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Ozet: Karsilastirmali egitim caligmalari, sundugu cesitlilik
sayesinde aragtirmaya zenginlik saglar. Diinya’da ve
Tiirkiye’de dogrudan karsilagtirma yapmak amaciyla hayat
bilgisi ve sosyal bilgiler O6gretimindeki arastirmalarin
yoneliminin ne oldugunu tespit etmek gereklidir. Bu
caligmada diinyadaki ve Tiirkiye’deki hayat bilgisi ve sosyal
bilgiler 6gretimi ile ilgili gergeklestirilmis karsilagtirmali
egitim c¢aligmalarinin incelenmesi amaglanmistir. Nitel
aragtirma yontemi iginde tematik icerik analizi ile
gerceklestirilen caligmada toplam 41 tez ve makale
taranmustir. Arastirmalar; yil, iilkeler, arastirma tiirii, yontem
ve desenlerine, ¢aligma grubuna, veri toplama araglarina,
veri analizi yaklasimlarma ve bulgularin dagilimma gore
analiz edilmistir. Veriler; Ulusal Tez Veri Tabani, TR Dizin,
ERIC, WoS iizerinden dokiiman incelemesi ile toplanmistir.
Elde edilen sonuglarda en ¢ok 2018 yilinda bu alanda
caligmalar  gerceklestirildigi ~ gOriilmiistiir. Yapilan
arastirmalarda siklikla Tirkiye-Almanya ve Tiirkiye-ABD
incelenmigtir. Calisma grubunda en fazla sosyal bilgiler
Ogretim programlart karsilastirilmistir. Aragtirma yontem ve
desenlerine  bakildiginda  incelenen ¢aligmalarmin
tamaminda nitel yontemden faydalandigi desenin ise
cogunlukla belirtilmedigi ama belirtilen desenin de en ¢ok
durum caligmasi deseni oldugu tespit edilmistir. Incelenen
calismalarda verilerin toplanmasinda dokiiman incelemesi
yontemi en ¢ok kullanilirken verilerin analizinde ise en sik
betimsel analiz kullanildig1 gorilmiistiir.

Anahtar Kelimeler: Karsilagtirmali egitim, hayat bilgisi,
sosyal bilgiler, tematik igerik analizi.

Kabul Tarihi: 17.01.2024

Yayinlanma Tarihi: 31.03.2024

Abstract: Comparative education studies enrich research
thanks to the diversity it offers. To make a direct comparison
between the world and Tiirkiye, it is necessary to determine
the orientation of the research in the teaching of Life Sciences
and Social Studies. This study is aimed to examine the
comparative education studies on life sciences and social
studies teaching in the world and Tirkiye. A total of 41
theses and articles were examined in the study, which was
carried out with thematic content analysis within the
qualitative research method. The research has been analyzed
according to the year, countries, type of research, methods
and designs, study group, data collection tools, data analysis
approaches, and distribution of findings. The data were
collected by document analysis on the National Thesis
Database, TR Index, ERIC, and WoS. In the results obtained,
it was seen that most of the studies were carried out in this
field in 2018. In the research, Tiirkiye-Germany and Tiirkiye-
USA were examined frequently. Social Studies Curriculua
were compared the most in the study group. Considering the
research methods and designs, it was determined that the
design that benefited from the qualitative method in all of the
examined studies was mostly not specified, but the specified
design was the case study design the most. In the studies
examined, it was observed that while the document analysis
method was most used in collecting data, descriptive analysis
was most frequently used in data analysis.

Key Words: Comparative education, life sciences, social
studies, thematic content analysis.
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Giris

Hayat bilgisi ve sosyal bilgiler, 6grencilere sosyal hayatta ihtiya¢ duyacaklari bilgi, beceri ve
degerleri 6gretmek amaciyla egitim programlart kapsaminda yer alan iki 6nemli derstir. Hem diinya
genelinde hem de Tirkiye'de bu iki dersin Ogretimiyle ilgili karsilagtirmali egitim c¢aligmalari
yapilmaktadir.

Karsilagtirmali egitim, farkl iilkelerde veya bolgelerdeki egitim sistemlerinin ve uygulamalarimin
karsilastirilmasi ve analizi yoluyla elde edilen bilimsel verilerin kullanilmastyla yapilan bir egitim
arastirmasidir. Phillips (1998), karsilastirmali egitimi, farkl: iilkelerin egitim sistemlerini inceleyerek
benzer ve farkli yonlerini tespit etmek ve sebeplerini anlamlandirmak olarak tanimlamaktadir. Bray
(2007) ise egitim sistemlerindeki zorluklarin, basarilarin anlagilmaya ¢aligilmasi olarak gérmektedir.
Arnove (1992); sosyal, ekonomik ve kiiltiirel farkliliklarin, iilkelerin egitim alanindaki basarilarini ve
basarisizliklarini nasil etkiledigini tespit etmek igin farkli iilkelerin egitim sistemlerini karsilagtirmak
olarak tamimlamaktadir. Cowen ve Kazamias (2009), karsilagtirmali egitimi, farkli iilkelerin egitim
yapilanmalarim1 kiyaslayarak bu iilkelerin egitim politikalar1 ve yansimalarinin birbirleriyle nasil
iligkili oldugunu, bir iilkedeki degisikliklerin bagka bir {ilkeye nasil adapte edilebilecegini anlamak
olarak tanimlamaktadir. Bu tiir arastirmalar, egitim politikalarmin gelistirilmesi, egitim sistemlerinin
yeniden yapilandirilmasi ve 6gretim yontemlerinin iyilestirilmesi gibi amaglar icin kullanilabilir.
Kargilagtirmali  egitim caligmalari, 0&grencilerin  basarisini  6lgmek, Ogretim  yontemlerini
degerlendirmek, egitim harcamalarini analiz etmek, egitim politikalarin1 karsilastirmak ve
Ogretmenlerin egitim ihtiyaglarim1 belirlemek gibi konularda Snemli veriler saglayabilir. Bu tiir
arastirmalarin giivenilir ve etkili olabilmesi i¢in 6rneklem se¢imi, veri toplama ve analiz yontemleri
gibi konularin dogru bir sekilde ele alinmas1 gerekmektedir.

Alanyazina bakildiginda diinyada ve Tiirkiye’de hayat bilgisi ve sosyal bilgiler derslerine iligskin
cesitli karsilagtirmali egitim calismalar1 bulundugu goriilmektedir. Bunlardan bir kismi Tiirkiye’de
gerceklestirilmistir. Ornegin; Tiirkiye ve Ingiltere'de hayat bilgisi derslerinin karsilastirildign iki
calisma mevcuttur. {1k calisma, Bilen (2015) tarafindan yiiriitiilmiis, Tiirkiye ve Ingiltere'deki hayat
bilgisi programlarinin karsilastirilmasina odaklanmistir. Arastirmanin sonuglarina gore, her iki iilkenin
programlarinda benzer amaglar yer almakla birlikte, Ingiltere'de daha fazla uygulamali dgrenme
yontemleri kullamlmaktadir. Ikinci ¢alisma ise Iri, Ozkan ve Karasu (2016) tarafindan yapilmustir. Bu
calismada da Tirkiye ve Ingiltere'deki hayat bilgisi dersleri karsilastirilmistir. Arastirmanin
sonuclarina gore, her iki iilkede de derslerin amaglar1 benzerlik gostermektedir ancak ders igerikleri ve
ogretim yontemleri farklilk gostermektedir. ingiltere'de derslerin daha fazla uygulamali oldugu,
Tirkiye'de ise daha fazla teorik odakli oldugu goriilmiistir. Bagka iilkeler ile c¢aligmalar da
gergeklestirilmigtir: Tirkiye ve Almanya'daki hayat bilgisi dersleri karsilagtirilmistir. Calismanin
sonuglarina gore, Tiirkiye ve Almanya'daki hayat bilgisi dersleri arasinda benzerlikler ve farkliliklar
tespit edilmis ve her iki iilkedeki programlarin igerikleri, 6gretim yaklagimlart ve uygulamalar
karsilastirlmistir (Aladag ve Sahin, 2018). Ikiden fazla iilkeyi iceren kapsamli bir calismay1 da
Biiyiikoztiirk ve digerleri (2016) Tiirkiye, Hollanda, Belcika ve Ingiltere’deki hayat bilgisi ders
kitaplar igin gerceklestirmislerdir. Arastirmada, her bir iilkenin hayat bilgisi programlarinin igerigi,
amaglari, dgretim yontemleri ve sinav sistemleri karsilastirmal1 olarak analiz edilmistir. Ozsoy (2013)
ise arastirmasinda Tiirkiye, Ingiltere ve Japonya'da hayat bilgisi 6gretimi karsilagtirmali olarak
incelemistir. Arastirmanin sonuglarina gore, her {ilkenin programlarinda farkli 6gretim yontemleri ve
materyalleri kullanilmakla birlikte, programlarin amaglar1 benzerlik gostermektedir. Tiirkiye ve diger
iilkelerdeki hayat bilgisi dersleri ile ilgili karsilagtirmali egitim caligmalarinda iilkeler ve caligma
gruplar ¢esitlendirilmistir. Bu ¢aligmalardan bazilari da sunlardir:

Ertepmar ve digerleri (2014), Tiirkiye, ABD ve Ingiltere'deki ilkdgretim hayat bilgisi derslerini
karsilastirmis ve derslerin igerik, 6gretim yontemleri ve 6lgme-degerlendirme agisindan benzerlikler
ve farkliliklar tespit etmistir. Domle ve digerleri (2016), Tiirkiye ve Macaristan'daki hayat bilgisi
derslerinin programlarini karsilagtirmis ve programlarin amaci, igerigi ve 6gretim yontemleri agisindan
benzerlikler ve farkliliklar belirlemistir. Atabey ve Sahin (2017), Tiirkiye ve Iran'daki hayat bilgisi
dersleri arasindaki benzerlikleri ve farkliliklar1 incelemis ve derslerin amaci, igerigi, Ogretim
yontemleri ve Olgme-degerlendirme agisindan farkliliklar tespit etmistir. Cetin (2018), Tiirkiye ve
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Ingiltere'deki hayat bilgisi dersleri arasindaki benzerlikleri ve farkliliklari incelemis ve derslerin
programlari, 6gretim yontemleri ve 6l¢me-degerlendirme acisindan farkliliklar belirlemistir.

Tirkiye'deki sosyal bilgiler dersleri ile diger iilkelerdeki sosyal bilgiler dersleri arasindaki
farkliliklarin incelendigi bir¢ok arastirma da yapilmistir. Tiirkiye ve Kanada'da sosyal bilgiler
derslerinin karsilastiran arastirmalar, Tiirkiye'deki sosyal bilgiler derslerinde daha fazla teorik bilginin
verildigini ve dgrencilerin daha az etkin oldugunu ortaya koymaktadir. Kanada'da ise, 6grenciler daha
cok tartisma yapmakta, projeler yapmakta ve arastirma yapmaktadir. Ayrica, Kanada'daki 6grencilerin
daha c¢ok elestirel diisiinme becerisine sahip olduklar1 belirtilmektedir (Cakiroglu ve Yalgin, 2016;
Bahar ve Sahin, 2017). Tirkiye ve Almanya'da sosyal bilgiler derslerinin karsilastirmis ¢aligmada
(Ozdemir ve Karatas, 2017) ise Tiirkiye'deki sosyal bilgiler derslerinin daha ¢ok tarih odakli oldugunu
ve 6grencilerin daha az etkin oldugunu gostermektedir. Almanya'da ise, 6grenciler daha gok giincel
olaylarla ilgili tartigmalar yapmakta ve 6gretmenlerin de 6grencilerin fikirlerini dikkate alarak dersleri
sekillendirdigi belirtilmektedir. Ayrica, Almanya'daki sosyal bilgiler derslerinin daha ¢ok 6grenci
merkezli oldugu ve 6grencilere daha fazla sorumluluk verildigi belirtilmektedir (Bozkurt, 2015). Bir
baska karsilastirmali calisma (Kaya, 2019), iran ve Tiirkiye'de sosyal bilgiler derslerinin 6gretim
programlar1 arasindaki benzerlikleri ve farklhiliklar1 incelemistir. Yapilan calismada, Iran ve
Tiirkiye'deki sosyal bilgiler 6gretim programlarimn biyiik 6l¢lide benzer oldugu, ancak bazi
farklilhklarin bulundugu belirlenmistir. Ornegin, iran dgretim programi daha c¢ok tarih ve Islam
kiiltiirtine odaklanirken, Tiirkiye 6gretim programi daha ¢ok kiiresel sorunlar ve vatandaslik egitimine
odaklanmaktadir. Ayrica, Tirkiye'deki 6gretim programi daha cok elestirel diisiinme ve &grenci
merkezli 6grenmeyi tesvik ederken, fran'daki dgretim programi daha ¢ok ezberlemeye dayalidr.

Bazi ¢alismalarsa Tiirkiye'deki sosyal bilgiler egitiminin zayifliklarim1 da vurgulamaktadir (Gok,
2022; Seren ve digerleri, 2021). Ornegin, Turan (2018) calismasinda Tiirkiye'deki sosyal bilgiler
Ogretmenlerinin ¢ogunlugunun 6grencileri elestirel diisiinme ve elestirel okuma becerileri konusunda
yeterince desteklemediklerini de belirtmistir. Ayrica, Tirkiye'deki sosyal bilgiler ders kitaplarindaki
tarihi olaylarin ve kavramlarin 6grencilerin yas, gelisim ve ilgi diizeyleri ile uyumlu olmadig1 da bir
baska calismada ortaya konulmustur.

Sonug olarak, Tiirkiye ve diger iilkelerdeki hayat bilgisi ve sosyal bilgiler 6gretim programlari ve
dersleri ile ilgili karsilagtirmali ¢alismalar, bu alanda yapilan arastirmalarin ¢esitliligini ve 6nemini
gostermektedir. Bu calismalar, farkl iilkelerin hayat bilgisi ve sosyal bilgiler 6gretim programlarinin
benzerliklerini ve farkliliklarini, 6grenci basarisini ve 6gretmenlerin egitim ihtiyaglarini belirleyerek,
bu alanda daha iyi bir egitim saglamak igin yol gosterici olabilecegi diisiiniilmektedir.

Bu arastirmada ise diinyada ve Tiirkiye’de hayat bilgisi ve sosyal bilgiler ile ilgili karsilagtirmali
egitim ¢aligmasi alanindaki yonelimi belirlemek amaglanmistir. Bu amag¢ dogrultusunda asagidaki
aragtirma sorularia yanit aranmisgtir:

1. Diinyada ve Tiirkiye hayat bilgisi ve sosyal bilgiler o6gretimi ile ilgili karsilastirmali egitim
caligmalarinin;

a. Yillara gore dagilimi nasildir?
b. Arastirma tiirlerine gére dagilimi nasildir?
c. Arastirilan {ilkelere gore dagilim nasildir?
2. Diinyada ve Tiirkiye hayat bilgisi ve sosyal bilgiler 6gretimi ile ilgili kargilagtirmali egitim
calismalari, ¢calisma gruplaria gore nasil farklilasmigtir?

3. Diinyada ve Tiirkiye hayat bilgisi ve sosyal bilgiler 6gretimi ile ilgili karsilagtirmali egitim
calismalarinda;
a. Hangi arastirma yontem ve deseni kullanilmigtir?

b. Hangi veri toplama araglari kullanilmistir?
€. Hangi veri analizleri gerceklestirilmistir?
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Yontem
Arastirma Yontem ve Deseni

Diinyada ve Tiirkiye’de hayat bilgisi ve sosyal bilgiler 6gretimi alanindaki karsilagtirmali egitim
caligmalarinin egilimlerini belirlemek icin, nitel arastirma o6zelligi tasiyan tematik icerik analiziyle
calisma yiirtitiilmiistiir. Creswell'e (2018) gore nitel arastirma, arastirmacilarin sosyal olaylar1 ve
stirecleri daha kapsamli bir gekilde anlamalarini saglayan giiglii arastirma tiiridiir. Tematik igerik
analizi, ile derinlestirilen bu arastirma, bir alanda gerceklestirilen ¢aligmalarin yénelimlerini ortaya
cikarir ve alandaki zayif ve giiclii noktalar1 kesfeder (Calik ve Sozbilir, 2014). Bu yiizden, ilgili alanda
gerceklestirilmis ve alandaki biitiin calismalara erisme imkani1 olmayan arastirmacilara genisletilmis
bir perspektif saglar (Ultay ve Calik, 2012).

Arastirma Grubu (Evren, Orneklem, Calisma Grubu)

Bu arastirmanin amaci dogrultusunda, 41 akademik calismanin incelemesi yapilmistir. Bu
caligmalar arasinda 27 makale yer almaktadir. Arastirmalarda hayat bilgisi ve sosyal bilgiler 6gretimi
konusunda farkli tilkelerin karsilastirildigi ¢alismalar ¢alisma grubunu olusturmaktadir. Asagidaki
Tablo-1"de incelenen ¢alismalar kodlanmustir. Incelenecek calismalar, hayat bilgisi ve sosyal bilgiler
dgretimine yonelik karsilastirmal1 egitim calismalar1 olmalar kriterine gore belirlenmistir. incelenecek
kaynaklar ayni yiizy1l iginde olmalar1 hedeflenerek 2000°den bu g¢alisgmanin yapildigi 2023’lin ilk
yarisina kadarlik periyotta taranmiglardir.

Tablo 1. Incelenen ¢alismalar ve kodlar1

1 M: HB Utkiir Giillithan ve Bekiroglu (2022) 22 M2 SB Bickmore, Kaderi ve Guerra-Sua (2017)
2 M, HB  Utkiir Giilliihan ve Bekiroglu (2021) 23 Mj3 SB  Eker ve Incirci (2016)

3 Mz HB Pamuk (2020) 24 Mys SB  Savas (2016)

4 My HB Baysal, Tezcan ve Arag (2018) 25 My SB Cashman (2013)

5 Ms SB Dere ve Akdeniz (2021) 26 My SB  Merey (2012)

6 Me¢ SB (S;ézri’) Tut, Aydin Colak ve Kiroglu 27 My7 SB  Merey, Kus ve Karatekin (2012)
7 M; SB  Kafadar, Oztiirk ve Katilmis (2018) 28 T1 SB Yasar (2007)

8 Mg SB Osmanoglu ve Yilmaz (2015) 29 T, SB Inci (2009)

9 Mg SB Osmanoglu ve Yildirim (2013) 30 Tz SB Cifter (2015)

10My HB SB Gok (2022) 31 T4 SB Yiiceer (2011)

11Muz SB  Ozkaral ve Mentis Tas (2017) 32 Ts SB Kab (2012)

12M1;,  HB  Bekiroglu. (2022) 33 T¢ SB Aktin (2010)

13Mis  HB  Utkiir Giilliihan ve Bekiroglu (2022) 34 T; SB Osmanoglu (2012)

14My  HB  Canbulat (2018) 35 Tg SB Ozkaral (2015)

15Mis HB  Keskin (2017) 36 Tg SB Oran (2018)

16Mis SB  Kafadar, Oztiirk ve Katilmus (2021) 37 T10 SB  Cetin (2018)

17Myz  SB  Hollstein ve Smith (2020) 38 T11 SB  Turan (2018)

18M;g SB  Kaya (2019) 39 T, SB Kafadar (2019)

19My  SB  Makaiau ve Tanaka (2018) 40 Ti3 SB  Demir (2021)

20My SB  Neoh (2017) 41 T4 SB Tatan (2021)

21M,;  SB  Karaduman (2017)

Veri Toplama Araglarinin Belirlenmesi

Arastirmanin verileri, dokiiman incelemesi yoluyla toplanmistir. Dokiiman incelemesi, Yildirim ve
Simsek (2018) tarafindan tanimlanan yazili kaynaklarin analizini kapsayan bir yontemdir. Veri analizi
icin Yildirim ve Simsek (2008) tarafindan Onerilen bes asama izlenmistir. Bu agamalar; dokiimanlara
ulagsma, orijinalligin kontrol edilmesi, dokiimanlar1 anlama, veri analizi ve veri kullanimini
icermektedir. Dokiimanlara ulagmak i¢in Ulusal Tez Merkezi veri tabani, TR Dizin, ERIC ve Web of
Science (W0S) veri tabanlari kullanilmistir. Arama kriterleri "hayat bilgisi" ve “karsilastirmali
egitim”; “sosyal bilgiler” ve “karsilastirmali egitim” anahtar kelimelerinin baglik, 6zet, anahtar
kelimeler, metin kisimlarinda “timii” ibaresi kullanilarak aranmasi ile dokiimanlara ulasilmistir.
Ulusal Tez Merkezi veri tabanindan ilgili anahtar kelimelerle yapilan detayli arama sonucunda toplam
16 lisansiistii teze ulagilmigtir. Bu tezlerden biri bu aragtirmanin kriteri olan 2000 yili 6ncesinde
gercgeklestirildigi igin elenmistir. Bir diger doktora tezi ise veri tabaninda olmadigindan c¢alisma
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grubuna alinamamustir. TR Dizin {izerinden 15 makaleye erisilmis ve ¢alismaya dahil edilmislerdir. Bu
makalelerden {i¢ tanesi taranmis tezlerden iiretilmis makaleler oldugu igin ¢alismaya sadece tezler
alinmis. Cakisma olan ti¢ makale elenmistir. Dokuz makale WoS veri tabaninda taranirken sekiz
Ingilizce yazilmis makaleye ERIC veri tabanindan ulasiimistir. WoS iizerinden erisilen ¢aligmalarda
tezden tretilmis makaleye rastlanmamistir. ERIC veri tabanindan erisilen bir makale, doktora tezinden
tiretildigi igin tez caligmaya dahil edilmis ama makale ¢alisma grubuna alinmamuistir.

Verilerin Analizi

Veri kaynaklarindan elde edilen veriler iizerinde gerceklestirilen igerik analizi, aragtirmanin temel
bir bilesenidir. Igerik analizi, literatirde yaygin bir arastirma ydntemi olarak kabul edilir ve
arastirmacilara ¢aligma alaninda ne yonde bir egilim oldugunu gosterir (Cohen, Manion ve Morrison,
2007; Krippendorff, 2013). Igerik analizinde, veriler belirli temalar etrafinda toparlanarak ve
sistematik bir bicimde diizenlenerek yorumlanir. Bu yontem, bircok disiplinde kullanilmakta ve nitel
ve nicel arastirmalar i¢in uygun bir segenek olarak degerlendirilmektedir (Yildirim ve Simsek, 2005;
Neuendorf, 2016). Igerik analizi, 6zellikle bir alanda yapilan galismalarin sentezlenmesi ve
derinlemesine analizi i¢in yararlidir ve aragtirmacilara belirli bir alandaki farkli ¢alismalarin
benzerliklerini ve farkliliklarin1 anlama olanagi sunar (Krippendorff, 2013).

Bulgular ve Yorumlar

Bu bdliimde, arastirmanin amacina dayali olarak incelenen calismalarin icerik analizi yontemiyle
elde edilen bulgular1 sunacaktir. Arastirmanin siireci boyunca elde edilen bulgular, belirlenen yedi alt
tematik soru gergevesinde adim adim incelenecek. Bu alt sorular dogrultusunda bulgular detayli bir
sekilde sunulacaktir.

1. Calismalarin Yillara Géore Dagilinu

Aragtirmanin birinci amaci Diinyada ve Tiirkiye’de hayat bilgisi ve sosyal bilgiler 6gretimi ile ilgili
kargilagtirmali egitim calismalarinin yillara gére dagilimini ortaya koymaya yoneliktir. Bu amaca
yonelik bulgular Tablo 2’de yer almaktadir. Her yildaki ¢aligmalar, arastirma tiirlerine gore de tabloda
listelenmistir.

Tablo 2. Yapilan ¢alismalarin yillara ve aragtirma tiirlerine gore dagilimi

Yil Makale Yiksek Lisans Tezi Doktora Tezi Frekans (f) Yiizde (%)
2007 1 1 2.4
2009 1 1 2.4
2010 1 1 2.4
2011 1 1 2.4
2012 2 1 1 4 9.8
2013 2 2 4.9
2015 1 1 1 3 7.3
2016 2 2 4.9
2017 5 5 12.2
2018 4 3 7 17.1
2019 1 1 2 4.9
2020 2 2 4.9
2021 4 2 6 14.6
2022 4 4 9.8
Toplam 27 5 9 41 100.0

Diinyada ve Tiirkiye hayat bilgisi ve sosyal bilgiler 6gretimi ile ilgili karsilagtirmali egitim
caligmalarinin yillara gore dagilimma bakildiginda 2018 yilinda en fazla ¢alismanin yapildigi
gozlenmektedir. 2007°de yaymlanan ilk lisansiistii ¢alismanin ardindan ilerleyen yillarda yapilan
caligmalar artmaktadir. Sekil 1’de Diinyada ve Tiirkiye hayat bilgisi ve sosyal bilgiler 6gretimi ile
ilgili karsilastirmali egitim ¢aligmalarinin yillara gére dagilimi siitun grafigi ile yansitilmistir.
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Sekil 1. Yapilan ¢alismalarin yillara ve aragtirma tiirlerine gore dagilimi

2. Calismalarin Tiiriine Gore Dagilimi

Aragtirmanin ikinci amaci Diinyada ve Tiirkiye’de hayat bilgisi ve sosyal bilgiler 6gretimi ile ilgili
kargilagtirmali egitim ¢aligmalarinin aragtirma tiirline gére dagilimini ortaya koymaya yoneliktir. Bu
amaca yonelik bulgular Tablo 3’te yer almaktadir.

Tablo 3. Yapilan ¢aligmalarin arastirma tiirlerine gére dagilimi

Aragtirma Tiiri Frekans (f) Yiizde (%)
Makale 27 65,9
Doktora Tezi 9 22,0
Yiiksek Lisans Tezi 5 12,2
Toplam 41 100,0

Arastirma tiirii bakimindan incelenen g¢alisma grubundaki arastirmalarin %65,9’unu makaleler
olusturmaktadir. Lisansiistii egitimlerin sonundaki tez ¢aligmalarinda hayat bilgisi ve sosyal bilgiler
alaninda karsilagtirmali egitim calismalar1 makaleler kadar tercih edilmemistir. Sekil 2°de de diinyada
ve Tirkiye’de hayat bilgisi ve sosyal bilgiler dgretimi ile ilgili karsilastirmali egitim ¢alismalarinin
aragtirma tiirlerine gore dagilimi siitun grafigi ile frekansi, pasta grafigi ile yilizdeleri gosterilmistir.
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Sekil 2. Yapilan ¢alismalarin arastirma tiirlerine gére dagilimi

3. Calismalarin Ulkelerine Gore Dagilimi

Aragtirmanin tii¢lincii amaci Diinyada ve Tirkiye’de hayat bilgisi ve sosyal bilgiler d6gretimi ile
ilgili karsilagtirmali egitim caligsmalarinin tilkelerine gore dagilimini ortaya koymaya yoneliktir. Bu
amaca yonelik bulgular Tablo 4’te yer almaktadir. Her iilke grubu, arastirma tiirlerine gore de tabloda 7
listelenmistir.

Tablo 4. Yapilan ¢aligmalarin arastirilan tilkelere gore dagilimi

Ulkeler Makale Li;‘;]k:%lézi D‘%';tzoira Fre(']f)a”s Yiizde (%)
Tiirkiye-Almanya 6 1 1 8 19,5
Tiirkiye-ABD 4 1 5 12,2
Tiirkiye-ABD-Fransa 2 1 3 7,3
Tiirkiye-Misir 2 1 3 7,3
Almanya 2 2 4,9
Tiirkiye-Suudi Arabistan 1 1 2 4,9
Tiirkiye-Kanada 2 2 4,9
Tl'irkiye-iran 1 1 2,4
Tiirkiye-Danimarka 1 1 2,4
Tiirkiye-Hong Kong 1 1 2,4
Tiirkiye-Giiney Kore 1 1 2,4
Tiirkiye-KKTC 1 1 2,4
Tiirkiye-ABD-Ingiltere 1 1 2,4
Tiirkiye-Azerbaycan-Tiirkmenistan 1 1 2,4
Tiirkiye-Kanada-Singapur-Hong Kong 1 1 2,4
Tiirkiye-ABD-Kanada-irlanda-Finlandiya-

: 1 1 2,4
Yeni Zelanda
Tiirkiye-Kanada-Finlandiya-Estonya-Kore- 1 1 24
Cin-Hong Kong-Giiney Afrika C.-Avustralya ‘
ABD-Avustralya-Giiney Kore-ingiltere-italya 1 1 2,4
Japonya-ABD 1 1 2,4
Singapur- Avustralya 1 1 2,4
Kanada-Meksika-Malezya 1 1 2,4
Kanada-Meksika-Banglades-Kolombiya 1 1 2,4
Belirtilmemis 1 1 2,4
Toplam 27 5 9 41 100,0
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Gergeklestirilen calismalarda %19,5 ile Tirkiye-Almanya arasinda karsilastirmali egitim
caligmalarinda hayat bilgisi ve sosyal bilgiler 6gretimine iliskin incelemeler yapildig: anlasiimaktadir.
%12,2 oranla da ikinci en ¢ok calisilan {ilkeler Tirkiye ve Amerika Birlesik Devletleri olmustur.
Birden ¢ok iilkenin aragtirmaya dahil edildigi ¢calismalar daha az tercih edilmistir. Sekil 3’te Diinyada
ve Tirkiye hayat bilgisi ve sosyal bilgiler 6gretimi ile ilgili karsilastirmali egitim g¢aligmalarinin
iilkelere gore dagilim siitun grafigi ile yapilmistir.
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Sekil 3. Yapilan galismalarin arastirilan iilkelere gore dagilim
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4. Caligmalarin Calisma Grubu/Dokiimanlarina Gore Dagilimi

Arastirmanin dordiincii amaci Diinyada ve Tiirkiye’de hayat bilgisi ve sosyal bilgiler 6gretimi ile
ilgili karsilastirmali egitim ¢alismalarinin gergeklestirildigi ¢alisma grubuna ve dokiiman inceleme ile
gerceklestirildiyse hangi tiir dokiimanlarin incelendigine gore dagilimim ortaya koymaya yoneliktir.
Bu amaca yonelik bulgular Tablo 5’te yer almaktadir. Her ¢aligma grubu, arastirma tiirlerine gore de
tabloda listelenmistir.

Tablo 5. Yapilan ¢aligmalarin ¢aligma grubuna gore dagilimi

Yiiksek Doktora Frekans  Yiizde

Calisma Grubu/Dokiimanlar Makale Lisans Tezi Tezi ® %)
SB Ogretim Programlari 10 3 1 14 34,1
SB Ogretim Programlar1 + SB Ders 3 1 4 3 19,5
Kitaplar1

HB Ogretim Programlar 5 5 12,2
HB Ders Kitaplar1 3 3 7,3
SB Ders Kitaplari 1 1 2 4.9
Lisansuistii Tezler 2 2 4.9
Ogretmenler 1 1 2 4,9
SB Ogretim Programlari + SB Ders 1 1 24
Kitaplar1 + SB Caligma Kitaplar1 '
SB Ogretim Programlari + Uzmanlar 1 1 2,4
SB Ogretim Programlari + SB Ders 1 1 24
Planlar + Mevzuat ’
SB Ogretim Programlari + Ogrenciler +

. 1 1 2,4
Ogretmenler

Ogrenciler + Ogretmenler 1 1 2,4
Toplam 27 5 9 41 100,0

SB*: Sosyal Bilgiler
HB**: Hayat Bilgisi

Diinyada ve Tirkiye hayat bilgisi ve sosyal bilgiler 6gretimi ile ilgili kargilagtirmali egitim
caligmalarinin calisma grubuna gore dagilimma bakildiginda %34,1 oranla sosyal bilgiler 6gretim
programi, %19,5 ile de sosyal bilgiler 6gretim programlari ve sosyal bilgiler ders kitaplar1 en sik
aragtirllmigtir. Tabloya bakildiginda 0&zellikle dokiimanlarin incelendigi ve iilkelerin egitim
bakanliklarimin sayfalarindan erisimi olan Ogretim programlar1 c¢alisma gruplarinda en ¢ok tercih
edilen igeriklerdir. Sekil 4’te de diinyada ve Tiirkiye hayat bilgisi ve sosyal bilgiler 6gretimi ile ilgili
karsilagtirmali egitim ¢aligmalarinin ¢aligma grubuna gore dagilim siitun grafigine yansitilmistir.
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Sekil 4. Yapilan ¢aligmalarin ¢aligma grubuna gore dagilimi

5. Calismalarin Yontem ve Desenine Gore Dagilimi

Aragtirmanin besinci amaci Diinyada ve Tiirkiye’de hayat bilgisi ve sosyal bilgiler 6gretimi ile
ilgili karsilastirmali egitim ¢aligmalarimin gergeklestirildigi yonteme gore dagilimmi ortaya koymaya
yoneliktir. Bu amaca yo6nelik bulgular Tablo 6’da yer almaktadir. Her yontem, arastirma tiirlerine gére
de tabloda listelenmistir.
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Tablo 6. Yapilan ¢aligmalarin aragtirma yontemine gore dagilimi

Yéntem Makale Yiiksek ;isans Doktqra Frekans Yiizde
Tezi Tezi (M (%)
Nitel 24 3 7 34 82,9
Karsilagtirmali egitim aragtirma
yontemleri ile desteklenmis nitel 3 2 2 7 17,1
arastirmalar
Toplam 27 5 9 41 100,0

Bu aragtirmada incelenen calismalarin hepsinde nitel arastirma yontemi kullanilmis olmasina
ragmen %17,1 oranla nitel arastirma yontemi uygulanirken karsilastirmali egitim yaklasimindan da
faydalanilmigtir. Ergiin (1985), karsilastirmali egitim, dinamik bir konu ile galistigi i¢in degisimlere
gore metodolojide ve bakis agisinda da degisimin gerektigini ifade etmektedir. Bu nedenle, gegmisten
gliniimiize, bu alandaki arastirmalarda gesitli metotlar kullanilmistir. Bu metotlar bu aragtirmanin
bulgularinda oldugu gibi bazen nitel arastirma yontemleri ile birlikte uygulanmistir. Jullien’in
"Analitik Soru Cetvelleri” olarak 1817 yilinda ilk kez ortaya attigi yontem ile bu alanda gesitli
metotlar (Erglin, 1985) gelistirilmistir. Bu yontemler metodolojik baglamda yayginlasmadigi igin
sosyal bilgiler ve hayat bilgisi 6gretiminin incelendigi karsilastirmali ¢alismalarda, arastirmacilarin
kargilagtirmali egitim yaklagimini-yontemini, nitel arastirma yontemini pekistirici olarak ise kostuklari
diistintilmektedir.

Tablo 7°de diinyada ve Tiirkiye hayat bilgisi ve sosyal bilgiler 6gretimi ile ilgili karsilastirmali
egitim ¢aligmalarinin arastirma desenine gore dagilimi yapilmistir. Her desen, arastirma tiirlerine gore
de tabloda listelenmistir.

Tablo 7. Yapilan ¢aligmalarin arastirma desenine gore dagilimi

Desen Makale  Yiiksek Lisans Tezi  Doktora Tezi  Frekans (f)  Yiizde (%)
Durum ¢aligmasi 7 1 8 19,5
Betimsel arastirma 1 2 2 5 12,2
Coklu durum ¢aligmasi 1 3 4 9,8
Tarama modeli 1 1 2 4,9
Derleme aragtirma 1 1 2,4
Meta-sentez 1 1 2,4
Belirtilmemis 15 2 3 19 48,8
Toplam 27 5 9 41 100,0

Diinyada ve Tiirkiye hayat bilgisi ve sosyal bilgiler 6gretimi ile ilgili karsilastirmali egitim
caligmalarinin arastirma desenine goére dagilimina bakildiginda neredeyse yarisinda (%46,3) desen
belirtilmemistir. Belirtilen ¢alismalarda %19,5 oranla durum g¢aligmasi aragtirma modeli ile ¢alisma
desenlenmistir. Tabloda ayr1 bir sekilde ifade edilmis olan %9,8 oranla ¢oklu durum ¢alismasi da goz
onilinde bulunduruldugunda arastirmacilarin hayat bilgisi ve sosyal bilgiler 6gretimi karsilagtirmali
egitim ile ilgili ¢aligmalarda durum c¢aligmasi ve betimsel arastirma desenlerini tercih etme egiliminde
olduklar1 anlagilmaktadir. Sekil 5’te ve Sekil 6’da diinyada ve Tiirkiye hayat bilgisi ve sosyal bilgiler
ogretimi ile ilgili karsilastirmali egitim caligmalarinin arastirma yontem ve desenine gore dagilimu
siitun grafiklerine yansitilmigtir.
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Sekil 5. Yapilan ¢aligmalarin yontemine gore dagilimi arastirma
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Sekil 6. Yapilan ¢aligmalarin arastirma desenine gore dagilimi
6. Calismalarin Veri Toplama Arag ve Yontemlerine Gore Dagilimi

Arastirmanin altinct amaci Diinyada ve Tiirkiye’de hayat bilgisi ve sosyal bilgiler 6gretimi ile ilgili
kargilagtirmali egitim g¢aligmalarinin gerceklestirildigi veri toplama ydntemi ve araglarina gore
dagilimimi ortaya koymaya yoneliktir. Bu amaca yonelik bulgular Tablo 8’de yer almaktadir. Her veri
toplama araci, arastirma tiirlerine gore de tabloda listelenmistir.

