorularla birebir ayni olan 1011 soru g¢aligma diginda
birakilarak toplamda 2797 soru iizerinden analizler yapilmistir. Elenen sorularla ilgili olarak su
ornekler verilebilir.

“Eyvah () Annemin en sevdigi vazoyu kirdin () Hemen bu daginikligi toplamaliyiz ( ) Bana yardim
edeceksin degil mi “( )’ciimlesinde yay ayragla gosterilen yerlere swrasiyla hangi noktalama
isaretleri getirilmelidir ” sorusu 22 adet simav kagidinda sorulmustur.

“Beyza o6gleden sonra arastirma yapmak igin kiitiiphaneye gidecekmis.” Ciimlesinde asagidaki
sorulardan hangisinin cevabi yoktur?” sorusu 8 adet smmav kagidinda ayni cevap segenekleriyle
sorulmustur.

Verilerin analizi

Verilerin analizinde betimsel analiz yontemi kullanilmigtir. Betimsel analiz yonteminde veriler
daha onceden belirlenen temalara gore 6zetlenir, yorumlanir ve dogrudan alintilara sik sik yer verilir
(Yildirim ve Simsek, 2018). Calismada 2019 Tiirk¢e dersi 6gretim programinin 4. sinif kazanimlariin
karsisina ilgili sorular yazilarak kod-kategori iliskisi kurulmustur. Verilerin analizinde arastirmaci ve
bir stnif 6gretmeni ayr1 ayr ¢alismistir. Biitiin sorular ilgili kazanimin karsisina yazilmig ve daha sonra
iki kodlayict arasindaki uyuma bakilmistir. Kazanimlarla iligkili sorularin kodlanmasinda goriis
ayrilig1 olmamakla birlikte herhangi bir kazanimla iligkili olmayan sorularin kodlanmasinda farkli
kodlanan sorular olmustur. Bu sorular tekrar ayri ayri kodlanmig uzlagma saglanana kadar maddeler
incelenmeye devam etmistir. Iki kodlayici arasinda tam uyum saglandiktan sonra frekans tablosu
olusturulmustur.

Arastirmanin Gegerligi ve Giivenirligi

Nitel arastirmalarda gecerlik ve giivenirlik; inandiricilik, aktarilabilirlik, tutarlilik ve teyit
edilebilirlik kavramlariyla agiklanmaktadir (Yildirrm ve Simsek, 2018). Inandiricilik adina bulgular
kisminda kazanim soru iligkisine 6rnekler verilmistir. Aktarilabilirlik adina ¢aligmanin yontem kismi
anlagilir ve detayl bir sekilde yazilmis; veri kaynaginin se¢imi, gerekgeleri, dokiimanlara ulagma,
caligmaya dahil edilen ve digarda birakilan verilerin se¢imi ve gerekgesi ile analiz siireci ayrintili bir
sekilde sunulmustur. Veri analizinde arastirmaci disinda onceki yil 4. smif okutan bir sinif 6gretmeni
kodlama yapmis ve iki kodlayici arasinda uyuma bakilmistir. Teyit edilebilirlik adina ¢alismaya dahil
edilen sinav kagitlar1 ve kodlar muhafaza edilmektedir.
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Etik Kurul Izni

Calisma dokiiman analizi yontemiyle yapildigindan ve internet iizerinden agik kaynaklar
kullanildigindan etik kurul iznine bagvurulmamustir.

Bulgular

Bu boliimde verilerin analizlerinden ulasilan bulgular; 6nce temel becerilere ait genel tablo
seklinde verilmis daha sonra her bir beceriye ait bulgular ayr1 ayr verilmistir. Bulgular verilirken
Tiirkce dersi 0gretim programindaki kazanimlar, kazanima denk gelen soru sayist ve 6rnek sorulara
yer verilmistir. Her 6rnek sorunun sonuna (s1),(s2),(s3) seklinde ilgili oldugu sinavin numarasi
eklenmistir. Kazanimlar ve sorular tablolar1 verilirken en az bir soru tespit edilen kazanimlar tabloda
verilmis, herhangi bir soru sorulmamis kazanimlar tabloda verilmemistir. Dil becerileri ve kazanimlar
programdaki siraya gore sunulmustur. Tiirkce dersi yazili sinav sorularinin kazanimlarla olan iliskisine
ait genel gortiniim Tablo 2’deki gibidir.

Tablo 2. Sorularin Temel Dil Becerilerine Gére Dagilimi

Kazanimlar f %
T.4.1. Dinleme/izleme 1 0,03
T.4.2. Konusma 0 0
Akic1 okuma 1 0,03
S6z varligi 807 28,85
T.4.3. Okuma
Anlama 969 34,64
Toplam 1777 63,53
T.4.4. Yazma 488 17,44
Farkli sinif diizeyindeki kazanimlara yonelik sorular 233 8,33
Herhangi bir kazanimla iliskili olmayan sorular 298 10,65
Toplam 2797 100

Tabloya bakildiginda dinleme becerisinde 1, konusma becerisinde 0, okuma becerisinde 1777
ve yazma becerisinde 488 soru oldugu goriilmektedir. Bununla birlikte 298 sorunun herhangi bir
kazanimla iligkisi kurulamadigi ve 233 kazanimin da 4. smifin alt veya st siniflarindan kazanimlara
ait oldugu goriilmektedir. Incelen sorularin ¢ogunlugunun okuma becerisi (% 63,53) ve yazma
becerisinde (% 17,30) yogunlastig1 goriilmektedir. Okuma becerisi kazanimlarinin ise anlama
becerisinde (%34,64) ve s6z varligina (28,85) yonelik oldugu anlagilmaktadir. Akict okuma
becerisinde ise sadece bir soruya yer verilmistir.

Dinleme/izleme becerisi kazanimlarina yonelik bulgular
Dinleme/izleme becerisinde sorulan sorulara iliskin bulgular Tablo 3’te verilmistir.

Tablo 3. Dinleme Becerisi Kazanimlari ve Sorular

Kazanim f Ornek soru
Asagidakilerden hangisi iyi bir dinleyicinin
ozelligi degildir? (s38)

T.4.1.12. Dinleme stratejilerini uygular. 1

Tabloya gore dinleme beceresinde 13 kazanimdan sadece bir kazanima yonelik bir adet soru
sorulmustur. Soruya bakildiginda sorunun ezber bilgi gerektirdigi, dgrencinin bu bilgiyi beceriye
doniistiiriip doniistirmedigini dlgecek bir soru olmadigi goriilmektedir.

Konusma becerisine yonelik bulgular

Tiirkce dersi 6gretim programinda 4. simiflar diizeyinde konusma becerisinde toplam 6
kazanim bulunmaktadir. Incelen sorularda konusma becerisine yonelik herhangi bir soru tespit
edilmemistir.
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Okuma becerisine yonelik bulgular

Okuma becerisi kazanimlarina yonelik bulgular; akici okuma, séz varligi ve okudugunu
anlama becerileri seklinde ayr1 ayr1 verilmistir. Akici okuma becerisi kazanimlarina ait bulgular Tablo
4’teki gibidir.

Tablo 4. Akic1 Okumaya Yo6nelik Kazanimlar ve Sorular

Kazanim f Ornek soru

Asagidakilerden hangisi sesli okuma

T.4.3.6 Okuma stratejilerini uygular. 1 kurallarindan biri degildir? (s41)

Tabloda akic1t okuma becerilerine yonelik 6 kazanimdan sadece bir kazanima yonelik bir adet
soru oldugu goriilmektedir. Diger kazanimlara yonelik herhangi bir soru tespit edilmemistir. Soruya
bakildiginda sorunun ezber bilgi gerektirdigi, Ogrencinin bu bilgiyi beceriye donistiiriip
donistiirmedigini 6lgecek bir soru olmadig1 goriilmektedir.

S6z varligi becerisi kazanimlarina ait bulgular Tablo 5’teki gibidir.

Tablo 5. S6z Varligina Yonelik Kazanimlar ve Sorular

Kazanim f Ornek soru
Asagidaki tiimcelerin  hangisinde  zit

T.4.3.7. Kelimelerin zit

176 anlamli sozciikler beraber kullanilmistir?
anlamlilarin bulur. (s16)
T.4.3.8. Kelimelerin es Asagidaki kelimelerin es anlamlilarini

201
anlamlilarini bulur. karsilarina yaziniz. (s2)
T.4.3.9. Es sesli kelimelerin 62 Asagidaki climlelerin hangisinde es seslisi
anlamlarini ayirt eder. olan sozciik hi¢ yoktur? (s155)
T.4.3.10. Okudugu metindeki Asagidaki alt1 ¢izili kelimelerin ciimledeki
gercek, mecaz ve terim anlamli 181 anlamma gore (gercek, mecaz, terim)
sOzciikleri belirler. parantez i¢ine yaziniz. (s 98)
T'4'3.'11' Deyim ve atasozlerinin Asagidakilerden hangisi dayanigmay1 ve is
metnin  anlamma  katkisim 146 S ; o

birligini 6giitleyen bir atasdzidiir? ( s110)

kavrar.
T&:I";lil;flf;lrak bilme d??glﬁgﬁg Yukaridaki ctimledeki alt1 ¢izili sdzciigiin
M £ 41 anlami asagidakilerden hangisi olabilir?

ve kelime gruplarmm anlamim

tahmin eder. (s27)

Tabloya bakildiginda s6z varlig1 becerisine yonelik 6 kazanimin tamamina yonelik sorular
soruldugu goriilmektedir. Genel olarak soru dagilimi dengeli olmakla birlikte es anlamli kelimeler;
gercek, mecaz ve terim anlamli kelimler; zit anlamli kelimler ile deyim ve atasozlerinin anlamiyla
ilgili daha fazla soru soruldugu goriilmektedir.

Anlama becerisi kazanimlarina ait bulgular Tablo 6’daki gibidir.
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Tablo 6. Anlamaya Yo6nelik Kazanimlar ve Sorular
Kazanim f Ornek soru
T.43.13. Gorsellerle ilgili Asagidaki  fotografta  goriinen  karakterin
5 : ey

sorular1 cevaplar. fiziksel 6zelliklerini yanina yaziniz. (s 63)
T43.16. Okudugu metnin Blr.metln oquan Asly, hapgl sorunun .cevablm

. 43 verirse metnin ana fikrini belirlemis olur?
konusunu belirler.

(Smav 159)
T.4.3.17.Metnin ana fikri/ana 114 Asagidaki ifadelerden hangisi bu metnin ana
duygusunu belirler. fikri olabilir? (s93)
T4.3.18. Okudugu metinle ilgili 530  Koyli, yilani ne zaman gérmiis? (s176)
sorulari cevaplar.
T.4.3.19. Metinle ilgili sorular 1 Metinle ilgili bir soru da siz yazp,
sorar. cevaplaymiz. 157
T.4.3.20. Okudugu metinlerdeki LA
hikaye unsurlarini belirler. 55 Bu metnin hikdye unsurlarini yaziniz. (580)
T.43.21. Okudugu metnin 2 Bu pargaya en uygun baslik sizce ne olur?
icerigine uygun baslik belirler. (s211)
T.4.3.22. Sekil, sembol ve 6 Yanda verilen semboliin anlami
igaretlerin anlamlarini kavrar. agsagidakilerden hangisidir? (s145)
T.4.3.23. Metin tiirlerini ayirt Asagida verilen metinlerin tiirlerini altlarindaki
17

eder. noktali alanlara yaziniz. (s71)
T.43.24. Hikdye edici ve Metnin Girig, Gelisme ve Sonug bdliimlerinden
bilgilendirici metinleri olusturan 26 alman kisimlarin  metnin  hangi  bolimii
Ogeleri tanir. olduguna gore eslestiriniz. (s109)
T.4.3.26. Metindeki gercek ve 49 Asagidaki ciimlelerden "Gergek" olanlara
hayali dgeleri ayirt eder. (G),"Hayal {iriinii" olanlara (H) yazimniz. (s33)
T:4.3.28. Okuduklar ile ilgili 88 Bu dykiiden ne gibi bir sonug ¢ikarilabilir? (s3)
cikarimlar yapar.
T.'4'3'34' Graflk! . tablo  ve Grafikteki bilgilere gore sorular1 cevaplayiniz.
cizelgelerle ilgili sorular1 3 (s23)
cevaplar.

T.43.37. Okudugu metindeki
olaylara iligkin diislincelerini
ifade eder.

Metinde Mehmetgik, Atatiirk ile nigin
giiresmiyor? Diigiincelerinizi agiklaymiz. (s27)

Tiirkce dersi 6gretim programinda anlama becerisine yonelik 25 kazanim bulunmaktadir.
Tabloya bakildiginda sinavlarda 14 kazanima (%56) ait sorular soruldugu ancak 11 kazanima (%44)
ait herhangi bir soru sorulmadig1 goriilmektedir. Buna gore anlama becerisi kazanimlarina neredeyse
yar1 yartya sinavlarda yer verilmedigi anlasilmaktadir. Ayrica anlama becerisindeki 969 sorudan 530
sorunun (%54,69) “T.4.3.18. Okudugu metinle ilgili sorulari cevaplar.” kazanimina yo6nelik oldugu
goriilmektedir.

Yazma becerisine yonelik bulgular

Yazma becerisinde sorulan sorulara iliskin bulgular Tablo 7°de verilmistir.
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Tablo 7. Yazma Becerisine Yonelik Kazanimlar ve Sorular

Kazanim f Ornek soru
T.4.4.2. Bir igin islem Cocuklara bir konuya odaklanma aligkanligt
basamaklarma iligkin yonergeler 1 kazandiran ‘Isim-Sehir’ oyunu nasil oynanir?
yazar. Yaziniz. (s187)

lleri  yaslarda hangi meslegi se¢mek
T.4.4.3. Hikaye edici metin yazar. 46 istiyorsaniz onunla ilgili bir hikdye yaziniz

(s129)
T.4.4.4. Bilgilendirici  metin 5 Asaglya COVID-19 viriisiinden korunma
yazar. yollarini kisaca yazalim (s68)
T.4.4.8. Yazdiklarinda yabanci Asagidaki  verilen sozciiklerden  hangisi
dillerden alinmis, dilimize heniiz 3 dilimize, yabanci dillerden girmis olan
yerlesmemis kelimelerin sozctktiir? (s138)
Tiirkgelerini kullanir.
T.4.4.10. Biiyik harfleri ve Asagida bos birakilan yerlere uygun noktalama

noktalama isaretlerini  uygun 298 isaretlerini koyalim (s32)
yerlerde kullanir.

T.4.4.13. Yazilarinda es sesli Asagida verilen es sesli kelimeleri farkli
kelimeleri anlamlarmma uygun 47 anlamlariyla ciimle iginde kullaniniz. (s166)
kullanir.
Asagidakilerden hangisinde sayilarin
T.4.4.17. Sayilar1 dogru yazar. 4 yazimiyla ilgili bir yanhshk yapilmistir?
(s142)
T.4.4.18. Yazilarinda baglaglari Asagidaki cimlelere “-de” ve “-ki” eklerinin
kuralina uygun kullanir. “de” ve 53 bitisik mi ayr1 m1 yazildigini gosteriniz. (s24)
“ki” baglaglarini1 dogru yazmalari
saglanir.
T.4.4.22. Pekistirmeli sozciikleri 27 Asagidaki kelimeleri pekistirmeli kelime
dogru yazar. olacak sekilde diizenleyiniz (s139)
3 ve 4. simf dizeyinde yazi Asagidaki ciimlelerden hangisinde ikileme
calismalari; Ik olarak siril siril, ifade eden bir kelime vardir? (s6)
vizir vizir gibi yansima sozciikler 4

ve usul usul, uzak yakin gibi
ikilemeler yazdirilmalidir.

Tiirkge dersi 0gretim programinda yazma becerisine yonelik 22 kazanim bulunmaktadir.
Tabloya bakildiginda sinavlarda 9 kazanima (%40,90) ait sorular soruldugu ancak 13 kazanima
(%59,09) ait herhangi bir soru sorulmadigi goériilmektedir. Ayrica kazanimlar arasinda olmamakla
birlikte Tiirkge dersi 6gretim programinda agiklamalar boliimiinde “3 ve 4. smif diizeyinde yazi
calismalar1” basghgi altinda ifade edilen ikilemelerle ilgili de 4 soru tespit edilmistir. Yazma
becerisinde sorularin kazanimlara gore dengeli dagilim gostermedigi, kazanimlarin yarisindan
fazlasina ait herhangi bir soru sorulmadig: goriilmektedir. Ayrica soru sorulan kazanimlar arasinda da
dengeli bir dagilim olmadigi goriilmektedir. Yazma becerisi kazanimlarina yonelik sorulan 488
sorudan 298’1 (%61,06) “T.4.4.10. Biiyiik harfleri ve noktalama isaretlerini uygun yerlerde kullanir.”
kazanimina yonelik sorulardan olusmaktadir.

Farkl sinif diizeyindeki kazanimlara yonelik sorulara iligkin bulgular

Simav sorulan incelendiginde bazi sorularin Tiirkge dersi Ogretim programinin 4. Simif
kazanimlartyla ilgili olmadig1 goériilmiistiir. Diger siiflar kazanimlarina bakildiginda sorularin baska
smif diizeyindeki kazanimlarla iligkili oldugu tespit edilmistir. Bu kazanimlara ve ilgili sorulara
yonelik bulgular Tablo 8’de verilmistir.
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Tablo 8. Farkli siniflara ait kazanimlar ve sorular

Sinif Kazanim f Ornek soru
T.2.4.1. Anlamli ve kuralli 53 Asagiya bir tane kuralli ciimle, bir
climleler yazar. tanede devrik ciimle yaziniz? (s88)
Zosmif 5 413, Soru ckini kuralina Asagidaki ciimlelerin hangisinde -
Uygun yazar. 33 mi” ekinin yazilis1 ile ilgili bir
yanlislik vardir? (s126)
T.3.3.21. Metinleri olusturan
3 smif Ogeleri tanir. a) Baglik ve 1 Yukaridaki metin kag paragraftan
' paragraf hakkinda kisa bilgi olugmaktadir? (s203)
verilir
T.5.4.11. j(azﬂarlnda. S¢S Asagidaki kelimelerdeki ses
olaylarina ugrayan kelimeleri 25 olavlarim karsilarna 66
dogru kullanir. Y i yazin (s66)
T.5.3.31. Okuduklan ile ilgili Ciimleleri okuyunuz. Nesnel yargi
¢ikarimlarda bulunur. s .. .
i 22 bildiren ciimlelere(N), 06znel yargi
(...nesnel ve dznel ¢ikarimlar oy N R
N bildiren ctimlelere (O) yaziniz. (s19)
iizerinde durulur)
T.5.3.11.  Yapim  ekinin
S anif iglevlerini  agiklar.  Yapim Asagidaki basit sozciiklere “—c1,-lik,-
’ ekleri ezberletilmez, islevleri 12 I1,-s1z” eklerinden uygun olanlari
sezdirilir. Kelime tiiretmenin getirip tiiremis kelimeler (s73)
mantig1 kavratilir
T.5.3.26. Metni olusturan Yukaridaki  ciimlede altt  ¢izili
unsurlar arasindaki gecis ve 10 kelimenin yerine asagidakilerden
baglant1 ifadelerinin anlama hangisi yazilamaz? a)fakat b)veya c)
olan katkisini degerlendirir. ama d) yalniz (s193)
T.5.4.4. Yazma stratejilerini 5 Okudugun metnin devami olacak bir
uygular. climle yaz bakalim. (s7)
T.6.3.7. Cekim eklerinin 16 Asagidaki  kelimeleri ismin hal
iglevlerini ayirt eder. ekleriyle ¢ekimleyiniz (s148)
T.6.3.11. Basit, tiiremis ve 5 Asagidaki  sozciiklerden  hangisi,
6. smif birlesik kelimeleri ayirt eder. tiiremis sozciiktiir? (s105)
T.6.3.12. Zamirlerin metnin Asagidaki  climlelerde  adillarin
anlamma  olan  katkisii 1 (zamirlerin/ adin yerine kullanilan
aciklar. sOzciikler) altini ¢iziniz. (s30)
T.7.3.8. Metindeki s0z 31 Asagidaki ciimlelerin  hangisinde
sanatlarini tespit eder. abartili anlatim vardir? (s137)
T.7.3.13. Anlatim 9 Asagidaki ciimlelerin  hangisinde
bozukluklarini tespit eder. anlatim bozuklugu vardir? (s223)
7. smif T.7.3.12.  Fiillerin  anlam
Ozelliklerini  fark —eder. I Parcada gecen 10 tane eylemi kutuya
(kilis), olus ve durum 2
fillerinin  anlam  ozellikleri yaziniz. (s66)
iizerinde durulur.
8 siif T.8.4.18. Ciimlenin o6gelerini 8 Asagidaki  ciimlelerin  6zne ve

ayirt eder.

yiiklemlerini yaziniz. (s55)

flhan POLAT

Incelenen smav sorularindan 233’ii (%8,33) dérdiincii sinif kazanimi olmayip 2.3,5,6,7 ve 8.
smif diizeyindeki kazanimlara yoneliktir. 2. sinif kazanimlarina ait 86, 3. sinif kazanimlarina ait 1, 5.
smif kazamimlarina ait 74, 6. smmf kazanimlarina ait 22, 7. simif kazanimlarma ait 42 ve 8. simif
kazanimlarma ait 8 soru tespit edilmistir. Burada en fazla sorunun 2 ve 5. siif diizeyinde oldugu
goriilmektedir.

Herhangi bir kazamimla iliskili olmayan sorulara yonelik bulgular

Yapilan analizlerde 298 sorunun (% 10,65) herhangi bir kazanimla iligkisi kurulamamistir. Bu
sorulardan bazilarina ait soru kokleri soyledir:

Asagidakilerden hangisi Tiirk biiyiiklerinden degildir? (S78)
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Asagidakilerden hangisi iyi bir liderde olmasi gereken ozelliklerden biri degildir? (s41)

Sorulara bakildiginda Tiirkge dersi &gretim programinda herhangi bir sinif diizeyine denk
gelmeyen sorular soruldugu goriilmektedir.

Tartisma ve Sonug

Bu bolimde g¢alismanin bulgularindan ulasilan sonuglar tartisilmig ve sonuglar baglaminda
oneriler sunulmustur.

Calismadan ulasilan bulgulara gore 4. siniflar i¢in hazirlanan Tiirkge dersi yazili sinav sorulari
Tiirkge dersi Ogretim programina gore kapsam gegerligi bakimindan bir takim sorunlar
barindirmaktadir. Sorular agirlikli olarak okuma ve yazma becerisine yogunlasirken dinleme ve
konugma becerisi ihmal edilmistir. Calisma kapsamindaki sorulardan sadece bir tanesi dinleme
becerisine yonelik iken konusma becerisine yonelik herhangi bir soru bulunmamaktadir. Bu sonug,
alinyazindaki calismalarla drtiismektedir (Giineyli ve Abbasoglu 2015; Karatay ve Dilekgei, 2019; Unlii
ve digerleri, 2014; Yildirim ve Girmen, 2019). Dinleme, konusma, okuma ve yazma becerileri
arasinda dengeli dagilim olmamakla birlikte okuma ve yazma becerilerinin kendi i¢indeki kazanimlari
arasinda da dengeli bir dagilim olmadigi oldugu tespit edilmistir. Okuma becerilerinden akici okuma
becerisi kazanimlarina bakildiginda 6 kazanimdan 1’ine, sdz varlig1 becerisine yonelik 6 kazanimin
tamamina, anlama becerisine yonelik 25 kazanimin 14’iine; yazma becerisine yonelik 22 kazanimdan
9’una yer verildigi ve diger kazanimlardan soru sorulmadigi tespit edilmistir. Okuma ve yazma
becerisi kazanimlarina bakildiginda okudugu metinle ilgili sorulari cevaplama, biiyiik harflerin
kullanimi, noktalama isretleri, es ve zit anlamli kelimeler; gercek, mecaz ve terim anlaml sozciikler;
deyim ve atasozleri ile metnin ana fikri/ana duygusu konulariyla ilgili 7 kazanimin okuma ve yazma
becerisi kazanimlar1 arasindaki oran1 %11,86 iken, bu kazanimlara ait sorularin agirliginin %67,63
oldugu sonucuna ulasilmistir.

Okuma ve yazma becerisi kazanimlarina yonelik sorularin fazla olup, dinleme ve
konusma becerisi kazanimlarmin smavlarda yer bulunmamasmin birkag nedeni olabilir. Ogrencilerin
okudugunu anlama ve yazili anlatim becerileri genellikle yazili smavlarla 6lgiiliip
degerlendirilmektedir (Gdger, 2019). Ayrica bu konuda Unlii ve digerleri (2014) okuma ve yazma
becerilerinin 6lgiilmesinin, dinleme/izleme ve konusma becerilerine kullanilan 6lgme araglar1 gore
daha somut, nesnel ve kolay oldugunu ifade etmektedir. Genelde yapilan yazili sinavlarda 6gretmen
sinav sorularini ¢ogaltip 6grencilere dagitmakta ve belirli bir siire sorular1 ¢6zmesi istenmektedir. Bu
siire zarfinda 6gretmen ve 0grenci herhangi bir iletisime gegmemektedir. Boyle bir durumda dinleme
ve konusma becerisinin 6l¢iilmesi zor olacaktir. Dinleme ve konusma becerisi; sadece sinav kagidinin
verilmesiyle dl¢cmeye uygun beceriler degildir. Dinleme becerisi i¢in asgari diizeyde isitsel bir uyarana
ihtiya¢ duyulmaktadir. Konugsma becerisi ise bireyin duygu ve disiincelerini sozlii olarak ifade
etmesini gerektirmektedir. Bu nedenle yazili sinavlarda 6gretmenler dinleme ve konusma becerisine
yer vermemis olabilir. Ikinci olarak alinyazindaki calismalar 6gretmenlerin dinleme ve konusma
becerilerini daha ¢ok smif i¢inde gozlemleyerek degerlendirdiklerini ve derse katilma durumlarina
gore bir kanaat notu olarak degerlendirmeye dolayli olarak yansittiklarim gostermektedir (Goger,
2019; Karatay ve Dilekei, 2019; Yildirim ve Girmen, 2019). Her ne kadar dinleme becerisinin yazil
sinavlarda 6l¢gme ve degerlendirmenin zorlugundan bahsedilse de Goger (2019) dinleme becerisine
yazili sinavlarda yer verilmesi gerektigini ifade ederek tipki Ogrencilerin okudugunu anlama
becerisinin degerlendirilmesi gibi yazili smavlar aracilifiyla dinleme becerisinin 6l¢iiliip
degerlendirilebilecegine dair bir model Onermistir. Bir diger neden de &gretmenlerin Slgme ve
degerlendirme yeterlikleriyle ilgilidir. Alanyazinda 6gretmenlerin 6lgme ve degerlendirme alaninda
yetersiz oldugu (Gelbal ve Kelecioglu, 2007) ve 6gretmenlerin konusma ve dinleme becerilerini ihmal
etmelerinin nedenini bu alanlarda 6lgme ve degerlendirme yeterliklerinin iyi olmamasina bagladiklar
ifade edilmektedir (Karatay ve Dilekgi, 2019). Smavlarda kullanilan sorularin programla bu seklide
dengeli bir dagilim gostermemesi dlgme degerlendirme siirecinin saglikli bir sonu¢ vermesini de
engelleyecektir. Zira MEB (2019) Tiirk¢e dersi 6gretim programinda 6l¢me degerlendirme siirecinde
yazilt smavlarin yapilandirilmasinda kullanilan maddelerin 6gretim programi kazanimlarinin bilgi,
beceri tir ve diizeyleri ile tutarli olmasina ve Ogrencilerin iist diizey biligsel becerilerinin
kullanilmasina imkéan saglayacak sekilde olmasi gerektigini vurgulamaktadir.
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Bu calismada ulasilan bir bagka sonug¢ 4. smif kazanimlariyla ilgili olmayan sorulardir. Bu
sorulardan bazilar (%8,33) 2,3,5,6,7 ve 8. sif diizeyindeki kazanimlara yonelikken bazilariin ise
(%10,65) ise herhangi bir kazanimla iliskili olmadig1 sonucuna ulagilmigtir. Bu durumun da birkag
nedeni oldugu diistiniilmektedir. Sorular arasinda 2 ve 3. Smif kazanimlarina yonelik sorular olmasi
baz1 sinavlarda 6grenci seviyesi diisiiniilerek veya tekrar amach onceki siniflardan sorular sorulmus
olabilir. Ayrica sorularin alindigi platform Tiirkiye’nin her bdlgesinden ulasilan bir sinav indirme
sitesi oldugundan egitim diizeyi daha diisiik bdlgeden Ogretmenlerin yiikledigi sinavlarin sorular
olabilir. 5,6,7 ve 8. smif kazanimlarindan sorular sorulmasinin nedeni olarak yardimci kaynak
kitaplarm kullaniminin oldugu disiilmektedir. Her ne kadar MEB tarafindan g¢esitli sinirlamalar
getirilse 6gretmenlerin bu kitaplar tavsiye ettigi ve MEB kitaplarina ilave olarak egitimi desteklemek
icin ogrencileri yonlendirdigi bilinmektedir (Ozel ve Alniagik, 2017). Arastirmacinin bireysel ve
mesleki deneyimine dayanarak ulasilan bu sonucun kaynaginin yardimei kaynak kitaplar olabilecegi
degerlendirilip bu ¢alisma i¢in 4. simiflara yonelik 5 adet yardimci kaynak kitabin konular1 ve sorulari
incelenmistir. Yapilan incelemede bu ¢alismanin bulgularini destekler sekilde ozellikle {ist siniflarin
kazanimlarinin oldugu tespit edilmistir. Yardimecr kaynak kitaplarda Tiirkge dersi Ogretim
programindaki 4. smif kazanimlarinin diginda kazanimlara yonelik igerik ve sorularin bulunmasinin
yazili sinavlara da yansimis olabilecegi seklinde degerlendirilmistir.

Sonug olarak, 4. siniflar icin hazirlanan Tiirk¢e dersi yazili sinav sorularinin incelendigi bu
calismada hazirlanan sorularin Tiirkge dersi Ogretim programindaki dil becerilerine ve her dil
becerisinin kendi igindeki kazanimlarina gore kapsam gegerligi konusunda sorunlar oldugu, agirlikli
olarak okuma ve yazma becerisine odaklanildigi; dinleme ve konusma becerisine yer verilmedigi
sonucun ulagilmigtir. Bunla birlikte 4. smif diizeyinden farkli sorular ile Tiirkge dersi Ogretim
programi (1-8. smiflar) kazanimlarmin herhangi biriyle iliski olmayan sorular soruldugu ve yazili
smavlarin kapsami konusunda sorunlar oldugu sonucuna ulasilmistir. Bu durumda bu smav kagitlart
kullanilarak yapilan 6l¢me degerlendirme c¢aligmalarinin mevcut durumu yansitmakta yetersiz
kalacagi, gerek programin amacina ulagsma gerek Ogretmene ve Ogrenciye geribildirim saglama
konusunda yanlis yonlendirme yapacagi sdylenebilir.

Bu sonuglar dogrultusunda su oneriler getirilmistir:

e Egitimhane sitesinden indirilen yazili sinav sorularinin eger smiflarda kullanilacaksa
ogretmenler tarafindan program kazanimlari kapsaminda incelenmesi, gerekli diizeltmeler
yapildiktan sonra uygulanmasi onerilebilir.

e  Yazil sinavlarin amacina ulagmasi i¢in sinif diizeyinde kazanimlara gore hazirlanmali ve
Olcme-degerlendirme buna gdre yapilmalidir. Sinif diizeyinin {istiindeki kazanimlarin
hem 6grenciyi zorlayacagi hem de zamanla sinifta 6gretmenler tarafindan iglenmesine yol
acabileceginden hareketle bu konuda daha dikkatli olunmalidir.

e Ozellikle okuma ve yazma becerisine yonelik kazanimlardan yazili smavlarda
uygulanabilir olanlarin tamamina yer verilmelidir. Konusma ve dinleme becerileri igin
alternatif 6lgme ve degerlendirme yollarina bagvurulmalidir.

e  (Calisgmanin sonuglarindan biri olmamakla birlikte incelenen platformun herkese acgik
olmasi, iiyelik olmadan da smav sorularinin indirilebilecek bir yapida olmasindan
kaynakl1 velilerin ve 6grencilerin de sinavlara hazirlik amaciyla sinav indirip ¢alisacagi
g0z tiniinde bulundurulmalhidir. Ciinkii 6gretmenler buradan yazili sinavlari direkt indirip
uyguladiginda daha 6nceden bu sorulari ulasmis hatta 6gretmenin smifta uyguladigi
smavin aynisini gormiis 6grenciler olabilir. Bu da yapilan smavin giivenirligini tehdit
eden bir unsur olabilir.

e Arastirmacilar i¢in ise bu tiir sitelerden Ogretmenlerin, Ogrencilerin ve velilerin
faydalanma durumu, yazili sinavlarim kimler tarafindan yiiklendigi, yazili sinavlarda
kazanimlarin dengeli dagilmamasinin ve simif seviyesinden farkli kazanimlara yonelik
sorularin sorulmasinin nedenlerinin aragtirilmasi 6nerilebilir.

e Ogretmenlerin simiflarinda yaptigi yazili sinavlar ile Egitimhane gibi platformlardaki
siavlarin karsilagtirmast yapilarak aralarindaki benzerlik ve farklilik ortaya konarak
Ogretmenlerin bu platformlardan yararlanma durumlari arastirilabilir.
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Introduction

Social and emotional development, which is about the child's relations with himself and
others, is an important development field that should be supported in the preschool period. During this
period, children need to acquire social and emotional skills in order to develop in a healthy way, adapt
to their environment, and maintain their relationships. Children acquire these skills first in the family,
then in pre-school education institutions where a formal education program is implemented and where
they are together with their peers. On the other hand, due to the pandemic a while ago, some
compulsory changes have occurred in the whole life of children, including their educational life.
During the compulsory quarantines and distance learning that take place from time to time, children
were exposed to uncertainties, experienced challenging emotions, stayed away from their social
environment, and entered an education process that they were not accustomed to. For this reason, it
has been a matter of curiosity how the social and emotional skills of these children, who started face-
to-face uninterrupted learning after being away from their social contexts for a long time, were
affected.

All kinds of interactions established in the preschool period have a significant impact on the
social and emotional development of children (Bernard & Dezier, 2010). The healthy progress of
children's social development depends on the positive continuation of these interactions (Samanci &
Ugan, 2017), and their display of certain skills called social skills also play an important role in this
process. Social skills express behaviors that allow a person to interact with other people, are
acceptable to society, and bring both sides to their goal (Hargie, Saunders, & Dickson 1994; Yiiksel,
2004). Moreover, it is seen in the research results that children who have social skills have both
socially positive life outcomes and turned into adults with high academic well-being (Bierman et al.,
2008; Liu, 2011). In the opposite case, children with social skills deficiency may have different
problems (such as internalization and externalization), are not preferred by their peers, and may show
low success in their social and academic lives (Goodman, Joshi, Nasim, & Tyler, 2015; Warnes,
Sheridan, Geske, & Warnes, 2005). Emotional skills are other important skills that play a role in the
development of children and ensure their adaptation. Understanding, expressing, and regulating
emotions of oneself and others are examples of these skills (Denham, 1998; Saarni, 1990). Children's
display of emotional skills makes it easier for them to understand others, enables them to control
themselves, to be ready to learn, and thus facilitates them to come to a good position in social and
academic life (Denham et al., 2003).  Teachers play a very important role in the acquisition of social
and emotional skills, which have an important place in the healthy development of children. Preschool
teachers in Turkey carry out systematic activities to support social and emotional development in the
classroom environment, as included in the Ministry of National Education Pre-School Education
Program (2013). Due to the structure of the program, these activities are expected to be based on
games and interaction. In addition, it is seen in international programs and research outputs that
teachers provide one-on-one guidance to children to develop social and emotional skills, and they
frequently use methods such as cooperative learning, games, and drama (Kennedy, Linwick, &
Vercell, 2000; Webster-Stratton, & Reid, 2004; Williams, 2011). For example, Craig-Unkefer and
Kaiser (2002) used processes in which children played and evaluated dramatic games on different
themes in an intervention that they planned to develop their ability to initiate and maintain
communication. As a result, they found a significant increase in children's communication skills. In
summary, it can be said that the activities were carried out face-to-face and they developed these skills
within the group. On the other hand, the "social" environment necessary for the development of social
skills has become quite limited during the pandemic and the distance learning process that has been
included in our lives a while ago. Besides, the "emotional safety" environment necessary for emotional
development has been damaged by the pandemic.

It is known that the characteristics of the environment and the characteristics of the teacher
affect the acquisition of these skills by children in the development of social and emotional skills
(Humphries, Williams, & May, 2018). While staying at home and involved in distance learning during
the pandemic, it is expected that it can be difficult for children to develop their emotional skills
without creating an emotional security environment. Similarly, it is expected that it can be difficult for
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these children to develop their social skills when they lack social context. The situation becomes more
complicated when teachers who are inexperienced in distance learning are added to this. The nature of
the pandemic and distance has made the effects of education in the process a matter of curiosity for
many researchers. Thus, a growing literature has emerged that includes the reflections of the process
on children, teachers, and parents (Alisinanoglu, Karabulut, & Tiirksoy, 2020; Cordovil et al., 2021;
Visnjic-Jevtic, et al., 2021). The general results of these studies can be listed as; physical inadequacies
in distance education, negative experiences due to difficulties in accessing this education, poor quality
of learning-teaching experiences of children and teachers, and psychological difficulties. Can (2020)
revealed the difficulties created by distance learning at many levels and determined that the distance
education system in Turkey has deficiencies in terms of infrastructure, access, security, content,
design, implementation, quality, legislation, and pedagogy. In the study conducted by Jiao et al.
(2020), it was determined that psychological and behavioral problems such as distraction, irritability,
and fear of asking questions about the pandemic are common in children and adolescents. Tarkogin
Alagdz and Taurus (2020) determined that mothers with preschool children observed some behavioral
changes in their children due to the pandemic. These behavioral changes are that children express their
feelings such as anxiety and anger in negative ways, increase crying behavior and start bed-wetting
behaviors. As a result, it was determined that the studies carried out during the intense course of the
pandemic pointed to the disruptions in the education process, and especially in this context, children
were harmed socially and emotionally.

Today, there is the availability of a vaccine against the virus that caused the COVID-19
pandemic, the reduction of restrictions, and finally, the continuation of face-to-face learning. So, do
these children, who have recently met with their friends and teachers, manage to "bounce back" after a
difficult time? What have teachers experienced in full-time face-to-face learning again? Answering
these questions in practice constitutes the main motivation of this study. The present study, it is aimed
to examine the behaviors of children who continue face-to-face learning after distance learning, in the
context of social and emotional skills, from the perspective of the teacher. In line with this main
purpose, answers to the following questions were sought:

1. How do teachers perceive the context of face-to-face learning after distance learning?

2. According to the teachers, how are the children's behaviors from the perspective of social
and emotional skills?

3. What is the behavior of teachers in the context of face-to-face learning?

Method

This research, which aims to examine the social and emotional skills of children after distance
learning from the perspective of the teacher, was planned as a case study from qualitative research
methods. A case study is an important design that provides in-depth knowledge of a particular group
or system in its context (Chmiliar, 2010). The case of the current study is the experiences of preschool
teachers who have undergone distance learning in their classroom and continue face-to-face learning
with the same class after distance education.

Participants

The study group of the research was determined by criterion sampling, one of the purposive
sampling methods. In criterion sampling, situations that meet certain criteria determined by the
researcher are employed (Marshall & Rossman, 2014). The research was conducted with a total of
eight preschool teachers working in three kindergartens located in Adana, Turkey, in a region where
families with average socioeconomic status live. The participant group was determined by considering
continuing education with the same children before and after the distance learning period. All the
teachers involved in the study were women, aged between 30 and 40. All of the teachers have
undergraduate levels of education and their professional seniority was between five and ten years.

Data Collection Tool

In this study, the data were collected by asking the questions prepared by the researchers, and
the interview technique was used. Interviewing, which is one of the most preferred methods in
qualitative research, is also one of the most effective methods of examining certain situations, events,
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and thoughts (Maxwell, 2018). In parallel with the basic research questions, 14 interview questions
were prepared by the researchers in order to reach the observations and experiences of teachers on
distance learning and face-to-face learning. In these interview questions, teachers were asked to
evaluate the social and emotional structure of these two different processes, the adaptation of children
to school, the relations of children with each other, and the social and emotional skills they display.
These questions were presented to six academicians who are experts in the field of preschool
education and their opinions were taken. Interview questions were arranged in line with expert
opinions, two questions were removed, two questions were combined into a single question, and
formal changes were made in four questions. The interview form containing 12 questions in its final
form was applied to two preschool teachers and then the questions were finalized. In addition, a
personal information form containing 8 questions was prepared for teachers. This form included
information such as teachers' education levels, ages, and years of professional life.

Data Collection Process

For the data collection process, schools were visited by the researchers in November of the
2021-2022 academic year, and the school administrators were interviewed. The researchers explained
the purpose of the study and completed the permission process. Teachers who have the criteria of the
study were determined. An information meeting was held by making an appointment with the
teachers, and the scope, purpose, and method of the research were explained to the teachers in detail at
this meeting. The consent form was signed by the teachers who volunteered to participate in the study,
and an appointment schedule was created to meet with them on the days and times they were
available. The interviews started again in November by one of the researchers and continued until
mid-December. The interviews, which lasted an average of 30 minutes, took 14 days to complete.

Analysis

The content analysis method was used to analyze the study data. Content analysis is defined
by Patton (2014) as trying to produce new meanings by making sense of qualitative material and
finding the coherence of the material. For the analysis, the MAXQDA PRO 2020 package program,
which is used in qualitative research methods, was used. Both researchers read the texts loaded into
the program together and made codings and reached a consensus about each of them. After the coding
process, the researchers created new categories using these codes. When creating the categories, the
researchers took into account the social and emotional development literature to create a meaningful
framework. In the reporting process of the findings, all categories and codes were interrogated within
and among themselves, and the categories were continued to be created by returning to the data from
time to time, and thus the analysis process was completed.

Validity, Reliability and Ethics

This study was conducted with adults and many ethical considerations were taken into account
in research conducted with adults. First of all, verbal permission was obtained from the administrators
of the schools to which the teachers were affiliated. Afterward, all teachers were informed in detail
about the purpose of the research and the research process, and it was explained that they could leave
the research whenever they wanted. Finally, written acceptance statements were received from the
teachers who volunteered to participate in the study. Information that would reveal the identity of the
teachers was not shared anywhere in the research, and code names were used while quoting the
speeches of the teachers. At the end of the process, the results of the research were shared with the
teachers who requested it.

In order to ensure the validity and reliability of this research, the measures used in qualitative research
are included. The interviews with the teachers were recorded, after each interview, the records were
immediately written down and transferred to several storage areas to prevent possible data loss. The
transcription stage was controlled by two people. During the analysis of the data, the researchers
worked together, and reliability was tried to be ensured by moving forward in line with the exchange
of ideas and common consensus. In the findings, it was tried to increase the transferability by giving
place to the quotations.

62



Journal of Education, Theory and Practical Research, 2022, Vol 8, Issue 1, 59-71 = Meltem EMEN PARLATAN, Pinar GURLER

Results

In this study, which aims to examine the social and emotional skills of pre-school children
after distance learning from the perspective of the teacher, the data were obtained as a result of
interviews with the teachers. In the results, the differences in the context of distance learning and face-
to-face learning, positive and negative behavioral changes that children show cognitively, socially, and
emotionally, and in parallel with all these, new practices carried out by teachers came to the fore. The
research findings were explained under three separate headings, which include teacher evaluations
regarding the context of distance learning and face-to-face learning, behavioral changes of children
from the perspective of teachers after distance learning, and finally information about teachers' own
adjustment.

Distance Learning and Face-to-Face Learning Contexts

Teachers' evaluations regarding the context of distance education and face-to-face learning
were discussed under two categories. The sub-categories for the distance learning context were
inefficiency and negative affect, while the sub-categories for the face-to-face learning context were
productivity, physical structure and different emotions. The findings of teacher evaluations regarding
the context of distance education and face-to-face education were presented in Table 1.

Table 1. Findings of Teacher Evaluations regarding Distance Learning and Face-to-Face Learning Contexts
Categories Codes
Inefficiency Lack of concretization (T1),(T2),(T4),(T7),(T8)

Screen Exposure

(T1),(T2),(T5),(T6),(T8)

Movement Needs (T2),(T3),(T6)

Insufficient Material (T2),(T7)

Negative Affect Missing (T1),(T3),(T7)
Unwillingness(T2),(T3),(T8)
Anxiety (T3),(T8)
Unhappiness (T1),(T6)

Distance Learning Context

Instant Response (T1),(T4)
Efficiency Child Centeredness (T5)
Effectiveness of Time (05)

Learning Center Changes
Physical (T2),(T3),(T5),(T6),(T7)
Structure/Environment Seating Arrangement (T4),(T5),(T8)
Viable Material (T1),(T2),(T4)

Different Affects Happiness
(T1),(73),(T4),(T6),(T7)
Anxiety (T5),(T6),(T8)
Unpatience (T2),(T5),(T8)
Liberty (T7)
Jealousness (T5)

Table 1 includes two categories and sub-categories created in line with the opinions of
teachers regarding the context of distance education. The teachers answered the questions of the
researchers by comparing distance learning and face-to-face learning from different aspects. These
categories, which were formed in line with these answers, were determined as "inefficiency and
negative effect” for the context of distance learning. For the face-to-face learning context, it was
determined as “efficiency, physical structure, and different emotions". Teachers emphasized
inefficiency because they had difficulty in embodying what they wanted to give to children in the
distance learning process, it was not suitable for the nature of the early childhood developmental
period, the materials were insufficient, and teachers could not provide the movement needs of

Face-to-Face Learning Context

63



Journal of Education, Theory and Practical Research, 2022, Vol 8, Issue 1, 59-71 = Meltem EMEN PARLATAN, Pinar GURLER

children, which is one of their development needs. In addition, they stated that the emotions
experienced by children were generally negative, and they came to the fore as missing, unwillingness,
anxiety, and unhappiness. They added that they had difficulty in both learning this technological
structure and attracting the attention of children since they did not have enough knowledge of the
online applications required by distance learning. Regarding this, T1 and T3 expressed their views as
follows.

(T1): “I can't say it's very productive (...) By doing and living... The activities must be like
that. I mean, it was a bit difficult process...”

(T3): “I swear it wasn't very productive. It was difficult because it was a platform that we did
not know (Zoom Application). | think it was difficult. Because in pre-school, learning by doing was
always very difficult from a distance. When we get into the thing, you can't tell that you're going to tell
something from Zoom, children can't participate, they can't move anyway. | think it was very difficult
for preschoolers.”

When the teachers' views on face-to-face learning were examined, three categories emerged.
These categories were "efficiency, physical structure, and different affections”. Teachers emphasized
the effectiveness of face-to-face learning, unlike the distance learning process, and stated that this
process was more child-centered and that it was easy to intervene in problems immediately. However,
they also mentioned that the changes in the physical structure that come with the new social distance
rules were also challenging from time to time. In the context of face-to-face learning, they stated that
children were generally happy to start school and that some negative emotions also manifest
themselves due to the ongoing effects of the pandemic. The views of T3 and T6 in the context of face-
to-face learning are as follows.

(S3): “We are more careful now... Previously, the children used materials and things
together, we lived together more closely together, but now we restrict the children physically so that
they can maintain a little social distance. In the classroom, there are no games in which the whole
group participates, of course, we try to keep them further away from each other. But it's hard to do
that with kids. But also physically (...) we can no longer use every learning center. We should not
bring the children too close to each other, we need to be careful.”

T6): “(...) you see that they come with pleasure as the school continues. You see their loved
ones, their communication with their friends has increased, and they are happy. | don't know, pre-
school education really needs to be supported and developed. Himm.. for our children... for children
aged 0-6...”

In summary, it has been determined that there are significant differences in the context
between distance learning and face-to-face learning. Teachers’ views showed that the face-to-face
learning process was more positive for both children and themselves than the distance learning
process. Teachers had been important observers in this process and had tried to understand how
children behave during distance learning and face-to-face learning.

Behaviors of Children from the Perspective of Teachers After Distance Learning

Behaviors of children after distance learning period have gathered in three categories in terms
of cognitive, social and emotional skills. The researchers asked the teachers how the social and
emotional skills of the children were compared to the distance learning time when face-to-face
learning was started. Teachers not only answered these questions but also made many references to
cognitive outcomes in the learning process. Findings related to these skills, which are perceived to be
related to each other, have not been ignored.

The findings showed that teachers stated that there had been changes in children's emotional,
social and cognitive skills. Teachers stated that when compared to the pre-pandemic process in
general, they found negative changes in children's behavior in many ways and this was reflected in the
education process. Teachers explained their experiences at different times of the day with examples. In
addition, although there were negative behavioral changes, it was also included in the opinions of the

64



Journal of Education, Theory and Practical Research, 2022, Vol 8, Issue 1, 59-71 = Meltem EMEN PARLATAN, Pinar GURLER

teachers that the children adapted to face-to-face education over time and this adaptation process still
continues. Many teachers focused on negative behavioral changes, on the other hand, positive changes
in some social behaviors of children were also perceived by teachers.

The findings of children's behavior from the perspective of teachers were presented in Table

2.
Table 2. Findings of Children's Behaviors from the Perspective of Teachers After Distance Learning
Categories Codes
Lack of Attention (T1), (T2), (T6)
Cognitive Skills Increasing Egocentrism (T4), (T5), (T6)

Difficulty in Perceiving Instructions (T1), (T8)

Difficulty in Emotion Management(T2), (T4),
Emotional Skills (T6)
Intense Self-control and Stress (T1), (T7), (T8)

Non-Compliance with the Rules

Social Skills (T1), (T2), (T3), (T4), (T5), (T6), (T8)
Peer Support (T2), (T3), (T4), (T5), (T7)
Inability to Express Oneself
(T1), (T2), (T4), (T5), (T6)
Decrease in Sharing (T4),(T5), (T6), (T7)
Ability to Empathize (T3), (T6),(T7)
Inability to Empathize (T1), (T5)
Unable to Complete the Missions(T6),(T2)

Behavioral Changes in Children

Table 2 shows that children's changing behaviors are gathered into three categories as
cognitive, emotional, and social skills. In addition, it is seen that the changes expressed by the teachers
regarding social skills are more than the others. Under the category of cognitive skills, there are
behavioral changes that teachers emphasized in terms of increased egocentrism in children, lack of
attention, and difficulty in perceiving instructions. When we look at the changes in emotional skills, it
is seen that children have more difficulty in managing their emotions and have a stress reaction
compared to pre-distance education. Regarding social skills, negative changes such as not following
the rules, not being able to express oneself, not sharing, and empathizing were emphasized the most.
The changes that were emphasized positively were in the form of peer support and empathy. The
statements of the teachers regarding the cognitive and emotional skills categories are as follows:

(T5): “We (children) can't manage our emotions right now. Because we cannot empathize, we
cannot overcome our jealousy, we cannot share a toy with two of our friends. So we couldn't handle
this in 2 months. So, this is how | convey it to parents, 'This is a process, we will get used to each
other."”’

(T1): “Last year, especially Mervem, she used to obey all the rules. She was a child who
came from the family by getting certain things and education, and she had no difficulties anyway.
Since she has been in my class since she was three years old... But this year, there is a certain
incompatibility from the beginning of the term, she does not follow the rules, for example, when she is
the head of class, she gets in front of the line, the person who is the head passes. She counts the class,
then gives information. (...) But Merve says, "Teacher, | don't want to get ahead" or she moves to the
side of the wall and does not stand in line. We just have overcome this situation with Merve nowadays.
We just got over it with Ahmet. When Ahmet started this year, he never came out from under the table
until the last week. However, these were my children who came to school with love and joy the most,
before distance education...”

It was remarkable that there were both positive and negative changes in the behaviors related
to social skills. Teachers especially stated that they had difficulties in sharing, they could not
empathize, they were unable to express themselves or they tended to cry more, and they had serious
difficulties in completing a task. On the other hand, teachers stated that they noticed an increase in the
peer support that children showed to each other after distance education. The teachers showed that the
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reason for this might be that the children stayed away from each other during the lockdown and they
might be afraid that they will experience the same situation again. In addition, some teachers stated
that they observed an increase in empathy in some children despite negative situations.

(T2): “We are also not following the new pandemic rules very much. Although our class is not
very small, of course, we cannot apply social distance with 21 students. As | said, the children are side
by side, there are children who resist wearing masks (...) So let me tell you, this applies not only to me
but also to my other teacher friends, and | see that children have serious problems in following the
rules this year. This applies to my students who have been continuing since last year, and this also
applies to my new students. All my teacher friends say the same thing, because the children have
serious difficulty following the rules because they have never seen the school discipline. This is
reflected in education as well, as families have not been able to take care of themselves too much and
they are overwhelmed. So I think so ™.

(T3): “(...) I mean, the one who was in my class last year My students are doing better this
year because | know them. Other friends can explain how they feel when they are sad. They go to you
and say, 'Don't worry, what happened to you?' So, for example, they can convey it to me as 'Teacher,
he is sad and crying.' Here are my students from last year. Their empathy and all that has improved
quite a bit.” expressed in his words.

On the other hand, T2 expressed the increase in the empathy skills of the children in her class
when face-to-face learning was started again with the following words.

(T2): “I think that the distance learning process has a positive effect on children in a way. For
example, children empathized with their new crying friends and encouraged them on the contrary that
school is not a place to be afraid of and that school is a beautiful place at work. I think that being able
to get through the difficult process gave a positive skill in that regard.”

