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Abstract: 1n this study, questions in 5th, 6th, and 7th grade social studies textbooks were evaluated using Gallagher
and Aschner's question categorization to determine their level. A document analysis was conducted in this study.
Descriptive analysis was used for data analysis. Depending on the Gallagher and Aschner question classification, four
themes were identified: cognitive memory, convergent thinking, divergent thinking, and evaluative thinking. The ratioof
questions to instructional time in the learning domains was evaluated to determine which level was most intensive. As a
result, questions focus on cognitive memory and convergent thinking; divergent and evaluative thinking is undervalued;
children's abilities in remembering, identifying, deciding, comparing, making connections, summarizing, offering
examples, and interpreting are emphasized. In addition, the level of questions directed to children during and after
instruction was found to vary and not be evenly distributed across learning areas.

Keywords: Social studies textbook, Gallagher and Ashner question classification, secondary school

0z: Arastirmada 5., 6. ve 7. siuf Sosyal Bilgiler ders kitabinda yer alan sorularm Gallagher ve Aschner’in soru
smiflamasina gore degerlendirilmesi yapilmis; sorularin hangi diizeyde olduklar tespit edilmeye galigilmistir. Calismada
dokiiman analizi yapilmus, verilerin analizinde ise betimsel analiz kullanilmistir. Gallagher ve Aschner soru siniflamasina
dayali olarak “alt diizey yakinsak, {ist diizey yakinsak, alt diizey iraksak ve iist diizey iraksak” olmak iizere 4 tema
belirlenmistir. Ogrenme alanlar1 baglaminda ise hangi diizeyin yogunluk gésterdigini tespit etmek amactyla sorularm
derse ayrilan siireye orani tespit edilmistir. Arastirma sonucunda ders kitaplarinda yer alan sorularin alt ve iist diizey
yakinsak alanla smirl kaldigi, alt ve st raksak alana gerektigi kadar 6nem verilmedigi; ¢ocuklarin 6zellikle hatirlama,
tanimlama, belirleme, karsilastirma, iligki kurma, 6zetleme, 6rnek verme, yorumlama becerilerinin 6n planda tutuldugu
belirlenmistir. Ayrica ders siirecinde ve ders sonrasinda ¢ocuklara yoneltilen soru diizeylerinin her 6grenme alaninda
farklilastig1 ve dengeli dagilmadigi goriilmistiir.

Anahtar Kelimeler: Sosyal bilgiler ders kitabi, Gallagher ve Ashner soru siniflamasi, ortaokul

Yiiceer, D. Kiling G. & Coskun Keskin, S. (2024). The assessment of the questions for 5.-7 classroom social studies textbooks in Turkey with
gallagher and aschner's questions classification. Erzincan Universitesi Egitim Fakiiltesi Dergisi, 26(1), 1-12. https://doi.org/10.17556/erziefd.1316446

Introduction

A question is a second-hand, inquiry-based statement that
makes people curious and enables them to think and gain
knowledge through curiosity (Akbulut, 1999). Socrates, who
strives to question assumptions and uncover contradictions
and new information (Corley & Rauscher), uses questions, and
he claims that questions are "a midwife that brings forth ideas
from the mind" (Austin, 1949). Questions are essential for
activating higher order thinking skills and recognizing
children's thinking. In this regard, questions should be
stimulating, arouse the student's curiosity, be in a gradual and
logical sequence, and allow students to identify specific points
(Garlikov, 2006).

Question levels have a special meaning when asking
questions. Question level depends on the complexity of the
cognitive process required to answer a question. The questions
that ask students to repeat what they have learned are easy;
whereas the questions that ask them to think about and justify
what they have learned are difficult (A¢ikgodz, 2014). In this
context, questions are classified based on their cognitive level,
and lower and higher-level questions are classified according
to this cognitive level (Corley & Rauscher, 2013). High-level
questions require students to analyze and interpret the
information and support their answer with evidence, while
low-level questions simply ask students to recall knowledge

they have already received from the teacher (Corley &
Rauscher, 2013; Newman, 1990). The categorization of
questions is done for the following reasons: to ask cognitive
questions at the targeted level, to improve students’ cognitive
level, to ask questions that are logical, consistent, and
interconnected, and to acquire asking questions as a skill
(Biiyiikalan Filiz, 2002).

Researchers to date have created numerous taxonomies
(classifications) related to levels of cognitive learning. The
best known of these is Bloom's Taxonomy, which divides
thinking into six cognitive levels according to the degree of
complexity. Knowledge, comprehension, and application form
the lowest three levels of Bloom's Taxonomy, while analysis,
synthesis, and evaluation form the highest three levels
(Forehand, 2005). Bloom's taxonomy is hierarchical, that is, it
goes from the lowest to the highest level. Accordingly, in the
knowledge phase, knowledge is remembered and recognized.
In the comprehension phase, the knowledge acquired in the
knowledge phase is assimilated, interpreted, and expressed. In
the application phase, the knowledge acquired by the student
is used to solve the problem situation encountered;
generalizations are made, connections are made between
information, results are predicted, and conclusions are drawn.
Information is presented in the context of a cause-effect
relationship; the elements that make up the information are
distinguished and summarized in the analysis phase; the
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original product is presented in the synthesis phase; an event
or situation is criticized; and a judgment is made according to
the criterion in the evaluation phase (Birgin, 2016). In the
1990s, Lorin Anderson, a former student of Bloom, revised the
taxonomy with a team of cognitive psychologists. In the
revision published in 2001, Bloom's six categories were
changed from nouns to verbs. In addition, the knowledge level,
which was originally the lowest level, was changed to
remembering, understanding, synthesising, comprehending,
and creating (Forehand, 2005).

Biggs and Colis (1982) created the Solo taxonomy
(structure of observed learning outcomes) in contrast to
Bloom's classification of cognitive domains. The Solo
taxonomy consists of 5 levels: pre-structural, uni-structural,
multi-structural, relational, and extended abstract. At the pre-
structural level, the student receives the information; no
learning occurs here. At the uni-structural stage, the student
processes the information without going into detail, just
listing, and naming it. At the multi-structural stage, students
approach a situation or event from different aspects, but need
help to make a connection and see the big picture. Students
combine acquired knowledge, analyze it by associating it, and
arrive at synthesis in the relational stage. In the extended
abstraction stage, students generalize acquired knowledge and
apply it to different domains. They can hypothesize and
theorize. In this stage, students reach the level of
metacognition (Keskin, Coskun-Keskin, & Kirtel, 2016).

The subject of the study and another classification model
is the question classification presented by Gallagher and
Aschner in 1963. This classification helps to understand the

levels and types of questions. It helps teachers to select
questions at different cognitive levels to use in the teaching
process (Wiseman & Hunt, 2008). Gallagher and Ashner's
question classification consists of a 5-level model: (1) a
cognitive memory (low-level convergent), (2) High-level
convergent, (3) Low-level divergent, and (4) High-level
divergent (evaluation) (5) Routine (Gallagher & Ashner, 1963;
Liu, 2005; Newton, 2017; Smith & Szymanski, 2013). There
are similarities between the Gallagher and Aschner’s (1963)
question classification model and the taxonomy of Bloom et
al. (1956). Recall is considered the lowest level of thinking in
Bloom and Gallagher & Ashner's taxonomy, whereas
synthesis and evaluation are regarded as the highest.
According to the Gallagher and Ashner model, questions with
only one correct response are convergent and low-level
questions. In contrast, questions with multiple alternative
solutions are high-level questions. The model similarly levels
up convergent and divergent questions as in Bloom's
taxonomy (Smith & Szymanski, 2013). Convergent questions
are simple and factual questions and presuppose knowledge.
They depend on memory of knowledge already learned.
Divergent questions are reflective, explicit, transparent,
conceptual, abstract, and complex. Creativity involves mental
processes such as analysis, synthesis and evaluation, and
problem solving. These two types of questions are essential for
learning. Reflective questions are the extension and
elaboration of low-level questions. Therefore, they are
mutually dependent (Liu, 2005). Gallagher and Aschner's
classification levels of questions are detailed below in Figure
L.

4 R

1)Cognitive memory (low level convergent)

- /

« This is the lowest level, and questions require learners to remember, describe, name,
specify, indicate, and answer yes or no. "Basic question structures include "Who,
what, where, and when."

» Examples of questions at this level are "What is your grandmother's phone
number?", "What were some of the main points of our discussion?", Examples of
questions in this category do not require the learner to connect or relate facts but
rely solely on the mutual response of the teacher and the student. /

~

4 o

2)High level convergent

» Emphasizes describing, defining relationships, summarizing, highlighting the order
of events, contrasting, and comparing. The fundamental question patterns are "why,
why, how, and in what respect.

* "How are dogs and cats similar? Why was the character unhappy at the beginning of

the story?
. /
/ \ * Emphasizes estimation, hypotheses, inference, and reconstruction. Basic question patterns \
include "imagine, suppose, guess, if...then..., how can you accomplish it, design it, what are
some possible outcomes?" Low-level divergent questions allow students to provide various
creative and possible answers.
3)Low-level divergent » "Imagine that the Armada's destruction in 1588 did not result in Spain's defeat, but Spain's
conquest of England. What would the world look like today if this happened? What would you
change if you were the leader of the world? , Examples of this level are "Guess what will
\ / happen now that the baseball team has won the championship." Here, the student removes the
existing reality and reveals the sometimes unthought. /
/ \ « This level of questions emphasizes valuing, defending, judging, and justifying \
decisions. Justify, judge, and defend; what do you think, in your opinion? These
kinds of statements are question patterns about evaluation.
4)High-divergent (Evalaution) » What do you think of Captain Ahab portray in Moby Dick as a hero? , "...imagine
that you are the nation's leader. How would you come up with a strategy to increase
the number of minority first-year students who attend class? Examples of this level
NG ) can be given as an example of this level. /
/
« This category includes routine tasks such as classroom management, structuring
class discussion, and approval or disapproval of an idea (Corley & Rauscher, 2013;
5)Routine Gallagher & Ashner, 1963; Humpries & Ness, 2015; McComas & Abraham, 2004;
Smith & Szymanski, 2013)
.

Figure 1. Gallagher and Aschner's classification levels of questions




The assessment of the questions for 5.-7 classroom social studies textbooks in Turkey...

Asking questions and the growth of higher order thinking
abilities are closely related according to studies by Gallagher
and Aschner (1963). Education should assist children to
develop their cognitive abilities so they can succeed in daily
life. Exercising higher order thinking skills is thereby made
possible. Consequently, students must do more than simply
recall information. Questions must be asked that go beyond
students' basic knowledge assessed on a standardized test to
help them move from simple recall of low-level information to
higher-level evaluation and synthesis (Smith & Szymanski,
2013; Wiseman & Hunt, 2008).

One of the important parts of textbooks is questions. There
are many questions in student textbooks, especially at the end
of chapters and units, and these questions form the basis for
supplemental materials such as workbooks (Armbruster &
Ostertag, 1989). In the secondary social studies textbooks that
are the focus of this study, questions about the different levels
of thinking in each unit and learning area are distributed as
preparation, text, activity, and assessment questions for the
unit. The purpose of the preparation questions is to reveal
students' prior knowledge. Text and activity questions aim to
increase, reinforce, develop, and integrate student interest and
attention.

On the other hand, the unit assessment questions should
allow students to summarize the unit, make connections with
previous units, and organize knowledge in their own way
(Sanl1, 2020). However, in terms of developing students'
cognitive abilities, the questions should be such that they
stimulate high-level thinking, as mentioned above. The study
of Hunkins (1967, 1968), which investigated whether the
variable "question type" was in any way related to student
performance, supports this view. Since the experimental and
control groups of the 6™ grade students in the study were asked
questions that included information, analysis, and evaluation
of the social studies book, the experimental group received
questions that focused on analysis and evaluation. In contrast,
the control group received information-based questions. The
question types were scored according to Bloom's taxonomy. It
was discovered that the experimental group outperformed the
students who responded to knowledge-based questions in a
substantial way (Gall, 1970). In this context, the aspect of
developing student performance and thinking skills is
emphasized. However, it has been discovered in numerous
studies that the study's main focus —social studies
textbooks— does not contain enough questions to encourage
pupils to think critically and build higher order thinking skills,
particularly at the level of knowledge and understanding.
Accordingly, it was determined that the questions in social
studies textbooks are insufficient to develop students' high-
level thinking skills, direct them to research and enable them
to think. It was emphasized that especially questions at the
knowledge and comprehension level were directed to students,
so the types of questions that enable higher-level thinking
should be increased (Cetin, 2016; Demir ve Atasoy, 2018;
Dogan ve Torun, 2018; Mindivanli Akdogan ve Ceylan 2021;
Oran ve Karali, 2019; Sahin, 2012; Sanli, 2020; Tasyiirek,
2016; Uymaz ve Caliskan, 2019). The reevaluation of social
studies textbook questions, which are frequently utilized by
students and teachers as tools, considering their contribution
to students' thinking abilities and the course's purpose of
developing an individual thinking profile, assumes special
significance in this context. This is because questions are an
effective way to encourage children to think and question and

use their higher-order thinking skills. Gallagher and Aschner
(1963), who developed a classification system similar to
Bloom's Taxonomy, demonstrated a relationship between
questions and higher order thinking skills. However, studies
show that the questions asked of children in textbooks are still
at the concept level. Considering all these factors, it is believed
that the study will help textbook writers and educators who use
the curriculum by addressing questions related to thinking
skills in textbooks. The study's main aim is to assess the level
of critical thinking required to answer the questions. In order
to analyze the problems in the Social Studies textbook for the
fifth, sixth, and seventh grades, this classification was taken
into account.

Research Questions

1. According to Gallagher and Aschner's question
classification, what grade level are the questions in
the social studies textbooks for students in the fifth,
sixth, and seventh grades?

2. In the context of the time allocated to learning areas,
how do the questions in the fifth, sixth, and seventh -
grade social studies textbooks, according to
Gallagher and Aschner's question classification?

Method
Model of the Research

Document analysis was used because the questions in the study
came from social studies books, which were also the source of
the analysis. Document analysis involves the analysis of
written material that contains information about the case or
cases being studied. Documents such as diaries, letters,
personal documents, and books can serve as data sources for
the research; materials such as films, photographs, and videos
can also be used as sources. The researcher can obtain the data
he needs without observation and interviewing, thus saving
time and money (Yildirim & Simsek, 2013).

Data Source

The study analyzed all the topics from the learning areas of
“Culture and Heritage, Individual and Society, Science,
Technology and Society, People, Places and Environment,
Active Citizenship, Global Contexts, Production, Distribution
and Consumption”. For this purpose, an easily accessible case
study was used as a sample. In this context, a close and easily
accessible case was preferred in order to speed up the research
and make it feasible (Yildirnm & Simsek, 2013). 5th, 6th and
7th grade textbooks written according to the 2018 social
studies curriculum were used as a source. The authors,
publishing organizations, places of publication, and page
numbers of these books are listed below in relation to the
number of learning areas covered in the book.

5th grade: Harut, Secil Buket (2020), Primary School
Social Studies Textbook, Ata Publishing, Ankara

e Individual and Society (20 pages,)

Culture and Heritage (36 pages)
People, Places and Environments (26 pages)
Science, Technology and Society (20 pages)
Production, Distribution and Consumption (28 pages)
Active Citizenship (18 pages)
Global Connections (20 pages)
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Table 1. Abbreviations for questions in the textbook

Questions during the unit

End-of-unit evaluation questions (UEQ)

Prep Question Text Question Visual Question Multiple Choice Matching Gap-filling (GF)
(PQ) (TQ) (VQ) Question (MCQ) Question (MQ)
Subject Question  Activity Question Research Giving an True-False (TF) Definition
(SQ) (AQ) Question (RQ) Example (GV) Question (DQ)
Research Open-ended Closed Ended
Question (RQ) Question (0Q) Question (CQ)

6th grade: Sahin, Erhan (2020), Primary School Social
Studies Textbook, Anadol Publishing, Ankara.
e Individual and Society (23 pages,)
Culture and Heritage (31 pages)
People, Places and Environments (37 pages)
Science, Technology and Society (23 pages)
Production, Distribution and Consumption (37 pages)
Active Citizenship (26 pages)
e  Global Connections (17 pages)
7th grade: Hikmet, Azer (2020), Primary School Social
Studies Textbook, Ekoyay Publishing, Ankara.
e Individual and Society (21 pages,)
Culture and Heritage (59 pages)
People, Places and Environments (27 pages)
Science, Technology and Society (21 pages)
Production, Distribution and Consumption (27 pages)
Active Citizenship (19 pages)
Global Connections (21 pages)

Data Collection Process and Analysis

The social studies textbook explicitly used during the course
by the social studies teacher, who is also the researcher of the
study and the teacher of the course, was considered because
the textbooks intended as data sources are different for each
grade level. In the data collection phase, the document analysis
was used, and in the analysis, the descriptive analysis was
used. The purpose of the descriptive analysis is to clarify,
summarize, and interpret the data in light of the predetermined
themes. As a result, the dimensions of descriptive analysis
consist of developing a framework for data analysis,
processing the data in accordance with the stated theme
framework, and defining and interpreting the results (Y1ldirim
& Simgek, 2013). The study identified four themes as "low
convergent, high convergent, low divergent, and high
divergent" across these dimensions based on Gallagher and
Aschner's question classification. The questions, the thinking
levels, the page numbers on which the questions are located,
and the thinking level corresponding to each question were
listed on the form created by the researchers within these
themes. The questions were divided into two categories:
during the lesson and at the end of the lesson. Abbreviations
were used for the questions to facilitate analysis.

The table below shows the abbreviations for the questions in
the textbook.

In determining the level of the questions, consideration was
given to whether the answer was given in the text, whether it
was an open or closed question, whether it offered multiple
answer choices, whether it included inferences, and whether it
found a cause-and-effect connection. In the context of the

learning domains, the relationship between the questions and
the time allotted for the lesson was identified to determine
what level of intensity was observed. Because the extent of
learning outcomes in each learning area varies across grades 5,
6, and 7, the extent of learning outcomes in each learning area
varies across grades 5, 6, and 7. For example, the time
allocated to the goals of learning "Individual and Society" and
"Science, Technology, and Society" varies. For the 5th and 7th
grade, the number of instructional hours assigned to 13
learning outcomes in the "Individual and Society" learning
area is 37 for the formel, the number of instructional hours
assigned to 13 learning outcomes in the "Science, Technology,
and Society" learning area is 47 for the latter. The data are
presented in a table, and which question level, grade level, and
learning area is most emphasized is examined. Direct quotes
were used to interpret the question levels. Three researchers
conducted a comparative study of the questions over a three-
month period. As the data consists of publicly accessible
information and a document analysis method were used in the
study, the ethics committee report has yet to be obtained.

Validity and Reliability

In order to increase the reliability of the research, it is
necessary to work with different researchers and confirm the
results obtained. For this purpose, the opinions of 4 experts
were consulted, 3 of whom were in the field of social studies
education and 1 in the field of measurement and evaluation.
The data obtained from the document analysis were
thoroughly documented and communicated to the reader by
the nature of the data in the context of transferability (external
validity). For this reason, direct quotes to the levels of
questions and examples of questions were used in the study.
The data were coded by three researchers, each of whom
checked for consistency (internal reliability). For this purpose,
the consensus/discrepancy principle proposed by Miles and
Huberman (1994) was used because coding reliability needs to
be examined when scoring is done by more than one
researcher. For this reason, researchers first analyze the same
data set and codes independently. Then, the reliability
percentage is determined by numerically comparing the
similarities and differences of the coding. In such studies, the
coding reliability percentage must be at least 70%. (Yildirim
and Simsek, 2013). the correlation coefficient for consensus
among the three researchers [agreement/
(agreement+disagreement) x 100] was calculated as 95%.
Finally, confirmability was ensured by comparing the results
with the raw data. In comparison it was examined which stage
the questions corresponded to in Gallagher and Aschner's
classification; questions on which no consensus could be
reached were also excluded from the scope of the research.
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Table 2. Levels of questions in 5th grade social studies textbooks

Level of Question — > Low level High level Low level High level Total

No Learning domain ¢ convergent convergent divergent divergent

1 Production, Distribution and 8 19 2 2 31
Consumption

2 People, Places and 3 20 2 1 26
Environments

3 Science, Technology and 8 16 1 1 26
Society

4 Global Connections 3 19 3 - 25

5 Individual and Society 3 16 3 1 23

6 Culture and Heritage 6 13 2 - 21

7 Active Citizenship 8 6 4 2 20

Total 39 109 17 7 172

Results

In the study, questions in Sth, 6th, and 7th grade social studies
textbooks were assessed under 4 themes of "low convergent,
high convergent, low divergent, and high divergent" according
to Gallagher and Aschner's question classification. For this
purpose, each question level was tabulated within the learning
areas. The questions in the social studies textbooks for grades
5-7, the questions asked during the lesson, and the questions
used to assess students after the lesson are listed in the tables
under two headings. In addition, an attempt was made to
determine if the questions fell into the learning domains
according to Gallagher and Aschner's question classification.
Below are the results, tables, descriptions, and direct quotes.

Evaluation Of the Questions During the Unit

This was the heading of the questions in the 5th-7th grade
social studies textbook that the teacher was to ask students
during class. These questions consisted of "Activity, Text,
Preparation, Research, Picture, and Topic Questions" The
questions in the learning areas of "Culture and Heritage,
Individual and Society, Science, Technology, and Society,
People, Places, and Environment, Active Citizenship, Global
Connections, Production, Distribution, and Consumption"
were evaluated under the themes of "low-level convergent,
high-level convergent, low-level divergent and high-level
divergent." Tables containing the analysis of these questions
in terms of level are given below.

Table 2 shows that the 5th grade questions were mainly
related to the area of high-level convergent skills (109/172),
followed by questions related to the area of low-level
convergent skills (39/172), low-level divergent skills (17/172),
and high-level divergent skills (7/172). In this context, almost

Table 3. Level of questions in 6th grade social studies textbooks

3/2 of the questions addressed to the students were related to
the convergent domain at high level. Thus, students are mainly
asked questions aimed at explaining an event or situation,
establishing relationships, making comparisons, and
questioning the why, how, and wherefore. The questions
students are least likely to be asked during the course are
divergent high-level questions, including high-level cognitive
questions that focus on student judgment, defense, and
evaluation of a topic. Below are examples of each question
level.

The level of these questions are related low level
convergent. For example;

e “Have schools been canceled due to snowfall?" (Page
98) Activity question (AQ)

e  “Ineed to find out if schools have been canceled due
to snowfall. Where can I find this information?”
(Page 98) Activity question (AQ) (Science,
Technology and Society learning area)

e "How does one explain the harshness of the
Hammurabi Code?" (Page 41) Text Question (TQ)

e  “What do you understand by the concept of culture?”
(Page 49) Preparation question (PQ) (Culture and
Heritage learning area)

The level of these questions are related low level
divergent. For example;

e "How would you answer the question "Why was the
Convention on the Rights of the Child needed?"
(Page 23) (TQ) (Individual and Society learning
area)

e "Ifyou had a time machine like the one below, which
years would you like to travel to? Why?" (Page 34)
(PQ) (Culture and Heritage learning area)

Level of Questions — > Low level High level Low level High level Total

No Learning Domain | convergent convergent divergent divergent

1 People, Places and d 24 22 - - 46
Environments

2 Production, Distribution and 11 24 2 2 39
Consumption

3 Active Citizenship 8 18 - 3 29

4 Culture and Heritage 5 19 1 1 26

5 Individual and Society 5 17 - 4 26

6 Science, Technology and 5 10 3 1 19
Society

7 Global Connections 4 9 2 2 17

Total 62 119 8 13 202
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Table 4. Level of questions in the 7th grade social studies textbooks

Level of Question —p Low level High level Low level High level Total

No Learning Domain  § convergent convergent divergent divergent

1 Culture and Heritage' 25 68 4 5 102

2 Production, Distribution and 17 39 6 6 68
Consumption

3 People, Places and 5 37 3 1 46
Environments

4 Science, Technology and 13 24 4 4 45
Society

5 Global Connections 13 19 8 4 44

6 Individual and Society 3 27 3 5 38

7 Active Citizenship 3 23 2 2 30

Total 79 237 30 27 373

The level of these questions are related high level
divergent. For example;

e "You should also research the Canakkale Folk Song
and evaluate and write this folk song in terms of our
national unity and solidarity." (Page 55) Research
question (RQ) (Culture and Heritage learning
area)

e "[dentify a problem or need that concerns your
community or the whole of humanity and find a
solution according to the steps given." (Page 134)
(RQ) (Production, Distribution and
Consumption learning area)

Table 3 shows that the questions in the 6th grade were
mainly related to the convergent domain at a high level
(119/202), followed by questions related to the convergent
domain at a low level (62/202), the divergent domain at a low
level (13/202), and the divergent domain at a high level
(8/202), respectively. In this context, as in 5th grade, the most
frequently asked questions included making explanations,
establishing relationships, making comparisons, and
questioning the why, how, and wherefore of an event or
situation, which is the high-level convergent domain. The
questions that students were asked the least consisted of low-
level divergent questions in which children gave alternative
answers, made predictions, drew conclusions, generalized,
inferred, and hypothesized the information.

Examples of all question levels are given below.

The level of these questions are related low level
convergent. For example;

e “What should you do when you realize that a product

you bought from the market has expired?" (Page 26)
Preparation question (PQ)

e "Write the absolute position of Canakkale." (Page 89)
Visual question (VQ) Activity question (AQ)
(Individual and Society learning area)

The level of these questions are related high level

convergent. For example;

e “How does the temperature difference in our country
affect people's lives?” (Page 91) Text question (TQ)
Subject question (SQ) (People,  Places and
Environments learning area)

e  “Why isitillegal to print and sell pirated CDs, DVDs
and books?” (Page 145) (TQ)(SQ) (Science,
Technology and Society learning area)

The level of these questions are related low level divergent.

For example;

e "What might be the effects of the widespread use of
3D printers on future life?" (Page 137) (TQ) (SQ)

e "What are the implications of finding water on Mars
for future life?" (Page 137) (SQ) (Science,
Technology and Society learning area)

The level of these questions are related high level
divergent. For example;

e "Evaluate the characteristics of the Arabian Peninsula
in terms of their suitability for Islam." (Page 49) (SQ)
(Culture and Heritage learning area)

e "Do we consciously use the soil, which has an
important role in the survival of all living things?"
(Pagel72) (SQ) (Production, Distribution and
Consumption learning area)

When Table 4 is analyzed, it is seen that questions at the
7th-grade level, as in the 5th and 6th-grade levels, are
primarily related to the high-level convergent domain
(237/373). This question level was followed by questions
about low-level convergent (79/373), low-level divergent
(30/373), and high-level divergent (27/373) domains in
descending order. In this context, questions posed to the
students, as in the 5th and 6th-grade levels, were mainly
related to higher-order convergent domains. They involve
students making explanations and comparisons, establishing
relationships between events or situations, and questioning an
event or situation's why, how, and why. In this context,
questions posed to the students, as in 5th and 6th-grade levels,
mainly were related to the higher-order convergent domain.
They involve students making explanations and comparisons,
establishing relationships between events or situations, and
questioning an event's why, how, and why. The questions
students were asked the least belonged to the low-level and
high-level divergent fields. They consist of lower and high-
level divergent questions requiring children to give alternative
answers, make predictions and conclusions, generalize, make
inferences and assumptions, make choices, and make
judgments.

Examples of all question levels are given below.

The level of these questions are related low level
convergent. For example;

e "How much time do you spend in front of the TV and
on the Internet during the day?" (Page 21) Preparation
question (PQ) (Individual and Society learning
area)
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Table S. The time allocated to the 5th, 6th and 7th grade social studies program and the evaluation of the questions in the unit
process in the books according to the Gallagher and Ashner question classification.

No Learning domain Level of Question
Low level convergent High level convergent Low level divergent High level divergent
Question/ Rate Question/Time Rate Question/ Rate Question/Time Rate
Time Time

1 Individual and 11/38 0,28 60/38 1,57 6/38 0,15 10/38 0,26
Society

2 Culture and Heritage 36/70 0,51 98/70 1,4 6/70 0,08 9/70 0,12

3 People, Places and 32/47 0,70 79/47 1,65 5/47 0,10 2/47 0,04
Environments

4 Science, Technology 26/38 0,68 50/38 1,31 8/38 0,21 6/38 0,15
and Society

5 Production, 36/51 0,70 72/51 1,41 10/51 0,19 10/51 0,19
Distribution and
Consumption

6 Active Citizenship 19/28 0,67 47/28 1,67 6/28 0,21 7/28 0,25

7 Global Connections 20/40 0,5 47/40 1,17 13/40 0,32 6/40 0,15

e "On the map, mark the places where the Kay is first
settled." (Page 37) Visual question (VQ) Subject
question (SQ) (Culture and Heritage learning
area)

The level of these questions are related high level
convergent. For example;

e "What are the contributions of restoration projects to
the relations between the Balkan states and Tiirkiye?"
(Page 42) Text question (TQ) Activity question (AQ)

e "Which of the places shown in the photographs is
more preferable for settlement? Why?" (Page 98)
(PQ) (VQ) (People, Places Environments learning
area)

The level of these questions are related low level
divergent. For example;

e "What developments do you think will occur in the
future in the protection, dissemination and transfer of
knowledge?" (Page 133) (SQ)

e "[fyou were a scientist, in which field would you like
to work? Why?" (Page 137) (SQ) (Science,
Technology and Society learning area)

The level of these questions are related high level
divergent. For example;

e "Which works of the scholars who grew up in the
Turkish-Islamic civilization do you think contributed
more to the process of scientific development?
Discuss." (Page 137) (SQ)XTQ) (Science,
Technology and Society learning area)

e "In the first Turkish states, the wife of the ruler also
attended the assemblies. Evaluate this situation in

terms of democracy and women's rights." (Page 184)
(SQ) (Active Citizenship)

When the time allocated to the 5th-7th grade social studies
program and the questions in the unit process in the books were
evaluated according to Gallagher and Ashner's question
classification, it was seen that the question levels were not
distributed evenly in terms of learning areas. Levels differ in
each learning area. Accordingly, in the learning areas of
"People, Places and Environments" and "Production,
Distribution, and Consumption," questions related to the low-
level convergent domain; in the learning area of "Active
Citizenship," questions related to the high-level convergent
domain; in the learning area of "Global Connections,"
questions related to the lower level divergent domain; in the
learning area of "Individual and Society," questions related to
the high-level divergent domain are concentrated.

Evaluation of End-of-Unit Evaluation Questions

This section focuses on questions in 5th, 6th, and 7th-grade
social studies textbooks that were asked to evaluate the
students after the lesson. These questions consisted of
"multiple choice, matching, fill-in-the-blank, giving examples,
true-false, definition, research, open-ended and closed-ended"
questions. The questions within the learning domains of
"Culture and Heritage, Individual and Society, Science,
Technology and Society, People, Places and Environments,
Active Citizenship, Global Connections, Production,
Distribution, and Consumption" were evaluated within the
framework of the themes of "low-level convergent, high-level
convergent, low-level divergent and high-level divergent."
Table 6 presents the analysis of these questions in terms of
level are given.

Table 6. Levels of end-of-unit questions (formative assessment) in 5th grade social studies textbooks

Level of Question —» Low level High level Low level High level Total
No Learning Domain | convergent convergent divergent divergent

1 People, Places and Environments 13 6 - - 19
2 Science, Technology and Society 11 8 - - 19
3 Individual and Society 10 7 - 1 18
4 Active Citizenship 8 8 - - 16
5 Production, Distribution and 6 9 - - 15

Consumption

6 Culture and Heritage 6 9 - - 15
7 Global Connections 2 9 - 1 11
Total 56 56 - 2 114
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Table 7. Levels of end-unit questions (formative assessment) in 6th grade social studies textbooks

Level of Question —» Low level High level Low level High level Total

No Learning domain convergent convergent divergent divergent

1 Culture and Heritage 63 17 - - 80

2 People, Places and 49 14 - - 63
Environments

3 Global Connections 45 6 1 1 53

4 Science,  Technology  and 38 13 1 - 51
Society

5 Production, Distribution and 35 14 1 - 50
Consumption

6 Active Citizenship 34 10 - 3 47

7 Individual and Society 31 9 3 1 44

Total 295 83 6 5 388

Table 6 shows that the end-of-unit questions at the 5th-
grade level consisted of questions related to the low and high-
level convergent (56/114). While low-level divergent
questions are not asked, high-level divergent questions (2/114)
are either given very little space or no questions at this level
are asked to the students. In this context, the questions asked
to children include recall, definition, determination, yes or no
answers; explaining, relating, and comparing; the why, how,
and why of an event or situation. On the other hand, questions
that involve students giving alternative answers to a question,
making predictions, drawing conclusions, generalizing,
inferring, and hypothesizing, judging, defending, and
evaluating a topic (low-level and high-level divergent) should
be asked more.

Examples of question types that include these question levels
are given below.

The level of these questions are related low level
convergent. For example;

e  “The course has an important place in learning about
our history and culture." (Page 31) Fill in the blank
(FB) (Individual and Society learning area)

e "One of our traditional desserts is............. " (Page
26) (FB) (Culture and Heritage learning area)

The level of these questions are related high level
convergent. For example;

e "Give examples of historical monuments and natural
assets in your city." (Page 59) Giving examples (GE)
(Culture and Heritage learning area)

e "Looking at the physical map of Turkey, Serhat sees
that a region he examines is generally green and
shades of this color.

e According to this, which of the following cannot be
said about the region Serhat examined?" (Page 86)
Multiple choice (MC)

A) It has low elevation.

B) The landforms are simple.

C) It generally has an elevation between 0-500
meters.

D) Plateaus cover a large area. (People, Places and
Environments learning area)

The level of this question is related high level divergent.
For example;

e "What are the contributions of the Social Studies
course to you as an active citizen?" (Page 31) Open-
ended (OE) (Individual and Society learning area

When Table 7 is analyzed, it is seen that the end-of-unit
questions in the 6th-grade social studies textbooks, as in the

Sth-grade level, consist of questions related to the low-level
(295/388) and high-level convergent (83/388) domains.
Therefore, students are mostly asked questions involving
knowledge and recall, followed by questions involving levels
such as comparing, relating, explaining, giving examples, and
interpreting. Within the scope of the learning area, it was
determined that the question levels were unevenly distributed
in each learning area. It was observed that questions related to
the low-level convergent field were asked intensively, and this
ratio was relatively high in the learning area of "Culture and
heritage" (80/388). Examples of question types, including
these question levels, are given below.

The level of these questions are related low level convergent.
For example;

e “Individuals develop behaviors and assume
responsibilities appropriate to their social roles."
(Page 34) True/False Question (TFQ) (Individual
and Society learning area)

e "What is it called to produce agricultural products out
of season by creating suitableconditions?" (Page 194)
Definition Question (DQ) (Production, Distribution
and Consumption learning area)

The level of this question is related high level convergent. For
example;

e  Which of the following forms of government makes
it easier to implement the ideas of national
sovereignty, freedom, and justice? (Page 234)
Multiple Choice Question (MCQ)

A) Republic B) Monarchy C) Oligarchy

D) Theocracy (Active Citizenship learning area)
The level of this question is related low level divergent. For
example;

e "In many areas, scientific and technical
advancements greatly benefit humanity, and over
time, new inventions are created. Find out what
scientific and technological advancements are now
being produced in the following areas, and then write
about how they might affect people's lives in the
future (health, education, transportation, and
communication)." (Page 152) Research Question
(RQ) (Science, Technology and Society learning
area)

The level of this question is related high level divergent. For
example;

e '"State the importance of social cohesion for us."
(Page 37) Open-ended (OE) (Individual Society
learning area)
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Table 8. Levels of end-unit questions (formative assessment) in 7th grade social studies textbooks

Level of Question —» Low level High level Low level High level Total

No Learning domain convergent convergent divergent divergent

1 Science, Technology and 37 9 - - 46
Society

2 Production, Distribution and 31 7 1 - 39
Consumption

3 Culture and Heritage 30 5 - 1 36

4 People, Places and 28 6 - - 34
Environments

5 Global Connections 27 9 1 - 37

6 Active Citizenship 27 5 - 1 33

7 Individual and Society 17 10 - 1 19

Total 197 51 2 3 244

Table 9. The time allocated to the Sth, 6th and 7th grade social studies program and the evaluation of the questions at the end of
the unit in the books according to the Gallagher and Ashner question classification.

No Learning domain

Level of Question

Low level High level convergent Low level divergent High level divergent
convergent
Question/Time  Rate Question/Time Rate Question/Time Rate Question/Time  Rate
1 Individual and 58/38 1,51 26/38 0,68 3/38 0,07 3/38 0,07
Society
2 Culture and Heritage 99/70 1,41 31/70 0,44 0/70 0 1/70 0,01
3 People, Places and 90/47 1,91 26/47 0,55 0/47 0 0/47 0
Environments
4 Science, Technology 86/38 2,26 30/38 0,78 1/38 0,02 0/38 0
and Society
5 Production, 72/51 1,41 30/51 0,58 2/51 0,03 0/51 0
Distribution and
Consumption
6 Active Citizenship 69/28 2,46 23/28 0,82 0/28 0 4/28 0,14
7 Global Connections 74/40 1,85 24/40 0,6 2/40 0,05 2/40 0,05

Table 8 shows that the end-of-unit questions in the 7th-
grade social studies textbooks, as in the Sth and 6th-grade
levels, consisted of questions related to the lower level
(197/244) and high-level convergent domain (51/244). Similar
to the 6th-grade level, the questions are intensively directed to
the students concerning the low-level convergent domain.
Only the students' recall, identification, and determination
levels are measured. There need to be more inquiries about the
low-level (2/244) and high-level (3/244) divergent areas. In
terms of learning areas, it is seen that the question levels are
not evenly distributed in each learning area; this ratio is
relatively high in the learning area of "Science, technology and
society" (46/244). On the other hand, it is revealed that
questions about the low-level convergent domain are asked
intensively, followed by questions about the high-level
convergent domain. Below are examples of question types that
include these question levels.

The level of these questions are related low level
convergent. For example;

e "Communication is the transfer of feelings, thoughts or

information to others through various means." (Page
31) True/False Question (T/F Q) (Individual and
Society learning area)

e "The conquest of the Seigniory of  facilitated the
Ottoman Empire's transition to Rumelia." (Page 93) Fill
in the Blank Question (FBQ) (Culture and Heritage
learning area)

The level of these questions are related high level

convergent. For example;

e What changes has digital technology caused in the
production, distribution and consumption network?"
(Page 179) Closed-Ended Question (CEQ)

e "Choose one of the international organizations of which
Turkey is a member. Briefly explain the work of this
organization." (Page 227) (CEQ) (Global Connections
learning area)

The level of this question is related low level divergent.

For example;

e "What should be a good planning for career choice?
Explain." (Page 179) Open-ended question (OEQ)
(Production, Distribution and Consumption
learning area)

The level of this question is related high level divergent.

For example;

e "What do you think is the most important factor in the
Ottoman Empire becoming an important political
power? Explain." (Page 95) (OEQ) (Culture and
Heritage learning area)

In Table 9, the time allocated to the 5th-7th grade social
studies program and the end-of-unit questions in the books
were evaluated according to Gallagher and Ashner question
classification. As a result, it emerged that the question levels
in the context of learning areas were not distributed evenly and
showed differences. Low-level convergent, high-level
convergent, and high-level divergent question levels were
concentrated in the learning areas of "Active Citizenship," and
low-level divergent question levels were concentrated in the
learning area of "Individual and Society."

When considered generally, it was found that the questions
posed to students in social studies textbooks during the course
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were related to "high-level convergent domain" at each grade
level (5, 6, and 7). Therefore, students' skills such as
"comparing, relating, explaining, transferring, summarizing,
giving examples, and interpreting" are tried to be measured. In
the context of the learning domain, the intensity of question
levels (lower and higher level convergent; lower and higher
level divergent) increased in the following learning domains:
"Global connections" related to the lower-level convergent
domain; "Active citizenship" associated to the higher-level
convergent domain; "Individual and society" related to the
lower level divergent domain; '"People, places and
environments" related to the higher level divergent domain.
Additionally, it was found that students in the fifth grade were
asked a few questions on the low-level divergent field. At the
6th and 7th-grade levels, unlike the 5th grade students needed
to be asked more low-level divergent questions. According to
the end-of-unit evaluation questions, it was determined that
questions related to the low and high convergent domains were
asked at the Sth-grade level. However, at the 6th and 7th-grade
levels, the questions were primarily related to the low-level
convergent domain. In the context of the learning domain, the
intensity of the question level increases in the learning domain
"Global Connections," related to the lower-level convergent
domain; in the learning domain "Active Citizenship," related
to the higher level convergent domain; in the learning domain
"Individual and society" related to the lower level divergent
domain; and in the learning domain "People, places, and
environments" related to the higher level divergent domain.
While questions related to the low and high-level divergent
domains were included in the 6th and 7th-grade levels, it was
observed that no questions related to the low-level divergent
domain were mentioned in the Sth-grade level. During and
after the lesson, it was observed that the question levels
directed to the children differed in each learning domain and
were not distributed evenly. The following can be said: The
questions were limited to the low and high convergent
domains. Low and high divergent domains needed to be given
more importance. Children's remembering, defining,
identifying, comparing, relating, summarizing, giving
examples, and interpreting skills were prioritized.

Discussion

In the study, questions from the Social Studies textbook for the
fifth, sixth, and seventh grades were assessed using Gallagher
and Aschner's question classification, and an attempt was
made to identify the difficulty level of the questions. The
investigation led to the discovery that questions directed to
students during the lesson were mainly related to the high-level
convergent domain, while questions directed to evaluate
students after the lesson primarily was related to the low-level
convergent domain. It was also observed that questions related
to the low and high-level divergent domains needed to be
sufficiently included both during and after the lesson, and few
questions were asked about this domain. Consequently, it has
been found that the questions in the textbook are limited to the
lower and upper convergent domains and that the lower and
upper divergent domains need to be given more importance.
Accordingly, the focus is on children's skills of remembering,
defining, identifying, comparing, relating, summarizing,
giving examples, and interpreting. Research shows that
textbooks tend to emphasize low-level questions. This result
overlaps with the results of Tarman and Kuran (2015).
According to this, they attempted to determine whether and to
what degree the pre-reading and assessment questions in the
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social studies textbooks represent the high-level cognitive
domain skills by taking Bloom's taxonomy into consideration.
They found that social studies textbooks must include more
question types with high cognitive levels. Similarly, Cetin
(2016) also stated in his study that teachers found questions in
the Sth-grade social studies textbook insufficient in terms of
developing students' higher-order thinking skills and directing
them to research. Sahin (2012) stated that the textbook
questions were moderately effective in making students think.
Accordingly, he determined that some textbook questions
were prepared to measure knowledge-level behaviors while
some were prepared to measure high-level behaviors. He
stated that the questions were ineffective in making students
think, directing them to the relevant text, and attracting
students' attention. Sanli (2020) stated that the use of high-
level questions is relatively low in the 4th-7th social studies
textbook. Demir and Atasoy (2018) determined that
measurement and evaluation in the Sth-grade social studies
textbook were carried out with preliminary questions,
questions between texts, and questions in the "I Evaluate
Myself" section at the end of the unit. They discovered that the
questions in the "Evaluating Myself" section generally
consisted of 5 different question types: true-false, fill-in-the-
blank, matching, multiple-choice, and open-ended questions;
however, they emphasized that open-ended questions that
provide high-level thinking should be increased. Goksu and
Tagytirek (2016) stated that the questions in social studies
textbooks are generally at the level of knowledge and
comprehension. According to Dogan and Torun's (2018)
research, the majority of students did not think the first
questions in social studies textbooks were enough for leading
them to conduct further research. Gezer and ilhan (2015)
analyzed the assessment questions according to the SOLO
taxonomy. Accordingly, in the 4th grade, questions primarily
aim to measure the uni structural level (not in-depth). The
number of assessment questions reflecting this level decreases
towards 5th grade. Questions at the ultrastructural, relational
(approaching a situation from different perspectives), and
extended abstract levels (generalizing knowledge, transferring
knowledge to various fields) are more common in Grade 5.
Towards 6th grade, questions on the structural and multi-
structural level decrease, while questions on the relational
construct level increase. In 6th grade, questions on uni-
structural and multi-structural levels decreased; questions on
the relational level increased; extended abstract decreased in
6th-grade assessment questions; in 7th grade, uni-structural
level is high, and the relational level is low in the assessment
questions in the textbook. In his study, Seven (2001) claimed
that all social studies instructors that took part in the research,
especially in the preparation and evaluation questions section
of social studies textbooks, gave more space to the knowledge
level in their textbooks. He stated that they did not include
enough questions that measured different behaviors, such as
application and comprehension. Oran and Karali (2019)
examined the evaluation problems of the 7th-grade middle
school social studies textbook according to Bloom's taxonomy
and stated that the evaluation questions mainly were at the
knowledge level. Ogreten (2017) examined the content of the
4th-grade social studies textbook in terms of gaining the basic
skills in the social studies curriculum and consulted teacher
opinions on this issue. In this context, it was determined that
the questions for evaluating the gains were insufficient in
measurement and evaluation.
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Studies conducted abroad also show similar results to those
in Turkey. Using Bloom's taxonomy, all of the questions in a
part of the fifth-grade social studies textbook were examined
by Davis and Hunkins (1965). They came to the conclusion
that 87% of the questions needed knowledge, while only 9%
required understanding. Alcala (1971) determined the
frequency of questions using Bloom's taxonomy after
analyzing the questions in social studies textbooks for third
and fourth grade. He found out that of 1108 questions, 482
were at the knowledge level, 31 were at the synthesis level,
and 49 were at the evaluation level. About 7,500 questions
from science and social studies textbooks and teacher's helps
for the fourth and fifth grades were examined by Armbruster
and Ostertag in 1989. This research revealed that the textbooks
continued to employ low cognitive-level inquiries that
necessitated little inference. Vanderhook (2020) tried to
determine how the questions in a 10th-grade social studies
textbook were distributed regarding higher-order thinking
skills. This study analyzed 287 questions (test and quiz).
Moreover, no empirical evidence was found for developing
higher-order thinking skills in the textbook. It was found that
only 9.7% of the questions were high-level questions.

In the context of the learning domain, it was determined
that the intensity of the question levels during the lesson
increased in the learning domains of "People, Places, and
Environments" and  Production, Distribution, and
Consumption" concerning the low-level convergent domain;
in the learning domain of "Active citizenship" relating to the
high-level convergent domain; in the learning domain of
"Global Connections" concerning the low-level divergent
domain; and the learning domain of "Individual and Society"
concerning the high-level divergent domain. It was determined
that the intensity of the end-of-lesson question levels increased
concerning low-level convergent, high-level convergent, and
high-level divergent in the learning domain of "Active
citizenship" and concerning low-level divergent in the learning
domain of "Individual and Society." In this context, question
levels directed to children during and after the lesson differed
in each learning domain and were not distributed evenly. Oran
and Karal1 (2019) also analyzed the 7th-grade Social Studies
textbook evaluation questions according to Bloom's
taxonomy. They considered "Individual and Society, Culture
and Heritage, and People, Places, and Environments" learning
areas. They determined that the questions in this learning area
were mainly at the knowledge level.

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

e The questions in social studies textbooks should be
aimed at measuring not only lower-level cognitive
skills but also higher-level cognitive skills, and in this
regard, a balanced distribution of question levels should
be used in each unit.

e Research should be performed in order to ascertain the
cognitive levels at which the questions in social studies
textbooks are presented.
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Abstract: This study was designed as basic interpretive qualitative study and aimed to uncover the opinions of
teachers about the impact of the integration of refugee students in primary, secondary, and high school schools in Rize
into the Turkish education system on the quality of education. 17 teachers and 4 school principals selected according
to the convenience sampling method participated in the study. The findings revealed that the teachers consider the lack
of language skills as the biggest problem that refugee students faced in the education. It was indicated that the lack of
language skills negatively affected academic achievement, and the students isolated themselves from the classroom,
which also caused problems in social cohesion. It is possible to say that students who did not have language problems
stood out in class participation and established good friendships with Turkish students. Teachers emphasized having
difficulty with parents and the main reason for this problem was shown as language deficiencies. The teachers stated
that language-learning of families would increase the success of students and that language-learning courses could be
provided for families.
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07 Temel yorumlayici nitel arastirma olarak tasarlanan bu ¢alismada Rize ilinde bulunan ilkokul, ortaokul ve lise
diizeyindeki okullarda 6grenim géren miilteci 6grencilerin Tiirk egitim sistemine uyumu ve bu siirecin egitim kalitesine
etkisi ile ilgili 6gretmenlerin goriislerinin incelenmesi amaglanmistir. Calismaya uygun 6rnekleme yontemine gore
secilen 17 6gretmen ve 4 okul yoneticisi katilmistir. Arastirma sonuglarina gore 6gretmenler miilteci 6grencilerin
egitim siirecinde karsilastig1 en biiyiik problemin dil eksikligi oldugunu belirtmistir. Dil eksikliginin akademik basarry1
olumsuz etkilemesinin yaninda grencinin kendini siniftan soyutladigini ve bu durumun sosyal uyum konusunda da
sorunlara yol agtig1 ifade edilmistir. Dil problemi yasamayan Ogrencilerin ders katiliminda 6ne ¢iktigini ve Tirk
ogrenciler ile iyi arkadasliklar kurdugunu soylemek miimkiindiir. Ogretmenler zaman zaman velilerle iliskilerinde
sorun yasadiklarint ve bu sorunun temel sebebinin de yine dil eksikliginden kaynaklandigini vurgulamslardir.
Ogretmenler, ailelerin dil 6grenmesinin 6grencilerin bagarisim artiracagmi belirterek ailelere yonelik dil egitiminin

saglanmasi gerektigini belirtmislerdir.

Anahtar Kelimeler: Miilteci 6grenciler, uyum, go¢ ve egitim, egitim politikalari, egitimde kalite

Babayigit, N. & Karsantik, 1. (2024). Quality in education: Integration of refugee students into the Turkish education system. Erzincan University
Journal of Education Faculty. 26(1), 13-24. https://doi.org/10.17556/erziefd.1298109

Introduction

Education, one of the basic human rights, is the most important
key to development in terms of providing opportunities. It
leads to the development of desirable qualities in humans
(Barrett, Chawla-Duggan, Lowe, Nickel, & Ukpo, 2006).
Education is an important guide to adapting to developments
without any obstacles (Dogan, 1999). It develops the skills of
searching for and applying valid arguments in a scientific
context (Osborne, Erduran, Simon, & Monk, 2001). A modern
political community is established through common education
(Waters & Leblanc, 2005). It is necessary to increase the
welfare and happiness of society and to support social and
cultural development. While giving direction to social change,
education is also affected by social change (Senel, 1982).
Political, economic, technological, and social developments
and educational institutions need to restructure over time
(Karaca, 2008). Schools, which are the cornerstone of
education in society, make an effort to adapt to this
development (Nayir, 2013). The development of human
resources through a planned education brings developments in
the field of production and service (Kayadibi, 2001).
Therefore, investing in human resources brings various
responsibilities such as investing in the right time to the right
person in accordance with resource management principles.

The education culture of the society is formed over time.
Education, which should be sensitive to culture, is always in

development (Karagelik & Ata, 2020). The culture, which
varies from society to society, affects even the parenting styles
of families (Akgiin & Bag, 2020). For this reason, the methods
developed in the field of child education should be put forward
by considering cultural differences and new problems should
be avoided (Giines, 2014). A teacher who is sensitive to culture
and considers personal differences can establish quality
relationships with students (Karagelik & Ata, 2020). However,
there are some innate characteristics and personal differences
(Geng, 2016). Considering the innate characteristics of people
and the values of the society they live in; individual differences
can be stated as one of the concepts that forms social identity.
Regardless of their social identity, every student has the right
to receive equal education while adopting the rules and values
of the culture in educational institutions, which is important
for socialization (Ada & Kiiciikali, 2016). Efforts should be
made to raise a physically and mentally healthy young
generation that looks to the future with confidence and to reach
the future of historical and cultural heritage (Geng, 2016).

Immigration and Quality in Education

As a society, the intention of education should be agreed and
an education system that aims to develop people holistically
should be established. Quality in education is the response of
educated people to the expectations of society with certain
knowledge, skills, and behaviors (Balkul & Ersoy, 2018).
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Education quality shapes student behavior and attitudes, paves
the way for dramatic economic gains, and affects the job
market (Hanushek, 2005). Graduates who cannot reach
academic proficiency may cause financial problems, while
also causing society to face poor quality products and services
(Yildiz & Ardig, 1999). Human capital is needed for the
realization of economic growth in a country (Afsar, 2009).
Development of knowledge, skills, and abilities of individuals
is enabled with education, which is necessary for economic
growth (Dogrul, 2009). For this reason, it is possible to reduce
unemployment and poverty in countries by raising the level of
education (Caligkan, Karabacak, & Megik, 2013).

Tolerance and understanding of peace, which are very
important in terms of socialization, are also crucial for a
peaceful and healthy country (Tosun, Yorulmaz, Tekin, &
Yildiz, 2018). People who migrate to different regions or
countries by leaving their lands of birth due to economic,
political, or social problems encounter different cultures,
traditions, and customs. According to the 1951 Geneva
Convention, member states should provide refugee children
with the educational opportunities they apply to their citizens
(Barkin, 2004). Education is used as a tool to ensure the social
adaptation of refugee students. Therefore, countries should
plan for the educational needs necessary for the education of
refugee children within the education system (Borii & Boyaci,
2016). Co-education is essential for the establishment of a
modern political community and schools play a key role
(Waters & Leblanc, 2005). The level of education in the
migrated region affects both the refugee children and the
children in the migrated region (Eres, 2015).

Education is critical for refugee children who have
difficulties in our country (Gencer, 2017). The problems
experienced by these children who are exposed to migration
while adapting to the new situation are also reflected in their
education (Nar & Giindiiz, 2008). For the education of Syrian
children in our country, the 'Project of Supporting the
Integration of Syrian Children into the Turkish Education
System' has been initiated (Cak, Bayrakdar, & Akis, 2021).
The most important aspect of this project is to teach Turkish
language (Ustin & Alimcan, 2021). The difficulties
experienced in understanding the language of the country they
settled in, establishing social relations, and adapting to the
school are observed by the teachers and efforts are made to
solve the problems (Tosun, Yorulmaz, Tekin, & Yildiz, 2018).
In this direction, it is thought that well-equipped teachers
working in public schools and providing support to teachers
will contribute to education. Otherwise, refugee children may
be misled (Sahin, 2020). Preventing refugee students from
being misled should be considered as an opportunity to
overcome social and cultural crises that may be encountered in
the future. The present study aimed to examine the quality of
education in terms of various dimensions in the integration of
refugee students to the Turkish education system. The
perspectives of teachers and school administrators on policy
and practices regarding refugee students in schools and dealing
with the difficulties experienced in educational process with
their reasons were also addressed through the lens of teachers.

Method
Research Design

Due to integration of refugee students into the Turkish
education system was investigated within the scope of quality
in education, qualitative research method was preferred in this
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study. Basically, as an interpretive qualitative study, the study
focused on teachers' perspectives on the academic, social, and
cultural states of and difficulties encountered by refugee students.
Merriam (2002) poses that basic interpretive qualitative study has
several characteristics such as striving to understand participants’
understandings, perspectives or views about a situation or a
phenomenon, having an inductive nature in terms of data analysis
emphasizing common patterns, embracing rich descriptions since
the focus is on how participants make meaning out of a situation
or phenomenon rather than the structure and essence of inner
experiences as it is the case in the phenomenological inquiry. The
researcher is the primary instrument in mediating the meaning in
basic interpretive qualitative study (Merriam, 2002). The primary
goal of the present study was to reveal the perspectives of the
participants about integration process of the refugee students
rather than their experiences, and to uncover common themes
about this process.

Study Group

Convenience sampling method, one of the purposeful sampling
methods was employed to determine the participants actively
working at the time of the research. The reason for preferring
convenience sampling method is that the researchers worked in
province where the research was conducted and were able to
contact with teachers for face-to-face interviews. Participants
consisted of 17 teachers and 4 school administrators teaching at
primary and secondary schools in Rize during the 2022-2023
academic year. The demographic characteristics of the study
group are given in Table 1.

21 participants (14 females and 7 males) took part in the study.
In terms of ages, three were between the ages of 25-35, 10 were
between the ages of 36-45 and eight were between the ages of 46-
55. Three of the participants have master's level education and 18
have undergraduate level education. Six of the participants work
in primary schools, six work in secondary schools, and nine work
in high schools. While 17 of the participants work as teachers,
four of them have administrative duties. Five participants have 5-
10 years of experience, seven participants have 11-20 years of
experience, and nine participants have 21-30 years of experience.
When examined by field of study, six of the participants are
primary school teachers, one is a science teacher, one is an it
teacher, one is a guidance counselor, two are religious culture and
moral knowledge teachers, one is a Turkish language teacher,
three are Arabic teachers, three of them are language teachers,
three are literature teachers, one is history teacher, one is English
language teacher and one is vocational high school teacher.

Data Collection Tool

In the study, semi-structured interview questions were prepared to
collect data. The interview questions were prepared by writing
down the draft questions after reviewing the relevant literature
and consulting two experts working in education administration
and Turkish language teaching fields. Piloting the interview form
applied to a participant contributed to reshaping the draft
questions. As aresult of the pilot interview two probes were added
and one question was reorganized to clarify. Face-to-face
interviews were conducted to examine the views of the
participants on the situation and phenomenon in question.
Participants were asked for demographic information such as
gender, age, education level, school type, title, seniority, and field
of study. Participants’ views on the phenomenon of migration and
refugee education under the title of quality in education were
obtained through the interview questions. Interviews with the
participants were conducted on a voluntary basis. Voices were
recorded during the interviews, the data was stored, and the
recorded data were converted into text to prepare the data for
analysis.
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Table 1. Demographic characteristics of the study group

Gender Age Education level School type Title Seniority Field of study
1 Female 36-45 Ba* Primary school Teacher 11-20 Primary school teacher
2 Female 36-45 Ba Primary school Teacher 11-20 Primary school teacher
3 Male 46-55 Ba Middle school Teacher 21-30 Science teacher
4 Male 36-45 Ba Middle school Vice principal 11-20 IT teacher
5 Female 36-45 Ba Primary school Teacher 11-20 Primary school teacher
6 Female 46-55 Ba Middle school Vice principal 21-30 Guidance counselor
7 Male 36-45 Ba Primary school Teacher 11-20 Primary school teacher
8 Male 46-55 Ma** Middle school Principal 21-30 Zzlclﬁle?us culture and moral knowledge
9 Female 36-45 Ba Middle school Teacher 11-20 Turkish language teacher
10 Female 36-45 Ba High school Teacher 5-10 Arabic language teacher
11 Male 46-55 Ma Primary school Principal 21-30 Primary school teacher
12 Female 25-35 Ma High school Teacher 5-10 Literature teacher
13 Female 25-35 Ba Middle school Teacher 5-10 Zzlclﬁle?us culture and moral knowledge
14 Female 46-55 Ba Primary school Teacher 21-30 Primary school teacher
15 Female 36-45 Ba High school Teacher 21-30 History teacher
16 Male 36-45 Ba High school Teacher 11-20 English language teacher
17 Female 46-55 Ba High school Teacher 21-30 Literature teacher
18 Female 46-55 Ba High school Teacher 21-30 Arabic language teacher
19 Female 36-45 Ba High school Teacher 5-10 Vocational high school teacher
20 Female 25-35 Ba High school Teacher 5-10 Arabic language teacher
21 Male 46-55 Ba High school Teacher 21-30 Literature teacher
*Bachelor’s Degree, **Masters’ Degree
Findings

Data Analysis

Inductive data analysis, one of the characteristics of
interpretive qualitative research (Merriam, 2002), was
conducted by the researchers who are the primary instrument
to interpret the meaning the participants created (Merriam,
2002). More specifically, content analysis was preferred in
which themes were reached by using the data, coded under the
categories, and the findings were interpreted (Cohen, Manion
& Morrison, 2007). Firstly, draft themes were obtained out of
the data collected through voice recordings. Then, the draft
themes were revised. The themes were obtained inductively by
establishing a relationship between the codes. The codes were
associated and combined under a common concept. Then,
basic categories were determined using the axis coding
method. MAXQDA 11 software was used to analyze the data.
The data of the participants are reported with their code names
(P1, P2, etc.).

Validity and Reliability

For qualitative research, validity means conveying the
researched subject as close to reality as possible (Cho & Trent,
2006, p. 319). In this context, it was ensured that the current
research findings were conveyed by using direct quotations
obtained from the participants. Guba (1981) used the concepts
of plausibility and transferability instead of validity and
consistency and confirmability instead of reliability for
qualitative research. In this study, convenience sampling was
used and a detailed description of both the participants and
research process and results to ensure transferability, data were
analyzed by two researchers for consistency and expert
opinion was taken for confirmability.

Ethical Approval and Process

Each participant was informed about the purpose of the study,
the confidentiality of personal information, and their rights in
the study process. The data obtained will not be used for
purposes other than the present study. Interview records and
transcripts of the records are kept confidential.

In this section, the findings on the phenomenon of migration
and the integration of refugee students into the Turkish
education system at the point of ensuring quality in education
are presented within the framework of the opinions and
experiences of teachers and school administrators. The
findings obtained in the current study were presented in a
hierarchical structure consisting of themes, sub-themes, and
codes. Themes, sub-themes, and codes of the research, which
examines the quality of education in the integration of refugee
students into the Turkish education system, were obtained
based on the induction method. The findings were supported
by direct quotations from the participants.

Policy and Practices

Within the scope of the answers given to the interview questions
directed to the participants, the theme of policy and practices was
created, and the sub-themes and codes related to the theme are
shown in Table 2.

Table 2 showed the policy and practices, policies and practices
related to society, and policy and practices in education sub-
themes. Regarding the sub-theme of policies and practices related
to society, the codes of living in a different region, lack of studies
on policy and practices, unawareness of the policies, support for
policies, attitude of the society, general status of the country,
integration of refugees into society, peaceful country codes were
obtained. On the other hand, in the sub-theme of policies and
practices in education, the codes of cooperation, solution for the
lack of materials, continuity of coeducation, seminars for
teachers, improvement efforts, and language education were
obtained.

The opinions of the participants on the sub-theme of policies
and practices related to society, obtained from the research, are as
follows:

I think that there is no household or person left that the

government cannot reach. Our government is

extremely self-sacrificing in this regard, and it shows
this in numbers. The European Union promised to send

us help in the care of refugees. They sent 10% - 15%

but did not send the rest, and despite this, when we look

at the figures, around four million dollars were spent.

But as | said, this should not be seen as an expense,

because these are now our brothers and sisters. (P13)
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Table 2. Sub-themes and codes related to the theme of policies and practices.

Theme Sub-themes Codes
° » Living in a different region
5 »  Lack of studies on policy or practices
L »  Unawareness of the policies
&8 > rihe p
2 IR > Support for policies
2 8 8 § > Attitude of society
S S5 > General status of the country
Q © » Integration of refugees into society
ie] o
S > Peaceful country
> - »  Partnership
= = E S > Solution for lack of material
& g 8= > Continuity of co-education
283 > Seminar for teachers
£a® » Improvement effort
» Language education

They also need to be registered. There is an
uncontrolled migration. For example, they come to
Tiirkiye. They come to the city they want to live in. This
also needs to be blocked. We want a conscious and
controlled distribution. We have such students who
have not come to school for a year. Because there is no
job. They have to go wherever their father finds a job.

We have the registration, but we cannot reach the

parent. Unfortunately, there is such a lack of control. |

demand that this be prevented. (P19)

The opinions of the participants on the policy and practices
in education sub-theme obtained from the research are as
follows:

To learn Turkish, there must be education again.

Maybe there can be courses opened by Public

Education Centers for parents, in school conditions.

There may be chat courses there. These courses may

not necessarily be like teaching “A” letter but aim to

bring them into society. They may even be particularly
attracted to a craft course. (P8)

Turkish proficiency courses were also opened at

primary and secondary school levels. | want these

courses to continue. For example, recently, an eighth-
grade student came and did not know any Turkish, and

I was calling and communicating with another Syrian

student. Since there is no such program, | placed him

in any eighth-grade class. There will be a certain
period until he learns Turkish and how much will he be
able to learn on his own? After that, he will begin to
study. Currently, the education he received without
learning Turkish is very limited. This issue could have

been resolved faster this way and 1 think it should go

with that and get resolved faster this way. (P3)

Within the scope of the answers given to the interview
questions directed to the participants, the theme of undesirable
behaviors was created, and the sub-themes and codes related
to the theme are shown in Table 3.

Table 3 demonstrated the sub-themes of the education
dimension and the social dimension related to the theme of
undesirable behaviors of the participants. The codes of
undesirable behaviors and lack of education related to the sub-
theme of the education dimension were revealed. In the social
dimension sub-theme, the codes of those not having any bad
behavior, personal problems, the effect of culture and religion,
war, communication problems, family, and adaptation
problem were obtained.

The opinions of the participants on the education
dimension sub-theme obtained from the research are as
follows:

In this way, we have a very problematic refugee

student. He resists a lot about dressing, does not listen

to the lesson, is interested in something different in the

lesson, or sleeps. (P8)

Second, let's say the kids made a problem. In this case,

the control of the families is very good, and the problem

does not continue. We cannot rule out this problem in

Turkish children. The same behavior continues, and the

family takes ownership. | don't know, maybe this is

because they live as refugees in another country, but
there the problem goes away. Unfortunately, it

continues in the child who comes from a place with a

low socio-cultural level. He is already convincing his

own family in his language. (P19)

Table 3. Sub-themes and codes regarding the undesirable behaviors theme

Theme Sub-Themes Codes
§5

» =3 > Undesirable behaviors
8 = > Lack of education
S S £
g 0o
>y c > Not having any bad behavior
—_ o
=] ‘5 > Personal problems
= é > The influence of culture and religion
S = > War
5 T »  Communication problem

8 »  Family

@ >  Compatibility problem
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Table 4. Sub-themes and codes related to the course tools theme

Theme Sub-theme Codes
@
g »  Solutions to the material problem
2 I > No lack of material
28 =
&
5
8 5 » No resources required
g >  Arabic materials
o

The opinions of the participants on the social dimension
sub-theme obtained from the research are as follows:

I have never had such a problem with my other refugee
students. One of our students has just arrived and does
not speak Turkish very well. It's not negative behavior,
but we just can't adapt to the lesson because he doesn't
understand us. He drops out of class because he doesn't
understand. | can't say that this is a negative behavior
either. (P8)

I have not witnessed any undesirable behavior on

behalf of my class. The children that I and my friends

work with are also very well brought up on a moral

point of view. That's why we didn't have such a

problem. (P14)

Within the scope of the answers given to the interview
questions directed to the participants, the theme of course tools
were created. Table 4 shows sub-themes and codes related to
the created theme.

Table 4 displayed the sub-themes of materials and
resources related to the theme of course tools of the
participants. The codes for the solutions to the material
problem related to the sub-theme of materials and the absence
of material deficiency have been reached. In the sub-theme of
resources, the codes for the non-obligatory resources and
Arabic materials were obtained.

The opinions of the participants on the sub-theme of materials
obtained from the research are as follows:

We do not have any problems due to the branch, but let's
say that there are materials that must be taken in courses
such as technology design. There, too, the economy comes
into play. There is a problem because the financial
situation of those who come here is troubled. But somehow
the teachers help them knowing their situation. Sometimes
the teacher is helped by communicating with the
shopkeepers. Sometimes, the problem is solved by
contacting the administration. So again, it's up to the
public. (P2)

We have visual cards, we can express. Or | use the smart

board too much. The child understands because there is

quite a visual on the smart board. We have a chess course

at school. We think you understand chess too. His teacher

is also very agreeable. | don't have any difficulty in getting

other resources, his father gets the resources. (P7)

The opinions of the participants on the sub-theme of sources
obtained from the research are as follows:

While | was teaching them Turkish voluntarily, | sought a

resource on how to teach Turkish to a foreign student and

no one helped me. | heard that someone from the

university was teaching Syrians. | don't know him, but |

told someone who knows him. Finally, I searched and
found a book. (P15)

We do not take any other resources other than textbooks.

This is not mandatory and is optional. In this exam system,

where the child has difficulty understanding Turkish, we

do not demand that they carry the question whether they

can take a source or not. Since it is not compulsory,

teachers continue their education regardless of resources.

(P3)

Within the scope of the answers given to the interview
questions directed to the participants, the theme of the teaching
process was created. Table 5 shows sub-themes and codes related
to the theme created.

Table 5 showed the sub-themes of the participants’ attitude
towards the course and academic achievement related to the
teaching process theme. The codes of in-class behaviors,
compliance with the course, and the opinions of school
administrators related to the sub-theme of attitude towards the
course were reached. In the sub-theme of academic success,
participation in the Arabic course and the effect of the language
barrier to participation codes emerged.

The opinions of the participants about the attitude towards the
lesson sub-theme obtained from the research are as follows:

As | said, there is no problem for those who come to
Tiirkiye beforehand, they can express themselves. I have
female students in 7th grade. They raise their hands,
attend class, make jokes, laugh, and have good
communication with their friends. But those who have
come to Tiirkiye for the last two years are also having
difficulties. When 1 ask, they cannot pronounce,
understand, comprehend, or give us feedback. This is how
trouble arises. (P2)

Table 5. Sub-themes and codes related to the teaching process theme

Theme Sub-Theme Codes

. § 8 = > In-class behaviors

g E gé’, 2 > Adaptation to the lesson

S 8 = > School administrators' opinion

(=2

= —

= € 9 T .

§ g3 »  Participation in Arabic class

[ ;:3 2 »  Effect of language barrier to participation
o
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Table 6. Sub-themes and codes related to the integration of refugee students

Theme Sub-theme Codes
® =5 > Current integration status
S 5% »  The influence of culture on the integration process
= 38 > Perspectives
% % £ > Cultural conflict
5 S o = »  Learning and adaptation problems in the environment
s ° = > Previous learning
g 35 >  Compatible students
= b 2 »  Teacher attitude in integration
- » _Integration of parents

It is very difficult at first; they do not participate and

are only in the role of listeners. After a certain period

of time, as their understanding and interpretation of

Turkish improve, they can adopt a different attitude and

attend the lesson. A little more like this; When the

teacher asks a question, they can answer. They can put
themselves in the background during the lesson. (P3)

The opinions of the participants regarding the academic
achievement sub-theme obtained from the research are as
follows:

And since | am an Arabic teacher, | do not have a

problem with the children, | get along in every way.

More often, they contact me, they come to me when

something happens, or when the parents come, we get
help from the guidance service. (P6)
Because they have a weak interest in the lesson, they

fail the exams. Class participation is not at the desired

level. (P1)

Within the scope of the answers given to the interview
questions directed to the participants, the theme of integration
of refugee students was created. Table 6 shows sub-themes and
codes related to the theme created.

Table 6 displayed the sub-themes of cultural integration
and academic integration related to the theme of integration of
refugee students. The current integration status, the effect of
culture on the integration process, perspectives, and cultural
conflict codes related to the sub-theme of cultural integration
were obtained. In the sub-theme of academic integration, the
codes of learning and adaptation problems in the environment,
previous learning, compatible students, teacher attitude in
integration, and parents' integration were obtained.

The views of the participants on the sub-theme of cultural
integration obtained from the research are as follows:

Integration has not been achieved in any way. I look at

this situation from a human and emotional perspective.

The situation of the children in my school is very dire
in this regard. | do not think that we are in a planned
and programmed, problem-solving action. Maybe it's

somewhere else and that's what | think because |
haven't seen it. (P15)

The children of the families who came early studied
here, progressed a lot, and socialized. The malicious
ones are always a nuisance, and they are ubiquitous.
But we see that those who have been trained here are
healthier. The integration of those who came here as
young men was more difficult. We see that the
integration of those who are in the field, that is, in
working life, is better. But of course, the integration of
those who wander around and remain uninterested
becomes more difficult and slower. The compatibility of
these people is a problem. (P21)

The opinions of the participants on the academic
integration sub-theme obtained from the research are as
follows:

We were training in difficult conditions. You are
educating Turkish children. You are trying to teach
Syrian children as well. Because after all, they are also
our students, but it requires a lot of effort. (P14)

Their integration is very good. | do not observe that our
student is having a lot of problems. Since | am the
principal of the school, | cannot see all the students, but
sometimes when | meet that student, | do not see that he
is having a problem. But | don't know how it works with
him or with his friends. (P17)

When | enter the classroom, | call out by name; There
is absolutely no stereotyped judiciary like the Syrian.
there is no discrimination in any way, and | don't think
any of my friends look at it that way either. I can even
say that it is positive discrimination. We, as teachers,
try to integrate them. There may be language problems
in some courses, but we are happy with their effort,
dedication, and determination to struggle. We can also
be positive. (P13)

Within the scope of the answers given to the interview
questions directed to the participants, the language barrier
theme of refugee students was created. Table 7 shows sub-

themes and codes related to the theme created.

Table 7. Sub-themes and codes related to the language barrier theme of refugee students

Theme Sub-theme Codes
° »  Turkish at home and in the family
S &2 » Interaction with Turkish
3 E §> 8 > Turkish courses
53 S35 > Turkish education
PR » The necessity of language education
fe)) [«5)
55 .
2y 2 »  Experience in Tiirkiye
S= 5 > Those who do not know
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Table 8. Sub-themes and codes related to quality in education

Theme Sub-theme Codes
4
2 >
2T 3
v = ..
23 8 > No negativity
==&
= © T ©
> @©
2 o
IS
S
3 o .
= 22 = > Readiness
= O H
B =232 » Decreased quality
— L
®©
>
(@4
L
S = > Interaction with different cultures
DO - .
c 5 » Language deficiency
3%

Table 7 displayed the participants' language education and
other sub-themes related to the theme of integration of refugee
students. The codes of Turkish at home and in the family,
interaction with Turkish, Turkish courses, Turkish education,
and the necessity of language education related to the sub-
theme of language education were obtained. In the other sub-
theme, the codes of those who have no experience and
knowledge of Tiirkiye were obtained.

The opinions of the participants on the sub-theme of
language education obtained from the research are as follows:
| say to the family that you will speak Turkish at home,
you need to learn it too. Families need to be open and
willing to this situation. Afterward, a seminar and
training can be given. But it will be learned on the job.
That's why they need to be more involved in society.

(P4)

The best environment in which a language can be

learned is the laboratory where the language is found.

Refugee students can learn the language in their

classroom and school environment. If the Turks abroad

learn a foreign language in a short time in the places

where they are, it is necessary for them to learn a

foreign language in this environment. Learning takes

place in the natural environment of the language by
establishing a dialogue with the students. (P1)

Otherwise, these students should normally be offered a

separate Turkish course. It can be opened in schools,

under the Ministry of National Education, Directorates

of National Education or Public Education Centers.

Because such a course should be opened for

newcomers and those who do not speak Turkish at all.

(P2)

The opinions of the participants on the other sub-theme
obtained from the research are as follows:

But some ten-year-olds were born in Tiirkiye. They

have transcended most things and are at ease and have

adapted to the culture. If there is an interruption now,

if it is over, those who come will somehow adapt. But

every time he comes, the wheel starts to turn again and

that's when trouble arises. (P2)

Within the scope of the answers given to the interview
questions directed to the participants, the theme of quality in
education was obtained from the data. Table 8 shows sub-
themes and codes related to the created theme.
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Table 8 showed the sub-themes of not adversely affecting
the quality of education, inability to provide quality, and
language education related to the theme of quality in
education. The code of no negativity related to the sub-theme
of not adversely affecting quality was obtained. In the sub-
theme of not providing quality, readiness, and quality
reduction codes were reached. In the sub-theme of language
education, the codes of interaction with different cultures and
language deficiency were obtained.

The opinions of the participants on the sub-theme of not
adversely affecting the quality obtained from the research are
as follows:

It is necessary to distinguish between the quality of our
education system. Because my two Syrian students in
the eleventh grade are among the most successful
students in the class. Since they have been here for a
long time, they also have a high level of language
proficiency in Turkish and I cannot say that they have
reduced our education quality because their perception
level is also very high. Since | am a vocational course
teacher for other students, | think they have the
infrastructure and | cannot say that they have reduced
our education quality. However, | cannot say that they
have increased the quality and | try to keep them at the
class level, and we do not have any problems. (P8)

The opinions of the participants on the sub-theme of not
providing the quality obtained from the research are as
follows:

I am speaking for my student whose class | am teaching,
and | am also a primary class teacher. He's a
hardworking student, he studies very well, and he only
has three weak points. It's not in very bad condition
either. Although he does not have a high level of
proficiency in Turkish. They've been here for 7-9 years
and haven't had any problems and seem to have
adapted very well. (P16)

They negatively affect our education system; | cannot

say that they are integrated. We have a lot of discipline

problems in this regard. Their academic success is not

at the desired level. We have exceptional students who

have been successful. But success should not be

overstated. (P1)

The opinions of the participants on the sub-theme of
language education obtained from the research are as follows:
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Since they have problems with the language, we have a

little more difficulty with them rather than the benefit.

We have difficulties in lecturing and comprehending

what is being told. (P2)

When they see students with a slightly different

structure in terms of quality, the children want to learn

a foreign language. English is taught in our country,

but since these students come from Syria, there is a

tendency towards the Arabic language. (P20)

When the findings of the research are examined, it is seen
that the quality of education is affected by various factors in
the integration of refugee students into the Turkish education
system. It is seen that the prominent ones among these factors
are education policies, socialization, attitudes of internal and
external stakeholders regarding education, course materials,
economic situation, teaching process, language, and readiness.

Conclusion, Discussion, and Recommendations

This study aimed to reveal the perspectives of teachers and
school administrators about the integration of refugee students
at primary and secondary school levels into the Turkish
Education system with regard to the quality of education.
While investigating the positive and negative effects of
refugee children on the education system in terms of their
individual development and adaptation to social activities, the
experiences in this process were revealed. As a result of
interviews with participants, it was observed that the current
integration status of refugee students differed according to
school levels. The results within the scope of the research were
discussed and suggestions were provided.

Findings from the interviews primarily revealed current
policies and practices regarding the education of refugee
students. It is possible to state that no consensus on policies
and practices related to society. It is argued that with the
support of policies, many practices have been implemented in
our country for refugees such as financial aid. On the one hand,
it is stated that this aid should not be seen as an expense upon
supporting the financial aid. Similarly, in the literature, it is
thought that these students should be given scholarships (Nayir
& Cetin, 2019). Contrary to these views, it is stated that too
many refugees are allowed to enter the country and that
refugees harm the country's economy (Ozdemir & Oner
Ozkan, 2016). It is evident in the current study that there is no
order in immigration and this uncontrolled lack of control
causes many problems such as attendance according to
participants’ views. Basar, Akan and Cift¢i (2018) note that
not taking any action against these students due to a lack of
legal legislation causes student absenteeism and there are
problems in assessment and evaluation. Similarly, it is
concluded that the frequent relocation of refugee students
negatively affects the education process, and teachers and
school administrators are unprepared for these students
(Akdeniz, 2018). While the reason for this might be the large
number of classrooms and the effort to develop a program, it
is also thought that teachers may be afraid of taking extra
responsibility. On the other hand, increasing the duties and
responsibilities of teachers negatively affects the teaching
process in schools (Erdem, 2017).

Considering the opinions about policies and practices in
education in the current study, language barrier was considered
as a critical problem. Teachers expect courses to be opened for
both refugee students and refugee families to solve the
language problem. It is possible to say that a refugee student
with a language problem is deprived of education by remaining
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passive in the lessons. For this reason, the necessity of Turkish
courses in the regions where refugee children are present has
been emphasized (Yenen & Ulucan, 2020). In addition, it was
stated that refugee families should be involved in society and
attend courses within their knowledge and skills. The
perpetuation of language problems makes it very difficult for
refugee families who have to leave their own countries to
establish a social bridge with the society they live in (Akinci,
Nergiz & Gedik, 2015). In this context, it is evident that the
findings of the current study are in congruent with the findings
of the related studies in literature.

In the current study, the theme of undesirable behaviors
was divided into two sub-themes as the educational dimension
and the social dimension. In the education dimension, some of
the participants stated that they were faced with a problem
student, while other participants stated that they did not have
any problems with refugee students, and in case of such a
problem, refugee families were interested in solving the
problem. When compared to refugee students, the problems
created by Turkish students could not be solved for much
longer. It is evident that environmental and social differences,
educational infrastructure, and equipment of refugee families
cause some undesirable behaviors in the classroom (Delen,
2019). While some of these behaviors are listed as
disobedience, lack of attention, and aggression, it is stated that
the majority of parents have a positive attitude toward
education (Ozoru¢ & Sigirtmag, 2022). Teachers and school
administrators are needed to solve the undesirable behaviors
of some refugee students who are excluded by their peers,
witness the death of their relatives, or have family problems
(Karaaga¢ & Giiveng, 2019). It can be stated that there are
behavioral differences among refugee students, and these
differences are directly related to socioeconomic status, moral
problems, and family interests. However, there are also
undesirable behaviors in the social dimension. Refugee
students experience difficulties while learning prosocial
behaviors and distinguishing the appropriate environment for
this behavior (Giilliice, 2020). Refugee students who cannot
adapt to the school culture are also students who occasionally
resort to violence, speak inappropriately, or damage school
items (Sarter, 2020). Similar to the literature, it is possible to
say that there are teachers who encounter students with
problem behaviors and that those students continue their
education under the supervision of counseling teachers. It is
expected that school psychological counselors, who have to
make a serious effort to create a healthy school culture, will
break this negative perception (Kagnici, 2017). There might
also be Turkish students who cause some refugee boys to
exhibit undesirable behaviors, so environmental factors might
be quite effective in the emergence of these behaviors.
However, it is possible to say that there are also teachers who
do not face any problems in the social field apart from the
language problem. Participants stated that morally well-
educated refugee children did not engage in any undesirable
behavior at school and in the classroom. The reason for this
result may arise from the characteristic of refugee students. It
is possible to say that some refugee students are shy and
introverted (Yurdakul & Tok, 2018).

It is possible to say that some teachers did not demand
materials as it is not compulsory to buy materials or resources,
no need for extra material in some branches, or using visual
cards and smart boards instead of materials. It is known that
teachers, school administrations, or shopkeepers provide
support to students who are unable to buy materials due to
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financial problems when requested. On the other hand, some
refugee families might be in a position to meet the material
cost. It was stated that teachers who were trying to solve the
language problem between themselves and refugee students
sought to obtain resources for learning Arabic, but they could
not find such a resource with their efforts. According to
equality of opportunity, which is one of the basic principles of
Turkish National Education, all opportunities offered in
education should be delivered to every child (Keskinkili¢ Kara
& Sentiirk Tiysiizer, 2017). For this reason, all opportunities
offered by the Ministry of National Education are used equally
for every student. However, it was stated that the necessary
training, material, and technical support could not be provided
to the teachers who made great efforts to meet the needs of
refugee students (Roxas, 2010). It is known that refugee
families generally have low economic status and live in
crowded houses while working population is low (Ertus,
2017). For this reason, any resource requested by teachers
causes refugee parents to find themselves in a financially
difficult situation.

Another dimension compared in the study is related to the
teaching process. Considering the attitude of refugee students
toward the course, it is evident that there are significant
differences between students who were born in Tiirkiye or who
have been in Tiirkiye since a young age and those who entered
Tiirkiye at a later age. It is known that students who have come
to Tiirkiye in recent years have problems with communication
and participation in the course, as well as teachers who state
that the interest in the course is good in former students and
that these students do not have any problems in expressing
themselves. When the literature is examined, it is stated that
refugee students, who feel like students for the first time and
realize that their visibility has increased, gain self-confidence
over time and try to take the floor in the lessons and participate
in the interaction in the classroom (Yilmaz & Giinel, 2022). It
is also possible to say that the language problem should be
eliminated for participation in the course. For this reason,
teachers state that refugee students should go through a
language education before being included in the education
system (Tosun, Yorulmaz, Tekin, & Yildiz, 2018). Refugee
students, who are more active in Arabic lessons compared to
other lessons, try to solve their problems in social life,
especially by communicating with their Arabic teachers.
Similarly, refugee students are stated to be more successful in
Arabic and memorization-based courses compared to other
courses (Tunga, Engin, & Cagiltay, 2020).

When the participants were asked about the integration
level of refugee students, which is one of the most important
aims of the study, some participants stated that integration was
not achieved in any way and there was no problem-solving
action. Children born or raised in Turkish culture might be
more inclined to adapt and make progress in their education. It
has been observed that people who came to Tiirkiye at a young
age have language problems and cultural conflicts. However,
the participants stated that the integration of students who were
not open to change and uninterested was very difficult. The
related research show that students who have difficulty in the
cultural adaptation process experience culture shock (Zavalsiz
& Giindag, 2017). In this context, it is stated that Syrian
families need more support to learn the sociocultural status of
their new country (Martzoukou & Burnett, 2018). While it is
necessary to develop policies for the integration of refugees to
ensure social order, it can be stated that the first condition for
the solution to this problem is language courses (Cetin, 2016).
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It was stated that refugee students did not have a clear
knowledge of the level of integration, but there was no
problem with adaptation in general. Contrary to our findings,
there are also studies indicating that refugee students have a
problem with integration with Turkish students and there is an
alignment among themselves (Sarier, 2020). The participants
stated that there were situations where positive discrimination
as opposed to negative discrimination was experienced by
refugee students and that they made a great effort to integrate
those students. In cases where the adaptation problem
continues, it is possible to say that this situation is usually
caused by the language barrier. Because language-related
issues bring problems with adaptation (Ozeng & Saat, 2019).
Opinions on language teaching related to the integration of
refugee students were also obtained in the study. Refugee
children need to be in Turkish-speaking environments to learn
Turkish. Arabic is often spoken at home for refugee students
who struggle to communicate in Turkish at school. The
Arabic-speaking of refugee parents not only negatively affects
their social life, but also complicates their children's education
life. Refugees need to learn Turkish to establish healthy social
relations, take an active part in social life, and achieve
academic success (Akdeniz, 2018). When related studies are
examined, it is evident that refugees generally have a positive
attitude towards Turkish (Akkaya, 2013). People who are
willing to learn Turkish or who have to learn Turkish might
have achieved this to a large extent. The refugees who speak
Turkish are observed to be less exposed to social exclusion and
that especially those who have a profession are a value to our
country (Topgiil, 2016). Unlike our findings, it is stated that
serious progress has been made in the education of refugees in
Tiirkiye, and a holistic approach including long-term solutions
and social policy support is needed (Yaylaci, Serpil, &
Yaylaci, 2017). Policies to be regulated should be put forward
in line with the concepts of equality and rights.