Tablo 8. Yapilan ¢aligmalarin veri toplama araglarina gore dagilimu

. . . Yiiksek Doktor Frekans  Yiiz
Veri Toplama Arag ve Yontemleri Makale Lis;]sS:cI'ezi (_?_etZ(: a e(f)a s (l; /ogie
Dokiiman inceleme 21 4 7 31 78
Dokiiman inceleme + Gorlisme 2 2 49
Agik uglu anket 1 1 2,4
Gorilisme 1 1 2,4
Video kayit 1 1 2,4
Belirtilmemis 3 1 4 9,8
Toplam 27 5 9 41 100,0

Diinyada ve Tirkiye hayat bilgisi ve sosyal bilgiler 6gretimi ile ilgili karsilagtirmali egitim
caligmalarinin veri toplama araglarina gore dagilimia bakildiginda %75,6 sadece dokiiman inceleme,
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farkli veri kaynaklarindan verilerle birlikte dokiiman incelemesi olarak bakildiginda ise incelenen
caligmalarin %82,9’unda dokiiman incelemesinden faydalanilmistir. Sekil 7°de diinyada ve Tiirkiye
hayat bilgisi ve sosyal bilgiler 6gretimi ile ilgili karsilastirmali egitim caligmalarinin veri toplama
araclarina gore dagilimi siitun grafigine yansitilmistir. Grafikten de anlasildigi iizere bu alandaki

caligmalarda veri toplama araci olarak en ¢ok dokiiman incelemesinden faydalanma egilimi oldugu
sOylenilebilir.

m Doktora Tezi Yiiksek Lisans Tezi Makale

Belirtilmemis
Video kayit
Goriisme

Acik uglu anket

Dokiiman inceleme + Goriisme
Dokiiman inceleme
0 5 10 15 20 25

Sekil 7. Yapilan caligmalarin veri toplama araglarina gére dagilimi
7. Calismalarin Veri Analiz Yontemlerine Gore Dagilimi

Aragtirmanin yedinci amaci Diinyada ve Tiirkiye’de hayat bilgisi ve sosyal bilgiler 6gretimi ile
ilgili karsilagtirmali egitim ¢alismalarinin gergeklestirildigi veri analiz yontemlerine gére dagilimim
ortaya koymaya yoneliktir. Tablo 9°da diinyada ve Tiirkiye hayat bilgisi ve sosyal bilgiler 6gretimi ile
ilgili kargilagtirmali egitim ¢aligmalarinin veri analiz yontemlerine gore dagilimi yansitilmistir. Her
veri analiz metodu, arastirma tiirlerine gore de tabloda listelenmistir.

Tablo 9. Yapilan galigmalarin veri analiz yontemlerine gore dagilimi

Yiiksek Doktora
Veri Analizi Makale Lisans Tezi Frekans (f)  Yiizde (%)
Tezi

Betimsel Analiz 10 1 5 16 39,0
i(;erik Analizi 9 2 2 13 31,7
Betimsel Analiz + I(;erik Analizi 1 1 1 3 7,3
Tematik Analiz 1 1 2,4
Meta-analiz 1 1 2,4
Belirtilmemis 6 1 7 17,1
Toplam 27 5 9 41 100,0

Incelenen calismalarin %39’unda verilerin ¢dziimlenmesinde betimsel analizden faydalanilmustir.
Bununla birlikte %31,7 oranla da ikinci en siklikla icerik analizi kullanilmustir. Arastirmacilar
dokiiman incelemesi ile topladiklar verilerin analizinde betimsel veya icerik analizinden, %7,3 oranla
da her ikisinden de faydalanmislardir. Sekil 8’de diinyada ve Tiirkiye hayat bilgisi ve sosyal bilgiler

ogretimi ile ilgili karsilagtirmali egitim g¢aligmalarinin veri analizi yontemine gore dagilimi siitun
grafigine yansitilmstir.
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Sekil 8. Yapilan caligmalarin veri toplama analizine gore dagilimi

Tartisma, Sonuc ve Oneriler

Bu caligma, hayat bilgisi ve sosyal bilgiler 6gretimi ile ilgili karsilastirmali egitim ¢alismalarinin
incelenmesi amaciyla Yiiksek Ogretim Kurumunun tez sayfasindan erisilebilen tezler, ERIC, WoS ve
TR Dizin veri tabanlarindan ulasilan makaleleri ele almaktadir. Arastirma kapsaminda, 2007-2022
yillar1 arasinda yaymlanmig toplam 41 akademik calisma incelenmistir. Bu ¢aligmalarin 27 tanesi
makale, 5 tanesi yliksek lisans tezi ve 9 tanesi de doktora tezi olarak belirlenmistir. Elde edilen
bulgular, tezlerin makalelere gore sayica daha az oldugunu gostermektedir. Yildirnm ve Tiirkoglu
(2018) karsilastirmal1 egitimin yansimalarimi 151 galismayi inceleyerek arastirmuslardir. inceledikleri
caligmalarin aragtirma tiirii bakimindan %54 ile en ¢ok makaleler yer almaktadir. Bu calismada da
makaleler incelenen c¢aligmalarin %65°1 ile en genis gruptur. Bu iki bulgu birbirini destekler
niteliktedir.

Bu arastirmada, incelenen tezlerin 2007-2022 yillan arasinda yazildigi ve 6zellikle 2018 ve 2021
yillarinda en yogun calismalarinin gergeklestigi tespit edilmistir. Her gecen yil karsilastirmali egitim
alaninda hayat bilgisi ve sosyal bilgiler 6gretimin daha c¢ok arastirilmaya baslandigi da tablodan
gozlenebilir. Kuru Cetin, Korkmaz ve Oner’in (2017) ¢alismasinda son yillardaki karsilastirmali
egitim ¢aligmalarindaki genel egilimi arastirmuslardir. Calisma sonuglarinda benzer sekilde gegmise
gore her gecen yil karsilagtirmali egitim alaninda calismalarin arttift géze carpmistir. Bunun
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sonucunda arastirmacilar bunun sebebinin teknoloji ile birlikte kaynaklara erisimin kolaylasmasindan
kaynaklaniyor olabilecegini diistinmiislerdir.

2015’ten sonraki yillarda yiiksek lisans tezlerinde hayat bilgisi ve sosyal bilgiler 6gretimine iliskin
kargilagtirmali egitim calismasi hi¢c gergeklestirilmemistir. Ravitch ve Viteritti’ye (2001) gore
karsilastirmal1 egitim, cesitli iilkelerin egitim sistemlerini analiz etmek suretiyle egitim politikalari,
yontemleri, programlari ve sonuglari arasinda benzer ve farkli yonlerini arastiran bir yaklagimidir.
Nitekim bir egitim sistemi bir¢ok degiskenden etkilenmektedir. Karsilagtirmali egitim ¢alismalari
kapsamli ve karmasik arastirmalardir. Bu tiir ¢calismalan yiiriitiirken bazi zorluklarla karsilasilabilir.
Karsilastirmali egitimdeki kiiltiirel farkliliklar, veri toplama ve karsilastirma zorluklari, ceviri ve dil
sorunlart, kiiltiirel 6nyargilar ve 6znel degerlendirmeler gibi konular literatiirde genel olarak tartigilan
ve kabul goren hususlardir. Tiirkiye'de tezli yiiksek lisans programlari genellikle iki yil siirer. Bu siire,
genel olarak standart kabul edilen siiredir. Ancak, bazi durumlarda bireysel 6grenci durumlarina veya
programin yapisina bagl olarak siire uzayabilir. Ornegin, ¢alisma yiikii, tez veya proje ¢aligmasi,
laboratuvar ¢aligmalar1 gibi faktdrler program siiresini etkileyebilir. En ¢ok ii¢ yilda tamamlanmasi
gerekir (YOK, 2022). Tez yazimu i¢in ayrilan siire zarfi bir ila iki yildir. Bu siire zarfinin kisaligi
sebebiyle yiiksek lisans tezlerinde hayat bilgisi ve sosyal bilgiler ile ilgili karsilastirmali egitim
calismalart daha az tercih edilmis olabilir.

Karsilagtirmali egitim calismalar1 birden fazla iilkenin -bazen de ayni iilkedeki farkli eyaletlerin-
kiyaslanarak incelendigi bir aragtirma yaklasimdir. Bu yiizden hangi iilkelerin hayat bilgisi ve sosyal
bilgiler 6gretimi ile ilgili karsilagtirmali egitim ¢alismalarinda dagilimlarinin oldugunun tespit edilerek
yonelimlerin belirlenmesi gerekmektedir. Bu aragtirmada en ¢ok Almanya ve Amerika Birlesik
Devletleri konu olmustur. Kuru Cetin, Korkmaz ve Oner’in (2017) yiiriittiikleri arastirmada da en ¢ok
Amerika Birlesik Devletleri, Almanya ve Ingiltere’nin ¢alismalarda incelendigini tespit etmislerdir.
Yildirim ve Tiirkoglu (2018) ile Iliman Piiskiilliioglu ve Hosgoriir’iin (2017) ¢alismalarinda da ayni ii¢
iilkenin en siklikla karsilagtirmali egitimde arastirildigini tespit etmislerdir. Bu calismadaki {iilke
degiskeni bakimindan bulgular bu sonuglar1 desteklerken ingiltere; Almanya ve Amerika Birlesik
Devletleri kadar hayat bilgisi ve sosyal bilgiler 6gretiminde yer almamustir. Bunun sebebinin
Almanya’da hayat bilgisi ders icerigine ¢ok yakin bir ders bulunmasi, Amerika Birlesik Devletleri’nde
de sosyal bilgilere karsilastirilabilir icerikler bulundugu daha onceki aragtirmalarca bilindigi i¢in daha
cok tercih edilmesi ama hayat bilgisi ve sosyal bilgiler dgretimi dzelinde Ingiltere ile calismalarin daha
az olmas1 arastirmacilari Ingiltere ile calisma gerceklestirmekten uzaklastirmis olabilecegi
diisiiniilmektedir. Nitekim diger konu edilen iki ¢alisma karsilastirmali egitim ¢alismalarinin genel bir
perspektiften ele alirken bu arastirma daha 6zelde hayat bilgisi ve sosyal bilgiler arastirdigi igin tilkeler
konusunda bu tiir bir farklilik ortaya ¢ikmis olabilecegi akla gelmektedir.

Calisma grubunda 6gretim programlari ve Ogretim programlarina ek ders kitaplari arastirilan
caligmalarda daha ¢ok tercih edilmistir. Iliman Piiskiilliioglu ve Hosgoriir’iin (2017) karsilastirmali
egitim ¢alismalan ile ilgili arastirmalarinda da 6gretim programlar1 ve ardindan da ders kitaplar en
¢ok caligma grubunda yer almistir. Eisner (1994), 6gretim programini, ogrencilerin bilgi, beceri,
anlayis ve degerleri kazanmalarimi saglayan planlar ve programlar olarak tanimlar. Gagne (1985),
ogretim programini, 6grencilere belirli hedeflere ulagmalari i¢in ihtiya¢ duyduklar1 bilgi, beceri ve
anlayislar1 saglamak lizere tasarlanmig bir dizi 6gretim etkinligi ve materyal olarak tanimlar. Cohen ve
Manion (1994), O6gretim programini, Ogrencilerin belirli hedeflere ulagmalarimi saglamak iizere
planlanmis ve yapilandirilmis bir dizi ders ve etkinliklerin biitiinii olarak tanimlar. Bu tanimlardan da
anlagildig1 iizere Ogretim programi Ogrencilerin hedeflere ulasmalarini, bilgi ve becerileri
kazanmalarim destekleyen bir yapidir. Ogretim programi, egitim kurumlarinda 6grencilere sunulan
derslerin ve egitim deneyimlerinin organize edilmesi ve planlanmasi i¢in temel bir ¢erceve sunar. Bu
baglamda iki iilkedeki derslerin ogretimi ile ilgili karsilagtirmali bir ¢alisma yapilacaksa Ogretim
programlar giivenilir, ulagilabilir ve kapsaml1 kaynaklar olarak goriilmektedir.

Incelenen ¢aligmalarm veri toplama araglarma bakildiginda farkli veri kaynaklarindan
faydalanildig1 goziikmekle birlikte en ¢ok dokiiman incelemesi tercih edilmistir. Tath ve Adigiizel
(2012) yaptiklari ¢alismada da karsilastirmali egitim ¢aligmalarinin lisansiistii tezlerdeki yonelimlerini
arastirdiklarinda 42 tezde %85 oraninda dokiiman inceleme ile verilerin toplandigi sonucuna
ulagmiglardir. Bu calisma ile veri toplama araglari bakimindan birbirlerini desteklemektedirler.
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Dokiiman inceleme, arastirma yapilirken kullanilan bir yontemdir ve belirli bir konu veya alanda
mevcut olan yazili materyallerin incelenmesini icerir. Bu yontem, kaynaklar1 analiz etmek, icerigini
degerlendirmek ve bu kaynaklardan elde edilen verileri kullanarak bilgi edinmeyi amaglar (Denzin ve
Lincoln, 2011). Karsilagtirmali egitim c¢aligmalarinda birden fazla iilkenin egitim sistemleri
karsilandigindan en giivenilir ve erisimi kolay olan kaynak 6gretim programlari ve ders kitaplaridir.
Bu kaynaklara arastirmaci iilkeleri ziyaret etmeden erisebilir ve arastirmasini gézlem gerektirmeden
kisa siirede gerceklestirebilir. Dokiiman incelemesi karsilastirmali egitim c¢alismalarinda kolay
ulasilabilir, zaman ve maliyet agisindan ekonomik ve zengin bir veri sunabilecegi i¢in arastirmacilar
tarafindan daha siklikla tercih edilmekte olabilir.

Diinyada ve Tiirkiye’de hayat bilgisi ve sosyal bilgiler 6gretimi ile ilgili karsilastirmali egitim
caligmalarindaki veri analizi yontemlerinde betimsel analiz (%39) ve hemen ardindan icerik analizi
(%31) tercih edildigi fark edilmistir. Iliman Piskiillioglu ve Hosgoriir (2017) yaptiklar1 ¢aligmada
once igerik analizinin (%27) hemen ardindan betimsel analizin (%23) daha sik tercih edildigini ortaya
koymuslardir. Genel olarak betimsel ve icerik analizi yontemlerinin tercih edildigi sdylenilebilir.
Yiizdelere bakildiginda iki analiz yonteminin tercih edilme siklig1 arasinda énemli bir fark olmadigi
goziikmektedir.

Elde edilen sonuglara dayanarak, hayat bilgisi ve sosyal bilgiler 6gretimi alaninda ¢ogu iilkeyle
karsilastirmalt egitim calismasi ylriitilmemistir. Bu alanda bir egilim oldugu 2000’den giiniimiize
yaymn sayisindaki artistan anlasilmasina ragmen diinyadaki iilke ve egitim sistemi sayisi
diistiniildiigiinde olduk¢a az miktardadir. Karsilastirmali egitim c¢aligmalar1 hayat bilgisi ve sosyal
bilgiler 6gretimine iliskin nitel yontemler ile gergeklestirilmis ¢ok az bir kisminda nitel yontemi
pekistirecek sekilde karsilastirmali egitim yontemlerinden faydalanilmistir. 21.Yiizyilda ulasim ve
iletisim imkanlarinin artmasina ragmen karsilagtirmali egitim c¢alismalar1 azdir. Tercih edilen veri
analiz yontemleri ve ¢aligma grubu da cesitli degildir. Bu baglamda, farkl ilkelerin, ¢esitli caligma
gruplarmin tercih edilmesi ile 6zgilin iceriklerin olusturulmas: 6nemlidir. Bu igerikler, gelecekteki
calismalarda da kullanilabilir. Ozellikle hayat bilgisi ile ilgili karsilastirmali ¢aligmalarin sosyal
bilgilere gore daha da az oldugu disiiniilerek hayat bilgisi ile ilgili karsilagtirmali egitim ¢aligmalari
gergeklestirilebilir. Nitekim karsilagtirmali egitime konu edilecek {ilkelerin cesitlendirilmesi, farkli
arastirma yontem ve desenlerinin ise kosulmasi gerekmektedir. Bu calismada aragtirmaci ancak
Tiirkce ve Ingilizce kaynaklara erisebilmistir. Diger dillerdeki arastirmalarda dahil edilerek diinyadaki
egilimi daha net ortaya koyacak g¢aligmalar yapilmasi onerilmektedir. Bu onerilerin uygulanmasi,
ileride daha kapsamli ve gesitlilik gosteren arastirmalara olanak saglayabilir.
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Extended Abstract

Life sciences and social studies are two important courses within the scope of education programs
to teach students the knowledge, skills, and values they will need in social life. Comparative
educational studies are carried out on the teaching of these two courses both in the world and in
Tiirkiye. Cowen and Kazamias (2009) define comparative education as understanding how education
policies and reflections of these countries are related to each other, and how changes in one country
can be adapted to another country by comparing the educational structures of different countries. Such
research can be used for purposes such as developing education policies, restructuring education
systems, and improving teaching methods.

Comparative studies on life sciences and social studies curricula and courses in Tiirkiye and other
countries show the diversity and importance of research in this field. These studies can be a guide to
provide better education in this field by determining the similarities and differences between life
sciences and social studies curricula of different countries, student success, and teacher’s training
needs. In this research, it is aimed to determine the orientation in the field of comparative education
study related to life sciences and social studies in the world and Tiirkiye. For this purpose, answers to
the following research gquestions were sought:

Comparative educational studies on life sciences and social studies teaching in the world and
Tiirkiye;

a. how is the distribution by year?

b. how is the distribution according to research types?

c. how is the distribution according to the countries surveyed?
d. how did it differ by study group?

e. which research method and design were used?

f. which data collection tools were used?

g. what data analyses have been performed?

The qualitative research method was used to determine the trends of comparative education studies
in the field of life sciences and social studies teaching in the world and Tiirkiye. According to
Creswell (2018), qualitative research is a powerful type of research that enables researchers to
understand social events and processes more comprehensively. 41 academic studies, 27 of which are
articles, which are accessible from the Tiirkiye Council of Higher Education Thesis Center, TR Index,
ERIC, and Web of Science databases were analyzed. The data sets were reached by performing
systematic reviews of the obtained documents. Document analysis was used in the data collection
process. This method is a method that covers the analysis of written sources defined by Yildirim and
Simsek (2018).

Content analysis performed on data obtained from data sources is an essential component of
research. Content analysis is accepted as a common research method in the literature, and it shows
researchers what a trend is in the field of study (Cohen, Manion, & Morrison, 2007; Krippendorff,
2013). Content analysis is especially useful for synthesizing an in-depth analysis of studies in a field
and offers researchers the opportunity to understand the similarities and differences between different
studies in a particular field (Krippendorff, 2013).

Considering the distribution by years and research types according to the first sub-problem, a total
of 41 academic studies published between 2007-2022 were reached and examined. 27 of these studies
were determined as articles, 5 as master's thesis, and 9 as doctoral thesis. The findings show that these
are fewer in number than articles. The time frame allocated for writing the thesis is 1-2 years. Due to
the shortness of this period, comparative education studies on life sciences and social studies may have
been less preferred in master's theses.

Yildinnm and Tiirkoglu (2018) examined 151 studies in their study in which they investigated the
reflections of comparative education. In terms of the type of research of the studies they examined,
there were the most articles with 54%. In this study, the articles are the largest group with 65% of the
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studies examined. In terms of years, it has been determined that the most intensive work was carried
out, especially in 2018 and 2021. Compared to previous years, it can be understood that life sciences
and social studies teaching in the field of comparative education started to be investigated more in the
following years. In the study of Kuru Cetin, Korkmaz, and Oner (2017), they observed that studies in
the field of comparative education increase every year. Researchers thought that this might be due to
the ease of access to resources with technology.

According to another sub-research problem, it can be noticed that Germany and the United States
of America are the subjects of the studies the most. In the study conducted by Kuru Cetin, Korkmaz,
and Oner (2017), they found that the United States, Germany, and England were mostly examined in
studies. Yildirim and Tiirkoglu (2018) and Iliman Piiskilliioglu and Hosgoriir (2017) found that the
same three countries were most frequently researched in comparative education. While the findings in
this study support these results in terms of the country variable, England; has not been involved in life
sciences and social studies teaching as much as Germany and the United States.

In the study group, curricula and additional textbooks to the curriculum were preferred more in the
researched studies. In the research of Iliman Piskiillioglu and Hosgoriir (2017) on comparative
education studies, the curriculum and then the textbooks were mostly included in the study group.

Considering the data collection tools of the studies examined, it seems that different data sources
were used, but document analysis was preferred the most. Tatli and Adigiizel (2012) examined the
orientation of comparative education studies in postgraduate theses and concluded that 85% of the data
were collected through document analysis in 42 theses. In document analysis, the researcher can now
access the sources digitally without visiting the countries and can carry out his research in a short time
without the need for observation. Document analysis may be preferred more frequently by researchers
as it can provide easily accessible, time and cost-effective, and rich data in comparative education
studies.

It has been noticed that descriptive analysis (39%) and then content analysis (31%) are preferred in
data analysis methods in comparative education studies on life sciences and social studies teaching in
the world and Tirkiye. Iliman Piiskiillioglu and Hosgérr (2017) concluded that these two analysis
methods are the most preferred.

Based on the results obtained, it can be stated that the important thing is to enable researchers to
carry out qualified and original studies. In this context, it is important to create original content by
choosing different countries and working groups. These contents can also be used in future studies.
Considering that comparative studies on life sciences are even less than social studies, comparative
education studies on life sciences can be carried out. The implementation of these recommendations
may allow for more comprehensive and diverse research in the future.

This work is licensed under a Creative Commons Attribution 4.0 International License.
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Abstract: Tirkiye's geopolitical position has increased the
interest in teaching Turkish as a second language. Both
human and geographical conditions are factors that cause
migration to Tiirkiye. Therefore, it is important to examine
the processes of teaching Turkish as a second language in
depth and to identify the problems that exist in the process to
make the process more qualified. In this context, this
research, which aims to examine the problems encountered in
teaching Turkish as a second language at the primary school
level from a broad and in-depth perspective, was designed as
a case study from qualitative research methods. Since this
study examines more than one situation that can be holistic in
itself, it is suitable for a holistic multiple-case study. Since it
was aimed to examine teaching Turkish to foreigners from a
broad perspective, 19 teachers and 29 students from three
different school types (bilingual, international, and public
schools) were studied. The data collected through interviews
and observations were analyzed through content analysis. The
findings were analyzed in terms of teaching Turkish as a
second language in bilingual schools, international schools,
and public schools. As a result of the research, it was found
that lack of materials, mother tongue, and environmental
influences were common in all three types of schools and
were effective in learning Turkish as a second language. In
addition, children's and parents' attitudes towards Turkish
were also found to have a significant impact on language
learning. Within the scope of the research, suggestions for
researchers, those working in the field, and program preparers
are presented.
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Ozet: Tiirkiye’nin igerisinde bulundugu jeopolitik konum
ikinci dil olarak Tiirkce Ogretimine olan ilgiyi artirmustir.
Hem beseri hem de cografi kosullar Tiirkiye’ye géce neden
olan faktorlerdir. Dolayisiyla ikinci dil olarak Tiirkge 6gretim
stireclerinin derinlemesine incelenmesi ve siiregte var olan
sorunlarm belirlenmesi siireci daha nitelikli hale getirmek
acisindan Onem tagimaktadir. Bu kapsamda ilkokul
diizeyinde ikinci dil olarak Tiirk¢e 6gretiminde kargilagilan
sorunlart genis ve derinlemesine bir bakis agisiyla
incelemenin amaglandigi bu arastirma nitel arastirma
yontemlerinden durum c¢aligmasi olarak desenlenmigtir.
Gergeklestirilen bu ¢alismada birden ¢ok fakat kendi i¢lerinde
biitiinciil olabilecek bir durum incelendigi i¢in durum
¢alismasi tiirlerinden biitliinciil ¢oklu durum c¢aligmasina
uygundur. Yabancilara Tirkge Ogretimi genis bir bakis
acistyla incelemek hedeflendigi i¢in {i¢ farkli okul tiiriinden
(cift dilli, uluslararas1 ve kamu okullar1) 19 6gretmen ve 29
Ogrenciyle calisilmigtir. Goriisme ve goézlem yapilarak
toplanilan veriler igerik analizi yontemiyle ¢oziimlenmistir.
Elde edilen bulgular ¢ift dilli okullarda, uluslararasi okullarda
ve kamu okullarinda ikinci dil olarak Tiirkge 6gretimi olarak
incelenmistir. Arastirma sonucunda {i¢ okul tiirlinde de ortak
olarak materyal eksikligi, ana dilinin ve ¢evre etkisinin ikinci
dil olarak Tiirk¢e 6greniminde etkili oldugu tespit edilmistir.
Buna ilave olarak ¢ocuklarin ve ailelerin Tiirk¢eye yonelik
tutumlarinin da dil 6grenimine etkisinin 6nemli oldugu
goriilmiistiir. Calisma kapsaminda arastirmacilara, alanda
calisanlara, program hazirlayicilara yonelik Oneriler
sunulmustur.
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Introducation

People are social beings from birth, so they need to communicate with other people. People fulfil
this need for communication through language. Language is defined as the transfer of feelings, thoughts
and expectations of people living together to each other through common gestures and rules (Aksan,
2003). Based on this definition, it can be stated that language has many functions as a developed word.
When transport between countries was not so widespread, most people used only their mother tongue.
With the development of technology, means of communication and transport, individuals have
encountered the need to know not only their mother tongue but also more than one language. So much
so that the importance of learning another language other than one's mother tongue is frequently
reminded in education and daily life (Cesur, 2008). This reminder is necessary for two reasons. First,
with the advancement of communication equipment, two individuals from different nations can
communicate effortlessly. Secondly, people are forced to move from one place to another for reasons
such as education, war or natural disasters. People are compelled to acquire a second or foreign language
for these reasons. At this point, the concepts of mother tongue teaching, foreign language and second
language teaching emerge. Mother tongue is defined as "the language that the child acquires from his/her
family or the community in which he/she lives" (Turkish Language Association, 2023). On the other
hand, a foreign language can be defined as a language in which the target language is not widely spoken
in the country of study, while a second language can be defined as a language in which the target
language is widely spoken in the country of study or used as a mother tongue (Moeller & Catalano,
2015). Based on these definitions, a person who learns Turkish in a country other than Tiirkiye, such as
Germany, can be said to be learning a foreign language, while a foreigner who learns Turkish in Tiirkiye
can be said to be learning a second language. As a result, if the target language is also spoken as the
mother tongue in that place, this is considered second language acquisition. Today, as the number of
individuals migrating for human or natural reasons increases, so are studies on second language
education.

Wars and climate changes force societies to migrate and as a natural result of this situation, different
nations can live together. Tiirkiye receives many immigrants due to its geographical and geopolitical
position. This situation makes teaching Turkish as a second language important. Although these reasons
are important, teaching Turkish to foreigners has been practiced for many years. Teaching Turkish as a
foreign language starts with the teaching of Turkish to an Indian priest by the Huns (Biger, 2012). It
may not be called a programmed study for this teaching carried out at that time, but this situation can be
presented as proof that teaching Turkish as a second language has started. Today, teaching Turkish to
foreigners is progressing in a more programmed and planned way. People want to learn Turkish for
educational, economic, political, migration, etc. reasons. According to the data of the Directorate
General of Migration Management [DGMM] (2023), there are around 1 million migrants in Tiirkiye and
around 140,000 of them reside with student permits. In addition to this, approximately 3 million Syrians
who had to leave their country due to the civil war live in Tiirkiye (DGMM, 2023). Considering these
numbers, it can be said that approximately 5 million people are learning Turkish as a second language
while living in Tirkiye. Learning Turkish is an important point for these migrants to adapt to the region
they live in. Learning a second language does not mean learning the grammar rules of that language or
learning the Turkish versions of the words in their mother tongue (Maden, 2017). To learn a second
language, it is necessary to use it actively in written and verbal communication. As a result, immigrant
students must learn the target language correctly in order to adapt to the education system and social life
of the nation to which they move (Magos & Politi, 2008). Students who learn the target language at an
adequately will be able to meet their daily life needs easily and communicate with their peers and
teachers in the classroom (Bailey, 2006). As a result, target language learners' active communication is
a significant variable in both their daily and academic life. In addition to communication, there are many
variables that affect second language teaching.

Learner characteristics are the first variable influencing second language learning. Skehan (1991)
characterized language learning as a result of the characteristics of learners (desire, motivation,
intelligence, personality, and age) and their learning strategies and styles. At this point, while the
language learning process proceeds instinctively for the first language, it proceeds differently for the
second language. This is because the willingness of second language learners, their personalities, and
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why they want to learn (motivation) directly affect the process. On the other hand, which strategies and
styles are suitable for individuals in language learning is also an important point. Also, the culture in
which the second language is learned is also one of the important variables in the process. Because
culture has an active influence on language, and language is a key tool in cultural transmission.

It is an undeniable fact that language and culture are mutually communicative and part of each other
(Baskin, 2018). Therefore, for immigrants to adapt to the countries they go to, they need to learn the
language as well as their culture. When considered in this way, second language teaching can be defined
as a challenging process. The process of teaching Turkish to foreigners is also a process that includes
different practices and some difficulties. In teaching Turkish as a second language, both learners and
teachers may encounter different difficulties in the process. These difficulties in teaching Turkish as a
second language may arise from students, teachers, materials, and Turkish teaching programs. In
addition, differences in school types (international, bilingual schools, etc.) and differences in the
students and families attending these schools can also cause problems in teaching Turkish as a second
language (Brown, 2023; Sabirova & Khanipova, 2019). To eliminate the problems experienced and to
make Turkish language teaching qualified, the problems should be identified well and studies should be
carried out for their solution after the problem is identified.

In the current study, it is aimed to determine the problems faced by immigrant students studying in
different school types during the Turkish language learning process. When the studies on teaching
Turkish as a second language are examined, it is seen that they are carried out by the qualitative approach
and only for one situation (Giingdr, 2015; Khomeniuk, 2020; Cigerci & Giingdr, 2016; Cigerci &
Yildirim, 2020) in addition to a survey study to identify problems (Alan, 2021; Durmus, 2013; Er, Biger,
& Bozkirli, 2012; Erol, Erdem & Akkaya, 2019). This study focuses on three different situations under
the title of teaching Turkish to foreigners, not on a single situation in the literature. In the study, the
problems of refugee students studying in public schools, international schools, and bilingual schools in
the process of learning Turkish as a second language were determined as the focal point. In determining
this aim, it was aimed to present different perspectives on teaching Turkish as a second language instead
of a single focal point. In addition, it also aimed to deepen the study by determining the problems
experienced in teaching Turkish as a second language by different nationalities instead of only one
nationality group. Therefore, it is considered important to examine both the problems encountered by
students of different nationalities in teaching Turkish as a second language and the problems experienced
in different teaching environments together. It is considered important to reveal the problems caused by
these differences in teaching Turkish as a second language to look at this field as a whole. In addition,
it is thought that this situation will benefit researchers, program makers, and practitioners working on
teaching Turkish as a second language. In the current research conducted in this direction, answers to
the following questions were sought:

1. How do school types (international, bilingual, and public schools) affect teaching Turkish as a
second language?

2. What are the problems in teaching Turkish to foreign students studying in bilingual primary
schools in Tiirkiye?

3. What are the problems in teaching Turkish to foreign students studying in international schools
in Tirkiye?

4. What are the problems in teaching Turkish to foreign students studying in public schools in
Tiirkiye?

Method

This study aims to determine which problems foreign students studying at the primary school level
in Tiirkiye and their teachers experience in the process of teaching Turkish. In this context, the research
was conducted in a case study design, one of the qualitative research methods. A case study is a type of
study that examines one or more limited events in depth (Creswell, 2007). On the other hand, in this
study, since more than one case (bilingual, international, and public schools) but a situation (Turkish
language teaching) that can be holistic in itself is analyzed, it is suitable for holistic multiple case study,
one of the case study types.

Qnternational gPrimary fducational (Research Journal

24



2024, 8(1): 22-39 Ozge GUNES SEVKEN, Hiiseyin ANILAN, Mehmet Arif BOZAN

Study Group

In the current study, the maximum diversity method was preferred when determining the study group.
In the maximum diversity sampling method, the people to be included in the study group are aimed to
create diversity by the research purpose (Yildirim, & Simsek, 2013). Therefore, different school types
were taken into consideration when determining the schools, and different professional seniority was
taken into consideration when determining the teachers. In terms of students, the selection was based on
the fact that they were from different nationalities. As a result, 19 teachers and 29 students were studied
in this research. Information about the teachers in the study group is presented in Table 1.

Table 1. Demographic information about the teachers

School type Gender Age Department Seniority in the organisation  Seniority
Female 26 Primary school teacher 3 years 4 years
. Male 44 Turkish teacher 13 years 21 years
International School Female 34  Primary school teacher 2 years 4 years
Female 44  Turkish teacher 2 years 21 years
Female 43 Primary school teacher 3 months 18 years
Female 27 Primary school teacher 3 years 4 years
Female 38 Primary school teacher 1 year 10 years
Female 27 Primary school teacher 1 year 5 years
Bilingual School Male 36 Primary school teacher 2 years 10 years
Female 28 Primary school teacher 1 year 5 years
Female 29 Primary school teacher 4 years 5 years
Female 44 Primary school teacher 11 years 19 years
Female 28 Primary school teacher 2 years 3 years
Female 28 Primary school teacher 5 years 5 years
Female 50  Primary school teacher 17 years 25 years
) Male 29 Primary school teacher 2 years 7 years
Public School Female 39 Primary school teacher 10 years 15 years
Female 53 Primary school teacher 13 years 24 years
Female 43 Primary school teacher 18 years 20 years

When Table 1 is analyzed, the majority of the participants are primary school teachers. The average
professional seniority of teachers working in international schools is 12.5 years. The average seniority
of teachers working in bilingual schools is 9 years. The average seniority of teachers working in
bilingual schools is 8,7 years. The average seniority of teachers working in public schools is 16 years.
In terms of gender, the number of women in the study group is 16 and the number of men is 3.

Data Collection Tools

Teacher’s and student’s semi-structured interview forms and observation forms were used as data
collection tools in the study. While preparing the teacher’s semi-structured interview form, a draft form
was created. It was created by examining the forms prepared in qualitative studies in the literature and
the problems arising in quantitative studies. The form was sent to two field experts and two teachers and
expert opinion was taken. After the feedback from the experts, one question was removed and two
questions were edited. The form consisting of 9 questions was finally shown to an expert in terms of
language. In the teacher interview form, questions such as how the language teaching process is, how
the effects of the student, the program, and the teacher on the process were tried to be examined.
Similarly, the student semi-structured interview form was prepared after 3 questions were removed and
3 questions were edited after the expert opinions. The student’s semi-structured interview form also
consists of 9 questions. In the student’s interview form, questions such as how the language learning
process continues, which skills he develops more easily in terms of Turkish, and which skills he has
difficulty in were tried to be examined.
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The observation form was created to collect observation data during the observation of teachers and
students in the natural environment during Turkish language teaching. While creating the observation
form, items were written under the headings of teacher and student behaviors. For example, under the
heading of teacher, it was observed that the lessons were understandable and that the teacher involved
the students in the process. The researchers aimed to support and compare the data obtained from the
interview forms with the observation data. The first researcher, who made observations, identified the
problems in teaching Turkish to foreigners by conducting a literature review and collected data by
paying attention to these points during the observation. Under the student heading, items such as
students' use of Turkish skills, their reactions to instructions, their use of Turkish outside the classroom,
and their communication with native Turkish speakers were observed.

Data Collection and Analysis

After the development of the data collection tools, necessary permissions were obtained. The 1st
researcher made 106 minutes of observation in a public school, 210 minutes in an international school,
and 135 minutes in a bilingual school. In addition, interviews were conducted with teachers and students
in the schools. Information about the interviews is presented in Table 2.

Table 2. Information on interviews

Date Event Duration
02.10.2019- 14.10.2019 Public school teacher interview 146 min
15.10.2019- 19.02.2020 Public school student interview 138 min
08.11.2019- 05.02.2020 International school student interview 196 min
01.10.2019- 05.02.2020 International school student interview 176 min
25.10.2019- 02.01.2020 Bilingual school student interview 125 min
09.10.2019- 26.02.2020 Bilingual school teacher interview 116 min
19.02.2020 Public school observation 106 min
22.01.2020 International school observation 210 min
12.02.2020 Bilingual school observation 135 min

The interviews were audio-recorded after obtaining the permission of the participants. Then, the
voice recordings were transcribed. The data obtained were analyzed by content analysis method. Content
analysis consists of coding the data, finding themes, and interpreting the findings (Yildirim & Simsek,
2013). In the research, research questions were determined as the unit of analysis. For example, under
the theme of problems encountered by foreign students studying in bilingual schools in Turkish language
learning, the code of mother tongue target language difference was reached and from this code, the
category of causes of problems in Turkish learning was reached. After the analysis, direct quotations
from the participants were given while presenting the findings. While presenting the quotations from
the participants, teachers working in bilingual schools were named C1, C2,...; students were named CS1,
CS2...; teachers working in international schools were named 11, 12,...; students were named 1S1, I1S2...;
teachers working in public schools were named as P1, P2,...; students were named as PS1, PS2...