Looking at the experiences of the teachers, it is seen that the behavioral changes of the
children are widely distributed in the spectrum of social, emotional and cognitive skills. While the
teachers experienced the reflections of this difficult process on the children, they also made various
changes in order to adapt to the current situation.

Adaptation of Preschool Teachers Who Switched to Face-to-Face Learning

It was determined by the teachers that there were many differences in the behavior of the
children who participated in the face-to-face learning process compared to before the distance learning
period in the quarantine times. In the face of this situation, teachers also adjusted their own behavior in
order to adapt. These arrangements were in the form of diversifying the methods and techniques they
used during the activities and making extra efforts to provide classroom management. Findings
regarding teacher adaptation to children's behavioral changes were presented in Table 3.

Table 3. Findings of Teacher Adaptation to Children's New Behaviors after Distance Learning

New Materials(T2), (T3)
Resitrictions (T3)
Effective Time Management (T5)

Categories Codes
% Teaching Methods and Techniques Coding (T1), (T2), (T4)
% Drama (T4)
5 Attention Studies (T5)
|_
Y
2 Classroom Management New Rules (T1), (T3), (T5), (T7,
S (T8)
S
&
e}
<

In Table 3, there are two main categories related to teacher adaptation. Within the category of
teaching methods and techniques, it is seen that teachers mostly used coding practices, and they also
showed drama and attention exercises to children. In the classroom management category, the creation
of new rules came to the fore the most. Moreover, teachers used new materials, made changes in time
management, and introduced new restrictions to ensure effective classroom management.
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The teachers cited the uncontrolled screen exposure and permissive parental attitudes that they
may have experienced during the distance learning process as the reason for the new behaviors of the
children. For this reason, they stated that they tried to include different stimuli in their classroom
activities, and they used visual materials. Teachers stated that they did coding, attention studies, and
drama activities with children, and were able to identify the inability to focus their attention in this
way with attention studies and coding studies; They also stated that they were trying to increase their
skills such as empathy and sharing with drama studies. The opinions of T4 and T2 regarding this were
as follows:

(T1): “(...) this year, robotic coding also became a part of the process. Then the attention
work is too much. Yes. Small and small prizes, awards, but not based on things, | use them to win, not
for the concrete thing, but for motivation.”

(T4): “Likewise, some children want to get what they want by throwing themselves on the
ground and shouting. Because families do it this way and reinforce it this way. Himm, these behaviors
are not right, they adopt the right behaviors with examples, videos, stories, dramas, when we give
them to children gradually, by seeing and living.”

(T2): “(...) They came to be more emotionally attached to the family. Uh ... so there was a
regression in their self-confidence. They had problems in expressing themselves, but when they came
together in the group, the new activities, collective activities and studies increased their self-
confidence. For example, we brought new rules, we make a toy that belongs to itself, for example, on
sharing days. We have increased such behaviors to share with someone else, to take the other toy even
unintentionally, or to share them in order to look at it, to understand the other person.”

In summary, it has been determined that there are generally negative changes in social and
emotional skills of children who undergo a distance learning process and then switch to face-to-face
learning from the perspective of their teachers. Teachers stated that they had problems in displaying
skills such as "following the rules, expressing oneself, and controlling oneself" that the children were
able to display in the past. In addition, teachers stated that they observed negative changes in children's
cognitive skills. In the face of these changes, teachers tried to adapt to the changes they made in the
use of the method, technique, and classroom management.

Discussion, Conclusion and Recommendations

In this research, important information about the distance education process that took place
due to the pandemic, the face-to-face learning process, and the new behaviors of children and teachers
was obtained. The first finding of the study was that distance learning was evaluated by teachers as an
inefficient process dominated by negative emotions; face-to-face learning was perceived as a
productive process in which different emotions were experienced. The reasons for this perception of
distance learning are the developmental characteristics of preschool children and the difficulties
brought by the use of technology. Preschoolers are in the pre-operational period and they need
concrete manipulatives while learning (Gray 1997; Piaget, 1977). However, the digital process may be
insufficient to provide for these developmental needs. In addition, it is natural that distance learning
cannot be maintained efficiently in the pre-school period, as it requires using different technological
tools and applications and leaves the responsibility of learning to the learner more. Many studies in the
literature during the pandemic also emphasize the failing aspects of this distance education. For
example; Demir and Kale (2020) interviewed teachers in their studies and determined that teachers
drew attention to this inefficiency by emphasizing the lack of infrastructure, access to technology, and
low participation points. Aral and Kadan (2021) also determined that teachers stated that they had an
insufficient infrastructure in pre-school distance education, that they experienced adaptation problems
in the process, and that this process did not reach the educational goal. The dominant negative findings
related to distance learning during the pandemic period were, in a way, surprising. Because, until now,
many studies before the pandemic have pointed out that course activities such as distance education
and e-learning are productive (Lovari & Charalambous, 2006; Toki & Pance, 2010). When we look at
what has been done during the pandemic period, it showed the findings that express almost the
opposite by those who experience distance education compulsory. This means questioning past
information.
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In the study, it was determined that teachers perceived face-to-face learning environments as
productive, unlike distance learning environments, and in this face to face reunion, negative emotions
were observed as well as positive emotions. These perceptions were based on several reasons. These
were the fact that the teachers were together with children in a physical, viable environment, also, they
were able to include concretization in their educational life, and they were able to intervene
immediately at the point where attention is distracted or when undesirable behaviors might occur. All
means that teachers can better fulfill their teaching duties in environments that are suitable for
children's developmental characteristics and where they are not restricted. Preschool education
classrooms are places designed according to the developmental characteristics of children and offer
them the chance to choose and preschool teachers are those who provide guidance to children in line
with their interests and needs (MEB, 2013 [Ministry of National Educatio]). Teachers had difficulty in
doing this guidance without the children's presence, but they were able to find the necessary space
face-to-face. In an environment dominated by uncertainties and health-threatening situations, it is
expected that preschool children, who continue their education in an unfamiliar way, were experienced
negative emotions and that some of these emotions have still accompanied them. Studies on children's
emotions during the pandemic period reveal how difficult they were (Yeasmin et al., 2020). In these
studies, it is stated that most of the children had to feel emotions like anxiety, and fear, and they show
behavioral problems (Tarkogin Alagoz, & Taurus, 2020).

The second important finding of this study was that teachers perceived negative changes in
children's social, emotional, and cognitive skills. Teachers stated that children's social skills such as
sharing, empathy, and self-expression decreased compared to the past. It can be said that although
children grow in age, the lack of socialization they are exposed to has also reflected on their
development and the "distant™ contributions of teachers to children's social skills have been limited. In
parallel, many studies conducted in different countries have found that there are decreases in children's
social and emotional competence compared to before the pandemic (Bethell et al., 2022; Cantiani et
al., 2021; Pujiastuti, Hartati, & Wang, 2021). Yirek (2021) determined that preschool teachers
expressed the social and motor development of preschool children as ‘developmental areas that can be
developed in a limited way' while they were in the distance learning process. Teachers also reported
that there were negative changes in children's emotional skills, such as difficulties in emotion
management and intensification of stress reactions. This means that children couldn't find enough
emotional support at home during the pandemic and they were heavily traumatized. The challenging
emotions experienced by children and the way they manage them stand out in the research of
Alisinanoglu, Karabulut, and Tiirksoy (2020). In their study, these researchers found that the fears
experienced by children during the pandemic process increased; they also found that behaviors such as
tantrums, crying for no reason, irritability, and shouting were observed in children. In another study
investigating the causes of these difficulties, Tuzcuoglu, Aydin, and Balaban (2021) determined that
parents exhibited behaviors such as constantly following the news about COVID-19, were saying that
they should not think about the process to their children, and not doing any activity while all of them
stay at home.

The surprising finding of the study was that although it was not addressed directly to the
teachers, they emphasized the cognitive skills of the children in their answers. The teachers stated that
the children had difficulties in concentrating and understanding the educational instructions in the new
period. The continuing effect of the challenging emotions caused by the pandemic on the children and
the intense screen exposure added to this in the past can be shown as the cause of this situation.
Emotions are phenomena that affect what individuals learn and how and are closely linked to the
learning process (Zins & Elias, 2006). Many researchers have reported that children experienced
compelling emotions such as anxiety and fear in this process (Courtney, Watson, Battaglia, Mulsant,
& Szatmari, 2020; Schmidt et al., 2021; Phelps & Sperry, 2020). In addition, in studies conducted with
parents, it has been determined that children spent a long time in front of the screen due to the
pandemic and used the phone, television, and computer intensively (Eyimaya and Yalginirmak, 2021;
Susilowati, Nugraha, Alimoeso, & Hasiholan, 2021). In an international study, it was found that
mental problems have increased in individuals in early childhood in many countries (Schmidt,
Barblan, Lory, & Landolt, 2021).
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The last finding of the study was that teachers made arrangements to "teaching method and classroom
management"” in order to adapt to the structure of face-to-face learning context and new behaviors
produced by children. It can be said that teachers have used their teaching skills to deal with situations
such as children's difficulties in following the rules, distractions, and inability to express their feelings
and thoughts appropriately. A similar situation is also observed in various studies. For example,
Sharma, Papavlasopoulou, Giannakos (2019), and Kingdon, (2017) emphasized that teachers' material
use and new practices that enrich the teaching environment reduced undesirable behaviors in children
and facilitated the development of children. On the other hand, considering the emotional burden of
the process and the connection of emotions with cognition, it is obvious that teachers should intervene
in this part as well. There are also studies showing that emotional first aid given to children is
necessary and can be provided in a learning environment due to traumatic events such as the pandemic
(Kilig, 2020; Yuwanto, Adi, & Budiman, 2017).

As a result, the findings of this study showed that the face-to-face learning context was
perceived as more productive and a context in which positive emotions were predominant compared to
the distance learning context. Moreover, it was determined that some deficiencies in social, emotional,
and cognitive aspects were perceived by their teachers compared to the pre-pandemic period in
children who continue face-to-face learning again. In the face of this situation, teachers have made
various arrangements in terms of teaching methods and classroom management. In this respect, it is
seen that these children, who were at home due to restrictions and who had been away from the social
and emotional environment offered by the preschool education class for a long time, were traumatized
from different angles. For this reason, compensatory activities are needed for children. It is
recommended to provide in-service training to enrich the educational environment in order to increase
the cohesion of teachers and indirectly support children more. Teachers also need to be supported on
how to help these children with their emotional and social well-being. This research evaluated the
process from the perspective of the teacher. It is recommended that future researchers obtain more
detailed data by collecting data from children and observing the process.
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Giris

Cocugun kendisi ve digerleri ile olan iligkilerini konu alan sosyal gelisim ve duygusal gelisim,
okul 6ncesi donemde desteklenmesi gereken 6nemli gelisim alanlaridir. Bu donemde ¢ocuklarin saglikli
sekilde gelismeleri, gevrelerine uyum saglamalari ve iligkilerini siirdiirebilmeleri i¢in sosyal ve duygusal
becerileri kazanmalar1 gerekmektedir. Cocuklar bu becerileri 6nce ailede, sonra formal bir egitim
programinin uygulandigi ve akranlariyla bir arada olduklar1 yerler olarak okul Oncesi egitim
kurumlarinda edinirler. Ote yandan bir siire énce pandemiden 6tiirii gocuklarin egitim yasantilar1 da
olmak {izere tiim hayatinda birtakim zorunlu degisiklikler meydana gelmistir. Zaman zaman zorunlu
karantinalar ve uzaktan yiiriitillen egitim siirecinde ¢ocuklar belirsizliklere maruz kalmis, zorlayici
duygular yasamis, sosyal c¢evrelerinden uzakta kalmis ve aligik olmadiklari bir egitim siirecine
girmislerdir. Bu nedenle, uzun siire sosyal baglamindan uzakta kalan bu ¢ocuklarin giiniimiizde yiiz
yiize kesintisiz egitime gegildiginde sosyal ve duygusal becerilerinin nasil etkilendigi merak konusu
haline gelmistir.

Okul 6ncesi donemde kurulan her tiirlii etkilesimin ¢ocuklarin sosyal ve duygusal gelisimleri
tizerinde onemli etkisi bulunmaktadir (Bernard ve Dezier, 2010). Cocuklarin sosyal gelisimlerinin
saglikli sekilde ilerlemesi bu etkilesimlerin olumlu sekilde siirmesine bagli olmakta (Samanci ve Ugan,
2017) ve sosyal beceriler olarak adlandirilan birtakim becerileri sergilemeleri de bu siirecte 6nemli rol
oynamaktadir. Sosyal beceriler, sosyal bir varlik olan insanin diger insanlarla etkilesimine olanak
saglayan, ait olunan ortamlarda kabul edilebilir ve her iki tarafi da amacina ulastiracak davraniglari ifade
etmektedir (Hargie, Saunders ve Dickson 1994; Yiiksel, 2004). Okul 6ncesi donemde sosyal becerileri
gelismis ¢cocuklarin yakinlik i¢eren ve giivenli iliskiler kurabildikleri, bagkalariyla olumlu etkilesimlerde
bulunabildikleri, ¢atismalar1 ¢6zebildikleri ve olumsuz durumlarda bile toplumca kabul edilebilir
davranabildikleri goriilmektedir (McLaughlin, Aspden ve Clarke, 2017). Dahasi, bu ¢ocuklarin hem
sosyal anlamda olumlu yasam sonuglar1 edindikleri hem de akademik anlamda yiiksek refah seviyelerine
sahip yetigkinlere dontistiikleri yapilan arastirma sonuglarinda ifade edilmektedir (Bierman vd., 2008;
Liu, 2011). Bunun tam tersi durumda ise; sosyal beceri yetersizligi olan ¢ocuklar farkli problemlere de
(icsellestirme ve digsallagtirma gibi) sahip olabilmekte, akranlarinca tercih edilmemekte ve uzun vadede
sosyal ve akademik yasantilarinda diisiik basar1 ortaya koyabilmektedirler (Goodman, Joshi, Nasim ve
Tyler, 2015; Warnes, Sheridan, Geske, ve Warnes, 2005). Cocuklarin gelisimlerinde rol oynayan ve
uyumunu saglayan diger onemli beceriler ise duygusal becerilerdir. Kendinin ve baskalarinin
duygularin1 anlama, ifade edebilme ve duygularini diizenleme bu becerilere 6rnektir (Denham, 1998;
Saarni, 1990). Cocuklarin duygusal beceriler sergilemeleri, onlarin baskalarini anlamalarini
kolaylastirmakta, kendilerini kontrol edebilmelerine, 6grenmeye hazir hale gelebilmelerine olanak
tanimakta, boylelikle de sosyal ve akademik yasamda iyi bir konuma gelmelerini
kolaylastirabilmektedir (Denham vd., 2003).

Cocuklarin saglikli sekilde gelismesinde 6nemli yeri olan sosyal ve duygusal becerilerin
kazandirilmasinda &gretmenler olduk¢a onemli bir rol oynamaktadirlar. Ulkemizde okul &ncesi
ogretmenleri, simf ortamimda MEB (2013) Okul Oncesi Egitim Programi’nda da yer aldig: iizere, sosyal
ve duygusal gelisimleri desteklemek i¢in sistemli ¢alismalar yapmaktirlar. Programin yapisi geregi bu
caligmalar1 oyun ve etkilesim temelli yapmalari1 beklenmektedir. Yani sira uluslararasi programlarda ve
arastirma c¢iktilarinda da sosyal ve duygusal becerileri gelistirmek i¢in ¢ocuklara birebir rehberlik
yapildigi, grup icinde isbirlikgi Ogrenme, oyun, drama gibi yontemlerin siklikla kullanildig
goriilmektedir (Kennedy, Linwick, ve Vercell, 2000; Webster-Stratton, ve Reid, 2004; Williams, 2011).
Craig-Unkefer ve Kaiser’in (2002) ¢ocuklarin iletisimi baslatma ve siirdiirme sosyal becerilerini
gelistirmeyi planladiklart miidahalede, ¢ocuklarla farkli temalarda gecen dramatik oyunlar oynayip
degerlendirme yaptiklar siirecler kullanilmasi ve sonugta ¢ocuklarin iletisim becerilerinde anlaml1 artig
saglanmasi bunlara bir 6rnektir. Ozetle uygulamalarim yiiz yiize gerceklestigi ve bu becerileri topluluk
icerisinde gelistirdikleri sdylenebilir. Ote yandan bir siire 6nce hayatlarimiza dahil olan pandemi ve
sonrasinda yliriitiilen uzaktan egitim siirecinde sosyal becerilerin gelisimi i¢in gerekli “sosyal” ortam
oldukea sinirh hale gelmis ve salgin hastalik nedeniyle duygusal gelisim igin gerekli giivenlik ortam
zarar gormuistiir.

Sosyal ve duygusal becerilerin gelistirilmesinde ortamin 6zellikleri ve 6gretenin 6zelliklerinin
cocuklarin bu becerileri kazanmasini etkiledigi bilinmektedir (Humphries, Williams ve May, 2018).
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Pandemide evde bulunan ve uzaktan egitime dahil olan c¢ocuklarin, duygusal bir giivenlik ortami
yaratilmadan, tehdit altinda hissederken duygusal becerilerini gelistirmesinin; sosyal baglamindan
yoksunken sosyal becerilerini gelistirmesinin zorlasmasi beklenmektedir. Buna uzaktan egitim
konusunda tecriibesiz olan gretmenler de eklendiginde durum daha da karmagsik hale gelmektedir.
Siirecin dogasi, pandeminin ve uzaktan egitimin etkilerini bir¢ok arastirmaci i¢in merak konusu haline
getirmis, bununla birlikte s6z konusu durumun ¢ocuklara, 6gretmenlere ve ebeveynlere yansimalarinin
yer aldig1 biiyiiyen bir literatiir olusagelmistir (Alisinanoglu, Karabulut ve Tiirksoy, 2020; Cordovil vd.,
2021; Visnjic-Jevtic, vd., 2021). Bu calismalarin genel sonuglari; uzaktan egitimde fiziksel
yetersizlikler, bu egitime erisim sikintilar1 nedeniyle yasanan olumsuz deneyimler, ¢ocuklar ve
ogretmenlerin 6grenme Ogretme yasantilarinin kalitesinin diigmesi ve beraberinde getirdigi psikolojik
gcliikler olarak listelenebilir. Can (2020) uzaktan egitimin birgok kademede yarattigi zorluklari ortaya
koymus, Tiirkiye'de uzaktan egitim sisteminin altyapi, erisim, giivenlik, icerik, tasarim, uygulama,
kalite, mevzuat ve pedagojik acidan eksiklere sahip oldugunu saptamustir. Jiao ve digerlerinin (2020)
yuriittigii calismada, cocuk ve ergenlerde dikkat daginikligi, sinirlilik ve salgin hakkinda soru sorma
korkusu gibi psikolojik ve davranigsal sorunlarin yaygin olarak yasandigi tespit edilmistir. Tarkogin
Alagdz ve Boga (2020) ise annelerin okul 6ncesi donem ¢ocuklarinda pandemi nedeniyle bazi davranis
degisiklikleri gbzlemlediklerini ve bu davranis degisikliklerinin kaygi ve 6fke gibi duygularini olumsuz
yollarla disa vurma ve aglama davranisinda artis ile alt 1slatma seklinde seyrettigini ifade etmislerdir.
Sonug olarak pandeminin yogun sekilde seyrettigi siralarda yapilan c¢alismalarin egitim siirecindeki
aksakliklari igaret ettigi ve 6zellikle bu baglamda ¢ocuklarin sosyal ve duygusal acidan zarar gordiikleri
belirlenmistir.

Giliniimiize gelindiginde COVID-19 pandemisine neden olan viriise kars1 asinin bulunmasi,
kisitlamalarin azalmasi ve nihayetinde kesintisiz bicimde yiiz yiize egitimin devam etmesi s6z
konusudur. Oyleyse son dénemde arkadaslariyla ve dgretmenleriyle bulusan bu cocuklar gecen zorlu
zamandan sonra “toparlanmay1” (bounceback) basarmakta midir? Ogretmenler yeniden tam zamanli yiiz
yize egitimde neler yasamiglardir? Bu sorularin pratikte cevaplanmasi bu ¢alismanin temel
motivasyonunu olusturmaktadir. Mevcut arastirmada, uzaktan egitim sonrasinda yiiz yiize egitime
devam eden ¢ocuklarin davraniglarini sosyal ve duygusal beceriler baglaminda 6grenmen goéziinden
incelemek amag¢lanmistir. Bu temel amag¢ dogrultusunda asagidaki sorulara yanit aranmstir:

1. Ogretmenler uzaktan egitim sonrasi yiiz yiize egitim baglamini nasil algilamaktadir?

2. Ogretmenlere gore cocuklarin davranislar: sosyal ve duygusal beceriler perspektiften
nasildir?

3. Yiiz yiize egitim baglaminda gretmen davranislart nasildir?

Yontem

Uzaktan egitim sonrasi g¢ocuklarin sosyal ve duygusal becerilerini dgretmen goziinden
incelemeyi amaglayan bu arastirma, nitel arastirma yoOntemlerinden durum ¢alismasi olarak
planlanmigtir. Durum ¢aligmasi, belirli bir sistemi inceleyip o sistem hakkinda kendi baglami igerisinde
derinlemesine bilgi sahibi olmay1 saglayan 6nemli bir desendir (Chmiliar, 2010). Bu baglamda mevcut
¢alismanin durumu ise, sinifinda uzaktan egitim siireci ge¢irmis ve uzaktan egitim sonrasi ayni sinifi ile
yiiz ylize egitime devam eden okul 6ncesi 6gretmenlerinin deneyimleridir.

Katilimcilar

Aragtirmanin c¢alisma grubu amacgh Ornekleme yontemlerinden 6l¢iit Ornekleme ile
belirlenmistir. Olgiit drnekleme, aragtirmacinin belirlemis oldugu birtakim kriterlere uyan durumlarin
ise kosulmasidir (Marshall ve Rossman, 2014). Arastirma, Adana Cukurova bolgesinde yer alan iig
bagimsiz anaokulunda gorevine devam eden sekiz okul Oncesi O0gretmeni ile gerceklestirilmistir.
Katilime1 grup, uzaktan egitim dncesi ve uzaktan egitim sonrasi ayni cocuklar ile egitim 6gretime devam
etmesi dikkate alinarak belirlenmistir. Calismada yer alan tiim 6gretmenler kadindir, yaslar1 30 ile 40
arasindadir. Ogretmenlerin tamam okul dncesi egitimi lisans mezunudur ve mesleki kidemleri bes ile
on y1l arasindadir.
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Veri Toplama Aract

Bu aragtirmada veriler arastirmacilar tarafindan hazirlanan sorularin sorulmasi ile gerceklesmis
goriisme teknigi ile toplanmustir. Nitel aragtirmalarda en ¢ok tercih edilen yontemlerden biri olan
goriisme ayni zamanda; belirli durum, olay ve diisiinceleri inceleyebilmenin de en etkili yontemlerinden
biridir (Maxwell, 2018). Temel arastirma sorularina paralel olarak Ogretmenlerin gozlem ve
deneyimlerine ulagabilmek i¢in tercih edilen 14 gériisme sorusu hazirlanmigtir. G6riisme sorularinda,
ogretmenlerin; siifin sosyal ve duygusal yapisini, ¢ocuklarin okula uyumunu, ¢ocuklarin iligkilerini,
duygusal becerilerini, ogretmen olarak deneyimlerini degisen pandemi kosullar1 dogrultusunda
degerlendirmelerine yonelik sorular yer almistir. Bu sorular okul dncesi egitimi alaninda uzman alt1
akademisyene sunulup goriisleri almmistir. Goriisme sorulart uzman goriisleri dogrultusunda
diizenlenmis, iki soru ¢ikartilmais, iki soru birlestirilerek tek soru haline getirilmis ve dort soruda bigimsel
degisiklikler yapilmistir. Son haliyle 12 soru igeren goriisme formu alanda ¢alisan iki 6gretmene
uygulanmis ve bilissel goriisme teknigi sonrasi sorulara son hali verilmistir. Ogretmen kisisel bilgi
formunda ise 8 adet soru sorulmus ve egitim diizeyleri, yaslari, kidemleri gibi bilgilere ulagilmistir.

Veri Toplama Siireci

Veri toplama siireci i¢in 2021-2022 egitim 6gretim yilinin Kasim ayinda okullara gidilerek
midirler ile goriisiilmiis, aragtirmanin amaci anlatilmistir. Okul miidiirlerinin onaylar1 dogrultusunda
aragtirmanin  kriterlerine uyan &gretmenler belirlenmistir. Ogretmenlerden randevu almarak
bilgilendirme toplantist yapilmis, bu toplantida aragtirmanin kapsami, amaci ve yonteminden detayli bir
sekilde bahsedilmistir. Arastirmaya katilmaya goniillii olan 6gretmenlere onam formu imzalatilmig ve
onlarin uygun olduklar giin ve saatlerde gériismek yapmak iizere bir randevu cetveli olusturulmustur.
Goriismeler arastirmacilardan biri tarafindan yine Kasim ay1 igerisinde baslamig olup Aralik ay1 ortasina
kadar stirmiistiir. Ortalama yarim saat siiren goriismelerin tamamlanmasi 14 giinde ger¢eklesmistir.

Verilerin Analizi

Calisma verilerinin ¢dziimlenmesinde igerik analizi yontemi kullanilmustir. Igerik analizi Patton
(2014) tarafindan, nitel bir materyali anlamlandirarak ve materyalin sahip oldugu tutarliliklar1 bularak
yeni anlamlar iiretmeye ¢alismak olarak ifade edilmektedir. Analiz i¢in, nitel arastirma yontemlerinde
kullanilan MAXQDA PRO 2020 paket programi kullanilmistir. Her iki arastirmaci programa yiiklenen
metinleri birlikte okuyarak kodlamalar yapmislar ve her biri hakkinda uzlagim saglamislardir. Kodlama
stirecinden sonra arastirmacilar bu kodlar1 kullanarak yeni kategoriler olusturmustur. Kategorileri
olustururken arastirmacilar, anlamli bir ¢erceve olusturmak i¢in sosyal ve duygusal gelisim literatiiriinii
dikkate almiglardir. Bulgularin raporlanmasi siirecinde ise tiim kategoriler ve kodlar kendi iginde ve
kendi aralarinda sorgulanmig ve ara sira verilere doniilerek kategorilerin olusturulmasima devam
edilmistir ve bdylelikle analiz siireci tamamlanmistir.

Gegerlik, Giivenirlik ve Etik

Aragtirma yetiskinlerle yiiriitiilmiis ve yetiskinlerle yiiriitiilen arastirmalarda gerekli birgok etik
nokta dikkate alinmistir. Oncelikle dgretmenlerin bagli bulunduklar1 okullarm yoneticilerinden sozlii
izin alinmigtir. Daha sonra tiim 6gretmenlere arastirmanin amaci ve arastirma siireci hakkinda ayrintili
bilgilendirme yapilmis ve istedikleri zaman aragtirmadan ayrilabilecekleri agiklanmistir. Son olarak
calismaya katilmaya goniillii olan Ogretmenlerden yazili kabul beyanmi alinmustir. Ogretmenlerin
kimligini acik edecek bilgiler aragtirmanin higbir yerinde paylasilmamis ve Ogretmenlerin
konugmalarindan oOrneklere yer verirken kod isimler kullanilmigtir. Siire¢ sonunda talep eden
Ogretmenlerle aragtirmanin sonuglar1 paylagilmistir.

Bu arastirmanin gegerlik ve giivenirligini saglamak igin nitel arastirmalarda kullanilan
onlemlere yer verilmistir. Ogretmenlerle yapilan goriismeler kayit altma alinms, her goriisme sonrasi
kayitlar hemen yaziya dokiillmiis ve birkag depolama alanina aktarilarak olas1 bir veri kaybinin 6niine
gecilmeye calisilmistir. Yaziya dokiilme asamasi iki kisi tarafindan kontrol edilmistir. Verilerin analizi
siirecinde arastirmacilar birlikte ¢alismus, fikir aligverisi ve ortak uzlasi dogrultusunda ilerlenerek
giivenirlik saglanmaya c¢alisilmigtir. Bulgularda ise alintilara yer verilerek nakledilebilirlik arttirilmaya
caligilmistir.
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Bulgular

Okul 6ncesinde uzaktan egitim sonrasi ¢ocuklarin sosyal ve duygusal becerilerini 6gretmen
gbziinden incelemeyi amaglayan bu calismada veriler 0gretmenlerle goriismeler sonucunda elde
edilmistir. Bu dogrultuda elde edilen sonuglarda, uzaktan egitim baglami ve yiiz yiize egitim
baglamindaki farkliliklar, cocuklarin bilissel, sosyal ve duygusal olarak gosterdikleri olumlu ve olumsuz
davranis degisiklikleri ve buna paralel olarak 6gretmenlerin de yiiriittiikleri yeni uygulamalar 6n plana
cikmigtir. Arastirma bulgulari, uzaktan egitim baglami ve yiiz yiize egitim baglamina y6nelik 6gretmen
degerlendirmeleri, uzaktan egitim sonrasi 6gretmen goziinden ¢ocuklarin davranis degisiklikleri ve son
olarak 6gretmenlerin kendi uyumlarina yonelik bilgilerin yer aldig1 {i¢ ayr1 baglikta aciklanmustir.

Uzaktan Egitim ve Yiiz Yiize Egitim Baglamlar:

Uzaktan egitim ve yiiz yiize egitim baglamina yonelik 6gretmenlerin degerlendirmeleri iki
kategori altinda ele alinmigtir. Uzaktan egitim baglamina yonelik alt kategoriler verimsizlik ve olumsuz
duygulanim, yiiz yiize egitim baglamina yonelik alt kategoriler ise verimlilik, fiziksel yap1 ve farkli
duygulanimlardir. Uzaktan egitim ve yiiz yiize egitim baglamina yonelik 6gretmen degerlendirmelerine
ait bulgular tablo 1’de sunulmustur.

Tablo 1. Uzaktan Egitim ve Yiiz Yiize Egitim Baglamlarina Yonelik Ogretmen Degerlendirmelerine Ait Bulgular

Kategori Kod
Verimsizlik Somutlastiramama
(01),(02),(04),(07),(08)
Ekran Maruziyeti
(01),(02),(05),(06),(08)
Hareket Thtiyaci (02),(03),(06)
Materyal Yetersizligi (02),(07)

1 D 1 .. . .
Olumsuz Duygulanim Ozlem (O1),(O3),(O7)

Isteksizlik (02),(03),(08)
Kayg1 (03),(08)
Mutsuzluk (01),(06)

Uzaktan Egitim Baglami

Aninda Miidahale(O1),(04)
Verimlilik Cocuk Merkezlilik (O5)
Etkili Zaman(O5)

Merkez Degisikligi(02),(03),(05),(06),(07)
Fiziksel Yap1 Oturma Diizeni(04),(05),(08)
Gorsel Materyal (01),(02),(04)

Farkli Duygulanimlar Mutluluk
(01),(03),(04),(06),(07)
Kayg1 (05),(06),(68)
Sabirsizlik(02),(05),(08)
Ozgiirliik (O7)
Kiskanglik(05)

Yiiz Yiize Egitim Baglami

Tablo 1, uzaktan egitim baglamina yonelik 6gretmenlerin goriisleri dogrultusunda olusturulan
iki kategori ve alt kategorileri igermektedir. Ogretmenler arastirmacilarin sorularina uzaktan egitim ve
yiiz yilize egitimi farkli yonlerden kiyaslayarak yanit vermislerdir. Verilen bu yanitlar dogrultusunda
olusan bu kategoriler; uzaktan egitim baglami i¢in verimsizlik ve olumsuz duygulanim; yiiz yiize egitim
baglami igin verimlilik, fiziksel yap1 ve farkli duygulanimlardir. Ogretmenler uzaktan egitim siirecinde
cocuklara kazandirmak istediklerini somutlastirarak vermekte giicliik yasadiklari, okul 6ncesi donemin
dogasina uygun olmadigi, materyallerin yetersiz kaldig1 ve ¢ocuklarin gelisim ihtiyaglarindan biri olan
hareket ihtiyaclarini karsilayamadiklar1 gibi nedenlerden verimsizlige vurgu yapmuslardir. Ayrica
cocuklarm yasadiklar1 duygularin genellikle olumsuz seyrettigi bunlarin 6zlem, isteksizlik, kayg: ve
mutsuzluk olarak 6n plana ¢iktigini ifade etmiglerdir. Uzaktan egitimin gerektirdigi c¢evrimigi
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uygulamalara yeterince hakim olmadiklar1 i¢in hem bu teknolojik yapiy1 6grenme hem de ¢ocuklarin
dikkatini gekmekte zorlandiklarini da eklemislerdir. Buna iliskin O1 ve O3 goriislerini su sekilde ifade
etmistir.

(O1): “Cok verimli diyemeyecegim (...) Bizde yaparak yasayarak... Etkinliklerin o sekilde
olmast ¢cok 6nemli. Iu, yani biraz zordu siireg...”

(03): “vallahi ¢ok verimli gecmedi bence. Zor oldu ciinkii hani bilmedigimiz bir platformdu.
Zordu bence ya ¢iinkii bizde hep yaparak yasayarak ya, uzaktan ¢ok zor oluyordu. Seye girdigimiz
zaman Zoom'dan filan anlatacagimi anlatamiyorsun, ¢ocuklar zaten katilamiyor, hareket sey
yapamiyor. Bence anaokulu, okul oncesi i¢in ¢ok zordu.”

Ogretmenlerin yiiz yiize egitime yonelik goriisleri incelendiginde ii¢ kategori ortaya ¢iknustir.
Bu kategoriler; verimlilik, fiziksel yap1 ve farkli duygulanimlardir. Ogretmenler uzaktan egitim
stirecinin aksine yiiz ylize egitimin verimliligine vurgu yapmis ve daha ¢ocuk merkezli oldugunu,
sorunlara aninda miidahale etmenin kolayligimi dile getirmislerdir. Bununla birlikte, yeni mesafe
kurallariyla birlikte gelen fiziksel yapidaki degisikliklerin de zaman zaman zorlayict olduguna
deginmislerdir. Yiiz yiize egitim baglaminda ¢ocuklarin okula basladiklart i¢in genellikle mutlu
olduklart ve bununla birlikte bir takim olumsuz duygularin da pandeminin etkilerinin siirmesi nedeniyle
kendini gosterdigini ifade etmislerdir. Yiiz yiize egitim baglamma yénelik O3 ve O6’nin goriisleri su
sekildedir.

(03): “Daha dikkatli oluyoruz yani... Daha énce materyalleri falan, daha béyle ¢ok i¢ ice
yasiwyorduk da simdi ¢ocuklart biraz da olsa ¢ok yanasmasinlar etmesinler diye fiziksel yonden bazi
seyleri kisitlyoruz. Suf icerisinde, 11 hani toplu oyunlar, hani bizde gruplamalar oluyor ya mesela
daha uzak tutmaya ¢alistyoruz tabii ama ¢ocuklarla zor oluyor. Ama ¢ok fiziksel anlamda (...) her bir
alam kullanamiyoruz artik. Cok yaklagtirmamamiz gerekiyor, dikkat etmemiz gerekiyor.”

(06): “(...) okul devam ettikce severek geldiklerini gériiyorsunuz. Sevdiklerini gériiyorsunuz
arkadaslaryla iletisimleri artti, mutlu oldular. Bilmiyorum yani okul dncesi egitimin ger¢ekten
desteklenmesi ve gelistirilmesi gerekiyor. u ¢ocuklarimiz i¢in... 0-6 yas ¢ocuklar igin...”

Ozetle uzaktan egitim baglami ve yiiz yiize egitim baglanna iliskin belirgin farkliliklarin
oldugu saptanmistir. Ogretmenlerin gériisleri, yiiz yiize egitimin hem gocuklar hem de kendileri
acisindan uzaktan egitime gore daha olumlu seyretmistir. Ogretmenler bu siirecte dnemli gdzlemciler
olmusglar ve uzaktan egitim ve yiiz yiize egitim sirasinda ¢ocuklarin davranislarinin nasil oldugunu
anlamaya calismislardir.

Uzaktan Egitim Sonrast Ogretmen Géziinden Cocuklarin Davranislart

Uzaktan egitim sonrasi ¢ocuklarin davramislari hem biligsel hem sosyal hem de duygusal
beceriler baglaminda ii¢ kategoride toplanmustir. Ogretmenlere kesintisiz yiiz yiize egitime gegildiginde
eskiye gore ¢ocuklarm sosyal ve duygusal becerileri nasildir diye sorulmustur. Ogretmenler buna yanit
vermenin yani sira 6grenme siirecindeki bilissel ¢iktilara iliskin de ¢okca atif yapmuglardir. Birbiriyle
baglantil1 olarak algilanan bu becerilere iliskin bulgular da goz ardi edilmemistir.

Elde edilen bulgular 6gretmenlerin ¢ocuklarm duygusal, sosyal ve bilissel becerilerinde
degisiklik oldugunu ifade ettikleri yoniindedir. Ogretmenler genel olarak pandemi oncesi siirecle
kiyaslandiginda, baslangigta gocuklarin davranislarinda birgok yonden olumsuz degisiklikler buldugunu
ve bunun egitim siirecine yansidigim belirtmislerdir. Ogretmenler giiniin farkli zamanlarna iliskin
yasadiklari deneyimleri 6rnekleyerek aciklamuglardir. Ayrica her ne akdar olumsuz yonde davranis
degisiklikleri olsa da ¢ocuklarin yiiz ylize egitime zamanla uyum sagladiklar1 ve bu uyum siirecinin
halen devam ettigi de Ogretmen goriislerinde yer almustir. Bir¢ok Ogretmen olumsuz davranig
degisiklikleri iizerinde durmustur ancak her ne kadar siirecin getirdigi zorluklar bulunsa da bazi sosyal
davraniglarda olumlu degisiklikler de 6gretmenler tarafindan algilanmistir.

Ogretmen gdziinden ¢ocuklarin davranislarina ait bulgular tablo 2’de sunulmustur.
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Tablo 2. Uzaktan Egitim Sonras1 Ogretmen Goziinden Cocuklarin Davramslarina Ait Bulgular

Kategori Kod
Dikkati toplayamama(O1), (02), (O6)
Biligsel beceriler Benmerkezcilikte artis(04), (05), (06)

Egitsel yonergeleri algilamada zorluk(O1), (O8)

Duygu Yénetiminde Zorluk (02), (04), (06)
Duygusal beceriler Yogun Oz kontrol ve Stres (01), (07), (08)

Kurallara Uymama (O1), (02), (03),
Sosyal beceriler (04), (05), (06), (08)
Akran Desteginde Bulunma (02), (03), (04),
(05), (O7)
Kendini Ifade Edememe (O1), (02), (04), (05),
(06)
Paylasmama(O4),(05), (06), (O7)
Empati Yapabilme(O3), (06),(07)
Empati Yapamama(O1), (05)
Gorevi Tamamlayamama(06),(02)

Cocuklarin davranis degisiklikleri

Tablo 2, ¢ocuklarin degisen davranislarinin biligsel duygusal ve sosyal beceriler olarak iig
kategoride toplandigin1 gostermektedir. Ayrica tabloda 6zellikle sosyal becerilerdeki degisikliklerinin
digerlerinden fazla oldugu goriilmektedir. Biligsel beceri kategorisi altinda 6gretmenlerin gocuklarin
benmerkezciliklerinde artig, dikkatlerini toplayamama ve yonergeleri algilamada zorluk noktalarinda
vurguladiklari davranis degisiklikleri yer almaktadir. Duygusal becerilerdeki degisikliklere
bakildiginda, 6gretmenlerce uzaktan egitim 6ncesine gore ¢cocuklarin duygularini yonetmekte daha fazla
zorluk yasamalari ve stres tepkisi iginde olmalarinin 6n plana ¢iktig1 gériilmektedir. Sosyal becerilere
iligkin ise en fazla kurallara uymama, kendini ifade edememe, paylasmama ve empati yapama gibi
olumsuz degisiklikler; akran desteginde bulunma ve empati yapabilme seklinde olumlu degisikliklere
vurgu yapilmistir. Biligsel ve duygusal beceriler kategorilerine iliskin 6gretmen ifadeleri sdyledir:

(05): “Duygularimizi su anda yonetemiyoruz hocam. Ciinkii bir empati kuramiyoruz,
kiskanghgimizi asamiyoruz, iKi arkadasimizla bir oyuncak paylagsamiyoruz. Yani bunu 2 ayda
halledemedik. Yani ben bunu séyle aktartyorum, velilerime de ‘Bu bir siireg biz, birbirimize alisacagiz.”

(O1): “Gecen yil daha, ézellikle Mervem, biitiin kurallara hani uyar. Aileden de belirli seyleri,
egitimleri alarak gelmis bir cocuk hi¢ zorlanmad: da zaten. U¢ yasindan beri ben okuttugum icin. Ama
bu sene donemin basindan belli bir uyumsuzluk var yani u kurallara uymuyor mesela baskan oldugunda
swranmin oniine birileri geger iste, baskan olan kisi geger. Sinifi sayar, ondan sonra i bilgiler verir. (...)
w ‘Ogretmenim ben éne ge¢mek istemiyorum.’ duvarin kenarina gegiyor, siraya da girmiyor. Iu Merve
ile yeni astik bu durumu. Ahmet ’le de yeni astik Ahmet masanin altindan hi¢ ¢ikmiyordu. Masanin altina
yatyor masamn altindan hicbir sekilde ¢ikmiyor. Oysaki okula en ¢ok sevgiyle gelen cocuklarimdi
bunlar...”

Sosyal becerilere iliskin degisikliklerde hem olumlu hem de olumsuz degisiklikler olmasi dikkat
cekici olmustur. Ogretmenler &zellikle paylasma konusunda sikinti yasadiklarini, empati
yapamadiklarini, kendilerini ifade edememe ya da daha ¢ok aglayarak ifade etmeye yoneldiklerini ve
bir gérevi tamamlamada ciddi sikintilar yasadiklarm dile getirmiglerdir. Ote yandan, uzaktan egitim
sonrast Ogretmenler cocuklarin birbirine gosterdigi akran desteginde artis fark ettiklerini dile
getirmislerdir. Ogretmenler bunu evde kaldiklan siirecte birbirinden uzakta kalan ¢ocuklarin bir daha
ayn1 durumu yasayacak olmalarindan korkmalarina ve birbirlerinin degerini anlamalarina baglamistir.
Ayrica bazi Ogretmenler olumsuz durumlara karsin bazi g¢ocuklarda empatinin arttirdigini
gozlemledigini belirtmistir.

(02): “Yeni pandemi kurallarina da ¢ok uyamiyoruz. Sinifimiz ¢ok kiiciik bir sinif olmamasina
ragmen u 21 ogrenciyle tabii ki ister istemez sosyal mesafeyi uygulayamiyoruz. Cocuklar dip dibe egitim
goriiyorlar, maske takmakta direnen ¢ocuklar var dedigim gibi (...) Yani soyle séyleyeyim bu sadece
benim igin degil diger 6gretmen arkadaglarim icin de gegerli kurallart uymakta bu sene ciddi anlamda
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problem yasadiklarim gériiyorum ¢ocuklarin. Gegen yildan devam eden ogrencilerim iginde gegerli
yeni gelen ogrencilerim icinde gecerli ve biitiin ogretmen arkadaslarim ayni seyi soyliiyorlar, kurallara
uymakta ciddi anlamda zorluk yasiyorlar ¢iinkii bir okul disiplini ister istemez okul disiplinini hig¢
gormedikleri igin. Ailelerde ¢ok fazla ilgilenemedikleri ve bunaldiklart i¢in bence bu yani egitime de
yanstyor yani oyle diistintiyorum”

(03): “(...) yani gecen seneki dgrencilerim, onlart tamdigim icin bu yil daha seyler, diger
arkadagslary hani iiziildiigii zaman neler hissettigini aciklayabiliyor. Yamna gidiyor hani ‘Uziilme, ne
oldu sana?’ diyebiliyorlar. Yani mesela, bana iste ‘Ogretmenim, iiziilmiis, aglyor.’ gibi, sanki ¢ok
tiziilmiis gibi gelip bana séyliiyorlar.” Gegen seneki 6grencilerim béyle seyler yani, empatileri filan
bayag bir gelismis.” sozleriyle ifade etmistir. O2 ise yeni donemde ¢ocuklarin empati becerilerindeki
artis1 su sozler ile ifade etmistir.

(02): “Olumlu anlamda etkiledigini diiiiniiyorum. Mesela; yeni gelen aglayan arkadaslarin,
empati kurup onlara okulun korkulacak bir yer olmadig ile ilgili iste okulun ¢ok giizel bir yer olduguyla
ilgili aksine tegvik ettiler. Zorlu siireci atlatiyor olmamin olumlu anlamda bir beceri kazandirdigin
diigiiniiyorum ben o konuda.”

Ogretmenlerin deneyimlerine bakildiginda ¢ocuklarin davranis degisikliklerin sosyal duygusal
ve biligsel beceriler yelpazesinde oldukga genis sekilde dagildig1 goriilmektedir. Ogretmenler bu zorlu
siirecin ¢ocuklara yansimalarini deneyimlerken kendileri de mevcut duruma karsi uyum gelistirmek
adina cesitli degisikliklere gitmislerdir.

Yiiz Yiize Egitime Gegen Okul Oncesi Ogretmenlerinin Uyumu

Yeniden yiiz yiize egitim siirecine katilan ¢ocuklarin davraniglarinda pandemi Oncesine gore
bircok farklilik meydana gelmis ve bu durumla karsilasan 6gretmenler de uyum saglamak {izere
kendinde diizenlemelere gitmislerdir. Bu diizenlemeler etkinlikler sirasinda kullandiklari yontem ve
teknikleri ¢esitlendirmeleri ve sinif yonetimini saglayabilmek adina ekstra ¢abalarda bulunduklari
yoniindedir. Cocuklarin davranis degisikliklerine yonelik 6gretmen adaptasyonuna iliskin bulgular tablo
3’te sunulmustur.

Tablo 3. Uzaktan Egitim Sonras1 Cocuklarin Yeni Davranislarina Yonelik Ogretmen Adaptasyonuna Ait Bulgular

Kategori Kod
Ogretim Yontem ve Teknikleri Kodlama (01), (02), (04)
Drama(0O4)

Dikkat Calismalar1(Q5)

Yeni Kurallar (O1), (03), (05), (07, (08)
Sinif Y énetimi Yeni Materyaller(02), (O3)

Kisitlama(O3)

Zamani Etkili Kullanim(O5)

Ogretmen
Adaptasyonu

Tablo 3’te, 6gretmen adaptasyonuna iliskin iki temel kategori yer almaktadir. Bu kategorilerden
ogretim yontem ve teknikleri i¢in, 6gretmenlerin en ¢ok kodlama uygulamalarina yer vermesi ile drama
caligmalari ve dikkat ¢aligmalarinda da bulunduklar1 gériillmektedir. Sinif yonetimi kategorisinde ise en
fazla yeni kurallarin olusturulmast 6n plana ¢ikmaktadir. Ayrica dgretmenler etkili siif yonetimi
saglamak i¢in yeni materyallerin kullanimi, zaman yonetiminde degisiklikler ve yeni kisitlamalara
gitmislerdir.

Ogretmenler gocuklarin yeni davramslarina neden olarak uzaktan egitim siirecinde yasadig
kontrolsiiz ekran maruziyeti ve izin verici ebeveyn tutumlarini gostererek kendilerinin ¢aligmalarina
daha farkli uyaricilar dahil etmeye ¢alistiklarim belirtmis, 6zellikle gérsel materyaller arttirma ¢abasina
girdiklerini ifade etmislerdir. Kodlama, dikkat ¢alismalar1 ve drama ¢alismalarina yonelen 6gretmenler
bu sekilde ¢ocuklarin yagamis oldugu dikkat toplayamama durumunu dikkat ¢aligmalar1 ve kodlama
caligmalar1 ile; empati, paylasma gibi becerilerini arttirmay1 drama caligmalari1 ile desteklemeye
calistiklarini dile getirmislerdir. Buna iliskin O4 ve O2’nin goriisleri su sekildedir:
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(O1): “(...) bu sene robotik kodlama da girdi devreye. Sonra dikkat ¢alismalar: ¢ok fazla. Evet.
Kiiciik kiigiik de boyle nedir 6diil, odiiller ama sey bazinda degil hani boyle somut iste sudur budur
anlaminda degil motivasyon icin onlart kazanmak i¢in kullaniyorum.”

(O4): “Aymi sekilde bazi cocuklar kendilerini yere atarak bagirarak istediklerini yaptirmak
istiyor. Ciinkii aileler bu sekilde yapmug, bu sekilde pekistirmis oluyor. Iu biz bu davramglarin dogru
olmadigimi, dogru olan davramiglart orneklerle videolarla, hikayelerle, dramalarla, yavas yavas
cocuklara verdigimizde, gore gore yasaya yasaya benimsiyorlar.”

(02): “(...) Duygusal olarak aileye daha bagl olarak geldiler. I dolayisiyla ozgiivenlerinde bir
gerileme bir eksiklik vardi. Kendini ifade etmede sorunlar yasiyorlardi ama grup icerisinde bir araya
gelince un yapilan yeni etkinlikler, toplu etkinlikler, ¢alismalar, kendilerine olan giivenlerini arttird:. I
mesela yeni kurallar getirdik kendine ait olan bir oyuncagi mesela paylasim giinleri yapiyoruz. Bir
baskasiyla paylasmayi, istemeyerek de olsa diger oyuncagr alabilmesini ya da ona bakabilmek igin
bunlart paylasmayn, karsidakini anlamayr bu gibi davranislar: arttirdik.”

Ozetle uzaktan egitim siireci geciren ve sonrasinda yiiz yiize dgretime gecen ¢ocuklarda,
Ogretmenlerinin goziinden sosyal ve duygusal becerilerinde genellikle olumsuz yoniinde degisiklikler
oldugu goriilmektedir. Cocuklarin gegmiste sergileyebildikleri kurallara uyma, kendini ifade edebilme,
kendini kontrol edebilme gibi becerileri sonrasinda sergilerken sorun yasadiklar1 ifade edilmektedir.
Yani sira Ogretmenler bilissel becerilerde de olumsuz degisiklikler oldugunu gézlemlediklerini
belirtmislerdir. Ogretmenler bu degisiklikler karsisinda yontem teknik kullanimi ve siif ydnetiminde
gittikleri degisiklikler ile uyum saglamaya calismislardir.

Tartisma, Sonuc ve Oneriler

Bu aragtirmada, geg¢tigimiz uzaktan egitim siirecine, yeniden kesintisiz yiiz ylize egitim siirecine
ve gocuklar ile 6gretmenlerin yeni davraniglarina yonelik 6nemli bilgilere ulagilmustir. Aragtirmanin ilk
bulgusu pandemi siirecinde uzaktan egitimin, olumsuz duygularin hakim oldugu verimsiz bir siireg
olarak; yiiz yiize egitimin ise farkli duygulanimlarin yasandigi verimli bir siire¢ olarak algilandigi
yoniindedir. Uzaktan egitimin bu sekilde algilanmasinda okul 6ncesi dénem g¢ocuklarinin gelisim
ozellikleri, teknoloji kullaniminin getirdigi zorluklar neden olarak gosterilebilir. Cocuklar okul dncesi
donemde islem 6ncesi donemde yer almakta ve 6grenirken somut manipiilatiflere ihtiya¢ duymaktadirlar
(Gray 1997; Piaget, 1977). Ancak dijital siire¢ bu gelisimsel ihtiyaglar1 karsilamada yetersiz kalabilir.
Ayrica farkli teknolojik aletleri ve uygulamalari kullanmay1 gerektirmesi ve 6grenmenin sorumlulugunu
daha ¢ok Ogrenene birakmasi bakimindan uzaktan egitimin okul oncesi donemde verimli sekilde
stirdiirilememesi dogaldir. Literatiirde pandemi doneminde yapilan bir¢ok calisma da bu uzaktan
egitimde aksayan yonlere vurgu yapmaktadir. Ornegin; Demir ve Kale (2020), ¢alismalarinda
Ogretmenlerle goriismiisler ve 6gretmenlerin altyapr yetersizligi, teknolojiye erigsim ve diisiik katilim
noktalarina vurgu yaparak bu verimsizlige dikkat ¢ektiklerini belirlemiglerdir. Aral ve Kadan (2021) da
ogretmenlerin okul dncesinde uzaktan egitim konusunda alt yap1 yetersizliklerinin bulundugunu, siirecte
uyum sorunlar1 yasandigini ve bu siirecin egitim amacina ulagsmadigini ifade ettiklerini saptamiglardir.
Pandemi déneminde uzaktan egitimle ilgili dominant sekilde kendini gosteren olumsuz bulgular bir
bakima sasirticidir. Ciinkii simdiye dek pandemi 6ncesi bir¢ok arastirma uzaktan egitim, e-6grenme gibi
uygulamalarinin verimli olduguna yo6nelik ¢iktilara isaret etmekteydi (Lovari, ve Charalambous, 2006;
Toki ve Pance, 2010). Pandemi doneminde yapilanlara bakildiginda ise uzaktan egitimi zorunlu sekilde
yasayanlar tarafindan neredeyse tam tersini ifade eden bulgulari gostermektedir. Bu durum, geg¢mis
bilgilerin de sorgulanmasi anlamimi tagimaktadir.