When the sub-dimensions related to the theme of quality in
education are examined, it is revealed that the current language
knowledge of refugees affects the quality. The language
deficiencies of refugees are regarded as the most fundamental
problem by teachers (Erdem, 2017). It is stated that teachers
who think that refugee students affect the quality of education
negatively, experience a lot of discipline problems in this
regard, and language problem also affects academic success.
However, with the presence of students with different
language levels in the classroom, it is observed that teachers
cannot achieve the desired efficiency (Boylu & Pinar, 2019).
When the language problem is resolved, problems in terms of
the quality in education might disappear. Teachers who could
not adequately establish a dialogue with Syrian students state
that these children should be introduced to Turkish before
starting primary school (Kogoglu & Yelken, 2018). In some
studies, with a similar subject, it is emphasized that supporting
refugee students and families and providing a culture-based
education are very important for the development of language
(Avc, 2019). This is because the parents' inability to speak and
understand Turkish and the cultural exclusion negatively
affect the communication between the school and the parents
(Basar, Akan, & Ciftci, 2018).

The participants of the study generally expressed that
refugee students born or raised in Tiirkiye had fewer problems
in adapting to language and culture. Students who have been
living in Tiirkiye for a long time are observed to be generally
active in the classroom, successful in the lessons, and have a
very high level of perception. It is thought that refugees trying



N. Babayigit & 1. Karsantik / Erzincan Universitesi Egitim Fakiiltesi Dergisi, 26(1)

to integrate into society have a significant impact on increasing
the quality of education (Dolapci, 2020). It is possible to say
that those students do not reduce the quality of education, but
they do not have a positive effect on the quality. Moreover, it
is stated that Turkish students are willing to learn a new
language, as they have friends who speak Arabic. People who
have a positive attitude towards refugees do not distinguish
themselves (Palaz, Cepni & Kilcan, 2019). It is evident that
teachers who have refugee students in their classes are more
successful in communication and adaptation, which is a
requirement of inclusive education (Terzi, Gogen & Altun,
2019).

In general, it is evident that the main problem of refugee
students in our country is language deficiency. There is a
consensus that language deficiency negatively affects school
success. However, it is possible to say that as a result of
cultural and moral differences, there is a problem with
adaptation to school and conflicts may arise with Turkish
students. In line with these emerging problems, teachers
sometimes face difficulties, and they make a great effort to
overcome those difficulties. The needs have been determined
to increase the policies implemented to ensure the integration
of refugee students and to carry out strict supervision on
implementation. It is thought that parents will contribute to the
education of their children by emphasizing that they should be
involved in society and have responsibility rather than being
supported by aids.

Suggestions for new arrangements and the content of the
policies implemented were involved in the current study.
Undesirable behaviors and academic failures of refugee
students, and ways to take a more active part in the teaching
process to cope with negative emotions can be investigated in
future studies. In the interviews, it was concluded that some
students were integrated, while some students had significant
problems with adaptation. New studies can be carried out to
reveal the differences by making a comparison between the
students who are integrated and those who cannot be
integrated. In terms of suggestions for practice, teachers
should be informed and guided regarding the political
decisions taken for refugee students. Parent training programs
should be designed for the families of refugee students and the
adaptation problem should be resolved more smoothly.
Intensive Turkish language training programs should be
provided to overcome the language barrier. To prevent cultural
conflict and facilitate the adaptation process, policy makers
need to consider the orientation process in detail.
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Makale Bilgileri Abstract: This study sought to investigate foreign language (L2) writing anxiety of Turkish students learning English

as a foreign language (EFL) by focusing on the L2 writing anxiety levels; the prevailing types, perceived causes and
effects of L2 writing anxiety; and the strategies that students employed to alleviate L2 writing anxiety. The study adopted
a convergent parallel mixed-methods design consisting of a quantitative survey and qualitative open-ended interviews
with the students studying at English Language and Literature undergraduate program at a state university in Tiirkiye. A
total of 138 students responded to the questionnaire and eight volunteers among them were interviewed face to face. The
survey data were analysed through descriptive and inferential statistics while interview records were analysed through
thematic analysis. The findings converged on the point that the students displayed high levels of L2 writing anxiety and
that time constraints and assessment orientation were the prominent factors leading to anxiety. The students’ L2 writing
anxiety varied significantly across perceived L2 proficiency levels, demonstrating higher-level anxiety for the students
reporting themselves as less proficient L2 users. Based on the interview reports, the student-perceived causes and effects
of writing anxiety as well as the factors and relieving strategies were identified. Finally, recommendations for more
effective strategies for alleviating English language learners’ L2 writing anxiety were discussed.
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O0z: Bu caligma, Ingilizceyi yabanci dil olarak dgrenen Tiirk 6grencilerin yabanci dilde yazma kaygi diizeylerini, yaygin
yazma kaygis tiirlerini, algilanan kaygi nedenleri ve etkileri ile birlikte 6grencilerin bu kaygiyla bas etme stratejilerini
aragtirmay1 amaglanistir. Aragtirmada, Tiirkiye'deki bir devlet iiniversitesinin Ingiliz Dili ve Edebiyati lisans

programinda 6grenim goren 6grencilerle yapilan bir anket ve bir agik uclu goriismeye dayanan paralel karma yontemler
deseni benimsenmistir. Ankete toplam 138 6grenci katilmis, bu dgrenciler arasindan goniillii olan sekiz 6grenci ile yiiz
yiize goriismeler yapilmistir. Anket yoluyla elde edilen arastirma verileri betimleyici ve ¢ikarimsal istatistiklerle, goriigme
kayitlar1 ise tematik analizle ¢oziimlenmistir. Bulgular, 6grencilerin yiiksek diizeyde yabanci dilde yazma kaygisi
sergiledikleri ve zaman kisitlamasi ile degerlendirme odakli olmanin kaygiya neden olan faktorlerin basinda geldigi
noktasinda birlesmistir. Yazma kaygisi, algilanan Ingilizce yeterlilik diizeylerine gére degiskenlik gostermis, kendilerini
daha az yetkin olarak degerlendiren Ogrencilerde daha yiiksek diizeyde kaygi oldugu bulunmustur. Goriisme
raporlarindan hareketle 6grenciler agisindan yazma kaygisinin nedenleri, etkileri ve kaygiyr hafifleten faktérler ve
stratejiler belirlenmistir. Son olarak, Ingilizce dgrenenlerin yabanci dilde yazma kaygisini hafifletmeye yénelik daha
etkili stratejilere dair 6neriler tartigilmugtir.
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Introduction anxiety among language learners was initially approached as
task- or domain-specific, which encompassed all language
skill areas. Later, even though all language skill-anxieties have
been accepted as the facets of L2 anxiety, it has been
commonly argued that anxiety operates differently for each
skill area, and that the anxieties of discrete skills should be
addressed independently (Pae, 2013).

Writing anxiety, which can be observed in the forms of
negative and hypercritical self-evaluations and comparisons
(Han & Hiver, 2018), is recognized as a skill-specific state
anxiety which is independent of, yet related to L2 anxiety
(Cheng, 2004b; Cheng et al., 1999; Pae, 2013). In one of the
earliest studies related to writing anxiety, it was found to be
negatively correlated with the students’ willingness to write
and attend advance-level writing courses, resulting in
worrying about being evaluated by others, being distracted,
and even avoiding the writing task (Daly & Miller, 1975).
Cheng (2004b) conceptualized writing anxiety into three
constructs: cognitive anxiety, somatic anxiety and avoidance
behaviour. The mental conditions where writers are
preoccupied with negative assumptions about the effectiveness
of their performance and about the perceptions of others are

With its complex and multifaceted nature (Hyland, 2016),
writing requires cognitive and emotional engagement (Cheng,
2002; Li, 2022). Effective writing is possible not only with
cognitive skills and linguistic and rhetorical knowledge, but
also with effective coordination of all these resources, which
ascribes an important role to affective factors (Kormos, 2012).
Hence, an intricate interaction has been recognized between
emotion, cognition and written communication, urging
second/foreign language (L2) writing research to become a
discipline of its own, linked to the area of cognitive
psychology, since the 1970s (Cheng, 2004a). Recent years
have witnessed increased scholarly interest in emotional
factors affecting academic writing performances of students in
particularly higher education (Li, 2022; Zhang & Zhang,
2022). One of these factors, anxiety, has been acknowledged
to have an inhibitory effect on language learning and can be
inherently observed in most language classrooms (Han &
Hiver, 2018; Horwitz et al., 1986).

Researchers have reached a consensus on the unfavourable
effects of anxiety on language skill performance (Heidarzadi
et al., 2022; Pae, 2013). Acknowledged as L2 anxiety, the
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the results of cognitive anxiety. Somatic anxiety manifests in
physiological facets of anxiety including faster heart beats,
higher nervousness and/or an upset stomach. Lastly, avoidance
behaviour is the behavioural reflection of anxiety referring to
avoiding the act of writing.

In arelatively recent review on the causes and effects of L2
writing anxiety and the approaches to reduce it, it was reported
that anxiety had both facilitating and debilitating effects on L2
learning; however, studies proving the debilitating effects
were in the majority (ilhan & Tutkun, 2020). The
aforementioned conceptualization of Cheng (2004b) and the
potential negative outcomes of L2 writing anxiety led to a
burgeoning interest in and accumulated research in the context
of teaching and learning English as a foreign language (EFL).
The present study aims to add to the relevant literature by
elucidating this construct with a multifocal approach in a local
context of EFL writing in Tirkiye.

Literature Review

It is observed that the L2 writing anxiety construct has been
commonly researched descriptively either regarding its
intensity, types and/or causes, or in terms of its correlation
with some other constructs.

The Association of L2 Writing Anxiety with Various
Constructs

Self-efficacy has been one of the constructs tested for its
possible correlation with writing anxiety in many studies.
Woodrow (2011), for instance, determined writing anxiety as
a strongly negative predictor of self-efficacy, and a
relationship was observed between anxiety and writing
performance mediated by self-efficacy beliefs. In a similar
vein, Kirmizi and Kirmizi (2015) provided results displaying
a strong negative correlation of writing self-efficacy with
writing anxiety. In two recent studies, Li (2022) and
Heidarzadi et al. (2022) reported that students’ writing self-
efficacy was in a negative correlation with their writing
anxiety. It is well-documented with the results of these studies
that self-efficacy and L2 writing anxiety are strongly
correlated.

Other correlational studies have focused on the association
between L2 writing anxiety and various other constructs and
factors associated with L2 writing. For example, Zabihi et al.
(2018) explored the differential role of writing anxiety in EFL
learners’ narrative and argumentative writing performances
with regard to the measures of accuracy, fluency and
complexity. The results revealed a significant negative
association between the sub-constructs of writing anxiety and
all three measures in both types of writing. Sabti et al. (2019)
conducted research on the relationships between two
dimensions of L2 writing anxiety, namely facilitating and
debilitating anxiety, and the constructs of writing goal
orientation. Their results demonstrated positive relationships
between mastery- and performance-approach goals and
facilitating writing anxiety, and a negative relationship
between a combination of debilitating writing anxiety and
performance-avoidance goal, and the factors of mastery- and
performance-approach goal and facilitating writing anxiety.
Also, Tahmoureshi and Papi (2021) studied another
motivation-related learner characteristic, namely L2 writing
future-self, and the results indicated that the ought-to L2
writing self, which refers to a self-perception of writing
performance which matches the expectations of significant
others (Jang & Lee, 2019), was a positive predictor of writing
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anxiety and that L2 writing anxiety was a negative predictor of
L2 writing achievement. Lastly, Zhang and Zhang (2022)
attempted to determine the mediating role of anxiety in the
relationship between academic procrastination and L2 writing
performance and found that writing anxiety escalated the
negative effect of procrastination on L2 writing performance.
These studies demonstrate that writing anxiety is a construct
with intricate relations with a wide range of other factors in
effective L2 writing.

L2 Writing Anxiety and Writing Strategy Use

There has also been a recent interest in the association between
L2 writing anxiety and writing strategy use. To illustrate,
Abolhasani et al. (2022) investigated the effects of L2 writing
anxiety on graph writing (a type of writing activity in which
students are required to interpret the visual information from a
graph) performance of university students and their writing
strategies, and their results showed that writing anxiety was a
negative predictor of L2 writing performance and strategy use.
Bailey and Almusharraf (2022) also addressed L2 writing
anxiety in terms of its relation to L2 writing strategies. Among
the four writing strategies of planning, monitoring, reviewing
and translating, a significantly positive correlation was
identified between translation strategies and L2 writing
anxiety.

Descriptive Studies on L2 Writing Anxiety

Previous studies also involves descriptive approaches to L2
writing anxiety in different cultural contexts. To exemplify,
Zerey (2013) marked average-to-high levels of writing anxiety
among Turkish pre-service EFL teachers, and determined
language difficulties, concerns over negative evaluation,
limited self-confidence and unfavourable past experiences as
the perceived causes of L2 writing anxiety. In another study
from Tirkiye, Geng and Yayli (2019) reported average-to-high
levels of L2 writing anxiety, higher anxiety during exams; and
topic selection, time constraints, generating supporting ideas
and a lack of effective feedback as factors related to increased
anxiety. In a recently-published work, Keyvanoglu and
Atmaca (2023) noted high levels of L2 writing anxiety
predicted by student gender and L2 proficiency. In a different
cultural context, Mulyono et al. (2020) examined Indonesian
EFL students’ writing anxiety and demonstrated that all the
participant students displayed writing anxiety, most
commonly avoidance behaviour at a moderate level, and the
variables of gender and education level did not affect the
students’ writing anxiety. With a similar focus, Rabadi and
Rabadi (2020) indicated a high level of anxiety among
Jordanian EFL students, with cognitive anxiety being the
dominant type, and the causes of writing anxiety involved
linguistic challenges, inadequate writing practice, low writing
self-confidence and test anxiety. As the final and a rather
current example, Quvanch and Na (2022) revealed a moderate
level of writing anxiety for Afghan EFL students, no
significant differences in the anxiety levels across genders and
years of study, and significant differences across L2
proficiency. They also identified leading anxiety causes as
linguistics incompetence, followed by time constraints, a
perfectionist approach, and the fear of negative teacher
evaluation. To summarize, these descriptive research results
illustrate that there is a tendency of medium-to-high L2 writing
anxiety for EFL learners in different contexts; the effect of
student characteristics such as gender or education level on the
L2 writing anxiety varies across studies; and that some
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linguistic, social and individual factors emerge as the causes
of anxiety.

The above-mentioned literature providing valuable data on
mostly the adverse and debilitating influence of anxiety on L2
students’ writing ability appears to involve abundant research,
yet further studies are still needed for several reasons. First, the
relevant research demonstrates a prevailing tendency towards
quantitative methodology, drawing predominantly on
descriptive or correlational data (Heiderzadi et al., 2022;
Keyvanoglu & Atmaca, 2023; Kirmizt & Kirmizi, 2015; Li,
2022; Mulyono et al., 2020; Quvanch & Na, 2022; Sabti et al.,
2019; Woodrow, 2011). Qualitative and mixed-method
studies, which may contribute to a more profound
understanding of this skill-specific and highly personalized
type of anxiety, are relatively few (Gen¢ & Yayl, 2019;
Rabadi & Rabadi, 2020). Second, the contextual factors and
individual differences among the experiencers of anxiety
necessitate replicating research in different settings to reach a
full-range framework to describe L2 writing anxiety. In
Tiirkiye, the students at the English-major departments in state
universities established in the past two decades suffer from low
levels of L2 skill proficiencies (Altinmakas & Bayyurt, 2019;
Kamagak et al., 2021). Writing is usually the most challenging
and complex area for these students since it is the most-ignored
skill in prior levels of education (Altinmakas & Bayyurt,
2019), whereas it is one of the most necessarily demanded
academic skills in their university departments (Altay, 2010).
The emotional reactions of these students to this
incompatibility remain unresolved and attract critical
attention. To this end, the present study aimed to understand
the L2 writing anxiety of a group of Turkish university
students majoring in English Language and Literature in
multiple aspects. The research sought to answer the following
research questions:

1. What are the L2 writing anxiety levels and anxiety
types of the participating Turkish EFL students?

2. To what extent do the differences across genders,
years of study, and perceived L2 proficiencies affect
the participating students’ L2 writing anxiety?

3. What are the participating students’ perceptions
regarding the causes and effects of their L2 writing
anxiety?

4. What are the strategies employed by the participants
to cope with L2 writing anxiety?

Method

Research Design

The present research was designed as a convergent parallel
mixed-methods study drawing on both qualitative and
quantitative data sources with the aim of obtaining a thorough
perspective on the subject. In this approach, the qualitative and
quantitative data are collected and analysed separately, and the
results are compared or related in the interpretation phase
(Creswell, 2014). Using multiple datasets enabled
methodological triangulation in the study, contributing to its
overall credibility.

Research Sample

The participants of the study were a group of students studying
at English Language and Literature Department at a state
university in Tirkiye in the 2021-2022 academic year. The
preparatory-year students, the freshmen and the sophomores
took part in the study as they actively practiced essay writing

27

in their courses. Total population sampling, which is a
sampling method where all members of a target group are
involved in a study (Etikan et al., 2016), was followed, and 138
students took part in the quantitative survey phase of the study,
and eight students who volunteered by providing their contact
information on the questionnaire sheets attended the
interviews. Of these eight interviewees, seven were female
students while one was a male student, and regarding their year
of study, four of them were sophomores, two freshmen and
two preparatory-year students. The students’ gender, study
year at the department and perceptions on their L2 proficiency
were determined as the independent factors to be tested in
terms of their effects on the students’ responses to the
questionnaire survey. Demographic information about the
students responding to the questionnaire is provided in Table
1 below.

Table 1. Information about the survey participants

Variable n %
Gender
Male 33 23.9
Female 105 76.1
Year of Study
Prep. 56 40.6
Freshmen 52 37.7
Sophomores 30 21.7
Perceived Proficiency
Low 20 14.5
Intermediate 102 73.9
High 15 10.9
No response 1 0.7
Total 138 100

As Table 1 displays, the female students were in the
majority (76.1 %) among the participants. As for the year of
study, the group with the highest frequency was preparatory-
year students (40.6 %), followed by the freshmen (37.7 %) and
sophomores (21.7 %), respectively. Regarding the perceived
L2 proficiency, 14.5 % of the students perceived themselves
as low-proficiency learners, while 73.9 % and 109 %
perceived themselves as medium-, intermediate- and high-
proficiency L2 learners, respectively.

Data Collection Tools and Procedure

The quantitative research data were collected via a
questionnaire survey form consisting of two parts: The
personal information part inquiring about participant
characteristics was determined to provide the learner variables
of the study, and the Turkish version of the Second Language
Writing Anxiety Inventory (SLWAI) of Cheng (2004b)
adapted by Ates (2013) was used. The original scale was
utilized in the majority of studies investigating L2 writing
anxiety. The Likert-type scale is composed of 22 5-point
response items. Cheng determined three subscales in the
SCWALI: cognitive anxiety (8 items), somatic anxiety (7 items)
and avoidance behaviour (7 items). Seven items on the scale
(items 1, 4, 7, 17, 18, 21, and 22) are negatively worded, and
therefore, reverse scoring is required before statistical
analyses. The reliability and validity of both the original and
translated versions were tested (Ates, 2013; Cheng, 2004b).
The Cronbach’s alpha correlation coefficient of the scale was
found to be 0.82 for the present study.

The qualitative data collection was fulfilled via an open-
ended interview form comprising six questions. The researcher
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designed the interview questions based on a review of relevant
literature (Atay & Kurt, 2006; Gen¢ & Yayli, 2019). The
interview questions basically interrogated the students’
perceptions about the sources of L2 writing anxiety. More
specifically the questions inquired personal, interpersonal and
physical factors; the effects of anxiety on writing performance;
the circumstances in which anxiety increased or decreased;
personal strategies for coping with anxiety; and finally,
suggested teacher and peer behaviours to alleviate anxiety.
The ethical approval for the present study was granted by Igdir
University Scientific Research and Publication Ethics
Committee on 11.05.2022 with the document number E-
37077861-900-67266. Once the ethical committee approval
was granted, the questionnaires and interviews were
administered face-to-face within one week at the end of the
2021-2022 spring semester. The students volunteering to
participate in the interviews were contacted via phone, and the
interview dates were scheduled based on the availability of
both the researcher and the students. The interviews, which
took approximately 15 minutes, were carried out face-to-face
and voice-recorded in the office of the researcher. The
interview sessions were held in Turkish language for better
self-expression. The researcher identified the category and
theme titles directly in English and only translated the sample
extracts.

Data Analysis

The student responses to the questionnaire were transferred
into IBM SPSS Statistics (Version 27). Descriptive statistics
were used to obtain the mean, standard deviation, minimum
and maximum values for the variables of the study.
Furthermore, in order to find out whether the student responses
to each item varied across independent variables, inferential
statistics of Independent Samples t-test and One-way Analysis
of Variance (ANOVA) were applied. As for qualitative data
analysis, the interview voice-records were transcribed by the
researcher and the student responses were subjected to
thematic analysis, where codes, categories and themes were
determined after the researcher read and reread the
transcriptions to achieve a deeper understanding of the
meanings in the utterances (Braun & Clarke, 2006). The
researcher went through the manual coding process twice and
compared the extracted codes. A deductive approach was

Table 3. Descriptive statistics of cognitive anxiety items

adopted during the thematic analysis. In deductive thematic
analysis, the researchers identify the themes based on their
theoretical or analytical scholarly interests, and explicitly
focus on certain aspects of the data rather than allowing themes
with little relation to the research questions to emerge (Braun
& Clarke, 2006). In the present study, the third research
question constituted the basic frameworks for the
determination of the categories and themes.

Findings
Quantitative Findings

The students’ L2 writing anxiety was measured by their
responses to a total of 22 items in the SLWAI, and the mean
values were interpreted according to the following
categorization (Zheng, 2011):

Total score < 50 = low anxiety

50 < Total score < 60 = moderate anxiety

60 < total score = high anxiety

The mean value (M), standard deviation (SD), minimum
(Min.), and maximum (Max.) values for the overall SLWAI
are provided in Table 2 below. The mean value was found to
be 67.55, indicating that the students in the study felt a high
level of L2 writing anxiety.

Table 2. Descriptive values of the SLWAI
Scale N M SD Min. Max.
SLWAI 138 67.55 13.74 29 106

The values for items subsumed under each L2 writing
category in the SLWAI were also calculated. Table 3 presents
the results for the cognitive anxiety items on the scale.

As clear from Table 3, the two items with the highest mean
scores in the category of cognitive anxiety were item 9 (M =
3.90) and item 3 (M = 3.56), both of which indicated that the
students had worries when their performances were assessed.
The item with the lowest mean score was item number 14 (M
= 2.79), which showed that the students were not as worried
about being humiliated by peers due to their writing
performance.

Somatic anxiety was another anxiety type found in the
SLWAI. The values for the items related to this sub-construct
are displayed in Table 4 below.

Item N M SD Min. Max.
1.While writing in English, | am not nervous at all. 138 3.15 1.26

3.While writing English compositions, | feel worried and uneasy if 138 356 136

| know they will be evaluated.

Zi:]gros.not worry that my English compositions are a lot worse than 138 315 153

9.If_my English composition is to be evaluated, | would worry about 138 3.90 134

getting a very poor grade.

14.1 am gfra!d that the pther students would deride my English 138 279 1.48 1 5
composition if they read it.

17.1 (_jo not worry at all about what other people would think of my 138 3.05 141

English compositions.

20.1 am afr_ald (_)f my English composition being chosen as a sample 138 312 1.40

for discussion in class.

21.1 am not afraid at all that my English compositions would be 138 312 137

rated as very poor.
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Table 4. Descriptive statistics of somatic anxiety items

Item N M SD Min. Max.
2.1 feel_my heart p(_)undmg when | write English compositions 138 344 147
under time constraint.
6.My m_|r}d often goes blank when | start to work on an English 138 336 147
composition.
8." tremble or perspire when | write English compositions under 138 315 145
time pressure.
11.My thpughts becqme Jumbled_ when | write English 138 364 135 1 5
compositions under time constraint.
13.1 oft_en feel panic when | write English compositions under time 138 347 138
constraint.
15.1 fregz_e up when unexpectedly asked to write English 138 331 130
compositions.
19.1 gsually feel_my whole body rigid and tense when | write 138 2 88 142
English compositions.
Table 5. Descriptive statistics of avoidance behaviour items
Item N M SD Min. Max.
4.1 often choose to write down my thoughts in English. 138 3.18 111
5.1 usually do my best to avoid writing English compositions. 138 2.45 1.33
10.1 do my best to avoid situations in which | have to write in English. 138 2.49 1.28
12.Un|e§§ I have no choice, | would not use English to write 138 2 40 134
compositions. 1 5
16.1 Wo_u_ld do my best to excuse myself if asked to write English 138 547 115
compositions.
18.1 usually seek every possible chance to write English compositions
outside of class. 138 2.86 131
22 Whenever possible, | would use English to write compositions. 138 2.61 1.24

As depicted in Table 4, the highest mean values in this
category were observed for item 11 (M = 3.64) and item 13 (M
= 3.47), both indicating the anxiety caused by time constraints,
while the lowest score was observed for item 19 (M = 2.88),
which implied that strong psychosomatic disorders due to
writing anxiety were not common among the students.

The final sub-construct of L2 writing anxiety, according to
the SLWALI, was avoidance behaviour. Table 5 illustrates the
statistical values for each item in this category.

It could be inferred from Table 5 that the category of
avoidance behaviour had the lowest mean scores when
compared to the other two constructs of writing anxiety. The
items with the highest mean values in this part were item 4 (M
=3.18) and item 18 (M = 2.86), two reverse-coded items,
which implied that the students avoided extracurricular writing
activities. The items with the lowest mean values were item 12
(M =2.40) and item 5 (M = 2.45), both of which were related
to the avoidance of composition writing. The students
reportedly did not avoid writing when required as a curricular
task.

Table 6. T-test results for the SLWAI and gender relationship

Three learner variables (gender, study year at the
department, and perceived L2 proficiency level) were
determined as factors to be tested for their relation to L2
writing anxiety and its sub-constructs. The independent
samples t-test analysis results for gender are provided in Table
6 below.

According to Levene’s test for equality of variances, no
significant differences existed between the variances of each
gender group (F = 0.042; p > 0.05), enabling a statistical
comparison despite the unequal group numbers. As
demonstrated in Table 6, student responses did not
significantly differ across the gender variable for either the
overall L2 writing anxiety construct or its sub-constructs. (p >
0.05).

The second independent variable in the research was the
students’ year of study. Preparatory-year students, freshmen
and sophomores were the participant groups. Their scores were
compared via one-way ANOVA test, and the results are given
in Table 7 below.

Gender n M SD t p

SLWAI Female 105 3.10 0.61
Perceptions Male 33 2.96 0.64 1.149 0.253

Cognitive Female 105 3.25 0.67
anxiety Male 33 3.17 0.77 0625 0533

Somatic anxiety Female 105 3.36 0.98
0.856 0.394

Male 33 3.18 1.14

Avoidance Female 105 2.62 0.75
behaviour Male 33 2.66 0.74 240 0811

29
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Table 7. Results for the SLWAI and year of study relationship

Year n M SD F p
SLWAI Prep. 56 3.04 0.61
Perceptions Freshmen 52 3.04 0.66 0.372 0.690
Sophomores 30 3.15 0.57
Cognitive Prep. 56 3.21 0.69
anxiety Freshmen 52 3.20 0.75 0.361 0.698
Sophomores 30 3.33 0.60
Somatic anxiety Prep. 56 3.46 1.09
Freshmen 52 3.19 1.02 0.962 0.385
Sophomores 30 3.26 0.89
Avoidance Prep. 56 2.45 0.59
behaviour Freshmen 52 2.71 0.85 3.322 0.039*
Sophomores 30 2.85 0.76
*p <0.05
Table 8. Results for the SLWAI and perceived L2 proficiency relationship
Level n M SD F p
SLWAI Low 20 341 0.58
Perceptions Intermediate 102 3.05 0.60 5.276 0.006**
High 15 2.75 0.64
Cognitive anxiety Low 20 3.57 0.56
Intermediate 102 3.22 0.69 4.279 0.016*
High 15 2.90 0.75
Somatic anxiety Low 20 3.77 0.92
Intermediate 102 3.31 1.01 3.808 0.025*
High 15 3.84 0.97
Avoidance Low 20 2.87 0.69
behaviour Intermediate 102 2.60 0.76 1.260 0.287
High 15 2.51 0.73

**p < 0.01; *p < 0.05

The findings depicted in Table 7 showed that the year of
study did not significantly influence student responses to the
SLWAI (p > .05). As for the sub-dimensions, avoidance
behaviour was the only factor in a statistically meaningful
relationship with the variable of the year of study (p < 0.05).
The sophomores had the highest mean value in this sub-scale,
followed by the freshmen and preparatory year students,
respectively.

Lastly, the students’ perceptions about their L2 writing
anxiety were tested across L2 proficiency groups. The one-
way ANOVA test results are presented in Table 8.

According to the results given in Table 8, student responses
to the SLWAI and the sub-constructs of cognitive anxiety and
somatic anxiety differed significantly across their perceived
levels of L2 proficiency (p < 0.01 and p < 0.05, respectively).
The students perceiving themselves as higher-level L2 learners
had lower anxiety, and those with the perception of lower
proficiency had higher writing anxiety. In other words, the
students’ reported L2 writing anxiety reduced with increasing
L2 proficiency perceptions.

Qualitative Findings

The study sought to make an in-depth exploration of L2
writing anxiety and with multiple aspects, therefore relied on
student interviews inquiring about the underlying causes of
EFL students’ L2 writing anxiety, the effects of the anxiety on
their performance, the personal strategies the students
practiced to cope with the L2 writing anxiety in addition to
their suggestions for appropriate teacher and peer behaviours
to reduce anxiety. As a result of the aforementioned thematic
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analysis procedure, three major themes were determined:
causes of anxiety, effects of anxiety and ways of coping with
anxiety.

Causes of L2 Writing Anxiety

The categories and subsumed codes for the causes of anxiety
theme are displayed in Table 9 below. The causes of anxiety
were divided into the categories of L2- and domain-related
concerns, personal factors, interpersonal factors and external
factors.

As shown in Table 9, the difficulties the students
confronted during writing practices due to the inadequacy of
their L2 competence and their domain-specific concerns were
listed in the first category. Insufficient knowledge of content,
language (particularly vocabulary, grammar, and syntax),
essay organization, style, genre, and finally, writing about
unfamiliar topics were among the major causes of L2 writing
anxiety. Some students also reported fear of writing (S3), and
anxiety due to the lack of prior writing experience while one
student (S4) stated she had anxiety about losing cohesion while
writing.

S1 felt concerned about both content and language as she
wrote. She said:

“I cannot write when I have insufficient knowledge, both
about content and topic. Let’s say I would like to write
about climate change. | can only write 50-70 words, no
more. (...) I always write grammatically incorrect and
incomplete sentences. | feel unhappy when my sentences do
not make sense. And then | feel anxiety about whether | will
make it or not.”
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Table 9. Codes and categories of the theme “causes of L2 writing anxiety”

Emerging

theme Emerging categories

Codes/keywords

Insufficient content knowledge
Insufficient L2 proficiency

Essay components and organization
Lack of prior writing experience

L2- and domain-related  Poor cohesion
concerns

Fear of writing

Writing style and unfamiliarity with genre

Writing about unfamiliar/disliked topics

Sense of inefficacy/inadequacy
Thinking too much and too deeply

Personal factors

Causes of

Age and responsibilities
Perfectionist approach
Grade-focused approach

anxiety

Comparison with peers

Classmates’ reluctance to participate and collaborate
Peer pressure and competition

Peer derision
Interpersonal factors

Classmates’ anxiety
Working with others

Strict grading and hypercritical teachers
Feedback in exam weeks

Crowded, noisy and uncomfortable environments
In-class feedback sessions

External factors . )
Time constraints

In-class writing

S2 also had worries about her content knowledge, besides
effective essay organization and correct use of essay
components. She reported:

“I feel anxiety when I do not have enough knowledge about

the topic | am supposed to write about. When | have

satisfactory knowledge, | can write about that topic. But
this time, I ask, ‘Is this what my instructor expects? Does
it have an introduction? Does it include a thesis statement?

Is it the heart of the matter?’ All these thoughts give me

anxiety.”

Insufficient L2 proficiency lead students to worry about
meaning as well as form. In this vein, S6 said,

“The biggest source of my anxiety is about conveying my

thoughts appropriately in that language. We express our

emotions effectively in our language, but in another
language, can we do this correctly? (...)".

S3 found writing about a disliked topic as an anxiety-
provoking factor. She reported:

“I never want to write about a topic I dislike. I would be

very bored. If | force myself, | can do it, but I do not want

to do that.”

In the “personal factors” category, the sense of inefficacy
was the most commonly shared source of anxiety. In addition,
as clearly shown in Table 9, thinking too long and too deeply
while writing, having a perfectionist or grade-focused
approach, and age and real-life responsibilities were the
reported individual factors resulting in L2 writing anxiety. In
this sense, S1 emphasized that she felt inadequate despite her
over-studying. She said,

“When I cannot write, the thought that I will not make it

again hits me. That feeling never ends. (...) I start writing

very happily, but suddenly I say, ‘Will I fail again?’ and
that feeling does not go away.”

The interpersonal factors in relation to L2 writing anxiety,
as shown in Table 9, were related to the relations of the
students with their instructor and peers, besides the behaviours
of these actors. Self-comparison with peers, peer pressure and
competitive  atmosphere, peer derision, the peers’
unwillingness to collaborate and participate in classroom
activities, the anxiety of the peers and group work were the L2
writing anxiety factors pertaining to relations with peers,
whereas strict, discouraging and hypercritical approaches were
reported by students as instructor-led interpersonal sources of
anxiety. Some sample quotes mentioning peer-led anxiety
sources are as follows:

“When [ feel that I cannot write, but everyone else can, 1
say, ‘Am I incompetent? Is there a problem with me? (...)
Am I inadequate?’ (...) The cause of the anxiety I feel in
class is seeing others write as I could not.” (S1)
“My classmates’ reluctance demotivates me to write
because | cannot feel that energy. When we do group work,
only two or three students join. That demoralizes me, so |
cannot write. |1 would like to get peer feedback to see my
mistakes, but I cannot. (...) Writing without knowing
whether I do it correctly or not, gives me anxiety.” (S4)

“I believe social factors definitely influence anxiety. For
instance, we get anxious when we spend time with anxious
people.” (ST)

“The biggest reason for my friends’ pressure on me is that

I am the most active student in classes. | get to be perfect,

which can be emotionally exhausting. | feel overwhelmed

and bored because I feel a lot of pressure.” (S8)

The students’ comments about teacher-led sources of
writing anxiety are exemplified below:

“I believe the instructor has a big effect. When that

instructor makes eye contact with you during class or



D. Erdel / Erzincan University Journal of Education Faculty, 26(1)

accepts you as an individual, you feel happy and have

enthusiasm to do something. (...) But some instructors do

not even turn a hair when you try to contact them. That
really pushes me away.” (S3)

“I hate receiving feedback in exam weeks. We are already

stressed due to exams, and entering an exam after a

criticized performance creates higher anxiety.” (S4)

“Some instructors are too strict. | failed a course with a

score of 59. | could have passed if he had added one point,

but he did not. As he is so grade-focused, | felt overstressed
in the exam, and | failed. | could have passed if | had been
more relaxed.” (S7)

Referring back to Table 9, it can be seen that “external
factors” is the third category in the theme of Causes of
Anxiety. Time constraints was the most commonly mentioned
item in this category. Crowded, noisy and uncomfortable
studying environments, graded assignments, in-class writing
and feedback sessions and exam atmosphere were also stated
as physical factors in relation to L2 writing anxiety. The
following are the sample quotes for this category:

“As | write at home, | feel relaxed because there is no time

limitation and a chance of doing research, but during

classes, I do not feel that relaxation. (...) The time
constraint really affects me.” (S1)

“Our lecture hall is noisy. Also, the light is not sufficient,

and I cannot say that the seats are comfortable.” (S4)

One of the students (S3), however, believed that the in-
class writing tasks and the anxiety they created had a positive
effect on her writing performance. She disclosed this situation
as follows:

“| think even though the classroom environment gives me
anxiety, | write better then. Atdorm, | write with some help,
and that paper is not my product at all. In class, when |
cannot think of a sentence, | find another alternative,
another word or sentence. (...) It increases my anxiety, but
the effect is positive.” (S3)

Effects of L2 Writing Anxiety

The students were explicitly asked to reflect on how their
anxiety influenced their writing performance, and the majority
acknowledged adverse effects, whereas there were also a few
students who found the effect of anxiety positive and who did
not perceive any negative or positive effects. Therefore, the
theme was categorized into three groups: negative, positive
and neutral effects of L2 writing anxiety.

As Table 10 presents, forgetting the already known
information, feeling upset or angry, having a nervous
breakdown, being unable to continue writing and being slowed
down were the reported adverse effects of writing anxiety.
Some sample quotes from interviews can be found below.

Table 10. Codes and categories of the theme “effects of L2 writing anxiety”

Emerging Emergl_ng Codes/keywords
theme categories

Negative Forgetting already known information

Anger and nervous breakdown

Effects of Anx!ety as a barrier to V\_/r_ltlng
anxiety Anxiety slows down writing

Positive Motivation to write better

Neutral Performance not affected

Anxiety under control with planning/planned work

Table 11. Codes and categories of the theme “coping with anxiety”

Emerging

theme Emerging categories

Codes/keywords

Anxiety-reducing
factors and
circumstances

Writing about favorite topics
Peer and teacher — positive — feedback
Teacher approval/motivation/support/attention

Ungraded writing practices

No time limitation

Take-home assignments
Being alone and focused

Practices

Listening to music while writing

Self-motivating words

Coping with
anxiety

Giving a break to writing
Learning new vocabulary
Following process writing steps

Retaining cohesion
Improving L2 proficiency
Doing practice and pre-study

Suggestions

Clear and more explicit example essays

Teacher motivation/support and feedback
Peer support and more collective engagement in class
Elimination of competition /peer pressure

Less strict grading

More interesting course books/materials




A thorough investigation into foreign language writing anxiety in a Turkish EFL context

“When | start writing sentences, that anxiety all of a
sudden, that perspiration. (...) It even changes the meaning
of the sentence I write. I keep telling myself, ‘You can do
it,” but that anxiety ... It stops me like a barrier. No matter
how well | learn, all information | have learned so far
suddenly disappears. (...) Then I feel sorry, and sometimes
have a nervous breakdown after the anxiety.” (S1)
“Anxiety leads to thinking too much and that slows me
down. (...) I sometimes think over a sentence for about half
an hour.” (S8)
The student (S3) who reported the positive effect of anxiety
on her writing performance explained:
“| think I can write better, as | feel anxious. That anxiety
makes me write because | would procrastinate if | casually
wanted to write something, or | would get some help. But
what | write here reflects me.”

Ways of Coping with L2 Writing Anxiety

The final theme of the study was ways of coping with L2
writing anxiety, which consisted of three categories: L2
writing anxiety-reducing factors and circumstances, practices
and suggestions. The theme, its categories and relevant codes
are demonstrated in Table 11 below.

The students were asked to disclose factors and situations
reducing their writing anxiety, and, as provided in Table 11
above, they reported lower anxiety in cases of writing about
their favourite topics, receiving feedback from their peers and
instructors, receiving supportive, motivating and approving
words, and individual attention from their instructors, writing
without temporal limitations, writing ungraded take-home
assignments and studying alone. The following are some
sample quotes extracted from student responses:

“l write very comfortably when there is no time limitation.”

(1)

“I feel less anxiety when I write take-home assignments as

I have a chance of doing research. If I have background

information, | feel less anxious.” (S2)

“My anxiety is lower when | write about a topic that is just

my cup of tea.” (S3)

“| feel really good when I get feedback. | can correct the

mistakes. | also feel better when | personally ask my friends

and get some feedback.” (S4)

The students were requested to share their specific
practices or strategies to avoid or lessen their L2 writing
anxiety. As seen in Table 11, listening to music, using self-
motivating words, giving a break when overwhelmed, learning
new vocabulary to improve L2 competence, following the
steps of process writing as instructed by the instructor,
focusing on persevering cohesion, and improving general L2
proficiency were mentioned by the students as their personal
ways of reacting to anxiety. Below are some sample extracts:

“I always keep learning new vocabulary. | search for the

multiple meanings and uses of words. That reduces my

writing anxiety.” (S1)

“| try the tactics you (the instructor) have taught us. | do

the brainstorming first. | divide the topic into categories,

like if I am supposed to write three (body) paragraphs, |
divide the topic into three, and then I fill in the
paragraphs.” (S2)

“I do this in the exam: I say, ‘You have done it before, and

you can do it again.” That is what I keep telling myself.”

(S3)

“I do some practice. As I know that I will be asked to write

essays in exams, | try to do some practice of exam-format
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writing at home, like a rehearsal, so that | will not have

anxiety in exams.” (S7)

“| listen to music at full blast before essay-writing exams.”

(S8)

The final category of the third theme was based on the
students’ suggestions about the ideal instructor and peer
behaviours to help reduce writing anxiety. As listed in Table
11 above, their demands included clear and more explicit
example essays (from the instructors), motivating and
supportive instructor attitudes and more frequent feedback,
peer support and more collective engagement during classes,
less competition and peer pressure, less strict grading and more
interesting course books and materials. Sample quoted words
of the students are as follows:

“Not all instructors give the same reaction as we write

essays. While one supports us, another might say, ‘How

can you make this mistake?’ That triggers our anxiety.

They could say, ‘You might not have the knowledge about

a topic, but keep writing, keep producing’.” (S2)

“(...) I do not expect them (the instructors) to totally

overlook our mistakes but they can be more tolerant about

grading or evaluating us based on in-class performance.”

(S8)

In a nutshell, the qualitative and quantitative findings
demonstrated that the sample group in the present study had
high L2 writing anxiety. The students’ gender and year of
study did not significantly influence their anxiety, while their
perceived L2 proficiency had a significant correlation with the
reported anxiety. The qualitative findings enabled the
researcher to make deeper observations on the causes and
effects of anxiety and on the approaches to dealing with L2
writing anxiety from the perspectives of the students.

Discussion and Conclusion

The present study primarily aimed to determine the L2 writing
anxiety levels of a group of Turkish EFL learners, and the
findings demonstrated a high level of L2 writing anxiety,
which was anticipated, considering the productive, demanding
and miscellaneous nature of writing (Hyland, 2016).
Furthermore, writing has always been one of the most
challenging and yet, least time-devoted areas in language
classrooms in Tiirkiye (Karaca & Inan, 2020; Kulusakli,
2021). 1t is not assessed in any of the national exams
(Altinmakas & Bayyurt, 2019), and contemporary and
effective approaches to writing have been poorly applied in
classroom practices (Graham et al., 2022). In the relevant
literature, some studies have found moderate (Kirmizi et al.,
2013; Li, 2022; Mulyono et al., 2020; Quvanch & Na, 2022),
moderate to high (Geng¢ & Yayli, 2019; Zerey, 2013) and high
(Keyvanoglu & Atmaca, 2023; Rabadi & Rabadi, 2020;
Rezaei & Jafari, 2014) levels of writing anxiety, indicating a
definite presence of at least moderate levels of learner anxiety
in the L2 writing context.

The cognitive anxiety items of the SLWAI with the highest
mean scores were those indicating increased anxiety when the
writing performance was to be evaluated. This finding was
supported by the qualitative findings of the study. The students
alleged that their anxiety was higher during exams and graded
assignments. These findings receive support from earlier
research in Turkish EFL contexts (Gen¢ & Yayli, 2019). The
assessment-induced anxiety could be related to test-anxiety,
which is a performance anxiety type resulting from the fear of
failure (Horwitz et al., 1986). Besides, the students might feel
higher anxiety during exams due to accuracy concerns, as they
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had no chance to check their mistakes using an external source.
The students stated that they felt less anxiety when they wrote
at home, mostly owing to the opportunity to do research before
or during the writing task. Cheng (2004a) similarly found that
as the students were overly concerned about accuracy, they
quite frequently resorted to resources, such as dictionaries
while writing, and their anxiety accordingly increased when
they had to write without any reference in exams.

The highest-scored somatic anxiety items in the SLWAI
commonly indicated that time constraints in writing tasks led
to restrictive body reactions such as losing concentration,
perspiring or freezing up. This result was also supported by the
findings from the interview responses. Several students
emphasized that their anxiety increased with limited time and,
on the contrary, reduced with no time limitations. Relevant
literature also provides quite a few similar results regarding the
relation of timed writing to anxiety (Cheng, 2004a; Geng &
Yayli, 2019; Kirmizi et al., 2015; Quvanch & Na, 2022). The
students might be experiencing anxiety due to the fear of not
finishing the writing task on time, and that anxiety may prevent
them from writing fluently. Two of the students already stated
that their anxiety slowed down their writing. Therefore, it
might be suggested that the relationship between timed writing
and anxiety was bidirectional.

The inferential statistics of the study demonstrated no
statistically significant difference in student responses across
gender and year of study variables. Avoidance behaviour was
the only sub-dimension which was affected by the year factor.
The students might have developed avoidance as an anxiety-
coping strategy over time as the study results indicated an
increasing trend of avoidance behaviour as the year of study
advanced. The gender effect has been a controversial issue in
writing anxiety research as there are studies asserting no
significant effects of gender (Mulyono et al., 2020; Quvanch
& Na, 2022; Zerey, 2013), whereas there are also some studies
suggesting higher levels of L2 writing anxiety for female
learners (Bailey & Almusharraf, 2022; Cheng, 2002; Kirmizi
etal., 2015; Keyvanoglu & Atmaca, 2023). Regarding the year
of study, similar results have been yielded in previous research
(Cheng, 2002; Quvanch & Na, 2022; Mulyono et al., 2020),
while few contradicting findings are also available (Ekmekegi,
2018). Lastly, perceived L2 proficiency was the only student
feature to be in a significantly negative relationship with L2
writing anxiety. The students who presumed themselves less
proficient users of English reported higher level of anxiety.
Lending support to these findings, Cheng (2002) found that
students’ perceived L2 competence was a stronger predictive
factor of writing anxiety than their actual writing performance.

In addition to the aforementioned assessment concerns and
time constraints, linguistic and skill-specific incompetence, a
sense of inefficacy or inadequacy, interpersonal threats, such
as peer pressure and competition or a hypercritical and strict
approach by instructors, and physical factors, such as noisy
environments or in-class feedback sessions were claimed by
the students to be among the prominent causes of writing
anxiety. Many other studies elucidating the causes of L2
writing anxiety lend support to the present findings (Geng &
Yayli, 2019; ilhan & Tutkun, 2020; Quvanch & Na, 2022;
Rabadi & Rabadi, 2020; Rezaei & Jafari, 2014; Zerey, 2013).
Similarly, Cheng (20044, p. 41) investigated the L2 writing
anxiety sources from the EFL students’ standpoints and
conceptualized a similar thematising, reporting that the
students’ writing anxiety was closely related with instructors’
teaching practices, threats in interpersonal relations, students’
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presumptions about writing and about their own capabilities of
writing.

Students’ inefficacy in using L2 effectively influenced
their ability to express themselves, which, according to their
allegations, led to anxiety. A common problem with the
language learning practices of Turkish EFL learners is that
they rely heavily on translation while writing (Ciftgi &
Kogoglu, 2012; Mutlu et al., 2015). It might, therefore, be
interpreted that the students plan the content of their writing in
Turkish and become demotivated and even panicked when
they fail to find the exact English equivalent of the statement
they create in Turkish. In a study which lends support to this
interpretation, Bailey and Almusharraf (2022) found that the
students using translation strategies, either using online
translation tools or translating word-for-word by themselves,
were those suffering the most from L2 writing anxiety. In a
vicious circle, the more anxious the students felt, the more they
resorted to translation tools.

The obligation to write about unfamiliar or disliked topics
or in a certain genre was identified as another source of writing
anxiety. In this sense, Cheng (2004a) suggested that students
felt more anxiety when their instructors assigned topics with
which they had limited familiarity. Geng and Yayl (2019) also
identified unfamiliarity with the genre and essay type as one
difficulty students faced in writing. One possible way to
overcome that challenge could be classroom instruction and
relevant activities extending the students’ content-based and
text-based schematic knowledge (Hamed et al., 2014).

The students with higher anxiety tendencies commonly
reported the fear of making mistakes or simply the fear of
writing due to the belief that they could not achieve effective
writing, signalling a sense of inefficacy or weak self-
confidence. Self-efficacy beliefs are among the critical
motivational variables in L2 learning (Woodrow, 2011).
Bandura (1993) argues that students with low self-efficacy in
academic terms are more liable to achievement anxiety. Han
and Hiver (2018) also assert that anxiety maintains a negative
association with positive self-efficacy beliefs. Similarly,
students with a robust sense of self-confidence can write better
essays as their confidence enhances their engagement in
writing, making them more diligent, resilient and less
apprehensive (Pajares, 2003). In this vein, the studies
determining a negative association between self-efficacy or
self-confidence and writing anxiety are manifold (Heidarzadi
et al., 2022; Kirmizt et al., 2015; Li, 2022; Pajares, 2003;
Woodrow, 2011).

As an interesting finding of the study, one of the students
complained that she studied excessively, literally day and
night, but still could not overcome the fear of failure, resulting
in increased anxiety, which, in turn, negatively affected her
writing performance. Overstudying is a phenomenon related to
anxiety (Horwitz et al., 1986). Those students who have
excessive concerns about their performances are inclined to
display compulsive effort and study more to compensate for
their errors, which may lead to frustration and anxiety when
the grades do not improve.

Interpersonal factors were also identified as causes of
writing anxiety. Although some students agreed on the
negative effects of self-comparison, peer pressure and
comparison, some responses diverged on the point of working
preferences in that some students asked for more collaboration
and support among peers, whereas studying alone was also
preferred to working in groups. This result might be due to the
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differences between the students’ studying habits and learning
styles.

Grade-focused and hypercritical instructor behaviours
were also perceived as interpersonal factors augmenting
anxiety. Overly strict and critical teacher approaches may
evoke various negative emotions, one of which is apparently
anxiety, whereas supportive teacher attitudes and actions
might alleviate, or at least to some extent reduce, L2 anxiety
(Horwitz et al., 1986). The present results received support
from relevant literature (Kirmizt & Kirmizi, 2015; Quvanch &
Na, 2022). Cheng (2004a) reported that the instructors’ strict
focus on linguistic accuracy made students more frustrated and
stressed, and less motivated to write. The students’ fear of
making mistakes was one of the main sources of writing
anxiety stemming from the belief that good writing equalled to
making no mistakes, which was basically a result of the
hypercritical approach of the instructors, especially in grading.
Rezaei and Jafari (2014) studied the L2 writing anxiety of
Iranian EFL learners and reported high levels of anxiety
primarily due to the fear of negative teacher comments,
besides other factors. Abolhasani et al. (2022) similarly found
that apprehension about teacher and peer evaluation negatively
predicted the students’ writing performance.

Regarding the effects of anxiety, the results primarily
pinpointed negative impacts, such as blocking or slowing
down thinking and writing, and feeling anger and nervous
breakdowns as a result of anxiety. Likewise, recent studies
assert that anxiety during writing negatively influences
performance (Abolhasani et al., 2022; Tahmoureshi & Papi,
2021; Wang, 2021; Zabihi et al., 2018; Zhang & Zhang, 2022).
Still, there were few students who either found anxiety as a
factor motivating them to write better or did not experience
any negative or positive change in their writing performance
due to anxiety. Geng and Yayli (2019) similarly reported a
negative effect of writing anxiety on student performance,
excluding one student who believed that anxiety boosted his
performance. Cheng (2002) purports that the interplay
between writing anxiety and writing performance is complex
and rests on numerous variables. The student experiencing
writing anxiety may be feeling it in different types, levels or
intensities, which might accordingly influence the extent of its
impact on each student’s writing performance.

The students responding to the interview had different
coping strategies to relieve writing anxiety. Some sought to
mitigate its effects by listening to music, using motivating self-
talk, or taking breaks, while others focused on the causes of
anxiety and tried to alleviate them. For instance, some sought
ways to overcome the linguistic and rhetorical difficulties by
improving L2 proficiency, doing practice and pre-study or
abiding by the procedural steps, such as brainstorming,
outlining and drafting as described by the instructor. Focusing
on the anxiety-alleviating strategies of Emirati EFL students,
Qashoa (2014) similarly found that the students attempted to
promote their self-confidence and have a positive attitude
toward writing, enhance their background L2 knowledge,
practice and exercise essay writing. Jawas (2019) also
identified the coping strategies of Indonesian EFL learners’
strategies for reducing anxiety as developing an essay outline,
enhancing background knowledge, taking breaks during
writing, discussing the problems with peers or teachers, and
finally striving to stay calm and focused. Although the students
participating in the present study did not actively use teacher
support as a coping strategy, they actually demanded it,
suggesting that it would contribute to striving against anxiety.
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Recommendations, Limitations, and Suggestions for
Future Research
Reflecting on the present findings, a number of

recommendations could be offered to EFL writing teachers
who play a key role in monitoring and managing the process
of learning even in the most student-centred approaches. It is
first and foremost recommended that the L2 writing
teachers/instructors focus primarily on the process of writing
rather than the product, as the related literature already
highlights observing the challenges students encounter and
being more supportive and constructive, avoiding overcritical,
merely accuracy-focused comments and discouraging
feedback. Relevant research has shown that teacher feedback
has facilitative effects on EFL students’ writing self-efficacy
(Ruegg, 2018), which was found to be acquainted with writing
anxiety as reported above. Peer feedback activities in pairs or
small heterogeneous groups should also be encouraged by the
instructors. Furthermore, topic selection and time constraints
should be minimized in order to encourage students to
personalize and further internalize the task of writing. The
students may be asked to practice more reflective writing in
order to ponder their strengths and weaknesses, which may
indirectly contribute to the enhancement of their self-efficacy
beliefs and self-confidence.

This study was subject to some limitations. First, the
participants in the study could only be institutionally
representative, limiting the generalizability of the results to
larger populations. Second, the study was cross-sectional, and
therefore, the students’ reactions to changing factors and
conditions could not be observed. Despite these limitations,
the study contributed to the relevant literature by illustrating
high L2 writing anxiety experienced by students majoring in
L2 fields with limited linguistic proficiency. The strength of
the study was providing an exhaustive account of the writing
anxiety construct by describing its levels, types, causes and
effects as well as the effective coping strategies reported by the
students. Further studies are recommended to evaluate the
practical efficacy of the research suggestions discussed above.
Furthermore, intervention studies are recommended for
forthcoming research as they offer the potential to provide
further practical and solid implications for teachers and
students in reducing skill-specific anxieties.
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Abstract: The acquisition of empathy, emotional literacy and prosocial skills is important for children's social,
emotional and moral development. If these skills are supported through play in children, their acquisition will be faster
and easier. Therefore, in this study, the Play-Based Socio-Emotional Psychoeducation Program including empathy,
emotional literacy and prosocial skills was prepared and its effect on children was examined. The present research was
the pretest-posttest quasi-experimental study. The sample of the study consisted of primary school students between
the ages of 7-10. 23 children were included in the experimental group and 23 children were included in the control
group. An average of 45 minutes of practice was applied to the experimental group for 10 weeks. The findings of the
study showed that there was an increase in empathy, emotional literacy, and prosocial skills of the children in the
experimental group after the application, but there was no change in their behaviors. These results provided evidence
that the program was effective on these skills. It can be said that the current study will shed light on field workers and
the play-based psychoeducation program will be an effective program that they can integrate into their practices.

Keywords: Empathy, emotional literacy, prosocial behaviors, play, psychoeducation program

Oz Empati, duygusal okuryazarlik ve prososyal becerilerin kazanimi ¢ocuklarin sosyal, duygusal ve ahlaki gelisimleri
icin onem tagimaktadir. Bu beceriler ¢ocuklarda oyun yoluyla desteklenirse kazanimlar1 daha hizli ve kolay olmaktadir.
Bu yiizden bu ¢aligmada empati, duygusal okuryazarlik ve prososyal becerileri igeren Oyun Temelli Sosyo-Duygusal
Psikoegitim Programi hazirlanmus ve gocuklar tizerindeki etkisi incelenmistir. Aragtirma 6n test-son test kontrol gruplu
yar1 deneysel bir ¢alismadir. Calismanin 6rneklemini 7-10 yas arasindaki ilkokul 6grencileri olusturmaktadir. Deney
grubuna 23 ¢ocuk, kontrol grubuna 23 ¢ocuk dahil edilmistir. Deney grubuna 10 hafta boyunca ortalama 45 dakikalik
uygulama yapilmistir. Calismanin bulgulari, deney grubundaki ¢ocuklarm uygulama sonrasinda empati, duygusal
okuryazarlik ve prososyal becerilerinde artis oldugunu, fakat davranislarinda herhangi bir degisiklik olmadigini
gostermektedir. Bu sonuglar olusturulan programin bu beceriler iizerinde etkili oldugunu kanitlamistir. Mevcut
¢aligmanin alan ¢alisanlarina 151k tutacagi ve oyun temelli psikoegitim programinin uygulamalarinda kullanabilecekleri
etkili bir program olacagi sdylenebilir.

Anahtar Kelimeler: Empati, duygusal okuryazarlik, prososyal davranislar, oyun, psikoegitim programi

Oztekin, G. G., Turp, H. H. & Ata, S. (2024). Let's hear children's emotions: The play-based psychoeducation program for the socio-emotional
development of primary school children. Erzincan University Journal of Education Faculty, 26(1), 38-46. https://doi.org/10.17556/erziefd.1378151

Introduction

effective way to support children's developmental areas such

Play is the language of children and as natural as breathing.
Regardless of their ethnicity, language and culture, play is
universally a way for all children to express themselves
(Drewes, 2005). According to Axline (1948), play is the
strongest and most appropriate tool for children to
communicate  with  adults, understand cause-effect
relationships, perceive themselves realistically, convey the
stressful events they experience, develop new competencies
and learn social skills. Through play, children acquire
problem-solving skills and gain a sense of power and control
as they learn how to handle new experiences, thoughts, and
concerns. As a result, children develop feelings of confidence
and success (Drewes, 2005). Children's language development
lags behind their cognitive development. Thus, they convey
their awareness of what is happening in their world through
play (Landreth & Bratton, 1999). In addition, play is essential
for healthy development as it contributes to children's
physical, cognitive, social and emotional well-being (Ginsburg
et al., 2007; Oztekin & Gengdogan, 2023). This shows us that
integrating play into intervention programs is a practical and

as social, emotional, and moral.

Emotional literacy refers to the ability to recognize,
understand, and express one's own feelings and emotions and
those of others (Sutton, 2023). According to Petrosino et al.
(2021), emotionally literate individuals are defined as
individuals who are aware of their own emotions and those of
the people they communicate with, use healthy emaotion
regulation methods, and have developed social skills by
receiving support from the power of empathy. It has also been
found that emotional literacy affects individuals' well-being
levels, making them happier individuals (Acton & Carter,
2016). The expanding literature also showed that emotional
literacy was positively associated with self-efficacy (Malkog
& Aydin Siinbiil, 2020), empathy, mindfulness, self-regulation
(Petrosino et al., 2021), social competence, reduced behavioral
problems, and decreased emotional distress (Kusché &
Greenberg, 2012). Unfortunately, one study determined an
inverse relationship between a lower than average level of
emotional literacy and the likelihood of being victims of
bullying among students (Harris, 2009). A poor emotional
literacy hampers children’s social and interpersonal
adjustment (Kusché & Greenberg, 2012).
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Prosocial behaviors refer to actions intended to benefit
others such as helping, comforting, sharing and cooperating
(Learning, 2003). These behaviors contribute to moral
development, societal harmony, positive intergroup relations,
and cooperation (Carlo, 2013). Prosocial behaviors are learned
from infancy, even if they are not aware of them within the
family (Ata & Artan, 2021). 1.5-2 year-old children begin to
exhibit these behaviors, but they become more noticeable with
the development of empathy between the ages of 2-7 (Dunfield
& Kuhlmeier, 2013; Svetlova et al., 2010). Previous studies
provided evidence that prosocial behaviors were associated
with moral self-concept (Sticker et al., 2021), subjective well-
being (Chen et al., 2020), strong peer attachment (Malonda et
al., 2019), low dispositional greed (Bao et al., 2020) and low
externalizing behaviors (Memmott-Elison et al., 2020).

Empathy refers to the understanding and sharing the
feelings, thoughts, and behaviors of another individual (Basch,
1983). The development of empathic skills is considered to be
an essential part of the social and emotional adaptation of
individuals and empathy is crucial for interpersonal
communication (Ersoy & Kosger, 2016). For example, studies
revealed that child empathy was positively associated with
child prosocial behaviors and negatively associated with child
aggressive behaviors (Wang et al., 2019). In addition, the
acquisition of empathy is a fundamental component of moral
development, and empirical relationships between many forms
of prosocial behaviors and empathy have been identified
(Kamas & Preston, 2021; Pang et al., 2022). The deficits in
empathic competencies in early childhood can lead to
psychopathology later in life and lead to the emergence of
antisocial behaviors, bullying, aggression, sexual offenses, and
violent crimes (Di Girolamo et al., 2022; Garandeau et al.,
2022). Therefore, we can say that acquiring empathy skills
during childhood is effective on children's positive behaviors
and mental well-being.

Social emotional development skills include the ability to
identify emotions, manage their expression, and develop
positive relationships with others in an empathetic manner
(Akkok, 2003; Elias et al., 2006; Zins et al., 2007). Therefore,
practices with emotional literacy, prosocial behaviors, and
empathy may promote social emotional development. Since
the verbal expression skills of children between the ages of 3-
10 have not yet developed, it may be more useful to raise
awareness and help them acquire some skills through play.
Play is one of the most common methods used by children to
practice social skills and expression of emotions. For example,
children help each other more after performing rhythmic
movements synchronously than asynchronously in peer play.
This movement synchronization can potentially be used to
facilitate socialization between peers in educational settings
(Tunggeng & Cohen, 2018). Accordingly, children can learn
prosocial behaviors through plays and activities that involve
movement (Bauer et al., 2021). It is also recommended to
integrate play-based activities to cope with emotional
problems and improve emotional literacy and empathy
(Ariapooran & Gorji Chalsepari, 2019; Waite & Rees, 2014).
On the other hand emotional literacy activities for children
facilitate the recognition and expression of their emotions
(Oksiiz, 2016). Steiner’s (2003) emotional literacy model
consists of the recognition of emotions in self, empathy,
regulation of emotions, emotional resilience, and the skills of
establishing good relationships. In addition, the acquisition of
prosocial and empathy skills for children is considered a step
towards becoming a healthy member of society (Hoffman,
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2008). Therefore, psychoeducation programs that include
play-based activities are important to support the acquisition
of these skills in this age group. It is known that such programs
carried out with children in this period are narrowly focused
on a single developmental area (Havighurst et al., 2004). For
this reason, more skills that support each other were included
in the psychoeducation program prepared within the scope of
this study and we aimed for children to acquire these skills.
The current study aimed to examine the effects of the Play-
Based Socio-Emotional Psychoeducation Program prepared
for the socio-emotional development of primary school
children on emotional literacy, empathy, prosocial behaviors,
and child behaviors. Within this general purpose, we sought
answers to the following problem situations:
RQ1. Does the Play-Based Socio-Emotional
Psychoeducation Program influence the emotional
literacy levels of the children?
RQ2. Does the Play-Based Socio-Emotional
Psychoeducation Program influence the prosocial
behaviors of the children?
RQ3. Does the Play-Based Socio-Emotional
Psychoeducation Program influence the empathy levels
of the children?

e RQ4. Does the Play-Based Socio-Emotional
Psychoeducation Program influence the children’s
behaviors?

Method

Research Model

The study is quasi-experimental research with a pretest-
posttest control group. The independent variable of the study
was the play-based psychoeducation program, and the
dependent variable was the children's emotional literacy,
prosocial behavior and empathy levels and general behaviors.
It is possible to specify the dependent variable as the result of
an event and the independent variable as the reason (Karasar,
2005). Necessary permissions were obtained from Agn
Ibrahim Cegen University Ethics Committee and the Ministry
of National Education in Agri on February, 22, 2023 (Ethic
Code: 65655).

Participants

Karasar (2005) stated that the universe is of two types. One is
the "universe", which is easy to define but difficult to reach,
and the other is the "study universe", which is more accessible
and from which the study can be carried out by determining a
cluster. The population of this study consists of primary school
students in Agri. The sample of the study consists of students
in a primary school. The sample group of the study was
selected by simple random sampling method consisted of two
different classes. The randomness was applied at the selection
of school and classes. First, the school was determined, then
the classes in the school. Randomization at the school level
aimed to minimize biases and confounding variables that could
arise from individual differences across classrooms or schools.
After obtaining information about whether the school was
willing to participate in the study, the sample group was
determined by obtaining parental consent form for the students
who volunteered to participate in the study. 48 third-grade
students agreed to participate in the study in two classes (25
students from one class, 23 students from the other class).
After pretests were administered to all participants, analysis
was performed to determine the equivalence of the
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experimental and control groups. When it was seen that the
experimental and control groups showed a homogeneous
distribution, one of the classes was determined as the
experimental group and the other as the control group with a
random method. However, since the posttest data of two
students from the experimental group could not be obtained,
the study was completed with a total of 46 participants, 23
students in the experimental group and 23 students in the
control group. Demographic information about the children
participating in the study is presented in Table 1.

Table 1 showed that the experimental group consisted of
13 girls (56.5%) and 10 boys (43.5%). The majority of
participants were 9 years old (n= 20). The mean age of mothers
was 34.52 (sd= 4.49) and the mean age of fathers was 41.14
(sd=6.36). The control group consisted of 12 girls (52.2%) and
11 boys (47.8%). The majority of participants were 9 years old
(n=20) and 8 years old (n= 7). The mean age of mothers was
33.70 (sd=4.71) and the mean age of fathers was 41.09 (sd=
6.82).

Measures
General information form

A form including demographic information such as age and
gender was developed by the researchers to collect general
information from the participants about themselves and their
parents.

Emotional literacy scale in primary school

The scale was developed by Turp and Gengdogan (2022) to
measure the emotional literacy skills of primary school
children. The scale consists of 18 items and two sub-
dimensions: individual emotional processes, and social
emotional processes. The scale is a 4-point Likert type. An
example item is “T understand how a friend feels when his/her
toy is broken”. High scores indicate high emotional literacy
levels. Cronbach alpha values were calculated as .734 for
individual emotional processes, .806 for social emotional
processes and .838 for the total scale.

Child prosociality scale: Child form

The scale, developed by Ata and Artan (2022), is a 20-item
scale that aims to measure children's prosociality levels. The
4-point Likert-type scale consists of three subscales: help,
sharing and empathy. An example item is “If I see someone

Table 1. Demographic information about the participants

sad, I ask why they are sad”. Higher scores indicate more
prosocial behaviors. Cronbach alpha values were .663 for help,
.682 for sharing, .574 for empathy and .811 for the total scale.

An index of empathy for children and adolescents

The scale was developed by Bryant (1982) and adapted to
Turkish culture by Giirtunca (2013). The scale is structured as
21 items and binary answers (yes-no) to measure the empathy
skills of children and adolescents. An example item is “It's
hard for me to understand why someone is upset”. As a result
of the analysis using both the test-retest method and the KR-
20 formula, the scale was found to be reliable. The KR-20
value was 0.70 and the Pearson Product Moment Correlation
Coefficient calculated by the test-retest method was 0.76.

Child behavior scale

The scale was developed by Ladd and Profilet (1996) and
adapted to Turkish culture by Ergene et al. (2018). The 59-item
scale is a 3-point Likert type and consists of six subscales:
aggressive behavior to peers, hyperactivity, asocial
relationship with peers, anxiety-fear, prosocial relationship
with peers, and exclusion by peers. Example items are "He/she
blames other children”, and "He/she helps other children".
Cronbach alpha values were .92 for aggressive behavior to
peers, .78 for hyperactivity, .86 for asocial relationship with
peers, .74 for anxiety-fear, .86 for prosocial relationship with
peers, and .92 for exclusion by peers.

Data Collection

After the permissions from the necessary institutions and the
approval of the school administration and the classroom
teacher, parental consent forms and the Child Behavior Scale
were sent to the parents of the experimental and control groups
through the children to approve the consent forms and fill out
the scale. In addition, the "Emotional Literacy Scale in
Primary School", "Child Prosociality Scale: Child Form" and
“An Index of Empathy for Children and Adolescents" were
scored by the children as pretests. While the forms were being
filled out, a researcher read the questions to facilitate students'
follow-up. The program was applied to the experimental group
once a week on a day determined by the classroom teacher
through activity modules lasting approximately 45 minutes.
When the application was completed, the same scales were
scored by the children and their parents as posttests.

Group Variables Participants F %
s Girl 13 56.5
g Gender Boy 10 435
= 8 years old 2 8.7
= Children's Ages 9 years old 20 87.0
E 10 years old 1 4.3
g Mean age of mothers 34.52 (+4.49)

) Mean age of fathers 41.14 (£6.36)

Gender Girl 12 52.2
o Boy 11 47.8
3 7 years old 1 4.3
O . . 8 years old 7 30.4
E Children's Ages 9 iears old 12 52.2
§ 10 years old 3 13.0

Mean age of mothers

33.70 (x4.71)

Mean age of fathers

41.09 (+6.82)
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The experimental group attended the 10-week training
between March 20, 2023 and May 26, 2023, but the control
group did not attend any training during the training period. In
order to comply with ethical principles, the psychoeducation
program was also applied to the control group for three weeks
between May 29, 2023 and June 16, 2023.

Psychoeducation Program

The psychoeducation program implemented within the scope
of this study was prepared by the researchers by reviewing the
literature on the study variables and examining the
experimental studies in detail. While constructing the basic
framework of the psychoeducation program, we focused on the
Steiner’s (2003) emotional literacy model and emotion-
sharing models. According to Steiner (2003), the recognition
of emotions in self, empathy, regulation of emotions,
emotional resilience, and the skills of establishing good
relationships are necessary to acquire emotional literacy and
make up the fabric of daily interactions. On the other hand,
emotion sharing models suppose that an empathic concern for
the others’ needs motivates prosocial behaviors (Batson,
2014). They argue that perceiving another person in need or
distress triggers an isomorphic emotional state (i.e., affecting
sharing or emotional contagion) in the observer (Paulus,
2014). In addition, the play-based activities to be included in
the program have been integrated using the book "101 Favorite
Play Therapy Techniques” written by Schaefer and Kaduson
(2019). For example, the “Emotion Labels” activity was
chosen to help children identify and express their emotions.
The “Bubbles” activity was chosen as a coping method when
experiencing emotions such as anger. The “Collaborative

Table 2. The content of the program

Creativity” was chosen to encourage collaboration to support
the development of positive social skills. The supervision of
three experts in their field (an academic from the Child
Development, Guidance and Psychological Counseling and
Program Development departments) was consulted during the
program construction stages, such as determining the session
contents, their suitability for the developmental characteristics
of the children, and examining the compatibility of the
techniques with the content. After the consensus of these three
experts, the program was ready for implementation. The
program was applied by the researchers to the experimental
group once a week with activity modules lasting
approximately 45 minutes. The content of the 10-session Play-
Based Socio-Emotional Psychoeducation Program s
presented in Table 2.

Statistical Analysis

Participant characteristics were analyzed using percentage and
frequency. For both groups, the normal distribution
assumption was tested with skewness and kurtosis values, and
it was found that the normality distribution was provided
(£3.0). Tan (2016) suggests that a sample size of 20 or more is
sufficient for the use of t-test. Moreover, De Winter (2013)
states that the t test can be applied even if the sample size is
below 5. The differences between the two groups on emotional
literacy, prosociality, empathy, and child behaviors were
analyzed using the independent sample t-test, and the
differences on the pretest and posttest were analyzed using the
dependent sample t-test. SPSS 25.0 was used for the analysis
and the significance level was determined as p<.05.

Sessions Content Achievement

Session1  Preliminary interview
Session 2 Let's meet

Children gain information about what they will do for 10 weeks.
Children and trainers get to know each other.

Children begin to gain the ability to express themselves within the group.

Session 3 Self-Awareness

Children get to know themselves with their strengths and weaknesses.

Children begin to convey their feelings using the word "I".
Children begin to accept themselves.
Children begin to develop their self-concept.

Session 4 Emotional Awareness

Children recognize emotional facial expressions.

Children recognize the basic emotions they experience.
Children use words related to emotions.
Children can tell the difference between emotions and behaviors.

Session 5 Expressing Emotion

Children express the basic emotions they experience with words.

Children know that all emotions are important and acceptable.
Children can convey their emotions by making them concrete.

Session 6 The Expression

of Emotion in the Body

Children can contact their bodies.
Children know what is happening in their bodies while experiencing basic emotions.

Children tell/show where they feel emotions they experience in their bodies.

Session 7 Empathy

Children can understand the emotions of others.

Children express that they understand the feelings of others.
Children become more sensitive to the emotions of others.

Session 8 Prosociality

Children learn what prosocial behavior is.

Children learn the concept of emotional prosociality.
Children learn to share emotions within the framework of prosocial behaviors.

Session9  Collaboration

Children recognize each other's needs in group interaction.

Children seek support within the group when they need help.
Children can act together to complete a task.

Session 10  Evaluation

Children express the changes before and after training.

Children express their opinions about their development.
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Table 3. Homogeneity distribution of the experimental and control groups

Experimental Group n =23 Control Group n=23

Variables Mean (S.d) Mean (S.d) t P
Individual emotional processes 35.48 (5.59) 33.43 (6.19) 1.175 .246
Social emotional processes 14.00 (2.92) 13.57 (3.26) 476 .636
Help 25.17 (4.05) 24.04 (5.52) 791 433
Sharing 15.96 (3.43) 14.91 (4.31) 909  .368
Prosocial-empathy 16.35 (2.71) 16.96 (3.98) -.606  .547
Prosociality 57.48 (8.24) 55.91 (11.22) 539 592
Empathy 11.78 (2.61) 11.35 (2.55) 571 571
Aggressive behavior to peers 8.91 (2.86) 8.43 (1.70) .689 494
Hyperactivity 7.26 (1.86) 6.65 (1.70) 1.159  .253
Asocial relationship with peers 8.87 (2.90) 7.70 (1.49) 1728 .091
Anxiety-fear 6.91 (2.86) 6.70 (1.58) 319 751
Prosocial relationship with peers 18.17 (2.29) 18.22 (2.39) -.063  .950
Exclusion by peers 9.52 (3.53) 7.57 (1.20) 2518 .055

p<.05

Table 4. Comparison of the scores after the application

Intervention Comparison
Variables Post
Pre Post t p Intervention Post Control t p

'p’g?é;‘lﬁ' emotional 55 48 (5 59) 39.35 (5.71) -11.779 .000* 39.35 (5.71) 33.57 (5.63) 3.458*  .000*
Social emotional processes 14.00 (2.92) 16.78 (2.39) -12.800 .000* 16.78 (2.39) 13.48 (3.16) 3.998* .000*
Helping 25.17 (4.05) 28.91 (4.08) -5.096 .000* 28.91 (4.08) 23.52 (5.38) 3.832* .000*
Sharing 15.96 (3.43) 18.96 (3.39) -8.184 .000* 18.96 (3.39) 14.78 (4.52) 3.541* .001*
Prosocial-empathy 16.35 (2.71) 18.43 (2.33) -5.067 .000% 18.43 (2.33) 15.78 (3.20) 3.209* .002*
Prosociality 57.48 (8.24) 66.30 (6.93) -7.803 .000* 66.30 (6.93) 54.09 (10.94) 4.524* .000*
Empathy _ 11.78 (2.61) 15.13 (2.55) -17.179 .000* 15.13 (2.55) 12.00 (2.71) 4.035* .000*
&%%;ess"’e behavior 10 g g9 ( g5 8.22 (1.31) 1.274 216 8.22 (1.31) 8.48 (1.97) -528 600
Hyperactivity 7.26 (1.86) 7.65 (1.37) -.805 429 7.65 (1.37) 6.96 (2.03) 1.361 180
';;S:rcs'a' relationship with g 57 5 g0 7.91 (2.23) 1.447 162 7.91 (2.23) 7.65 (1.53) 462 646
Anxiety-fear 6.91 (2.86) 6.22 (1.83) 1.058 302 6.22 (1.83) 6.09 (1.38) 273 786
;’;‘;ﬁgc'a' relationship with 1 17 (5 o9 18.43 (2.33) -.646 525 18.43 (2.33) 18.09 (2.39) 499 620
Exclusion by peers 9.52 (3.53) 8.70 (2.49) 978 339 8.70 (2.49) 7.61 (1.23) 1.873 .068

*p<.05

Results p<.05), prosociality (tss=4.524; p<.05), and empathy

The pretest scores of the participants are presented in Table
3.

When the pretest scores were compared, no statistically
significant differences were obtained between the two groups
in terms of empathy, emotional literacy, prosocial behaviors,
and child behaviors (p>.05). Therefore, it can be said that the
experimental and control groups show a homogeneous
distribution.

The comparison of the scores of the experimental group
from the pretest and posttest and the scores of the control group
from the posttest is presented in Table 4.

It was found that there were statistically significant
differences between the pretest and posttest scores of the
experimental group in individual emotional processes (tz=-
11.779; p<.05), social emotional processes (t2=-12.800;
p<.05), helping (t»2=-5.096; p<.05), sharing (t»»=-8.184;
p<.05), prosocial-empathy (t,»=-5.067; p<.05), prosociality
(to=-7.803; p<.05), and empathy (t»»=-17.179; p<.05), but
there was no statistical difference in child behaviors (p>.05).
The same result was obtained in the posttests comparisons of
the experimental group and the control group: individual
emotional processes (ts4=3.458; p<0.05), social emotional
processes (t44=3.998; p<.05), helping (t44=3.832; p<.05),
sharing (tss=3.541; p<.05), prosocial-empathy (t1,=3.209;
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(t24=4.035; p<.05). Accordingly, while it can be said that there
were statistically significant increases in the empathy,
emotional literacy and prosocial behaviors perceived by the
children after the intervention, there was no statistical
difference in the child behaviors perceived by the parents.

Discussion

This study aimed to develop primary school students' skills
through the Play-Based Socio-Emotional Psychoeducation
Program. Within the scope of the research, the skills were
determined as empathy, prosocial behaviors, and emotional
literacy sub-skills. The analyses showed that the program was
effective on all sub-social skill levels.

The findings of the present study showed that the
psychoeducation program increased the emotional literacy
levels of students in the experimental group. In other words,
we have provided evidence that emotional literacy skills can
be improved through the Play-Based Socio-Emotional
Psychoeducation Program. Teaching emotional literacy skills
through psychoeducational programs has been supported for
many years, and this concept is a type of social skill for which
training is organized. For example, in the doctoral thesis study
conducted by Saleme et al. (2021), it was yielded that the
gamified social marketing program contributed to the
development of social-emotional skills and prosocial
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behaviors. One of the oldest models used to support emotional
literacy in educational curricula is Moseley's (1996) Circle
Time model. This helps children understand their behaviors
and the reactions of others to these behaviors, gain mastery
over emotional impulses, and increase their confidence and
self-esteem (Coppock, 2007). Later, various programs aiming
at emotional development such as CASEL, RULER, PATHS
were presented. In studies based on these programs, it is stated
that children's emotional skills such as emotional literacy are
developed and their permanence is ensured (Greenberg &
Kusché, 2006; Taylor et al., 2017). Some countries, such as
England and the United States, allocate time for emotional
literacy activities in their curriculum (Matthews, 2005). In
addition, it is recommended to develop emotional literacy
programs for children and young people as a preventive tool to
improve future mental health (Coppock, 2007). Educational
approaches emphasize the responsibility of schools to protect
children, promote their health and well-being, and address
their emotional and behavioral needs (Carnwell & Baker,
2007). To achieve this, arrangements are supported to improve
students' emotional literacy and social competence.

The results of this study showed that the program had a
positive effect on the prosocial skills of primary school
students in the experimental group. It has been determined that
there are studies with similar and opposite results to this study
in the relevant literature. A recent study examined the effects
of an intervention program designed as a social and cognitive
skills training to support children's development on children’s
antisocial and prosocial behaviors (Santos et al., 2023).
Contrary to this study, it was found that the program was not
effective. On the other hand, another program found that daily
breathing exercises offered to primary school students
increased prosocial behaviors, especially in girls (von Salisch
& Voltmer, 2023). A study conducted to develop a new,
integrative intervention to promote prosocial behaviors
concluded that the program was effective in improving
prosocial behaviors and related constructs (e.g., empathy)
(Baumsteiger, 2019). In a systematic review study evaluating
the effect of intervention programs on encouraging prosocial
behaviors and reducing aggressive behaviors, it was found that
the programs were effective in enhancing prosocial behaviors
and reducing aggressive behaviors (Mesurado et al., 2019).
Another study found that programs based on digital
gamification design were effective in the acquisition of social
emotional skills such as prosocial behaviors (Saleme et al.,
2021). When the results of the aforementioned studies are
evaluated together with the findings of the present study, it is
thought that the contradictory findings may be due to the
different characteristics of the study group and programs.

The current study found that the empathy skills of the
students in the experimental group increased. Previous
literature includes many empathy skill acquisition studies for
primary school children. For example, in Han et al.’s (2021)
group intervention study with children, where emotional
expressions were used, it was found that the application had a
positive effect on developing emotional empathy. In a
systematic review study examining studies conducted with
children and adolescents between the ages of 5 and 18, it was
concluded that mindfulness-based programs increase empathy
(Cheang et al., 2019). Rezayi (2020) stated that the empathy
scores of autistic children in the experimental group increased
with the Adlerian puppet therapy intervention program.
Empathy is a form of skill that individuals have by nature and
is nourished by their interactions in a group (Levine, 2013).
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There are studies in the literature presenting the possible
effects of intervention programs aiming to increase empathy
(Ata, 2023; Herrles, 2023). In this regard, it has been
determined that different training programs also improve
empathy skills such as the Creative Writing and Social
Learning Skills programs (Herrles, 2023).

This study determined that there was no change in
children's behaviors. In other words, mothers stated that they
did not perceive any change in their children's behavior.
Consistent with this finding, Muskett’s (2008) study found that
parents were unable to notice the developed social skill levels
of their children, suggesting that a similar situation may have
occurred in the current study. However, Oztekin and Giilbahge
(2019) and Oztekin and Gengdogan (2021) found in their
studies with filial therapy, one of the types of play therapy, that
the play-based program reduced children's behavioral
problems. A meta-analysis study showed that preschool
children benefit from socio-emotional learning interventions
in different contexts (Murano et al., 2020). The difference in
the results of the studies may be due to the parents not being
involved in the process.

Despite its contributions, this study has some limitations.
One of these limitations is that the study does not include a
follow-up test. Future studies should include a follow-up test
to determine the long-term effects of the program. In addition,
since voluntary participation was taken as a basis, equal
distribution of the study groups in terms of some demographic
characteristics such as age (7-10 years old) was not achieved.
Researchers can examine study variables by considering age
groups one by one in their studies.

In conclusion, our study results yielded that the Play-Based
Socio-Emotional Psychoeducation Program has valuable
effects such as increasing emotional literacy, prosocial skills,
and empathy levels among primary school students and
contributes to raising more socially and emotionally equipped
students. Since the study provided evidence that the program
is effective on empathy, emotional literacy and prosocial
skills, this program may be used to support the development
of children and to eliminate the skill deficiencies in primary
school. This program, which may be disseminated and put into
practice in schools across the country, may be implemented by
classroom and/or guidance teachers without the need for any
additional training, and can be considered as a gain.
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0z Bu arastirmada 6gretmen goriislerinden yola gikarak ortaokul egitim cagindaki 6grencilerin olumlu ve olumsuz
sosyal davranislarini etkileyen sinif i¢i etmenler incelenmistir. Arastirmaya goniilliililk esasina bagl olarak farkli okul ve
branglarda gorev yapmakta olan 6 6gretmen katilim saglamustir. Arastirma verileri; yari yapilandirilmig goriisme formu
kullanilarak elde edilmis, nitel arastirma yontemlerinden olgubilim (fenomenoloji) modelle desenlenmis, betimsel analiz
teknigi ile ¢oziimlenmistir. Arastirmada kullanilan goriisme formu; kisisel bilgiler, smifin fiziksel yapist ve sosyo-
psikolojik ortam, ogretim yontemleri, bireysel faktorler ve 0gretmen faktorii basliklart altinda olusturulan gesitli
sorulardan olugmaktadir. Ogretmen gériislerine gore; smif ici oturma diizeninin 6grencilerin fiziki 6zelliklerine gore
tasarlanmasi, sinifin temiz ve ergonomik kullanima sahip olmasi, dgretmelerin ders anlatimi esnasinda &grencilere
gosterdigi yakinlik, sahip oldugu mesleki beceri ve 6grenciye karst gosterdigi sevgi temelli yaklasim 6grencilerin
prososyal davranis sergilemesine katki sagladigi buna karsin farkli kiiltiirden gelen Ogrencilerin anlagamama ve
kiskanglik durumunun olusturdugu sosyo-psikolojik ortamlarda antisosyal davranis sergiledigi saptanmuistir.

Anahtar Kelimeler: Antisosyal davraniglar, ortaokul 6grencileri, 6gretmen, prososyal davraniglar

Abstract: This research examined the in-class factors affecting the positive and negative social behaviors of secondary
school students based on the opinions of teachers. Six teachers working in different schools and branches participated in
the research voluntarily. The research data were obtained using a semi-structured interview form, patterned with a
phenomenology model, one of the qualitative research methods, and analysed using the descriptive anaysis technique. In
the interview form used in the research; personal information consists of various questions created under the headings of
the physical structure of the classroom and socio-psychological environment, teaching methods, individual factors, and
teacher factors. According to the teacher's opinions, it has been determined that the classroom seating arrangement is
designed in line with the physical characteristics of the students. The classroom has a clean and ergonomic use, the
closeness that teachers show to students during the lecture, the professional skills they have and the love-based approach
they show to the student contribute to the students' prosocial behavior, while the student exhibits antisocial behavior in
socio-psychological environments caused by the lack of agreement and jealousy of students from different cultures.

