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Editorden

Ankara Universitesi Egitim Bilimleri Fakiiltesi Dergisinin Degerli Okurlart,

2024 yihmin ikinci sayisinda (Agustos, Cilt:57, Sayi:2) sizlerle yeniden bulugmaktan
dolayr mutlu ve gururluyuz.

AUEBFD 55 yidwr oldugu gibi bugiin de egitim bilimleri kapsamindaki ozgiin
arastirmalari, ¢agdas bilimsel yontemleri ve giincel tartismalart yansitan bilimsel makaleleri
alan yazina kazandirmada énemli bir kamusal sorumlulugu yerine getiriyor. Editoryal kadro
olarak bizler de bu gelenegin devam ettirilmesi icin titizlikle ¢alisiyoruz. Tiirkiye 'nin en koklii
dergilerinden biri olan AUEBFD’nin  kurulus amaclarina ve ilkelerine bagl kalarak,
dergimizin uluslararasi baglamlarda daha fazla goriiniir olmasmi saglamak igin gayret
gosteriyoruz. Ayrica dergimizin DergiPark alt yapisi iizerinden erigilen web sitesini, makale
gonderimi ve yayum siiregleri ile ilgili teknik konular: giincelleme ¢calismalarimiz devam ediyor.
Sizlere miimkiin oldugunca kullanici dostu bir web sayfasi sunmayr amagliyoruz. Bunun igin
dergimizin en dnemli paydaslarimdan olan makale yazarlarindan geri bildirim almak iizere
hazirladigimiz bir anket ¢alismasini en kisa zamanda gerceklestirecegiz. Son olarak, Mart
ayinda Editérler Kurulunun ve Danisma Kurulunun degerli iiyeleri ile gerceklestirdigimiz
toplantida aldigimiz karar geregince, yayima kabul edilen makaleleri DOI numarast vererek
erken goriiniimde yayimlamaya basladik ve buna devam edecegiz.

Bu sayida da, ikisi derleme tiiriinde olmak iizere toplam dokuz makale ile karsinizdayiz.
Makalelerin odaklandigi konular, egitim bilimlerinin alt alanlarinin ne kadar zengin ve ¢egsitli
oldugunu bir kez daha gésteriyor. Farkl konu bashklaryla Agustos 2024 sayimiza katkida
bulunan tiim yazarlara, dergimizi tercih ettikleri ve tiim siire¢ boyunca bizimle isbirligi i¢inde
olduklar: icin tesekkiir ediyoruz. Dergimizin kamusal hizmet sorumlulugunu yerine
getirmesinde ¢ok biiyiik bir pay sahibi olan ve bilimsel bilginin iiretiminde sahip olduklar
uzmanhigr kamu yararina sunan hakemlerimize ve alan editorlerimize en icten tesekkiirlerimi
sunuyorum.

Yeni bir sayimin okurlarla bulusmasi, editor yardimcilarinin, dil editorlerinin ve mizanpaj
editorlerinin ozverili ¢alismalariyla gergeklesiyor. Bu sayimizda da, her bir makale igin
saatlerce ve giinlerce emek veren tiim ¢alisma arkadaslarima ¢ok tesekkiir ederim.

Degerli okurlar, AUEBFD 'ne gosterdiginiz ilgi ve destek icin sizlere de tesekkiir ederiz.
Dergimizin amag¢ ve kapsami baglaminda, egitim bilimlerinin disiplinlerarast dogasini
yansitan makaleleri ilgiyle okuyacagimzi umuyoruz. AUEBFD'nin bu sayisinda yer alan
calismalarin sizlere ilham vermesi ve bilimsel diisiinceye katkida bulunmasi dilegiyle tiim
calisma arkadaslarim adina saygilar sunuyorum.

Gelecek sayida goriismek iizere...

Prof. Dr.Yasemin ESEN !
Editor

" ORCID No: 0000-0003-3966-6726


https://orcid.org/0000-0003-3966-6726

From the Editor-in-Chief

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

We are happy and proud to meet you again in the second issue of 2024 (August, Volume:
57, Issue: 2).

Just like for the past 55 years, JFES continues to fulfill its significant public responsibility
of publishing original research in educational sciences, reflecting contemporary scientific
methods and current debates. As the editorial team, we are committed to meticulous efforts to
uphold this tradition. Remaining true to the founding objectives and principles of one of
Turkey's oldest journals, JFES, we aim to enhance its visibility in international contexts.
Furthermore, we are actively updating technical aspects of our journal's website accessed via
DergiPark infrastructure, focusing on article submission and publication processes to provide
a user-friendly platform. We will soon conduct a survey to gather feedback from our valuable
stakeholders, the authors. Lastly, in line with decisions taken during meetings with the Editorial
Board and Advisory Board in March, we have begun early online publication of accepted
articles with DOI numbers and will continue this practice.

In this issue, we present nine articles, including two reviews. The diverse themes explored
in these articles once again demonstrate the richness and variety of subfields within educational
sciences. We extend our thanks to all the authors who have contributed to our August 2024
issue, choosing our journal and collaborating with us throughout the process. Heartfelt thanks
also go to our referees and section editors, whose expertise in producing scientific knowledge
for public benefit greatly contributes to fulfilling our journal's public service responsibilities.

The publication of a new issue is made possible through the dedicated efforts of assistant
editors, language editors, and layout editors. In this issue as well, | extend my heartfelt thanks
to all my colleagues who dedicated hours and days of effort to each article.

Dear readers, we thank you for your interest in and support for JFES. Within the scope
and objectives of our journal, we hope you will find great interest in the interdisciplinary nature
of educational sciences reflected in the articles. Wishing that the works featured in this issue of
JFES inspire you and contribute to scientific thinking, | extend my respects on behalf of all
colleagues.

We look forward to meeting you in the next issue.

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

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

The existing literature on teachers’ professional development indicates that teaching experiences contribute
both to their professional learning and development and student achievement. Yet, research on the reflection
of these experiences on their professional development is rather scarce. Hence, this qualitative study aimed
to investigate teachers’ reflective thinking on their professional experiences. Participants of the study were
a group of experienced teachers teaching various subjects at Turkish state schools who were selected via
purposive sampling. The research data were gathered using a semi-structured interview form developed by
the researchers following an extensive review of literature and were used for content analysis. The results
showed that teacher professionalization is largely governed by their experiences, which increase the quality
of their work and enable them to focus on success. It was also revealed that teachers questioned their
previous professional lives with their current professional experiences and expressed reflective thoughts
about their professional life. In conclusion, their reflective thoughts contributed to their professional
development as they gained competence in professionalization, pedagogy, effective teaching, and behavior
management. The research concludes with a couple of practical implications generated based on the
obtained results (i.e., organization of pre-service and in-service training seminars on communication and
interaction with students, creating effective learning environments, approach to parents, classroom
management, teaching and learning process and communication) and a few suggestions for future
directions.
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The roles and responsibilities imposed on teachers make them perhaps the most
indispensable component of educational processes. They are assigned not only to train
students to be beneficial to themselves and the society but also to provide other
educational services (Kocabas & Karakdse, 2005) such as transmission of social
culture and values to younger generations, training of a qualified labor force (Celikten
& Sanal, 2005), coordination of educational components and organization of the
educational environment (Erdem & Gézel, 2014; Kuruvilla, 2019), and evaluation of
the quality of the education system (Akcan & Polat, 2016; Yal¢in, 2016). In addition,
they guide students’ learning life (Liu et al., 2018; Scott, 2009; Yavuz et al., 2016),
guide them to participate in the learning process (Ada & Kiigiikali, 2009; Kuruvilla,
2019), contribute to the progress and development of societies (Chakraborty &
Gangopadhyay, 2020; Kuruvilla, 2019; Seferoglu, 2004), and lead individual/social
change and transformation in the short and long terms (Cetin & Sadik, 2020).
Enabling the pedagogical transformation of students (Ozer et al., 2016), they are also
responsible for school-based developments in students’ lives (Hotaman, 2020),
representing the biggest variable in student achievement (Angrist & Lavy, 2001;
Jacob & Lefgren, 2004; Phillips, 2003; Tygret, 2017; Vogt & Rogalla, 2009). As a
matter of fact, training qualified teachers has received significant attention due to the
prominence of teachers for the students, society, and education system (Caena, 2014;
Coninx et al., 2013; Jiang et al., 2016).

Teacher training is a very inclusive and multidimensional process that covers the
selection and training of pre-service teachers by equipping them with essential
professional knowledge and skills, as well as the employment and professional
development of in-service teachers. This process is intended to enable teachers to
perform their job in the best possible way. Notwithstanding, pre-service teacher
training may fall short in overcoming challenges faced by teachers (McMurrey, 2015;
Musset, 2010; OECD, 2005) even though they received high-quality training before
their career started. In such cases, they can commit professional mistakes in both their
early and late career stages. These mistakes could be caused by the fact that teaching
is a human-oriented profession that requires communication with many stakeholders
and entails numerous problems in addition to the difficulty of managing students with
different developmental characteristics, temperaments, and socio-cultural family
structure (Atmaca, 2020). Nonetheless, teaching can help individuals renew
themselves, develop self-criticism, empathy and reflective thinking skills
(Shallenberger, 2015). From this viewpoint, professional mistakes enhance
professional development and learning (McGregor, 2006; Schoemaker, 2011). These
mistakes can be transformed into opportunities for professional development and
learning through reflective thinking activities of teachers, often characterized by
observation, communication, judgment, decision making, and teamwork (Dymoke &
Harrison, 2008). More precisely, these activities require “conscious identification and
definition of schooling and classroom problems, generating reasonable ‘guiding
ideas’ or hypotheses, and testing them through intelligent action” (Farber & Armeline,
1992, p. 1).
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Calling attention to the necessity of equipping students with 21st century skills,
Toker (2021) advocates that teachers will be inevitably “engaged in reflective thinking
practices and guide their own development” (p. 93). Reflective thinking practices are
key to professional development (Vermunt & Endedijk, 2010), as genuine
professionals learn from their experiences through conscious and systematic reflection
(Kwakman, 2003). Teachers seize many opportunities that support their professional
learning and contribute to their professional development through in-class practices
(Glimiis et al., 2018).

Professional development is conceived of as a learning process, resulting from
the meaningful interaction between the teacher and their professional context, both in
time and space (Kelchtermans, 2014, p. 217). As it requires teachers to take on their
initial learning (Craft, 2002), it is considered a cornerstone of reform efforts to
increase teachers’ capacity for high-quality teaching (Ozer-Ozkan & Amil, 2014,
Filipe et al., 2015). Not surprisingly, the policies of the world’s successful education
systems lean on the increased professional development of teachers. Accordingly, in
raising the education standard and quality, efforts toward enhancing teacher
professionalism for ensuring quality of the teacher and teaching quality become the
important issue in the education policy production (Jamil, 2014, p. 181). Kwakman
(2003) classified teachers’ professional learning activities into professional reading,
doing, reflection, and collaboration. Timperley et al. (2007), however, classify
professional development activities as (i) activities to update knowledge and skills,
(ii) reflective activities based on experiences, and (iii) cooperation activities with
colleagues. In this vein, Chang et al. (2011) argue that professional development of
teachers is largely determined by the experiences they have gained as well as the
reflective and innovative activities they perform. According to van Woerkom (2003),
strong professionals can be characterized by regularly reflecting on their experiences
to improve their future behaviors (cited in Korthagen, 2017). Conscious reflection
activities on professional experiences constitute a part of teacher learning (Korthagen,
2017). Teachers’ experiences contribute not only to their professional learning and
development but also to student achievement (Clotfelter et al., 2007; Harris & Sass,
2011; Rockoff, 2004). Despite these contributions, research on the reflection of
professional experiences on the professional development of teachers is rather scarce
in the relevant literature in Turkey and abroad (Ko6rkko et al., 2016; Orakgi, 2021;
Shavit & Moshe, 2019). In this context, the current research aims to reveal the
reflective thoughts of a group of Turkish teachers on their professional experiences in
Turkey and the contributions of these thoughts to their professional development. In
line with this aim, the following research questions were addressed:

1. What are the teachers’ reflective thoughts about their professional experience?

2. How do the teachers think their professional experience has been reflected on
their professional development?

The following section offers information about the research method employed
in this study.
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Method

This section introduces the research model, study group, data collection, data
analysis, and the validity and reliability of the research.

Research Model

The phenomenological design was used in this qualitative research because it is
a suitable pattern for studying intense human experiences (Merriam, 2009). In this
design, researchers attempt to understand the meaning that the participants ascribe to
their experiences and how they reflect these experiences (Merriam, 2009; Patton,
2014). It was exclusively preferred in this research as it uncovered how teachers make
sense of their professional experiences and reflect on their professional development.

Study Group

Phenomenological studies require the selection of the study group from
individuals who have "experience" in the scope of the research and can reflect their
experiences (Creswell, 2012; Smith & Eatough, 2007). The research participants were
selected using criterion sampling, a purposeful sampling method. Having at least 10
years of professional experience was determined as a criterion with the assumption
that this period would be sufficient for teachers to gain a considerable amount of
experience in teaching and to conduct informative evaluations on it. In the research, a
rich data set was targeted through maximum diversity by interviewing teachers who
were teaching distinct subjects at schools of various educational levels, as shown in
Table 1.

Table 1
Demographic Information of the Study Group

Length of Professional

Participant Experience Gender Branch
(Year)
T1 24 Male Classroom
T2 22 Male Classroom
T3 21 Male Turkish Language and
Literature
T4 17 Female Primary Mathematics
T5 27 Male Turkish Language and
Literature
T6 20 Male Social Studies
T7 28 Male Religious Culture and
Ethics
T8 28 Female Science
T9 17 Male Social Studies
T10 20 Male Primary Mathematics

T11 11 Female English Language
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As presented in Table 1, the study group comprised 11 teachers with 11-33 years
of professional experience. Their branches were classroom teaching, English
language, primary mathematics, religious culture and ethics, science, social studies,
and Turkish language and literature.

Data Collection Tool

Although various data collection tools, including observation, field notes, and
researcher diaries, are used in qualitative studies (Creswell, 2013), interviews are
mostly preferred in phenomenological studies (Merriam, 2009; Yildirim & Simsek,
2013). In this study, the research data were collected using a semi-structured interview
form developed by the researchers. The first part of the form consisted of three
questions on the demographic information of the participants (length of professional
experience, gender and branch), while the second part consisted of three questions
intended to elicit their opinions about their professional experiences. To illustrate, the
first and second questions were designed to reveal their reflective thoughts on their
professional experience, while the third question was to reveal how these reflective
thoughts influence their professional development. To prepare the questions, the
existing literature was extensively reviewed and expert opinions were elicited.
Subsequently, a preliminary application was conducted, and the questions in concern
were associated with the research problem. Before the interview, consent was
obtained from the participants, without revealing the names of the institutions and
individuals, to ensure that the data obtained in the study would be used for scientific
purposes. The interview sessions were either audio recorded or noted with the
approval of the participants. Each session lasted between 15 to 30 minutes.
Considerations regarding validity and reliability during the interview process are
presented in the validity and reliability section.

Ethical Committee Approval

Ethics committee approval was obtained from the Social and Human Sciences
Ethics Committee, Kahramanmaras Siitgii Imam University, Tiirkiye (Date
27.07.2022 & No. 2022-32).

Data Analysis

The research data were subjected to content analysis, one of the qualitative
analysis methods. In content analysis, the data are initially examined to group similar
data sets together based on certain concepts, categories, and themes, and are organized
in an understandable manner (Lune & Berg, 2017; Creswell & Poth, 2016; Merriam,
2009). Accordingly, the interviews were transcribed for each participant and analyzed
by the researchers. The analyzed data were coded, and the codes were converted into
themes. Previous studies conducted on similar issues were also considered to form the
codes and themes in concern. Finally, they were systematically presented in tables.
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Validity and Reliability

The prerequisite for ensuring validity and reliability in qualitative research is to
conduct it ethically (Merriam, 2009). With this in mind, the ethics committee approval
was obtained from the university where the first two researchers worked. In addition,
the participants were informed about the data collection process and the research in
general at the beginning of the online interview sessions. Subsequently, validity and
reliability, which generally refer to the concepts of persuasiveness, transferability,
consistency, and confirmability, need to be ensured in qualitative research (Lincoln &
Guba, 1985; Yildirim & Simsek, 2011). Transferability was ensured by explaining all
stages of the research in detail, namely the research method, preparation and
implementation of the data collection tools, data collection and analysis, and reporting
the findings. It is noteworthy that any expressions that would guide the participants
were avoided during the interviews (Creswell & Miller, 2000).

The raw data and data analysis results were stored by the researcher and made
ready for external auditing, ensuring confirmability (Creswell, 2016). For
consistency, the data were initially coded by the two researchers separately, and the
compatibility between the coders was subsequently checked (Creswell, 2016). In case
of incompatibility with the codes, the researchers discussed the relevant code and
reached a consensus on it. Finally, the participants’ statements were quoted to increase
consistency.

The research results are presented in the following section.
Results

In an attempt to respond to the first research question, the participants were
posed the following interview questions: (i) What would you like to do in your
previous professional life with your current professional experience? and (ii) What
would you not like to do in your previous professional life with your current
professional experience? In this section, the findings obtained from their responses
are tabulated and interpreted. The codes and themes formed out of their responses to
the question “What would you like to do in your previous professional life with your
current professional experience?” are shown in Table 2.
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Table 2
What Teachers Would Like to Do with Their Current Professional Experience
Codes Themes Participants
Preparing lesson plan and materials Creating a learning T2, T11
Making teaching more fun environment T11
Endorsing the school Attitude toward T2
school

Dealing with more students
Staying calm in case of tensions

Showing more love to students Inte;?ﬁg;’:t:v'th _I'_I'83,_I'_F96,_|T171
Getting to know students better T
Getting to know the parents better T4, T7
More effective interaction with the parents Interaction with the T10
Understanding the parents parents T1
Organising extracurricular activities Social activities T5

The opinions of the teachers about what they would do in their previous
professional lives with their current professional experiences were gathered under the
themes of creating learning environments, interaction with students, interaction with
parents, social activities, and attitude toward school. It is seen that what the teachers
want to do in their previous professional lives are mostly related to their interaction
with the students (T3, T6, T8, T7, T9 & T11). They stated that they wanted to stay
calm in case of tensions, to be more interested in them, to show more love to them,
and to get to know them better. Claiming that they would be calm while approaching
the students, T7 stated,

“When | look back, what would I do with my current experience and
knowledge? | was a little angrier before, in those youth years. We were shouting
and calling, but an educator should never shout. They should approach the
student with peace”.

The opinion of T8, one of the teachers who stated that they would show more
love to the student, on this subject is as follows:

“I would have approached, at least, some problematic students and those
who did not follow the rules in a different way. Because | learned to be patient.
We were young, and I didn 't like children that much when I was young. But now,
I love them. | would have been gentler with the children thanks to what maturity
or experience contributed to me. | used to be a little harsh then. | would have
been more affectionate.”

Stating that they would wish to get to know students better, T9 notes,
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“l would have wished to deal with children more. | would have preferred
to be more sensitive to their family and environment. At the beginning of our
profession, we were like a fish out of water. We may not be well aware of some
concerns; however, as time progresses, knowing more about children’s lives
enables us to evaluate them better.”

T3 expressed their wish to show more interest to the students with the following:

“If 1 had gone back and taught with these experiences, | would have
approached students with more interest and love. All of them already received
academic information from books or other sources, and | would have wished to
help them learn more about life.”

In a similar vein, T11 expressed their regret for not approaching the students

from a more holistic perspective,

“With the idealism of my early years, | used to force the students to study
very hard. | wouldn't pay much attention to their motivation, life, family
problems, financial difficulties, etc... Frankly, it was useless to put so much
pressure on them. I wish | had shown more love to them and made them feel
more valued.”

The teachers reported that they would have wished to understand the parents, to

get to know them better and to communicate with them more effectively (T1, T4, T7
& T10). To illustrate, T7 reported their opinion,

“Getting to know the students’ family is essential. A student brings the way
they behave in their family to school. We encounter many unfortunate events.
When we examine this, we learn that either the parents are divorced or the father
is an alcoholic or a gambling lover. There is no peace in the family, and there is
violence. This is also reflected in the child. We did not know this in the initial
years of our teaching. The school principals and other administrators used to
say ‘Dear colleagues, this is the curriculum. Enter your classes on time, leave
on time, give students homework, and do not leave them without homework’.
However, we could have been more useful if we had been so knowledgeable and
experienced in the first years. We could have raised better generations.”

Sharing the same view, T4 notes,

“In my initial years, | used to evaluate children just as they came to school.
I was critical about how they came to school and their behaviors. However, as
time progressed, and as | made family visits and got to know their families, | felt
that different factors triggered their (mis)behaviours at school. When 1 visited
their homes and got to know their mothers and fathers in a social environment,
I saw that there were justified reasons for some of the behaviors of those
children. And now, | realized that, from time to time, | had been really
prejudiced.”
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Among the things that teachers would have wished to do in their previous
professional lives are endorsing school (T2), preparing plans and materials (T2,
T11), and organizing social activities (T5). Concerning this, T2 states,

“While working in a village school, we grounded our teaching mostly on
the curriculum and taught at the knowledge level. There were no other
opportunities for the children. The school did not have laboratory facilities.
Over the years, we learned that we could not expect certain things from the state
and that we could prepare that laboratory environment and those materials
ourselves. I am currently preparing teaching materials on my own. We need
nothing from the state or the laboratory. If | could have gone back, | would have
prepared materials with the students to allow more experiential learning.”

Regarding the learning environment, T11 informs,

“Actually, we left the fun part of the lesson aside as we focused more on
instruction and competitiveness at school. | wish | had employed games and
songs more often instead of multiple choice tests and worksheets.”

Expressing their view on organizing activities, T5 notes,

“I would have organized more activities. Looking around me right now, it’s
not nice to say, but social activities have almost come to a standstill in schools.
When we do not count specific days and weeks, nothing remains. You know their
quality or influence. They go no further than formality. I think I would have
organized more social activities.”

The codes and themes generated from their responses to the question “What

would not you like to do in your previous professional life with your current
professional experience?” are shown in Table 3.

Table 3

What Teachers Would Not Do with Their Current Professional Experience

Codes Themes Participants
Excessive teacher talk T1
Breaking hearts Communication T7
Quick anger T8
Excessive discipline Classroom T2, T11
Excessive distance from others T3

- R management
Excessive prescriptivism T8
Instruction-only practices Teaching and T10,T11
Rote-based instruction learning process T3

. . . Measurement and
Rewarding academic achievements only T6

evaluation
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Table 3 shows that the teachers’ opinions about what they would not have wished
to do with their current professional experience were grouped under the themes of
classroom management, communication, and measurement and evaluation. It is worth
noting that they were mostly related to classroom management (T2, T3 & T8). Within
this theme, the teachers stated that they were over-disciplined, over-distanced, and
over-prescriptive in their past professional lives, and that they would not have wished
to behave in that manner with their current experience. T2’s view on being over-
disciplined is as follows:

“Well, 1 was a disciplined teacher. 1 will do my job by complying with the
rules. Maybe this discipline puts pressure on children from time to time. As a
rule, I tried to put everything in its proper place. I didn’t give children so much
freedom. | wanted them to fulfil their responsibilities. | did not accept any
excuses. | forced them to do it. For this reason, they were doing their homework
come hell and high water. They were doing their daily work. Thus, | did not
tolerate them. Sometimes we could have left the door (halfway) open for them.
Now, | can do so. Consequently, | wish | hadn't acted like that.”

T3, who was extremely distant from the students in their past professional life,
stated that “I would not have wished to be too distant from the students with my current
professional experience. |1 would have acted with a kind but firm authority”. Pointing
out that they only taught in the past, they also noted,

“l would have wished to introduce them (students) the elements of life
rather than the elements of the sentence. | would have asked them to find the
adjectives in the nature, not the adjectives in the sentences”.

Expressing that they had shouted at students in the past and broke their hearts,
T7 stated,

“l used to get very angry with the students, | used to shout a lot. With my
current experience, | realize that it was a weakness. In those years, of course,
we were shouting at the students a lot because of our inexperience. Therefore,
sometimes we broke their hearts. If I had had my current experience, | would not
have done this. | would never have shouted at them. | would have avoided
hurting their pride.”

Trying to convince parents with extended speeches in previous years, T1 reports,

“l could have extended the communication with people a little more.
Sometimes | could have understood some parents more quickly and taken
precautions accordingly. Sometimes, | tried to convince them with over-
communication. In fact, later on, I learned easier ways to convince them. | wish
| had tried to understand them more. But of course, instead of trying to convince
them by talking all the time, as | used to do, | could have made them feel that I
value them more with different methods and techniques.”

Rewarding the students’ academic achievements only, T6 conveys,
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“l would not have acted in that way. That is, | would not have made a
student a favorite just because of their academic achievement. I wouldn’t have
starred a student who was just academically successful. I wouldn't have done
that.”

Reporting that they would not have employed rote-based instruction with their
current professional experience, T10 notes, “The method of rote-based instruction
requires teaching children by accepting them as machines rather than social beings.
I used this method very rarely, but I wish | had never done so.”

The codes and themes obtained from the teachers’ views on the reflection of
their professional experiences on their professional development are given in Table 4.

Table 4

Teachers’ Reflections of Professional Experience on Professional Development

Codes Themes Participants
Problem-solving Skill development T1,T6

. Pedagogical
Getting to know students better competency T2,T3,T8,T11
Ignoring some details T2
Increasing work quality Professionalism T5
Focusing on achievement T8
Being more understanding of students Behaviour T1,T4,T9,T11

management

Multi-faceted evaluation Effective teachin T6
Instructional practices 9 T2,T11

The teachers’ experiences have had positive repercussions on their
professionalization (T2, T5, T8), behavior management (T4, T9, T10, T11),
pedagogical competencies (T2, T3, T8, T11), skill development (T1, T6) and
education and training practices (T6, T2, T11). These experiences have contributed to
the development of their problem-solving skills and enabled them to ignore the details
for professionalism, to increase the work quality, to focus on success, to be more
understanding of the students for pedagogical management, and to increase their
pedagogical competencies for getting to know the students better. Stating that their
professional experiences contributed to the development of their problem-solving
skills, T1 notes,

“Of course, my experiences have had a very positive impact on my
professional life. When | encounter a problem, | can better solve it. Now, | can
get through it without harming the students, parents, myself, or other staff in the
school environment. In addition, | can help students better with any problem.”



436 Serkan Unsal, Revhan Agcam and Cennet Tandirc

Expressing that these experiences have made it easier for them to get to know
the students, T2 says,

“When we look at our past lives, we can understand the psychological
structure of both students and other members of the society, their troubles and
anxiety at work. So, our experience has given us that. When we look at them, we
can understand their situation. ...from the way they respond to the questions,
from the movements of their hands, from the movements of their eyes, from the
changes that occur in their body to their breathing... We have gained these
competencies through experience.”

Stating that their experiences have contributed to their professional development
by enabling them to ignore some details, T5 notes, “It seems as if we are coming to a
point that looks better, broader, and focuses on the lesson by disregarding
insignificant details.” The view of T4, who explained that their experience has
enabled them to conduct multi-faceted evaluation, is as follows:

“My professional experience has changed my perspective on life. I look at
children from a different perspective. | consider things from different angles. As
I mentioned, | am not just saying ‘the child displayed this behaviour’. Instead, I
am considering many underlying reasons. | do not evaluate their success merely
through their school achievements. Now, | consider it a multi-faceted success. |
don't think a student is good at math. | evaluate their success in an ethical sense.
...I care about their reading now. I care if they have participated in social
activities. | was definitely not a person of that kind. Now | am completely multi-

s 9

faceted. I say, ‘let the children show success, wherever they do it’.

Believing that their experience has enabled them to take a more positive
approach toward the students, T9 and T11 mention, respectively,

“My professional experience has had a particularly positive effect on me.
Regarding this, at the point of approaching the students or teachers while
managing the school.... It has a positive effect on keeping the communication
channels open, considering the interests, wishes, and abilities of the students and
the parents’ wishes.” (T9)

“I think my professional experience has made me a better teacher today. In
light of my experience, | try to approach each student with love and make them
feel valued. When | am available at school, | take care to spend time playing
games with them. At the same time, | try to make my teaching more fun. This is
what they exactly expect.”

Noting that their experience has enabled them to be more understanding of the
students, T4 states, “l have become a more understanding teacher. | have become
more tender-hearted, whereas | was an angry teacher in the past. | don't know, but I
have become a more emotional teacher.” Advocating that their experience has
contributed to their professional success, T8 reports,
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“The teaching profession involves accumulation. As a person works and
lives, their perspective on life changes; it is not like youth. It is not like in our
initial professional years, where we were changing gradually. For example, we
are always learning lessons from what we experience. It would not be like that
(if we did not have experience). Therefore, my experience in teaching affects my
professional life positively. Of course, | see myself more successful in my
profession now.”

The following section discusses the research results, conclusions, and practical
implications generated in light of the results reported so far.

Discussion, Conclusion and Suggestions

The research findings revealed that the teachers wished to get to know their
students better in line with their professional experience. It can be concluded that they
did not know their students well enough during their initial years of teaching. This
might be attributed to crowded classrooms, their inexperience in teaching, not having
spent enough time with the students, and excessive workload, including non-
instructional duties (Chandran et al., 2022; Gilstrap, 2003; ince, 2019; Khouya, 2018;
McMurrey, 2015; Kozikoglu & Senemoglu, 2018; Kuruvilla, 2019). To overcome the
constraint exerted by inexperience, Utilova et al. (2022) offered mentoring informing
that mentor teachers support novice (or less experienced) teachers by sharing
professional experiences and knowledge with them. In this vein, informal interactions
between teachers could be suggested as an overcoming strategy because they largely
enhance professional development (Conway, 2008).

The findings also indicated that, with their current professional experience, they
would not have been over-disciplined, over-distant, or prescriptive toward the
students to maintain classroom management. It is concluded that they could have
encountered challenges with classroom management or employed incorrect strategies
to maintain classroom management in the initial years of their career. This assumption
is supported by the existing literature (Chandran et al., 2022; Kuruvilla, 2019; Karatas,
2015; McMurrey, 2015; Owens, 2006; Yildirim et al., 2017; Sezer, 2017; Wolff et al.,
2015). Ina study conducted on the challenges faced by novice language teachers, most
of the participants attributed their struggle with classroom management to the fact that
they did not know how to treat student misbehaviors and manage students with
discipline problems (Chandran et al., 2022; McMurrey, 2015). Therefore, the
teachers’ being over-disciplined, prescriptive, and distant in the classroom may be due
to their consideration of classroom management as providing discipline in the
classroom. This agrees with previous research on similar topics (Nakpodia, 2010;
Ustiin & Demirbag, 2003; Ustiin & Eres, 2009). However, this approach, especially
the overuse of disciplinary referrals, may have detrimental effects on vulnerable
students’ academic achievement (McMurrey, 2015), which also jeopardizes teachers’
interaction with students and decreases their motivation. Therefore, they should keep
in mind that classroom management refers to creating a climate that facilitates
learning by establishing an appropriate learning environment rather than establishing
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authority in the classroom (Cift¢i, 2015; Tertemiz, 2006). To put in a nutshell, the
challenges the teachers encountered and the mistakes they committed with classroom
management might be caused by their excessive use of classroom discipline and
failure to use effective communication skills, employ effective strategies for
managing undesired cases and conflicts, and anger management (Atmaca, 2020;
Chandran et al., 2022; McMurrey, 2015).

Another finding of the research showed that the teachers wished they had got to
know their students better with their current professional experience. Teacher
competencies also cover getting to know students, considering that they are at the
heart of educational activities. Far beyond being aware of students’ academic
progress, this requires teachers to know their social and emotional development,
strengths, weaknesses, interests, and demands as well as the socioeconomic status of
their family (Sahin & Beydogan, 2016). Though it may be impeded by the teachers’
having to teach in crowded classrooms and being assigned with excessive workload
(Chandran et al., 2022; McMurrey, 2015), their wish to have known their students
better might be attributed to the fact that they have noticed the significance of knowing
students well in a successful educational process.

In a cross-cultural study on teachers’ early career, Gilingor et al. (2019) revealed
that both Turkish and Polish language teachers arrange teacher-parent meetings to
cope with students’ indifference to language education as well as student
misbehaviours. Not surprisingly, the participant teachers of the current research
expressed that they wished to have communicated with the parents more, got to know
and understood them better. Moving from this viewpoint, teachers who establish and
maintain effective communication with the parents will probably know and
understand them better. This type of teacher-parent communication contributes to
parental collaboration with the school, students’ academic achievement, and
decreased student misbehaviours (Ozdogru, 2021; Rosenholtz; 1989; Unsal &
Agcam, 2019). In this respect, teachers should be aware that teacher-parent
communication has become more indispensable thanks to the spread of student-
centred education (Ozdogru, 2021) and should be eager to initiate, maintain, and
extend communication with parents.

Concerning rewards, the teachers stated that they would not have rewarded only
academic achievements if they had had their current professional experience. Their
use of a rewarding and evaluation system that prioritizes only academic achievement
is attributed to the dominance of the central exams in the Turkish education system.
As a matter of fact, the achievement of the students and teachers is mostly associated
with the success of the students in these exams (Cetin & Unsal, 2018). For this very
reason, the teachers might have evaluated the students’ competence only with their
academic achievements. Rewarding their artistic, sportive, and social achievements
as well as their academic achievements can contribute to their development of positive
attitudes toward school and learning, which might help increase their motivation and
academic competence.
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Considering what the teachers wished they had/had not done with their current
professional experience, it can be concluded that they question their professional life
and think reflectively about it. Namely, that most of the teachers noted they avoid
similar mistakes today shows that their experiences provided them the opportunity of
professional learning (Atmaca, 2020). The fact that they question their actions and
professional mistakes and attempt to compensate for them by self-criticism indicates
that they have gained awareness of the mistakes they make and the negative effects of
these mistakes on students.

The current research has concluded that teacher professionalization is largely
governed by their experiences, which increase the quality of teachers’ work and
enable them to focus on success. Similar to the results of the current research, teachers
have reported that professionalism can be formed over time (Uzun et al., 2013).
Tichenor and Tichenor (2009) conceptualize teacher professionalization as
“representing the best in the profession and setting the highest standard for best
practice” (p. 9). Accordingly, teachers’ experiences help them increase the quality of
their work and reach high standards in their profession. Hence, one can claim that
these professional experiences contribute to teacher professionalization. These
experiences also enhance their instructional skills. This particular result of the
research is confirmed by previous research (Bayindir et al., 2016).

Instructional skills refer to the teachers’ ability to put field-specific theoretical
knowledge into practice in the classroom, to engage students in classroom activities,
and to promote individual learning by using a variety of methods and techniques,
maintaining interest and attention in the lesson, and providing well-timed feedback
(Bayindir et al., 2016; Bilen, 2006). From this viewpoint, teachers’ professional
experiences can contribute both to their professional development and attainment of
learning outcomes because their instructional skills play a significant role in
harvesting learning products (Bayindir et al., 2016).

It can be stated that teachers question their previous professional lives with their
current professional experiences, and they reflect on their professional life. Therefore,
their reflective thoughts contribute to their professional development as they gain
competence in professionalization, pedagogy, effective teaching, and behavior
management.

The following practical implications were generated in light of the results of the
current research.

1. Settings/platforms can be created where teachers can share their professional
knowledge, which is formed through professional experience, with other teachers.

2. What the teachers want to do in their professional life is largely about their
approach to the students and their parents, which is principally determined by
communication. Therefore, activities that raise awareness about the importance of
communication in professional life can be organized both in pre-service teacher
training and in-service seminars.
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3. Pre-service and novice teachers may receive pre-service and in-service
training on communication and interaction with students, creating effective learning
environments, approach to parents, classroom management, teaching and learning
processes, and communication.

For further research, the factors that trigger challenges teachers experience in
classroom management could be investigated. Alternatively, how teachers’
professional experiences are reflected in their personal and social development can be
examined in other research.
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Ogretmenlere yiiklenen rol ve sorumluluklar, onlar1 egitim siireclerinin belki de
en vazgecilmez bileseni haline getirmektedir. Ogretmenler, dgrencilerin kendilerine
ve topluma faydah olacak sekilde yetistirilmesinin yam sira toplumsal kiiltiir ve
degerlerin sonraki nesillere aktarilmasi, nitelikli isgiiciiniin yetistirilmesi (Celikten ve
Sanal, 2005), egitim bilesenlerinin esgiidiimii, egitim ortaminin hazirlanmasi (Erdem
ve Gozel, 2014; Kuruvilla, 2019) ve egitim sisteminin niteliginin degerlendirilmesi
(Akcan ve Polat, 2016; Yalgin, 2016) gibi diger egitim hizmetlerini de yerine
getirmekle gorevlidir (Kocabas ve Karakdse, 2005). Ogretmenler ayrica, dgrencilerin
Ogrenme hayatlaria rehberlik etmekte (Liu vd., 2018; Scott, 2009; Yavuz vd., 2016),
O0grenme siirecine katilmada onlara yol goéstermekte (Ada ve Kiigiikali, 2009;
Kuruvilla, 2019), toplumlarin ilerlemesi ve gelismesine katkida bulunmakta
(Chakraborty ve Gangopadhyay, 2020; Kuruvilla, 2019; Seferoglu, 2004) olup kisa
ve uzun vadede bireysel/toplumsal degisim ve doniisiime Onciiliik etmektedirler
(Cetin ve Sadik, 2020). Ogrencilerin pedagojik déniisiimiinii saglayan 6gretmenler
(Ozer vd., 2016), ayn1 zamanda dgrenci basarisindaki en biiyiik degiskeni temsil
etmekte (Hotaman, 2020) ve 6grencilerin yasamlarindaki okul temelli gelismelerden
de sorumlu olmaktadir (Angrist ve Lavy, 2001; Jacob ve Lefgren, 2004; Phillips,
2003; Tygret, 2017; Vogt ve Rogalla, 2009). Nitekim, 6gretmenlerin 6grenciler,
toplum ve egitim sistemi acisindan tasidigi 6neme istinaden nitelikli 6gretmen
yetistirme konusu bilyiik ilgi cekmektedir (Caena, 2014; Coninx vd., 2013; Jiang vd.,
2016).

Ogretmen egitimi, dgretmen adaylarmin secimi ve temel mesleki bilgi ve
becerilerle donatilarak yetistirilmesinin yan: sira, Ogretmen istihdami ve
Ogretmenlerin mesleki gelisimlerini de igine alan oldukga kapsayici ve ¢ok boyutlu
bir siirectir. Bu siire¢, 6gretmenlerin gorevlerini en iyi sekilde yerine getirmelerini
amaglamaktadir. Bununla birlikte, hizmet Oncesi Ogretmen egitimi, mesleki
yagsamlarina baslamadan once kaliteli bir egitim almis olsalar dahi, 6gretmenlerin
kargilastig1 zorluklarin iistesinden gelmesinde yetersiz kalabilmektedir (McMurrey,
2015; Musset, 2010; OECD, 2005). Bu gibi durumlarda, 6gretmenler mesleki
yasamlarinin hem basinda hem de ilerleyen donemlerde hatalar yapabilmektedir. Bu
hatalar; 6gretmenligin insan odakli bir meslek olmasi, birgok paydasla iletisim
kurmay1 gerektirmesi ve birgok sorunu beraberinde getirmesinin yani sira farkl
gelisimsel oOzelliklere, mizaca ve sosyo-kiiltiirel aile yapisina sahip &grencileri
yonetmenin zorlugundan kaynaklanabilmektedir (Atmaca, 2020). Bununla birlikte,
ogretmenlik, bireylerin kendilerini yenilemelerine ve 6zelestiri, es duyum ve yansitict
diigiinme becerilerini gelistirmelerine yardimci olabilmektedir (Shallenberger, 2015).
Bu agidan bakildiginda, mesleki hatalarin mesleki gelisimi ve 6grenmeyi arttirdigi
ifade edilebilir (McGregor, 2006; Schoemaker, 2011). S6z konusu hatalar, genellikle
gozlem, iletisim, yargilama, karar verme ve takim caligmasiyla nitelenen yansitici
diisiinme etkinlikleri yoluyla 6gretmenler i¢in mesleki gelisim ve 6grenme firsatlarina
doniistiriilebilmektedir (Dymoke ve Harrison, 2008). Daha acik bir ifadeyle, bu
etkinlikler "okul ve siif sorunlarinin bilingli olarak tanimlanmasi, bu sorunlarin
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¢oziimiine iligkin makul ve yol gosterici fikir veya kuramlar iiretilmesi ile bunlarin
akilli eylemlerle sinanmasin1" gerektirmektedir (Farber ve Armeline, 1992, p. 1).

Ogrencilere 21. yiizy1l becerileri kazandirilmasinin gerekliligine dikkat ¢eken
Toker (2021), “Ogretmenlerin de siirekli yansitic1 diisiinme uygulamalar1 i¢inde
olmalar1 ve kendi gelisimlerine yon vermelerinin kagmilmaz” oldugunu
savunmaktadir (s. 93). Gergek profesyonellerin bilingli ve sistematik yansitma
yoluyla kendi deneyimlerinden &grenmeleri (Kwakman, 2003), yansitict diigiinme
uygulamalarint mesleki gelisimin anahtar1 halinde getirmektedir (Vermunt ve
Endedijk, 2010). Ogretmenler, sinif ici uygulamalar sayesinde mesleki 6grenmelerini
destekleyen ve mesleki gelisimlerine katki saglayan birgok firsattan yararlanmaktadir
(Glmiis vd., 2018).

Mesleki gelisim, 6gretmen ile onun mesleki baglami arasindaki hem zaman hem
de mekan agisindan anlamli etkilesimin sonucu olarak ortaya ¢ikan bir 6grenme siireci
olarak ifade edilmektedir (Kelchtermans, 2014). Bu gelisim, 6gretmenlerin ilk
O6grenme sorumlulugunu tstlenmelerini gerektirmesi (Craft, 2002) nedeniyle,
Ogretmenlerin nitelikli 6gretim kapasitesini arttirmaya yonelik reform ¢abalarinin
temel tas1 olarak kabul edilmektedir (Ozer-Ozkan ve Anil, 2014; Filipe vd., 2015).
Diinyanin basarili egitim sistemlerine iliskin politikalarin 6gretmenlerin mesleki
gelisiminin gili¢lendirilmesine dayali olmasi sasirtict degildir. Buna gore, egitim
standart ve niteliginin yiikseltilmesinde 6gretmen ve Ggretimin niteliginin glivence
altina alinmasi ve &gretmen profesyonelliginin artirilmasina yonelik g¢aligmalar,
egitim politikast tiretiminde 6nemli bir konu haline gelmektedir (Jamil, 2014, p. 181).
Kwakman (2003) &gretmenlerin mesleki dgrenme etkinliklerini mesleki okuma,
uygulama, yansitma ve isbirligi olarak smiflandirmistir. Timperley vd. (2007) ise
mesleki gelisim etkinliklerini (i) bilgi ve becerileri giincellemeye yonelik etkinlikler,
(i) deneyimlere dayali yansitic1 etkinlikler ve (iii) meslektaslarla isbirligi etkinlikleri
olarak siniflandirmaktadir. Bu baglamda, Chang vd. (2011), 6gretmenlerin mesleki
gelisimlerinin biiylik 6l¢iide kazandiklar1 deneyimlerin yani sira gergeklestirdikleri
yansitici ve yenilik¢i etkinliklerle belirlendigini ileri stirmektedir. Van Woerkom'a
(2003) gore esas profesyoneller, deneyimlerini gelecekteki davranislarini gelistirmek
icin diizenli olarak yansitan kisiler olarak nitelendirilebilir (Akt. Korthagen, 2017).
Mesleki deneyimlere iliskin bilingli yansitma etkinlikleri 6gretmen 6grenmesinin bir
pargasini olusturmaktadir (Korthagen, 2017). Ogretmenlerin bu deneyimleri, yalnizca
kendilerinin mesleki 6grenme ve gelisimine degil ayn1 zamanda 6grenci basarisina da
katk1 saglamaktadir (Clotfelter vd., 2007; Harris ve Sass, 2011; Rockoff, 2004). Buna
ragmen, Tirkiye'de ve yurt diginda mesleki deneyimlerin dgretmenlerin mesleki
gelisimlerine yansimasint konu alan arastirmalara pek rastlanmamaktadir (Korkko
vd., 2016; Orakg1, 2021; Shavit ve Moshe, 2019. Bu baglamda mevcut arastirmada,
Tiirkiye'de bir grup 6gretmenin mesleki deneyimlerine iliskin yansitici diigiinceleri ile
bu digiincelerinin  mesleki gelisimlerine katkilarmin  ortaya ¢ikarilmasi
amaglanmaktadir. S6z konusu amag¢ dogrultusunda asagidaki aragtirma sorularina
yanit aranmigtir:
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1. Ogretmenlerin mesleki deneyimlerine iliskin yansitici diisiinceleri nelerdir?

2. Ogretmenler mesleki deneyimlerinin mesleki gelisimlerine nasil yansidigini
disiiniiyorlar?

Bir sonraki bolimde ¢alismada kullanilan aragtirma yontemi hakkinda bilgi
verilmektedir.

Yontem

Bu boélimde arastirmanin modeli, ¢alisma grubu, verilerin toplanmasi ve
¢coziimlenmesi ile arastirmanin gegerlik ve giivenirligi hakkinda bilgi verilmektedir.

Arastirmanin Modeli

Bu nitel arastirmada, yogun insan deneyimlerini incelemek i¢in uygun bir desen
olarak kabul edilen fenomenolojik desen kullanilmigtir (Merriam, 2009). Bu desende
arastirmacilar, katilimeilarin deneyimlerine yiikledikleri anlami ve bu deneyimleri
yansitma bigimlerini anlamaya ¢alisirlar (Merriam, 2009; Patton, 2014). S6z konusu
model, 6gretmenlerin mesleki deneyimlerini anlamlandirma ve mesleki gelisimlerine
yansitma bigimlerinin ortaya ¢ikarilmasi amacina istinaden bu arastirmada zellikle
tercih edilmistir.

Calisma Grubu

Fenomenolojik ¢alismalar, calisma grubunun arastirma kapsaminda "deneyimi"
olan ve deneyimlerini yansitabilecek bireylerden seg¢ilmesini gerektirmektedir
(Creswell, 2012; Smith ve Eatough, 2007). Arastirmanin katilimcilart amach
omekleme ydntemlerinden 6l¢iit &rekleme ile belirlenmistir. Ogretmenlerin
ogretmenlik konusunda hatirt sayilir bir deneyim kazanmak ve bu konuda
bilgilendirici degerlendirmeler yapabilmek i¢in yeterli olacagi varsayimiyla en az 10
yillik mesleki deneyime sahip olmalari katilimer 6lgiitii olarak belirlenmistir. Tablo
1’de goriildiigii gibi, arastirmada farkli egitim kademelerindeki okullarda ve farkli
Ogretim alanlarinda gorev yapan Ogretmenlerle goriisiilmek suretiyle maksimum
cesitlilik saglanarak zengin bir veri seti hedeflenmistir.

Tablo 1
Calisma Grubunun Demografik Bilgileri
Mesleki Deneyim

Katilimei Siiresi (Y1) Cinsiyet Ogretim Alam
01 24 Erkek Sinif
02 22 Erkek Sinif
03 21 Erkek Tiirk Dili ve Edebiyati
04 17 Kadin [Ikogretim Matematik
05 27 Erkek Tiirk Dili ve Edebiyati
06 20 Erkek Sosyal Bilgiler
07 28 Erkek Din Kiiltiiri ve Ahlak Bilgisi
08 28 Kadim Fen Bilgisi
09 17 Erkek Sosyal Bilgiler

010 20 Erkek [lkdgretim Matematik
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011 11 Kadin Ingilizce
Tablo 1’de sunuldugu iizere, ¢alisma grubu, 11-33 yillik mesleki deneyime sahip
11 6gretmenden olugsmaktadir. Katilimcilar sinif, 1ngilizce, ilkogretim matematik, din
kiiltiirii ve ahlak bilgisi, fen bilgisi, sosyal bilgiler ve Tiirk dili ve edebiyati alanlarinda
ogretmenlik yapmaktaydi.

Veri Toplama

Nitel aragtirmalarda gdzlem, alan notlar1 ve arastirmaci giinliikleri gibi cesitli
veri toplama araclart kullanilsa da (Creswell, 2013), fenomenolojik caligmalarda
cogunlukla goriismeler tercih edilmektedir (Merriam, 2009; Yildirim ve Simsek,
2013). Bu c¢aligmada arastirma verileri aragtirmacilar tarafindan gelistirilen yari
yapilandirilmig goriisme formu kullanilarak toplanmigtir. Formun ilk bdliimiinde
katilimcilarin demografik bilgilerine (mesleki deneyim siiresi, cinsiyet ve 0gretim
alan) iliskin ti¢ soru ve ikinci boliimiinde ise katilimcilarin mesleki deneyimlerine
iliskin goriislerinin alinmasina yonelik ii¢ soruya yer verilmistir. Orneklendirmek
gerekirse, birinci ve ikinci sorular 6gretmenlerin mesleki deneyimlerine iliskin
yansitici diisiincelerini; tiglincii soru ise bu diisiincelerinin mesleki gelisimlerini nasil
etkiledigini ortaya ¢ikarmak amaciyla tasarlanmistir. Sorularin hazirlanmasi
asamasinda, mevcut alan yazin kapsamli bir sekilde taranmis ve uzman goriislerinden
yararlanilmistir. Daha sonra 6n uygulama yapilarak séz konusu sorular arastirma
problemiyle iliskilendirilmistir.

Goriigme Oncesinde, aragtirmada elde edilen verilerin bilimsel amaglarla
kullanilmasimi1  saglamak amaciyla, kurum ve kisi isimleri agiklanmadan
katilimeilardan onam alinmistir. Goriisme oturumlart ses kaydina alinmis ya da
katilimcilarin da onay1 alinarak not edilmigtir. Her bir oturum 15 ile 30 dakika
arasinda slirmiistiir. Goriisme siirecinin gegerlilik ve giivenirligine iliskin hususlar
gegerlik ve giivenirlik boliimiinde sunulmaktadir.

Etik Kurul Karan

Arastirmaya iliskin etik kurul onay1, Kahramanmaras Siitcii imam Universitesi
Universitesi Sosyal ve Beseri Bilimler Etik Kurulu'ndan (Tarih 27.09.20233 ve No.
2022-32) alinmustir.

Veri Coziimlemesi

Arastirma verileri nitel analiz yontemlerinden igerik analizine tabi tutulmustur.
Icerik analizinde dncelikle verilerin incelenerek benzer veri setlerinin belirli kavram,
kategori ve temalara gore bir araya getirilmesi ve anlasilir bir sekilde diizenlenmesi
saglanir (Lune ve Berg, 2017; Creswell ve Poth, 2016; Merriam, 2009). Bu
dogrultuda, katilimcilarla yapilan her bir goriigme ayri ayri yaziya gegirilmis ve
aragtirmacilar tarafindan ¢oziimlenmistir. Coziimlenen veriler kodlanmig ve kodlar
temalara doniistiirilmistiir. S6z konusu kod ve temalarin olusturulmasinda benzer
konularda daha 6nce yapilmig ¢aligmalar da dikkate alinmistir. Son olarak, olugturulan
kod ve temalar tablolar halinde sunulmustur.
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Gegerlik ve Giivenilirlik

Nitel arastirmalarda gegerlik ve giivenirligin saglanmasinin 6n kosulu, arastirmanin
etik olarak gergeklestirilmesidir (Merriam, 2013). Bu diisiinceden hareketle,
aragtirmacilarin gorev yaptigi yiiksekogretim kurumundan etik kurul onay1 alinmustir.
Diger taraftan, ¢evrimici gerceklestirilen gériisme oturumlarinin basinda katilimcilara
veri toplama siireci ve arastirma hakkinda genel bilgiler verilmistir. Nitel
aragtirmalarda genellikle ikna edicilik, aktarilabilirlik, tutarlilik ve dogrulanabilirlik
kavramlarini ifade eden gecerlik ve giivenirligin saglanmasina ¢alisilmistir (Lincoln
ve Guba, 1985; Yildirim ve Simsek, 2011). Arastirmanin tim asamalar1 (arastirma
yontemi, veri toplama araglarinin hazirlanmasi ve uygulanmasi, verilerin toplanmasi
ve ¢Oziimlenmesi, bulgularin raporlanmasi) ayrintili bir sekilde ifade edilerek
aktarilabilirlik saglanmigtir. Gorlismelerde katilimcilart yonlendirecek her tiirlii
ifadeden kagimilmigtir (Creswell ve Miller, 2000).

Ham veriler ve veri analizi sonuglari arastirmacilar tarafindan saklanmak
suretiyle dig denetime hazir hale getirilerek teyit edilebilirligi saglanmistir (Creswell,
2016). Tutarliligin saglanmasi1 amaciyla, veriler dncelikle iki arastirmaci tarafindan
ayrt ayri kodlanmig ve daha sonra kodlayicilar arasindaki uyumluluk goézden
gecirilmistir (Creswell, 2016). Kodlar arasinda uyumsuzluk olmasi durumunda
aragtirmacilar tartisarak ilgili kod tizerinde fikir birligine varmistir. Son olarak,
tutarliligy arttirilmast amaciyla katilimeilarin ifadelerinden alintilar yapilmistir.

