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Editorden

Ankara Universitesi Egitim Bilimleri Fakiiltesi Dergisinin Degerli Okurlart,

2024 yihmin ilk sayisina (Nisan, Cilt:57, Sayi:1) hos geldiniz. Sizleri zengin
bilimsel igeriklerle dolu yeni bir sayiya davet etmek bizim i¢in biiyiik bir mutluluk.

AUEBFD 1968'den bugiine kurulus amaglarina ve ilkelerine sadik kalarak,
ulusal egitim arastirmalart i¢in onde gelen akademik bir yayin olmaya devam
etmektedir. Dergimiz egitim bilimlerinin ana disiplinleri iizerinde odaklanirken,
aragtirmacilarin i¢goriilerini, bulgularimi ve bakis agilarim paylagabilecekleri bir
platform olarak hizmet vermeyi ve bilimsel arastirmada miikemmelligi tesvik etmeyi
stirdiirmektedir.

Bu sayida da, egitim bilimleri alanindaki ozgiin aragtirmalari, ¢cagdag bilimsel
yontemleri ve giincel tartismalart yansitan birbirinden degerli makalelerle
karsimizdayiz. Bu sayida egitim yonetimi, uzaktan egitim, temel egitim gibi konulart
kapsayan arastirma ve derleme tiirtindeki makalelerle, egitim bilimlerindeki bilgi
tiretimine katkida bulunmaya devam ediyoruz. Her biri, alanlarinda uzmanlasmis
hakemler tarafindan titiz bir degerlendirmeden gecirilmis ve akademik kalite
standartlar yiiksek tutma amacimiz dogrultusunda segilmis olan bu makaleler,
egitim bilimlerinin disiplinlerarasi dogasint yansitirken, dergimizin entelektiiel
dokusuna da katkida bulunuyor. Bu sayiya katkida bulunan tiim yazarlara, kollektif
bilgi iiretimine destek veren dzverili hakemlerimize ve alan editorlerimize en igten
tesekkiirlerimi sunuyorum.

Bu saymin sizlere ulasmasinda biiyiik emekleri olan editor yardimcilarina, dil
editorlerine ve mizanpaj editorlerine ¢ok tesekkiir ederim. Akademik miikemmellige
katkr sunmak igin gosterdikleri ¢aba ve emek, paha bigilmez bir deger tasiyor.

Degerli okurlarimiz, AUEBFD 'ne gosterdiginiz ilgi ve destek icin tesekkiir
ederiz. Dergimizin entelektiiel soylemi canlandirmaswni, disiplinler arast isbirligini
giiclendirmesini ve daha fazla arastirmayi tesvik etmesini umuyoruz. AUEBFD 'nin bu
sayisinda yer alan ¢alismalarin sizlere ilham vermesi ve bilimsel diigiinceye katkida
bulunmas: dilegiyle tiim ¢alisma arkadaslarim adina saygilar sunuyorum.

Gelecek sayida goriismek tizere...

Prof. Dr.Yasemin ESEN 1
Editor

" ORCID No: 0000-0003-3966-6726



From the Editor-in-Chief

Distinguished Readers of the Ankara University Journal of Faculty of
Educational Sciences (JFES),

Welcome to the first issue of 2024 (April, Volume: 57, Issue: 1). It brings us
great joy to invite you to a new issue filled with rich scientific content.

Since its establishment in 1968, JFES has been a leading academic publication
for national educational research, staying true to its founding purposes and
principles. While our journal continues to focus on the main disciplines of educational
sciences, it also serves as a platform for researchers to share their insights, findings,
and perspectives and encourages excellence in scientific research.

In this issue, we present valuable articles reflecting original research in
educational sciences, contemporary scientific methods, and current discussions. This
issue contributes to knowledge production in educational sciences by featuring
research and review articles covering topics such as educational management,
distance education, and basic education. Each article, rigorously evaluated by expert
reviewers in their respective fields, contributes to the interdisciplinary nature of
educational sciences, enhancing the intellectual texture of our journal. | extend my
heartfelt thanks to all authors contributing to this issue, dedicated reviewers, and field
editors supporting collective knowledge production.

| express my gratitude to the assistant editors, language editors, and layout
editors who have played a significant role in bringing this issue to you. Their efforts
and dedication to contributing to academic excellence are truly invaluable.

Dear readers, we thank you for your interest in and support for JFES. We hope
our journal will stimulate intellectual discourse, strengthen interdisciplinary
collaboration, and encourage further research. Wishing that the works featured in
this issue of JFES inspire you and contribute to scientific thinking, | extend my
respects on behalf of all colleagues.

We look forward to meeting you in the next issue.

Prof. Dr.Yasemin ESEN 2
Editor-in-chief

2 ORCID Number: 0000-0003-3966-6726
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Ankara University
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Abstract

This study aims to examine the occupational anxiety of elementary education preservice teachers with
regards to different factors. It was carried out with a descriptive survey model, a type of survey models.
The study was carried out with the first and last year students of Preschool and Primary Teacher Education
Bachelor’s Programs. Data was collected via ‘Occupational Anxiety Survey for Preservice Teachers’
developed by Cabi and Yalginalp (2013). Preservice teachers’ level of occupational anxiety was examined
according to the variables including the type of high school the preservice teachers graduated from, the
state of choosing their programs voluntarily or not, the state of satisfaction with their current programs,
grade level, gender, previous job experience, the place they lived in for the longest time, economical state.
When the findings are briefly summarized, it was seen that there isn’t any difference in the anxiety levels
of the elementary education preservice teachers in terms of their program, the type of high school they
graduated from, and the economic status of their families. However, it has been observed that there are
differences in various sub-dimensions of general anxiety and anxiety in terms of the state of choosing their
programs voluntarily or not, the state of satisfaction with their current programs, the place they lived in for
the longest time, gender, grade, previous job experience.
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One of the most important components of school as a social system that
shoulders the role of educating people in order to improve as a society is the
occupation of teaching. Being a teacher in the multidimensional structure made up of
administration, colleagues, students and parents, that is, the school system requires a
variety of responsibilities to be taken. Improving teaching skills by following recent
developments to ensure an efficient education process can be included within the
responsibilities of the teaching profession. Due to the multidimensional nature of the
teaching profession, teachers must communicate with different people. Therefore, it
is expected that teachers also have high communication skills. Responsibilities like
teaching, administration and management, expertise in the area of teaching, student
counseling, lesson planning and teaching, maintaining attention, procuring critical
thinking, using tools, effective guidance and managing, revising, assessing, creating
positive relationships with students are among the many tasks assigned to the teachers
(Gokge & Erdem, 2015). It is an inevitable situation that the teachers who are expected
to have some personal and professional skills such as getting to know the students and
assessing them, tracking progress, planning in-class learning and teaching processes,
starting and ensuring the school-family-society relationship, having subject
knowledge (Turkish Education Foundation [TED], 2009) have certain worries before
starting or right after starting to procure the teaching profession.

Although many studies on anxiety have defined it in different ways, the common
point has been that it has been handled as a negative emotion. Furthermore, even
though some researchers see anxiety as a one-dimensional experience, according to
Different Emotions Theory, anxiety is seen as an emotional pattern that includes at
least two of the fear, sadness, anger, shame, guilt and concern, sometimes more (lzard
& Buechler 1980). Anxiety is not reactionary and comes out at times of desperation
(Mandler, 1980). Recent studies point to anxiety being an emotional state due to which
socioemotional, such as feeling nervous and worrying, and physical factors, such as
rising blood pressure, appear, often confused with fear (American Psychological
Association (APA), 2022). To define anxiety within the scopes of the study at hand,
it is the concern and expectation of the person related to bad events themselves or
their loved ones might experience (Scott, 1980; Shiota & Kalat, 2012).

In the literature, different studies that focus on the situations that cause teachers
and preservice teachers to feel anxiety, the levels of anxiety and the link between
different factors and anxiety felt by teachers can be found (Cab1 & Yal¢inalp, 2013;
Erdas et al., 2017; Firat-Durdukoca & Demir-Atalay, 2019; Giimriik¢ii-Bilgici &
Deniz, 2016a; Guimriik¢ii-Bilgici & Deniz, 2016b; Kafkas et al., 2010; Pehlevan et
al., 2017; Serin et al., 2015; Sharma et al., 2006; Teke & Koc, 2017;). Fuller (1969)
categorized teachers’ anxiety under three headings of self-centred anxiety stemming
from individual’s oneself, job-oriented anxiety stemming from the teaching
occupation, and student-oriented anxiety stemming from students. Situations like
discipline related topics, student motivation, individual differences, teaching
competences, difficulties in administrating the curriculum and responsibilities outside
of the program, class size, lack of materials are a part of the job-related anxieties



Examination of the Occupational Anxiety Levels of Elementary Education Preservice Teachers 3

affecting teachers (Behets, 1990; McCormack, 1996; Meek & Behets, 1999). In
addition to these, the anxieties experienced by teachers might show change depending
on the level of education to which they assigned. There is a difference in the anxieties
of the teachers working with students of different developmental qualities and needs.
Teachers working at the level covering both Preschool and classroom education might
experience different anxieties from teachers responsible for other subjects due to
working at the first level of education and dealing with a very young group of children.
It will be helpful for the pre-service teachers that have not started the education
process to detect these anxieties and lower or dispose of them at the undergraduate
level. Preservice teachers who gain awareness thanks to the studies of the universities
where they study on anxiety management can have a more efficient education process
when they start their teaching profession. Although different studies on job-related
anxiety for different subjects exist within the literature, it can be seen that there is a
limited number of studies in the area of elementary education level.

Early childhood education covers the age group between 0-8 (National
Association for the Education of Young Children (NAEYC), 2009) and in Turkey,
this period falls under the elementary education level including the 3-10 age group. In
this education level, while the purpose is, with Preschool education, to support
children’s physical, mental, social and emotional and language development, help
them gain self-care skills and therefore basic skill and habits, it is also aimed with
primary education to teach contemporary and recent knowledge, skills and habits like
literacy skills, arithmetics, citizenship, reading habits, high level thinking skills.
Knowledge, skills and habits gained at early stages are immensely important for
children to become eager about learning and get a positive outlook towards learning,
along with being a part of a healthy growth and development period (Ministry of
National Education [MoNE], 2013).

Pre-service training programs are important in increasing the information and
awareness about teaching and creating a perspective on teaching (Suarez & McGrath,
2022; Tutkun & Aksoyalp, 2010). Undergraduate teacher education programs were
readjusted by Higher Education Council (YOK) in 2018 and some changes were made
in the curricula. In the Preschool Teacher Education Bachelor’s Program curriculum,
with the adjustments, the number of theoretical classes went up while the practical
classes were decreased. Where ‘learning by doing and living’ is concerned, it has been
shown that practical classes have an essential role in lowering anxiety (Van der Sandt
& O’Brien, 2017). Also, some mandatory classes in the previous curriculum (Parent
Education, Creativity and Development, etc.) were changed to elective classes in the
new undergraduate curriculum. These kind of classes are thought to improve the pre-
service teachers in several areas and different perspectives on communication with
children’s parents, communication with colleagues and coming up with different
solutions to problems they might face. This improvement can have a positive effect
in preventing possible anxiety in pre-service teachers. A similar situation can be seen
in the undergraduate curriculum of the Primary Teacher Education Bachelor’s
Program; with the changes, the number of mandatory classes were decreased and
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elective classes went up in number. Some classes that include basic skills for primary
education teachers (Teaching Literacy and so on) were placed in terms before the
terms with the classes that could be their prerequisites. It can be thought that the
classes taken within the Teacher Training Program and following ‘learning by living
and doing’ through the process of the program (Atanur-Baskan et al., 2006) is
influential in preventing job-related anxiety. When this way is considered, the amount
of occupational anxiety felt in first year and last year might vary in size.

Following this direction, this study aims to examine the occupational anxiety of
elementary education preservice teachers with regards to different factors. The
questions to be answered following the aim of the study can be seen as follows:

1. What is the level of occupational anxiety of preservice teachers studying in
the Elementary Education Department?

2. What is the level of occupational anxiety of preservice teachers studying in
the Primary Teacher Education Bachelor’s Program?

3. What is the level of occupational anxiety of preservice teachers studying in
the Preschool Teacher Education Bachelor’s Program?

4. Does the level of occupational anxiety felt by preservice teachers in the
Elementary Education Department vary depending on different factors (the type of
high school the preservice teachers graduated from, the state of choosing their
programs voluntarily or not, the state of satisfaction with their current programs, grade
level, gender, previous job experience, the place they lived in for the longest time,
economical state)?

Method

This title includes research model, study group, data collection tools, data
analysis, and ethics sub-titles.

Research Model

This study was carried out with a descriptive survey model, a type of survey
models. In a survey model, the situations happening at the moment or in the past are
described exactly in the way they exist within their own conditions (Karasar, 2014).
Studies using a descriptive survey model are ones in which the opinions and behaviors
of the participants of the group being researched are collected, and facts and events
are described (Karakaya, 2012). Descriptive studies are studies that try to define
things just as they are (Erkus, 2021).

Study Group

The information on the distribution of programs and the current year of study of
the participants of the study group being researched can be found in Table 1.
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Table 1
The Distribution of Programs and Current Year of Study of Participants of the
Research Study

Department Grade Total
1st Grade 4th Grade

Preschool Education 83 113 196

Primary Education 102 68 170

Total 185 181 366

The study was carried out with the voluntary participation of first and last year
students of Preschool and Primary Teacher Education Bachelor’s Programs in one
university from Central Anatolia Region and one from Eastern Anatolia Region in
2018-2019 school year (n=366). To be able to compare the results following the
research questions, first and last year students among the Preschool and Primary
Teacher Education Bachelor’s Programs were chosen and for the sampling method, a
type of purposive sampling, convenience sampling was used. Convenience sampling
is a sampling method chosen in situations where the researcher can reach participants
relatively easily, along with its speed, practicality and low cost (Yildirim & Simsek,
2006). Of the participants of the study, 210 of the preservice teachers (57,4%) were
studying at the university in Central Anatolia Region, while 156 (42,6%) studied at
the university in Eastern Anatolia Revangion; out of 366 participants, 196 of them
(53,6%) were in the Preschool Teacher Education Bachelor’s Program, 170 were in
Primary Teacher Education Bachelor’s Program; additionally, 185 of the participants
(50,5%) were in their first year and the remaining 181 (49,5%) were in their last year.

Data Collection Tools

In this study, the ‘Demographic Information Form’ developed by the researchers
and the ‘Occupational Anxiety Survey for Preservice Teachers’ developed by Cabi
and Yalcinalp (2013) was used after getting permission from Cabi. Before
participating in the study, the preservice teachers were asked to fill in the Voluntary
Participation Form to indicate their voluntary partaking in the research.

‘Occupational Anxiety Survey for Preservice Teachers’ is made up of forty-five
items and a framework of eight factors. The construct validity of the developed scale
was examined with factor analysis and the KMO value was found out to be .92.
Principal components analysis was completed and following the fact that factor
numbers covered two-thirds of the entire variation and the line graphics of the core
values, 8 sub-factors were determined. The percentage of all factors explaining total
variance was found to be 65.724. The items’ common factor variances were found to
be close to 1.00 or above 0.66. The factors: job-oriented anxiety (JOA) (14),
economic/social-oriented anxiety (ESOA) (7), interaction with student-oriented
anxiety (ISOA) (6), colleague and students’ parents-oriented anxiety (CPOA) (5),
individual self-development-oriented anxiety (SDOA) (4), appointment (occupational
exam)-oriented anxiety (ApOA) (3), adaptation-oriented anxiety (AdOA) (3) and
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school administration-oriented anxiety (SAOA) (3). The adjusted item-total point
correlations of the factors change between 0.23 and 0.73, while the Cronbach Alpha
coefficient of them changes between 0.94 and 0.67.

When the responses were evaluated, the distances were presumed to be equal
and the score range was calculated. According to the calculations, the score range for
the arithmetic mean was found to be 0.80 (Score range = (The highest value - the
lowest value)/5 = (5-4)/5 = 4/5=0,80). Atthe end of these calculations, the evaluation
intervals are as follows: 1.00-1.80 interval is the highest, 1.81-2.60 interval is high,
2.61-3.40 interval is middle, 3.41-4.20 interval is low and 4.21-5.00 interval is the
lowest level (Cab1 & Yalginalp, 2013).

As a result of the reliability analysis completed, the Cronbach Alpha coefficient
of the Factor 7 (AdOA) was .632 and below .7. For this reason, the correlations
between items were checked to confirm the reliability. According to Briggs and
Cheek’s recommendation (1986), scale can be confirmed to be reliable if the
correlation between items is between .2 and .4. The correlation of Factor 7 with other
items holds up with this condition (.290; .312; .530). When all of this is considered,
the scale was considered to be reliable within the context of this study’s data.

Some expressions used in the scale were renamed with the permission from Cabi.
These changes were carried out due to reasons like the difference of language used in
Preschool level with other levels, the structure of the program and the age group in
question. This situation did not cause any problems with evaluating, and the only
focus was to make the preservice teachers understand questions more easily. Among
the expressions that were changed were; for Preschool level, rather than ‘lesson’,
‘activity/class’, in place of ‘student’, ‘child’, instead of ‘problematic students’,
‘students who show undesirable behavior’ and instead of ‘teaching’, ‘activity
process’. The items that were changed were consulted with Cabi and the final version
was completed with the confirmation of their opinion.

For construct validity, confirmatory factor analysis (CFA) was completed and
the adaptive values were examined. Throughout the process of CFA, maximum
likelihood estimation (MLE) was used. The t values extracted from CFA were seen to
vary between 6.45 and 19.54, and these values were found to be significant at 0.01
level (Cokluk et al., 2014). As aresult of the analyses, ¥2=3123.47, sd=917 was found.
¥2 value’s ratio to the degree of freedom was found to be 3123.47/917= 3.40. The
value of y2/sd being under 3 shows great, under 5 shows middle level of harmony
(Kline, 2005; Tabachnick & Fidell, 2015). The result of 3.40 shows a middle level of
harmony. As a result of the examination of fit indexes, RMSEA=0.08, S-RMR=0.06
values were found. RMSEA and S-RMR values show a great concordance if they are
.05 or under, and show a good concordance if under .08 (Brown, 2006; Joreskog &
Sorbom, 1993; Tabachnick & Fidell, 2015). For other fit indexes, the values of
NFI1=0.94, NNFI=0.96, CFI=0.96 and IFI1=0.96 were found. For these values, above
.95 means great, above .90 means good concordance (Siimer, 2000; Tabachnick &
Fidell, 2015). During the examinations made to test the reliability of the scale, the
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Cronbach Alpha coefficient acquired from sub-factors were found to be varying
between .63 and .94 and the total value was .95.

Ethical Committee Approval

The data acquired in the study was not collected as a part of a class. There is no
conflict of interest between the participants and the researchers. The participation is
completely voluntary. There was no data collected that could identify the participants;
the names of the universities where data was collected was also not given due to
similar reasons. The data collection tools was used after getting permission to use and
adapt, along with confirmation of the changes, from the developers of the scale. For
the planning and administration of the study, following the order from Van Yiizlincii
Y1l University Rectorate Social and Humanities Ethics Committee dated 16.05.2019,
numbered 85157263-604.01.02-E.37706, there are not any unethical practices.

Data Analysis

When the data was examined before the analysis, the data showing extreme
values were extracted from the data set and an average value assignment was done for
the missing data. For normal distribution, the skewness and the kurtosis levels must
be between +2 and -2 (George & Mallery, 2019). In the acquired data, overall score
(skewness=-.431, kurtosis=-.035) and sub-factors of the scale; JOA (skewness=-.903,
kurtosis=.418), ESOA (skewness=-.144, kurtosis=-.820), ISOA (skewness=-.791,
kurtosis=.017), CPOA (skewness=-.977, kurtosis=.645), SDOA (skewness=-.746,
kurtosis=-.538), ApOA (skewness=.379, kurtosis=.728), AdOA (skewness=-.739,
kurtosis=-.051), SAOA (skewness=-.448, kurtosis=-.427) meet the need of the normal
distribution. The normality examination of each category of the independent variables
has shown that the data has normal distribution for each variable. As the assumption
of normality was satisfied and the model was confirmed, independent samples that are
parametric were examined with t-test and one-way analysis of variance (ANOVA).
For the data analysis, the packed programme of LISREL and SPSS were used.

Results

In this study where elementary education preservice teachers’ occupational
anxiety levels are examined with regards to different variables, the first research
question is about finding the level of occupational anxiety level of elementary
education preservice teachers. The descriptive statistics regarding the occupational
anxiety of elementary education preservice teachers can be found in Table 2.
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Table 2
The Descriptive Statistics Regarding the Level of Occupational Anxiety of Elementary
Education Preservice Teachers

Elementary Education N Min Max X SD
JOA 366 1.00 5.00 3.89 0.86
ESOA 366 1.00 5.00 3.24 0.96
ISOA 366 1.00 5.00 3.72 1.00
CPOA 366 1.00 5.00 3.99 0.86
SDOA 366 1.00 5.00 3.70 1.19
ApOA 366 1.00 5.00 2.72 1.18
AdOA 366 1.00 5.00 3.63 0.98
SAOA 366 1.00 5.00 3.33 1.03
OAS Total 366 1.02 4.94 3.53 0.71

As a result of the descriptive statistics of elementary education preservice
teachers’ occupational anxiety, it was found that the preservice teachers have middle
level anxiety with regards to ESOA (x=3.24), ApOA(x=2.72) and SAOA (x=3.33),
along with low level of anxiety when it comes to other sub-factors and overall anxiety
level. When the three sub-factors in which preservice teachers have middle level of
anxiety were examined, it can be said that ESOA (x=3.24) and SAOA (x=3.33) values
are higher than ApOA (x=2.72) value. On the other hand, the lowest anxiety level was
found in the sub-factor of CPOA (x=3.99).

The descriptive statistics related to the occupational anxiety level of Primary
Teacher Education preservice teachers, which was the second aim of the study, can
be seen in Table 3.

Table 3

The Descriptive Statistics Regarding the Occupational Anxiety of Preservice
Teachers in Primary Teacher Education Bachelor’s Program

Primary Teacher

Education N Min Max X SD
JOA 170 1.00 5.00 3.82 0.89
ESOA 170 1.00 5.00 3.19 0.99
ISOA 170 1.00 5.00 3.71 1.05
CPOA 170 1.00 5.00 3.93 0.94
SDOA 170 1.00 5.00 3.60 1.22
ApOA 170 1.00 5.00 2.66 1.11
AdOA 170 1.00 5.00 3.58 1.02
SAOA 170 1.00 5.00 3.34 1.00

OAS Total 170 1.08 4.94 3.48 0.74
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Per Table 3, it can be understood that Primary Teacher Education preservice
teachers have a middle level anxiety in ESOA (x=3.19), ApOA (x=2.66) ve SAOA
(x=3.34), while their anxiety levels in other sub-factors and overall anxiety level was
low (x=3.48).

The descriptive information on the third aim of the study, namely, the
occupational anxiety levels of Preschool Teacher Education preservice teachers can
be seen in Table 4.

Table 4

The Descriptive Statistics Regarding the Level of Occupational Anxiety of Preschool
Teacher Education Bachelor’s Program Preservice Teachers

Preschool Teacher . -

Education N Min Max X b
JOA 196 1.00 5.00 3.94 0.83
ESOA 196 1.14 5.00 3.26 0.93
ISOA 196 1.00 5.00 3.72 0.96
CPOA 196 1.00 5.00 4.03 0.79
SDOA 196 1.00 5.00 3.78 1.16
ApOA 196 1.00 5.00 2.77 1.23
AdOA 196 1.00 5.00 3.66 0.94
SAQA 196 1.00 5.00 3.31 1.05
OAS Total 196 1.02 5.00 3.56 0.69

According to table 4, ESOA (x=3.26), ApOA (x=2.77) ve SAOA (x=3.31) levels
of the preservice teachers in Preschool Teacher Education Bachelor’s Program are
middle level, and other sub-factors, along with the overall anxiety level, was found to
be low.

The results of the T-test done to see the differences between the occupational
anxiety level of the preservice teachers in the Department of Elementary Education
(Preschool and Primary Teacher Education Bachelor’s Program) are given in Table 5.
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Table 5

The T-Test Results Concerning the Occupational Anxiety Levels in Accordance with
the Programs of the Preservice Teachers

Group N X SD df t p
JOA

Preschool T.Ed. 196 3.94 0.83

Primary T.Ed 170 3.82 0.89 364 1.351 77
ESOA

Preschool T.Ed. 196 3.27 0.93

Primary T.Ed 170 3.20 0.99 364 0694 .48
ISOA

Preschool T.Ed 196 3.72 0.96

Primary T.Ed 170 3.71 1.05 364 0.133 894
CPOA

Preschool T.Ed 196 4.03 0.79

Primary T.Ed 170 3.94 0.94 364 0990 323
SDOA

Preschool T.Ed 196 3.78 1.16

Primary T.Ed 170 3.60 122 364 Lasa 147
APOA

Preschool T.Ed 196 2.78 1.23

Primary T.Ed 170 2.67 111 364 0.895 371
ADOA

Preschool T.Ed 196 3.67 0.94

Primary T.Ed 170 3.58 1.02 364 0.804 422
SAOA

Preschool T.Ed 196 3.31 1.05

Primary T.Ed 170 3.34 1.00 364 -0.246 806
Genel Kaygi

Preschool T.Ed 196 3.56 0.69

Primary T.Ed 170 3.48 0.74 364 1073 284
p<.05

After looking at Table 5, there is not a significant difference between the
occupational anxiety levels according to the departments of preservice teachers.

In this study, in order to investigate how occupational anxiety levels of
preservice teachers studying in Elementary Education Departments change with
regards to different variables, analyses were done in respect of the type of graduated
high school, the state of choosing the programvoluntarily or not, the state of
satisfaction with the current program, the grade level (first year and fourth year),
gender, previous job experience, the place they lived in the longest and economical
status. The results on the occupational anxiety of the preservice teachers in both
undergraduate programs with respect to the type of high school they graduated from
can be found in Table 6.
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Table 6

The T-Test Results Related to the Occupational Anxiety Levels of Preservice Teachers
According to the Type of High School from Which They Graduated

Group n X SD df t P
JOA

Anatolian Teacher HS/ 175 3.85 0.92

Vocational HS 361 -0.747 .456
Other 188 3.92 0.80

ESOA

Anatolian Teacher HS/ 175 3.20 0.96

Vocational HS 361 -0.834 405
Other 188 3.28 0.97

ISOA

Anatolian Teacher HS/ 175 3.64 1.09

Vocational HS 361 -1.446 149
Other 188 3.79 0.91

CPOA

Anatolian Teacher HS/ 175 3.93 0.87

Vocational HS 361 -1.247 213
Other 188 4,04 0.85

SDOA

Anatolian Teacher HS/ 175 3.63 1.25

Vocational HS 361 -1.056 291
Other 188 3.76 1.13

APOA

Anatolian Teacher HS/ 175 2.68 1.24

Vocational HS 361 -0.794 428
Other 188 2.78 1.12

ADOA

Anatolian Teacher HS/ 175 3.58 1.02

Vocational HS 361 -0.834 405
Other 188 3.67 0.95

SAOA

Anatolian Teacher HS/ 175 3.29 1.04

Vocational HS 361 -0.617 537
Other 188 3.35 1.02

General Anxiety

Anatolian Teacher HS/ 175 3.47 0.75

Vocational HS 361 -1.329 .185
Other 188 3.57 0.68

p<.05

The examination of all sub-factors and overall anxiety levels in table 6 show that
there is no significant difference between preservice teachers’ occupational anxiety
levels and the different types of high school in which they studied.
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The results related to the occupational anxiety levels of preservice teachers in
Elementary Education Departments and whether they chose their programs
voluntarily or not can be found in Table 7.

Table 7

The T-Test Results Related to the Occupational Anxiety Levels of Preservice Teachers
According to Whether They Chose Their Programs Voluntarily or Not

Group n X SD df t P
JOA

Voluntarily 276  3.97 0.81

Involuntarily 89 3.62 0.94 363 311 .002*
ESOA

Voluntarily 276  3.33 0.91 .
Involuntarily 89 2.91 1.04 363 3.644  .000
ISOA

Voluntarily 276 3.77 0.97

Involuntarily 89 3.54 1.09 363 1.765  .080
CPOA

Voluntarily 276  4.03 0.82

Involuntarily 89 3.84 0.97 363 1.744 082
SDOA

Voluntarily 276 3.79 1.15 N
Involuntarily 89 3.38 1.24 363 2.876  .004
APOA

Voluntarily 276  2.80 1.15 .
Involuntarily 89 2.47 121 363 2323  .021
ADOA

Voluntarily 276 3.79 0.88

Involuntarily 89 3.13 1.10 363 5.090  .000*
SAOA

Voluntarily 276  3.35 1.00

Involuntarily 89 3.25 1.09 363 793 428
Genel Kaygi

Voluntarily 276  3.60 0.67 N
Involuntarily 89 3.97 0.77 363 3.917 .000
*: p<.05

When the occupational anxiety levels of preservice teachers according to
whether they chose their programs voluntarily or not is examined, along with JOA,
ESOA, SDOA, ApOA ve AdOA sub-factors, the overall anxiety level of preservice
teachers who did not choose their program voluntarily were found to be higher (
t(363)= 3.111 JOA, 3.644 ESOA, 2.876 SDOA, 2.323 ApOA, 5.090 AdOA, 3.917
GK, p<.05).
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The findings related to the occupational anxiety levels of preservice teachers in
both undergraduate programs and whether they are satisfied with their programs or
not can be found in Table 8.

Table 8

The T-Test Results Related to the Occupational Anxiety Levels of Preservice Teachers
According to Their State of Satisfaction with Their Programs

Group n X SD df t P

JOA

Satisfied 315 3.9 0.82

Unsatisfied 50  3.68 1.06 363 1543 128
ESOA

Satisfied 315 3.9 0.92

Unsatisfied 50 2.90 114 363 2245 028"
ISOA

Satisfied 315 372 0.99

Unsatisfied 50 371 1.09 363 0050  .960
CPOA

Satisfied 315 4.01 0.82

Unsatisfied 50 3.86 1.05 363 1186 236
SDOA

Satisfied 315 373 117

Unsatisfied 50 352 1.33 363 1149 251
APOA

Satisfied 315 279 1.19

Unsatisfied 50 236 1.08 363 2351 019*
ADOA

Satisfied 315 375 0.90

Unsatisfied 50 290 111 33 5116 000
SAOA

Satisfied 315  3.36 101

Unsatisfied 50 311 1.10 363 153 112
General Anxiety

Satisfied 315 357 0.68 X
Unsatisfied 50 326 0.84 363 2910 .004
*: p<.05

It is possible to see after examining table 8 that, according to the state of
satisfaction of preservice teachers with their programs, ESOA, ApOA and AdOA sub-
factors, as well as overall anxiety levels of preservice teachers who are unhappy with
their programs are higher (t(363)= 2.245 ESOA, 2.351 ApOA, 5.116 AdJOA, 2.910
GA, p<.05).

The findings related to the occupational anxiety levels of preservice teachers in
both undergraduate programs and their grade levels can be found in Table 9.



14 Kader Karadeniz Akdogan et al.

Table 9
The T-Test Results Related to the Occupational Anxiety Levels of Preservice Teachers
According to Their Grade Levels in Their Current Programs

Group n X SD df t P
JOA

1st Grade 185  3.73 0.87

4th Grade 181 405 0.82 364 -3.654  .000*
ESOA

1st Grade 185  3.10 1.00

4th Grade 181  3.38 0.99 364 -2.789  .006*
ISOA

1st Grade 185 355 0.97

4th Grade 181  3.88 101 364 -3.158  .002*
CPOA

1st Grade 185  3.89 0.89 .
4th Grade 181 409 0.82 364 2177 030
SDOA

1st Grade 185  3.55 1.23

4th Grade 181 3.85 112 364 -2.455 .015*
APOA

1st Grade 185  2.69 111

4th Grade 181  2.76 105 364 -0.541 589
ADOA

1st Grade 185  3.61 0.99

4th Grade 181 3.64 0.98 364 -0.284 176
SAOA

1st Grade 185  3.16 1.01

4th Grade 181 350 1ol 364 -3.165  .002*
General Anxiety

1st Grade 185 341 0.68 .
4th Grade 181 364 0.73 34 3141 002
p<.0564

Following the examination of table 9, it can be said that along with JOA, ESOA,
ISOA, CPOA, SDOA ve SAOA sub-factors, the overall anxiety level of first year
students are higher (t(364)= -3.654 JOA, -2.789 ESOA, -3.158 ISOA, -2.177 CPOA,
-2.455 SDOA, -3.165 SAOA, -3.141 GA, p<.05).

The findings related to the occupational anxiety levels of preservice teachers in
both undergraduate programs and their gender can be found in Table 10.
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Table 10

The T-Test Results Related to the Occupational Anxiety Levels of Preservice Teachers
According to Their Gender

Group n X SD df t P
JOA

Female 271 3.86 0.83

Male 92 3.9 0.95 361 -0880 379
ESOA

Female 271 3.24 0.93

Male 92 326 1.04 31  -0.180 857
ISOA

Female 271 3.64 1.00

Male 92 392 0.99 361 -2272 .024*
CPOA

Female 271 3.96 0.84

Male 92 409 0.88 sl  -1207 228
SDOA

Female 271 3.64 1.21

Male 92 385 112 31 ~ -1498 136
APOA

Female 271 2.62 1.11

Male 92 303 133 31 -2671  .008*
ADOA

Female 271 3.55 1.02

Male 92 388 0.82 31  -3140  .002*
SAOA

Female 271 3.34 0.99

Male 92 3.34 1.12 361 0028 978
General Anxiety

Female 271 3.48 0.69 -
Male 92 3.67 0.76 361 2130034
p<.05

Due to three participants not wanted to give information on their gender, the
analysis on whether gender has an effect on occupational anxiety levels was done on
363 participants. Following the examination of Table 10, it can be seen through the
investigation according to the participants’ gender that female students have a higher
level of anxiety both in terms of ISOA, ApOA and AdOA sub-factors and overall
anxiety levels (t(361)= -2.272 ISOA, -2.671 ApOA, -3.140 AdOA, -2.130 GA,
p<.05).

The findings related to the occupational anxiety levels of preservice teachers in
both undergraduate programs and whether they have previous job experience or not
can be found in Table 11.
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Table 11

The T-Test Results Related to the Occupational Anxiety Levels of Preservice Teachers
Depending on Having Previous Job Experience or Not

Group n X SD df t P
JOA

Experienced 136 4.07 0.73 363 3.463 .001*
Unexperienced 229 3.77 0.91

ESOA

Experienced 136 3.29 1.04 363 0.794 427
Unexperienced 229 320 0.91

ISOA

Experienced 136 3.91 0.92 363 3.021 .003*
Unexperienced 229 3.60 1.03

CPOA

Experienced 136 4.07 0.81 363 1.479 140
Unexperienced 229 393 0.88

SDOA

Experienced 136 3.89 1.02 363 2.626 .009*
Unexperienced 229 357 1.26

APOA

Experienced 136 291 1.25 363 2.156 .032*
Unexperienced 229 2.62 1.12

ADOA

Experienced 136 3.78 0.90 363 2.230 .026*
Unexperienced 229 354 1.02

SAOA

Experienced 136 3.40 1.01 363 1.104 270
Unexperienced 229 3.28 1.03

General Anxiety

Experienced 136 3.67 0.67 363 2.919 .004*
Unexperienced 229 344 0.73

p<.05

Table 11 shows that students who have no previous job experience have higher
overall anxiety levels, as well as higher levels in JOA, ISOA, SDOA, ApOA and
AdOA sub-factors (t(363)= 3.463 JOA, 3.021 ISOA, 2.626 SDOA, 2.156 ApOA,
2.230 AdOA, 2.919 GA, p<.05).

The findings related to the occupational anxiety levels of preservice teachers in
both undergraduate programs and the place they lived for the longest time can be
found in Table 12.
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Table 12

The ANOVA Results Relating the Occupational Anxiety Levels of Preservice Teachers
and The Place in Which they Lived for the Longest

Soruce of

variance SS df MS F p Difference
JOA

Between-group 7.796 2 3.898

In-group 263446 363 726 5371 005 oredeftown/borough
Total 271.242 365

ESOA

Between-group 2.301 2 1.151

In-group 338.251 363 .932 1235 292 -
Total 340.552 365

ISOA

Between-group 3.034 2 1.517

In-group 366.888 363 1.011 1.501 204 "
Total 369.922 365 )
CPOA

Between-group  4.812 2 2.406

In-group 267.977 363 .738 3.259 .040 -
Total 272.789 365

SDOA

Between-group 1.768 2 .884

In-group 518.406 363 1.428 619 539 -
Total 520.174 365

APOA

Between-group 7.098 2 3.549

In-group 504.750 363 1.390 2552 079 -
Total 511.849 365

ADOA

Between-group .164 2 .082 084 919
In-group 353.775 363 .975

Total 353.939 365

SAOA

Between-group 2.372 2 1.186

In-group 385.281 363 1.061 1117 328 -
Total 387.654 365

Gen. Anxiety

Between-group 2.728 2 1.364

In-group 185.570 363 511 2668 .071 -
Total 188.298 365

p<.05 ** Appendix a: The table concerning the descriptive statistics on the variable of the longest lived place (Table Al)

can be found in appendices
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For the ANOVA analyses, in order to avoid Type | errors, Bonferroni correction
was implemented. The new significance level was specified as p=0.016. As mentioned
in table 12, only significant difference was found among occupational anxiety sub-
factors was in JOA sub-factor [F(2.363) = 5.371; p<.016]. For the sub-factor of JOA,
post hoc tests were performed. At the end of these tests, the equality of variance was
not achieved, and the sampling groups were not equal; therefore, a stricter test,
Tamhane follow-up test was carried out and a significant difference between
preservice teachers who lived the longest in a city and in a village/town/borough. The
average of city (X=4.01) and village/town/borough (X=3.66) showed that preservice
teachers from village/town/borough have a higher JOA. However, when the effect
size was calculated, 12=.029 was found. This result shows a low effect size.
Therefore, the place in which preservice teachers lived the most has been noted to
have a very low amount of influence on their occupational anxiety. This situation can
be explained through the fact that the longest lived place variable can explain JOA
points at a very low level.

The findings related to the occupational anxiety levels of preservice teachers in
both undergraduate programs and their economical status can be found in Table 13.
Table 13

The T-Test Results Relating the Occupational Anxiety Levels of Preservice Teachers
and Their Economical Status

Group N X SD df T p
JOA

Low income 51 3.80 0.97

Middle-high income 315 3.90 0.84 364 -84 416
ESOA

Low income 51 3.16 1.04

Middle-high income 315 3.4 0.95 364 604 546
ISOA

Low income 51 3.68 1.11

Middle-high income 35 3.72 0.98 34 -27 828
CPOA

Low income 51 4.00 1.00

Middle-high income 315 3.8 0.84 34 137 831
SDOA

Low income 51 3.63 1.32

Middle-high income 315 3.70 117 34 -431 666
APOA

Low income 51 2.51 1.05

Middle-high income 35 2.75 1.20 34 -1363 174
ADOA

Low income 51 3.73 1.03

Middle-high income 315 361 0.97 364 77444l

(continued)
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Table 13 (continue)

SAOA

Low income 51 3.40 1.04

Middle-high income 315 331 1.02 364 584 589
General Anxiety

Low income 51 3.49 0.80

Middle-high income 315 353 0.70 364 -367 714
p<.05

It can be seen in table 13 that there is not a significant difference between the
occupational anxiety levels of preservice teachers in respect to their economic status.

Discussion, Conclusion and Suggestions

When the results of the study carried out with the voluntary participants of first
year and last year Preschool and Primary Teacher Education Bachelor’s Program
preservice teachers from one university in Central Anatolia Region and one university
in Eastern Anatolia Region and limited to the sub-factors and anxieties related to the
teaching occupation that are in the ‘Occupational Anxiety Scale for Preservice
Teachers’ is shortly summarized, the occupational anxiety levels of Elementary
Education Department preservice teachers showed no difference in terms of their
current program, the type of high school they graduated from and their economical
status. However, motivational tools like their satisfaction levels with their program,
their voluntariness in the choice of their program and personal qualities, such as the
place they lived in for the longest time, their gender, grade and previous job
experience, showed differences in overall anxiety levels and different sub-factors like
economic/social and occupational exam.

When the findings obtained from this study are compared to the literature, the
results show an interesting image. The source of motivation for preservice teachers in
choosing the teaching profession has been shown to be the economical/social
dimensions of being a teacher, being a respected occupation, the high rates of
appointments for teachers and a high adoration for children (Deliveli, 2021; Ozcan &
Eramil, 2018; Yurdakal, 2019). When they start pre-service training on teacher
education, once again, they experience the same amount of anxiety (ESOA, SAOA
and ApOA). This situation brings about this question: What factors play a part in
turning decisive motivators in the choice of profession (Yurdakal, 2019) into pre-
service anxiety? This question might have many explanations. One of such
explanations is that the anxiety might be connected to the reference to the social-
societal dimension (Boiger & Mesquita, 2012), with the situations teachers face in
elementary education level. In the society, the situations Preschool teachers and
primary school teachers as two important stakeholders of elementary education level
face is directly proportional primarily to the economic outcomes and perception
towards the teaching profession (Ozdemir & Orhan, 2019; Unsal, 2018). The last aim
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among the three that are mentioned in the five-year Teacher Strategy Document
created by the Ministry of National Education and published in 2017 is that the
perception of teachers should be improved, and the status of teachers should be
reinforced. For this purpose, it is intended that not only in the society, but also inside
the education system and among one of the biggest groups in the Republic of Tiirkiye,
namely teachers, the perception of the occupation be improved, and its status be
strengthened (Teacher Strategy Document, 2017). Although the teaching occupation
is considered to be among the occupations that require expertise, teachers believe that
their occupation has lost its value in society (Yiiksel & Denktag, 2021). Along with
that, Preschool teachers voice out their discomfort in the point of view that they are
seen as a ‘babysitter’ in society (Can & Kilig, 2019). Similarly, mothers from different
job areas have also relayed that Preschool teachers are seen as babysitters (Tiirkoglu,
2018). Inreality, in society, Preschool teachers want to be accepted as a teacher, which
is an occupation that requires expertise (Ertiirk, 2012). Additionally, it has been
underlined that Preschool teachers are under stress due to their desire to reflect the
education they received from their superiors during their undergraduate education
(Mahmood & Sak, 2019). For the preservice teachers to go through a process in their
undergraduate education that is in line with scientific developments, in both
pedagogical and developmental areas, also touching upon the importance of the
participation of parents, helps them to become aware of their role as a teacher (Ertiirk
et al., 2014). The occupation-related difficulties faced by another stakeholder of
elementary education, primary school teachers since the last couple of years of 20th
century (Unsal & Aktas, 1999) until now (Alict & Yalginkaya, 2019; Aslan &
Agiroglu-Bakir, 2018; Kozan et al., 2021) can be listed as relations with students,
work conditions, relations with parents and relations with colleagues. Similarly, in
different countries, teachers working in primary, secondary or high school levels also
mentioned communications with administration, students’ individual difficulties,
teacher perceptions and the authority of the government as the source of their
occupational anxiety (Haydon et al., 2018; Kim et al., 2022; Skaalvik & Skaalvik,
2015).

For the study at hand, the reason for middle level anxiety in terms of economic
status can be due to the salary difference between teachers in public schools and
private schools. Some studies underline the fact that primary school teachers working
in private schools go through more occupational anxiety than the ones working in
public schools (Kozan et al., 2021), while other studies show an exact opposite result
(Giines, 2021). These differences can be attributed to the prestige as a teacher,
perceived workload, relations with families and colleagues, relations with the school
administration, as well as economical reasons (Deliveli, 2021; Kosar, 2018). The
middle level anxiety for economical concerns can also be connected to the middle
level anxiety about appointment-related anxiety. The fact that elementary education
preservice teachers have a higher anxiety related to being appointed as a teacher can
be interpreted as them planning to work at a public school. Even though appointment
rate to public schools for elementary school level is higher than other subjects, some
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certain situations like the increasing number of graduates, the appointment
opportunities of people from different subjects can create anxieties over not being able
to get the required points from Public Personnel Selection Examination (Kamu
Personeli Se¢me Sinavi, KPSS) to get appointed as a teacher at a public school
(Deliveli, 2021; Unsal, 2018; Yilmaz, 2019). When the area of Preschool teachers is
tackled, following The Principles of Teaching Fields, Appointment and Lecturing
order of the Board of Education and Discipline dated 20.02.2014 and numbered 9, it
is seen that the graduates from Preschool Teacher Education or Child Development
and Education Bachelor’s Programs can be appointed as Preschool teachers provided
that they get a high enough score from KPSS. The Child Development Open
Education undergraduate program that was launched under Istanbul University Open
and Distance Education Faculty (AUZEF) in 2018 allows for the opportunity of
second university without any exams. The preservice teachers who graduated from
Preschool Teacher Education Bachelor Programs might be thinking that they might
face problems due to the addition of the candidates graduating from the open
education program with a quota of 1500 students (YOK, 2022) to the appointment
process and these thoughts might cause them to feel more anxiety with regards to
being appointed as a teacher.

When the results from the data analysis were examined, there was no difference
found between the occupational anxiety of preservice teachers and their programs, the
type of high school they graduated from or the economic status of their families. While
this result is in line with some of the literature (Korucu & Biger, 2017), it shows
differences with the studies of Glimriik¢ii-Bilgici and Deniz (2016a), and Giimriik¢ii-
Bilgici and Deniz (2016b). While this difference can be a result of the fact that the
participants of the study at hand being the students in Elementary Education
Departments (first and last year) while the participants in other studies were a part of
Preschool Teacher Education Bachelor’s Program (first and third year), it can also be
attributed to the difference between the demographic differences between the sample
groups (the type of high school graduated). The teaching practicum class that is carried
out in the last year might have lowered the influence of the type of high school they
graduated on their occupational anxiety of preservice teachers. Having a direct
experience with children allows preservice teachers to put the information they
learned during their education to practice and gives them opportunities of observing
children, noticing their own restrictions and limits as a teacher as well as changing to
fix their deficits.

Another finding shows that preservice teachers who did not choose their own
programs willingly have a higher level of JOA, ESOA, SDOA, ApOA and AdOA,
along with overall occupational anxiety level than preservice teachers who voluntarily
chose their programs. Also, the JOA, ApOA, AdOA, as well as the overall anxiety
levels of the preservice teachers who are not satisfied with their current programs are
higher than others who are satisfied with their programs. Related literature also shows
similar results (Akalin, 2016; Guimriik¢ii-Bilgici & Deniz, 2016b). This finding points
towards the necessity of doing career planning regarding the teaching profession with
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a focus on the interest and skills of the individual before any applications related to a
job or career (Gergek, 2018; Ozcan & Eranil, 2018; Piskin & Parlar, 2021; Yurdakal,
2019).

When results are considered at the grade level, preservice teachers studying in
their first year feel more anxiety in terms of JOA, ESOA, ISOA, CPOA, SDOA and
SAOA, along with overall occupational anxiety than preservice teachers in their last
year. There was no significant difference in terms of ApOA and AdOA. These results
are similar to some literature (Yilmaz, 2019) while opposing some studies
(Gumriik¢ii-Bilgici & Deniz, 2016b). This difference might be attributed to different
reasons. The reason for no difference in appointment-oriented anxiety for either grade
can be attributed to the fact that all graduates from both programs face similar
concerns about being appointed as a teacher in public schools. This situation can stem
from the fact that, the difference between the number of appointments to public
schools and the number of graduates will gradually increase in the period when first-
year teachers will graduate. On the other hand, the fact that pre-service teachers in
their final year are aware of the limitations of employment opportunities in the private
sector or the limitations of different career options may also be explanatory for this
finding.

When results are investigated in terms of gender, compared to male preservice
teachers, female preservice teachers have a higher level of anxiety in terms of ISOA,
ApOA and AdOA, along with the overall anxiety level. When these results are
compared to the literature, both similar and opposing studies can be found. In general
anxiety results, some differences can be found in terms of seeing no significant
differences between genders (Glimriik¢ii-Bilgici & Deniz, 2016a; Glimriikgii-Bilgici
& Deniz, 2016b; Ozcan et al., 2018; Yilmaz, 2019) and male preservice teachers
having a higher level of anxiety (Tican, 2020); on the other hand, there are similarities
with some studies in terms of female preservice teachers having higher levels of
anxiety (Adigiizelli, 2015; Akgiin & Ozgiir, 2014; Cubukc¢u & Dénmez, 2011; Garcia-
Martinez et al., 2021; Kwok & Ng, 2016; Pierceall & Keim, 2007; Shaw et al., 2017,
Varol et al., 2014). When the topic is considered on a societal basis, elementary
education level teaching can be said to fit women more (Ongéren, 2019; Seker and
Capri, 2020; Yal¢in et al., 2017) or it can be said that the increasing societal gender
role has a hand in this situation. In a culture where women are expected to adapt
(Aslan, 2015; Garcia-Martinez et al., 2021) and aggressiveness is tolerable for men
(Aslan, 2015), it takes time for the gender perception to change within the society
(Esen et al., 2017; Pekel, 2019). When studies in Tiirkiye on the topic of gender are
investigated, even though the changes in the perception of gender roles, especially for
women, can be seen (Esen et al., 2017; Unal et al., 2017; Pekel, 2019), it is thought
that female preservice teachers internalize gender related responsibilities more and
force themselves to be successful in both their work and private lives (Aslan, 2015;
Esen et al., 2017), which might cause further anxiety for them (Pekel, 2019.)
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It has been found out that preservice teachers with no job experience have a
higher level of anxiety in terms of JOA, ISOA, SDOA, ApOA and AdOA, along with
the overall occupational anxiety levels, than preservice teachers with previous job
experience. These findings go hand in hand with the literature (An et al., 2021; Ma &
Cavanagh, 2018) and put forth the importance of having experience in any occupation.
The use of an online practicum platform in a study to develop experience with the
help of online tools has shown a positive influence in lowering anxiety in preservice
teachers (Theelen et al., 2020). Another experience development study is an action
research including preservice teachers (Kennedy-Clark et al., 2018) and the process
of writing diaries as a part the action research and keeping them was found to lower
anxiety in preservice teachers.

Anxiety is a strong emotional dynamic that intensifies stress (Prilleltensky et al.,
2016) and per the results of this study, it does not only stem from personal reasons.
Specifically, occupational anxiety has societal factors as well as individual ones, along
with social and emotional sides. Individual factors can be changed with societal
strengthening, while emotional factors can be changed with social support. When it is
considered that elementary education teachers are the first professionals in an
individual’s life that communicate with them on a systemic and regular basis that
support their learning process and guide them, as well as the consideration that ‘the
new generation is their creation’ (Secretariat of Atatiirk Research Centre [ATAM],
2022), as mentioned by Mustafa Kemal Atatiirk to the members of Teachers Union
Congress on August 26, 1924, some steps in line with global improvements and
scientific developments to lower the occupational anxiety felt even before the
beginning of their duty should be taken. These steps can be in different directions like
individual-societal dimension, exhibiting current state and finding effective methods
to fix it with the help of scientific research and career studies.

It can be suggested that teacher education also includes non-academic skills and
self-improvement (Holzberger et al., 2021). The first suggestion relating to this step
is about the improvement of observation skills in teacher education programs. For
preservice teachers in their first year, along with not receiving any courses related to
their major, having no practical experience and not having an extensive knowledge of
their program may cause anxiety. In this process, it might be good for the new students
to have an extensive orientation program about the 4-year undergraduate program,
along with an observation opportunity for them to learn about their area from the first
year. While it is possible to use face-to-face environments to develop such experience,
online tools like augmented reality, virtual reality or artificial intelligence can also be
used. Also, it might be possible to create small groups with preservice teachers and
organize workshops that cover all sub-dimensions of the area to allow them to
recognize the situations that create anxiety for them, discuss and come up with
solutions. Having previous job experience is connected to the idea of ‘I can do it’ in
the preservice teachers’ mind and improves their self-confidence. For preservice
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teachers, some part-time job opportunities, especially related to the areas they are
studying under, can be created.

Another step is creating a social support environment (Beehr & McGrath, 1992).
This step should move forward in a way that starts from career choice and includes
pre-service training. It is suggested for career choice that career guidance practices
start from early ages. Deciding on studying in education departments depending on
the points received from the university entrance exam rather than on a voluntary basis
might cause dissatisfaction with their own program, create hardships throughout
undergraduate life and anxiety about occupation choices. In this context, career
guidance practices regarding occupation introduction and choices can be suggested to
start from middle school level. The social support within the pre-service training can
include a “Preservice Teacher Portfolio” that is a prerequisite for graduation and
covers the four years of undergraduate education including the titles of teaching skills,
self-improvement and so on, which might be helpful for preservice teachers to grow
more equipped professionally. The preservice teachers can present their portfolios to
their classmates and professors in their department. A suggestion of “Preservice
Teacher Portfolio” can be put forward for the Council of Higher Education as a
mandatory part of undergraduate programs.

It can also be suggested that preservice teachers do interdisciplinary and
broadscale research studies that focus on occupational anxieties. Some studies that
use qualitative research methods can be planned to openly exhibit the reasons
affecting preservice teachers' anxiety levels. Along with that, some experimental
studies can be carried out with the training sessions with first years on career planning
and emotion management. Further down the line, the longitudinal effect can be
presented. The teaching profession is a job that includes countless subjects under it.
Along with elementary education level, a multidimensional comparison regarding
occupational anxiety can be made between other preservice teachers in other
departments. After the examination of the results, some changes in terms of creativity,
communication, personal and social development, academic climate and cultural
sensitivity, inclusivity can be made to the undergraduate programs following the
results. Apart from those, preservice teachers can be guided to actively participate in
scientific research processes.

Creating a stable base in this area by doing systematic career planning from early
childhood. In the early childhood period, with the support of social-emotional
development along with academic skills, individuals can grow up to be skilled in
emotional management, problem solving, emotional resilience and flexible thinking.
Along with these suggestions, workshops on how to deal with stress and anxiety can
be given. This way, individuals who learn how to handle their body and thoughts in
terms of anxiety will have the opportunity to use their potential and skills more
efficiently in the university years in which they receive occupational education.
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Ogretmenlik meslegi; toplumsal gelismeyi saglamak icin insan yetistirme
islevini tistlenen ve sosyal bir sistem olan okulun en 6nemli 6gelerinden biridir. Okul
yOnetimi, meslektaglar, 6grenciler ve ebeveynler gibi farkli bilesenleri igeren okul
sistemi i¢inde 6gretmen olmak, gesitli sorumluluklar da beraberinde getirmektedir.
Nitelikli bir egitim Ogretim siireci gec¢irmek igin gilincel geligmeleri izleyerek
ogretmenlik becerilerini gelistirmek, 6gretmenlik mesleginin sorumluluklari arasinda
ele almabilir. Ogretmenlik mesleginin ¢ok boyutlu yapisindan dolayi, 6gretmenler
farkli kisilerle iletisim kurmak zorundadirlar. Bu nedenle 6gretmenlerin ayni zamanda
iletisim becerileri yiiksek bireyler olmalar1 beklenmektedir. Ogretme, simf ydnetimi,
konu alani uzmanhgi, 6grenci danigmanligi, derslerin planlanmasi/dgretilmesi, ilgi
¢cekme, diisiinmeyi saglama, arag-gere¢ kullanma, etkili yonetme ve rehberlik etme,
pekistirme, degerlendirme, Ogrenci ile olumlu iliski kurma gibi birgok farkli
sorumluluk da 6gretmenlere atfedilen gorevler arasinda yer almaktadir (Gokge ve
Erdem, 2015). Ogrenciyi tanima ve degerlendirme, gelisimini izleme, simf ici
Ogrenme-ogretme  siireclerini planlama, okul-aile-toplum iligkilerini saglama ve
yiiriitme, program bilgisine sahip olarak ilgili igerikleri planlama gibi kisisel/mesleki
degerler agisindan cesitli yeterliklere sahip olmasi beklenen &gretmenlerin (Tiirk
Egitim Dernegi [TED], 2009) heniiz 6gretmenlik meslegini yapmaya baslamadan
once ya da bagladiklarinda gesitli kaygilara sahip olmalari kaginilmaz bir durumdur.

Kaygiyla ilgili yapilan pek ¢ok caligma kaygiyi farkli sekillerde tanimlamigsa da
ortak nokta olumsuz bir duygu olarak ele alinmasidir. Bununla beraber, her ne kadar
bazi aragtirmacilar tarafindan tek boyutlu bir deneyim olarak goriilse de Farkli
Duygular Kuramma (Differential Emotions Theory) gore korku, iiziintii, ofke,
utang/utangaclik, su¢luluk ve ilgi duygularindan en az ikisini; bazi durumlarda daha
fazlasini igeren bir duygu Oriintiisii olarak kabul gormektedir (Izard ve Buechler,
1980). Kaygi tepkisel degildir ve caresizlik durumlarinda ortaya c¢ikmaktadir
(Mandler, 1980). Son caligmalar ise kayginin zaman zaman korkuyla karigtirilan;
gerginlik hissetme, endise duyma gibi sosyal-duygusal veya kan basincinin
yiikselmesi gibi fiziksel etkilerin ortaya ¢iktigi duygusal bir durum olduguna isaret
etmektedirler (American Psychological Association [APA], 2022). Bu ¢alisma
baglaminda kisaca tanimlanacak olursa kaygi, kisinin kendisi ya da sevdiklerinin
yasama ihtimali olan kotii olaylara iliskin endisesidir (Scott, 1980; Shiota ve Kalat,
2012).

Alanyazinda, 6gretmenler ve 6gretmen adaylarinin kaygi yasamasina neden olan
durumlari, kaygt diizeylerini ve kaygi duymalarinin farkli degiskenler ile iligkisini ele
alan ¢esitli caligmalarin yer aldig1 goriilmektedir (Cabi1 ve Yalginalp, 2013; Erdas ve
dig., 2017; Frrat-Durdukoca ve Demir-Atalay, 2019; Gimrikgii-Bilgici ve Deniz,
2016a; Glumriik¢ii-Bilgici ve Deniz, 2016b; Kaftkas ve dig., 2010; Pehlevan ve dig.,
2017; Serin ve dig., 2015; Sharma ve dig., 2006; Teke ve Koc, 2017;). Fuller (1969),
Ogretmenlerin kaygilarimi bireyin kendisinden kaynaklanan ben-merkezli kaygilar,
ogreticilik gorevinden kaynaklanan gorev-odakli kaygilar ve ogrencilerden
kaynaklanan 6grenci-odakli kaygilar olmak iizere ii¢ baglikta toplamistir. Disiplin ile
iliskili konular, 6grenci giidillenmesi (motivasyonu), bireysel farklar, 6grenme
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sorunlari, 6gretmen yeterlikleri, programi uygulamakta ¢ekilen giigliikler ve program
dis1 sorumluluklar, sinif mevcudu, materyal yetersizligi gibi durumlar 6gretmenlerin
yasadiklar1 mesleki kaygilar arasinda yer almaktadir (Behets, 1990; McCormack,
1996; Meek ve Behets, 1999). Bu kaygilara ek olarak 6gretmenlerin egitim-6gretim
yaptiklart sinif diizeyine gore deneyimledikleri kaygilar degiskenlik gosterebilir.
Farkli gelisim 6zellikleri ve gereksinimleri olan c¢ocuklarla ¢alisan 6gretmenlerin
yasadiklar1 kaygilar da gesitlilik gostermektedir. Okul dncesi egitimi ve sinif egitimini
kapsayan temel egitimdeki 6gretmenler egitimin ilk kademesinde ve daha kiigiik yas
grubundaki c¢ocuklarla caligmaktadirlar ve bu durum diger branslarda g¢alisan
Ogretmenlerden farkli kaygilar yasayamalarma sebep olabilir. Lisans egitimi
stirecinde bu kaygilarin saptanmasi ve kaygilar1 gidermeye ya da azaltmaya yonelik
caligmalarin yapilmasi heniiz egitim-6gretime baslamamis 6gretmen adaylar igin
rahatlatic1 olacaktir. Ogrenim gordiikleri iiniversitelerin kaygi ydnetimine yonelik
calismalari ile farkindalik kazanan 6gretmen adaylart meslege bagladiklarinda daha
verimli egitim-0gretim siireci gecirebilirler. Alanyazinda farkli branslara yonelik
mesleki kaygi durumlarini ele alan galigmalar olsa da temel egitimdeki branslar igin
sinirli sayida ¢aligmanin yapildigi goriilmektedir.

Erken ¢ocukluk egitimi, 0-8 yas donemini kapsamakta (National Association for

the Education of Young Children [NAEYC], 2009) ve bu dénem Tiirkiye’de 3-10 yas
arasini kapsayan temel egitim kademesine denk diismektedir. Erken ¢ocukluk egitimi
kademesinde, okul Oncesi egitimle birlikte ¢ocuklarin fiziksel, zihinsel, sosyal-
duygusal ve dil gelisimleriyle birlikte 6zbakim becerilerinin de desteklenmesi, yani
temel beceri ve aliskanliklarin kazandirilmasi amaglanirken; sinif egitimiyle okuma-
yazma, aritmetik, yurttaglik, okuma aligkanligi, okuryazarlik, {ist diizey diisinme
becerileri gibi cagdas ve giincel bilgi, beceri ve aligkanliklarin kazandirilmasi
hedeflenmektedir. Cocuklarin saglikli bir sekilde biiyiiyebilmesi ve gelisebilmesi igin;
erken donemlerde kazandiklari deneyim, edindikleri bilgi ve beceriler oldukca
onemlidir. Bu deneyimler ayn1 zamanda ¢ocuklarin 6grenmeye karsi olumlu (pozitif)
tutumlar gelistirmelerine de yardimei olmaktadir (Milli Egitim Bakanligi [MEB],
2013).

Hizmet dncesi 6gretmen yetistirme programlari, 6gretmenlige iliskin bakis agisi
gelistirme, dgretmenlikle ilgili bilgi ve farkindaligin artirilmasi agisindan énemlidir
(Suarez ve McGrath, 2022; Tutkun ve Aksoyalp, 2010). Ogretmen yetistirme lisans
programlart 2018 yilinda Yiiksekogretim Kurulu (YOK) tarafindan yeniden
diizenlenmis ve programlarda cesitli degisiklikler yapilmugtir. Okul Oncesi
Ogretmenligi Lisans Programinda yapilan degisikliklerle birlikte kuramsal (teorik)
ders saatlerinde artis olurken derslerdeki uygulama saatleri azaltilmistir. Yaparak
yasayarak 6grenme temelinde ele alindiginda uygulamali derslerin kaygiyr azaltmada
onemli rol oynadig1 goriilmektedir (Van der Sandt ve O'Brien, 2017). Ayrica, eski
programda zorunlu dersler arasinda yer alan bazi dersler de (Anne-Baba Egitimi,
Yaraticilik ve Gelistirilmesi vb.) yeni lisans programinda se¢imlik ders olarak yer
almistir. Bu tiir derslerin ¢ocugun velisiyle iletisim, kendi meslektasiyla iletisim,
karsilagtig1 sorunlara cesitli ¢oziimler iiretebilme gibi pek ¢ok agidan ve ¢ok yonlii
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olarak Ogretmen adaymi gelistirecegi diisiiniilebilir. Bu gelisimin olas1 kaygiy1
onlemede olumlu bir etkisinin olacag: sdylenebilir. Benzer durum, Sinif Ogretmenligi
Lisans Programi’nda da goriilmektedir; yapilan diizenlemelerle birlikte zorunlu ders
sayilar1 azaltilmis ve secimlik ders sayilari artirilmistir. Simif 6gretmenleri i¢in temel
becerileri igeren bazi dersler (Ilk Okuma Yazma dersi vb.) ise &n kosul olabilecek
derslerden daha onceki donemlere yerlestirilmistir. Ogretmen Yetistirme
Programinda alinan derslerin ve programda izlenilen siiregte “yaparak yasayarak
6grenme” ilkesinin gdz oniinde bulundurulmasinin (Atanur-Baskan ve dig., 2006),
meslege iliskin kaygiyr 6nlemede etkisinin olacagi diisiiniilebilir. Bu kapsamda
degerlendirildiginde birinci smifta hissedilen mesleki kaygiyla sonraki siniflarda
hissedilen kaygi, boyut bakimindan farklilasabilir.

Bu dogrultuda, bu arastirmanin amaci Temel Egitim Bolimii 6gretmen
adaylarinin mesleki kaygi diizeylerinin farkli degiskenlere gore incelenmesidir. Bu
amag dogrultusunda yanit aranan sorular agagida yer almaktadir:

1. Temel Egitim Boliimii 6gretmen adaylariin mesleki kaygilari ne diizeydedir?

2. Smif Ogretmenligi Anabilim Dalinda 6grenim géren dgretmen adaylarmin
mesleki kaygisi ne diizeydedir?

3. Okul Oncesi Ogretmenligi Anabilim Dalinda 6grenim géren &gretmen
adaylarinin mesleki kaygisi ne diizeydedir?

4. Temel Egitim Boliimiinde 6grenim goren 6gretmen adaylarinin mesleki kaygi
diizeyleri farkli degiskenlere (Ggretmen adaylarmin mezun olduklari lise tiiri,
programi isteyerek se¢me durumlari, programdan memnun olma durumlari, sinif
diizeyleri, cinsiyetleri, daha once bir iste ¢alismis olma durumlari, en uzun siire
yasadiklar1 yer, ekonomik durum) gore farklilik gostermekte midir?

Yontem

Bu baglik altinda aragtirma modeli, ¢alisma grubu, veri toplama araglari,
verilerin ¢oziimlenmesi, etik konularinda bilgi verilmistir.

Arastirma Modeli

Bu arastirma, tarama modellerinden birisi olan betimsel tarama modelinde
yiriitiilmiistiir. Tarama modelinde simdiki ya da ge¢mis durumlar kendi kosullar
i¢inde, var oldugu sekliyle tanimlanmaktadir (Karasar, 2014). Betimsel tarama modeli
aragtirmanin yiirGitiildiigii grupta yer alan bireylerin bir durumla ilgili gérislerinin,
tutumlarinin alindigi, olgu ve olaylarin betimlendigi caligmalardir (Karakaya, 2012).

Betimsel caligmalar olant oldugu gibi tanimlamaya g¢alisan c¢alismalardir (Erkus,
2021).
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Calisma Grubu

Aragtirmanin yiriitiildiigi ¢alisma grubunda yer alan katilimcilarin programlara
ve sinif diizeylerine gore dagiliminin yer aldigi bilgilere Tablo 1°de yer verilmistir.

Tablo 1
Calisma Grubunda Yer Alan Katilimcilarin Programlara ve Sinif Diizeylerine Gére
Dagilimi

Program Sinif Toplam

1. simf 4. sif

Okul Oncesi Ogretmenligi 83 113 196

Sinif Ogretmenligi 102 68 170

Toplam 185 181 366

Arastirma, 2018-2019 6gretim yilinda I¢ Anadolu ve Dogu Anadolu Bélgesi’nde
bulunan birer iiniversitenin Okul Oncesi (O00) ve Sinif Ogretmenligi (SO) Lisans
Programlarina devam eden goniilli 1. ve 4. sinif 6gretmen adaylariyla yiiriitilmiistiir
(n=366). Arastirma sorular1 dogrultusunda karsilagtirma yapabilmek i¢in amagh
olarak Okul Oncesi ve Simif Ogretmenligi Programlari’ndaki 6gretmen adaylarmin 1.
ve 4. smf Ogrencileri segilmis ve Ornekleme yontemi olarak amacgli orneklem
cesitlerinden kolay ulasilabilir 6rneklem seg¢ilmistir. Kolay ulasilabilir drneklem,
hizli, pratik ve daha az maliyetli olmasi yaninda arastirmacilarin kisilere ulagmasinin
goreli olarak daha kolay oldugu durumlarda tercih edilen bir drnekleme yontemidir
(Yildirim ve Simsek, 2006). Arastirmaya katilan 6gretmen adaylarinin 210°u (%57,4)
I¢ Anadolu’da yer alan {iniversitede, 156’s1 (%42,6) ise Dogu Anadolu’da yer alan
{iniversitede dgrenim goriirken; bunlarin 196’s1 (%53,6) Okul Oncesi Ogretmenligi,
170’1 Smif Ogretmenligi programlarina devam etmekte; ek olarak siniflara gore
ogrencilerin 185’1 (%50,5) birinci sinifta ve 181°1 (%49,5) son sinifta bulunmaktadir.

Veri Toplama Araclari

Bu arastirmada arastirmacilar tarafindan hazirlanan “Demografik Bilgi Formu”
ve Cab1 ve Yalgmalp’in (2013) gelistirdigi “Ogretmen Adaylarma Yonelik Mesleki
Kaygi Olgegi (MKO)” Cabi’dan izin almarak kullanilmistir. Calismaya katilmadan
once dgretmen adaylarindan goniillii olarak katildiklarini belirttikleri Goniilli Katilim
Formunu doldurmalar1 istenmistir.

Ogretmen Adaylarina Yénelik Mesleki Kaygi Olgegi (MKO), 45 maddeden ve
sekiz faktorlii bir yapidan olusmaktadir. Gelistirilen 6lgegin yap1 gecerligi faktor
analizi ile incelenmis, KMO degeri .92 olarak belirlenmistir. Temel bilesenler analizi
kullanilmis ve faktor sayilarinin toplam varyansin 2/3 {inii kapsamast ile 6z degerlerin
cizgi grafigine dayanarak 8 alt faktor saptanmistir. Tiim faktorlerin toplam varyansi
aciklama yiizdesi 65.724 bulunmustur. Maddelerin ortak faktér varyanslarinin 1.00°a
yakin ya da 0.66’nin iistiinde oldugu goriilmiistiir. Faktorler: Gorev merkezli kaygi
(GMK) (14), ekonomik/ sosyal merkezli kaygi (ESMK) (7), 6grenci/ iletisim merkezli
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kaygi (OIMK) (6), meslektas ve veli merkezli kaygi (MVMK) (5), kisisel gelisim
merkezli kaygi (KGMK) (4), atanma merkezli kaygi (AMK) (3), uyum merkezli kayg1
(UMK) (3) ve okul yonetimi merkezli kaygi (OYMK) (3) dir. Faktorlerin diizeltilmis
madde-toplam puan korelasyonlar1 0.23 ile 0.73 arasinda, Cronbach alfa katsayilari
ise 0.94 ile 0.67 arasinda degismektedir.

Verilen cevaplar degerlendirildiginde araliklarin esit oldugu varsayilmis ve puan
aralig1 hesaplanmistir. Hesaplamalara gore aritmetik ortalamalar i¢in puan araliginin
0.80 oldugu goriilmiistiir (Puan Araligi = (En Yiiksek Deger — En Diisiik Deger)/5 =
(5 — 45 = 4/5 = 0,80). Bu hesaplama sonucunda aritmetik ortalamalarin
degerlendirme araliklari: 1.00-1.80 aralig1 en yiiksek, 1.81-2.60 aralig1 yiiksek, 2.61-
3.40 aralig1 orta, 3.41-4.20 aralign diigik ve 4.21-5.00 araligi ¢ok diisiik diizey
seklindedir (Cabi1 ve Yalgialp, 2013).

Yapilan giivenirlik analizi sonucunda Faktér 7 (UMK) i¢in Cronbach alfa degeri
.632’dir ve .7°den diistiktiir. Bu nedenle, giivenirligi teyit etmek adina maddeler arast
korelasyonlara bakilmigtir. Briggs ve Cheek’in (1986) onerdigi iizere maddeler
arasindaki korelasyon .2 ile .4 arasinda degistigi siirece Olgek giivenilir kabul
edilmektedir. Faktor 7°nin sahip oldugu maddeler arast korelasyon bu sarti
saglamaktadir (.290; .312; .530). Biitiin bunlar géz 6niine alindiginda 6lgegin bu

¢alismanin verileri baglaminda giivenilir oldugu gorilmistiir.

Olgekte yer alan bazi ifadeler, Cabi’dan alinan izin dogrultusunda
degistirilmistir. Bu degisiklikler okul 6ncesi kademesinde kullanilan dilin diger
kademelere gore farkli olmasi, program yapist ve hitap ettigi yas grubu gibi
sebeplerden dolay: yapilmistir. Bu durum 6lgme ile ilgili bir sorun yaratmayip sadece
O0gretmen adaylarinin  sorulart anlamlandirmasini  kolaylagtirmak amaciyla
yaptlmistir.  Degistirilen ifadeler; okul dncesinde “ders” yerine “etkinlik/sinif”,
“dgrenci” yerine “cocuk”, “problemli Ogrenciler” yerine “istenmeyen davranig
gosteren cocuklar”, “dgretim” yerine “etkinlik siireci” yazilmasi gibi ifadelerdir.
Olgekte degistirilen maddeler Cabi’nin gériisiine sunulmus ve kendisinden alian
onayla birlikte son sekli verilmistir.

Yap1 gegerligi icin dogrulayici faktor analizi (DFA) yapilarak uyum degerleri
incelenmistir. DFA siirecinde maksimum olabilirlik kestirimi (maximum likelihood
estimation-MLE) kullanilmigtir. DFA analizlerinden elde edilen t degerlerinin 6.45-
19.54 arasinda degistigi goriilmiis ve bu degerler 0.01 diizeyinde anlamli bulunmustur
(Cokluk ve dig., 2014). Analizler sonucunda ¥2=3123.47, sd=917 bulunmustur. 2
degerinin serbestlik derecesine oraninin 3123.47/917= 3.40 oldugu belirlenmistir.
¥2/sd degerinin 3’lin altinda olmas1 mitkemmel, 5’in altinda olmas1 orta diizeyde
uyum oldugunu gostermektedir (Kline, 2005; Tabachnick ve Fidell, 2015). Elde
edilen 3.40 degeri orta diizeyde uyum oldugunu gostermektedir. Uyum indeksleri
incelemesi sonucunda RMSEA=0.08, S-RMR=0.06 oldugu gériilmiistiir. RMSEA ve
S-RMR degerlerinin .05 ve altinda olmasi miikkemmel, .08’in altinda olmast ise iyi
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uyum oldugunu gdstermektedir (Brown, 2006; Joreskog ve Sorbom,1993; Tabachnick
ve Fidell, 2015). Diger uyum indeksleri i¢in ise NFI=0.94, NNFI=0.96, CF1=0.96 ve
IF1=0.96 degerleri elde edilmistir. Bu degerlerin .95’in lizerinde olmas1 mitkemmel,
.90’1n tizerinde olmast ise iyi uyuma karsilik gelmektedir (Siimer, 2000; Tabachnick
ve Fidell, 2015). Olgegin giivenirligini test etmek amach yapilan incelemelerde
6lcegin alt boyutlarindan elde edilen Cronbach Alfa katsayilarinin .63 ile .94 arasinda

degistigi ve toplam degerin .95 oldugu gorilmiistiir.

Etik Kurul Karan

Calismada elde edilen veriler herhangi bir ders kapsaminda toplanmamuistir.
Katilimeilarin arastirmacilarla herhangi bir agidan ¢ikar iligkisi bulunmamaktadir.
Calismaya katilim tamamen gonilliidiir. Kimliklerini belli edecek herhangi bir veri
katilimcilardan elde edilmemis; verilerin toplandigi tiniversitelerin adlar1 da benzer
sebeplerle verilmemistir. Veri toplama araci, 6lgegi gelistirenlerden kullanim ve
uyarlama izni ve uyarlama onayt alindiktan sonra kullanilmistir Calismanin
planlanmasi ve uygulanmasinda, Van Yiiziincii Y1l Universitesi Rektorliigii Sosyal ve
Beseri Bilimler Etik Kurulu 16.05.2019 tarihli ve 85157263-604.01.02-E.37706 say1l1
kararina istinaden herhangi bir etik dis1 uygulama yoktur.

Verilerin Analizi

Analizler 6ncesinde veriler incelenmis, u¢ degerlerdeki veriler veri setinden
cikarilmis ve kayip veriler i¢in ortalama deger atamasi yapilmistir. Normal dagilim
i¢in ¢arpiklik ve basiklik degerlerinin +2 ve -2 arasinda olmasi gerekmektedir (George
ve Mallery, 2019). Elde edilen verilerde toplam puan (carpiklik=-.431, basiklik=-
.035) ve olgegin alt boyutlari; GMK, (¢arpiklik=-.903, basiklik=.418), ESMK
(carpiklik= -.144, basiklik=-.820), OIMK ( ¢arpiklik=-.791, basiklik=-.017), MVMK
(carpiklik=-.977, basiklik=.645), KGMK (carpiklik=-.746, basiklik=-.538), AMK
(carpiklik=.379, basiklik=-.728), UMK (¢arpiklik=-.739, basiklik= -.051), OYMK
(carpiklik=-.448, basiklik=-.427) normallik varsayimlarini karsilamaktadir. Bagimsiz
degiskenlerin her bir kategorisi i¢in yapilan normallik incelemelerinde verilerin her
bir degisken i¢in normal dagildig: goriilmiistiir. Normallik varsayimi karsilandigindan
ve model dogrulandigindan veriler parametrik testler olan bagimsiz 6rneklemler t-
testi ve tek yonlii ANOVA yoluyla incelenmistir. Veri analizi siirecinde LISREL ve
SPSS paket programlart kullanilmustir.

Bulgular

Temel Egitim Boliimii 6gretmen adaylarinin mesleki kaygi diizeylerinin farkli
degiskenlere gore incelendigi bu g¢alismada ilk arastirma sorusu Temel Egitim
Bolimii Ogretmen adaylarinin  mesleki kaygilarinin ne diizeyde oldugunun
belirlenmesidir. Temel Egitim Bolimi 6gretmen adaylarinin mesleki kaygt
diizeylerine iligkin yapilan betimsel istatistiklere Tablo 2’de yer verilmistir.
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Tablo 2
Temel Egitim Béliimii Ogretmen Adaylarimin Mesleki Kaygi Diizeylerine Iliskin
Betimsel Istatistikler

Temel Egitim N Min Max X Ss

GMK 366 1.00 5.00 3.89 0.86
ESMK 366 1.00 5.00 3.24 0.96
OIMK 366 1.00 5.00 3.72 1.00
MVMK 366 1.00 5.00 3.99 0.86
KGMK 366 1.00 5.00 3.70 1.19
AMK 366 1.00 5.00 2.72 1.18
UMK 366 1.00 5.00 3.63 0.98
OYMK 366 1.00 5.00 3.33 1.03
MKO Toplam 366 1.02 4.94 3.53 0.71

Temel Egitim Bolimii 6gretmen adaylarinin mesleki kaygi diizeylerine iligkin
yapilan betimsel istatistikler sonucunda ogretmen adaylarmin ESMK (X=3.24),
AMK(X=2.72) ve OYMK (X=3.33) agisindan orta diizeyde kaygiya sahip olduklar

goriiliirken diger alt faktorler ile toplam kaygi bakimindan diisiik diizeyde
kaygilarinin oldugu goriilmiistiir. Ogretmen adaylarinin orta diizeyde kaygi sahibi

olduklari ii¢ alt faktor incelendiginde ESMK (x=3.24) ve OYMK (X=3.33) gére
AMK (X=2.72) diizeylerinin daha yiiksek oldugunu séylemek miimkiindiir. Diger

taraftan en az kaygi diizeyinin ise MVMK (X=3.99) alt boyutunda oldugu
gorilmiistiir.

