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Editorden...

Turkish History Education Journal'm (TUHED) yirminci ikinci (May1s 2023) sayistyla
yayindayiz. 11. yiinda olan dergimiz; akademik, uluslararasi hakemli, niteliginden taviz
vermeksizin yayin hayatina devam etmektedirr TUHED, DOAJ basta olmak {izere

EBSCO’nun “Humanities Source Ultimate” ve ULAKBIM’in TR Indeksi’'nde taranmaktadir.

Bu saymin alan editorliiklerini, Prof. Dr. Filiz Meseci Giorgetti, Prof. Dr. Biilent
Akbaba ve Prof. Dr. Ahmet Simsek yaptilar. Kendilerine emekleri ve titizlikleri i¢in tesekkiir

ederiz.

Mayis 2021 sayimizdan itibaren dergimizde her makale tam metin olarak hem
Tiirkge hem de Ingilizce seklinde yayinlanmaktadir. Dergimizin daha énce bagvurulan

uluslararasi indekslerce (ESCI ve ERIC) incelenmesi devam etmektedir.

TUHED’in bu sayisinda 3 makale yer almigtir. Ugii de tarih egitimiyle ilgilidir. Bir de
Osmanlicadan ¢eviri yazi vardir. Incelenme siirecindeki katkilari icin hakemlerimize ve

yazarlarimiza tesekkiir ediyoruz.

Goniilliiliik esasiyla makalelerin gelistirilmesine katki sagladiklar: i¢in hakemlerimize
ve destek veren yazarlarimiza tesekkiir ederiz. Dergimiz, tarih egitimi, tarihg¢ilik ve egitim

tarihi alanlarinda yayia devam edecektir.
Saygilarimizla,
TUHED Yayin Kurulu Adina

Prof. Dr. Ahmet Simsek
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From the editor...

We are online with the twentieth second (May 2023) issue of the Turkish History
Education Journal (TUHED). Our journal, which is in its 11th year; continues its publication
life without compromising its academic, international refereed quality. TUHED is indexed in

DOAJ, EBSCO's "Humanities Source Ultimate" and ULAKBIM's TR Index.

The field editors of this issue, Prof. Dr. Filiz Meseci Giorgetti, Prof. Dr. Bulent Akbaba
and Prof. Dr. Ahmet Simsek made it. We would like to thank them for their hard work and

diligence.

Since our May 2021 issue, every article in our journal has been published as full text
in both Turkish and English. Our journal continues to be reviewed by previously referenced

international indexes (ESCI and ERIC).

There are 3 articles in this issue of TUHED. All three are related to history education.
There is also a translated text in Ottoman Turkish. We thank the referees and authors for their

contributions to the review process.

We would like to thank our referees and authors for their contribution to the
development of the articles on a voluntary basis. Our journal will continue to be published in

the fields of history education, historiography and education history.
Regards,
On behalf of TUHED Editorial Board

Prof. Dr. Ahmet Simsek
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Abstract

This study was conducted to investigate the perspectives of social sciences faculty members on the
development of the Turkish Republic History of Revolution and Kemalism Curriculum for eighth-grade
education in Turkey. The study was carried out via the Qualitative Research Method. The study participants
consisted of 15 faculty members from eight different universities in Turkey. The Purposive Sampling Method
was used in the selection process of the research participants. A semi-structured interview protocol
developed by the researcher based on expert opinions was used to collect research data. The Descriptive
Analysis Method was employed to analyse the obtained data. The study results showed that according to the
faculty members, the curriculum under scrutiny should be developed through a learner-centred approach,
the name of the curriculum should be changed, the time allocated for the units should be adjusted, the
content of the curriculum should form a link between the past and the present, and the curriculum should
make more emphasis on the economic, social and cultural developments by incorporating different
perspectives. The faculty members stated that the course objectives should be developed by taking the
nation’s recent past into account, emphasizing a sense of unity and solidarity, homeland-nation
consciousness, and the struggles of the Turkish Republic in gaining its independence. The faculty members
suggested that the learning outcomes of the curriculum should be simplified by reducing the number of
standards, ensuring the balance between the time allocated for teaching and learning outcomes. From the
perspectives of the participants, the curriculum should be redesigned under the principles of the
Constructivist Learning Theory or learner-centred education so that students can gain a deep understanding
of the subject and develop their higher-level thinking skills.

Keywords: social sciences faculty members, Republic of Turkey, history of revolution and Kemalism
curriculum, elementary education, curriculum development
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Introduction

When the Republic of Turkey was founded, the perspective on education was substantially
changed from a religious one to a secular one. This change, along with the changes in learning theories
affected the goals, content, instructional process, and evaluation methods of the History of Revolution
and Kemalism Curriculum in Turkey. The most important changes in the goals and content of the
“History of Revolution Curriculum” took place with the coup of September 12, 1980, and accordingly,
the emphasis on Kemalism came to the fore. The curriculum was implemented under different names
in the historical process. In 1982, the course which has been mandatory in higher education under
the name “Ataturk’s Principles and the History of Revolution” has become mandatory in elementary
education under the name “Turkish Republic History of the Revolution and Kemalism.” This course
has been mandatorily taught at universities under the name of “Atatiirk’s Principles and the
Revolution History” since 1981 (Aslan, 2015; Doganer, 2005; Inan, 2012). The elementary education
curriculum was fundamentally revised according to the Constructivist Learning Theory in 2006, and

some revisions were made in 2018.

In the previous research conducted on the goals of the curricula of the History of Revolution
and Kemalism, and all the other names across several education levels the course was given under, it
was found that there were problems in realizing the curriculum goals (Aslan, 2004; Akgiin, 2005;
Doganer, 2005). The failure in reaching the curriculum goals was attributed to the teaching styles of
the teachers, the content and teaching materials of the course, the negative attitudes of the students
towards the course, and political concerns (Akbaba, 2009; Donmez, 2006; Eraslan and Kagkaya, 2011).
It was suggested that the curriculum goals be reframed, and the problems associated with its
application be eliminated in order to improve students’ cognitive, affective, and psycho-motor skills
and to help them gain national values (Akgiin, 2005; Do6nmez, 2006; Emiroglu, 2005; Eraslan and
Kaskaya, 2011; Safran, 2006a).

The contents of the courses were taught under different names in elementary, secondary, and
higher education in the past years. This fact suggests that the content of the course should also be
reconsidered and reevaluated (Giines, 2004; Simsek, 2002; Yal¢in, 2004). In the literature, scholars are
critical of the course content, the chronological boundaries of the course from primary education to
higher education levels, the connection between the past and the present, the intensity of the content,
the scope of the topics, and the way the topics are discussed. It is argued that the content of the Turkish
Republic’s History of Revolution and Kemalism is not discussed in line with the understanding of
yesterday, today, and tomorrow, and the connection between the past and the present experience is
not established (Arslan, 2005; Eraslan and Kagkaya, 2011). It is suggested that how the developments
in the final period of the Ottoman Empire affected the Republic Period be taken into consideration
when determining the content of the curriculum (Arslan, 2005; Delen, 2007; Demirel, 2005; Kili¢ and
Sam, 2012; Yilmaz, 2004). In the previous studies, it is also emphasized that the developments
experienced during and after World War II, which shaped today’s world, and the political, social, and

. TURKL

g":_-; HIST[IRY EDUCATION 3

JOUR



Ayaydin, Y. & Kaya. Y.

economic developments experienced in Turkey and in the world be included in the content of the
curriculum (Aybars, 2004; Aslan, 2004; Arslan, 2005; Akbaba, 2009; Baydur, 1997; Doganer, 2005;
Demirel 2005; Oztiirk, 2005; Pamuk, 2004; Saray, 2005; Toprak, 1997). Likewise, some scholars
contended that in order to comprehend the Turkish Republic, the political, social, and economic
conditions of the early Republic period should be handled in the curriculum (Aybars, 1985; Tokgoz,
2004; Donmez and Yazici, 2008). Some studies draw attention to the fact that Ataturk is at the center
of the curriculum content and is depicted as an inaccessible character or an angel whereas enough
attention is not given to other historical characters both from different regions of Turkey and from
different groups who played an important role in the War of Independence and in the establishment
of the Republic (Arslan, 2005; Alperen, 2008; Saray, 2005). Another important problem regarding the
curriculum is the intensity of the topics (Oner and Oner, 2014; Sertkaya, 2005; Simsek and Giiler,
2013), so, it is suggested that the time allocated to the lesson be increased or the intensity of the
subjects be reduced (Demirel, 2005; Eraslan and Kagkaya, 2011; Saray, 2005; Tangiili, Tosun and
Kocabiyik, 2014).

The design or development of the curriculum of the Turkish Republic’s History of Revolution
and Kemalism has changed over time. The curriculum was developed in line with the Behaviourist
Learning Theory or what is called the teacher-centered approach until 2006. After that, it has been
prepared based on the Constructivist Learning Theory. Even though the design of the curriculum has
changed over time, the teaching of the course has continued in the same way with a teacher-centered
approach (Dénmez, 2006; Emiroglu, 2005; Kostiiklii, 2005; Metin, 2006; Oztiirk, 2005; Oztas, 2006;
Akbaba, 2008; Akbaba, 2009; Gog, 2009; Bayram, 2016; Kahramanoglu, 2014; Sever, 2017: Donmez
and Yazici, 2008). So, it is argued that the philosophical foundations of the course should be consistent
with how it is taught in practice in school; that is, a constructivist approach to teaching should be
practiced in classrooms (Ata, 2005; Donmez, 2006; Oztiirk, 2005). It is suggested that teaching
strategies, methods, and techniques that will enable students to take an active role in learning be
implemented such as discovery learning, learning by inquiry, discussion, cooperative learning, case
study, simulation, brainstorming, problem-solving, drama, historical empathy, etc. (Demirel, 2005;
Dilek, 2005; Emiroglu, 2005; Kostiiklii, 2005; Saray, 2005). Some scholars also advised that field trips
to historical sites, observation-based activities, and supporting the lesson with visual elements be
employed when teaching the course topics so that students can internalize the subject (Arslan, 2005;
Donmez, 2006; Dilek, 2005; Demirel, 2005; Emiroglu, 2005; Eraslan and Kagkaya, 2011; Safran,
2006b).

Without a doubt, the most important problem regarding the implementation of the course of
Turkish Republic History of Revolution and Kemalism has been the evaluation of students’ learning
via traditional assessment and measurement methods. The studies showed that existing assessment
methods used in the course of the Turkish Republic History of Revolution and Kemalism only
examine what students have learned from what they have been told by their teachers and what they
could memorize from the books, in the absence of any performance assessment (Ozturk, 2005). The

Curriculum of the Turkish Republic History of Revolution and Kemalism was developed on the basis
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of the constructivist approach in 2006. Still, assessment and evaluation are based on traditional
measurement-evaluation instruments, instead of process-based methods (Kaya, 2016). It was found
that the most frequently used measurement and evaluation instruments by teachers were written
examinations, multiple choice, and true-false tests, and filling-the-blank practices (Celebi, 2014;
Candeger, 2016; Pamuk, 2015). These findings show that it is necessary to evaluate the measurement-

evaluation dimension of the curriculum comprehensively.

In 2018, the elementary education Turkish Republic Revolution History and Kemalism course
curriculum have been reconsidered and reevaluated. In the research conducted on the changes made
in 2018, it was found that these changes in the curriculum were not sufficient. In the research
conducted by Palaz, Kilcan, and Giilbudak (2019), it was found that the students find the Turkish
Republic Revolution History and Kemalism course boring. In the research, it was emphasized that
the Turkish Republic Revolution History and Kemalism course could be saved from being boring and
monotonous by providing a variety of methods and techniques. In similar research conducted by
Celikkaya and Kiiriimliioglu (2018), it was found that the teachers had difficulties because the number
of courses was too high, the course contents were too intense, and the course contents were not in
accordance with the readiness of the students. The teachers mentioned that the duration of the
courses should be longer, and the course contents should be simplified. In another similar research
conducted by Tangiilii and Siivari (2019), it was found that there wasn’t a great change in the goals of
the course, the number of learning outcomes was decreased, the duration of the course was not
sufficient to achieve the learning outcomes and the constructivist approach was still prevalent in the

curriculum.

The above review of the literature suggests that in order to develop and improve the Turkish
Republic History of Revolution and Kemalism Curriculum more functionally, it is necessary to
examine the views of the faculty members who carried out studies in this field and to examine the
problems arising in the implementation of the curriculum. There are not enough studies on this
research topic. Aimed at filling the gap in the literature, this study tries to document the academician
opinions on how to improve the Turkish Republic History of Revolution and Kemalism Curriculum
for elementary education. The reason for inquiring and considering the perspectives of the faculty
members is that they play an important role in the creation and implementation of the curricula. This
study seeks answers to the following research question. What are the opinions and suggestions of the
social sciences faculty members on how to improve the goals, content, teaching-learning process, and
evaluation dimensions of the Turkish Republic History of Revolution and Kemalism Curriculum for

elementary education?
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Method

Study Group

This study’s methodological framework is based on the Qualitative Research Design. The
Purposive Sampling Method as one of the purposeful sampling methods was used in the selection of
the participants of the study. When selecting the faculty members, criteria of having at least 5 years
of experience, having carried out studies on teaching the Turkish History of Revolution and
Kemalism Curriculum, having served in the Department of History Education or Social Studies
Education, and being a lecturer with at least a Ph.D. were used. 15 social sciences faculty members
serving in different universities and meeting these criteria were selected as study participants. In order
to protect the identity of the participants, pseudonyms P1 to P10 were given to the male participants,
and pseudonyms P11 to P15 were given to the female participants. Pseudonyms were also given to
the universities at which the participants work. Demographic information about the participants is

provided in Table 1.
Table 1

Demographic Information for the Research Participants

Participants Gender Title Experiencein University Departments
years
History Education
Participant 1 Male Professor 29 years University A Social }S,tu dies Education
Participant 2 Male Professor 19 years University B History Education
Participant 3 Male Assistant 17 years University A History Education
Professor Social Studies Education
Participant 4 Male Assistant 10 years University C ~ History Education
Professor Social Studies Education
Participant 5 Male Assistant 7 years University C ~ History Education
Professor Social Studies Education
Participant 6 Male Assistant 7 years University C ~ History Education
Professor Social Studies Education
Participant 7 Male Assistant 9 years University D History Education
Professor Social Studies Education
Participant 8 Male Doctor 10 years University E Social Sciences Education
Lecturer
Participant 9 Male Assistant 7 years University F History Education
Professor Social Studies Education
Participant 10 Male Assistant 10 years University G~ History Education
Professor Social Studies Education
Participant 11 Female  Assistant 10 years University G Social Studies Education
Professor
Participant 12 Female  Assistant 10 years University C ~ History Education
Professor Social Studies Education

TURK
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Participant 13 Female  Doctor 7 years University G~ History Education
Lecturer Social Studies Education
Participant 14 Female  Doctor 8 years University H ~ History Education
Lecturer Social Studies Education
Participant 15 Female  Doctor 10 years University B Social Studies Education
Lecturer
Data Collection Tools

As one of the qualitative data collection tools, the Semi-Structured Interview Method was used
in the study. By utilizing this method, the researcher prepares open-ended interview questions in
advance but also asks different probing and follow-up questions to the participants on the basis of
their answers to the questions (Patton, 2014). The interview protocol was prepared after the experts’
opinions on those questions were elicited. Interviews with the participants were carried out in places
where they would feel comfortable such as study offices and libraries. The participants were informed
about the study’s aims and procedure and their signed consent forms were obtained with their

permission.
Interview Questions

1. Which factors should be considered in the development of the elementary education Turkish

Republic Revolution History and Kemalism course curriculum, and which basic principles
should it be based on?

2. What should be the general objectives of the elementary education Turkish Republic
Revolution History and Kemalism course curriculum?

3. What are your suggestions concerning the learning outcomes of the elementary education

Turkish Republic Revolution History and Kemalism course curriculum?

4. What strategies can you suggest for organizing the contents of the elementary education

Turkish Republic Revolution History and Kemalism course curriculum?

5. Which teaching methods should be included in the elementary education Turkish Republic
Revolution History and Kemalism course curriculum? And why should these methods be

included?

6. What kinds of evaluation methods should be utilized in the elementary education Turkish

Republic Revolution History and Kemalism course curriculum?

7. How should historical characters be included in the elementary education Turkish Republic

Revolution History and Kemalism course curriculum?

8. What are your thoughts about the charges made in the elementary education Turkish

Republic Revolution History and Kemalism course curriculum in 20182
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Analysis of Data

The Descriptive Analysis Method was used in the analysis of the data obtained from the
interviews. The audio recordings of the interviews were first transcribed into the text verbatim. After
that, all the interview transcripts were read thoroughly to gain a holistic understanding of the data.
Words were selected as a unit of analysis and then formal coding of the data was done via line-by-line
analysis. In qualitative research, it is important to focus on the words and expressions giving meanings
in order to reveal the participants’ views (Charmaz, 2006). By attaching importance to this point,
firstly the words and expressions used by the participants were used in coding while coding the
transcripts. When the appropriate words and concepts could not be deduced from the expressions of
the participants in coding, different concepts and words were used as codes to express their views in
the best way. Codes obtained were divided into categories based on the similarities and differences,
and then the categories were compared to get at patterns and themes in the data. The findings were
presented by making direct quotations from the opinions of the participants. To provide internal
validity in the research, the units forming the codes, categories and themes were validated based on
the opinions of the participants. The processes of the research have been presented clearly to ensure
external validity. To provide internal reliability in the research, the contents have been detailed with
direct quotations. During the data analysis process, by enabling more than one researcher to
participate in the analysis process, the results have been compared.

Findings

The General Opinions of the Social Sciences Faculty Members on the Improvement of the

Turkish Republic History of Revolution and Kemalism Curriculum

The participants put forward many opinions for the improvement of the Turkish Republic
History of Revolution and Kemalism curriculum. They suggested that the student-centered approach
should be adapted, very recent history should be emphasized, the name of the curriculum should be
changed, different perspectives on the past issues should be included, the course time should be re-
allocated, a connection between the past and the present should be established, and economic and
social-cultural developments should be taken into account in order to improve the curriculum.

Participants’ suggestions are provided in Table 2.
Table 2

The Opinions of the Participants on the Improvement of the Turkish Republic History of Revolution

and Kemalism Curriculum

Expressions Participants

The curriculum must be student-centered P3, P4, P10, P11, P12
Emphasis should be placed on very recent history P2, P3, P7

The curriculum name should be changed P2, P8, P15

Different perspectives should be included P2, P9, P12

Class hours should be re-arranged P4, P5

§ ﬁlsmmr EDUCATION 8
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A connection with today’s world should be made P4, P8
Economic, social-cultural developments should be included P2, P6
Historical thinking skills should be emphasized P2, P14
Emphasis should be placed on the foundations of the idea of the republic ~ P2, P12
Change and continuity should be emphasized P7, P9
An integrated content should be presented p2
Emphasis should be placed on the conditions under which the country pP3

was established

Ataturk love should be included P13

It should be evidence-based P14
The human-time and space element should be included. P14
National historical awareness should be brought to the fore P15

When the findings presented in Table 2 are examined, it is clear that the faculty members
emphasized that the course should be taught by means of a student-centered teaching approach. For
example, Participant 11 stated that it is necessary to design a curriculum by which the student will
have an active role by using the expression “I would reflect on the program that the student should
be a researcher, reach certain things, and discuss in the classroom.” Participant 12 suggested that the
lesson should be taught with activities by saying that “First of all, I think that the curriculum should
be a model for processing activities.” Participant 4 stated to reconsider the course time and materials
in addition to designing the course in accordance with the Active Learning Method by using the
expression “I would have designed a program by adjusting the textbook and the lesson time,
reconsidering the activity examples accordingly and making the lesson much more enjoyable based
on active learning methods.” Some of the faculty members especially emphasized the learning of very
recent history in improving the curriculum. For example, Participant 7 stated that the teaching of
very recent history should be considered in the development of the curriculum, saying “For two hours,
then we should carry the course to the present day by being focused on main points... Students should
have a knowledge level that they should be able to understand when they come across the news on
the TV saying that it happened on 27 May 1960.” Some of the faculty members emphasized that
different perspectives should be included in improving the curriculum. Participant 9 emphasized that
it is necessary to include different perspectives in the development of the curriculum by expressing
the idea that “I pay attention to the fact that there may be different topics and different opinions in
the learning outcomes of the programs. I would emphasize the understanding that there were negative
perceptions as well as positive perceptions about Ataturk or the content of the program.” Participant
6 stated that the understanding of social history was the most important factor in improving the
curriculum, saying “I like the current structure of the course. I would revise the content and approach
to the public. What was the public doing? What were the people doing? I would try to reflect a social
history understanding.”
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The Opinions of the Participants on the Improvement of the Goals of Turkish Republic History

of Revolution and Kemalism Curriculum

The participants stated that the course goals should be addressed in the context of gaining a
sense of unity and solidarity, protecting the homeland and nation, enabling to have a different
perspective towards events and comprehending how the Republic was founded. The opinions of the

participants are provided in Table 3.
Table 3

The Opinions of the Participants on the Improvement of the Goals of the Turkish Republic History

of Revolution and Kemalism Curriculum

Opinions Participants
Emphasis should be placed on national unity and solidarity P6, P12, P13, P14
Emphasis should be placed on protecting the motherland and the P11, P12, P13
nation

A different perspective should be gained P10, P2

The establishment of the Republic of Turkey should be ensured to be P11, P2
comprehended

The conditions of the period should be perceived P4, P8

Very recent history should be addressed P2, P3
Emphasis should be placed on Kemalism and reforms P11

History awareness should be gained P15

The findings in Table 3 show that the faculty members emphasized different issues regarding
the course goals. For example, Participant 6 stated that the understanding of unity and solidarity
should be provided for the goals by saying that “What I always repeat is that we established this
homeland together, let's live it together. Let’s love each other. That would be the message I wanted to
give.” Similarly, Participant 14 stated that “T'o show the meticulousness demonstrated while teaching
the student historical knowledge, to show what should be done and what should not be done... I
would emphasize unity and solidarity as a common point”. Participant 12 stated that the course goals
bring the understanding of unity and solidarity as well as love for the homeland by sharing the
opinion of “Love for the homeland, unity, and solidarity. In other words, this country was not easily
established, and a collective struggle was shown altogether, children also took part in this struggle,
there are child heroes, there are women, there are men too, etc. This understanding should be given
thoroughly...” Participant 11 stated that the consciousness of protecting the homeland and the nation
should be given by saying “We witnessed a period when the national awareness and the awareness of
patriotism were provided to children; however, some mistakes were made as well. Considering these
mistakes, I would present the awareness of protecting the country, which is more harmonious with
each other.” Participant 10 stated that the goals should be adjusted in a way to discuss the events
through a more comprehensive perspective by saying, “Even though it has ideological origins in

general, it is a history course after all. We would ensure students gain these: historical perspective
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and the ability to interpret and approach historical events. I would organize my goals to discuss

historical events through different perspectives.”

The Opinions of the Participants on the Improvement of the Learning Outcomes of the Turkish

Republic History of Revolution and Kemalism Curriculum

The participants presented many suggestions for the development of the learning outcomes
in the curriculum. Most of the participants stated that the learning outcomes should be simplified,
organized based on behavior and life, and a balance should be established between the lesson time
and the learning outcomes. Participants stated that the course should be designed so that students
can internalize what they learn by reducing the learning outcomes and improving their style of
expression, and to develop high-level thinking skills by focusing on the affective domain. The findings
are presented in Table 4.

Table 4

The Opinions of the Participants on the Improvement of the Learning Outcomes of the Turkish

Republic History of Revolution and Kemalism Curriculum

Opinions Participants
They should be simplified P5, P6, P12, P14
They should be behavior-oriented P1, P4, P2, P11
Balance should be established and maintained in the duration of the lesson P5, P7
They should be presented in a way that students can internalize what they P1, P13

learn
Affective domain should be included Pe6, P13
They should provide high-level thinking skills P1,P14
They should be associated with today’s world P11, P15
They should be reduced in number P10, P12
Expression style should be revised P8, P14
They should focus on skills and values P1

Participant 5 used the expression “I think the learning outcomes should be simplified”
regarding the course outcomes. Participant 6 shared the opinion that "I think the learning outcomes
should be simplified, the learning outcomes are already too many, and maybe that's why they cannot
be achieved." Similarly, Participant 14 stated that the structure of the learning outcomes should be
plain and simple by saying that the learning outcomes should be in interconnected sentences. It
should be absolutely clear and concise, and expressed by simple expressions, and when read, it should
mean exactly what it’s supposed to mean”. And Participant 7 emphasized that the lesson durations
and learning outcomes should be balanced by saying that “When we think that the lesson durations
are decreased from 3 hours to 2 hours, we can say that this change should be taken into consideration
when updating the curriculum.” Some of the faculty members stated that the learning outcomes
should be prepared in a way that students can internalize them. Participant 1 stated that the learning

outcomes should become a lifestyle by expressing that “The acquisitions in the curriculum should be
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internalized by the students and become a lifestyle” On the other hand, some of the faculty members
emphasized that the learning outcomes should provide effective and high-level thinking skills. For
example, Participant 1 stated that high-level thinking skills should be included in the learning
outcomes by stating that "We think we achieve it when we ensure students gain knowledge only at
their level of comprehension while keeping the classical memorized information without reaching the
parts with high-level thinking skills such as analysis, synthesis, and evaluation.” Participant 6
emphasized that we should attach importance to the affective area in addition to the cognitive field in
the learning outcomes by stating that “We should move away from this kind of an approach to

information. If we can, we should move towards the affective area, instead of the cognitive area.”

The Opinions of the Participants on the Improvement of the Content of the Turkish Republic

History of Revolution and Kemalism Curriculum

Most of the participants stated that the course content should be brought up-to-date and
taught with the inclusion of recent historical events. Participants stated that the course content should
begin with the final period of the Ottoman Empire, by establishing a relationship between the past,
the present, and the future. On the other hand, some participants stated that the social life of the
society in the historical process should be included in the content (Table 5).

Table 5

The Opinions of the Participants on the Improvement of the Content of the Turkish Republic History

of Revolution and Kemalism

Opinions Participants
The content should be brought up-to-date P1, P2, P3, P4, P5, P6, P7, P8,
P11, P12, P15

It should begin with the final period of the Ottoman Empire ~ P5, P8, P10, P11, P12, P15
The connection between the past, the present and the future P4, P7, P9, P13, P14, P15
should be established well

Socio-economic situations should be included P2, P3, P4, P6
Historical continuity and change should be included P13, P14, P15
Its content should end with the events of 1950 P10, P13

It should be simplified P5, P7

The transition period from the Ottoman to the Republic P2,P3

should be presented well

It should not be focused on a single person P8
Kemalism should be discussed through different perspectives P2
Its content should end with the events of 1938 P14

The findings in Table 5 show that most participants emphasized that the course content
should be brought up to the present day and that recent historical events should be taught in a more
effective way. For example, Participant 1 stated, “The content should be brought to the present day,
it should be brought to 2002, at least subjects up to 2002 should be taught on a historical basis.”

Participant 3 shared the opinion that "If we have time, we should definitely bring the subjects from
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1939 to 2015". Participant 3 stated that recent historical events should be taught by saying that “I am
one of those who sincerely participate in bringing the content to the present day. I am not saying we
should focus on this point, but we should not deprive children of the knowledge of very recent
history.” The participants stated that the course content should begin with the final period of the
Ottoman Empire, especially the Tanzimat Period. For example, Participant 8 stated that It would be
appropriate, to begin with, Tanzimat, the foundation of the Republic by expressing that “I would
probably begin with the Tanzimat Period. Many of these practices have been applied or have been
trying to be applied in the Republic by the central government and had actually been tried to be
realized in the Tanzimat Period.” Some of the faculty members stated that the social life of the society
in the historical process should be included in the content. For example, Participant 3 stated that the
subjects that are outside of political history should be emphasized by expressing that: “I am very bored
to hear political history all the time. I want to learn the aspects as specified by Fergat Bloder for
example.” Participant 6 emphasized that the socio-economic lives of ordinary people should be
included in the content by stating that: Especially the socio-economic situation during the War of
Independence should be reflected more. It is mostly about the actions of generals, pashas, and
statesmen. However, if there was a curriculum about the actions of Ahmet Aga, Mehmet Aga, or
Serifebaci, and if these details were reflected in the content, it would be much better.” Participant 4
stated that each subject should be brought to the present day by establishing the connection of the
course with the present by expressing that: The subject of governmental institutions and
organizations might be ensured to be comprehended by the students. Other subjects are the subjects
that we have already known. I think that every subject in this curriculum should be connected with
the present day. But it might not be possible with the current duration of lessons. I think it should be

divided into a few years or the duration of the courses should be increased”.

Some participants stated that the local heroes should also be included in the content and
materials of the course, and more emphasis should be placed on people other than Mustafa Kemal
(Table 6).