Arastirma bulgular bir sonraki boliimde sunulmaktadir.
Bulgular

Birinci arastirma sorusuna yanit vermek amaciyla katilimcilara su goriisme
sorular1 yoneltilmistir: (i) Su anki mesleki deneyiminiz ile onceki mesleki yasamanizda
ne yapmak isterdiniz? ve (ii) Su anki mesleki deneyiminiz ile onceki mesleki
yasamanizda ne yapmak istemezdiniz? Bu boliimde katilimcilarin yamitlarindan elde
edilen bulgular tablolastirilarak yorumlanmistir. “Su anki mesleki deneyiminiz ile
onceki mesleki yasamanizda ne yapmak isterdiniz? ” sorusuna verilen yanitlardan elde
edilen kodlar ve temalar Tablo 2'de gosterilmektedir.

Tablo 2

Ogretmenlerin Mevcut Mesleki Deneyimleri ile Onceki Mesleki Yasamlarinda

Yapmak Istedikleri
Kodlar Temalar Katihmcilar
Ders plan1 ve ders arag-geregleri hazirlamak Ogrenim ortami 02,011
Ogretimi daha eglenceli hale getirmek olusturma O11

Okulu desteklemek Okula kars: tutum 3
Daha fazla 6grenciyle ilgilenmek

Gerginlik aninda sakin kalmak

Ogrencilere daha fazla sevgi gdstermek Ogrencilerle
Ogrencileri daha yakindan tanimak iletisim

03, 06, 07
08, 09, 011
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Tablo 2 (devam)

Velileri daha yakindan tanimak 04, 07
Velilerle daha etkili iletisim kurmak Veliletle iletisi 010
Velileri anlamak cifierie Lietisim 01
Ogretim dis1 etkinlikler planlamak Sosyal etkinlikler 05

Ogretmenlerin mevcut mesleki deneyimleriyle onceki mesleki yasamlarinda
yapmak istediklerine iliskin goriisleri, 6grenme ortamlari olusturma, égrencilerle
etkilesim, velilerle etkilesim, sosyal etkinlikler ve okula kars: tutum temalar altinda
toplanmistir. Ogretmenlerin dnceki meslek yasamlarinda yapmak istediklerinin
cogunlukla 6grencilerle olan etkilesimleriyle ilgili oldugu goriilmektedir (03, 06, 07,
08, 09 ve O11). Bu katilimcilar, gerginlik aninda sakin kalmak, dgrencilerle daha
fazla ilgilenmek, onlara daha fazla sevgi gostermek ve onlar1 daha iyi tanimak
istediklerini belirtmislerdir. Ogrencilere yaklasirken sakin olabilecegini one siiren O7,
sunlar ifade etmistir:

“Geriye doniip baktigimda su anki deneyimim ve bilgimle ne yapardim? Daha
once biraz daha dfkeliydim, o genglik yillarinda. Bagiryyorduk, ¢agiriyorduk
ama bir egitimci asla bagirmamalr. Ogrenciye siikunetle yaklasmalidir.”

Ogrenciye daha fazla sevgi gosterebilecegini belirten dgretmenlerden O8’in bu
konudaki goriisii su sekildedir:

“En azindan bazi sorunlu 6grencilere ve kurallara uymayan ogrencilere farkl
bir sekilde yaklasirdim. Ciinkii sabirli olmayr 6grendim. Gengtik ve o zamanlar
cocuklart bu kadar sevmezdim. Ama simdi onlari seviyorum. Olgunluk veya
deneyimin bana kattiklari ile onlara karsi daha nazik davranirdim. O zamanlar
biraz sert davraniyordum. Daha sefkatli olurdum.”

Ogrencileri daha yakindan tanimak istedigini belirten O9 sunlar1 ifade etmistir:

“Cocuklarla daha c¢ok ilgilenmek isterdim. Aileleri ve ¢evrelerine karsi daha
duyarli olmayr tercih ederdim. Meslegimizin basinda sudan ¢ikmis balik
gibiydik. Bazi kaygilarin pek farkinda olmayabiliriz; ancak zaman ilerledik¢e
cocuklarin yasamlart hakkinda daha fazla bilgi sahibi olmak, onlart daha iyi
degerlendirmemizi saglyyor.”

03 bgrencilere daha fazla ilgi gostermek istediklerini su sozlerle ifade etmistir:

“Eger geriye doniip bu tecriibelerle ders verebilseydim, 6grencilere daha fazla
ilgi ve sevgiyle yaklagirdim. Hepsi akademik bilgiyi zaten kitaplardan veya diger
kaynaklardan alyyordu ve ben de onlarin hayat hakkinda daha fazla sey
ogrenmelerine yardimci olmak isterdim.”

Benzer sekilde, O11 de ogrencilere daha biitiinciil bir bakis agisiyla
yaklasamadigi i¢in {iziintiisiinii su sekilde dile getirmistir,
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“Ilk yilarimdaki idealizmle égrencileri ¢ok ¢alismaya zorlardim. Onlarin
motivasyonu, hayats, aile sorunlar, maddi stkintilarina vs. pek dikkat etmezdim.
Agikgast tizerlerinde bu kadar baski yapmann faydasi yoktu. Keske onlara daha
cok sevgi gosterseydim, kendilerini daha degerli hissetmelerini saglasaydim.”

Ogretmenler velileri anlamak, onlar1 daha iyi tanimak ve onlarla daha etkili

iletisim kurmak istediklerini belirtmiglerdir (O1, 04, 07 ve 010). Ornegin, O7
goriislerini su sekilde ifade etmistir:

“Ogrencilerin ailelerini tamimak énemlidir. Bir 6grenci ailesindeki davranis
bigimlerini okula getirir. Pek ¢ok talihsiz olayla karsilasiyoruz. Bunlar
inceledigimizde ya anne ve babasinin bogsanmis oldugunu ya da babanin alkolik
va da kumar bagimlist oldugunu dgreniyoruz. Ailede huzur yok, siddet var. Bu
da cocuga yansiyor. Ogretmenligimizin ilk yillarinda bunu bilmiyorduk. Okul
miidiirleri ve diger idareciler ‘Sevgili meslektaglarimiz, miifredat bu.
Derslerinize zamaninda girin, zamaninda ¢ikin, dgrencilere édev verin, onlart
odevsiz birakmaymn’ derdi. Halbuki ilk yillarda bu kadar bilgili ve deneyimli
olsaydik daha faydali olabilirdik. Daha iyi nesiller yetistirebilirdik.”

Aym goriisii paylasan O4 sunlar1 ifade etmistir:

“Ilk yullarimda ¢ocuklar: okula geldikleri gibi degerlendirirdim. Okula gelis
bicimleri ile davranmslarini elestirirdim. Ancak zaman ilerledikce, aile
ziyaretleri yapip ailelerini tamdikea, okuldaki istenmeyen davraniglarim farkl
etkenlerin tetikledigini hissettim. Evlerini ziyaret edip sosyal ortamda anne ve
babalarmm tamdigimda o c¢ocuklarin bazi davranmislarimin hakli sebepleri
oldugunu gordiim. Ve simdi, zaman zaman ger¢ekten onyargili oldugumu fark
ettim.”

Ogretmenlerin 6nceki meslek yasamlarinda yapmak isteyecedi seyler arasinda

okulu desteklemek (02), ders plani ve arag-geregleri hazirlamak (02, O11) ve sosyal
etkinlikler diizenlemek (O5) yer almaktadir. O2’nin konuya iliskin goriisii su
sekildedir:

“Kéy okulunda ¢alisirken 6gretimimizi ¢cogunlukla miifredata dayandwrdik ve
bilgi diizeyinde dgretim yapardik. Cocuklara baska firsat kalmiyordu. Okulun
laboratuvar olanaklari  yoktu. Yillar gectikce bazi seyleri devletten
bekleyemeyecegimizi, o laboratuvar ortamini, o malzemeleri kendi basimiza
hazirlayabilecegimizi ogrendik. Su anda ogretim araglarimi kendi basima
hazirliyorum. Devletten ya da laboratuvardan hicbir seye ihtiyacimiz yok. Eger
gecmise donebilseydim ogrencilerle birlikte daha deneyimsel ogremmelere
olanak saglayacak arag-geregler hazirlardim.”

O11 6grenme ortamuyla ilgili olarak sunlar1 aktarmustir:

“Aslinda daha ¢ok egitim ve okuldaki rekabete odaklandigimiz icin dersin
eglenceli kismint bir kenara biraktik. Keske ¢oktan se¢meli sinavlar ve ¢calisma
yapraklari yerine oyunlart ve sarkilart daha sik kullansaydim.”
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05 etkinliklerin diizenlenmesine iliskin goriislerini su sekilde ifade etmistir:

“Daha ¢ok etkinlik diizenlerdim. Su an etrafima baktigimda, bunu séylemek pek
hos degil ama, okullarda sosyal etkinlikler neredeyse durma noktasina geldi.
Belirli giinleri ve haftalari saymadigimizda geriye hicbir sey kalmiyor. Bunlarin
da niteliklerini veya etkilerini biliyorsunuz. Formaliteden oteye gecemiyorlar.
Daha ¢ok sosyal etkinlik diizenlerdim diye diigiiniiyorum.”

“Su anki mesleki deneyiminiz ile onceki mesleki yasamanizda ne yapmak
istemezdiniz? sorusuna verilen yanitlardan elde edilen kodlar ve temalar, Tablo 3'te
gosterilmektedir.

Tablo 3

Ogretmenlerin Mevcut Mesleki Deneyimleri ile Onceki Mesleki Yasamlarinda

Yapmak Istemedikleri
Kodlar Temalar Katilimcilar
Derste fazla konusmak _ 01
Kalp kirmak Iletisim 07
Cabuk 6fkelenmek 08
Fazla disiplin uygulamak 02,011
Fazla mesafeli durmak Sinif yonetimi 03
Fazla kuralct davranmak 08
Yalnizca 6gretim yapmak Ogretme ve 010, 011
Ezbere dayali 6gretim yapmak O0grenme siireci 03
Yalnizca akademik basarilar1 6diillendirmek Olgme Ve 06

degerlendirme

Tablo 3'te Ogretmenlerin mevcut mesleki deneyimleriyle gecmis mesleki
yasamlarinda yapmak istemeyeceklerine iligskin goriislerinin sinif yonetimi, iletisim ve
ol¢me ve degerlendirme temalar1 altinda gruplandigi goriilmektedir. Bu kodlarin
cogunlukla smnif yonetimi temast ile baglantili olduklarini belirtmek gerekir (02, O3
ve O8). Bu tema kapsaminda &gretmenler gecmis mesleki yasamlarinda asiri
disiplinli, asir1 mesafeli ve asir1 kuralci olduklarini, simdiki deneyimleriyle bu sekilde
davranmak istemediklerimi belirtmislerdir. O2’nin asi1 disipline iliskin goriisii
sOyledir:

“Ashnda ben disiplinli bir 6gretmendim. Kurallara uyarak isimi yaparim. Belki
bu disiplin zaman zaman ¢ocuklarda baski yaratiyor. Kural olarak her seyi
dogru yere koymaya c¢alistm. Cocuklara fazla ozgiirliik tanimadim.
Sorumluluklarini yerine getirmelerini istedim. Hi¢bir mazereti kabul etmedim.
Onlart bunu yapmaya zorladim. Bu nedenle, iki elleri kanda da olsa, odevlerini
yapiyorlardr.  Giinliik islerini  yapiyorlardi. Bu yiizden onlara anlayis
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gaostermedim. Bazen onlara kapuy (variya kadar) agik birakabilirdik. Artik bunu
yapabilirim. Sonug olarak keske (ge¢miste) béyle davranmasaydim.”

Gegmis mesleki yasaminda 6grencilerden son derece uzak duran O3 sunlar
ifade etmistir: “Simdiki mesleki deneyimimle oOgrencilerden ¢ok uzak durmayt
istemezdim. Tatli-sert bir otorite ile hareket ederdim”. Gegmiste sadece Ggretim
yaptigint ifade ederek ayrica sunlari belirtmistir: “Onlara (ogrencilere) ciimlenin
ogelerinden ziyade hayatin ogelerini tanitmak isterdim. (Onlardan) ciimlelerdeki
stfatlart degil, dogadaki sifatlar: bulmalarint isterdim.”

Gegmiste dgrencilere bagirip onlarin kalplerini kirdigini ifade eden O7, sunlari
sOylemistir:

“Osrencilere ¢ok kizardim, ¢ok bagirirdim. Su anki deneyimimle bunun bir
zayifik oldugunu anliyorum. O yillarda tabi ki deneyimsizligimizden dolayi
ogrencilere ¢ok bagiriyorduk. Bu yiizden bazen kalplerini kirdik. Su anki
deneyimime sahip olsaydim bunu yapmazdim. Onlara asla bagirmazdim.
Gururlarni incitmekten kaginirdim.”

) Onceki yillarda uzun konusmalarla ebeveynleri ikna etmeye calistigini bildiren
O1 sunlar1 aktarmigtir:

“Insanlarla iletisimimi biraz daha arttirabilirdim. Bazen bazi velileri daha
¢abuk anlayp ona gére onlem alabilirdim. Bazen fazla iletisim kurarak onlari
ikna etmeye ¢alistim. Ashinda daha sonra onlart ikna etmenin daha kolay yollar:
oldugunu dgrendim. Keske onlart daha fazla anlamaya ¢aligsaydim. Ama tabi ki
eskiden yaptigim gibi siirekli konusarak onlari ikna etmeye ¢alismak yerine,
farkly yontem ve tekniklerle onlara daha ¢ok deger verdigimi hissettirebilirdim.”

Ogrencilerin sadece akademik basarilarin1 diillendiren O6°nmn  gériisleri
sOyledir:

“Ben bu sekilde davranmazdim. Yani bir dgrenciyi surf akademik basarisindan

dolay1 en sevdigim ogrenci olarak gérmezdim. Sadece akademik yonden basarili

olan bir 6grenciye yildiz vermezdim. Bu égrenciye diger 6grencilerin yaninda

‘aferin’, ‘iyi’, ‘giizel’ demezdim.”

Simdiki mesleki deneyimi ile ezbere dayali dgretim yapmayacagini belirten
010, “Ezbere dayali ogretim yontemi, cocuklart sosyal varliklar olarak degil
makineler olarak kabul ederek ogretmeyi gerektirir. Bu yontemi ¢cok nadir kullandim
ama keske hi¢ kullanmasaydim” demistir.

Ogretmenlerin mesleki deneyimlerinin mesleki gelisimlerine yansimasina
iligkin goriislerinden elde edilen kod ve temalar Tablo 4’te verilmistir.
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Tablo 4

Ogretmenlerin Mesleki Deneyimlerinin Mesleki Gelisimlerine Yansimalar:
Kodlar Temalar Katihmcilar
Problem ¢ozme Beceri gelisimi 01, 06
Ogrencileri daha iyi tanima Pedagojik yeterlilik 02, 03, 08, 011
Ayrintilar1 6nemsememe 02
Isin niteligini arttirma Profesyonellesme 05
Basariya odaklanma 08
Ogrencileri daha iyi anlama Davranis yonetimi 01, 04,09, 011
Cok yonlii degerlendirme 06

Ogretim uygulamalari Etkili 6gretim 02,011

Ogretmenlerin mesleki deneyimleri, profesyonellesmelerine (02, 05, 08), davranis
yonetimine (04, 09, 010, O11), pedagojik yeterliliklerine (02, 03, 08, O11), beceri
gelistirmelerine (01, 06) ve egitim-6gretim uygulamalarina (06, T2, T11) olumlu bir
sekilde yansmmistir. Bu deneyimler Ogretmenlerin problem ¢6zme becerilerinin
gelismesine katkida bulunarak onlarin profesyonellesme i¢in bazi ayrintilar1 géz ardi
etmelerini, isin niteligini arttirmalarini, basartya odaklanmalarini, pedagojik yonetim
konusunda 6grencilere karsi daha anlayisli olmalarini ve 6grencileri daha iyi tanimaya
yonelik pedagojik yeterliliklerini gelistirmelerini saglamigtir. Mesleki deneyimlerinin
problem ¢dzme becerisinin gelisimine katki sagladigini belirten O1, sunlar
kaydetmistir:
“Tabi ki deneyimlerimin mesleki yagamima ¢ok olumlu etkisi oldu. Bir sorunla
karsilastigimda onu daha iyi ¢ozebiliyorum. Artik (sorunlari) ogrencilere,
velilere, kendime ve okul ortamindaki diger personele zarar vermeden
atlatabiliyorum. Ayrica ogrencilere herhangi bir sorunla karsilastiklarinda
daha ¢ok yardimci olabiliyorum.”

Bu deneyimlerin dgrencileri tanimalarmi kolaylastirdigini ifade eden O2’nin
goriisleri su sekildedir:

“Gegmig yasamlarimiza baktigimizda hem ogrencilerin hem de toplumun diger
tiyelerinin psikolojik yapilarim, is yerindeki sikintilarimi ve kaygilarin
anlayabiliriz. Yani bunu bize deneyim verdi (6gretti). Onlara baktigimizda
durumlarimi  anlayabiliyoruz. ...Sorulara cevap verme gsekillerinden, el
hareketlerinden, g6z  hareketlerinden,  viicutlarinda  meydana  gelen
degisikliklerden nefes alma bicimlerine kadar... Bu yetkinlikleri deneyimle
kazandik.”

Deneyimlerinin bazi ayrintilari g6z ardi etmelerini saglayarak mesleki
gelisimine katki sagladigini belirten O3, "Gereksiz ayrintilart atlayarak daha iyi
goriinen, daha genis, derse odaklanan bir noktaya geliyoruz gibi goriiniiyor" demistir.
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Deneyimlerinin ¢ok yonlii degerlendirme yapmasina olanak sagladigini ifade
eden O4'lin goriisi su sekildedir:

“Mesleki deneyimim hayata bakis acimi degistirdi. Cocuklara farkli bir gézle
bakiyorum. Olaylara farkli acgilardan bakiyorum. Bahsettigim gibi, sadece
‘cocuk bu davranisi sergiledi’ demiyorum. Bunun yerine, altta yatan bir¢ok
nedeni goz oniinde bulunduruyorum. (Ogrencilerin) basarisim sadece okul
basarilarina gére degerlendirmiyorum. Artik bunu ¢ok yonlii bir basari olarak
goriiyorum. Bir O6grencinin matematiginin iyi oldugunu diigiinmiiyorum.
Bagsaridarint etik anlamda degerlendiriyorum. ...Artik onlarin okumasini
onemsiyorum. Sosyal etkinliklere katilip katiimadiklarini énemsiyorum. Ben
kesinlikle boyle bir insan degildim. Artik tamamen ¢ok yonliiyiim. Ben diyorum

s 9

ki, ‘Cocuklar nerede olursa olsun bagari géstersin’.

Yasadiklar1 deneyimin 6grencilere karsgi daha olumlu yaklagmalarini sagladigini
diisiinen 09 ve O11 sirastyla sunlar1 ifade etmistir:

“Mesleki deneyimimin iizerimde ozellikle olumlu bir etkisi oldu. Okulu
yonetirken, 6grenci veya 6gretmenlere yaklasma noktasinda... Ogrencilerin ilgi,
istek ve yetenekleri ile velilerin isteklerinin dikkate alinmasu iletisim kanallarinin
agitk tutulmasinda olumlu etki yaratiyor.” (09)

“Mesleki deneyimimin beni bugiin daha iyi bir 6gretmen yaptigini diisiiniiyorum.
Tecriibelerimin 1518inda her ogrencime sevgiyle yaklagmaya ve onlara degerli
olduklarint hissettirmeye ¢alistyorum. Okulda miisait oldugum zamanlarda,
onlarla oyun oynayarak vakit gecirmeye 6zen gosteriyorum. Aymi zamanda
derslerimi daha eglenceli hale getirmeye ¢alistyorum. Tam olarak bekledikleri
sey bu.” (011)

Deneyimlerinin 6grencilere karsi daha anlayish olmasini sagladigini belirten O4,
“Daha anlayisli bir dgretmen oldum. Eskiden ofkeli bir dgretmenken, daha yufka
yiirekli oldum. Bilmiyorum ama daha duygusal bir é6gretmen oldum”™ demistir.
Deneyimlerinin mesleki bagarilarina katki sagladigimi savunan T8 ise sunlari
kaydetmistir:

“Ogretmenlik meslegi birikim icerir. Insan ¢alisip yasadik¢a hayata bakis agist
degisir; genclik gibi degil. Meslegimizin yavas yavas degistigimiz ilk yillar: gibi
degil. Mesela yasadiklarimizdan siirekli dersler ¢ikariyoruz. Béyle olmazdi
(eger demneyimimiz olmasaydiy). Dolayisiyla o6gretmenlik deneyimim mesleki
hayatimi olumlu yonde etkiliyor. Tabii artik meslegimde kendimi daha basarili
goriiyorum.”

Bir sonraki boliimde arastirma bulgulari, sonuglar ve buraya kadar aktarilan
sonuglarin 1s51831nda olusturulan uygulama onerilerine yer verilmektedir.
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Tartisma, Sonug ve Oneriler

Arastirma bulgulart  dgretmenlerin  mesleki deneyimleri dogrultusunda
Ogrencilerini daha iyi tanimak istediklerini ortaya koymustur. Katilimcilarin
ogretmenlik yapmaya bagsladiklari yillarda 6grencilerini yeterince tanimadiklar: ifade
edilebilir. Bunun nedeni siniflarin kalabalik olmasi, &gretmenlik konusundaki
deneyimsizlikleri, 6grencilerle yeterince zaman gecirememeleri ve ders dist gorevleri
de igine alan asir1 is yiikii olabilir (Chandran vd., 2022; Gilstrap, 2003; ince, 2019;
Khouya, 2018; Kozikoglu ve McMurrey, 2015; Kozikoglu ve Senemoglu, 2018;
Kuruvilla, 2019). Deneyimsizligin neden oldugu kisithligin tistesinden gelmek igin
Utilova ve ark. (2022), mentor Ogretmenlerin yeni (veya daha az deneyimli)
ogretmenlerle mesleki deneyim ve bilgilerini paylasarak onlara destek
olabileceklerini Onermistir. Bu baglamda, 6gretmenler arasindaki resmi olmayan
(sosyal) etkilesimler, mesleki gelisimi biiyiik 6l¢iide artirdigi gerekgesiyle bir ¢6ziim
onerisi olarak sunulabilir (Conway, 2008).

Bulgular ayni zamanda, 6gretmenlerin mevcut mesleki deneyimleriyle, sinif
yonetimini saglamak i¢in dgrencilere karsi asirt disiplinli, asir1 mesafeli veya kuralci
olmak istemediklerini gostermistir. Buradan, 6gretmenlerin mesleki yasamlarmin ilk
yillarinda sinif yonetimi konusunda zorluklarla karsilagsmis olabilecekleri veya sinif
yonetimini saglamak igin yanlig stratejiler kullanmis olabilecekleri sonucuna
varilmistir. Bu varsayim, mevcut alan yazin tarafindan da desteklenmektedir
(Chandran vd., 2022; Kuruvilla, 2019; Karatas, 2015; McMurrey, 2015; Owens, 2006;
Yildirim vd., 2017; Sezer, 2017; Wolff vd., 2015). Meslege yeni baglayan yabanci dil
Ogretmenlerinin karsilastigi zorluklar tizerine yapilan bir arastirmada, katilimcilarin
¢ogu smif yonetimi konusunda yasadiklari sorunlari, 6grencilerin istenmeyen
davranislarina nasil miidahale edeceklerini ve disiplin sorunu olan dgrencileri nasil
yoneteceklerini bilmemelerine dayandirmistir (Chandran vd., 2022; McMurrey,
2015). Dolayisiyla 6gretmenlerin sinifta agir1 disiplinli, kuralc1 ve mesafeli olmalari,
siif yonetimini sinifta disiplini saglama olarak gérmelerinden kaynaklaniyor olabilir.
Bu sonug, benzer konularda daha 6nce ulasilan aragtirma sonuglariyla drtiigmektedir
(Nakpodia, 2010; Ustiin ve Demirbag, 2003; Ustiin ve Eres, 2009). Ancak bu
yaklagim, 6zellikle de disipline sevkin asir1 kullanimi, hassas durumdaki 6grencilerin
akademik basarilar1 tizerinde olumsuz etkiler yaratabilmekte (McMurrey, 2015) ve
ogretmenlerin  Ogrencilerle etkilesimini  tehlikeye atarak motivasyonlarini
diigiirebilmektedir. Bu nedenle, sinif yonetiminin sinifta otorite kurmaktan ziyade
uygun d6grenme ortami ile 6grenmeyi kolaylastiran bir iklim olusturmak anlamina
geldigi unutulmamalidir (Ciftgi, 2015; Tertemiz, 2006). Ozetle, 6retmenlerin siif
yonetimi konusunda karsilastiklari zorluklar ve yaptiklari hatalar, sinif disiplinini agirt
kullanmalari, etkili iletisim becerilerini kullanamamalari, istenmeyen durum ve
catigmalar1 yonetmek i¢in etkili stratejiler uygulayamamalar1 ve 6fke yonetimini
saglayamamalarindan kaynaklaniyor olabilir (Atmaca, 2020; Chandran vd., 2022;
McMurrey, 2015).
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Aragtirmanin bir diger bulgusu, dgretmenlerin su anki mesleki deneyimleriyle
gecmisteki 6grencilerini daha iyi tanimayi dilediklerini ortaya koymustur. Ogretmen
yeterlilikleri ayn1 zamanda egitim etkinliklerinin merkezinde yer almasi nedeniyle
Ogrencileri tanmimayr da kapsamaktadir. Bu durum, &grencilerin  akademik
ilerlemelerinin farkinda olmanin ¢ok Otesinde, &gretmenlerin onlarin sosyal ve
duygusal gelisimlerini, giiclii ve zayif yonlerini, ilgi alanlarmi ve taleplerini ve ayrica
ailelerinin sosyoekonomik durumunu bilmesini gerektirmektedir (Sahin ve Beydogan,
2016). Ogretmenlerin kalabalik siniflarda ders vermek zorunda kalmalar1 ve asir1 is
yiikii ile gorevlendirilmeleri buna engel olsa da (Chandran vd., 2022; McMurrey,
2015), ogrencilerini daha iyi tanima istekleri, onlarin bagarili bir egitim siirecinde
6grencileri iyi tanimanin 6nemini fark etmelerinden kaynaklanmis olabilir.

Ogretmenlerin ilk mesleki yillarma iliskin yapilan kiiltiirler aras1 bir ¢alismada,
Giingdr ve ark. (2019) hem Tiirk hem de Polonyali yabanci dil 6gretmenlerinin
6grencilerin dil egitimine ilgisizligi ve istenmeyen Ogrenci davranmiglarina iligkin
sorunlar1 ¢ézmek amaciyla veli toplantilari diizenlediklerini ortaya koymustur.
Aragtirmaya katilan 6gretmenlerin velilerle daha fazla iletisim kurma, onlar1 daha iyi
tanima ve anlamayi istediklerini ifade etmeleri sasirtict degildir. Bu agidan
bakildiginda, velilerle etkili iletisim kuran ve bu iletigsimi siirdiiren 6gretmenlerin
onlar1 daha iyi tanimasi ve anlamasinin muhtemel oldugu diisiiniilmektedir. Bu tiirden
bir 6gretmen-veli iletisimi; veli-okul isbirligi, 6grencilerin akademik basarisinin
arttirilmasi ve istenmeyen 6grenci davraniglariin azalmasina katkida bulunmaktadir
(Ozdogru, 2021; Rosenholtz; 1989; Unsal ve Agcam, 2019. Bu bakimdan
Ogretmenler, Ogrenci merkezli egitimin yayginlagsmasiyla birlikte Ggretmen-veli
iletisiminin daha da vazgecilmez hale geldiginin farkinda olmal1 (Ozdogru, 2021) ve
velilerle iletisimi baglatma, siirdiirme ve genisletme konusunda istekli olmalidir.

Ogretmenler, ddiillendirme konusunda, mevcut mesleki deneyimlerine sahip
olsalardi  gecmiste sadece akademik bagarilar1  ddiillendirmeyeceklerini
belirtmislerdir. Ogretmenlerin sadece akademik basartyr 6n planda tutan bir
odiillendirme ve degerlendirme sistemini tercih etmeleri, merkezi sinavlarin Tiirk
egitim sisteminde agirlikli bir sekilde kullanilmasina bagl olabilir. Nitekim, 6grenci
ve Ogretmenlerin bagarist bilylik oranda 6grencilerin bu sinavlardaki basarisiyla
iliskilendirilmektedir (Cetin ve Unsal, 2018). Tam da bu nedenle, dgretmenler
Ogrencilerin yeterliligini sadece akademik basarilariyla degerlendirmis olabilirler.
Ogrencilerin akademik basarilarinin yani sira sanatsal, sportif ve sosyal basarilariin
da 6diillendirilmesi, onlarin okula ve 6grenmeye karsi olumlu tutum gelistirmelerine
katkida bulunabilir ve bu da motivasyonlarinin ve akademik yeterliliklerinin
artmasina yardimci olabilir.

Ogretmenlerin simdiki mesleki deneyimleri ile gecmiste yapmak ya da
yapmamak istedikleri dikkate alindiginda, mesleki yagamlarni sorguladiklari ve
yansitict  diisiindiikleri sonucuna varilabilmektedir. S6z gelimi, dgretmenlerin
¢ogunun gilinlimiizde benzer hatalardan kagindiklarint belirtmesi, yasadiklar
deneyimlerin onlara mesleki 6grenme firsat1 sagladigini gostermektedir (Atmaca,
2020). Uygulama ve mesleki hatalarin1 sorgulamalari ve 6zelestiri yaparak bunlar
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telafi etmeye caligmalari, yaptiklart hatalarin ve bu hatalarin 6grenciler tizerindeki
olumsuz etkilerinin farkina vardiklarimi gostermektedir.

Bu arastirmada, 6gretmen profesyonellesmesinin biiyiik 6l¢tide mesleki deneyimlere
bagli oldugu, bunun da Ogretmenlerin is niteligini arttirdi§i ve basariya
odaklanmalarini sagladig1 sonucuna ulasilmistir. Bu sonucu destekler nitelikte, farkl
bir arastirmada da Ogretmenler profesyonelligin zamanla olugabilecegini
bildirmislerdir (Uzun vd., 2013). Tichenor ve Tichenor (2009) o&gretmen
profesyonellesmesini “meslekteki en iyiyi temsil etmek ve en iyi uygulama i¢in en
yiliksek standardi belirlemek” olarak kavramsallagtirmaktadir (s. 9). Buna gore,
6gretmenlerin deneyimleri, yaptiklari igin niteligini artirma ve mesleklerinde yiiksek
standartlara ulagmalarina yardimci olmaktadir. Dolayisiyla, s6z konusu mesleki
deneyimlerin 6gretmenlerin profesyonellesmesine katki sagladig: ileri siiriilebilir.
Aragtirmanm bu deneyimlerin ayni zamanda o&gretmenlerin Ogretim becerilerini
gelistirmelerine iliskin sonucu, onceki aragtirma sonuglari ile de Ortiismektedir
(Bayindir vd., 2016).

Ogretim becerileri, gretmenlerin gesitli yontem ve teknikleri kullanarak, derse
olan ilgiyi ve dikkati siirdiirerek ve ogrencilere dogru zamanda geri bildirim
saglayarak alana 6zgii kuramsal bilgilerini sinif iginde uygulama, 6grencileri sinif ici
etkinliklere dahil etme ve bireysel 6grenmeyi tesvik etme becerisini ifade etmektedir
(Bayindir vd., 2016; Bilen, 2006). Bu acidan, 6gretim becerilerinin 6grenme
trlinlerinin elde edilmesinde o6nemli bir rol oynadigi (Baymndir vd., 2016)
diisiincesinden hareketle, Ogretmenlerin mesleki deneyimleri hem mesleki
gelisimlerine hem de 6grenme ¢iktilarina ulagsmalarima katkida bulunabilmektedir.
Ogretmenlerin  mevcut mesleki deneyimleriyle &nceki meslek yasamlarini
sorguladiklar1 ve bu deneyimlerini simdiki mesleki yasamlarina yansittiklari ifade
edilebilir. Dolayisiyla o6gretmenlerin  yansitict  diistinceleri, profesyonellesme,
pedagoji, etkili d6gretim ve davranig yonetimi konularinda yeterlilik kazandirarak
mesleki gelisimlerine katkida bulunmaktadir.

Arastirma sonuglart 1s18inda  gelistirilen uygulama Onerileri asagida
sunulmustur.

1. Ogretmenlerin mesleki deneyimleri sonucu olusan mesleki bilgilerini diger
Ogretmenlerle paylasabilecekleri ortamlar/platformlar olusturulabilir.

2. Ogretmenlerin mesleki yasamlarinda yapmak istedikleri biiyiik 6lgiide dgrenci
ve velilere yaklasimlariyla ilgilidir ve bunun da temelde iletisime dayandigi
goriilmektedir. Bu nedenle, hem hizmet dncesi 6gretmen egitimlerinde hem de hizmet
i¢i seminerlerde mesleki yasamda iletisimin 6nemi konusunda farkindalik olusturacak
etkinlikler diizenlenebilir.

3. Ogretmen adaylar1 ve goreve yeni baglayan dgretmenler, dgrencilerle iletisim
ve etkilesim, etkili 6grenme ortamlar1 olusturma, velilere yaklasim, sinif yonetimi,
Ogretme-0grenme siirecleri ve iletisim konularinda hizmet 6ncesi ve hizmet i¢i egitim
alabilirler.
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Sonraki g¢aligmalarda 6gretmenlerin sinif yonetiminde yasadiklari zorluklar
tetikleyen etmenler ele alinabilir ya da 6gretmenlerin mesleki deneyimlerinin kigisel
ve sosyal gelisimlerine yansima bigimleri arastirilabilir.



Teachers’ Reflective Thinking on Their Professional Experiences 457

References

Ada, S., & Kiigiikali, R. (2009). Tirk egitim sistemi ve okul yonetimi [Turkish
education system and school management]. Ankara: Ani1 Yayincilik.

Akcan, E. & Polat, S. (2016). Egitim konulu Tiirk filmlerinde 6gretmen imajt:
Ogretmen imajina tarihi bakis [The image of teacher in Turkish movies with the
theme of education: A historical look to teacher image]. Kuram ve Uygulamada
Egitim Yonetimi, 22(3), 293-320.

Angrist, J. D., & Lavy, V. (2001). Does teacher training affect pupil learning?
Evidence from matched comparisons in Jerusalem public schools. Journal of
Labor Economics, 19(2), 343-369. DOI: 10.3386/w6781

Atmaca, T. (2020). Ogretmenlerin yaptiklar1 meslek hatalarin mesleki 6grenme
baglaminda incelenmesi [Examination of professional mistakes made by
teachers in the context of vocational learning]. Ahi Evran Universitesi Sosyal
Bilimler Enstitiisti Dergisi, 6(1), 309-326.
https://doi.org/10.31592/aeusbed.673360

Bayindir, N., Cavdar, H. & Gokge, M. (2016). Ogretmen adaylarmin ideal gretimsel
becerilere iliskin beklentileri [Pre-service teachers’ expectations on the ideal
instructional skills]. Usak University Journal of Social Sciences, 9(1), 79-88.
https://dergipark.org.tr/tr/download/article-file/202579

Bilen, M, (2006). Plandan uygulamaya o&gretim [Instruction from planning to
practice]. Am1 Yaymcilik.

Caena, F. (2014). Teacher competence frameworks in Europe: Policy-as-discourse
and policy-as-practice. Francesca European Journal of Education, 49(3), 311-
331.

Chandran, V. N., Albakri, I. S. M. A., Shukor, S. S., Ismail, N., Tahir, M. H. M,
Mokhtar, M. M., & Zulkepli, N. (2022). Malaysian English language novice
teachers’ challenges and support during initial years of teaching. Studies in
English Language and Education, 9(2), 1. 443-461.

Chang, J. C., Yeh, Y. M,, Chen, S. C., & Hsiao, H. C. (2011). Taiwanese technical
education teachers’ professional development: An examination of some critical
factors.  Teaching and  Teacher  Education, 27(1), 165-173.
https://doi.org/10.1016/j.tate.2010.07.013

Chakraborty, M., & Gangopadhyay, A. (2020). The university teachers: The tasks
ahead with COVID-19. University News, 58(30), 3-6.

Clotfelter, C. T., Ladd, H. F., & Vigdor, J. L. (2007). Teacher credentials and student
achievement: Longitudinal analysis with student fixed effects. Economics of
Education Review, 26(6), 673-682.
https://doi.org/10.1016/j.econedurev.2007.10.002



458 Serkan Unsal, Revhan Agcam and Cennet Tandirc

Coninx, N., Kreijn, K., & Jochems, W. (2013). The use of keywords for delivering
immediate performance feedback on teacher competence development.
European  Journal  of  Teacher  Education, 36(2), 164-182.
https://doi.org/10.1080/02619768.2012.717613

Conway, C.M. (2008). Experienced music teacher perceptions of professional
development throughout their careers. Bulletin of the Council for Research in
Music Education, 176, 7-18. https://www.jstor.org/stable/40319429

Craft, A. (2002). Continuing professional development: A practical guide for teachers
and schools. Routledge.

Creswell, J. W. (2012). Educational research: Planning, conducting, and evaluating
guantitative and qualitative research (4" ed.). Pearson.

Creswell, J. W. (2013). Qualitative inquiry & research design: Choosing among five
approaches (3" ed.). SAGE.

Creswell, J. W. (2016). Reflections on the MMIRA the future of mixed methods task
force report. Journal of Mixed Methods Research, 10(3), 215-219. DOI:
10.1177/1558689816650298

Creswell, J. W., & Poth, C. N. (2016). Qualitative inquiry and research design:
Choosing among five approaches. Sage Publications.

Creswell, J. W. & Miller, D. L. (2000). Determining validity in qualitative inquiry.
Theory into Practice, 39, 124-130. https://doi.org/10.1207/s15430421tip3903_2

Cetin, A., & Sadik, F. (2020). Examining factors facilitating career-changing teachers'
adaptation to change and the challenges they encounter. The Qualitative Report,
25(5), 1302-1322. https://doi.org/10.46743/2160-3715/2020.3766

Cetin, A., & Unsal, S. (2019). Merkezi sinavlarin 6gretmenler iizerinde sosyal,
psikolojik etkisi ve 6gretmenlerin gretim programi uygulamalarina yansimasi
[Social, psychological effects of central examinations on teachers and their
reflections on teachers' curriculum implementations]. Hacettepe Universitesi
Egitim Dergisi, 34(2), 304-323. DOI: 10.16986/HUJE.2018040672

Ciftei, A. S. (2015). [lkokul égretmenlerinin sinif yonetim tarzlart ve demokratik
degerlere iliskin goriigleri arasindaki iliski [The relation between primary
school teacher's classroom management styles and related to democratic
values]. [Yayimlanmamis yiiksek lisans tezi, Canakkale 18 Mart University].
https://tez.yok.gov.tr/Ulusal TezMerkezi/tezDetay.jsp?id=3qsF72JvwWQ9qpF
09Ggapw&no=WIjUu7cNfoxYrBOstgcqw

Celikten, M., Sanal, M., & Yeni, Y. (2005). Ogretmenlik meslegi ve 6zellikleri
[Teaching profession and features]. Ercives Universitesi Sosyal Bilimler
Enstitiisti Dergisi, 19(2), 207-237.
https://dergipark.org.tr/en/pub/erusosbilder/issue/25118/265225



Ogretmenlerin Mesleki Denevimlerine Iliskin Yansitici Diistinmeleri 459

Dymoke, S., & Harrison, J. (2008). Reflective teaching and learning: A guide to
professional issues for beginning secondary teachers (developing as a reflective
secondary teacher). SAGE.

Erdem, A. R. & Gozel, E. (2014). Sif 6gretmeni adaylarinin 6gretmenlik meslegine
iliskin motivasyon diizeyleri [Motivation levels of prospective primary school
teachers concerning teaching profession]. The Journal of Academic Social
Science, 2(1), 49-60. http://dx.doi.org/10.16992/AS0S.97

Farber, K. S., & Armaline, W. D. (1992). Examining cultural conflict in urban field
experiences through the use of reflective thinking. Paper presented at the Annual
Meeting of the American Educational Research Association. San Francisco, CA,
April 20-24, 1992.

Filipe, M., Ferreira, F., & Santos, S. (2015). A multiple criteria information system
for pedagogical evaluation and professional development of teachers. Journal of
the Operational Research Society, 66(11), 1769-1782. 10.1057/jors.2014.129

Gilstrap, S. C. (2003). An evaluation of the effectiveness of federal class size
reduction in the Los Angeles Unified School District: Does class size influence
teacher-student interaction in secondary classrooms?. Planning Assessment and
Research Division Publication No. 141.
https://files.eric.ed.gov/fulltext/ED474383.pdf

Glimis, S., Apaydmn, C. & Bellibas, M. S. (2018). Adaptation of teacher professional
learning scale to Turkish: The validity and reliability study. Journal of Education
and Humanities: Theory and Practice, 9(17), 107-124.
https://dergipark.org.tr/tr/pub/eibd/issue/38615/447992

Giingor, M. N., Akcan, S., Werbinska, D., & Ekiert, M. (2019). The early years of
teaching: A cross-cultural study of Turkish and Polish novice English teachers.
Eurasian Journal of Applied Linguistics, 5(2), 287-302. DOI:
10.32601/ejal.599262

Harris, D. N., & Sass, T. R. (2011). Teacher training, teacher quality and student
achievement.  Journal of public economics, 95(7-8), 798-812.
https://doi.org/10.1016/j.jpubeco.2010.11.009

Hotaman, D. (2020). The importance of subject area expertise, teaching skills and
personality traits. The Journal of International Social Research, 13(69), 956-
964. DOI: 10.17719/jisr.2020.4012

Ince, B. H. (2019). Empowering novice teachers through blended feedback. In M.
Oztiirk & P. B. Hoart (Eds.) Examining the teacher induction process in
contemporary education systems (pp. 112-142). IGI Global.

Jacob, B. & Lefgren, L. (2004). The impact of teacher training on student
achievement: Quasiexperimental evidence from school reform efforts in



460 Serkan Unsal, Revhan Agcam and Cennet Tandirc

Chicago. Journal of Human Resources, 39(1), 50- 79. DOL:
https://doi.org/10.3386/w8916

Jamil, H. (2014). Teacher is matter for education quality: A transformation of policy
for enhancing the teaching profession in Malaysia. Journal of International
Cooperation in Education, 16(2), 181-196. https://cice.hiroshima-u.ac.jp/wp-
content/uploads/2014/10/16-2-11.pdf

Jiang, F., Lin, S., & Mariano, J. M. (2019). The influence of Chinese college teachers'
competence for purpose support on students' purpose development. In Education
for Purposeful Teaching Around the World (pp. 40-56). Routledge.

Karatas, P. (2015). Challenges, professional development and professional identity:
A case study on novice language teachers. [Master’s thesis, Middle East
Technical University]. https://open.metu.edu.tr/handle/11511/69839

Kelchtermans, G. (2004) CPD for professional renewal: Moving beyond knowledge
for practice. In Day, C. and Sachs, J. (Eds.) International Handbook on the
Continuing Professional Development of Teachers (pp-217-237). Open
University Press.

Khouya, Y. B. (2018). Students demotivating factors in the EFL classroom: The case
of Morocco. Advances in Language and Literary Studies, 9(2), 150-159.
http://dx.doi.org/10.7575/aiac.alls.v.9n.2p.150

Kocabas, 1., & Karakése, T. (2005). Okul miidiirlerinin tutum ve davranislarinin
Ogretmenlerin motivasyonuna etkisi [Impact of school principles’ attitudes and
behaviours on teachers' motivation]. The Journal of Turkish Educational
Sciences, 3(1), 79-93. https://dergipark.org.tr/en/pub/tebd/issue/26125/275201

Korthagen, F. (2017). Inconvenient truths about teacher learning: Towards
professional development 3.0. Teachers and Teaching, 23(4), 387-405. DOI:
10.1080/13540602.2016.1211523

Kozikoglu, 1., & Senemoglu, N. (2018). Challenges faced by novice teachers: A
qualitative analysis. Journal of Qualitative Research in Education, 6(3), 341-
371. DOI:10.14689/issn.2148-2624.1.6¢3s16m

Kuruvilla, E. (2019). Learning to teach: Reflections on experiences of novice teachers.
Educational Extracts, 7(2), 36-48. https://stcte.ac.in/wp-
content/uploads/2021/05/Educational_Extracts_Vol7_Issue2_Jul_2019.pdf#pa
ge=38

Lincoln, Y. S. & Guba, E. G. (1985). Naturalistic inquiry. SAGE.

Liu, J., Li, N., Liu, Y., Yan, D., Guan, J., & Sun, X. (2018, February). The study of
English micro class overturning classroom teaching. In 6th International

Conference on Social Science, Education and Humanities Research (SSEHR
2017) (pp. 566-569). Atlantis Press.



Ogretmenlerin Mesleki Denevimlerine Iliskin Yansitici Diistinmeleri 461

Korkko, M., Kyro-Ammald, O., & Turunen, T. (2016). Professional development
through reflection in teacher education. Teaching and Teacher Education, 55,
198-206.

Kwakman, K. (2003). Factors affecting teachers’ participation in professional
learning activities. Teaching and Teacher Education, 19(2), 149-170.
https://doi.org/10.1016/S0742-051X(02)00101-4

Lune, H., & Berg, B. L. (2017). Qualitative research methods for the social sciences.
Pearson.

McGregor, J. (2006). How failure breeds success. Business Week, 42-52.
http://www.businessweek.com/magazine/content/06_28/b3992001.htm

McMurrey, A. L. (2015). Middle school teachers, certification, classroom
management, and student discipline: A study of early career teachers in Central
Texas schools [Doctoral dissertation, The University of Texas at Austin].
https://repositories.lib.utexas.edu/handle/2152/31392

Merriam, S. B. (2009). Qualitative research: A guide to design and implementation.
Jossey-Bass.

Musset, P. (2010). Initial teacher education and continuing training policies in a
comparative perspective: Current practices in OECD countries and a literature
review on potential effects. OECD Education Working Papers, 48, OECD
Publishing. DOLI: 10.1787/5kmbphh7s47h-en

Nakpodia, E. D. (2010). Teachers’ disciplinary approaches to students’ discipline
problems in Nigerian secondary schools. International NGO Journal, 5(6), 144-
151. https://academicjournals.org/article/article1381827362_Nakpodia.pdf

Orakgt, S. (2021). Teachers’ reflection and level of reflective thinking on the different
dimensions of their teaching practice. International Journal of Modern
Education Studies, 5(1), 118-139.

Owens, L. (2006) The view from the front of the class. Journal of Physical Education,
Recreation & Dance, 77(4), 29-33.
https://doi.org/10.1080/07303084.2006.1059786

Ozdogru, M. (2021). Tlkokullarda 6gretmen-veli iliskisinde yasanan sorunlara iliskin
Ogretmen goriisleri [Teachers' views regarding the problems experienced in
teacher-parent relationship in primary schools]. Uluslararast Temel Egitim
Calismalart Dergisi, 2(1), 68-76. https://dergipark.org.tr/fen/download/article-
file/1500886

Ozer, B., Gelen, I., Alkan-Hizly, S., Cinar, G., & Duran, V. (2016). The most common
mistakes of teacher trainees’ former teachers. Universal Journal of Educational
Research, 4(5), 963-972. DOI: 10.13189/ujer.2016.040505



462 Serkan Unsal, Revhan Agcam and Cennet Tandirc

Ozer-Ozkan, Y., & Anil, D. (2014). Ogretmen mesleki gelisim degiskenlerinin ayirt
edicilik diizeyi [Discriminations of variable of teachers’ professional
development]. Hacettepe Universitesi Egitim Dergisi, 29(4), 205-216.
http://efdergi.hacettepe.edu.tr/shw_artcl-54.html

Patton, M. Q. (2014). Qualitative research & evaluation methods: Integrating theory
and practice. Sage Publications.

Phillips, J. (2003). Powerful learning: Creating learning communities in urban school
reform. Journal of Curriculum and Supervision, 18(3), 240-258.

Rockoff, J. E. (2004). The impact of individual teachers on student achievement:
Evidence from panel data. American Economic Review, 94(2), 247-252.
http://www.jstor.org/stable/3592891

Rosenholtz, S. J. (1989). Teachers’ workplace: The social organization of schools.
Longman.

Scott, S. (2009). Integrating inquiry-based (constructivist) music education with
Kodaly-inspired learning. Australian Kodaly Journal, (2009), 7-14.
https://search.informit.org/doi/10.3316/informit.104672790564030

Shallenberger, D. (2015). Learning from our mistakes: International educators reflect.
The Interdisciplinary Journal of Study Abroad, 26, 248-263.
https://doi.org/10.36366/frontiers.v26i1.369

Seferoglu, S. S., (2004). Ogretmen yeterlilikleri ve mesleki gelisim [Teacher
competencies and professional development]. Bilim ve Akiin Aydinhiginda
Egitim, 58, 40-45.

Sezer, S. (2017). Novice teachers' opinions on students' disruptive behaviours: A case
study. Eurasian Journal of Educational Research, 69, 199-219. DOI:
10.14689/ejer.2017.69.11

Shavit, P., & Moshe, A. (2019). The contribution of reflective thinking to the
professional development of pre-service teachers. Reflective Practice, 20(4),
548-561. https://doi.org/10.1080/14623943.2019.1642190

Smith, J. A., & Eatough, V. (2007). Interpretative phenomenological analysis. In E.
Lyons & A. Coyle (Eds.), Analysing qualitative data in psychology (pp. 35-50).
SAGE.

Sahin, C. & Beydogan, H. (2016). Ogretmenlerin 6grencileri tanima yeterliligi 6lcegi:
gegerlilik ve gilivenirlik ¢aligmas1 [Student recognition competence scale of
teachers: Validity and reliability study]. Education and Society in the 21th
Century, 5(14), 177-198. https://dergipark.org.tr/en/download/article-
file/367702



Ogretmenlerin Mesleki Denevimlerine Iliskin Yansitici Diistinmeleri 463

Tertemiz, N. (2006). Simif yonetimi ve disiplin [Classroom management and
discipline]. In Kiigiikahmet, L. (Ed.), Stnif Yonetimi [Classroom Management],
pp. 67-91. Nobel.

Tichenor, M., & Tichenor, J. (2009). Comparing teacher and administrator
perspectives on multiple dimensions of teacher professionalism. SRATE Journal,
18(2), 9-18. https://files.eric.ed.gov/fulltext/EJ948672.pdf

Timperley, H., Wilson, A., Barrar, H., & Fung, |. (2007). Teacher professional
learning and development: Best evidence synthesis iteration (BES). New
Zealand Ministry of Education.

Toker, Z. (2021). Uluslararas1 6gretim programina uyum siirecinde 6gretmenlerin
yansitici diisiinceleri ve degisim ile ilgili algilar1 [Teachers' reflective thoughts
and perceptions about change in the process of adaptation to the international
curriculum].  Education and  Science, 46(205), 93-111. DOL:
10.15390/EB.2020.8940.

Tygret, J. A. (2017). The influence of student teachers on student achievement: A case
study of teacher perspectives. Teaching and Teacher Education, 66, 117-126.
DOI: 10.1016/j.tate.2017.04.005

Utilova A. M., Satynskaya A. K, & Shakenova, T. Z. (2022). Mentoring as one of the
forms of personalized support of young teachers at school. Pedagogical
Sciences, 4(76), 96-105. https://doi.org/10.51889/2124.2022.24.15.010

Uzun, S., Pali¢, G. & Akdeniz, A. R. (2013). Fen ve teknoloji 6gretmenlerinin
profesyonel 6gretmenlige iliskin algilari [Science and technology teachers’
perceptions of professional teacher]. Dokuz Eyliil University Buca Faculty of
Education Journal, 35, 127-143.
https://dergipark.org.tr/tr/pub/deubefd/issue/25114/265151

Unsal, S., & Aggam, R. (2019). A SWOT analysis of teacher-parent communication
in education: Evidence from Turkey. International Online Journal of Education
and Teaching, 6(2), 416-430. http://iojet.org/index.php/IOJET /article/view/574

Ustiin, A. & Demirbag, H. (2003). Smifta demokratik disiplin anlayis1 [Democratic
discipline in the classroom]. Egitim Arastirmalari, 3(11), 87-95.