Keywords: Secondary school students, teacher, prosocial behavior, antisocial behavior.
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Giris

Cocuklart anlamak ve ne istediklerini bilmek, onlar1 gelecege
hazirlama adina 6nem arz etmektedir. Ciinkii ¢ocuklari
anlamak, egitimcilerin ¢ocuklara verecegi egitim konusunda
fikir sunmaktadir. Egitimciler i¢in de gelecege umutla
bakmanin en 6nemli anahtari, bilge, mutlu ve 6zgiiven dolu bir
neslin yetigmesinden gegmektedir (Nelson ve Bloom, 1997).
Bu yoéniiyle ele aldigimizda ¢ocuklari gelecege hazirlayan en
O6nem ortamlarin basinda egitim goérdiikleri smif i¢i ortamlar
gelmektedir. Drucker’e (2011) gore de bir ¢ocuk igin aile
ortaminda baglayan temel egitim, sonraki yillarda sosyal ¢evre
ve okul ortammda da devam etmekte ve oOzellikle sinif
ortaminin ¢ocuk i¢in ifade ettigi anlam ¢ocugun almig oldugu
egitimin kalitesini ve niteligini de etkilemektedir. Smf
ortamlarinda egitim goéren gocuklarin her biri farkli aile ve
kiiltir yapilarindan gelmektedir. Bu durumu goéz Oniinde
bulundurdugumuzda cocuklarin sergiledikleri davranislarin
birbirlerinden farkli olmas1 da dogal bir sonugtur (Phillips ve
Lowenstein, 2011). Durum béyle olunca da ¢ocuklari bir arada
tutmak, gelecege hazirlamak ve onlar1 anlamak sabir ve

uzmanlik gerektiren bir i durumuna gelmektedir. Nitekim
Ogretmenlerin smif i¢inde idareyi saglamasi bir¢ok agidan zor
bir durum olmaktadir. Ogretmenlerin siif idaresini etkileyen
en 6nemli degiskenlerden birisi de 6grencilerin sinif i¢i tutum
ve davraniglaridir (Can ve Baksi, 2014). Ogrencilerin smif
igerisinde takindiklart tutum ve davraniglar 6gretmenlerin
egitim-6gretim etkinliklerinde egitsel hedeflere ulasabilmesi
adina olduk¢a 6nem arz etmektedir. Zira Yilmaz’in (2008)
belirttigi gibi Ogrencilerin  istenmeyen davraniglarinin
Onlenebilmesi durumunda o6gretmenlerin egitsel hedeflere
ulasabilmesi s6z konusu olmaktadir.

Ogrencilerin simf igerisinde sergiledikleri davramslarla
ilgili olarak literatiir incelendiginde istenen ve istenmeyen
davranis davraniglar olmak tizere iki farkli davranis kalibinin
oldugunu gérmek miimkiindiir. Genel itibariyle istenen ve arzu
edilen davranig prososyal davranig olarak tanimlanmakta iken
istenmeyen ve arzu edilmeyen davranis ise antisosyal davranis
olarak tanimlanmaktadir. 1960’11 yillarda 6zellikle ABD’de
ekonomik ve toplumsal yapmin degismeye baslamasiyla
birlikte psikolog Schwartz ve Tangri (1965) tarafindan
antisosyal davranis iizerine ilk aragtirmalar yapilmistir. Bu
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aragtirmacilara gore antisocial behaviors kelimelerinin bir
araya gelmesiyle ortaya c¢ikan antisosyal davranig terimi,
sonucunda fiziki veya sozlii bir sekilde diger insanlara zarar
veren davraniglari ifade etmektedir (Dodge ve ark. 2006). S6z
konusu bu davraniglar hem toplum hem de derslik ortaminda
istenmeyen davraniglar da olabilmektedir. Arzu edilen ve
istendik davranig anlamina gelen prososyal davranig (Zahn-
Waxler ve ark., 1992) ise ozellikle 1990’11 yillarda bilimsel
aragtirmalara konu olmustur. Genel itibariyle de prososyal
davranig bagkalarina yardim etmek veya onlarla paylasmak
gibi, kasith olarak bagka bir kisi i¢in fayda saglayan goniilli
davranis olarak tanimlanmaktadir (Grusec ve ark., 2002).
Prososyal davraniglar, temel egitim doneminde biiyilk 6nem
tagimaktadir. Nitekim bulundugu ortamla iyi iliskilere sahip
olmak, Ogrenciyi kaliteli bir yasam ve akademik basari
acisindan olumlu ydnde etkilemektedir (Arwood ve ark.,
2005). Ogrencilerin hem antisosyal hem de prososyal
davranislari, simif arkadaslarini ve 6gretmenlerini etkiledigi
gibi Ogrencilerin egitim kariyerlerini de etkilemektedir
(Caprara ve ark., 2000). Ogrencilerin sinif i¢i istenmeyen
tutum ve davramiglarinin Onlenebilmesi, olumlu tutum ve
davranislarinin gelistirilebilmesi, 6gretmenlerin sinif yonetimi
basarisini pozitif yonde etkilemektedir.

Ogrencilerin simf ortammda prososyal ve antisosyal
davranis sergilemesinin altinda yatan birden c¢ok neden
olabilmektedir. S6z konusu nedenlerin tespiti noktasinda, sinif
yonetiminde Onemli bir role sahip olan &gretmenlerin
diisiinceleri 6nem kazanmaktadir (Eisenberg ve ark., 2006;
Korkut ve Babaoglan, 2010; Ongéren ve Nurdogan, 2023). Bu
aragtirmada 6grencilerin prososyal ve antisosyal davraniglarini
etkileyen smif igi etmenlerin neler oldugu ile ilgili
Ogretmenlerin gorisleri incelenecektir. Bununla ilgili olarak
oncelikle Ogrencilerin  davraniglarint  etkileyen smif igi
etmenlerin neler oldugunu 6grenmek adina kuramsal bilgilerin
incelenmesi konunun tam olarak anlasilmasi adina faydali
olacaktir.

Ogrenci Davramslarim Etkileyen Simif ici Etmenler

Ogrencinin davranislari, okul, aile ve sosyal cevre iiggeni
icerisinde sekillenmektedir (Akyildiz, 2017). Ogrencilerin
davraniglarina etki eden etmenlere yonelik egitimcilerin
yapmis oldugu siniflandirma ise 6grencinin davraniglarina etki
eden etmenlerin sinif i¢i ve simif dist etmenler olarak ikiye
ayrilmaktadir. Buna gore 6grencilerin davranislarina etki eden
etmenlerden okul, aile, sosyal ¢evre dzellikleri, bireyler arasi
uyumsuzluk ve firsat esitsizligi gibi sinif dis1 etkenler olarak
belirlenmistir (Akhter ve Sumi, 2014; Berliner David, 2009;
Celik, 2005; Fortin ve ark., 2006; Uitto ve ark., 2006; Yasar,
2016). Sinif i¢i etmenler ise smifin fiziksel yapisi ve sosyo-
psikolojik ortam, egitim programi ve Ogretim yontemleri,
ogrenci ozellikleri, 6gretmen davranislart ve 6zellikleri olarak
siralamak miimkiindiir (Atici, 2014; Balay ve Saglam, 2008;
Barrett, 2010; Bayraktar, 2015; Capri ve ark., 2011; Infantino
ve Little, 2005; Kargin, 2007; Snell ve ark., 2002; Weinstein,
1977; Wheldall ve Beaman, 1994; Wanless, 2016; Yuvaci ve
Daglioglu, 2018; Zembat ve ark., 2020).

Okullar 6grencilerin hayatinin 6nemli bir kismin1 gegirdigi
ve sosyallesme ile birlikte formel bilgileri edindigi yerlerdir.
Ogrencinin okulda gegirdigi siirenin kahir ekseriyeti de smif
ortamindadir (Yuvact ve Daglioglu, 2018). Sinif alani ise
insanlarin karsilikli iligkilerinin yasantiya doniistiigi egitim ve
Ogretim faaliyetlerinin gergeklestigi sosyal ortamlardir.
Bununla birlikte c¢ocugun yaratict diisiinme becerilerinin
gelisiminde sosyal ortami ile kurdugu etkilesim oldukca

48

onemlidir. Fakat son zamanlarda okullarda zorbalik ve disiplin
problemleri gibi istenmeyen 6grenci davraniglarina daha ¢ok
rastlanmaktadir (Capri ve ark., 2011; Snell ve ark., 2002;
Sensoy ve Sagsoz 2015). Bu durumda da okul igerisinde
olumlu  yasantilarla  beraber  olumsuz  durumlarin
yasanabilecegi ihtimali ortaya ¢ikmaktadir. Okulda veyahut
siif ortaminda &grencilerin davraniglarini etkileyen ¢esitli
etmenler bulunmaktadir. Ozellikle sinif ortaminda yiiz yiize ve
yakin iligkilerin gergeklesmesinden kaynakli olarak 6grenci
davraniglarinin ne sekilde gergeklestigini goézlemlemek
miimkiin goriinmektedir. Buna bagli olarak smif igerisinde
Ogrencilerin  davraniglarin1  etkileyen Dbirtakim etmenler
bulunmaktadir (Balay ve Saglam, 2008; Bayraktar, 2015;
Infantino ve Little, 2005; Wang ve ark., 2020; Wheldall ve
Beaman, 1994).

Ogrencilerin davramislarin1 etkileyen nedenlerin basinda
smifin fiziksel yapist ve sosyo-psikolojik ortam gelmektedir.
Sosyo psikolojik ortam kisinin gegmisinden giiniimiize dogru
igerisinde bulundugu ortamin davraniglarina yapmis oldugu
etkiyi ifade etmektedir (Coskun, 2021). Kozan ve
arkadaslarina (2019) gore siniflarin fiziksel goriinim ile
birlikte sahip olduklar1 mimari fonksiyonlar da dgrencilerin
davranislarina etkide bulunabilir. Ayrica sinifin sekli, rengi,
estetik yapisi ve konforlu kullanim diizeyi ve mimari yapisi
icerisinde bulunan kigilerin davraniglar1 {izerinde etkili
olabilmektedir. Her ne kosulda olursa olsun psikolojik a¢idan
giiven veren ortamlar bireylerin ilgili konulara aktif katilime1
olmasimmi1 saglamaktadir (Wanless, 2016). Bu yoniiyle
disiintildiigiinde psikolojik yonden giivenli sinif ortamlari da
Ogrencilerin goriis ve diisiinceleri, inanglari, tecriibeleri ve
yaraticiliklarin1 ifade etmeleri agisindan kendilerini rahat
hissettikleri ortamlardir (Barrett, 2010; Zembat ve ark., 2020).
Sinif ortaminda gerginlik ve ikili iliskiler agisindan
huzursuzluk durumunun yasandigi ortamlarda Sgrencilerin
kendilerini ifade etmeleri sorunlu olmakla birlikte s6z konusu
durum davranislarina da yansimaktadir (Durmusoglu, 2008).

Egitim programi ve Ogretim yontemleri S&grencilerin
davranislarini etkileyen bir diger siif i¢i etmendir. Etkili bir
egitim ve Ogretim programi islevsel ve esnek olmasinin
yaninda 6grencilerin ilgi ve gereksinimlerini karsilayabilen ve
amag, icerik ve egitim durumlar arasinda iyi bir entegrasyon
saglamas1 gerekmektedir (Kargm, 2007). Milli Egitim
Bakanliginin 2020 yilinda yayimladigi Egitim Faaliyetleri
Degerlendirme Raporu’nda da 6gretim programlari, 6gretmen
rehberliginde 6grencilerin kazanmasi gereken temel bilgi ve
beceriler olarak tanimlamaktadir. Bundan kaynakli olarak da
iyi ve etkili bir dgretim programi Ogrencilerin davranig
degisikliklerine olumlu yansir demek miimkiindir (Milli
Egitim Bakanligi, 2020). Fontana (1985) da miifredat
programinin, 6grencilerin kendilerini ve digerlerini anlamalari
icin gerekli bilgi ve becerileri 6grettigi ve yasamlarinda
kullanilacak faydali bilgiler igerdigi ayrica akademik anlamda

kendilerini  gelistirdigi miiddetce ilgilerini ¢ekecegini
belirtmistir.

Antisosyal 6grenci davramislar1 ile ilgili yapilan
aragtirmalar incelendiginde; okullarda son zamanlarda

zorbalik, disiplin problemleri ve arzu edilmeyen Ogrenci
davranislarina daha ¢ok rastlandig: (Capri ve ark., 2011; Snell
ve ark., 2002), Ogrencilerin arzu edilmeyen olumsuz
davranislar sergilemesinde sinif i¢i etmenlerin &nemli yer
tuttugu (Akhter ve Sumi, 2014; Kozan ve ark., 2019; Uitto ve
ark., 2006; Wanless, 2016; Yasar, 2016), o&grencilerin
davranislarini etkileyen sinif i¢i etmenlerin sinifin fiziki yapisi
ve sosyo-psikolojik ortam, egitim programi ve Ogretim
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yontemleri, 6grenci oOzellikleri, 0gretmen davranislart ve
ozellikleri olarak siralandig1 (Barrett, 2010; Bayraktar, 2015;
Carlo ve Randall, 2002; Infantino ve Little, 2005; Kargin,
2007; Snell ve ark., 2002; Wheldall ve Beaman, 1994;
Wanless, 2016; Yuvaci ve Daglioglu, 2018; Zembat ve ark.,
2020) belirtilmektedir. Prososyal 6grenci davranislar ile ilgili
yapilan aragtirmalar incelendiginde ise; okul Oncesi
cocuklarda (13-70 aylik ¢ocuklarda) dogal goézlem yoluyla
yapilan bir caligmada Ogretmen uygulamalari, materyal
kullanimt vb. durumlarin 6grencilerde g¢esitli prososyal
davraniglara imkan tamdigr (Aydin, 2021); ilkdgretim
ogrencilerine yonelik yapilan bir aragtirmada da okul ikliminin
pozitif olmast ve dgretmenlerin 6grencilerle yakin iliskiler
kurmast vb. durumlarin &grencilerde c¢esitli prososyal
davranislara imkan sagladigi ve zorba egiliminin azaldigi
sonucuna ulagilmistir (Toga ve Ozmusul., 2022). Bu bakimdan
antisosyal ve prososyal davraniglara olanak saglayan
durumlarin neler oldugu yapilan arastirmalardan yola ¢ikarak
arastirmanin en dnemli problem durumunu olusturmaktadir.
Ogretmenler, miifredat programimi ogrencilere sunup
uyguladigi ve sahip oldugu 6gretim tarzi, kiiltiirii, karakteri ve
felsefi bakis agisi gibi faktorler sinif yoOnetimine etkide
bulundugu icin 6grenci davraniglarinin sekillenmesinde ve
yonlendirilmesinde de oldukca onemli bir unsurdur (Atici,
2014; Balay ve Saglam, 2008; Capri ve ark., 2011; Salmon,
1988; Struyven ve ark.,, 2006). Bundan dolay1 da
Ogretmenlerin  sinif yonetimi ve Ogrenci davranislari
konusunda goriis ve degerlendirmelerinin ne sekilde oldugu
konusu énem kazanmaktadir. lgili alanda gerceklestirilen
literatiir taramasinda 6gretmenlerin dogrudan goriislerine yer
veren c¢alismalara  rastlanilmamasi bu  arastirmanin
gerekliligini dogurmustur. Nitekim sinifin 6nemli bir pargasi
olan ve smif yonetimi konusunda lider etken olan
Ogretmenlerin (Balyer, 2016; Mohammadjani ve Tonkaboni,
2015; Sokmen ve ark., 2020) gorlislerine yer verilerek
literatiire katki saglanacaktir. Ayrica giiniimiiz &grenci
davranislarinin ne sekilde oldugu ve nereye dogru yon aldigi
ile ilgili bilgilere yer verileceginden arastirmanin basta
ogrenci, veli ve Ogretmenlere da katki sunmasi
beklenmektedir. Buna yonelik olarak arastirmada &gretmen
goriisleri baz alinarak ortaokul 6grencilerinin prososyal ve
antisosyal davramiglarmi  etkileyen sinif i¢i  etmenleri
incelemek amaglanmaktadir. Bu genel amag¢ kapsaminda
aragtirmada su sorularin cevaplart aranmistir:
1. Ogrenci davranislart {izerinde
ozelliklerinin  etkisi  konusunda
diisiinceleri nelerdir?
Ogrenci davranislan iizerinde dgrenciler arasindaki
smiflarda olusan sosyo-psikolojik ortamin etkisi
konusunda 6gretmenlerin diisiinceleri nelerdir?
Ogrenci davramiglar iizerinde basar1 durumunun
etkisi konusunda 6gretmenlerin diisiinceleri nelerdir?
Ogrenci davranislar1 {izerinde 6grenme Ogretme
sireclerinde tercih ettikleri  O0gretim  tarzinin
durumunun  etkisi  konusunda  dgretmenlerin
diistinceleri nelerdir?
Ogrenci davraniglar1 iizerinde Ogretmenin Kkisisel
Ozelliklerinin  etkisi konusunda &gretmenlerin
diisiinceleri nelerdir?

sinifin  fiziki
Ogretmenlerin
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Yontem
Arastirma Modeli

Bu arastirma nitel ¢aligma olarak tasarlanmistir. Arastirmada,
Ogretmen goriisleri baz almarak ortaokul Ogrencilerinin
prososyal ve antisosyal davramiglarii etkileyen simif ici
etmenleri incelemek amaclandigi i¢in nitel arastirma
tekniklerinden olgubilim (fenomenoloji) modeli
uygulanmistir. Olgubilim arastirmalarinda bireylerin herhangi
bir olay hakkindaki deneyimlerinin belirlenmesi en temel
noktadir (Creswell ve Miller, 2000). Bununla birlikte
olgubilim deseni bireylerin deneyimlerini sadece bir olgu ile
smirlandirmakta ve deneyimledikleri konular iizerine
odaklanmaktadir (Gliner ve ark., 2015; Yildirim ve Simsek,
2013). Smif igerisinde Ogrencilerin olumlu ve olumsuz
davranislarina etki eden nedenleri en iyi betimleyecek ve
deneyimleyecek kisilerin Ogretmenler oldugu
diigiiniilmektedir. Nitekim Ogrenci davraniglarinin
degerlendirmesine yonelik yapilan arastirmalarda katilimei
grubun ¢ogunlukla 6gretmenlerden olustugu gézlemlenmistir
(Akyildiz, 2017; Allgaier ve ark., 2015; Balay, 2008; Capri ve
ark., 2011; Celik, 2005; Durmusoglu, 2008). Bu arastirmada
da ogretmenlerin 6grenci davraniglarina etki eden sinif igi
etmenler hakkindaki goriis ve deneyimlerinden ayrintili bir
sekilde yararlanmak i¢in olgubilim deseni kullanilmistir.

Calisma Grubu

Arastirmada g¢aligma grubunun tespit edilmesinde olasilikli
olmayan ornekleme yontemlerinde amacl 6rnekleme yontemi
kullanilmistir. S6z konusu yontemin kullanilmasindaki gaye
ise incelenmekte olunan aragtirmanin amaci dogrultusunda
farkli katilimecidan bilgi toplamayr olanakli kilmaktir. Bu
sekilde probleme taraf olabilecek kigilerin aragtirmanin amaci
dogrultusunda ve farkliik gosteren durumlar arasinda
paylasilan veya ortak deneyimlerinin bulunup bulunmadigi
tespit edilmekte ve bu farkliliga gore problem durumunun
farkli boyutlar1 ortaya koyulmaktadir (Baltaci, 2018; Etikan ve
ark., 2016). Bu aragtirmada da katilime1 grubunun gesitliligini
saglamak adina farkl: ilgelerdeki ortaokullar ve ayni ilgedeki
farkli ortaokul tiirleri tercih edilmistir. Bununla birlikte glinliik
sosyal yasama dair en yakim bilgi iceriginin yer aldigt ve
Ogrencilerin en ¢ok katilim gosteren ders oldugu i¢in ortaokul
ders miifredatinda yer alan Sosyal Bilgiler dersini isleyen
Sosyal Bilgiler 6gretmenlerine agirlik verilmistir.

Bu arastirmada Istanbul ili Anadolu yakasindaki farkli
ilcelerde (Maltepe, Kartal ve Pendik) ve farkli ortaokul
tiirlerinde (Imam Hatip Ortaokulu ve Ortaokul) gérev
yapmakta olan toplam alt1 &gretmen ile gorligiilmiistiir.
Katilimer grubunun belirlenmesi adina arastirma konusunun
deneyim ve tecriibe ile ilgili olmasindan dolay1 6gretmenlerin
mesleki tecriibelerinin bes yil ve {izeri olmasina ve cinsiyet
dagiliminin esit olmasina 6zen gosterilmistir. Aragtirmanin alti
(6) katilimer ile gerceklestirilmesi arastirmanin en 6nemli
sinirliligini - olugturmustur. Bu  durumu agmak adina
katilimcilarin mesleki tecriibeleri 6nemsenerek ortalama 10 y1l
iizeri mesleki tecriibeye sahip 6gretmenler katilimci olarak
belirlenmistir. Bununla birlikte katilimcilarin Istanbul ilinin
sadece ii¢ (3) ilgesindeki okullardan segilmesi de bir diger
sinirlilik durumunu olusturmus bunun igin de segilen ilgelerin
farkli sosyal ekonomik ozelliklere sahip olmalarina dikkat
edilmistir. Katilimcilara ait 06zellikler Tablo 1’de yer
verilmigtir.
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Tablo 1. Katilimci grubun dzellikleri

Rumuz Cinsiyet Yas Egitim Durumu  Boliim/Brans Deneyim/Y1l
K1 Kadin 39 Lisans Rehberlik Ogretmenligi 17 yil
K2 Kadin 45 Yiiksek Lisans Sosyal Bilgiler Ogretmenligi 21 yil
K3 Kadin 44 Doktora Sosyal Bilgiler Ogretmenligi 22 yil
El Erkek 46 Yiiksek Lisans Cografya Ogretmenligi 23 yil
E2 Erkek 36 Lisans Sosyal Bilgiler Ogretmenligi 12 yil
E3 Erkek 34 Lisans Sosyal Bilgiler Ogretmenligi 10 yil

Veri Toplama Araclari

Olgubilim (fenomonolojik) aragtirmalarda veri toplama islemi
gozlemler, belgeler ve gesitli goriismelerle (yapilandirilmis ve
yar1 yapilandirilmis) gergeklestirilmektedir (Creswell ve Poth
2016; Yidirirm ve Simsek, 2013). Bu arastirmada veriler
goriisme yontemi kullanilarak toplanilmis ve veri toplama
araci olarak yar1 yapilandirilmis goériisme formu kullanilmistir.
Nitekim Johnson ve Turner (2003), sosyal bilimler alanindaki
aragtirmalarda goriisme yonteminin siklikla kullanildigin
belirtmistir. Yar1 yapilandirtlmig goriismeler doldurmaya
dayali testler ve anketlerde yer alan smirliligi ortadan
kaldirmasi, belirli bir konuda derinlemesine bilgi edinmeye
yardimc1 olmasi, sahip oldugu belli diizeydeki standartligt ve
esnekliginden kaynakli yeni ve 6zgiin fikirleri ortaya ¢ikarttig1
icin Ozellikle sosyal bilimler alanindaki arastirmacilarca
siklikla tercih edilmektedir (Kallio, Pietild, Johnson ve
Kangasniemi, 2016; Yildinm ve Simsek, 2013). Bu
aragtirmada da yar1 yapilandirilmis goriisme formu sorulari
hazirlanmadan o6nce konuyla alakali literatiir taramasi
yaptlmigtir. Literatiir taramasi tamamlandiktan sonra
olusturulan goriisme sorular1 ilk olarak Sinif Ogretmenligi
alaninda uzman bir Jgretim gorevlisinin  goriisiine
sunulmustur. Akabinde ise ayni gorlisme sorulari Sosyal
Bilgiler Ogretmenligi alaninda uzman bir dgretim {iyesine de
goriisii alinmak {izere sunulmustur. Bahse konu goriisme
formu sorularinda uzman goriisleri alindiktan sonra gesitli
diizenlemeler gergeklestirilmistir. Daha sonrasinda da
goriisme formu sorular1 pilot uygulamanin yapilmasi igin
ortaokulda gorev yapan 1 Rehberlik Ogretmeni ve 1 Sosyal
Bilgiler Ogretmenine yéneltilmis ve uygulama toplamda 47
dakika stirmiistiir. Gergeklestirilen pilot uygulamanin sonunda
yart yapilandirilmis goriisme formu sorularina nihai sekli
verilmistir. Yar1 yapilandirilmis goriigme formunun ilk
boliimiinde katilimcilarin demografik 6zelliklerini tanimlayict
sorular1 yer almaktadir. ikinci bélimde ise katilimcilarm
Ogrencilerinin prososyal ve antisosyal davranislarini etkileyen
simif i¢i etmenler hakkinda Ogretmenlerin gorislerini
saptamay1 amaglayan sorular bulunmaktadir.

islem

Bu ¢aligmada goriisme formunun uygulanmasi adina ilk olarak
okul idarecilerinden izin istenmis ve izin alinan okullarda
arastirmaya katilacak olan dgretmenlerden goniilliiliik esasina
gore Oncelikle randevu talep edilmis ve Ogrenci
hareketliliginin az oldugu uygun zaman diliminde de
goriismeler gerceklestirilmistir. S6z konusu goriismeler
baglamadan evvel katilimcilara arastirmanin amaci ve dnemi
hakkinda bilgi verilerek arastirmada inandiriciligin saglanmasi
calisilmistir. Goriismelerden elde edilecek olan verilerin
bilimsel kullanim haricinde higbir yerde kullanilmayacagi ve
kurum ve sahis acik kimlik bilgilerinin goriigme formunda
kesinlikle belirtilmeyecegine ve mevcut kisisel bilgilerin
hicbir yerde gegmeyecegi kendilerine acikga ifade edilmistir.
Goriigmeler, 2022 EKim-Kasim aylarinda goniilliiliik esasina
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gore katilimer onay1 alinarak yapilmistir. Endise ve kayginin
olmadig1 ve samimi bir ortamda yapilan goriismeler, ortalama
20-30 dakika siireleri igerisinde olup toplamda 168 dakikalik
gorisme kaydi alinarak gergeklestirilmistir. Yiiz yiize
gerceklesen goriismelerde veri kaybinin dnlemesi maksadiyla
katilimcilarin rizas1 alinarak kayit cihazi da kullanilmistir. Bu
sayede arastirmanin dis gecerligi saglanmaya ¢alisilmistir.

Veri Analizi

Bilimsel arastirmalarda verileri agiklayabilecek olan kavram
ve temalara ulasmada igerik analizi teknigi siklikla
kullanildigindan (Mayring, 2000) bu g¢alismada da veriler
igerik analizi teknigine gore analiz edilmistir. Nitekim igerik
analizinde veriler, timevarimci bir diigsiinceyle ortak noktalar
g6z Oniinde tutulup kodlanarak belirli temalar olusturulmakta
ve bu sekilde sunulmaktadir (Elo ve Kyngés, 2008; Yildirim
ve Simsek, 2013). Bundan dolay1 goriisme kayitlarindan elde
edilen veriler dinlenerek yaziya dokiilmiistiir. Dékiimden elde
edilen goriisler, Nvivo 12.0 programi yardimiyla aragtirma
yazarlar1 tarafindan kodlanmis daha sonra kodlar belirli
kategori/temalar altinda analiz  edilmistir. ~ Arastirma
yazarlarina gdre kodlamalar arasinda farklilik c¢ikmasi
durumunda tekrar bir araya gelinerek ortak bir karara
varilmistir. Arastirma verilerinin ve kullanilan alintilarin ifade
edilmesinde katilimct Ogretmenlere birer kod numarasi
(K1...E1...) verilmesi suretiyle agiklamalarda bulunulmustur.
Aragtirmanin onaylanabilirligi saglanmaya yodnelik katilimer
gorislerinden kategorize edilmis bazi veriler dogrudan
verilmistir. Arastirmada giivenirligin saglanmasi adina elde
edilen bulgularin amaca yonelik ve tutarli olmasi (Creswell ve
Miller, 2000; Yildrim ve Simsek, 2013) ile ilgili
degerlendirme yapmalart i¢in iki katilmciya (K2, E1)
sunulmus ve olumlu doniit alinmistir. Bununla birlikte Miles
ve Huberman’in (1994) nitel arastirmalarda kullanilmasini
Onerdigi  giivenirlik  formiiliinden de yararlanilmigtir
(Giivenirlik Formiilii: Goriis Birligi/ Goriig Birligi+ Goriis
Ayriligr). Arastirma notlartyla birlestirilip dijital ortamda
yazili duruma getirilen goriisme kayitlarindan ortaya g¢ikan
veriler li¢ farkli aragtirmaci tarafindan kodlanarak ana tema/alt
tema ve kategorilere ayrilmistir. Arastirmacilarin ortak goriis
bildirdigi ve goriis ayrilig1 yasadigi maddeler hesaplanarak
aragtirmanin giivenirligi 0,86 olarak hesaplanmigtir. Nitekim
Miles ve Huberman’a (1994) gore de giivenirlik hesaplama
sonucunun 0,70 iizerinde gerceklesmesi aragtirmanin giivenilir
oldugunu gostermekte olup arastirma kapsaminda elde edilen
sonuglarin giivenilir oldugu kabul edilmistir.

Arastirmacinin Rolii

Dogas1 geregi nitel arastirmalar 6zneldir, zira arastirmacinin
rolii hatta bizzat kendisi dahil anahtar veri toplama aracini
olusturmaktadir (Tekindal ve Uguz Arsu, 2020). Bu durumu
asmak adina nitel aragtirmalarda caligmanin gilivenirligini
saglamak arastirmanin objektif olmasi i¢in olduk¢a dnem arz
etmektedir. Buna yonelik olarak nitel arastirmalarda ayni
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goriisme dokiimiinii birden fazla arastirmacinin bagimsiz bir
sekilde kodlamasi ve akabinde ortaya ¢ikan benzerlik ve
farkliliklarin tartisilmasi elzemdir. Bu sekilde arastirma
sonuglarinin teyidi ile bulgulara son hali verilebilmektedir
(Creswell ve Miller, 2000). Bu ¢alismada arastirma siirecinde
yer alan ii¢ arastirmacinin da bakis agisini aragtirmaya
katabilmek maksadiyla arastirmacilarin ayr1 ayri1 analiz
yapmasina ve ortaya c¢ikan bulgularin (tema ve kodlar)
kargilagtirilmasina dayali bir anlayis ortaya konulmustur.
Bunun yani sira fenomolojik aragtirmalarda birden ¢ok
aragtirmacinin analiz agisindan tam anlamiyla ortaklagmasinin
miimkiin olamayacagindan (Burrell ve Morgan, 2017) bu
calismada da {i¢ arastirmaci da analiz siirecine bagimsiz bir
sekilde katki sunmus olsa da tema ve kategorilerin son sekle
getirilme siirecinin biiyiik 6l¢ekte ilk yazarin sorumlulugunda
gerceklestirilmistir.

Etik Onay Bilgileri

Bu arastirmaya ait etik onayr Marmara iiniversitesinden
almmustir.

Bulgular

Bu c¢alismanin birinci arastirma sorusu, smifin fiziki
Ozelliklerinin 6grenci davraniglarini nasil etkiledigine iligskin
katilimcilarin ne diisiindiigiinii saptamaktir. Bu kapsamda
katilimcilarla yapilan goriismelerden elde edilen verilerin
analiz edilmesiyle ulasilan tema ve kodlara Tablo 2’de yer
verilmigtir.

Dersliklerin Fiziksel Ozelliklerinin Ogrenci

Davramislarina Etkisine Yonelik Bulgular

Ortaokul 6gretmenlerinin, 6grencilerin prososyal ve antisosyal
davranislarina etki eden sinif i¢i unsurlara iligkin goriisleri;
dersliklerin fiziksel 6zellikleri, dersliklerdeki sosyo-psikolojik
ortam, 0grenci basart durumu, dégretmenlerin ders esnasinda
kullanmig olduklar1 6gretim yontemi/ders anlatim sekli ve
sahip olduklar1 kigisel 6zelliklerin 6grenci davranislarina olan
etkisi olmak iizere beg ana tema altinda diizenlenmistir.

Tablo 2’de verilen bulgulardan da anlagilabilecegi gibi
katilimcilar dersliklerin uyumsuz oturma diizeninin olmasinin,
yeterli kullanim alanina sahip olmamasinin, duvar renginin
koyu renk olmasinin ve kuzey tarafinda olmasinin (giines
almamasinin) 6grencilerin olumsuz davraniglar géstermelerine
neden olacagini ifade etmiglerdir.

Konuyla ilgili olarak K2, dersligin sik sik havalandirilmasi
ile birlikte ogrencinin olumlu davraniglar gdsterecegini
belirtmistir. Buna gore katilimci K2’ nin goriisme dokiimiinden
dogrudan alinan ifade 6rnegi soyledir;

“...ozellikle renk ve havalandirmanin dogrudan etkisi var.

Fiziksel olarak kiiciik boyutlu sinif ogrencileri olumsuz

etkiliyor. Havalandirmanin iyi ve stk olmasi, giin boyu

stirekli giines almamasi ¢cok énemlidir. Cok giinesli olunca

ogrenciler sicaktan (vaz ks fark etmiyor), giines 15181 hic

almayinca bu defa soguktan rahatsiz oluyorlar. Siniflari
boyarken canli renk segimi bence daha olumlu etkide
bulunuyor...”.

Katilime1 E2, dersliklerin havalandirilmasinin 6grencilerin
davranislarina olumlu davranig sergilemesinde etkili olacagini
belirtmistir. Buna gore E2’nin gorliisme dokiimiinden
dogrudan alinan ifade 6rnegi soyledir;

“...0grenciler sinif igerisinde havasiz ortamlarda iken
derse etkin katihm saglayamamaktadirlar. Duvar rengi
acik olan smiflarda 6grencilerin verdikleri cevaplar tutarl
ve nettir. Oturma diizeni agisindan boy swrasina gore
oturulmanmin  mantikly  oldugunu diigiiniiyorum ayrica
ogrencileri tembel/caliskan olarak ayirmanin dogru
olmadigint  diisiiniiyorum  ¢iinkii  tembel  olarak
nitelendirilen ogrencilerin birbirlerine bakarak olumsuz
davramiglar  sergilemesine  yol — ag¢mak — miimkiin
goriinmektedir...”.

Katilimer K1 dersliklerin yeterli kullanim alanina sahip
olmamasinin ve dersliklerin fiziksel yapisinin (sira/masa
diizeni, duvar rengi) Ogrenci davraniglart iizerinde etkili
oldugunu belirtmistir. Buna gore K1’in gériisme dokiimiinden
dogrudan alinan ifade 6rnegi soyledir;

“...fiziksel yapt1 iyi diizenlenmisse davramiglarda olumlu
etkiler gozlemlenir. Bunlardan bazilari; Birlikte ¢alisma
istegi  olusmasima  katkida  bulunur,  6grencilerin
giidiilenmesini kolaylastirir, ogrenmeyi destekler ya da
engeller, smifin blylikligli dgrencinin etkinliklerini
yvapabilecegi genis alanlar sunar, sinifin rengi 6grencilerin
stirekli okula gelmesini giidiiler, temiz olmasi égrencilere
de olumlu davranmiy aliskanlhigi kazandwrwr. Oturma diizeni
derslerin etkin ve akici bir isleyise kavusturur. ILyi
diizenlenmemis bir sinif ortaminda dgrenciler okula
gelmek istemez ¢iinkii motive olamazlar. Ogrenciler derste
motive  olamadiklart  zaman uyumsuz  davranislar
sergilerler. Bu fiziksel yapimin hepsi birbiri ile
baglantilidir aslinda, bazilarindaki bozukluk ve diizensizlik
ogrencilerin ilgisini, istegini azaltir...”.

Katilime1 K3 dersliklerin duvar renklerinin 6grencinin
olumlu/olumsuz davranis sergilemesinde etkili olacagin
belirtmistir. Buna gére K3’{in goriigme dokiimiinden dogrudan
alinan ifade 6rnegi soyledir;

“...swifin rengi sart ise disart ¢ikma istegi uyandirmakta,
havasiz  olmasi  uyuklamalarina,  soguk  olmasi
motivasyonlarmmin diigmesine sebep olmaktadir. Oksijenli
ve normal ayarda isist olan ortam ogrencinin dinlemesini
etkilemektedir. Yazin giinege doniik bir sinif bazen sicaktan
fenalasmalara sebep olabiliyor. Acik, havadar, ferah
swiflar iyi havalandirian siniflarda davranig problemleri
azdwr. Birbiri ile siki fiki olan ¢ocuklar yan yana oturunca
stkintt ¢ikabiliyor...”.

Tablo 2. Olumlu/Olumsuz davraniglarin gériilmesinde dersliklerin fiziki kosullarinin etkisi

Ana Tema Alt Tema Kod f Katilimcilar

Havalandirmanin olmasi 5 K1, K2, K3, E1, E2

Olumlu Davrams Agik duvar rengi 4 K1, K2, K3, E1
Dersliklerin Gilines almasi 3 K2, K3, E3
Fiziki Temiz tutulmasi 1 K1
Kosullarinin Uyumsuz oturma diizeni 4 K1, K2, K3, E3
Etkisi Olumsuz Davran Yetersiz kullanim alan1 4 K1, K2, K3, E3
g Koyu duvar rengi 3 K1, K3
Kuzeyde olmast 1 E3

51



H. Ongoren, A. Uzun ve A. Katilmus / Erzincan Universitesi Egitim Fakiiltesi Dergisi, 26(1)

Tablo 3. Olumlu/Olumsuz davraniglarin gérillmesinde 6grenciler arasindaki sosyo psikolojik ortam etkisi

Ana Tema Alt Tema Kod f Kattmcilar
Olumlu D Benzer yasantt durumu 2 K3, E2
. umlu Davrans . -
Ogrenciler Cinsiyet yakinligi 1 K83
Arasindaki Akrabalik durumu 5 KI1,K2, K3, E2, E3
Sosyo- Farkli kiiltiir ve koken durumu 4 K1,K3, E1 E2
Psikolojik Olumsuz Davranis Sosyo-ekonomik farklilik durumu 3 Ki1,K2,K3
Ortam Kisisel husumet durumu 2 KI1,E1
Ailevi husumet durumu 2 K3, E2

Katilimer E3 dersliklerde uyumsuz oturma diizeninin
olmasiin dgrencilerin olumsuz davranis sergilemesinde etkili
olacagint ifade etmistir. Buna gore E3’in goriisme
dokiimiinden dogrudan alinan ifade drnegi soyledir;

“...genis ve tekli siralarin bulundugu siniflarda olumsuz
davramg goriilme sikligi, kiiciik ve ikili swalarin
bulundugu sinmiflara gore daha diisiiktiir. Giiney cepheye
bakan siiflarda ve kuzey cepheye bakan siniflarda bile bu
durum fark etmektedir. Giiney cepheye bakan siniflarda
cocuklar daha uysal ve iyimser iken, kuzey cepheye bakan
swiflarda ¢ocuklar daha karamsar ve ice kapanik
olmaktadir...”.

Dersliklerdeki  Sosyo-Psikolojik ~ Ortamin
Davramislarina Etkisine Yonelik Bulgular

Ogrenci

Bu ¢alismanin ikinci arastirma sorusu, dersliklerdeki sosyo-
psikolojik ortamin Ogrencilerde olumlu veya olumsuz
davranislarin goriilmesinde ne tiir etki olusturduguna iligkin
katilimcilarin ne diisiindiiklerini saptamaktir. Bu kapsamda
katilimcilarla yapilan goriismelerden elde edilen verilerin
analiz edilmesiyle ulagilan tema ve kodlara Tablo 3’te yer
verilmigtir.

Tablo 3’te verilen bulgulardan da anlasilabilecegi gibi
katilimcilar, &grencilerin arasindaki akrabalik durumunun,
farkli kiiltiir ve koken durumunun ve sosyo ekonomik farklilik
durumunun 6grencilerin olumsuz davranislar gostermelerine
neden olacagini ifade etmiglerdir.

Konuyla ilgili olarak K1 6grenciler arasindaki farkli kiiltiir
ve koken durumu ile akrabalik durumlarmin &grencide
olumsuz davranig sergileyecegini belirtmistir. Buna gore
katilimct1 K1°nin goriisme dokiimiinden dogrudan alinan ifade
ornegi soyledir;

“...s08yo-psikolojik ortam ile davramgslar arasinda
etkilesim vardir. Bunlarin nedenlerinden birisi farkl
kiiltiirde yetismis olmalaridwr. Kiiltiir farkliliklar suif
icinde ¢atismalara neden olmaktadir. Ornegin Dogu ve
Giineydogu kdkenli ailelere mensup dgrenciler ile Ege,
Marmara ve Karadeniz kékenli ailelere mensup ¢ocuklar
arasinda bazen sorunlar ¢ikabilmektedir. Buna karsin ayni
zamanda  Ogrencilerin  farklhiliklara  karsi  olumlu
davranmiglar da gozlenmektedir. Akrabalik ve husumet gibi
durumlar olumlu ya da olumsuz davranis gelistirmelerine
neden olabilmektedir. Bu durum birbirini ornek alma,
onun gibi olma ¢abasi, birliktelik, is birligi i¢inde ¢alisma,
catisma, kiskanma, kavga seklinde karsimiza ¢ikiyor...”.

Katilme1 E2 de ogrenciler arasindaki farkli kiiltiir ve
koken (Suriyeli Arap 6grenci ve Tiirk 6grenci) durumu ile
akrabalik (kardes, kuzen vs.) durumlarinin 6grencide olumsuz
davranislar sergilemesine sebebiyet verdigini belirtmistir.
Buna gore katilimer E2’nin gériisme dokiimiinden dogrudan
alinan ifade 6rnegi soyledir;
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“...swnif icerisinde ogrencilerin kendi aralarinda kurmus
olduklari sosyo-psikolojik ortamin ogrenci davranislarina
yansimast oldugu kac¢imilmaz bir gercekliktir. Ornegin
Suriye uyruklu ogrencilerin Tiirk 6grencilerle hizli bir
sekilde iletisim kuramamast bu égrencilerin birbirlerine
karsin olumlu davranis gelistirmelerine engel olmaktadir.
Ayrica ayni mahalleden sokaktan ya da akraba (kardes,
kuzen) olan ogrenciler arasinda davranis yoniinden
birbirine benzeme durumu oldukg¢a sik yasanmaktadur. Son
olarak husumetli ailelere mensup ¢ocuklarin birbirlerine
karst davranislart olumsuzdur...”.

Katilimer K3 6grenci aileleri arasindaki ailevi kaynakli
samimi yakmlik ve husumet durumunun varligi 6grenci
davraniglart iizerinde olumlu/olumsuz etki yaratmaktadir.
Buna gore katilime1 K3’iin goriisme dokiimiinden dogrudan
alinan ifade 6rnegi soyledir;

“...0grencinin ig¢inde bulundugu sosyal ortam ve psikolojik

ortam  davramslarini, esprilerini, deneyimlerini

etkilemektedir. Ailelerinin birbirine karst duygu ve
diistinceleri ogrencilerin arkadasliklarint belirlemektedir.

Mahallede yasanan bir olay okula yansimakta aileler

bazen  okula  gelip  Ogrenciyi  bile  dovmeye
calisabilmektedir. Mahallenin kiiltiirii ailenin tek goz
odada  yasamast  ogrencilerin  esprilerinden  bile

anlasilmaktadir. Sinifta genelde gruplasmalar olur. Bazen
bolgesel bazen de cinsiyet temelinde gruplasirlar. Ornegin
kiz ogrenciler kendi aralarinda olumlu davranis
sergilemektedirler. Kardes ve yakin akrabalar ayni
swmiftaysa ya ¢ok ice kapamik ya da asirt yaramaz
olurlar...”.

Katilime1 E3 ise benzer cinsiyette akraba dgrencilerin ayni
sinifta olmalar1 halinde birbirlerini etkilediklerini ve olumsuz
davraniglar sergileyerek baska Ogrenciler iizerinde baski
kurma girisimine girdiklerini belirmistir. Buna gore katilimci
E3’iin goriisme dokiimiinden dogrudan alinan ifade ornegi
sOyledir;

“...ikiz ogrencilerin ayni sinifta oldugu sinmiflarda ¢ocuklar
kendini rahat ifade edememekte, birisi baskin oldugu icin
digerinde ice kapaniklik olmakta. Kuzen erkek ¢cocuklar da
aym swmifta olunca sikintilar yasanmakta. Birbirlerinden
giic alip, diger ogrencileri ezebiliyorlar. Swmiflarda
genellikle ayni yoreden olan dgrenciler, diger 6grencileri
ezebiliyor...”.

Basar1 Durumunun Ogrenci Davramslarina Etkisine
Yonelik Bulgular

Bu calismanin {igiincii arastirma sorusu, 6grencilerdeki basari
durumunun olumlu veya olumsuz davranislarin gériilmesinde
ne tir etki olusturduguna iliskin katilimecilarin  ne
diistindiiklerini saptamaktir. Bu kapsamda katilimcilarla
yapilan goriismelerden elde edilen verilerin analiz edilmesiyle
ulasilan tema ve kodlara Tablo 4’te yer verilmistir.
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Tablo 4. Basari/Basarisizlik durumu ile 6grencilerin sergiledikleri davranislar arasindaki iligki

Kategori Alt Kategoriler f Katilimcilar
Cevresiyle sosyal ve uyumlu davraniglar gosterir 5 K1, K2, K3, E2, E3
Basarih Ozgiivenli hareket eder 1 K1
Ogrenci Derslik ortamina uygun hareket eder 1 K2
Nadiren de olsa davranig problemi yasar 1 E3
Basarisiz Cevresiyle antisosyal ve uyumsuz davranislar gosterir 5 K1, K2, K3, E1, E3
Ogrenci Siirekli davranis problemi yasar 4 K1, K2, K3, E1
Derslik ortamina uygun hareket etmez 1 K3

Tablo 4’te verilen bulgulardan da anlasilabilecegi gibi
katilimeilar, 6grencilerin  basarili  olmalar1  durumunda
cevresiyle sosyal ve uyumlu davraniglar gosterdigini, derslik
ortamina uygun hareket ettiklerini ve nadiren de olsa davranig
problemi  yasadiklarint  belirtmiglerdir. Buna  karsin
katilimcilar basarisiz 6grencilerin de antisosyal ve uyumsuz
davranislar  gosterdigini, stirekli  davranig  problemi
yasadiklarim1 ve derslik ortaminda uygunsuz hareketler
sergilediklerini ifade etmiglerdir.

Konuyla ilgili olarak K2 basarili 6grencinin gevresiyle
sosyal ve uyumlu davraniglar sergiledigini ve derslik
ortaminda uygun hareketler gosterdigini belirtmistir. Buna
gore katilimer K2’nin goriisme dokiimiinden dogrudan alinan
ifade 6rnegi soyledir;

“..bence burada dgrencinin karakteri de etkili bazi
ogrenci basarisiz ama uyumlu bir tutumda olurken bazisi
da basarili ama yaramaz olabilir. Genel olarak basarili
ogrencilerin  smif i¢inde daha wyumlu olduklarim
soyleyebilirim. Ogrenci eger girdigi dersin ¢calisma yontem
tekniklerini bilmiyorsa bu onu hem basarisiz kilarken hem
de bazen olumsuz davramglar sergilemesine neden
olabiliyor...".

Katilimer K3, 6grencinin bagarisinin diismesine bagl
olarak c¢evresiyle antisosyal ve uyumsuz davranislar
sergiledigini ve sonug itibariyle derslik ortamina uygun
hareketler sergilemediklerini belirtmistir. Buna gére katilimei
K3’iin goriisme dokiimiinden dogrudan alinan ifade 6rnegi
soyledir: “Basarilt  6grencilerin  genellikle davranislar
problemsiz olmakta ve okul ortamina uygun davramslar
sergilemektedirler. Ogrencinin basarisi diistiikce ve okulla
ilgili etkinliklerde yer almadik¢a olumsuz davranis sergileme
olasiligr artmaktadir”.

Katilime1 K1 ise basarili 6grencinin 6zgiivenli oldugunu ve
bundan dolayr da diger ogrencilerle uyumlu davranislar
sergiledigini basarisiz Ogrencilerin de kimseyle iletisim
kurmayarak yalnizlig1 tercih ettigini bundan dolay1 uyumsuz

davranislar sergileyebildiklerini belirtmistir. Buna gore
katilimcr K1’in goriisme dokiimiinden dogrudan alinan ifade
ornegi soyledir;
“Basaritli ogrenciler daha ozgiivenli, sosyal ve uyumlu
iliskiler kurabilirken, basarisiz égrenciler antisosyal ve
uyumsuz davraniglar sergilemektedir. Bunun nedenleri
basarili ogrenciler siniftaki 6grenciler tarafindan kabul
gormiis kisilerdir, onlar gibi olma istegi vardwr, herkes
onlarla oynamak, konugsmak ister. Diger tarafia basarisiz
olan ogrenciler ile kimse iletisim kurmak istemez, sinif
icinde yalniz kalmiglardir genellikle hatta bazen alay etme
ve dislanma gibi durumlar ile de karsilagilmaktadr”.
Katillme1 E3 6grencinin basarili olmast halinde bile
nadiren de olsa davranig problemi yasadigini belirtmistir. Buna
gore katilime1 E3’iin goriisme dokiimiinden dogrudan alinan
ifade 6rnegi soyledir;
“Ogrenciler varhgim hissettirmek ister. Kimi égrenci
basarisiyla kendisini gésterir, kimisi de yaramazlik
yaparak ben buradayim, beni gériin der. Caliskan, ders
dinleyen  ogrencilerde  davranig  problemleri  nadir
goriiniirken, Dersi dinlemeyen, derse alaka géstermeyen
ogrencilerde davranig problemi stk goziikmektedir. Nadir
de olsa ¢ok c¢aliskan ve davramg problemi gdsteren
ogrenciler de olmaktadir”.

Ogretmenin Kullandigi Ogretim Yonteminin Ogrenci
Davramislarina Etkisine Yonelik Bulgular

Bu c¢alismanmn dordiincli  arastirma sorusu, Ogretmenin
kullandig1 6gretim yontemi/ders anlatim seklinin dgrencilerde
olumlu veya olumsuz davraniglarin goriilmesinde ne tiir etki
olusturduguna iliskin katilmcilarin ne  disitindiiklerini
saptamaktir.  Bu  kapsamda  katilimcilarla  yapilan
goriismelerden elde edilen verilerin analiz edilmesiyle ulasilan
tema ve kodlara Tablo 5°te yer verilmistir.

Tablo 5. Olumlu/Olumsuz davraniglarin gériilmesinde 6gretmenlerin kullandiklari 6gretim yontemlerinin/ders anlatim sekli

etkisi
Ana Tema Alt Tema Kod f Katihmcilar
Ogrenci merkezli 6gretim yontemi kullanma 6 K1, K2, K3, E1, E2,
E3
Farkli ve ¢ok yonlii 6gretim yontemleri kullanma 5 K1, K2, K3, E2, E3
08 leri Olumiu Ogrenciyi tanimak iizerine kurulu ders anlatim 3 K2, El, E2
gretmenlerin yolunu kullanma
Kullandiklan Davranis lars. d . . 2 E2 E3
Oretim Oyun gruplari, drama ve soru cevap yontemi .
ant mi/Der kullanma
Azlaflml Sef(l: Sosyal etkinliklerle dersi gerceklestirme 2 K1, K3
Giincel olaylarla iliskilendirme yapma 1 K2
Tek bir 6gretim yontemi kullanma 2 K1, El
Olumsuz
Davram Okuma (sunus) yoluyla ders anlatma 1 El
i Merkezi sinavlara yonelik ders anlatmasi 1 E3
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Tablo 5’te verilen bulgulardan da anlasilabilecegi gibi
katilimcilar, 6gretmenlerin derslerde 6grenci merkezli 6gretim
yontemi kullanma, 6grenciyi tanima iizerine kurulu 6gretim
yontemi kullanma ve farkli ve ¢cok yonlii 6gretim yontemleri
kullanmalar1 durumunda Ogrencilerde olumlu davranislarin
ortaya ciktigini belirtmislerdir. Buna karsin katilimcilar,
Ogretmenlerin derslerde tek bir dgretim yontemi kullanma,
okuma (sunus) yoluyla ders anlatma ve yalnizca merkezi
sinavlara yonelik ders anlatmalar1 durumunda 6grencilerin
olumsuz davranislar sergiledigini ifade etmislerdir.

Konuyla ilgili olarak katilime1r E1 6gretmenlerin dgrenci
merkezli dgretim yontemi izlemesi ve diiz anlatim yolunu

tercih etmesi durumunda Ogrencinin derste sikilmaya
baglayacagmma vurgu yaparak derse aktif katilim
saglamayacagindan Ogrencinin olumsuz davranis

sergilemesine sebebiyet verecegini belirtmistir. Buna gore
katilimc1 E1°nin goriigme dokiimiinden dogrudan alinan ifade
Ornegi soyledir;

“...0gretmenlerin ders esnasinda kullandiklar: 6gretim
yontemleri ogrencilerin prososyal ve antisosyal davranig
gelisimine ¢esitli katkilarda bulunabilir. Bunun sebebi,
ogrenciye zihinsel olarak ulasim olabilir. Bundan dolay:
da o6grenci merkezli bir oOgretim ydntemi izlemek
ogrencinin  antisosyal — davramig  sergilememesini
saglayabilir. Eger ki 6gretmen diiz okuma anlatim yolunu
kullanarak dersi anlatirsa 6grenci sikilr ve olumsuz
davranis sergilemeye baslar...”.

Katilimer E3 de 6gretmenin ders anlatiminda diiz okuma
ve sadece merkezi siavlara (AYT, TYT ve LGS) yonelik ders
anlatim yollarim tercih etmesi durumunda 6grencinin derse
stirekli aktif katilimi saglanamayacagindan olumsuz davranis
sergileyecegini belirtmistir. Buna gore katilimct E3’lin
goriisme dokiimiinden dogrudan alinan ifade 6rnegi soyledir;

“Ders isleyisinde sunus yoluyla ogretim uygulandiginda
ogretmen merkezli oldugu icin ¢ocuklarin  sosyal
gelisimine bir katki sunmaz. Derste miinazara, drama,
beyin firtinasi gibi tekniklerle zenginlestirilince ¢cocuklarin
sosyal gelisimine katki saglar. Miifredati yetistirme,
kalabalik siiflar, LGS, AYT ve TYT gibi sinavlarda
basarili olma kaygisindan dolayr ogretmenler sunug
yoluyla 6gretime yonelmekte maalesef. Sosyal gelisim
ikinci plana atilmakta...”.

Katilimer K1 ise 6gretmenin derste farkli ve ¢ok yonlii
Ogretim yontemi kullanmasi ve Ogrenciyi derse katilim
saglamasma doniik etkinlikler uygulamasi durumunda
Ogrencinin olumlu davranis sergileyecegini belirtmistir. Buna
gore katilimer K1’in goriisme dokiimiinden dogrudan alinan
ifade 6rnegi soyledir;

“.farkli ve ¢cok yénlii 6gretim yontemlerini secen bir

ogretmen Ggrencilerin prososyal yoniiniin gelismesine

katki saglar. Ciinkii 6grenci de derse katilir, aragtirir, plan
yapar, geziler diizenler, yaparak yasayarak J&grenir,
birlikte is birligi icinde Ogrenirken ogreten roliine de

gecer. Tek bir ogretim yontemini segen Ogretmen

ogrencinin daha pasif, sadece ogrenen modelde antisosyal

davraniglar gelistirmesine neden olabilir...”.

Katilimer K2 Ogretmenin ders anlatiminda igerikteki
bilgileri giincel olaylarla iligkilendirerek anlatmasi gerektigine
vurgu yaparak bu sayede Ogrencinin derste 6grendiklerini
kendi yagamina uyarladigini ve bu durumda 6grencinin olumlu
davranis sergileyecegini belirtmistir. Buna goére katilimei
K2’nin goriisme dokiimiinden dogrudan alinan ifade &rnegi

sOyledir;
“...0gretmenin ogrenciyi tamimasi ogrenciyi yerine goére
egitimde merkeze almasi, ders igerigini miimkiin

oldugunca giinliik hayatla iligkilendirmesinin ogrenci
davranmiglarin yiizde yiiz etkiledigini diisiiniiyorum. Ctinkii
anlatilan konu 6grencinin kafasinda somutlastirilinca ve
ogrenci bunu kendi hayatina uyarlayinca esas o zaman
olumlu davranig ortaya ¢ikmaktadir. Ayrica ogretmenin
swif i¢indeki tutumu égrenci tizerinde hayat boyu olumlu
va da olumsuz sonuglar olusturabilmektedir. Etki tepki ve
rol/model  hususlart  bu durumda gegerlidir diye

>

diistintiyorum...”.

Ogretmenin Kisisel Ozelliklerinin Ogrenci Davramslarina
Etkisine Yonelik Bulgular

Bu calismanin besinci aragtirma sorusu, dgretmenin kigisel
ozelliklerinin 6grencilerde olumlu veya olumsuz davraniglarin
goriilmesinde ne tiir etki olusturduguna iliskin katilimeilarin
ne diisiindiiklerini saptamaktir. Bu kapsamda katilimcilarla
yapilan goriismelerden elde edilen verilerin analiz edilmesiyle
ulasilan tema ve kodlara Tablo 6’da yer verilmistir.

Tablo 6’da verilen bulgulardan da anlasilabilecegi gibi
katilimeilar 6gretmenlerin iyi kisilik &zelliklerine sahip
olmasi, Ogrencilerle pozitif iletisim kurmasi, disiplin ve
prensip sahibi olmasi 6grencilerde olumlu davranig gelisimi
sagladigini  belirtmislerdir. Buna karsin  katilimcilar
Ogretmenlerin derslikte asir1 otoriter ve agresif olmasi, tutarsiz
davranmasi ve Ogrencilerin sorunlarimi gérmezden gelmesi
sonucunda Ogrencilerin olumsuz davraniglar sergiledigini
ifade etmislerdir.

Katilimer K2 6gretmenin dgrenci ile diyalog kurmasi
gerektigine vurgu yaparak Ogrenci ile iletisim kurmanin
Ogrencide giiven duygusunun gelistirdigini bu sayede
Ogrencinin olumlu davranislar sergiledigini belirtmistir. Buna
gore katilimer K2’nin goriisme dokiimiinden dogrudan alinan
ifade 6rnegi soyledir;

“...ogretmenin Ozellikleri ogrenci iizerinde hayat boyu

olumlu ya da olumsuz anlamda derin izler birakabilir.

Kisacast  ogretmen  oOgrencinin  simif  igerisindeki

olumlu/olumsuz davranislarini da etkiler. Lyi bir kisilige

sahip ve ders anlatiminda dgrencilerle diyalog kurabilen
bir ogretmen Ogrencisine giiven verir ve o6grenci sinif

icerisinde olumlu davranis sergiler...” .

Tablo 6. Olumlu/Olumsuz Davranislarim Goriilmesinde Ogretmenlerin Kisisel Ozelliklerin Etkisi

Ana Tema Alt Tema Kod f Katilimcilar
Tyi kisilik 6zelliklerine sahip olmasi 3 K1, K2, E3
Ogretmenlerin Olumlu Davrams Ogrer%cﬂerle.p'OZ}tlf 1le.t1§.1m kurmasi 2 K1, K3
o Prensip ve disiplin sahibi olmas1 1 K1
Kisisel N
> . . . Tecriibeli ve donanimli olmasi 1 E3
Ozelliklerinin - -
.. Asirt otoriter ve agresif olmasi 2 K3, E1
Etkisi Olumsuz
Davram Tutarsiz davranmasi 1 E2
i Ogrencinin sorunlarin gérmezden gelmesi 1 E2
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Katilimer E3 6gretmenlerin ders esnasindaki tutumlari,
tecrilbbe ve donanimlarinin 6grencilerin davraniglar: izerinde
etkili oldugunu ve 6gretmenin Ggrencilere rol model teskil
ettigini belirtmistir. Buna gdre E3’iin gdriisme dokiimiinden
dogrudan alinan ifade 6rnegi soyledir;

“Ogrenciler égretmenlerin  aynasidir.  Ogretmenlerin

ogrencilere  hitap sekli, davramisi smifin  iklimini

etkilemektedir. Abartili olmamakla beraber giyim kusam
konusunda serbestligi savunuyorum. Bu ¢agda giyim
kusamin davranislara sekil verdigini diisiinmiiyorum.

Ogretmenlikte  tecriibe  arttikca — sumf  hakimiyeti

artmaktadir. Ogretmenlerin olaylara bakis agist ve tutumu

ogrencilerin  davramislarint  sekillenmesinde  etki
etmektedir...”.

Katilimer E2 ¢gretmenin tutumlarindaki tutarlilik yoniine
vurgu yaparak Ogrencinin tutarsiz ve ¢eligkili anlatim
sergileyen 6gretmene karsi saygisiz davranabilecegini ve bu
durumda Ogrencinin sinifta olumsuz davranig
sergileyebilecegini belirtmistir. Buna gore katilimci E2’nin
goriisme dokiimiinden dogrudan alinan ifade 6rnegi soyledir;

“..0gretmenin siniftaki tutumu kesinlikle davranig
iizerinde etkilidir. OSrenci égretmeni tartar ve sinirlarini
ona gore cizer. Ogretmenden ¢ekinirse davraniglarina
dikkat eder. Yani demem o ki tutarsiz davranis sergileyen
ogretmenin ogrencisi de kendisine tutarsiz davranir,
ornegin yalan séyler. Ogretmen de yalani gormezden gelir
ve de ogretmen tutarsizilik icinde kalir...”.

Katilimei E1 ise 6gretmenlerin ¢ok fazla otoriter ve agresif
olmalarinin &grencilerde bikkinlik duygusu yaratacagma
vurgu yaparak  Ogrencilerde  olumsuz  davranislarin
goriilmesine sebebiyet verecegini belirtmistir. Buna gore
katilimct E1’in gériisme dokiimiinden dogrudan alinan ifade
Ornegi soyledir;

“..bence d&gretmenlerin dgrenci davramiglart iizerinde
karakterlerinin  etkisi  bulunmaktadir.  Agresif  bir
ogretmenin  ogrencilerinde  de  agresif  tutumlar
gozlenebilir. Ciinkii ogrencilere karsi aswi otoriter ve
baskict olmaya c¢alismak kendilerinden bezdirme ve
usanma durumu yaratir bu durumda da ogrenciler
antisosyal davranis egilimine girerler”.

Tartisma, Sonu¢ ve Oneriler

Bu calismada 6grencilerin olumlu ve olumsuz davraniglarini
etkileyen smif igi etmenlerin neler oldugu ile ilgili
Ogretmenlerin goriigleri incelenmeye calisilmugtir.
Arastirmada dersliklerin fiziksel 6zelliklerinin, dersliklerdeki
sosyo-psikolojik  ortamin, &grencinin  basari/basarisizlik
durumunun, Ogretmenin kullandigi 6gretim ydnteminin,
Ogretmenin kisisel 0Ozelliklerinin &grenci davraniglarini
etkiledigine yonelik goriisler saptanmigtir. Aragtirmaya katilan
Ogretmenler,  dersliklerin  fiziksel  yapist  agisindan
havalandirmanin bulunmasi, duvarlarin agik renkte olmasi ve
giines almast gibi durumlarda 6grencilerin genel itibariyle
olumlu davraniglar sergiledigini buna karsin dersliklerde
uyumsuz oturma diizeninin varligi, dersliklerin yetersiz
kullanim alanmna sahip olmamasi ve dersliklerin duvar
renginin koyu olmasi durumunda 6grencilerin genel itibariyle
olumsuz davranislar sergilemeye basladiklarini
belirtmislerdir.

Aragtirma kapsaminda elde edilen bulgular konu ile ilgili
daha oOnceki arastirma sonuglari ile karsilastirilmistir. Bu
kapsamda dersliklerin  fiziksel 6zelliklerinin ~ 6grenci
davranislarina yonelik etkisi ile ilgili Weinstein (1977) yapmuis
oldugu aragtirmada O&grencilerin dersligin bulundugu Kkat,
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derslik kullanim alan1 ve dersliklerin oturma diizeninin
ogrencilerin olumlu/olumsuz davraniglart {izerinde etkili
oldugunu belirtmistir. Apter (1982) de smiflarin fiziki
ozellikleri ile Ogrencilerin motivasyonu arasindaki iliskiyi
incelemek icin yapmis oldugu arastirmada dersliklerdeki
akustik, 151k, renk, sicaklik ve koltuk diizeni gibi faktorlerin,
Ogrencilerin siniftaki davraniglar1 ve akademik becerisi
tizerinde etkili oldugunu belirtmistir. Dersliklerin kullanim
alam ile ilgili olarak Sensoy ve Sagséz (2015) yapmis
olduklar1 arastirmaya gore dersliklerdeki kullanim alaninin
yeterliligi ile Ogrencilerin olumlu davranig gelistirmeleri
arasinda anlamli bir iliski oldugunu belirtmislerdir. Aym
sekilde Lewinski (2015) de siniflarin yeterli kullanim alanina
sahip olmasi ile 6grenci 6grenme i¢in giidiilendigini ve bu
durumda 6grencinin olumlu davranis sergilemeye bagladigimi
belirtmistir. Buna karsin Girmen ve arkadaslarmin (2006)
yaptiklart aragtirmada smiflarin kullanim alanlar1 agisindan
yetersiz ve diizensiz olmast durumunda Ogretmenlerin
ogrencilere olumlu rol model olarak o6grencinin olumlu
davranis  gelistirmesi  konusundan  katki  sunacagini
belirtmektedir. Bu bakimdan dersliklerin fiziksel 6zellikleri ve
kullanim olanaklar1 6grenci davraniglari lizerinde etkili oldugu
diigiiniilmektedir.

Dersliklerdeki ~ sosyo-psikolojik ~ ortamin  6grenci
davranislarina etkisine yonelik olarak katilimcilar, 6grenciler
arasindaki akrabalik, farkl: kiiltiir ve koken durumu ve sosyo-
ekonomik farkliliklarin  6grencinin olumsuz davranislar
sergilemesine yol actigin1 buna karsin ayni cinsiyetteki
ogrencilerin yakinlik kurma durumu ve 6grenciler arasindaki
yasant1 benzerligi s6z konusu olunca bu 6grencilerde olumlu
davranislarin  gelistigini belirtmislerdir. Nitekim Cho ve
arkadaglar1 (2001) kirsal alanda yasayan 6grencilerin benzer
sosyo-kiiltiirel faaliyet ve sosyo-ekonomik durumda olduklari
i¢in kendi aralarinda olumlu davraniglar sergilediklerini buna
karsin metropollerde yasayan Ogrencilerin farkli sosyo-
kiiltiirel ve sosyo-ekonomik geg¢mise sahip olduklarindan
kendi aralarinda olumlu davranig sergileyemediklerini
belirtmektedirler. Ayrica Wang ve arkadaglar1 (2020)
ogrencilerin smif icerisindeki sagladiklari olumlu psikolojik
ortama dikkat gekerek Ogrencilerin kendi aralarinda sosyo-
psikolojik uyum sagladigi zaman akademik basar1 elde
ettiklerini, alman egitim kapsaminda o6grencilerde olumlu
yonde davranis degisikligi gozlemlendigini 6zellikle de benzer
aile yapisina sahip Ogrencilerin birbirlerine daha yakn
davrandiklarini belirtmektedirler. Bu degerlendirmelere karsin
Abbas (2002) arastirmasinda Ingiltere’de farkli kiiltiirden
gelen oOgrencilerin  kendi aralarinda hizli bir sekilde
kaynastigin1 ve kurduklar etkilesim sayesinde sinif igerisinde
olumlu psikolojik ortamin olugmasini sagladigini belirtmistir.
Buna gore dersliklerdeki sosyo-psikolojik ortamin 6grencinin
davranislar lizerinde etkili oldugu diistiniilmektedir.

Ogrencilerin basarili olmas1 durumunun davranislarina ne
tiir etkide bulunduguna yonelik katilimcilar, 6grencilerin
cevresiyle sosyal ve uyumlu davraniglar gosterdiklerini,
Ozgilivenli olduklarin1 ve nadiren de olsa davranig problemi
yasadiklarini belirtmislerdir. Ogrencilerin basarisiz oldugunda
bunun davraniglarina ne tiir etkide bulunduguna yonelik ise
katilimeilar, 6grencilerin antisosyal ve uyumsuz davranislar
gosterdigini ve derslik ortaminda olumsuz davranislar
sergiledigini belirtmislerdir. Oyle ki Lyman ve arkadaslarmin
(1984) yaptig1 arastirmada dgrencilerin sorumluluk bilincine
dikkat ¢ekerek basarili 6grencilerin gérev ve sorumluk bilinci
acisindan yetersiz 6grencilere gore daha 6nde olduklarini ve
cevrelerine davranis agisinda daha hizli adaptasyon
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yasadiklarimi belirtmektedirler. Tagdemir ve Tasdemir (2010)
de basarili Ogrencilerin basarisiz 0grencilere goére sinif
ortaminda diger Ogrencilerle ortak c¢alisma acisindan daha
hevesli olduklarini, sosyal problemlerin ¢oziimii icin fikir
iirettiklerini, 6gretmenle yakin iliski kurmaya calistiklarini ve
sinif arkadaglar1 ile uyumlu olduklarini saptamislardir. Bu
degerlendirmelere karsin Soner (2000) basarili olmann tek
bagmna ogrenci lizerinde olumlu davranig gelistirmesi
konusunda yeterli olmadigint belirterek yine de basarili
ogrencilerin smif ortaminda basarisiz 6grencilere gore daha
uyumlu davranislar gosterdigini fakat basarili ya da basarisiz
olmanin Ozgiiven duygusu iizerinde etkili olmadigin
belirtmektedir. Buna gore arastirma sonuglari ve ilgili
aragtirmalara bakildiginda ogrencinin basarili olmastyla
olumlu davranis sergilemesi arasinda etkilesim oldugu
diigiiniilmektedir.

Ogretmenin ~ ders anlatiminda  kullandi§1 ~ dgretim
yonteminin dgrenci davranislarina etkisi ile ilgili katilimcilar,
6gretmenin 6grenci merkezli, 6grenciyi tanima lizerine kurulu
ve ¢ok yonlii Ogretim yontemleri kullanmasi halinde
ogrencilerin olumlu davranis sergilediklerini buna karsin
katilimeilar, tek bir ogretim yontemi kullanma, merkezi
siavlara yonelik ders anlatma ve sunus yoluyla ders anlatma
yontemlerini kullanmalart durumunda ise Ogrencilerin
olumsuz davranig sergilediklerini belirtmiglerdir. Struyven ve
arkadaglar1 (2006) arastirmalarinda Ogretim yonteminin
etkisine dikkat ¢ekmis ve 6grenciyi harekete geciren d6grenci
merkezli 6gretim yonteminin izlenmesi durumunda 6grencinin
ogretmenle daha yakin iliski kurma firsat1 yakaladigi bundan
dolay1 da 6grencinin smif igerisinde sergiledigi davraniglarin
olumlu yonde gelistigini  belirtmektedirler.  Nitekim
Mohammadjani ve Tonkaboni (2015) de 6gretmenlerin ders
anlatiminda isbirlikli 6grenme yontemi izlemesi durumunda
derse katilim diizeyi diisiik olan 6grencinin bile derse katilim
gostermeye calistigint ve ders ortaminda dgrenme havasinin
olustugunu bu durumda o&grencilerin olumlu davranislar
sergilemesini sagladigim belirtmektedirler. Bu
degerlendirmelere karsin Blumenfeld ve Meece (1988),
Ogretmenin ders anlatiminda Ogrenci merkezli egitimi
uygulayarak  Ogrenciyi  istendik  (olumlu) davranisa
siriikleyebilecegini  fakat bunun gergeklesmesinin  de
6grencinin  hazirbulunusluk  diizeyine bagli  oldugunu
belirtmektedirler. Buna gore Ogretmenlerin ders anlatimi
esnasinda Ogrenciyi mobilize edecek Ogrenci merkezli bir
anlatim tarzini benimsemesi Ogrencinin olumlu davranis
sergilemesine katki sunacag diisiiniilmektedir.

Ogretmenin kisisel ozelliklerinin dgrenci davranislarina
etkisi ile ilgili katilimcilar, 6gretmenin iyi kisilik 6zelliklerine
sahip olmasi, disiplin ve prensip sahibi olmasi ve 6grencilerle
pozitif iletisim kurmasi durumunda O6grencilerin olumlu
davranis sergilediklerini buna karsin, dgretmenin derslikte
asir1 otoriter ve agresif olmasi, tutarsiz davranmasi ve 6grenci
sorunlarini goérmezden gelmesi gibi durumlarda 6grencilerin
olumsuz davranig gelistirdiklerini belirtmislerdir. Sahin (2011)
etkili bir 6gretmenin sahip olmasi gereken kisilik 6zellikleri ile
ilgili yapmis oldugu aragtirmada 6gretmenlerin ¢evresine ve
Ogrencilerine davranislartyla model olmasi, ahlakli ve tutarh
olmast ve kendisiyle barigik olmasit gerektigi sonucuna
ulagsmistir. Benzer sekilde Phillips ve arkadaslarmin (1985)
yapmis oldugu arastirmada atilgan, hayal giicii yiiksek ve ders
anlatiminda beceri diizeyi yiiksek olan Ogretmenlerin
Ogrencileri olumlu davranisa yonlendirmede daha etkili
olduklarini tespit etmislerdir. Buna gore meslegini seven
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Ogretmenlerin O6grencileri olumlu davraniglara sevk etmede
daha bagarili olduklarini belirtmek miimkiin gériinmektedir.

Aragtirmanm en onemli sinirliligt alti (6) katilimer ile
gerceklestirilmesidir. Bunu agsmak adina katilimcilarin mesleki
yeterlilik ve tecriibeleri gbéz oOniinde bulundurulmus ve
ortalama 10 yil tizeri mesleki tecriibeye sahip 6gretmenler
katilime1 olarak belirlenmistir. Ayrica katilimcilarin Istanbul
ilinin sadece ii¢ (3) ilgesindeki okullardan segilmesi de bir
diger sinirlilik olmustur. Bunu agmak adina da ilgelerin farkli
sosyal ekonomik ozelliklere sahip ilgeler olmasina dikkat
edilmistir.

Bu aragtirmada elde edilen bulgu ve sinirliliklar temel alinarak
asagidaki oOneriler gelistirilmistir:

Bu ¢alisma derslik ortaminda 6grenci davranislarina
etkide bulunan unsurlarin neler oldugu ile ilgili
sadece Ogretmen goriisleriyle sinirli tutulmustur.
Bundan dolay1 sinif dis1 6grenci davranislarina etki
eden unsurlarin 6grenilmesi de dnem arz etmektedir.
Buna yonelik olarak 6grenci davraniglarina etki eden
okul i¢i ve okul dist unsurlarin neler oldugu ve
Ogrencilerin  hangi  kosullar altinda olumlu
davranislar sergilendiginin bilinmesi i¢in dogrudan
ogrencilere yonelik ¢aligmalarin yapilmasinin 6nemli
oldugu soylenebilir.

Bu aragtirmada katilimcilara gore dersliklerin fiziksel
ozelliklerinin ve sosyo-psikolojik ortamin 6grenci
davranislar1 iizerinde etkili oldugu ortaya c¢ikmuistir.
Katilimcilarin mesleki deneyimlerinin ortalama 10
yil {izerinde oldugu goz 6niinde bulunduruldugunda
dersliklerde o6grenci davraniglarina etki  eden
unsurlarin neler oldugu ile ilgili yeterli bir mesleki
tecrilbeye sahip olduklart anlasilmaktadir. Ayrica
dersliklerin fiziksel yeterlilik ve sosyo-psikolojik
ortam agisindan uygun duruma getirilmesine yonelik
ogrencilerden hayallerindeki okul ortami ile ilgili
fikirlerini almak ve okul tasarimlarinda dgrencilerden
alman fikirlere de yer verilmesinin énemli oldugunu
belirtmek miimkiindiir.

Bu c¢aligmada, 6gretmenin derste kullanmis oldugu
Ogretim yonteminin Ogrenci davranislari {izerinde
etkili oldugu ortaya cikmustir. Ozellikle &grenci
merkezli yontem ve tekniklerin 6grencilerin olumlu
davranis gostermesine olumlu katkida bulundugu igin
O6grenme ve Ogretme siireclerinin dgrenci merkezli
tasarlanmasi onerilebilir.

Bu aragtirmadan elde edilecek sonuglar 27/8/2003 tarihli
ve 25212 sayili Resmi Gazete’de yayimlanan Milli Egitim
Bakanligi ilkégretim Kurumlart  Yonetmeliginin - 113.
Maddesine dayandirilarak kurulan “Ogrenci Davranislarini
Degerlendirme Kurulu’nun ogrenci davranislarini
degerlendirme konusunda alacagi kararlarla ilgili yardimci
kaynak olabilmesi bakiminda da énemli goriilmektedir.

Yazar Katki Oram

Tim yazarlar makalenin tiim siireglerinde esit oranda rol
almiglardir. Tiim yazarlar ¢aligmanin son halini okumus ve
onaylamistir.
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Extended Abstract

Understanding children and knowing what they want is
important to prepare them for the future as it provides insight
educators on how to educate them. For educators, the most
important key to look at the future with hope is raising a wise,
happy, self-confident generation (Nelson & Bloom, 1997).
Considering this aspect, the most important environment that
prepares children for the future is the classroom environment
where they are educated. According to Drucker (2011), the
basic education that starts in the family environment for a child
continues in the social and school environments. The meaning
of the classroom environment for the child also affects the
quality of education the child receives. Each child who is
educated in classroom environments comes from a different
family and cultural structure. Considering this situation, it is a
natural result that children's behaviors are different from each
other (Phillips & Lowenstein, 2011).

When the research on antisocial behavior was examined, it was
found that bullying, discipline problems, and undesirable
student behaviors have been encountered more recently in
schools (Capri et al., 2011; Snell et al., 2002). In-class factors
play an important role in students exhibiting undesirable
negative behaviors (Akhter and Sumi, 2014; Kozan et al.,
2019; Uitto et al., 2006; Wanless, 2016; Yasar, 2016), in which
the factors affecting the behavior of students in the classroom
are listed as the physical structure of the classroom and the
socio-psychological environment, educational program,
teaching methods, student characteristics, teacher behaviors
and characteristics (Barrett, 2010; Bayraktar, 2015; Infantino
and Little, 2005; Kargin, 2007; Snell et al., 2002; Wheldall and
Beaman, 1994; Wanless, 2016; Yuvaci and Daglioglu, 2018;
Zembat et al., 2020). When the research on prosocial behavior
is examined, a study conducted through natural observation in
preschool children (children aged 13-70 months), teacher
practices, material use found that situations allow for various
prosocial behaviors in students (Aydin, 2021) and the school
climate is positive and teachers establish close relationships
with students. In a study conducted for elementary school
students (Aydin, 2021), it has been concluded that situations
provide opportunities for various prosocial behaviors in
students and the bullying tendency decreases (Toga and
Ozmusul, 2022). In this regard, we formulated the research
questions below as the core focus of what are the situations
that enable antisocial and prosocial behaviors.

1- What are the thoughts of teachers about the impact of the
physical characteristics of the classroom on student behavior?
2- What are the thoughts of teachers about the impact of the
socio-psychological environment formed in the classrooms
between students on student behavior?

3- What are the thoughts of teachers about the impact of
success status on student behavior?

4- What are the thoughts of teachers about the impact of the
state of their preferred teaching style on student behavior in
learning teaching processes?

5- What are the thoughts of teachers about the impact of the
teacher's characteristics on student behavior?

Method

This research was designed as a qualitative study. In the
research, the phenomenology model, one of the qualitative
research techniques, was applied in order to examine the
factors affecting prosocial and antisocial behavior of
secondary school students based on teacher opinions in the
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classroom. Determining the experiences of individuals about
any event is the most basic point in phenomenological research
(Creswell & Miller, 2000). However, the phenomenology
pattern limits the experiences of individuals to only one
phenomenon and focuses on the issues they experience (Gliner
et al., 2015; Yildirim and Simsek, 2013). It is thought that
teachers are the people who will best describe and experience
the reasons that affect the positive and negative behavior of
students in the classroom. As a matter of fact, in the studies
conducted for the evaluation of student behavior, it has been
observed that the participant group consists mostly of teachers
(Akyildiz, 2017; Allgaier et al., 2015; Balay, 2008; Capri et
al., 2011; Celik, 2005; Durmusoglu, 2008). In this research, a
phenomenological pattern was also used to make detailed use
of teachers' opinions and experiences about in-class factors
affecting student behavior.

In the research, the purposeful sampling method was used in
the non-probabilistic sampling methods to determine the
working group. The purpose of using this method is to make it
possible to collect information from different participants in
accordance with the purpose of the research being studied. In
this way, it is determined whether the people who may be a
party to the problem have shared or common experiences in
line with the purpose of the research and between different
situations, and different dimensions of the problem situation
are revealed according to this difference (Baltaci, 2018; Etikan
et al., 2016). In this research, a total of six teachers working in
different districts (Maltepe, Kartal and Pendik) and different
types of secondary schools (Imam Hatip Secondary School
and Secondary School) on the Anatolian side of Istanbul
province were interviewed. In order to determine the
participant group, due to the fact that the research topic is
related to experience, care has been taken to ensure that the
teachers' professional experience is minimum five years or
over and that the gender distribution is equal.

Conclusion and Discussion

The findings obtained within the scope of the research were
compared with the results of previous research on the subject.
Weinstein (1977),in his research on the effect of the physical
characteristics of classrooms on student behavior, stated that
the floor where the classroom is located, the area of use of the
classroom, and the seating arrangement of the classrooms
affect the positive/negative behaviors of the students. Apter
(1982), in his research to examine the relationship between the
physical characteristics of the classrooms and the motivation
of the students, found that factors such as acoustics, light,
color, temperature, and seating arrangement in the classrooms
have an effect on the behavior and academic skills of the
students in the classroom. Regarding the usage area of the
classrooms, Sensoy and Sagsoz (2015) stated that there is a
significant relationship between the adequacy of the usage area
in the classrooms and the positive behavior development of the
students, according to their research. In the same way,
Lewinski (2015) stated in his research that students are
motivated for learning when the classrooms have sufficient
space, and thus positive behavior is observed in the student.

This study has been limited to only the opinions of teachers
about the factors that affect student behavior in the classroom
environment. For this reason, it is also important to learn the
factors that affect out-of-class student behaviors. In this
regard, we can say that it is important to conduct studies aimed
directly at students to know what in-school and out-of-school
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factors affect student behaviors and under which conditions
students exhibit positive behaviors.

According to the participants in this study, it was revealed that
the physical characteristics of the classrooms and the socio-
psychological environment were effective for student
behaviors. Considering that the professional experience of the
participants is +11 years, they have sufficient professional
experience with the factors affecting student behavior in
classrooms. Additionally, it is possible to state that it is
important to obtain the ideas of the students about their
imagined school environments to make the classrooms more
suitable in terms of physical competence and socio-
psychological environment.

In this study, it was revealed that the teaching method used by
the teacher in the lesson was effective for student behavior. We
can suggest that learning and teaching processes should be
designed as student-centered, especially since student-
centered methods and techniques contribute positively to
students' behavior.
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07z: Bu calisma Sosyal bilgiler dersi 6gretim programini 6grencilerden 21. yiizyilda sahip olunmasi beklenen kiiltiirel
beceriler boyutuyla incelemistir. Bu kapsamda once literatiirde bulunan gesitli 21. yiizy1l yetkinlik ve beceri gergeveleri
incelenmis ve bu gergevelerin kiiltiir ile ilgili boyutlari belirlenerek konuyla ilgili 6zgiin bir ¢ergeve ortaya konulmustur.
Daha sonra belirlenen bu beceri setlerinin programdaki beceri ve kazanimlara olan yansimalart incelenmistir.
Calismada nitel arastirma yontemlerinden biri olan durum ¢aligmasi deseni kullanilmis, veri toplama yontemi olarak
da dokiiman incelemesi tekniginden yararlanilmistir. Elde edilen verilerin ¢oziimlenmesi ise igerik analizi yontemiyle
yapilmstir. Calisma sonucunda; kiiltiirel yetkinlikler arastirmacilar tarafindan alt1 baslik halinde kategorize edilmistir.
Programda kiiltiirel okuryazarlik adi altinda somut bir beceriye rastlanamamis ancak konuyla dogrudan veya dolayli
olarak iligkili oldugu disiiniilen beceriler tespit edilmistir. Programda yer verilen kazanimlar incelendiginde ise ¢esitli
kiiltiirel yetkinlikler altinda yer alan 46 adet kazanim bulunmustur. Arastirmacilar, mevcut programin kiiltiirlerarasi
becerileri kazandirma konusunda yetersiz kaldigi konusunda hemfikirdir. Gelecek yillarda yapilacak olan miifredat
giincellemeleri ve yeniliklerle, kiiltiirel becerilerin miifredat i¢inde daha somut ifadelerle yer almasi ve programin
icinde kiiltiirler arasi becerilere daha fazla vurgu yapilmasi beklenilmektedir.

Anahtar Kelimeler: 21. yiizy1l yetkinlik, yeterlilik ve becerileri; sosyal bilgiler 6gretim programu, kiiltiirel beceriler,
kiiltiirlerarasi yeterlilikler, 6grenme kazanimlari

Abstract: This study examined the Social Studies course curriculum in terms of the cultural skills expected from
students in the 21st century. In this context, various 21st-century competency and skill frameworks found in the
literature were examined, the cultural dimensions of these frameworks were determined, and an original framework on
the subject was presented. Then, the reflections of this determined cultural framework on the skills and learning
outcomes in the program were examined. A case study design was used in the study, and the document review technique
was used as the data collection method. The data obtained was analyzed using the content analysis method. In the
results of our work, cultural competencies have been categorized under six headings by researchers. No concrete skills
under the name of cultural literacy were found in the program, but skills that were thought to be directly or indirectly
related to the subject were identified. When the learning outcomes included in the program were examined, 46 learning
outcomes were found under various cultural competencies. Researchers unanimously agree that the current program
lacks in imparting intercultural skills. Future curriculum updates are expected to provide more concrete expressions of
cultural competencies and increase emphasis on intercultural skills within the program.