Table 6

The Opinions of the Participants on Using Historical Characters in the Content and Materials of the

Turkish Republic History of Revolution and Kemalism Curriculum

Opinions Participants

More emphasis should be placed on characters other P2, P4, P6, P9, P10, P11, P15
than Mustafa Kemal

The local heroes should also be included P3, P6, P8, P14

Historical characters should be included more P4, P5, P6, P12

The life of Ataturk should not be presented as a unit P11

The findings presented in Table 6 show that the faculty members think that historical
characters are included in the content and materials of the course but at an inadequate level, which

should be improved. For example, Participant 4 stated that historical characters are mentioned but
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there are some deficiencies in this regard by stating that “There are deficiencies even though some
characters are mentioned in the course. Ali Fuat Cebesoy wrote a book called "My Classmate Atatiirk/,
Kazim Karabekir wrote 'Our War of Independence’, and Rauf Orbay wrote 'Hell Mill - My Political
Maps'. Some information might be given about these books and characters.” Similarly, Participant 14
stated that in addition to those around Ataturk, local historical characters should also be emphasized
by expressing that “I think we focus on Ataturk and those around him all the time. There are many
characters that we memorize. There is a lot of work for the teacher. And local historical characters
should be emphasized. The teacher should include the heroes of their own region.” Participant 11
stated that there is no need to present the life of Ataturk as a separate unit by saying that “I would
start the content a little further back. I would spread the life of Ataturk within the process. There is

no need to present the life of Ataturk as a separate unit.”

The Opinions of the Participants on the Instructional Process in the Improvement of the History

of Revolution and Kemalism Curriculum

All of the participants stated that student-centered methods and techniques should be
included in the improvement of the Turkish Republic History of Revolution and Kemalism
Curriculum for elementary education. Participants emphasized the use of research analysis,
discussion, question-answer, local and oral history, collaborative learning, case study, and drama
methods in the teaching of the course. Some participants emphasized that evidence-based learning

and materials should be used in lessons (Table 7).
Table 7

The Opinions of the Participants on the Instructional Process in the Improvement of the History of

Revolution and Kemalism Curriculum

Opinions Participants
Evidence-based history learning P2, P5, P§, P10, P11
Use of material P3, P12, P13, P15
Research-examination P1, P8, P12, P13
Discussion Pe, P9, P10, P11
Cinema, movies and documentaries P2, P7,P15
Question-answer P9, P10, P14
Local and oral history P5, P13
Cooperative learning P4, P12

Case study P10, P12

Drama / role play P9, P14

Six hat thinking P4, P11

Station P4

Jigsaw P4

Problem solving P1

Memories P2

Critical thinking P11
Project-based learning P1
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Findings in Table 7 show that most of the faculty members think that methods and techniques
suitable for the Constructivist Approach should be preferred in the preparation of the curriculum.
Participant 1 stated that student-centered methods and techniques should be included by saying that
“We will prefer methods which will direct students to research and examine as much as possible. It
can be project-based, problem-solving, etc.” Participant 4 stated that student-centered methods
should be used by expressing that “Using a jigsaw, which is a team play and station, and active learning
methods is very enjoyable. They enable students to focus on the lesson. All of these are methods that
can be applied in all lessons. It would be very good if these methods are also applied in the history
classes." Participant 9 stated that active student methods such as group discussion, drama, debate, role
play, and question-answer should be used by saying that “I believe that if the method-technique can
be used, it should be used at least once. For example, group discussion, debate, drama, staging,
animating, question and answer, and narration are methods that are used constantly.” Some
participants stated that local history, oral history, and evidence-based history learning methods
should be used. For example, Participant 5 stated that “There are three basic elements of teaching
history in the best way. The first is local history, the second is oral history, and the third is evidence-
based history teaching activities.” Some of the faculty members stated that films and documentaries
should be used. For example, Participant 2 emphasized films and documentaries should be included
by saying that “Historical films and documentaries should have a larger place in the course group to
be called 'Modern Turkish History”.

The Opinions of the Participants on the Improvement of the Assessment-Evaluation Methods in

the History of Revolution and Kemalism Curriculum

Most participants stated that both the process-based and the result-based assessment and
evaluation instruments should be used in the Turkish Republic History of Revolution and Kemalism

Curriculum. The findings obtained are presented in Table 8.
Table 8

The Opinions of the Participants on The Improvement of the Assessment-Evaluation Methods in the

History of Revolution and Kemalism Curriculum

Opinions Participants

It should be based on both the process and the result P1, P2, P5, P7, P8, P9, P11, P12, P15
It should be based on the process P3, P4, P6, P10, P13, P14

It should ensure students to make comments P1, P2, P4, P8, P12, P15
Worksheets and concept maps should be used P11, P15

If it is necessary to make explanations by direct quotations of the participants according to the
tindings in Table 8, Participant 8 stated that the evaluation should be both process and result based
by expressing that “There should be an evaluation based on both the process and the result in the
context of this course.”. Similarly, the Participant 5 said that “I would prefer to use measurement

tools based on both the process and the results.” Participant 1 stated that classical evaluation
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instruments should be used in addition to process-based measurement instruments by “Process-
based measurement-evaluation methods should be used. The measurement can be made via classical
measurement-evaluation instruments. Adapting more process-focused evaluation approaches should
be preferred.” Participant 12 stated that classical measurement tools should be used in addition to
process evaluation by stating that “Students take exams 3 times, and tests 2 times a year. Teachers
include open-ended questions instead of multiple-choice questions to improve the writing skills of
students.” Participant 3 stated that measurement should not have the traditional multiple-choice
approach by stating that “We should make the evaluation process without taking the traditional
multiple-choice approach. It should be about local histography, oral historiography, skill-oriented
works, drama, analysis of visuals.” Similarly, Participant 6 stated that product-based measurement
should be utilized instead of classical measurement instruments by stating that “The essence of the
subject matter is, it is necessary to avoid paper, pencil, test, etc. It would be useful to realize the process

in a product-based manner instead of classical methods.”

The Opinions of the Participants on the Renewed Elementary Education Turkish Republic

Revolution History and Kemalism Course Curriculum

In the study, most of the faculty members stated that the renewed curriculum did not change
much, the number of learning outcomes was decreased due to some of them being merged and the
contents remained roughly the same. Although some of the faculty members welcomed the inclusion
of values, they emphasized that it was not specified in which context and how these values were going
to be taught. While some of the faculty members regarded the exclusion of very recent history as a
shortcoming, others welcomed it. The faculty members welcomed the merging of the “Modernizing
Turkiye” and “Kemalism” units, and the emphasis on the topic of “Kut’iil-Amare”. The findings
obtained are presented in Table 9.

Table 9

The Opinions of the Participants on the Renewed Elementary Education Turkish Republic

Revolution History and Kemalism Course Curriculum

Opinions Participants
The learning outcomes were merged and the contents P1, P3, P5, P7, P8, P9, P10, P11,
remained roughly the same P12, P13

The renewed curriculum did not change much
The exclusion of very recent history is a shortcoming

p3, P7, P9, P11, P13, P15
P2, P3, P12, P15

The emphasis on values is welcomed P2, P13, P15
The emphasis on the topic “Kut’iill Amare” is welcomed P1, P3, P5
The merging of the units is welcomed P12, P15
The exclusion of the methods is a shortcoming P12, P14
Historical thinking abilities are disregarded P3, P7

The exclusion of very recent history is welcomed P8, P13

The changes in the goals are welcomed P8, P10

The emphasis on the Ottoman Empire is welcomed P14
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According to the findings in Table 9, most of the faculty members stated that the renewed
curriculum did not change much, the number of learning outcomes was decreased due to some of
them being merged and the contents remained roughly the same. In this regard, Participant 9
emphasized that the renewed curriculum did not bring anything new with it by stating “I do not
believe that the new curriculum brought anything with it. What we usually mean by a new curriculum
is a curriculum simplified by decreasing the number of the learning outcomes of the older
curriculum.” Similarly, Participant 3 stated, “There is a compressed, minimized curriculum structure
behind the Social Sciences, Revolution History and Kemalism and other courses.” Participant 1
emphasized that the number of learning outcomes was not decreased at all by stating “T'he number
of learning outcomes has been decreased but sub-outcomes have been added so it is still roughly the
same.” Some of the faculty members welcomed the inclusion of values but mentioned that it was not
specified in which context and how these values were going to be taught. In this regard, Participant 2
welcomed the emphasis on values by stating “T'o me, the inclusion of some values and skills with a
bigger emphasis is correct.” Similarly, Participant 6 welcomed the inclusion of values but saw the
disregarding of in which context and how the values were going to be taught as a problem by stating
“The mention of values is welcomed but it is unclear. They say they are going to associate these
implicitly, but can it be achieved? It would be better if these were written clearly.” While some of the
faculty members regarded the exclusion of very recent history as a shortcoming, others welcomed it.
In this regard, Participant 2 saw the absence of very recent history in the curriculum as an important
shortcoming by stating “Honestly, I think ending the curriculum contents with the multi-party period
is a big mistake. Because teaching recent history creates much more effective results than teaching
distant history.” Similarly, Participant 15 mentioned that the contents should include a very recent
history by stating “As I said, the contents must be brought to the present day.” Contrary to these
opinions, Participant 8 welcomed the exclusion of very recent history by stating “I find it positive that
the curriculum at hand does not come close to the very recent history.” Some of the faculty members
regarded the merging of the “Modernizing Turkiye” and “Kemalism” units, and the emphasis on the
topic of “Kut’iil-Amare” as positive changes. In this regard, Participant 5 stated “I welcome the
inclusion of Kut’iil-Amare.” while Participant 15 stated, “I think the merging of Modernizing Turkiye
and Kemalism is a positive change since Kemalism is already included within Modernizing Turkiye.”
Participant 10 welcomed the changes in the goals of the curriculum by stating “Now when I look at
the new goals, it seems the general goals of the renewed curriculum have been softened and there is a
shift from the ideological structure.” Participant 14 emphasized that the absence of the methods in
the new curriculum is an important shortcoming by stating “The exclusion of methods is very bad.
Maybe they will do something more about it, I do not know. But I feel like something is missing in
this.” Participant 14 also mentioned that the emphasis on the last period of the Ottoman Empire is

welcomed by stating “I welcome the emphasis on the Ottoman Empire.”
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Conclusion

According to the opinions of the participants in the study, it was concluded that the
curriculum of the Turkish Republic History of Revolution and Kemalism should be discussed in
connection with the present. This result matches the results of the previous study stating that the
course content should be discussed with a focus on the past, the present, and the future (Arslan, 2005;
Eraslan and Kagkaya, 2011; Yilmaz, 2004). In this study, it was concluded that the subjects in the
curriculum should be discussed in connection with very recent history. This result is similar to the
previous study results concluding that the course content should be prepared in connection with the
recent political, social, and economical developments experienced in our country and in the rest of
the world (Aybars, 2004; Aslan, 2004; Arslan, 2005; Akbaba, 2009; Baydur, 1997; Doganer, 2005;
Demirel, 2005; Oztiirk, 2005; Pamuk, 2004; Toprak, 1997). In this study, the faculty members stated
that the curriculum should be prepared by placing an emphasis on economic and socio-cultural
developments. This result supports the suggestions in the course content specified in studies
conducted by Aybars (1985), Dénmez and Yazic1 (2008), and Tokgoz (2004). They suggest taking the
political, social, and economic conditions when the Turkish Republic was founded into consideration
when redesigning the curriculum. Accordingly, the contents of the course should be reconsidered,

and more emphasis should be placed on social and economic issues.

The faculty members who participated in this study stated that the duration of the course
should be changed. This result is in line with the previous studies suggesting that the duration of the
lesson should be increased, or the intensity of the subject should be decreased (Bingdl, 2009, p.91-95;
Demirel, 2005, p.258; Eraslan and Kagkaya, 2011, p.349; Tangiilii, Tosun & Kocabiyik, 2014, p.243;
Saray, 2005, p.107). In our study, some of the faculty members stated that the course name should be
changed. This result supports the suggestions in previous studies which have stated that the course
name should be changed in a more comprehensive way to reflect the content of the course (Aslan,
2015, p.310; Arslan, 2005, p.271; Emiroglu, 2005, p.161; Metin, 2006, p.54; Oztiirk, 2006, p.208). The
faculty members participating in our study emphasized that it is necessary to include different
perspectives on historical events by focusing on the historical thinking ability in the curriculum. In
the previous studies, it was stated that the topics should be discussed in comparison by including
different views and students should be ensured to improve their critical thinking, analysis, and
evaluation skills (Arslan, 2005, p.272; Tokgdz, 2004, S, 95; Safran, 2006b, p.123). In our study, the
faculty members stated that the curriculum should be prepared through a student-centered approach.
This result matches the previous study results which have stated that the philosophical background
of the course should be organized according to a student-centered or constructivist approach (Ata,
2005, p.74; Dénmez, 2006, p.178; Oztiirk, 2005, p.57). Accordingly, by reconsidering the duration of
the course, reducing the subject density and the applicability of the curriculum in the context of the

constructivist approach should be reviewed.

The faculty members participating in our study stated that the course goals should be handled

in a way that students can gain a sense of unity and solidarity, to protect the country and the nation,
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in a way that will help them examine the events from different perspectives and enable them to
understand how the Republic was founded with an emphasis on very recent history. In the previous
studies, it was stated that the course goals at the primary education level should be prepared in a way
to create a positive attitude in students, help them gain national values, and improve their cognitive,
affective, and psycho-motor characteristics (Donmez, 2006, p.170; Emiroglu, 2005, p.157; Safran,
20064, p.109). In our study, the faculty members stated that a balance should be established between
the course duration and learning outcomes, and expression styles of the learning outcomes should be
revised, reduced, and designed in a way to enable students to internalize and improve their high-level
thinking levels by focusing on the affective domain. It is seen that the curriculum should be created

by focusing on effective learning goals in a way that will develop the high-level skills of the students.

In our study, most of the faculty members stated that the course content should be linked with
the present, and recent historical events should be taught more effectively. This result supports the
previous study results that have stated that course content should be revised in a way to include the
developments during and after World War II, to establish a connection with the political, social, and
economic developments in the world and in our country (Aybars, 2004, p.38; Aslan, 2004, p.108;
Arslan, 2005, p.272; Akbaba, 2009, p.51; Baydur, 1997, p.99; Doganer, 2005b, p.603; Demirel, 2005,
p.258; Oztiirk, 2005, p.57; Pamuk, 2004, p.28-29; Toprak, 1997, p.20). The faculty members stated
that the content of the course should establish a relationship between the past, the present, and the
future, especially starting from the final period of the Ottoman Empire. In the previous studies, it was
stated that the reflections and impacts of the developments experienced in the final period of the
Ottoman Empire during the Republic Period should be included in the course content and a
connection should be formed between the past and the present (Arslan, 2005, p.271-272; Delen, 2007,
p.95; Demirel, 2005, p.258; Eraslan & Kaskaya, 2011, p.349-350; Kili¢ ve $am, 2012, p.167; Yilmaz,
2004, p. 104). Some of the faculty members stated that the course content should include the social
lives of the society members in the historical process. This result matches the previous study results
that have stated that the course content should be revised to include political, social, and economic
conditions of the period when the Turkish Republic was founded so that the foundation of the
Turkish Republic can be comprehended (Aybars, 1985, p.73; Dénmez and Yazici, 2008, p.42).
Accordingly, it appears that the contents of the course need to be reconsidered. The faculty members
stated that people other than Mustafa Kemal should be emphasized and local heroes should be
included in the course content and materials. This result is similar to the one which concluded that
building the course content around Ataturk and presenting Ataturk as an inaccessible character
constitute an important problem (Arslan, 2005, p. 67) In the previous studies, it was stated that the
heroism of people from different regions and groups taking a role in the War of Independence and
the foundation of the Republic should have a larger place in the content of the course. (Arslan, 2005,
p.70; Alperen, 2008, p.115; Saray, 2005, p.102).

The faculty members stated that the learning situations in the curriculum should be revised

based on student-centered methods and techniques. Among these methods, it was emphasized that
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research analysis, discussion, question-answer, local and oral history, cooperative learning, case
study, and drama methods especially should be utilized. They also stated that evidence-based learning
and materials should be utilized in the course. These results support the previous study results that
have stated that teaching strategies, methods, and techniques that will enable students to have an
active role in the classes such as learning through discovery, case studies, group work, simulation,
discussion, collaborative learning, brainstorming, problem-solving, drama, empathy, resource
review, and educational games should be included in the curriculum (Demirel, 2005, p.258-259;
Dilek, 2005, p.90; Emiroglu, 2005, p.159; Kostiiklii, 2005, p.48; Saray, 2005, p.102). In the previous
studies, it was stated that the use of student-centered methods and techniques contributes to effective
and efficient teaching (Altikulag and Akhan, 2010, p.241; Birisik, 2006, p.79-81; Demirezen and
Akhan, 2011, p.22; Demirezen, 2014, p.76-77; Kaya, 2012, p.79; Yekrek, 2006, p.83). Accordingly, it
is seen that it is necessary to review the suitability of the curriculum of the Turkish Republic
Revolution History and Kemalism course for the use of student-centered methods and techniques.
Most of the faculty members stated that both the process-based and the result-based measurement
and evaluation instruments should be used in the curriculum and the measurement and evaluation
instruments should be diversified in this regard. In the previous studies, it was stated that the
assessment and evaluation instruments of the curriculum should be of a type that could measure high-
level cognitive and affective skills through diversification (Dénmez ve Yazici, 2008, p.326; Dilek, 2005,
p-90; Emiroglu, 2005, p.160; Kaya, 2016, p.148; Oztiirk, 2005, p.56). It can be stated that the
assessment and evaluation system of the course is applied mainly to results since the students attend
the eighth grade. In addition, it is seen that it is necessary to reconsider the curriculum for the use of

process-based approaches.

Regarding the changes made in the elementary education Turkish Republic Revolution
History and Kemalism course curriculum in 2018, most of the faculty members stated that the
renewed curriculum did not change much, the number of the learning outcomes was decreased due
to some of them being merged and the contents remained roughly the same. Although some of the
faculty members welcomed the inclusion of values, they emphasized that it was not specified in which
context and how these values were going to be taught. While some of the faculty members regarded
the exclusion of very recent history as a shortcoming, others welcomed it. The results obtained in the
research conducted by Palaz, Kilcan, and Giilbudak (2019), Celikkaya and Kiirtimlioglu (2018),
Tangiilii and Siivari (2019) are parallel with the results of this study.

In the study, it was concluded that the curriculum should be prepared in a way to form a
connection with the present by including very recent history in its contents, emphasizing economic
and sociocultural developments, and including different perspectives on historical events. It was
concluded that it is necessary to increase the duration of the lessons, change the name of the course
and focus on the historical thinking skills of students. Therefore, the curriculum should be based on
historical thinking skills, the duration of the lessons should be revised, and the name of the course
should be changed. In the study, it was detected that course goals should be adjusted for the sense of

unity and solidarity, love for homeland-nation, awareness of national struggle, and ability to gain
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different perspectives on the process of founding the Republic. Besides, it was concluded that the
course goals should be related to recent historical events. In this regard, the course goals should be
reviewed and revised in a way to ensure students comprehend the foundation of the Republic and to

include different perspectives and interpretations in explaining the historical events.

It was concluded that learning outcomes should be simplified, expression styles should be
revised, numbers should be reduced, and affective domain should be focused on and balance should
be established between the learning outcomes. Also, it was put forward that the learning outcomes
should be designed in a way to ensure students learn the topics by internalizing them and to improve
their high-level thinking skills by establishing a relationship with the present. Therefore, it is
considered that learning outcomes should be handled in a simple, understandable, and accessible way
and through a structure that will improve high-level thinking skills, in relation to today's and with an
emphasis on the affective field.

In the study, it was concluded that the course content should be brought up-to-date, include
recent historical events, and begin with the final period of the Ottoman Empire to form a connection
between the past, the present, and the future, and include the social lives of the society members in
the historical process. It was concluded that a larger place should be allocated for local heroes
emphasizing people other than Mustafa Kemal in the content and materials of the course. In this
regard, the course content should be revised placing more emphasis on the final period of the
Ottoman Empire, bringing it up-to-date, emphasizing the socio-economic and cultural issues, giving
more place to historical characters other than Mustafa Kemal, simplifying and decreasing the

intensity of the content.

In the study, it was concluded that the curriculum should be handled through a student-
centered approach and the teaching strategies and methods such as research-review, discussion,
question-answer, local and oral history, cooperative learning, case study, and drama should be
included in the teaching of the course. It was also concluded that evidence-based learning and
materials should be utilized in the course. Therefore, the curriculum should be organized based on
constructivist learning theory, and methods and techniques that will ensure students take an active
role such as evidence-based learning, historical empathy, and historical research should be included.
In the study, it was concluded that both the process-based and the result-based measurement and
evaluation instruments should be utilized. Therefore, the measurement-evaluation instruments
should be diversified, and assessment and evaluation instruments should be used for both the process

and the result in a way to include both performance and authentic evaluation.
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Abstract

The purpose of this study is to develop a valid and reliable measurement tool to identify the historical
empathy tendencies of adults including cognition, affect, and behaviour dimensions by treating the
individual as a whole. In this study, where four different study groups were used, each group was determined
by the convenience sampling method, one of the purposive sampling methods. The study group consisted
of 1132 adult individuals living in different parts of Turkey. The study group consisted of 322 adults for
Exploratory Factor Analysis (EFA), 381 adults for Confirmatory Factor Analysis (CFA), and 356 adults for
criterion-related validity studies of the scale. In addition, the study group for test-retest reliability consisted
of 73 individuals studying at the faculty of education of a state university in the Marmara region. At the end
of the Exploratory Factor Analysis, a 16-Item measurement tool consisting of three sub-factors, namely
"cognition", "affect”, and "behaviour", explaining 57.25% of the total variance was obtained. The Internal
Consistency Reliability Coefficient calculated for the whole scale was calculated as .88, .85 for the first factor,
.82 for the second factor and .80 for the third factor. The Test-Retest Reliability Coefficient of the scale was
found to be .77, .72 for the first factor, .73 for the second factor and .70 for the third factor. It was determined
that the Item-total correlations of the subscales ranged between .48 and .62 and all the differences between
the means of the upper and lower 27% groups were significant. In conclusion, it is concluded that the
"Historical Empathy Scale-Adult Form" developed to identify the historical empathy tendency levels of adult
individuals is a valid and reliable scale as it meets the psychometric criteria of scale development studies to
a good extent. The scale, which is observed to be in line with the theoretical structure of the concept of
empathy, consists of three dimensions: cognitive, behavioural, and affective. Using this developed scale,
relational studies can be conducted in order to identify the historical empathy tendencies of adult individuals
or to explain them with related concepts.

Keywords: empathy, historical empathy, scale development, social studies, history education

% ﬁlsrumr EDUCATION 28

JOUR


https://ror.org/
https://ror.org/04ttnw109
https://ror.org/009axq942

Historical empathy scale-adult form: A study on validity and reliability

Introduction

People are often curious about the lives, living conditions, and emotional states of the people,
who lived in the past. By means of this curiosity, they make evaluations about the facts they have
learnt about the past. It is important that these assessments accurately reflect the truth and reality. It
is necessary to have a historical perspective in order to interpret the values of people in a way that
reflects the truth and reality. Historical Perspective is defined as being aware of the differences
between the past and the present by understanding the social, cultural, intellectual and emotional
environment that shaped the lives and actions of people, who lived in the past (Seixas & Peck, 2004).
Hartmann and Hasselhorn (2008) defined historical perspective as the understanding of the
worldviews that influence the actions of historical figures in accordance with the context of the period.
For this, individuals need to gain a historical perspective. One of the ways that can be used by
individuals to gain historical perspective is expressed as Historical Empathy Skill (Endacott, 2010).

The concept of historical empathy is based on empathy. Empathy is defined as the process of
putting oneself in the other person's place, looking at the events through that person's point of view,
understanding, feeling and communicating that person's feelings and thoughts correctly (Dékmen,
1997). Historical empathy is closely related to the concept of empathy and serves to use the concept
of empathy in understanding and making sense of historical events. For this reason, the Historical
Empathy Skill was included in the 2018 social studies curriculum not as an independent skill but as a
sub-step of the empathy skill (Caligkan & Demir, 2019). Although the concepts of empathy and
historical empathy have similarities, there are also points where they differ from each other. While
empathy helps us to understand the behaviours and emotions of individuals with whom we live in
the same time period, historical empathy refers to understanding people's actions in the past by
considering the conditions of the period (Yeager & Foster, 2001). Although empathy is defined as
thinking and acting by putting oneself in someone else's shoes as a psychological concept, historical
empathy is defined as trying to understand someone who lived in the past (Okur Berberoglu &
Berberoglu, 2015). Imagination is important in historical empathy (Hanneke, Geerte, & Carla, 2020).
An individual can visualise the past thanks to his/her imagination (De Leur et al., 2020), thus he/she
can make more realistic sense of the past and the individuals who lived in the past.

Historical Empathy, which is expressed by the concept of "historical empathy" in English
literature, briefly refers to the process of understanding people in the past (Lee & Ashby, 2001). It is
the process of understanding the actions of people, who lived in the past, by focusing on the nature
of their knowledge, values, and beliefs from their perspectives (Barton & Levstik, 2004). Bryant (1982),
on the other hand, defines the historical concept of empathy as an emotional response to the perceived
emotional experiences of others. Historical Empathy refers to "making sense of the sociocultural,
intellectual and emotional factors that affect and shape the lives and activities of individuals, who
lived in the past, and taking these into account when making inferences or evaluations about the past
time" (Ministry of National Education, 2018b). Historical Empathy refers to evaluating people within
the conditions of the periods, in which they lived, rather than making empathy by putting oneself in
the place of people, who lived in the past.

Historical Empathy has aspects that focus on historical events and the learner. First, historical
empathy has a functional position in our understanding (Hanneke, Geerte, & Carla, 2020) and
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making sense of history. Historical Empathy is used in the process of making sense of historical
experiences and clarifying students’ decisions, feelings and thoughts. Huijgen et al. (2014) stated that
historical empathy is needed in order for the individual to gain the ability to imagine themselves to
be in a situation that they can never experience and to prevent history from being an unopened book.
Brooks (2011) stated that historical empathy has significant contributions to intuiting and
understanding the views and decisions of historical characters. Endacott and Brooks (2018) define
historical empathy as the process of students' cognitive and emotional interaction with historical
tigures in order to better understand and contextualise the experiences, decisions, or actions of
individuals, who lived in the past.

Historical empathy consists of three dimensions: cognitive empathy (Altikulag & Gokkaya,
2014; Caligkan & Demir, 2019; Foster, 1999; Lee & Ashby, 2001; Karabag, 2015); affective empathy
(Altikulag & Gokkaya, 2014; Bryant, 1982; Bryant & Clark, 2013; Hanneke, Geerte, & Carla, 2020;
Huijgen et al, 2017; Karabag, 2015); and, behavioural empathy (Caligkan, 2008; Endacott & Brooks,
2018; Hanneke, Geerte, & Carla, 2020). Many studies have focused on the cognitive dimension of
historical empathy (Hanneke, Geerte, & Carla, 2020). The cognitive empathy dimension, which is one
of the dimensions of historical empathy, can be considered in two ways. First, in order to be able to
empathise historically, it is necessary to have some historical knowledge. This is a pre-condition for
historical empathy. Therefore, the role of historical empathy in history is considered cognitive
(Karabag, 2003). Because it is a necessity to have some historical knowledge in order to be able to
make historical empathy. The second aspect of the cognitive dimension is to be able to understand
the acts of people, who lived in the past. The individual's comprehension of information and facts of
the past through historical empathy demonstrates the cognitive empathy dimension. As a matter of
fact, emphasising this situation, Foster (1999) defined historical empathy as examining and
understanding the perspectives of people in the past and making them permanent in contemporary
minds.

The second dimension of historical empathy is Affective Empathy. Historical Empathy helps
individuals to put themselves in the shoes of those people and share their feelings from the perspective
of past events and the conditions of the time. In this context, historical empathy also has content
specific to affective characteristics (Huijgen et al., 2017). The basis of these contents is to appreciate
what people who lived in the past did by taking their perspectives as a starting point (Foster, 1999).
Appreciation constitutes a sub-step of the affective dimension. In fact, historical empathy is expressed
as the ability to understand the emotions of historical personalities in order to explain their actions
(Karabag, 2015). In addition, thanks to the characteristics taken from empathy skills, bringing
emotions to the forefront has given historical empathy an affective quality. Historical Empathy not
only helps to understand emotions but also the values, attitudes and beliefs of people living in the
past.

The third dimension of historical empathy is Behavioural Empathy. Historical Empathy also
causes individuals to act based on past events and individuals living in the past. In the behavioural
dimension of historical empathy, it is expressed that the individual is influenced by historical
information, events, and characters. As a matter of fact, in addition to the cognitive and emotional
aspects of empathising historically, the fact that it is defined as an action or skill (Caliskan, 2008;
Hanneke, Geerte, & Carla, 2020) illustrates its behavioural characteristics. This situation can be
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exemplified by action-based behaviours such as showing respect to historical persons, giving
particular importance to visiting historical places, preferring historical clothes, etc.