Ustiin, A. & Eres, F. (2009). Disciplinary problems in secondary education: A sample
of Amasya. Procedia-Social and Behavioral Sciences, 1(1), 1717-1725.
https://doi.org/10.1016/j.shspro.2009.01.304

van Woerkom, M. (2003). Critical reflection at work: Bridging individual and
organisational learning. Twente University Press.
https://www.narcis.nl/publication/RecordlD/oai:ris.utwente.nl:publications%2F
c3e81f40-5f34-48db-906f-969078efc37b



464 Serkan Unsal, Revhan Agcam and Cennet Tandirc

Vermunt, J. D., & Endedijk, M. D. (2011). Patterns in teacher learning in different
phases of the professional career. Learning and Individual Differences, 21(3),
294-302. https://doi.org/10.1016/j.lindif.2010.11.019

Vogt, F. & Rogalla, M. (2009). Developing adaptive teaching competency through
coaching. Teaching and Teacher Education, 25, 1051-1060. DOI:
10.1016/j.tate.2009.04.002

Wolff, C. E., van den Bogert, N., Jarodzka, H., & Boshuizen, H. P. (2015). Keeping
an eye on learning: Differences between expert and novice teachers’
representations of classroom management events. Journal of Teacher Education,
66(1), 68-85. DOI: 10.1177/0022487114549810

Yal¢in, S. (2016). Simf 6gretmenlerinin mesleki memnuniyet/memnuniyetsizlik
diizeylerinin baz1 degiskenler agisindan incelenmesi [Primary school teachers'
career satisfaction/ dissatisfaction levels investigation of some variables].
Erzincan Universitesi Sosyal Bilimler Enstitiisii Dergisi, 9(1), 1-16.
https://dergipark.org.tr/en/pub/erzisosbil/issue/24417/258789

Yavuz, M., Giilmez, D., & Ozkaral, T. C. (2016). Meslek lisesi ogrencilerinin biligsel
ve duyussal ozellikleri [Cognitive and affective features of vocational high
school students]. Egitim ve Bilim, 41(187). DOI: 10.15390/EB.2016.5238

Yildirim, A., & Simsek, H. (2013). Sosyal bilimlerde nitel arastirma yéntemleri
[Qualitative research methods in social sciences], 91" Edition. Segkin Yayincilik.

Yildirim, N., Kurtdede-Fidan, N., & Ergiin, S. (2017). Goreve yeni baglayan sinif
ogretmenlerinin karsilastiklari sorunlar iizerine nitel bir aragtirma [A qualitative
study on the difficulties experienced by novice classroom teachers].
International Journal of Social Science Research, 6(2), 1-18.
https://dergipark.org.tr/en/download/article-file/396322

Ethical Declaration and Committee Approval

In this research, the principles of scientific research and publication ethics were
followed.

The Ethics Committee Approval was obtained from the Social and Human
Sciences Ethics Committee, Kahramanmaras Siit¢ii imam University, Tiirkiye (Date
27.07.2022 & No. 2022-32).

Proportion of Author’s Contribution

The research was largely designed and conducted by the first researcher, who
also reviewed the relevant literature and wrote the sections of Introduction and
Method. The research data were collected and analysed mainly by the third researcher.



Ogretmenlerin Mesleki Denevimlerine Iliskin Yansitici Diistinmeleri 465

She also conducted the coding process and wrote the section of Results in
collaboration with the first researcher. Contributing to the section of Introduction and
Methods with the review of the recent literature, the second researcher formed the
section of Discussion, Conclusion and Suggestions in collaboration with the first
researcher. She also formed the abstracts and extended Turkish abstract and proofread
the whole manuscript.

Acknowledgement

The researchers would like to offer their heart-felt thanks to the participant
teachers, who made invaluable contributions to the research with their sincere
responses, and Assoc. Prof. Dr. Abdullah CETIN for providing expert opinion on the
interview questions.






Ankara University Journal of Faculty of Educational Sciences
Year: 2024, Volume: 57, Issue: 2, 467-530
s~ DOI: 10.30964/auebfd.1311558, E-ISSN:2458-8342, P-ISSN:1301-3718

A Phenomenological Study on the Intersections of High
School Students’ Educational Trajectories in Different
Types of High Schools in Turkey

ARTICLE TYPE Received Date Accepted Date Published Date
Research Article 06.08.2023 02.08.2024 07.25.2024
Ayse Giilsiim Ak¢atepe ()

Ankara University

Burcu Cildir (1)
Erzincan Binali Yildirim University

Mustafa Sever (23
Ankara University

Abstract

In this research, we examined the student practices of high school students in different types of high schools
in Turkey in the light of Bourdieu's concepts of habitus and cultural capital. While tracing the essence of
student practices with a phenomenological approach, we tried to make explicit what lies at the intersections
of various high school types in terms of these practices and how the educational trajectories of students in
these schools are shaped and reshaped. We conducted the research in six types of high schools in Ankara.
Through a phenomenological analysis of in-depth interviews with 96 students and seven mothers, we
revealed student practices within the framework of the reciprocal relationships between habitus and cultural
capital in home and school environments. As a result of this analysis, we interpreted the essences that cut
across the educational trajectories of students positioned in different schools as living through school choice
illusion, declaring the position with a sense of entitlement, engaging with cultural fields, and utilizing sports
for the presentation of self. The main result of the research shows that although students are positioned in
different trajectories, the essence of their student practices does not change. We propose that this result
should be explained from the perspective that the existence of different schools or different routes for
students cannot guarantee the social mobility of individuals but continues to serve the reproduction of all
the historical and social contingencies that create these students' positionality.

Keywords: High school students, student practices, cultural capital, habitus, phenomenology.

Citation: Akgatepe, A.G., Cildir, B., & Sever, M. (2024). A Phenomenological study on the intersections
of high school students’ educational trajectories in different types of high schools in Turkey. Ankara
University Journal of Faculty of Educational Sciences, 57(2), 467-530.
https://doi.org/10.30964/auebfd.000000

Corresponding Author: Res. Assist. Dr., Faculty of Educational Sciences, Department of

Curriculum and Instruction, E-mail: akcatepe@ankara.edu.tr, https://orcid.org/0000-0003-3433-2217

2Assist. Prof. Dr., Faculty of Education, Departmant of Turkish Education, E-mail:
burcu.cildir@erzincan.edu.tr, https://orcid.org/0000-0003-4692-9141

3Prof. Dr., Faculty of Educational Sciences, Departmant of Philosophical, Social and Historical
Foundations of Education, E-mail: severmustafa@gmail.com, https://orcid.org/0000-0003-3777-0124


https://orcid.org/0000-0003-3433-2217
https://orcid.org/0000-0003-4692-9141
https://orcid.org/0000-0003-3777-0124

468 Ayse Giilsiim Akcatepe, Burcu Cildur and Mustafa Sever

Being a student means acting and maintaining practices specific to student
phenomenon within a relevant field. These practices emerge within that field and
become meaningful only in that field and in other associated fields. Defining a person
as a student requires that person to be in a field where all contingencies regarding
student practices prevail. Just entering the field and being part of the interactions in
that field is sufficient for studentship to become an ascribed definition of identity.
Enrolling in a school, course, or institution for learning and accepting other
responsibilities that come with it brings along to be defined as a student of that
institution. From this perspective, this kind of definition provides only a tag. However,
studentship is not just a tag but a phenomenon that can be explained with different
meanings for individuals who have experienced being a student at different periods of
their lives. For a deeper understanding of being a student, it is helpful to refer to the
concepts that social theory offers to understand societies, social phenomena,
individual behaviors, and the relationships between and within individuals and
communities. With the help of social theory and its concepts, it is possible to
thoroughly examine the student phenomenon within the framework of wider social
contexts.

From a sociological and phenomenological perspective, understanding the
meaning of being a student necessitates a close examination of student practices.
Being a student is a phenomenon that can occur not only in formal education contexts
from early childhood to tertiary education but also in non-formal education contexts,
especially in terms of lifelong learning. This research deals specifically with the high
school period, which is one of the periods in which the contingencies of student
practice come to life. Therefore, the study focuses on high school students’ student
practices. In Turkey, an academic tracking system for the transition from middle
school to high school has existed for many years. As a consequence, different routes
have been settled as various high school types for students graduating from middle
school. Given that this is the situation in Turkey, the study focuses on students’
practices in different high school types in Turkey with a phenomenological approach
by tracing the essences of student experiences with particular attention to Bourdieu’s
concepts of habitus and cultural capital. With Bourdieu’s cultural capital and habitus
lenses, this research is an attempt to make explicit what lies at the intersections of
various high school types in terms of student practices and how these students’
educational trajectories are being shaped and reshaped. There is limited research
addressing high school students’ student practices (Edgerton et al., 2014; Kavurgact
& Selvitopu, 2022). The majority of research discusses parental expectations for their
children who are in high school due to parents’ concerns for future educational
attainments (Bodovski, 2010). Although the concepts of habitus and cultural capital
are focal in various research, the concept of practice does not emerge as the main point
of these studies (Edgerton et al., 2014).

This research was conducted on six different types of high schools in Turkey,
including Anatolian, Anatolian imam preacher, fine arts, science, social sciences, and
vocational and technical Anatolian high schools. Recent literature has indicated that
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there are social inequalities and achievement differences between different schools in
Turkey (Alacac1 & Erbasg, 2010; Boliikbas & Giir, 2020; Giimiis & Atalmus, 2012;
Giir et al., 2013; Kogyigit et al., 2018; Suna et al., 2020a; Suna et al., 2020b; Sahin,
2019). High school education is provided after middle school in compulsory formal
or non-formal general, vocational, and technical schools, as well as in vocational
training centers (MEB, 2016). Since the 1990s, the placement of students in primary
and middle schools has been an issue in Turkey; however, the proliferation of high
schools admitting students through exams has turned the transition to high school into
a major challenge (Suna et al., 2020a, p.356). Despite the fact that compulsory
education is 12 years and this period includes high school, it is stated that a large part
of the age population in Turkey continues their education for 10 years. The fact that
the enrollment rate in the 15-19 age group, which corresponds to the high school
period, falls behind the OECD average is interpreted as a sign of difficulties in access
to education in this age group (TED, 2019). Turkey's secondary education assumes
that separating students into professions/branches should occur in high school, and
grouping them according to academic abilities will increase success (TED, 2008).
However, the achievement gaps among students from different schools are persistent,
and there is no indication that they will decrease in the foreseeable future (Giimiis &
Atalmis, 2012, p.65).

All high school institutions are hierarchically ranked, with science high
schools occupying the top position (Suna et al., 2020a, p.356). The history of the
science high school dates back to 1964. It was established in Ankara with the
assistance of the Ford Foundation, and since then, science high schools have served
as a gateway for students interested in pursuing careers in the fields of science and
mathematics (Tiirk & Kilig, 2015, p.47). Taking science high schools as a model, the
first social sciences high school was opened in 2003. The purpose of these schools,
which admit students through a central exam as in the science high school type, is to
educate students in the fields of literature and social sciences (Giir et al., 2013, p.5).
Anatolian high schools, which are the most common high schools in Turkey, were
first opened in 1955 in six cities, originally named “Maarif College”, and were later
renamed in 1975 (Tirk & Kilig, 2015, p.47). Before 1999, students were selected for
enrollment in Anatolian high schools through a central exam after primary school and
had to complete a one-year preparatory class before starting middle school. The
transition to 8-year compulsory primary education resulted in the closure of the
middle school section of Anatolian high schools (Giir et al., 2013, p.6). Starting from
2005 until 2006, general high schools were gradually transformed into Anatolian high
schools. This initiative, which was stated to be aimed at improving the quality of
secondary education and encouraging more students to enroll in vocational and
technical secondary schools, gained momentum in 2010 (MEB, 2016). This
transformation process was completed in 2013 and general high schools were
transformed into Anatolian high schools. It is stated that in the 2000s, the efforts to
reduce the gap between secondary education institutions, such as the transformation
of general high schools into Anatolian high schools, were ineffective due to the
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hierarchical position of these two types of schools and even schools of the same type
in the field (Suna et al., 2020a, p.357).

Anatolian imam preacher high school, the first of which was opened in 1985
(Giir et al., 2013), is a school type whose position within the education system is a
controversial issue on the political agenda. Anatolian imam preacher high schools,
whose curriculum consists of 70% science and culture lessons and 30% Islamic
sciences, differ from other general secondary education institutions in that they offer
religious education in addition to the regular curriculum (MEB, 2021). In addition to
academic high school types, there are also some fine arts high schools and vocational
high schools that use special talent tests for students. Fine arts high schools in Turkey
were established in 1999 (Gir et al., 2013, p.8). Fine arts high schools offer
fundamental knowledge and skills pertaining to fine arts and serve as a foundation for
cultivating skilled professionals in the field (Tiirk & Kilig, 2015, p.48). When the
general situation of secondary education in Turkey is evaluated, it is seen that
although there is diversity among high schools that prepare students for higher
education, a significant number of them are insufficient in this regard, and this
situation becomes even more complicated in terms of vocational and technical high
schools (TED, 2008). Vocational and technical high schools demonstrate the lowest
performance in general exams such as PISA (Berberoglu & Kalender, 2005; MEB,
2019) and therefore are situated at the bottom of the hierarchy of high schools. The
main objectives of vocational and technical secondary education, as stated by MONE
(2009), include meeting economic needs, training manpower for global competition,
providing high-tech vocational and technical education, and producing a qualified
labor force for the knowledge economy. However, there is dissatisfaction among
teachers, employees, students, and businesses involved in vocational education
regarding the Ministry of National Education's inadequate attention to vocational and
technical education (Tamer & Ozcan, 2014). To comprehend students' daily lives in
different high schools, it is essential to have a grasp of these distinct school types.

Addressing the common and discrete essences of individuals’ student
practices in various high school types with Bourdieu’s habitus and cultural capital
lenses, which also means considering the structure and agency together, can bring
forth a strong analysis of how individuals’ educational trajectories are shaped, on
which routes they are located within these trajectories, how they have specific
dispositions in certain positions and which practices are indicative of these
dispositions. This analysis is intended to open a new line of discussion regarding the
function of these high schools in the education system within the local context by
revealing the essences that constitute the intersections and divergences of student
practices in various high school types.

Theoretical Perspective

This section is about the theoretical perspective we adopted throughout this
research. Employing Pierre Bourdieu’s conceptual tools on practice, this study looks
for the inner meanings of student practices. By focusing on high school students’
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practices within the field of education through the lenses of cultural capital and
habitus, we aim to make explicit what lies at the intersections of different high schools
in Turkey. Because Bourdieu’s thinking tools provide rich conceptual instruments for
educational researchers (Grenfell & James, 2004; Kenway & McLeod, 2004;
McNamara-Horvat, 2003), this study is based on the view that cultural capital and
habitus are functional tools for understanding the formation of high school students’
student practices in the field of education.

High school is a crucial stage of individuals’ personal educational trajectories.
A trajectory is constituted of a sequence of positions within a field (Bourdieu, 1998).
High school corresponds to a precisive period both in the position-takings of agents
in the field of education and in the formation of their educational trajectories.
Examining the practices of individuals in this period helps to understand the structure
of the field of education, the logic of its operation, and the nature of the relations in
this field. According to Bourdieu (2021), to understand what individuals become at
every moment on their trajectories, it is necessary to know their habitus. Habitus,
which is among Bourdieu’s most referred concepts, is defined as the “systems of
durable, transposable dispositions, structured structures predisposed to function as
structuring structures, that is, as principles which generate and organize practices and
representations (...)” (Bourdieu, 1990, p.52). Considering this definition of habitus,
Bourdieu underlines the twofold characteristics of the concept. The habitus is not only
a structuring structure but also a structured structure (Bourdieu, 1984). The dialectical
logic can be deduced from this depiction of the term. As a structuring structure,
habitus constructs practices and perceptions, meanwhile, as a structured structure
habitus is the product of socialization. Habitus refers to a set of dispositions or
tendencies, and it exists through the integration of the individual’s past experiences.
Habitus creates an illusion that individuals have the spontaneity and freedom to think
and act. Bourdieu uses the phrase of socialized subjectivity for habitus, that is, a
system of predispositions constructed throughout the lifespan via interactions with
others, and as a consequence, it is the habitus that functions for individuals as schemas
of perception, thinking, and acting. With this, Bourdieu points out the dialectical
relationship between objective structures and subjective tendencies (Bourdieu, 1995;
Maton, 2008) while claiming that the individual or even the personal or the subjective
is social (Bourdieu & Wacquant, 1992). In other terms, while the field constructs the
habitus, the habitus also contributes to the establishment of that field (Bourdieu &
Wacquant, 1992). After conducting extensive research on Bourdieu's work pertaining
to the notion of habitus, Reay (1995; 2004) proposes four essential elements of
habitus, which include “habitus as embodiment”, “habitus and agency,” habitus as “a
compilation of collective and individual trajectories”, and habitus as “a complex
interplay between past and present.” According to Reay (1995), “embodiment” is a
critical concept for habitus. Habitus is the manifestation of embodied capital and it
functions as a dispositional system that generates individuals’ action, perception, and
thinking schemas. In that sense, it has a socialized subjectivity characteristic that
informs the practice.
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Bourdieu’s thinking tools are inseparable for examining the social world
(Wacquant, 1989) and another concept of Bourdieu’s thinking tools is capital. The
capital could exist in different types and each type is interrelated with each other in
some way. It is the volume, the structure, and the type of one’s capital which is
decisive for agents’ positions and trajectories in a field. Having said that, in which
way and how to use this capital in a field is predetermined in habitus. So it would not
be wrong to claim that as social agents we make spontaneous actions in daily life
rather than arbitrary decisions. Accordingly, the type and volume of capital is the most
determinative possession in one’s educational life and social position. For Bourdieu,
‘capital is accumulated labor’ (Bourdieu, 1997, p.46) and it is the capital that
manifests itself in three genres: economic, cultural, and social (Bourdieu, 1997).
According to Bourdieu, cultural capital is the grounding tool (Wacquant, 1989) and
can exist in three forms namely; in the embodied state, in the objectified state, and in
the institutionalized state (Bourdieu, 1997). Through these forms, it can be understood
the mechanisms cultural capital manifests itself and the positions and dispositions of
individuals and analyzed individuals’ practices within a field.

Cultural capital, as conceptualized by Bourdieu, serves to elucidate the
disparities in academic attainment observed among children hailing from diverse
social class backgrounds (Bourdieu, 1997; 1998; Wacquant, 1989). It possesses the
potential to be converted into economic capital and educational qualifications. The
accumulation of cultural capital occurs unconsciously but at the same time, it has a
hereditary aspect which is a conscious investment process organized and ensured by
the family (Bourdieu, 1997). For instance, the way parents communicate and liaise
with their children is a salient feature of childrearing. According to Lareau (2003),
one way of fulfilling parenting practices for middle-class families is engaging in
discussions with their children in their daily lives as part of a concerted cultivation
process. It is something like a hidden curriculum of the family where parents provoke
their children’s thinking process and teach children to express opinions so they could
get in contact with adults without ever being fully extended as if they were interacting
with their peers (Lareau, 2003). Cultural capital in the embodied state differs from
other forms because it is akin to habitus by comprising personal abilities for
understanding the cultural codes (Yang, 2014). Cultural capital which embodies
parental practices has a potency for revealing the inherited capital from the family. So
childrearing and the outcomes of this process are a reflection of social class whatever
that class origin might be. Lareau (2003) remarks that it is parents’ social class which
has invisible but influential effects on children’s life trajectories. Children learn some
codes that ensure possession of cultural competence composed of appreciation and
perception schemas. These schemas, which Bourdieu called taste, manifest
themselves as social distinction mechanisms in social and educational life (Bourdieu,
1984; McCandless, 2015). Tastes in music, art, literature, and sports and the
preferences in these are substantial hallmarks of social class because acculturated taste
needs greater investment in cultural and other forms of capital (McCandless, 2015).
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Cultural capital is among the most well-known and frequently referred concepts
of Bourdieu and a lot of research on the sociology of education scrutinizes this concept
within the framework of educational settings (Dumais, 2002; Edgerton & Roberts,
2014). However, research dealing with the habitus concept and its role in educational
processes, and the relationality of cultural capital and habitus within the context of
educational inequalities are limited (Dumais, 2002; Edgerton & Roberts, 2014). One
of the prominent figures who discusses the role of habitus and cultural capital in
schooling is Diane Reay. Reay (1998) highlights the importance of the effects of
cultural capital and habitus on individuals’ educational trajectories. Edgerton &
Roberts (2014) put an interpretation on the dialectical nature of habitus and cultural
capital. By way of practice, dispositions can function as capital corresponding to the
expectations of the field. Edgerton and Roberts (2014) inquire into the dual nature of
dispositions notably on the concepts of habitus and cultural capital, and how this dual
nature interacts in school context and manifests itself in terms of educational success.

It is crucial to emphasize here that Bourdieu’s four main concepts which make
up his toolbox are inseparable from each other. Bourdieu (1984, p.101) uses the
imagery equation “(habitus)x(capital)+field=practice” showing the interrelatedness of
these concepts. This means that practice is derived from the interrelations between
habitus, capital, and field (Yang, 2014). It can be concluded that the practices are the
results or the endpoint in the field individuals are positioned, and the capital they have
is connected with habitus, and to the extent of the characteristic of the match between
habitus and field is determinative in how practices emerge. The capital that individuals
have has a role in the structuring of the habitus of individuals, but at the same time,
that capital manifests itself in different ways in the embodiment of the habitus.
Besides, habitus is decisive in the manifestation of capital in that way. Edgerton and
Roberts (2014) characterize practice as “individuals’ behavioral repertoire” (p.195)
that takes shape over time with the interaction of habitus and cultural capital in a
specific field. If practices are derived from interactions of capital, habitus, and field,
it makes sense to scrutinize students’ experiences by focusing on habitus and capital
to understand their practices. Reay (1998) drew upon Bourdieu’s cultural capital and
habitus notions to understand students’ higher education choice processes. According
to Reay (1998), school institutional habitus and familial habitus both separately and
with mutual interaction, have a considerable effect on students’ higher education
decision-making process, especially at the stage of determining which institution they
can apply to. It is important to assert here that it is the habitus that generates the
cultural capital accumulation process and this process is not only about generating
educational attainment but also producing social distinction (Reay, 1995, p.363).

Through this research, we aim to unveil the fundamental nature of students'
practices within the context of high schools, employing a phenomenological approach
that specifically examines the manifestations of habitus and cultural capital. By doing
so, this research opens a discussion on the function of various high school types in the
local context by interpreting the intersections of different trajectories.
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Method

This section includes a methodological description of how we conducted the
research.

Research Model

This study is the product of a comprehensive project carried out in Ankara, in
which the first two authors of this article took part as researchers and the third author
as project manager. The research project was carried out as a phenomenological study
(Patton, 2002) aimed to understand the essences of being a high school student
through student experiences. Phenomenological research strives to elucidate the
significance of human experience by centering on individuals' lived experiences while
encountering a specific situation or phenomenon (Moustakas, 1994) and seeks to
understand the essence of a particular phenomenon as experienced by individuals
(Creswell, 2013). In line with the project objectives, the focus was directed towards
students who have high school experience, leading us to engage with eleventh-graders
across various high school types. The phenomenological approach was utilized to
conduct a comprehensive analysis of students’ daily experiences within school, home,
and other contexts.

As part of a larger project focusing on high school students' experiences of being
students, this article focuses on student practices through the lens of Bourdieu's
concepts of habitus and cultural capital. In the exploration of the student practices
associated with the high school student experience, the utilization of Bourdieu's
cultural capital and habitus concepts proves advantageous. In this sense, within the
scope of this research article, we focused on the practices of students in different high
schools in Turkey with a phenomenological approach by tracing the essences of
students’ experiences with particular attention to Bourdieu’s notions of habitus and
cultural capital. With Bourdieu’s cultural capital and habitus lenses, we attempt to
make explicit what lies at the intersections of various high school types in terms of
student practices and how these students’ educational trajectories are being shaped
and reshaped.

Study Group

Since this research paper is the product of a more comprehensive project, it
would be appropriate to first mention the project participants here. The overall aim of
the project was to uncover the meaning of being a high school student. In this context
we aimed to understand how they come to the school where they study, and the effects
of social and cultural mechanisms and support networks on this process, their social
environment’s thoughts about them, the effects of these thoughts on their daily lives,
and students’ expectations for the future. To this end, we attempted to reach
individuals closely linked to the high school student experience. Accordingly, the
participants of the research project consisted of high school students, their parents,
principals, and vice principals of the high schools included in the research, teachers
working in these schools, graduates of these schools, and academics working in
various education/ educational sciences faculties in Ankara. We tried to reach
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students with prior experiences as high school students, resulting in the inclusion of
students who were in eleventh grade at the time of the research. As this research
article, which is part of the project, focuses on student practices, the participants for
this paper consist of 96 eleventh-graders, comprising eight girls and eight boys from
each high school type, along with seven mothers representing different school types
(excluding vocational and technical Anatolian high school, where two mothers
voluntarily participated). Data was generated through the utilization of in-depth
interviews conducted with both students and their mothers. It should be noted that this
study did not specifically aim to solely reach out to mothers; however, during the
research process, it was the mothers who volunteered to participate in the study. To
explore students' experiences, in-depth interviews were conducted in the schools
selected for the research, namely Anatolian, Anatolian imam preacher, fine arts,
science, social sciences, and vocational and technical Anatolian high schools. The
selection of these schools was based on maximum variation sampling, following the
methodology outlined by Frankel and Wallen (2006).

Ethical Considerations

As Churchill (2022) stated in the conduct of human science research, it is always
important to be mindful and within this regard to ensure ethical research practices,
several steps were taken to protect the participants included in the study. Initially, an
application was submitted to the Ministry of National Education and the Ethics
Committee at Ankara University, aiming to establish an ethical framework and ensure
the ethical treatment of participants. After obtaining approval from both the Ministry
of National Education and the Ethics Committee, all necessary documents were
provided to the selected schools, and the research's purpose was clearly communicated
to all relevant parties. Following the approval and assistance provided by the school
in recruiting participants, consent forms were obtained from both students and their
parents. These forms have outlined the scope of the study, participation requirements,
and rights to withdraw at any time. To safeguard the anonymity and confidentiality of
participants, all individuals involved in the study were assigned special tags instead
of using their names, as per the recommendation by Creswell (2013). The interviews
were recorded by an audio recorder and both digital files and written documents were
stored in a secure place and not shared with anyone outside of the study.

Data Collection Tools and Procedures

In this phenomenological design of the study, a semi-structured interview guide
(Mason, 2002) was designed for collecting the data. The instrument includes open-
ended questions that allow participants to discuss their daily experiences as being a
high school student in detail. Kvale (1996) warns that in order to increase reliability,
a significant part of the interview process should take place before the actual recording
begins. Based on this view, a semi-structured interview guide was developed and a
pilot interview was conducted with an eleventh grader from an Anatolian high school.
The pilot was jointly subsequently refined based on feedback and analyzed by the
project team. The phenomenological interview serves as a valuable tool for exploring
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and collecting experiential data, enabling a deeper understanding of human
phenomena through phenomenological reflection (Van Manen, 2016). It allows for
the examination and extraction of rich experiential material, contributing to a more
comprehensive and profound comprehension of the subject under study. The final
version of the instrument included questions related to participants’ experiences of
their home and school environments, academic and social experiences, and their
overall sense of being as high school students. Qualitative data in the form of semi-
structured and face-to-face qualitative interviews with 96 students and seven mothers
were collected from six school types. Each student and mother participated in a single
interview session. The interviews were conducted by a team of 12 researchers, with
two researchers conducting the data collection process in each school type.
Participants provided consent for the interviews to be audio recorded. During the
transcription of the interview audio recordings, some of the recordings were
transcribed by a professional company and some by the researchers.

The Role of Researchers

At the outset, it may seem like contradictory processes to put forward a
phenomenological analysis from the perspective of Bourdieu's sociology. This
seemingly contradictory situation becomes more apparent when we want to talk about
one of the key concepts of phenomenology, namely epoché, which means that
researchers should set aside their subjective understandings during the research
process, and reflexivity, which focuses on the presence of the researcher's subjectivity
in the research process. Carrying out such a research from a theoretical perspective
that reflects a relational perspective may also raise questions about these concepts. In
order to address these question marks, it is first necessary to acknowledge the
following two ideas. First of all, any research is not completely free from the
subjective value judgments of the researchers. Therefore, the presence of the
researcher's subjectivity in the research process and reflexivity that focuses on it, is a
dimension that should be adopted in every research. Secondly, as Finlay (2009b)
underlines, the processes of bracketing and reflexivity in phenomenological research
should be seen as intertwined processes. At this point, as the authors of this article,
we feel the need to point out that our theoretical perspective came to the fore in the
analysis of the data set used for this research and in the reporting of this research. As
researchers who took an active role in designing and conducting the research project,
collecting and analyzing all the data, and finalizing the research, the unique aspect of
the research we have presented in this article is our theoretical approach that shapes
our view of the data. In this respect, this article reflects an original research produced
from the research conducted within the scope of the project.

Phenomenological research is possible when it offers rich descriptions of lived
experience and when researchers set aside their assumptions about the phenomenon
being studied in order to arrive at these descriptions (Finlay, 2009a). As researchers,
our positions in the data collection process were shaped by an awareness of our own
knowledge, presuppositions and assumptions about being a high school student that
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stem from our own experiences. This awareness enabled us as researchers to develop
an open attitude towards the researched and the research process as much as possible.
On the one hand, we avoided making assumptions about the phenomenon we studied
by bracketing our existing understandings of being a high school student, and at the
same time, we reached our research results with the existence of the mutual interaction
between these two processes, without forgetting the necessity of continuous reflective
thinking on our existing understandings, whose role in the construction of our
subjectivity cannot be ignored. Finlay (2009b) emphasizes that the main challenge for
researchers conducting phenomenological research is to strike a delicate balance
between bracketing and reflexivity and that researchers need to adopt a reflexive
attitude in order to determine which presuppositions to bracket. In this research, our
understandings of habitus and cultural capital were informed by our selection of
relevant pieces of data for analysis. In the data, we traced the narratives of everyday
life, which we think can be considered as manifestations of habitus and cultural
capital. Therefore, the narratives we selected for analysis are related to high school
students' "present” and "past”, in other words, their daily life experiences in high
school and their daily life experiences in their previous educational experiences. In
line with our theoretical perspective, we aimed to provide a rich description of these
experiences in order to make sense of student practices and interpret different
educational trajectories. We hope that our positions as researchers in the stages of data
collection, analysis and reporting will be taken into account in this framework.

Ethical Committee Approval

The ethical committee approval for this research was obtained from Ankara
University Ethical Committee (No: 85434274-050.04.04/74078, Date: 09.12.2014)

Data Analysis

The main purpose of the research project was to reveal the meaning of being a
high school student by examining the lived experiences of students. We consider
student practices, which are the focus of this article, as a component that defines what
it means to be a high school student, and thus the description of these practices should
be seen as a contribution to the construction of the meaning of being a high school
student. Therefore, in the phenomenological analysis of the project's data set used for
this article, our aim is to generate rich descriptions of student practices from students'
experiences and to try to understand them within the framework of the theoretical
approach we adopted.

In order to perform a phenomenological analysis, we did not use an external
framework to analyze our data, but adopted the three main stages of
phenomenological analysis, namely "phenomenological reduction”, “imaginative
variation" and "achieving the essence", and the processes of "bracketing or epoché"
and reflexivity that accompany all these stages (Finlay, 2009a; Finlay, 2009b;
Moustakas, 1994). By doing this, our primary aim was to arrive at a rich description
of students’ lived experiences that would enable us to understand student practices.
As mentioned in the theoretical framework, since the practices of individuals in a field



478 Ayse Giilsiim Akcatepe, Burcu Cildur and Mustafa Sever

exist through the interactions of their habitus and cultural capital in the field, in
analyzing the data for this article, we focused only on students’ experiences which we
see as indicators of their habitus and cultural capital. Since achieving a rich description
also requires interpreting the meaning of the lived experience (Creswell, 2013), the
data were analyzed through an interpretive process.

In the data analysis process, we used Maxqdal2, a computer-assisted qualitative
data analysis software. We uploaded the interview transcripts we selected to analyze
for this article to this software. Maxqdal2 supported us in various ways, such as
storing the data, selecting pieces of data that reflect the experience for
phenomenological reduction, comparing pieces of data, coding the data, comparing
the codes, and doing all these processes quickly and easily.

Van Manen (2017) warns that in phenomenological research, themes generated
by analyzing data are intermediate reflective tools. Taking this caveat into account,
we created the results and conclusions of the research. The descriptions of the themes
we present are the framework through which we make sense of the experiences that
bring student practice into existence in light of the theoretical perspective we have
adopted. The conclusions we have reached through a rigorous reinterpretation of our
descriptions and the discussion we have opened to encourage readers to rethink
different educational trajectories in the field via the essence of student practice are
presented in the conclusion of the study.

Results

The results illustrated that there are essences that constitute student practices
regardless of school type. So what creates the intersection of different trajectories is
student practices that identify being a high school student. Even if the students are
positioned in different trajectories in the field of education, the essences that generate
student practices do not change. These essences are discussed under the following
four headings: Living through school choice illusion, declaring the position with a
sense of entitlement, engaging with cultural fields, and utilizing sports for the
presentation of self.

Living Through School Choice Illusion

The students' understanding of their position within their schools is shaped not
only by their individual choices but also by the interplay of habitus and embodied
cultural capital, which exerts a significant influence on their thoughts through various
implicit or explicit mechanisms, including parenting practices. So, it can be argued
that it is the result of the actions they take with the embodied systematics of thoughts,
perceptions, and reasoning which are shaped by many social, historical, and cultural
interactions. Both students and their mothers interpret the transition from middle
school to high school as a conscious and plausible process to realize their wishes in a
way that will be most suitable for them. However, this process is not arbitrary, as
students tend to gravitate towards the most plausible option among those presented to
them in various forms, and their school choice practices are shaped not only by their
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interests but also by their embodied cultural capital and habitus, which play a
significant role in determining their positions. Students choose among those offered
to them according to their families' positions in social space.

“My father is already a jurist. Because he thought | would become
a lawyer as well, he was quite happy and said, ‘My daughter is studying
social sciences,” which made him happy. My mother already wanted me
to pursue what | love. There was actually some indecisiveness, but it
became clear to me towards the final stages, towards the period of making
choices.” (Female Student-2, Social Science High School)

“I also chose my father's profession. He is a male and female
beautician. | am also studying in the beauty department. It's a vocational
high school.” (Male Student-2, Vocational and Technical Anatolian High
School)

“Someone asked us why we send our child to a vocational high
school instead of an Anatolian high school. But we know the capacity of
our child, we know what he can do or not. If he enrolls in an Anatolian
high school, that kind of schools’ courses are hard. | know my child can't
afford it. In vocational high school, he can follow courses and can learn
an occupation too, so we prefer this school” (Mother-2, Vocational and
Technical Anatolian High School)

From these quotations, there seems to be a sharp social stratification pattern
between high schools. Different high schools aim to provide diverse opportunities
based on students' abilities and needs through their free choices. However, it is
observed that the central examination system in Turkey causes these schools to
operate in the opposite direction to their stated missions. Social mobility that high
schools are expected to ensure turns into a social stratification. As can be seen in one
of the mothers’ quotes above, enrollment in a vocational high school is the result of
confronting the fact that there is no other alternative. Both the children and parents
seem to acknowledge this restrictive order. Bourdieu (1984) points out that for
working-class parents there is a belief about academically oriented schools. Parents
think that these kinds of schools are 'not for the people like us’. Reay and Ball (1997)
note that parents' educational histories shaped students' educational paths. If the
parents have failed before in their educational life, they feel disappointment about
their children and their future. It draws the attention in the interviews that both
students and families accept this unspoken social stratification.

“When people find out that my child is studying in a science high
school, they show positive reactions because the science high school is
really a prestigious school in the eyes of people.” (Mother-1, Science
High School)

“My father is also happy, he says ‘I have an artist daughter’, he is
proud of me. So I'm happy too. My family is very supportive anyway.
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That's why | was able to come here as well. They never took an approach
like “What? Will you be an artist, a painter and how will you get a job or
make money?’ They have a good approach.” (Female Student-4, Fine
Arts High School)

“My teacher had likened pharmacists to merchants. He had said,
“You are not producing medicine there, you're not creating anything,
you're just selling,” and he had said, ‘This makes you very passive. You
should be in a better place.” That's why I came with the intention of
becoming a lawyer.” (Female Student-2, Social Science High School)

The students’ decision-making process is made through interactions with
significant others like their parents, inner circles like kith and kin, and teachers they
met with in their earlier schooling. There is a smooth continuity in the transition
between their positions in the educational trajectories. The high school period exists
as a continuation of previous educational experiences. Because it is a smooth
continuity, some students are conscious of the positions where they are as a result of
the academic tracking system.

“I had made quite a few choices; this high school was ranked 7th, it
was among the ones I randomly wrote; it came by chance.” (Male
Student-5, Anatolian High School)

While this student explicates his position by chance, in the science high school
in which the students interviewed in this research study, a quote from Louis Pasteur
was written at the entrance of the school building where all students could see it every
day, large enough for them to read: “Chance favors only the prepared mind.” The
interaction between the institutional doxa of the schools and the habitus of the students
constantly shapes the thinking, perceiving, and reasoning dispositions of students.
From another point, since the institutional doxa of Anatolian imam preacher high
school directly overlaps with the habitus of some families, these families want their
children to study in this type of school only because of this institutional doxa.

“My expectation is that education should be two-winged. So, both
spiritually and scientifically, our child will be fully equipped. We wanted
it. We agree with the family that we get a result from this school better
than we expect in educational quality.” (Mother-1, Anatolian Imam
Preacher High School)

“I preferred to enroll in this high school because I especially want
to study in an Anatolian imam preacher high school. This school is well-
known across Turkey. One of the reasons | enrolled in this high school is
because my father graduated from imam preacher high school as well. He
encouraged me because he wanted to see her son as an imam preacher
high school student too.” (Male Student-3, Anatolian Imam Preacher
High School).
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In fact, students “feel at home” in a way where they are. In other words, the
institutional doxa of each school is compatible with the habitus of the students of that
school. Therefore, the illusion that the students choose the school they will attend
becomes more evident here. That is the school chooses the student, not the student
chooses the school, and there is a harmony between the institutional habitus and doxa
and the students' habitus.

The placement of those students in those schools can be interpreted as an
expression of the interaction between agency and structure. There is no getting away
from the fact that the structure affects the pre-reflexive and predispositional level but
at the same time it should not be forgotten the individual agency in relation to this
effect. While structure affects which routes they will be positioned and therefore for
which preferences they will employ their agencies, habitus is the determining factor
in how and in what form the agency comes to life. How their agency is manifested in
the schools where students exist through habitus and embodied cultural capital. So it
can be interpreted as the reflection of the dialectical relationship between macro and
micro levels in society on the actions of individuals.

Declaring the Position with a Sense of Entitlement

Bourdieu (2021) points to the connection between the space of positions and the
space of dispositions. It is as if positions have chosen the individuals who can best
occupy them, or vice versa as if individuals have chosen positions that will enable
them to best express their dispositions, pursuits, tastes, abilities, and so on (Bourdieu,
2021). The explanations of students in certain high schools, as stated by Bourdieu,
appear as the reflection of the relationship between the space of positions and the
space of dispositions in the way individuals make sense of the world they live in.
There seems to be a common understanding that student practices in certain schools
require certain predispositions in that position, or vice versa, certain predispositions
only exist in that position. Predispositions for academic success are more pronounced
in high school because high school is the stage preceding higher education and is
therefore largely decisive in higher education. Therefore, academic achievement is an
issue that is on the agenda of all agents, including high school students and their
parents and teachers. Herein the common understanding that academic success
requires exclusion from social life (Reay, 2018) comes to the forefront. While another
position may define being a science high school student with practices such as
working hard, doing tests day and night, and lack of social life, students in science
high schools do not specifically limit their position to these practices alone. According
to them, being in this position includes other dispositions besides being hardworking.
However, a more striking finding is that being positioned in that school is interpreted
as a reward for having other, unique, special predispositions that others do not have.
A similar tendency to explain its position can be seen in the social science high school.
These tendencies to make sense of their position are also fed by the illusion that they
are there because they chose that school. Therefore, students in these two schools
make sense of their position with a sense of entitlement. This interpretation also
includes a view that others deserve their position.
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“I think getting higher scores is the result of taking responsibility,
working better in previous exams, and getting better results. When you go
to lower scores anyway, of course - except for some situations — the result
of your previous actions like, you did not fully fulfill your previous
responsibility that you went there. In my opinion, we can basically say for
this kind of people that responsibility awareness is not fully formed.”
(Female Student- 2, Science High School)

“(...) we were rare in Turkey; opened for a special purpose, to train
political scientists, lawyers. There was one year of practicing English as
a foreign language. These made us feel very special. We thought that
Istanbul Social Sciences High School was humber one and our school was
second. They always made us work as “you are special", that is, they made
us feel like that.” (Male Student-4, Social Science High School)

“It is thought that they are (science high school students)
hardworking students and yes, they are hardworking and talented
students.” (Mother-1, Science High School)

Students' explanations of their position with a sense of entitlement appear as a
common interpretation, especially among students who are at the top of the academic
tracking system. They are all aware of the academic tracking system existing in
Turkey. Cultural capital in the institutionalized state, which corresponds to the
educational qualifications individuals have, is the product of educational attainments
in this tracking system. So, it would not be wrong to say that their educational
dispositions and practices are largely shaped by the influences of this unfair system.
This, in turn, reflects in students’ legitimizing the desire to be here but not there.

“I don't want to be too elitist but I don't think they came where they
are with much effort. If they had worked, there would be many people
who could reach an Anatolian High School or Science High School level;
because every person has potential. Why would | want to go to the
vocational high school if | spent a lot of effort to come to a good place?
These are the conditions of Turkey, if | had been living in another country,
maybe | would not think like this, but in the current conditions of Turkey,
these types of schools are poor and inadequate high schools so | do not
want to go. "(Female Student-1, Science High School)

This legitimation, which highlights the existing structures in the field, points to
the absurdity of a negotiation between the positions. At the same time, this view
reflects the approach that the structures in the field exist in accordance with merit and
that hard work, responsibility, and effort will bring success. This point of view is
partially correct, but incomplete because it ignores the types of capital owned and the
way of cultivation and parenting practices. The missing part of this view is completed
by the following comment from a vocational high school student, not only with an
emphasis on merit but also pointing to habitus.
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“I think they (students in other types of high schools) are those who
see life only as a lesson. Okay, they do it right, they are working. They
are more hardworking than me. They're more hardworking than anyone at
this school here. But (...) they don't know anything about what's going on
outside (in real life). They just do multiplication in math.” (Male Student-
5, Vocational and Technical High School)

The important thing here, as Bourdieu mentioned, is to be able to explain the
routes that govern different dispositions in different positions. Considering the
positions from the point of field-habitus match or mismatch, it can be understood more
clearly how certain dispositions are attributed to certain positions. The academic
tracking system appears as the most basic structure that shapes students' definitions
of success. This structure shapes their schemes of thought in the way that students
accept the existence of certain predispositions for certain positions without
questioning. This can be interpreted in terms of what Nash (2002) called “educated
habitus” for academic success-driven dispositions. By way of an educated habitus,
students can recognize the operative schemes and categories of the school. Thereby,
they are familiar with the rules of the game. Consequently, the widespread tendency
to define position through academic success reinforces the sense of entitlement in
students. Therefore, the existence of an academic tracking system is not considered a
problem. An obvious example of this situation is the concerns about the positions of
schools in this structure. Students from social science high school are concerned about
the loss of the privileged position of their school.

“(...) because social sciences high schools were really different.
People know what they want to be, they are aware of what they will
encounter. | think it was important to have one in Ankara. When it was
only one, the people who came here were obvious. I think it's not nice to
have 4, so it isn’t good. The scores also fell so much. I think Social
Science High Schools will no longer be able to catch those benefits.”
(Female Student-2, Social Science High School)

Declarations on their positions of students in Science and Social Science High
Schools reveal a strong sense of entitlement emphasizing various dispositions such as
hardworking, responsibility, effort, and talent. They compare themselves to others but
thrust themselves forward with their dispositions by developing a deficit discourse for
others. The academic, intellectual, and cognitive superiority implications in the
discourses of these students are a reflection of the intertwining of the institutional
habitus of these schools, which are structured together with their positions in the field,
and the individual habitus of the students. This is also a situation that positively
supports students' sense of belonging to their schools.

Engaging with Cultural Fields

Bourdieu (1984) defines taste as “an acquired disposition to differentiate and
appreciate (...) as a practical mastery (...) to sense or intuit what is likely or unlikely
(...)” (p.475). In addition to this, taste can be seen in the details of spontaneous
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gestures of the body on walking, talking, eating, etc. and in the preferences for
appreciation, it functions as a reflection of the embodied state of cultural capital. Taste
also functions for the objectified state of cultural capital by way of the inclination to
have certain cultural goods. So, high school students’ preferences in various cultural
fields are an expression of their tastes in these fields. Except for Fine Arts High
School, because of the unique mission and institutional habitus of this school, in other
high schools, students’ engagement with cultural fields is bounded by cultural
consumption habits. Their musical appreciation, taste in reading, taste in media, and
other cultural participation activities embody their cultural consumption habits.

High school students’ modes of cultural consumption habits are expressed
through listening to music, reading books, watching movies, going to cinema or
theater, going to concerts, and attending seminars. Students express their musical
appreciation within the framework of various music genres.

“I listen to good music; I don't discriminate. But generally, I listen
to Rock and Metal.” (Male Student-7, Anatolian High School)

“I listen to a lot of Rock music and I enjoy listening to ‘Retro’ as
well; that is, both old Rock songs and Retro music.” (Female Student-1,
Science High School)

“I prefer jazz more, it appeals to me. I'm not a big fan of Pop. I also
enjoy classical music.” (Female Student-4, Social Science High School)

“Usually foreign or Turkish pop.” (Female Student-6, Anatolian
Imam Preacher High School)

“Mostly the Rock genre. I usually listen to songs by Arctic
Monkeys.” (Female Student-1, Anatolian High School)

Students' musical appreciation ranges from pop to jazz, rock to metal, classical,
progressive to indie rock, rap, hip-hop, and local folk music to western or eastern
music. While pointing to well-known musicians from Turkey, students explain their
musical tastes by referring to prominent figures from western pop, rock, and metal
music such as Rihanna, Katy Perry, Ed Sheeran, Arctic Monkeys, Massive Attack,
Pink Floyd, and Led Zeppelin. Some of them, especially students from Fine Arts High
School, draw attention to the change in their musical taste.

“I don't listen to Pop, I don't enjoy it anymore. It used to appeal to
me when | was younger, but now | don't like it at all; it doesn't feel fun or
uplifting to me. Instead of inspiring me, it does the opposite.” (Male
Student-5, Fine Art High School)

This quote above underlines the meaning of music because it can be concluded
that this student has gained a distinctive approach to music. That is to say, interpreting
the music in terms of what it is supposed to serve is because of the mutual interaction
between institutional habitus and individual habitus. As Bourdieu (1984) mentioned
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“music is the most ‘spiritual’ of the arts of the spirit and a love of music is a guarantee
of spirituality. (...) Music is the pure art par excellence.” (p.19). This art has gained
different meanings for some students and is interpreted as a means of understanding
and interpreting oneself, society, and the world.

“I predominantly listen to rap. Because that's where reality comes
through, you know, I can't find those things in pop music. In rap, there are
real things, you know, from life. For example, they say it's snowing and
people are feeling cold outside. In pop, for instance, they talk about how
beautiful the snow is and all that. In rap, for example, they talk about
people out there in the cold, shivering, you know, it's like that, it's more
appealing to me when they do that.” (Male Student-6, Vocational and
Technical High School)

While rap music is interpreted in this way in vocational high schools, students
in Anatolian imam and preacher high schools make distinctions among the different
fractions in rap music. They especially prefer to listen to rap songs that do not contain
dirty words.

“Now I listen to rap, but not the fast-paced or explicit kind, you
know. | prefer listening to foreign songs, even though they are in
Turkish.” (Female Student-8, Anatolian Imam Preacher High School)

“There is rap, but (...) Rap songs don't really appeal to me that much
because most of them have dirty words, you know, although there are
some without abusive language, the majority of them being abusive
doesn't make it enjoyable, but... I generally prefer the ones without
abusive language.” (Female Student-2, Anatolian Imam Preacher High
School)

Besides listening to music, students’ cultural consumption habits on music
embody activities such as going to concerts or playing an instrument. For some
students, these activities become part of a daily life routine. Because they have long-
lasting dispositions for these activities by virtue of the habitus and cultural capital they
have.

“Sometimes to concerts. (...) In the past, I used to go to classical
music concerts with my family. | would enjoy it; | would fall asleep, but
I would enjoy it. Sometimes there are jazz concerts, and | go to them. |
like them, I enjoy listening to them.” (Male Student-5, Fine Art High
School)

“In elementary school, there were no music classes, but we had a
guitar and a keyboard at home; my parents had bought them, thinking we
would be interested. They noticed my musical ear when | was little, so |
guess that's why they got them. | used to listen to music, but | never had
the intention of playing or anything like that. Then | came to high school.
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There was a music environment at school. You may have seen the music
room... | can say that music became a part of my life after coming to this
school. I have been playing guitar and drums for 4 years. My main role in
the band is playing rhythm guitar and singing. We have been participating
in competitions with friends for 2 years... Honestly, everyone in the group
has different styles, but the style we create together can be described as
alternative rock. For example, one of our friends listens to jazz, someone
listens to metal, and I listen to Brit rock and jazz.” (Male Student-7, Social
Science High School)

High school students’ cultural consumption habits emerge as salient features of
student practices. Like tastes in music, they have tastes in reading too. Their tastes in
reading are restricted to books they have read. They read classics from American,
European, and Russian literature, classics from prominent figures such as
Dostoyevsky, Shakespeare, Hemingway, Kafka, Steinbeck, Virginia Woolf, Sylvia
Plath, Albert Camus, José Saramago, and George Orwell. Reading comics is also
common among students. Their book preferences are shaped by recommendations
from their parents, friends, and teachers. Students are also affected by the movies they
watch. The tendency to read a book after watching a movie is a very common pattern
among students. Most of the students have read Lord of the Rings, Harry Potter,
Hobbit, Sherlock Holmes, Twilight, and Hunger Games. Some might say that students
were impressed by the bestsellers. This may be partly true. However, some students
who have distinctive reading habits were impressed by certain authors, and this results
in them having a writing habit.

“More than the book, it’s the author. I am influenced by Virginia
Woolf. | guess | see a bit of myself in her. The melancholic atmosphere
of Sylvia Plath and others attracts me to myself. In a speech by a writer
from Turkey, she said, "I suddenly started writing,” and | was greatly
influenced by that. I also truly started writing all of a sudden. I took a pen
in my hand and found words pouring out. That's why | was so influenced
by him.” (Female Student-4, Social Science High School)

“I enjoy reading books, but I don't consider it just a hobby; it's
something | dedicate time to. Writing is the most important part of my
life. In fact, | brought my diary with me. | don't know why I brought it. |
never separate from it. | enjoy telling my diary things that | can't tell
anyone else, not because they're secrets or because | haven't told anyone,
but because they are things that need to be expressed. | don't have anyone
I can sit down with and have abstract conversations. That's why writing is
very important to me. I also share some of my writings on my blog.”
(Female Student-8, Science High School)

These quotes from social science and science high schools demonstrate that
these students’ cultural consumption habits turn into a mode of cultural production. It
must be said that this is not a common pattern that can be generalized to all school
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types. Generally, students' leisure activities exist as moments when various cultural
consumption habits such as going to the cinema or theater, going to various seminars
or conferences, and watching movies emerge. Students' preferences for these activities
reflect their cultural capital and habitus.

“I watch movies, of course. I particularly enjoy watching war films.
I also like watching antimilitarist films.” (Female Student-8, Science High
School)

“I generally like to have time at night with my brothers and watch
horror movies. In a week, sometimes in two weeks. Since school is a
priority, it is hard for me to go to the cinema. One month ago | went to a
cinema.” (Female Student-1, VVocational and Technical High School)

“I really enjoy going to the theater. Attending conferences, seminars,
and symposiums, being a participant there, and also being a listener
pleases me because I gain valuable experiences in every aspect.” (Female
Student-4, Social Science High School)

“Of course, we live in the capital city, Ankara. In fact, our purpose
for coming here from our hometown is to improve ourselves. As far as |
can, [ try to attend symposiums, interviews, etc. except exam days.” (Male
Student-3, Anatolian Imam Preacher High School)

The engagement of high school students with cultural fields is reflected in their
cultural consumption habits, such as their musical appreciation, reading preferences,
movie watching, and participation in cultural activities. Students' tastes in music
encompass various genres, ranging from pop and rock to jazz and classical. Their
reading habits are shaped by influential authors and recommendations from parents,
friends, and teachers. The students' cultural consumption habits also extend to
watching movies, attending concerts, seminars, and theater performances. However,
it should be noted that the transformation of cultural consumption habits into modes
of cultural production is not a common pattern across all types of high schools. These
habits and preferences are influenced by the interaction between the students' long-
term predispositions, cultural capital inherited from their families, and the habitus of
the school they attend, ultimately shaping their engagement with cultural fields.

Utilizing Sports for the Presentation of Self

Doing sports is a prominent tool that lies at the intersections of different high
schools in terms of student practices. Doing sports emerges as a student practice that
comes to life with different purposes and different meanings. High school students are
interested in a wide variety of sports such as football, volleyball, basketball, handball,
tennis, table tennis, badminton, wrestling, boxing, taekwondo, Kkarate, escrima,
kickboxing, archery, swimming, running, biking, ice skating, ballet, bodybuilding.
There is no dominant gender-based pattern related to sports. That is, although playing
volleyball at school is seen as a common trend among girls — and institutional doxa in
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schools is also effective in the development of this trend — there are also girls who are
interested in sports such as football, basketball, handball, archery, karate and
taekwondo, regardless of school type. Similarly, there are male students who are not
interested in sports such as football and basketball. However, there is a mechanism
that interrupts all students' relationship with sports, which is central exams. Although
there are some exceptions, almost all of the students had to take a break from sports
during exam periods.