Calismada, 6gretmenlerin uzaktan egitimin aksine yiiz yiize egitimi verimli olarak algiladiklart
ve olumlu duygularin g¢ogunlukta yasanmasinin yani sira Olumsuz duygularin da gozledigi
belirlenmistir. Cocuklar ile fiziksel ortamda bir arada olmalari, egitim yasantilarinda somutlastirmaya
yer verebilmeleri ve dikkatlerin dagildigi noktada ya da istenmeyen davraniglarin ortaya ¢ikabilecegi
durumlarda aninda miidahale yapabilmeleri bu algilamalarin dayanagini olusturmaktadir. Bu da
ogretmenlerin cocuklarin gelisim 6zelliklerine uygun ve kisitlanmadiklar1 ortamlarda egitici gorevlerini
daha iyi yerine getirebildikleri anlamina gelmektedir. Okul 6ncesi egitim siniflar1 ¢ocuklarin gelisim
ozelliklerine gore tasarlanan, onlara se¢gme sansi sunan yerler olup; okul dncesi 6gretmenleri gocuklarin
ilgi ve ihtiyaglar1 dogrultusunda onlara rehberlik saglayan kimselerdirler (MEB, 2013). Ogretmenler
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¢ocuklarin yanlarinda olmadan bu rehberligi yapmakta zorlanmis, yiiz ylizeyken ise gerekli alani
bulabilmislerdir. Belirsizliklerin ve sagligi tehdit eden durumlarin hakim oldugu ortamda, egitimlerini
alisik olmadiklar1 bir bigimde devam ettiren okul 6ncesi donem ¢ocuklarinin olumsuz duygular
yasamasi ve bu duygularin bir kisminin halen eslik ediyor olmasi beklendiktir. Pandemi doneminde
cocuklarin duygularina iligkin yapilan calismalar onlarin ne kadar zorlandiklarini ortaya koymaktadir
(Yeasmin vd., 2020). Bu ¢alismalarda ozellikle kaygi, korku ve buna bagli davranis problemlerinin
bulundugu belirtilmektedir (Tarkogin Alagdz ve Boga (2020). Ote yandan bu duygularm yiiz yiize
egitimde azalmas1 ve mutluluk duygusunun da yayiliyor olmasi ¢ocuklar i¢in birlikteligin iyi oluslarina
hizmet ettigine isaret etmektedir denebilir.

Calismanin ikinci énemli bulgusu ise dgretmenler tarafindan ¢ocuklarin sosyal, duygusal ve
bilissel becerilerinde genellikle olumsuz yonde degisikliklerin algilanmasina yoneliktir. Ogretmenler
cocuklarin 6nceden edinmis oldugu paylagma, empati, kendini ifade etme gibi sosyal becerilerde eskiye
gore azalis oldugunu belirtmistir. Oyle ki cocuklar yasca biiyiimesine ragmen maruz kalinan sosyal
eksiklik onlarin gelisimlerine de yansimig ve dgretmenlerin g¢ocuklarin sosyal becerilerine “uzaktan”
sagladiklar1 katkilar sinirlt kalmistir denebilir. Bununla paralel olarak farkl iilkelerde yapilan bircok
arastirmada da pandemi Oncesine gore c¢ocuklarin sosyal ve duygusal yeterliliklerinde azalmalar
oldugunu tespit edilmistir (Bethell vd., 2022; Cantiani vd., 2021; Pujiastuti, Hartati, ve Wang, 2021).
Yiirek ise (2021) okul 6ncesi 6gretmenlerinin uzaktan egitimde okul 6ncesi donem gocuklarinin sosyal
gelisim ve motor gelisimi ‘gelistirilmesi smirli alanlar’ olarak ifade ettiklerini saptamistir.
Ogretmenlerin duygusal becerilerine iliskin de, ¢ocuklarin duygu ydnetiminde zorlanmalar1 ve stres
tepkileri vermeleri gibi olumsuz degisikliklerin oldugunu bildirmislerdir. Bu da ¢ocuklarin pandemide
evdeyken yeterli duygusal destegi bulamadigi ve yogun sekilde orselendigi anlamina gelmektedir.
Cocuklarin yasadiklar1 zorlayic1 duygular ve bunlar1 yonetim bigimleri Alisinanoglu, Karabulut ve
Tirksoy’un (2020) arastirmasinda gbze c¢arpmaktadir. Arastirmacilar ¢alismada ¢ocuklarin pandemi
siireci boyunca yasadiklar1 korkularin arttigi; 6fke nobeti, nedensiz aglama, hir¢inlik, bagirma gibi
davraniglarin gézlendigini saptamiglardir. Bu zorlanmalarin nedenlerini arastiran bir diger ¢calismada ise
Tuzcuoglu, Aydin ve Balaban (2021), ebeveynlerin evde kaldiklar: siirecte ¢ocuklarin yaninda siirekli
kovit haberleri takip etme, siireci diislinmemesi gerektigini sdyleme, etkinlik yapmama gibi davraniglari
sergilediklerini belirlemislerdir.

Arastirmada sasirtict bir bulgu ise 6gretmenlere dogrudan yoneltilmemesine ragmen verdikleri
yanitlarda cocuklarin bilissel becerilerine yogun sekilde vurgu yapmus olmalaridir. Ogretmenler
cocuklarin yeni donemde dikkatlerini toplamada ve egitsel yonergeleri anlamada zorlandiklarim
belirtmektedirler. Evde gecirilen dénemde pandeminin yasattig1 zorlayici duygularin etkisinin devam
etmesi ve buna eklenen yogun ekran maruziyeti bu duruma neden olarak gosterilebilir. Duygular,
bireylerin neyi nasil 6grendigini etkileyen, 6grenme siireciyle siki sikiya baglantilar1 olan olgulardir
(Zins ve Elias, 2006). Bu siiregte kaygi korku gibi zorlayict duygular yasadiklar1 birgok arastirmaci
tarafindan rapor edilmistir (Courtney, Watson, Battaglia, Mulsant ve Szatmari, 2020; Schmidt vd., 2021;
Phelps ve Sperry, 2020). Ayrica ebeveynlerle yapilan ¢alismalarda da ¢ocuklara pandemiden 6tiirti ekran
karsisinda oldukga uzun vakit gegirdiklerini bunlarin basinda telefon sonra televizyon ve bilgisayar
olarak geldigi belirtilmistir (Eyimaya ve Yalgmirmak, 2021; Susilowati, Nugraha, Alimoeso, ve
Hasiholan, 2021). Gergeklestirilen uluslararasi bir arastirmada ise birgok iilkede son dénemde erken
cocuklukta bulunan bireylerde mental problemlerin arttig1 saptanmistir (Schmidt, Barblan, Lory, ve
Landolt, 2021).

Arastirmanin son bulgusu, dgretmenlerin kesintisiz yiiz yiize egitim baglaminin yapisina ve
cocuklarin irettikleri yeni davraniglara uyum saglamaya yonelik, 6gretim yontemi ve siif yonetimi
bakimindan kendilerinde diizenlemelere gitmeleridir. Ogretmenlerin 6zellikle gocuklarin dikkatlerini
toplayamamalari, kurallar1 uygulamada giigliik ¢ekmeleri ve duygu ve diisiincelerini uygun sekilde ifade
edememeleri ile basa ¢ikmada Ggretmenlik yeteneklerini devreye soktuklari sdylenebilir. Farkli
arastirmalarda da Ogretmenlerin materyal kullanimi ve Ogretim ortamini zenginlestiren Yeni
uygulamalarin g¢ocuklarda istenmeyen davranislari azalttigi ve kazanimlara ulasmasinda kolaylik
sagladig1 vurgulanmaktadir (Sharma, Papavlasopoulou, ve Giannakos, 2019; Kingdon, 2017). Ote
yandan siirecin duygusal yiikii ve duygularin biligle baglantis1 diisiiniildiigiinde bu kisma yoénelik de
miidahalelerin olmas1 gerekliligi ortadadir. Pandemi gibi sarsici olaylar nedeniyle ¢ocuklara yapilan
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duygusal ilkyardimin gerekli oldugu ve Ogrenme ortaminda saglanabildigi yoniinde calismalar da
bulunmaktadir (Kilig, 2020; Yuwanto, Adi, ve Budiman, 2017).

Sonug olarak bu aragtirmanin bulgular, yiiz yiize egitim baglaminin uzaktan egitim baglamina
gore daha verimli ve olumlu duygularin ¢ogunlukta oldugu bir baglam olarak algilanmakta oldugunu;
yeni donemde kesintisiz yiiz yilize egitime devam eden ¢ocuklarda dgretmenlerce sosyal duygusal ve
biligsel acidan pandemi Oncesine gore bazi eksikliklerin algilandigini ve 6gretmenlerin bu durum
kargisinda kendilerinde 0gretim yontemi ve siif yonetimi bakimindan cgesitli diizenlemelere gittigi
yoniindedir. Bu dogrultuda pandemide evde bulunan, uzun siire okul oncesi egitim siifimin sundugu
sosyal ve duygusal ¢cevreden uzak kalmis bu ¢ocuklarin farkli agilardan 6rselendigi ve buna iligkin telafi
edici etkinliklere ihtiyag duyuldugu goriilmektedir. Ogretmenlerin uyumunu arttirabilmek ve dolaylt
olarak ¢ocuklar1 daha fazla destekleyebilmek i¢in egitim ortamini zenginlestirmesi yoniinde hizmet i¢i
egitimler saglanmasi dnerilmektedir. Ayrica 6gretmenlerin bu cocuklarin duygusal ve sosyal iyiligi icin
onlara nasil yardimda bulunmasi gerektigine yonelik de desteklenmesi gerekir. Bu aragtirma, 6gretmen
goziinden siireci degerlendirmekteydi. Gelecek aragtirmacilar ¢ocuklardan da veri toplayarak ve siireci
gozlemleyerek daha ayrintili verilere ulasmalar1 6nerilmektedir.
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Abstract
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This study aimed to examine the concept of family covered by Life Sciences
textbooks. To that end, how frequently the concepts regarding family are used,
roles of family members and activities in the subjects about family in the Life
Sciences textbooks on the primary school first, second, and third grade levels
were examined. In this study conducted in the qualitative research design,
document review was employed, and the data obtained were subjected to a
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Introduction

The first system that encircles a child as of their birth and has the most impact on them
is family. Children try to satisfy their needs, develop their skills and attain their physical,
mental, emotional and social development within this first circle.

Family plays a critical role in how children prepare for life and society, their needs are
met, they are educated and become good citizens (Altan & Tarhan, 2018). Such environment
which will offer very different opportunities for the new learning that the child needs is
important for their success in the future. As a concept which can be primarily addressed along
with mental skills but cannot be abstracted from emotional, social and moral properties and as
an important factor in how a child is raised as a good human, lives a successful life and starts
a happy family, family plays a decisive role in child’s life and future. Historically, it is
observed that all societies have attached importance to family and it has been addressed as a
traditional institution of which societal values have been protected the most. Changes and
developments within societies in time also affects the family structure, and shifts from
traditionally large families to modern, smaller and single-parent families are observed (Arict,
2016; Segilmis, 1996; Yagbasan & Imik, 2006; Yapici, 2008).

In our society, family has shrunken in time and transformed into the nuclear family.
With the transformation into nuclear family, responsibilities have also changed within the
family (Nirun, 1994). With mothers starting to work in particular, fathers have started to take
care of their children more often and take more different responsibilities about their children
(Gilingormiis, 2001). Hence, mother and father who have moved away from their traditional
roles are now obliged to take roles and responsibilities required by their new lifestyles. As
parental roles and responsibilities have changed, there have also been changes in the roles and
responsibilities of children and grandparents.

Grandparents play very important roles both in extended and nuclear families. As well
as taking care of their grandchildren, they show them love and affection, sometimes meet
their need for accommodation while having an impact on the transfer of values and offering
trust and social support. Despite cultural differences, the role of grandparents is generally to
spend enjoyable time with their grandchildren, assist their care and support the parents with
their own experiences. How grandparents communicate with their grandchildren and how
they discipline them support their social development, confidence, self-esteem, self-efficacy,
and personality development. Furthermore, they contribute to the linguistic and mental
development of their grandchildren with the stories they tell, riddles they ask, lullabies they
sing, and games they play with them. The rules they set, their mentality of discipline, and
rewards and punishments they impose also influence moral development of their
grandchildren. However, roles of grandparents have also changed and increased in time. As
structure, function and shape of families have changed, grandparents have adapted to their
new roles (Altan & Tarhan, 2018; Arpaci & Tezel-Sahin, 2015; Malone-Beach, Hakoyama &
Arnold, 2018; Rani & Sharma, 2004; Tirker, 2019). Old parents who communicate with their
grandchildren convey their own culture to the third generation. Some of the common roles of
grandparents include telling their grandchildren tales, taking them to the playground and
making them have fun, and taking them out for a walk. Through such interaction which seems
very ordinary and simple, cultural heritage is preserved and transferred properly (Altan &
Tarhan, 2018; Barrett, 1993; Kafali, 2019). All these responsibilities and roles give us a better
understanding of grandparents’ place and importance within our lives.

Children’s preparation for life starts with family and continues with school, and roles
and responsibilities to be taken by them and experiences about their future styles of
communication are experimented at school and learned through the courses which they take
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there. One of the most effective courses for children to prepare for life and gain several
experiences and values is Life Sciences which is a primary school first, second and third-
grade course in Turkey. Information covered by this course is concrete and applicable to the
daily life. Based on collective teaching, this course includes situations designed for students to
get to know themselves and the society and world they live in (Ministry of National
Education, 2018). Primary objectives of the course include providing children with accurate
information about natural and social environments and problems and teaching them skills and
behaviors required for adaptation to the environment. Furthermore, several values, roles and
responsibilities are taught and experienced in this course. Roles of parents, children and
grandparents, and how they are perceived within the society are covered by the course.

With family-centered social policies having gained currency in Turkey (Giircan,
2011), it has become important for courses such as Life Sciences which address social
problems to bring the concept of family to the forefront. Indeed, considering the Life Sciences
curricula employed to date, it is seen that the 1936 and 1948 curricula included the family
studies course. Removal of this course with the 1968 curricula created a great gap in this
matter (Akytiz, 2012). Looking at the 2005 Life Sciences curriculum, most of its outcomes are
in line with the family studies course and coincide with its content (Coskun-Keskin, 2012).
Within the framework of the Life Studies Lesson Curriculum, which aims to provide primary
school students with basic knowledge, skills and values on the axis of "individual, society and
nature”, "He/she will have the basic values of the family and society.” phrase is included
(MoNE, 2018, p.8). In addition, in the second unit, “Life in Our Home”, many achievements
for families at every grade level are included. For example; “LS.1.2.1. Introduces family
members. LS.2.2.5. Participates in family decision-making processes. LS.3.2.1. Compares the
childhood characteristics of family elders with the characteristics of their own childhood”
(MoNE, 2018).

Hence, it is important to investigate how concepts about family, properties of these
concepts and gender roles are conveyed to children in a socially-themed course such as Life
Sciences which takes family to the forefront. No studies on this subject were observed in the
literature. Therefore, the main objective of this research is to examine the concept of family
covered by the primary school first, second and third-grade Life Sciences textbooks. To that
end, the following questions were answered in an attempt:

1) How frequently are concepts about family used in the primary school first, second
and third-grade Life Sciences textbooks?

2) What are the roles of family members in the primary school first, second and third-
grade Life Sciences textbooks?

3) What activities do subjects about family include in the primary school first, second
and third-grade Life Sciences textbooks?

Method

Qualitative research method was used in the study. Qualitative research is based on the
in-depth examination of certain phenomena or events within their natural environment. In
qualitative research, more than one data collection tool can be used. In this study, document
analysis method was used in the analysis of the books (Yildirim & Simsek, 2013).

Data Sources

In this study, the first, second and third-grade Life Sciences textbooks utilized in the
primary schools in Turkey in the academic year of 2019-2020 were subjected to a document
review. Purposive sampling was used in the research. The data sources of this research are the

74



Journal of Education, Theory and Practical Research, 2022, Vol 8, Issue 1, 72-84 Nur UTKUR GULLUHAN, Sengiil ILGAR

Life Studies textbooks taught in Turkey in the 2019-2020 academic year. While choosing
textbooks in Turkey, it was aimed that all three classes have different publishing houses. The
reason for this is to examine the textbooks of each publishing house and to reach different
results.

Examined Textbooks:
1. Life Sciences 1st Grade Textbook (Demir, 2018)
2. Life Sciences 2nd Grade Textbook (Kuskaya, 2018)
3. Life Sciences 3rd Grade Textbook (Celikbas, Giirel and Ozcan, 2018).
Data Collection Tool

The document review was used to collect data on the textbooks included in the study.
Using documents provides a rich data source for qualitative research (Patton, 2014). The
primary school first, second and third-grade Life Sciences textbooks were examined for
“concepts about family, roles of family members, and activities used to teach students about
these subjects.” The examination of activity types was based on Kabapinar’s (2012)
classification of activity types. In this classification, the types of activities that can be
included in the Life Sciences textbooks are “expressing child’s thoughts and feelings”, values
and assumptions”, “empathising”, “interpreting photographs and pictures”, “drawing pictures
and painting”, “drama”, “discussion”, ‘“classifying and listing ”, “taking notes and
summarizing”, “matching”, “playing”, “comparison”, “preparing posters and banners”. In the
coding of some activities, this classification has been revised because different types of
activities are included in the textbooks. Regarding the ethical suitability and reliability of this
revision, the validity of the form was tried to be increased by getting support from two faculty
members working in the Department of Primary Education. After various arrangements were
made on the revised activities in line with the expert opinions, the final version of the form

was created.
Data Analysis

Descriptive analysis was used for analyzing the data achieved in the study. First, the
Turkish words ‘anne, baba, aile, biiyiikbaba, babaanne, dede, anneanne, nine and biiyiikanne’
(‘mother, father, family, grandfather, paternal grandmother, dede [a generic word used either
for maternal or paternal grandfather in the Turkish culture], maternal grandmother, nine [a
generic word used either for maternal or paternal grandmother in the Turkish culture] and
grandmother’) were looked for in all of the textbooks. Although the word ‘¢cocuk’ (‘child’) is
not mentioned in all units but in the ‘Life at Home’ unit, all of them include a child named
differently (Efe, Metin, Ayse, etc.). Hence, the word ‘¢cocuk’ was not searched in other units.
When examining the concepts about family and the roles of family members, the second unit
of the textbooks, ‘Life at Home’ was addressed separately from other units. The reason is that
this unit is solely focused on family. As for the activities, fun-time, recall-time, and
evaluation-time activities were not addressed. The reason for this is that only the activities in
the part where the subjects are explained are wanted to be discussed in the book. In addition,
after making the analysis, the validity was tried to be increased by adding various visual
quotations from the books in the reporting part.

The researchers performed coding separately, and then, the codes achieved by them
were compared. When comparing separate coding by the researchers, the inter-rater reliability
formula by Miles and Huberman (1994) was utilized. According to Miles and Huberman
(1994), the analysis is accepted to be reliable when the value is above 0.80. Inter-rater
reliability coefficient values in the data analysis are given in Table 1.
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Table 1. Reliability values of the data collection instruments

Data Reliability coefficient
Concepts about family 0.98
Roles of family members 0.92
Activities 0.90
Mean 0.93

Due to the mean reliability coefficient of 0.93 achieved in the comparison of
researchers’ analyses, it was concluded that the analyses can be considered reliable.

Findings
Concepts about Family in the Life Sciences Textbooks

Concepts about family included in the primary school first-, second- and third-grade
Life Sciences textbooks were examined. Table 2 presents the number of uses of these
concepts, and roles of family members are provided in Table 3.

Table 2. Number of uses of concepts about family in the Life Sciences textbooks

Grade levels Units Family Members Frequency (f)

Mother 8

Father 5

Family 5

Child 5

Unit 2: Life at Home Grandfather 4
First Grade Paternal grandmother 4
Dede 2

Maternal grandmother 1

Father 16

Other Units Mother 15
Family 3

Mother 20
Father 11
Family
Unit 2: Life at Home Child
Paternal grandmother
Dede
Maternal grandmother
Father
Other Units Mother
Family

Second Grade

Family
Child
Father
Mother
Paternal grandmother
Dede
Nine
Family
Mother
Other Units Dede
Paternal grandmother
Father

Unit 2: Life at Home

Third Grade

=N =N
wrpEBroovoENrrvwivvroo

As seen in Table 2, the uses of concepts about family were looked for in the Life at
Home unit, which is Unit 2 in the textbooks of all three grades and in other units. While
many concepts about nuclear and extended families are addressed in the unit of Life at Home
in the primary school first and second grades, other units only include the concepts about
nuclear family. Only other units of the third-grade textbook include the concepts of ‘dede and
paternal grandmother’ whereas these concepts are not mentioned in the first and second-grade
textbooks. In the Life at Home unit, both nuclear and extended families are frequently
mentioned in the textbooks of all three grades. Moreover, although the word ‘child’ is not
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mentioned in other units, each unit mentions a child named differently. Hence, the word
‘child’” was not searched in other units.

Roles of Family Members included in the Life Sciences Textbooks

Roles of family members in the primary school first, second and third-grade Life
Sciences textbooks were examined. Data on the nature of these roles are given in Table 3.

Table 3. Roles of family members included in the Life Sciences textbooks

Grade levels Units Members Roles
Ironing, Cooking, Wiping the floor, Doing all
Unit 2: Life at Mother the work
Home Father Reading newspaper, Watching TV, Ironing
Child Doing homework, Picking up toys
First Grade Warning her child about mistakes, Trimming
Mother . - .
nails, Buying stationery
Other Units Father Buying shoes, Installing technological tools-
devices
Child Preparing the lunchbox, Making sandwiches
s Mother Ironing
UthZ' Life at Putting things to the cupboard, Cleaning and
ome . 2 e 2
Second Grade Child organizing the desk, I_chklng up toys, Tidying
up his/her room, Laying the table
. Mother Cooking
Other Units Father Working at the workplace
Mother Taking care of her parents, Making saving
Father Repairing
ol Dede Making toys
Uthz - Life at Paternal Sewing clothes
ome
Third Grade grandn_wther . : . .
Child Helping his/her dede, Preparing daily
schedule
Mother Teaching about safe life
Other Units Father Teaching about safe life
Dede Growing fruits-vegetables

As seen in Table 3, there are no data on the roles of maternal grandmother, paternal
grandmother, grandmother, grandfather, and dede in the primary school first and second-
grade Life Sciences textbooks. The primary third-grade textbook mentions the roles of dede
and paternal grandmother only in the unit of Life at Home which is about family. Each role
shown in Table 2 are mentioned once in the textbooks. Overall, mother’s role concentrates on
‘taking care of home and housework’, father’s role is ‘to make life easier for the family’, and
child’s roles revolve around ‘doing homework and doing his/her own things’. As for the roles
of paternal grandmother and dede, each of whom are mentioned once only in the third-grade
textbook, paternal grandmother sews clothes and dede grows fruits and vegetables. A
photograph of how roles are included in the 3rd grade textbook is given in Figure 1.

Evde Herkesin Bir Isi Var (
fw‘ Evinizde aile buytklerinize yardm ediyor musunuz? Ornekler O

»éj veriniz. — '

Benim adim Tugce. Bizim evde isler cabucak biter. Nasil mi? Aile
bireyleri, Ustine disen gérev ve sorumluluklar zamaninda yerine
getiri: Ornegin ben toz alinm, odami toplarim. Evimizdeki cicekleri sular;

kusumuz Mavisin bakimini yaparim. Aile biiytiKlerim ise temizlik, alisveris
vb. isleri yaparlar. Boylece ailemle birlikte eglenmeye, gezmeye bol bol
vaktimiz kalir

Figure 1. Roles at Home (Celikbas, Giirel and Ozcan, 2018)
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Figure 1 shows the distribution of roles in the house of a child named Tugge.
Accordingly, it is understood that everyone has a responsibility, she dusts himself and tidies
her room, and the elders of the family do things such as cleaning and shopping.

Activities in the Subjects about Family Concept in the Life Sciences Textbooks

Activities about the concept of family in the first, second and third-grade Life Sciences
textbooks were examined according to Kabapinar’s (2012) classification of activity types. The
data obtained are given in Tables 4, 5 and 6.

Table 4. Activities in the subjects about family concept in the first-grade Life Sciences textbook

Grade level Unit Subject Activity Freq(%ency
Expressing child’s thoughts 2
Yasemin Starts School and feelings
Unit 1: Life at School Empathizing 1
Let’s Get to Know Parts Expressing child’s thoughts 1
of Our School and feelings
Our family Expressing child’s emotions 1
. Defining family and
Who Our Family extended family 1
Members are o
Drawing pictures 1
Stating one’s thoughts and 2
o value judgment
Unit 2: Life at Home Our Family Life Providing similar examples 1
Reading 1
Preparing 1
Subject ‘I Know My Eosters/_brpchures/cards
Address’ mpathl_Zlng . 1
Expressing child’s thoughts 1
and feelings
Expressing child’s thoughts 2
Unit 3: Healthy Life I’m Making a Sandwich and feelings
Drawing pictures 1
First Grade Sevgi Goes to School Express!ng child’s thoughts 2
Unit 4: Safe Life - - and feelings
Using the Technological Classifying 1
Tools and Devices
Emre Goes to Ankara Expressi_ng child’s thoughts 1
and feelings
Unit 5: Life in Our Let’s Be Kind Providing similar examples 1
Country What If There were No Expressing child’s thoughts 1
Resources and feelings
Living Together Writing poems/short stories 1
Plants Around Classifying 1
S Expressing child’s thoughts
Unit 6: Life in Nature A Clean Environment and feelings !
Drawing pictures 1

Table 4 presents the examination of activities in the subjects about family in all units of
the primary school first-grade textbook. Accordingly, one can see that all units in the primary
school first-grade textbook involve subjects about family. ‘Expressing child’s thoughts and
feelings’ is the most covered activity in the textbook. However, activities such as
‘empathizing, writing poems/short stories, drawing pictures’ which activate students in the
classroom are covered in the units in very few instances. An example of the activity of
‘expressing the child's emotion' is given in Figure 2.
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Ne 9Uze|dir ailemiz,
Cicek dolu bahcemiz.
Bir kustur evimiz

Ucar durur nesemiz.

Elif Yildirm

Soyleyelim
¢ Elif. ailesine olan duggulorlnl siirle ne SUzel

anlatmis. Biz de kendi ailemizle ilgili duggulorlmIZI
soyleyelim.
Figure 2. Expressing child's feelings towards the poem (Demir, 2018)

In Figure 2, there is a poem written by a child named Elif about her family. In addition,
in the "Let's Think, Let's Say" section, it is seen that Elif expresses her feelings towards her
family, and the students are asked to express their feelings towards their own families.
Activities about the concept of family in the second-grade textbook are presented in Table 5.

Table 5. Activities in the subjects about family concept in the second-grade Life Sciences textbook

Grade level Unit Subject Activity Freq(tfj)ency
Uar:'gihcl)‘ge I Change as | Grow Interpreting the picture 1
Filling in the gaps and 2
puzzles

My Close Relatives Expressing child’s thoughts 1

and feelings
Second Unit 2: Life Interpreting the picture 1
Grade at Home When Using Things 5:(? ;Zimgscmld s thoughts 1
Let’s Help Empathizing 1
A Penny Saved is A Penny Expressing child’s thoughts 1

Earned and feelings
Unit5: Life  They were Children, Too Reading activity 1
in Our Different Cultures Different Expressing child’s thoughts 1

Country People and feelings

According to Table 5, Units 1, 2 and 5 involve subjects about family in the primary
school second-grade textbook. Like in the first-grade textbook, those units cover the activity
‘Expressing child’s thoughts and feelings’ in the second-grade textbook. However, there are
also other activities such as ‘filling in the gaps and puzzles, reading activity’. An example of
the activity of 'expressing the child's thoughts' is given in Figure 3.

. Bu h.;:x:ftu sonu \
ne yapalm?

d;ﬁnﬁi?ﬁ?@:cj J Ailemizle ilgili kerarlar alinrken biz de dusincelerimizi

| msﬁglemeligiz_ Fakat Hulnlzcu kendi disiincelerimizin gerl;ek—
Malzemeleri hep | lasmesi igin 1srar etmemeliyiz. Aile bireylerimizle birlikte or-
* birlikte hazrlayalim
e g tok karar almaliyiz.

1. Ailenizde kararlar alinrken sizin fikriniz sorulmaz-
sa neler hissedersiniz? 553[& iniz.
2. Aile bireHlerinin birlikte karar almasinin gﬂrﬂr{arl

| nelerdir? Anlatiniz.

Ben bu fil(rid
Gok begendim.

Figure 3. Expressing child's thougts (Kuskaya, 2018)
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Figure 3 mentions the importance of children's expressing their opinions while making
decisions about the family. Regarding this, the students were asked how they would feel if the
children's opinions were not asked while making decisions in the family. In addition, family
members were asked to explain the benefits of making decisions together. Activities in the
subjects about family in the third -grade textbook are presented in Table 6.

Table 6. Activities in the subjects about family concept in the third-grade Life Sciences textbook

Grade level Unit

Subject

Activity

Number

®

Unit 1: Life at
School

I’'m Influenced by my Friends

Employing case study
Empathizing

Expressing child’s thoughts
and feelings

Providing similar examples

1

Social Activities at School

Researching

Unit 2: Life at
Home

Once upon a Time, They were
Children

Researching

1
1
1
1
1

Let’s Become Neighbors

Expressing child’s thoughts
and feelings
Reading activity

N

Saving at Home

Expressing child’s thoughts
and feelings

N

Let’s Be Organized

Expressing child’s thoughts
and feelings

[EEN

Third Grade Unit 3:

Healthy Life

When Shopping

Expressing child’s thoughts
and feelings
Researching

What and When to Eat

Expressing child’s thoughts
and feelings
Researching

I’m Eating Healthily

Providing similar examples
Expressing child’s thoughts
and feelings

Expressing child’s emotions

Unit 4: Safe
Life

Let’s Get to Know Traffic Signs

Expressing child’s thoughts
and feelings
Preparing posters

I Should Say No for my Safety

Expressing child’s thoughts
and feelings

I N T e e e L

Unit 5: Life
in Our
Country

We Saw as We Traveled

Expressing child’s thoughts
and feelings
Researching

Strong Together

Providing similar examples

With Republic

Expressing child’s thoughts
and feelings

N N -

Unit 6: Life
in Nature

How Fruits and Vegetables are
Grown

Expressing child’s thoughts
and feelings
Researching

[EEN

One can see in Table 6 that all units in the primary school third-grade textbook involve
subjects about the concept of family. As for the activity types, activities of ‘expressing child’s
thoughts and feelings’ are covered like in the first- and second-grade textbooks. Activities
such as ‘employing case study, empathizing, preparing posters, researching’ which activate
students in the classroom are covered scarcely in this grade level as well. An example of the
'doing research’ activity is given in Figure 4.
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Figure 4. Making research (Celikbas, Giirel and Ozcan, 2018)

As seen in Figure 4, the students were asked to learn what the toys and games played
by their elders in the past were, and how they were played.

Regarding the activities about family in the primary school first, second and third-
grade textbooks, it was found that few activities that activate the student in the classroom are
included in the textbooks, which is a remarkable result. The textbooks were found to include
activities of ‘expressing child’s thoughts and feelings’ in general.

Discussion, Conclusion and Recommendations

In this study, it was aimed to examine the concept of family covered by the primary
school first, second and third-grade Life Sciences textbooks. Accordingly, the concept of
family, social roles, and activities regarding these roles in the textbooks were examined.

In light of the data obtained, it was seen that many concepts about nuclear and
extended families are addressed in the unit of Life at Home in the primary school first and
second grades. However, other units only include the concepts about nuclear family. While all
units but the ‘Life at Home’ unit of the third-grade textbook include the concepts of ‘dede and
paternal grandmother’, these concepts are not mentioned in the first and second-grade
textbooks. In the Life at Home unit, both nuclear and extended families are frequently
mentioned in the textbooks of all three grades. It is a remarkable finding that concepts of dede
and paternal grandmother are mentioned in very few instances except in the ‘Life at Home’
unit. The reason why concepts about extended family are covered less frequently in the Life
Sciences textbooks might be that children are alienated from such concepts with changing
experiences and lifestyles regarding the extended family in daily life (Sentiirk, 2006).

There are no data on the roles of maternal grandmother, paternal grandmother,
grandmother, grandfather, and dede in the primary school first and second-grade Life
Sciences textbooks. The primary third-grade textbook includes the roles of dede and paternal
grandmother only in the unit of Life at Home which is about family. Overall, mother’s role
concentrates on ‘taking care of home and housework’, father’s role is ‘to make life easier for
the family’, and child’s roles revolve around ‘doing homework and doing his/her own things.’
As for the roles of paternal grandmother and dede, which are mentioned in very few instances
in the third-grade textbook, paternal grandmother sews clothes and dede grows fruits and
vegetables. One can argue that the Life Sciences textbooks emphasize the traditional roles. It
seems that new roles which differentiate within the modern life are not reflected in the
textbooks.
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Similarly, Saritags and Sahin (2018) found in their study on gender roles in the Life
Sciences textbooks that mother takes responsibilities in childrearing. The researchers also
found that mother and father differ by their roles and mother take responsibilities rather in
housework due to the nature of the traditional structure. In that study, while it is noteworthy
that mother has responsibilities in kitchen and house cleaning, highlighted roles of father are
ironing, organizing the budget, and shopping. Aiming to improve the model of the family
studies course within the scope of the Life Sciences course, Coskun-Keskin (2012) similarly
mentioned the roles to be taken in the family environment. It was stated that it is important for
individuals to take responsibility in housework, childrearing and patient care, to gain
experience in economic life and to take gender roles about cooking and cleaning. In the study
conducted by Kilig and Eyiip (2011) on gender roles in the Turkish textbooks, it was found
that the traditional perspective is predominant and gender roles are influenced by the social
and cultural structure. In that study, it was also found that men are mentioned more frequently
than women in the textbooks. It was stated that women are represented more in familial roles.
According to that study, woman is presented inside home while man is presented outside
home in the textbooks.

In the present study, it is observed that all units in the primary school first-grade
textbook involve subjects about family. ‘Expressing child’s thoughts and feelings’ is the most
covered activity in the textbook. However, activities such as ‘empathizing, writing
poems/short stories, drawing pictures’ which activate students in the classroom are covered in
the units in very few instances. Like in the first-grade textbook, those units cover the activity
‘expressing child’s thoughts and feelings’ the most in the second-grade textbook. However,
there are also other activities such as ‘filling in the gaps and puzzles, reading activity.” It is
observed that all units in the primary school third-grade textbook involve subjects about the
concept of family. As for the activity types, activities of ‘expressing child’s thoughts and
feelings’ are covered like in the first and second-grade textbooks. Activities such as
‘employing case study, empathizing, preparing posters, researching’ which activate students
in the classroom are covered scarcely in this grade level as well.

Regarding the activities about family in the primary school first, second and third-
grade textbooks, it was found that few activities that activate the student in the classroom are
included in the textbooks, which is a remarkable result. The textbooks were found to include
activities of ‘expressing child’s thoughts and feelings’ in general. In a study which aimed to
evaluate Life Sciences course books and student textbooks according to teacher opinions
(Gtiven, 2010), Life Sciences textbooks and workbooks have shortcomings in terms of
activities that facilitate learning. According to Giiven’s (2010) recommendation, certain
methods and techniques need to be used to attract student’s attention, and activities should be
reinforced with visual elements. Utkiir (2018) also examined the activity types in the first-
grade Life Sciences textbooks of 2009 and 2015. The results showed in parallel with the
present study that activities in the Life Sciences textbooks aim to enable students to ‘express
their thoughts and feelings, value judgments and assumptions’ and to ‘interpret photos.’

It hinders the activation of student in the classroom. It is frequently stated in the
literature that using activities to make students active in the classroom setting is very
important (Dumains, 2006; Guzdial, Rick & Kehoe, 2001; Kosky, 2008; Skehan, 1999; Swan,
2007; Yavuz, 2007). It is observed in these studies that activities which make students more
active in the classroom setting and enable them to learn by having fun are considered
important.

In this study, how concepts and activities about family as the core of society are
covered in the textbooks of Life Sciences as one of the main courses in the primary school
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that address social phenomena was examined. One of the limitations of the study is that only
the textbooks used in the academic year of 2019-2020 were examined.

. It can be recommended to conduct more experimental studies and action research in
future. More quantitative and qualitative studies can be carried out on several grade levels of
primary school, which include parents and nuclear and extended families.

. In addition, family and gender roles can be included more in textbooks. Activities
related to these issues can be increased. Today, especially in modern life, new roles that differ
can be reflected in textbooks.

. Studies involving students, teachers and parents, including roles in modern life, can be
carried out.

. In order not to lose our traditions and not to forget the importance of the extended
family, more extended families should be focused in the activities carried out in life studies
lessons.

° Because family is a concept which is and will be of importance for humanity both in

Turkey and internationally.
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In this study, it is aimed to examine the democratic, the autocratic and the Democratic
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laissez-faire leadership styles of public-school administrators and their taking
personal initiative situations. The universe of the study consists of 15190
teachers working in public primary, secondary and high schools in the central
districts of Konya, Karatay, Meram and Selguklu in the 2018-2019 academic
year. The sample of the study was formed by randomly selecting 720 teachers
working in the same districts. The study was designed in correlational survey
model. Data from teachers were obtained through the Leadership Styles Scale
developed and School Principals' Initiative Taking Scale. According to the
findings of this study, it was determined that school administrators preferred
the autocratic the most and the laissez-faire leadership style the least and they
took moderate personal initiative. There was a significant difference in the
laissez-faire leadership style regarding the gender variable. While there was a
significant difference in the autocratic leadership style and in the self-starting
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of working with the same principal. A significant difference was found in the
autocratic and the laissez-faire leadership styles in the variable of working
duration at the same school, and a significant difference was found in the
democratic and the autocratic leadership styles and in the self-starting and the
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Introduction

Leaders adopt various leadership styles while guiding or managing their followers in the
organizational environment (Chiang & Wang, 2012). Leadership styles vary according to the character
of the leader. Each character presents a style of its own, so leadership styles can be defined as a type of
behavior and ability that the manager has and enables her/his to interact and communicate with
employees to achieve goals (Hesham, 2010). Leadership style can be defined as the way a leader
influences her/his followers by encouraging or motivating them to achieve the chosen goals (Kili¢ &
Yilmaz, 2018). Leadership style reveals the effectiveness of the leader rather than the leadership
characteristics. Style is a concept related to one's organizational behaviour model. The leader's attitude
towards the members of the organization and communication with them within the framework of the
leadership style can contribute to the general functioning of the group or decrease the general
functional performance of the group (Price, 2008; Henman, 2011).

In other words, leadership style refers to the characteristic behaviors of the leader while
directing, motivating, guiding and managing groups of people. At the same time, leadership styles are
a roadmap that the leader follows on how to behave while managing the group (Kilig, 2019). In the
study conducted by Lewin, Lippitt, and White (1939), three main leadership styles were determined as
democratic, autocratic and laissez-faire leadership, which will shed light on leadership styles (Kilig,
2019). Democratic leadership style focuses more on the conciliatory approach model and tries to
ensure the participation of the whole group in the decision-making process. On the other hand, in the
autocratic leadership style, the leader makes all the decisions, uses absolute power, and assigns tasks
to the members of the group. In the laissez-faire leadership style, no intervention policy is followed, an
atmosphere of complete freedom is provided to all employees and no specific procedure is followed to
achieve the goals. Despite all these, it is not possible to say that the best leadership style is this. The
effectiveness of a particular leadership style depends on the organizational situation (Omolayo, 2004-
2007).

Democratic leadership, also known as participatory leadership or shared leadership, is a
leadership style in which group members take a more participatory role in the decision-making
process. Everyone is given the opportunity to participate, ideas are freely shared, and members are
encouraged to create an atmosphere for discussion. While the democratic process presents the
tendency to focus on group equality and the free flow of ideas, the leader of the group maintains the
acts of guidance and control (Amanchukwu, Stanley & Ololube, 2015). By joining the group,
democratic leaders guide group members and also allow input from other group members.
Participatory leaders encourage group members to participate, but they have the final say in the
decision-making process. Group members feel more motivated and more creative because they are
involved in the process. Democratic leaders try to make followers feel that they are an important part
of the team, which helps to strengthen their commitment to the goals of the group (Bass & Bass,
2008). The democratic leader is responsible for deciding who will be in the group and who will
contribute to the decisions made (Kili¢, 2019). Researchers emphasize that the democratic leadership
style is one of the most effective types, leading to higher productivity, better contribution from group
members, and increased group morale (Amanchukwu et al., 2015).

Democratic leaders not only possess certain characteristics that include honesty, intelligence,
courage, creativity, competence, and fairness, but they also inspire trust and respect among their
followers. These leaders are sincere and make decisions based on their moral values. They take
inspirational actions to mobilize their followers and get them to contribute to the group. Good leaders
also tend to seek different opinions and do not try to silence dissenting voices or those who offer a less
popular point of view, on the contrary, they try to ensure pluralism (Amanchukwu et al., 2015). While
the democratic leader is focusing on his/her followers, it appears as an effective approach to establish
and maintain good relations with them. People working under such leaders, tend to get along, support
each other, and consult other members of the group when making decisions (Bass & Bass, 2008). In
the light of analyzes and researches on democratic leadership, three functions that define democratic
leadership have been obtained; (1) to allocate responsibilities among members, (2) to strengthen
membership, and (3) to assist members in negotiations (Gastil, 1994).
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The autocratic leadership style is a form of leadership that demands absolute obedience from
group members. Autocratic leaders make unilateral decisions on every issue according to their own
views. Such leaders, also known as authoritarian leaders, have clear expectations of what, when, and
how to do it. This leadership style focuses strongly on both the leader's command and the follower's
control (Kilig, 2019). It is possible to talk about a clear distinction between the leader and the
members. Authoritarian leaders make decisions independently with little or no input from group
members (Cherry, 2017). The autocratic leadership style does not instill a learning mindset, which is
crucial for fostering proactive attitudes among employees (Sauer 2011). The autocratic leader usually
tells others what to do, limits discussion of new ideas, and does not normally dwell upon teamwork
(Price, 2008). Autocratic leadership is an extreme form of transactional leadership in which leaders
have complete power over staff. Staff and team members have little chance of making suggestions,
even if they serve the best interests of the team or organization (Amanchukwu et al., 2015). Autocratic
leadership style has full decision-making authority. It does not authorize and does not allow
subordinates to participate in policy making (Jay, 2014). The autocratic leadership style involves
consistent combinations of group members' behaviours and attitudes to achieve the goal (Kilig, 2019).
This leadership style means that the leader determines policies and procedures, decides which goals to
achieve, and directs and controls all activities without meaningful participation by her/his subordinates
(Hackman & Johnson, 2009)

Leaders who laissez-faire avoid expressing their opinions and taking action on important
issues, fail to make or delay decisions, avoid taking responsibility, give no feedback, and allow
authority to continue. This is the most ineffective leadership behaviour (Kilig, 2019). An example of
this type of leader is a school administrator who sits in his office, talks to a few students and
employees as possible, is not interested in teacher needs and student development, and leaves
everything to her/his own devices (Hoy & Miskel, 2010). With this style, freedoms are determined
entirely by group goals, techniques, and working methods. Leaders rarely intervene (Kilig, 2019). The
laissez-faire leadership style is most effective, especially when the followers are mature and highly
motivated (Hackman & Johnson, 2009). The laissez-faire leader relinquishes her/his responsibilities,
avoids making decisions, and gives the teams full freedom to do their work, thus allowing her/his
subordinates to have the authority to make decisions about their work (Chaudhry & Javed, 2012). The
main advantage of this leadership is that giving team members so much autonomy can lead to higher
job satisfaction and increased productivity. It can be detrimental if team members do not manage their
time well or lack the knowledge, skills or motivation to do their job effectively. This type of leadership
can also occur when managers do not have sufficient control over their staff (Ololube, 2013).

While the leadership styles are applied by the leaders, they unavoidably communicate and
interact with some concepts and processes, either directly or indirectly. Therefore, it is thought that
leadership styles can be affected by these concepts and processes both positively and negatively, and
they can also affect them in the same way. When leadership styles are applied in the organizational
environment, one of the important concepts that is thought to be in a close relationship may be the
situation of administrators’ taking personal initiative (Kilig, 2019).

Personal initiative is a combination of desire, persistence and openness to opportunities.
Proactive behaviour motivated by personal initiative improves the performance of organizations,
groups and individuals. Especially, in organizations where bureaucratic tendencies are intense, there is
a more hierarchical management style. Sometimes things may not work out as desired due to the
disruptions arising from this hierarchical management style. Everyone should take the initiative to
eliminate these problems (Belschak, Den Hartog, & Fay, 2010). Personal initiative can be defined as
an individual's persistent struggle against obstacles and pressures and taking responsibility for
herself/himself to achieve her/his goals and objectives in a decisive and determined manner (Frese,
Fay, Hilburger, Leng, & Tag, 1997; Frese, Kring, Soose & Zempel, 1996). Personal initiative consists
of three behavioural dimensions: self-starting, proactivity and persistency.

Self-starting behaviour is the act of taking action by oneself, without role, task, and
responsibility requirements, external pressures, instructions, or a clear attempt to act, that is, without
being told or taking any responsibility for the person taking the initiative (Frese & Fay, 2001). Thus,
personal initiative shows that it is related to self-determined goals as opposed to predetermined goals.
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Sometimes personal initiative can also be expressed as taking responsibility with a thought that has
been close to the person for a while but has not acted before, obviously not turned into action.
Administrators should generally show initiative (Frese, Garst & Fay, 2007). Thus, personal initiative is
based on spontaneous purpose. Thus, a deeper and longer-term task analysis makes it possible to see
the implications for the person's future tasks, and the employee can proactively develop their
knowledge and skills to meet future task demands (Frese & Fay, 2001).

Proactivity can be defined as the behaviour of an individual to anticipate future work-related
concerns and anxieties, prepare herself/himself accordingly and take precautions. Proactive behaviour
is a specific type of behaviour that is motivated in the work environment. The proactive approach can
be broadly characterized as the effective facilitation of meaningful personal and/or environmental
change. Proactive qualities and behaviours reflect complementary tendencies and actions taken by
individuals to shape themselves and their environment (Bateman & Crant, 1993; Grant & Ashford,
2008). Individuals exhibiting proactive organizational behaviour engage in self-starting and long-term
focused actions and influence changes in their work environment (Frese & Fay, 2001; Parker &
Collins, 2004; Seibert, Kramer & Crant, 2001). Being proactive has three basic features: self-starting,
change-oriented and future-oriented (Kilig, 2019).

Persistency, which is an important dimension of taking initiative, is to act decisively and
determinedly. McGiboney and Carter (1993) express being persistent as reaching the goal with a
determined and patient approach in order to realize a goal or a task (Akin, 2012). Persistency is one of
the most important characteristics of great and effective leaders. Being persistent means that the
individual sticks to her/his principles and goals and is determined no matter what. Just as a marathoner
wants to run a successful marathon and needs to spend a lot of time getting ready, the condition for
being successful in leadership is to work hard and constantly improve interpersonal relationships, as
well as to be persistent (Hopkin, 2010). Being persistent is especially important in terms of reaching
one's goal. Personal initiative usually states that a process, a procedure or a task has been added or
changed, but also that these changes often involve disruptions and difficulties (Frese & Fay, 2001).

The philosophers of the first era Aristotle and Stoics, who were the first to use personal
initiative with the concept of leadership, also shed light on today's studies. According to Plato and
Xenoplan, leadership is a concept that requires taking initiative with it. According to Ed Brenegar
(2005), taking initiative is the most important step taken on the path of leadership (Okyay, 2012). In
many organizations, people, whether they are employees or administrators, are faced with new
challenges and opportunities in both their individual and organizational lives. Using these
opportunities and overcoming these challenges may not always be easy. Therefore, the understanding
of organizational management of our age necessitates new and different leadership behaviours. Taking
personal initiative of the leader emerges as an important leadership behaviour. Most of the instructions
and provisions related to the conduct of business, especially in educational institutions, are given by
the central system. Therefore, this situation causes many jobs to accumulate and pile up in schools.
Because solving every problem and trouble within the framework of laws and regulations may cause
loss of time. The easiest and shortest way to solve these problems in a short time is for the leader to
take personal initiative when necessary. From this point of view, it should not be forgotten that taking
personal initiative is an important process on an organizational basis. In addition, education of which
raw material is human, is a dynamic and active activity, therefore it has to be open to continuous
innovation and change. It is inevitable for individuals working in the field of education, especially
school administrators, to take initiative when necessary to adapt to this innovation and change without
losing time.

The Purpose of Study

It is thought that taking personal initiative during the implementation of leadership styles
exhibited by school administrators will be important for the development and effectiveness of schools.
However, when the literature is examined, it is seen that there are no studies that deal with school
administrators' levels of leadership styles and taking personal initiative together. It can be thought that
the present study will fill this gap, contribute to the field and facilitate the work of school
administrators.

88



Journal of Education, Theory and Practical Research, 2022, Vol 8, Issue 1, 85-103 Yilmaz KILIC

In this respect, it can be thought that the leadership styles exhibited by school administrators
will not only make a positive contribution to their taking personal initiative, but also make a positive
contribution to their understanding of management and governance. In particular, it should not be
forgotten that in educational organizations with a bureaucratic management approach, taking the
personal initiative of the administrators will offer significant advantages to the management level and
teacher performance. For this reason, it is important to reveal the level of leadership style effect on
school administrators' taking personal initiative. In this context, the aim of this study is to determine
the level of relationship between school administrators' leadership styles and their personal initiative
situtions. Within the framework of the general purpose of the research, answers to the following
questions will be sought:

1. What are the leadership styles and personal initiative levels of school administrators
according to the teachers' perceptions?

2. Do school administrators' leadership styles and personal initiative situtions differ
according to the variables of teachers' gender, seniority, working duration with the same
principal, working duration in the same school, and the type of school they work in?

3. Is there a significant relationship between school administrators' leadership styles and
their taking personal initiative situtions according to the teacher perceptions?

4. Do school administrators' leadership styles predict their taking personal initiative
according to the teacher perceptions?

Method
Research Model

This study, which aims to reveal the relationship between school administrators' leadership
styles and taking personal initiative, was designed in correlational survey model within the framework
of quantitative research design. Correlational survey models are research models that aim to determine
the existence and/or degree of change between two or more variables (Karasar 2011, p. 81). Survey
research is research that aims to describe the views and qualities of large masses. The purpose of these
researches is generally to make a description by taking a general picture of the current situation related
to the research subject. For this purpose, information is collected from a large population in survey

studies using the answer options determined by the researcher (Biiyiikoztiirk, Cakmak, Akgiin,
Karadeniz, & Demirel, 2014, p.177).

The Universe and Sample of Study

The study population consists of 15190 teachers working in primary, secondary and high
schools from public schools in Karatay, Meram and Selcuklu, which are the central districts of Konya,
in the 2018-2019 academic year. The sample of the study was formed by reaching 720 teachers
working in these schools by random sampling method. According to Karasar (2011), random sampling
is sampling that shows that the probability of choosing every element in the universe is greater than
zero. According to Ural & Kilig (2011), in this method, the universe is determined with definite
boundaries and a list is made by assigning a number to each unit that makes up the universe. From the
numbers of each unit in the prepared list, as much as the number of samples, the number is determined
randomly by selection by lot or with the help of a computer. Scales were distributed to the schools
selected by random sampling to be filled by the teachers, and after removing the incorrect, incomplete
and randomly filled scales, the remaining 720 scales were included in the data analysis. The
demographic information of the teachers constituting the sample group is given in Table 1.
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Table 1. Demographic Information of the Teachers Constituting the Sample Group (N=720)

Variables Level F %
Gender Female 400 55.6
Male 320 44.4
35 and younger 231 32.1
36-40 205 28.5
Age 41-45 123 17.1
46-50 84 11.7
51 and above 77 10.7
1-5 142 19.7
Professional 6-10 81 113
Seniority 11-15 140 194
16-20 154 21.4
21 and above 203 28.2
Working duration
with thegsame 1-5 631 87.6
. 6-10 89 124
principal
1-5 463 64.3
. L 6-10 156 21.7
Working duration in
the samg| school 11-15 “ 10.3
16-20 15 2.1
21 and above 12 1.7
Primary school 194 26.9
;I/—\ygfkgg School Sgcondary school 231 32.1
High school 295 41.0
Total 720 100

In Table 1, 400 of the teachers who consist of the sample group are female and 320 are male.
When the age variable was examined, it was determined that 231 of the teachers were 35 and younger,
205 were between the ages of 36 and 40, 123 were between the ages of 41 and 45, 84 were between
the ages of 46 and 50, and 77 were between the ages of 51 and over. It was understood that 463 of
them worked in the same school for 1 and 5 years, 156 of them 6 and 10, 74 of them 11 and 15, 15 of
them 16 and 20, 12 of them for 21 years or more. Considering the variable of school type, it was
determined that 194 of the teachers worked in primary school, 231 in secondary school and 295 in
high school.

Data Collection Tool
1. School Administrators' Leadership Style Scale

In this study, the School Administrators' Leadership Style Scale developed by Kili¢ and
Yilmaz (2018) was used to determine the level of school administrators' display of leadership styles. In
the study conducted by Kili¢ & Yilmaz (2018), the scale was determined to be a scale with high
reliability, by performing a reliability analysis together with exploratory and confirmatory factor
analyses. The reliability coefficients calculated in this context are .89 for the democratic style, .83 for
the autocratic style, and .71 for the laissez-faire style. The overall Cronbach Alpha reliability
coefficient of the scale was calculated as .83. The scale consists of 16 items and 3 dimensions. The
democratic style has 9 items, the autocratic style has 4 items, and the laissez-faire style has 3 items.
The rating is prepared to be answered in a five-point likert form. | strongly disagree (1 point), |
disagree (2 points), | partially agree (3 points), | agree (4 points) and | completely agree (5 points).