Validity and Reliability

Several procedures were followed to ensure the validity and reliability of the research. One of the
factors that threaten validity and reliability in qualitative research is sample size. Since there is no
specific criterion in qualitative research, this may pose a problem (Creswell, 2007). In the current study,
the data collection process was terminated when data saturation occurred, that is, when the data collected
from the participants became repetitive. One of the factors that threaten validity and reliability in
qualitative research may be the subjective interpretations of the researchers. In this context reliability
was tried to be ensured by obtaining participant confirmation (Fraenkel et al. 2012,). For the research
results to be generalizable, the process and participants were explained in detail. Thus, external validity
was tried to be ensured (Biiyiikoztiirk et al. 2019). Finally, the researcher triangulation method was used
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to ensure reliability. In this way, researcher bias, which threatens qualitative research, was tried to be
eliminated. Multiple perspectives are provided by using more than one data collection tool (Neuman,
2014). In this study, both observation form and interview form were used. Thus, more generalizable data

were tried to be obtained.

Findings

The findings obtained in the study are presented according to the research questions. In this context,
the problems encountered in teaching Turkish as a second language in bilingual schools, then in
international schools, and finally in public schools are presented. Categories and codes related to 3

themes are presented in Table 3.

Table 3. Themes, categories and codes

Themes Categories Codes
Problems in Teaching Turkish to Causes of problems in Turkish Mother tongue target language
Foreigners in Bilingual Primary learning difference

Schools in Tiirkiye

School program

Learning more than one language
at the same time

The importance given to Turkish

Turkish vocabulary

Environmental factors

Problems arising from not being
able to learn Turkish

Communication problem

Adaptation problem

Problems Experienced in Teaching
Turkish to Foreigners in
International Primary Schools in
Tirkiye

Causes of problems in Turkish
learning

Mother tongue target language
difference

Environmental factors

Lack of materials and programs

Motivation 27

Turkish vocabulary

Problems arising from not being
able to learn Turkish

Adaptation problem

Problems Experienced in Teaching
Turkish to Foreigners in Public
Schools (Where Refugee Students

Causes of problems in Turkish
learning

Mother tongue target language
difference

Psychological reasons

Fear of assimilation
Lack of materials
Adaptation problem
Communication problem

are Intensive)

Problems arising from not being
able to learn Turkish

Findings on the Problems in Teaching Turkish to Foreigners in Bilingual Primary Schools in
Tiirkiye

The themes obtained from the data obtained from the observations and interviews regarding Turkish
language teaching in bilingual schools are adaptation problems, mother tongue, communucation,
enviromental causes, Turkish vocabulary konowledge, importance given to Turkish, multilingual
teaching, and programme.

When the data obtained from interviews with teachers and students and classroom observations were
analyzed, it was found that it took a long time for foreign students to adapt to the class. The fact that
Turkish students did not take steps to integrate foreign students and that foreign students enrolled after
the school started were found to be effective in the emergence of this situation. The views of C6 reveal
this situation.

“It takes time for foreign students and Turkish students 10 integrate, there are polarisations
from time to time. Turkish students expect the first step from others, and foreign students can be
excluded because they join the school later.”

From the statements of C7, it can be concluded that the fact that there are many native Turkish
speakers in the classes makes it difficult for foreign students to adapt to the environment because they
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do not speak Turkish at the beginning. In addition to this, it is seen that foreign students cannot
communicate with other people in the school (cleaning staff, etc.) because they do not speak Turkish.

“When Turkish students are predominant in the classroom, they have difficulties in getting used
to the environment and creating a social environment... They also have language barriers with
other people working at the school.”

In the students' statements about this situation, it is seen that they are anxious because they do not
know Turkish sufficiently and they cannot communicate with their peers. This situation naturally causes
foreign students to communicate with other foreign students. In addition, it is seen that they do not have
an environment where they can speak Turkish outside the school. As a result, it can be said that
immigrant students do not have an environment where they can speak Turkish outside the school and
they cannot practice Turkish sufficiently and this situation creates an adaptation problem for them.

“I am not happy to talk to them because I cannot understand their language, it is very difficult.”
CS2

“I only have friends at school, so | am not happy. | cannot speak Turkish and therefore I find it
difficult to make friends.” CS8

The adaptation problem arising from the students' not speaking Turkish is also included in the
researcher's observation notes. It is seen that students who cannot speak Turkish are excluded by other
students.

“Students who do not speak Turkish can be excluded or have adaptation problems. For example,
they don't let them games, or interaction in the classroom only happens when they have to.”
(Researcher observation notes 12.02.2020)

As can be seen from the teachers' opinions and the researcher's observations, it is understood that
students who are proficient in only one of the two different languages have communication problems.
Naturally, it seems inevitable that individuals who do not know each other's mother tongues or who are
not proficient in the language they will use together will experience this problem. This means that as a
second language, it can negatively affect the teaching of Turkish.

Teachers expressed a number of opinions about the students' not knowing Turkish and making it
difficult. Firstly, the teacher's statements show that the alphabet differences between the students' mother
tongue and Turkish make it difficult for them to learn Turkish as a second language and that students
have problems vocalizing letters that are not in their mother tongue. As a natural consequence of these
differences between the target language and the native language alphabets, it slows down the learning
of Turkish as a second language.

“At first, the Turkish alphabet and pronunciation were very difficult for them. They have
difficulty in understanding the use of tenses...” C6

“The first problem I have while teaching Turkish is that the sounds are different. The equivalent
of the letter in their mother tongue and the sound in Turkish create confusion. There is a delay
in progressing at the same level with Turkish students.” C7

Student opinions also support the difficulties arising from the difference in alphabets. For example,
CO2 mentioned the reading skill by saying “Reading is a big problem for me.”, CS5 stated that while
he could write easily in his mother tongue, he had difficulty in Turkish with the following statements.

bl

“Turkish is a difficult language, so is writing because I write in Persian...’

It is seen that similar language structures are important in teaching Turkish as a second language and
student characteristics are effective. While the presence of similar words between the mother tongue
and Turkish facilitates the process, the presence of differences makes the process difficult. On the other
hand, students' characteristics also affect this process. It was determined that the student's discipline and
willingness to learn Turkish facilitated the process. On the contrary, the fact that the student is not willing
to learn and does not have sufficient motivation towards Turkish has emerged as a factor that makes the
process difficult. Therefore, it can be said that student profiles and mother tongues are effective in
Turkish language learning.
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“I will describe the general student profile. So far I have had 6 Korean, 1 Azeri, 1 Kazakh, 2
African, 2 French, 1 Indian, 1 American, 1 Czech, and 1 Russian students. Korean students are
very used to listening and discipline, they are determined and want to learn and speak Turkish.
The French are the same. The French learn very easily. Because some of our words are similar
to each other, they understand easily. My African students had great difficulty in pronunciation.
My Azerbaijani student understood and spoke Turkish in 5 months even though his sentence
structure was not complete. My student from Kazakhstan was withdrawn and was not very
enthusiastic about learning Turkish because they were going to move after 6 months. My Indian
student's pronunciation and comprehension level was good. This was because he was making a
lot of effort, working hard and his family supported him.” C4

Another statement that supports the effect of the mother tongue on Turkish language learning was
given by C2. C2 stated that a Korean citizen student of his was successful in reading and writing skills
in Turkish, but had difficulty in speaking skills.

“For example, | have a Korean student. He is very successful in reading and writing, but he has
difficulty in pronunciation.”

Korean student CS6 also supported his teacher and stated that even if he spoke Turkish, he could not
be understood due to the reasons arising from the mother tongue of the people in front of him.

“.. I don't speak Turkish at all, I can't speak when I go to the supermarket. When [ speak
Turkish, they don't understand me.”

According to the statements of teachers and students, it can be said that students' different mother
tongues show differences in Turkish language learning. For example, it is seen that Azerbaijani students
are more advantageous. This may be because Azeri Turkish is a dialect of Turkish and has the same
origin. On the other hand, although Turkish and Korean are in the same language family, the fact that
Korean students' native language pronunciation or the alphabet difference in their native language is
different from Turkish shows that students have difficulty and pushes them to think that they are not
understood.

The lack of importance attached to Turkish lessons is another problem experienced in bilingual
schools. In the interviews, it is seen that school administrations do not attach importance to Turkish
language teaching in bilingual schools. It has been determined that Turkish language teaching in
bilingual schools is carried out in a limited time and in addition to this, a suitable classroom environment
is not provided.

“Students are taught Turkish during breaks, but it is not a quality education. We do not have
enough space, we do it in the music room. There should be a Turkish class like the English
class.”

C4 stated that the reason why bilingual schools do not attach importance to Turkish teaching is that
they give more importance to English in line with their student profiles and goals. This approach of the
school administration is reflected in the students and their families.

“I think bilingual schools do not care about Turkish. They aim to give English-orientated
lessons like international schools. They value foreign teachers more. This is reflected in families
and students.”

Similar statements were also made in the interview with C8. It is seen that the school administration
gives less importance to Turkish teaching compared to English teaching, therefore, they do not provide
a suitable environment for teaching and do not support the teachers in terms of materials. It can be said
that this situation negatively affects the teaching of Turkish as a second language.

“The most important problem is that they do not care as much as English. There should be
resource scanning, there should be a Turkish room, there should be listening devices, tape
recorders, computers, personal computers, or personal tablets in the Turkish room, and the
environment should be ready for listening, writing, and reading. The attitude of administrators
and school founders, environment, family, resources, technology...”
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As can be seen in the teachers' statements, the neglect of Turkish has a negative impact on Turkish
language teaching, which in turn has a negative impact on students, teachers and even parents. In the
data obtained from the interviews, it was stated that in bilingual schools, students do not feel the need
to learn Turkish, do not attach the necessary importance to it and do not have interest and motivation in
Turkish for reasons such as thinking that they will not stay in Turkey for a long time or that their families
come to Turkey due to compulsory situations.

This negative attitude of the school administrations towards Turkish language teaching is reflected
in the families. It has been determined that the families of the students demand from the teachers that
their children should not be forced to learn Turkish. Since this demand of the parents is reflected in their
children, students cannot provide sufficient motivation for learning Turkish.

“We do not force upon the request of the parents. Also, since it is said that students learn when
they want to learn and learn over time, students prefer to speak English. ”C2

Another finding is that students who do not have sufficient motivation for Turkish language learning
cannot focus on the lesson and therefore disrupt the classroom management of the teachers. It was stated
that this situation makes the process of teaching Turkish difficult and children who want to learn Turkish
may be negatively affected.

“Although it is rare, if there is no family predisposition or curiosity because it is not their own
choice to be in Tiirkiye, there may be a lack of concentration in the lesson. This situation can
disrupt the lesson organization. ” C7

In the interviews with the students, sentences expressing why they are not motivated to learn Turkish.
As an example of this situation, the fact that the students will soon move to another country negatively
affects their motivation towards Turkish.

“I am not learning Turkish because I am going to another country.”

In the data obtained from the interviews, it is seen that learning more than one language at the same
time and the differences arising from the sounds cause difficulties in comprehension and speaking.
Regarding this situation, C2 stated that a student whose mother tongue is Russian had problems
vocalizing the letters correctly due to learning English and Turkish at the same time.

“He speaks Russian and tries to learn Turkish and English at the same time. When he hears
Turkish, he understands but does not react. He does not know the meaning of the words and
confuses Turkish and English. For example, he calls the letter 'E''I'.”

It was also stated by the students that learning more than one language at the same time posed a
problem. For example, CS4 stated that the different sentence formations in Turkish and English posed
a problem for him.

“.. I liked English and Turkish, but it was very difficult at first. I had difficulty because the
sentence formation in English and Turkish are very different from each other.”

Based on the statements of teachers and students, it can be said that learning more than one language
affects each other negatively, especially due to the differences between the target languages and the
mother tongue. Another problem encountered in bilingual schools is the inadequacy of students' Turkish
vocabulary knowledge. It has been observed that students do not attach importance to Turkish for
different reasons (motivation, family perspective, etc.). As a natural consequence of this situation, their
Turkish vocabulary knowledge is insufficient. Regarding this situation, C5 stated that even if students
acquire Turkish reading and writing skills, they have problems with speaking skills due to insufficient
vocabulary knowledge.

“Even if students learn to read and write, they may have problems with word meanings and
speaking. If they are in a mixed class, they may lag behind others.”

As a matter of fact, both in the interviews with the teachers and in the interviews with the students,
it was stated that Turkish vocabulary knowledge is important in terms of language skills and that this
situation is important in terms of communicating with their environment in Turkish:
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“When he hears Turkish, he understands but does not react. He doesn't know the meaning of
the words. ” C2

“Vocabulary knowledge is a bit difficult for me. I try to learn new words.” CS7

As reflected in teacher and student statements, vocabulary is extremely important in the use of a
language. Because vocabulary is one of the main factors in both meaning and comprehension. For this
reason, students who are rich in Turkish vocabulary have relatively less difficulty in learning Turkish,
while students who are deficient in Turkish vocabulary have more difficulty.

Another problem in bilingual schools is the lack of a program for teaching Turkish as a second
language. The Turkish language knowledge of students with different mother tongues is not equal.
According to the findings obtained from the interviews and observations, teachers do not know how to
intervene in level differences. The fact that the school program did not provide a plan to overcome level
differences hurt Turkish language teaching. The views of C4 reveal this situation.

“.. I think a different curriculum is needed for them. Both Turkish language teaching and a
normal curriculum where they can learn with their peers, such as teaching reading and writing.
There is such a system in English. There are English as a Second Language courses, which
consist of speaking, grammar, learning by listening, reading-writing, and vocabulary teaching
for new learners of English. When a student does not speak English, he/she does not attend full-
time English classes. For example, if there are 8 hours of English lessons, four of them are ESL
lessons. They have the opportunity to use the new information they learned in ESL in their
regular English classes. We do not have such a system. Therefore, we do not know what to teach
or where to start.”

It is understood that immigrant students studying in bilingual schools do not have an environment
where they can actively use Turkish. According to the data obtained from the interviews, it is seen that
the fact that the students are not exposed to speaking Turkish and that they do not have an environment
to speak Turkish hurts Turkish language teaching. C2's views on this issue reveal the situation;

“Since they are in environments where no Turkish is spoken, they have difficulty in recognizing
letters, memorizing words, and using them in sentences. They do many things at the same time,
which makes them feel that they have to use the English language to join their peers socially.”

The importance of being able to communicate with the environment in the target language is also
seen in the interviews with the students. Some of the students prefer to speak English because they do
not speak Turkish and they acquire an environment for this purpose. For this reason, students cannot
realize their language development because they are not exposed to Turkish.

“Only language is a problem. In the beginning, 1 was speaking only English, but the Turks did
not understand me at all. Now we have a few neighbors. I can talk to them.” CS4

It is seen that students do not attach importance to Turkish and do not speak Turkish outside the
school. This situation is one of the reasons why students' Turkish skills do not develop.

“Students never speak Turkish at home... The teacher has difficulty in class control because
they do not speak Turkish.” (Researcher Observation 12.02.2020).

Findings on the Problems Experienced in Teaching Turkish to Foreigners in International
Primary Schools in Tiirkiye

The themes obtained according to the data obtained from interviews with teachers and students in
international primary schools and researcher observations are mother tongue, enviromental causes,
adaptation, material and programme, motivation, Turkish word knowledge. Due to the difference
between Turkish and students' mother tongue, it was stated that students had difficulties in reading,
comprehension skills, and grammar while learning Turkish. Regarding this situation, 11 stated that the
students' comprehension skills were not at a sufficient level and they could not understand the
instructions in Turkish.

"Their reading comprehension level is quite low, they cannot understand the instructions."
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14 emphasized that especially European students had serious problems in learning Turkish due to the
different syntactic structure of Turkish and the syntactic structure of their mother tongue.

"The most intense problem for European students is that the syntactic structure is opposed to
their language. Turkish is an agglutinative language and it is difficult to keep a lot of suffixes
in their minds."

The students also indicated the issues they had difficulty with by stating the differences between their
mother tongue and Turkish. For example, IS1 stated that he had difficulty in grammar by saying "Yes,
it is very difficult to understand grammar", while 1S2 stated that he had problems in comprehension
skills by saying "...we learned fast but | don't understand that fast". I1S6 expressed the problem in
speaking and listening skills as follows;

"l struggle with speaking Turkish and comprehending Turkish sound (listening)."

As it is understood from the teacher and student statements given above and the researcher's
observation notes, students' comprehension and understanding especially due to their different mother
tongues. It is seen that they have problems with grammar.

Another important problem experienced in international schools is the lack of environments where
students can use Turkish outside the school. According to the data obtained from the interviews, the fact
that students are not exposed to Turkish and do not speak Turkish in the environment they live in makes
it difficult for them to teach Turkish. Teacher 14's views reveal this situation:

"...Lack of environments that will enable students to use the knowledge they have acquired
outside the school/course. The practice is limited to class hours."

Teacher 11 emphasized that families cannot support their children because they do not speak Turkish,
so this situation poses a problem.

"There is a reading comprehension problem because they do not speak and read Turkish at
home. | try to encourage reading with the family, but the family does not speak Turkish either."

As it is understood from the teachers' opinions, not using Turkish in out-of-school environments and
in daily life, and the lack of support from the family and the immediate environment in this regard make
Turkish teaching difficult. Because the reinforcement of the teaching of a language depends on the use
of what is learned in daily life and the transfer of what is learned in daily life to the learning and teaching
environment. Unfortunately, this situation cannot be realized for Turkish language teaching.

It is one of the findings that the adaptation problems experienced by the students prevent Turkish
language teaching. The data obtained from the interviews with teachers and students and the researcher's
observations revealed that some students could not adapt to the classroom environment because they did
not know Turkish. Turkish language knowledge and adaptation are in a mutual relationship. As the
students communicate with their peers, they will adapt, and as they adapt, their language skills will
improve through increased communication. Teacher 12's views on this issue reveal the situation;

"When they have difficulty in expressing themselves, they build a wall around themselves, they
are closed. It is necessary to touch them. They feel more comfortable with other Korean students.
They do not communicate much with Turkish students. Because Turkish students speak Turkish
among themselves. Both outside and inside the class... There may be some grouping in this
regard from time to time."

The same situation was expressed in the researcher's observation notes as a new student not being
able to communicate with the teacher due to not knowing the language.

"...a new student came. Since the student does not know Turkish and English, the teacher has
difficulty in communicating..." (Researcher Observation 05.02.2020).

As it is understood from teacher and student opinions and researcher observations, students' inability
to use Turkish effectively creates adaptation problems and this makes teaching Turkish difficult.

Qnternational gPrimary fducational (Research Journal

32



2024, 8(1): 22-39 Ozge GUNES SEVKEN, Hiiseyin ANILAN, Mehmet Arif BOZAN

One of the other problems experienced in international schools is the lack of materials. It was
observed that teachers could not find suitable books. On the other hand, some teachers stated that they
had difficulty in teaching Turkish due to the lack of classrooms. The views of 11 reveal this situation;

""Since the program and textbooks are not written for children who do not speak Turkish, their
use is not effective."

The lack of a common program and textbook for teaching Turkish to foreigners at the primary school
level not only causes differences in practice but also leads to questioning the quality of the content
designed. Teachers try to fill this gap with the materials they find on the internet. 12's views reveal this
situation.

"We develop the program and textbooks completely by ourselves. We do not have a ready
source. We come to the classroom with equipment completely orientated to the student's requests
and needs. We prepare this from the Internet or ourselves. We make our preparations
accordingly. We do not have a definite method."

The fact that administrators in international schools do not support Turkish language teaching
sufficiently has a direct negative impact on the process. Failure to create a suitable environment for
teaching Turkish to teachers and lack of material support negatively affect the process. The views of 14
reveal this situation.

"The fact that the Turkish lesson does not have its own classroom and visual materials are not
exhibited in the classroom environment prevents it. Maybe if we had a classroom of our own,
we could equip the classroom with as many materials as possible and address the students
more."

In the researcher's observation notes, it is stated that the materials in teaching Turkish to foreigners
are not at a sufficient level and that this situation is a general deficiency, not a school deficiency, with
the following statements:

" ...sometimes it can be difficult because there is a lack of visual, audio-visual materials and
materials, not because of the school budget, but because they have difficulty in finding them
because they are not on the market..." (Researcher Observation 22.01.2020)

In the data obtained from the interviews, it was determined that the student's motivation towards
learning Turkish was low because they had the idea of staying in Tiirkiye temporarily. Teacher 12's
views reveal this situation;

"Since Turkish is not very necessary for them now (this is the case for our students), most of
them come here for 3-4 years and then they go back because of their families' jobs. In this 3-4
year period, there is not enough motivation towards Turkish language."

Another problem is that students have difficulty in vocabulary knowledge in Turkish language
learning. As an example of this situation, 1S3 stated the following:

"I have never learned Turkish before, so | have problems in speaking correctly and vocabulary."
IS5 also supported this situation by stating that he had difficulty in vocabulary learning.

"There is not much difficulty in learning Turkish, maybe I can say that it is only difficult to
memorize words."

As reflected in teacher and student opinions, difficulties in learning vocabulary is one of the serious
problems experienced by students in international schools. It is seen that students have problems
especially in acquiring vocabulary.

Findings regarding the Problems Experienced in Teaching Turkish to Foreigners in Public Schools (Where
Refugee Students are Intensive)

As a result of the analysis of the data obtained, the themes related to the problems encountered in
teaching Turkish as a second language in public schools where refugees are mother tongue,
psychological reasons, assimilation, material, communucation, adaptation. One of the important
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problems that make Turkish teaching difficult in public schools where Syrian refugee students are
concentrated is the adaptation problems experienced by the students. In the data obtained from the
interviews with the teachers, it was stated that Syrian students have difficulties in terms of adaptation
and this situation reflects negatively on Turkish language teaching. Teacher P4's statements reflect this
situation:

"When they are from different nationalities, they look at each other with prejudice. In addition,
of course, what is spoken at home affects children's attitudes negatively. They show an
accusatory attitude. They behave as if they are together because they are obliged to be."

Similarly, P5 emphasised that students of the same nationality spend time with each other and do not
interact much with students of other nationalities.

""Students of the same nationality group together. They help each other, they are more hesitant
with those who are different.”

P6 stated that the grouping formed among the students can sometimes lead to physical violence.
"Sometimes Syrians group in the garden and fight with other students."

As seen in the teacher statements, there are problems of adaptation between Turkish and Syrian
students, and even groupings may occur from time to time and they may marginalize others. This makes
teaching Turkish difficult. Another finding obtained is that Syrian students experience adaptation and
communication problems due to not learning Turkish. Teacher P6's views are reflective of this situation;

"Language and behavior problems. They do not understand what is said. They should learn the
language first"

P4 attributes Syrian students' not learning Turkish to the fact that they do not speak Turkish in their
lives outside of school.

"Continuing to speak Arabic in the family makes language adaptation difficult.”

In the researcher's observation form, it was stated that there was a language-based communication
problem between the teacher and the student and that these students made classroom management
difficult.

"Some of the students do not understand the teacher. They give very different answers to the
teacher's questions or interrupt the lesson by not listening to the teacher..." (Research
Observation 19.02.2020).

P3 and P1 think that one of the biggest obstacles for Syrian students to learn Turkish is the family.
The indifference of families and their belief that their children will be assimilated are the issues
emphasized by the teachers as a barrier to Turkish language learning. As a solution to this situation, it
was stated that school-family communication should be strengthened.

"Language problems, inability to communicate, difficulty in learning, the problem of adaptation
to the environment, fighting with friends, violence, exclusion in the neighborhood, being
despised, family problems, indifference towards the child... Families' fear of their children being
assimilated." P3

"The most intense problem is the language problem, which stands in the way of all integration.
The family's lack of interest in the child and the fear of the child's assimilation makes the child
more closed. To solve it, school-family communication should be well established and different
techniques should be tried for language teaching.” P1

Another problem faced by teachers is the lack of materials. In the data obtained from the interviews
with the teachers, it was stated that there were deficiencies in terms of books and materials and this
situation negatively affected Turkish teaching. The views of P1 reveal this situation:

"There is a lack of materials to be used in classroom activities."
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P3 stated that there are no books for primary school students, the books prepared are for adults and
suitable for Al level and it is difficult for children to use these books without knowing how to read and
write.

"There is a lack of materials to be used in classroom activities... Since the textbooks are
prepared for Al level, reading and writing activities are not included. They have difficulty in
Al level studies without reading and writing."

P4, on the other hand, saw the lack of a curriculum as a more serious problem than textbooks and
used the following statement

"l think textbooks are a problem in itself, it doesn't matter which nationality the children are
from, it doesn't matter if there are no textbooks, it is enough to have a program.”

As can be seen from the statements reflected in the teachers' opinions, there is no specific program
for teaching Turkish in public schools where Syrian refugee students are concentrated, and there are no
student and teacher books and course materials that can be used for the same purpose. This negatively
impacts Turkish language teaching. According to the opinions of the teachers, refugee students have
difficulty in making sounds and pronunciation of Turkish words due to the alphabet difference in their
mother tongue. Teacher P1's views are as follows:

"Students have difficulty in Turkish letters after Arabic letters because there are no letters 6 o
ti u in Arabic, so they have difficulty in making those letters."

According to the data obtained from the teachers, the reason why students who have experienced war
and who have come to a different country as refugees cannot learn Turkish is their mood. The views of
P1 reveal this situation.

"They tend towards violence because of their traumas. This prevents them from communicating
and adapting to the environment.” P1

Similarly, P3 emphasized that Syrian students came to Tiirkiye due to an event such as war and this
situation created a shock in the students, pushed them to be prone to violence, and that the students
needed love very much.

"These students in our school have experienced great traumas because they have fled from the
war in Syria, fear and violence are the main ones, so we are faced with students who are prone
to violence, have a high sense of exclusion, and are hungry for love."

Regarding these problems experienced by the students, the researcher stated in the observation notes
that the students reacted differently to the loud noise in the classroom while interviewing the students.

"During the interview, the door of the classroom slammed due to the wind, there was a loud
noise and the student interrupted the interview and started running." (Researcher observation
19.02.2020)

Although interviews were also conducted with the students about the problems experienced by the
students in the research, qualified data could not be obtained from these interviews and therefore the
findings could not be shared. While the findings obtained from the observations and teachers show that
the students cannot learn enough, the findings obtained from the students say the opposite. The views
of student PS1 reveal this situation.

“I know Turkish, but I had some difficulty when [ first came to school when I did not speak
Turkish, but it was easier when I learned Turkish.”

Conclusuion, Discussion and Suggestions

In this study, problems related to teaching Turkish to foreigners in three different types of schools
were analyzed. In light of the findings obtained from the data collected for this purpose, it was concluded
that teachers teaching Turkish to foreigners in three different schools experienced a lack of materials. It
was observed that especially the textbooks used in teaching Turkish as a second language were
inadequate. The fact that the textbooks are not suitable for the primary school level and focus only on
certain skills are important reasons for the problem of inadequacy. It was determined that this
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inadequacy in textbooks negatively affected the teaching process. As a matter of fact, in the research
conducted by Candas Karababa (2009), it was stated that the books used in the process of teaching
Turkish to foreigners are not suitable for the level of the students and do not meet the needs of the
students, so there is a deficiency in terms of textbooks. Similarly, Ozdemir (2013) stated that the
language used in the content of the textbooks used in teaching Turkish to foreigners is far from the
Turkish used in daily life and that the books prepared at the university level are used in primary school
because there are no books at the primary school level. It is seen that the books used in teaching Turkish
to foreigners are suitable for adult levels and not for children (Dilber, 2018). In addition to the books, it
was stated that the other materials used were insufficient in terms of content and that some materials
were not available at all (Alan, 2021). On the other hand, Geggel and Peker (2020) stated that digital
tools are not sufficient for teaching Turkish to foreigners. However, for children to adapt to the class or
school they are studying in, materials that will support their language learning should be designed
considering their level. Especially at the primary school level, the materials to be prepared for teaching
Turkish to foreigners should have content that can attract their attention and have fun while learning. As
a result, this deficiency in the field of teaching Turkish to foreigners at the primary school level may
negatively affect both the teaching process of teachers and the learning process of students.

Another result of the present study is that the mother tongue affects both learning speed and Turkish
learning in teaching Turkish as a second language. It was observed that students with similarities
between their mother tongue and Turkish learn Turkish more easily. However, it was concluded that
students with differences between their mother tongue and Turkish (for example, the alphabet) had
difficulty in speaking skills. For example, Sengiil (2014) stated that letters such as g, j, s, ¢ in Turkish
do not exist in many languages and therefore, they have problems in learning and vocalizing the letters.
When the literature is examined, it is seen that the similarities between the mother tongue and the target
language facilitate the process of second language teaching, while the differences make the process more
difficult (Xu & Ding, 2010). Therefore, the mother tongue can be said to be an important variable for
learners of Turkish as a second language. In another study supporting this situation, it was stated that
students whose mother tongue is Arabic at the primary education level learn Turkish easily due to the
presence of common words in Arabic and Turkish (Ozg¢akmak, 2019). A comprehensive study was
conducted by Cetin (2020) on the problems arising from the mother tongue in teaching Turkish to
foreigners. It was stated in the study that students whose mother tongue is Arabic have problems with
round vowels, in the vocalization of letters such as p, ¢, and j, which are in Turkish but not in Arabic;
students whose mother tongue is Persian have problems in vocalizing the letters v, 6, i, and students
whose mother tongue is Korean have problems in vocalizing the letters "z, 1, 6, ii". As a result, the effects
of mother tongue on second language teaching can be high. Krashen (1981) defines this situation as not
being perceived as the native language overriding the target language but as the person returning to
his/her old knowledge due to not learning the target language sufficiently. Therefore, it may be useful
to teach by taking into consideration the mother tongue of the group being taught.

It is concluded that immigrant students cannot adapt to the region they live in because they cannot
learn Turkish at an adequate level. In the three different schools that were the focus of the research,
students could not communicate well with their peers and teachers because they did not know Turkish.
In support of this situation, it was observed that in the classroom where Syrian students were present,
students whose Turkish was sufficient communicated with their Turkish peers, while children whose
Turkish was not sufficient had problems (Tiirk et al., 2019). Indeed, Ana (2020) stated that it is difficult
for foreign students to adapt to Tiirkiye due to cultural and language differences. As a result, not learning
the target language in the destination country and cultural differences are important problems for foreign
students to adapt to the environment. At the same time, it can be said that adaptation and language
development have a linear relationship. Because the more they communicate in the target language, the
faster they will be able to learn that language and if language development is ensured, they will be able
to adapt to their environment faster.

As a common result of the students studying in three different schools, it was determined that they
do not use Turkish outside the school. The environment of the students outside their school life is such
that they do not need to speak Turkish. However, communicating in the target language is an important
part of the process of second language learning (Adams & Oliver, 2019). Unal and Demirtas (2019)
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stated that in teaching Turkish as a second language, the active use of Turkish, especially the active
speaking skill, is an important principle. In parallel to this situation, the families of some refugee
students attending public schools do not want their children to learn Turkish. It has been observed that
families are worried that their children will be assimilated when they learn Turkish. It can be said that
such attitudes of families reflect negatively on children. Because motivation is important in language
learning (Skehan, 1991). What will ensure the formation of intrinsic motivation in children is their
adaptation to the society they live in, and when this is not the case, children do not make much effort to
learn the language (Ramage, 1990). Therefore, some of the children in the study do not have intrinsic
motivation for learning Turkish. One of the most important reasons for this situation is the environment.
In summary, it is seen that the effect of environment on second language learning should not be ignored.

It was concluded that students studying in three different schools had problems in terms of both
Turkish grammar and vocabulary. Similarly, it was observed that the most difficult area for Ukrainian
university students learning Turkish was grammar (Sorokin & Timkova, 2019). Grammar should be
taught in a practical way rather than theoretically (Avci & Kiiciik, 2017). In this study, it was observed
that immigrant students had problems in communicating in Turkish due to a number of reasons
(environmental, program, etc.). This situation reveals that they cannot learn the grammar structure of
the target language practically. It has been stated that, therefore, when the students' problems of
communicating in the target language are eliminated, Turkish grammar can be taught more easily in a
practical way.

It is noteworthy that bilingual and international school administrators do not pay enough attention to
teaching Turkish as a second language and as a result, they do not support teachers sufficiently in this
sense. It has been observed that the school administrators, taking into account the fact that the families
of the students studying in these schools are temporarily in Tiirkiye or that they do not care about
Turkish, reflect this situation to the school and the process. As a different aspect to this situation, Y1lmaz
(2014), in his study on the concept of bilingualism for Turkish children studying in Germany, stated that
it is preferred for immigrant children to speak the official language in schools. Therefore, it may be
useful to encourage speaking Turkish in international and bilingual schools in Tiirkiye and to convey to
parents and students that this is important.

In conclusion, learners need meaningful input (listening and reading) in second language teaching
(Krashen, 1991). Meaningful input should be remarkable and comprehensible for the learner as well as
being in sufficient quantity (Krashen, 1987). In the three schools in the study, this situation cannot be
realised due to different reasons (school management and parent attitudes, environment, etc.). At this
point, it is important to motivate all stakeholders and encourage students to use Turkish by increasing
the quality of meaningful input. On the other hand, lack of materials is a common result across school
types. In this sense, stakeholders are expected to provide materials (textbooks, digital tools, etc.) for
teaching Turkish to foreigners in primary schools. Finally, it was concluded that teachers' competencies
for teaching Turkish as a second language should be supported. Teachers need to be supported in
preparing materials, recognizing differences (e.g. alphabet differences) and creating appropriate content.

In the light of these results and discussions, some suggestions are presented below.

» Teachers can carry out informative and motivational activities to inform parents and students
about why they should learn Turkish.

» Turkish as a second language curriculum can be prepared in accordance with the primary school
level.

 Digital tools for teaching Turkish as a second language at primary school level can be prepared.

» Teachers can be provided with professional development trainings on teaching Turkish as a
second language.

» Teachers can recognize the cultures of the students and enrich the lessons with their cultural
elements. In addition, they can say a few words or sentences from the mother tongue of immigrant
students to make them feel closer to them.

» School administrators can create Turkish classes in schools and support teachers with materials.

» School administrators can organize informative seminars for parents to support their children's
Turkish language learning.
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It has been observed that there is a lack of both programs and materials in teaching Turkish to
foreigners at the primary school level. Researchers or the ministry can prepare programs and
materials for the primary school level.

» Researchers can develop and implement solutions for the problems identified in this study or the
literature.
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Ozet: Matematik erken ¢ocukluk doneminden itibaren
cocuklarin hayatinda yer almaktadir. Cocuklar okul dncesi
egitim kurumuna baglamadan 6nce informal bi¢imde, bir
egitim kurumuna devam ederken formal bigimde
matematikle karsilasmaktadirlar. Cocuklarin
o6grenmelerinde yer alan matematik farkli aracilarla,
materyallerle ya da deneyimlerle ¢ocuklara sunulmaktadir.
Gliniimiizde ise gelisen teknoloji ile birlikte cocuklara
sunulan materyaller degigsmektedir. Egitsel amagli, uygun
senaryolara sahip ve dogru mesaj verebilen ¢izgi filmler de
birer Ogretim materyali olabilmektedir. Yapilan bu
calismada TRT Cocuk kanalinda yaymlanan Piril ¢izgi
filminin erken c¢ocukluk donemi matematik igerikleri
acisindan incelenmesi amaglanmistir. Caligmada dokiiman
incelemesi yapilmstir. Arastirmada ¢izgi filmde yer alan
matematiksel igerikler i¢in  arastirmaci tarafindan
olugturulmus  kontrol listesi kullanilmistir.  Kontrol
listesinde yer alan matematiksel kavram ve beceriler alan
yazin incelenerek belirlenmistir. Caligmada tiim boliimler
izlenmis, her sahnede goriilen matematiksel igerik kontrol
listesine isaretlenmis ve dogrulanmasi amaci baska bir
uzmandan ayni sahnelere iliskin incelemelerde bulunmasi
istenmistir. Nitel veri analiz programi ile kontrol listelerinde
ortaya ¢ikan kavram ve sozciikler tespit edilmistir. Cizgi
film matematik icerikli bir senaryoya sahiptir. Cizgi filmde
hem okul 6ncesi donemde olmasi gereken hem de ilkokul
birinci ve ikinci sinif diizeyine ait matematiksel kavram ve
becerilere  ait igerikler  goriilmiistir. ~ Matematik
iceriklerinden siklikla ritmik sayma becerisine yer verildigi
goriilmiistiir. Cizgi film icerisinde yer alan matematiksel
icerikler sarkilar ve gorsel 6geler ile desteklenmektedir.
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Abstract: Mathematics has been a part of children's lives
since early childhood. Children encounter mathematics
informally before starting preschool education and formally
while attending an educational institution. Mathematics,
which takes part in children's learning, is presented to
children through different mediators, materials or
experiences. Today, with the developing technology, the
materials presented to children are changing. Cartoons with
educational purposes, appropriate scenarios and the right
message can also be teaching materials. In this study, it was
aimed to examine the Piril cartoon broadcasted on TRT
Cocuk channel (The Turkish Radio and Television
Corporation - TRT; Turkish: Tirkiye Radyo ve Televizyon
Kurumu) in terms of early childhood mathematics content.
Document analysis was used in the study. In the study, a
checklist created by the researcher was used for the
mathematical content in the cartoon. The mathematical
concepts and skills in the checklist were determined by
reviewing the literature. In the study, all episodes were
watched, the mathematical content seen in each scene was
marked on the checklist, and another expert was asked to
examine the same scenes for verification. The concepts and
words that appeared in the checklists were identified with
the qualitative data analysis program. The cartoon has a
scenario with mathematics content. The cartoon contains
mathematical concepts and skills that belong to both the
preschool period and the first and second grade level of
primary school. It was seen that rhythmic counting skill was
frequently included in the mathematics content. The
mathematical content in the cartoon is supported by songs
and visual elements.
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Giris

Erken cocukluk dénemi, bireylerin tiim yasantilar1 boyunca &grenmeye, kesfetmeye ve merak
duymaya en fazla acik olduklari donemdir. Bu donem igerisinde cocuklarin farkli 6grenmeler
gergeklestirmeleri, merak duyduklari alanlara iliskin arastirmalarda bulunmalar1 ve siklikla soru
sormalar1 kaginilmazdir. Erken ¢cocukluk dénemi igerisinde cocuklar gelisimsel olarak bu ihtiyaclarinin
biitiinciil bir bicimde desteklenmesine ve karsilanmasina gereksinim duymaktadirlar (San Bayhan ve
Artan, 2007). Bu gelisim alanlarindan biri olan bilissel gelisim alani, diger gelisim alanlarin dolayli bir
bicimde etkilemektedir (Giiven, 2010; Ulag Taraf, 2011). Bu alanin desteklenmesinin farkli yollari
bulunmaktadir ve erken matematik egitimi de bu yollardan birisidir. Erken matematik egitimi ile
cocuklarn zihinsel siiregleri aktif hale gelir, cocuklar temel becerileri 6grenir, akademik olarak daha
yeterli ve etkili bir okul hayatina sahip olabilme imkani bulur ve matematige karsi olumlu bir tutum
gelistirirler (Bjorklund, vd., 2018; Newton ve Alexander, 2013).