“I was doing it, but now I had to quit due to lessons. I was running,
playing volleyball and involved in athletics before.” (Female Student-6,
Anatolian High School)

“Actually, I don't have much time to do sports, but I would like to,
my mother also would like me to. I'm already going home very tired. It
takes 7 pm even for me to start studying. That's why | don't have time to
do sports.” (Female Student-7, Social Sciences High School)

“Yes, I do sports. I've been swimming for 12 years. I have been
playing volleyball for 4 years in Fenerbahge (a well-known sports club in
Turkey). I will continue again. Because it was winter, both the school and
the lessons were heavy so | could not go swimming.” (Female Student-2,
Vocational and Technical High School)

“I have been playing tennis for about 10 years. Every summer with
my twin, we play tennis for 3-4 months, even in the exam year.” (Female
Student-6, Science High School)

Bourdieu (1984) draws attention to the fact that individuals associate with sports
by attributing different meanings to sports in line with their social class. According to
him, individuals establish their relations with sports in line with the physical benefits,
economic and social benefits (such as social mobility), and symbolic benefits that they
believe sports will bring. He points to sports such as boxing, football, and
bodybuilding as working-class sports while tennis is a sport for the bourgeoisie. In
this research, the relations students establish with sports can be interpreted in terms of
social and symbolic benefits. For example, being a licensed athlete exists as both a
common and important form of self-presentation among students. This is more
evident among vocational and technical high school students. In their lives, sport has
a more instrumental function like participating in tournaments and attaining rankings
at the local, national, or international level than health or entertainment.

“I was playing in Genglerbirligi (a well-known football team in
Turkey). | started kickbox now. | am the golden medalist and ranked first
in Ankara. (...) Kickboxing Monday, Wednesday, Friday. | go to body-
building on Tuesday, Thursday, Saturday, Sunday. | deal with stuff like
things every day because sometimes I need to blow off some steam.”
(Male Student-5, Vocational and Technical High School)
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Although there are exceptions, there is a tendency, especially among male
students to favor martial arts/combat sports like boxing, wrestling, and taekwondo.
As Bourdieu (1990) stated about doing sports, it is not only doing a sport it is a larger
social game for the players. Male high school students' experience with sports with
their body strength seems similar with the case to Light and Kirks’ (2000) high school
rugby players study. Researchers emphasize the existence of a distinct form of
masculinity associated with specific social classes, characterized by ideals of physical
dominance, competitiveness, resilience, teamwork, and self-control.

The relationship that students establish with sports is also shaped under the
influence of the school's institutional doxa. This situation is more evident in Anatolian
imam preacher high school and in fine arts high school. Students interpret this effect
of institutional doxa in terms of discrimination or restrictiveness.

“In other words, I think it is a privilege which is given to boys, they
have more opportunities than us for social activities. For example, if a trip
is going to take place, the boys are more welcome than us, or if a
competition is going to be held, our sports activities are not very welcome.
Even in volleyball boys are more precious than us. So, for example, if we
say that we will play volleyball, some of our teachers or school principal
comment like how you can play if you have a hijab, people who have hijab
don’t jump in the community, that kind of comments.” (Female Student-
8, Anatolian Imam and Preacher High School)

“The features I dislike about this school; I feel like we're limited. We
are an art school; we must be free. When you look at it, a very plain school,
there is no difference from other schools; but this is a school that must be
special.” (Female Student-6, Fine Arts High School)

In Anatolian imam preacher high school, students’ access for doing sports in
school differs in terms of gender. Girls are not encouraged to participate in sports and
their sports opportunities are limited. While this is the case in imam preacher high
school, the institutional doxa of the school in the fine arts high school has a more
exclusionary interpretation of sports for all students regardless of gender. Students in
fine arts high school are not allowed to do sports. Because any accident that may occur
in their hands can be an obstacle when they engage in painting or music. Therefore, it
is forbidden to have a ball at school. The school administration intervenes if it is
observed that students are doing a social activity related to sports anywhere in the
school. Such a restriction in an art school is interpreted as bizarre by students. Because
the high school period is seen as a period in which individuals make intense
questioning about who they are or could be (Chhuon & Wallace, 2014), opportunities
that support self-development should be provided for students. Students see sports as
the most practical and accessible means of being known among others, so doing sports
is a tool for the presentation of the self. Students’ relationship with sports reveals a
complex interplay between students’ cultural capital and the habitus of the school.
Regardless of gender, all students from diverse backgrounds demonstrate a strong
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interest in sports, but their dispositions are structured within the interaction of cultural
capital and habitus so they have varying understandings of sports. These dynamics
highlight the broader societal expectations, biases, and structural constraints that
shape students' choices and experiences. Recognizing and understanding these
dynamics is essential for promoting inclusivity and equal opportunities for self-
expression among high school students.

Discussion, Conclusion and Suggestions

The main result of the study illustrates that although the students are positioned
in different trajectories, the essence of the practices does not change. This result
should be explicated from the point of view that the existence of different schools or
different routes for students can not guarantee the social mobility of individuals, but
continues to serve the reproduction of all historical and social contingencies that
create the positionalities of the students. These are some preliminary manifestations
we can see when “the habitus of the home meets the habitus of the school” (Reay,
1995, p.368). A clear indication of this phenomenon is the enroliment of students from
families sharing similar socio-cultural backgrounds in specific schools. Families from
different social classes have different expectations from schools (McCandless, 2015).
The academic tracking system places students in high schools according to the scores
they get from the central exams. The cultural capital in all its forms, which cannot be
ignored in the emergence of gaining scores from central exams, largely draws the
boundaries of which high school students will be positioned. Nonetheless, the risk of
being restricted by their preferences increases for students who come from
underprivileged locations (Bourdieu & Passeron, 1979). So, it can be said that school
choices are shaped almost by the family’s social position even after graduation before
middle school. The habitus of the home is evident in the tendencies of parents’ and
students’ preferences for which high school to attend. In addition, it is possible to see
the reflections of the current political rhetoric in Turkey in the high school
preferences, together with the habitus incongruence.

When there is a congruence between the habitus of the home and the habitus of
the school, students feel like fish in water, as Bourdieu said. Students have a strong
sense of entitlement to their position, believing that they have position-specific
predispositions because they already have cultural schemas to recognize the
requirements for being in that position. This situation improves students' sense of
school belonging to certain types of high schools. Another closely related result is that
while success becomes individualized, failure becomes widespread. In other words,
being in a good position (being positioned in the school with the highest score in the
ranking produced by the academic tracking system for this research) is understood as
a usual result of the necessary dispositions of the individual. According to social
reproduction theory, dominant groups in society try to make their scarcity conditions
to protect the tools for their status (Bourdieu & Passeron, 1979; Wildhagen, 2009).
Science high school students and families underline the achievement of their position
by referring to hard work, responsibility, effort, and talent. Furthermore, some
students express concerns about the perceived decline in the quality and exclusivity
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of certain high schools, indicating a desire to maintain their privileged position within
the educational system. These viewpoints provide valuable insights into the students'
motivations and aspirations, highlighting the complex dynamics surrounding high
school choices and the perceived benefits associated with particular educational
pathways.

The cultural capital that students have manifested itself in their relations with
cultural fields. Student practices that define being a high school student appear
through various cultural consumption habits. These habits vary depending on the type
of high school they attend. Besides, it is seen that different meanings are attributed to
cultural consumption habits. While the social activities in terms of these consumption
habits may be integral to the daily routines of some students, for the majority, these
activities are not of significant importance. The extent to which social activities
occupy a student's life depends on various mechanisms such as parents' social
position, the forms and the volume of the capital they have, the importance parents
assign to these activities in relation to their child's future plans, and the habitus and
the institutional doxa of the school. Some students believe that engaging in high-status
social and cultural activities will place them in an advantageous position in their
educational future. Students tend to build their values or worthlessness over what
other schools mean to them. Thus, while constantly testing their positions, they also
predict what they will encounter in the future. This actually gives us clues about the
possible conflict in the social hierarchy or who will establish subordinate
relationships. Wildhagen (2009, p.178) stated that high-status cultural capital would
affect future educational expectations. So, in certain schools, students participate in
these activities with their families, school, and also through their individual initiatives.
A childhood in a family environment where words define the reality of things provides
in advance scholastic experiences for practices that will be embodied in the
interactions in school (Bourdieu & Passeron, 1990). So the finding of this research
shows that the differences that emerge in high school students’ ways of self-
expression, command of language use, and cultural consumption preferences are not
surprising. Taste acts as a catalyst for distinguishing between various consumption
habits. As Loh and Sun (2020) mentioned reading as a reflection of a certain kind of
cultural capital and it is precious in the school context but in this context, it is seen
that some students are neither conscious consumers of social activities like reading
nor get any promotion from school for reading. None of the students mention any
activity they share with their parents, because as Vincent and Ball (2007) noted, it is
expensive, and the parents don't have any plans on improving their children using
social possibilities. Reay (1998) remarked that the middle-class focus on education,
especially for higher education, is a context of certainty because they think that they
should follow the path with the people who like themselves. This is related to the
priority of success in the family.

Bourdieu (1984) highlights that social positions and trajectories are not
randomly distributed among individuals, as there is a robust interrelation between
social positions and the dispositions of those who occupy them. The apparent
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alignment between dispositions and the demands of a position can be partly attributed
to mechanisms that direct individuals already suited for those positions, either due to
their belief that they are inherently suited for specific roles or because they perceive
a reciprocal fit between their aspirations and achievements over time. These
viewpoints align with the social reproduction theory, which suggests that dominant
groups in society create scarcity conditions to safeguard their privileged status. In the
education field, by way of schooling practices, there are some implicit or explicit
mechanisms that function for the benefit of privileged groups in society. Soylu and
Sever (2022) researched private schools to examine the reproduction of social
privileges and concluded that private schools are the main mechanisms for privileged
groups to maintain their privileged status in society. Although social privileges are
learned in the family, these are reproduced and reinforced through schooling practices
at private schools by way of pedagogical tools and especially through extracurricular
activities (Soylu & Sever, 2022). However, we conducted our research in the context
of public schools and found that as a result of the academic ranking system, students
in schools with the highest scores think that they are in a privileged position and want
to maintain this position. We noticed that students' noteworthy characteristics emerge
when they emphasize the high school types they choose not to attend and express their
concerns by highlighting deficiencies.

The choice of high school was found to be a strategic decision influenced by
societal expectations and perceived advantages, but it also perpetuated an illusion of
choice, as students faced limited options due to socio-economic constraints and
institutional biases. Also, the perspectives shared by students regarding high school
selection reveal a strong sense of entitlement. Another finding is cultural consumption
habits and preferences are influenced by the interaction between the students' long-
term predispositions, cultural capital inherited from their families, and the habitus of
the school they attend, ultimately shaping their engagement with cultural fields.
Students’ engagement with sports reveals a complex interplay of gender, and cultural
capital, impacting students' engagement in sports for self-expression. These dynamics
reflect diverse motivations, preferences, and access to opportunities influenced by
social position and gender. Mutz and Miiller (2021) assert that participation in sports
is socially constructed. Various studies have shown that the determinants of the
students’ sports participation practices and sports preferences are social class and
gender (Coakley & White, 1992; Ferry & Lund, 2016; Miitz & Miiller, 2021; Strandbu
et al., 2020; Wright et al., 2003). From traditional masculine perspectives, as sport is
associated with concepts such as competition, strength, and power (Richman &
Shaffer, 2000; Strandbu et al., 2020), it is possible to say that this perspective may
have an impact on students’ sports participation practices. However, Dumais (2002)
highlights the positive effect of sports participation on both male and female students.
Richman and Shaffer (2000) found in their research that among adolescent females,
participation in sports positively supports physical development and body image
perception, and improves self-esteem. There is considerable research on sports
participation and its effects on children and adolescents concluding that it has positive
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effects on self-perception, self-esteem, and social acceptance (Balaguer et al., 2012;
Daniels & Leaper, 2006; Pot et al., 2016; Richman & Shaffer, 2000; Slutzky &
Simpkins, 2009; Wretman, 2017). Participation in sports in high school period can be
considered a reflection of self-esteem (Richman & Shaffer, 2000) and it provides a
socializing context for students and consequently peer influence comes to the
forefront in participation choices (Pot et al., 2016). Research has shown that for high
school students, participation in sports is seen as a mechanism or way to connect to
the social world they live in, therefore this practice is related to the self-concept and
identity formation process (Coakley & White, 1992; Wright et al., 2003).
Nevertheless, as Coakley and White (1992) highlighted that “sports participation and
sports skills are peripheral to other issues and concerns” (p.32) in young people’s
lives, our findings also point to the peripheral position of sports in high school
students’ lives because of their parents and inner circle’s academic success
expectations from them and students’ anxiety for the national exam for university
entrance. Sport is seen as an extracurricular activity in terms of curriculum so students
and parents attach different meanings to sport. Thus, in the context of our research, it
can be regarded as a way for self-presentation.

This research presents extensive prospects for future research and in-depth
exploration of the subject at hand. Further research is warranted within the Turkish
educational context to delve into the analysis of intersections of high school students'
educational trajectories in terms of student practices. The study endeavors to offer
comprehensive and nuanced perspectives on the varied pathways, obstacles, and
ambitions experienced by students across different high school settings, thereby
contributing to a deeper comprehension of the field of education. Moreover, the
findings of this study have the potential to inform and shape future educational
policies and practices, enriching the educational discourse and fostering meaningful
advancements in the field.

While the educational trajectories of students are both the cause and the result of
their positioning in different high schools, certain practices arising from being high
school students reveal the essences that constitute the intersection of these trajectories.
Having cultural capital within a specific field paves the way for how to think or act
on behalf of maintaining the position in that field. So possessing relevant cultural
capital puts individuals in advantageous and even privileged positions or trajectories
in the given field (Edgerton & Roberts, 2014). In other respects, interactions of habitus
at home and habitus at school throughout the schooling process are decisive in the
formation of student habitus. However, another mechanism that affects the formation
of habitus is capital. Habitus and capital cannot be dissociated from each other. When
habitus at home overlaps with the habitus at school, student practices emerge
spontaneously at school because the cultural capital in the embodied state has been
finding a space to manifest itself. Speaking of this research, all students can cope with
the rules of the game in the field and all of them are familiar with the practices within
the context of their schools. Being a student in these schools at a given moment is not
the result of a serendipitous encounter or the rational choices of students and their
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parents, it is an indication that students have reached a predetermined position in their
educational trajectory and a sneak peek of where they will be in the next stage, in
higher education. As individuals progress in their educational trajectories and occupy
different positions, their characteristics evolve to be the result of the system’s
redirection, selection, and exclusion effects (Bourdieu & Passeron, 1990).

But, what if the habitus of the home does not meet the habitus of the school? In
case of an inconsistency, there would be a struggle between the positions and
dispositions of the individual agency (Bourdieu, 2021). Likewise, if as Bourdieu and
Passeron (1990) argue, the education system can fulfill its function only as long as it
appeals to students with the cultural capital it assumes to have, how should we
interpret today the assumption that this function provides the social mobility of
individuals? Yang (2014) remarks that according to the reproduction theory,
education is the sole mechanism that keeps individuals in place and because practice
starts with structure and not with individual action, Bourdieu’s approach is seen as
deterministic. Critics of Bourdieu’s theory of practice concentrate on the deterministic
aspect of habitus, habitus as the structuring structure. These critics assemble under the
opinion that habitus does not open enough space for individual agency (Edgerton &
Roberts, 2014). In fact, it is the pre-reflective characteristic of habitus on practice
(Reay, 2004) that provokes these habitual determinism critics. However, Bourdieu
defines the field in terms of relations and by doing this tries to overcome the
objectivity-subjectivity dichotomy with his reflexive sociology putting a strong
emphasis on both causes and reasons in practice. Habitus includes not only socialized
subjectivity but also individual agency. In this respect, not only the structure but also
the agent and the interrelations between the two are provocative in the emergence of
practices. All daily life encounters are moments of contingencies as well as typicalities
and reflexivities (Unsaldi, 2020). From this point of view, pondering what is going on
in these schools entails focusing on student practices at the micro level without
ignoring the intertwining of macro and micro levels. Looking beneath the surface of
student practices in the field by means of habitus and cultural capital lenses, obviously
unfolds the intertwining nature between macro and micro, thus between structure and
agency. Conducting a thorough phenomenological study is a functional way to
analyze students’ practices in different high schools. By employing a
phenomenological analysis, researchers gain valuable insights into the unique
educational experiences and pathways of high school students, thereby establishing
the significance of utilizing phenomenological analysis to delve into the intricate
intersections and inherent complexities within students' educational journeys across
various types of high schools.

Bourdieu and Passeron (1990) remark that while the education system does not
meet the expectations of students who are not adequately equipped to fulfill the
expectations of the school, it also reveals that the school demands a student profile
which meets the expectations of the school in advance to function effectively. At this
point, then, with the responsibility of being an educator, a researcher, and a
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sociologist, we need to pose a question: Is it the school that should meet the
expectations of learners or learners that should meet the requirements of the school?
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Ogrenci olmak, iliskili bir alanda dgrencilik fenomenine 6zgii pratikleri yapmak
ve slirdiirmek anlamina gelmektedir. Bu pratikler o alanda belirir ve yalnizca o alanda
ve iligkili diger alanlarda anlamli hale gelir. Bir bireyin 6grenci olarak tanimlanmasi
o bireyin, 6grencilik pratiklerine iliskin tiim olumsalliklarin hiikiim siirdiigii bir alanda
olmasmi gerektirir. Yalnizca o alana girmek ve o alandaki etkilesimlerin parcasi
olmak bile 6grenciligin verili bir kimlik tanimi haline gelmesi icin yeterlidir. Bir
okula, kursa ya da kuruma 6grenme amactyla kayit yaptirmak ve bununla birlikte
gelen diger sorumluluklar1 kabul etmek o kurumun &grencisi olarak tanimlanmayi
beraberinde getirir. Bu agidan bakildiginda, bu tiir bir tanimlama yalnizca bir etiket
saglar. Ancak 6grencilik sadece bir etiket degil, yagsamlarinin farkli dénemlerinde
6grenci olmay1 deneyimlemis bireyler igin farkli anlamlarla agiklanabilecek bir
fenomendir. Ogrenci olmaya iliskin daha derin bir kavrayis icin sosyal teorinin
toplumlari, sosyal fenomenleri, bireysel davramiglart ve bireyler ve topluluklar
arasindaki ve i¢indeki iligkileri anlamak i¢in sundugu kavramlara bagvurmak yardimci
olacaktir. Sosyal teori ve kavramlarinin yardimiyla 6grencilik fenomenini daha genis
toplumsal baglamlar ¢ergevesinde derinlemesine incelemek olanaklidir.

Sosyolojik ve fenomenolojik bir bakis agisindan &grenci olmanin anlamini
kavramak Ogrenci pratiklerinin yakindan incelenmesini gerektirmektedir. Ogrenci
olmak, okul dncesinden yiiksekdgretime yalnizca orgiin egitim baglamlarinda degil
ozellikle yagam boyu 6grenme acisindan yaygin egitim baglamlarinda da gergeklesen
bir fenomendir. Bu arastirma 6grencilik pratigi olumsalliklarinin yasam buldugu
donemlerden biri olan lise donemini dzellikle ele almaktadir. Bu nedenle ¢aligma lise
6grencilerinin dgrencilik pratiklerine odaklanmaktadir. Tiirkiye’de uzun yillardir
ortaokuldan liseye gegis icin akademik basariya gére gruplamaya dayali bir sistem
bulunmaktadir. Bu sistemin iriinii olarak ortaokuldan mezun olan 6grenciler icin
cesitli lise tiirleri bigiminde farkli rotalar belirlenmistir. Tiirkiye’deki bu durum goz
oniinde bulunduruldugunda, c¢alisma, Bourdieu’nun habitus ve kiiltiirel sermaye
kavramlarina 6zel bir O6nem vererek fenomenolojik bir yaklagimla 06grenci
deneyimlerinin 6zlerinin izini siirerek Tirkiye’deki cesitli lise tiirlerindeki 6grenci
pratiklerine odaklanmaktadir. Bourdieu’nun kiiltiirel sermaye ve habitus kavramlari
mercekleriyle bu arastirma, grenci pratikleri acisindan ¢esitli lise tiirlerinin kesigsme
noktalarinda nelerin yattigini ve bu Ogrencilerin egitim yoriingelerinin nasil
bi¢cimlendigini ve yeniden bigimlendigini aciga kavusturma girisimidir. Lise
6grencilerinin dgrencilik pratiklerine deginen sinirli sayida arastirma s6z konusudur
(Edgerton vd., 2014; Kavurgaci ve Selvitopu, 2022). Arastirmalarin ¢ogu,
ebeveynlerin gelecekteki egitim kazanimlariyla ilgili endiseleri nedeniyle liseye giden
cocuklari igin ebeveyn beklentilerini tartismaktadir (Bodovski, 2010). Habitus ve
kiiltiirel sermaye kavramlar1 gesitli arastirmalarda odak noktasi olsa da pratik kavrami
bu ¢aligmalarin ana noktasi olarak belirmemektedir (Edgerton vd., 2014).

Bu aragtirma Anadolu lisesi, Anadolu imam hatip lisesi, fen lisesi, giizel sanatlar
lisesi, mesleki ve teknik Anadolu lisesi ile sosyal bilimler lisesi olmak iizere
Tiirkiye’deki alt1 farkli lise tiirlinde yiriitiilmiistir. Giincel alanyazin Tiirkiye’de
farkli okullar arasinda sosyal esitsizlikler ve bagari farkliliklari oldugunu
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gostermektedir (Alacact ve Erbasg, 2010; Boliikbas ve Giir, 2020; Glimiis ve Atalmus,
2012; Giir vd., 2013; Kogyigit vd., 2018; Suna vd., 2020a; Suna vd., 2020b; Sahin,
2019). Lise egitimi ortaokuldan sonra zorunlu 6rgiin veya yaygin genel, mesleki ve
teknik okullarda ve mesleki egitim merkezlerinde verilmektedir (MEB, 2016).
1990’lardan bu yana Tiirkiye’de Ogrencilerin ilkokul ve ortaokula yerlestirilmesi
iizerinde durulan bir konu olmustur ancak smavla 6grenci alan liselerin ¢ogalmasi
liseye gecisi biiylik bir sorun haline getirmistir (Suna vd., 2020a, 356). Zorunlu
egitimin 12 yil olmasma ve bu siirenin lise donemini de kapsamasina karsin
Tiirkiye'de ¢ag niifusunun biiyiik bir boliimiiniin egitime 10 yilligina devam ettigi
belirtilmektedir. Lise donemine denk gelen 15-19 yas grubunda okullagsma oraninin
OECD ortalamasinin gerisinde kalmasi bu yas grubunda egitime erisimde giigliikler
yasandiginin isareti olarak yorumlanmaktadir (TED, 2019). Tiirkiye’de ortadgretim
odaginda, 6grencileri mesleklere/dallara ayirmanin lisede gergeklesmesi gerektigi ve
Ogrencileri akademik yeteneklerine gore gruplamanmn basariy1r artiracagi
diistiniilmektedir (TED, 2008). Ancak farkli okullardan gelen 6grenciler arasindaki
basar1 farklar siirmektedir ve yakin bir gelecekte de bu farkin azalacagna dair bir
gosterge de s6z konusu degildir (Glimiis ve Atalmig, 2012, s. 65).

Tim liseler hiyerarsik olarak siralanmaktadir ve bu siralamada fen lisesi en {ist
konumda goriinmektedir (Suna vd., 2020a, 356). Fen liselerinin tarihi 1964’°e kadar
uzanir. 1k fen lisesi Ankara’da Ford Vakfinin destegi ile kurulmus ve o tarihten bu
yana fen liseleri, fen bilimleri ve matematik alanlarinda meslek edinmek isteyen
6grenciler i¢in bir gegit olarak hizmet etmistir (Tiirk ve Kilig, 2015, s.47). Fen liseleri
model alinarak 2003 yilinda ilk sosyal bilimler lisesi agilmistir. Fen lisesi okul tiiriinde
oldugu gibi merkezi sinavla 6grenci alan bu okullarin kurulus amaci 6grencileri
edebiyat ve sosyal bilimler alaninda yetistirmek olarak belirtilmistir (Giir vd., 2013,
s.5). Tirkiye'deki en yaygin liseler olan Anadolu liseleri ilk olarak 1955 yilinda altt
ilde acilmis, basglangigta "Maarif Koleji" olarak adlandirilmig ve daha sonra 1975
yilinda adi degistirilmistir (Tirk ve Kilig, 2015, 5.47). 1999 yilindan 6nce Anadolu
liselerine kayit i¢in dgrenciler, ilkokuldan sonra merkezi bir sinava secilmekteydi ve
bu 6grencilerin ortaokula baglamadan 6nce bir yillik hazirlik sinifin1 tamamlamalari
gerekmekteydi. Sekiz yillik kesintisiz zorunlu egitime gecilmesi, Anadolu liselerinin
ortaokul boliimiiniin kapatilmasiyla sonuglanmistir (Giir vd., 2013, 5.6). 2005 yilindan
baglayarak 2006 yilina kadar genel liseler kademeli olarak Anadolu liselerine
donistirilmustiir. Ortadgretimin kalitesini artirmak ve daha fazla 6grencinin mesleki
ve teknik ortaggretim okullarma kaydolmasini tesvik etmek amaciyla
gergeklestirildigi belirtilen bu girisim, 2010 yilinda ivme kazanmistir (MEB, 2010).
Bu doniisiim siireci 2013 yilinda tamamlanmis ve genel liseler Anadolu liselerine
doniistiirilmiistiir. 2000'li yillarda, genel liselerin Anadolu liselerine doniistiiriilmesi
gibi ortadgretim kurumlar1 arasindaki farkin azaltilmasina yonelik g¢abalarin, sozii
edilen iki okul tiiriiniin ve hatta ayni tiirdeki okullarin bile alandaki hiyerarsik
konumlari nedeniyle etkisiz kaldigi belirtilmektedir (Suna vd., 2020a, $.357).

Anadolu imam hatip lisesi, ilki 1985 yilinda agilan (Giir vd., 2013) ve egitim
sistemi igerisindeki konumu politik giindemde tartigmali olan bir okul tiirtidiir.
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Programinda %70 fen bilimleri ve kiiltiir, %30 Islam bilimleri dersleri bulunan
Anadolu imam hatip liseleri, sliregelen 6gretim programina ek olarak din egitimi de
sundugu i¢in diger ortadgretim kurumlarindan ayrilmaktadir (MEB, 2021). Akademik
liselerin yan1 sira dgrenciler igin 6zel yetenek sinavlart kullanan bazi giizel sanatlar
liseleri ve meslek liseleri de s6z konusudur. Tiirkiye’de giizel sanatlar liseleri 1999
yilinda kurulmustur (Giir vd., 2013, s.8). Giizel sanatlar liseleri giizel sanatlara iligkin
temel bilgi ve becerileri sunmakta ve bu alanda yetenekli uzmanlari yetigtirmek igin
bir alt yap1 olusturmaktadir (Tiirk ve Kilig, 2015, s.48). Tiirkiye’de ortadgretimin
genel durumu degerlendirildiginde, 6grencileri yiiksekdgretime hazirlayan genel
liseler arasinda gesitlilik olmakla birlikte dnemli bir kisminin bu konuda yetersiz
kaldig1, mesleki ve teknik liselerde bu durumun daha da karmagik hale geldigi
goriilmektedir (TED, 2008). Mesleki ve teknik liseler PISA gibi genel sinavlarda en
disiik performanst gostermekte (Berberoglu ve Kalender, 2005; MEB, 2019) ve bu
nedenle liseler hiyerarsisinin en altinda yer almaktadir. MEB (2009) tarafindan
belirtildigi iizere, mesleki ve teknik ortadgretimin temel amaclari, ekonomik
gereksinimlerin karsilanmasi, kiiresel rekabet igin insan giicii yetistirilmesi, yiiksek
teknolojili mesleki ve teknik egitim verilmesi ve bilgi ekonomisi i¢in nitelikli insan
giicli yetistirilmesi olarak belirtilmistir. Ancak Milli Egitim Bakanliginin mesleki ve
teknik egitime yeterince ilgi gostermedigi konusunda Ogretmenler, calisanlar,
ogrenciler ve mesleki egitimle iligkili isletmeler arasinda bir memnuniyetsizlik s6z
konusudur (Tamer ve Ozcan, 2014). Ogrencilerin farkli liselerdeki giinliik yasamlarimi
anlamlandirabilmek i¢in bu farkli okul tiirleri arasindaki ayrimi kavramak g¢ok
onemlidir.

Bireylerin farkl: lise tiirlerindeki 6grencilik pratiklerinin ortaklagsan ve ayrigsan
6zlerini Bourdieu’nun habitus ve kiiltiirel sermaye mercekleriyle ele almak, aym
zamanda yap1 ve failligi bir arada ele almak anlamina da gelirken bireylerin egitim
yoriingelerinin nasil bigimlendigi, bu yoriingelerde nerelerde konumlandiklari, belirli
konumlarda nasil belirli yatkinliklara sahip olduklart ve hangi pratiklerin bu
yatkinliklarin gostergesi olduguna dair giiclii bir ¢éziimleme ortaya ¢ikarabilir. Bu
¢oziimleme ile cesitli lise tiirlerindeki Ogrenci pratiklerinin kesisimlerini ve
ayrismalarin1 olusturan 6zleri ortaya koyarak yerel baglamda bu liselerin egitim
sistemindeki islevine iliskin yeni bir tartigma hattt agmak amaglanmaktadir.

Kuramsal Yaklasim

Bu boliim aragtirma boyunca benimsedigimiz kuramsal yaklagimla ilgilidir.
Pierre Bourdieu’nun pratik {izerine kavramsal araglarini kullanan bu ¢alisma, 6grenci
pratiklerinin igsel anlamlarimi aragtirmaktadir.  Kiiltiirel sermaye ve habitus
mercekleri araciligiyla lise 6grencilerinin egitim alanindaki pratiklerine odaklanarak
Tiirkiye’deki farkli liselerin kesisim noktalarinda nelerin yattigin1  acikliga
kavusturmay1 amacglamaktayiz. Bourdieu’nun diisiinme araglar1 egitim alanindaki
arastirmacilar i¢in zengin kavramsal araclar sundugundan (Grenfell ve James, 2004;
Kenway ve McLeod, 2004; McNamara-Horvat, 2003) bu ¢aligma kiiltiirel sermaye ve
habitusun, lise Ogrencilerinin egitim alanindaki 6grenci pratiklerinin olusumunu
anlamak i¢in islevsel araglar oldugu goriisiine dayanmaktadir.
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Lise, bireylerin kisisel egitim yoriingelerinin 6nemli bir asamasidir. Bir yoriinge
bir alan igerisindeki bir dizi konumdan olusur (Bourdieu, 1998). Lise, hem faillerin
egitim alanindaki konum aliglarinda hem de egitim ydriingelerinin olusumunda
belirleyici bir doneme karsilik gelir. Bu donemdeki bireylerin pratiklerini incelemek,
egitim alaninin yapisini, isleyis mantigini ve bu alandaki iligkilerin dogasin1 anlamaya
yardimet olur. Bourdieu’ya gore (2021), bireylerin kendi yoriingelerinin her aninda
neye doniistiiklerini anlamak i¢in onlarmn habituslarini bilmek gerekir. Bourdieu’nun
en ¢ok atifta bulunulan kavramlarindan biri olan habitus, “kalici, aktarilabilir
yatkinliklar, pratikleri ve temsilleri lireten ve diizenleyen ilkeler olarak yapilandirici
yapilar bi¢iminde islev gérmeye egilimli yapilanmig yapilar biitiinii (...)” olarak
tanimlanmaktadir (Bourdieu, 1990, s.52). Habitusun bu tanimi g6z Oniinde
bulunduruldugunda Bourdieu kavramin iki yonlii 6zelliginin altini ¢izer. Habitus
yalnizca yapilandirici bir yap1 degil ayn1 zamanda yapilanmis bir yapidir (Bourdieu,
1984). Diyalektik mantik terimin bu tarifinden ¢ikarilabilir. Yapilandirict bir yapi
olarak habitus pratikleri ve kavrayiglar1 insa ederken yapilanmis bir yapi olarak
habitus toplumsallasmanin bir {iriiniidiir. Habitus bir dizi yatkinlik ve egilime igaret
eder ve bireyin ge¢mis deneyimleriyle biitiinlesmesiyle var olur. Habitus bireylerin
diisinme ve eyleme konusunda kendiligindenlige ve oOzgiirliige sahip olduklari
yanilsamasint yaratir. Bourdieu habitus i¢in toplumsallagmis O6znellik ifadesini
kullanir, yani habitus yagam boyu digerleriyle etkilesimler yoluyla insa edilen bir
yatkinliklar sistemidir ve sonug olarak, bireyler i¢in algilama, diisiinme ve eyleme
semalar1 olarak iglev géren habitustur. Bununla Bourdieu, nesnel yapilar ile 6znel
egilimler arasindaki diyalektik iligskiye dikkat ¢ekerken (Bourdieu, 1995; Maton,
2008) bireyin hatta kisisel ya da 6znel olanin dahi toplumsal oldugunu iddia eder
(Bourdieu ve Wacquant, 1992). Diger bir deyisle alan habitusu insa ederken ayni
zamanda habitus da bu alanin kurulmasina katkida bulunur (Bourdieu ve Wacquant,
1992). Reay (1995; 2004), Bourdieu’nun habitus kavramina iligkin g¢alismalart
iizerine kapsamli bir arastirma yiiriittiikten sonra habitusa iligkin dort temel bilesen
onerir: “somutlagsmig/bedensellesmis habitus”, “habitus ve faillik,” “kolektif ve
bireysel yoriingelerin bir derlemesi olarak habitus” ve “gecmis ve simdi arasindaki
karmagik bir etkilesim olarak habitus”. Reay’e gore “somutlagma/bedenlesme”
habitus i¢in 6nemli bir kavramdir. Habitus bedensellesmis sermayenin disavurumudur
ve bireylerin eylem, algi ve diislinme semalarii iireten bir yatkinlik sistemi islevi
goriir. Bu anlamda pratigi bilgilendiren toplumsallagsmis bir 6znellik &zelligine
sahiptir.

Bourdieu’nun diigiinme araglari sosyal diinyayr incelemede ayrilmaz bir
biitiindiir (Wacquant, 1989) ve Bourdieu’nun diisiinme araglarinin bir diger kavrami
da sermayedir. Sermaye farkli bigimlerde var olabilir ve her tiir bir bigimde digeriyle
iliskilidir. Bir alandaki faillerin konumlar1 ve yoriingeleri i¢in belirleyici olan, sahip
olunan sermayenin hacmi, yapisi ve tiiridiir. Bununla birlikte bu sermayenin bir
alanda ne bigimde ve nasil kullanilacagi da habitusta Onceden belirlenmistir.
Dolayistyla toplumsal failler olarak giinliikk yasamda keyfi kararlar almaktansa anlik
eylemlerde bulundugumuzu iddia etmek yanlig olmayacaktir. Buna gore sermayenin
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tirli ve hacmi kisinin egitim yasaminda ve toplumsal konumundaki en belirleyici
sahipliktir. Bourdieu igin ‘sermaye birikmis emektir’ (Bourdieu, 1997, s.46) ve
kendini i tiirde gosterir: ekonomik, kiiltiirel ve sosyal (Bourdieu, 1997). Bourdieu’ya
gore kiiltiirel sermaye bir temellendirme aracidir (Wacquant, 1989) ve ii¢ bicimde var
olabilir: somutlagmig halde, nesnelesmis halde ve kurumsallagmis halde (Bourdieu,
1997). Bu bicimler araciligtyla kiiltiirel sermayenin kendini gosterdigi mekanizmalar
ile bireylerin konumlar1 ve yatkinliklari anlasilabilir ve bireylerin bir alan i¢indeki
pratikleri ¢oziimlenebilir.

Bourdieu tarafindan kavramsallastirildigi bicimiyle kiiltiirel sermaye, farkli
sosyal sinif gegmislerinden gelen ¢ocuklar arasinda gézlemlenen akademik basari
esitsizliklerini aydinlatmaya hizmet eder (Bourdieu, 1997; 1998; Wacquant, 1989).
Ekonomik sermayeye ve egitim niteliklerine doniistiiriilme potansiyeline sahiptir.
Kiiltiirel sermaye birikimi bilingdis1 olarak gergeklesir ancak ayni zamanda aile
tarafindan diizenlenen ve saglanan bilingli bir yatirim siireci olarak goriilebilecek
kalitsal bir yonii de vardir (Bourdieu, 1997). Ornegin ebeveynlerin ¢ocuklariyla
iletisim ve iliski kurma bigimleri, ¢cocuk yetistirmenin goze ¢arpan bir 6zelligidir.
Lareau’ya (2003) gore orta sinif aileler i¢in ebeveynlik pratiklerini yerine getirmenin
bir yolu, uyumlu bir yetistirme siirecinin pargasi olarak giinliik yagamlarinda
cocuklariyla tartismalara girmektir. Bu, ebeveynlerin ¢ocuklarinin diisiinme siirecini
kiskirttig1 ve cocuklarina diislincelerini ifade etmeyi dgrettigi ailenin ortiik programi
gibi bir seydir ve bdylece cocuklar yetiskinlerle akranlariyla etkilesime giriyormus
gibi kolayca iletisim kurabilirler (Lareau, 2003). Somutlasmis durumdaki kiiltiirel
sermaye, kiiltiirel kodlar1 anlamaya yonelik kisisel yetenekleri igermesi bakimmdan
habitusa benzedigi i¢in diger bigimlerden farklidir (Yang, 2014). Ebeveyn pratiklerini
bilinyesinde bulunduran kiiltiirel sermaye, aileden miras alinan sermayeyi ortaya
¢ikarma potansiyeline sahiptir. Dolayisiyla ¢ocuk yetistirme ve bu siirecin sonuglari,
smifsal kokeni ne olursa olsun, sosyal smifin bir yansimasidir. Lareau (2003),
cocuklarin yasam yoriingeleri {izerinde goériinmeyen ancak giiglii etkilere sahip olanin
ebeveynlerin sosyal sinift oldugunu belirtmektedir. Cocuklar, onaylanma ve algilama
semalarindan olugan kiiltiirel yeterlilige sahip olmayi saglayan bazi kodlar 6grenirler.
Bourdieu’nun begeni olarak adlandirdigi bu semalar, toplumsal yagamda ve egitim
yasaminda sosyal ayrim mekanizmalar1 olarak kendini gosterir (Bourdieu, 1984;
McCandless, 2015). Miizik, sanat, edebiyat ve spordaki begeniler ve bunlardaki
tercihler, sosyal smifin 6nemli isaretleridir ¢iinkii kiltiirlesmis begeni, kiiltiirel
sermaye ve diger sermaye tiirlerine daha fazla yatirrm yapilmasini gerektirir
(McCandless, 2015).

Kiiltiirel sermaye Bourdieu’nun en bilinen ve en sik atifta bulunulan kavramidir
ve egitim sosyolojisi lizerine yapilan ¢ok sayida arastirma, bu kavrami egitim
ortamlart ¢ercevesinde incelemektedir (Dumais, 2002; Edgerton ve Roberts, 2014).
Ancak habitus kavramini ve egitim siiregleri tizerindeki roliinil, kiiltiirel sermaye ve
habitus iliskiselligini egitim esitsizlikleri baglaminda ele alan arastirmalar sinirhidir
(Dumais, 2002; Edgerton ve Roberts, 2014). Habitus ve ayni zamanda kiiltiirel
sermayenin okullagmadaki roliinii tartisan 6nemli isimlerden biri de Diane Reay’dir.
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Reay (1998) kiiltiirel sermaye ve habitusun bireylerin egitim ydriingeleri iizerindeki
etkilerinin dnemini vurgulamaktadir. Edgerton ve Roberts (2014) habitus ve kiiltiirel
sermayenin diyalektik dogasi iizerine bir yorum getirmistir. Pratik yoluyla,
yatkinliklar, alanin beklentilerine karsilik gelen sermaye olarak islev gorebilir.
Edgerton ve Roberts (2014), ozellikle habitus ve kiiltiirel sermaye kavramlari
iizerinden yatkinliklarin ikili dogasini ve bu ikili doganin okul baglaminda nasil
etkilesime girdigini ve egitim basarist acgisindan kendini nasil gosterdigini
sorgulamaktadir.

Bu noktada Bourdieu’nun alet g¢antasini olusturan dort temel kavramin
birbirinden ayrilamayacagini vurgulamak ¢ok 6nemlidir. Bourdieu (1984, s.101) bu
kavramlarin birbiriyle iliskisini gdsteren “(habitus)x(sermaye)+alan=pratik” imgesel
denklemi kullanir. Bu, pratigin habitus, sermaye ve alan arasindaki karsilikli
iliskilerden tiiredigi anlamina gelmektedir (Yang, 2014). Pratiklerin bireylerin
konumlandig1 alandaki sonuglar ya da son nokta oldugu, bireylerin sahip olduklari
sermayenin habitus ile baglantili oldugu ve pratiklerin nasil ortaya g¢ikacagi
konusunda habitus ile alan arasindaki eslesmenin niteliginin belirleyici oldugu
sonucuna varilabilir. Bireylerin sahip oldugu sermaye, bireylerin habituslarinin
yapilanmasinda rol oynar ancak aymi zamanda bu sermaye, habitusun
somutlagmasinda farkli bigimlerde kendini gosterir. Ayrica habitus sermayenin bu
bicimde ortaya c¢ikmasinda belirleyicidir. Edgerton ve Roberts (2014) pratik
kavramini belirli bir alanda habitus ve kiiltiirel sermayenin etkilesimi ile zaman iginde
bi¢imlenen “bireylerin davranis dagarcigi” (s.195) olarak nitelendirir. Eger pratikler
sermaye, habitus ve alan etkilesimlerinden iiretiliyorsa, 6grenci pratiklerini anlamak
icin habitus ve sermayeye odaklanarak Ogrencilerin deneyimlerini irdelemek
mantiklidir. Reay (1998) 6grencilerin yiiksek6gretim tercih siireglerini anlamak i¢in
Bourdieu’nun kiiltiirel sermaye ve habitus kavramlarindan yararlanmistir. Reay’e
(1998) gore okulun kurumsal habitusu ve ailesel habitus hem ayr1 ayrt hem de
kargiliklt etkilesim iginde, Ogrencilerin yiiksekdgretime karar verme siirecinde,
ozellikle de hangi kuruma basvurabileceklerini belirleme asamasinda Snemli bir
etkiye sahiptir. Burada belirtmek gerekir ki, kiiltiirel sermaye birikim siirecini
olusturan habitustur ve bu siire¢ sadece egitimsel kazanim iiretmekle ilgili degil ayni
zamanda toplumsal ayrimi tiretmekle de ilgilidir (Reay, 1995, 5.363).

Bu arastirma araciligiyla amacimiz, 6zellikle habitus ve kiiltiirel sermayenin
disavurumlarini inceleyen fenomenolojik bir yaklagim kullanarak lise baglaminda
Ogrenci pratiklerinin temel dogasini ortaya ¢gikarmaktir. Bunu yaparak bu arastirma,
farkli yoriingelerin kesisimlerini yorumlayarak yerel baglamda farkli lise tiirlerinin
islevini tartigmaya agmaktadir.

Yontem

Bu bolim arastirmanin nasil yiiritiildiigiine iliskin yontemsel agiklamalari
icermektedir.
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Arastirma Modeli

Bu caligma, Ankara’da yiiriitiilmiis ve ilk iki yazarm arastirmaci, ligiincili yazarin
proje yuriitiiciisii olarak yer aldig1 kapsamli bir projenin tirliiniidiir. Arastirma projesi,
lise 6grencisi olmanin 6ziinii 6grenci deneyimleri {izerinden anlamay1 amaglayan
fenomenolojik bir ¢aligma (Patton, 2002) olarak yiiriitiilmiistiir. Fenomenoloji
arastirmasi, bireylerin belirli bir durum ya da fenomenle karsilastiklarinda yagadiklari
deneyimleri merkeze alarak insan deneyiminin Onemini agiklamayi amaglar
(Moustakas, 1994) ve belirli bir fenomenin 6ziini bireyler tarafindan deneyimlendigi
bi¢imiyle anlamaya galisir (Creswell, 2013). Projenin amaglari dogrultusunda, lise
deneyimine sahip 6grencilere odaklanilmig, bu da bizi cesitli lise tiirlerinde on birinci
smif Ogrencileriyle caligmaya yoneltmistir. Fenomenolojik yaklagim, 6grencilerin
okul, ev ve diger baglamlardaki giindelik deneyimlerinin kapsamli bir ¢cdziimlemesini
yapmak i¢in tercih edilmistir.

Lise Ogrencilerinin 6grenci olma deneyimlerine odaklanan daha genis bir
projenin pargasi olarak bu makale, Bourdieu’nun habitus ve kiiltiirel sermaye
kavramlarinin merceginden 6grenci pratiklerine odaklanmaktadir. Lise dgrenciligi
deneyimiyle iligkili 6grenci pratiklerinin kesfinde, Bourdieu’nun kiiltiirel sermaye ve
habitus kavramlariin kullanilmasi avantaj saglamaktadir. Bu anlamda, bu arastirma
makalesi kapsaminda, fenomenolojik bir yaklasimla Tirkiye’de ¢esitli lise
tirlerindeki 6grencilerin deneyimlerinin 6zlerinin izini siirerek Bourdieu’nun habitus
ve kiiltiirel sermaye kavramlart c¢ercevesinde Ogrenci pratiklerine odaklandik.
Kiiltiirel sermaye ve habitus kavramlar1 odaginda, 6grenci pratikleri agisindan ¢esitli
lise tiirlerinin kesisme noktalarinda nelerin yattigini ve bu Ogrencilerin egitim
yoriingelerinin nasil bigimlendigini ve yeniden bigimlendigini agikliga kavusturmaya
calistyoruz.

Calisma Grubu

Bu arastirma makalesi daha kapsamli bir projenin iirlinii oldugu i¢in burada
oncelikle proje katilimcilarindan s6z etmek yerinde olacaktir. Projenin genel amaci
lise 6grencisi olmanin anlamini ortaya g¢ikarmaktir. Bu baglamda O6grencilerin
okuduklar1 okula nasil geldiklerini, sosyal ve kiiltiirel mekanizmalarin ve destek
aglariin bu siirece etkilerini, sosyal gevrelerinin onlar hakkindaki diigiincelerini, bu
diisiincelerin  gilindelik hayatlarina etkilerini ve &grencilerin  gelecege dair
beklentilerini anlamay1 hedefledik. Bu amagla, lise 6grenciligi deneyimiyle yakindan
baglantili bireylere ulagsmaya ¢alistik. Bu dogrultuda arastirma projesinin
katilimcilaring; lise 6grencileri, bu 6grencilerin ebeveynleri, arastirma kapsamina
alman liselerin midiir ve miidiir yardimcilari, bu okullarda gorev yapan 6gretmenler,
bu okullardan mezun olanlar ve Ankara'daki cesitli egitim fakiiltelerinde gérev yapan
akademisyenler olusturmustur. Lise 6grenciligi deneyimi olan dgrencilere ulasiimaya
calisilmis ve arastirma sirasinda 11. sinifta olan Ogrenciler arastirma kapsamina
alinmistir. Projenin bir pargast olan bu arastirma makalesi dgrenci pratiklerine
odaklandigindan, bu makale i¢in katilimcilar, her lise tiiriinden sekiz kiz ve sekiz
erkek olmak tizere toplam 96 on birinci siif dgrencisi ile farkli okul tiirlerini temsil
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eden yedi anneden olusmaktadir (her lise tiirii igin bir anne, mesleki ve teknik Anadolu
lisesi lise tiirii i¢in iki anne goniillii olarak katilmistir). Veriler hem 6grenciler hem de
anneleri ile yapilan derinlemesine goriigmelerden yararlanilarak elde edilmistir. Bu
calismanin 6zel olarak sadece annelere ulasmay1 hedeflemedigini belirtmek gerekir;
ancak arastirma siirecinde caligmaya katilmaya goniillii olanlar anneler olmustur.
Ogrencilerin deneyimlerini ortaya ¢ikarmak icin arastirmada; Anadolu, Anadolu
imam hatip, fen, giizel sanatlar, mesleki ve teknik Anadolu ile sosyal bilimler
liselerinde derinlemesine goriismeler gerceklestirilmistir. Bu okullarin se¢imi Frankel
ve Wallen (2000) tarafindan agiklanan yontem izlenerek maksimum ¢esitlilik
ornekleme ile gergeklestirilmistir.

Etik Siirec

Churchill’in  (2022) belirttigi gibi insan bilimleri arastirmalarinin
yiiriitiilmesinde duyarli olmak her zaman 6nemlidir ve bu baglamda etik bir arastirma
uygulamalarini saglamaya doniik, calismada yer alan katilimcilari korumak igin gesitli
admmlar atilmustir. Ilk olarak, etik bir gerceve olusturmak ve katilimcilara etik
davranilmasini saglamak amacityla Milli Egitim Bakanlhigma ve Ankara Universitesi
Etik Kuruluna izin almak i¢in bagvurulmustur. Hem Milli Egitim Bakanligindan hem
de Etik Kuruldan onay alinarak segilen okullar i¢in gereken tiim belgeler hazirlanmis
ve aragtirmanin amaci tiim taraflara acik bir bicimde anlatilmistir. Onaylarin ve
katilimcilara erisilmesinde okullarin sagladigi yardimin ardindan hem 6grencilerden
hem de ebeveynlerinden onam formlar1 alinmistir. Bu formlar, ¢alismanin kapsamini,
katilim kosullarini ve herhangi bir zamanda geri ¢ekilme haklarini 6zetlemektedir.
Katilimeilarin anonimligini ve gizliligini korumak i¢in Creswell’in (2013) de 6nerdigi
gibi galigmaya katilan tiim bireylere 6zel etiketler atanmistir. Goriigmeler ses kayit
cihazi ile kaydedilmis ve hem dijital dosyalar hem de yazili belgeler giivenli bir yerde
saklanmis, projenin arastirmacilari disinda kimseyle paylasiimamaistir.

Veri Toplama Araglari ve Siireci

Fenomenolojik olarak tasarlanan bu aragtirmada verilerin toplanmasi igin yari
yapilandirilmig bir goriisme rehberi (Mason, 2002) tasarlanmistir. Bu veri toplama
araci katilimeilarin bir lise 6grencisi olarak giinliilk deneyimlerini ayritili olarak
tartigmalarina olanak taniyan acik uglu sorular igermektedir. Kvale (1996),
giivenilirligi artirmak i¢in goriisme siirecinin 6nemli bir kisminin gercek kayit
baglamadan oOnce gerceklesmesi gerektigi uyarisini yapmaktadir. Bu goriisten
hareketle, yar1 yapilandirilmig bir goriisme rehberi olusturularak bu rehberle bir
Anadolu lisesinden on birinci sinif dgrencisi ile pilot goriisme yapilmistir. Pilot
uygulamadan almman geri bildirimler 1s1§inda goriigme rehberi arastirma ekibi
tarafindan gbézden gegirilmigtir. Fenomenolojik goriisme, deneyime dayali verileri
kesfetmek ve toplamak igin degerli bir aragtir ve fenomenolojik yansitma ile insan
fenomenlerinin daha derinden anlasilmasini saglar (Van Manen, 2016). Bu zengin
deneyimsel malzemenin incelenmesine ve ortaya ¢ikarilmasina olanak saglar ve
incelenen konunun daha kapsamli ve derinlemesine anlagilmasina katkida bulunur.
Veri toplama aracinin son big¢imi, katilimcilarin ev ve okul ortamlarmna iligkin
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deneyimleri, akademik ve sosyal deneyimleri ve genel gercevede lise Ogrencisi
olmakla ilgili sorulart igermistir. Alt1 okul tiirinden 96 6grenci ve yedi anne ile yari
yapilandirilmig ve yiiz ylize nitel goriigmelerle nitel veriler elde edilmistir. Her
Ogrenci ve anne ile tek bir goriisme gergeklestirilmistir. Goriismeler, her okul tiiriinde
veri toplama siirecini ytiriiten iki arastirmaci olmak {izere 12 arastirmacidan olugan
bir ekip tarafindan gerceklestirilmistir. Katilimcilar goriigmelerin ses kaydinin
alinmasina izin vermislerdir. Ses kayd1 alinan goriigmelerin bir kismi uzman bir sirket
tarafindan bir kismi ise arastirma ekibi tarafindan yaziya aktarilmistir.