Aragtirmanin ikinci alt amaci olan SO Lisans Programina devam eden 6gretmen
adaylarmin mesleki kaygi diizeylerine iligkin betimsel istatistiklere Tablo 3’te yer
verilmigtir.

Tablo 3

SO Lisans Programi Ogretmen Adaylarimin Mesleki Kaygi Diizeylerine Iliskin
Betimsel Istatistikler

SO N Min Max X Ss

GMK 170 1.00 5.00 3.82 0.89
ESMK 170 1.00 5.00 3.19 0.99
OIMK 170 1.00 5.00 3.71 1.05
MVMK 170 1.00 5.00 3.93 0.94
KGMK 170 1.00 5.00 3.60 1.22

(devam ediyor)
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Tablo 3 (devam)

AMK 170 1.00 5.00 2.66 111
UMK 170 1.00 5.00 3.58 1.02
OYMK 170 1.00 5.00 3.34 1.00
MKO Toplam 170 1.08 4.94 3.48 0.74

Tablo 3’e gore SO Lisans Programina devam eden 6gretmen adaylarinin ESMK
(x=3.19), AMK (x=2.66) ve OYMK (x=3.34) diizeylerinin orta diizeyde oldugu, diger
alt faktorler ve toplam kaygi diizeyi (x=3.48) agisindan diisiik diizeyde kaygilarinin
oldugu goriilmiistiir.

Aragtirmanin iiglincii alt amac1 olan OOO Lisans Progranmina devam eden
6gretmen adaylarinin mesleki kaygi diizeylerine iliskin betimsel istatistiklere Tablo
4’te yer verilmistir.

Tablo 4

000 Lisans Program Ogretmen Adaylarimin Mesleki Kaygi Diizeylerine [ligkin
Betimsel Istatistikler

000 N Min Max X Ss

GMK 196 1.00 5.00 3.94 0.83
ESMK 196 1.14 5.00 3.26 0.93
OIMK 196 1.00 5.00 3.72 0.96
MVMK 196 1.00 5.00 4.03 0.79
KGMK 196 1.00 5.00 3.78 1.16
AMK 196 1.00 5.00 2.77 1.23
UMK 196 1.00 5.00 3.66 0.94
OYMK 196 1.00 5.00 3.31 1.05
MKO Toplam 196 1.02 5.00 3.56 0.69

Tablo 4’e gore OO0 Lisans Programinda 6grenim géren dgretmen adaylarinin
ESMK (x=3.26), AMK (x=2.77) ve OYMK (x=3.31) diizeylerinin orta diizeyde
oldugu, diger alt faktdrler ve toplam kaygi diizeyi acisindan diisiik diizeyde
kaygilarinin oldugu gorilmiistiir.

Temel Egitim Boliimiine (OO0 ve SO) devam eden &gretmen adaylarinin
mesleki kaygi diizeyleri arasindaki farklilasmayr gormek igin yapilan t testi
sonuglarina Tablo 5’te yer verilmistir.
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Tablo 5

Ogretmen Adaylarinin Programlarina Gére Mesleki Kaygi Diizeylerine Iligkin t Testi
Sonuglart

Grup n X Ss Sd t p
GMK

000 196  3.94 0.83

SO 170 3.82 0.89 364 1.351 77
ESMK

000 196  3.27 0.93

SO 170  3.20 0.99 364 0.694 488
OIMK

000 196  3.72 0.96

SO 170 371 1.05 364 0.133 894
MVMK

000 196  4.03 0.79

SO 170 3.94 0.94 364 0.990 323
KGMK

000 196 3.78 1.16

5 170 360 199 364 1.454 147
AMK

000 196  2.78 1.23

SO 170  2.67 1.11 364 0.895 371
UMK

000 196  3.67 0.94

SO 170 358 1.02 364 0.804 422
OYMK

000 196 3.31 1.05

SO 170 3.34 1.00 364 -0.246 806
Genel Kaygi

000 196  3.56 0.69

SO 170  3.48 0.74 364 1073 284
p<.05

Tablo 5 incelendiginde d6gretmen adaylarinin 6grenim gordiikleri programa gore
mesleki kaygi diizeyleri agisindan anlamli bir fark olmadig1 goriilmiistiir.

Aragtirmada Temel Egitim Bolimiinde 6grenim goéren Ggretmen adaylarinin
mesleki kayg1 diizeylerinin farkli degiskenlere gore nasil degistigini incelemek igin
mezun olunan lise tiirii, programi isteyerek segme durumu, programdan memnun olma
durumu, smif diizeyi (1. Smuf ve 4. Smif), cinsiyet, daha dnce bir iste ¢calismis olma
durumu, en uzun siire yasanan yer ve ekonomik durum degiskenlerine gore analizler
yapilmustir. Her iki lisans programinda 6grenim goren 6gretmen adaylarinin mezun
olduklar lise tiiriine gére mesleki kaygi diizeylerine iliskin bulgulara Tablo 6’da yer
verilmigtir.
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Tablo 6

(?gretmen Adaylarinin Mezun Olduklar: Lise Tiiriine Gore Mesleki Kaygi Diizeylerine
1liskin t Testi Sonucglart

Grup n X Ss Sd t p
GMK

AOL/ ML 175  3.85 0.92

Diger 188  3.92 0.80 361 0747 456
ESMK

AOL/ ML 175  3.20 0.96

Diger 188 3.8 0.97 361 -084 405
OIMK

AOL/ ML 175  3.64 1.09

Diger 188 3.79 0.91 361 -l4e 149
MVMK

AOL/ ML 175  3.93 0.87

Diger 188  4.04 0.85 361 -Lear 213
KGMK

AOL/ ML 175  3.63 1.25

Diger 188 3.76 113 361 -10%6 291
AMK

AOL/ ML 175  2.68 1.24

Diger 188 278 112 361 0794 428
UMK

AOL/ ML 175 358 1.02

Diger 188 367 0.95 361 -0834 405
OYMK

AOL/ ML 175  3.29 1.04

Diger 188  3.35 1.02 361 0617 537
Genel Kaygi

AOL/ ML 175 347 0.75

Diger 188  3.57 0.68 361 1329 185
p<.05

Tablo 6’da yer alan tiim alt boyutlar ve genel kaygi diizeyine iliskin
incelemelerde 6gretmen adaylarinin mezun olduklar lise tiirline gore mesleki kaygi
diizeylerinin anlamli olarak farklilagmadig1 goriilmektedir.

Temel Egitim Bolimiinde 6grenim géren 6gretmen adaylarinin programlarini
isteyerek secme durumlarin gore mesleki kaygi diizeylerine iliskin bulgulara Tablo
7’de yer verilmistir.
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Tablo 7

Ogretmen Adaylarimin Programlarini Isteyerek Se¢me Durumlarina Gére Mesleki
Kayg Diizeylerine lligkin t Testi Sonuglart

Grup n X Ss Sd t p
GMK

Isteyerek secenler 276 3.97 0.81 .
Isteyerek segmeyenler 89 3.62 0.94 363 3111 002
ESMK

Isteyerek segenler 276 3.33 0.91 «
1“s§eyerek segmeyenler 89 291 1.04 363 3.644 000
OIMK

Isteyerek secenler 276 3.77 0.97

Isteyerek segmeyenler 89 3.54 1.09 363 1.765 080
MVMK

Isteyerek segenler 276 4.03 0.82

Isteyerek segmeyenler 89 3.84 0.97 363 1.744 082
KGMK

Isteyerek segenler 276 3.79 1.15 -
Isteyerek segmeyenler 89 3.38 1.24 363 2.876 004
AMK

Isteyerek secenler 276 2.80 1.15 .
Isteyerek segmeyenler 89 2.47 1.21 363 2.323 021
UMK

Isteyerek segenler 276 3.79 0.88 "
Isteyerek segmeyenler 89 3.13 1.10 363 5.090 000
OYMK

Isteyerek segenler 276 3.35 1.00

Isteyerek segmeyenler 89 3.25 1.09 363 193 428
Genel Kaygi

Isteyerek segenler 276 3.60 0.67 .
Isteyerek segmeyenler 89 3.27 0.77 363 3.917 000
*:p<.05

Tablo 7’de yer alan, dgretmen adaylarinin programlarini isteyerek se¢me
durumlarima goére mesleki kaygi diizeyleri incelendiginde GMK, ESMK, KGMK,
AMK ve UMK alt boyutlariyla birlikte toplam kaygi diizeylerinin 6grenim gordiikleri
programu isteyerek segmeyen 0gretmen adaylarinda daha yiiksek oldugu goriillmiistiir
(t(363)=3.111 GMK, 3.644 ESMK, 2.876 KGMK, 2.323 AMK, 5.090 UMK, 3.917
GK, p<.05).

Her iki lisans programinda Ogrenim goren Ogretmen adaylarinin
programlarindan memnun olma durumlarin gére mesleki kaygi diizeylerine iliskin
bulgulara Tablo 8’de yer verilmistir.
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Tablo 8

Ogretmen Adaylarinin Programlarindan Memnun Olma Durumlarina Gére Mesleki
Kaygi Diizeylerine lligkin t Testi Sonuglar

Grup n X Ss Sd t p
GMK

Mem. olanlar 315 392 0.82

Mem. olmayanlar 50 3.68 1.06 363 1.543 128
ESMK

Mem. olanlar 315 3.29 0.92

Mem. olmayanlar 50 2.90 1.14 363 2.245 028*
OIMK

Mem. olanlar 315 372 0.99

Mem. olmayanlar 50 3.71 1.09 363 0.050 960
MVMK

Mem. olanlar 315 4.01 0.82

Mem. olmayanlar 50 386 1.05 363 1186 236
KGMK

Mem. olanlar 315 3.73 1.17

Mem. olmayanlar 50 3.52 1.33 363 1.149 251
AMK

Mem. olanlar 315 279 1.19 -
Mem. olmayanlar 50 2.36 1.08 363 2.351 019
UMK

Mem. olanlar 315 3.75 0.90

Mem. olmayanlar 50 2.90 111 363 5.116 -000*
OYMK

Mem. olanlar 315 3.36 1.01

Mem. olmayanlar 50 3.11 1.10 363 1.593 112
Genel Kaygi

Mem. olanlar 315 357 0.68 -
Mem. olmayanlar 50 3.26 0.84 363 2.910 004
*:p<.05

Tablo 8 incelendiginde 6gretmen adaylarimin programlarindan memnun olma
durumlarima gére ESMK, AMK ve UMK alt boyutlariyla birlikte toplam kaygi
diizeylerinin programindan memnun olmayan Ogrencilerde daha yiiksek oldugu
gorilmiistiir (t(363)=2.245 ESMK, 2.351 AMK, 5.116 UMK, 2.910 GK, p<.05).

Her iki lisans programina devam eden 6gretmen adaylarinin sinif diizeylerine
gore mesleki kaygi diizeylerine iligkin bulgulara Tablo 9°da yer verilmistir.
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Tablo 9
Ogretmen Adaylarimn Sinif Diizeylerine Gére Mesleki Kaygt Diizeylerine Iliskin t
Testi Sonuglart

Grup n X Ss Sd t p
GMK

Lsimf 185 3.73 0.87

4. simf 181 4.05 0.82 364 -3.654 .000*
ESMK

Lsimif 185  3.10 1.00

OIMK

1.simf 185  3.55 0.97

MVMK

Lsimf 185 3.89 0.89

KGMK

Lsimf 185 3.55 1.23 N
AMK

Lsimf 185  2.69 111

4. sinif 181 2.76 1.25 364 -0.541 .589
UMK

Lsimf 185 3.61 0.99

4. .sinif 181 3.64 0.98 364 -0.284 776
OYMK

L.siif 185 3.16 1.01

4.sinif 181 350 1.01 364 -3.165 .002*
Genel Kaygi

Lsimf 185 341 0.68

4.sinif 181 3.64 0.73 364 -3.141 .002*
p<.0564

Tablo 9 incelendiginde 6gretmen adaylarmin smiflarina gére mesleki kaygi
diizeylerinin GMK, ESMK, OIMK, MVMK, KGMK ve OYMK alt boyutlartyla
birlikte toplam kaygi diizeylerinin birinci sinifa devam eden 6grencilerde daha yiiksek
oldugu goriilmiistiir (t(364)= -3.654 GMK, -2.789 ESMK, -3.158 OIMK, -2.177
MVMK, -2.455 KGMK, -3.165 OYMK, -3.141 GK, p<.05).

Her iki lisans programina devam eden 6gretmen adaylarinin cinsiyetlerine gore
mesleki kayg diizeylerine iligkin bulgulara Tablo 10°da yer verilmistir.
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Tablo 10

Ogretmen Adaylarimin Cinsiyetlerine Gore Mesleki Kaygi Diizeylerine Iligkin t Testi
Sonuglart

Grup n X Ss Sd t p
GMK

Kadin 271 3.86 0.83

Erkek 92 3.96 0.95 361 -0.880 379
ESMK

Kadin 271 3.4 0.93

Erkek 92 326 1.04 31  -0.180 857
OIMK

Kadin 271 364 1.00

Erkek 92 392 0.99 81  -2272  .024*
MVMK

Kadin 271 3.96 0.84

Erkek 92 409 0.88 sl  -1207 228
KGMK

Kadin 271 364 1.21

Erkek 92 385 112 31 ~ -1498 136
AMK

Kadin 271 2.62 1.11

Erkek 92 303 133 31  -2671  .008*
UMK

Kadin 271 355 1.02

Erkek 92 388 0.82 31  -3140  .002*
OYMK

Kadin 271 334 0.99

Erkek 92 3.34 1.12 361 -0028 978
Genel Kaygi

Kadin 271 3.48 0.69 -
Erkek 92 3.67 0.76 361 -2130 034
p<.05

Calisma grubunda yer alan 3 katilimcinin cinsiyete iliskin bilgi vermek
istememesinden kaynakli olarak cinsiyete gore mesleki kaygi diizeyinde farklilik olup
olmadigina iliskin analizler 363 kisi iizerinden yapilmstir. Tablo 10 incelendiginde
dgretmen adaylarmin cinsiyetlerine gére OIMK, AMK ve UMK alt boyutlariyla
birlikte toplam kaygi diizeyleri agisindan kadm 6grencilerin daha kaygili oldugu
goriilmiistiir (t(361)=-2.272 OIMK, -2.671 AMK, -3.140 UMK, -2.130 GK, p<.05)

Her iki lisans programinda 6grenim goren 6gretmen adaylarinin daha 6nce bir
iste ¢aligsmis olma durumlarina gére mesleki kaygi diizeylerine iliskin bulgulara Tablo
11°de yer verilmistir.
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Tablo 11

Ogretmen Adaylarmm Daha Once Bir Iste Calismis Olma Durumlarina Gore Mesleki
Kaygi Diizeylerine lligkin t Testi Sonuglar

Grup n X Ss Sd t p
GMK

Iste galismus olma 136 4.07 0.73 363 3.463 .001*
Deneyimsiz 229 3.77 0.91

ESMK

Iste calismis olma 136 3.29 1.04 363 0.794 427
Deneyimsiz 229 3.20 0.91

OIMK

Iste galismus olma 136 3.91 0.92 363 3.021 .003*
Deneyimsiz 229  3.60 1.03

MVMK

Iste calismis olma 136 4.07 0.81 363 1.479 .140
Deneyimsiz 229 3.93 0.88

KGMK

Iste calismis olma 136 3.89 1.02 363 2.626 .009*
Deneyimsiz 229 357 1.26

AMK

Iste galismus olma 136 291 1.25 363 2.156 .032*
Deneyimsiz 229 262 1.12

UMK

Iste calismis olma 136 3.78 0.90 363 2.230 .026*
Deneyimsiz 229 3.54 1.02

OYMK

Iste calismis olma 136 3.40 1.01 363 1.104 270
Deneyimsiz 229 3.28 1.03

Genel Kaygi

Iste alismus olma 136 3.67 0.67 363 2.919 .004*
Deneyimsiz 229 3.44 0.73

p<.05

Tablo 11 incelendiginde dgretmen adaylarinin GMK, OIMK, KGMK, AMK,
UMK ve OYMK alt boyutlariyla birlikte toplam kaygi diizeylerinin daha 6nce
herhangi bir iste ¢aligmayan &grencilerde daha yiiksek oldugu goriilmiistiir (t(363)=
3.463 GMK, 3.021 OIMK, 2.626 KGMK, 2.156 AMK, 2.230 UMK, 2.919 GK,
p<.05).

Her iki lisans programinda 6grenim goren 6gretmen adaylarinin en uzun siireli
yasadiklar1 yere gore mesleki kaygi diizeylerine iliskin bulgulara Tablo 12°de yer
verilmigtir.
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Tablo 12

Ogretmen Adaylarimin En Uzun Siireli Yasadiklari Yere Gére Mesleki Kaygi

Diizeylerine Iliskin Anova Sonuglart

Varyansin

Kaynagi KT Sd KO F p Fark
GMK

Gruplararasi 7.796 2 3.898

Gruplarigi 263.446 363 .726 5.371 .005 K®&y/belde/kasaba<Il
Toplam 271.242 365

ESMK

Gruplararasi 2.301 2 1.151

Gruplarigi 338.251 363 .932 1235 .292 -
Toplam 340.552 365

OIMK

Gruplararasi 3.034 2 1.517

Gruplarici 366.888 363 1.011 1.501 204 "
Toplam 369.922 365 )
MVMK

Gruplararasi 4.812 2 2.406

Gruplarigi 267.977 363 .738 3.259 .040 -
Toplam 272.789 365

KGMK

Gruplararasi 1.768 2 .884

Gruplarigi 518.406 363 1.428 619 539 -
Toplam 520.174 365

AMK

Gruplararasi 7.098 2 3.549

Gruplarigi 504.750 363 1.390 2552 079 -
Toplam 511.849 365

UMK

Gruplararasi 164 2 .082 .084 919
Gruplarigi 353.775 363 .975

Toplam 353.939 365

OYMK

Gruplararast 2.372 2 1.186

Gruplarigi 385.281 363 1.061 1117 328 -
Toplam 387.654 365

Genel Kaygi

Gruplararasi 2.728 2 1.364

Gruplarigi 185.570 363 511 2668 .071 -
Toplam 188.298 365

p<.05 **Ek A:En uzun siireli yasanan yer degiskenine iliskin betimsel istatistiklerin yer aldig1 tablo (Tablo A1) ek olarak

verilmistir.
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Yapilan ANOVA analizleri i¢in Tip I hatanin 6niine gegcmek adina Bonferroni
diizeltmesi yapilmistir. Yeni anlamlilik diizeyi p=0.016 olarak belirlenmistir. Tablo
12°de belirtildigi iizere mesleki kayg1 alt boyutlarindan sadece GMK alt boyutunda
anlamli bir farklilik tespit edilmistir [F(2.363) = 5.371; p<.016]. GMK alt boyutu i¢in
post hoc testleri yiiriitiilmiigtiir. Sonu¢ olarak varyans estesligi saglanamadigi ve
orneklem gruplart esit olmadigi i¢in daha tutucu bir test olan Tamhane izleme testi
yapilmis ve Ogretmen adaylarindan en uzun siire ile ilde yasayanlar ile
koy/belde/kasabada yasayanlarin ortalamalari arasinda anlamli fark ortaya ¢ikmustir.
I1 (X=4.01) ve kdy/belde/kasaba (X=3.66) ortalamalar1 kdy/belde/kasabada yasayan
6gretmen adaylarinin GMK ’larinin daha yiiksek oldugu gostermektedir. Fakat etki
biiyiikliigii hesaplandiginda n2=.029 elde edilmistir. Elde edilen bu deger diisiik etki
giiclinii ifade etmektedir. Dolayisiyla 6gretmen adaylarinin en uzun siireli yasadiklar
yerin gorev merkezli kaygilart {izerindeki etkisinin olduk¢a diisiik oldugu
goriilmiistiir. Bu durum en uzun siire yasanan yer degiskenin GMK puanlarini diisiik
bir diizeyde aciklayabildigi seklinde yorumlanabilir.

Her iki lisans programma devam eden Ogretmen adaylarinin ekonomik
durumlarima gére mesleki kaygi diizeylerini gosteren bulgulara Tablo 13’te yer
verilmistir.

Tablo 13

Ogretmen Adaylarinin Ekonomik Durumlarina Gére Mesleki Kaygi Diizeylerine
1liskin t Testi Sonuc¢lari

Grup n X Ss Sd t p
GMK

Diisiik Gelir 51 3.80 0.97

Orta-yiiksek Gelir 315 3.90 0.84 364 -8l4 416
ESMK

Diisiik Gelir 51 3.6 1.04

Orta-yiiksek Gelir 315 3.4 0.95 364 -604 546
OIMK

Diisiik Gelir 51 3.68 111

Orta-yiiksek Gelir 35 372 0.98 34 -2l7 828
MVMK

Diisiik Gelir 51 400 1.00

Orta-yiiksek Gelir 315 3.98 0.84 34 sr 891
KGMK

Diisiik Gelir 51 363 132

Orta-yiiksek Gelir 315 3.70 117 34 -431 666
AMK

Diisiik Gelir 51 251 1.05 ]

Orta-yiiksek Gelir 315 275 1.20 364 1363 174
UMK

(devam ediyor)
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Tablo 13 (devam)

Diisik Gelir 51 373 103
Orta-yiiksck Gelir 315 361 0.97 364 .74 44l
OYMK

Diisiik Gelir 51 340 1.04

Orta-yiiksck Gelir 315 331 1.02 364 584 559
Genel Kaygi

Diisiik Gelir 51 349 0.80

Orta-yiiksek Gelir 315 353 0.70 364 367714
p<.05

Tablo 13 incelendiginde 6gretmen adaylarinin ekonomik durumlarina gore
mesleki kaygi diizeyleri agisindan anlamli bir fark olmadig1 goriilmiistiir.

Tartisma, Sonu¢ ve Oneriler

I¢ Anadolu ve Dogu Anadolu Bélgesi’ndeki birer iiniversitenin OO0 ve SO
Programlarina devam eden goniillii 1. ve 4. sinif 6gretmen adaylariyla ve Ogretmen
Adaylarmma Yonelik Mesleki Kaygi Olgegi’nde (MKO) yer alan alt boyutlar
araciligiyla incelenen Ogretmen adaylarinin kaygi diizeylerine iliskin bulgular
Ozetlendiginde, Temel Egitim Bolimii 6gretmen adaylarinin kaygi diizeylerinde
ogrenim gordiikleri program, mezun olduklari lise tiirii, ve ailelerinin ekonomik
durumu agisindan bir farklilik olmadigi goriilmiistiir. Ancak, programi isteyerek
se¢me, programdan memnun olma gibi motivasyonel durumlar ve en uzun siire
yasadiklart yer, cinsiyet, simif, daha Once caligmis olma gibi kisisel Ozellikler
acisindan genel kaygi ve kayginin ekonomik/ sosyal, atanma gibi ¢esitli alt boyutlarda
farkliliklara sahip olduklari gériillmiistiir.

Bu g¢aligmadan elde edilen bulgular ilgili alanyazinla birlikte
degerlendirildiginde, ilging bir tablo ortaya cikmaktadir. Ogretmen adaylarmin
Ogretmenlik meslegini segcmeden Once bu meslegi se¢medeki motivasyon
kaynaklarmin 6gretmenligin ekonomik/sosyal boyutlari, saygin bir meslek olmasi,
atanma oraninin yiiksek olmasi ve adaylarin ¢ocuklari sevmeleri oldugu gériilmiistiir
(Deliveli, 2021; Ozcan ve Eraml, 2018; Yurdakal, 2019). Ogretmenlik meslegiyle
ilgili hizmet Oncesi egitime bagladiktan sonra ise yine ayni boyutlarda (ESMK,
OYMK ve AMK) kaygi yasamaktadirlar. Bu durum su soruyu da beraberinde
getirmektedir: Meslek segiminde belirleyici motivasyon 6gelerinin (Yurdakal, 2019)
hizmet 6ncesi egitimde kaygiya donlismesinde hangi faktorler rol oynamaktadir? Bu
sorunun ¢esitli agiklamalar1 olabilir. Bu agiklamalardan biri, kaygimin sosyal-
toplumsal boyutuna yapilacak gondermeyle (Boiger ve Mesquita, 2012), toplumda
temel egitim kademesinde gorev yapan Ogretmenlerin karsilastiklart durumlarla
iliskili olabilecegidir. Toplumda temel egitimin 6nemli iki paydasi olan okul 6ncesi
Ogretmenleri ve sinif 6gretmenlerinin karsilastiklart durumlar, oncelikle ekonomik
kazamimlar ve dgretmenlik meslegine iliskin algi ile dogru orantilidir (Ozdemir ve
Orhan, 2019; Unsal, 2018). Milli Egitim Bakanlig: tarafindan hazirlanarak 2017
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yilinda yayimlanan bes yillik Ogretmen Strateji Belgesinde yer alan ii¢ amagctan
sonuncusu, dgretmenlige yonelik alginin iyilestirilmesi ve statiisiiniin gii¢lendirilmesi
gerektigidir. Bu amacla sadece toplumda degil, ayn1 zamanda egitim sisteminin
kendisi icerisinde ve Tiirkiye Cumhuriyeti’nin en biiyiik topluluklarindan biri olan
Ogretmenler arasinda da mesleki alginin iyilestirilmesi ve statiisiiniin giiclendirilmesi
hedeflenmektedir (Ogretmen Strateji Belgesi, 2017). Ogretmenlik meslegi her ne
kadar uzmanlik gerektiren meslekler statiisiinde yer alsa da dgretmenler toplumun
goziinde mesleklerinin degerini kaybettigini diigiinmektedirler (Yiiksel ve Denktas,
2021). Bununla beraber, okul oOncesi o6gretmenleri toplumda ‘“bakict” goziiyle
goriildiiklerini dile getirerek bu bakis agisindan rahatsizliklarini vurgulamaktadirlar
(Can ve Kilig, 2019). Benzer sekilde, farklt meslek gruplarindan anneler de okul
Oncesi Ogretmenlerinin toplumda bakic1 goziiyle goriildiiklerini aktarmislardir
(Tiirkoglu, 2018). Oysa okul 6ncesi 6gretmenleri, toplumda uzmanlik mesleklerinden
biri olan 6gretmen olarak kabul gérmek istemektedirler (Ertiirk, 2012). Buna ek
olarak, okul oOncesi Ogretmenlerinin lisans programlarinda alan uzmanlarindan
aldiklar1 egitimi simiflarina yansitmak istemelerinden kaynakli stres yasadiklar1 da
belirtilmektedir (Mahmood ve Sak, 2019). Lisans egitimlerinde hem pedagojik hem
gelisimsel hem ebeveyn katilimimin dnemine deginen hem de bilimsel gelismelere
uygun bir siireci yasamalari, Ogretmen olarak rollerinin farkinda olmalarin
saglamaktadir (Ertiirk ve dig., 2014). Temel egitimin 6nemli diger paydasi olan sinif
dgretmenlerinin ise 20.yiizyilin son yillarindan (Unsal ve Aktas, 1999) giiniimiize
degin (Alic1 ve Yalginkaya, 2019; Aslan ve Agiroglu-Bakir, 2018; Kozan ve dig.,
2021) mesleki olarak yasadiklari zorluklar, 6grencilerle olan iliskiler, is kosullari, is
yiikii, veliler ile olan iliskiler ve diger O6gretmenler ile olan iligkiler olarak
siralanmaktadir. Benzer sekilde farkli tilkelerde ilkokul, ortaokul veya liselerde gorev
yapan Ogretmenler, mesleki stres kaynaklari olarak yonetim ile iletisim- etkilesim,
ogrencilerin bireysel zorluklari, 6gretmen algilar1 ve devlet yetkilerini belirtmislerdir
(Haydon ve dig., 2018; Kim ve dig., 2022; Skaalvik ve Skaalvik, 2015).

Bu calismaya katilan 6gretmen adaylarinin ekonomik kazanimlar agisindan
kaygilarinin orta diizeyde bulunmasinin sebeplerinden biri, 6zel okullar ile kamu
okullart arasindaki 6gretmen maas farkliligi olabilir. Bazi ¢caligmalar 6zel okullarda
¢alisan sinif 6gretmenlerinin kamu okullarinda ¢alisan 6gretmenlere oranla daha ¢ok
mesleki stres yagadiklarint vurgularken (Kozan ve dig., 2021) bazilari da tam tersi bir
sonug¢ ortaya koymaktadir (Giines, 2021). Bu farkliliklar, ekonomik sebeplere ek
olarak, 6gretmen sayginligi, algilanan is yiiki, aileler ve meslektaglarla iliskiler, okul
yonetimi ile iliskilerle agiklanabilmektedir (Deliveli, 2021; Kosar, 2018). Ekonomik
kayginin orta diizeyde olmasi ile atanma kaygisinin orta diizeyde bulunmasi da iligkili
olabilir. Temel Egitim Bolimii adaylarinin atanma merkezli kaygilarinin yiiksek
olmasi, bir kamu okulunda gorev yapmayi planladiklar seklinde yorumlanabilir. Her
ne kadar temel egitim diizeyinde kamu okullarina atanma, brans &gretmenlerine
oranla daha yiiksekse de gittikge artan mezun sayisi, farkli disiplinlerden atama
yapilmasi gibi bazi durumlarin kamu okullarinda gérev yapabilmek i¢in gerekli Kamu
Personeli Segme Sinav (KPSS) puanini alamama endisesi olusturdugu diigiiniilebilir
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(Deliveli, 2021; Unsal, 2018; Yilmaz, 2019). Okul Oncesi Ogretmenligi acisindan ele
alindiginda, Talim ve Terbiye Kurulunun 20.02.2014 tarih ve 9 sayili Ogretmenlik
Alanlari, Atama ve Ders Okutma Esaslar1 kararinda belirtildigi iizere, Okul Oncesi
Ogretmenligi ya da Cocuk Gelisimi ve Egitimi alanindan mezun olanlarin, Kamu
Personeli Se¢gme Sinavindan (KPSS) yeterli puani almalar1 durumunda okul 6ncesi
dgretmeni olarak atanabildikleri goriilmektedir. 2018 yilinda Istanbul Universitesi
Acik ve Uzaktan Egitim Fakiiltesi (AUZEF) biinyesinde agilan Cocuk Gelisimi
Acikdgretim Lisans Programi, sinavsiz gegisle ikinci {iniversite imkani saglamaktadir.
Okul Oncesi Ogretmenligi Programindan mezun olan dgretmen adaylar, 1500 kisilik
dgrenci kontenjani olan agikdgretim programindan (YOK, 2022) mezun olacak olan
adaylarin da atanma siirecine dahil olmasiyla atanma siirecinde c¢esitli sorunlar
yasayacaklarimi diisiinebilirler ve bu diisiinceleri atanmayla ilgili kaygi hissetmelerine
sebep olabilir.

Arastirmanin veri analizinden elde edilen sonuglar degerlendirildiginde mesleki
kaygi diizeylerinin dgretmen adaylarinin programlari, mezun olduklart lise tiirii ve
ailelerinin ekonomik durumuna gore farklilasmadigr bulunmustur. Bu bulgu,
alanyazinla uyumlu bulunurken (Korucu ve Biger, 2017), Giimriik¢ii-Bilgici ve Deniz
(2016a) ve Gumrik¢t-Bilgici ve Deniz’in (2016b) calismalarinin sonuglariyla
farkliliklar gostermektedir. Bu farklilik, bu ¢aligmadaki katilimecilarin Temel Egitim
Béliimii 6grencisi (1. ve 4. sinif), diger ¢alismalardaki katilimcilarm ise Okul Oncesi
Ogretmenligi 6grencisi (1. ve 3. smif) olmasindan kaynaklanabilecegi gibi,
katilimcilarin demografik bilgilerindeki (mezun olunan lise tiirli) farkliliktan da
kaynaklanmus olabilir. Son sinifta yiiriitiilen Ogretmenlik Uygulamasi dersi, gretmen
adaylariin mesleki kaygilarinda mezun olunan lise tiiriiniin etkisini azaltmis olabilir.
Cocuklarla etkilesilen bir deneyime sahip olma, egitimleri siiresince derslerde
ogrendiklerini deneyimleme firsati sunmakta, cocuklart gézlemleme, 6gretmen olarak
kendi sinir ve sinirliklarini fark ederek eksiklerini giderme sansi tanimaktadir.

Diger bir bulgu, 6grenim gordiikleri programlari isteyerek segcmeyen 6gretmen
adaylarimin GMK, ESMK, KGMK, AMK ve UMK diizeyleri ile birlikte toplam
mesleki kaygi diizeylerinin 6grenim gordiikleri programlari isteyerek secen 6gretmen
adaylarindan daha yiiksek oldugunu gostermektedir. Ayrica, 6grenim gordiikleri
programdan memnun olmayan 6gretmen adaylarinin GMK, AMK, UMK ile birlikte
toplam mesleki kayg1 diizeyleri, memnun olan 6gretmen adaylarindan daha ytiksektir.
flgili alanyazin incelendiginde benzer sonuglara ulasildig1 goriilmektedir (Akalin,
2006; Glimriik¢ii-Bilgici ve Deniz, 2016b). Bu bulgu ise, 6gretmenlik meslegiyle ilgili
kariyer planlamasinin heniiz bir meslek ya da kariyer basvurusu yapmadan once,
bireyin ilgi ve yetenekleri dogrultusunda yapilmasi gerekligine isaret etmektedir
(Gergek, 2018; Ozcan ve Eranil, 2018; Piskin ve Parlar, 2021; Yurdakal, 2019).

Bulgular siif diizeyine gore degerlendirildiginde, 1. smifa devam eden
dgretmen adaylann GMK, ESMK, OIMK, MVMK, KGMK, OYMK ve toplam
mesleki kaygi diizeyi acisindan 4. simifa devam eden 6gretmen adaylarindan daha
fazla kaygi duymaktadirlar. AMK ve UMK agisindan ise sinif bazinda herhangi bir
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farklilagmaya rastlanmamistir. Bu bulgu, calisilan konuyla ilgili alanyazinda yer alan
diger ¢alismalarla benzerlik gosterdigi gibi (Y1lmaz, 2019) farklilik da (Glimriikgii-
Bilgici ve Deniz, 2016b) gostermektedir. Goriilen farkliligin cesitli sebepleri olabilir.
Atanma merkezli kaygida sinif diizeyine gore farklilasma olmamasi, her iki lisans
programindan mezun olanlarin atanmayla ilgili benzer kaygilara sahip olmasiyla
aciklanabilir. Bu durum, birinci smiflarin mezun olacagi dénemde kamuya bagh
okullara yapilacak atama sayisi ile mezun sayis1 arasindaki farkin gittikge artacak
olmasindan kaynaklaniyor olabilir. Diger taraftan, son smnifa gelen 6gretmen
adaylarinin 6zel sektorde istihdam olanaklarinin ya da farkli kariyer segeneklerindeki
siirliliklarin farkinda olmalari da bu bulgu i¢in agiklayict olabilir.

Bulgular cinsiyet baglaminda ele alindiginda ise kadin 6gretmen adaylarinin
OIMK, AMK, UMK ve toplam mesleki kayg: diizeyleri acisindan erkek &gretmen
adaylarina oranla daha yiiksek kaygi diizeyine sahip olduklar1 goériilmektedir. Bu
bulgular alanyazindaki bazi ¢alismalarla birlikte degerlendirildiginde 6nceki
calismalarda elde edilen bulgularla benzerlikler oldugu gibi, farklilagsan sonuglar da
elde edildigi goriilmiistiir. Genel kaygi bulgularinda cinsiyet agisindan bir farklilagsma
olmamasi (Gimriik¢ii-Bilgici ve Deniz, 2016a; Gimriik¢ii-Bilgici ve Deniz, 2016b;
Ozcan ve dig., 2018; Yilmaz, 2019) ya da erkek 6gretmen adaylar lehine yiiksek
¢ikmasi (Tican, 2020) agilarindan farklilik gérilmekteyken; kadimlar lehine yiiksek
¢ikmasi agisindan bazi caligmalarla benzerlik gostermektedir (Adigiizelli, 2015;
Akgiin ve Ozgiir, 2014; Cubukcu ve Dénmez, 2011; Garcia-Martinez ve dig., 2021;
Kwok ve Ng, 2016; Pierceall ve Keim, 2007; Shaw ve dig., 2017; Varol ve dig., 2014).
Bu durum, toplumsal cinsiyet agisindan bakildiginda, temel egitim diizeyi
ogretmenlik alanlarinin kadinlara uygun oldugu diisiincesi (Ongoren, 2019; Seker ve
Capri, 2020; Yal¢in ve dig., 2017) ile agiklanabilir. Uyumlu olmanin kadindan
beklendigi (Aslan, 2015; Garcia-Martinez ve dig., 2021), saldirganligin ise erkekler
acisindan tolere edilebilir goriildiigii toplumsal kiiltiirde (Aslan, 2015) toplumsal
cinsiyet algisinin degismesi zaman almaktadir (Esen ve dig., 2017; Pekel, 2019).
Toplumsal cinsiyetle ilgili Tiirkiye’de yapilan ¢aligmalar incelendiginde, 6zellikle
kadinlarin toplumsal cinsiyet rollerine iliskin algilarinin degismeye basladigi
gdriilmekteyse de (Esen ve dig., 2017; Unal ve dig., 2017; Pekel, 2019) toplumsal
cinsiyetle iliskili sorumluluklar1 kadin O6gretmen adaylarinin daha ¢ok
icsellestirdikleri ve kendilerini hem mesleklerinde hem de 6zel hayatlarinda basarili
olmak zorunda hissettikleri (Aslan, 2015; Esen ve dig., 2017) ortaya ¢ikmakta; bu
durumun ise kaygiya sebep olabilecegi diisiiniilmektedir (Pekel, 2019).

Daha 6nce herhangi bir iste calismamis olan dgretmen adaylart GMK, OIMK,
KGMK, AMK, UMK ve toplam mesleki kaygi diizeyi acisindan daha dnce herhangi
bir iste calismis olan adaylardan daha yiiksek kaygi diizeyine sahip oldugu
belirlenmistir. Bu bulgu, ilgili alanyazinla uyumludur (An ve dig., 2021; Ma ve
Cavanagh, 2018) ve herhangi bir iste deneyime sahip olmanin 6nemini ortaya
koymaktadir. Deneyim gelistirmek i¢in ¢evrimi¢i araglardan yararlanilan bir
calismada gelistirilen sanal staj platformunun 6gretmen adaylarinda goriilen kayginin
azalmasinda olumlu bir etkisi oldugu bulunmustur (Theelen ve dig., 2020). Diger bir
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deneyim gelistirme c¢alismasi ise Ogretmen adaylarinin dahil oldugu eylem
arastirmasidir (Kennedy-Clark ve dig., 2018) ve eylem aragtirmasi slirecinde tutulan
giinliiklerin deneyimi yaziya aktarip saklanmasinin 6gretmen adaylarinda kaygiyi
azaltt1g1 bulunmustur.

Kaygi, stresi siddetlendiren gii¢lii duygusal dinamiklerden biridir (Prilleltensky
ve dig., 2016) ve ¢aligmanin bulgularinin da gosterdigi lizere sadece kisiye 6zgii
sebeplerden kaynaklanmamaktadir. Ozellikle mesleki kayginin bireysel oldugu kadar
toplumsal etkenleri; duygusal oldugu kadar sosyal boyutlari da vardir. Bireysel
etkenler, toplumsal agidan giiglendirmeyle; duygusal boyutu da sosyal destek
saglanarak doniistiirilebilir. Temel egitim dgretmenlerinin, bir bireyin yasaminda,
onunla sistemli ve diizenli iletisimde bulunan, onlara yol gosteren, 6grenmelerinde
destek saglayip giiclendiren ilk profesyoneller olduklari, hatta 26 Agustos 1924°te
Muallimler Birligi Kongresi iiyelerine Mustafa Kemal Atatiirk’iin sdyledigi gibi “yeni
neslin onlarin eseri olacagr” (Atatiirk Aragtirma Merkezi Bagkanligi [ATAM], 2022)
diistiniildiiginde, daha meslege baslamadan yasadiklar1 mesleki kayginin
azaltilmasinda anlamli, evrensel ilerlemeler ve bilimsel gelismelerle uyumlu adimlar
atilmalidir. Bu adimlar, kisisel-sosyal boyut, bilimsel arastirmalarla var olan durumun
ortaya konulmasi ve iyilestirilebilmesinde etkili yontemlerin belirlenmesi ve kariyer
calismalar1 gibi gesitli olabilir.

Ogretmen egitiminde akademik olmayan becerilere ve kisisel gelisime yer
verilmesi Onerilebilir (Holzberger ve dig., 2021). Bu adima yonelik ilk Oneri,
Ogretmen egitimi programlarinda gozlem becerisinin gelistirilmesiyle iligkilidir. 1.
simifa devam eden dgretmen adaylarinin heniiz anadal dersleri almamakla birlikte
herhangi bir uygulama deneyimi yasamamalar1 ve boliimlerinin kapsamiyla ilgili tam
bilgi sahibi olmamalar1 kaygi yasamalarina neden olabilir. Bu siirecte boliime yeni
baglayan 6grenciler i¢in 4 yillik lisans programina iligkin bilgileri de iceren kapsamli
bir uyum programu ile ilk yildan alani gérmeleri i¢in okullarda gézlem yapmalarina
firsat verilebilir. Bu deneyimleri artirmak igin yiiz yiize ortamlar olusturulabilecegi
gibi ¢evrimigi, artirtlmis gergeklik, sanal gergeklik ya da yapay zeka gibi giinlimiiz
teknoloji araglarindan yararlanilabilir. Ayrica 6gretmen adaylariyla kiigiik gruplar
olusturularak, mesleki kaygiyr biitin alt boyutlariyla kapsayan calistaylar
diizenlenerek kendilerinde kaygi yaratan durumlari fark etmeleri, tartismalart ve
¢Ozlim onerileri sunabilmeleri saglanabilir. Daha 6nce bir iste ¢aligmis olma durumu
Ogretmen adaymin kendine giivenmesine ve «yapabiliyorum» duygusunu
hissetmesini saglamasiyla iliskilidir. Ogretmen adaylar1 icin Ozellikle 6grenim
gordiikleri programlar ile iligkili, yar1 zamanh c¢aligabilecekleri is alanlar
olusturulabilir.

Diger bir adim, sosyal destek ortaminin olusturulmasidir (Beehr ve McGrath,
1992). Bu adim, kariyer tercihinden baglayarak hizmet 6ncesi egitimi de kapsayacak
sekilde ilerlemelidir. Kariyer tercihiyle ilgili olarak kariyer rehberligi ¢aligmalarinin
erken yaslardan itibaren baslamasi 6nerilir. Ogretmen adaylarinin lisans egitimi igin
program secimi yaparken gergekten Ogrenim gormek istedikleri alanlart se¢mek
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yerine simavdan aldiklar1 puanlar dogrultusunda tercih yaparak egitim fakiiltelerini
tercih etmeleri; Ogrenim gordiikleri programdan memnun olmamalarina neden
olabilir. Bu durum, lisans egitimi boyunca zorlanmalarini ve mezuniyet sonrasi
profesyonel olarak siirdiirecekleri meslek konusunda kaygi yagamalarini beraberinde
getiriyor olabilir. Bu baglamda meslek tanitimi ve se¢imine iligkin kariyer rehberligi
calismalarinin ortaokul diizeyinden itibaren yapilmasi onerilebilir. Hizmet 6ncesinde
sunulabilecek sosyal destek ise lisans egitimi siirecinde 4 yili kapsayan 6gretmenlik
becerileri, kisisel gelisim vb. bagliklarini igeren; mezun olmak i¢in kosul olabilecek,
mesleki agidan daha donanimli olmalarma yardimer olacak «Ogretmen Aday1
Portfolyosu» hazirlanmasi olabilir. Ogretmen adaylar1 arkadaslaria ve béliimdeki
ogretim iiyelerine portfolyolarinin sunumunu yapabilirler. Yiiksek Ogretim
Kurumuna «Ogretmen Aday:r Portfolyosupnun bir zorunluluk olarak lisans
programlarina eklenmesi onerilebilir.

Ogretmen adaylarinin mesleki kaygilarini inceleyen disiplinlerarasi ve kapsayici
cesitli bilimsel arastirmalar ve bilimsel calismalar yapilmasi 6nerilebilir. Ogretmen
adaylarinin kayg diizeylerini etkileyen etmenlerin nedenlerinin derinlemesine ortaya
konulabilmesi i¢in nitel aragtirma yontemlerinden yararlanilan c¢alismalar
planlanabilir. Bunun yaninda Ogretmen adaylarina 1. simifta verilecek kariyer
planlama ve duygu diizenleme egitimleri ile deneysel caligmalar yiiriitiilebilir.
Calismanin devaminda ise boylamsal etkisi ortaya konulabilir. Ogretmenlik meslegi,
icinde ¢ok sayida bransi barindiran bir meslektir. Temel egitim kademesiyle birlikte
farkli branglara yonelik 6gretmenlik egitimi alan 6gretmen adaylariyla mesleki kaygi
konusunda caligilarak ¢ok boyutlu bir karsilastirma yapilabilir. Elde edilen sonuglar
degerlendirilerek bu degerlendirmeler dogrultusunda lisans programlarinda
yaraticilik, iletisim, kisisel ve sosyal gelisim, akademik iklim ve kiiltiire duyarlilik,
kapsayicilik gibi ¢esitli diizenlemeler yapilabilir. Bunlarin yaninda, &gretmen
adaylariin bilimsel ¢alisma siireglerinde aktif rol almas1 saglanabilir.

Erken ¢ocukluk doneminden itibaren sistematik bigimde mesleki kariyer
planlamasi yapilarak bu alana iliskin temelin olusturulmasi hedeflenmelidir. Erken
cocukluk stirecinde akademik beceriler kadar sosyal duygusal geligimin
desteklenmesi sayesinde duygu kontrolii saglama, problem ¢ézmede yetkinlik,
duygusal yilmazlik, esnek diisiinme becerilerini etkin kullanan bireyler yetisecektir.
Bunun yaninda stres ve kaygi ile nasil bas edebilecegine yonelik egitimlerin verilmesi
de Onerilebilir. Bdylece erken yillardan itibaren kaygiya iliskin bedenini ve
diistincelerini kontrol etme becerisi elde eden birey mesleki egitim aldig1 iiniversite
yillarinda potansiyelini ve becerilerini daha etkili kullanma firsat1 elde edebilecektir.
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Appendices

Appendix A
The descriptive statistics relating to the variable of the longest lived place is given in
Table AL

Table Al

The Descriptive Statistics on the Variable of the Longest Lived Place
Group N X SD df
JOA
Village/town/borough 93 3.67 .94325 .09781
District 87 3.84 .89834 .09631
Province 186 4.01 77873 .05710
ESOA
Village/town/borough 93 3.21 .94624 .09812
District 87 311 .91831 .09845
Province 186 3.30 .99554 .07300
ISOA
Village/town/borough 93 3.63 1.03192 .10700
District 87 3.62 1.00634 .10789
Province 186 3.80 99129 .07269
CPOA
Village/town/borough 93 3.84 .93385 .09684
District 87 3.91 .90762 .09731
Province 186 4.10 .79492 .05829
SDOA
Village/town/borough 93 3.67 1.23817 .12839
District 87 3.59 1.16587 .12499
Province 186 3.76 1.18656 .08700
APOA
Village/town/borough 93 2.51 1.06142 .11006
District 87 2.69 1.17964 .12647
Province 186 2.85 1.23339 .09044
ADOA
Village/town/borough 93 3.64 .94538 .09803
District 87 3.59 .90793 .09734
Province 186 3.64 1.04146 .07636
SAOA
Village/town/borough 93 3.26 1.06953 .11090
District 87 3.23 1.03741 11122
Province 186 3.40 1.00671 .07382
General Anxiety
Village/town/borough 93 3.43 .73166 .07587
District 87 3.45 .69729 .07476

Province 186 3.61 71473 .05241
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In the current century, there are rapid changes and transformations in every field.
Such changes and transformations bring about a great explosion of information
through technology (Beers, 2011). This has led to different expectations in the levels
of knowledge and skills required from individuals. One of these, the concept of
learning to learn from 21st century learning and renewal skills, is expressed as the
continuous self-renewal and development of individuals (Varki, 2020). Wagner
(2008) stated that one of the 21st century skills that teachers should have is curiosity.
Individual curiosity is an important element for the individual to both access and use
information (Goksiin, 2016). Considering the characteristics of individuals who learn
to learn, it was concluded that they are individuals who enjoy learning, researchers,
and curious individuals (Catal, 2019). Gaining these skills should be considered an
important goal at all levels of education from primary school to higher education
(Boyaci, 2019). The digital age of the 21st century is in unprecedented growth in terms
of access to information (Beers, 2011). This growth has brought about different
definitions of learning skills. Of these definitions, especially information literacy skill
has an important place in terms of the correct use of increasing information today. In
addition, information literacy is one of the main elements of learning to learn
(Giirbiiztiirk & Kog, 2012). Universities, which are the leading institutions preparing
individuals for the future, have an important responsibility in providing this skill to
students because raising individuals who learn to learn and use the information, they
have learned has become an important necessity in our age.

In the current century, university graduates are expected to have the ability to
use knowledge effectively and positive motivation (Ozgiizel, 2018). It is expected that
the students studying in departments of primary education of faculties of educations
in this century will have similar characteristics. Considering the strategic goals of
YOK (the Council of Higher Education) for 2020, it is seen that emphasis is placed
on training qualified human resources in order to increase quality (YOK, 2020). Thus,
when we consider that the individual should learn to Ilivioearn and use knowledge as
a tool, these and similar studies become even more important. It was also stated that
studies to increase the academic motivation of university students could lead to
positive attitudes towards educational institutions (Korkmazer, 2020).

For the learning and teaching process to be motivating, there is a need for the
teacher to be a role model as well as an environment where students can share the new
knowledge they discover. Consequently, the basis for the selection of primary school
teacher candidates as the study group is that they are the implementers of primary
school curricula. Apart from having a profession, different learning environments that
will positively affect the motivation of university students should be created. In this
context, it should be aimed at raising individuals who are able to use information and
who adopt research and questioning as a basis. This is because one of the main aims
of universities is to develop curiosity, research, discovery and questioning skills
(Demirel & Coskun, 2009). Curiosity, which is one of the characteristics that
individuals who learn to learn should have, should definitely be addressed in
educational research as a feeling of learning as Zuckerman (1979) stated (Cited in
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Reio, 1997). Harty and Beall (1984) stated that the sense of curiosity is a determining
factor in learning (as cited in Serin, 2010). According to Leslie (2014), curiosity
investment in education systems enables students to see their desire to acquire
knowledge as a part of their lives rather than having a profession.

This study aims to develop a different perspective on the educational processes
in faculties of education at universities and to contribute to the literature because the
education of primary school teacher candidates studying in faculties of education
higher education institutions determines their success in their professional lives. In
the 2017 primary education curriculum update of the Ministry of National Education,
the principles and approaches adopted in the curriculum were decisive in the selection
of the study group of the research. From this point of view, studies based on the
examination of epistemic curiosity levels can be conducted while raising information
literate individuals, which is one of the 21st century skills. Hence, in a study
conducted with pre-service teachers, it was found that inquisitiveness has a positive
relationship with information literacy and its effect on academic achievement was also
examined (Askin & Demirel, 2018).

Curiosity

Curiosity means the pursuit of knowledge in ancient times, and it is seen as a
pure understanding of happiness by the Greeks and Romans. In the Middle Ages,
curiosity was attributed to a sin with its bad reputation and entered a period of decline.
Curiosity, which started to be respected again with the Renaissance period, entered
the age of questioning. In the 20th century, curiosity passed into the period of finding
answers. In this transition, the rapid development of technology is a very important
factor in finding answers to questions (Leslie, 2014).

In the Middle Ages, curiosity, which was considered a defect, underwent major
conceptual changes over time. The belief system that dominated thought during the
Middle Ages transitioned to a culture of curiosity with the Renaissance and scientific
revolutions. Nowadays, it is mostly expressed based on the definition of desire to
learn. Epistemic curiosity will not stop progressing, regardless of the impact of the
rapid development of artificial intelligence and information technologies on curiosity
because the key to science is the questions that we do not know the answer to which
we cannot find on the internet (Livio, 2018).

William James first began to deal with curiosity in a scientific sense in 1890.
Study on curiosity has started to be studied and expressed with different meanings in
the recent past. Since the early 20th century, the concept of curiosity, which has been
considered a personality trait by psychology, has been characterised as a
multidimensional concept (Ozsaray, 2016). After Dewey (1910), the first researcher
to examine curiosity cognitively, Berlyne (1954), Nissen (1954) and Hebb (1955) also
examined the concept of curiosity within cognitive processes (Cited in Ozsaray,
2016). Similar to Albertus Magnus' definition, in the Middle Ages, curiosity
definitions, which were stated as poking our noses into things that do not interest us,
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started to be expressed as an endeavour to reach scientific knowledge as of the 171
century (Ball, 2012).

It is seen that studies on curiosity, which has a motivating effect on people's
understanding and exploration of their environment, have started to be investigated
more recently (Pluck & Johnson, 2011). The consideration of curiosity in recent years
through cognitive approaches rather than behaviourist approaches is indicative of the
multidimensional nature of the concept. The concept of curiosity, originally
characterized by Berlyne (1954) as a drive akin to hunger, has evolved in recent years
to be understood as a desire for exploration and knowledge acquisition (cited in
Litman and Spielberger, 2003, p.75). According to Loewenstein (1994), people's
curiosity to learn information increases their desire to learn. A brain motivated by
curiosity becomes more sensitive along the journey, recalling what it learns along the
way (Briggs, 2017) because curiosity is the state of being willing to acquire
knowledge (Berlyne, 1954).

Throughout history, knowledge and curiosity have been intertwined. It is
accepted that the concept of the desire to know has been a determinant in the formation
of the human mind since antiquity (Dalmace, 2008). Learning is a process and the
individual who learns tends to acquire knowledge in this process by certain methods
or by self-discovery. The role of epistemic curiosity is also questioned with traditional
or contemporary methods of obtaining information (Yazic1 & Kartal, 2020).

Epistemic Curiosity

Berlyne (1954), one of the first to use the concept of epistemic curiosity, also
stated its definition as the desire to acquire knowledge (Cited in Jirout & Klahr, 2012).
Litman, Hutchins, and Russon (2005) divided curiosity into perceptual curiosity,
which is activated in unusual situations, and epistemic curiosity, which is based on
learning new information. One of the researchers who expressed the concept of
epistemic curiosity, which can also be defined as a type of directed curiosity, is the
British writer lan Leslie. Leslie (2014) mentioned two types of curiosity in his book
'Curiosity'. He defines the first of these, diversionary curiosity, as the desire for things
that are of great interest to humans, and the second, epistemic curiosity, as the desire
to discover, which requires more effort than diversionary curiosity. He stated that the
development of our deflective curiosity with knowledge and understanding
constitutes the subject of the more disciplined epistemic curiosity. According to
Berlyne, epistemic curiosity is a desire to know that motivates the learner to try to
learn information that the individual has not encountered before, to find solutions to
scientific problems by eliminating the existing lack of knowledge. Loewenstein
(1994), in his knowledge gap theory, emphasised that it is not only the lack of
knowledge that arouses our epistemic curiosity but also the gaps in our existing
knowledge (Loewenstein, 1994). In a study investigating the effect of epistemic
curiosity on the education of university students, the importance of nurturing curiosity
and epistemic curiosity in curricula was emphasised. It was also stated that it is
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important to shape curricula by measuring students' epistemic curiosity levels (Henry,
2017).

Motivation

In research on learning processes within educational psychology, the term
motivation, such as curiosity, has become a frequently encountered concept. Whether
positive or negative, it can be said that motivation, which mobilises the learner to
learn, has a strong effect on the learning process. Working to achieve learning with
the desire to succeed is an example of positive motivation, while trying to learn to
avoid punishment is an example of negative motivation (Akbaba, 2006).

Litman (2005) stated that the intrinsic path from curiosity to knowledge is
extremely rewarding and enjoyable as it eliminates uncertainty. Therefore, developing
curiosity leads to higher intrinsic motivation, which in turn improves students'
learning and academic performance (Keung, Shan, & Fong, 2012). Within this
perspective, it can be said that motivation, like curiosity, affects the desire to learn.

In 2007 Ratella et al stated that students with high academic motivation have
more positive attitudes towards school and lower anxiety levels (Cited in Korkmazer,
2020). From this perspective, efforts related to academic motivation can be expanded
for a more effective educational process. In addition, the development of studies that
increase and support the academic motivation of university students in their
educational processes is an issue that should be given importance (Akbay & Gizir,
2010). When the studies on the academic motivation levels of primary school teacher
candidates are examined, the necessity of conducting different research comes to the
forefront. In a study conducted on 4" year students in the Department of Primary
Education, it was stated that academic motivation levels should be examined at
different year levels in terms of academic and professional development of students
(Ozdemir, 2019).

Purpose of the Study

Studies have been conducted in which curiosity and learning and epistemic
curiosity and learning are discussed together. In this study, epistemic curiosity and
academic motivation variables were examined together for the first time, and it was
aimed to reveal the relationship between epistemic curiosity levels and academic
motivations of primary school teacher candidates. The sub-problems of the research
are listed as follows.

1. What is the epistemic curiosity level of primary school teacher candidates?

2. Is there a significant difference in terms of epistemic curiosity levels of
primary school teacher candidates by;

a. gender,

b. year level and,
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c. academic grade point averages?

3. What is the academic motivation level of the primary school teacher
candidates?

4. s there a significant difference in terms of academic motivation levels of
primary school teacher candidates;

a. gender,
b. grade level and,
c. academic grade point averages?

5. Is there a significant relationship between the epistemic curiosity levels of
primary school teacher candidates and their academic motivation levels?

Method

In this section, the research model, universe and sample, and data collection tools
are explained.

Research Model

In this study, the relationship between epistemic curiosity and academic
motivation of primary school teacher candidates was examined according to the
survey model. The quantitative research model aims to reduce the data to numerical
indicators by examining the relationship between variables (Yildirnrm & Simgek,
2016). In the study, the relational survey model was preferred to examine the
relationships and connections between variables (Biiyiikoztiirk, et al. 2020). The
relational survey model aims to reveal the degree of change between two or more
variables (Karasar, 2012).

Study Group

The universe of the research consists of students in the 1t 4" year of the primary
education undergraduate program in the faculties of education at universities in
Tiirkiye. Since the whole universe could not be reached due to the difficulties
experienced in scientific research practices due to the COVID-19 pandemic that
emerged at the beginning of 2020, the study universe was chosen. For this reason, the
convenient sampling technique was used in the study due to its easy accessibility.
Convenient sample is defined as a sample type that the researcher can easily reach and
does not pose a problem in terms of permission (Biiylikoztiirk, 2020).
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Table 1

Characteristics of the Study Group
Study Group F %
Female 122 77.2
Male 36 228
1%t Year 45 28.5
2" Year 37 23.4
3 Year 39 24.7
4™ Year 37 234
Total 158 100

Table 1 shows that the study group of the research consisted of 158 primary
school teacher candidates who continue their education in the 1%, 2", 3, and 4™ years
of Mersin University Faculty of Education. In the study, after obtaining permission in
accordance with the decision of Mersin University Social and Human Sciences
Scientific Research and Publication Ethics Board dated 05/03/2021 and numbered 03,
the Google form and scales were applied to the 1%, 2", 3 and 4" year students of
Mersin University. In the prepared online form, there were statements about the
consent statement accepting that the participants participated in the study, the purpose
of the study, the estimated time required to complete it, and that they could leave the
study if they wanted. The teacher candidates who accepted this information filled in
the scales.

Data Collection Tools

In this study, the epistemic curiosity scale consisting of 10 items, developed by
Litman and Spielberger (2003) and adapted into Turkish by Yazici (2020), and the
academic motivation scale consisting of 20 items and developed by Bozanoglu (2004)
to measure academic motivation levels were applied.
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Epistemic curiosity scale. The epistemic curiosity scale developed by Litman and
Spielberger in 2003 consisted of two sub-dimensions. In the original version of the
scale, items 1, 3, 5, 7 and 9 constitute the interest dimension and items 2, 4, 6, 8 and
10 constitute the deprivation dimension. In the language adaptation study, Cronbach's
alpha value of interest-type epistemic curiosity was calculated as .73 and Cronbach's
alpha value of deprivation-type epistemic curiosity was calculated as .78. According
to the reliability study conducted on the participants, Cronbach's alpha value was
calculated as .81. Besides, in the reliability analysis of interest type epistemic
curiosity, Cronbach's alpha was calculated as .76 and in the reliability analysis of
deprivation type epistemic curiosity, Cronbach's alpha value was calculated as .81. It
was concluded that the 4-point Likert-type scale was consistent with its original form
in the form adapted into Turkish by Yazic1 (2020).

Academic motivation scale. The 5-point Likert-type academic motivation scale
developed by Bozanoglu in 2004 consists of 20 items. According to the results of
factor analysis, the scale consists of 3 sub-factors: self-transcendence, exploration and
utilisation of knowledge. The items 2, 6, 7, 8, 9, 10 and 16 of the scale constitute the
self-transcendence factor, the items 1, 5, 12, 14, 15 and 18 constitute the knowledge
utilisation factor, and the items 3, 4, 11, 13, 17, 19 and 20 constitute the exploration
factor. Following the test-retest application to the participants, Cronbach's alpha
values were calculated as .77 and .85, respectively. When the whole group was
analysed, the reliability analysis of the academic motivation scale Cronbach Alpha
coefficient was calculated as .86.

Ethical Committee Approval

This research was found appropriate with the permission of Mersin University
Social and Human Sciences Ethics Committee dated 05.03.2021 and meeting number
03.

Data Analysis

For the selection of the analysis tests to be used in the study, it was checked
whether the groups were normally distributed. Accordingly, histogram graphics,
descriptive statistics and skewness and kurtosis values of the scales were examined.
Parametric tests were used for the data of the groups with normal distribution, and
non-parametric tests were applied for the data of the groups with non-normal
distribution.

Table 2

Normality Tests of Scales

Scales Average Median Mode  Skewness Kurtosis K-S
Epistemic 305 310 30 -.259 -301 072
Curiosity
Academic

o 3.74 3.80 4.0 -414 -.261 .056
Motivation
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Table 2 shows that the Kolmogorov-Smirnov test results of the epistemic
curiosity and academic motivation scales used in the study were found to be normally
distributed since the p values were higher than 0.05. It is seen that the data show a
normal distribution since both the skewness and kurtosis values of the scale are
between -1.96 and +1.96.

Table 3
Normality Tests of Data
Kolmogorov-Smirnov Shapiro-Wilk
Statistic Df Sig. Statistic Df Sig.
Female ,082 122 ,043 ,985 122 ,178
Gender Male ,132 36 ,118 ,965 36 ,307
. . 1
Epistemic 117 45 147 ,980 45 ,625
. Year
Curiosity Year ond
112 37 ,200* ,970 37 407
Level Year
3rd
123 39 ,140 ,952 39 ,097
Year
4th
,126 37 ,147 ,940 37 ,046
Year
Female ,072 122 ,180 ,975 122 ,025
Gender Male 141 36 ,070 ,973 36 511
i 15!
Academic ,071 45 ,200* 974 45 ,386
. Year
Motivation Year ond
,139 37 ,069 ,935 37 ,032
Level Year
3rd
113 39 ,200* ,971 39 411
Year
4th
115 37 ,200* ,980 37 ,740
Year

According to the results of the normality tests in Table 3, the following analyses
were made in the study. Whether there is a significant difference in the epistemic
curiosity and academic motivation levels of the participants by gender was determined
using "Mann Whitney u-test" and "independent t-test". Whether there is a significant
difference in the epistemic curiosity and academic motivation levels of the
participants by their year levels and academic grade point averages was determined
using "Kruskal Wallis h-test". Simple regression analysis was performed to explain
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whether the relationship between the epistemic curiosity levels of primary school
teacher candidates and their academic motivation was significant or not.
Results

In this section, descriptive statistics of "Epistemic Curiosity" and "Academic
Motivation" scales and detailed analyses of the sub-problems in the study are
presented.

Table 4

Descriptive Statistics Related to Epistemic Curiosity Levels of Primary School
Teacher Candidates

N Average Minimum Maximum Star_ldgrd
eviation
Epistemic 158 305 17 40 46

Curiosity Scale
*(1-1.5 “very low level”, 1.51-2.50 “low level”, 2.51-3.50 “medium level”, 3.51-4.00 “high

level”)

The arithmetic mean of the mean scores of the participants from the epistemic
curiosity scale is 3.05. The average minimum score the participants received from the
scale was 1.7, while the maximum score was 4. As a result of the data obtained, it is
seen that the epistemic curiosity level of pre-service primary school teachers is at a
moderate level (x = 3.05).

Table 5
Epistemic Curiosity Levels of Primary School Teacher Candidates by Gender
Gender N Rank Rank Total U P
Average
Female 122 82.26 10035.50 1859.50 162
Male 36 70.15 2525.50

Table 5 shows the Mann Whitney u-test results of the participants' scores from
the epistemic curiosity scale according to gender. According to the Mann-Whitney u-
test analysis result (p=0,162) p>0,05, it is seen that there is no significant difference
in the epistemic curiosity levels of the participants according to gender. However,
based on the rank averages, it was determined that the epistemic curiosity levels of
women were higher than those of males.
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Table 6
Epistemic Curiosity Levels of Primary School Teacher Candidates by Year Level
Grade N Rank Df @ p Difference
Level Average
1 45 8871 3 5,106 164 )
Year
2 37 67.84
Year
31 39 75.00
Year
4n 37 84.70
Year

Table 6 shows that there is no statistically significant difference in the epistemic
curiosity levels of the participants in terms of year level since (p=0,164) p>0,05
according to the results of the analysis (p=0,164). However, considering the rank
averages of the groups, it was revealed that the epistemic curiosity levels of the
participants at the 1%t year level were higher than the participants at the other year
levels.

Table 7

Epistemic Curiosity Levels of Primary School Teacher Candidates by Point Average
Point Rank Df @ p Difference
Average Average
60- 69,99 6 48.25 3 5.42 143 -
70- 79,99 29 69.19
80- 89,99 100 84.37
90- 100 23 79.50

Table 7 shows that there is no significant difference in the epistemic curiosity
levels of the participants according to their academic grade point averages since the
Kruskal Wallis h-test result (p=0,14) is p>0,05. However, based on the rank averages
of the groups, it is understood that the epistemic curiosity levels of the group with a
grade point average between 80-80.99 are higher than the groups with other grade
point averages. According to this result, it can be thought that students with high grade
point averages may also have high levels of epistemic curiosity.
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Table 8

Descriptive Statistics Related to Academic Motivation Levels of Primary School
Teacher Candidates

N Average Minimum Maximum Staqda}rd
Deviation
Academic
Motivation 158 3.74 2.55 4.75 45
Scale

The arithmetic mean of the participants' academic motivation scale scores was
3.74. The average minimum score the participants received from the scale was 2.55,
while the maximum score was 4.75. In line with the data obtained, it is seen that the
academic motivation level of prospective primary school teachers ( X =3.74) isat a
medium level.

Table 9

Academic Motivation Levels of Primary School Teacher Candidates by Gender
Gender N X Ss Sd T P
Female 122 3.78 0.46 .04 211
Male 36 3.60 0.49 .06 2.49 A4

The arithmetic mean of the scores of female participants from the academic
motivation scale was 3.78, while the arithmetic mean of the scores of male participants
from the same scale was 3.60. As seen in the table, according to the t-test result (p=
0,44) p>0,05, it is seen that the academic motivation levels of the participants do not
differ statistically significantly according to gender.

Table 10
Academic Motivation Levels of Primary School Teacher Candidates by Year Level
Grade N Rank Df @ p Difference
Level Average
1 45 87.94 3 5,106 266 )
Year
2 37 68.01
Year
3 39 78.72
Year

(continued)
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Table 10 (continue)

4 37 81.54
Year

Table 10, in which academic motivation levels were analysed according to year
levels (p=0,266), revealed that there was no significant difference in the academic
motivation levels of the participants in terms of year levels since p>0.05. However,
considering the rank averages of the groups, it was found that the academic motivation
levels of the participants at the 1%t year level were higher than the participants at the
other year levels.

Table 11

Academic Motivation Levels of Primary School Teacher Candidates by Point
Averages

Point Rank Df o p Difference
Average Average
60- 69,99 6 69.42 3 10.28 .016 2-3
70- 79,99 29 55.90 2-4
80- 89,99 100 86.20
90- 100 23 82.76

Table 11 shows that when the results of the analysis of this test are examined, it
is seen that the scores of the participants from the scale differ significantly in terms of
the academic grade point average variable, x? (sd=3, n=158) =10.28, p<0.05. In order
to determine from which groups the significant difference determined by Kruskal
Wallis h-test originated, a pairwise comparison was made with Mann Whitney u-test
and it was seen that this difference originated from the 2nd and 3rd groups and the
2nd and 4th groups. In other words, it is observed that the mean scores of the
participants in the group with a point average between 80-89.99 and 90-100 are higher
and statistically significant than the mean scores of the participants in the group with
a point average between 70-79.99.

Table 12
Simple Linear Regression Statistics

Model Summary
R R Square Adjusted R Square Standard Error
.658 433 429 .34182
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According to Fraenkel and Wallen (2006), the unknown value of a variable is
tried to be determined in the prediction process (Cited in Biiytikoztiirk, 2020). The
determination coefficient was found to interpret the explained variance. When the
results of the analyses are examined, it is seen that epistemic curiosity is a significant
predictor of academic motivation. It can be said that 43.3% of the total variance of
academic motivation can be explained by epistemic curiosity (1>= .43).

Discussion, Conclusion and Suggestions

In this study, the relationship between primary school teacher candidates'
epistemic curiosity levels and their academic motivation was examined. It was
determined in the study that the epistemic curiosity levels of the participants were at
a medium level. Yazic1 (2020), who examined the epistemic curiosity levels of high
school students on learning approaches with the same scale, found that the epistemic
curiosity levels of the participants in his study were similarly moderate. According to
the findings, there was no significant difference between male and female prospective
primary school teachers in terms of epistemic curiosity levels.

The findings obtained in the study on epistemic curiosity levels and year levels
revealed that the epistemic curiosity levels of primary school teacher candidates did
not differ significantly in terms of year levels. In his study, Yazict (2020) stated that
the epistemic curiosity levels of high school students increased towards the 12th
grade. According to another study, it is seen that the inquisitiveness levels of the
students in the department of physical education and sports teaching do not create a
significant difference according to their year levels (Turan, 2015).

According to the findings obtained regarding epistemic curiosity levels and
academic grade point averages; it was observed that the epistemic curiosity levels of
the participants did not create a significant difference in terms of academic grade point
averages. Vidler and Rawan (1975) found a significant and moderate relationship
between students' level of inquisitiveness and their academic performance (Unal,
2005). In this study, it was concluded that the academic motivation levels of primary
school teacher candidates were at a medium level. Yusupu (2015) also concluded that
the academic motivation levels of the participants in his study with university students
were similarly moderate. In these and similar studies in which the academic
motivation scale developed by Bozanoglu (2004) was used, it is seen that the
academic motivation levels of university students are at medium and above level.
According to the findings obtained regarding the relationship between academic
motivation levels and gender, it was observed that gender did not create a significant
difference in terms of academic motivation levels.

Demir and Ar1(2013) also concluded in their study that the academic motivation
of university students did not differ according to gender. According to another result
obtained, it was observed that the academic motivation levels of pre-service teachers
did not change according to their year levels. In other studies conducted in the
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literature, Eymur & Geban (2011); Gémleksiz & Serhatlioglu (2014); and Unal (2021)
found that the academic motivation levels of university students studying in the first
year are higher than the students in other year levels. The reason for this is that 1%
year students are more eager because they have just started university and senior
students are more likely to be exhausted. Since this study was conducted at the
beginning of the COVID-19 pandemic, participants were reached online. Hence, 1%
year students are not yet able to fully experience university life. In this sense, there
was no significant difference in academic motivation levels according to year level.

According to the results obtained regarding academic motivation levels and
academic grade point averages; it was observed that the academic motivation levels
of the participants created a significant difference in terms of academic grade point
averages. Ozdemir (2019), in his study examining the academic motivation of
prospective primary school teachers, found that there was no significant difference in
the academic grade point averages of the participants in terms of academic motivation
levels. There was a moderate and positive relationship between the mean scores of the
participants from the epistemic curiosity scale and the mean scores from the academic
motivation scale. Therefore, it can be said that as the level of epistemic curiosity
increases, the level of academic motivation increases. Simple linear regression
analysis revealed that epistemic curiosity explained 43.3% of academic motivation.
Accordingly, it is seen that epistemic curiosity is a significant predictor of academic
motivation.

In the light of the data obtained from the results of the research, the following
suggestions were made:

The study revealed that epistemic curiosity positively affects academic
motivation. For this reason, programmes related to the concept of epistemic curiosity
can be implemented in learning processes in order to provide and increase academic
motivation, which is an intrinsic reaction towards the success goals of learners.

Considering the effect of epistemic curiosity on learning approaches, more
studies can be conducted to support the epistemic curiosity levels of prospective
primary school teachers.

Concepts of academic motivation and epistemic curiosity can be studied in
different departments of faculties of education at universities.

In this study, the relationship between epistemic curiosity and academic
motivation was examined. In future studies, epistemic curiosity can be addressed with
different variables affecting educational processes.

Since epistemic curiosity is a type of curiosity arising from and fuelled by
knowledge, epistemic curiosity can be analysed at different levels of education.

It can pave the way for epistemic curiosity to take place as a different learning
style in learning processes. Thus, using the strong relationship between curiosity and
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motivation, as mentioned in previous studies, positive results may emerge, especially
in terms of the education of university students.

The mixed method can be preferred by using both quantitative and qualitative
research methods together in different studies to be conducted on the subject in the
future Thus, important conclusions can be reached as a result of a more in-depth
analysis of the data.

As aresult of the research, since the findings of epistemic curiosity levels related
to demographic variables are not significant, epistemic curiosity in activities that can
improve epistemic curiosity levels; can be addressed regardless of gender, year level
and grade point averages.
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Icinde bulundugumuz yiizyilda her alanda hizli degisimler ve doniisiimler
olmaktadir. Bu degisimler ve doniisiimler teknolojiyle biiyiik bir bilgi patlamasini da
meydana getirmektedir (Beers, 2011). Bu durum bireylerden istenilen bilgi ve beceri
diizeylerinde de farkli beklentileri ortaya ¢ikarmustir. Nitekim bunlardan biri olan 21.
yiizyll 6grenme ve yenilenme becerilerinden Ogrenmeyi Ogrenme kavrami da
bireylerin siirekli kendini yenilemesi ve gelistirmesi olarak ifade edilmektedir (Varki,
2020). Wanger (2008), 6gretmenlerin sahip olmasi gereken 21. yiizy1l becerilerinden
birinin merak oldugunu belirtmistir. Bireyin gerek bilgiye ulagsmas1 gerekse bilgiyi
kullanmas1 igin bireysel merak énemli bir unsurdur (Goksiin, 2016). Ogrenmeyi
6grenen bireylerin 6zellikleri incelendiginde 6grenmekten zevk alan, arastirmact ve
merakli bireyler olduklar1 sonucuna ulasilmistir (Catal, 2019). ilkokuldan
yiiksekogretime kadar egitimin tiim kademelerinde bu becerilerin kazandirilmasi
onemli bir amag olarak diistiniilmelidir (Boyaci, 2019). 21. yiizyil dijital ¢cag1 bilgiye
ulasma acisindan daha 6nce hi¢ goriilmemis bir biiyiime icerisindedir (Beers, 2011).
Bu biiylime o6grenme becerileri iizerinde farkli tanimlamalar yapilmasmi da
beraberinde getirmistir. Bu tanimlamalardan 6zellikle bilgi okuryazarligi becerisi,
giiniimiizde artan bilginin dogru kullanilmasi agisindan dnemli bir yere sahiptir.
Ayrica bilgi okuryazarligi, &grenmeyi Ogrenmenin ana unsurlarindan biridir
(Giirbuiztirk & Kog, 2012). Bireyleri gelecege hazirlayan kurumlarin basinda gelen
liniversitelerin, bu becerinin dgrencilere kazandirilmasinda 6nemli bir sorumlulugu
vardir. Ciinkii 6grenmeyi Ogrenen ve O6grendigi bilgileri kullanabilen bireylerin
yetistirilmesi bulundugumuz ¢agda dnemli bir gereklilik haline gelmistir.

Bulundugumuz yiizyilda iniversite mezunu O6grencilerden, bilgiyi etkili bir
bigimde kullanabilme yetenegi ve olumlu motivasyon beklenmektedir (Ozgiizel,
2018). icinde bulundugumuz yiizyilda egitim fakiiltelerinin siif Ogretmenligi
boliimiinde 6grenim goren Ogrencilerin de benzer Ozelliklere sahip olmasi
beklenmektedir. Nitekim, 2020 yili YOK stratejik hedefleri incelendiginde kaliteyi
arttirmak icin nitelikli insan kaynagi yetistirilmesine dnem verildigi goriilmektedir
(YOK, 2020). Dolayisiyla bireyin &grenmeyi 6grenmesi ve bilgiyi arag olarak
kullanmasi gerektigini diisiindiigiimiizde bu ve benzeri ¢aligsmalar daha da 6nemli hale
gelmektedir. Ayrica, liniversite 6grencilerinin akademik motivasyonlarini arttirmaya
yonelik yapilacak ¢alismalarin, egitim kurumlarina karst olumlu tutumlar
kazandirabilecegi belirtilmistir (Korkmazer, 2020). Ogrenme oOgretme siirecinin
motive edici olmasi i¢in Ogretmenin rol model olmasinin yaninda Ogrencilerin
kesfettikleri yeni bilgileri paylasabilecegi bir ortama da ihtiya¢ vardir. Dolayisiyla
siif 6gretmeni adaylarinin ¢aligma grubu olarak belirlenmesinin temelinde, ilkokul
programlarinin uygulayicist olmalart yatmaktadir.