The importance of historical empathy skills in the education process cannot be ignored.
Therefore, historical empathy skill was included in the 2005 curriculum and in the social studies and
history curricula that were updated in 2018. The "historical empathy scale in adolescents” developed
by Caligkan and Demir (2019) for measuring this concept in the literature addresses adolescents and
measures historical empathy tendencies from cognitive and affective points of view. In addition, the
"Historical Perspective Acquisition Scale” developed by Hartmann and Hasselhorn (2008) was
adapted into Turkish by Din¢ and Uztemur (2018) through history and social studies teacher
candidates. Despite all these, no comprehensive measurement tool was found to improve the
historical empathy levels of adults. Considering this point, it is believed that the developed scale is
unique because it is intended for adults, includes cognition, affect, and behavioural dimensions, and
aims to determine the historical empathy tendency, and it is believed that it shall contribute to the
literature. In this context, the purpose of this study is to develop a valid and reliable measurement
tool to identify the historical empathy tendencies of adults including cognition, affect, and behaviour
dimensions by treating the individual as a whole.

Method

Development Process of the Scale

In the process of developing the Historical Empathy Scale-Adult Form, the stages in the
relevant literature on scale development (Bilyiikoztiirk, 2005; Tezbasaran, 1996) were followed. In
this framework, first of all, a pool of Items was created. In the following stage, draft expert opinions
were obtained and a pilot application was carried out. Finally, in order to determine the validity and
reliability of the draft scale, it was applied to the relevant sample group and the obtained data were
analysed.

Creation of an Item Pool In the first stage of the development of the scale, an Item Pool was created.
In order to be able to write Items suitable for the purpose of the scale, the literature on empathy and
historical empathy in both international and national contexts was reviewed and necessary
examinations were made. In this literature review, it was determined that there is no scale to
determine the historical empathy tendencies of adult individuals. It was determined that there was
only a scale development study (Caliskan & Demir, 2019), which was also authored by one of the
authors of this study, aiming to measure the historical empathy of adolescents. In addition, it was
determined that there is a historical perspective acquisition scale developed by Hartmann and
Hasselhorn (2008) and adapted into Turkish by Ding and Uztemur (2018). An Item Pool consisting
of 40 Items was created with the contributions of the researchers and two academicians in the field of
psychology based on the literature and scale development studies on empathy and historical empathy
on an international and national basis. Here, especially the Items in the Item Pool used by Caliskan
and Demir (2019) in scale development were also used to a great extent. In addition, while writing
the Items, care was taken in writing Items that would reveal the basic sub-dimensions of empathy.
While determining the Items in the Item Pool, special attention was paid to the fact that the Items
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should be simple, understandable, and clear expressions that can be understood by adult individuals
and that they should not contain multiple judgements at the same time. After the determination of
these Items, expert opinions were consulted for content validity.

Obtaining Expert Opinions Content Validity Studies based on expert opinions were carried out by
using the Lawshe Technique (Yurdugiil, 2005). The opinions of nine experts (two teachers in the field
of social studies/history, two Turkish teachers, one psychologist, one counsellor, and three
measurement and evaluation experts) were obtained in order to determine whether the content,
Items, instructions, and response format of the draft Historical Empathy Scale-Adult Form were
appropriate and comprehensible. The experts were asked to evaluate the Items of the draft scale in
terms of meaning, comprehensibility, appropriateness to the level, completeness, measurement

"won

adequacy, and quality. For each Item, they were asked to make a decision as "keep it", "remove it" or
"modify it" as a triple rating and to express their reasons and suggestions. The suggestions of experts
for correction of 5 Items were taken into consideration and necessary actions were taken regarding
these Items. Then, the content validity rate and indices were calculated and 4 Items were removed.
Thus, the Item Pool consisting of 36 Items was finalised. In the context of the results obtained from
all these procedures, it was accepted that the content validity of the scale was appropriate and
sufficient. In addition, these 36 Items were prepared based on the five-point Likert Type. In addition,
rating statements such as "5-Always", "4-Often", "3-Sometimes", "2-Rarely", and "I1-Never"were placed
opposite each statement. Then, an appropriate instruction was added to the beginning of the scale

and the pre-tested Historical Empathy Scale-Adult Form was made ready for the application.

Pilot Application In order to check the functionality and status of the scale Items in the relevant
sample group in general, a preliminary application was performed before the actual application for
the development of the pre-test scale. This application was performed with a group of 30 adults, aged
between 21 and 28, who were studying in the fourth year of the faculty of education of a state
university. At the end of this preliminary application, no problems were encountered and it was
decided that the scale Items were comprehensible by the relevant sample group and that the scale had
the quality of serving the purpose of the scale. During this process, it was decided to add a control
Item, especially since there was an impression that there might be a problem with the participants'
sincere answers. In this context, Item No 14 of the pre-test scale was added back to the scale as [tem
No 37, and its function as a control Item was ensured. The finalised 37-Item pre-test scale was applied
to the study group for factor analysis.

Study Group

The compliance of this study which was carried out with human participants with ethical rules
was approved by Sakarya University Educational Research and Publication Ethics Committee (dated
08.12.2021, Issue: 02, Decision No: 21).In this study, where four different study groups were used,
each group was determined by the convenience sampling method, one of the purposive sampling
methods. The study group consisted of 1132 adult individuals. The first study group consisted of 322
adults from various occupational groups (teachers, academicians, housewives, civil servants, private
sector, retired, etc.) from different cities in Turkey, aged between 18 and 61, with an average age of
37.44. Exploratory Factor Analyses (EFA) of the scale was carried out based on the data collected from
this adult study group. In order to test the framework obtained by EFA (Exploratory Factor Analyses),
the second study group of the research was used for Confirmatory Factor Analysis (CFA). This group

JOUR

§ ﬁlsmmr EDUCATION 32



Historical empathy scale-adult form: A study on validity and reliability

consists of 381 adults from various professions in different cities of Turkey, aged between 18 and 61,
with an average age of 35.56 years. Criterion-Related Validity Studies of the scale were carried out
with the third study group of the study. The individuals in this group are a total of 356 adults from
various occupational groups in different cities of Turkey, aged between 18 and 63, with an average
age of 30.12 years. Test-retest reliability studies of the scale were carried out on the fourth study group
of the study. The participants in this group were a total of 73 pre-service teacher students, who were
studying at the faculty of education of a state university in the Marmara region, aged between 19 and
24, with an average age of 21.12. Personal details of all these study groups are presented in Table 1
below.

Table 1

Personal Details of the Participants in the Study Groups

I. Study Group II. Study Group II1. Study IV. Study Group

(EFA) (CFA) Group (Test-Retest)
N=322 N=381 (Criterion- N=73
Personal Validity)
Information Group N=356
f % f % f % f %
Gender Female 164 50.9 227 59.6 276 77.5 58 79.5
Male 158 49.1 154 40.4 80 22.5 15 20.5
Educational Primary 10 3.1 1 0.3 2 0.6 - -
Background School
Secondary 11 3.4 3 0.8 5 1.4 - -
School
High School 34 10.6 24 6.3 40 11.2 - -
Bachelor's 210 65.2 230 60.4 232 65.2 - -
Degree
Postgraduate 57 17.7 123 32.3 77 21.6 - -
Year 2nd Year - - - - - - 31 42.5
3rd Year - - - - - - 14 19.1
4th Year - - - - - - 28 38.4
Data Collection Tools

In the scale development study conducted for the criterion-related validity procedures of the
developed scale, two different measurement tools named Toronto Empathy Scale and Altruism Scale
were used. Details regarding these measurement tools are given below.

Toronto Empathy Scale It is a Likert-Type measurement tool developed by Spreng, Kinnon, Mar and
Levine (2009) in order to identify the empathy levels of individuals and adapted into Turkish by
Totan, Dogan, and Sapmaz (2012). This measurement tool is one-dimensional and consists of a total
of 13 Items, 8 of which are negative (1,3,5,7,8,9,11,12). The lowest score that can be scored on the
scale is 13 and the highest score is 65. During the adaptation of the measurement tool into Turkish,
Explanatory Factor Analyses and Confirmatory Factor Analyses were performed for construct
validity, and it was determined that the scale had construct validity. The results of the analysis for the
reliability of the scale showed that the Cronbach Alpha Internal Consistency Coefficient was found
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to be .79. As a result of the analysis conducted with the data set used in this study, the Cronbach Alpha
Internal Consistency Coefticient of the scale was found to be .82.

Altruism Scale It is a Likert-Type measurement tool developed by Rushton et al. (1981) in order to
identify the altruism tendencies of individuals and adapted into Turkish by Tekes and Hasta (2015).
While it was recommended to use a single-factor structure in the original scale, according to the
findings of the adaptation study, this measurement tool consists of a total of 20 Items with two factors
named "helping-14 Items" (1, 2, 3, 9, 10, 11, 11, 12, 12, 13, 14, 16, 17, 18, 19, 20) and " donation-6
Items" (4, 5, 6, 7, 8, 8, 15). There are no reverse-coded Items in the scale. High scores obtained from
the measurement tool indicate a high level of altruism. During the adaptation of the measurement
tool into Turkish, Explanatory Factor Analyses and Confirmatory Factor Analyses were performed
for construct validity, and it was determined that the scale had construct validity. The results of the
analysis for the reliability of the scale showed that the Cronbach Alpha Internal Consistency
Coefficient was found to be .84. As a result of the analysis conducted with the data set used in this
study, the Cronbach Alpha Internal Consistency Coefficient of the scale was found to be .89.

Collection and Analysis of Data

In order to develop a measurement tool by determining the validity and reliability of the
Historical Empathy Scale-Adult Form, data were collected from 1132 adult individuals from various
occupational groups from different cities of Turkey, some through Google Forms, and some through
face-to-face surveys. Necessary statistical procedures were carried out with the obtained data in the
context of the procedures to be carried out regarding the purpose of the study, validity and reliability
procedures. First of all, normality tests of the data set belonging to each study group were performed.
The kurtosis and Skewness statistical values obtained regarding the normality of the data are
presented in Table 2.

Table 2

Kolmogorov-Simirnov, Kurtosis and Skewness Statistical Values for Normality of the Data

EFA CFA Criterion Test-Retest Data
Data Data -Validity N=73
N=322 N=381 Data Pre-test  Post-test
N=356
Historical ~ Skewness .050 .138 -.457 -.352 .080
Empathy Kurtosis .049 -.077 -.387 -.241 -.954
Kolmogorov-Simirnov .032 .045 .082 118 .079
Altruism Skewness - - -.051 - -
Kurtosis - - .081 - -
Kolmogorov-Simirnov .036
Toronto Skewness - - 439 - -
Empathy Kurtosis - - -.210 - -
Kolmogorov-Simirnov 072

The data belonging to each study group were tested for normality both in terms of total scale
scores and individual Items, and the kurtosis and Skewness values of the obtained value were found
to be between -1 and +1. Moreover, it was determined that the normality (Kolmogorov-
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Simirnov/Shapiro-Wilk) test results of the total scale data of each study group were not significant
(p>.05). According to all these findings, it was determined that the data sets were normally
distributed. Exploratory Factor Analysis (EFA) was used for the construct validity tests of the scale
and Confirmatory Factor Analysis (CFA) was used to confirm the structure obtained through these
analyses. Reliability determination analyses were performed in order to determine the reliability of
the scale. In addition, the necessary analyses regarding the criterion-related validity of the scale were
performed by using the data collected through two different measurement tools. SPSS 22 and AMOS
21 package programs were used in all these analyses.

Findings

EFA Findings Regarding Construct Validity

First of all, necessary procedures were carried out regarding the control Item added to the
scale in order to check whether the individuals answered the scale sincerely or not. The correlation
between the Control Items was calculated as .75. It was determined that this obtained value had a
significance level of .001. This finding can be interpreted as an indication that adult individuals
answered the scale sincerely. After these procedures, Item No 37, which was used as a control Item,
was removed from the analyses and the procedures of EFA Analysis were initiated.

Whether the Historical Empathy Scale-Adult Form was suitable for factor analysis was
investigated by taking into account the results of Kaiser-Meyer Olkin (KMO) and Barlett Sphericity
Tests. The obtained findings are presented in Table 3.

Table 3
KMO and Bartlett Test Findings

Kaiser-Meyer - Olkin (KMO) .87
Chi-square 2050.18

Bartlett's Test sd 120
p .000

When the obtained findings shown in Table 3 are analysed, it can be seen that the KMO test
value is calculated as .87. Based on this value, it can be said that the sample size in the data set used is
suitable for factor analysis. In addition, it was determined that Barlett's test of sphericity was
meaningful (x2=2050.18; p<0.01). According to Jeong (2004), the KMO test value should be .60 and
above and Barlett's test of sphericity should be meaningful. When both test results are considered in
general, it can be said that the data set used in the study meets the basic assumptions mentioned above

at a good level and is suitable for the factor analysis to be performed.

In order to test the construct validity of the Historical Empathy Scale-Adult Form, the
reliability of the scale Items was examined first, as it is a prerequisite for validity without performing
EFA. At the end of the analysis, one Item (Item No 16), which decreased the reliability of the scale

and had a low Item-total correlation value, was removed from the scale. In the Exploratory Factor
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Analysis (EFA) conducted to determine the structure of the remaining 36-Item Draft Scale and to
reveal the dimensions of the scale, Principal Component Analysis was used. Based on the idea that
the scale dimensions are related to each other (Biiyiikéztiirk, 2002), the necessary analyses were
performed using the direct oblimin technique on skew rotation procedures. As a result of the analyses,

the slope-deposition graph, which is shown in Figure 1, was obtained.
Figure 1

Slope-Deposition Graph
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According to the slope-deposition graph in Figure 1, it is determined that rapid declines with
high acceleration are experienced. Basically, it is determined that there are three breaks, these breaks
are fixed after the third break, and there are three factors with eigenvalues greater than 1.00. In
addition, since the number of factors determined was compatible with the factorisation in the
theoretical structure determined at the beginning of the scale development process, the three-factor

structure of the scale was recognised.

In the performed factor analyses, Items that did not have a load value in any of the factors and
overlapping Items were removed from the data set one by one in line with the criteria such as Item
load values' being >.30 and overlapping status (Tabachnick & Fidel, 2001) (Items 4, 5, 10, 12, 13, 17,
18, 19, 21, 22, 23, 26, 28, 29, 30, 31, 33, 34, 35, 37) and the analyses were repeated until the most
appropriate structure was determined and it was determined that the 3-factor structure did not

change. The findings related to the three-factor structure are presented in Table 4.

§ ﬁlsmmr EDUCATION 36

JOUR



Historical empathy scale-adult form: A study on validity and reliability

Table 4

Findings Regarding Scale Items and Factors

° o & 3
< Z Load Value After g £ %
2 o E Rotation g £
TQ Z & O = &
55 73
22 5= 5o ko
= s 9 9 © 9 9
H & . 24 g7 g7

Expressions
1 8 Icanunderstand the impact of past events on people. 73 .10 .03 .54
2 3 I can imagine the lives of people, who lived in the - 22 .18 59
past. ) '
5 I can understand the feelings of people, who have 21 -.02
2 . .69 .53
lived in the past.
7 I can understand the thoughts of people, who have .28 -.01
r .. .69 .56
lived in the past.
10 When I look at a picture from the past, I can .09 .29

9 . . : .68 .56

understand the things that happened in the picture.
11 I can visualise the place, where an event happened in 24 .16

7 . o . .63 47

the past, according to the conditions of the period.
13 I can understand the connection between the way 13 .16

11 i ) .62 43

people lived in the past and the way they dressed.
16 While visiting historical places, I can have an idea .04 42

27 aT , .53 46

about the daily lives of the people of the period.
3 When I am watching historical films, documentaries, .18 .81 .19

25 . 72

etc., I put myself in the shoes of the hero.
6 14 I can put myself in the shoes of a person, who lived in .26 77 .03 66
history. ’
8 32 When I am watching historical films, I feel like I am .06 .69 34 60
there. '
12 While watching a historical film, documentary, etc. / .25 .67 11
6 reading a book, I can put myself in the shoes of the .53
heroes (people) in the event.
14 There are times when I behave like strong characters, .16 .66 .06
15 & 47
who lived in the past. '
4 36 Historical places make me excited. .06 19 .83 .73
9 20 The historical objects I see from ancient times make .20 14 .79 69
me excited. '
15 ” I get excited when I am listening to the life stories of 14 .16 77 64
people, who have shaped history. '
Eigenvalue 3.80 295 242 9.17
Total Variance (%) 23.72 18.42 15.11 57.25

When the findings obtained in Table 4 are examined, it can be seen that the Historical
Empathy Scale-Adult form consists of 16 Items and a three-factor structure explaining 57.25% of the
total variance (23.72% Factor No 1, 18.42% Factor No 2, and 15.11% Factor No 3). According to Kline
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(1994), based on the principle that the total variance of a multi-factor structure should be at least 41%,
it can be said that the total variance value obtained is a very good and sufficient value. Considering
the meanings of the Items of this three-factor structure, which is consistent with the theoretical
structure, the first factor was named "cognitive empathy" (1st, 2nd, 3rd, 7th, 8th, 8th, 9th, 11th, 27th
Items); the second factor was named "behavioural empathy” (6th, 14th, 15th, 25th, 32nd Items); the
third factor was named "affective empathy” (20th, 24th, 36th Items). Among these factors, cognitive
empathy has load values ranging from .53 to .73; behavioural empathy has load values ranging from
.66 to 81; and affective empathy has load values ranging from .77 to .83. While determining the Items
to be included in this triadic structure, the Items with factor loading values of .50 and above
(Tabachnick & Fidel, 2001) were found appropriate to remain in the scale structure. Furthermore, the
fact that the Items have common factor variance values between .43 and .73 indicates that the
Historical Empathy Scale-Adult Form is composed of Items that have a very homogeneous, i.e. similar
structure. According to all these findings, it can be argued that the Historical Empathy Scale-Adult
Form has a sufficient level of construct validity. As a conclusion, a Historical Empathy Scale-Adult

Form consisting of 3 factors and 16 Items emerged at the end of the EFA procedures.
CFA Findings on Construct Validity

The structure of the scale obtained through EFA was tested with CFA. It is recommended to
examine the model fit values obtained by CFA and to determine the best-fitting model (Meydan &
Sesen, 2011). In this context, verification procedures for model fit values were performed separately
for the uncorrelated model, the correlated model, and the one-factor model. The findings obtained

for the model fit are presented in Table 5 below.
Table 5

Findings Regarding Model Fit

x’/df RMSEA RMR CFI IFI AGFI GFI

Model X df (<.3.0) (<0.08) (<0.10) (<0.90) (<0.90) (<0.85) (<0.90)
Uncorrelated
554,76 98 5.66 11 .16 81 81 .79 .85
Model
Correlated Model 268,29 95 2.82 .069 .04 .93 .93 .89 .92
Single Factor
600,35 98 6.13 116 .06 .79 71 74 .82
Model

When the model fit values obtained and shown in Table 5 are analysed by considering the
recommended criterion values (Bayram, 2013; Joreskog & Sorbom, 1996; Schermelleh-Engel &
Moosbrugger, 2003; Simsek, 2007), it can be seen that the Correlated Model has the best-fit values.
As can be seen in the path diagram regarding the model below, some modifications are made in line
with the recommendations in order to obtain the best-fit model. In other words, among the model
fitting procedures, the best-fitting related model should be preferred rather than other models and
the scale should be used by taking into account the total scores. The path diagram of the correlated
model is shown in Figure 2.
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Figure 2

The Path Diagram of the Historical Empathy Scale-Adult Form
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As can be seen in Figure 2, the standardized factor loadings of the Items of the Historical
Empathy Scale-Adult Form had different values between .38-.71 in the cognitive dimension, .51-.81
in the behavioural dimension and .55-.81 in the affective dimension. In order to obtain better-fit
values, recommended modifications regarding model fit were made. Since they are in the same
dimension and since they cause a significant decrease in x2 value and improvement in model fit values
between items 1-2, 2-5, 5-7 and 13-16 from the "cognitive” dimension and items 6-12 from the
behavioural dimension, which have relationships between error variances, correlations were
established. In the literature, it is stated that establishing correlations with more than three Items is
not appropriate. However, when the Items created for correlations in this study are analysed, it can
be seen that especially the Items in the cognitive dimension semantically overlap with each other.
Therefore, four items were deemed appropriate for the establishment of correlations. In addition, a
correlation is established between the error variances of 7 items in the cognitive dimension (I can
understand the thoughts of people, who have lived in the past.) and 6 items in the behavioural

dimension (I can put myself in the shoes of a person, who lived in history.). Although it is not
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recommended to establish correlations between Items from different dimensions, it is seen that both
Items here are semantically related to each other. It was thought that such a correlation could be made
since one of the Items emphasized more on cognition with the act of thinking and the predicate of

the other item emphasized more on action.

Criterion-Related Validity Findings

Regarding criterion validity, the correlations between the Historical Empathy Scale-Adult
Form and its sub-dimensions, the Toronto Empathy Scale and the Altruism Scale were examined.
The findings obtained through correlation analysis are presented in Table 6.

Table 6

Correlations between the Historical Empathy Scale, Toronto Empathy Scale, and Altruism Scale

Variables 1 2 3 4 5 6
1. Factor No 1 (Cognitive) 1

2. Factor No 2 (Behavioural) .65%% 1

3. Factor No 3 (Affective) S54%% A48%* 1

4. Historical Empathy Scale (Total) 91%* 87%* T2x* 1

5. Toronto Empathy Scale (Total) 28%* 27%* 25%* 32%% 1

5. Altruism Scale (Total) A46%* el 32%% A4% 35%% 1

**p<.01; N=356

When the findings shown in Table 6 are examined, it can be seen that the total and sub-factors
(cognitive, behavioural, affective) of the Historical Empathy Scale (Adult Form) and the total scores
of the Toronto Empathic Tendency Scale and the Altruism Scale have positive and moderately
significant relationships (p<.01).

Reliability Findings

In order to determine the reliability of the Historical Empathy Scale (Adult Form), a number
of reliability assessment procedures were carried out with the data used in the EFA analysis. First of
all, in order to check the relation between the Items, the corrected item-total correlations of each Item
were calculated, and the lower and upper groups were compared. Again, Cronbach Alpha (a)
calculations were made for internal consistency with the same data set used in the EFA analysis. Two
half-reliability coefficients were calculated for overall reliability. For stability, test-retest reliability
coefficients were calculated with data obtained from a separate study group. In the test-retest
reliability analysis, the scores obtained from the data collected at four-week intervals from pre-service
teachers at the faculty of education of a state university were compared. All these reliability analysis
tindings regarding the reliability of the scale are presented in Table 7.
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Table 7
Reliability Findings of the Scale

2 Corrected t
@ §. 8.2 Spearman- Cronbach's
) b @A Item - (Lower%27 B Alpha () Test-Retest
5 = & rown a(a
3 g b= g Total - . w P . Reliability
R T RS ) . Reliability Reliability
< R Correlation Upper%27)
1 8 .48 9.65*
2 3 .61 12.38%
gy 5 2 .50 10.13*
c »
Z = 7 1 .56 11.51%
5 E . .80 85 72
g® 10 9 56 11.50
£2 1 7 55 9.89*
13 11 49 8.65%
16 27 .49 9.26*
= 3 25 .62 16.31%
A s
2 = 6 14 .57 13.95%
]
5 '5 8 32 .53 13.93* .81 .82 .73
g 8 12 6 54 12.22*
-]
~ 14 15 .46 9.08*
s £ 4 36 45 8.68*
g« g 9 20 50 11.51* 82 .80 70
g < 15 24 46 9.89*
Total 31.48* .75 .88 77
'n1-n2=322 *p<.000

When the findings obtained regarding the reliability of the scale shown in Table No 7 are
examined: the item-total correlation values ranged between .48-.62 and the t-values for each item
were significant (p<.001). These findings can be shown as evidence that the scale items have high
internal consistency, represent similar behaviours, and are discriminative (Biiytikoztiirk, 2006). Also,
in the same table, Spearman-Brown Reliability Coefficients ranged between .75-.82 in the sub-
dimensions and the overall total, indicating that the scale is reliable for the whole scale. In addition,
Cronbach's Alpha Reliability Coefficients ranged between .80-.88 for the sub-dimensions and the
overall total. Accordingly, it can be said that the Items that make up the scale are consistent with each
other. As a result of the test-retest conducted with a different study group with a four-week interval
in order to determine whether the scale yielded stable results, it was observed that the reliability
coefficients ranged between .70-.77 for the sub-dimensions and the overall total. In this context, it can
be said that the scale is a scale that provides stable results. It can be said that all these findings

constitute evidence for the reliability of the scale.
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Conclusion

In this study, the "Historical Empathy Scale-Adult Form" was developed in order to determine
the historical empathy tendency levels of adult individuals and the validity and reliability of the scale
were not examined. As a result, the development phase of the scale and the determination of its
validity and reliability by examining its psychometric properties were realized as follows.

National and international literature on the concepts of empathy and historical empathy were
examined. After these examinations, an Item Pool consisting of 40 Items was created with the
contributions of the researchers and two academicians in the field of psychology, based on all the
literature and scale development studies conducted on empathy and historical empathy. As a result
of content validity studies based on expert opinions, 4 items were removed from the Item Pool and a
preliminary five-point Likert-Type Scale consisting of 36 Items was prepared and a pilot application
was carried out in order to determine its functionality in the sample group. Since no problems were
encountered after all these procedures, a control item was added to the 36-Item version and validity
and reliability studies were initiated.

The construct validity studies of the scale were conducted through EFA and CFA using
different study groups. At the end of EFA, it was determined that the "Historical Empathy Scale-Adult
Form" consisted of 16 Items explaining 57.25% of the total variance and a two-factor structure named

“cognitive", "affective” and "behavioural”. The fact that a scale meets the criterion of having a total
variance of over 40% in multi-factor structures (Biiyiikoztiirk, 2006), it can be said that the scale has
construct validity and has the quality to reveal the relevant construct. The accuracy of the scale
structure obtained through EFA was tested with CFA. The fit values obtained as a result of CFA were
confirmed to be within acceptable limits. In addition, the 16-item three-dimensional structure of the
"Historical Empathy Scale-Adult Form" was also confirmed as a model. According to these results, it
can be said that the theoretically constructed structure obtained through EFA functions in a different

sample group and is therefore statistically validated.

Moreover, the obtained scale was compared with a number of theoretically related concepts.
For this purpose, the correlations between the Historical Empathy Scale-Adult Form and its sub-
dimensions, the Toronto Empathy Scale and the Altruism Scale were examined simultaneously in a
different sample group. According to the results obtained in these criterion-related validity
procedures: The relationships between the Historical Empathy Scale-Adult Form and its sub-
dimensions and the Toronto Empathy Scale and the Altruism Scale were interpreted as satisfying
criterion-related validity. All these correlational results are considered to be in line with the
theoretical explanations and the research literature.