Arastirmacilarin Rolii

Bourdieu sosyolojisi perspektifinden fenomenolojik bir analiz ortaya koymak ilk
bakista birbiriyle celiskili siiregler gibi goriinebilir. Bu geliskili gibi goriinen durum,
fenomenolojinin anahtar kavramlarindan biri olan ve arastirmacilarin  6znel
anlayislarin1 aragtirma siiresince bir kenara birakmasi gerektigi anlamina gelen
paranteze alma (epoché) kavrami ile aragtirmacinin 6znelliginin arastirma sitirecindeki
varlig1 ve bunu odagina alan diisiiniimsellik hakkinda konugmak istedigimizde daha
belirginlesir. iliskisel bir bakis1 yansitan bir kuramsal perspektiften hareketle boylesi
bir aragtirma gerceklestirmek de bu kavramlar iizerine soru isaretleri yaratabilir. Bu
soru isaretlerini gidermek igin Oncelikle su iki diisiinceyi kabul etmek gerekir.
Birincisi; herhangi bir arastirma, aragtirmacilarin 6znel deger yargilarindan tamamen
arindirtlmig degildir. Bu nedenle arastirmacinin 6znelliginin aragtirma siirecindeki
varlig1 ve bunu odagina alan diisiiniimsellik her arastirmada benimsenmesi gereken
bir boyuttur. Ikincisi; Finlay’in (2009b) de altim g¢izdigi gibi fenomenoloji
aragtirmalarinda paranteze alma ile diisiniimsellik siiregleri i¢ ice gegmis siiregler
olarak goriilmelidir. Bu noktada bu makalenin yazarlari olarak kuramsal bakisimizin
bu arastirma i¢in kullanilan veri setinin analizinde ve bu arastirmanin
raporlastirillmasinda one ¢iktigini belirtme geregi duyuyoruz. Arastirma projesinin
tasarlanmasi, yiiriitiilmesi, tiim verilerin toplanmasi, ¢dziimlenmesi ve arastirmanin
sonuglandirilmas: agamalarinda da aktif gérev alan arastirmacilar olarak, bu makale
ile ortaya koydugumuz aragtirmanin 6zgiin tarafi, verilere bakisimizi bigimlendiren
kuramsal yaklagimimizdir. Bu yoniiyle de makale, proje kapsaminda yiiriitiilen
arastirmadan {iretilen 6zgiin bir aragtirmay1 yansitmaktadir.

Fenomenolojik bir aragtirma, yasanmis deneyimin zengin betimlemelerini
sundugunda ve arastirmacilar bu betimlemelere ulasirken incelenen fenomen
hakkindaki varsayimlarini bir kenara biraktiginda miimkiin olabilir (Finlay, 2009a).
Aragtirmacilar olarak veri toplama siirecindeki konumlarimiz, lise 6grencisi olmaya
iliskin kendi deneyimlerimizden kaynaklanan bilgilerimiz, 6n kabullerimiz ve
varsayimlarimiz {lizerine bir farkindalikla bi¢imlenmistir. Bu farkindalik,
aragtirmacilar olarak arastirilanlara ve arastirma siirecine olabildigince agik bir tutum
gelistirebilmemizi saglamistir. Bir taraftan lise 6grencisi olmaya iliskin mevcut
anlayislarimizi paranteze alarak inceledigimiz fenomene iliskin varsayimlarda
bulunmaktan kaginirken ayni zamanda 6znelligimizin kurulumundaki rolii goz ardi
edilemeyecek olan bu anlayislarimiz {izerine yansitict bigimde siirekli diisiinmenin
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gerekliligini unutmadan, bu iki siire¢ arasindaki karsilikli etkilesimin varligiyla
aragtirma sonuc¢larimiza ulastik. Finlay (2009b), fenomenoloji aragtirmasi yiiriiten
arastirmacilar igin temel gii¢liigiin paranteze alma ile diisiiniimsellik arasinda hassas
bir dengeyi kurabilmek oldugunu ve arastirmacilarin hangi 6n kabulleri paranteze
alacaklarin1 belirleyebilmek i¢in de diigiiniimsel bir tavir igerisinde olmalar
gerektigini vurgulamaktadir. Bu arastirmada, habitus ve kiiltlirel sermayeye iliskin
kavrayislarimizin, analiz i¢in ilgili veri parcalarini segerken belirdigini sdylemeliyiz.
Veride, habitus ve kiiltiirel sermayenin disavurumlar1 olarak ele alabilecegimizi
diisiindiigiimiiz giindelik yasam anlatilarinin izini siirdiik. Dolayisiyla analiz icin
sectigimiz anlatilar, lise dgrencilerinin “simdi” ve “gecmis” bir bagka deyisle lise
donemindeki giindelik yasam deneyimleri ile 6nceki 6grenim yasantilaridaki
giindelik yasam deneyimleriyle ilgilidir. Kuramsal bakisimiz dogrultusunda bu
deneyimlerin  zengin bir betimlemesini ortaya koyarak &grenci pratiklerini
anlamlandirmay1 ve bu dogrultuda farkli egitsel yoriingeleri yorumlamay1 hedefledik.
Aragtirmacilar olarak verilerin toplanmasi, ¢oziimlenmesi ve raporlastirilmasi
asamalarindaki konumlarimizin bu ¢ergevede dikkate alinmasint umuyoruz.

Etik Kurul Karari

Bu arastirma igin etik kurul onayr Ankara Universitesi Etik Kurulundan
alinmustir (No: 85434274-050.04.04/74078, Tarih: 09.12.2014).

Verilerin Analizi

Arastirma projesinin temel amaci, Ogrencilerin yasanmis deneyimlerini
inceleyerek lise 6grencisi olmanin anlamini ortaya ¢ikarmaktir. Bu makalenin odak
noktast olan Ogrenci pratiklerini, lise Ogrencisi olmanin ne anlama geldigini
tanimlayan bir bilesen olarak goriiyoruz. Dolayisiyla bu pratiklerin betimlenmesi lise
Ogrencisi olmanin anlaminin ingasina bir katki olarak goriilmelidir. Bu nedenle
projenin bu makale i¢in kullanilan veri setinin fenomenolojik analizinde amacimiz,
Ogrencilerin deneyimlerinden 6grenci pratiklerine iliskin zengin betimlemeler
iretmek ve bunlari benimsedigimiz kuramsal yaklagim gercevesinde anlamaya
calismaktir.

Fenomenolojik bir analiz gerceklestirmek amaciyla, verilerimizi analiz etmek
icin digsal bir ¢er¢eve kullanmadik, ancak fenomenolojik analizin ii¢ ana agamasi olan
"fenomenolojik indirgeme", "imgesel ¢esitleme" ve "6ze ulasma" ve tiim bu asamalara
eslik eden "paranteze alma veya epoché" ve diisiiniimsellik siire¢lerini benimsedik
(Finlay, 2009a; Finlay, 2009b; Moustakas, 1994). Bunu yaparak 6ncelikli amacimiz,
Ogrenci pratiklerini anlamamizi saglayacak olan, Ogrencilerin yasadiklar
deneyimlerin zengin bir betimlemesine ulasmakti. Kuramsal gergevede de belirtildigi
gibi, bireylerin bir alandaki pratikleri, o alandaki habituslar1 ve Kkiiltiirel
sermayelerinin etkilesimiyle var oldugundan, bu makalenin verilerini analiz ederken
sadece oOgrencilerin habituslarinin ve kiiltiirel sermayelerinin gdstergesi olarak
gordiiglimiiz deneyimlerine odaklandik. Zengin bir betimlemeye ulagsmak, yasanan
deneyimin anlammi yorumlamayi da gerektirdiginden (Creswell, 2013), veriler
yorumlayici bir siiregle analiz edilmistir.
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Veri analizi siirecinde, bilgisayar destekli bir nitel veri analizi yazilimi olan
Maxqdal?2 kullandik. Bu makale i¢in analiz etmek {izere sectigimiz yaziya aktarilmis
goriisme metinlerini bu yazilima yiikledik. Maxqdal2, verilerin saklanmasi,
fenomenolojik indirgeme i¢in deneyimi yansitan veri parcalarinin se¢ilmesi, veri
pargalarinin karsilastirilmasi, verilerin kodlanmasi, kodlarin karsilastirilmasi ve tiim
bu islemlerin hizli ve kolay bir sekilde yapilmasi gibi ¢esitli yollarla bize destek oldu.

Van Manen (2017) fenomenolojik arastirmada verilerin analiziyle olusturulan
temalarin ara yansitici araglar oldugu konusunda uyarmaktadir. Bu uyariy1 dikkate
alarak arastirmanin bulgularini ve sonuglarmi olusturduk. Sundugumuz temalara
iliskin betimlemeler, benimsedigimiz kuramsal bakisla, 6grencilik pratigini var eden
deneyimleri anlamlandirdigimiz ¢ergevedir. Betimlemelerimizi titizlikle tekrar
yorumlayarak ulastigimiz sonuglar ile okuyucular1 6grenci pratiginin 6zii lizerinden
alandaki farkli egitsel yoriingeleri yeniden diisiinmeye yonlendirmek amaciyla
actigimiz tartisma, makalenin sonug boliimiinde sunulmustur.

Bulgular

Aragtirmanin bulgulart okul tiiriinden bagimsiz olarak &grenci pratiklerini
olusturan ozler oldugunu gostermistir. Dolayisiyla farkli yoriingelerin kesisimini
yaratan sey, lise dgrencisi olmay1 tamimlayan dgrencilik pratikleridir. Ogrenciler
egitim alaninda farkli yoriingelerde konumlansalar bile 6grencilik pratiklerini
olusturan 6zler degismemektedir. Bu 6zler asagidaki dort baslik altinda tartisilmistir:
Okul se¢imi yanilsamasi ile yasamak, konumunu hak edis duygusuyla acgiklamak,
kdiltiirel alanlara katilim, benlik sunumu i¢in spordan yararlanmak.

Okul Secimi Yanilsamasi ile Yasamak

Ogrencilerin okullarindaki konumlarma iliskin anlayislar1 yalmizca bireysel
tercihleriyle degil, ayn1 zamanda ebeveynlik uygulamalari da dahil olmak iizere gesitli
ortiik veya agik mekanizmalar yoluyla diisiinceleri iizerinde 6nemli bir etkiye sahip
olan somutlasmis kiiltiirel sermaye ile habitusun karsilikli etkilesimiyle de
bicimlenmektedir. Dolayisiyla bunun, birgok sosyal, tarihsel ve kiiltiirel etkilesimler
tarafindan bigimlendirilmis diisiinceler, algilamalar ve akil yiiriitmenin somutlagmis
bir sistematigi ile gerceklestirdikleri eylemlerinin bir sonucu oldugu séylenebilir.
Hem 6grenciler hem de anneleri ortaokuldan liseye ge¢isi, kendi isteklerini kendileri
i¢in en uygun olacak bigimde gergeklestirdikleri bilingli ve akla yatkin bir siireg olarak
yorumlamaktadirlar. Ancak bu siire¢ keyfi degildir ¢iinkii 6grenciler kendilerine
cesitli bigimlerde sunulan segenekler arasindan en akla yatkin olana yonelme
egilimindedir ve okul tercihi pratikleri sadece ilgileri tarafindan degil, ayn1 zamanda
konumlarmi belirlemede 6nemli rol oynayan somutlagmig kiiltiirel sermayeleri ve
habituslari tarafindan da bigimlenmektedir. Ogrenciler ailelerinin toplumsal uzamdaki
konumlarina gére kendilerine sunulanlar arasindan se¢im yapmaktadirlar.

“Babam zaten hakim, hukuk¢u. Buradan benim hukukcu olarak
¢ikacagimi diisiindiigii i¢in, kendi gayet mutlu, “Kizim sosyal bilimlerde
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okuyor” dedigi i¢in de mutlu. Annem zaten benim sevdigim seyi yapmami
istiyordu. Bir kararsizlik vardi aslinda, ama son donemlerine, tercih
donemlerine dogru netlesmisti.” (Kiz Ogrenci-2 Sosyal Bilimler Lisesi)

“Ben de baba meslegi tercih ettim. Bay, bayan giizellik uzmani
kendisi. Ben de giizellik boéliimiinde okuyorum. Meslek lisesi.” (Erkek
Ogrenci-2, Mesleki ve Teknik Anadolu Lisesi)

“Bize ¢ocugumuzu niye Anadolu lisesine degil de meslek lisesine
gonderdik diye soranlar oldu. Ama biz cocugumuzun kapasitesini
biliyoruz, neyi yapabilir neyi yapamaz biliyoruz. Anadolu lisesine kayit
yaptirsa o tiir okullarm dersleri zor. Ben ¢ocugumuzun basaramayacagini
biliyorum. Meslek lisesinde dersleri takip eder ve bir meslek de 6grenir o
yiizden bu liseyi sectik.” (Anne-2, Mesleki ve Teknik Anadolu Lisesi)

Bu alintilara bakildiginda liseler arasinda keskin bir toplumsal tabakalagma
ortintiisli oldugu goriilebilir. Farkli yetenek ve gereksinimlere sahip dgrencilere 6zgiir
secimleri ile genis bir yelpazede olanaklar sunmay1 amaglayan farkli tiirde liselerin,
Tiirkiye’deki merkezi sinav sistemi nedeniyle okullarinin gergeveledikleri
misyonlarin tam tersi yonde isledikleri goriilmektedir. Liselerin saglamasi beklenen
sosyal hareketlilik toplumsal bir tabakalasmaya donmektedir. Yukarida yer verilen
annelerden birine ait alintida da goriilebilecegi gibi mesleki bir liseye kayit yaptirmak
bagka higbir se¢im sansiin olmadigi gergegiyle yiizlesmenin bir sonucudur. Hem
cocuklar hem de ebeveynler bu kisitlayict diizeni kabullenmis goriinmektedir.
Bourdieu (1984) is¢i sinifindan gelen ailelerde akademik yonelimli okullara iligkin bir
inan¢ olduguna isaret etmektedir. Ebeveynler, bu tiir okullarin “kendileri gibi
insanlar” i¢in olmadigmi diisiiniir. Bu dogrultuda Reay ve Ball (1997) ebeveynlerin
egitim gecmislerinin 6grencilerin egitim rotalarini belirledigini not diiser. Eger aileler
daha once kendi egitim yasamlarinda basarisiz olmuslarsa ¢ocuklart ve onlarin
gelecegine iliskin hayal kiriklig1 hissederler. Goriismelerde hem 6grencilerin hem de
ailelerin bu dile getirilmeyen toplumsal tabakalasmayi kabul ettikleri dikkati
¢ekmektedir.

“Insanlar gocugumun fen lisesinde okudugunu o6grendiklerinde
olumlu tepkiler veriyorlar ¢iinkii fen lisesi insanlarin goziinde ¢ok prestijli
bir okul.” (Anne-1, Fen Lisesi)

“Babam da mutlu ‘Sanat¢i bir kizim var.” diyor, benimle gurur
duyuyor. O yiizden ben de mutluyum. Ailem beni ¢ok destekliyor. Buraya
bu nedenle gelebildim. Higbir zaman ‘Ne? Sanat¢i mi, ressam mi olacaksin
ve nasil ig bulacaksin ya da para kazanacaksin?’ gibi bir yaklasimlari
olmadr hi¢. Her zaman iyi yaklastyorlar.” (Kiz Ogrenci-4, Giizel Sanatlar
Lisesi)

“Ogretmenim tiiccarliga benzetmisti eczacilari. “Sen orada bir ilag
iiretmiyorsun, bir sey iiretmiyorsun, sadece sattyorsun” demisti, “Bu seni
¢ok pasiflestirir. Sen daha iyi bir yerde olmalisin” demisti. Hukuk¢u olmak
isteyerek geldim.” (Kiz Ogrenci-2 Sosyal Bilimler Lisesi)
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Ogrencilerin karar verme siirecleri ebeveynleri, akraba ve yakin ¢evreleri, daha
onceki okullarinda tanistiklart dgretmenler gibi 6nemli diger kisilerle etkilesimler
yoluyla gerceklesmektedir. Egitim yoriingelerindeki konumlar1 arasindaki geciste
yumusak bir siireklilik s6z konusudur. Lise donemi, dnceki egitim deneyimlerinin bir
devami olarak var olmaktadir. Konumlar arasindaki gegiste yumusak bir siireklilik
oldugu goz oniinde bulunduruldugunda, bazi 6grenciler, bulunduklari konumun
akademik bagartya gore gruplama sisteminin bir sonucu oldugunun bilincindedir.

“Birka¢ tercih yapmistim, bu lise de 7. siradaydi, Oylesine
yazdiklarim arasindaydi. Sans eseri geldi.” (Erkek Ogrenci-5, Anadolu
Lisesi)

Anadolu lisesindeki bu 6grenci bulundugu konumun sans eseri oldugunu
aciklarken, bu arastirmada goriigiilen dgrencilerin devam ettigi fen lisesinde, sansla
ilgili olarak okul binasinin girisinde tiim Ogrencilerin her giin gorebilecegi ve
okuyabilecekleri biiyiikliikte Louis Pasteur’den su alint1 yer almaktadir: “Sans ancak
yetismig kafalara yardim eder.” Okullarmm kurumsal doxalari ile Ogrencilerin
habituslar1 arasindaki etkilesim, 6grencilerin diistinme, algilama ve akil yiiriitme
egilimlerini siirekli bi¢cimlendirmektedir. Bir bagka agidan bakildiginda Anadolu
imam hatip lisesinin kurumsal doxas1 bazi ailelerin habituslari ile dogrudan ortiistiigii
icin bu aileler sirf bu kurumsal doxa nedeniyle ¢ocuklarmin bu tiir okullarda
okumasini istemektedir.

“Beklentim egitimin iki yonlii olmasi yoniinde. O yiizden gocugumuz
hem ruhen hem de bilimsel olarak tamamen donanimli olacak. Biz Gyle
istedik. Ailecek bu okuldan bekledigimiz egitim kalitesinden daha iyi
sonug aldigimiz1 diisiiniiyoruz.” (Anne-1, Anadolu imam Hatip Lisesi)

“Imam Hatip Lisesinde okumak istedigim icin buray1 tercih ettim.
Buranin da Tiirkiye ¢apinda bir Imam Hatip Lisesi oldugunu bilerek buraya
geldim. Buraya gelmemdeki faktorlerden birisi, babamimn Imam Hatipli
olmastydi. Cocugunun da imam Hatipli olmasini istedigi i¢in beni de tesvik
etti, ben de olaya sicak baktim.” (Erkek Ogrenci-3, Anadolu imam Hatip
Lisesi).

Aslinda ogrenciler bulunduklari yerde bir bakima kendilerini “evlerinde
hissetmekteler”. Diger bir deyigle her okulun kurumsal doxas1 6grencilerinin habitusu
ile uyumludur. Bu nedenle &grencilerin gidecekleri okullar1 sectiklerine iligkin
yanilsama bu noktada daha belirgin hale gelmektedir. Yani 6grenci okulu degil okul
ogrenciyi se¢gmektedir ve kurumsal habitus ve doxa ile 6grenci habitusu arasinda bir
uyum s6z konusudur.

Bu 6grencilerin bu okullara yerlestirilmesi fail ile yap1 arasindaki etkilesimin bir
ifadesi olarak yorumlanabilir. Yapimnin 6n-diisiiniimsel ve yatkinlik diizeyinde bir
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etkisi oldugu gerceginden kagis yoktur ama ayni zamanda bu etkiyle ilgili olarak
bireysel failligi de unutmamak gerekir. Yapi, hangi rotalarda konumlanacaklar1 ve
dolayisiyla failleri igin hangi segimleri yapacaklari lizerinde etkili olurken failin nasil
ve hangi bicimde yasam buldugu konusunda belirleyici olan habitustur. Ogrencilerin
bulunduklar1 okullarda failliklerini gosterme bigimleri, habitus ve somutlagmis
kiiltiirel sermaye aracilifiyla var olur. Dolayisiyla bu, toplumdaki makro ve mikro
diizeyler arasindaki diyalektik iliskinin bireylerin eylemlerine yansimasi olarak
yorumlanabilir.

Konumunu Hak Edis Duygusuyla A¢iklamak

Bourdieu (2021) konumlar uzamu ile yatkinliklar uzami arasindaki baglantiya
dikkati ¢cekmektedir. Sanki konumlar kendilerini en iyi bicimde dolduracak kisileri
secmis ya da tam tersi bireyler yatkinliklarini, arayislarini, begenilerini, yeteneklerini
vb. en iyi ortaya koymalarini saglayacak konumlari se¢mis gibidir (Bourdieu, 2021).
Belirli liselerdeki Ogrencilerin agiklamalari, Bourdieu’niin de belirttigi gibi,
yasadiklart diinyay1 anlamlandirmalarinda konumlar ve yatkinliklar uzami arasindaki
iliskinin yansimast bigiminde karsimiza c¢ikmaktadir. Belli okullardaki 6grenci
pratiklerinin o konumda belli yatkinliklar1 gerektirdigi ya da tam tersi belli
yatkinliklarin sadece o konumda var oldugu yoniinde yaygin bir anlayis var gibi
goriinmektedir.  Akademik  basariya  yonelik  yatkinliklar  lisede  daha
belirginlesmektedir; ¢linkii lise, yiiksekdgretimden dnceki asamadir ve bu nedenle
yiliksekogretimde biiyiik olgiide belirleyicidir. Dolayisiyla akademik basari, lise
ogrencileri, onlarin ebeveynleri ve 6gretmenleri de dahil olmak {izere tiim aktorlerin
giindeminde olan bir konudur. Burada akademik basarinin sosyal yasamdan
dislanmay1 gerektirdigine dair yaygin anlayis (Reay, 2018) 6n plana ¢ikmaktadir.
Baska bir konum, fen lisesi 6grencisi olmay1 ¢ok ¢alismak, gece giindiiz test ¢ozmek,
sosyal yasamdan yoksun olmak gibi pratiklerle tanimlayabilirken, fen liselerindeki
6grenciler konumlarini yalnizca bu pratiklerle sinirlandirmamaktalar. Onlara gore bu
konumda olmak ¢aligkan olmanin yaninda baska yatkinliklar1 da igermektedir ancak
daha ¢arpict olan bulgu, bu okulda konumlanmanin digerlerinde olmayan bagka,
Ozgilin, 6zel yatkinliklara sahip olmanin bir 6diilii olarak yorumlanmasidir. Konumunu
aciklamaya yonelik benzer bir durum sosyal bilimler lisesinde de goriilmektedir.
Konumlarint anlamlandirmaya yonelik bu egilimler, o okulu sectikleri i¢in orada
bulunduklart yanilsamasindan da beslenmektedir. Dolayisiyla bu iki okuldaki
ogrenciler konumlarin1 bir hak edis duygusuyla anlamlandirmaktadir. Bu yorum aymn
zamanda bagkalarinin da kendi konumlarini hak ettikleri goriisiinii de igermektedir.

“Ben s0yle diigiiniiyorum: Daha yiiksek puan almak, oOnceki
girdigimiz smavlara daha iyi ¢alisip sorumlulugu daha iyi yapip daha iyi
netice almamiz sonucunda oluyor. Zaten daha diisiik puanlara gittigin
zaman, -istisnalar diginda tabii ki- 6nceki sorumlulugunu tamamen yerine
getirmemissin ki oraya gitmissin. Bence temel olarak sorumluluk bilinci
tam olusmamus diyebiliriz.” (Kiz Ogrenci-2, Fen Lisesi)
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“(...) Tiurkiye’de sayiliydik; 6zel bir amag igin, siyasal bilimciler,
hukukcular yetistirmek igin agilmis. Bir y1l yabanc1 hazirlik ingilizcesi var.
Bunlar bizi ¢cok 6zel hissettiriyordu. Istanbul Sosyal Bilimler Lisesi bir,
Ankara Sosyal Bilimler Lisesi iki, 6yle diisiiniiyorduk. Bizi hep “siz
Ozelsiniz” diye c¢alistirtyorlardi, yani Oyle hissettiriyorlardi.” (Erkek
Ogrenci-4, Sosyal Bilimler Lisesi)

“Onlarin ¢ok ¢aligkan 6grenciler oldugu disiiniiliiyor ve evet caligkan
ve yetenekli 6grenciler.” (Anne-1, Fen Lisesi)

Ogrencilerin kendi konumlari1 hak edis duygusuyla agiklamalari &zellikle
akademik basariya gére gruplama sisteminin en iistiinde yer alan 6grenciler arasinda
yaygin bir yorum olarak ortaya ¢ikmaktadir. Ogrencilerin tiimii Tiirkiye’de akademik
basariya gore siralama sisteminin var oldugunun farkindadir. Bireylerin sahip
olduklari egitimsel niteliklere karsilik gelen kurumsallagsmis halde kiiltiirel sermaye,
bu siralama sistemindeki egitimsel kazanimlarin iriiniidiir. Dolayisiyla egitsel
yatkinliklarinin ve pratiklerinin biiyilk Olgiide bu adaletsiz sistemin etkisinde
bicimlendigini sdylemek yanlig olmaz. Bu da 6grencilerin orada degil de burada olma
arzusunu mesrulastirmalarina yansimaktadir.

“Cok elitistlik yapmak istemem, ama onlar da oraya gelirken fazla
emek harcayarak geldiklerini diisiinmiiyorum. Eger ¢alismis olsalard: yine
bir Anadolu Lisesi ya da Fen Lisesi diizeyinde bir yere gelebilecek ¢ok
insan var; ¢linkil her insanda potansiyel vardir. Ben emek harcayip iyi bir
yere gelmigken, niye Ticaret Meslek Lisesine gitmek isteyeyim? Tiirkiye
sartlarinda durum boyle, baska bir iilkede yasiyor olsaydim belki boyle
distinmezdim, su anda Tirkiye sartlarinda bana puani kotii ve yetersiz bir
lise tiirii olarak geldigi icin ona gitmek istemem.” (Kiz Ogrenci-1, Fen
Lisesi)

Alandaki mevcut yapilar1 6ne ¢ikaran bu mesrulagtirma, konumlar arasinda bir
miizakerenin anlamsizligina isaret etmektedir. Ayni zamanda bu bakis, alandaki
yapilarin liyakate gore var oldugu ve cok calismanin, sorumlulugun ve c¢abanin
basariy1 getirecegi yaklagimini yansitmaktadir. Bu bakis agist kismen dogru olmakla
birlikte, sahip olunan sermaye tiirlerini, yetistirme bigimini ve ebeveynlik pratiklerini
goz ard1 ettigi icin eksiktir. Bu goriisiin eksik kismi, bir meslek lisesi 6grencisinin
sadece liyakate vurgu yapmakla kalmayip habitusa da isaret eden asagidaki
yorumuyla tamamlanmaktadir:

“Bence o 0grenciler hayati ancak bir ders olarak goriiyor. Tamam
hakkini veriyorlar, ¢alisiyorlar. Benden de c¢aligkanlar. Bu okuldaki
herkesten daha c¢ok calisiyorlar. Fakat... disarida neler oldugunu
bilmiyorlar. Onlar sadece matematikte carpim yapiyorlar.” (Erkek
Ogrenci-5, Mesleki ve Teknik Anadolu Lisesi)

Burada 6nemli olan Bourdieu’nun da degindigi gibi farkli konumlardaki farkli
yatkinliklar1 yoneten rotalar1 agiklayabilmektir. Alan- habitus uyumu ve uyumsuzlugu
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acisindan konumlara bakildiginda belirli yatkinliklarin belirli konumlara nasil
atfedildigi daha agik bigimde anlasilabilir. Akademik basariya gore siralama sistemi
Ogrencilerin basart tanimlarini bigimlendiren en temel yapt olarak kargimiza
cikmaktadir. Bu yap1, grencilerin belirli konumlar i¢in belirli yatkinliklarin varligini
sorgulamadan  kabul etmeleri biciminde onlarin diisinme semalarin
bicimlendirmektedir. Bu, Nash’in (2002) akademik basar1 odakli yatkinliklar i¢in
“egitimli habitus” olarak adlandirdig1 terim acgisindan yorumlanabilir. Egitimli bir
habitus yoluyla 6grenciler okulun islemsel semalarini ve kategorilerini tantyabilirler.
Bodylece oyunun kurallarina asina olurlar. Sonug olarak konumu akademik basari
lizerinden tanimlamaya doniikk yaygin egilim, &grencilerde hak edis duygusunu
pekistirmektedir. Bu nedenle akademik basari sisteminin varligi bir sorun olarak
goriilmemektedir. Bu duruma belirgin bir 6rnek, okullarin bu yapi igindeki
konumlarma iliskin kaygilardir. Sosyal bilimler lisesi &grencileri, okullarinin
ayricalikli konumunu kaybetmesinden endise duymaktadir.

“(...) sosyal bilimler liseleri gercekten farkliyd:i dedigim yonleriyle.
Insanlar ne olmak istediklerini biliyorlar, neyle karsilasacaklarinin
farkindalar. Ankara'da bir tane olmasi bence dnemliydi yani. Bir taneydi ve
buraya gelen insanlar belliydi. 4 tane olmas1 giizel degil bence, yani iyi
olmadi. Puanlar1 da ¢ok diistii boyle olunca. Bence artik o ayirt ediciligi
yakalayamayacak.” (Kiz Ogrenci-2, Sosyal Bilimler Lisesi)

Fen ve sosyal bilimler liselerinde 6grenim goren Sgrencilerin konumlarina
iliskin beyanlari, ¢alisgkanlik, sorumluluk, caba ve yetenek gibi gesitli yatkinliklar
vurgulayarak giiclic bir hak edis duygusu ortaya koymaktadir. Bu 0&grenciler
kendilerini baskalariyla karsilastirmakta ancak bagkalari igin bir eksiklik sdylemi
gelistirerek kendi yatkmliklariyla kendilerini &ne ¢ikarmaktadirlar. Ogrencilerin
sOylemlerindeki akademik, entelektiiel ve biligsel istiinliik imalari, bu okullarin
alandaki konumlariyla birlikte yapilanan kurumsal habituslari ile 6grencilerin bireysel
habituslarinin i¢ ige gegmesinin bir yansimasidir. Bu ayni zamanda 6grencilerin
okullarmna aidiyet duygularini olumlu yonde destekleyen bir durumdur.

Kiiltiirel Alanlara Katihhm

Bourdieu (1984) begeniyi "ayirt etmek ve degerini anlamak igin edinilmis bir
yatkinlik (...) pratik bir ustalik (...) neyin olasi veya olasi olmadigini sezmek ya da
anlamak (...)" (s.475) olarak tanimlar. Bunun yani sira begeni; yiiriime, konusma,
yemek yeme vb. durumlarda bedenin anlik jestlerinin ayrintilarinda ve deger bilme
tercihlerinde goriilebilmekte, kiiltiirel sermayenin somutlasmig halinin bir yansimasi
olarak islev gormektedir. Begeni, kiiltiirel sermayenin nesnelesmis bigimi i¢in de
belirli kiiltiirel {iriinlere sahip olma egilimi yoluyla islev goriir. Dolayistyla lise
Ogrencilerinin g¢esitli kiiltiirel alanlardaki secimleri, bu alanlara yonelik begenilerinin
bir ifadesidir. Giizel sanatlar lisesi disinda, bu okulun kendine 6zgli misyonu ve
kurumsal habitusu nedeniyle, diger liselerde 6grencilerin kiiltiirel alanlara katilimu,
kiiltiirel tiikketim aligkanliklar1 ile sinirlidir. Miizik begenileri, okuma zevkleri, medya
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begenileri ve diger kiiltlirel katilim etkinlikleri kiiltiirel tiiketim aligkanliklarini
somutlagtirmaktadir.

Lise ogrencilerinin kiiltiirel tiikketim aligkanliklar1 miizik dinlemek, kitap
okumak, film izlemek, sinema- tiyatroya gitmek, konsere gitmek, seminerlere
katilmak gibi etkinliklerle ifade edilmektedir. Ogrenciler miizik begenilerini gesitli
miizik tiirleri ¢ergevesinde ifade etmektedirler.

“Genelde Rock ve Metal dinliyorum. Iyi miizigi dinlerim; onda ayrim
yapmam.” (Erkek Ogrenci-7, Anadolu Lisesi)

“Cok fazla rock miizik dinlerim ve retro dinlemeyi seviyorum yani
eski rock pargalarimi da dinlemeyi de severim.” (Kiz Ogrenci-1, Fen Lisesi)

“Ben daha ¢ok caz seviyorum, daha ¢ok hosuma gidiyor. Popu ¢ok
sevmiyorum. Bir de klasik miizik seviyorum.” (Kiz Ogrenci-4, Sosyal
Bilimler Lisesi)

“Genellikle yabanc1 ya da Tiirk pop miizigi dinlerim.” (Kiz Ogrenci-
6, Anadolu imam Hatip Lisesi)

“Genelde rock tarzi. Genellikle Arctic Monkeys grubunun sarkilarin
dinliyorum.” (Kiz Ogrenci-1, Anadolu Lisesi)

Ogrencilerin miizikal begenileri poptan caza, rock’tan metale, klasikten,
progresiften bagimsiz rock’a, rap’ten hip-hop’a, halk miiziginden bati1 ya da dogu
miizigine kadar uzanmaktadir. Tiirkiye’den taninmis miizisyenleri isaret eden
ogrenciler, miizik zevklerini dile getirirken Rihanna, Katy Perry, Ed Sheeran, Arctic
Monkeys, Massive Attack, Pink Floyd, Led Zeppelin gibi bati pop, rock ve metal
miiziginin 6nde gelen adlarindan s6z ederek miizik begenilerini anlatmaktadirlar.
Bazilari, 6zellikle giizel sanatlar lisesi 6grencileri, miizik begenilerindeki degisime de
dikkat gekmektedir.

“Popu dinlemiyorum, hosuma gitmiyor artik. Kiigiikkken ¢ok hosuma
gidiyordu da artik hi¢ sevmiyorum; eglenceli gelmiyor, beni agmiyor. Hani
ilham vermesi gerekirken, tam tersini yapiyor.” (Erkek Ogrenci-5, Giizel
Sanatlar Lisesi)

Yukaridaki bu alinti, miizigin anlamini1 vurgulamaktadir ¢iinkii bu 6grencinin
miizige kars1 kendine 6zgii bir yaklasim edindigi sonucuna varilabilir. Yani miizigin,
neye hizmet etmesi gerektigi agisindan yorumlanmasi, kurumsal habitus ile bireysel
habitus arasindaki karsilikli etkilesimden kaynaklanmaktadir. Bourdieu'nun (1984)
belirttigi gibi, “miizik, ruha seslenen sanatlarin en basinda gelir ve miizik sevgisi,
maneviyatin garantisidir. (...) Miizik miikemmel bir saf sanattir.” (s.19). Bu sanat bazi
ogrenciler icin farkli anlamlar kazanmis ve kendini, toplumu ve diinyay1 anlama ve
yorumlama araci olarak yorumlanmuistir.

“Agirlikli rap dinlerim ¢iinkii gercekler buradan gelir, yani pop
miizikte bulamiyorum &yle seyler. Rapte gercekler vardir, hayat vardir.
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Mesela rapte disarida kar yagiyor ve insanlar disarida iisiiyor der. Popta
mesela bunu kar yagiyor ne kadar giizel falan bdyle anlatiyorlar. Rapte
mesela iste digarida sogukta iisiiyen insanlar var, iste boyle yani. Boyle
yaptiklarinda benim hosuma gidiyor.” (Erkek Ogrenci-6, Mesleki ve
Teknik Anadolu Lisesi)

Meslek liselerinde rap miizik bdyle yorumlanirken Anadolu imam hatip
liselerinde 6grenciler rap miizikteki farkli alt tiirlerin ayrimini bilmektedir. Ozellikle
miistehcen sozler igermeyen rap sarkilar1 dinlemeyi se¢gmektedirler.

“Simdi rap dinliyorum ama bildigimiz hizli ya da kiifiirlii gibisinden
degil. (...) belki dinlemissinizdir. Onun miizikleri ¢ok hosuma gidiyor.
Onun disinda yabanci sarki dinlemeyi daha ¢ok seviyorum. Tiirk¢e miizige
ragmen.” (Kiz Ogrenci-8, Anadolu Imam Hatip Lisesi)

“Ben karigik dinliyorum birazcik. Rap de dinliyorum mesela, Tiirkge
Rapler’den dinliyorum. (...) Rap olarak var ama (...) falan dinliyorum
genelde. Rapler pek sey olmuyor hani daha ¢ok kiifiir icerikli oluyorlar
onlar, yani kiifiirsiizleri de var da geneli kiifiir i¢cerikli oldugu i¢in ¢ok sey
olmuyor ama.” (Kiz Ogrenci-2, Anadolu imam Hatip Lisesi)

Ogrencilerin miizikle ilgili kiiltiirel tiiketim aliskanlhiklari, miizik dinlemenin
yant sira konsere gitme veya enstriiman ¢alma gibi etkinlikleri de igermektedir. Bazi
ogrenciler i¢in bu etkinlikler gilinliik yasam diizeninin bir pargasi haline gelir. Ciinkii
sahip olduklar1 habitus ve kiiltiirel sermaye sayesinde bu etkinlikler i¢in uzun siireli
yatkinliklara sahiptirler.

“Konserlere bazen. Agikgasi, yakin zamanda hi¢ gitmedim. Ama
geemiste ailemle klasik miizik konserlerine giderdim. Zevk alirdim;
uyurdum, ama zevk alirdim. Bazen caz konserleri oluyor, onlara
gidiyorum. Severim onlar1, severek dinliyorum.” (Erkek Ogrenci-5, Giizel
Sanatlar Lisesi)

“Ilkokuldayken, ¢alan yoktu ama evde siirekli gitar ve org vards;
annemler almisti ilgilenirsiniz diye. Ben arada kendi kendime bir seyler
yapmaya caligirdim. Annemler miizik kulagimin oldugunu kiigiikken fark
etmiglerdi, o yiizden almiglardi sanirim. Nota bilgim filan da yoktu ama
kendi basima bir seyler yapardim. Okuldaki miizik dersleri kadar miizik
bilgim vardi. Miizik falan dinlerdim ama, miizik yapayim falan diye hig¢
amacim olmamisti. Sonra liseye geldim. Okulda miizik ortam1 vardi. Miizik
odasimi goérmiigsiiniizdiir... Miizik hayatima bu okula geldikten sonra
bagladim diyebilirim. 4 yildir gitar ve bateri ¢aliyorum. Grubumdaki asil
roliimse, ritim gitar ¢alip sdylemek. Arkadaslarla 2 yildir yarismalara
katiliyoruz... Agikgast gruptaki herkesin tarzlari farkli ama beraber
yaptigimiz tarz alternatif rock diyebiliriz. Mesela bir arkadasimiz caz
dinliyor, metal dinleyen var, ben Brit-rock ve caz dinlerim.” (Erkek
Ogrenci-7, Sosyal Bilimler Lisesi)
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Lise ogrencilerinin kiiltiirel tiiketim aligkanliklari, 6grenci pratiklerinin one
¢ikan Ozellikleri olarak belirmektedir. Miizik begenileri gibi, okuma begenileri de
vardir. Okuma begenileri, okuduklar1 kitaplarla smirlidir. Ogrencilerin Amerikan,
Avrupa ve Rus edebiyatinin klasiklerini, Dostoyevski, Shakespeare, Hemingway,
Kafka, Steinbeck, Virginia Woolf, Sylvia Plath, Albert Camus, José Saramago,
George Orwell gibi 6nemli adlarin klasiklerini okuduklar1 goriilmistiir. Cizgi roman
okumak da 6grenciler arasinda yaygindir. Kitap secimleri ailelerinin, arkadaglarinin
ve dgretmenlerinin dnerileriyle bigimlenmektedir. Ogrenciler izledikleri filmlerden de
etkilenmektedir. Bir film izledikten sonra o filmin temel alindig1 kitabi okuma egilimi,
dgrenciler arasinda ¢ok yaygin bir ériintiidiir. Ogrencilerin ¢ogu Yiiziiklerin Efendisi,
Harry Potter, Hobbit, Sherlock Holmes, Alacakaranlik, A¢lik Oyunlari gibi kitaplar
okumustur. Kimileri 6grencilerin ¢ok satanlar listelerinden etkilendigini sdyleyebilir.
Bu kismen dogru olabilir ancak kendine 6zgii bir okuma aligkanligina sahip olan bazi
Ogrenciler belirli yazarlardan etkilenmis ve bu da onlarin bir yazma aliskanlig
edinmelerine yol agmustir.

“Kitaptan ziyade yazar. Ben Virginia Woolf’tan etkileniyorum.
Herhélde biraz kendime benzetiyorum. Sylvia Plath’in falan karamsar
havast beni ¢ok kendime c¢ekiyor. Bir de Didem Madak var. Bogazici
Universitesindeki bir konusmasinda, “birden yazmaya basladim” demis;
bundan ¢ok etkilenmistim. Ben de ger¢ekten birden yazmaya bagladim.
Aldim elime kalemi, baktim birden kelimeler dokiiliiveriyor. Onun igin
ondan ¢ok etkilendim.” (Kiz Ogrenci-4, Sosyal Bilimler Lisesi)

“Kitap okumayr severim ama bunu bir hobi olarak
degerlendirmiyorum, zaman ayirdigim bir sey. Yazi yazmak benim
hayatimin en 6nemli pargasi. Hatta giinliiglimii de getirdim yanimda.
Neden getirdigimi bilmiyorum. Ondan hi¢ ayrilmiyorum. Kimseye
soyleyemedigim seyleri giinliigiime sdylemeyi seviyorum, ama bir sir
oldugundan ya da kimseye soylemedigimden degil, ifade edilecek seyler
degil. Oturup soyut konusgabildigim biri yok. Bu ylizden yazi yazmak
benim i¢in ¢ok oOnemli. Blog’um falan da, bazi yazilarimi1 orada
paylasiyorum.” (Kiz Ogrenci-8, Fen Lisesi)

Sosyal bilimler ve fen liselerinden yapilan bu alintilar, bu dgrencilerin kiiltiirel
tilketim aligkanliklarinin bir kiiltiirel tiretim bigimine doniistigiini gostermektedir.
Bunun tiim okul tiirlerine genellenebilecek yaygin bir oriintii olmadigi séylenmelidir.
Ogrencilerin bos zaman etkinlikleri genellikle sinema-tiyatroya gitmek, cesitli
seminer-konferanslara gitmek, film izlemek gibi ¢esitli kiiltiirel tiiketim
ahiskanliklariin ortaya ¢iktig1 anlar olarak karsimiza gikmaktadir. Ogrencilerin bu
etkinliklere yonelik se¢imleri, kiiltlirel sermayelerini ve habituslarin1 yansitmaktadir.

“Film izliyorum tabii ki. Tiyatroya, sinemaya gitmeyi seviyorum.
Savas filmleri izlemeyi daha ¢ok seviyorum. Antimilitarist filmler izlemeyi
seviyorum.” (Kiz Ogrenci-8, Fen Lisesi)
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“Genelde agabeylerimle gece oturup korku filmlerini izlemeyi
severim. Bir haftada, bazen iki haftada. Okul Oncelikli oldugu igin
sinemaya daha zor gidiyorum. En son bundan 1 ay dncesinde gitmistim.
Bos vaktim oldukga, denk geldikge gidiyorum.” (Kiz Ogrenci-1, Mesleki
ve Teknik Anadolu Lisesi)

“Tiyatroya gitmek ¢ok hosuma gidiyor. Konferanslara, seminerlere,
sempozyumlara katilmak, orada katilime1 olmak, hem de dinleyici olmak
hosuma gidiyor, ¢linkii her anlamda ¢ok degerler kazanityorum.” (Kiz
Ogrenci-4, Sosyal Bilimler Lisesi)

“Tabii Ankara’da, baskentte oturuyoruz. Aslinda bizim buraya
gurbetten gelis amacimiz kisisel olarak, kisilik olarak kendimizi
gelistirmemiz. Sempozyumlara, sohbetlere, soylesilere elimden geldigi
kadariyla, sinav zamani haricinde, programimi aksatmayacak sekilde
katilmaya galistyorum.” (Erkek Ogrenci-3, Anadolu imam Hatip Lisesi)

Lise Ogrencilerinin kiiltiirel alanlarla baglari, miizikal begenileri, okuma
secimleri, film izleme ve kiiltiirel etkinliklere katilimlari gibi kiiltlirel tiiketim
aliskanliklarma da yansimaktadir. Ogrencilerin miizik begenileri, pop ve rocktan caz
ve klasige kadar uzanan gesitli tiirleri kapsamaktadir. Okuma aligkanliklari, etkili
yazarlar ve ebeveynlerden, arkadaslardan ve Ogretmenlerden gelen Onerilerle
bigimlenmektedir. Ogrencilerin kiiltiirel tiiketim aliskanliklar1 aym1 zamanda film
izlemeyi, konser, seminer ve tiyatro oyunlarina katilmay1 da kapsamaktadir ancak,
kiiltiirel tiiketim aligkanliklarmin kiiltiirel {iretim bigimlerine doniismesinin tiim lise
tiirlerinde ortak bir oriintli olmadigini belirtmek gerekir. Bu aliskanliklar ve segimler,
6grencilerin uzun vadeli yatkinliklari, ailelerinden miras aldiklari kiiltiirel sermayeleri
ve devam ettikleri okulun habitusu arasindaki etkilesimden etkilenmekte ve sonug
olarak kiiltiirel alanlara baglanimlarini bigimlendirmektedir.

Benlik Sunumu i¢in Spordan Yararlanmak

Spor yapmak, 6grenci pratikleri agisindan farkli liselerin kesisim noktalarinda
yer alan 6ne ¢ikan bir aragtir. Spor yapmak, farkli amaglar ve farkli anlamlarla yasam
bulan bir 6grenci pratigi olarak belirmektedir. Lise 6grencileri futbol, voleybol,
basketbol, hentbol, tenis, masa tenisi, badminton, giires, boks, tekvando, karate,
escrima, kickboks, okculuk, yiizme, kosu, bisiklet, bale, viicut gelistirme, buz pateni
gibi farkli spor dallariyla ilgilenmektedir. Sporla ilgili cinsiyete dayali baskin bir
oriintii yoktur. Yani okulda voleybol oynamak kizlar arasinda yaygin bir egilim olarak
goriilse de- ve okullardaki kurumsal doxanin da bu egilimin gelismesinde etkisi olsa
da- okul tiirii fark etmeksizin futbol, basketbol, hentbol, okguluk, karate ve tekvando
gibi sporlarla ilgilenen kizlar da vardir. Benzer bicimde futbol, basketbol gibi
sporlarla ilgilenmeyen erkek Ogrenciler de bulunmaktadir ancak tiim 6grencilerin
sporla iligkisini kesen bir mekanizma var ki o da merkezi sinavlardir. Baz1 istisnalar
olmakla birlikte 6grencilerin tamamina yakini sinav donemlerinde spora ara vermek
zorunda kalmistir.
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“Yapiyordum ama, su an dersler geregi birakmak zorunda kaldim.
Daha once atletizmde gorev aliyordum, kosu yapiyor, voleybol
oynuyordum.” (Kiz Ogrenci-6, Anadolu Lisesi)

“Aslinda spor yapmaya pek vaktim yok ama, isterim, annem de ister
ama. Zaten benim eve gidip gelmem giinde 2 saati buluyor. Zaten eve ¢ok
yorgun gidiyorum. Benim ders ¢aligmaya baglamam bile 7’yi buluyor. Bir
de iistiine dershane var. O yilizden spor yapmaya vaktim yok.” (Kiz
Ogrenci-7, Sosyal Bilimler Lisesi)

“Evet spor yaptyorum. 12 yildir yiiziiyorum. 4 yildir Fenerbahce’de
voleybol oynuyorum. Tekrar devam edecegim ¢iinkii kisti hem okul hem
dersler ¢ok zordu o yiizden yiizmeye gidemedim.” (Kiz Ogrenci-2, Mesleki
ve Teknik Anadolu Lisesi)

“Yaklagik 10 yildir tenis oynuyorum. Her yaz ikizimle 3-4 ay tenis
oynuyoruz, hatta sinav yilimizda bile oynadik.” (Kiz Ogrenci-6, Fen Lisesi)

Bourdieu (1984), bireylerin sosyal siniflar1 dogrultusunda spora farkli anlamlar
yiikleyerek sporla iligki kurduklarina dikkat ¢ekmektedir. Ona gore bireyler sporla
olan iligkilerini, sporun getirecegine inandiklar fiziksel yararlar, ekonomik ve sosyal
yararlar (toplumsal hareketlilik gibi) ve sembolik yararlar dogrultusunda kurar. Boks,
futbol, viicut gelistirme gibi sporlarin is¢i smifina yonelik sporlar, tenisin ise
burjuvaziye yonelik bir spor olduguna isaret eder. Bu arastirmada 6grencilerin sporla
kurduklari iligkiler sosyal ve sembolik yararlar agisindan yorumlanabilir. Ornegin,
lisansli bir sporcu olmak, dgrenciler arasinda hem yaygin hem de énemli bir benlik
sunumu bi¢imi olarak var olmaktadir. Bu durum mesleki ve teknik lise 6grencilerinde
daha belirgindir. Sporun yagsamlarinda saglik ve eglenceden ¢ok turnuvalara katilmak,
yerel, ulusal veya uluslararasi diizeyde dereceler elde etmek gibi daha aragsal bir iglevi
vardir.

“Genglerbirligi’nde oynuyordum. Simdi kickboksa bagladim. Ankara
birincisiyim. (...) Kickboks Pazartesi, Carsamba, Cuma. Sali, Persembe,
Cumartesi, Pazar da kas gelistirmeye gidiyorum. Giinliik bir seylerle
ugrastyorum ciinkii kafamm dagilmasi lazim bazen. (Erkek Ogrenci-5,
Mesleki ve Teknik Anadolu Lisesi)

Ayri tutulabilecek durumlar olmakla birlikte 6zellikle erkek dgrenciler arasinda
boks, giires ve tekvando gibi doviis sanatlari/doviis sporlarini segme egilimi vardir.
Bourdieu'niin (1990) spor yapmakla ilgili olarak belirttigi gibi, spor yapmak yalnizca
bir spor degil, ayn1 zamanda oyuncular i¢in daha genis bir sosyal oyundur. Erkek lise
ogrencilerinin beden giigleriyle sporla ilgili deneyimleri, Light ve Kirks'iin (2000) lise
ragbi oyuncularinin ¢aligmasiyla benzer goriinmektedir. Arastirmacilar, fiziksel
egemenlik, rekabetgilik, dayaniklilik, takim g¢alismasi ve 6zdenetim hayalleriyle
nitelendirilen belirli sosyal siniflarla iligkili farkli bir erkeklik bi¢iminin varligini
vurgulamaktadir.
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Ogrencilerin sporla kurduklar iliski de okulun kurumsal doxasiin etkisinde
bi¢cimlenmektedir. Anadolu imam hatip lisesi ve giizel sanatlar lisesinde bu durum
daha belirgindir. Ogrenciler kurumsal doxanin bu etkisini ayrimcihk ya da
kisitlayicilik olarak yorumlamaktadir.

“Yani erkeklere yapilan ayricalik bence hani sadece su, onlara daha
fazla imkan veriliyor yani sosyal aktivite yoniinden. Mesela bir geziye
gidilecekse oglanlar daha fazla gotiiriiliyor ya da iste bir miisabaka
diizenlenecekse tenis olsun iste futbol olsun ya voleybolda bile hani
oglanlar on plana ¢ikarken bizim spor faaliyetlerimiz pek hos goriilmiiyor
yani acikcast. Yani mesela voleybol oynayacagiz dersek siz kapalilar da
var arada ne olacak onlar nasil oynayacak ya da toplum igerisinde
oynayamaz Oyle kapalilar hoplamaz ziplamaz tarzi goriisleri oluyor bazi
hocalarimizin ya da hani en basitinden okul miidiiriimiiziin.” (Kiz Ogrenci-
8, Anadolu Imam Hatip Lisesi)

“Sevmedigim  Ozellikleri, bogazimiza kadar sikilmig gibi
hissediyorum. Biz bir sanat okuluyuz, 06zgir olmaliyiz. Soyle bir
baktiginizda ¢ok sade bir okul, diger okullardan farkli degil; ama burasi
ozellik tasimas1 gereken bir okul.” (Kiz Ogrenci-6, Giizel Sanatlar Lisesi)

Anadolu imam hatip liselerinde 6grencilerin okulda spor yapma olanaklar
cinsiyete gore farklilik gostermektedir. Kiz ¢cocuklari spora yonlendirilmemekte ve
spor yapma olanaklari siirlandiriimaktadir. Imam hatip lisesinde durum bdyleyken
giizel sanatlar lisesinde okulun kurumsal doxasi cinsiyet gdzetmeksizin tiim
Ogrenciler i¢in daha dislayici bir spor anlayisi tagimaktadir. Giizel sanatlar lisesi
6grencilerinin spor yapmalarma izin verilmemektedir. Ciinkii ellerinde olusabilecek
herhangi bir kaza resim veya miizikle ugrasirken onlara engel olabilir. Bu nedenle
okulda top bulundurmak yasaktir. Ogrencilerin okulun herhangi bir yerinde sporla
ilgili bir sosyal etkinlik yaptiklari gdzlemlenirse okul yonetimi hemen miidahale
etmektedir. Bir sanat okulunda boyle bir kisitlama 6grenciler tarafindan tuhaf olarak
yorumlanmaktadir. Cilinkii lise donemi, bireylerin kim olduklar1 ya da olabilecekleri
konusunda yogun sorgulamalar yaptiklart bir ddnem olarak goriildiigiinden (Chhuon
ve Wallace, 2014), 6grencilere kendilerini gelistirmelerini destekleyici olanaklar
sunulmalidir. Ogrenciler sporu, digerleri arasinda taninmanin en kisa ve ulasilabilir
yolu olarak gormektedir, bu nedenle spor yapmak benligin sunumu igin bir aragtir.
Ogrencilerin sporla iligkisi, 6grencilerin kiiltiirel sermayeleri ile okul habitusu
arasindaki karmasik etkilesimi ortaya koymaktadir. Cinsiyetten bagimsiz olarak,
farkli ge¢mislere sahip tiim &grenciler spora karsi giiglii bir ilgi gosterir ancak
yatkimliklar1 kiiltiirel sermaye ve habitus etkilesimi iginde yapilandirilmigtir. Bu
nedenle spora yonelik farkli anlayislara sahiptirler. Bu dinamikler, 6grencilerin
secimlerini ve deneyimlerini bigimlendiren daha genis toplumsal beklentileri,
Onyargilar1 ve yapisal kisitlamalar1 vurgulamaktadir. Bu dinamiklerin taninmasi ve
anlasilmasi, lise Ogrencileri arasinda kapsayiciligin ve kendini ifade etmede esit
firsatlarin desteklenmesi i¢in gereklidir.
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Tartisma, Sonug ve Oneriler

Calismanin ana sonucu, Ogrencilerin farkli yoriingelerde konumlanmalarina
ragmen pratiklerin 6zlinlin degismedigini gostermektedir. Bu sonug, dgrenciler igin
farkli okullarin veya farkli rotalarmm varliginin, bireylerin sosyal hareketliligini
kesinlestiremeyecegini ancak 6grencilerin bu konumsalliklarini yaratan tiim tarihsel
ve sosyal olumsalliklarin yeniden iiretilmesine hizmet etmeye devam ettigi bakis
acistyla agiklanmalidir. Bunlar, “evin habitusu okulun habitusuyla bulustugunda”
(Reay, 1995, s.368) gorebildigimiz bazi 6n belirtilerdir. Bu fenomenin agik bir
gostergesi, benzer sosyo-kiiltiirel gegmisleri paylasan ailelerden gelen 6grencilerin
belirli okullara kayit olmasidir. Farkli sosyal siniflardan ailelerin okullardan
beklentileri farklidir (McCandless, 2015). Akademik basariya gore gruplama sistemi,
ogrencileri merkezi sinavlardan aldiklar1 puanlara gore liselere yerlestirmektedir.
Merkezi siavlardan alinan puanlarin ortaya ¢ikmasinda goz ardi1 edilemeyecek olan
her tirden kiiltiirel sermaye, Ogrencilerin hangi lisede konumlandirilacaginin
smirlarint biiyiik 6lglide ¢izmektedir. Bununla birlikte temel sosyal olanaklar
acisindan sinirliga sahip olan dgrenciler igin segimlerinin kisitlanma riski artmaktadir
(Bourdieu ve Passeron, 1979). Dolayisiyla okul segimlerinin, ortaokuldan bile ¢ok
once ilkokul mezuniyeti sonrasinda, neredeyse ailenin sosyal konumu tarafindan
bi¢imlendirildigi sOylenebilir. Evin habitusu, ebeveynlerin ve 6grencilerin hangi
liseye gideceklerine yonelik segimlerindeki egilimlerinde kendini gostermektedir.
Ayrica, habitus uyumsuzlugu ile birlikte Tiirkiye'deki giincel siyasi sOylemin
yansimalarii da lise se¢cimlerinde gérmek olanaklidir.