Universite dgrencilerinin meslek sahibi olmalari disinda motivasyonlarini
olumlu yonde etkileyecek farkli 6grenme ortamlar1 olugturulmalidir. Bunun i¢inde
bilgiyi kullanabilen, arastirma ve sorgulamayi temel edinen bireyler yetistirmek
hedeflenmelidir. Ciinkii tniversitelerin temel amagclarindan biri de meraklilik,
arastirma, kesfetme ve sorgulama becerilerini gelistirmektir (Demirel ve Coskun,
2009). Dolayisiyla 6grenmeyi 6grenen bireylerin sahip olmasi gereken 6zelliklerden
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biri olan merak, Zuckerman’ m (1979) ifade ettigi gibi bir 6grenme hissi olarak egitim
arastirmalarinda mutlaka ele alinmalidir (Akt., Reio, 1997). Harty ve Beall (1984),
merak duygusunun 6grenme ilizerinde belirleyici bir faktdr oldugunu ifade etmislerdir
(Akt., Serin, 2010). Leslie’ ye gore (2014) egitim sistemlerinde meraka yatirim
yapilmasi, &grencilerin meslek sahibi olmalarindan ziyade daha ¢ok bilgi edinme
arzularini hayatlarinin bir parcasi olarak gdrmelerini saglar.

Bu ¢alisma, iiniversitelerin egitim fakiiltelerindeki egitim dgretim siireglerine
yonelik farkli bir bakis agis1 gelistirmeyi ve alanyazina katkida bulunmayi
hedeflemektedir. Ciinkii yiiksekdgretim kurumlariin egitim fakiiltelerinde 6grenim
goren sinif 6gretmeni adaylarinin aldiklart egitim, meslek hayatindaki basarilarin
belirlemektedir. MEB’ in 2017 yil1 ilkdgretim programi giincellemesinde, programda
benimsenen ilke ve yaklagimlar boliimii aragtirmanin ¢alisma grubunun segilmesinde
belirleyici olmustur. Bu agidan 21. yiizyil becerilerinden biri olan bilgi okuryazarligt
da disiintildiigiinde bireylerin epistemik merak diizeylerinin incelenmesine dayal
calismalar yapilabilir. Nitekim o6gretmen adaylari ile yapilan bir calismada
merakliligin bilgi okuryazarligi iizerinde olumlu yonde iligkisi oldugu saptanmis ve
akademik basar1 tizerindeki etkisi de ayrica incelenmistir (Askin ve Demirel, 2018).

Merak

Antik ¢aglarda bilginin pesinden kogmak anlamina gelen merak, Yunanllar ve
Romalilar tarafindan mutluluk verici saf bir anlayis olarak karsimiza ¢ikmaktadir.
Orta Cag zamaninda ise merak kotii sohretiyle giinah atfedilerek gerileme siirecine
girmistir. Ronesans donemiyle tekrar sayginlik kazanmaya baglayan merak sorgulama
¢agia girmistir. 20. ylizyilda ise merak, cevap bulma dénemine ge¢mistir. Bu geciste
teknolojinin hizli gelismesi sorulara cevap bulmada ¢ok 6nemli bir etkendir (Leslie,
2014).

Orta Cag doneminde bir kusur olarak kabul edilen merak zamanla biiyiik
kavramsal degisikliklere ugramistir. Orta Cag boyunca diisiinceye hiikkmeden inang
sistemi, Ronesans ve bilimsel devrimlerle merak kiiltiirine gecis yapmustir.
Giliniimiizde ise daha ¢ok Ogrenme arzusu tanimindan yola ¢ikilarak ifade
edilmektedir. Yapay zekanin ve bilisim teknolojilerinin hizli gelismesinin merak
tizerindeki etkisi ne olursa olsun epistemik merakin ilerleyisi durmayacaktir. Ciinkii
bilimin anahtar internette bulamayacagimiz cevabini bilmedigimiz sorulardir (Livio,
2018).

Merak ilk olarak 1890 yilinda William James tarafindan bilimsel anlamda ele
almmaya baslamigtir. Merak ile ilgili arastirmalar daha c¢ok yakin ge¢miste
calisilmaya ve farkli anlamlarla ifade edilmeye baslanmistir. 20. yiizyilin baglarindan
itibaren psikolojinin bir kisilik 6zelligi olarak ele aldigi merak kavraminin daha
sonralar1 ¢ok boyutlu bir kavram olarak nitelendirildigi goriilmektedir (Ozsaray,
2016). Meraki, bilissel olarak inceleyen ilk arastirmact Dewey’ den (1910) sonra
Berlyne (1954), Nissen (1954) ve Hebb de (1955) merak kavramini biligsel siirecler
igerisinde incelemislerdir (Akt., Ozsaray, 2016). Albertus Magnus’ un tammina
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benzer sekilde Orta Cag doneminde, bizi ilgilendirmeyen seylere burnumuzu sokmak
olarak belirtilen merak tanimlari, 17. yy. itibariyle bilimsel bilgiye ulagma cabasi
olarak ifade edilmeye baslanmistir (Ball, 2012).

Insanlarin gevresini anlamasinda ve kesfetmesinde motive edici bir etkiye sahip
olan merak ile ilgili ¢aligmalarin daha ¢ok yakin ge¢miste arastirilmaya baslandigi
goriilmektedir (Pluck ve Johnson, 2011). Merakin son yillarda davranisgt
yaklagimlardan ziyade biligsel yaklasimlarla da ele alinmasi tek boyutlu bir kavram
olmadiginin gostergesidir. Berlyne’ nin (1954) aglhik gibi bir diirtii olarak
nitelendirdigi merak kavrami son yillarda kesfetme ve bilgiyi edinme arzusu olarak
kaynaklarda yerini almaktadir (Akt., Litman ve Spielberger, 2003, s.75).
Loewenstein’ e gore (1994), insanlarin bilgiyi 6grenmek icin merak duymalari
O0grenme arzulari arttirir. Merakla motive olan beyin, yol boyunca dgrendiklerini
hatirlayarak daha duyarli hale gelmektedir (Briggs, 2017). Cilinkii merak, bilgiyi
edinmek i¢in istekli olma halidir (Berlyne, 1954). Tarih boyunca bilgi ve merak
birbirleriyle iligkilendirilmislerdir. Antik Cag’ dan bu yana, bilme arzusu olarak ifade
edilen merakin insan zihninin olugsmasinda belirleyici oldugu kabul edilmektedir
(Dalmace, 2008). Ogrenme bir siirec isidir ve 6grenen birey belirli yontemlerle veya
kendisi kesfederek bu siiregte bilgi edinmeye yonelmektedir. Bilgi edinmek i¢in
geleneksel veya c¢agdas yontemlerle birlikte epistemik merakin da yeri
sorgulanmaktadir (Yazici ve Kartal, 2020).

Epistemik Merak

Epistemik merak kavramini ilk kullananlardan Berlyne de (1954) tanimin bilgi
edinme istegi olarak ifade etmistir (Akt., Jirout ve Klahr, 2012). Litman, Hutchins ve
Russon (2005) meraki; olagan disi durumlarda harekete gecen algisal merak ve yeni
bilgiler 6grenmeye dayali olan epistemik merak olarak ikiye ayirmiglardir.
Yonlendirilmis bir merak tiirii olarak da tanimlanabilecek epistemik merak kavramini
ifade eden arastirmacilardan biri de Ingiliz yazar Ian Leslie’ dir. Leslie (2014),
‘Merak’ adli kitabinda iki merak tiiriinden bahsetmistir. Bunlardan birincisi olan
saptirict meraki, insanin fazlasiyla ilgisini ¢eken seylere karst duydugu istek olarak,
ikincisi olan epistemik meraki ise saptirict meraktan daha fazla gayret gerektiren
kesfetme arzusu olarak tanimlamaktadir. Saptirici merakimizin bilgi ve kavrama ile
gelistirilmesinin daha disiplinli olan epistemik merakin konusunu olusturdugunu
belirtmigtir. Berlyne’ e gore epistemik merak, bireyin daha 6nce karsilasmadigt
bilgileri 6grenmeye c¢aligmasi, mevcut olan bilgi eksikligini gidererek bilimsel
problemlere ¢oziimler bulmasi i¢in O6greneni motive eden bir bilme arzusudur.
Loewenstein (1994) ise bilgi boslugu teorisinde, epistemik merakimizi uyandiran tek
seyin bilgi eksikligi degil bunun yaninda mevcut bilgilerimizdeki bosluklar oldugunu
vurgulamustir (Loewenstein, 1994). Universite dgrencilerinin egitimlerinde epistemik
merakin etkisinin arastirildigi bir c¢aligmada, egitim programlarinda merak ve
epistemik merakin beslenmesinin 6nemi vurgulanmigtir. Ayrica &grencilerin
epistemik merak diizeylerinin Ol¢iilerek programin sekillendirilmesinin de onemli
oldugu belirtilmistir (Henry, 2017).
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Motivasyon

Egitim psikolojisinde de Ogrenme siiregleri ilizerine yapilan arastirmalarda,
merak gibi motivasyon sdzcligl de sik¢a karsilagilan bir kavram olarak yerini almistir.
Ister olumlu ister olumsuz olsun, &greneni dgrenme konusunda harekete gegiren
motivasyonun Ogrenme siirecinde giiclii bir etkiye sahip oldugu sdylenilebilir.
Basarma istegi ile 6grenmeyi elde etmek igin ¢aligmak olumlu motivasyona, ceza
almamak i¢in 6grenmeye ¢aligmak olumsuz motivasyona drnektir (Akbaba, 2006).

Litman (2005), meraktan bilgiye giden i¢sel yolun, belirsizligi ortadan kaldirdig
i¢in son derece odiillendirici ve zevkli oldugunu belirtmistir. Dolayisiyla meraki
gelistirmek daha yiiksek igsel motivasyona yol agar ve bu da ogrencilerin
ogrenmelerini ve akademik performanslarini gelistirir (Keung, Shan ve Fong, 2012).
Bu ag¢idan, motivasyonun da merak gibi 6grenme arzusunu etkiledigi soylenebilir.

Ratella vd. 2007, akademik motivasyonu fazla olan 6grencilerin okula kars1 olan
tutumlariin daha olumlu ve kaygi seviyelerinin daha diisiik oldugunu belirtmislerdir
(Akt., Korkmazer, 2020). Bu agidan da daha verimli bir egitim &gretim siireci i¢in
akademik motivasyon ile ilgili c¢aligmalar genisletilebilir. Ayrica {niversite
ogrencilerinin egitim siire¢lerinde, akademik giidiilenmelerini arttirict ve destekleyici
calismalarin gelistirilmesi 6nem verilmesi gereken bir konudur (Akbay ve Gizir,
2010). Sinif 6gretmeni adaylarinin akademik motivasyon diizeyleri ile ilgili yapilan
calismalara bakildiginda farkli arastirmalarin yapilmasi gerekliligi 6n plana
¢ikmaktadir. Sinif 6gretmenligi bolimii 4. smif Ogrencileri iizerinde yapilan
calismada, 6grencilerin akademik ve mesleki yonden gelisimleri agisindan farkli sinif
seviyelerinde de akademik motivasyon diizeylerinin incelenmesi gerektigi
belirtilmistir (Ozdemir, 2019).

Arastirmanin Amaci

Merak ve dgrenme ile epistemik merak ve 6grenmenin birlikte ele alindig:
calismalar yapilmistir. Bu arastirmada ise epistemik merak ve akademik motivasyon
degiskeni ilk defa birlikte incelenerek sinif 6gretmeni adaylarinin epistemik merak
diizeyleri ve akademik motivasyonlari arasindaki iliskiyi ortaya c¢ikarmak
amaglanmigtir. Aragtirmanin alt problemleri su sekilde siralanmustir.

1. Sinf 6gretmeni adaylarinin epistemik meraklar1 hangi diizeydedir?

2. Sinif 6gretmeni adaylarinin epistemik merak diizeyleri agisindan;

a. Cinsiyete gore,

b. Sinif diizeyine gore,

c. Akademik not ortalamalarina gore anlamli bir farklilik var midir?

3. Smuf 6gretmeni adaylarinin akademik motivasyonlar1 hangi diizeydedir?

4. Smf 6gretmeni adaylarinin akademik motivasyon diizeyleri agisindan;
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a. Cinsiyete gore
b. Sinif diizeyine gore
. Akademik not ortalamalaria gore anlamli bir farklilik var midir?

5. Simf &gretmeni adaylarinin epistemik merak diizeyleri ile akademik
motivasyon diizeyleri arasinda anlamli bir iligki var midir?

Yontem

Bu boliimde arastirmanin modeli, evren ve orneklemi ile veri toplama araglari
aciklanmustir.

Arastirma Modeli

Bu caligmada simif 6gretmeni adaylarinin epistemik meraklar ile akademik
motivasyonlari arasindaki iligki tarama modeline gore incelenmistir. Nicel arastirma
modeli, degiskenler arasindaki iligkiyi inceleyerek verileri sayisal gostergelere
indirgemeyi amacglamaktadir (Yildirim ve Simsek, 2016). Arastirmada degiskenler
arasindaki iliski ve baglantilarin incelenmesi igin iligkisel tarama modeli tercih
edilmistir (Biiyiikdztiirk, vd. 2020). iliskisel tarama modeli, iki ya da daha g¢ok
degiskenin aralarindaki degisimin derecesini ortaya koymay: hedeflemektedir
(Karasar, 2012).

Calisma Grubu

Aragtirmanin  evrenini, Tirkiye’deki iiniversitelerde yer alan Egitim
Fakiiltelerindeki Sinif Ogretmenligi lisans programinin 1- 4 siniflarindaki 6grencileri
olugturmaktadir. 2020 yili baglarinda ortaya ¢ikan Covid-19 salgini ile bilimsel
aragtirma uygulamalarinda yasanan zorluklar nedeniyle evrenin biitiiniine
ulagilamadigindan ¢alisma evreni alma yoluna gidilmistir. Bu nedenle arastirmada
kolay ulasilabilir olmasi1 nedeniyle uygun orneklem teknigi kullanilmistir. Uygun
orneklem, arastirmacinin kolayca ulagabilecegi ve izin agisindan problem tegkil
etmeyen bir 6rneklem tiirii olarak ifade edilmistir (Biiyiikoztiirk, 2020).
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Tablo 1

Calisma Grubunun Ozellikleri
Calisma Grubu F %
Kadin 122 77,2
Erkek 36 22,8
1.Siuf 45 28,5
2.Smif 37 23,4
3.Smif 39 24,7
4.Smf 37 23,4
Toplam 158 100

Tablo 1’ de goriildiigii gibi arastirmanin ¢aligma grubunu Mersin Universitesi
Egitim Fakiiltesi’ nin 1.-, 2.-, 3. ve 4. simiflarinda 6grenimlerine devam eden 158 sinif
ogretmeni adayr olusturmustur. Arastirmada, Mersin Universitesi Sosyal ve Beseri
Bilimleri Bilimsel Arastirma ve Yaymn Etigi Kurulu’nun 05/03/2021 tarihli ve 03
numarali karar dogrultusunda izin alindiktan sonra Mersin Universitesi simf
ogretmenligi 1, 2, 3, 4. siuf dgrencilerine Google form ile dlgekler uygulanmistir.
Hazirlanan ¢evrimig¢i formda katilimcilarin arastirmaya katildigini kabul eden onay
ifadesi, ¢aligmanin amaci, doldurmak i¢in gerekli tahmini siire, istedikleri takdirde
calismadan ayrilabileceklerine iligkin ifadeler yer almistir. Bu bilgileri kabul eden
6gretmen adaylari 6l¢ekleri doldurmuslardir.

Veri Toplama Araclari

Bu aragtirmada 10 maddeden olusan, Litman ve Spielberger (2003) tarafindan
gelistirilmis ve Yazici (2020) tarafindan da Tiirkge diline uyarlanmis epistemik merak
6l¢egi ile 20 maddeden olusan ve Bozanoglu (2004) tarafindan akademik motivasyon
seviyelerini 6l¢mek i¢in gelistirilmis akademik giidiilenme 6l¢egi uygulanmustir.

Epistemik merak olcegi. 2003 yilinda Litman ve Spielberger’ in birlikte
gelistirdigi epistemik merak dlgegi iki alt boyuttan olusmustur. Olgegin orijinal
halinde, 1., 3., 5., 7. ve 9. maddeler ilgi boyutunu, 2., 4., 6., 8. ve 10. maddeleri ise
yoksunluk boyutunu olusturmaktadir. Dil uyarlama calismasinda ilgi tipi epistemik
merakin Cronbach Alfa degeri .73, yoksunluk tipi epistemik merakin Cronbach Alfa
degeri .78 olarak hesaplanmistir. Katilimeilar iizerinde gerceklestirilen giivenirlik
¢alismast sonucunda ise Cronbach Alfa degeri .81 olarak hesaplanmustir. Ayrica ilgi
tipi epistemik merak giivenirlik analizinde Cronbach Alfa 0.76, yoksunluk tipi
epistemik merakin giivenirlik analizinde Cronbach Alfa degeri .81 olarak
hesaplanmigtir. 4° lii likert tipi Olgegin, Yazict (2020) tarafindan Tiirkge’ ye
uyarlanmis formunda orijinal hali ile tutarli oldugu sonucuna ulasilmustir.
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Akademik giidiilenme 6l¢egi. Bozanoglu’ nun 2004 yilinda gelistirmis oldugu
5” 1i likert tipi akademik giidiilenme 6lcegi 20 maddeden olusmaktadir. Olgek, faktor
analizi sonuglarina gore kendini agma, kesif ve bilgiyi kullanma olmak {izere 3 alt
faktorden olugmaktadir. Ol@egin 2.,6.,7.,8.,9., 10. ve 16. maddeleri kendini asma
faktoriing, 1., 5., 12., 14., 15. ve 18. maddeleri bilgiyi kullanma faktoériint, 3., 4., 11.,
13., 17., 19. ve 20. maddeleri ise kesif faktoriinii olusturmaktadir. Katilimcilara
uygulanan test tekrar test uygulamasi sonucunda Cronbach Alfa degerleri sirasiyla .77
ve .85 olarak hesaplanmistir. Grubun tamami incelendiginde akademik giidiilenme
6l¢eginin giivenirlik analizi Cronbach Alfa katsayisi .86 olarak hesaplanmistir.

Etik Kurul Karan

Bu arastirma, Mersin Universitesi Sosyal ve Beseri Bilimler Etik Kurulu
05.03.2021 tarih ve 03 toplanti sayili izni ile uygun bulunmustur.
Verilerin Analizi

Calismada kullanilacak analiz testlerinin se¢imi i¢in gruplarin normal dagilip
dagilmadigina bakilmistir. Bu dogrultuda o6lceklerin histogram grafikleri, betimsel
istatistikleri ve carpiklik basiklik degerleri incelenmistir. Dagilimi normal olan
gruplarin verileri i¢in parametrik testler, dagilimi normal olmayan gruplarin verileri
i¢in ise parametrik olmayan testler uygulanmustir.

Tablo 2
Olceklerin Normallik Testleri

Olgekler Ort. Medyan Mod Carpiklik Basiklik K-S
Epistemik 505 319 3.0 -259 -301 072
Merak

Akademik 4 2, 3.80 4.0 -414 -.261 056
Gudiilenme

Tablo 2’ de goriildiigii gibi caligmada kullanilan epistemik merak ve akademik
giidiilenme 6lgeklerinin Kolmogorov-Smirnov testi sonuglari p degerlerinin 0.05” ten
yiiksek olmasi nedeniyle normal dagilim gosterdikleri belirlenmistir. Uygulama
sonucu dlgegin, hem carpiklik hem de basiklik degerlerinin -1.96 ile +1.96 degerleri
arasinda olmasi nedeniyle verilerin normal dagilim gosterdikleri goriilmektedir.
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Tablo 3
Verilerin Normallik Testleri
Kolmogorov-Smirnov Shapiro-Wilk
Istatistik sd p Istatistik sd P
Kadin ,082 122 ,043 ,985 122 ,178
Cinsiyet Erkek 1132 36 118 ,965 36 ,307
Epistemik 1.Smif 117 45 ,147 ,980 45 ,625
Merak Simf 2.Smif 112 37 ,200* ,970 37 ,407
Diizeyi 3.Smf 123 39 ,140 ,952 39 ,097
4.Simf ,126 37 147 ,940 37 ,046
Kadin ,072 122 ,180 ,975 122 ,025
Cinsiyet Erkek 141 36 ,070 973 36 511
Akademik 1.Smif 071 45 ,200* 974 45 ,386
Giidiilenme
Simif 2.Smf ,139 37 ,069 ,935 37 ,032
Diizeyi 3.Smif 113 39 ,200* 971 39 411
4 Simf 115 37 ,200* ,980 37 740

Tablo 3’ deki normallik testlerinin sonuglarina goére ¢alismada su analizler
yaptlmigtir. Katilimeilarin epistemik merak ve akademik motivasyon diizeylerinde
cinsiyete gore anlamli bir farkin olup olmadig1 “Mann Whitney u-testi” ve “bagimsiz
t-testi” kullanilarak belirlenmigtir. Katilimcilarin epistemik merak ve akademik
motivasyon diizeylerinde sinif seviyeleri ve akademik not ortalamalarina gére anlaml
bir farkin olup olmadig ise “Kruskal Wallis h-testi” kullanilarak belirlenmistir. Simf
O0gretmeni adaylarmin epistemik merak diizeyleri ile akademik motivasyonlari
arasindaki iligkinin anlamli olup olmadigini agiklamak igin basit regresyon analizi
yapilmistir.

Bulgular

Bu bolimde; “Epistemik Merak” ve “Akademik Gudiillenme” 6lgeklerinin
betimsel istatistikleri ile aragtirmadaki alt problemlerin ayrintili analizleri
sunulmustur.
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Tablo 4

Sinif Ogretmeni Adaylarimn  Epistemik Merak Diizeylerine Iliskin Betimsel
Istatistikler

N Ortalama Minimum Maksimum Standart Sapma

Epistemik

Merak Olgegi 158 3.05 1.7 4.0 .46

Katilimcilarin  epistemik merak &lgeginden aldiklari ortalama puanlarin
aritmetik ortalamasi 3,05’ tir. Katilimcilarin 6lgekten aldiklari ortalama minimum
puan 1,7 iken maksimum puan 4’ tiir. Elde edilen veriler sonucunda sinif 6gretmeni
adaylarinin epistemik merak diizeylerinin orta diizeyde (x = 3.05) oldugu
goriilmektedir.

Tablo 5
Sumif Ogretmeni Adaylarimin Cinsiyete Gore Epistemik Merak Diizeyleri

Sira Sira

Cinsiyet N Ortalamast  Toplamu U P
Kadin 122 82.26 10035.50 1859.50 .162
Erkek 36 70.15 2525.50

Katilimeilarin cinsiyete gore epistemik merak Olceginden aldiklari puanlarin
Mann Whitney u-testi sonuglar1 Tablo 5’ te verilmistir. Mann-Whitney u-testi analiz
sonucuna gore (p=0,162) p>0,05 oldugundan katilimcilarin epistemik merak
diizeylerinde cinsiyete gore anlamli bir farkin olmadigi goriilmektedir. Fakat sira
ortalamalar1 baz alindiginda, kadinlarin epistemik merak diizeylerinin erkeklere
oranla daha yiiksek oldugu belirlenmistir.

Tablo 6
Sinif Ogretmeni Adaylarimin Sinif Diizeylerine Gore Epistemik Merak Diizeyleri
Sinif Sira ) Fark

Diizeyi N Ortalamasi Df X P
1.Smif 45 88.71 3 5.106 164 -
2.Smif 37 67.84
3.Smif 39 75.00
4.Smif 37 84.70

Tablo 6° da goriildiigii gibi yapilan analiz sonucuna gore, (p=0,164) p>0,05
oldugundan katilimeilarin epistemik merak diizeylerinde sinif diizeyi agisindan
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istatistiksel yonden anlamh bir farklilik olmadig: belirlenmistir. Fakat gruplarin sira
ortalamalar1 dikkate alindiginda, 1. sinif diizeyindeki katilimcilarin epistemik merak
diizeylerinin diger sinif diizeylerinde bulunan katilimcilara oranla daha yiiksek oldugu
ortaya cikmistir.

Tablo 7

Simif Ogretmeni Adaylarimin Not Ortalamalarina Gore Epistemik Merak Diizeyleri
Not Sira Fark
Ortalamasi N Ortalamast Df X P
60- 69,99 6 48.25 3 5.42 143 -
70- 79,99 29 69.19
80- 89,99 100 84.37
90- 100 23 79.50

Tablo 7° de Kruskal Wallis h-testi sonucuna gore (p=0,14) p>0,05 oldugundan
katilimcilarin epistemik merak diizeylerinde akademik not ortalamalarina gore
anlamli bir farkin olmadigi belirlenmistir. Fakat gruplarin sira ortalamalari baz
alindiginda, 80-80,99 arasindaki not ortalamasina sahip grubun epistemik merak
diizeylerinin diger not ortalamalarina sahip gruplara gore daha yiiksek oldugu
anlasilmaktadir. Bu sonuca gore not ortalamasi yiiksek olan dgrencilerin epistemik
merak diizeylerinin de yiiksek olabilecegi diisiiniilebilir.

Tablo 8

szf Ogretmeni Adaylarimn Akademik Motivasyon Diizeylerine Iliskin Betimsel
Istatistikler

N Ortalama  Minimum  Maksimum Standart Sapma
Akademik
Giidiilenme 158 3.74 2.55 4.75 .45
Olgegi

Katilimceilarin akademik giidiilenme 6lge§i puanlarinin aritmetik ortalamasi
3,74’ tir. Katilimecilarin dlgekten aldiklari ortalama minimum puan 2,55 iken
maksimum puan 4,75’ tir. Elde edilen veriler dogrultusunda sinif &gretmeni
adaylarmin akademik motivasyon diizeylerinin ( X = 3.74) orta diizeyde oldugu
goriilmektedir.
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Tablo 9

Sumif Ogretmeni Adaylarimin Cinsiyete Gore Akademik Motivasyon Diizeyleri
Cinsiyet N X Ss Sd T p
Kadin 122 3.78 0.46 .04 211
Erkek 36 3.60 0.49 .06 2.49 44

Kadm katilimcilarin akademik giidillenme o6lgeginden aldiklar1 puanlarin
aritmetik ortalamasi 3,78 iken, erkek katilimcilarin aynmi dlgekten aldiklari puanlarin
aritmetik ortalamasi 3,60’ dir. Tabloda goriildiigii gibi t testi sonucuna gore (p= 0,44)
p>0,05 oldugundan katilimcilarin akademik motivasyon diizeylerinin cinsiyete gore
istatistiksel agidan anlamli bir sekilde farklilasmadigi goriilmektedir.

Tablo 10

Sumif Ogretmeni Adaylarinin Sinif Diizeylerine Gore Akademik Motivasyon Diizeyleri
Sinuf Sira ) Fark
Diizeyi N Ortalamast Df X P
1.Smif 45 87.94 3 5.106 .266 -
2.Smif 37 68.01
3.Smnif 39 78.72
4.Simf 37 81.54

Simif diizeylerine gore akademik motivasyon diizeylerinin incelendigi Tablo 10’
da (p=0,266) p>0.05 oldugundan katilimcilarin akademik motivasyon diizeylerinde
simf diizeyleri agisindan anlamh bir farklilasma olmadigi ortaya ¢ikmustir. Fakat
gruplarin sira ortalamalart dikkate alindiginda, 1. smif diizeyindeki katilimcilarin
diger simif diizeyindeki katilimcilara gore akademik motivasyon diizeylerinin daha
yiiksek oldugu bulunmustur.

Tablo 11

Sinif Ogretmeni Adaylarimin Not Ortalamalarima Gore Akademik Motivasyon
Diizeyleri

Not Sira Fark
Ortalamasi N Ortalamasi Df X P
60- 69.99 6 69.42 3 10.28 .016 2-3
70-79.99 29 55.90 2-4
80- 89.99 100 86.20

90- 100 23 82.76
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Tablo 11’ de goriildiigii gibi bu testin analiz sonuglari incelendiginde,
katihmcilarin  lgekten aldiklari puanlarin akademik not ortalamasi degiskeni
acisindan anlaml olarak farklilagtigi gorillmektedir, x2 (sd=3, n=158) =10,28, p<0,05.
Kruskal Wallis h-testiyle belirlenen anlamli farkliligin  hangi gruplardan
kaynaklandigini belirlemek amaciyla Mann Whitney u-testi ile ikili karsilastirma
yapilmis ve bu farkliligin 2. ve 3. grup ile 2. ve 4. gruplardan kaynaklandig1
goriilmiigtiir. Yani not ortalamast 80-89.99 ile 90-100 arasinda olan gruptaki
katilimeilarin puan ortalamalarinin, not ortalamast 70-79.99 arasinda olan gruptaki
katilimcilarin puan ortalamalarindan daha yiiksek ve istatistiksel agidan anlamli
oldugu goriilmektedir.

Tablo 12

Basit Dogrusal Regresyon Istatistikleri
Model Ozeti
R R Kare Diizeltilmis R Kare Standart Hata
.658 433 429 .34182

Fraenkel ve Wallen’ e (2006) gore yordama isleminde bir degiskenin bilinmeyen
degeri belirlenmeye calisilir (Akt., Biiyiikoztiirk, 2020). Acgiklanan varyansin
yorumlanmasi i¢in determinasyon katsayist bulunmustur. Analiz sonuglari
incelendiginde epistemik merakin, akademik motivasyonun anlamli bir yordayicisi
oldugu goriilmektedir. Akademik motivasyona dair toplam varyansin %43,3” {iniin
epistemik merak ile agiklanabilecegi sdylenebilir (1?= .43).

Tartisma, Sonu¢ ve Oneriler

Bu arastirmada sinif 6gretmeni adaylarinin epistemik merak diizeyleri ile
akademik motivasyonlar: arasindaki iliski incelenmistir. Arastirmada katilimcilarin
epistemik merak seviyelerinin orta diizeyde oldugu tespit edilmistir. Lise
6grencilerinin 6grenme yaklagimlari {izerinde epistemik merak diizeylerini ayni 6lgek
ile inceleyen Yazici da (2020), yaptigi calismada katilimcilarin epistemik merak
diizeylerinin benzer sekilde orta diizeyde oldugunu bulnustur. Elde edilen bulgulara
gore; erkek ve kadin simif 6gretmeni adaylari arasinda epistemik merak diizeyleri
acisindan anlamli bir farkin olmadig1 gériilmiistiir.

Arastirmada epistemik merak diizeyleri ve sinif diizeylerine dair elde edilen
bulgular, sinif 6gretmeni adaylarinin epistemik merak diizeylerinin simif diizeyleri
bakimindan anlamli bir farklilik olugturmadigini ortaya koymustur. Yazici (2020)
yaptig1 arastirmada lise grencilerinin epistemik merak diizeylerinin 12. sinifa dogru
arttigin1  belirtmistir. Yapilan baska bir ¢alijmada da beden egitimi ve spor
Ogretmenligi boliimiindeki 6grencilerin meraklilik diizeylerinin siif seviyelerine
gore anlamli bir farklilasma olusturmadig goriilmektedir (Turan, 2015).
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Epistemik merak diizeyleri ve akademik not ortalamalarina dair elde edilen
bulgulara gore; katilimcilarin epistemik merak diizeylerinin akademik not
ortalamalar1 acisindan anlamli bir farklilik olusturmadigi goriilmiistiir. Vidler ve
Rawan (1975) ise yaptiklar1 ¢calisma sonucunda 6grencilerin meraklilik diizeyleriyle
akademik performanslar1 arasinda anlamli ve orta seviyede bir iliski oldugunu
bulmuslardir (Unal, 2005). Bu arastirmada, simf 6gretmeni adaylarmin akademik
motivasyon diizeylerinin orta diizeyde oldugu sonucu ortaya ¢ikmistir. Yusupu da
(2015) Universite Ogrencileri ile yaptigi arastirmada katilimcilarin akademik
motivasyon diizeylerinin benzer sekilde orta diizeyde oldugu sonucuna ulagmistir.
Bozanoglu (2004) tarafindan gelistirilmis akademik giidiilenme 6lgeginin kullanildig:
bu ve benzeri calismalarda iiniversite Ogrencilerinin akademik motivasyon
diizeylerinin orta ve istii diizeyde oldugu goriilmektedir. Akademik motivasyon
diizeyleri ve cinsiyet iligkisine dair elde edilen bulgulara gore; cinsiyetin akademik
motivasyon diizeyleri yoniinden anlamli farklilik olusturmadig1 goriilmiistiir.

Demir ve Ar da (2013) yaptiklar1 arastirmada tiniversite &grencilerinin
akademik motivasyonlarinin cinsiyete gore bir farklilagma gostermedigi sonucuna
ulagsmiglardir. Elde edilen bir diger sonuca gore 6gretmen adaylarinin akademik
motivasyon diizeylerinin simf diizeylerine goére degismedigi goriilmiistiir.
Alanyazinda yapilan diger ¢alismalarda Eymur ve Geban (2011); Gomleksiz ve
Serhatlioglu (2014); Unal (2021) birinci sinifta dgrenim goéren {iniversite
ogrencilerinin akademik motivasyon diizeylerinin diger smf seviyesindeki
Ogrencilere gore daha yiiksek oldugu bulgusuna ulasmistir. Bunun nedeni olarak;
birinci siniflarin liniversiteye yeni bagladiklari i¢in daha istekli olmalarini ve son sinif
ogrencilerinin de daha tilkenmis olma ihtimalini 6ne siirmiislerdir. Bu arastirma
Covid-19 salgin doneminin baginda uygulandigi i¢in katilimcilara ¢evrimigi olarak
ulagilmigtir. Dolayisiyla birinci sinif dgrencilerinin bir {iniversite yasantisint heniiz
tam anlamiyla tecriibe edemedikleri diigiiniilebilir. Bu anlamda sinif diizeyine gore
akademik motivasyon diizeylerinde anlamli bir fark goriilmemistir.

Akademik motivasyon diizeyleri ve akademik not ortalamalarina dair elde edilen
sonuglara gore; katilimcilarin akademik motivasyon diizeylerinin akademik not
ortalamalar1 agisindan anlamli bir farklilik olusturdugu gériilmektedir. Ozdemir
(2019), smif Ogretmeni adaylarinin  akademik motivasyonlarimi inceledigi
¢alismasinda, katilimcilarin akademik not ortalamalarinda akademik motivasyon
diizeyleri bakimindan anlamli bir farklilik olmadigini tespit etmistir. Katilimcilarin
epistemik merak Olceginden aldiklari ortalama puan ile akademik giidiilenme
6lceginden aldiklari ortalama puanlar arasinda orta diizeyde ve pozitif yonde bir iliski
ortaya ¢ikmigtir. Dolayisiyla epistemik merak diizeyi arttik¢a akademik motivasyon
diizeyinin arttig1 sOylenebilir. Basit dogrusal regresyon analizi sonucunda ise
epistemik merak, akademik motivasyonun %43,3” iinli agiklamaktadir. Buna gore
epistemik merakin, akademik motivasyonun anlamli bir yordayicisi oldugu
goriilmektedir.
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Arastirmanin sonuglarindan elde edilen veriler 1s18inda su Onerilere yer
verilmigtir:

Aragtirmada epistemik merakin, akademik motivasyonu olumlu ve pozitif yonde
etkiledigi sonucu ortaya ¢ikmistir. Bu nedenle 6grenen bireylerin basart hedeflerine
yonelik igsel bir tepki olan akademik motivasyonu saglamak ve yiikseltmek igin
ogrenme siireglerinde epistemik merak kavrami ile ilgili programlar uygulanabilir.

Epistemik merakin 6grenme yaklasimlar: tizerindeki etkisinden hareketle sinif
Ogretmeni adaylarinin epistemik merak diizeylerini destekleyici ¢aligmalara daha
fazla yer verilebilir.

Akademik motivasyon ile epistemik merak kavramlar, tiniversitelerdeki egitim
fakiiltelerinin farkli bolimlerinde ¢aligilabilir.

Bu arastirmada, epistemik merakin akademik motivasyonla iligkisi
incelenmistir. ileride yapilacak calismalarda epistemik merak, egitim siireclerini
etkileyen farkli degiskenlerle ele alinabilir.

Bilgiden dogan ve beslenen bir merak tiirli olmasi sebebiyle epistemik merak,
farkl egitim kademelerinde de incelenebilir.

Ogrenme siireclerinde epistemik merakin farkli bir dgrenme stili olarak yer
almasinin 6nii agilabilir. Boylece daha 6nce yapilan ¢aligmalarda da deginildigi gibi
merak ve motivasyon arasindaki giiclii iliski kullanilarak, 6zellikle {iniversite
6grencilerinin egitimi agisindan olumlu sonuglar ortaya ¢ikabilir.

Konu ile ilgili ileride yapilacak farkli ¢aligmalarda nitel ve nicel yontemler
birlikte kullanilarak karma yontem tercih edilebilir. Bdylece verilerin daha
derinlemesine incelenmesiyle énemli sonuglara ulasilabilir.

Arastirma sonucunda epistemik merak diizeylerinin demografik degiskenler ile
ilgili bulgularinin anlamli olmamalarindan dolayr epistemik merak diizeylerini
gelistirebilecek etkinliklerde epistemik merak; cinsiyet, smif diizeyi ve not
ortalamalarindan bagimsiz olarak ele alinabilir.
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Doctoral education is the last and highest stage of the formal education process
and includes a process that strengthens the infrastructure of being a scientist. A Ph.D.
holder has the theoretical knowledge related to the field and the competence to
approach this knowledge critically and to produce new knowledge. They are also
skilled with qualifications such as developing and strengthening the field, criticizing
and reproducing existing knowledge, and producing scientific solutions to the
problems to be faced (Balci, 2013; Bernstein, Evans, Fyffe, Halai, Hall, Jensen,
Marsh, & Ortega, 2014; Liu, Zou, Ma, & Gao, 2020).

Doctoral education is a long, multifaceted, and challenging process equivalent
to the competencies required to have a doctoral degree (Balci, 2013). The Ph.D.
candidate must first assimilate the theoretical knowledge in the field, gain high-level
scientific research competence, and make an original contribution to scientific
knowledge in the field with these basic competencies. This process requires being
mentally, emotionally, and physically strong, being able to maintain family and social
relationships without damaging them, and being able to carry out professional and
institutional life without disrupting it (Arastaman, Cetin, Arslan, & Kerimoglu, 2020;
Bernstein et al., 2014). This creates a process that requires a division of mind, space,
and responsibility for the Ph.D. candidate. Aver and Akdeniz (2021) found that
teachers experienced problems in graduate education processes such as leave,
attendance to education, overlapping of study hours with work hours, and
experiencing financial losses. Due to the complexity and length of Ph.D. education,
many candidates drop out halfway through the process; therefore, one of the important
problems of doctoral education is the problem of dropping out (YOK, 2022).

Candidates who successfully complete their doctoral education despite all the
difficulties can gain three basic competencies in the academic field. One of these
competencies is research and the production of scientific knowledge; the other one is
the transfer of existing scientific knowledge and the third is training of new scientists.
The other area of expertise of Ph.D. holders is to produce practical solutions to the
problems encountered in daily life by using theoretical knowledge and research
results. So they ensure the transfer of scientific knowledge to daily life and practice
(Balci, 2013; Bernstein, Evans, Fyffe, Halai, Hall, Jensen, Marsh, & Ortega, 2014).
In this framework, being a Ph.D. holder provides social reputation or status as well as
academic competencies (Sunar, 2020). This social reputation imposes cultural
leadership and change agent missions on SAs with a Ph.D. (Oolbekkink-Marchand et
al., 2022) and places these individuals in a position to influence, guide, and change
their environment (YOK, 2022).

Accordingly, the competencies acquired by SAs through various courses and
graduate education efforts gain importance (Pont, Nusche, & Moorman, 2008). SAs
are one of the critical elements in the realization of school goals (Brown, 2016;
Hallinger & Heck, 1998; Ten Bruggencate, Luyten, Scheerens, & Sleegers, 2012). For
the school to achieve its educational goals, organizational and educational
management of the school, instructional leadership, strategic management, and
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cultural leadership, especially teacher motivation, are the main tasks expected from
SAs (Karatag, 2016). These critical roles and responsibilities require SAs to have more
competencies than traditional teacher competencies, thus requiring more professional
development opportunities. The highest level of gaining professional competence is
recognized as doctoral education (Sharmini & Spronken-Smith, 2020).

On the other hand, the level of education in almost all segments of society,
especially teachers, is rising rapidly. In Turkey, 11.45% of teachers have a master's or
Ph.D. (MoNE, 2022). In addition, the rate of higher education graduates among
parents of K-12 students has exceeded 30% (OECD, 2021). This situation shows that
SAs need to increase their competencies to fulfill their cultural and instructional
leadership roles.

Within this scope, to improve the quality of management and leadership in
schools, the Ministry of National Education issued the Project School Regulation on
September 1, 2016, which allows for the implementation of special programs and
provides flexibility in the selection of teachers and administrators. Concurrently,
within the framework of the discussions on the appointment of academics as SAs on
the grounds of Article 38 of the Higher Education Law No. 2547, no more than a
handful of academics were appointed as SAs (MoNE, 2016). Then this practice, which
started with the appointment of a professor to an Anatolian girls’ religious high school
in Uskiidar in line with the special request of the President of Tiirkiye (Yeni Akit
Online, 2017) and was generally limited to religious high schools, has recently
decreased. This situation reveals that academics are not willing to serve as SAs, and
it is an issue of to what extent academics who start to serve as SAs can successfully
lead an institution they are unfamiliar with. On the other hand, 2413 teachers in
schools affiliated with the MoNE have doctorate degrees, and only 0.02% of these
teachers prefer school administration (Celenk & Altun, 2016; Karatas, Koru, &
Ardakog, 2022; MoNE, 2022). As a result, the MoNE personnel with a Ph.D. do not
prefer school administration. So, to increase the administrative competencies of
school administrators, to strengthen the practice with theoretical knowledge, and to
increase the number of school administrators with graduate degrees, it is necessary to
know the professional, institutional, and academic status of SAs with a Ph.D..

Educational administration has a structure and character that requires continuous
development. Professional training and development have a significant impact on the
knowledge, skills, and dispositions of leaders or managers. Competent and effective
leadership increases the quality of teaching and learning processes in educational
institutions (Darling-Hammond, LaPointe, Meyerson, & Orr, 2007; Evans & Mohr,
1999; Moorman, 1997). As Eraslan (2004) states, when organizational employees feel
that managers or leaders have knowledge competence, expertise and competence, the
impact of managers or leaders on them becomes more permanent (Aydin, Sarier, &
Uysal, 2013). If SAs who plan their education, development, and learning processes
and structure their individual education processes in this way, they can accelerate the
development process in educational organizations by providing significant advantages



102 Ibrahim Hakan Karatas and Mesut Demirbilek

in terms of educational systems (Piaw, Hee, Ismail, & Ying, 2014). It is also important
for SA to develop themselves individually and academically within the framework of
making the school a learning space, supporting stakeholders academically and
socially, creating a culture of continuous learning, improving teaching, and creating
effective schools (Gorkem, 2008). According to White and Agarwal (2010), principals
with a Ph.D. can have a positive impact on teacher qualifications. This facilitates the
learning process to become dynamic by enabling process stakeholders to be more
effective in their roles.

The competencies and specializations gained by having a Ph.D. also create other
advantages and career opportunities for SAs with a Ph.D.. For example, in the US,
SAs with a Ph.D. can continue their careers as professors, assistant professors, or
associate professors at higher education institutions on a part-time basis without
leaving their current positions. At the same time, extra salary support is provided for
SAs. Many school districts give priority to those with a Ph.D. in such administrative
appointments and provide additional compensation and payments to SAs after holding
their Ph.D., retroactive to the beginning of the school year. In addition, they are
encouraged to make presentations on their dissertation topic at various seminars and
conferences in the school district, and school districts or universities even provide
scholarships to SAs who undertake higher education initiatives and research in areas
of need (Young, 2019). The results obtained by the US National Center for Education
Statistics [NCES] (2018) also reveal this situation with statistical data. Accordingly,
the rate of SAs working in public schools who hold a Ph.D. is 10.5 percent. This rate
goes up to 50 percent among education supervisors (School Superintendents
Association, 2021). According to the K12 Teachers Association (2022), SAs with a
Ph.D. in the US earn salaries between 53,000 and 104,000 dollars, depending on the
size of the school district.

In Tirkiye, it provides important advantages for SAs to provide professional
development through graduate education, especially in their first time or
reappointment as administrators. In Article 15 of the MoNE Regulation on
Administrator Appointment, apart from the written and oral exams, having a master's
degree with a thesis provides an advantage of eight points, and having a doctorate
degree provides an advantage of approximately fifteen points in the evaluation criteria
in the annex of the regulation (MoNE, 2021). Again, with the Law on Teaching
Profession (2022) published in 2022, those who have a master's degree in transition
to expert (uzman) teacher and a Ph.D. in transition to head (bas) teacher are exempted
from the exam to be held in transition to these career steps. In recent years, SAs and
those who want to become administrators have increased their tendency to pursue
graduate education to gain an advantage in being appointed as administrators.
However, according to the MoNE’s 2020 administrative activity report, while the rate
of teachers with a master's degree is around 10%, the rate of teachers with a Ph.D. is
only 0.19% (1981 people) (MoNE, 2021). The reason for the low number of teachers
with a Ph.D. is that these people generally prefer to continue their academic lives in
universities. For example, Kosar et al. (2020) found that the main sources of
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motivation for teachers to prefer graduate education, apart from providing
professional development and innovation, were concentrated on making a career,
moving to a university, and increasing salary and social status. This situation reveals
that for teachers and administrators, being a part of MoNE is not sufficient in terms
of professional and academic satisfaction.

The salaries of SAs in Tiirkiye do not differ much from the salaries of teachers
according to their degrees and grades. SAs, like teachers, are only entitled to expert
and head teacher compensation as they advance up the career ladder (Teaching
Profession Law, 2022). However, with the recent amendments, even if the school
principal of a primary or secondary school with dual education has a Ph.D., he/she
can receive a maximum of 27 hours of supplementary courses per week and is only
entitled to give six hours of actual lessons in return for supplementary courses (MoNE,
2006). Even in school support and training courses (DYK), SAs are restricted from
giving actual classes by stipulating that permanent and contracted teachers must be
assigned first (MoNE, 2020). In addition, with the decisions of the 6th period
collective bargaining agreement, it was decided that the additional courses of teachers
who actually teach and who have a Ph.D. will be paid with a 20% increase (Ministry
of Labor and Social Security, 2021), but most of the SAs could not benefit from this
situation because they did not actually teach (Aveir & Akdeniz, 2021).In most schools,
this situation causes teachers to take more additional courses than SAs. In short, a
school administrator's doctorate does not provide a salary increase or significant
personnel improvements. Therefore, an SA with a Ph.D. seeks academic career
opportunities outside the school.

On the other hand, the stress perceived by SAs is gradually increasing in
connection with the increasing legal demands and workload (Akdemir, Girgin, &
Girgin, 2021; Klocko & Wells, 2015). In the study conducted by Canli and Sindi
(2021), SAs experience job dissatisfaction in terms of salary, status, reward, and most
importantly, self-development and promotion, and reasons such as the negative
attitude of senior management, authority-responsibility imbalance, financial
problems, bureaucracy, and student-parent problems cause discontent. An SA with a
Ph.D. who has to struggle with increasing workload and stress, also finds it difficult
to carry out academic research, and the lack of any status creates dissatisfaction. This
situation leads SAs to transfer to a higher education institution or seek different career
opportunities. Another reason for this is that they are more disadvantaged in obtaining
academic titles (such as associate professorship) compared to academics at the higher
education institutions. For example, when we look at the criteria for an associate
professorship in the field of educational sciences, criteria such as graduate thesis
consultancy, and the obligation to teach at least one semester of associate,
undergraduate, or graduate courses make it difficult for SAs with a Ph.D. to compete
compared to the faculty member at the university (Presidency of the Interuniversity
Council-UAK, 2021).In line with these evaluations, it is important to examine the
problems of SAs with a Ph.D. in depth and to include them in a process that will
provide added value to the education system by identifying problem areas.
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Purpose and Significance

Within this scope, there is no study on SAs with a Ph.D. in Turkiye. Studies on
postgraduate education are studies that analyze the difficulties encountered at the
graduate level or only at the doctoral level through the views of students or faculty
members. Akbulut, Cepni, and Sahin (2013) addressed the problems encountered in
the doctoral thesis process in their study, while Bager, Narli, and Giinhan (2005)
addressed the problems experienced by teachers in receiving graduate education and
their solution suggestions. In addition, Karadag and Ozdemir (2017) addressed the
opinions of doctoral students and faculty members regarding the doctoral education
process in their study, while Karakiitiik, Aydin, Abali, and Yildirim (2010) addressed
the problems of graduate education. Kosar, Er, and Kiling (2020) focused on teachers'
reasons for doing graduate education in the field of educational administration, while
Limon and Durnali (2018) focused on doctoral students' metaphorical perceptions of
doctoral education. Ozmen and Gii¢ (2013) also addressed the difficulties experienced
in doctoral education and methods of coping with these difficulties in their study,
while Sayan and Aksu (2005) focused on the problems experienced by non-academic
staff in the graduate education process. A few studies are in-depth studies that try to
understand the complexity of the doctoral education process through the academic
details of the doctoral process (Balci, 2013; Giiner, 2006; Solpiik, 2016; Sen, 2013).
However, only one study was found to understand the situation of Ph.D. holders in
the field of educational administration (Arastaman et al., 2020). In short, there is no
qualitative study that addresses the problems, experiences, and opinions of SAs with
a Ph.D., and it constitutes a problem area worth investigating in terms of improving
the quality of education. In this context, the purpose of this study is to describe the
situation of SAs with a Ph.D. and to reveal the opinions, experiences, and feelings of
SAs with a Ph.D. about their professional, institutional, and academic identities. It is
also thought that a study to be carried out within this framework will contribute to the
elimination of partial negative perceptions or regrets of SAs towards doctoral
education. At the same time, it might be useful in terms of attracting the attention of
senior administrations and revising decisions such as the MoNE, higher education
institutions, and the Higher Education Council (YOK). In this context, the research
sought to answer the following two questions:

1. How do SAs with a Ph.D. evaluate the doctoral education processes and the
outcomes of these processes?

2. What are the feelings, thoughts, and experiences of SAs with a Ph.D. about
their professional, academic, and institutional/professional competencies and
identities?

Method

Research Model

In this study, which aims to obtain the opinions of SAs with a Ph.D. about the
problems they experience, a phenomenological design was used. In this research
philosophy, the phenomena and meanings that exist in the consciousness and
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experiences of the person are revealed (Gill, 2020). However, phenomenological
research aims to reveal the meaning of actors related to an event or situation in relation
to the way they perceive these events and situations, and this approach is based on the
paradigm of personal knowledge, experience, and subjectivity (Lester, 1999).

Study Group

In the study, the convenience sampling method, which is one of the non-
probability-based sampling methods, was used to determine the SAs with Ph.D.. This
sampling method provides convenience and ease in terms of time and cost in terms of
selecting individuals who are willing to participate in the research, easily accessible
and suitable for the subject area (Dornyei, 2007; Given, 2008). In this framework,
focus group interviews were conducted with eight SAs with a Ph.D. who could be
reached and who approved the research due to the low number of SAs with a Ph.D.
within the MoNE and the refusal of some SAs to participate. Indeed, Boyd (2001)
stated that two to ten participants in phenomenological research, and Creswell (1998)
stated that the number of participants up to ten is sufficient for the research to reach
satisfaction. In this context, eight participants are considered to be sufficient in terms
of research structure, theme, and context. Demographic information about the
participant SAs is presented in Table 1 below:

Table 1

Demographic information of participants

Participants  Gender School  School Degree Role Field of Ph.D.

Code Type

D1 Female Private  Primary- Principal Educational
Middle-High Administration

D2 Female  State Kindergarten Vice- Curriculum and

principal Instruction

D3 Female Private  Primary- Coordinator ~ Educational
Middle-High Technology

D4 Male State Middle Principal Science Teaching

D5 Male State Primary- Principal Educational
Middle Administration

(continued)
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Table 1 (continue)

D6 Male State  Adult Education Vice-principal Educational
Administration

D7  Male State  Adult Education Vice-principal Educational
Administration

D8  Male State Middle Principal Educational
Administration

As in Table 1, three of the participants were female and five were male. In
addition, one of them works as an administrator in kindergarten, two in secondary
school, one in primary school-middle school, two in primary school-middle school
and secondary school, and two in adult education center. At the same time, three of
the participants are vice-principals, four are school principals and one is a coordinator.
Again, five of the participants have a Ph.D. in educational administration, one in
curriculum and instruction, one in educational technology, and one in science
teaching.

Data Collection Tools

Focus group interviews were conducted with participant SAs to collect data.
Participants who come together in focus group interviews influence and are influenced
by each other and can create synergy through group effect, and this interview method
is generally advantageous and preferred when the data collection sample is limited
(Tiimen-Akyildiz & Ahmet, 2021). In the focus group interviews conducted in this
context, unstructured and semi-structured questions were asked to the participants by
the researchers, and data were collected within this framework. In semi-structured
questions, questions are determined within a predetermined thematic framework
(George, 2022), while in unstructured questions, questions that arise in the flow of the
interview and are not standardized in advance (Dipboye, 1994) are directed to the
participants. The interview form was developed by the authors of the study and the
questions in the interview form were presented to the opinion of researchers
conducting various studies in the field, and the questions that were agreed upon were
included in the interview form. Some of the questions asked to the participant SAs are
presented in Table 2 below.
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Table 2

Semi-Structured Interview Questions

Themes

Interview Questions

Doctoral
Education
Process

Rights and
Benefits

Motivation-
Job
Satisfaction

Perception of
Expertise and
Competence

Academic
Career

Researcher
Role

Expectations

Metaphors

What kind of difficulties did you face during your doctoral
education as a SA and what are your suggestions for solutions?
How can it be encouraged?

As an SA with a Ph.D., do you find your situation adequate in
terms of salary, rights, benefits (extra wages, teaching profession
law, etc.), and career goals? Why?

When you think about the relationship between school
administration and your academic status, what can you say about
your job satisfaction or professional motivation? What are your
suggestions to increase your professional satisfaction?

What kind of differences do you see between the level of
knowledge you have reached with your Ph.D. and the
administrative practices? What do you think about the
sustainability of the administrative task in your professional career
in this context?

What are your problems or expectations in terms of your academic
career/goals?

What are the problems you experience in conducting research or
managing research processes?

What are your demands from the MoNE / CoHE regarding the
problems you experience? what kind of legal arrangements should
be made?

What would you liken an SA with a Ph.D. to? Can you explain the
reasons?

As in Table 2, the questions posed to the participants in the focus group
discussions included the Ph.D. education process, rights and benefits, motivation-job
satisfaction, perceptions of expertise and competence, academic careers, researcher
roles, expectations, and metaphors.

Ethical Committee Approval

Ethics committee approval dated 05/09/2022 and numbered 2022/07-05 was
obtained from Istanbul Medeniyet University.
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Data Analysis

To collect data, two focus group interviews were conducted in October 2022
with the participant SAs with a Ph.D.. Participant approval was obtained before the
interview was conducted and a common date and time was scheduled and the
interview was conducted online using the Zoom platform. To increase the quality of
the interview, the participants were asked to check their internet, sound, and
environment before the interview and to make them suitable for the interview. At the
same time, the interviews were recorded and participants were assured that data
confidentiality and information security would be ensured. The first focus group
interview lasted approximately one hundred minutes and the second one hundred and
eight minutes.

To analyze the data obtained in the study, digital records were first transferred
to a word processing program. Then, using the MAXQDA program, the facts and
expressions that were shared and had common meanings in the participant views were
coded, categorized and brought together under themes through the traditional content
analysis technique (Hsieh & Shannon, 2005; Wilson, 2011). Participant names were
kept confidential in the analysis and reporting and were coded as D1, D2, D3 ...

Validity and Reliability

Guba and Lincoln (1982) state that in qualitative research, credibility should be
ensured instead of validity and reliability concepts, and to achieve this, it is important
that the research has the characteristics of trustworthiness, transferability, credibility,
and confirmability. To ensure these criteria in the research in this framework, long-
term interaction was ensured in focus group interviews, and the data and reporting
obtained were presented for participant confirmation and necessary corrections were
made (Holloway & Wheeler, 1996). In addition, Miles and Huberman's (1994) inter-
researcher coding consistency was calculated as eighty-five percent at the end of the
coding process. In this direction, in the content analysis process, the data obtained
after the interviews were transcribed, were coded and categorized in line with the main
themes determined by the researchers, and then the researchers came together after
independent coding, and their consistency was evaluated. This process based on
consistency between researchers was followed at almost all stages of the coding
process and the researchers came together frequently to check the consistency. From
the literature review to the discussion and conclusion sections, attention was paid to
consistency based on mutual confirmation and to increase the reliability of the
research. To ensure credibility, quotations covering participant views and raw data
were emphasized (Streubert & Carpenter, 2011). Again, to ensure that the results of
the study can be transferred to other settings and samples, detailed information about
research processes such as sample selection method, the setting in which the research
was conducted, and participant characteristics were provided (Sharts-Hopko, 2002).
In addition, to prevent "stage fright" and "participant reactivity" in the participants,
the participants' views and the interview process were not interfered with as much as
possible, and sensitivity was shown to personal and emotional issues.
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Results

SAs with a Ph.D. go through a multifaceted process of change and
transformation from the stage of deciding to start a doctorate to the stage of
completing it. The participants' specific experiences related to this change and the
indicators of the new identity they gained through these experiences were reflected in
their opinions expressed during the research process. As a result of the content
analysis, the views of the participants were thematized under the titles of doctoral
education process and its outcomes and professional, academic,
institutional/professional competencies, and identity of SAs with a Ph.D.. Under the
theme of doctoral education process and outcomes, the categories of doctoral
entrance, doctoral education process, professional rights, researcher roles, and
expectations were found. Under the theme of professional, academic,
institutional/professional competencies, and identity of SAs with a Ph.D., the
categories of motivation and job satisfaction, perception of expertise-competence,
academic identity, and self-perception were reached.

Doctoral Education Process and Its Consequences

In the context of the first question of the study, striking findings were obtained
on how SAs with a Ph.D. evaluate the doctoral education processes and the
consequences of this process. SAs’ doctoral education processes and their outcomes
contain findings that shed light on the effects on the formation of the identity of SAs
with a Ph.D.. As a result of the analysis of the participants' opinions, findings were
obtained regarding their reasons for entering doctoral education, educational
processes, professional rights, researcher roles, and their expectations as SAs with a
Ph.D.. The findings are presented in Table 3.

Table 3

Categories and Codes Consisting of the Opinions of SA with a Ph.D. on Doctoral
Education Processes and Consequences

Categories Sub-Categories Codes
Entrance to « Professional development
Ph.D. Reason for Ph.D. « Self-actualization
» Academic career
« Career development, change
Doctoral Difficulty in combining work and education

Work Life and Its
Reflection on
Private Life

Education
Process

Being seen as a problem

Time problem

Difficulties in permission processes
Deterioration of family relationship

(continued)
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Table 3 (continue)

Experience of the
Education Process

Individual effort

Faculty member competency differences
Satisfaction with the training process
Inadequate support from faculty members

Professional
Rights

Career Steps

Time barrier in promotion to headteacher
Obligation to receive training on the career
ladder

Economic Return

Lack of supportive employee rights

Financial loss

Not providing additional course fee increase
for SA

Not contributing to salary increase

Roles as
Researchers

Disadvantaged
Environment

Distance from academic environment
Inability to compete with academics within the
university

Insufficient research opportunities

Technical Barriers

Inability to access publications and databases
Difficulty in obtaining ethics committee
approval

Insufficient publication incentives

Expectations

Expectations
Regarding
Academic Role and
Status

Fair  appointment system in
recruitment

Removal of barriers to gaining the title of
associate professor

Ability to work part-time at universities
Opportunity to supervise master’s or doctoral
thesis

faculty

Expectations on
Institutional Role
and Status

Priority in inspector appointment processes
Being employed as a research or project
coordinator

Inclusion in decision-making mechanisms
Taking part in professional development
training

Improvements in retaining qualified personnel
Prioritization in the executive career system

Expectations
Regarding Personal
Rights

Supporting financial processes

Strengthening professional status
Amendment to the MoNE leave directive
Equal positioning with faculty members in
terms of personal rights

Expectations on
Research Processes

Amendment to the directive on participation in
scientific meetings

Facilitating research processes

Providing research incentives
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Entrance to Ph.D.

The intention to start doctoral education is one of the critical details in the
formation of the identity of SAs with a Ph.D.. Being aware that doctoral education is
a long, challenging, uncertain, complex, and tiring process, the will to realize the
intention to start this education requires an understanding of the personality traits of
SAs with a Ph.D. (Ali et al., 2011; Piaw et al., 2014). The participants stated their
reasons for starting doctoral studies as professional development, self-actualization,
academic career, and professional career. D7 explained the reason for doing a
doctorate as follows:

After | was appointed as a teacher, | realized that the profession was not very
suitable for me. In fact, I was looking for a way out. | seriously thought about
changing my profession and resigning for a while. At a time when | was
hesitating whether to resign or not, | applied for the management exam
opened by the Ministry and switched from teaching to management. |
pursued management thinking that I could achieve more concrete products
in a shorter time compared to teaching. After | became a deputy principal, |
realized that management could not be done by hearsay, by observing or
imitating others without any knowledge, and I started to look for ways to get
a master's degree in educational administration and supervision with the idea
that 1 could fill my deficiencies in management. After starting my master's
degree, | realized that doing research and publishing is an act of production
that satisfies me, and | turned to doctoral studies.

Doctoral Education Process

In the subcategory of reflection on work life and private life, SAs with a Ph.D.
mentioned the difficulties of carrying out work and education processes together and
stated that this situation creates a division and problem in personal lives. In addition,
they stated that teachers with graduate degrees are perceived as individuals who create
problems at school due to the incompatibility between the university curriculum and
the school curriculum. At the same time, they stated that they had difficulty in
allocating time for the education processes at the university due to their managerial
qualifications and that they sometimes had difficulty attending the courses within the
framework of the temporal incompatibility of the program. They also stated that they
had conflicts in obtaining permission from senior managers and institutions to attend
courses at the university and that this situation forced them to consider resigning from
time to time. In addition, they stated that they could not spare time for their families
and experienced various family problems due to the weight of the doctoral process
and the responsibilities of the school functioning and that this situation negatively
affected their private life relationships. D5 explained the effects of the doctoral
process on daily, institutional, and family life as follows:

In other words, a school principal spends time at his/her school and also has
problems with his/her personal life. The time you will spend with your
children and your family. The time you will spend with your children and
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your family. The PhD is a long process, four years. Therefore, during this
period, he may also experience family problems due to his running to classes
and his responsibilities at school. | know people and friends who have to take
medication during this process, who have divorced their families, or who
have very serious psychological problems at work. Therefore, because it is a
difficult process, problems may arise in their private lives.

In the subcategory of experiences related to the educational process, SAs with a
Ph.D. mentioned the importance of individual effort, stating that their individual
efforts were generally more prominent in their educational processes at the university
and afterwards and that individual dedication affected academic consciousness and
the publication process. However, they also stated that the faculty members they
received education from during the doctoral process had different competencies, that
the competencies of the faculty members varied depending on the course and the
instructor, and that they felt great differences between the faculty members. At the
same time, some SAs stated that they did not receive sufficient support from the
faculty members during the doctoral process, that they did not have a structure that
encouraged research, and that they did not find the environment they expected.
However, some SAs expressed their satisfaction with the doctoral education process
and stated that they received sufficient support in the doctoral process, had an
intensive and productive education process that encouraged research and felt great
differences for themselves. D6 stated that the challenging aspect of academic
responsibilities in the doctoral education process improved him as follows:

In my master's and Ph.D. programs, both universities had their customs, both
were universities that really encouraged research. So | started writing articles
from my master's degree, and this continued at the university where I did my
Ph.D.. There is only one difference. In the master's program, our professors
were guiding, counseling, and constantly giving feedback, whereas, in the
Ph.D. program, we had very few moments when we could really breathe,
when we could go outside. Each course itself was almost equivalent to two
semester-based articles, both were sufficient, very sufficient. We went
through very intense studies. And | saw that both universities really made a
big difference. | can say this very clearly.

While participants have positive, strong, and sustainable intentions in terms of
their reasons for starting the Ph.D. process, they have a challenging and therefore
negative perception of the Ph.D. process in general. Challenges are seen in the
institutional, financial, moral, academic, social, family, and personal spheres, and the
relatively long duration of the Ph.D. process can lead to frustration, psychosomatic
disorders, and even abandonment. The difficulties experienced during the doctoral
process are overcome or made bearable by the sense of fulfillment experienced
through personal, social, and academic development. In addition to academic
development, the doctoral process also brings maturity through experiences such as
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struggling with difficulties, coping with many problems at the same time, and not
being understood.

Professional Rights

The views of the participant SAs on the category of professional rights were
discussed in two subcategories: career steps and economic return. In the sub-category
of career steps, the participant SAs stated that teachers or SAs with a Ph.D. will first
be promoted to the title of expert teacher and then to the title of head teacher after ten
years in the teaching career steps and that this period eliminates the advantage of
having a doctorate. In addition, they stated that in the teaching career ladder, it is
obligatory to receive training before the career title regardless of whether they have a
graduate education or not, and that it is not right and problematic for individuals who
are field experts or doctors to undergo this training. D8 explained that having a
doctorate degree does not create a distinctive advantage in terms of the provisions of
the Teaching Profession Law as follows:

We had a great expectation about the professional law, but it turned out to be
empty, you may ask why. Now, after this law, we become expert teachers,
that is, they don't make us head teachers directly, they will make us head
teachers after we become expert teachers, after ten years. | mean, | am thirty-
nine years old now, and we will become specialized teachers in about a year.
After ten years, | will be a head teacher at the age of fifty, close to retirement.
In that sense, there is no advantage.

In the subcategory of economic return, the participant SAs stated that the
personal rights of SAs with a Ph.D. are almost non-existent, that they are no different
from teachers in terms of employee rights, that there is no nurturing environment in
terms of rights and employee rights, and that this situation creates the desire to move
to the university in SAs with a Ph.D.. In addition, they stated that they experienced
financial difficulties due to various expenses during the doctoral education process,
and at the same time, they suffered financial losses to carry out various post-doctoral
research and publication processes and that incentives should be provided in this
sense. At the same time, the participant SAs stated that they could not receive
incremental additional courses due to their doctorate because they mostly did not
actually attend the class except for the salary, and in this sense, they fell behind the
teachers. Again, in terms of salary, they stated that having a doctorate did not provide
any salary or wage increase. D2 explained that doing a Ph.D. and having a Ph.D.
degree does not have a meaningful financial return as follows:

Honestly, sometimes | feel like | am being punished for doing a Ph.D.. It
seems like there is more loss than gain. There are fees we pay for the
academic work you do, paid journals, etc., you know when you try to publish,
you actually have a serious financial loss. So | don't see it as a loss now, but
I wish there was support, I think much better things could come out.
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Roles as Researchers

The views of the participant SAs on the category of researcher roles were
discussed in two subcategories: disadvantaged environment and technical barriers. In
the disadvantageous environment subcategory, the participant SAs stated that they
had problems in conducting research due to their distance from the academic context
and environment, that they had to learn some technical issues on their own due to the
lack of this environment, and that they could not cooperate in research processes. In
addition, they stated that academicians at the university are more advantageous in
terms of time than SAs with a Ph.D., that SAs cannot find time to devote to research
processes due to their workload, that they cannot compete with faculty members in
this sense, and that they are not provided with opportunities to conduct research by
the Ministry. D3 explained the academic disadvantages of his environment as follows:

So in terms of research, I think the most important difference is that I
personally have a problem with the lack of an academic environment.
Because there are actually a lot of academics around me, but as a result, I am
not in that environment all the time. And this is an important problem. We
have learned many stylistic or technical things on our own. However, this is
easier when you are in an academic environment. For example, imagine that
we are in the same room, even an ear fullness there can give you many things.
Therefore, we are deprived of this.

In the subcategory of technical barriers, the participant SA stated that they had
difficulty in accessing various programs or software (such as plagiarism scanning
programs, qualitative analysis programs, databases) that helped them in their research
processes or that they could use, and that they experienced victimization for this
reason. In addition, they stated that while faculty members working at the university
can easily obtain ethics committee approval for their research, an SA with a Ph.D. has
difficulty in obtaining this approval and they have to find an academician from the
university and sometimes they have to send their research to journals that they do not
want but do not want ethics committee approval. Again, SAs stated that academics at
the university receive academic incentives for their publications, but they are not
provided with any incentives by the Ministry in this sense and they may experience
financial difficulties. D2 explained the problems she experienced during her academic
studies as follows:

For example, there are plagiarism scanning programs, databases, and
analysis programs used by our professors, for example, I do not have access
to them at all, and for this reason, | cannot send them to any journal, because
the journals do something like this, during the uploading process, it is
required to be passed through a plagiarism program or a plagiarism
supplement is required, and as far as | know, universities provide this
subscription to faculty members. Since | do not have such a situation, |
cannot access it. Therefore, | am victimized in this regard, | have to choose
a journal.
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Expectations

The participant SA's views on the expectations category were discussed in four
subcategories: expectations regarding the academic role and status, expectations
regarding the institutional role and status, expectations regarding employee rights, and
expectations regarding research processes. In the subcategory of expectations
regarding academic role and status, the participant SAs stated that a fair, competitive,
and objective appointment system should be introduced in the employment of faculty
members in universities, it should be made easier for SAs with a Ph.D. who do not
work at the university to obtain an associate professorship title and the criteria should
be reorganized and made fairer, and necessary legal arrangements should be made for
SAs and teachers with a Ph.D. to work part-time at universities. In addition, they
expressed their expectations for cooperation with the YOK to pave the way for SAs
and teachers with a Ph.D. to direct theses. D8 explained its expectations regarding the
difficulties experienced in the transition to academia and academic activities as
follows:

My expectation from the YOK is that this must be taken away from the
rectors regarding appointments to universities, and a more competitive, fair,
and objective appointment system must be introduced. They should also give
us the opportunity to work part-time at the university. In this way, we can
reflect on the processes we apply in our professional field, in the kitchen of
the work, at the university, and bring the research processes at the university
to our kitchen. ...apart from that, for example, can't we supervize a thesis,
can't we do this, do they not trust us that much? For example, they should
provide us with this opportunity.

In the subcategory of expectations regarding institutional role and status,
participating SAs expressed expectations that SAs with a Ph.D. should be given
priority in the appointment process of inspectors, that they should be employed as
research and project coordinators in the central or provincial organization of the
MoNE, in research schools (as in different countries), and that SAs with a Ph.D.
should be included in district and provincial decision-making mechanisms. In
addition, they stated that SAs and teachers with a Ph.D. should be assigned and
evaluated as trainers in administrator or teacher professional development trainings,
various improvements should be made to keep qualified personnel such as personnel
with a Ph.D. within the Ministry, and SAs with a Ph.D. should be prioritized and
evaluated in this sense in district, provincial director or higher executive career
appointments. D5 explained his institutional expectations as follows:

As | said at the beginning, the MoNE should provide many incentives to
retain its managers who have a Ph.D. and are open to self-development. In
other words, the fact that it produces science within the profession will better
integrate theory with practice and indirectly qualified personnel, and we
always say this, don't we? An organization wants to have highly qualified
people within an organizational structure. Therefore, we are talking about an
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entire organization, we are talking about the education system. Within this,
you need to retain qualified employees.

In the subcategory of expectations regarding personal rights, the participant SAs
stated that SAs with graduate education and Ph.D. should be financially supported,
and empowered, and their social and economic conditions should be improved. In
addition, they stated that the professional status and position of SAs with a Ph.D.
should be strengthened to increase their professional satisfaction. Again, due to the
leave problems they experienced during their doctoral education processes, they stated
that the MoNE leave directive should be amended, the directive should be clarified
and teachers and administrators who receive graduate education should be given the
right to leave for a certain number of days and duration. In addition, they expressed
their expectations that their personal rights should be reorganized and equalized by
positioning them as equal to university faculty members in terms of personal rights.
D7 explained his expectation for solving the difficulties related to leave procedures
during doctoral education as follows:

...the issue of getting permission is a bit up in the air in the MoNE's staff
permission directive. It says something like the school management supplies
the necessary flexibility or provides convenience. | think that this should be
clearly tied to a clear place so that it is not left to the initiative of individuals.
At least, if there is a statement such as one day off is allowed, I think that our
professors at the university can plan accordingly and consider this, because
yes, the person working in the MoNE can come for one day.

In the subcategory of expectations regarding research processes, the participant
SAs stated that they had difficulties in participating in scientific congresses and
meetings, that some expenses such as participation fees had to be paid by themselves,
and that the travel, food, and hotel allowances to be given by the MoNE were given
later, and that these expenses were covered by the person during the scientific meeting
process and that they were victimized in this sense and suggested that the directive on
participation in scientific meetings should be changed. In addition, they stated that
SAs should be facilitated in conducting research and academic processes and
incentives should be provided in research processes. D5 explained the financial
difficulties they experienced in participating in scientific meetings and their
expectations as follows:

For example, it is very difficult for a teacher or an administrator to present a
paper, it has been a few years since the regulation was issued. For example,
it does not pay the participation fee, but it pays for travel and meals, which |
think is not enough. Imagine that our teacher has done research, will present
a paper, travel, travel expenses, participation fee, and hotel expenses, there
will be many expenses. Maybe it will exceed his salary, it will be a torment,
but he will cover most of these out of his pocket and therefore we will expect
this teacher to produce science. This is not possible.
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Professional, Academic, Institutional/Professional Competencies and Identities
of SAs with a Ph.D.

In the context of the second question of the study, the opinions and experiences
of SAs with a Ph.D. regarding their professional, academic, institutional/professional
competencies and identities contain important findings. The findings regarding the
formation process of the identity of SAs with a Ph.D. were presented in the previous
section. The findings regarding the SA's awareness of their identity as an SA with a
Ph.D. and their professional, academic, institutional/professional competencies,
making sense of their new identities, internalizing and acting in accordance with the
new identity are presented in Table 4 below under the categories of motivation and
job satisfaction, perception of expertise-competence, academic identity, and self-
perception metaphors.

Table 4

Categories and Codes Related to Professional, Academic, Institutional Competencies
and Identities of SA with a Ph.D.

Category Subcategory Code
Motivation-Job - . « Going unnoticed
Satisfaction Organizational Attitude * Postponement

* Resistance

Exposure to workload
Unappreciated
Mockery - humiliation
Envy
Loneliness
Moral satisfaction
Loss of performance
Psychological fatigue
Mismatch between work performed
and competence

» Title retention
Perception of . » Bringing scientific knowledge to
Expertise- Reflection practice
Competence « Creating impact

» Transfer of knowledge and
experience

Adaptation

e o o o o

(continued)
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Table 4 (continue)

« Multi-dimensional critical thinking
« Ability to communicate effectively
« Ability to recognize problems
« Vision acquisition
» Gaining different perspectives
Academic Identity . » Gaining social status
Academl_c Career Obtaining an academic title
Expectations * Request for transfer to university
(academia)
» Transferring managerial
experiences to academic
environments

Personal and Professional
Transformation

. + Despair
2993“‘"? TQOUthS about Difficulty in becoming an associate
cademic Careers professor
Metaphors of Alienati * Homeless
Self-Perception ienation * Alamanci (the name of whom
migrated to Germany from
Turkiye)
» Flower in the desert
. + MasterChef
Leadership . Mu?n
» Don Quixote
Struggle Q

»  Super Hero

Motivation-Job Satisfaction

Participant SA's views on the motivation-job satisfaction category were
discussed in two subcategories: organizational attitude and adaptation. In the
subcategory of intra-organizational attitude, the participant SA stated that they did not
experience any priority or privilege in situations and jobs requiring expertise and that
they were not noticed in this sense. In addition to this, they stated that they
encountered various kinds of exclusion that created a sense of marginalization in
various processes and that having a doctorate degree and thinking differently in this
sense was perceived as a makeshift situation. At the same time, they also stated that
sometimes when they express their different opinions, they may encounter various
resistances from their managers or other stakeholders and that they deal with
resistance points such as being ignored or disregarded and imposing certain views.
They also stated that they were assigned various situations and activities that created
a workload within the framework of the perception that they could do things in the
best way due to having a doctorate degree and that this situation increased their
workload. On the other hand, the participant school principals stated that the Ministry
does not take into account, recognize, evaluate, and value the degree of education they
have received and the work they have done. They also stated that from time to time
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they were ridiculed, humiliated, and subjected to similar conversations. They also
stated that they were exposed to behaviors related to jealousy during the doctoral
process. D6 explained that SAs with a Ph.D. were discriminated against and seen as
worthless as follows

...because of the attitudes towards me at my school when | was doing my
Ph.D., which is still the case, even though I have finished, when I look at the
attitudes of people in national education, they treat you like a 'leper'. | mean,
in a very obvious way, you live with the feeling that you are there as a
makeshift representation.

In the adaptation subcategory, the participant SAs stated that they experienced
loneliness both academically and personally and that this situation affected their job
satisfaction and professional life. Despite these, they stated that the negativities they
experienced in both academic career processes and personal rights did not discourage
them, that their work and publication-research processes satisfied them morally, and
that sometimes having a doctorate degree created a spiritual pleasure after the value
and reputation given by stakeholders. However, they also stated that they experienced
intensity and fatigue due to the combination of the doctoral process and the process
of managing the school and that this situation caused a loss of performance for them.
In this context, they stated that the intensity of the work, education, and life process
caused psychological frustration and fatigue in SAs with a Ph.D.. In addition to this,
SAs also stated that they sometimes experienced inconsistency between the work
done, the education received, and the competencies possessed. As a matter of fact,
they stated that the tasks they were assigned or the jobs they performed did not reflect
their competencies and expertise and that they experienced incompatibility in this
sense. They also stated that various people with whom they interacted and
communicated could perceive the use of the title of doctor as a kind of superiority and
vanity, and therefore they felt the need to hide the title of doctor. D6 explained that
he/she had to hide her doctoral title as follows:

The title of Dr becomes a symbol, but it becomes an element of symbolic
violence. So you find yourself more careful not to use that Dr title because
even though there is nothing egotistical about you, the people who are hit by
it tend to see you in an egotistical place. You can't use your title because even
though you don't care about it, the other person thinks that you are selling
them an ego or something.