Keywords: 21st-century competencies, competency and skills; social studies curriculum, cultural skills, mtercultural
competency and competencies, learning outcomes
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Giris

Bilginin 6n planda oldugu 19 ve 20. yiizyil egitim anlayisi,
yerini sadece bilmenin yetersiz kaldig, bilginin yani sira farkli
deger, beceri ve yetkinliklere ihtiya¢ duyulan 21. yiizy1l egitim
anlayisma birakmistir. Nitekim giiniimiiz diinyasina uyum
saglamak adina gereken bilgi, deger, tutum ve beceriler,
gectigimiz yiizyillarin egitim sistemlerinin geleneksel olarak
odaklandiklar1 tartismalardan oldukg¢a farklidir. Giliniimiiz
egitim sistemleri; elestirel diislinebilen, problem ¢6zme
becerisi yiiksek, dijital yetkinliklerle donatilmis, etkili iletigim
saglayabilen, kiiresel farkindaliga sahip ve kiiltiirlerarasi
cesitliligin oldugu ortamlara uyum saglayabilen vatandaslar
yetistirme iizerinde tartigmaktadir. Bugiin egitim ortamlari
Ogrencileri, hizli yasanan ekonomik ve sosyal degisimler
nedeniyle, heniiz icat edilmemis teknolojilere ve dolayisiyla
daha icat olmamis is kollarina, dogal olarak da heniiz
bilmedigimiz problemlere hazirlama sorumluluguyla yiiz
ylizedir. Bu noktada i¢inde bulundugumuz ¢agin gerektirdigi
yetkinliklerin, bagka bir degisle 21. ylizyil becerilerinin neler

oldugu ve okul ortamlarinda ne sekilde yer alacagi problemi
ortaya ¢ikmaktadir. Konuya iliskin 2000°1i yillarin basindan
itibaren ¢esitli g¢evrelerce birgok calisma yapilmistir. Bu
calismalar genellikle beceri, yeterlilik ya da yetkinlik
gergeveleri isimleriyle ortaya konulmustur. Bununla birlikte
Tiirkiye’de 2000°1i yillar sonrasi hazirlanan ve uygulamaya
alman Ogretim programlari biinyesine de beceriler ve
yetkinlikler eklenmigtir. Bu anlamda Tiirk egitim sistemi
icinde bireylere beceri ve yetkinlik kazandirma adina mihver
derslerden birini sosyal bilgiler dersi olusturmaktadir. 2018
SBDOP incelendiginde; yeni programm Avrupa Konseyi
tavsiye karar1 ile hazirlanmis olan Tiirkiye Yeterlilikler
Cergevesi (TYC) baglaminda sekiz anahtar yetkinligi
(anadilde iletisim, yabanci dillerde iletisim, matematiksel
yetkinlik ve bilim/teknolojide temel yetkinlikler, dijital
yetkinlik, 6grenmeyi 0grenme, sosyal ve vatandaslikla ilgili
yetkinlikler, inisiyatif alma ve girisimcilik, kiiltiirel farkindalik
ve ifade) icerdigi gorilmektedir. Ayrica yeni program
hazirlanirken diger c¢evrelerce (ATC21S, 2010; DeSeCo,
2003; enGauge, 2002; Europan Council, 2006; ISTE, 2007,


https://doi.org/10.17556/erziefd.1367145
https://doi.org/10.17556/erziefd.1367145
https://orcid.org/0000-0002-6108-3570
https://orcid.org/0000-0001-8538-1292

F. Diken ve S. Ablak / Erzincan Universitesi Egitim Fakiiltesi Dergisi, 26(1)

MOE, 2010; P-21 Battelle for Kids, 2019; Trilling & Fadel,
2009) yaymmlanmig olan ¢esitli beceri, yetkinlik ve yeterlilik
cergevelerinin goz Oniinde bulunduruldugu da asikardir.
Buradan hareketle bakildiginda TYC kapsaminda belirtilen
sekiz anahtar yetkinlikten birini de caligmaya konu olan
“kiiltiirel farkindalik ve ifade” yetkinliginin olusturdugu
goriilmektedir.

Bilgi ve iletisim teknolojilerinde meydana gelen
degisimler yagsami daha kiiresel, ¢ok kiiltiirlii ve birbirine bagl
hale getirmistir. Bu kapsamda yeni yilizyilin 6grencilerine
kendi kiiltiirlerini ve yabanci kiiltiirleri tanitmak ve diger
kiiltiirler ile iletisime gegerek kiiltiirel farkindaliklara saygi
duyabilme becerilerini gelistirmek diger bir ifadeyle kiiltiirel
okuryazarliklarini gelistirmek konusunda Ogretim
programlarina olduk¢a 6nemli sorumluluk diismektedir. Bu
anlamda 2018 SBDOP’nda yer alan 8 anahtar yetkinlikten biri
olarak ifade edilen "kiiltiirel farkindalik ve ifade yetkinligi"
biiylik 6nem arz etmektedir.

Kiiltiirel beceri, yetkinlik veya yeterlilik bagliklar1 altinda
yapilan caligmalar incelendiginde birgok resmi kurulus ve
sitketin 21. ylizyil becerilerinin neler oldugunu belirleme
yoniinde c¢alismalar yaptigi ve belirli gergeveler ortaya
koydugu goriilmektedir (ATC21S, 2010; DeSeCo, 2003;
enGauge, 2002; Europan Council, 2006; ISTE, 2007; MOE,
2010; P-21 Battelle for Kids, 2019; Trilling & Fadel, 2009).
Bu caligmada da uluslararasi kuruluslarca hazirlanmig olan
cesitli 21. yiizy1l yetkinlik-yeterlilik ve beceri ¢ergevelerinin
kiiltirel boyutlari ve bu boyutlarn 2018 SBDOP’na
yansimalar1 arastirilmistir.

Kiiltiirel Okuryazarhk ve Kiiltiirel Farkindahk

Giliniimiiz diinyasinda yasanan kiiresellesmeye bagli olarak
kiiltiirleraras1 iletisimin ve dolayisiyla etkilesimin arttig1
asikardir (fgli, 2001). Bu durum ¢ok Kkiiltiirliilik ve
kiiltiirleraras1 ~ farkindalik  olgularina  giderek  dnem
kazandirmaktadir. [lgili literatiir incelendiginde, Kkiiltiirel
okuryazarlik, kiiltiirleraras: farkindalik ve ifade, kiiltiirlerarasi
etkilesim ve iletisim, kiiltiirleraras: yeterlilik, kiiltiirlerarasi
uyum gibi konuya benzer agilardan yaklasan birbirinden farkl
calismalarin yer aldigi goriilmektedir (Christensen, 1989;
Hirsch, 1983; Hurn et al., 2013; Kim, 2017). Bu boyutlarin
tamami ele alindiginda oOncelikle karsimiza kiiltiirel
okuryazarlik kavrami c¢ikmaktadir. Zira bahsi gecen
boyutlarda yeterlik ve yetkinlige sahip bireylerin oncelikle
kiiltiirel okuryazar olmalar1 beklenmektedir. Bir edebiyat
bilgini olan ED Hirsch Jr., 1987'de “Kiiltiirel Okuryazarlik:
Her Amerikalinin Bilmesi Gereken” isimli kitabinda “kiiltiirel
okuryazar” kavramini popiiler hale getirmistir. Hirsch bireyin
topluma tam olarak katilmak i¢in temel okuryazarliktan daha
fazlasina ihtiyaci oldugunu savunmustur. Bu noktada Hirsch
kiiltiirel okuryazarligi toplumsal hayat iginde kurulan
iliskilerin oksijeni olarak tanimlamistir (Hirsch Jr, 1988).
Kiiltiirel okuryazarlik kiiltiire dayali onyargi ve esitsizligi
azaltirken; cesitlilige ve farkliliga verilen degeri artirmaktadir
(Anning, 2010). Kiiltiirel okuryazar olmak bir bireyin gerek
kendi kiiltiiriinii gerekse baska toplumlara ait kiiltiirel yapilart
bilmesini saglarken bagka kiiltliirlere yonelik empatik
degerlendirmeler yapma imkan: da sunmaktadir (Yatkin
Bozkurt, Ozen ve Altunbay, 2020). Kiiltiirel okuryazar olmak
farkli ge¢miglere sahip insanlari anlamaniza, onlarla iliski
kurmaniza ve onlarla etkilesim kurmaniza yardimci
olmaktadir. Nitekim baskalarinin nasil yasadigini gérmek,
duymak ve 6grenmek bireyleri kiiltiirel olarak daha duyarli ve
bilingli hale getirmektedir. Farkli kiiltiirler hakkinda bilgi

63

edinmek, insan zihnini farkli yasam  bicimlerine
acabilmektedir. Bununla birlikte kiiltiirel okuryazarlik,
iletisim ve 6z-yansitma gibi ¢esitli becerilerin gelistirilmesine
yardimc1 olmaktadir (Flavell et al., 2013). Buradan hareketle
bakildiginda kiiltiirel okuryazarlik icin gerekli kabul
edilebilecek yeterliliklerden birini kiiltiirel veya kiiltiirlerarasi
farkindaligmm  olusturdugu sdylenebilir. Bireylerde bu
farkindaligin olusturulmasinda en biyiikk goérev siiphesiz
egitim  Ogretim  silireglerine  dolayisiyla da  okullara
diismektedir. Hizla degisen toplumumuzda, okullarin kiiltiirel-
kiiltiirleraras1 farkindaligi ele almasi ve egitim programlarina
islemesi gerekmektedir. Kirkwood'a (2001) gore giintimiizde
ogrenciler degisen bir diinya ile karsi karsiya kalacak ve
ogretim ortamlar1 farkli etnik, cinsiyet, dil, wk ve
sosyoekonomik kokenlerden gelen bireyleri igerecektir. Bu
nedenle bu denli kiiltiirel ¢esitliligin oldugu okul ortaminda
ogrencilerin kendi kiiltiirel yapilarini bilerek diger kiiltiirel
farkliliklara yonelik de bir farkindalik olusturmalari gereklilik
halini almistir (Kirkwood, 2001).

Kiiresel farkindalik kavramina yonelik kapsamli tanim
yapan ilk isimlerden bir olan Harvey, dgrencileri kiiresel
farkindaliga ulagmaya hazirlayan bes boyut Onermektedir.
Bunlar, perspektif bilinci, gezegen farkindaligi durumu,
kiiltiirlerarast farkindalik, kiiresel dinamikler bilgisi ve insan
secimlerinin farkindaligini igerir. Kiiltiirleraras: farkindalik
boyutu, toplumlardaki fikir ve uygulamalarin ¢esitliligini ve
bu fikirlerin ve uygulamalarin toplumlarda nasil bulundugunu,
digerlerinin kendi toplumunu diger bakis acilarindan
algilandig1 gibi nasil gorebilecegine dair kavramlari
igermektedir Hanvey'e (1982) gore, bu boyut, kiiresel bilisin
en iist diizeyine atifta bulundugundan, elde edilmesi en zor
olamidir. Kiiltlirler aras1 farkindalikla ilgili yanlis kani,
insanlarin bunu, ylizeysel bilgi Onyargi dogurdugu igin
yarardan ¢ok zarar veren bir dizi kliseden bagka bir sey olarak
gormemesidir (Hanvey, 1982).

21. Yiizyil Beceri, Yetkinlik ve Yeterlilik Cerceveleri

Insanoglu var oldugu andan itibaren gerek bilgiye gerekse
becerilere ihtiyag duymustur. Bu gereklilik tarih Oncesi
donemlerde insanin dogada varolusunu kolaylastirirken
tarihsel siiregte hayatta kalabilmesine katki saglamistir. Bu
durum da insant baslangicta hayatta kalabilmek i¢in,
sonrasinda ise daha rahat bir hayat siirebilmek icin kendisini
stirekli anlamda bir 6grenme ¢abasina dolayisiyla da bilgi ve
becerilerle donanmaya sevk etmistir (Ablak, 2020). Icinde
bulundugumuz 21. yiizyillda ise yasanan hizli degisim
insanlarin her giin yeni bilgi ve becerilerle donanmalarini
gerekli hale getirmistir (Boyac1 ve Ozer, 2019). 21. yiizyilda
yasanan degisim hayatin her noktasina niifus eden bir hal
almistir. Nitekim bu degisim toplumsal hayata uyumdan,
bireyin toplumdaki yerine; toplumsal hayatin igindeki
gerekliliklerden, kiiresel beklentilere kadar etki etmektedir. Bu
durumun olugmasinda kiiresellesmenin yani1 sira bilgi ve
iletisim teknolojilerinde yasanan hizli degisimin de etkisi yok
sayilamaz diizeydedir. Boylesi hizli bir degisim beraberinde
insanlara yeni bilgiler ve beceriler edinme zorunlulugunu
dogurmustur. Bu yoniiyle 21. Yiizyil becerileri bilgi ve
becerilerin birlesimiyle ortaya ¢ikmis bir kavram olarak bizi
karsilamaktadir (Dede, 2010). Tim bunlara bagli olarak
21.ylizyillda hayatin1 siirdiiren her bireyin sozii edilen
becerilerle donanmis olmasimi gerektirmektedir. Gegtigimiz
ylizyillarda kisilerin sahip oldugu nicel 6zellikleri 6n planda
iken gliniimiizde sahip olunan nicelikleri kullanabilme
nitelikleri 6n plana g¢ikmaktadir. Toplumsal ve ekonomik
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evrim, Sanayi Devrimi doneminden giiniimiize, bireylerin
beceri setlerinde paradigmik bir degisiklige isaret etmektedir.
Sanayi Devrimi'nin baglangicinda endiistriyel sektorde calisan
bireylerden beklenen, genellikle tekrar eden ve basit
gorevlerin yerine getirilmesiydi ve bu gorevlerde vurgu,
fiziksel dayaniklilik ve manuel becerilere odaklanmaktaydi.
Ancak giiniimiizde, kiiresellesme, teknolojik ilerlemeler ve
ekonomik karmagikliklar, is diinyasinin ve toplumun
beklentilerinde koklii bir degisiklige neden olmustur.
Gilinlimiizde bagarilt liderlik rollerini iistlenmek icin sadece
emir-komuta zincirini yonetmek yetersiz kalmakta, bunun
yerine duygusal zeka, etkili iletisim ve takim ydnetimi gibi
niteliksel becerilere vurgu yapilmaktadir. Kiiresellesme, farkl
kiiltiirlerle etkilesimde bulunma zorunlulugunu beraberinde
getirerek kiiltiirel duyarlilik ve ¢ok kiiltiirli is ortamlarinda
etkili iletisim kurabilme yeteneklerinin dnemini artirmistir.
Teknolojik ilerlemelerle birlikte, dijital becerilere sahip olmak
ve bilgi iletisim teknolojilerini etkili bir sekilde kullanabilmek
giiniimiiz is diinyasinda temel bir gereklilik haline gelmistir. Is
profesyonellerinden, veri analizi yapabilme yetenegi gibi
dijital beceriler talep edilmekte; bu da stratejik karar alma
stireglerinde etkin rol oynayabilme ve is verimliligini
artirabilme  gerekliligini  dogurmaktadir. Ekonomik
karmagikliklarin giderek arttig1 giintimiizde, is diinyasi siirekli
bir degisim ve adaptasyon siirecindedir. Bu baglamda,
bireylerden sadece belirli bir uzmanlik alanina odaklanmanin
Otesine gecip, cesitli becerilere sahip olmalari ve degisen
ekonomik  kosullara  hizla uyum  saglayabilmeleri
beklenmektedir. Girisimcilik tesvik edilirken, bireylerin
kariyerlerini ¢esitlendirmeleri ve esnek bir sekilde yonetmeleri
gerekmektedir. Bu degisim, bireylerin is diinyasinda ve
toplumda etkili bir sekilde yer almalarini saglayacak niteliksel
beceri setlerinin Oon plana ¢ikmasina zemin hazirlamaktadir.
Silva (2009), bu kapsamda ozellikle kisiler arasi becerilerin
olduk¢a oOnemli oldugunu vurgulamaktadir. 21.ylizyilda
ogrencilerin ihtiyag duydugu becerilerin farkli olmasi
beraberinde bu becerilerin tanimlanmasi ve egitim 0gretim
programlarinda uygulanabilmesi sorununu da beraberinde
getirmistir.  Son 20 yilda, uluslararasi kuruluslarin,
hiikiimetlerin, danigmanlik firmalarinin ve benzerlerinin
destegiyle 21.ylizy1l beceri, yeterlilik veya yetkinlikleri
isimleri altinda bircok ¢erceve gelistirilmistir (Rotherham &
Willingham, 2009; Salas Pilco, 2013; Silva, 2009). Bu
anlamda “Uluslararas1 21. Yiizyil icin Egitim Komisyonu”

Tablo 1. Yetkinliklerin tanimlanmasi ve se¢imi (DeSeCo)

tarafindan hazirlanan UNESCO'nun Delors Raporu (1996),
gelecek ylizyilda hangi yeterliliklere gereksinim duyulacagini
gelecege yonelik olarak agiklamaya calisan ilk ¢erceve olarak
kabul edilmektedir. Delors Raporu'nun sagladig: ilk cergeve,
yerini yirminci ylizyilin son yillarindan itibaren baslayan
dinamik sosyal, teknolojik ve ekonomik degisimi iceren diger
gercevelere birakmigtir.

Ilgili literatiir incelendiginde yeterlilik ve yetkinlik terimleri
birbirinin yerine kullanmildigi goriilmektedir. Yeterlilik
kavrami (competence), bir alandaki yetenek (insanlarin ne
yaptig1), yetkinlik (competency) ise bir c¢alisma alanini
(insanlarim nasil yaptigini) destekleyen tutum ve davranis
anlamma gelmektedir (Moore et al.,, 2002). Yetkinlik
kavraminin egitim alaninda ve ¢esitli kuruluslarda daha yaygin
olarak kullanildig1 goriilmektedir (Committee, 2007; DeSeCo,
2005; MOE, 2010; United Nations Educational &
Organization, 2011).

Yetkinliklerin Tanimlanmasi ve Sec¢imi (DeSeCo)

1997 yilinda, Ekonomik Is birligi ve Kalkinma Orgiitii
(OECD), 21. yiizyil i¢in gerekli olan bir dizi yeterlilik {izerinde
uluslararas1 bir fikir birligi gelistirmek amaciyla Definition
and Selection of Competencies (DeSeCo) baslikli dort yillik
bir program hazirlamistir. Proje, Isvigre tarafindan yonetilmis
ve ¢ok disiplinli uzmanlar1 igermektedir. Nihai rapor, DeSeCo
projesinin hedeflerinden birinin temel yetkinlikler hakkinda
ortak bir anlayis olusturmak olduguna isaret eden Rychen ve
Salganik (2003) tarafindan sunulmustur. Raporda yer alan ii¢
genis yetkinlik kategorisi Tablo 1’de 6zetlenmistir.

DeSeCo Projesi'nin temel yetkinliklere yonelik kavramsal
gergevesi, bu tiir yetkinlikleri ii¢ genis kategoride siniflandirir.
IIk olarak, bireylerin ¢evre ile etkili bir sekilde etkilesim
kurabilmeleri i¢in hem bilgi teknolojisi gibi fiziksel araglari
hem de dil kullanimi gibi sosyo-kiiltiirel ¢ok ¢esitli araglari
kullanabilmeleri gerekir. Ikincisi, birbirine giderek daha fazla
bagiml hale gelen bir diinyada, bireylerin baskalariyla iliski
kurabilmeleridir. Bu yolda farli gegmislere sahip insanlarla
karsilasacaklarindan,  heterojen  gruplarda  etkilesim
kurabilmeleri  6nemlidir.  Ugiinciisii, bireylerin  kendi
hayatlarint yonetmek i¢in sorumluluk alabilmeleri, hayatlarini
daha genis bir sosyal baglama oturtabilmeleri ve 6zerk hareket
edebilmeleridir (OECD, 2005).

Aragclar Etkilesimli Olarak Kullanma

Heterojen Gruplarda Etkilesim

Otonom Hareket Etmek

Neden?

Teknolojileri takip etme ihtiyaci
Araclar1 kendi amaglarima gore
uyarlama ihtiyaci

Digerleriyle aktif diyalog kurma
ihtiyact

alma ihtiyact

Cesitliligi cogulcu bir sekilde ele

Empatinin 6nemi
Sosyal sermayenin dnemi

Karmagsik diinyada kisinin kimligini
gerceklestirme ve hedef belirleme
ihtiyaci

Haklar1 kullanma ve sorumluluk
alma ihtiyaci

Cevresini ve isleyisini anlama
ihtiyact

Hangi yetkinlikler?

Dili, sembolleri ve metinleri
etkilesimli olarak kullanma
Bilgiyi ve bilgiyi etkilesimli
olarak kullanma

Teknolojiyi etkilesimli olarak
kullanma

¢alisma

¢bzme

Bagskalariyla iyi iliskiler kurma
Is birligi yapma, ekipler halinde

Anlagmazliklar1 yonetme ve

Biiyiik resim i¢inde hareket etme
Yasam planlar1 ve kisisel projeler
olusturma ve yiiriitme

Haklari, ¢ikarlari, sinirlar1 ve
ihtiyaglart korumak ve savunmak

(Kaynak: Rychen, D. S., & Salganik, L. H. (Eds.). (2003). Key competencies for a successful life and well-functioning society.)
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I GUCLU OGRENCI I

I KURESEL isBIRLiKCI I

YARATICH iLETiSiMCi

I savisaL plsONOR I

ISTE
STANDARTS

STUDENTS

I DIJiTAL VATANDAS I

I BILGi OLUSTURUCU I

I YENILIKCI-TASARIMCI I

Sekil 1. Ogrenciler icin ulusal egitim teknolojisi standartlart
(Kaynak: https://iste.org/professional-development/iste-u/short-courses/iste-standards-for-students)

Uluslararas1 Egitimde Teknoloji Toplulugu (ISTE)

Uluslararasi Egitimde Teknoloji Toplulugu (ISTE), Ogrenciler
icin Ulusal Egitim Teknolojisi Standartlarint (NETS-S)
geligtiren egitimciler ve egitim liderlerinden olusan,
teknolojinin §gretme ve Ogrenmeyi doniistirme, yeniligi
hizlandirma ve egitimdeki zor sorunlari ¢dzme giicline inanan
bir dernektir. ISTE (International Society for Technology in
Education) onderliginde ABD’de 6gretme ve &grenmede
teknolojinin kullanimina ydnelik standartlarin belirlenmesi
amactyla 1998 yilinda NETS (National Educational
Technology Standards) ad1 altinda “Ogrenci Standartlarmnin”
ilk versiyonunu yaymlanmigtir. 2007 yilia gelindiginde bu
standartlart yeniden degerlendirerek ISTE Standarts for
Students (ISTE Ogrenci Standartlar1) olarak revize etmistir.
2016 yilinda bu standartlara son halini veren ISTE, bu
standartlart &grenci, Ogretmen, yonetici, egitim liderleri,
koglar ve teknoloji egitimcileri i¢in de gelistirmistir (ISTE,
2007; OECD, 2005; Stager, 2007).

Gilinimiiziin 6grencileri, siirekli gelisen teknolojik bir
ortamda gelismeye hazir olmalidir. ISTE Standartlarmin
O0grenci  bolimi, Ogrencinin sesini  gili¢lendirmek ve
O6grenmenin O6grenci odakli bir siire¢ olmasini saglamak igin
tasarlanmistir (OECD, 2005).

enGauge 21. Yiizyll Becerileri: Dijital Cag icin Dijital
Okuryazarhklar

Bagka bir beceri ¢ercevesi, dgrenciler igin teknolojinin etkili
kullanimi konusunda kritik faktorleri agiklayan Kuzey Merkez
Bolgesel Egitim  Laboratuvart (NCREL) tarafindan
gelistirilmistir. Bu ¢ergeve, is hayatina atilacak olan dgrenciler
i¢in giderek daha 6nemli hale gelecek olan bir dizi 21. yiizyil
becerisini ortaya koymaktadir. Bu beceriler, geleneksel egitim
becerileriyle ¢elismez, ancak aslinda bu becerilerin yeni
teknolojilere ve yeni g¢aligma ortamlarina uyarlanmig
uzantilaridir. Egitim sistemi, bu 21. yiizy1l becerilerinin ilgili
ve anlamli yollarla gelisimini tesvik etmeye zorlanacaktir
(Lemke, 2002).

Akademik basari

Dijitak Cag Okuryazarhigi
-

Temel, Bilimsel, Ekonomik ve Teknolojik
Okuryazarliklar

.

Gorsel ve Bilgi Okuryazarhg

Cok Kiiltiirla Okuryazarlk ve Kiiresel Farkindahlc

Etkili iletigim

=
@©
-
©
¥l
=
=
[}
o
©
-
<<

Takam Gahismasy, isbirligi ve Kisilerarasi Beceriler
-
Kisisel, Sosyal ve Sivil Sorumluluk
-

Etkilegimli iletigim

21. Yizyill Ogrenimi

Yaratici Dlisinme
-

Uyarlanabilirlik, Karmasgikligi Yonetme ve
Kendi Kendini Yénetme

-

Merak, Yaraticihk ve Risk Alma

Ust Diizey Diisinme ve Saglam Akil Yiiriitme

Yiiksek Verimlilik

LIeSeq ylwapeyy

Sonuglar icin Onceliklendirme, Planlama ve
Yénetim
-
Gergek Diinya Araglarinin Etkili Kullanimi

Alakali, Yiiksek Kaliteli Uriinler Uretme Yetenegi

Akademik basari

Sekil 2. enGauge 21. Yiizyil Becerileri: Dijital Cag i¢in Dijital Okuryazarliklar (Lemke, 2002)
(Kaynak: Lemke, C. (2002). enGauge 21st Century Skills: Digital Literacies for a Digital Age.)
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Tablo 2. Avrupa referans ¢ercevesi (Europan Council, 2006)

Yeterlilik

Tanim

Ana dilde iletigim

Yabanc1 dillerde iletigim
Matematiksel yeterlilik ve bilim ve
teknolojide temel yeterlilikler

Dijital yetkinlik

Ogrenmeyi 6grenmek

Sosyal ve sivil yeterlilikler

Inisiyatif ve girisimcilik duygusu

Kiiltiirel farkindalik ve ifade

-Ana dilin edinimi ile ilgili yetenek

-Bir yabanci dilin ve kiiltiiriin kelime bilgisi, dilbilgisi, sosyal gelenekleri.
-Sayilar, olgiiler, temel iglemler hakkinda saglam bilgi ve ayrica bazi
matematiksel terim ve kavramlar1 anlama. Bilim ve teknoloji i¢in dogal diinyanin
temel ilkelerini, bilimsel ilke ve yontemleri, teknolojik tiriinleri ve siirecleri
bilmek esastir.

-Giinliik baglamlarda BIT'i anlama ve bilgi, dijital iletisim ve internette mevcut
bilgilerin gegerliligi ve giivenilirli§inin yan1 sira bilgileri elestirel ve sistematik
bir sekilde arama, toplama, isleme ve kullanma becerisi.

- Kendi tercih ettikleri 6grenme stratejilerinin yani sira beceri ve niteliklerinin
giiclii ve zay1f yonlerini bilmek.

-Aileleri ve toplumlar1 da dahil olmak iizere optimum fiziksel ve zihinsel sagligin
nasil saglanacaginin anlasilmasi. Yurttaslik yeterliligi, demokrasi, adalet, esitlik,
vatandaslik ve medeni haklar kavramlarinin bilgisine dayanir.

-Kisisel, mesleki ve ticari faaliyetler igin mevcut firsatlari belirleme yetenegi,
ekonominin isleyisini anlama; ayrica, bir isveren veya kurulusun karsilagtigi
firsatlar ve zorluklar.

-Yerel, ulusal ve Avrupa kiiltiirel mirasi ve diinyadaki yeri hakkinda farkindalik.

(Kaynak: Council, E. (2006). Recommendations of the European Council and the Council of 18 December on key competences

for lifelong learning.)

Hayat Boyu Ogrenme Icin Temel Yeterlilikler: Avrupa
Referans Cercevesi

Avrupa'da egitim ve Ogretim sistemlerini giderek daha
rekabetci hale gelen uluslararasi ortamin gerektirdigi yeni
gereksinimlere uyarlamak bir gerceklik haline gelmistir. Ana
bilesenlerden biri, bu siireci desteklemek igin temel becerileri
tesvik etmektir. Bu kapsamda agamali bir sekilde, yasam boyu
6grenme kavraminin bir pargasi olarak, Avrupa'daki bireylerin
is ortamlarinda basarili ve yaratici bir rol iistlenmeleri igin
temel yeterlilikleri belirlemek amaciyla bir yeterlilikler
referans cergevesi formiile edilmeye baslanmistir. Biitiin
bunlarin amaci, iiye devletlerin belirlenen hedeflere ulagsma
calismalarina etkin destek saglamak ve ayni zamanda Avrupa
diizeyinde uygun bir referans g¢ergevesi olusturmaktir.
Uzmanlar ve hiikiimet temsilcileri tarafindan bes yillik bir
¢alismanin ardindan Konsey ve Avrupa Parlamentosu, yasam
boyu 06grenme i¢in bazi yetkinlikleri i¢eren bir cergeve
gelistirmis ve sekiz kilit yetkinlige iliskin bir 6neri sunmustur
(Europan Council, 2006; Hozjan, 2009).

2018 yilina gelindiginde ger¢eve zamanin gereksinimleri
dikkate alinarak; "Okuma yazma yetkinligi, Coklu dil
yetkinligi, Matematiksel yetkinlik ve bilim, teknoloji ve
mithendislikte yetkinlik, Dijital yetkinlik, Kisisel, sosyal ve
O0grenmeyi Ogrenme yetkinligi, Vatandashk yetkinligi,

Tablo 3. 21. Yiizy1l Ogrenimi icin P21 cercevesi

Girigimcilik  yetkinligi, Kiiltiirel farkindalik ve ifade

yetkinligi" seklinde revize edilmigtir (Union, 2019).
21. yiizy1l becerileri icin ortaklik (P-21 Battelle for Kids)

P21 (21.Yiizy1l Becerileri Ig¢in Ortaklik) olusumu; 2002
yilinda is diinyasini, egitim liderlerini ve politika yapicilar: 21.
ylizyilin bireylerini hazirlamak amaciyla bir araya getirmistir.
Cercevenin amaci, Ogrencileri siirekli degisim ve yenilik
diinyasinda  ihtiyag ~ duyulan  becerileri  kazanmaya
hazirlamaktir. 21st Century Learning Cercevesi, 0grencilerin
kisisel, i3 ve sehir hayatinda basarili olmak igin ihtiyag
duydugu bilgi ve becerileri tanimlamak ve gdstermek i¢in
ogretmenlerden, egitim uzmanlarindan ve is liderlerinden
gelen girdilerle gelistirilmistir (P21, 2019). 2018'de P21,
Battelle for Kids'e katilmistir. Bu birlesmeden bu yana
gelistiriciler, daha derin 6grenmeye odaklanarak gergeveyi
sistem doniigiimii fikriyle birlestirmek icin caligmaktadirlar.
Bunu yapmak i¢in gelistiriciler 21. yilizy1l becerilerini tek
basina dgretmek yerine akademik igerikle harmanlamaktadir.
(Borrowski, 2019; Greenhill, 2015; P21, 2019).

Cerceve, uluslararast diizeyde bakanliklar ve egitim
departmanlar1  tarafindan  kullanilmaktadir.  Egitimciler,
politika yapicilar, ebeveynler, topluluklar ve proje yoneticileri
i¢in kaynaklar mevcuttur (P21, 2019).

Anahtar Konular

21. Yiizy1l Temalar1

Ogrenme ve Yenilik

« Kiiresel farkindalik Becerileri

Bilgi, Medya ve
Teknoloji Becerileri

Yasam ve Kariyer Becerileri

* Yaraticilik ve Yenilik
* Elestirel Diisiinme ve
Problem C6zme
ofletisim

* is birligi

+Finansal, Ekonomik, Isletme
ve Girisimcilik Okuryazarligi
* Sivil Okuryazarlik

* Saglik Okuryazarlig

* Cevre Okuryazarligi

* Bilgi okuryazarlig1
* Medya okuryazarlig1

* Esneklik ve uyarlanabilirlik
« Girisim ve Kendi Kendini

* BIT (Bilgi, Iletisim ve ~ Y&netme
Teknoloji) okuryazarligt * Sosyal ve Kiiltiirlerarasi
Beceriler

« Uretkenlik ve Sorumluluk
« Liderlik ve Sorumluluk

Destek Sistemleri

* 21. Yiizyil Standartlari
+ 21. Yiizy1l Miifredat1 ve Ogretimi

* 21. Yiizyil Becerilerinin Degerlendirilmesi
* 21. Yiizyil Mesleki Gelisimi

+ 21. Yiizy1l Ogrenme Ortamlari

(Kaynak: P21. (2019). Framework for 21st century learning definitions. A Network of Battelle for Kids.)
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Trilling & Fadel 21. Yiizyll Ogrenme Cercevesi

Bernie Trilling ve Charles Fadel, 2005'ten beri P21'in 21.
ylizyll Ogrenme cercevesini olusturan P21'in Standartlar,
Degerlendirme ve Mesleki Gelisim Komitesine es baskanlik
etmislerdir. Bernie ve Charles, kiiresel egitim rollerinde
binlerce egitimciyle konugmus ve 21. yiizyilda 6grenme
yaklagimina geciste yiizlerce egitim lideriyle bir araya
gelmislerdir. Her ikisi de 6grenmeyi yeniden sekillendirmek
icin yenilik¢i teknolojilerin gelistirilmesine derinden dahil
olmus olsalar da Bernie ve Charles birlikte ¢alisan en 6nemli
O6grenme araglarmin zihinlerimiz, kalplerimiz ve ellerimiz
olduguna dair derin bir inanci paylagmislardir. Bu kapsamda
cergeve, 21. Yiizyil Becerileri i¢in Ortaklik (P-21) semasina
dayanmaktadir. P-21°de yer alan on bir yetkinligi, i¢ beceri
seti ve 12 bilesende yogunlastirarak ortaya koymuslardir.
Ogrenme ve yenilik becerileri seti, daha yaygin becerileri
icerirken, Yasam ve kariyer becerileri seti sosyo-ekonomik
baglamla ilgilidir. Son olarak, Dijital okuryazarlik seti bilgi,
medya ve teknoloji okuryazarligi olmak iizere {i¢ ana bileseni
icermektedir (Trilling & Fadel, 2009).

Tablo 4. Trilling & Fadel 21. Yiizyil 6grenme cercevesi

Ogrenme ve Dijital Yasam ve kariyer

yenilik Okuryazarhik becerileri

becerileri Becerileri

* Elestirel * Bilgi *Esneklik ve

Diistinme ve okuryazarligt  uyarlanabilirlik

* Problem * Medya eInisiyatif alma ve

Cozme okuryazarligt ~ Kendi Kendini

o fletisim ve Is  « Bilgi ve Yonetme

birligi iletigim *Sosyal ve kiiltiirler

* Yaraticilik teknolojisi arasi etkilesim

ve Yenilik okuryazarlig1 *Verimlilik ve hesap
verebilirlik
eLiderlik ve
sorumluluk

(Kaynak: Trilling, B., & Fadel, C. (2009). 21st century skills:
Learning for life in our times. John Wiley & Sons.)

21. Yiizy1l Becerilerinin Degerlendirilmesi ve Ogretilmesi
(ATC21S), 2010

ATC21S (21.Yizyil Becerilerinin Degerlendirilmesi ve
Ogretilmesi) projesi; beceri temelli smif ve miifredat

olugturmast amactyla bircok iilkeden 250’den fazla
arastirmacty1 bir araya getirmistir. 2008'de ii¢ biiyiik teknoloji
sirketi (Cisco, Intel ve Microsoft), tiniversitelerden mezun
olan 6grencilerin becerileriyle ilgilenmeye baslamislardir. Bu
sirketler dijital ¢agdaki Ogrencilerin 6grenme ortamlarinda
kendilerini istihdama hazirlayamayacak beceriler ile mezun
olmalar1 konusunda alarma ge¢mistir. Hizli degisen teknolojik
gelismeler ve is diinyas: ile birlikte 21.yiizy1l becerilerine
odaklanarak ve bu kapsamdaki gerekli ihtiyaglar
belirlemislerdir. Bu noktada ATC218S, gelismis bir isgiiclinii
desteklemek ve oOgrencilerin  21. yiizyil becerilerini
gelistirmelerine yardime1 olmak amaciyla 6gretme ve 6grenme
kaynaklariyla beraber yenilik¢i degerlendirmeler sunmaktadir.
(Binkley et al., 2010; Griffin & Care, 2014). Bu kapsamda 4
kategoride gruplandirilmis 10 beceri asagidaki gibi
tanimlanmaktadir.

Tablo 5. Yiizyil becerilerinin degerlendirilmesi ve 6gretilmesi
(ATC21S)

21.yy. Becerileri i¢in
Kategoriler

21.yy. Becerileri

1. Yaraticilik ve yenilik

2. Elestirel diigiinme, problem
¢dzme, karar verme

3. Ogrenmeyi 6grenme, iist
bilig

4. {letisim

5. Is birligi (takim calismasi)
6. Bilgi okuryazarlig
(kaynaklar, kanitlar,
Onyargilar vb. {izerine
arastirmalart igerir)

7. BIT okuryazarhigi

8. Vatandaglik — yerel ve
kiiresel

9. Yagam ve kariyer

10. Kigisel ve sosyal
sorumluluk — kiiltiirel
farkindalik ve yeterlilik dahil

Diisitinme yollar1

Caligmanin yollar1

Calismak igin araglar

Diinyada yasamak

(Kaynak: Suto, I. (2013). 21st Century Skills: Ancient,
Ubiquitous, Enigmatic. Research Matters: A Cambridge

Assessment Publication, 15, 2-8.)

Tablo 6. 21. yiizyil yeterliliklerinin alanlar1 ve bilesenleri — Singapur Egitim Bakanlig1

Temel Degerler Sosyal ve Duygusal Alanlar Bilesenler
Yetkinlikler
Yurttag okuryazarligi, -Aktif toplum yasami
kiiresel farkindalik ve -Ulusal ve kiiltiirel kimlik
kiiltiirler aras1 beceriler -Kiiresel farkindalik
-Sayg1 -Oz farkindalik -Sosyo-kiiltiirel duyarlilik ve farkindalik
-Sorumluluk -Oz yonetim Elestirel ve yaratici -Saglam akil yiiriitme ve karar verme
-Direng -Sosyal farkindalik diistinme -Yansitici diigiinme
-Diiriistliik -Iliskileri yonetimi - Merak ve yaraticilik
-Katki -Sorumlu karar verme -Karmagikliklari ve belirsizlikleri yonetme
-Uyum Bilgi ve iletisim becerileri -Acgiklik

-Bilgi yonetimi
-Bilginin sorumlu kullanimi
-Etkili iletigim kurmak

(Kaynak: Salas Pilco, S. Z. (2013). Evolution of the framework for 21st century competencies. Knowledge Management & E-
Learning: An International Journal.)
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21. Yiizy1l Yetkinlikleri- Singapur Egitim Bakanhgi, 2010

Egitim politikalarina kilavuzluk etmek amaciyla uluslararasi
kuruluglar tarafindan gelistirilen ¢ercevelerin yani sira
Singapur gibi hiikiimetler de kendi 6zel baglamima gore
toplumlarinin ihtiya¢ duydugu yetkinlikleri ana hatlariyla
belirtmislerdir. Bu ¢ergeve, Singapurlu 6grencilerin "hizlt
degisen ve son derece baglantili bir diinyada gelismek" igin
yetkinliklerini gelistirmek i¢in uygulanmistir. (Salas Pilco,
2013).

Tablo 6 incelendiginde 21. yiizyil yeterliklerinin alanini ve
bilesenlerini detaylandirdig1 goriilmektedir. Bu 6zel kavramsal
semanin belki de en 6nemli 6zelligi, biitiinciil bir yaklagim ile
oldukga talepkar olan toplumda biiyiiyen gen¢ Singapurlular
icin ¢ok yonlii bir egitim saglamasidir (Salas Pilco, 2013).

Calismanin Amaci

Bu calisma, 2018 Sosyal Bilgiler Dersi Ogretim Programi'nin
kdiltiirel yetkinlik ve beceriler agisindan degerlendirilmesine
odaklanmaktadir. "Kiiltiirel yetkinlik ve beceriler" terimi,
bireyin kendi kiltiiriine dair becerilerini kapsarken aymi
zamanda farkli kiiltiirlerle iligkilerini de igermektedir. Bu
baglamda, kiiltiirel yetkinlik ve beceri terimi aynit zamanda
kiiltirlerarast yetkinlik ve becerileri igermektedir. Bu
kapsamda cesitli uluslararasi kuruluslar ve g¢evrelerce 21.
yilizy1l beceri, yetkinlik ve yeterlilik isimleriyle ele alinmis
cergeveler incelenerek bu cercevelerin kiiltiirel boyutlari
harmanlanip konuyla ilgili olarak 6zgiin bir "21. Yiizyil
Kiiltiirel Yetkinlik ve Beceriler Cergevesi" sunulmasi
amaglanmigtir. Daha sonra bu harmanlanmis ¢ercevede yer
alan kiiltiirel becerilerin 2018 Sosyal Bilgiler Dersi Ogretim
Programi’ndaki beceri ve kazanimlara olan yansimalari
incelenmistir.
Calisma kapsaminda agagidaki sorulara yanit aranmistir;

1. 2l.ytzyll  beceri, yetkinlik ve  yeterlilik

cercevelerinde kiiltiirel yetkinlik ve beceriler ne sekilde

ifade edilmistir?

2. 2l.yiizyil Ogrencilerinin

yetkinlik ve beceriler nelerdir?

3. 2018 Sosyal Bilgiler Dersi Ogretim Programindaki

kdiltiir ile iliskili beceriler nelerdir?

4. 2018 Sosyal Bilgiler Dersi Ogretim Programindaki

kiiltiir ile iliskili kazanimlar nelerdir?

ihtiyact olan kiiltiirel

Yontem

Bu caligmada, durum g¢aligmasi deseni kullanilmis ve veri
toplama yontemi olarak dokiiman incelemesi teknigi tercih
edilmistir. Dokiiman incelemesi, arastirilmasi planlanan olgu
veya olgulara yonelik 6nemli bilgi kaynaklar1 sunan yazili
materyallerin analiz edilmesini kapsamaktadir (Yildirim ve
Simgek, 2016). Bu dogrultuda elinizdeki ¢alismada,
SBDOP’nda yer alan kiiltiirel yetkinlik ve becerilerin tespit
edilmesi amaglandigindan, konuyla iligkili derinlemesine
analiz imkani tanimasi sebebiyle dokiiman incelemesi teknigi
kullanilmistir.

Veri Kaynaklari

Calismanin veri kaynagimi 2018 yilinda MEB Talim Terbiye
Kurulu Baskanligi tarafindan onaylanip uygulamaya konulan
2018 Sosyal Bilgiler Dersi Ogretim Programi ve gesitli
21.yiizy1l beceri, yetkinlik ve yeterlilik ¢ergeveleri (ATC21S,
2010; DeSeCo, 2003; enGauge, 2002; Europan Council, 2006;
ISTE, 2007; MOE, 2010; P-21 Battelle for Kids, 2019; Trilling
& Fadel, 2009) olusturmaktadir. Calismada kullanilacak
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dokiimanlar ilgili kurumlarm internet sitelerinin

boliimlerinden elde edilmistir.

ilgili

Verilerin Analizi

Elde edilen verilerin ¢6ziimlenmesinde nitel arastirma
yontemlerinden olan igerik analizi kullanilmustir. Igerik
analizinde yapilan iglem, birbirine benzeyen verileri belirli
kavramlar ve temalar gergevesinde bir araya getirmek ve
bunlar1 okuyucunun anlayabilecegi bir sekilde diizenleyerek
yorumlamaktir. Bu dogrultuda arastirmacilar tarafindan 6nce
cesitli uluslararas1 21. yiizy1l beceri, yetkinlik ve yeterlilik
gerceveleri kiiltiirel beceriler agisindan analize tabi tutularak
bu cergevelerde yer alan kiiltiir ile iligkili beceriler ortak bir
catida toplanmistir. Daha sonra belirlenen bu boyutlardan yola
cikarak Ozgiin bir cergceve olusturulmus ve belirlenen bu
cerceve 1s1ginda 2018 Sosyal bilgiler dersi 6gretim
programinda yer alan 27 adet beceri ve 131 adet kazanimin
kiiltiirel becerileri yansitip yansitmadigl arastirmacilar
tarafindan bagimsiz olarak incelenmis ve bu analizler
karsilagtirilmistir. Bu kapsamda elde edilen bulgular tablolar
halinde sunulmustur.

Bulgular

Bu bolimde ilk olarak uluslararasi kuruluglar tarafindan
hazirlanmis ¢esitli 21. ylizy1l beceri, yetkinlik ve yeterlilik
cercevelerinde yer alan kiiltiirel ifadeler incelenmis daha sonra
bu ifadelerden yola cikarak kiiltiirel yetkinlik ve becerilerin
0zgilin bir cercevesi olusturulmustur. Son olarak ise 2018
Sosyal Bilgiler Dersi Ogretim Programi’nda yer alan beceriler
ve kazanimlar olusturulan 06zglin c¢ergeve kapsaminda
incelenmis ve bu kapsamda elde edilen bulgular tablolar
halinde sunulmustur.

21.Yiizy1l Beceri, Yetkinlik ve Yeterlilik Cercevelerinin
Kiiltiirel Boyutuna iliskin Bulgular

Uluslararas1 kuruluglarca 21. yiizy1l beceri, yetkinlik ve
yeterlilik isimleri ad1 altinda ¢alisilmis ¢esitli gercevelerde yer
alan kiiltiir ile iligkili ifadeler tablo 7°de gosterilmistir. Bu
kapsamda kiiltiirel biling, cesitlilige saygi, kiiltiirel anlayzs,
baska kiiltiirlere saygi, baska kiiltiirleri takdir etme,
farkliliklar1 gérme ve anlama, kiiltiirel anlayis gelistirme,
kiiltiirel ortamlarda yapic1 bir sekilde iletisim kurma, kiiltiirel
ortamlarda etkili bigimde ¢alisma, sosyal ve kiiltiirel
farkliliklardan yararlanma ve kiiltiirel empati gelistirme
temalarinin sik olarak vurgulandigi1 goriilmektedir (Tablo 8).

21. Yiizyll Ogrencilerinin ihtiyaci Olan Kiiltiirel Yetkinlik
ve Becerilere iliskin Bulgular

Uluslararast 21. yiizy1ll beceri, yetkinlik ve yeterlilik
cergevelerinin kiiltiirel boyutu incelenerek Tablo 9°’da ifade
edildigi gibi 6zgiin bir "21. Yiizyil Kiiltiirel Yetkinlik ve
Beceriler Cergevesi" ortaya konulmustur. Bu yetkinlikler;
"kiiltiirel farkindalik yetkinligi, kiiltiirel saygi ve takdir
yetkinligi, kiiltiirel is birligi yetkinligi, kiiltiirel etkilesim,
iletisim ve miizakere yetkinligi, kiiltiirel empati ve giiven
yetkinligi ve son olarak kiiltiirel girisimcilik yetkinligi" olmak
iizere 6 baslik altinda kategorize edilmistir. Ayrica hazirlanan
cergevede bu yetkinliklerin igerdigi becerilerde sunulmustur.
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Tablo 7. Cesitli 21.Yiizyil Cercevelerinde ifade Edilen Kiiltiirel Boyutu

Cesitli 21.Yiizy1l Cercevelerinin Kiiltiirel Boyutu

- Kisinin kendi kiiltiiriiniin ve bagkalarinin kiiltiirlerinin gelenekleri, degerleri ve inanglarindaki benzerlikleri ve farkliliklar1 anlama
ve takdir etme becerisi (enGauge-2002).

- Farkli Takimlarla Etkili Bir Sekilde Caligsma: Kiiltiirel farkliliklara saygi duyma ve gesitli sosyal ve kiiltiirel ge¢gmislerden gelen
insanlarla etkili bicimde calisma,

-Yeni fikirler yaratmak ve hem yeniligi hem de isin kalitesini artirmak i¢in sosyal ve kiiltiirel farkliliklardan yararlanma,

- Farkl: fikir ve degerlere agik goriigliiliikle yanit verme (P21-2007).

- Diger kiiltiirleri 6grenenler ile iliski kurarak kiiltiirel anlayis gelistirirler ISTE-2007-2016).

- Tlgili beceriler hem takdir hem de ifade ile ilgilidir: Sanat eserlerinin ve performanslarin takdir edilmesi ve begenilmesi ve kisinin
dogustan gelen yeteneklerini kullanarak g¢esitli medya araciligiyla kendini ifade etmesi,

- Yaratici ve ifade edici bakis acilarin1 bagkalarmin gortisleriyle iliskilendirebilme ve kiiltiirel faaliyetteki sosyal ve ekonomik
firsatlan belirleyebilme ve gergeklestirebilme becerisini igerir (Europen Council -2006).

-Kiiltiirel farkindalik ve ifade yeterligi, fikirlerin ve anlamlarin, farklh kiiltiirlerde ve bir dizi sanat ve diger kiiltiirel formlar
araciligiyla nasil yaratici bir sekilde ifade edildigine ve iletildigine yonelik anlayisa sahip olma ve saygi duymay1 kapsamaktadir,

- Kendi diisiinceleri ile toplumdaki roliine ve yerine dair hislerini ¢esitli ortamlarda ve yollarla anlama, gelistirme ve ifade etme ile
mesgul olmay igerir,

-Beceriler; simgesel ve soyut fikirleri, tecriibeleri ve duygulari bir dizi sanatsal ve diger kiiltiirel formlarda empatiyle ifade etme ve
yorumlama becerisini igerir,

- Beceriler ayrica, sanatsal ve diger kiiltiirel formlar araciligiyla kisisel, sosyal ya da ticari deger i¢in firsatlari tanimlama ve
gerceklestirme becerisi ile bireysel ve toplu olarak yaratici siireglere katilma becerisini de icermektedir (Europen Council-2018).

- Bagkalaryla iyi iligkiler kurma becerisi; bu yeterlilik, bireylerin kendilerinin hos karsilandiklari, dahil edildikleri ve gelistikleri
bir ortam yaratmak icin baskalarinin degerlerine, inanglarina, kiiltiirlerine ve ge¢mislerine saygt duyup takdir edebildiklerini
varsayar. Bagkalartyla iyi ig birligi yapmak sunlar1 gerektirir: Empati- Duygularin etkili yonetimi- 6z farkindalik (DeSeCo-2003).

- Farkl1 sosyal durumlarda yapic1 bir sekilde iletisim kurma becerisi (bagkalarinin goriis ve davraniglarina hosgdrii; bireysel ve
toplu sorumluluk bilinci),

- Diger bireylerde giiven ve empati yaratma becerisi,

- Diinyanin geri kalaninin kiiltiirel kimligiyle etkilesim i¢inde olan ulusal kiiltiirel kimligin bilinci ve anlayisi; Cesitliligin neden
oldugu farkli bakis agilarini gérme ve anlama ve kisinin kendi goriislerine yapic bir sekilde katkida bulunma becerisi,

- Miizakere becerisi (ATCS-KSAVE-2010).

- Sosyal ve kiiltiirler arasi etkilesim; Kiiltiir ve tarzdaki farkliliklardan bagimsiz olarak ekip iiyeleri ve sinif arkadaslartyla etkili ve
yaratici bir sekilde ¢aligabilme becerisi, 21. ylizyilin temel yasam becerisidir (Trilling & Fadel- 2009).

-Sosyo-Kkiiltiirel duyarlilik ve farkindalik (Advancing 21st Century Competencies in Singapore, 2010).

Tablo 8. Cesitli 21.Yiizyil Cercevelerinde Ortak Olarak Ifade Edilen Kiiltiirel Yetkinlik ve Beceriler

Ortak Olarak ifade Edilen Kiiltiirel Yetkinlik ve Beceriler

- Ulusal kiiltiirel kimligin bilinci ve anlayis1 (Kisinin kendi kiiltiiriiniin gelenekleri, degerleri ve inanglarini anlama becerisi).

- Bagka kiiltiirlerin degerlerine, inanglarina, kiiltiirlerine ve ge¢mislerine saygi duyup takdir etme

-Cesitliligin neden oldugu farkli bakis acilarimi gérme ve anlama, kiiltiirel anlayis gelistirme

- Farkl1 sosyal durumlarda yapici bir sekilde iletisim kurma

- Cesitli sosyal ve kiiltiirel gegmislerden gelen insanlarla etkili bigimde ¢alisma (Kiiltiir ve tarzdaki farkliliklardan bagimsiz olarak
ekip tiyeleri ve sinif arkadaglariyla etkili ve yaratici bir sekilde calisabilme becerisi)

- Sosyal ve kiiltiirel farkliliklardan yararlanma (Kiiltiirel faaliyetteki sosyal ve ekonomik firsatlari tanimlama, gerceklestirme ve
yaratici siireglere katilma)

-Farkl kiiltiirlerdeki fikirlerin onlarin sanatsal eserlerine nasil yansidigi konusunda anlay1s gelistirme, empati ile ifade etme ve
yorumlama

Tablo 9. Aragtirmacilar tarafindan Olusturulan 21. Yiizyil Kiiltiirel Yetkinlik ve Beceriler Cer¢evesi

Kiiltiirel Yetkinlikler Beceri Setleri

-Ulusal kiiltiirel kimligin ve farkli kiiltiirlerin bilinci ve anlayis1 (Kisinin kendi
Kiiltiirel farkindalik kiiltiiriiniin ve bagka kiiltiirlerin gelenekleri, degerleri ve inanglarin1 anlama becerisi).

-iginde yasadig1 toplumun ve bagska kiiltiirlerin; degerlerine, inanglarina, kiiltiirlerine
Kiiltiirel sayg1 ve takdir ve geemiglerine saygi duyup takdir etme

-Cesitli sosyal ve kiiltiirel gegmislerden gelen insanlarla etkili bicimde ¢aligma (Kiiltiir
Kiiltiirel is birligi ve tarzdaki farkliliklardan bagimsiz olarak ekip iiyeleri ve sinif arkadaslariyla etkili ve

yaratici bir sekilde ¢alisabilme becerisi)

Kiiltiirel etkilesim, iletisim ve miizakere  -Farkli sosyal durumlarda yapici bir sekilde iletisim kurma

-Diger bireylerde gliven ve empati yaratma becerisi,

Kiiltiirel empati ve giiven -Cesitliligin neden oldugu farkli bakis a¢ilarini gérme ve anlama, kiiltiirel anlay1s
gelistirme,
-Farkli kiiltiirlerdeki fikirlerin onlarin sanatsal eserlerine nasil yansidigi konusunda
anlayig gelistirme ve empati ile ifade etme ve yorumlama

-Sosyal ve kiiltiirel farkliliklardan yararlanma (Kiiltiirel faaliyetteki sosyal ve
Kiiltiirel girisimceilik ekonomik firsatlari tanimlama, gergeklestirme ve yaratici siireglere katilma)
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Tablo 10. 21. yy. Ogrenme Cercevelerinde ve Sosyal Bilgiler Dersi Ogretim Programinda Ortak Olarak ifade Edilen Beceriler

2018 Sosyal Bilgiler Dersi Ogretim Programinda Yer Alan Beceriler

1. Arastirma* 11. Hukuk okuryazarlig 21. Politik okuryazarlik*

2. Cevre okuryazarligr* 12. Tletisim** 22. Problem ¢dzme**

3. Degisim ve siirekliligi algilama* 13. Is birligi** 23. Sosyal katilim**

4. Dijital okuryazarlik 14. Kalip yargi ve onyargiyr fark etme** 24. Tablo, grafik ve diyagram
5. Elestirel diisiinme** 15. Kamt kullanma* ¢izme ve yorumlama

6. Empati** 16. Karar verme* 25. Tiirkgeyi dogru, giizel ve
7. Finansal okuryazarlik* 17. Konum analizi* etkili kullanma**

8. Girigimeilik** 18. Medya okuryazarli 26. Yenilikci diisinme**

9. Gozlem* 19. Mekanm al.gllfma* 27. Zaman ve kronolojiyi

10. Harita okuryazarligi* 20. Oz denetim algilama*

* Kiiltiirel beceriler ile dolayli olarak iliskili

** Kiiltiirel beceriler ile dogrudan iliskili

2018 Sosyal Bilgiler Dersi Ogretim Programi’nda Yer
Alan Kiiltiirel Becerilere fliskin Bulgular

2018 Sosyal Bilgiler Dersi Ogretim Programi’nda 27 adet
beceriye yer verilmistir. Programda sozii edilen beceriler
arasinda dogrudan kiiltiirel okuryazarliklar ya da kiiltiirel
kelimesi adi altinda bir becerinin yer almadigi goriilmekte
fakat bu becerileri dogrudan ya da dolayli olarak destekleyen
kdiltiirel becerilerin oldugu anlasilmaktadir. Dogrudan iligkili
oldugu diisiiniilen kiiltiirel beceriler; "elestirel diisinme,
empati, girisimcilik, iletigim, is birligi, kalip yargi ve 6nyargry1
fark etme, problem ¢dzme, sosyal katilim, Tiirk¢eyi dogru,
giizel ve etkili kullanma ve yenilik¢i diistinme olmak tizere 10
tanedir (Tablo 10).

2018 Sosyal Bilgiler Dersi Ogretim Programi’nda yer alan
Kiiltiir ile fliskili Kazamimlara Yénelik Bulgular

Bu boliimde dordiincii, besinci, altinct ve yedinci sinif
kademelerindeki Sosyal Bilgiler Dersi Ogretim Programi’nda
yer alan kazanimlar arastirmaci tarafindan ortaya konulan "21.
Yizyil Kiiltiirel Yetkinlik ve Beceriler Cergevesi" 1siginda
incelenmistir. Bu kapsamda yer alan kazanimlar tablolar
halinde sunulmustur.

Dérdiincii  Simf Sosyal Bilgiler Dersi Ogretim
Programinda Yer Alan Kazamimlara Yonelik Bulgular
2018 Doérdiincii Smif Sosyal Bilgiler Dersi  Ogretim
Programi’nda yer alan kazanimlar arastirmacilar tarafindan bu
calismada ortaya konulan "21. Yiizyil Kiiltiirel Yetkinlik ve
Beceriler Cercevesi" 1s181inda incelendiginde; 4.1.4. numaral
kazanimin " Kiiltiirel gliven ve empati yaratma, yetkinligi ile
iligkili oldugu, 4.1.5. numarali kazanimin "kiiltlirel saygi1 ve
takdir" ile iligkili oldugu, 4.2.2. numarali kazanimin "kiiltiirel
farkindalik" ile iliskili oldugu, 4.7.1. numarali kazanimin "
Kiiltiirel farkindalik" ile iligkili oldugu, 4.7.2. numaral
kazanimin "kiiltiirel etkilesim, iletisim ve miizakere" ve
"kiiltiirel girigsimcilik" yetkinlikleri ile iligkili oldugu, 4.7.3.
numarali kazanimin "kiiltiirel farkindalik" ile iliskili oldugu,
4.7.4. numarali kazanimin ise "kiltirel saygi ve takdir"
yetkinlikleriyle iliskili oldugu goriilmektedir.

Bunun yaninda 6gretim programinda yer alan kazanimlar
incelendiginde; insanlar, yerler ve ¢evreler, bilim, teknoloji ve
toplum, iiretim, dagitim ve tiiketim ile etkin vatandaslik
O6grenme alanlarinda yer alan kazanimlarin 21. yy. 6grenme
cergevelerinde ifade edilen kiiltiirel yetkinlik-yeterlilik ve
beceriler ile dogrudan iligkili olmadig1 goriilmektedir (Tablo
11).
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Tablo 11. Dordinci Simif Sosyal Bilgiler Dersi
Kazanimlarmin Kiiltiirel Boyutu
Ogr. Kaz.No Kazamm
Alani
SB.4.1.4  Kendisini Farkl1 Ozelliklere
Birey ve Sahip Diger Bireylerin Yerine
Toplum Koyar.
SB.4.1.5 Diger Bireylerin Farkli
Ozelliklerini Saygi ile Karsilar.
Kiiltiir ve SB.4.2.2. Ailesi ve Cevresindeki Milli
Miras Kiiltiirii Yansitan Ogeleri
Arastirarak Ornekler Verir.
SB.4.7.1. Diinya Uzerindeki Cesitli
Ulkeleri Tanitir.
Kiiresel SB.4.7.2. Tiirkiye’nin Komsular1 ve Diger
Baglantilar Tiirk Cumhuriyetleri ile Olan
Iliskilerini Kavrar.
SB.4.7.3. Farkli Ulkelere Ait Kiiltiirel
Unsurlarla Ulkemizin Sahip
Oldugu Kiiltiirel Unsurlari
Karsilastirir.
SB.4.7.4. Farkl Kiiltiirlere Saygi Gosterir.

Besinci Siif Sosyal Bilgiler Dersi Ogretim Programinda
Yer Alan Kazanimlara Yonelik Bulgular

2018 besinci sinif sosyal bilgiler dersi dgretim programinda
yer alan kazamimlar "21. Yiizyil Kiiltirel Yetkinlik ve
Beceriler Cergevesi" 1s18inda incelendiginde; 5.2.2., 5.2.3.,
5.2.4. ve 5.2.5. numarali kazanimlarin o6zellikle "kiiltiirel
farkindalik" yetkinlikleri ile iliskili oldugu, 5.5.3, ve 5.7.1
numarali kazanimlarin "kiiltiirel girisimeilik”, 5.7.2. numarali
kazanimin "kiiltiirel etkilesim, iletisim ve miizakere", 5.7.3.
numarali kazanimin "kiiltiirel farkindalik, kiiltiirel is birligi,
kiiltiirel etkilesim, iletisim ve miizakere, kiiltlirel saygi ve
takdir" yetkinlikleri ile iligkili oldugu, 5.7.4 numarali
kazanimin ise "kiiltiirel sayg1 ve takdir" yetkinliklerine vurgu
yaptig1 gortiilmektedir.

Besinci sinif sosyal bilgiler dersi 6gretim programinda yer
alan kazanimlar incelendiginde; birey ve toplum, insanlar,
yerler ve cevreler, bilim, teknoloji ve toplum ve etkin
vatandaglik 6grenme alanlarinda yer alan kazanimlarin 21. yy.
o0grenme ¢ercevelerinde ifade edilen kiiltiirel beceriler ile
dogrudan iligkili olmadig1 goriilmektedir (Tablo 12).
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Tablo 12. Besinci Sinif Sosyal Bilgiler Dersi Kazanimlarinin Kiiltiirel Boyutu

_Ogr. Alam Kaz. No Kazanim
SB.5.2.2. -Cevresindeki dogal varliklar ile tarihi mekanlari, nesneleri ve eserleri tanitir.
Kaltiir ve Miras SB.5.2.3 -Ulkemizin ¢esitli yerlerinin kiiltiirel 6zellikleri ile yasadig1 cevrenin kiiltiirel
Ozelliklerini karsilastirarak bunlar arasindaki benzer ve farkli unsurlari belirler.
SB.5.2.4 -Kiiltiirel 6gelerin, insanlarin bir arada yasamasindaki roliinii analiz eder.
SB. 5.2.5. -Giinliik yasamdaki kiiltiirel unsurlarin tarihi gelisimini degerlendirir (Gilindelik hayatta
yerlesmis kiiltiirel unsurlarin siirekliligi ve degisimi lizerinde durulur).
Uretim, Dagitim  SB. 5.5.3. -Cevresindeki ekonomik faaliyetlerin, insanlarin sosyal hayatlarina etkisini analiz eder
ve Tiiketim (Ekonomik faaliyetlerin niifus, yerlesme, egitim ve kiiltiir izerindeki etkileri tizerinde
durulur).
SB. 5.7.1. -Yasadig1 yer ve ¢evresinin iilkemiz ile diger iilkeler arasindaki ekonomik iligkilerdeki
Kiiresel roliinii arastirir (Tarim, sanayi, turizm, ulagim, egitim, kiiltiir endiistrisi gibi ekonomik
Baglantilar faaliyet alanlarindan uygun olanlara deginilir).
SB.5.7.2. - Ulkeler arasindaki ekonomik iliskilerde iletisim ve ulasim teknolojisinin etkisini
tartigir.
SB.5.7.3. - Turizmin uluslararasi iligkilerdeki 6nemini agiklar.
SB. 5.7.4. - Cesitli iilkelerde bulunan ortak miras 6gelerine 6rnekler verir (Ulkemizden ve

diinyanin farkli iilkelerinden 6rnekler sec¢ilerek ortak mirasin anlami iizerinde durulur).

Altinaa Simf Sosyal Bilgiler Dersi Ogretim Programinda
Yer Alan Kazanimlara Yonelik Bulgular

2018 altinc1 sinif sosyal bilgiler dersi 6gretim programinda yer
alan kazanimlar "21. Yiizyil Kiiltiirel Yetkinlik ve Beceriler
Cercevesi" 1s181nda incelendiginde; 6.1.2. numarali kazanimin
"kiiltlirel farkindalik" yetkinligi ile iliskili oldugu, 6.1.3.
numarali kazanimin "kiiltiirel saygi ve takdir, kiiltirel
etkilesim, iletisim ve miizakere ve kiiltiirel empati ve giiven"
yetkinlikleri ile iliskili oldugu, 6.1.4. numarali kazanimin

"kiiltiirel etkilesim, iletisim ve miizakere, kiiltiirel is birligi ve
kiiltiirel girisimcilik" yetkinlikleri ile iligkili oldugu, 6.2.1.,
6.2.3. ve 6.2.4. numarali kazanimlarin "kiiltiirel farkindalik"
yetkinligi ile iliskili oldugu, 6.2.5., 6.7.1., 6.7.2. ve 6.7.3.
numarali kazanimlarin "kiltiirel etkilesim, iletisim ve
miizakere, kiiltiirel is birligi ve kiiltiirel girisimcilik"
yetkinlikleri ile iligkili oldugu ve son olarak 6.7.4. numarali
kazanimin "kiiltiirel farkindalik" yetkinligi ile iliskili oldugu
goriilmektedir.

Tablo 13. Altinc1 Sif Sosyal Bilgiler Dersi Kazanimlarmin Kiiltiirel Boyutu

Ogr. Alam Kaz. No Kazanim

-Sosyal, kiiltiirel ve tarihi baglarin toplumsal birlikteligin olugmasindaki yerini ve roliinii

SB.6.1.2.

analiz eder (Din, dil, tarih gibi kiiltiirii olusturan unsurlar ele alinir).

Birey ve
Toplum
SB.6.1.3.

-Toplumda uyum igerisinde yasayabilmek icin farkliliklara yonelik 6n yargilari sorgular
(Farkli kisi ve gruplara kars1 zaman zaman rastlanan kalip yargi ve 6n yargi ornekleri
incelenir. Toplumsal birlikteligin 6zel gereksinimli bireylerin yani sira farkli

sosyoekonomik gruplara mensup olanlar ile farkli etnik, dini ve mezhepsel aidiyetlere
saygl duymayi gerektirdigi lizerinde durulur).

-Toplumsal birlikteligin olugsmasinda sosyal yardimlasma ve dayanigmay1 destekleyici

SB.6.1.4. faaliyetlere katilir.

-Orta Asya’da kurulan ilk Tiirk devletlerinin cografi, siyasal, ekonomik ve kiiltiirel

SB.6.2.1.

Kiiltiir ve yararlanilir).

ozelliklerine iligskin ¢ikarimlarda bulunur (Destan, yazit ve diger kaynaklardan

Miras
SB.6.2.3.

-Tiirklerin Islamiyet’i kabulleri ile birlikte siyasi, sosyal ve kiiltiirel alanlarda meydana
gelen degisimleri fark eder.

-Tirklerin Anadolu’yu yurt edinme siirecini XI ve XIII. yiizyillar kapsaminda analiz eder

SB.6.2.4.

(Tiirkiye Selguklulart Dénemi’nde gergeklestirilen kiiltiirel faaliyetlerin Anadolu’nun

yurt edilme siireci lizerindeki etkisine vurgu yapilir).

-Tarihi ticaret yollarmin toplumlar aras siyasi, kiiltiirel ve ekonomik iligkilerdeki roliinii

SB.6.2.5.

aciklar (Tarihi Ipek ve Baharat yollari, ilgili haritalar iizerinden ele alinir).

-Ulkemizin Tiirk Cumhuriyetleri ve komsu devletlerle olan kiiltiirel, sosyal, siyasi ve

SB.6.7.1.

ekonomik iligkilerini analiz eder,

Kiiresel SB.6.7.2.

-Ulkemizin diger iilkelerle olan ekonomik iliskilerini analiz eder

Baglantilar SB.6.73.

-Ulkemizin sahip oldugu siyasi, askeri, ekonomik ve kiiltiirel 6zelliklere bagh olarak

uluslararasi alanda iistlendigi rolleri analiz eder.

-Popiiler kiiltiirlin, kiiltiiriimiiz iizerindeki etkilerini sorgular (Kiiltiirimiize ait olmayan

SB.6.7.4.

unsurlarin, medya araclar1 yoluyla toplum hayatini nasil etkiledigi fark ettirilir).

Altinct siif sosyal bilgiler dersi 6gretim programinda yer
alan kazanimlar incelendiginde; insanlar, yerler ve gevreler,

bilim, teknoloji ve toplum, iiretim, dagitim ve tiikketim ve etkin
vatandaglik 6grenme alanlarinda yer alan kazanimlarin 21. yy.
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o0grenme cergevelerinde ifade edilen kiiltiirel yetkinlik-

yeterlilik ve beceriler ile dogrudan iliskili olmadig1

goriilmektedir (Tablo 13).

Yedinci Simif Sosyal Bilgiler Dersi Ogretim Programinda

Yer Alan Kazanimlara Yonelik Bulgular

2018 yedinci simnif sosyal bilgiler dersi dgretim programinda

yer alan kazanmimlar "21. Yiizyill Kiiltirel Yetkinlik ve

Beceriler Cergevesi" 1s1ginda incelendiginde; 7.1.3.numaralt

kazanimin, "kiltirel farkindalik, 7.2.5. ve 7.7.3. numaral

kazanimlarin ise "kiiltiirel empati ve giiven" yetkinlikleri ile

iliskili oldugu goriilmektedir.

Tablo 14. Yedinci Smif Sosyal Bilgiler Dersi Kazanimlarinin

Kiiltiirel Boyutu

_Ogr. Alam
Birey ve
Toplum

Kaz. No
SB.7.1.3.

Kazanim

-Medyanin sosyal degisim
ve etkilesimdeki roliinii
tartisir (Secilen bir iletigim
kanalinin (TV, Internet,
akilli telefonlar vb.)
bireyler arasindaki
iletisimi ve toplumsal
olarak da kiiltiirii nasil
degistirdigi ele alinir).
-Osmanli kiiltiir, sanat ve
estetik anlayisina 6rnekler
verir (Yerli ve yabanci
seyyahlarin
seyahatnamelerinden
orneklere yer verilir).
-Cesitli kiiltiirlere yonelik
kalip yargilari sorgular.

Kiiltir ve ~ SB.7.2.5.

Miras

Kiiresel SB.7.7.3.

Baglantilar

Yedinci sinif sosyal bilgiler dersi 6gretim programinda yer
alan kazanimlar incelendiginde; insanlar, yerler ve gevreler,
bilim, teknoloji ve toplum, iiretim, dagitim ve tiiketim ve etkin
vatandaglik 6grenme alanlarinda yer alan kazanimlarin 21. yy.
o0grenme cergevelerinde ifade edilen kiiltiirel yetkinlik-

yeterlilik ve beceriler ile dogrudan iliskili olmadig1
goriilmektedir (Tablo 14).

Sonug, Tartisma ve Oneriler

Giinlimiizde hizla gelisen teknoloji ile kiiresellesen

diinyamizda, o6grenciler farkli etnik, cinsiyet, dil, irk ve
sosyoekonomik kokenlere sahip bireylerle karsi karsiya
gelmektedirler. Bu nedenle bu denli kiiltiirel ¢esitliligin oldugu
ortamlarda 6grencilerin diger kiiltiirel farkliliklara yonelik bir
farkindalik olusturmalart bu farkliliklari empati, saygi ve
takdir ile kargilamalari ve cesitliligin neden oldugu bu
farkliliklar: firsata doniistiirmeyi bilmeleri bir gerekmektedir.
[Ikogretim seviyesinde yukarida sozii edilen bu becerilerin
ogrencilere kazandirilmasit konusunda en biiyiik gorev ise
kuskusuz Sosyal Bilgiler egitimine ve egiticilerine
diismektedir. Bu gerekgelere dayanarak elinizdeki ¢aligma
Tiirkiye’de vyiiriirliikte olan Sosyal Bilgiler Dersi Ogretim
Programimi kiiltirel beceriler agisindan incelemistir. Bu
kapsamda Once literatiirde yer alan gesitli uluslararasi
kuruluglarca hazirlanmis 21. yiizy1l yetkinlik ve beceri
gergeveleri incelenmis daha sonra bu c¢ergevelerden yola
cikarak 21. yiizyilda 6grencilerden sahip olunmasi beklenilen
kiiltirel yetkinlik ve becerilerin 6zgiin bir ¢ercevesi
olusturulmustur. Ardindan bu ¢erceve 15181inda Sosyal Bilgiler
Dersi Ogretim yer alan beceri ve kazanimlar incelenmistir. 21.
ylizyilda kiiresellesme, ¢ok kiiltiirlillik ve kiiltiirler arasi
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iligkilerin 6nemi g6z Oniinde bulunduruldugunda kiiltiirel

beceriler konusunda Sosyal Bilgiler Dersi Ogretim
Programindan beklenen; mevcut beceriler arasinda yer alan
gevre  okuryazarligi, harita  okuryazarligi, finansal

okuryazarlk, dijital okuryazarlik ve hukuk okuryazarlig
orneklerinde oldugu gibi kiiltiirel okuryazarliklarinda somut
bir sekilde ifade edilmesi olmustur.

Programda sozii edilen beceriler arasinda kiiltiirel
okuryazarlik ya da kiiltiirel beceriler ad1 altinda somut olarak
bir ifadenin yer almadig1 goriilmekte fakat bu yetkinlikleri
dogrudan veya dolayli olarak destekleyen becerilerin yer
aldig1 goriilmektedir. Bu kapsamda elestirel diisiinme, empati,
girisimcilik, iletisim, is birligi, kalip yarg1 ve dnyargiy1 fark
etme, problem ¢dzme, sosyal katilim, Tiirk¢eyi dogru, giizel
ve etkili kullanma ve yenilik¢i diisiinme becerileri dogrudan
kiiltiirel beceriler ile iligkilendirilmistir. S6zii edilen bu
becerilerin arastirmacilar tarafindan kiiltlirel boyutunun
kategorize edilmesinin olduk¢a zor oldugunu belirtmekte
fayda vardir ancak burada asil 6nemli olan kiiltiir, kiiltiirel,
kiltiirler arasi vb. ifadeler altinda programda somut bir
beceriye vurgu yapilmadigidir.

Programda yer alan doérdiincii, besinci, altinci ve yedinci
kademe Ogrencilerine ait kazanimlar incelendiginde kiiltiirel
farkindalik yetkinliginde 14 adet, kiiltiirel saygi ve takdir
yetkinliginde 5 adet, kiiltiirel is birligi yetkinliginde 6 adet,
kiiltiirel etkilesim-iletisim ve miizakere yetkinliginde 9 adet,
kiiltiirel giiven ve empati yetkinliginde 4 adet ve son olarak
kiltirel  girisimcilik  yetkinliginde 8 adet kazanim
bulunmustur. Bu noktada bazi kazamimlar birden ¢ok
yetkinligin kapsamina girmistir.

Arastirmacilar tarafindan kiiltiirel farkindalik yetkinligi
altinda yer alan kazanimlarin biiyiikk ¢ogunlugunun ulusal
kiilttirel kimligin bilinci ve anlayist (kisinin kendi kiiltiiriniin
geleneklerini, degerlerini ve inanglarini anlama becerisi) ile
iligkili oldugu kanaatine varilmigtir. Yapilan degerlendirmeler
sonucu basgka kiiltiirleri anlama becerilerinin yalnizca
dordiincii siif kiiresel baglantilar 6grenme alaninda yer alan
bir numarali (diinya tizerindeki gesitli {ilkeleri tanitir) ve ii¢
numarali (farkl iilkelere ait kiiltiirel unsurlarla iilkemizin
sahip oldugu kiiltiirel unsurlar1 karsilastirir) kazanimlarda agik
bir sekilde ele alindigt sonucuna varilmigtir. Bu yoniiyle
degerlendirildiginde mevcut programin kiiltlirler arasi
becerileri kazandirabilmesi  yoniiyle yetersiz  kaldig
konusunda arastirmacilar tarafindan fikir birligine varilmistir.

Tiirkiye Yeterlilikler Cergevesi, anahtar yetkinlikleri
Sosyal Bilgiler Dersi Ogretim Programinda somut bir sekilde
yer almaktadir. Bu yetkinliklerden biri de kiiltiirel farkindalik
ve ifade yetkinligi olarak karsimiza c¢ikmaktadir. Ogretim
programinda yer alan yetkinlikler basligi altinda; egitim
sistemimizin yetkinliklerde biitiinlesmis bilgi, beceri ve
davraniglara  sahip  karakterde bireyler yetistirmeyi
amacladigindan ve bu yetkinliklerin 6grencilerin hem ulusal
hem de uluslararast diizeyde; kisisel, sosyal, akademik ve is
hayatlarinda  ihtiyag  duyacaklart  beceri  yelpazeleri
oldugundan bahsedilmektedir. Bu ¢aligmada kiiltiirel
yetkinliklerin beceri yelpazeleri (setlerini) ayrmtili olarak
incelenmis ve ortaya konulmustur. Sosyal Bilgiler Dersi
Ogretim Programinda yer alan beceri ve kazanimlara kiiltiirel
baglamda bakildiginda ise bu beceri yelpazelerinin yeterince
ele almmadig1 goriilmektedir. Kiiltiirel becerilerin Snemi
yukarida da vurgulandigi iizere tartisilmaz bir gerceklik haline
gelmistir. Ilerleyen yillarda programlarda yapilacak revize ve
yeniliklerle kiiltiirel becerilerin daha kapsamli bir sekilde ve
somut ifadelerle programda yer alacagi diisiiniilmektedir.
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Calisma uluslararas1 kuruluslar tarafindan hazirlanmis
cesitli 21. ylizy1l beceri, yetkinlik ve yeterlilik cergeveleri
(ATC21S, 2010; DeSeCo, 2003; enGauge, 2002; Europan
Council, 2006; ISTE, 2007; MOE, 2010; P-21 Battelle for
Kids, 2019; Trilling & Fadel, 2009) ile sinirlidir. S6zii gecen
bu ¢aligmalarda yer alan yetkinlik ve beceriler zaman gegtikge
giincellenmekte ve revize edilmektedir. Yeni yapilacak
calismalarda bu giincelligin takip edilmesi arastirmacilarin
yararina olacaktir. Ayrica bu ¢aligma uluslararas: alanda yer
alan 21. ylizy1l 6grenme gergevelerinden yola ¢ikarak 6zgiin
bir "Kiiltiirel Yetkinlik ve Beceriler Cercevesi" ortaya
koymustur. So6zii gegen bu cergeveden farkli kiiltiirel
calismalarda yararlanilabilir.
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Extended Summary
Introduction

The understanding of education in the 19th and 20th centuries,
where knowledge was at the forefront, has been replaced by
the understanding of education in the 21st century, where
knowledge alone is insufficient and different values, skills, and
competencies are needed. The knowledge, values, attitudes,
and skills required to adapt to today's world are quite different
from discussions that have traditionally focused on the
education systems of past centuries. Today's education system
aims to raise citizens who can think critically, have high
problem-solving  skills, are equipped with digital
competencies, can communicate effectively, have global
awareness, and can adapt to environments with intercultural
diversity. In the century we live in, it has become very
important to adapt to an increasingly multicultural social life.
Being culturally literate helps you understand, relate to, and
interact with people from different backgrounds. Seeing,
hearing, and learning about how others live make individuals
more culturally sensitive and aware. Learning about different
cultures can open the human mind to different lifestyles. It also
helps develop various skills such as cultural literacy,
communication, and self-reflection. Undoubtedly, the biggest
responsibility in imparting these skills to individuals falls on
educational processes and, therefore, schools. In our rapidly
changing society, schools need to address cultural and
intercultural awareness and integrate it into educational
programs. According to Kirkwood (2001), today's students
will face a changing world, and teaching environments will
include individuals from different ethnic, gender, language,
race, and socioeconomic backgrounds. In this study, first of
all, an original framework about cultural competence and skills
was determined based on various 2lst-century learning
frameworks in the international literature. Then, the learning
areas (thematic strands), learning outcomes, and skills
included in the current Social Studies Curriculum in force in
Turkey were examined in detail in light of this framework.

Method

In this study, a case study design was employed, and the
document analysis technique was chosen as the data collection
method. Document analysis was utilized for its capability to
facilitate in-depth exploration concerning the identification of
cultural competencies and skills in the Social Studies
Curriculum for Primary Education. The 2018 Social Studies
Curriculum, approved and implemented by the Ministry of
National Education Board of Education and Discipline in
2018, along with various 2 1st-century skill, competency, and
qualification frameworks (ATC21S, 2010; DeSeCo, 2003;
enGauge, 2002; Europan Council, 2006; ISTE, 2007; MOE,
2010; P-21 Battelle for Kids, 2019; Trilling & Fadel, 2009),
served as the data source for the study. Content analysis, a
qualitative research method, was employed for the analysis of
the obtained data. In content analysis, the process involves
organizing similar data within specific concepts and themes
and interpreting them in a way that the reader can understand.
In this context, the researchers initially subjected various
international 2 1st-century skill, competency, and qualification
frameworks to analysis regarding cultural skills. The skills
related to culture within these frameworks were consolidated
under common themes. Subsequently, an original "Cultural
Competence and Skills Framework" was developed based on
these dimensions. Using this framework, the researchers
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independently examined 27 skills and 131 learning outcomes
in the 2018 Social Studies Curriculum to determine whether
they reflect cultural skills. The results of these analyses were
then compared, and the findings were presented in tabular
form.

Findings

As a result of the examinations carried out within the scope of
the study, a framework regarding cultural competence and
skills was first put forward. This framework is categorized
under six headings: cultural awareness competence, cultural
respect and appreciation competence, cultural cooperation

competence, cultural interaction, communication, and
negotiation competence, cultural empathy and trust
competence, and finally cultural entrepreneurship

competence. These competencies include the 2Ist-century
skill sets that today's students are expected to have both in their
cultural environment and in intercultural environments.

In the second stage of the study, the skills included in the
Social Studies Curriculum were examined in light of the
created framework. As a result, it was observed that there were
no skills directly containing the word cultural literacy or
culture among the skills in the curriculum, but there were skills
that directly or indirectly supported cultural competencies.
Cultural skills that are thought to be directly related; "There
are 10 skills: critical thinking, empathy, entrepreneurship,
communication, collaboration, recognizing stereotypes and
prejudices, problem solving, social participation, skills to use
Turkish correctly, beautifully and effectively and innovative
thinking skills. In the final stage of the study, the learning
outcomes (achievements) related to the learning areas
(thematic elements) in the curriculum were examined in light
of the framework created by the researchers. It has been
determined that, at the 5th, 6th, and 7th grade levels, a total of
fifteen learning outcomes are related to cultural awareness
competence, five are related to cultural respect and
appreciation competence, six are related to cultural
collaboration competence, nine are related to cultural
interaction, communication, and negotiation competencies,
four are related to cultural empathy and trust competencies,
and eight are related to cultural entrepreneurship
competencies. Additionally, it has been observed that nine
learning outcomes emphasize multiple competencies and skill
sets.

The researchers have concluded that the majority of the
learning outcomes under the "cultural awareness" competency
are associated with awareness and understanding of national
cultural identity (the ability to understand one's own culture's
traditions, values, and beliefs).

Discussion, Conclusion and Suggestions

This study has examined the Social Studies Curriculum
currently in effect in Turkey in terms of "cultural skills." In
this context, various 2lst-century competency and skill
frameworks studied by international organizations in the
literature were reviewed. Based on this, a framework for the
cultural competencies and skills expected from students in the
21st century was developed. Subsequently, the skills and
achievements in the curriculum were examined in light of this
framework. Social Studies Curriculum includes 27 skills.
While the mentioned skills do not directly include a concrete
expression under the name of cultural literacy or cultural skills,
it is observed that fundamental and supporting skills that
underpin these competencies are present. It is worth noting that
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categorizing the cultural dimension of these skills is
challenging for researchers. Considering the importance of
globalization, multiculturalism and intercultural relations in
the 21st century, a skill called "cultural literacy" was expected
to be included in the program. This is similar to existing skills
in the programme, such as environmental literacy, map
literacy, financial literacy, digital literacy and legal literacy.
They concluded that the majority of the learning outcomes
examined within the scope of "cultural awareness
competence", one of the competences determined within the
scope of the research, were related to national-cultural identity
awareness and understanding. In this regard, while the current
program is considered sufficient in terms of imparting cultural
skills, it may be lacking in developing intercultural skills.
This study is limited to various 2lst-century learning
frameworks prepared by international organizations (ATC218S,
2010; DeSeCo, 2003; enGauge, 2002; Europan Council, 2006;
ISTE, 2007; MOE, 2010; P-21 Battelle for Kids, 2019; Trilling
& Fadel, 2009). The competencies and skills in these studies
are updated and revised over time. Tracking these updates in
future research would be beneficial for researchers.
Additionally, this study has presented an original framework
for cultural competencies and skill sets based on international
21st-century learning frameworks. This framework can be
used in different cultural studies.
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Abstract: The aim of this research is to examine the skill of using information and communication technologies
in the context of computer ethics in the primary school life sciences course. In line with this aim, the research was
conducted using a qualitative method, and a case study design was preferred. The study group consisted of 21
primary school teachers from the provinces of Antalya (2), Aydn (1), Afyonkarahisar (1), Bursa (14), Gaziantep
(1), Kahramanmaras (1), and Sirnak (1) in Tirkiye. The research data were collected through semi-structured
interview forms and documents. Both content analysis and descriptive analysis methods were used in the analysis
of the data. According to the findings of the research, it was revealed that there were no unethical behaviors in the
context of computer ethics related to the skill of using information and communication technologies in the life
sciences curriculum. However, it was understood that primary school teachers included unethical behaviors in the
context of computer ethics, even though they were not included in the curriculum, considering the safety of students.
Based on these results, it is recommended that the Ministry of National Education include unethical behaviors in
the context of computer ethics in the life sciences curriculum.