Matematik erken ¢ocukluk doneminden itibaren ¢ocuklarin hayatlarinda yer almaktadir (Seker ve
Alisinanoglu, 2015). Cocuklarin ilk yillarda karsilastiklari matematik giindelik hayatlarinda yer
almaktadir. Yapilandirilmamis oyunlarinda, akranlari ve ebeveynleri ile yaptiklar1 sohbetlerde,
karsilastiklar1 gorsellerde, aile ortamindaki giinliik yasantilarinda yer alan matematik temel diizeydedir.
Cocuklar giinlik yasantilarinda birebir eslestirme, karsilastirma, siralama ve gruplama becerileri
edinerek matematigin temelini 6grenmis olurlar (Kandir ve Orcan, 2010). Giindelik hayatlarinda
Ogrenilmis olan matematik bilgisi, matematiksel becerilerin temelini de olusturmaktadir (Mulligan ve
Mitchelmore, 2013). Erken cocukluk doneminde verilen matematik egitimi yardimiyla ¢ocuklarin
kavramlar1 6grenmeleri, dil gelisiminin desteklenmesi, neden sonu¢ baglantisini kurmasi, problem
¢cozmesi ile ilkokul ve sonraki yillarda devam eden akademik basari gostermesi saglanabilmektedir
(Bage1 ve lIvrendi, 2016). Cocuklarin erken donemde karsilastiklari matematik, onlarmn giinliik
yasantilart ile iliskili, i¢ ice gecmis bir bigimdedir ve etkilesim kurarak edinilmektedir (Akman, 2002).
Erken ¢ocukluk doneminde matematikle ilgili ilk deneyimler genellikle cocugun ¢evresindeki nesnelerle
olan yasantis1 sonucu gerceklesmektedir. Bu siiregte cocuklar matematik ile ilgili temel kavramlarla
giinliik hayatlarinda karsilasmakta ve erken 6grenmeler yasamaktadirlar (Clements ve Sarama, 2009).
Erken ¢ocukluk yillarinda ¢ocuklarin matematigi yasantilarinin bir pargasi haline getirmeleri ve olumlu
bir tutum gelistirmeleri, matematigi sevmeleri ile miimkiin olabilmektedir. Bu nedenle matematik
egitiminde kolay, eglenceli ve kullanigh 6gretim yontemlerinin olusturulmasi gerekmektedir (Erdogan
ve Baran, 2003).

Erken cocukluk doneminde ayirt etme, eslestirme, karsilastirma, siralama ve siniflandirma temel
becerileri ile sezgisel diisiinme ve tahmin, akil yiiriitme, sebep-sonug iliskisini kurma, elestirel diigiinme
ve problem ¢6zme iist diizey becerileri cocuklarin edinmesi gereken becerilerdir (NCTM, 2000). Ayn1
zamanda c¢ocuklarin rakamlar1 tanima, sayma yapma, Ol¢me, geometrik sekilleri tanima, mekanda
konumu fark etme, Oriintli ve parca-biitiinii kavrama, toplama-¢ikarma iglemi yapma ve nesne grafigi
hazirlama becerileri edinmesi gerekmektedir (MEB, 2013). Cocuklar bu becerileri yapilandirilmig
etkinlikler, giindelik hayat deneyimleri ve ¢evrelerinden gordiikleri bi¢imde sosyal dgrenmeler ile
kazanabilirler.

Matematik egitiminde yetiskinin ¢ocuga matematigi ihtiyaca ydnelik bicimde sunmus olmasi
onemlidir (Pesen, vd., 2000). Erken ¢ocukluk déneminde ¢ocuklara sunulan matematigin onlarin
yasantisinda ve giinliik hayatlarinda anlamli bir yere sahip olmas1 gerekmektedir. Deneyimlerin goz ard1
edilmemesi, formal siirecten dnce giindelik hayatlarindaki 6grenmelerle desteklenmesi gerekmektedir
(Ramani, vd., 2015). Bunun saglanabilmesi i¢in ¢ocuklarin iginde bulundugu kosullar, yasantilar ve
beklentilerin bilinmesi gerekmektedir. Degisen kosullarin farkinda olunmasi1 ve yeni araglarin egitime
dahil edilmesi gerekmektedir. Teknolojinin hakim oldugu giiniimiizde erken matematigin sunulma
bicimleri de farklilasmistir. Teknoloji ile birlikte web uygulamalari, oyunlar ve yazilimlar ¢ocuklarin
hayatina girmis olsa da geleneksel bir iletisim araci olan televizyon da hala etkili bir bi¢imde varligini
siirdiirmektedir (Konuk ve Giintas, 2019). Televizyonlarda yer alan ve izlenen igeriklerin ¢ocuklarin
gelisimi ve sagliklar1 {izerinde olduk¢a 6nemli rolii bulunmaktadir. Televizyonlarin eglendirme, bilgi
verme, Ogretici 0gelere sahip olma 6zellikleri bulunmaktadir. Ayn1 zamanda televizyon ile olumsuz
Ogrenmeler de s6z konusu olabilmektedir. Cocuklara sunulan programlarin dikkatle ve uygun
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iceriklerde hazirlanmasi, hedef kitle tizerindeki olumsuz etkilerin en aza indirilmesinde 6nemlidir
(Sentiirk ve Turgut, 2011).

Cocuklara sunulan erken matematik igeriklerinin bir kismi ¢izgi filmler araciligiyla iletilmektedir.
Cizgi filmler okul dis1 6grenmelerde bir araci olarak goriilmektedir (Sahin, 2019). Cizgi filmlerin kolay
anlasilir, 6grenmeye yardimei dgeleri iceren, tasarim ve gorsel materyallerin dogru bicimde hazirlandig:
ve pedagojik acidan uygun olan kisa siireli yaymlar ¢ocuklar gelisimleri i¢in olumlu bir ara¢ oldugu
diisiiniilmektedir (Serhatlioglu, 2006; Khandelwal ve Gupta, 2018). Cocuklarin TV karsisinda
gecirdikleri siire, izlenilen yayin, izlenme sirasinda bir yetiskinin eslik etmesi ve kontrollii bir bicimde
maruz kalma ile cocuklar farkli s6zciikleri ve kavramlar1 6grenebilmektedirler (Kurt, 2014).

Televizyonda yer alan ¢izgi filmlerin g¢ocuklar iizerinde etkileri iizerine bir¢ok caligsma
bulunmaktadir. Cizgi filmler araciligiyla cocuklarin farkli alanlarda desteklenecegi ve c¢esitli
ogrenmelerin gerceklestirilecegi calismalarla ortaya konmustur. Yapilan calismalarda ¢izgi filmler
degerler (Akinci ve Giiven, 2014; Yener, vd., 2021), kavram gelisimi (Coskun ve Koroglu, 2016;
Ghilzai, vd., 2016), verilen mesajlar (Demiral, vd., 2016; Tripathi, vd. 2016), davranislara etkileri (inan,
2016), aile ve toplumsal cinsiyet rolleri (Duman ve Kogtiirk, 2021; Ward ve Grower, 2020; Tiirkoglu
ve Tirkoglu, 2022), gelisimin desteklenmesi (Cengiz, vd., 2020), oyun (Talu ve Yiizbasioglu, 2020) ve
model alma (Orug, vd., 2011; Pandey ve Lenka, 2020) agisindan incelenmistir. Bu ¢aligmalar g6z 6niine
alindiginda ¢izgi filmlerin erken ¢ocuklukta matematik oOgretiminde (Alexandron, vd., 2018;
Bardakg¢ioglu ve Duran, 2022; Hil¢enko, 2012; Oktavianingtyas vd., 2018) kullanilmasina iligkin sinirh
sayida c¢aligma yapilmistir. Cizgi filmler ile erken ¢ocukluk doneminde matematik Ogretiminde
cocuklarin yas ve gelisim 6zellikleri dikkate alindiginda eglenceli ve faydali birer arag olabilmektedir
(Shigehatake vd., 2014; Surani vd., 2015). Cocuklar i¢in erken ¢ocukluk doneminde matematik oldukca
soyuttur ve yasamla daha fazla iligkilendirilmesi gerekmektedir. Cizgi filmler ¢ocuklarin dikkatini
olduk¢a hizli bigimde cekerek vermek istenilen mesaji gorsel bigimde iletirler. Bu nedenle ¢izgi
filmlerde ¢ocuklar i¢in erken matematik iceriklerinin belirlenmesi, hangi kavram ve becerilerin ¢izgi
filmler ile nasil sunuldugunun ortaya konulmasi 6nemlidir. Piril ¢izgi filmi de ¢ocuklar i¢in erken
matematik iceriklerinin yer aldigi ve matematik Ggretimini eglenceli, yararli ve Ogretici olarak
sunmaktadir. Bu ¢alismada Pir1l ¢izgi filminde erken ¢ocukluk déonemi matematik igeriklerinin nasil yer
aldiginin, neler oldugunun ve nasil 6gretildiginin arastirilmasi amaglanmistir. Bu kapsamda c¢aligmada
asagidaki sorularin yanitlari aranmusgtir.

o Pinil ¢izgi filminde hangi matematiksel icerikler yer almaktadir?

e Icerikte yer alan matematik okul &ncesi dénem ¢ocuklar i¢in uygun mudur?

Yontem

Bu ¢aligma dokiiman inceleme yontemine dayali olarak nitel bir desen ile yiiriitiilmiistiir. Dok{iman
inceleme yontemi, arastirilmasi amaglanan olgu hakkindaki bilgi iceren yazili, fotograf ve gorsel
materyallerin oldugu basili ya da film, video gibi elektronik olan biitiin kaynaklar1 kapsamaktadir
(Y1ildirim ve Simsek, 2011). Dokiiman inceleme yontemi ile arastirilan konu, bilgi ya da veri daha kolay,
zamansal acidan daha kisa siirede ve uygun maliyetli yollardan elde edilebilmektedir. Dokiiman
inceleme ile aragtirma siirecinde bulgularin yeniden gdzden gegirilme ve karsilastirilma olanag:
bulunmaktadir. Bu ydntem bulgularin elde edilmesinde birincil kaynaklart dogrudan kullanmak
amaciyla secilmistir.

Arastirma Grubu

Ulkemizde TRT Cocuk kanalinda yayinlanmakta olan Piril ¢izgi filminin elektronik ortamda yer alan
tiim boliimleri ¢alisma grubunu olusturmaktadir. Bu ¢izgi filminin segilmesinde 6l¢iit 6rnekleme modeli
kullanilmistir. Caligmanin amacina hitap edecek bilgileri saglayan durumlarin, olgularin ya da gruplarin
tercih edildigi arastirmalar amagl 6rnekleme yontemlerinden 6lgiit 6rneklemedir (Patton, 2014). Bu
¢izgi filmin yayin amaci ¢gocuklara matematigi sevdirmek ve onlarin matematigi gergek yasantilarinda
kullanmalarini saglamaktir.

P11l ¢izgi filmi, ilk olarak 2019 yi1linda yaymlanmaya baglanmis olup var olan boliimleri halen TRT
Cocuk kanalinda gosterimine devam etmektedir. Ayrica, ¢izgi filmin bir sosyal paylasim kanali da
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bulunmaktadir. Yerli yapim triinii olan Pir1l, okul 6ncesi ve ilkokul yas grubuna hitap etmektedir. TRT
Cocuk kanalinda toplam 48 boliimii bulunmaktadir. Tiim bdliimler, bu arastirmanin ¢aligma evrenini
olusturmaktadir. Ancak baz boliimler 6zel boliim olarak hazirlandigi i¢in bu boliimlerde matematik
igerikleri yer almamaktadir. Bu bolimler aragtirma disi birakildiginda toplam 40 bdlim
degerlendirilmistir. Boliim siireleri yaklasik 10-15 dakika arasinda degismektedir (TRT Cocuk, 2023).

Cizgi film, Pl isimli 9 yasindaki bir ¢ocugun okulda 6grendigi bilgilerin gergek hayatta karsilik
buldugu, matematigin sikici olmayan, eglenceli ve giinliik hayatta kullanilabilir yoniinii arkadaslariyla
kesfettigi bir ¢izgi filmdir. Gergek bir karakter olan Piril matematigi ¢ok seven bir kiz cocugu. Piril ve
arkadaslart matematik 6grenmenin eglenceli yollarin1 bulmaktadir. Cocuklarin hayatinda matematigin
yer bulmasi sayesinde her okul ¢ocugunun derslerde dile getiremese de sorguladigi “Bunlar1 neden
Ogreniyoruz?”, “Bunlar ne isimize yarayacak?” sorularia cevap buldugu bir ¢izgi film projesidir. Cizgi
filmin diger karakterleri, Piril’in annesi ve babasi, kardesi Uzay, kardesinin arkadas1 Mert 6gretmeni
Ipek, simf arkadaslar1 Ada, Cesur, Nazli, Efe, Deha ve Fuat amcadir (TRT Cocuk Piril, 2023).

Veri Toplama Aract

Veri toplama araci olarak arastirmaci tarafindan hazirlanmis olan ¢izgi film matematiksel igerik
kontrol listesi kullanilmustir. Kontrol listesi hazirlanirken literatlir taramasi yapilmis ve ¢esitli
matematiksel kavram ve igeriklerin olusturuldugu kaynaklardan (Firat ve Dinger, 2018; Firat ve Dinger,
2020; Klibanoff, vd., 2006) yararlanilmigtir. Ayni zamanda kontrol listesinin olusturulmasinda Okul
Oncesi Egitim Programi (MEB, 2013) ve [lkdgretim Matematik Ogretim Programi (MEB, 2018)
icerisinde yer alan matematige iliskin kazanimlar incelenmis ve okul dncesi i¢in uygun olanlar ve iist
diizey olarak tanimlanan boyutlar olusturulmustur. Kontrol listesinin taslak formu, iki okul 6ncesi
egitimi ve bir Tirkce egitimi alaninda doktora derecesine sahip toplam {i¢ uzmanin goriisiine
sunulmustur. Gelen doniitler dogrultusunda kontrol listesinin giincellenmesi yapilarak kontrol listesine
son sekli verilmistir. Cizgi film matematiksel igerik kontrol listesi iki kistmdan olusmaktadir. Tlk
kisimda ¢izgi filmin ilgili béliimiine ait temel bilgiler yer almaktadir. ikinci boliimde ise literatiir
taramasi sonrasi olusturulmus matematiksel icerikler yer almaktadir. Verilerin elde edilmesinde her bir
boliime internet yoluyla erigilmig, bolimler arastirmaci tarafindan indirilip arsivlenmistir. Temmuz-
Agustos 2023 tarihleri arasinda veriler toplanmustir.

Verilerin Analizi

Calismada yer alan matematiksel icerikler i¢in ierik analizden yararlanilmistir. Icerik analizi, belirli
kurallara dayali kodlamalarla bir verinin daha kii¢iik kategoriler ile 6zetlendigi sistematik, yinelenebilir
bir teknik olarak tamimlanmaktadir (Biiyiikdztiirk, vd., 2016). Igerik analizi icin MAXQDA 2022
stirimii kullanilmig ve ¢izgi filmlerin izlenmesi sonucu elde edilen verilerden kodlar programa
eklenmistir. Kodlar aragtirmaci tarafindan okul Oncesi donemde erken matematik igeriklerinden
olusmaktadir.

Cizgi filminin her boliimii arastirmaci tarafindan incelenmis ve hazirlanmis olan forma kaydedilmis
ve analizleri gergeklestirmistir. Arastirmanin i¢ ve dis gecerliginin saglanmasi igin kullanilmis olan
kontrol listeleri dogrudan MEB (2013) programinda bulunan kazanim ve kavramlarn igermekte ve
benzer caligmalar i¢in hazirlanmis olan matematik igeriklerinin yer aldigi araglar bir 6l¢iit olmaktadir.
Ayni zamanda gegerligin saglanmasi i¢in ¢izgi filmlerin boliim isimleri de hangi matematik igeriginin
yer aldiginmi belirtmektedir. Kodlamalara baslanirken onbilgiler ve ipuglari da goz Oniine alinmistir.
Arastirmanin gilivenirliginin saglanmasi1 amaciyla okul 6ncesi egitimi alanindan bir bilim uzman da tiim
boliimleri arastirmacidan bagimsiz bir bigimde izleyerek benzer bicimde ilerlemistir. Arastirmaci her
iki formdan elde edilen verileri ve analizleri kontrol ederek aralarindaki uyumun saglanmasi amaciyla
farkliliklari olustugu ¢izgi film boliimlerini yeniden incelenmis, verilerin ve analizlerin ortak bir karar
cercevesinde kaydedilmesini saglamistir. Miles ve Huberman (1994) ¢alismalarinda ortaya koyduklari
benzerlik formiilii kullanilarak hesaplanmis olan giivenirlik i¢in arastirmacilar arasindaki goriis birligi
benzerlik oran1 %92 olarak bulunmustur.
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Bulgular ve Yorumlar

Pir1l ¢izgi filminde yer alan okul 6ncesi donemde erken matematik igeriklerinin incelendigi bu
calismada ilgili boliimler incelenmis ve kontrol listesine eklenmistir. icerik analizi gerceklestirilerek
bulgular elde edilmistir.

Pir1l ¢izgi filminden elde edilen bulgularda okul 6ncesi donemde erken matematik igeriklerinin neler
oldugu tespit edilmeye calisilmistir. Cizgi filmde yer alan ve kodlamalarda ortaya ¢ikan kavram ve
matematiksel beceriler Tablo 1.’de yer almaktadir. Tablo 1.’de yer alan matematiksel beceri ve
kavramlarin bir kismi okul 6ncesi donem ¢ocuklari i¢in uygun becerileri, bir kismi ise ilkokul 1. ve 2.
sinif diizeyinde yer alan matematiksel kavram ve becerileri icermektedir.

Tablo 1. Cizgi filmde goriilen kavram ve beceriler
Matematiksel beceri / kavram

Eslestirme

Siralama

Karsilagtirma

Gruplandirma

Geometrik sekiller (2 boyutlu ve 3 boyutlu)

Yer — yon ve mekanda konum
Miktar — azlik ¢okluk

Oriintii

Problem ¢6zme

Islemler (toplama, ¢ikarma, 2 basamakli sayilar ile islem, 0 ile islem)

Say1 — sayma (ritmik sayma, 0 sayisi, Romen rakami, 2 ve 3 basamakli sayilar)
Uzunluk

Alan

Hacim (basit hacim, genlesme)

Para

Zaman

Grafik

Parca — biitiin (tam-yarim)

Olasilik

Simetri

Diger (acilar, dogrular-geometrik olmayan sekiller, esitlik, onluga yuvarlama, yiizdelik hesabi,
carpma, kesirler)

Cizgi filmdeki boliimler izlenerek kodlarin orta ¢ikma sikligi incelenmistir. Tablo 2’ye gore ¢izgi
film boliimlerinde en fazla ritmik saymaya yer verilmistir. Karsilastirma becerisi de en sik goriilen ikinci
iceriktir. Eglestirme becerisi ise en az goriilen beceri olarak yer almaktadir. 0 ile toplama, genlesme ve
ylizdelik hesap yapma, ¢izgi film boliimlerinde en az karsilasilan iceriklerdendir.
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Tablo 2. Kavram ve becerilerin goriilme sikligt

Frekans Yiizde
Ritmik sayma 37 13,45
Karsilagtirma 23 8,36
2 boyutlu geometrik sekiller 18 6,55
3 boyutlu geometrik sekiller 15 5,45
Toplama ve ¢ikarma 14 5,09
Siralama 13 4,73
2 ve 3 basamakli sayilar 12 4,36
Carpma 12 4,36
Uzunluk 10 3,64
Problem ¢6zme 10 3,64
Oriintii 9 3,27
Miktar-azlik ¢okluk 9 3,27
Para 8 2,91
Zaman 7 2,55
Yer yon ve mekanda konum 6 2,18
Dogrular-geometrik olmayan sekil 6 2,18
Alan 6 2,18
2 basamakli sayilar ile islem 5 1,82
Esitlik 5 1,82
Agilar 5 1,82
Basit hacim 6lgtimii 4 1,45
Gruplandirma 4 1,45
Grafik 4 1,45
Onluga yuvarlama 4 1,45
0 say1s1 3 1,09
Simetri 3 1,09
Agirlik 3 1,09
Kesirler 3 1,09
Romen rakamlari 3 1,09
Olasilik 3 1,09
Tam yarim 3 1,09
Eslestirme 2 0,73
0 ile toplama 2 0,73
Genlesme 2 0,73
Yiizdelik hesab1 2 0,73
Toplam 275 100,00

Tablo 2.’ye bakildiginda ¢izgi filmde tiim bdliimlere bakildiginda en fazla ritmik sayma ve bunun alt
becerileri olarak ileri dogru ritmik sayma ve 1-10 arasinda sayma becerisinin kullanildig1 goriilmektedir.
Ritmik sayma becerisini takip eden beceri ise temel matematiksel becerilerden olan karsilagtirma
becerisidir. Temel becerilerden olan eslestirme becerisi oldukg¢a az kullanilan beceriler arasinda yer
almaktadir. Bunun yani sira {ist diizey matematik becerisi igeren 0 ile toplama, genlesme ve yiizdelik
hesab1 yapma beceriler de oldukca az oranlarda kullanilmistir. Tablo 2.’ye gore erken g¢ocukluk
donemine olmasi gereken tiim matematiksel beceriler ve kavramlar ¢izgi filmde yer almaktadir.

Cizgi filmde gegen matematiksel becerilere iliskin 6rnekler su sekildedir:
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TRT Cocuk boliim 43- Pwril, kardesi Uzay ve arkadagi Mert sayilarla ilgili sarki séyliiyorlar ve sayilarin
gosterimi ekranda yer alryor.

TRT Cocuk boliim 32 — Uzay topunu aramaktadir ve buldugunda topunun oncesi hali ile simdiki halini
karstlatirmigtir.

Resim 2.Karsilastirma

TRT Cocuk boliim 4 — Efe geometrik sekillerinden kareyi skor tabelast ile fark ediyor.

46

Resim 3. 2 Boyutlu geometrik sekil

TRT Cocuk boliim 3 — Piril 3 boyutlu geometrik sekillerin isimlerini 6greniyor.

a

Resim 4. 3 Boyutlu geometrik sekiller
TRT Cocuk boliim 25 — Piril ve kardesi Uzay pinpon toplart ile toplama islemi yapiyor.
—

Resim 5. Toplama ve ¢ikarma islemi

TRT Cocuk boliim 18 — Piril arkadaslart ile salincakta sallanmak icin 6gretmeni Ipek Hanim ile birlikte
swralama kartlart hazirlyyor.

1. |
T 0

N

Resim 6. Siralama
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TRT Cocuk boliim 39 - piril kardesi Uzay’a 2 basamakl sayilarin okunusunu gosteriyor.

Resim 7. 2-3 Basamakli sayilar

TRT Cocuk boliim 12 — Piril ve babasi ¢carpma islemini konusuyor.

Resim 8. Carpma islemi

Pir1l ¢izgi filminde yer alan biitiin matematiksel igerigin okul 6ncesi donem ¢ocuklaria uygun olup
olmama durumu incelenmistir. Tablo 3’¢ gore okul 6ncesi donem ¢ocuklar i¢in ilkokul matematik
Ogretiminde yer alan matematiksel igerigin yer aldigi daha iist diizeyde kalan beceriler gosterilmistir.

Tablo 3. ilkokul diizeyinde olmasi gereken kavram ve beceriler

Frekans Yiizde
Carpma 7 17,50
2 basamakli sayilar ile islem 4 10,00
2 ve 3 basamakli sayilar 4 10,00
Esitlik 3 7,50
0 sayist 2 5,00
Onluga yuvarlama 2 5,00
3 boyutlu geometrik sekiller 2 5,00
Agilar 2 5,00
Yiizdelik hesaplama 2 5,00
Romen rakamlari 1 2,50
Genlesme 1 2,50
0 ile toplama 1 2,50
Dogru-geometrik olmayan sekil 1 2,50
Kesirler 1 2,50
Toplam 33 100,00

Tablo 3’e gore c¢izgi filmde okul Oncesi donem cocuklar1 i¢in daha iist diizeyde olan, ilkokul
cocuklarmin hazir bulunurluklari ve biligsel diizeylerine gore olan becerilerden en sik olarak ¢arpma
islemine yer verilmistir. Bunun ardindan 2 basamakli sayilarda islem ve 2-3 basamakli sayilar olugturma
becerileri de kaydedilmistir. En az siklikta kullanilan beceriler ise Romen rakamlari, genlesme, 0 ile
toplama, dogrular-geometrik olmayan sekiller ve kesirler olarak tespit edilmistir.

Cizgi filmde gecen ilkokul diizeyine uygun matematiksel becerilere iligkin 6rnekler su sekildedir:
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TRT Cocuk béliim — 11 Nazli lunapark giriginde giseden bilet almak icin 6deyecegi iicret icin bilet fiyati
ile kisi sayisini ¢arpiyor.

Resim 9. Carpma islemi

TRT Cocuk boliim — Cesur parkin ¢evresini bulmak igin 2 basamakly sayilart yan yana yazarak

topluyor.
& |
-
-
\* TR
Resim 10. 2 Basamakli sayilarda toplama

TRT Cocuk boliim 20 — Acil durumlar igin Cesur 3 basamakli 6nemli sayilart hatirlyyor.

= e

@ L
NT

Resim 10. 3 basamakli sayilar

TRT Cocuk boliim 30 — Piril babasinin kitabindan yiiklerin esitligini inceliyor.

i

Resim 11. Esitlik
Tartisma, Sonuc ve Oneriler

Pirl isimli ¢izgi filmi egitim amagh ve 6zel olarak matematigi 6gretmek i¢in tasarlanmistir. Cizgi
film igeriklerine bakildiginda her boliim bir matematiksel beceri veya kavram tlizerinde durulmus ve
bunun 6grenilmesi i¢in sarki veya somut nesneler kullanilmistir. Cizgi film senaryosu igerisinde hem
okul 6ncesi doneme hem ilkokula ait matematiksel icerikler goriilmektedir. Matematik ¢izgi film i¢inde
dogrudan ve diiz bir anlatimla degil eglenceli, oyuna doniik ve anlasilir bigimde sunulmustur.

Bu aragtirmada ¢ocuklarin okul 6ncesi donemde edinilmesi gereken matematiksel becerilerin yer
aldigr bolimler goriilmiistiir. Bu boliimlerin uygun bigimde izlenilmesi ¢ocuklarin informal
ogrenmelerini destekleyebilmektedir. Cizgi filmler icerisinde somut materyaller ve sarkilar da yer
almaktadir. Benzer sonuglar alan yazinda da yer almaktadir. Cocuklar 6zellikle iki yasindan sonra ¢izgi
film izlemektedirler ve matematigin bir kismum ¢izgi filmler aracilifiyla 6grenmektedirler (Habib &
Soliman, 2015). Cizgi filmlerde matematigin yer almasi ¢ocuklarin okul 6ncesi egitim kurumlar1 disginda
da gelisimlerini destekleyebilmekte ve ev ortaminda da 6grenmeler saglayabilmektedir. Ev ortaminda
kolay ulasilabilir, uygun ve dogru igeriklerin oldugu eglenceli ve egitici yonii olan gorseller bu
ogrenmeleri kolaylastirmaktadir (Jurniaan, vd., 2012).

Pirl ¢izgi filmi okul 6ncesi ve ilkokul dénemine iliskin matematiksel icerikleri farkli bolimlerde
farkl1 hikayeler igerisinde yinelemektedir. Bu yontem akilda kalicilik igin etkili olmaktadir.
Matematiksel kavramlarin 6grenilmesinde ¢izgi filmlerden dogrudan yararlanilmaktadir. Ayni zamanda
¢izgi filmlerin ¢ocuklar icin bir egitim arac1 oldugu, farkli kavram ve durumlar i¢in kullanildig1 da alan
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yazinda yer almaktadir (Artz, 2014; Rai, vd., 2017; Soydan, vd., 2017). Cizgi filmlerde yer alan
kavramlar ve sozciikler ¢ocuklar tarafindan daha kolay bir bi¢imde hatirlanmaktadir (O’Day, 2007).
Gililmez (2019) ¢alismasinda okul 6ncesi donemdeki gocuklarin matematiksel kavram 6greniminde kisa
videolarin izlenmesinin de etkili oldugunu ortaya koymustur.

Okul 6ncesi donemde olmasi1 gereken matematiksel beceri ve kavramlar (MEB, 2013) programinda
yer almaktadir. Cizgi filmde bu igeriklerin tamami yer almaktadir. Sinif ortaminda da uygun zaman
araliklarinda bir materyal veya arag olarak bu ¢izgi filmin kullanilmasi kavram ve beceri edinilmesine
yardimct olabilir. Pekdag (2005) ve Uzun ve digerleri (2020) ¢alismalarinda benzer sonuglari ortaya
koymuslardir. Ayn1 zamanda matematik 6grenmede kullanilan matematik icerikli ¢izgi filmler veya
filmlerin olmas1 egitimde énemlidir (Beltran-Pellicer, vd., 2018; Yildiz ve Urey, 2014).

Pirl ¢izgi filminde yer alan karakterler, hikayeler ve her bdliimde yer alan matematiksel icerigin
farkli bigimlerde sunulmasi ¢izgi filmi daha etkili hale getirmektedir. Cizgi filmin igerisinde yer alan
sarkilar ve somut materyaller var olan matematigi desteklemekte ve ¢izgi filmin girisinde yer alan
problemin ¢oziimiine katki saglamaktadir. Benzer sekilde yapilan ¢alismalarda ¢izgi filmler gézden
gecirilmis ve dogru mesajlar1 igeren senaryolardan olusuyorsa, uygun Ogretim yontemleri
gerceklestirebiliyorsa ¢ocuklarin biligsel ve kavram gelisimlerine, konu ve yeni sézciik 6grenmelerine
etki etmektedir (Barak ve Dori, 2011; Ergiin, 2012; Yagi, 2013). Matematik 6gretiminde yeni ve farkli
materyallerin olmas1 6grenmeleri destekleyicidir. Teknolojinin gelistigi ve artik ¢izgi film gibi gorsel
materyallerin daha ulagsilabilir oldugu bilinmektedir (Hacisalihoglu Karadeniz, 2014). Ayn1 zamanda
ogretmenler i¢in de bazi konu ve kavramlarin Ogretilmesinde ¢izgi filmler yardimer bir materyal
olabilmekte ve dgretmenler tarafindan tercih edilmektedir. Cizgi film araciligiyla matematik ve bilim
ogretiminde 6gretmenler de bu teknolojiyi kullanmakta ve bunun etkili 6grenmeler sagladiklarini
diistinmektedirler (Berber, vd., 2019; Yildiz, 2013).

Cizgi filmde okul Oncesi donemden daha iist diizey sunulmasi gereken matematiksel kavram ve
becerilerin oldugu da gériilmektedir. Ilkokul yaslarinda da ¢ocuklarin gorsel dgelere ve animasyonlara
ihtiyaclari oldugu bilinmektedir. Heniiz somut islem déneminde olan ¢ocuklar i¢in matematigin
anlagilamayan noktalarinda destek almalar gerekmektedir. Alan yazinda da animasyon tiiriindeki
araglarin egitimde etkili oldugu bilinmektedir (Giirbiiz, 2008; Geng, 2013). Yapilan ¢alismalarda
teknolojinin sundugu ¢izgi film, animasyon, bilgisayara destekli programlarin cocuklarin soyut
ogrenmelerini daha kalic1 ve somut bigime dontistiirdiigii ortaya konulmustur(Cakmaz, 2010; Hsin, vd.,
2014; Yiksel, 2011). Giinbag (2020) yaptig1 caligmasinda c¢izgi filmler araciligiyla matematik
ogretiminde kullanildiginda c¢ocuklarin problemleri daha kolay anlayabildigi ve c¢ozebildigini
belirtmistir. Cocuklarin problemleri zihinlerinde canlandirmasi ya da gorsellestirmeleri ¢izgi filmler
araciligiyla daha kolay bir hale gelmektedir.

Pir1l ¢izgi filminde yer alan matematiksel igerikler bir problem durumu igerisinde yer almis ve hikaye
problemin ¢dziilmesiyle tamamlanmigtir. Matematiksel becerilerin 6gretiminde farkli boliimlerde konu
tekrarlar1 yapilmigtir. Cocuklarin 6grenmelerinin kolaylastirilmasi adina hikayeler giinlilk yasanti
igerisinden segilmistir. Problemlerin ¢dziimiine ulagsmak i¢in somut materyaller ve sarkilar siirece eslik
etmektedir. Cizgi film igerisinde yer alan matematiksel beceriler sadece okul dncesi donem degil ayni
zamanda ilkokul matematigini de kapsamaktadir.

Bu arastirma,;

o Orneklem grubunda yer alan Piril gizgi filminin TRT Cocuk’ ta yayinlanan bdliimleri,
o Matematiksel igerikler MEB (2013) okul 6ncesi programi ve MEB (2018) ilkogretim matematik
Ogretim programinda yer alan kazanimlar ile sinirhidir.

Incelenen Piril ¢izgi filminde icerik ve konu olarak okul dncesi ve ilkokul dénemi matematik
iceriklerinin yer aldig1 goriilmiistiir. Bu sonuclar sonrasinda baz1 6nerilerde bulunulmustur:

e Cizgi filmlerin kavram O6gretiminde etkisinin oldugu bilinmektedir. Bu sebeple 6gretmenler
etkinliklerinde egitici ¢izgi filmler kullanabilirler boylelikle etkinliklerini ¢izgi filmlerle
zenginlestirebilirler.

o Egitsel ¢izgi filmler, 6gretmenlerle birlikte simif ortaminda izlenebilecegi gibi Ogretmenler
tarafindan okul dis1 etkinlik olarak aileleriyle birlikte de izlenebilecegi tavsiye edilebilir.
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o Opretmenler egitsel c¢izgi filmleri ¢ocuklara izlettikten sonra cocuklarin &grenmelerini
pekistirmek amaciyla ¢izgi film ile ilgili sorular sorabilirler.

e Yapimcilarin, ¢izgi film igerik ve senaryo iireticilerinin ¢izgi filmlerin egitici amaglarini da goz
oniinde bulundurarak yas grubu, gelisimsel 6zellik ve uygun hedefler dogrultusunda iiretmis
olduklar1 yayinlari ¢ogaltabilirler.

o Yapimcilar 6gretmenler, arastirmacilar ve ¢ocuk gelisim uzmanlarindan goriigler alarak ¢izgi
filmlere matematik gibi erken akademik becerilerin yer aldig1 Gykiiler yerlestirebilirler.
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Extended Abstract

In early childhood years, it is possible for children to make mathematics a part of their lives and to
develop a positive attitude towards mathematics if they like mathematics. For this reason, it is necessary
to create easy, fun and useful teaching methods in mathematics education (Erdogan & Baran, 2003).