2. School Administrators’ Taking Personal Initiative Scale

The Personal Initiative Taking Scale of School Administrators, developed by Akin (2012), was
used to determine the level of initiative of school administrators. In the study conducted by Akin
(2012), reliability analysis was performed together with the exploratory and confirmatory factor
analyzes of the scale, and it was determined that the scale is a scale with high reliability. The reliability
coefficients calculated in this context are .88 for self-starting, .83 for proactivity and .89 for
persistency of which are the sub-dimensions of the scale. The scale consists of 32 items and 3
dimensions. The first dimension self-starting contains 13 items, the second dimension proactivity
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contains 9 and the third dimension persistency contains 10 items. The rating is in a five-point likert
form; | completely agree (5), | strongly agree (4), 1 moderately agree (3), | slightly agree (2), |
absolutely disagree (1).

Data Analysis

Before proceeding to the analysis of the collected data, it was checked whether the data
showed a normal distribution or not. It was observed that the skewness and kurtosis coefficients of the
democratic, autocratic, and laissez-faire sub-dimensions of leadership styles and self-starting,
proactivity and persistency sub-dimensions of taking personal initiative were between + ,960 and =+,-
0.099, and kurtosis were between +,-0.684 and +.021. That is, it was found to be in the range of +1.0.
This value shows that the distribution is normal. A kurtosis value of £1.0 is considered excellent for
most psychometric purposes. A value of +2.0 may also be acceptable, depending on specific
applications. (George & Mallery, 2012; Hair, Black, Babin & Anderson, 2013). Considering the
obtained values, parametric tests were applied because the data showed normal distribution. Statistical
methods such as frequency, percentage, arithmetic mean and standard deviation were used in the
statistical evaluation of the data obtained from the research. T-test, one-way analysis of variance
(ANOVA) was used to analyze the data, and Post hoc Tukey analyzes was used to reveal differences
between groups. In addition, Pearson product-moment correlation technique and multiple regression
analysis were used to determine whether there was a significant relationship between dependent and
independent variables.

Findings

In this section, the answers given by the teachers to the school administrators were analyzed
with the techniques stated in the method section, and the tables and interpretations of the findings were
given.

According to the perceptions of the teachers, the results of leadership styles and situtions of
taking personal initiative of school administrators are given in Table 2.

Tablo 2. Teachers' perceptions related leadership styles and situtions of taking personal initiative of school
administrators.

Scale Dimensions  Number  SCO'€ gy gk s Min  Max
o Democratic Style 8 8-40 2784 348 490 144 5
g;‘-”; Autocratic Style 5 525 1963 392 321 2 5
25 Laissez-Faire 3 315 811 270 293 1 5
- Style

_ o Self-Starting 13 13-65 4953 381 6.86 215 5
% 2 Proactivity 9 9-45 3446 3.82 496 1.78 5
E  persistency 10 10-50 3757 375 502 180 5

As stated in Table 2, when the scores obtained by dividing the total scores by the number of
items are evaluated, it is seen that the autocratic style (X=3.92) has the highest mean score in the
leadership styles, followed by the democratic style (X=3.48) and the laissez-faire style (X=2.70)
appear to follow. When the situtions of taking personal initiative are examined, it can be said that the
highest mean score belongs to the proactivity (X=3.82) dimension, then self-starting (X=3.81) and the
lowest mean score belongs to the persistency (X=3.75) dimension.

According to the gender of the teachers, whether or not there is a significant difference in the
leadership styles and the situations of taking personal initiative of the school administrators was
examined with the independent t-test, and the findings were given in Table 3.
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Table 3. Examination of teachers' perceptions related leadership styles and taking personal initiative situtions of
school administrators according to teachers' gender

Scale Gender N Mean Ss sd T p
Democratic Style E/f;‘:'e ggg gigg g:ig 718 0538 0,662
Autocratic Style Eﬁgﬂ:'e ‘3‘(2)8 1223 g:?g 718 -0,784 0421
Laissez-Faire Style E/T;?:Ie ggg 57;5753 gg? 718 -3,925 0,000
Self-Starting remale 200 jg:;g Zgg 718 0913 0361
Proactivity E/fgl‘:'e e gj:gg izég 718 -079 0426
Persistency E/f;?:'e ;‘gg g;gg 2:23 718 0002 0,999

As can be seen in Table 3, it was determined that teachers' perceptions related leadership styles
of school administrators in the context of gender variable did not differ in dimensions of democratic (t
@18) = 0.538, p> 0.05) and autocratic (t 71y =-0.784, p> 0.05). However, it changed in the laissez-faire
style dimension (t 18y =-3.925 p<0.05) and there was a significant difference in favor of female
participants. According to the perceptions of the teachers, it can be said that the situtions of taking
initiative of school administrators were in self-starting (t (719 =0.913, p>0.05), in proactivity (t (1) =-
0.796, p>0.05) and in persistency (t 18y = 0.002, p>0.05) dimensions, and the opinions of female and
male teachers are close to each other.

According to the seniority variable of the teachers, whether the leadership styles and the
situtions of taking personal initiative of the school administrators differed or not was analyzed with the
ANOVA test and the findings were given in Table 4.

Table 4. Teachers' perceptions related leadership styles and the situtions of taking personal initiative of school
administrators according to the seniority variable of teachers.

Dimensions of

Scales Group Seniority N Mean Ss sd F p Diff.
1 1-5 years 142 31,13 5,88
Democratic 2 6-10 years 81 32,17 6,36 4
Style 3 11-15 years 140 31,49 495 715 1,347 0,251 -
4 16-20 years 154 30,78 5,23
5 21 yearsandover 203 31,92 4,94
1 1-5 years 142 16,55 2,49 1-2
Autocratic 2 6-10 years 81 15,17 3,19 4 1-5
Style 3 11-15 years 140 16,47 2,72 715 4,402 0,002 2-3
4 16-20 years 154 16,12 2,69 2-4
5 2lyearsandover 203 1512 3,11 3-5
1 1-5 years 142 7,44 3,10
Laissez-Faire 2 6-10 years 81 8,19 2,99 4
Style 3 11-15 years 140 7,97 2,91 715 2,073 0,083 -
4 16-20 years 154 8,02 2,81
5 2lyearsand over 203 8,49 2,89
1 1-5 years 142 51,25 575
2 6-10 years 81 4950 6,89 4 14
Self-Starting 3 11-15 years 140 50,00 6,57 715 3,942 0,004 15
4 16-20 years 154 48,65 7,16
5 21 yearsandover 203 48,64 7,30
1 1-5 years 142 3494 411
2 6-10 years 81 3432 558 4
Proactivity 3 11-15 years 140 34,90 4,46 715 1,028 0,392 -
4 16-20 years 154 34,07 485
5 21 yearsandover 203 34,18 5,59
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Table 4. Teachers' perceptions related leadership styles and the situtions of taking personal initiative of school
administrators according to the seniority variable of teachers. (Continued)

Dimensions of

S Group Seniority N Mean Ss sd F p Diff.
cales
1 1-5 years 142 38,36 4,47
2 6-10 years 81 37,19 529 4
Persistency 3 11-15 years 140 37,62 5,00 715 1,224 0,299 -
4 16-20 years 154 37,33 501

5 21 yearsand over 203 37,32 5,28

In Table 4, according to the seniority of the teachers, there is no significant difference in
dimensions of democratic (F (a-715 = 1,347, p> 0,05), and laissez-faire (F 4715 = 2,073, p> 0,05) in the
perceptions of the teachers. On the other hand, it was found that teachers' opinions differed
significantly in autocratic (F (s715) =4,402, p<0,05) leadership style. Post hoc. Tukey test was applied
to determine from which groups this difference originated. According to the findings, it was
understood that it was originated from groups having seniority of 1-5 years with 6-10 years, 1-5 years
with 21 years and above 6-10 years with 11-15 years, 6-10 years with 16-20 years, and 11-15 years
with 21 years and above. It is seen that this difference is in favor of the teachers in groups 1, 3 and 4.

A significant difference was found in teachers' perceptions of school principals' taking
personal initiative in the dimension of self-starting (F @715y =3,942, p<0,05). According to the results
of the Post hoc. Tukey test, it was understood that this difference originated from the groups having
seniority of 1-5 years with 16-20 years, 1-5 years with 21 years and above. It is seen that this
difference is in favor of the teachers in group 1. No significant difference was found in the dimensions
of proactivity (F @715y = 1.028, p<0.05) and persistency (F 715 = 1.224, p<0.05).

According to the variable of working duration with the same principal whether the leadership
styles and the situtions of taking of personal initiatives of the school administrators differed or not was
analyzed with the t-test, and the findings were given in Table 5.

Table 5. Teachers' perceptions related leadership styles and the situtions of taking personal initiative of school
administrators according to the variable of working duration with the same principal.

Dimensions of Working duration

S Group with the same N Mean Ss sd T p
cales .
principal
Democratic Style 1 1-5 631 31,47 5,65 718 1,273 0,342
2 6-10 89 30,88 3,77
Autocratic Style 1 1-5 631 15,93 2,91 718  -3,669 0,000
2 6-10 89 17,13 1,65
Laissez-Faire 1 1-5 631 7,99 2,93 718  -2,898 0,004
Style 2 6-10 89 8,95 2,82
Self-Starting 1 1-5 631 49,45 7,05 718  -2,452 0,016
2 6-10 89 51,86 8,70
Proactivity 1 1-5 631 33,39 5,08 718  -2,130 0,024
2 6-10 89 35,96 3,96
1 1-5 631 37,51 5,16

Persistency 718 0,660 0,417

N

6-10 89 37,97 3,95

As seen in Table 5, according to the working duration with the same principal there is no
significant difference in the democratic dimension (t (1) = 1.273, p> 0.05). However, it was concluded
that there was a significant difference in the dimensions of autocratic (t (718 =-3.669, p<0.05) and
laissez-faire (t (718)) = -2,898, p<0.05). While there was a significant difference in self-starting (t 71s) =-
2,452, p<0.05) and proactivity (t (18 = -2, 130, p<0.05) dimensions of school administrators’ taking
personal initiative, in the dimension of persistency (t (71g) = 0.660, p> 0.05) did not differ significantly.
It is seen that this difference is in favor of the teachers in group 2.

According to the variable of working duration of the teachers in the same school, whether the
leadership styles and the situtions of taking personal initiative of the school administrators differed or
not was analyzed with the ANOVA test and the findings were given in Table 6.
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Table 6. Teachers' perceptions related leadership styles and the situtions of taking personal initiative of school
administrators according to the variable of working in the same school.

Dimensions W_orkl_ng .
Group  duration in the N Mean Ss sd F p Diff.
of Scales
sane school
1 1-5 years 463 31,56 5,63
Democratic 2 6-10 years 156 30,66 4,80 4
Style 3 11-15 years 74 31,64 5,42 715 1,181 0,318 -
4 16-20 years 15 33,00 5,66
5 21 yearsand over 12 31,33 6,59
1 1-5 years 463 15,86 2,95
. 2 6-10 years 156 16,42 2,60
A“;?;{:“C 3 1115years 74 1682 217 1. 2727 0028 12
4 16-20 years 15 15,60 2,26
5 21 yearsand over 12 16,00 3,10
1 1-5 years 463 7,85 2,96
Laissez- 2 6-10 years 156 8,28 2,77 4 13
Faire Style 3 11-15 years 74 8,95 3,04 715 3,786 0,005 15
4 16-20 years 15 8,73 2,54
5 21 yearsand over 12 9,83 2,08
1 1-5 years 463 49,88 6,83 1-2
2 6-10 years 156 48,60 6,75 4 1-4
Self-Starting 3 11-15 years 74 49,70 6,57 3-4
4 16-20 years 15 45,73 9,09 715 2,360 0,044 4-5
5 21 yearsand over 12 51,08 6,27
1 1-5 years 463 34,56 4,87
2 6-10 years 156 34,16 4,96 4
Proactivity 3 11-15 years 74 34,52 5,32 715 0,278 0,892
4 16-20 years 15 33,86 6,11
5 21 yearsand over 12 34,91 4,94
1 1-5 years 463 37,64 5,02
2 6-10 years 156 37,17 5,13 4
Persistency 3 11-15 years 74 37,97 4,96 715 0,428 0,789
4 16-20 years 15 37,20 5,22
5 21 yearsand over 12 38,00 4,19

As can be seen in Table 6, it is observed that the perceptions of teachers regarding the level of
exhibiting leadership styles of school administrators do not differ significantly in the democratic
dimension (F 715 = 1.118, p> 0.05) according to the working duration of the teachers in the same
school. There is a significant difference in teacher perceptions in autocratic (F 4715y = 2.727, p<0.05)
and laissez-faire (F (1-715) = 3.786, p<0.05) dimensions. Post hoc. Tukey test was applied to determine
from which groups this difference originated. According to the findings, it was determined that it was
originated from groups having working durations in the same school of 1-5 years with 6-10 years, and
1-5 years with 11-15 years in the autocratic style, and 1-5 years with 11-15 years, and 1-5 years with
21 years and above in the laisses-faire style. It is seen that this difference is in favor of the teachers in
groups 2, 3and 5.

On the other hand, while there was a significant difference in the self-starting (F (a-715) =2.360,
p<0.05) dimension of school principals' taking personal initiative, there was no significant difference
in teacher perceptions in the dimensions of proactivity (F 715 =0.278, p>0.05) and persistency (F -
715y =0.428, p>0.05). Post hoc. Tukey test was applied to determine from which groups this
differentiation originated. According to the findings, it was determined that it was originated from
groups having working durations in the same school of 1-5 years with 6-10 years, 1-5 years with 16-20
years, 11-15 years with 16-20 years, and 16-20 years with 21 years and above. It is seen that this
difference is in favor of the teachers in groups 1, 3 and 5.

According to the school variable where the teachers work in, whether the leadership styles and
the situtions of taking personal initiative of the school administrators differed or not was analyzed with
the ANOVA test and the findings were given in Table 7.
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Table 7. Teachers' perceptions related leadership styles and the situtions of taking personal initiative of school
administrators according to the school variable where the teachers work in.

Dimensions of Type of

Scales Group School N Mean Ss sd F p Diff.
1 Primary 194 31,86 5,58 5 13
Democratic Style 2 Secondary 231 32,08 518 717 6,030 0,003 2.3
3 High 295 3056 5,49
1 Primary 194 16,27 2,78 5 1-3
Autocratic Style 2 Secondary 231 1655 2,48 717 8,630 0,000 2.3
3 High 2905 1557 3,00
Laissez-Faire 1 Primary 194 8,11 2,95 2
Style 2 Seco_ndary 231 8,16 3,06 717 0,061 0,941 -
3 High 295 8,07 2,83
1 Primary 194 50,40 6,56 9 13
Self-Starting 2 Secondary 231 50,37 6,34 717 8,361 0,000 2.3
3 High 295 48,28 7,26
1 Primary 194 3531 4,80 5 1-3
Proactivity 2 Secondary 231 3496 4,51 717 9,614 0,000 2.3
3 High 295 3351 524
1 Primary 194 3798 4,95 2
Persistency 2 Secondary 231 37,87 4,79 717 2,620 0,074 -
3 High 295 37,06 521

As it can be understood from Table 7, the perceptions of the teachers towards the level of
displaying the leadership styles of the school administrators differed significantly in the dimensions of
democratic (F -717) = 6,130, p<0.05), and autocratic (F (>-717) =8,630, p<0.05) according to the type of
school they work in. According to the results of the Post hoc. Tukey test, it was determined that this
difference was originated from groups of primary school and high school and secondary school and
high school. There is no significant difference in teacher perceptions in the dimension of laissez-faire
(F 2717y = 0.941, p>0.05). On the other hand, there is a significant difference in teachers' perceptions
in the dimensions of self-starting (F (2 717 =8,361, p<0.05), and proactivity (F " =9,614, p<0.05).
There is no difference in the dimension of persistence (F 717y =3.620, p>0.05). According to the
results of the Post hoc. Tukey test, it was determined that this difference was originated from groups
of primary school and high school and secondary school and high school. It is seen that this difference
is in favor of the teachers in groups 1 and 2.

The examination of the relationship between the levels of the leadership styles and the
situtions of taking personal initiative of school administrators was given in Table 8.

Table 8. Correlation analysis results between the levels of leadership styles and taking personal initiative of
school administrators.

Leadership Styles Personal Initiative
1 ,602"
Leadership Styles 0,000
720 720
602" 1
Personal Initiative 0,000
720 720

According to the Pearson correlation findings in the direction of teachers' opinions in Table 7,
it is seen that there is a strong positive and significant relationship between the leadership styles and
the situtions of taking personal initiatve of school administrators (r=0.602, p<0.05).

Multiple linear regression analysis was conducted to test school administrators' taking
personal initiative was predicted by leadership styles. Findings related to the analysis were given in
Table 9.
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Table 9. Prediction of school administrators' taking personal initiative by leadership styles.

Standard

Dimensions B Error B T p Dual r Partial r
Self-starting Constant 19,845 1,587 - 12,508 0,000 - -
Democratic Style 0,481 0,045 0,412 10,631 0,000 0,369 0,319
Autocratic Style 0,813 0,069 0,338 11,711 0,000 0,401 0,352
Laissez-Faire Style 0,041 0,071 0,017 0,568 0,570 0,021 0,017

R= 0,596 Adj. R*= 0,353 F .16 = 131,277 p= 0,000
Proactivity Constant 12,708 1,134 - 11,209 0,000 - -
Democratic Style 0,380 0,032 0,439 11,768 0,000 0,403 0,349
Autocratic Style 0,562 0,050 0,324 11,339 0,000 0,390 0,336
Laissez-Faire Style 0,016 0,051 0,009 0,306 0,760 0,011 0,009

R= 0,608 Adj. R*= 0,369 F .716)= 139,980 p= 0,000
Persistency Constant 16,322 1,167 - 13,985 0,000 - -
Democratic Style 0,426 0,033 0,470 12,799 0,000 0,432 0,386
Autocratic Style 0,469 0,051 0,324 9,194 0,000 0,325 0,277
Laissez-Faire Style 0,022 0,053 0,014 0,415 0,678 0,015 0,013

R=0,591 Adj. R*= 0,349 F (3,716)= 128,288 p= 0,000

When Table 9 is examined, the model of leadership styles that predicts the self-starting sub-
dimension of taking personal initiative is significant, (F @76 = 131,277, p<.0.05). Democratic,
autocratic and laissez-faire leadership styles together predicted approximately 35.3% of the total
variance in the self-starting dimension (Adj. R>= 0.353). According to the standardized regression
coefficient (B), the effects of the independent variables on the dependent variable are ranked as
democratic style (B = 0.412), autocratic style (B = -0.338), and laissez-faire style (B = -0.017). When
the t-test results regarding the significance of the regression coefficients are examined, it is understood
that the democratic and autocratic independent variables are significant predictors of the self-starting
dimension.

The model of leadership styles predicting the proactivity sub-dimension of taking personal
initiative is significant, (F 716y =139,980, p<.0.05). Democratic, autocratic and laissez-faire leadership
styles together predict approximately 36.9% of the total variance in the proactivity dimension (Adj.
R?= 0.369). According to the standardized regression coefficient (B), the effects of the independent
variables on the dependent variable are ranked as democratic style (B = 0.439), autocratic style (B =-
0.324), and laissez-faire style (f=-0.009). When the t-test results regarding the significance of the
regression coefficients are examined, it is seen that the democratic and autocratic independent
variables are significant predictors of the proactivity dimension.

The model of leadership styles predicting persistency sub-dimension of taking personal
initiative is significant, (F (,716) =128,288, p<.0.05). Democratic, autocratic and laissez-faire leadership
styles together predict approximately 34.9% of the total variance in the persistency dimension (Adj.
R?>= 0.349). According to the standardized regression coefficient (B), the effects of the independent
variables on the dependent variable are ranked as democratic style (f = 0.470), autocratic style (p = -
0.260), and laissez-faire style (B = - 0.014). When the t-test results regarding the significance of the
regression coefficients are examined, it is stated that the democratic and autocratic independent
variables are significant predictors of the persistency dimension.

Discussion, Conclusion and Suggestions

When the mean scores of the research findings are examined according to the perceptions of
the teachers, the leadership styles of the school administrators are ranked as autocratic, democratic and
laissez-faire style. Considering the mean scores, it is seen that school administrators exhibit the most
autocratic and the least laissez-faire leadership styles according to teacher perceptions. Canbolat
(2016) states in his study that employees are managed in an autocratic style. Thus, it can be said that
the autocratic leadership style of the present study is supported by this study. These results may have
led school administrators to the autocratic style because of the discipline and authority-based
behaviour stemming from the implementation of laws and regulations. School administrations are
mostly based on bureaucratic and vertical hierarchical management approach. Therefore, school
administrators may not want to go beyond this management approach. In case of lack of time, it may
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be advantageous to exhibit autocratic leadership in decisions that need to be taken urgently. According
to Wangithi (2014), it is emphasized that the democratic leadership style is the most used style in
primary schools. Therefore, it is understood that this study does not show parallelism with the
democratic leadership style. As can be understood from these findings, it is seen that leadership styles
are not static and may vary according to the institution, environment and practices. It is understood
from the perceptions of the teachers that the school administrators' taking personal initiative situtions
are ranked as proactivity, self-starting and persistency, and that the school administrators take personal
initiative at a moderate level. According to Akin (2012), teachers' opinion is that school administrators
cannot take initiative at a high level. It is stated that they mostly take the initiative regarding minor
repair works.

It is understood that the scores of female teachers in the sub-dimension of democratic style are
higher than the scores of male teachers. In the autocratic and laissez-faire leadership dimensions, it is
seen that the scores of male teachers are higher than the scores of female teachers. Teachers'
perceptions differ significantly in terms of gender variable in the laissez-faire style. This result can be
interpreted as male teachers want less intervention in their work and they can be more satisfied with
working on their own. Canbolat (2016) reached a conclusion parallel to the current research in his
research. According to Canbolat's research, it has been determined that there is no significant
difference in democratic and autocratic leadership, but there is a significant difference in the
perceptions of employees in the laissez-faire. In the researches of (Ozbek, 2016; Dilbeck, 1988;
Hardman, 2011) no found difference in leadership styles according to the gender variable. The mean
score of women in the self-starting and persistency dimensions and the mean score of men in the
proactive dimension were higher. Akin (2012) emphasizes that gender is not an important variable in
taking personal initiative.

According to the findings of the study, the perceptions of the teachers who have 1 -5 years of
seniority regarding the level of leadership style and taking personal initiative of school administrators
in the seniority variable are that school administrators use less democratic and laissez-faire styles. It
was revealed that the perceptions of teachers with a seniority of 21 years and above believed that
school administrators mostly used democratic and liberal styles. It was understood that in the
autocratic style, teachers with a seniority of 21 years or more thought that their administrators used
this style less, and teachers whose seniority was 1-5 years thought that their administrators used this
style more. Significant difference was determined between groups in autocratic leadership style.
However, there was no difference between the groups in democratic and laissez-faire leadership styles.
It has been concluded that the mean score of teachers with 1-5 years of having seniority in autocratic
leadership style is higher. The fact that these young teachers, who are new in the teaching profession,
want to practice their profession in a more democratic and more tolerant environment may have been
influential in their views. In addition, since the young generation teachers behave more independently
and more comfortably in the decision-making process and working environment, it can be thought that
they do not adopt to work under the autocratic leadership style, which requires much more control and
supervision. The fact that the teachers included in this group are more familiar with technology shows
that they are more eager and willing to change and innovate. Their desire and requests for change and
innovation may have affected the level of their perceptions towards autocratic school administrators.
In studies conducted by Ozbek (2016), Yurdakul, (2007), Yildirim (2007), Cetin (2011), Sahin (2013);
it was determined that there was a significant difference in teachers' perceptions in their studies on
leadership attitudes and behaviors of school administrators. On the other hand, Bakir (2007), Dilbeck
(1988), Hardman (2011) concluded in their research that there was no significant difference in the
views of teachers according to the variable of seniority.

When it comes to the taking personal initiative of school administrators, school administrators
take more initiative in the dimensions of self-starting, proactivity and persistency compared to teachers
with 1-5 years of having experience. It was understood that school administrators took less initiative
according to the teachers having seniority of 21 years or more in the self-starting dimension, 16-20
years in the proactivity dimension, and 6-10 years in the persistence dimension. While there was a
difference between the groups in the self-starting dimension, it was concluded that there was no
difference in the proactivity and persistency dimensions. Sevil & Biilbiil (2019) found no significant
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difference in the variable of seniority in their study on school principals. It can be said that this finding
supports the proactivity and persistency dimensions of the present study. Akin (2012) found in his
research that there is a difference in the views of teachers in the proactivity dimension. Yavuz (2006)
states that teachers with more seniority think that school principals fulfill the roles expected from them
more. In the context of these results, it shows that the seniority variable of teachers is a relative
variable and may vary according to the environment, conditions and people.

According to the variable of working with the same principal, teacher perceptions differ
significantly in the dimensions of democratic and autocratic leadership styles, and self-starting, and
proactivity dimensions of taking personal initiative. The higher scores of teachers who worked with
the same principal for 6-10 years in autocratic and laissez-faire styles can be explained as follows:
Considering that short-term employees do not know their administrators adequately and do not have
much information about them, on the other hand, it can be thought that it has an effect on the scoring,
considering that the long-term employees working with the same administrator can know their
administrators better in every subject. It has been concluded that the mean score of teachers who work
with the same administrator for a long time is higher in situtions of taking personal initiative.
According to the teachers in this category, administrators take more initiative. The teacher, who works
with the same principal for a long time, may have the chance to speculate on which situations the
principal can or cannot take more initiative.

According to the findings obtained regarding the working time of the teachers in the same
school, it was observed that the perceptions of the teachers about the levels of exhibiting autocratic
and laissez-faire leadership styles of school administrators differed significantly. In the studies
conducted by Hardman (2011), Gray (2013), Ozbek (2016) the perception levels of teachers about
their administrators were examined based on their working durations at the current school. They found
that there was a significant difference in the findings related to the working duration of the teachers in
the same school. However, in Sahin's (2013) study, no significant difference was found in terms of
working duration in the same school. Teachers' perceptions differ significantly in the self-starting
dimension of administrators’ taking personal initiative. Akin (2012) states that in his study on the
taking personal initiative situtions of school principals, he found difference in all dimensions of
personal initiative and that teachers who worked longer in the same school had higher opinions related
their principals’ taking personal initiative. Therefore, the findings of this study are in parallel with the
self-starting dimension of ready-made work and the result obtained by overlapping with the
perceptions of teachers who have been working in the same school for a longer time.

According to the findings of the study, it was observed that teacher perceptions differed
significantly in the democratic and autocratic leadership styles, but did not differ in the laissez-faire
style. In the studies conducted by Bakir (2007), Sahin (2013), Kilingarslan (2013), it was stated that
teachers' perceptions of school type do not differ. It is understood that this finding supports the laissez-
faire leadership style of the present study, but it does not overlap with democratic and autocratic styles.
The lowest mean score in all leadership styles belongs to high school teachers. As the level of the
school rises, the demands and requests of the teachers from the administrators may increase in parallel.
On the other hand, it was observed that school administrators' taking personal initiative situtions
differed significantly in the dimensions of self-starting and proactivity, but did not differ in the
dimension of persistency.

In line with the Pearson correlation result, it was concluded that there is a strong positive
relationship between the leadership styles exhibited by school administrators and their taking personal
initiative situtions. Although there are different classifications in the literature, it is generally
interpreted that the relationship around (50-69) is a strong one (Tavsancil, 2005). This interpretation is
in line with the findings of the study. Leadership styles and personal initiative concepts are often
intertwined with management and complement each other. The school administrator should use these
concepts well in order to achieve the school's goals and to ensure the organizational commitment of
the employees. It is believed that today's leadership approach should be tolerant and paternalistic
towards the people it is responsible for, rather than being power-oriented. It can be said that leadership
styles have an important place in school administrators' taking personal initiative (Kilig, 2019).
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According to the multiple linear regression findings obtained in the study, it was concluded
that there is a significant relationship between the leadership styles of school administrators and the
dimensions of taking personal initiative. It was revealed that the dimensions of self-starting,
proactivity and persistency of taking personal initiative were significantly and positively predicted by
democratic and autocratic leadership styles. Akin (2012) explains in his research that the dimensions
of taking personal initiative are predicted by instructional and ethical leadership. It can be said that the
findings of Akin's study support the findings of this study. It has been understood that the most
effective style in taking personal initiative is democratic leadership. According to Kilig (2019), taking
personal initiative can be accepted as a perception of an action that a person initiates or tries to
implement with his or her own instinct, without being subjected to any pressure or coercion. It can be
thought that in democratic leadership, compliments such as the participation of individuals in the
decision-making process, respect for their views and confidence in themselves play an important role
in taking personal initiative. Gangster & Fusilier (1989) state that participatory leadership style is
characterized by acting together in problem solving by consulting subordinates before making a
decision by the leader. It has been concluded that the control to be strengthened through participatory
leadership of personal initiative is positively predicted by the perceptions of the employees. Frese &
Fay (2001) argue that although it may be an important variable in the context that personal initiative
will be predicted by transformational leadership, it is generally not supported by the top management
to take the initiative of the lower level managers (Rank, 2006).

Taking initiative is a concept that helps administrators perceive processes in organizational
structure and administrative functions. It also supports the nature of administrators' democratic
decision-making processes (Cameron, 1999). Democratic leadership, which includes the employees in
the decision-making process and cares about the contributions of the employees, facilitates the
proactive behavior of the employees (Vroom & Jago, 1988). By taking advantage of the gaps left by
the orders and laws, the leader requires entering into situations that will lead to leadership and taking
initiative (Bursalioglu, 2011). Taking the initiative of school administrators can transform the
hierarchical and bureaucratic functioning of schools into strategic situations in favor of schools and
enable the dynamics to take action. However, it has been understood that some negative emotions
prevent school administrators from taking the initiative. From this point of view, it can be said that
taking initiative is not only an individual behaviour, but also an organizational and administrative
behaviour (Dorrenbécher & Geppert, 2009).

Taking the initiative is a crucial element of leadership and also an important win for many
businesses. Leaders with an internal locus of control are more patient than non-leaders (Bruttel &
Fischbacher, 2013). It can be said that the value of taking personal initiative is gradually being
understood in many areas, especially in business and education. People with a high level of personal
initiative, more innovative (Balluerka, Gorostiaga & Ulacia, 2014) and entrepreneurial (Krauss, Frese,
Friedrich, & Unger, 2005) achieve better academic results (Fay & Frese, 2001). It has been seen that
personal initiative is also important in encouraging participation in creative processes and displaying
creativity (Binnewies, Ohly & Sonnentag, 2007). One of the focal points of taking personal initiative
is goal orientation. Highly goal-oriented leaders develop long-term and clear goals. They are also
persistent in overcoming difficulties. Therefore, goal orientation is considered an important
prerequisite for effective leadership (Sonnentag & Frese, 1997). Persistency is one of the most
important characteristics of great and effective leaders. Being persistent means that the leader sticks to
his principles and goals and is determined no matter what (Hopkin, 2010). In this expression, it is
understood that persistent leadership is also principle-centered leadership.

Since educational institutions are goal and change-oriented organizations, they try to realize
organizational actions that are oriented towards continuous change and development. According to
King (2006), some problems arise due to the need for change in the realization of these goals. School
administrators need to be proactive and anticipate these problems and quickly find alternative
solutions. However, it is known that most of the education administrators have a theoretical preference
to practice using traditional bureaucratic or collaborative methods. Davenport & Anderson (2002)
express that successful leaders can encourage risk-taking and problem-solving by empowering their
staff to take initiative, through collaboration and shared leadership because leadership involves
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working with people individually and in groups to achieve organizational goals.

Since educational institutions are people-oriented and service-producing institutions, the
ability to make good, appropriate and accurate decisions at the management level of these institutions
is also related to the healthy, real and good understanding that the school principal has with the
relations and foresights s/he has established with people, in proportion to her/his knowledge and skills
about management (Aydin, 2015). The bureaucratic structure of which school organizations have
negatively affects the behaviour of school administrators because the principal feels obliged to exhibit
a management style suitable for the bureaucratic structure. This can also become a serious obstacle to
the success of the school over time. In such cases, the school administrator should take the initiative
and try to create a more flexible environment. If the school administrator gives importance to the
personality of the teachers rather than dealing with bureaucratic rules, s/he can remove an important
organizational learning barrier. For organizational learning to take place, there must be change. (Celik,
2013). Generally, changes are experienced in democratic and participatory environments where
everyone can freely express their views and opinions. Since education is a constantly evolving,
changing and non-stationary activity, such environments are always needed. This can only be achieved
by school administrators who are well-trained, have a team spirit, and can take personal initiative
when necessary (Kilig, 2019). In carrying out their day-to-day activities, school leaders advance in
their instrumental goals by involving teachers in their change efforts. Strong leadership is essential for
the success of any change initiative (Bryk, 2010). In addition, the leader is expected to have a solid
and unchanging vision for the change initiative, as well as the determination to complete the process
(Collins, 2001). Along with the vision, the leader must have the necessary knowledge and skills to lead
successful change. Knowledge refers to the culture in which the leader takes the initiative, a solid
understanding of the change process and its implementation. Skill, on the other hand, reveals the
competency of the leader (Ericsson Ill, 2015). In other words, school administrators need to take
personal initiative for the desired change to happen. In the light of the above findings, the following
suggestions can be made:

e It was understood that school administrators could not take personal initiative at a high
level. It is possible to say that the central system and bureaucratic management approach
contributed greatly to the school administrators' putting forward such an administration. It
is a fact that school administrators mostly make decisions in line with the instructions and
directives of the top managements. It can be thought that school administrators’ taking
personal initiative may be more advantageous in solving some minor problems that occur
in the school both in terms of time and in terms of employees, and it may also facilitate
the work of the top management.

e Taking personal initiative is a change-oriented action. Since school organizations are
institutions that constantly change and develop, taken initiative by the administrators at
the head of these institutions can accelerate change and development even more.

e  According to the research findings, the style that contributes the most to taking personal
initiative is the democratic leadership style. In this context, school administrators should
be given more freedom and some of the decisions about the school should be left to them.
Thus, school administrators can increase their taking personal initiative level by
preferring democratic leadership style more, and they can gain decision-making and
solution-oriented competence and skills more quickly about the problems that need to be
solved at school.

o Asaresult of the research, it was seen that high school administrators took less initiative.
In this respect, the definition of authority given to high school administrators should be
reviewed so that they can take more initiative. School administrators’ taking personal
initiative should be supported and encouraged by top management.

e According to the findings obtained in the light of teachers' perceptions, it was determined
that school administrators used the autocratic leadership style the most. From the
perspective of today's management approach, it is thought that authoritarian and
oppressive management styles are not very suitable for educational organizations because
educational activities are participatory and collective actions and therefore these actions
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require working together in a compromise-oriented atmosphere. School administrators
should consider these points.

e Being proactive is to be action and performance-oriented and active besides. A school
administrator who exhibits proactive behaviours can make a positive contribution to
increasing the performance of the employees as well as increasing his/her own
performance.
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Kamu OKkul Yéneticilerinin Sergiledikleri Liderlik Stilleri ve Inisiyatif
Alma Durumlarinin incelenmesi

Yilmaz KILIC!

Oz Anahtar Kelimeler
Bu galismada kamu okul yoneticilerinin demokratik, otokratik ve tam serbestlik Demokratik
taniyan liderlik stilleri ile kisisel inisiyatif alma durumlarinin incelenmesi Otokratik
amaglanmistir. Caligmanin evreni 2018-2019 egitim 6gretim yilinda Konya’'nin Serbestlik Tantyan

merkez ilgeleri Karatay, Meram ve Selguklu’da kamuya ait ilkokul, ortaokul ve
lisede gorev yapan 15190 Ogretmen olusturmaktadir. Calismanin 6rneklemi
ayni ilcelerde gorev yapan 720 ogretmen rastgele secilerek olusturulmustur.
Calisma iligkisel tarama modelinde tasarlanmistir. Ogretmenlerden veriler
Liderlik Stilleri Olgegi ile Okul Miidiirlerinin Inisiyatif Alma Olgegi
araciligiyla elde edilmistir. Arastirma sonucunda ¢ikan bulgulara gore okul
yoneticileri en ¢ok otokratik ve en az tam serbestlik taniyan liderlik stilini Makale Hakkinda

Kendiliginden baglama
Proaktiflik

Israrcilik

tercih ettikleri ve orta diizeyde kisisel inisiyatif aldiklar1 belirlenmistir. Cinsiyet . .
degiskeninde tam serbest}llik tantyan Iigerlik stilinde anlamli farkhlaszla Gnderim Tarfhf: 28.09.2021
bulunmustur. Kidem degiskeninde otokratik liderlik stilinde ve inisiyatif Kabul Tarihi: 11.04.2022
almanin kendiliginden baglama boyutunda anlamli farklilasma bulunurken, ayni E-Yayin Tarihi: 29.04.2022
miidiir ile ¢alisma degiskeninde otokratik ile tam serbestlik taniyan liderlik

stillerinde ve inisiyatif almanin kendiliginden baglama ile proaktiflik

boyutlarinda anlamli bir farklilasma bulunmustur. Ayni okulda ¢aligma siiresi

degiskeninde otokratik ile tam serbestlik tantyan liderlik stillerinde ve okul tiirii

degiskeninde ise demokratik ile otokratik liderlik stillerinde ve inisiyatif

almanin kendiliginden baglama ile proaktiflik boyutlarinda anlamli farklilasma

bulunmustur. Liderlik stilleri ile kisisel inisiyatif alma arasinda gii¢lii ve pozitif

bir iligki vardir. Ayrica kisisel inisiyatif alma eyleminin liderlik stilleri

tarafindan yordandig saptanmistir.

1 Dr. Emekli Akademisyen ve Arastirmaci, Tiirkiye, kilic0442@gmail.com, https://orcid.org/0000-0001-6040-7441
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Giris

Liderler, o6rgiit ortaminda takipgilerini yonlendirirken veya yonetirken gesitli liderlik stillerini
benimserler (Chiang ve Wang, 2012). Liderlik stilleri, liderin karakterine gére degisir. Her karakter
kendine gore bir stil ortaya koyar, boylece liderlik stilleri yoneticinin sahip oldugu ve kendisinin
amaglara ulagmak i¢in galisanlarla etkilesime ve iletisime ge¢mesini saglayan bir tiir davranig ve
yetenek bi¢imi olarak tanimlanabilir (Hesham, 2010). Liderlik stili, se¢ilmis hedefleri gerceklestirmek
icin bir liderin takipgilerini tesvik ederek ya da motive ederek etkileme bigimi olarak tanimlanabilir
(Kili¢ ve Yilmaz, 2018). Liderlik stili, liderlik 6zelliklerinden ziyade liderin etkinligini ortaya ¢ikarir.
Stil kisinin orgiitsel davranmis modeli ile ilintili bir kavramdir. Liderin orgiitiin liyelerine karsi
sergiledigi tavir ile liderlik bicimi cercevesinde onlarla iletisim kurmasi, grubun genel isleyisine

katkida bulunabilir ya da grubun genel islevsel performansini diisiirebilir (Price, 2008; Henman,
2011).

Baska bir anlatimla, liderlik stili, liderin insan gruplarini yonlendirirken, motive ederken,
rehberlik ederken ve yonetirken ortaya koydugu karakteristik davranislar1 ifade eder. Ayn1 zamanda
liderlik stilleri, lider grubu ydnetirken nasil davranacagina dair takip ettigi bir yol haritasidir (Kilig,
2019). Lewin, Lippitt ve White (1939) tarafindan yapilan ¢alismada liderlik stillerine 151k tutacak
demokratik, otokratik ve liberal liderlik olmak tizere ii¢ ana liderlik stili belirlenmistir (Kilig, 2019).
Demokratik liderlik stili, daha ¢ok uzlasmaci bir yaklasim modeline odaklanir, karar alma siirecine
tim grubun katilimini saglamaya calisir. Diger taraftan, otokratik liderlik stilinde lider tiim kararlan
verir, mutlak giicii kullanir ve grubun iiyelerine gorev tahsis eder. Tam serbestlik taniyan liderlik
stilinde ise miidahale politikas1 giidiilmez, tiim c¢alisanlara tam bir 6zglirliik ortami saglanir ve
hedeflere ulagsmak igin belirli bir prosediir izlenmez. Tiim bunlara ragmen en iyi liderlik stili sudur
demek miimkiin degildir. Belirli bir liderlik stilinin etkili olmas1 6rgiitsel duruma baglidir (Omolayo,
2004-2007).

Katilmce1 liderlik veya paylagilan liderlik olarak da bilinen demokratik liderlik, grup
tiyelerinin karar alma siirecinde daha katilimer bir rol istlendigi bir liderlik stilidir. Herkese katilim
firsati verilir, fikirler 6zgilirce paylasilir ve tartisma ortaminin olusturulmasi icin iyeler tesvik
edilir. Demokratik siire¢, grup esitligine ve fikirlerin serbest akisina odaklanma egilimini sunarken,
grubun lideri rehberlik ve kontrol eylemlerini devam ettirir (Amanchukwu, Stanley ve Ololube,
2015). Demokratik liderler gruba katilarak grup iiyelerine rehberlik eder ve ayn1 zamanda diger grup
iiyelerinden girdilere izin verirler. Katilimer liderler, grup iiyelerini katilmaya tesvik eder, ancak karar
verme siirecinde son so6zii kendileri sdylerler. Grup tiyeleri siirece dahil edildiklerinden daha motive ve
daha yaratici olduklarini hissederler. Demokratik liderler, takipgilere ekibin 6nemli bir pargasi
olduklarini hissettirmeye calisirlar ve bu da grubun hedeflerine bagliliklarini gii¢clendirmeye yardimei
olur (Bass ve Bass, 2008). Demokratik lider, grupta kimin olacagina, alinan kararlara kimin katkida
bulunacagina karar vermekle goérevlidir (Kilig, 2019). Arastirmacilar, demokratik liderlik tarzinin en
etkili tiirlerden biri oldugunu, daha yiiksek tiretkenlige, grup tiyelerinden daha iyi katki alinmasina ve
grup moralinin artmasina yol agtigimi vurgulamaktalar (Amanchukwu vd., 2015).

Demokratik liderler sadece diiriistliik, zeka, cesaret, yaraticilik, yeterlik ve adaleti i¢eren belirli
ozelliklere sahip degiller ayn1 zamanda takipgileri arasinda giiven ve saygi da uyandirirlar. Bu liderler
samimidir ve ahlaki degerlerine gore kararlar alirlar. Takipgilerini harekete gecirmek ve gruba katkida
bulunmalarini saglamak icin ilham odakli eylemlerde bulunurlar. Iyi liderler ayn1 zamanda farkli
goriisler arama egiliminde olurlar ve muhalif sesleri veya daha az popiiler bir bakis a¢is1 sunanlar
susturmaya ¢alismazlar, bunun tam aksine ¢ogulculuk saglamaya ¢alisirlar (Amanchukwu vd., 2015).
Demokratik liderlik, bir yandan takipgilerinin lizerine odaklanirken diger yandan da onlarla iyi iliskiler
kurmak ve siirdiirmek cabasi igerisinde olmasi etkili bir yaklasim olarak kargimiza ¢ikmaktadir. Bu tiir
liderlerin altinda g¢aligan insanlar, iyi gecinme, birbirlerini destekleme ve karar verirken grubun diger
iiyelerine danisma egiliminde olurlar (Bass ve Bass, 2008). Demokratik liderlikle ilgili yapilan
analizler ve arastirmalar 1s18inda demokratik liderligi tanimlayan ti¢ isleve ulagilmistir. (1) tyeler
arasinda sorumluluk dagitmak, (2) tyeligi giiclendirmek ve (3) miizakerelerde iiyelere yardimci
olmaktir (Gastil, 1994).
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Otokratik  liderlik  stili, grup iiyelerinden mutlak itaattalep eden bir liderlik
bi¢imidir. Otokratik liderler, kendi gorislerine gore her konuda tek tarafli kararlar alirlar. Otoriter
liderler olarak da bilinen bu tiir liderler, neyin, ne zaman ve nasil yapilmasi gerektigi konusunda net
beklentilere sahipler. Bu liderlik stili gii¢lii bir sekilde hem liderin komutasina hem de takipgilerin
kontroliine odaklanir Kilig, 2019). Lider ve iiyeler arasinda da net bir ayrimdan sdz etmek
miimkiindiir. Otoriter liderler, grup iiyelerinden ¢ok az girdi alarak veya hi¢ almadan bagimsiz olarak
kararlar alirlar (Cherry, 2017). Otokratik liderlik stili, ¢calisanlar arasinda proaktif tutumlar tesvik
etmek icin ¢cok Onemli olan 6grenme zihniyetini asilamaz (Sauer 2011). Otokratik lider genellikle
baskalaria ne yapilacagin sdyler, yeni fikirlerle ilgili tartigmalar1 sinirlar ve normalde ekip ¢aligmasi
tizerinde durmaz (Price, 2008). Otokratik liderlik, liderlerin personel iizerinde tam bir giice sahip
oldugu asir1 bir iglemsel liderlik bicimidir. Ekibin veya kurulusun ¢ikarina en iyi sekilde hizmet etseler
bile personel ve ekip iiyelerinin onerilerde bulunma sanslar1 yok denecek kadar azdir (Amanchukwu
vd., 2015). Otokratik liderlik stili tamamen karar verme yetkisine sahiptir. Yetki vermez ve astlarin
politika olusturmaya katilmasina izin vermez (Jay, 2014). Otokratik liderlik stili, hedeflere ulagsmak
icin grup iyelerinin davranig ve tutumlarinin tutarli kombinasyonlarini igermektedir (Kilig, 2019). Bu
liderlik stilinin liderin politikalar1 ve prosediirleri belirlemesi, hangi hedeflerin gergeklestirilecegine
karar vermesi ve astlar tarafindan anlamli bir katilim ger¢eklesmeden tiim faaliyetleri yonlendirmesi
ve kontrol etmesi anlamina gelmektedir (Hackman ve Johnson, 2009).

Tam serbestlik taniyan liderler, 6nemli konular hakkinda fikirlerini belirtmekten ve eyleme
gecmekten sakimirlar, kararlar1 vermek veya ertelemek baglaminda basarisiz olurlar, sorumluluk
almaktan kacinirlar, doniit vermezler ve otoritenin devam etmesine miisaade ederler. Bu en etkisiz
liderlik davranmisidir (Kilig, 2019). Bu tiir lidere makaminda oturan, miimkiin oldugu kadar az 6grenci
ve calisanla goriisen, 0gretmen ihtiyaglart ve 6grenci gelisimleri ile ilgilenmeyen ve her seyi oluruna
birakan bir okul yoneticisi 6rnek verilebilir (Hoy ve Miskel, 2010). Bu tarz ile 6zgirliikler tamamen
grup hedefleri, teknikleri ve ¢alisma yontemleri tarafindan belirlenir Liderler nadiren miidahale eder
(Kilig, 2019). Tam serbestlik tantyan liderlik stili, 6zellikle takipgilerin olgun ve yiiksek derecede
motive olduklar1 zaman, en etkili tarzdir (Hackman ve Johnson, 2009). Tam serbestlik taniyan lider
sorumluluklarindan feragat ederek, karar vermekten kaginir ve ekiplere islerini yapma konusunda tam
Ozgiirlik tanir ve boylece astlarinin isleri hakkinda karar verme yetkisine sahip olmasina izin verir
(Chaudhry ve Javed, 2012). Bu liderligin temel avantaji, ekip iyelerine bu kadar ¢ok O6zerklik
taninmas1 yiiksek is tatmini ve artan iiretkenlige yol acabilmesidir. Ekip iiyelerinin zamanlarini iyi
yonetememeleri veya islerini etkili bir sekilde yapacak bilgi, beceri veya motivasyona sahip
olamamalar1 zarar verici olabilir. Bu tiir bir liderlik, yoneticilerin personeli {izerinde yeterli kontrole
sahip olmadig1 durumlarda da ortaya ¢ikabilir (Ololube, 2013).

Liderlik stilleri liderler tarafindan tatbik edilirken, ister istemez dolayli veya dolaysiz bazi
kavram ve siireglerle iletisim ve etkilesime gecerler. Dolayisiyla liderlik stillerinin bu kavram ve
stireclerden hem olumlu hem olumsuz yonde etkilenebilecekleri gibi ayni sekilde bunlart da
etkileyebilecekleri diigiiniilmektedir. Liderlik stilleri 6rgiit ortaminda uygulandiginda, yakin bir iligki
icerisinde olabilecegi diisliniilen 6nemli kavramlardan birisi de yoneticilerin kisisel inisiyatif alma
durumlar olabilir (Kilig, 2019).

Kisisel inisiyatif, arzu, israrcilik ve firsatlara acik olmanin bir kombinasyonudur. Kisisel
inisiyatif ile motive edilen proaktif davranis, drgiitlerin, gruplarin ve bireylerin performansini artirir.
Ozellikle, biirokratik egilimlerin yogun oldugu orgiitlerde daha ¢ok hiyerarsik bir yonetim tarzi
mevcuttur. Bu hiyerarsik yonetim tarzindan kaynaklanan aksakliklardan dolay1 bazen isler istenildigi
gibi yiirlimeyebilir. Bu aksakliklarin giderilmesi i¢in herkesin inisiyatif almasi gerekir (Belschak, Den
Hartog ve Fay, 2010). Kisisel inisiyatif, bireyin engellere ve baskilara kars1 1srarla miicadele ederek,
kararli ve azimli bir bi¢imde hedeflerini ve amaglarini gergeklestirmek i¢in kendi kendine sorumluluk
almasi olarak tanimlanabilir (Frese, Kring, Soose ve Zempel, 1996; Frese, Fay, Hilburger, Leng ve
Tag, 1997). Kisisel inisiyatif kendiliginden baslama, proaktiflik ve israrcilik olmak tizere ti¢
davranigsal boyuttan olugsmaktadir.

Kendiliginden baslama davranisi, rol, gorev ve sorumluluk gereklilikleri, dis baskilar, talimat
ya da agik bir eylem girisimi olmadan, yani inisiyatif alan kisi kendisine sdylenilmeden ya da herhangi
bir sorumluluk yiiklenmeden kendisinin eyleme gegmesidir (Frese ve Fay, 2001). Boylelikle kisisel
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inisiyatif, 6nceden saptanmis hedeflerin aksine kendiliginden belirlenmis oldugu hedeflerle ilintili
oldugunu gosterir. Bazen kisisel inisiyatif, kiginin bir siiredir yakininda olan ama daha dnce harekete
gegmeyen acikcasi eyleme doniismeyen bir diisiince ile sorumluluk iistlenmesi olarak da ifade
edilebilir. Yoneticilerin genellikle inisiyatif gostermeleri gerekmektedir (Frese, Garst ve Fay, 2007).
Dolayisiyla, kisisel inisiyatif kendiliginden olusan bir amaca dayanmaktadir. Bdylece, daha derin ve
uzun vadeli bir gorev analizi, kiginin gelecekteki gorevleri i¢in etkileri gormeyi miimkiin kilar ve
isgoren gelecekteki gorev taleplerini karsilamak i¢in bilgi ve becerilerini proaktif olarak gelistirebilir
(Frese ve Fay, 2001).

Proaktiflik bireyin gelecekte isle ilgili kaygilar ve endiseleri 6nceden sezip ona gore kendini
hazirlamas1 ve tedbir almasi davranigi olarak tamimlanabilir. Proaktif davranig, is ortaminda
giidiilenmis 6zel bir davranig bi¢imidir. Proaktif yaklasim, genis anlamda anlamli kisisel ve / veya
cevresel degisikligin etkin bir sekilde kolaylastirilmasi olarak karakterize edilebilir. Proaktif nitelik ve
davraniglar kendilerini ve cevrelerini sekillendirmek igin bireylerin gergeklestirdikleri tamamlayici
egilimleri ve eylemleri yansitirlar (Bateman ve Crant, 1993; Grant ve Ashford, 2008). Proaktif orgiitsel
davranis sergileyen bireyler, kendiliginden baslayan ve uzun donem odakli eylemlerde bulunur ve
caligma ortamlarinda degisiklige etki ederler (Frese ve Fay, 2001; Parker ve Collins, 2004; Seibert,
Kramer ve Crant, 2001). Proaktif olmak, kendiliginden baslamak, degisim yonelimli ve gelecek odakli
olarak ii¢ temel 6zellige sahiptir (Kilig, 2019).

Inisiyatif almanin énemli bir boyutu olan 1srarcilik azimli ve kararli bir sekilde eylemde
bulunmaktir. McGiboney ve Carter (1993) 1srarc1 olmayi, bir amaci ya da bir gorevi gerceklestirmek
iizere kararli ve sabirli bir yaklasimla hedefe ulagsmak seklinde ifade etmekteler (Akin, 2012).
Israrcilik, biiyilik ve etkili liderlerin en 6nemli 6zelliklerinden birisidir. Israrci olmak, ne olursa olsun
bireyin ilkelerine- hedeflerine bagli kalmasi ve kararli olmasi demektir. Liderlikte israrcilik, bir
maraton kosmaya benzemektedir. Nasil bir maratoncu basarili bir maraton kogsmak istendiginde,
hazirlanmak icin bolca zaman harcanmasi icap ediyorsa, liderlikte de basarili olmanin kosulu ¢ok
caligmak ve kisilerarasi iligkileri siirekli gelistirmenin yaninda israrci davranista bulunmak gerekir
(Hopkin, 2010). Israrci olmak &zellikle kisinin hedefine ulagsmasi agisindan 6nemlidir. Kisisel
inisiyatif, genellikle bir siirecin, bir prosediiriin veya bir gorevin eklendigini veya degistirildigini
belirterek aynt zaman da bu degisikliklerin siklikla aksakliklar ve giicliikleri igerdigini ifade
etmektedir (Frese ve Fay, 2001).