Keywords: Life science lesson, primary school, technology, computer ethics

0z: Bu arastirmanin amaci ilkokul hayat bilgisi dersi bilgi ve iletisim teknolojilerini kullanma becerisini bilisim
etigi baglaminda incelemektir. Bu amaca bagli olarak arastirma nitel yontem ile yiiriitiilmistiir. Nitel arastirma
deseni olarak durum ¢aligmasi tercih edilmistir. Arastirmanin ¢aligma grubunu Tiirkiye’nin Antalya (2), Aydm (1),
Afyonkarahisar (1), Bursa (14), Gaziantep (1), Kahramanmaras (1) ve Sirnak (1) illerinden arastirmaya katilan 21
sinif 6gretmeni olusturmustur. Arastirmanin verileri yari yapilandirilmis gériisme formu ve dokiimanlar araciligi ile
toplanmistir. Verilerin ¢oziimlenmesinde hem igerik analizi hem de betimsel analiz yontemi kullanilmistir.
Aragtirmanin  bulgularindan elde edilen sonuca gore hayat bilgisi 6gretim programinda bilgi ve iletisim
teknolojilerini kullanma becerisi ile iligkili olarak bilisim etigi baglaminda etik dis1 davranislara yer verilmedigi
ortaya ¢ikmustir. Buna ragmen smif Ogretmenleri tarafindan Ogrencilerin giivenligi diisiiniilerek 6gretim
programinda yer almasa bile bilisim etigi baglaminda etik dis1 davranislara yer verdikleri anlagilmistir. Bu sonuglara
bagli olarak Milli Egitim Bakanlig: tarafindan hayat bilgisi dersi 6gretim programinda bilisim etigi baglaminda etik
dis1 davraniglara yer verilmesi onerilmektedir.

Anahtar Kelimeler: Hayat bilgisi dersi, ilkokul, teknoloji, bilisim etigi
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Introduction

Life sciences is a course taught in the 1st, 2nd, and 3rd grades
of primary school, aiming to provide students with
fundamental knowledge, skills, and values related to
individuals, society, and nature (MEB [MoNE], 2018). In this
context, the ability to use information and communication
technologies is among the basic life skills aimed to be gained.
As stated in the 2018 Life Studies course curriculum, the
important thing is to use information and communication
technologies skills by primary school students in accordance
with their purpose (MoNE, 2018). Computer ethics is used in
the use of this skill in accordance with its purpose. Computer
ethics is an applied ethical field that examines the behaviors
individuals exhibit during the use of information and
communication technologies, as well as the written and
unwritten rules that individuals should adhere to in this process
(Leymun, 2018; Tingdy, 2009). Also known as computer
ethics, information technology ethics is now a highly regarded
and vibrant field (Miiller, 2022). The aim in computer ethics is
to ensure that individuals experience a safer and smoother
process in using information and communication technologies
(Fidan, 2016).

Therefore, it is considered important for primary school
students to be aware of ethical and unethical behaviors in the
context of computer ethics, starting from the first grade. In the
context of information ethics, there have been studies
conducted for students in Tirkiye from primary school to
university level (Karadeniz, 2015; MoNE, 2014; MoNE,
2018). In the 19th National Education Council held in 2014,
under the topic of school security, a recommendation was
made to conduct educational activities for students, teachers,
and parents on the ethical use of information technologies to
ensure psychological safety in schools and to prevent the
inappropriate use of mobile phones at school (MoNE, 2014).
As of the first semester of the 2018-2019 academic year, the
Ministry of National Education updated the curriculum for the
Ist, 2nd, 3rd, 4th, 5th, and 6th grades of primary education in
the field of Information Technologies and Software Course
and added the Ethics and Security unit to its content (MoNE,
2018). In the study conducted by Paksoy (2015), the
compliance of middle school students with computer ethics
rules in performance tasks was examined. Celik and Giindogdu
(2019) aimed to develop a scale to determine the attitudes of
high school students towards ethical values in the field of
information technology. Since 2014, Anadolu University has
made the computer ethics course compulsory for all
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postgraduate students and started offering this course through
distance education (Karadeniz, 2015). In the study conducted
by Soylemez and Balaman (2015), the factors that are thought
to affect students' ethical use of information and
communication technologies were tried to be determined.

The primary school period is considered a critical period
for the development of many cognitive and social skills
(Levinson et al., 2020). During this period, students acquire
the skill of using information and communication technologies
in life sciences courses while also being aware of ethical issues
they may encounter. It is anticipated that their awareness of
what is ethical and unethical while exhibiting behaviors related
to this skill will contribute to their safer and more ethical use
of this skill. In this context, when research conducted abroad
is examined, Masrom et al. (2012) examined ethical problems
in information and communication technology in primary
schools in Malaysia and found cybercrimes, cyberbullying,
internet fraud, and hacking were among the ethical problems
identified. However, cyberbullying was seen as the main
ethical issue in Malaysian primary schools. In the research
conducted by Varlan and Tomazei (2018), four categories of
ethical problems were defined in the use of information and
communication technologies as general ethical problems,
software piracy, plagiarism and cheating, and computer
security. In the literature, the issue of IT ethics is seen as so
important that Paltiel et al. (2022) review and discuss the issue
of IT ethics education, emphasizing the importance of teaching
IT ethics to students to prevent them from experiencing ethical
problems.

When the research conducted in the context of computer
ethics in primary schools was examined, it was seen that there
were mostly studies on the ethical dimension of primary school
teachers' use of information technologies (Baysa, 2020;
Baysan & Cetin, 2019; Ersoy, 2014). In the study conducted
by Baysan and Cetin (2019), it was aimed to develop a
measurement tool with psychometric properties to determine
the ethical use of information and communication
technologies in education for teachers.

When the literature was examined, it was observed that
there was no direct research on the relationship between the
ability to use information and communication technologies
and computer ethics in the 2018 life sciences curriculum.
However, Armagan Erbil and Dogan (2019) determined the
needs that emerged according to the teachers' opinions for the
primary school life sciences course curriculum, and in this
context, it was revealed that classroom teachers emphasized
the importance of effective and correct use of information and
communication technologies. IT ethics can be inferred from
the emphasis on correct use. Kiling and Ersoy (2013) evaluated
the 2009 life sciences curriculum in the context of developing
ethical awareness in general according to teacher opinions, but
this study also did not address computer ethics. In addition, it
should not be ignored that the ICT competencies of classroom
teachers constitute an important dimension in the process of
supporting the development of students' skills in using ICT in
life science teaching. The competence of classroom teachers
in the field of information and communication technologies
positively affects the reflection of this competence on students
(Redecker, 2017). In this context, studies conducted to
determine the bit competencies of classroom teachers were
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examined. In these studies, it was determined that the ICT
competencies of classroom teachers were at a high level
(Aydogmus & Karadag, 2020; Daglioglu, 2023; Dikmen et al,
2021). This finding can be inferred that classroom teachers are
competent in information and communication technologies,
and in this context, they can adequately support the
development of their students' skills in using information and
communication technologies in life science teaching. In the
context of these evaluations, the purpose of this research is to
examine the ability to use information and communication
technologies in the primary school life sciences curriculum in
a computer ethics context. The study aims to answer the
questions, in this context, "Is computer ethics included in the
life science curriculum? Are students informed about unethical
behaviors by teachers while gaining the ability to use
information and communication technologies in life science
teaching? If so, what unethical behaviors in the context of
computer ethics are brought to the students' attention, and how
are the reasons explained by the teachers?"

The purpose of the research

The aim of this research is to examine the ability to use
information and communication technologies in the primary
school life sciences course within an ethical context. The sub-
objectives determined in line with this general purpose are as
follows:
1. How is the inclusion of computer ethics in the ability
to use information and communication technologies
in the life sciences course curriculum?
How do 2nd grade teachers include computer ethics
in the process of gaining the ability to use information
and communication technologies in teaching life
sciences?

Methodology
The Research Design

The study was designed using the qualitative research method
of a case study. According to Yildirim and Simsek (2016), the
purpose of a case study is to comprehensively analyze one or
several cases within their own boundaries (context, time, etc.).
At the same time, this method allows for the individual
description and interpretation of these situations. In this
research, the life sciences curriculum and the opinions of
primary school teachers regarding the computer ethics
situation in the use of life sciences information and
communication technologies will be individually described
and interpreted within their own boundaries; hence, this
method was chosen. Additionally, Merriam (2013) defines a
case study as "an in-depth description and examination of a
limited system". According to her, this limited system can be
an individual, a group, an institution, a policy, or even a
program. The crucial aspect is specificity, meaning the study
should focus on a particular event, phenomenon, or program.
In this research, the specific and limited system is the
relationship between the ability to use information and
communication technologies and information ethics in the
context of the opinions of primary school teachers and the life
sciences curriculum. This relationship has been examined and
described.
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Table 1. Demographic information about the study group

Sequence

Years of

Code Age Gender . Grade Level Taught Province of Employment
No Service
1 T1 32 Male 7 1 Bursa
2 T2 55 Male 35 1 Bursa
3 T3 40 Male 17 2 Bursa
4 T4 31 Female 8 2 Bursa
5 T5 35 Female 15 3 Bursa
6 T6 38 Female 16 1 Bursa
7 T7 31 Female 8 1 Bursa
8 T8 32 Female 6 1 Bursa
9 T9 47 Female 27 1 Bursa
10 T10 39 Female 17 3 Bursa
11 T11 33 Male 10 1 Bursa
12 T12 31 Female 10 1 Bursa
13 T13 46 Male 23 3 Bursa
14 T14 39 Female 19 1 Bursa
15 T15 32 Male 9 2 Gaziantep
16 T16 28 Female 2 1,2,3 (Multigrade class) Sirnak
17 T17 34 Female 12 3 Afyonkarahisar
18 T18 33 Female 12 2 Antalya
19 T19 24 Female 3 1 Antalya
20 T20 34 Male 12 1 Aydin
21 T21 36 Male 8 1 Kahramanmaras
The Study Group to the second and third questions. Additionally, to account for

The research aimed to evaluate the ability to use information
and communication technologies in the context of computer
ethics in a primary school life sciences course. For this reason,
the study group consisted of primary school teachers who
taught life sciences courses in the 1st, 2nd, and 3rd grades in
the second semester of the 2022-2023 academic year. A total
of 21 primary school teachers were reached within this
context. These teachers were included in the research from
various provinces in Tiirkiye, including Antalya (2), Aydin (1),
Afyonkarahisar (1), Bursa (14), Gaziantep (1),
Kahramanmarag (1), and Sirnak (1). Demographic information
about the study group is presented in Table 1. The selection of
teachers was primarily based on voluntariness. Among the
volunteers, participants were selected using the criterion
sampling method, which is a type of purposeful sampling. In
the criterion sampling, the criterion used was teaching 1st, 2nd,
and 3rd grades.

Data Collection Tools

Case studies are studies in which data are collected from
multiple sources and analyzed in depth (Creswell, 2012). In
this context, the research data was collected through a semi-
structured interview form and documents. Before finalizing
this form, pilot interviews were conducted with three different
participants. During the pilot interviews, a total of 15 different
unethical behaviors encountered in the process of using
information and communication technologies in the context of
teaching life sciences were presented under the question "Do
you include any or all of the following unethical behaviors -
included in the Ministry of National Education resources - in
teaching the ability to use information and communication
technologies in a life skills course? Why?" Participants ticked
the checkboxes next to the behaviors they included in their
lessons and were asked to provide examples and reasons at the
bottom. During the pilot interviews, it was observed that the
first question was understood differently, and it was unclear
which item the participants should address in their responses
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the possibility that participants might express new views
beyond these questions, another question was added to the
form. As a result, the final semi-structured interview form
consists of two sections. The first section was created to collect
information related to the participants, such as age, gender,
years of service, the grade level they teach, and the province
where they work. In the second section, two different questions
are included: "1. While teaching the ability to use information
and communication technologies in a life science course, do
you discuss the wrongness of the following unethical
behaviors - as found in the Ministry of National Education
resources? Please tick 'yes' if you do or 'no' if you don't. Why?"
"2. Besides the behaviors related to information ethics
mentioned above, are there any specific behaviors that you
wish to see in children for the development of their
information and communication technology skills? If so, what
are they?" Under the first question, there is a table that lists 15
different unethical behaviors considered within the scope of
computer ethics. For each behavior, there are options for "yes,"
"no," and an explanation ("why"). When a participant selects
"yes" or "no," they are also asked to provide an explanation for
their choice. The 2018 life sciences curriculum, which was
valid for the 2022-2023 academic year, was used as a
document source.

Data Collection Process

The data was collected between June 1, 2023, and June 15,
2023, during the second semester of the 2022-2023 academic
year. The data was collected in two different ways: through
face-to-face interviews and online interviews. Participants
were first provided with preliminary information about the
research, given a participant consent form to read, and those
who voluntarily wished to participate in the research signed
and dated the consent form to confirm their participation.
Before online interviews, the consent form was also confirmed
by participants, scanned, and sent to the researcher via email.
All interviews were conducted by the researcher personally,
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and each interview lasted an average of 10 minutes. After each
interview, the researcher asked participants if they wanted to
add anything beyond the data provided in the interview form,
and the interviews were completed in this manner.

The Data Analysis

The data obtained from interviews and documents was first
converted into text. Before data analysis, the answers given by
a total of 23 participants were reviewed, and the answers given
by two participants were removed from the data because they
could not be related to the research. Each participant was
assigned a code to ensure clarity and comprehensibility in data
analysis. For example, participant number one was coded as
"T1." Within the scope of the analysis of the data related to the
first sub-objective of the research, the 2018 life sciences
curriculum was examined from two different perspectives. The
first perspective involved determining whether the concept of
ethics was mentioned at any point in the context of the ability
to use information and communication technologies. The
second perspective examined whether the unethical behaviors
mentioned in the second sub-objective of the research were
addressed in the curriculum.

The data obtained from the interviews was analyzed using
both content analysis and descriptive analysis methods. In
content analysis, codes/themes were created based on the
responses provided by the participants. In the second sub-
problem, the reasons why teachers did not mention unethical
behavior to their students during the life sciences lesson about
using information and communication technologies were
analyzed using content analysis. Codes/themes were created
based on the responses of the participants, and definitions
explaining these themes were also provided. The data obtained
through the descriptive method was summarized and
interpreted according to the predetermined themes. Data
related to the second sub-problem of the research, which
focused on the justifications for the unethical behaviors related
to computer ethics that teachers make students aware of during
the development process of the ability to use information and
communication technologies in life skills course, were coded
and defined according to the dimensions of computer ethics
(Fidan, 2016). In the first stage, multiple definitions were
created, and in the second stage, similar definitions with
related meanings were combined. In both methods, the
analyzed data were supported with direct quotations.

Validity and Reliability

Meriam (2013) suggests five different strategies for validity in
qualitative research, which include triangulation, participant
validation, ensuring appropriate and sufficient participation in
data collection processes, specifying the researcher's stance,
and expert examination. In this research, all five strategies
were used. Triangulation, a type that involves the participation
of more than one researcher, was employed (Seale, 1999).
Miles and Huberman's (1994) formula for reliability was used,
which is stated as: Reliability = Agreement/ (Agreement +
Disagreement). According to Miles and Huberman (1994), this
ratio should be at least 80%. As a result, it was found that the
agreement was 84%. Secondly, the primary school teachers
who were interviewed were contacted again, and feedback on
the findings was requested. All participating primary school
teachers provided feedback that confirmed their opinions.
Thirdly, in the findings and discussion section, the opinions of
teachers regarding unethical behaviors included and not
included in the development of information and
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communication technology skills in life sciences course were
presented. This was done to ensure adequate participation and
to search for data supporting alternative explanations (Patton,
2014) in line with data collection processes. The researcher's
perspective, biases, and assumptions, which are part of the
researcher's stance (Maxwell, 2012), were provided in the next
section. Lastly, the findings and conclusions of this research
were presented to an expert in the fields of life sciences course
and computer ethics for their input.

Meriam (2013) suggests that four strategies can be used to
ensure reliability in qualitative research. The previous
paragraph emphasized the use of three of these strategies
(triangulation, expert examination, and researcher's position).
The fourth strategy is the audit technique, which allows
readers to replicate the researchers' results using their methods
(Lincoln & Guba, 1985). In this context, efforts have been
made to include direct statements that support the findings.
Detailed information about how these findings were obtained
can be found in the data analysis section (Dey, 1993). Lastly,
the validity and reliability of a study are significantly
dependent on ethical considerations. Ethical considerations
and, in this context, validity and reliability have been ensured
in the research. Details regarding ethical considerations will be
provided in the next section.

The Role of the Researcher and Ethical Considerations

There are several studies on the ethical aspects in primary
education conducted by the researcher. In this context, it can
be inferred that the researcher has a strong tendency towards
ethical considerations. Therefore, the researcher has been
personally involved in all stages of the research, from the
design and planning to the implementation and report writing.
The researcher has managed all phases of the research.

While preparing the research proposal, a sample of the
semi-structured interview form and participant consent form
required for scientific ethics committee approval were
attached to the application petition. Thus, ethics committee
approval was obtained without any problems in the
application. Before the interviews, each participant signed and
approved the consent form without writing their name and
surname. The explicit consent of the participants was obtained.
No non-voluntary participants were included in the study.
Although it was stated in the consent form, the research data
would not be shared with third parties for other purposes.

It was stated that coding would be performed on the
participants' responses in the research report. It was also
mentioned that if, for any reason, a participant did not wish to
continue the interview, it would not pose a problem for the
researcher. The emphasis was placed on the importance of the
participant feeling comfortable during the interview and
expressing their views without any form of bias or influence,
which was considered ethical. Throughout the interview, the
researcher did not make any interventions to create bias or to
change the participant's perspective. All these ethical
procedures were applied in online interviews as well.

Findings
1. The Findings related to the First Sub-Purpose of the

Research

The answer to the first sub-purpose of the research aimed to
determine whether the 2018 life sciences curriculum included
the topic of computer ethics. In this context, the life sciences
curriculum was examined from two different perspectives. The
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first perspective involved whether the concept of "ethics" was
mentioned at any point in the curriculum in the context of
using information and communication technologies. The
second perspective was whether unethical behaviors, as
mentioned in the second sub-purpose of the research, were
included in the curriculum. In this regard, the life sciences
curriculum was examined under the headings specified in its
content.

The paragraph discussing "Taking Initiative and
Entrepreneurship" under the competency section includes the
statement, "It also includes being aware of ethical values and
supporting good governance." This statement generally
emphasizes ethical values. Based on this, it can be inferred that
computer ethics is not included in this context.

One of the special aims of the life sciences course is "Use
information and communication technologies in accordance
with its purpose." This statement does not directly imply
computer ethics. When considered in the context of
appropriate use, it can be interpreted as emphasizing correct
usage. Again, it can be observed that computer ethics and
unethical behaviors related to computer ethics are not directly
addressed in this context.

In the fourth article under the heading "Aspects that
Teachers Should Pay Attention to When Implementing the life
sciences Curriculum," it is stated that "Students should be
allowed to use living and non-living beings in their
environment as teaching materials with attention to ethical
issues." This statement does draw attention to ethics but is not
in the context of computer ethics.

Under the heading, "First Grade Learning Outcomes and
Descriptions" in the "Safe Life" unit, there is the learning
outcome "LS.1.4.6. Uses technological tools and equipment
safely." This learning outcome focuses on the safe use of
electronic devices such as computers, televisions, mobile
phones, tablets, game consoles, and electric household
appliances. It also highlights the importance of being cautious
in situations that could lead to technology addiction, such as
the internet and computer games. It is worth noting that while
the text emphasizes safe use, it does not explicitly address
ethical considerations.

Under the heading "Second Grade Learning Outcomes and
Descriptions" in the "Safe Life" unit, there is the learning
outcome "LS.2.4.5. Becomes sensitive to the safe use of
technological tools and equipment." The description related to
this learning outcome emphasizes that the students should
focus on warning those around them, within the framework of
courtesy rules, when necessary, about the safe use of
technological products. This highlights not only safe usage but
also encourages students to consider etiquette and politeness
when addressing these issues. In this context, it can be inferred
that the aim may indirectly be to create awareness about ethical
usage.

Based on all these evaluations, it can be inferred that the
primary school social studies curriculum lacks specific content
regarding the need for students to be aware of computer ethics
they should adhere to and the digital unethical behaviors they
should avoid when it comes to the skill of using information
and communication technologies.

2. The Findings related to the Second Sub-Purpose of the
Research

The second sub-purpose of the research aimed to investigate
whether primary school teachers included computer ethics in
the process of supporting the development of students' skills in
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using information and communication technologies in the life
sciences course. In this context, Table 2 presents which of the
15 different unethical behaviors in the context of computer
ethics were addressed in the development of skills related to
using information and communication technologies in the life
sciences course, along with their justifications.

According to the data in Table 2, in the process of
enhancing the development of life skills using information and
communication technologies in the life sciences course;

The teachers who participated in the research expressed

the unethical behaviors they found as follows: Of the 21

teachers,

20 of them have stated that using the Internet or social

media with the intent to harm others,

14 of them believe that obtaining all the information for a

project assignment from internet websites while preparing

project assignments,

10 of them think that posting a photo taken by our friend

on our social media account as if it's our own,

14 of them find sharing private information that our friend

has shared exclusively with us on our social media account

as,

10 of them consider hacking into the social media accounts

of our friends or other individuals as,

15 of them think that unauthorized copying and

distributing of personal data,

10 of them consider copying software that we haven't paid

for and using it as if it's our own property,

7 of them believe that deceiving users by creating fake

content,

14 of them believe that creating and disseminating content

contrary to public morality,

11 of them consider downloading movies without

permission by using our neighbor's wireless network,

9 of them view deleting or altering photos on our friend's

social media account without their permission, after

accessing their account from our computer,

3 of them see creating a fake web journal (blog) for a

company with the intention of causing harm to the

company,

10 of them consider using content without proper

attribution or citation,

13 of them believe that people create fake profiles by hiding

their real identities,

2 of them say that companies pay blog writers to prepare

biased content to increase their reputation.

Of the 15 different unethical behaviors that are included in
the development of skills in wusing information and
communication technologies in the life sciences course, the
most frequently mentioned is using the internet or social media
to harm people. The least frequently encountered behavior is
having companies pay web journalists (blog writers) to prepare
biased content to enhance their reputation.
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Table 2. Unethical behaviors covered in the life sciences course and their justifications.

The justifications (Dimensions of Computer Ethics)

Theme/Code
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T6, T2, T7, T3, T14
Sharing private information that 1(10) T13 TILTI7, 15,
4 our friend has shared with us 2(1) T20 T8,
exclusively on our social media 303) 19,
account. T18,
T21
T6 T2, T3, T3, T21
Hacking our friends' or other 1) 17, Tll,
3 eople's social media accounts 2@ T17, 18,
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6  personal data without 2 (4) ’
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1 (s T6 T20 T10, T18
. . ©) T2, T5, T11,
Copying and using software 2(2) T16. T21
7  without paying for it as if it's 3(2) ’
our own. Multigrade
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T6 T21 T2, T7,
3 Deceiving users by creating and 12((5)) T10
using fake content. 302)
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Creating and disseminating 1(7) T13 T10, T18 15
9  content that goes against 2(3)
general morality. 3(4)
T2, T5, T7 T14 T15 T3, T18, T20,
Downloading movies without 1 (6) T8, T21
10 permission by using our 2(3) T17
neighbor's wireless network. 3(2)
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Deleting or altering photos on T6, T2, TS, T7, T14 T21

our friend's social media 1(7) T13 T9, T20
11 account without their 2()

permission, after accessing their 3(2)

account from our computer.

Creating a fake web journal T21 s T2

. 1(2)

(blog) for a company with the
12 . . . 2()

intention of causing harm to the 3(1)

company.
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Using content without proper 22 Tl1e,

13 attribution or citation 3 (1) T20
' Multigrade
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T6 T7,TI13, T14 T2, T8 T3, TS5, T10,

Creating fake profiles by 1(7) 7 F{;’ 120,
14 concealing individuals' real 2(D)
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Creating biased content by 1(2)
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the reputation of companies. 30
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In the context of teachers enhancing the development of
information and communication technology skills in life
sciences course, they address the reasons for unethical
behavior within the framework of computer ethics. These
reasons are categorized under the themes of computer ethics
dimensions, such as privacy and security, cyberbullying, basic
principles, communication and social impact, and
cybercrimes. Among the reasons most frequently emphasized
for making students aware of each unethical behavior, the
following stand out: Within the context of cyberbullying, the
attack on personal rights and its criminal nature (41); under the
theme of privacy and security, the goal of ensuring the safety
of children in the online environment (25); the fact that these
unethical behaviors are also considered illegal under the theme
of cybercrimes; it has been understood that, under the theme
of communication and social impact, moral rules remain valid
in the digital realm when discussing ethics (16). The least
frequently emphasized reasons include the protection of the
right of those seeking accurate information under the theme of
privacy and security (1) and the prevention of the fundamental
rights and freedoms of individuals under the theme of
cyberbullying. Below are the quotations supporting these
findings.

“I am conducting an information and awareness campaign

for safe internet usage for the safety of children.” (T6, 1)

“To prevent them from experiencing cyberbullying within

their age group.” (T13, 1)

“I am sensitive in my use of the Internet and social media

because I value ethical behavior on an individual level.”

(T4, 1)

“I emphasize the importance of using technology or tools

for the benefit of humanity, regardless of what they use,

and I value raising awareness about the purposes and
intentions behind their Internet use. Even if they use the
internet solely for homework, I always make sure to discuss

the various uses and purposes of the Internet.” (T16, 1)

“I tell them that not all information from internet websites

is accurate, so they should also search for knowledge from

books, magazines, or older family members. I encourage
them to express the information they acquire in their own

words.” (T18, 2)

“I always explain it. The reason is the interference with

personal privacy.” (T11, 3)

“Because it's not right to share people's private

information.” (T3, 4)

“Because it's not only morally wrong but also illegal. ” (T3,

5)

“This issue is of great significance in today's conditions.

That's why I emphasize that intruding into any kind of

account, not just on social media, is wrong and is regarded

as theft. I explain that instead of becoming hackers, we

should aim to have our own legitimate earnings.” (T18, 5)

“I teach within the context of personal rights and freedoms

and the rules of technology usage.” (T15, 6)

“I'm saying that personal information is private and

should not be shared with anyone because it belongs to

individuals. To explain this, I use an example from myself:

when Ayse's mother asked me for Ali's mother's number, 1

first tried to obtain Ali's mother's permission before
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sharing it. I emphasize that neither our personal identity
numbers nor our parents' card numbers or passwords
should be given to anyone.” (T18, 6)
“I had used an internet-based application in our class. 1
explained that this application was created by people and
we can use it for free to the extent that they allow, but
certain features are paid for because there is effort
involved. Just like a farmer charges for the product they
grow in their field when selling it to a buyer, I emphasized
that when using an application in the online environment,
there is also someone's effort behind it, and it's a form of
production. I want them to realize the importance of
recognizing the value of labor and to be individuals who
do not engage in labor theft.” (T16,7)

“It does not comply with moral values.” (T5,8)

“I'm talking about it being unethical and immoral.” (T3,

10)

“Permission must be obtained, but it should also be

understood that it may harm the internet company. I do not

agree with this.” (T17, 10)

“Using things that don't belong to us without permission is

theft. That's why we talked about the importance of getting

permission before using them.” (T18, 10)

“It means entering private space. It is disrespectful and a

crime.” (T3, 11)

“Because I care about my students realizing where they

obtained this information when they prepare any research

assignments. It is important for me that they realize they've
taken this information without permission if they don't

mention the source of the information.” (T16, 13)

“We talked about the need to indicate where we obtained

the information we received while preparing the project

assignment. During the lesson, to set an example, if I make

a quotation myself, I explicitly mention where I got it from.

If we write a poem, I always make sure to mention the

author of the poem.” (T18, 13)

Table 3 shows which of the 15 different unethical
behaviors that the participants did not include in the
development of the skill of wusing information and
communication technologies in the life sciences course and
their reasons in the context of information ethics.

According to the data in Table 3, 1 out of the 21 teachers
who participated in the research did not mention that using the
internet or social media to harm others is wrong and unethical
in the process of supporting the development of life skills and
information technology usage skills in life sciences courses.
The justification provided was that first-grade students do not
have a need for it due to their age.

“It is not observed in children at this age due to their age.’

(79, 1)

Out of the 21 teachers who participated in the research, six
did not mention that obtaining all the information for a project
assignment from internet websites is wrong and unethical in
the process of supporting the development of life skills and
information technology usage skills in a life sciences course.
The justification provided included the young age of the
students, the lack of project assignments in primary school,
and the guidance for students to use different sources.
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Table 3. Unethical behaviors not covered in the life sciences course and their justifications.
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Copying and using T1, T3, T15, TI13
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7 2 (4)
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Among the 21 teachers who participated in the research, 11
of them did not include the unethical behavior of presenting a
photo taken by a friend on our social media account as if it
were our own in the process of supporting the development of
information and communication technology skills in the life
sciences course. Their reasons for not addressing this behavior
included student age, students not being social media users, the
behavior not being in the curriculum, and students' socio-
economic background not being suitable.

“My students do not use social media (T4, 3)

“I don't talk about these topics because they are in a

younger age group.” (TS, 3)

“I didn't feel the need to because they don't have social

media accounts. (T10, 3)

“It wasn't considered necessary based on the class level

and socio-economic background.” (T13, 3)

“I don't talk about social media-related topics because

their ages are young, and I don't want to encourage social

media usage. I only provide them with technology usage

rules.” (T15, 3)

“I haven't discussed this topic, I believe, because my

students are not directly engaging with the Internet and

social media. Since they are not involved in social media
trends and interactions, it didn't seem meaningful to
address this. It might feel superficial and not relevant to

them.” (T16, 3)

Among the 21 teachers who participated in the research, 7
of them did not include the unethical behavior of sharing
private information that our friend shared only with us on our
social media account in the process of supporting the
development of information and communication technology
skills in the life sciences course. Their reasons for not
addressing this behavior included the students' young age, the
fact that students were not social media users, and the students'
socio-economic background.

“I didn't feel the need to because they don't have social

media accounts.” (T10, 4)

Among the 21 teachers who participated in the research, 11
of them did not include the unethical behavior of hacking into
the social media accounts of friends or other individuals in the
process of supporting the development of information and
communication technology skills in the life sciences course.
Their reasons for not addressing this behavior included the
students not being of an age where they might engage in this
behavior, the students not being social media users, and the
students' socio-economic background, which might limit their
access to the necessary equipment for the internet and social
media in their homes.

“I didn't talk to this age group about it because they are

too young.” (T4, 5)

Among the 21 teachers who participated in the research,
six of them did not include the unethical behavior of
unauthorized copying and distributing personal data in the
process of supporting the development of information and
communication technology skills in the life sciences course.
Their reasons for not addressing this behavior included the
belief that students were not of an age where they might
engage in this behavior, the lack of this behavior in the life
sciences curriculum, and the students not having a sufficient
socio-economic background.

Among the 21 teachers who participated in the research, 12
of them did not include the unethical behavior of copying and
using software that we haven't paid for as our own in the
process of supporting the development of information and
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communication technology skills in the life sciences course.
Their reasons for not addressing this behavior included the
belief that students had not reached the age limit required to
exhibit this behavior, the absence of this unethical behavior in
the life sciences curriculum, and the socio-economic
background of the students.

“A question that is not appropriate for my 2nd grade

student's level.” (T3, 7)

Among the 21 teachers who participated in the research, 13
of them did not include the unethical behavior of creating fake
content to deceive users in the process of supporting the
development of information and communication technology
skills in the life sciences course. Their reasons for not
addressing this behavior included the belief that students were
not of an age where they might engage in this behavior, the
absence of this unethical behavior in the life sciences
curriculum, and the inappropriateness of the students' socio-
economic background.

Among the 21 teachers who participated in the research, 10
of them did not include the unethical behavior of downloading
movies without permission by using our neighbor's Wi-Fi
network in the process of supporting the development of
information and communication technology skills in the life
sciences course. Their reasons for not addressing this behavior
included the belief that students were not of an age where they
might engage in this behavior, the lack of this unethical
behavior in the life sciences curriculum, and the
inappropriateness of the students' socio-economic family
structure.

“I don't remember mentioning this as a direct internet

network. As I mentioned, my students do not have a

wireless network; they use mobile internet, and they

sometimes use their parents' phones for limited periods,

rarely for homework and occasionally for games. I guess 1

didn't think of mentioning it because it's not part of their

daily life.” (T16, 10)

Among the 21 teachers who participated in the research, 12
of them did not include the unethical behavior of deleting or
changing the photos in the account of our friend who logged
into our computer's social media account without permission
in the process of supporting the development of information
and communication technology skills in the life sciences
course. Their reasons for not addressing this behavior included
the belief that students were not of an age where they might
engage in this behavior, the absence of this unethical behavior
in the life sciences curriculum, and the inadequacy of the
students' socio-economic family structure.

“I didn't mention it because it didn't come up in the

curriculum. I didn't mention it because it's not covered in

the developmental stages.” (T11, 11)

“It's not a problem my students have encountered at their

age.” (T17, 11)

18 of the 21 teachers who participated in the research did
not mention that it was wrong and unecthical to create a fake
blog (blog) of a company to harm companies in the process of
supporting the development of skills in using information and
communication technologies in life sciences course. The
justification was stated that the students were not old enough
to exhibit this unethical behavior, this unethical behavior was
not included in the life sciences course curriculum, and the
students' socio-economic family structure was inadequate.

“I don't think it's necessary, especially at the primary

school level, because they wouldn't harm company

accounts.” (T7, 12)
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“It hasn't come up at the primary school level. (T11, 12)

Of'the 21 teachers who participated in the study, 11 of them
did not mention that using content without citing sources is
wrong and unethical in the process of supporting the
development of information and communication technology
skills in life sciences course. They stated that students are not
at an age where they can exhibit this behavior, the life sciences
curriculum does not address this behavior, it is addressed in
the primary school Turkish lessons, and it is not in line with
the socio-economic family structure of the students.

Of the 21 teachers who participated in the study, 8 of them
did not mention that creating fake profiles by concealing their
real identities is wrong and unethical in the process of
supporting  the development of information and
communication technology skills in life sciences courses.
They provided the rationale that students are not at an age
where they can exhibit this unethical behavior, the life sciences
curriculum does not address this behavior, and it is not in line
with the socio-economic family structure of the students.

Of the 21 teachers who participated in the study, 18 of them
did not mention that having paid writers create biased content
for web logs (blogs) to enhance the reputation of companies is
wrong and unethical in the process of supporting the
development of information and communication technology
skills in life sciences courses. They provided the rationale that
students are not at an age where they can exhibit this unethical
behavior, the life sciences curriculum does not address this
behavior, and it is not in line with the socio-economic family
structure of the students.

“Because my second-grade student doesn't know how to

prepare content.” (13, 15)

“It contains information beyond the level. (T5, 15)

In the development of information and communication
technology skills in the life sciences courses, the unethical
behaviors that were least frequently addressed among the 15
different ones were creating a fake blog for a company to harm
its reputation and paying blog writers to create biased content
to enhance a company's image. The behavior that was
addressed least frequently was using the internet or social
media to harm individuals.

The teachers who participated in the research were asked if
they had any recommendations for behaviors related to
computer ethics beyond the unethical behaviors included in the
interview form. In this context, teachers with codes T1, T3, T4,
T5, T6, T7, T8, T9, T10, T11, T13, T14, T15, T16, T17, T18,
T19, T20, and T21 found the unethical behaviors that needed
to be emphasized to students in the context of computer ethics,
as presented in the interview form, to be sufficient. Only
participant T2 suggested adding the behavior of developing
and selling game cheats to the 15 different unethical behaviors
examined in the research. It can be concluded that, except for
participant T2, all teachers considered the 15 different ethical
behaviors examined in the research to be sufficient. Supporting
quotes for these findings are directly provided below.

“Developing and selling game cheats is an inappropriate

behavior.” (T2)

“I think the content above is sufficient.” (T4)

“The above examples are sufficient.” (T5)

Results, Discussion And Recommendations

In this research, two main questions have been explored: First,
how is the inclusion of computer ethics in the ability to use
information and communication technologies in the life
sciences course curriculum? Second, how do 2nd grade
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teachers include computer ethics in the process of gaining the
ability to use information and communication technologies in
teaching life sciences? The study attempts to find answers to
these two questions based on the findings obtained from the
research.

It was understood that while ethical values were
emphasized under the competencies heading in the life
sciences course curriculum, computer ethics was not included.
Although the curriculum highlights the appropriate use of
information and communication technologies among its
specific objectives, it does not address computer ethics.
Furthermore, while the curriculum emphasizes the importance
of ethics in its implementation, it does not incorporate
computer ethics. Under the title of first grade achievements
and explanations in the life sciences course curriculum, there
is an emphasis on safe use of information and communication
technologies under the title of "learning outcomes and
explanations." Considering the relationship between safe use
and the ethical dimensions of privacy and security (Fidan,
2016), it can be interpreted that the life science curriculum
partially addresses computer ethics in two of its first-grade
learning outcomes. However, it is worth noting that these two
learning outcomes are inherently part of the "safe life" unit in
the life sciences curriculum. In the second-grade section of the
life sciences curriculum, there is a discussion of safe use and
etiquette rules related to information and communication
technologies. However, the curriculum lacks detailed
explanations regarding safe use and etiquette rules.
Considering the importance of etiquette rules in the use of
information and communication technologies, this can be
evaluated within the framework of fundamental principles in
the context of computer ethics. Based on all these evaluations,
it is determined that the life sciences curriculum does not
directly include computer ethics or unethical behaviors that
students should avoid in relation to computer -ethics.
Interestingly, according to the 2009 life science curriculum,
which was in effect prior to the 2018 curriculum, teachers
considered the learning outcomes related to ethics, personal
qualities, and life skills to be sufficient for developing ethical
awareness (Kiling & Ersoy, 2013). However, in the primary
school 1st, 2nd, 3rd, and 4th grade Information Technologies
and Software class curriculum, there is a theme for ethics and
security as the second theme. Among the specific learning
outcomes of the curriculum is the need for students to use
technology ethically and safely. The learning outcomes within
the ethics and security theme include understanding the
importance of respecting the rights of others when using
technology, taking responsibility when using technology,
explaining behaviors on the internet that may disturb others,
and recognizing the ethical rules to follow when using the
internet (MoNE, 2018). In light of all these assessments, it is
recommended that the MoNE consider including discussions
of ethical and unethical behaviors within the context of
computer ethics in the life knowledge curriculum. Addressing
unethical behaviors in the context of information and

communication technology skills contributes to the
development of individual ethical awareness and
consciousness. The ability for this awareness and

consciousness to be formed in the individual at a young age
depends on the quality of ethical education given in primary
schools (Celen, 2012; Duymaz, 2013; Fidan, 2016; Kiling &
Ersoy, 2013).

In the process of developing the skill of using information
and communication technologies in the life sciences course,
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primary school teachers' inclusion of computer ethics in the
context of unethical behavior was examined. As a result of this
examination, it was found that among the fifteen different
unethical behaviors, the most frequently addressed ones by
primary school teachers in life sciences courses were using the
internet or social media to harm people, unauthorized copying
and distribution of personal data, sourcing all information from
internet websites while preparing a project assignment, sharing
our friends' private information that they only shared with us
on our social media accounts, creating and disseminating
content that goes against general morality. On the other hand,
the least frequently addressed unethical behaviors were found
to be paying bloggers to create biased content to improve a
company's reputation and creating a fake company blog to
harm companies.

The fact that teachers address these unethical behaviors in
life sciences courses despite their absence from the curriculum
is an important finding. Similarly, Hur, Kim, Song, and Lee
(2009) examined the necessity of information and
communication ethics education in primary schools and
defined a narrative approach that could be used for such
education. The content of the narrative approach includes
topics like protecting personal information, copyright, the
information society, and cyber etiquette. Among the reasons
for this result in the current study, frequently emphasized
opinions by primary school teachers include the view that
engaging in these behaviors is considered an attack on personal
rights and a crime, prioritizing the safety of their children in
the online environment, and the belief that societal moral
standards should also apply in the digital realm.

In the process of developing the skill of using information and
communication technologies in the life sciences course, the
extent to which primary school teachers address unethical
behaviors in the context of information ethics was examined.
As a result of this examination, it was found that among the
fifteen different unethical behaviors, the least frequently
addressed ones by primary school teachers in life sciences
courses were creating a fake company blog to harm companies
and paying bloggers to create biased content to improve a
company's reputation. On the other hand, the most frequently
unaddressed unethical behaviors were using the internet or
social media to harm people, sourcing all information from
internet websites while preparing a project assignment, and
unauthorized copying and distribution of personal data. The
reasons frequently emphasized by primary school teachers for
not addressing unethical behaviors in the context of the
development of information and communication technology
skills among students include: students not reaching the
required age level to engage in these behaviors; the lack of
these unethical behaviors in the life sciences curriculum and
students not having a socio-economic background that
provides them with sufficient access and knowledge to use
information and communication technologies effectively. Less
frequently mentioned reasons include: students not knowing
how to post photos on social media, the teacher addressing
these unethical behaviors in the Turkish language class and the
absence of project assignments in primary school. These
reasons collectively contribute to the lack of emphasis on
addressing unethical behaviors related to information and
communication technologies in the classroom. In the current
research, emphasizing students' awareness of age-appropriate
unethical behaviors is in line with the findings of Dill and
Anderson (2003). When examining policies related to the
ethical and legal use of technology in schools in the United
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States, it is notable that one of the most important areas of
concern is similar to restricting students' access to materials
that are only suitable for adults. In this context, although the
life sciences curriculum does not explicitly include discussions
of unethical behaviors in the context of information and
communication technology skills, it is evident that primary
school teachers consider the needs of students when
addressing these issues in the life sciences course. Given the
importance of children's safety and well-being, it is
recommended that primary school teachers incorporate
discussions of computer ethics in the development of
information and communication technology skills, even when
not explicitly stated in the curriculum. This approach can help
students become more aware of ethical considerations and
ensure their safe and responsible use of technology. In
addition, classroom teachers can be given awareness training
on information security in the context of information ethics.
When the results of both sub-problems of the research are
compared, it can be seen that unethical behaviors, which are
included in the Ministry of Education resources under the title
"Guide for Ethical Use of Technology" (MoNE, 2023), are not
included in the life sciences course curriculum, but they are
considered in the context of computer ethics by the majority of
primary school teachers. It is an extremely important result for
the safety of the students that they include these unethical
behaviors that should not be done in the life sciences course in
the development process of the ability to use information and
communication technologies. Similarly, in a study conducted
by Armagan-Erbil and Dogan (2019), it was observed that
teachers emphasize the appropriate and effective use of
information and communication technologies from a young
age. These findings highlight the importance of teachers in
guiding students to use technology ethically and responsibly.
In the current research, the insights of primary school teachers
and the analysis of the life sciences curriculum were used to
arrive at conclusions. In future research, including the
perspectives of primary school students and an examination of
life sciences textbooks would make the research more
comprehensive and stronger.
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Abstract: In recent years, recognizing character strengths and virtues, strengthening them, and ensuring their use in all
areas of life has become one of the important areas of study. Considering the positive and developmental effects of various
studies on children, adolescents, and adults, it appears that conducting studies to develop character strengths is important
for individual and community mental health. This study was aimed to increase the character strengths, self-esteem,
optimism, gratitude levels and reduce the pessimism levels of adolescents. A 2x3 split-plot experimental design with pre-
test, post-test, follow-up test and control group were used in the study. A total of 32 students participated in the research.
A 15-session intervention program based on positive psychology was applied to the participants in the experimental
group. Character Strengths Inventory (VIA-1S-P), Pears-Harris Self-Concept Scale for Children, Optimism-Pessimism
Scale and Gratitude Scale were used to collect data in the study. Research revealed that the positive psychology-based
psychoeducation program applied was effective in increasing adolescents' self-esteem, optimism, gratitude, and total
character strength levels and reducing their pessimism levels; the applied psycho-education program has a medium effect
value in increasing adolescents' character strengths, self-esteem and optimism levels and decreasing their pessimism
levels, and a high effect value in increasing their gratitude levels.

Keywords: Character strengths, optimism, gratitude, self-esteem

Oz. Son yillarda karakter giiclerinin ve erdemlerin fark edilmesi, giiclendirilmesi ve yasamin her alaminda
kullanilmasmin saglanmasi énemli ¢alisma alanlarindan biri haline gelmistir. Yapilan gesitli arastirmalar ¢ocuklar,
ergenler ve yetigkinler tizerindeki olumlu ve gelistirici etkileri goz oniine alindiginda, karakter giiclerini gelistirmeye
yonelik ¢aligmalar yapilmasinin birey ve toplum ruh sagligi agisindan 6nemli oldugunu géstermektedir. Bu ¢aligmada
ergenlere yonelik pozitif psikoloji temelli ve karakter giiclerini gelistirme odakli bir psiko-egitim programi hazirlanmis
ve ergenlerin karakter giigleri, 6zsaygi, iyimserlik, silkran diizeylerinin artirilmasi ve kotiimserlik diizeylerinin azaltilmasi
amaglanmustir. Calismada On test, son test, izleme testli, kontrol gruplu 2x3’liik split-plot deneysel desen kullanilmistir.
Arastirmaya toplamda 32 6grenci katilmistir. Deney grubundaki katilimcilara 15 oturumluk pozitif psikoloji temelli
miidahale programi uygulanmustir. Veri toplama araglari olarak Karakter Gligleri Envanteri (VIA-IS-P), Pears-Harris
Cocuklar I¢in Oz Kavrami Olgegi, Iyimserlik-Kétiimserlik Olgegi ve Siikran Olgegi kullanilmistir. Verilerin analizinde
betimsel istatistikler, Mann Whitney-U testi ve Wilcoxon isaretli siralar testinden yararlanilmistir. Arastirma sonuglari,
psiko-egitim programmin ergenlerin 6z saygi, iyimserlik, siikran ve toplam karakter giigleri diizeylerini artirmada ve
kotiimserlik diizeylerini azaltmada etkili oldugunu; psiko-egitim programinin ergenlerin karakter giigleri, 6z saygi,
iyimserlik, diizeylerini artirmada ve kotiimserlik diizeylerini azaltmada orta, siikran diizeylerini artirmada ise yiiksek etki
degerine sahip oldugunu ortaya koymustur. Ulasilan bulgular g¢ergevesinde arastirmaci ve uygulayicilara Oneriler
sunulmustur.

Anahtar Kelimeler: Karakter giigleri, iyimserlik, siikran, 6z saygi
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Introduction

William James, one of the pioneers of psychological science,
once said in an article he wrote more than a hundred years ago:
“We are only half awake compared to the state in which we
ought to be. Our fires are damped our drafts are checked. We
use only a small portion of our mental and physical resources”
(James, 1907). According to James (1907), human beings were
creatures that performed below their true potential and had
different strengths that they could have used but did not use.
This area of discussion, introduced by William James, came to
the fore again nearly a hundred years later, in the early 2000s,
with Martin Seligman as president of the American
Psychological Association (APA). Different discussions
within this framework paved the way for the emergence of the
positive psychology approach. Seligman (2021) as, APA
president, said, “/ do not believe that you should spend more
effort than necessary to fix our weaknesses. Instead, | believe
that the greatest success and deepest emotional satisfaction in

life comes from developing and using your unique strengths.’
His statements paved the way for the emergence of the field of
positive psychology by emphasizing the inadequacy of the
pathology and disease-oriented model. Positive psychology
focuses on topics such as character strengths, optimism,
gratitude, forgiveness, flow, positive personality traits, self-
esteem, psychological well-being and happiness. In this
respect, this approach aims to move individuals from a positive
state to a more advanced level, rather than from a negative
state to positive (Seligman, 2002). With the process that started
in the early 2000s, interest in positive psychology increased
worldwide, positive psychology courses were opened in world
universities, postgraduate programs in the field of positive
psychology were opened, and high-impact journals in this field
were published (Wedding & Niemiec, 2018).

One of the topics and practice areas addressed by the
positive psychology approach is the issue of character
strengths and virtues (Park & Peterson, 2008; Peterson &


https://doi.org/10.17556/erziefd.1411176
https://doi.org/10.17556/erziefd.1411176
https://orcid.org/0009-0002-5961-6291
https://orcid.org/0000-0003-3386-3956

L. Yildirim ve F. Kardas / Erzincan Universitesi Egitim Fakiiltesi Dergisi, 26(1)

Seligman, 2004). Strong character traits are defined as stable
and universal personal characteristics that are expressed
through thinking, feeling, willing and action. Accordingly,
both the person and others value and benefit from these
characteristics. Therefore, these characteristics are considered
the cornerstones of human well-being and human development
(Wedding & Niemiec, 2018). According to another definition,
character expresses the morally valuable aspects of all the
emotions, thoughts and behaviors of the individual; the
combination of characteristics defined as valuable and good
character constitutes character strengths (Park & Peterson,
2008).

Character and self are structures open to change and
development at almost every age. Changes in character also
greatly affect the self. Individuals who are satisfied with their
own self are those who have high self-esteem, high level of
adaptation, effective coping strategies and high psychological
resilience (Adams, 1995). Individuals who are satisfied with
their own self are also more at peace with their past, more
satisfied with their present, and more hopeful about the future
so they are more likely to be more optimistic and more grateful
(Park, et al., 2004). These results reveal the importance of
individuals having a more developed self and character
structure in order to increase individual and social health. In
this regard, the importance of discovering and using character
strengths draws attention.

Peterson & Seligman (2004), as a result of both empirical
and historical analyzes they conducted, made categorizations
based on approximately 200 virtues and put forward a model
consisting of 24 character-strengths. Accordingly, character
strengths must have features such as being universal, not
limited to a culture, being measurable, being satisfactory, not
detracting from other features, and being characteristic
(Wedding & Niemiec, 2018). After the classification of
character strengths, studies on recognizing, developing, and
using character strengths in various areas of life have begun to
increase. Dimensions related to our state of well-being, such
as relationships, flow, success, meaning, and positive
emotions, become possible thanks to a good character (Park &
Peterson, 2009; Peterson, et al., 2007; Wedding & Niemiec,
2018).

Awareness and effective use of character strengths creates
satisfaction within and around the individual, increases the
quality of life, and gives the individual a sense of success (Park
& Peterson, 2005). The benefits of discovering and using
character strengths are important in terms of reducing
individuals' negative behaviors and increasing their positive
behaviors (Botvin et al., 1995; Compton and Hoffman, 2013).
In terms of reducing negative behaviors, it makes it easier to
cope and adapt to difficult situations by reducing stress and
dysfunction (Modini et al., 2015). In terms of increasing
positive behaviors, it increases positive outcomes such as self-
acceptance, supportive social relationships, success,
competence/effectiveness, respect for others and respect from
others, respect for life, mental and physical health, satisfying
work/school life, subjective well-being and healthy individual-
family-society (Kabakg1, 2016). Similar studies have shown
that realizing one's strengths and using them in various areas
of life is positively related with happiness, raising healthy
children, business success, higher well-being, and hope (Park,
et al., 2006; Proctor, et al., 2009; Seligman, 2019; Wedding &
Niemiec, 2018).

Character strengths also have a positive relationship with
well-being in the field of education (Proctor, et al., 2011).
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Longitudinal research results have revealed that young people
with more personal strengths at the age of 16 have a lower risk
of developing psychiatric disorders, experience fewer
educational and occupational problems, encounter fewer
interpersonal difficulties, and have less criminal behavior
when they reach the age of 22 (Bromley, et al., 2006).

Character strengths are not innate and difficult to change
qualities, like talents (Park & Peterson, 2004). Unless certain
abilities are innate, there are serious limitations in acquiring or
improving them later. Unlike talents, character strengths such
as courage, love of learning, multi-faceted perspective, loving-
being-loved, self-control, responsibility, gratitude, self-
esteem, curiosity can be built from scratch or even built on a
weak foundation, with sufficient perseverance, awareness, and
positive attitude. They can take root and flourish with training
(Seligman, 2002). This reveals that character strengths can be
developed through systematic training and effort.

One of the concepts closely related to character strengths,
self and strong personality traits is self-esteem. Self is, in its
most general definition, the person's thoughts about himself
(Rosenberg, 1986), the sum of everything that he or she can
say about himself/herself (James, 1950; 1963). Positive and
negative evaluations about the self-determine the degree of
self-respect of the person and this attitude is defined as self-
esteem. Positive evaluations that are realistic indicate high
self-esteem, and negative evaluations indicate low self-esteem
(Rosenberg, 1979). Research has shown that realistic and
improved self-esteem has protective and improving effects on
the individual (Maxvell & Doman, 2000). Accordingly, it is
expected that a person's perception and evaluation of his or her
own self will significantly affect the awareness of character
strengths and the level of use of these strengths.

Self-esteem begins to develop in connection with the self-
image from childhood and becomes a decision-making
mechanism for personality development during adolescence.
When the young individual who tests himself during
adolescence and believes in his capabilities sees that he has a
developed and realistic self-esteem, he will experience this
period with a high level of functionality and build a healthy
personality structure that can be maintained after adolescence
and into adulthood (Kohut, 2009). Positive psychology
positions self-esteem among positive emotions and argues that
if an individual has self-esteem, regardless of whether it is low
or high, then the individual has a strong resource and this
resource can be strengthened (Ulusoy, 2020).

One of the positive personality traits discussed within the
framework of character strengths and conceptualized in
different ways in the literature is optimism. Optimism is
generally defined as the tendency to think more positively and
have more positive experiences (Scheier & Carver, 1985;
Carver et al., 2010; Carver & Scheier, 2014). Positive thinking
is not a way of thinking disconnected from reality; it is an
internal source of motivation from which the individual
receives support in order to achieve vital goals (Demirci,
2017). While the tendency to think positively is related to
optimism, the tendency to think negatively is associated with
pessimism (Seligman, 2007). Optimistic individuals think that
no matter what the event or situation is, it is temporary, the
negativity is specific to the event or situation, and is not largely
due to their own personality traits (Seligman, 2002).
Individuals with true optimism experience less stress, stand
more confident in life, and become more successful and
hopeful; They know that they have the power to cope with
events more easily and effectively and they respect themselves
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more (Peterson & Seligman, 1984). Pessimistic individuals, on
the other hand, think that the negative events and situations
they experience are caused by deficiencies in their own self;
internalizes these shortcomings. They generalize a negative
event to other life events and think that the negative
consequences of the events will be permanent. This mindset
leads the individual to despair and increases life obstacles
(Seligman, 2021). Optimism has a nature that emerges and can
be improved through learning experiences (Seligman, 2007).
Considering its effects on individuals, increasing optimism
from an early age thereby reducing pessimism accelerates the
personal and social development of individuals (Seligman,
2002).

Gratitude is one of the concepts discussed in the literature
in the context of strong character traits and used as a healing
power in the field of mental health in recent years (Kardas &
Yalcin, 2018). Gratitude in the field of psychology, is
appreciating, focusing on the positive aspects of one's
possessions, being satisfied with one's situation, focusing on
the beautiful aspects of life and events, expressing admiration
and satisfaction, and being able to thank oneself and others
(Kardas & Yalgm, 2018). Feeling gratitude increases the
individual's personal and social well-being, increases self-
esteem by making the individual aware of the value he gives
himself and his environment, and is a preventive mechanism
against mental diseases by contributing to less negative
emotions (Lyubomirsky, 2008). In addition to being
considered as a personality trait in some sources, the concept
of gratitude is also considered as a virtue or habit, with
cognitive-affective-behavioral dimensions (Emmons, 2004),
an emotion that occurs independently of personality and events
(Kardas & Yalgin, 2018; Emmons, 2009). Gratitude is also a
strength of character that can be learned and developed. Due
to its impact on individuals, it has become one of the broad
study areas of positive psychology, distinguishing it from
other character strengths (Peterson & Seligman, 2004).

Gratitude and optimism are interrelated concepts. There
are similarities between them in terms of approaching
situations and events from a positive perspective. However,
while the feeling of gratitude is mostly considered to be related
to evaluating the present positively and accepting the past,
optimism also includes positive expectations for the future
(Lyubomirsky, 2009). At this point, the coexistence and
development of optimism and gratitude have an integrative
effect on the individual's satisfaction with his entire life
(Peterson et al., 2007). A high level of satisfaction with the
past, present and future also increases individuals' self-
satisfaction and therefore increases his/her self-esteem
(Peterson & Seligman, 1984). Thus, it enables the individual
to achieve holistic well-being, which is the ultimate goal of
positive psychology (Carr, 2017).

Considering its positive and developmental effects on
children, adolescents, and adults, it seems that conducting
studies to develop character strengths is important for
individual and community mental health. In this study, a
psycho-educational program focused on character strengths
was prepared for adolescents, and it was aimed to increase the
levels of character strengths, self-esteem, optimism, gratitude
and reduce the levels of pessimism in adolescents. For this
purpose, the hypotheses that the character strengths-focused
developmental positive psychology-based intervention
program has a positive effect on character strengths, self-
esteem, optimism and gratitude and a negative effect on
pessimism in adolescents were tested.
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Method
Research Design

A 2x3 split-plot experimental design with pre-test, post-test,
follow-up test and control group were used in the study. Split-
plot model is a mixed design consisting of two factors, in
which inter- and intra-group measurements are used together
(Biiylikoztirk, 2017). The first factor refers to the
experimental procedure conditions (experimental and control
groups), and the second factor refers to repeated measurements
(pretest, posttest, follow-up test).

Research Sample

A total of 54 8" grade students studying at a school in the
center of Van province in the 2022-2023 academic year
participated in the study. 48 of the participants were women
and 6 were men. Students' participation in the study was
completely voluntary.

Research Instruments

Character strengths inventory (VIA-1S-P): This short form
of the inventory, developed by Peterson & Seligman (2004) to
evaluate six virtues and 24 character-strengths and revised for
adolescents, were used for measuring the character strengths.
The Cronbach Alpha internal consistency coefficient of the
VIA-Character Strengths Inventory (VIA-IS-P) Turkish Form
subscales ranged between .63 and .89, and the average was
calculated as .75. Corrected item-total correlations ranged
from .27 to .83. The findings show that the scale provides
construct validity.

Pears-Harris self-concept scale for children: The scale
(Piers & Harris, 1964) is used to determine the development
of the self-concept in children (9-19 years old). The total score
of the scale is 80 and a high score from the scale means that
the individual is positive about himself/herself. The Cronbach
Alpha internal consistency values of the scale ranges between
0.81 and 0.89.

Optimism-pessimism scale: It was developed by Caligkan
& Uzunkol (2018) to measure the optimism and pessimism
levels of adolescents between the ages of 11-16. As a result of
the exploratory factor analysis, a structure consisting of 16
items and two dimensions was revealed, explaining 43.24% of
the total variance. As a result of reliability studies, Cronbach
Alpha reliability coefficients were calculated as .86 for
optimism and .82 for pessimism.

Gratitude scale: The scale developed by Kardas & Yalgin,
(2019) aims to measure the level of gratitude felt by
individuals. The lowest score that can be obtained from the
scale is 25, while the highest score is 125. High scores indicate
high levels of gratitude. The scale consists of 6 dimensions in
total. These dimensions has been named as positive social
comparison, expressing gratitude, focusing on the positive,
appreciating the contributions of family and environment,
experiencing a feeling of abundance instead of deprivation,
and being grateful for simple things. The Cronbach Alpha
internal consistency value of the scale was calculated as 88.

The structure and content of the psycho-educational
program: The positive psychology-based intervention
program, developed as 15-sessions for adolescents, was
created on the basis of Group Guidance Services within the
scope of School Counseling Services. One of the important
points to work on character strengths in the context of
Counseling services is '‘prominent strengths'. Starting character
strengths training with prominent strengths can enable young
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individuals to highlight their strengths rather than their
weaknesses. Thus, it gives the message that character strengths
actually exist within their own selves and that the main
purpose is to ensure that these already existing strengths
emerge (Park & Peterson, 2009). For this reason, the character
strengths sessions of the psycho-education program were
created with the objectives of 'recognizing character strengths,
revealing existing character strengths, and recognizing
character strengths that have not come to the fore'.

In the literature, two main approaches to optimism are
discussed: 'dispositional optimism and optimistic explanation
style'. Optimistic explanation style is a skill that begins to
develop in childhood when cause-effect relationships begin to
be established. With effective social and environmental
experiences, children and adolescents can be enabled to have
a more optimistic view of life before entering adulthood and to
invest in their future by turning this perspective into a
character trait (Metalsky, et al., 1982). This study is based on
the goal that optimism can be learned through environmental
experiences. The 'Optimistic Explanation Style' approach,
which belongs to Seligman's 'Learned Optimism Theory', has
been the mainstay of the optimism sessions. Based on the
'‘Optimistic Explanation Style' approach, the Adversity-
Thought-Consequence model was presented and taught in the
optimism sessions. This model, which is a Cognitive

Behavioral Model, is positioned in this program in 6 sessions,
on 'gaining the ability to catch pessimistic thoughts and
transform these thoughts into optimistic thoughts'.

When the literature on the concept of gratitude is
examined, it is stated that feeling grateful is a feature that
naturally develops and is maintained in individuals, unless
there are obstacles from the environment (Kardas & Yalgin,
2018). Considering the disruptive effects of environmental
stimuli, it is possible that negative behaviors such as
superiority, inability to accept shortcomings, jealousy, and
grudges, which have the potential to develop in individuals,
especially from childhood, may turn into some even more
negative personality traits if not intervened. It is stated that this
situation may prevent gratitude (Emmons, 2009). This may
also suggest that the development of character strengths has a
facilitating effect on the development of gratitude. Therefore,
it is recommended to address situations that may hinder the
development of gratitude before gratitude interventions
(Kardag & Yalgin, 2018). Based on this perspective, the
gratitude sessions of the psycho-educational program started
with the acquisition of 'recognizing situations that may prevent
gratitude'. Other gratitude outcomes and activities were
designed based on the 6 sub-dimensions of the gratitude model
put forward by Kardas & Yal¢in (2019) for two groups.

Table 1. Content of positive psychology-based adolescent psycho-education program

Sessions Attainments Activities
Session 1 Understand the goals of the developmental positive psychology- Meeting, group rules and informing about group
based intervention program. process
Session 2 Being able to recognize and classify character strengths. Character powers cube
Character powers board
Session 3 Recognizing which character strength(s) are dominant. My dominant strength in my life script
(Scenario writing technique)
Session 4 Using the dominant character strength in daily life. I use my dominant strength
(Role-play technique)
Session 5 Recognizing character strength(s) that are not come to forefront Building my dominant strength
(Play dough technique)
(Circle technique)
Session 6 Understanding the concepts of optimism-pessimism. My point of view
(Video, story, photo interpretation technique)
Session 7 Recognizing and distinguishing what thoughts and feelings are My list of feelings and thoughts
Understanding how thoughts and emotions affect each other. (Case study technique)
Twister game
Session 8 Recognizing how optimistic and pessimistic thinking styles affect Thought production machine
our reactions to events. (Metaphor technique)
Realizing that pessimistic thoughts can turn into optimistic Boomerang emotion-thought game
thoughts.
Session 9 Understanding what the explanation style is. Optimistic or pessimistic?
Recognizing the pessimistic thoughts and realize that they can be (Exposition technique)
transformed into optimistic thoughts. Cts model with 6 thinking hats technique
Understanding the Conflict-thought-consequence model.
Session 10 Understanding the ways to transform pessimistic thoughts into I'm optimistic now
optimistic thoughts. (6 thinking hats technique)
Session 11 Developing a real 'optimistic perspective'. Movie day (Pollyanna)
(Movie watching technique)
Session 12 Recognizing situations that may prevent gratitude. Who is in front of me?
(Empty chair technique)
Session 13 Focusing on the positive features about oneself and accept the My letter of gratitude
negative aspects. (Letter writing technique)
Focusing on the good characteristics and strengths instead of
shortcomings or flaws in oneself.
Session 14 Finding things to be grateful for in the family and environment. Gratitude storm
Expressing gratitude. (Brainstorming technique)
Gratitude rose
(Material development)
Session 15 Evaluation and termination Gratitude party (Certificate of participation)
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Since the character strengths, optimism and gratitude
attainments and activities created for the psycho-education
program are also self-esteem enhancing activities, and it is
thought that these will affect the self-esteem level of
adolescents, direct self-esteem activities were not included in
the program. Positive intervention activities were designed by
using the methods of scenario writing, role playing, circle, case
study, playing games, creative thinking, use of metaphor,
direct expression, 6 thinking hats, empty chair, letter writing,
movie analysis, brainstorming, material development'
teaching.

Implementation of the Psycho-education Program

1st session - introduction and group rules: Practitioner
introduces himself. It explains the purpose of the group. She
says that they will be together for 15 weeks and that continuous
and active participation in the group is important. As an
introductory activity, each member is asked to introduce
themselves and then tell them about an aspect/feature/trait that
they like most about themselves. The group's cohesion is
ensured. The group rules are determined. After the group rules
are determined, the students/members are thanked, and the
session ends with homework.

Note: It is important to warmly welcome members in each

session, talk about homework assigned at the beginning of

the sessions, and encourage each member to share.

2nd session - character strengths: The concepts of
‘character’, 'strengths' and ‘character strengths' are mentioned.
Members are asked what they know about these concepts.
Concepts are explained. It is mentioned that there are 24
character strengths, all of them are grouped under six virtues
and that they can be used in many areas of life (e.g. family,
social environment, school, etc.).

After the information is given, the practitioner distributes
the intact intelligence cubes and one indelible colored pencil.
He states that these cubes will be the 'Cube of Virtues and
Powers'. Each member writes 6 virtues in the middle parts of
the cubes, and the character strengths representing each virtue
on the remaining parts. After the writing process is completed,
the cubes are mixed. Members are asked to restore the cubes
during the sessions and the cubes are presented to the members
as gifts. Then the group move on to the second activity.

The practitioner hangs a large piece of cardboard on the
board, which is divided into 6 sections, with 6 virtues as
headings in each section. She takes out the jar containing two
sample sentences representing each character strength, taken
from the 'VIA Character Strengths Inventory'. She asks each
member to draw a piece of paper from the jar, tell which
character strength this paper belongs to, and stick it under the
title of whichever virtue it represents. All members do this
until the papers run out. After the papers are completed, the
evaluation phase begins. Homework is assigned and the
session ends.

3rd session - character strengths: Information is given
about the dominant character strength(s). Members are asked
which character strength is dominant in them and why. After
discussing the answers, the activity begins.

Worksheets containing life scenarios reflecting 24 character
strengths are distributed. Scenarios are read. Each member
scores the 5 scenarios they feel closest to, between 1-10, and
the 5 character strengths that each member gives the highest
score are revealed. Scenarios and ratings are talked about.
These 5 powers are often described as the dominant powers.
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An evaluation is made, homework is assigned and the session
ends.

4th session - character strengths: Information is given
about the importance of using dominant character strengths in
daily life and how they are used. The group leader starts the
activity.

Members are divided into 6 groups. The group leader takes
out two jars containing papers. In one jar there are 6 virtues (1-
knowledge-wisdom, 2-courage, 3-humanity-love, 4-justice, 5-
moderation/temperance, 6-transcendence) and in the other 6
social environments (1-school, 2-hospital, 3- There are
market/market, 4-holiday center, 5-relief area, 6-official
institution (e.g. bank, police station, civil registry office, etc.)
Each group draws one card from the virtue jar and one from
the social environments jar in daily life. Based on the two
papers drawn, the groups are asked to write a scenario. For
example, if the papers drawn are courage - hospital, a scenario
in which the virtue of courage is at the forefront is designed in
a hospital environment. After the scenarios are prepared, all
groups act out the scenarios. After the animations are
completed, an evaluation is made, and homework is given.
Then the session is terminated.

Note: In order for all members to integrate with each other,
it is important to ensure that the groups are distributed
randomly and that there is no grouping.
5th session - character strengths: Members were asked: 'So
far, we have talked about virtues and character strengths.
You have all evaluated your own character strengths. You
discovered what character strengths you have. You have
learned the most dominant character strengths, the ones that
stand out in you. In fact, you have started to reveal different
aspects of yourself, that is, to discover yourself. Maybe
you've never heard what we talked about before. However,
starting from today, you know the answers to many questions
such as what character strength is, what is the place and
importance of these strengths in our lives, and how do we
use these strengths. Now, we will make a sculpture of our
dominant power in the first row using play dough. | care
about this statue because these statues will remain as a
memory of our group, we will have created a concrete
product that belongs to our character strengths, and when
we see this statue, we will have the opportunity to think
about ourselves and our character traits. For this reason, |
think this exercise will be an important point in your self-
discovery process.' and the activity is started.

All members take out their play dough. Everyone shapes
their statue by thinking about their own dominant power and
answering the question, "What would this dominant power of
mine look like if it were a statue?" After the sculptures are
finished, an evaluation is made, and the second activity begins.

All members and the practitioner sit in a circle. Each
member is asked to name their dominant character strength,
and the other members are asked to evaluate these strengths
mentioned by their friends. After the evaluations for each
member are completed, a prominent feature of the group is
considered, and this feature is given as the name of the group.
After the activity is over, an evaluation is made in the circle,
homework is given and the session ends.

Note: The purpose of this event is to show members that their

strengths are also noticed from the outside and to encourage
them to embrace their own strengths. Therefore, as it should
be from the beginning of the sessions, the practitioner can
act as a good observer of the positive aspects of the members
in this activity, initiate conversations by giving examples of



—

the undiscovered strengths of the members, show active

participation, and encourage other members to speak and

express their opinions.

6th session - optimism: The concepts of 'optimist' and
'pessimist' are emphasized. A short film depicting optimistic
and pessimistic perspectives is watched, photographs are
examined, and the selected story is read. To reinforce the
concepts of optimist and pessimist, members are asked how
they think in general, whether they tend to think optimistically
or pessimistically, and the answers are discussed. Then the
group move on to the next activity.

Members are provided with scientifically based information
supported by research on the differences between optimistic
and pessimistic people (thinking styles, health, success,
problem-solving skills, happiness levels, etc.). It is learned
what members think about the information. There is a debate
about whether optimistic thinking is necessary or not. The
session is evaluated, homework is given, and the session is
terminated.

7th session - optimism: The concepts of emotion and
thought are discussed. Definitions of concepts are made. The
activity that supports understanding the relationship between
emotion and thought, is started.

Worksheets containing various sample situations are
distributed to members. They are given time to write their
feelings and thoughts in the boxes opposite the sample
situations. Written feelings and thoughts are read by members.
If there are examples where emotion is used instead of thought
and thought is used instead of emotion, these are emphasized
more and distinctions between emotion and thought are made.
After discussing what has been written, we move on to the next
activity.

Members are divided into groups of four. The rules of the
Twister game are explained. Apart from these rules, it is stated
that there is another rule: 'In order to be able to participate and
continue the game, it is necessary to know whether the
sentences/words prepared by the practitioner express feelings
or thoughts.' The game starts and, if desired, the game can be
continued after the session is over. An evaluation is made,
homework is assigned and the session ends.

8th session - optimism: A case study on optimistic and
pessimistic thinking is shared. Members are asked to think of
situations they encounter in daily life that cause them to think
negatively, as in the case study. Then, in order to change the
outcome of these situations, they are asked to imagine our
brain as a machine' and produce thoughts that can change the
outcome. The homework given in the previous session is used
to provide case study diversity. Case studies are discussed. The
practitioner points out that when members share, 'thoughts
reveal emotions, which in turn result in reactions. An
evaluation is made, and the next activity is started.

The practitioner takes the Boomerang stick. He asks what
the stick is and how it might have anything to do with the
session. Answers are received. Then, what the boomerang
stick is, and its brief history are explained. All members are
given the opportunity to try Boomerang. After the trials are
completed, the evaluation phase begins, homework is given
and the session ends.

Note: It is recommended to go outdoors to play the

boomerang game. The purpose of the Boomerang game is to

explain that thoughts lead to emotions. The following
expressions can be used: “As you can see, the boomerang
has two ends. Today we will call one of these ends the
thought end and the other the emotion end. Whatever speed
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and angle you throw the boomerang, it will come back to
you at that angle and speed. In other words, just as we throw
the end of it, which we call thought, the emotion end follows
the thought end and returns to us at the same speed and
shape we threw it. The logic of boomerang is to throw the
stick at the right angle and speed and have it come back to
our hand in the same way. Boomerang is a difficult skill to
master, but with practice you can make your boomerang
return directly to your hand. It may take some time, but once
you master it, the feeling of a boomerang returning to your
hand is truly amazing. Changing our thoughts is an equally
difficult skill. However, once you learn it and learn it by
constantly repeating it, you will not believe the changes in
vou, and you will start to enjoy life more.”

9th session - optimism: It is said that the differences in
thinking between optimistic and pessimistic people arise from
their 'explanatory style'. It is explained what optimistic and
pessimistic explanation styles are. Then, the ‘catching
pessimistic thoughts' phase of the TDS Model (Adverse -
Thought - Result) is explained by using the 6 thinking hats
technique. When using the 6-hat thinking technique, white,
black, red, blue, green and yellow hats made of cardboard are
used. At the end of the session, an evaluation is made,
homework is given and the session ends.

10th session - optimism: The second stage of the TDS
Model, ‘transforming captured pessimistic thoughts into
optimistic thoughts' is explained.

Note: Each hat color represents a concept of the TDS model.
The practitioner wears hats representing the concepts while
explaining these concepts so that the subject attracts
attention, the concepts are remembered, and the direct
expression technique is not boring. While members are
asked to give examples of situations related to the subject,
members can be made to wear hats that match the examples
they give.

11th session - optimism: The theme of 'Developing a truly
optimistic perspective' is emphasized. The movie Pollyanna
(2003), which allows talking about realistic optimism, is
watched. After the movie is finished, an evaluation is made,
homework is given and the session ends.

12th session - gratitude: Information is given about the
concept of gratitude. The necessity and importance of gratitude
and the situations that prevent the development of gratitude are
mentioned. The activity begins.

Members are divided into 9 groups. Each group draws one
of the cards, on one side of which the situation that prevents
gratitude is written, on the other side, a situation that expresses
the opposite meaning of this situation and a dialogue about
these situations are written. The drawn cards are read. Then the
groups are asked to write an original dialogue about the
situations. After the dialogues are written, two chairs are
brought to the middle of the classroom. One of the chairs is the
'positive me' chair, the other is the 'negative me' chair.
Members are asked to act out positive dialogue when sitting in
the 'positive me' chair, and negative dialogue when sitting in
the 'negative me' chair. The same member simulates sitting on
both chairs and imagines himself/herself sitting in the empty
chair. After the animations are done, the person, who imagines
himself sitting in the other chair, tells how he feels about the
sentences he heard and whether he is grateful for what he
heard. The same activity can be continued by two different
members sitting opposite each other on chairs. After the
activity is completed, an evaluation is made, homework is
given, and the session is terminated.
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13th session - gratitude: Members are asked to write
letters under predetermined headings to remind them of their
strengths and positive aspects and to support them in
expressing their feelings of gratitude. After the letters are
finished, members who want to share them read their letters.
Sharing is done. After the activity is completed, an evaluation
is made, homework is given, and the session is terminated.

14th session - gratitude: Brainstorming technique is
explained. The blackboard in the classroom is divided into
two. One side of the board is reserved for "Words Expressing
the Feeling of Gratitude', and the other side is reserved for
"Things We Are Thankful For in Our Lives'. By brainstorming,
suitable words and concepts for both headings are produced
and written under the headings. What was written is discussed
and the next activity is started.

Members are asked to make a wind rose as large as possible
and in the colors, they want, using the papers they brought.
After the wind roses are finished, it is desired to write an
expression of gratitude on each branch of the wind rose, and
under the expressions of gratitude, things, or people for whom
gratitude is given or for which gratitude is forgotten should be
written. It is recommended to use what is written on the board.
Wind roses are discussed after they are completed. An
evaluation is made, homework is assigned and the session
ends.

15th session - evaluation and termination: The last
session ends with a party so that all members remember this
day with positive emotions. Before moving on to the party, the
topics discussed, and activities carried out throughout all
sessions are remembered and short evaluations are made. The
activities that are enjoyed the most are talked about. After the
evaluations are completed, the practitioner distributes name-
specific certificates to each member stating the subject of the
psychoeducation and the success achieved. He thanks each of
them for their participation. He appreciates them for their
success. In the first session, it produces the articles in which
each member introduces himself and which is decided to be
published at the end of 15 sessions. He distributes them to their
owners. Members who want to read and evaluate themselves
are given the right to speak. Members who share their articles
are asked what they think, and the development process is
discussed. Psychoeducation is completed by having a gratitude
party.

Procedure

Participant, parent, school and Van Yiiziincii Y1l University
Social and Humanities Publication Ethics Committee
permissions are received first (In the decision of the relevant
board dated 30.05.2023 and numbered 2023/14-13).

An announcement was made to the 8" grade students at
Litfiye Binnaz Sacl Secondary School, within the borders of
the central Ipekyolu district of Van province, that a
psychoeducation program would be implemented, the content
of the training was explained and 88 students who wanted to
participate voluntarily were determined. Preliminary
interviews were held with the students who applied for the
training and information was given about the purpose and
details of the training. As a result of preliminary interviews, a
total of 54 students remained. The remaining 54 students were
randomly divided into the experimental and control groups. A
pre-test was administered to both groups before the training
started. A psychoeducation program consisting of 15 sessions
of 45 minutes (one class hour) was applied to the experimental
group in the school's conference hall, two days a week. The
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control group was given a 45-minute efficiently studying
program once a week for three weeks. A post-test was
administered at the end of the training to the students who
attended the experimental and control groups continuously
throughout the training period. In the post-test application,
there were 16 students in the experimental group and 17
students in the control group. In order to equalize the numbers
of both groups, a random student's posttest was removed from
the control group. Four weeks after the posttest was
administered, a follow-up test was applied to the experimental
group. The process was concluded with a total of 32 students,
16 participants from the experimental group and 16
participants from the control group.

Data Analysis

SPSS Statistics 26 program was used to analyze the research
data. Since the number of samples in the experimental (16) and
control (16) groups was below 30, non-parametric tests were
used, assuming that the data were not normally distributed.
Mann Whitney-U test was applied to test the significance of
the difference between the character strengths, self-esteem,
optimism, pessimism, and gratitude pre-test scores of the
participants in the experimental and control groups. Wilcoxon
Signed Rank Test was used to examine whether there was a
significant difference between the pre-test and post-test scores
of the experimental and control groups. In order to determine
whether the applied psychoeducation program had a
significant effect on the character strengths, self-esteem,
optimism, pessimism and gratitude scores of the experimental
and control groups, a difference score was obtained by
subtracting the post-test scores of the participants in both
groups from the pre-test scores for all dependent variables.
Mann-Whitney U-Test was applied again to determine
whether the obtained difference score created a statistically
significant difference between the experimental and control
groups.

Findings

The mean and standard values of the pre-test, post-test, and
follow-up tests of the participants in the experimental and
control groups in the study for self-esteem, character strengths,
optimism, pessimism and gratitude are presented in Table 2.

Since the number of participants in the current study was
limited, Mann Whitney U test was performed to determine
whether there was a significant difference between the pre-test
scores of the experimental and control groups. Whitney U test
results for character strengths, self-esteem, optimism, and
pessimism and gratitude variables are given in Table 3.

When Table 3 is examined, according to the Whitney U test
results, the participants in the experimental and control groups
had character strengths (U=119.500, p=.75), self-esteem
(U=124.000, p=.88), optimism (U=106.500, p=.42). No
statistically significant difference was found between the two
groups in terms of pre-test scores, pessimism (U=99.500,
p=.28) and gratitude (U=109.000, p=.47). This finding reveals
that the character strengths, self-esteem, optimism, pessimism
and gratitude scores of the participants in the experimental and
control groups did not differ before the applied psycho-
education program.

In the light of the findings obtained above, Wilcoxon
signed-rank test was performed to determine whether there
was a significant difference between the pre-test and post-test
scores of the experimental and control groups, the results
obtained from the experimental group are given in Table 4.



L. Yildirim ve F. Kardas / Erzincan Universitesi Egitim Fakiiltesi Dergisi, 26(1)

Table 2. Mean and standard deviation values

Variable Group Process N Mean SD
Character Strengths  Experiment Pre-test 16 306.06 30.57
Post-test 16 346.63 27.37
Follow-up test 16 348.5 28.14
Control Pre-test 16 291.50 62.11
Post-test 16 292.88 62.05
Self-esteem Experiment Pre-test 16 41.81 8.20
Post-test 16 56.00 5.14
Follow-up test 16 57.00 4.97
Control Pre-test 16 41.88 8.93
Post-test 16 43.13 9.27
Optimism Experiment Pre-test 16 23.50 7.25
Post-test 16 34.25 7.31
Follow-up test 16 34.69 7.16
Control Pre-test 16 25.25 7.77
Post-test 16 26.00 7.73
Pessimism Experiment Pre-test 16 23.88 6.97
Post-test 16 16.38 3.93
Follow-up test 16 16.00 3.81
Control Pre-test 16 21.69 6.25
Post-test 16 21.44 6.50
Gratitude Experiment Pre-test 16 76.38 13.87
Post-test 16 100.06 7.52
Follow-up test 16 100.44 7.26
Control Pre-test 16 77.88 20.92
Post-test 16 78.81 21.39
SD:Standart Devitation N:Number of Samples
Table 3. Results of the non-parametric Mann Whitney-U test
Variable Group N S.M. S.T. U Z p
Character Experimental 16 17.03 272.50 119.500 -.32 .75
Strengths Control 16 15.97 255.50
Total 32
Self-esteem Experimental 16 16.75 268.00 124.000 -15 .88
Control 16 16.25 260.00
Total 32
Optimism Experimental 16 15.16 242.50 106.500 -81 42
Control 16 17.84 285.50
Total 32
Pessimism Experimental 16 18.28 292.50 99.500 -1.08 28
Control 16 14.72 235.50
Total 32
Gratitude Experimental 16 15.31 245.00 109.000 -72 A7
Control 16 17.69 283.00
Total 32
Table 4. Wilcoxon signed rank test
Variable Post-test/Pre-test N S.M. S.T. Z p
Character Negative Ranks 0 .00 .00 -4.38 .000
Strengths Positive Ranks 25 13.00 325.00
Equal 7
Self-esteem Negative Ranks 0 .00 .00 -4.72 .000
Positive Ranks 29 15.00 435.00
Equal 3
Optimism Negative Ranks 0 .00 .00 -3.93 .000
Positive Ranks 20 10.50 210.00
Equal 12
Pessimism Negative Ranks 17 941 160.00 -3.26 .000
Positive Ranks 1 11.00 11.00
Equal 14
Gratitude Negative Ranks 0 .00 .00 -4.11 .000
Positive Ranks 22 11.50 253.00
Equal 10
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As a result of the analysis, between the pre-test and post-
test scores of the students, character strengths (Z = -4.38; p <
.05), self-esteem (Z = -4.72; p < .05), optimism (Z = -3.93; p
< .05), pessimism (Z = -3.26; p < .05), gratitude (Z = -4.11; p
< .05); a significant difference was found in favor of pre-test
scores. According to these findings, it can be said that the
program implemented to increase students' character strengths,
self-esteem, optimism, and gratitude levels and to increase
their pessimism levels is effective.

Table 5. Descriptive statistics

Group Variable N  Mean S.E.

Experimental  DifferenceCS 16  40.56 8.09
DifferenceSE 16 14.19 3.92
DifferenceOpt 16  10.75 8.87
DifferencePsm 16  -7.50 5.76
DifferenceGrt 16  23.69 8.15

Control DifferenceCS 16 1.38 1.86
DifferenceSE 16 1.2500 a7

CS= Character Strength SE= Self-Esteem Opt= Optimism
Psm= Pessimism Grt= Gratitude

When Table 5 is examined, it is seen that the difference
between the character strengths, self-esteem, optimism and
gratitude post-test scores and pre-test scores of the participants
in the experimental group is higher and the pessimism scores
are lower, compared to the control group. The results of the
Mann Whitney U test, which was conducted to determine
whether these difference scores obtained by subtracting the
post-test scores from the pre-test scores create a significant
difference between the experimental and control groups, are
given in Table 6.