Perception of Expertise-Competence

Participant SA's views on the category of perception of expertise and
competence were discussed in two subcategories: reflection and personal
transformation. In the reflection sub-category, the participant SAs stated that they
carried their competencies and expertise, which were formed as a result of the
education they received, to the educational and school environment and that this
situation made a difference for them in terms of educational administration and
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experience. In addition, they stated that they provide added value by implementing
practices that create impact in their educational institutions within the framework of
their competence and intellectual accumulation. At the same time, they also stated that
within the framework of the research tradition provided by doctoral education, they
were involved in activities and educational practices to transfer the knowledge and
experience they gained about the current situation to teachers. D3 explained the
professional contribution of having a doctoral education as a practitioner as follows:

When | look at it personally, | see that there is a big difference between my
experience as an educational administrator before | finished my Ph.D. and
now.

In the subcategory of personal and professional transformation, the participant
SAs stated that they gained multidimensional critical thinking, comprehensive
evaluations, logical decisions, and problem-solving skills in the context of personal
development and competence provided by doctoral education. They also stated that
they became more advantageous in terms of communicating effectively with
stakeholders after doctoral education and that they became more qualified in terms of
recognizing problems and problem areas in the school and transforming them into
research. In addition, they stated that they acquired a vision that brought them from a
static, non-solving, and critical structure to a more sensitive and problem-solving
structure after doctoral education and that they were able to approach situations from
a different perspective by breaking the existing ideal thought patterns. D8 explained
the personal and professional transformation provided by doctoral education as
follows:

It definitely opened a different window in the way | look at school. Now,
after | started working as a deputy principal, | did my master's degree and
doctorate in educational administration, and until then you only see
everything limited to your own experiences. In other words, you take what
you like from the administrators you work with and see it as ideal, but when
you start to see the theoretical side of things, you start to evaluate how wrong
those things you think are ideal are. In this sense, it provided a serious
perspective.

Academic Identity

The views of the participant SAs on the category of academic identity were
discussed in two subcategories: academic career expectation and negative thoughts
about academic career. In the subcategory of academic career expectation, the
participant SAs stated that they had a desire to move to academia to achieve this social
status because they were not valued in the MoNE and did not have prestige in terms
of status. In addition, they stated that they spent a lot of effort in their doctoral
education and that they wanted to obtain an academic title to be rewarded for their
efforts. At the same time, all of the participant SAs stated that they intended to transfer
to a university. The participant SAs stated that being at the university and doing



Professional, Academic, and Institutional Identities of School Administrators with a Ph.D. 121

research was considered more valuable, that they could not find time to do research
and readings in school administration, and that they wanted to transfer to the
university to develop themselves more, to gain social status, and to conduct new
studies. They also stated that their desire to transfer their school administration
experiences to academic environments was effective in their desire to move to the
university and that it would be very valuable and scientifically productive for SAs
with a doctorate degree coming from practice to give lectures at universities. D4
explained the reason for his desire to move to academia as follows:

For example, let's say | have written an article in this situation, and after |
move to a university, | don't think the two will have the same impact because
you are in the MoNE, you have finished your education, but you are in the
MOoNE, I think it is seen differently when you are in the university staff. In
summary, | want to move to university to develop myself more in my field,
to do new studies, to be aware of new studies, and for some social status.

In the subcategory of negative thoughts about academic careers, some SAs stated
that they had no hope of transferring to universities due to personalized
advertisements, meritless and non-objective appointments in the recruitment of
faculty members and that they experienced obstacles. In this context, they stated that
due to these obstacles, they could not apply for associate professorship because they
did not teach at universities, because the criteria for associate professorship included
the obligation to teach at the university, and that they had difficulties in obtaining the
title of associate professor from outside, and that this situation forced them to move
to the university. D1 explained his negative thoughts about transferring to the
academy as follows:

For example, | applied to a few universities especially to work part-time,
even though I have a master's degree and a doctorate in educational sciences,
there are excuses or obstacles at work, or do you have a man from me that
you come across everywhere? | mean, are you somehow prevented because
we are going through this process? In that sense, if you ask if the way is open
for you. | don't think it is very open at the university.

Metaphors of Self-Perception

The participant SA's views on the category of self-perception metaphors were
discussed in three subcategories: alienation, leadership, and struggle. In the alienation
subcategory, one of the participants perceived and expressed SA with a Ph.D. as "out
of place™. According to this metaphor, the SAs with a Ph.D. experiences a role conflict
between the work he/she does and the expertise he/she has acquired, does not feel that
he/she belongs to the field of work and duty, feels alienated and expresses
himself/herself as an individual in search of a role and a place:

We are homeless. There is a song called 'What am | doing here?' |
remembered that song when you asked that quesiton. | sing that song a lot.
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Yes, | have this problem a lot, we have this problem, and I think an important
part of it is related to the doctorate.

On the other hand, one of the participants perceived and expressed SAs with
Ph.D. as "Alamanci®'. According to this metaphor, the SA with Ph.D. feels like a
foreigner due to the low-level discussions he/she has experienced and witnessed in
school processes, in other words, he/she does not perceive himself/herself as an
individual suitable for the environment. In this sense, he feels lonely and has a
problem of belonging to the organizational structure. D7 defined himself as follows:

In my home city, they call expatriates "Alamanc1". I feel like an expatriate.
You know, if you ask what for, in a meeting of the teachers' board, in an
environment where the argument that I should contribute less to the monthly
money to be collected because he drank tea without sugar, and in the board
meeting, with the efforts of other friends, this issue was discussed for about
45 minutes, you say, what am | doing here? That's where you become an
expatriate.

At the same time, another participant perceived and expressed SAs with Ph.D.
as "flowers in the desert". According to this metaphor, the SAs with a Ph.D. has the
capacity to improve the environment and the institution with his/her competencies,
but he/she is not given the opportunities, possibilities, and rights to ensure this
development. In this context, he/she feels that he/she cannot be useful to his/her
environment in an environment where he/she is not given the opportunities and
opportunities and feels loneliness, alienation, and lack of belonging in his/her
environment. D8 defined herself as follows:

... let me put it this way, I liken it to MasterChef, you know when you enter
the Kitchen, you teach other cooks, you set an example, and MasterChef, as
a food expert, writes the recipe for it. Sir, it was the presentation, this and
that, in that sense, I can consider SA with a Ph.D. as MasterChef.

On the other hand, another participant perceived and expressed SAs with a Ph.D.
as "candles". According to this metaphor, SAs with a Ph.D. are perceived as
individuals who contribute to their stakeholders and instill development and
consciousness in their environment in line with the education they receive. D2 defined
himself as follows;

...something like a candle, at least we're trying to light things up.

In the struggle subcategory, one of the participants perceived and expressed SAs
with a Ph.D. as "Don Quixote". According to this metaphor, SAs with a Ph.D. stated
that he encountered various obstacles in faculty member appointments and other

3 Alamanct: Alamanct is the term popularly used as an adjective for Turks who left Turkey for
Germany to work after the 1960s when they arrived in Turkey. This term Includes
foreignization to Turkey.



Professional, Academic, and Institutional Identities of School Administrators with a Ph.D. 123

bureaucratic processes, and in this context, he stated that his efforts were constantly
frustrated and he had to struggle. D6 defined himself as follows;

...| feel like Don Quixote with a Ph.D.. Everywhere you raise your shield,
that sword-like thing in your hand, windmills appear.

On the other hand, two of the participants perceived and expressed SAs with a
Ph.D. as "superheroes". According to this metaphor, SAs with a Ph.D. have to deal
with and struggle with many responsibilities at the same time, such as the challenging
process of doctoral education and school management tasks, and in this sense, they
define themselves within the framework of extraordinary powers by struggling at a
level that exceeds their capacities. D4 defined herself as an SA with a Ph.D. as
follows:

As they say, ina Ph.D., you have to be determined, you have to have the zeal
of twenty years old, and you have to have maturity, all together so that you
can finish it. On top of that, you are also an administrator, there is a lot of
paperwork, meetings, etc. You will overcome them too. I think it can be
likened to a superhero.

Discussion, Conclusion and Suggestions

SAs with a Ph.D. combines the concepts of management, educational
administration, and educational institution. Considering the mission and goals of
educational institutions, the competence, and perspective gained by the doctorate
provide the set of skills that educational institution administrators should have
(Dunlap & Kladifko, 2015; K12 Teachers Alliance, 2022; School Superintendents
Association, 2022; Young, 2019). Indeed, doctoral education develops creativity and
leadership competence (Dunlap & Kladifko, 2015; Liuvedig, 2020). Recognizing the
benefits of this qualification, some education systems encourage doctoral education
for SAs, prioritize candidates with doctoral degrees in school administrator selection,
and support them in terms of personnel and career. In Turkiye, some incentives, rights,
and advantages for SAs with a Ph.D. are stipulated in legal documents (MoNE, 2021).
However, the fact that very few of the nearly 100,000 SAs in Turkiye have a Ph.D.
reveals that our understanding of education is unable to include, motivate, or retain
candidates with a Ph.D. in the system sufficiently.

Considering the findings of this study, it is concluded that SAs with a Ph.D. are
satisfied with the doctoral education process. This satisfaction is characterized by the
enlightenment, broad-mindedness, competence, and expertise-enhancing quality of
doctoral education, and its character of encouraging and nurturing scientific thinking
and scientific curiosity. The fact that doctoral candidates used positive metaphors
more in the metaphor study of Limon and Durnal1 (2018) shows that a similar result
was reached. As Arastaman et al. (2020) stated, the stronger intrinsic motivation of
doctoral students in the process of coping with the problems they face can be
explained by the perspective and self-efficacy gained by doctoral education.
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Again, according to the research findings, the doctoral education process is
completed with dedication, sacrifice, effort, and perseverance despite many
institutional, social, personal, and financial difficulties and obstacles (Avc1 &
Akdeniz, 2021). Some of the SAs complete their doctoral education while they are
working as administrators. In this case, they also show a high level of performance by
completing the challenging process of doctoral education together with the difficulties
and preoccupations of administrative duty. Sayan and Aksu (2005), in their research
examining the situation of those who continue their doctoral education outside the
academy, stated that 50% of the candidates could not complete the courses and 20%
of those who started their doctoral thesis could not complete the thesis. These results
show that similar difficulties arise for SA who pursue a doctorate from outside the
academy and who, in addition, carry out complex administrative tasks.

In this context, the adventure of learning, developing, exploring, and
experiencing also provides the opportunity to link theoretical knowledge with
practice. In this framework, SAs gain high motivation to transfer both practice to
academia and theory to practice as a two-way process (Golde & Dore, 2001). In a
study conducted in the USA (Dunlap & Kladifko, 2015), it was concluded that
doctoral programs in the field of education are weak in providing SA with the
competencies they need in practice. Similar results were also found in studies in
Turkey (Karatag, 2016). However, SAs, like other doctoral students, also experience
a development process in terms of the academic competencies required by the doctoral
process (Solpiik, 2016). In other words, although doctoral education has been
criticized in terms of its connection with practice, the processes of school
administrator doctoral students gaining the skills of recognizing, understanding,
interpreting, abstracting, conceptualizing, and criticizing scientific knowledge also
make important contributions to practice.

Unfortunately, this contribution results in disappointment in terms of
institutional rights and career. SAs with a Ph.D. are not able to achieve the same level
of satisfaction in terms of intra-institutional relations, social and economic rights, role,
and status as the multifaceted increase in competence and spiritual satisfaction they
have achieved with their doctorate within the MoNE. On the contrary, SAs with a
Ph.D. are disadvantaged in terms of institutional status, often isolated, ostracized,
shamed, belittled, or faced with extra workload. Since institutional and social support
is low, the only source of motivation and job satisfaction remains personal satisfaction
and enlightenment (Avci & Akdeniz, 2021). Other studies have shown that there is an
inverse relationship between the rising professional competencies of doctoral
graduates and their level of satisfaction with their jobs (Waaijer, Belder, Sonneveld,
Van Bochove, & Van der Weijden, 2017).

Another dimension of their frustration is their inability to be included in the
academic and higher education community. While this situation causes them to be
disadvantaged in their research processes as researchers and scientists outside higher
education institutions, they also face additional difficulties and discrimination in
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gaining tenure or academic titles in higher education institutions. From this point of
view, in addition to the extra difficulties they experience during their doctoral
education (Solpiik, 2016), individuals who continue their doctoral education outside
the academy face the situation of being outside the circle due to non-objective
processes such as personalized advertisements in the appointment system of
universities after graduation (Demirbilek & Cetin, 2022).

SAs reflect this multiple identity confusion in their perceptions of their new
identities gained through their Ph.D.. While they experience alienation from the
community from which they emerged, they do not give up the struggle due to the
mission imposed by their achievements and see themselves as change agents
(Oolbekkink-Marchan, Van der Want, Schaap, Louws, & Meijer, 2022). In societies
and organizations with very low rates of higher education graduates in general and
Ph.D. graduates in particular (a similar situation is observed in Turkiye) (Karatas et
al., 2022), highly qualified professionals face challenges (Waaijer et al., 2017). As a
matter of fact, the number of Ph.D. holders among MoNE's million-plus staff is
around two per thousand (MoNE, 2022). This makes it difficult to organize legal and
cultural conditions for staff with doctoral degrees.

Considering the above-mentioned results of the research, SAs with a Ph.D. gain
new identities that have the potential to be powerful change agents for the two
important dilemmas faced by education systems. SAs, who mostly hold a doctorate in
educational administration, have a set of knowledge, skills, and attitudes that are
reinforced in terms of "managerial competence" through their command of theoretical
knowledge, multiple perspectives, and research findings on the managerial problems
they face every day as administrators. The factor that enables them to acquire this set
of competencies is not only having a doctoral degree or being a school administrator,
but also the self-control, foresight, and life management skills they acquire while
fulfilling these two critical and challenging tasks. The complexity and versatility of
doctoral education develops such competencies in candidates, often informally. In
addition, during their doctoral education, SAs constantly compare the institutions in
which they are students and administrators in line with the theoretical knowledge they
receive and deepen their "instructional leadership" role. This depth gives SAs with a
Ph.D. unique equipment in terms of integrating theory and practice.

SAs with a Ph.D. also gain a unique identity in terms of "academician and
researcher”. In this framework, in countries like Turkiye, where human resources with
doctoral degrees are mostly employed in academia, SAs with a Ph.D. differentiate
themselves from traditional academics and researchers in terms of the opportunity to
continue the processes of producing scientific knowledge through their daily
experiences in the field. The necessity of finding quick solutions to current problems
in the institutions they manage increases the pressure on SA with a Ph.D. that
scientific knowledge should be linked to practice. This gives them a scientist and
researcher identity that is more compatible and at peace with reality.
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SAs with a Ph.D. have a unique identity in terms of their institutional
responsibilities and their roles within the educational organization to which they
belong. Their managerial responsibilities, which are based on legal power and
hierarchical relations within the school, transform them into a "team and change
leader" with the competence, consciousness, and self-confidence gained by the
doctorate. At this point, the source of power shifts towards expertise, and hierarchical
relations are gradually replaced by horizontal and egalitarian relations. This
transforming competence is nourished by leadership roles and responsibilities on the
one hand and is related to teaching experiences on the other. After years of teaching
and administrative roles, the school administrator with a doctorate degree realizes the
limits of their personal development through a challenging student experience and
rediscovers the teaching profession. Thus, they are able to reclaim their "teaching
identity" as a role and identity above all their other roles.

Thus, the SA, who seeks a new path for himself/herself in the dilemmas,
uncertainty, abruptness, and complexity of school administration, gains a unique
identity with a multifaceted internal/external, cognitive, and spiritual development
process at the end of doctoral education.

In this study, which was conducted in line with the data obtained through focus
group interviews with SAs with a Ph.D., it was tried to understand how SA's personal,
Professional, and social identities were transformed with doctoral education. In this
direction;

For researchers, research based on long-term observations can be conducted to
understand the motivation of SAs with a Ph.D. to use their competencies effectively
in the transformation and development of the school. In addition, in-depth analysis of
the situations of those who did not complete their doctoral education, those who
continued their doctoral education, or those who completed their doctorate but did not
want to work as SA can provide useful clues in terms of understanding the
functionality of doctoral education for SA. At the same time, conducting qualitative
research that includes different techniques (observation, in-depth interview or
document analysis, etc.) to understand the transformation in the personal,
professional, and social identities of SAs with a Ph.D. will also provide a deeper
erspective.

Again, it would be useful for policymakers (decision makers) to review and
improve policies and practices regarding the career development, social, and
economic rights of SAs with a Ph.D.. As a matter of fact, this improvement will help
the current and potential contributions of SAs with a Ph.D. to be better evaluated and
taken into consideration
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Doktora egitimi, Orgiin egitim siirecinin son ve en {ist agamasi olmakla
birliktebilim insant olmanin alt yapisim1 gii¢lendiren bir stireci  ihtiva
etmektedir.Nitekimdoktora derecesine sahip bir birey, alaniyla ilgili kuramsal bilgiye
sahip, bu bilgiye elestirel yaklasabilme ve yeni bilgi iiretebilme yetkinligine haiz
olmaktadir. Ayn1 zamanda alanin gelistirilmesi, gii¢lendirilmesi, var olan bilginin
elestirilmesi ve yeniden {iretimi, karst karsiya kalinacak sorunlara bilimsel ¢oziimler
tiretilmesi gibi nitelikleryliklenmektedirler (Balci, 2013; Bernstein, Evans, Fyffe,

Halai, Hall, Jensen, Marsh ve Ortega, 2014; Liu, Zou, Ma ve Gao, 2020).

Doktora egitimi, doktora derecesine sahipolmanin gerektirdigi yetkinliklerle
esdegerde uzun, ¢ok yonlii ve zorlu bir siiregtir (Balci, 2013). Doktor aday1, dncelikle
alana iliskin kuramsal bilgiyi 6ziimsemeli, {ist diizey bilimsel arastirma yetkinligi
kazanmali, bu temel yetkinlikleri ile alandaki bilimsel bilgiye 6zgiin bir katki
sunmalidir. Bu siire¢ zihinsel, duygusal ve fiziksel bakimdan gii¢lii olmayi, ailevi ve
sosyal iliskileri zedelemeden siirdiirebilmeyi, profesyonel ve kurumsal hayati
aksatmadan yiirlitmeyi gerektirir (Arastaman, Cetin, Arslan ve Kerimoglu, 2020;
Bernstein ve dig., 2014). Bu da doktora aday1 i¢in zihin, mekdn ve sorumluluk
bakimindan boliinmeyi gerektiren bir siire¢ olusturmaktadir. Nitekim Avci ve
Akdeniz (2021) tarafindan yapilan arastirmada da lisansiistii egitim siireclerinde
Ogretmenlerin, izin, egitime devamlilik, 6grenim saatlerinin is saatleri ile ¢akismasi
ve maddi kayiplar yasama gibi konularda sorunlar yasadiklari tespit edilmistir.
Doktora egitiminin bu denli karmasik ve uzun olmasi, bireylerde doktora egitimini
yarida birakma ile sonuclanabilmektedir, bu nedenle doktora egitiminin 6nemli
sorunlarindan biri de egitimi yarida birakma sorunudur (YOK, 2022).

Yorucu doktora egitimini biitiin zorluklarina ragmen basariyla tamamlayan
adaylar akademik alanda {i¢ temel yetkinlik kazanabilmektedirler. Bu kazanimlarin
baginda arastirmacilik ve bu yolla bilimsel bilgi tiretmek gelmekle birlikte bir digeri
var olan bilimsel bilginin aktarilmasi yolu ile yeni bilim insanlarinin yetigmesini
saglamak olabilmektedir. Doktoralilarin diger uzmanlik alani ise giindelik hayatta
karsilagilan sorunlara yonelik kuramsal bilgiyi ve arastirma sonuglarini kullanarak
pratik ¢oziimler iiretmektir, nitekim bu yolla bilimsel bilginin giindelik hayata ve
uygulamaya aktarilmasini saglamis olmaktadirlar (Balci, 2013; Bernstein, Evans,
Fyffe, Halai, Hall, Jensen, Marshve Ortega, 2014). Bu ¢ercevede doktora derecesine
sahip birey olmak, akademik yetkinliklerin yam sira sosyal itibar veya statii de
saglamaktadir (Sunar, 2020). Bu sosyal itibar, doktorali okul yoneticilerine kiiltiirel
liderlik ve degisim ajanligi misyonlarini yiiklemekte (Oolbekkink-Marchand ve dig.,
2022) ve bu bireyleri ¢evresini etkileyen, yonlendiren ve degistiren bir konuma
getirmektedir (YOK, 2022).

Bu dogrultuda okul yoneticilerinin ¢esitli kurslar ve lisansiistii egitime yonelik
cabalari ile elde ettikleri yeterlikler 6nem kazanmaktadir (Pont, Nusche ve Moorman,
2008). Nitekim okul yoneticileri okulun amaglarin1 gerceklestirmesinde kritik
unsurlarin baginda gelmektedir (Brown, 2016; Hallinger ve Heck, 1998; Ten
Bruggencate, Luyten, Scheerens ve Sleegers, 2012). Okulun egitsel amaglarim
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gerceklestirmesi icin, basta 6gretmen motivasyonu olmak iizere, okulun orgiitsel ve
egitimsel yonetimi, dgretimsel liderlik, stratejik yonetim ve kiiltiirel liderlik okul
yoneticilerinden beklenen temel gorevlerdir (Karatag, 2016). Bu kritik rol ve
sorumluluklar okul yoneticilerinin, geleneksel 6gretmen yetkinliklerinden daha fazla
yetkinlige sahip olmasini, dolayisiyla daha fazla mesleki gelisme imkanim gerekli
kilmaktadir. Mesleki yetkinligi kazanmanin en iist kademesi ise doktora egitimi olarak
kabul edilmektedir (Sharmini ve Spronken-Smith, 2020).

Diger taraftan basta 6gretmenler olmak iizere toplumun hemen her kesiminde
egitim diizeyi hizla ylikselmektedir. Tiirkiye’de 6gretmenlerin %11,45°1 yiiksek lisans
ya da doktora mezunudur (MEB, 2022). Bununla birlikte K-12 diizeyinde egitim
goren Ogrencilerin velilerinin yiiksekdgretim mezunu olma oranlar1 %30’u gegmistir
(OECD, 2021). Bu durum okul yéneticilerinin kiiltiirel ve 6gretimsel liderlik rollerini
gerceklestirebilmeleri igin sahip olmalar1 gereken yetkinliklerini artirmalar
gerektigini gostermektedir.

Bu cergevede okullardaki yonetim ve liderlik kalitesinin iyilestirilmesi i¢in Milli
Egitim Bakanlig1 tarafindan 1 Eyliil 2016 tarihinde 6zel program uygulanmasina firsat
veren ve Ogretmen, yonetici segiminde esneklik saglayan proje okul yonetmeligi
¢ikarilmigve ayni zamanda 2547 sayili Yiiksekogretim Kanunu’nun 38. maddesi
gerckge gosterilerek akademisyenlerin okul yoneticiligi yapmasina iligkin tartismalar
gergevesinde bir elin parmagini gegmeyecek sayida akademisyen, okul ydneticisi
olarak gorevlendirilmistir (MEB, 2016). Nitekim Cumhurbaskan1 Recep Tayyip
Erdogan’in istegi dogrultusunda Uskiidar’daki bir kiz Anadolu imam hatip lisesine bir
profesoriin atanmasiyla baslayan (Yeni Akit Gazetesi Online, 2017) ve genellikle
imam hatipler ile siirlandirilan bu uygulama son dénemlerde azalmistir. Bu durum
akademisyenlerin okul yoneticiligi gorevine istekli olmadiklarint géstermekte olup
okul yoneticiligi yapmaya baglayan akademisyenlerin yabancisi olduklari bir kuruma
ne denli basarili bir liderlik yaptiklar arastirilmasi gereken bir konudur. Diger taraftan
MEB personeli agisindan durum degerlendirildiginde MEB’e bagli okullarda 2413
6gretmen doktora derecesine sahip olup bu 6gretmenlerin de sadece % 0,02’sinin okul
yoneticiligini tercih ettigi goriilmektedir (Celenk ve Altun, 2016; Karatas, Koru ve
Ardakog, 2022; MEB, 2022).Sonug¢ olarak doktorali MEB personeli de okul
yoneticiligini tercih etmemektedir. Bu dogrultuda okul yoneticilerinin ydneticilik
yetkinliklerini artirmak, uygulamay1 kuramsal bilgiyle giiclendirmek ve lisansiistii
okul yoneticisi sayisimi artirmak icin doktorasimi yapmis okul yodneticilerinin
profesyonel, kurumsal ve akademik durumlarinin bilinmesi gerekmektedir.

Nitekim egitim yoneticiligi stirekli gelismeyi gerektiren bir yap1 ve karaktere
sahiptir. Profesyonel egitim ve gelisim, liderlerin veya yoneticilerin bilgi, beceri ve
egilimleri {izerinde onemli bir etki yaratmaktadir. Yetkin ve etkili liderlik, egitim
kurumlar1 agisindan Ogretme ve Ogrenme siireglerinin de niteligini artirmaktadir
(Darling-Hammond, LaPointe, Meyerson ve Orr, 2007; Evans ve Mohr, 1999;
Moorman, 1997). Eraslan’m (2004) da ifade ettigi gibi yoneticilerin veya liderlerin
bilgi yetkinligine, uzmanlik ve yeterlige sahip oldugunu orgiit g¢alisanlarinin
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hissetmesiyle yoneticilerin veya liderlerin onlar iizerindeki etkisi daha kalict hale
gelmektedir (Aydin, Sarier ve Uysal, 2013). Bu baglamda kendi egitim, geligim ve
O0grenme siireglerini planlayan ve bu dogrultuda bireysel egitim siireglerini
yapilandiran okul yoneticileri, egitim sistemleri agisindan Onemli avantajlar
saglayarak egitim Orgiitlerindeki gelisim siirecini hizlandirabilmektedirler (Piaw,
Hee, Ismail ve Ying, 2014). Nitekim okulu bir 6grenme alani haline getirmek,
akademik ve sosyal acgidan paydaslari desteklemek, siirekli 6grenme kiiltiirii
olusturmak, 6gretimi iyilestirmek ve etkili okul yaratmak amaci gercevesinde okul
miidiirlerinin ~ bireysel ve akademik anlamda kendilerini  gelistirmeleri
onemlidir(Gorkem, 2008). White ve Agarwal’a (2010) gore doktora derecesine sahip
olan okul miidiirleri 6gretmen nitelikleri iizerinde pozitif etki yaratabilmektedir. Bu
durum siire¢ paydaslarinin rollerinde daha etkin olmalarin1 saglayarak 6grenme
stirecinin dinamik hale gelmesini kolaylastirmaktadir.

Doktora derecesine sahip olmanin kazandirdigi yetkinlikler ve uzmanliklar,
doktora derecesine sahip okul yoneticileri i¢in bagkaca avantajlar ve kariyer imkanlari
da olusturmaktadir. Ornegin ABD’de doktora derecesine sahip olan okul ydneticileri
mevcut gorevlerinden ayrilmadan kismi zamanli olarak iniversitede profesor,
yardimci dogent veya dogent olarak kariyerlerine devam edebilmektedirler. Ayni
zamanda okul yoneticileri igin ekstra {icret destegi saglanmaktadir. Bu tiir yonetici
atamalarinda birgok okul bolgesi, doktora derecesine sahip olanlara 6ncelik vermekte
ve maas konusunda doktora derecesini aldiktan sonra okul miidiirlerine geriye doniik
Ogretim yilinin basindan itibaren ek tazminat ve ddemeler yapmaktadir. Bununla
birlikte okul bolgesinde ¢esitli seminerlerde ve konferanslarda tez konusu ile ilgili
sunum yapmalar1 tesvik edilmekte ve hatta ihtiya¢ duyulan alanlarda iist 6grenime
yonelik girisimlerde bulunan ve arastirma yapan okul yoneticilerine okul bdlgeleri
veya Universiteler burs saglamaktadirlar (Young, 2019). ABD Ulusal Egitim
Istatistikleri Merkezi [NCES] (2018) tarafindan elde edilen sonuglar da bu durumu
istatistiksel verilerle ortaya koymaktadir. Buna gore devlet okullarinda gorev yapan
ve doktora derecesine sahip olan okul midiirlerinin orani yiizde 10.5’tir. Bu oran
egitim miifettislerinde yilizde 50°ye kadar ¢ikmaktadir (School Superintendents
Association, 2021). K12 Ogretmenler Birligi’ne (2022) gore ise ABD’de doktora
mezunu okul miidiirleri okul bélgesinin biiyiikligiine gore 53.000 ile 104.000 dolar
arasinda maag almaktadirlar.

Tirkiye’de okul yoneticilerinin &zellikle ilk defa veya yeniden yoneticilige
gorevlendirmelerinde lisansistii egitim yoluyla mesleki gelisim saglamalari 6nemli
avantajlar saglamaktadir. MEB Yonetici Gorevlendirme Yonetmeliginin 15.
maddesinde yazili ve s6zlii sinav haricinde, yonetmelik ekinde bulunan degerlendirme
olgiitlerinde tezli yiiksek lisans derecesine sahip olmak sekiz puan, doktora derecesine
sahip olmak yaklasik on bes puanlik bir avantaj saglamaktadir (MEB, 2021). Yine
2022 yilinda yayimlanan Ogretmenlik Meslek Kanunu (2022) ile uzman 6gretmenlige
geciste yiiksek lisans, basogretmenlige geciste ise doktora derecesine sahip olanlar,
bu kariyer basamaklarina geciste yapilacak olan sinavdan muaf tutulmaktadirlar. Bu
cercevede yukarida belirtilen durumlarin etkisiyle son yillarda 6zellikle yoneticilige



Doktora Derecesine Sahip Okul Yoneticilerinin Profesyonel, Akademik ve Kurumsal Kimlikleri 131

atanmada avantaj saglamak amaciyla okul yoneticilerinin ve yoneticilige gecmek
isteyenlerin lisansiistii 6grenime yonelimleri artmistir. Ancak Milli Egitim Bakanlig1
2020 yili idari faaliyet raporuna bakildiginda yiiksek lisans derecesine sahip olanlarin
orani yiizde 10’larda iken doktora derecesine sahip olan 6gretmen orani sadece yiizde
0,19°da (1981 kisi) kalmistir (MEB, 2021). Ozellikle doktora mezunu dgretmen
sayisinin az olmasinin nedeni genellikle bu kisilerin {iniversitelerde akademik
yasamlarina devam etmeyi tercih etmeleridir. Ornegin Kosar ve dig., (2020)
tarafindan gerceklestirilen arastirmada Ogretmenlerin lisansiistii egitimi tercih
etmelerinde temel motivasyon kaynaklarinin, kisisel gelisim ve yenilik saglama
disinda kariyer yapma, Universiteye ge¢me ile maas ve sosyal statii artiginda
yogunlastigt tespit edilmistir. Bu durum &gretmen ve yoneticiler acisindan MEB
bilinyesinde yer almanin mesleki ve akademik tatmin agisindan yeterli olmadigini
gostermektedir.

Bu ¢ergevede Tiirkiye’de oOzellikle okul miidiirlerinin maaslar1 derece ve
kademesine gore dgretmenlerin maaglarindan ¢ok fazla farklilik gostermemektedir.
Okul yoneticileri, 6gretmenler gibi sadece kariyer basamaklarinda ilerledikge uzman
ve bagdgretmenlik tazminatlarina hak kazanmaktadirlar (Ogretmenlik Meslek
Kanunu, 2022). Bununla birlikte son degisikliklerle birlikte ilkokul veya ortaokulda
gorev yapan ikili egitimin oldugu bir ilkdgretim okulunda okul miidiiri doktora
mezunu bile olsa haftada en fazla 27 saat ek ders alabilmektedir ve sadece alt1 saatlik
ek ders karsiligr fiili ders verme hakki bulunmaktadir (MEB, 2006). Hatta okulda
acilan destekleme ve yetistirme kurslarinda (DYK) dahi oncelikle kadrolu ve
sozlesmeli Ogretmenlerin gorevlendirilmesi ve eger dgretmen bulunamazsa okul
yoneticilerinin gorev almasi sarti getirilerek okul yoneticilerinin DYK kurslarinda
dabhi fiili olarak ders vermeleri kisitlanmistir (MEB, 2020). Bununla birlikte 6. Donem
toplu sozlesme kararlariyla fiillen derse giren ve doktora derecesi almis olan
ogretmenlere ek derslerinin %20 artirrmli olarak 6denmesi kararlagtirtlmis (Caligma
ve Sosyal Giivenlik Bakanligi, 2021) fakat okul yoneticilerinin ¢ogu fiili olarak derse
girmedikleri i¢in bu durumdan yararlanamamisglardir (Avci ve Akdeniz, 2021). Bu
durum ¢ogu okulda 6gretmenlerin okul yoneticilerinden daha fazla ek ders almasina
neden olmaktadir. Kisacasi okul yoneticisinin doktora yapmasinin kisiye sagladigi
ticret artig1 veya onemli diizeyde 6zliik iyilestirmesi bulunmamaktadir. Bu nedenle
doktora derecesini elde eden bir okul yoneticisinin kendisine okul dis1 alanda
akademik kariyer firsatlar1 aramasi, tiim bu siireglerin dogal bir sonucu olarak
goriilebilir.

Diger taraftan okul yoneticileri lizerinde giin gectikge artan yasal talepler ve is
yiikii ile baglantili olarak okul miidiirleri tarafindan algilanan stres durumu giderek
artmaktadir (Akdemir, Girgin ve Girgin,2021; Klocko ve Wells, 2015). Nitekim Canli
ve Sindi (2021) tarafindan yapilan arastirmada okul miidiirleri, maas, statii,
odiillendirilme ve en Onemlisi kendini gelistirme ve yilikselme agisindan is
tatminsizligi yasamaktadir ve st yOnetimin olumsuz tavri, yetki-sorumluluk
dengesizligi, mali sorunlar, bilirokrasi ve 6grenci-veli sorunlar1 gibi nedenler okul
miidiirlerinde hosnutsuzluk yaratmaktadir. Artan i yiikii ve stres ile miicadele etmek
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zorunda kalan doktora derecesine sahip olan okul miidiiriiniin akademik arastirmalar
gerceklestirmesi de zorlagmakta, herhangi bir statiiye sahip olmamasi tatminsizlik
olusturmaktadir. Bu durum okul miidiirlerini {iniversiteye ge¢me veya farkli kariyer
firsatlar1 aramaya yoneltmektedir. Bunu saglayan nedenlerden biri digeri ise
akademik unvan (dogentlik gibi) elde etmede iiniversitede bulunan akademisyenlere
gore daha dezavantajli durumda olmalaridir. Ornegin egitim bilimleri alaninda
dogentlik Slgiitlerine bakildiginda lisansiistii tez danigsmanligi, en az bir donem &n
lisans, lisans veya lisansiistii dersi verme zorunlulugu gibi Olgiitler liniversitedeki
Ogretim tyesi ile karsilastirildiginda doktora derecesine sahip okul ydneticisinin
rekabet etmesini zorlastirmaktadir (Universitelerarast Kurul Baskanligi-UAK, 2021).
Bu degerlendirmeler dogrultusunda doktora derecesine sahip okul yoneticilerinin
sorunlarinin derinlemesine incelenmesi ve sorun alanlarmin tespit edilerek egitim
sistemine katma deger saglayacak bir stirece dahil edilmeleri 6nem tagimaktadir.

Amac ve Onem

Bu baglamda Tiirkiye’de doktora derecesine sahip okul yoneticilerini ele alan
bir caligmaya rastlanmamustir. Lisansiistli egitime yonelik ¢alismalar, genel olarak
karsilagilan zorluklar1 6grenciler ya da 6gretim iiyeleri goriisleri tizerinden lisansiistii
diizeyde ya da sadece doktora diizeyinde analiz etmeye yonelik arastirmalardir
Ornegin Akbulut, Cepni ve Sahin (2013) c¢alismasinda doktora tez siirecinde
kargilagilan sorunlari ele alirken Bager, Narli ve Giinhan (2005) ise 6gretmenlerin
lisanstistii egitim almalarinda yagadiklari sorunlara ve ¢dziim Onerilerine deginmistir.
Bununla birlikte Karadag ve Ozdemir (2017) calismasinda doktora egitimi siirecine
iliskin doktora dgrencilerinin ve 6gretim iiyelerinin goriislerini ele alirken Karakiitiik,
Aydm, Abali ve Yildirim (2010) ise lisansiistii 6gretimin sorunlarina deginmisglerdir.
Kosar, Er ve Kiling (2020) ¢alismasinda 6gretmenlerin egitim yonetimi alaninda
lisansiistii egitim yapma gerekcelerine yogunlasirken Limon ve Durnali (2018) ise
doktora  Ogrencilerinin  doktora egitimine yonelik metaforik algilarina
odaklanmislardir. Yine Ozmen ve Gii¢ (2013) calismasinda doktora egitiminde
yasanan zorluklar ve bu zorluklarla bag etme yontemlerini ele alirken Sayan ve Aksu
(2005) ise akademik personel olmayan bireylerin lisansiistii egitim siirecinde
yasadiklart sorunlara odaklanmigtir. Birkag aragtirma ise 6zellikle doktora egitimi
stirecinin karmagikligin1 doktora siirecinin akademik detaylar1 iizerinden anlamaya
¢alisan derinlemesine arastirmalardir (Balci, 2013; Giiner, 2006; Solpiik, 2016; Sen,
2013). Bununla birlikte egitim yonetimi alaninda doktora yapanlarin durumunu
anlamaya yonelik sadece bir aragtirmaya rastlanmistir (Arastaman ve dig., 2020).
Kisacasi doktora derecesine sahip okul yoneticilerinin sorunlarini, deneyimlerini ve
gorislerini ele alan nitel ¢cergevede bir ¢caligma bulunmamakta olup egitim kalitesinin
arttirtlmasi agisindan arastirilmaya deger bir problem alanini olusturmaktadir. Bu
baglamda bu aragtirmanin amaci,doktora derecesine sahip okul yoneticilerinin
durumunu betimlemek ve doktora derecesine sahip okul yoneticilerinin profesyonel,
kurumsal ve akademik benlikleriyle ilgili goriis, yasanti ve duygularini ortaya
¢ikarmaktir. Nitekim bu c¢ergevede gerceklestirilecek bir ¢alismanin  okul
yoneticilerinin doktora egitimine yonelik kismi olumsuz algilarinin  veya
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pismanliklarinin ortadan kaldirilmasina bir nebze olsun katkida bulunacag:
diisiiniilmektedir. Aynm zamanda MEB gibi iist yonetimlerin ve iiniversite, YOK gibi
akademik kurumlarin dikkatini ¢cekme ve kararlarin revize edilmesi agisindan da yarar
saglayacag diisiiniilmektedir. Bu baglamda arastirmada asagidaki iki sorunun cevabi
aranmigtir:

1. Doktora derecesine sahip okul yoneticileri doktora egitim siireglerini ve bu
stireclerin sonuglarini nasil degerlendirmektedir?

2. Doktora derecesine sahip okul yoneticilerinin profesyonel, akademik ve
kurumsal/mesleki yetkinliklerine ve kimliklerine yo6nelik duygu, diisiince ve
yasantilari1 nelerden olugsmaktadir?

Yontem
Arastirma Modeli

Doktora derecesine sahip okul yoneticilerinin yasadiklar1 sorunlarla ilgili
goriiglerinin  elde edilmesini amaglayan bu arastirmada olgu bilim deseni
kullanilmustir. Bu arastirma felsefesinde kisi bilincinde ve deneyimlerinde var olan
olgu ve anlamlar ortaya ¢ikarilmaktadir (Gill, 2020). Bununla birlikte olgubilim
aragtirmalarinda bir olay veya durumla ilgili aktorlerin, bu olay ve durumlari algilama
sekliyle ilgili olarak anlamlandirmalarinin ortaya ¢ikarilmasi amaglanmaktadir, ayni
zamanda bu yaklasim, kigisel bilgi, deneyim ve Oznellik paradigmasina
dayanmaktadir (Lester, 1999).

Calisma Grubu

Aragtirmada doktora mezunu okul yoneticilerinin belirlenmesi amaciyla
olasiliga dayali olmayan Ornekleme yontemlerinden biri olan kolayda &rnekleme
(convenience sampling) yontemi kullanilmigtir. Bu 6rnekleme yontemi, arastirmaya
katilmaya istekli olan, kolay ulasilabilir ve konu alanina uygun olan bireylerin
secilmesi agisindan ve zaman, maliyet agisindan rahatlik ve kolaylik saglamaktadir
(Dornyei, 2007; Given, 2008). Bu ¢er¢cevede MEB biinyesinde doktora mezunu okul
yOneticisi sayisinin az olmasi ve bazi yoneticilerin katilmay1 reddetmesi nedeniyle
kendilerine ulasilabilen ve arastirmayi onaylayan sekiz doktora derecesine sahip okul
yoneticisi ile odak grup goriismeleri gerceklestirilmistir. Nitekim Boyd (2001)
fenomenolojik arastirmalarda iki ile on arasi katilimcinin, Creswell (1998) ise on
kisiye kadar katilimc1 sayisinin aragtirmanin doyuma ulagmasi i¢in yeterli oldugunu
ifade etmistir. Bu baglamda sekiz katilimcinin arastirma yapisi, konusu ve baglami
acisindan yeterli oldugu disiniilmektedir. Katilimer okul yoneticilerine ait
demografik bilgiler asagida Tablo1’de sunulmustur:
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Tablo 1
Katilimcilarin demografik bilgileri

Katihmer Cinsiyet  Okul Okul Gorevi Doktora Derecesi

Kodu Tiirii Kademesi Alam

D1 Kadin Ozel Ilkokul- Miidiir Egitim Y 6netimi,
Ortaokul- Denetimi ve
Ortadgretim Planlamast

D2 Kadin Devlet  Anaokulu Miidiir Egitim

Yardimcisi Programlari ve
Ogretim

D3 Kadin Ozel Ilkokul- Koordinatér ~ Egitim
Ortaokul- Teknolojisi
Ortadgretim

D4 Erkek Devlet  Ortaokul Miidiir Fen Egitimi

D5 Erkek Devlet  Ilkokul- Miidiir Egitim Yonetimi
Ortaokul ve Denetimi

D6 Erkek Devlet  Halk Egitim Miidiir Egitim Yonetimi
Merkezi Yardimcisi ve Denetimi

D7 Erkek Devlet  Halk Egitim Miidiir Egitim YOnetimi
Merkezi Yardimcisi ve Denetimi

D8 Erkek Devlet  Ortaokul Miidiir Egitim Yonetimi

ve Denetimi

Tablo 1’de goriildiigii gibi katilimcilarin 3’4 kadin 5°i ise erkektir. Bununla
birlikte 1’i anaokulu, 2’si ortaokul, 1’i ilkokul-ortaokul, 2’si ilkokul-ortaokul ve
ortadgretim ve 2’si ise halk egitim merkezinde yonetici olarak gorev yapmaktadir.
Ayni zamanda katilimcilarin 3’ miidiir yardimcisi, 4’ okul miidiirii ve 1’1 ise
koordinator olarak yoneticilik gorevini stirdiirmektedir. Yine katilimcilarin 5°1 egitim
yonetimi ve denetimi, 1’1 egitim programlar1 ve 6gretim, 1’1 egitim teknolojisi ve 1’1
ise fen egitimi alaninda doktora derecesine sahiptir.

Veri Toplama Yontemi ve Araclari

Aragtirmada verilerin toplanmasi amaciyla katilimer okul yoneticileri ile odak
grup gorismeleri gergeklestirilmistir. Odak grup goriismelerinde bir araya gelen
katilimeilar birbirlerini etkilemekte, etkilenmekte ve grup etkisi yoluyla sinerji
yaratabilmektedirler, ayrica bu goériigme yontemi, veri toplama drnekleminin sinirlt
oldugu durumlarda genellikle avantaj yaratmakta ve tercih edilmektedir (Tiimen-
Akyildiz ve Ahmet, 2021). Bu baglamda gerceklestirilen odak grup goriismelerinde
arastirmacilar tarafindan katilimcilara yapilandirilmamis ve yari yapilandirilmis
sorular yoneltilmis ve bu cercevede veriler toplanmigtir. Yari yapilandirilmig
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sorularda 6nceden belirlenen tematik ¢cergevede sorular belirlenirken (George, 2022),
yapilandirilmamis sorularda ise goriisme akisinda ortaya ¢ikan ve Onceden
standardize edilmemis olan sorular (Dipboye, 1994) katilimeilara yoneltilmektedir.
Gorlisme formu arastirmay yiiriiten yazarlar tarafindan gelistirilmis ve goriisme
formunda yer alan sorular alanda ¢esitli ¢aligsmalar yiiriiten arastirmacilarin goriisiine
sunulmus olup ortaklasilan sorular goriisme formuna dahil edilmistir. Katilimc1 okul
yoneticilerine yoneltilen sorulardan bazilari asagida Tablo 2’de sunulmustur.

Tablo 2

Yari Yapilandirilmig Goriisme Sorulari

Temalar

Goriisme Sorulart

Doktora
Egitimi Stireci

Ozlitk Haklar

Motivasyon-is
Tatmini

Uzmanlik ve
Yetkinlik
Algist

Akademik
Kariyer

Arastirmacilik
Roli

Beklentiler

Metaforlar

Okul yoneticisi olarak doktora egitiminiz sirasinda ne tiir zorluklarla
karsilastiniz, ¢6ziim Onerileriniz nelerdir? Nasil tesvik edilebilir?

Doktora derecesine sahip bir okul ydneticisi olarak maas, 6zliik haklart
(artiriml ek ders, dgretmenlik meslek kanunu vb.) ve kariyer hedefleri
acisindan durumunuzu yeterli buluyor musunuz? Neden?

Okul yoneticiligi ile akademik statiinliz arasindaki iligkiyi
diisiindiigliniizde is tatmini veya mesleki motivasyonunuz hakkinda neler
sOyleyebilirsiniz, mesleki tatmininizi arttiracak dnerileriniz nelerdir?

Doktora ile ulastiginiz bilgi diizeyi ile yoneticilik uygulamalari arasinda
ne tiir farklar goriiyorsunuz? Meslek kariyerinizde yoneticilik gorevini bu
baglamda siirdiirtilebilirligi konusunda ne diisliniiyorsunuz?

Akademik kariyer/hedefleriniz baglaminda yasadiginiz sorunlar veya
beklentileriniz nelerdir?

Aragtirma yapma veya arastirma siireclerini ydnetme konusunda
yasadigiiz sikintilar nelerdir?

Milli Egitim Bakanhigi'ndan/YOK’ten yasadigimz sorunlarla ilgili
talepleriniz nelerdir, ne tiir yasal diizenlemeler yapilmasi1 gerekmektedir?

Doktora derecesine sahip okul
nedenlerini agiklayabilir misiniz?

yOneticisini neye benzetirdiniz,

Tablo 2’de gorildigi gibi gergeklestirilen odak grup goriismelerinde
katilimcilara yoneltilen sorular; kisilerin doktora egitimi siireci, 0zliik haklari,
motivasyon-is tatminleri, uzmanlik ve yetkinlik algilari, akademik kariyerleri,
aragtirmacilik rolleri ile beklentileri ve metaforlarini kapsamaktadir.

Etik Kurul Karan

Bu arastirma cercevesinde Istanbul Medeniyet Universitesi’nden05/09/2022
tarihli ve 2022/07-05 sayili etik kurul onay1 alinmustr.
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Verilerin Analizi

Verilerin toplanmasi amaciyla doktora derecesine sahip katilimer okul
yoneticileri ile 2022 yili Ekim ayr igerisinde iki odak grup goriismesi
gerceklestirilmistir. Goriisme gergeklestirilmeden once katilimci onayi alinmig ve
ortak bir tarih-saat belirlenerek zoom platformu kullanilarak ¢evrim i¢i ortamda
goriisme gerceklestirilmistir. Gorligme kalitesinin arttirilmast amaciyla goriisme
oncesi katilimcilardan internet, ses, ortam gibi durumlarimi kontrol etmeleri ve
goriismeye uygun hale getirmeleri istenmistir. Ayn1 zamanda goriismeler kayit altina
alimmuis ve veri gizliliginin, bilgi giivenliginin saglanacagina dair katilimcilara taahhiit
verilmistir. Gergeklestirilen odak grup goriismelerinin ilki yaklasik olarak yiiz dakika,
ikincisi ise yiiz sekiz dakika stirmiistiir.

Aragtirmada elde edilen verilerin analiz edilmesi amaciyla oncelikle dijital
kayitlar kelime islemci programina aktarilmistir. Daha sonra MAXQDA programi
kullanilarak katilimci goriislerinde ortaklagilan ve ortak anlamlar tasiyan olgu ve
ifadeler, geleneksel igerik analizi teknigi yoluyla kodlanmis, kategorilendirilmis ve
temalar altinda bir araya getirtilmistir (Hsieh ve Shannon, 2005; Wilson, 2011).
Gergeklestirilen analiz ve raporlamalarda katilimei isimleri gizli tutulmus ve D1, D2,
D3... seklinde kodlanarak ifade edilmistir.

Gegerlik ve Giivenirlik

Guba ve Lincoln (1982) nitel arastirmalarda gecerlik ve giivenirlik kavramlari
yerine inandiriciligin saglanmasi gerektigini ve bunun saglanmasi i¢in de arastirmanin
giivenebilirlik, aktarilabilirlik, inanirlik ve onaylanabilirlik 6zelliklerine sahip
olmasinin 6nemli oldugunu belirtmektedir. Bu gergevede ele alinan arastirmada bu
Ol¢iitlerin saglanmasi igin odak grup goriismelerinde uzun siireli etkilesim saglanmis,
elde edilen veriler ve raporlama, katilimci teyidine sunularak gerekli diizeltmeler
yapilmistir (Holloway ve Wheeler, 1996). Bununla birlikte Miles ve Huberman
(1994)’mn aragtirmacilar aras1 kodlama tutarligi kodlama siireci sonunda ylizde seksen
bes olarak hesaplanmistir. Bu dogrultuda igerik analizi siirecinde goriismeler yaziya
aktarildiktan sonra elde edilen veriler, arastirmacilar tarafindan belirlenen ana temalar
dogrultusunda kodlanarak kategorilendirilmis ve daha sonra arastirmacilar bagimsiz
kodlamalar sonrasi bir araya gelerek tutarliliklar1 degerlendirilmistir. Aragtirmacilar
arasi tutarliliga dayali bu siire¢ kodlama siirecinin neredeyse tiim asamalarinda
izlenmis ve arastirmacilar tutarliligin kontrol edilmesi baglaminda sik sik bir araya
gelmislerdir. Nitekim alanyazin taramasindan, tartisma ve sonug¢ boliimiine kadar
karsilikli teyide dayanan ve arastirmanin giivenirligini arttiracak tutarliliga dikkat
edilmistir. Inandiriciligin saglanmasi igin ise katilimei gériislerini ve ham verileri
kapsayan alintilara agirlik verilmistir (Streubert ve Carpenter, 2011). Yine c¢alisma
sonuclarinin bagka ortam ve Orneklemlere aktarilabilmesini saglamak amaciyla
orneklem se¢im ydntemi, aragtirmanin yiiriitiildiigli ortam, katilimer 6zellikleri gibi
aragtirma siirecleri hakkinda detayli bilgiler verilmistir (Sharts-Hopko, 2002).
Bununla birlikte katilimcilarda “sahne korkusunu” ve “katilimer tepkiselligini”
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onlemek amacrtyla olabildigince katilimer goriislerine ve goriisme siirecine miidahale
edilmemis, kisisel ve duygusal konulara hassasiyet gosterilmistir.

Bulgular

Doktora derecesine sahip okul yoneticileri, doktoraya baslama karari verme
asamasindan doktoray1 tamamlayana kadar ¢ok yonlii bir degisim ve doniislim stireci
yasamaktadirlar. Katilimcilarin bu degisime iliskin 6zel deneyimleri ve bu
deneyimlerle kazandiklar1 yeni kimlige dair gostergeler, arastirma siirecinde dile
getirdikleri goriislerine yansimistir. Katilimeilarin goriisleri, igerik analizi sonucunda
doktora egitim siireci ve sonuglari ile doktora derecesine sahip okul yoneticilerinin
profesyonel, akademik, kurumsal/mesleki yetkinlikleri ve kimligi basliklar1 altinda
temalandirilmistir. Doktora egitim siireci ve sonuglari temasi altinda doktoraya giris,
doktora egitim siireci, profesyonel haklari, arastirmacilik rolleri ve beklentiler
kategorilerine ulagilmistir. Doktora derecesine sahip okul yoneticilerinin profesyonel,
akademik, kurumsal/mesleki yetkinlikleri ve kimligi temasi altinda ise motivasyon ve
is tatmini, uzmanlik-yetkinlik algisi, akademisyenlik kimligi ve kendilik algist
kategorilerine ulasilmustir.

Doktora Egitim Siireci ve Sonuclari

Aragtirmanin birinci sorusu baglaminda doktora derecesine sahip okul
yoneticilerinin doktora egitim siireclerini ve bu siirecin sonuglarini nasil
degerlendirdiklerine yonelik c¢arpict tespitler elde edilmistir. Nitekim okul
yoneticilerinin doktora egitim siirecleri ve sonuglari, doktora derecesine sahip okul
yoneticisi kimligi olusumuna etkilerine 151k tutacak bulgular barindirmaktadir.
Katilimcilarin goriislerinin analizi sonucunda doktoraya giris gerekgeleri, egitim
stirecleri, profesyonel haklari, arastirmacilik rolleri ve doktora derecesine sahip okul
yoneticisi olarak beklentilerine iligkin bulgulara ulagilmistir. Bulgular Tablo 3’te
sunulmustur.

Tablo 3

Doktora Derecesine Sahip Okul Yéneticilerinin Doktora Egitim Siirecleri ve
Sonuglarina Iligkin Goriiglerinden Olusan Kategori ve Kodlar

Kategori Alt Kategori Kod

Doktoraya Giris Doktora Yapma * Mesleki gelisim
Gerekgesi » Kendini gerceklestirme
+ Akademik kariyer
+ Kariyer gelistirme, degistirme

Doktora Egitim Is Yagami ve » Is ve egitim siirecini birlikte yiiriitme zorlugu
Siireci Ozel Yasama * Sorun olarak goriilme
Yansimast + Zaman problemi

+ Izin siireglerinde zorluk yasama
* Aile iligkilerinin bozulmasi

(devam ediyor)
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Table 3 (devam)

Egitim Siirecine

Bireysel ¢aba

Dair Yasanti Opgretim iiyesi yetkinlik farkliliklari
Egitim siirecinden memnuniyet
Opretim iiyelerinden yeterli destek gérememe
Profesyonel Kariyer Bagogretmenlige yiikselmede siire engeli
Haklar Basamaklar1 Kariyer =~ basamaklarinda  egitim  alma
zorunlulugu
Ekonomik Getiri Besleyici 6zliik haklarin eksikligi
Maddi kayba ugrama
Yoneticiler agisindan ek ders iicret artisi
saglamamasi
Maas artigina katki sunmamasi
Arastirmacilik Dezavantajli Akademik ¢evreden uzaklik
Rolleri Ortam Universite ici akademisyenlerle rekabet
edememe
Aragtirma yapma imkanlarinin saglanmamast
Teknik Engeller Cesitli program ve yazilimlara erisememe
Etik kurul onay1 almada zorluk yagama
Yaym tesvikinin saglanmamasi
Beklentiler Akademik Rol ve Ogretim iiyesi aliminda adil atama sistemi
Statiiye Iliskin Dogentlik unvani kazanmada engellerin
Beklentiler kaldirilmasi
Universitelerde yar1 zamanli galisabilme
Tez yonetebilme imkani
Kurumsal Rol ve Miifettis atama siireglerinde 6ncelik
Statiiye Iliskin Aragtirma veya proje koordinatorii olarak
Beklentiler istihdam edilebilme
Karar mekanizmalarina dahil edilme
Mesleki gelisim egitimlerinde gorev alma
Nitelikli personeli elde tutacak iyilestirmeler
yapilmasi
Yonetici kariyer sisteminde dncelik taninmast
Ozliik Haklarma Maddi siireglerin desteklenmesi
Tliskin Mesleki statiiniin gliglendirilmesi
Beklentiler MEB izin yonergesinde degisiklik yapilmasi
Ozliik haklar acisindan dgretim iiyeleri ile esit
konumlandirilma
Arastirma Bilimsel toplantilara katilim yOnergesinin
Siireclerine degistirilmesi
Tliskin Aragtirma siireglerinin kolaylagtirilmasi
Beklentiler Aragtirma tegviklerinin saglanmasi
Doktoraya Giris

Doktora derecesine sahip okul yoneticisi kimliginin olusumunda kritik
detaylarin basinda doktora egitimine baslama niyeti gelmektedir. Doktora egitiminin
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uzun, zorlayict, belirsiz, karmasik ve yorucu bir siire¢ oldugunun farkinda olarak bu
egitime baslama niyetini gerceklestirme iradesi doktora derecesine sahip okul
yoneticilerinin kisilik 6zelliklerinin anlasilmasini gerektirmektedir (Ali vd., 2011;
Piaw vd., 2014). Katilimcilar, doktoraya baslama gerekgelerini mesleki gelisim,
kendini gergeklestirme, akademik kariyer ve mesleki kariyer olarak belirtmislerdir.
D7 doktora yapma gerekgesini soyle agiklamistir:

Ogretmen olarak atandiktan sonra meslegin bana ¢ok da uygun olmadigimni
fark ettim. Aslinda ¢ikis yolu artyordum kendime. Meslek degistirmeyi,
istifa etmeyi diisiindiim bir siire ciddi bir sekilde. Istifa edip etmeme
kararsizlig1 yasadigim bir donemde Bakanligin actigi yoneticilik sinavina
bagvurdum ve Ogretmenlikten yoneticilige gecis yaptim. Ogretmenlige
kiyasla daha kisa siirede daha somut iiriinlere ulasabilecegimi diisiinerek
yoneticiligin pesinden gittim. Miidiir yardimcist olduktan sonra ise
yoneticilik isinin kulaktan dolma bir sekilde, bilgi sahibi olmadan bagkalarini
gozlemleyerek ya da taklit ederek yapilamayacagini fark ettim ve yoneticilik
konusunda eksiklerimi kapatabilecegim diislincesiyle egitim yoOnetimi ve
denetimi alaninda yiiksek lisans yapmanin yollarin1 aramaya basladim.
Yiiksek lisansa bagladiktan sonra, arastirma yapmanin, yaym yapmanin beni
tatmin eden bir iretme eylemi oldugunu gordiim ve doktora yapmaya
yoneldim.

Doktora Egitim Siireci

Is yasami ve 6zel yasama yansimasi alt kategorisinde doktora derecesine sahip
okul yoneticileri, is ve egitim siireglerini birlikte yilirlitmenin zorluklarindan bahsetmis
ve bu durumun birey yasaminda bir boliinmiisliik ve sorun yarattigini ifade etmistir.
Bununla birlikte iiniversite ders programi ile okuldaki programin uyumsuzlugu
sonucu okul ders programinin degismesi nedeniyle dzellikle lisansiistii egitim yapan
Ogretmenlerin okulda sorun olusturan bireyler olarak algilandiklarini sdylemislerdir.
Ayni zamanda yoneticilik vasiflarindan dolay1 iiniversitedeki egitim siireglerine
zaman ayirmakta zorlandiklarini ve programin zamansal uyumsuzlugu cercevesinde
bazen derslere katilimda zorluk yasadiklarini belirtmiglerdir. Yine tniversitedeki
derslere katilmak igin iist yonetici ve kurumlardan izin alma konusunda c¢atigmalar
yasadiklarint ve bu durumun zaman zaman istifa etmeyi diisinmeye kadar onlari
zorladigini ifade etmiglerdir. Bununla birlikte hem doktora siirecinin agirligt hem de
okul isleyisinin sorumluluklarindan dolay1 ailelerine zaman ayiramadiklarini ve ¢esitli
ailevi problemler yasadiklarimi ifade ederek, bu durumun 6zel hayat iliskilerini
olumsuz etkiledigini sdylemislerdir. D5 doktora siirecinin giinliik, kurumsal ve aile
hayatina etkilerini soyle agiklamistir:

Yani bir okul midiirii hem okulunda ayirdig1 zamanla birlikte bir yandan
derslere zaman ayiriyor, bir yandan da 06zel hayatiyla ilgili sorunlar
yasayabiliyor. Cocuklariniz ve ailenizle birlikte gecireceginiz zaman ki
doktora stireci dort yillik, uzun bir siire¢. Dolayisiyla bu zaman siireci
igcerisinde derslere kogmasi ve okulda {izerinde bulundugu sorumluluklar
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nedeniyle ailesel problemler de yasayabiliyor. Ben bu siirecte ila¢ kullanmak
zorunda olan, ailesinden bosanan veya iste ¢ok ciddi psikolojik sorunlar
yasayan insanlari, arkadaglar biliyorum. Dolayistyla zor bir siire¢ oldugu i¢in
de kendi 6zel hayatlarina iligkin problemler olusabiliyor.

Egitim siirecine dair yasant1 alt kategorisinde doktora derecesine sahip okul
yoneticileri, tiniversitedeki egitim siiregleri ve daha sonrast ile ilgili olarak genellikle
bireysel ¢abalariin daha 6n planda oldugunu, bireysel adanmisligin akademik bilinci
ve yayin siirecini etkiledigini belirterek bireysel ¢abanin dneminden bahsetmislerdir.
Bununla birlikte doktora siirecinde egitim aldiklart 6gretim {iyelerinin farkl
yetkinliklerde olduklarini, gretim iiyelerinin yeterliklerinin derse ve hocaya bagh
olarak degistigini ve Ogretim iiyeleri arasinda biiyiik farklar hissettiklerini
belirtmiglerdir. Ayn1 zamanda bazi okul yoneticileri doktora siirecinde 6gretim
iiyelerinden yeterli destek gormediklerini, aragtirmaya tesvik eden yapida
olmadiklarini ve bekledikleri ortami bulmadiklarini ifade etmislerdir. Fakat bazi okul
yoneticileri ise doktora egitim siirecinden memnuniyet duyduklarini ifade ederek
doktora siirecinde yeterli destegi aldiklarini, arastirmaya tegvik eden yogun ve verimli
bir egitim siireci gegirdiklerini ve kendileri agisindan biiyiik farklar hissettiklerini
sOylemislerdir. D6 doktora egitim siirecindeki akademik sorumluluklarin zorlayici
yaninin kendisini gelistirdigini su sekilde belirtmistir:

Benim yiiksek lisans ve doktorada iki iiniversitenin de kendi teamiilleri vard,
ikisi de gergekten arastirmaya tesvik eden {iniversitelerdi. Yani yliksek
lisanstan itibaren makale yazmaya basladim. Bu, doktora yaptigim
iiniversitede de devam etti. Yalniz bir fark var. Yiiksek lisansta hocalarimiz
yonlendirici oluyor, danigmanlik yapryor, siirekli doniit veriyordu, doktorada
da gercekten nefes alabildigimiz bir saat, disar1 ¢ikabildigimiz anlarimiz ¢ok
az oluyordu. Her dersin kendisi neredeyse donem bazli iki makaleye denk
gelen hazirliklarla gegiyordu, ikisi de yeterliydi, cok yeterliydi. Cok yogun
caligmalar yaparak gectik. Ve gercekten de biiyiik farklar yarattigini gérdiim
her iki tiniversitenin de. Bunu ¢ok net séyleyebilirim yani.

Katilimcilar doktora siirecine baglama gerekgeleri bakimindan olumlu, giiglii ve
stirdiiriilebilir niyetlere sahipken doktora siirecine dair genel olarak zorlu ve
dolayisiyla olumsuz bir algiya sahiptir. Zorluklar kurumsal, mali, manevi, akademik,
sosyal, ailevi ve kisisel alanlarda goriilmekte, doktora siirecinin gorece uzun olmast
yilginliklara, psikosomatik rahatsizliklara, hatta doktoray: terke kadar giden olumsuz
sonuglar dogurabilmektedir. Doktora siirecinde yasanan zorluklar, kisisel, sosyal ve
akademik gelisimle birlikte yasanan tatmin duygusuyla altindan kalkilabilir ya da
dayanilabilir bir nitelik kazanmaktadir. Doktora siireci, akademik gelisim yaninda
zorluklarla miicadele etme, ¢ok sayida sorunla ayni anda basa ¢ikma, anlagilamama
gibi deneyimleriyle olgunluk da kazandirmaktadir.
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Profesyonel Haklar

Katilimer okul yoneticilerinin profesyonel haklar kategorisi ile ilgili goriisleri
kariyer basamaklar1 ve ekonomik getiri olmak iizere iki alt kategoride ele alinmstir.
Kariyer basamaklar alt kategorisinde katilimci1 okul miidiirleri, doktora derecesine
sahip olan 6gretmen veya yoneticilerin dgretmenlik kariyer basamaklarinda 6nce
uzman &gretmen unvani ardindan on yil gegtikten sonra basogretmenlik unvanina
yiikseleceklerini belirterek bu siirenin doktora yapmis olma avantajini ortadan
kaldirdigint sdylemislerdir. Bununla birlikte 6gretmenlik kariyer basamaklarinda
lisansiistii egitim alip almadigina bakilmadan kariyer unvani dncesi egitim alma
zorunlulugu getirildigini belirterek, alan uzmani veya doktoru olan bireylerin bu
egitimden ge¢irilmesinin dogru olmadigini ve sorun olusturdugunu ifade etmislerdir.
D8, doktora derecesine sahip olmanin Ogretmenlik Meslek Kanunu hiikiimleri
bakimindan ayirt edici bir avantaj yaratmadigini soyle agiklamistir:

Meslek kanunuyla ilgili biiyiik bir beklentimiz vardi fakat o da bos ¢ikti,
neden diyeceksiniz. Simdi bu kanun yiiriirliige girdikten sonra biz uzman
ogretmen oluyoruz yani direkt bizi basogretmen yapmiyorlar, uzman
O6gretmen olduktan sonra, on yil gectikten sonra bizi baségretmen
yapacaklar. Yani ben su an otuz dokuz yagimdayim, yaklagik bir sene sonra
uzman 6gretmen oluruz. On yil gegtikten sonra elli yasimda ben baggretmen
olacagim, emekliye yakin bir zamanda. O anlamda da bir avantaji yok.

Ekonomik getiri alt kategorisinde katilimer okul ydneticileri, doktora yapmus
olan okul yoneticilerinin 6zliik haklarinin yok denecek kadar zayif oldugunu, 6zliik
baglaminda 6gretmenlerden bir farklarinin olmadigini, haklar ve 6zliik anlaminda
besleyici bir ortamin bulunmadigini ve bu durumun doktora yapmis okul
yoneticilerinde iiniversiteye ge¢me arzusunu yarattigini belirtmiglerdir. Bununla
birlikte doktora egitimi siirecinde g¢esitli giderler nedeniyle maddi zorluklar
yasadiklarini, ayn1 zamanda doktora sonrasi gesitli aragtirma ve yayin siireglerini
yiiriitebilmek i¢in maddi kayba ugradiklarini ve bu anlamda tesviklerin saglanmasi
gerektigini sdylemislerdir. Ayn1 zamanda katilimer okul yoneticileri, maas karsiligi
disinda ¢ogunlukla fiili olarak derse girmedikleri i¢in doktoradan dolay1 artirimli ek
ders alamadiklarini ve bu anlamda 6gretmenlerden de geri duruma diistiiklerini ifade
etmisleridir. Yine maas baglaminda da doktora yapmanin herhangi bir maas veya
iicret artig1 saglamadigini belirtmislerdir. D2, doktora yapmanin ve doktora derecesine
sahip olmanin anlamli bir mali getirisi olmadigini sdyle agiklamustir:

Doktora yaptigim icin ben cezalandiriliyormusum gibi hissediyorum
acikcast bazen. Kazangtan c¢ok sanki kayip var gibi. Hem yaptiginiz
akademik ¢aligmalara 6dedigimiz iicretler, ticretli dergiler vs. var, hani yaymn
yapayim derken aslinda ciddi bir maddi kaybimiz da oluyor. Yani kayip
olarak ben bunu simdi géormiiyorum aslinda ama keske destek olunsa, ¢ok
daha iyi seyler ¢ikabilir ortaya diye diisiiniiyorum.
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Arastirmacilik Rolleri

Katilime1 okul yoneticilerinin arastirmacilik rolleri kategorisi ile ilgili goriisleri,
dezavantajli ortam ve teknik engeller olmak {iizere iki alt kategoride ele alinmistir.
Dezavantajli ortam alt kategorisinde katilimc1 okul yoneticileri, akademik ¢evreden
ve ortamdan uzak olmalar1 nedeniyle aragtirma yapma konusunda sorunlar
yasadiklarini, teknik bazi konulart bu ortamin eksikliginden dolay:1 kendi baslarina
o6grenmek zorunda kaldiklarint ve arastirma siireglerinde isbirligi yapamadiklarini
belirtmislerdir. Bununla birlikte {iniversitede bulunan akademisyenlerin zaman
acisindan doktora derecesine sahip okul yoneticisine gore daha avantajli oldugunu,
okul yoneticilerinin is yiikii nedeniyle arastirma siireglerine ayiracak zaman
bulamadiklarini belirterek bu anlamda 6gretim iiyeleri ile rekabet edemediklerini ve
Bakanlik tarafindan kendilerine aragtirma yapabilecekleri imkanlarin saglanmadigini
ifade etmislerdir. D3, bulundugu ortamin akademik acidan dezavantajlarimi soyle
aciklamugtir:

Yani arastirma agisindan, sanirim en 6nemli fark birazcik akademik ¢evrenin
eksik olmasi ile ilgili sorun yasiyorum ben kisisel olarak. Ciinkii aslinda
¢cevremde ¢ok fazla akademisyen var ama sonugta ben siirekli o ortam
icerisinde degilim. Ve bu 6nemli bir sorun. Birgok islupla ilgili veya teknik
birgok seyi biz kendi kendimize 6grenmisizdir. Halbuki akademik ¢evrede
oldugunuzda bu daha kolaydir. Mesela ayn1 odada oldugumuzu diisiiniin
yani orda bir kulak dolgunlugu bile size bir¢ok sey kazandirir. Dolayisiyla
biz bundan mahrumuz.

Teknik engeller alt kategorisinde katilimci okul yoneticileri, arastirma
stireclerinde kendilerine yardimei olan veya kullanabilecekleri ¢esitli program veya
yazilimlara (intihal tarama programlari, nitel analiz programlari, veri tabanlari gibi)
ulagsmada zorluk ¢ektiklerini ve bu nedenle magduriyet yasadiklarini belirtmislerdir.
Bununla birlikte tiniversitede gorev yapan 6gretim iiyelerinin yapacaklari aragtirmalar
icin rahatlikla etik kurul onayi alirken doktora derecesine sahip bir okul yoneticisinin
bu onay1 almada zorluk yasadigini ve tiniversiteden bir akademisyen bulmak zorunda
kaldiklarini ve bazen de arastirmalarini istemedikleri ancak etik kurul onay1 istemeyen
dergilere géndermek zorunda kaldiklarini ifade etmislerdir. Yine okul yoneticileri,
iiniversitede yer alan akademisyenlerin yaptiklari yayinlar i¢in akademik tesvik
aldiklarin1 fakat kendilerine bu anlamda Bakanlik tarafindan herhangi bir tesvik
saglanmadigint ve maddi zorluklar yasayabildiklerini séylemislerdir. D2, akademik
calismalar sirasinda yasadigi sorunlari soyle agiklamustir:

Mesela hocalarimizin kullandig1 intihal tarama programlari, veri tabanlari,
analiz programlar1 var, mesela benim onlara hi¢ erisimim yok ve bu nedenle
de hicbir dergiye gonderemiyorum, ¢iinkii dergilerde sdyle bir sey oluyor
ylikleme esnasinda mutlaka bir intihal programindan gegirilmis olmasi veya
intihal eki isteniyor, iiniversiteler de bu abonelik Ogretim iiyelerine
saglaniyor benim bildigim kadariyla. Benim bdyle bir durumum olmadigi
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icin ben erisim saglayamiyorum. Dolayisiyla bu konuda magdur oluyorum,
dergi se¢mek durumunda kaliyorum.

Beklentiler

Katilime1 okul yoneticilerinin beklentiler kategorisi ile ilgili goriisleri, akademik
rol ve statiiye iligskin beklentiler, kurumsal rol ve statiiye iligskin beklentiler, 6zliik
haklarina iligkin beklentiler ve arastirma siireglerine iliskin beklentiler olmak tizere
dort alt kategoride ele alinmistir. Akademik rol ve statiiye iligkin beklentiler alt
kategorisinde katilimc1 okul ydneticileri, iiniversitelerde dgretim iiyesi istihdaminda
adil, rekabet edilebilir ve objektif bir atama sisteminin getirilmesi, dogentlik unvam
elde etmede tiniversitede gorev yapmayan doktora derecesine sahip bireyler i¢in
disaridan dogentlik almanin kolaylastirilmasi ve dlgiitlerin yeniden diizenlenerek daha
adil bir sekle biiriindiiriilmesi, doktora derecesine sahip okul yoneticileri ve
Ogretmenlerin iniversitelerde yar1 zamanli calisabilmeleri i¢in gerekli yasal
diizenlemelerin yapilmast gerektigini belirtmiglerdir. Bununla birlikte doktora
derecesine sahip okul yoneticileri ve dgretmenlerin tez yonetebilmelerinin dniiniin
acilmas1 igin Yiiksek Ogretim Kurulu ile isbirliginin saglanmasi konusunda
beklentilerini ifade etmigslerdir. D8, akademiye gecis siirecinde ve akademik
faaliyetlerde yasanan zorluklara iligkin beklentisini soyle agiklamistir:

YOK’ten beklentim, mutlaka iiniversitelere atama ile ilgili rektdrlerden
bunun alinmasi lazim, daha rekabet edilebilir, adil ve objektif bir atama
sisteminin gelmesi gerekiyor. Yine bizlere yar1 zamanli iiniversitede ¢aligma
imkani versinler. Boylelikle biz kendi mesleki alanimizda, isin mutfaginda
uyguladigimiz siirecleri {iniversitede yansitabilelim ve Tniversitedeki
arastirma siireglerini de kendi mutfagimiza getirelim. ...onun diginda mesela
tez yoOnetemez miyiz biz, bunu yapamaz miyiz, bu kadar mi bize
giivenmiyorlar? Mesela bu imkan1 bize saglasinlar.

Kurumsal rol ve statiiye iliskin beklentiler alt kategorisinde katilimer okul
yoneticileri, miifettis atama siireclerinde doktora yapmis olan okul ydneticilerine
oncelik taninmasi, MEB merkez veya tasra teskilatinda, arastirma okullarinda
(yurtdis1 6rneklerde oldugu gibi) arastirma ve proje koordinatorii olarak istihdam
edilmeleri ve yine ilge-il karar alma mekanizmalarina doktora derecesine sahip okul
yoneticilerinin dahil edilmesi gerektigi yoniinde beklentiler ifade etmislerdir. Bununla
birlikte yonetici veya 6gretmen mesleki gelisim egitimlerinde doktora derecesine
sahip okul yoneticilerine, Ogretmenlere gorev verilmesi ve egitici olarak
degerlendirilmeleri, doktora derecesine sahip personel gibi nitelikli personeli
Bakanlik biinyesinde tutacak ¢esitli iyilestirmelerin yapilmasi ve yine ilge, il miidiirii
veya daha iist yonetici kariyer atamalarinda doktora yapmis olan okul yoéneticilerine
oncelik verilmesi ve bu anlamda degerlendirilmesi gerektigini belirtmislerdir. D5
kurumsal beklentisini soyle agiklamistir:

MEB en basta da soyledigim gibi doktora derecesine sahip ve kendini
gelistirmeye acik kapasiteli yoneticilerini elinde tutmasi adina bir¢ok tesvik
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ortaya koymali. Yani meslegin igerisinde de bir bilim iiretiyor olmasi,
uygulamayla teoriyi daha iyi biitiinlestirecek ve dolayli olarak nitelikli
personeli ki biz sunu hep sdyleriz degil mi? Bir orgiit, bir orgiitsel yap1
icerisinde yiiksek nitelikli insanlar1 barindirmak ister. Dolayistyla biz koca
bir Orgiitten bahsediyoruz, egitim sisteminden bahsediyoruz. Bunun
icerisinde nitelikli ¢aliganlari elinizde tutmaniz gerekiyor.

Ozliik haklarina iliskin beklentiler alt kategorisinde katilime1 okul yoneticileri,
lisansiistli egitim almis, doktora yapmis olan okul yoneticilerinin maddi anlamda
desteklenmesi, gii¢lendirilmesi, sosyal ve ekonomik sartlarinin iyilestirilmesi
gerektigini  belirtmislerdir. Bununla birlikte mesleki tatminlerinin artirilmasi
acisindan doktora yapmus okul yoneticilerinin mesleki statiilerinin ve pozisyonlarinin
giiclendirilmesi gerektigini ifade etmiglerdir. Yine doktora egitim siireclerinde
yasadiklar1 izin problemleri nedeniyle MEB izin yonergesinde degisiklik yapilmasi
gerekliligini ifade ederek yonergenin netlestirilmesi ve lisansiistii egitim alan
Ogretmen ve yoneticilere belirli giin sayisi ve siireyi ifade eden izin hakkinin verilmesi
gerektigini sOylemiglerdir. Bunun disinda 6zliikk haklar bakimindan {iniversitedeki
Ogretim {iyeleri ile esit konumlandirilarak 6zliik haklarinin yeniden diizenlenmesi ve
esit hale getirilmesi yoniinde beklentilerini ifade etmislerdir. D7, doktora egitimi
sirasinda  yasanan izin islemlerine yonelik zorluklarin ¢6ziilmesine yonelik
beklentisini sdyle agiklamistir:

...izin konusu MEB'nin personel izin ydnergesinde biraz havada kalmis
durumda. Okul yonetimi gereken esnekligi gosterir ya da kolayligt saglar
gibi bir sey diyor. Bunun net olarak hani kisilerin inisiyatifine
birakilmayacak bigimde net bir yere baglanmasi gerektigini diisiiniiyorum.
En azindan hani bir giin izin verilir gibi bir ifade yer alacak olursa
iiniversitedeki hocalarimizda evet Milli Egitim'de c¢alisan kisi bir giin
gelebiliyor diye planlamayi1 belki buna gore yapabilir, bunu da g6z dniinde
bulundurabilir diye diisiiniiyorum.