Liderlik kavramiyla birlikte kisisel inisiyatif almay1 ilk kullanan ilk¢ag diisiiniirleri Aristoteles
ve Stoacilar, gliniimiiz ¢calismalarina da 11k tutmuslardir. Platon ve Xenoplan’a gore liderlik vasfi,
beraberinde inisiyatif almay1 gerektiren bir kavramdir. Ed Brenegar’a (2005) gore ise inisiyatif almak
liderlik yolunda atilan en énemli adimdir (Okyay, 2012). Orgiitlerin birgogunda isgdéren olsun ydnetici
olsun insanlar hem bireysel hem de orgiitsel yasamlarinda yeni zorluklar ve firsatlarla kars1 karsiyadir.
Bu firsatlar1 degerlendirmek ve bu zorluklarin iistesinden gelmek her zaman kolay olmayabilir.
Dolayisiyla ¢agimizin Orgiitsel yonetim anlayist yeni ve farkli liderlik davramislarini gerekli
kilmaktadir. Liderin kisisel inisiyatif almas1 6nemli bir liderlik davranisi olarak karsimiza ¢ikmaktadir.
Ozellikle egitim kurumlarinda islerin yiiriitiilmesiyle ilgili talimat ve hiikiimlerin birgogu merkezi
sistem tarafindan verilmektedir. Dolayisiyla bu durum okullarda birgok isin birikmesine ve
yigilmasina neden olmaktadir. Ciinkii her sorunu ve problemi kanun ve mevzuat ¢ercevesinde ¢ézmek
zaman kaybina neden olabilir. Bu sorunlarin kisa siirede ¢oziime kavusturulmasinin en kolay ve
kestirme yolu liderin gerektigi durumlarda kisisel inisiyatif almasidir. Bu agidan bakildiginda kisisel
inisiyatif almanin orgiitsel bazda ne kadar 6nemli bir siire¢ oldugu g6z ardi edilmemelidir. Ayrica ham
maddesi insan olan egitim devingen ve aktif bir faaliyettir, bundan dolayi siirekli yenilige ve degisime
acik olmak zorundadir. Egitim alaninda gorev alan bireyler, 6zellikle okul yoneticileri bu yenilige ve
degisime zaman kaybi yasamadan adapte olmak icin gerektigi durumlarda inisiyatif almalarn
kaginilmazdir.

Arastirmanin Amaci

Okul yoneticileri tarafindan sergilenen liderlik stillerinin uygulama ve tatbik etme siirecinde,
kisisel inisiyatif almalari, okullarin gelisimi ve etkinligi agisindan 6nemli olacagi diisiiniilmektedir.
Ancak alanyazin incelendiginde okul yoneticilerinin liderlik stilleri ile kisisel inisiyatif alma

88



Egitim Kuram ve Uygulama Arastirmalar: Dergisi 2022, Cilt 8, Say1 1, 85-103 Yilmaz KILIC

durumlarini bir arada inceleyen arastirmalarin olmadigi goriilmektedir. Mevcut ¢alismanin bu boslugu
dolduracagi, alana katki sunacagi ve okul yoneticilerinin isini kolaylastiracagi diistiniilebilir.

Bu dogrultuda okul yoneticilerinin sergiledikleri liderlik stillerinin kisisel inisiyatif alma
durumlarma olumlu katki yapmanin yani sira yonetim ve yoOnetisim anlayislarina da olumlu katki
yapacag diisiiniilebilir. Ozellikle, biirokratik yonetim anlayisina sahip egitim orgiitlerinde
yoneticilerin kigisel inisiyatif almalar1 yonetim kademesine ve Ogretmen performansina Onemli
avantajlar sunacagi unutulmamalidir. Bu nedenle okul yoneticilerinin kisisel inisiyatif almalarina
liderlik stillerinin etkisinin ne oldugunun ortaya ¢ikarilmasi 6nemlidir. Bu baglamda bu ¢alismanin
amaci; okul yoneticilerinin liderlik stilleri ile kisisel inisiyatif alma durumlari arasindaki iliskiyi
belirlemektir. Arastirmanin genel amaci c¢ergevesinde, asagidaki sorulara cevap aranmaya
calisilacaktir:

1. Ogretmenlerin algilarina gore okul yoneticilerinin liderlik stilleri ile kisisel inisiyatif alma
diizeyleri nedir?

2. Okul yoneticilerinin liderlik stilleri ile kisisel inisiyatif alma durumlar1 6gretmenlerin
cinsiyeti, kidemi, ayn1 miidiir ile ¢aligma siiresi, ayn1 okulda c¢aligsma stiresi ve ¢alistiklar
okul tiirii degiskenlerine gore farklilasmakta midir?

3. Ogretmen algilarina gore okul yoneticilerinin liderlik stilleri ile kigisel inisiyatif alma
durumlari arasinda anlamli diizeyde bir iliski var midir?

4, Ogretmen algilarma gore okul yoneticilerinin liderlik stilleri kisisel inisiyatif alma
durumlarin1 yordamakta midir?

Yontem
Arastrmanin Modeli

Okul yoneticilerinin liderlik stilleri ile kisisel inisiyatif alma durumlar1 arasindaki iligkiyi
ortaya koymay1 amaglayan bu calisma nicel arastirma deseni ¢ercevesinde iligskisel tarama modelinde
tasarlanmustir. {liskisel tarama modelleri, iki ve ikiden fazla sayidaki degisken arasinda degisimin
varligin1 ve/veya derecesini belirlemeyi amaglayan aragtirma modelleridir (Karasar 2011, s. 81).
Tarama aragtirmalar biiyiik kitlelerin goriislerini, niteliklerini tasvir etmeyi amacglayan aragtirmalardir.
Bu arastirmalarin amaci genellikle arastirma konusu ile ilgili var olan durumun genel bir resmini
cekerek bir tasvir yapmaktir. Bu amag¢ dogrultusunda tarama arastirmalarinda genellikle biiyiik bir
kitleden arastirmaci tarafindan belirlenen cevap secenekleri kullanilarak bilgi toplanir (Biiyilikoztiirk,
Cakmak, Akgiin, Karadeniz ve Demirel, 2014, s.177).

Arastirmanin Evreni ve Orneklemi

Calisma evreni 2018-2019 akademik yilinda Konya merkez ilgeleri olan Karatay, Meram ve
Selguklu’da bulunan devlet okullarindan ilkokul, ortaokul ve lisede goérevli 15190 6gretmenden
olusmaktadir. Arastrmanin Orneklemi ise, bu okullarda gdrev yapan 720 Ogretmene random
ornekleme yontemiyle ile ulasilarak olusturulmustur. Karasar'a (2011) gére random 6rnekleme
evrendeki her elemanin segilme olasiliginin sifirdan biiylik oldugunu gosteren
orneklemedir. Ural ve Kilig’a 2011) gore ise, bu yontemde evren, kesin sinirlar ile belirlenir ve
evreni olusturan her bir birime bir numara verilerek liste yapilir. Hazirlanan listedeki her bir birime
iligkin numaralardan 6rneklem sayis1 kadar numara kura yontemiyle ya da bilgisayar yardimiyla sansa
bagli olarak (rastgele) belirlenir. Random 6rnekleme yoluyla secilen okullara 6gretmenler tarafindan
doldurulmak iizere 6l¢ekler dagitilmis ve hatali, eksik ve rastgele doldurulan 6lgekler ¢ikarildiktan
sonra geriye kalan 720 o&lgek veri analizine dahil edilmistir. Orneklem grubunu olusturan
ogretmenlerin demografik bilgileri Tablo 1°de yer almaktadir.
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Tablo 1. Orneklem Grubunu Olusturan Ogretmenlere Ait Demografik Bilgiler (N=720)

Degiskenler Diizey F %

Cinsiyet Kadin 400 55.6
Erkek 320 44.4
35 ve daha az 231 32.1
36-40 205 28.5
Yas 41-45 123 17.1
46-50 84 11.7
51 ve lizeri 77 10.7
1-5 142 19.7
6-10 81 11.3
Mesleki Kidem 11-15 140 194
16-20 154 21.4
21 ve lizeri 203 28.2
Aym Miidiir ile 1-5 631 87,6
Calisma Siiresi 6 yil ve iizeri 89 12,4
1-5 463 64.3
6-10 156 21.7

Aym Okulda
Cle§ma Siiresi 11-15 4 103
16-20 15 2.1
21 ve iizeri 12 1.7
Gérev Yapilan Tlkokul 194 26.9
Okul Tiirii O_rtaokul 231 32.1
Lise 295 41.0
Toplam 720 100

Tablo 1’de orneklem grubunu olusturan 6gretmenlerin 400’1 kadin ve 320’si erkektir. Yas
degiskeni incelendiginde 6gretmenlerin 231’1 35 ve daha geng, 205’nin 36 ve 40 yas araliginda,
123’niin 41 ve 45 yas araliginda, 84 ’niin 46 v3 50 yas aralifinda, 77’nin ise 51 ve {izeri yas araliginda
oldugu sonucuna ulasilmistir. Ogretmenlerin ~ 463’niin 1 ve 5, 156’nm 6 ve 10,74’niin 11 ve 15,
15’nin 16 ve 20, 12’nin ise 21 y1l ve iizeri siire ile ayn1 okulda ¢alistiklar1 anlasilmistir. Gérev yapilan
okul tiirii degiskenine bakildiginda 6gretmenlerin 194’ ilkokulda, 231°1 ortaokulda ve 295’1 ise lisede
gorev yaptiklar tespit edilmistir.

Veri Toplama Aracglar
1.0kul Yéneticilerinin Liderlik Stili Olgegi:

Bu arastirmada okul yoneticilerinin liderlik stillerini sergileme diizeylerini belirlemek icin
Kilig ve Yilmaz (2018) tarafindan gelistirilen Okul Yéneticilerinin Liderlik Stili Olgegi kullanilmustir.
Kilig ve Yilmaz (2018) tarafindan yapilan c¢alismada olg¢egin acimlayici ve dogrulayici faktor
analizleriyle birlikte giivenirlik analizi yapilarak, 6l¢egin yiiksek giivenirlik igeren bir 6lgek oldugu
belirlenmistir. Bu baglamda hesaplanan giivenirlik katsayilar1 6lgegin alt boyutlar1 olan demokratik stil
icin .89, otokratik stil icin .83 ve tam serbestlik taniyan stil igin .71 seklindedir. Olgegin genel
Cronbach Alpha giivenirlik katsayisi .83 olarak hesaplanmistir. Olgek 16 madde ve 3 alt boyuttan
olusmaktadir. Demokratik stil 9, otokratik sil 4 ve tam serbestlik taniyan stil ise 3 madde
barindirmaktadir. Derecelendirme besli likert formunda cevaplanacak bigimde hazirlanmigtir. Hig
Katilmiyorum (1puan), Katilmiyorum (2 puan), Kismen Katiliyorum (3 puan), Katiliyorum (4 puan)
ve Tamamen Katiliyorum (5 puan) seklindedir.

2. Okul Yéneticilerinin Kisisel Inisiyatif Alma Olgegi:

Okul yoneticilerinin inisiyatif alma durumlarin1 belirlemek i¢in Akin (2012) tarafindan
gelistirilen Okul Yé&neticilerinin Kisisel Inisiyatif Alma Olgegi kullamilnustir. Akin (2012) tarafindan
yapilan c¢alismada 6l¢egin agimlayici ve dogrulayici faktor analizleriyle birlikte gilivenirlik analizi
yapilarak, 6lgegin yiiksek giivenirlik iceren bir 6lgek oldugu belirlenmistir. Bu baglamda hesaplanan
giivenirlik katsayilar1 6lgegin alt boyutlari olan kendiliginden baslama .88, proaktiflik .83 ve 1srarcilik
.89 seklindedir. Olgek 32 madde ve 3 alt boyuttan olusmaktadir. Birinci boyut kendiliginden baslama
13, ikinci boyut proaktiflik 9 ve {giincli boyut israrcilik ise 10 madde barindirmaktadir.
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Derecelendirme besli likert formunda; Tamamen Katiliyorum (5), Biiyiik 6l¢iide katiliyorum (4), Orta
diizeyde katiliyorum (3), Az katiliyorum (2), Hi¢ katilmiyorum (1) seklinde puanlanarak yapilmistir.

Verilerin Analizi

Toplanan verilerin analizine gegmeden once verilerin normal dagilim gosterip gostermedigine
bakilmistir. Liderlik stillerinin demokratik, otokratik, tam serbestlik taniyan alt boyutlar1 ve kisisel
inisiyatif almanin kendiliginden baslama, proaktiflik, israrcilik alt boyutlarina ait ¢arpiklik ve basiklik
katsayilarmin £+ ,960 ile £, -0,099 arasinda ve basiklik (kurtosis): £, -0,684 ile £,021 arasinda yer
aldig1 gozlenmistir. Yani +1.0 araliginda oldugu goriilmiistir. Bu deger dagilimin normal oldugunu
ortaya koymaktadir. Psikometrik amaglarin ¢ogu i¢in £1.0 arasindaki kurtosis degeri miilkemmel
olarak kabul edilir. Ozel uygulamalara bagl olarak +2,0 degeri de kabul gorebilir. (George ve Mallery,
2012; Hair, Black, Babin ve Anderson, 2013). Elde edilen degerler gbz oniine alindiginda verilerin
normal dagilim gostermesinden dolay1 parametrik testler uygulanmistir. Arastirmadan elde edilen
verilerin istatistiksel degerlendirilmesinde frekans, yiizde, aritmetik ortalama ve standart sapma gibi
istatistiksel metotlardan yararlanilmigtir. Verilerin ¢oziimlenmesinde t testi, tek yonlii varyans analizi
(ANOVA), gruplar aras1 farklilasmay1 ortaya ¢ikarmak i¢in Post hoc Tukey analizleri kullanilmustir.
Ayrica bagimli ve bagimsiz degiskenler arasinda anlamli iligkinin olup olmadigim tespit etmek iizere
pearson momentler ¢arpimi korelasyon teknigi ve ¢oklu regresyon analizi kullanilmistir.

Bulgular

Bu boliimde 6gretmenlerin okul yoneticilerine yonelik verdikleri cevaplarin yontem kisminda
belirtilen tekniklerle ¢oziimleri yapilarak elde edilen bulgulara ait tablolara ve yorumlara yer
verilmistir.

Ogretmenlerin algilarina gore okul ydneticilerinin liderlik stilleri ile kisisel inisiyatif
alma durumlarina ait sonuclar Tablo 2’de verilmistir.

Tablo 2. Okul yoneticilerinin liderlik stillerine ve kisisel inisiyatif alma durumlarimna iliskin 6gretmen algilari

Olgek Boyutlar Madde Puan -

- X xlk Ss Min.  Maks.
Sayist  Aralig
Liderlik Demokr_atik_StiI 8 8.40 27.84 3.48 4.90 1.44 5
Stilleri Otokratik StII. _ 5 525 19.63 3.92 321 2 5
Tam Serbestlik Taniyan Stil 3 315 811 2.70 2.93 1 5
Kisisel Kendil_iginden Baglama 13 13.65 49.53 3.81 6.86 2.15 5
inisiyatif Proaktiflik 9 9.45  34.46 3.82 4.96 1.78 5
Israrcilik 10 10.50 37.57 3.75 5.02 1.80 5

Tablo 2’de belirtildigi gibi toplam puanlarin madde sayisina bdliinmesi sonucu elde edilen
puanlar degerlendirildiginde liderlik stillerinde en yiiksek puan ortalamasina otokratik stilinin
(X=3.92) sahip oldugu bunu demokratik stil (X=3.48) ve tam serbestlik tamiyan stil (X=2.70)
puanlarmin takip ettigi goriilmektedir. Kisisel Inisiyatif alma durumlari incelendiginde en yiiksek puan
ortalamasinin proaktiflik (X=3.82) boyutuna, daha sonra kendiliginden baslama (X=3.81) ve en az
puan ortalamasinin ise 1srarcilik (X=3.75) boyutuna ait oldugu soylenebilir.

Ogretmenlerin cinsiyetine gore, okul yoneticilerinin liderlik stilleri ve kisisel inisiyatif alma
durumlarinin anlamli diizeyde farklilagip farklilasmadigi bagimsiz t- testi ile analiz edilerek, ¢ikan
bulgular Tablo 3’te verilmistir.
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Tablo 3. Okul yoneticilerinin liderlik stillerine ve kigisel inisiyatif alma durumlarina yonelik 6gretmen
algilarmin 6gretmenlerin cinsiyetine gore incelenmesi

Olgek Cinsiyet N X Ss sd T P
Kadin 400 31.48 5.49
Erkek 320 31.30 5.42
Kadin 400 16.00 2.86

Demokratik Stil 718 0.53 0.66

Otokratik Stil gadm 20 00 2% 718 078 042
Tam Serbestlik Kadm 400 7.73 2.89
Tantyan Stil Erkek 320 859 291 /18 392 000
Kendiliginden Kadm 400 49.73 7.22
Baslama Erkek 320 4926 638 /8 091 036
Proaktiflik Kadn 400 3433 517 215 079 042

Erkek 320 34.63 4.68

Kadin 400 37.58 5.33
Israrcilik Erkek 320 3757 462 718 0.00 0.99

Tablo 3’te goriildigii gibi 6gretmenlerin okul yoneticilerinin liderlik stillerine yonelik cinsiyet
degiskeni baglamindaki algilar1 demokratik (t (718) = 0.53, p> 0,05) ve otokratik (t (726) =-0.78, p> 0.05)
boyutlarinda farklilagmadigi ancak tam serbestlik taniyan (t (7189 =-3.92, p<0.05) stil boyutunda
degistigi ve erkek katilimcilarin lehine anlamli bir farklilasmanin oldugu belirlenmistir. Okul
yoneticilerinin inisiyatif alma durumlart kendiliginden baslama (t 718y =0.91, p>0.05), proaktiflik (t (71s)
=-0.79, p>0.05) ve 1srarcilik (t 718y =0.00, p>0.05) boyutlarinda 6gretmen algilarina gore anlamli
bi¢cimde farklilagmadig1, kadin ve erkek 6gretmenlerin goriisleri birbirine yakin oldugu sdylenebilir.

Ogretmenlerin kidem degiskenine gore, okul yoneticilerinin liderlik stilleri ve aldiklar kisisel
inisiyatif durumlarinin farklilasip farklilasmadigi ANOVA testi ile analiz edilerek, ¢ikan bulgular
Tablo 4’te verilmistir.

Tablo 4. Ogretmenlerin kidem degiskenine gore okul yoneticilerinin liderlik stilleri ve kisisel inisiyatif alma
durumlarmna iliskin 6gretmen algilar

Olgeklerm alt Grup Kidem N X Ss sd F p Fark
oyutlari
1 15yl 142 3113 588
. 2 610yl 81 3217 636
ggr‘o"rat'k 3 1115yl 140 3149 495 7‘1"5 134 025 i
4 16-20 y1l 154 30.78 5.23
5 21 yil ve lizeri 203 31.92 4.94
1 1-5yil 142 16.55 2.49 1-2
2 6-10 yil 81 15.17 3.19 4 1-5
Otokratik Stil 3 11-15 yil 140 16.47 2.72 715 4.40 0.00 2-3
4 16-20 y1l 154 16.12 2.69 2-4
5 21 yil ve tizeri 203 15.12 3.11 3-5
1 1-5yil 142 7.44 3.10
Tam 2 6-10 yil 81 8.19 2.99 4
Serbestlik 3 11-15 yil 140 7.97 291 715 2.07 0.08 -
Tantyan Stil 4 16-20 y1l 154 8.02 281
5 21 yil ve lizeri 203 8.49 2.89
1 1-5yil 142 51.25 5.75
s 2 6-10 yil 81 49.50 6.89
g;;jlrﬂfmde“ 3 1115yl 140 5000 657 7‘1‘5 394 000 1:;‘
4 16-20 y1l 154 48.65 7.16
5 21 yil ve lizeri 203 48.64 7.30
1 1-5yil 142 34.94 411
2 6-10 yil 81 34.32 5.58 4
Proaktiflik 3 11-15 yul 140 34.90 4.46 715 1.02 0.39 -
4 16-20 y1l 154 34.07 4.85
5 21 yil veiizeri 203 34.18 5.59
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Tablo 4. Ogretmenlerin kidem degiskenine gore okul yoneticilerinin liderlik stilleri ve kisisel inisiyatif alma
durumlarmna iliskin 6gretmen algilar1 (Devami)

Olceklerin alt

Grup Kidem N X Ss sd F p Fark
boyutlari
1 1-5 yil 142 38.36 4.47
2 6-10 y1l 81 37.19 5.29 4
Israrcilik 3 11-15 yil 140 37.62 5.00 715 1.22 0.29 -
4 16-20 y1l 154 37.33 5.01
5 21 yil velizeri 203 37.32 5.28

Tablo 4’te 6gretmenlerin kidemine gore okul yoneticilerinin liderlik stillerinin sergileme
diizeylerine yonelik 6gretmen algilar1 demokratik (F 4715y = 1.34, p> 0.05), tam serbestlik tantyan (F
@15y = 2.07, p> 0.05) boyutlarda anlamli farklilik goriilmemektedir. Diger taraftan 6gretmenlerin
gortisleri otokratik (F (715 =4.40, p<0.05) liderlik stilinde anlamli bi¢imde farklilastigi bulunmustur.
Bu farklilagmanin hangi gruplardan kaynaklandigini tespit etmek ic¢in Post hoc. Tukey testi
uygulanmustir. Cikan bulgulara gore bu farklilagsmanin 1-5 yil ile 6-10 yil, 1-5 y1l ile 21 yil ve iizeri 6-
10 yil ile 11-15 yil, 6-10 yil ile 16-20 y1l ve 11-15 yil ile 21 yil ve {izeri kideme sahip gruplardan
kaynaklandigi anlagilmistir. Bu farkliigm grup 1,3 ve 4’te yer alan &gretmenlerin lehine oldugu
goriilmektedir.

Okul miidiirlerinin kisisel inisiyatif alma durumlarina iliskin Ogretmen algilarinda
kendiliginden baslama (F (4715 =3.94, p<0.05) boyutunda anlamli farklilagma bulunmustur. Yapilan
Post hoc Tukey testinin sonucuna gore, bu farklilasmanim 1-5 y1l ile 16-20 yil ve 1-5 yil ile 21 yil ve
iizeri kideme sahip gruplardan kaynaklandigi anlasgilmistir. Bu farkliligin grup 1°de yer alan
ogretmenlerin lehine oldugu goriilmektedir. Proaktiflik (F (4715 =1.02, p<0.05) ve 1srarcilik (F (4715
=1.22, p<0.05) boyutlarinda anlamh farklilagma tespit edilmemistir.

Ogretmenlerin ayn1 midiir ile ¢aligma siiresi degiskenine gore, okul ydneticilerinin liderlik
stilleri ve aldiklar1 kisisel inisiyatif durumlarinin farklilagip farklilasmadigr t- testi ile analiz edilerek,
¢ikan bulgular Tablo 5’de verilmistir.

Tablo 5. Ogretmenlerin ayni miidiir ile galigma siiresi degiskenine gore okul yoneticilerinin liderlik stilleri ve
kisisel inisiyatif alma durumlarina iliskin 6gretmen algilar

Ay Midiir
Olgek Boyutlari Grup ile Calisma N X Ss sd T P
Siiresi
I 1 1-5 631 31.47 5.65 718 1.27 0.34
Demokratik Stil 2 6-10 89 3088 3.77
s 1 1-5 631 15.93 291 718 -3.66 0.00
Otokratik Stil 2 6-10 89 1713 165
Tam Serbestlik Tantyan 1 1-5 631 7.99 2.93 718 -2.89 0.00
Stil 2 6-10 89 8.95 2.82
s 1 1-5 631 49.45 7.05 718 -2.45 0.01
Kendiliginden Baslama 5 6-10 89 5186 8.70
Proaktiflik 1 1-5 631 33.39 5.08 718 -2.13 0.02
2 6-10 89 35.96 3.96
1 1-5 631 37.51 5.16
Israrcilik > 6-10 89 37.97 395 718 0.66 0.41

Tablo 5’te goriildigii gibi ayn1 miidiir ile ¢aligma siiresine gore demokratik (t 718y = 1.27, p>
0.05) boyutta anlamli fark bulunmamaktadir. Ancak otokratik (t 715y =-3.66, p<0.05) ve tam serbestlik
tantyan (t (1) =-2.89, p<0.05) boyutlarda anlamli diizeyde farklilasmanin oldugu sonucuna
ulagilmigtir. Okul yoneticilerinin kisisel inisiyatif almalar1 kendiliginden baslama (t (7189 =-2.45,
p<0.05) ve proaktiflik (t 718y =-2.13, p<0.05) boyutlarinda anlaml farklilagsma olurken, 1srarcilik (t (718
= 0.66, p> 0.05) boyutunda anlamli bi¢imde farklilagsmadigi bulunmaktadir. Bu farkliligin grup 2’de
yer alan 6gretmenlerin lehine oldugu goriilmektedir.

Ogretmenlerin ayn1 okulda calisma siireleri degiskenine gére, okul yoneticilerinin liderlik
stilleri ve aldiklar kisisel inisiyatif durumlarmin farklilagip farklilagmadigit ANOVA testi ile analiz
edilerek, ¢ikan bulgular Tablo 6’da verilmistir.
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Tablo 6. Ogretmenlerin ayni okulda ¢alisma siiresi degiskenine gore okul yoneticilerinin liderlik stilleri ve
kisisel inisiyatif alma durumlarina iligskin 6gretmen algilart

Ayni Okulda
Olgek Boyutlari Calisma Fark
Grup Siiresi N X Ss sd F P
1 1-5 463 31.56 5.63
2 6-10 156 30.66 4.80 4
Demokratik Stil 3 11-15 74 31.64 5.42 715 1.18 0.31 -
4 16-20 15 33.00 5.66
5 21 ve lizeri 12 31.33 6.59
1 1-5 463 15.86 2.95
2 6-10 156 16.42 2.60 4 12
Otokratik Stil 3 11-15 74 16.82 217 715 2.72 0.02 13
4 16-20 15 15.60 2.26
5 21 ve tizeri 12 16.00 3.10
1 1-5 463 7.85 2.96
. 2 6-10 156 8.28 2.77
Tir;msye;:essttl'l'k 3 1115 74 895 304 % 378 000 .,
4 16-20 15 8.73 2.54
5 21 ve lizeri 12 9.83 2.08
1 1-5 463 49.88 6.83 1-2
e 2 6-10 156 48.60 6.75 1-4
Kendiliginden 3 11-15 74 4970 657 4 34
Baslama 4 16-20 15 4573 9.09 715 2.36 0.04 45
5 21 ve lizeri 12 51.08 6.27
1 1-5 463 34.56 4.87
2 6-10 156 34.16 4.96
Proakiflik 3 1115 74 3452 532 % 027 089
4 16-20 15 33.86 6.11
5 21 ve lizeri 12 34.91 494
1 1-5 463 37.64 5.02
2 6-10 156 37.17 5.13 4
Israrcilik 3 11-15 74 37.97 4.96 715 0.42 0.78
4 16-20 15 37.20 5.22
5 21 ve Uzeri 12 38.00 419

Tablo 6’da goriildiigii gibi okul yoneticilerinin liderlik stillerinin sergileme diizeylerine
yonelik 6gretmenlerin ayn1 okulda ¢aligma siirelerine gore 6gretmen algilar1 demokratik (F (4-715) =
1.11, p> 0.05) boyutta anlamli bigimde farklilasmadigi gozlenmektedir. Otokratik (F @715 =2.72,
p<0.05) ve tam serbestlik taniyan (F 4715 = 3.78, p<0.05) boyutlarda 6gretmen algilarinda anlaml
farklilik gortilmektedir. Bu farklilagmanin hangi gruplardan kaynaklandigini tespit etmek i¢cin Post
hoc. Tukey testi uygulanmistir. Cikan bulgulara gore bu farklilasmanin otokratik stilde 1-5 yil ile 6-10
yil ve 1-5 yil ile 11-15 yil calisma siirelerine sahip ve tam serbestlik taniyan stilde ise 1-5 yil ile 11-15
yil ve 1-5 yil ile 21 yil ve tizeri ¢alisma siirelerine sahip gruplardan kaynaklandigi saptanmigtir. Bu
farkliligin grup 2,3 ve 5’te yer alan dgretmenlerin lehine oldugu goriilmektedir.

Diger taraftan okul midiirlerinin kisisel inisiyatif alma durumlarinda kendiliginden baslama
(F @a-715) =2,36, p<0,05) boyutunda anlamli farklilik bulunurken, proaktiflik (F 715y =0.27, p>0.05) ve
wsrarcilik (F 4-715) =0.42, p>0.05) boyutunda 6gretmen algilarinda anlamli farklilasma bulunmamustir.
Bu farklilagmanin hangi gruplardan kaynaklandigini tespit etmek icin Post hoc. Tukey testi
uygulanmistir. Cikan bulgulara gore bu farklilasmanin 1-5 yil ile 6-10 yil, 1-5 yil ile 16-20 yil, 11-15
yil ile 16-20 y1l ve 16-20 yil ile 21 yil ve tizeri ayn1 okulda ¢alisma siirelerine sahip gruplardan
kaynaklandig1 tespit edilmistir. Bu farkliligm grup 1,3 ve 5’te yer alan 6gretmenlerin lehine oldugu
goriilmektedir.

Ogretmenlerin gorev yaptig1 okul degiskenine gore, okul yoneticilerinin liderlik stilleri ve
aldiklart kigisel inisiyatif durumlarmin farklilagip farklilasmadigt ANOVA testi ile analiz edilerek
bulgular Tablo 7°de verilmistir.
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Tablo 7. Ogretmenlerin gorev yaptiklari okul tiirii degiskenine gore okul yoneticilerinin liderlik stilleri ve kisisel
inisiyatif alma durumlarina iligskin 6gretmen algilar

. Fark
Olgek Boyutlan Grup  Okul Tiirii N X Ss sd F P
1 flkokul 194 31.86 5.58 5 1-3
Demokratik Stil 2 Ortaokul 231 32.08 5.18 717 6.03 0.00 2.3
3 Lise 295 3056 549
1 Tlkokul 194 16.27  2.78 5 1-3
Otokratik Stil 2 Ortaokul 231 1655 248 717 8.63 0.00 2.3
3 Lise 295 1557 3.00
Tam Serbestlik 1 Ilkokul 194 8.11 2.95 2
Tantyan Stil 2 Ortgokul 231 8.16 3.05 717 0.06 0.94 -
3 Lise 295 8.07 2.83
e 1 Ikokul 194 50.40 6.56
Ke}‘;‘;l;;ag;‘fen 2 Ortaokul 231  50.37  6.34 757 836 0.0 ;g
3 Lise 295 48.28  7.26
1 Ilkokul 194 3531 4.80 5 1-3
Proaktiflik 2 Ortaokul 231 3496 451 717 9.61 0.00 23
3 Lise 295 3351 524
1 Ilkokul 194 3798 495 2
Israrcilik 2 Ortaokul 231 3787 479 717 2.62 0.07 -
3 Lise 295 37.06 521

Tablo 7°den anlasildig: tizere okul yoneticilerinin liderlik stillerinin sergileme diizeylerine
yonelik 6gretmenlerin galistiklar okul tiiriine goére 0gretmen algilari demokratik (F 717y = 6.13,
p<0.05), otokratik (F (>_717y =8.63, p<0.05) boyutlarda anlamli bigimde farklilagtig1 anlagilmaktadir.
Yapilan Post hoc. Tukey restinin sonucuna gore bu farkliligin ilkokul ile lise ve ortaokul ile lise
gruplarindan kaynaklandigi saptanmistir. Tam serbestlik taniyan (F 717y = 0.94, p>0.05) boyutta
Ogretmen algilarinda anlamli farklilik goriilmemektedir. Diger taraftan okul miidiirlerinin kisisel
inisiyatif alma durumlar1 kendiliginden baslama (F (>-717) =8.36, p<0.05), proaktiflik (F 717y =9.61,
p<0.05) boyutlarinda 6gretmen algilarinda anlamli farklilagma bulunmaktadir. Israrcilik (F (717
=3.62, p>0.05) boyutunda ise farklilik bulunmamaktadir. Yapilan Post hoc. Tukey restinin sonucuna
gore bu farkliligin ilkokul ile lise ve ortaokul ile lise gruplarindan kaynaklandigi belirlenmistir. Bu
farkliligin grup 1 ve 2’de yer alan 6gretmenlerin lehine oldugu gortilmektedir.

Okul yoneticilerinin liderlik stilleri ile kisisel inisiyatif alma diizeyleri arasindaki iligkinin
incelenmesi Tablo 8’de verilmistir.

Tablo 8. Okul yoneticilerinin liderlik stilleri ile kisisel inisiyatif alma diizeyleri arasindaki korelasyon analizi
sonuglari

Liderlik Stilleri Kisisel Inisiyatif
1 .602™
Liderlik Stilleri 0.000
720 720
602" 1
Kisisel Inisiyatif 0.000
720 720

Tablo 8’de 6gretmenlerin goriisleri dogrultusunda ¢ikan Pearson korelasyon bulgularina gore
okul yéneticilerinin liderlik stilleri (r=0.602, p<0.05) ile kigisel inisiyatif alma durumlar1 arasinda
giiclii diizeyde pozitif anlamli bir iliskinin oldugu goriilmektedir.

Okul yoneticilerinin kigisel inisiyatif almalarinin liderlik stilleri tarafindan yordanma
durumunu test etmek iizere ¢oklu dogrusal regresyon analizi yapilmistir. Analize iliskin bulgular
Tablo 9’da verilmistir.

95



Egitim Kuram ve Uygulama Arastirmalar: Dergisi 2022, Cilt 8, Say1 1, 85-103 Yilmaz KILIC
Tablo 9. Okul yoneticilerinin kisisel inisiyatif almalarinin liderlik stilleri tarafindan yordanmasi.
Boyutlar g~ Stndad g T p ikilir  Kismir
Hata
Kendiliginden Baslama Sabit 19.845 1.587 - 12,508  0.000 - -
Demokratik Stil 0.481 0.045 0412 10.631  0.000 0.369 0.319
Otokratik Stil 0.813 0.069 0.338 11.711  0.000 0.401 0.352
Tam Serbestlik Taniyan Stil 0.041 0.071 0.017 0.568 0.570 0.021 0.017
R=0.596 Adj. R>=0.353 F 3716y = 131.277 p=0.000
Proaktiflik Sabit 12.708 1.134 - 11.209  0.000 - -
Demokratik Stil 0.380 0.032 0.439 11.768  0.000 0.403 0.349
Otokratik Stil 0.562 0.050 0.324  11.339  0.000 0.390 0.336
Tam Serbestlik Taniyan Stil 0.016 0.051 0.009 0.306 0.760 0.011 0.009
R=0.608 Adj. R*=0.369 F @.716)= 139.980 p=0.000
Israrcilik Sabit 16.322 1.167 - 13.985  0.000 - -
Demokratik Stil 0.426 0.033 0470 12,799  0.000 0.432 0.386
Otokratik Stil 0.469 0.051 0.324 9.194 0.000 0.325 0.277
Tam Serbestlik Taniyan Stil 0.022 0.053 0.014 0.415 0.678 0.015 0.013
R=0.591 Adj. R>=0.349 F 3,716)= 128.288 p=0.000

Tablo 9 incelendiginde liderlik stillerinin kisisel inisiyatif almanin kendiliginden baslama alt
boyutunu yordayan modeli anlamlidir, (F 3716y = 131.277, p<0.05). Demokratik, otokratik ve tam
serbestlik taniyan liderlik stilleri birlikte, kendiliginden baslama boyutundaki toplam varyansin
yaklasik %35°3’nii yordamaktadir (Adj. R>= 0.353). Standardize edilmis regresyon katsayisina ()
gore, bagimsiz degiskenlerin bagimli degisken iizerindeki etkileri; demokratik stil (B =0.412),
otokratik stil (B =-0.338) ve tam serbestlik tanmiyan stil (B =-0.017) seklinde siralanmaktadir.
Regresyon katsayilarmin anlamliligina iliskin t- testi sonuclar1 incelendiginde demokratik ve otokratik
bagimsiz degiskenlerinin kendiliginden baslama boyutu iizerinde anlamli birer yordayici olduklari
anlagilmaktadir.

Liderlik stillerinin kisisel inisiyatif almanin proaktiflik alt boyutunu yordayan modeli
anlamlidir, (F 3716y =139.980, p<0.05). Demokratik, otokratik ve tam serbestlik taniyan liderlik stilleri
birlikte, proaktiflik boyutundaki toplam varyansin yaklasik %36°9’nu yordamaktadir (Adj. R?>= 0.369).
Standardize edilmis regresyon katsayisina () gore, bagimsiz degiskenlerin bagimli degisken
tizerindeki etkileri; demokratik stil (f =0.439), otokratik stil (p =-0.324) ve tam serbestlik taniyan stil
(B =-0.009) seklinde siralanmaktadir. Regresyon katsayilarmin anlamliligina iliskin t- testi sonuglar
incelendiginde demokratik ve otokratik bagimsiz degiskenlerinin proaktiflik boyutu iizerinde anlamli
birer yordayici olduklari goriilmektedir.

Liderlik stillerinin Kisisel inisiyatif almanin 1srarcilik alt boyutunu yordayan modeli
anlamlidir, (F (3716) =128.288, p<0.05). Demokratik, otokratik ve tam serbestlik taniyan liderlik stilleri
birlikte 1srarcilik boyutundaki toplam varyansin yaklasik %34°9’nu yordamaktadir (Adj. R>= 0.349).
Standardize edilmis regresyon katsayisina () gore, bagimsiz degiskenlerin bagimhi degisken
tizerindeki etkileri; demokratik stil (f =0.470), otokratik stil (f =-0.260) ve tam serbestlik taniyan stil
(B =-0.014) seklinde siralanmaktadir. Regresyon katsayilarmin anlamliligina iliskin t- testi sonuglart
incelendiginde demokratik ve otokratik bagimsiz degiskenlerinin israrcilik boyutu iizerinde anlamli
birer yordayici olduklari belirtilmektedir.

Tartisma, Sonuc ve Oneriler

Arastirma bulgularindan 6gretmen algilarina gdre puan ortalamalart incelendiginde okul
yoneticilerinin liderlik stilleri sergileme diizeyleri otokratik, demokratik ve tam serbestlik taniyan stil
seklinde siralanmaktadir. Puan ortalamalarina bakildiginda Ogretmen algilarina gore okul
yoneticilerinin en ¢ok otokratik ve en az tam serbestlik taniyan liderlik stillerini sergiledikleri
goriilmektedir. Canbolat (2016) calismasinda iggorenlerin otokratik bir tarzla yonetildigini
ifade etmektedir. Boylece mevcut ¢aligmanin otokratik liderlik stilinin bu ¢aligsma tarafindan
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desteklendigi sdylenebilir. Bu sonuglar okul yoéneticilerinin, kanun ve mevzuatin uygulanmasindan
kaynaklanan disiplin ve otoriteye bagl davranis sergilemeleri, onlar1 otokratik stile yonlendirmis
olabilir. Okul yonetimleri daha ¢ok biirokratik ve dikey hiyerarsik yonetim anlayisina dayanmaktadir.
Dolayisiyla okul yoneticileri bu yonetim anlayisinin disina pek ¢ikmak istemeyebilirler. Zaman
yetersizliginde acil alimmasi gereken kararlarda otokratik liderlik sergilemek avantajli olabilir.
Wangithi ’ye (2014) gore, ilkokullarda demokratik liderlik tarzinin en ¢ok kullanilan stil
oldugu vurgulanmaktadir. Dolayisiyla bu g¢aligmanin demokratik liderlik stili ile paralellik arz
etmedigi anlasilmaktadir. Bu bulgulardan da anlasildigi gibi, liderlik stillerinin statik olmadig:
kuruma, ¢evreye ve uygulamalara gore degisiklik gosterebilecegi goriilmektedir. Okul yoneticilerinin
kisisel inisiyatif alma durumlar1 proaktiflik, kendiliginden baslama ve 1srarcilik olarak siralandigi ve
okul yoneticilerinin orta diizeyde kisisel inisiyatif aldiklar1 6gretmen algilarimdan anlasilmaktadir.
Akin’a (2012) gore, d6gretmenlerin goriisii okul yoneticilerinin yliksek diizeyde inisiyatif alamadiklari
yoniindedir. Daha ¢ok ufak tefek onarim isleriyle ilgili inisiyatif aldiklar1 ifade edilmektedir.

Demokratik stil alt boyutunda kadin gretmenlerin puanlan erkek 6gretmenlerin puanlarindan
daha yiiksek ¢iktig1 anlagilmaktadir. Otokratik ve tam serbestlik tantyan liderlik boyutlarinda ise erkek
Ogretmenlerin puanlar1 kadin 6gretmenlerin puanlarindan daha yiiksek ¢iktig1 goriilmektedir. Tam
serbestlik taniyan liderlik stilinde cinsiyet degiskeni agisindan Ogretmen algilari anlamli bigimde
farklilasmaktadir. Bu sonug erkek 6gretmenlerin islerine daha az miidahale edilmesini istedikleri ve
kendi baslarina ¢alismaktan daha ¢ok memnun olabilecekleri seklinde yorumlanabilir. Canbolat (2016)
yaptig1 arastirmada mevcut arastirmaya paralel bir sonuca ulagmistir. Canbolat’in aragtirmasina gore
demokratik ve otokratik liderlikte anlamli farklilagmanin olmadigi ama tam serbestlik taniyan stilde
isgorenlerin algilarinda anlamli farklilik ¢iktig1 belirlenmistir. (Dilbeck, 1988; Hardman, 2011; Ozbek,
2016) arastirmalarinda cinsiyet degiskenine gore liderlik stillerinde farklilik bulunmamustir.
Kendiliginden basglama ve israrcilik boyutlarinda kadinlarin, proaktif boyutta ise erkeklerin puan
ortalamas1 daha yiiksek bulunmustur. Akin (2012) cinsiyetin kisisel inisiyatif almada Onemli bir
degisken olmadigini vurgulamaktadir.

Arastirmanin bulgularina gére kidem degiskeninde okul yoneticilerinin liderlik stili sergileme
diizeylerine ve kisisel inisiyatif alma durumlarma iliskin 1 -5 yil kideme sahip olan dgretmenlerin
algilari, okul yoneticilerinin daha az demokratik ve tam serbestlik taniyan liderlik stilleri kullandiklart
yoniindedir. 21 yil ve lizeri kideme sahip 6gretmenlerin algilart ise, okul yoneticilerinin daha ¢ok
demokratik ve tam serbestlik taniyan liderlik stilleri kullandiklarina inandiklart ortaya ¢ikmustir.
Otokratik stilde kidemi 21 yil ve {lizeri olan &gretmenlerin yoneticilerinin daha az bu stili
kullandiklarint ve kidemi 1-5 yil olan Ogretmenlerin ise yoneticilerinin bu stili daha c¢ok
kullandiklarint  diistindiikleri anlagilmistir. Otokratik liderlik stilinde gruplar arasinda anlaml
farklilagsma belirlenmistir. Ancak demokratik ve tam serbestlik taniyan liderlik stillerinde gruplar
arasinda herhangi bir farklilasma olmamustir. Otokratik liderlik stilinde 1-5 yil kideme sahip
ogretmenlerin puan ortalamasmin daha yiiksek ¢iktig1 sonucuna ulasilmistir. Ogretmenlik mesleginde
yeni olan bu gen¢ O6gretmenler, mesleklerini daha demokratik ve daha hoggoriilii bir ortamda icra
etmek istemeleri, gorlislerinde etkili olmus olabilir. Ayrica gen¢ nesil karar verme siirecinde ve
caligma ortaminda daha bagimsiz ve daha rahat davrandiklarindan, ¢ok daha fazla kontrol ve denetim
gerektiren otokratik liderlik stili altinda ¢alismay1 pek benimsemedikleri disiintilebilir. Bu gruba dahil
ogretmenlerin teknoloji ile daha ¢ok i¢li disli olmalari, onlar1 degisim ve inovasyon konusunda daha
arzulu ve istekli olduklarin1 gostermektedir. Degisim ve yenilesmeye duyulan arzu ve istekleri
otokratik okul yoneticilerine yonelik algilarinin diizeyini etkilemis olabilir. (Ozbek, 2016; Yurdakul,
2007; Yildirim, 2007; Cetin, 2011; Sahin, 2013) tarafindan yapilan ¢aligmalarda okul yoneticilerinin
liderlik tutum ve davranmislarina yonelik 6gretmen algilarinda anlamlh diizeyde bir farklilik oldugu
saptanmugtir. Diger taraftan (Bakir, 2007; Dilbeck,1988; Hardman, 2011) yaptiklar1 arastirmalarda
kidem degiskenine gore Ogretmen goriislerinde anlamli bir farkliligin  olmadigr sonucuna
ulagmiglardir.

Okul yoneticilerinin kisisel inisiyatif alma durumlarina gelince, kendiliginden baslama,
proaktiflik ve 1srarcilik boyutlarinda 1-5 y1l kideme sahip olan 6gretmenlere gore okul yoneticisi daha
fazla inisiyatif almaktadir. Kendiliginden baslama boyutunda kidemi 21 yil ve fizeri, proaktiflik
boyutunda kidemi 16-20 yil ve 1srarcilik boyutunda kidemi 6-10 yil olan 6gretmenlere gore ise okul
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yoneticilerinin daha az inisiyatif aldig1 anlasilmistir. Kendiliginden baslama boyutunda gruplar
arasinda farklilasma bulunurken, proaktiflik ve 1srarcilik boyutlarinda farklilasmanin olmadig:
sonucuna ulagilmigtir. Sevil ve Biilbiil (2019) okul miidirleri ile ilgili yaptiklari1 ¢aligmalarinda kidem
degiskeninde anlamli farklilik tespit edilmemistir. Bu bulgu mevcut ¢alismanin proaktiflik ve 1srarcilik
boyutlarin1 destekledigi soylenebilir. Akin (2012) arastirmasinda proaktif boyutta 0Ogretmen
goriiglerinde farklilagsma oldugunu tespit etmistir. Yavuz (2006) kidemi fazla olan 6gretmenlerin okul
miidiirlerinin  kendilerinden beklenen rolleri daha fazla yerine getirdiklerini diistindiiklerini
belirtmektedir. Cikan bu sonuglar baglaminda 6gretmenlerin kidem degiskeni gdreceli bir degisken
oldugu, bulundugu ortama, sartlara ve kisilere gore degisiklik arz edebilecegini gdstermektedir.

Ayni miidiir ile ¢alisma degiskenine gore 6gretmen algilar1 demokratik ve otokratik liderlik
stilleri ile kisisel inisiyatif alma kendiliginden baslama ve proaktiflik boyutlarinda anlamli bigimde
farklilasmaktadir. Otokratik ve tam serbestlik taniyan liderlik stillerinde ayn1 midiir ile yaklasik 6-10
yil calisan Ogretmenlerin puanlarinin daha yiiksek olmasi su sekilde agiklanabilir: Kisa siireli
caligsanlarin, yoneticilerini yeterince taniyamadiklar1 ve yoneticileri hakkinda fazla bilgiye sahip
olamadiklari, buna karsilik uzun siireli aym1 miidiir ile ¢aliganin yoneticisini her konuda daha iyi
taniyabilecegi gbz oniinde alinirsa, puanlamada etkisinin oldugu diisiiniilebilir. Kisisel inisiyatif alma
durumlarinda da uzun siire ayn1 yonetici ile ¢alisan 6gretmenlerin puan ortalamalarinin daha yiiksek
ciktigr sonucuna ulasilmistir. Bu kategorideki 6gretmenlere gore yoneticiler daha fazla inisiyatif
almaktalar. Uzun siire ayn1 yoOnetici ile calisan 6gretmen, yoneticisinin hangi durumlarda daha ¢ok
inisiyatif alabilecegini veya alamayacag1 konusunda fikir yiiriitme sansina sahip olabilir.

Ogretmenlerin aym okulda c¢alisma siirelerine iliskin elde edilen bulgulara gére okul
yoneticilerinin otokratik ve tam serbestlik taniyan liderlik stilleri sergileme diizeyleriyle ilgili
ogretmen algilarinin anlamli bigimde farklilastig1 goriilmiistiir (Hardman, 2011; Gray, 2013; Ozbek,
2016) tarafindan yapilan aragtirmalarda, O6gretmenlerin mevcut okulda caligma siireleri dikkate
alinarak 6gretmenlerin ydneticileri hakkindaki alg: diizeyleri incelenmistir. Ogretmenlerin ayni1 okulda
caligma siireleri ile ilgili bulgularda anlamli farklilagsmanin oldugunu tespit etmislerdir. Ancak Sahin’in
(2013) calismasinda aymi okulda calisma siiresine gore anlamli bir fark tespit edilmemistir.
Yoneticilerin kisisel inisiyatif alma durumlar1 kendiliginden baslama boyutunda &gretmen algilar
anlamli olarak farklilagmaktadir. Akin’in (2012) okul miidiirlerinin kisisel inisiyatif alma durumlariyla
ilgili ¢aligmasinda kisisel inisiyatifin tiim boyutlarinda farklilagma buldugunu ve ayni okulda daha
uzun siireli ¢alisan 6gretmenlerin, mildiirlerinin kigisel inisiyatif almalarina iliskin goériislerinin daha
yiiksek ciktigint belirtmektedir. Dolayisiyla bu c¢alismanin bulgulari hazir ¢alismanin kendiliginden
baglama boyutu ile birlikte daha uzun siire ayn1 okulda gorev yapan 6gretmenlerin algilariyla ortiiserek
¢ikan sonug ile paralellik arz etmektedir.

Arastirmanin bulgularina gore okul tiirli degiskeninde Ogretmen algilar1 demokratik ve
otokratik liderlik stillerinde anlamli bi¢cimde farklilastigt ancak tam serbestlik taniyan stilde
farklilasmadig1 gozlenmistir. (Bakir, 2007; Sahin, 2013; Kilingarslan, 2013) tarafindan yapilan
arastirmalarda okul tiirline iliskin 6gretmenlerin algilariin farklilik gostermedigi ifade edilmistir. Bu
bulgunun mevcut ¢alismanin tam serbestlik taniyan liderlik stilini destekledigi ancak demokratik ve
otokratik stillerle ortiigmedigi anlagilmaktadir. Tiim liderlik stillerinde en diisiik puan ortalamasi lisede
gorev yapan Ogretmenlere aittir. Okulun kademesi yiikseldik¢e dgretmenlerin yoneticilerden talep ve
istekleri de paralel olarak yiikselebilir. Diger taraftan okul yoneticilerinin kisisel inisiyatif alma
durumlar1 kendiliginden baglama ve proaktiflik boyutlarinda anlamli bi¢imde farklilagirken 1srarcilik
boyutunda farklilasmadigi goriilmiistiir.

Cikan pearson korelasyon sonucu dogrultusunda okul ydneticilerinin sergilemis oldugu
liderlik stilleri ile kisisel inisiyatif alma durumlar1 arasinda kuvvetli pozitif yonlii bir iliskinin oldugu
sonucuna ulagilmigtir. Literatiirde farkli siniflamalar olmakla birlikte, genelde (50-69) civarinda ¢ikan
iliskinin gii¢lii iliski oldugu yorumlanmaktadir (Tavsancil, 2005). Bu yorum aragtirmanin bulgulariyla
ortiigmektedir. Liderlik stilleri ve kisisel inisiyatif alma kavramlari1 genellikle yonetim ile i¢ ice gegmis
ve birbirini tamamlayan yonetimsel kavramlardir. Okul yoneticisi okulu hedeflerine ulagtirmak ve
isgdrenlerin Orgiitsel bagliliklarimi saglamak i¢in bu kavramlar iyi kullanmasi gerekir. Gliniimiiziin
liderlik anlayisinin gii¢ odakli olmasinin aksine, sorumlu oldugu kisilere karsi toleransli ve babacan
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yaklagimlar sergilemesi gerektigine inanilmaktadir. Okul yoneticilerinin kisisel inisiyatif almalarinda
liderlik stillerinin 6nemli bir yeri oldugu sdylenebilir (Kilig, 2019).

Arastirmada elde edilen ¢coklu dogrusal regresyon bulgularina gore okul yoneticilerinin liderlik
stilleri ile kisisel inisiyatif alma boyutlar1 arasinda anlamli bir iliski oldugu sonucuna ulasilmistir.
Kisisel inisiyatif almanin kendiliginden baslama, proaktiflik ve 1srarcilik boyutlarinin demokratik ve
otokratik liderlik stilleri tarafindan anlamli ve pozitif yonlii yordandig1 ortaya ¢ikmistir. Akin (2012)
arastirmasinda kisisel inisiyatif alma boyutlarinin 6gretimsel ve etik liderlik tarafindan yordandigim
aciklamaktadir. Akin'in c¢alismasinin bulgulari bu c¢alismanin bulgularini destekler nitelikte oldugu
sOylenebilir. Kisisel inisiyatif almada en etkili stilin demokratik liderlik oldugu anlagilmistir. Kilig’a
(2019) gore kisisel inisiyatif almak herhangi bir baskiya ve zorlamaya maruz kalinmaksizin, kisinin
kendi i¢giidiisii ile baslattig1 veya uygulamaya calistig1 bir eylem algilanmasi olarak kabul edilebilir.
Demokratik liderlikte bireylerin karar alma siirecine katilmasi, goriislerine saygi ve kendilerine giiven
duyulmasi gibi atfedilen iltifatlar kisisel inisiyatif almada 6nemli bir rol oynadigi diisiiniilebilir.
Ganster ve Fusilier (1989), katilimer liderlik stili, lider tarafindan karar alinmadan Once astlarina
danisarak problem ¢o6ziimiinde birlikte hareket edilmesiyle karakterize edilir. Kisisel inisiyatifin
katilimei liderlik araciligiyla giiglendirilecek kontroliin, iggdrenin algilamalariyla olumlu bir sekilde
yordandigi sonucuna ulasilmistir. Frese ve Fay (2001), kisisel inisiyatifin doniisimli liderlik
tarafindan yordanacagi baglaminda onemli bir degisken olabilecegine ragmen alt kademelerdeki
yOneticilerinin fazla inisiyatif almalar1 tepe yonetim tarafindan genellikle desteklenmedigini ileri
siirmekteler (Rank, 2006).