In early childhood, the basic skills of discrimination, matching, comparison, sorting and
classification, as well as intuitive thinking and estimation, reasoning, establishing cause-effect
relationships, critical thinking and problem solving are the high-level skills that children need to acquire
(NCTM, 2000). At the same time, children need to acquire the skills of recognizing numbers, counting,
measuring, recognizing geometric shapes, recognizing location in space, comprehending patterns and
part-whole, adding-subtracting, and preparing object graphs (MoNE, 2013). Children can acquire these
skills through structured activities, informal experiences and social learning as they see their
environment.

For children in early childhood, mathematics is quite abstract and needs to be associated more with
life. Cartoons attract children's attention very quickly and convey the desired message visually. For this
reason, it is important to determine the early mathematics content for children in cartoons and to reveal
which concepts and skills are presented in cartoons and how they are presented. The cartoon “Piril”
contains early mathematics content for children and presents mathematics teaching as fun, useful and
instructive. In this study, it was aimed to investigate how early childhood mathematics content is
included in the cartoon “Pir1l”, what it is and how it is taught. This study was conducted with a qualitative
design based on document analysis method. All episodes of the cartoon “Piril”, which is broadcast on
TRT Cocuk channel (The Turkish Radio and Television Corporation - TRT; Turkish: Tiirkiye Radyo ve
Televizyon Kurumu) in our country, in the electronic environment constitute the study group. The
cartoon mathematical content checklist prepared by the researcher was used as a data collection tool.
Qualitative data analysis was used in the study. According to the findings obtained, the cartoon contains
content related to both the mathematics education of preschool children and the mathematics lessons of
first and second grade children in primary school.

It was observed that the content and subject matter of the analyzed cartoon included preschool and
primary school mathematics content. Some suggestions were made after these results. It is known that
cartoons have an effect on concept teaching. For this reason, teachers can use educational cartoons in
their activities so that they can enrich their activities with cartoons. It can be recommended that
educational cartoons can be watched with teachers in the classroom environment as well as with their
families as an out-of-school activity. After showing educational cartoons to children, teachers can ask
questions about the cartoon to reinforce children's learning.

This work is licensed under a Creative Commons Attribution 4.0 International License.

Qnternational gPrimary fducational (Research Journal

53


https://creativecommons.org/licenses/by/4.0/

2024, 8(1): 54-71

Fatma Giil UZUNER, Fatih BEKTAS

Intermnational Peer Reviewed Journal

INTERNATIONAL PRIMARY EDUCATION RESEARCH JOURNAL

Examination of Teachers’
Views on the Use of
Orienteering in Education

Oryantiringin Egitimde
Kullanilmasina Iliskin Ogretmen
Goriislerinin Incelenmesi

Fatma Giil UZUNER?
Fatih BEKTAS?

doi:10.38089/iperj.2024.157

Gelis Tarihi: 07.12.2023

Abstract: In addition to being an outdoor sport, orienteering
can also be considered as a way of learning. In this context,
the opinions of teachers who have experience in orienteering
are important. Therefore, the research aimed to examine the
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views about the use of orienteering in education. For this
purpose, a phenomenological research method was used. The
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by convenience sampling and criterion sampling techniques.
A semi-structured questionnaire, metaphors and field notes
were used as data collection tools. The data were subjected to
thematic analysis. As a result of the analysis of the data, it was
concluded that orienteering can be used as an educational
purpose and tool at all levels of education, especially the
primary education level. As a matter of fact, it has been
concluded that orienteering can provide very effective
outcomes in all areas of development at all ages. As a result
of the data analysis, it was concluded that orienteering can be
used in the context of a goal and a tool in the education
process. In this context, it can be recommended that more
applied and different research studies are conducted on the
use of orienteering in education.
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Ozet: Oryantiring bir doga sporu olmasmin yani sira ayni
zamanda bir 6grenme yolu olarak da diisiiniilebilir. Bu
baglamda oryantiringle ilgili deneyim sahibi 6gretmenlerin
goriisleri  6nemlidir. Dolayisiyla yapilan arastirmada,
oryantiringin egitimde kullanilabilmesine iligkin temel egitim
ve ortadgretim kademesinde gérev yapan Ogretmen
goriislerinin  incelenmesi  amaglanmistir. Bu  amagla
fenomenoloji arastirma yontemi kullanilmigtir. Aragtirmanin
caligma grubunu uygun durum 6rneklemesi ve 6lgiit durum
orneklemesi tekniklerine gore segilen 81 Ogretmen
olusturmaktadir.  Veri toplama aract olarak yar
yapilandirilmis anket, metafor formu ve alan notlar
kullanilmigtir.  Veriler tematik analize tabi tutulmustur.
Verilerin analiz edilmesi sonucunda oryantiringin egitim
stirecinde temel egitim kademesi basta olmak iizere biitlin
egitim kademelerinde egitsel bir amag ve arag¢ baglaminda
kullanilabilecegi sonucuna varilmistir. Nitekim oryantiringin
her yastan biitiin gelisim alanlar1 noktasinda oldukg¢a etkili
kazanimlar saglayabilecegi sonucuna da varilmistir. Bu
baglamda, oryantiringin egitimde kullanilmasma iliskin
uygulamali ve farkli arastirmalarin daha fazla yapilmasi
oOnerilebilir.
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Introduction

Orienteering can be defined as running, jogging or walking on a predetermined course with the aid
of a map and compass (Bradford, 1977). Not only does orienteering have a connection with a humber
of curricula in education, but there are also many skills that it fosters in students (McNeill & Palmer,
2005). As a matter of fact, orienteering is quite a good tool in the development of skills (decision making,
problem solving, cooperative learning, self-esteem, etc.) (Kelly, 2014). From this perspective, the
following question may be asked: “Can orienteering be used as a teaching technique?” With reference
to that question, it can be argued that the opinions of teachers who are familiar with orienteering as well
as having relevant experience in orienteering are of great importance. This study, therefore, examined
teachers’ views on the use of orienteering as a teaching technique, and is believed to contribute to the
relevant literature in relation to the techniques used in both orienteering and education. It should also be
noted that orienteering has the potential to contribute to individuals in many ways, even only as a sport
itself.

What is Orienteering?

Orienteering can be discussed in connection with out-of-school adventure (Bomgardner, 2014),
adventure education (Slentz & Chase, 2003), or out-of-school education (Balkwill, 1996; Eaton, 2000).
However, out-of-school education is directly linked to experiential learning, and adventure education is
also comprised under out-of-school education (Childs, 1986). Experiential learning is considered to
include such concepts as concrete experience, reflective observation, abstract conceptualization, and
active experimentation (Kolb, 2015), relating to orienteering. In orienteering, there is an active
transformation (active/reflective) between the comprehension of direct and indirect concrete
experiences (abstract/concrete) and the inner and outer world. In out-of-school education, students
investigate physical and biological situations, are interested in the things they see around them since
they are curious and analytical, enjoy being themselves in a natural environment, and may need to use
mathematical and scientific skills (Balkwill, 1996). Out-of-school education, or adventure education, on
the other hand, draws its power from achieving educational goals from outside school and on the basis
of its activity-based construct (Childs, 1986). Many components of the philosophy of adventure
education are associated with out-of-school education. Although adventure education is perceived as a
methodology that includes the development of out-of-school education programmes in many aspects, it
is in fact only one aspect of out-of-school education. For this reason, the activities carried out through
adventure education are more limited (Childs, 1986). Orienteering is one of these activities (Slentz &
Chase, 2003).

Known as a cross-country navigation using maps and compasses, orienteering is indeed Scandinavian
in origin and began as a military exercise. The Swedish scout leader, Ernst Killander, used the Swedish
countryside to attract more young people to athletics. Killander prepared courses that would require
young people to use maps and compasses. The great success achieved by the first contests was an
incentive for the spread of this activity to large groups of people. Later, orienteering spread rapidly in
Scandinavia and beyond (Boga, 1997; Disley, 1979).

Having spread rapidly around the world, this sport actually has its own characteristics. As an
example, orienteering is an outdoor sport that enables the brain and body to work together (Bradford,
1977; Larkin & Grogger, 1975; Paliichuk et al., 2018), is challenging (Sension-Hall, 2011), and has
exciting features (British Orienteering, 2021). At the same time, orienteering is an elite sport that
combines the physical activity of running with map-reading and route-finding skills (Stone, 1994). For
that reason, orienteering is also referred to as ‘cunning running’ (Kelly, 2014). There are some processes
for the participants to go through in this cunning run (Kelly, 2014). Orienteering is a sportive process
consisting of a starting point, a finishing point, and other specially prepared locations known as
checkpoints (Golden, Levy & Vohra, 1987). It is necessary to pay attention to the following aspect for
the purpose of winning the orienteering race. Orienteering involves finding your way around a
determined route by using a map (Champion, 2010). This sport is played against the clock on a course
consisting of checkpoints located in the forest (Coté & Kirk, 2005; Golden et al., 1987). Because of such
basic components, orienteering is a lifelong skill that individuals of all ages can learn in both rural and
urban areas (Hammes, 2007). During the activity, the participants try to achieve the fastest time by
visiting all the locations from start to finish within a certain time with the help of a map and compass
(Golden et al., 1987). In addition, you can adjust your speed as you wish (walking, jogging or running)
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during orienteering (Champion, 2010). Those who have completed the course in the shortest time win
the competition (Coté & Kirk, 2005). As a result, orienteering successfully brings together physical and
cognitive energy in the background of positive emotions (Vaskan et al., 2019).

The Relationship between Orienteering and Education

Orienteering is part of education programmes in Tiirkiye and in the world (Bektas et al., 2019).
Teachers, too, have realised that orienteering relates to many disciplines in new and interesting ways
(Ferguson & Turbyfill, 2013). Since orienteering is a valuable sport and an exciting tool for studying,
educators may wish to teach it to their students after the necessary preparations have been made.
However, for this purpose, educators should be able to teach orienteering and develop a programme that
includes the subjects in the curriculum. Educators can integrate their academic programme into the
orienteering programme by using their time, imagination and energy. In this sense, it can be suggested
that there are many possibilities that will enable the adaptation of several forms of orienteering (route,
line, score, point-to-point orienteering, etc.) to curricula (Bradford, 1977). Orienteering not only has an
infrastructure that can develop many skills, but it can also be taught initially in school gardens after
class, or in parks or forests (Kelly, 2014). It may, thus, be essential to first draw the area to be studied
with orienteering and then to plan an activity on the drawn map (Bektas et al., 2019).

Teaching orienteering can begin in the classroom and then continue outside (Arnsdorf, 1978).
Connections between orienteering and education programmes can be established; the facts, skills and
knowledge can be taught, and positive attitudes and values can be fostered. Orienteering contributes to
teaching such school subjects as physical education, mathematics, geometry, English, history and
technology; to encouraging certain skills (communication, mathematics, graphics, problem solving,
etc.); to providing education about health, environment and citizenship; and to teaching programmes in
subjects related to multicultural thinking, gender issues and special education. In addition to these, there
are many skills that orienteering fosters in students (McNeill & Palmer, 2005). At this point, orienteering
can be integrated into curricula starting from pre-school to university, and thanks to this integration,
students can explore new areas of learning in many different subjects. Orienteering is a valuable tool for
developing decision making, problem solving, collaborative learning and self-esteem (Kelly, 2014). It
can also be argued that these skills are consistent with Partnership for 21st Century Skills, (2019) in
many aspects.

Orienteering is primarily known as a nature sport, which may have many-sided contributions to
individuals. However, it can also be argued that orienteering has an adaptive nature for many purposes,
some of which have been reported in two different academic studies, the first of which belonged to
Uzuner (2019) who aimed to improve the mathematical problem solving skills of primary school
students using orienteering and placed a mathematical problem that can be solved with specific materials
in the last stage of the orienteering goals. In the study, the preliminary goals included students’ doing
orienteering in the school garden by only finding the goals, and in the last goal, they ended the process
by solving the math problem at the target. In the said study, orienteering was utilized both as a sport and
a teaching technique, and the researcher concluded that students’ mathematical problem solving skills
improved. Furthermore, Uzuner and Sahin (2021) examined the impact of orienteering on the
development of attention, metacognitive awareness and social problem-solving skills of students with
ADHD. As a result of the study, in which the students only did orienteering, it was concluded that the
students’ attention, metacognitive awareness and social problem solving skills improved. Further
examples included the study conducted by Tas (2010), who argued that those who are interested in
orienteering are more successful in coping with stress, and by Saglamol, Tiizkan and Acar (2015), who
discussed democracy teaching through orienteering. Likewise, Atakurt, Sahan, and Erman (2017) and
Vaskan et al. (2019) stated that orienteering has positive effects on attention, memory and cognitive
activities, and moreover, Harput, Caglayan and Bilici (2015) tried to make students get to know the
Ancient City of Ephesus through orienteering within the scope of a relevant project. Deniz, Yoncalik,
Aslan and Sofi aimed to teach orienteering through creative drama, which is also known as a teaching
method, and to specify its effects. Cataldi, Bonavolonta, and Fischetti (2021) also examined the
relationship between orienteering training and the development of short-term visuospatial memory, and
yielded positive results. Moreover, Notarnicola et al. (2012) suggested that orienteering be included in
primary education; and Vukadinovié¢, Juhas & Kozoderovié¢ (2015) concluded that orienteering should
be organized in schools, and Tanrikulu (2011) indicated that orienteering should be benefited from in
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all educational levels. From this point of view, it can be argued that the use of orienteering as a sport
and/or teaching technique is regarded to have positive effects on individuals. In addition, it can also be
suggested that the contributions of orienteering to individuals are consistent with the framework of the
21st century skills, which is a remarkable aspect. Such skills are known to play an important role in
students’ readiness for the 21st century (Partnership for 21st Century Skills, 2019), and in this
connection, orienteering can be assumed to be indirectly efficacious. However, it should be noted in this
regard that it is necessary for teachers to possess relevant skills (Erten, 2019). This being the case, it is
clear that teachers should be very careful in teaching practices where they plan to use orienteering as a
teaching technique. First of all, it should be well established for what purpose orienteering will be used
in the education process. Utmost care should, therefore, be taken to ensure that the relevant educational
goal can be integrated with orienteering. For that purpose, it may be useful to be aware that orienteering
requires a proper preparation in conformity with the constructivist approach. It may also be necessary
to take into account many factors such as the course to be used for orienteering as well as the materials
to be used and the motivation of the students. Otherwise, orienteering, which has a strong potential, may
lose its effect in teaching applications. One should, therefore, be aware that drawing on orienteering as
a teaching technique requires a strong foundation. Considering all these factors, it can be argued that
orienteering possesses an important potential for educational purposes and 21st century skills in an
interdisciplinary sense.

In this context, it may be worth investigating the discussion of orienteering as a sportive teaching
technique, since it has a structure that is adaptable to many disciplines and is effective in fostering skills
in contemporary understandings of education.

This study is, therefore, believed to contribute to the literature on orienteering, teaching techniques,
and sport. The relevant literature review has shown that there are studies focusing on the use of
orienteering for various purposes related to the field of education (Atakurt et al., 2017; Paliichuk et al.,
2018; Pouya, Demir, & Demirel, 2017; Vaskan et al., 2019). From the educational point of view, the
views of teachers who are trained in orienteering and are actively involved in orienteering indeed play
a critical role in this regard. In other words, teachers, evidently at least as much as orienteering, have a
very active role in the development of their students’ skills to get prepared for the 21st century.
Therefore, in this study, teachers’ views on the use of orienteering in education have been examined. It
is thought that teachers' opinions on the use of orienteering in different fields will contribute to the field.
Although there are different studies in the relevant literature, it is thought that it is important to consider
orienteering in a more general context as a way of teaching in a theoretical context.

Method

Research Design

Phenomenology focuses on how people describe something they have experienced (Patton, 2002),
or on describing the essence of the experience (Merriam, 2009). In other words, it tries to understand
people’s perspectives regarding themselves and their environment (Robson, 2011). In this study, a
phenomenological research method was adopted since the basic aim was to reveal the main structure of
the experiences of teachers who received orienteering training and had experience related to this
(Creswell, 2013).

Participants

The participants were selected based on criterion sampling, maximum variation sampling, and
convenience sampling strategies (Patton, 2002), which are among the purposive sampling strategies. In
criterion sampling, participants are selected according to certain predetermined criteria (Patton, 2002).
In this context, two criteria were determined, first of which was the precondition that the teachers had
received orienteering training, and second was that they had enough experience related to orienteering
for educational purposes. Furthermore, due to the interdisciplinary nature of orienteering (McNeill &
Palmer, 2005), an attempt was also made to reach teachers from different branches as much as possible
within the scope of maximum variation sampling. In fact, in the maximum variation sampling strategy,
the aim is to reveal the common experiences of the different cases (Patton, 2002). Finally, those of the
contacted teachers who volunteered were included in the study within the scope of convenience
sampling. Table 1 and Table 2 presents the relevant information on the 81 teachers being accessed that
way.
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Table 1. Information about the study group: Branches of teachers

Fatma Giil UZUNER, Fatih BEKTAS

Participants’ branches,
frequencies () and codes

(©)

Physical Education Teacher (PET), (f=56),

Primary School Teacher (PST) Teacher, (f=3)

Information Communication Teacher (ICT), (f=2)

Psychological Counselling and Guidance Teacher (PCGT), (f=2)
Special Education Teacher (SET), (f=2)

Turkish Language and Literature Teacher (TLLT), (f=2)
Turkish Teacher (TT), (f=1)
Social Sciences Teacher (SST), (f=1)
Mathematics Teacher (MT), (f=1)
Elementary Mathematics Teacher (EMT), (f=1)
History Teacher (HT), (f=1)
Philosophy Teacher (PT), (f=1)
English Teacher (ET), (f=1)
Building Design Teacher (BDT), (f=1)
Art Teacher (AT), (f=1)
Technology Design Teacher (TDT), (f=1)
Machine Teacher (MT), (f=1)
Electricity Teacher (ET), (f=1)
First Aid Teacher (FAT), (f=1)
Motor Vehicle Technology Teacher (MVTT), (f=1)

As can be seen in Table 1, teachers from many different branches participated in this study, but

physical education teachers outnumbered the others.

Table 2. Information about the study group

Participants’ age ranges

Participants’ years of
experience

Participants’ education
level

Duration of participants’
interest in orienteering

Participants’ duties in the
field of orienteering

20-30 years
f=14, 17.28%

0-10 years
=29, 35.80%

Bachelor’s
=74, 91.36%

0-10 years
f=69 85.19%

31-40 years
=28, 34.57%

11-20 years
=30, 37.04%

Master’s
=7, 8.64%

11-20 years
f=11 13.58%

Referee only: f=14, 17.28%
Trainer only: =13, 16.05%
Athlete only: =7, 8.64%
Trainer, referee and athlete: f=7, 8.64%

Trainer, referee, mapper and athlete: f=5, 6.17%

Provincial representative only: f=4, 4.94%

Trainer, referee, mapper, provincial representative and athlete: f=4,

4.94%

Trainer and athlete: f=4, 4.94%
Referee and athlete: f=4, 4.94%
Trainer and referee: =3, 3.70%
Trainer, referee and provincial representative: f=3, 3.70%
Referee and provincial representative: f=3, 3.70%
Trainer, athlete and chairperson: f=2, 2.47%

Instructor: f=2, 2.47%

Referee and instructor: f=2, 2.47%
Trainer and provincial representative: f=1, 1.23%

Trainer, referee and sporting director: f=1, 1.23%

Trainer, referee and club chairman: f=1, 1.23%

Trainer, referee, provincial representative and athlete: f=1, 1.23%

41 years and over
=39, 48.15%

21-30 years
=22, 27.16%

Doctorate
=0, 0%

21-30 years
f=11.23%

As can be seen in Table 2, it appears that most of the participants had bachelor’s degrees, were aged
over 30, had between 0-20 years of experience, and had been involved in orienteering for between 0-10
years. Moreover, it is also seen in Table 1 that the participants had different duties (referee, trainer,
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mapper, etc.) in the field of orienteering. In addition, both researchers have the necessary training,
certification and duties in the field of orienteering.

Instruments

Personal information form: The personal information form contains the questions asked in order to
see the general profile of the participants. Table 1 provides the necessary information related to the
guestions asked in the personal information form.

Questionnaire: This study employed an online questionnaire, one of the modern questionnaire
methods (Coskun, Altunisik & Yildirim, 2017; Gliner, Morgan & Leech, 2017). Questionnaires can be
used within the scope of qualitative research approaches (Gliner et al., 2017). They can include open-
ended, partially closed-ended, and closed-ended questions with ordered and unordered choices (Salant
& Dillman, 1994). A questionnaire was prepared and applied by attempting to pay attention to the steps
specified by Salant and Dillman (1994), aiming at conducting a successful survey process and also to
the steps specified by Robson (2011) for an online questionnaire. First of all, the draft questionnaire
guestions were prepared by the researchers, a pilot implementation of the questionnaire was conducted
with six people, the questionnaire was reviewed by experts and given its final form, after which the data
were collected, analysed and reported. The questionnaire was composed of 2 closed-ended and 11 open-
ended questions. The closed-ended questions contained “yes”, “no” and “partially” options and
consisted of the questions that reads: “Have you used orienteering as a teaching technique?”” and “Do
you think orienteering should become widespread in schools?”” The open-ended questions, on the other
hand, contained the kind of questions focusing on how the participants defined orienteering, why they
found orienteering interesting, and what activities they conducted regarding orienteering. After that, the
questionnaire included the participants’ views on the skill development of orienteering, its benefits, how
it could be integrated into education and in which schools and in what ways it could be developed.

Metaphor: Metaphors are more than mere rhetoric (Saban, 2004) and are one of the ways of
construing meaning (Miles & Huberman, 1994). First of all, a draft metaphor question was prepared and
feedback was received from a domain expert who had published scientific studies on metaphors, and a
pilot implementation was conducted with one teacher. Accordingly, the metaphor question was given
its final form, and the teachers participating in the questionnaire were asked to fill in the metaphor form
appropriately. In this way, the data collection process for the metaphors was completed.

Field notes: Field notes have a descriptive structure and include an observer’s own feelings and
thoughts about the nature of the subject being observed (Patton, 2002). In this context, one of the
researchers (F. G. Uzuner) took field notes in the applied training sessions related to orienteering that
she attended. The notes taken in different time periods and within the scope of different implementations
were given in the form of direct quotations in the Results section. Accordingly, the researcher’s direct
field notes were included, along with the date, location and content information of the training for which
the field notes were taken.

Data Collection Procedure

In this study, first of all the data collection tools (questionnaire, metaphors) were prepared. Regarding
the data collection process related to the questionnaire and metaphors, firstly, the necessary ethics
committee permission was received from the authorised units, after which the teachers were contacted
so that they would provide data to serve the purpose of the study. To that end, teachers from different
branches were contacted and given necessary information, and as a result, they voluntarily participated
in this study. In an effort to collect field notes during the data collection process, the researcher took
various notes about her observations and experiences in the context of “How can orienteering be used
in education?” in the training sessions related to orienteering that she attended. In order to be practical
and immediate, the notes were first recorded in the form of audio recordings and then transcribed. The
data collection process related to the questionnaire, metaphor and field notes can be summarised in this
way.

Data Analysis and Quality

An inductive content analysis approach was adopted due to the interaction between the researcher
and the data, and concepts were reached as a result of this interaction (Patton, 2002). A thematic coding
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analysis was adopted for the analysis of the qualitative data. Accordingly, the data were analysed by
following the steps of thematic coding with a constructivist approach based on the experiences of the
participants (Robson, 2011). Consequently, the data were first read several times, the basic codes were
generated, the themes were created based on the basic codes, the codes and themes were reviewed, the
thematic networks were created, and the integration and interpretation stage, which was the final stage,
was initiated.

Triangulation was utilised in order to increase the quality of the study, in which more than one data
collection tool, namely the questionnaire, metaphors and field notes, were used by two researchers
conducting the research. Data and researcher triangulation strategies were utilised in accordance with
Denzin’s method (1978). The selection of the sample group was made as diverse as possible and every
stage of the research process was recorded in detail as much as possible (Merriam, 2009). In terms of
the quality of the research, metaphors, comparisons and consistencies as a whole were used; possible
researcher influence was taken into consideration and triangulation was performed (Miles & Huberman,
1994). In this way, an attempt was made to increase the quality of the research.

Ethical Procedure

This study was carried out by obtaining the necessary ethics committee permission from Kafkas
University Social Sciences and Humanities Scientific Research and Publication Ethics Committee. The
respondents participated voluntarily, and ethical rules were taken into account throughout the study.

Results

The participants were asked questions about how they defined orienteering, why orienteering was
interesting, and how orienteering benefited individuals. The results are presented in the following tables
and the necessary explanations are given under relevant tables. Participants’ views on the definition of
orienteering are given in Table 3.
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Main Theme: Orienteering Sport

Subthemes (S) / Codes (C) / (frequency)

S1. Sporting: C1, C4, C5, C7, C8, C10, C12, C13, C15, C16, C19, C20, C23, C24, C26, C29, C30, C31, C34, C43,
C44, C45, C48, C50, C51, C55, C58, C60, C61, C62, C63, C66, C67, C68, C69, C70, C72, C73, C74, C75 (f=40)
S2. Developmental: C3, C11, C14, C17, C18, C21, C22, C25, C27, C32, C33, C36, C37, C38, C39, C40, C41, C42,

C46, C47, C49, C52, C54, C65, C71 (f=25)

S3. Entertaining: C2, C6, C9, C28, C35, C53, C56, C57, C59, C64 (f=10)

Codes (C) / (frequency)

C1. Intertwined with nature (f=25)
C2. Fun and entertaining (f=21)

C3. Requiring and developing physical and cognitive strength

(f=13)

C4. Involving target finding (f=9)

C5. Can be done by individuals of all ages (f=8)
C6. Physically and mentally relaxing (f=7)

C7. Requiring intelligence (f=7)

C8. Elite (f=6)

C9. Exciting (f=6)

C10. Involving direction finding (f=6)

C11. Developing the mind (f=6)

C12. Involving movement (f=6)

C13. Requiring speed (f=5)

C14. In which people can discover themselves (f=6)
C15. Involving running (f=5)

C16. Requiring use of a map (f=4)

C17. Requiring good decision-making skills (f=3)
C18. Requiring quick decision making (f=3)

C19. Mysterious (f=3)

C20. Nature-friendly (f=3)

C21. Evoking a feeling of achievement (f=3)
C22. Educational (f=4)

C23. Different and wonderful (f=3)

C24. Enabling discovery of nature (f=3)

C25. Building and developing self-confidence (f=2)
C26. Requiring study (f=2)

C27. Developing decision-making skills (f=2)
C28. Similar to playing chess by running (f=2)
C29. Requiring use of a compass (f=2)

C30. Requiring fitness (f=2)

C31. Can be done anywhere (f=2)

C32. Fostering new experiences (f=2)

C33. Instructive (f=2)

C34. Should be done by everyone (f=2)

C35. Calming (f=2)

C36. Having interdisciplinary potential (f=2)
C37. Having very positive effects on students (f=2)
C38. Requiring multiple intelligence (f=1)

C41.
C42.
C43.
C44.
C45.
C46.
C47.
C48.
C49.
C50.
C51.
C52.
C53.
C54.
C55.
C56.
C57.
C58.
C59.
C60.
C61.
C62.
C63.
Co4.
C65.
C66.

Requiring visual intelligence (f=1)
Requiring strategy (f=1)

Done on unknown open terrain (f=1)
Making one feel individual strength (f=1)
Making one feel team strength (f=1)
Developing self-confidence (f=1)
Developing life skills (f=1)

Involving competition (f=1)

Requiring concentration (f=1)

Enabling feedback (f=1)

Involving adventure (f=1)

Requiring quick thinking (f=1)

A fun teaching technique (f=1)
Liberating (f=1)

Involving several sports (f=1)

Like solving a puzzle (f=1)

Like finding treasure (f=1)

Requiring equipment (f=1)

A recreational sport (f=1)

Requiring map knowledge (f=1)
Requiring agility (f=1)

Supporting training aimed at travel (f=1)
Enabling one to keep healthy (f=1)
Allowing one to play chess in the field (f=1)
Developing problem-solving skills (f=1)
Involving finding targets as quickly as possible

(=1)

C67. Requiring the individual to use a number of
body systems (f=1)

C68. Suitable for the make-up of the Turks (f=1)
C69. Requiring physical and mental harmony (f=1)
C70. Requiring knowledge, skill and courage (f=1)
C71. Developing reasoning skills (f=1): P74

C72. Requiring psychological strength (f=1)

C73. A sport that is the modern version of scouting
(f=1)

C74. Arace (f=1)

C39. Requiring map interpretation (f=1) C75. Challenging (f=1)

C40. Requiring decision-making skills (f=1)

As shown in Table 3, it can be seen how the participants defined orienteering. Accordingly, it can be
understood that in general, the participants considered that orienteering is intertwined with nature,
entertaining and mysterious; that it requires physical, cognitive and psychological energy; that it
necessitates the use of many different skills and at the same time develops these skills; that it needs
equipment (a map and compass) and involves finding targets in unknown terrain; that it requires
intelligence, speed, fitness and decision-making skills; that it involves adventure and allows the
individual to discover him/herself; and that it is a recreational and liberating sport and at the same time
a fun teaching technique. In addition, the participants also associated orienteering with puzzles, finding
treasure, chess and scouting, and stated that it encompasses several sports and has an interdisciplinary
potential. It can, therefore, be assumed said that orienteering is a multi-faceted outdoor sport with a high
potential and that it is also a teaching technique. Orienteering can be also regarded a sport that can be
beneficial in many ways at the same time. These multiple benefits of orienteering to individuals can be
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classified in three ways as entertaining, developing and sporting. Table 4 presents the benefits of
orienteering for individuals according to the views of the participants.

Table 4. Benefits of orienteering

Main Theme: Benefits of orienteering

Subthemes (S) / Codes (C) / (frequency)

S1. Cognitive: C2, C3, C4, C6, C8, C11, C12, C13, C14, C15, C16, C17, C18, C19, C21, C26, C27, C33,
C34, C39, C41, C43, C47, C48, C49, C52, C53, C55, C58 (f=29)
S2. Affective: C7, C9, C10, C20, C22, C23, C24, C29, C30, C31, C32, C35, C36, C40, C44, C45, C46,

C54, C56, C57, C59 (f=21)

S3. Physical: C1, C5, C25, C28, C37, C38, C42, C50, C51 (f=9)

Codes (C) / (frequency)

Cl.
c2.
Cs.
C4.
Cs5.
Cé6.
C7.

Physical skills, (f=46)

Mental skills, (f=43)

Decision-making skills, (f=39)

Reasoning skills, (f=34)

Active and healthy life skills, (f=33)
Problem-solving skills, (f=29)
Self-confidence, (f=26)

C8. Thinking skills, (f=24)

C9. Psychological wellbeing, (f=24)

C10. Social skills, (f=20)

C11. Direction-finding skills, (f=18)

C12. Nature recognition and conservation skills, (f=18)
C13. Ability to protect and love nature, (f=13)
C14. Map-reading skills, (f=12)

C15. Spatial thinking skills, (f=9)

C16. Attention and focusing skills, (f=9)

C17. Lateral thinking skills, (f=7)

C18. A number of interdisciplinary skills, (f=7)
C19. Reflective thinking skills, (f=6)

C20. Courage, (f=6)

C21. Self-awareness skills, (f=5)

C22. Ethical skills, (f=5)

C23. Ability to take responsibility, (f=5)

C24. Ability to act with perseverance, (f=5)
C25. Endurance, (f=5)

C26. Strategic thinking skills, (f=4)

C27. Memory skills, (f=4)

C28. Fitness, (f=4)

C29. Ability to act alone, (f=4)

C30.

C31

Competitive skills, (f=3)

. Ability to work with a group, (f=3)
C32.
C33.
C34.
C35.
C3e6.
Ca37.
C38.
C39.
(f=3)
C40.
C4a1.
C42.
C43.
C44.
C45.
C46.
C47.
C48.
C49.
C50.
C51.
C52.
C53.
C54.
C55.
C56.
C57.
C58.
C59.

Develops a sense of helpfulness, (f=3)
Critical thinking skills, (f=3)

Visual memory skills, (f=3)
Communication skills, (f=3)

Crisis management skills, (f=3)

Strength, (f=3)

Coordination, (f=3)

Ability to relate location with direction,

Self-control skills, (f=3)

Sense of achievement, (f=2)

Agility, (f=2)

Creative thinking skills, (f=2)

Uplifting, (f=2)

Recreational, (f=2)

Feeling of freedom (f=1)

Ability to multitask (f=1)

Measurement skills, (f=1)
Three-dimensional thinking skills, (f=1)
Speed, (f=1)

Balance (f=1)

Association skills, (f=1)

Visual reading skills, (f=1)
Self-efficacy, (f=1)

Ability to use technology, (f=1)
Cultural development, (f=1)

Patience, (f=1)

Animal loving and protection skills, (f=1)
Empathy skills, (f=1)

62

As seen in Table 4, the opinions of the participants indicate that orienteering is seen as a sport that
develops the individual in many ways (cognitive, emotional, and physical). It appears that, in general,
the participants were of the opinion that orienteering has multiple benefits for individuals in terms of
cognitive, physical, social, psychological and personal aspects, which are similar to the basic aims of
education. Table 5 illustrates the views of the participants on how orienteering can be used more

specifically in education.
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Table 5. Orienteering in the education

Main Theme: Orienteering in the Education

Subthemes (S) / Codes (C) / (frequency)

S1. Orienteering as a tool (Teaching technique): C1, C3, C4, C5, C8, C10, C12, C18, C19, C20, C21, C22,

C24, C25, C26, C30, C31, C32, C33, C34 (f=20)

S3. Orienteering as both a tool and a goal (Teaching technique and sport/game): C2, C14, C15, C16, C17,

C23, C27, C28, C29 (f=9)

S2. Orienteering as a goal (Sport/game): C6, C7, C9, C11, C13 (f=5)

Codes (C) / (frequency)

C1. It can be used in the education process in a game format. (f=19)

C2. It contributes to holistic development and education. (f=16)

C3. It contributes to the education process. (f=11)

C4. Itis an educational tool. (f=8)

C5. It can be used to teach subjects in all courses. (f=8)

C6. Orienteering activities can be organised within the school. (f=7)

C7. It can be used as part of extracurricular activities at school. (f=7)

C8. It contributes to active learning. (f=5)

C9. It can be used in out-of-school learning processes. (f=5)

C10. The learning process can be designed by placing the outcomes in the objectives. (f=4)
C11. Running activities can be organised. (f=4)

C12. It facilitates learning. (f=3)

C13. It contributes to daily life. (f=3)

C14. Orienteering should be widely included in the curriculum. (f=3)

C15. Orienteering can motivate students. (f=2)

C16. It enables learning while having fun. (f=2)

C17. It can be used in sporting activities within the scope of the course. (f=2)
C18. It can be used in language instruction. (f=2)

C19. It can be used in teaching the subjects in the social studies course. (f=2)
C20. It can be used in teaching subjects that require visual reading. (f=2)
C21. It can be used for teaching students within the scope of special education. (f=2)
C22. It can be used for teaching individuals with special needs. (f=1)

C23. It can be used for the development of many skills. (f=1)

C24. 1t can be used in the teaching of many subjects. (f=1)

C25. It can be used in the life sciences course. (f=1)

C26. It can be used in the science course. (f=1)

C27. It can be used for teaching time management. (f=1)

C28. Orienteering activities can be organised in the classroom. (f=1)

C29. Orienteering can be done at home. (f=1)

C30. It can be used in teaching foreign languages. (f=1)

C31. It can be used to teach the subjects in the basic courses. (f=1)

C32. It can be used in group activities. (f=1)

C33. It can be used in teaching the subjects in the biology course. (f=1)

C34. 1t can be used in teaching the subjects in the history course. (f=1)

As is shown in Table 4, orienteering can be used in many disciplines and in many different ways. In
this connection, orienteering can be regarded both as a means to achieve learning outcomes and as a
goal in fostering many skills on its own in the education process. For example, when we look at the
statements of the participants, orienteering is not only regarded as a game that supports holistic
development in education, but is also regarded as an educational tool. The given opinions also exemplify
the necessity of using orienteering as a goal and tool in education. The participants’ views on the
practices that should be introduced and taught to students regarding this functional and beneficial
structure of orienteering are given in Table 5.