Finally, Cronbach Alpha, Spearman-Brown and Test-Retest Reliability Coefficients of the
"Historical Empathy Scale-Adult Form" were examined in the context of reliability calculations. Based
on the obtained results, it was determined that the reliability value of the scale was above the basic
criterion of .70 (Buyiikoztiirk, 2006; Tezbagaran, 1996). In this context, according to the obtained
results regarding reliability, it can be said that the internal consistency of the scale and its items are
high, the scale gives reliable results for the entire scale, the scale items represent similar behaviours
and are distinctive, and the scale provides stable results. In short, it can be said that the scale can
provide reliable results both in total and in all three dimensions.
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In conclusion, it can be told that the "Historical Empathy Scale-Adult Form" developed to
identify the historical empathy tendency levels of adult individuals is a valid and reliable scale as it
meets the psychometric criteria of scale development studies to a very good extent. The scale, which
is observed to be in line with the theoretical structure of the concept of empathy, consists of three
dimensions: cognitive, behavioural, and affective. Using this developed scale, relational studies can
be conducted in order to identify the historical empathy tendencies of adult individuals or to explain
them with related concepts.
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Oz

Bu aragtirmanin amaci, bireyi bir biitiin olarak kabul ederek yetiskinlerin bilis, duyus ve davranis boyutlarini
kapsayan tarihsel empati egilimlerini belirlemek icin gegerli ve giivenilir bir 6l¢gme araci gelistirmektir. Dort
farkli ¢alisma grubu kullanilan bu olgek gelistirme ¢aligmasinda, her bir grup, amagli drnekleme
yontemlerinden kolay ulasilabilir 6rnekleme yontemiyle belirlenmistir. Calisma grubu ise Tiirkiye’'nin farkls
illerinde yasayan toplam 1132 yetiskin bireyden olusmustur. Calisma grubu agimlayici faktor analizleri
(AFA) i¢in 322, dogrulayici faktor analizi i¢in (DFA) 381, 6l¢egin olgtit-bagintili gegerlik caligmalari igin 356
yetiskin bireyden olusmaktadir. Ayrica test-tekrar test giivenirlik i¢in ¢alisma grubu ise Marmara
bolgesindeki bir devlet iiniversitesinin egitim fakiltesinde Ogrenim gormekte olan 73 bireyden
olugsmaktadir. Agimlayici faktor analizi sonucunda toplam varyansin %57.25’ini agiklayan “bilis”, “duyus”
ve “davranig” olmak {izere ii¢ alt faktérden olugsan 16 maddelik bir 6lgme araci elde edilmistir. Olgegin
tamamu i¢in hesaplanan i¢ tutarlilik giivenirlik katsayisinin .88; birinci faktor icin .85, ikinci faktor igin .82
ve ligiincil faktor igin ise .80 oldugu tespit edilmistir. Olcegin test-tekrar test giivenirlik katsayisinin .77,
birinci faktor i¢in .72, ikinci faktor i¢in .73 ve ii(;ﬁncii fakt('ir icin .70; alt olgeklerin madde- toplam
farklarin anlaml oldugu bel1rlenm1§t1r. Sonug olarak yetiskin blreylerm tarihsel empati egilim diizeylerini
tespit etmek icin gelistirilen “Tarihsel Empati Olgegi-Yetiskin Formu” dlcek gelistirme ¢alismalarinin
psikometrik olgiitlerini iyi derecede kargiladigindan gegerli ve giivenilir bir dl¢ek oldugu saptanmigtir.
Empati kavraminin kuramsal yapisiyla da uyumlu oldugu goriilen dlgek; biligsel, davranigsal ve duyugsal
olmak tizere ti¢ boyuttan olusmaktadir. Gelistirilen bu olgek ile yetiskin bireylerin tarihsel empati
egilimlerini belirlemeye veya ilgili kavramlarla agiklamaya yonelik iliskisel ¢calismalar yapilabilir.

Anahtar Kelimeler: empati, tarihsel empati, 6lgek gelistirme, sosyal bilgiler, tarih egitimi
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Insanlar gecmiste yagayanlarin hayatlarini, yasgam kogullarini ve duygu durumlarini merak
ederler. Bu meraklarini kullanarak ge¢mise yonelik o6grendikleri durumlar hakkinda
degerlendirmelerde bulunurlar. Bu degerlendirmelerin dogruyu ve gergegi yansitmas: énemlidir.
Insanlarin sahip oldugu degerlerin, dogru ve gercegi yansitacak bir sekilde yorumlanabilmesi igin
tarihi bakis acisina sahip olmak gerekmektedir. Tarihsel bakis agis1 ge¢miste yasamis insanlarin
hayatlarini ve eylemlerini sekillendiren sosyal, kiiltiirel, entelektiiel ve duygusal ortami kavrayarak
gecmis ile glintimiiz arasindaki farkliliklarin bilincinde olmak seklinde ifade edilmektedir (Seixas ve
Peck, 2004). Hartmann ve Hasselhorn (2008) tarihsel bakis acisini tarihsel kisiliklerin eylemlerini
etkileyen diinya goriislerinin, dénemin baglamina uygun olarak anlagilmas: seklinde tanimlamstir.
Bunun i¢in bireylerin tarihsel bakis acis1 kazanmalari gerekmektedir. Bireylerin tarihsel bakis agisini
kazanabilmeleri i¢in kullanilabilecek yollardan birisi de tarihsel empati becerisi (Endacott, 2010)
seklinde ifade edilmektedir.

Tarihsel empati kavraminin temeli empatiye dayanmaktadir. Empati, bir kisinin kendisini
kargisindakinin yerine koyarak, olaylara onun bakis agisiyla bakma, o kisinin duygu ve diistincelerini
dogru olarak anlama, hissetme ve ona iletme siireci olarak tanimlanmaktadir (Dékmen, 1997).
Tarihsel empati, empati kavramiyla yakindan iligkilidir ve empati kavraminin tarihi olaylari anlamada
ve anlamlandirmada kullanilmasina yaramaktadir. Bundan dolay1 2018 Sosyal Bilgiler Dersi Ogretim
Programinda tarihsel empati becerisi miistakil bir beceri olarak degil empati becerisinin bir alt
basamag: olarak yerini almistir (Caliskan ve Demir, 2019). Empati ve tarihsel empati kavramlarinin
ne kadar benzerlikleri bulunsa da birbirinden ayrildig: noktalar da mevcuttur. Empati ayn1 zaman
dilimini yagadigimiz bireylerin davranislarini ve duygularini anlamamiza yardimci olurken tarihsel
empati, insanlarin ge¢miste yaptiklar1 eylemleri donemin kosullarin1 géz 6niine alarak anlamay:
icermektedir (Yeager ve Foster, 2001). Empati, psikolojik bir kavram olarak bireyin kendini bir
baskasinin yerine koyarak diistinmesi ve hareket etmesi olarak tanimlansa da tarihsel empati ge¢miste
yasamis olan birini anlamaya ¢alismak seklinde ifade edilmektedir (Okur Berberoglu ve Berberoglu,
2015). Tarihsel empatide hayal giicti 6nemlidir (Hanneke, Geerte ve Carla, 2020). Birey sahip oldugu
hayal giicli sayesinde ge¢misi canlandirabilmekte (De Leur ve digerleri, 2020) boylece ge¢misi ve
gecmiste yasamis bireyleri daha gergekgi anlamlandirabilmektedir.

Ingilizce literatiirde historical empathy kavramiyla ifade edilen tarihsel empati kisaca
gecmisteki insanlar1 anlama (Lee ve Ashby, 2001) siirecini ifade etmektedir. Tarihte yasamis
insanlarin yaptiklar1 eylemleri onlarin agilarindan bakarak bilgi, deger ve inanglarinin dogasina
odaklanarak anlama stirecidir (Barton & Levstik, 2004). Bryant ise (1982) tarihsel empati kavramini,
bagkalarinin algilanan duygusal deneyimlerine karsi duygusal bir tepki seklinde tanimlamaktadir.
Tarihsel empati “ge¢miste yasamis bireylerin yasamlarini ve faaliyetlerini etkileyip bu faaliyetleri
sekillendiren sosyokiiltiirel, entelektiiel ve duygusal etkenleri anlamlandirmak ve ge¢mis zamanla

ilgili bir ¢ikarim veya degerlendirmede bulunurken bunlar1 dikkate almak manasina gelir” (MEB,
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2018b). Tarihsel empati gegmiste yasamis insanlarin yerine kendini koyarak duygudaslik yapmaktan

Ote insanlar1 yasadiklar: donemlerin sartlari icerisine degerlendirmeyi ifade etmektedir.

Tarihsel empatinin tarihi olaylara ve 6grenciye bakan yénleri bulunmaktadir. {1k dnce tarihsel
empati, tarihi anlamamamiz (Hanneke, Geerte ve Carla, 2020) ve anlamlandirmamizda islevsel bir
pozisyona sahiptir. Tarihsel empati tarihi yaganmisliklarin anlamlandirilmasi ve 6grencilerin karar,
duygu ve diisiincelerinin belirginlestirilmesi siirecinde kullanilmaktadir. Huijgen ve digerleri (2014)
bireyin asla deneyimleyemeyecegi bir durumda olmay1 hayal etme becerisini kazanabilmesi ve tarihin
agilmamus bir kitap olmaktan ¢ikartilmast i¢in tarihsel empatiye ihtiya¢ oldugunu belirtmistir. Brooks
(2011) tarihsel karakterlerin goriis ve kararlarini sezinleyip anlama noktasinda tarihsel empatinin ¢ok
onemli katkilarinin oldugunu ifade etmistir. Endacott ve Brooks (2018) tarihsel empatiyi, 6grencilerin
gecmiste yasamis bireylerin deneyimlerini, kararlarini veya eylemlerini daha iyi anlamak ve
baglamsallagtirmak i¢in tarihsel figiirlerle bilissel ve duygusal etkilesim siireci olarak

tanimlamaktadir.

Tarihsel empati, empati kavraminin kuramsal yapisi ile de iligkili olarak bilis (Altikulag ve
Gokkaya, 2014; Caligkan ve Demir, 2019; Foster, 1999; Lee ve Ashby, 2001; Karabag, 2015), duyus
(Altikulag ve Gokkaya, 2014; Bryant, 1982; Bryant ve Clark, 2013; Hanneke, Geerte ve Carla, 2020;
Huijgen ve dig., 2017; Karabag, 2015) ve davranis (Caligkan, 2008; Endacott ve Brooks, 2018;
Hanneke, Geerte ve Carla, 2020) olmak fizere ii¢ boyuttan olugmaktadir. Bir¢ok arastirma tarihsel
empatinin bilis boyutuna odaklanmistir (Hanneke, Geerte ve Carla, 2020). Tarihsel empatinin
boyutlarindan birisi olan biligsel empati boyutu iki sekilde degerlendirilebilir. Birincisi tarihsel empati
yapabilmek i¢in birtakim tarihi bilgilere sahip olmaktir. Bu, tarihsel empatinin 6n kosuludur. Bundan
dolay1 tarihsel empatinin tarihteki yeri biligsel olarak kabul edilmektedir (Karabag, 2003). Ciinkii
tarihsel empati yapabilmek i¢in birtakim tarihi bilgilere sahip olmak bir zorunluluktur. Biligsel boyuta
yonelik olarak ikinci durum ise ge¢miste yasamis olan insanlarin yaptiklarini anlayabilmektir.
Tarihsel empati araciligiyla bireyin ge¢mise yonelik bilgi ve olgulari kavramasi, biligsel empati
boyutunu gostermektedir. Nitekim bu durumu vurgular sekilde Foster (1999) tarihsel empatiyi
ge¢miste yasamis insanlarin bakis agilarini incelemek, anlamak ve onlar1 ¢agdas akilda kalic1 kilmak

seklinde ifade etmistir.

Tarihsel empatinin ikinci boyutunu duyussal empati olugturmaktadir. Tarihsel empati
bireylerin ge¢miste yasanan olaylar ve zamanin sartlar1 perspektifinde kendilerini o kisilerin yerlerine
koymalarina ve onlarin hislerini paylasmalarina yardimci olmaktadir. Bu baglamda tarihsel empati
duyussal 6zelliklere 6zgii (Huijgen ve dig., 2017) igeriklere de sahiptir. Bu igeriklerin temelinde
gecmiste yagayan insanlarin bakig agilarindan hareket ederek yaptiklarini takdir etmek (Foster, 1999)
yer almaktadir. Takdir etmek duyussal boyutun bir basamagini olusturmaktadir. Hatta tarihsel
empati, tarihsel kisiliklerin eylemlerini agiklamak i¢in duygularini anlama becerisi (Karabag, 2015)
seklinde ifade edilmektedir. Ayrica empati becerisinden aldig1 6zellikler sayesinde duygulari 6n plana
¢ikarmasi tarihsel empatiye duyussal bir nitelik kazandirmistir. Tarihsel empati sadece duygulara
degil, ge¢miste yasayan insanlarin deger, tutum ve inanglarinin da anlasilmasina biiytik kolaylik

saglamaktadir.
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Tarihsel empatinin {iglincii boyutunu davranigsal empati olusturmaktadir. Tarihsel empati
bireylerin ge¢miste yasayan bireylerden ve olaylardan hareketle davranislarda bulunmaya da neden
olmaktadir. Tarihsel empatinin davranis boyutunda ise bireyin tarihi bilgi, olay ve karakterlerden
etkilenerek davranislarda bulunmasini ifade etmektedir. Nitekim tarihsel empati kurmanin biligsel ve
duygusal yonlerinin yaninda ve bir eylem veya beceri olarak tanimlanmasi (Caligkan, 2008; Hanneke,
Geerte ve Carla, 2020) davranigsal ozelligini gostermektedir. Bu duruma tarihsel kisilere saygi
davranislar1 gosterme, tarihi mekanlara gitmeye 6zen gosterme, tarihsel giysileri tercih etme vb.

eyleme dayali davraniglar 6rnek verilebilir.

Tarihsel empati becerisinin egitim-6gretim siirecindeki 6nemi yadsinamaz. Bundan dolay1
2005 6gretim programlarinda ve 2018’de giincellenen sosyal bilgiler ve tarih 6gretim programlarinda
tarihsel empati becerisine yer verilmistir. Literatiirde bu kavrami 6l¢gmeye yonelik Caliskan ve Demir
(2019) tarafindan gelistirilen “ergenlerde tarihsel empati 6l¢egi”, ergenlere hitap etmekte olup biligsel
ve duyugsal diizeyde tarihsel empati egilimlerini 6l¢gmektedir. Bunun diginda Hartmann ve
Hasselhorn (2008) tarafindan gelistirilen “Tarihsel Bakis Acis1 Edinme Olgegi” Ding ve Uztemur
(2018) tarafindan tarih ve sosyal bilgiler 6gretmen adaylari {izerinden Tiirkgeye uyarlanmistir. Tiim
bunlara ragmen yetigkinlerin tarihsel empati diizeylerini gelistirmeye yonelik kapsaml bir 6l¢me
aracina rastlanmamistir. Bu noktadan hareketle gelistirilen 6lgegin yetiskinlere yonelik olmasy; bilis,
duyus ve davranis boyutlar1 icermesi ve tarihsel empati egilimini belirlemeye amagladig1 i¢in 6zgiin
oldugu diisiiniilmekte ve alana katki saglayacagina inanilmaktadir. Bu baglamda bu arastirmanin
amaci, bireyi bir biitiin olarak kabul ederek bilis, duyus ve davranis boyutlarim1 kapsayan ve
yetiskinlerin tarihsel empati egilimlerini belirlemek icin gegerli ve giivenilir bir 6lgme arac

gelistirmektir.

Yontem

Olgegin Gelistirilme Siireci

Tarihsel Empati Ol¢egi-Yetigskin Formunun geligtirilme siirecinde olgek gelistirmeye yonelik
ilgili alan yazindaki (Biiyiikoztiirk, 2005; Tezbasaran, 1996) asamalar takip edilmistir. Bu ¢ercevede
oncelikle madde havuzu olusturulmustur. Daha sonraki asamada ise taslak uzman goriisleri alinmis
ve pilot uygulama gergeklestirilmistir. Son olarak ise hazirlanan taslak 6lcegin gegerliginin ve
glivenirliginin belirlenebilmesi igin ilgili 6rneklem grubuna uygulamas: yapilarak elde edilen veriler

analiz edilmistir.

Madde havuzu olusturulmasi. Olgegin gelistirilmesindeki ilk asamada madde havuzu
olugturulmustur. Ol¢egin amacina uygun maddelerin yazilabilmesi i¢in dncelikli empati ve tarihsel
empati ile ilgili gerek uluslararas: gerekse ulusal baglamda literatiir taranmis ve gerekli incelemeler
yapimustir. Yapilan bu literatiir taramasinda yetiskin bireylerin tarihsel empati egilimlerini
belirlemeye yonelik bir olgegin olmadigi saptanmistir. Sadece daha 6nce bu ¢alismanin da
yazarlarindan birinin oldugu ergenlerin tarihsel empatilerini 6l¢gmeye yonelik bir dl¢ek gelistirme
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galismasinin (Caligkan ve Demir, 2019) oldugu belirlenmistir. Ayrica Hartmann ve Hasselhorn
(2008) tarafindan geligtirilen ve Ding ve Uztemur’un (2018) Tiirkceye uyarlama ¢alismasini yaptigi
Tarihsel Bakis Agist Edinme Olgeginin var oldugu tespit edilmistir. Uluslararasi ve ulusal bazda
empati ve tarihsel empati ile ilgili ulasilan alan yazin ve 6l¢ek gelistirme ¢aligmalar: temel alinarak
aragtirmacilar ve psikoloji alaninda iki akademisyenin de katkilari ile 40 maddelik madde havuzu
olusturulmugtur. Burada ozellikle Caliskan ve Demir’in (2019) o6l¢ek gelistirmede kullandiklar
madde havuzundaki maddelerden de yogunlukla faydalanilmistir. Ayrica maddelerin yaziminda
empatinin de temel alt boyutlarini ortaya ¢ikaracak nitelikte maddelerin yazilmasina &zen
gosterilmistir. Madde havuzunda yer alan maddelerin belirlenmesinde yetiskin bireylerin
anlayabilecegi basit, anlasir ve net ifadelerin olmasina ayrica birden fazla yarg: icermemesine 6zellikle
dikkat edilmistir. Bu maddelerin belirlenme asamasindan sonra kapsam gegerligi i¢in uzman
goriislerine bagvurulmustur.

Uzman goriisiiniin alinmasi. Uzman gorislerine dayali kapsam gecerliligi caligmalar1 Lawshe
tekniginden (Yurdugiil, 2005) yararlanilarak gerceklestirilmistir. Taslak olarak hazirlanan Tarihsel
Empati Olcegi-Yetiskin Formunun iceriginin, maddelerinin, yonergesinin ve yanitlama bi¢iminin
uygun ve anlasilir olup olmadigini belirlemek i¢in dokuz uzmandan (iki sosyal bilgiler/tarih
ogretmeni, iki Tiirkge 6gretmeni, bir psikolog, bir rehber 6gretmen ve ii¢ 6lgme degerlendirme
uzmani) gorlis alinmistir. Uzmanlardan taslak olcege iliskin maddeler anlam, anlasilirlik, diizeye
uygunluk, biitiinsellik, 6l¢cme yeterligi ve niteligi gibi durumlarinin degerlendirilmesi istenmistir. Her
maddeye iligkin ii¢lii derecelendirme olarak “kalsin”, “¢ikarilsin” veya “diizenlensin” seklinde karar
verip nedenini ve Onerilerini yazmalari istenmigtir. Uzmanlardan gelen 5 maddeye iliskin diizeltme
onerisi dikkate alinarak bu maddelerle iliskin gerekli islemler yapilmistir. Daha sonra kapsam gegerlik
orani ve indeksleri hesaplanarak 4 madde ¢ikarilmistir. Boylece 36 maddeden olusan madde
havuzuna son hali verilmistir. Ttim bu yapilan islemlerden elde edilen sonuglar baglaminda 6l¢egin
kapsam gecerliginin uygun ve yeterli oldugu kabul edilmistir. Ayrica 36 madde besli Likert tipine gore
hazirlanmis ve her bir ifadenin karsisina “5-Her Zaman, 4-Genellikle, 3-Bazen, 2-Nadiren, 1-
Asla/Hi¢” seklinde derecelendirme ifadeleri yazilmistir. Daha sonra dl¢egin bagina uygun bir yonerge
eklenerek 6n denemelik Tarihsel Empati Olcegi-Yetiskin Formu uygulamaya hazir hale getirilmistir.

Pilot uygulama. Olcek maddelerinin genel olarak ilgili 6rneklem gurubundaki islevselligini ve
durumunu gormek i¢in 6n denemelik dlgegin gelistirilmesi i¢in asil uygulamaya ge¢ilmeden 6nce 6n
bir uygulama yapilmistir. Bu uygulama, bir devlet {iniversitesinin egitim fakiiltesinin dérdiincii
sinifinda  6grenim goren, vyaslar1 21-28 arasinda degisen 30 Kkisilik yetiskin bir grupla
gerceklestirilmistir. Yapilan bu 6n uygulamada herhangi bir problemle karsilasiimamis, dlgek
maddelerinin ilgili 6rneklem grubu tarafindan anlagilir olduguna ve 6l¢egin amacina hizmet edici
nitelige sahip olduguna karar verilmistir. Bu siiregte 6zellikle katilimcilarin samimi cevap verme
durumu ile ilgili sorun olabilecegi izlenimi ortaya ¢iktigindan kontrol maddesinin eklenmesine karar
verilmigtir. Bu baglamda 6n deneme niteligindeki 6lgegin 14. maddesi tekrar 37. madde olarak olgege
eklenerek kontrol maddesi islevi saglanmistir. 37 maddelik son hali verilen 6n deneme 6l¢egi faktor

analizi islemleri i¢in ¢aligma grubuna uygulanmustir.
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Calisma Grubu

Insan katilimeilarla yiiriitiilen bu ¢aligmanin etik kurallara uygunlugu Caligmanin Sakarya
Universitesi Egitim Aragtirmalari ve Yayin Etik Kurulu tarafindan (08.12.2021 tarih, Say:: 02, Karar
No: 21) onaylanmigtir. Dort farkli ¢alisma grubu kullanilan bu 6lgek gelistirme ¢aligmasinda, her bir
grup amagh Ornekleme yodntemlerinden kolay ulasilabilir drnekleme yodntemiyle belirlenmistir.
Calisma grubu ise toplam 1132 yetigkin bireyden olusmustur. Birinci galigma grubunu Tirkiye'nin
tarkli illerinde cesitli meslek gruplarinda (6gretmen, akademisyen, ev hanimi, memur, 6zel sektor,
emekli vs.) yagamlarini idame ettiren ve yaslari 18-61 arasinda degisen, yas ortalamasi ise 37.44 olan
322 yetigkin bireyden olusmaktadir. Bu yetiskin ¢alisma grubundan toplanan verilerle 6lgegin AFA
gerceklestirilmistir. Aragtirmanin ikinci ¢alisma grubu, AFA ile elde edilen yapinin sinanmasi i¢in
DEFA i¢in kullanilmistir. Bu grup da Tiirkiye’nin farkli illerinde ¢esitli meslek alanlarinda yasamlarini
siirdiiren yaglar1 18-61 arasinda degisen, yas ortalamasi ise 35.56 olan 381 yetiskin bireyden
olugmaktadir. Aragtirmanin ii¢iincii ¢aligma grubu ile 6lcegin 6l¢iit-bagintili gecerlik caligmalar:
gergeklestirilmistir. Bu grupta yer alan bireyler de Tirkiye'nin farkli illerinde gesitli meslek
gruplarinda yagamlarini stirdiiren yaslar: 18-63 arasinda degisen, yas ortalamasi ise 30.12 olan toplam
356 yetiskindir. Arastirmanin doérdiincii ¢alisma grubu ile Olgegin test-tekrar test giivenirlik
calismalar1 yapilmistir. Bu gruptaki katilimcilar ise Marmara bolgesindeki bir devlet {iniversitesinin
egitim fakiiltesinde 6grenim gérmekte olan ve yaslar1 19 ile 24 yaslar1 arasinda degisen, yas ortalamasi
ise 21.12 olan toplam 73 &gretmen aday1 6grencidir. Tiim bu ¢alisma gruplarina iliskin kisisel bilgiler
agagidaki Tablo 1’de verilmistir.

Tablo 1
Calisma Gruplarindaki Katilimcilara Ait Kisisel Bilgiler
I. Calisma II. Calisma III. Calisma IV. Calisma
Grubu Grubu Grubu Grubu
(AFA) (DFA) (Olgiit-Gegerlik) (Test-Tekrar)
Kisisel N=322 N=381 N=356 N=73
Bilgiler = Grup f % f % f % f %
Cinsiyet Kadin 164 50.9 227 59.6 276 77.5 58 79.5
Erkek 158 49.1 154 40.4 80 22.5 15 20.5
Egitim  Ilkokul 10 3.1 1 0.3 2 0.6 - -
Durumu Ortaokul 11 3.4 3 0.8 5 1.4 - -
Lise 34 10.6 24 6.3 40 11.2 - -
Lisans 210 65.2 230 60.4 232 65.2 - -
Lisansiistii 57 17.7 123 323 77 21.6 - -
Sinif 2. Sif - - - - - - 31 42.5
Diizeyi 3. Siuf - - - - - - 14 19.1
4. Simf - - - - - - 28 38.4

Veri Toplama Araglari
Gelistirilen 6l¢egin dlgiit-bagintili gecerlik islemleri i¢in yapilan 6lgek gelistirme ¢alismasinda
Toronto Empati Olcegi ve Ozgecilik Olgegi isimli iki farkli 6l¢me araci kullanilmigtir. Bu 6lgme
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araglarina iligkin bilgiler asagida verilmistir.

Toronto empati oOlcegi. Spreng, Kinnon, Mar ve Levine (2009) tarafindan bireylerin empati
diizeylerini tespit etmek amaciyla gelistirilmis ve Totan, Dogan ve Sapmaz (2012) tarafindan
Tiirkgeye uyarlamasi yapilmis Likert tipi bir 6l¢me aracidir. Bu 6l¢me araci tek boyutlu ve 8 maddesi
olumsuz (1,3,5,7,8,9,11,12) olan toplam 13 maddeden olusmaktadir. Olcekten alinabilecek en diisiik
puan 13, en yiiksek puan ise 65’tir. Olgme aracinin Tiirk¢eye uyarlamasi agamasinda yapr gecerligi
icin agimlayict ve dogrulayici faktér analizi yapilarak o6lcegin yapi gecerligine sahip oldugu
belirlenmistir. Olgegin giivenirligi i¢in yapilan analiz sonucu Cronbach alpha i tutarlilik katsayis1 .79
olarak bulunmustur. Bu ¢alismada kullanilan veri seti ile yapilan analiz sonucunda ise dl¢egin

Cronbach alpha i¢ tutarlilik katsayis1 .82 olarak tespit edilmistir.

Ozgecilik 6lgegi. Rushton ve arkadaslari (1981) tarafindan bireylerin 6zgecilik egilimlerini belirlemek
igin gelistirilmis ve Tekes ve Hasta (2015) tarafindan Tirkgeye uyarlamasi yapilmis Likert tipi bir
6l¢me aracidir. Bu 6lgme araci asil 6lgekte tek faktorlii yapinin kullanilmasi dnerilir iken uyarlama
caligmasinda ise yardim etme-14 madde (1,2,3,9,10,11,12,13,14,16,17,18,19,20) ve bagiscilik-6 madde
(4,5,6,7,8,15) olarak isimlendirilen iki faktorlii toplam 20 maddeden olusmaktadir. Olgekte tersten
kodlanan madde bulunmamaktadir. Olgme aracindan alinan yiiksek puanlar yiiksek ozgecilik
diizeyine sahip olundugu anlamina gelmektedir. Olgme aracinin Tiirkgeye uyarlamasi agamasinda
yap1 gegerligi icin agimlayict ve dogrulayici faktor analizi yapilarak dlcegin yap1 gegerligine sahip
oldugu belirlenmistir. Ol¢egin giivenirligi icin yapilan analiz sonucu Cronbach alpha i¢ tutarlilik
katsayisi .84 olarak bulunmustur. Bu ¢aligmada kullanilan veri seti ile yapilan analiz sonucunda ise

olgegin Cronbach alpha i¢ tutarhilik katsayis1 .89 olarak tespit edilmisgtir.
Verilerin Toplanmasi ve Analizi

Tarihsel Empati Ol¢egi-Yetiskin Formunun gegerligini ve giivenirligini tespit ederek bir 6lcme
araci gelistirilmesi amaciyla Tirkiye’'nin farkl illerinde gesitli meslek gruplarindan bir kismi1 Google
form araciliyla bir kismu ise yiiz yiize anket uygulamasi seklinde 1132 yetiskin bireyden veriler
toplanmistir. Elde edilen verilerle ¢alismanin amacina, gegerlik ve giivenirlige iliskin gerekli istatistiki
islemler yapilmigtir. Oncelikle her bir ¢alisma grubuna ait veri setinin normallik smamalari
yapilmustir. Verilerin normalligine iliskin elde edilen basiklik ve ¢arpiklik istatistik degerleri Tablo

2’de verilmistir.
Tablo 2

Verilerin Normalligine Iliskin Kolmogorov-Simirnov, Basiklik ve Carpiklik Istatistik Degerleri

AFA DFA Olgiit- Test-Tekrar Test
Veriler  Verileri  Gegerlik Verileri
N=322 N=381 Verileri N=73
N=356  On-test  Son-test
Tarihsel Carpiklik (Skewness) .050 .138 -.457 -.352 .080
Empati Basiklik (Kurtosis) .049 -.077 -.387 -.241 -.954
Kolmogorov-Simirnov .032 .045 .082 118 .079
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Ozgecilik  Carpiklik (Skewness) - - -.051
Basiklik (Kurtosis) - - .081
Kolmogorov-Simirnov 036

Toronto Carpiklik (Skewness) - - 439

Empati Basiklik (Kurtosis) - - -.210
Kolmogorov-Simirnov 072

Her bir ¢alisma grubuna ait veriler hem &lgek toplam puanlari hem de tek tek maddeler
bazinda normallik sinamalar1 yapilmis ve elde edilen degerin basiklik ve ¢arpiklik degerlerinin -1 ve
+1 arasinda degerler aldig1 goriilmistiir. Ayrica her bir ¢aligma grubu 6lgek toplam verilerinin
normallik (Kolmogorov-Simirnov/Shapiro-Wilk) testi sonuglarinin ise anlamli olmadig tespit
edilmistir (p>.05). Tiim bu bulgulara gore veri setlerinin normal dagilim gosterdigi belirlenmistir.
Olcegin yap1 gegerlik sinamalari icin AFA ve bu analiz islemleri ile edilen yapinin teyidi ise DFA ile
yapilmistir. Olgegin giivenirlige tespit etmek icin giivenirlik belirleme analizler gerceklestirilistir.
Ayrica iki farkli 6l¢me araci ile birlikte toplanan verilerle dlgegin 6lciit-bagintili gegerligine iliskin
gerekli olan analiz iglemleri yapilmistir. Gergeklestirilen tiim bu analiz islemlerinde SPSS 22 ve AMOS
21 paket programlar: kullanilmigtir.