As seen in Table 6, the difference between the character
strengths (U=000, p=.00), self-esteem (U=000, p=.00),
optimism (U=3.000, p=.00) and gratitude (U). =.500, p=.00)
post-test and pre-test scores of the participants in the
experimental group is significantly higher than the control
group. When examined in terms of the pessimism dependent
variable, it is seen that the difference between the post-test and

D!fferenceOpt 16 19 1.39 pre-test scores of the participants in the experimental group is
D!fferencePsm 16 ~23 17 statistically significantly lower than the control group (U =
DifferenceGrt 16 .94 1.57 18.000, p = .00).
Table 6. Results of the Mann Whitney-U test
Variable Group N S.M. S.T. U z p
Character Experimental 16 2450 392.00 000 -4.85 .000
Strengths Control 16 8.50 136.00
Total 32
Self-esteem Experimental 16 24.50 392.00 000 -4.87 .000
Control 16 8.50 136.00
Total 32
Experimental 16 24.31 389.00 3.000 -4.85 .000
Optimism Control 16 8.69 139.00
Total 32
Experimental 16 9.63 154.00 18.000 -4.34 .000
Pessimism Control 16 23.38 374.00
Total 32
Experimental 16 24.47 391.50 .500 -4.88 .000
Gratitude Control 16 8.53 136.50
Total 32

Table 7. Cohen value calculated to reveal the effectiveness of the difference between groups

Variable Group Process Mean Standard Cohen’s d Effect Size
Deviation
Character Experimental Pre-test 306.06 30.57
Strength Post-test 346.63 27.37 -1.99 -0.70
Follow-up test 348.5 28.14
Control Pre-test 291.50 62.11
Post-test 292.88 62.05
Self-esteem Experimental Pre-test 41.81 8.20
Post-test 56.00 5.14 -2.07 -0.71
Follow-up test 57.00 4.97
Control Pre-test 41.88 8.93
Post-test 43.13 9.27
Optimism Experimental Pre-test 23.50 7.25
Post-test 34.25 7.31 -1.47 -0.59
Follow-up test 34.69 7.16
Control Pre-test 25.25 7.77
Post-test 26.00 7.73
Pessimism Experimental Pre-test 23.88 6.97
Post-test 16.38 3.93 1.32 0.55
Follow-up test 16.00 3.81
Control Pre-test 21.69 6.25
Post-test 21.44 6.50
Gratitude Experimental Pre-test 76.38 13.87
Post-test 100.06 7.52 -3.42 -0.86
Follow-up test 100.44 7.26
Control Pre-test 77.88 20.92
Post-test 78.81 21.39
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Table 8. Wilcoxon signed rank test

Variable Follow-up test-Post-test N S.M. S.T. Z p
Character Neg_a_tive Ranks 0 .00 .00 -2.97 .003

Positive Ranks 11 6.00 66.00
Strengths

Equal 5

Negative Ranks 0 .00 .00 -2.72 .006
Self-esteem Positive Ranks 9 5.00 45.00

Equal 7

Negative Ranks 0 .00 .00 -2.33 .020
Optimism Positive Ranks 6 3.50 21.00

Equal 10

Negative Ranks 4 2.50 10.00 -1.86 .063
Pessimism Positive Ranks 0 .00 .00

Equal 12

Negative Ranks 0 .00 .00 -1.89 .059
Gratitude Positive Ranks 4 2.50 10.00

Equal 12

According to the results obtained to show the effectiveness
of the difference between groups, the applied psychoeducation
program has a moderate effect size in increasing the character
strengths (d=-0.70; p>0.5), self-esteem (d=-0.71; p>0.5),
optimism (d=-). 0.59; p>0.5) levels of adolescents and
reducing their pessimism levels (d=0.55; p>0.5), and has a
high effect size in increasing their gratitude (d=-0.86; p>0.8)
levels.

As seen in Table 8, a statistically significant difference was
found between the character strengths (Z = -2.97; p =.003),
self-esteem (Z = -2.72; p =.006) and optimism (Z = -2.33; p
=.020) in the post-test and follow-up test scores of the
participants in the experimental group, in favor of the follow-
up test scores. However, it was determined that there was no
statistically significant difference between the participants'
pessimism (Z = -1.86; p =.063) and gratitude (Z = -1.89; p
=.059) in the post-test and follow-up test scores. These
findings show that the significant effect of the
psychoeducation program applied in the experimental group
on the participants' character strengths, self-esteem and
optimism continues to increase over time. In addition, it can be
said that the program maintained the participants' gratitude
levels, although it did not increase them over time, and
similarly kept their pessimism scores low, although it did not
reduce them further. When all the findings are evaluated as a
whole, it can be said that the psycho-educational program
developed is effective and maintains this effect over time.

Discussion, Conclusion, and Recommendations

Positive psychology does not only consider reducing or
eliminating the individual's problem as an ultimate goal, it also
aims to increase the well-being and quality of life and the
lifelong development of the individual (Seligman &
Csikszentmihalyi, 2000). In order for the lifelong development
process to progress in a healthy way, it is important to
experience productively the childhood period, when life
begins to be discovered, and the adolescence period, when
personality development is largely shaped. Positive
psychology emphasizes the importance of discovering
character strengths and using them in daily life to increase the
productivity of childhood and adolescence and support
lifelong development.

According to Park & Peterson (2008), the critical period
for the development of character strengths is childhood and
adolescence. Adulthood periods are not delayed periods for the
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discovery and proper use of character strengths. However,
intervening in the experiences and values that are often
stereotyped in the individual until adulthood may be more
difficult than in youth. Erikson (1963) suggests that certain
strengths are necessary foundations for other strengths. For
example, strengths such as genuineness, open-mindedness,
perspective, leadership, forgiveness, and spirituality are
character strengths that are more common in adults than in
young people. The basis of these powers lies in strengths such
as love of learning, creativity, social intelligence, self-esteem,
teamwork and optimism, which are more frequently observed
in children and adolescents than in adults. For this reason,
character strengths that begin to be discovered in the early
stages of life and become a part of the self-increased
intellectual, emotional, and behavioural predictability of
adulthood (Park & Peterson, 2008).

Studies on character strengths show that life satisfaction
and subjective well-being (Brdar et al., 2011; Proctor et al.,
2011) are highly related to character strengths, and the
strongest predictors of these two variables are hope, love,
gratitude, optimism, and enthusiasm for life (Park et al., 2004;
Peterson et al., 2007; Brdar & Kashdan, 2010; Gillham et al.,
2011). In addition to these findings, Shoshani & Slone (2016)
revealed that the discovery and development of character
strengths play an important role, especially on the
psychological resilience of adolescents. Based on the
importance of character strengths, in this study, a psycho-
educational program focused on character strengths was
developed for adolescents, and with this intervention program,
it was aimed to increase the levels of character strengths, self-
esteem, optimism, gratitude and reduce the levels of
pessimism in adolescents.

The findings of this study revealed that the Positive
Psychology-Based Psychoeducation Program was effective in
increasing adolescents' self-esteem, optimism, gratitude, and
total character strength levels and reducing their pessimism
levels. When looking at the degree of this effect, it was
observed that it had a medium level of effect on character
strengths, self-esteem, increasing optimism and reducing
pessimism, and a high level of effect on increasing gratitude.
Based on this result, it can be said that the developed program
has a medium and high level of impact. Considering the
permanence of the program over time in developing character
strengths, self-esteem, optimism, and gratitude in adolescents
and reducing pessimism, it was concluded that the program
continued to increase its effect on character strengths, self-
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esteem and optimism over time. It has been revealed that it
maintains gratitude levels over time, although it does not
increase them, and similarly keeps pessimism scores low,
although it does not decrease them further.

Martinez-Marti & Ruch (2014) found that all character
strengths were positively related to psychological resilience.
Similarly, these researchers determined that, despite different
socio-demographic variables, character strengths increase self-
efficacy, optimism, life satisfaction, developing positive social
relationships and self-esteem. Studies (Lyubomirsky 2001;
Lyubommirsky et al., 2006; Ferguson & Goodwin, 2010;
Tagay & Sahin-Baltaci, 2017), examining the role of self-
esteem and optimism in the subjective well-being of
adolescents have determined that optimism and self-esteem
have a direct and significant relationship with subjective well-
being. In another study, Kardas et al., (2019) examined the
effects of gratitude, optimism, hope and life satisfaction on
psychological well-being. It was concluded that gratitude,
optimism, hope, life satisfaction and psychological well-being
were positively related to each other, and gratitude was the
strongest predictor of psychological well-being. Various
studies also (Chan, 2013; Lin, 2015) have found that gratitude
is an important and strong predictor of well-being and is
positively related to life satisfaction (Robustelli & Whisman,
2018). The Positive Psychology Based Adolescent Psycho-
education Program developed within the framework of this
study revealed positive relationships between character
strengths, self-esteem, optimism, and gratitude variables. This
shows that the experimental findings in this study are
consistent with the correlational research results in the
literature.

Ongoing studies on character strengths have shown that
awareness and effective use of character strengths increases
happiness and reduces depressive symptoms (Seligman et al.,
2005; Gander et al., 2013). It has also been found to increase
students' desire to study and their well-being (Forest et al.,
2012), and is one of the strong predictors of life satisfaction
(Park & Peterson, 2009). Similarly, it has been determined that
using character strengths at a low level reduces emotional
control and increases social anxiety (Hofmann, 2007), while
using character strengths more often leads to less stress and
greater success in creating and achieving life goals (Wood et
al., 2011; Li & Liu, 2016).

The results obtained from the studies have revealed that if
character strengths, self-esteem, optimism, and gratitude are
developed; and pessimism is reduced, individuals' cognitive,
affective and behavioural well-being will increase.
Considering that the Positive Psychology Based Adolescent
Psycho-education Program is effective on increasing character
strengths, self-esteem, optimism, gratitude and reducing
pessimism, it is predicted that the well-being of adolescents
who discover their character strengths through the prepared
psycho-educational program will increase, starting from
adolescence and continuing into adulthood.

In the light of current findings, it is recommended to
increase the number of programs aimed at developing
character strengths and prepare them for different age groups.
The Positive Psychology-Based Psychoeducation Program
developed within the scope of this study was prepared for
adolescents and 8th grade students in the 14-year-old group
were preferred as the sample group. Conducting a study on
what the results would be if the program was applied to the 14-
18 age group could expand the application area of the program.
The program has been prepared as 15 sessions. The application

was carried out 2 days a week and the program took
approximately 8 weeks to complete. If it is implemented as 1
lesson per week during guidance hours in schools, the
completion time of the program reaches 16 weeks. If this time
is too much for practitioners and students, it may be
recommended to reduce the number of activities in the
program or implement them gradually. Although the
participants of this program were determined voluntarily, most
of the participants were women. It would be better if the
balance between men and women was taken into account in
future studies. Finally, since the program includes cognitive-
affective-behavioural gains, it is important to consider that the
person who will implement it should have application
competence in group guidance.
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0z Bu calismanin amaci, ilkokul yoneticilerinin hizmetkar liderlik davranislari ile 6gretmenlerin 6rgiitsel mutluluk
diizeyleri arasindaki iliskiyi incelemektir. iliskisel (korelasyonel) tarama modelinin kullamldigi bu arastirmanin
evrenini 2022-2023 egitim-6gretim yilinda Aksaray ili merkez ve merkeze baglh ilkokullarda gorev yapmakta olan
toplam 1247 6gretmen olusturmaktadir. Aragtirmanm Orneklemini ise Aksaray ili merkez ve merkeze bagl resmi
ilkokullardan basit segkisiz 6rnekleme yontemiyle goniillii olarak secilen 412 6gretmen olusturmaktadir. Arastirmada
veri toplama araci olarak “Yonetici Hizmetkar Liderlik Olgegi” ve “Orgiitsel Mutluluk Olgegi” kullamlnustir. Verilerin
analizinde SPSS 26.0 paket programi kullanilmistir. Arastirmada betimsel istatistikler, t-testi, ANOVA testi, 6l¢ekler
arasindaki iligkileri saptamak i¢in Pearson korelasyon ve hizmetkar liderligin orgiitsel mutlulugun yordayicisi olup
olmadigmni saptamak igin de Regresyon Analizi yapilmistir. Arastirmada, Ogretmen algilarma gore ilkokul
yoneticilerinin hizmetkar liderlik davraniglart ve dgretmenlerin 6rgiitsel mutluluklari yiiksek diizeyde bulunmustur.
Ogretmenlerin okuldaki 6rgiitsel mutluluk diizeyleri mesleki kidem ve mevcut okuldaki calisma siiresi degiskenlerine
gore anlaml farklilik gosterirken; cinsiyet, egitim diizeyi ve mevcut okul yoneticisiyle ¢aligma siiresi degiskenlerine
gore ise anlaml farklihk gostermemektedir. Ilkokul yoneticilerinin hizmetkar liderlik davranislar ile dgretmenlerin
orgiitsel mutluluk diizeyleri arasinda orta diizeyde ve pozitif yonlii anlamli bir iliski oldugu saptanmustir. lkokul
yoneticilerinin hizmetkar liderlik davranislar, 6gretmenlerin 6rgiitsel mutluluk diizeylerini yordamaktadir.

Anahtar Kelimeler: Liderlik, hizmetkar liderlik, mutluluk, érgiitsel mutluluk

Abstract: The purpose of this study is to examine the relationship between the servant leadership behaviors of
primary school administrators and the organizational happiness levels of teachers. The population of this research, in
which the correlational screening model is used, consists of a total of 1247 teachers working in Aksaray city center,
and primary schools affiliated to the center in the 2022-2023 academic year. The sample of the research consists of 412
teachers who were selected voluntarily by simple random sampling method from Aksaray city center and public
primary schools affiliated to the center. "Executive Servant Leadership Scale" and "Organizational Happiness Scale"
were used as data collection tools in the research. SPSS 26.0 package program was used to analyze the data. In the
research, descriptive statistics, t-test, ANOVA test, Pearson correlation to determine the relationships between the
scales, and Regression Analysis were used to determine whether servant leadership is a predictor of organizational
happiness. In the study, according to teachers' perceptions, the servant leadership behaviors of primary school
administrators and the organizational happiness of teachers were found to be high. While teachers' organizational
happiness levels at school differ significantly according to the variables of professional seniority and working time at
the current school; There is no significant difference according to the variables of gender, education level and working
time with the current school administrator. It was determined that there was a moderate and positive significant
relationship between the servant leadership behaviors of primary school administrators and the organizational
happiness levels of teachers. Servant leadership behaviors of primary school administrators predict teachers'
organizational happiness levels.

Keywords: Leadership, servant leadership, happiness, organizational happiness
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Giris

Orgiitler, hizli teknolojik gelismeler ve kiiresellesmenin
etkisiyle, insan kaynaklari konusunda cesitli doniisiimler
yasamaktadir. Artik orgiitler dil, din ve kiiltiir farkliliklarina
sahip c¢alisanlart biinyelerinde barindirmaktadirlar. Bu
cesitlilik, orgiitlerin rekabet giiciine katki saglayabilecegi gibi,
ayn1 zamanda yoneticilerin yeni sorunlarla kargilasmasina da
neden olabilmektedir. Shore ve digerleri (2009) tarafindan
yapilan ¢calismada da belirtildigi gibi, bu ¢esitlenme oOrgiitlerin
liderlik yaklasimlarimi da etkilemektedir. Liderlik, bir grup
insani etkileme siireci olarak tanimlanmaktadir (Northouse,
2012). Ancak, glinlimiizde yasanan hizli degisimler, liderlerin
bu siireci yonetmelerini zorlasgtirmaktadir. Bu nedenle

" Makale birinci yazarin yiiksek lisans tezinden iiretilmistir.

liderlerin, degisen kosullara ve ¢esitlenen insan kaynaklarina
uygun liderlik yaklasimlar sergilemeleri gerekmektedir. Bu
hem liderlerin hem de orgiitlerin basarisi agisindan oldukca
onemlidir. Orgiitlerin basarisi, orgiitlerin vizyonunu ve
hedeflerini belirleyen, ¢alisanlarin bu hedeflere ulasmasi igin
gerekli  motivasyonunu  saglayan, ihtiyaglarma  ve
beklentilerine cevap veren liderlerle miimkiindiir (Ozkan,
2020). Bu baglamda, insan odakli liderlik kavrami da 6nem
kazanmaktadir.

Insan odakli liderlik anlayisi, orgiitlerdeki calisanlarin
motivasyonunu arttirir ve drgiite bagliligini saglar. Bu nedenle
insani degerlere onem veren, onlarin gelisimine destek olan ve
onlara dncelik veren liderlerin oldugu orgiitlerde, ¢aligsanlarin
daha mutlu oldugu ve daha iiretken olduklari diisiiniilmektedir
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(Findik¢i, 2013). Geleneksel liderlik tarzlarin1 kullanan
liderlerin baskici, kat1 ve yonlendirici davranislar sergileyerek
orgiitlerde sorun yarattig1 bilinmektedir. Bu sorunlari ortadan
kaldirmak adma toplu hareket etme ve is birligine 6nem veren,
karar almada ¢aliganlarinin  goriiglerini  dikkate alan,
calisanlarinin gelisimine destek veren, etik degerlere bagl,
calisanlarini gii¢lendiren ve pozitif yonlil iletisimle orgiitlerin
gelisimine dnem veren insan odakli liderlik yaklagimlarinin
daha ¢ok 6n plana ¢iktig1 goriilmektedir (Akdosl, 2015). Bu
yeni liderlik yaklagimlarindan biri, Greenleaf (1977)
onciiliigiinde ortaya c¢ikan ve liderde olmasi gereken biitiin
ozelliklere sahip geleneksel liderlik anlayigt disinda
caliganinin ¢ikarlarini diistinen ve hizmet etme diigiincesi
icerisinde olma ozelliklerini tasiyan (Temiz, 2016)
“Hizmetkar Liderlik” modelidir. Greenleaf tarafindan
gelistirilen bu liderlik modeli adini, Hermann Hesse'nin
"Doguya Yolculuk" adli romanindaki Leo adli karakterin
davraniglarindan almistir. Roman, Leo'nun bir manastirda
hizmetkar olarak ¢alisirken, liderlik vasiflarini kesfetmesini ve
gelistirmesini konu almaktadir. Greenleaf, bu romanda
Leo'nun liderlik tarzini incelerken, onun hizmetkar liderlik
modeline uygun davrandigini fark etmistir. Greenleaf,
liderligin oncelikle bir hizmet olduguna inanan bir liderlik
teorisyenidir. Ona gore liderlik, dncelikle bagkalarina hizmet
etmek ve onlarmn ihtiyaglarini karsilamakla ilgilidir (Spears,
2004). Bu nedenle lider olmak isteyen bir kisi, kendini geri
plana atarak bagkalarinin ihtiyaglarina odaklanmalidir.
Smith’e (2005) gore hizmetkar liderlik, hizmet ettiren degil
hizmet edendir. Kouzes ve Posner’e (2019) gore ise hizmetkar
liderlik, hizmet etmekten ve baskalarina yardim etmekten
keyif almak, karsilik beklemeden fedakarlik yapmaktir.
Barbuto ve Hayden (2011) ise hizmetkar liderligi samimi bir
iligkinin temsili olarak lider-takip¢i arasinda gergeklesen ortak
hareket etme anlayisi olarak ifade etmistir.

Hizmetkar liderligin calisanlarina sorumluluk almalarini
ve potansiyellerini ortaya ¢ikarmada cesaret vermesi (Yukl,
2002), birlikte ulagilmak istenen hedefe varildiginda liderin
kendini geri plana atmast (Duyan ve Dierendonck, 2014),
beraber hareket etme bilinci olusturmas: (Kogel, 2015),
elestiriye acik olmasi ve c¢alisanlarmin degerli oldugunu
hissettirmesi (Van Dierendonck ve Nuijten, 2011), etik
davranislar sergileyerek calisanlarina karsi algakgoniilli ve
icten olmas1 (Wong ve Davey, 2007), orgiit igerisinde olumlu
iklim olusturmasi (Clark, 2002) ve otoriter olmak yerine ikna
yeteneginin kuvvetli olmasi (Spears, 2004) gibi 6zelllikleriyle
yoneticiler tarafindan uygulanabilecegi ve c¢alisanlarin
mutluluklarma olumlu katki saglayacag: diisliniilmektedir
(Akytiz ve Eren, 2013).

Hizmetkar liderlik birgok duyguyu ve diisiinceyi
etkilemektedir. Bunlardan biri de insanligin en biiyiik
arayislarindan biri olan ve antik ¢aglardan giiniimiize kadar
pek cok diisiiniir, filozof ve bilim insani tarafindan farkli
sekillerde ele alinan “mutluluk” kavramidir. Mutluluk, kisinin
i¢ diinyasinda hissettigi bir duygu olarak tanimlanabilir. Bu
duygu, genellikle kisinin hayatindaki olumlu deneyimlerden
kaynaklanir ve kisinin kendisini iyi hissetmesini saglar (Arici,
2020). Arastirmacilar her ¢agda iizerinde tartigilan mutluluk
konusunun, birey ve orgiit {izerinde dnemli oldugunu kabul
etmisler fakat tanimi konusunda birlik saglayamamislardir
(Waterman vd., 2008). TDK (2022) mutlulugu; “Biitiin
Ozlemlere eksiksiz ve siirekli olarak ulasilmaktan duyulan
kivang durumu, mut, ongunluk, kut, saadet, bahtiyarlik,
saadetlilik” olarak tanimlamistir. Warr (2007) mutlulugu,
bireyin hayatindaki olumsuz duygularinda azalma ve buna

bagli olarak olumlu duygularinda artis olmasi olarak tanimlar.
Mahmoudi ve digerlerine (2019) gore mutluluk, bireyin
hayatta sahip olmak istedigi hedefler agisindan hayatinin daha
anlaml hale gelmesidir. Yani, bireyin kendisine belirledigi
hedeflere ulastiginda, yogun bir sekilde hissettigi duygudur.

Mutluluk hem bireyin kigisel hem de bulundugu orgiit
icindeki hayatin1 etkileyen bir kavram olarak kendini
gostermektedir  (Arslan, 2018). Calisanlar zamanlarinin
cogunu orgiitlerde gegirdikleri i¢in kisisel yasamlarinda
karsilagtiklari olumlu ya da olumsuz durumlar karsisinda neler
hissettiklerini orgiite yansitabilmektedirler. Bu bakimdan is
yerinde mutlu olan kisilerin orgiite aidiyet duygularinin arttig1,
Orgiite daha faydali olduklari, yaraticiliklarimin arttigi ve
kendilerini giivende hissettikleri bir ortamda daha iiretken
olduklar1 goz oniine alindiginda soyle denilebilir: Mutluluk
duygusu bireyin hem o6zel hayati hem de calistig1 ortam
acisindan 6nemlidir. Orgiitsel mutluluk, ¢alisanlar1 olumlu
yonde giiclendirmekle kalmaz, ayni zamanda onlar1 Orgiit
iginde daha verimli ve etkili kilar. Caliganlarin birlikte hareket
etmesini saglayarak kurum ici iletisimi siirdiiriir. Iyi iletigim
ayni zamanda calisanlar arasinda sevgi ve saygi baglari da
olusturur (Hosseinpour Reza ve Esmaeili Leyli, 2016;
Mahmoudi vd., 2019). Orgiitse] mutluluk ayn1 zamanda is
birligini artirarak orgiit icindeki ¢atigmalart azaltir ve Orgiit
icinde calisanlart mutlu eden olumlu bir atmosfer yaratir
(Cakir ve Yavuz, 2022).

Gavin ve Mason (2004) tarafindan yapilan arastirmaya
gore, orgiitlerde calisan insanlarin ¢ogu, sosyal varliklar olarak
algilanmakta ve liderlerinin kendilerini iyi yonetmeleri
durumunda mutlu olacaklarini diigiinmektedirler. Bu nedenle,
orgiitlerin yoneticileri ¢alisanlarinin ihtiyaglarini anlamali,
onlar1 dinlemeli ve calisma ortamlarmi daha keyifli hale
getirmek i¢cin adimlar atmalidirlar. Egitim agisindan
bakildiginda okullar, girdileri ve ¢iktilar1 insanlardan olusan
toplumsal  oOrgiitlerdir.  Okullar, oOrgiit olarak ayakta
kalabilmelerini saglayacak bilesenlere sahiptir. Bunlar;
yoneticiler, 6gretmenler, 6grenciler, veliler ve g¢alisanlardir.
Tiirk egitim sisteminde kayitli 19 milyondan fazla 6grenci ve
1 milyondan fazla 6gretmen bulunmaktadir (MEB, 2023). Bu
kadar biiyiik bir niifusu bir araya getiren bir 6rgiit ortaminda
mutlulugun yitkksek olmasi beklenmektedir. Bu bakimdan
Ogretmenlerin, inovasyona Onem veren ve temel amaci
toplumun ihtiya¢ duydugu yetenekleri yetistirmek olan bir
egitim Orgiitiiniin en onemli neferleri olmalar1 ve kendilerini
bu orgiit iginde mutlu hissetmeleri énemlidir. Ogretmenlerin
okulda mutlu ve iiretken olmalarini isteyen yoneticilerin,
O0gretmenlerin  motivasyonunu yiiksek tutacak liderlik
davranislar1  sergilemeleri gerekmektedir (Kocabag ve
Karakose, 2005).

Karnak (2020) calisanlarin mutluluk diizeyinin egitim
orgiitlerini dogrudan etkileyen bir faktér olduguna dikkat
¢ekmistir. Seppala (2016) orgiitsel mutlulugu etkileyen
faktorleri ilham, iligkiler, is hayatinin kalitesi ve liderlik olarak
aciklamaktadir. Saenghiran (2013) ise orgiit icindeki
calisanlarin duygu, diisiince ve davraniglarini onemseyen,
onlarin orgilite yonelik tutumlarini dikkate alan ve olumlu
liderlik davraniglari sergileyen liderlerin mutlu bir 6rgiit yapisi
icin ¢ok Onemli olduguna dikkat ¢ekmistir. Bu baglamda
egitim Orgiitlerinin basarist ¢aliganlarin mutluluguna baghidir
ve orgiitsel mutlulugu arttirmak i¢in ¢alisanlarin iligkileri, is
hayatinin kalitesi ve liderlerin tutumu gibi faktorlere dikkat
edilmesi onemlidir. Okullarda etkili ve kaliteli bir egitim
Ogretim ortam1 saglamak ic¢in Ogretmenlerin kurumunu
benimsemeleri, kurum icinde yiiksek motivasyona sahip
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olmalar1 ve kendilerini giivende, mutlu ve basarili hissetmeleri
gerekir. Bunu saglamak i¢in, kurum iginde bir¢cok degiskeni
dikkate almak gerekir. Okulun lideri konumunda olan okul
yoneticilerinin sergiledigi hizmetkar liderlik davranislari, bu
degiskenlerden biri olabilir. Bu baglamda hizmetkar liderligin
orgiitsel mutluluk iizerindeki onemli bir etkisinin oldugu
disiiniilmektedir. Bu arastirmada, ilkokul yoneticilerinin
hizmetkar liderlik davraniglart ile O6gretmenlerin Orgiitsel
mutluluk diizeyleri arasindaki iliski incelenmek istenmistir.
Bu iligkiyi ortaya ¢ikarmak amaciyla agagidaki alt problemlere
cevap aranmigtir.

1. Ogretmen algilarma gore ilkokul yoneticilerinin
hizmetkar liderlik davranislar1 ile 6gretmenlerin
orgiitsel mutluluklari ne diizeydedir?

2. Ogretmenlerin orgiitsel mutluluk diizeyleri bazi
demografik degiskenlere (cinsiyet, egitim diizeyi,
mesleki kidem, mevcut okuldaki calisma siiresi,
mevcut okul yoneticisiyle ¢aligma siiresi) gore
farklilasmakta midir?

3. llkokul yoneticilerinin hizmetkar liderlik davramislari
ile Ogretmenlerin orgiitsel mutluluk diizeyleri
arasinda anlamli bir iligki var midir?

4. lkokul yoneticilerinin hizmetkar liderlik davramslar:
Ogretmenlerin orgilitsel mutluluk diizeylerini anlamli
bir sekilde yordamakta midir?

Yontem
Arastirmanin Modeli

Bu arastirmada bagimsiz degisken hizmetkar liderlik ile
bagimli degisken orgiitsel mutluluk arasindaki iliskinin ortaya
cikarilmasi amacglandigi ve en az iki degisken arasinda
kargilagtirma yapilacagi igin iliskisel tarama modeli
kullanilmigtir. 1liskisel tarama modeli, evreni temsil eden
topluluk igeresinden toplulugun tamamina bagl kalarak ya da
icinden segilen bir grup 6rneklem iizerinden yapilan tarama
modeli tiriidir (Karasar, 2023). Bu tarama modelinde,
degiskenlerin birlikte degisip degismedigi; degisme varsa
bunun nasil, ne diizeyde ve hangi yonde oldugu saptanmaya
calisilir (Biiytikoztiirk vd., 2023).

Evren ve Orneklem

Aragtirmanin  evrenini  2022-2023 egitim-6gretim yilinda
Aksaray ili merkez ve merkeze bagli resmi ilkokullarda
calismakta olan toplam 1247 ogretmen olusturmaktadir.
Aragtirmanin 6rneklemini belirlemek i¢in Aksaray merkez ve
merkeze bagli resmi ilkokullardan basit tesediifi 6rnekleme
yontemiyle 1247 kisilik evren i¢in 294 kisiye ulagilmak
istenmistir (Biiytlikoztiirk vd., 2023). Bu dogrultuda elektronik
ortamda “Google Form” iizerinden hazirlanan 6lgeklere ait
form Aksaray il Milli Egitim Miidiirliigiiniin verdigi izinle
aragtirma evrenini olusturan merkez ve merkeze bagli toplam
110 resmi ilkokula okullarmn iletisim kanallar1 vasitasiyla
ulastirilarak 6gretmenlerin goniillii bir sekilde doldurmalar1
istenmistir. Evreni temsil eden ilkokullardan 412 &gretmene
ait veri girisi toplanmistir. Ogretmenlerden elde edilen toplam
412 veriden sonra yapilan analizle birlikte degerlendirme
disia alman veri olmadigi tespit edilmistir. Bu veri seti
iizerinde yapilan analizler i¢in toplanan 412 verinin, ulagilmak
istenen Orneklem biiyiikligiinii  fazlasiyla karsiladigi
goriilmektedir.

Tablo 1. Ankete katlan 6gretmenlere ait demografik bilgiler

Degiskenler Kategori f %
Cinsiyet Kadin 210 51.0
Erkek 202 49.0
Egitim Diizeyi 52" 289 701
Lisansiisti 123 29.9
15 Yil 43 10.4
. 6-10 Y1l 54 13.1
Mesleki Kidem 4,55, 94 22.8
> 16 221 53.6
y 1-5 Yil 212 515
eveut 6-10 Yil 118 28.6
Okuldaki

Caligma Stresi L1715 Y1l 33 8.0
> 16 49 11.9
Mevcut  Okul 1-4 Yil 276 67.0
Yoneticisivle g ¢ v 136 33.0

Caligma Siiresi

Tablo 1°deki verilen bilgiler incelendiginde; cinsiyet
acisindan 6lgekteki sorulara cevap veren 6gretmenlerin 210°u
(%51) “kadmn”, 202’sinin  (%49) ise “erkek” oldugu
goriilmektedir. Egitim diizeyine bakacak olursak; 289 (%70.1)
katilimer “lisans™; 123 (%29.9) katilimer ise “lisansiisti”
mezunudur. Mesleki kidem degiskeni incelendiginde;
katilimeilarin 4371 (%10.4) “1-5 y11”; 54’1 (%13.1) “6-10 y11”;
94’11 (22.8) “11-15 y1l” ve 221’1 (%53.6) ise “> 16” mesleki
kideme sahiptir. Mevcut okuldaki ¢alisma siiresi degiskeni
incelendiginde; katilimcilarin 212°si (%51.5) “1-5 y1l”; 118’1
(%28.6) “6-10 y11”; 3371 (%8.0) “11-15 y1I” ve 49’u (%11.9)
ise “> 16” mevcut okulunda calismaktadir. Mevcut okul
yoneticisiyle calisma siiresi degiskeni incelendiginde ise;
katilimcilarin 276°s1 (%67.0) “1-4 y11” ve 136’s1 (%33.0) “5-8
yil” araliginda mevcut yoneticileriyle birlikte g¢aligmakta
olduklar1 goriilmektedir.

Veri Toplama Araclari

Arastirmada bulgulara saglikli bir sekilde ulasabilmek igin
gegerligi  ve  gilivenirligi  kanitlanmig  Slgeklerden
yararlanilmistir.  Verilerin  degerlendirilmesi  amaciyla;
“Kigisel Bilgi Formu”, 29 maddeden olusan “Orgiitsel
Mutluluk Olgegi” (Arslan ve Polat, 2017) ve 20 maddeden
olusan “Yonetici Hizmetkdr Liderlik Olgegi” (Konan vd.,
2015) ilgili kisilerden izin alinarak kullanilmustir.
Olgeklerdeki sorulart yanitlayan oOgretmenlerin  gérev
yapmakta olduklart okullarin listesinin en giincel haline Milli
Egitim Bakanligi’nin resmi sitesinden ulasilmistir. Veriler
“Google Form” aracihigiyla goniilliiliik esasma gore toplanip
SPPS 26.0 paket programina aktarilmig ve analizleri
yapilmigtir.

Kisisel Bilgi Formu

Uzman goriisleri dikkate alinarak hazirlanan bilgi formunda
arastirmaya katilan 6gretmenler igin; cinsiyet, egitim diizeyi,
mesleki kidem, mevcut okuldaki ¢alisma siiresi ve mevcut
okul yoneticisiyle ¢alisma siiresi degiskenlerine iliskin sorular
yer almaktadir.

Yonetici Hizmetkar Liderlik Olcegi

Olgek, Konan ve digerleri (2015) tarafindan gelistirilmistir.
Olgek, 20 madde ve “Kisiler Arasi Destek” (6 madde),
“Topluluk Olusturma” (5 madde), “Fedakarlik” (3 madde),
“Esit Olma” (3 madde) ve “Ahlaksal Biitiinlik” (3 madde)
olmak iizere 5 alt boyuttan olusmaktadir. Ayrica olcek, 5°1i
Likert yapida olup; “1 (Higbir Zaman)” ile “5 (Her Zaman)”
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arasinda olacak sekilde derecelendirilmistir. Konan ve
digerleri (2015) tarafindan 6lgegin Cronbach Alfa katsayilar
tim boyutlarda o= .88 olarak belirlenmigtir. Mevcut
aragtirmanin Cronbach Alfa katsayilar1 “Kisiler Arasi1 Destek”
boyutunda a= .93, “Topluluk Olusturma” boyutunda a= .94,
“Fedakarlik” boyutunda o= .94, “Esit Olma” boyutunda o= .89
ve “Ahlaksal Biitiinlik” boyutunda ise a= .90 olarak
bulunmustur. Ayrica 6lgegin “giivenilirlik katsayis1” toplamda
a= .98 olarak bulunmugtur. Mevcut arastirmanin giivenirlik
katsay1 degerlerinin Olgegin orijinal katsayr degerlerinin
iizerinde oldugu goriilmektedir (Konan vd., 2015). Ayrica
arastirmada dlgege iliskin “Dogrulayici Faktdr Analizi” (DFA)
de yapilmistir. Olgegin uyum degerleri (y2/df= 4.250,
RMSEA= 0.089, CFI=0.95, GFI=0.86, AGFI=0.86, NFI=
0.93) hesaplanmis ve arastirma igin istenilen diizeyde oldugu
tespit edilmistir.

Orgiitsel Mutluluk Olcegi

Olgek, Arslan ve Polat (2017) tarafindan gelistirilmistir.
Olgek, 29 maddeden ve “olumlu duygular” (9 madde), ters
puanlama yapilmasi gereken “olumsuz duygular” (12 madde)
ve “potansiyeli gerceklestirme” (8 madde) olmak tizere 3
boyuttan olusmaktadir. Arslan ve Polat (2017) dlgegin alt
boyutlarinin ayr1 ayri degil tamaminin ortalamasinin alinarak
degerlendirilmesi ve yorumlanmasi gerektigini ifade etmistir.
Ayrica 0Olgek, 5°li Likert yapida olup; “l1 (Hig)” ile “5
(Tamamen)” arasinda olacak sekilde derecelendirilmistir.
Arslan ve Polat (2017) tarafindan 6lgegin Cronbach Alfa
katsayilar1 “olumlu duygular” boyutunda o= .94, “olumsuz
duygular” boyutunda 0=.95 ve “potansiyeli ger¢eklestirme”
boyutunda 0=.92 olarak belirlenmistir. Mevcut arastirmanin
Cronbach Alfa katsayilart “olumlu duygular” boyutunda
0=.96, “olumsuz duygular” boyutunda a=.95 ve “potansiyeli
gergeklestirme” boyutunda ise 0=.95 olarak bulunmustur.
Ayrica dlgegin “gilivenilirlik katsayis1” toplamda a=.97 olarak
bulunmustur. Mevcut arastirmanin ~ giivenirlik  katsayi
degerlerinin Slgegin orijinal katsayi degerleriyle ortiistiigii
goriilmektedir (Arslan ve Polat, 2015). Ayrica arastirmada
Olcege ilisgkin “Dogrulayict Faktor Analizi” (DFA) de
yapilmstir. Olgegin uyum degerleri (y2/df= 2.132, RMSEA=
0.052, CFI= 0.97, GFI=0.88, AGFI=0.88, NFI= 0.94)
hesaplanmis ve Olgegin aragtirma igin istenilen diizeyde
oldugu tespit edilmistir.

Veri Toplama Siireci

Karamanoglu Mehmetbey Universitesi Bilimsel Arastirma
Yaym Etik Kurulu tarafindan 24 Ekim 2022 tarihinde saat
10.00’da yapilan toplantida, arastirmanin yapilmas: etik
yonden sorun teskil etmedigi 24.10.2022 tarih ve 06-2022/136
sayili Bilimsel Aragtirma ve Yayin Etik Kurulu Karar1 yazisi
ile aragtirmacilara bildirilmistir. Okullardan veri toplamak i¢in
ise Aksaray 11 Milli Egitim Miidiirliigiinden 18.12.2022 tarih
ve E-76490249-605.01-66117741 sayil1 veri toplama ve anket
izni alinmistir. Alinan izinlerden sonra yaklagik 3 ay siiren veri
toplama siireci 2023 Mart ayma kadar devam etmistir.

Verilerin Analizi

SPSS 26.0 paket programi kullanilarak, ilkokullarda gorev
yapan 412 O0gretmenden toplanan verilerin analiz asamasina
gecilmigtir. Arastirmada ilkokul ydneticilerinin hizmetkar

liderlik davranislar1 bagimsiz degisken, 6gretmenlerin drgiitsel
mutluluk diizeyleri ise bagimli degisken olarak incelenmistir.
Ayrica aragtirmada bagimli degiskenin bazi demografik
degiskenlere (cinsiyet, egitim diizeyi, mesleki kidem, mevcut
okuldaki calisma siiresi, mevcut okul yoneticisiyle galisma
stiresi) gore iligkileri de incelenmistir. Arastirmada kullanilan
verilerin normal dagilip dagilmadigina bakmak i¢in normallik
testi yapilmustir. Verilerin normal dagildigini kabul etmek igin
basiklik ve carpiklik degerlerinin -1.5 ile +1.5 araliginda
olmas1 yeterlidir (Tabachnick ve Fidell, 2013). Yapilan
normallik testi sonucuna gore ¢arpiklik degerleri -1.149 ile -
.880 arasinda basiklik degerleri ise +.652 ile +.968 arasinda
oldugu goriilmiistir. Bu sonuglara gore veriler parametrik
testler kullanilarak analiz edilmistir. Verilerin analizi igin
tanimlayici istatistiksel teknikler, bagimsiz 6rneklem t-testi,
tek yonlii varyans analizi (ANOVA), Pearson korelasyon
analizi ve coklu regresyon analizi teknikleri kullanilmistir.
Verilerin istatistiksel olarak anlamlilik diizeyini ortaya
koymak i¢in p degeri “<.05” ve “<.01” olarak alinmistir.

Bulgular

Ogretmen Algilarma Gore Ilkokul Yéneticilerinin
Hizmetkar Liderlik Davramslar1 ile Ogretmenlerin
Orgiitsel Mutluluk Diizeylerine Dair Bulgular

Ogretmen algilarina gore ilkokul yoneticilerinin hizmetkar
liderlik davraniglart ile Ogretmenlerin oOrgiitsel mutluluk
diizeylerine dair bulgular Tablo 2'de gosterilmistir.

Tablo 2. Ogretmenlerin hizmetkar liderlik ve orgiitsel
mutluluk algilarma dair betimleyici istatistikler

Boyutlar n X SS

Yénetici Hizmetkar Liderlik Olgegi 412 393 .91
Kisiler Arast Destek 412 388 .92
Topluluk Olusturma 412 396 .92
Fedakarlik 412 3.88 1.05
Esit Olma 412 3.76 1.06
Ahlaksal Biitiinliik 412 418 .95

Orgiitsel Mutluluk Olcegi 412 3.83 .79

Tablo 2’ye gore “Yonetici Hizmetkar Liderlik Olgegi”
toplam puanlarinin “aritmetik ortalamasi” X=3.93, “standart
sapmast” ss=.91; “kisiler arast destek” alt boyutu puanlarinin
“aritmetik ortalamas1” X=3.88, “standart sapmas1” ss=.92;
“topluluk olusturma” alt boyutu puanlarinin “aritmetik
ortalamas1” X=3.96, “standart sapmas1” ss=.96; “fedakarlik”
alt boyutu puanlarmin “aritmetik ortalamasi” X=3.88,
“standart sapmasi” ss=1.05; “esit olma” alt boyutu puanlarinin
“aritmetik ortalamas1” X=3.76, “standart sapmas1” ss=1.06;
“ahlaksal biitlinlik” boyutu puanlarinin “aritmetik ortalamas1”
X=4.18, “standart sapmasi” ss=.95 olarak hesaplanmustir.
“Orgiitsel Mutluluk Olgegi” toplam puanlarmin ise “aritmetik
ortalamas1” X=3.83, “standart sapmasi” ss=.79 olarak
hesaplanmigtir.

Ogretmenlerin Orgiitsel Mutluluk Diizeylerinin Bazi
Demografik Degiskenlere Bagh Olarak Incelenmesine
Dair Bulgular

Cinsiyet, egitim diizeyi ve mevcut okul yoneticisiyle ¢alisma
siiresi degiskenlerine gore ogretmenlerin Orgiitsel mutluluk
diizeylerine dair t-testi sonuclar1 Tablo 3’te verilmistir.
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Tablo 3. Orgiitsel mutlulugun baz1 degiskenlerine gére t-testi sonuglari

Degiskenler Kategori n X Ss t Sd p
L Kadin 210 3.88 77
Cinsiyet Erkek 202 378 81 1.27 410 .45
e e Lisans 289 3.86 .80
Egitim Diizeyi Lisansiistii 123 3.76 77 1.17 410 .66
Mevcut Okul Yoneticisiyle 1-4 276 3.81 .76
Calisma Siiresi 5-8 136 3.86 .85 52 410 18
p>.05
Tablo 4. Orgiitsel mutlulugun bazi degiskenlerine gére ANOVA sonuglari
Degiskenler Kategori n X Ss VK KT Sd KO F p Fark
(a)1-5 43 393 .68 Grup Arasi 7.32 3 2.44
(b)6-10 54 392 .63 Grup Ici 253.34 408 .62 c-d*
Mesleki Kidem (c)11-15 94 358 .89 Toplam 260.67 411 3.93 .00*
(d)=16 221 389 .79
Toplam 412 383 .79
(a)1-5 212 383 .75 Grup Arasi 5.88 3 1.96
. (b)6-10 118 368 .84 Grup I¢i 254.78 408 .62 b-c*
Mevcut Okuldaki - rviq 15 33 408 79 Toplam 260.67 411 314 02%  bd*
Calisma Siiresi (d)=16 49 400 78
Toplam 412 383 .79

*p<.05 Not. VK: Varyans Kaynagi KT: Kareler Toplam1 KO: Kareler Ortalamasi1 *Farklilik koyu harfe gelen grup lehinedir.

Tablo 3’teki t-testi sonuglarina gore, 6gretmenler algilarina
yonelik orgiitsel mutluluk 6lgeginin toplami cinsiyet degiskeni
acisindan [t@i0=1.27, p>.05], egitim diizeyi agisindan
[tui0=1.17, p>.05] ve mevcut okul yoneticisiyle ¢caligma siiresi
acisindan  [tu=-.52, p>.05] anlamli bir farklilik
gostermemektedir.

Ogretmenlerin drgiitsel mutluluk diizeylerinin mesleki kidem
ve mevcut okuldaki ¢aligma siiresi degiskenlerine gore yapilan
ANOVA testine dair bulgular Tablo 4’te verilmistir.

Tablo 4’teki ANOVA testi sonuglarina gore, 6gretmenlerin
algilarina yonelik 6rgiitsel mutluluk 6l¢eginin toplami mesleki
kidem degiskeni agisindan [F(3408=3.93, p<.05], mevcut
okuldaki c¢alisma siiresi degiskeni acisindan [F(3408=3.14,
p<.05] anlamli bir farklilik gostermektedir. Bu farkliligin
hangi gruplar arasinda oldugunu belirlemek amaciyla Post-
Hoc testlerinden mesleki kidem igin varyanslar esit
dagilmadigindan Tamhane’s ve mevcut okuldaki c¢alisma
stiresi degiskeni i¢in varyanslar homojen dagildigindan LSD
testi yapilmustir. Farkliliklarin mesleki kidem degiskeninde,
“>16 y11” ile “11-15 y1l” gruplari arasinda “>16 yil” lehine;
mevcut okuldaki ¢aligma siiresi degiskeninde ise “6-10 y1l” ile
“11-15 y11” ve “6-10 y1l” ile “>16 y11” gruplar arasinda “11-
15 y1I” ve “>16 yil” grubu lehine anlamli farklilik tespit
edilmistir.

ilkokul Yéneticilerinin Hizmetkir Liderlik Davramslar
ile Ogretmenlerin  Orgiitsel Mutluluk Diizeyleri
Arasindaki Iliskiye Dair Bulgular

Arastirmada ilkokul yoneticilerinin  hizmetkar liderlik
davranislar1 ile 6gretmenlerin Orgiitsel mutluluk diizeyleri
arasindaki iliskiyi belirlemek amaciyla Pearson korelasyon
analizi yapilmis ve sonuglar1 Tablo 5°te gdsterilmistir.

Tablo 5’teki verilere gore ilkokul yoneticilerinin hizmetkar

liderlik davraniglart ile Ogretmenlerin Orgiitsel mutluluk
diizeyleri arasinda “orta diizeyde ve pozitif yonli” (r=.629,
p<.01) anlaml1 bir iligki gériilmektedir. Tlkokul ydneticilerinin
hizmetkar liderlik davraniglari ile 6rgiitsel mutluluk 6lcegi alt
boyutlarindan “olumlu duygular” (r=.620, p<.01), “olumsuz
duygular” (=548, p<.01) ve “potansiyeli gerceklestirme”
(r=487, p<.0l) arasinda “orta diizeyde ve pozitif yonli”
anlaml bir iliski oldugunu géstermektedir.
Orgiitsel mutluluk ile hizmetkar liderlik odlcegi alt
boyutlarindan “kisiler arasi destek” (r=.616, p<.01), “topluluk
olusturma” (r=.555, p<.01), “fedakarlik” (r=.588, p<.01), “esit
olma” (r=.593, p<.01) ve “ahlaksal biitiinlik” (r=.616, p<.01)
arasinda “orta diizeyde ve pozitif yonlii” anlamli bir iliski
goriilmektedir.

Tablo 5. Hizmetkar liderlik ile 6rgiitsel mutluluk arasindaki iliskiye dair korelasyon analizi

1 2 3 4 5 6 7 8 9 10
1 Hizmetkar Liderlik Olcegi —
2 Kisiler Arasi Destek 965"  —
3 Topluluk Olugturma 931" 880" —
4 Fedakarlik .938™ .869™ .824™ —
5 Esit Olma 952" 898" .839™ 897" —
6  Ahlaksal Biitiinliik 917™ .849™ 7817 871" 884" —
7 Orgiitsel Mutluluk Olgegi 629™ 616 555" .588™ .593 616 @ —
8  Olumlu Duygular 620 .612™ 520™ 592" 595" 617" 932" @ —
9  Olumsuz Duygular* 548™ 529™ 501™ .503™ 510" 546" .874™ .709™ —
10 Potansiyeli Gergeklestirme A87™ 483" 441" 453" 458" 453" 843" 760" 552" @ —

**p<.01 Not. *Olumsuz duygular boyutuna ait maddeler ters puanlanmistir.
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Tablo 6. Hizmetkar liderligin 6rgiitsel mutlulugu yordamasina iliskin ¢oklu regresyon analizi sonuglari

Degisken B Standart Hata t p Tolerans VIF
Sabit 154 10.16 .00*
Yordayict Kisiler Arasi Destek .32 .09 3.03 .00* 131 7.65
Degisken Topluluk Olusturma .00 .07 .00 .99 ,208 4.80
(Hizmetkar Liderlik) Feflakarhk .05 .07 .53 .59 ,153 6.55
Esit Olma -.02 .08 -.19 .84 ,120 8.33
Ahlaksal Biitiinliik 31 .07 3.54 .00* ,182 5.50
*p<.05 F(5,405): 56.604 R=.641 R*=.411
. oL . A . . oldugunu géstermektedir. Ogretmenlerin 6rgiitsel mutluluk
gkokul | Yonetglferinln leri leé)-n eﬂf?rl ML l?lelimlz diizeylerinin yiiksek olmasi, Oncelikle gorev yaptiklar
D?}Vl'a:lls‘ a.r"'{““ d sre m;l: erll.lll( B lrglu 3¢ utiuiu kurumlarda yoneticilerinden ilgi ve destek gormeleriyle iliskili
uzeylerini Yorcamasma Yonetx buiguiar olabilir. Ayrica dgretmenlerin, kendilerini okulda giivende
Arastirmada  ilkokul yoneticilerinin  hizmetkdr liderlik  hissetmeleri, c¢alistiklar1 ortamin potansiyellerini ortaya

davraniglar1 6gretmenlerin  Orgiitsel mutluluk diizeylerini
anlamli bir sekilde yordayip yordamadigini belirlemek igin
coklu regresyon analizi yapilmig ve analiz sonuglar1 Tablo
6’da verilmistir.

Tablo 6’daki verilere gore, yordayici (hizmetkar liderlik ve
alt boyutlar) degiskenler ile yordanan degisken (d&rgiitsel
mutluluk) arasindaki iligkinin anlamli [Fs 406)=56.604, p<.05]
oldugu, VIF (<10) ve tolerans degerlerinin (>.1) olmasi
nedeniyle ¢oklu baglantt probleminin olmadig1 tespit
edilmistir (Hair vd., 2006). Buna bagl olarak kisiler arasi
destek [t=3.03, p<.05] ve ahlaksal biitiinlik [t=3.54, p<.05]
boyutlarinim orgiitsel mutluluk tizerinde %95 giiven diizeyinde
anlamli  bir etkisinin oldugu goriilmektedir. Ilkokul
yoneticilerinin hizmetkar liderlik davraniglart dgretmenlerin
orgiitsel mutluluk  diizeylerinin  yaklasitk  %41.1°ini
aciklamaktadir (R>=.411). Orgiitsel mutlulugun %58.9’u ise
modele eklenmeyen farkli  degiskenler aracilifiyla
agiklanabilir.

Sonug¢ ve Tartisma

Aragtirmada 6gretmenlerin ilkokul ydneticilerinin hizmetkar
liderlik davraniglarini  “Cogu Zaman” yiiksek diizeyde
algiladiklar1 sonucuna ulagilmistir. Arastirma sonucunu
destekleyici olarak Arslan (2021), Usta ve Unsal (2018),
Chang ve digerleri (2016) ve Livovich (1999) tarafindan
yapilan ¢alismalarda, Ogretmenlerin  hizmetkar liderlik
algilarinin yiiksek diizeyde oldugu sonucuna ulagilmistir. Bu
sonuglar dogrultusunda, okul yoneticilerinin kendi ¢ikarlarini
degil Ogretmenlerin  ¢ikarlarint  6n  plana aldiklari,
ogretmenlerle  kurduklari  iliskide  karsilikli  anlayis
cergevesinde samimi ve igten olduklari, 6gretmenlere degerli
olduklarint hissettirdikleri, okul ortaminda esit ve adil
davrandiklari,  elestiride  yapict  davrandiklart  ve
6gretmenlerinin beklentilerine cevap verecek hizmet odakli bir
yaklasim sergiledikleri sdylenebilir. Literatiirde arastirma
sonuglarindan farkli ¢aligmalar da bulunmaktadir. Celik ve
Okgu (2019) yaptigi ¢aligmada yoneticilerin hizmetkar liderlik
davranislarini diigiik diizeyde; Black (2010) ise orta diizeyde
sergiledikleri sonucuna ulasmalari mevcut arastirmay1
desteklemedigini gostermektedir.

Aragtirmada ilkokulda c¢alisan Ogretmenlerin Orgiitsel
mutluluklarinin 6l¢egin toplaminda “Siklikla” yiiksek diizeyde
oldugu sonucuna ulasilmigtir. Literatiirde arastirmayla ortiisen
destekleyici g¢aligmalar da bulunmaktadir. Arslan (2021),
Bayram (2020), Korkut (2019) Afifah (2017), Aelterman ve
digerleri (2007) ve Suhail ve Chaudhry (2004) tarafindan
yapilan ¢alismalarda da orgiitsel mutlulugun yiiksek diizeyde
oldugu tespit edilmistir. Bu sonuglar, 6gretmenlerin orgiitsel
mutluluk diizeylerinin yiiksek olmasinin ¢esitli faktorlere bagh

¢ikarmaya elverigli olmasi, mesleklerine karsi haz duymalari,
okul ortaminda olumlu iligkilerin ve yardimlagmanin ¢okca
olmast gibi faktorler de Orgiitsel mutluluk diizeylerini
etkileyen diger faktorler olarak soylenebilir. Arastirma
sonucundan farkli olarak Elmas (2021) ilkokul, ortaokul ve
lise 0gretmenleri iizerinde yaptigi caligmada Ogretmenlerin
orgiitsel mutluluklarinin orta diizeyde oldugunu ve bunun
2020 yilinda yasanan “Pandemi” etkisinden kaynaklandigini
ifade etmistir. Bu da géstermektedir ki yasanilan toplumsal
olaylarin negatif etkisi d6gretmenlerin mutluluk diizeylerinin
azalmasina neden olabilmektedir.

Arastirmada cinsiyet, egitim diizeyi ve mevcut okul
yoneticisiyle ¢alisma siiresi degiskenlerine gore 6gretmenlerin
orgiitsel mutluluk diizeyleri anlaml farklilik
gostermemektedir. Literatlir incelendiginde Aksoy (2022),
Huang (2016), Corra ve digerleri (2009) cinsiyet; Uysal (2022)
ile Habibzadeh ve Allahvirdiyani (2011) egitim diizeyi ve
Delioglan (2022) ise mevcut okul yoneticisiyle ¢alisma siiresi
degiskeni ile orgiitsel mutluluk arasinda anlamli bir farkliligin
olmadigi sonucuna ulasmiglardir. Buna baglh olarak
6gretmenlerin okul ortaminda cinsiyet ayrimi ve egitim diizeyi
farklilig1 gézetmeden ayni duygulara sahip olduklari ve ayni
zamanda okul yoneticisiyle c¢alisma siiresinin Orgiitsel
mutlulugu etkilemedigi soylenebilir. Arastirmadan farkli
olarak Raj ve digerleri (2019), Hori ve Kamo (2017),
Greenstein (2016) ve Tiefenbach ve Kohlbacher (2013)
yaptiklart c¢aligmalarda cinsiyet farkliliginin  mutlulugun
belirleyicisi oldugu sonucuna ulagmislardir. Kun ve
Gadanecz’in (2019), Macaristan’da Ogretmenlerin oOrgiitsel
mutluluklar1 {izerinde yaptiklari ¢aligmada, Ogretmenlerin
egitim diizeylerindeki artisa bagli olarak oOrgiitsel mutluluk
diizeylerinde de pozitif bir artisin oldugu yoniinde bir sonuca
ulagmis olmalar1 arastirmay1 desteklemedigini gostermektedir.
Arastirmada mesleki kidem ve mevcut okuldaki ¢alisma siiresi
degiskenleri ile 0gretmenlerin Orgiitsel mutluluk diizeyleri
arasinda anlamli bir farklilik vardir. Bu farkliligin meslekte
tecriibeli ~ Ogretmenler  lehine  oldugu  sOylenebilir.
Ogretmenlerin mevcut okuldaki calisma siireleri ve kidemleri
arttikga okul ortaminin onlar i¢in daha mutlu bir hale geldigi
sdylenebilir. Ogretmenlerin mesleki kidemleri ve buna bagl
olarak mevcut okullarindaki ¢alisma siireleri arttik¢a okuldaki
tim paydaglarina yonelik daha kolay ve etkili iletigim
kurabilmelerinin 0nii acilabilecektir. Paydaslar1 arasinda
gergeklesen bu etkilesim sayesinde, Ogretmenlerin daha
tecriibeli olmalarina bagli olarak okulda biitiinlesmenin
saglanacagi ve bunun da mutluluklarina katki saglayacag:
sOylenebilir. Literatiirde arastirmay1 destekleyen ¢aligmalarda
bulunmaktadir. Karnak (2020) ve Cetin ve Polat (2019)
mesleki kidem ile orgiitsel mutluluk arasinda anlamli bir
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iliskinin ve bunun gen¢ 6gretmenler lehine oldugu sonucuna
ulagsmiglardir. Kahveci ve Kdse (2019), Brouskeli ve digerleri
(2018) ve Perie ve Baker (1997) yaptiklar1 ¢aligmalarda
mesleki kidem ve okuldaki ¢aligma siiresinin mutlulugun
belirleyicisi olmadig1 sonucuna ulagmalar1 yapilan aragtirmayi
desteklemedigini gostermektedir.

Aragtirmada ilkokul yoneticilerinin sergilemis olduklar1
hizmetkar liderlik davraniglart ile O6gretmenlerin Orgiitsel
mutluluk diizeyleri arasinda “pozitif yonlii ve orta diizeyde”
anlamli bir iligki oldugu sonucuna ulasilmistir. Literatiir
incelendiginde orgiitsel mutluluk kavraminin farkli farkh
birgok liderlik kavramlar1 ile iliskilendirildigi calismalar
goriilmektedir. Doniigiimeti Liderlik (Al-Hadravi vd., 2023),
Dagitimei liderlik (Liu vd., 2022), okul yoneticilerinin liderlik
stilleri (Aytag, 2021), okul midiirlerinin &gretim liderlikleri
(Kuvvet, 2019) ve paternalist liderlik (Akdeniz ve Erkus,
2016) gibi birgok farkli liderlik tiriiyle iliskilendirilen
calismalarin oldugu goriilmiistiir. Bu ¢alismalarin hepsinde de
orgiitsel mutlulukla pozitif yonde anlaml bir iligkinin oldugu
sonucuna ulagilmistir. Bu baglamda &gretmenlerin orgiitsel
mutluluk diizeylerinin okul yoneticilerinin  sergilemis
olduklar1 liderlik davranislarma bagli olarak arttif1
sOylenebilir. Abdullah ve Ling (2016) yaptiklari ¢aligmada
okul yoneticilerinin orgiitsel mutlulugu artirmak i¢in mutlaka
pozitif bir okul iklimi yaratmalarinin 6nemini vurgulamistir.

Aragtirmada ilkokul yoneticilerinin sergilemis olduklar
hizmetkar liderlik davramiglart 6gretmenlerin  Orgiitsel
mutluluk diizeylerini anlam: bir sekilde yordamaktadir.
Yordayict degiskenlerin 6gretmenlerin  orgiitsel mutluluk
diizeylerine etkisi 6nem sirasina gore kisiler arasi destek ve
ahlaksal biitiinliik alt boyutlari olarak belirtilebilir. Topluluk
olusturma, fedakarlik ve esit olma alt boyutlarinin ise 6rgiitsel
mutlulugun iizerinde anlamli bir etkisinin olmadig1
sOylenebilir. Arastirmaya benzer bulgulara sahip Saribiyik
(2022) dagitimer liderligin ve Arslan (2021) ise hizmetkar
liderligin 6gretmenlerin 6rgiitsel mutluluk diizeylerini anlamli
bir sekilde yordadigi sonucuna ulagmiglardir. Clercq ve
digerleri (2014) yaptiklart arastirmada, c¢alisanlarin ige
baglilig1 ile hizmetkar liderlik arasindaki iliskiyi inceleyerek
hizmetkar liderligin ise baglilig1 anlaml bir sekilde yordadigi
sonucuna ulagmiglardir. Muller ve digerleri (2018) tarafindan
yapilan arastirmada da, hizmetkar liderligin Orgitteki is
gorenlerin  performansini  olumlu  yonde  etkiledigi
belirlenmistir. Bu arastirma ve benzer bulgulara ait
caligmalarin  sonuglarina gdre yoneticilerin  sergilemis
olduklar1 liderlik davraniglarinin 6gretmenlerin  Orgiitsel
mutlulugunu etkilemede oOnemli bir paya sahip oldugu
soylenebilir.

Oneriler
1. Milli Egitim Bakanligi'nmin  stratejik  plani
dogrultusunda, okul yoneticilerinin  gelisimini
desteklemek amaciyla yeni bir mesleki gelisim
yaklagimi, sistemi ve modeli olusturulacagi

vurgulanmakta ve bu yeni sistem ve modelin ¢agdas
normlara uygun olmasi hedeflenmektedir (MEB,
2019). Bu Dbaglamda, okul yoneticilerinden
Ogretmenlerin ve Ogrencilerin akademik ve sosyal
gelisimlerini  destekleyecek, egitim  siirecini
yonetecek ve okul i¢i iletisimi saglayacak
yeterliliklere sahip hizmetkar liderlik davranislar
gostermeleri istenebilir.

2. Genel olarak arastirmada
yoneticilerini  birer  hizmetkar

okul
olarak

Ogretmenler
lider

algilamaktadirlar.  Ancak  hizmetkar liderligi
olusturan alt boyutlardan esit olma boyutu diger
boyutlara gore en diigiilk ortlamaya sahiptir. Bu
dogrultuda okul yoneticilerinden, Ogretmenlerine
karst yapict elestiride bulunmasi, fikirlerinin
tartistlmasint  tesvik etmesi ve Ogretmenlerinin
ogrenme siirecindeki ihtiyaclarini anlayip gerekli
destegi saglayarak Ogrenme arzularmi artirict
calismalar yapmalari istenebilir.

3. Aragtirma sonucuna gore hizmetkar liderligin sadece
kisiler aras1 destek ve ahlaksal biitiinliik boyutlarinin
Ogretmenlerin  Orgiitsel mutluluk  diizeylerine
etkisinin oldugu goriilmektedir. Okul yoneticilerini
bu konuda bilgilendirmek amactyla seminerler
diizenlenebilir.

4. Arastirmada hizmetkar liderlik ile orgiitsel mutluluk
arasinda “pozitif yonlii ve orta diizeyde” anlaml bir
iliski oldugu sonucuna ulagilmistir. Bu sonuca bagh
olarak okul yoneticilerinin hizmetkar liderlik
davranislarinda gozlemlenen artis Ogretmenlerin
orgiitsel mutluluk diizeylerini de arttirmaktadir. Bu
iliskinin daha giiclii hala getirilebilmesi i¢in ilkokul
yoneticilerinin hizmetkar liderlik davraniglar ile
ilgili (hizmet i¢i egitim, kurs, seminer, konferans, vs.)
mesleki alanda egitim almasi ve bu alanda kendilerini
geligtirmeleri onerilebilir.

Yazar Katki Oram

Bu arastirma, bir devlet {iniversitesinde hazirlanan yiiksek
lisans tezinden iretilmistir. Arastirmanin ilk yazart makale
yazma agamalarmin hepsini gergeklestirmistir. Tez danismani
olarak ikinci yazar makalenin yazimi konusunda fikir vererek
yayma hazir hale getirilmesini saglamistir. Makale her iki
yazarin ortak katkilar ile hazirlanmigtir.
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Extended Summary
Introduction

It is essential for teachers to have a high level of happiness in
educational organizations whose input and output are human,
both for the school, for themselves, and for their students. As
the efficiency and productivity of teachers who are happy at
school will increase, the emergence of a quality education will
be ensured in this way. It can be said that one of the factors
that will ensure this is the leadership behaviors shown by the
managers. Saenghiran (2013) stated that it is important for
leaders to care about the feelings, thoughts and behaviors of
their employees in the organization, to take into account their
attitudes towards the organization and to show positive
leadership behaviors for a happy organizational structure. In
this context, the effect of leadership on the happiness of the
organization is a remarkable issue.

The high level of organizational happiness of teachers in
schools has an important role in increasing their commitment
and performance to the school, as well as in achieving the
school's purpose. The leadership behaviors shown by the
administrators can positively affect the perceptions of the
teachers towards the school and make them aware of their
high-level performances and also their responsibilities towards
the school. Teachers who realize that they are supported by
school administrators, their needs and interests are taken into
account, can increase their level of commitment to the school
and be happy within the organization.

Today, it is seen that leadership approaches that attach
importance to collective action and cooperation, take the
opinions of their employees in decision-making, support the
development of their employees, adhere to ethical values,
empower their employees, give importance to the development
of their employees, and have multidimensional
communication come to the fore. (Akdol, 2015). One of these
emerging leadership approaches is the "Servant Leadership"
model, which was put forward by Greenleaf (1977). It includes
all the characteristics that a leader should have, apart from
traditional leadership approaches, who thinks about the
interests of their employees, wants them to be happy and acts
with the idea of serving (Temiz, 2016). In this study, it is aimed
to reveal the relationship between the servant leadership
behaviors of the administrators and the organizational
happiness levels of the teachers according to the perceptions
of the teachers.

Method

This research aims to examine the relationship between the
servant leadership behaviors of primary school administrators
and the organizational happiness levels of teachers. It was
conducted as a descriptive research in the relational screening
model. In the research, a relational screening model was used
because a comparison was made between at least two
variables. The population of this research consists of 1247
teachers working in Aksaray city center and public primary
schools affiliated to the center in the 2022-2023 academic
year. The sample of the study consists of 412 teachers working
in different branches selected by simple random method from
Aksaray center and official primary schools affiliated to the
center. In order to reach the findings in a healthy way, scales
with proven validity and reliability were used in the study. In
order to evaluate the data; Personal information form,
Organizational Happiness Scale consisting of 29 items (Arslan
& Polat, 2017) and Executive Servant Leadership Scale

consisting of 20 items (Konan et al., 2015) were used with the
permission of the relevant persons. Descriptive statistics, t-
test, ANOVA test, Pearson correlation analysis and regression
analysis techniques were used for the data analysis.

Conclusion and Discussion

Firstly, it was concluded that teachers perceived the servant
leadership behaviours of primary school administrators at a
high level "Most of the Time". Supporting the research result,
studies conducted by Arslan (2021), Usta and Unsal (2018),
Chang et al. (2016) and Livovich (1999) found that teachers'
perceptions of servant leadership behaviours were at a high
level. In line with these results, it can be said that school
administrators prioritise the interests of teachers rather than
their own interests, are sincere and sincere in their
relationships with teachers within the framework of mutual
understanding, make teachers feel valued, act equally and
fairly, act constructively in criticism, and exhibit a service-
oriented approach to meet the expectations of teachers. There
are also studies in the literature that differ from the research
results. For example, Celik and Okcu (2019) found that
administrators exhibit servant leadership behaviours at a low
level. Black (2010) concluded that administrators exhibit
servant leadership behaviours at a medium level, which does
not support the current research.

Secondly, it was concluded that the organisational
happiness of primary school teachers was at a high level
"Frequently” on the whole scale and in all sub-dimensions.
Accordingly, it can be interpreted that teachers experience
both positive and negative emotions in the school
environment. It can also be said that this situation does not
prevent teachers from revealing their current potential. There
are also supportive studies in the literature that overlap with
the research. In the studies conducted by Korkut (2019), Afifah
(2017), Aelterman, et al. (2007) and Suhail and Chaudhry
(2004), it was determined that organisational happiness was at
a high level. According to these results, it can be said that
teachers' high levels of organisational happiness are due to the
fact that they receive attention and support from their
administrators in the institutions where they work, they feel
safe at school, the environment in which they work is
conducive to revealing their potential, they feel pleasure
towards their profession, and there is a lot of positive
relationships and cooperation in the school environment. Frey
and Stutzer (2002) stated that an individual's experiences
affect his/her emotions and he/she reflects these emotions to
the organisation. In the current study, it is seen that teachers
perceive the negative emotions dimension at a high level.
Accordingly, it can be said that the high level of perception of
the negative emotions dimension by the teachers stems from
their unhappiness that is not caused by the institution they
work for and the fact that they reflect this to the organisation.
Unlike the research result, EImas (2021) stated in his study on
primary, secondary and high school teachers that teachers'
organisational happiness was at a medium level, and this was
due to the "Pandemic" effect experienced in 2020.

In the study, it was concluded that there is a significant
relationship between the servant leadership behaviours
exhibited by primary school administrators and teachers'
organisational happiness levels "positively and moderately".
When the literature is examined, it is seen that the concept of
organisational happiness has been associated with many
different leadership concepts in the past years. It was seen that
there are studies associated with many different types of
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leadership such as distributive leadership (Liu vd., 2022),
leadership styles of school administrators (Aytag, 2021),
paternalistic leadership (Akdeniz & Erkus, 2016), instructional
leadership of school principals (Kuvvet, 2019). In all of these
studies, it was concluded that there was a significant positive
relationship. In this context, it can be said that teachers'
organisational happiness levels increase depending on the
leadership behaviours exhibited by school administrators.
Abdullah and Ling (2016) stated in their study that school
administrators should create a positive school climate to
increase organisational happiness.

In the study, servant leadership behaviours exhibited by
primary school administrators predict teachers' organisational
happiness levels in a meaningful way. The fact that servant
leadership behaviours exhibited by school administrators have
a statistically significant effect on teachers' organisational
happiness shows that this type of leadership has an important
role in ensuring organisational happiness. Saribiyik (2022)
found that distributive leadership and Arslan (2021) found that
servant  leadership  significantly  predicted teachers'
organisational happiness levels. According to the results of
this research and studies with similar findings, it can be said
that the leadership behaviours exhibited by administrators
have an important share in affecting teachers' organisational
happiness.

Suggestions

In line with the strategic plan of the Ministry of National
Education, it is emphasized that a new professional
development approach, system and model will be created in
order to support the development of school administrators, and
this new system and model is aimed to comply with
contemporary norms (MEB, 2019). In this context, it can be
recommended that school administrators adopt servant
leadership behaviors. In this research, data was obtained by
taking only teacher perceptions into account. A similar
research, conducting a qualitative study and considering the
opinions of school stakeholders (civil servants, permanent
employees, permanent workers, TYP personnel, parents and
students), separately or together, can enrich the literature in
this field.
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Oz Bu arastirma, miizik 6gretmenlerinin lisans egitimlerinde almis olduklari alan bilgisi derslerinin mesleki
kullanilabilirligine iliskin goriislerini tespit etmeyi amaclamaktadir. Egitim fakiiltelerine bagh miizik egitimi
béliimlerinin lisans 6gretim programi “Ogretmenlik Meslek Bilgisi”, “Alan Bilgisi” ve “Genel Kiiltiir” dersleri olmak
tizere li¢ kategoriden olugmaktadir. Bu ti¢ kategori igerisinde “Alan Bilgisi” derslerinin en ¢ok ders saati ve krediyi
icermesi nedeniyle bu derslerde edinilen bilgi ve becerilerin mesleki kullanilabilirligi arastirmanin temel problemini
olusturmaktadir. Arastirmanin c¢alisma grubunu 2006-2007 egitim ogretim yilinda yuriirliige giren program ile
O6grenim gormiis ve daha sonra Milli Egitim Bakanligina bagli okullara atanmis on yedi miizik 6gretmeni
olusmaktadir. Nitel arastirma tekniklerinden durum ¢alismas: yonteminin kullanildig: bu arastirmada veriler yedi
sorudan meydana gelen yart yapilandirilmig bir goériisme formunun uygulanmasiyla elde edilmis ve betimsel analiz
yontemiyle ¢oziimlenerek yorumlanmistir. Arastirmada elde edilen bulgular kapsaminda, miizik 6gretmenlerinin
lisans dgretim programi “Alan Bilgisi” derslerinde edindikleri bilgileri ¢aligma hayatlarinda aktif olarak kullandiklar
sonucuna varilmis, ayrica lisans miifredatina ve hizmet i¢i egitime eklenmesini istedikleri dersler tespit edilmistir.
Bunun yani sira ¢aligtiklart MEB’e bagl okullardaki fiziki sartlarin yetersizligi, enstriiman tedarik sorunu, ders
saatlerinin azlig1 gibi nedenlerle aldiklar egitimleri yeterince uygulayamadiklarini da ifade etmislerdir.

Anahtar Kelimeler: Ogretmen yetistirme, program degerlendirme, miizik egitimi

Abstract: This study aims to determine the opinions of music teachers on the professional usability of the field
education courses they have taken during their undergraduate education. The undergraduate curriculum of the
departments of music education consists of three categories as "field education”, "professional teaching education”,
and "liberal education" courses. Among these categories, "field knowledge courses" have the highest number of
course hours and credits; therefore, the professional usability of the knowledge and skills acquired in these courses
constitute the main problem of the study. The study group of the research consists of 17 music teachers who appointed
to schools affiliated to the Ministry of National Education. In this research, in which case study method, -one of the
qualitative research techniques- was used, the data were obtained by applying a semi-structured interview form
consisting of seven questions and analyzed and interpreted by descriptive analysis method. Within the scope of the
findings, music teachers actively use the knowledge they acquired in the undergraduate curriculum field education
classes in their working lives. Additionally, they stated that education was disrupted due to inadequate physical
conditions and course durations.

Keywords: Teacher training, curriculum evaluation, music education
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Giris

disinda kalan yaklasik %25 oranindaki derslerin belirlenme
yetkisi tiniversitelere verilmis ve genel kiiltiir derslerinin say1st

Ogretmen yeterliliklerinin &gretmen yetistirme programi
stirecinde O0gretmen adaymna sunulan teorik ve uygulamali
calismalar araciligi ile kazandirilmasi ve beklenen diizeylere
eristirilmesi gereklidir (YOK, 1998). Ogretmenlerin nitelikli
ve yeterli bir bigimde yetistirilebilmesinde 6zellikle hizmet
Oncesi egitimin yerinin 6nemli bir boyut olusturdugu ifade
edilebilir. Hizmet Oncesi egitimin temel noktasi ise
yiiksekogretimde Ogretmen yetistiren fakiiltelerin 6gretim
programlaridir (Coban, 2011°den akt, Aksakal vd., 2016).
Ulkemiz, Cumhuriyetten bu yana miizik 6gretmeni
yetistirmeye iligskin kokli bir deneyime sahiptir. 1924 yilinda
Atatlirk’in 6nderliginde Musiki Muallim Mektebi’nin egitim
vermeye baslamasindan bu yana, yiiz yildir miizik 6gretmeni
yetistirilmektedir.

1990-1999 yillar1 arasinda yiiriitiilen milli egitim gelistirme
projesi kapsaminda Ogretmen yetistirme programlarinda
birtakim yeniliklere gidilmis bu kapsamda Miizik ve Resim-1s
Ana Bilim Dallar1, Giizel Sanatlar ¢atist altinda toplanmustir.
Proje  kapsaminda halihazirdaki miizik &gretmenligi
programlar1 gozden gegirilip standardize edilmis ve 1998
yilinda uygulanmaya baslanmistir (Kalyoncu, 2004). 1998
yilindaki yapilanmanin ardindan, 2006 yilinda baska bir
yapilanmaya gidilmis, programlarda yer alan ortak derslerin

arttirilmistir. Buna gore; %25-30 meslek bilgisi, %50-60 alan
bilgisi ve %15-20 genel kiiltir derslerinden olugmustur.
Programlarda yer alan genel Kkiiltiir derslerinin oranlari
arttirilirken, uygulama derslerinin oranlar azaltilmistir (YOK,
2018). Yapilan bu koklii degisiklerin ardindan 2018 yillinda
revize edilen miizik 6gretmenligi programi giiniimiizdeki son
seklini almigtir.

Gelistirilen son miizik egitimi lisans programindan mezun
olmus 6grencilerin sayisinin yeterli olmamasi nedeniyle, bu
caligmada 2006-2007 egitim dgretim yilinda yiiriirlige giren
miizik egitimi lisans programindan mezun olmus 6gretmenler
ile goriisiilmigtiir. 2018 programinda bulunan alan egitimi
derslerinden; ses egitimi, piyano egitimi, bati miizigi teori ve
uygulamasi, armoni ve eslikleme, ¢ok sesli koro, Tiirk halk
miizigi teori ve uygulamasi, Tirk sanat miizigi teori ve
uygulamasi, gitar egitimi ve eslikleme, orff ¢algilari, orkestra
oda miizigi, bireysel calg: egitimi gibi derslerin isimlerinde
ufak degisikler olmasina ragmen iceriklerinin 2006 programi
ile ayni olmasi nedeniyle g¢alismanm bulgularinin giincel
program ile benzerlik gdsterecegi diisiiniilmiistiir. YOK’iin
2006 ve 2018 miizik egitimi lisans programlari incelendiginde
ilgili alan derslerinin iceriklerinin benzer oldugu ancak ders
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saatlerinde farkliliklar oldugu goriilmektedir. Bunun yani sira
Tiirk miizigi odakli alan derslerine yogunlasildigi ve ders
saatlerinin arttirildig1 goriilmektedir.

Aragtirma kapsaminda ilgili aragtirmalar incelendiginde
Miizik egitimi alan bilgisi derslerine iliskin az sayida
caligmaya rastlanmigtir. “Alan bilgisi dersleri miizik 6gretim
teknikleri ~ ve  alandaki  uygulamalarin  temellerini
olusturmaktadir.” (Diindar, 2003). Kalyoncu’nun (2004) da
belirttigi iizere miizik 6gretmeninin yeterlilikleri arasinda alan
bilgisine sahip mesleki olarak donanimli miiziksel davranig
bicimleri gelistiren Ogretmenlerin yetismesi Onem arz
etmektedir. Buradan yola cikarak miizik 6gretmenligi yapan
Ogretmenlerin alan bilgilerini, mesleklerinde ne Olciide
kullandiklarin1 ortaya koymak onem arz etmektedir. Alan
yazin incelendiginde miizik 6gretmenlerine iligkin mesleki
yeterlilikler kapsaminda pek ¢ok calisma yer alirken,
derinlemesine inceleme yapan ve dogrudan bilgi aktarimi
saglayan c¢alismalarin sinirlt oldugu goriilmiistir. Miizik
Ogretmenligi meslegine yeni baslamig, miiziksel bir davranig
gelistirmeye  baglayan  Ogretmenlerin  aldiklart  lisans
egitimlerindeki alan derslerine odakli az sayida g¢aligmaya
rastlanmistir. Miizik 6gretmenlerinin mesleki yasantilarinda
onemli bir yer tutan alan derslerinin kullanilabilirligini ortaya
koymak egitim 6gretimin verimli isleyisi bakimindan 6nem
arz etmektedir. Bu dogrultuda “Miizik Ogretmenlerinin Lisans
Egitimi Alan Bilgisi Derslerinin Mesleki Kullanilabilirligine
Iliskin Gériisleri nelerdir?” sorusu problem ciimlesini
olugturmaktir.

Miizik Ogretmenligi Programlarinda Alan Bilgisi

Miizik egitimini mesleki, 6zengen ve genel olarak 3 farkli
kategoriye ayiran Ugan (2005) etkili 6grenme ortamlarmin
gerceklesebilmesi i¢in mesleki miizik egitimi programlarinin
olusturulma ve uygulama asamalarimin iyi bir sekilde
tasarlanmasinin ~ 6nemine dikkat ¢ekmis, hedeflenen
kazanimlara ulasilmast i¢in bunun bir gereklilik oldugunu
vurgulamistir. Mesleki miizik egitimini ise diizeyi, kapsami1 ve
stiresi bakimindan diger miizik egitimi tiirlerinden farkli
goriildigii sdylenebilir.

Egitim Fakiiltelerinin lisans programlarina bakildiginda
miizik 6gretmeni adaylarina yonelik alan bilgisi, 6gretmenlik
meslek bilgisi ve genel kiiltiir dersleri yer almaktadir. Bu iig
alan kiyaslandiginda dgrencilerin ¢aligma saati olarak en ¢ok
zaman ayirdiklarr kategori alan bilgisi dersleridir. Ornegin
bireysel ¢algi ders saati haftada bir saat olmasina ragmen bir
saatlik derste verilen 6devlendirme 6grencinin tim haftasini
alabilmektedir. Ogrencinin o6zellikle de uygulamali alan
derslerine bireysel olarak ayirdigi caligma saati oldukca
fazladir.

Ogretmenlerin sahip olduklar1 alan bilgilerinin mesleki
yasantilarindaki onemi ise yadsinamayacak kadar fazladir.
Gerek caldiklar1 enstriimanlart gerek sesleri gerekse teorik
bilgileri ile iyi bir donanima sahip olan miizik 6gretmenlerinin,
ogrencileri lizerinde hakimiyet kurma becerisi yliksek
olacaktir. Derslerini daha verimli bir sekilde yiiriitecek
sanatsal aktiviteleri ile gorev yaptiklari okullarda fark
yaratacaklardir. Bundan sebep 6grenim  gordiikleri
iiniversitelerde aldiklari alan egitimlerinin gesitliligi ve icerigi
Oonem arz etmektedir. Bu ¢alismaya katilan aragtirma grubu,
YOKiin 2006 yilinda almis oldugu 2006-2007 egitim-5gretim
yilinda yiirtirlige giren dgretmen yetistirme programina tabi
olarak egitim gOrmiistiir. Bu nedenle arastirma grubunun
mezun oldugu yillara ait olan alan egitimi derslerine Ek 1°de
yer verilmistir.

Ilgili alan yazim inceledigimizde egitim fakiilteleri
miifredatinin mesleki kullanilabilirligine yonelik pek cok
calisma dikkat ¢ekmektedir. Kalyoncu (2004) 1998 yilinda
revize edilmis merkezi miizik 6gretmenligi lisans programinin
temel miizik 6gretmeni yeterlikleriyle iligkisini incelemistir.
Demircan  (2010) Ilkégretim  Matematik ~ Ogretmenligi
programindaki alan derslerinin 6gretmen ve dgretmen aday1
goriisleri  dogrultusunda  mesleki  kullanilabilirligini
belirlemeyi amaglamistir. Karip (2019) Resim Is Ogretmenligi
programinda yer alan, meslek bilgisi, alan egitimi ve genel
kiiltir derslerinin miifredattaki dagilimint ve &gretmen
goriisleri ile Ogretmenlik meslegine olan katkilarin
incelemistir. Konak (2020) Gorsel Sanatlar dgretmenlerinin
lisans miifredatlarinda aldiklart Atdlye Derslerinin mesleki
kullanilabilirligine iliskin goriislerini belirlemeyi
amaclamigtir. Ola¢ vd., (2016) goreve yeni basglayan smif

Ogretmenlerinin lisans egitimlerinde aldiklart derslerin
ogretmenlik deneyimlerine katkilarmi ve eksikliklerini
belirlemeyi  amaglamislardir.  Sezgin  (2021) Miizik

Ogretmenligi lisans programi alan egitimi dersleri ile milli
egitim bakanligr miizik 6gretmeni 6zel alan yeterliklerinin
birbiriyle arasindaki iliskiyi kapsam ve igerik agisindan
incelemistir. Kiling ve Bulut (2017) Giizel Sanatlar Liselerinde
gorev yapmakta olan viyola 6gretmenlerinin lisansta aldiklar
Tiirk Mizigi derslerine dair goriislerini  belirlemeyi
amaclamiglardir. Gokge (2019) miizik dgretmenlerinin, miizik
boliimii 6grencilerinin ve 6gretim iiyelerinin miizik 6gretmeni
yetistirme programina dair goriislerini incelemis; Oztiirk
(2011), Miizik Ogretmenligi miifredati kapsaminda alinan
piyano derslerinin  miizik = dgretmenlerinin  mesleki
tecriibelerine katkisini aragtirmis; Er ve Albuz (2017). Giizel
Sanatlar Lisesi miiziksel isitme okuma ve yazma dersi
Ogretmenlerinin  6zel alan bilgisi yeterliklerine iliskin
incelemelerde bulunmuslardir.
Arastirmada asagidaki alt problemlere cevap aranmistir.

1. Miizik 6gretmenlerinin lisans egitimlerinde aldiklar1
alan bilgisi derslerinin meslek hayatlarina sagladig:
katkilar nelerdir?

2. Miizik 6gretmenlerinin lisans egitimlerinde aldiklart
alan bilgisi derslerinin uygulanabilirligine iliskin
goriisleri nelerdir?

3. Mizik Ogretmenlerinin  mesleki  deneyimleri
baglaminda miizik Ogretmeni yetistirme lisans
programina iligkin dnerileri nelerdir?

Yontem
Arastirmanin Deseni

Bu arastirmada, Miizik Ogretmenligi lisans programindaki
alan bilgisi derslerinin meslek hayatlarina sagladig: katkilar
ve mesleki kullanilabilirligini belirlemek amaglanmistir. Bu
amaca yonelik miizik 6gretmenlerinin mesleki deneyimleri
1s18inda gorlis ve Onerilerini belirlemek igin nitel arastirma
desenlerinden durum g¢aligmasi tercih edilmistir.

Durum ¢aligsmast; bir duruma iligkin derinlemesine anlay1s
geligtirme, belirli bir 6rnek teskil etmek i¢in bir durumu
kullanarak, ger¢ek yasam ve baglamm ortam igindeki
durumunun arastirilmasini olanakli kilar (Creswell, 2013). Bu
nedenle 2006 miizik Ogretmenligi lisans programini
degerlendirmek amaciyla miizik egitimi alaninda mesleki
tecriibelere sahip olan 6gretmenlerin deneyimlerini belirlemek
iizere goriislerine bagvurulmustur.
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Calisma Grubu

Calisma grubu amagh 6rneklem yontemlerinden tipik durum
ornekleme yontemi ile segilmistir (Lincoln ve Guba, 1985).
Tipik durum 6rnekleme; arastirma problemi ile ilgili olarak
evrende yer alan ¢ok sayidaki tipik bir durumun belirlenerek
bu 6rnek iizerinden bilgi toplanmasini gerektirir. Burada esas
olan sira dis1 olmayan ortalama tipik bir durumun segilmesidir
(Biiyilikoztiirk vd., 2014). Nitel aragtirmalarda veriler 6zneler
arasi olarak liretilmistir. Bu nedenle ¢aligmanin bu boliimiinde
aragtirmanin Ozneleri olan katilimcilara ve arastirmaciya
iligkin bilgilere yer verilmistir.

Katilmeilari Ozellikleri

Calisma grubunu; Erzincan Binali Yildimm Universitesi
Egitim Fakiiltesi Miizik Ogretmenligi Ana Bilim Dalindan
mezun olmus Milli Egitime bagli ¢esitli okullarda gérev yapan
17 miizik 6gretmeni olusturmaktadir. Bu calismada YOK ’iin
2006 yilinda almig oldugu kararla 2006-2007 egitim-6gretim
yilinda yiiriirliige giren dgretmen yetistirme programina tabi
olarak egitim gOrmiis Ogretmenler ¢alismanin evrenini
olustururken, tipik 6zelliklere sahip goriigme yapilan 17 miizik
Ogretmeni ise ¢aligmanin drneklemini olusturmaktadir. Miizik
Ogretmenligi miifredatindaki alan derslerinin  mesleki
kullanilabilirligini anlamak amaciyla yiiriitiilen ¢aligmada,
goriisme yapilan 6gretmenlerin programdaki alan derslerini
hatirlayabilmeleri sebebiyle gorevdeki hizmet siiresi 1-7 yil
arasinda olan Ogretmenler GSrneklem grubu olarak tercih
edilmistir.