Inisiyatif, yoneticilerin orgiitsel yapidaki ve idari islevlerdeki siirecleri algilamalarina yardimci
olan bir kavramdir. Ayn1 zamanda yoneticilerin demokratik karar alma siireclerinin dogasmi da
desteklemektedir (Cameron, 1999). Isgérenleri karar alma siirecine dahil etmekle birlikte isgdrenlerin
katkilarmi 6nemseyen demokratik liderlik, isgdrenin proaktif davranisimi kolaylastirmaktadir (Vroom
ve Jago, 1988). Lider emir ve yasalarin biraktigi bosluklardan yararlanarak, liderlik gdrevine yol
acacak durumlara girmeyi ve inisiyatif almay1 gerektirir (Bursalioglu, 2011). Okul yoneticilerinin
inisiyatif almasi, okullarin hiyerarsik ve biirokratik isleyisini okullarin lehine olacak sekilde stratejik
durumlara doniistiirebilir ve dinamiklerin harekete gegmesini saglayabilir. Ancak bazi olumsuz
duygular, okul yoneticilerinin inisiyatif almalarin1 engelledigi anlagilmistir. Bu agidan bakildiginda,
inisiyatif almanin sadece bireysel bir davramis degil, aym1 zamanda orgiitsel ve idari bir davranig
oldugu da sdylenebilir (Ddrrenbécher ve Geppert, 2009).

Inisiyatif almak, liderligin ¢ok 6nemli bir unsuru ve ayrica bircok is i¢in dnemli bir kazangtir.
Igsel kontrol odagina sahip liderler, lider olmayanlara gore daha sabirhidirlar (Bruttel ve Fischbacher,
2013). Kisisel inisiyatif almanin degeri, basta is ve egitim olmak lizere bir¢ok alanda yavas yavas
anlagilmaya bagslandig1 sOylenebilir. Kisisel inisiyatif seviyesi yiiksek olan insanlar, daha yenilik¢i
(Balluerka, Gorostiaga ve Ulacia, 2014) ve girisimci (Krauss, Frese, Friedrich ve Unger, 2005) daha
iyi akademik sonuglar elde etmektedirler (Fay ve Frese, 2001). Kisisel inisiyatifin, yaratici siireglere
katilminin tesvik edilmesinde ve yaraticiligin sergilenmesinde de Onemli oldugu goriilmiistiir
(Binnewies, Ohly ve Sonnentag, 2007). Kisisel inisiyatif almanin odak noktalarindan birisi hedef
yonelimidir. Yiiksek hedef odakli liderler uzun siireli ve agik hedefler gelistirirler. Zorluklarin
istesinden gelmek icin de 1srarci olurlar. Bu nedenle, hedef yonelimi etkin liderligin énemli bir 6n
sart1 olarak kabul edilir (Sonnentag ve Frese, 1997). Israrcilik, biiyiik ve etkili liderlerin en 6nemli
ozelliklerinden biridir. Israrc1 olmak, ne olursa olsun liderin ilkelerine ve hedeflerine bagl kalmasi ve
kararli olmasi1 demektir. (Hopkin, 2010). Bu ifade de 1srarci liderligin ayn1 zamanda ilke merkezli
liderlik oldugu anlasilmaktadir.

Egitim kurumlar1 hedef ve degisim odakli orgiitler olduklarinda siirekli degisim ve gelisim
yonelimli oOrgiitsel eylemleri ve faaliyetleri gerceklestirmeye caligirlar. King’e (2006) gore bu
hedeflerin gergeklestirilmesinde degisim ihtiyacindan kaynaklanan bazi sorunlar ortaya ¢ikmaktadir.
Okul yoneticileri proaktif davranarak, bu sorunlar1 6nceden tahmin edip ve hizli bir sekilde alternatif
¢ozlim yollar1 bulmalar gerekmektedir. Ancak egitim yoneticilerinin ¢ogu geleneksel biirokratik veya
isbirlik¢i yontemler kullanarak uygulama konusunda teorik bir tercihe sahip olduklar1 bilinmektedir.
Davenport ve Anderson (2002), basarili liderler inisiyatif alarak is birligi ve paylagilan liderlik
araciligtyla personelini yetki yoniinde gii¢lendirerek risk almalarini ve problem g¢bézmelerini tesvik
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edebilirler. Ciinkii liderlik, orgiitsel amaglar1 gergeklestirmek i¢in bireysel ve gruplar halinde insanlarla
birlikte ¢aligmay1 igermektedir.

Egitim kurumlari, insan odakli ve hizmet iireten kurumlar olduklari i¢in bu kurumlarin
yonetim kademesinde iyi, uygun, isabetli kararlarin alinabilmesi, okul miidiiriiniin yonetime yonelik
bilgi ve becerileri nispetinde, kisilerle kurdugu iliski ve dngoriileri ile edindigi saglikli, gergek ve iyi
anlayis ile de ilintilidir (Aydm, 2015). Okul O&rgiitlerinin sahip oldugu biirokratik yapi, okul
yoneticilerinin davranislarini olumsuz yonde etkilemektedir. Ciinkil yonetici biirokratik yapiya uygun
bir yonetim tarzini sergilemek zorunlulugunu hisseder. Bu da zamanla okulun basarisi i¢in ciddi bir
engel teskil edebilir. Bu gibi durumlarda okul yoneticisi inisiyatif alarak daha esnek bir ortam
olusturmaya c¢alismalidir. Okul yoneticisi biirokratik kurallarla ugrasmaktan ¢ok &gretmenlerin
kisiligine &nem verirse, Onemli bir Orgiitsel Ogrenme engelini ortadan kaldirabilir. Orgiitsel
O6grenmenin olabilmesi i¢in, degisimin olmas1 gerekir. (Celik, 2013). Genellikle degisimler, herkesin
goriisiinii ve fikrini rahathikla aciklayabildigi demokratik ve katilime1 ortamlarda yasanir. Egitim
siirekli gelisen, degisen ve duragan olmayan bir faaliyet oldugundan bu gibi ortamlara her zaman
ihtiya¢ duyulmaktadir. Bu da ancak iyi yetismis, takim ruhuna sahip, gerektiginde kisisel inisiyatif
alabilen okul yoneticileri tarafindan saglanabilir (Kilig, 2019). Giinliik faaliyetlerini gerceklestirmede,
okul liderleri 6gretmenleri de degisim cabalarina dahil ederek aragsal hedeflerinde ilerlerler. Giiglii
liderlik, herhangi bir degisim girisimi basarisi i¢in gereklidir (Bryk, 2010). Buna ek olarak, liderin
degisim girisimi i¢in saglam ve degismeyen bir vizyona ve ayni zamanda siirecin tamamlanmasina
kadar gecgen siire zarfinda kararliliga da sahip olmasi beklenir (Collins, 2001). Vizyonla birlikte lider,
basarili degisime Onciililk etmek icin gerekli bilgi ve becerilere sahip olmalidir. Bilgi, inisiyatif
kullanan liderin, degisiklik siirecinin saglam bir sekilde kavranmasi ve uygulanmasinin gergeklestigi
kiiltiirii ifade eder. Beceri ise liderin yetkinligini ortaya g¢ikarir (Ericson III, 2015). Bagka bir deyisle,
talep edilen degisimin olabilmesi i¢in okul yoneticilerinin kisisel inisiyatif almalar1 gerekir. Elde
edilen bulgular 15181nda asagidaki onerilere yer verilebilir:

e  Okul yoneticilerinin yiliksek diizeyde kisisel inisiyatif alamadiklar1 anlasilmistir. Okul
yoneticilerinin bu sekilde bir yonetim ortaya koymalarinda merkezi sistemin ve
biirokratik yonetim anlayiginin katkisinin biiyiik oldugunu sdylemek miimkiindiir. Okul
yoneticilerinin daha ¢ok tist yonetimlerin talimat ve direktifleri dogrultusunda karar
aldiklar1 bir gergektir. Okul igerisinde vuku bulan bazi kii¢iik problemlerin ¢6ziimiinde
okul yoneticilerinin kisisel inisiyatif almalar1 hem zaman agisindan hem de iggdrenler
acisindan daha avantajli olabilecegi gibi iist yonetiminin de igini kolaylastirabilecegi
disiiniilebilir.

e Kigsisel inisiyatif almak degisim yonelimli bir eylemdir. Okul 6rgiitleri de siirekli degisim
ve gelisim gosteren kurumlar olduklari i¢in bu kurumlarin baginda bulunan yoneticilerin
inisiyatif almalar1 degisim ve gelisimi daha da hizlandirabilir.

e  Arastirma bulgularina gore kisisel inisiyatif almaya en fazla katkiy1 sunan stil demokratik
liderlik stilidir. Bu baglamda okul yoneticilerine daha fazla 6zgiirliik alani taninmali ve
okul ile ilgili alinacak kararlarin bir kismi kendilerine birakilmalidir. Boylece okul
yoneticileri demokratik liderlik stilini daha fazla tercih ederek kisisel inisiyatif alma
diizeylerini yiikseltebilirler ve okulda ¢éziimlenmesi gereken problemlerle ilgili karar
verme ve ¢6ziim odakli yetkinligi ve beceriyi daha hizli bir sekilde kazanabilirler.

e Arastirma sonucunda lise yOneticilerinin daha az inisiyatif aldiklar1 goériilmiistiir. Bu
kapsamda lise yoneticilerinin daha fazla inisiyatif almalari igin kendilerine verilen yetki
taniminin yeniden gozden gegirilmelidir. Okul yoneticilerinin kisisel inisiyatif almalari
iist yonetimler tarafindan desteklenmeli ve tesvik edilmelidir.

e  Ogretmenlerin algilar1 1518inda elde edilen bulgulara gére okul yoneticileri en fazla
otokratik liderlik stilini sergiledikleri belirlenmistir. Giliniimiiziin y&netim anlayist
perspektifinden bakildiginda otoriter ve baskici yonetim tarzlariin egitim orgiitleri i¢in
pek de uygun olmadigi diisiiniilmektedir. Ciinkii egitim faaliyetleri katilimec1 ve Kolektif
eylemlerdir ve dolayisiyla bu eylemler uzlasmaci odakli bir atmosferde birlikte ¢aligmay1
gerektirir. Okul yoneticileri bu hususlart goz 6niinde bulundurmalilar.
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e  Proaktif olmak; eylem ve performans odakli ve ayn1 zamanda aktif olmaktir. Proaktif
davraniglar sergileyen bir okul yoneticisi kendi performansini artirmasinin yaninda
isgorenlerin performanslarinin artiritlmasinda da olumlu katki saglayabilir.
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Introduction

From the existence of the world and humanity to the present day, education has been the
greatest power that has moved societies forward. Developed and developing countries have to make
arrangements and development studies in their education systems in order to minimize the negativities
that may be experienced in education. Systems that fail to make progress may encounter undesirable
results such as falling behind. In today's world, where the importance of technological developments
and scientific data is increasing, the concept of knowledge has changed and as a result of this change,
human skills in the 21st century have had to keep up with all these changes. In addition, raising
individuals with the skills required by the age is one of the most important goals for education (Okatan
and Tomul, 2021).

In particular, the century we live in shows that learning is a continuous process, not an action
that has taken place in a limited time frame. In order for this process to continue actively, students are
expected to reach the stages of creativity and innovative thinking, being open to them, critical
thinking, problem solving and decision making, using learning strategies/learning to learn, and
metacognitive skills and self-evaluation by using ways of thinking. For problem solving, looking at
events from different perspectives, creating new meanings and interpreting them will enable
individuals and the development of the product that is criticized and waiting for a solution (MEB,
[Ministry of National Education] 2011).

The most important feature that distinguishes humans from other living things is, of course,
the ability to think. Mathematics, which we use consciously or unconsciously in our daily life, has a
very special importance in terms of enabling people to train their minds and improve their thinking
abilities. Because of this feature, mathematics can be described as a tool that makes people think more
(Cetin, 2018). The most important step in developing mathematical thinking will show itself by giving
the necessary importance to mathematics education. For this purpose, it will make mathematics more
meaningful, it will make learning mathematics enjoyable, it will create a positive attitude towards
mathematics in students, reduce their anxiety level, will prompt students to reason, to question why,
how, why, will make mathematics teaching enjoyable, will bring creative thinking skills and daily life.
There is a great need for a mathematics education that will enable us to connect with life (Dinger,
2008).

Mathematical thinking skills can be a common thought system for people to know themselves
and the universe. In the daily flow of life, the need to understand mathematics and use it when
necessary becomes more evident day by day. In our changing world, those who understand and do
mathematics have more options to shape the future (MEB, 2009).

Due to the abstract concepts existing in the mathematics lesson, the prejudices of individuals
based on the past cause them to think that mathematics is complex and difficult. The main reason why
this prejudice is formed and seen as complex is the methods and techniques used in mathematics
teaching. If mathematics is done in the form of abstract and memorizing formulas, it can be difficult to
understand. Another situation that complicates the teaching of mathematics is the teaching of
mathematics for the exam. The memorized information given in the mathematics course for the exam
prevents students from understanding the structure of mathematics (Uyaniker, 2021).

Enriching the studies in this direction will form the basis of problem solving in daily life,
starting from the situations that create problems for the students in the social environment they live in.
Since the mathematical information is understandable, clear and concrete with the mathematics course
prepared by taking the source from the environment they live in and the problems they encounter, it
will facilitate their learning and provide meaningful learning (Berkant & Yaren, 2020).

Realistic Mathematics Education (RME) is a mathematics teaching approach introduced by
Dutch mathematician and educator Hans Freudenthal, with the aim of reorganizing mathematics
teaching and teaching. He made two points about Freudenthal's mathematics education. According to
him, mathematics is a human activity and it has to be connected with reality (Demirdégen, 2007).
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When mathematics teaching is in the form of doing mathematics, a meaningful and permanent
learning is provided (Arseven, 2010). This approach, which emerged in the 1960s and 1970s, has
guided many theories in a period of 50 years (Yonucuoglu, 2018).

The RME approach that started in the Netherlands has set an example for many countries.
Examples of these countries are the United States, South Africa, Portugal, England, Japan, Germany,
Denmark, Malaysia, Brazil, and Spain. When we look at the countries that implement the RME
approach, it is seen that the studies show a pleasing result in terms of the development of the
mathematics teaching process. With the results of the Third International Mathematics and Science
Study (TIMSS) in the Netherlands, which led to the emergence of this approach, it was concluded that
the increase in student achievement was significant (ince, 2019).

In the United States, a preliminary study was conducted after using textbooks based on the
RME approach. When students' achievements are examined as a result of the exam, it has been
observed that mathematics achievement has increased remarkably (Uyaniker, 2021). In the RME
approach, the starting point in the curriculum is to present real situations or situations that can be
understood as real for the student to experience, allowing them to engage in a meaningful
mathematical study (Cetin, 2018). Any situation that students can visualize in their minds can be the
subject of RME.

Freudental is of the opinion that the mathematics lesson will begin with the student's
understanding of the lesson. In this direction, while the teacher is guiding, the students work on their
own and enter the process of creating knowledge again by gaining experience on the subject they are
studying. This is due to the fact that mathematics is a dynamic structure (Sezer, 2019). The process of
making sense is called mathematization. Mathematization occurs when students visualize the
mathematics they have experienced in their minds, or they add new mathematical information to their
past knowledge (Cezlan, 2019). The upper level of this mathematization is achieved by establishing
connections between information and reaching the higher level (Karadol, 2019). Working with events
from which concepts arise is the basis of concept formation. Extracting a concept from a concrete case
studied is called "conceptual mathematization™ (De Lange, 1987). In this process, when the student
discovers the situation, finds suitable mathematical concepts, and then shows them in an order and
reaches a mathematical concept, they will be able to develop a model and reinforce the knowledge
they have obtained. This process is called applied mathematization (Zulkadri, 2006).

There are some issues that teachers should pay attention to teaching RME. First of all, teachers
should share the mathematical concepts they think about the problem situation with their students. It
should enable students to create questions in which they can do vertical mathematization. Students
should be informed that there may be more than one strategy in front of them during the problem
solving phase. It will be helpful to ask questions that lead them to think differently so that they can use
the strategies they find. Thus, students will be able to understand the problem from different angles.

Horizontal and vertical mathematization should be accompanied by questions with different
solutions. Guidance is very important for students to develop new strategies. While sharing the
strategies they have developed with their friends in the classroom, the teacher should pay attention to
the key concepts. Care should be taken to keep them around the main topic during sharing. Otherwise,
there may be straying from the subject. It must be determined whether the concepts they have
developed are correct or not, and in case of reaching a wrong concept, the teacher should inform the
students about the situation. In the RME approach, it is very important for the teacher to be a leader in
the classroom (Norbury, 2004). As a result of all these situations, a high level of education of teachers
towards RME is required.

In the light of what has been told, when individuals encounter problems prepared based on
their own lives, they will realize that mathematics has a great place in their daily lives. Realistic
Mathematics Education is a theory that helps students solve problems based on their own life.
Explaining mathematics with examples from her own life will both attract the attention of the student
and enable her to develop a positive attitude towards mathematics (Korkmaz & Tutak, 2017).
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In this study, academic studies on Realistic Mathematics Education (RME) in mathematics
teaching were examined. Accordingly, numerical data on studies related to RME have been obtained
and it has been determined what kind of studies are related to RME in our country. Changes in science
and technology cause the needs of societies to differ, and accordingly, changes in the education
programs implemented by countries. It is thought that students will develop a positive attitude towards
the mathematics lesson and increase their success level thanks to the educational activities they
participate in in their daily lives (Dereli, 2008).

In this context, it is thought that it is important to examine and implement the RME approach,
which has attracted attention and is being used in many countries. As a result of the examinations, it is
seen that researches on the RME approach have been carried out in our country. Quantitative data on
thesis studies were obtained. Thus, it will be determined how much attention is given to the literature
on the RME approach and it will be important in terms of guiding those who apply this approach.

The aim of the research is to determine the trend in the postgraduate theses related to
mathematics teaching carried out about the Realistic Mathematics Education (RME) approach. For
this purpose, answers to the following sub-problems will be sought. What are the frequency and
percentage distributions of the keywords in the theses about the Realistic Mathematics Education
approach?

1.  What are the frequency and percentage distributions of the keywords in the theses about
the Realistic Mathematics Education approach?

2. Which universities do research on the theses about the Realistic Mathematics Education
approach?

3. In which years have been intensively studied in the theses about the Realistic
Mathematics Education approach?

4. What are the frequency and percentage distribution of the research topics in the theses
about the Realistic Mathematics Education approach?

5. Which research designs were preferred in which theses about the Realistic Mathematics
Education approach?

6. To what extent was the sample/study group preferred in the theses about the Realistic
Mathematics Education approach?

7. What is the frequency distribution of the most preferred data collection tools in the theses
about Realistic Mathematics Education?

8.  What is the distribution of data analysis methods used in studies conducted in the
theses about Realistic Mathematics Education?

Method
Design of the Research

In this study, the document analysis method, which is included in qualitative research and in
which all kinds of materials are examined together with their written sources, was used. The main
purpose of document review is based on the detailed analysis of many sources related to the events
and phenomena to be investigated (Yildirim & Simsek, 2011).

In this context, descriptive content analysis, which is one of the ways of examining the study
document, and which includes the determination of the trends of the studies on a certain subject and
the evaluation of the research results in a descriptive dimension, was used (Calik & Sozbilir, 2014).

Yildirim (1999) explained document analysis as a data collection method that can be used
alone or helps to gather information with research methods such as observation and opinion. The data
obtained in this framework of the research were formed from theses and articles reached through key
concepts.

Study group

The theses that form the basis of the review were obtained from the YOK National Thesis
Center. All the accessed theses were examined one by one, and only the studies that included the
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Realistic Mathematics Education (RME) approach were evaluated within the scope of the research.
Since the studies on the RME approach in our country mainly started in 2007-2008, the research
started with the studies prepared in these years, and some of the studies until 2021 were included. In
the survey, 16 different keywords (mathematics teaching, attitude towards mathematics, constructivist
approach, educational games, high-level thinking, problem solving skills, academic achievement,
mathematics achievement, attitude, meaningful learning, daily life problems, mathematics education,
measurement, motivation, area, volume) were used and a total of 26 theses, 17 of which were master's
and 9 doctorate, were included in the research.

Data Collection Tool

In this study, the thesis classification form, which was created by Bozdogan (2016) by taking
the opinions of experts in the field, was used as a data collection tool. Thesis classification form,
which was finalized by taking expert opinions is composed of six parts as the thesis ID, subject,
method, data collection tools, sample and data analysis methods.

Data Analysis

The contents of the theses obtained were carefully examined and the theses directly related to
the RME approach were included in the content analysis. Inconsistencies and possible
incompatibilities related to the theses classified in terms of the reliability of the analyzes made during
the study were eliminated and a common path was followed. Afterwards, content analysis was carried
out in line with the determined framework of the theses. For this purpose, the data of the theses
reached were recorded one by one in the thesis classification form. After this process, theses can be
analyzed through descriptive statistics. The thesis 1D, the topics covered, research designs, samples,
data collection tools and data analysis types were analyzed and the findings were visualized with
percentage and frequency tables.

Findings

The data regarding the ID of the theses, their research topics, the research methods they used,
the samples they created, the data collection tools and the data analysis methods were analyzed and
presented in the tables below.

Findings Regarding the First Sub-Aim

The research was conducted by examining a total of 17 master's theses and 9 doctoral
dissertations, and the findings related to the first sub-goal are shown in Table 1.

Table 1. Keywords used in the search and frequency and percentage distributions of the postgraduate theses
obtained

Keywords f %
1. Teaching Mathematics 7 16,2
2. Attitude Towards Mathematics 3 6,9
3. Constructivist Approach 3 6,9
4. Educational Game 1 2,3
5. Higher Thinking 2 4,6
6. Problem Solving Skill 3 6,9
7. Academic Success 4 9,3
8. Mathematics Achievement 1 2,3
9. Attitude 6 13,9
10. Meaningful Learning 1 3.8
11. Daily Life Problems 1 3.8
12. Mathematics Education 3 6,9
13. Assessment 3 6,9
14. Motivation 1 2,3
15. Area 3 6,9
16. Volume 1 2,3
Total 43 100

When Table 1 is examined, it is seen that 16 different keywords are used to reach the theses.
Postgraduate theses were reached with 16 of these keywords. It is seen that in all of the 26 theses
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reached in this study on realistic mathematics education, the keyword "mathematics teaching" was
reached the most. This is followed by the words “attitude” with 6 items, “academic success” with 4
items, “attitude towards mathematics” with 3 items, “constructivist approach”, “problem solving
skills”, “mathematics education”, “assessment” and “area”.

Findings Regarding the Second Sub-Aim
The universities where theses about the RME approach were conducted are shown in Table 2.

Table 2. Frequency and percentage distributions of the universities to which the institutes where the theses are
conducted are affiliated

Universities f %
1. Necmettin Erbakan University 1 3.8
2. Ahi Evran University 1 3.8
3. Erciyes University 1 3,8
4. Dokuz Eyliil University 1 3.8
5. Bayburt University 1 3,8
6.Atatlirk University 4 15,4
7. Kilis 7 Aralik University 1 3,8
8. Alanya Alaaddin Keykubat University 1 3,8
9. Abant Izzet Baysal University 1 3,8
10. Uludag University 1 3,8
11.Hacettepe University 2 7,6
12. Amasya University 1 3.8
13.Cukurova University 1 3,8
14.Adiyaman University 1 3.8
15.Gazi University 2 7,6
16. Eskisehir Osmangazi University 1 3.8
17.Marmara University 2 7,6
18.Gaziantep University 1 3,8
19.In6nii University 2 7,6
Total 26 100

When Table 2 is examined, it has been determined that postgraduate thesis related to realistic
mathematics education has been made in 19 different university institutes. It is seen that the theses
were conducted in the institutes of Atatiirk University with 4 theses at most. This is followed by
Hacettepe University, Marmara University, Adiyaman University, and Gazi University with 2 theses
each.

Findings Regarding the Third Sub-Aim

The findings regarding the publication year of the theses on the RME approach are shown in
Table 3.

Table 3. Frequency and percentage distributions of theses regarding the publication year

Publication year f %
2021 4 15,4
2020 1 3,8
2019 8 30,7
2018 1 3,8
2017 1 3,8
2016 1 3,8
2015 0 0
2014 1 3,8
2013 2 7,7
2012 3 11,5
2011 0 0
2010 2 7,7
2009 0 0
2008 2 7,7
Total 26 100
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When Table 3 is examined, theses were selected among the theses between 2008 and 2021.
The largest number of studies on realistic mathematics education were made in 2019, 8, and it was
determined that 4 in 2021, 3 in 2012, and 2 in 2013 on the subject.

Findings Regarding the Fourth Sub-Aim

The frequency and percentage distributions of the research topics of the theses related to the
RME approach are shown in Table 4.

Table 4. Frequency and percentage distributions of theses related to research topics

Study subjects f %

Preparing and evaluating course activities with the RME approach 2 7,7
The effect of the RME approach on student achievement 6 23,1
The effect of the RME approach on learning retention 4 154
The effect of the RME approach on the attitude towards mathematics 5 19,2
The effect of the RME approach on academic achievement 5 19,2
Student views on RME approach and constructivist approach 4 15,4
Total 26 100

When Table 4 is examined, it is seen that 6 of the theses examined the effect of the RME
approach on student achievement. This is followed by the effects of the RME approach on academic
achievement, the effect on the attitude towards mathematics, the effect on learning permanence,
respectively.

Findings Regarding the Fifth Sub-Aim

The frequency and percentage distribution of the research designs/methods used in theses
related to the RME approach is shown in Table 5.

Table 5. Frequency and percentage distributions of research designs/methods used in theses

Research design/method f %
1. Quantitative * 12 46,2
2. Qualitative 2 5 19,2
3. Mixed * 9 34,6
Total 26 100

! Full experimental patterns (1), Quasi-experimental designs (11),
2 Action (2), Case (1), Meta analysis (1), case study (1)
*Expl.(2), Various (7)

When Table 5 is examined, it has been determined that 12 of the theses benefitted quantitative
research methods, 5 of them qualitative research methods and 9 of them mixed research methods.
When the quantitative research methods used in the theses are examined, the quasi-experimental
designs (11) take the first place among the experimental designs. When it comes to the qualitative
research methods used in the theses obtained, action research, which are among the interactive designs
(2) has been the first, and case study (1), meta-analysis (1) have followed action research.

Findings Regarding the Sixth Sub-Aim

The frequency and percentage distributions of the sample/study group of the theses related to
the RME approach are shown in Table 6.
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Table 6. Frequency and percentage distributions for the sample/study group of theses

Sample/Study group f %
1. Pre-school - -
2. Primary school 3 11,5
3. Middle School 19 73,1
4. High school 2 7,7
5. University (Undergraduate) 1 3,8
6. University (Graduate) - -
7. Teacher 1 3,8
8. Director - -
9. Parent - -
Total 26 100

When Table 6 is examined, it is seen that the studies are mostly carried out with students who
are studying primary education. In this context, it is seen that studies were conducted with elementary
school students in 19 theses, primary school students in 3 theses, primary education students in a total
of 22 theses, and high school students in 2 theses. In 1 thesis, the working group teachers are primarily
undergraduate students in a thesis.

Findings Regarding the Seventh Sub-Goal

The findings regarding the data collection tools used in the theses related to the RME approach
are shown in Table 7.

Table 7. Frequency and percentage distributions of data collection tools used in theses

Data Collection Tools f %
1. Surveys ! 8 10,81
2. Achievement/Knowledge tests 22 29,72
3. Scales 17 22,97
4. Interview * 11 14,86
5. Observation ° 5 6,78
6. Document ® 11 14,86
Total 74 100

1 Open ended (1), likert (7)

2Open ended (1), Multiple choice (21)

® Attitudes (12), self-efficacy (3), motivation (1), other (1)
*Structured (4), semi-structured (7)

® Participant observation (2), Non-participant (3)

® Written documents (3), diaries (5) recordings (2), short films (1)

When Table 7 is examined, a total of 17 scales measuring behaviors such as attitude (12), self-
efficacy (3), motivation (1), other (1) etc., 8 open-ended (1), Likert-type (7) questionnaires, and
multiple choice (21) and a total of 22 knowledge/achievement tests consisting of open-ended (1)
questions were used. In addition to this, a total of 11 interview forms (4) and semi-structured (7), a
total of 5 observation forms and written sources (3), diaries (5), recordings (2), short films (1), a total
of 11 document data in theses used as a collection tool.
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Findings Regarding the Eighth Sub-Aim
Frequency distribution of data analysis methods used in theses related to RME approach.

Table 8. Frequency and percentage distributions of data analysis methods used in theses

Data analysis f %

1. Quantitative

Descriptive * 18 27,69

Parametric? 27 41,53

Nonparametric > 6 9,23
2. Qualitative

Content 11 16,92

Descriptive 3 4,62
Total 65 100

! Frequency/Percent (5), Arithmetic Mean/Standard deviation (7), Graph (1), Other (5)
% t-test (17), Correlation (3), Anova/Ancova (7), ,
¥ Man-whitney-U (3), K. Wallis (2), Wilcoxon (1)

When Table 8 is examined, a total of 27 parametric analysis methods, including t-test (17),
correlation (3), anova/ancova (7), among the quantitative analysis methods, frequency/percentage (5),
arithmetic mean/standard deviation (7), and graphs are among the guantitative analysis methods. A
total of 18 descriptive analysis methods, including (1) and other (5), were used. A total of 6 non-
parametric analysis methods, including Mann-whitney-U (3), K. Wallis (2), and Wilcoxon (1), were
used. In addition, a total of 11 content analysis methods and 5 document analysis methods were used
in the theses.

Discussion, Conclusion and Recommendations

It is an indispensable need to examine the educational researches conducted both in the world
and in Turkiye within certain time intervals and reveal their trends. In order to reveal the effect of
Realistic Mathematics Education on students in our country, appropriate studies from the national
database (Council of Higher Education) were examined. In the research study carried out for this
purpose, 26 theses, 9 doctoral and 17 master's theses, were examined on realistic mathematics
education in Turkey between the years 2008-2021. Over the years, 9 theses have been identified in the
field of RME between 2008-2013. Over the years, 9 theses have been identified in the field of RME
between 2008-2013. Over the years, 9 theses have been identified in the field of RME between 2008-
2013.

When the topics of the theses were examined, the effect of the RME approach on student
achievement was 23.1%, the effect of the RME approach on the attitude towards mathematics 19.2%,
and the effect of the RME approach on the learning retention at a rate of 15.4% were examined. The
studies examined showed that RME supports meaningful learning, understanding basic concepts more
easily, and mental development. When the studies on the subject were examined, it was found that the
students showed improvement in the cognitive field (Demirdégen & Uzel, 2007; Arseven 2010). In
these studies, it has been revealed that students work actively and increase their success and gain new
and permanent knowledge if they make mistakes.

When the research methods of the theses are examined, experimental designs and quasi-
experimental designs are frequently preferred among the quantitative research methods. Among the
qualitative research designs, action research and case studies were preferred. Nine of the theses were
prepared with the help of the mixed research method, which follows both quantitative and qualitative
research designs in a certain order. When the theses are examined, it is seen that 84.6% of the students
are studying primary education, 11.5% of them are primary school and 73.1% are secondary school. It
has been determined that more than one assessment tool is frequently used in the theses. At the
forefront of the quantitative measurement tools used in this context is achievement/knowledge tests
with a rate of 84.6%. 65.4% rate of attitude, interest, self-efficacy, anxiety etc. It is seen that there are
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likert type scales that measure situations such as. Again, the leading qualitative data collection tools
are interview forms with 42.3% and observation forms with 19.2%. At the beginning of the data
analysis methods of the theses, descriptive analysis methods such as frequency / percentage, arithmetic
mean / standard deviation and graphs come at the rate of 18%. This is followed by data analysis
methods based on parametric techniques such as ANOVA/ANCOVA 27% and t-test (65.3%),
respectively. In addition, content analysis method, which is one of the qualitative analysis methods,
was used at a rate of 54% and document analysis method was used at a rate of 42.3% in the theses.
When these data were examined, it was concluded that teaching studies with RME increased student
success.Thanks to this approach, students observed and expressed themselves better, exhibited a
collaborative work, and communication was at a high level (Arseven 2010). Considering the
contribution of RME to the learning process, it is seen that they develop a positive attitude towards
mathematics, increase student success, and make connections with previous learning to better
understand the subject and provide meaningful learning.

As a result, thanks to this study, current trends in the theses on the application of the RME
approach have been revealed. In this way, it was determined which subjects the researchers focused
on, which method they used, which data collection tools they preferred, and which samples they
worked on. With the findings, different perspectives will be given to the researchers who will work in
this field and will guide their work.

In the light of the results obtained from the researches on Realistic Mathematics Education
(RME), the recommendations of this research are listed as follows: Since the mathematics course is a
cumulative course, students' receiving education with the RME approach in the basic education
process, especially in the concrete operational period, can eliminate the wrong attitudes towards
mathematics.

e Inthe 21st century, it is necessary to take action with the idea of raising individuals who

have the ability to learn, who can master the developing and changing technology, and
who can activate their creative intelligence.

e When the researches are examined, current approaches in mathematics education and
teaching can be followed.

e  Environments where students communicate with each other can be created. In this way, it
can be ensured that the same student group has developed different interpretations,
methods and thoughts and realizes their abilities.

e Mathematics education associated with real life can increase students' interest in
mathematics. It can be ensured that they change their point of view towards the
mathematics lesson, which is related to real life, and reach the solution of a problem
situation they encounter.

e In-service trainings can be organized for teachers to actively use the RME approach in
mathematics lessons.

e Trainings involving the RME approach can be organized for pre-service teachers who
have not started to work.

e Experimental studies can be carried out by arranging educational environments in
accordance with the RME approach.

e  After improving the physical conditions of the schools in order for teachers to adopt
RME, it can be ensured that students transfer their daily life activities to mathematics
with mathematization activities.

o  With the RME approach, students' success can be increased and a positive perspective on
mathematics can be developed.
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Giris

Diinyanin ve insanligin var olusundan giiniimiize gelene kadar toplumlar ileriye tagiyan en
bliyiik gilic egitim olmustur. Gelismis ve gelismekte olan ilkeler, egitimde yasanabilecek
olumsuzluklar1t minimize etmek i¢in egitim sistemlerinde diizenleme ve gelistirme ¢alismalar1 yapmak
zorundadir. Ilerleme kaydedemeyen sistemler ise geri de kalmak gibi istenmeyen sonuglar ile
karsilasabilmektedir. Teknolojik gelismeler ve bilimsel verilerin 6neminin gittikge arttigi giinimiizde
bilgi kavrami degismis ve bu degisiklik neticesinde 21. yy’de insan becerileri tiim bu degisime ayak
uydurmak durumunda kalmigtir. Bununla birlikte bireylerin ¢agin gerektirdigi beceriler ile
yetistirilmesi egitim i¢in en 6nemli hedeflerden biridir (Okatan ve Tomul, 2021).

Ozellikle, iginde bulundugumuz yiizy1l 6grenmenin sinirli bir zaman dilimde olup bitmis bir
eylem degil siirekli devam eden bir siire¢ oldugu gostermektedir. Bu siirecin aktif bir sekilde devam
edebilmesi i¢in 6grencilerden diisiinme yollarin1 kullanarak, yaraticilik ve yenilik¢i diisiinme, bunlara
actk olma, elestirel diiginme, problem ¢ozme ve karar verme, Ogrenme stratejilerini
kullanma/6grenmeyi Ogrenme ve iist biligsel beceriler ile kendini degerlendirme asamalarina
ulagsmalar1 beklenmektedir. Problem ¢dzme icin oOlaylara farkli agilardan bakmak, yeni anlamlar
olusturmak ve yorumlayabilmek bireylere ve elestirilen, ¢oziim bekleyen firiiniin gelistirilmesine
olanak saglayacaktir (MEB, 2011).

Insam diger canlilardan ayiran en onemli 6zelligi elbette ki diisiinme becerisidir. Giinliik
yasamda farkinda olarak veya olmayarak kullandigimiz matematik, insanlarin zihinlerini ¢alistirmalari
diisiinme yeteneklerini gelistirebilmeleri agisindan ¢ok 06zel bir oneme sahiptir. Matematik, bu
ozelliginden Otiirii insanlar1 daha fazla diisiindiiren bir arag olarak nitelendirilebilir (Cetin, 2018).
Matematiksel diigiinmeyi gelistirmenin en 6dnemli adimi, matematik egitimine gerekli dnem verilerek
kendini gosterecektir. Bu amacla matematigi daha anlaml kilacak, matematik 6grenmeyi zevkli hale
getirecek, 6grencilerde matematige karst olumlu tutum yaratip, kaygi diizeyini azaltacak, dgrenciyi
akil yiirlitmeye, neden, nasil, ni¢in diye sorgulamaya sevk edecek, matematik 6gretimi zevkli hale
getirecek, yaratict diisiinme becerilerini kazandiracak ve giinliik hayatla baglant1 kurmay1 saglayacak
bir matematik egitimine biiyiik bir ihtiya¢ duyulmaktadir (Dinger, 2008).

Matematiksel diisiinme becerisi, insanin kendini ve evreni tanimasi i¢in ortak bir diislince
sistemi olabilir. Yasamin giinliik akisinda, matematigi anlayabilme ve gerekli durumlarda kullanma
ihtiyac1 giin gegtikge kendini daha da belli etmektedir. Degisen diinyamizda, matematigi anlayan ve
matematik yapanlar, gelecegi sekillendirmede daha fazla segenege sahip olmaktadir (MEB,2009).

Matematik dersinde var olan soyut kavramlar nedeniyle bireylerin ge¢mise dayanan
Onyargilart matematigin karmasik ve zor oldugunu diisiinmelerine sebep olur. Bu dnyarginin olusmasi
ve karmagik olarak goriilmesinin asil sebebi matematik 6gretiminde kullanilan yontem ve tekniklerdir.
Matematik soyut ve formiil ezberleme seklinde yapilirsa anlamak zorlasabilir. Matematik 6gretimini
zorlagtiran bir diger durum ise sinava yonelik matematik egitiminin verilmesidir. Sinava yonelik
yapilan matematik dersinde verilen ezber bilgiler 6grencilerin matematigin yapisini anlamalarimni
engellemektedir (Uyaniker, 2021).

Ogrencilerin, icinde yasadiklari sosyal cevrelerinde karsilastiklar1 onlar i¢in problem yaratan
durumlardan ise baslayarak calismalarin bu dogrultuda zenginlestirilmesi giinliilk hayatta problem
¢Ozmenin temelini olusturacaktir. Yasadiklari ¢evreden ve karsilastiklar1 problemlerden kaynak alarak
hazirlanan matematik dersi ile matematiksel bilgiler anlasilir, agik ve somut bir hal aldigi igin,
6grenmelerini kolaylasacak ve anlamli 6grenme saglayacaktir (Berkant ve Yaren, 2020).

Gergekei Matematik Egitimi (GME), matematik Ogretimi ve Ogretiminde yeniden bir
diizenleme yapilmasi gerekliligi maksadiyla Hollandali matematik¢i ve ayn1 zamanda egitimci olan
Hans Freudenthal tarafindan matematik 6gretimine kazandirilan bir matematik 6gretimi yaklagimidir.
Freudenthal’in matematik egitimi ile ilgili iki noktaya deginmistir. Ona gdore matematik bir insan
aktivitesidir ve gergekle baglantili olmak mecburiyetindedir (Demirdégen, 2007).

Matematik 6gretimi, matematik yapma seklinde oldugu zaman anlamli ve kalic1 bir 6grenme
saglanmig olur (Arseven, 2010). 1960 ve 1970’li yillarda kendini gosteren bu yaklasim 50 yillik bir
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zaman zarfini igine alan bir siire¢ i¢erisinde pek ¢ok kurama yol gostericiligi yapmistir (Yonucuoglu,
2018).

Hollanda da baglayan GME yaklasimi pek ¢ok iilkeye ornek olmustur. Amerika Birlegik
Devletleri, Giiney Afrika, Portekiz, ingiltere, Japonya, Almanya, Danimarka, Malezya, Brezilya ve
Ispanya bu iilkelere drnektir. GME yaklasimimni uygulayan iilkelere bakildiginda yapilan ¢alismalarin
matematik 6gretim siirecinin gelisimi agisinda sevindirici bir sonug ortaya koydugu goriilmektedir. Bu
yaklasimin ortaya cikmasina vesile olan Hollanda’da Uciincii Uluslararas1 Matematik ve Bilim
Caligmasi sonuglar1 (TIMSS) ile 6grenci basarisindaki artigin ciddi bir miktarda oldugu sonucuna
varilmistir (Ince, 2019).

Amerika Birlesik Devletleri’'nde, GME yaklasimmna dayanarak hazirlanan ders kitaplari
kullanildiktan sonra bir 6n aragtirma yapilmistir. Sinav sonucunda Ogrenci bagarilarina bakildigi
zaman matematik basarinin dikkat cekici bir sekilde arttigi gozlenmistir (Uyaniker,2021). GME
yaklasiminda 6gretim programinda baslangic noktasi, 6grenciye deneyimlemesi i¢in gercek durumlar
veya gercekmis gibi anlagilabilen durumlar sunularak anlamli bir matematiksel caligma igerisine
girmesi saglanmaktadir (Cetin, 2018). Ogrencilerin zihinlerinde canlandirabilecekleri her durum
GME’nin konusu olabilir.

Freudental, matematik dersinin Ogrencinin dersi anlamlandirmasi ile bagslayacagi
goriigiindedir. Bu dogrultuda &gretmen rehberlik yaparken 6grenciler kendi kendilerine ¢alisir ve
calistiklar1 konu ile ilgili deneyimler kazanarak yeniden bir bilgi olusturma siirecine girerler. Bu da
matematigin dinamik bir yap1 olmasindan kaynaklanmaktadir (Sezer, 2019). Anlamlandirma siirecine
matematiklestirme denilmektedir. Matematiklestirme Ogrencilerin deneyimledikleri matematigi
zihinlerinde canlandirmalar1 olabilecegi gibi gegmis bilgilerine yeni matematiksel bilgiler eklemeleri
ile meydana gelir (Cezlan, 2019). Bu matematiklestirmenin iist seviyesi bilgiler arasi baglantilar
kurarak tist seviyeye ulasilmasi ile yapilmaktadir (Karadol, 2019). Kavramlarin ortaya ¢iktig1 olaylarla
caligmak, kavram olusmasmin temelidir. Bir kavrami, incelenen somut bir olaydan c¢ikarmak
“kavramsal matematiklestirme” olarak adlandirilmaktadir (De Lange,1987). Bu siireg iginde 6grenci
durumu kesfedip, uygun matematiksel kavramlar bulup ardindan bir diizen igerisinde gosterip
matematiksel bir kavrama ulagtiginda, bir model gelistirmis olup elde ettigi bilgiyi pekistirebilecektir.
Bu siirece de uygulamali matematiklestirme denilmektedir (Zulkadri, 2006).

GME’de odgretmenlerin dikkat etmesi gereken birtakim hususlar bulunmaktadir. Oncelikle
Ogretmenler problem durumu ile ilgili diislindiikleri matematiksel kavramlar1 Ogrencileri ile
paylasmalidir. Ogrencilerin dikey matematiklestirme yapabilecekleri sorular olusturmalarini
saglamalidir. Problem ¢6zme asamasinda karsilarinda birden fazla strateji ¢ikabilecegi konusunda
ogrenciler bilgilendirilmelidir. Bulduklar1 stratejileri kullanabilmeleri i¢in farkli diisiinmeye
yonlendiren sorular sormak ise yarayacaktir. Boylece 6grencilerin farkli agilardan problemi anlamalari
saglanmis olacaktir.

Yatay ve dikey matematiklestirmenin beraberinde farkli ¢oziimler iceren sorular olmalidir.
Ogrencilerin yeni stratejiler gelistirebilmeleri i¢in onlara rehberlik yapilmasi ¢ok &nemlidir.
Gelistirmis olduklar stratejileri simif igerisinde arkadaslar1 ile paylasitken Ogretmen anahtar
kavramlara dikkat etmelidir. Paylasim sirasinda asil konunun cevresinde kalmalart i¢in 6zen
gosterilmelidir. Aksi durumda konudan uzaklagsma yasanabilir. Gelistirdikleri kavramlarin dogru olup
olmadiklari mutlaka belirlenmeli, yanlis bir kavrama ulagsma durumunda 6gretmen durumu 6grencilere
bildirmelidir. GME yaklagimda 6gretmenin sinifta lider konumunda olmasi ¢ok 6nemlidir (Norbury,
2004). Tim bu durumlar neticesinde GME’ye yonelik 6gretmenlerin egitimin {iist diizeyde olasi
gerekmektedir.

Bu anlatilanlar 1s181inda, bireylerin kendi yasantisindan yola ¢ikarak hazirlanmig olan
problemlerle karsilastiginda matematigin giinliik yasantisinda ¢ok biiyiik bir yere sahip oldugunu fark
edecektir. Gergek¢i Matematik Egitimi, 0grencinin problemleri kendi yasantisinda yola ¢ikarak
¢ozmesine yardimci olan bir kuramdir. Kendi yasantisimti konu alan orneklerle matematigin
anlatilmast 6grencinin hem dikkatini ¢ekecektir hem de matematige karsi olumlu bir tutum
gelistirmesini saglayacaktir (Korkmaz ve Tutak, 2017).
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Bu caligsma, matematik 6gretiminde Gergek¢i Matematik Egitimi (GME) ile ilgili akademik
caligmalar incelenmistir. Buna bagli olarak, GME ile ilgili ¢alismalar hakkinda sayisal veriler elde
edilmis olup iilkemizde GME ile ilgili ne tiir calismalar oldugu belirlenmistir. Bilim ve teknolojide
yasanan degisimler, toplumlarin ihtiyaclarinin farklilagmasina bu dogrultuda iilkelerin uygulamakta
olduklari egitim programlarinda degisiklik yasanmasina sebep olmaktadir. Giinliik yasantilarin iginde
katildig1 egitim Ogretim etkinlikleri sayesinde 6grencilerin matematik dersine karsi olumlu bir tutum
gelistirmesi ve basar1 diizeyinde artis saglanmasi diigiiniilmektedir (Dereli, 2008).

Bu baglamda pek ¢ok iilkede ilgi goriip kullanilmakta olan GME yaklasiminin incelenmesi ve
uygulanmasinin énemli oldugu diisiiniilmektedir. Yapilan taramalar sonucu iilkemizde GME yaklasimi
ile ilgili arastirmalarin yapildig1 goriilmektedir. Tez calismalar ile ilgili nicel veriler elde edilmistir.
Boylece GME yaklasimu ile ilgili alan yazin tizerinde ne kadar duruldugu tespit edilmis olacak ve bu
yaklagimi uygulayanlara yol gdstermesi agisindan bir 6neme sahip olacaktir.

Arastirmanin amact Gergek¢i Matematik Egitimi (GME) yaklasimu ile ilgili gerceklestirilen
matematik Ogretimiyle iliskili lisansiistii tezlerdeki egilimi belirlemektir. Bu ama¢ dogrultusunda
asagida belirtilen alt problemlere cevap aranacaktir.

1. Gergek¢i Matematik Egitimi yaklasimu ile ilgili ulasilan tezlerdeki anahtar kelimelerin
frekans ve ylizde dagilimlar1 nedir?

2. Gergekei Matematik Egitimi yaklasimi ile ilgili ulasilan tezlerde arastirma yapan
iiniversiteler hangileridir?

3. Gergekci Matematik Egitimi yaklagimi ile ilgili ulasilan tezlerde yogun olarak hangi yillar
araliginda calisilmistir?

4. Gergekei Matematik Egitimi yaklagimu ile ilgili ulasilan tezlerdeki aragtirma konularinin
frekans ve yilizde dagilimi nelerdir?

5. Gergekci Matematik Egitimi yaklasim ile ilgili hangi ulasilan tezlerde hangi arastirma
desenleri tercih edilmigtir?

6. Gergekei Matematik Egitimi yaklagimi ile ilgili ulasilan tezlerde 6rneklem/galisma grubu
ne oranda tercih edilmistir?

7. Gergekei Matematik Egitimi ile ilgili ulasilan tezlerde en fazla tercih edilen veri toplama
araglariin frekans dagilimi nedir?

8. Gergekei Matematik Egitimi ile ilgili ulasilan tezlerde yapilan c¢alismalarda kullanilan
veri analiz yontemlerinin dagilimi nedir?

Yontem
Arastirmanin Modeli

Yapilan bu ¢aligmada nitel arastirmalar igerisinde bulunan ve yazili kaynaklariyla birlikte her
tirlii materyalin incelendigi dokiiman inceleme yontemi kullanilmistir. Dokiiman incelemedeki temel
amag, arastirilacak olan olaylar ve olgularla ilgili ¢ok sayida kaynagin detayli bir sekilde analiz
edilmesine dayanmaktadir (Yildirim ve Simsek, 2011).

Bu baglamda ¢alisma dokiiman inceleme yollarindan biri olan ve “belirli bir konu iizerinde
yapilan ¢alismalarin ele alinip egilimlerinin belirlenmesi ve arastirma sonuglarmin tanimlayict bir
boyutta degerlendirilmesini iceren betimsel icerik analizi” kullanilmistir (Calik ve Sozbilir, 2014).

Yildirim (1999) dokiiman analizini tek basina kullanilabildigi gibi gozlem, goriis gibi
arastirma yontemleri ile bilgi toplamakta yardimer olan bir veri toplama yontemi olarak agiklamistir.
Arastirma bu cergevede elde edilen veriler anahtar kavramlar araciligi ile ulagilmis tez ve
makalelerden olusturulmustur.

Calisma Grubu

Incelemeye esas olusturan tezler YOK Ulusal Tez Merkezinden edinilmistir. Erisilen tiim
tezler tek tek incelenerek sadece Gergekgi Matematik Egitimi (GME) yaklagiminin yer aldig
caligmalar arastirma kapsaminda degerlendirmeye almmustir. Ulkemizde GME yaklagimu ile ilgili
caligmalarin agirlikli olarak 2007-2008 yillarinda baslamasi nedeniyle arastirmaya bu yillarda
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hazirlanan ¢aligmalardan baglanmis olup 2021 yillina kadar olan caligmalarin bir kismi dahil
edilmistir. Yapilan taramada 16 farkli anahtar kelime olan (matematik &gretimi, matematige karsi
tutum, yapilandirmaci yaklasim, egitsel oyunlar, {ist diizey diislinme, problem ¢dzme becerisi,
akademik basari, matematik basarisi, tutum, anlamli 6grenme, giinliik yasam problemleri, matematik
egitimi, 6lgme, motivasyon, alan, hacim) kullanilmig ve 17’si yiiksek lisans, 9’u doktora olmak tizere
toplam 26 tez aragtirmaya dahil edilmistir.

Veri Toplama Araci

Bu calismada veri toplama araci olarak Bozdogan (2016)’nin alaninda yetkin kisilerin de goriislerini
alarak olusturdugu tez siniflama formu kullanilmigtir. Uzman goriisleri de alinarak son hali verilen tez
siniflama formu; tezin kiinyesi, konusu, yontemi, veri toplama araglari, 6rneklemi ve veri analiz
yontemleri seklinde alt1 béliimden olusturulmustur.

Verilerin Analizi

Ulagilan tezlerin igerikleri dikkatli bir sekilde incelenmis GME yaklagimi ile dogrudan iligkili
olan tezler icerik analizine dahil edilmistir. Caligma sirasinda yapilmis olan analizlerin giivenilirligi
acisindan simiflandirilan tezler ile alakali uyusmazliklar ve ortaya c¢ikmasi miimkiin olan
uyumsuzluklar ortadan kaldirilmig ve ortak bir yol takip edilmistir. Sonrasinda ele alinan tezlerin
belirlenen ¢erceve dogrultusunda igerik analizi yapilmistir. Bu amagla ulasilan tezlere ait veriler tez
siniflandirma formuna tek tek kaydedilmistir. Bu siire¢ sonrasinda tezler betimsel istatistikler yoluyla;
kiinyesi, ele alinan konular, aragtirma desenleri, 6rneklemler, veri toplama araglar1 ve veri analiz
tiirleri olarak ¢oziimlenmis ve elde edilen bulgular yiizde ve frekans tablolari ile gorsellestirilmistir.

Bulgular

Ulagilan tezlerin kiinyelerine, arastirma konularma, kullandiklart arastirma
yontemlerine, olusturduklar1 6rneklemlere, veri toplama araglarina ve veri analiz yontemlerine
iligkin veriler analiz edilmis ve asagidaki tablolarda sunulmustur.

Birinci Alt Amaca Iliskin Bulgular

Aragtirma toplam 17 yiiksek lisans tezi, 9 doktora tezinin incelenmesi ile yapilmis olup birinci
alt amaca iligskin bulgular Tablo 1°de gosterilmistir.