Bulgular

Yap1 Gegerligine Iliskin AFA Bulgular

Oncelikle bireylerin samimiyetle 6lgege cevap verip vermediklerini kontrol etmek igin 6lgege
eklenen kontrol maddesine iliskin gerekli islemler yapilmistir. Kontrol maddeleri arasindaki
korelasyon ise .75 olarak hesaplanmistir. Elde edilen bu degerin .001 diizeyinde anlaml oldugu
belirlenmistir. Bu bulgu yetiskin bireylerin 6lgegi ictenlikle cevapladiklarinin gostergesinin oldugu
soylenebilir. Bu iglemlerden sonra kontrol maddesi olarak kullanilan 37. madde analizlerden
¢ikarilarak AFA analizi iglemlerine gecilmistir.

Tarihsel empati dlgegi-yetiskin formunun faktér analizine uygun olup olmadigini belirlemek
amactyla yapilan Kaiser-Meyer Olkin (KMO) ve Barlett Kiiresellik Testi sonuglarina bakilarak gerekli

incelemeler yapilmistir. Elde edilen bulgulara ise Tablo 3’te verilmistir.
Tablo 3

KMO ve Barlett Testi Bulgular1

Kaiser-Meyer-Olkin (KMO) .87
Ki-kare 2050.18

Barlett Testi sd 120
p .000

Tablo 3’te elde edilen bulgular incelendiginde KMO testi degeri .87 olarak hesaplanmustir. Bu
degere bakilarak kullanilan veri setindeki drneklem biiyiikliigliniin, yapilacak faktér analizine uygun

oldugu soylenebilir. Ayrica Barlett kiiresellik testinin anlaml (x2=2050.18; p<0.01) oldugu
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belirlenmigtir. Jeong’a (2004) gére KMO testi degerinin .60 ve iizerinde ve Barlett kiiresellik testinin
ise anlamli olmas1 gerekmektedir. Her iki test sonucu genel olarak degerlendirildiginde arastirmada
kullanilan veri setinin yukarida bahsi gegen temel varsayimlar iyi diizeyde karsiladig1 ve yapilacak

olan faktor analizine uygun oldugu séylenebilir.

Tarihsel Empati Ol¢cegi-Yetiskin Formunun yap1 gegerliginin sinanmast igin AFA yapilmadan
gecerligin bir 6n sart1 olmasindan hareketle 6nce 6lgek maddelerinin giivenirligine bakilmistir.
Yapilan analizde 6lgegin glivenirligini diisiiren ve madde toplam korelasyon degeri diisiik olan bir
madde (16. madde) dlgekten ¢ikarilmistir. Geri kalan 36 maddelik taslak 6lcegin yapisini belirlemek
ve Olcegin boyutlarin1 ortaya ¢ikarmak igin gerceklestirilen AFA temel bilesenler analizi
kullanilmistir. Olgek boyutlarinin birbirleriyle iliskili oldugu diisiincesinden hareketle (Bityiikoztiirk,
2002) egik dondiirme islemlerinden direct oblimin teknigi kullanilarak gerekli analiz islemleri

yapilmustir. Yapilan analiz islemleri neticesinde Sekil 1’deki yamag-birikinti grafigi elde edilmistir.
Sekil 1.
Yamag-Birikinti Grafigi

Ozdeger
4

o—

T T T T T T T T T T T T T T T T
1 2 3 4 S [=] T 8 a 10 11 12 13 14 15 16

Bilesen Sayisi

Sekil 1’deki yamag-birikinti grafigine gore yiiksek ivmeli, hizli disiislerin yasandigi temel
anlamda ii¢ kirllmanin oldugu, bu kirilmalarin tiglincii kirllmadan sonra sabitlendigi ve 6zdegeri
1.00’den biiyiik ii¢ faktor oldugu belirlenmistir. Ayrica tiim bunlara gore belirlenen faktor sayisinin
olgek gelistirme sitirecinin baslangicinda belirlenen kuramsal yapidaki faktérlendirme ile de uyumlu

olmasindan dolay1 6lgegin ¢ faktorlii yapist kabul edilmistir.

Gergeklestirilen faktor analizlerinde madde yiik degerilerinin >.30 olmasi ve binigiklik
durumu gibi kistaslar (Tabachnick ve Fidel, 2001) dogrultusunda faktorlerin hicbirinde yiik degeri
almayan ve binigsik maddeler teker teker veri setinden ¢ikarilarak (4, 5, 10, 12, 13, 17, 18, 19, 21, 22,
23, 26, 28, 29, 30, 31, 33, 34, 35, 37. maddeler) analizler en uygun yap1 belirleninceye kadar tekrar
edilmis ve 3 faktorlii yapinin degismedigi tespit edilmistir. Tablo 4’te elde edilen {i¢ faktorlii yaprya

iliskin bulgulara yer verilmistir.
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Tablo 4

Olgek Madde ve Faktorlerine Iligkin Bulgular

%
% Doéndiirme Sonrasi IV
e o . “ -
E‘ z E Yiik Degeri g E
o3 &2
- =
7 ® L®) — N %
< = = 8 8 g
= = gz =
< . < < ©
= Ifadeler - - -
1 Gegmiste yasanan olaylarin insanlara etkisini .10 .03
8 e 73 54
anlayabilirim.
2 Gegmiste yasamis insanlarin yasadiklar hayati hayal 22 .18
3 s 71 .59
edebilirim.
5 Gegmiste yasamis insanlarin ne hissettiklerini 21 -.02
2 4 .69 53
anlayabilirim.
7 Gegmiste yasamis insanlarin ne dusiindikleri .28 -.01
1 e .69 .56
anlayabilirim.
10 Gegmigse ait bir resme baktigimda, resimdeki olaylar1 .09 .29
9 . .68 .56
anlayabilirim.
11 Gegmigsteki bir olayin yasandigi mekani donemin 24 .16
7 I s .63 47
sartlarina gore zihnimde canlandirabilirim.
13 Gegmiste insanlarin yagsam bigimleri ile kilik kiyafet 13 .16
11 1 e .62 43
arasindaki bagi anlayabilirim.
16 Tarihi mekénlar1 gezerken donemin insanlarinin .04 42
27 1 .53 46
glinliik yasantilar hakkinda fikir yiiritebilirim.
3 55 Tarihi film, belgesel vb. izledigimde kendimi oradaki .18 .81 19 -
kahramanin yerine koyarim. '
6 Kendimi tarihte yasamis bir Kkisinin yerine .26 77 .03
14 . .66
koyabilirim.
8 32 Tarihi filmleri izlerken ordaymisim gibi olur. .06 .69 .34 .60
12 Tarihi bir film, belgesel vs. izlerken/bir kitap .25 .67 11
6  okurken kendimi olaydaki kahramanlarin (kisilerin) .53
yerine koyabilirim.
14 15 Gegmiste  yasamis  giiglii  karakterler  gibi .16 .66 .06 o7
davrandigim olur. '
4 36 Tarihi mekanlar beni heyecanlandirir. .06 19 .83 73
9 20 Eski donemlere ait gordiigtim tarihi nesneler beni .20 14 .79 69
heyecanlandirir. '
15 Tarihe yon vermis kisilerin hayat hikayelerini 14 .16 77
24 . .64
dinlerken heyecanlanirim.
Ozdeger 380 295 242 9.17
Toplam varyans (%) 23.72 18.42 15.11 57.25

Tablo 4’te elde edilen bulgular incelediginde, Tarihsel Empati Olgegi-Yetigkin Formunun
toplam varyansin %57.25’ini agiklayan (%23.72 Faktorl, %18.42 Faktor2 ve %15.11 Faktor3) 16
madde ve {i¢ faktorli bir yapidan olustugu goriilmektedir. Kline’a (1994) gore ¢ok faktorlii bir yapida
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toplam varyansin en az %41 olmasi ilkesinden hareketle elde edilen bu varyans degerinin oldukga iyi
ve yeterli bir deger oldugu séylenebilir. Kuramsal yap1 ile de tutarli olan ve ortaya ¢ikan bu ¢ faktorlia
yapt, maddelerin icerdikleri anlamlara da dikkat edilerek birinci faktor “biligsel empati”
(1,2,3,7,8,9,11,27. maddeler), ikinci faktor “davranissal empati” (6,14,15,25,32. maddeler) ve iigiincii
faktor ise “duyussal empati” (20,24,36. maddeler) diye adlandirilmistir. Bu faktorlerden bilissel
empatinin yiiklerinin .53-.73 arasinda, davranigsal empatinin .66-81 arasinda ve duyugsal empatinin
ise .77-.83 arasinda degisen yiik degerleri aldiklar1 gériilmektedir. Elde edilen {i¢lii yapida yer alacak
maddelerin belirlenmesinde .50 ve {izerinde faktér yiik degerlerine (Tabachnick ve Fidel, 2001) sahip
olan maddelerin 6lgek yapisinda kalmast uygun bulunmustur. Ayrica maddelerin .43-.73 arasinda
ortak faktér yiiklerine sahip olmasi, tarihsel empati 6lgegi-yetiskin formunun olduk¢a homojen yani
birbirine benzeyen bir yapiya sahip olan maddelerden meydana geldigi séylenebilir. Tiim bu
bulgulara gore Tarihsel Empati Olcegi-Yetiskin Formunun oldukea yeterli diizeyde yap: gecerligine
sahip oldugu soylenebilir. Sonug olarak gerceklestirilen AFA islemleri neticesinden 3 faktorli ve 16
maddeden olugan bir Tarihsel Empati Olgegi-Yetiskin Formunun ortaya ¢ikmigtir.

Yap1 Gegerligine Iliskin DFA Bulgular1

Olgegin AFA ile elde edilen yapisi DFA ile test edilmistir. DFA ile elde edilen model uyum
degerlerinin incelenmesi ve en iyi uyum veren modelin belirlenmesi 6nerilir (Meydan ve Sesen, 2011).
Bu baglamda iliskisiz model, iliskili model ve tek faktorlii model i¢in ayri ayri model uyum degerlerine
yonelik dogrulama iglemleri gerceklestirilmistir. Model uyumlarina yonelik elde edilen bulgular

agagidaki Tablo 5’te verilmistir.
Tablo 5

Model Uyumlarina iligkin Bulgular:
x’/df RMSEA  RMR CFI IFI AGFI GFI

Model X df (<.3.0) (<0.08) (<0.10) (<0.90) (<0.90) (<0.85) (<0.90)
Mliskisiz Model 554.76 98 5.66 11 .16 81 .81 .79 .85
Mliskili Model 268.29 95 2.82 .069 .04 93 .93 .89 92
Tek faktorliit Model 600.35 98 6.13 116 .06 .79 71 .74 .82

Tablo 5’te elde edilen model uyum degerleri dnerilen kistas degerler (Bayram, 2013; Jéreskog
ve Sorbom, 1996; Schermelleh-Engel ve Moosbrugger, 2003; Simsek, 2007) dikkate alinarak
incelendiginde en iyi uyum degerlerine iligkili modelin sahip oldugu goriilmektedir. Asagida modele
iliskin yol diyagraminda da goriildiigii gibi en iyi uyum modelini elde edebilmek igin &neriler
dogrultusunda birtakim modifikasyonlar yapilmistir. Kisacasi yapilan model uyum islemleri arasinda
diger modellerden ziyade en iyi uyum veren iligkili model tercih edilmeli ve toplam puanlar alinarak

da &lgek kullanilmalidir. Tligkili modelin path (yol) diagrami Sekil 2’de goriilmektedir.
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Sekil 2

Tarihsel Empati Olgegi-Yetigkin Formu’nun Path (Yol) Diagramu
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Sekil 2’de goruldigii gibi tarihsel empati Olgegi-yetiskin  formu maddelerinin
standartlastirilmig faktor yiikleri biligsel boyutta .38-.71, davranigsal boyutta .51-.81 ve duyussal
boyutta ise .55-.81 arasinda farklilasan degerler almislardir. Daha iyi uyum degerlerini elde edebilmek
i¢cin model uyumuna iliskin dnerilen modifikasyonlar gergeklestirilmistir. Ayn1 boyut icerisinde yer
aldigindan ve hata varyanslar1 arasinda iliskiler olan “biligsel” boyuttan 1-2., 2-5., 5-7. ve 13-16.
maddeleri; davranigsal boyuttan ise 6-12. maddeleri arasinda x2 degerinde ciddi bir diistise ve model
uyum degerlerinde iyilesmeye sebep oldugundan iliskilendirmeler yapilmigtir. U¢ maddeden fazla
iliskilendirme literatiirde uygun olmadig: ifade edilmektedir. Ancak bu ¢aligmada iliskilendirmelere
yonelik yapilan maddelere bakildiginda o6zellikle bilissel boyuttaki maddelerin anlamsal olarak
birbiriyle ortiistiigli goriilmektedir. Bundan dolayr dért madde iliskilendirme yapilmasi uygun
bulunmustur. Ayrica biligsel boyuttaki 7 madde (Geg¢miste yasamis insanlarin ne diistindiikleri
anlayabilirim) ile davranigsal boyuttaki 6 maddenin (Kendimi tarihte yasamis bir kisinin yerine
koyabilirim) hata varyanslar1 arasinda iliskilendirme yapilmistir. Her ne kadar farklh boyuttaki
maddeler arasinda iliskilendirmeler yapilmas: tavsiye edilmese de buradaki her iki maddenin de

anlamsal olarak birbiriyle oldukga iliskili oldugu gérilmektedir. Maddelerden birinin disiinme

S TURKL

\g:_-; HIST[IRY EDUCATION 39

JOUR



Historical empathy scale-adult form: A study on validity and reliability

eylemi ile daha ¢ok bilise vurgu yaptig1, diger maddenin ise yiikleminin daha ¢ok eyleme vurgu

yapmis olmasindan dolay1 bdyle bir iliskilendirme yapilabilecegi diistiniilmustiir.
Olgiit Bagintili Gegerlik Bulgular

Olciit gecerligine iliskin olarak Tarihsel Empati Olcegi-Yetiskin Formu ve alt boyutlar: ile
Toronto Empati Olgegi ve Ozgecilik Olgegi aralarindaki korelasyonlara bakilmistir. Korelasyon

analiziyle elde edilen bulgular Tablo 6’da verilmistir.
Tablo 6

Tarihsel Empati Olgegi, Toronto Empati Olgegi ve Ozgecilik Olcegi Aralarindaki Iliskiler

Degiskenler 1 2 3 4 5 6
1. Faktor1 (Biligsel) 1

2. Faktor2 (Davranigsal) .65%% 1

3. Faktor3 (Duyussal) S54%% A48%* 1

4. Tarihsel Empati Olgegi (Toplam) 5°) el 87%* T2X* 1

5. Toronto Empati Ol¢egi (Toplam) 28%* 27%* 25%* 32%% 1

5. Ozgecilik Olcegi (Toplam) 46** ) b 32 A4 35%% 1

*p<.01; N=356

Tablo 6’daki bulgular incelendiginde, Tarihsel Empati Olgegi-Yetiskin Formunun toplami ve
alt faktorleri (biligsel, davranigsal, duyussal) ile Toronto Empatik Egilim Olcegi ve Ozgecilik dlcegi
toplam puanlari arasinda pozitif yonlii, orta diizeylerde anlamli iligkilere sahip oldugu gortlmektedir
(p<.01).

Giivenirlik Bulgular

Tarihsel empati 6lgeginin (yetiskin formu) giivenirligini belirlemek i¢in AFA analizinde
kullanilan verilerle birtakim giivenirlik belirleme iglemleri gerceklestirilmistir. Oncelikle maddelerin
kendi aralarindaki iligkiyi gérmek maksadiyla her bir maddenin diizeltilmis madde toplam
korelasyonlar1 hesaplanmis, alt ve iist gruplarinin karsilagtirilmalar: yapilmistir. Yine AFA’da
kullanilan ayni veri seti ile i¢ tutarlilik i¢in Cronbach Alpha, biitiine yonelik giivenirlik i¢in iki yar1
glivenirlik ve kararlilhk icin ise ayr1 bir ¢alisma grubundan elde edilen verilerle test-tekrar test
glivenirlik katsayilarinin hesaplamalar1 yapilmistir. Test-tekrar test giivenirlik analizinde bir devlet
tiniversitesinin egitim fakiiltesindeki 6gretmen adaylarina dort hafta ara ile toplanan verilerden elde
edilen puanlarin kargilagtirilmasi yapilmistir. Ol¢egin giivenirligine iliskin yapilan tiim bu giivenirlik

analiz bulgular1 Tablo 7’de verilmistir.
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Tablo 7

Olgegin Giivenirlik Bulgular:

2 Diizeltil
s~ -4 .
8 § .i.o* 2 e t Spearman- Cronbach Test-Tekrar
g '@, 2 % % i’{:il:; (Alt%27- Brown Alpha («) Test
o 2 é g Korelasyo Ust%27)!  Giivenirligi  Giivenirligi  Giivenirligi
:1) nu
1 8 48 9.65*
2 3 61 12.38*
= 5 2 50 10.13*
5 2 7 1 56 11.51%
§ 2 10 9 56 11.50* 80 85 72
11 7 55 9.89*
13 11 49 8.65*
16 27 49 9.26*
~ 3 25 62 16.31%
“~ % 6 14 57 13.95%
£85 8 3 53 13.93* 81 82 73
i E 12 6 54 12.22*
G V' 15 46 9.08*
Sy 4 36 45 8.68*
£E5 9 2 .50 11.51* 82 .80 70
£8 15 2 46 9.89*
Toplam 31.48* .75 .88 77
'n1-n2=322 *p<.000

Tablo 7°de 6lgegin giivenirligine iliskin elde edilen bulgular incelendiginde; madde-toplam
korelasyon degerlerinin .48-.62 arasinda degisen degerlere sahip oldugu ve her bir maddeye iliskin t-
degerlerinin ise anlamli (p<.001) oldugu goriilmektedir. Elde edilen bu bulgular, 6lcek maddelerinin
i¢ tutarliliklarinin yiiksek oldugu, benzer davraniglari temsil ettigi ve aywrt edici olduklarinin
(Biryiikoztiirk, 2006) birer kanit1 olarak gosterilebilir. Yine ayni tabloda Spearman-Brown giivenirlik
katsayilarinin alt boyut ve genel toplamda .75-.82 arasinda degistigi dolayisiyla dlgegin biitiiniine
yonelik giivenilir oldugunu gostermektedir. Ayrica Cronbach Alfa giivenirlik katsayilarinin alt
boyutlar ve genel toplamda ise .80-.88 arasinda degisen degerler aldiklar1 goriilmektedir. Buna gore
olgegi olusturan maddelerin birbirleri ile tutarli oldugu séylenebilir. Farkli bir ¢aligma grubu ile
ol¢egin kararli sonuglar verip vermedigine iliskin dort hafta ara ile yapilan test-tekrar test glivenirlik
katsayilarinin alt boyutlar ve genel toplamda .70-.77 arasinda degisen degerler altig1 belirlenmistir. Bu
baglamda olgegin kararli sonuglar veren bir 6lgek oldugu séylenebilir. Tim bu bulgular &lgegin

giivenirligine kanit teskil ettigi soylenebilir.
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Sonug

Bu arastirmada, yetiskin bireylerin tarihsel empati egilim diizeylerini tespit etmek icin
“Tarihsel Empati Olgegi-Yetigkin Formu” gelistirilmis ve dlgegin gegerlik ve giivenilirlik durumlari
incelenmigstir. Sonug olarak olgegin gelistirilme asamas: ve psikometrik 6zelliklerinin incelenerek

gecerliginin ve glivenirliginin tespit edilmesi su sekilde gerceklesmistir.

Empati ve tarihsel empati kavramlarina iligkin ulusal ve uluslararasi alan yazin incelenmistir.
Yapilan bu incelemelerden sonra empati ve tarihsel empati ile ilgili tiim alan yazin ve 6lgek gelistirme
galismalari da temel alinarak aragtirmacilar ve psikoloji alaninda iki akademisyenin de katkilari ile 40
maddelik madde havuzu olusturulmustur. Uzman goriislerine dayali kapsam gegerliligi calismalar
neticesinde 4 madde madde havuzundan ¢ikarilarak 36 maddelik besli Likert tarzinda 6n denemelik
bir 6lgek hazirlanmis ve 6rneklem gurubundaki iglevselligi i¢in pilot uygulama yapilmistir. Tiim bu
islemlerden sonra herhangi bir problemle karsilagilmadig: icin 36 maddelik haline bir kontrol

maddesi eklenerek gecerlik ve giivenirlik ¢alismalarina baslanmustir.

Olcegin yap1 gecerligi caligmalari, farkli caligma gruplari kullanilarak AFA ve DFA ile
gerceklestirilmistir. AFA neticesinde “Tarihsel Empati Olgegi-Yetiskin Formu”nun toplam varyansin
%57.25’ini agiklayan 16 madde ve “biligsel”, “duyugsal” ve “davranigsal” olarak isimlendirilen iki
faktorli bir yapidan olustugu belirlenmistir. Bir 6lgegin ¢ok faktorli yapilarda %40'1n iizerinde
toplam varyansa sahip olmasi dl¢iitiinii (Biyiikoztiirk, 2006) karsiladigindan lgegin yapi gegerligine
ve ilgili yap1y1 ortaya ¢ikaracak nitelige sahip oldugu séylenebilir. AFA ile elde edilen 6lgek yapisinin
dogrulugu DFA ile stnanmigtir. DFA sonucunda elde edilen uyum degerleri kabul edilebilir sinirlar
dahilinde oldugu, “Tarihsel Empati Olgegi-Yetiskin Formu”nun 16 maddelik ii¢ boyutlu yapisi bir
model olarak da teyit edilmistir. Elde edilen bu sonuglara gére kuramsal olarak kurgulanan ve AFA
ile elde edilen yapinin farkli bir 6rneklem grubunda da isledigi, dolayisiyla istatistiksel olarak
dogrulandig soylenebilir.

Ayrica elde edilen 6l¢egin, kuramsal olarak ilgili oldugu varsayilan birtakim kavramlarla
karsilagtirilmasi yapilmistir. Bunun igin Tarihsel Empati Olgegi-Yetiskin Formu ve alt boyutlar: ile
Toronto Empati Olcegi ve Ozgecilik Olcegi aralarindaki iliskiler farkl bir 6rneklem grubunda es
zamanli bir sekilde incelenmistir. Yapilan bu ol¢iit-bagintili gecerlik islemlerinde elde edilen
sonuglara gore Tarihsel Empati Olcegi-Yetiskin Formu ve alt boyutlari ile Toronto Empati Olgegi ve
Ozgecilik Olgegi arasindaki iligkilerin 6l¢iit gecerligi sagladig: seklinde yorumlanmigtir. Tiim bu elde
edilen iligkisel sonuglarin teorik agiklamalarla ve arastirma literatiirii ile uyumlu oldugu seklinde

degerlendirilmistir.

Son olarak ise “Tarihsel Empati Olcegi-Yetiskin Formu”nun giivenirlik hesaplamalar:
baglaminda Cronbach alfa, Spearman-Brown ve test-tekrar test giivenirlik katsayilarina bakilmigtir.
Elde edilen sonuglar dahilinde 6l¢cegin giivenirlik icin temel 6lgiit olan .70’in (Biiyiikoztiirk, 2006;
Tezbasaran, 1996) iizerinde oldugu belirlenmistir. Bu baglamda giivenirlige iliskin elde edilen

sonuglara gore, dlcegin ve maddelerinin i¢ tutarlihiginin yiiksek oldugu, 6lgegin biitiiniine yonelik
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glivenilir sonuglar verdigi, 6l¢ek maddelerinin benzer davraniglar1 temsil ettigi ve ayirt edici oldugu
ve Olcegin kararh sonuglar verdigi sdylenebilir. Kisacasi dlgegin hem toplamda hem de her ii¢ boyutta

giivenilir sonuglar verebilecegi sdylenebilir.

Sonug olarak yetiskin bireylerin tarihsel empati egilim diizeylerini tespit etmek igin gelistirilen
“Tarihsel Empati Olcegi-Yetiskin Formu” 6lgek gelistirme caligmalarinin psikometrik dlgiitlerini gok
iyi derecede karsiladigindan gegerli ve giivenilir bir 6l¢ek oldugu soylenebilir. Empati kavraminin
kuramsal yapisiyla da uyumlu olarak dl¢ek biligsel davranigsal ve duyussal olmak iizere {i¢ boyuttan
olusmustur. Gelistirilen bu 6lgek ile yetiskin bireylerin tarihsel empati egilimlerini belirlemeye veya

ilgili kavramlarla agiklamaya yonelik iliskisel ¢alismalar yapilabilir.

Katki Orani Beyani: Yazarlar bu ¢alismaya esit olarak katkida bulunmustur.
Destek ve Tesekkiir Beyani: Bu arastirmay desteklemek i¢in dis fon kullanilmamuigtir.

Cikar Catismasi Beyani: Yazarlar ¢ikar ¢atismasi olmadigini beyan eder.
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Abstract

This study aims to reveal the achievements of the participants from the program, taking into account the
countries of visit, annual mobility numbers, gender, and education levels of the students and staff of the
history and archaeology department participating in the Erasmus + Exchange Program between 2014-2020.
Erasmus+ Exchange Program is a European Union initiative that supports cooperation with higher
education institutions and aims to increase graduates' employment. Erasmus+ Exchange Program aims to
expand and improve the quality of education among universities in European Union member and candidate
countries. In addition, through the Erasmus+ Exchange Program, participants can experience abroad and
learn about different cultures and lifestyles. Opportunities are also provided for individuals to spend time
abroad during their mobility or volunteering programs to study languages and collaborate in project
partnerships in academic and vocational education, adult learning, and European sporting events. Thanks
to the program, students are allowed to study and do internships in different countries. The personnel is
qualified to teach and receive training in contracted higher education institutions. The study was limited to
include years 2014-2020 because of the sending of data covering these years from the European Union
Education and Youth Programs Center. This study is unique because it presents data on the
internationalization of history and archaeology departments by obtaining them from primary sources. In
the study, data analysis was made using document analysis, one of the qualitative research methods.
According to the research findings, it has been concluded that the academic and language acquisitions of
the students participating in the Erasmus+ Learning and Internship Mobility activity are positive. When the
technology uses acquisition of the personnel participating in the Erasmus+ Staff Mobility activity is

evaluated, it is seen that the result is not at a sufficient level.

Keywords: Erasmus+, exchange program, history and archeology, student, staff
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Introduction

Erasmus Exchange Program is a program that provides financial support to students and staff
who participate in mobility and study in countries other than their own countries for a certain period.
Exchange programs are held in a framework where students accumulate credits in any European
country for part of their degree and eventually return home to continue their education (Pechar, 2007:
113). The internationalization process in education started in 1979 with the UK accepting students
from abroad with tuition payment registration, started in Europe for the first time in the 1980s based
on higher education (Cepni et al., 2018: 438). These studies continued with the publication of the
Sorbonne Declaration, which aimed to present a standard higher education opportunity in Europe at
a meeting held in the Sorbonne with the participation of France, England, Germany, and Italy in the
Bologna Process in 1988. With the Bologna Declaration announced in Bologna, Italy, in 1999, the
Bologna Process officially started. This declaration aims to create harmonious diplomas and degrees
among higher education institutions to implement the primary objectives such as student and
personnel exchange and the European Credit Transfer and Accumulation System (ECTS) (YOK,
2010: 3). Within the scope of exchange programs, the Bologna Process provides student and staff
mobility, the opportunity to work in transnational countries, joint projects, and academic studies.
ECTS and diploma supplement applications, which paved the way for recognition by preventing the
differences between countries in higher education, ensured the spread of mobility (YOK, 2010: 43-
44). The Bologna Process aims to make the European Higher Education System attractive outside of
Europe and create a transparent European Higher Education Area with harmonious and quality
systems (Pechar, 2007: 113).