Aragtirma siireglerine iliskin beklentiler alt kategorisinde katilimer okul
yoneticileri, bilimsel kongre ve toplantilara katilmada zorluklar yasadiklarimni ifade
ederek, katilim dcreti gibi bazi masraflarin kendileri tarafindan 6denmek zorunda
kaldigint ve MEB tarafindan verilecek olan yol, yemek, otel harcirahlarinin ise
sonradan verildigini belirterek bilimsel toplant1 siirecinde bu masraflarin kisi
tarafindan karsilandigin1 ve bu anlamda magduriyet yasadiklarini ifade etmis ve
bilimsel toplantilara katilim yonergesinin degistirilmesini 6nermistir. Bununla birlikte
okul yoneticilerinin aragtirma yapma ve akademik siiregleri yiiriitmelerinin
kolaylagtirilmasi1 ve arastirma yapma siireglerinde tesviklerin saglanmasi gerektigini
ifade etmislerdir. D5, bilimsel toplantilara katilim ile ilgili yasadiklar1 maddi
zorluklar1 ve beklentisini s0yle agiklamigtir:

Mesela bir 6gretmenin veya yoneticinin bir bildiri sunmasi ¢ok zor, birkag
yil oldu yonetmelik ¢ikali. Mesela katilim iicretini vermiyor ama yol ve
yemek iicretlerini veriyor, bu yeterli degil bence. Diigiiniin 6gretmenimiz bir
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arastirma yapmuis, bildiri sunacak, yol kat edecek, yol masrafi, katilim iicreti,
otel masrafi iste birgok masraf olacak. Belki maagin1 gegecek, azap olacak
ama bunlarin biiylik ¢ogunlugunu cebinden karsilayacak ve dolayisiyla bu
Ogretmenin bilim tretmesini bekleyecegiz. Bu miimkiin degil.

Doktora Derecesine Sahip Okul Yoneticilerinin Profesyonel, Akademik,
Kurumsal/Mesleki Yetkinlikleri ve Kimlikleri

Aragtirmanin ikinci sorusu baglaminda doktora derecesine sahip okul
yoneticilerinin  profesyonel, akademik, kurumsal/mesleki yetkinliklerine ve
kimliklerine yonelik goriis ve deneyimleri, nemli bulgular ihtiva etmektedir. Nitekim
doktora derecesine sahip okul yoneticisi kimliginin olusum siirecine iliskin bulgular
bir dnceki bolimde sunuldu. Okul ydneticilerinin doktora derecesine sahip okul
yoneticisi kimliklerinin ve profesyonel, akademik, kurumsal/mesleki yetkinliklerinin
farkina varmalari, yeni kimliklerini anlamlandirmalari, igsellestirmeleri ve yeni
kimlige uygun davranma durumlarina iliskin bulgular, motivasyon ve is tatmini,
uzmanlik-yetkinlik algisi, akademisyenlik kimligi ve kendilik algisi metaforlart
kategorileri bagliklarinda asagida Tablo 4’te sunulmustur.

Tablo 4

Doktora Derecesine Sahip Okul Yoneticilerinin Profesyonel, Akademik, Kurumsal
Yetkinliklerine ve Kimliklerine Iliskin Kategori ve Kodlar

Kategori Alt kategori Kod
Motivasyon-Is Orgiit I¢i Tutum + Fark edilmeme
Tatmini +  Otelenme

« Direngle karsilasma

« [y yiikiine maruz kalma

* Deger gébrmeme

» Alay konusu olma-agagilanma

»  Kiskanilma
Uyumlanma *  Yalnizlik

» Manevi tatmin

» Performans kayb1 yagsama

 Psikolojik yorgunluk

* Yapilan is-yeterlik uyumsuzlugu

» Unvani saklama

Uzmanlik-Yetkinlik Yansitma » Bilimsel birikimi uygulamaya
Algist tagima

» Etki yaratma

» Bilgi ve deneyim aktarimi
Kisisel ve Mesleki * Cok boyutlu elestirel diisiinebilme
Doniistim  Etkili iletisim kurma becerisi

» Sorunlari fark edebilme yetisi

*  Vizyon edinimi

* Farkli bakis agilar1 kazanma

(devam ediyor)
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Table 4 (devam)

Akademisyenlik Akademik Kariyer * Sosyal statii kazanma
Kimligi Beklentisi » Akademik unvan elde etme
+ Universiteye (akademiye) gecis
istegi

*  Yoneticilik deneyimlerini akademik
ortamlara aktarma

Akademik Kariyere +  Umitsizlik
iliskin Olumsuz *  Dogent olmada zorluk
Diisiinceler
Kendilik Algist Yabancilagsma » Yersiz yurtsuz
Metaforlart * Alamanci
*  (Colde ¢gigek
Liderlik * MasterChef
* Mum
Miicadele ¢ Don Kisot

» Siiper Kahraman

Motivasyon-is Tatmini

Katilimer okul yoneticilerinin motivasyon-is tatmini kategorisi ile ilgili
goriisleri, orgiit i¢i tutum ve uyumlanma olmak iizere iki alt kategoride ele alimmustir.
Orgiit ici tutum alt kategorisinde katilime1 okul miidiirleri, uzmanhk gerektiren
durumlarda ve islerde kendileri agisindan bir dncelik veya ayricalik yasanmadigini ve
bu anlamda fark edilmediklerini belirtmiglerdir. Bununla birlikte ¢esitli siireglerde
Otelenme hissi yaratan g¢esitli diglanmisliklarla kargilagtiklarini, doktora derecesine
sahip olma ve bu anlamda farkli diistinme durumunun egreti bir durum olarak
karsilandigini ifade etmisleridir. Ayn1 zamanda bazen kendi farkli diisiincelerini ifade
ettiklerinde yoneticilerinden veya diger paydaslarindan ¢esitli  direnglerle
kargilagabildiklerini, dikkate alinmama veya gormezden gelinme, belli goriislerin
dayatilmast gibi diren¢ noktalariyla ugrastiklarimi sdéylemislerdir. Yine doktora
derecesine sahip olma sebebiyle islerin en iyi sekilde yapabilecegi algisi ¢er¢evesinde
is yiikii olusturan c¢esitli durumlarin ve faaliyetlerin kendilerine verildigini ve bu
durumun is yiklerini arttirdigin1 belirtmislerdir. Bununla birlikte katilimer okul
miidiirleri, aldiklar1 egitim derecesi ve yaptiklari ¢aligmalarin Bakanlik tarafindan
dikkate alinmadigini, bilinmedigini, degerlendirilmedigini ve deger gdrmediklerini
ifade etmislerdir. Ayn1 zamanda zaman zaman alay konusu edildiklerini,
asagilandiklarini ve buna benzer konugmalara konu olduklarint séylemislerdir. Yine
doktora siirecinde kiskanilmaya dair davraniglara maruz kaldiklarini belirtmiglerdir.
D6, doktora derecesine sahip okul yoneticilerinin ayrimciliga ugradigini ve degersiz
goriildiigiini soyle agiklamigtir:

...doktora yaparken okulumdaki bana yonelik tutumlardan kaynakli ki hala
da bdyle, bitirmis olmama ragmen hala 6yle milli egitimdeki kisi tutumlarina
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baktigimda sana ‘clizzamli’ muamelesi yapiyorlar. Yani ¢ok bariz bir
sekilde, egreti bir temsil olarak orada bulunuyormugsun hissiyle yasiyorsun.

Uyumlanma alt kategorisinde katilimc1 okul midirleri, hem akademik agidan
hem de bireysel agidan yalmzlik yasadiklarini ve bu durumun is tatminlerini ve
mesleki yasamlarini etkiledigini belirtmislerdir. Bunlara ragmen hem akademik
kariyer siireglerinde hem de 6zlik haklarinda yasadiklari olumsuzluklarin onlari
yildirmadigini, yaptiklari islerin ve yayim-arastirma siireclerinin onlar1 manevi olarak
tatmin ettigini, bazen de paydaslar tarafindan verilen deger ve itibar sonrasinda
doktora derecesine sahip olmanin manevi bir haz yarattigini ifade etmislerdir. Fakat
doktora siireci ve okulu yonetme siirecinin birlikte yiirimesi sebebiyle yogunluk ve
yorgunluk yasadiklarini ve bu durumun kendileri agisindan performans kaybina neden
oldugunu sdylemislerdir. Bu c¢ercevede is, egitim, yasam siireci yogunlugunun
doktora derecesine sahip okul miidiirlerinde psikolojik yilginlia ve yorgunluga
sebebiyet verdigini ifade etmislerdir. Bununla birlikte okul yoneticileri, zaman zaman
yapilan is ve alinan egitim, sahip olunan yeterlik tutarsizlifi yasadiklarini da
belirtmislerdir. Nitekim aldiklar1 gorevlerin veya yaptiklart islerin kendi
yeterliklerini, uzmanliklarini yansitmadigini, bu anlamda uyumsuzluk yasadiklarini
sOylemislerdir. Yine etkilesimde ve iletisimde bulunulan ¢esitli insanlarin doktor
unvanini kullanma durumunu bir gesit iistiinliik ve gosteris olarak algilayabildiklerini
ve bu nedenle doktor unvanimi saklama ihtiyaci hissettiklerini ifade etmislerdir.
Nitekim D6, doktora unvanini saklamak zorunda kaldigini soyle agiklamistir:

Doktor unvani sembole doniisiiyor ama sembolik siddet unsuruna
doniisiiyor. Yani o Dr. unvanini kullanmamaya daha bir 6zen gosterir
buluyorsun kendini, ¢iinkii seninle ilgili egosal bir durum olmasa da onun
carptig1 insanlar seni egosal bir yerde gormeye meyil ediyorlar. Unvanini
kullanamiyorsun ¢iinkii senin hi¢ umurunda olmasa da karsindaki senin ona
ego sattigini falan diisiiniiyor.

Uzmanhk-Yetkinlik Algis1

Katilimer okul yéneticilerinin uzmanlik ve yetkinlik algis1 kategorisi ile ilgili
gorisleri, yansitma ve kigisel doniisiim olmak {izere iki alt kategoride ele alinmustir.
Yansitma alt kategorisinde katilimer okul yoneticileri, aldiklari egitim sonucu olusan
yeterlik ve uzmanliklarini egitim ortamlarina ve okul ortamina tasidiklarini ve bu
durumun egitim yoneticiligi ve deneyimi bakimindan kendileri i¢in bir fark
olusturdugunu belirtmiglerdir. Bununla birlikte sahip olduklar1 yetkinlik ve
entelektiie]l birikim c¢ergevesinde bulunduklari egitim kurumlarinda etki yaratan
uygulamalar gergeklestirerek katma deger sagladiklarini ifade etmislerdir. Ayni
zamanda doktora egitiminin verdigi arastirma gelenegi ¢cergevesinde giincele dair elde
ettikleri bilgi ve deneyimleri dgretmenlere aktarmaya dair faaliyetlerde ve egitim
uygulamalarinda bulunduklarini sdylemislerdir. D3, uygulayici olarak doktora egitimi
almis olmanin mesleki katkisini soyle aciklamistir:
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Bireysel olarak baktigimda ben doktorayr bitirmeden Onceki egitim
yoneticiligi deneyimimle suan ki arasinda ¢ok fark oldugunu goriiyorum.

Kisisel ve mesleki doniisiim alt kategorisinde katilime1 okul yoneticileri, doktora
egitiminin kendilerine sagladig1 bireysel gelisim ve yetkinlik baglaminda ¢ok boyutlu
elestirel diisiinme, kapsamli degerlendirmeler yapma, mantikli kararlar verme ve
problem ¢dzme becerisi kazandiklarini s6ylemislerdir. Yine doktora egitimi sonrasi
paydaslarla etkili iletisim kurma agisindan daha avantajli hale geldiklerini, okuldaki
sorunlari ve sorun alanlarini fark etme bakimindan ve bunlari aragtirmaya doniistiirme
acisindan daha nitelikli hale geldiklerini belirtmiglerdir. Bununla birlikte duragan,
¢Oziim getirmeyen ve elestirel bir yapidan doktora egitimi sonrast daha duyarli ve
sorunlar1 ¢ozmeye yonelik bir yapiya ulastiran bir vizyon edindiklerini belirterek var
olan ideal diisiince kaliplarin1 yikarak farkli bir bakis agisiyla durumlara
yaklagabildiklerini ifade etmislerdir. D8, doktora egitiminin sagladigi kisisel ve
mesleki doniisiimii soyle agiklamistir:

Okula bakis agisinda kesinlikle farkli bir pencere agti. Simdi ben miidiir
yardimcist olarak ¢aligmaya bagladiktan sonra yiiksek lisansimi da
doktorami da egitim yonetim alaninda yaptim, o zamana kadar yalnizca
kendi tecriibelerinizle sinirli olarak gériiyorsunuz her seyi. Yani sizin birlikte
calistiginiz, gordigiiniiz yoneticilerden hosunuza gideni ideal olarak
aliyorsunuz ama isin bir de teorik tarafini gormeye basladiginizda, o ideal
oldugunu diistindiigiiniiz seylerin de aslinda ne kadar yanlis oldugunu
degerlendirmeye geciyorsunuz. Bu anlamda ciddi bir perspektif sagladi.

Akademisyenlik Kimligi

Katilimer okul yoneticilerinin akademisyenlik kimligi kategorisi ile ilgili
goriisleri, akademik kariyer beklentisi ve akademik kariyere iligkin olumsuz
diistinceler olmak iizere iki alt kategoride ele alinmistir. Akademik kariyer beklentisi
alt kategorisinde katilimci okul yoneticileri, MEB’de deger gormemelerinden ve statii
anlaminda sayginliklarinin olmamasindan dolay1 bu sosyal statiiyii elde etmek igin
akademiye ge¢me arzusu tasidiklarini belirtmiglerdir. Bununla birlikte doktora
egitiminde ¢ok fazla emek harcadiklarini ve bu emeklerinin karsiligini almak igin
akademik unvan elde etmek istediklerini ifade etmislerdir. Ayni1 zamanda katilimc1
okul yoneticilerinin hepsi tniversiteye ge¢me amaci tasidiklarini belirtmiglerdir.
Katilimer okul yoneticileri, {iniversitede bulunmanin ve arastirma yapmanin daha
degerli goriildiigiinii, okul yoneticiliginde arastirma yapmak ve okumalar
gerceklestirmek i¢in zaman bulamadiklarini, kendilerini daha fazla gelistirmek, sosyal
statli ve yeni ¢caligsmalar yapmak i¢in liniversiteye gegmek istediklerini sdylemislerdir.
Yine iiniversiteye gegme arzularinda sahip olduklari okul yoneticiligi deneyimlerini
akademik ortamlara aktarma isteklerinin etkili oldugunu ifade ederek, uygulamadan
gelen doktora derecesine sahip okul yoneticilerinin iniversitelerde ders
verebilmelerinin ¢ok degerli ve bilimsel acidan ¢ok verimli bir durum olacagini
belirtmiglerdir. D4, akademiye ge¢me isteginin gerekgesini sdyle agiklamustir:
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Mesela ben diyelim ki bir makale yazdim su durumda ve iiniversite
kadrosuna gectikten sonra, ikisi esit diizeyde etkiye sahip olmaz diye
diistiniiyorum, c¢iinkii MEB’desin, egitimi bitirmigsin ama MEB’desin,
iiniversite kadrosunda oldugunda daha farkli gozle goriililyor diye
diisiiniiyorum. Ozet olarak kendimi alanimda daha fazla gelistirmek, yeni
calismalar yapmak, yeni ¢aligmalardan haberdar olmak, biraz da sosyal statii
i¢in Uiniversiteye gegmek istiyorum.

Akademik kariyere iliskin olumsuz diisiinceler alt kategorisinde ise katilimei
bazi okul yoneticileri, liniversitelere dgretim iiyesi alimlarinda yasanan kisiye 6zel
ilanlar, liyakatsiz ve objektif olmayan atamalar nedeniyle iiniversiteye gegme
konusunda iimitlerinin kalmadigini, engellemeler yasadiklarini belirtmislerdir. Bu
baglamda yaganan bu engellemeler nedeniyle tiniversitelerde ders vermemelerinden
dolayt dogentlik bagvurularinda bulunamadiklarini, ¢iinkii dogentlik 6l¢iitlerinde
iiniversitede ders verme zorunlulugu oldugunu ifade ederek disaridan dogentlik
unvanini elde etmede zorluklar yasadiklarini, bu durumun kisileri iiniversiteye
gegmeye zorladigint séylemislerdir. D1, akademiye ge¢me konusunda olumsuz
distincelerini $oyle agiklamugtir:

Mesela ben birka¢ lniversiteye oOzellikle yart zamanli ¢aligmak igin
bagvurdum, yiiksek lisans ve doktorami egitim bilimleri alaninda yapmama
ragmen bir bahaneler veya iste engeller veya iste her yerde karsiniza ¢ikan
benden bir adamin var mi? Yani bu siireci yasadigimiz i¢in bir sekilde
engelleniyorsunuz? O anlamda 6niin acik m1 derseniz. Universitede cok acik
oldugunu zannetmiyorum.

Kendilik Algis1 Metaforlar:

Katilimer okul yoneticilerinin kendilik algisi metaforlar1 kategorisi ile ilgili
gorisleri, yabancilagma, liderlik ve miicadele olmak iizere ii¢ alt kategoride ele
almmistir. Yabancilasma alt kategorisinde katilimcilardan biri, doktora derecesine
sahip okul yoneticilerini “yersiz yurtsuz” olarak algilamis ve ifade etmistir. Bu
metafora gore doktora derecesine sahip okul yoneticisi, yaptig1 is ve elde ettigi
uzmanlik arasinda bir rol ¢atigmasi yagamakta, yaptig1 is ve gorev alanina kendisini
ait hissetmemekte, yabancilagmakta ve kendisini bu anlamda rol ve yer arayisi
igerisinde olan birey olarak ifade etmektedir.D3, kendisini soyle tanimlamustir:

Yersiz yurtsuz bir seyleriz iste. Oyle ama ‘Ne isim var burada benim?” diye
bir sarki var ya biraz once siz sdyleyince aklima geldi. Ben o sarkiy1 ¢cok
sOylerim. Evet, bu sorunu ¢ok yasiyorum, yasiyoruz, biraz da bunun da
onemli bir kism1 doktorayla ilgili diye diisiiniiyorum.

Bununla birlikte katilimcilardan biri, doktora derecesine sahip okul
yoneticilerini “Alamanci” olarak algilamig ve ifade etmistir. Bu metafora gore doktora
derecesine sahip okul yoneticisi, okul siire¢lerinde yasadig1 ve sahit oldugu alt diizey
tartigmalardan dolay1 kendisini yabanci gibi hissetmekte yani bulundugu ortama
uygun bir birey olarak kendisini algilamamaktadir. Bu anlamda yalnizlik hissederek
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bulundugu orgiit yapisina aidiyet sorunu yasamaktadir. D7, kendisini soyle
tanimlamustir:

Bizim orada Alamanci derler gurbetgilere. Alamanci gibi hissediyorum ben.
Hani ne i¢in diyecek olursaniz 6gretmenler kurulu toplantisinda ¢ay1 sekersiz
ictigi i¢in toplanacak olan aylik paraya ben daha az katkida bulunmaliyim
saviyla ortaya ¢ikan ve kurul toplantisinda diger arkadaslarin da gayretiyle
yaklasik 45 dakika bu konunun tartigildig bir ortamda diyorsunuz ki benim
ne isim var burada? Iste orada Alamanci oluyorsunuz.

Ayni zamanda katilimeilardan bir digeri ise, doktora derecesine sahip okul
yoneticilerini “¢olde ¢igek” olarak algilamis ve ifade etmistir. Bu metafora gore
doktora derecesine sahip okul yoneticisi, bulundugu ortami ve kurumu
yetkinlikleriyle gelistirebilecek kapasiteye sahiptir, ancak bu gelisimi saglatacak
imkan, olanak ve haklar verilmemektedir. Bu baglamda kendisine imkén ve firsatlarin
taninmadig1 bir ortamda g¢evresine faydali olamadigini hissetmekte ve bulundugu
ortamda yalnizlik, yabancilik ve aidiyetsizlik hissetmektedir. DS, kendini sdyle
tanimlamustir:

Ben neye benzetirdim, ¢6liin ortasinda agmis bir ¢igege benzetirdim, neden
diyeceksiniz, bulundugu ortami gercekten aldigi egitimle veya kariyeriyle
yesertebilecek ama ayni zamanda yalniz ve kimsesiz bir ¢igek. Halbuki bir
firsat verilse ¢6lii de gercekten yesertebilecek insanlar.

Liderlik alt kategorisinde ise katilimcilardan biri doktora derecesine sahip okul
yoneticilerini “MasterChef” olarak algilamis ve ifade etmistir. Bu metafora gore
doktora derecesine sahip okul yoneticileri alaninda uzman ve yetkin olarak
degerlendirilmis ve bunu ¢evresine yansitabilen, yonlendirici, lider konumunda olan
bireyler olarak tarif edilmistir. Bu baglamda liderlik ¢ercevesinde algilanan doktora
derecesine sahip okul yoneticisi, kurumsal kapasite ve insan kaynaklari agisindan
degisimi ve gelisimi saglayan birey olarak diisiiniilmektedir. D1, kendini soyle
tanimlamstir:

... s0yle sdyleyeyim MasterChef’e benzetiyorum. Hani mutfaga girdiginde
diger ascilara Ogreten, 6rnek olan ve yemek uzmani olarak MasterChef
bunun regetesini yaziyor ya. Efendim sunumuydu, suyuydu, buyuydu, o
anlamda diigiiniirsek doktora derecesine sahip okul yoneticilerini MasterChef
olarak degerlendirebilirim.

Bununla birlikte katilimcilardan bir digeri ise, doktora derecesine sahip okul
yoneticilerini “mum” olarak algilamig ve ifade etmistir. Bu metafora gére doktora
derecesine sahip okul yoneticileri, paydaslarma katki sunan ve aldigi egitim
dogrultusunda g¢evresine gelisim ve biling asilayan bireyler olarak algilanmistir. D2,
kendisi soyle tanimlamistir:

...mum gibi bir sey. Etrafi aydinlatmaya calistyoruz en azindan.
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Miicadele alt kategorisinde katilimcilardan biri doktora derecesine sahip okul
yoneticilerini “Don Kisot” olarak algilamig ve ifade etmistir. Bu metafora gore
doktora derecesine sahip okul yoneticisi, dgretim iiyesi atama ve diger biirokratik
stireclerde gesitli engellerle karsilagtigini ifade ederek bu baglamda ¢abalarinin stirekli
olarak bosa ¢iktigini ve miicadele etmek zorunda kaldigini belirtmistir. D6, kendini
sOyle tanimlamigtir:

...ben kendimi doktorali biri olarak Don Kisot gibi hissediyorum. Kalkanini,
o elindeki kilica benzeyen seyi kaldirdigin her yerde yel degirmenleri karsina
¢iktyor.

Bununla birlikte katilimcilardan ikisi ise, doktora derecesine sahip okul
yoneticilerini “siiper kahraman” olarak algilamis ve ifade etmistir. Bu metafora gore
doktora derecesine sahip okul yoneticileri, doktora egitiminin zorlu siireci ve okul
yonetim igleri gibi ayni anda birgok sorumluluk ile ugrasmak ve miicadele etmek
zorunda kalmakta ve bu anlamda kapasitelerini asan bir seviyede miicadele ederek
olaganiistii gii¢ler ¢ercevesinde kendilerini tanimlamaktadirlar. D4, kendini doktora
derecesine sahiptir okul yoneticisi olarak séyle tanimlamistir:

Diyorlar ya doktorada hem azimli olacaksin hem yirmi yasin gayreti olacak
hem de olgunluk olacak, hepsi bir arada olacak ki bunu bitirebilesin. Bir de
idarecilik yapiyorsun {stiine, bir siirii evrak isi var, toplantilar vs. onlarin da
tistesinden geleceksin. Siiper kahramana benzetilebilir bence.

Tartisma, Sonu¢ ve Oneriler

Doktora derecesine sahip okul yoneticiligi, yoneticilik ve egitim kurumu
kavramlarin1 birlestirir. Doktoranin kazandirdigi yetkinlik ve perspektif, egitim
kurumlarmin misyon ve amaglar1 géz 6niinde bulunduruldugunda, egitim kurumu
yoneticilerinin sahip olmasi gereken beceriler setini kazandirmaktadir (Dunlap ve
Kladifko, 2015; K12 Teachers Alliance, 2022; School Superintendents Association,
2022; Young, 2019). Nitekim doktora egitimi yaraticiligi ve liderlik yetkinligini
gelistirmektedir (Dunlap ve Kladifko, 2015; Liu ve dig., 2020). Bu donanimin
yararlarmi fark etmis bazi egitim sistemleri okul yoneticileri i¢in doktorayi tesvik
etmekte, doktora derecesine sahip adaylar1 okul yoneticiligi segimlerinde
oncelemekte, 6zliik ve kariyer bakimindan desteklemektedir. Tiirkiye’de de doktora
derecesine sahip egitim yoneticilerine yonelik kimi tesvikler, haklar ve avantajlar
yasal belgelerde hilkkme baglanmistir (MEB, 2021). Bununla birlikte Tiirkiye’de okul
yoneticiligi gorevini istlenen 100 bine yakin kiginin ¢ok azinin doktora derecesine
sahip oldugu gergegi, egitim anlayisimizin doktora derecesine sahip adaylari yeteri
kadar sisteme dahil edemedigini, motive edemedigini ya da sistemde tutamadigini
gostermektedir.

Bu arastirma ile elde edilen bulgular géz 6niinde bulunduruldugunda doktora
derecesine sahip okul yoneticilerinin doktora egitim siirecinden memnun olduklari
sonucuna ulagilmistir. Bu memnuniyet doktora egitiminin sagladig1 aydinlanma, genis
fikirlilik, yetkinlik ve uzmanlig1 gelistirici niteligi, bilimsel diisiinme ve bilimsel
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meraki tesvik edici ve besleyici karakteri ile belirginlesmektedir. Limon ve Durnali
(2018)’nin metafor calismasinda doktora adaylarinin olumlu metaforlar1 daha fazla
kullanmis olmas1 benzer bir sonuca ulasildigini gostermektedir.

Arastaman ve dig. (2020)’nin de ifade ettigi gibi doktora &grencilerinin
karsilagtiklar1 sorunlarla bas etme siirecinde i¢sel motivasyonlarinin daha giiglii
olmas1  doktora egitiminin kazandirdigr  perspektif ve 6z yeterlikle
aciklanabilmektedir.

Yine arastirma bulgularina goére, doktora egitim siireci, kurumsal, sosyal, kisisel
ve mali birgok zorluk ve engellere ragmen (Avci ve Akdeniz, 2021) 6zveri, fedakarlik,
¢aba ve azimle tamamlanmaktadir. Okul yoneticilerinin bir kismi, doktora
egitimlerini, yoneticilik yaptiklari donemde tamamlamaktadirlar. Bu durumda ayrica
yoneticilik gorevinin zorluk ve mesguliyetleri ile birlikte doktora egitiminin zorlu
stirecini de tamamlayarak iist diizey bir performans gostermektedirler. Doktora
egitimini, akademi digindan devam ettirenlerin durumlarini inceleyen arastirmasinda
Sayan ve Aksu (2005) adaylarin %50’sinin dersleri tamamlayamadig1, doktora tezine
baglayanlarin da %20’sinin tezi tamamlayamadigi belirtilmistir. Bu sonuglar akademi
disindan doktora yapan ve buna ek olarak karmasik bir yoneticilik gorevi yiiriiten okul
yoneticileri igin de benzer zorluklarin ortaya ¢iktigini gostermektedir.

Bu baglamda 6grenme, gelisme, kesfetme ve deneyimleme seriiveni, kuramsal
bilgi ile uygulama arasinda bag kurma imkan1 da saglamaktadir. Bu ¢ergevede okul
yoneticileri iki yonlii bir siire¢ olarak hem uygulamay1 akademiye, hem de kuramsal
olan1 uygulamaya aktarmak icin yiiksek motivasyon kazanmaktadirlar (Golde ve
Dore, 2001). ABD’de yapilan arastirmada (Dunlap ve Kladifko, 2015) egitim
alanindaki doktora programlarinin, okul yoneticilerinin uygulamada ihtiyag
duyduklart yetkinlikleri kazandirma konusunda zayif olduklar1 sonucuna ulagilmistir.
Benzer sonuglar Tiirkiye’deki arastirmalarda da ortaya ¢ikmistir (Karatag, 2016).
Bununla beraber okul yoneticileri, diger doktora dgrencileri gibi doktora siirecinin
gerektirdigi akademik yeterlikler bakimindan da gelisme siireci yasamaktadirlar
(Solpiik, 2016). Bir bagka deyisle, doktora egitimi uygulama ile bagi bakimindan
elestirilse de okul yoneticisi doktora 6grencilerinin bilimsel bilgiyi tanima, anlama,
yorumlama, soyutlama, kavramsallastirma ve elestirme becerilerini kazanma
stirecleri, uygulamaya da 6nemli katkilar saglamaktadir.

Bu katki ne yazik ki kurumsal haklar ve kariyer bakimindan hayal kiriklig ile
sonuglanmaktadir. Doktora derecesine sahip okul yoneticileri, mensubu olduklart
MEB iginde doktora ile elde ettikleri cok yonlii yetkinlik artigi ve manevi doyumun
kargiligini, kurum ig¢i iligkiler, sosyal ve ekonomik haklar, rol ve statiileri bakimindan
elde edememektedirler. Aksine doktora derecesine sahip okul yoneticileri kurumsal
statii bakimindan dezavantajli bir konuma gegmekte, ¢ogunlukla yalnizlasmakta,
dislanma, ayiplanma, kiicimsenme ya da fazladan is yiikii ile kars1 karsiya
kalmaktadirlar. Kurumsal ve sosyal destek diisiik oldugu i¢in motivasyon ve ig
tatminin yegane kaynagi, kisisel tatmin ve aydinlanma (Avct ve Akdeniz, 2021)
olarak kalmaktadir. Doktora mezunlarinin, yiikselen profesyonel yetkinlikleri ile
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yiiriittiikleri islerinden tatmin olma diizeyleri arasinda ters yonlii bir iliski oldugu bazi
bagka arastirma sonuglarinda da ortaya ¢ikmustir (Waaijer, Belder, Sonneveld, Van
Bochove ve Van der Weijden, 2017).

Hayal kirikliginin bir boyutu da akademi ve yiiksekogretim topluluguna dahil
olamayislaridir. Bu durum yiiksekdgretim kurumlart disinda bir aragtirmact ve bilim
insant olarak bu kisilerin aragtirmacilik siire¢lerinde dezavantajli duruma diigmelerine
neden olurken, ayni zamanda yiiksekogretim kurumlarinda kadro ya da akademik
unvan kazanmada da fazladan zorluklar ve ayrimeilikla kars1 karsiya kalmaktadirlar.
Bu agidan bakildiginda akademi disindan doktora egitimine devam eden bireyler,
doktora egitimleri sirasinda yasadiklar1 fazladan zorluklara (S6lpiik, 2016) ek olarak
mezuniyet sonrasinda da iiniversitelere atama siteminde karsilarina ¢ikan kisiye 6zel
ilanlar gibi objektif olmayan siire¢lerden dolay1 (Demirbilek ve Cetin, 2022) halkanin
disinda kalma gibi bir durumla kars1 karsiya kalmaktadirlar.

Okul yoneticileri, doktora ile kazandiklar1 yeni kimliklerine yonelik algilarinda
da bu coklu kimlik karmasasini yansitmaktadirlar. Iginden ¢iktiklari topluluga
yabancilagsma yasarken, elde ettikleri kazanimlarin yiikledigi misyon geregi
miicadeleden vazgegmemekte ve kendilerini degisim ajani olarak gérmektedirler
(Oolbekkink-Marchan, Van der Want, Schaap, Louws ve Meijer, 2022). Genel olarak
yiiksekogretim ve 6zellikle doktora mezun oranlarinin ¢ok diisiik oldugu toplum ve
orgiitlerde (Tiirkiye’de benzer bir durum s6z konusudur) (Karatas ve dig., 2022)
yiiksek nitelikli profesyonellerin zorluk yasadiklar1 goriilmektedir (Waaijer ve dig.,
2017). Nitekim MEB’in milyonu agkin personeli icinde doktorali sayisi binde
ikilerdedir (MEB, 2022). Bu durum doktora derecesine sahip personel i¢in yasal ve
kiiltiirel sartlarin diizenlenmesini zorlagtirmaktadir.

Arastirmanin yukarida siralanan sonuglart goz oniinde bulunduruldugunda
doktora derecesine sahip okul yoneticileri, egitim sistemlerinin kars1 karsiya kaldigi
iki 6nemli agmaz icin gii¢lii degisim ajan1 olma potansiyeli barindiran yeni kimlikler
kazanmaktadirlar. Cogunlukla egitim yonetimi alaninda doktora yapan okul
yoneticileri, yonetici olarak her giin kars1 karsiya kaldiklar1 yonetsel sorunlara yonelik
kuramsal bilgiye, ¢oklu bakis agilarina ve arastirma bulgularina hakimiyetleri ile
“yoneticilik yetkinligi” bakimindan pekistirilmis bilgi, beceri ve tutum setine sahip
olabilmektedirler. Bu yetkinlik setini kazanmalarim saglayan faktor sadece doktora
egitimi almis olmak ya da okul ydneticiligi yapiyor olmak degil, bu iki kritik ve zorlu
gorevi yerine getirirken kazandiklar1 6zdenetim, uzgdrii ve hayati yonetmeye yonelik
becerilerdir. Doktora egitiminin karmasikligi ve ¢ok yonliliigii adaylarin bu tiir
yetkinliklerini ¢ogunlukla da informal olarak gelistirmektedir. Buna ek olarak okul
yoneticileri, doktora egitimleri siirecinde, dgrencisi ve yoneticisi olduklari kurumlari
aldiklar1 kuramsal bilgi dogrultusunda siirekli karsilagtirmakta, “dgretimsel liderlik”
rollerini derinlestirmektedirler. Bu derinlik, doktora derecesine sahip okul
yoneticilerine, kuram ve uygulamay1 biitiinlestirme bakimindan essiz bir donanim
kazandirmaktadir.
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Doktora derecesine sahip okul yoneticileri, “akademisyen ve arastirmacilik”
bakimindan da 6zgiin bir kimlik kazanmaktadirlar. Bu ¢ercevede, Tiirkiye gibi
doktora derecesine sahip insan kaynaginin cogunlukla akademide istihdam edildigi
iilkelerde, bilimsel bilgi iiretme siireclerini sahadaki giinliik deneyimleri lizerinden
stirdiirebilme imkani bakimindan doktora derecesine sahip okul ydneticilerini
geleneksel akademisyen ve arastirmaci kimliginden farklilagtirmaktadir. Yoneticisi
olduklar1 kurumlarda giincel sorunlara hizli ¢6ziim bulma zorunlulugu, doktora
derecesine sahip okul yoneticilerini, {izerlerinde bilimsel bilginin uygulamayla
bagmin olmasi gerektigine yonelik baskiyr artirmaktadir. Bu da onlara gergeklerle
daha uyumlu, barisik bir bilim insan1 ve arastirmaci kimligi kazandirmaktadir.

Doktora derecesine sahip okul yoneticileri, kurumsal sorumluklari1 ve mensubu
olduklar1 egitim orgiitli i¢indeki rolleri bakimindan da 6zgilin bir kimlige sahiptir.
Okul iginde yasal gilice dayali, hiyerarsik iligki iizerine kurulu yoneticilik
sorumluluklari, doktoranin kazandirdigi yetkinlik, biling ve 6zgiivenle onlart bir
“takim ve degisim liderine” doniistirmektedir. Bu noktada giiciin kaynagi uzmanliga
dogru kaymakta, hiyerarsik iligskiler zamanla yerini yatay ve esitlik¢i iligkilere
birakmaktadir. Bu doniisen yetkinlik, bir taraftan liderlik rol ve sorumluluklar: ile
beslenirken bir taraftan da oOgretmenlik deneyimleriyle ilgilidir. Yillar siiren
ogretmenlik, yoneticilik rolleri iizerine, yeniden zorlu bir 6grencilik deneyimi ile
kisisel gelisimlerinin sinirlarin fark eden doktora derecesine sahip okul yoneticisi,
6gretmenlik meslegini de yeniden kesfetmektedir. Boylece biitiin rollerinin istiinde
bir rol ve kimlik olarak “égretmenlik kimligini” yeniden ve onurla
sahiplenebilmektedir.

Boylece okul yoneticiliginin agmazlari, belirsizligi, anidenligi ve karmagikligi
icinde kendine yeni bir yol arayan okul yoneticisi, doktora egitimi sonunda ¢ok yonlii
icsel/digsal, biligsel ve manevi bir gelisme siireciyle birlikte 6zgiin bir kimlik
kazanmaktadir.

Doktora derecesine sahip okul yoneticileri ile odak grup goriismeleri
cergevesinde elde edilen veriler dogrultusunda yiritilen bu arastirmada okul
yoneticilerinin, doktora egitimi ile kisisel, mesleki ve sosyal kimliklerinin nasil
doniistiigli anlasilmaya ¢aligilmistir. Bu dogrultuda;

Aragtirmacilar agisindan doktora derecesine sahip okul yoneticilerinin
yetkinliklerini, okulun doéniisiim ve gelisiminde etkili bir bigimde ise kogmalarina
yonelik motivasyonlarinin anlasilmasi i¢in uzun siireli gozlemlere dayal
aragtirmalara  gergeklestirilebilir. ~ Bununla  birlikte  doktora  egitimini
tamamlayamayanlarin, doktora egitimlerine devam edip veya doktorasin
tamamladigi halde okul yoneticiligi yapmak istemeyenlerin durumlarinin da karma
yontem kullanilarak derinlemesine analiz edilmesi, okul yoneticileri igin doktora
egitiminin iglevselligini anlamak bakimindan yararli ipuglar1 verebilir. Ayn1 zamanda
doktora derecesine sahip okul yoneticilerinin kisisel, mesleki ve sosyal
kimliklerindeki doniisiimii anlamak icin farkli teknikleri ihtiva eden (gdzlem,
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derinlemesine miilakat veya dokiiman analizi vb.) nitel arastirmalarin yapilmasi da
daha derin bir bakis acis1 sunacaktir.

Yine politika yapicilar (karar vericiler) agisindan doktora derecesine sahip okul
yoneticilerinin kariyer gelisimlerine, sosyal ve ekonomik haklarina yonelik
politikalari, uygulamalarin gdzden gegirilmesi ve iyilestirilmesi yararli olacaktir.
Nitekim bu iyilesme, doktora derecesine sahip okul yoneticilerinin mevcut,
potansiyel katkilarmin daha iyi degerlendirilmesine ve dikkate alinmasina yardimci
olacaktir.
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The term comparatistik, deriving from the Latin word “"comparare” and means
to compare, is used in Western languages and literature. At the end of the century, it
gained the quality of an independent study area. In fact, it is the name of an
examination method used by all branches of science. This concept, which is a branch
of general literature, has been defined as "Comparative Literature” in English,
"Littérature Comparée" in French, and "Vergleichende Literatur" in German.

The concept of comparison can generally be understood as determining the value
of at least two assets, two objects, and two facts by weighing them with each other
and revealing their different and similar points. “It means comparing and contrasting
to examine similar or separate aspects of people and objects.” (Turkish Language
Association Dictionary [Tirk Dil Kurumu Soézligii], 2010: 1337). As a literary
discipline, it is "to examine two works written in different languages in terms of
subject, thought or form, to identify their common, similar and different aspects, and
to make comments on the reasons" (Aytag, 1997: 7).

In comparison, it can be mentioned that there are works of the same age, as well
as works taken from ancient times and reworked with the understanding of the art of
later centuries. An example of this is that European literature, inspired by Ancient
Greece, reworked the same subject -heroism, virtue, patriotism, loyalty, etc.- with
different perspectives after the Renaissance. These works not only enriched the
cultural and artistic existence of European nations but also formed their collective
memory.

To be able to compare with other works, the researcher must first know her/his
literature well and obtain in-depth information about the foreign work s/he will
examine so that s/he can find similar and different aspects with the "other" and catch
the originality and effects of the work. “Comparing means, in a way, that one
encounters and discovers the “other”. While doing this, s/he must be in constant
communication with her/himself first and then with the “other”...” (Kefeli, 2000:10).

The field of comparative studies literature is interdisciplinary and supranational.
In a letter to Eckermann in 1929, Goethe wrote, “Since the invitation to get acquainted
with world literature, the strategy of Comparative Literature has been to adopt a
supranational and interdisciplinary approach” (Parla, 2008). The field is multilingual
and based on a global and intercultural approach to its discourse. “Comparative
literature is a discipline that fosters multilingualism, how arts contain cultural
mediation, intercultural understanding, and global consciousness (Parla, 2008; cited
source Bernheimer, 1995:10).

“Today, the best definition of comparative literature can be made through its
tendency towards encounters and relations with other texts, cultures and
disciplines...” (Bermann, 2018-2019: 32). In the context of these relations, it is usual
for comparative literature researchers to wander around in the fields of cultural
history, sociology, philosophy, psychology, anthropology, law, politics, fine arts, etc.,
and establish connections with other disciplines. The high technological
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developments brought by the digital age we live in, the proliferation of
communication, access, and transportation channels, the phenomenon of migration,
and multiculturalism have deeply affected social life, complicated literature, and
human relations, diversified people's interests and curiosities, and accelerated
intercultural interaction. In this way, comparative literature studies were
conceptualized under Goethe's term "world literature", which is used to mean ‘the
study of the literature of the five continents from New Zealand to Iceland’." (Wellek
& Warren, 2001: 58). Totosy de Zepetnek put forward the general principles of
comparative literature in a methodological context in his article titled Comparative
Literature (Zepetnek, 1998, cited in Arik, 2012: 63-65).

History of Comparative Literature

The history of comparative literature goes back to Ancient Greece. Plato, in his
work named The State (381 BC), compared literature with social sciences, and
Aristotle in his Poetics (344 BC) compared literature with other branches of science
(Kaya, 2019: 12; Aydin, 1999: 17-18). At the end of the 18th century and the
beginning of the 19th century, the Schlegel Brothers and Herder were pioneers who
made great efforts in the emergence and development of comparative literature in
Germany. After Goethe, Wilhelm von Humboldt, Dilthey, Nietzsche and Gadamer, it
continued to gain strength in the 20th century with Auerbach, Spitzer and Curtius
(Arak, 2012: 95).

Comparative literature was accepted as a branch of science in Germany in the
19th century (Pichois and Rousseau, 1967: 27). In this acceptance, it can be said that
the concept of World Literature (Weltliteratur) used by Goethe and the word
"comparison" are of great importance. Goethe, who advocated the study of different
cultures in Eastern or Western geographies beyond national culture, saw world
literature as the "universal property of humanity" in this context. “Inspired by the
translations of Chinese novels and the ghazals of the Iranian poet Hafez, Goethe
enabled European readers to meet eastern and far eastern texts, expanded the
boundaries of comparisons through translations and adaptations, and energized world
literature” (Bermann, 2018: 27-28).

Leo Spitzer and Erich Auerbach conducted comparative literature research at
Istanbul University in Turkey. Auerbach established the German philological
tradition. With his study titled Mimesis: The Representation of Reality in Western
Literature (1946), he is known for his successful analysis of epic period texts selected
from different literatures of the world to postmodern narratives (Wellek & Warren,
2001: 60). In the same century in France, Mme de Staél also compared the cultural
elements of the countries in her diaries based on her travels to various European
countries and introduced the German image to the world (Arak, 2012:78-79).

Comparative literature studies gained momentum in the 19" century in France.
Raynouard's Comparative Grammar of Latin European Languages (1821) and
Frangois Villemain's "The Mutual Influence of England and France", which was
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among the comparative literature studies in 1826, made France the center of
comparative literature studies. This led to the formation of the Sorbonne school.

“The establishment of Comparative Literature as an academic discipline started
in France in 1921, when Fernand Baldensperger founded the Institute for Comparative
Literature and the Journal of Comparative Literature” (Parla, 2008). Perspectives such
as similarity, difference, interaction, and closeness between two or more works of
literature have been adopted by comparators as a method of analysis. Abel Frangois
Villemain and Jean Jacques Ampére are also pioneers in comparative literature and
culture studies in France. Both of them conducted comparative literature research at
Sorbonne University and revealed the academic identity of the field (Aytag, 1997:42).

Louis Benloew, Joseph Texte, and Paul Van Tieghem come after these pioneers
in comparative literature studies. Tieghem, who distinguishes comparative literature
from general literature and evaluates it as a different discipline, argues in his book
Comparative Literature (1931) that the concept of comparison should not only be
compared with two different cultures but also ancient Greek and Latin literature
should be compared with contemporary literature (Engintin, 1999:14). At the
beginning of the 20th century, Paul Van Tieghem, Ferdinand Baldensperger, Jean-
Marie Carré, and Guyard, in their method of comparison, stated that “only the fact
relations between two elements in two different European languages.... should bear
the name of comparative literature; René Wellek and Etiemble reacted to the view that
studies containing more elements should be included in the category of "general
literature” or "world literature” and found the distinction restrictive (Bermann, 2108:
28).

In England, in the 19th century, Matthew Arnold translated Ampére's The Word
of Comparative History into English. In the next period, apart from literature,
comparative studies were carried out in the fields of linguistics, philosophy, law,
pedagogy, sociology, and anthropology (Bassnett, 1993:12; cited by Kaya, 2019:14).
Auerbach and Spitzer, who worked in Turkey in the 1930s, formed the American
school in the new world, where they carried their knowledge, turned to
interdisciplinary approaches, and embarked on practices with a wider perspective. The
Theory of Literature, written by René Wellek and Austin Warren in the USA in 1949,
was written under the influence of structuralism theory (Arak, 2012: 90).

In the 19th century, globalization, the independence attempts of colonial
societies, the phenomenon of immigration, women's movements, struggles for
individual freedoms and democracy, and new socio-cultural and political structures
that emerged as a result of the world values formed after 1945 were also reflected in
language and literature. The inclusion of non-European literature within the scope of
world literature has given a new direction to comparative studies and focused on "text
reading style" and "analysis methods" in the global dimension (Bermann, 2018: 30).
In Turkish literature, interest in Iranian literature and then French literature increased
with the proclamation of the Tanzimat, and translations and adaptations were made.
In the field of Turcology, inci Enginiin wrote Comparative Literature (1992), and
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Mehmet Yazgan translated Comparative Literature (1994) by Rousseau and Pichois.
Giirsel Aytag, a German philologist, wrote his guiding work titled Comparative
Literary Sciences (1997).

One of the publications that pioneered the recognition of comparative literature
in Turkey is Paul Van Tiegham's book, Comparative Literature (1943), translated by
Serif Kiligel. Cevdet Perin, who teaches comparative literature at Istanbul University,
Ali Oztiirk, who works on Turkish folk songs, Kamil Aydin, who studies the
emergence of comparative literature, its terminology, and perception, and Emel
Kefeli, who studies the field with theoretical and sample texts, are important
researchers in this field.

Contribution of Comparative Literature Readings on Literature Teaching

If the study is approached from the point of view of education, which is our field
of interest, it can be said that comparative reading will benefit the student in many
ways. First of all, comparative literature readings appear as a learning method in
teaching Turkish language and literature. To reveal similar, different, and common
aspects in comparative reading, the student will need to use all of his metacognitive
skills such as critical reading, creative thinking, discovery, questioning, problem-
solving, decision-making, and interpretation.

Metacognitive skills are a finely processed image of the mental configuration of
knowledge and the mind map in a holistic way (Holyoak & Morrison, 2005: 463,;
Lewis & Smith, 2009:135-136). The Ministry of National Education has also included
high-level skills in Turkish and Turkish Language and Literature curricula since 2005.
Recognizing foreign literary texts and comparing them with their own literary texts
will highlight the student's metacognitive processes such as analytical thinking. Being
able to find similarities, differences and the different among the texts will enable the
student to connect with the original and new, which will bring them face to face with
the thoughts, experiences, and values that they can choose.

Comparative readings will be able to increase the individual awareness of
students. This awareness helps us to perceive life more meaningfully and qualified.
“Actually, comparative literature is a matter of awareness. It is the evolution of a
monologic awareness into a dialogic awareness. By trying to get rid of prejudices and
stereotypes, comparative literature enables the creation of social, cultural, artistic, and
literary awareness as well as individual awareness” (Sivri, 2018).

There is a close relationship between awareness consciousness and personality
development. Recognizing and accepting the existence of the other, and being able to
look at people and phenomena from multiple perspectives will improve the student's
personality. “It contributes to the emergence of our personality, the shaping of our
behaviors, and the competence of our perception. It helps us to establish the integrity
of logic, emotion, and intuition” (Sivri, 2018).
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Recognizing the cultures of different nations, and researching the proverbs,
legends, folk songs, and lullabies of that nation will contribute to the formation of the
common values of humanity and will enable the student to be aware of their national
values, to understand the literary and aesthetic level, and enrich their cultural
background. The student in the comparative reading process will be able to look at
people's dramas, facts, and events from different perspectives and develop a pluralistic
perspective. In today's global world, where multi-faceted interactions are experienced,
it is almost impossible to stay out of pure "purity", "authenticity" and “influences”.
Researching the "other" has inevitably entered the field of interest, as it is human

curiosity by nature.

It is a monotonous point of view to be content with examining a single work, to
stay in a narrow area with demarcated borders. “However, directing the study to two
books requires a wide-angle view ...” (Aytag, 1997:14). In fact, the aim of Turkish
national education is to “raise democratic, constructive, creative and free individuals
who can adopt and protect national, moral and cultural values, and have a broad
perspective on the world” (National Education Basic Law No. 1739, Item 1-2).

In our age of intercultural interactions, each nation is both influenced by the
"other" and protects its culture from the "other". On the other hand, cross-cultural
transitions bring diversity, different lives, perspectives, and richness of interpretation.
While the student learns to recognize and respect different cultures, they will also be
open to universal culture (Kaya, 2019:11).

Despite their different cultural worlds, nations will be able to better understand
each other and be more tolerant of each other through their works. Cultural
convergences will bring nations closer to each other and reconcile them at the point
of peace. “The greatest longing today is peace. It is not possible to achieve peace only
through cooperation in the fields of politics, economics, history, and law. Because
they are the works that bind nations and people together or make them enemies...”
(Engintin, 1999: 20-21). International peace will also serve to ensure and maintain
world peace. A person who develops his/her ability to compare through comparative
readings and becomes conscious of privileges and differences will have a higher level
of tolerance and will give more value to the other person, thus contributing to world
peace (Sebiiktekin, 2006: 2). Raising individuals who are respectful to differences,
tolerant, peaceful and free is one of the main aims of the Turkish education system.
“Whether comparative literature is expressed as a science, a study of literary history,
a method or a branch of art, it should not be forgotten that it enables people interested
in this field to have a more moderate and tolerant attitude towards other people and to
adopt an intellectual attitude that advocates the freedom of individual behavior”
(Rousseau & Pichois, 1994: 99).

Comparative readings are not just about comparing two or more works in terms
of era, subject, motif, image, linguistic and stylistic, types, and characters. The mind
of the student, who reads the ties or reflections of the works with other branches of
science, will be enlightened with new knowledge and facts in these fields, and her/his
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horizons will be expanded. Interesting words, expressions, accents, repetitions,
epigraphs, meaning, and content analysis used in the compared works will enable the
student to understand the text in depth and make correct comments. It is expected that
this research will shed light on those who want to work in the field of comparative
literature teaching, where there is almost no applied work.

Aim of The Study

In this study, which deals with comparative text reading in terms of education,
answers to the following questions were sought:

While Turkish teacher candidates reading the epics called Basat's Killing of
Tepegoz, Odysseus, Tells-Kyklons; examining Tevfik Fikret's Tecdid-i izdivag and
Francgois Coppée's Le Pére in the genre of poetry; examining Madame Bovary
(Flaubert, 1856), Anna Karenina (Tolstoy, 2018) and Ask-1 Memnt (Usakligil, 2001)
in the novel genre;

Did they find the similarities between the texts?

Did they find the differences between the texts?

1
2
3. Were they able to find commonalities between the texts?
4. What are the contributions of the texts to them?

5

What are the problems they encounter while reading the texts?

Method

This study was designed in a qualitative research design and was created by the
descriptive analysis method. “In the descriptive analysis, direct quotations are
frequently used to reflect the views of the individuals interviewed or observed
strikingly” (Yildirim & Simsek, 2018: 239). The research data were obtained through
a semi-structured interview form prepared by the researcher himself. “Semi-structured
interview includes both fixed choice answering and being able to go in-depth in the
relevant field. The advantages of the technique are the ease of analysis, the
opportunity for the interviewee to express her/himself, and providing in-depth
information when necessary” (Biiyiikoztiirk et al., 2018: 159). The interview data
were organized according to the code-theme principle and presented under the
heading of certain themes.

Study Group

The study group of the research is limited to 18 teacher candidates studying in
the last year of the Turkish Education Department of the Faculty of Education of a
university in Central Anatolia in the fall semester of the 2022-2023 academic year and
taking the Comparative Literature course. Data were obtained from 18 forms
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considered valid from the semi-structured interview form applied to the candidates in
the 22-person class. 12 of the candidates are girls and six are boys.

Obtaining Data
Data were obtained from the phased studies outlined below.

At the first stage, the Turkish teacher candidates within the scope of the study
were informed about the definition, history, and methods of analysis of "comparative
literature" and Ramazan Sadakasi by Tevfik Fikret and L’auméne de Noél by Frangois
Coppée were exemplified as comparative reading texts. The similar, different, and
common aspects of the poems are explained, and the meaning of the "charity" image
in both societies is discussed in historical and cultural dimensions.

The second stage is the comparative reading process of the determined texts by
the pre-service teachers. At the end of the 14-week training period, the candidates will
receive an epic/story. It is suggested to read in three different genres as poetry and
novel. The story of Basat's Killing of Tepegoz from Dede Korkut Stories, which
shows similarities in terms of historical-cultural, neighborhood and mythological
elements, and the story of Odysseus' Killing Cyclops Polyphemus in Homer's Odyssey
were examined. Tevfik Fikret's Tecdid-i izdivag and Francois Coppée's Le Pére were
read, which were influenced by French poetry in the genre of poetry. Gustave
Faubert's Madame Bovary, one of the pioneers of the realism movement in the genre
of novel, and Ask-1 Memni by Halit Ziya, which bears traces of her, and Tolstoy's
Anna Karenina, which deal with a similar subject, were chosen. The texts were read
from the translations of the original editions and determined based on the theoretical
and practical studies in the field of comparative literature (Dede Korkut Stories, 1976;
Odysseia, 1981; Kaplan; 1993:130; Kefeli, 2000: 85-97).

In the third stage, the candidates were asked to write on the interview form the
similarities, differences, and commonalities they found in terms of period, subject,
genre, image, form, language, and style among the texts. In addition, they were asked
what kind of contributions comparative readings made to them and to what extent they
had problems and they were expected to write their opinions on the subject.

Analysis of Data

The interview forms collected from the Turkish pre-service teachers within the
scope of the research were coded with numbers from 1 to 18, according to the gender
factor (K1, F2, .. M1, E2..), with numbers and letters “1.gf, 2.gf, 3 defined as .gf”
format.

The opinions written by the candidates on the form were read one by one by the
researcher. Opinions that were close or similar to each other, were combined around
a common theme, and different and original opinions were organized under the title
of "other" as a separate category. Off-topic data were eliminated. Opinions that have
logical consistency and can mean the same have been dimensioned and the findings
have been interpreted. The views of the candidates, which clearly express their aims
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and are found striking, are quoted. “The important information said by the
interviewees should be based on. Irrelevant and unnecessary information that will be
out of the scope of the research should not be included” (Biiyilikoztiirk et al. 2018:
164). Five common themes were identified in the resolution of the data. At the end of
the analysis, the opinions of the candidates were examined by two field experts and
an assessment-evaluation expert, and the classified opinions were presented in tables.
For the validity and reliability of the research, the opinions of a field expert and an
assessment-evaluation expert were consulted, and the evaluation was made after the
accuracy of the data was proven.

Ethical Declaration and Committee Approval

In this research, the principles of scientific research and publication ethics were
followed. Ethics permission was obtained from Kirsehir Ahi Evran University Social
and Human Sciences Scientific Research and Publication Ethics Committee (Date:
20/10/2022 and No: 2022/08/17).

Results

The opinions of the Turkish teacher candidates included in the research on
finding similar and different aspects and common points in the texts they compared
in the reading process, the contributions of the texts to them, and the problems they
experienced during the reading process are examined.

Table 1 shows the views of Turkish pre-service teachers on finding similar
aspects in the texts they read.

Table 1
Finding Similar Aspects in Texts

Texts Similarities Total
Basat's Killing of Mythological elements in both epic stories (fairies, 15
Tepegoz - Odysseus  cyclop Tepegoz and cyclop Polyphemus, caves,

Tells (Kyclones) sheep), valiant rulers (Basat and Odysseus), and their

clever strategies.

Tecdid-i Izdivag-Le ~ The analogy at the point of learning that the child 12
Pére factor has the role of binding and keeping the family
together in Turkish and French society.

Madame Bovary- Wrong marriages, forbidden loves, and suicides of the
Anna Karenina- “female” figures in Turkish, French, and Russian 16
Ask-1 Memnii novels, even though their paths are different, are

similar points between the works.
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When Table 1 is examined, it is seen that the pre-service teachers realized that
the mythological beings in epic stories (cyclop Tepegoz and cyclops Polyphemus,
fairies) and the valiant rulers (Basat and Odysseus) used their minds and powers to
destroy oppression. In the poems, it is understood that the couples who are tense
between them stated that the decision to continue their marriage upon the news of the
birth of a child was similar. The candidates pointed out that the female characters in
the novels (Madame Bovary, Anna Karenina, and Ask-1 Memni) have similar
problems in terms of wrong marriages and suicides.

Table 2

Finding Different Directions in Texts

Texts Differences Total
Basat's Killing of While cyclop Tepegoz was born from the shepherd 9
Tepegoz - Odysseus  and fairy relationship, cylop Polyphemus was born
Tells (Kyclones) from the sea god Posseidon and the nymph. While his

mother, who wears a magic ring on her finger, protects
Tepegoz, Polyphemus is protected by his father,
Posseidon. The death of Tepegoz, who was shot in one
eye by Basat, the survival of Polyphemus, who was
blinded by Odysseus in one eye. While Basat's story
passes in the province of Oghuz such as mountains,
plains, plateaus, and springs, the adventures of
Odysseus take place in the seas and on the islands.
While the Turks had a monotheistic belief in that era,
the ancient Greeks had a polytheistic belief (Zeus and

other gods).
Tecdid-i Izdivag-Le  Processing of unhappy family pictures in both poems. 9
Pére While the reason for the disagreement between the

young couple who married lovingly in Fikret's poem
is not known, in Coppée's poem, a drunken blacksmith
who uses violence against his wife deals with the fight
for their livelihood.

Madame Bovary- There are the following commonalities among the
Anna Karenina- works: The wrong marriages of “female” figures in 12
Ask-1 Memni Turkish, French and Russian novels, which resulted in

forbidden love and suicide (Emma'’s desire to be in the
aristocratic class, combined with her admiration for
Paris; her desire to have a passionate love)

In Anna Karenina, her mother's disability, in Bihter,
she wants to marry a rich old man and become a tavern
lady in a mansion.
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When Table 2 is examined, it is understood that half of the teacher candidates
can find differences between the stories of Tepegoz and Polyphemus. Candidates also
mentioned family unhappiness in poems, but they could not understand the reason for
unhappiness in Fikret's poem. In the novels, they were able to find that all three female
figures whose lives ended with suicide had different expectations from their marriage.

Table 3
Finding Commonalities in Texts
Texts Common Points Total
Basat's Killing of The supernatural, one-eyed, mythological beings of 14
Tepegoz - Odysseus  the cyclop Tepegoz and the cyclop Polyphemus. The
Tells (Kyclones) minds and management skills of Basat and
Odysseus.
Tecdid-i izdivag-Le ~ Family discord, the unifying aspect of the "child" 11
Pére factor to the family
Madame Bovary- Wrongful marriages, forbidden loves, and suicides 15
Anna Karenina-
Ask-1 Memna

When Table 3 is examined, it is understood that pre-service teachers do not have
much difficulty finding common points between texts. The common point in the epics:
the rulers who defeated the mythological being Tepegoz and similar beings with their
intelligence and valor. Common points of the novels: "family conflict" and "child" as
a unifying element, "wrong marriages", "forbidden loves" and "suicide"

Table 4 shows the opinions of Turkish teacher candidates about the
contribution of comparative reading texts to them.
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Table 4

Contributions of the Texts to the Candidates

Texts

Getting to know different cultures

Total

Basat's Killing of
Tepegoz- Odysseus
Tells (Kyclones)

Tecdid-i zdivag-Le
Pére

Madame Bovary-
Anna Karenina-
Ask-1 Memni

Getting to know the ancient Greek culture with the
epic of Odysseus, the lifestyles, beliefs, and values of
the Oghuz Turks with the story of Basat, and the
famous braves.

Learning about the family structure and the
importance of the child factor in Turkish and French
society through Tevfik Fikret and Frangois Coppée.

Getting to know the “female” figures in Turkish,
French, and Russian novels with their family life and
social environment.

15

13

16

When Table 4 is examined, it is seen that the Turkish pre-service teachers
know the cultures, lifestyles, beliefs, and values of the societies, and their legendary
valiants in both epic stories. It is understood that the importance of the child in the
family structure and problematic marriages in Turkish and French society in the genre
of poetry attracts their attention. Candidates stated that they learned about the family
structures, marriages, and social environments of female characters in three different
cultures (French, Russian, and Turkish) through the novels Madame Bovary, Anna
Karenina, and Ask-1 Memn{.

Table 5 shows the opinions of the Turkish teacher candidates participating in
the research on noticing the aesthetic structure in the texts they read.

Table 5
Recognizing the Aesthetic Structure in Texts
Texts Noticing the aesthetic structure Total
Basat’s Killing of Nature, place (cave), and event descriptions in both 14

Tepegoz- Odysseus
Tells (Kyclones)

epics, the victories of famous valiants, and the telling
of the feelings of the people against the cyclops,
especially the use of reduplications, rhymes, and
reinforcements about personal feelings in Basat’s
story.

(continued)
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Table 5 (continue)

Tecdid-i izdivag-Le  Liking the storytelling style, even if the poems that 12
Pére deal with a social issue are translations.

Madame Bovary- Emma's expression of happiness at the marquis' ball 15
Anna Karenina- party and while admiring the art centers in Paris like

Ask-1 Memnil an aristocrat; descriptions of balls in Russian palaces

and noble estates, Anna's inner speeches as she rushes
to her death on the train tracks; describing the
Bosphorus moonlights and Goksu entertainments,
Bihter's attempt to analyze herself in the mirror and
the emotional dilemma she fell into while trying to
hide her forbidden love.

When Table 5 is examined, pre-service teachers stated that they found the
descriptions of nature, places (caves), and events (Basat and Odysseus' struggle with
cyclops), and the feelings of the people in epics as aesthetic.Pre-service teachers found
that the story of a family problem with a happy ending in poems with a narrative style
close to prose was successful in terms of narration.

The pre-service teachers describe Emma’s happiness at the invitation of the
nobles and while traveling in Paris in an aristocratic manner; the depictions of the ball
in Russian palaces and mansions, and the expression of Anna's inner speeches as she
rushed to her death. They stated that they found Bihter's attempt to analyze her inner
self in the mirror and the expression of the spiritual dilemma she fell into while trying
to hide her Ask-1 Memn artistically successful.

Table 6 shows the inferences of Turkish teacher candidates about the texts they

read.
Table 6
The Inferences of the Candidates Regarding the Examined Texts
Texts inferences Total
Basat's Killing of In addition to bravery, the importance of reason and 15
Tepegoz - Odysseus strategic behavior in those who rule the state and
Tells (Kyclones) principality (bey, khan, commander).

(continued)
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Table 6 (continue)

Tecdid-i Izdivag - Le The importance of the “child” factor for family 12
Pére happiness, even if the cultures are different.

Madame Bovary-Anna  Wrong choices in marriage make the person pay a 17
Karenina, Ask-1 price that ends in death.

Memni

When Table 6 is examined, more than half of the pre-service teachers deduced
that in addition to valor, it is important to act rationally and strategically in
overcoming some difficulties. In the poetry genre, the candidates were united in the
opinion that the child had an important function in creating family happiness, even if
they were from different societies. Pre-service teachers expressed the view that wrong
choices in marriage make the person pay a price that ends in death.

Table 7 shows the views of comparative literature readings on developing high-
level thinking skills of Turkish teacher candidates.

Table 7
Developing Higher-Level Thinking Skills

Texts Developing higher-level thinking skills Total
Basat's Killing of Infer that Basat and Odysseus must have wise and 15
Tepegoz - Odysseus  strong commanders for solving difficult tasks, for
Tells(Kyclones) cyclops to discover human eating as a problem and

think about how to kill them, shoot them in one living
eye, save the people from persecution problem-
solving.

Tecdid-i izdivag-Le ~ Thinking and questioning the reasons for the unrest
Pére between husband and wife in both poems, making

comparisons about the reasons, concluding that the 13
newborn baby brings happiness to the family.
Madame Bovary- Thinking critically about the mate choices of Emma,
Anna Karenina- Anna, and Bihter characters, questioning their loves, 16
Ask-1 Memnii and  establishing  cause-effect  relationships.

Discussing and commenting on the issue of
expectation differences in marriage.
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When Table 7 is examined, it has been determined that the majority of teacher
candidates read foreign works in the genre of poetry and novels, including oral epics,
and works belonging to their own literature. Cognitive skills such as "discussion”,
"inference” and "interpretation" came to the fore by establishing "cause-effect"
relationships.

Table 8 shows the interpretation problems experienced by pre-service teachers
in the process of reading comparative texts.

Table 8
Significance Issues
Texts Problems Total
Basat's Killing of Difficulty in identifying the periods (precedence and 9
Tepegoz- Odysseus  aftermath and interactions) of both epics and
Tells (Kyclones) understanding their belief systems (intertwining of

facts and legends).

Tecdid-i Izdivag-Le ~ While the reason for the conflict between husband and 9
Pére wife is very clear in Le Pére's poem, it is difficult to
find the cause of the problem in Tecdid-i izdivag.

Madame Bovary- An ambitious and dreamy woman, Emma'’s efforts to 12
Anna Karenina- enter the nobility are too difficult; difficulty in
Ask-1 Memnii understanding that Anna, an aristocratic woman,

consumes herself quickly for the sake of her forbidden
love; | can't understand Bihter's effort to marry an old
and rich man, Adnan Bey, and become the lady of the
lean.

When Table 8 is examined, it is seen that half of the Turkish teacher candidates
have difficulties determining the periods of both epics, understanding their belief
systems, and finding their interactions. In the genre of poetry, it is observed that half
of the candidates had difficulty finding the reason for the discord between husband
and wife in Tecdid-i Izdivag. In the novels, on the other hand, it is understood that the
candidates have problems understanding that the female figures have a lot of difficulty
in constructing their lives in pursuit of different purposes.

Table 9 shows other issues, especially the different problems experienced by
Turkish teacher candidates during the comparative text-reading process.



180

S. Nilay Isiksalan

Table 9

Other Issues

Problems Works Total
Basat's Tecdid-i Madame
Killing of izdivag- Bovary-Anna
Tepegoz- Le Pére Karenina-
Odysseus Ask-1 Memnd
(Kyclones)
Lack of knowledge in
understanding the
historical, social, and 12 10 8 30
artistic background of
the compared texts
Periods of the 21
compared texts 10 6 5
inability to pinpoint
Inability to find 18
interactions between 9 5 4
compared texts
Inability to identify
topics 6 8 ) 14
Inability to match
images/symbols/motifs 5 4 5 13
and signs in the
compared texts
Inability to interpret
the compared texts in 4 ) 5 9

terms of language and
expression

When Table 9 is examined, pre-service teachers stated that they had the problem
of "lack of knowledge in the historical, social and artistic background that affects the
production style of the compared texts" in the first place in the process of reading the

texts.

Turkish Pre-service Teachers’ Opinions on Comparative Literature Reading

“ The texts | read helped me to think critically, question, compare and
synthesize. My horizons have expanded. In novels, | put myself in Emma’s, Anna's,
and Bihter's shoes and tried to see life through their eyes. | had some difficulty in
finding periods and images in epics and poems ” (P1).
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“ 1 got to know the pre-Islamic Turks' lifestyle through the story of Basat's
Killing of Tepegoz. Oghuz Turkish was flowing like water in the story. I learned about
the ancient Greek culture with the Odesseia epic. | found similarities with our epics.
In the poems, I understood the importance of the child in the institution of marriage.
The problems Emma, Anna, and Bihter experienced in their marriages and the
conflicts in their inner worlds developed my world of empathy. I tried to question the
reasons for forbidden love. | think that my skills in establishing cause-effect
relationships, inferring, and interpreting have improved while analyzing marriages. In
particular, Anna Karenina had very aesthetic descriptions” (P12).

“| found the narration aesthetic in epics. They had a descriptive, fluent narrative.
Although the French poem is a translation, | liked its narration. In both poems, the
responsibilities of individuals in marriage caught my attention. In the novels, on the
other hand, I understood the breakdown processes in their marriages as a result of the
wrong choice of spouses made by three women. While reading, | established cause-
effect relationships, made comparisons, and evaluated with a critical eye. All of them
were enjoyable to read ” (E6).

“ Even if the poems were translated, | understood their message. Frankly, | had
a bit of a hard time finding the images. Tepegoz and Polyphemus have a lot of
similarities. The female characters in the novels are similar to each other in terms of
being beautiful, attractive, young, and social. | think | was able to deduce the
interactions because | knew that Turkish writers were influenced by the French novel.
When comparing texts, | found similar and common points easier, but | had a hard
time finding the differences. When we read foreign works, we compare our own
literature with these works. | noticed that my skills such as making comparisons,
establishing cause-effect relationships, and making comments have improved even
more ” (E20).

Discussion, Conclusion and Suggestions

It is understood that the Turkish teacher candidates within the scope of the
research have difficulties in finding the differences, although they can more easily
catch the similarities and commonalities in the texts they read. These are the items
related to the perception of historical knowledge and cultural images, which they
encounter as reading deficiencies. It turns out that they have problems explaining the
images, symbols, and motifs in the texts they read and in comparing them with their
national work. It is observed that the candidates have problems with interpretation and
overlapping with the national work due to not knowing the periods in which foreign
works were written, in terms of social structure, cultural and artistic aspects. More in-
depth information is needed to understand a wide variety of interactions between texts,
especially socio-cultural, political, and historical factors.

All of the Turkish teacher candidates participating in the study reported that the
comparative literature studies course made great contributions to them. Through
various works, they get to know different cultures (the epic period of Ancient Greek
and Central Asian Turks; poetic interactions with Frangois Coppée and Tevfik Fikret,
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life in 19th century French, Russian, and Turkish novels), thus their lifestyles,
traditions, human relations, the world. They stated that they gained versatile and rich
perspectives by learning their perceptions.

The candidates noticed the aesthetic structure in different literary works. These
are mostly related to the richness of the descriptions and narrative technique. In the
text Basat's Killing of Tepegoz, they cited rhymes, reduplications, poetic sections in
prose about natural beings and people, ballrooms in Russian palaces in Anna
Karenina, Goksu entertainments in Agk-1 Memn, and descriptions of the Bosphorus
moonlights as examples.

The candidates who participated in the research stated that they had improved in
their high-level cognitive skills such as critical reading and thinking, exploring the
problem, comparing, questioning, finding cause-effect relationships, discussing,
inferring, and interpreting while reading comparative literature texts. They stated that
while reading the novels of different literature, they tried to enter the inner worlds of
the characters, to look at life through their eyes, and to understand them in this way,
such as communicating and empathizing. They added that they examined Emma’s,
Anna's, and Bihter's desires in life, their expectations from marriage, their
disappointments, and suicides with an individual focus.

As an academic discipline, the education of comparative literature, which has a
wide and interdisciplinary field of study, is also a demanding and challenging
endeavor. When the literature is scanned, there are almost no applied field studies on
comparative literature readings in the field of Turkish and Literature Education.
Scientific publications on the personal observations of researchers about the quality
of the undergraduate and graduate theses and the courses given in the departments of
Turcology, Eastern and Western philology, and Comparative Literature at universities
attract attention. In the study on German language teaching, the importance of foreign
language teaching was pointed out, and the importance of comparative literature
courses in understanding the culture and literature of that language and training
contemporary literature teachers was emphasized (Ozcan, 1999, 335-338). The fact
that some education faculties were put into Turkish Education departments as an
elective course brought the importance of the course to the agenda.

The establishment of comparative literature studies as an academic discipline in
our country dates back to the 1940s. Comparative literature courses, which started
with Cevdet Perin at Istanbul University and continued with the work of Cemil Merig
at the same university, played an important role in the spread of the field and were
continued by Giirsel Ayta¢ in German philology at Ankara University Faculty of
Letters after 1976. Its widespread and systematic prominence is in the 1990s. Apart
from Istanbul and Ankara, the field of Comparative Literature was opened in the big
universities of Izmir, Konya, and Eskisehir, and the field was further developed
(Aydm, 2019: 150-151).
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Another problem observed in comparative readings is the emphasis on
similarities rather than differences. “I would say that the tendency to compare the
similarities rather than the differences outweighs the differences. For example, it is
fashionable to compare James Joyce and Oguz Atay, Kafka and Yusuf Atilgan,
Thomas Mann and Orhan Pamuk, Proust and Tanpinar based on their similarities.
Even no one thinks about the possible differences between these plays and Haldun
Taner’s plays...(Ozkul, 2018: 48).

Recommendations

1. It would be beneficial to include courses such as Cultural History, Intercultural
Interaction and Imagology in the curriculum that will prepare prospective Turkish
Language and Literature teachers for Comparative Literature.

2. The World Literature course should be emphasized for the pre-service
teachers to understand adequately which works are related to which periods and which
art movements they will compare before taking this course. It would be appropriate
to increase the hours of the lesson.

3. In the Reading Education course, world literature texts can be included as well
as national literature texts. In light of this suggestion, pre-service teachers can gain
consciousness of comparison and awareness.

4. In the Literary Studies course, more emphasis can be placed on terms such as
motifs, images, symbols, allegories, etc., which are common uses of world literatures.
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Latince “comparare” sozciigiinden tiireyen ve karsilastirmak anlamini tasiyan
comparatistik terimi, Bati dil ve edebiyatlarinda, XIX. yiizy1l sonlarinda bagimsiz bir
calisma alani niteligini kazanmistir. Gergekte, biitiin bilim dallar1 tarafindan
kullanilan bir inceleme yonteminin adidir. Genel edebiyat biliminin bir dali olan bu
kavram, Ingilizcede “Comparative Literature”, Fransizcada “Littérature Comparée”,
Almancada ise “Vergleichende Literatur” olarak tanimlanmustir.

Karsilagtirma kavrami, genel olarak en az iki varligin, iki nesnenin, iki olgunun
birbiriyle tartilmasi, farkli ve benzer noktalarinin ortaya cikarilmasi suretiyle
degerinin belirlenmesi olarak anlasilabilir. TDK Sozliik’te bu kavram (2010: 1337)
“Kisi ve nesnelerin benzer veya ayr1 yanlarini incelemek i¢in kiyaslamak, mukayese
etmek” (TDK Sozliigii, 2010:1337) olarak tanimlanmistir. Bir edebiyat disiplini
olarak karsilastirma terimi ise “Farkl dillerde yazilmis iki eseri konu, diisiince ya da
bicim bakimindan incelemek, ortak, benzer ve farkli yanlarini tespit etmek, nedenleri
iizerine yorumlar getirmek” (Aytag, 1997: 7) olarak tanimlanabilir.

Karsilastirmada, ayni ¢agin eserleri oldugu gibi eski ¢aglardan alinan ve daha
sonraki yiizyillarin sanat anlayigiyla yeniden islenen eserlerden sz edilebilir. Antik
Yunan’dan beslenen Avrupa edebiyatlarinin, Ronesans sonrasinda ayni konuyu -
kahramanlik, erdemlilik, vatanseverlik, sadakat vb- farkli bakis agilariyla yeniden
islemeleri, buna drnektir. Bu eserler, Avrupa uluslarinin kiiltiirel ve sanatsal varligini
zenginlestirdigi gibi ortak bellegini de olusturmustur.

Bagka eserlerle karsilagtirma yapabilmek igin  aragtiricinin 6nce kendi
edebiyatini iyi bilmesi, inceleyecegi yabanci eser hakkinda da derinlemesine bilgi
edinmesi gerekir ki “6teki” ile benzer ve farkli yonleri bulabilsin, eserin zgiinliigiinii
ve yarattig1 etkileri yakalayabilsin. “Karsilagtirmak demek bir bakima kisinin, “6teki”
ile kars1 karsiya gelmesi ve onu kesfetmesi demektir. Bunu yaparken de dnce kendi
kendisi ile sonra da “6teki” ile siirekli bir iletisim halinde olmasi gerekir...” (Kefeli,
2000:10).

Karsilastirmali edebiyatin c¢aligma alani, disiplinlerarast ve uluslariistiidiir.
“Goethe’nin,1929’da Eckermann’a yazdigi bir mektupta, “diinya edebiyatim
tanimaya davetiye ¢ikarmasindan beri, Karsilagtirmali Edebiyat’in stratejisi, ulustistii
ve disiplinlerarasi yaklagimi benimsemek olmustur” (Parla, 2008). Alan, ¢ok dilli ve
sOylemiyle kiiresel boyutta ve Kkiiltiirlerarasi1 yaklagimi esas almaktadir.
“Karsilagtirmali edebiyat ¢okdilliligi, ¢ok sdylemliligi, sanatlarin kiiltiirel dolayimi
nasil barmdirdigin, kiiltiirlerarast anlayist ve kiiresel bilinci besleyen bir disiplindir
(Bernheimer, 1995:10; aktaran Parla, 2008).

“Bugiin karsilagtirmali edebiyatin en iyi tanim1 baska metinler, kiiltiirler ve
disiplinlerle karsilagsmalara ve iligkilere olan egilimi iizerinden yapilabilir...”
(Bermann, 2018-2019: 32). Bu iligkiler baglaminda, karsilagtirmali edebiyat
arasgtirmacilarinin  kiiltiir tarihi, sosyoloji, felsefe, psikoloji, antropoloji, hukuk,
siyaset, giizel sanatlar vb alanlarda dolasmalar1 diger disiplinlerle bag kurmalar:
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olagandir. Karsilastirmali edebiyat okumlarinin giiniimiizde baska disiplinlerle ve
alnlarla baglarinin daha siki kurulmasi zorunlu hale gelmistir.