Tablo 1. Taramada kullanilan anahtar kelimeler ve ulasilan lisansiistii tezlerin frekans ve ylizde dagilimlari

Anahtar kelimeler f %
1.Matematik Ogretimi 7 16,2
2.Matematige Kars1 Tutum 3 6,9
3.Yapilandirmact Yaklagim 3 6,9
4.Egitsel Oyun 1 2,3
5.Ust Diizey Diisiinme 2 4.6
6.Problem C6zme Becerisi 3 6,9
7.Akademik basar1 4 9,3
8.Matematik Basarisi 1 2,3
9. Tutum 6 13,9
10.Anlamli Ogrenme 1 3,8
11.Giinliik Yasam Problemleri 1 3,8
12.Matematik Egitimi 3 6,9
13 .Olgme 3 6,9
14 .Motivasyon 1 2,3
15.Alan 3 6,9
16. Hacim 1 2,3
Toplam 43 100

Tablo 1 incelendiginde tezlere ulagmak i¢in 16 farkli anahtar kelime kullanildigi
goriilmektedir. Kullanilan bu anahtar kelimelerden 16°s1 ile lisansiistii tezlere ulagilmistir. Gergekei
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matematik egitimi ile ilgili yapilan bu caligmada ulasilan 26 tezin hepsinde en fazla “matematik
Ogretimi” anahtar kelimesi kullanilarak ulagildigi goriilmektedir. Bunu sirasiyla 6 adet ile “tutum” 4

EE T3 PR3

adet ile “akademik basar1”, 3 adet ile “matematige karsi tutum”, “yapilandirmaci yaklagim”, “problem

19 < 299 e

¢Ozme becerisi”, “matematik egitimi”, “6lgme” ve “alan” kelimeleriyle ulasilan tezler izlemektedir.
Ikinci Alt Amaca Iliskin Bulgular
GME yaklagimi ile ilgili tezlerin yapildig1 tiniversiteler Tablo 2’de gdsterilmistir.

Tablo 2. Tezlerin yapildig: enstitiilerin bagli oldugu tiniversitelerin frekans ve yiizde dagilimlar
Universiteler f %

1. Necmettin Erbakan Universitesi 1 3.8
2. Ahi Evran Universitesi 1 3,8
3. Erciyes Universitesi 1 3,8
4. Dokuz Eyliil Universitesi 1 3,8
5. Bayburt Universitesi 1 3,8
6.Atatiirk Universitesi 4 15,4
7. Kilis 7 Aralik Universitesi 1 3,8
8. Alanya Alaaddin Keykubat Universitesi 1 3,8
9. Abant Izzet Baysal Universitesi 1 3,8
10. Uludag Universitesi 1 3,8
11.Hacettepe Universitesi 2 7,6
12.Amasya Universitesi 1 3,8
13.Cukurova Universitesi 1 3,8
14.Adiyaman Universitesi 1 3,8
15.Gazi Universitesi 2 7,6
16. Eskisehir Osmangazi Universitesi 1 3.8
17.Marmara Universitesi 2 7,6
18.Gaziantep Universitesi 1 3,8
19.in6ni Universitesi 2 7,6
Toplam 26 100

Tablo 2 incelendiginde gercekei matematik egitimi ile ilgili 19 farkl {iniversite enstitiilerinde
lisansiistii tez yapildig1 tespit edilmistir. Yapilan tezlerin 4’er adet ile en fazla Atatiirk Universitesi
biinyesindeki enstitiillerde yapildig1 goriilmektedir. Bunu Hacettepe Universitesi, Marmara
Universitesi, Adiyaman Universitesi, Gazi Universitesi, 2’ser adet tezle izlemektedir.

Uciincii Alt Amaca Iliskin Bulgular
GME yaklagimui ile ilgili yapilan tezlerin yayin yilina iligskin bulgular Tablo 3’te gosterilmistir.

Tablo 3. Tezlerin yayin yilina iligkin frekans ve yiizde dagilimlar

Yayin yih f %
2021 4 15,4
2020 1 3,8
2019 8 30,7
2018 1 3,8
2017 1 3,8
2016 1 3,8
2015 0 0
2014 1 3,8
2013 2 7,7
2012 3 11,5
2011 0 0
2010 2 7,7
2009 0 0
2008 2 7,7

Toplam 26 100
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Tablo 3 incelendiginde tezler 2008 ile 2021 yillar1 arasindaki tezler arasindan segilmistir.
Gergekei matematik egitimi ile ilgili en fazla calisma 8 adet olmak tizere 2019 yilinda yapilmis olup
2021 yilinda 4 adet, 2012 yilinda 3 adet, 2013 yilinda konu ile ilgili 2 adet yapildig tespit edilmistir.

Dordiincii Alt Amaca Iliskin Bulgular

GME yaklagimu ile ilgili tezlerin aragtirma konularina iligkin frekans ve yiizde dagilimlari
Tablo 4’te gosterilmistir.

Tablo 4. Tezlerin aragtirma konularina iligkin frekans ve yiizde dagilimlari

Calisma konular: f %

GME yaklasimi ile ders etkinlikleri hazirlama ve etkinligi degerlendirme 2 1,7
GME yaklagiminin dgrenci basarisi iizerindeki etkisi 6 23,1
GME yaklagiminin 6grenme kaliciligina etkisi 4 15,4
GME yaklagiminin matematige karsi tutuma etkisi 5 19,2
GME yaklagiminin akademik basariya etkisi 5 19,2
GME yaklasimi ve yapilandirmac yaklasima iligkin 6grenci goriisleri 4 15,4
Toplam 26 100

Tablo 4 incelendiginde yapilan tezlerin 6’sinin GME yaklagiminin 6grenci bagarist tizerindeki
etkisini inceledigi goriilmektedir. Bunu sirasiyla GME yaklasiminin akademik basartya etkisi,
matematige karsi tutuma etkisi, 6grenme kaliciligina etkisi, konular izlemektedir.

Besinci Alt Amaca Iliskin Bulgular

GME yaklagimu ile ilgili tezlerde kullanilan aragtirma desenleri/yontemlerine iliskin frekans ve
ylizde dagilimi Tablo 5’de gosterilmistir.

Tablo 5. Tezlerde kullanilan aragtirma desenleri/yontemlerine iliskin frekans ve yiizde dagilimlar

Arastirma deseni/yontemi f %
1. Nicel' 12 46,2
2. Nitel? 5 19,2
3. Karma® 9 34,6
Toplam 26 100

! Tam deneysel desenler(1) ,Yar1 deneysel desenler(11),
2 Eylem (2), Durum (1), Metaanaliz (1), Ornek olay ¢aligmasi (1)
% Acikl.(2), Cesit.(7)

Tablo 5 incelendiginde yapilan tezlerin 12’sinde nicel aragtirma yontemleri, 5’sinda nitel
arastirma yontemleri ve 9’iinde de karma aragtirma yontemleri kullanildig1 tespit edilmistir. Ulasilan
tezlerde kullanilan nicel arastirma yontemleri incelendiginde ilk sirayr deneysel desenlerden yari
deneysel desenler (11) almaktadir. Ulasilan tezlerde kullanilan nitel arastirma y&ntemlerinin basinda
ise etkilesimli desenlerden eylem aragtirmasi (2), durum ¢alismasi (1), meta analiz (1) seklindedir.

Altinci Alt Amaca Iliskin Bulgular

GME yaklagimi ile ilgili tezlerin 6rneklemine/calisma grubuna iliskin frekans ve ylizde
dagilimlar1 Tablo 6°da gosterilmistir.
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Tablo 6. Tezlerin 6rneklemine/¢aligma grubuna iligkin frekans ve yiizde dagilimlar

Orneklem/Calisma grubu f %
1. Okul oncesi - -
2. Tlkokul 3 11,5
3. Ortaokul 19 73,1
4, Lise 2 7,7
5. Universite (Lisans) 1 38
6. Universite (Lisansiistii) - -
7. Ogretmen 1 3,8
8. Yonetici - -
9. Veli - -
Toplam 26 100

Tablo 6 incelendiginde yapilan ¢aligmalarin agirlikli olarak temel egitim goren 6grencilerle
gergeklestirildigi goriilmektedir. Bu kapsamda 19 tezde ortaokul ve 3 tezde ilkokul 6grencileri olmak
tizere toplam 22 tezde temel egitim Ogrencileri, 2 tezde lise Ogrencileri ile calisma yapildigi
goriilmektedir. 1 tezde ¢aligma grubu 6gretmenler ilken bir tezde lisans 6grencileridir.

Yedinci Alt Amaca Iliskin Bulgular

GME yaklagimi ile ilgili tezlerde kullanilan veri toplama araclarina iliskin bulgular Tablo 7°de
gosterilmistir.

Tablo 7 . Tezlerde kullanilan veri toplama araglarina iligskin frekans ve yiizde dagilimlar

Veri Toplama Araglari f %

1.Anketler 8 10,81
2 Basar/Bilgi testleri’ 22 29,72
3.0lgekler® 17 22,97
4.Goriisme” 11 14,86
5.Gozlem® 5 6,78
6.Dokiiman® 11 14,86
Toplam 74 100

! Acik uglu (1), likert (7)

2 Agik uglu (1), Coktan segmeli (21)

® Tutum (12), 6z yeterlik (3), motivasyon (1), diger (1)

* Yapilandirilmus (4), yar1 yapilandirilnus (7)

® Katilimei gozlem (2), Katilimc1 olmayan (3)

®Yazili dokiimanlar (3), giinliikler (5) ses kayitlar1 (2), kisa filmler (1)

Tablo 7 incelendiginde yapilan tezlerde tutum (12), 6z yeterlik (3), motivasyon (1), diger (1)
vs. gibi davraniglar1 6lgen toplam 17 6lgek, agik uclu (1), likert tipi (7) toplam 8 anket ve goktan
segmeli (21), agik uglu (1) sorularindan olusturulmus toplam 22 bilgi/basar testleri kullanilmistir.
Bunun yani sira tezlerde yapilandirilmis (4), yar1 yapilandirilmis (7) toplam 11 goriisme formu, toplam
5 gozlem formu ve yazili kaynaklar (3), giinliikler (5), ses kayitlarindan (2), kisa filmler (1) toplam 11
dokiiman veri toplama araci olarak kullanilmigtir.
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Sekizinci Alt Amaca Iliskin Bulgular

GME yaklasimu ile ilgili tezlerde kullanilan veri analiz yontemlerine iliskin frekans dagilimu.
Tablo 8’de gosterilmistir.

Tablo 8. Tezlerde kullanilan veri analiz yontemlerine iligkin frekans ve yiizde dagilimlari

Veri Analizi f %

1. Nicel

Betimsel* 18 27,69

Parametrik? 27 41,53

Nonparametrik® 6 9,23
2. Nitel

ig:erik 11 16,92

Betimsel 3 4,62
Toplam 65 100

! Frekans/Yiizde (5), Art. Ort./Standart sap. (7), Grafik (1), Diger (5)
2 t-testi (17), Korelasyon (3), Anova/Ancova (7), ,
¥ Man-whiney-U (3), K. Wallis (2), Wilcoxon (1)

Tablo 8 incelendiginde yapilan tezlerde nicel analiz yontemlerinden t-testi (17), korelasyon
(3), anova/ancova (7) olmak iizere toplam 27 parametrik analiz yontemi; frekans/yiizde (5), aritmetik
ortalama/standart sapma. (7) ve grafikler (1), diger (5) olmak iizere toplam 18 betimsel analiz yontemi;
Man-whiney-U (3), K. Wallis (2), Wilcoxon (1), olmak iizere toplam 6 non-parametrik analiz yontemi
kullanilmistir. Bunun yan1 sira yapilan tezlerde nitel analiz yontemlerinden toplam 11 igerik analiz
yontemi ve 5 dokiiman inceleme inceleme yontemi de kullanilmistir.

Tartisma, Sonuc ve Oneriler

Hem diinyada hem de Tiirkiye’de yapilan egitim aragtirmalarinin belirli zaman araliklari
icerisinde incelenip egilimlerinin ortaya konulmasi bir zaruri ihtiya¢ olarak karsimiza ¢ikmaktadir.
Ulkemizde Gergekgi Matematik Egitimi’nin 6grenciler iizerindeki etkisinin ortaya ¢ikmasi amactyla
ulusak veri tabanindan (Yiksekogretim Kurumu) uygun caligmalar incelenmistir. Bu amagla
gergeklestirilen arastirma ¢alismasinda 2008-2021 yillart arasinda Tiirkiye’de gergekei matematik
egitimi {izerine 9 doktora, 17 yiiksek lisans olmak lizere 26 tez incelenmistir. Yillar i¢erisinde GME
alaninda 2008-2013 yillar1 arasinda 9 tez tespit edilmistir. 2015 yilinda GME yaklasimi {izerine
caligmanin yapilmadig1 goriilmiis olup 2019 yilinda GME ile ilgili 8 adet arastirma yapilmistir. En
fazla calisma 2019 yilda gerceklestirilmistir.

Yapilan tezlerin konular1 incelendigi zaman %23,1 GME yaklasimin 6grenci basarisina etkisi,
%19,2 GME yaklagimimin matematige karsi tutuma olan etkisi, %15,4 oraninda GME yaklagiminin
ogrenmedeki kaliciligina etkisi incelenmistir. incelenen calismalar GME nin anlamli grenmeyi, temel
kavramlar1 daha kolay bir bicimde anlamayi, zihinsel gelismeyi destekledigi goriilmiistiir. Konu ile
ilgili yapilan c¢aligmalar incelendiginde ogrencilerin biligsel alanda gelisim gosterdiklerine dair
calismalara ulasilmistir (Demirdégen ve Uzel, 2007; Arseven 2010). Bu calismalarda dgrencilerin
zihinsel olarak aktif bir sekilde ¢aligip basarilarini artirdiklar1 ve hata yapsalar daha yeni ve kalic1 bilgi
edindikleri ortaya konulmustur.

Yapilan tezlerin arastirma yontemleri incelendiginde nicel arastirma yontemlerinden deneysel
desenlerin, yar1 deneysel desenlerinin siklikla tercih edilmektedir. Nitel arastirma desenlerinden ise
eylem aragtirmasit ve durum aragtirmalar1 tercih edilmistir. Tezlerin 9 adedi hem nicel hem nitel
arastirma desenlerini belirli bir sira ile takip eden karma arastirma yonteminden yardim alarak
hazirlanmigtir. Yapilan tezler incelendiginde %11,5 ilkokul, %73,1 ortaokul olmak iizere %84,6
oraninda temel egitim goren Ogrencilerle calisildig1 goriilmektedir. Yapilan tezlerde siklikla birden
fazla 6lgme araci kullanildig tespit edilmistir. Bu kapsamda kullanilan nicel 6l¢me araglarinin basinda
%384,6 orani ile basar1/bilgi testleri gelmektedir. %65,4 o oraninda tutum, ilgi, 6z yeterlik, kaygt vs.
gibi durumlar1 6lgen likert tipi Olgekler oldugu goriilmektedir. Yine nitel veri toplama araglarinin
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basinda ise %42,3 ile gorlisme formlart ve %19,2 ile gozlem formalar1 gelmektedir. Yapilan tezlerin
veri analiz yontemlerinin basinda %18 oraninda frekans/yiizde, aritmetik ortalama/standart sapma ve
grafikler gibi betimsel analiz yontemleri gelmektedir. Bunu sirastyla ANOVA/ANCOVA %27 ve t-
testi (%65,3) gibi parametrik tekniklere dayali veri analiz yontemleri izlemektedir. Bunun yani sira
yapilan tezlerde %54 oraninda nitel analiz yontemlerinden igerik analiz yontemi ve %42,3 oraninda da
dokiiman inceleme yontemi kullanilmustir.

Elde edilen bu verilere bakildiginda GME ile yapilan 6gretim galigmalarinin 6grenci basarisini
artirdifi  sonucuna varilmistir. Ogrencilerin  bu yaklasim sayesinde kendilerini daha iyi
gozlemledikleri, ifade ettikleri, igbirligine dayanin bir ¢alisma sergiledikleri, iletisimin iist diizeyde
oldugu goriilmiistiir (Arseven 2010). GME’nin 6grenme siirecine katkisina bakildiginda matematige
karst olumlu tutum gelistirdikleri, 6grenci basarisini artirdig1 ayrica dnceki 6grenmeler ile baglantilar
kurarak konunun daha iyi kavrandigi, anlamli 6grenmenin saglandig1 goriilmektedir.

Sonug olarak bu calisma ile GME yaklagiminin uygulanmasina yonelik yapilan tezlerde giincel
egilimler ortaya konmustur. Bu sayede arastirmacilarin hangi konulara odaklanip hangi yontemi
kullandiklari, hangi veri toplama araglarimi tercih ettikleri ayrica hangi 6rnekler {izerinde c¢alistiklar
belirlenmistir. Bulgular ile bu alanda calisma yapacak arastirmacilara farkli bakis agilar1 kazandirilip
yapacaklari1 ¢calismaya yon vermis olacaktir.

Bu aragtirmanin, Gergekci Matematik Egitimi (GME)’ye yonelik yapilan arastirmalardan elde

edilen sonuglar 15181nda Oneriler su sekilde siralanmigtir:

e  Matematik dersi yigilmali bir ders oldugu icin Ogrencilerin temel egitim siirecinde
ozellikle somut islemler doneminde GME yaklasimi ile egitim almalar1 matematige karsi
olan yanlis tutumlar1 ortadan kaldirabilir.

e 21. yy’da dgrenme becerisine sahip, gelisen ve degisen teknolojiye hakim olabilecek,
yaratici zekasin1 harekete gegirebilecek bireyler yetistirmek diisiincesi ile harekete
gecmek gerekmektedir.

e Yapilan arastirmalar incelendiginde matematik egitiminde, Ogretiminde giincel
yaklagimlar takip edilebilir.

e  Matematik egitiminin hak ettigi yeri bulmasi i¢in dgrenicilerin gerek bireysel gerekse bir
grup ya da tiim sinifin ortak katildig1 sosyal ¢evrelerin olusturulmasi saglanabilir.

e Ogrencilerin birbirleri ile iletisimde oldugu ortamlar olusturulabilir.

e Aym Ogrenci grubunun farkli yorumlar, yontemler, diisiinlisler gelistirmis olmasi
yeteneklerini fark etmesi bu yolla saglanabilir.

e  Gergek yasamla iliskilendirilen matematik egitimi 6grencilerin matematik dersine karsi
ilgisini artirabilir.

e Gergek yasam ile iligkili olan matematik dersine karsi bakis agilarinin degistirmelerine ve
kargilagtiklart bir problem durumunun ¢éziimiine ulagmalari saglanabilir.

e GME yaklagimmin matematik dersinde aktif bir sekilde kullanilmasina yonelik
Ogretmenler i¢in hizmet i¢i egitimler diizenlenebilir.

e (Goreve baglamayan Ogretmen adaylarnn i¢in GME yaklasimmi iceren egitimler
duzenlenebilir.

e Egitim ortamlar1 GME yaklagimma uygun olarak diizenlenerek deneysel calismalar
yapilabilir.

e  Ogretmenlerin GME ni benimsemeleri amaciyla okullarin fiziki sartlarinim iyilestirilmesi
saglandiktan sonra matematiklestirme etkinlikleri ile Ogrencilerin gilinlik yasam
etkinliklerini matematige aktarmalari saglanabilir.

e GME yaklagimi ile 6grencilerin basarilarinin artmasi, matematik dersine olumlu bakis
agist gelistirilebilir.

113



Egitim Kuram ve Uygulama Aragtirmalar1 Dergisi 2022, Cilt 8, Say1 1, 104-115 Yasin GOKBULUT, Miineyre YIGIT

Kaynakc¢a

Arseven, A. (2010). Gercekgi Matematik Ogretiminin Bilissel ve Duyugsal Ogrenme Uriinlerine Etkisi, Doktora
Tezi, Hacettepe Universitesi, Ankara

Berkant, H.G. ve Yaren, R. (2020). dltinct Sinif Tam Sayilar Konusunda Uygulanan Gergek¢i Matematik
Egitiminin Ogrencilerin Matematik Motivasyonlarina Etkisi. Kahramanmaras Siitcii Imam Universitesi
Sosyal Bilimler Dergisi, 17(2), 543-571

Bozdogan, A.E. (2016). Trends in post graduate dissertations done about out of school settings in science
education in Turkey. IV. International Instructional Technologies & Teacher Education Symposium (Tam
Metin Bildiri) (Yaymn No: 2997691).

Cezlan Kavuran, A. (2019). Gergek¢i Matematik Egitiminin 6.Sinif Ogrencilerinin Geometrik Cisimler
Konusundaki Ogrenme Uriinlerine Etkisi. Yiksek Lisans Tezi, Siirt Universitesi, Siirt

Calik, M., ve Sézbilir, M. (2014). Icerik analizinin parametreleri. Egitim ve Bilim, 39(174), 33-38.

Cetin, R. (2018). Ortaokul Altinct Sinif Tam Sayilar Konusunda Uygulanan Gergek¢i Matematik Egitiminin
Ogrencilerin Motivasyonlarmma EtKisi. Yiksek Lisans Tezi. Kahramanmarag Siit¢ii Imam Universitesi,
Sosyal Bilimler Enstitiisii, Kahramanmaras.

De Lange, J. (1987). Mathematics, Insight And Meaning: Teaching, Learning And Testing Of Mathematics For
The Life And Social Sciences, Utrecht: Ow & Oc, 43.

Demirdégen, N. (2007). Gergek¢i matematik egitimi yonteminin ilkogretim 6.siniflarda kesir kavraminin
ogretimine etkisi. Yiksek Lisans Tezi, Gazi Universitesi, Ankara

Dereli, M. (2008). Tam Sayilar Konusunun Karikatiirle Ogretiminin Ogrencilerin Matematik Basarilarina
Etkisi. Yiiksek Lisans Tezi, Marmara Universitesi, Egitim Bilimleri Enstitiisii, Istanbul.

Dinger, M. (2008). Ilkégretim Okullarinda Miiziklendirilmis Matematik Oyunlariyla Yapilan Ogretimin
Akademik Bagar: ve Tutuma Etkisi. Yiksek Lisans Tezi, Abant 1zzet Baysal Universitesi, Sosyal Bilimler
Enstitiisii, Bolu.

Ince, M. (2019). 6. Sumflarda Kiimeler Konusu Ogretiminde Gergek¢i Matematik Egitimi Yaklasimi Ve
Yansimalar: Yiiksek Lisans Tezi, Amasya Universitesi, Amasya.

Karad@l, D. (2019)..' Gercekci Matematik Egitimi Destekli Ogretim Yonteminin 6.Sumd Alan Ol(;me"Konusunun
Ogretiminde Ogrenci Basarisina ve Ogrenme Kaliciligina Etkisi. Yiksek Lisans Tezi, Erciyes Universitesi,
Kayseri.

Korkmaz, E. ve Tutak, T. (2017). Déniisiim Geometrisi Konularinin Gergek¢i Matematik Egitimi Etkinlikleriyle
Islenmesinin Ogrenci Basarisina ve Matematik Tutumuna Etkisi. Disiplinler arasi1 Egitim Arastirmalart
Dergisi,1(2), 30-42.

Okatan, O. ve Tomul, E. (2021). Uluslararas Ogrenci Bagarilarint Degerlendirme Programi’na (Pisa) Gore
Tiirkiye 'deki Ogrencilerin Matematik Basarilari ile 1Igili Degiskenlerin Incelenmesi. Mehmet Akif Ersoy
Universitesi Egitim Fakiiltesi Dergisi, 57, 98-125

MEB, (2009). Talim Terbiye Kurulu Baskanhigi, Ocak 2009 Tarihli Ilkogretim Matematik Dersi 6-8 Ogretim
Programi. Ankara.

MEB, (2011). Egitimi Arastirma ve Gelistirme Baskanhgi, 2011 Tarihli MEB 21. Yiizyil Ogrenci Profili, Ankara.

Norbury, A. (2004). Mathematics education teaching and learning.

http://www. partnership.mmu.ac.uk/cme/Student Writings/TS1/AngelaNorbury.html. Adresinden erisilmistir.

Sezer, E. N. (2019). Ger¢ek¢i Matematik Egitimi Cercevesinde Tasarlanan Etkinliklerin Uygulama Siirecinin
Klasik ve Elektronik Portfolyo ile Degerlendirilmesi. Yiksek Lisans Tezi, Yildiz Teknik Universitesi,
Istanbul

Uyakiker, 1. (2021), Tiirkive 'de Ger¢ek¢i Matematik Egitmi 'nin Meta-Tematik Analizi, Yiiksek Lisans Tezi, Kilis
7 Aralik Universitesi, Kilis.

Yildirim, A., ve Simsek, H. (2011). Sosyal bilimlerde nitel arastirma yontemleri (8. Baski). Ankara: Seckin
Yayincilik.

Yildiim, A. (1999). Nitel Arastirma Yontemlerinin Temel Ozellikleri ve Egitim Arastirmalarindaki Yeri ve
Onemi. Egitim ve Bilim Dergisi, 23(112), 7-17.

114



Egitim Kuram ve Uygulama Aragtirmalar1 Dergisi 2022, Cilt 8, Say1 1, 104-115 Yasin GOKBULUT, Miineyre YIGIT

Yonucuoglu, A. (2018). Gergek¢i Matematik Egitiminin Ortaokul 7.Sumif Ogrencilerinin Dértgenlerde Alan
Konusundaki Matematiksel Basarilarina ve Motivasyonlarina Etkisi Yiksek Lisans Tezi, Gaziantep
Universitesi, Gaziantep.

This work is licensed under a Creative Commons Attribution 4.0 International License.

115


https://creativecommons.org/licenses/by/4.0/

({{{ E I(lj.léATPR

Egitim Kuram ve Uygulama Arastirmalan Dergisi

ISSN 2149-7702
e-ISSN 2587-0718 DOI: 10.38089/ekuad.2022.102

Vol 8 (2022) Issue 1, 116-127

Investigation of Awareness on Environmental Problems of Primary School

Teacher Candidates

Fatih SEKER !, Hakan SERT 2

Abstract

Keywords

The aim of this study is to determine the awareness of primary school teacher
candidates about environmental problems and to examine their awareness of
environmental problems according to gender, age, staying at a dorm, keeping
pets, participating in environmental activities and projects. The method of the
research is correlational survey model. In the research, 269 primary school
teacher candidates are participated. The data in the study were collected using
the "Awareness Scale on Environmental Problems”. In the analysis of the
research, t-test and one-way analysis of variance (ANOVA) and descriptive
statistics were used. In the study, it has been determined that primary school
teacher candidates' awareness of environmental problems is at a moderate level.
There is no significant difference between the total scores of awareness of
environmental problems and gender, age, staying at a dorm, keeping pets,
participating in environmental activities and projects. On the other hand, it was
determined that there was a statistically significant difference between some sub-
dimensions of awareness of environmental problems and the variable of keeping
pets and gender. The findings show that awareness of environmental problems
should be increased and the adoption of environmental behaviors can be
encouraged.

Environmental problem
Primary school teacher
candidates

Correlational survey model
Awareness level

Makale Hakkinda

Sending Date: 09.07.2021
Acceptance Date: 18.04.2022
E-Publication Date: 29.04.2022

! Dr. Izmir Bakirgay University, Turkey, sekerrfatih@gmail.com, https://orcid.org/0000-0003-0427-9208

2 prof. Dr., Akdeniz University, Faculty of Education, Turkey, hsert@gmail.com, https://orcid.org/0000-0001-8912-0268

116


mailto:sekerrfatih@gmail.com
mailto:hsert@gmail.com

Journal of Education, Theory and Practical Research, 2022, Vol 8, Issue 1, 116-127 Fatih SEKER, Hakan SERT

Introduction

Environment is defined as a whole of social, physical, chemical and biological factors in which
living beings maintain their lives (Aydogdu & Gezer, 2007; Cepel, 1992). In addition, it is viewed as
the setting which is necessary for living being to sustain their lives (Giiney, 2002; Yildiz, Sipahioglu, &
Yilmaz, 2005). Living beings are in continuous interaction with the environment they live and develop
in (Talas & Karatas, 2012). Environment which is in balance as a system and constitutes a whole of
living and non-living beings is breaking down each passing day. The primary reason among the basic
aspects which causes this break down is humans’ acting with the idea of making profit all the time and
consuming natural resources as if they are infinite. This leads to environmental problems. Therefore,
environmental problems continuously increase in places and their surroundings where human settlement
is dense (Alpak Tung, 2016).

Environmental problems have become the problem of not only the geography we live in, but the
problem of about 6.7 billion people living on earth together with all the other living beings as well (H.
Baykal & T. Baykal, 2008). The Earth is 5.5 billion years old and humans have in particular damaged
the environment in the last century and almost depleted natural resources. The depletion of natural
resources has caused numerous problems such as air, water and land pollution, thinning of the ozone
layer, global pandemics and the extinction of many species (Arora, Fatima, Mishra, Verma, & Mishra,
2018; Seker & Aydinli, 2022). One of the main reasons leading to these problems is speedy population
growth. Since the needs of people also increase with population increase, a speedy industry with a high
production capacity has developed. The development of industry has led to an increase in the
consumption of natural resources and energy (Giiney, 2002; Denis & Geng, 2007; Oweini & Houri,
2006). The increasing consumption of energy has in turn led to a higher consumption of fossil fuels
(Giines, Alat, & Go6ziim, 2013). In addition, the indifference of humans towards the environment and
their insufficient education on the environment is another factor which causes environmental problems
(Durac, 2020). As a consequence of unconscious behaviors displayed in the past, it is not very difficult
to predict that the future of earth and the human species is under great danger.

One of the most efficient and lasting solutions to fight against and overcome environmental
problems is individuals’ acquiring awareness and sensitivity and becoming conscious. This can be
possible through educating individuals (Ergin, 2019). In this respect, education helps in the analysis of
problems related to the environment and taking the necessary precautions (Chauhan, 2008). It is
important that education is provided to students of all age levels starting at early ages because it is known
that an early environmental education has positive effects on the behaviors of individuals at later ages.
The most significant change in the behaviors of individuals in terms of environmental education takes
place in the primary school period (Se¢gin, Yalvag¢ & Cetin, 2010). Primary school teachers are seen as
role models by primary school students. However, education, knowledge and attitude given to primary
school teachers on the environment in education faculties before they start practicing their occupation
are limited. Nonetheless, it might be possible to create environmental consciousness in individuals if
they acquire knowledge, awareness and positive attitudes on the environment and environmental
problems (Kahyaoglu, Daban & Yangim, 2008; Okur Berberoglu & Uygun, 2012). One of the
prerequisites for this is to create awareness in terms of environmental problems. Therefore, there is a
need to analyze the awareness of primary school teacher candidates on environmental problems and to
identify the variables which influence their awareness, since they will be guiding and educating students
in the solution and prevention of environmental problems and nurture individuals with a high level of
environmental awareness (Erol & Gezer, 2006). Moreover, it is considered that there is a need for this
study with the assumption that primary school teacher candidates will significantly influence the
environmental awareness of the future generations. Therefore, the aim of this study is to analyze the
awareness and awareness levels of primary school teacher candidates on environmental problems in
terms of gender, age, staying at a dorm, keeping pets and participating in environmental activities and
projects variables.

Within the scope of this study, the awareness levels of primary school teacher candidates on
environmental problems were analyzed. Accordingly, answers were sought to the problem and sub-
problems of the study presented below:
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1. What is the awareness level of primary school teacher candidates on environmental
problems?

2. Is there a significant difference between the awareness levels of primary school teacher
candidates on environmental problems and gender, age, staying at a dorm, keeping pets and
participating in environmental activities and projects?

When the literature is examined, it can be seen that some of the studies on environmental
problems deal with identifying the mental models of primary school level students on environmental
pollution (Kivrak, 2018), identifying concepts related to the environment (Pmar & Yakisan, 2017),
analyzing views on the environment and environmental problems (Sagséz & Doganay, 2019), whereas
some other studies deal with analyzing the awareness levels of middle-school students on environmental
problems (Yal¢inkaya, 2012) and their perception of the causes of environmental problems and their
solutions (Dogan, Sara¢ & Cicek, 2017). It can also be seen that there are studies which deal with
analyzing the sensitivity of undergraduate students on the environment (Arslan & Kizildag, 2018),
analyzing their environmentally friendly behaviors and environmental identities (Oztarakgi, 2019),
analyzing their sensitivity towards environmental problems (Yildirim, Bacanak & Ozsoy, 2012),
analyzing their environmental awareness in terms of their sociodemographic characteristics (Aydede
Yalgm & Cayci, 2018), comparing their awareness on environmental problems and their interest levels
(Ozdemir & Yapici, 2010), analyzing their attitudes towards environmental problems (Kayali, 2010;
Ocal, 2013), analyzing their attitudes towards sustainable environment (Alpak Tun¢ & Yenice, 2017)
and their perception of environmental problems (Kaya, 2014). However, it was concluded that there is
a limited number of studies in which specifically the awareness of primary school teacher candidates on
environmental problems and the factors which influence their awareness were analyzed. The limited
number of studies in the literature on the awareness on environmental problems and the factors which
influence awareness points out to a need for further studies to be carried out in this area.

Method

With the purpose of determining the awareness levels of primary school teachers on
environmental problems, the correlational survey model was selected as the research design. The
correlational survey model is a research model which aims at identifying and depicting the difference
and the level of difference between more than one variable which existed in the past or still exist in the
present time (Cepni, 2012; Karasar, 2015).

Sample of the Study

The population of the study consists of primary school teacher candidates who received
education in a state university in Turkey. The convenience sampling method was used in the selection
of the study sample. In the convenience sampling method, the basic aims are preventing loss of time,
money and work power. Maximum accessibility and economy are taken into consideration
(Bliytkoztiirk, Kilig Cakmak, Akgiin, Karadeniz & Demirel, 2013). Accordingly, the sample of the
study consists of 269 primary school teacher candidates who received education in the primary teacher
education department in the faculty of education of a state university located in the Mediterranean
Region, in the 2017-2018 academic year. Due to the participating teacher candidates’ leaving answer
sections blank, marking the same answer for all questions and not giving candid answers to the
questions, 5 data were not processed and the study was carried out with 264 data. The descriptive
statistics related to the gender variable of the teacher candidates are given in Table 1.

Table 1. Descriptive Statistics related to the Gender Variable

Gender f %
Female 185 70.1
Male 79 29.9

When Table 1 is analyzed, it can be seen that out of 264 primary school teacher candidates,
70.1% was female and 29.9% was male.

Data Collection Tool

In the study, the “Awareness Scale on Environmental Problems” developed by Giiven and
Aydogdu (2012) was used to determine the awareness levels of primary school teacher candidates. In

118



Journal of Education, Theory and Practical Research, 2022, Vol 8, Issue 1, 116-127 Fatih SEKER, Hakan SERT

the scale, the answer “yes” was used for positive items, the answer “no idea” was used for those who
had no answers and the answer “no” was used for negative items. The scale is a 3-point Likert scale.
The distribution of cognitive skills and the reliability coefficients (Cronbach a) of the six factors in the
scale according to the Bloom’s Taxonomy are shown in Table 2 (Giiven & Aydogdu, 2012). The total
consistence coefficient value (Cronbach a) of the scale was determined as .90. In terms of the reliability
of the scale, the alpha value being over 0,66 and close to 1 show that there is sufficient level of reliability
(Biiyiikoztiirk, 2011). The final version of the scale after the reliability and validity analyses consists of
44 items.

Table 2. The Distribution of the Items of the Scale in terms of Cognitive Skills according to Levels

Cognitive Skills Item Number Reliability of Factors (Cronbach o)
Knowledge 4,6,9,23,32,35,41,43 .95
Comprehension 2,11,13,16,20,25,33,40 .95
Application 12,14,15,19,36,38 91
Analysis 1,8,10,21,22,24,28,31 .90
Synthesis 5,17,18,27,39,42,44 .75
Evaluation 3,7,26,29,30,34,37 71

In the scale, the “yes” answer to the positive items on awareness was given 2 points, the “no”
answer was given 0 and the “no idea” answer was given | point. The points of the negative items in the
scale were converted according to the reverse scoring process. The minimum score which can be
received from the total items in the scale is 0 and the maximum score is 88. In the scoring of the scale,
scores between 0-29 were evaluated as low, scores between 30-59 as medium and scores between 60-
88 as high-level awareness scores (Karadag & Acar, 2020).

Analysis of the Data

The data of the study were analyzed with the SPSS 22.0 packaged software. In order to
determine whether the awareness levels of primary school teacher candidates on environmental
problems created any difference according to gender, age, staying at a dorm, keeping pets and
participating in environmental activities and projects variables, the t test (independent groups) and to
determine whether it created any difference according to the age gender, the one-way variance analysis
(ANOVA) was used.

In order to determine whether the data which were the assumption of the parametric tests used
in the study displayed normal distribution, the skewness and kurtosis coefficient was taken into
consideration and the results are given in Table 3.

Table 3. The Skewness and Kurtosis Coefficient of the Scale

Variable Skewness Kurtosis
Knowledge -474 -.338
Comprehension -.347 .458
Application -.657 -027
Analysis -.576 379
Synthesis -.460 .634
Evaluation -1.026 .786
Awareness of Environmental Problems Total -.5681 .033

The skewness and kurtosis coefficient of the cognitive area levels of the awareness scale on
environmental problems is between -1.5 and +1.5 and the data display normal distribution (Tabachnick
& Fidell, 2013). The sample’s score averages, which is another assumption, do not have a relationship.
In addition, descriptive statistics such as standard deviation, mode, median, percentage and frequency
were used in the study.

Limitations of the Study

The study is limited with the primary school teacher candidates who received education in a
state university in the Mediterranean Region, in the 2017-2018 academic year. Since convenience
sampling was used in the study, it is limited in terms of the gender variable of the participants being
similar.
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Findings

In this part of the study, the statistical analyses of the data are presented in line with the main
and sub-aims of the study. The descriptive statistics results of the scores received by primary school
teacher candidates from the awareness scale on environmental problems are presented in Table 4.

Table 4. Descriptive Statistics Results Related to the Awareness Level of Primary School Teacher Candidates on
Environmental Problems

Variable N Min Max X Ss
Awareness of Environmental Problems 264 41 63 54.87 4.4

In Table 4, it can be seen that the awareness level (X=54.87) of the primary school teacher
candidates on environmental problems was found as medium level. The analyses related to whether the
total scores of the primary school teacher candidates received from the awareness scale on
environmental problems displayed a significant difference or not according to gender variable are shown
in Table 5.

Table 5. Analysis of the Awareness of Primary School Teacher Candidates on Environmental Problems According
to the Gender Variable

Awareness of Environmental

Gender N X Ss  Sd t p

Problems

Knowledge Female 185 11.27 152 262 -0.04 .97
Male 79 1128 158

Comprehension Female 185 752 141 262 050 .62
Male 79 743 135

Application Female 185 9.17 161 262 105 .29
Male 79 895 152

Analysis Female 185 1296 186 262 0.13 .90
Male 79 1292 182

Synthesis Female 185 6.22 1.11 262 3.08 .00*
Male 79 573 128

Evaluation Female 185 8.01 096 262 0.82 .41
Male 79 790 1.14

Total Female 185 5515 431 262 159 .11
Male 79 5422 455

*p<0.05

There is no statistically significant difference between the scores received by primary school
teacher candidates from the awareness scale on environmental problems in the knowledge,
comprehension, application, analysis and evaluation sub-dimensions and from the total scale and the
gender variable (p>.05). This result expresses that, knowledge, comprehension, application, analysis
and evaluation sub-dimension scores and the total scale score of the primary school teacher candidates
in the awareness scale on environmental problems do not create a significant difference in terms of the
gender variable. However, the score the primary school teacher candidates received from the synthesis
sub-dimension of the awareness scale on environmental problems was found as statistically significant
in terms of the gender variable [t 62 =3.08, p<.05]. According to this, it was seen that females’
evaluation sub-dimension score average was higher than the score average of males (Female: X=6.22,
Male: X=5.73). When the total dimensions of the scale and the average score of its sub-dimensions were
taken into consideration, it was seen that the score average of the females was higher compared to the
score average of the males.

The analysis of the awareness of primary school teacher candidates on environmental problems
according to the age variable are given in Table 6.
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Table 6. Analysis of the Awareness of Primary School Teacher Candidates on Environmental Problems
According to the Age Variable.
Awareness of

Environmental Problems Age N X Ss F Sd P

Knowledge 18-20 113 11.49 138 2.232 2-262 .109
21-23 121 11.07 164
23 and above 30 11.30 1.53

Comprehension 18-20 113 754 145 0.199 2-262 .82
21-23 121 7.44 1.39
23 and above 30 7.57 1.17

Application 18-20 113 9.23 142 0.713 2-262 .491
21-23 121 898 171
23 and above 30 9.13 1.63

Analysis 18-20 113 13.19 1.78 2167 2-262 .117
21-23 121 12.83 1.82
23 and above 30 1250 213

Synthesis 18-20 113 596 1.14 0.977 2-262 .378
21-23 121 6.15 1.23
23 and above 30 6.20 1.13

Evaluation 18-20 113 791 109 1346 2-262 .262
21-23 121 8.08 0.91
23 and above 30 7.80 1.13

Total 18-20 113 55.32 390 1.023 2-262 .361
21-23 121 5455 458

23 and above 30 5450 5.32

When Table 6 was analyzed, it was seen that there is no statistically significant difference
between the scores received by the primary school teacher candidates from the knowledge,
comprehension, application, analysis, synthesis and evaluation sub-dimensions of the awareness scale
on environmental problems and their total scale scores and the age variable (p>. 05).

The analyses of awareness of primary school teacher candidates on environmental problems
according to the staying at a dorm variable is given in Table 7.

Table 7. Analysis of the Awareness of Primary School Teacher Candidates on Environmental Problems According
to the Staying at a Dorm Variable

Qwareness of Environmental Staying at a N e Ss sd ¢ 0

roblems Dorm

Knowledge Yes 147 1129 151 262 154 878
No 117 1126 157

Comprehension Yes 147 750 142 262 .094 925
No 117 749 1.36

Application Yes 147 9.08 1.64 262 -281 .779
No 117 9.14 152

Analysis Yes 147 1285 195 262 -952 .342
No 117  13.07 1.72

Synthesis Yes 147 6.10 1.26 262 358 721
No 117 6.04 1.09

Evaluation Yes 147 799 1.05 262 163 871
No 117 7.97 0.97

Total Yes 147 5480 450 262 -.283 .777
No 117 5496 4.29

When the awareness of primary school teacher candidates on environmental problems according
to the staying at a dorm variable was analyzed, it was seen that there is no statistically significant
difference between the knowledge, comprehension, application, analysis, synthesis and evaluation sub-
dimension scores and the total scale scores of the teacher candidates and the staying at a dorm variable
(p>. 05). This result expresses that the sub-dimension scores of the primary school teacher candidates
do not create a significant difference in terms of the staying at a dorm variable.

The results of the analyses of the awareness of primary school teacher candidates on
environmental problems according to the keeping pets variable is given in Table 8.
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Tablo 8. Analysis of the Awareness of Primary School Teacher Candidates on Environmental Problems According
to the Keeping Pets Variable

Awareness of Environmental Keeping

Problems Pets N X s Sd t P
Knowledge Yes 40 1123 175 262 -214 .831
No 224 1128 1.49
Comprehension Yes 40 800 128 262 251 .013*
No 224 741 1.39
Application Yes 40 923 158 262 515 .607
No 224  9.08 1.59
Analysis Yes 40 13.08 1.65 262 .475 .635
No 224 1292 1.88
Synthesis Yes 40 6.10 117 262 .162 .871
No 224 6.07 1.19
Evaluation Yes 40 810 093 262 .828 .408
No 224 796 1.03
Total Yes 40 5573 373 262 1335 .183
No 224 5472 450
*p<0.05

In Table 8, when the primary school teacher candidates’ awareness on environmental problems
was analyzed in terms of the keeping pets variable, it was seen that there is no statistically significant
difference between their the knowledge, comprehension, application, analysis, synthesis and evaluation
sub-dimension scores and their total scale scores and the keeping pets variable (p>. 05). This result
expresses that the knowledge, comprehension, application, analysis, synthesis and evaluation sub-
dimension scores and the total scale scores of the primary school teacher candidates do not create a
significant difference in terms of the keeping pets variable. However, it was determined that there is a
statistically significant difference between the comprehension sub-dimension scores of the primary
school teacher candidates and the keeping pets variable [t (262 =2.51, p<.05]. It was seen that the
comprehension sub-dimension score average of the primary school teacher candidates who kept pets
was higher compared to those who did not keep pets (Keeping pets: X=8.00, Not keeping pets: X=7.41).
In addition, although it is not statistically significant, it was seen that environmental problems score
averages of the primary school teacher candidates who kept pets was higher compared to those who did
not keep pets. The results of the analyses of the awareness of primary school teacher candidates on
environmental problems according to the participating in environmental activities variable is given in
Table 9.

Table 9. Analysis of the Awareness of Primary School Teacher Candidates on Environmental Problems According
to the Participating in Environmental Activities Variable.

Awareness of Participating in
Environmental Environmental N X Ss Sd t p
Problems Activities
Knowledge Yes 90 11.16 159 262 -.894 .372
No 174 1133 150
Comprehension Yes 90 7.66 147 262 1.342 .181
No 174 741 1.34
Application Yes 90 9.04 161 262 -454 .65
No 174 914 157
Analysis Yes 90 13.07 195 262 .756 .45
No 174 1289 1.80
Synthesis Yes 90 6.03 118 262 -381 .703
No 174  6.09 1.19
Evaluation Yes 90 8.04 097 262 771 441
No 174 794 1.04
Total Yes 90 55.00 452 262 .342 .733
No 174 54.80 4.34

When Table 9 was analyzed, it was seen that there is no significant difference between primary
school teacher candidates’ participating in environmental activities and their knowledge,
comprehension, application, analysis, synthesis and evaluation sub-dimension scores and their total
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scale scores from the awareness scale on environmental problems (p>. 05). This result expresses that
the knowledge, comprehension, application, analysis, synthesis and evaluation sub-dimension scores
and total scale scores of the primary school teacher candidates do not create a significant difference in
terms of the participating in environmental activities variable. The results of the analyses of the
awareness of primary school teacher candidates on environmental problems according to the
participating in environmental projects variable is given in Table 10.

Table 10. Analysis of the Awareness of Primary School Teacher Candidates on Environmental Problems
According to the Participating in Environmental Projects Variable.

Awareness of Participating in N X Ss Sd t p

Environmental Environmental Project

Problems

Knowledge Yes 36 1097 175 262 -1.3 .206
No 228 1132 1.49

Comprehension Yes 36 781 137 262 144 151
No 228 745 1.39

Application Yes 36 897 163 262 -55 .586
No 228 9.13 158

Analysis Yes 36 12.83 1.93 262 -40 .692
No 228 1296 1.84

Synthesis Yes 36 578 124 262 -16 .108
No 228 6.12 1.17

Evaluation Yes 36 808 087 262 .673 .502
No 228 796 1.04

Total Yes 36 5444 441 262 -63 532
No 228 5494 4.40

When Table 10 was analyzed, it was seen that there is no significant difference between primary
school teacher candidates’ participating in environmental projects and their knowledge, comprehension,
application, analysis, synthesis and evaluation sub-dimension scores and their total scale scores (p>. 05).
This result expresses that the awareness of the primary school teacher candidates on environmental
problems not create a significant difference in terms of the participating in environmental projects
variable.

Discussion, Conclusion and Suggestions

The purpose of this study is to analyze the awareness of primary school teacher candidates and
their awareness level on environmental problems in terms of gender, age, staying at a dorm, keeping
pets and participating in environmental activities and projects variables.

In the study, it was determined that the awareness of primary school teacher candidates on
environmental problems is of medium level. In the literature, there are studies which report that teacher
candidates have medium level awareness in terms of awareness on environmental problems (Kadioglu
Ates & Isik Oner, 2020; Sidekli & Aktay, 2017). Additionally, there are studies in which the awareness
level of teacher candidates on environmental problems is considered quite high (Karadag & Acar, 2020)
and low (Demirbas & Pektas, 2009; Giiven & Aydogdu, 2012; Kahraman, Yal¢in, Ozkan & Aggiil,
2008; Ozdemir, Yildiz, Ocaktan & Sarisen, 2004) as well. It is considered that these differences are a
result of different study samples.

In the study, it was determined that in general gender does not create a significant difference in
awareness on environmental problems. However, it was determined that there is a statistically significant
difference between the score average of the “synthesis” sub-dimension of the scale on awareness on
environmental problems and the gender variable (p<0.05). In this finding, the score average of the
female students is higher compared to the score average of the male students. In addition, although it is
not statistically significant, it was seen that the score averages of the female students are higher
compared to the male students when the total dimensions of the scale and the averages of the other sub-
dimensions are taken into consideration. In support of this finding, there are studies in the literature
which report that the awareness scores of female teacher candidates on environmental problems are
higher than the scores of male teacher candidates (Aydede Yal¢in & Cayci, 2018; Ergin, 2019; Kadioglu
Ates & Isik Oner, 2020; Sidekli & Aktay, 2017). Moreover, while a significant difference was not found
between the environmental awareness score and the gender variable in Dogan and Purutguoglu’s (2017)
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study involving social service experts, a statistically significant difference was found only between the
comprehension sub-dimension of the scale and the gender variable and it was reported to be in favor of
females. This finding is in parallel with the findings of this study. Karahan, Gorgiin and Oktay (2017)
have analyzed the environmental awareness levels of undergraduate students. As a result of the study, it
was determined that the environmental awareness level of female students was higher compared to the
male students. Similarly, Tamam, Yiirekli, Bagaran and Uskun (2017) have reported that the awareness
scores of female students in the faculty of medicine on environmental problems was higher compared
to the male students. In Karadag and Acar’s (2020) study involving social studies teacher candidates, it
was determined that male teacher candidates had a higher score average of environmental problems
compared to female teacher candidates, although it was not statistically significant. In the literature,
there are also studies which show that the environmental awareness of male students is higher than the
environmental awareness of female students (Korhonen & Lappalainen, 2004; Yilmaz, 2009). However,
there are studies in which there is no significant difference between the gender variable and the
awareness of teacher candidates on environmental problems as well (Karadag & Acar, 2020; Yapici,
2009). It is considered that the differences between awareness on environmental problems in terms of
gender is due to the culture and environment the individuals live in.

It was determined that there is no statistically significant difference between the knowledge,
comprehension, application, analysis, synthesis and evaluation sub-dimension scores of primary school
teacher candidates’ awareness on environmental problems and their total scale scores in terms of the age
variable. In parallel to this, a statistically significant difference was not found between the sensitivity of
teacher candidates towards environmental problems and the age variable in Ercengiz, Kegeci Kurt and
Polat’s (2014) study either. In addition, in Dogan and Purutguoglu’s (2017) study involving social
service experts, while no significant difference was found between environmental awareness and the
age variable, a significant difference was found between only the comprehension sub-dimension and the
age variable. In Karahan et al.’s study (2017), a significant difference was found between the
environmental awareness levels of undergraduate students and the age variable. Similarly, in Kadioglu
Ates and Isik Oner’s (2020) study involving teacher candidates, the awareness on environmental
problems scores of teacher candidates aged 22 and over were found statistically higher compared to the
scores of teacher candidates aged 19-21.

In the study, it was determined that there is statistically no significant difference between the
knowledge, comprehension, application, analysis, synthesis and evaluation sub-dimension scores of
primary school teacher candidates’ awareness on environmental problems and their total scale scores
and the staying at a dorm variable. However, when it is taken into consideration that students staying at
dorms consume less electricity and water, the awareness of teacher candidates who stay at dorms on
environmental problems is expected to be higher compared to teacher candidates who do not live in
dorms (Petersen, Shunturov, Janda, Platt, & Weinberger, 2007). However, in this study involving
primary school teacher candidates, the score averages of students who stay at dorms and students who
do not stay at dorms were found close to each other. Ozdemir et al. (2004) have determined that faculty
of medicine students who stay at dorms have more knowledge on the environment but the students act
in a careless and carefree manner in terms of the environment despite their knowledge.

In the study, it was determined that there is statistically no significant difference between the
knowledge, comprehension, application, analysis, synthesis and evaluation sub-dimension scores of
primary school teacher candidates’ awareness on environmental problems and their total scale scores
and the keeping pets variable. However, it was determined that there is a statistically significant
difference between the comprehension sub-dimension of the awareness of primary school teacher
candidates on environmental problems and the keeping pets variable. This difference was found in favor
of teacher candidates who kept pets. In addition, the score averages of teacher candidates who kept pets
is higher compared to teacher candidates who did not keep pets. In Ergin’s (2019) study involving
teacher candidates, it was determined that the environmental awareness of teacher candidates who regard
animals as a part of their lives is statistically higher compared to teacher candidates who do not regard
animals as a part of their lives. Similarly, in Vatansever Bayraktar and Firat’s (2020) study involving
primary school students, it was determined that the environmental awareness of students who think that
keeping pets at home is suitable is statistically significantly higher compared to students who do not
think that keeping pets at home is suitable. However, in Onder’s (2015) study involving eighth grade
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students, a significant difference was not found between the attitudes of students towards the
environment and keeping pets.

In the study, it was determined that participating in environmental activities in general does not
create a significant difference on the awareness on environmental problems. In the literature, there are
studies which support this finding. However, in Karadag & Acar’s (2020) study involving social studies
teachers, it was determined that the awareness of teacher candidates who participate in environment
related seminars, meetings or conferences on environmental problems is statistically higher compared
to teacher candidates who do not participate in such environmental activities. Similarly, there are studies
in the literature as well which report that the awareness on environmental problems score of individuals
who participate in environmental activities is higher compared to individuals who do not participate in
such activities (Aydede Yal¢in & Cayci, 2018; Kadioglu Ates & Isik Oner 2020). Tamam et al. (2017)
have determined in their study that faculty of medicine students who participate in environmental
activities have higher environmental attitudes compared to students who do not participate in such
activities.