Turkey's inclusion in the Bologna Process was realized at the Prague Meeting in 2001 when it
accepted the Bologna Declaration and put it into practice. Turkey quickly adapted to the Bologna
Process and started to make the changes required by the Bologna process in higher education (Korkut
and Mizikaci, 2008: 101-102). With the agreement that Turkey signed with the EU Commission on
27 December 2002, the process of participation in the EU Education and Youth Programs started.
This process became a separate institution from the undersecretaries, which was affiliated with the
State Planning Organization in January 2002 and then entered into force in August 2003, and became
the European Union Education and Youth Programs Center Presidency, or known as the Turkish
National Agency (Unsal, 2008: 29). The Erasmus Exchange Program, which has been implemented
in Europe since 1987, was first included in the Socrates Program in 1995 and within the Lifelong
Learning Program as of 2007 (Kiigiikgene, 2021: 156). The Erasmus Exchange Program, which started
its activities in our country in 2003 with a pilot application, has been officially implemented since
2004. Particularly in the first years of implementation of the program (2004-2007), the participation
rate of universities in exchange programs in our country has increased by 400 percent since the
beginning (Boyaci, 2011: 272).

Erasmus Exchange Program is a program that aims to develop educational cooperation
between countries that are members or candidates of the European Union, to get to know each other,
and to improve educational conditions. With the program, educational activities such as student and
personnel (academic and administrative) exchange, projects, and internships can be carried out
between countries (Ortas, 2008: 250). While increasing the ability and tolerance of the participants
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from different countries and various ethnic origins, the program also adopts the aim of increasing
intercultural interaction (A¢ikgdz, 2020: 164).

Erasmus+ Exchange Program Student Mobility; It can be carried out in two ways learning
mobility and internship mobility. Student learning mobility is carried out with the Erasmus Charter
for Higher Education (ECHE) and the agreements made by the higher education institution between
institutions. Erasmus+ Learning Mobility is the fact that students registered full-time in a higher
education institution perform a part of their education (minimum 3 to maximum 12 months at the
same academic level) in a higher education institution abroad with which the institution has a
contract, excluding the first year of education and post-graduation. Student internship activity, on
the other hand, is carried out in the form of an internship in an enterprise abroad for students
registered in a higher education institution to gain practical work experience in the field of vocational
education. Erasmus+ Internship Mobility can be done for a minimum of 2 and a maximum of 12
months at every education level, including 12 months after graduation (Erasmus Uygulama El Kitaby,
2022: 5-7).

Erasmus+ Staff Mobility is carried out in two ways: staff training and staff training mobility.
Staff teaching mobility is the teaching activity of the personnel who are authorized to teach in a higher
education institution that has ECHE in our country or in another higher education institution that
has ECHE abroad. The personnel training activity is the training activity received by a staff working
in a higher education institution with ECHE in Turkey in relation to their field in institutions or
organizations abroad (Erasmus Uygulama El Kitabi, 2022: 32-33).

The International Standard Classification of Education (ISCED) is used as a reference
classification that organizes education programs and related qualifications according to education
levels and fields. In the ISCED classification, the history and archaeology departments are classified
as a single field with the code 02 and the detailed field under the arts field, which is a sub-field of the
arts and humanities broad field, with the code 0222 (UNESCO Institute for Statistics, 2015: 4-13). In
the activities carried out within the framework of the Erasmus+ Program, the areas of mobility were
determined based on the ISCED classification. In the field classification used by the European Union,
the fields of history and archaeology are accepted as a single field. For this reason, data on the fields
of history and archaeology were also sent by the Turkish National Agency as a single field, and in our
study, evaluations on the fields of history and archaeology were made by accepting them as a single
tield. Apart from the ISCED field classification, from a scientific point of view, history, and
archaeology are two disciplines that cannot be considered independently of each other. The science
of history has provided access to information about the lives of civilizations living in prehistoric times,
thanks to the science of archaeology. In the periods when there was no writing, the two sciences fed
each other to the point of illuminating the developmental stages of culture. These two disciplines
formed the center of the study based on Erasmus+ Mobility. In this context, the research aims to
evaluate the level of participation in Erasmus+ (KA103-KA107) Programs between 2014-2020 and
the gains they gained after participating in the program of students or staff in the history and
archaeology department. The answers to the following questions were sought for the study:
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1. How is the distribution of the students and staff of the history and archaeology department,
according to the countries, within the scope of the Erasmus+ KA103 and KA107 Programs
education, internship, and teaching mobility?

2. How is the distribution of the students who went from the history and archaeology
department within the scope of Erasmus+ KA103 and KA107 Programs according to their
education levels during the process they participated in the activity?

3. What is the gender distribution of students and staff going from the history and archaeology
department within the scope of Erasmus+ KA103 and KA107 Programs?

4. What are the gains of the students and staff who go to Erasmus+ KA103 and KA107 Programs
from the history and archaeology department within the scope of education, internship, and
teaching?

Method

The analysis method used in the study, the population and sample of the study, the tools used
to collect the data, and how the analysis of the obtained findings was made are given in detail below.

Research Pattern

In qualitative research, written and visual materials related to the research problem can be
used in cases where observation and interview are not possible or to increase the accuracy of the
research. Document analysis includes written materials about the phenomenon or phenomena that
are intended to be investigated. Paper and documents such as annual institution reports, public
relations documents, accounting records, strategic plans, marketing strategy documents, internal and
external correspondence, and official documents can be the subject of document analysis (Yildirim
and Simgek, 2004: 153). In this respect, the research was carried out using the document analysis
method.

Study Group

This study, carried out by scanning the documents and related literature from the Turkish
National Agency, does not require ethics committee approval.

Data Collection Tools

The documents related to the research were requested from the Data Analysis Coordination
Unit, which is affiliated with the Turkish National Agency. The countries, years, types of activities,
and genders of the students and staff of the history and archaeology department operating in
Erasmus+ Exchange Programs have been sent by the institution in detail. In addition, the
questionnaires sent to the participants by the European Commission after completing their activities
and answered by the participants were also one of the data collection tools of the study.

Analysis of Data

In the research, the data sent by the Turkish National Agency, the increase/decrease rates of
the activities by years, the gender distribution of the participants, and their education levels were
analyzed using the descriptive analysis method. The answers to the participant surveys of the staff and
student exchange for the years 2014-2020 by the Turkish National Agency and the achievements of
the participants were analyzed.
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Findings

In this part of the research, the findings from the data analysis were presented according to
each sub-problem.

Participation in Exchange Programs of History and Archeology Department Students and Staff

While the KA103 program provides mobility opportunities with 28 European Union
countries and countries, including Iceland, Liechtenstein, Norway, Macedonia, Turkey, and Serbia,
International Credit Mobility (KA107) is a similar program to the KA103 program, the countries with
which partnership is established (Eastern Partnership Countries, Southern Partnership Countries).
Mediterranean Countries, Russian Federation, Asia, Central Asia, Latin America, Middle East, South
Africa, Africa, Caribbean and Pacific Countries, and Other Industrialized Countries) are different
(KA107 Nedir?, 2022). In this context, data are given separately for KA103 and KA107 programs.

The distribution of the students and staff of the history and archeology department within
the scope of Erasmus+ KA103 and KA107 Programs education, internship, and teaching
mobility, by years. The distribution of history and archeology department students within the scope
of Erasmus+ KA103 Study Mobility by years is shown in Figure 1. When Figure 1 is examined, it is
seen that the most mobility in 2014 and 2020 was in Germany (208), Poland (166), and Italy (145).
The total number of mobility in 2014-2020 was 892, and the ratio of these three countries to the total
was 58%. While minor participation was in Ireland (1), Sweden (2), and Estonia (2), it was observed
that no activity was carried out in Latvia, North Macedonia, and Norway over the years. When we
look at the totals of the actions by years, the general average of the number of students who went
within the scope of mobility in the years 2014-2020 is 127. When the participation performances are
evaluated according to the years, the year in which the participants took place the least was 2020.

Figure 1

Distribution of History and Archeology Department Students Outgoing within the Scope of
Erasmus+ KA103 Study Mobility by Countries by Years
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The distribution of history and archeology department students within the scope of Erasmus+
KA103 Internship Mobility by years is shown in Figure 2. Figure 2 shows the most mobility in 2014-
2020 in Germany (36) and Poland (22) countries. The total number of mobility in 2014-2020 was 168,
and the ratio of these two countries to the total was 35%. Sweden, Norway, North Macedonia, and
Lithuania have minor participation and one-person activity in all years. It has been observed that no
action has been carried out in Denmark, Estonia, Finland, Latvia, Ireland, Portugal, Slovenia, and
Slovakia. Looking at the total activities by year, the average number of students in 2014-2020 is 24.
When the participation performances are evaluated according to the years, the year in which the
participants took place the least was 2020.

Figure 2

Distribution of History and Archeology Department Students Outgoing within the Scope of
Erasmus+ KA103 Internship Mobility by Countries by Years
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The distribution of the academic staff of history and archeology who went within the scope of
Erasmus+ KA103 Teaching Mobility by years is shown in Figure 3. Looking at Figure 3, it is seen that
the most mobility was made in Italy (21), Poland (15), and Romania (12) countries in total between
2014 and 2020. The total number of mobility in 2014-2020 was determined as 108, and the ratio of
these three countries compared to the total was 44%. It has been observed that no activity has been
carried out in Austria, Denmark, Finland, Norway, Ireland, and Sweden in the relevant years. When
we look at the activities totals by years, the general average of the number of personnel going within
the scope of mobility in the years 2014-2020 is 127. When the participation performances are
evaluated according to the years, the year in which the participants took place the least was 2020.
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Figure 3

Distribution of History and Archeology Department Staff Outgoing within the Scope of Erasmus+
KA103 Teaching Mobility by Countries by Years
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The distribution of history and archeology department students within the scope of Erasmus+
KA107 Learning Mobility by years is shown in Figure 4. Looking at Figure 4, it is seen that only five
people mobilized in the total of the years 2015-2020. Activities were made in Korea (1), Lebanon (1),
Morocco (1), Russia (1), and Ukraine (1). Erasmus+ KA107 Program started in our country in 2015,
and the KA107 internship mobility program began in 2018. Since the history and archeology
department students did not participate in the KA107 internship program between 2018-2020,
information in this field was not included in the figure.
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Figure 4

The Distribution of the Students of the Department of History and Archeology Outgoing within the
Scope of Erasmus+ KA107
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The distribution of the history and archeology department personnel by years within the scope
of Erasmus+ KA107 Teaching Mobility by country is shown in Figure 5. Looking at Figure 5, it is seen
that 26 people were operating in total for the years 2014-2020. The years with the highest mobility
were nine in 2015 and five people in 2017 and 2018.

Figure 5

Country Distribution of the History and Archeology Department Staft Outgoing within the Scope of
Erasmus+ KA107 Teaching Mobility by Years
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The education levels of the students and staff of the history and archeology department
who went to the Erasmus+ KA103-KA107 Program within the scope of education, internship, and
teaching. Looking at Figure 6, 682 (64%) undergraduate, 254 (23%) graduate, and 128 (12%) doctoral
students of 1065 people who participated in the Erasmus+ Exchange Program (KA103-KA107) as of
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2014-2020 level and one person participated in the activity in the category of other education levels.
Since only one person is in the different education level categories, it is not included in Figure 6.

Figure 6
Education Levels of Erasmus+ Program (KA103-KA107) Participants
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The gender distribution of the students and staff of the history and archeology department
attending Erasmus+ KA103-KA107 Programs within the scope of education, internship, and
teaching. Erasmus+ KA103 Program are given in detail in Figure 7 by year. Figure 7 shows that 663
of those from the Erasmus+ KA103 Program were men, and 505 were women. According to the
numbers given in Figure 8 for the Erasmus+ KA107 Program, it is seen that 24 of the participants are
male, and seven are female. The rate of men participating in Erasmus+ KA103 and KA107 Programs
between 2014-2020 is 57%, while the rate of women is 43%. It is observed that the gender distribution
of the participants of the Erasmus+ KA107 Program differs significantly. It is seen that 77% of the
participants in the KA107 program are men, and 23% are women.
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Figure 7
Gender Distribution of Erasmus+ Program (KA103) Participants
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In this section, the achievements of the students and staff of the history and archeology
department in the Erasmus+ program are examined under three separate headings: academic,
language development, and technology use (Table 1).

Table 1

Erasmus+ Program (KA103) Participants' Achievements

) Language
Academic Technology Usage
Answers . Development .
Achievement (%) L Gain (%)
Acquisition (%)

Very Negative 0 1,14 7,84
Negative 11,52 5,68 10,78
Indecisive 9,28 16,67 35,29
Positive 79,20 46,21 27,45
Very Positive 0 30,30 18,63
Total 100,0 100,0 100,0

Academic Achievement. The answers given to the questionnaires sent by the European
Commission to the participants after completing their activities were analyzed by us. The European
Commission's "Did you gain academic recognition for the mobility period? Have you earned or
expected academic recognition from your sending institution for your time abroad? Have you
completed all training components at your receiving institution as outlined in the final version of the
learning agreement (Table A and, if applicable, formal template A2)? Do you expect to complete all
training components at your receiving institution as outlined in the final version of the learning
agreement (Table A and, if applicable, formal template A2)?" questions were asked. The Learning
Agreement mentioned in the questions aims to ensure that students' successful activities abroad
(study and internship) are recognized. The learning agreement is an essential document that includes
all the learning outcomes the student will likely achieve during the exchange (Learning Agreements,
2022). The percentage of answers given by the participants to these questions was used to measure
the academic achievements of the participants. When the table is examined, it is seen that 12% of the
outgoing students marked their negative, 9% do not know, and 79% have positive options. Very
hostile and very positive choices were not answered.

Language Development Acquisition. Participants who have been active in Erasmus+
Programs for 14 days or more are offered the opportunity to attend courses called Online Language
Support (OLS) before they go abroad and during their stay to improve their language level.
Participants can follow language courses in any of the languages available in the OLS program without
the number and limitation of languages. With this application, participants can make a final
assessment to measure the progress of their language development during their stay abroad when
they return to their host institutions (Online Language Support, 2022). In this context, the European
Commission measures the language development achievements of those who participate in the
KA103 and KA107 learning and internship programs; “Did you find OLS useful for improving your
language level? Do you think OLS has helped you improve your language level? Overall, how satisfied
were you with the OLS experience?” questions were asked. Looking at the table, 1% of the outgoing
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students answered very negatively, 6% negative, 17% I don't know, 46% positive, and 30%
unfavorable.

Technology Use Achievement. The European Commission's questions to measure the
technology use gains of the personnel who go to the Erasmus+ KA103 and KA107 Programs as part
of teaching are “Information and Communication Technology tools (e.g., computer, internet, virtual
collaboration platforms, software, ICT devices, etc.) 8% of the person who asked the question “I have
developed my competencies” answered very negative, 11% negative, 35% I do not know, 27% positive
and 19% very positive.

Conclusion

In this study, the participation rates of the students and staft of the history and archeology
department in the Erasmus + Exchange Program between 2014-2020 and the extent of their academic,
language, and technology use gains due to their participation were evaluated. Participation of students
and staff in the programs is determined according to education, internship, and teaching activities
within the scope of the KA103 and KA107 Programs. In this context, our research observed that the
students and staff who went within the size of the Erasmus+ KA103 Program mostly preferred
Germany, Italy, and Poland. At the same time, the activities were less in countries such as Denmark,
Estonia, Finland, Ireland, Norway, and Sweden. Erasmus+ higher education mobility is carried out
through bilateral agreements between universities, and some criteria limit students and staft applying
for mobility. The situation of students and staff directly choosing or not choosing the countries,
institutions, and organizations they want to do mobility is mostly limited. Therefore, it can be said
that the bilateral agreements of higher education institutions with these countries where mobility is
low are not sufficient.

When we look at the Erasmus+ KA107 Program numbers, which include the education and
teaching program data between 2015-2020, it was determined that 26 people participated in the
mobility. There was no mobility until 2020 in the internship program that started in 2018. When these
data are evaluated, it is understood that Erasmus+ KA107 Exchange Program is preferred at a meager
rate compared to Erasmus+ KA 103 Exchange Program in history and archeology departments. This
situation also reveals that the students and staff of the past and archeology department prefer
European countries more than non-European countries. In addition, since the Erasmus+ KA107
Program is more minor in the budget, fewer universities can become KA107 beneficiaries.

For this reason, the mobility supported within the scope of the Erasmus+ KA107 Program was
less than the number of the Erasmus+ KA103 Programme. When the participation rates of Erasmus+
KA103 and KA107 Programs are examined by years, a decrease in activities is observed in the 2019
and 2020 call years. 2019-2020 is the year in which the project application is made as the call year, and
the activities can be carried out within two years and 36 months in projects that have received an
extension due to COVID-19. Therefore, it would be correct to evaluate this project period every year,
as the mobility will become more apparent due to the reports made after the end of the project period.
When the education levels of the participants from Erasmus+ KA103 and KA107 Programs are
examined, it is seen that the highest participation is from undergraduate, graduate, and doctoral
education levels, respectively. While internationalization is expected to be higher in postgraduate
areas, it is noteworthy that mobility in this area is low. When the gender ratios of the participants

§ ﬁlsmmr EDUCATION 58

JOUR



The achievements of the students and staff of the history and archeology department from the Erasmus+

were examined, it was observed that the proportion of men attending the KA103 program was higher
than women in each project period. In the Erasmus+ KA107 Program, it is seen that the rate of women
among the participants is more elevated than men in 2017, and the number of women and men is
equal in 2020. However, considering the total number of both programs, it was observed that the
number of men among the participants was more than women.

When the academic achievements of the participants in the fields of education and internship
in Erasmus+ KA103 and KA107 Programs are examined, it is seen that approximately 79% of the
participants gave a positive answer. These answers show that students mostly get the desired benefit
from the program in terms of academic recognition and successful completion of the courses. These
results also make us think that students will minimize the concerns of possible academic failure or
not recognizing the systems during their participation in exchange programs. As a result, the demand
for participation in the program will increase. As a result of the answers given by the students
participating in the education and internship programs regarding the language development they
gained through OLS, it was seen that approximately 76% of the students who went gave a positive and
very positive answer. When the answers given are evaluated, it is seen that the outgoing students use
online language support very effectively. In addition, when these rates are examined, the positive
effect and contribution of the OLS program in the language development of outgoing students are
seen. The result of the study that the language acquisitions of the students participating in the
Erasmus+ Learning and Internship Programs are positive is in line with the previous studies (Ozdem,
2013; Unal, 2016; Adanir, 2019; Altug, Sezgin, & Onal, 2019; Helm & Acconcia, 2019; Kosmas et al.,
2020; Kuloglu, 2020; Prieto-Arranz et al., 2021). In the study conducted by Bakioglu and Certel (2010)
on undergraduate students participating in the Erasmus+ Exchange Program, the majority of the
students participating in the research stated that the program contributed to them academically and
that they could do other degrees of their education abroad thanks to this experience. Similarly, Juvan
and Lesjak (2011), Bagci, Erdem, and Erisen (2018), and Souto-Otero et al. (2022), there are opinions
that the academic achievements of the students participating in the Erasmus+ Exchange Program
positive.

46% of the personnel who went to the questions regarding developing the competencies of the
outgoing personnel in the use of information and communication technology tools within the scope
of the Erasmus+ KA107 and KA103 Lecture Program gave a positive and very positive answer. When
the answers given to the questionnaire are examined, it is concluded that the personnel did not receive
sufficient feedback from the program on the use of technology. Based on this result, it has been
concluded that the host higher education institutions should give importance to the development of
the competencies of the faculty members who go to the scope of teaching and that they should do
some studies on these areas.
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Oz

Bu c¢alismanin amaci, Erasmus+ Degisim Programina katilan tarih ve arkeoloji bolimi o6grenci ve
personelinin 2014-2020 yillar1 arasinda gergeklestirdikleri faaliyetleri; gidilen iilkeler, yillik hareketlilik
sayilari, cinsiyet ve 6grenim diizeyleri dikkate alinarak katilimcilarin programdan elde ettikleri kazanimlari
ortaya koymaktir. Erasmus+ Degisim Programi, yiliksekogretim kurumlarinin birbirleri ile is birligi
yapmalarini destekleyen ve mezunlarin istihdamini artirmay: hedefleyen bir Avrupa Birligi girisimidir.
Erasmus+ Degisim Programi, Avrupa Birligi tiyesi ve aday iilkelerdeki tiniversiteler arasinda egitimde
kalitenin artirilmasi ve gelistirilmesine katkida bulunma amacini tasimaktadir. Bunun yani sira Erasmus+
Degisim Programi araciligiyla katilimcilarin yurt dig1 deneyimi yasamalari, farkli kiiltiir ve yasam tarzlarini
tanima ve 0grenme imkani bulmalari da saglanmaktadir. Bireylere yurt disinda bir hareketlilik veya
goniillillik donemi gegirerek dil egitimi alma, akademik ve mesleki egitim, yetiskin 6grenimi ve Avrupa
spor etkinlikleri alanlarinda proje ortakliklarinda is birligi yapabilmeleri i¢in firsatlar da sunulmustur.
Program ile 6grencilere farkli iilkelerde 6grenim ve staj yapma, personele ise anlagsmali olan yiiksekogretim
kurumlarinda ders verme ve egitim alma imkani verilmektedir. Caliyma, Avrupa Birligi Egitim ve Genglik
Programlar1 Merkezi Baskanligi'ndan (Tirkiye Ulusal Ajansi) 2014-2020 yillarini kapsayan verilerin
gonderilmesi nedeniyle bu yillar1 igerecek sekilde sinirlandirilmigtir.  Bu ¢aligma, tarih ve arkeoloji
boliimlerinin uluslararasilasmasina dair verileri birincil kaynaktan elde ederek ortaya koymas: bakimindan
ozglin niteliktedir. Caligmada nitel aragtirma yontemlerinden biri olan dokiiman analizi kullanilarak
verilerin analizi yapilmistir. Calismada elde edilen bulgulara gore; Erasmus+ Ogrenim ve Staj Hareketliligi
faaliyetine katilan 6grencilerin akademik ve dil kazanimlarinin olumlu oldugu sonucuna ulagilmistir.
Erasmus+ Personel Hareketliligi faaliyetine katilan personelin teknoloji kullanimi kazanimi
degerlendirildiginde ise sonucun yeterli diizeyde olmadig1 goriilmiistiir.

Anahtar Kelimeler: Erasmus+, degisim programy, tarih ve arkeoloji, 6grenci, personel
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Giris

Erasmus Degisim Programi, hareketlilige katilan ve kendi iilkeleri disindaki iilkelerde belirli
bir siire egitim alan &grenci ve personele finansal destek saglayan bir programdir. Degisim
programlari, Ogrencilerin derecelerinin bir kismi igin herhangi bir Avrupa iilkesinde kredi
biriktirdikleri ve sonunda egitimlerine devam etmek i¢in evlerine geri dondiikleri bir cercevede
yapilmaktadir (Pechar, 2007: 113). 1979 yilinda Ingiltere’nin har¢ 6deme kayd: ile iilke digindan
ogrenci kabul etmesi ile baglayan egitim alaninda uluslararasilasma siireci 1980’lerde yiiksekogretim
temelinde ilk kez Avrupa’da baslamistir (Cepni vd., 2018: 438). Bu ¢aligmalar, 1988 yilinda Bologna
Siireci'ne Fransa, Ingiltere, Almanya ve Italya'nin katiimi ile Sorbonne’da gergeklestirilen bir
toplantida Avrupa’da ortak bir yiiksekdgretim olanag: firsati sunulmasi amacini tagiyan Sorbonne
Bildirgesi'nin yayinlanmasi ile devam etmistir. Italya’nin Bologna kentinde 1999 yilinda ilan edilen
Bologna Bildirgesi ile Bologna Siireci resmi olarak baglamistir. Bu bildiri ile yliksekogretim kurumlar:
arasinda uyumlu diploma ve dereceler olusturmak, &grenci ve personel degisimi ve Avrupa Kredi
Transfer ve Biriktirme Sistemi (AKTS) gibi temel amaglar1 uygulamak hedeflenmistir (YOK, 2010: 3).
Bologna Siireci, degisim programlar1 kapsaminda 6grenci ve personel hareketliligi, katilimcilara
ulusétesi tilkelerde ¢alisma, ortak proje ve akademik galismalar yapma olanagi saglamaktadir.
Ulkelerin yiiksekogretimdeki farkliliklarinin oniine gecerek taninma saglanmasinin yolunu acan
AKTS ve diploma eki uygulamalari hareketliliklerin yayginlagtirilmasini saglamistir (YOK, 2010: 43-
44). Bologna Siirecinin genel hedefi, Avrupa Yiiksekogretim Sistemi’ni Avrupa disinda da cazip hale
getirerek uyumlu ve kaliteli sistemlerle seffaf bir Avrupa Yiiksek6grenim Alani olusturmaktir (Pechar,
2007: 113).

Tirkiye'nin Bologna Siirecine déhil olmasi, 2001 yilinda Prag Toplantisi ile Bologna
Bildirgesi'ni kabul ederek uygulamaya koymast ile ger¢eklesmistir. Tiirkiye, Bologna Siireci’ne hizh
bir gekilde uyum saglamis ve yliksekdgretimde Bologna siirecinin gerektirdigi degisiklikleri yapmaya
baslamistir (Korkut ve Mizikaci, 2008: 101-102). Tiirkiye’nin 27 Aralik 2002 tarihinde AB Komisyonu
ile imzaladig1 anlagma ile AB Egitim ve Genglik Programlarr’'na katilim siireci baglamistir. Bu siireg,
2002 yili Ocak ayinda Devlet Planlama Teskilati'na bagh olan ve akabinde 2003 yili Agustos ayinda
yliriirlige giren bir kanun ile ilgili miistesarliktan ayr1 bir kurum haline gelerek Avrupa Birligi Egitim
ve Genglik Programlar1 Merkezi Baskanhig1 ya da bilinen diger adi ile Tiirkiye Ulusal Ajans
tarafindan yiritilmistiir (Unsal, 2008: 29). Avrupa’da 1987 yilindan itibaren uygulanan Erasmus
Degisim Programu ilk olarak 1995 yilindan itibaren Sokrates Programi biinyesinde, 2007 yil itibari ile
Hayat Boyu Ogrenme Programi biinyesinde yer almistir (Kiigiikgene, 2021: 156). Ulkemizde 2003
yilinda 6ncelikle bir pilot uygulama ile faaliyetine baslayan Erasmus Degisim Programi 2004 yilindan
itibaren resmi olarak uygulanmistir. Ozellikle programin uygulamaya baslandig1 ilk yillarda (2004-
2007) iilkemizde tiniversitelerin degisim programlarina katilim orani bagladigi tarihten itibaren yiizde
400’liik bir artis gostermistir (Boyaci, 2011: 272).

Erasmus Degisim Programi, Avrupa Birligine iiye veya aday konumda olan iilkelerin egitim is
birliklerinin gelistirilmesini, iilkelerin birbirlerini tanimasini ve egitim kosullarinin iyilestirilmesini
hedefleyen bir programdir. Program ile iilkeler arasinda 6grenci, personel (akademik ve idari)
degisimi, proje ve staj gibi egitim faaliyetleri gerceklestirilebilmektedir. (Ortas, 2008: 250). Program,
farkli ilkelerden gelen ve ¢esitli etnik kokenlere sahip katilimcilarin bir arada yagama becerisini ve
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hosgoriistinii artirirken ayni zamanda Kkiltiirleraras: etkilesimin artirilmasi amacini  da
benimsemektedir (A¢ikgoz, 2020: 164).

Erasmus+ Degisim Programi Ogrenci Hareketliligi; 6grenim hareketliligi ve staj hareketliligi
olmak iizere iki sekilde gerceklestirilebilmektedir. Ogrenci 6grenim hareketliligi, Yiiksekogrenim igin
Erasmus Beyannamesi (ECHE) ve yiiksekogretim kurumunun kurumlararas: yaptigt anlagmalar ile
gerceklestirilir. Erasmus+ Ogrenim Hareketliligi, yiiksekogretim kurumunda tam zamanh olarak
kayith olan 6grencilerin 6grenimlerinin ilk yili ve mezuniyet sonrasi harig tutularak dgrenimlerinin
bir kismini (ayn: akademik kademede en az 3 ile en fazla 12 ay) kurumun anlagsmali oldugu yurt
digindaki bir yiiksekogretim kurumunda gergeklestirmesidir. Ogrenci staj faaliyeti ise yitksekogretim
kurumunda kayitli olan 6grencilerin mesleki egitim alaninda uygulamali is deneyimi elde etmesi i¢in
yurt disindaki bir isletmede staj yapmasi seklinde gergeklestirilmektedir. Erasmus+ Staj Hareketliligi
mezun olduktan 12 ay sonrasi déhil olmak {izere her 6grenim kademesinde en az 2 ve en ¢ok 12 ay
olarak yapilabilmektedir (Erasmus Uygulama El Kitabi, 2022: 5-7).

Erasmus+ Personel Hareketliligi, personel ders verme ve personel egitim alma hareketliligi
olmak iizere iki sekilde gerceklestirilmektedir. Personel ders verme hareketliligi, iilkemizde ECHE
sahibi olan yiiksekogretim kurumunda ders verme yetkisi olan personelin yurt diginda ECHE sahibi
olan bagka bir yiiksekogretim kurumunda ders verme faaliyetini ger¢eklestirmesidir. Personel egitim
alma faaliyetinde ise Tiirkiye’de ECHE sahibi bir yliksekdgretim kurumunda ¢alisan bir personelin
yurt disindaki kurum veya kuruluslarda alani ile iligkili olarak almis oldugu egitim faaliyetidir
(Erasmus Uygulama El Kitabi, 2022: 32-33).