Icinde yasadiginz dijital cagin getirdigi yiiksek teknolojik gelismeler, iletisim,
erisim ve ulasgim kanallarinin ¢ogalmasi, go¢ olgusu, ¢okkiltirlilliik, toplumsal
yasami derinden etkilemis, edebiyat ve insan iligkilerini karmagiklagtirmis, insanlarin
ilgilerini ve meraklarini ¢esitlendirmis, kiiltiirlerarasi etkilesimi hizlandirmigtir. Bu
suretle, arastiricilar, Goethe nin kavramsallastirdigl, “Yeni Zelanda’dan izlanda’ya
kadar bes kitanin edebiyatinin incelenmesi” (Wellek ve Warren, 2001: 58) demek olan
“diinya edebiyat1” ad1 altinda, karsilagtirmali edebiyat ¢alismalarini, farkli yontem ve
boyutlariyla incelemeye ¢alismislardir. T6tosy de Zepetnek, karsilastirmali edebiyatin
genel ilkelerini, disiplinleraras: iliskileri esas alarak ydntemsel baglamda ortaya
koymustur (Zepetnek, 1998, akt: Arik, 2012: 63-65).

Karsilastirmali Edebiyatin Tarihcesi

Karsilagtirmali edebiyatin tarih¢esi Antik Yunan’a kadar gider. Platon, Devlet
(M.O. 381) adli eserinde, edebiyat: sosyal bilim dallar1 ile Aristo ise Poetika’sinda
(M.O. 344) edebiyati, diger bilim dallariyla karsilastirmistir (Kaya, 2019: 12; Aydin,
1999: 17-18). XVIII. yiizyilin sonlari ile XIX. yiizyilin baslarinda, karsilagtirmali
edebiyatin Almanya’da ortaya ¢ikmasinda ve gelismesinde Schlegel Kardesler,
Herder biiyiik emek vermis onciilerdir. Goethe, Wilhelm von Humboldt, Dilthey,
Nietzsche ve Gadamer ve XX. ylizyilda Auerbach, Spitzer ve Curtius ile giiglenmeyi
stirdiirmiistiir (Arak, 2012: 95).

Kargilastirmali edebiyat arastirmalari, XIX. yiizyilda, Almanya’da, bir bilim
dali olarak kabul edilmistir (Pichois ve Rousseau, 1967: 27). Bu kabulde, Goethe’nin
kullandig1 Diinya Edebiyati (Weltliteratur) kavrami ve “karsilastirma” sozciigiiniin
biliyiik 6nemi oldugu sdylenebilir. Ulusal kiiltiiriin &tesinde, Dogu veya Bati
cografyalarindaki farkli kiiltiirlerin incelenmesini savunan Goethe, bu baglamda
diinya edebiyatini1 “insanligin evrensel miilkii” olarak goérmiistiir. Cince romanlari ve
Iranli sair Hafiz’'in gazellerini Avrupal okurla bulusturan Goethe, karsilastirmalarin
smirlarimi genigletmis, diinya edebiyatini hareketlendirmistir (Bermann, 2018: 27-28).

Leo Spitzer ile Erich Auerbach, Tiirkiye’de de Istanbul Universitesinde
karsilagtirmali edebiyat arastirmalart yapmuslardir. Auerbach, Alman filoloji
gelenegini olusturmustur. Mimesis. “Bat1 Edebiyatinda Gergekligin Temsili” (1946)
adli yapitinda, destan donemi metinlerinden, postmodern anlatilara kadar yaptigi
basarili ¢oziimlemelerle taninmistir (Wellek ve Warren, 2001: 60). Fransa’da ayni
yiizyilda Mme de Staél, cesitli Avrupa iilkelerine yaptig1 gezilerine dayandirdigi
giinliiklerinde iilkelerin kiiltiirel dgelerini karsilagtirmig, diinyaya Alman imgesini
tanitmigtir (Arak, 2012:78-79).

Karsilastirmali edebiyat ¢aligmalari, XIX. yiizy1l Fransa’sinda giderek hiz
kazanmistir. Raynouard’in “Latin Avrupa Dillerinin Karsilastirmali Grameri” (1821)
adl eseri, 1826 yilinda, Frangois Villemain’in karsilastirmali edebiyat arastirmalar
arasinda yer alan “Ingiltere ve Fransa’nin Birbirine Karsilikli Etkisi” adli calismasi,
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Fransa’y1, kargilagtirmali edebiyat ¢aligmalarinin merkezi haline getirmis, Sorbonne
ekoliiniin olugsmasini saglamigtir. “Karsilagtirmali Edebiyat’in akademik bir disiplin
olarak kurulusu Fransa’da Fernand Baldensperger’in Karsilastirmali Edebiyat
Enstitiisii’nii ve Karsilastirmali Edebiyat Dergisi’ni kurdugu 1921 yiliyla baslatilir”
(Parla, 2008). iki veya daha ¢ok edebiyat arasindaki benzerlik, farklilik, etkilesim,
yakinlik gibi bakis acilari, karsilagtirmacilar tarafindan incelenme yontemi olarak
benimsenmistir.

Abel Frangois Villemain ile Jean Jacques Ampére de Fransa’da karsilastirmali
edebiyat ve kiiltir c¢aligsmalar1 yapan oOnciilerdendir. Her ikisi de Sorbonne
Universitesinde karsilastirmali edebiyat arastirmalari yapmuslar, alamin akademik
kimligini ortaya koymuslardir (Aytag, 1997:42). Karsilagtirmali edebiyat
calismalarinda ¢igir acan bu Onciilerden sonra, Louis Benloew, Joseph Texte, Paul
Van Tieghem gelmektedir. Karsilastirmali edebiyati, genel edebiyat biliminden
ayiran, onu farkl bir disiplin olarak degerlendiren Tieghem, “Mukayeseli Edebiyat”
(1931) adli eserinde, karsilastirma kavramiin sadece iki farkl kiiltiirii degil, antik
Yunan ve Latin edebiyatlarinin, ¢agdas edebiyatlarla karsilastirilmasi gerektigini
savunmustur (Enginiin, 1999:14).

XX. yiizy1l baslarinda, Paul Van Tieghem, Ferdinand Baldensperger, Jean-
Marie Carré ve Guyard’in kargilagtirma yonteminde, “yalnizca iki farkli Avrupa
dilindeki iki unsur arasindaki olgu iliskileri karsilagtirmali edebiyat adini tagimali;
daha fazla unsuru igeren c¢aligmalarsa ‘genel edebiyat’ ya da ‘diinya edebiyati’
kategorisine alinmal1” (Bermann, 2108: 28) goriisiine, René Wellek ve Etiemble, tepki
gdstermis, ayrimi kisitlayici bulmuslardir. Ingiltere’de ise XIX. yiizyilda, Matthew
Arnold, Ampére’in “Mukayeseli Tarih Tabiri” adli eserini ingilizceye cevirmistir.
Sonraki siiregte edebiyatin disinda, dilbilim, felsefe, hukuk, pedagoji, sosyoloji ve
antropoloji alanlarinda komparatistik caligmalar yapilmistir (Bassnett, 1993:12;
aktaran Kaya, 2019:14).

1930’11 yillarda, Tiirkiye’de gérev yapan Auerbach ve Spitzer, birikimlerini
tagidiklar1 yeni diinyada, Amerikan ekoliinii olusturarak disiplinlerarasi yaklasimlara
yonelmigler, daha genis bakis agili uygulamalara girismislerdir. ABD’de René Wellek
ve Austin Warren tarafindan 1949 yilinda kaleme alinan “Edebiyat Teorisi” (Theory
of Literature) kitab1 ise yapisalcilik kuraminin etkisiyle yazilmistir (Arak, 2012: 90).
XX. yiizyilda kiiresellesme, somiirge toplumlarin bagimsizlik girisimleri, gé¢ olgusu,
kadin hareketleri, bireysel dzgiirliikler ve demokrasi savagimlari, 1945 sonrasi olugsan
diinya degerleri sonucunda ortaya ¢ikan yeni sosyo-kiiltiirel ve siyasal yapilanmalar,
dil ve edebiyata da yansimistir. Avrupa dis1 edebiyatlarin da diinya edebiyati
kapsamina girmesi, kargilagtirmali ¢aligsmalara yeni bir yon vermis, kiiresel boyutta
“metin okuma bi¢imi” ve “inceleme yontemleri” {izerine yogunlasilmistir (Bermann,
2018: 30).

Tiirk edebiyatinda ise dnceleri Iran edebiyatina, daha sonra Tanzimat’m ilaniyla
birlikte Fransiz edebiyatina ilgi artmis, ¢eviriler ve uyarlamalar yapilmistir. Tiirkoloji
alaminda Inci Enginiin, “Mukayeseli Edebiyat™ (1992) yazarken Mehmet Yazgan,
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Pichois ile Rousseau’dan “Karsilastirmali Edebiyat” (1994) adli yapit1 ¢evirmistir.
Alman filolojisinden Giirsel Aytag, “Karsilastirmali Edebiyat Bilimleri” (1997) adli
yol gosterici eserini yazmistir.

Karsilastirmali edebiyatin Tiirkiye’de taninmasina Onciiliik eden yayinlardan
birisi de Paul Van Tiegham’in Serif Kiligel tarafindan ¢evrilen Mukayeseli Edebiyat
(1943) adli kitabidir. Istanbul Universitesinde karsilastirmali edebiyat dersleri veren
Cevdet Perin, Tiirk halk tiirkiileri iizerinde calisan Ali Oztiirk, karsilagtirmali
edebiyatin ortaya ¢ikis siirecini, terimsel anlamini ve algilanisini inceleyen Kamil
Aydm, alan1 kuramsal ve 6rnek metinlerle igleyen Emel Kefeli bu sahanin 6nemli
arastiricilardir.

Karsilastirmali Edebiyat Okumalarimin Edebiyat Ogretimine Katkilar:

Caligsmaya, ugras alanimiz olan egitim ag¢isindan yaklasilirsa, karsilagtirmali
okumalarin, 6grenciye birgok agidan katki saglayacagi sdylenebilir. Her seyden 6nce,
karsilagtirmali edebiyat okumalari, Tiirkge ve edebiyat 6gretiminde bir dgrenme
yontemi olarak karsimiza ¢ikmaktadir. Karsilastirmali okumalarda benzer, farkli ve
ortak yonleri ortaya ¢ikarabilmek i¢in 6grencinin elestirel okuma, yaratici diigiinme,
kesfetme, sorgulama, problem ¢6zme, karar verme ve yorumlama gibi “iist biligsel
becerileri”’nin tamamini kullanmasi gerekecektir.

Ustbiligsel beceriler, bilginin zihinsel yapilandirmasinin, zihin haritasinin
biitiinsellik i¢cinde ince islenmis goriintiisiidiir (Holyoak, Morrison, 2005: 463; Lewis
ve Smith, 2009:135-136). MEB, 2005 yilindan beri Tiirkge ile Tiirk Dili ve Edebiyati
dgretim programlarma iist diizey becerilerini koymustur (2019 Tiirkge Ogretim
Programui; 2019 Tiirk Dili ve Edebiyati Ogretim Programi). Yabanci edebiyat metnini
tanimak, onu kendi edebiyat metniyle karsilastirmak, 6grencide analitik diisiinme gibi
ist biligsel siireci One ¢ikarabilir. Metinler arasinda benzerlikleri, farkliliklar1 ve
degisik olan1 bulabilme, 6grenciyi, tercihte bulunabilecegi diisiince, yasanti ve
degerlerle karsi karsiya getirebilecek, 6zglin ve yeni olanla bag kurmasim
saglayabilecektir.

Kargilastirmali  okumalar,  &grencide, Dbireysel farkindalik  bilinci
olusturabilecektir. Bu biling de yasam1 daha anlaml1 ve nitelikli algilamamiza yardim
eder. “Aslinda karsilagtirmali edebiyat bir farkindalik meselesidir. Monolojik bir
farkindaligin, diyalojik bir farkindaliga evrilmesidir. Karsilastirmali edebiyat, 6n
yargt ve kalip yargilardan armmaya calisarak bireysel farkindaligin yani sira
toplumsal, kiiltiirel, sanatsal ve edebi farkindaligin yaratilmasina olanak saglar”
(Sivri, 2018).

Farkindalik bilinci ile kisilik gelisimi arasinda yakin bir iliski vardir. Otekini
tamimak ve varligimi kabul etmek, insanlara ve olgulara ¢ok yonli bakabilmek,
Ogrencinin  kisiligini  gelistirebilecektir. ~ “kisiligimizin  ortaya  ¢ikmasina,
davranislarimizin sekillenmesine ve algilama yetimizin yetkinlik kazanmasina katki
saglar. Mantik, duygu ve sezgi biitiinliigiinii kurmamiza yardime1 olur” (Sivri, 2018).
Farkli uluslarin kiiltiirlerini tanimak, -o ulusa ait atasozleri, efsaneleri, tiirkiileri,
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ninnileri aragtirmak, insanhigin ortak degerlerinin olusumuna katkida bulunmaya
hizmet ettigi gibi 6grencinin kendi ulusal degerlerinin farkinda olmasini, bulundugu
yazinsal ve estetik diizeyi anlamasimi saglayabilecek, kiiltiirel birikimini
zenginlestirecektir.

Karsilastirmali okuma stirecindeki Ogrenci, insanlarin dramlarina, olgu ve
olaylara farkli pencerelerden bakabilecek, cogulcu bakis agis1 gelistirebilecektir. Cok
yonlil etkilesimlerin yasandigr giiniimiiziin kiiresel diinyasinda, katiksiz “saflik”,
yiizde yliz “6zglin olma”, etkilenmelerin disinda kalmak neredeyse olanaksizdir.
“Oteki”yi arastirmak, dogas1 geregi insanin meraki oldugu icin ister istemez ilgi alam
igine girmistir.

Tek bir eseri incelemekle yetinmek, sinirlart ¢izilmis dar bir alanda kalmak,
tekdiize bir bakis agisidir. “ Oysa incelemeyi iki kitaba yoneltmek, genis acili bakist
gerektirir...” (Aytag, 1997:14). Gergekte, Tiirk milli egitimin amact da “milli, ahlaki
ve kiiltiirel degerleri benimseyip koruyabilen, diinyaya genis acidan bakabilen,

demokrat, yapici, yaratici ve 6zgiir bireyler yetistirmektir” (1739 sayili Milli Egitim
Temel Kanunu, Madde 1-2).

Kiiltiirleraras: etkilesimlerin yasandigi ¢agimizda, her ulus, “Gteki”’nden hem
etkilenir hem de kendi kiiltiirinii, “6teki”nden korur. Buna karsin, Kkiiltiirlerarasi
gecisler, cesitliligi, farkli hayatlari, bakis agilarini ve yorumlama zenginligini
beraberinde getirir. Ogrenci, farkli kiiltiirleri taniylp saygi duymayi ogrenirken,
evrensel kiiltiire de agik olacaktir ( Kaya, 2019:11).

Uluslar farkli kiiltiir diinyalarma ragmen, eserleri yoluyla birbirlerini daha iyi
anlayabilecekler, birbirlerine daha hosgoriilii olabileceklerdir. Kiiltlir yakinlagsmalart,
uluslar1 birbirine daha ¢ok yakinlastiracak, baris noktasinda uzlastirabilecektir.
“Giliniimiizde en biiyiik 6zlem barigtir. Barisin sadece politika, iktisat, tarih, hukuk
alanlarindaki igbirligi ile saglanmasi miimkiin degildir. Zira milletleri ve insanlar1 asil
birbirine baglayan veya diisman kilan eserlerdir...” (Enginiin, 1999: 20-21).
Uluslararasi barig da diinya bariginin saglanmasina ve korunmasina hizmet edecektir.
Kargilastirmali okumalar yoluyla kiyaslama yetenegini gelistiren, ayricaliklar ve
farkliliklarin bilincine varan insanin hosgorii diizeyi daha yiiksek olacagindan ve
karsisindaki insana daha ¢ok deger vereceginden, diinya barisina katki da saglamis
olacaktir (Sebiiktekin, 2006: 2). Farkliliklara saygili, hosgoriilii, barigcil ve 6zgiir
birey yetistirmek, Tiirk egitim sisteminin de temel amaglarindandir. “Karsilagtirmali
edebiyat ister bir bilim dal1 ya da yazin tarihi aragtirmasi isterse bir yontem veya sanat
dali olarak ifade edilsin, unutulmamasi gereken bu alanla ilgilenen insanlarin diger
insanlara karst daha ilimli ve hosgoriilii bir tavir sergilemesine ve bireysel
davraniglarin 6zgiirliigiinii savunan aydin tavrini benimsemesine olanak saglamasidir
(Rousseau ve Pichois, 1994: 99).

Karsilagtirmal1 okumalar, sadece iki veya daha fazla eseri, konu, motif, imge,
dilsel ve bigemsel, tipler ve karakterler acisindan kiyaslamaktan ibaret degildir.
Eserlerin, diger bilim dallariyla olan baglarini veya yansimalarini okuyan 6grencinin
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zihni bu alanlardaki yeni bilgi ve olgularla aydinlanabilecek, ufku genisleyebilecektir.
Karsilastirilan eserlerde kullanilan ilging sdzciikler, ifadeler, vurgular, yinelemeler,
epigraflar, anlam ve icerik ¢coziimlemeleri, 6grencinin metni derinlikli anlamasina,
dogru yorumlar yapmasina olanak saglayabilecektir. Bu arastirmanin, neredeyse
higbir uygulamali ¢aligmanin olmadig1 karsilastirmali edebiyat &gretimi alaninda
calismak isteyenlere 151k tutacagi umulmaktadir.

Arastirmanin Amaci

Bu arastirmanin amaci, Karsilastirmali Edebiyat Incelemeleri dersi alan Tiirkge
Ogretmeni adaylarmin karsilastirmali okumalarin kendilerine sagladigi katkilari
belirlemektir.

Karsilagtirmali metin okumalarini egitim agisindan ele alan bu caligmada
asagidaki sorulara yanitlar aranmistir.

Tirkge Ogretmen adaylari, destan cagi liriinleri olan Basat’in Tepegoz’ii
Oldiirmesi ile Odysseus Anlatir-Kyklonlar’1 okurken; siir tiiriinde, Tevfik Fikret’ten
Tecdid-i izdivag ile Frangois Coppée’den Le Pére’i incelerken; roman tiiriinde
Madam Bovary, Anna Karenina ile Ask-1 Memn{i’yu ¢6ziimlerken;

Metinlerler arasindaki benzerlikleri bulabildiler mi?
Metinler arasindaki farkliliklari bulabildiler mi?
Metinler arasindaki ortak yonleri bulabildiler mi?
Metinlerin kendilerine sagladiklar1 kazanimlar nelerdir?
Metinleri okurken karsilastiklar1 sorunlar nelerdir?

agrwnE

Yontem

Bu calisma, nitel arastirma deseninde tasarlanmis olup betimsel ¢oziimleme
yontemiyle olusturulmustur. Alt desen olarak durum c¢aligmasi izlenmistir. “Betimsel
analizde, goriisillen ya da gozlenen bireylerin goriislerini carpict bir bigimde
yansitmak amaciyla dogrudan alintilara sik sik yer verilir” (Yildirim, Simsek, 2018:
239). Arastirma verileri, arastirmaci tarafindan hazirlanan yar1 yapilandirilmis
gorisme formuyla elde edilmistir. “Yar1 yapilandirilmis gériisme hem sabit segenekli
cevaplamayr hem de ilgili alanda derinlemesine gidebilmeyi igerir. Teknigin
avantajlart da analizlerin kolayligi, goriisiilen kisiye kendini ifade etme imkani
tanimasi, gerektiginde derinlemesine bilgi saglamasidir” (Biiytikoztiirk ve digerleri,
2018: 159). Goriisme verileri, kod-tema ilkesine gore diizenlenip belli temalar
basliginda ortaya konmustur.

Calisma Grubu

Arastirmanin ¢alisma grubu, 2022-2023 6gretim yili Giiz déneminde Orta
Anadolu’da bir iiniversitenin Egitim Fakdiltesi Tiirkge Egitimi Anabilim Dali son
sinifta okuyan ve Karsilastirmali Edebiyat dersi alan 18 6gretmen adayiyla siirhdir.
22 kisilik sinifta adaylara uygulanan yar1 yapilandirilmis gériigme formundan gegerli
sayilan 18 dgrenciden goriis elde edilmistir. Adaylarin 12°si kiz, 6’s1 erkektir.
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Veri Elde Etme Siireci
Veriler, agagida belirtilen agamali ¢alismalardan elde edilmistir:

Calisma kapsamindaki Tiirkge Ogretmeni adaylarina, ilk asamada,
“karsilastirmali edebiyat”mn tanimi, tarihgesi, incelenme yontemleri hakkinda bilgi
verilmis, Tevfik Fikret’ten Ramazan Sadakasi ile Frangois Coppée’nin Noel Sadakasi
adiyla cevrilen siiri karsilagtirmali okuma metinleri olarak Orneklendirilmistir.
Siirlerin benzer, farkli ve ortak yonleri anlatilmis, her iki toplumda “sadaka”
imgesinin tasidig1 anlam, tarihsel ve kiiltlirel boyutta ele alinmustir.

Ikinci asama, belirlenen metinlerin adaylar tarafindan karsilastirmali okuma
stirecidir. 14 haftalik egitim slirecinin sonunda, adaylara destan/hikaye; siir ve roman
olmak iizere U¢ farkli tiirde okumalar1 Onerilmistir. Metin olarak, tarih- kiltiir
komsulugu ve mitolojik 6ge bakimindan benzesimler gosteren Dede Korkut
Hikdyeleri'nden Basat in Tepegoz’ii Oldiirmesi adl1 hikdye ile Homeros un Odysseia
destamindaki Odysseus’un Kyklop Polyphemus’u Oldiirmesi hikayesi; siir tiiriinde
Fransiz siirinden etkilenen Tevfik Fikret’in Tecdid-i /zdiva¢’1 ile Frangois Coppée’nin
Le Pére’i; roman tiiriinde de gergekgilik akiminin 6nciilerinden Gustave Faubert’in
Madame Bovary’si ile ondan izler tasiyan Halit Ziya’nin Agk-1 Memnii’su ve benzer
konuyu isleyen Tolstoy’un Anna Karenina’si se¢ilmistir. Metinler, 6zgiin basimlarin
cevirilerinden okunmus, karsilastirmali edebiyat alaninda kuramsal ve uygulama
boyutundaki ¢aligsmalara dayanilarak belirlenmistir (Dede Korkut Hikayeleri, 1976;
Odysseia, 1981; Kaplan; 1993:130; Kefeli, 2000: 85-97).

Uclincii asamada ise, adaylardan metinler arasinda donem, konu, tiir, imge,
bi¢im, dil ve slip acisindan bulduklar1 benzerlikleri, farkliliklart ve ortak yoénleri,
gorisme formuna yazmalari istenmigtir. Ayrica, karsilastirmali okumalarin,
kendilerine ne gibi katkilar sagladigi, hangi boyutta sorun yasadiklar1” sorulmus,
konuyla ilgili gériislerini yazmalar1 beklenmistir.

Verilerin Coziimlenmesi

Aragtirma kapsamindaki Tiirkge Ogretmeni adaylarindan toplanan goriisme
formlari, 1’den 18’¢ kadar rakamla, cinsiyet faktoriine gore (K1, K2,.. E1, E2.))
tarzinda kodlanmis, say1 ve harfle “1.gf (goriisme formu), 2.gf, 3.gf ” bigiminde
tanimlanmastir.

Adaylarin, forma yazdigi goriisler, arastirmaci tarafindan tek tek okunmus,
birbirine yakin veya benzer bulunan goriisler, ortak tema etrafinda birlestirilmis, farkli
ve Ozgiin goriigler ayr1 bir kategori olarak “diger” baslig1 altinda diizenlenmistir. Konu
dis1 olan veriler ¢oziimleme digt birakilmigtir. Mantiksal tutarlilik tagtyan ve aym
anlama gelebilecek goriisler, boyutlandirilarak bulgular yorumlanmistir. Adaylarin
amaglarini agikca ifade eden ve carpici bulunan goriisleri alintilanmistir. “Goriisiilen
kisilerin sdyledikleri 6nemli bilgiler esas alinmali. Arastirma konusu disinda kalacak
ilgisiz ve gereksiz bilgilere yer verilmemelidir” (Biiyiikoztiirk ve digerleri 2018: 164).
Verilerin ¢oziimiinde bes ortak tema belirlenmistir. Céziimleme sonunda, adaylarin
gorisleri, iki alan uzmani ve bir 6lgme-degerlendirme uzmani tarafindan incelenmis,
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simiflandirilan goriisler tablolar halinde sunulmustur. Alan uzmanlar1 arasindaki
uyum, Miles-Huberman (1994) yontemiyle belirlenmistir. Bu yOnteme gore
givenilirlik, “goriis birligi / goris ayrihigt + goris birligi” bigiminde
hesaplanmaktadir. Hesaplama sonucunda kodlayicilar arasindaki giivenilirlik %90
olarak belirlenmistir. Arastirmanin gecerlik ve giivenirligi i¢in bir alan uzmant ile bir
6lgme-degerlendirme uzmanimin goriisiine basvurulmus, verilerin dogrulugu
kanitlandiktan sonra degerlendirme yapilmustir.

Etik Kurul izni

Bu aragtirma, bilimsel arastirma ve yayin etigi ilkelerine uygun yiriitilmiistiir.
Kirsehir Ahi Evran Universitesi Sosyal ve Beseri Bilimler Bilimsel Arastirma ve
Yaym Etigi Kurulu'ndan (Tarih: 20/10/2022 ve No: 2022/08/17) etik izni alinmistir.

Bulgular

Bu boliimde, arastirma kapsaminda yer alan Tiirkge 6gretmen adaylarinin okuma
stirecinde karsilastirdiklart metinlerdeki benzer ve farkli yonler ile ortak noktalari
bulma konusundaki goriisleri ile metinlerin kendilerine sagladig katkilar ve okuma
stirecinde yasadiklari sorunlar incelenmektedir.

Tablo 1, Tiirkge 6gretmen adaylarinin okuduklar1 metinler arasinda benzer
yonleri bulma konusundaki gériislerini yansitmaktadir.

Tablo 1

Metinlerdeki Benzer Yonleri Bulma

Metinler Benzerlikler Toplam
Basat’in Tepegoz’ii  Her iki destansi dykiideki mitolojik dgeler (periler, 15
Oldiirmesi- Tepegdz ile Polyphemus, magaralar, koyunlar);

Odysseus Anlatir Basat ile Odysseus’un akla dayanan stratejileri ve

(Kyklonlar) yigitlikleri.

Tecdid-i izdivag-Le  Tiirk ve Fransiz toplumunda cocuk faktdriiniin 12

Pére aileyi baglayici, bir arada tutucu rolii.

Madame Bovary- Tiirk, Fransiz ve Rus romanlarinda gegen ‘“kadin”

Anna Karenina- figilirlerin ihtiraslari, yanls evlilikleri, yasak agklari, 16

Ask-1 Memni yollar1 farkli da olsa hayatlarin1 intiharlarla
sonug¢landirmalari.

Tablo 1 incelendiginde, 6gretmen adaylari, destanst oykiilerde gegen mitolojik
varliklar (Tepeg6z ile Polyphemus, periler) ile halka zulmeden unsurlarla savasan
Basat ile Odysseus’un akil ve gli¢lerini kullanmalarinin birbirine ¢ok benzedigini fark
etmislerdir. Siirlerde ise aralar1 gergin olan g¢iftlerin bir cocuklarinin diinyaya gelisi
haberi {izerine evliliklerini siirdiirme karart almalarmmin  benzer oldugunu
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belirtmiglerdir. Adaylar, romanlardaki kadin karakterlerin yanlig evlilikleri, yasak
agklar1 ve intiharlar1 agisindan benzer sorunlar yasadiklarina dikkat ¢ekmislerdir.

Tablo 2, Tiirkce 6gretmen adaylarinin metinler arasindaki farkli yonleri bulma
konusundaki goriislerini yansitmaktadir.

Tablo 2

Metinlerdeki Farkli Yonleri Bulma

Metinler

Farkliliklar

Toplam

Basat’in Tepegoz’i
Oldiirmesi-
Odysseus Anlatir
(Kyklonlar)

Tecdid-i zdivag-Le
Pére

Madame Bovary-
Anna Karenina-
Ask-1 Memn

Tepegdz, ¢oban ile peri iligkisinden dogarken,
Polyphemus’un deniz tanrisi Posseidon ile su
perisinden dogmasi; Tepeg6z’ii, parmagina biiyiili
yiiziik takan annesi korurken Polyphemus’u babasi
Posseidon’un korumasi; Basat tarafindan tek
gozlinden vurulan Tepegdz’lin dliirken, Odysseus
tarafindan tek go6zii kor edilen Polyphemus’un
yagamini siirdiirmesi. Basat’in Oykiisii dag, ova,
yayla, pmar gibi Oguz ilinde gecerken
Odysseus’un maceralarinin denizlerde, adalarda
geemesi. Tirklerde o ¢agda tek Tanri inanci
varken, eski Yunanda ¢ok Tanrili inanigin olmasi
(Zeus ve diger tanrilar).

Her iki siirde de mutsuz aile tablolarinin iglenmesi.
Fikret’in siirinde birbirlerini severek evlenen geng
¢iftin anlagmazlik nedeni bilinmezken, Coppée’nin
siirinde esine siddet uygulayan, sarhos bir
demircinin ge¢im kavgasinin islenmesi.

Tiirk, Fransiz ve Rus romanlarinda gegen “kadin”
figiirlerin, farkli gerekgelerden kaynaklanan yasak
asklara siiriiklenen ve sonu intiharla biten yanlig
evlilikleri.  (Emma’da  Paris  hayranligiyla
biitiinlesen aristokrat tabakada olma hedefi; Anna
Karenina’da tutkulu bir ask yasama istegi;
Bihter’de ise annesinin engellemesine ragmen,
zengin ve yash bir adamla evlenerek yalida bir
salon hanimefendisi olma amact).

12

Tablo 2 incelendiginde, Ogretmen adaylarimin yarisinin,
Polyphemus’un dykiileri arasindaki farkliliklari bulabildigi anlagilmaktadir. Adaylar,
siirlerde de aile mutsuzluklarina deginmisler, fakat Fikret’in siirinde mutsuzlugun

Tepegoz ile
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nedenini anlayamamislardir. Romanlarda ise hayatlar1 intiharla biten her {i¢ kadin
figliriin evliliklerinden beklentilerinin farkli oldugunu bulabilmislerdir.

Tablo 3, Tiirkce Ogretmen adaylarimin, karsilastirmali metinlerdeki ortak
noktalar1 bulma konusundaki goriislerini yansitmaktadir.

Tablo 3
Metinlerdeki Ortak Noktalar: Bulma
Metinler Ortak Noktalar Toplam

Basat’in Tepegoz’ii  Tepegoz ile kyklop Polyphemus’un dogaiistii, tek 14
Oldiirmesi- gozIlii, mitolojik varlik olmalari. Basat ile
Odysseus Anlatir Odysseus’un akillar1 ve yonetim becerileri.
(Kyklonlar)
Tecdid-i [zdivag-Le  Aile gegimsizligi, “cocuk” faktoriiniin aileyi 11
Pére birlestirici yoniiniin olmasi
Madame Bovary, Yanlig evlilikler, yasak agklar ve intiharlar 15
Anna Karenina,
Ask-1 Memna

Tablo 3 incelendiginde, 6gretmen adaylarinin metinler arasinda ortak noktalari
bulmada fazla zorlanmadiklar1 anlasilmaktadir. Destanlarda ortak yon, mitolojik
varlik olan “tepegdzler” ile onlar1 “akillar1 ve yigitlikleriyle yenen yoneticiler” olarak
belirtilmisken; siirlerde “aile gecimsizligi” ve birlestirici unsur olarak “cocuk”

faktorii, romanlarda ise “yanlis evlilikler”, “yasak agklar” ve “intiharlar”, ortak nokta
olarak ortaya konulmustur.

Tablo 4, Tirkge Ogretmen adaylarinin karsilagtirmali okuma metinlerinin,
kendilerine sagladigi katkilar konusundaki goriislerini yansitmaktadir.

Tablo 4
Metinlerin Adaylara Sagladigi Katkilar

Metinler Farkli kiiltiirleri tanima Toplam
Basat’in Tepegoz’ii  Odysseus  destaniyla antik Yunan kiiltiiriini, 15
Oldiirmesi- Basat’in Oykiisiiyle Oguz  Tirklerinin yagam
Odysseus Anlatir tarzlarini, inang ve degerlerini ve iinlii yigitlerini
(Kyklonlar) tanima.

(devam ediyor)
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Tablo 4 (devam)

Tecdid-i izdivag-Le  Tevfik Fikret ve Frangois Coppée’nin metinleriyle 13
Pére Tirk ve Fransiz toplumunda “aile yapisi” ve
“cocuk” faktoriiniin 6nemi hakkinda bilgi edinme.

Madame Bovary- Tiirk, Fransiz ve Rus romanlarinda gecen “kadin” 16
Anna Karenina-Ask-  figiirleri aile yasamlari, i¢ diinyalari ve toplumsal
1 Memni ¢evreleriyle tanima.

Tablo 4 incelendiginde, Tiirkge Ogretmen adaylari, her iki destanst Oykiide
toplumlarin kiiltiirlerini, yasam tarzlarini, inan¢ ve degerleri ile tarihsel kisiliklerini
tanidiklarini belirtmislerdir. Siir tiirtinde ise, Tiirk ve Fransiz toplumunda aile yapist
ve sorunlu evliliklerde ¢ocugun Sneminin ilgilerini ¢ektigi anlasilmaktadir. Adaylar
“Madame Bovary”, “Anna Karenina” ve “Ask-1 Memn{” romanlar1 yoluyla ti¢ farkli
kiiltirde (Fransiz, Rus ve Tiirk) kadin karakterlerin aile yapilari, evlilikleri, ruhsal

yapilari ve toplumsal ¢evreleri hakkinda bilgi edindiklerini belirtmiglerdir.

Tablo 5, arastirmaya katilan Tiirkce Ogretmen adaylarmin, okuduklart
metinlerdeki estetik yapiy1 fark etmelerine yonelik goriislerini yansitmaktadir.

Tablo 5
Metinlerdeki Estetik Yapiyi Fark etme

Metinler Estetik yapiy1 fark etme Toplam
Basat’in Tepegdz’i  Her iki destanda doga, yer (magara, pinar basi, ada) 14
Oldiirmesi- ve olay betimlemeleri (yoneticilerin ince taktiklerle
Odysseus Anlatir yaptig1 savagimlar ve zaferleri), halkin tepegdzler
(Kyklonlar) karsisinda tepkilerini dile getirmesi, Ozellikle

Basat’in  Oykiisiindeki  duygulanimlarla ilgili
ikilemeler, tekerlemeler, pekistirmelerin kullanimi.

Tecdid-i izdivag- Le  Toplumsal bir sorunu isleyen siirler geviri de olsa 12
Pére oykiilendirilme bi¢imini begenme.

(devam ediyor)
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Tablo 5 (devam)

Madame Bovary- Emma’nm, markinin balo davetinde ve Paris’te 15
Anna Karenina- sanat merkezlerini hayranlikla bir aristokrat gibi
Ask-1 Memni gezerken mutlulugunu dile getirisi; Rus saraylari ve

soylu malikanelerindeki balo betimlemeleri,
Anna’nin tren raylarinda liime kosarken yaptigi
i¢csel konugmalar; Bogazi¢ci mehtaplar1 ve Goksu
eglencelerinin  betimlenmesi, Bihter’in, aynada
kendisini ¢oziimlemeye c¢alismasi ve yasak askini
gizlemeye c¢alisirken igine distiigii duygu
¢ikmazinin anlatimi.

Tablo 5 incelendiginde, 6gretmen adaylari, destanlarda doga, yer (magara) ve
olay betimlemelerinin (Basat ve Odysseus’un tepegdzlerle savasimini) ve halkin
duygularinin anlatilmasini, estetik bulduklarini ifade etmislerdir. Adaylar siirlerde,
mutlu sonla biten bir aile sorununun diizyaziya yakin bir anlatim tarziyla hikaye
edilmesini, anlatim agisindan bagarili bulmuglardir.

Ogretmen adaylari, Emma’nin soylularin davetinde ve Paris’te bir aristokrat
edasiyla gezerken yasadigi mutlulugun anlatimini; Rus saraylari ve malikanelerinde
balo betimlemeleri ile Anna’nin dliime kosarken yaptigi igsel konugmalarin dile
getirilisini; Bihter’in aynada i¢ benligini ¢oziimlemeye calismasi, yasak askini
gizleme cabasindayken igine diistiigli ruhsal ¢ikmazin anlatimini sanatsal anlamda
estetik bulduklarini belirtmiglerdir.

Tablo 6, Tirkce 6gretmen adaylarinin okuduklari metinlerle ilgili  ¢ikarimlarim
yansitmaktadir.

Tablo 6
Incelenen Metinlerle Iigili Adaylarinmin Cikarimlar:
Metinler Cikarimlar Toplam
Basat’in Tepegdz’ii Yigitligin yam sira yonetenlerde (bey, hakan, 15

Oldiirmesi - Odysseus ~ komutan) akla dayali stratejik davranmanin
Anlatir (Kyklonlar) onemi.

Tecdid-i izdivag-Le Kiiltiirler farkli da olsa “gocuk” faktoriiniin aile 12
Pére mutlulugu i¢in tagidigi dnem.
Madame Bovary- Evlilikteki yanlis tercihlerin kisiye, sonu Sliimle 17

Anna Karenina- Ask-1  biten bedeller 6detmesi.
Memnil
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Tablo 6 incelendiginde, Ogretmen adaylarinin yarisindan ¢ogu, birtakim

o6nemli oldugu ¢ikariminda bulunmuslardir. Siir tiirlinde ise, adaylar farkli kiiltiirler
de olsa, ¢ocugun, aile mutlulugunu olusturmada 6nemli islevi oldugu goriisiinde
birlegmiglerdir. Romanlarda ise evlilikteki yanlig tercihlerin, kigiye sonu 6liimle biten
bedeller 6dettigi goriisiinii ortaya koymuslardir.

Tablo 7, karsilastirmali edebiyat okumalarinin, Tiirk¢e 6gretmen adaylarinin {ist
diizey diisiinme becerilerini gelistirme konusundaki goriislerini yansitmaktadir.

Tablo 7

Ust Diizey Diigiinme Becerilerini Gelistirme

Metinler Ust diizey diisiinme becerilerini gelistirme Toplam
Basat’in Tepegdz’i Basat ile Odysseus’un, tepegdzlerin insan 15
Oldiirmesi - yemelerini “problem olarak kesfetmeleri” ve
Odysseus onlar1 nasil 6ldiireceklerini “diigtinmeleri”, canlt
Anlatir(Kyklonlar) olan tek goziinden vurmalari, halki zuliimden

kurtarmalar1 “problem ¢6zme”, zorlu islerin
¢ozlimil i¢in akilli ve giiclii yoneticilerin olmast
gerektigi “cikariminda bulunma”.

Tecdid-i Izdivag-Le Her iki siirdeki kari-koca arasindaki huzursuzluk
Pére nedenlerini “diisiinme ve sorgulama”, nedenleri

konusunda “karsilagtirma yapma”, yeni dogan 13
bebegin, aileye mutluluk getirdigi “sonucuna
varma”.

Madame Bovary- Emma, Anna ve Bihter karakterlerinin es

Anna Karenina- Ask-  secimleri konusunda “elestirel diigiinme”, yasak

1 Memni asklarin1 “sorgulama”, “neden-sonug¢” iliskileri 16

kurma, evlilikte beklenti farkliligi konusunda
“tartigma ve yorum yapma”.

Tablo 7 incelendiginde, 6gretmen adaylarinin cogu, sozlii destanlar dahil, siir ve
roman tiirtindeki  yabanci eserlerle kendi edebiyatlarina ait eserleri okurken,
metinlerin, kendilerinin “elestirel okuma ve diisiinme”, “kesfetme”, “sorgulama”,
“kiyas yapma”, “problem c¢ozme”, ‘“neden-sonug iliskisi kurma”, “tartigma”,
“cikarimda bulunma”, “yorum yapma” gibi {st diizey becerilerini gelistirdigi
gorlisilinii belirtmiglerdir.
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Tablo 8, Ogretmen adaylarinin, karsilagtirmali metinleri okuma siirecinde
yasadiklar1 anlamlandirma sorunlarini yansitmaktadir.

Tablo 8
Anlamlandirma Sorunlart
Metinler Sorunlar Toplam
Basat’in Tepegdz’ii  Her iki destanin donemlerini (6ncelik-sonralik ve
Oldiirmesi, etkilesimlerini) belirlemede ve inang sistemlerini 9
Odysseus Anlatir (gerceklerle efsanelerin i¢ ice gegmesi) anlamada
(Kyklonlar) zorlanma.
Tecdid-i Izdivag-Le  Le Pére siirinde kari-koca arasmndaki gegimsizligin
Pére nedeni ¢ok agikken Tecdid-i Izdivag’ta sorunun 9
nedenini bulmada zorlanma.
Madame Bovary- Hirsli ve asirt hayalci bir kadin olan Emma’nin
Anna Karenina- soylu tabakaya girme ¢abalar1 ¢ok zorlama; zaten
Ask-1 Memna bir aristokrat bir kadin olan Anna’nin, yasak aski
ugruna kendisini cabuk tiiketmesini anlamada 12

zorlanma; Bihter’in yasl ve zengin bir adam olan
Adnan Bey’le evlenip yalinin hanimefendisi olma
¢abasina anlam verememe.

Tablo 8 incelendiginde, Tiirk¢e 6gretmen adaylarinin yarisinin her iki destanin
donemlerini belirleme, toplumlarin inang sistemlerini anlama ve etkilesimlerini
bulmada zorlandiklar1 goriilmektedir. Siir tiirinde de adaylarin gene yarisi, Tecdid-i
Izdivag’ta kari-koca arasindaki gecimsizligin nedenini anlamlandirmada sorun
yasadiklarini belirtmistir. Romanlarda ise adaylarin ¢ogu, kadin figiirlerin farkl
amaglar pesinde hayatlarimi kurgularken neden bu kadar ¢ok zorlandiklari konusuna
anlam verememisglerdir.

Tablo 9 ise Tiirkge 6gretmen adaylarinin, karsilastirmali metin okuma siirecinde
yasadiklar1 farkli sorunlari yansitmaktadir.
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Tablo 9

Diger Sorunlar

Sorunlar

Eserler

Toplam

Basat’in
Tepegdz’i Tecdid-i
Oldiirmesi-  Izdivag-Le
Odysseus Pére
(Kyklonlar)

Madame
Bovary-Anna
Karenina- Ask-1
Memni

Karsilagtirilan

metinlerin tarihsel,

toplumsal ve
sanatsal arka

planim1 anlamadaki

bilgi eksikligi

12 10

30

Kargilagtirilan
metinlerin
dénemlerini

kesin olarak
belirleyememe

10 6

21

Kargilagtirilan

metinler arasindaki

etkilesimleri
bulamama

18

Konulari tam
olarak
belirleyememe

14

Kargilagtirilan
metinlerdeki
imge/simge/motif
ve imleri
Ortiistiirememe

13

Karsilastirilan
metinleri dil ve
anlatim agisindan
yorumlama
becerilerindeki
yetersizlik

Tablo 9 incelendiginde, 6gretmen adaylari, metinleri okuma siirecinde, ilk sirada
“Karsilastirilan metinlerin tiretim bigimini etkileyen tarihsel, toplumsal ve sanatsal
arka plandaki bilgi eksikligi” sorunu yasadiklarini belirtmiglerdir, “Karsilastirilan
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metinleri dil ve anlatim acgisindan yorumlama becerilerindeki yetersizlik” ise son
sirada yer almaktadir.

Tiirkce Ogretmen Adaylarinin Karsilastirmah Edebiyat Okumalariyla Tlgili
Goriisleri

“Okudugum metinler, elestirel diisinmeme, sorgulamama, kiyas yapmama,
senteze varmama biiyiik 6l¢lide yardimci oldu. Ufkum genigledi. Romanlarda ise,
kendimi Emma’nin, Anna’nin, Bihter’in yerine koyarak hayata onlarin goziiyle
bakmaya c¢alistim. Destan ve siirlerde donemleri ve imgeleri bulmada biraz
zorlandim” (K 1).

“Basat’in Tepegdz’ii Oldiirmesi hikayesi ile Islamiyet éncesi Tiirklerin yagam
tarzini tanidim. Oguz Tiirkgesi hikayede su gibi akiyordu. Odesseia destaniyla da eski
Yunan kiiltiiriinli 6grendim. Bizim destanlarla aralarinda benzerlikler buldum.
Siirlerde ise evlilik kurumunda ¢ocugun 6nemini anladim. Emma’nin, Anna’nin ve
Bihter’in evliliklerinde yasadiklar1 sorunlar, i¢ diinyalarindaki catismalar empati
diinyam1 gelistirdi. Yasak askin sebeplerini sorgulamaya calistim. Evlilikleri analiz
ederken neden-sonu¢ iligkileri kurma, g¢ikarimda bulunma ve yorumlama
becerilerimin gelistigini diisiiniiyorum. Ozellikle, Anna Karenina’da c¢ok estetik
betimlemeler vard1” (K12).

“Destanlarda anlatim estetik buldum. Betimlemeli, akic1 bir anlatimlar1 vardi.
Fransiz siiri ¢eviri oldugu halde anlatimi hosuma gitti. Iki siirde de evlilikte bireylere
diisen sorumluluklar dikkatimi ¢ekti. Romanlarda ise {i¢ kadinin yaptiklari yanlis es
secimi sonucunda evliliklerindeki yikilma siire¢lerini anladim. Okurken, neden-sonug
iligkileri kurdum, kiyaslamalar yaparak elestirel bir gozle degerlendirme yaptim.
Hepsi okunmasi keyifli eserlerdi” (E6).

“Siirler ¢eviri de olsa mesajlarin1 anladim. Imgeleri bulmada acikgas1 biraz
zorlandim. Tepegdz ile Polyphemus’un birbirine ¢ok benzer yonleri var. Romanlarda
kadmn karakterler giizel, alimli, gen¢ ve sosyal olmalart agilarindan birbirlerine
benziyorlar. Tiirk yazarlarin, Fransiz romanindan etkilendigini bildigim ig¢in
etkilesimleri zannederim g¢ikarabildim. Metinleri karsilastirirken benzer ve ortak
noktalar1 daha kolay buldum ama farkliliklar1 bulmada zorlandim. Yabanci eserleri
okurken kendi edebiyatimizi da bu eserlerle kiyaslamis oluyoruz. Kiyas yapma,
sebep-sonug iligkileri kurma ve yorum yapma gibi becerilerimin daha da gelistigini
fark ettim” (E20).

Tartisma, Sonuc ve Oneriler

Aragtirma kapsaminda bulunan Tiirkge Ogretmen adaylarinin, okuduklari
metinlerde benzerlikleri ve ortak yonleri daha kolay saptayabildikleri halde
farkliliklar1 bulmada zorlandiklar1 anlagilmaktadir. Bunlar daha ¢ok okuma
eksiklikleri olarak karsilarina ¢ikan tarihsel bilgi ve kiiltiirel nitelikli imge
algilamasiyla ilgili 6gelerdir. Okuduklar1 metinlerde gegen imge, simge ve motifleri
acimlamada ve kendi ulusal eseriyle karsilagtirma noktasinda sorun yasadiklari ortaya



Karsilastirmali Edebiyat Okumalarimin Egitim Acisindan Degerlendirilmesi 201

cikmaktadir. Adaylarin, yabanci eserlerin yazildiklar1 donemleri, toplumsal yapi,
kiiltiirel ve sanatsal yonleriyle geregi gibi bilememekten kaynaklanan anlamlandirma
ve ulusal eserle Ortlistiirme sorunu yasadiklari gozlenmektedir. Metinler arasindaki
sosyo-kiiltiirel, siyasal ve tarihsel etkenler basta olmak iizere ¢ok cesitli etkilesimleri
anlamak i¢in daha derinlikli bilgilere gerek duyulmaktadir.

Aragtirmaya katilan Tirk¢e Ogretmen adaylarinin tamami, karsilagtirmali
edebiyat incelemeleri dersinin, kendilerine biiyiik katkilar sagladigini bildirmislerdir.
Cesitli eserler yoluyla farkl kiiltiirleri (Antik Yunan ile Orta Asya Tiirklerinin destan
donemini; Frangois Coppée ile Tevfik Fikret’te siir etkilesimlerini, XIX. yiizyil
Fransiz, Rus ve Tiirk romanlarindaki hayati) tanidiklarini, bu suretle onlarin yasayis
bicimlerini, geleneklerini, insan iligkilerini, diinyay1 algilayiglarin1 6grenerek cok
yonlii, zengin bakis agilar1 kazandiklarini belirtmislerdir. Adaylarin, farkli edebiyat
eserlerindeki estetik yapiyr fark ettikleri anlasilmaktadir. Bunlar daha ¢ok
betimlemeler ve anlati teknigindeki zenginliklerle ilgilidir. Basat’in Tepegdz’ii
Oldiirmesi adli metinde doga varliklar1 ve insanlarla ilgili tekerlemeler, ikilemeler,
diizyazi igindeki siirsel boliimler, Anna Karenina’da Rus saraylarindaki balo salonlari
ile Ask-1 Memni’da Goksu eglenceleri ve Bogazigi mehtaplarinin betimlemelerini,
buna drnek olarak gostermislerdir.

Aragtirmaya katilan adaylar, karsilagtirmali edebiyat metinlerini okurken
elestirel okuma ve diigiinme, problemi kesfetme, kiyaslama, sorgulama, neden-sonug
iligkilerini bulma, tartigma, ¢ikarimda bulunma ve yorumlama gibi iist diizey bilissel
becerilerinde gelisme kaydettiklerini ifade etmislerdir. Adaylar, farkli edebiyatlarin
romanlarint okurken iletisim kurma, empati yapma gibi karakterlerin i¢ diinyalarina
girmeye, onlarin géziinden hayata bakmaya, bu yolla onlar1 anlamaya calistiklarin
belirtmisglerdir. Emma’nin, Anna’nin ve Bihter’in yasamdaki amaclarini, evlilikten
beklentilerini, ugradiklar1 hayal kirikliklarii  ve intiharlarini, birey odakli
incelediklerini eklemislerdir.

Akademik bir disiplin olarak, c¢aligma alani genis ve disiplinlerarasi olan
karsilagtirmali edebiyatin egitimi de ¢ok emek isteyen, zorlu bir ugrastir. Alanyazin
tarandiginda, Tiirk¢e ve Edebiyat Egitimi alaninda, karsilagtirmali edebiyat okumalari
konusunda uygulamali alan aragtirmalarina neredeyse rastlanmamustir.
Universitelerin Tiirkoloji boliimleri ile Dogu ve Bati filolojilerinde, Karsilastirmali
Edebiyat boliimlerinde yaptirilan lisans ve lisansiistii tezler ile verilen derslerin
niteligi konusunda arastiricilarin kisisel gozlemlerini konu edinen bilimsel yayinlar
dikkat ¢ekmektedir. Alman dili dgretimi {izerine yapilan ¢alismada yabanci dil
Ogretiminin 6nemine isaret edilerek o dilin kiiltiirii ve edebiyatin1 anlamada, ¢agdas
edebiyat Ogretmeni yetistirmede karsilastirmali edebiyat derslerinin 6nemi
vurgulanmistir (Ozcan, 1999, 335-338). Kimi egitim fakiiltelerinin Tiirkge Egitimi
boliimlerine segmeli ders olarak konulmasi, dersin 6nemini giindeme getirmistir.

Ulkemizde karsilastirmali edebiyat calismalarmin, “iiniversite” araciligiyla
akademik bir disiplin olarak yerlesmesinin baslangic1 1940’11 yillara dayanir. Istanbul
Universitesi’nde Cevdet Perin’le baslayan ve ayni iiniversitede Cemil Meri¢’in
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calismalariyla siiren karsilastirmali edebiyat dersleri, alanin yayginlasmasinda 6nemli
rol oynamig, 1976 yilindan sonra da Ankara Universitesi Dil ve Tarih-Cografya
Fakiiltesi Alman filolojisinde Giirsel Aytac tarafindan siirdiiriilmiistiir. Yaygin ve
sistemli bicimde 6ne ¢ikis1 1990’11 yillardadir. Istanbul ve Ankara’nin disinda, izmir,
Konya, Eskisehir’in biiyiik {iniversitelerinde de Karsilagtirmali Edebiyat bolimii
acilarak alan daha da geligmistir (Aydin, 2019: 150-151).

Karsilagtirmali okumalarda goézlemlenen bir baska sorun da, farkliliklardan ¢ok
benzerlikler iizerinde durulmasidir. “Farkliliklardan ¢ok benzerlikleri karsilastirma
egiliminin agir bastigim sdyleyebilirim. Ornegin, James Joyce ile Oguz Atay’1, Kafka
ile Yusuf Atilgan’i, Thomas Mann ile Orhan Pamuk’u, Proust ile Tanpinar’i
benzerlikleri iistlinden karsilastirmak moda...Bir benzerlige isaret edilecegi zaman
pusula daima Bat1 edebiyatlarim1 gosteriyor...sdzgelimi ibsen’in oyunlari ile Haldun
Taner tiyatrosu arasindaki olasi farklar {izerinde diistinmeyi pek kimse akil
etmiyor...” (Ozkul, 2018: 48).

Oneriler

1. Tirk¢e ve Edebiyat 6gretmeni adaylarimi Kargilagtirmali Edebiyat dersine
hazirlayacak Kiiltiir Tarihi, Kiiltiirleraras1 Etkilesim, Imgebilim gibi derslerin,
6gretim programina konulmasi yararli olacaktir.

2. Ogretmen adaylarinin bu dersi almadan &nce karsilastiracaklar1 eserlerin
hangi donemlerin, hangi sanat akimlarina bagl bulundugunu yeterince kavramalari
icin Diinya Edebiyati dersinin iizerinde 6nemle durulmasi gerekir. Dersin saatlerinin
artirtlmasi uygun olacaktir.

3.0kuma Egitimi dersinde, ulusal edebiyat metinlerinin yani sira Diinya
edebiyati metinlerine de yer verilebilir. Ogrencilere, karsilastirma ve farkindalik
bilinci kazandirilabilir.

4. Edebiyat Bilgileri dersinde, diinya edebiyatlarinin ortak kullanimi olmus
motif, imge, simge, alegori vb terimlerin lizerinde daha ¢ok durulabilir.
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Abstract

The aim of this research is to analyze teachers' views on the education-teaching process and
teacher and student roles in the education system within the context of Paulo Freire's concept
of banking education. In this qualitative research, the data were obtained by utilizing an
individual interview form. The study group of the research consisted of 28 teachers selected
using the maximum diversity sampling method among the teachers working at the secondary
school level of public educational institutions in Ankara province. The data of the study were
collected in 2021 with the semi-structured interview form developed by the researchers in line
with expert opinion. The research data were analyzed using the content analysis method.
According to the findings of the study, within the context of Freire's concept of banking
education, teachers' views on the roles of teachers in the education system have changed
relatively, with "directing/mentoring” behaviors coming to the fore. Similarly, participants’
opinions regarding the dimension of student roles inclined to offer that student roles have
changed from “object” to “subject”. On the other hand, teachers’ opinions on the dimension of
education and teaching processes are that as expressed in the banking education model, the
practices of recitation-oriented, rote-learning, and summative assessment continue. It is
expected that the results of the study will provide practical ideas to all educational members,
especially teachers and school administrators, and contribute to the development and practice
of universal education policies.
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The criticisms of traditional or mainstream education practices have survived to
the present day by increasing in the second half of the twentieth century. These
criticisms are based on various grounds (Althusser, 2016; Apple, 1978; Baker, 2013;
Chomsky, 2007; Freire, 1991; Glasser, 2019; Holt, 2020; Kincheloe, 2018; Moulin,
2018; Pennac, 2019; Rose, 2019; Spring, 2014; Ural, 2004, 2006, 2011, 2016) and
mostly focus on the characteristics of mainstream education such as control,
exclusion, standardization, restraint, adaptation, processing, suppression of
differences, and alienation. Particularly with the social reproduction function of
mainstream education (Apple, 1978; Apple, 2011; Bourdieu & Passeron, 1990;
Bowles & Gintis, 1977; Freire, 1991; Willis, 2017), it is pointed out that economic
and cultural inequalities in society are deepened and reproduced.

Bourdieu (2013), noting that education systems in modern societies have the
largest share in the production and maintenance of social inequalities, states that
school is an act of social regulation and expresses that this social regulation positions
people into certain distinctions (Bourdieu, 2015). Bowles and Gintis (1977) also argue
that schools perpetuate the division of labor in society, serve the interests of an
oppressive capitalist order, and reinforce class inequalities. In his works on the
working class, Willis (2017) draws attention to how education links culture and class
in the reproduction of social hierarchy. Althusser (2016) argues that schools, which
he describes as an ideological state apparatus, place certain skills or the dominant
ideology in the minds of children, and states that the educational process actually
functions in accordance with the class position to be occupied after school. Illich
(2016), who draws attention through his more radical criticisms, points out that
schools are authoritarian and rigid and claims that true liberty can be achieved by
eliminating schools. On the other hand, the field of critical pedagogy (Kincheloe,
2018), largely founded on Paulo Freire’s ideas and practices in the 1960s, also has an
important place among the criticisms directed at mainstream educational practices.

Freire (2000) states that critical pedagogy treats education as a political act with
the aim of eliminating inequalities in society and bringing freedom to the oppressed.
According to McLaren (2009), instead of embracing the possibility of decolonizing
the conceptual, philosophical, epistemological, and cultural dimensions of learning
that are censored along the antipolitical lines of postmodernism, critical pedagogy
offers a major rejection of the reproduction of dominant ideologies and practices
inherent in capitalist schooling and, more broadly, globalized capitalism.

Arguing that critical pedagogy seeks to reclaim its vital role as a language of
both critique and possibility by addressing the growing threat of rigid authoritarianism
and market fundamentalism, Giroux (2008) marks neoliberalism as one of the most
pervasive and dangerous ideologies of the twenty first century. At a time when market
culture is colonizing everyday life and social forms are gradually losing their shape
or disappearing, educational institutions are, nevertheless, rising to prominence as a
solution (Giroux, 2011). Critical pedagogy encourages students to learn to influence
intellectual dissent as well as to take risks in creating the conditions for the forms of
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individual and collective representation that are instrumental to an essential
democracy (Giroux, 2008). Being one of the Marxist educators, Hill (2016) as an
organic intellectual (Gramsci, 1985) emphasizes the fact that Marxism is the main
option against capitalism/neoliberalism through his statement that: “We Marxists and
critical educators in general aim to serve and develop the interests of the working
class.”

Mainstream education practices that have received a lot of criticism encountered
many alternative school experiments in the process. Approaches of alternative
education, in which the theses of Ferrer, Godwin, Rousseau, Marx, Freire, Illich,
Stirner, Tolstoy, Reich, and Neill are discussed, emphasize a society in which
individual autonomy increases, rather than a social structure in which order and
efficiency are prioritized (Spring, 2014). Among these approaches, Paulo Freire,
known to be very influential in the intellectual infrastructure and practices of the
critical pedagogy approach, has a significant place (Blackburn, 2000). With a life
dedicated to liberty and pedagogy (Kaymak, 2021), Freire, according to Uddin (2019),
built critical pedagogy through a gradual cultural revolution designed to give a voice
and understanding to the oppressed and to liberate people from oppression,
domination and ignorance. One of the major criticisms of critical pedagogy against
mainstream education is the method of learning applied. This method, characterized
by Freire (1991) as accumulative education, is explained in detail through the concept
of banking education model. Freire’s definition of mainstream education as banking
education with the bank metaphor stems from the idea of being able to more clearly
show the active and passive elements and oppressors in the educational process
(Bybee, 2020). In his concept of banking education concerning mainstream education,
Freire (1991) explained the members and elements involved in the education process
by using banking terms such as savings, investor, investment object, account, and
interest. With the banking model of education, teachers in the mainstream education
system are seen as investors and students as elements - accounts - through which
investment objects are transferred. Teachers, who are considered active, transfer
knowledge to students in the form of depositing money into an account without
building any dialogue with them. Students in a passive position receive, accept and
memorize the information conveyed by the teacher, without questioning or
comprehending it, in order to store it in a manner appropriate to their account number
role. This memorized knowledge is returned to the teacher with interest at the end of
the exams. Instead of dialoguing, interacting, and communicating with the students,
the teacher as an investor invests by transforming the knowledge, which he or she is
going to transfer, into bonds - valuable paper that can be bought and sold and that
earns interest - which the students patiently absorb, memorize and repeat. This
situation, as Abraham (2013) emphasizes, obliges the student to accept whatever is
transferred by the teacher. Seen as an account -number-, the leeway given to students
is limited to accepting, sorting, and piling up what is deposited. The mainstream
educational practice, dominated by the banking approach to education, seeks to
mythologize reality. It resists dialogue, hinders creativity, and tames people. This
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orientation of the mainstream education system is also described by Ural (2011) as
the Mario Education Model, and it is highlighted that the students’ originality,
freedom, and independence are being destroyed.

Freire (1991) emphasizes that the mainstream understanding of education is
based on narrative and that this process consists of a narrating subject, the teacher (by
possessing all the knowledge), and students who listen patiently (by knowing
nothing). This, in a way, resembles John Locke’s proposition of the mind interaction
of tabula rasa (blank slate) (Cardinal, 2017). However, Freire (2019) defines teaching
and learning not as the transmission of some content and the student’s general
memorization of the content transmitted by the teacher, but as teachers’
methodological critical work that initiates the process of understanding things as well
as their advance along the students’ equally critical cognition. Freire (2021) criticizes
the content of the traditional banking education curriculum as it can never lead to
developing students’ critical consciousness. This is seen to be stemming from the fact
that this curriculum is not connected to students’ lives, and it focuses on teaching
isolated vocabulary and lacks concrete activities. As an alternative approach, he
proposes mutual participation between teachers and students and criticizes the
external imposition of curriculum on schools. One of Freire’s most notable arguments
is his belief in the possibility of combining freedom with responsibility, and therefore,
he suggests seeking a balanced approach to designing educational plans and programs
that can account for both (Saleh, 2013). For Freire, evaluation is an essential part of
the learning process. However, the assessment procedures of banking teaching, which
aim to silence constructive diversity and constructive criticism, are seen as tools of
manipulation used by teachers (Freire, 2021). Freire (1991) rejects all these
mainstream educational practices, which he describes as banking education, and
proposes the problem-posing model of education as a means of liberation.

In Tiirkiye, the education system is governed by the Ministry of National
Education and its systems based on the Constitution of the Republic of Turkey and
the National Education Basic Law No. 1739. Turkish education as defined in the
Constitution is modern, scientific, and secular education. However, although this is
the case on paper, it is debatable to what extent the national education system is
actually based on contemporary scientific and educational principles (Adem, 2000).
Ozoglu (1986) states that the Turkish education system is centralized, authoritarian,
overly disciplinary, eliminative rather than developmental, transmissionist, far from
social needs, does not follow scientific developments, is carried out with temporary
policies, does not include specialization, and receives a smaller share of national
income. Ural (2004) points to a competitive approach to education and states that this
approach renders the individual passive, is oriented towards continuous information
overload, and is based on the "apparent” assumption that those who express the
desired information at the desired time are considered successful.
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Obijective

The aim of this study is to analyze teachers' views on the education-teaching
process and teacher and student roles in the education system within the context of
Paulo Freire's concept of banking education. In order to achieve this aim, answers to
the following questions were sought.

1. Within the context of Freire's concept of banking education, what are teachers'
views on the role of teachers in the education system?

2. Within the context of Freire's concept of banking education, what are teachers'
views on the role of students in the education system?

3. Within the context of Freire's concept of banking education, what are teachers'
views on the education-teaching process in the education system?

Method

In this section, explanations about the research model, the characteristics of the
study group, and data collection and analysis are given.

Research Model

In this study, the phenomenological design of the qualitative research method
was used. The phenomenological design focuses on phenomena that we are aware of
but do not have an in-depth and detailed understanding of. Its practice emphasizes
subjective experiences (Sart, 2015). Occurrences, also called phenomena, can appear
in various forms such as events, experiences, perceptions, orientations, concepts, and
situations (McMillan, 1999; Patton, 1990; Yildinm & Simsek, 2005). The
phenomenological design appears to be based on individual experiences. In this
design, the researcher is interested in the subjective experiences of the participants,
examining their perceptions and the meanings they attribute to events. In other words,
phenomenology, also called “gdriingiibilim” in Turkish, is a design that seeks to
answer the question: What is reality? Creswell (2015), Merriam (2013), and Patton
(1990) further argue that one of the significant aims of descriptive phenomenological
design is to define phenomena.

Study Group

In this study, maximum variation sampling, one of the purposive sampling
methods or non-probability-based sampling methods (Ural & Kilig, 2005), was used
to determine the participants. The aim here was to create a relatively small sample and
to maximize the diversity of individuals who may be parties to the problem under
study. The purpose was not to ensure diversity in order to make generalizations; on
the contrary, it attempted to find out whether there are common or shared facts and
differences between the diverse situations and present different dimensions of the
problem according to the diversity (Yildirim & Simsek, 2005). Through the literature
review, it was ascertained that 25-40 participants tend to be used in the studies
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concerning the research topic and implementing the interview method. Accordingly,
considering the purpose and sub-objectives of the research along with the maximum
diversity sampling method, three participants were reached in the pre-implementation
and 28 participants in the implementation. In the pre-implementation, it was observed
that the participants expressed what should be, rather than describing the current
situation. Essential arrangements were made in the interview form and the
implementation was started. The study group of the research consisted of 28 teachers
working at the secondary school level of public educational institutions within the
borders of Ankara province in the first semester of the 2021-2022 academic year. In
the study group of the research, maximum variation was taken into consideration and
efforts were made to diversify demographic characteristics such as gender,
educational status, professional seniority, branch of education, and age in order to
obtain the maximum variation.

Table 1
Personal Information of the Teachers in the Study Group
) Teachers

Variable Group n %
Female 17 60.7

Gender
Male 11 39.3
Total 28 100
Mamak 9 321
Cankaya 8 28.5

Districts Yenimahalle 4 14.2
Altindag 2 7.1
Elmadag 2 7.1
Kizilcahamam 2 7.1
Camlidere 1 3.5
Total 28 100

Branch of Physical Sciences 3 10.7

Education Mathematics 4 14.2
Information 1 35

Technologies 1 35

Visual Arts 2 7.1
Religious Culture 5 17.8
Turkish 3 10.7
Social Studies 2 7.1
English 1 35
Psychological Counseling 1 3.5
Music 1 3.5

Physical Education

(continued)
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Table 1 (continue)

Total 28 100
1-10 10 35.7
Professional 11-20 12 428
Seniority (year) 21 and above 6 21.4
Total 28 100
20-25 6 21.4
Age 26-30 4 14.2
31-35 5 17.8
36-40 7 25
41 and above 7 25
Total 28 100
Educational Undergraduate 20 714
Status Masters 8 28.6
Total 12 100

As seen in Table 1, 17 of the teachers in the study group were female and 11
were male. According to the districts in which they were assigned, nine teachers were
from Mamak, eight teachers were from Cankaya, four teachers were from
Yenimahalle, two teachers each were from Altindag, Elmadag, and Kizilcahamam
and one teacher was from Camlidere. In terms of professional seniority, there were 10
teachers in the 1-10-year range, 12 teachers in the 11-20-year range, and six teachers
21-year range and above. Six of the participants were between the ages of 20-25, four
were between the ages of 26-30, five were between the ages of 31-35, seven were
between the ages of 36-40, and seven were 41 years and above. The distribution of
teachers according to branches is as follows: Guidance and Psychological Counseling
one teacher, Social Sciences three teachers, Mathematics four teachers, Foreign
Language two teachers, Religious Culture and Moral Knowledge two teachers,
Turkish five teachers, Physical Sciences three teachers, Visual Arts, Music, Physical
Education, Information Technologies and Software one teacher each.

Data Collection Tools

A semi-structured interview form prepared by the researchers was used in the
study. The interview form, for which the necessary ethics committee permissions were
obtained before the implementation, consisted of two parts. In the first section, where
information about the purpose of the study was given, questions were included to
determine the gender, district, branch of education, professional seniority, age, and
educational status of the teachers. This section also includes an explanation that aims
to inform the participants about Paulo Freire and banking education. In the second
part, there were three questions about teacher roles, student roles, and educational
processes in that teachers could reflect their opinions on the concept of banking
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education. Since a clear comprehension of questions in the interview form by the
participants would ensure that the interview was effective (Yildirim & Simsek, 2005),
the opinions of three experts familiar with the Freirean literature were sought for the
validity of the questions in the draft interview form, and the opinions of two Turkish
teachers were sought for the correction of grammatical errors. A pilot study was
conducted on the interview form, and the form was finalized by receiving final
feedback regarding its content and comprehensibility from three teachers who
participated in this study.

Ethical Committee Approval

The ethical committee approval was obtained from the Ethics Committee of
Educational Sciences of Gazi University, dated 10.08.2021 and numbered E.130549.

Data Analysis

The content analysis method was used to construe the data obtained in the study.
In order to avoid data loss in content analysis and to express the relationships between
codes, categories, and themes more clearly, the analysis was carried out with the help
of the NVivo 12 package program. In this way, it was aimed to analyze and manage
all qualitative data in depth without losing data richness (Bazeley & Richards, 2000).
In the analysis of the data, the interview texts studied by the researchers were
transferred to the relevant program. Each analyzed interview form was assigned a
number.

Themes and categories were identified by analyzing the responses to the
questions. It was ensured that the data obtained from the interview were represented
without a reductionist attitude. In the data analysis, the members were grouped under
three themes and 19 sub-themes by fulfilling the validity and reliability conditions.
The themes that emerged as a result of the analysis were modeled and visualized so
as to show the connections and frequencies among them. The sentences that were
determined to be used as verbatim quotations were identified, presented and
interpreted under the title of findings.

Validity and Reliability

The collected data have been kept available for disclosure when necessary.
Expert opinion was sought for the suitability of the data collection tool. The criteria
for external reliability can be listed as defining the people participating in the research
and the general outlines of the research; explaining the concepts related to the research
topic; presenting information about the decoding of the data (collection, analysis,
interpretation, etc.) and explaining the research steps. Direct disclosure of the data
obtained with a descriptive approach, approval of the results of the research by a field
expert, and conducting data analysis within the limits of the conceptual framework
were applied in the research as the internal reliability criteria offered by Yildirim and
Simsek (2015). Peer validation was used for the internal validity of the study. Creswell
(2015) states that this validation is one of the methods used to ensure credibility in
qualitative research. The analysis results obtained to test the consensus in the study
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were coded independently by both researchers. In order to test the consensus, Miles
and Huberman’s (2015) formula (Consensus Percentage) = [Consensus / (Consensus
+ Disagreement) x 100] was used and the reliability was calculated as ~89%.
According to Miles and Huberman’s (2015) statement that the percentage of
consensus should be 70% and above to ensure reliability in qualitative research, it was
concluded that the analyses conducted were reliable. A coding system was used by
making one-to-one quotations from the opinions of the study group. Expert opinion
was utilized during the analysis and the analysis was conducted twice by the
researchers to ensure reliability. At the same time, two expert opinions were taken and
the categories were agreed upon.

Results

The findings obtained in the study are presented under three headings in
accordance with the sub-objectives of the research.

Findings Regarding Teacher Roles

In line with the objective of the study, the participants were asked to evaluate
judgements as in the below regarding the role of the teacher implemented in Paulo
Freire’s concept of banking education, by taking the current education process into
consideration:

= The teacher teaches.

= The teacher knows everything.

= The teacher thinks.

= The teacher speaks.

= The teacher disciplines.

=  The teacher chooses and implements his/her choice.

= The teacher does/makes.

= The teacher chooses the curriculum.

=  The teacher confuses the authority of teacher knowledge with her/his
own professional authority and asserts this authority in opposition to
the liberty of students.

=  The teacher is the subject of the learning process.

As a result of the analysis of the teacher opinions collected for the first sub-
objective of the study, the six themes related to teacher roles are: The teacher “leads
to knowledge”, “shares authority”, “teaches learning”, “learns while teaching”,
“guides” along with “the curriculum independent of the teacher”. These themes are
presented in Figure 1.
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Figure 1

Themes Related to Teacher Roles

Teacher Roles

Directs to
Knowledge

q The Curriculum
Sha res Teach.es Learns V_Vhl le Directs Independent of
Authority Learning Teaching the Teacher

Examples of participant views and frequency distributions of these themes are
presented in Table 2.

Table 2
Frequency Distributions and Examples of Opinions on Teacher Roles
Themes Opinions f
P11: “In the current education process, the teacher, instead of
Leads to teaching, tries to reveal the inventive side of the students by
Knowledge  showing the way of learning.” 119
P13: “The teacher leads as a guide in accessing information.”
P8: “Educational activities are carried out by teacher-student
Shares . cooperation.”
Authority P15: “The teacher and the student think, talk, choose, apply, and
do/make together.” 221
P22: “As teachers in the 21st century, we are not only teachers but
Teach_es also learners.”
Learning P20: “The teacher teaches learning.” 117
P28: “The teacher knows that he/she does not know everything.”
.. P7: “We should be (innovative) and open to innovation. We should
Learns while . . - - -
X be in the position of learning leader, acting with the student, 223
Teaching

learning, planning according to the student’s status, participative
and moving towards integrity.”

(continued)
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Table 2 (continue)

The Curriculum P18: “The teacher implements the selected curriculum.
Independent of the  He/she is not active in the selection process.”
Teacher P12: “The teacher does not choose the curriculum, she/he 112
applies the available curriculum.”
Guides P16: “Today, individual creativity has come to the fore due
to the rapid development of technology. In order to carry it
further, the teacher needs to fulfill her/his role of directing.” 332

P13: “The teacher is only a guide for the student to reach
the information presented with methods and techniques
appropriate to his/her interests and needs.”

Total 1124

According to Table 2, a total of 28 participants expressed 135 opinions (f=135)
about the role of the teacher. Under the theme of "guides" regarding the teacher roles,
the highest number of participants was reached by 19 participants and the highest
number of opinions was reached by 32 opinions. Among the other themes, 15
participants expressed opinions on the theme of “leads to knowledge”, 13 on the
theme of “learns while teaching”, 13 on the theme of “shares authority”, 12 on the
theme of “curriculum independent of the teacher”, and 10 on the theme of “teaches
learning”. As can be seen from these findings, the participants emphasize the
“guidance” role foremost among the teacher roles. The following opinion of one
participant (P9) is important in terms of showing the central position of the student in
the learning and teaching processes with the new teacher roles that come to the fore
in parallel with the change in education:

P9: Although the teacher is the active subject of the learning process, the fact
that the teacher is completely active in the learning process and conducts the process
completely independently of the student will make learning tiring for the teacher and
boring for the student and will not create an effective learning environment. For this
reason, it is ensured that the student is to be at least an active subject as much as the
teacher.

This can be interpreted as Freire’s (2019a) assertion that teachers define being a
teacher, and therefore teaching, as a professional job that requires, above all, constant
intellectual attention and epistemological curiosity, the capacity to love, creativity, the
stimulation of scientific competence, and the rejection of scientific reductionism. A
progressive educator should not teach in a mechanistic way, and should not be content
with merely conveying a profile of the comprehension of the object to students (Freire,
2000).
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Findings Related to Student Roles

The participants were asked to evaluate Paulo Freire’s judgments about the
student in the traditional education process within the concept of banking education,
by taking the current education and teaching process into consideration:

= Students take lessons.Students do not know anything.

= Students are thought of.

= Students listen quietly.

= Students are disciplined.

=  Students follow teachers’ choices.

= Students have the illusion of doing through the action of the teacher.

= Students, who are not consulted, follow the chosen topics.

= The professional and informational authority of the teacher restricts
students' liberty.

= Students are only objects in the education process.

Teachers’ opinions on student roles were analyzed and six purposive themes
were reached. The themes generated from the teachers’ opinions are named “students

CRINT3: CEINT3 CERNNT3

are active”, “individual differences are important”, “students are valuable”, “students

ERINT3

have discipline problems”, “students have readiness” and “students are subjects”, and
these themes are presented in Figure 2.

Figure 2
Themes Related to Student Roles

Student Roles

Individual
Differences Are
Important

Students Are

Discipli
Valuable seipine

Problems

Students Have
Readiness

Students Are
Subjects

Students Are
Active

‘ ‘ Students Have

Examples and frequency distributions of participant views on the themes in
Figure 2 are presented in Table 3.
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Table 3
Frequency Distributions of Student Roles and Examples of Opinions
Themes Opinions f
P13: “The student is not in the role of listening constantly.
Students Are She/_hg is more in the”role of talking, asking questions, and
Active participating actively. 226
P15: “Students should not be passive; they should be active
and involved in the process.”
P27: “The curriculum is determined in line with students’
interests and needs. Individual differences are taken into
Individual account.”
Differences Are P7: “Each student is an individual, so each individual’s 113
Important learning level, interest, and needs are different. The learning
environment is created based on the student and her/his
different interests and needs.”
P15: “We can improve ourselves in our teaching technique by
taking student opinions into consideration during the
Students Are education and teaching process. We can ensure that more 119
Valuable students enjoy the process and improve themselves.”

P3: “The student is the one who dreams, and expects respect
and value. They are made to believe that they can succeed.”

P11: “Today’s students have difficulties with discipline and
The Students Have authority.”

Discipline 14: “While discipline is good, self-discipline is always 113
Problems beneficial; disciplinary rules enforced from outside are
useless.”
Students Have P18: “When students are involved in the process with a
Readiness certain level of readiness, it is not considered normal that they
do not know anything. They come with a little bit of 117
knowledge.”
P19: “Students come to school with a certain background.”
Students Are P11: “Students have become the subjects of the education
Subjects process, not objects.”
P19: “The student is the practitioner and doer. The subject of 224
the learning process is the student.”
Total 1106

According to Table 3, a total of 28 participants expressed 106 opinions (f=106)
about student roles. Under the themes of “students are active” and “students are
subject” regarding student roles, the highest number of participants was reached with
21 participants, and these themes involved 26 and 24 opinions, respectively. The other
themes, “students are valuable” involved 18 participants, “students have readiness”
involved 15 participants, “individual differences are important” involved 13
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participants and “students have discipline problems” involved 13 participants. One
participant expressed her/his views on student roles as follows:

P7: Since a student-centered system is applied, the student is active and the
teacher plays a coordinating role. It is almost impossible to talk about the permanence
of learning in a learning environment where the teacher is active in the teaching
environment and the students remain passive, so the interaction continues in one
direction. Students are generally active participants in the process. Any knowledge
where the student is completely passivized, where he/she is only the “receiving” party,
where he/she learns without experiencing it, is not useful and permanent.