Qnternational gPrimary fducational (Research Journal



2024, 8(1): 54-71 Fatma Giil UZUNER, Fatih BEKTAS

Table 5. Introducing and teaching orienteering
Main Theme: Introducing and Teaching Orienteering

Subthemes (S) / Codes (C) / (frequency)

S1. Orienteering activities should be organised: C4, C5, C7, C10, C12, C13, C14, C15, C16, C19, C21, C27, C29, C30,
C31, C32, C33, C35, C36, C37, C38, C40, C44, C47, C48 (f=25)

S2. Orienteering training should be provided: C2, C3, C8, C11, C17, C18, C20, C22, C23, C25, C26, C28, C41, C42,
C43, C45, C46, C49, C50, C51, C52 (f=21)

S3. Orienteering should be promoted: C1, C6, C9, C24, C34, C39 (f=6)

Codes (C) / (frequency)

C1. Orienteering should be introduced to teachers. (f=20)

C2. Orienteering should be taught as a course. (f=18)

C3. Studies on orienteering teaching should be conducted. (f=18)

C4. Students should be enabled to participate in out-of-school competitions. (f=15)

C5. Training related to orienteering should be done. (f=15)

C6. Activities promoting orienteering should be carried out. (f=15)

C7. Orienteering competitions should be held and increased. (f=14)

C8. Orienteering should be added to the physical education and games/sports course as a separate unit. (f=13)
C9. Promotional activities related to orienteering should be carried out in schools. (f=11)
C10. The Ministry of National Education, Ministry of Youth and Sports and Orienteering Federation should work
together. (f=10)

C11. Orienteering education should be given to students starting from basic education. (f=9)
C12. Activities using different orienteering trails and techniques should be conducted. (f=9)
C13. Club competitions related to orienteering should be held. (f=7)

C14. Schools should be supported with regard to materials. (f=7)

C15. Orienteering competitions should be held for students. (f=6)

C16. School sports competitions related to orienteering should be held. (f=6)

C17. Physical education teachers should receive training related to orienteering. (f=6)

C18. In-service training should be given to teachers. (f=5)

C19. Students should be given the necessary opportunities to do orienteering. (f=5)

C20. Orienteering should be a separate department in higher education. (f=5)

C21. A separate budget should be set aside for orienteering activities in school. (f=5)

C22. Orienteering should be taught from simple to complex. (f=4)

C23. Educators should be trained with regard to how orienteering should be integrated into the education process.
(f=4)

C24. Students should be given training in orienteering. (f=4)

C25. Activities related to map reading and interpretation should be conducted. (f=4)

C26. Activities related to finding targets by using a map should be carried out. (f=3)

C27. Orienteering competitions should be held on special days. (f=3)

C28. Direction finding activities should be conducted. (f=3)

C29. Maps should be drawn of the areas where orienteering is to be done. (f=3)

C30. It should be expanded in schools. (f=3)

C31. Orienteering maps of school gardens should be drawn. (f=3)

C32. Orienteering should be encouraged by the relevant persons and institutions. (f=3)
C33. Activities should be carried out by the Orienteering Federation. (f=3)

C34. Parents should be given training related to orienteering. (f=2)

C35. Orienteering can be integrated into club activities. (f=2)

C36. Activities should be carried out to prepare for orienteering competitions. (f=2)

C37. Orienteering-specific conditioning activities should be conducted. (f=2)

C38. A map should be drawn of the areas where orienteering can be organised for students. (f=2)
C39. Classroom teachers should receive training related to orienteering. (f=2)

C40. Students who are talented in orienteering should be identified. (f=1)

C41. Projects related to orienteering training can be prepared. (f=1)

C42. Orienteering training should be given in public education centres. (f=1)

C43. Orienteering can be integrated into scouting activities. (f=1)

C44. Out-of-school (outdoor) orienteering activities should be done. (f=1)

C45. Studies on the use of a compass should be conducted. (f=1)

C46. Studies on orienteering aimed at trekking should be done. (f=1)

C47. Park orienteering can be organised. (f=1)

C48. Orienteering activities should be increased in schools. (f=1)

C49. Cooperation between local administrations and schools should be enabled. (f=1)

C50. Coaching courses should be expanded. (f=1)

C51. A public announcement about orienteering can be prepared. (f=1)

C52. The Council of Higher Education should encourage orienteering. (f=1)
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As can be seen in Table 6, there are many different activities stated by the participants for
introducing, teaching, disseminating and supporting orienteering for individuals. These can be classified
as promotion, teaching, and activities related to orienteering.

Finally, the participants’ metaphorical perceptions about orienteering were discussed. In this context,
the metaphorical perceptions of the participants towards orienteering are given in Table 7.

Table 7. Metaphorical perceptions related to orienteering
Main Theme: Metaphorical perceptions related to orienteering

Subthemes (S) / Codes (C) / (frequency)

S1. Orienteering is an interdisciplinary sport: C2, C4, C5, C6, C9, C10, C13, C14, C16, C17, C18, C20, C21, C22, C23, C24,
C25, C26, C27, C28, C30, C32, C34, C35, C38, C41, C42, C43, C44 (f=29)

S2. Orienteering develops life skills: C1, C3, C7, C8, C11, C12, C15, C19, C29, C31, C33, C36, C37, C39, C40 (f=15)

Code (C) / (frequency), metaphor (M) / (participant code)

Code (C) / (frequency), metaphor (M) / (participant C20: It is very comprehensive. (f=1)

code) M20: Conscious exercise (P57)

C1: It fosters essential skills for life. (f=10) C21: Itis chess in nature. (f=1)

M1: Life (P14, P21, P29, P53, P75, P22, P36), breathing M21: Chess (P27)

(P34), engineering (P49), guide and manual (P72) C22: It involves the harmony of nature and the mind. (f=1)
C2: It is an outdoor sport. (f=6) M22: Playing chess in nature (P48)

M2: Living with nature (P30), freedom (P33), direction C23: It involves a struggle in nature. (f=1)
finding and survival (P55), playing chess in nature (P56, M23: Survivor (P74)

P61), being at one with nature (P76) C24: It allows us to rest in nature. (f=1)

C3: Itis a mind game. (f=4) M24: Forest painting in a dark room (P52)

M3: Chess (P13, P59, P60), brain (P73) C25: It is a struggle for life in nature. (f=1)

C4: Itis a sport. (f=4) M25: Struggle to survive (P46)

M4: Chess and athletics (P1), solving puzzles while C26: It is a mind game in nature. (f=1)

running (P6), racehorse (P8), playing chess while M26: Playing mind games in nature (P78)
running (P20) C27: It involves playing by thinking. (f=1)

C5: It involves finding targets. (f=3) M27: Chess (P43)

M5: North pointer of the compass (P58), treasure C28: It involves playing by thinking. (f=1)
hunting (P31), puzzle (P32) M28: Catching fish (P81)

C6: It gives the feeling of freedom. (f=3) C29: It is enjoyable. (f=1)

Mé: Bird (P12, P18, P77) M29: Treasure map (P9)

C7: It is a problem-solving process. (f=3) C30: It requires physical and mental energy and sustaining
M7: Summary of life (P25), puzzle (P26), finding a these. (f=1)

solution as quickly as possible (P71) M30: Playing chess by running (P45)

C8: Itinvolves alternative solutions. (f=2) C31: It is a sport that provides everyone with the skills they
M8: Bicycle (P19), coding (P63) need. (f=1)

C9: Itisarace. (f=2) M31: Feeding the baby (P38)

MO9: Pentathlon (P10, P11) C32: It involves finding targets quickly. (f=1)
C10: It is important to use the shortest time and the M32: Race against time (P50)

appropriate route. (f=2) C33: It involves decision-making skills. (f=1)
M10: Messenger (P19), navigation (P39) M33: Using intelligence (P66)

C11: It requires strength in every way. (f=2) C34: It involves running. (f=1)

M11: Terminator (P24), sport (P28) M34: Athletics (P4)

C12: It enables reflective thinking. (f=2) C35: It provides an adventure-filled experience. (f=1)
M12: Sudoku (P15), life (P41) M35: Adventure (P5)

C13: But other things resemble orienteering. (f=1) C36: It fosters self-confidence. (f=1)

M13: Something unique (P16) M36: Puzzle (P2)

C14: It is a sport in which the trainer does not interfere C37: It enables self-management. (f=1)

in the field. (f=1) M37: Mathematics (P35)

M14: The athlete’s freedom (P64) C38: It is calming. (f=1)

C15: It improves the brain. (f=1) M38: Diving from hot land into cool water (P54)
M15: Chess (P40) C39: It enables thinking from the concrete to the abstract. (f=1)
C16: Unknowns are found from things that are known. M39: User guide (P65)

(f=1) C40: It enables strategic thinking. (f=1)

M16: Logic lesson (P42) M40: Computer game (P3)

C17: It includes the features of many sports branches. C41: It involves stress. (f=1)

(f=1) M41: Maze game (P7)

M17: Latest model car with most advanced technology C42: It strengthens the mind and body. (f=1)
(P70) M42: Antivirus (P47)

C18: It opens the door of nature to the individual. (f=1) C43: It is important to stay fit. (f=1)

M18: Maze game (P62) M43: Military service (P69)

C19: It enables holistic development. (f=1) C44: Itis difficult and fun. (f=1)

M19: Playing chess in nature (P44) M44: Sudoku (P23)

Note: There were cases where participants gave more than one explanation of a metaphor. Codings were made accordingly.
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When Table 7 is examined, it can be understood that the metaphorical perceptions of the participants
are similar to the views in the previous findings. The participants appeared to have interpreted
orienteering as a very beneficial and comprehensive sport in an interdisciplinary structure. In other
words, it can be suggested that from the perspective of the participants, orienteering is perceived as an
interdisciplinary sport that develops life skills.

Following the findings regarding the participants’ evaluation of orienteering from different
perspectives, the orienteering notes that stood out in the researcher’s field notes are given in Table 8.

Table 8. Orienteering notes appearing in field notes
Field Note 1: TOF Stage Races
Location: Trabzon, Samsun
Date: 6-7 May 2017, 14-15 October 2017
Researcher’s participation status: Athlete
Note: From among the field notes taken for both races, the common notes that stand out in line with the
purpose of the research are included.
Orienteering can involves emotional and thinking processes simultaneously.
Orienteering can involves problem solving and quick decision making processes.
Orienteering can supports all developmental areas of individuals of all ages.
Orienteering has a constructivist process.
Orienteering has the potential for an individual to acquire many of the skills he needs.
Orienteering can have a very important role, especially in the holistic development of children.
Field Note 2: TOF Mapping Course (1st grade)
Location: Antalya
Date: 20-29 January 2018 (1st grade)
Researcher’s participation status: Trainee

Within the scope of orienteering, students can gain different skills related to many courses and
achievements through map drawing.

An educator who wants to use orienteering must have map drawing skills and knowledge.

Field Note 3: TOF Orienteering Coach Training Courses (1st and 2nd grades)

Location: Canakkale (1st grade), Trabzon (2nd grade)

Date: 3-14 July 2017 (1st grade), 24 June-9 July 2019 (2nd grade)

Researcher’s participation status: Trainee

Note: From among the field notes taken for both courses, the common notes that stand out in line with the
purpose of the research are included.

An educator who wants to use orienteering can receive theoretical training on orienteering.

An educator who wants to use orienteering can do orienteering in the field.

An educator who wants to use orienteering should experience different educational practices designed by
an expert in the field.

An educator who wants to use orienteering should design and implement educational experiences related
to orienteering.

An educator who wants to use orienteering can be able to adapt educational goals to orienteering.

An educator who wants to use orienteering can plan very well.

Field Note 4: Researcher’s observations of activities she participated in

Date: Between 2017-2021

Activity types: Contest, activity, project, etc.

Researcher’s participation status: Referee, instructor, trainer, official.

Note: From among the field notes taken for all the observed activities, the common notes that stand out in
line with the purpose of the research are included.

Orienteering can be used for multiple purposes in education.

It can also be used in the orienteering measurement and evaluation process.

Orienteering can be used in the versatile development of individuals.

The use of orienteering for educational purposes requires highly qualified training.

Table 8 demonstrates that, from the point of specifying goals and tools in the education process, there
is a great deal of knowledge and many skills for which orienteering can be used and which can improve
students with a multi-faceted approach. From this standpoint, all the results seem to support each other.
It can, thus, be interpreted that orienteering can be used effectively as a goal and a versatile tool in
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education. In addition, the results of this study did not differ much by gender and branches of the
participants.

Discussion and Conclusion

This study aimed to examine the views of teachers about the use of orienteering in education. First
of all, the views held by the participants about orienteering were examined. When we look at the
participants’ definitions for orienteering, the prominent features can be expressed as being intertwined
with nature, being fun and entertaining, requiring physical (speed, fitness, running, movement agility,
etc.), mental (intelligence, problem solving, reasoning, strategic thinking, etc.) and psychological
strength, contributing to psychological wellbeing (enabling peace of mind, self-confidence, etc.), being
suitable for all ages, requiring basic orienteering skills (reading a map, using a compass, direction
finding, getting directions, etc.), having similarities with many different games (puzzles, chess, treasure
hunting, etc.), being nature-friendly, and being educational and instructive. Furthermore, it can be stated
that the participants’ views on the benefits provided by orienteering for individuals appear to be a more
detailed form of the definitions they gave. In this context, it could be suggested that orienteering
develops many skills such as physical, mental, decision-making, reasoning, problem-solving, thinking,
social, direction-finding, map-reading, spatial thinking, attention and focus, lateral thinking, ethical,
memory, competitive, critical thinking, communication, crisis management, creative thinking, three-
dimensional thinking, visual reading, empathising, and measurement skills, as well as promoting active
and healthy living, psychological wellbeing, self-awareness, self-control, and use of technology, as well
many other benefits (happiness, courage, self-confidence, achievement, etc.) from different aspects.
Such results regarding the contributions of orienteering to individuals are supported by Kelly (2014),
and McNeil and Palmer (2005), and are compatible with the literature. In this context, it can be stated
that orienteering has a structure that improves the individual's personal, social and academic skills. It
can be stated that these results are also reflected in the notes taken by the researcher. In this context, it
is stated in the field notes that orienteering can be used in the context of means and purposes in
education. However, it should be noted that for this, teachers need to receive training, improve
themselves on maps and make good planning. It should be emphasized here that the planning process
of orienteering is very important.

The participants’ metaphorical perceptions about orienteering seemed to be similar to their other
views. Their perceptions of orienteering were positive, with multi-dimensional and beneficial
characteristics. Apart from being an outdoor sport, orienteering also has a powerful interdisciplinary
potential. Considering the skills developed by orienteering (Kelly, 2014; McNeill & Palmer, 2005) and
the benefits it provides, it can be stated that they show parallelism with the goals determined according
to contemporary education approaches. With reference to the 21st century skills, such characteristics as
learning and innovation (problem solving, communication, creativity, etc.), digital literacy (information
and communication technologies), and career and life skills (leadership, responsibility, self-
management, etc.) come to mind (Trilling & Fadel, 2009). Indeed, based on the results, it can be
concluded that many skills that are believed to develop through orienteering actually fall within the
scope of the 21st skills. As for the reason for this, it can be considered that the orienteering process is in
fact an experiential learning process. It is also regarded as a process in experiential learning, and that
this process involves experience, requires adaptation to the world, comprises individual and external
processes, and is a knowledge production process (Kolb, 2015). In fact, individuals learn through their
experiences (Dewey, 2013). Since orienteering can successfully combine physical and cognitive energy
in the background of positive emotions (Vaskan, et al., 2019), it can be viewed as a life skill. Kaya
(2020) also stated that this energy is associated with many learning areas and can be used in such areas.
Furthermore, Beyaztag (2022) stated that academic achievement increased, in a study focusing on
orienteering within the framework of Quantum Learning Approach. From an educational point of view,
the link between orienteering and experiential learning can to some extent explain the source of
orienteering’s benefits for an individual. Therefore, it can be stated that an individual who performs only
orienteering may acquire many skills aimed at in the education system. As a result, orienteering can be
defined as an educational goal that includes a skill reserve beyond being merely an outdoor sport.

Orienteering can be regarded as a goal in and of itself in education. However, orienteering can also
be used as a tool in education. Bradford (1977) stated that educators can combine orienteering with their
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academic programmes. In this way, students can explore many new areas (Kelly, 2014). In her study,
Uzuner (2019) used orienteering as a tool to develop mathematical problem-solving skills and stated
that orienteering can be used in this way in different fields. Uzuner and Sahin (2021) concluded in their
study that orienteering is effective in developing attention, metacognition and problem-solving skills of
students with ADHD. Similarly, Tas (2010) stated that from a sportive point of view, people who do
orienteering cope better with stress, Saglamol, Tiizkan and Acar (2015) focused on democracy teaching
through orienteering from an educational point of view. According to Atakurt et al. (2017) and Vaskan
etal. (2019), orienteering has positive effects on cognitive activities from a sportive point of view, while
Harput, Caglayan and Bilici (2015) tried to make students get to know the Ancient City of Ephesus by
using orienteering, from an educational point of view. The participants stated that orienteering, which
supports the holistic development of individuals with its multiple benefits, can be used as a tool in
education by being handled in a game format. Orienteering can also be used as a tool for achieving
educational goals, for reasons such as facilitating learning, contributing to daily life, having a structure
that can be used in teaching the subjects in many courses, being useful in many areas inside and outside
the classroom, enabling learning by having fun, and being a source of motivation. Orienteering can,
therefore, be used as a tool to foster and make good use of the desired knowledge, skills, values and
behaviours in students within the scope of educational goals. In other words, as well as being an outdoor
sport, orienteering can be used as a teaching method and technique. Furthermore, it can be used within
the scope of alternative measurement and evaluation methods and technigues. Orienteering can also be
deemed as a motivation tool in and of itself. When orienteering is dealt with in this way, individuals
may achieve both the outcomes of orienteering and the targeted educational goal. Thus, the use of
orienteering as a tool in education means that individuals are likely to go through an intense experiential
learning process. However, one aspect should be noted here: The reason why orienteering is used as a
tool in education is that it is very efficacious as a sport. In other words, an individual who only does
orienteering can achieve many gains (Kelly, 2014). If a goal is to be achieved in the context of the lesson,
it also effectively mediates to achieve it. For this reason, it can be stated that orienteering can be used in
many areas as a tool, a goal, and both a tool and a tool.

Orienteering should also be introduced and taught to the stakeholders of education (teacher, student,
parent, administrator, etc.) in order to make use of it effectively in education in terms of a goal and tool.
Some suggestions were made by the participants in this regard. Accordingly, orienteering should be
introduced and taught to the relevant stakeholders; cooperation should be made between schools and
related institutions and organisations; orienteering should be included in the curricula of all education
levels; the number of orienteering-related (local, national and international) competitions should be
increased; the necessary support (materials, training, activities, etc.) should be given to schools so as to
enable all schools to do orienteering; in-class and out-of-class orienteering activities should be carried
out, and map and compass-using activities should be conducted to help students acquire orienteering
skills. According to Notarnicola et al. (2012), Vukadinovic et al. (2015) and Tanrikulu (2011),
orienteering should be used in schools. The source of this suggestion can be shown as the physical and
mental aspects of orienteering (Golgeli, 2020) and its interdisciplinary potential (Tammaro et al., 2017).
In particular, orienteering training should start from the basic education level and within this scope,
orienteering should be introduced and taught to students with map and compass games. As a result,
teachers must first possess the necessary knowledge and skills in the field of orienteering so that it can
be benefited effectively in education in terms of a goal and tool. In fact, orienteering can be used
effectively in the education process of all students in order to encourage the desired behaviours. The
relevant literature review has shown the presence of similar studies (Paliichuk et al., 2018; Pouya et al.,
2017; Atakurt et al., 2017; Vaskan et al., 2019).

As a consequence, it can be assumed that the use of orienteering in education as both a goal and a
tool may be critically important in raising future generations in a better quality way in the globalising
world. It is also necessary that the skills that orienteering brings to individuals (Kelly, 2014) be by and
large consistent with the 21st century skills (Partnership for 21st Century Skills, 2019). In addition, the
spread of a sports branch of Swedish origin to the world and afterwards, its transformation into a
potential tool that can be used in the field of education all over the world can be considered as an
important output in terms of intercultural innovation and transformation in education. As a matter of
fact, as a result of the developments in many areas in the world, communication and interaction occur
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at the international level. Making this interaction favourable for societies is dependent on state policies
and educational sciences. In this case, educators have to deal with intercultural education, which is a
contemporary form of education (Coskun, 2016). In this context, the existence of intercultural
interaction in education can contribute to the enrichment of the content of global education.

As for the research field, it may be useful to develop suggestions for new studies based on the
limitations of this study so that the results obtained can contribute more to the relevant literature. In this
respect, it can be recommended that studies on this subject be conducted in which the number and variety
of participants is greater, the data collection tools are more varied, the data collection period is longer,
and different research methods are used. Furthermore, it can be suggested that more practical studies are
conducted on the use of orienteering as a goal and tool in education. In addition, it can be recommended
that projects be carried out within the scope of orienteering and education in the intercultural dimension
related to the field of education. Orienteering should be included in curriculum as a content and teaching
method. More emphasis should be given to orienteering training by Council of Higher Education and
the Ministry of National Education.
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Ozet: Arastirma, ilkokul 3. ve 4. simf Ogrencileri igin
hazirlanan fen ve teknoloji ders kitaplarinda yer alan
etkinliklerin, veri isleme becerilerine yer verme durumlarini
incelemeyi amaglamaktadir. Caligma, nitel arastirma
yontemleri gergevesinde, dokiiman analizi teknigini
kullanarak yiiriitiilmiistiir. Milli Egitim Bakanligi Talim
Terbiye Kurulu tarafindan onaylanan 2022-2023 egitim
Ogretim yilina ait fen bilimleri ders kitaplari, bu aragtirmanin
ana inceleme konusunu olusturmaktadir. Incelenen ders
kitaplar1 igerisinde yer alan toplam 67 etkinlik detayli bir
sekilde ele alinmustir. Bu etkinlikler, 6grencilerin bilimsel
diisinme ve analiz yeteneklerini gelistirmeye yonelik olarak
“Fiziksel Olaylar” ve “Canlilar ve Yasam” iki temel konu
alanlar1 altindaki etkinlikler kullanilmistir. Fen ders kitabi
etkinliklerinde veri uygulama becerilerine sinirh diizeyde yer
verildigini ortaya cikmistir. Fen etkinliklerinde en sik
rastlanan veri uygulama becerileri, tahmin ve veri analizidir.
Ancak fen etkinliklerinin  higbirinde  degiskenleri
degistirmeye dayali grafik/tablo olusturma ve sonuglari
raporlama yer almamaktadir. Benzer sekilde, verilerin
grafikler ~ve tablolar aracihigiyla sunulmasi, veri
toplama/kullanma siireglerinde etik konularin dikkate
alinmasi gibi veri uygulama becerilerinin sunumu da ¢ok
simirlidir.  Aragtirma sonuglari, ilkokul diizeyinde fen
egitiminin ve fen ders kitaplarinin kalitesini artirmaya yonelik
onemli bulgular sunmaktadir.

Anahtar Kelimeler: Veri isleme, bilimsel siire¢ becerileri,
fen ve teknoloji ders kitab, ilkokul 6grencisi

1 Bu arastirma birinci yazarin yiiksek lisans tezinden iiretilmistir.
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Abstract: The research aims to examine the activities in 3rd
and 4th grade activities in science textbooks including data
practice skills.The purpose of the research is to examine
whether these science activities accommodate students' data
practice skills. The study was conducted within the
framework of qualitative research methods, using the
document analysis technique. Science textbooks for the 2022-
2023 academic year, approved by the Ministry of National
Education, Board of Education and Discipline, constitute the
main subject of this research. A total of 67 activities included
in the examined textbooks were discussed in detail. These
activities were used under the two main subject areas of
"Physical Phenomena” and "Living Creatures and Life" to
develop students' scientific thinking and analysis skills.
Analysis of the textbooks revealed limited inclusion of data
practice skills in science textbook activities. The most
frequent data practice skills revealed in science activities
were, prediction, data analysis. However, none of the science
activities included graph/table construction based on
changing variables, reporting the results. Similarly very
limited presentation of data practice skills such as
presentation of data through graphs, tables, consideration of
ethical issues in data collection/use processes.The research
results provide important findings to improve the quality of
science education as well as science textbooks at the primary
school level.

Key Words: Data practice, science process skills, science
textbook, primary students
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Giris
Fen bilgisi egitimi, 6grencilerin dogal diinya hakkinda bilgi edinmelerini, bilimsel siire¢ becerilerini
gelistirmelerini ve bilim ile teknolojinin toplumdaki roliinii anlamalarini saglamak icin hayati bir alan
olarak on plana ¢ikar. Cagdas egitim paradigmasi, Ogrencilerin sadece bilimsel kavramlari
Ogrenmelerinin Stesinde, onlar1 bilim adam gibi diistinmeye ve bilimsel yontemleri kullanarak diinyay1
kesfetmeye tesvik etmeyi hedefler (Sahin ve Ates, 2020).

Fen bilgisi egitimi, cocuklarin erken yasta evrenin isleyisi ve dogal olaylar hakkinda meraklarin
uyandirir. Bu, onlarin gézlem yapma, sorgulama, kesfetme ve problem ¢ozme gibi temel becerilerini
besler. Bu siirecte, 6grencilere bilimin sadece bir bilgi toplulugu degil, ayn1 zamanda siirekli sorgulama,
arastirma ve yenilik yapma faaliyeti oldugu vurgulanmalidir (Kennedy ve Sundberg, 2017). Bilimsel
metodoloji, fen bilgisi egitiminin temelini olusturur. Hipotez kurma, deneyler yapma, veri toplama ve
analiz etme, sonucglari yorumlama ve sonug¢larini sunma, bu metodolojinin temel adimlaridir.
Ogrencilere bu adimlarin her biri teorik ve pratik olarak dgretilmelidir. Ornegin, 6grenciler bir deney
diizenlerken, kontrol gruplarinin énemini, degiskenleri izole etmenin gerekliligini ve sonuglar1 nasil
dogru bir sekilde kaydedeceklerini grenmelidirler (Cangiiven, Oz, Binzet ve Avci, 2017).

Ogretimde kullanilan pedagojik yontemler, dgrencilerin aktif katilimini tesvik eden, onlar1 merak
ettiren ve bilimsel diisiinme yeteneklerini gelistiren etkinlikler icermelidir. Soru-cevap, tartisma, grup
caligmasi, projeler ve interaktif sunumlar, bu amagcla kullanilabilecek yoOntemler arasindadir
(Biiytiktokatli ve Bayraktar, 2014, s. 106). Ayrica, fen bilgisi egitiminde teknolojinin kullanima,
Ogrencilere daha genis bir perspektif sunar ve onlarin anlayiglarini derinlestirir (Deveci, 2018). Sanal
laboratuvarlar, bilimsel simiilasyonlar ve cesitli egitim yazilimlari, dgrencilere gercek diinyadaki
bilimsel siirecleri giivenli ve kontrol edilebilir bir ortamda deneyimleme olanagi saglar (Giines, 2016).

Fen bilgisi egitiminin baska bir 6nemli yonii de gevresel biling ve siirdiiriilebilirlik egitimidir.
Ogrenciler, gevresel sorunlarm ve bunlarin insanlar ve diger canlilar iizerindeki etkilerinin farkinda
olmalidir. Bu, onlarin gevresel sorunlara karsi sorumluluk almalarini ve siirdiiriilebilir ¢6ziimler
gelistirmek icin bilim ve teknolojiyi kullanmalarini tesvik edecektir (Tascan ve Unal, 2020). Fen bilgisi
egitimi, 6grencilere bilimin toplum {izerindeki etkilerini ve etik sorumluluklarini 6gretmelidir. Bilimsel
kesiflerin ve teknolojik yeniliklerin etik ve toplumsal sonuglari tizerine diigiinmeleri, 6grencilerin daha
bilingli ve sorumlu bireyler olarak yetismelerine yardimci olacaktir. Bu biitiinsel yaklagim, 6grencileri
sadece bilimsel bilgiyle donatmakla kalmayip, ayni zamanda onlar1 bilim ve toplum arasindaki karmagik
iligkileri anlayan ve bu bilgileri toplumun yararina kullanabilen bireyler olarak yetistirecektir (Kirman
Bilgin ve Turan Bektas, 2018).

Giiniimiiz teknoloji cag1 hizla gelisirken egitimde bu degisimlerden etkilenmesi kaginilmaz bir
gerecek haline gelmistir. Bu degisimler egitimde de bazi yeniliklere yol agmistir. Ogrencilerden gagin
gerektirdigi degisimlere ayak uydurabilmeleri i¢in artik bilgiyi hazir alici konumundan aktif bilgi tireten
yenilikgi diislinen, arastiran ve sorgulayan bireyler olmalar1 beklenmektedir. Bilimsel diisiinme becerisi
gelismis, bilim ve dogay: birlikte ele alabilen bireylerin yetistirilebilmesi fen egitiminin iyi olmasina
baglidir.

Fen bilimi, insanlarin diinyay1 anlama ve agiklama cabalarinin bir iiriinii olarak ortaya ¢ikmustir
(MEB, 2005). Bu bilim dal1, doga olaylarimin detayli bir sekilde incelenmesini ve heniiz gézlenmemis
olaylarin kesfedilmesini hedefler. Doga olaylarinin sistematik bir sekilde arastirilmasi ve anlagilmasi
yoluyla fen bilimleri, bilgi birikimini artirarak insanlarin ¢evrelerine dair daha derin bir kavrayisa sahip
olmalarimi saglar. Bu baglamda, fen bilimleri, doganin gizemlerini ¢6zme ve evrenin isleyisini anlama
amact giiden bir disiplindir.

Fen egitimi, yeni yasantilarini kendi igerisinde analiz edebilen ve bunlari anlamli organizelerle sunan
bireyler yetistirmeyi hedeflemektedir (Driver, Newton ve Obsorne, 2000). Ogrenciler yeni dgrendikleri
kavramlar1 sebep sonug iligkisi igerisinde tekrardan organize ederler. Fen bilimleri dersi igin bilimsel
diisiinme ve analizde bilimsel tartismay1 kullanmak oldukca &nemlidir. Ogrenciler kendi fikirlerini
aciklarlar ve uygun olmayan fikirlere karsi ¢ikarak birlikte yeniden yapilandirirlar (King, 1997). Fen
dersleri ¢ocuklarin yaratici diisiinme becerilerini gelistirir. Cevreyi ve diinyay1 gormelerine izin verir.
Ayn1 zamanda 6grenciler ve sosyal ¢evre arasinda etkili iletisim kurmalarini saglar. Cocuklarin basaril
olmalar1 ve hayati anlayabilmeleri igin fen bilimleri diinyasini tanimalar1 gerekmektedir.
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Fen bilimlerini 6grencilere aktarabilmenin bir yolu da ders kitaplaridir. Ders kitaplari, 6gretim
programlarinin igerigini yansitacagindan dolay1 6grenme ve 6gretme iizerinde 6nemli bir etkiye sahiptir
(Pepin ve Haggarty, 2001; Stein, Remillard ve Smith, 2007). Ogrenme ¢iktilar1 ve dgretme siireglerinin
degerlendirilebilmesi i¢in de gereklidir. Ders kitaplart hem siniflarda hem de evde ¢ok sik
kullanilmaktadir. Milli Egitim Bakanlig1 kontroliiyle 6zel yayimn evlerinin 6gretim programina uygun
olarak hazirlanan ders kitaplar1 da vardir. Fen bilimleri 6gretmenlerinin, derslerini planlarken ve islerken
bagvurdugu kaynaklarin baginda ders kitaplaridir (Davis ve Krajcik, 2005).

Bireylerde bilimin degeri anlasilmali ve pozitif bir tutum gelistirilmelidir. Bunlarin yaninda,
Ogrencilere verilen fen bilimleri egitiminde bilimsel siire¢ becerilerinin ve veri isleme becerisinin de
kazandirilmas1 gerekmektedir. Arastirma yol ve yontemlerini kazandiran, dgrencilerin aktif olmasini
saglayan, kendi 6grenmelerinde sorumluluk alma duygusunu gelistiren ve 6grenmenin kaliciligini
artiran temel becerileri gelistirirler ve bunlar1 daha sonraki yasantilarinin degisik asamalarinda
kullanarak hayatlarim kolaylastirirlar (Tekisik, 2002). Fen 6gretim programinin amaglarindan biri
beceriler kazandirmaktir. Bilimsel siire¢ becerileri ve veri igleme becerisi bu becerilerin énemli bir
parcasidir.

Bilim insanlarinin sahip oldugu beceriler bilimsel siire¢ becerileri olarak gegmektedir (Yigit, 2012).
Fen bilimleri 6gretmenlerinin bilimsel siire¢ becerilerine sahip olmali ve 6grencilerine kazandirmalidir.
Bilimsel siire¢ becerilerinin kazandirilmasi saglandigi takdirde 6grenciler fen bilimleri dersini sevmeleri
ve fen bilimleri dersinde anlamli 6grenmeler saglanacaktir (Cepni ve Ayvaci, 2012).

Veri Isleme becerileri verilerin olusturulmasi, toplanmasi, tablo ve grafik gibi cesitli temsillerle
gosterilmesi ile yorumlanmasini igerir (Morris, Croker, Masnick ve Zimmerman, 2012; Zimmerman,
2007). Fen derslerinde kullanilan ders kitaplarinin veri isleme ile ilgili hangi etkinliklerin yer aldig1 ve
bu etkinliklerin nasil gosterildigi dnem tagimaktadir. Ogrencilerin bilimsel diisiinme becerileri acisindan
veri igleme becerisi 6nemli bir yere sahiptir. Veri isleme becerisinin yaninda yasam becerileri,
miihendislik becerileri ve elestirel diisiinme becerileri bir arada ele alinmistir. Dolayisiyla yapilacak olan
fen ders kitaplarindaki etkinliklerin incelenmesi c¢aligmas1 alanyazisina katki saglayacagi
diistiniilmektedir.

Bilimsel okuryazarlik, 6grencilerin bilim ve teknoloji odakli cagdas toplumda bilingli bireyler olarak
yer alabilmeleri i¢in temel bir yeterlilik olarak kabul edilmektedir. Bu baglamda, veri isleme becerileri,
Ogrencilerin bilim pratigine katilimlarint ve bilimsel kavramlari anlamalarini  destekleyen
yetkinliklerdir. Bu yetkinlikler, 6grencilerin gézlem, hipotez gelistirme, deney tasarlama, veri analizi ve
sonuclarin sunumu gibi bilimsel metotlar1 anlamalarin1 ve uygulamalarini igerir. Mevcut calisma,
ilkogretim diizeyindeki 6grencilerin veri isleme becerilerini kullanim sikligimi1 ve bu becerilerin simf
seviyeleri arasindaki dagilimimi incelemektedir. Elde edilen bulgular, egitim miifredatinin ve 6gretim
yontemlerinin, 0grencilerin ¢agin gerektirdigi bilimsel diisiinme yetilerini kazanmalarim1 saglamak
adina nasil iyilestirilebilecegi lizerine i¢gdriiler sunmaktadir. Bu aragtirmanin temel amaci ilkokul 3. ve
4 sinif 6grencilerinin fen ve teknoloji ders kitaplarindaki etkinliklerin veri isleme becerilerine katkisinin
incelenmesidir. Bu amag dogrultusunda Ilkokul 3 ve 4. sinif ders kitaplarinda yer alan etkinliklerde veri
isleme becerisi nasil yer bulmustur?’’ sorusuna cevap aranmustir.

Yontem

Bu aragtirmada nitel arastirma yontemi kullanilmistir. Nitel arastirma; ¢esitli nitel veri toplama
yontemleri kullanilarak, kuram olusturmay1 temel alan bir anlayisla sosyal olgularin dogal ortamda,
gercekei ve biitiinciil bir bigimde arastirilmasini ve anlagilmasini 6n plana alan bir yaklagimdir (Yildirim
ve Simgek, 2011, s. 39).

Ilkokul 3. ve 4. Siif fen bilimleri ders kitabi etkinliklerini veri isleme becerisi agisindan incelenmesi
yapilacak bu arastirmanin yontemi nitel arastirma yaklasimlarindan tarama modellerinden dokiiman
incelemesidir. MEB Yayinlari, Anka Kusu Yaymnlar ve Ata Yayinlart fen bilimleri kitaplar
incelenmektedir.

Bu aragtirmanin temel amaci ilkokul 3. ve 4 siif 6grencilerinin fen ve teknoloji ders kitaplarindaki
etkinliklerin veri isleme becerilerinin nasil ele alindigimin incelenmesidir. Ders kitaplarindaki
etkinliklerin veri isleme becerilerinin hangi Slgiide oldugunun ortaya g¢ikarilmasidir. Milli Egitim
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Bakanligi Talim Terbiye Kurulu tarafindan onaylanan 2022-2023 fen bilimleri ders kitaplari
incelenmistir. MEB onayli, komisyonlarin ve 6zel yayinlarin hazirladigi Anka Kusu Yayinlar1 ve Ata
Yaymlar1 fen bilimleri kitaplar1 da dahil edilmistir. Ders kitaplar igerisindeki toplam 67 etkinlik ele
almmustir. “Fiziksel Olaylar’” ve “Canlilar ve Yasam’’ konu alan1 adi altindaki etkinlikler belirlenen
kategoriler dogrultusunda kodlanmustir. Calisma bulgulari bu etkinlikler tizerinden incelenmistir.