Evin habitusu ile okulun habitusu arasinda bir uyum oldugunda 6grenciler
kendilerini, Bourdieu'nun dedigi gibi, sudaki balik gibi hisseder. Ogrenciler, konuma
0zgli yatkmliklar tagidiklarina inanarak, konumlarma iligkin giiclii bir hak edis
duygusuna sahiptir; ¢iinkii o konumda olmanin gerekliliklerini taniyacak kiiltiirel
semalara zaten sahiptirler. Bu durum 6grencilerin belirli lise tiirlerine yonelik okula
aidiyet duygusunu gelistirmektedir. Bununla yakindan ilgili bir bagka sonu¢ da
basarinin bireysellesirken basarisizligin yaygilasmasidir. Diger bir deyisle, iyi bir
konumda olmak (bu arastirma i¢in akademik basariya gore gruplama sisteminin
iirettigi siralamada en yiiksek puana sahip okulda konumlanmak), bireyin gerekli
yatkinliklarinin olagan bir sonucu olarak anlagilmaktadir. Toplumsal yeniden iiretim
kuramina gore, toplumdaki baskin gruplar kendi statiilerinin araglarini korumak igin
kendi kitlik kosullarini yaratmaya calisirlar (Bourdieu ve Passeron, 1979; Wildhagen,
2009). Fen lisesi 6grencileri ve aileleri, ¢ok g¢alismaya, sorumluluga, cabaya ve
yetenege atifta bulunarak bulunduklar1 konuma ulagsmanin altin1 gizerler. Ayrica, bazi
Ogrenciler, egitim sistemi igindeki ayricaliklt konumlarini siirdiirme arzusuna isaret
ederek, bazi liselerin kalitesinde ve kendine 6zgii olma konusunda algilanan kotiiye
dogru degisim hakkinda endiselerini dile getirmektedir. Bu bakis acilari, lise
secimlerini ¢evreleyen karmasik dinamikleri ve belirli egitim yollartyla iliskili
algilanan yararlar1 vurgulayarak, Ogrencilerin motivasyonlar1 ve isteklerinin
anlagilmasi konusunda degerli bilgiler saglamaktadir.
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Ogrencilerin sahip olduklar1 kiiltiirel sermaye, kiiltiirel alanlarla iliskilerde
kendini gostermektedir. Lise 6grencisi olmay1 tanimlayan 6grenci pratikleri gesitli
kiiltiirel tiiketim aligkanliklariyla karsimiza ¢ikmaktadir. Bu aligkanliklar 6grenim
goriilen lise tlirline gore degismektedir. Ayrica, kiiltiirel tiiketim aligkanliklarina farkl
anlamlar yiiklendigi goriilmektedir. Bu tiiketim aligkanliklar1 acisindan sosyal
etkinlikler bazi &grencilerin giinliik rutinlerinin ayrilmaz bir parcasi olabilirken
cogunlugu icin bu etkinlikler ¢cok da onemli degildir. Sosyal etkinliklerin bir
Ogrencinin yasaminda ne Olciide yer aldigi, ebeveynlerin toplumsal konumu, sahip
olduklar1 sermaye bicimi ve hacmi, ebeveynlerin ¢ocugun gelecek planlari agisindan
bu etkinliklere verdigi 6nem, okulun kurumsal doxast ve habitusu gibi ¢esitli
mekanizmalara baghdir. Kimi 06grenciler, yiiksek statiilii sosyal ve Kkiiltiirel
etkinliklerde bulunmanin, egitim geleceklerinde kendilerini istlinliiklii bir konuma
getirecegine inanmaktadir. Ogrenciler degerli oluslarmi ya da degersizliklerini diger
okullarin onlar igin ne anlama geldigi tizerine yapilandirma egilimindedir. Boylece
konumlarmi siirekli deneyerek gelecekte nelerle karsilagsacaklarini kestirmeye
calisirlar. Bu aslinda bize toplumsal hiyerarside olasi bir ¢atisma ya da kimin ast-iist
iligkileri kuracagi hakkinda ipuclar1 verir. Wildhagen (2009, s.178), yiiksek statiilii
kiiltiirel sermayenin gelecekteki egitim beklentilerini etkileyecegini belirtmistir.
Dolayistyla bazi okullarda 6grenciler aileleri, okullar1 ve bireysel girisimleriyle bu
etkinliklere katilmaktadir. Sozciiklerin gergekligi tanimladigi bir aile cevresinde
gegen bir ¢ocukluk, okuldaki etkilesimlerde somutlastirilacak pratikler i¢in 6nceden
akademik deneyimler saglar (Bourdieu ve Passeron, 1990). Dolayisiyla bu
aragtirmanin, lise 6grencilerinin kendilerini ifade etme bi¢imlerinde, dil kullanimina
hakimiyetlerinde ve kiiltiirel tiikketim se¢imlerinde farkliliklar belirdigini géstermesi
sasirtict degildir. Begeni, gesitli tiiketim aligkanliklari arasinda ayrim yapmak igin bir
katalizor gorevi gormektedir. Loh ve Sun'in (2020) belirttigi gibi okuma belirli bir
kiiltiirel sermayenin yansimasidir ve okul baglaminda degerlidir, ancak bu baglamda
baz1 6grencilerin ne okuma gibi sosyal etkinliklerin bilingli tiiketicileri oldugu ne de
okuma i¢in okuldan herhangi bir tesvik aldiklar1 gériilmektedir. Ogrencilerin hicbiri
ebeveynleriyle paylastiklari herhangi bir etkinlikten bahsetmemektedir; ¢ilinkii
Vincent ve Ball’in da belirttigi (2007) bu etkinlikler pahalidir ve ebeveynlerin
cocuklarint sosyal olanaklar1 kullanarak gelistirmek gibi bir planlar1 yoktur. Reay
(1998), orta sinifin egitime, 6zellikle de yiiksekdgretime odaklanmasinin bir kesinlik
baglami oldugunu ¢iinkii kendilerine benzeyen insanlarla ayni yolu izlemeleri
gerektigini diisiindiiklerini belirtmistir. Bu durum, aile igindeki basar1 onceligi ile
ilgilidir.

Bourdieu (1984) toplumsal konumlar ve yoriingelerin bireyler arasinda rastgele
dagilmadigmi vurgulayarak toplumsal konumlar ile bunlart isgal edenlerin
yatkinliklar1 arasinda saglam bir karsilikli iligki oldugunu vurgulamaktadir.
Yatkmliklar ile bir konumun gereklilikleri arasindaki belirgin uyum kismen, ya
dogustan belirli roller i¢in uygun olduklarina inandiklar1 ya da zaman iginde istekleri
ve basarilar1 arasinda karsilikli bir uyum algiladiklari i¢in hali hazirda o konumlar i¢in
uygun olan bireyleri yonlendiren mekanizmalara atfedilebilir. Bu bakis agilari,
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toplumdaki baskin gruplarin ayricalikli statiilerini korumak igin kitlik kosullari
yarattigini one siiren toplumsal yeniden iiretim kurami ile uyumludur. Egitim
alaninda, okullagsma pratikleriyle, toplumdaki ayricalikli gruplarin yararina isleyen
bazi ortiikk veya agik mekanizmalar vardir. Soylu ve Sever (2022) toplumsal
ayricaliklarin yeniden iiretimini incelemek amaciyla 6zel okullar1 arastirmis ve 6zel
okullarin ayricalikli gruplarin toplumdaki ayricalikli statiilerini siirdiirmelerinde
temel mekanizma oldugu sonucuna varmistir. Toplumsal ayricaliklar ailede
ogrenilmekle birlikte, 6zel okullardaki okul i¢i pratikler, pedagojik araglar ve 6zellikle
program dis1 etkinlikler aracilifiyla yeniden iiretilmekte ve pekistirilmektedir (Soylu
ve Sever, 2022). Ancak biz arastirmamizi devlet okullar1 baglaminda gergeklestirdik
ve akademik siralama sisteminin bir sonucu olarak en yiiksek puanli okullardaki
ogrencilerin ayricaliklt bir konumda olduklarini diisiindiiklerini ve bu konumu
korumak istedikleri sonucuna ulastik. Ogrencilerin dikkate deger 6zelliklerinin,
gitmemeyi tercih ettikleri lise tiirlerini vurguladiklarinda ve eksiklikleri 6ne ¢ikararak
endiselerini dile getirdiklerinde belirdigini fark ettik.

Lise se¢iminin, toplumsal beklentiler ve algilanan {istiinliiklerden etkilenen
stratejik bir karar oldugu ancak ayni zamanda Ogrencilerin sosyo-ekonomik
kisitlamalar ve kurumsal oOnyargilar nedeniyle smirli segeneklerle karsi karsiya
kalarak bir secim yanilsamasini siirdiirdiigii bulunmustur. Ayrica, 6grencilerin lise
secimine iligkin paylastigi bakis agilari, giiclii bir hak edis duygusunu ortaya
koymaktadir. Diger bir bulgu ise, 6grencilerin; kiiltiirel tilketim aligkanliklarmin ve
se¢imlerinin, uzun vadeli yatkinliklari, ailelerinden miras aldiklar kiiltiirel sermaye
ve devam ettikleri okulun habitusu arasindaki etkilesimden etkilendigi ve sonug
olarak kiiltiirel alanlara katilimlarin1 bigimlendirdigidir. Ogrencilerin spora katilimu,
ogrencilerin kendilerini ifade etmek ic¢in spora katilimlarini etkileyen toplumsal
cinsiyet ve kiiltiirel sermayenin karmasik bir etkilesimini ortaya koymaktadir. Bu
dinamikler, toplumsal konum ve cinsiyetten etkilenen c¢esitli motivasyonlari,
secimleri ve olanaklara erisimi yansitmaktadir. Mutz ve Miiller (2021) spora katilimin
sosyal olarak insa edildigini ileri siirmektedir. Cesitli caligmalar, dgrencilerin spora
katilim pratiklerinin ve spor tercihlerinin belirleyicilerinin sosyal sinif ve toplumsal
cinsiyet oldugunu gostermistir (Coakley ve White, 1992; Ferry ve Lund, 2016; Miitz
ve Miiller, 2021; Strandbu vd., 2020; Wright vd., 2003). Geleneksel eril perspektiften
bakildiginda spor; rekabet, giic ve kuvvet gibi kavramlarla iliskilendirildiginden
(Richman ve Shaffer, 2000; Strandbu vd., 2020), bu perspektifin 6grencilerin spora
katilim pratikleri izerinde etkili olabilecegini sdylemek miimkiindiir. Bununla birlikte
Dumais (2002), spora katilimin hem erkek hem de kiz 6grenciler tizerindeki olumlu
etkisini vurgulamaktadir. Richman ve Shaffer (2000) arastirmalarinda, ergenlik
cagindaki kadinlar arasinda spora katilimin fiziksel gelisimi ve beden imaj1 algisin
olumlu yonde destekledigini ve benlik saygisini gelistirdigini bulmuslardir. Spora
katilm ve bunun gocuklar ve ergenler iizerindeki etkilerine iligkin, benlik algisi,
benlik saygisi ve sosyal kabul {izerinde olumlu etkileri oldugu sonucuna varan énemli
aragtirmalar bulunmaktadir (Balaguer vd., 2012; Daniels ve Leaper, 2006; Pot vd.,
2016; Richman ve Shaffer, 2000; Slutzky ve Simpkins, 2009; Wretman, 2017). Lise
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doneminde spora katilim, Ozsaygmin bir yansimasi olarak degerlendirilebilir
(Richman ve Shaffer, 2000) ve 6grenciler icin sosyallesme baglami sagladigindan
sonug olarak katilim se¢imlerinde akran etkisi 6n plana ¢ikmaktadir (Pot vd., 2016).
Aragtirmalar, lise 6grencileri i¢in spora katilimin, i¢inde yasadiklar sosyal diinyayla
baglanti kurmanin bir mekanizmasi veya yolu olarak goriildiigiinii, dolayistyla bu
pratigin benlik kavrami ve kimlik olusturma siireciyle iligkili oldugunu gostermistir
(Coakley ve White, 1992; Wright vd., 2003). Bununla birlikte, Coakley ve White'in
(1992) vurguladig gibi, "spora katilim ve spor becerileri genglerin yagamlarindaki
diger konu ve kaygilarin periferisinde yer almaktadir" (s.32), bizim bulgularimiz da
lise 6grencilerinin yagamlarinda sporun periferik konumuna isaret etmektedir; ¢iinkii
ogrencilerin liniversiteye giris i¢in uygulanan merkezi sinav kaygilari olmakla birlikte
ebeveynlerinin ve yakin gevrelerinin de onlardan akademik basart beklentileri vardir.
Spor, Ogretim programi agisindan ders disi bir etkinlik olarak goriildiigiinden,
ogrenciler ve ebeveynler spora farkli anlamlar yiiklemektedir. Dolayisiyla,
aragtirmamiz baglaminda spor, lise 6grencileri i¢in benlik sunumunun bir yolu olarak
goriilebilir.

Bu aragtirma, ele alinan konunun derinlemesine incelenmesi ve gelecekte
yiriitillecek arastirmalar i¢in kapsamli bakis agilari sunmaktadir. Tiirk egitim sistemi
baglaminda, lise 6grencilerinin egitim yoriingelerinin kesisme noktalarini 6grenci
pratikleri agisindan inceleme konusunda daha fazla arastirma yapilmasi
gerekmektedir. Bu ¢alisma, farkli lise ortamlarinda 6grencilerin deneyimledikleri
cesitli yollar, engeller ve hedefler hakkinda kapsamli ve incelikli bakis agilari
sunmaya caligmakta ve bdylece egitim alaninin daha derinlemesine anlagilmasina
katkida bulunmaktadir. Dahasi, bu c¢alismanm bulgular;; gelecekteki egitim
politikalart ve uygulamalarini bilgilendirme ve bigimlendirme, egitim sdylemini
zenginlestirme ve alanda anlaml ilerlemeleri tegvik etme potansiyeline sahiptir.

Ogrencilerin egitim yoriingeleri, farkli liselerde konumlanmalarinin hem nedeni
hem de sonucu olurken, lise dgrencisi olmaktan kaynaklanan bazi pratikler, bu
yoriingelerin kesisimini olusturan 6zleri ortaya g¢ikarmaktadir. Belirli bir alanda
kiiltiirel sermayeye sahip olmak, o alandaki konumu korumak adina nasil
diisiiniileceginin ya da hareket edileceginin yolunu acar. Dolayisiyla ilgili kiiltiirel
sermayeye sahip olmak, bireyleri verili alanda dstiinliiklii ve hatta ayricalikli
konumlara veya yoriingelere yerlestirir (Edgerton ve Roberts, 2014). Diger bir agidan
da okullagma siireci boyunca evdeki habitus ile okuldaki habitusun etkilesimi, 6grenci
habitusunun olusumunda belirleyicidir. Ancak habitus olusumunda etkisi olan bir
diger mekanizma da sermayedir. Habitus ve sermaye birbirinden ayristirilamaz.
Evdeki habitus okuldaki habitus ile Ortistiigiinde, Ogrenci pratikleri okulda
kendiliginden ortaya ¢ikar ¢iinkii somutlasmis durumdaki kiiltiirel sermaye kendini
gosterecek bir alan bulmustur. Bu arastirmaya gelince, tiim 6grenciler alanda oyunun
kurallariyla bas edebilmektedir ve hepsi okullar1 baglamindaki pratiklere asinadir.
Belirli bir anda bu okullarda 6grenci olmak, tesadiifi bir karsilasmanin ya da
Ogrencilerin ve ebeveynlerinin rasyonel se¢imlerinin sonucu degil, dgrencilerin
egitim yoriingelerinde 6nceden belirlenmig bir konuma ulastiklarinin gostergesi ve bir
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sonraki agamada, yiiksekogretimde nerede olacaklarinin bir 6n gostergesidir. Bireyler
egitim yoriingelerinde ilerledikge ve farkli konumlarda bulundukga, 6zellikleri
sistemin yeniden yonlendirme, segme ve disarida birakma gibi etkilerinin bir sonucu
olarak gelisir (Bourdieu ve Passeron, 1990).

Peki ya evin habitusu ve okuldaki habitus uyusmazsa? Bir tutarsizlik
durumunda, bireysel failin konumu ve yatkinliklar1 arasinda bir miicadele olacaktir
(Bourdieu, 2021). Benzer bi¢cimde, Bourdieu ve Passeron'un (1990) 6ne siirdiigii gibi,
egitim sistemi ancak sahip oldugunu varsaydig kiiltiirel sermayeye sahip dgrencilere
seslendigi siirece iglevini yerine getirebiliyorsa, bu islevin bireylerin toplumsal
hareketliligini sagladigi varsayimini bugilin nasil yorumlamaliy1iz? Yang (2014),
yeniden tretim kuramma gore egitimin bireyleri yerinde tutan tek mekanizma
oldugunu ve pratigin bireysel eylemle degil yapiyla baglamasi nedeniyle
Bourdieu'nun yaklagiminin  belirleyici olarak  goriilldiigiinii  belirtmektedir.
Bourdieu'nun pratik kuramina yonelik elestiriler, yapilandirict yapi olarak habitusun
belirleyici yonii lizerinde yogunlasmaktadir. Bu elestiriler, habitusun bireysel faillige
yeterince alan agmadigi goriisiinde birlesmektedir (Edgerton ve Roberts, 2014).
Aslinda, bu habitus¢u determinizm elestirilerini kigkirtan sey, habitusun pratik
iizerindeki On-yansitict 6zelligidir (Reay, 2004). Ancak Bourdieu, alani iliskiler
acisindan tanimlar ve bunu yaparak pratikte hem nedenler hem de gerekgelere giiglii
bir vurgu yapan diisiiniimsel sosyolojisiyle nesnellik- 6znellik ikililigini agmaya
caligir. Habitus yalnizca toplumsallagmis 6znelligi degil ayn1 zamanda bireysel failligi
de igerir. Bu bakimdan pratiklerin ortaya ¢ikisinda yalnizca yapi degil, fail ve ikisi
arasindaki karsilikli iliskiler de kiskirticidir. Giindelik yasamdaki tiim karsilagmalar,
olumsalliklarin yani sira tipikliklerin ve diisiiniimselliklerin de anlaridir (Unsald,
2020). Bu agidan bakildiginda bu okullarda neler olup bittigi {izerine kafa yormak,
makro ve mikro diizeylerin i¢ ige gectigini g6z ardi etmeden mikro diizeyde dgrenci
pratiklerine odaklanmaktan gegmektedir. Habitus ve kiiltiirel sermaye mercekleri
araciligiyla alandaki 6grenci pratiklerinin gdriinen kisminin altina bakmak, makro ve
mikro, dolayistyla yapi1 ve fail arasindaki i¢ ice ge¢mis dogay1 agikga gozler dniine
sermektedir. Kapsamli bir fenomenoloji arastirmasi yiriitmek, grencilerin farkl
liselerdeki pratiklerini ¢6ziimlemenin islevsel bir yoludur. Bu arastirma ile
aragtirmacilar, fenomenolojik bir ¢dziimleme kullanarak lise 6grencilerinin benzersiz
egitim deneyimleri ve yollar1 hakkinda degerli iggoriiler elde etmis ve boylece
Ogrencilerin gesitli lise tiirlerindeki egitim yolculuklarindaki karmasik kesisimleri ve
icsel karmasikliklar1 aragtirmak i¢in fenomenolojik ¢6ziimlemelerin Gnemini de
ortaya koymuslardir.

Bourdieu ve Passeron (1990), egitim sisteminin, okulun beklentilerini yerine
getirmek icin yeterince donanimli olmayan 6grencilerin beklentilerini karsilamadigini
belirtirken, okulun da etkili bir bigimde isleyis gdsterebilmesi i¢in dnceden okulun
beklentilerini karsgilayan bir 6grenci profili istedigini ortaya koymaktadir. O halde bu
noktada bir egitimci, bir arastirmaci ve bir sosyolog olmanin sorumluluguyla bir soru
sormamiz gerekiyor: Okulun gereksinimlerini karsilamas1 gereken 6grenenler midir
yoksa okul mudur 6grenenlerin beklentilerini kargilamasi gereken?
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The purpose of children's literature is to enable children to gain sensitivity about
human beings and life, to develop their feelings for the beautiful, to expand their
universe of feelings and thoughts, to provide them with clues about life and human
reality fictionalized with an artist's sensitivity, to make them intuit the possibilities of
using their mother tongue and to make them individuals who can constantly interact
with written culture; to contribute to their various developments, to provide children
with an implicit education and to prepare them for life by enabling them to witness
the multidimensional ways of hearing, thinking, acting and problem-solving of their
readers through the characters and events they narrate (Aslan, 2008; Aslan 2019;
Dilidiizgiin, 2018; Sever, 2003; Veziroglu & Gonen, 2013).

Distinguished children's literature is recognized as a potent pedagogical tool,
finding extensive application within adult education for diverse objectives. It serves
to present narratives that captivate students across age groups, kindling their curiosity
and aligning with their interests. Furthermore, it has the unique capacity to invigorate
scientific inquiry and illuminate scientific subjects. This genre of literature enjoys
widespread deployment in adult education, serving diverse functions (Appelt, 1985;
Bloem & Padak, 1996; Bradbury & Liu, 2003; Brazee, 1992; Elley & Mangubhai,
1983; Elley, 1989; Flickinger, 1984; Galda, 2000; Glazer & Giorgis, 2005; Johnston
& Frazee, 2011; Mikulecky, 2007; Morgan, 2009). Among the domains where
children's literature products find frequent application in adult education, adult
literacy programs stand out prominently. These products are harnessed to enhance the
literacy and scholastic competencies of individuals from low-income backgrounds,
those with developmental delays, as well as those who may be linguistically and
academically underprivileged. Their usage aims to augment interest levels and self-
assurance, augment familiarity with children's literature, heighten awareness, expose
learners to various forms of children's literary works, and encourage parents to engage
in joint reading endeavors with their children. This collaborative effort not only fosters
increased quality time together but also contributes substantively to the advancement
of their children's reading proficiency and comprehension abilities. Moreover, it
serves as an invaluable tool for discerning parental aspirations, identifying literacy
challenges and requirements, and ascertaining their aspirations for their children’s
educational journey (Alkan-Ersoy & Bayraktar, 2018; Barber-Carey, 1995; Neuman,
1995). It further aids in elucidating parents' objectives, literacy impediments, and
needs, thus providing valuable insights into their desires for their offspring's
educational pursuits (Johnson et al., 1995; Neuman et al., 1996).

Children's literature products have found valuable application in the realm of
adult education, particularly in the instruction of adults acquiring English as a foreign
language. It has been ascertained that incorporating such literary works in foreign
language education yields a spectrum of benefits. These encompass the infusion of
enjoyment into the learning process, refinement of word pronunciation, enhancement
of linguistic proficiency, the establishment of a more meaningful learning milieu,
elevation of students' self-assurance and motivation, and the transition towards
engaging with adult literature as linguistic competence advances. In addition, teachers
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teaching English as a foreign language stated that children's literature should be used
more frequently as an auxiliary tool (Al Khaiyali, 2014; Ho, 2000; Johnston & Frazee,
2011; Lee, 2015; Zhang, 2008). Language theorists posit a compelling educational
rationale for immersing adult learners in the realm of picture books and young adult
novels. Such environments are deemed the most apt learning arenas for adult literacy
learners, affording ample opportunities for the honing of reading, listening, speaking,
writing, and cogitative faculties (Weibel, 1994).

Children's literature serves as a valuable supplementary instrument in the
instruction of course material to secondary and higher education students. Picture
books, in particular, exhibit a remarkable versatility, bolstering motivation within the
learning process. They play a pivotal role in fostering the refinement of children's
reading proficiencies and also catalyze parental improvement in this domain (Massey,
2015; Sharp, 1991). In the hands of an adept language and literature educator,
children's picture books assume a significant role across all age cohorts. Certain
picture books hold a distinct significance for middle and high school instructors
working with linguistically and culturally diverse student populations. These
resources aid in honing children's capacity to select and deploy words contextually,
construct fluent sentences, and engage in attentive listening and written expression.
Moreover, they prove invaluable in elucidating specific cultural traditions and serve
as a foundation for stimulating classroom dialogues centered around diverse cultural
concepts (Danielson, 1992; Dean & Grierson, 2005; Premont et al., 2017). According
to Graham (2000), employing picture books as a pedagogical tool for elucidating
intricate concepts to middle school students enhances their literacy proficiencies and
facilitates their grasp of literary elements. Furthermore, it offers an avenue for
imparting knowledge regarding the formal and structural attributes of text, as well as
conveying principles related to mathematics, history, science experiments, and human
relations. In line with this perspective, Drinkhouse (2017) contends that augmenting
the curriculum with illustrated children's literature products contributes significantly
to students' comprehension of the subject matter. This approach not only ensures
active engagement in the learning process but also exerts a positive influence on the
overall classroom atmosphere and cultural milieu.

At the university level, children's literature finds significant application,
particularly within teacher education programs and initiatives aimed at bolstering the
professional development of educators. Children's books are effective learning tools
for university students. Many of these books involve strong emotional responses and
this helps to establish an effective connection between students and the theory.
Research has shown that these products are effective tools to facilitate understanding
of subject matter, concretize ideas discussed in the classroom, and are suitable for
widespread use in teacher education for a variety of purposes (Costello & Kolodziej,
2006; Daly & Blakeney-Williams, 2015; Meyerson, 2006; Schulman, 1987).
Children’s literature products also play a pivotal role in augmenting the knowledge
base of preservice teachers concerning exemplary literary works and classroom
dynamics. They serve as catalysts for absorbing course content, enabling the
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demonstration of effective techniques for imparting literature to children and
deepening understanding of childhood and the needs of young learners. Additionally,
they inspire a quest for more noteworthy children's authors and illustrators, stimulate
active participation in classroom dialogues, and furnish a wealth of educational
resources (Freeman et al., 2011). The demonstration of the potency of various picture
books in fostering critical literacy within the classroom environment assumes a
significant role. This practice creates a secure and inclusive space for educators and
preservice teachers to engage with the ideas encapsulated in these literary works
(Johnston & Bainbridge, 2013). Notably, such strategies have been demonstrated to
elevate teachers' proficiency in effectively utilizing both children's literature and
young adult literature (Bloem & Padak, 1996).

Children's literature has been used in adult education to inform and raise
awareness of adults on various issues. Simoncini, Pamphilon, and Mikhailovich
(2017) used children's picture books to convey agricultural messages to farmers and
their families and concluded that they are powerful tools for low-literate women
farmers and their families to learn and reinforce good agricultural practices. Doneson
(1991) used children's literature to encourage pregnant or childbearing high school
students, especially reluctant readers, to read books on topics of interest to them, such
as child-rearing, to introduce them to books and magazines that they could use as
resources on parenting and child development; and to introduce mothers and expectant
mothers to children's books appropriate for different age groups and developmental
stages so that they could feel comfortable and confident about reading to their
children. Bloem's (1995) study, which attempted to answer some general questions
about basic adult education and development teachers' practices of using children's
literature in the adult literacy classroom, concluded that some children's literature can
be enjoyed and read by a wide range of ages; that these books are entertaining,
informative and illustrative; that adults will not be offended by the use of children's
literature if appropriate titles are chosen and used carefully; and that picture books are
suitable for short instructional periods.

When the aforementioned studies are examined, it is seen that children's
literature products are mostly used for educational purposes in adult education
programs, such as supporting the development of academically inadequate parents in
various aspects, equipping them with the knowledge and skills that will enable them
to contribute to their children's education, making foreign language education fun and
easier. These products have also been used to help older students understand difficult
and abstract subjects, to support the development of prospective teachers and teachers,
to increase their experience and competence, and to raise the awareness of adults on
various issues. Some adults read children's literature products in line with their
interests and desires without being bound to any adult education program because,
according to Rundell (2020), "Reading children's books is a good experience for
adults. It is not a hiding place but a finding place. Adults should read children's books
to remember what it is like to want the impossible and perhaps not impossible, to see
the world with two pairs of eyes, both in adulthood and in childhood" (pp. 59-62). In
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this study, unlike the studies mentioned above, we tried to learn the thoughts of adults
who read children's books voluntarily, not as part of any program, but simply because
they are interested in who they read these books for and how they contribute to
themselves, directly from the adults who have experienced this work. Since there is
no other study conducted for this purpose, this study, which will fill a gap in the
literature, is thought to be original and important.

Aim

The principal aim of this study is to elucidate the perspectives of adults regarding
the children's literature they choose to read during their adulthood. Specifically, the
study intends to explore the motivations behind their choices, the intended audience
for their reading, and the manifold benefits and contributions these books offer to

them. To address these objectives, the study endeavors to answer the following key
questions:

1. For whom do adults read children's literature?

2. What do adults think about the contributions of children's literature to
themselves?

Method

This section includes information on the research model, study group, data
source, data analysis, validity, and reliability.

Research Design

The present study, centered on ascertaining adult perspectives on the
enrichments garnered from voluntarily engaging with children's literature in
adulthood, adopts a fundamental qualitative research methodology. Qualitative
research assumes paramount importance in discerning the nuanced ways in which
individuals construct their understanding of the world, the experiences that shape
them, and the meanings they ascribe to these experiences. Basic qualitative research
is concerned with how people interpret their experiences and lives, how they construct
their world, and what kind of meanings they attach to their experiences (Glesne, 2013;
Merriam, 2018).

Study Group

The group was determined through "criterion sampling”, one of the purposeful
sampling methods within the qualitative research approach (Yildirim & Simsek,
2013). A total of 221 volunteer adults (mostly teachers, pre-service teachers, research
assistants, and master's and doctoral students) who were educated at undergraduate,
master's, and doctoral levels, who had knowledge, ideas, experiences, or lives related
to children's literature, who took or were taking children's literature courses, and who
used children's literature products in their studies were selected as the study group of
this research. The reason for selecting these participants was to collect detailed and
in-depth data on the research question.
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Of the participants, 186 were female and 35 were male. The age range density
of the participants is 35-44 (f: 93), 45-54 (f: 60), 25-34 (f: 41), 18-24 (f: 18), 55-64 (f:
8). Eighty-four of the participants have bachelor's degree, 71 have master's degree,
and 66 have doctorate degrees. One hundred fifty-two of the participants were
married, and 69 were single. While 81 of the participants do not have children, 68 of
them have one child, 65 of them have two children, and 8 of them have three or more
children.

Data Collection Tool and Collecting the Data

In this study, an online form in which the participants expressed their opinions
in writing and an interview form with semi-structured questions were used as data
collection tools. The data source of the study is the written responses of the adult
participants who read children's literature products with their own interest and
willingness to the questions in the form and the responses of the interviewed
participants to the questions in the semi-structured interview form.

One of the data collection tools of this study is a written opinion form titled "The
Contribution of Children's Books to Adults Form" prepared by the researchers
(Google Forms), which includes open-ended questions appropriate to the purpose.
While preparing this form, care was taken to ensure that the questions were clear,
comprehensible, and of a nature that would allow for an explanation to obtain the
views of the candidates completely. The questions in the form were also sent to 7
experts working on children's literature and measurement and evaluation, and after
being edited in line with their feedback, a pilot study was conducted on five adults.
After the pilot study, the form was finalized and applied to the candidates online. The
form includes four questions in accordance with the purpose of the research. The
questions evaluated within the scope of the research are presented below:

1. For whom do you read children's books?

2. Do you think that the children's books you read in adulthood have
contributed to you? If yes, could you please write what kind/how children's
books have contributed to you?

In addition to the online opinion form, another critical data collection tool
utilized in this study was a semi-structured interview guide meticulously prepared by
the researchers. The interview questions were formulated by expert opinions to ensure
a more comprehensive and in-depth exploration of the subject matter. This interview
guide was employed to conduct face-to-face interviews with five volunteer adults
known for their keen interest in and voluntary reading of children's books. The
interviews were concluded upon reaching a point of data saturation, indicating that a
rich and diverse array of insights had been gathered. On average, each face-to-face
interview spanned approximately 25-30 minutes. To summarize, this study employed
both an online form, through which participants provided written opinions, and a
semi-structured interview guide to gather data. The primary data sources encompassed
the written responses of adult participants who engaged with children's literature out
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of their volition and interest, as well as the insights gleaned from the semi-structured
interviews.

Ethical Committee Approval

With the decision of Ankara University Social Sciences Sub Ethics Committee
dated 21.11.2022 and numbered 20/61, it was unanimously decided that ethics
committee approval was not required in this study.

Data Analysis

The data obtained from the written opinion form and face-to-face interviews
were analyzed using the content analysis technique; the themes and categories
obtained in the research report were presented in figures and tables. Content analysis
is a technique that investigates social reality by objectively and systematically
classifying the message contained in verbal, written, and other materials in terms of
meaning and grammar, transforming it into numbers and making inferences
(Tavsancil & Aslan, 2001). Content analysis is the process of summarizing the data
related to a subject with words or groups of words that reflect the content to better
understand the data, categorizing them, and transferring them by creating codes within
the predetermined rules by the researchers (Biiyiikoztiirk et al., 2008).

In this study, content analysis was chosen since it aimed to summarize the
responses given by the adults in a sequential manner with words and word groups and
to reach cause-effect relationships by organizing them under certain categories and
themes. Within the scope of this analysis, similar data are brought together within the
framework of certain concepts and themes, organized and interpreted in a way that
the reader can understand, because the aim of content analysis is to reach concepts
and cause-and-effect relationships that can explain the collected data (Yildirm &
Simsek, 2013).

First, the participants' responses to the semi-structured interview questions were
transcribed, and then the participants' written responses to the Google form document
and their responses to the semi-structured interview questions were evaluated
together. In the study, inductive analysis was used, sub-dimensions were identified
and these were developed as sub-themes and category areas. The aim of the inductive
analysis is to reveal the concepts underlying the data and the relationships between
these concepts through coding (Yildirmm & Simsek, 2013). The codes obtained as a
result of the analysis were brought together to form meaningful groups, categories
were formed and themes were reached in the last stage. In addition, each form and the
text of the interview transcripts were given a number, and this number was placed
next to the letter K, which is the abbreviation of the word "Participant”, and the letter
G, which is the abbreviation of the word "Interviewer", to understand whom the
quotations belong to. For example, participant number one is given as "K1" and
interviewer number one as "G1". In the findings section, as a requirement of
qualitative research, the participants' responses supporting the themes and categories
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in both the written opinion form and the face-to-face interviews are presented as direct
guotations.

Plausibility (Internal Validity)

Validity, in broad terms, pertains to the accuracy and truthfulness of research
outcomes. Plausibility, which refers to internal validity, centers around the question
of whether research findings align with the external reality, whether they are
congruent with current empirical knowledge, and whether researchers effectively
observed and measured the intended subject (Merriam, 2018). It concerns the
adequacy of the methodology employed in uncovering and presenting the reality
under investigation. To establish credibility, a researcher must demonstrate
consistency in data collection and analysis processes and clearly explain how this
consistency is maintained. Continual self-questioning and critical evaluation of the
research process are crucial, ensuring that the obtained findings and conclusions
accurately reflect the reality being studied. The researcher should also furnish
transparent and comprehensible explanations that instill confidence in the reader
regarding the measures taken to verify the research's validity (Yildirim & Simsek,
2013). In this study, to ensure plausibility, the purposefulness of the processes
followed in reaching the results and their adequacy in revealing the studied reality
were constantly questioned. Clear and comprehensible explanations were made about
ensuring consistency during the data collection and analysis stages. Prior to the
application, twelve experts, five of whom were experts in the field of measurement
and evaluation and seven of whom were experts in the field of children's literature,
were consulted about the appropriateness and comprehensibility of the questions in
the written opinion form prepared by the researchers; the questions were reorganized
by taking into account the suggestions and criticisms of the experts. In addition, a pilot
study was conducted with three participants; the participant responses to each question
were repeated, the participants were asked to confirm these responses, and the
questions were finalized by correcting any misunderstandings. To ensure internal
validity, data triangulation was also performed; in addition to receiving written
opinions from a large number of participants, face-to-face interviews were conducted
with five participants through semi-structured questions. Expert opinions were also
obtained for the questions prepared for this purpose. According to Merriam (2018),
"ensuring appropriate and adequate participation in data collection processes” is
another important strategy for credibility. For this purpose, the suitability of the
participants to the specified criteria was considered, and written opinions and oral
interviews were continued through the form applied online until it was understood
that data saturation was reached.

Transferability (External Validity)

Transferability, or external validity, pertains to the extent to which research
findings can be applied or generalized to similar groups or settings. It involves the
potential for research results to be relevant and applicable in diverse contexts. If a
study's findings can be extended to comparable environments and situations, it is
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deemed transferable (Yildirnm & Simsek, 2013). The researcher bears the
responsibility of furnishing readers with comprehensive information about the study's
context and conditions, enabling them to draw comparisons with their circumstances
and determine the applicability of the findings. A key strategy for enhancing
transferability lies in providing rich and detailed descriptions. This encompasses
thorough accounts of the setting and participants, coupled with an intricate portrayal
of the findings substantiated by pertinent evidence in the form of participant
quotations, research notes, and supporting documents. This approach enhances the
reader's ability to envision the study's context and assess its potential applicability to
their situation. Another way to increase transferability is through careful and
thoughtful sample selection. If the maximum diversity in the sample is ensured in
determining the environments where the research will be applied and in selecting the
individuals to be interviewed, the study can be used by readers and consumers in more
areas and for different purposes (Merriam, 2018). In this study, care was taken to
ensure that the participants consisted of people who would contribute to achieving the
purpose of the study, and the criteria were determined accordingly. External validity
was ensured as written opinions were obtained from many participants, and oral
opinions were obtained from five participants. To support the themes reached, direct
quotations were made from the participants' answers to the questions in written and
oral forms.

Consistency (Internal Reliability) and Verifiability

Consistency, also known as internal reliability, pertains to whether other
researchers would arrive at similar conclusions when presented with the same data.
To enhance internal reliability, it is crucial to present collected data descriptively. The
researcher should avoid introducing interpretations at this stage, leaving such analysis
for later (LeCompte & Goetz, 1982). In this study, data were initially presented in
their raw form without interpretation, with the discussion section later providing the
interpretive analysis. This approach ensured that readers could engage with the
uninterpreted data. Conducting the same research with multiple researchers is another
strategy to bolster internal reliability (LeCompte & Goetz, 1982). In this study, two
researchers carried out the research, and the insights of experts in the field of children's
literature were frequently sought. Within the framework of confirmability, it is
incumbent upon the qualitative researcher to consistently cross-verify the results with
the collected data and offer a sound rationale to the reader within this context
(Yildirnm & Simsek, 2013).

This practice further reinforces the credibility and trustworthiness of the
research findings. The results reached in this study were constantly confirmed with
the collected data and explained to the readers. To ensure the consistency and
verifiability of the research, all data collection tools used in the research, raw data,
codings made during the analysis phase, and notes on the perceptions and inferences
that form the basis of these codings were kept and kept ready for review when
necessary. Due to the large number of participants in the study group and the
complexity and multifaceted nature of the responses to the questions, all of the data
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were analyzed jointly by two researchers. In cases where two researchers coded
differently, they were discussed until a consensus was reached.

External Reliability

External reliability pertains to the consistency of research findings when applied
in similar contexts (Yildirim & Simsek, 2013). To enhance external reliability, it is
imperative to precisely delineate the individuals serving as data sources in the
research. It is equally crucial to articulate the conceptual framework and assumptions
employed in data analysis. Furthermore, comprehensive elucidations regarding the
methodologies for data collection and analysis must be provided (LeCompte & Goetz,
1982). In this particular study, meticulous explications were offered regarding the
participants to safeguard external reliability. The conceptual framework played a
pivotal role in scrutinizing and construing the data. Additionally, the specification of
the research model and the study cohort, the tools employed for data collection, the
procedures for data acquisition and analysis, as well as the methodology for
organizing the findings were expounded upon in detail. The results are correlated with
the data obtained from the research.

Results
The findings on for whom adults read children's books and the contributions of
children's books to them were analyzed under two headings.
Findings Regarding For Whom Adults Read Children’s Literature
Graph 1 presents information on whom adults read children's books.

Figure 1
For Whom Do Adults Read Children's Books?
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According to Graph 1, when asked for whom they read children's books, 155
adults answered for themselves, 107 for their children, 100 for their students, 41 for
their relatives, and 32 for their friends' children and relatives.

Findings on the Contribution of Children's Books to Adults

The themes and categories obtained from the opinions on the contribution of
children’s books to adults are presented in Figure 2.

Figure 2
Themes and Categories Related to the Contribution of Children’s Literature to Adults
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As can be seen in Figure 2, the contributions of children's books to adults are
categorized under four themes: "self-knowledge and understanding,” "increasing
subjective well-being," "self-development,” and "understanding the child and
facilitating communication with the child. " The frequency distributions of the
contributions are listed from most to least as "understanding and communicating with
the child" (f=147), "knowing and understanding oneself" (f=113), "self-development"
(f=94), “increasing subjective well-being" (f=83). Under the theme of "self-
knowledge and understanding", there are three categories: "making them realize their
sense of self”, "helping them connect with their childhood" and “questioning their
values". Under the theme of "increasing subjective well-being", there are eight

categories: "giving joy and happiness”, "positively affecting the perspective on life",
"coping with difficult emotions and problems", "having fun", "giving hope", "giving
courage", "healing and relaxing" and "making you feel that you are not alone". Under
the theme of "self-development"”, the categories of "academic and professional
development™ and "personal development” were included; under the theme of
"understanding the child and communicating with the child”, the categories of
"facilitating communication with the child” and "understanding the reality of the
child" were included. The frequency values of the themes, categories, and codes
related to the contribution of children's books to adults are shown under the relevant

finding titles.

Findings Related to the Theme of Understanding and Communicating with
Children

The frequency values of the categories and codes related to the theme of
"understanding the child and communicating with the child" of children's books are
shown in Table 1.

Table 1
Categories and Codes Related to the Theme of Understanding and Communicating
with Children

Understanding and Communicating with Children

Facilitating Communication with the Understanding Child Reality
Child
Code f Code f
Empathizing with the child 46 Understanding the child's world 26
Demonstrating how to approach the 16  Recognizing children’s interests and 15
child needs
Establishing a common language and 15  Understanding the child's perception 11
bond with children of life, events, and adults
Demonstrating how difficult topics 4 Understanding the reason for the 10
should be communicated child's feelings, thoughts, and

behaviors in the face of events
Providing the opportunity to spend 4
high-quality time with the child
Total 85 Total 62
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As presented in Table 1, the theme of understanding and communicating with
the child (f=147) consists of the categories of facilitating communication with the
child (f=85) and understanding the reality of the child (f=62). Facilitating
communication with the child, which is the most frequently emphasized category,
includes the codes of empathizing with the child (f=46), showing how to approach the
child (f=16), establishing a common language and bond (f=15), showing how difficult
subjects should be conveyed (f=4) and providing the opportunity to spend quality time
with the child (f=4). Some of the participant views on these contributions of children's
books to adults are presented below:

e Work-life, the hustle and bustle of everyday life, makes us forget empathy,
the most basic emotion that is the basis of humanity and civilization.
Children's books remind me of that feeling. Empathy is necessary to
understand someone. Understanding changes everything (P127)

e In some books, I learned that | approached my child wrongly as a mother,
how | should approach her, and my mistakes. | saw how | should convey
difficult and sensitive issues to the child. (P3)

e Itallows me to be in constant contact with the world of children, from which
we are getting further and further away. It allows me to connect with the
child in me, and it allows me to hold a common language and a common
world with children. (P158)

Within the category of "understanding children's reality" (f=62), which was
emphasized second in the theme of "understanding the child and communicating with
the child,” there are codes for understanding the child's world (f=26), recognizing
children's interests and needs (f=15), understanding the way children perceive adults
(f=11), and understanding the reasons for children's feelings, thoughts and behaviors
in the face of events (f=10). The opinions of adults who stated that they read children's
books to understand the child's world are as follows:

e No matter how many books | read and how much experience | have, in the
end, I am an adult. | think reading children's books is a different way of
getting into children's world and conversing with them to understand them.
(P190)

e When I read the book "The Boy Who Broke His Toys," | felt that children
were curious about the inside of toys and wanted to explore them. It turns
out that children can break their toys not only to show violence but also to
pursue their sense of curiosity. With this book, I understood that | should not
pass over the apparent reality with stereotypical explanations and should
consider the reasons underlying people's behaviors. (P79)

e "The Gap" helped me understand the difficulties of young people in the
transition to adolescence (P59).
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As a result, children's books make it easier for adults to communicate with and
understand children by showing them how to empathize with them, establish a
common language and bond, approach them, and convey difficult topics.

Findings Related to the Theme of Self-Recognition and Understanding

The frequency values of the categories and codes related to the theme of "adults'
self-recognition and understanding” of children's books are presented in Table 2.

Table 2
Categories and Codes Related to the Theme of Contribution to Self-Recognition and
Understanding

Self-Recognition and Understanding

Awareness of Self- Connecting with Childhood Questioning Values
Perception
Code f Code f Code f
Self-recognition 7 Reminding forgotten 24 Universal values 12
feelings and values
Belief in your 4 Connecting with your 15 Life and its 5
power inner child meaning
Self-love 3 Recalling childhood 11 The individual 5
and his life
Accepting 3 Recognizing the cause 10 Becoming an 4
yourself as you of emotions felt as a adult
are child
Opportunity to live 4 Education system 3
childhood
Becoming a child 3
Total 17 Total 64 Total 32

Examining Table 2, it is seen that the theme of self-knowledge and
understanding is discussed in three categories: connecting with childhood (f=64),
questioning values (f=32), and realizing self-perception (f=17). The category of
connecting with childhood (f=64) consists of the codes of reminding forgotten
emotions and values (f=24), connecting with the child inside (f=15), reminding
childhood (f=11), realizing the reason for the emotions felt as a child (f=10), and
allowing experiencing childhood (f=4). Some of the participants' views on the
contribution of children's books to the connection with childhood by reminding
forgotten values and childhood are presented below:

e Itreminds me of the values | have forgotten because we are about to lose our
values and the feelings inside us (P11).

e It helps me find and bring out the child that does not grow up. (P212)
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While reading "Sandworm,” | almost went back to my childhood. |
remembered my dreams, thoughts, feelings, and sorrows as a girl.

I can say that the books helped me to find/not realize some of the causes of
conflict/anxiety/perhaps anger left over from my childhood and perhaps
burdened me. In fact, it is possible that they made me realize that the
feelings/emotions | have been carrying until now are not really like that and
have taken me to a different dimension. (P43)

The codes of universal values (f=12), life and its meaning (f=12), individual and
his/her life (f=12), being an adult (f=4), the education system (f=3), and being a child
(f=3) are included in the category of questioning one's values (f=32) under the theme
of self-knowledge and understanding. The opinions of the participants who stated that
children's books made them question themselves, their lives, some universal values,
and the education system are as follows:

Samed Behrengi's books "Bir Seftali Bin Seftali" and "Kii¢iik Kara Balik"
made me think a lot. It made me think again and again about the difference
between poor and rich and what these people go through. The other book
emphasized that we should act decisively and freely for what we want. |
asked myself questions like "Am 1 really free?", "Am | sure about what |
want?" "Am | making an effort?". Both books reminded me of some truths.
(P49)

When | read Andy Mulligan's book "Back to School,” | realized that our
education system never serves the true being and essence of a child, that it is
based on stereotyping children rather than developing them, that the real
needs of a child in a school are completely different, and that teaching should
never be the way we do it now. (P158)

Another contribution of children's books was categorized as the individual's
realization of his/her sense of self (f=17). The codes under this category are self-
recognition (f=7), believing in one's power (f=4), self-love (f=3), and self-acceptance
(f=3). The participant views that children's books contribute to the individual's self-
knowledge, acceptance, and realization of his/her power are as follows:

When | read some children's books, I come across facts that
were not asked of me in my childhood, that I did not ask, that |
did not seek answers to. With my current consciousness, | look
at the content of the books | read in the past and analyze my
codes. (P13)

It contributed a lot towards accepting myself more (P175).
Many of the "Little People Big Dreams" series show that there
is nothing that cannot be done if you want to (P179)

"The Eighth Color" made me realize my inner strength (P95)
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It is apparent from the participants' responses that children's books remind them
of forgotten feelings and values, enable the adult to connect with his/her childhood,
and take him/her back to his/her childhood. At the same time, it is also understood
from the answers given by the participants that they make it easier for the adult to
question his/her values, to recognize, love, and accept himself/herself, and to realize
his/her self-perception.

Findings Related to the Theme of Self-Development

The frequency values of the categories and codes related to the theme of self-
development of adults in children's books are shown in Table 3.

Table 3
Categories and Codes Related to the Theme of Self-Development
Self Development

Academic and Professional Personal Development
Development
Code f Code f
Doing academic work 8 Developing creativity and imagination 28
Supporting the lesson 7 Broadening perspective 22
Making the right book 6 Expanding your horizons 9
recommendation
Following new publications 4 Developing the power of expression 4
Supporting production 3 Developing art and aesthetic sense 3
Total 28 Total 66

According to Table 3, children's books contribute to an individual's self-
development (f=94). This development was categorized under two themes: academic
and professional development (f=28) and personal development (f=66). Regarding
the personal development of adults, the codes of developing creativity and
imagination (f=28), broadening the perspective (f=22), broadening the horizons (f=9),
developing the power of expression (f=4), developing the taste for art and aesthetics
(f=3) were mentioned. Some of the participant views on the contribution to the
personal development of adults are presented below:

e | think that children's books prevent my imagination from rusting (P151).

e They fascinate me; they broaden my view of life and my horizons and open
completely different windows. (P37)

e | think | open my doors to the artistic world like an art gallery that comes to
my home. | discover new worlds on every page. The simple expression in
the books helps me understand the power of the word. (P44)

e | think the illustrations and visuals in children's books contribute to me. |
mean, they interest me; the visuals interest me. Some of them are really like
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works of art. For example, when | see a children’s book illustrated by Feridun
Oral, it is impossible not to look at it; it attracts me. Because | do not just see
them as children's books; they are really like works of art. (11)

The contribution of children's books to academic and professional development
includes the codes of conducting academic studies (f=8), supporting the course (f=7),
making book proposals (f=6), following new publications (f=4), and supporting
production (f=3). Some of the participant views on the contribution of children's
books to academic and professional development are shown below:

e | can use it as a developmental tool when preparing lessons. Sometimes, |
think it shows the way to explain a phenomenon easily and simply. (P202)

e Of course, there are also contributions, such as following children's literature,
examining the current situation, and guiding my students. (P122)

e | also have tiny little doodles. | read them to contribute to this field myself.
The other day, a tiny article of mine appeared in a magazine for preschool
children. I try to write in my projects. | love writing; | read to contribute to
my writing. I love authors who play with words teacher. Books teach children
to play with language. (12)

According to participant responses, children's books support adults' academic
studies, are used as a useful teaching tool, and develop adults academically and
professionally because they support production. In addition, children's books also
support the personal development of adults as they develop their imagination and
creativity, broaden their perspectives, and improve their taste in art.