It was determined in the study that there is no significant difference between primary school
teacher candidates’ participating in environmental projects and their knowledge, comprehension,
application, analysis, synthesis and evaluation sub-dimension scores of the awareness on environmental
problems scale and total scale scores. However, Ozgel, Aydogdu and Giiven Yildirim (2018) have
determined in their study that seventh grade primary school students who participate in nature camp-
assisted excursion-observation have higher awareness on environmental problems scale scores
compared to students who do participate in. Similarly, it was determined in the environment project
carried out by Pereira et al. (2006) that the questioning skills and awareness of students who participated
developed.

The study group of the study consists of primary school teacher candidates. Future studies can
involve different sample groups such as teachers, academicians who work in the faculty of education of
universities and students. In addition, educational programs, in-service training and projects can be
organized to raise awareness on the environment and efficiency research can be carried out as a result
of these activities. Purposeful lesson contents can be prepared to raise environmental awareness in the
undergraduate education level.

Reference
Alpak Tung, G. (2016). Investigation of prospective science teachers’ ethical approach towards environment with
attitudes towards sustainable environment [Unpublished Master Thesis]. Adnan Menderes University.

Alpak Tung, G. & Yenice, N. (2017). An analysis of pre-service science teachers’ moral considerations about
environment and their attitudes towards sustainable environment. International Electronic Journal of
Environmental Education,7, 17-33.

Arora, N.K., Fatima, K., Mishra, I., Verma, M. & Mishra, J. (2018). Environmental sustainability: challenges and
viable solutions. Environmental Sustainability, 1, 309-340. https://doi.org/10.1007/s42398-018-00038-w

Arslan, K. & Kizildag, A. (2018). Examination of environmental awareness of university students in terms of
various variables. The Journal of Academic Social Science, 6(84) 175-192.

Aydede Yal¢in, M. N. & Cayci, B. (2018). Investigation of the environmental awareness of pre-service teachers
in terms of socio-demographic characteristics. Trakya Journal of Education, 8(3), 578-590.

Aydogdu, M. & Gezer, K., (2007). Environmental science. An1 Publishing.

Baykal, H. & Baykal, T. (2008). Environmental problems in a globalized. Mustafa Kemal University Journal of
Social Sciences Institute, 5(9), 1-17.

Biiytikoztiirk, S. (2011). Sosyal bilimler icin veri analizi el kitabi [Manual of data analysis for social sciences]
(13th ed.). Pegem Akademi Publishing.

Biiyiikoztiirk, S., Kilig Cakmak, E., Akgiin, O. E., Karadeniz, S., & Demirel, F., (2013). Bilimsel arastirma
yontemleri [Scientific research methods] (14th ed.). Pegem Akademi Publishing.

Cepel, N., (1992). Doga-¢evre-ekoloji ve insanligin ekolojik sorunlarr [Nature-environment-ecology and
ecological problems of humanity] (1. Baski). Altin Kitaplar Publishing.

Cepni, S. (2012). Arastirma ve proje ¢alismalarina giris [Introduction to research and project work] (6th .ed.).
Celepler Printing Press.

Chauhan, B. S. (2008). Environmental studies. University Science Press.

125


https://doi.org/10.1007/s42398-018-00038-w

Journal of Education, Theory and Practical Research, 2022, Vol 8, Issue 1, 116-127 Fatih SEKER, Hakan SERT

Demirbas, M. & Pektas, H. M. (2009). Elementary students’ levels of realization of basic
concepts related with environment problem. Necatibey Faculty of Education Electronic Journal of Science and
Mathematics Education, 3(2), 195-211.

Denis, H. & Geng, H. (2007). Comparison of the attitudes towards the environment and their achievements in the
environmental science course of primary school teachers who take and do not take environmental science
courses. Mehmet Akif Ersoy University Journal of Education Faculty, 13, 20-26.

Dogan, I. & Purutguoglu, E. (2017). The determination of the environmental awareness levels of social workers
and their attitudes towards the environment. The Journal of Turkish Social Research, 21(2), 389-405.

Dogan, Y., Sarag, E. & Cicek, O. (2017). Perceptions of middle school students about environmental problems,
and their causes and solutions. International Journal of Eurasia Social Sciences, 8(29), 787-804.

Durac, L. (2020). Education as an element enhancing individual and collective awareness of the need to preserve
the environment.  Present  Environment and  Sustainable  Development,  14(1), 79-88.
https://doi.org/10.15551/pesd2020141006

Ercengiz, M., Kegeci Kurt, S. & Polat, S. (2014). Analysis of teacher candidates’ sensitivity on environmental
problems (The example of Agr1). EKEV Academy Journal, 18(59), 119-132.

Ergin, D.Y. (2019). Environmental awareness of teacher candidates. World Journal of Education, 9(1), 152-161.
https://doi.org/10.5430/wje.vOn1p152

Erol, G. H., & Gezer, K. (2006). Attitudes of primary school teacher candidates towards the environment and
environmental problems. International Journal of Environmental and Science Education, 1(1), 65-77.

Giines, T., Alat, K. & Goziim, A.I.C. (2013). Renewable energy sources attitude scale for science teachers: validity
and reliability study. Journal of Educational Science Research, 3(2), 269-289.

Giiney, E. (2002). Genel ¢evre kirlenmesi [General environmental pollution]. Cantay Bookstore.

Giiven, E. & Aydogdu, M. (2012). Development of an awareness scale and determination of teacher candidates’
awareness levels regarding environmental problems. Journal of Teacher Education and Educators, 1(2), 185-
202.

Kadioglu Ates, H. & Isik Oner, A. (2020). Investigation of preservice teacher awareness levels for environmental
problems. The Journal of Kesit f Academy, 6(24), 126-144.
Kahraman, S., Yalcin, M., Ozkan, E. & Aggiil, F. (2008). Comparison of pre service science teachers creativity

who are in different instruction processes according to gender and type of graduated high school. Gazi
University Journal of Gazi Education Faculty, 28(3), 249-263.

Kahyaoglu, M., Daban, S. & Yangin, S. (2008). Attitudes of primary candidate teachers about environmental.
Dicle University Journal of Ziya Gékalp Faculty of Education, 11, 42-52.

Karadag, Y. & Acar, F. (2020). An analysis about social studies prospective teachers' awereness levels on
environmental problems. International Journal of New Approaches in Social Studies, 4(1), 62-78.

Karahan, K., Gorgiin, B. & Oktay, A. (2017). Levels of university students' green marketing and environmental
awareness: firat university sampling. Journal of Harput Studies, 4(2), 57-76.

Karasar, N. (2015). Bilimsel arastirma yontemi- kavramlar, ilkeler, teknikler [Scientific research method -
concepts, principles, techniques] (20th ed.). Nobel Publication Distribution.

Kaya, M. F. (2014). Social studies teachers' perceptions related to environmental problems: a sample analysis of
metaphors. Turkish Studies, 9(2), 917-931. https://doi.org/10.7827/TurkishStudies.6308

Kayali, H. (2010). Social studies, Turkish and classroom teacher candidates attitudes
towards environmental issues. Marmara Geographical Review, 21, 258-268.

Kavrak, A. H. (2018). Determination of the mental models towards environmental pollution of primary school
fourth grade [Unpublished Master Thesis]. Kastamonu University.

Korhonen, K. & Lappalainen, A. (2004). Examining the environmental awareness of children and adolescents in
the Ranomafana region, madagascar. Environmental Education Research, 10(2), 195-216.
https://doi.org/10.1080/13504620242000198177

Okur Berberoglu, E. & Uygun, S. (2012). Checking over relationship between environmental awareness and
environmental attitudes by structural equation modelling. Journal of Uludag University Faculty of Education,
25 (2), 459-473.

Oweini, A. & Houri, A. (2006). Factors affecting environmental knowledge and attitudes among Lebanese college
students. Applied Environmental Education and Communication, 5, 95-105.

Ocal, T. (2013). Determination of the attitudes of prospective social studies teachers towards environmental
problems Marmara Geographical Review, 27, 333-352.

126


https://doi.org/10.15551/pesd2020141006
https://doi.org/10.5430/wje.v9n1p152
https://doi.org/10.7827/TurkishStudies.6308
https://doi.org/10.1080/13504620242000198177

Journal of Education, Theory and Practical Research, 2022, Vol 8, Issue 1, 116-127 Fatih SEKER, Hakan SERT

Onder, R. (2015). Primary school students' attitudes towards environment. Karabiik University Journal of Institute
of Social Sciences/JOISS, 5(1), 115-124.

Ozdemir, A. & Yapic, E. (2010). The comparison of awareness and concern levels oriented towards environmental
problems of prospective teachers. Journal of Anatolian Natural Science, 1(1), 48-56.

Ozdemir, O., Yildiz, A., Ocaktan, E. & Sarisen O. (2004). Awareness and sensibility levels of medical students.
Journal of Ankara University Faculty Medicine, 57(3), 117-127.

Ozgel, Z. T., Aydogdu, M. & Giiven Yildirim, E. (2018). Impact of nature camp-assisted environmental education
on awareness and attitude towards environmental problems. lhlara Journal of Education Research, 3(2), 90-
106.

Oztarak¢i, D. (2019). Environment friendly behaviors and environmental identity of pre-service teachers
[Unpublished Master Thesis]. Balikesir University.

Pereira, R., Pinho, R., Lopes, L., Antunes, S. C., Abrantes, N. & Gongalves, F. (2006). Helping teachers to use
urban natural areas for science teaching and environmental education. Fresenius Environmental Bulletin,
15(11), 1467-1473.

Petersen, J.E., Shunturov, V., Janda, K., Platt, G. & Weinberger, K., (2007). Dormitory residents reduce electricity
consumption when exposed to real-time visual feedback and incentives. International Journal of
Sustainability in Higher Education, 8(1), 16-33.

Pmar, E. & Yakisan, M. (2017). Analysis of drawings on environmental concepts of the primary school students.
Trakya University Journal of Education, 8(1), 97-113.

Sagsoz, G. & Doganay, G. (2019). Analysing the opinions of primary school students’ on the environment and
environmental problems; example of Giresun province, Turkey. Anadolu University Journal of Education
Faculty, 3(1), 1-20.

Seggin, F., Yalvag, G. & Cetin, T. (2010, November 11-13). Perceptions of 8th grade students on environmental
problems through cartoons. International Conference on New Trends in Education and Their Implications.
Antalya-Tiirkiye.

Sidekli, S. & Aktay, S. (2017). The awareness of preservice teachers in primary school education department on
environmental problems. International Electronic Journal of Environmental Education, 7(2), 152-166.

Seker, F. & Aydinli, B. (2022). A Trial Patch to Sustainable Development. Sci & Educ,
https://doi.org/10.1007/s11191-021-00315-x

Tabachnick, B.G. & Fidell, L.S. (2013). Using Multivariate Statistics (6™ ed.). Pearson.

Talas, M. & Karatag, A., (2012). The importance of community service practices course in improving
environmental awareness: The example of Nigde University faculty of education. Journal of World of Turks,
4(1), 107-124.

Tamam, 1., Yiirekli, M.V., Basaran, O. & Uskun, E., (2017). Awareness towards environmental problems and
environmental attitudes of medical students. Smyrna Med Case Journal, 1, 8-17.

Yalginkaya, E. (2012). The levels of primary 6th grade students’ awareness of environmental issues. Marmara
Geographical Review, 25, 137-151.

Yapici, E. (2009). Comparation of awareness and concern levels oriented towards environmental problems of
prospective teachers [Unpublished Master Thesis]. Adnan Menderes Universitesi.

Yildirim, C., Bacanak, A. & Ozsoy, S. (2012). Pre-service teachers’ sensibilities towards environmental problems.
Kastamonu Education Journal, 20(1), 121-134.

Yildiz, K., Sipahioglu, S. & Yilmaz, M., (2005). Environmental science. Daytime Education and Publishing.
Yilmaz, R. (2009). Investigation on the environmental consciousness level in edirne and
its relations with socio-economic structures. Journal of Tekirdag Agricultural Faculty, 6(1), 79-92.

Vatansever Bayraktar, H. & Firat, T. (2020). Environmental awareness of primary school students. Journal of
Social and Humanities Sciences Research, 7(55), 172.

This work is licensed under a Creative Commons Attribution 4.0 International License.

127


https://doi.org/10.1007/s11191-021-00315-x
https://creativecommons.org/licenses/by/4.0/

ISSN 2149-7702
e-ISSN 2587-0718 DOI: 10.38089/ekuad.2022.102

Cilt 8 (2022) Say1 1, 116-127

Smif Ogretmen Adaylarin Cevre Sorunlarina Yonelik Farkindahk

Diizeylerinin Incelenmesi

Fatih SEKER !, Hakan SERT ?

Oz

Anahtar Kelimeler

Bu calismanin amaci simif 6gretmen adaylarinin gevre sorunlarina yonelik
farkindaliklar1 tespit etmek ve cevre sorunlarina yonelik farkindaliklarini
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Giris

Cevre, canlilarin yagamlarini1 devam ettirdigi sosyal, fiziksel, kimyasal ve biyolojik faktdrlerin
tamami olarak belirtilmektedir (Aydogdu ve Gezer, 2007; Cepel, 1992). Ayrica, canlilarin yasamlarin
devam etmeleri i¢in gerekli olan ortam olarak da goriilmektedir (Giiney, 2002; Yildiz, Sipahioglu ve
Yilmaz, 2005). Canlilar i¢inde yasadiklar1 ve gelistikleri ¢evreyle devamli etkilesim halindendir (Talas
ve Karatasg, 2012). Sistem olarak denge halinde olan ve canli ile cansiz varliklarin biitiiniinii olusturan
cevre her gegen giin bozulmaktadir. Bu bozulmaya sebep olan ana unsurlarin baginda insanoglunun
stirekli kar etme diisiincesiyle hareket etmesi ile dogal kaynaklari sanki sinirsizmig gibi tiiketmesi
gelmektedir. Bu da c¢evre sorunlarina neden olmaktadir. Bu sebeple ¢evre sorunlari, insan
yerlesimlerinin yogun oldugu yerlerde ve yakinlarinda giderek artmaktadir (Alpak Tung, 2016).

Cevre sorunlar1 sadece yasadigimiz cografyanin sorunu degil diinya iizerinden yasayan tim
canlilarla birlikte nihayet yaklasik 6.7 milyar insanin da sorunu haline gelmistir (Baykal ve Baykal,
2008). Yerkiire 5.5 milyar yagindadir ve 6zellikle son yiizy1l icinde insanoglu dogay1 tahrip etmis, dogal
kaynaklar1 neredeyse tikketmistir. Bu dogal kaynaklarin tiiketilmesi giiniimiizde hava, su ve toprak
kirliligi, kiiresel 1sinma, ozon tabakasinin incelmesi, kiiresel pandemiler ve bir¢ok canli tiirliniin yok
olmas1 gibi birgok soruna yol agmistir (Arora, Fatima, Mishra, Verma, ve Mishra, 2018; Seker ve
Aydinli, 2022). Bu sorunlarin en biiyiik sebeplerinden biri de hizli niifus artigidir. Niifusun artmasiyla
insanlarin ihtiyag¢lar1 da fazlalagtigi i¢in hizli ve yiiksek kapasiteli {iretim yapan sanayi geligmistir.
Sanayinin gelismesi, dogal kaynaklarin ve enerji tilketiminin artmasina sebep olmustur (Giiney, 2002;
Denis ve Geng, 2007; Oweini ve Houri, 2006). Artan enerji tiikketimi fosil yakitlarinin daha ¢ok
tilketilmesine sebep olmustur (Giines, Alat ve Goziim, 2013). Ayrica insanoglunun g¢evreye karsi
ilgisizligi, duyarsizlig1 ve yeterince ¢evre egitimi almamis olmalar1 da ¢evre sorununa neden olan bir
diger etkendir (Durac, 2020). Gegmiste yapilan bilingsizce davraniglarin sonucunda diinyanin ve insan
neslinin geleceginin biiyiik bir tehlike altinda oldugunu tahmin etmek ¢ok zor degildir.

Cevre sorunlari ile miicadele etmenin Ve ¢evre sorunlarini ortadan kaldirmanin en etkili ve kalici
¢Oziim yollarindan birisi toplumu olusturan bireylerin ¢evre sorunlarina yonelik farkindalik ve
duyarliklarinin kazanarak bilinglenmesidir. Bu durum bireylere verilecek egitim ile gerceklesebilir
(Ergin, 2019). Bu minvalde egitim, ¢evreye yonelik sorunlarin analiz edilmesine ve gerekli 6nlemlerin
alimmasima yardime1 olmaktadir (Chauhan, 2008). Egitimin her yas seviyesinden 6grencilere erken
yastan itibaren verilmesi 6nemlidir. Ciinkii erken yaslardan itibaren verilen ¢evre egitimin bireyin ileriki
yaslarindaki davraniglarina olumlu etki edecegi bilinmektedir. Cevre egitiminde bireyin
davraniglarindaki en 6nemli degisiklik ise ilkokul ¢aglarinda ger¢eklesmektedir (Seggin, Yalvag ve
Cetin, 2010). Ilkokul ¢aglarindaki 6grencileri i¢in sinif dgretmenleri rol model olarak goriilmektedir.
Ancak meslege baslamadan once egitim fakiiltelerinde siif 6gretmenlerine verilen ¢evre egitimi bilgi
ve tutum smirlidir. Halbuki bireylere ¢cevre ve ¢evre sorunlarina yonelik bilgi, farkindalik ve olumlu
tutum kazandirarak onlarda ¢evre bilincinin olusmasi saglanabilir (Kahyaoglu, Daban ve Yangin, 2008;
Okur Berberoglu ve Uygun, 2012). Bu durum i¢in 6n kosullardan birisi ¢evre sorunlarina yonelik
farkindaligin olusturulmasidir. Dolayisiyla ¢evre sorunlarinin ¢éziimiinde ve 6nlenmesinde 6grencileri
yonlendirecek, onlar1 egitecek ve cevre farkindaligi yiliksek bireyler yetistirecek olan sinif 6gretmen
adaylarinin ¢evre sorunlarina yonelik farkindaliklarinin incelenmesi ve bu farkindaliklarinin etkileyen
degiskenlerin tespit edilmesi gerekmektedir (Erol ve Gezer, 2006). Ayrica sinif 6gretmeni adaylarinin
gelecek nesillere cevre sorunlarina yonelik farkindaliklarini 6nemli 6l¢iide etkileyebilecegi varsayilarak
aragtirmanin gerekli oldugu disiiniilmektedir. Bu yilizden bu g¢alismanin amaci; smif ogretmen
adaylarinin ¢evre sorunlarina yonelik farkindaliklarini ve farkindalik diizeylerini cinsiyet, yas, yurtta
kalma, evcil hayvan besleme, ¢evre etkinligine ve projelerine katilma degiskenlerine gore incelemektir.

Bu caligma kapsaminda; smif 6gretmen adaylarinin ¢evre sorunlarina yonelik farkindalik
diizeyleri ele alinmistir. Bu kapsamda arastirmanin problem ve alt problemleri asagida sunulmus ve
problemlere cevap aranmistir:

1.  Sif 6gretmen adaylarinin ¢evre sorunlarina yonelik farkindalik diizeyleri nedir?

2.  Sinif dgretmen adaylarinin gevre sorunlar1 farkindalik diizeyleri ile cinsiyet, yas, yurtta
kalma, evcil hayvan besleme, c¢evre etkinligine katilma ve cevre projelerine katilma
durumu arasinda anlamli farklilik var midir?
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[lgili alan yazin incelendiginde ¢evre sorunlari ile ilgili yapilan ¢alismalarin bir béliimii ilkokul
diizeyi 6grencilerinin g¢evre kirliligine yonelik zihinsel modellerinin belirlenmesine (Kivrak, 2018),
¢evre kavramlarmin belirlenmesine (Pnar ve Yakisan, 2017), ¢evre ve gevre sorunlarina iliskin
goriislerinin incelenmesine (Sags6z ve Doganay, 2019) yonelik ¢alismalarin oldugu, diger bir
bolimiiniin ise ortaokul Ogrencilerinin ¢evre sorunlart farkindalik diizeylerinin incelenmesine
(Yalginkaya, 2012), ¢evre sorunlarinin nedenleri ve ¢oziimlerine yonelik algilarina (Dogan, Sarag ve
Cicek, 2017) yonelik oldugu goriilmektedir. Yine lisans 6grencilerinin ¢evreye yonelik duyarliklarinin
incelenmesine (Arslan  ve Kizildag, 2018), c¢evre dostu davramslari ile cevre kimliklerinin
incelenmesine (Oztarakgi, 2019), ¢evre sorunlarma karst duyarhiliklarin incelenmesine (Yildirim,
Bacanak ve Ozsoy, 2012), cevresel farkindaliklarinin sosyodemografik ozellikleri agisindan
incelenmesine (Aydede Yalgin ve Cayci, 2018), g¢evre sorunlarina yonelik farkindalik ve ilgi
diizeylerinin karsilastirilmasma (Ozdemir ve Yapici, 2010), cevre sorunlarmna yénelik tutumlarmimn
incelenmesine (Kayali, 2010; Ocal, 2013), siirdiiriilebilir ¢evreye yonelik tutumlarm incelenmesine
(Alpak Tung ve Yenice, 2017) ve ¢evre sorunlarina iliskin algilarina (Kaya, 2014) yonelik ¢aligmalarin
da oldugu goriilmektedir. Fakat spesifik olarak sinif 6gretmeni adaylarinin ¢evre sorunlarina yonelik
farkindaliklarinin ve farkindaliklan etkileyen faktorler iizerinden yiiriitillen ¢aligmalarin incelendigi
arastirmalarin sinirh oldugu sonucuna ulasilmistir. Literatiirde ¢evre sorunlarina yonelik farkindaliklar
ile farkindaliklar1 etkileyen faktorlerin incelendigi ¢aligsmalarin az olmasi, gelecekte bu alanda yapilacak
olacak ¢alismalara isaret etmektedir.

Yontem

Smif 6gretmenlerinin ¢evre sorunlarina yonelik farkindalik diizeylerini belirlemek icin iliskisel
tarama modeli arastirmanin deseni olarak belirlenmistir. Iliskisel tarama modeli; gecmiste veya halen
devam etmekte olan birden fazla degisken arasindaki degisim varlig1 ile onun derecesini tespit etmeyi
ve betimlemeyi amaglayan arastirma modelidir (Cepni, 2012; Karasar, 2015).

Arastirmanin Orneklemi

Arastirmanin evrenini Tiirkiye’deki devlet tiniversitede 6grenim goren sinif 6gretmen adaylar
olusturmaktadir. Arastirmanin Srnekleminin se¢ilmesinde uygun ornekleme yontemi kullanilmistir.
Uygun 6rnekleme yonteminde zaman, para ve isgiicii kaybinin 6nlenmesi temel amaglardandir. Burada
maksimumum ulagilabilirlik ve tasarruf durumlari goézetilmektedir (Biiytlikoztiirk, Kilig Cakmak,
Akgiin, Karadeniz, ve Demirel, 2013). Bu dogrultuda 2017-2018 egitim 6gretim yilinda Akdeniz
Bolgesinde yer alan bir devlet iniversitesinin egitim fakdiltesi sinif 6gretmenligi bolimiinde 6grenim
goren 269 6gretmen adayr aragtirmanin orneklemini olusturmaktadir. Arastirmaya katilan dgretmen
adaylarmin cevaplar1 bos birakma, hep ayni cevabi isaretleme ve samimi olmama gibi nedenlerden
dolay1 5 tane veri isleme alimmamus arastirma 264 veri iizerinden Yiiriitiilmiistiir. Ogretmen adaylarinin
cinsiyet degiskenine ait betimsel istatistikler Tablo 1’de sunulmustur.

Tablo 1. Cinsiyet Degiskenine Ait Betimsel Istatistikler

Degisken f %
Kiz 185 70.1
Erkek 79 29.9

Tablo 1 incelendiginde c¢alismaya katilan 264 smif O6gretmen adayindan %70.1'inin kiz,
%29.9'unun erkek oldugu goriilmektedir.

Veri Toplama Araci

Aragtirmada Giiven ve Aydogdu (2012) tarafindan gelistirilmis olan "Cevre Sorunlarina
Yonelik Farkindalik Olgegi" smf 6gretmen adaylarmin farkindalik diizeylerini belirlemek igin
kullanilmistir. Olgekte olumlu maddeler igin evet, herhangi bir cevabi olmayanlar icin fikrim yok,
olumsuz maddelerin igin hayir ifadeleri kullanmlmstir. Olgek 3°lii likert seklindedir. Olgegin Bloom
Taksonomisi’ne gore biligsel becerilerin dagilimlar ve dlgekteki alt1 faktoriin giivenirlik katsayilar
(Cronbach a) Tablo 2’de gosterilmistir (Giiven ve Aydogdu, 2012). Olgegin toplam tutarlik (Cronbach
) degeri .90 olarak tespit edilmistir. Olgegin giivenilir olmasi igin alfa degerinin alfa degerinin 0,66 nin
tizerinde olmast ve 1’e yakin olmasi giivenirligin yeterli diizeyde oldugunu gostermektedir
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(Biiyiikoztiirk, 2011). Giivenirlik ve gegerlik analizleri yapilan 6lgegin nihai hali 44 madden
olusmaktadir.

Tablo 2. Olgege ait Maddelerin Bilissel Becerilerin Basamaklara Gore Dagilimi

Biligsel Beceriler Madde Numarasi Faktorlerin Giivenirligi (Cronbach o)
Bilgi 4,6,9,23,32,35,41,43 .95
Kavrama 2,11,13,16,20,25,33,40 .95
Uygulama 12,14,15,19,36,38 91
Analiz 1,8,10,21,22,24,28,31 .90
Sentez 5,17,18,27,39,42,44 75
Degerlendirme 3,7,26,29,30,34,37 71

Olgekte farkindalikla ilgili yer alan olumlu maddelere evet yanitina 2, hayir yanitina 0 ve fikrim
yok yanitina 1 puan verilmistir. Olgekteki olumsuz maddelerin puanlari ters puanlama islemine gore
doniistiiriilmiistiir. Olgegin toplam maddelerinden alinabilecek minumum puan 0, maksimum puan ise
88°dir. Olgegin puanlamasinda 0-29 arasi diisiik, 30-59 arasi orta ve 60-88 arasi yiiksek diizey
farkindalik puani olarak degerlendirilmistir (Karadag ve Acar, 2020).

Verilerin Analizi

Aragtirma verileri SPSS 22.0 paket programi kullanilarak analiz edilmistir. Sinif 6gretmen
adaylarmin c¢evre sorunlarma yonelik farkindalik diizeyleri ile cinsiyet, yurtta kalma, evcil hayvan
besleme, cevre etkinligine ve projelerine katilma degiskenine gore farklilik olusturup olusturmadigini
tespit etmek i¢in t testi (bagimsiz gruplar) ve yas degiskenine gore farklilik olusturup olusturmadigina
tespit etmek i¢in ise tek yonlil varyans analizi (ANOVA) yapilmstir.

Arastirmada kullanilan parametrik testlerin varsayimi olan verilerin normal dagilim gosterdigini
tespit etmek icin ¢arpiklik ve basiklik katsayisi dikkate alinmis ve Tablo 3’te sunulmustur.

Tablo 3. Olgeginin Carpiklik ve Basiklik Katsayisi

Degigken Carpiklik Basiklik
Bilgi -474 -.338
Kavrama -.347 .458
Uygulama -.657 -027
Analiz -.576 379
Sentez -.460 .634
Degerlendirme -1.026 .786
Cevre Sorunlarina Yonelik Farkindalik Toplam -.581 .033

Cevre sorunlarina yonelik farkindalik Olgeginin biligsel alan basamaklarmin carpiklik ve
basiklik katsayis1 -1.5 ile +1.5 araliginda oldugundan veriler normal dagilim gdstermektedir
(Tabachnick ve Fidell, 2013). Bir diger varsayim olan 6rneklemin puan ortalamalari iligkisizdir.
Caligmada ayrica standart sapma, mod, medyan, yiizde ve frekans gibi betimsel istatistikler de
kullanilmstir.

Arastirmanin Stnirliliklart

Caligma 2017-2018 egitim 6gretimin doneminde Akdeniz Bolgesinde yer alan bir devlet
okulunda 6grenim goren sinif 6gretmen adaylart ile siirhidir. Arastirmada uygun drnekleme yoluna
gidildigi i¢in katilimcilara ait cinsiyet degiskenin benzer olmasi agisindan sinirlidir.

Bulgular

Calismanin bu boliimiinde verilere ait istatistiksel analizler, calismanin ana ve alt amaclari
dogrultusunda sunulmustur. Siif 6gretmeni adaylarinin ¢evre sorunlarina yonelik farkindalik
6lgeginden elde edilen puanlarin betimsel istatistik sonucu Tablo 4’te sunulmustur.
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Tablo 4. Siif Ogretmeni Adaylarmin Cevre Sorunlarina Yonelik Farkindalik Diizeyine iliskin Betimsel Istatistik
Sonucu

Degisken N Min Max X Ss
Cevre Sorunlarina Yonelik Farkindalik 264 41 63 54.87 4.4

Tablo 4’te siif 6gretmeni adaylarinin ¢evre sorunlarina yonelik farkindalik diizeylerinin
(X=54.87) orta diizeyde oldugu gorilmiistiir. Sinif dgretmeni adaylarinin gevre sorunlarina yonelik
farkindalik Olgeginden elde edilen toplam puanlarin cinsiyete gore anlamli diizeyde farklilasip
farklilasmadigina yonelik analizler Tablo 5’te sunulmustur.

Tablo 5. Siif Ogretmeni Adaylarinin Cevre Sorunlarina Yénelik Farkindaliklarinin Cinsiyet Durumuna Gére
Incelenmesi

Cevre sorunlarina yonelik

farkindalik Cinsiyet N X Ss Sd t p
Bilgi Kiz 185 11.27 152 262 -0.04 .97
Erkek 79 11.28 1.58
Kavrama Kiz 185 752 141 262 0.50 .62
Erkek 79 743 135
Uygulama Kiz 185 917 161 262 1.05 .29
Erkek 79 895 152
Analiz Kiz 185 1296 1.86 262 0.13 .90
Erkek 79 1292 182
Sentez Kiz 185 6.22 111 262 3.08 .00*
Erkek 79 573 128
Degerlendirme Kiz 185 801 096 262 0.82 41
Erkek 79 790 1.14
Toplam Kiz 185 55.15 431 262 159 A1

Erkek 79 5422 455

*p<0.05

Siif 6gretmen adaylarinin ¢evre sorunlarina yonelik farkindalik 6lceginin bilgi, kavrama,
uygulama, analiz, degerlendirme alt boyutundan ve 6lgegin toplamindan aldiklar1 puanlar ile cinsiyet
degiskeni arasinda istatiksel olarak anlamli bir farklilik yoktur (p>.05). Bu sonug¢ sinif 6gretmeni
adaylarinin ¢evre sorunlarina yonelik farkindalik olgeginin bilgi, kavrama, uygulama, analiz,
degerlendirme alt boyut ve Olgegin toplam puaninin cinsiyet degiskenine gore anlamli farklilik
olusturmadigini ifade etmektedir. Buna karsin sinif 6gretmeni adaylarinin ¢evre sorunlarina yonelik
farkindalik Slgeginin sentez alt boyutundan aldiklar1 puanin cinsiyete gore istatiksel olarak anlamli
oldugu belirlenmistir [t (262 =3.08, p<.05]. Buna gore kizlarin degerlendirme alt boyut puan
ortalamasinin erkeklerden daha yiiksek oldugu goriilmektedir (Kiz: X=6.22, Erkek: X=5.73). Ol¢egin
toplam boyutlar1 ile alt boyutlariin ortalamasi dikkate alindiginda kizlarm puan ortalamasinin
erkeklerinkinden daha yiiksek oldugu goriilmektedir.

Smif 6gretmeni adaylarinin ¢evre sorunlarina yonelik farkindaliklarinin yas degiskenine gore
analizleri Tablo 6’da sunulmustur.
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Tablo 6. Smif Ogretmeni Adaylarinin Cevre Sorunlarma Yénelik Farkindaliklarmin Yas Degiskenine Gore
Incelenmesi
Cevre sorunlarina yonelik

farkindalik Yag N X Ss F Sd P

Bilgi 18-20 113 11.49 138 2.232 2-262 .109
21-23 121 11.07 1.64
23 ve usti 30 11.30 1.53

Kavrama 18-20 113 754 145 0.199 2-262 .82
21-23 121 744 1.39
23 ve tsti 30 757 117

Uygulama 18-20 113 9.23 1.42 0.713 2-262 .491
21-23 121  8.98 1.71
23 ve st 30 9.13 1.63

Analiz 18-20 113 13.19 1.78 2.167 2-262 .117
21-23 121 12.83 1.82
23 ve usti 30 1250 2.13

Sentez 18-20 113 596 1.14 0.977 2-262 .378
21-23 121 6.15 1.23
23 ve lsti 30 6.20 1.13

Degerlendirme 18-20 113 791 1.09 1.346 2-262 .262
21-23 121 8.08 0.91
23 ve lsti 30 780 1.13

Toplam 18-20 113 55.32 3.90 1.023 2-262 .361
21-23 121 5455 458

23 ve lizeri 30 5450 5.32

Tablo 6 incelendiginde, simif Ogretmen adaylarinin g¢evre sorunlarina yonelik farkindalik
Olceginin bilgi, kavrama, uygulama, analiz, sentez, degerlendirme alt boyutundan ve o6l¢egin
toplamindan aldiklar1 puanlar ile yas degiskeni arasinda istatiksel olarak anlamli bir farklilik olmadig:
(p>. 05) belirlenmistir.

Simif Ogretmeni adaylarinin ¢evre sorunlarina yonelik farkindaliklarinin yurtta kalma
degiskenine iliskin analizleri Tablo 7°de sunulmustur.

Tablo_ 7. Siif Ogretmeni Adaylarinin Cevre Sorunlarina Yonelik Farkindaliklarmin Yurtta Kalma Degiskenine
Gore Incelenmesi

Cevre sorunlarina yonelik Yurtta -

farkindalik kalma N X S Sd t P

Bilgi Evet 147 1129 151 262 154 878
Hayir 117 1126 157

Kavrama Evet 147 750 142 262 .094 .925
Hayir 117 749 1.36

Uygulama Evet 147 9.08 1.64 262 -281 .779
Hayir 117 9.14 152

Analiz Evet 147 1285 195 262 -952 .342
Hayir 117 13.07 1.72

Sentez Evet 147 6.10 1.26 262 358 721
Hayir 117 6.04 1.09

Degerlendirme Evet 147 799 105 262 163 871
Hayir 117 7.97 0.97

Toplam Evet 147 5480 450 262 -.283 .777
Hayir 117 5496 4.29

Smif Ogretmeni adaylarinin yurtta kalma degiskenine goére c¢evre sorunlarma ydnelik
farkindaliklarina bakildiginda, sinif 6gretmen adaylarmin 6lgeginin bilgi, kavrama, uygulama, analiz,
sentez ve degerlendirme alt boyutundan ve Olgegin toplamindan aldiklari puanlar ile yurtta kalma
degiskeni arasinda istatiksel olarak bir farklilik olmadigi (p>. 05) belirlenmistir. Bu sonug sinif
Ogretmeni adaylarinin 6lgegin bu alt boyutlan ile yurtta kalma degiskenine gore anlamli farklilik
olusturmadigint ifade etmektedir. Simif Ogretmeni adaylarinin ¢evre sorunlarma yonelik
farkindaliklarinin evcil hayvan besleme degiskenine iligkin analiz sonuglar1 Tablo 8’de gésterilmistir.
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Tablo 8. Simif Qgretmeni Adaylarinin Cevre Sorunlarina Yonelik Farkindaliklarinin Evcil Hayvan Besleme
Durumuna Goére Incelenmesi

Cevre sorunlarina yonelik Evcil hayvan -
farkindalik besleme N X S Sd t P
Bilgi Evet 40 1123 175 262 -214 .831
Hayir 224 1128 1.49
Kavrama Evet 40 800 128 262 251 .013
Hay1r 224 741 139
Uygulama Evet 40 923 158 262 515 .607
Hayir 224 9.08 1.59
Analiz Evet 40 13.08 165 262 475 .635
Hayir 224 1292 1.88
Sentez Evet 40 6.10 117 262 .162 .871
Hayir 224  6.07 1.19
Degerlendirme Evet 40 810 093 262 .828 .408
Hayir 224 796 1.03
Toplam Evet 40 5573 3.73 262 1.335 .183
Hayir 224 5472 4.50
*p<0.05

Tablo 8’de sinif 6gretmeni adaylarinin evcil hayvan besleme degiskenine gore ¢cevre sorunlarina
iligkin farkindaliklar incelendigi zaman, siif 6gretmen adaylarinin Slgegin bilgi, uygulama, analiz,
sentez, degerlendirme alt boyutundan ve 6l¢egin toplamindan aldiklar1 puanlari ile evcil hayvan besleme
durumu arasinda istatiksel olarak anlamli farklilik olmadigi (p>. 05) belirlenmistir. Bu sonu¢ siif
Ogretmeni adaylarinin Slgegin bilgi, uygulama, analiz, sentez, degerlendirme alt boyutu ile toplam
puanlarinin evcil hayvan besleme degiskenine gore anlamli farklilik olugturmadigimi ifade etmektedir.
Bunun yaninda sinif 6gretmen adaylarinin 6lgegin kavrama alt boyutu ile evcil hayvan besleme durumu
arasinda istatiksel olarak anlamli farkin oldugu belirlenmistir [t (262 =2.51, p<.05]. Buna evcil hayvan
besleyen ogretmen adaylarin kavram alt boyut puan ortalamasinin evcil hayvan beslemeyenlerinkinden
daha yiiksek oldugu goriilmektedir (Evcil hayvan besleme: X=8.00, Evcil hayvan beslememe: X=7.41).
Ayrica istatiksel olarak anlamli olmasa da evcil hayvan besleyen smif 6gretmen adaylarinin ¢evre
sorunlarma yonelik puan ortalamalarinin evcil hayvan beslemeyenlere gore yiiksek oldugu
goriilmektedir. Sinif 6gretmeni adaylarinin ¢evre sorunlarina yonelik farkindaliklarinin ¢evre etkinligine
katilma degiskenine iliskin analiz sonuglar1 Tablo 9°da gosterilmistir.

Tablo 9. Siif Ogretmeni Adaylarinin Cevre Sorunlarma Yénelik Farkindaliklarinin Cevre Etkinligine Katilma
Degiskenine Gore Incelenmesi
Cevre sorunlarina yonelik ~ Cevre etkinligine

farkindahk katilima N X s Sd t P
Bilgi Evet 90 1116 159 262 -.894 .372
Hayir 174 1133 1.50
Kavrama Evet 90 7.66 147 262 1.342 .181
Hayir 174 741 134
Uygulama Evet 90 9.04 161 262 -454 .65
Hayir 174 914 157
Analiz Evet 90 13.07 195 262 .756 .45
Hay1r 174 1289 1.80
Sentez Evet 90 6.03 118 262 -381 .703
Hay1r 174 6.09 1.19
Degerlendirme Evet 90 8.04 097 262 .771 .441
Hay1r 174 794 1.04
Toplam Evet 90 55.00 4.52 262 .342 .733
Hayir 174 5480 4.34

Tablo 9 incelendigi zaman, sinif 6gretmen adaylarinin ¢evre etkinligine katilma durumu ile
cevre sorunlarma yonelik farkindalik dl¢eginin bilgi, kavrama, uygulama, analiz, sentez, degerlendirme
alt boyutundan ve 6l¢egin toplamindan aldiklari puanlar arasinda anlamli bir farklilik olmadigi (p>. 05)
belirlenmistir. Bu sonug sinif 6gretmeni adaylarinin 6lgegin bilgi, kavrama, uygulama, analiz, sentez,
degerlendirme alt boyutu ile toplam puanlarinin ¢evre etkinligine katilma degiskenine gore anlaml
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farklilik olugturmadigini ifade etmektedir. Sinif 6gretmeni adaylarinin g¢evre ile ilgili projeye katilma
durumu ile g¢evre sorunlarmma yodnelik farkindaliklarma iliskin analiz sonuglari Tablo 10’da
gosterilmistir.

Tablo 10. Siif Ogretmeni Adaylarinin Cevre Sorunlarina Yénelik Farkindaliklarinin Cevre Etkinligine Katilma
Degiskenine Gore Incelenmesi

Cevre sorunlarina Cevre projesine

yonelik farkindalik katilma NoX Ss Sd t P

Bilgi Evet 36 1097 175 262 -1.27 .206
Hayir 228 1132 149

Kavrama Evet 36 7.81 137 144 151
Hayir 228 745 139 262

Uygulama Evet 36 897 1.63 -545 586
Hayir 228 9.13 1.58

Analiz Evet 36 1283 193 262 -396 .692
Hayir 228 1296 1.84

Sentez Evet 36 578 124 262 -1.61 .108
Hayir 228 6.12 1.17

Degerlendirme Evet 36 8.08 0.87 .673  .502
Hayir 228 796 1.04

Toplam Evet 36 5444 441 262 -626 .532
Hayir 228 5494 4.40

Tablo 10 incelendiginde, sinif 6gretmen adaylarinin gevre ile ilgili projeye katilma durumu ile
¢evre sorunlarina yonelik farkindalik 6lgeginin bilgi, kavrama, uygulama, analiz, sentez, degerlendirme
alt boyutundan ve 6l¢egin toplamindan aldiklar1 puanlar arasinda anlamli bir farklilik olmadigi (p>.05)
belirlenmistir. Bu sonug¢ siif 6gretmen adaylarinin ¢evre ile ilgili projeye katilma durumu ile ¢evre
sorunlaria yonelik farkindaliklarina gére anlamli farklilik olugturmadigini ifade etmektedir.

Tartisma, Sonuc ve Oneriler

Bu calismanin amaci; sinif 6gretmen adaylarinin ¢evre sorunlarina yonelik farkindaliklarini ve
farkindalik diizeylerini cinsiyet, yas, yurtta kalma, evcil hayvan besleme, gevre etkinligine ve projelerine
katilma degiskenlerine gére incelemektir.

Arastirmada sinif O0gretmen adaylarinin ¢evre sorunlarma ydnelik farkindaliklarinin orta
diizeyde oldugu belirlenmistir. Literatiirde ¢evre sorunlarina yonelik farkindaliklar1 agisindan 6gretmen
adaylarinin orta diizeyde farkindaliklarinin oldugunu belirten ¢aligmalara rastlanmaktadir (Kadioglu
Ates ve Isik Oner, 2020; Sidekli ve Aktay, 2017). Buna ek olarak 6gretmen adaylar ile yapilan
caligmalarda O0gretmen adaylarimin ¢evre sorunlarina yonelik farkindalik diizeyini oldukg¢a yiiksek
oldugunu (Karadag ve Acar, 2020) ve diisiik oldugunu (Demirbag ve Pektas, 2009; Giiven ve Aydogdu,
2012; Kahraman, Yalgin, Ozkan, ve Aggiil, 2008; Ozdemir, Y1ldiz, Ocaktan, ve Sarisen, 2004) belirten
caligmalarin da oldugu tespit edilmistir. Bu farkliliklarin sebebinin 6rneklemlerin farkli olmasindan
kaynaklandig: distiniilmektedir.

Arastirmada cinsiyetin ¢evre sorunlarina yonelik farkindalik {izerinde genel olarak anlamli bir
fark olusturmadigi belirlenmistir. Bununla birlikte ¢evreye sorunlari farkindalik 6lg¢eginin alt boyutu
olan “sentez” puan ortalamasi ile cinsiyet degiskeni arasinda istatiksel olarak anlamli bir farkin oldugu
belirlenmistir (p<0.05). Bu bulguda kiz Ogrencilerin puan ortalamasi erkek Ogrencilerin puan
ortalamasindan daha yiiksektir. Ayrica istatiksel olarak anlamli olmasa da dlgegin toplam boyutlari ile
diger alt boyutlarinin ortalamasi dikkate alindiginda kizlarin puan ortalamasinin erkeklerinkinden daha
yiiksek oldugu gortlmektedir. Bu bulguyu destekler nitelikte kiz 6gretmen adaylarin ¢evre sorunlarina
yonelik farkindalik puanlarinin erkek Ogretmen adaylara gore daha yiliksek oldugunu belirten
caligmalara da literatiirde rastlanmaktadir (Aydede Yal¢in ve Cayct, 2018; Ergin, 2019; Kadioglu Ates
ve Isik Oner, 2020; Sidekli ve Aktay, 2017). Ayrica Dogan ve Purutcuoglu’nun (2017) sosyal hizmet
uzmanlar1 ile yaptig1 ¢alismada ¢evresel farkindalik puani ile cinsiyet degiskeni arasinda anlamli bir
farklilik bulunmazken sadece 6l¢egin kavrama alt boyutu ile cinsiyet degiskeni arasinda istatiksel olarak
anlamli fark bulunmus ve farkin kizlarin lehine oldugu tespit edilmistir. Bu bulgu arastirmanin bulgulari
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ile paralellik gostermektedir. Karahan, Gorgiin ve Oktay (2017), lisans 6grencilerinin gevre farkindalik
diizeylerini incelemistir. Arastirma sonucunda kiz 6grencilerin gevre farkindalik diizeylerinin erkek
ogrencilerinkinden yiiksek oldugu belirlenmistir. Yine benzer sekilde Tamam, Yiirekli, Bagaran ve
Uskun (2017), tip fakiiltesindeki kiz 6grencilerin ¢evre sorunlarina yonelik farkindalik puanlarinin erkek
ogrencilerinkinden yiiksek oldugunu belirlemistir. Karadag ve Acar’in (2020) sosyal bilgiler 6gretmen
adaylar1 ile yaptigi calismada erkek Ogretmen adaylarin istatiksel olarak anlamli olmasa da kiz
Ogrencilere gore daha yiliksek ¢evre sorunlarma yonelik farkindalik puan ortalamasma sahip oldugu
belirlenmistir. Literatiirde erkek Ogrencilerin c¢evresel farkindaliklarinin kizlardan daha yiiksek
oldugunu ortaya koyan diger calismalara da rastlanmaktadir (Korhonen ve Lappalainen, 2004; Yilmaz,
2009). Buna karsin literatiirde cinsiyet degiskeni ile 6gretmen adaylarinin ¢evre sorunlarma yonelik
farkindaliklar1 arasinda anlamli bir farkliligin olmadig1 ¢aligmalara da rastlanmaktadir (Karadag ve
Acar, 2020; Yapici, 2009). Cevre sorunlarina yonelik farkindaliklarin kiz ve erkek cinsiyetine gore
degismesinin bireylerin yasadigi kiiltiirden ve ¢evreden farklilasmis oldugu diistiniilmektedir.

Siif 6gretmen adaylarinin g¢evre sorunlarina yonelik farkindaliklarinin bilgi, kavrama,
uygulama, analiz, sentez, degerlendirme alt boyutundan ve 6l¢egin toplamindan aldiklar1 puanlar ile yas
degiskeni arasinda istatiksel olarak anlamli farklilik olmadigi belirlenmistir. Buna paralel olarak
Ercengiz, Kegeci Kurt ve Polat (2014), yaptigi arastirmada 6gretmen adaylarmin c¢evre sorunlar
duyarliliklar1 ile yas degiskeni arasinda istatiksel olarak anlamli fark bulmamistir. Ayrica Dogan ve
Purut¢uoglu’nun (2017) sosyal hizmet uzmanlari ile yaptig1 ¢alismada, ¢evresel farkindalik ile yas
degiskeni arasinda anlamli fark bulunmazken sadece kavrama alt boyutu ile yas degiskeni arasinda
anlamli fark bulunmustur. Karahan vd. (2017), lisans 6grencilerinin gevre farkindalik diizeyleri ile yas
degiskeni arasinda anlamli fark bulmustur. Benzer sekilde Kadioglu Ates ve Istk Oner’in (2020)
Ogretmen adaylari ile yaptigi calismada, 22 yas ve iistii 6gretmen adaylarinin ¢evre sorunlarina yonelik
farkindalik puanlarini 19-21 yas aras1 6gretmen adaylarina gore istatiksel olarak daha ytiksek bulmustur.

Arastirmada simf Ogretmen adaylarinin cevre sorunlarina yonelik farkindaliklarinin bilgi,
kavrama, uygulama, analiz, sentez, degerlendirme alt boyutundan ve 6l¢egin toplamindan aldiklari
puanlar ile yurtta kalma degiskeni arasinda istatiksel olarak anlamli bir farkin olmadig: belirlenmistir.
Bununla birlikte yurtta kalan dgrencilerin daha az elektrik ve su tiikettigi diistiniildiigiinde yurtta kalan
Ogretmen adaylarmin g¢evresel problemlere yonelik farkindaliklarin yurtta kalmayanlara gére daha
yiiksek olmasi beklenmektedir (Petersen, Shunturov, Janda, Platt ve Weinberger, 2007). Fakat simif
ogretmen adaylar ile yapilan bu ¢aligmada yurtta kalanlar ile kalmayanlarin puan ortalamasi birbirine
yakin ¢ikmistir. Ozdemir vd. (2004), yurtta kalan tip fakiiltesi dgrencilerinin kalmayanlara gére daha
¢ok cevre bilgisinin oldugunu fakat buna ragmen 6grencilerin ¢evre konusunda dikkatsiz ve 6zensiz
davrandigini tespit etmistir.

Arastirmada Simif 6gretmen adaylarinin ¢evre sorunlarina yonelik farkindaliklarinin bilgi,
uygulama, analiz, sentez, degerlendirme alt boyutundan ve 6lgegin toplamindan aldiklari puanlar ile
evcil hayvan besleme degiskeni arasinda istatiksel olarak anlamli bir farkin olmadigi belirlenmistir.
Buna karsin 6gretmen adaylarinin ¢evre sorunlarina yonelik farkindaliklarinin kavrama alt boyutu ile
evcil hayvan besleme degiskeni arasinda istatiksel olarak anlamli bir farkin oldugu belirlenmistir. Bu
fark evcil hayvan besleyen 6gretmen adaylari lehinedir. Ayrica evcil hayvan besleyen 6gretmen
adaylarinin beslemeyenlere gore puan ortalamasi daha yiiksektir. Ergin’in (2019) 6gretmen adaylari ile
yaptig1 ¢alismada hayvanlari hayatlarinin bir pargasi olarak goren 6gretmen adaylarinin géremeyenlere
gore cevre farkindaliklarmin istatiksel olarak daha yiliksek oldugu belirlenmistir. Yine Vatansever
Bayraktar ve Firat’in (2020) ilkokul 6grencileri ile yaptigi ¢alismada evde hayvan beslemenin uygun
oldugunu diisiinen 6grencilerin uygun olmadigini diistinen grencilere oranla ¢evresel farkindaliklariin
anlamli diizeyde yiiksek oldugu istatiksel olarak tespit edilmistir. Buna karsin Onder’in (2015) sekizinci
smif 0grencileri ile yaptig1 ¢alismada 6grencilerin ¢evreye yonelik tutumlari ile evcil hayvan besleme
arasinda anlamli bir fark tespit edilmemistir.

Arastirmada ¢evre etkinligine katilmanin ¢evre sorunlarina yonelik farkindalik {izerinde genel
olarak anlamli bir fark olusturmadig belirlenmistir. Bu sonucu destekleyen ¢alismalara rastlanmaktadir.
Buna karsin Karadag ve Acar’in (2020) sosyal bilgiler 6gretmeni ile yaptig1 caligmada, ¢evre ile ilgili
seminer, toplantt veya kongrelere katilan 6gretmen adaylarinin katilmayanlara goére ¢evre sorunlari
farkindalik diizeylerinin istatiksel olarak daha yiiksek oldugu belirlenistir. Benzer sekilde literatiirde
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cevre etkinliklerine katilan bireylerin katilmayanlara gore cevre sorunlarina yonelik farkindalik
puanlarinin daha yiiksek oldugunu belirten calismalar da vardir (Aydede Yal¢in ve Cayci, 2018;
Kadioglu Ates ve Isik Oner 2020). Tamam vd. (2017) gevre etkinliklerine katilan tip fakiiltesi
ogrencilerinin katilmayanlara gore ¢evresel tutumlarinin daha yiiksek oldugunu belirlemistir.

Sinif 6gretmen adaylarinin ¢evreyle ilgili projeye katilma durumu ile ¢evre sorunlarina yonelik
farkindalik 6lgeginin bilgi, kavrama, uygulama, analiz, sentez, degerlendirme alt boyutundan ve 6lgegin
toplamindan aldiklar1 puanlar arasinda anlamli bir farklilik olmadigi belirlenmistir. Fakat, Ozgel,
Aydogdu ve Giiven Yildirim (2018) doga kamp1 destekli gezi-gézlem yapan ilkogretim yedinci sinif
ogrencilerinin yapmayan 6grencilere gore ¢evre sorunlar farkindalik 6lgegi puanlarinin daha yiiksek
oldugunu belirlemistir. Benzer sekilde Pereira vd. (2006) tarafindan yiiriitiilen ¢evre projesinde, projeye
katilan dgrencilerin ¢evreye yonelik sorgulama yetenekleri ve farkindaliklarinin gelistigi belirlenmistir.

Calismanin 6rneklem grubu smif 6gretmenligi 6gretmen adaylarini kapsamaktadir. Gelecekte
planlanacak olan c¢alismalar Ogretmenler, iiniversitelerin egitim fakiiltelerinde gorev yapan
akademisyenler ve Ogrenciler gibi farkli 6rneklem gruplarmi igerebilir. Bunlarin yani sira gevre
farkindaligini artirmak amactyla egitim programlari, hizmet ici egitimler, projeler diizenlenebilir ve bu
calismalar sonucunda etkililik aragtirmalar yapilabilir. Lisans egitimi diizeyinde ¢evre farkindaligim
artirmak amacli ders igerikleri hazirlanabilir.
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