This finding can be considered as a reflection of the studies aimed at improving
the school system by developing student-centered, subject-oriented lessons and
content (Parlar, 2012). This is supported by Soysal and Radmard’s (2018) view that
as learners become co-authorities through specific pedagogical moves at the right time
and in the right context, they would be intellectually responsible for contributing to
the learning phenomenon in the classroom, and they would be more deeply engaged
in classroom processes and tend to exhibit minimal negative behaviors.

The participants also drew attention to the disciplinary process in their views on
student roles and expressed their opinions on the problems they experienced in the
process. The evaluations of one participant on this issue are as follows:

P11: Yes, we adopt a student-centered approach. | also believe that students
should be active and participatory, and | apply such an educational approach.
However, while putting the student at the center, perhaps we miss something at some
points. Because today’s students have difficulties with discipline and authority. The
solution to this is to carry out discipline and authority in cooperation with teachers,
administrators, and parents.

This supports Freire’s (2000) view that a democratic educator should express
himself in a way that does not allow his authority to weaken in order to support the
liberty of students, does not reduce himself neither in favor of his authority nor in
favor of the liberty of students, and is neither authoritarian nor unruly.

Findings Related to Education and Teaching Processes

Participants were asked to express their opinions on Paulo Freire’s judgments
about the traditional education system in the concept of banking education, by taking
the current education and teaching processes into consideration:

=  There is an education and teaching process based on rote memorization.

»  The education and teaching processes are far from developing students’
problem-solving skills.

= “Recitation” is a constantly-used method.

= Classroom dialog is limited.

= Student opinions are not taken into account in matters related to the
education and teaching processes.
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» Filled with knowledge, students are asked to demonstrate this
knowledge in pencil and paper tests.

By analyzing the research data, seven themes were reached based on teachers’
views on education and teaching processes which is associated with the third sub-
objective of the research. These themes, termed as “dominance of the recitation
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method”, “in-class dialogue”, “result-oriented assessment”, “ongoing rote learning”,

CEINT3

“contradiction between theory and practice”, “constructivist approach” and “diversity
of methods”, are presented in Figure 3.

Figure 3

Themes Related to Education and Teaching Processes

Education and
Teaching
Processes

/ \
- I Contradiction
Dominance of In-Class o??:::: 4 o";i:':g Between Constructivist Diversity of
the Recitation Dialogue Assesment e 11;:':] :ﬂi Approach Methods

Examples of participant opinions and frequency distributions of these themes in
Figure 3 are presented in Table 4.

Table 4

Frequency Distributions and Examples of Opinions Regarding Education and
Processes

Themes Opinions f

P6: ““Recitation” is a constantly-used method.”
P1: “Recitation is a method that is constantly used because
children need to complete certain curricula.” 19

Dominance of
Recitation Method

(continued)
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Table 4 (continue)

In-Class Dialogue

P12: “Students’ in-class dialog is not limited; they can consult
their teachers and peers about the topics they want and they can
easily establish dialog in classroom practices.”

P19: “The questions asked by the students and their curiosity
about the subject have an important place in shaping the learning
process.”

16

Result-Oriented
Assessment

P21: “I can say that in the education process, rote memorization
and recitation methods are used and student knowledge is
measured by paper and pencil tests.”

P20: “The written process continues in measurement.”

19

Ongoing Rote
Memorization

P2: “There is rote learning. The best example of this is the tests
we do.”

P14: “Today, there are still processes based on rote learning and
traditional methods.”

23

Contradiction between
Theory and Practice

P14: “Written exams and tests are still a way of evaluation today;
I personally think it is not right, it is against the principles
adopted; although current studies have been tried to be done
regarding this, no results have been obtained yet.”

P16: “When we look at the actuality of the education and
teaching processes, which are constructivist in theory but
traditional, rote-based education structure continues in practice.”

10

Constructivist
Approach

P4: “Although some of these judgments have lost their
theoretical effectiveness with the transition to constructivist
education in Tiirkiye in 2004, some of them are still current in
practice for various reasons."

P24: "Education is mostly implemented in a student-centered
constructivist model.”

45

Diversity of Methods

P23: “We are now in the age of technology and we use it as a
material. These methods-techniques attract the student’s
attention more and it becomes inevitable for them to get
involved.”

P19: “We use various teaching methods for students to construct
knowledge. Six hats, brainstorming, station, which include active
learning techniques, provide permanent learning for students.”

114

Total

146

As seen in Table 4, 28 participants expressed 146 opinions (f=146) on education
and teaching processes. Under the theme of “constructivist approach” regarding
education and teaching processes, the highest number of participants was reached by
25 participants and the highest number of opinions was reached by 45 opinions. For
the other themes, 18 participants expressed opinions on the theme of “ongoing rote
memorization”, 17 on the theme of “dominance of the recitation method”, 15 on the
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theme of “result-oriented assessment”, 15 on the theme of “in-class dialogue”, 14 on
the theme of “diversity of methods” and nine on the theme of “contradiction between
theory and practice”.

In general, the mainstream education system, which has a widespread disease of
recitation (Kalsoom et al. 2020), finds it very difficult to avoid the banking model of
education, given the challenge of changing the entrenched structure of socio-cultural
norms (Alam, 2013). The fact that the constructivist approach theme was prominent
among the participants’ views is similar to the findings of the studies conducted by
Cinar et al. (2006) and Evrekli et al. (2009). The evaluations of the two participants
quoted below regarding the education and teaching processes are important in terms
of revealing the differences among opinions:

P7: Learning by doing and experiencing, which puts the student at the center of
the learning environment, has made knowledge and learning permanent. | have
observed that learning is more permanent when the education and teaching
environment is organized according to student needs, materials appropriate to the
learning outcomes are used and the learning environment is made fun.

P12: Although today’s education system contradicts the above views with its
student-centered structure, it cannot be called completely student-centered or teacher-
centered in terms of applicability. Today, students are expected to take an active role
in the education and teaching processes, but there are shortcomings in terms of
applicability. The educational process aims to develop problem solving skills, but it
cannot be said to be very successful in this.

Discussion, Conclusion and Suggestions

When the participants’ opinions on the role of the teacher used by Paulo Freire
in the concept of banking education are analyzed, it is observed that by changing the
teacher’s subject role and authoritarian attitude, the concept exhibited a more
democratic attitude. Participant opinions on the role of the teacher focused on the
themes of “guides”, “leads to knowledge”, “learns while teaching”, “shares authority”
and “teaches learning”. This finding is in contrast to the findings of another study
conducted by Akpinar and Gezer (2010), which showed that despite the discourses of
change and innovation that have been frequently voiced in recent years, the traditional
understanding of education is still dominant in schools and teachers do not fully adopt
new educational approaches, while it is similar to the results of studies on teacher
roles conducted by Cakmak (2011) and Kiigiik (2015). In addition, the tendency of
teachers to emphasize their guidance role in this study supports the findings of the
study conducted by Akpinar and Aydin (2007) that teachers are open to development
and change.

According to the results of the experimental study conducted by Kog (2006)
aiming to determine the characteristics of teacher-learner roles and interaction system
in constructivist learning classrooms, it was concluded that teacher-learner and
learner-learner interactions in constructivist classrooms were quite intense. Freire
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(2000), who attaches great importance to classroom dialogue, expresses his views on
this issue as follows:

The dialogue is full of curiosity and restlessness. It is full of mutual respect
between the subjects engaged in dialogue. Dialogism requires maturity, a spirit of
adventure, confidence in questioning and seriousness in finding answers. In a
dialogical environment, the questioning subject knows the reason for being a
questioner. It does not ask questions just for the sake of asking or just to appear alert
to the listener (pp. 99).

According to the findings of a study conducted on the effects of constructivist
learning approach practices on classroom management, it was concluded that
constructivist learning approach had a positive effect on classroom management in
general (Yildinm & Dénmez, 2008). According to the findings of another study
examining the classroom models used by teachers, it was concluded that teachers did
not use the traditional model, while almost all of them used the developmental model
(Babaoglan & Yildirim, 2011).

When the participants’ opinions on the role of student used by Paulo Freire in
the concept of banking education are examined, it is observed that the student leaves
the passive role and increases her/his participation in the process. This interpretation
is confirmed by the fact that the participant views on the role of the student are
concentrated in the themes that the student is in the role of subject and active, is
valuable, and has an appropriate readiness. These themes, which were reached as a
result of the analysis of the data of the research, show that the participants have more
positive thoughts about Paulo Freire’s concept of banking education in a different way
from the negative - passive - expressions he used about the student in the traditional
education process.

When the views of the participants on the education and teaching processes used
by Paulo Freire in the concept of banking education were examined, the themes of
ongoing rote memorization in the education and teaching processes, the dominance of
the recitation method, result-oriented assessment and the continuation of the
contradiction between theory and practice stood out. These findings show that the
participants’ evaluations of the educational process were influenced by the efforts to
change the curricula based on the constructivist approach, which has been
implemented in the education system since 2004 to cover all levels of formal
education.

According to the results of another study investigating the level of
implementation of constructivist learning theory by branch teachers in secondary
schools, it was observed that teachers did not sufficiently encourage students to take
part in group activities and work in cooperation, did not use information and
communication technologies at a level that would improve their knowledge and skills,
did not ask questions that could measure their prior knowledge, or could not spread
this throughout the class (Kiigiik, 2015). Freire (2000) advocates an education that
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consists of questions rather than answers, suggesting an education that involves
“reading the context” and “reading the world” rather than an education limited to
“reading the word” or “reading the text”. Freire’s approach requires critical analysis
of the situation, coordination, dialogue and action, and such is relevant and useful in
today’s world (Rugut & Osman, 2013). Freire emphasizes the consideration of theory
and practice together and draws attention to the importance of praxis. He marks an
educational practice in which there is no consistent relationship between what
educators say and what they do as a disaster (Freire, 2019a). In Freire (2019b) who
says “It is my practice, but my theoretically enlightened practice that evaluates what
I do.” (pp. 57) it is not possible to separate action and reflection in the process of
praxis. Otherwise, it is either mindless activism or empty theorizing (Mayo, 2011).

With this study, which aims to determine the opinions of the participants on
Paulo Freire’s concept of banking education, it was concluded that

* the dominant role of the teacher in Paulo Freire’s concept of banking
education has changed and evolved into the role of directing,

» similarly, the passive student role in Paulo Freire’s concept of banking
education has also changed and evolved into the role of subject,

» the characteristics and practices related to the education and teaching
processes in Paulo Freire’s concept of banking education continue without any
significant change.

This research, which aims to examine the actuality of Paulo Freire's banking
education model, is limited to the opinions of the branch teachers working in public
secondary schools in Ankara. Therefore, it only provides information about the
education and teaching processes of schools at this level.

Based on these results, it may be recommended to conduct detailed research on
the reasons why the educational process has not changed despite the change in teacher
and student roles. In particular, new research on the subject can be focused on the
basis of the continuation of rote memorization, the prevalence of the recitation method
and the continuation of the summative assessment approach in the education
processes.
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Geleneksel veya ana akim egitim uygulamalarina yonelik yapilan elestiriler,
yirminci ylizyilin ikinci yarisinda biiylik bir artis gostererek giiniimiize kadar
gelmektedir. Cesitli gerekcelere dayandirilan bu elestiriler (Althusser, 2016; Apple,
1978; Baker, 2013; Chomsky, 2007; Freire, 1991; Glasser, 2019; Holt, 2020;
Kincheloe, 2018; Moulin, 2018; Pennac, 2019; Rose, 2019; Spring, 2014; Ural, 2004,
2006, 2011, 2016), daha ¢ok ana akim egitimin kontrol, diglama, standartlastirma,
dizginleme, uyarlama, igleme, farkliliklari bastirma, yabancilagtirma gibi 6zellikleri
iizerinde yogunlagmaktadir. Ozellikle ana akim egitimin toplumsal yeniden iiretim
islevi (Apple, 1978; Apple, 2011; Bourdieu ve Passeron, 1990; Bowles ve Gintis,
1977; Freire, 1991; Willis, 2017), ile toplumdaki ekonomik ve kiiltiirel esitsizliklerin
derinlestirildigi ve yeniden iiretildigine dikkat ¢ekilmektedir.

Bourdieu (2013), modern toplumlardaki egitim sistemlerinin toplumsal
esitsizliklerin tiretilmesinde ve siirdiiriilmesinde en biiyiik paya sahip olduguna dikkat
¢ekerek okulun bir toplumsal diizenleme edimi oldugunu belirtmis ve bu toplumsal
diizenlemenin insanlar1 belli ayrimlara konumlandirdigin1 (Bourdieu, 2015) ifade
etmistir. Bowles ve Gintis (1977) de okullarin, toplumdaki isbdliimiinii devam
ettirdigini; baskici, kapitalist diizenin ¢ikarlarina hizmet ettigini ve sinifsal
esitsizlikleri pekistirdigini savunmaktadir. Willis (2017) ise ig¢i sinifi tizerine yaptigi
calismalarda, toplumsal hiyerarsinin yeniden {iretiminde egitimin, kiiltiir ve sinifi
nasil birbirine bagladigina dikkat ¢ekmistir. Althusser (2016) ideolojik devlet aygiti
olarak betimledigi okullarin birtakim becerileri ya da egemen ideolojiyi ¢ocuklarin
kafasina yerlestirdigini one siirerek egitim siirecinin aslinda okul sonrast i¢inde yer
almacak sinifsal konuma uygun bi¢imde isledigini belirtmektedir. Daha radikal
elestirileriyle dikkat ¢eken Illich (2016) ise okullarin yetkeci ve kat1 olduguna dikkat
cekerek, gergek 6zgiirliigiin okullarin ortadan kaldirilmasiyla saglanabilecegini iddia
etmektedir. Ote yandan biiyiik 6lciide Paulo Freire’nin 1960’lardaki diisiince ve
pratikleriyle kurulmus olan elestirel pedagoji alan1 (Kincheloe, 2018) da ana akim
egitim uygulamalarina yoneltilen elestiriler arasinda 6nemli bir yere sahiptir.

Freire (2000), elestirel pedagojinin toplumdaki esitsizlikleri ortadan kaldirmak
ve ezilenlere 6zgiirliik getirmek amaciyla egitimi, siyasal bir eylem olarak ele aldigini
ifade etmektedir. McLaren’e (2009) gore ise elestirel pedagoji, postmodernizmin
antipolitik  ¢izgisiyle sansiirden gegirilen Ogrenmenin kavramsal, felsefi,
epistemolojik ve kiiltiirel boyutlarinin somiirgedisilastirilmasi olasiligini kucaklamak
yerine kapitalist okullagmanin ve daha genis baglamda kiiresellesmis kapitalizmin
dogasinda var olan baskin ideoloji ve uygulamalarin yeniden tiretilmesine kars1 biiyiik
bir reddedistir.

Elestirel pedagojinin, artan kati otoriteryanizm ve piyasa koktenciligi tehdidine
seslenerek hem bir elestiri hem de bir olanak dili olarak oynayabilecegi yasamsal rolii
yeniden elde etmek istedigini ifade eden Giroux (2008), neoliberalizmi yirmi birinci
yiizyilin en yaygin ve tehlikeli ideolojilerinden biri olarak belirtmektedir. Piyasa
kiiltiirtiniin gilindelik yasami kolonilestirdigi ve sosyal formlarin giderek seklini
yitirdigi veya ortadan kayboldugu bir zamanda, yine egitim kurumlar1 ¢6ziim olarak
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one ¢ikmaktadir (Giroux, 2011). Elestirel pedagoji, Ogrencilerin 6zsel bir
demokrasiye araci olan bireysel ve toplumsal temsil bigimleri i¢in gerekli kosullar
yaratmadaki riskleri almalarinin yani sira fikri muhalefeti etkilemeyi 6grenmeleri i¢in
onlari cesaretlendirmektedir (Giroux, 2008). Marxist egitimcilerden Hill (2016) ise
bir organik aydin (Gramsci, 1985) olarak; biz Marksistler ve genel olarak elestirel
egitimciler, is¢i smifinin ¢ikarlarina hizmet etmeyi ve onlart gelistirmeyi
amaclamaktayiz ifadesiyle Marxizmin kapitalizm/neoliberalizm karsisinda temel
secenek oldugu gercegine vurgu yapmaktadir.

Olduk¢a fazla elestiri aldigi goriilen ana akim egitim uygulamalari siireg
icerisinde kendisine alternatif olan bircok okul denemesiyle karsilasmustir. Ferrer,
Godwin, Rousseau, Marx, Freire, Illich, Stirner, Tolstoy, Reich ve Neill’in tezlerinin
tartigtldigr alternatif egitim yaklasimlari, diizen ve verimliligin dncelendigi bir
toplumsal yapiy1 degil, bireysel 6zerkligin arttig1 toplumu 6nemsemektedir (Spring,
2014). Bu yaklagimlar arasinda yer alan elestirel pedagoji yaklasiminin diisiinsel alt
yapist ve pratiklerinde oldukga etkili oldugu bilinen Paulo Freire, dnemli bir yere
sahiptir (Blackburn, 2000). Ozgiirliige ve pedagojiye adanmis bir yasama (Kaymak,
2021) sahip olan Freire; Uddin’e (2019) gore ise ezilenlere bir ses ve anlayis vermek,
insanlar1 baski, tahakkiim ve cehaletten kurtarmak i¢in tasarlanmis kademeli bir kiiltiir
devrimi gergeklestirerek elestirel pedagojiyi insa etmistir. Elestirel pedogojinin ana
akim egitime yonelttigi onemli elestirilerden biri, kullanilan 6grenme yontemine
iliskindir. Freire (1991) tarafindan yigmaci egitim olarak nitelenen bu yontem,
“bankaci egitim” modeli belirlemesiyle ayrintili bir gekilde agiklanmistir. Freire’nin
ana akim egitimi, banka egretilemesi ile bankaci egitim seklinde betimlemesi, egitim
stirecindeki aktif ve pasif unsurlar ile baski yapanlari daha agik bir sekilde
gosterebilme diisiincesinden kaynaklanmaktadir (Bybee, 2020). Freire (1991) ana
akim egitime iliskin yaptig1 bankaci egitim belirlemesinde, egitim siirecinde yer alan
bilesen ve unsurlari, tasarruf, yatirimci, yatirim nesnesi, hesap, faiz gibi bankacilik
terimleri kullanarak agiklamistir. Bankaci egitim modeli ile ana akim egitim
sistemindeki 6gretmenler yatirimci, 6grenciler ise yatirim nesnelerinin aktarildigi
unsurlar -hesap- olarak goriilmektedir. Aktif olarak kabul edilen 6gretmenler,
ogrencilerle herhangi bir diyaloga girmeden hesaba para yatirma seklinde ellerindeki
bilgiyi 6grencilere aktarir. Pasif konumda olan 6grenciler de 6gretmen tarafindan
aktarilan bilgiyi, sorgulama ve anlamaya tabi tutmaksizin hesap numarasi rollerine
uygun bir sekilde saklamak iizere alir, kabul eder ve ezberler. Ezberlenen bu bilgiler,
smavlar sonucunda faizleriyle birlikte Ogretmene geri verilir. Yatirimer olarak
Ogretmen, 6grencilerle diyalog kurmak, etkilesim ve iletisim iginde olmak yerine
aktaracag bilgiyi, 6grencilerin sabirla aldigi, ezberledigi ve tekrarladig: tahvile -faiz
getiren ve almip satilabilen degerli kdgit- doniistiirerek yatirimlar yapar. Bu durum,
Abraham’in (2013) da vurguladig1 gibi 6grencinin 6gretmenden ne gelirse gelsin
kabul etmesini zorunlu kilmaktadir. Bir hesap -numarasi- olarak goriilen 6grencilere
taninan hareket alani, yatirilan1 kabul ve tasnif edip yigmaktan ibarettir. Bankaci
egitim anlayisinin egemen oldugu ana akim egitim uygulamasi, gergekligi mit haline
getirme ¢abasindadir, diyaloga direnir, yaraticiligi engeller ve insanlar1 evcillestirir.
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Ana akim egitim sisteminin bu yonelimi Ural (2011) tarafindan da Mario egitim
modeli seklinde betimlenerek 6grencinin 6zgiinliik, 6zgiirlik ve bagimsizliginin yok
edildigine dikkat cekilmistir.

Freire (1991), ana akim egitim anlayisinin anlati iizerine temellendirildigini ve
bu siirecin anlatan bir 6zne olan dgretmen (tiim bilgiye sahip) ve sabirla dinleyen
ogrencilerden (hicbir sey bilmeyen) olustugunu vurgulamaktadir. Bu bir nevi John
Locke dnermesi olan tabula rasa (bos levha) zihin etkilesimi gibidir (Cardinal, 2017).
Oysa Freire (2019) i¢in 6gretme ve Ogrenmeyi; birtakim igerikleri aktarmak ve
Ogrencinin de 6gretmen tarafindan aktarilan igerikleri genel hatlariyla ezberlemesi
degil, 6gretmenin bir seyin anlagilmasi siirecini baslatan metodolojik elestirel
calismalar1 ve 6grencilerin de ayni derecede elestirel idrakleri ile birlikte yiiriimek
olarak tanimlamaktadir. Freire (2021), geleneksel bankaci egitim miifredatinin
icerigini, Ogrencilerin elestirel bilincini gelistirmeye asla yol acamayacagi igin
elestirmektedir. Bunun nedeni, dgrencilerin yagsamlariyla baglantili olmamasi, izole
kelimeler Ogretmeye odaklanmasi ve somut etkinlikten yoksun olmasi olarak
goriilmektedir. Alternatif bir yaklasim olarak 6gretmenler ve &grenciler arasinda
karsilikli katilimi 6nermekte; miifredatin ise okullara disaridan dayatilmasini
elestirmektedir. Freire’nin en dikkate deger arglimanlarindan biri de ozgirligi
sorumlulukla birlestirme olasiligina olan inancidir ve bu nedenle egitim planlar1 ve
programlari tasarlanirken her ikisinin de agiklanabilecegi dengeli bir yaklagim
aramay1 Onermektedir (Saleh, 2013). Freire i¢in degerlendirme, 6grenme siirecinin
onemli bir parcasidir. Ancak, yapici ¢esitliligi, yapic elestiriyi susturmay1 amaglayan
bankact egitiminin degerlendirme prosediirleri, Ogretmenlerin  kullandig1
manipiilasyon araglari olarak goriilmektedir (Freire, 2021). Freire (1991), bankaci
egitim olarak betimledigi biitiin bu ana akim egitim uygulamalarii reddederek
Ozgiirlesmenin araci olarak problem tanimlayict egitim modelini 6nermektedir.

Tirkiye 6zelinde bakildiginda egitim sisteminin Tiirkiye Cumhuriyeti Anayasasi
ile 1739 sayili Milli Egitim Temel Kanunu’na dayali olarak Milli Egitim Bakanlig1 ve
biinyesindeki sistemlerce yonetilen bir yapida oldugu goriilmektedir. Anayasa’da
betimlenen Tiirk egitimi; ¢agdas, bilimsel ve laik egitimdir. Ancak kagit {izerinde
boyle olmakla birlikte, bugiin gergekten ulusal egitim sisteminin ne dlglide ¢agdas
bilim ve egitim ilkelerine gére yapildigi tartismalidir (Adem, 2000). Ozoglu (1986),
Tiirk egitim sisteminin merkeziyetci, yetkici, asir1 disiplinci, gelistirmekten ziyade
eleyici, aktarmaci, toplumsal gereksinimlerden uzak, bilimsel geligmeleri takip
etmeyen, gecici politikalarla yiiriitiilen, uzmanlgmaya yer vermeyen, ulusal gelirden
daha az pay alan bir durumda oldugunu ifade etmektedir. Egitimde benimsenen
yarigmact bir egitim anlayigina igaret eden Ural (2004) bu yaklasimin bireyi edilgen
kildigini, siirekli bilgi yiiklemeye doniik oldugunu, istenilen bilgileri istenilen
zamanda oldugu gibi ifade edenlerin bagarili sayildig: “gériiniir” sayiltiya dayandigini
ifade etmektedir.
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Amag

Bu aragtirmanin amaci, egitim sistemindeki egitim-6gretim siirecine, 6gretmen
ve dgrenci rollerine iligkin 6gretmen goriislerinin Paulo Freire’nin bankaci egitim
betimlemesi baglaminda ¢éziimlenmesidir. Bu amaca ulagmak i¢in agsagidaki sorulara
yanit aranmistir.

1. Egitim sistemindeki &gretmen roliine iliskin 6gretmen goriisleri, Freire’nin
bankaci egitim betimlemesi baglaminda nasildir?

2. Egitim sistemindeki 6grenci roliine iliskin 6gretmen goriisleri, Freire nin
bankaci egitim betimlemesi baglaminda, nasildir?

3. Egitim sistemindeki egitim-0gretim siirecine iliskin dgretmen goriisleri,
Freire’nin bankaci egitim betimlemesi baglaminda nasildir?

Yontem

Bu boliimde arastirmanin modeli, ¢aligma grubunun o&zellikleri, verilerin
toplanmasi ve analizi ile ilgili agiklamalara yer verilmistir.

Arastirma Modeli

Bu calismada nitel aragtirma yoOntemlerinden biri olan goriingiibilim
(fenomoloji) deseni kullanilmistir. Gorlingtibilim deseni, farkinda oldugumuz ancak
derinlemesine ve ayrintili bir anlayisa sahip olmadigimiz olgulara odaklanmaktadir.
Buuygulamada 6znel deneyimler 6nemsenmektedir (Sart, 2015). Fenomen de denilen
olgular; olaylar, deneyimler, algilar, yonelimler, kavramlar ve durumlar gibi ¢esitli
bigimlerde karsimiza ¢ikabilmektedir (McMillan, 1999; Patton, 1990; Yildirim ve
Simsek, 2005). Goriingilibilim deseninin temelini bireysel tecriibeler olusturmaktadir.
Bu desende arastirmaci katilimcinin 6znel tecriibeleri ile ilgilenmekte, algilamalar1 ve
olaylara yiikledikleri anlamlar1 incelemektedir. Diger bir ifadeyle, goriingiibilim
olarak da adlandirilan fenomenoloji, “Gergek nedir?” sorusuna yanit arayan bir
desendir. Creswell (2015), Merriam (2013) ve Patton (1990) da tanimlayict bir
nitelige sahip goriingiibilim deseninin 6nemli amaglarindan birinin, olgulari
tanimlamak oldugu goriigiindedir.

Calisma Grubu

Bu ¢alismada katilimcilarin belirlenmesinde, amagli 6rnekleme yontemleri veya
olasilik temelli olmayan 6rnekleme yontemlerinden (Ural ve Kilig, 2005) maksimum
gesitlilik orneklemesi kullanilmistir. Buradaki amag, goreli olarak kiigiik bir 6rneklem
olusturmak ve bu orneklemde, calisilan probleme taraf olabilecek bireylerin
cesitliligini maksimum derecede yansitmaktir. Amag, genelleme yapmak icgin
cesitliligi saglamak degildir; tam tersine, ¢esitlilik gdsteren durumlar arasinda ortak
ya da paylasilan olgularin ve ayriliklarin olup olmadigimi bulmaya ¢alismak ve
cesitlilige gore problemin farkli boyutlarini ortaya koymaktir (Yildirim ve Simsek,
2005). Alanyazin incelemelerinde, arastirma konusuyla iliskili olan ve goriisme
yontemi kullanilan c¢aligmalarda 25-40 katilimcimin oldugu belirlenmistir. Bu
dogrultuda aragtirmanin amaci ve alt amaglar1 ile maksimum c¢esitlilik 6rnekleme
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yontemi de dikkate alinarak 6n uygulamada 3, ana uygulamada ise 28 katilimciya
ulagilmistir. On uygulamada katilimeilarin meveut durumu betimlemekten ziyade
olmasi gerekeni ifade ettikleri goriilmiistiir. Gorlis formunda gerekli diizenlemeler
yapilarak ana uygulamaya gegcilmistir. Arastirmanin ¢aligma grubunu, 2021-2022
egitim 6gretim yili birinci doneminde Ankara ili simirlart icerisinde yer alan resmi
egitim kurumlarinin ortaokul diizeyinde gorevli 28 Ogretmen olusturmaktadir.
Arastirmanin ¢aligma grubu, maksimum ¢esitleme goz oniinde bulundurularak en
fazla farklilig1 elde edebilmek iizere cinsiyet, egitim durumu, mesleki kidem, brans,
yas gibi demografik 6zelliklerin gesitlilik gdstermesine 6zen gosterilmistir.

Tablo 1
Calisma Grubunda Bulunan Ogretmenlere Ait Kigsisel Bilgiler
. Ogretmenler
Degisken Grup n %

Kadin 17 60,7

Cinsiyet
Erkek 11 39,3
Toplam 28 100
Mamak 9 32,1
Cankaya 8 28,5

flgeler Yenimahalle 4 14,2
Altindag 2 7,1
Elmadag 2 7,1
Kizilcahamam 2 7,1
Camlidere 1 3,5
Fen Bilimleri 3 10,7
Matematik 4 14,2
Biligim Teknolojileri 1 35
Gorsel Sanatlar 1 3,5
Din K. ve Ahlak Bilgisi 2 7,1

Brans Tiirkge 5 17,8
Sosyal Bilgiler 3 10,7
Ingilizce 2 7,1
Psikolojik Danis. ve Reh. 1 3,5
Miizik 1 35
Beden Egitimi 1 3,5
Toplam 28 100
1-10 10 35,7
11-20 12 42,8

Mesleki kidem 21 ve tizeri 6 21,4

(1D

(devam ediyor)
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Table 1 (devam)

Toplam 28 100
20-25 6 21,4
Yas 26-30 4 14,2
31-35 5 17,8
36-40 7 25
41 ve lzeri 7 25
Toplam 28 100
Egitim Lisans 20 71,4
Durumu Yiiksek Lisans 8 28,6
Toplam 12 100

Tablo 1’°de goriildiigii lizere ¢aligma grubundaki 6gretmenlerin 17°si kadin, 11’1
erkektir. Gorev yapilan ilgelere gére Mamak 9, Cankaya 8, Yenimahalle 4, Altindag,
Elmadag ile Kizilcahamam 2 ve Camlidere 1 6gretmen seklinde dagilmaktadir.
Mesleki kidem olarak 1-10 yillik aralikta 10, 11-20 yillik aralikta 12 ve 21 ve tizerinde
6 o0gretmen bulunmaktadir. Katilimcilarin 6’s1 20-25 yas araliginda, 4’ii 26-30 yas
araliginda, 5’1 31-35 yas araliginda, 7°si 36-40 yas aralifinda, 7’si 41 yas ve tlizeridir.
Ogretmenlerin branslara gore dagilimlari ise rehberlik ve psikolojik danismanlik 1
Ogretmen, sosyal bilgiler 3 6gretmen, matematik 4 6gretmen, yabanci dil 2 6gretmen,
din kiiltiirti ve ahlak bilgisi 2 6gretmen, Tiirk¢e 5 6gretmen, fen bilgisi 3 dgretmen,
gorsel sanatlar, miizik, beden egitimi, bilisim teknolojileri ve yazilim branglarindan
birer 6gretmen seklindedir.

Veri Toplama Araci

Arastirmada, arastirmacilar tarafindan hazirlanan yari yapilandirilmig goris
formu kullanilmistir. Uygulama dncesi gerekli etik kurul izinleri alinan goriis formu,
iki bolimden olusmaktadir. Arastirmanin amaci hakkinda bilgi verilen birinci
boliimde 6gretmenlerin cinsiyet, ¢alisilan ilge, brans, mesleki kidem, yas ve egitim
durumunu belirlemeye doniik sorular yer almistir. Ayrica bu boliimde katilimeilarin
Paulo Freire ve bankaci egitim hakkinda bilgilendirilmesini amaglayan bir agiklamaya
da yer verilmistir. Tkinci boliimde ise 6gretmenlerin bankaci egitim belirlemesine
iliskin gorislerini yansitabilecekleri 6gretmen rolleri, 6grenci rolleri ve egitim-
Ogretim siireglerinden olusan {i¢ soruya yer verilmistir. Goriis formunda yer alan
sorularin, katilimeilar tarafindan agik ve net bir bigimde anlasilmasi, goriigmenin
etkili olmasin1 saglayacagindan (Yildirim ve Simsek, 2005), taslak goriis formunda
yer alan sorularin gecerligi i¢in Freiryen alanyazina hakim {i¢ uzmanin goriisiine ve
dilbilgisi hatalarinin diizeltilmesi i¢in de iki Tiirkge Ogretmeninin goriisiine
bagvurulmustur. Diizenlenen goriis formuna iliskin pilot ¢alisma yapilmis ve bu
caligmaya katilan ii¢ O0gretmen tarafindan igerik ve anlagilabilirlige iliskin son
doniitler alinarak forma son sekli verilmistir.
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Etik Kurul Kararni

Bu arastirma Gazi Universitesi Egitim Etik Kurulunun 10.08.2021 tarih ve
E.130549 say1li onayi ile yapilmistir.

Gegerlik ve Giivenirlik

Toplanan veriler gerektiginde sunulmak iizere hazir bulundurulmaktadir. Veri
toplama aracinin uygunlugu i¢in uzman goriisiine basvurulmustur. Arastirmaya
katilan kisgilerin ve aragtirmanin genel hatlarinin tanimlanmasi; arastirma konusuna
dair kavramlarin agiklanmasi; verilerin ¢oziimiine dair (toplama, analiz, yorum vb.)
bilgilerin sunulmasi; arasgtirma adimlarinin agiklanmasi dis giivenirligine iliskin
Olgiitlerdir. Betimsel bir yaklagimla ulasilan verilerin dogrudan sunulmasi,
aragtirmanin  sonuglarinin,  arastirmacy/lar  tarafindan = onaylanmasi,  veri
¢oziimlemesinin kavramsal g¢erceve smirlarinda yapilmast Yildirim ve Simsek’in
(2015) belirttigi i¢ giivenirlik Olgiitleri olarak arastirmada uygulanmustir.
Aragtirmanin i¢ gecerliligi icin meslektas dogrulamasina bagvurulmustur. Creswell
(2015) bu dogrulamanin nitel arastirmalarda inandiriciligi saglamak i¢in kullanilan
yontemlerden biri oldugunu ifade etmektedir. Arastirmada goriis birligini sinamak
lizere elde edilen analiz sonuglar1 her iki arastirmaci tarafindan bagimsiz olarak
kodlanmustir. Goriis birligini sinamak amaciyla Miles ve Huberman’in (2015)
belirttigi (Uzlagma Yiizdesi) = [Goriis Birligi / (Goriis Birligi + Goriig Ayriligi) x 100]
formiili  kullanilmistir ve giivenirlik ~%89 olarak hesaplanmistir. Miles ve
Huberman’in (2015) nitel arastirmalarda giivenirligin saglanmasi i¢in uzlagma
yiizdesinin %70 ve iizerinde olmas1 gerektigini belirten ifadesine goére analizlerin
giivenilir bi¢imde yapildigi sonucuna ulagilmistir. Calisma grubunun goriislerinden
birebir alintilar yapilarak kodlama sistemi kullanilmigtir. Analizler sirasinda uzman
goriisiinden faydalanilmig ve giivenirligin saglanmasi amaciyla analiz aragtirmacilar
tarafindan iki kez yapilmistir. Ayn1 zamanda iki uzman goriisii alinarak kategorilerde
uzlasiimustir.

Verilerin Analizi

Arastirmada elde edilen verilerin analizinde igerik analizi yontemi
kullamilmustir. Icerik analizinde veri kaybmin yasanmamasi, kodlar, kategoriler ve
temalar arasindaki iligkileri daha acik ifade edebilmek i¢in NVivo 12 paket programi
yardimiyla analizler yapilmistir. Bu sayede veri zenginligi kaybedilmeden tiim nitel
verilerin derinlemesine analiz edilmesi ve yonetilmesi (Bazeley ve Richards, 2000)
hedeflenmistir. Verilerin analizinde arastirmacilar tarafindan ¢éziimlenen goriisme
metinleri ilgili programa aktarilmistir. C6ziimlenen her bir goriis formuna, bir numara
verilmistir.

Sorulara verilen yanitlar incelenerek temalar ve kategoriler belirlenmistir.
Goriismeden elde edilen verilerin indirgemeci bir tutum sergilemeden temsil edilmesi
saglanmistir. Veri analizinde gegerlik ve giivenirlik kosullar1 yerine getirilerek
bilesenler 3 tema ve 19 alt tema altinda toplanmustir. Coziimlemeler sonucunda ortaya
¢ikan temalar aralarindaki baglari ve frekanslari gosterir sekilde modellenmis ve
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gorsellestirilmistir. Birebir alinti olarak kullanilabilecegi diisiiniilen ciimleler
belirlenmis ve bulgular baslig1 altinda sunularak yorumlanmistir.

Bulgular

Arastirmada elde edilen bulgular, arastirmanin alt amaglarina uygun olarak ii¢
baglik altinda sunulmustur.

Ogretmen Rollerine iliskin Bulgular

Aragtirmanin amaci dogrultusunda katilimcilardan, Paulo Freire’nin bankaci
egitim belirlemesinde kullandig1 6gretmen roliine iligkin;

»  QOgretmen Ogretir,

»  QOgretmen her seyi bilir,

»  Ogretmen diisiiniir,

»  Ogretmen konusur,

»  Ogretmen disipline eder,

= Ogretmen seger ve se¢imini uygular,

»  Ogretmen yapar,

»  Ogretmen miifredat secer,

= Ogretmen bilgisinin otoritesini, kendi mesleki otoritesiyle karistirir ve
bu otoriteyi dgrencilerin 6zgiirliigiiniin karsit1 olarak 6ne siirer,

»  Ogretmen 6grenme siirecinin 6znesidir; seklindeki yargilari, mevcut
egitim-0gretim siirecini gdz Oniinde bulundurarak degerlendirmeleri
istenmistir.

Calismanin birinci alt amacma iliskin toplanan Ogretmen goriislerinin
¢ozlimlenmesi sonucu Ogretmen rolleri; “bilgiye yonlendirendir”, “otoritesini
paylasir”, “Ogrenmeyi Ogretir”, “Ogretirken Ogrenir”’, “Ogretmenden bagimsiz
miifredat” ve “rehberdir” seklinde olusturulan alt1 temaya ulasilmigtir. Bu temalar,
Sekil 1’de sunulmustur.

Sekil 1

Ogretmen Rollerine Iligkin Temalar

Déretmen Rolleri

-
P
-

- L - ) S Ofretmenden
Bilgiye Otoritesini Ogrenmeyi u Rehberdi
‘Yonlendirendir [ Paylasir j Ofretir P Bagimsiz ir
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Bu temalara ait katilimc1 goriiglerinden drnekler ve frekans dagilimlari, Tablo
2’de sunulmustur.

Tablo 2

Ogretmen Rollerine Iligkin Frekans Dagilimlar ve Goriig Ornekleri

Temalar Goriisler f

K11: “Mevcut egitim 6gretim siirecinde 6gretmen, 6gretmek yerine
Bilgiye 6grenmenin yolunu gostererek 6grencilerin bulusgu yoniinii aciga
Yonlendirendir ¢ikarmaya ¢aligsmaktadir.” 19

K13: “Ogretmen rehberlik eder, bilgiye ulasmada yol gostericidir.”

K8: “Ogretmen &grenci is birligiyle egitim-dgretim faaliyetleri
Otoritesini Paylagir yiritilmektedir.”

K15: “Ogretmen ve 6grenci birlikte diisiiniir, konusur, secer uygular

ve yapar.” 21

) ) K22: “21. yiizyilda 6gretmen olarak sadece Ogreten degil ayni
Ogrenmeyi Ogretir zamanda 6grenen konumundayiz.”
K20: “Ogretmen 6grenmeyi 6gretir.” 17

K28: “Ogretmen her seyi bilmedigini bilir.”

K7: “Inovatif (yenilik¢i) ve yenilige agik olmaliyiz. Ogrenme lideri,
Ogretirken Ogrenir dgrenciyle beraber hareket eden, 6grenen, 6grenci durumuna goére 23

planlama yapan, katilimer ve biitiinliige dogru giden konumda

olmaliy1z.”

Ogretmenden K18: “Ogretmen secilmis olan miifredat: uygular. Segim siirecinde
Bagimsiz Miifredat aktif degildir.”

K12: “Ogretmen miifredati segmez eldeki miifredat1 uygular.” 12
Rehberdir K16: “Giiniimiizde teknolojinin hizla gelismesinden bireysel

yaraticilik 6n plana ¢ikmigtir. Bu durumu daha da ileriye
tagiyabilmek i¢in Ogretmenin rehberlik roliinii gerceklestirmesi 32
gerekmektedir.”

K13: “Ilgi ve ihtiyaglarina uygun ydntem ve tekniklerle dgrenciye
sunulan bilgiye ulasmasi i¢in Ogretmen sadece yol gosterici
roliindedir.”

Toplam 124

Tablo 2’ye gore toplam 28 katilimeil, 6gretmen rolii konusunda 135 goriis
(f=135) belirtmistir. Ogretmen rollerine iliskin “rehberdir” temasi altinda 19
katilmeiyla en fazla katilimei ve 32 goriisle en fazla goriis sayisina ulasilmistir. Diger
temalardan, “bilgiye yonlendirendir” temasinda 15, “6gretirken 6grenir” temasinda
13, “otoritesini paylagir” temasinda 13, “0gretmenden bagimsiz miifredat” temasinda
12, “Ogrenmeyi 6gretir” temasinda ise 10 katilimci goriis belirtmistir. Bu bulgulardan
da anlasilacag iizere katilimcilar, 6gretmen rolleri igerisinde en fazla “rehberlik”
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roliinii 6ne ¢ikarmaktadir. Bir katilimeinin (K9) asagida aktarilan goriisii, egitimdeki
degisime paralel olarak 6n plana ¢ikan yeni 6gretmen rolleri ile d§rencinin 6grenme-
Ogretme siirecindeki merkezi konumunu gostermesi agisindan dnemlidir:

K9: Ogretmen; 6grenme siirecinin etkin 6znesi olmakla birlikte 6grenme
slirecinde tamamen Ogretmenin aktif olmasi, siireci tamamen 6grenciden bagimsiz bir
sekilde yiiriitmesi 6grenmeyi 6gretmen agisindan yorucu, 6grenci agisindan sikici hale
getireceginden etkili bir 6grenme ortamui olusturmaz. Bu sebeple 6grencinin en az
ogretmen kadar etkin 6zne olmasi saglanmaktadir.

Bu durum, Freire’nin de (2019a) belirttigi gibi 6gretmenlerin dgretmenligi ve
dolayisiyla Ogretme isini her seyden oOnce siirekli bir entelektiiel dikkat ve
epistemolojik merakin, sevme kapasitesinin, yaraticilifin, bilimsel yetkinligin
kamgilanmasini, bilimsel indirgemeciligin reddedilmesini gerektiren profesyonel bir
is olarak tanimladiklar1 seklinde yorumlanabilir. Ilerici bir egitimci 6gretme isini
mekanik bir tarzda yapmamali ve sadece nesnenin kavraminin bir profilini 6grencilere
aktarmakla yetinmemelidir (Freire, 2000).

Ogrenci Rollerine Iliskin Bulgular

» Katilmcilardan, Paulo Freire’nin bankaci egitim belirlemesinde
geleneksel egitim siirecindeki 6grenciye iliskin kullandig:

»  Ogrenciler ders alir,

= Ogrenciler higbir sey bilmez,

= Ogrenciler hakkinda diisiiniiliir,

= Ogrenciler uslu uslu dinler,

= Ogrenciler disipline sokulur,

»  Ogrenciler dgretmelerin segimine uyar,

= Ogrenciler 6gretmenin eylemi yoluyla yapma yanilsamasindadir,

= Kendisine danisilmayan 6grenciler secilen konulara uyar,

»  Ogretmenin mesleki ve bilgi otoritesi dgrenci 6zgiirliigiinii kisitlar,

»  Ogrenciler egitim siirecinde sadece nesnedir,

seklindeki yargilari, mevcut egitim-6gretim siirecini goz oniinde bulundurarak
degerlendirmeleri istenmistir. Ogretmenlerin dgrenci rollerine iliskin gériisleri
coziimlenerek amaca yonelik alti temaya ulasimugtir. Ogretmen gériislerinden
hareketle olusturulan temalar, 6grenciler; “aktiftir”, “bireysel farkliliklar Gnemlidir”,
“degerlidir”, “disiplin sorunlart vardir”, “hazirbulunugluga sahiptir” ve “6znedir”
seklinde adlandirilarak Sekil 2’de sunulmustur.
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Sekil 2

Ogrenci Rollerine Iliskin Temalar

.
Farkhniuan Defeidir swgﬁl:n "'-“"W”"”?'”G' Oznedir
Onemiidir Vardir

Sekil 2’deki temalara ait katilimei goriiglerine iligkin ornekler ve frekans
dagilimlari, Tablo 3’te sunulmaktadir.

Tablo 3
Oégrenci Rollerine Iligkin Frekans Dagilimlar ve Gériig Ornekleri

Temalar Goriisler f

K13: “Ogrenci siirekli dinleyen roliinde degildir. Daha ¢ok
konusan, soru soran aktif katilim saglayan roldedir.”

Aktiftir K15: “Siirece Ogrencide katilarak yasanti yoluyla 6grenme 26
saglanir Ogrenci edilgen olmamali aktif ve siirecin iginde
olmali.”

K27: “Miifredat 6grencilerin ilgi ve ihtiyaglari dogrultusunda
belirlenir. Bireysel farkliliklar dikkate alinir.”
Bireysel Farkliliklar ~ K7: “Her &grenci bir bireydir, dolayisiyla her bir bireyin
Onemlidir ogrenme diizeyi, ilgisi, ihtiyaci farklidir. Ogrenme ortamn 13
Ogrenciyi baz alarak ve farkli ilgi ve ihtiyaglar1 baz alarak
olusturulmaktadir.”

K15: “Egitim &gretim siirecinde Ogrenci gorisleri dikkate
alinarak 6gretim teknigimizde kendimizi gelistirebilir. Daha ¢ok
Ogrencinin siliregten zevk almasini ve kendisini gelistirmesini 19
saglayabiliriz.”

K3: “Ogrenci hayal eden, saygi ve deger bekleyendir.
Basarabilecegine inandirlir.”

Degerlidir

K11: “Gunlimiiz 6grencilerinde disiplin ve otorite konusunda
zorlanmalar yagsanmaktadir.”

K14: “Disiplin iyidir fakat 6z disiplin her zaman faydalidir, 13
digaridan zorlama ile uygulanan disiplin kurallar1 yararsizdir.”

(devam ediyor)

Disiplin Sorunlar1
Vardir
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Tablo 3 (devam)

Hazirbulunusluga K18: “Ogrenciler belli bir hazirbulunusluk birikimi ile siirece
Sahiptir dahil olduklarinda higbir sey bilmemeleri normal kargilanmaz.
Az da olsa bir bilgi birikimine sahip olarak gelirler.” 17
K19: “Ogrenciler belli bir birikimle okula gelir.”
Oznedir K11: “Ogrenciler nesne degil, egitim dgretim siirecinin dznesi

durumuna gelmistir.”
K19: “Ogrenci bizzat uygulayan ve yapandir. Ogrenme 24
stirecinin 6znesi 6grencidir.”

Toplam 106

Tablo 3’e gore toplam 28 katilimct, 6grenci rolleri konusunda 106 goriis (f=106)
belirtmistir. Ogrenci rollerine iliskin “aktiftir” ve “dznedir” temalar1 altinda 21
katilimciyla en fazla katilimciya ve sirasiyla 26 ve 24 goriis sayisina ulagilmistir.
Diger temalar olan “degerlidir” temasinda 18, “hazirbulunusluga sahiptir” temasina
15, “bireysel farkliliklar 6nemlidir” temasinda 13 ve “disiplin sorunlar1 vardir”
temasinda ise 13 katilimer goriis belirtmistir. Bir katilimei, 6grenci rolleri konusunda
goriislerini soyle ifade etmektedir:

K7: Ogrenci merkezli bir sistem uygulandigi igin 6grenci aktif dgretmen
koordine edici roliinde. Ogretmenin 6gretim ortaminda aktif; dgrencilerin ise pasif
kaldig1; dolayisiyla etkilesimin tek yonii devam ettigi bir 6grenme ortaminda
dgrenmenin kaliciligindan bahsetmek neredeyse olanaksizdir. Ogrenciler genel olarak
siirecin aktif birer katilimcisidir. Ogrencinin tamamen pasifize edildigi ve bilgiyi
sadece “alan” taraf oldugu, deneyimlemeden 6grendigi hicbir bilgi faydali ve kalici
olmamaktadir.

Bu bulgu, 6grenci merkezli, 6zne yonelimli ders ve icerik gelistirmesi yapilarak
okul sisteminin gelistirilmesi (Parlar, 2012) hedeflerine yonelik ¢aligmalarin bir
yansimasi olarak degerlendirilebilir. Yine bu durum, Soysal ve Radmard’in (2018)
Ogrenenler dogru zamanda ve baglamda sergilenen belirli pedagojik hamlelerle es-
otoriteler haline getirildikce entelektiiel olarak smiftaki 6grenme olgusuna katkida
bulunma anlaminda birinci dereceden sorumlu olacaklarindan sinif igi siireglere daha
derinden baglanabilecek ve minimum diizeyde olumsuz davranig sergileme
egiliminde olabilecekleri yoniindeki goriisii ile de desteklenmektedir.

Katilimeilar, 6grenci rollerine iliskin goriislerinde disiplin siirecine de dikkat
cekerek, stirecte yasadiklari sorunlara iliskin goriis belirtmislerdir. Bir katilimcinin bu
konuda yapmis oldugu degerlendirmeler soyledir:

K11: Evet dgrenci merkezli bir yaklasimi benimsiyoruz. Ogrencilerin aktif,
katilimer olmasi gerektigine de inaniyorum ve boyle bir egitim yaklagimi
uyguluyorum. Ancak dgrenciyi merkeze alirken belki de bazi noktalarda bir seyleri
gozden kagiriyoruz. Ciinkii giiniimiiz dgrencilerinde disiplin ve otorite konusunda
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zorlanmalar yagsanmaktadir. Bunun ¢6ziimii disiplin ve otoritenin 6gretmen-idare-veli
isbirligi i¢erisinde yiiriitiilmesidir.

Bu durum, katilimcilarin Freire’nin (2000) de belirttigi gibi demokratik bir
egitimcinin, 6grencilerin 6zgiirligii desteklenecek diye otoritesinin zayiflamasina izin
vermeyen, kendini ne otoritesinin lehine ne de O6grencilerin 6zgiirliigii lehine
kii¢iiltmeyen, ne otoriterlik ne de bagibosluk icerisinde olmayacak bir seklinde ifade
etmelidir goriisiinii destekler niteliktedir.

Egitim-Ogretim Siireclerine iliskin Bulgular

Katilimecilardan Paulo Freire’nin bankaci egitim belirlemesinde geleneksel
egitim sistemi hakkinda kullandig::

= Ezbere dayal1 bir egitim-0gretim siireci vardir,

= Egitim-6gretim siireci Ogrencilerin problem ¢6zme becerilerini
gelistirmekten uzaktir,

= “Anlatim” siirekli kullanilan bir yontemdir,

= Smufici diyalog sinirhdir,

= Egitim 6gretim siireciyle ilgili konularda &grenci goriisleri dikkate
alinmaz,

= Bilgiyle doldurulan 6grencilerin bu bilgileri kalem, kagit sinavlarinda
ortaya koymalart istenir;

yargilaria iliskin gorislerini mevcut egitim-6gretim siirecini géz Oniinde
bulundurarak belirtmeleri istenmistir. Arastirma verileri ¢6ziimlenerek, arastirmanin
iciincii alt amaci olan &gretmenlerin egitim-6gretim siireclerine iliskin gorisleri
iizerinden yedi temaya ulagilmistir. “Anlatim yonteminin hakimiyeti”, “sif ici
diyalog”, “sonu¢ odakli degerlendirme”, “siiregelen ezbercilik”, “teori ve pratik

celiskisi”, “yapilandirmaci yaklagim” ve “yontem c¢esitliligi” seklinde adlandirilan bu
temalar, Sekil 3’te sunulmustur.

Sekil 3

Egitim Ogretim Siireclerine Iliskin Temalar

o -

— -
- "

Py Sinifigi Sonug Odakli Siregelen Teative Yapilandimact Yontem
Jramininin Diyal Deferlendime Ezbercill AL Yaldagm it
Hakimiyet yao8 . Geliskisi = Gestili
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Tablo 4

Egitim Ogretim Siireglerine Iligkin Frekans Dagilimlar ve Gériis Ornekleri

Temalar

Goriisler

Anlatim YOnteminin
Hakimiyeti

K6: “Anlatim siirekli kullanilan bir yontemdir.”
K1: “Cocuklarin belirli miifredatlar1 bitirmesi gerektigi icin
"Anlatim" siirekli kullanilan bir yéntemdir.”

19

Sinif I¢i Diyalog

K12: “Ogrencilerin sinif igi diyalog siurh degil istedikleri
konular1 6gretmenlerine ve akranlarina danisabilmektedirler ve
sinif i¢i uygulamalarda rahatlikla diyalog kurabilmektedirler.”
K19: “Ogrencinin sordugu sorular ve konu ile ilgili merak
ettikleri 6grenme siirecinin gekillenmesinde 6nemli bir yere
sahiptir.”

16

Sonug¢ Odakl
Degerlendirme

K21: “Egitim-6gretim siirecinde ezbere dayali, anlatim
yonteminin kullanildigini; 68renci bilgilerinin kagit kalem
smavlartyla dl¢iildiigiinii soyleyebilirim.”

K20: “Ol¢mede yazili siireci devam etmektedir.”

19

Siiregelen Ezbercilik

K2: “Ezberci egitim vardir. Buna en iyi 6rnek yaptigimiz
siavlardir.”

Kl14: “Giinlimiizde hala ezbere dayali, geleneksel
yontemlerle yiiriitiilen siirecler mevcuttur.”

23

Teori ve Pratik
Celiskisi

K14: “Yazili sinavlar ve testler hala giiniimiizde de bir
degerlendirme yollaridir, kigisel olarak bence dogru
degildir, benimsenen ilkelere aykiridir, maalesef bununla
ilgili giincel ¢alismalar yapilmaya c¢alisilsa da heniiz bir
netice alinamamugtir.”

K1é: “Egitim-Ogretim siirecinin giincelligine
baktigimizda; teoride yapilandirmaci ama uygulamada
geleneksel, ezbere dayali egitim yapist devam etmektedir.”

10

Yapilandirmact
Yaklagim

K4: “Belirtilen yargilarm, Tiirkiye’de 2004 yili
yapilandirmaci egitime gegis ile teorik anlamda etkinligi
kalmasa da bazilar pratikte ¢esitli nedenlerden dolay1 hala
giinceldir.”

K24: “Egitim daha ¢ok O6grenci merkezli yapisalct bir
modelde uygulanmaktadir.”

45

Yontem Cesitliligi

K23: “Artik teknoloji ¢agindayiz ve materyal olarak
kullanmaktayiz. Bu yontem-teknikler dgrencinin ilgisini
daha ¢ok ¢ekiyor ve dahil olmasi kaginilmaz oluyor.”
K19: Ogrencilerin bilgileri yapilandirmas: icin cesitli
O0gretim metotlarin1  kullanmaktayiz. Aktif 6grenme
tekniklerini kapsayan alt1 sapka, beyin firtinasi, istasyon
ogrencilerde kalic1 §grenme sagliyor.”

14

Toplam

146
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Tablo 4’te de goriildiigii gibi 28 katilimct, egitim 6gretim siiregleri konusunda
146 goriis (f=146) belirtmistir. Egitim &gretim stireclerine iliskin “yapilandirmact
yaklagim” temasi altinda 25 ile en fazla katilimc1 ve 45 ile en fazla goriis sayisina
ulagilmigtir. Diger temalar icin “siiregelen ezbercilik” temasinda 18, “anlatim
yonteminin hakimiyeti” temasinda 17, “sonug¢ odakli degerlendirme” temasinda 15,
“smif i¢i diyalog” temasinda 15, “ydntem c¢esitliligi” temasinda 14 ve “teori ve pratik
celiskisi” temasinda ise 9 katilimer goriis belirtmistir.

Genel olarak yaygin bir anlati hastaligina (Kalsoom ve dig. 2020) sahip ana akim
egitim sisteminin, sosyo-kiiltiirel normlarin koklii yapisimi degistirnenin zorluguna
(Alam, 2013) kosut, bankaci egitim modelinden ka¢inmasi olduk¢a zor olmaktadir.
Yapilandirmaci yaklagim temasiin katilimer goriisleri arasinda dne ¢ikmig olmast,
Cimar ve dig. (2006) ve Evrekli ve dig. (2009) tarafindan yapilan arastirmalarin
bulgulariyla benzerlik gostermektedir. Asagiya alintilanan iki katilimcinin egitim-
Ogretim siireclerine iliskin degerlendirmesi, goriisler arasindaki farkliligi ortaya
koymasi agisindan dnemlidir:

K7: Ogrenciyi 6grenme ortaminin merkezine alan; dolayisiyla égrencinin bizzat
yaparak yasayarak ve deneyimleyerek dgrenmesi; bilgiyi ve dgrenmeyi kalici hale
getirmigtir. Egitim 6gretim ortamimin O6grenci gereksinimlerine goére diizenlenip
kazanimlara uygun materyallerin kullanilip 6grenme ortaminin eglenceli hale
getirilmesiyle 6grenmelerin daha kalici oldugu tarafimca gézlemlenmistir.

K12: Giliniimiiz egitim sistemi her ne kadar Ogrenci merkezli yapisiyla
yukaridaki goriislerle celisse de uygulanabilirlik konusunda tamamen Ogrenci
merkezli ya da 6gretmen merkezli denilemez. Giiniimiizde 6grenciler egitim 6gretim
stirecinde aktif rol almas1 beklenmektedir ama uygulanabilirlik konusunda bu hususta
eksiklikler vardir. Egitim 6gretim siireci problem ¢ézme becerilerini gelistirmeyi
amaglamaktadir ama bu konuda ¢ok basarili oldugu sdylenemez.

Tartisma, Sonuc ve Oneriler

Katilimcilarin, Paulo Freire’nin bankaci egitim belirlemesinde kullandigi
ogretmen roliine iliskin goriisleri incelendiginde, 6gretmenin 6zne roliinii ve otoriter
tutumunu degistirerek daha demokratik bir tutum sergiledigi gozlenmektedir.
Ogretmen roliine iliskin katilimec1 gbriisleri, Ogretmenin rehber olma, bilgiye
yonlendirme, Ogretirken Ogrenme, otoritesini paylasma ve Ogrenmeyi Ogretme
temalarinda yogunlasmistir. Bu bulgu, Akpinar ve Gezer (2010) tarafindan yapilan bir
bagka arastirmanin bulgulariyla -son yillarda siklikla dile getirilen degisim ve yenilik
soylemlerine ragmen, okullarda hala geleneksel egitim anlayisinin hakim oldugu ve
Ogretmenlerin yeni e@itim yaklasimlarim1 tam olarak benimsemedikleri- farlilik
gosterirken, Cakmak (2011) ve Kiiciik (2015) tarafindan yapilan &gretmen rolleri
konulu aragtirmalarin sonuglari ile ise benzerlik gostermektedir. Ayrica, bu arastirma
ile ulagilan 6gretmenlerin rehberlik rollerini 6ne ¢ikarma egilimleri, Akpinar ve Aydin
(2007) tarafindan yapilan c¢alismanin bulgularini -6gretmenlerin gelisim ve
degisimlere acik olduklari- da destekler niteliktedir.
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Kog (2006) tarafindan yapilan yapilandirmaci 6grenme siniflarindaki 6gretmen-
ogrenen rolleri ile etkilesim sisteminin 6zelliklerini belirlemeyi amaclayan deneysel
calisma sonuglarina gore yapilandirmaci siniflarda 6gretmen-6grenen ve 0grenen-
ogrenen etkilesiminin olduk¢a yogun oldugu sonucuna ulagilmistir. Sinif i¢i diyalogu
oldukc¢a 6nemseyen Freire (2000) bu konudaki goriislerini sdyle ifade etmektedir:

Diyalog merak ve huzursuzluk doludur. Diyaloga giren &zneler arasinda
karsilikli saygiyla doludur. Diyalojizm; olgunlugu, bir macera ruhunu, sorgulamada
giiveni ve cevaplar bulmada ciddiyeti gerektirir. Diyalojist bir ortamda sorgulayan
Ozne sorgulayici olmasinin nedenini bilir. Sadece sormus olmak i¢in ya da sadece
dinleyiciye uyanik gériinmek i¢in soru sormaz (s. 99).

Yapilandirmaci 6grenme yaklasimi uygulamalarinin sinif yonetimine etkileri
lizerine ylritilen bir arastirmanin bulgularina gore yapilandirmaci &grenme
yaklagiminin sinif yonetimine genel olarak olumlu yonde etkiledigi sonucuna
ulagilmustir (Yildirim ve Dénmez, 2008). Ogretmenlerin kullandig1 simif i¢i modelleri
inceleyen bir bagka arastirma bulgularina gore ise 6gretmenlerinin geleneksel modeli
kullanmadiklari, gelisimsel modeli ise neredeyse tamaminin kullandigi sonucuna
ulagilmistir (Babaoglan ve Yildirim, 2011).

Katilimcilarin, Paulo Freire’nin bankaci egitim belirlemesinde kullandig1
6grenci roliine iliskin goriisleri incelendiginde, 6grencinin edilgen roliinden ¢ikarak
sirece katthmim artirdign  gdzlenmektedir. Ogrenci roliine iliskin katilimer
goriislerinin, dgrencinin 6zne roliinde ve aktif oldugu, degerli oldugu, uygun bir
hazirbulunuslukta oldugu temalarda yogunlasmasi bu yorumu dogrular niteliktedir.
Arastirmanin verilerinin ¢éziimlenmesi sonucu ulasilan bu temalar, katilimcilarin;
Paulo Freire’nin bankact egitim belirlemesinde geleneksel egitim siirecindeki
Ogrenciye iliskin kullandig1 olumsuz -edilgen- ifadelerden farkli bir sekilde daha
olumlu diisiincelere sahip olduklarini gdstermektedir.

Katilimcilarin, Paulo Freire’nin bankaci egitim belirlemesinde kullandigi
egitim-Ogretim siirecine iliskin goriisleri incelendiginde, egitim-6gretim siirecinde
ezberciligin devam etmesi, anlatim yodnteminin hakimiyeti, siire¢ yerine sonucun
degerlendirilmesi ve teori-pratik ¢eligkisinin siirmesi temalar1 6ne ¢ikmistir. Bu
bulgular, katilimcilarin egitim siirecine iliskin yaptiklar1 degerlendirmelerin, egitim
sisteminde 2004 yilindan itibaren 6rgiin egitimin biitiin kademelerini kapsayacak
sekilde uygulamaya konulan yapilandirmaci yaklagima dayali olarak gergeklestirilen
O0gretim  programlarmin  degistirilmesi  ¢alismalarindan  etkilendiklerini
gostermektedir.

Ortaokullardaki brang ogretmenlerinin yapilandirmaci 6grenme kuramini
uygulama diizeylerinin aragtirildigt bir bagka arastirmanin sonuglarina gore
Ogretmenlerin, 6grencileri grup etkinliklerinde yer almaya, isbirligi icinde caligmaya
yeterince tesvik edemedikleri, onlarin bilgi ve becerilerini gelistirecek diizeyde bilgi
iletisim teknolojilerini kullanmadiklari, onlarin 6n bilgilerini 6l¢ebilecek sorular
sormadiklar1 veya bunu smifin geneline yayamadiklar1 goriilmistir (Kigtik, 2015).
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Freire (2000) cevaplardan olusan bir egitimden ziyade sorulardan olusan bir egitimi
savunarak “sozcligli okumayla” ya da “metni okumayla” sinirlanmis bir egitimden
ziyade “baglami okumay1” ve “diinyay1 okumay1” igeren bir egitimi 6nerir. Freire’nin
yaklagimi, durumun elestirel analizine, koordinasyona, diyaloga ve eyleme ihtiyac
duyar ve bu haliyle bugiiniin diinyasinda da gecerli ve faydalidir (Rugut ve Osman,
2013). Freire teori ve pratigi bir arada diisiinmeyi vurgulamakta ve praksisin 6nemine
dikkatleri ¢ekmektedir. Egitimcilerin sdyledikleriyle yaptiklar1 arasinda tutarl bir
iliski bulunmayan bir egitim pratigini ise felaket olarak ifade etmektedir (Freire,
2019a). “Yaptigim seyi degerlendiren, benim pratigimdir; ama teorik olarak
aydinlanmisg pratigim.” (s. 57) diyen Freire’de (2019b) praksis siireci i¢inde eylem ile
derinlemesine diisiinmeyi birbirinden ayirmak miimkiin degildir. Aksi takdirde bdyle
bir seyin olmasi ya akilsiz eylemcilik/lafazanlik ya da bos kuramsallastirmadan
ibarettir (Mayo, 2011).

Paulo Freire’nin bankaci egitim belirlemesine iligkin katilimc1 goriislerinin
belirlenmesinin amaglandigi bu ¢aligsma ile;

* Paulo Freire’nin bankaci egitim belirlemesindeki 6gretmenin baskin roliiniin,
degiserek rehber roliine evrildigi,

* Dbenzer bir sekilde, Paulo Freire’nin bankaci egitim belirlemesindeki edilgen
6grenci roliiniin de doniiserek 6zne roliine evrildigi,

* Paulo Freire’nin bankaci egitim belirlemesindeki egitim-6gretim siirecine
iliskin 6zellik ve uygulamalarin énemli bir degisiklik gostermeden devam etmekte
oldugu sonucuna varilmistir.

Paulo Freire’nin bankaci egitim belirlemesinin giincelligini incelemeyi
amaglayan bu arastirma, arastirmaya katilan Ankara’daki kamu ortaokullarinda
calisan brang Ogretmenlerinin goriisleri ile smirlidir. Bu nedenle yalnizca bu
diizeydeki okullarin egitim Ogretim siiregleri hakkinda bilgiler sunmaktadir. Bu
sonuglardan hareketle d6gretmen ve 6grenci rollerinin degismesine ragmen egitim-
Ogretim siirecinin degismemesinin nedenlerine iliskin detayli aragtirmalar yapilmasi
onerilebilir. Ozellikle konuya iliskin yapilacak yeni arastirmalar, egitim-6gretim
siirecinde ezberciligin slirmesi, anlatim yonteminin yaygmlii ve sonug
degerlendirme yaklasiminin devam ettirilmesi konularinin dayanaklar1 {izerinde
yogunlastirilabilir.
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Summated rating is a frequently used technique for measuring psychological
characteristics such as personality and attitude. This approach is commonly referred
to as the Likert method (Anastasi, 1982). In Likert-type scales, the respondent reports
the degree of agreement or disagreement with the attitude item covered by each
statement in the scale (Tezbasaran, 2008). Seashore and Katz (1982) stated that the
Likert technique is seemingly easy but quite complex in practice. This technique
enables the preparation and response of attitude statements. The complexity of the
technique lies in obtaining a one-dimensional scale, exploring the dimensionality of
attitudes, and using item correlation, factorial, and multidimensional analysis
procedures to evaluate the structural and causal relationships between the measured
variables (Seashore & Katz, 1982). The formats of attitude labels, which are
frequently used in Likert-type scales, are divided into three categories: verbal, end-
anchored, and numerical. Verbal scales involve labeling all scale points with a verbal
statement. The end-anchored scales’ first and last scale points have a verbal label, and
the rest are numerical. In numerical scales, all scale points have a numerical value,
and sometimes, these scale points can be named with specific percentage labels (0%
of the time, 25% of the time, etc.) (Newstead & Arnold, 1989).

In general, there are five categories ranging from Strongly Agree (5) to Strongly
Disagree (1) on Likert-type scales (Jamieson, 2004). Although the verbal scales of
five-point Likert-type scales are listed as Strongly disagree, Disagree, Undecided,
Agree, and Strongly agree, there is not much information in the literature about how
this order and labels ought to be. For instance, Robie et al. (2022) stated that
measurement invariance, scale mean, and respondent response do not change much
when categories are ordered differently. Similarly, although some studies offering the
option "I do not know" in terms of representing the respondent’s lack of knowledge
(Payne, 1950; Vaillancourt, 1973), it is not possible to say that this option strengthens
reliability (Krosnick & Presser, 2010). Therefore, researchers decide the order of scale
categories and labels based on their knowledge and experience during the scale
development stage. In addition to the order of options and labels, the expression "l am
undecided" is mainly used in studies as the mid-point of the scale (Kagitgibasi, 2010).
The mid-point is labeled as "Neither agree nor disagree" in some studies (Gegez,
2010; Kurtulus, 2006; Yiikselen, 2003), whereas it is labeled as "I have no idea" in
others (Nakip, 2006). It is a requirement that the labels at the scale points be clear and
understandable for the scale to be highly reliable. If there are ambiguous statements
on the labels, the validity and reliability of the scale may be compromised (Krosnick
& Presser, 2010).

There is no consensus in the literature regarding whether the degrees of attitude
labels are similar, whether there are differences between them in terms of language
(semantics), or whether these expressions should be understood as synonymous by
individuals or not. From the past to the present, various debates have come to the fore,
especially about what the mid-point indicates. According to Bagar (2021), expressions
such as "I am undecided, I have no idea, I cannot say anything” indicate a situation,
not a middle level or trend; therefore, it may be wrong to use such expressions on
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scale applications. Instead of these expressions, Basar (2021) states that labels such
as "I am impartial”, "1 am neutral”, or "l agree at a moderate level" should be used to
indicate agreement or disagreement. However, according to the literature, Likert
(1967) and Bogardus (1967) excluded the word "Undecided" in the midpoint in their
later studies, and Thurstone (1967) and Allen & Kenney (1967) used the word
"Neutral" for the middle option (as cited in Basar, 2021, p.3). Tezbasaran (2008) and
Turgut and Baykul (1992) also stated that they used the word "Undecided" to mean "I
am in the middle, I am impartial, I am neutral, I have no idea". According to Basar
(2021), “Neutral” carries the meaning of impartial and indicates a decision: “I have
made my decision: I am not on one side, I am in the middle”. However, “I am
undecided” does not indicate a decision. It shows that “I do not have a decision” when
the researcher asks what the decision is. Those who do not make a decision cannot be
assigned a score indicating the degree of decision (Bagar, 2021). Bora Semiz and
Altunisik (2016) stated that "Undecided", and "Neither agree nor disagree" labels can
be used for the mid-point, but the statement "'l have no idea™ does not indicate a place
in the attitude for the mid-point of the scale, so it would not be appropriate for the
midpoint. Moreover, another study has shown that the respondents might also turn to
the center, to the midpoint option used in the sense of "Neutral", due to the bias toward
the center and the desire to be liked socially (Nadler et al., 2015).

Differences in scale labels can result in differences in the total score obtained
from the scales, the reliability and validity of the scales, and the variability in scale
responses (Newstead & Arnold, 1989). According to the study conducted by Dixon et
al. (1984), the scores obtained from the verbal and end-anchored Likert-type scales
did not show a significant difference according to the labels. Similarly, in their studies
comparing different label formats of Likert-type scales, Finn (1972) and Wyatt &
Meyers (1987) found that label definitions did not reveal a significant difference in
scale scores and that the reliability of scales with different labels was similar. On the
other hand, Jacko and Huck (1974), in contrast to these studies, found that end-
anchored scales had lower mean scores than verbal and numerical scales. Similarly,
Krosnick and Berent (1993) and Weng (2004) stated that the reliability of end-
anchored scales were lower than that of verbal scales. Considering the studies
conducted on numerical scales, Blumberg et al. (1966) revealed no difference between
end-anchored and numerical scales. Peters and McCormick (1966) showed that verbal
scales had higher reliability than numerical scales (as cited in Newstead & Arnold,
1989, p.35). On the other hand, Newstead and Arnold (1989) stated that numerical
scales had a higher mean score than end-anchored scales, but there was no significant
difference in mean scores between verbal and end-anchored scales.

In the literature, Likert-type scales have been compared in terms of reliability,
primarily based on the number of categories in the scales. In some studies, reliability
increases as the number of categories increases (Alwin, 1992; Bandalos & Enders,
1996; Hartley & MacLean, 2006; Kilig, Uysal, & Kalkan, 2021; Lee et al., 2002;
Simms et al., 2019). On the other hand, another study has shown that the reliability
does not show a significant difference depending on the number of response
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categories and that the five categories give the optimal reliability (Finn, 1972). In
addition, in some studies, higher reliability has been obtained with the forced-choice
scale (Bendig, 1954), while some scholars have stated that adding a midpoint to the
scale would strengthen reliability (O’Muircheartaigh et al., 2000). In summary, a
limited number of studies have examined the validity and reliability of end-anchored
scales and verbal scales with different attitude labels, and these studies have not
yielded consistent results. The level of measurement invariance of scales with the
same purpose, consisting of the same scale items but with different labels, has not
been extensively studied in the literature.

Measurement invariance means that groups at the same level in the measured
feature have the same raw score from the measurement tool or that individuals in
different groups perceive and interpret the scale items similarly (Bryne & Watkins,
2003). According to Gregorich (2006), four hierarchical invariance types are
mentioned in measurement invariance. The first is structural invariance. In structural
invariance, the equality of the scale’s factor structure in groups is tested. Metric
(weak) invariance can be tested on the condition that structural invariance is ensured.
In metric invariance, whether or not the groups perceive the scale items similarly is
checked. Failure to provide metric invariance indicates that item factor loads are not
equal in the groups. Therefore, if metric invariance cannot be achieved, comparison
of the scores obtained from the groups may be biased. In the case where metric
invariance is achieved, scalar (strong) invariance is tested. Scalar invariance examines
whether item factor loads and regression constants are equal between the groups or
not. In the case where scalar invariance is reached, strict invariance is considered, and
equality of error variances in groups is tested. The four types of measurement
invariance listed are treated as prerequisites for each other. In this case, the failure in
structural invariance means that other measurement invariances are not achieved.
Therefore, comparing the scores obtained from a measurement tool in which structural
invariance cannot be achieved is biased.

The current study aimed to examine the validity and reliability evidences of the
scale forms (verbal and end anchored five-point Likert-type scales) consisting of the
same items with different category labels with the data obtained from the same student
group, to compare these evidences over the forms, and to what extent the forms
provide measurement invariance. Considering the limited number of research studies
on this topic in the literature, this study can be regarded as important and essential in
presenting empirical evidence for the different uses of category labels in scales. This
research sought answers to the following sub-problems:

1. What are the item factor loads and Cronbach’s alpha reliability coefficients
of scales with different category labels as calculated from the results of
exploratory factor analysis (EFA)?

2. What is the difference between the item factor loads calculated from the EFA
results of scales with different category labels?
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3. What is the relationship between the item factor loads calculated from the
EFA results of scales with different category labels?

4. How do the total scores obtained from scales with different category labels
differ?

5. How do the factor scores obtained from scales with different category labels
differ?

6. What is the difference between the fit indices of scales with different
category labels as calculated from the results of Confirmatory Factor
Analysis?

7. Towhat extent do scales with different category labels provide measurement
invariance?

Method

In this part of the research, the research model, study group, data collection tools,
ethics committee decision, data collection process, and data analysis are included.

Research Model

This research is a descriptive study that examines the validity and reliability of
scale forms consisting of the same items and having different category labels.
Descriptive studies attempt to answer the question “What is...?” (Balci, 2011). In
addition, the research is correlational in terms of revealing the relationship between
item factor loads calculated from different forms. Correlational studies attempt to
reveal the degree of the relationship with the correlation coefficient (Balci, 2011).

Study Group

The study group consists of 377 individuals studying at the undergraduate level
in different universities in Tirkiye in the 2020-2021 academic year. The demographic
information about the study group is given in Table 1, below. According to Table 1,
most of the study group involved students from Education Faculties Furthermore,
most students were studying in the second and third year of the university, and the
majority were females.
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Table 1
Demographic Information of the Study Group
Characteristic Category n %
Female 272 72.1
Gender Male 105 27.9
Total 377 100
Education Faculty 346 91.8
Faculty Sports Faculty 25 6.6
Other 6 1.6
Total 377 100
1st Year 57 15.1
Year 2nd Year 138 36.6
3rd Year 161 42.7
4th Year 21 5.6
Total 377 100

Data Collection Tools

The Mathematical Attitudes Scale (MAS) was used as the data collection tool in
the study. MAS, developed by Baykul (1990), is a one-dimensional scale involving
30 items, 15 of which are positive and 15 are negative. The variance rate explained
by one dimension of MAS is 56%, and its reliability coefficient is .96. The lowest
score obtained from the MAS is 30, and the highest score is 150 (as cited in Nartgiin,
2002, p.47).

Within the scope of this research, the scale was shortened because it would take
time to apply the four different forms of this 30-item scale to students, and some items
in the scale were not found to be sufficient or were considered to be very specific.
Since the aim of this study was not to make inferences about the scale scores of the
students, the validity and reliability evidences were collected within the scope of the
research, considering the effect of shortening the scale on the construct validity. In
shortening the scale, attention was paid to removing the expressions that directly point
to the thoughts about the Mathematics lesson (for example, Mathematics is among my
favorite subjects), while the items obtained with a high factor load in Nartgiin (2002)
remain in the scale. Two more interesting items, believed to measure attitudes toward
mathematics, were added to the shortened scale. These items are “EXxpressing a
situation mathematically makes me happy.” and “Mathematical discoveries fascinate
me.”. The number of items on the scale applied to the students was 14. Six of them
represent negative thoughts toward mathematics, while eight of them represent
positive thoughts. Four different scale versions were formed by differentiating the
only the category labels. The difference in the category labels of these versions, called
Form 1, Form 2, Form 3 (which are verbal forms), and Form 4 (end anchored form),
is presented in Figure 1, below.