Veri Toplama Aract

Tiirkiye’de 6gretmen ve oOgrencilerin kullanmalar1 igin MEB onayli, komisyonlarin ve ozel
yayimlarin hazirladigr iki farkli ders kitabr tiiri vardir. 2022-2023 yilinda ilkokul fen bilimleri
derslerinde kullanilan ders kitaplar1 arastirmada incelenmek iizere secilmistir. Arastirmada dokiiman
analizi yapilmaktadir. Morris ve arkadaglarinin 2015°te Bilican Senler ve Aydeniz in 2023 te
yayinladiklar1 makalelerden revize edilen kategoriler ¢ercevesinde etkinlikler veri isleme becerileri
acisindan incelenmistir. Dokiiman analizi, yazili belgelerin igerigini titizlikle ve sistematik olarak analiz
etmek i¢in kullanilan bir nitel aragtirma yontemidir (Wach, 2013). Bu aragtirmada segilen fen bilimleri
ders kitaplar1 Tablo 1’ de yer almaktadir.

Tablo 1. Calismada kullanilan fen bilimleri ders kitaplari

Siif Secilen Fen Bilimleri Ders Kitaplari

3. Smuf MEB Yaynlar: Fen Bilimleri 3 Ders Kitabi

3. Smuf Anka Kusu Yaymlar: Fen Bilimleri 3 Ders Kitab
4. Smif MERB Yayinlar: Fen Bilimleri 4 Ders Kitabi

4. Smf Ata Yayinlari Fen Bilimleri 4 Ders Kitabi

Verilerin Analizi

Bu aragtirmada, ilkokul 3. ve 4. smif fen bilimleri ders kitaplarinin etkinlikleri, veri isleme becerisi
acisindan incelenecek; bu analizde nitel veri analizi yontemlerinden igerik analizi kullanilacaktir. Ders
kitabindaki etkinlikler tek tek gézden gecirilecek, ifadelerin hangi bilimsel siire¢ becerilerini temsil
ettigi belirlenecek ve elde edilen veriler, iinite boliimlerine gore diizenlenerek tablolar halinde
sunulacaktir. Igerik analizi, bir metin veya belgenin icerigini inceleyerek sayisal veya istatistiksel olarak
ortaya koymayi amaglayan bir analiz tiiriidiir. Bu analizin amaci, belirlenen kavram veya konu
cercevesinde benzer verileri toplamak ve bunlar1 okuyucunun anlayabilecegi sekilde yorumlamaktir.
(Ekiz, 2015; Yildirrm ve Simsek, 2016). igerik analizi; nesnel, dl¢iilebilir, dogrulanabilir bilgilere
ulasmak amaciyla dokiiman, metin ve evrak gibi materyalleri analiz etmeyi amaglayan nitel arastirma
yontemi igerisinde yer alan bir tekniktir.

Veri analizi i¢in kategori tablosu olusturulmustur. Smif diizeyinde incelenen kategorilere yonelik
becerinin yer verilme durumlart MEB ve 6zel yayinevleri verileri birlestirilerek tablolastirilmistir.
Arastirmacilar tarafindan. etkinlik incelemelerinde var olan her bir kategori 1 olarak puanlandirilirken,
olmayan kategoriler O olarak puanlandirilmistir. Ornegin; "Ogrenciler bilimsel bir deney baglaminda
veri toplarlar.” kategorisi i¢in; incelenen etkinlik 6grencilerin bilimsel bir deney igin veri toplamasini
iceriyorsa 1 olarak, icermiyorsa O olarak puanlanmistir. Arastirmada adim adim tekrarlama ile
aragtirmacilar iki es gruba ayrilarak, iki es yariya boliinmiis veri kaynag {izerine ¢alismiglardir. Tablo 2
'de kategoriler ve incelenen etkinliklerdeki 6rnekler sunulmustur.
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Tablo 2. Kategoriler ve etkinliklerdeki 6rnekleri

Eda Nur AKAY, Kader BILICAN

Kategoriler

Etkinliklerdeki Ornekleri

Ogrenciler bilimsel bir deney baglaminda
veri toplarlar.

Ogrenciler bir deney tasarlarlar ve
toplayacaklar1 veri tiiriinii belirlerler.
Ogrenciler bagimsiz ve bagiml degiskenleri
belirlerler.

Ogrenciler kendi hipotezlerini olustururlar.

Ogrenciler tahmin yiiriitiirler.

Ogrenciler arastirma sorusu belirlerler.

Ogrenciler verileri  analiz

ederler.

topladiklari

Ogrenciler ders kitabinda sunulan verileri
analiz ederler.

Ogrenciler ders kitabinda sunulan saglanan
bir dizi verideki egilimleri belirlerler.
Ogrencilerden, kendileri tarafindan toplanan
bir dizi verideki egilimleri belirlerler.
Ogrenciler bir grafik veya tablodaki iliskileri
belirlerler.

Ogrenciler bir tablo veya grafikteki iliskileri
ayrintili olarak aciklarlar.

Ogrenciler bir  grafikte  gdzlemlenen
egilimlere dayali agiklama yaparlar.
Ogrenciler toplanan verilere dayali olarak
iliskileri gosteren bir grafik ¢izerler.
Ogrenciler ders kitabinda sunulan verilere
dayal1 olarak iliskileri gosteren bir grafik
cizerler.

Ogrenciler analiz(ler)ini yorumlarlar.

Ogrenciler degiskenleri degistirerek bir
grafigi/modeli yeniden olustururlar.

Etkinlik cesitli veri tiirleri (resim, grafik,
tablo vb.) igerir.

Etkinlik, ogrencilerin akademik
terminolojiye ve bilim insanlarinin ¢aligma
siireclerine agina olmalar1 i¢in okuma
parcalar igerir.

Ogrenciler verilerini sunarlarken etik ilkeleri
g6z oniinde bulundururlar.
Ogrenciler bilimsel yazma
gelistirirler.

becerilerini

Ogrenciler arastirmalarmi bilimsel bir rapor
olarak sunarlar.

Her besinde su ve mineral bulunur mu? (Ata Yayinlari, Ilkokul,
Fen Bilimleri 3 Ders Kitabi s.40)

Ip ve silgiyle deney tasarlamalari istenir. (MEB Yayinlari,
Ilkokul, Fen Bilimleri 3 Ders Kitab1 5.75)

Yukari ¢ikan top ve asagi inen toptan hangisinde hizlanma ve
yavaslama hareketi oldugunu bagimli ve bagimsiz degiskenin
etkisini belirler. (MEB Yayinlar1, {lkokul, Fen Bilimleri 3 Ders
Kitab1 5.71)

Alarmli saat ile ses kaynagim bulacak hipotezler olusturur.
(MEB Yaynlari, {lkokul, Fen Bilimleri 3 Ders Kitab1 s.158)
Okul bahgesindeki hareketli ve hareketsiz nesnelerin neler
oldugunu tahmin eder. (MEB Yayinlari, ilkokul, Fen Bilimler 3
Ders Kitabi, s. 69)

Okulda geri doniisiimle ilgili anket yapalim. (MEB Yayinlari,
Ilkokul, Fen Bilimleri 4 Ders Kitabi 5.242)

Ses hangisinden geldi? Nesneler toplayarak gelen sesleri analiz
eder. (MEB Yayinlari, lkokul, Fen Bilimleri 3 Ders Kitab1
5.152)

Biitiin Besinlerde su bulunur mu? (MEB Yayinlari, [lkokul, Fen
Bilimleri 4 Ders Kitabi s.60)

ftelim mi? Cekelim mi? (MEB Yaynlar1, Ilkokul, Fen Bilimler
4 Ders Kitabt, s. 90)

iki plastik topa ne olursa hareketleri degisir? (MEB Yayinlari,
Ilkokul, Fen Bilimler 3 Ders Kitabs, s. 86)

Miknatis tiim maddeleri ¢eker mi? Miknatisin ¢ektigi nesneleri
tablo haline getirir. (MEB Yayinlari, ilkokul, Fen Bilimler 4
Ders Kitabi, s. 106)

Dondurulmus veya paketlenmis besinleri ne kadar tiiketiyoruz?
(Ata Yaynlari, Ilkokul, Fen Bilimler 4 Ders Kitabu, s. 51)
Kuvvetin sekil degistirici etkisi. (Ata Yaynlari, {lkokul, Fen
Bilimler 4 Ders Kitabi, s. 66)

Siniftaki arkadaslarinin gz renklerini nedir? Grafigini ¢izer.
(MEB Yayinlari, ilkokul, Fen Bilimler 3 Ders Kitabu, s. 41)
Kuvvetin sekil degistirici etkisi nedir? (Ata Yaynlari, Ilkokul,
Fen Bilimler 3 Ders Kitabi, s. 66)

Neler 151k kaynagidir? (MEB Yayinlari, flkokul, Fen Bilimleri
3 Ders Kitabi s.146)

Miknatis her seyi ceker mi? Once tahmin grafigi daha sonra
sonug grafigi olusturulur. (Ata Yayinlari, Ilkokul, Fen Bilimler
4 Ders Kitabi, s. 72)

Krokiye gore okuldan parka nasil gider?. (MEB Yayinlari,
Ilkokul, Fen Bilimler 3 Ders Kitab, s. 73)

Ebu’l-izz El-Cezeri’nin yaptiklarinin anlatildig1 bir metine gore
proje tasarlarlar. (Ata Yaynlari, ilkokul, Fen Bilimler 4 Ders
Kitabi, s. 77)

Ozgiin proje olustururlar. (Ata Yaymlari, flkokul, Fen Bilimler
4 Ders Kitabi, s. 165)

Bilim insan1 ve miihendis gibi ¢alistyorum. Bilimsel bir proje
ortaya koyar. (Ata Yaynlari, ilkokul, Fen Bilimler 4 Ders
Kitabi, s. 77)

Kumandali araba ile kuvvetin etkisi agamali olarak not edilir.
Sonuglar rapor haline getirilir. (Ata Yayinlari, Ilkokul, Fen
Bilimler 4 Ders Kitabi, s. 63)
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Bulgular

Ilkokul ders kitaplarindaki etkinlikler belirlenen kategorilere gore incelenmis ve Tablo 3’de
verilmistir.

Tablo 3. ilkokul ders kitaplarindaki etkinliklerin kategorilere gore dagilimi

3. smif (n=35) 4. siif (n=32) '(I;]oszIE;;n
Kategoriler f % f % f %
Ogrenciler bilimsel bir deney baglaminda veri 6 17.15 8 o5 14 20.9
toplarlar.

Ogrenciler bir deney tasarlarlar ve toplayacaklari

RN 2 5.72 5 15.62 7 10.45
veri tiirtind belirlerler.

Ogrenciler bagimsiz ve bagimli degiskenleri 1 286 1 312 2 299

belirlerler.

Ogrenciler kendi hipotezlerini olustururlar. 2 5.72 10 31.25 12 17.92
Ogrenciler tahmin yiiriitiirler. 16 45.72 10 31.25 26 38.81
Ogrenciler arastirma sorusu belirlerler. 3 8.58 3 9.38 6 8.96
Ogrenciler topladiklar1 verileri analiz ederler. 8 22.86 11 31.43 19 28.36

Ogrenciler ders kitabinda sunulan verileri analiz

ederler 12 34.29 6 18.75 18 26.87

Ogrenciler ders kitabinda sunulan saglanan bir

dizi verideki eilimleri belirlerler, 5 1429 6 1875 11 1642

Ogrencilerden, kendileri tarafindan toplanan bir

dizi verideki egilimleri belirlerler. 5 14.29 4 125 9 13.44

Ogrenciler bir grafik veya tablodaki iliskileri

. 3 8.58 1 3.12 4 5.97
belirlerler.

Ogrenciler bir tablo veya grafikteki iliskileri

ayrintili olarak agiklarlar. 2 5.72 5 15.62 ! 10.45

Ogrenciler bir grafikte gézlemlenen egilimlere

dayali agiklama yaparlar. 1 2.86 0 0 1 1.50
'O'grgnm'ler"topladlk‘larl Verlle're dayali olarak 3 858 1 0 4 5.97
iliskileri gosteren bir grafik cizerler.

Ogrenciler ders kitabinda sunulan verilere dayali

olarak iligkileri gosteren bir grafik ¢izerler. 0 0 0 0 0 0.00
Ogrenciler analiz(ler)ini yorumlarlar. 8 22.86 10 31.25 18 26.87
Ogrenciler degiskenleri degistirerek bir 0 0 0 0 0 0

grafigi/modeli yeniden olustururlar.

Etkinlik cesitli veri tiirleri (resim, grafik, tablo

.o 13 37.15 12 375 25 3732
vb.) igerir.

Etkinlik, 6grencilerin akademik terminolojiye ve
bilim insanlarinin ¢alisma siireclerine asina 0 0 1 3.12 1 1.50
olmalar1 i¢in okuma pargalari igerir.

Ogrenciler verilerini sunarlarken etik ilkeleri goz

6niinde bulundururlar. 0 0 0 0 0 0.00
Ogrer.lclller bilimsel yazma becerilerini 0 0 3 0.38 3 148
gelistirirler.

Ogrenciler arastirmalarini bilimsel bir rapor 0 0 3 9.38 3 148

olarak sunarlar.
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Tablo 3’te 3. ve 4. smif ders kitaplarindaki etkinliklerde veri isleme becerilerini barindirma
durumlarinin ytlizdelikler ve frekanslarla sunan bir arastirma sonucu gosterilmektedir. Sinif seviyesini
ayr1 ayr1 inceleyecek olursak 3. simf etkinliklerde %45.72 oranla ’Ogrenciler tahmin yiiriitiirler.” ile
%37.15 oranla “’Etkinlik ¢esitli veri tiirleri (resim, grafik, tablo vb.) icerir.”” ve %34.29 oranla
“Qgrenciler ders kitabinda sunulan verileri analiz ederler.”” kategorilerini icermektedir. 4. simf
etkinliklerde %37.5 oranla “’Etkinlik ¢esitli veri tiirleri (resim, grafik, tablo vb.) igerir.”” ile %31.25
oranla ’Ogrenciler analiz(ler)ini yorumlarlar.”” kategorilerini icermektedir. 3. ve 4. simif etkinliklerinin
hicbiri %50 oranin iistiine ¢ikmamistir. Kitaptaki incelenen etkinliklerin hepsinde 6grencilerden veri
toplanmalar istenmektedir. Bununla beraber etkinliklerin geneline bakildiginda ise 3 kategoriye hig yer
verilmedigi goriilmektedir.

Ders kitaplarindaki etkinliklerin tamami g6z oniine alindiginda etkinliklerde en ¢ok tahmin etme,
verileri analiz etme, okuma metinlerine asina olma, yazma becerisi ve yorumlama kategorilerine yer
verildigi goriilmektedir.

Tartisma ve Sonuc¢

Bu arastirma, 3. ve 4. Smf fen bilimleri ders kitaplarini veri isleme becerisinin fen etkinliklerine
entegrasyonunu, Fiziksel Olaylar’’ ve “Canlilar ve Yasam’’ konu alanlar1 kapsaminda incelemistir. Bu
kapsamda, 4 farkli fen bilimleri ders kitabinin icerisindeki 67 etkinlik ele alinmistir. Analiz sonuglari,
veri isleme becerisinin fen bilimleri etkinliklerinde siirli sayida yer aldigini géstermistir. Fen bilimleri
ders kitaplarindaki etkinliklerde “tahmin yiiriitme’’, veri analizi, ve etkinlikleri grafik tablo vb. icermesi,
en stk vurgulanan veri isleme becerileridir. Bu sonuglar, Ozdemir ve Yanik (2017) tarafindan
yiriitiilmiis 5. siif fen ders kitaplart incelemesi sonuglari ile benzer olup, ¢ogunlukta etkinliklerde
tahmin etme becerisinin vurgulanmasi agisindan aynidir. Fakat, sonuclar incelendiginde, “verilere
dayali olarak grafik ¢izme’’ ve “bilimsel bir rapor sunma’’ becerilerine incelenen etkinliklerde yer
verilmemistir. Benzer sekilde, degiskenleri degistirerek bir grafigi/modeli yeniden olusturma ile
verilerin sunulurken etik ilkeleri gdze alma becerileri gibi {ist diizey diisiinme becerileri iceren
etkinlikler simmirli sayida yer almistir. Fakat, bu tarz becerilerin kapsandigi, 6grenci merkezli fen
etkinlikleri, Ogrencilerin veriye dayali aciklamalar olusturdugu, iist diizey diisiinme becerilerini
gelistirmekte, fen okuryazarligmma onemli katkilar saglamaktadir (Rivet ve Ingber, 2017). Fen
okuryazarliginin ayrilmaz bir parcasi olan bilimsel siire¢ becerilerinin fen etkinliklerine entegrasyonu
ile ilgili yapilan ¢alismalardan ¢ok azi “veri isleme” becerisini incelemistir. Arastirma sonuglarinda
ortaya c¢ikardig ilizere, bircok veri isleme becerisine etkinliklerde yer verilmemis olmasi, fen egitiminin
amaglarindan olan, bilimsel disiinme becerisinin 6grencilere kazandirilmasini zorlagtirmaktadir.
Bilimsel siire¢ becerilerinin, sistematik ve planli etkinlikler ile 6grencilere kazandirilabilecegi goz
Online alinirsa 6gretmenlerin, fen etkinliklerini planlarken baslica yardimei kaynaklardan biri olan ders
kitaplar1 bu becerileri kazandirmak i¢in 6zel olarak tasarlanmus, farkli veri isleme becerilerini igeren
etkinlikler igermelidir. Fakat, incelenen ¢alismalarda veri igleme becerisini entegre eden etkinliklerin
oldukca sinirli oldugu sonucuna ulagilmistir (Ozdemir ve Yanik, 2017). Simirli sayida yer bulan bu
beceriler, fen 6gretimi programi 6zel amaclarina ulagmanin 6niinde bir engel teskil etmektedir. Bunun
yant sira, PISA, TIMMS gibi uluslararast sinavlarda bu becerilere yapilan vurgu, égrencilere bu
becerilerinin kazandirilmasini daha da 6nemli hale getirmektedir. Fen bilimler kitaplarinin veri isleme
becerilerinin ogretilebilecegi ana kaynaklardan biri oldugu diistiniildigiinde (Davis ve Krajick, 2005),
veri isleme becerisi ile ilgili etkinliklerin sinirli sayida olmasi1 vurgulanmak istenen bu becerilerin
oniinde engel olmaktadir. Fen okuryazarligi hedefinin 6nemli bir bileseni olan bilimsel siireg
becerilerine sahip olma hedefinin gergeklesebilmesi icin, bilimsel siire¢ becerilerinin her asamasinda
ortiik veya dogrudan iceren veri igleme becerilerinin vurgulanmasina ihtiyag vardir.

Oneriler

Veri igleme becerisinde 6grenciler veri ile muhakeme yapmalarina, veriyi degerlendirip analiz etme,
veriye dayali modeller acgiklamalar gelistirme, sonucglar1 grafik tablo olarak sunma gibi, iist diizey
becerilerini yapabildikleri, zorlayici problemleri ¢ézerken bilimsel yontemi kullanarak yapmalari
gerekmektedir. Veri isleme becerisinin yer aldigi, becerileri kullanan dgrencilerin agik uglu problem
durumlari ile bilimi deneyimledikleri 6grenme etkinliklerine de gerek duymaktadirlar. Bu nedenle,
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verilerin amacini, kaynagini, eksikliklerini anlayan, verinin nasil hangi siire¢lerde kullanilacagini bilen
bireyler olmalar icin fen ders kitaplarindaki etkinliklerin uygunluklart incelenmelidir.

Ogrencilerin etkinliklerde veri isleme becerilerinin gelisimi adina, fen egitim programi ve yeni
yayimlanacak ders kitaplarinda, Ogrenciler bir grafikte gozlemlenen egilimlere dayali agiklama
yapabilecekleri, dgrencilerin degiskenleri degistirerek bir grafigi/modeli yeniden olusturabilecekleri,
ders kitabinda sunulan verilere dayali olarak iliskileri gosteren bir grafik c¢izebilecekleri, akademik
terminolojiye ve bilim insanlarinin ¢alisma siireglerine asina olmalari i¢in okuma pargalari i¢eren
boliimlerin vurgulanmasi gerekmektedir. Grafik ve tablo okuryazarligini artirmak igin, 6grencilere veri
gorsellestirme teknikleri hakkinda dersler verilmeli ve bu becerilerin sik kullanildigr etkinlikler
tasarlanmalidir.

Ogrencilerin bilimsel diisinme ve problem ¢dzme yeteneklerini pekistirmek ve onlar1 bilim ve
teknoloji alanlarinda gelecegin zorluklarina hazirlamak i¢in hayati neme sahiptir. Ogrencilerin bilimsel
raporlama ve veri sunma becerilerinin gelistirilmesi i¢in yapilandirilmis yazma etkinlikleri diizenli
olarak entegre edilmeli ve &gretmenler tarafindan rehberlik edilmelidir. Egitim programlarinin ve
Ogretim yontemlerinin, 6grencilerin bilimsel diisiinme, veri analizi, grafik ¢izme ve bilimsel rapor
yazma gibi kritik becerileri gelistirebilecek sekilde diizenlenmesi gerektigi sonucuna varilmustir.
Becerilerin gelistirilmesi, dgrencilerin akademik basarilarina ve bilimsel literatiirle etkilesimlerine
olumlu katkilar saglayabilir.

Bu onerilerin uygulanmasi, ilkokul 3. ve 4. smif fen bilimleri ders kitaplarinda veri isleme
becerilerinin etkili bir sekilde gelistirilmesine ve &grencilerin bilimsel diisiinme yeteneklerinin
giiclendirilmesine katki saglayabilir.
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Extended Abstract
Problem Statement

Our world is constantly changing and developing. Science and technology have also brought about
changes in the understanding of education. Science teaching has a great importance in these changes.
Science has emerged as a result of human efforts to recognize and explain the world (MoNE, 2005). The
study of natural phenomena and the discovery of unobserved phenomena constitute science. One way
of conveying science to students is through textbooks. Textbooks have a significant impact on teaching
and learning because they reflect the content of the curriculum (Pepin & Haggarty, 2001; Stein,
Remillard & Smith, 2007). They are also necessary for the assessment of learning outcomes and teaching
processes. Textbooks are widely used both in classrooms and at home. There are also textbooks prepared
in accordance with the curriculum by private publishing houses under the control of the Ministry of
National Education. Textbooks are the primary sources that science teachers use when planning and
teaching their lessons (Davis & Krajcik, 2005). Science lessons develop children's creative thinking
skills. It allows them to see the environment and the world. It also enables effective communication
between students and the social environment. Children need to know the world of science in order to be
successful and understand life. Individuals should understand the value of science and develop a positive
attitude. In addition to these, students should also gain data processing skills in science education.
Students develop basic skills that enable them to gain research ways and methods, enable students to be
active, develop a sense of taking responsibility for their own learning and increase the permanence of
learning, and make their lives easier by using them at different stages of their later lives (Tekisik, 2002).
One of the goals of the science curriculum is to provide these skills. The skills that scientists possess are
referred to as scientific process skills (Yigit, 2012). Science teachers should have scientific process skills
and provide them to their students. If scientific process skills are provided, students will love science
course and meaningful learning will be provided in science course (Cepni & Ayvaci, 2012). Data
practice is the one of the main component of science process skills embodied in every aspects of science
process skills. It mostly included decision of data to be collected and interpreted, construction of tables,
figures, graphs based on data, construction of models, arguments and explanations derived from data,
ethical considerations embodied in data collection process (Morris, Croker, Masnick, & Zimmerman,
2012; Zimmerman, 2007). Considering textbooks as a primary source for science teachers, it is
important to examine how science textbooks presents data practice in activities. Teherfore, this research
aims to examine to what extent the activities in science and technology textbooks prepared for 3rd and
4th grade primary school included data practice activities.

Method

The study was conducted within the framework of qualitative research methods, especially using the
document analysis technique. Science textbooks for the 2022-2023 academic year, approved by the
Ministry of National Education Board of Education, constitute the main subject of this research. The
research is approved by the Ministry of National Education and is prepared by various commissions and
private publications. It also includes textbooks. A total of 67 activities included in the examined
textbooks were discussed in detail. These activities are classified under basic subject areas such as
"Physical Phenomena™ and "Living Creatures and Life" to improve students' scientific thinking and
analysis skills. The aim of the research is to reveal to what extent these activities support and develop
students' data practice activities. At the same time, evaluating the contribution of the content and
activities presented in the textbooks to scientific process skills and understanding how students acquire
and apply these skills are the main objectives of this study. In this context, the research results provide
important findings to improve the quality of science education at the primary school level.

Results and Conclusions

Analysis of the textbooks revealed limited inclusion of data practice skills in science textbook
activities. The most frequent data practice skills revealed in science activities were prediction, data
analysis. However, none of the science activities included graph/table construction based on changing
variables, reporting the results. Similarly, very limited presentation of data practice skills such as
presentation of data through graphs, tables, consideration of ethical issues in data collection/use
processes. These kind of data practice skills embodied in student centered science activities were
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reported to be the ones fostering higher order thinking skills and creativity in science contributing to
scientific literacy (Rivet & Ingber, 2017).

Considering importance of data practices as an essential part of science process skills, few studies
have been focused on specifically data practices. As seen in the results few inclusion of data practice in
science activities, hinders the achievement of scientific thinking and reasoning for students. Keeping in
mind, science textbook as primary source for most of the science teachers, inclusion of data practice
activities in a systematic and intentional structure, design of new science activities and adaptation of
existing science activities for the inclusion of data practice are important factors enhancing achievement
of skills highlighted in important science education reform documents.

This work is licensed under a Creative Commons Attribution 4.0 International License.
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Ozet: Bu arastirmanm temel amaci, okul éncesi egitim
kurumlarinda egitim gdren ¢ocuklarin egitim akisi igerisinde
yer alan giine baglama zamanlarina entegre edilmis olan
fiziksel aktivite programinin ¢ocuklarin beden imaj algilari
iizerindeki etkisini belirlemektir. Arastirma Istanbul,
Atasehir’de yer alan bagimsiz  bir  anaokulunda
gerceklestirilmistir. Arastirmanin hedef grubunu okul 6ncesi
egitim alan 5 yas ¢ocuklari olusturmustur. Arastirma karma
desende tasarlanmis olup, nicel arastirma ydntemlerinden
deneme modeli; deneme modellerinden “6n test — son test
kontrol grubu modeli” kullanilmistir. Arastirmanin nitel
boyutunda ise goriisme yontemi kullanilmigtir. Arastirmaya
katilan gocuklarin viicut agirligi ve boy dlgiimleri alinmis,
beden kiitle indeksinin hesaplanmistir. Cocuklarin beden imaj
algilarma iligkin Glgtimlerde piktogram kullanilmigtir.
Aragtirmaya yonelik tiim uygulamalar 2023-2024 egitim
ogretim yili giiz donemi igerisinde gerceklestirilmistir.
Verilerin analizinde On test ve son test karsilagtirmalari
yapilirken piktogram verilerinin analizinde Wilcoxon isaretli
stralar analizi kullanilmistir. Cocuklarin resimlerine yonelik
analizde ise; cocuklarin goriisme sorularina verdikleri
cevaplar ve resimlerin kendileri dikkate alinarak igerik analizi
yontemi kullanilmig, c¢ocuklarin tanimlamalarina gore
kategoriler ve temalar olusturulmustur. Aragtirma sonuglarina
gore deney ve kontrol gruplarmin piktogram son test
sonuglar1 arasinda anlamli fark belirlenmemigtir. Ay
sekilde deney grubunun piktogram degerlendirmesinde de 6n
ve son testler arasinda anlamli bir fark belirlenmemistir.
Ancak ¢ocuklarin ¢izimlerinde bedenlerine iliskin bilylime ve
giiclenme gibi olumlu algilarin olustugu tespit edilmistir.

Anahtar Kelimeler: Fiziksel aktivite, beden imaj algisi, okul
oncesi donem

! Bu makale birinci yazarin yiiksek lisans tezinden iiretilmistir.
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Abstract: The main aim of this research is to determine the
impact of a physical activity program integrated into the daily
routine of children attending preschool education institutions
on their body image perceptions. The research was conducted
in an independent kindergarten in Atasehir, Istanbul. The
target group of the study consisted of 5-year-old children
receiving preschool education. The research is designed in a
mixed-methods approach, with the experimental design being
used as a quantitative research method; specifically, the
"pretest-posttest control group design" from experimental
models has been employed, and the interview method was
used in the qualitative dimension of the research. Body
weight measurements of the children participating in the
study were taken and body mass index was calculated.
Pictograms were used in measurements related to children’s
body image perceptions. All implementations for the research
were carried out in the autumn term of the 2023-2024
academic year. While pre-test and post-test comparisons
were made in the analysis of the data, Wilcoxon signed-rank
analysis was used to analyse the pictogram data. In the
analysis of the children's drawings, the content analysis
method was used by taking into account the answers given by
the children to the interview questions and the drawings
themselves, and categories and themes were created
according to the children's descriptions. According to the
results of the study, no significant difference was found
between the pictogram post-test results of the experimental
and control groups. Likewise, no significant difference was
found between the pre-test and post-tests in the pictogram
evaluation of the experimental group. However, it was
determined that positive perceptions such as growth and
strengthening were formed in children's drawings.

Key Words: Physical activity, body image perception,
preschool period
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Giris
Okul 6ncesi donem, bireylerin benlik algisinin gelistigi, temel aliskanliklarin kazanildigi 6nemli ve
kritik bir donemdir. Benlik kavrami, benlik imgesini, benlik algisini ve benlik saygisin1 kapsayan genis
bir kavramdir (Demircioglu, 2018). Bu kapsamda bahsedilen benlik imgesi, kisinin zihinsel ve fiziksel
ozelliklerinin farkinda olmas1 durumunu ifade ederken, benlik algisi bireyin kendi 6zelliklerini nasil
gordiigiinii ifade etmektedir ve son olarak benlik saygisi ise benlik imgesi ve benlik algis1 arasindaki
iligkinin degerlendirilmesi olarak tanimlanmaktadir (Pektas, 2023).

Bireyin kimliginin ve benlik algisinin bilesenlerinden biri olan beden algisi, bireyin antropometrik
Olciimleri, konturlar1 ve viicut sekli ile ilgili sahip oldugu figiirii ifade etmektedir. Bununla birlikte
viicudun biitiininden ya da viicudun belirli boliimlerinden memnuniyetle ilgili duygularla da
baglantilidir (Kale, Akyol ve Karag6z, 2023).

Motor gelisim ve hareketin ¢ocugun diger gelisim alanlarini, pozitif benlik algisi olusturmasini ve
olumlu psikolojiye sahip olmasint olumlu yonde etkiledigi bilinmektedir (Asci, 2004; Emmanouel,
Zervas ve Vegenas, 1992; Ozsaker, 2008; Peens, Pienaar, ve Nienaber, 2008). Tiim bunlarla birlikte
cocukluk donemi motor gelisiminin ve hareketli bir ¢ocukluk ge¢irmenin bireyin yetigkinlik
donemindeki fiziksel ve ruhsal sagligi iizerinde de etkisinin oldugu ulusal ve uluslararasi literatiirdeki
caligmalarda goriilmektedir (Boreham ve Riddoch, 2001; Hekim, 2016). Tiirkiye’de yapilan arastirma
ve calismalarin gegmisine bakildiginda motor gelisim ve hareket konularinin erken ¢ocukluk egitimi
kapsaminda hala yeni bir ¢aligsma alani oldugunu sdylemek de miimkiindiir (Kilig, 2018).

YOKTEZ ulusal tez bankasinda “beden algis1” anahtar kelimeleriyle yapilan aramada yiiksek lisans
ve doktora diizeylerinde 1996-2022 yillar1 arasinda toplam 185 tez yazilmistir. Yapilan tezler konu alani
“spor” olarak sinirlandirildiginda ise 2004-2022 yillar1 arasinda yapilmis 12 yiiksek lisans tezi ve 2
doktora tezi oldugu goriilmektedir. Konuya iligkin yapilan tezler incelendiginde ise bu tezlerin ¢alisma
gruplarinda yer alan bireylerin yas araligiin ergenlik donemi ve yetiskinlik donemlerini kapsadigi
dikkati ¢ekmistir. Beden algis1 konusunun ise genelde diizenli olarak uygulanan spor programlarimin
beden algisi lizerine etkisi kapsaminda incelendigi goriilmiistiir. Beden algisi konusuna yonelik “egitim”
alaninda yapilan tezler incelendiginde ise 2014-2021 yillar1 arasinda 5 adet yiiksek lisans tezinin oldugu,
bu tezlerin ¢caligma gruplarimin ise ergenler ve yetigkinlerden olustugu goriilmiistiir.

Bu konu kapsaminda okul 6ncesi dénem olarak ifade edilen 0-6 yas grubundaki ¢cocuklarin katilimci
oldugu hicbir tezin ulusal tez bankasinda yer almadigi dikkat ¢ekmistir. Bu boyutuyla arastirma okul
Oncesi egitim, spor, beden imaj algis1 arasindaki baglantiya dikkat ¢eken disiplinler aras1 bir ¢aligmadir.

Ayrica bu aragtirma, okul 6ncesi donem yas grubunda yapilacak olan planh fiziksel aktivitelerin,
cocuklarin beden algilar iizerinde bir etkiye sahip olup olmadigim incelemeyi amaglamaktadir. Bu
aragtirma kapsaminda yapilan ¢aligma toplumun gelecegini olusturan bireylerin diizenli fiziksel aktivite
ile benlik algismin olumlu etkilenip etkilenmedigini gérmek agisindan énemlidir. Gilinlimiizde sosyal
medyada, basinda ve oyuncaklar araciligiyla ¢ocuklara beden imajlar ile ilgili ¢ok fazla mesaj
ulagsmaktadir. Bu calisma sonucuna gore ¢ocuklarin beden imaj algilarini dogru degerlendirip
degerlendiremedikleri, dogru degerlendirme yapilamiyorsa diizenli fiziksel aktivite ve ayna karsisinda
yapilacak olan ¢aligmalarla beden imaj algisinin olmasi gereken normal diizeye ¢ekilip ¢ekilemedigi de
belirlenecektir. Bireylerin benlik algisinin ve kendileriyle barisik olmalarinin bir unsuru olan beden
imaj algisindaki pozitif ve saglikli bakisin bireylerin kendileriyle ilgili objektif bir bakis acisi
kazanmalarina katki saglayacag diisliniilmektedir. Ttim bu bilgilerden yola ¢ikilarak arastirmanin temel
amaci, okul dncesi egitim kurumlarinda egitim goéren ¢ocuklarin egitim akisi icerisinde yer alan giine
baglama zamanlarina entegre edilen fiziksel aktivite programinin ¢ocuklarin beden imaj algilar
iizerindeki etkisini incelemek olarak belirlenmistir.

Yontem

Aragtirma nitel ve nicel arasgtirma yontemlerinin kullamildigi karma desende tasarlanmistir.
Arastirmanin nicel boyutunda arastirma yontemlerinden deneme modeli; deneme modellerinden “6n
test-son test kontrol grubu modeli” kullanilmigtir. Olgu ve olaylarin objektif bir sekilde dl¢iilebilmesi
ve sayisal olarak ifade edilebilmesi nedeniyle bu arastirmada nicel yonteme yer verilmistir. Deneme
modelleri ise neden-sonug iligkilerini belirleyebilmek amaciyla, arastirmacinin Kontrolii altinda,
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gozlenmek istenen verilerin {iretildigi arastirma modelleridir (Karasar, 2015). Cocuklarin her sabah
fiziksel aktivite yapmasinin onlarin motor becerileri ve beden imaj algilari iizerine etkisinin
belirlenebilmesi i¢in bir deney, bir de kontrol grubuna ihtiya¢ duyulmustur. Belirtilen nedenlerden otiirii
On test-son test kontrol gruplu deneysel yontem aragtirmanin nicel boyutundaki modeli olarak
belirlenmistir.

Arastirmanin nitel boyutunda ise goriigme yontemi kullanilmigtir. Cocuklarin sabahlar1 diizenli
olarak gergeklestirdikleri fiziksel aktiviteler neticesinde bedenlerinin nasil degistigini hissettikleri ve
bedenlerini nasil algiladiklarini ifade edebilmeleri i¢in kendilerini spor 6ncesi ve spor sonrast halleriyle
resmetmeleri istenmistir. Cocuklar yaslar1 geregi sinirli sozciik bilgisine sahip olduklarindan kendilerini
daha iyi ifade edebilmeleri igin kullanilan yontemlerden birisi de resim ¢izdirmektir. Ciinkii resim
cocugun kendini, duygu ve diislincelerini aktarabilecegi Oonemli bir aractir. Yavuzer’in (2012) de
belirttigi gibi resimler cocuklarin duygu diisiincelerini aktardig: gibi cocugun aktarmak istedigi sorunlari
ve bu sorunlara yonelik ¢6ziim Onerilerini de igerebilmektedir. Bu vesileyle de resimler yetiskin ve
cocuk arasinda iletisim kolaylig1 saglamaktadir. Belirtilen bu nedenlerden dolay1 piktograma ek olarak
cocuklarin bedenlerine yonelik olarak resim ¢izmesi istenmistir. Cocuklarin ¢izdigi resimlerde tiim
Ogelerin dogru degerlendirilebilmesi ve dogru yorumlarin yapilabilmesi i¢in de goriigme teknigi
kullanilmugtir.