Uluslarararasi Standart Egitim Siniflandirmasi (ISCED), egitim programlari ve ilgili nitelikleri
egitim seviyelerine ve alanlarina gore diizenleyen referans bir siniflandirma olarak kullanilmaktadir.
ISCED siniflandirmasinda tarih ve arkeoloji boliimleri tek bir alan olarak 02 Kodu ile sanat ve begeri
bilimler (Arts and Humanities) genis alaninin alt alani olan sanat alaninin altinda ayrintili alan olarak
0222 kodu ile siniflandirilmaktadir (UNESCO Institute for Statistics, 2015: 4-13). Erasmus+ Programi
cercevesinde gerceklestirilen faaliyetlerde ISCED siniflandirilmasi temel alinarak hareketliliklerin
alanlar1 belirlenmistir. Avrupa Birligi tarafindan kullanilan alan siniflandirmasinda tarih ve arkeoloji
alanlar1 tek bir alan olarak kabul edilmektedir. Bu nedenle Tiirkiye Ulusal Ajans: tarafindan da tarih
ve arkeoloji alanlarina iliskin veriler tek bir alan olarak kabul edilerek gonderilmis olup ¢alismamizda
da tarih ve arkeoloji alanlarina iliskin degerlendirmeler tek bir alan olarak kabul edilerek yapilmistir.
ISCED alan smiflandirmas: diginda bilimsel agidan da tarih ve arkeoloji birbirinden bagimsiz olarak
diistintilmesi miimkiin olmayan iki disiplindir. Tarih bilimi, arkeoloji bilimi sayesinde tarih 6ncesi
¢aglarda yasayan medeniyetlerin yasamlarina iliskin bilgilere erisilmesini saglamistir. Yazinin
olmadig1 donemlerde kiiltiiriin gelisim safhalarinin aydinlatilmas: noktasinda iki bilim de birbirlerini
beslemistir. Bu iki disiplin, ¢calismanin Erasmus+ Hareketliligi temelinde merkezini olugturmustur.
Bu baglamda arastirmanin amaci, tarih ve arkeoloji boliimiinde 6grenci veya personel statiisiinde olan
kisilerin Erasmus+ (KA103-KA107) Programlarina 2014-2020 yillar1 arasinda katilim diizeylerinin ve
programa katildiktan sonra elde ettikleri kazanimlarinin degerlendirilmesidir. Arastirmanin amacina
yonelik su sorulara yanit aranmigtir:

g":_-; ﬁlsmmr EDUCATION 49

JOUR



Tarih ve arkeoloji béliimii 6grenci ve personelinin Erasmus+ degisim programindan elde ettigi kazanimlar:

1. Erasmus+ KA103 ve KA107 Programlari 6grenim, staj ve ders verme hareketlilikleri
kapsaminda giden tarih ve arkeoloji boliimii 6grenci ve personelin yillar itibari ile iilkelere
gore dagilimi nasil gerceklesmistir?

2. Erasmus+ KA103 ve KA107 Programlan kapsaminda tarih ve arkeoloji bélimiinden giden
ogrencilerin faaliyete katilim gosterdikleri siiregteki egitim seviyelerine gére dagilimi nasildir?

3. Erasmus+ KA103 ve KA107 Programlari kapsaminda tarih ve arkeoloji boliimiinden giden
ogrenci ve personelin cinsiyet dagilimi nasildir?

4. Erasmus+ KA103 ve KA107 Programlarina tarih ve arkeoloji boliimiinden 6grenim, staj ve
ders verme kapsaminda giden 6grenci ve personelin programlardan kazanimlari nelerdir?

Yontem

Caligmada kullanilan analiz yontemi, ¢alismanin evren ve 6rneklemi, verilerin toplanmasi i¢in
kullanilan araglar ve elde edilen bulgularin analizinin nasil yapildig1 asagida ayrintili bir sekilde

verilmistir.
Arastirma Deseni

Nitel arastirmalarda gozlem ve goriismenin miimkiin olmadig1 hallerde veya aragtirmanin
dogrulugunu artirmak amaciyla, aragtirma problemine iliskin yazili ve gorsel malzemeler
kullanilabilir. Dokiiman analizi, arastirilmasi amaglanan olgu veya olgular hakkinda yazih
malzemeleri kapsamaktadir. Yillik kurum raporlari, halkla iligkiler dokiimanlari, muhasebe kayitlari,
stratejik planlar, pazarlama stratejisi dokiimanlari, kurum ici ve dis1 yazigmalar, resmi belgeler gibi
belge ve dokiimanlar dokiiman analizinin konusu olabilir (Yildirim ve $imsek, 2004: 153). Bu

bakimdan arastirma, dokiiman analizi yontemi kullanilarak gerceklestirilmistir.
Evren ve Orneklem / Calisma Grubu

Tiirkiye Ulusal Ajansi’'ndan temin edilen dokiimanlar ve ilgili literatiir {izerinden yiiriitiilen
bu ¢aligma etik kurul onay gerektirmemektedir.

Veri Toplama Araglari

Aragtirmaya iliskin dokiimanlar Tirkiye Ulusal Ajansina bagh olan Veri Analiz
Koordinatérliigli biriminden talep edilmistir. Erasmus+ Degisim Programlarinda faaliyet gosteren
tarih ve arkeoloji boliimii 6grenci ve personelinin gittikleri iilkeler, yillar, faaliyet tiirleri ve cinsiyetleri
kurum tarafindan ayrintili bir sekilde gonderilmistir. Bunun yani sira katilimcilara faaliyetlerini
tamamladiktan sonra Avrupa Komisyonu tarafindan gonderilen ve katilimcilarin cevaplandirdiklar:

anketler de caligmanin veri toplama araglarindan biri olmustur.
Verilerin Analizi

Arastirmada Tiirkiye Ulusal Ajans: tarafindan gonderilen veriler, yillara gore faaliyetlerin
artma/azalma oranlari, katilmcilarin cinsiyet dagilimlar ve egitim seviyeleri betimsel analiz yontemi
kullanilarak incelenmistir. Tiirkiye Ulusal Ajansi tarafindan personel ve 6grenci degisimine ait 2014-

2020 yillarina ait katilimcr anketlerinin cevaplari ile katilimcilarin kazanimlari analiz edilmistir.
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Bulgular

Aragtirmanin bu béliimiinde verilerin analizi ile ortaya ¢ikan bulgular her bir alt probleme
gore siralanarak sunulmustur.

Tarih ve Arkeoloji Boliimii Ogrenci ve Personelinin Degisim Programlarina Katilim Durumlari

KA103 programi, 28 Avrupa Birligi tlkesi ve Izlanda Lihtengtayn, Norveg, Makedonya,
Tiirkiye ve Sirbistan’in déahil oldugu iilkeler ile hareketlilik olanag: saglarken Uluslararasi Kredi
Hareketliligi (KA107) ise KA103 programina benzer bir program olmasina kargilik ortaklik kurulan
tilkeler (Dogu Ortaklig1 Ulkeleri, Giiney Akdeniz Ulkeleri, Rusya Federasyonu, Asya, Orta Asya, Latin
Amerika, Orta Dogu, Giiney Afrika, Afrika, Karayip ve Pasifik Ulkeleri, Diger Sanayilegmis Ulkeler)
tarklidir (KA107 Nedir?, 2022). Bu baglamda veriler, KA103 ve KA107 programlar1 6zelinde ayr1 ayr1
verilmistir.

Erasmus+ KA103 ve KA107 Programlar1 6grenim, staj ve ders verme hareketlilikleri
kapsaminda giden tarih ve arkeoloji boliimii 6grenci ve personelin yillar itibari ile iilkelere gore
dagilimi. Erasmus+ KA103 Ogrenim Hareketliligi kapsaminda giden tarih ve arkeoloji bolimii
ogrencilerinin yillar itibariyla iilkelere gore dagilimi $ekil 1'de goriilmektedir. Sekil 1 incelendiginde
2014 ve 2020 yillarinin toplaminda en ¢ok hareketliligin Almanya (208), Polonya (166) ve Italya (145)
lilkelerine gerceklestigi goriilmektedir. 2014-2020 yillarinda toplam hareketlilik sayis1 892 olarak
hesaplanmis ve bu ii¢ iilkenin toplama gore orani ise %58 olarak bulunmustur. En az katilim Irlanda
(1), Isveg (2) ve Estonya (2) iilkelerine olurken Letonya, Kuzey Makedonya ve Norveg’e yillar i¢inde
hi¢ faaliyet yapilmadig gozlemlenmistir. Faaliyetlerin yillara gore toplamlarina bakildiginda 2014-
2020 yillarinda hareketlilik kapsaminda giden 6grenci sayilarinin genel ortalamasi 127°dir. Yillara
gore katilim performanslari degerlendirildiginde katilimin en az gergeklestigi yil 2020 olmustur.

Sekil 1

Erasmus+ KA103 Ogrenim Hareketliligi Kapsaminda Giden Tarih ve Arkeoloji Bolimii
Ogrencilerinin Yillar Itibariyla Ulkelere Gore Dagilimi

45 1

40

35

30

25 |
Z:LL[L[.L Jli Lal d]'.ll_ i ﬂ[. IILblFULﬂ» .Jll.uﬂ SR | [Jl \

- - w B b4 b4
ar} = o = 2 7] ©w 7] S

BG o=
EL [

w 4 w (%] o o w
o o w 4 = E £ 2 0=

AT
BE

| m2014 w2015 m2016 m2017 2018 m2019 © 2020 |

= TURKISH 51

g HIS%!]RY EDUCATION

JOURNA



Tarih ve arkeoloji boliimii 6grenci ve personelinin Erasmus+ degisim programindan elde ettigi kazanimlar:

Erasmus+ KA103 Staj Hareketliligi kapsaminda giden tarih ve arkeoloji bdolimii
6grencilerinin yillar itibariyla tilkelere gére dagilimi Sekil 2°de gériilmektedir. Sekil 2°ye bakildiginda
2014-2020 yullarinin toplaminda en ¢ok hareketliligin Almanya (36) ve Polonya (22) iilkelerine
oldugu goriilmektedir. 2014-2020 yillarinda toplam hareketlilik sayis1 168 olarak hesaplanmis ve bu
iki ilkenin toplama gore orani %35 olarak bulunmustur. Tiim yillarda 1 kisilik faaliyet gerceklestirilen
ve en az katilimin oldugu iilkeler ise Isve¢, Norveg, Kuzey Makedonya ve Litvanya’dir. Danimarka,
Estonya, Finlandiya, Letonya, Irlanda, Portekiz Slovenya ve Slovakya iilkelerine ise yillar icinde hi¢
faaliyet yapilmadig1 gozlemlenmigstir. Faaliyetlerin yillara gore toplamlarina bakildiginda 2014-2020
yillarinda giden 6grenci sayilarinin genel ortalamasi 24’tlir. Yillara gore katihm performanslar:

degerlendirildiginde katilimin en az gergeklestigi y1l 2020 olmustur.
Sekil 2

Erasmus+ KA103 Staj Hareketliligi Kapsaminda Giden Tarih ve Arkeoloji Bolimii Ogrencilerinin
Yillar Itibariyla Ulkelere Gére Dagilimi
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Erasmus+ KA103 Ders Verme Hareketliligi kapsaminda giden tarih ve arkeoloji boliimii
akademik personelinin yillar itibariyla iilkelere gore dagilimi $ekil 3’te goriilmektedir. Sekil 3’e
bakildiginda 2014 ve 2020 yillarinin toplaminda en ¢ok hareketliligin Italya (21), Polonya (15) ve
Romanya (12) iilkelerine yapildig: gértilmektedir. 2014-2020 yillarinda toplam hareketlilik sayis1 108
olarak belirlenmis ve bu ii¢ {ilkenin toplama goére orani %44 olarak bulunmustur. Avusturya,
Danimarka, Finlandiya, Norveg, Irlanda ve Isveg iilkelerine ilgili yillar i¢inde hig faaliyet yapilmadig
gozlemlenmigtir. Faaliyetlerin yillara gore toplamlarina bakildiginda 2014-2020 yillarinda hareketlilik
kapsaminda giden personel sayilarinin genel ortalamasi 127°dir. Yillara gore katilim performanslari

degerlendirildiginde katilimin en az gergeklestigi y1l 2020 olmustur.
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Sekil 3

Erasmus+ KA103 Ders Verme Hareketliligi Kapsaminda Giden Tarih ve Arkeoloji Bolimii

Personelinin Yillar Itibariyla Ulkelere Gore Dagilimi
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Erasmus+ KA107 Ogrenim Hareketlili§i kapsaminda giden tarih ve arkeoloji bélimii
ogrencilerinin yillar itibariyla {ilkelere gore dagilimi $ekil 4’te gortilmektedir. Sekil 4’e bakildiginda
2015-2020 yillarmin toplaminda yalnizca 5 kisinin hareketlilik gergeklestirdigi goériilmektedir.
Faaliyetler, Kore (1), Liibnan (1), Fas (1), Rusya (1) ve Ukrayna (1) iilkelerine yapilmigtir. Erasmus+
KA107 Programi iilkemizde 2015 yilinda, KA107 staj hareketliligi programi ise 2018 yil itibariyla
baslamistir. 2018-2020 yillar1 arasinda tarih ve arkeoloji béliimii 6grencilerinin KA107 staj programi
hareketliligine katilmamasi nedeniyle sekil olarak bu alanda bilgiye yer verilmemistir.

Sekil 4

Erasmus+ KA107 Ogrenim Hareketliligi Kapsaminda Giden Tarih ve Arkeoloji Bolimii
Ogrencilerinin Yillar Itibariyla Ulkelere Gore Dagilimi
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Tarih ve arkeoloji boliimii 6grenci ve personelinin Erasmus+ degisim programindan elde ettigi kazanimlar:

Erasmus+ KA107 Ders Verme Hareketliligi kapsaminda giden tarih ve arkeoloji bolimi
personelinin yillar itibariyla iilkelere gore dagilimi $ekil 5'te goriilmektedir. Sekil 5’e bakildiginda
2014-2020 yillarinin toplaminda 26 kisi faaliyet gosterdigi goriilmektedir. Hareketliligin en fazla
oldugu yillar 2015 yilinda 9 kisi, 2017 ve 2018 yillarinda 5 kisi seklinde gergeklesmistir.

Sekil 5

Erasmus+ KA107 Ders Verme Hareketliligi Kapsaminda Giden Tarih ve Arkeoloji Bolimii
Personelinin Yillar Itibariyla Ulkelere Gore Dagilimu
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Erasmus+ KA103-KA107 Programi 6grenim, staj ve ders verme kapsaminda giden tarih
ve arkeoloji boliimii 6grenci ve personelinin egitim seviyeleri. $ekil 6’ya bakildiginda Erasmus+
Degisim Programima (KA103-KA107) 2014-2020 yullar: itibariyla faaliyete katilan toplam 1065
kisinin 682’sinin (%64) lisans, 254’tiniin (%23) yiiksek lisans, 128’inin (%12) doktora diizeyinde ve 1
kisinin ise diger egitim seviyeleri kategorisinde faaliyete katildig1 gériilmektedir. Diger egitim seviyesi

kategorisinde 1 kisi olmasi nedeni ile Sekil 6’da yer verilmemistir.
Sekil 6

Erasmus+ Programi (KA103-KA107) Katilimcilarinin Egitim Seviyeleri
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Erasmus+ KA103-KA107 Programlar1 6grenim, staj ve ders verme kapsaminda giden tarih
ve arkeoloji boliimii 6grenci ve personelinin cinsiyet dagilimlari. Erasmus+ KA103 Programi
kapsaminda gidenlerin cinsiyetleri yillara gore Sekil 7’de ayrintili bir sekilde verilmistir. Sekil 7’ye
bakildiginda Erasmus+ KA103 Programindan gidenlerin 663’tiniin erkeklerden, 505’inin ise
kadinlardan olustugu goriilmektedir. Erasmus+ KA107 Programu igin Sekil 8’de verilen sayilara gore
katilimcilarin 24’tniin erkek ve 7’sinin kadinlardan olustugu goriilmektedir. 2014-2020 yillar
arasinda Erasmus+ KA103 ve KA107 Programlarina katilan erkeklerin orani %57, kadinlarin orani
ise %43’tiir. Erasmus+ KA107 Programina katilanlarda cinsiyet dagiliminin 6nemli oranda ayristig
goriilmektedir. Nitekim KA107 programina katilanlarin %77’sinin erkek ve %23’tiniin kadin oldugu

gorilmektedir.

Erasmus+ KA103 Programi kapsaminda gidenlerin cinsiyetleri yillara gore $ekil 7’de ayrintili
bir sekilde verilmistir. Sekil 7’ye bakildiginda Erasmus+ KA103 Programindan gidenlerin 663’tiniin
erkeklerden, 505’inin ise kadinlardan olustugu goriilmektedir. Erasmus+ KA107 Programu i¢in Sekil
8'de verilen sayilara gore katilimcilarin 24’tiniin erkek ve 7’sinin kadinlardan olugtugu gériilmektedir.
2014-2020 yillar1 arasinda Erasmus+ KA103 ve KA107 Programlarina katilan erkeklerin orani %57,
kadinlarin orani ise %43’tiir. Erasmus+ KA107 Programina katilanlarda cinsiyet dagiliminin énemli
oranda ayrigtigi goriilmektedir. Nitekim KA107 programina katilanlarin %77’sinin erkek ve
%23’tintin kadin oldugu gortlmektedir.

Sekil 7

Erasmus+ Programi (KA103) Katilimcilarinin Cinsiyet Dagilimi
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Tarih ve arkeoloji boliimii 6grenci ve personelinin Erasmus+ degisim programindan elde ettigi kazanimlar:

Sekil 8
Erasmus+ Programi (KA107) Katilimcilarinin Cinsiyet Dagilimi
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Tarih ve Arkeoloji Boliimii Ogrenci ve Personelinin Erasmus+ Degisim Programindan Elde Ettigi
Kazanimlar

Bu boliimde tarih ve arkeoloji bolimii 6grenci ve personelim Erasmus+ programinda elde
ettigi kazanimlar akademik, dil gelisimi ve teknoloji kullanimi olmak (Tablo 1) iizere {ig ayr1 baghk
altinda incelenmistir.

Tablo 1

Erasmus+ Programi (KA103) Katilimcilarin Kazanimlar

Teknoloji

Akademik Dil Gelisimi e noton

Yanitlar Kullanimi

Kazanim (%) Kazanimi (%)
Kazanimi (%)

Cok Olumsuz 0 1,14 7,84
Olumsuz 11,52 5,68 10,78
Bilmiyorum 9,28 16,67 35,29
Olumlu 79,20 46,21 27,45
Cok Olumlu 0 30,30 18,63
Toplam 100,0 100,0 100,0

Akademik Kazanim. Avrupa Komisyonunun katilimcilara faaliyetlerini tamamladiktan
sonra gonderdigi anketlere verilen cevaplar tarafimizca analiz edilmistir. Avrupa Komisyonunun,
Erasmus+ KA103-KA107 Ogrenim ve Staj Programlarina katilanlarin akademik kazanimlarini
olgmeye yonelik “Hareketlilik donemi i¢in akademik taninirhik kazandimiz mi? Yurtdisinda
gecirdiginiz siire i¢in gonderen kurumunuzdan akademik taninirhik kazandiniz mi1 veya bekliyor
musunuz? Ogrenim anlagmasinin son versiyonunda (Tablo A ve varsa resmi sablonun A2) belirtildigi
sekilde kabul eden kurumunuzdaki tiim egitim bilegenlerini basariyla tamamladiniz mi? Ogrenim

anlagmasinin son versiyonunda (Tablo A ve varsa resmi sablonun A2) belirtildigi sekilde kabul eden
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kurumunuzdaki tiim egitim bilesenlerini basariyla tamamlamayr bekliyor musunuz?” sorulari
sorulmustur. Sorularda gecen Ogrenim Anlagmast’nin (Learning Agreement) amaci 6grencilerin yurt
diginda bagar1 ile yaptiklari faaliyetlerin (6grenim ve staj) taninmasini saglamaktir. Ogrenim
anlagmasi, 6grencinin degisim sirasinda elde etmesi muhtemel olan tiim 6grenme ¢iktilarini igermesi
bakimindan 6nemli bir belgedir (Learning Agreements, 2022). Bu sorulara katilimcilar tarafindan
verilen cevaplarin yiizdesi, katiimcilarin akademik kazanimlarini 6l¢gmede kullanilmistir. Tablo
incelendiginde giden 6grencilerin %12’si olumsuz, %9’u bilmiyorum, %79’u olumlu segeneklerini

isaretledigi gortilmektedir. Cok olumsuz ve ¢ok olumlu segeneklerine ise cevap verilmemistir.

Dil Gelisimi Kazanimi. Erasmus+ Programlarinda 14 giin ve fzeri faaliyet gosteren
katilimcilara dil seviyelerini gelistirmek igin yurt disina gitmeden 6nce ve orada kaldiklar: siire
boyunca Cevrim i¢i Dil Destegi (Online Language Support-OLS) adi verilen kurslara katilma imkéan:
sunulmaktadir. Katihmecilar, dil sayisi ve sinirlamasi olmaksizin OLS programindaki mevcut dillerden
herhangi birinde dil kurslarini takip edebilmektedirler. Katilimcilar, bu uygulama ile ev sahibi
kurumlarina dondiiklerinde yurt disinda kaldiklar: siire boyunca dil gelisimlerindeki ilerlemeyi
olgebilecekleri nihai bir degerlendirme yapabilmektedirler (Online Language Support, 2022). Bu
baglamda Avrupa Komisyonu tarafindan KA103 ve KA107 6grenim ve staj programlarina katilanlara
dil gelisimi kazanimlarini 6lgmeye yonelik; “OLS'yi dil seviyenizi gelistirmek igin faydali buldunuz
mu? OLS'nin dil seviyenizi gelistirmenize yardimci oldugunu diisiintiyor musunuz? Genel olarak,
OLS deneyiminden ne kadar memnun kaldiniz?” sorular1 sorulmustur. Tabloya bakildiginda giden
ogrencilerin %1’1 ¢ok olumsuz, %6’s1 olumsuz, %17’si bilmiyorum, %46’s1 olumlu ve %30’u ¢ok

olumsuz cevabini vermistir.

Teknoloji Kullanimi Kazanimi. Avrupa Komisyonu tarafindan Erasmus+ KA103 ve KA107
Programlar ile ders verme kapsaminda giden personele teknoloji kullanim kazanimlarini 6l¢meye
yonelik sorulan “Bilgi ve Iletisim Teknolojisi araglarinin (6rn. bilgisayar, internet, sanal igbirligi
platformlari, yazilim, BIT cihazlari, vb.) kullanimindaki yetkinliklerimi gelistirdim” sorusuna giden
personelin %8’i ¢ok olumsuz, %11’i olumsuz, %35’i bilmiyorum, %27’si olumlu ve %19u ¢ok olumlu

cevabini vermistir.

Sonug

Bu ¢alismada, tarih ve arkeoloji boliimii 6grenci ve personelinin 2014-2020 yillar1 arasinda
Erasmus+ Degisim Programina katilim oranlar1 ve katilimlari sonucunda akademik, dil ve teknoloji
kullanimi kazanimlarinin hangi 6lgiide oldugu degerlendirilmigtir. Ogrenci ve personelin
programlara katilimlar1 KA103 ve KA107 Programlari kapsaminda 6grenim, staj ve ders verme
etkinliklerine goére belirlenmistir. Bu baglamda arastirmamizda Erasmus+ KA103 Programi
kapsaminda giden 6grenci ve personelin yurt diginda ¢ogunlukla Almanya, Italya ve Polonya
tilkelerini tercih ettikleri buna kargilik Danimarka, Estonya, Finlandiya, Irlanda, Norveg ve Isveg gibi

tilkelere faaliyetin az gerceklestigi goriilmiistiir. Erasmus+ yiiksekogretim hareketlilikleri temelde
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iniversiteler arasinda gerceklesen ikili anlagmalar tizerinden yiiriitilmekte ve hareketlilige bagvuran
ogrenci ve personeli sinirlandiran baz kriterler bulunmaktadir. Ogrenci ve personelin hareketlilik
gerceklestirmek istedikleri tilke, kurum ve kuruluslar: dogrudan tercih etme veya etmeme durumu
gogunlukla sinirli olmaktadir. Dolayisiyla yitksekogretim kurumlarinin hareketliligin az gergeklestigi

bu iilkeler ile ikili anlasmalarinin yeterli dizeyde olmadig1 séylenebilir.

2015-2020 yillar1 arasinda giden 6grenim ve ders verme programi verilerini igeren Erasmus+
KA107 Programi sayilarina bakildiginda toplam 26 kisinin hareketlilige katildigi, 2018 yilinda
baslayan staj programinda ise 2020 yilina kadar hig hareketlilik bulunmadig belirlenmistir. Bu veriler
degerlendirildiginde tarih ve arkeoloji boliimlerinde Erasmus+ KA107 Degisim Programinin,
Erasmus+ KA103 Degisim Programina kiyasla ¢ok diisiik bir oranda tercih edildigi anlagilmaktadir.
Bu durum ayrica tarih ve arkeoloji boliimii 6grenci ve personelinin Avrupa iilkelerini, Avrupa dist
tilkelere oranla daha ¢ok tercih ettigini de ortaya koymaktadir. Bunun yani sira Erasmus+ KA107
Programi biit¢e tutar1 bakimindan daha kii¢iik bir program oldugundan, ¢ok daha az sayida
tiniversite KA107 yararlanicist olabilmektedir. Bu nedenle Erasmus+ KA107 Programi kapsaminda
desteklenen hareketlilikler, Erasmus+ KA103 Programi sayisina gore daha az olmustur. Erasmus+
KA103 ve KA107 Programlarinin yillara gore katilim oranlar1 incelendiginde 2019 ve 2020 gagr
yillarinda faaliyetlerde azalma gozlemlenmektedir. 2019-2020 ¢agr1 yih olarak proje bagvurusunun
yapildig: yil olup hareketlilikler 2 sene i¢inde gergeklestirilebildigi gibi COVID-19 nedeniyle uzatma
alan projelerde 36 ay iginde de gerceklesebilmektedir. Dolayisiyla hareketlilikler proje siiresi
bitiminden sonra yapilan raporlamalar neticesinde netlik kazanacagindan bu proje siiresini yil
bazinda degerlendirmek dogru olacaktir. Erasmus+ KA103 ve KA107 Programlarindan giden
katilimcilarin egitim diizeylerine bakildiginda ise en ¢ok katilimin sirasiyla lisans, yiiksek lisans ve
doktora egitim seviyelerinden oldugu goriilmektedir. Lisansiistii alanlarda uluslararasilasmanin daha
fazla olmasi beklenirken bu alanda hareketliligin diisiik olmas: dikkat ¢ekicidir. Katilimcilarin cinsiyet
oranlar1 incelendiginde ise KA103 programinda giden erkeklerin oraninin her proje déneminde
kadinlardan daha fazla oldugu gozlemlenmistir. Erasmus+ KA107 Programinda 2017 yilinda
katilimcilardan kadinlarin oranin erkeklerden daha fazla oldugu, 2020 yilinda ise kadin ve erkek
sayisinin esit oldugu goriilmektedir. Fakat her iki programin toplam sayilar1 géz 6niine alindiginda

katilimcilardan erkeklerin sayisinin kadinlardan fazla oldugu gozlemlenmistir.