As seen in Figure 1, only the label showing the midpoint was changed in the first
three verbal forms. Form 1 involved the expression “I have no idea”, Form 2 involved
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the expression “I am undecided”, and Form 3 involved the expression “Neither agree
nor disagree” for the midpoint. In addition, Form 4 used an end-anchored scale, whose
beginning and end values are shown with verbal labels, and the remainder consists of
numerical values.

Figure 1
Used Forms
Sample item: Solving Mathematic problems makes me tired.
Form 1 Strongly agree (X)
Agree ()
I have no idea ()
Disagree ()
)

Strongly disagree

Sample item: Solving Mathematic problems makes me tired.

Form 2 Strongly agree (X)
Agree )

Undecided ()

Disagree ()

)

Strongly disagree

Sample item: Solving Mathematic problems makes me tired.

Form 3 Strongly agree (X)
Agree )
Neither agree nor disagree
Disagree

)
)
Strongly disagree )

Sample item: Solving Mathematic problems makes me tired.
Form 4

Strongly disagree () ) ) () X) Strongly agree

Ethical Committee Approval

Before the data collection process, the necessary permits were obtained from the
Inonu University Scientific Research and Ethics Committee (Protocol No: 13-19,
Date: 02/07/2021). In addition, participation in the research was based on
volunteerism by requesting verbal consent.

Data Collection Process

The data were collected online at approximately 1-week intervals. The links of
the scale forms were shared with the students, and then the link was closed to them at
the end of the allowed time (four days) during the data collection process. Thus, the
students were prevented from viewing the forms earlier or later. The students were
required to write the first six digits of their identity cards to ensure matching the forms.
At the end of the data collection process, the dataset was controlled, and repeated data
(filling out a form more than once) were removed from the dataset.

Data Analysis

Before data analysis, a total of 40 individuals detecting univariate and/or
multivariate outliers were excluded from the dataset while testing factor analysis
assumptions. The descriptive statistics of 337 individuals who answered all forms
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without repetition are given in Table 2. According to the skewness and kurtosis values
in Table 2, the responses did not deviate from the normal distribution. The mean and
median values of the variables are close to each other. The minimum and maximum
values obtained from the forms indicate that the score range covers all attitude levels.
The standard deviation values are similar in the first three forms (verbal forms), and
the value slightly increases in the fourth (end anchored) form. Therefore, according
to Table 2, the forms provide similar information.

Table 2
Descriptive Statistics of the Forms
Statistics Form 1 Form 2 Form 3 Form 4
N 337 337 337 337
Mean 45,98 45.89 45.63 46.08
Median 48.00 47.00 47.00 48.00
Mod 56.00 55.00 55.00 66.00
Standard Deviation 14.61 14.47 14.62 15.80
Skewness -0.33 -0.30 -0.31 -0.30
Standard Error 0.13 0.13 0.13 0.13
Kurtosis -0.91 -0.87 -0.85 -1.02
Standard Error 0.27 0.27 0.27 0.27
Minimum 14.00 14.00 14.00 14.00
Maximum 70.00 70.00 70.00 70.00

For the first sub-problem, EFA based on the polychoric correlation matrix was
applied to the data set, and the reliability of the forms was determined by calculating
the Cronbach’s alpha internal consistency coefficient due to the unidimensionality of
the scale. For the second sub-problem, the difference between the item factor loads
obtained from EFA was tested using Friedman and Wilcoxon tests, and the effect sizes
of the tests were calculated. For the third sub-problem, the relationship between item
factor loads was examined using the Spearman Correlation Coefficient. The
differences between the total scores and factor scores obtained from the forms were
tested with one-way ANOVA for the fourth and fifth sub-problems.

Confirmatory factor analysis (CFA) and multi-group CFA, a frequently used
method to test measurement invariance, were employed for the sixth and seventh
subproblems, respectively (Wu et al.,, 2007). Difference values (A) between the
established models were examined in interpreting CFA and multi-group CFA results
in this study. ACFI and ARMSEA values were used to determine which model was
more suitable for the data among the CFA results (Cheung & Rensvold, 2002), and
Ax?, ACFI, ATLI, and ARMSEA values were considered in the invariance test. If
ACFI, ATLI, and ARMSEA values were less than -.01 or greater than .01, the finding
was interpreted as the model did not provide the relevant type of measurement
invariance (Kline, 2016). In addition, the significance of the Ay?value was
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interpreted. Analysis assumptions before EFA and CFA were tested. EFA was
performed using Factor 11.05.01 (Lorenzo-Seva & Ferrando, 2021); CFA and multi-
group CFA were performed using R software (R Core Team, 2013). The psychometric
properties of the forms were revealed by comparing the results based on the forms.

Results

Findings Regarding EFA and Reliability

The item factor loadings calculated from the EFA of the forms and the
Cronbach's Alpha reliability coefficients for the forms are summarized below in Table
3. The Kaiser—Meyer— Olkin (KMO) values of all four forms consisting of the same
items but with different category labels are higher than .90. Accordingly, the sample
size is very good (Kaiser & Rice, 1974). The Bartlett Sphericity Test results of the
forms were significant at .01 error level for all forms. These findings indicate the
factorability of the data. In addition, the multivariate normality assumption of the
forms was tested with Mardia’s (1970) skewness and kurtosis coefficients, and the
ULS (unweighted least squares) method was employed in the analysis. Parallel
analysis was used to determine the dimensionality of the forms, and the convergence
criteria for unidimensionality (UniCo, ECV, MIREAL) proposed by Ferrando &
Lorenzo-Seva (2018) were considered.

Among the criteria in Table 3, the unidimensionality fit (UniCo) value is greater
than .95, the explained common variance (ECV) is higher than .85, and the average
of the item residual absolute loads (MIREAL) value is less than .30 indicates that the
data can be handled in a unidimensional way. In light of these findings, the data sets
obtained from the forms show unidimensionality. Forms 1, 2, 3, and 4 explain 76.87%,
78.65%, 79.67%, and 76.75% of the total variance with this one-dimension,
respectively. The explained variance rates of the forms are very close to each other.
While Form 3, with the label “Neither agree nor disagree” as the midpoint of the scale,
had the highest explained variance rate, followed by Form 2 with the “I am undecided”
label, Form 1 with the expression “I have no idea” at the midpoint, and Form 4, which
is an end-achored scale. The similarity of the explained variance rates can be
interpreted as the forms provide similar information.
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Table 3
EFA and Reliability Results of the Forms
Form 1 Form 2 Form 3 Form 4

KMO .95 .94 .95 .95
Bartlett Sphericity Test 3805.0* 3805.0* 3805.0* 3805.0*
Explained Variance Rate %76.87  %78.65  %79.67 %76.75
UniCo .99 .99 .99 .99
ECV .95 .94 .95 .93
MIREAL .18 .20 .20 22
M1 91 .92 93 91
Mm22 .80 .82 .83 .84
M3 .94 .95 .96 .96
M4 91 .92 .92 91
Item Factor Loads M5 87 82 87 84
M6 .87 91 .89 .87
M7 91 .95 .94 .88
M8 .70 .68 71 .68
M9 .85 .90 .90 .90
M10 .89 91 .89 .89
M11 .81 .84 .85 .82
M12 .90 .88 .90 .86
M132 .82 .82 .84 .84
M14 .94 93 94 .89
Median of the Item Factor Loads .88 .90 .89 .87
Cronbach Alpha .97 .98 .98 .97
2ltems added to the scale
*p<.01

According to Table 3, the item factor loads differ among the forms. Item factor
loads were between .70-.94 for Form 1, .68-.95 for Form 2, .71-.96 for Form 3, and
.68-.96 for Form 4. The Cronbach’s alpha coefficient was calculated as .98 for Forms
2 and Form 3, and as .97 for Forms 1 and 4. Based on this finding, the reliability
obtained from the forms is quite high and close to each other. While this finding is
similar to the findings of Finn (1972), Wyatt & Meyers (1987), and Weng (2004), it
contradicts the findings of Jacko & Huck (1974), who conducted a similar study on a
multidimensional scale, and Krosnick & Berent (1993), who used seven-point scoring
in their research.

Findings Regarding the Comparison of Item Factor Loads

The median values of the item factor loads in Table 3 are .88 for Form 1, .90 for
Form 2, .89 for Form 3, and .87 for Form 4. Accordingly, the item factor loads
obtained from all forms are quite high. The Friedman test first tested whether or not
the item factor loads in Table 3 showed a significant difference from one form to
another. According to the analysis results, the item factor loads among Forms 1, 2, 3,
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and 4 showed a significant difference at 0.05 error level (X?= 11.826; sd = 3; p =
.008).

Paired comparisons of item factor loads of the forms were evaluated using the
Wilcoxon Signed Rank Test. The results of the analysis showed that the median of
item factor loads differed significantly between Form 1 and 3 and between Form 3
and 4 (p<.05). The item factor loads did not differ significantly among other form
combinations (p>.05). According to Cohen’s (1988) criteria, the item factor loads
differed between Forms 1 and 3 (z = -2.825; p = .005; r = -.38), and between Forms
3 and 4 with a medium effect size (z = -2.661; p = .008; r = -.36).

Findings Regarding the Relationship between Item Factor Loads

To answer the third sub-problem, the Spearman Correlation Coefficient was
calculated to reveal the relationship among the item factor loads calculated from the
forms, and the findings are presented in Table 4. According to Table 4, there is a high
correlation among the item factor loads calculated from the forms. The highest
correlation between item factor loads was calculated between Form 1 (I have no idea
at the mid-point) and Form 3 (Neither agree nor disagree at the mid-point), and Form
2 (I am undecided at the mid-point) & Form 3 with a correlation coefficient of .95.
The second highest correlation coefficient was calculated as .90 between Forms 1 and
2. Based on this finding, the item factor loads obtained from the verbal scales are
highly correlated.

Table 4
Relationships Between Item Factor Loads
Forms Form 1 Form 2 Form 3 Form 4
Form 1 1.00
Form 2 .90* 1.00
Form 3 .95* .95* 1.00
Form 4 .80* .83* .85* 1.00
*p<.01

Table 4 shows that there are high correlations in the range of .80-.85 between
the item factor loads obtained from Form 4, which is in the form of an end-anchored
scale, and those obtained from the verbal forms. Form 4 shows the highest correlation
with factor loads obtained from Form 3, followed by Forms 2 and 1. When all the
correlation coefficients in Table 4 are examined, notably lower correlation
coefficients were calculated between Form 4 (the end anchored scale) and the verbal
scales than between the verbal scales themselves. In other words, while the item factor
loads obtained from the verbal scales had a higher correlation with each other, they
showed a lower correlation with the item factor loads calculated from the end-
anchored scale.



262 Nuri Dogan,Ceylan Giindeger Kilci and Meltem Yurtcu

Findings Regarding Total Scores Obtained from the Forms

In the fourth sub-problem, there was no statistically significant difference among
the form averages when the difference among the total scores obtained from the forms
was tested with one-way ANOVA (F3;1344 = 0.057, p>.05). Based on this finding, the
averages of the students’ responses to the verbal forms in which the mid-point label
differs and to the end-anchored form are similar. In other words, the student
mathematical attitude scores, calculated from four different forms that were prepared
for the same purpose with the same scale items but different category labels, did not
show a significant difference based on the forms, and their total scores were similar.
While this finding contributes to the findings of Dixon et al. (1984), Finn (1972),
Wyatt and Meyers (1987), and Newstead and Arnold (1989), it contradicts those of
Jacko and Huck (1974), who used a multidimensional scale in their research. The scale
used in this study had a unidimensional structure. The difference between Jacko and
Huck’s (1974) study and this study is that a multidimensional scale was examined in
their study. Dimensionality could be one of the possible reasons for this discrepancy
between the two studies.

Findings Regarding Factor Scores Obtained from the Forms

In the fifth sub-problem, there was no statistically significant difference among
the factor scores obtained from the forms according to one-way ANOVA (Fs3.1344 =
0.000; p>.05). On the basis of this finding, similar to the previous finding, the
averages of the factor scores calculated from the verbal forms in which the mid-point
label differs and from the end-anchored form are similar. In other words, the student
factor scores did not show a significant difference between the forms.

Findings Regarding the Model-Data Fit

In the sixth sub-problem, the CFA results and the difference (A) values are
presented in Table 5, below. Considering the x2/df and RMSEA values in Table 5,
although these values indicate a low level of fit in all forms, the TLI and CFI values
of the fit indices were calculated to be over .95 in all forms, which indicates that the
model- data fit is at a very good level. In addition, the residuals support this goodness
of model fit since SRMR has a value less than .08. Based on these findings, the CFA
results provided a good level of model- data fit in all forms.

Table 5 also presents ARMSEA and ACFI over the binary combinations of all
forms so that form comparisons can be made. It is noteworthy that only one of the
ARMSEA values in Table 5 is in the range .01, and the other difference values
exceed this limit. Chen (2007) stated that the difference is significant when ARMSEA
is greater than .01. Therefore, it can be interpreted that there is no significant
difference between Forms 2 and 3 in terms of model-data fit, but the differences
between the other forms are significant. Considering Table 5, Form 1 fitted the data
better than the other forms. The item factor loads obtained as a result of CFA are given
in the Appendix.
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Table 5
CFA Results of the Forms and the Difference Values
< . <
w 5 y -z = E 8
Forms B > =0 & 3 E
o 4
Form 1 306.66 3.98 .09 .99 .99 .04
Form 2 416.51 541 12 .99 .99 .05
Form 3 437.63 5.68 12 .98 .99 .05
Form 4 544.35 7.07 13 .99 .99 .06
The difference values between Form 1 & Form 2 .00 -.02
The difference values between Form 1 & Form 3 .00 -.02
The difference values between Form 1 & Form 4 .00 -.04
The difference values between Form 2 & Form 3 .00 .00
The difference values between Form 2 & Form 4 .00 -.02
The difference values between Form 3 & Form 4 .00 -.02

Findings Regarding Measurement Invariance

Multi-group CFA was employed for the seventh subproblem. The findings
regarding the extent to which Forms 1, 2, 3, and 4 provide measurement invariance
are presented in Table 6. In the literature, if the difference between the Chi-square
values (Ay?) is insignificant and the CFI, TLI, and RMSEA difference values are
within the range of + .01, it is accepted that the relevant type of invariance is provided
(Kline, 2016).

Table 6
Measurement Invariance Results
< <
Invariance - R T 9 5 = % 3
= ° 4 = o 3 F g 2z g
@ 4
Structural 328.45 308 92 10 .90

Metric 42230 347 3757 54 98 .05 98 .06 -05 .08
Scalar 44048 386 4774 16 98 .05 .98 -00 -00 .00
Strict 487.05 428 60.59 03 98 .04 98 .00 -00 .00

Note. CFl = Comparative Fit Index; TLI = Tucker-Lewis Index; RMSEA = Root Mean Square Error of
Approximation

The significance levels of Ay? values in Table 6 indicate that metric and scalar
invariance can be achieved (p>.05) while strict invariance cannot (p<.05).
Considering ACFI and ARMSEA values, metric invariance cannot be achieved
because these values exceed +.01 range. When providing metric invariance, scalar
invariance can be tested (Gregorich, 2006). At this point, the results obtained from
scalar invariance were not interpreted , since metric invariance could not be achieved.
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Based on this finding, the forms do not provide metric invariance and only have
structural invariance.

Discussion, Conclusion and Suggestions

The current study aimed to compare the validity and reliability evidences of the
forms through the application of four different Likert-type scales consisting of the
same items prepared for the same purpose. In line with this aim, an end-anchored form
(Form 4) and three verbal forms (Form 1, Form 2, and Form 3) with different midpoint
value labels were discussed. For the verbal forms’ mid-point labels, the expressions
“I have no idea” in Form 1, “I am undecided” in Form 2, and “Neither agree nor
disagree” in Form 3 were included. Form 4 comprised an end-anchored form, whose
beginning and end values were shown with a verbal label, and the remainder consisted
of numerical values. The focus of this study was to reveal the relationship between
different midpoint labels and scale versions in Likert-type scales and to present
empirical evidence on the subject.

There was no significant difference between the total score averages and the
factor score averages obtained from the verbal and end-anchored forms employed
within the scope of the research. This finding overlaps with the findings of Dixon et
al. (1984), Finn (1972), Wyatt and Meyers (1987), and Newstead and Arnold (1989).
Unlike this study, Dixon et al. (1984) used a six-category (forced choice scoring) and
revealed no difference between the verbal and end-anchored forms in terms of total
score averages. Similarly, Finn (1972), Wyatt and Meyers (1987), and Newstead and
Arnold (1989) reported that label definitions do not reveal a significant difference in
the total scores in their studies, in which they compared different label formats of
Likert-type scales. The current study compared five-point Likert scoring and obtained
similar results in terms of total score averages. Contrary to the current findings, Jacko
and Huck (1974) stated that end-anchored scales have a lower mean than verbal scales,
based on the Alpert— Haber Achievement Anxiety Test (AHAAT), which is a
multidimensional scale. The MAS, used as the data collection tool in the current study,
has a unidimensional structure, as mentioned in the method section of this research.
As Jacko and Huck (1974) stated, the non-unidimensionality of the AHAAT scale can
be considered a reason for the inconsistency of the results in this context. According
to the results of this study, four different forms consisting of the same items to measure
the same feature presented similar information about individuals. As Newstead and
Arnold (1989) noted, a significant difference between the forms in terms of total score
averages would mean an increase or decrease in scale scores when using different
category labels. This indicates that the total scores from the different labeled forms
cannot be compared. From this perspective, it is appropriate to say that these four
forms are comparable. For future studies, repeating similar studies on
multidimensional and forced choice scales may be advised for researchers.

The second result obtained from the study is that the explained variance ratios
and reliability of all forms are found to be close to each other as a result of EFA based
on the polychoric correlation matrix. Explained variance received the highest value
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when the midpoint of the scale was labeled as “Neither agree nor disagree” (Form 3),
followed by Form 2 labeled as “I am undecided”, Form 1 labeled as “I have no idea”,
and end-anchored Form 4, respectively. The fact that Forms 1 and 4 have very close
explained variance rates can be interpreted as these two forms provide similar
information. The Cronbach’s alpha internal consistency coefficients of all forms were
calculated as 0.97 and 0.98, respectively. Thus, it can be concluded that the forms
have similar and high reliability. While this finding is similar to the findings of the
studies of Wyatt and Meyers (1987) and Weng (2004), it does not correspond to the
findings of studies of Jacko and Huck (1974) and Krosnick and Berent (1993). As
specified above, a multidimensional scale was used in the study of Jacko and Huck
(1974). Unlike this study, Krosnick and Berent (1993) used a seven-point Likert scale
to determine participants’ political views. They implemented this scale in different
sessions through phone calls, face-to-face interviews, and self-recording of the
respondent’s own responses and considered the compliance between the
implementations as reliability. In this respect, the results of these two studies may not
have corresponded. Within this scope, future studies can examine the compliance
between different implementations (for example, face-to-face and online) and
compare the results of EFA and CFA.

This study showed that there was a significant difference between factor loadings
obtained from EFA results with medium effect size when the mid-point value was
labeled as “I have no idea” & ‘“Neither agree nor disagree.”, and “Neither agree nor
disagree.” and end-anchored one. Moreover, regarding the correlations between the
item factor loads obtained from the forms, it was concluded that the item factor loads
obtained from the verbal forms had a higher correlation with each other; however,
they showed a lower correlation with the item factor loads obtained from the end-
anchored form. In other words, the forms consisting of verbal attitude labels have a
higher level of correlation between the item factor loads and lower relationships with
the end-anchored scale. Thus, the numerical— verbal statement difference in attitude
labels of scales changes individuals’ responses relating to the characteristic to be
measured. Based on this result, individuals perceive different attitude labels in the
same category in different ways. Researchers may be advised to conduct similar
studies using scales measuring different characteristics.

As an interesting result of the study, it is notable that the limit is not exceeded in
only one comparison according to the ARMSEA values. There is no significant
difference in terms of model-data fit between Form 2, with the expression at the mid-
point "'l am undecided” and Form 3, which has the label "Neither agree nor disagree™.
There were significant differences with respect to the ARMSEA in the other form
combinations in which the model- data fit was compared, and among the forms, Form
1 with the label “I have no idea” fitted the data better. Based on this, placing the “I
have no idea” label at the midpoint is more appropriate for the students’ responses
compared with the other verbal forms and end-anchored scale. However, according to
Basar (2001), statements such as “neutral, no idea, no comment” do not convey a
medium degree attitude level, but a status. Nevertheless, according to Nadler et al.
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(2015), a medium degree in attitude statements means "neutral” and includes the
tendency toward the center and the desire for social approval of the individuals filling
out the form. Therefore, the model- data fit of Form 1 may have been better.

According to the results obtained in terms of measurement invariance, only
structural invariance was achieved between the forms measuring the same
characteristic and having the same scale items with different category labels, but
metric invariance was not achieved. The lack of metric invariance across the forms
indicates that item factor loads differ across the forms. In this case, it can be examined
whether there is item bias (DIF) or item parameter shift (DRIFT) in the items
according to the forms using quantitative and/or qualitative methods. Considering the
findings of this study, researchers can repeat such studies as they are limited in
number, examine the validity and reliability of verbal , end-anchored, and numerical
forms, compare the factor loads of the scale items with different techniques, and
determine the sources of variability based on the generalizability theory and item
response theory.

The data collection step of this study was conducted on an online platform due
to the COVID-19 pandemic. During the data collection phase, the links of Forms 1,
2, 3, and 4 were kept accessible for students for four days at one-week interval. To
further explain this process, Form 1 was first administered to the students. The link to
this form was accessible to students for four days and was blocked after four days.
Exactly one week after access to Form 1 was blocked, the link to Form 2 was
distributed to the students and the same timing was respected for all forms. The order
of form application was kept consistent in this study, considering that data collection
would be difficult in the pandemic and may be confusing for students, considering the
different priority and posteriority combinations of the forms. In this case, errors
arising from the sequence effect may affect the measurement process. This appears to
be a limitation of this study. For future studies, it may be suggested to include different
priority— posteriority combinations of forms to eliminate the sequence effect in the
results. Moreover, the scale used in this study is the MAS, which is scored on a five-
point Likert-type scale, consists of 14 items, and has a unidimensional structure. It
may be recommended to repeat this type of study on scales that contain more or fewer
items, are scored in different types such as three-point or four-point Likert, and show
multidimensionality. In addition, in this study, only the mid-point labels were changed
in the verbal scales, whereas the other four labels remained the same. The effect of
different label statements on attitude can also be examined by changing all label
statements or sorting the labels in different ways.
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Kisilik ve tutum gibi psikolojik o&zelliklerin 6l¢iilmesinde sik kullanilan
tekniklerden biri dereceleme toplamlar1 teknigidir. Bu yaklasim, yaygin olarak Likert
yontemi olarak adlandirilmaktadir (Anastasi, 1982). Likert tipi 0dlgeklerde,
cevaplayici, olcekteki her ifadenin kapsadigi tutum dgesine katilma veya katilmama
derecesini bildirmektedir (Tezbasaran, 2008). Seashore ve Katz (1982), Likert
tekniginin gorliniiste kolay ancak uygulamada olduk¢a karmasik oldugunu ifade
etmistir. Teknik, tutum ifadelerinin hazirlanmasi ve yanitlanmasi bakimindan kolaylik
saglamaktadir. Teknigin karmasiklig1 ise tek boyutlu 6lgekler elde etme, tutumlarin
boyutlulugunu kesfetme, Olgiilen degiskenler arasi yapisal ve nedensel iliskileri
degerlendirme amaciyla madde korelasyonu, faktdryel ve c¢ok boyutlu analiz
prosediirlerini kullanmada yatmaktadir (Seashore ve Katz, 1982). Likert tipi
Olceklerde siklikla kullanilan tutum etiketlerinin formatlari, sozel (verbal) 6lgekler,
ucu gémiilii (end anchored) dlgekler ve sayisal (numerical) dlgekler olmak iizere tice
ayrilmaktadir. Sozel Olgeklerde, tiim o6lgek noktalarinin sdzel bir ifadeyle
etiketlendirilmesi s6z konusudur. Ucu gomiilii 6lgeklerin ilk ve son 6lgek noktalari
sozel etikete sahip ve geri kalan kisim sayisaldir. Sayisal Olgekte ise tiim Olgek
noktalar1 sayisal degere sahiptir ve bazen bu 6l¢ek noktalari belirli yiizdelik etiketleri
(%0, %25 vb.) ile adlandirilabilmektedir (Newstead ve Arnold, 1989).

Likert tipi Olgeklerde genellikle Kesinlikle Katiliyorum’dan (5) Kesinlikle
Katilmiyorum’a (1) kadar bes kategori yer almaktadir (Jamieson, 2004). Besli Likert
tipi sozel oOlgek etiketleri, Kesinlikle katimiyorum, Katilmiyorum, Kararsizim,
Katiliyorum ve Kesinlikle katiliyorum seklinde siralansa da alanyazinda bu
siralamanin ve etiketlerin nasil olacagina iliskin fazla bilgi yer almamaktadir. Ornegin
Robie ve dig. (2022) tarafindan yiiriitiilen yeni bir arastirmada kategorilerin farkli
siralandigl durumlarda 6lgme degismezliginin, dlgek ortalamasinin ve cevaplayict
tepkisinin pek degismedigi goriilmiistiir. Benzer sekilde, cevaplayicinin bilgisi
olmamasi durumunu temsil etmesi agisindan “Bilmiyorum” segeneginin sunulmasinin
Onerildigi bazi arastirmalara rastlansa da (Payne, 1950; Vaillancourt, 1973) bu
secenegin giivenirligi gliclendirdigini sdylemek pek miimkiin degildir (Krosnick ve
Presser, 2010). Bu sebeple arastirmacilar O6lgek gelistirme asamasinda Olgek
kategorilerinin siralanisi ve etiketler hakkindaki bu karari, kendi bilgi ve
deneyimlerine uygun sekilde kendileri vermektedir. Seceneklerin siralanigi ve
etiketlerin yaninda o&zellikle ol¢ek orta noktas: (midpoint) olarak calismalarda
cogunlukla, Ingilizcedeki “Undecided” ifadesinin Tiirkce karsihgi “Kararsizim”
ifadesinin kullanildig1 belirtilmektedir (Kagitgibasi, 2010). Baz1 arastirmalarda orta
secenek, “Ne katiliyorum ne katilmiyorum” (Gegez, 2010; Kurtulus, 2006; Yiikselen,
2003); baz1 ¢alismalarda ise “Fikrim yok” ifadesi ile etiketlenmistir (Nakip, 2006).
Olgegin giivenirliginin yiiksek olabilmesi i¢in 6lcek noktalarindaki etiketlerin agik ve
anlagilir olmasi bir gereklilik olarak kargimiza ¢ikmaktadir. Eger etiketlerde belirsiz
ifadeler yer aliyorsa, 6lgegin gecerligi ve giivenirligi tehlikeye diisebilmektedir
(Krosnick ve Presser, 2010).

Alanyazinda, tutum etiketlerinin gosterdikleri derecelerin birbirine benzer olup
olmadigi; dil acisindan (semantik) aralarinda farklilik olup olmadigi; bireyler
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tarafindan bu ifadelerin es-anlamli olarak anlasilip anlasilmayacagi hakkinda bir
goriis birligi bulunmamaktadir. Gegmisten giliniimiize, 6zellikle orta degerin ne
bildirdigine iliskin ¢esitli tartismalar giindeme gelmistir. Bagar’a (2021) gore,
“Kararsizim, Fikrim yok, Bir sey soyleyemem” gibi ifadeler orta derece veya egilim
degil, durum bildirmektedir; dolayisiyla bu tiir ifadelerin 6lgek uygulamalarinda
kullanilmalar1 hatali olabilmektedir. Basar (2021) bu ifadelerin yerine “Yansizim”,
“Noétrim”, “Orta diizeyde katiliyorum” gibi ifadeye katilma ve katilmama
bildirebilecek bir etiket kullanilmasi gerektigini belirtmektedir. Bununla birlikte
alanyazin incelendiginde Likert (1967) ve Bogardus’un (1967) daha sonraki
calismalarinda orta segenekte “Undecided” sozciigiine yer vermedigi; Thurstone
(1967) ile Allen ve Kenney’nin (1967) orta segenek i¢in “Neutral” (yansiz) sozctigiini
kullandig1 goriilmektedir (akt., Basar, 2021, s.3). Tezbasaran (2008) ile Turgut ve
Baykul (1992) da “Kararsizim” sozciigiinii “ortadayim, yansizim, ndtriim, fikrim yok™
anlaminda kullandiklarini belirtmistir. Basar’a gore (2021) nétr, yansiz anlami tagir
ve bir karar bildirir. Kararimi verdim: Herhangi bir yanda degilim, ortadayim.
“Kararsizim” ise karar bildirmez, kararin ne diye soran arastirmaciya, kararim yok,
der. Karar1 olmayana, karar derecesi bildiren puan verilemez (Basar, 2021). Bora
Semiz ve Altunigik (2016), orta deger i¢in “Kararsizim”, “Ne katiliyorum ne
katilmiyorum” etiketlerinin kullanilabilecegini ancak “Fikrim yok™ ifadesinin 6lgek
orta noktasi i¢in tutumda bir yer belirtmediginden orta nokta i¢in uygun olmayacagini
belirtmistir. Ancak bir bagka ¢aligma gostermistir ki “Notr ” anlaminda kullanilan orta
nokta segenegine cevaplayicilar, merkeze yonelme yanlilifi ve sosyal begenilme
arzusu nedeniyle de yonelebilmektedir (Nadler ve dig., 2015).

Olgek etiketlerindeki farkliliklar, &lgeklerden elde edilen toplam puan,
Olceklerin giivenirlikleri ve gegerlikleri ile dlgek cevaplarindaki degiskenlik tizerinde
cesitli farkliliklar ortaya cikarabilmektedir (Newstead ve Arnold, 1989). Alanyazin
incelendiginde, Dixon ve dig. (1984) tarafindan yiiriitiilen bir arastirmada, sozel ve
ucu gomiilii Likert tipi 6lgeklerden elde edilen puanlarin etiketlere gére anlamli bir
farklilik géstermedigi sonucuna ulasilmistir. Benzer sekilde Finn (1972) ile Wyatt ve
Meyers (1987) de, Likert tipi Ol¢eklerin farkli etiket formatlarini karsilastirdigi
calismalarinda, etiket tanimlarmin puanlar iizerinde anlamli bir farklilik ortaya
cikarmadigini; farkli etikete sahip Glgeklerin giivenirliklerinin ise benzer oldugunu
gostermistir. Jacko ve Huck (1974) ise bu arastirmalarin tersine, ucu gomiilii
Olceklerin sozel ve sayisal dlgeklere kiyasla daha diisiik ortalamaya sahip oldugunu
ortaya koymustur. Benzer sekilde, Krosnick ve Berent (1993) ile Weng (2004) de ucu
gomiilil 6lgeklerin giivenirliginin sdzel Slgeklerin giivenirligine kiyasla daha diisiik
oldugunu ifade etmislerdir. Sayisal dlgekler {lizerinden yiiriitiilen arastirmalara g6z
atildiginda ise Blumberg ve dig. (1966) ucu gomiilii 6l¢ekler ve sayisal dlgekler
arasinda bir farklilik olmadigini ortaya koymustur. Peter ve McCormick (1966) sozel
Olceklerin sayisal dlgeklerden daha yiiksek giivenirlige sahip oldugunu gostermistir
(akt., Newstead ve Arnold, 1989, s.35). Newstead ve Arnold (1989) ise ¢aligmalarinda
sayisal Olceklerin ucu gomili 6lgeklere kiyasla daha yiiksek ortalamaya sahip
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oldugunu ancak sozel ve ucu goémiilii 6l¢ekler arasinda ortalama bakimindan manidar
bir farklilik olmadigini belirtmistir.

Alanyazinda Likert tipi 6lgekler cogunlukla dlgeklerdeki kategori sayisi temel
almarak giivenirlik acisindan karsilagtirilmistir. Bazi arastirmalarda kategori sayist
arttikga giivenirligin arttig1 goriiliirken (Alwin, 1992; Bandalos ve Enders, 1996;
Hartley ve MacLean, 2006; Kilig, Uysal ve Kalkan, 2021; Lee ve dig., 2002; Simms
ve dig., 2019); baz1 arastirmalarda giivenirligin kategori sayisina bagl sekilde anlamli
bir farklilik gostermedigi ancak bes kategorinin en uygun (optimal) giivenirligi
verdigi ortaya koyulmustur (Finn, 1972). Ayrica kimi ¢aligmalarda 6lgek orta noktasi
olmayan (forced-choice) ¢ift sayili kategori ile daha yiiksek giivenirlik elde edilirken
(Bendig, 1954); kimi bilim insanlar1 dl¢cege orta nokta eklenmesiyle giivenirligin
giiclenecegini belirtmistir (O’Muircheartaigh ve dig., 2000). Ozetle, farkli tutum
etiketlerine sahip sozel oOlgekler ile ucu gomiili dlgeklerin  gegerlik ve
giivenirliklerinin incelendigi siurlt sayida arastirma oldugu ve yapilan aragtirmalarin
birbiriyle tutarli sonuglar vermedikleri goriilmektedir. Ayni amaca yonelik, ayn1 6l¢ek
maddelerinden olusan fakat farkli etiketlere sahip 6lgeklerin 6lgme degismezligini ne
diizeyde sagladiginin ise alanyazinda pek incelenmedigi s6ylenebilir.

Olgme degismezligi, dlgiilen 6zellik bakimindan esit diizeyde olan gruplarin
6lgme aracindan aldiklart ham puanin ayni olmasi ya da farkli gruplarda yer alan
bireylerin 6lgme aracindaki maddeleri ayni sekilde algilamasi ve yorumlamasi
anlamina gelmektedir (Bryne ve Watkins, 2003.) Gregorich’e (2006) gore, dlgme
degismezliginde hiyerarsik dort degigmezlik tiiriinden s6z edilmektedir. Bunlardan
ilki yapisal (sekilsel) degismezliktir. Yapisal degismezlikte, dlcegin faktor yapisinin
gruplarda esitligi sinanmaktadir. Bu degismezligin saglanmasi durumunda metrik
(zay1f) degismezlik test edilebilmektedir. Metrik degismezlikte gruplarin olgek
maddelerini benzer sekilde algilayip algilamadigi kontrol edilir. Metrik degismezligin
saglanamamast madde faktdr yiiklerinin gruplarda esit olmadigi anlamina
gelmektedir. Dolayisiyla metrik degismezlik saglanamazsa gruplardan elde edilen
puanlarin karsilastirilmasi yanli olabilmektedir. Metrik degismezligin saglanmasi
durumunda skalar (giiglii) degismezlik sinanmaktadir. Skalar degismezlikte, madde
faktor yiikleri ile regresyon sabitlerinin gruplar arasinda esit olup olmadig:
incelenmektedir. Skalar degismezligin saglanmasi durumunda kati1 degismezlik ele
almmakta ve kati degismezlik ile de hata varyanslarinin gruplarda esitligi test
edilmektedir. Siralanan dort degiskenlik tiirii birbirinin 6n kosulu olacak sekilde ele
almmaktadir. Bu durumda yapisal degismezligin saglanamamast diger
degismezliklerin de saglanmadigi anlamini tasir. Dolayisiyla yapisal degismezligin
saglanamadig bir 6lgme aracindan elde edilen puanlarin karsilastirilmasi da yanlilik
igerecektir.

Bu ¢alismada, ayn1 6grenci grubundan elde edilen veriyle, ayn1 maddelerden
olusan fakat farkli kategori etiketlerine sahip 6l¢ek formlarinin (sézel ve ucu gomiilii
besli Likert tipi Olceklerin) gecerlik ve giivenirlik kanitlarini incelemek, bu kanitlar
formlar lizerinden karsilastirmak ve formlarin 6lgme degismezligini ne diizeyde
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sagladigin1 ortaya cikarmak amaclanmigtir. Alanyazindaki siurlt sayida ¢alisma ile
Olceklerdeki kategori etiketlerinin farkli kullanimlarina iligkin ampirik bir kanit
sunmasi bakimindan bu arastirmanin dnemli ve gerekli olabilecegi diislintilm{istiir.
Arastirmada asagidaki alt problemlere cevap aranmustir:

1. Farkli kategori etiketlerine sahip 6lgeklerin Agimlayict Faktor Analizi (AFA)
sonucu hesaplanan madde faktdr yiikleri ve Cronbach Alfa giivenirlik
katsayilar1 nasildir?

2. Farkli kategori etiketlerine sahip dl¢eklerin AFA sonucu hesaplanan madde
faktor yiikleri arasinda nasil bir farklilik vardir?

3. Farkli kategori etiketlerine sahip 6l¢eklerin AFA sonucu hesaplanan madde
faktor yiikleri arasinda nasil bir iligki vardir?

4. Farkli kategori etiketlerine sahip dl¢eklerden elde edilen toplam puanlar nasil
bir farklilik gostermektedir?

5. Farkli kategori etiketlerine sahip dl¢eklerden elde edilen faktdr puanlari nasil
bir farklilik gostermektedir?

6. Farkli kategori etiketlerine sahip O6lgeklerin Dogrulayici Faktér Analizi
sonucu hesaplanan uyum indeksleri arasinda nasil bir farklilik vardir?

7. Farkli kategori etiketlerine sahip 6lgekler 6lgme degismezligini ne diizeyde
saglamaktadir?

Yontem

Arastirmanin bu boliimiinde arastirma modeline, ¢aligma grubuna, veri toplama
araclarima, etik kurul kararina, verilerin toplanma siirecine ve verilerin analizine yer
verilmistir.

Arastirma Modeli

Bu arastirma, ayn1 maddelerden olusan ve farkli tutum etiketlerine sahip dlgek
formlarinin gegerlik ve giivenirliklerinin incelenmesi bakimimdan betimsel arastirma
niteligindedir. Betimsel arastirmalarda “... nedir?” sorusuna cevap aranmaktadir
(Balci, 2011). Ayrica farkli formlardan hesaplanan madde faktor yiikleri arasindaki
iliskinin ortaya c¢ikarilmasi bakimindan da arastirmanimn korelasyonel oldugu
sOylenebilir. Korelasyonel arastirmalarda korelasyon katsayist ile iligskinin derecesi
ortaya ¢ikarilmaya calisilir (Balci, 2011).

Calisma Grubu

Aragtirmanin ¢aligma grubunu, 2020-2021 egitim 6gretim yilinda, Tiirkiye’de
farkli {iniversitelerde lisans diizeyinde 0Ogrenim gormekte olan 377 0&grenci
olusturmaktadir. Calisma grubuna iliskin demografik bilgiler Tablo 1’de yer
almaktadir. Tablo 1’e gdre ¢alisma grubunda yer alan 6grencilerin biiyiik bir kismim
egitim fakiiltesi 6grencileri olusturmaktadir. Katilimcilarin 6nemli bir kismi ikinci ve
iiclincii sinif diizeyinde 6grenim gérmekte olup ¢cogu kiz 6grencilerden olugsmaktadir.
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Tablo 1
Calisma Grubunun Demografik Ozellikleri
Ozellik Kategori n %
Kiz 272 72.1
Cinsiyet Erkek 105 27.9
Toplam 377 100
Egitim Fakiiltesi 346 91.8
Fakiilte Spor Fakiiltesi 25 6.6
Diger 6 1.6
Toplam 377 100
Birinci Smif 57 15.1
Sinif Diizeyi Ikinci Simf 138 36.6
Ucgiincii Sinif 161 42.7
Dérdiinct Sinif 21 5.6
Toplam 377 100

Veri Toplama Araclar

Arastirmada veri toplama araci olarak Matematikle Ilgili Diisiinceler Olgegi
(MIDO) kullanilnigtir. MiDO, Baykul (1990) tarafindan gelistirilmis, 15’i olumlu ve
15’1 olumsuz ifadeden olmak iizere toplam 30 maddeden olusan tek boyutlu bir
dlgektir. MIDO’niin tek boyutla agiklanan varyans oran1 %56 ve giivenirlik katsayist
da .96’dir. Olgekten almabilecek en diisiik puan 30 ve en yiiksek puan 150°dir (akt.,
Nartgiin, 2002, s.47).

Bu arastirma kapsaminda, 30 maddelik bu 0lgegin dort ayr1 formunun
6grencilere uygulanmasinin zaman alacagi diigiiniilerek ve 6l¢ekteki baz1 maddelerin
yeterli bulunamamasi veya ¢ok spesifik olmasi sebebiyle 6lgek kisaltilmigtir. Bu
calismada amac¢ Ogrencilerin Olgek puanlarina iligkin  bir ¢ikarim yapmak
olmadigindan 6lgegin kisaltilmasinin yap1 gegerligine olan etkisi de gbz Oniinde
bulundurularak aragtirma kapsaminda gecgerlik ve giivenirlik kanitlar1 toplanmustir.
Olgegin kisaltilmasinda, dogrudan Matematik dersine yonelik diisiincelere isaret eden
ifadelerin ¢ikarilmasina (ornegin, Matematik ¢ok sevdigim dersler arasindadir.),
bununla birlikte Nartgiin’de (2002) madde faktdr yiikii yiiksek sekilde elde edilen
maddelerin 6l¢ekte kalmasina dikkat edilmistir. Kisaltilan 6l¢ege, matematige yonelik
diistinceleri 6lgtiigii diisliniilen daha ilgi ¢ekici iki madde eklenmistir. Eklenen
maddeler, “Bir durumu matematiksel olarak ifade etmek beni mutlu eder.” ve
“Matematiksel kegsifler beni biiyiiler.” seklindedir. Ogrencilere uygulanan dlgekte yer
alan madde sayis1 14’tlir. Bunlarin altis1 Matematige yonelik olumsuz diisiinceleri;
sekizi ise olumlu diisiinceleri temsil etmektedir. Olgegin yalnizca tutum etiketleri
farklilagtirilarak dort farkli versiyonu olusturulmustur. Form 1, Form 2, Form 3 (s6zel
formlar) ve Form 4 (ucu goémiilii form) olarak adlandirilan bu versiyonlara iligkin
tutum etiketlerindeki farklilik Sekil 1°de sunulmustur.

Sekil 1°de goriildiigii lizere, ilk ii¢ sdzel formda yalnizca orta diizeyi gosteren
etiket degistirilmigtir. Orta diizey i¢in Form 1’de “Fikrim Yok”; Form 2’de
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“Kararsizim” ve Form 3’te “Ne katiliyorum ne katilmiyorum” ifadeleri yer almustir.
Form 4’te ise ilk ve son degerleri sozel etiketle gosterilen ve geriye kalan kismi sayisal
degerlerden olusan ucu gomiilii bir 6l¢ek kullanilmustir.

Sekil 1

Uygulanan Formlar

Ornek Madde: Matematik problemi ¢dzmek beni yorar
Kesinlikle katiiyorum (X)
Katihyorum ( )
Fikrim yok ( )
Katilmiyorum { )
Kesinlikle katlmiyorum ()

Form 1

Ornek Madde: Matematik problemi ¢6zmek beni yorar
Form 2 Kesinlikle katiliyorum (X)

Katiiyorum ( )

Kararsizim ( )

Katilmiyorum ()

Kesinlikle katilmiyorum  ( )

Ornek Madde: Matematik problemi ¢6zmek beni yorar
Form 3 Kesinlikle katihyorum (X)
Katihyorum ( )
Ne katiliyorum Ne katilmiyorum £ D
Katilmiyorum ( )
Kesinlikle katilmiyorum ( )

Ornek Madde: Matematik problemi ¢cozmek benl yorar
Form 4
1 2 3 4 5
Kesinlikle katilmiyorum () () () () (X) Kesinlikle katiliyorum

Etik Kurul Karari

Veri toplama asamas1 oncesinde, Iindnii Universitesi Bilimsel Arastirmalar ve
Etik Kurulu’ndan gerekli izinler alinmigtir (Protokol No: 13-19, Tarih: 02/07/2021).
Ayrica arastirmaya katilimda so6zlii onay istenerek gonilliilik esas alinmistir.

Verilerin Toplanma Siireci

Veri, ¢evrimigi platformda ve birer hafta arayla 6lgek uygulamalarini icerecek
sekilde toplanmustir. Veri toplama siirecinde 6l¢ek formlarinin linkleri 6grencilerle
paylasilmis, 6lg¢egi doldurmalari igin verilen siire (4 gliniin) sonunda link 6grencilere
kapatilmistir. Boylece 6grencilerin formlari daha 6nce ya da daha sonra gérmelerinin
Ontline gecilmistir. Formlar arasi eslesmenin yapilabilmesi adina dgrencilerden TC
kimlik numarasinin ilk alti hanesini yazmalar1 istenmistir. Veri toplama siireci
sonunda bu bilgiler kontrol edilmis, tekrar eden (bir formu birden fazla kez dolduran)
bireylere ait veriler tespit edilerek veri setinden ¢ikarilmistir.
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Verilerin Analizi

Veri analizinden once, faktor analizi varsayimlarinin test edilmesi agamasinda
tek yonlii ve/veya c¢ok yonlii u¢ deger gosteren toplam 40 kisi analiz disinda
birakilmistir. Formlarin tiimiinii tekrarsiz yanitlayan 337 kisiye ait betimsel
istatistikler Tablo 2’de yer almaktadir. Tablo 2’deki ¢arpiklik ve basiklik katsayilarina
gore cevaplarin normal dagilimdan asir1 sapma gostermedigi sOylenebilir.
Degiskenlere ait ortalama ve ortanca degerleri birbirine yakindir. Formlardan elde
edilecek en diisiik ve en yiiksek degerler puan rajinin tiim tutum diizeylerinin
kapsadigina isaret etmektedir. Standart sapma degerleri incelendiginde ilk ii¢ sdzel
formda bu degerlerin benzer oldugu, dérdiincii (ucu gdmiilii) formda ise degerin bir
miktar yiikseldigi goriilmektedir. Tablo 2’ye gore formlarin birbirine benzer bilgiler
verdigi sGylenebilir.

Tablo 2
Formlarin Betimsel Istatistikleri
Istatistikler Form 1 Form 2 Form 3 Form 4
N 337 337 337 337
Ortalama 45.98 45.89 45.63 46.08
Ortanca 48.00 47.00 47.00 48.00
Tepedeger 56.00 55.00 55.00 66.00
Standart Sapma 14.61 14.47 14.62 15.80
Carpiklik Katsayist -0.33 -0.30 -0.31 -0.30
Standart Hata 0.13 0.13 0.13 0.13
Basiklik Katsayist -0.91 -0.87 -0.85 -1.02
Standart Hata 0.27 0.27 0.27 0.27
En Diisiik Deger 14.00 14.00 14.00 14.00
En Yiiksek Deger 70.00 70.00 70.00 70.00

Birinci alt problemin ¢oziimiinde, veri setine polikorik korelasyon matrisine
dayali Ac¢imlayict Faktér Analizi (AFA) uygulanmis ve olgegin tek boyutluluk
Ozelligi gostermesi sebebiyle formlar i¢in Cronbach Alfa i¢ tutarlilik katsayisi
hesaplanarak formlarim giivenirlikleri belirlenmistir. Ikinci alt problemin ¢dziimiinde,
AFA sonucu hesaplanan madde faktor yiikleri arasindaki farklilik Friedman ve
Wilcoxon testleri ile sinanmig ve testlere iliskin etki biiyiikliikleri hesaplanmistir.
Ugiincii alt problemin ¢dziimii icin madde faktér yiikleri arasindaki iliski Spearman
Korelasyon Katsayisi yardimiyla incelenmistir. Dordiincii ve besginci alt problemde
tek yonlii varyans analizi ile formlardan elde edilen toplam puanlar ve faktor
puanlariin formlar arasinda farklilik gdsterip géstermedigi incelenmistir.

Altincr alt problemde Dogrulayict Faktdr Analizi (DFA) ve yedinci alt
problemde ise dlgme degismezliginin sinanmasi amaciyla siklikla bagvurulan bir
yontem olan ¢oklu grup DFA ise kosulmustur (Wu ve dig., 2007). Bu arastirmada
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DFA ve ¢oklu grup DFA analiz sonuglarimi yorumlamada, kurulan modeller
arasindaki fark (A) degerleri incelenmistir. DFA sonuglar1 arasinda hangi modelin
veriye daha uygun oldugunu belirlemede ACFI ve ARMSEA degerleri (Cheung ve
Rensvold, 2002); degismezlik testinde ise Ax? , ACFI, ATLI ve ARMSEA degerleri
dikkate alinmistir. ACFI, ATLI ve ARMSEA degerleri, -.01’den kiiciik veya .01’den
bliyiik ise, bulgu, modelin ilgili degismezlik tiriinii saglamadigr seklinde
yorumlanmustir (Kline, 2016). Ax? degerinin ise manidarlig1 yorumlanmustir. AFA ve
DFA o6ncesi analiz varsayimlari test edilmistir. AFA, Factor 11.05.01 programinda
(Lorenzo-Seva ve Ferrando, 2021); DFA ve ¢oklu grup DFA, R yaziliminda (R Core
Team, 2013) gergeklestirilmistir. Elde edilen sonuglar formlar temelinde
karsilagtirtlarak formlarin psikometrik 6zellikleri ortaya ¢ikarilmaya ¢aligilmistir.

Bulgular
AFA ve Giivenirlige Iliskin Bulgular

Formlarin Agimlayic1 Faktoér Analizi (AFA) sonucu hesaplanan madde faktor
yiikleri ve formlara ait Cronbach Alfa giivenirlik katsayilar1 asagida Tablo 3’te
Ozetlenmistir. Ayni maddelerden olugsan fakat farkli kategori etiketlerine sahip
formlarin dordiintin de Kaiser-Meyer-Olkin  (KMO) degerleri .90 degerinden
yiiksektir. Buna gore formlar i¢in 6rneklem biiyiikliigiiniin ¢ok iyi diizeyde oldugu
sOylenebilir (Kaiser ve Rice, 1974). Formlarin Bartlett Kiiresellik Testi sonuglart ise
tim formlarda .01 hata diizeyinde manidar ¢ikmistir. Bu bulgular verinin
faktorlesebilirligine isaret etmektedir. Bununla birlikte formlarin ¢ok degiskenli
normallik varsayim: Mardia’nin (1970) g¢arpiklik ve basiklik katsayilart ile test
edilmis ve analizde ULS (agriliklandirilmamis en kiigiik kareler) yontemi ise
kosulmugtur. Formlarin tek boyutluluguna karar vermede paralel analizden
yararlanilmig ve Ferrando & Lorenzo-Seva (2018) tarafindan 6nerilen tek boyutluluga
yakinsama kriterleri (UniCo, ECV, MIREAL) dikkate alinmistir.

Tablo 3’te yer alan kriterlerden tek boyutluluga uyum (UniCo) degerinin .95’ten
biiyiik olmasi, agiklanan ortak varyans (ECV) degerinin .85’ten yiiksek olmasi ve
madde artik mutlak yiiklerinin ortalamas1 (MIREAL) degerinin .30°dan kii¢lik olmast,
verinin tek boyutlu sekilde ele alinabilecegine isaret etmektedir. Bu bulgular 1s1ginda
formlardan elde edilen veri setlerinin tek boyutluluk 6zelligi gosterdigi sdylenebilir.
Form 1, Form 2, Form 3 ve Form 4, bu tek boyutla toplam varyansin sirasiyla %76.87,;
%78.65; %79.67 ve %76.75’ini aciklamaktadir. Formlara ait agiklanan varyans
oranlar1 birbirine olduk¢a yakindir. Olgek orta degeri olarak “Ne katiliyorum ne
katilmiyorum” etiketinin yer aldigt Form 3 en yiiksek agiklanan varyans oranina
sahipken; bunu takiben sirasiyla orta degerde “Kararsizim” etiketinin yer aldigi Form
2; orta degerde “Fikrim yok” ifadesinin yer aldigi Form 1 ve son olarak ucu gémiilii
Olgek olan Form 4 gelmektedir. Agiklanan varyans oranlarinin yakinligi, formlarin
benzer diizeyde bilgi verdigi seklinde yorumlanabilir.
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Tablo 3
Formlara Ait AFA ve Giivenirlik Bulgular
Form1l Form2 Form3 Form4

KMO .95 .94 .95 .95
Bartlett Kiiresellik Testi 3805.0* 3805.0* 3805.0* 3805.0*
Agiklanan Varyans Orani %76.87  %78.65 %79.67 %76.75

UniCo .99 .99 .99 .99

ECV .95 .94 .95 .93

MIREAL .18 .20 .20 22

M1 91 .92 .93 91

m22 .80 .82 .83 .84

M3 .94 .95 .96 .96

M4 91 .92 .92 91

M5 .87 .82 .87 .84

Madde Faktor Yiikleri M6 .87 91 .89 .87

M7 91 .95 .94 .88

M8 .70 .68 71 .68

M9 .85 .90 .90 .90

M10 .89 91 .89 .89

M11 .81 .84 .85 .82

M12 .90 .88 .90 .86

M132 .82 .82 .84 .84

M14 .94 .93 .94 .89

Madde Faktor Yiikleri Ortancasi .88 .90 .89 .87

Cronbach Alfa .97 .98 .98 97

30l¢ege eklenen maddeler

*p<.01

Tablo 3 incelendiginde, madde faktdr yiiklerinin formlar arasinda farklilastigi
goriilmektedir. Madde faktor yiikleri Form 1 igin .70-.94; Form 2 igin .68-.95; Form
3 igin .71-.96; Form 4 igin .68-.96 ranjindadir. Formlarin Cronbach Alfa katsayilari
ise Form 2 ve Form 3 i¢in .98; Form 1 ve Form 4 i¢in ise .97°dir. Buna dayanarak
formlardan elde edilen giivenirliklerin oldukga yiiksek ve birbirine yakin oldugu
soylenebilir. Bu bulgu, Finn (1972), Wyatt ve Meyers (1987) ile Weng (2004) ile
benzerlik gosterirken; ¢ok boyutlu bir 6l¢ek iizerinden benzer bir arastirma yiiriiten
Jacko ve Huck (1974) ile arastirmalarinda yedili puanlama kullanan Krosnick ve
Berent’in (1993) calismalari ile ortiismemektedir.

Madde Faktor Yiiklerinin Karsilastirilmasina iliskin Bulgular

Tablo 3’te yer alan madde faktor yiiklerinin ortanca degerleri Form 1 igin 0.88;
Form 2 i¢in 0.90; Form 3 i¢in 0.89 ve Form 4 i¢in 0.87 seklinde hesaplanmistir. Buna
gore tiim formlardan elde edilen madde faktor yiiklerinin oldukca yiiksek oldugu
soylenebilir. Tablo 3’te yer alan madde faktdr yiiklerinin formdan forma manidar bir
degisim gosterip gostermedigi Oncelikle Friedman testi ile smanmistir. Analiz
sonuglarina gore Form 1, Form 2, Form 3 ve Form 4 arasinda madde faktor yiiklerinin
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.05 hata diizeyinde anlamli bir farklilik gdsterdigi sonucuna ulagilmigtir (X? = 11.826;
sd = 3; p =.008).

Formlara ait madde faktor yiiklerinin ikili karsilagtirmalari ise Wilcoxon Isaretli
Siralar Testi ile degerlendirilmistir. Analiz sonucu, madde faktdr yiiklerinin
ortancalarinin Form 1 ile Form 3 ve Form 3 ile Form 4 arasinda istatistiksel olarak
anlamli sekilde farklilastigi (p<.05); diger form kombinasyonlar1 arasinda ise manidar
diizeyde bir farklilik olmadig1 gériilmiistiir (p>.05). Cohen’in (1988) kriterlerine gore,
madde faktor yiiklerinin, Form 1 ile Form 3 arasinda (z = -2.825; p = .005; r = -.38)
ve Form 3 ile Form 4 arasinda (z =-2.661; p = .008; r = -.36) orta etki biiyiikligii ile
degisim gosterdigi belirlenmistir.

Madde Faktor Yiikleri Arasindaki iliskiye Yonelik Bulgular

Ugiincii alt problemin ¢dziimiinde, formlardan hesaplanan madde faktér yiikleri
arasindaki iliskinin ortaya ¢ikarilmasi i¢in Spearman Korelasyon Katsayisi
hesaplanmis ve sonuglar Tablo 4’te sunulmustur. Tablo 4’e¢ goére, formlardan
hesaplanan madde faktor yiikleri arasinda yiiksek diizeyde iliskiler oldugu
goriilmektedir. Tablo 4’¢ gore .95 korelasyon katsayisi ile madde faktor yiikleri
arasindaki en yiiksek iliski, Form 1 (orta noktada fikrim yok) ile Form 3 (orta noktada
ne katiliyorum ne katilmiyorum) arasinda ve Form 2 (orta degerde kararsizim) ile
Form 3 arasinda elde edilmistir. En yiiksek ikinci korelasyon katsayisi ise, Form 1 ile
Form 2 arasinda .90 seklinde hesaplanmistir. Bu bulguya dayanarak sézel 6l¢eklerden
elde edilen madde faktor yiiklerinin kendi aralarinda oldukca yiiksek diizeyde iliski
gosterdigi sdylenebilir.

Tablo 4
Madde Faktor Yiikleri Arasindaki Iliskiler
Formlar Form 1 Form 2 Form 3 Form 4
Form 1 1.00
Form 2 .90* 1.00
Form 3 .95* .95* 1.00
Form 4 .80* .83* .85* 1.00
*p<.01

Tablo 4’te, ucu gomiilii 6l¢ek formundaki Form 4’ten elde edilen madde faktor
yiikleri ile sozel formlardan elde edilen madde faktdr yiikleri arasinda .80-.85
araliginda yiiksek iliskiler oldugu goriilmektedir. Form 4°ten elde edilen faktor yiikleri
ile en yiiksek iliskiyi Form 3 gdsterirken, bunu takiben sirasiyla Form 2 ve Form 1
gelmektedir. Tablo 4’teki korelasyon katsayilarinin tiimii incelendiginde ucu gomiilii
bir Olgek olan Form 4 ile sozel Olgekler arasinda, sozel oOlgeklerin kendi
aralarindakinden daha diistik korelasyon katsayilarmin hesaplandigi dikkat
cekmektedir. Bir bagka ifadeyle, sozel 6lgeklerden elde edilen madde faktor yiikleri
birbiriyle daha yiiksek iliskiye sahip iken; ucu gomiilii 6lgekten hesaplanan madde
faktor ytikleriyle daha diisiik bir iligki gostermistir.
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Formlardan Elde Edilen Toplam Puanlara iliskin Bulgular

Dérdiincii alt problemde, formlardan elde edilen toplam puanlar arasindaki
farklilik tek yonlii varyans analizi ile test edildiginde, form ortalamalar1 arasinda
istatistiksel olarak anlaml bir farklilik olmadig1 goriilmiistiir (Fs:1344 = 0.057; p > .05).
Bu bulguya dayanarak, orta deger etiketinin farklilastig1 s6zel formlara ve ucu gémiilii
forma verilen 6grenci yanitlarinin ortalamalarinin benzer oldugu sdylenebilir. Bir
bagka deyisle, ayn1 amaca yonelik hazirlanmis, ayni 6l¢ek maddelerine sahip ancak
farkli kategori etiketlerine sahip dort farkli formdan hesaplanan 6grenci matematiksel
diistince (tutum) puanlarinin Slgekler temelinde anlamli bir farklilik géstermedigi;
6grenci toplam puanlarinin birbirine benzer oldugu sdylenebilir. Bu bulgu, Dixon ve
dig. (1984), Finn (1972), Wyatt ve Meyers (1987), Newstead ve Arnold’in (1989)
bulgular ile benzerlik gosterirken; aragtirmalarinda ¢ok boyutlu bir 6l¢ek kullanan
Jacko ve Huck (1974) ile ¢elismektedir. Bu arastirmada kullanilan 6lgek tek boyutlu
bir 6lgektir. Jacko ve Huck’m (1974) c¢alismasinin bu arastirmadan farki ¢alismada
cok boyutlu bir dlgegin incelenmis olusudur. Iki aragtirma arasindaki bu uyusmazligin
olasi nedenlerinden birinin boyutluluk olabilecegi diisiiniilmektedir.

Formlardan Elde Edilen Faktor Puanlarina iliskin Bulgular

Besinci alt problemde, formlardan elde edilen faktor puanlar arasindaki farklilik
tek yonlii varyans analizi ile test edildiginde, faktér puani ortalamalari arasinda
istatistiksel olarak anlamli bir farklilik olmadigi goriilmistiir (Fs;1344 = 0.000; p > .05).
Bu bulgudan hareketle, bir nceki bulguya benzer sekilde, orta deger etiketi farkl
olan sbzel formlardan ve ucu gomiilii formdan hesaplanan faktér puanlarinin
ortalamalar1 benzerdir. Bir bagka ifadeyle, 6grenci faktdr puanlart formlar arasinda
anlamli bir farklilik géstermemistir.

Model-Veri Uyumuna iliskin Bulgular

Altinct alt problemin ¢oztimiinde, formlara ait DFA sonuglar1 ve fark (A)
degerleri asagida Tablo 5’te sunulmustur. Tablo 5’te, x%/sd ve RMSEA degerleri
incelendiginde, tim formlarda bu degerlerin diisiikk diizeyde uyuma isaret ettigi
goriilse de uyum indekslerinden TLI ve CFI degerleri tiim formlarda .95’in {izerinde
hesaplanmistir ki bu durum model-veri uyumunun ¢ok iyi oldugunu gostermektedir.
Ayrica, SRMR .08’den kiiciik bir degere sahip oldugundan artiklar model uyumunun
iyiligini desteklemektedir. Bu bulgulara dayanarak, DFA sonuglarinin tiim formlarda
iyi diizeyde model-veri uyumu sagladig1 sdylenebilir.

Tablo 5°te, form karsilastirmalarinin yapilabilmesi adinda tim formlarin ikili
kombinasyonlari tizerinden ARMSEA ve ACFI degerleri de sunulmustur. Tablo 5’te
yer alan ARMSEA degerlerinden yalnizca birinin £.01 ranjinda oldugu; diger fark
degerlerinin ise bu smir1 astig1 dikkat ¢gekmektedir. Chen’e (2007) gére, ARMSEA
.01’den bilyiikk oldugu zaman farklilik 6nemlidir. Buna gore, model-veri uyumu
acisindan, Form 2 ve Form 3 arasinda 6nemli bir farklilik olmadig; diger formlar
arasindaki farkliliklarin ise 6nemli oldugu yorumu yapilabilir. Tablo 5’e gore, Form
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I’in diger formlara kiyasla veriye daha iyi uyum sagladig1 sdylenebilir. DFA sonucu
elde edilen madde faktor yiikleri Ek’te yer almaktadir.

Tablo 5
Formlara Ait DFA Sonuglari ve Fark Degerleri
< <
Formlar w 2 4 5 0 % % 7
D S = @) o 3 p=
x n -
Form 1 306.66 3.98 .09 .99 .99 .04
Form 2 416.51 5.41 A2 .99 .99 .05
Form 3 437.63 5.68 A2 .98 .99 .05
Form 4 544.35 7.07 13 .99 .99 .06
Form 1 ve Form 2 arasindaki fark degerleri .00 -.02
Form 1 ve Form 3 arasindaki fark degerleri .00 -.02
Form 1 ve Form 4 arasindaki fark degerleri .00 -.04
Form 2 ve Form 3 arasindaki fark degerleri .00 .00
Form 2 ve Form 4 arasindaki fark degerleri .00 -.02
Form 3 ve Form 4 arasindaki fark degerleri .00 -.02

Ol¢me Degismezligine Yonelik Bulgular

Yedinci alt problemin ¢dziimiinde ¢oklu grup DFA ise kosulmustur. Form 1,
Form 2, Form 3 ve Form 4’iin 6lgme degismezligini ne diizeyde sagladigina iliskin
bulgular agagida Tablo 6’da sunulmustur. Alanyazinda. hesaplanan Ki-kare
degerlerinin farki (AX?) manidar degilse ve CFI, TLI, RMSEA fark degerleri = .01
araliginda ise ilgili degismezlik tiiriiniin saglandigi kabul edilmektedir (Kline, 2016).

Tablo 6’daki AX? degerlerine ait anlamlilik diizeylerinin metrik ve skalar
degismezligin saglanabilecegini (p>.05); ancak kat1 degismezligin saglanamayacagini
gostermektedir (p<.05). ACFI ve ARMSEA degerleri incelendiginde ise, bu degerlerin
+ .01 ranjimn1 agsmasi sebebiyle, metrik degismezligin saglanamadigi goriilmektedir.
Metrik degismezligin saglanmasi durumunda skalar degismezlik test edilmektedir
(Gregorich, 2006). Bu noktada metrik degismezligin saglanamamasi sebebiyle skalar
degismezlikten elde edilen sonuglar yorumlanmamistir. Bu sonuca dayanarak
formlarin metrik degismezligi saglamadigr ve sadece yapisal degismezlige sahip
oldugu séylenebilir.
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Tablo 6
Olgme Degismezligi Sonuglart
<
o =] R [ é | &= 2 .
Degismezlik @ < = o s F & E >
= =
Yapisal 328.45 308 - - 92 .10 .90 - - -
Metrik 42230 347 3757 54 98 05 .98 .06 -.05 .08
Skalar 44048 386 4774 .16 98 .05 .98 -.00 -.00 .00
Kat1 487.05 428 6059 .03 98 .04 .98 .00 -.00 00

Not. CFl=Comparative Fit Index; TLI=Tucker-Lewis Index; RMSEA=Root Mean Square Error of
Approximation

Tartisma, Sonuc ve Oneriler

Bu arastirmada, ayn1 amaca yonelik hazirlanmig ayni maddelerden olusan dort
farkls tiirdeki Likert tipi 6l¢ek uygulamasi tizerinden 6lgeklerin gecerlik ve giivenirlik
kanitlarinin karsilastirilmast amaglanmistir. Bu amagla ucu goémiilii bir form (Form 4)
ve farkli orta deger etiketine sahip {i¢ adet sdzel form (Form 1, Form 2, Form 3) ele
almmustir. Sozel formlarin orta deger etiketleri i¢in Form 1°de “Fikrim yok™ ifadesi;
Form 2’de “Kararsizim” ifadesi ve Form 3’te “Ne katiliyorum ne katilmiyorum”
ifadesine yer verilmistir. Form 4’te ise ilk ve son degerleri sozel etiketle gosterilen ve
geriye kalan kismi sayisal degerlerden olusan ucu gomiilii bir form kullanilmustir.
Arastirmanin odak noktasini, Likert tipi dlgeklerde farkli orta deger etiketlerinin ve
6l¢ek versiyonlariin arasindaki iligkinin ortaya ¢ikarilmasi ve konuya iliskin ampirik
bir kanit sunulmasi olusturmaktadir.

Aragtirma kapsaminda uygulanan sézel ve ucu gomilii formlarin toplam puan
ortalamalar1 ve faktor puanlar1 arasinda manidar bir farklilik olmadigi sonucuna
ulagilmistir. Bu bulgu, Dixon ve dig. (1984), Finn (1972), Wyatt ve Meyers (1987),
Newstead ve Arnold (1989) bulgular ile ortiismektedir. Dixon ve dig. (1984), bu
calismadan farkli olarak, calismalarinda alt1 kategorili ve dolayisiyla zorunlu cevapl
(forced choice) bir puanlama kullanmis; sézel ve ucu gomiilii formlar arasinda
ortalamalar bakimindan bir farklilik olmadigini ortaya koymustur. Benzer sekilde,
Finn (1972), Wyatt ve Meyers (1987), Newstead ve Arnold (1989) da, Likert tipi
Olgeklerin farkli etiket formatlarini karsilagtirdigi ¢alismalarinda, etiket tanimlarinin
puanlar iizerinde anlamli bir farklilik ortaya ¢ikarmadigini gostermistir. Bu ¢alismada
besli Likert puanlamasi {izerinden karsilastirmalar gerceklestirilmis ve ortalamalar
bakimindan benzer sonuglara ulagilmistir. Bu ¢alismanin bulgularimin aksine, Jacko
ve Huck (1974), ¢ok boyutlu bir 6lgek olan Alpert-Haber Basar1 Anksiyetesi Testi
(Alpert-Haber Achievement Anxiety Test; AHAAT) iizerinden, ucu gomiili
6lgeklerin sozel dlgeklere kiyasla daha diisiik ortalamaya sahip oldugunu belirtmistir.
Bu calismada veri toplama araci olarak kullanilan Matematige iliskin Diisiinceler
Olgegi (MIDO) aragtirmanin yontem béliimiinde de belirtildigi gibi tek boyutlu bir
Olgektir. Bu baglamda Jacko ve Huck’un (1974) belirttigi gibi, AHAAT &lgeginin tek
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boyutlu olmamasi sonuglarin uyusmazliginin bir sebebi olarak diistiniilebilir. Bu
calismanin sonuglarina gore, ayni 6zelligi 6lgmek iizere ayni maddelerden olusan
kategori etiketleri farkli dort formun bireyler hakkinda benzer bilgiler sunduklari
goriilmiistiir. Newstead ve Arnold’in (1989) belirttigi iizere, formlar arasinda toplam
puan bakimindan manidar bir farklilik, farkli etiketlerin kullanilmasi durumunda
Olgek puanlarmin artmasi veya azalmasi anlamina gelecektir ki bu durum farkh
formatlardan elde edilen puanlarin karsilastirilamayacagina isaret eder. Bu agidan dort
formun karsilastirilabilir oldugunu sdylemek uygun olacaktir. ileride yapilacak
calismalar i¢in arastirmacilara, ¢ok boyutlu ve zorunlu cevapli 6lgekler {izerinden de
benzer ¢alismalarin tekrarlanmasi onerilebilir.

Bu arastirmadan elde edilen ikinci sonug, formlarin tiimiiniin polikorik
korelasyon matrisine dayali AFA sonucu agiklanan varyans oranlarinin ve
giivenirliginin birbirine yakinlhigidir. Olgek orta noktast “Ne katiliyorum ne
katilmryorum” seklinde etiketlendiginde (Form 3) agiklanan varyans en yiiksek degeri
alirken; bunu takiben sirasiyla “Kararsizim” etiketli Form 2, “Fikrim yok” etiketli
Form 1 ve ucu gomiilii Form 4 gelmektedir. Form 1 ve Form 4’{in olduk¢a yakin
aciklanan varyans oranina sahip olmasi bu iki formun benzer diizeyde bilgi verdigi
seklinde yorumlanabilir. Formlarin tiimiine ait Cronbach Alfa i¢ tutarlilik katsayisi
.97 ve .98 olarak hesaplanmistir. Buna gore formlarin giivenirliklerinin benzer ve
yiiksek diizeyde oldugu yorumu yapilabilir. Bu bulgu, Finn (1972), Wyatt ve Meyers
(1987) ile Weng’in (2004) calismasindaki bulgular ile benzerlik gosterirken; Jacko ve
Huck (1974) ile Krosnick ve Berent’in (1993) ¢alismalari ile 6rtiismemektedir. Az
once de belirtildigi gibi Jacko ve Huck (1974) arastirmasinda ¢ok boyutlu bir 6lgekten
yararlanmigtir. Krosnick ve Berent (1993) ise ¢aligmasinda, bu aragtirmadan farkli
olarak, katilimcilarin politik goriislerini belirlemek {izere yedili Likert tipinde bir
6lcek kullanmig ve bu dlgegi, telefonla, yiiz yiize ve cevaplayicinin kendi yanitlarini
kendi kaydettigi sekillerde farkli oturumlarda uygulamis ve uygulamalar arasindaki
uyumu giivenirlik olarak ele almistir. Bu agidan ¢alisma sonuglarmin ortiismemesi s6z
konusu olmus olabilir. Buna dayanarak konu hakkinda ileride yapilacak ¢aligmalara
farkli uygulamalar (6rnegin yiiz yiize ve ¢evrimigi) arasindaki uyumun incelenmesi,
bu ac¢idan AFA ve DFA sonuglarinin karsilagtirtlmasi 6nerilebilir.

Bu arastirma sonucunda, AFA sonucu elde edilen madde faktor yiiklerinin, orta
degerde “Fikrim yok” ifadesi ile “Ne katiliyorum ne katilmiyorum” ifadelerinin yer
almasi durumunda ve 6l¢egin ucu gémiilii sunulmasi ile orta degerde “Ne katiliyorum
ne katilmiyorum” ifadesinin yer almasi durumunda orta etki biiyiikliigii ile anlamli bir
farklilik ortaya ¢ikardig1 goriilmiigtiir. Bununla birlikte, formlardan elde edilen madde
faktor yiikleri arasindaki korelasyonlara gore, sozel 6lgeklerden elde edilen madde
faktor yiiklerinin kendi aralarinda daha yiiksek bir iliskiye sahip oldugu; fakat ucu
gomiilii 6lcekten elde edilen madde faktor yiikleriyle daha diisiik bir iligki gosterdigi
sonucuna ulagilmistir. Bir diger anlatimla, sdzel tutum etiketlerinden olusan formlarin
madde faktor yiikleri arasinda daha yiiksek diizeyde iliski goriildiigi ve sozel
formlarin ucu goémiilii form ile daha diisiik iliskiye sahip oldugu sdylenebilir. Buna
gore Olceklerin tutum etiketlerindeki sayisal-sozel ifade farki, Olciilecek ozellige
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iligkin bireylerin tepkisini degistiriyor yorumu yapilabilir. Bu sonuca dayanarak
bireylerin ayni kategoride yer alan farkli tutum etiketlerini farkli sekillerde
algiladiklar1 soylenebilir. Arastirmacilara, benzer arastirmalarin farkli 6zellikleri
6lcen oOlcekler iizerinden gergeklestirilmesi onerilebilir.

Aragtirmanin ilging bir sonucu olarak, ARMSEA degerlerine gore yalnizca bir
kargilagtirmada smirin agilmadigi dikkat ¢ekmektedir. Orta degerde “Kararsizim”
ifadesinin yer aldigi Form 2 ile orta degerde ‘“Ne katiliyorum ne katilmryorum”
etiketinin yer aldigi Form 3 arasinda model-veri uyumu bakimindan 6nemli bir
farklilik olmadigini sdylemek miimkiindiir. Model-veri uyumunun karsilastirildigi
diger form kombinasyonlarinda ise ARMSEA degerlerine gore 6nemli farkliliklar
oldugu ve formlar arasindan veriye daha iyi uyum saglayan formun orta degeri
“Fikrim yok” etiketli olan Form 1 oldugu goriilmiistiir. Buna dayanarak, orta degerde
“Fikrim yok” ifadesinin bulunmasi, diger sozel dlgeklere ve ucu gomiilii 6lgege
kiyasla 6grencilerin tepkisi i¢cin daha uygundur diyebiliriz. Oysa Basar’a (2021) gore,
“kararsizim, fikrim yok, bir sey sdyleyemem” gibi ifadeler orta derece bir tutum
diizeyi degil; durum bildirmektedir. Fakat Nadler ve dig.’ne (2015) gore tutum
ifadelerinde orta derece ‘“notr” anlamina gelmesinin yaninda, formu dolduran
bireylerin merkeze yonelme yanliligini ve sosyal begenilme arzusunu da igermektedir.
Bu nedenle Form 1’in model-veri uyumu daha iyi ¢ikmis olabilir.

Olgme degismezligi bakimindan elde edilen sonuca gore, aym dzelligi dlgen,
ayni 6lgek maddelerine sahip fakat farkl kategori etiketlerine sahip formlar arasinda
yalnizca yapisal degismezligin saglandigi; metrik degismezligin ise saglanamadigi
ortaya konulmustur. Formlar arasinda metrik degismezligin saglanamamasi, madde
faktor yiiklerinin formlarda farklilik gdsterdigine isaret etmektedir. Bu durumda
maddelerde formlara gore madde yanliligi (DIF) ya da madde parametresi kaymasi
(DRIFT) olup olmadig1 nicel ve/veya nitel yontemlerle incelenmesi onerilebilir. Bu
aragtirmanin bulgular1 1g1g1nda ileride yapilacak ¢alismalar i¢in arastirmacilara, bu tiir
aragtirmalarin smirlt sayida olmasi sebebiyle tekrarlanmasi, sézel, ucu gomiilii ve
ayrica sayisal formlarin gegerlik ve giivenirlik bakimindan incelenmesi, 6l¢ek
maddelerinin faktoér yiiklerinin farkli tekniklerle karsilastirilmast ile degiskenlik
kaynaklarmin Genellenebilirlik Kurami ve Madde Tepki Kurami temelinde
belirlenmesi onerilebilir.

Covid-19 pandemisi sebebiyle bu arastirmada veri toplama agsamasi ¢evrimigi
bir platformda gergeklesmistir. Verinin toplanmasi agamasinda formlarin linkleri
strastyla Form 1, Form 2, Form 3 ve Form 4 olacak sekilde birer hafta arayla dort giin
boyunca Ggrencilerin erisimine agik birakilmistir. Bu siireci biraz daha agiklamak
gerekirse ogrencilere oncelikle Form 1 uygulanmigtir. Bu formun linki dort giin
boyunca Ogrenci erisimine agik birakilmig ve dort giiniin sonunda erigime
kapatilmistir. Form 1’e erisimin kapanmasinin ardindan tam bir hafta sonra Form
2’nin linki 6grencilere dagitilmis ve formlarin tiimii i¢in bu zamanlamaya 6zen
gosterilmistir. Formlarin farkli 6ncelik ve sonralik kombinasyonlar: dikkate alinarak
veri toplamanin pandemide zor olacagt ve Ogrencilere karistk gelebilecegi
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diistintilerek form uygulama sirasi bu arastirmada sabit tutulmustur. Bu durumda sira
etkisinden kaynaklanan hatalarin 6l¢me siirecini etkileyebilecegi diisiiniilebilir. Bu
durum arastirmamin bir sinirhligi olarak karsimiza ¢ikmaktadir. ileride yapilacak
arastirmalarda sonuglari sira etkisinden arindirmak amaciyla formlarin farkli 6ncelik-
sonralik kombinasyonlarina yer verilmesi oOnerilebilir. Bununla birlikte bu
arastirmada temel alinan Olgek besli Likert tipinde puanlanan, 14 madde ve tek
boyuttan olusan MIDO’diir. Daha fazla ya da az sayida madde igeren, iiglii veya dértlii
Likert gibi farkli tiirde puanlanan ve ¢ok boyutluluk 6zelligi gosteren Olgekler
lizerinden bu tip arastirmalarin tekrarlanmasi 6nerilebilir. Ayrica bu arastirmada s6zel
Ol¢eklerde yalnizca orta deger etiketleri degistirilmis; diger dort etiket ayni
birakilmistir. Farkli etiket ifadelerinin tutum tzerindeki etkisi tim etiket ifadeleri
degistirilerek veya etiketler farkli sekillerde siralanarak da incelebilir.
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