Calisma Grubu

Arastirma, Istanbul ili Anadolu yakasinda Atasehir ilcesinde bulunan bagimsiz bir anaokulunda
gergeklestirilmistir. Kurumun fiziksel ortam sartlari incelendiginde ¢ok amagli bir salonunun olmast;
kurumda egitim alan ¢ocuk sayisi dikkate alindiginda deney ve kontrol grubunun ayni okulda
bulunmasi; kurum idarecisi ile aragtirmanin kendi kurumlarinda yapilmasinin uygunluguna dair yapilan
sozel goriismeler sonrasinda bir dénem boyunca kurumda fiziksel aktivite programinin uygulanmasina
izin verilmesi bu kurumun arastirma kapsaminda yer almasini saglamistir. Okul, deneysel ¢alisma igin
belirlenen kriterleri saglama 6zelligi dikkate alindiginda amagli 6rnekleme yapisina uygun olmakla
birlikte bu aragtirma i¢in kolay erisilebilirlik imké&n1 da saglamistir.

Bagimsiz anaokulundaki en biiyiik yas grubu olan ve normal gelisim gosteren 5 yasini tamamlamig
cocuklar aragtirmanin c¢alisma grubunu olusturmustur. Cocuklarla yapilan fiziksel aktivite
caligmalarinda (3-4-5 yasindaki ¢ocuklar i¢in) cocuk yasi kiiciildiikce, grup hakimiyetinin saglanmasi,
cocuklarin daha yogun gozlemlenebilmesi, cocuklarin fiziksel alan hakimiyetlerinin daha zor olmasi,
kurallarin ihlal edilme sikligi nedeniyle kaza riskinin artmasi ve miidahalenin en hizli sekilde
yapilabilmesi gibi nedenlerden dolay1 arastirmaya, normal gelisim gosteren 5 yas cocuklari dahil
edilmistir. Arastirmanin deney ve kontrol gruplarinda yer alacak g¢ocuklarin segimlerinde ise veli
onamlar1 dikkate alinmistir. Arastirmaya iligkin bilgi ve onam formlar1 2023-2024 egitim 6gretim yili
gliz donemi Eylill ay1 sonunda 5 yas grubu velileri ile paylasilmistir. Cocugunun arastirmada yer
almasina izin veren ailelere gére aragtirmanin deney grubu belirlenmistir. Bu yontem ise kurumdaki
cocuklarin rastgele bir atamayla ¢alisma grubunu olusturmasini saglamustir.

Yapilacak fiziksel aktivitelerde deney grubunun uygulamalarinin yapilacagi fiziksel ortamin (bos
oyun odasi) alan genisligi ortalama 30 metrekare olup bu alanda her ¢cocuga 1 metrekarelik hareket etme
alani taninabilmesi ve hareket halindeyken ortaya cikabilecek kaza risklerini en aza indirgemek
amaciyla 20 ¢ocugun arastirmanin deney grubunda yer almasi planlanmigtir ancak 5 yas grubu
cocuklarm velilerinden sadece 13’iiniin ¢ocuklarimin arastirmaya dahil olmasina yonelik onam vermesi
nedeniyle deney grubu 7 kiz 6 erkek olmak lizere 13 ¢ocuktan olusmustur. Cocuklara uygulanacak olan
fiziksel aktivite programiin ¢ocuklarin motor becerileri ile beden imaj algilar iizerindeki etkisinin
karsilastirilabilmesi i¢in ayn1 kurumda okul Oncesi egitimine devam eden, ayni yas grubundaki 20
cocuktan olusan bir kontrol grubu olusturulmasi planlanmig ancak c¢ocuklarinin aragtirmaya dahil
olmasina yonelik sadece 13 velinin onam vermesi nedeniyle arastirmanin kontrol grubu 6 kiz, 7 erkek
olmak tlizere toplam 13 ¢ocuktan olugsmustur.

Veri Toplama Aract

Bu kapsamda cocuklarin viicut agirligr o6lglimleri elektronik bir tarti olan Xiaomi Mi Body
Composition Scale 2 ile yapilmis, boy Slglimlerinde ise standart celik stadiometre kullanilmustir.
Arastirmaya katilan ¢ocuklarin beden kiitle indeksinin hesaplanmasinda T.C. Saglik Bakanligi, Halk

Qnternational gPrimary fducational (Research Journal

85



2024, 8(1): 83-97 Zeynep KILIC, Asiye Filiz CALIGULEN

Sagligi  Genel  Midirligi’nin  web  sayfasinda  yer alan  hesaplama  motoru
(https://hsgm.saglik.gov.tr/tr/beslenmehareket-hesaplamalar) kullanilmustir. Cocuklarin beden kiitle
indeksi hesaplamalarina bagl olarak elde edilecek beden tipi bilgisi ile gocuklarin beden imaj algilari
karsilastirilmast planlanmistir. Boylece ¢ocuklarin kendi bedenlerine iliskin beden imaj algilarimin
dogrulugunun kontrolii saglanacaktir.

Cocuklarin beden imaj1 algilara iliskin 6lgtimlerin yapilabilmesi ig¢in Collins’in (1991) orijinal
figlirtine bagli kalarak diizenlenen Scott Millard tarafindan gelistirilen piktogram kullanilmistir. Farkli
beden tiplerini gosteren bu piktogramda ¢ocuklara kendi yas gruplari icin ¢izilen figiirler gosterilerek
kendi bedenini bu gorsellerden hangisine en ¢ok benzettigi sorularak ¢ocuklarin beden imaj algilari
belirlenmektedir (Eckstein ve ark., 2006). Kiz ve erkek ¢cocuklar igin ayr1 ayr1 hazirlanan piktogramlarda
her iki grup i¢in de 2-5 yas araligindaki gorseller cocuklara gosterilmistir.

Veri Toplama Siireci

Bu arastirma kapsaminda yapilan tiim uygulamalar, Marmara Universitesi Tip Fakiiltesi Klinik
Aragtirmalar Etik Kurulu’nun (Protokol Kodu 09.2023.564) 07.04.2023 tarihli toplantisinda alinan Etik
Kurul onay karari ile yiiriitiilmiistiir. Arastirmaya yonelik tiim uygulamalar 2023-2024 egitim 6gretim
yili gliz donemi igerisinde gergeklestirilmistir. Deney ve kontrol gruplarinin belirlenmesinin ardindan
25-29 Eylil 2023 tarihleri arasinda ¢ocuklarin boy ve viicut agirligi dlglimlerine ek olarak beden imaj
algilarimi belirlemeye yonelik 6n test dlgiimleri gerceklestirilmistir. Beden imaj algisi i¢in kullanilacak
olan piktogram degerlendirmesinde cocuklar teker teker gdriigmeye alinarak piktogramda cocugun
cinsiyetine ve yas grubuna uygun gorsel ¢ocuga gosterilmis “Sence senin bedenin bu ¢ocuklardan
hangisinin bedenine benziyor?” sorusu sorulmustur, ardindan ¢ocuk aynaya yoOnlendirilmis, ayna
karsisinda bedenini incelemesi istenmis ve piktogram tekrar gosterilerek aynada gordiigii bedene en
yakin gorseli segmesi istenmistir.

Veli onamlarinin alinmast ve 6n testlerin yapilmasinin hemen ardindan 2 Ekim-10 Kasim 2023
tarihleri arasinda yani giiz donemi ilk yarisi siiresince hafta ici her giin, Milli Egitim Bakanlig1 Ulusal
Okul Oncesi Egitim Progranmi (2013) kapsaminda yer alan giinliik akisin ilk asamas1 olan giine baslama
zamaninda c¢ocuklara hareket etme aligkanligi kazandirmak igin “sabah sporu” olarak ifade edilen
fiziksel aktivite programi uygulanmistir.

Uygulama doneminin bitigine paralel olarak, Milli Egitim Bakanligi’na bagli okullar icin giiz
doneminin ara tatili olan 13-17 Kasim gegtikten sonra 20 Kasim-11 Aralik 2023 tarihlerinde de son test
Olciimleri gergeklestirilmistir. Son test 6l¢iimleri i¢in planlanan siire bir hafta olmasina karsin gocuklarin
cesitli hastaliklar sebebiyle okula gelememesi son testlerin uygulanma siirecini uzatmistir. Son test
Olciimlerinin gergeklestirilirken on test 6lglimleri igin belirtilen tiim ayrintilar tekrarlanmugtr.

“Sabah sporu yapmadan once nasil hissediyordun kendini? Viicudun nasil goriiniiyordu?”
sorusunun cevabini A4 kagidin sol yarisina, “sabah sporu yapmaya basladiktan sonra viicudun nastl
gelisti? Ne gibi degisiklikler hissediyorsun? Sende ne gibi farklhiliklar var, viicudun nasil goriiniiyor?”
sorusunun cevabina yonelik ¢izimler ise kagidin sag tarafina ¢izilmistir. Kagidin sol tarafina yapilan ilk
¢izim bittikten sonra sag tarafa ¢izilecek ¢izimin yonergeleri verilirken ¢ocuk ayna karsisina alinmus,
kendi bedenine bakmasi istenmis, yonergeler ise cocuk kendi bedenine bakarken verilmistir. Boylece
yonergelerde yer alan sorularla gocuk kendi bedenini incelemistir.

Verilerin Analizi

Piktogram verilerinin analizinde, 5 yas grubu cocuklarin diizenli fiziksel aktivite uygulamasi
yapilmadan oOncesinde ve sonrasinda beden imaj algilarindaki degisimin test edilmesi igin ayni
bireylerin, degisik iki zaman ya da durumdaki 6l¢iimleri arasinda fark olup olmadigini test etmek
amaciyla kullanilan bir 6nemlilik testi olan wilcoxon isaretli siralar analizi kullanilmistir. Bu analiz,
iliskili (bagiml1) 6rneklemler t-testinin nonparametrik karsiligidir. Diger sartlar ayn1 kalmakla beraber
bagimli degiskene ait Slglimlerin; aralik veya oran Glgeginde oldugu ancak normal dagilim sartimni
saglamadig1 veya siralama 6lgeginde oldugu durumlarda kullanilir (Biiyiikoztiirk, vd. 2010).

Cocuklarin resimlerine yonelik analizde ise gocuklarin goriisme sorularina verdikleri cevaplar ve
resimlerin kendileri dikkate alinarak igerik analizi yontemi kullanilmis, ¢ocuklarin tanimlamalarina gore
kategoriler ve temalar olusturulmustur.
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Tablol. Deney ve kontrol grubunda yer alan ¢ocuklarin beden kitle indeksi hesaplari ve durumlari

Cinsiyet Yas (ay) Boy (cm) Viicut agirhigi (kg)  BKI Durum
Erkek 71 121 20 13,7 Zayif
Erkek 68 120 21,1 14,7 Zayif
Erkek 64 119 21,2 15 Zayif
Erkek 70 118 20,6 14,8 Zayif
_ | Erkek 64 117 17,8 13 Zayif
S | Erkek 67 118 19,6 14,1 Zayif
> | Kz 69 121 26,6 17,8 Zayif
S | Kz 69 127 38,5 239 Normal
2 ki 64 121 23,2 1538 Zayif
Kiz 59 117 24,7 18 Zayif
Kiz 58 109 16,6 14 Zayif
Kiz 64 116 16,7 12,4 Zayif
Kiz 58 115 16,5 12,5 Zayif
Erkek 60 121 20,2 13,8 Zayif
Erkek 65 120 21,5 14,9 Zayif
Erkek 64 113 18,6 14,6 Zayif
Erkek 61 119,5 20,5 14,4 Zayif
_ | Erkek 61 116 18,8 14 Zayif
S | Erkek 66 115 19,8 15 Zayif
= | Kiz 64 113 18,6 14,6 Zayif
£ |Ku 59 114 20 15,4 Zayif
X | Kiz 63 110 20,3 16,6 Zayif
Kiz 68 112 20,5 15,9 Zayif
Kiz 63 115 16,9 12,8 Zayif
Kiz 65 108 16,3 14 Zayif
Kiz 58 112 17,2 13,7 Zayif

Tablo 1°de arastirmanin deney ve kontrol grubunda yer alan ¢ocuklarin yas, boy, viicut agirlig
bilgileri ve bu bilgiler dogrultusunda hesaplanmis beden kiitle indeksleri ve bulunduklari araliga yonelik
beden durumlart goriilmektedir. Tablo incelendiginde deney grubunda yer alan bir kiz ¢ocugunun
normal degerlerde oldugu (BKI: 23,9) dikkat cekmektedir. Bu kiz ¢ocugu disindaki hem deney hem de
kontrol grubundaki tiim ¢ocuklar zayiftir.

Tablo 2. Deney-kontrol grubu 6n test beden imaj algisi piktogram puanlarinin karsilastiriimasi

Grup N KO KT U z p
Piktogram ilk 6lgiim Deney on test 13 1535 199,50
Kontrol 6n test 13 11,65 151,50 60,500 -1,302 ,193
Toplam 26
Piktogram aynaya baktiktan Deney 6n test 13 15,89 222,50
sonraki 5lglim Kontrol éntest 13 11,96 15550 63,500 -1,106 269
Toplam 26

* p <0,05 Mann-whitney-U Testi, KO: Kareler Ortalamasi, KT: Kareler Toplami

Tablo 2’de deney ve kontrol gruplarinin beden imaj algis1 6n test puanlarn karsilastirilmistir. Test
sonucunda, ilk dl¢lim (aynaya bakmadan) ve aynaya baktiktan sonraki piktogram dl¢iim puanlarinin
grup degiskenine gore anlamli farklilik gostermedigi (p>0,05) belirlenmistir.
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Tablo 3. Deney grubu 6n-son test beden imaj algist piktogram puanlarinin karsilagtirilmasi

N KO KT z p
piktogram_son test= piktogram 6n test Negatif Siralar 8 5,25 42,00
Pozitif Siralar 2 6,50 13,00
: -1,502 ,133
Esit 3
Toplam 13

p <0,05, Wilcoxon Signed Ranks Testi sonuglari, Wilcoxon Signed Ranks Testi, KO: Kareler Ortalamasi, KT:
Kareler Toplami

Tablo 3’te deney grubu piktogram 6n-son test puanlar1 karsilastirilmistir. Test sonucunda, deney
grubu 6n-son test puanlar1 arasinda anlamli farklilik olmadigi (p>0,05) belirlenmistir.

Tablo 4. Kontrol grubu 6n-son test beden imaj algisi piktogram puanlarinin karsilastirilmasi

N KO KT z p
piktogram_son test= piktogram 6n test Negatif Stralar 2 5,75 11,50
Pozitif Siralar 7 4,79 33,50
: -1,329 ,184
Esit 4
Toplam 13

p <0,05, Wilcoxon Signed Ranks Testi, KO: Kareler Ortalamasi, KT: Kareler Toplami

Tablo 4’te kontrol grubu piktogram 6n-son test puanlar1 karsilagtirilmistir. Test sonucunda, kontrol
grubu 6n-son test puanlar1 arasinda anlamli farklilik olmadigi (p>0,05) belirlenmistir.

Tablo 5. Deney-Kontrol grubu son test beden imaj algis1 piktogram puanlarimin karsilagtiriimasi

Grup N KO KT U z p 88
Piktogram  Deney son test 13 12,77 166,00
Kontrol son test 13 14,23 185,00 75,000 -,503 ,615
Toplam 26

* p <0,05, Mann-whitney-U Testi, KO: Kareler Ortalamasi, KT: Kareler Toplami

Tablo 5’te deney grubu ve kontrol grubu beden ima;j algisi son test puanlari karsilastirilmistir. Test
sonucunda, beden imaj algisi puanlari arasinda deney grubu son test puanlari ile kontrol grubu son test
puanlarinin anlamli olarak farklilagmadigi (p>0,05) tespit edilmistir.

Piktogram degerlendirmesine ek olarak deney grubuyla yapilan resim ¢izme caligmasinda ise
cocuklarin ¢izimleri ve kendileriyle ilgili ifadeleri incelendiginde bedenlerinde farkliliklar hissettikleri
gorlilmektedir. Asagida ¢ocuklarin bedenlerini nasil algiladiklari ile ilgili ¢izimlere ve agiklamalarina
yer verilmistir.

E1: “Spor yapmadan 6nce daha gii¢siizdiim ve
sikiliyordum. Sporda giizel hissediyorum.”
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E2: “Spora inerken bdyle hissettim. Kii¢iiktiim.
Sinifa geri donerken biiyiidiim.”

K1: “Spor yapmadan 6nce kalbim kirilmigt1 ve
giicstizdiim. Spor yapmaya baglayinca kalbim ¢ok
giizeldi, mutluydum, giiclendim.”

E3: “Sporda kizgindim ¢iinkii hareketler zordu.
Spor yaparken viicudum kirmizi goziikiiyordu.
Sporda gii¢lendim. Masay1 kaldiriyorum. Spor
yaparken iyi hissediyorum.”

K2: “Spordan 6nce kendimi  kiiciik
hissediyordum. Spordan sonra kendimi biiyilik
hissediyorum. Kiyafetlerim de farkliydi. Artik
daha biiyiik kiyafetler giyiyorum. ”
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E4: “Spordan 6nce sandalyede oturmus ve
stkilmigtim. Spordan sonra diinyay1 yok etmisim
clinkii ¢ok gii¢liiytim.”

K3: “Spor yapmadan 6nce hep siniftaydik. Hep
oturuyorduk. Sikiciydi. Spor yapmak ¢ok
eglenceli. Sporla iyi hissediyorum.”

ES: “Spordan 6nce zayiftim, mutluydum. Spor
yapinca genisledim. Aynaya bakinca sagirdim
¢linkii genigledim.”

K4: “Spor yaptiktan sonra mutlu, giizel,
eglenceli hissediyorum.”
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E6: “Spor yapmadan 6nce iyiydim. Spor
yaptim sonra giizel oldum ¢iinkii biiyiidiim. Cok
giiclendim.”

KS5: “Spor yapmak giizeldi. Spor yapinca ¢ok
mutlu hissediyorum.”

E7: “Sporda arkadagimin omzuna degmemeyi
ogrendim. Ciinkii kurallar ¢ok Onemli. Sporla

w giiclendim.”
o’ o8
/‘K\‘ N i :

Tablo 6. Deney grubunda yer alan ¢ocuklarin resimlerine yonelik igerik analizi
Kategori Olumlu Kodlar

Duygu durumu -

Olumsuz Kodlar

Diizenli fiziksel Sikilma, mutsuzluk

aktivite 6ncesinde  Beden algist -

Zayif olma, kiigiik

olma
enti fiziksel Duygu durumu Iyi hissetme hali Kizginlik
Diizenli fizikse Beden algisi Giiglenme, biiyiime, Giigsiizlik

aktivite sonrasinda

Sosyal Beceriler Kurallarin 6grenilmesi ve kurallara uyma -

Tablo 6 incelendiginde cocuklarin diizenli fiziksel aktivite yapmadan Once bedenlerine yonelik
olumlu hicbir ifadeye yer vermezken, bedenlerine yonelik olumsuz 6zellik olarak zayiflik ve kiigiik olma
durumunu duygu durumunda ise sikilma ve mutsuz olma hallerinin ifade edildigi dikkat ¢ekmistir.
Diizenli fiziksel aktivite sonrasindaki ifadeleri incelendiginde ise beden algisi, duygu durumuna ek
olarak sosyal beceri kategorisinin ortaya ¢iktigi, olumlu vurgularin ise yogunlastigi goriilmiistiir. Bu
baglamda ise ¢cocuklar olumlu duygu durumu kapsaminda iyi hissetme hallerine ve mutluluklarina vurgu
yapmiglardir. Duygu durumu kapsamindaki tek olumsuz kod olan “kizginlik” ise fiziksel aktivite
esnasinda zorlanilmasindan kaynaklidir. Beden algisina iliskin ¢izimler ve ifadeler incelendiginde ise
cocuklarin bedenlerini daha giiglii ve biiyiik hissetmeye basladiklar1 dikkat ¢ekmistir. Sosyal beceri
kapsaminda ise her sabah fiziksel aktivite oncesinde kazalara sebep olmamak icin ¢cocuklara hatirlatilan
kurallarin ¢ocuklar tarafindan benimsendigi ve nemsendigi goriilmiistiir.

Tartisma

Yapilan arastirma sonucunda elde edilen bulgular incelendiginde ¢ocuklarin beden imaj algilarinin
piktogram iizerinden yapilan degerlendirilmesinde deney ve kontrol grubu arasinda da deney grubu 6n
ve son test sonuclar arasinda da anlamli farklilik belirlenmemistir. Bu durumun piktogramda kullanilan
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cizimler arasindaki farkliliklarin ¢ocuklar tarafindan yeterince acgik anlasilamiyor olacagi seklinde
yorumlanabilir. Piaget’nin de belirttigi tizere islem Oncesi donemde g¢ocuklar gordiikleri gorseller
tizerinden diislinlir ve yorum yaparlar (Bee ve Boyd, 2007; Berk, 2018). Bu baglamda ¢ocuklarin
piktogramlardaki degerlendirmelerde var olan durumlarimi ve yasadiklari degisimleri degil, sosyal
cevrelerinde zihinlerinde kendileri ile ilgili olusturulmus kalip yargilari ortaya koyabileceklerini
diisiindiirmektedir. Yapilan arastirmalar ¢ocuklarin ¢ok erken yaslardan itibaren bedenleriyle ilgili
memnuniyetsizlikler yasadiklar1 belirtilmektedir (Dohnt ve Tiggemann, 2006; Levine ve Piran, 2004;
Liechty, 2010). Pek ¢ok ¢ocugun piktogram gorselleri tizerinden kendilerine iliskin degerlendirme
yaparken kendi bedenlerine uygun olmayan gorselleri se¢mesinin bir nedeninin de bu oldugu
diisiiniilmektedir. Medya ve sosyal medya gibi gorsel olarak etki giicii yiiksek aracilarla ¢ocuklar
ekranlarda gordiikleri stereotip (sosyal bir grubun i¢inde olan ve i¢inde bulundugu grubu en iyi temsil
eden oOzellikleri tasiyan) bedenlerden dolay1 kendi bedenlerindense toplum tarafindan onaylanan ve
ekranlarda empoze edilen beden goriintiilere yakin beden imajlarin1 se¢mis olabilirler. Cakmak (2020)
sosyal medya bagimliginin beden algis1 iizerindeki etkisini inceledigi arastirmasinda sosyal medya
kullanimi arttikca beden algisinin bozulabildigini, ¢ogunlukla mankenlerde goriilen zayif bedenlere
sahip olma isteginin kisilerin kendi bedenlerine dair memnuniyetsizlik yasamasina sebep olabildigini
belirtmigtir. Clark ve Tiggemann (2006) yaptiklar1 arastirmada benzer bir sonuca ulagmis, medya ve
akranlarin cocuklarin beden imaj algis iizerinde etkisi oldugunu ifade etmistir. Ikilinin yaptig1 aragtirma
sonucuna gore kiz ¢ocuklari kendi beden imajlarini degil daha zayif beden imajlarini idealize
etmiglerdir. Paxton ve Damiano (2017) arastirmalarinda 6 yasindaki kiz ¢ocuklarinin daha zayif
bedenlere sahip olmak istediklerini ifade etmistir. Bahsettigimiz ¢alismalardan farkli olarak beden kiitle
indeksi ve kisilerin bedenlerinin goriiniisiinii ifade eden sosyal goriiniis kaygisi arasindaki iligkiyi
inceleyen bazi arastirmalarin sonuglart da beden kiitle indeksi arttik¢a kisilerin sosyal goriiniiglerine
iligkin kaygilarinin da arttigim ortaya koymustur (Levinson ve ark., 2013; Sanlier ve ark., 2017,
Titchener ve Wong, 2015). Farkli bir sonug olarak ise Akgiil (2022) ve Dagli-Altinkaya (2023) sosyal
medya kullaniminin ve maruz kalinan igeriklerin bireylerin beden algisina ve sosyal goriiniis kaygisina
bir etkisi olmadigini belirtmektedir.

Cocuklar benlik algilarini insa ederken en yakin sosyal ¢evreleri olan ebeveynlerinin goriislerini
duyarak biiyiimekte ve onlarin sdyledigi sekilde kendilerini kabul etmeye baslamaktadirlar (Kale vd.,
2021). Ebeveynin kendi bedenine yonelik algisi ise farkinda olmadan ¢ocuguna aktardigi ve cocugunun
kendi bedeni iizerinden kabul ettigi bir disiince olabilmektedir (Toprak, 2023). Damiano ve
arkadaslarinin (2015) yaptig1 arastirmada babalarin beden algilarinin ogullarinin, annelerin beden
algilarmin ise kizlarmin algilarini etkiledigi sonucuna ulagilmigtir. Cocuklar kendi cinsiyetleriyle ayni
cinsiyette olan ebeveyni rol model almaktadirlar. Bu nedenle ¢ocuklar beden algilarini gelistirirken
kendi cinsiyetindeki ebeveynden -etkilenmektedir. Yapilan bir arastirmaya goére ebeveynlerin
cocuklarinin beden imaj algis1 lizerinde dolayl olarak etkilerinin bulundugu bir bagka alan ise ebeveyn
tutumlaridir. Ebeveynlerin tutumlar1 yetiskinlik hayatinda dahi bireylerin beden imajlarini
algilamalarinda onlar etkilemektedir (Sertbas, 2021). Bireyin aile ve sosyal ¢evresindeki kabul durumu
ve bunun hissettirilmesi kisilerin olumlu beden algis1 tutumlarin1 korumalarin1 saglayabilmektedir
(Ustiinel-Balct, 2021). Ebeveynlerin kendi bedenleriyle ilgili algilar1 ve ebeveynlik tutumlar1 géz dniine
alindiginda bu arastirma kapsaminda ¢ocuklarin bedenlerine yonelik algilar1 ve piktogram {izerinden
yaptiklar1 bedenlerine iliskin gorsel secimlerinde aile etkisinin de sdz konusu olabilecegi
diistinilmektedir.

Piktogram degerlendirmelerine ek olarak deney grubundaki ¢ocuklarin bedenlerine iliskin duygu ve
diisiincelerini aktarabilmeleri i¢in c¢ocuklardan diizenli fiziksel aktivite Oncesinde ve sonrasinda
bedeninin nasil degistigini resmetmeleri istenmistir. Bu ¢izimler ¢ocuklar tarafindan agiklandiginda ise
piktogram bulgularinin aksine ¢ocuklarin diizenli fiziksel aktivite sonrasinda hem bedenlerine yonelik
olumlu algr gelistirdikleri dikkati ¢ekmistir. Diizenli fiziksel aktivitelerden sonra deney grubunda yer
alan neredeyse tiim c¢ocuklar kendilerini daha giiglii ve biiyiimiis olarak ifade etmistir. Bu durum
¢ocuklarin ¢izimlerinde giilimseyen yiizlerle de ifade edilmistir ki bu pozitif ¢izimlerden yola ¢ikarak
cocuklarin bedenlerinde hissettikleri degisim ve gelisimden memnun oldugunu sdylemek miimkiin
olabilir. Kaya (2023) beden egitimi dersinin ¢ocuklarin beden takdiri ve mutluluk diizeyine etkisini
inceledigi bir arastirmasinda benzer bir sonug ortaya koymus, cocuklarin beden egitimi dersi araciligiyla
beden takdir diizeyinin arttigini belirtmistir. Benzer sekilde fiziksel aktivite diizeyindeki artigin beden
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algisini olumlu yonde etkiledigini belirten ¢alismalar bulunmaktadir (Agikbas, 2021; Giiven ve Solmaz,
2022).

Cocuklarin resimlerinde duygu durumlariyla ilgili olumlu yansimanin ise diizenli fiziksel aktivitenin
cocuklarin bedeninde meydana getirdigi fizyolojik ve hormonal degisikliklerle baglantis1 oldugu
diisiiniilmektedir. Alanyazin incelendiginde farkli yas gruplarinda da olsa diizenli fiziksel aktivitenin
bireylerin mutluluk diizeyini pozitif yonde etkilemekte son derece etkili bir faktor oldugu goriilmektedir
(Goodarzi, vd., 2008; Yildiz ve Ekici, 2017). [ldem (2019) diizenli sportif aktivite yapan ve yapmayan
engelli gruplarin psikolojik saglamlik ve iyi olma halini inceledigi arastirmasinda hayatlarinda ekstra
zorluk bulunan gruplarda dahi diizenli sportif aktivitenin insanlarin iyi olus hali {izerinde olumlu etkisi
oldugunu belirtmistir. Leuke (2022) iilkeler bazinda yaptig1 karsilastirmada fiziksel aktivite diizeyi
yliksek olan tilkelerde mutluluk diizeyinin de yiiksek oldugunu belirtmistir.

Cocuklarin resimlerini anlatirken kullandiklar1 ifadelerde diizenli fiziksel aktivitenin c¢ocuklarin
sosyal becerileri lizerinde olumlu bir etki yarattigi, fiziksel aktivite esnasinda uymalar1 gereken kurallar
oldugunu ifade ettikleri goriilmektedir. Cocuklarin kurallari igsellestirmeleri ve fiziksel aktivite
esnasinda uyulmasi gereken kurallar1 ¢ok net bir sekilde ifade edebilmesinin arastirmacinin fiziksel
aktivite uygulamalarina baslamadan hemen 6nce ¢ocuklara kurallar1 hatirlatmasiyla ve kurallarin neler
oldugunu ¢ocuklara sormasiyla baglantili oldugu diisiiniilmektedir. Aslinda anaokulunda uygulanmasi
gereken ancak cogunlukla goz ardi edilen hareket etkinligi (Kili¢ ve ark., 2021) ilkokul 1,2,3 ve 4.
Sinifta uygulanan beden egitimi ve oyun dersinin (Milli Egitim Bakanligi [MEB], 2013 ve 2018) okul
oncesi donemdeki karsiligidir. Arastirma sonucunda ¢ocuklarin kurallara uymakla ilgili gelistirdikleri
hassasiyet ilkokulda uygulanan Beden Egitimi ve Oyun Dersi Programinin 6zel amaglarindan olan oyun
ve fiziksel aktivite araciliiyla ¢cocuklarin adil oyun ve sosyal sorumluluk gelistirme amacini da (MEB,
2018) desteklemektedir. Benzer sekilde okul dncesi egitim programinda yer alan hareket etkinliginin
uygulanma amaglar igerisinde de ¢ocuklarin sosyal gelisim alaninda desteklenmesi gerektigi
belirtilmektedir (MEB, 2013). Bu arastirma kapsaminda yapilan uygulamalarla esasen planlanmamis
olsa da okul oncesi dénemde g¢ocuklarin edinmesi gereken sosyal beceriler kapsaminda yer alan
“Degisik ortamlardaki kurallara uyar.” kazaniminin ve bu kazanim kapsamindaki “Degisik ortamlardaki
kurallarin belirlenmesinde diisiincesini sdyler. Kurallarin gerekli oldugunu sdyler. Istekleri ile kurallar
celistiginde kurallara uygun davranir.” gostergelerinin de (MEB, 2013) anaokulu c¢ocuklarinca
kazanildigin1 gostermektedir. Benzer bir sekilde, Makar’in (2016) fiziksel aktivitenin sosyal beceri
tizerindeki etkisini inceledigi arastirmasinda, fiziksel aktivite diizeyinin kisilerin sosyal becerilerini
olumlu yonde etkiledigi belirlenmistir.

Sonuc ve Oneriler

Bu arastirma sonucunda ¢ocuklarin beden imaj algilarinin diizenli fiziksel aktivite ile olumlu yonde
etkilendigi belirlenmistir. Bu sonuca ulasilirken de goriilmiistiir ki cocuklardan saglikli bilgi alabilmek
icin birbirinden farkli degerlendirme yontemlerinin kullanilmasi gerekmektedir.

Bu sonugtan yola ¢ikilarak yeni yapilacak caligsmalar igin;

- Cocuklarin fiziksel aktivite siiresince kendi bedenlerini gorebilecekleri bir ortamda
caligtirilmalari,

- Dabha kii¢iik ve daha biiyiik yas gruplarindan ¢cocuklarin benzer aragtirmalarda yer almasi ve beden
imaj algilarinin karsilastirilmasi,

- Cocuklarin beden imaj algilarim etkileyen faktorlerin belirlenmesine yonelik daha derinlemesine
calismalar yapilmasi onerilmektedir.

Yazar Katki Oranlari

Bu aragtirma birinci yazarin yiiksek lisans tezinden iiretilmistir. Aragtirmanin ilk yazari veri toplama,
verilerin analizi ve raporlastirma agamalarini gerceklestirmistir. Yiiksek lisans tez danigmani olan ikinci
yazar makalenin tiim asamalarinda fikir vermis ve makale liretim siirecinde etkin rol oynamustir. Her iki
yazarda makalenin yazimina katki saglamis ve ¢alismanin son halini okumus ve onaylamustir.
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Extended Abstract
Introduction

The main aim of this research is to determine the impact of a physical activity program integrated
into the daily routine of children attending preschool education institutions on their body image
perceptions.

Method

The research will be carried out in an independent kindergarten located in Atasehir district of the
Anatolian side of istanbul province. The target group of the research consists of 5-year-old children
receiving preschool education. The research is designed in a mixed-methods approach, with the
experimental design being used as a quantitative research method; specifically, the "pretest-posttest
control group design” from experimental models has been employed, and the interview method was
used in the qualitative dimension of the research. Xiaomi Mi Body Composition Scale 2, an electronic
scale, was used for body weight measurements and a standard steel stadiometer was used for height
measurements. The calculation engine on the web page of the Ministry of Health, General Directorate
of Public Health was used to calculate the body mass index of the children. Pictograms were used to
measure children's body image perceptions. All implementations for the research were carried out in the
autumn term of the 2023-2024 academic year. While pre-test and post-test comparisons were made in
the analysis of the data, Wilcoxon signed-rank analysis was used to analyse the pictogram data. In the
analysis of the children's drawings, the content analysis method was used by taking into account the
answers given by the children to the interview questions and the drawings themselves, and categories
and themes were created according to the children's descriptions.

Findings

According to the results of the study, no significant difference was found between the pictogram
post-test results of the experimental and control groups. Likewise, no significant difference was found
between the pre-test and post-tests in the pictogram evaluation of the experimental group. However, it
was determined that positive perceptions such as growth and strengthening were formed in children's
drawings.

Discussion, Results and Suggestions

When the findings obtained as a result of the research were examined, no significant difference was
found between the experimental and control groups in the evaluation of children's body image
perceptions through pictograms, nor between the pre-test and post-test results of the experimental group.
This situation can be interpreted as the differences between the drawings used in the pictogram may not
be understood clearly enough by the children. As Piaget stated, in the preoperational period, children
think and comment on the visuals they see (Bee & Boyd, 2007; Berk, 2018). In this context, it suggests
that children may reveal the stereotypes formed about themselves in their minds in their social
environment, not their current situation and the changes they have experienced in the evaluations in
pictograms. Studies have shown that children experience dissatisfaction with their bodies from a very
early age (Dohnt & Tiggemann, 2006; Levine & Piran, 2004; Liechty, 2010). It is thought that this is
one of the reasons why many children choose images that are not suitable for their own bodies while
evaluating themselves through pictogram images. Studies have shown that children experience
dissatisfaction with their bodies from a very early age (Dohnt & Tiggemann, 2006; Levine & Piran,
2004; Liechty, 2010). It is thought that this is one of the reasons why many children choose images that
are not suitable for their own bodies while evaluating themselves through pictogram images. Children
grow up by hearing the opinions of their parents, who are their closest social environment, while
constructing their self-perceptions, and begin to accept themselves as they say (Kale et al., 2021). The
parent's perception of his/her own body may be an idea that he/she unknowingly transfers to his/her
child and his/her child accepts through his/her own body (Toprak, 2023). In addition to the pictogram
evaluations, children in the experimental group were asked to draw how their bodies changed before
and after regular physical activity in order to convey their feelings and thoughts about their bodies.
When these drawings were explained by the children, it was noteworthy that contrary to the pictogram
findings, children developed positive perceptions of their bodies after regular physical activity. After
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regular physical activities, almost all children in the experimental group expressed themselves as
stronger and bigger. This situation was also expressed with smiling faces in the drawings of the children,
and based on these positive drawings, it may be possible to say that the children were satisfied with the
change and development they felt in their bodies. Kaya (2023), in a study examining the effect of
physical education lesson on children's body appreciation and happiness level, revealed a similar result
and stated that children's body appreciation level increased through physical education lesson. It is
thought that the positive reflection of children's emotional states in their drawings is related to the
physiological and hormonal changes caused by regular physical activity in children's bodies. When the
literature is examined, it is seen that regular physical activity is an extremely effective factor in positively
affecting the happiness level of individuals, even in different age groups (Goodarzi, et al., 2008; Y1ildiz
& Ekici, 2017). Leuke (2022) stated that the level of happiness is also high in countries with high levels
of physical activity in his comparison on the basis of countries.

As a result of this study, it was determined that children’s body image perceptions were positively
affected by regular physical activity. While reaching this conclusion, it was seen that different evaluation
methods should be used in order to obtain healthy information from children.

Based on this result, for future studies;

- To work in an environment where children can see their own bodies during physical activity,

- Involvement of children from younger and older age groups in similar studies and comparison of
body image perceptions,

- To conduct more in-depth studies to determine the factors affecting children's body image
perceptions.
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