Tablo 1. Arastirma grubunun cinsiyet 6zellikleri

Cinsiyet

Kadm

Erkek

Yas

20-25

30-35

35-40

[EN
N o OIS INGgS

Tablo 1°de goriildiigii iizere arastirma grubunu 10 kadmn 7
erkek Ogretmen olusturmaktadir. Arastirma grubunun yas
araliklarina bakildiginda 20-25 yas aras1 9, 30-35 yas arasi 6,
35-40 yas aras1 2 6gretmendir.

Arastirmacinin Rolii

Calismay1 yiirliten arastirmact s6z konusu iiniversitenin
Egitim Fakiiltesi’nde 13 yildir akademisyenlik gorevini
stirdiirmektedir. 12 yildir miizik 6gretmeni mezun etmekte
olan aragtirmaci c¢alisma grubunu olusturma konusunda
herhangi bir zorluk ¢ekmemistir. Ayrica yapilan son programa
iliskin YOK tarafindan diizenlenen bir toplantida yer almistir.
Arastirmacinin  nitel arastirma konusunda ¢alismalari
mevcuttur.  Arastirmact 1998 YOK Lisans programi
cergevesinde egitim almis olup, uzun yillar YOK 2006 lisans
programinda Ogrenci yetistirmistir. Aragtirmaci giincellenen
2018 YOK Lisans miifredati ile alan egitimi derslerinin
cesitliligine hakimdir. Bu baglamda aragtirmada kendini
deneyimlerine dayali olarak alan egitimi derslerinin 6nemini
ve ¢esitliligini ortaya koymaya caligan bir egitimci olarak
konumlandirmistir. S6z konusu arastirmaci bir egitimci olarak
Ogrencileri ve meslektaslar1 ile deneyimlerine dayal
gerceklestirdigi goriismeler 15181inda dgretmenlik mesleginde
alan egitimi odaginda pek ¢ok yasam deneyimine rastlamistir.

Nitel arastirmalarda arastirmaci daha katilimci bir rol
oynar. Kendi varsayimlar1 ve dnyargilarinin farkinda olmasi

aragtirmacidan beklenen bir sorumluluktur. Bu baglamda
aragtirmaci bu sorumluluklar ¢ergevesinde, alandan ve ilgili
iiniversitede gorev yapan biri olarak mezun ettigi
ogrencilerinden (MEB’e bagli olarak gorev yapmakta olan
miizik 6gretmenlerinden) rastgele secimlerle ¢aligma grubunu
olusturmus, bu sayede olas! yanliliklart kontrol altina almaya
calismustir.

Veri Toplama Yontemi ve Araci

Verilerin toplanma agamasi sirasinda 6gretmenlere arastirmaci
tarafindan olusturulan yedi sorudan meydana gelen yari
yapilandirilmig goriigme formunu doldurmalart istenmistir.
Veri toplama aracinin gelistirilme asamasinda aragtirmaci
tarafindan literatiir taramasi yapilmis ardindan goriigme formu
iic farkli alan uzmanindan alinan doniitler dogrultusunda
diizenlenmistir.  Goriisme formu deneme uygulamasi
yapildiktan sonra ise son seklini almigtir. Gorlisme teknigini
kullanmanin amaci genellikle bir hipotezi test etmek degil,
bunun aksine diger insanlarin deneyimlerini ve bu deneyimleri
nasil anlamlandirdiklarini anlamaya ¢aligmaktir (Tirnikli,
2000). Yart yapilandirtlmig gériisme formunu olusturan
sorular arastirmanin alt problemlerine cevap arar nitelikte
olup, sorulara 6rnek olarak; “Calistiginiz kurumlarda, lisansta
aldiginiz alan bilgisi derslerinin uygulanabilirligine iligkin
goriisleriniz nelerdir?” ve “Lisans egitiminiz boyunca
aldiginiz alan bilgisi derslerinden hangisi/hangilerinin meslek
hayatiniza katkist oldugunu diisiiniiyorsunuz? Neden?”
verilebilir.

Veri Toplama Siireci

Verilerin toplanmasi siirecinde arastirmaci, iilkenin dort bir
yaninda gorev yapmakta olan &grencilerine bireysel olarak
ulagsmis olup arastirmanin amaci ve kapsami hakkinda bilgi
verdikten sonra gorisme formunu yazili bir sekilde
doldurmalarini talep etmistir. Gorlismeler 2021-2022 giiz
O0gretim yilinda telefon ve elektronik posta yoluyla
gerceklesmistir.

Verilerin Analizi

Calismada yar1 yapilandirilmig goriisme formundan elde
edilen veriler igerik analizi yontemi ve eksensel kodlamalar ile
¢oziimlenerek yorumlanmustir. Igerik analizi, cesitli veri
toplama teknikleri ile elde edilmis verilerin daha 6nceden
belirlenmis temalara gore Ozetlenmesi ve yorumlanmasint
iceren nitel bir veri analiz tiiriidir. Bu analiz tiiriinde
aragtirmaci goriistiigii ya da gézlemledigi kisilerin goriislerini
carpici bir bicimde yansitabilmek ig¢in dogrudan alintilara
siklikla yer verilebilir (Yildirim ve Simsek 2011).

Bulgularda verilen temalar ¢aligmanin ana amacina hizmet
eden 3 arastirma sorusu ile olusturulmustur. Bu baglamda
“Meslek Hayatina Katki”, “Alan Bilgisi Derslerinin
Uygulanabilirligi” ve “Miifredata iliskin Oneriler” seklinde iig
ana eksen belirlenmistir. Bu nedenle bu ¢alismada eksensel
kodlama (Saldana, 2016) uygulanmistir. Daha sonra yar1
yapilandirilmis  goriisme  formundan alman cevaplar
dogrultusunda, eksenler baglaminda kodlamalar yapilmistir.
Igerik analizi yontemine uygun olarak eksenler ve kodlara
iliskin dogrudan alintilar yapilmigtir. Olusturulan eksenler ve
kodlar tablolarda yer almaktadir.

Gecerlilik ve Giivenirlik Calismalari

Nitel arastirmalarda gecerligin ve glivenirligin saglanmasi
amactyla Lincoln ve Guba’nin onerdikleri (inandiricilik,
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aktarilabilirlik,  tutarlik, teyit edilebilirlik) Olgiitleri
dogrultusunda calisilmaya 6zen gosterilmistir (Yidirim ve
Simsek, 2011).

Uzun siireli etkilesimi saglamak icin goriisme yapilan
Tiirkiye’'nin  dort bir yaninda goérev yapmakta olan
Ogretmenlere goriisme formu gonderilmis, geri doniisler i¢in
uygun zamanlarinda ayrintili cevap vermelerini saglayacak
yeterli  siire  verilmigtir.  Aktarilabilirlik  noktasinda
raporlagtirma asamasinda c¢aligma grubuna ait dogrudan
alintilara siklikla yer verilmistir. Alint1 yapilirken katilimcilara
kodlar verilerek katilime1 6gretmenler O1, 02, O3... olarak
belirtilmistir. Tutarhilik i¢in ise goriismelerden elde edilen
veriler, arastirmaci tarafindan farkli zamanlarda gozden
gecirilmis ve saglamasi yapilmistir. Verilerin gecerliligini
saglama konusunda ¢aligma siiresi ve yaglart farkli
Tiirkiye'nin alt1 farkli bolgesinde gorev yapmakta olan
Ogretmenler ile gortisiilmiistiir. Gorligme sorulart hedeflenen
calisma grubuna uygulanmadan 6nce bes katilimci ile siirh
tutularak pilot uygulamasi yapilmistir. Alinan doniitler
dogrultusunda aragtirma sorulart gézden gegirilmistir.
Akabinde teyit edilebilirligini saglamak i¢in uzman
incelemesine gidilmistir. Bunun igin veriler raporlastirildiktan
sonra Ui¢ farkli alan uzmanmna danisilmigtir. Uzmanlardan
gelen goriis ve Onerilerin yer aldigt doniitlere gore
diizenlemeler yapilmistir.

Bulgular

Aragtirmanin alt problemleri dogrultusunda 3 baglik altinda
toplam 12 tema tespit edilmistir. Caligmada, miizik
Ogretmenleri ile yapilan goriigmeler sonucunda toplanan
verilerin analizi ile elde edilen bagliklar asagida siralanmistir:
“1-Miizik 6gretmenlerinin lisans egitimlerinde aldiklari
alan bilgisi derslerinin meslek hayatlarma sagladig1 katkilar
nelerdir?” Problem sorusuna iligkin bulgulara yer verilmistir.

Tablo 2. Miizik 6gretmenlerinin lisans egitimlerinde aldiklart
alan bilgisi derslerinden meslek hayatlarina katkisi olan
derslere iligkin tema ve kodlar tablosu
Temalar/Kodlar f
Miifredata Yonelik Ders Anlatiminda
Okul Calgilar
Miizik Kiltiirii
Giincel ve Popiiler Miizikler
Bireysel Calg1
Bireysel Ses Egitimi
Eslik Calma
Ogretim Teknolojileri ve Materyal
Tasarimi
Belirli Giinler ve haftalar kapsaminda

=
wwhroosS R

Koro ve Yonetimi 14
Bireysel Calgt 8
Bireysel Ses Egitimi 7
Orkestra/Oda Miizigi ve Yonetimi 6
Giizel Sanatlar boliimlerine 6grenci hazirlama
Bireysel Ses Egitimi 9
Piyano 8
Eslik Calma 8
Yarismalara Ogrenci Hazirlama
Bireysel Ses Egitimi 9
Eslik Calma 8
Bireysel Calgi 7
Destekleme ve Yetistirme Kurslart Kapsamida
Bireysel Calgi 12
Piyano 8

MEB’e bagli cesitli okullarda gdrev yapmakta miizik
ogretmenleri lisans egitimlerinde aldiklar1 alan bilgisi
derslerinden hangilerini mesleki yasantilarinda hangi
kapsamda kullandiklarina dair agiklamalarda bulunmuslardir.
Miifredata yonelik ders anlatimlarinda lisans egitimlerinde
aldiklar1 derslerden; okul calgilar1 (f=11), mizik kiltiirii
(f=10), giincel ve popiiler miizikler (f=8), piyano eslik (f=3),
bireysel ¢algi (f=5), bireysel ses egitimi (f=4), Ogretim
teknolojileri ve materyal tasarimi (f=3), faydalandiklarimi
ifade etmislerdir. Bulgulara iliskin dogrudan alinti 6rnekleri
verilmistir.

03: “Materyal tasarimi dersinden edindiklerim olduk¢a
isime yaradi. Dersi ogrencilere sevdirmek ve eglenceli
hale getirmek igin bu derslerde edindigim bilgiler daha ¢ok
isime yariyor. Ogrettigim konuyla ilgili cesitli oyunlar
tiiretiyvor  burada  materyal  tasarimi  dersinden
faydalaniyorum.”
Ol: “Ses Egitimi dersinin temel kazanimi saglikli nefes
almayr ve dogru ses iiretmeyi &grenmektir. Seslerini
kullanmayt yeni égrenen dgrencilere eser seslendirirken
rehberlik etmemizi saglar. Seslerin dogru fonetigini
ogrenen oOgrenci telaffuz basta olmak iizere konugma
becerisini de gelistirmis olurlar.”

010: “Sarki séyleme etkinliklerinde okul calgilar: ve eslik

calma  derslerinde edindigim  bilgileri  kullanmam
ogrencilerin derse katilimini ve miizige olan ilgisini
arttirtyor.”

O:15“Okul  ¢algilart  dersinde ise temel diizeyde

ogrendigimiz ¢algilar (baglama, gitar, blok fliit, elektronik
org) ogrencilerin  seslendirdigi eserin tiiriine gore
calgilarla egiklik etmemde yardimci olmustur. OrneSin
seslendirilen eser Tiirk Halk Miizigi formunda ise baglama
ile komali seslerin diyatonik dizilerden duyum olarak farkl
oldugu hissettirilmistir.”

Tablo 2’teki frekans degerlerine bakildiginda miizik
Ogretmenlerinin miifredata yonelik ders anlatimlarinda lisans
egitimlerinde aldiklar1 teorik derslerden biiyiik Olciide
yararlandiklari anlagilmaktadir. Bunun yani sira okul ¢algilar
ve ses egitimi derslerinin de ne derece 6nemli oldugu dogrudan
alintilarla desteklenmistir.

Belirli giinler ve haftalardaki etkinlikleri hazirlamada
lisans egitimlerinde aldiklar1 derslerinden; koro ve yonetimi
(f=14), bireysel calgi (f=8), bireysel ses egitimi (f=7),
orkestra/oda miizigi ve yonetimi (f=6) oldugunu
belirtmigslerdir. Bulgulara iligkin dogrudan alintilara yer
verilmigtir.

O4:“Koro ve Yonetimi dersinin meslekteki yeri ve énemi

yadsinamaz. Milli Bayramlarimiz i¢in bizlerden koro

isteniyor. Her dzel giinde koro olmast gerekli koro dersi ve
yonetimi bu baglamda biiyiik onem tasryor”.

Bir miizik 6gretmeninin goreve atandiktan sonra almig
oldugu egitimi ve yeteneklerini sergileyecegi belirli glinler ve
haftalar etkinlikleri son derece onem arz etmektedir. Bu
baglamda tablo 2 incelendiginde; Ogretmenlerin seslerini
kullanma ve g¢algt c¢alma becerilerinin yani sira koro
yonetebilme becerilerine de hakim olmalarinin Snemini
kavradiklar1 anlagilmaktadir.

Giizel sanatlar boliimlerine 6grenci hazirlamada lisans
egitimleri boyunca aldiklari; bireysel ses egitimi (f=9), piyano
(f=8), eslik calma (f=7) derslerinden faydalandiklarimi
belirtmislerdir.

Yarigmalara 6grenci hazirlama noktasinda lisans egitimleri
stiresince aldiklart; eslik ¢alma (f=8), bireysel ses egitimi
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(f=9), bireysel calg1 (f=7) derslerinden yararlandiklarini ifade
etmislerdir.

Destekleme ve yetistirme kurslar1 kapsaminda ise lisansta
aldiklari; bireysel ¢algi (f=12), piyano (f=8) derslerinden
yararlandiklarini belirtmislerdir.

Bir miizik 6gretmeni diger brans 6gretmenlerine kiyasla
ogrencileri ile ders dis1 etkinliklerde siklikla bulusmaktadir.
Giizel sanatlar boliimlerine ya da okullar aras1 yarigmalara
hazirlanma gibi birebir egitime bagvurulan noktalarda yine
Ogretmenin ¢algisina hakim olabilmesi, belirli diizeyde eslik
yapabilmesi, sesini kullanabilmesi ve nasil kullanilacagini
gosterebilmesinin 6nemi tablo 2’te gdriillmektedir.

“Miizik 6gretmenlerinin lisans egitimlerinde aldiklar1 alan
bilgisi derslerinin uygulanabilirligine iligkin  gdriisleri
nelerdir?” Problem sorusuna iligkin bulgulara yer verilmistir.
Tablo 3. Miizik 6gretmenlerinin lisans egitimlerinde aldiklar

alan bilgisi derslerinin uygulanabilirligine iliskin tema ve
kodlar tablosu

Temalar/Kodlar f
Fiziki Ortam Yetersizligi
Okullarda miizik siniflarinin olmayisi 12
Okullarda yeterli ara¢ gerecin olmayist 8
Enstriiman tedarik sorunu 9
Smif mevcutlarinin fazla olmasi 10
Maddi imkansizliklar 9
Ders siirelerinin yetersizligi 11
Seviye Farkliliklart
Lisansta aldiklar1 egitimin okullarda verdikleri 12

derslere gore ileri diizeyde olmasi
Ortaokul ve lise seviyelerinde kaynak nota bulamama 8

Ailelerin sosyokiiltiirel seviyelerinin destekleyici 7
olmamast
Miifredata bagl ilerleme gerekliligi 10

Milli Egitime bagl ¢esitli okullarda gorev yapmakta miizik
Ogretmenleri lisans egitimlerinde aldiklart alan bilgisi
derslerinin  egitim  vermekte olduklar1  &grencilerine
uygulanabilirligine iligkin goriislerini aldigimizda genellikle
olumsuz cevaplar ile karsilasilmistir. Uygulanabilirlik
kapsaminda Fiziki ortam yetersizligi konusunda; okullarda
miizik sinifinin olmayisi (f=12), okullarda yeterli ara¢ gerecin
olmayist (f=8), enstriiman tedarik sorunu (f=10), smf
mevcutlarinin fazla olmasi (f=10), maddi imkansizliklar (f=9),
ders siirelerinin yetersiz olmasi (f=11) seklinde ifade
etmiglerdir. Bulgulara iliskin dogrudan alintt 6rnekleri
verilmistir.

O16: “Milli Egitime bagh okullarin ¢ogunda bir miizik
swmift dahi yok ve benimkinde de éyle. Dolayisiyla okulda
herhangi bir enstriimanla ¢ocuklart bulusturmak ¢ok ¢ok
zor sayet kendimiz  bireysel sazlarimizi  okula
gotiirebilirsek ~ bunu  saglayabiliyoruz. Ailelerin
sosyoekonomik yapist da ¢ocuklarin miizik alaninda
gelisim gostermesi agisindan pek destekleyici ve uygun
degil. Yine de egitici olarak ¢ocuklara miizigi en dogru
bicimde aktarmaya ¢alisiyoruz”
O5: “Alan Bilgisi derslerimizin hepsini aktif olarak
uygulayamiyoruz. Bunun sebebi okullarimizin bir¢ogunda
miizik siifi bulunmamaktadw. Zamanla her okulda bir
pivano olursa, bir miizik sinifi ag¢ilirsa daha giizel isler
ortaya ¢ikar. Koro hazirlarken kulaktan ogretimle
gidiyoruz.”

O:3 “Ders siiremiz her kademede 1 saat oldugundan ve

smif mevcutlart da fazla oldugundan derinlemesine bir

miizik egitimi verme gansim yok dolayisiyla ilgili alan

derslerimizden basit diizeyde faydalandigimi soylemek

daha dogru olur”

Tablo 3’teki frekans degerleri ve dogrudan alintilar
1s18inda 6gretmenlerin bircogu egitim vermekte olduklari
ogrencilerinde miizikal davranis gelistirme konusunda; ders
stirelerinin yetersizligi, fiziki ortamlarin elverissiz olmasi,
enstriiman tedarik sorunu gibi imkansizliklar sebebi ile
kendilerini yetersiz gordiikleri anlagilmastir.

Ogretmenlerin  lisans  egitiminde aldiklar1  dersleri
uygulama noktasinda seviye farkliligi problemi ortaya
cikmaktadir; lisansta aldiklari egitimin okullarda verdikleri
derslere gore ileri diizeyde olmasi (f=12), ortaokul ve lise
seviyesine gore kaynak nota bulamama (f=8), ailelerin
sosyokiiltiirel seviyelerinin destekleyici olmamasi1 (f=7),
miifredata baglh ilerleme gerekliligi (f=10), gibi sorunlarla
karsilastiklarini ifade etmislerdir.

Ol1: “Ogrendiklerimi égretemiyor, kullanamiyor olusum

dersin ogretmenlik alani i¢in gereksiz olusundan degil

calisigim kademedeki 6grencilerin bilgi diizeyinin diisiik
olmasi ve derse yonelik tutumdan kaynaklandigini
diistintiyorum.”

O7: “Miifredata bagh ilerlemek zorunda oldugumuz icin
cocuklara temel miizik egitimi verebiliyorum, onun diginda
da imkanlar dogrultusunda Blok Fliit ogretebiliyorum,
seslerini nasu kullanmalar gerektigini ve koronun nasil
olmasi gerektigini basit diizeyde uygulamali olarak
gostermeye ¢alistyorum”.

Tablo 3’e bakildiginda miizik 6gretmenlerinin bilgilerini
istedikleri gibi aktaramama noktasinda seviye farkliliklar
problemi goriilmektedir. Genel bir baglik altinda toplanan
farkliliklar temasi kodlarda ayrintili olarak ele almmuistir.
Burada en dikkat ¢ekici olant 6gretmenlerin ilkdgretim ya da
ortadgretim Ogrencilerine yonelik yasadiklar1 pedegojik
sorunlardir.

Uygulanabilirlik baglig1 altinda birinci alt probleme oranla
daha karamsar cevaplar dikkat cekmektedir. Bunun nedeni bu
sorularin daha ¢ok miifredata yonelik uygulanabilirlik odakli
sorulmasindan kaynakli oldugu séylenebilir.

“3-Miizik  Ogretmenlerinin  mesleki  deneyimleri
baglaminda miizik 6gretmeni yetistirme lisans programina
iliskin 6nerileri nelerdir?”” Problem sorusuna iligkin bulgulara
yer verilmistir.

Tablo 4. Mizik O6gretmenlerinin mesleki deneyimleri
baglaminda Miizik Ogretmeni Yetistirme Lisans Programina
Onerilerine iligkin tema ve kodlar tablosu
Temalar/Kodlar f
Miifredata Eklenilmesi 6nerilen dersler

Ses Sistemleri ve Cihazlari1 Kullanimi 4

Tiirk Halk Oyunlari 5

Orff Calgilar 9

Diksiyon Egitimi 3
Miifredattan ¢ikarilmasi 6nerilen dersler

Calgi Bakim Onarim Bilgisi 4

Egitim Miizigi Besteleme 5
Ders Saatinin Arttirilmast Onerilen Dersler

Okul Calgilar 12

Koro ve Yonetimi 11

Bireysel Ses Egitimi 6
Ders saatlerinin azaltilmasi 6nerilen dersler

Geleneksel Tiirk Sanat Miizigi 7

Geleneksel Tiirk Halk Miizigi 8

Armoni-Kontrpuan-Eslik 4
Hizmetici Egitime Ihtiyagc Duyulan Dersler

Koro ve Yo6netimi 8

Orff ve Suzuki Yontemleri 10

119



S. Késteli / Erzincan Universitesi Egitim Fakiiltesi Dergisi, 26(1)

Milli Egitime bagli ¢esitli okullarda gérev yapmakta olan
miizik 6gretmenleri lisans egitimlerinde aldiklar1 alan bilgisi
derslerine yonelik tecriibeleri nezdinde, miizik egitimi
programima iliskin  Onerileri  soruldugunda miifredata
eklenilmesi gereken dersler’i; ses cihazlarinin kullanimina
iliskin (f=4), Tirk halk oyunlar1 (f=5), orff ¢algilar1 (f=9),
diksiyon egitimi (f=3) seklinde ifade etmislerdir. Bulgulara
iligkin dogrudan alint1 6rnekleri verilmistir.

Ol: *“Biz miizik égretmenleri olarak gerek ziimre
toplantilarinda gerek il bazinda gergeklesen toplantilarda
miizik ses sistemi konusunda sorunlar yasiyoruz. Sahne
ontinde oldugumuz icin sahne arkasini pek bilemiyoruz. O
nedenle gérev yaptigimiz okullarda amfi baglamak gibi
basit diizeyde islemleri ¢ok zor ¢oziiyoruz. O nedenle ses
sistemi kullanma konusunda bir alan dersi olmali.”
06: “Oyun, Dans ve Miizik dersi alan dersi olarak
degistirilmeli ve ayrica Tiirk Halk Oyunlar: yahut Tiirk
Halk Danslart dersi olmalidir. Oyun Dans ve Miizik dersi
kinestetik edim iizerine olsa da temel beceri miizikal
harekettir, miizige gore hareket etmektir. Bedenini vurmali
bir ¢alg: olarak kullanacag: (parmak siklatma, alkis gibi)
beden perkiisyonu etkinlileri de 6grencilerin pasif dinleyici
degil de aktif katilimci olmasini saglayacaktir. Ayrica
oyunla gerceklestirilen kazanimlarin ilkégretim ¢agindaki
cocuklarda kalici izli olacaginin kesinligi su gétiirmez bir
gercektir”

0:3 “Okul ¢algilart dersinde gitar, blokfliit, baglamanin

yani swra orff calgilarinin da gériilmesi, ozellikle ilkokul ve

ortadégretim 9. Ve 10. Suf dgrencilerin hem derse olan
ilgisini  hem de Direysel becerilerini daha da
arttirmaktadir.”

Miifredattan ¢ikarilmasi Onerilen dersler; calgi bakim
onarim (f=4), egitim miizigi besteleme (f=5) seklindedir.

O15: “Lisans egitimi boyunca aldigim alan bilgisi

derslerinden Calgi Bakim ve Onarim dersi kazanimlarinin

katkist olmamustir. Ciinkii ders miifredatinin icerisindeki
teferruata ogretmenlikte ihtiyag¢ duymadim. Calgiyla ilgili
azami yaptigimiz teknik is tel degistirmekle sinirlidir.

Teknik donanim bulunsa bile tesviye gibi bakim isleri

yapmak i¢in yine luthier’e ihtiya¢ duyulur.”

Ders saatlerinin arttirilmasi 6nerilen dersler okul calgilar
(f=12), koro ve yonetimi (f=11), bireysel ses egitimi (f=6)
seklindedir.

Ders saatlerinin azaltilmasi dnerilen dersler ise; geleneksel
Tiirk halk miizigi (f=8), geleneksel Tiirk sanat miizigi (f=7),
armoni-kontrpuan-eslik (f=4) seklindedir.

O7: “Tiirk Halk Miizigi ve Tiirk Sanat Miizigi derslerinin

ders saatleri azaltilip, bu miizik tiirlerine uygun ¢algilarla

Okul Calgilari dersine yer verilebilir. Boylece nazariyat ve

uygulamayla calgi tizerinden kazanimlar

gerceklestirilebilir.”

Lisans egitimlerinde aldiklar1 alan derslerinden hizmetici
egitime ihtiya¢ duyduklar1 dersler arasinda ise; Orff ve Suzuki
yontemleri (f=10), koro ve yonetimi (f=8) alaninda ihtiyaglari
olduklarin bildirmislerdir.

Ol17: “Hizmeti¢i egitimlerde Ozel Ogretim Yontemleri

dersinde  ogrendigimiz  ozellikle Off, ve Suzuki

yéntemlerinin egitiminin verildigi etkinliklere katilmak
isterim. Orff yontemindeki ifade etme ve yaraticilik
becerilerini alaninda uzman egitimcilerle uygulamali
olarak 6grenmek mesleki gelisimime katkr saglayacaktir”.
Tablo 4’e genel olarak baktigimizda miizik 6gretmenlerinin
miizik egitimi lisans programina ait olan derslerin eklenmesi
ya da ¢ikarilmasindan ziyade programdaki derslerin saatlerinin

arttirllmas1 ve azaltilmasma yonelik daha c¢ok fikir beyan
etmislerdir. Bunun yaninda 6gretmenlerin neredeyse tamami
en az bir alan olmak tizere hizmet i¢i egitime ihtiyag
duyduklarini belirtmislerdir.

Sonug, Tartisma ve Oneriler

Miizik 6gretmenlerinin lisans egitimlerinde aldiklar1 alan
bilgisi derslerinin meslek hayatlarma sagladigi katkilar
nelerdir? Problem durumuna yonelik bulgular dogrultusunda
asagidaki sonuglara ulagilmistir.

Arastirmaya katilan ogretmenlerin MEB’de verdikleri
miizik derslerindeki miifredata yonelik ders anlatimlarinda
lisans egitimlerinde aldiklar1 derslerden en ¢ok okul calgilari,
miizik kiiltiirli, giincel ve popiiler miizikler derslerinden
faydalandiklarini, bunlarin yaninda ise, az sayida dgretmen
piyano eslik, bireysel ¢algi egitimi, ses egitimi, materyal
tasarimi gibi derslerden faydalandiklarini ifade etmislerdir. Bu
sonug; Cevik’in (2009) Miizik Egitimi Ana Bilim Dal
Ogrencilerinin miizik tarihi dersi hakkinda goriislerini almak
i¢in yaptig1 calismasinda dgrencilerin biiyiik gogunlugunun bu
derse iliskin diisiincelerinin olumlu oldugu dersin lisans
programi boyunca devam etmesi gerektigini vurgulamalari
sonucu ile Ortiigmektir. Gokalp ve Sahin’in (2013) Okul
calgilar1 dersinin igerigine yonelik yaptiklari arastirmada
Tiirkiye genelinde on farkli miizik egitimi bdliimiinden
dokuzunun bu dersin igeriginin meslek hayatina katki
saglayacagi sonucu ile Ortiismektedir. Belirli gilinler ve
haftalardaki etkinlikleri hazirlamada lisans egitimlerinde
aldiklar1 derslerinden en ¢ok koro ve yonetimi dersinden
faydalandiklarini, bunun yaninda galgt egitimi, bireysel ses
egitimi, orkestra/oda miizigi ve yonetimi derslerinden de
faydalandiklarin1  belirtmislerdir. Okur (2019) Koro ve
yonetimi dersinin siire ve icerik acisindan degerlendirilmesine
iliskin gergeklestirdigi tez ¢aligmasinda uygulama yontem ve
teknik icin ayrilan siirenin yeterli olmadig1 sonucuna ulasmis
ve bu sonugla aslinda dersin 6nemli bir alan egitimi dersi
oldugunu ortaya koymustur.

Gorlisme saglanan 6gretmenler, giizel sanatlar boliimlerine
Ogrenci hazirlamada bireysel ses egitimi, piyano, eslik calma
gibi derslerden faydalandiklarini belirtmislerdir. Yarismalara
Ogrenci hazirlama kapsaminda; eslik calma, bireysel ses
egitimi, c¢algt egitimi, derslerinden yararlandiklarini ifade
etmiglerdir. Destekleme ve yetistirme kurslari kapsaminda ise
lisansta aldiklar;; bireysel ¢algi, piyano derslerinden
yararlandiklarini1  belirtmislerdir. Ornegin okulunda piyano
olan dgretmenler iiniversitelerin miizik boliimlerine hazirlanan
ogrencilerine basit diizeyde piyano ve isitme dersi verdiklerini
belirtmislerdir. Ogretmenlerin biiyiikk bir ¢ogunlugu, eslik
calma becerilerinde zayif olduklarini ve derslerinde bilgisayar
destekli eslikler ¢aldiklarini ifade etmislerdir. Nitekim Kardes
ve Demirci (2016) Miizik O6gretmenlerinin derslerinde
herhangi bir okul sarkisina eslik yapabilme veya esligi
bulunmayan bir sarkiya dogaclama eslik yapabilme konusunda
kendilerini  yetersiz  hissettiklerini, goriisme saglanan
Ogretmenlerin lisans egitimlerinde almis olduklar eslik
egitimini yeterli diizeyde gormediklerini tespit etmislerdir.
Yine Pala vd., (2016) Ortadgretimde goérev yapan miizik
Ogretmenlerinin piyano ya da org enstriimanlarini miizik
egitiminde nadiren kullandiklarini tespit etmislerdir.

Goriildiigl iizere dgretmenler lisans egitimleri boyunca
aldiklar1 alan derslerini sadece MEB miifredatinda degil, pek
cok alanda kullanabilmektedirler. Ozellikle de miifredat disi
etkinliklerde goriisme saglanan Ogretmenlerin seslerini ve
enstriimanlarmi siklikla kullandiklar1 anlagilmaktadir. Bunun
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yaninda koro yonetimi dersi Ozellikle de onemli giinler ve
haftalar kapsamindaki etkinler noktasinda en ¢ok faydasini
gordiikleri derslerin basinda gelmektedir.

Miizik dgretmenlerinin lisans egitimlerinde aldiklar1 alan
bilgisi derslerinin uygulanabilirligine iligkin  gdriisleri
nelerdir? Problem durumuna yonelik bulgular kapsaminda
asagidaki sonuglara ulagilmistir.

Uygulanabilirlik kapsaminda fiziki ortam yetersizligi
konusunda; okullarda miizik smifinin olmayisi, okullarda
yeterli ara¢ gerecin olmayisi, enstriiman tedarik sorunu, sinif
mevcutlarmin fazla olmasi, ders siirelerinin yetersiz olmasi,
maddi imkansizliklar gibi problemlerle karsilagiimistir.
Okullardaki fiziki sartlarla paralel olarak lisans egitimlerinde
aldiklar1 alan bilgisi derslerini uygulayabildiklerini belirten
miizik 6gretmenleri zaman ve materyal sikintisi yasadiklarimi
dile getirmislerdir. MEB ders miifredatinda miizik dersi
saatlerinin sadece bir saat olmasi, 6grencilerin miizik dersini
yeteri kadar ciddiye almamasi, lilkemizin 6zellikle de tasra
kesimlerinde miizik, resim gibi sanat derslerine beklenilen
degerin verilmemesi dersin islenisini ve verimini 6nemli
diizeyde diisiirmektedir. Konuyla ilgili olarak Lehimler (2015)
Miizik dersi saatinin yetersizligi, okullardaki fiziksel ve teknik
kosullarin yeterli olmayisi, bunun yani sira bazi ¢algilarin satin
alma, tagima ve koruma sorunlarindan sebep miizik
Ogretmenlerinin bireysel ¢algilarmi derslerinde yeterince
kullanmadiklarini tespit etmistir.

Ogretmenlerin  lisans  egitiminde aldiklar1  dersleri
uygulama noktasinda ise seviye farkliligi problemi ortaya
cikmaktadir. Lisansta aldiklar egitimin okullarda verdikleri
derslere gore ileri diizeyde olmasi, ortaokul ve lise seviyesine
gore kaynak nota bulamama, ailelerin sosyokiiltiirel
seviyelerinin destekleyici olmamasi, miifredata bagli ilerleme
gerekliligi gibi sorunlarla karsilastiklarini ifade etmiglerdir.
Konuyla ilgili Gokge’nin (2019) yilinda yapmis oldugu
yikksek lisans  c¢alismasindaki  katilimcilar  verdikleri
cevaplarda, nota ogretimi gibi teorik konularda ogrenci
seviyesine inmede problem yasadiklarini ve bu konu hakkinda
programda herhangi bir egitimin olmadigini ifade etmiglerdir.

Miizik o6gretmenlerinin mesleki tecriibeleri nezdinde
Miizik Ogretmenligi Miifredatina iliskin onerileri nelerdir?
Problem durumuna yonelik bulgular kapsaminda asagidaki
sonuglara ulasilmistir.

Goriisme saglanan &gretmenler miifredata eklenilmesi
gereken dersler kapsaminda; ses cihazlarmin kullanimi, Tiirk
halk oyunlar, orff c¢algilari, diksiyon derslerinden
bahsetmiglerdir. Miifredattan ¢ikarilmasi onerilen dersler ise;
calgt bakim onarim, egitim miizigi besteleme seklindedir.
Nitekim bu  dersler giincellenen son  programda
bulunmamaktadir. Ders saatlerinin arttirilmasi 6nerilen dersler
kapsaminda okul ¢algilari, koro yonetimi, ses egitimi; ders
saatlerinin azaltilmasi 6nerilen dersler kapsaminda geleneksel
Tirk halk miizigi, geleneksel Tirk sanat miizigi, armoni-
kontrpuan-eslik  dersleri  dikkat ¢ekmektedir. Lisans
egitimlerinde aldiklar1 alan derslerinden hizmet igi egitime
ihtiya¢ duyduklari dersler arasinda ise; Orff-Suzuki yontemleri
ile koro ve yonetimi alanlarinda egitimlere ihtiyaglar
olduklarini bildirmislerdir. Bu noktada 6zellikle bu iki dersin
hizmet i¢i egitim kapsaminda alimmak istenmesi bu derslerin
ogretmenlerin kendi kendilerine 6grenmeleri gii¢ olan dersler
olmasi, bir egitmenden ve grup ile almalar1 gereken dersler
olmasindan kaynakli olabilir.

Goriismeye katilan miizik Ogretmelerinin  biiyiik bir
cogunlugu orff ¢algilarinin kullanimiyla ilgili bir ders agilmasi
yoniinde fikir beyan etmislerdir. Ozellikle ilkogretim

asamasindaki Ogrencilere bu ydnde egitimler verildiginde
ogrencilerin miizige karsi olan ilgisinin artt1g1 ve miizigi daha
kolay  ogrendiklerini  belirtmislerdir. Konuyla ilgili
Sungurtekin 2005 yilinda tamamladig1 yiiksek lisans tezinde
goriisme sagladigi 6gretmenlerin birgogunun derslerinde ¢elik
tiggen, marakas, parmak zil, kastanyet, simbal gibi Orff
calgilarint kullandiklarini tespit etmistir.

Kalayc1 ve Baysal (2019) Sosyal Bilgiler &gretim
programlarinin karsilastirmali analizine yonelik
gerceklestirdikleri ¢alismalarinda, son giincellenen programlar
hazirlanirken o6nceden hazirlanmig programlara iligskin
belirtilen eksiklik ve yetersizliklerinin dikkate alinmadigini
tespit etmisler, bu nedenle dgretim programlarinin dgretmen
yetistirme  silireclerine beklenen katkiyr saglamadigini
belirtmislerdir. Bu ve bunun gibi nedenlerle egitim fakiilteleri
miifredatina dair sahadaki Ggretmenlerin goriislerini almak
yenilik¢i egitim sistemimize 151k tutabilir.

Calismaya iliskin 6neriler su sekilde siralanabilir:

Calisma bir de 2018 miifredatindan mezun olmus ve
atanmig 6gretmenler ile bir kez daha yapilabilir. Bu arastirma
tipik orneklem ile secilmis 17 6gretmen ile sinirhidir. Daha
genis bir drneklem grubu ile g¢alisilabilir. Caligma tipik bir
durumu ortaya koyma gerekgesi ile tek bir {iniversiteden
mezun Ogretmenler ile sinirhidir. Daha fazla sayida
iiniversiteden mezun 6gretmenler ile ¢alisma genisletilebilir.

Nitel bir calisma yapildigi i¢in Srneklem sayist sinirli
tutulmus olup karma yontemler veya nicel arastirma
yontemleri ile daha fazla dgretmene ulasilabilir. Caligmanin
sonuglart  dogrultusunda MEB  biinyesindeki — miizik
Ogretmenlerine; koro yonetimi, ses sistemlerini kullanma, Orff
calgilarmin kullanimi, diksiyon egitimi, Tiirk halk oyunlar
gibi hizmet i¢i egitimler diizenlenebilir.

Miizik 6gretmenligi miifredatindaki bazi derslerin igerigi,
6gretmen adaylarinin alan egitimine dair 6grendiklerini, ilk ve
ortadgretim seviyelerine yonelik ne sekilde aktaracaklarma
yonelik diizenlenebilir. MEB’e bagh okullardaki miizik
derslerinin verimli islenmesine yonelik fiziki sartlarin
iyilestirilmesine yonelik calismalar yapilabilir.

Yazar Katki Oram

Yazar ¢aligmada baska bir yazarin katkisi olmadigint ve
calismanin son halini okudugunu ve onayladigini beyan
etmektedir.

Etik Kurul Beyam

Bu calisma Erzincan Binali Yildirim Universitesi Insan
Aragtirmalar1 Egitim Bilimleri Etik Kurulu’nda (Protokol No.
05/05) 30.05.2022 tarihli toplantisinda alinan onay karart ile
yiiriitilmiistir.

Catisma Beyami

Yazar bu c¢alismada herhangi Dbir
bulunmadigini bildirmektedir.
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Extended Summary
Introduction

It is necessary to gain teacher competencies through
theoretical and practical studies presented to the teacher
candidate during the teacher training program and to reach the
expected levels (YOK, 1998). It can be stated that the place of
pre-service education constitutes an important dimension in
the training of teachers in a qualified and sufficient manner.
The main point of pre-service education is the curriculum of
the faculties that train teachers in higher education (Coban,
2011, cited by Aksakal et al, 2016).

The main purpose of the institutions that train music
teachers is to train teachers who will teach music lessons,
manage music education studies and guide their environment
in this field in secondary schools and vocational schools. Since
the Republic, our country has a deep-rooted experience in
training music teachers. Since the establishment and opening
of the Music Teachers' School in 1924 under the leadership of
Atatiirk, music teachers have been trained for nearly a hundred
years.

When the undergraduate programs of the Education
Faculties are examined, there are field knowledge, teaching
profession knowledge and general culture courses for music
teacher candidates. When these three fields are compared, the
category in which students spend the most time as study hours
is field knowledge courses. For example, although the
individual instrument course hour appears once a week,
homework given in an hour-long course can take the entire
week of the student. The working hours that the student
allocates individually to the field courses are quite high.

Method

In this research, a case study, one of the qualitative research
methods, was used in order to determine the opinions and
suggestions of music teachers about the professional usability
of the field knowledge courses in the Music Teaching
undergraduate program.

The working group consists of 17 music teachers who
graduated from Erzincan Binali Y1ldirim Faculty of Education,
Department of Music Teaching, working in various schools
affiliated to the National Education. In the study, teachers who
started to study according to the 2006 program, which was put
into practice in the 2006-2007 academic year, were
interviewed with the teachers whose duration of service was
between 1-7 years because they could remember the field
courses in the program.

During the data collection phase, teachers were asked to fill
out a semi-structured interview form consisting of seven
questions created by the researcher. This form was created in
line with the feedback received from three different field
experts and took its final form after the trial application.

During the data collection process, the researcher reached
out to students working from all over the country individually,
and after giving information about the purpose and scope of
the research, she asked them to fill out the interview form in
written form.

In the research, the qualitative data obtained as a result of
the interviews were analyzed with descriptive analysis. In this
type of analysis, the researcher often includes direct quotations
in order to reflect the views of the individuals she has
interviewed or observed in a striking way.

The researcher who conducted the study has been working
as an academician at the Education Faculty of the mentioned
university for 13 years. For this reason, the researcher did not
have any difficulties in finding the sample group.

Findings, Discussion and Results

“Which of the content knowledge courses that music teachers
took in their undergraduate education contributed to their
professional life?” In line with the findings regarding the
problem situation, the following conclusions were reached:
The teachers who participated in the research stated that
they mostly benefited from school instruments, music culture,
current and popular music, lessons from the lessons they took
in their undergraduate education. They also made use of
lessons such as piano accompaniment, individual instrument
training, voice training and material design. They declared that
they mostly used the choir and management courses they took
in their undergraduate education in preparing the activities on
certain days and weeks, and they also took advantage of
individual instrument training, voice training, orchestra and
chamber management courses. They stated that they profited

by lessons such as voice training, piano, playing
accompaniment in preparing students for fine arts
departments. During the preparations of students for

competitions, they defined that they made use of
accompaniment playing, voice training, individual instrument
lessons. Within the scope of support and training courses; they
stated that benefited from individual instrument and piano
lessons.

For example, teachers who have piano in their school stated
that they give basic piano and hearing lessons to students who
are preparing for music departments at universities. The
majority of the teachers stated that they were weak in playing
accompaniment skills and that they played internet-supported
accompaniments in their lessons. Kardes and Demirci (2016)
have defined that the music teachers do not use
accompaniment in the lessons, they feel inadequate to
accompany any school song, to improvise a song that has no
accompaniment and is read as a transcript, or to play the
accompaniment of a song whose accompaniment is ready, and
that the accompaniment education they received during their
undergraduate education is not at a sufficient level.

“What are the opinions of music teachers on the
applicability of the content knowledge courses they took in
their undergraduate education?” The following conclusions
were reached within the scope of the findings regarding the
problem situation:

Regarding the lack of physical environment within the
scope of applicability; problems such as lack of music class in
schools, lack of sufficient equipment in schools, problem of
supplying instruments, large number of classrooms,
insufficient course times and financial impossibilities were
encountered. The music teachers, who defined that they could
apply the field knowledge lessons in parallel with the physical
conditions in the schools, declared that they had time and
material problems. On the subject, Lehimler (2015)
determined that teachers do not use their main instruments
sufficiently in their lessons. It is due to insufficient physical
and technical conditions in the schools and to the lack of lesson
hours, and the transportation, purchasing and protection
problems of some of the instruments.

The problem of level difference arises at the point of
applying the courses taken by the teachers in their
undergraduate education. They stated that they encountered
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problems such as the fact that the education they received at
the university was at an advanced level compared to the
courses they gave in schools, they could not find source notes
according to the secondary and high school levels, the socio-
cultural levels of the families were not supportive, and the
necessity of progress depending on the curriculum.

What are the recommendations of music teachers regarding
the Music Teaching Curriculum in terms of their professional
experience? The following conclusions were reached within
the scope of the findings regarding the problem situation:

As a result of the courses that should be added to the
curriculum, they talked about the use of sound devices,
Turkish folk dances, orff instruments, and diction lessons. The
suggested courses to be removed from the curriculum are
instrument maintenance and composing educational music.
The courses such as school instruments, choir management,
voice training were proposed to increase the course hours. The
courses such as Turkish folk music, traditional Turkish art
music, harmony lessons draw attention were proposed to
reduce the course hours. As in-service training, the researcher
determined the need for the field courses they take at the
university may include Orff and Suzuki methods and choir
management.

The majority of the music teachers who participated in the
interview expressed their opinion about opening a lesson on
the use of orff instruments. They stated that especially when
primary school students are given education in this direction,
students' interest in music increases and they learn music more
easily. Finally, Sungurtekin in his master's thesis, which he
completed in (2005) argued “The majority of teachers use Orff
instruments in their lessons. However, instruments such as
metallophone and xylophone are used less frequently.
Maracas, steel triangle, finger cymbal, cymbal, castanets,
wooden blocks etc. instruments are preferred”.
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Ek 1. Miizik Ogretmenligi Alan Bilgisi Dersleri
1. Sinif alan egitimi dersleri

I.YARIYIL T-U-K ILYARIYIL T-U-K
Miiziksel Isitme Okuma Yazma I 2-2-3 Miiziksel Isitme Okuma Yazma II 2-2-3
Piyano | 1-0-1 Piyano Il 1-0-1
Bireysel Calgi I 1-0-1 Bireysel Calgi I1 1-0-1
Bireysel Ses Egitimi [ 1-0-1 Bireysel Ses Egitimi 11 1-0-1
Okul Calgilar: | 0-2-1 Okul Calgilar: I1 0-2-1

2. Smuf alan egitimi dersleri
IHLYARIYIL T-U-K IV.YARIYIL T-U-K
Miiziksel Isitme Okuma Yazma III 2-2-3 Miiziksel Isitme Okuma Yazma IV 2-2-3
Piyano 111 1-0-1 Piyano IV 1-0-1
Bireysel Calgi 111 1-0-1 Bireysel Calg1 IV 1-0-1
Bireysel Ses Egitimi 111 1-0-1 Bireysel Ses Egitimi IV 1-0-1
Okul Calgilar: I11 0-2-1 Elektronik Org Egitimi 0-2-1
Koro Il 2-2-3 Koro 11l 2-2-3
Armoni- Kontrupuan- Eslik I 2-0-2 Armoni-Kontrupuan- Eslik II 2-0-2
Geleneksel Tiirk Halk Miizigi 2-0-2 Geleneksel Tiirk Halk Miizigi Uygulamasi 0-2-1

3. Smuf alan egitimi dersleri
V.YARIYIL T-U-K  VLYARIYIL T-U-K
Miiziksel Isitme Okuma Yazma V 2-0-2  Miiziksel Isitme Okuma Yazma VI 2-0-2
Piyano V 1-0-1 Piyano VI 1-0-1
Bireysel Calg1 V 1-0-1  Bireysel Calgt VI 1-0-1
Eslik Calma 0-2-1  Miizik Bigimleri 2-0-2
Orkestra Oda Miizigi [ 1-2-2  Orkestra Oda Miizigi I1 1-2-2
Koro IV 1-2-2  KoroV 1-2-2
Armoni- Kontrupuan- Eslik III 2-0-2  Armoni-Kontrupuan- Eslik IV 2-0-2
Geleneksel Tiirk Sanat Miizigi 2-0-2  Geleneksel Tiirk Sanat Miizigi Uygulamasi 0-2-1
Egitim Miizigi Dagari 2-0-0  Calgi Bakim Onarim Bilgisi 0-2-1

4. Sinif alan egitimi dersleri
VILYARIYIL T-U-K  VILYARIYIL T-U-K
Ozel Ogretim Yontemleri IT 2-2-3  Egitim Miizigi Besteleme 2-2-3
Piyano VII 1-0-1  Piyano ve Ogretimi 1-0-1
Bireysel Calgi VII 1-0-1  Bireysel Calgi ve Ogretimi 1-0-1
Tiirk Miizigi Cok Seslendirme 1-0-1  Orkestra Oda Miizigi ve Yonetimi 1-2-2
Orkestra Oda Miizigi 111 0-2-1  Okul Oncesi Miizik Egitiminde G.Yaklasimlar 0-2-1
Koro VI 2-2-3  Koro ve Ydnetimi 0-2-1
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Abstract: In this study, it was aimed to examine the perception of emergency remote teaching in the emergency remote
teaching process carried out in higher education institutions during the pandemic process in the context of the perception
of emergency remote teaching, roles in the emergency remote teaching process, the advantages and disadvantages aspects
in this process and the measurement and evaluation process according to the opinions of students, faculty members and
educational managers. For this purpose, survey forms were conducted with five students, faculty members and
educational managers. Phenomenology method, one of the qualitative research methods, was used in the study. The data
obtained were analyzed using content analysis technique. As a result of the analysis, it was seen that students evaluated
emergency remote teaching spatially by associating it with the concepts of difference, freedom and distance, while faculty
members and managers mostly looked at emergency remote teaching under the dimension of access to information. All
three stakeholders in the study group stated that the most positive aspect of emergency remote teaching is that it provides
access to resources such as the ability to watch the courses afterwards and access to documents at all times.

Keywords: Emergency remote teaching, phenomenology, higher education, student, faculty member and educational
manager

07z: Bu galigmada pandemi siirecinde yiiksekogretim kurumlarinda yiiriitiilen acil uzaktan 6gretim siirecinde 6grenci-
akademisyen ve yoOnetici goriislerine gore uzaktan 6gretim algisi, uzaktan ogretim siirecindeki roller, bu siiregteki
zorluklar ve kolayliklar ile 6lgme degerlendirme siireci ve uzaktan 6gretimin gelecegine iliskin algilarmim karsilastirmali
olarak incelenmesi amaglanmistir. Bu amag¢ dogrultusunda beser ogrenci, akademisyen ve egitim yoneticisi ile
goriismeler gergeklestirilmistir. Calismada nitel aragtirma yontemlerinden fenomenoloji yontemi kullanilmistir. Elde
edilen veriler icerik analizi teknigiyle analiz edilmistir. Analizler sonucunda 6grencilerin uzaktan 6gretimi farklilik,
ozgiirliik ve uzaklik kavramlariyla iligkilendirerek mekansal olarak degerlendirdikleri, akademisyen ve yoneticilerin ise
daha ¢ok bilgiye erisim yolu boyutu altinda uzaktan 6gretime baktiklari goriilmiistiir. Caligma grubundaki her ii¢ paydas
da uzaktan 6gretimin en olumlu yoniiniin derslerin sonradan izlenebilmesi, dokiimanlara her daim ulasim gibi kaynaklara
erisim imkan1 saglamasi olarak belirtmistir.
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Introduction

In general, remote teaching refers to a teaching environment
structured on environments where teachers and students are
separated in terms of time and space (Kaya, 2002, p. 11; Moore
& Kearsley, 1996, p. 6; Verdiun & Clark, 1989, p. 24). Remote
teaching, which first started in 1728 with mail (Holmberg,
1995, p. 47; Isman, 2008, p. 3), has started to change its form
by utilizing mass media such as radio, television, cinema and
the internet over time with the developing information and
communication technologies. In social life, some individuals
with disabilities, lack of financial means, distance to
educational institutions and similar disadvantages cannot
benefit from formal education. In addition, formal education
may be interrupted when unexpected situations such as
epidemics, migration, war and natural disasters occur. In this
case, urgent distance education applications are put into action.
Emergency distance education, on the other hand, refers to the
situation in which the normal education process ends in crisis
and disaster situations and the sudden transition to an
alternative education process without a plan and program
(Hodges et al., 2020).

With the emergence of the Covid-19 pandemic, schools
were closed in many countries around the world and it was
reported that 1 billion 750 million students were affected by

this process (UNESCO, 2020). After the first Covid-19 case
was reported by the Ministry of Health on March 11, 2020 in
Turkey, the Council of Higher Education (HEC) decided on
March 23, 2020 that education and training activities in
universities will continue with emergency remote teaching
(HEC, 2020a). Following this decision, many Higher
Education Institutions in Turkey started the emergency remote
teaching process as of March 30, 2020. Higher education
institutions that have started compulsory and emergency
remote teaching and are inexperienced in this regard have
sought an alternative and effective teaching tool using online
platforms such as Moodle, Microsoft Teams, Zoom, Google
Meet, Adobe Connect, Gmail, and Collaborate. It is clear that
many higher education institutions that try to adapt to
emergency remote teaching unpreparedly face some problems
in many aspects such as infrastructure, equipment and
implementation of the educational process.

As a result of the evaluations made by HEC on June 4,
2020 regarding remote teaching, the rate of courses that can be
taught by remote teaching in formal education was increased
from 30% to 40%, and it was recommended that at least 10%
of the courses in formal education be given by remote teaching
methods (YOK, 2020b). As of the fall semester of the 2021-
2022 academic year, it was decided to switch to face-to-face
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education in formal education programs at universities and it
was stipulated that theoretical courses in formal programs can
be given face-to-face or at certain rates by remote teaching
according to the course of the pandemic (YOK, 2021).
Remote teaching activities are still being carried out in many
higher education institutions that conduct formal education
within the rates determined by YOK.

When the relevant literature is examined, it is revealed that
research on the evaluation of remote teaching has increased
considerably during the pandemic period. These studies
revealed the following findings in remote teaching: faculty
members lack the skills to use information and communication
technologies (Dubey & Pandey, 2020; Goh & Sandars, 2020),
learning and teaching resources are scarce (Crawford, et al.
2020; Sahu, 2020), applied courses are not suitable for remote
teaching (Mahdy, 2020; Topugz, et al. 2021; Yolcu, 2020), low
motivation of students (Rajap, 2020), technical problems
(Adnan & Anwar, 2020; Altun Ekiz, 2020; Atilgan, et al.
2020), insufficient student-lecturer interaction (Abbasi, et al.
2020; Atilgan, et al. 2020; Yolcu, 2020), and problems in
assessment and evaluation (Bozkurt, 2020; Adigiizel, 2020;
Eroglu & Kalayci, 2020).

It is seen that studies on emergency remote teaching
processes during the pandemic in higher education institutions
in Turkey mostly focus on the views of higher education
students (Akdemir & Aktas, et Al. 2020; Altun Ekiz, 2020;
Kilig, 2020; Mahdy, 2020; Ramos-Morcillo, et Al. 2020;
Sergemeli & Kurnaz, 2020; Stambekova, et Al., 2021; Topuz
et Al,, 2021; Yagan, 2021; Yilmaz, 2020; Yolcu, 2020). It can
be claimed that studies analyzing the opinions of faculty
members about emergency remote teaching during the
pandemic period are relatively few in number compared to
studies examining student opinions (Almaghaslah & Alsayari,
2020; Altinpulluk, 2021; Elberkawi, et Al. 2021; Eycan &
Ulupinar, 2021; Kog, 2020; Kurnaz & Sercemeli, 2020). In the
studies of Karadag, et al. (2021) and Korkmaz, et al. (2021),
faculty members' and students' opinions were evaluated
together. It can be said that there are very few studies in which
the views of important stakeholders such as faculty members
and students are evaluated together. Ozdogan and Berkant
(2020) evaluated remote teaching activities within both the
Ministry of National Education and the YOK and included the
opinions of Provincial Directorate of National Education
officials, educational ~ managers,  teachers, school
psychological counselors, faculty members, students and
parents. Navickiene et al. (2021) aimed to determine the
qualitative changes in remote teaching due to the pandemic
and evaluated the problems arising in terms of educational
managers, faculty members and students by conducting semi-
structured interviews with 15 people including rectors, deans
and department chairs.

When the studies in the literature are evaluated in general,
it is seen that the studies aimed at identifying the problems
related to emergency remote teaching in higher education
during the pandemic are mostly addressed within the scope of
the opinions of students and faculty members; there are only a
small number of studies addressing the opinions of educational
managers. In addition, there is no study in which the views of
educational managers, faculty members and students are
evaluated together. Studies related to the emergency remote
teaching process carried out in higher education, including the
views of educational managers, faculty members and students
involved in the education process together will enable the
problems that arise in the functioning of the emergency remote

teaching process to be identified from different perspectives.
Suggesting solutions to the problems put forward from
different perspectives is extremely important in terms of
ensuring success and quality in emergency remote teaching.
Feedback from students, faculty members and educational
managers can help identify the shortcomings and difficulties
in the emergency remote teaching process. This feedback can
be used to improve the process by identifying the problems
encountered in emergency remote teaching. Students' opinions
are important in determining the difficulties, needs and
expectations they face in the emergency remote teaching
process. Students' views on access difficulties, technological
barriers, suitability of learning materials and support systems
can help make the education program more appropriate and
accessible. Faculty members' views on emergency remote
teaching can be used to improve teaching methods and provide
a more effective learning environment. The views of
educational managers can help evaluate the strategic aspects
of the emergency remote teaching program. In this respect, the
views of these three stakeholders are important.

The aim of this study is to examine the emergency remote
teaching process carried out in higher education institutions
during the pandemic period according to the views of students,
faculty members and educational administrators. Within the
framework of this general purpose, the sub-objectives of the
study were determined as follows:

H1. How are the perceptions of the emergency remote
teaching process carried out during the pandemic
period compared to the views of students, faculty
members and educational administrators?

H2. How are the roles related to the emergency remote
teaching process carried out during the pandemic
period compared to the views of students, faculty
members and educational administrators?

H3. How are the perceptions of the most difficult and
easiest aspects of the emergency remote teaching
process carried out during the pandemic period
compared to the views of students, faculty members
and educational administrators?

H4. How are the perceptions of the assessment and
evaluation process in the emergency remote teaching
process carried out during the pandemic period
compared to the views of students, faculty members
and educational administrators?

H5. How are the perceptions of teachers, faculty members
and educational administrators about the future of
emergency remote teaching comparatively?

Method
Research Model

In this study, the phenomenological approach is adopted as one
of the qualitative research types. The main reason for choosing
this method is the desire to determine the opinions of students,
faculty members and educational managers regarding the
emergency remote teaching process carried out in higher
education institutions during the pandemic. Because in
phenomenological approach, the individual's experience of a
subject or situation is important (van Manen, 2007, p.12).
Rose, et Al. (1995) define phenomenology as an approach
adopted to describe individuals' expressions of their
experiences, perceptions, perspectives and feelings about a
phenomenon.
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Table 1. Participant demographics

g?)l;ltécll\ll)aalzte Gender Field of Study Before th;l}:’andemlc After th;e) Il::andemlc
Ahmet Male Social Studies Yes No
;E; Mehmet Male Social Studies Yes No
] Ela Female Social Studies Yes No
7 Lale Female Social Studies No Yes
Nergis Female Social Studies Yes No
Nevra Female Social Studies No Yes
z E Firat Male Social Studies Yes Yes
3 £ Eren Male Science No Yes
= S  Dolunay Female Social Studies No Yes
Kayra Male Science No Yes
= . Ekin Male Science Yes Yes
_5 & Sezen Female Social Studies No No
§ % Belgin Female Science Yes Yes
s Selim Male Social Studies No Yes
= Bilge Male Social Studies Yes Yes

Study Group administrators had emergency remote teaching experience

Within the scope of the study, maximum variation sampling
methods were used among purposive sampling methods. The
purpose of selecting maximum variation sampling is to create
a relatively small sample and to reflect the diversity of
individuals who may be parties to the problem being studied
in this sample to the maximum extent (Patton, 1987).
Maximum variation sampling is a sampling strategy in which
researchers include individuals or situations that differ
according to some of their characteristics and qualities
(Creswell, 2020). Within the scope of this study, participants
from different professions (students, faculty members and
educational administrators), gender, professional seniority and
fields were determined in order to ensure maximum diversity
in the study group. Since it is important to reach data saturation
rather than saying a clear number before determining the study
group in qualitative research, the data collection process was
terminated when data saturation was reached after the
interviews were conducted with the participants who met the
inclusion criteria (Leininger, 1998). The study group of the
research consists of students, faculty members and educational
managers involved in the emergency remote teaching process
during the COVID-19 pandemic at a higher education
institution in the Black Sea Region. In the study, five people
from each of the three stakeholders were included to ensure the
diversity of individuals who could be a party to the problems
related to the emergency remote teaching process. Three of the
students are 2nd year students and two are 3rd year students.
The students are studying in various departments of social
sciences. Three of them are female and two are male. Faculty
members are classified according to their professional
seniority as one between 1-5 years, two between 5-10 years,
and two between 10-15 years. Three of them are female and 2
of them are male. Two faculty members are specialized in
social sciences and three faculty members are specialized in
science. Three of the administrators are male and two are
female. Two administrators specialized in science-related
fields while three administrators specialized in social sciences.
According to their professional seniority, the tenure of three
administrators is between 5-10 years, while the tenure of two
administrators is between 10-15 years. In addition, when
classified according to their emergency remote teaching
experience before the pandemic, it was seen that one of the
students, all of the faculty members and four of the

before the pandemic. The real names of the participants were
kept confidential and they were included in the study using
different names so as not to be associated with their own
names. Detailed information about the participants is given in
Table 1.

Data Collection Tool and Analysis

Survey forms consisting of open-ended questions were
developed to enable participants to evaluate the emergency
remote teaching process carried out in higher education
institutions during the pandemic process. Survey forms were
prepared as three separate forms for students, faculty members
and educational managers. During the development of the
questions, the literature was scanned and the titles and contents
that may be relevant were determined. In this context, a
question pool was created and the questions to be included in
the survey form were discussed and decided among the
researchers. The draft form was updated into a final edition by
taking expert opinions.

In the data collection process, first of all, the students,
faculty members and educational manager to whom the survey
form would be sent were determined and these people were
tried to be reached via e-mail and digital media. The people
reached were explained the purpose of the study and the
research process explaining the data collection method and
asked to fill out the survey form. Alternative participants with
the same characteristics were found and survey forms were
continued to be sent instead of the participants who did not
return or who stated that they were not available. Participants
who agreed to participate in the study were given a one-month
period to answer the questions. Participants who did not
respond at the end of the process were reminded.

The data obtained from the survey forms with the
participants were analyzed by the content analysis method.
Content analysis refers to an effort to reduce and make sense
of voluminous qualitative data in order to identify key
consistencies and meanings (Patton, 2014). Within this
framework, the data collected in the study were divided into
codes and categories by the researchers and presented under
certain headings, supported by direct citations. In qualitative
data analysis, the competence of the researcher conducting the
analysis is important for validity and reliability (Krefting,
1991). The researchers who analyzed this study consisted of
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individuals who have qualitative research experience, are
experts in the field of social science and have a good command
of the cognitive characteristics of the study group. Therefore,
it can be said that the researchers are competent in conducting
and concluding the research based on their previous studies
and publications. However, the verifiability of the collected
data is another important consideration. In this context, the
qualitative data were transcribed at the first stage and analyzed
by a researcher. In order not to be limited to the personal
comments of the coding researcher, the codes and themes
obtained were discussed with other researchers, and the
participant views were repeatedly reviewed. The results
obtained from the qualitative data were confirmed by taking
the opinion of another expert outside the study about the
coding process and codes. According to Miles et al. (2014), it
is stated that the process of calculating inter-coder reliability
in inductive content analysis harms the nature of the qualitative
study. Instead, it is stated that the whole process should be
explained in detail (which codes and themes were changed and
how, which codes and themes were differentiated until
consensus was reached and how this distinction was unified in
common opinion, etc.). In this study, the content analysis
process was explained in detail.

Results

The findings obtained within the scope of this study, which
was carried out to evaluate the emergency remote teaching
applied in higher education institutions during the pandemic
process in the student-faculty member and educational
manager triangle, are given under subheadings related to six
subproblems.

A Comparative Analysis of Participants' Views on Their
Perceptions of “Emergency Remote Teaching”

Within the scope of the first subproblem of the study, the
participants' comparative views on "emergency remote
teaching perception" were analyzed and the findings are
presented in Table 2.

When Table 2 is examined, it is seen that the themes
created within the scope of student opinions are more when
compared to faculty members and educational manager.
However, it is seen that the views under the theme of "way of
accessing information" are more prominent in the views of
educational managers. than faculty members and students.
Regarding this finding, student Ela gave the following view:

Ela (S): "4 system of learning in freer spaces where there

is no physical contact, where communication is limited to

the virtual environment, squeezed behind screens."”

(Communication style, perception of space, psychological

reflections)

A Comparative Analysis of Participants' Views on “Roles
in The Emergency Remote Teaching Process”

Within the scope of the second subproblem of the study, the
comparative views of the participants on "the roles to be
fulfilled in the emergency remote teaching process" were
analyzed and the findings are presented in Table 3.

When Table 3 is examined, the codes of "active
participation” and "fulfilling responsibilities" come to the fore
for students, while the codes of "increasing students'
motivation" and "guiding students" come to the fore for faculty
members. The opinions of the educational managers were
collected under the themes of “communication process” and
“management process”. Regarding this finding, educational
administrator Selim stated the following:

Selim (EM): "In order for the emergency remote teaching
process to be carried out without any disruption, the
educational manager must plan the entire process before
the emergency remote teaching, then ensure that the
process is carried out effectively and efficiently, and check
whether the courses are conducted on time, completely and
in line with the goals/plans specified at the beginning by
operating the control mechanism in certain periods. In this
context, occasional technical problems in the emergency
remote teaching process make it difficult to follow/execute
the process." (Regular monitoring of the system, Providing
technical support)

Table 2. Participants' comparative views on "emergency remote teaching perception”

Theme Codes Participants
Course participation process Low interactive participation Ahmet (S)
. . Through the internet Mehmet (S)
The way to Access information Through electronic means Lale (S)
‘é Form of communication Limited communication Ela (S)
= Away from physical contact Ela (S)
S Difference Lale (S), Nergis (S)
Perception of space Freedom Ela (S)
Distance Nergis (S)
. . Lack of motivation Ahmet (S), Ela (S)
Psychological reflections Feeling stuck behind the screen Ela (S)
Via the computer Kayra (FM)
z5 The way to Access information Through electronic means Firat (FM), Eren (FM)
E £ Written Firat (FM)
S . Freedom Kayra (FM
= = Perception of space Flexibility Kazra EFM;, Dolunay (FM)
Perception of time Flexibility Dolunay (FM), Kayra (FM)
= Through the internet Ekin (EM), Sezen (EM), Belgin (EM)
g f:"o The way to Access information Through electronic means Belgin (EM), Selim (EM)
] Alternative Selim (EM), Bilge (EM)
S § Form of communication Online communication Ekin (EM)
5 Perception of space Freedom Selim (EM),
Perception of time Flexibility Selim (EM)
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Table 3. Participants' comparative views on the "roles to be fulfilled in the emergency remote teaching process

Theme Codes Participants
During the online  Active participation Ahmet (S), Mehmet (S), Ela (S), Lale (S)
- course To know how to use Office applications Ahmet (S)
= Doing assignments Ahmet (S), Mehmet (S), Ela (S)
5 Apart from online  Ful filling responsibilities Ahmet (S), Mehmet (S), Ela (S), Lale (S)
courses Keep up with course recordings Ahmet (S), Ela (S)
Turning broad time into an opportunity Ahmet (S), Nergis (S)
. To increase the motivation of students Nevra (FM), Eren (FM), Kayra (FM)
% 2 Evaluating students' feedback Nevra (FM), Eren (FM)
Q E For students Guiding students Nevra (FM), Firat (FM), Kayra (FM)
=~ = Communicating with students Nevra (FM), Firat (FM)
Being encouraging and supportive Nevra (FM), Kayra (FM)
Ensure coordination Ekin (EM)
E 5 The process of Informing Sezen (EM)
£ &  communication Must be tolerant Sezen (EM), Bilge (EM)
S g Management open to dialogue Ekin (EM), Belgin (EM), Bilge (EM)
é = The management Regular monitoring of the system Sezen (EM), Belgin (EM), Selim (EM)

Provide technical support

process Receiving feedback

Sezen (EM), Belgin (EM), Selim (EM)
Belgin (EM), Bilge (EM)

Table 4. Participants' comparative views on the on the "most difficult and easiest aspects of emergency remote teaching”

Theme Codes Participants
Communication gap Ahmet (S)
. Lack of motivation Ahmet (S), Lale (S), Nergis (S)
= Difficult Technical problems Ela (S), Lale (S)
= Jeatures Course attendance is low Lale (S)
S Inability to learn applied courses Mehmet (S)
Easy Ability to Access course recordings again  Ahmet (S), Mehmet (S), Ela (S), Lale (S), Nergis (S)
features Saving time Ahmet (S), Mehmet (S), Ela (S), Lale (S), Nergis (S)
Opportunity for self-improvement Ahmet (8S), Lale (S)
E Course attendance is low Nevra (FM), Firat (FM), Eren (FM), Dolunay (FM),
| Difficult Kayra (FM)
§ f'ed ures Lack of communication Firat (FM), Kayra (FM)
N Lack of feedback Firat (FM), Eren (FM)
e Assessment and evaluation process Dolunay (FM)
[;5 Easy Flexibility in time and space Nevra (FM), Eren (FM), Dolunay (FM), Kayra (FM),
features  Using online applications Nevra (FM)
Lack of communication Ekin (EM), Sezen (EM), Belgin (EM), Bilge (EM)
5 Technical problems Sezen (EM), Selim (EM), Bilge (EM)
& . Assessment and evaluation process Selim (EM)
= Difficult . . .
g features Preparing course mgtenal Belg¥n (EM)
= Course attendance is low Belgin (EM)
s Managing the online work flow Sezen (EM)
2 Lack of previous ERT experience Selim (EM)
§ Flexibility in time andspace Sezen (EM), Belgin (EM), Selim (EM), Bilge (EM)
E Easy Fast resource sharing Belgin (EM)
features  Following the lesson regularly Belgin (EM)
Using online applications Ekin (EM)

A Comparative Analysis of The Participants' Views on
“Conveniences and Difficulties in The Emergency Remote
Teaching Process”

Within the scope of the third sub-problem of the study, the
participants' comparative views on "the most difficult and
easiest features of emergency remote teaching (ERT)" were
analyzed, and the findings are presented in Table 4. When
Table 4 is examined, it is seen that the opinions of the students
under the theme of “easy features” come to the fore, while the
opinions of the faculty members and educational managers
under the theme of “difficult features” come to the fore.
Regarding this finding, faculty member Dolunay stated the
following:
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Dolunay (FM): "Making the lessons interactive and exam
evaluation were the areas where I had the most difficulty.
The easiest thing was that the lessons were uninterrupted,
independent of time and space."” (Course attendance is low,
Assessment and evaluation process, Flexibility in time and
space)

A Comparative Analysis of The Participants' Views on
“Assessment and Evaluation Process in Emergency
Remote Teaching”

Within the scope of the fifth subproblem of the study, the
comparative opinions of the participants regarding the
“assessment and evaluation processes in emergency remote
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teaching” were examined and the findings were presented in
Table 5.

When Table 5 is examined, it is seen that the students have
positive opinions about assessment and evaluation in
emergency remote teaching under the codes "evaluation with
assignment in education" and "performance grades are
motivating”, while they have negative opinions under the code
"cheating". In faculty members and educational manager
negative opinions under the “unfair” code come to the fore.
Faculty member Nevra commented on this finding as follows:

Nevra (FM): “Perhaps the most difficult or doubted issue

in the emergency remote teaching process is assessment

and evaluation. When online exams are conducted, it is
questionable to what extent students answer the questions

themselves, especially to what extent the exam result of a

student who does not turn on his/her camera during the
exam reflects the reality. On the other hand, when given
assignment, students can prepare good assignments with
their own efforts by making use of various sources. It is
difficult to study for the exam and to use only one's own
knowledge." (The subject I find most difficult).

A Comparative Analysis of The Participants' Views on
“The Future of Emergency Remote Teaching Process”

Within the scope of the sixth subproblem of the study, the
participants' comparative views on "the future of emergency
remote teaching" were analyzed and the findings are presented
in Table 6.

Table 5. Participants' comparative views on the “assessment and evaluation processes in emergency remote teaching”

Theme Codes Participants
Cheating Ahmet (S), Mehmet (S)
= ) No scope validit Ela (S
-°:’ Disadvantages Technoliogical di};ruptions during the exam Ela ES;
5 Assignment is over whelming Nergis (S)
Advantages Performance gradesare motivating Ahmet (S), Nergis (S)
Evaluation with assignment Ahmet (S), Mehmet (S)
Unfair Firat (FM), Eren (FM), Dolunay(FM)
25 Difficult issue Nevra (FM)
% 'E Disadvantages Inefficient Firat (FM), Kayra (FM)
s é’ Problems in practical exams Dolunay (FM)
Plagiarism in assignments Dolunay (FM)
Advantages I did not struggle Eren (FM)
—_ Unfair Ekin (EM), Sezen (EM), Belgin (EM),
g % Disadvantages Selim (EM), Bilge (EM)
= g’ Plagiarism in assignments Sezen (EM), Selim (EM)
= Advantages

Table 6. Participants' comparative views on the "future of emergency emergency remote teaching”

Theme Codes Participants
Can continue in theoretical courses Ahmet (S)
Optimist Can be used as a hybrid Ahmet (S), Ela (S), Lale (S), Nergis
- (S)
= Can be continued in elective courses Ela (S), Lale (S)
5 It should never be used Mehmet (S)
Pessimist Can only be usedfor self-improvement Mehmet (S)
It cannot replace formal education Ela (S), Lale (S)
Prevents socialization, should not continue Nergis (S)
5 Can continue in theoretical courses Firat (FM), Dolunay (FM)
= . Can be used as a hybrid Kayra (FM), Eren (FM), Firat (FM),
E Optimist Y Nezra EFM) (FM) (FM)
= It can be used in symposiumetc processes Nevra (FM)
i It can be used if everyone is economically equal Dolunay (FM)
§ It cannot replace formal education Firat (FM), Kayra (FM)
= Pessimist ~ Mis communication lead stounqualified Firat (FM)
education
g 5 Optimist Can be used as a hybrid Ekip (EM), Se;en (EM), Belgin (EM),
S Selim (EM), Bilge (EM)
S g Can continue in theoretical courses Belgin (EM)
== o It cannot replace formal education Ekin (EM), Sezen (EM), Selim (EM)
= Pessimist

Cannot be used in applied courses

Belgin (EM)
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When Table 6 is examined, it is seen that the opinions
under the code "It can be used as a hybrid" come to the fore in
the majority of the participants' opinions. In addition, "can
continue in theoretical courses" and "it cannot replace formal
education" are other noteworthy findings. Regarding this
finding, education administrator Belgin expressed the
following opinion:

Belgin (EM): “I think that there will be a hybrid education

system in the future. Courses suitable for emergency

remote teaching can continue to be given remotely. It can
continue to be used in theoretical courses, courses in which
computer programs are used. It cannot replace formal
education in application-oriented departments where
resources other than computers are used as materials."

(Can be used as hybrid, can continue in theoretical courses,

cannot be used in applied courses)

Discussion and Conclusion

In this study, which aims to evaluate various aspects of the
emergency remote teaching process carried out during the
pandemic from different perspectives, it can be said that the
opinions of the participants differed at some points and
emphasized similar issues at other points. In line with the first
subproblem of the study, it was concluded that students'
perceptions of emergency remote teaching were mostly shaped
under the dimension of space perception. Under this heading,
students expressed their perceptions of emergency remote
teaching as difference, freedom and distance. Similarly, in the
study of Aktas, et al. (2020), in which they investigated the
attitudes of students of sports science towards emergency
remote teaching during the isolation days caused by the Covid-
19 virus, students' views on emergency remote teaching focus
on the 'disappearance of time and space limits'. In the current
study, the perceptions of faculty members and educational
managers about emergency remote teaching are mostly under
the heading of 'way of accessing information'; 'through
computer', 'in electronic media' or 'accessing information in
writing'. In the study of Korkmaz, et al. (2021), in which
faculty members and students' views on the emergency remote
teaching process were evaluated, it is seen that the features of
the way of accessing information such as 'technological access'
and the opportunity to 'use different strategies, methods and
technologies' stand out among the views of faculty members
on emergency remote teaching.

According to the result obtained from the second
subproblem of the study, students perceived their roles in the
emergency remote teaching process in two different ways:
during and outside the online courses. In terms of roles during
the course, active participation is emphasized the most, while
outside the course, fulfilling assignment and responsibilities
and keeping up with course recordings are the most prominent
roles. Faculty members, on the other hand, emphasized the
roles they should fulfill only for the students in this process:
increasing their motivation and providing feedback to them.
The views of the educational managers were grouped under
two themes: communication and management process. It is
seen that they emphasized some skills such as being open to
dialogue in management, which indicates the importance of
mutual interaction and being tolerant in the communication
process. In the management process, it was found that they
thought more system-oriented and emphasized roles such as
monitoring this system and providing the necessary technical
support.

In the context of the fourth subproblem of the study, the
aspects that the participants found the most difficult and the
easiest in the emergency remote teaching process were
investigated. The students stated that the most difficult
situation regarding the emergency remote teaching process is
the lack of motivation. This result is similar to the results of
similar studies in the literature. Ozer and Turan (2021)
concluded in their study that emergency remote teaching leads
to a lack of motivation for students and is not suitable for
students' study habits. Similarly, in the studies of Akdemir and
Kili¢ (2020), Balaman and Tiryaki (2021), Bertiz, et al. (2023),
Mahdy (2020), Ozer and Turan (2021), Rajap (2020) lack of
motivation was shown among the problems arising in the
emergency remote teaching process. In the current study,
faculty members emphasized the most difficult situations as
the lack of active participation of students in the course and
educational managers emphasized the lack of communication.
In the findings of Bertiz et al. (2023) study in which they
evaluated the emergency remote teaching process by
interviewing 84 instructors, the lack of interaction was seen as
a weakness of remote teaching due to reasons such as the lack
of face-to-face interaction and the inability to use gestures and
facial expressions sufficiently. In the current study, the easiest
aspects were stated by students as the opportunity to access the
course recordings again, and by faculty members and
educational managers as flexibility in time and space. In the
study of Bertiz et al. (2023), independence from time and
space was seen as a positive situation in terms of remote
teaching according to faculty members.

According to the fifth problem of the research in which the
assessment-evaluation process was examined in the
emergency remote teaching process, the participants' opinion
that this process is unfair is predominant. Atilgan, et al. (2020)
found that exam security and technical problems are the main
problems related to the assessment and evaluation process in
emergency remote teaching. In the studies of Adigiizel (2020),
Bozkurt (2020), Eroglu and Kalayct (2020) it was also
revealed that assessment and evaluation in the emergency
remote teaching process is a problematic phenomenon.
Ozalkan (2021) emphasized that without a healthy and fair
measurement and evaluation for the trainees, it is out of the
question to control the functioning of the education system.
Therefore, it seems essential to take measures to ensure fair
measurement and evaluation in remote teaching. In the current
study, a few of the students who expressed positive views on
assessment and evaluation emphasized that performance
grades were motivating and that the assessment by assignment
process was fairer. A similar result was found in the study
conducted by Kiirtiincii and Kurt (2020).

In line with the last subproblem of the study, the opinions
of the participants about the future of emergency remote
teaching were examined. The opinions of all participants are
classified into positive and negative themes. The common
point emphasized in the positive views is that emergency
remote teaching and formal education can be used as a hybrid
or only in theoretical courses, while the negative views
emphasize that emergency remote teaching can never replace
formal education. Similarly, Abbasi (2020) surveyed 377
students studying at the faculty of medicine and dentistry in
Pakistan and found that students were more inclined to formal
education rather than emergency remote teaching. In addition,
Balaman and Tiryaki (2021), Mahdy (2020), Topuz et al.
(2021) and Yolcu (2020) and also revealed that emergency
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remote teaching can only be applied in theoretical courses and
is not suitable for applied courses.

Limitations of the Study

Within the scope of this research, the limited number of studies
conducted on the concept of emergency remote teaching in the
period when the research was conducted despite a
comprehensive literature review, and the possibility of giving
biased answers to some questions, due to the fact that some of
the study group are students, can be expressed as research
limitations.

Suggestions

When the results of the current research are compared with the
results of the research in the national and international
literature, it can be said that the problems experienced and
encountered in the emergency remote teaching process during
the pandemic period are similar. Nevertheless, in accordance
with the results obtained in the study, the following
recommendations can be listed:

¢  Emergency remote teaching should not be completely
abandoned, but it can be used in theoretical courses
depending on the course content.

e Based on the emphasis on ease of resource access,
online platforms can be used to allow students to
access course materials during emergency remote
teaching processes.

e In cases where emergency remote teaching is used,
process-based methods may be preferred in order to
carry out a fairer assessment and evaluation.

e  Group work and group assignments can be given to
ensure that students interact with their classmates.
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Genisletilmis Ozet
Amacg

Acil uzaktan 6gretim siireci ile ilgili yapilmis literatiirdeki
arastirmalar genel olarak degerlendirildiginde,
yiiksekogretimdeki acil uzaktan dgretim ile ilgili sorunlarin
tespitine yonelik ¢alismalarin biiyliik oranda 6grenci ve
Ogretim {iyelerinin goriisleri kapsaminda ele alindigi; egitim
yoneticilerinin goriislerinin ele alindig1 caligmalarin az sayida
oldugu goriilmektedir. Bunun yaninda egitim yoneticisi,
Ogretim iyesi ve Ogrencilerin goriislerinin bir arada
degerlendirildigi bir calismaya rastlanmamustir.
Yiiksekogretimde yiiriitiilen acil uzaktan 6gretim siireci ile
ilgili ¢alismalarda, Ogretim silirecine dahil olan egitim
yoOneticisi, 0gretim {iyesi ve 6grencilerin goriislerine bir arada
yer verilmesi, acil uzaktan d6gretim siirecinin isleyisinde ortaya
¢ikan sorunlarin farkli agilardan tespit edilebilmesine olanak
saglayacaktir. Farkli bakis acilartyla ortaya konan sorunlara
¢Oziim Onerilerinin getirilmesi acil uzaktan 6gretimde basari
ve kalitenin saglanmasi bakimidan son derece dnemlidir.
Bu c¢alismanin amaci, pandemi déneminde yiiksekogretim
kurumlarinda yiiriitiilen acil uzaktan 6gretim siirecini 6grenci,
akademisyen ve egitim yoneticilerinin goriislerine gore
incelemektir. Bu genel amag¢ ¢ercevesinde caligmanin alt
amagclar1 asagidaki gibi belirlenmistir:

1. Pandemi doneminde yiiriitiilen acil uzaktan 6gretim
siirecine iliskin algilar 6grenci, akademisyen ve
egitim yoneticilerinin goriislerine gore kargilagtirmali
olarak nasildir?

2. Pandemi doéneminde yiiriitiilen acil uzaktan 6gretim
stirecine iliskin roller 6grenci, akademisyen ve egitim
yoneticilerinin goriislerine gore karsilastirmali olarak
nasildir?

3. Pandemi doneminde yiiriitiilen acil uzaktan 6gretim
stirecinin en zor ve en kolay yonlerine iliskin algilar
Ogrenci, akademisyen ve egitim yoOneticilerinin
goriislerine gore karsilagtirmali olarak nasildir?

4. Pandemi doneminde yiiriitiilen acil uzaktan dgretim
siirecindeki 6lgme ve degerlendirme siirecine iliskin
algilar  6grenci,  akademisyen ve  egitim
yoneticilerinin goriislerine gore karsilastirmali olarak
nasildir?

5. Ogretmen, akademisyen ve egitim ydneticilerinin acil
uzaktan Ogretimin  gelecegine iliskin algilar
karsilagtirmali olarak nasildir?

Yontem

Bu aragtirmada nitel aragtirma tiirlerinden durum galismasi
kullanilmistir. Durum ¢aligmasi, smirli  bir  sistemin
derinlemesine  betimlenmesi ve incelenmesi  olarak
tanimlanmaktadir (Merriam, 2013). Creswell (2007)’e gore ise
durum c¢aligmasi; aragtirmacinin belli bir zaman ile
sinirlandirilmig bir ya da birden fazla durumu gozlem,
goriisme, gorsel-isitsel materyaller, raporlar, dokiimanlar gibi
coklu kaynaklardan yola c¢ikarak derinlemesine inceledigi
durumlarin ve bu durumlarla ilgili temalari tanimlandig1 nitel
bir arastirma yontemidir.

Calisma Grubu

Calisma kapsaminda amagli Ornekleme yontemlerinden
maksimum cesitlilik 6rneklemesi yontemleri kullanilmistir.
Maksimum cesitlilik drneklemesi se¢ilmesindeki amag goreli

olarak kiiciik bir 6rneklem olusturmak ve bu 6rneklemde
calistlan probleme taraf olabilecek bireylerin ¢esitliligini
maksimum  derecede  yansitmaktir  (Patton, 1987).
Arastirmanin ¢alisma grubunu, Karadeniz Bolgesindeki bir
yliksekogretim kurumunda COVID-19 pandemisi sirasindaki
uzaktan 6gretim siirecine dahil olan 6grenci, akademisyen ve
yoneticiler olusturmaktadir. Arastirmada uzaktan Ogretim
stirecine yonelik problemlere taraf olabilecek bireylerin
cesitliligini saglayabilmek adma her ii¢ paydastan beser kisi
calismaya dahil edilmistir.

Veri Toplama Araci ve Verilerin Analizi

Katilimeilarin pandemi stirecinde yiiksekogretim
kurumlarinda  yiriitilen  uzaktan  6gretim  siirecini
degerlendirmelerini  saglamak amaciyla anket formlari

gelistirilmistir. Anket formlar1 O6grenci, akademisyen ve
yonetici igin 3 ayri form olarak hazirlanmistir.