Erasmus+ KA103 ve KA107 Programlarinda 6grenim ve staj alanlarinda faaliyete katilanlarin
akademik kazanimlari incelendiginde katihmcilarin yaklagik %79 unun olumlu cevabini verdigi
goriilmistiir. Bu cevaplar 6grencilerin akademik taninirlik ve derslerin basari ile tamamlanmasinda
¢ogunlukla programdan istenilen fayday: sagladiklar1 sonucunu vermektedir. Bu sonuglar, bizlere
ogrencilerin degisim programlar: katilimlari sirasinda olasi akademik basarisizlik veya derslerin
taninmamasi endisesini de en aza indirecegi ve bunun neticesinde programa katiim talebinin
artacagini da diisiindiirmektedir. Ogrenim ve staj programlarina katilan 6grencilerin, OLS sayesinde
kazandiklar1 dil gelisimine yonelik verdikleri cevaplar neticesinde giden &grencilerin yaklagik
%76’s1n1in olumlu ve ¢ok olumlu cevabini verdigi goriilmiistiir. Verilen cevaplar degerlendirildiginde

giden 6grencilerin ¢evrim ici dil destegini ¢ok etkin kullandiklar1 goriilmektedir. Bunun yani sira bu
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oranlara bakildiginda giden 6grencilerin dil gelisiminde OLS programinin olumlu etkisi ve katkisi da
goriilmektedir. Aragtirmada elde edilen Erasmus+ Ogrenim ve Staj Programlarina katilan
ogrencilerin dil kazanimlarinin olumlu oldugu sonucu, daha 6nce yapilan arastirmalar ile paralellik
gostermektedir (Ozdem, 2013; Unal, 2016; Adanir, 2019; Altug, Sezgin ve Onal, 2019; Helm &
Acconcia, 2019; Kosmas vd., 2020; Kuloglu, 2020; Prieto-Arranz vd., 2021). Bakioglu ve Certel
(2010)’in Erasmus+ Degisim Programina katilan lisans 6grencileri ile ilgili yaptiklar1 ¢alismada,
aragtirmaya katilan dgrencilerin ¢ogunlugu programin kendilerine akademik olarak katki sagladigini
ve bu deneyim sayesinde egitimlerinin diger derecelerini yurt disinda yapabileceklerini
belirtmislerdir. Benzer sekilde Juvan ve Lesjak (2011), Bagc1, Erdem ve Erisen (2018) ve Souto-Otero
vd. (2022) tarafindan yapilan arastirmalarda da Erasmus+ Degisim Programina katilan 6grencilerin

akademik kazanimlarinin olumlu oldugu yéniinde goriislere yer verilmistir.

Erasmus+ KA107 ve KA103 Ders Verme Programi kapsaminda giden personelin bilgi ve
iletisim teknolojisi araglarinin kullanimindaki yetkinliklerinin gelistirilmesine yonelik sorulara giden
personelin %46’s1 olumlu ve ¢ok olumlu cevabini vermistir. Ankete verilen cevaplar incelediginde
personelin teknoloji kullaniminda programdan yeterli déniitii alamadig1 sonucuna ulasilmaktadir.
Bu sonugtan yola cikilarak ev sahibi yiiksekdgretim kurumlarinin ders verme kapsaminda giden
ogretim dyelerinin bilgi ve iletisim araglarinin kullanimina yonelik yetkinliklerinin gelistirmesine

onem vermesi gerektigi ve bu alanlara yonelik birtakim ¢alismalar yapmas: gerektigine ulagilmistir.

Destek ve Tesekkiir Beyani: Bu arastirmay desteklemek i¢in dis fon kullanilmamuigtir.

Cikar Catismasi Beyani: Yazar, ¢ikar catismast olmadigini beyan eder.
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Oz

“Cografya Tedrisati” baghikli bu c¢alismada modern cografya anlayisinin Tirkiye'ye vyerlesip
benimsenmesinde oncii rol alan isimlerden Faik Sabri Duran’in Tedrisat Mecmuasi’nda yayinlanan
“Cografya Nedir?” ve “Cografyanin Kiymet-i Terbiyesi” baslikli makaleleri dogrultusunda cografya ve
cografya egitimine dair degerlendirmeleri yer almaktadir. Faik Sabri ilgili makalelerinde cografyanin sadece
okullarda okutulan bir ders degil giindelik hayatta her an karsilastigimiz bir alan oldugunu gostermekte,
cografyanin miisahede, miilahaza, muhakeme esaslarina miistenid olmasi gerektigini ifade etmekte ve eski
cografya anlayigini ve cografya egitimini tenkit etmektedir. {lgili metinlerin giiniimiiz Tiirk¢esine gevirisinde
Ttrk Tarih Kurumunun Osmanli Tiirkgesi transkripsiyon kurallari dikkate alinmistir. Arapga-Farsca
kokenli kelimelerin anlamlari gevirenin notu ifadesiyle dipnotta gosterilmistir.

Anahtar Kelimeler: Faik Sabri Duran, cografya, cografya egitimi, cografya 6gretimi, egitim tarihi
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Giris
Cografya Nedir?

Cografyanin nasil okutulmasi icab edecegini miitalaa etmezden evvel cofrafyanin ne
oldugunu anlamaya ¢aligmaliy1z; ¢linkii cografya hakkinda kati, hakiki ve ayan fikirlerimiz olursa bu
fenni nasil tedris etmek lazim gelecegini daha iyi ve daha ¢abuk anlariz. Bu halde evvelemirde cografya
nedir? Sualini irad edelim.

Eski hocalar cografya igin kiire-i arz1 tarif eden bir fendir derlerdi. Evet, cografyanin bundan
otuz, kirk sene evvelki hali i¢in bundan muvafik bir tarif bulunamaz. O zamanlar Cografya tahsili
birgok isimler ezberleyerek bunlari siras geldikge bir tanesini bile unutmadan tekrarlamaktan ibaret
addedilirdi. Bir memleketin taksimati idariyesine ait esamiyi, bunlarin beherinin merkezlerini ve
taksimat-1 taliyesini birer birer sayabilen, herbirinin hudud ve mesaha-i sathiyesini en dogru
rakamlarina kadar dogru tekrar edebilen ve bunlar gibi daha yiizlerce esami ve erkami bir papagan
gibi ezberleyerek sayip doken ve bu isimler arasindaki miinasebet ve ahenkler ile katiyen istigal
etmeksizin, hatta boyle miinasebetlerin mevcudiyetlerini bile hatira getirmeksizin bu miimarese-i
zihniyede muvaffakiyet gosteren kimseler alim bir cografyasinas addolunur ve mekteplerde de
tedrisat hep bu gayeye, yani isim ezberletmeye miinhasir kalirdi. Kalird: diyoruz, ¢iinkii su miitalaatda
alelumum cografyayr ve memalik-i miitemeddinede cografya tedrisatini nazar-1 tedkike aliyoruz,
yoksa bizdeki tarz-1 tedrise gore kalird: degil elan kaliyor demek iktiza eder.

O zamanki cografyaya gore arza ve sakinlerine aid dogru ve yanlis elde edilen malumati tekrar
ve arzi yalniz tarif ile iktifa etmek, hem de fena bir tarif ile iktifa etmek cografyanin gayesi
addolunurdu. Tibki sokak sokak dolasan bir pagavract nasil yoluna ¢ikan herseyi, her buldugunu
masasiyla toplar, ¢uvalina doldurur ise iste o vakitlerde cografya namina toplanan liizumlu, liizumsuz
bircok sozler, rakamlar boylece bir araya getirilmis, ¢orbaya dondiiriilmiis ve bu vecihle eski
cografyasinaslarin, eski cografya muallimlerinin elinde cografya fenni karigik ve faidesiz bir eser
olmakdan ibaret kalmig, maksad ve gayesini tamamiyla kaybetmisti.

Fakat insanlarin derununda yasadiklar1 muhiti bu suretle tarifden ne faide beklenilir? Asil
maksad eskal-i tabiiye ile faaliyet-i beseriye arasindaki miinesabat: bilip takdir etmek degil midir?
Hadisat-1 muhtelife-i arziyenin insanlarin terekkiyat, tekemmiilat ve tarz-1 hayat ve maisetleri
tizerinde ne derecelerde ve ne gibi tesirleri oldugunu anlamak icab etmez mi? Diger cihetden sath-1
arz tzerindeki hadisat-1 tabiiyenin ciimlesi birbiriyle alakadar. Bu cihetle bu hadisat arasindaki
revabit1 bulmak, bu hadisatin esbabini arastirmak ve ne gibi sebeplerin ne gibi neticeler tevlit etmeleri
zaruri olacagini gérmek iktiza etmez mi? Bu gibi esasli ve ruhlu noktalar nazar-1 miitalaaya
alinmadiktan sonra cografya ile istigale bir lizum kalir mi1?

[ste biitiin bu miitalaat ileri siiriiliince cografyanin sair fiinun-1 tabiiye ve ulum-i ictimaiye ile
pek siki miinasebat ve revabiti oldugu goriildii ve bu irtibatlar sebebiyledir ki cografyanin terakkisi
tehire ugradi. Daha dogrusu Cografya, terakki vadisinde bir mesi-i tabii' takib ederek diger fenlerin

! C.N. Tabi yuriyiis
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terakkiyatiyla miitenasiben ileriledi ve hatavat-1 terakkisini* diger fiinunun ravisine® mecbur oldugu
icindir ki Cografya sair fiinun-1 beseriyeden daha seri tahavviilata ugrayamad. Iste bugiin, bu fennin
terakkiyatini giinii giliniine takip ederek mesilerinde geri kalmamis ve tarz-1 telakkilerini sagirmamis
olan cografyasinaslar bu fenni tarif ve izaha muvaffak olabilirler. Yoksa bizim gibi senelerden beri
oldugu yerde sayanlar elbette kendilerini Kurun-u Vusta* tarz-1 telakki-i ilmiyesi karsisinda elan
muannid’ ve sebatkar bir tavirda bulurlar ve buna da sasilmaz.

Simdi fikrimizi biraz izah edelim ve misallerle meseleyi tenvire ¢aligalim.

Hadisat-1 tabiiyenin higbiri eser-i tesadiif degildir. Yagmurlar yagar, riizgarlar eser, firtinalar
olur, seller zuhur eder, daglardan taglar yuvarlanir ise bunlarin ciimlesi bir kanun ve kaide tahtinda
husul bulur. Bu gibi hadisati tetkike aligmamis olan bir g6z i¢in bunlar arasinda hi¢bir miinasebet
tasavvuru miimkiin degildir. Hakikatde bu hadisat hep birbirine muttasil ve miiteselsildir®

Mesela: Bir nehir eskir, ihtiyarlar. -Ciinkii nehirlerin de bizim gibi hayatlari, onlarin da bir
devre-i sebablar1,” bir devre-i tekamiilleri, bir devre-i seyhuhatlari® vardir. Evet, nehir ihtiyarladig
gibi etrafindaki araziyi de eskitir, ihtiyarlatir. Bununla da kalmaz. Avarizi tahfif suretiyle hadisati cuya
tizerinde’ bile icra-y1 tesir eder. Ciinkil bu suretle alcalmis olan daglar, cephelerine gelip ¢arpan
riizgarlar1 daha az tevkif edeceklerinden bunlarin hamil oldugu su buharinin da pek ciizi bir kism1
yagmura miinkalib olur ve binnetice serait-i iklimiye de degismis olur. Bu da hayat-1 nebatiye ve
hayvaniye iizerine icra-y1 tesirden hali kalmaz. Diger cihetden bu suretle serait-i tabiiye ve iklimiyesi
diigar tebdil olan bu mahalde bir sene zarfinda yagan yagmurlarin miktar: daha azaldigi cihetle nehrin
de sular1 o nisbette azalir, binaenaleyh faaliye itikaliyesi' eski kuvvetini kaybeder ve boylece avarizin
tebdil eskali daha agir bir mesi-i ilerler."! Igte bir silsile-i hadisat ki hep yekdigerine muttasil ve
miittehid. Hep biri digerinin netice-i tabiiyesi.

Denizlerde birtakim sicak veya soguk su cereyanlari oldugu malumdur. Bu cereyanlar
denizlerin sathinda hararetin tebdili tebhirat,'* riizgarlar vesaire gibi esbab ile tevelliid eder.
Bunlardan bahr-i muhit-i atlaside vaki ve Golfstrim denilen bir sicak su cereyani vardir ki hatt-1istiva
cihetlerinde®® dogarak ve Meksika Korfezi'ni dolagsarak Amerika’nin sahil-i sarkisini bir mtiddet takip
ettikten sonra Avrupa’nin sahil-i garbisine gelir ve ta Iskandinavya gebe ceziresinin'* simaline kadar
cikar. Iste Avrupa-y1 garbinin, ayni hizada bulunan Amerika-y1 simaliye nisbetle, ikliminin daha
ziyade mutedil olmasina sebeb bu sicak su cereyanidir. Fakat bu cereyanda kutub simalinden gelen ve
kutub denizlerinden kopan buz adalarini, aysbergleri hamil bir soguk su cereyani olan Labrador

2C.N. Ilerleme adimlarini
* C.N. Gidisine

*C.N. Orta Cag

5 C.N. Inatgi

¢ C.N. Birlesiktir ve birbirini takip eder
7 C.N. Genglikleri

§ C.N. Ihtiyarliklart

? C.N. Nehir tizerinde

Y C.N. Agindirmasi

' C.N. Gider

12 C.N. Buharlagtirmalar1
13 C.N. Istikametlerinde
" C.N. Adasmin
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cereyant ile alakadardir. Zaman olur ki bu cereyan siddetli ve kuvvetli olur ve bu suretle Golfistrim
lizerine icra-y1 tesir eder. Zaman olur ki bunun aksi zahir olur. Mesela Ter-nov 6nlerinde aysberglerin
nadir goriintisii Avrupa’da kisin siddetli gegecegine ve ilkbaharin soguk olacagina bir alamettir.
Cilinkii Labrador cereyaninin kuvveti azdir, bu da kutub denizlerinde yazin pek kuvvetsiz gegmis
oldugunu gosterir. Labrador cereyaninin kuvveti az oldugu zamanlar ise Golfistrim fazla tazyik
gormeyecek binaenaleyh Avrupa-y1 garbide pek yiikselemeyecek ve bu suretle cereyanin tesir
itidalkarisi®® kuvvetinden kaybetmis olacaktir. Yine bu tesir ile tazyik heva-y1 nesimi Islanda
cihetlerinde daha yiiksek kalacagindan Avrupa’ya simal garbi riizgarlar1 esecek ve bunlar da kar
getirecektir. Boyle senelerde ilkbahar pek ge¢ goriineceginden bu hadisattan mahsuller de ziyan goriir.
Bilakis Ter-nov énlerinde mebzul aysbergler goriindiigii, binaenaleyh Labrador cereyaninin kuvvetli
bulundugu seneler Golfistrim daha ziyade simale dogru sevk edilmis olacak ve Islanda izerinde tazyik
heva-y1 nesimi azalarak Avrupa’ya hep garbdan esen riizgarlar gelecek, boylece kig yagmurlu ve
miilayim, ilkbahar latif ve mahsiildar gegecektir. Halbuki Golfistrim’in sular1 Amerika sahilinden
Avrupa sahiline ancak bir senede geldiginden Ter-nov 6nlerinde buzlarin az veya ¢ok olusundan
miiteakip sene Avrupa’da nasil bir kig hiikiim siirecegini anlamak miimkiin olur. Bu halde goriiliir ki
Avrupa’da kislarin siddetli veya hafif gegmesi bir sene evvel kutup denizlerinde yazin uzun veya kisa
stirmiis olmasiyla pek ziyade alakadardir.

Bu iki misal bize hadisat-1 tabiiyenin ne derecelere kadar birbirlerine muttasil ve miiteselsil
olduklarini gosterdi. Hadisat-1 tabiiye ile tegkilat-1 beseriye arasinda kavi ve daimi rabitalar vardir.
Bazan en ehemmiyetsiz goriinen serait-i tabiiyenin bile o sahada yasayan insanlarin tarzi maisetlerine,
ahlak ve tabiatlarina, meskenlerinin egkaline, sehirlerin ve yollarin vaziyetine biiyiik tesiri olur.

Mesela: Alelumum dagllar serbesti-i efkarlariyla meshurdurlar. Ciinkii bunlar daglarda
birbirlerinden ayri ve tenha ufak daginik parcalar halinde yasarlar. Daglar arasindaki vadilerde koyler
hep daglardan kopup gelen lahikalarin'® tegkil ettigi mahrutlar'” ile birbirlerinden tefrik edilmistir.
Hele arazi-i kilisiyede'® bu hal daha iyi miisahede edilir. Alelumum kiregli arazi hep miiteferrik ve
birbiriyle rabitast olmayan havza ve hafralara'® ayrilmis oldugundan her hafra ve havzada yasayan
ahali yalniz kendi muhitinde dolasgip kalarak harig ile pek az irtibat kesb edebilir ve bu suretle bu gibi
akvamda pek eski ahlak ve itiyadatin uzun miiddetler muhafaza edilmis oldugu goriiliir.

Bir sahra seyyahinin hikayesine gore kum ¢6llerinde yasayan bedevilerde tas ¢ollerinde sakin
olan yerlilerden daha az hirsiza tesadiif ediliyormus. Ciinkii kum ¢6llerinde yasayan bedeviler
arasinda sirkati*’ itiyad eden kimse birseyi ¢alarak kagacagi zaman kumlar tizerinde behemehal bir iz
biraktigindan sirkatinden istifade edemeyerek yakayi ele veriyor. Bu cihetle hirsizlik azaliyor.

Mubhitin bu tesiratina hayvanat ve nebatatin da tabi olduguna siiphe var midir? Mesela
memalik-i harre? nebatatinin tebhire?” daha biiyiik bir satih irae edecek suretde genis, enli yapraklara

5 C.N. Yumugaklig:

16 C.N. Ulaganlarin

7 C.N. Koniler

8 C.N. Kiregli yapida

¥ C.N. Cukurlara

2 C.N. Hirsizhig

2L C.N. Sicak memleketler
22 C.N. Buharlagmaya
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malik olmasina mukabil kuru memleketlerde nebatatin rutubeti miimkiin mertebe muhafaza
edebilmek binaenaleyh tebhire daha az satih maruz birakmak i¢in yapraklarini miimkiin mertebe
azalttiklar1 ve bazan hazf bile ettikleri* yahud Frenk incirlerinde oldugu gibi sert bir nesc altinda
sakladiklar1 goriiliiyor.

Iste asil cografya arz iizerinde icra-y1 tesir eden muhtelif kuvva-yi tabiiyeyi miitalaa ile
bunlarin esbabini, tesiratini, netayicini arastiran, bu kuvva-y1 muhtelifeyi birlestiren miinasebati
taharri eden bu miinasebatdan ne gibi neticeler viicuda gelmesi zaruri oldugunu bularak beseriyetin,
muhitin bu gerait-i muhtelifesi dahilinde ne gibi teskilat-1 ictimaiyye viicuda getirebilmis oldugunu
gosteren cografyadir. Bu sekil altinda cografya artik ezberden tekrarlanan bir miifredat defteri, bir
ligat kitabi, bir ta’dad ve terkim** pusulas: degildir. Bir fendir.

Eski cografya arzi yalniz tarif ile iktifa ederdi. Yeni cografya yalniz tarif ile kalmaz. Izah da
eder. Eski cografyasinaslar mevzularimin yalniz sekil haricisini nazar-1 miitalaaya alarak tesadiif ve
miisahede ettikleri hadisatin ne ve nerede oldugunu arastiriyorlardi. Simdiki cografya ne ve nerede
ile kalmiyor, hadisatin nasil ve ni¢inini de aragtiriyor.

Cografyanin Kiymet-i Terbiyesi

Simdi anliyoruz ki cografya demek bir kitanin sahillerini, korfezlerini, burunlarini, adalariny,
daglarini, nehirlerini, gollerini saymak; bunlarin irtifalarini amaklariny,® viisatlarini 6grenmek
degildir. Yalniz bunlar1 bilmekle cografya bilmis olmazsiniz. Bugiinkii cografya kuru isimler, manasiz
rakamlar cografyas: degildir. Fikirler, muhakemeler, miilahazalar cografyasidir.

Bu sekil altinda, mekteplerde cografya tedrisati, bityiik bir ehemmiyet kesb etmis demektir ve
cografyanin pek mithim bir kiymet-i terbiyesi olmak lazim gelir, artik cografya yalniz adi bir
ezbercilikten ibaret kalmayacak, ¢cocuklarda dikkati, miilahazay1 ve hikemi de® faaliyete getirecektir.

Yazik ki bu miitalaalar, bu fikirler, cografyanin bu yeni tarz-1 telakkisi heniiz pek kalil*” bir
ziimre arasinda kaliyor. Umumun bu husustaki zanni, fikri hep evvelki batil fikirlerden ibaret. Elan
cografyay! bir hafiza isi gibi telakki ediyorlar, bir ezber dersinden ibaret saniyorlar. Bu yanlis
miitalaata yalniz bizde degil, en miiterakki memleketlerde bile ara sira tesadiif ediliyor. Bakiniz size
bir vaka hikaye edeyim: Almanya’da bundan bes on sene evvel inikad eden®® bir cografya kongresinde
mevzubahs olduguna gore Prusya’da bir mekteb-i riigdi miifettisi bir cografya dersini teftise gelmis,
bu esnada muallim Hindistan’da mevsim riizgarlarindan bahsediyormus bu riizgarlarin senede nasil
olup ta yalniz dort ay yazlar1 yagmur getirdiklerini ve bunun da Hindistan ahalisi izerinde ne gibi
tesirat1 oldugunu izah ediyormus. Miifettis muallimin takririni yar1 yerde keserek mevzudan harice
¢iktigini sdylemis ve muallime bir numune-i imtisal olmak tizere talebeyi Asya’nin burunlari,
korfezleri ve daglar iizerine isticvaba® baglamus.

2 C.N. Yok ettikleri

2 C.N. Siralama ve rakamlama
» C.N. Derinliklerini

% C.N. Hikmetleri de
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Hele bizde cografyay: yalniz isim saymaktan ibaret zanneden kimselerin pek ¢ok olduguna
stiphe yoktur ve boyle oldugu i¢indir ki mekteplerimizde cografyaya ehemmiyet verildigi yoktur.

Evvelce bir muallim talebesine bir dag, bir tepe bir nehirden bahsedecegi zaman, bunun yalniz
ismini s6ylemekle iktifa eder, bagka izahat ilave etmezdi, edemezdi. Bugiinkii muallim eskal ve avariz
arzda sayan izah birgok noktalar bulacak, yalniz isim zikretmekle kalmayarak, tedkik ve tetebbu’
edecek hadisatin esbabini aramaya ve bunlari izaha ¢alisacaktir.

Mesela: Nehirlerden bahsediyorsunuz... Muallim yalniz bunlarin isimlerini ta’dad ile mi iktifa
etmelidir? Acaba biitiin nehirler birbirine benzer mi? Her birinin serait hayatiyesi, tarz cereyani ve
bir sene zarfinda gosterdikleri tahavviilat bir midir? Sibirya ve Avrupa-y1 simal nehirleriyle, Avrupa-
y1 vusta® nehirleri, Afrika ve Amerika’nin o biiylik nehirleri seklen, tabiaten, birbirleriyle kabil-i kiyas
mudirlar? Degil iseler her birinin evsaf gahsiyesi nelerdir? Muallim bunlardan bahsetmeli midir?
Nehirlerin tarih-i tabiilerini izah etmek iktiza etmez mi? Bu gibi izahat1 vermezsek ¢ocuklar muhtelif
nehirler arasinda nasil bir mukayese yapabilirler? Mesela: hi¢ manatik-1 harre’ nehirlerini gormemis
olan bir talebede muktedir bir muallim, bir¢ok vesait ile, hakikate olduk¢a karib bir hayal
uyandirmaya ¢aligmalidir. Ciinkii bir talebe, Afrika nehirlerini kendi muhitinde gordiigii nehirler gibi
zannederse bunlarin sahilinde yasayan insanlarin tarz-1 maiset ve seraiti hayatiyetlerini, tabiidir, bir
tiirli anlayamaz.

Daglar icin de oyle, Alpler de dag; Toroslar, Araratlar, Liibnanlar, Erciyes de dagdir. Fakat
hi¢biri digerine benzemez. Bunlarin sekillerini ve birbirlerinden ne suretle tefrik edilebileceklerini
daha kiigiik yastan ¢ocuklara anlatmak, her birinin evsaf miimeyyizesini géstermek iktiza eder.

Bir cografya hocasi, talim ve tedrisinden ciddi bir istifade beklemek i¢in, yalniz cografya
kitaplarindaki malumat-1 sathiyeyi talebesine tekrar ettirmekle iktifa etmemelidir. Muallim bu
malumat: tevsi’ edecek iktidarda olmalidir. Mesela: Cocuklara bir selalenin yalniz ismini vermekle
kalmamali, selalelerin ne suretle teskil ettiklerini, miirur zamanla ne suretle bir akintiya munkalip
olduklarini ve en nihayet nasil olup da evvelce selalenin bulundugu yerde dar bir bogazdan bagka bir
eser kalmayarak nihayet bunun da nasil gaip olmasi zaruri olacagini izah etmeli ve bu izahati birgok
misallerle tesrih etmelidir. Bu suretle satih arz adeta bir hayat bir cisim gibi telakki edilmis ve eskal ve
avarizin ne gibi kanunlar altinda daimi surette tebdil sekil edip durduguna dair ¢ocuklarda daha
kiigiik yastan bir fikir uyandirilmis olur.

Bu gibi izahat cografyanin esasidir ve bunlar sayesinde ¢ocuklarda bir fikri-i merak ve tecessiis
uyandirilabilir. Mesela; sahillerdeki kum tepelerinden bahsederken bunlarin riizgarlar tesiriyle ne
suretle viicuda geldiginden bahsetmemek, volkanlar: alelade saymakla iktifa ederek bunlarin ne
suretle meydana geldiklerini anlatmamak pek sakim® bir tarz-1 tedristir.

Vadilerin nehirler tarafindan kazilmis oldugundan baslayarak gayet vasi arazinin bu tesirati
istigaliyle neticesinde ne vecihle yavas yavas alcalacagini ve eski daglarin irtifalarini kaybederek en
nihayet nasil olup da diiz bir sahra haline geleceklerini ¢ocuklara izah etmek ve sath-1 arz iizerindeki
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eskalin, bu tahavviilatdan muhtelif safalar irae ettigini® anlatmak lazim gelir. Cocuklar ancak bu
suretle avariz-1 arz hakkinda kati ve salim bir fikir alabilir ve eskal-i cografyanin mana-y1
hakikiyelerine vakif olabilir. Bu gayeye varabilmek i¢in mebahisi tedrici tedrici tavsi’ etmeli, gayet agik
ve sade bir lisanla anlatmali ve bu hadisati ruhlu resimler, levhalar, sekiller ile de izaha ¢alismalidir.

Biitiin bunlar ¢ocuklarin zekasini parlatir, merakini uyandirir ve ancak bu tarz iledir ki
cografya ¢ocuklarda hadisati miilahaza, tedkik, te-emmiil** hassalarini tevlid ve tezyid edecek miithim
bir amil yerine gegecegi i¢in pek ehemmiyetli bir kiymet-i terbiyevi ihraz eder.

Sizin gésterdiginiz, ihtar ettiginiz hadisat, cocuklar1 daima muhit idi. Lakin ¢ocugun tecriibesi
heniiz azdir. Bu cihetle o kendi ufkunu ihata eyleyen hadisat arasinda bir rabita ve miinasebet
bulunacagini heniiz tefekkiir edemez. Bu hadisat-1 tabiiye onun harekéitina adat ve ahlakina kadar
amil ve miiessir oldugu halde kendisine ihtar ve irae edilmemis®™ oldugundan bunlar ¢ocuk igin na-
meshud® kaliyordu. Fakat muallim bir kere talebesinde bir fikr-i tecessiis, bir hiss-i merak
uyandirmaya bagladimi, ¢ocuk bu hakikatleri derhal derk ve miitalaa edebilecek’ ve kendi miisahede
ve tecriibesine istinaden arz hakkinda beyan: fikir edebilmek ¢ocuklarda biiyiik bir seving peyda
edecektir.

Cocuk o vakte kadar aralarinda hi¢bir rabita gérmedigi hadisatin birbirlerine pek ziyade
merbut ve miittehid olduklarini, mesela yagmurlar ile eskal ve avariz, tabakat ile menabi, menba’lar
ile menatik-1ziraiyye ve cins ve sekil mesakin arasinda rabitalar bulundugunu anladig: vakit his merak
ve tecessiisii tamamiyle uyandirilmis ve ¢ocuklarda miilahaza ve muhakeme hisleri tenmiye edilmis
olur.

Kamerin, giinesin, arzin harekéatini, riizgarlari, mevsimleri kitaplardan manasi anlagilmaksizin
kor koriine ogretilen kuru sozler gibi degil, fakat ¢ocuklarin etraflarinda daima gordiikleri,
hissettikleri hadiseler suretinde irae etmelidir.

Cocuklara evvela sunu ogretiniz ki diinya miitalaat ve tetebbuati sahsiyelerine tamamiyla
agiktir. Manasiz bir sahifeden ¢ocuklara papagan gibi bir takim kelimat &gretmeye ugrasmaktan
ziyade ¢ocuklarin hayata dogru gozlerini agtiriniz. Gorsiinler, diisiinsiinler ve muhakeme etsinler.
Velhasil cografyay1 cocuklarin evlerine gidince kapayacaklar1 ve bir daha agmayacaklari bir kitap gibi
degil fakat hayat-1 hakikiyeyi miintehi® bir tarik-i tetebbu’ gibi telakki ediniz ve talebenize de ayn1
hissi vermeye ¢alisiniz.

Dartilfiinun ve Dariilmuallimin-i Aliye Cografya Muallimi

Faik Sabri

3 C.N. Gosterdigini

* C.N. Etraflica diigiinmek
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7 C.N. Anlay1p, miitalaa edebilecek
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