Findings Related to the Theme of Increasing Subjective Well-Being

The frequency values of the categories and codes related to the theme of
children's books increasing adults' subjective well-being are shown in Table 4.

Table 4
Categories and Codes Related to the Theme of Increasing Subjective Well-Being
Improving Subjective Well-Being
Developing positive-optimistic thinking

Code f

Giving pleasure and happiness 20
Positive impact on the outlook on life 16
Dealing with difficult emotions and problems 15
Having a fun time 10

Giving hope 9
Encouragement and motivation 9
Improvement/relief 8

To make you feel that you are not alone 6

Total 83




548 Canan Aslan and Ferah Burgul Adigiizel

When Table 4 is analyzed, it is seen that children's books increase an individual's
subjective well-being (f=83). The codes considered in this context can be shown as
giving joy and happiness (f=20), positively affecting the outlook on life (f=16),
coping with difficult emotions (f=15), having fun (f=10), giving hope (f=9),
encouraging and mativating (f=9), healing/relaxing (f=8), making you feel that you
are not alone (f=6). Some participant views on these contributions are given below:

e As | read children's books, I feel more connected to life. | feel happy by
remembering that | love life. |1 can show courage to face the problems I
experience. | feel the desire to take action to realize my dreams. | see that |
am not alone in the problems | experience and that others think/feel like me.
I feel we have come together in the pages of books with people who share
similar feelings and thoughts. | feel | have become friends with the author,
characters, and narrators. (P79)

e The book "When Sadness Knocks at Your Door" is a book that | usually read
when | feel unhappy, and it helped me increase my coping skills by relieving
the emotional state | was in. (P73)

e Childhood is the most wonderful time of life and, at the same time, the most
fleeting. But thanks to these books, we can escape and hide there when life
pushes us. (P211)

e | think they improve my spiritual world and make the world a more bearable
place. (P144)

e After | started to reach the level of children's books, I could not descend to
the level of adults. After reading children's literature, | could not enjoy adult
literature because | realized that | had some wounds from my childhood and
that | could heal them with works of children's literature. To become an adult,
I had to make peace with this period and structure that period. | realized that
children's books are a great bibliotherapy and healing tool. (13)

According to the participant views, children's books contribute to the adult's
well-being and positive outlook on life and increase his/her subjective well-being by
making him/her feel different emotions and be happy.

Discussion, Conclusion and Suggestions

This study aimed to ascertain the impact of adult engagement with children's
literature on their overall development. The findings revealed that many participants
indulged in reading children's books for their enjoyment. According to Sirin (2016),
adults must engage with children’s literature of literary merit. Bloem and Padak (1996)
contend that individuals across all age groups, including adults, derive immense joy
from exploring a vivid and captivating literary realm. The enchanting power of
narratives and the ability to transport oneself to another world are not exclusive to
children alone. Picture books and concise novels often afford adults valuable reading
experiences by presenting a multifaceted perspective. As Bloem (1995) asserts, while
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exposing children to adult literature prematurely may not be suitable, it is beneficial
for adults to immerse themselves in the world of children's literature occasionally.
High-quality children's books possess a versatility that caters to readers of varying
levels, yet through the lens of profound maturity, borne of life experience, adults can
truly savor their richness. Freeman et al. (2011) posit that adults derive substantial
benefit from their firsthand understanding of how picture books adeptly employ
visuals, text, and cadence to engage an array of intelligence, encompassing both their
own and those of their students.

The research unveiled a noteworthy trend among participants: a substantial
portion engaged in reading books not only for their children but also for the children
of their relatives and friends, as well as their students. These responses underscore the
participants' dedication to spending quality time with their offspring, extended family,
and students. Their aim is not only to introduce them to enriching literature but also
to engage in meaningful conversations, recommend high-caliber titles, and thereby
cultivate a habit of reading. This, in turn, facilitates holistic development underpinned
by accurate and reputable resources. As posited by Glazer (1990), reading to children
stands as one of the most effective means to instill in them positive attitudes toward
books. Given that the respondents largely comprise conscientious parents, educators,
teacher candidates, and scholars well-versed in the manifold benefits of quality
children’s literature for comprehensive child development, it is entirely anticipated
and rational that their responses align with this sentiment.

As a result of the research, it was seen that the children's books that the
participants read in adulthood contributed most to their understanding and
communication with the child. Under the theme of understanding the child and
communicating with the child, the categories of understanding the reality of the child
and facilitating communication with the child were included. Facilitating
communication with the child, which was the most frequently emphasized category,
includes the codes of entering into a co-sensitive relationship with the child
(empathizing), establishing a common language and bond, providing guidance on how
to approach the child and how to convey difficult topics, and providing the
opportunity to spend quality time with the child. Interviews/debriefings on the
feelings, thoughts, and behaviors of the characters in the books contribute to the adult's
forming tight and strong bonds with the child in a quality time period. According to
Roth and Thomas (2013), reading a book aloud with a child deepens the bond between
the child and the adult and enables the child to associate reading with fun. Children's
picture books contribute to adults' conversations with their children on a variety of
topics and help them understand certain values and spiritual issues.

The research demonstrated that engaging with children's literature equips adults
with invaluable tools for establishing a mutually empathetic connection with children.
It allows them to grasp the nuances of approaching a child and, in turn, facilitates
effective communication. Children's books, by and large, adeptly encapsulate the
world from a child's vantage point. They play a pivotal role in shaping adults'
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comprehension of childhood and nurturing a sensitive approach towards children.
Leveraging children's literature not only enriches one's understanding of the child and
the phases of childhood but also grants access to a child's unique perspective,
experiences, and sense of wonder. In essence, quality children's books offer adults a
historical and cultural framework through which to comprehend children and their
developmental journey (Freeman et al., 2011). When adults delve into children's
literature, they gain a profound insight into a child's perspective on various facets of
life, including events, the world, reality, reactions, emotions, behaviors, thought
processes, and outlook on life. This understanding is facilitated through the literary
reality portrayed by child characters in the books, offering valuable cues for
establishing a sensitive rapport with the child and for approaching them effectively.
In a study conducted by Kidd and Castano (2013), it was discovered that children who
engaged with fictional texts demonstrated greater advancements in their "theory of
mind." This term encapsulates the capacity to discern the thoughts, wishes, intentions,
needs, and emotions underlying the actions of others, as well as the beliefs and desires
that may differ from our own. The finding suggests that children's books not only
enhance children's mentalization but also contribute significantly to adults'
comprehension of the child's reality, supporting the notion that fiction has a positive
impact on both children and adults in this regard.

The research findings underscore the significant role of children's books:
providing insight into the child's perceptions, emotions, and experiences regarding
complex and delicate life issues. They serve as a medium to grasp how to approach
the child intuitively. By engaging with literature that addresses themes like death,
divorce, illness, substance abuse, adoption, and similar topics, adults can deepen their
understanding of the child's perspective. This understanding enables them to
communicate with the child effectively, navigating these challenging and sensitive
subjects within the realm of a literary reality. This, in turn, aids in the child's
preparation for the realities of life. Aslan (2014) asserts that tackling challenging
aspects of life within children's literature empowers young readers to grapple with
their difficulties and prepares them more robustly for the realities they will face. At
an individual level, engaging with such literature aids children in comprehending the
challenges faced by others. They form personal connections with characters who
differ from themselves and encounter events beyond their experiences (Lewison et al.,
2002). Kruger et al. (2020) further emphasize that children's books provide a guiding
framework for adults to fathom the emotions children harbor regarding sensitive
issues, as well as how to approach these topics with them. Echoing this sentiment,
Freeman et al. (2011) affirm that children's literature offers an accessible avenue for
broaching difficult or sensitive subjects.

Indeed, numerous adult education initiatives, spanning diverse demographics
from well-informed and educated individuals to those facing economic and socio-
cultural disadvantages, have effectively employed children’s literature as a medium.
The outcomes of these programs have demonstrated a notable increase in adult
awareness of children's books (Barber Carey, 1995; Graham, 2000; Hall, 1990;



What Do Children's Books Say to Adults? 551

Neuman, 1995). These programs have been instrumental in enhancing the reading and
comprehension skills of parents facing developmental challenges and limited financial
resources. They have also contributed to establishing a sustainable foundation of
literacy and developmental benefits within families. By breaking the cycle of
inadequate literacy skills being passed down through generations, these initiatives
have introduced families to a diverse range of children’s literature that can be shared
with their children. Additionally, they have augmented the parents' knowledge of
children's literature, enabling them to read and spend quality time with their children
at home. The results have indicated that family literacy programs, where children’s
books played a central role, effectively bolstered parents' self-confidence in teaching
their children.

Moreover, they significantly contributed to fostering reading habits in children,
cultivating stronger and more meaningful relationships between parents and their
offspring, and seamlessly incorporating books into the fabric of family life. High-
quality children's books contain both linguistic and visual texts and offer a variety of
opportunities for students to have fun and develop their comprehension skills (Bishop
& Hickman, 1992). Therefore, picture books are works of art worthy of study and use
in language teaching. They both entertain and teach students of all ages by offering
them an artistic value. Such books usually deal with topics that require maturity and
life experience (Neal & Moore, 1992), can be read by readers of all ages, and are
evaluated more deeply by adults with the depth and maturity that comes from
experience. According to Ho (2000), children's books develop the imagination and
creativity of adult readers. Djikic et al.'s (2013) research shows that individuals who
read short stories have less need for cognitive completion. Individuals with less need
for cognitive completion have high emotional intelligence characteristics, such as
thinking more logically, being more creative, and being open-minded.

Furthermore, the study reveals that children's books serve as poignant reminders
for adults, rekindling emotions and values that may have faded over time. They offer
a unique opportunity to reconnect with one's inner child, allowing adults to revisit and
relive their childhood experiences. This process significantly contributes to the
recollection of one's childhood. This observation aligns closely with the findings of
Lee's (2015) research, where children's books were integrated into English lessons.
Several participants attested that engaging with children's literature evoked vivid
memories of their childhood, transporting them back in time. This reconnection with
childhood experiences through children's books finds resonance in Oatley's (1994,
1999; 2002; 2008) theory. According to Oatley, narrative fiction functions as a
simulation, engaging our "planning processor" — in other words, our mental faculties.
This dynamic process allows individuals to vividly experience and reconnect with the
emotions and memories of their childhood. When engrossed in a story, our minds
construct mental models of the fictional world, immersing ourselves in the
protagonist's aspirations and plans. Subsequently, we undergo a range of emotions
based on our assessment of the extent to which these objectives are realized
(Hakemulder, 2000). This cognitive simulation, where we adopt the persona of the
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character, not only allows us to experience their emotions but also fosters a deeper
comprehension of these feelings within the context of our everyday lives (Oatley,
1999). Children's books afford adults the unique opportunity to vicariously relive
experiences they may not have had in their childhoods. This inclination towards
reading children's literature can be attributed to the adult's nuanced understanding of
these emotions within the framework of daily life, as posited in Oatley's theory. In
essence, this engagement serves as a bridge between the adult's present understanding
and the emations they may not have fully comprehended in their youth.

This study also highlights that children's books serve as a catalyst for adults to
critically examine fundamental concepts such as life, individuality, privacy, the
educational system, and the dynamic between being an adult and a child. Literary
texts, as found in the research of Miall and Kuiken (1994; 1999), stimulate profound
contemplation and introspection. Noteworthy elements within these texts provoke
narrative and aesthetic sentiments, often drawing on personal experiences and
memories that readers utilize for self-reflection (Miall & Kuiken, 2002).In alignment
with Ho's (2000) perspective, children's literature equips adults with the capacity to
comprehend the values underpinning diverse societies. It serves as a lens through
which readers gain insight into global social, economic, and cultural challenges,
thereby broadening their perspectives on the world at large. This further underscores
the expansive impact of children’s literature on the intellectual and empathetic
development of adults. As noted by Freeman et al. (2011), books that accentuate
historical or cultural perspectives offer a valuable platform for exploring timeless
truths concerning human nature, childhood, parenting, teaching, and learning. They
also vividly depict the rich tapestry of diversity within society. In the words of
Taliaferro (2009), picture books serve as a valuable tool for older students, aiding
them in "navigating meaningful pathways in a complex world." This highlights the
educational value of visual storytelling in guiding young minds through the intricacies
of a multifaceted reality. Furthermore, as articulated by Leland et al. (1999), children's
literature wields the potential to immerse students in critical dialogues pertaining to
issues of power and social justice. It plays a crucial role in identifying challenges that
manifest within classrooms, shedding light on how societal constructs of meaning
position educators. This underscores the profound influence of children's literature in
shaping not only young minds but also the broader educational landscape.

This study further suggests that engaging with children's books leads to
academic and professional enrichment for adults. According to participants, this
involvement translates into tangible benefits such as conducting scholarly research,
honing the ability to assess and select current and child-appropriate literature through
staying updated with new releases, and integrating these findings into their work with
students. Given that a substantial portion of the participants in this study comprise
educators, academics, research assistants, or individuals with a conscious interest in
children's literature, it is only natural that their responses would align with these
sentiments. Engaging in scholarly pursuits related to children's literature, embarking
on cultural and artistic explorations, staying abreast of emerging works in both
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Turkish and global children's literature, and delving into critical analyses of these
works all form integral components of academic and professional development for
adults. This intellectual and professional investment in children's literature contributes
significantly to the growth and expertise of individuals involved in the field.

The study underscores a significant outcome: delving into children's literature
profoundly impacts the personal development of adults. This engagement nurtures
their imagination, sparks creativity, refines their artistic and aesthetic discernment,
and broadens their perspectives. Notably, high-quality children's books play a
substantial role in shaping adults' personal growth and self-awareness, allowing them
to recognize the inherent beauty and wisdom within this genre. Through this
interaction, individuals elevate their appreciation for literature and expand their
intellectual horizons. Additionally, it provides them with a unique insight that fosters
emotional connections to specific course content. Adults are afforded the privilege of
immersing themselves in exceptional texts and imagery that can elicit deep emotional,
aesthetic, and moral responses. These findings align with the research of Freeman et
al. (2011), as well as the work of Johnson et al. (1995), underscoring the profound
impact of children's literature on personal enrichment and intellectual growth in
adults. Literature has the latent power (potential) to transform readers' views of life
and offer them the opportunity to imagine worlds beyond themselves (Drinkhouse,
2017). High-quality picture books have an intrinsic appeal to a wide range of readers
(Neal & Moore, 1992; Rief & Atwell, 1992). First-grade children's literature provides
the "pleasure of reading a good story," "the experience of getting to know other people
and places," and "the opportunity to examine and question ideas and values" that any
quality literature and art can offer. In short, quality children's literature, like quality
adult works, offers a wide range of environments that provide adults with a new
perspective and way of thinking (Bishop & Hickman, 1992).

In this study, "realizing one's sense of self" is another conclusion about the
contribution of children's books to adults. Supporting literacy as an active and
communicative process enhances both a positive sense of self and a nurturing capacity
(Johnson et al., 1995). Authentic, multicultural picture books can expand adolescents'
perceptions of themselves and others. According to Drinkhouse (2017), picture books
"are increasingly recognized as accessible tools for providing guided first experiences
for some and expanding initial perceptions of others.

The study reveals that reading children's books offers a significant benefit for
adults, allowing them to employ these resources as supplementary aids in elucidating
course content. In traditional teaching methods, reliance primarily rests on textbooks
and factual materials. However, contemporary education recognizes the necessity of
incorporating additional tools and materials that facilitate comprehension, are tailored
to the student's level, and engender an enjoyable learning experience. Quality
children's literature emerges as a valuable resource for simplifying abstract and
intricate subjects, catering to the needs of both children and older students, as well as
adults, in an engaging and accessible manner. By enriching the curriculum with



554 Canan Aslan and Ferah Burgul Adigiizel

children's literature, teaching becomes not only more effective but also more
enjoyable and enduring. As Bloem (1995) underscores, children's books possess the
remarkable capacity to spark scientific curiosity and serve as invaluable aids in
teaching a wide array of subjects, regardless of the learner's age. This illustrates the
versatility and educational potency of children's literature as a tool for enhancing
pedagogy across various disciplines.

According to Rief and Atwell (1992) and Danielson (1992), children's books
play a crucial role in enhancing comprehension of subjects such as social studies,
visual literacy, and critical thinking. Picture books, in particular, serve as valuable
tools for older students, aiding in the organization of knowledge, motivating reading,
and solidifying literary understanding. Children's books prove to be versatile
instructional materials, applicable across various subjects in both primary and
secondary education. Visual elements in these books are instrumental in aiding
students in comprehending content and retaining information (Billman, 2002; Hibbing
& Rankin-Erickson, 2003; Meyerson, 2006). In language arts classes for older
students, they serve as effective tools for teaching literary elements and demonstrating
creative writing techniques (Costello & Kolodziej, 2006). Moreover, children’s
literature is employed to broaden students' intercultural awareness and competence
(Bishop & Hickman, 1992; Escamilla & Nathenson-Mejia, 2003; Mendoza & Reese,
2001; Morgan, 2009). It is also utilized to prepare educators for inclusive classrooms
(Kurtss & Gavigan, 2008), assist families and children navigating through divorce
(Kramer, 1996), and complement child development curriculum (Hansen & Zambo,
2005). As emphasized by Graham (2000), the potential applications of picture books
are extensive and profound due to their fusion of visual and linguistic elements.

Picture books have an important role in reinforcing math concepts, history
lessons, art projects, science experiments, human relationships, and language arts
programs. The use of books of this nature helps students to lose the elusive nature of
complex concepts and to understand language arts concepts better. Using non-fiction
children's books to teach older students about literary elements, language arts, and
complex concepts of writing contributes to learning the subject in a more relaxed and
fun way. It helps them develop a greater awareness of language and provides
opportunities to explore and learn the rules. Therefore, a picture book means many
words. Graham (2000) conducted a study in language arts classes to teach literary
elements, language arts, and writing concepts to middle school students and found
that students' writing skills improved as they saw examples of good writing in picture
books. While reading short stories and novels, students were able to understand their
points of view, write about their position in their families, and express their feelings.
Students improved their literacy skills and understood how the writing process works.

The research underscores that the incorporation of picture books into instruction
facilitates enhanced creativity and individual discoveries among students. Hall (1990)
notes that picture books offer vividly illustrated examples of literary concepts in clear
and accessible forms. Teachers can effectively utilize them to impart knowledge about
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literary topics and writing-related concepts. Moreover, picture books empower
students to delve deeper into literary devices, transitioning from a literal
understanding to a more symbolic interpretation of a work. Culham (1998) further
emphasizes that picture books serve as excellent models of writing that older students
can draw inspiration from. For instance, a study with eighth-grade students discovered
that integrating picture books into writing instruction rendered the learning process
more manageable, engaging, and enjoyable (Khairunnisa, 2017). Additionally, Collie
and Slater (1990) employed children's literature in teaching English to adults,
highlighting that children’s literature's simplicity in language, concise and concrete
narratives, and relative lack of complexity compared to adult literature led to notable
improvements in students' linguistic skills. This underscores the effectiveness of
children's literature as a tool for language development across various age groups.
According to them, children's literature is also effective in the education of adult
learners because, according to Ho (2000), children's books are intellectually
stimulating, encourage reading, linguistically captivating, literarily satisfying, and
educationally rewarding. They are engaging, meaningful, and enjoyable, and they
stimulate students' interest, participation, and strong and positive reactions to what
they learn. Reading children's books has a lasting and beneficial impact on students'
linguistic and cultural knowledge. Children's books are stimulating and interesting for
adults in terms of story, theme, and characters. The language is simple and easy to
understand.

The research findings indicate that engaging with children's books yields
significant contributions to individuals' outlook on life. It brings about feelings of joy,
instills hope, and provides encouragement, ultimately enhancing subjective well-
being and allowing readers to unwind. Quality literature, particularly when
complemented by captivating illustrations, possesses a timeless appeal, ensuring
enjoyment at any age (Drinkhouse, 2017; Giorgis, 1999; Meyerson, 2006).

Recent family literacy programs have incorporated children's books into adult
education (Doneson, 1991; Handel & Goldsmith, 1989; Sharp, 1991), with adult
learners expressing a high level of enjoyment in the process and a desire to continue
reading children's books. Teachers implementing children's literature in these
programs noted that these readings were not only for instructional purposes but also
served as a source of pleasure, fulfilling both functional and aesthetic objectives.
Reading, for adults, is not just a tool but also a soul-nourishing experience,
encapsulating the profound impact that literature can have on individuals' well-being
and sense of fulfillment. According to Hall (1990), as with younger children, the place
to start reading is to have fun. Nevertheless, picture books go beyond personal
enjoyment and aesthetic satisfaction. In addition, children's books motivate adults by
giving hope and courage because, according to Rundell (2020), quality children's
books convey hope, how valuable hope is, and the importance of bravery, intelligence,
equanimity, and love. With the belief that everything is possible, they increase the
motivation level of adults and improve their hopes for the future. As a result of a six-
year study on subjective well-being, it was observed that middle-aged and older adults
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who read books, magazines, and newspapers every day have a lower risk of depression
and painful life, are less likely to face daily functioning limitations and cognitive
disorders, experience less loneliness, and have a more positive and happy outlook on
life (Weziak-Bialowolska et al., 2023). The function of children's books in providing
relaxation for adults is also supported by Lewis's (2009) study. Referring to the
therapeutic power of reading, Lewis concluded that it reduced stress levels by 68
percent and that it was enough for the subjects to read silently for only six minutes to
slow their heartbeat and reduce muscle tension. Stress levels at the end of the reading
were lower than before the test.

An interesting result of the study is the view that children's books support adults'
literary and academic production. This finding is similar to Benedict and Carlisle's
(1992) study. According to Benedict and Carlisle (1992), children's picture books
support adult writing production because picture books provide an opportunity for
adult readers and writers to examine form and structure. By enabling older readers to
understand story patterns and how picture books are put together it can help them
recognize patterns that can be useful in interpreting longer texts.

In summary, this study illuminates the manifold benefits that reading children’s
books offers to adults. The diverse range of functions attributed to children's literature
by the participants underscores the profound meaning they attach to it. Building upon
these findings, it is recommended that initiatives be undertaken to facilitate adults'
access to children's books for various purposes. This could involve creating programs,
workshops, and conducive environments to engage adults with children's literature.
Furthermore, interactive activities for both adults and children in spaces like children's
libraries could be organized to enhance awareness about the enriching effects of
children's books on adults.

Challenging the conventional notion that children's literature is exclusively for
children, it is crucial to integrate appropriate, pertinent, and high-quality children's
literature across secondary and higher education curricula, as well as in a variety of
family literacy programs. Moreover, copyrighted and translated children's literature
should be leveraged in foreign language teaching settings for adults. These efforts
collectively contribute to a more inclusive and beneficial approach to utilizing
children's literature in adult education and personal development. For this purpose,
children's books can be used as rich resources for written and oral presentations,
cultural activities, vocabulary expansion, or class discussions on current issues.
Children's and youth literature should be utilized to teach concepts related to language
and literature teaching to older students. Based on the results of this study, the reasons
why adults read children's books and their opinions on the contributions of these
products to them can be investigated in larger groups.
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Cocuk edebiyatinin amaci ¢ocuklarin insana ve yagama iliskin duyarlik
kazanmalarini saglamak, giizele yonelik duygularini geligtirmek, duygu ve disiince
evrenlerini genigletmek, ¢esitli gelisimlerine katki saglamak; onlara yasam ve insan
gergegine iliskin sanat¢i duyarhigiyla kurgulanmis ipuglart sunmak, anadilinin
kullanim olanaklarin1 sezdirmek ve onlar1 yazili kiiltiirle stirekli etkilesim kurabilen
bireyler kilabilmek; karakterler ve anlattig1 olaylar yoluyla okurlarinin ¢ok boyutlu
duyma, diisiinme, hareket etme, sorun ¢dzme bicimlerine taniklik etmesine olanak
saglayarak c¢ocuklar1 ortiik bir egitimden gegirmek ve onlar1 yasama hazirlamaktir
(Aslan, 2008; Aslan, 2019; Dilidiizgiin, 2018; Sever, 2003; Veziroglu ve Gonen,
2013).

Nitelikli ¢ocuk edebiyati iriinleri; yalinlastirilmis dogal dili kullanmasi,
okullarda, kiitiiphanelerde ve c¢evrimigi ortamlarda yaygin olarak bulunmasi,
okurlarin bilgilendirici ve eglenceli bulabilecegi renkli resimler igermesi, her yastan
Ogrencinin tat alabilecegi ve ilgilerini ¢ekecek Oykiiler sunmasi, bilimsel meraki
yeniden canlandirmasi ve bilimsel konulari1 aydinlatmasi gibi bazi temel 6zellikleri
nedeniyle etkili birer 6gretim araci1 olarak kabul edilmekte ve yetiskin egitiminde de
farkli amaglarla yaygin bicimde kullanilmaktadir (Appelt, 1985; Bloem ve Padak,
1996; Bradbury ve Liu, 2003; Brazee, 1992; Elley, 1989; Elley ve Mangubhai, 1983;
Flickinger, 1984; Galda, 2000; Glazer ve Giorgis, 2005; Johnston ve Frazee, 2011;
Mikulecky, 2007; Morgan, 2009). Y etiskin egitiminde ¢ocuk edebiyati iiriinlerinin sik
kullanildig1 alanlardan biri yetiskin okuryazarlik programlaridir. Cocuk edebiyati
tirtinleri; diigiik gelirli ve gelisimsel olarak geride olan, dilsel ve akademik yonden
yetersiz ailelerin okuryazarlik ve akademik becerilerini gelistirmek, ilgi ve
Ozgiivenlerini artirmak, cocuk edebiyati konusundaki bilgilerini gelistirmek,
farkindaliklarini artirmak, onlar1 farkli tiirde ¢ocuk edebiyati tiriinleriyle tanistirmak,
aileleri ¢ocuklariyla bu kitaplari okumaya yonlendirerek hem birlikte daha nitelikli
zaman gecirmelerini hem de c¢ocuklarinin okuma ve anlama becerilerini
gelistirmelerine katkida bulunmalarini saglamak, 6grenmelerine yardimci olabilmek
(Alkan-Ersoy ve Bayraktar, 2018; Barber-Carey, 1995; Neuman, 1995), ailelerin
hedeflerinin, okuryazarlik giicliiklerinin ve gereksinimlerinin neler oldugunu
belirlemek, ¢ocuklari igin neler istediklerini 6grenmek (Johnson vd., 1995; Neuman
vd., 1996) amaciyla ¢esitli yetiskin okuryazarlik programlarinda kullanilmastir.

Cocuk edebiyati iiriinlerinden Ingilizceyi yabanci dil olarak 6grenen
yetiskinlerin egitiminde yararlanilmig; yabanci dil egitiminde bu nitelikteki kitaplarin
kullanilmasmim dersi eglenceli hale getirmede, sdzciiklerin sesletimlerini
iyilestirmede, dilsel becerileri gelistirmede, daha anlamli bir 6grenme ortami
saglamada, 6grencilerin 6zgiiven ve giidiilenmelerini artirmada, dilsel olarak daha
yetkin hale geldiklerinde yetigskin edebiyatt okumalarina ge¢melerinde etkili
olabilecegi sonucuna varilmistir. Ayrica yabanci dil olarak Ingilizce Ogreten
Ogretmenler, cocuk edebiyatinin yardimer ara¢ olarak daha sik kullanilmasi
gerektigini belirtmiglerdir (Al Khaiyali, 2014; Ho, 2000; Johnston ve Frazee, 2011;
Lee, 2015; Zhang, 2008). Dil kurameilari, yetigkin 6grenenleri resimli kitaplar ve geng
yetigkin romanlartyla bulusturmanin saglam egitimsel nedenleri olduguna inanirlar.
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Bu iiriinlerle kurgulanmis; okuma, dinleme, konusma, yazma ve diisiinme firsatlar
sunan bdyle ortamlar, yetiskin okuryazarlik &grencileri i¢in en uygun Ogrenme
ortamlaridir (Weibel, 1994).

Cocuk edebiyati, ortadgretim ve yiiksekdgretim diizeyindeki 6grencilere ders
igeriklerini 6gretmede yardimci arag olarak da kullanilmaktadir. Resimli kitaplar ¢ok
yonlidiir, 6grenme siirecinde giidiilenmeyi artirir. Cocuklarin okuma becerilerinin
gelismesine yardimci olurken anne babalari da okuma konusundaki becerilerini
gelistirme konusunda giidiiler (Massey, 2015; Sharp, 1991). Resimli ¢ocuk kitaplari
yetkin bir dil ve edebiyat 6gretmeninin elinde tiim yas gruplar i¢in dnemli birer arag
olabilir. Baz1 resimli kitaplar, dilsel ve kiiltiirel agidan gesitlilik gdsteren dgrencilerle
calisan ortaokul ya da lise Ogretmenleri igin 6zel bir yere sahiptir. Cocuklarin
sozciikleri segme ve kendi baglamlari iginde kullanma, akici climle kurma, dinleme
ve yazma becerilerini gelistirir. Belli kiiltiirel gelenekleri agiklamaya yardimeci olur.
Smif tartigmalarini farkl kiiltiirel diisiinceler etrafinda bi¢imlendirmeye yardimci olur
(Danielson, 1992; Dean ve Grierson, 2005; Premont vd., 2017). Graham (2000),
resimli kitaplarin  ortaokul Ogrencilerine karmasik kavramlart anlatmada
kullanilmasmin onlarin okuryazarlik becerilerini gelistirdigini, yazinsal &geleri
O0grenmelerini sagladigini, metnin bigim ve yap1 Ozelliklerini, matematik
kavramlarini, tarih derslerini, fen deneylerini, insan iligkilerini &gretme firsati
sundugunu; Drinkhouse (2017) ise &gretim programini resimli ¢ocuk edebiyati
tirlinleriyle desteklemenin 6grencilerin konuyu anlamalarimi kolaylastirdigini, derse
katilimlarint sagladigimni, smif iklim ve kiltiriinii olumlu yo6nde etkiledigini
belirtmistir.

Cocuk edebiyat1 iiriinlerinden, iiniversite diizeyinde, 6zellikle 6gretmen egitimi
programlarinda ve &gretmenlerin  gelisimini  destekleyici programlarda da
yararlanilmaktadir. Cocuk kitaplari liniversite 6grencileri igin etkili birer 6grenme
aracidir. Bu kitaplarin ¢cogu giiclii duygusal tepkiler icerir ve bu durum 6grenciler ile
kuram arasinda etkili bir baglanti kurmaya yardimci olur. Yapilan aragtirmalar bu
iiriinlerin konunun anlagilmasini kolaylastirmada etkili birer ara¢ oldugunu, sinifta
tartigilan diisiinceleri somutlagtirdigini, 6gretmen egitiminde g¢esitli amaglarla genis
capta kullanilmasinin uygun oldugunu gostermistir (Costello ve Kolodziej, 2006;
Daly ve Blakeney-Williams, 2015; Meyerson, 2006; Schulman, 1987). Cocuk
edebiyat iiriinleri ayrica 6gretmen adaylarimin nitelikli edebiyata iliskin bilgilerini ve
smif i¢i deneyimlerini artirir, ders icerigini 6grenmelerini kolaylastirir, cocuklarla
edebiyat paylasimi i¢in etkili stratejiler modellemelerine yardimci olur, ¢ocuga ve
cocukluga iliskin bilgilerini gelistirir, daha ¢ok sayida nitelikli ¢ocuk yazar ve
gizerlerini bulma konusunda onlari giidiiler, sinif tartigmalarina katilmay1 tesvik eder,
Ogrenme i¢in zengin bir kaynak olusturur (Freeman vd., 2011). Siniflarinda elestirel
okuryazarlik agisindan gesitli resimli kitaplari giiciinii gostermek ve egitimcilerin,
Ogretmen adaylarinin bu kitaplardaki diisiinceleri kesfetmeleri i¢in bir alan ve giivenli
ortam yaratmada onemli rol oynar (Johnston ve Bainbridge, 2013). Bu tiir
uygulamalarin 6gretmenlerin gocuk edebiyati ve gen¢ yetigkin edebiyatindan
yararlanma konusundaki yeterliklerini artirdig1 goriilmiistiir (Bloem ve Padak, 1996).
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Cocuk edebiyat1 yetigkinleri gesitli konularda bilgilendirmek ve bilinglendirmek
amaciyla yetiskin egitiminde de kullanilmigtir. Simoncini, Pamphilon ve
Mikhailovich (2017) tarafindan resimli g¢ocuk kitaplarinin giftgilere ve ailelerine
tarimla ilgili iletileri vermek amactyla kullanildig1 ¢alismanin sonucunda kitaplarin,
diisiik okuryazarliga sahip kadin ¢iftciler ve ailelerinin dogru tarimsal uygulamalari
O0grenmeleri ve pekistirmeleri i¢in giiclii birer ara¢ oldugu sonucuna varilmistir.
Doneson (1991), hamile ya da g¢ocuk sahibi lise 6grencilerinin, ozellikle ¢ocuk
yetistirme gibi ilgilerini ¢cekecek konularda isteksiz okurlari kitap okumaya tesvik
etmek; onlar1 anne babalik ve c¢ocuk gelisimi konusunda kaynak olarak
kullanabilecekleri kitap ve dergilerle bulusturmak; cocuklarina kitap okuma
konusunda kendilerini rahat ve giivenli hissedebilmeleri i¢in anne ve anne adaylarini
farkli yas gruplarina ve gelisim asamalarina uygun ¢ocuk kitaplariyla tanistirmak
amactyla ¢ocuk edebiyati liriinlerinden yararlanmistir. Bloem’in (1995) temel yetiskin
egitimi ve gelisim 6gretmenlerinin yetiskin okuryazarlik sinifinda gocuk edebiyatini
kullanma uygulamalarina iliskin bazi genel sorulart yanitlamaya calistigt
aragtirmasinda ise kimi ¢ocuk edebiyati {irlinlerinin ¢ok ¢esitli yaglardan kisiler
tarafindan begenilerek okunabilecegi; bu kitaplarin eglenceli, bilgilendirici ve
kavramlart agiklayici nitelik tasidigi; uygun bashiklarin secilmesi ve dikkatli bir
sekilde kullanilmasi durumunda ¢ocuk edebiyatinin kullanilmasindan yetiskinlerin
rahatsiz olmayacagt; resimli kitaplarin kisa egitim siirelerine uygun oldugu sonucuna
varilmgtir.

Anilan arastirmalar incelendiginde ¢ocuk edebiyati lirlinlerinin yetigkin egitimi
programlarinda; akademik yonden yetersiz anne babalarin ¢esitli agilardan
gelisimlerini desteklemek, onlar1 ¢ocuklarimin egitimlerine katkida bulunabilmelerini
saglayacak bilgi ve becerilerle donatmak, yabanci dil egitimini eglenceli hale
getirmek ve kolaylastirmak gibi daha ¢ok egitsel amaclarla kullanildig
goriilmektedir. Bu {riinler ayrica biiyiik yastaki 6grencilerin zor ve soyut konulari
anlamalarim1 saglamak, oOgretmen adaylarinin ve o&gretmenlerin geligimlerini
desteklemek, deneyim ve yeterliklerini artirmak, yetigkinlerin gesitli konularda
bilinglenmelerini ve farkindalik kazanmalarin1 saglamak amaciyla da kullanilmigtir.
Cocuk edebiyati iiriinlerini herhangi bir yetiskin egitimi programina bagli kalmaksizin
kendi ilgi ve istegi dogrultusunda okuyan yetiskinler de bulunmaktadir, ¢iinkii
Rundell’a (2020) gore “Cocuk kitabi okumak yetigkin igin iyi bir deneyimdir. Kagmak
degil, bulmaktir; bir saklanma yeri degil, bulma yeridir. Yetigkinler, olanaksiz ve belki
olanaksiz olmayan seyleri istemenin neye benzedigini animsamak, diinyayr hem
yetiskinlik hem de ¢ocukluk halleriyle, iki ¢ift gozle gorebilmek i¢in gocuk kitabi
okumalidir” (s. 59-62). Bu ¢alismada yukarida s6z edilen ¢alismalardan farkli olarak,
herhangi bir program kapsaminda olmayip yalnizca ilgi duydugu i¢in géniillii olarak
cocuk kitaplar1 okuyan yetiskinlerin bu kitaplar1 kimin i¢in okuduklar1 ve kitaplarin
kendilerine katkilar1 konusundaki disiinceleri 6grenilmeye g¢alisilmistir. Yapilan
aragtirmalar sonucunda bu amagla yapilmis bagka bir ¢alismaya rastlanmamasi
nedeniyle alanyazindaki bir boslugu dolduracak bu caligmanin 6zgiin ve 6nemli
oldugu disiiniilmektedir.
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Amag

Bu calismanin temel amaci, yetiskinlerin yetigkinlik doneminde goniillii olarak
okuduklar1 c¢ocuk edebiyati iirlinlerini kimin i¢in okuduklart ve bu kitaplarmn
kendilerine katkilart konusundaki goriiglerini ortaya ¢ikarmaktir. Bu amag
dogrultusunda asagidaki sorulara yanit aranmistir:

1. Yetiskinler ¢ocuk edebiyati iiriinlerini kimin i¢in okumaktadir?

2. Yetigkinler ¢ocuk edebiyati iirlinlerinin kendilerine katkilar1 konusunda
neler diistinmektedir?

Yontem

Bu baglik altinda arastirmanin modeli, ¢aligma grubu, veri kaynagi ve verilerin
¢ozlimlenmesi ile gegerlik ve giivenirlik konularma iliskin bilgiler yer almaktadir.

Arastirma Modeli

Yetiskinlerin yetiskinlik doneminde kendi istekleri dogrultusunda okuduklar
cocuk kitaplarinin kendilerine katkilar1 konusundaki goriislerini belirlemeyi
amaglayan bu arastirma, temel nitel arastirma yaklasimina gore desenlemistir. Nitel
arastirmalar, insanlarin kurmus olduklari diinyay1, deneyimleri nasil yorumladiklarinm
ve bu deneyimlere nasil anlamlar yiiklediklerinin belirlenmesi agisindan énemlidir.
Temel nitel arastirmalar, insanlarin deneyim ve yasamlarini nasil yorumladiklaryla,
i¢cinde yasadiklari1 diinyay1 nasil yapilandirdiklariyla ve deneyimlerine ne tiir anlamlar
kattiklariyla ilgilenir (Glesne, 2013; Merriam, 2018).

Cahisma Grubu

Grup, nitel aragtirma yaklasimi ic¢inde yer alan amagh O6rnekleme
yontemlerinden “6l¢iit drnekleme” yoluyla belirlenmistir (Yildirim ve Simsek, 2013).
Lisans, yiiksek lisans ve doktora diizeyinde egitim almis; ¢ocuk edebiyatina iligkin
bilgisi, fikri, yasantis1 ya da deneyimi olan, ¢ocuk edebiyati dersi alan ve almakta
olan, ¢alismalarinda g¢ocuk edebiyati {irlinlerinden yararlanan 221 goniillii yetiskin
(cogunlukla 6gretmen, 6gretmen adayi, arastirma gorevlisi, yiiksek lisans ve doktora
Ogrencileri) bu arastirmanin ¢alisma grubu olarak belirlenmistir. Katilimcilarin bu
kisilerden secilmesinin nedeni arastirma sorusuna iligkin ayrintili ve derinlemesine
veri toplamaktir.

Arastirmaya katilan katilimeilarin 186’s1 kadin, 35°1 erkektir. Katilimcilarin yas
aralig1 yogunlugu sirastyla 35-44 (f: 93), 45-54 (f: 60), 25-34 (f:41), 18-24 (f: 18), 55-
64 (f: 8) seklindedir. Katilimcilardan 84’ lisans, 71°1 yiiksek lisans, 66’s1 doktora
mezunudur. Katilimcilarin 152’si evli, 69’u bekardir. Katilimcilardan 81’inin ¢ocugu
bulunmamakta; 68’inin bir, 65’inin iki, 8’ininse {i¢ ve iizeri sayida g¢ocugu
bulunmaktadir.

Veri Toplama Araci ve Verilerin Toplanmasi

Bu arastirmada veri toplama araci olarak cevrimici ortamda katilimcilarin
goriislerini yazil olarak bildirdigi bir form ile yar1 yapilandirilmis sorularin yer aldig:
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bir gériisme formu kullanilmistir. Caligmanin veri kaynagi, cocuk edebiyati {irlinlerini
kendi ilgi ve istegiyle okuyan yetiskin katilimcilarin formda bulunan sorulara
verdikleri yazili yanitlar ile goriisme yapilan katilimcilarin yari yapilandirilmis
goriisme formundaki sorulara verdikleri yanitlardir.

Bu c¢alismanin veri toplama araglarindan biri, iginde amaca uygun acik uglu
sorularin yer aldigi, arastirmacilar tarafindan hazirlanmis “Cocuk Kitaplarmin
Yetiskinlere Katkis1 Formu” baslikli yazili bir goriis formudur (Google Forms). Bu
form hazirlanirken adaylarin goriiglerini eksiksiz alabilmek amaciyla sorularin agik,
anlagilabilir, aciklama yapmay1 saglayacak nitelikte olmasma 6zen gdsterilmistir.
Formda yer alan sorular ayrica ¢ocuk edebiyati ve 6l¢gme-degerlendirme konusunda
¢alisan 7 uzmana gonderilmis, onlardan gelen doniitler dogrultusunda diizenlendikten
sonra bes yetigkin {izerinde pilot ¢aligsma yapilmstir. Pilot ¢aligmanin ardindan forma
son bi¢imi verilmis ve adaylara ¢evrimi¢i ortamda uygulanmistir. Formda
aragtirmanin amacina uygun olarak 4 soru bulunmaktadir. Arastirma kapsaminda
degerlendirilen sorular agagida sunulmustur:

1. Cocuk kitaplarini kim/kimler i¢in okursunuz?

2. Yetigkinlik doneminde okudugunuz cocuk kitaplarinin size bir katkisi
oldugunu diigiiniiyor musunuz? Yanitiniz evetse ¢ocuk kitaplarinin size ne
tiir/nasil katkilar1 oldugunu yazar misiniz?

Bu aragtirmanin bir diger veri toplama araci ise daha ayrintili ve derinlemesine
bilgi alabilmek amaciyla yine arastirmacilar tarafindan hazirlanmig ve uzman
goriisleri dogrultusunda diizenlenmis yar1 yapilandirilmis goriisme sorularmin yer
aldig1 bir goriisme formudur. Bu form yoluyla ¢ocuk kitaplarina ilgi duydugu ve kendi
istegiyle okudugu bilinen bes goniillii yetigkinle goriisiilmiis, veri doygunluguna
ulasildig1 anlasildiginda goriismeler sonlandirilmisgtir. Yiiz yiize yapilan gériismeler
yaklagik 25-30 dakika siirmiistiir.

Etik Kurul Karan

Ankara Universitesi Sosyal Bilimler Alt Etik Kurulu’nun 21.11.2022 tarih ve
20/61 say1l1 karart ile bu ¢alismada etik kurul onay1 gerekmedigine oy birligi ile karar
verilmistir.

Verilerin Coziimlenmesi

Yazili goriis formundan ve yiiz ylize yapilan goriismelerden elde edilen veriler
igerik ¢oziimlemesi teknigiyle ¢6zliimlenmis; arastirma raporunda elde edilen temalar
ve kategoriler, sekil ve tablolarla desteklenerek sunulmustur. Igerik ¢dziimlemesi
sOzel, yazili ve diger arag-gereglerin igerdigi iletiyi, anlam ve dilbilgisi agisindan
nesnel ve dizgesel siniflandirma, sayilara doniistiirme ve ¢ikarimda bulunma yoluyla
sosyal gercegi arastiran bir tekniktir (Tavsancil ve Aslan, 2001). Igerik ¢dziimlemesi,
bir konu ile ilgili verinin daha iyi anlagilabilmesi i¢in igerigi yansitan sdzciik ya da
sozcik gruplartyla dizgesel olarak Ozetlenmesi, kategorilere ayrilmasi ve
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aragtirmacilar tarafindan 6nceden belirlenen kurallar dahilinde kodlar olusturularak
aktarilmasidir (Biiyiikoztiirk vd., 2008).

Bu arastirmada, yetiskinlerin verdikleri yanitlarin sézciik ve sozciik gruplariyla
dizgesel olarak 6zetlenmesi ve belirli kategori ve temalar altinda diizenlenerek neden-
sonug iligkilerine ulasilmasi hedeflendiginden igerik ¢dziimlemesi seg¢ilmistir. Bu
coziimleme kapsaminda, birbirine benzeyen veriler belirli kavramlar ve temalar
cergevesinde bir araya getirilerek okurun anlayabilecegi bir bicimde diizenlenir ve
yorumlanir ¢iinkii igerik ¢dziimlemesinde amag, toplanan verileri aciklayabilecek
kavramlara ve neden sonug iligkilerine ulasmaktir (Yildirim ve Simsek, 2013).

Oncelikle katilimeilarin yari yapilandirilmis goriisme sorularma verdikleri
yanitlar desifre edilmis, ardindan katilimecilarin ¢evrimigi forma verdikleri yazilt
yanitlar ile yar1 yapilandirilmig goriisme sorularma verdikleri yanitlar birlikte
degerlendirilmistir. Arastirmada tiimevarimsal ¢oziimleme yapilmis, alt boyutlar
saptanarak bunlar alt tema ve kategori alanlar1 olarak gelistirilmistir. Tiimevarimsal
¢oziimlemede amag, kodlama yoluyla verilerin altinda yatan kavramlart ve bu
kavramlar arasindaki iligkileri ortaya ¢ikarmaktir (Yildirim ve Simsek, 2013, s. 259).
Coziimleme sonucunda ulasilan kodlar anlamli gruplar olusturacak sekilde bir araya
getirilerek kategoriler olusturulmus ve son asamada temalara ulagilmigtir. Ayrica her
bir forma ve goriigme desifrelerinin oldugu metne birer numara verilmis, alintilarin
kime ait olduklarmin anlasilabilmesi i¢in bu numara “Katilimc1” sdzciigiiniin
kisaltmas1 olan K harfinin ve “Goriismeci” sdzciigiiniin kisaltmasi olan G harfinin
yanina konmustur. Ornegin, bir numarali katilimer “K 17, yine bir numarali goriismeci
“G1” bigiminde verilmistir. Bulgular boliimiinde nitel aragtirmanin bir geregi olarak
hem yazili goriis formunda hem de yiiz yiize yapilan goériigmelerde, katilimcilarin
temalar1 ve kategorileri destekleyen yanitlart dogrudan alintilar seklinde sunulmustur.

Inandiricihk (ic Gegerlik)

Genel anlamda gegerlik, arastirma sonuglarinin dogrulugunu konu edinir.
Inandiricilik (i¢ gegerlik), arastirma bulgularmin dis diinyadaki gerceklige uyup
uymadigi, bulgularin mevcut gergeklikle uyumlu olup olmadigi, arastirmacilarin
gercekten 6lgmeyi diislindiikleri konuyu gozleyip gozlemedikleri sorunsaliyla ilgilidir
(Merriam, 2018). Arastirma sonuglarina ulasirken izlenen siirecin galisilan gergekligi
ortaya ¢ikarmadaki yeterligine iliskindir. Inandiricili1 saglamak igin arastirmaci, hem
veri toplama hem de hem de verilerin ¢éziimlenmesi ve yorumlanmasi siire¢lerinde
tutarli olmali ve bu tutarliligi nasil sagladigini agiklamalidir. Arastirmaci kendisini ve
arastirma siireglerini siirekli elestirel bir gozle sorgulamali, elde ettigi bulgu ve
sonuglarin gergegi yansitip yansitmadigint denetlemelidir. Bu denetlemelerin nasil
yapildigt konusunda okuyucuyu tatmin edecek agik ve anlagilir agiklamalar
yapmalidir (Yildirim ve Simsek, 2013).

Bu caligmada inandiricilign saglamak amaciyla sonuglara ulasirken izlenen
stireclerin amaca uygunlugu ve calisilan gercekligi ortaya cikarmadaki yeterligi
siirekli sorgulanmistir. Verilerin toplanmast ve c¢oOziimlenmesi asamalarinda
tutarliligin nasil saglandigina iliskin agik ve anlasilir agiklamalar yapilmstir.
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Uygulama oncesinde aragtirmacilar tarafindan hazirlanan yazili goriis formundaki
sorularin hem arastirmanin amacina uygunlugu hem de anlagilabilirligi konusunda
besi 6lgme-degerlendirme, yedisi ¢ocuk edebiyati alaninda uzman olan toplam on iki
uzmandan goriis alinmig; sorular uzmanlardan gelen Oneri ve elestiriler dikkate
alinarak yeniden diizenlenmistir. Ayrica ii¢ katilimei ile 6n goriisme (pilot caligma)
yapilmis, her bir soru ile ilgili katilimci yanitlari tekrar edilerek katilimcilardan bu
yanitlari teyit etmeleri istenmis, varsa yanlis anlasilan yerler diizeltilerek sorulara son
bi¢imi verilmistir. I¢ gegerligi saglayabilmek amaciyla ayrica veri cesitlemesi
yapilmis; ¢cok sayida katilimcidan yazilt goriis alinmasinin yani sira bes katilimer ile
yar1 yapilandirilmig sorular yoluyla yiliz yiize goriismeler yapilmistir. Bu amagla
hazirlanan sorular i¢in de ayrica uzman goriisleri alinmistir. Merriam (2018)’a gore
“veri toplama siireclerine uygun ve yeterli katilmin saglanmasi”, inandiricilik
acisindan bir diger dnemli stratejidir. Bu amagla katilimcilarin belirlenen dlgiitlere
uygunlugu goz 6niinde bulundurulmus, veri doygunluguna ulasildig1 anlasilana kadar
cevrimigi ortamda uygulanan form yoluyla yazili goriis almaya ve sozlii goriismelere
yapilmaya devam edilmistir.

Aktarilabilirlik (D1s Gegerlik)

Aktarilabilirlik (dis gegerlik), elde edilen sonuglarin benzer gruplara ya da
ortamlara aktarilabilirligi, arastirma sonuglarmin genellenebilirligi ile ilgilidir. Bir
aragtirmanin sonuglart benzer ortam ve durumlara genellenebiliyorsa arastirma
aktarilabilirlik 6zelligini tagir (Yildirim ve Simsek, 2013). Bir calismanin sonuglarinin
farkli durumlara ne derece uygulanabilecegi ile ilgilidir. Arastirmact sundugu
bulgular1 kendi durumlariyla karsilastirarak uygulanabilir olup olmadiklarina karar
vermelerine yardimci olabilmek amaciyla okurlarina ¢alismanin ortami ve sartlariyla
ilgili ayrintilt agiklama yapmalidir. Aktarilabilirligi artirabilmek amaciyla kullanilan
stratejilerden biri zengin ve yogun tanimlama yapmaktir. Bu, ortam ve katilimeilarin
tanimlanmasi kadar katilimci gériismelerinden, arastirma notlarindan ve belgelerden
yapilan alintilar bi¢iminde sunulan uygun kanitlarla desteklenen bulgularin ayrintili
tanimlamasidir. Aktarilabilirligi artirmanin bir diger yolu 6rneklem se¢iminin dikkatli
ve Ozenli yapilmasidir. Arastirmanin uygulanacagi ortamlarin belirlenmesinde, goriis
aliacak bireylerin se¢iminde drneklemde azami gesitliligin saglanmasi durumunda
yapilan ¢alisma okur ve tiiketiciler tarafindan daha fazla alanda ve farkli amaglar i¢in
kullanilabilir duruma gelir (Merriam, 2018).

Bu caligmada katilimcilarin, ¢alismanin amacina ulagsmaya katki saglayacak
kisilerden olugsmasina 6zen gosterilmis, Ol¢iitler buna gore belirlenmistir. Formda ¢ok
sayida katilimcidan yazili goriis, bes katilimcidan da sozlii gorlis alindigindan dig
gegerlik saglanmigtir. Ulasilan temalart desteklemek amaciyla katilimeilarin yazil
formdaki ve sozli formdaki sorulara verdikleri yanitlardan dogrudan alintilar
yapilmistir.

Tutarhik (i¢ Giivenirlik) ve Teyit Edilebilirlik

Tutarlik (i¢ giivenirlik), baska arastirmacilarin ayni veriyi kullanarak ayni
sonuglara ulasip ulagmayacagiyla ilgilidir. i¢ giivenirligi artirmak igin toplanan veriler
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betimsel bir yaklagimla sunulmalidir. Arastirmaci elde ettigi verileri yorum katmadan
okura sunmali, yorumu sonraya birakmalidir (LeCompte ve Goetz, 1982). Bu
calismada veriler oOnce yorum katilmadan verilmis, tartisma boliimiinde
yorumlanmuistir. Béylelikle okura verilerin yorumlanmamig bi¢imiyle bulugma firsat
verilmistir. Ayni arastirmayi birden ¢ok arastirmacinin yapmasi i¢ giivenirligi
artiracak bir bagka stratejidir (LeCompte ve Goetz, 1982). Bu aragtirma, iki
arastirmaci tarafindan yapilmis, ayrica ozellikle cocuk edebiyati alaninda calisan
uzmanlardan sik stk gorlis almmustir. Teyit edilebilirlik c¢ercevesinde nitel
arastirmacidan beklenen ulastig1 sonuglar topladig: verilerle siirekli teyit etmesi ve
bu ¢ercevede okura mantikli bir agiklama sunabilmesidir (Yildirim ve Simsek, 2013).