Verilerin toplama siirecinde; Oncelikle anket formunun
gonderilecegi  Ogrenci, akademisyen ve  yoneticiler
belirlenerek, bu kisilere e-posta ve dijital ortamlardan
ulastlmaya ¢alisilmistir. Ulasilan kisilere ¢alismanin amaci ve
veri toplama yontemini agiklayan arastirma siireci anlatilmig
ve anket formunu doldurmalar1 talep edilmistir. Doniis
almamayan ya da uygun olmadigini belirten katilimcilarin
yerine ayni Ozelliklere sahip olan alternatif katilimcilar
bulunarak anket formlari gonderilmeye devam edilmistir.
Katilimcilarla yapilan goriismelerden elde edilen veriler igerik
analizi yontemiyle analiz edilmistir. Igerik analizi, hacimli bir
nitel veriyi temel tutarliliklar1 ve anlamlari belirlemeye
yonelik veri indirgeme ve anlamlandirma c¢abasini ifade eder
(Patton, 2014). Bu c¢ergevede arastirmada toplanan veriler,
arastirmacilar tarafindan kodlara ve kategorilere ayrilmis ve
belirli basliklar altinda dogrudan alintilarla desteklenerek
sunulmustur.  Nitel veri analizinde, analizi yapan
arastirmacinin yetkinligi gecerlik-giivenirlik noktasinda 6nem
arz etmektedir (Krefting, 1991). Bu ¢alismanin analizini yapan
aragtirmacilar nitel aragtirma deneyimine sahip, sosyal bilim
alaninda uzman ve calisma grubunun bilissel 6zelliklerine
hakim bireylerden olugmaktadir. Dolayisiyla aragtirmacilarin,
aragtirmayl yiiritme ve sonu¢landirma noktasinda yetkin
oldugu daha onceki ¢alisma ve yaymlarindan yola ¢ikarak
sOylenebilir. Bununla birlikte toplanan verilerin dogrulanabilir
olmasi dikkat edilmesi gereken hususlardan bir digeridir. Bu
kapsamda nitel veriler ilk asamada transkript edilmis ve bir
arastirmaci tarafindan analiz edilmistir. Kodlama yapan
arastirmacinin kisisel yorumlari ile smirli kalmamak adina
elde edilen kod ve temalar iizerinde diger arastirmacilarla
tartigtlmig, katilimer goriiglerine tekrar tekrar bakilmigtir.
Arastirmanin disinda yer alan bir diger uzmandan da kodlama
stireci ve kodlarla ilgili goriis alinarak nitel verilerden yola
¢ikarak ulasilan sonuclar teyit edilmistir.

Bulgular

Pandemi siirecinde yiiksekdgretim kurumlarinda yiiriitiilen
acil uzaktan 6gretim siirecini 6grenci-akademisyen ve yonetici
tiggeninde degerlendirme amagli gerceklestirilen bu ¢aligma
kapsaminda elde edilen bulgular 6 alt probleme iligkin alt
basliklar halinde verilmistir.
e Caliymanin birinci alt problemi kapsaminda
katilimeilarin “acil uzaktan 6gretim algisi”’na yonelik
goriisleri incelenmistir.

136



N. Tepe, C. Tiirk & M. Ergiiney / Erzincan University Journal of Education Faculty, 26(1)

e (Calismanin ikinci alt problemi kapsaminda
katilimeilarin “acil uzaktan 6gretim siirecinde yerine
getirilmesi  gereken rollere” yonelik goriisleri
incelenmistir.

e (Calismanin {iglinci alt problemi kapsaminda
katilimeilarin “acil uzaktan 6gretimde en zorlanilan
ve en kolay bulunan yonlere” yonelik goriisleri

incelenmistir.

e Calismanin  dordiincii  problemi  kapsaminda
katilimeilarin = “acil uzaktan Ogretimde Olgme-
degerlendirme  siireglerine”  yonelik  goriisleri
incelenmistir.

e (Calismanin besinci alt problemi kapsaminda

katilimcilarin “acil uzaktan Ogretimin gelecegine”
yonelik gortisleri incelenmistir.

Sonug¢

Pandemi siirecinde ydiriitiilen acil uzaktan 6gretim siirecinin
cesitli yonlerini farkli bakis acilartyla degerlendirmeyi
amaglayan bu arastirmada katilimcilarin goriislerinin bazi
noktalarda ayristigi, yer yer ise benzer konulara vurgu
yaptiklart sOylenebilir. Caligmanmn birinci alt problemi
dogrultusunda Ggrencilerin acil uzaktan 6gretim algilarinin;
daha ¢ok mekan algis1 boyutu altinda sekillendigi sonucuna
ulagtlmistir. Bu baglik altinda 6grenciler acil uzaktan 6gretim
algilarina iliskin olarak; farklilik, 6zgiirliik ve uzaklik seklinde
goriis bildirmislerdir. Akademisyen ve yoneticilerin ise daha
cok bilgiye erisim yolu boyutu altinda uzaktan O6gretime
iliskin; bilgisayar aracilifiyla, elektronik ortamlarda ya da
yazili olarak bilgiye erisim seklinde degerlendirmeler
yaptiklar1 gorillmustiir.

Calismanin ikinci alt probleminden elde edilen sonuca gore
acil uzaktan Ogretim siirecinde 6grenciler rollerini; online
dersler esnasinda ve disinda olmak iizere iki farkli sekilde
algiladiklarint belirtmislerdir. Ders esnasindaki rollere iliskin
en ¢ok aktif katilim saglamaya vurgu yaparken, ders disinda
ise en ¢ok ddev ve sorumluluklar1 yerine getirmek ile ders
kayitlarini takip etmek seklinde rollerin 6n plana ¢iktig
goriilmektedir. Akademisyenler ise bu silirecte sadece
Ogrenciler icin yerine getirmeleri gereken rolleri belirterek;
onlarin motivasyonu artirmak ve onlara geri bildirimde
bulunmak  seklinde  vurgulamislardir.  Yoneticilerin
goriislerinin ise iletisim ve yonetim siireci olmak {izere iki
tema altinda toplandigi gériilmiistiir. Iletisim siirecinde
karsilikli etkilesimin nemini belirten diyaloga agik yonetim
ile bu siirecte toleransli olmak seklinde bazi becerileri
vurguladiklar goriilmektedir. Yonetim siirecinde ise daha ¢ok
sistem odakli diistindiikleri, bu sistemin takibini yapmak ve
gerekli teknik destek saglamak gibi rolleri vurguladiklar tespit
edilmistir.

Caligmanin ii¢iincii alt problemi baglaminda katilimeilarin
acil uzaktan 6gretim siirecinde en ¢ok zorlandiklar1 ve en kolay
bulduklar1 yonler arastirilmuigtir. Ogrenciler acil uzaktan
Ogretim siirecine dair en ¢ok zorlandiklart durumun
motivasyon eksikligi oldugunu belirtmislerdir. Bu sonug
literatiirdeki benzer c¢aligmalarin sonuglariyla benzerlik
gostermektedir. Akademisyenler en ¢ok zorlandiklar
durumlart; 6grencilerin derse aktif katilimmin az olmasi,
yoneticiler ise iletisim eksikligi olarak vurgulamislardir. Bu
siiregte en kolay yonler olarak ise 6grenciler tarafindan; ders
videolarma tekrar erigim imkani, akademisyen ve yoneticiler
tarafindan ise zaman ve mekanda esneklik olarak ifade
edilmistir.

Acil uzaktan &gretim siirecinde Olgme-degerlendirme
siirecinin  incelendigi  arastirmanin  problemine  gore
katilimcilarda bu siirecin adaletsiz olduguna yonelik goriis
agirlik gostermektedir. Olgme ve degerlendirmeye yonelik
olumlu sekilde goriis bildiren dgrencilerden birkagi kanaat
notlariin motive edici oldugunu ve 6dev ile degerlendirme
stirecinin daha adil oldugunu vurgulamislardir.

Calismanin son alt problemi dogrultusunda acil uzaktan
ogretimin gelecegi  hakkinda katilimcilarin  goriisleri
incelenmistir. Tiim katilimeilarin goriisleri olumlu ve olumsuz
temalar seklinde siniflandirilmistir. Olumlu goriislerde ortak
olarak vurgulanan nokta; uzaktan 6gretim ve orgiin 6gretimin
hibrit olarak ya da yalnizca teorik derslerde kullanilabilecegi
iken, olumsuz goriislerde ise uzaktan 6gretimin asla 6rgiin
Ogretimin yerini alamayacag1 6n plana ¢ikarilmustir.

Oneriler

Bu ¢aligmada elde edilen sonuglar dogrultusunda su oneriler
siralanabilir:

e  Uzaktan 6gretimden tamamen vazgegilmeyerek, ders
iceriklerine bagli olarak teorik derslerde kullanilmasi
saglanabilir.

e Kaynak erisimi kolayligina yapilan vurgudan yola
cikilarak hem yiiz yiize hem de uzaktan 6gretim
siireclerinde  &grencilerin ~ ders  materyallerine
erisebilmesi i¢in online platformlar kullanilabilir.

e Uzaktan 6gretim kullanildigr durumlarda daha adil
bir 6lgme degerlendirme gergeklestirebilmek igin
siirece dayal1 yontemler tercih edilebilir.

e Uzaktan Ogretim siirecinde yasanan iletisim
eksikligini giderebilmek igin tiim katilimcilarin
stirece dahil oldugu etkinlikler diizenlenebilir.

e Ogrencilerin smf arkadaslariyla  etkilesimini
saglamaya yonelik olarak grup calismalan
yapilabilir, grup ddevleri verilebilir.
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Abstract: 1n this study, it was aimed to improve the reading fluency performance of a primary school 3rd grade student
who has reading difficulties. This study was carried out in the spring semester of 2021 in the form of action research, one
of the qualitative research methods. First of all, in order to determine the student's current reading performance, texts at
his/her own grade level were read and the student's actual reading level and reading fluency problems were determined.
In order to determine the reading fluency levels of the students, the Prosodic Reading Scale was used together with the
the Informal Reading Inventory. After determining the current reading performance of the student, a 7-week action plan
was prepared and implemented, with two hours of lessons per week (three hours in the last week) and 15 lesson hours in
total. Within the scope of the action plan, reading texts at grade levels appropriate to the current situation of the student
were used. In order to improve the student's reading fluency performance, the fluent reading strategies specified in the
related literature were examined and in this study, repeated reading, paired reading and word drill techniques were used.
In addition, the parents of the student were interviewed at the end of the study and their opinions about their child's
performance were obtained. As a result, it was seen that the strategies and techniques used had a positive effect on every
component of reading fluency (accuracy, speed, prosody).

Keywords: Reading fluency, paired reading, word drill techniques, repeated reading, action research

07: Bu calismada okuma giicliigii yasayan bir ilkokul 3. smif 6grencisinin okuma akicilig1 performansinin gelistirilmesi
amaglanmustir. Caligma 2021 yili bahar yariyilinda, nitel arastirma yontemlerinden eylem arastirmasi seklinde
yiiriitiilmiistiir. Oncelikle 6grencinin mevcut okuma performansini belirlemek igin kendi simf seviyesinde metinler
okutulmus ve dgrencinin gercek okuma diizeyi ile akici okuma sorunlari belirlenmistir. Ogrencinin okuma akicilig:
diizeylerini belirlemek i¢in Yanlis Analiz Envanteri ile birlikte Prozodik Okuma Olgegi kullanilmistir. Ogrencinin mevcut
okuma performansinin tespitinden sonra haftada 2 ders saati (son hafta 3 saat) ve toplamda 15 ders saati olacak sekilde 7
haftalik eylem plani hazirlanmis ve uygulanmustir. Eylem plani kapsaminda 6grencinin mevcut durumuna uygun simif
seviyelerinde okuma metinleri kullanilmistir. Ogrencinin akici okuma performansini artirmak igin ilgili alan yazinda
belirtilen akici okuma stratejileri incelenmis ve bu g¢alismada tekrarli okuma, esli okuma ve kelime tekrar teknigi
kullanilmistir. Ayrica dgrencinin velisi ile de ¢alisma sonunda goriisme gergeklestirilmis ve ¢ocugunun performansi
hakkinda goriisleri almmustir. Sonug olarak, bu ¢aligmada kullanilan strateji ve tekniklerin okuma akiciliginin her
bilesenini (dogruluk-hiz-prozodi) olumlu yonde etkiledigi goriilmiistiir.

Anahtar Kelimeler: Akici okuma, esli okuma, kelime tekrar teknigi, tekrarli okuma, eylem ¢alismasi

Akyol, H., Gedik, O. & Turna, C. (2024). Developing reading fluency: An action research. Erzincan Universitesi Egitim Fakiiltesi Dergisi, 26(1), 138-150.
https://doi.org/10.17556/erziefd. 1385810

Introduction

most basic and important skills that all students are expected

Reading is a basic skill that affects an individual's life from the
early stages to the end. In other words, reading is a skill that a
person needs from childhood to death. Reading affects the
students' performance in not only verbal lessons but also
science courses. For example, Jordan, Kaplan, and Hanich
(2002) stated that students who have problems in reading are
also behind their peers in mathematics lessons. For this reason,
difficulties in reading and reading comprehension negatively
affect not only the course performance of students directly
related to verbal reading, but also their general academic
performance. The continuation of this situation, even if there
is no disability, will cause low academic performance and
consequently weakness in academic skills, negative learning
experiences and loss of motivation. Reading problems and
literacy-related problems that cannot be resolved in the early
stages continue into adulthood, resulting in low levels of
education, unskilled employment, and often unemployment
(Maughan et al., 2020). For this reason, reading is one of the

to acquire.

Reading, in its simplest form, is the process of making
sense of written symbols (Gough & Tunmer, 1986). According
to Akyol (2003), reading is seen as the process of constructing
meaning in an organized environment, based on interaction
between the author and the reader, in which prior knowledge
is used, in accordance with an appropriate method and
purpose.

As it can be understood from the definitions of reading,
reading basically consists of two main steps: decoding and
reading comprehension (Giildenoglu et al., 2012; Turna &
Giildenoglu, 2019). These two specified steps develop and
take place in a hierarchical order. However, it should be noted
that the main purpose of reading is reading comprehension
because every reading action that does not reach the meaning
cannot go beyond pronunciation. More precisely, in order for
a healthy reading process to function, the analysis must be
done smoothly, and the meaning must be reached by reading
the analyzed words fluently. From this point of view, fluency

* Bu arastirmanin bir kismm 12-14 Kasim 2021 tarihinde gerceklestirilen 19. Uluslararast Sinif Ogretmenligi Egitimi Sempozyumunda sozlii bildiri olarak
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emerges as a component that acts as a bridge between
decoding and understanding.

Reading fluency is defined as reading the words
encountered in the text without difficulty, that is, with the least
effort, with appropriate emphasis, intonation, and pauses at the
speaking rate (Zutell & Rasinski, 1991). In another definition,
fluent reading is defined as reading by paying attention to
punctuation marks, emphasis and intonation, avoiding
backtracking and word repetitions, avoiding spelling out and
unnecessary postures, paying attention to meaning units, and
performing as if speaking, (Akyol, 2010). In other words,
fluency is the vocalization of the texts/symbols in the text with
appropriate speed and accuracy with appropriate intonation
(Speece & Ritchey, 2005). Reading fluency, which consists of
three main components: speed, accuracy and prosody, is a
prerequisite skill required for reading comprehension (Hudson
et al., 2009; Klauda & Guthrie, 2008; Kuhn, et al., 2010;
Rasinski & Samuels, 2011). With reading fluency, instead of
giving meaning to the words in the text one by one, the whole
text is processed and the way to reach the meaning is opened.

Reading speed is the number of correct words an individual
reads in one minute. For this, the number of words read
incorrectly is subtracted from the total number of words read
in a minute, and thus the reading speed is determined by
reaching the correct number of words read in one minute
(Deeney, 2010). Reading speed can also be calculated by
dividing the total number of correctly read words by the total
reading time and then multiplying the division by 60 (Rasinski,
2010). Reading speed can increase through repeated readings
(Keskin & Akyol, 2014). A slow reading speed prevents a
healthy understanding of the relationships between word and
word groups and therefore, between sentences. Reading
accuracy is the correct reading/voicing of the words in the text.
Reading accuracy is expressed as the percentage value
obtained by multiplying the total number of correct words read
in the text divided by the total number of words by 100 (Akyol
et al., 2014, p. 10; Hudson et al., 2005; Rasinski, 2004). In
other words, reading accuracy is the ratio of correctly read
words to the total words. Accordingly, reading accuracy of
89% and below is considered as anxiety level, instructional
level between 90-94% and above 95% as independent level
(Rasinski & Hoffman, 2003). The inability to read the words
in the text significantly affects both reading speed and
comprehension, as it will cause them to be read again or the
meaning to differ. Prosody, on the other hand, is expressed as
the reading of the text in an appropriate tone with appropriate
emphasis and pauses (Keskin & Akyol, 2014).

When the related literature is examined, it is seen that there
is a positive relationship between fluency and reading
comprehension (Bastug & Keskin, 2012; Bjorn et al., 2016;
Cetinkaya et al., 2016; Kim, 2015; Klauda & Guthrie, 2008;
Yildiz et al.,, 2014). In other words, students who have
difficulties in fluency also have difficulties in reading
comprehension. For this reason, in order for reading to reach
its goal, first of all, if there are difficulties related to fluency,
they should be eliminated. Otherwise, the student who reads
very slowly, inaccurately and in an inappropriate tone will
spend her cognitive processes and attention on vocalization,
and it will be very difficult for him/her to reach the meaning.
However, students with reading difficulties often make
reading errors such as speed reading without attention,
skipping words, adding, and repeating (Akyol & Kodan,
2016). Methods such as paired reading, repeated reading,
structured fluent reading, choral reading, echo reading, and

word drill techniques are used to improve students' fluent
reading (Keskin & Bastug, 2013).

In this study, repeated reading, paired reading and word
drill techniques were used from fluent reading strategies. In the
literature, it is seen that each strategy and technique has
positive effects on reading fluency. However, the debate on
which strategy or technique is more effective continues (Tobin
& Hill, 2012). At this point, the issue of which strategy or
strategies will contribute more to students gains importance.
For this reason, an intervention program was created by
selectin three of the strategies that were found to be effective
in eliminating the reading problems of students with reading
difficulties by researching the relevant literature. In this study,
in order to improve reading fluency, it was deemed appropriate
to use the repeated reading strategy, which has come to the fore
in many studies (taking into account the student's situation).
Related studies in the literature also indicate that the repeated
reading strategy has positive effects on reading fluency and
thus contributes positively to reading comprehension
performance (Escarpio & Barbetta, 2016; Landa & Barbetta,
2014; Tam et al., 2006). Secondly, it was decided to use the
paired reading strategy, which allows students to read texts at
a higher level than their reading level (Vygotsy, 1978) and has
positive contributions to reading fluency (Topping et al., 2012)
and to students' reading motivation, self-esteem and teacher-
student relationships (Monteire, 2013). Finally, the word drill
technique (Berg & Lyke, 2012), which allows the learner to
quickly analyze the words and correct the incorrect words, was
chosen.

Repeated reading means having the reader read the same
text more than once. The aim here is to enable the student to
read the words in the text automatically without the need for
decoding (Burns & Wagner, 2008). Thus, with the gaining of
familiarity with the words in the text, a decrease in reading
errors and an increase in reading speed are expected. Although
there is no clear number of repetitions to be made, studies in
the related literature are generally done three times or until the
fluency criterion is met (Lee & Yoon, 2017; Musti-Rao et al.,
2009). Repeated reading is accepted as one of the most
effective methods in gaining reading fluency (O’Connor et al.
2007). Paired reading is simultaneous repetitions with a peer
or an adult. At this point, the point to be noted is that the spouse
should be a more competent reader than the reader. In this way,
the act of reading is performed at the same time. The word drill
technique, on the other hand, is the repetition of the words that
students misread during reading. In this technique, the teacher
makes the student read a text, and after reading, writes all the
words that the student misread on a card. The teacher presents
the words that the student misread as written on the cards one
by one. The teacher reads the word and the student repeats the
word. Each word that is read correctly is removed from the
table. The teacher repeats the operations until the student
correctly reads the words presented to him (Rosenberg, 1986).

In this study, it is aimed to increase reading fluency by
eliminating the reading difficulties of a third grade student who
has reading difficulties. Escarpio and Barbetta (2016)
examined the effect of repeated reading on reading fluency in
their study. As a result of the study, they concluded that
repetitive reading is more effective on reading fluency than
non-repetitive reading. Dotson-Shupe (2017) investigated the
effect of repeated reading strategy on reading comprehension
skills. As a result of the study conducted in the form of action
research, they found that the repeated reading strategy
improved reading comprehension skills. Kardas-isler and
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Sahin (2016) examined the effectiveness of the paired reading
strategy to overcome the reading difficulties of a primary
school student with reading difficulties and found that the
paired reading strategy improved the student's reading fluency.
Erdogan and Senocak-Kasranoglu (2017) examined the effect
of word drill technique on reading fluency in an action
research study. As a result of the study, they found that the
word drill technique made significant contributions to the
reading fluency of students with reading difficulties. In this
context, paired reading and repeated reading strategy and word
drill technique were used to increase the student's reading
fluency. For this purpose, answers to the following questions
will be sought:

1. How was the current situation among the students’
reading speed, accuracy, and reading fluency skills
during the action plan process prepared and
implemented for the elimination of reading difficulties
and the development of reading fluency skills?

2. How has the student's reading speed improved during
the action plan process prepared and implemented for
the elimination of reading difficulties and the
development of reading fluency skills?

3. How has the student's reading accuracy improved in the
course of the action plan prepared and implemented for
the elimination of reading difficulties and the
development of reading fluency skills?

4. How did the student's reading prosody develop during
the action plan process prepared and implemented for
the elimination of reading difficulties and the
development of reading fluency skills?

5. What are the students' views on the reading activities
applied to develop reading fluency skills?

6. What are the views of the parents of the students about
the reading activities applied to develop reading
fluency skills?

Method
Research Model

This study was carried out using the action research model,
which is one of the qualitative research methods. Action
research focuses on development and improvement. Action
research, which integrates research and actions that include
different and multiple steps and have a flexible range of action
(Somekh, 2006), instead of a single method/technique, is the
definition of the problem, taking action/intervention to solve
the problems, seeing how successful the interventions are, or
it is a research model that includes retry processes (Giirgiir,
2016; O’Brien, 2001).

This action research was planned and continued with the
action research model designed by Whitehead and McNiff.
According to Whitehead and McNiff (2006), this model is an
internal circular design of the model by following the steps of
determining the initial level, piloting the process to plan the
process more controlled, reviewing the applications and
revisiting the application to continue from where it left off.
Then, the external circular design of the model was carried out
with the steps of observe, reflect, act, evaluate, review and
move in new directions. The action plan model is cyclically
presented in Figure 1.

In this study, which aims to increase the reading fluency
performance of a third grade student who has reading
difficulties, firstly, a preliminary assessment was made to

Developing reading fluency: An action research

determine the initial level and current performance. In the
analysis made for the pre-assessment, the reading accuracy of
the student was found to be the teaching level in the first grade
text. In the preliminary evaluations, it was decided to conduct
a pilot application with first-class texts in the meetings held
with the validity committee in order to plan the action study
and to clarify the initial level. In the pilot applications, each
session was re-analyzed with the "review" step, and it was
found that the first grade texts had an independent level
according to the Informal Reading Inventory. The intervention
program to be carried out was determined by holding repeated
meetings of the validity committee and by examining the
relevant literature, and an action plan was created with second-
class texts within the framework of the last internal cyclical
steps of the model, revisit and observe and reflect the external
cyclical steps. During the action process, a total of seven
weeks (three hours in the last week) and 15 hours of
intervention program was applied with the student for two
hours on two different days a week (Tuesday-Friday) and the
"take the action" step was fulfilled. The "review" step was
carried out by listening to the audio recordings of the texts read
with the student in each session, and the changes in the
student's reading fluency skills were reviewed in the process
through tables and graphics, and the process development
performance was presented in the findings of the research. In
order to carry out the "move to new directions" step, which is
the last step of the model, a process evaluation was made with
semi-structured interview forms with both the student and the
parent, and the action plan was finalized by making various
recommendations and directions for the student to be
successful in his academic life and in the development of
reading skills after the action study.

Characteristics of the Participant

Within the scope of the research, a pseudonym (Eren) was used
in order to conceal the identity of the participant studied in
order to develop reading fluency skills. Although Eren did not
have any reported disability, it was determined that he did not
have any mental disability as a result of the evaluations and
observations made by two separate special education experts.
However, as a result of the observations made, it was observed
that he did not experience any language problems.

Eren, a third year primary school student, attends a public
primary school. Eren's father works as a teacher at a public
school and his mother works as an academic at a public
university. Eren lives with his mother and father. His mother
stated that Eren had difficulties in doing his homework and
therefore, he did not like doing homework. It was stated that
although he did not have an intellectual disability, his attention
was quickly distracted while doing homework and during the
study hours. During the studies, attention was paid to keep the
door and window of the room closed in order not to distract
the participant, and that there were no distractions on the table
where the study was carried out.

Behavioral observations of his family were used. Although
the participant is calm and harmonious, he has a very social
personality. It has been observed that he initiates and maintains
communication. Eren, who continued his third grade in a
public school, completed his first and second grade education
in a private primary school. During the interview with Eren, it
was learned that he did not like his teacher at his former school
and therefore did not do/fulfill his school assignments.
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It has been observed that the participant has no deficiencies
in pronouncing sounds and recognizing letters, but he makes
mistakes in adding or subtracting sounds or syllables to the
words he reads, misreading, and leaning too much towards the
book during reading, so he cannot achieve the proper sitting
position. In addition, it was determined that the participant
made word recognition errors due to the fact that he read the
texts very quickly.

Study Environment

The study was generally carried out in an empty office at the
university on weekdays when the participant was available
(because the participant's mother was also an academic). Since
the participant had come to the working environment with his
mother many times before, he had no difficulties in getting
used to the environment. There were a table and two chairs in
the environment where the study would be conducted, and
there was no object or material that would distract the student.
Throughout the study process, a sensitive attitude was
displayed towards the parents by being in frequent contact with
their opinions, wishes and demands. It is thought that the
communication with the parents has a positive contribution to
the learning and teaching environment and process.

Data Collection Tools

In this study titled "Developing Reading Fluency: An Action
Research", the texts in the Ist, 2nd and 3rd Grade Turkish
Textbooks presented to the students by the Ministry of
National Education were used. In the study, voice recordings
were taken (with the approval of the family) in order to better
evaluate the reading performance of the student. Below are the
tools used with their details:

1. Reading Texts: Texts in Turkish Textbooks prepared by
the Ministry of National Education to determine the student's
reading performance and apply them in teaching were used. At
this stage, the student's parents were interviewed and attention
was paid to select texts from the books that the student did not
actively use as textbooks at school. In this way, it was assumed
that the possibility of encountering the text before the student
was eliminated. In addition, each selected text was shown to
an academician, who is a field expert, before the session and
his opinion was taken.
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2. Voice Records: In order to evaluate the reading
performance of the student participating in the study in each
session, the reading performances were audio recorded. In this
way, the student's reading speed, reading accuracy, mistakes,
etc. are identified more clearly.

3. The Informal Reading Inventory (Akyol, 2016), which is
one of the assessment tools including various dimensions to
determine and evaluate the situation about reading, consists of
a guide for word comprehension and percentage
determination. The inventory consists of four parts: error types
and symbols, word recognition level and percentage
determination guide, question scale and comprehension levels
table. Thus, it provides an opportunity to determine the level
of vocabulary, types of errors and reading comprehension
levels of the readers. With this inventory, three types of
reading levels are determined.

Independent Level: It refers to the child's ability to read and
understand materials appropriate to his/her level without the
need for the help of a teacher or other adult.

Instructional Level: It refers to the child's ability to read
and understand as desired with the support of a teacher or an
adult.

Frustration Level: It refers to the level at which the child
understands very little of what he reads and/or makes many
reading mistakes.

In the Inventory, the level of word recognition is at least
99%; those with 90% or more comprehension level are defined
as Independent Level, word recognition level between 91-99%
and comprehension level between 51-89% are defined as
Instructional level, word recognition level is defined as 90%
and below, and readers with 50% and below comprehension
level are defined as Frustration level.

4. Prosodic Reading Scale: In the study, the Prosodic
Reading Scale developed by Keskin, Bastug, and Akyol
(2013) was used to evaluate prosodic reading, which is a
subcomponent of fluent reading skills. In the 5-point Likert-
type scale consisting of 15 items, the lowest score for each
item is 0, the highest score is 4, and the highest possible score
is 60. In order for the prosodic reading to be considered
successful, the total score must be 50% or more (over 30
points).

5. Interview Forms: In order to evaluate the reading
process and to ensure social validity, semi-structured interview



questions were prepared by the researchers in order to make
the interviews with both students and parents more systematic.
The prepared questions were presented to three field experts
and given their final form after the necessary arrangements
were made with the feedback received. As a result, semi-
structured interview forms consisting of three questions were
created. In this context, the following questions were asked to
the student:

1. What do you think about the reading process we
conducted together?

2. 1 want you to remember the word drill cards and
repeated reading lessons we performed. How did these
studies that we did together affect your reading
development?

3. Were these reading exercises we carried out fun?
Would you like to continue the same reading studies
with me in the coming days?

The following questions were asked to the student’s

mother:

1. What do you think about the reading process we carried
out with your child?

2. How did the reading activities we carried out using
word drill and repeated reading techniques affect your
child's reading development?

3. How did these reading activities we carried out affect
your child? Would you like your child to continue the
same reading exercises with me in the coming days?

Data Analysis

In this study, which aims to develop reading fluency skills, the
data obtained from the voice recordings of each week related
to the development of reading fluency skill were used in the
process after determining the current situation with pre-
applications and pilot applications in the analysis of the data.
The Informal Reading Inventory was used to determine the
participant's reading performance. Reading speed and
accuracy were calculated with recorded sessions. In addition,
the student's prosodic reading performance was also evaluated
according to the Prosodic Reading Scale.

Action Process and Applications
Determination of Reading Fluency Level

In order to determine Eren's current reading level, firstly, the
texts suitable for his grade level were determined and used in
the pre-assessment process. Determining the reading level
took 2 lesson hours (80 minutes).

Eren, who was a third grader, was given a text called
"Sabunun Oykiisii" from the Turkish Textbook of third graders
and consists of 178 words. The reading time was recorded as
three minutes 17 seconds (197 seconds). He made a reading
error in 27 words in total. 24 of these errors were
adding/removing sounds or syllables to the word, and three of
them were skipping and passing errors. According to the
Informal Reading Inventory, the reading accuracy was 79%
and it was considered unsuccessful in word recognition
because it was below 91%. In this case, the reading
performance level of the student in the third grade text was at
the level of frustration. The prosodic reading performance of
the student was also evaluated with the voice recording. As a
result, prosodic reading performance was also below 50%. For
this reason, Eren was evaluated with another text at a lower
class level.

Developing reading fluency: An action research

Afterwards, Eren was given a text which is entitled "Efe
Tiyatroya Gidiyor", and consisting of 118 words in the second
grade Turkish Textbook. The reading time was recorded as one
minute 40 seconds (100 seconds). He made a reading error in
12 words in total. 10 of these mistakes are adding/removing
sounds or syllables to the word, two of them are skipping
mistakes. According to the Informal Reading Inventory, the
reading accuracy was 89% and it was considered unsuccessful
because the word recognition level was below 90%. In this
case, the student's reading level was at the level of Frustration.
The prosodic reading performance of the student was also
evaluated with the voice recording. As a result, prosodic
reading performance was also below 50%. For this reason,
Eren was evaluated with another text at a lower class level.

With the frustration level of the reading performance at the
second grade level, he was asked to read a text at the first grade
level, which is a subclass. In this context, the text called “Bay
Yavas” (Mr. Slow) consisting of 84 words in the first grade
Turkish Textbook was read. The reading time was recorded as
1 minute 25 seconds (85 seconds). He made a reading error in
seven words in total. Five of these errors were determined as
adding/removing sounds or syllables to the word, and two as
skipping errors. According to the Informal Reading Inventory,
the reading accuracy was 92%, and the student's reading level
was determined as successful at the instructional level,
according to the success percentage between 90-99%. The
prosodic reading performance of the student was also
evaluated with the audio recording. As a result, the prosodic
reading performance has also increased by 50%.

At the meetings held by the validity committee, it was
decided to conduct a pilot study with Eren. By using the first
grade level texts. Due to the shyness that Eren may experience
in the working environment, a 4-hour pilot study was
conducted with the participant. In this context, four different
texts selected from the textbooks were read to the students at
the first grade level. As a result of the evaluations carried out,
it was understood that Eren's reading accuracy level was at the
independent reading level and his prosodic reading was
successful in the last two applications of the first grade texts.
Therefore, it was decided to start the actual action practice with
the second grade texts.

Action Plan for Reading Fluency and Elimination of
Reading Errors

Although the participant, Eren, who was determined for the
study, was a third grader, his reading level was found to be at
the level of Frustration in the second grade in the pre-
assessment study. It was seen that Eren made a lot of addition
and subtraction errors while reading. It has been observed that
he often has difficulty in recognizing words, adding sounds or
syllables to words or removing them. In addition, he read
without emphasis and intonation, and without paying attention
to punctuation marks. As a result of the evaluations done with
the Informal Reading Inventory, the following studies were
carried out to eliminate the student’s reading errors and to
increase his reading fluency performance.

This study, which aims to increase reading fluency
performance, was carried out as two lessons (80 minutes) per
week (three lesson hours in the last week) to cover one lesson
hour on Tuesdays and Fridays. In other words, the action plan
was completed in seven weeks and 15 hours. In order to
improve reading fluency, the relevant literature was examined
and it was decided to use repeated reading, paired reading and
word drill techniques to improve reading fluency.
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In order to make Eren more ready for reading and to feel
comfortable, it was ensured that he got used to the environment
by chatting about the topics related to topics from his daily life.
In order for Eren to trust and approach the researcher sincerely,
the researcher introduced himself to Eren and had a little chat.
In addition, the researcher tried to increase the motivation of
the participant by saying that he would help the participant
while reading, that he would not get angry when he made a
mistake, that these studies did not have a note value and that
they should be quite comfortable, and that they would read
together with different techniques in order for their reading to
be successful and to gain fluency. Before starting the next
sessions, the researcher asked “How are you? How is school
going? Has anything important happened to you since we
talked?" By asking such questions, the student was relieved
and the studies started in this way.

The practitioner and participant sat opposite each other
around a table in an empty room. The practitioner said the
participant “Now I will give you a text. [ want you to read this
text aloud in a normal speaking tone. You can start when
you're ready." He gave the instruction and took one copy of the
text to be read in front of the student and the other in front of
him and started to work. The student's reading performance
was simultaneously recorded with a voice recorder. While the
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Figure 2. Example of
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student was reading the text, the practitioner followed him and
noted the words he read with difficulty or inaccuracy. Then, he
created word cards related to the text by writing the words that
the student read incorrectly or with difficulty on the pre-
prepared word cards.

After the student finished reading the text, these word cards
were read to the student. The practitioner provided assistance
where the student could not read or had difficulty. If there were
words that the student did not know the meaning of, their
meanings were also explained. This activity continued until the
student read each word fluently. After repeating the words
with the word cards, the practitioner said to the student, “Now
we will read the same text aloud with you at the same time. "If
you're ready, let's get started." As in the first reading process,
the practitioner followed the words that the student read
incorrectly or with difficulty. If different words were detected
from the first reading, they were added to the vocabulary cards
after reading. After the second reading was finished, word
repetitions were made through the word cards prepared with
the student. Then, for the third and final time, he said to the
student, “Now I want you to read the same text aloud once
more. You can start when you're ready." instruction was given
and the student was asked to read the text independently.

"b:jmncoélzl

created word cards
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Figure 3. Examples of word cards created for the second time on misread words
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Thus, the text was read three times in total, and one of them
was in pairs. Afterwards, before starting every other session,
the word cards created in the previous session were read, and
then The texts were started to be read. At the end of each
session, verbal reinforcers such as “You were great again,
Eren. You become more perfect in every lesson. Let's see.
High five" and reinforcers like reading medal were given to
increase the motivation of the student.

Results

In this section, the effectiveness of the activities and
techniques applied throughout the action plan to increase
reading fluency performance is evaluated. The first question of
the research was, "What is the current situation in the student's
reading speed, reading accuracy and reading prosody skills,
with the action plan prepared and implemented for the
elimination of reading difficulties and the development of
fluent reading skills?" The findings related to the question are
presented in Figures 1 and 2. In order to reveal the current
reading performance of the student, the texts were read starting
from her own grade level. The student's reading performance
at each grade level is presented in Figure 4.
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As seen in Figure 4, it is seen that the student reads 48
correct words per minute in the text read at the 3rd grade level,
his reading accuracy is 78%, and the prosodic reading level is
below 50% (31%). According to the Informal Reading
Inventory, the student's reading performance was at the level
of frustration. For this reason, text reading was started at the
second grade level, which is a subclass of the student. When
we look at the text reading performance at the second grade
level, it is seen that the student reads 71 words per minute
correctly, has a reading accuracy of 89%, and has a prosodic
reading performance of less than 50% (48%). In this case,
since the second grade reading level of the student was at the
level of frustration, the first grade text, which is a subclass, was
made to be read. Accordingly, the first-grade student read 52
correct words per minute. In addition, the reading accuracy
was 92% and the prosodic reading was 50%.

In the research, a pilot study was conducted to reveal the
current situation of the student by reading four different texts
at the first grade level. In Figure 5, the student's reading speed,
accuracy and prosody of the four texts are presented.
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Figure 4. Student's current reading performance
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Figure 5. The level of reading fluency skills of the student in the pilot application with first grade texts
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Figure 6. Student's reading speed development with the prepared and implemented action plan

As seen in Figure 5, the correct number of words read by
the student per minute is 62, 61, 68 and 73, respectively. The
word recognition percentages obtained in each session were
determined as 95%, 94%, 99% and 99%, respectively.
According to the Incorrect Reading Inventory, the student's
word recognition level in the first two texts was found to be at
the level of instruction, while the last two texts were at the
independent level. The reading prosody level was determined
as 50%, 50%, 56% and 56%, respectively, and it was found to
be prosodic as well. For this reason, the student's actual
practice was continued with the second grade level texts.

The second question of the research is as follows: "How
has the student's reading speed improved in the process of the
action plan prepared and implemented for the elimination of
reading difficulties and the development of fluent reading

skills?" Findings related to each session are presented in
Figure 6.

When Figure 6 is examined, it is seen that Eren's reading
speed has increased in general from the first application to the
last application, although there are occasional decreases.
While reading 47 words per minute were read in the first
session, it increased to 94 words in the last session. It is
thought that these declines are due to the student's low mood
or motivation that day. When we look at the graph in general,
it is seen that the student's performance has increased
significantly.

The third question of the research is as follows.: "How has
the student's reading accuracy improved during the action
plan process prepared and implemented to eliminate reading
difficulties and develop fluent reading skills?" The findings
related to the question are presented in Figure 6.
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Figure 7. The relationship between the implemented action plan and the student's reading accuracy
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Figure 8. The development of the student's reading prosody with the implemented action plan

As seen in Figure 7, the student's reading accuracy in the
first session is 82%. It is seen that the reading accuracy
increased during the following sessions and reached 99%
accuracy in four of the last five sessions.

The fourth question of the research is as follows: "How has
the student's reading prosody developed during the action plan
process prepared and implemented to eliminate reading
difficulties and develop fluent reading skills?" The findings
related to the question are presented in Figure 8.

According to Figure 8, it is seen that the prosodic reading
of the student has improved significantly. Reading prosody,
which was 44% in the first session, increased to 88% in the last
session. In addition, after the first five sessions, it is seen that
the prosodic reading of the student is consistently above 50%
(successful).

The fifth question of the research is as follows: “What are
the views of the student about the reading activities applied to
develop reading fluency skills? " The three interview questions
asked to the student and the student's answers are as follows:

“What do you think about the reading process we

conducted together?”

“I was extremely happy with my reading activities. My

reading accelerated because everyone says so. I loved it a

lot. I loved you too. Because you speeded up my reading.

You also gave me a reading medal because I came first.”

I want you to remember the word cards and repeated
reading lessons we performed. How did these studies that we
did together affect the reading development?

“I liked the word card quiz the most. The number of cards
was gradually decreasing, but I liked the card competitions
the most. I sped up by reading it over and over. Because |
finish my Turkish tests fast and I correctly answered all the
questions in my test yesterday. My reading lessons
increased (improved) my reading.”

Were these reading exercises we carried out fun? Would
you like to continue the same reading studies with me in the
coming days?

“I had so much fun. Please don't let these lessons end.

Because I just increased my reading speed. I love you very

much, if it continues, I will be very happy.”

When the answers given by the student to the interview
questions are examined, it is seen that the student is aware of
the increase in his reading speed. In this context, it is seen that
he can finish Turkish tests faster and his reading accuracy

increases. In addition, that the student enjoys the applications
very much is another point that draws attention.

The sixth and last question of the research, "What are the
parents' views on the reading activities applied for the
development of reading fluency skills?" The three interview
questions asked to the parents and their answers are as follows:

What do you think about the reading process we carried out
with your child?

“The reading practice you carried out differed from the
normal book-reading work we did at home in two ways.
The first is to improve my child's reading, to gain fluent
reading skills, etc. I did not have any knowledge about the
subject and I used to make the child read aloud by sitting
next to him constantly, thinking that the more books he
reads, the more he will improve. The other point was that I
could choose books with smaller fonts to motivate him by
showing that he could read books above his level. The fact
that your application process is gradual, systematic and
planned, and that you are working on more micro-texts,
increased the motivation at the time of reading and also
prevented the situations of withdrawal for later. At the
same time, I can say that the visibility of concrete outputs
in shorter time periods is a source of both participation in
action work and willingness to other reading areas. The
fact that my child's reading fluency skills did not develop
in the first two years of his primary school education
created a feeling of helplessness beyond sadness. I was
bringing him together with quality works, and I was
helping him choose and buy children's books from very
important publishing houses around the country. I was
doing regular reading hours. However, all this was not
enough for him to read fluently, so he couldn't help me feel
like a Hamster spinning in a circle. Therefore, it is difficult
for me to describe the state of being able to read without
any distress with just a feeling of happiness. More than
that, I don't know how to express more."

How did the reading activities we carried out using word
drill techniques and repeated reading affect your child's
reading development?

“Our individual reading studies gave way to silent reading

studies over time. Because when he read aloud, there could

be anger or intimidation at the slightest hang-up. When we
made repeated readings in shorter texts with your
suggestion in aloud readings, he could now see where he
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made a mistake in the next reading, and his reading
motivation increased as he accelerated on that text. 1
observed its most obvious effect in live lessons beyond our
individual studies. Under normal circumstances, when it
was his turn to read a question in live classes, he panicked
and delayed answering the question, using technical
failures as an excuse. However, as the work progressed, he
began to read and answer the questions fluently in the
lessons.”

How did these reading activities we carried out affect your
child? Would you like your child to continue the same reading
exercises with me in the coming days?

Now, the most important thing to read is to read aloud, so
he does not feel the anxiety he feels about attending the
lesson. He himself is aware of this development, and at the
end of the lesson or reading exercise, asks, "I read fast
now, you realize that, don't you?". I can say that this also
contributes to reading habits and reading comprehension
studies. Now he can choose a book from his library and
read that book. We, as parents, wish him to continue his
reading studies, being aware of the positive contributions
of this study.”

When the parents' views on the practice are examined, it is
seen that the parents are aware of the increase in their child's
reading performance. He stated that the systematic, planned
and progress of the study at the student's level increased the
motivation of the child and reduced the level of anxiety. She
also stated that she was aware of the mistakes his child made
while reading. The parent, who stated that another positive
effect of the increase in his child's reading performance was
during school lessons, observed that his child now reads
fluently and answers the questions. In addition, it is seen that
this situation guides the efforts of the parents regarding their
child, increases their own motivation and as a result, they are
happy with the development of their child.

Discussion, Conclusion and Recommendations

In this study, it was aimed to increase the reading performance
of a third grade student with reading difficulties by using
reading fluency strategies. The reading level of the student was
determined according to the Informal Reading Inventory, by
initially reading the texts from the student's own grade level
but shifting to reading the texts at the lower grade levels. As a
result of the evaluations, it was seen that the student was below
his own grade level. After the grade level was determined, an
action plan was created and the study started with the second
grade texts.

Due to difficulties in phonological skills and slow decoding,
the majority of students will lag behind their peers in reading
performance in the next school years (Zentall, 2014). This
shows that students' reading fluency skills should be developed
in the early period and reading difficulties should be
eliminated. One of the most recommended strategies to
overcome fluent reading difficulties is repeated reading (Gedik
& Akyol, 2022; National Reading Panel, 2000; Therrien &
Hughes, 2008; O’Connor et al., 2007). However, it will be
more effective to use repeated reading together with other
strategies and techniques, one of these other strategies is paired
reading and the other is the word drill technique, which allows
to correct errors during reading (Welsch, 2007). For this
reason, the three strategies mentioned in this study were used
together. In addition to the use of strategy, there are studies
showing that giving positive feedback and reinforcement to
students increases their performance and motivation

(Kostewicz & Kobina, 2011). For this reason, after each
session, the student was given both positive feedback and
reinforcement. Considering the findings of the study, the
interviews with the student also support this finding.

The student's reading performance, which was at the
instructional level in the first session, increased significantly
with the sessions, but finally the free independent level was
reached. It is seen that the strategies used have a significant
effect on increasing the reading speed from 47 words per
minute to 94 words per minute as a result of the as a result of
teaching. It is thought that the student gains speed, especially
with the repeated readings and the word drill technique. This
is because with repeated readings, the words that were difficult
to read at first became automatic both with the created word
cards and by re-reading the text, and the reader was able to
read the words fluently without the need for decoding. The
word drill technique is one of the important techniques that
help students with reading difficulties to read correctly due to
the repetition of the wrong or unreadable words until they are
read correctly with the help of the practitioner/teacher (Casey
et al., 2003; Chafouleas et al., 2004). In this way, the student
gains familiarity with the word and makes fewer mistakes
because he repeats the words he has difficulty with frequently.
The findings of the study also show that the student's reading
accuracy and word recognition skills improve. Studies in the
related literature also supported this view (Liu & Todd, 2016;
Saglam et al., 2020; Serrano & Huang, 2018; Strickland et al.,
2013; Uzunkol, 2013; Yilmaz, 2008). For this reason, it is
important to make frequent word repetitions with students who
have problems in word recognition and decoding. For
example, Erdogan and Senocak-Kasranoglu (2018) examined
the effect of word drill technique on reading fluency and
reading comprehension in their action study. According to the
findings of the research, they concluded that the word drill
technique increased reading fluency.

It is stated that the reading comprehension performance of
the readers who read by paying attention to the necessary
emphases and pauses while reading together with speed and
accuracy in reading is higher (Rasinski et al., 2009). In this
context, when we look at the findings on prosody, which is
another component of reading fluency, it is seen that the
participant received 50%, 50%, 55% and 55% scores
respectively in the pilot applications made with the 1st grade
texts and 44% in the last session from the 2nd grade texts that
were started to be implemented. It is seen that it reaches 88%
score. It is remarkable that the strategies and techniques used
in the study improved the student's prosodic reading as well as
speed and accuracy. It is thought that this situation is mostly
due to paired reading studies although repetitive reading and
word drill techniques are also effective. The reason for this is
that in paired reading, the practitioner reads by paying
attention to punctuation marks and emphases and becomes a
model for the student simultaneously. Accordingly, the student
has the opportunity to adjust his speed and emphasis according
to the practitioner, who is a better reader than himself.
According to Rasinski (2003), paired reading affects the
student's/reader's adjustment of rhythm, regulating speed, and
thus prosody all of which constitute the fluency. In addition,
paired reading also contributes to the reader's motivation,
enjoyment of reading, development of self-esteem and reading
by paying attention to punctuation marks. (Monteiro, 2013;
Zutell & Rasinski, 1991). Studies in the literature also show
that paired reading improves reading performance (Topping et
al., 2012; Yilmaz & Kadan, 2019).

147



Reading fluency is an important indicator of reading
comprehension, and therefore fluent readers seem to have
better reading comprehension performances (Bilge &
Kalenderolu, 2022; Ciuffo et al., 2017; Rasinski et al., 2011;
Yildirim et al., 2017). In other words, there is a positive
relationship  between reading fluency and reading
comprehension. Yildirim et al. (2017) examined the effect of
reading fluency on the reading comprehension performance of
4th-8th grade students and found positive relationships
between fluency and reading comprehension at each grade
level. In addition, it was found that contribution of fluency to
comprehension performance varies between 14-35%.
However, this predictive level increases in accordance with the
grade level. In the light of these findings, although reading
fluency is generally seen as an important skill to be acquired
in primary school, its importance gradually increases in the
following grade levels. For this reason, it is considered
important to solve the difficulties/problems existing in reading
fluency in the early period.

When all the findings are considered together, it can be
concluded that paired reading, repeated reading and word drill
techniques significantly affect each component of reading
fluency. It is also seen that the student's reading motivation
increases and he enjoys reading. The findings obtained from
the interview with the student also show that the student enjoys
the application process and is aware of the increased reading
performance. In addition, it is seen from the interviews with
the parents that the motivation of the student increased and the
self-confidence of not only the student but also the parent
himself increased. In the interview with the parent, it shows
that the student/child is aware of his development and the level
of anxiety has decreased. Similarly, Lee and Szczerbinski
(2021) found in their study that after paired reading activities,
parents' children read more and more types of books, their self-
confidence increased, and they began to enjoy reading more.

In addition to all these, these strategies and techniques,
which are very advantageous in terms of time and cost, can be
carried out in almost any environment as individual and group
studies. In addition, these and similar strategies and techniques
should be used not only in the classroom environment, but also
by families in the home environment, and the development of
the child should be supported. In addition, this study was
conducted with a single student with the three methods and
techniques mentioned above. These points stand out as the
limitations of the study. In future studies, it is recommended to
conduct studies with more students using different methods
and techniques.
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Abstract: The purpose of this study is to comparatively reveal what parents of both Syrian refugee and Turkish children
in a multicultural educational environment expect from preschool teachers in the context of inclusive education. This
study was designed as a phenomenology study from qualitative research designs. In this study, conducted using the
interview technique, the views of Syrian refugee and Turkish parents with preschool-age children on their expectations
from teachers in the context of inclusive education were examined. The study group consisted of 20 parents, 10 Turkish
parents and 10 Syrian refugee parents living in Gaziantep city centre, selected by snowball sampling method. According
to the results, it was determined that the expectations of Turkish and Syrian parents overlapped in some points, while in
some cases they diverged. When the parents' expectations from the teachers were analyzed, it was concluded that Syrian
refugee parents had expectations mainly related to language. In contrast, Turkish parents had expectations mostly related
to the affective characteristics of the teacher.

Keywords: Inclusive education, foreign children, parent expectations, preschool education

0z: Bu aragtirmanin amact, ¢ok kiiltiirlii bir egitim ortamimda yer alan hem Suriyeli miilteci hem de Tiirk gocuklarin
ebeveynlerinin; okul 6ncesi 6gretmenlerinden kapsayict egitim baglaminda neler beklediklerini karsilastirmali olarak
ortaya koymaktir. Bu ¢aligma nitel arastirma desenlerinden fenomenoloji galigmasi olarak tasarlanmustir. Goriisme
teknigi kullanilarak yapilan bu aragtirmada, okul 6ncesi egitim ¢aginda ¢ocugu olan Suriyeli miilteci ve Tiirk ebeveynlerin
kapsayict egitim baglaminda O6gretmenlerden beklentilerine yonelik goriisleri incelenmistir. Arastirmanin calisma
grubunu kartopu 6rnekleme yontemiyle segilen ve Gaziantep sehir merkezinde yasayan 10 Tiirk ebeveyn ve 10 Suriyeli
miilteci ebeveyn olmak iizere toplam 20 ebeveyn olusturmustur. Arastirmanin sonucunda Tiirk uyruklu ve Suriye uyruklu
ebeveynlerin beklentilerinin bazi noktalarda oOrtiistiigli goriliirken, bazi durumlarda ise ayristigi tespit edilmistir.
Ebeveynlerin 6gretmenlerden beklentilerine bakildiginda Suriyeli miilteci ebeveynlerin daha ¢ok dil ile ilgili; Tiirk

ebeveynlerin ise daha ¢ok 6gretmenin duyussal 6zellikleri ile ilgili beklentilerinin oldugu sonucuna ulasilmistir.

Anahtar Kelimeler: Kapsayici egitim, yabanci uyruklu ¢ocuklar, ebeveyn beklentileri, okul 6ncesi egitim

Oncel, G. & Akgiil E. (2024). Expectations of Syrian Refugee and Turkish parents living in Gaziantep from preschool teachers in the context of inclusive
education. Erzincan Universitesi Egitim Fakiiltesi Dergisi, 26(1), 151-161. _https://doi.org/10.17556/erziefd.1297298

Introduction

Inclusive education is a philosophy and practice based on
human rights, social justice, and a system of thought that
advocates for children with special needs to be educated with
their peers in regular classrooms. It was first used to educate
individuals with special needs in the Salamanca Declaration
(Dede, 1996). Mitchell (2015) extends this conceptual
framework and emphasizes that inclusive education goes
beyond children with disabilities and targets all children
needing exceptional support. Today, inclusive education is
accepted as an understanding that defends the equal right to
education for all students, considering differences in language,
religion, gender, culture, ethnicity, etc. Therefore, inclusive
education emphasizes the importance of providing
environments that enable each individual to receive education
under the same conditions as their peers (Education Reform
Initiative [ERI], 2016). Inclusive education, which includes
various aspects such as vision, curriculum, assessment,
teaching, learning, admission, access, support, resources, and
leadership, emphasizes the process of meeting the diverse
needs of all learners and promoting their participation in
learning, culture, and communication while reducing rejection
within the education system and minimizing attrition for all
children (Ehsaan & Shahid, 2016; Peng, 2008). Today,
inclusive education has become more than just about

mainstreaming students, including girls, migrants, refugees,
individuals with low socio-economic status, and religious and
ethnic minorities.

Inclusive education is essential in advocating that all
children receive education equally and exercise their rights
equally. Inclusive education will ensure that every child has
access to education and that discrimination between
individuals is eliminated (Oztiirk et al., 2017). Inclusive
education aims to provide equal opportunities for all children,
including those with special needs, and underlines the
importance of guidance and counselling programs in
supporting individual students (Pautina et al, 2020).
According to Ainscow and Cesar (2006), inclusive education
should take a much broader perspective, becoming a reform
that promotes diversity and aims to eliminate social exclusion.
The need for inclusive education to ensure full participation
and access to quality learning opportunities for all children,
including children with disabilities, is emphasized by
researchers, who also recommend developing strategies for
empowerment and skills development (Bombardelli, 2020).
The importance of teacher training and empowerment to
effectively support students with learning disabilities in
inclusive classrooms is emphasized (Prinsloo, 2001). In short,
the main goals of inclusive education are to provide equal
opportunities, eliminate social exclusion and support the
individual needs of all students in learning
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environments.Recently, especially since 2011, there has been
an increase in projects and practices for migrant students in
inclusive education practices in Turkey due to intensive
migration from Syria. In parallel with this, studies on inclusive
education have gained weight. Due to Turkey's long border
with Syria, there are a large number of Syrian migrants in some
provinces (Ozcan, 2018). The number of Syrians in Turkey is
stated as 3 million 622 thousand 486 people as of October
2022. The number of Syrian refugees living in Gaziantep is
464,599 (Refugees Association, 2022). In the early 2000s,
studies were carried out for individuals who were placed in
camps built in border regions. However, in the following
years, more comprehensive educational activities have started
for Syrian refugees who settled in various provinces of Turkey,
especially as of 2014 (Ozcan, 2018).

According to the statement made by the Ministry of
National Education on June 8, 2021, there are 35,707 Syrian
children in preschool education (Refugees Association, 2022).
Syrian children have access to all levels of education. In order
to ensure equality of opportunity in preschool education, many
institutions are working to ensure that Syrian children receive
education in the same environment as their peers. The Ministry
of National Education (MoNE) is one of the leading
institutions carrying out these efforts. MoNE's most well-
established work in this regard is the Inclusive Education
Project. Launched in 2011 with the support of UNICEF, the
project consists of three phases. The first phase includes the
support provided to Syrian teachers under the title "Training
of Syrian Teachers" (MoNE, 2017), while the second phase
includes the support provided to Turkish teachers under the
title "Training of Teachers with Foreign National Students in
their Classrooms" (MoNE, 2018). In the last phase, ten more
training modules were added to the projects with the support
of UNICEF and Erciyes University. Thus, the project became
more detailed and was developed under "inclusive education".
With the Inclusive Education Project, the professional
development of teachers was supported, as well as their social,
emotional and personality development. In this way, it was
aimed to provide a holistic education (MONE, 2022).

Education has a significant impact on the development of
countries. If developments are expected in a country regarding
politics, economy and society, it is necessary to address
education first. The first and essential education step is
preschool education (Baran et al., 2007). Children's
experiences in the preschool period determine their behaviours
towards school, learning and abilities, which in turn affect their
school success. Children with positive experiences in this
period develop positive attitudes towards learning, school and
their abilities. In case of negative experiences, on the other
hand, the child may develop problems that will affect his/her
entire educational life. In addition, it is known that children
who have negative experiences in this period have low self-
esteem, show low achievement in later life and exhibit more
behavioural problems. For a child to grow and develop healthy
and positive attitudes towards learning, it is necessary to create
an environment where quality cognitive stimuli, rich language
interactions, and positive social and emotional experiences are
offered to the child and the child's independence is supported.
This is only possible with a healthy family environment and a
qualified preschool education (MoNE, 2013). In addition,
teacher characteristics are one of the main determinants of
preschool education quality and children's development.
Children only explore and take advantage of learning
opportunities in supportive environments where they feel

valued, loved and safe. The most critical component of this
supportive environment is the consistent and secure
relationship between the teacher and the child (MoNE, 2013).

In Turkey, research on Syrian refugees and inclusive
education has been conducted with teachers, school principals
and parents (Bozkir et al., 2020; Calamak & Erdemir, 2019;
Durmus, 2022; ili, 2020; Ozcan, 2018; Ozoru¢ & Sigirtmag,
2020; Tanrikulu, 2017; Tastekin et al., 2016; Timkaya &
Copur, 2020; Unal & Aladag, 2020; Unay et al., 2021; Yalgin
& Simsar, 2020). Studies are also conducted abroad on Syrian
refugees and inclusive education (Brun & Shuayb, 2020;
Cohen, 2019; El-Jabali, 2019; Madziva & Thondhlana, 2017;
Stanek, 2017). These studies conducted in our country and
abroad are mainly aimed at revealing what the problems
related to inclusive education are and what the solutions to
these problems are.

Unal and Aladag (2020) conducted a study on expectations
regarding inclusive education with teachers working in
primary education institutions where it is implemented and
who have inclusive students in their classes. This study
determined the educational practices and problems for
inclusive students, teachers' expectations and solution
suggestions for inclusive education. Similarly, Yagan (2020)
included the opinions of teachers, foreign and Turkish students
and their parents about the everyday experiences and future
expectations of Turkish and foreign students. While the
expectations of Turkish and foreign students and their families
were evaluated comparatively in this study, the expectations
and opinions of teachers were also reached. Dogrul and Akay
(2019) included a study comparing Turkish and Syrian parents'
views and expectations regarding preschool education. In this
study, while the views of families from two different cultures
on preschool education were similar, there were differences in
their expectations for preschool education.

The literature emphasizes the importance of understanding
parents' expectations of teachers. Bikmaz and Giiler (2000)
found that parents in private and public schools expected
teachers to be loving, understanding, and compassionate, but
their expectations of teachers' professional characteristics were
low. Kupiec (2019) found that teachers often adopt an
instrumental model of cooperation with parents, imposing
principles on parents and expecting them to make efforts in
areas where they are not professionally prepared. Tatar and
Horenczyk (2000) investigated parents' expectations of
teachers. They found that mothers generally have higher
expectations of fairness, help and support than fathers and that
female students have higher expectations of help and
competence for their parents. Finally, Dozza and Cavrini
(2012) examined parents' perceptions of teacher efficacy. They
emphasized the importance of teachers' knowledge,
enthusiasm, and ability to motivate students, involve parents,
respect diversity, and manage the classroom effectively. The
findings regarding parents' expectations of teachers emphasize
the importance of understanding and meeting parents'
expectations for effective parent-teacher collaboration.

These studies also indicate that there has been a recent
increase in the number of Syrian children enrolled in preschool
education. It is seen that the studies conducted so far are
related to recommendations to teachers, teachers' perceptions
and attitudes, policies, family participation, administrators'
opinions, the experiences of Syrian children in preschool
classrooms and studies to understand the peer culture they
create, problems and interventions (Ozger & Akanser, 2019;
Sayan, 2022; Tuncer, 2020). When the relevant literature is
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examined, there are studies on parents' expectations from
preschool teachers and educational institutions (Cetinkaya et
al., 2021; Cui et al., 2016; Konca, 2020). However, there is no
comparative study on the expectations of families from
different cultures whose children receive preschool education
from teachers in the context of inclusive education. For this
reason, the purpose of this study is to comparatively reveal
what parents of both Syrian refugee and Turkish children in a
multicultural educational environment expect from preschool
teachers. Knowing what these parents expect from teachers in
the context of inclusive education will benefit teachers in self-
evaluation, evaluating all aspects of educational environments
and organizing teaching methods. In the study, the question
"What are the expectations of Syrian refugee and Turkish
parents living in Gaziantep from teachers in the context of
inclusive education?" was sought to be answered.

Research Model
Method

This study was designed as a phenomenology study from
qualitative research designs. A semi-structured interview
technique was used in the study. Semi-structured interviews
are a method that enables both fixed-choice answers and in-
depth exploration of the relevant field (Biiyiikoztirk et al.,
2022). In this study, which aims to examine parents'
expectations regarding inclusive education, this technique was
preferred for the participants to express their opinions in detail.

According to Lester (1999), phenomenological research
aims to understand subjective experiences and gain insight into
people's  motivations and  actions. Phenomenological
research is defined as an approach that seeks to understand the
meaning, structure and essence of lived experiences through
the participants' perspectives. According to Knaack (1984),

phenomenological research is conducted to explore subjective
experiences, gain insights, analyze root meanings, and
understand human behaviour from the participants'
perspective. In the current study, phenomenology was utilized
as it was aimed to reveal the expectations of parents from
families in the context of inclusive education through their
own subjective experiences and understandings.

Working Group

The study group of the research consisted of 10 Turkish and
10 Syrian refugee parents whose children attend preschool
education institutions in Gaziantep, and they were selected by
snowball sampling method. Some children attend an
independent state preschool, and some attend a preschool
within a primary school. In the snowball sampling method, a
reference person related to the subject of the study is selected,
and other people are reached through this person (Biernacki &
Waldorf, 1981). Preferring snowball sampling in research
provides advantages in terms of cost and efficiency and is a
valuable method for finding hidden populations (Johnson,
2014). Dragan and Isaic-Maniu (2012) state that snowball
sampling is helpful for minority populations and provides
flexibility in determining the sample size. Atkinson and Flint
(2001) emphasize that snowball sampling is adequate for
accessing hidden and hard-to-reach populations. The reasons
underlying the preference for snowball sampling in this study
are similar to the literature. Snowball sampling was preferred
because Syrian refugee families are in small groups; they tend
not to integrate with the majority of society due to their lack of
language skills, and it is not easy to interact with them because
they are not involved in the family participation process. The
study group was reached through the parents in the institutions
where one of the researchers worked.

Table 1. Demographic information of the parents participating in the interview
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TC1  Turkish Cook 44 Father High school Working 8000 tl 4 51 months No
TC2  Turkish Housewife 27 Mother License Not working  Not fixed 3 54 months No
TC3  Turkish Housewife 31 Mother High school Not working 7000 tl 2 50 months No
TC4  Turkish Housewife 30 Mother Middle school Not working 10000 tl 3 51 months No
TCS5  Turkish Housewife 34 Mother Associate degree Not working 10000 tl 1 4 years old No
YB1  Syrian refugee Housewife 35 Mother License Not working  Not fixed 2 5years old No
YB2  Syrian refugee Housewife 27 Mother Undergraduate student Not working Not fixed 2 67 months No
TC6  Turkish Housewife 36 Mother Associate degree Not working 9000 tl 2 53 months No
YB3  Syrianrefugee Housewife 37 Mother Primary school Not working Not fixed 5 70 months No
YB4  Syrian refugee Housewife 23 Mother Middle school Not working  Not fixed 5 63 months No
TC7  Turkish Teacher 32 Mother License Working Did not specify 1 64 months No
YB5  Syrian refugee Housewife 31 Mother License Not working 7000 t1 2 58 months No
YB6  Syrian refugee Freelance Accounting 41 Father Phd Working Not fixed 4 50 months No
YB7  Syrian refugee Freelance Accounting 36 Father Master's degree Working 20000 tl 2 57 months No
TC8  Turkish Housewife 34 Mother License Not working  Variable 2 63 months No
YB8  Syrian refugee Tailor 31 Father Primary school Working 6000 tl 5 5yearsold Yes
YB9  Syrian refugee Factory Worker 30 Father License Working Minimum 3 Syearsold Yes
YB10 Syrian refugee Housewife 35 Mother Primary education Not working  Did not specify 6 50 months No
TC9  Turkish Housewife 25 Mother Primary school Not working  Not fixed 2 65 months No
TC10 Turkish Housewife 44 Mother Primary school Not working 10000 tl 5 71 months No
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In Table 1, while T.C. refers to Turkish participants, SA
refers to Syrian refugee participants. Social support refers to
the economic assistance they can receive from municipalities,
aid organizations, associations or relatives.

Data Collection Tool

In this study, in which a semi-structured interview technique
was used, the interview form was developed by the researchers
based on the idea of inclusive education in preschool. The draft
form created by the researchers was finalized by a qualitative
research specialist and an early childhood education specialist
after receiving expert opinions. Then, a pilot study was
conducted on 2 participants, and it was decided that the
interview form was appropriate, the questions were
understandable, and the study duration was ideal (See
Appendix 2). Participants were also asked to complete a
demographic information form (See Appendix 1).

Data Collection

First, ethics committee permission from Hasan Kalyoncu
University was obtained (19.12.2022-27805). After the ethics
committee's permission, the informed consent form was sent
to the participants, and the volunteer participants were
identified. Interviews lasting 25-30 minutes were conducted
with each participant. These interviews were conducted face-
to-face at the participants' homes, at the participants'
workplaces and school. The interviews were recorded using a
voice recorder with the participants' permission. As a result of
the interviews, an average of 23 minutes of audio recording
was obtained for each participant. Participants were informed
that their names would be expressed with codes and that their
information would never be shared.

Data Analysis

In this study, the data collected through interviews were
transcribed, and then content analysis was used to analyze the
data. Biiyiikoztiirk et al. (2022) mentioned that there are
several methods related to content analysis. One is to capture
the vital information the interviewee wants to say and thus
ensure that only that information is included in the research.
Information that is not necessary and outside the subject of the
research is not included. In content analysis, an analytical
approach, the data obtained from the participants are
synthesized and relevant categories and themes are reached.
According to Ravindran (2019), the basic steps of content
analysis, such as data preparation, reading and reflection,
coding, categorization and theme development, should be
followed when analysing qualitative research. While
analyzing the data of this study, participants were first
assigned a pseudonym. Syrian refugee parents were assigned
pseudonyms such as YBI1 and YB2, while Turkish parents
were assigned pseudonyms such as TC1 and TC2. Then,
coding was carried out in line with the answers given by each
participant regarding the expectations; categories were formed
from these codes and themes were reached from these
categories.

Trustworthiness

The concepts of reliability and validity in quantitative research
are replaced by the concept of trustworthiness in qualitative
research.

Credibility, transferability, dependability, and
confirmability criteria provide the trustworthiness of the
research (Arastaman et al., 2018). In this study, tactics that
support the honesty of the participants were used (each
interviewee was allowed to refuse to participate in the
research). In this way, the research was conducted only with
participants who sincerely wanted to contribute to the data
collection process and were ready to offer their opinions of
their own free will.

Another factor is inter-coder reliability. The two
researchers in this study coded the data independently using
the same data set and then held a meeting to reach a consensus
on the coding. Different codes were discussed, and finally, a
consensus was reached. Thus, definitions were made more
precise. Dependability is another factor that strengthens the
study. In this context, the findings must be written as clearly
and in detail as possible for the study to be reproducible. In
this study, the detailed explanation of the research process
ensures this. Finally, regarding the sample size, the aim was to
reach data saturation in the research. The data obtained were
analyzed continuously, and when the responses started to
repeat each other, it was inferred that data saturation was
reached and the data collection process was terminated.

Limitations of the Study

The study's limitation is the need for an interpreter during the
interviews with foreign national parents and obtaining
information through translation. At this point, the possibility
of misunderstandings due to translation was included as a
limitation of the study since it is a situation that is not in the
researchers' hands.

Findings

This study, conducted to determine the expectations of Syrian
refugee and Turkish parents living in Gaziantep from
preschool teachers in the context of inclusive education,
reached three different themes. The first one is "expectations
for developmental areas," the second one is "expectations for
inclusive practices," and the third one is "expectations for
teachers' professional competencies." Table 2 shows the
themes and subheadings of these themes.

Expectations for Development Areas

In the interviews, three subheadings were reached in line with
this theme. These are expectations for self-care skills,
expectations for supporting social-emotional development and
expectations for language development. Regarding the
development of self-confidence, the parent coded YBS
expressed his expectation as "If it strengthens self-confidence,
this is the most important thing", while the parent coded TC6
regarding the support of communication and self-confidence
said, "Let me tell you in terms of my own daughter, frankly, 1
think for my own daughter. You know, because she has a timid
structure, she is always waiting to be called. Some other
children have it, but some do not, and I saw that in the last
program I attended. I wonder if something extra should be
done for timid children. I'm thinking about it. I want them to
support speaking more." He expressed his expectations from
the teacher.
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Table 2. Parents' expectations from preschool teachers

Expectations for Development Areas

Expectations for Inclusive Practices

Professional Expectations from
Teachers

Expectations for Self-Care Skills
Support with eating
Fairness

Expectations For Supporting Social-
Emotional Development

Supporting the development/support of
social skills

Developing/supporting self-esteem
Supporting communication

Expectations for Language
Development

Supporting communication

Effective use of body language by the
teacher while communicating
Supporting language skills/increasing
activities for this purpose

Teaching other foreign languages

Anti-Discrimination Attitude
Non-discrimination

Expectations for Harmonization
Promoting a sense of trust

Support with adaptation
Organizing activities to support the
integration of children

Expectations for Primary School
Readiness
Preparing for primary school

Expectations for Affective
Characteristics of Teachers
Love, tolerance, listening,
consideration of individual
differences

Gentle

Compassion, patience
Interest

Positive Discipline Approach
Positive education of children instead
of fear-oriented education

Making Activities
Events to take forward
Doing activities

Play and painting

Teacher Family Cooperation
Sharing information about the child

Regarding expectations for self-care skills, the parent
coded TCI said, "I mean, our expectations from teachers,
for example, my child never eats at school, the teacher
never helps. Unfortunately, in that regard, the child goes
hungry and comes back hungry. I mean, if he only eats
something in his diet, he doesn't eat anything else. So we
cannot achieve this at home. I mean, it is also because of
his other sisters, but we want him to eat there. There, too,
if he doesn't eat, the teacher doesn't do anything."
Regarding language development, TC3, "I mean, it is very
important that he/she can communicate well with other
children." IC2, "I mean, it is about language." PT3
"Language... M's speech is a bit slow, and we want to make
it easier for him to speak Turkish. We ask the teachers to
facilitate him by explaining when the teacher deals with
him because, after that, he says he does not know the
meaning of the Turkish words. So he will show this sign,
come and talk. Without going slowly, the teacher does so;
when he says "come", you know, because the teacher marks
it, he knows the meaning of "come", but some words, but
he memorizes the word without knowing it. For example,
when the teacher talks about something, he explains it with
body language. To help a little bit. This is the most
important thing I want."

Expectations for Inclusive Practices

Two sub-dimensions were found in the theme of expectations
from teachers for inclusive practices. The sub-dimensions of
this theme are anti-discriminatory attitudes and expectations
for adaptation. Regarding an anti-discriminatory attitude, TC7
said, "I want to be treated equally and without discrimination
among friends. This is already enough.”" YB6: "The most
important thing is comfort, I mean, we need to be together at
school, at school, in sports. This is the most important. The
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main thing is that Arabs, Turks, Kurds are all one nationality.

This is actually the most important thing. We need it without

any difference."” IC8: "There is no problem with education. But

the teacher discriminates. I want children to be treated fairly."
"It's just that, I mean, some activities are just chatting with
their friends, I mean, if they do an activity, children talk to
each other more. For example, for example, this friend of
mine will tell you what he does and what he likes. Activities
to integrate children.” P4 "It's just that they are strange
(in the sense of foreign, small) and my child is a bit scared,
he doesn't know anything. Especially on the first day, he
goes there, comes back home, he is scared. I just say trust,
how to trust him, I mean children trust, children to feel
trust at school to feel trust, so they will be fine. So I expect
if teachers just trust." PT7 stated their expectations: "/
want him to adapt to his class and school and I want him
to support him."

Professional Expectations from Teachers

Under this theme, five sub-dimensions were found:
expectations for primary school readiness, teacher's affective
characteristics, positive discipline approach, conducting
activities, and teacher-family cooperation. In this context, the
expectations for primary school readiness were as follows:
PT7 "To prepare him/her for the first grade.”" TC9: "I don't
expect anything from teachers because they do everything
necessary. I mean, they are very helpful, but I expect him to be
a little more prepared for starting primary school." "For
example, when I was in Syria, they started reading and writing
in kindergarten. That is how it is."
Responses to the expectations regarding the affective
characteristics of the teacher: TC4 "Let me say, love. I
would say more love, such as tolerance, hugging, listening,
and understanding what you say. Each child has different



G. Oncel & E. Akgiil / Erzincan University Journal of Education Faculty, 26(1)

characteristics. I think they should act according to their
characteristics.” PT5 "To do it
kindly." TCS5 "Compassion. Right now, I am talking
according to my son's age; of course, since I cannot see
further, since I have not experienced it, my first child is
already my first child. Compassion is a moderate
approach. I wish patience, patience. What else can I say to
our teachers?" PT10 "Um. I mean. Care." TC10 "We are
satisfied now, I mean, we have no problems. You know, B.
is more on top of it because of his hearing, I'm sure our
teacher is already doing what he needs to do. I expect him
to be more active with B. For example, I expect him to be
more active in his speech. For example, [ would like him to
be more interested in B. while B is doing his lesson.'
Regarding expectations for a positive discipline approach,
TC6 said, "I saw and heard the children making
threatening statements (they are watching us with a
camera) while talking among themselves. It was a situation
that shook my confidence to hear them talking like the
principal is watching you on camera, use less napkins. |
think it would be better if videos about saving and wasting
are explained with educational information instead of such
a conversation."

In the dimension of doing activities, YBS said, "For
example, playing games, practising with them, taking a

nap, things like that. Painting, painting can be more
educational.” TC8 "l would like my child to move
forward. TCS said, "I think he is young right now, so I will
not say education at first because he is only four. Of
course, education is involved, but it is more important for
her to socialize and do activities. Also, the fact that he is
under the tutelage of a person like a teacher will allow him
to deal with our child more professionally. We are face-to-
face with our children a lot. Therefore, it would be best for
me if the teacher gave basic education and did activities.
Of course, for my child as well." 1C7 said, "We want the
teacher to give us regular information about the child's
education and general situation. We want her to tell us
what we should consider about the child. " They
expressed their ~ expectations for  teacher-family
cooperation.

Comparison of Expectations of Syrian Refugee and
Turkish Parents

The following table compares Syrian refugee parents' and
Turkish parents' responses regarding their expectations from
teachers.

Table 3: Comparison of Syrian Refugee and Turkish parents' responses

Turkish Parents' Answers

Syrian Refugee Parents' Responses

Expectations for Development Areas

Expectations for self-care skills

Support with eating

Expectations for Supporting Social-Emotional Development
Development of social skills

Ensuring socialization

Supporting social skills

Expectations for Language Development
Supporting Communication

Expectations for Inclusive Practices
Anti-discrimination attitude
Non-discrimination

Expectations for Harmonization

Professional Expectations from Teachers

Expectations for primary school readiness

Preparing for primary school

Expectations for Affective Characteristics of Teachers

Love, tolerance, listening, consideration of individual differences
Compassion, patience

Relevance

Positive Discipline Approach

Positive education of children instead of fear-based education
Making Activities

Supporting and doing activities

Events to take forward

Teacher-family cooperation

Expectations for Development Areas

Expectations for self-care skills

Expectations for Supporting Social-Emotional Development
Improving self-esteem

Supporting self-esteem

Expectations for Language Development
Supporting Language Skills

Activities to develop language skills

Using the teacher's body language effectively while
communicating

Teaching other foreign languages

Expectations for Inclusive Practices
Anti-discrimination attitude

Anti-discriminatory attitude

Fairness

Expectations for Harmonization

Organizing activities to support the integration of children
Support with adaptation

Promoting a sense of trust

Professional Expectations from Teachers
Expectations for primary school readiness
Preparing for first grade

Supporting literacy

Expectations for Affective Characteristics of Teachers
Giving confidence

The teacher is kind

Interest

Positive Discipline Approach

Making Activities
Play games and drawing

Teacher-family cooperation
Sharing information about the child
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Table 3 shows that the expectations of Syrian refugee and
Turkish parents from preschool teachers differed in some sub-
dimensions while they overlapped in others. While the Turkish
parents expressed the expectation for self-care skills, Syrian
refugee parents did not have such an expectation. It is seen that
both groups have expectations about supporting their social-
emotional development. It is seen that both Turkish and Syrian
refugee parents have expectations under the sub-heading of
anti-discrimination attitude. Expectations regarding adaptation
were expressed only by foreign national parents. It was
observed that both groups had expectations for language
development. Within the scope of supporting school readiness,
Turkish and Syrian refugee parents had expectations from
teachers. Only Turkish parents had expectations of positive
discipline. While both groups had expectations regarding
activities, only Syrian refugee parents expressed their
expectations regarding teacher-family cooperation.

Conclusion and Discussion

This study aimed to obtain the expectations of both Turkish
and Syrian refugee parents, whose children attend preschool
education institutions, and preschool teachers. It was observed
that parents in both groups had similar expectations from
preschool teachers, such as preparing their children for
primary school, ensuring children's socialization, and having
positive affective characteristics for children. In the study
conducted by Cui et al. (2016), it is seen that parents expressed
their views on the dimensions of love, respect, patience, and
preparation for primary school. Research supports these
expectations and suggests that developing a sense of trust in
refugee children is very important for inclusive education.
According to Veck and Wharton (2021), young refugee
children show much healthier progress in all areas of
development in inclusive and trusting school cultures where
they feel listened to and welcomed. Block et al. (2014) found
that children in schools that adopt an inclusive education
philosophy achieve much higher achievement scores. Besi¢ et
al. (2020) argued that inclusive education practices that
promote trust and support for refugee children, especially
when supported through language acquisition, achieve
successful outcomes and play an important role in developing
a sense of belonging in children.

The parents' opinions, such as trust, love, patience, interest,
preparing children for primary school, ensuring children's
socialization show that when the preschool period is
considered, parents express their opinions in line with the
needs of this age period for their children. When we look at the
main objectives of preschool education, ensuring children's
physical, mental and emotional development and acquiring
good habits, preparing them for primary school; creating an
everyday upbringing environment for children from
unfavourable environments and families; ensuring that
children speak Turkish correctly and beautifully (MoNE,
2013) come to the forefront. In this context, the expectations
of families overlap with the principles of the preschool
education program.

In the statements given by Turkish national parents
regarding their expectations of teachers, expectations for the
affective characteristics of the teacher ranked first, followed
by supporting their social-emotional development and having
them do activities. Syrian refugee parents' expectations for
language development ranked first. Afterwards, expectations
for adaptation, expectations for the affective characteristics of

the teacher, preparing children for primary school and
supporting their social-emotional development were observed.
In the study conducted by Dogrul and Akay (2019), it was seen
that parents had similar expectations regarding foreign
language teaching, primary school preparation and adaptation.
Syrian refugee parents' expectations for teacher-family
cooperation and language expectations indicate that they have
different expectations from Turkish parents. The fact that
Turkish parents included statements indicating that they have
expectations for self-care skills and positive discipline
understanding draws attention as points where they differ from
Syrian refugee parents.

Studies show that parents' expectations are in the direction
of supporting developmental areas, increasing social activities,
preparing their children for primary school and cooperating
with families. Ersan (2019) examined parents' views on their
expectations from preschool education institutions and
teachers. Parents expressed their opinions as preparation for
primary school, social activities, learning by doing, foreign
language education, positive attitude towards the child,
cooperation with the family, providing a good education,
effective communication, being a good model, and being away
from violence and pressure. This study observed that parents
expressed similar expectations from the teacher regarding
preparation for primary school, positive attitude towards the
child, foreign language education, and cooperation with the
family. The study conducted by Konca (2020) is similar to the
results of this study in that teachers should be patient,
recognize individual characteristics and be tolerant. In the
study by Cetinkaya et al. (2021) on the expectations of parents
from preschool institutions and the status of preschool
institutions in meeting these expectations, it was found that
parents' expectations from teachers were positive attitude
towards the child, providing good education, effective
communication, being a good model, and being away from
violence and pressure. The positive attitude towards children
and adequate communication dimensions found in this study
are similar findings.

This study concluded that Syrian refugee parents had
expectations mainly related to language, while Turkish parents
had expectations mostly related to the affective characteristics
of the teacher. The fact that Syrian refugee parents have
expectations primarily related to language shows that they
expect their children to communicate, adapt, and integrate in
the early period. These findings also point to the need to
conduct school studies focusing on language acquisition,
which is an essential step in the adaptation process for refugee
children.

Research generally reveals that integration programs for
migrant students in Turkey have been neglected. Tosten,
Toprak, and Kayan (2017) found that Syrian refugee students
in Turkish public schools face challenges such as post-
traumatic stress disorders, difficulties in understanding and
communicating in the classroom, crowded classrooms, and
lack of teacher participation in decision-making processes.
Akar (2010) identified challenges faced by schools in
immigrant communities, such as resource scarcity,
overcrowding, low academic achievement, intercultural
problems, and lack of parental awareness. Aydin, Giindogdu,
and Akgiil (2019) emphasized the importance of integrating
Syrian refugee children into the national education system and
the need for education and training that promotes refugee
integration and multiculturalism. Collectively, these findings
suggest that integration programs for migrant students in
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Turkey have been neglected. Research provides
recommendations for integration programs for migrant
students based on an ecological approach. Simsek, Kurt, and
Kula (2020) propose a school-based integration program for
immigrant students in Turkey using the Ecological Systems
Approach to address the multidimensional nature of school
adjustment. Serdarevi¢ and Chronister (2005) emphasized the
usefulness of an ecological framework for conducting cross-
cultural psychological research with immigrant populations
and the importance of collaboration between families and
teachers.

Similarly, Stebleton (2011) applies Bronfenbrenner's
human ecology framework to understand the needs of
immigrant college students and suggests strategies for
academic advising. Salinas (2007) examines the educational
experiences of immigrant children and emphasizes the
importance of nurturing educational experiences, social capital
and family values for academic success. These articles
emphasize the importance of considering ecological factors
and context in designing programs to support immigrant
students' integration and academic success. In line with the
findings of this study, the importance of implementing
collaborative systematic adaptation programs between
teachers and parents becomes much more straightforward.

Research shows that parents have generally positive
attitudes towards inclusive education, but there are some
differences in their expectations of teachers. Stevens and Wurf
(2020) found that parents believe that inclusive education
benefits their children but that teachers must be better prepared
to support children with special needs in inclusive classrooms.
Paseka and Schwab (2019) found that parents perceived more
inclusive teaching practices when their children attended
inclusive classrooms, but there was no difference in resource
perceptions between inclusive and regular classrooms. Lui et
al. (2015) found that knowledge and perceived social norms
influence parents' attitudes towards inclusion. Boer, Pijl, and
Minnaert (2010) also found that most parents had positive
attitudes towards inclusive education but had concerns about
the availability of services and individualized instruction in
regular schools. Parents generally expect teachers to be well-
prepared to support children with special needs and value well-
coordinated, individualized educational programs. In
conclusion, this study and other studies investigating parents'
expectations (Cui et al., 2016; Cetinkaya et al., 2021; Dogrul
& Akay, 2019; Ersan, 2019; Konca, 2020) found that parents'
expectations from preschool teachers and preschool education
institutions vary according to their priorities, but primarily
their expectations are based on the philosophy of inclusion.

Recommendations
Suggestions for Researchers

This study was conducted using a qualitative method.
Researchers are recommended to conduct a more
comprehensive study using quantitative methods with a larger
sample group.

Recommendations for Teachers

Based on the research, teachers are recommended to include
activities for both groups that will enable children and parents
to mingle. Teachers are also recommended to be more
collaborative with families to learn their expectations and
increase family involvement activities.

Recommendations for Policymakers

It is recommended to include projects for foreign parents with
preschool-age children and their children to support them in
speaking Turkish before they start school.

It is recommended that collaborative systematic adaptation
programs be developed and implemented between teachers
and parents to include all children and parents in the classroom
environment.
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Expectations of Syrian Refugee and Turkish parents living in Gaziantep from preschool teachers in the context of inclusive education

Attachments
Appendix 1. Demographic Information Form:
Proximity to the child: Mother Father

Age of the mother:

Father's age:

Mother's education level:
Father's education level:
Mother's employment status: Not working Working
Occupation:

Father's employment status: Not working Working
Occupation:

Your monthly income:

Total number of children:

Age of the child in the study:
Gender:

Number of child:

Your level of social support:

1) I do not receive social support.
2) Wife

3) Parents

4) Relatives

5) Neighbour

6) Health personnel

7) Other...................

Appendix 2. Interview Questions:

Questions for Syrian Refugee Families

How is your school life going?

What are the challenges you face at school?

How are your child's friendships (who does your child play
with the most, is he/she opens to communication, can he/she
mixes with Turkish children?)

What do you think your child needs most at school?

What are your expectations from teachers in terms of your
child's education?

In your opinion, how is your child's communication with
his/her teacher at the school he/she attends?

Questions for Turkish Families

How is your school life going?

There are Syrian refugee children in your child's class; what
are the difficulties you face at school in this context?

How are your child's friendships (who does your child play
with the most, is he/she opens to communication, can he/she
mixes with foreign children?)

What do you think your child needs most at school?

What are your expectations from teachers in terms of your
child's education?

In your opinion, how is your child's communication with
his/her teacher at the school he/she attends?
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