Bu ¢aligmada ulasilan sonuglar, toplanan verilerle siirekli teyit edilmis ve okura
aciklanmigtir. Aragtirmanin tutarligiin ve teyit edilebilirliginin saglanmasi amaciyla,
aragtirmada kullanilan tim veri toplama araglari, ham veriler ve ¢6ziimleme
asamasinda yapilan kodlamalar ve bu kodlamalara temel olusturan algi ve gikarimlara
iligkin notlar saklanmis ve gerektiginde incelemeye hazir tutulmustur. Ayrica yiiz
ylize yapilan goriismelerde kayit cihazi kullanilmis, bdylece veri kaybi dnlenmistir.
Calisma grubundaki katilimecilarin ¢ok sayida olmasi, sorulara verilen yanitlarin
karmasik ve ¢ok yonlii olmasi nedeniyle verilerin tamamui iki arastirmaci tarafindan
birlikte ¢oziimlenmistir. iki arastirmacinin farkli kodlamalar yaptig1 durumlarda ise
goriis birligi saglanana dek tartisilmistir.

D1s Giivenirlik

Dis giivenirlik, arastirma sonuglarimin benzer ortamlarda ayni sekilde elde edilip
edilmeyecegiyle ilgilidir (Yildirim ve Simsek, 2013). Dis giivenirligi artirmak igin
arastirmada veri kaynagi olan bireylerin agik bigimde tanimlanmasi gerekir. Verilerin
¢oziimlenmesinde kullanilan kavramsal ger¢evenin ve varsayimlarin tanimlanmasi
gerekir. Ayrica veri toplama ve ¢éziimleme yontemleri ile ilgili ayrintili agiklamalar
yapilmalidir (LeCompte ve Goetz, 1982). Bu calismada dig giivenirligi saglamak
amactyla katilimeilarla ilgili ayrintili agiklamalar yapilarak bu 6nlem alimmustir.
Veriler  ¢oziimlenmesinde ve  yorumlanmasinda kavramsal c¢ergeveden
yararlanilmistir. Ayrica arastirma modelinin ve ¢alisma grubunun belirlenmesi, veri
toplama araglari, verilerin toplanmasi ve ¢éziimlenmesi siiregleri ve bulgularin nasil
diizenlendigi ayrintili bigimde agiklanmistir. Sonuglar, arastirmadan elde edilen
verilerle iligkilendirilmistir.

Bulgular
Yetiskinlerin ¢ocuk kitaplarint kimler i¢in okuduklart ve ¢ocuk kitaplarinin
onlara katkilarina iliskin bulgular iki baglik altinda incelenmistir.
Yetiskinlerin Cocuk Edebiyat1 Uriinlerini Kimin i¢cin Okuduklarina iliskin
Bulgular
Grafik 1’de yetiskinlerin kimin igin ¢ocuk kitaplari okuduguna iliskin bilgiler
yer almaktadir.
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Sekil 1
Yetiskinler Cocuk Kitaplarini Kimin I¢in Okuyor?
Arkadas cocuklari  Diger
4%

ve yakinlarim
Akrabalarim _\f32w,_ ‘
f: 41 ; )

Kendim
f: 155

Ogrencilerim
f: 100
Cocugum
f: 107

Sekil 1’e gore ¢ocuk kitaplarini kimler i¢in okuduklari sorusuna yetigkinlerin
155’1 kendisi, 107’si gocugu, 100’1 6grencileri, 41°1 akrabalari, 32°si arkadaglarinin
cocuklar1 ve yakinlari i¢in okudugu yanitin1 vermislerdir.

Cocuk Kitaplarimn Yetiskinlere Katkisina iliskin Bulgular
Cocuk kitaplarinin yetigkinlere katkisina iligskin goriislerden elde edilen tema ve
kategorilere Sekil 2’de yer verilmistir:
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Sekil 2
Cocuk Edebiyatimin Yetiskinlere Katkisina Iliskin Elde Edilen Tema ve Kategoriler

|_| Cesaretverme ve

Eglenceli zaman
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Umut verme

G
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|
 E——
iyilestirme/
rahatlatma
|
N
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| S—

) ) ) )
| Benlikalgisini fark Keyif ve mutluluk Akademik ve Coc:tlran:laetllslm
ettirme verme mesleki gelisim V!
kolaylagtirma
— | S — — —
) ) ) )
|| (;ocukluguyI? bag || Yasama bakl§ agisini Kisisel gelisim Cocuk gergekligini
kurmasini saglama olumlu etkileme anlama
— | S — — —
) )
Zor duygularla ve
Kendi degerlerini sorunlarla bag
sorgulama etmeye yardimci
olma
—
)

Sekil 2’de goriildiigii iizere ¢ocuk kitaplarinin yetiskinlere katkilari; “kendini
tanima ve anlama”, “6znel iyi olus halini artirma”, “kendini gelistirme”, “gocugu
anlama ve g¢ocukla iletisim kurmay1 kolaylastirma” olmak tizere dort tema altinda
toplanmustir. Siklik dagilimlart agisindan degerlendirildiginde, ¢ocuk kitaplarinin
katkilar1 6ncelik sirasina gore su sekilde siralanmaktadir: “gocugu anlama ve ¢ocukla
iletisim kurma” (f=147), “kendini tanima ve anlama” (f=113), “kendini gelistirme”
(f=94), “6znel iyi olus halini artirma” (f=83).
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Cocuk kitaplarinin yetigskinlerin kendini tanima ve anlamasina katkisini
betimleyen “kendini tanima ve anlama” temasi altinda “benlik algisini fark ettirme”,
“cocukluguyla bag kurmasmi saglama” ve “kendi degerlerini yeniden sorgulama”
olmak iizere ii¢ kategori bulunmaktadir. “Oznel iyi olus halini artirma” temas1 altinda
“keyif ve mutluluk verme”, “yasama bakis acisin1 olumlu etkileme”, “zor duygularla
ve sorunlarla bag etme”, “eglenceli zaman ge¢irme”, “umut verme”, “cesaret verme”,
“lyilestirme ve rahatlatma” ile “yalniz olmadigii hissettirme” olmak iizere sekiz
kategori yer almaktadir. “Kendini gelistirme” temasi altinda “akademik ve mesleki
gelisim” ile “kisisel gelisim” kategorileri; “gocugu anlama ve ¢ocukla iletigim kurma”
temast altinda “gocukla iletisim kurmayi kolaylastirma” ve “cocuk gercekligini
anlama” kategorileri yer almistir. Cocuk kitaplarinin yetigkinlere katkisina iligkin
tema, kategori ve kodlara iligskin siklik degerleri ilgili bulgu basliklarinin altinda

gosterilmistir.
Cocugu Anlama ve Cocukla fletisim Kurma Temasina iliskin Bulgular

Cocuk kitaplarinin “cocugu anlama ve gocukla iletisim kurma” temasina iligkin
kategori ve kodlara ait siklik degerleri Tablo 1’de gosterilmistir.

Tablo 1
Cocugu Anlama ve Cocukla Iletisim Kurma Temaswina Iliskin Kategori ve Kodlar
Cocugu Anlama ve Cocukla Iletisim Kurma

Cocukla Iletisim Kurmay1 Cocuk Gergekligini Anlama
Kolaylastirma
Kod f Kod f
Cocukla esduyumsal iliskiye girme 46 Cocuk diinyasini anlama 26
(empati kurma)
Cocuga nasil yaklasilmasi gerektigini 16 Cocuklarin ilgi ve gereksinimlerini 15
gosterme fark etme

Cocuklarla ortak bir dil ve bag kurma 15 Cocugun hayati, olaylari, yetiskini 11
algilama bi¢imini anlama

Zor konularin nasil aktarilmasi 4 Cocugun olaylar karsisindaki duygu, 10
gerektigini gdsterme diisiince ve davraniglarinin nedenini
anlama
Cocukla nitelikli zaman gegirme 4
olanag1 sunma
Toplam 85 Toplam 62

Tablo 1’de goriildiigii tizere gocugu anlama ve gocukla iletisim kurma (f=147)
temast, ¢cocukla iletisim kurmay1 kolaylastirma (f=85) ve ¢ocuk gergekligini anlama
(f=62) kategorilerinden olusmaktadir. Uzerinde en sik durulan kategori olan ¢ocukla
iletisim kurmay1 kolaylastirma; ¢ocukla esduyumsal iliskiye girme (empati kurma)
(f=46), ¢ocuga nasil yaklasilmasi gerektigin gosterme (f=16), ortak bir dil ve bag
kurma (f=15), zor konularin nasil aktarilmasi gerektigini gosterme (f=4) ve ¢ocukla
nitelikli zaman gegirme olanagi sunma (f=4) kodlarini igermektedir. Cocuk
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kitaplarinin yetigkinlere sagladig1 bu katkilarla ilgili kimi katilimer goriisleri asagida
sunulmustur:

e Is hayat, giindelik hayat kosturmacasi, insanligm, medeniyetin var
olmasidaki en temel duygu olan empatiyi unutturuyor. Cocuk kitaplari,
bana o duygumu hatirlatiyor. Birini anlamak i¢in empati gerekir. Anlamak,
her seyi degistirir. (K127)

e Baz kitaplarda anne olarak ¢ocuguma yanlis yaklastigimi, ona nasil
yaklagsmam gerektigini, yanlislarimi 6grendim. Cocuk agisindan zor ve
duyarli konular1 ¢ocuga nasil aktarmam gerektigini gordiim. (K3)

e Gittikge uzaklagtigimiz ¢ocuklarin diinyasi ile siirekli temas halinde olmami
sagliyor. Icimdeki ¢cocukla bag kurmami sagliyor ve ¢cocuklarla da ortak bir
dil, ortak bir diinyanin bir ucundan tutabilmemi sagliyor. (K158)

“Cocugu anlama ve c¢ocukla iletisim kurma” temast ig¢inde ikinci olarak
vurgulanan “gocuk gercekligini anlama” (f=62) kategorisi ig¢inde; ¢ocuk diinyasini
anlama (f=26), cocuklarin ilgi ve gereksinimlerini fark etme (f=15), ¢ocuklarin
yetigkini algilama bigimini anlama (f=11), ¢ocugun olaylar karsisindaki duygu,
diistince ve davraniglarmin nedenlerini anlama (f=10) kodlar1 yer almaktadir.
Cocugun diinyasim1 anlamak i¢in ¢ocuk kitabi okudugunu belirten yetiskinlerin
goriisleri su sekildedir:

e Ne kadar ¢ok kitap okusam da deneyim sahibi de olsam nihayetinde ben bir
yetigkinim. Cocuklarin diinyasina inebilmek ve onlari anlayabilmek igin
onlarla sohbet etmenin farkli bir yolu bence ¢ocuk kitabi okumak. (K190)

e Oyuncaklarini Kiran Cocuk" kitabini okudugumda ¢ocuklarin oyuncaklarin
icini merak ettiklerini ve kesfetmek istediklerini duyumsadim. Demek ki
cocuklar yalniz siddet gostermek icin degil merak duyularinin pesinden
gidebilmek i¢in de oyuncaklarini kirabilirmis. Bu kitapla goriinen gercekligi
basmakalip agiklamalarla  gegistirememem  gerektigini, insanlarin
davranislar altinda yatan nedenleri géz oniinde bulundurmam gerektigini
anlamigtim. (K79)

e “Bosluk” ergenlige geciste genclerin sikintilar1 konusunda anlayis
gelistirmemi sagladi. (K59)

Katilimer goriislerine gore cocuk kitaplari, yetigkinlerin gocuklarla esduyumsal
iliskiye girme (empati kurma), ortak bir dil ve bag kurmalarini ve onlara nasil
yaklagmalar1 gerektigini, zor konulart nasil aktarmalari gerektigini gostererek
yetigkinlerin ~ ¢ocuklarla  iletisim  kurmalarmi  ve  onlar1  anlamalarini
kolaylagtirmaktadir.

Kendini Tanima ve Anlama Temasina fliskin Bulgular

Cocuk kitaplarinin “yetiskinlerin kendilerini tanima ve anlamalar1” temasina
iliskin kategori ve kodlara ait siklik degerleri Tablo 2’de gosterilmistir.
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Tablo 2
Kendini Tamma ve Anlamaya Katki Temasina Iliskin Kategori ve Kodlar
Kendini Tanima ve Anlama

Benlik Algisini Cocukluguyla Bag Kurma Degerlerini Sorgulama
Fark Etme
Kod f Kod f Kod f
Kendini tanima 7 Unutulan duygu ve 24 Evrensel degerler 12
degerleri animsatma
Kendi giiciine 4 I¢indeki cocukla bag 15 Yasam ve anlami 5
inanma kurma
Kendini sevme 3 Cocuklugunu 11 Birey ve yagami 5
animsatma
Kendini oldugu 3 Cocukken hissedilen 10 Yetiskin olmak 4
gibi kabul etme duygularin nedenini
fark edebilme
Cocuklugu yagsama 4 Egitim sistemi 3
firsati
Cocuk olmak 3
Toplam 17 Toplam 64 Toplam 32

Tablo 2 incelendiginde “kendini tanima ve anlama” temasinin ¢ocukluguyla bag
kurma (f=64), degerlerini sorgulama (f=32) ve benlik algisini fark etme (f=17) olmak
lizere Ui¢ kategoride ele alindig1 goriilmektedir. Cocukluguyla bag kurma kategorisi
(f=64); unutulan duygu ve degerleri animsatma (f=24), i¢indeki ¢ocukla bag kurma
(f=15), cocuklugunu animsatma (f=11), cocukken hissedilen duygularin nedenini fark
etme (f=10), ¢ocuklugu yasama firsati1 verme (f=4) kodlarmmdan olusmaktadir. Cocuk
kitaplarinin unutulan degerleri ve gocuklugu animsatarak yetiskinin ¢ocukluguyla bag
kurmasina katkisina iligkin bazi katilime1 goriisleri asagida sunulmustur:

e  Unuttugum degerleri animsatmakta ¢iinkii artik degerlerimizi ve i¢cimizdeki
duygulari kaybetmek {izereyiz. (K11)

e Icimdeki biiyiimeyen ¢ocugu bulup ¢ikarmama yarryor. (K212)

e “Kumkurdu”nu okurken adeta ¢ocukluguma geri déndiim, bir kiz ¢ocugu
olarak diislerimi, diigiindiiklerimi, duygularimi, iiziintiilerimi hatirladim.

e Kitaplarin ¢ocukluk donemimden kalan ve belki de bende yiik olan bazi
catisma/ kaygi/ belki de Ofke nedenlerimi bulmami/ fark etmememi
sagladigin1 soyleyebilirim. Aslinda simdiye kadar tasidigim duygu/
duygularin gergekte dyle olmadigimi fark ettirmeleri ile farkli bir boyuta
gecirdiklerini s6ylemem miimkiin. (K43)

Kendini tanima ve anlama temasi altinda bulunan kendi degerlerini sorgulama
(f=32) kategorisi igerisinde evrensel degerler (f=12), yasam ve anlami (f=12), birey
ve yasamu (f=12), yetigskin olmak (f=4), egitim sistemi (f=3) ve ¢ocuk olmak (f=3)
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kodlar1 yer almaktadir. Cocuk kitaplarinin kendini, yasamini ve bazi evrensel
degerleri, egitim sistemini sorgulattigini belirten katilimeilarin goriisleri su sekildedir:

e Samed Behrengi'nin "Bir Seftali Bin Seftali" ile "Kii¢iik Kara Balik" kitaplar1
beni ¢ok diisiindiirmiistii. Yoksul- zengin farkini, bu insanlarin yasadiklarini
tekrar tekrar diisiinmeme sebep olmustu. Diger kitapta ise istedigimiz sey
ugruna kararlilikla, 6zgiirce hareket etmemiz gerektigi vurgulaniyordu. "Ben
gercekten dzgiir miiyiim?", "Isteklerim konusunda emin miyim?", "Bu
konuda ¢aba gdsteriyor muyum?" gibi sorular1 kendime sormugtum. Her iki
kitap da baz1 gergekleri bana tekrar animsatti. (K49)

e  Andy Mulligan’in “Okula Doniis” kitabini1 okudugumda egitim sistemimizin
asla bir gocugun gergek varligina, 6ziine hizmet etmedigini; ¢ocuklar
gelistirmek degil kaliplara sokarak tektiplestirmek iizerine kurulu oldugunu,
g¢ocugun bir okulda bulmasi gereken ger¢ek ihtiyaglarinin bambagka
oldugunu ve 6gretmenligin asla su an yaptigimiz gibi olmamasi gerektigini
fark ettim. (K158)

Cocuk kitaplarinin bir diger katkisi ise bireyin benlik algisini fark etmesi (f=17)
olarak kategorilestirilmistir. Bu kategori altinda yer alan kodlar kendini tanima (f=7),
kendi giiciine inanma (f=4), kendini sevme (f=3) ve kendini kabul etme (f=3)’dir.
Cocuk kitaplarinin bireyin kendini tanimasina, kabul etmesine, giiciinii fark etmesine
katkida bulunduguna iliskin katilimci goriisleri su sekildedir:

e  Bazi ¢ocuk kitaplarini okudugumda kendi gocuklugumda bana sorulmamis
benim sormadigim, cevabini aramadigim olgularla karsilasiyorum. Simdiki
bilincimle ge¢miste okudugum kitaplarin igeriklerine bakip kodlarimi
¢oziimliyorum. (K13)

o Kendimi daha fazla kabul etme yolunda ¢okga katkisi oldu. (K175)

e “Kiiciik Insanlar Biiyiik Hayaller” serisinin bir¢ogu istedikten sonra
yapilamaz bir sey olmadigini gosteriyor. (K179)

e  “Sekizinci Renk”, icimdeki giicii fark etmemi sagladi. (K95)

Katilime1 yanitlarindan hareketle ¢ocuk kitaplariin unutulan duygu ve degerleri
animsattigi, yetiskinin kendi ¢ocukluguyla bag kurmasmi kolaylastirdigi ve onu
cocukluguna gotiirdiigli anlasilmaktadir. Aymi zamanda yetigkinin degerlerini
sorgulamasini; kendini tanimasini, sevmesini ve kabul etmesini saglayarak benlik
algisim fark etmesini kolaylastirdigi da yine katilimcilarin verdikleri yanitlardan
anlasilmaktadir.

Kendini Gelistirme Temasina Iliskin Bulgular

Cocuk kitaplarmin yetiskinlerin kendilerini gelistirme temasina iliskin kategori
ve kodlara ait siklik degerleri Tablo 3’te gdsterilmistir.
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Tablo 3
Kendini Gelistirme Temaswina lligkin Kategori ve Kodlar
Kendini Gelistirme

Akademik ve Mesleki Geligim Kisisel Gelisim
Kod f Kod f
Akademik ¢alisma yapma 8 Yaraticiligi ve diis giictinii gelisme 28
Dersi destekleme 7 Bakis agisini genisletme 22
Dogru kitap 6nerisi yapabilme 6 Ufkunu genisletme 9
Yeni yayinlari izleme 4 Ifade giiciinii gelistirme 4
Uretim yapmay1 destekleme 3 Sanat ve estetik zevki gelistirme 3
Toplam 28 Toplam 66

Tablo 3’e gore gocuk kitaplart bireyin kendini gelistirmesine (f=94) katkida
bulunmaktadir. S6z konusu gelisim akademik ve mesleki gelisim (f=28) ile kisisel
gelisim (f=66) olmak tizere iki tema altinda toplanmistir. Yetigkinlerin kisisel
gelisimine iligkin olarak yaraticihk ve diis giictinii gelistirme (f=28), bakis agisini
genisletme (f=22), ufkunu genisletme (f=9), ifade giiclinii gelistirme (f=4), sanat ve
estetik zevkini gelistirme (f=3) kodlar belirtilmistir. Yetiskinlerin kisisel gelisimine
katkisina iligkin kimi katilimer goriigleri asagida sunulmustur:

e Cocuk kitaplarinin  hayal giicimiin  paslanmasint  engelledigini
diistiniiyorum. (K151)

e Beni biiyiiliiyorlar, hayata bakisimi, ufkumu genisletiyorlar ve bambagka
pencereler agryorlar. (K37)

e Evime gelen sanat galerisi gibi sanatsal diinyaya kapilarimi agtigimi
distiniiyorum. Her sayfada yeni diinyalar1 kesfediyorum. Kitaplardaki yalin
anlatim, soziin giiciinii anlamami sagliyor. (K44)

e Cocuk kitaplarindaki resimlemelerin, gorsellerin bana katkisi oldugunu
diisiiniiyorum. Tlgimi ¢ekiyor yani, gérseller ilgimi gekiyor. Bazilar1 sanat
eseri gibi gergekten. Ornegin Feridun Oral’in resimledigi bir ¢ocuk kitabim
gordiiglimde bakmamam imkansiz, ¢ekiyor beni. Ciinkii sadece bir ¢cocuk
kitab1 olarak gérmiiyorum onlari, ger¢ekten sanat eseri gibi. (G1)

Cocuk kitaplarinin akademik ve mesleki gelisime katkisi; akademik c¢aligma
yapma (f=8), dersi destekleme (f=7), kitap Onerisi yapabilme (f=6), yeni yaylari
izleme (f=4), tiretim yapmay1 destekleme (f=3) kodlarmi kapsamaktadir. Cocuk
kitaplarinin akademik ve mesleki gelisime katkisina iligskin bazi katilimer goriigleri
asagida gosterilmistir:

e Ders hazirlarken gelistirici bir ara¢ olarak kullanabiliyorum. Bazen kolayca
ve basitce bir olguyu anlatma yolunu gosterdigini diistiniiyorum. (K202)
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e Tabii c¢ocuk edebiyatin1 takip etmek, giincel durumu incelemek ve
ogrencilerime rehberlik edebilmek gibi katkilari da var. (K122)

e Bir de minik minik karalamalarim var. Bunlara da katkist bulunsun diye
okuyorum. Ben kendim boéyle alana katki icin. Gegen giin bir dergide
kiigiiciik bir yazim ¢ikt1 okuldncesi donem ¢ocuklarina yonelik. Projelerimde
kendim yazmaya calistyorum. Yazmay1 ¢ok seviyorum, yazmama da katkida
bulunsun diye okuyorum. Sozciiklerle oynayan yazarlari ¢cok seviyorum
hocam. Cocuga dille oynamay1 6gretiyor kitaplar. (G2)

Katilimer yanitlarina gore g¢ocuk kitaplari; yetiskinin akademik calismalarini
desteklemekte, yararli bir ders araci olarak kullanilmakta, iiretimi desteklemesi
nedeniyle yetiskini akademik ve mesleki yonden gelistirmektedir. Ayrica gocuk
kitaplar diis giiciinii ve yaraticihigini gelistirmesi, bakis agisin1 genisletmesi ve sanat
zevkini gelistirmesi gibi nedenlerle yetiskinin kisisel gelisimini de desteklemektedir.

Oznel lyi Olus Halini Artirma Temasina iliskin Bulgular

Cocuk kitaplarinin yetiskinlerin oznel iyi olus halini artirma temasma iliskin
kategori ve kodlara ait siklik degerleri Tablo 4’te gosterilmistir.

Tablo 4
Oznel Iyi Olus Halini Artirma Temasina Iliskin Kategori ve Kodlar
Oznel lyi Olus Halini Artirma
Olumlu-iyimser diisiinmeyi gelistirme

Kod f

Keyif ve mutluluk verme 20
Yasama bakis agisint olumlu etkileme 16
Zor duygularla ve sorunlarla bag etme 15
Eglenceli zaman gegirme 10
Umut verme 9

Cesaret verme ve giidiileme 9
Tyilestirme/ rahatlatma 8

Yalniz olmadigin1 duyumsatma 6
Toplam 83

Tablo 4 incelendiginde, ¢ocuk kitaplarinin bireyin 6znel iyi olus halini artirmaya
(f=83) katkisinin bulundugu goriilmektedir. Bu kapsamda ele alinan kodlar keyif ve
mutluluk verme (f=20), yasama bakis1 olumlu etkileme (f=16), zor duygularla bas
etme (f=15), eglenceli zaman gegirme (f=10), umut verme (f=9), cesaret verme ve
giidilleme (f=9), iyilestirme/rahatlatma (f=8), yalniz olmadigin1 duyumsatma (f=6)
olarak gosterilebilir. Bu katkilara iligkin kimi katilimer goriisleri asagida verilmistir:

e Cocuk kitab1 okudukga yasama daha sik1 baglaniyorum. Yasami sevdigimi
animsayarak mutlu oluyorum. Yasadigim sorunlarla yiizlesme cesareti
gosterebiliyorum. Hayallerimi gerceklestirmek icin harekete gegme istegi
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duyuyorum. Yasadigim sorunlarda yalniz olmadigimi, benim gibi
diisiinen/hisseden baskalarinin da oldugunu gériiyorum. Benzer duygu ve
diislinceleri paylastigim insanlarda kitap sayfalarinda bir araya gelmisiz gibi
hissediyorum. Yazarla, karakterlerle veya anlaticilarla arkadas olmusum gibi
hissediyorum. (K79)

e “Uziintii Kapin1 Caldiginda” kitab1 ise genellikle mutsuz hissettigimde
okudugum ve igerisinde bulundugum duygu durumunun rahatlamasin
saglayarak bas etme becerilerini arttirmami sagladi. (K73)

e Cocukluk yagamin en muhtesem ve ayni zamanda en hizli gecip biten
zamani. Ama bu kitaplar sayesinde yasam bizi zorladiginda kagip oraya
saklanabiliyoruz. (K211)

e Ruh diinyam iyilestirdiklerini ve diinyay1 daha katlanabilir bir yer haline
getirdiklerini diisiiniiyorum. (K144)

e  Cocuk kitaplarinin seviyesine ¢itkmaya basladiktan sonra yetigkin seviyesine
inememmeye bagladim. Cocuk edebiyati okuduktan sonra yetigkin
edebiyatindan keyif alamamaya basladim. Ciinkii cocuklugumda bazi
yaralarimm oldugunu ve bunu da c¢ocuk edebiyati yapitlariyla
sagaltabildigimi fark ettim. Yetiskin olabilmek i¢in 6nce bu donemle barisip
0 donemi yapilandirabilmeliydim. Miithis bir bibliyoterapi oldugunu ve
miithis bir sagaltim aract oldugunu fark ettim ¢ocuk kitaplarinin. (G3)

Katilimer goriislerine gore ¢ocuk kitaplari, yetigskinlere farkli duygular yasatarak
onlarm iyi hissetmelerine, hayata olumlu bakmalarma ve mutlu olmalarina katkida
bulunarak yetiskinlerin 6znel iyi olus halini artirmaktadir.

Tartisma, Sonu¢ ve Oneriler

Bu arastirma yetigkinlik déneminde okunan g¢ocuk kitaplarmin yetiskinlere
katkisini belirlemek amaciyla yapilmistir. Aragtirma sonucunda katilimeilarin biiyiik
¢ogunlugunun kendileri i¢in ¢ocuk kitabi okuduklar1 belirlenmistir. Sirin’e (2016)
gore edebiyat niteligi tasiyan ¢ocuk edebiyati iiriinleri yetiskinlerce de okunmalidir.
Bloem ve Padak’a (1996) gore her yastaki cogu insan gibi yetiskinler de renkli ve
etkileyici bir diinyay:r tanimaktan mutluluk duyarlar. Oykiilerin ~ giiciinii
duyumsayarak kendilerini baska bir diinyaya kaptiran yalnizca g¢ocuklar degildir.
Resimli kitaplar ya da kisa romanlar c¢ift tarafli bir bakis acist sunduklarindan
genellikle yetiskinler i¢in iyi okuma firsatlart sunar. Bloem’a (1995) gore gocuklar,
yetigkin kitaplarina maruz birakilmamali ama yetiskinler zaman zaman c¢ocuk
kitaplar1 okumalidir. Nitelikli ¢ocuk kitaplari, farkli diizeylerdeki okurlar tarafindan
okunabilir ancak yetiskinler, deneyimlerinden gelen derin bir olgunlukla onlart daha
iyi degerlendirirler. Freeman vd.’ye (2011) gore yetigkinler resimli kitaplarin hem
kendilerinin hem de 6grencilerinin farkli zeka tiirlerine seslenen gorselleri, metinleri
ve ritimleri nasil etkili bir sekilde kullandigini ilk elden deneyimler.
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Arastirma sonucunda katilimcilarin 6nemli bir bolimiiniin, kitaplar1 kendi
cocuklari, akrabalarinin ve arkadaglarinin ¢ocuklari ile 6grencileri i¢in okuduklar
belirlenmistir. Bu yanitlardan katilimcilarin  kendi ¢ocuklariyla, yakilarinin
cocuklartyla ya da Ogrencileriyle zaman gegirebilmek, onlar1 yararli kitaplarla
bulusturmak, bunlar {izerine sdylesmek, onlara nitelikli kitaplar dnerebilmek, boylece
onlarin hem okuma aligkanlig1 kazanmalarini saglamak hem de her tiirlii gelisimlerini
dogru ve nitelikli kaynaklarla desteklemek amaciyla c¢ocuk kitaplar1 okudugu
anlagilmaktadir. Glazer’e (1990) gore cocuklara kitap okumak, cocuklarin kitaplara
kars1 olumlu tutumlar gelistirmelerine yardimei olmanin en iyi yollarindan biridir.
Katilimeilarin gogunlukla nitelikli ¢ocuk kitaplarinin ¢ocugun her tiirlii gelisimine
katkilarint bilen ve deneyimleyen bilingli anne baba, 6gretmen, 6gretmen aday1 ve
akademisyenler olduklart diisiiniildiigiinde yanitlarin bu sekilde olmasi beklenen ve
anlagilabilir bir durumdur.

Arastirma sonucunda katilimcilarin yetiskinlik doneminde okuduklari ¢ocuk
kitaplarinin kendilerine en ¢ok ¢ocugu anlama ve gocukla iletisim kurma konusunda
katk1 sagladigi goriilmiistiir. Cocugu anlama ve ¢ocukla iletisim kurma temasi altinda
cocuk gercekligini anlama ve ¢ocukla iletisim kurmay1 kolaylastirma kategorileri yer
almistir. Uzerinde en sik durulan kategori olan cocukla iletisim kurmay1
kolaylastirma; ¢cocukla esduyumsal iliskiye girme (empati kurma), ortak bir dil ve bag
kurma, cocuga nasil yaklasilmasi ve zor konularmn nasil aktarilmasi gerektigi
konusunda yol gdsterme ve ¢ocukla nitelikli zaman gegirme olanagi sunma kodlarini
icermektedir. Kitaplardaki karakterlerin duygu, diisiince ve davranislari iizerine
yapilan soylesiler/¢coziimlemeler yetiskinin ¢ocukla nitelikli bir zaman diliminde sik1
ve giicli baglar olusturmasina katkida bulunur. Roth ve Thomas’a (2013) goére bir
kitabr ¢ocukla birlikte yiiksek sesle okumak, cocukla yetiskin arasindaki bagi
derinlestirir ve gocugun okumay1 eglenceyle iliskilendirmesini saglar. Resimli ¢ocuk
kitaplar1 yetiskinlerin ¢ocuklartyla c¢esitli konularda sdylesmesine, onlara kimi
degerleri ve manevi konular1 anlatmasina katkida bulunur.

Arastirma sonucunda ¢ocuk kitaplari okumanin yetiskine ¢ocukla esduyumsal
iliski kurmay1 kolaylagtirma, ona nasil yaklagilmasi gerektigini duyumsatma, boylece
cocukla iletisim kurmay1 kolaylastirma gibi katkilarinin oldugu goriilmiistiir. Cocuk
kitaplar1 genellikle bir ¢ocugun bakis agisini yakalar. Yetiskinlerin ¢ocuklugu
anlamalarinda ve gocuga duyarli yaklasmalarinda ¢ocuk kitaplariin roli biiytiktiir.
Cocuk edebiyatindan yararlanmak, ¢ocuga ve cocukluga iliskin 6grenmeleri gelistirir.
Iyi kitaplar, bir cocugun bakis agisini, deneyimini ya da merak duygusunu yakalama
kapasitesine sahiptir. Cocuk kitaplar1 yetiskinlere, ¢ocuklar1 ve ¢ocuklugu anlamak
igin tarihsel bir bakis agis1 ve kiiltiirel bir mercek olma firsat1 verir (Freeman vd.,
2011). Yetigkinlerin cocuk edebiyati iriinlerini okumasi, kitaplardaki ¢ocuk
karakterler araciligryla ¢ocugun olaylara bakis agisini, diinyasini, gercekligini,
tepkilerini, duygu ve davranislarini, diisinme ve yasami algilama bigimlerini, ilgi ve
begenilerini, gereksinimlerini yazinsal bir gergeklik iizerinden anlamasina, bu da
onunla esduyumsal iliski kurabilmesine ve ona nasil yaklagsmasi gerektigine doniik
ipuglart verir. Kidd ve Castano (2013) yaptiklari arastirmada kurmaca metinler
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okuyan ¢ocuklarin, bagkalarinin davraniglarinin arkasinda yatan diisiince, istek, niyet,
gereksinim ve duygulari ile 6teki insanlarin inang ve arzulart oldugunu, bunlarin
bizimkilerden farkli olabileceklerini anlama yetenegi olan “zihin kurami” konusunda
kurmaca okumayanlara gore daha fazla gelisme gosterdigini belirlemistir. Cocuk
kitaplarinin, yetiskinlerin ¢ocuk gercekligini anlamasina katki saglamasi,
kurmacalarin yalnizca c¢ocuklarmm degil yetigkinlerin de zihinsellestirmesini
gelistirdigi goriistinii destekleyebilir.

Arastirma sonuglarina goére g¢ocuk kitaplarmin 6nemli katkilarindan biri,
yasamdaki zor ve duyarli konularda ¢ocugun neleri, nasil yasadigini ve duyumsadigini
anlama, bu gibi durumlarda ¢ocuga nasil yaklagilmasi gerektigini yetigkine
sezdirmedir. Oliim, bosanma, hastalik, madde bagimlilig1, evlat edinme gibi konularm
ele alindig kitaplar araciligtyla yetiskinler hem ¢ocugu daha iyi anlar ve ¢gocuga ona
gore yaklasirlar hem de ¢ocukla yazinsal bir gergeklik {izerinden bu tiir gii¢ ve duyarli
konular iizerine konusabilir, bdylece onun gergek yasama hazirlanmasina katkida
bulunabilirler. Aslan'a (2014) gore ¢ocuk kitaplarinda zor yasam gergeklerinin ele
alinmasi, onlarin sorunlarla bag edebilmelerine ve gercek yasama daha giiglii
hazirlanmalarma yardimci olur. Bireysel diizeyde, ¢ocuklar kendilerinden farkl
karakterlerle ve kendi yasamlarindakinden farkli olaylarla kisisel baglantilar
kurduklarindan bu tiir kitaplar1 okumak oOteki insanlarin sorunlarimi daha iyi
anlamalarimi saglar (Lewison vd., 2002). Kruger vd. (2020) gore cocuk kitaplari,
duyarli konularda ¢ocuklarin kendilerini nasil hissettigini anlamak ve bu konularda
cocuklara karst nasil bir yaklasim sergilemek gerektigi konusunda yetigkinlere yol
gostermektedir. Freeman vd. (2011) gére cocuk edebiyati, zor veya duyarli konulari
giindeme getirmek igin erisilebilir bir arag islevi goriir.

Aslinda yalnizca bilingli ve egitimli yetiskinlerle degil, ekonomik ve sosyo-
kiiltiirel agidan olumsuz kosullarda bulunan ailelerle yapilan ve arag olarak ¢ocuk
edebiyati triinlerinin kullanildig1 birgok yetiskin egitimi programimin sonuglart da
yetiskinlerin ¢ocuk kitaplarma iligkin farkindaligini artirmakla sonuglanmistir (Barber
Carey, 1995; Graham, 2000; Hall, 1990; Neuman, 1995). Gelisimsel agidan zorluklar
yasayan, diigiikk gelirli anne babalarin okuma ve anlama becerilerini gelistirmek,
ailelere siirdiiriilebilir okuryazarlik ve gelisimsel faydalar saglamak, ¢ocuklarina
gegen zayif okuryazarlik dongiisiinii kirmak, onlara ¢ocuklariyla paylasabilecekleri
gesitli ¢ocuk edebiyati iriinlerini tanitmak, onlarin g¢ocuk edebiyatina iliskin
bilgilerini artirmak, ¢ocuklariyla evde birlikte kitap okumalarint ve nitelikli zaman
gegirmelerini saglamak, ¢ocuklarina egitim vermeleri i¢in dzgiivenlerini artirmak,
¢ocuklarinin okuma aligkanligi kazanmalarina katkida bulunmak, anne babalar ile
¢ocuklar1 arasinda daha giiclii, anlamli iliskiler olusturmak, kitaplar:i ailelerin
yasamlarina dahil etmek amaciyla ¢ocuk kitaplarinin temel arag¢ olarak kullanildig:
aile okuryazarlik programlarinin sonuglar1 bu programlarin amaca hizmet ettigini
gostermistir. Nitelikli ¢ocuk kitaplar1 hem dilsel hem de gorsel metinler igerdiginden
ogrencilerin eglenmeleri ve anlama becerilerinin gelismesi i¢in ¢esitli olanaklar sunar
(Bishop ve Hickman, 1992). Bu nedenle resimli kitaplar, dil 6gretiminde ¢aligmaya
ve kullanilmaya deger sanat yapitlaridir. Her yastan 6grenciye bir sanat degeri sunarak
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hem eglendirir hem de Ogretirler. Bu tiir kitaplar genellikle olgunluk ve yasam
deneyimi gerektiren konulart ele alir (Neal ve Moore, 1992), her yastan okur
tarafindan okunabilir ve deneyimden dogan derinlik ve olgunlukla yetiskinler
tarafindan daha derinlikli degerlendirilir. Ho’ya (2000) gore cocuk kitaplar1 yetiskin
okurun diis giiciinii ve yaraticiligini gelistirir. Djikic vd.’nin (2013) yaptig1 arastirma
kisa oOykiiler okuyan bireylerin, bilisgsel tamamlanmaya daha az gereksinim
duydugunu gostermektedir. Biligsel tamamlanmaya az gereksinim duyan bireyler,
daha mantikli diisinme, daha yaratici olma gibi yiliksek duygusal zek&nin tiim
ozelliklerini tasir, agik fikirli olma 6zelligi gosterirler.

Cocuk kitaplarmin yetigkinlere unuttuklari duygu ve degerleri animsatarak
onlara iglerindeki ¢ocukla bag kurma ve cocukluklarini yeniden yasama firsati
sundugu, boylelikle yetigskinlerin ¢ocukluklarini animsamalarina katki sagladigi bu
calismada ulasilan bagka bir sonugtur. Calismanin bu bulgusu Lee’nin (2015)
Ingilizce derslerinde arag olarak ¢ocuk kitaplarini kullandig1 ¢alisma bulgulariyla da
ortiismektedir. Bu calismada kimi katilimcilar ¢ocuk edebiyati iirlinlerini okumanin
kendilerine ¢ocukluk anilarini animsattigini, kendilerini cocukluklarma gotiirdiigiinii
belirtmislerdir. Yetigkinlerin, ¢ocuk kitaplar1 araciligryla c¢ocukluklarini yeniden
deneyimleyerek cocukluklartyla kurduklari bu bag, Oatley'in (1994; 1999; 2002;
2008) kuramiyla agiklanabilir. Oatley’e gore anlati kurgusu, "planlama islemcimiz"
iizerinde, baska bir deyisle zihnimizde ¢aligan bir benzetim (simiilasyon) olusturur.
Bir 6ykii okurken anlati diinyasinin zihinsel modellerini olusturur, kahramanin
hedeflerini ve planlarini {istlenir, ardindan bu hedeflere ne 6l¢iide ulasildigina iliskin
degerlendirmemize goére o duygulari deneyimleriz (Hakemulder, 2000). Boyle bir
benzetim, karakterin roliinii alarak yalnizca onun duygularini deneyimlemeye degil,
bu duygulari giinliik yasamdan daha iyi anlamaya da yardimci olmaktadir (Oatley,
1999). Cocuk kitaplarinin yetigkine, ¢ocuklugunda yapamadiklarin1 deneyimleme
firsat1 vermesi ve onu ¢ocuk kitabt okumaya yonlendirmesi Oatley’in kuraminda
belirttigi gibi yetiskinin bu duygular1 giinliik yasamdan daha iyi anlamasiyla
aciklanabilir.

Bu aragtirmada ulasilan bir bagka sonug¢ ¢ocuk kitaplarinin yetiskinlere; yasam,
birey ve 6zel yasami, egitim sistemi, yetiskin ve ¢ocuk olmak gibi kavramlar ile
evrensel degerleri yeniden sorgulamaya olanak yaratmasidir. Yazinsal metinler daha
derinlikli disiinmeyi tetikler (Miall ve Kuiken, 1994; 1999). Metinlerdeki ¢arpici
Ozellikler anlatisal ve estetik duygular1 ¢agristirir. Bunlar kisisel deneyimlerle (anilar)
baglantilidir, okur bunu kendi iizerine diisinmek i¢in kullanir (Miall ve Kuiken,
2002). Ho’ya (2000) gore ¢ocuk edebiyati yetiskinlerin farkli toplumlarin degerlerini
anlamasini saglar. Okurlarin goézlerini diinya capindaki toplumsal, ekonomik ve
kiiltiirel sorunlara acar. Freeman vd.’ye (2011) gore tarihsel ya da kiiltiirel bakis
acilarin1 vurgulayan kitaplar; insan dogasi, ¢ocukluk, anne babalik, 6gretme ve
ogrenmeye iligkin evrensel gercekleri incelemek igin bir sigrama tahtasi gorevi
goriirken farkliliklar1 da gosterir. Taliaferro’ya (2009) gore resimli kitaplar daha
biiyiik yastaki Ogrencilerin "karmasik bir diinyada anlamli yollarda gezinmeyi
ogrenmelerine”" yardimcet olur. Leland vd.’ye (1999) gore ¢ocuk edebiyati iiriinleri
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Ogrencileri giic ve sosyal adalet konularma iligkin elestirel konusmalara sokma
giicline sahiptir. Siniflarda ortaya ¢ikan sorunlari ve toplumdaki anlam sistemlerinin
egitimcileri nasil konumlandirdigini belirlemeye yardimei olur.

Cocuk kitaplar1 okumanin yetigkinleri akademik ve mesleki yonden gelistirdigi
yargisi, bu arastirmada ulasilan bir baska sonuctur. Katilimcilara gére akademik
amaclt ¢alismalar yapmak, yeni yayinlar izleyerek giincel ve cocuga gore olan
kitaplar1 izleme ve degerlendirme becerisi kazanmak ve bunlar1 &grencileriyle
bulusturmak kitaplarin kendilerine sagladigi 6nemli katkilardandir. Bu g¢alismada
goriis bildiren katilimcilarin biiyiik bir boliimiiniin 6gretmen, akademisyen, arastirma
gorevlisi ya da herhangi bir nedenle ¢ocuk edebiyatiyla ilgilenen bilingli yetigkinler
oldugu diisiintildiigiinde verilen yanitlarin bu sekilde olmasinin olagan bir durum
oldugu soylenebilir. Cocuk edebiyatina iligskin yayinlar okumak; akademik, kiiltiirel,
sanatsal caligmalar yapmak; Tiirk ve diinya ¢ocuk edebiyatina ait yeni ¢ikan yapitlar
izlemek, bunlara iliskin degerlendirme yazilar1 okumak dogal olarak yetiskinlerin
akademik ve mesleki agidan gelismelerine katkida bulunacaktir.

Bu arastirmanin 6nemli sonuglarindan biri ¢ocuk kitaplar1 okumanin
yetigkinlerin diis giiciinii, yaraticiligini, sanat ve estetik zevki ile bakig agisini
gelistirerek onlarin kisisel gelisimine katkida bulundugudur. Nitelikli ¢ocuk kitaplari
yetiskinlerin kigisel gelisimlerine ve kendilerini anlamalarina, ¢ocuk kitaplarindaki
giizelligi ve bilgeligi géormelerine katkida bulunur. Onlarin edebiyata olan begenilerini
artirir, ufkunu genisletir. Onlara belirli ders igerikleriyle duygusal baglar saglayan bir
icgdrii kazandirir. Yetiskinler duygusal, estetik ve ahlaki tepkiler uyandirabilecek
nitelikli metin ve gorsellerin hazzin1 yasama firsati bulurlar (Freeman vd., 2011;
Johnson vd., 1995). Edebiyat, okurlarin yasama iliskin goriislerini doniistiirme
gizilgiiciine (potansiyeline) sahiptir ve onlara kendilerinin 6tesinde diinyalar diigleme
firsat1 sunar (Drinkhouse, 2017). Nitelikli resimli kitaplar genis bir okur kitlesi igin
i¢sel bir ¢ekicilige sahiptir (Neal ve Moore, 1992; Rief ve Atwell 1992). Birinci sinif
cocuk edebiyati, herhangi bir nitelikli edebiyat ve sanatin sundugu “iyi bir oyki
okumaktan alinan zevk”, “baska insanlar1 ve yerleri tanima deneyimi”, “diigiince ve
degerleri gozden gecirerek sorgulama” olanaklari saglar. Kisacast, nitelikli yetigkin
yapitlari gibi nitelikli gocuk edebiyati yapitlari da yetiskinlere yeni bir bakis agis1 ve
diistinme bi¢imi saglayan genis bir ortam sunar (Bishop ve Hickman, 1992).

Bu aragtirmada “kendi benlik algisini fark ettirme”, ¢ocuk kitaplarinin yetiskine
katkisiyla ilgili ulasilan baska bir sonugtur. Okuryazarligi etkin ve iletisimsel bir siireg
olarak desteklemek, hem olumlu benlik duygusunu hem de yetistirme kapasitesini
gelistirir (Johnson vd., 1995). Otantik, g¢okkiiltiirlii resimli kitaplar, ergenlerin
kendilerine ve bagskalarina iliskin algilarin1 genisletebilir. Drinkhouse’a (2017) gore
resimli kitaplar "kimileri i¢in rehberli ilk deneyimler saglamak ve &tekilerin ilk
algilarm1  genisletmek igin erigilebilir birer arag olarak giderek daha fazla
taninmaktadir.

Bu arastirmanin sonuglarina gore g¢ocuk kitaplart okumanin yetigkinlere
katkilarindan biri de bu araglardan ders igeriklerini anlatmada yardimeci araglar olarak
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yararlanmaktir. Geleneksel yontemde ogretim yalnizca ders kitaplarina ve
bilgilendirici metinlere bagli kalinarak yiiriitiilmektedir. Oysa ¢agdas egitimde ders
icerigini anlamay1 kolaylastiracak, Ogrencinin diizeyine uygun ve eglenerek
O6grenmesini saglayacak baska arac-gereclerin de kullanilmasi esastir. Nitelikli cocuk
edebiyat iiriinleri gerek cocuklara gerekse daha biiyiik yastaki 6grenci ve yetigkinlere
soyut, karmagik konular1 yalin ve eglenceli bicimde anlatmada yararlanilacak
araglardandir. Ogretim programimi ve ders igeriklerini ¢ocuk edebiyati iiriinleriyle
zenginlestirmek 6gretimi hem kolaylastiracak hem de daha eglenceli ve kalict duruma
getirecektir. Bloem’e (1995) gore cocuk kitaplart bilimsel meraki canlandirabilir,
farkli birgok disiplinin 6gretimini destekler; ¢iinkii bu kitaplar, 6grenenin yast ne
olursa olsun bilimsel konulart aydinlatmak i¢in miitkemmel birer aragtir. Rief ve
Atwell (1992) ve Danielson’a (1992) gore cocuk kitaplart sosyal bilgiler, gorsel
okuryazarlik ve elestirel diigiinme gibi konularin anlagilmasini saglar. Resimli kitaplar
daha biiyiik 6grencilerin bilgiyi yapilandirmasina, onlar1 okumaya giidiilemesine ve
yazinsal bilgileri saglamlastirmasina yardimer olur. ilk ve ortadgretimde cocuk
kitaplari ile bir¢cok konu dgretilebilir. Gorseller 6grencilerin okudugunu anlamalarina
ve dgrendiklerini animsamalarina yardimet olur (Billman 2002; Hibbing ve Rankin-
Erickson, 2003; Meyerson, 2006). Daha biiyiik 6grencilerin dil sanatlari derslerinde
“yazmsal ogeleri Ogretmek ve yaratict yaziyr modellemek” i¢in kullanilabilir
(Costello ve Kolodziej, 2006). Cocuk edebiyat1 iiriinleri; 6grencilerin kiiltiirlerarasi
bilgi ve yeterliklerini artirmak (Bishop ve Hickman, 1992; Escamilla ve Nathenson-
Mejia, 2003; Mendoza ve Reese, 2001; Morgan, 2009), 6gretmenleri kaynastirma
smiflarinda (Kurtss ve Gavigan, 2008) ve bosanma siirecindeki aileler ve cocuklariyla
calismaya hazirlamak (Kramer, 1996), bir ¢ocuk gelisimi kitabini tamamlamak
amaciyla kullanilmaktadir (Hansen ve Zambo, 2005). Graham’a (2000) gére hem
gorsel hem de dilsel metinler igermesi nedeniyle resimli kitaplarin kullanim olanaklari
genis ve yogundur. Resimli kitaplar matematik kavramlarini, tarih derslerini, sanat
projelerini, bilim deneylerini, insan iligkilerini ve dil sanatlar1 programini
giiclendirme konusunda 6nemli bir yere sahiptir. Bu nitelikteki kitaplarin kullanimu,
karmagik kavramlarin &grenciler i¢in anlasilmasi zor dogasini yitirmelerini, dil
sanatlar1 kavramlarinin daha iyi anlagilmasini saglar. Daha biiyiik yastaki 6grencilere
yazinsal Ogeler, dil sanatlar1 ve yazmayla ilgili karmagik kavramlari anlatmada
kurgusu ¢ok basit olmayan ¢ocuk kitaplarindan yararlanilmasi konunun daha rahat ve
eglenceli bi¢imde 6grenilmesine katkida bulunur. Onlarin dile iliskin daha biiyiik bir
farkindalik gelistirmesine yardimci olur, kurallar1 kesfetme ve 6grenme firsatlar
sunar. Bu nedenle bir resimli kitap birgok sozciik demektir. Graham’in (2000)
ortaokul Ogrencilerine yazinsal 6geleri, dil sanatlarii ve yazma kavramlarmi
Ogretmek amactyla dil sanatlari derslerinde yaptigi ¢aligmanin sonucunda resimli
kitaplardaki iyi yazma orneklerini gormeleri nedeniyle &grencilerin yazma
becerilerinde gelisme oldugu gériilmiistiir. Ogrenciler kisa dykii ve romanlar1 okurken
bunlarin bakis acisini anlayabilir duruma gelmis, ailelerindeki konumlarina iliskin
yazilar yazabilmis ve yasadiklari duygularini anlatabilmislerdir. Ogrenciler okuma
yazma becerilerinde gelisme gostermis, yazma siirecinin nasil isledigini anlamislardir.
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Arastirma sonuglarindan biri de resimli kitaplarin kullanilmasinin katilimeilarin
daha yaratici yazmalarina ve bireysel kesifler yapmalarina olanak saglamasidir. Hall’e
(1990) gore resimli kitaplar, yazinsal konularm agik ve yalin bigimlerinin resmedilmis
orneklerini barmdirir. Ogretmenler, resimli kitaplardan yazinsal konular1 ve yazmayla
ilgili kavramlar1 6gretmede yararlanabilirler. Resimli kitaplar 6grencilerin yazinsal
bir yapitin yalin yorumundan simgesel diizeye gecerken yazinsal aracglarin nasil
isledigini kesfetmelerini saglar. Culham’a (1998) gore resimli kitaplar, daha biiyiik
yastaki dgrencilerin de kullanabilecegi iyi yazma modelleri sunar. Ornegin sekizinci
smif 6grencileriyle yapilan bir ¢alismada resimli kitap kullaniminin éykiileyici metin
yazmaya iliskin 6gretme ve 6grenme etkinliklerini daha kolay, ilgi ¢ekici ve eglenceli
hale getirdigi belirlenmistir (Khairunnisa, 2017). Collie ve Slater (1990), ¢ocuk
edebiyatinin yetiskin edebiyatina gore daha yalin bir dil kullanmasi, daha kisa ve daha
somut bir dykii igermesi, daha az karmasik olmasi nedeniyle yetiskinlere Ingilizce
Ogretiminde ¢ocuk edebiyatindan yararlanmis, sonugta Ogrencilerin  dilsel
becerilerinin gelistigi sonucuna ulasmislardir. Onlara gore cocuk edebiyat1 yetiskin
ogrencilerin egitiminde de etkilidir, ¢linkii Ho’ya (2000) gore cocuk kitaplari
entelektiiel olarak uyaricidir, okumaya tesvik eder, dilsel agidan biiyiileyici, yazinsal
acidan tatmin edici ve egitimsel olarak ddiillendiricidir. Ogrencilerin ilgisini ceker;
derse katilimlarini, 6grendiklerine giiglii ve olumlu tepkiler vermelerini saglar,
anlamli ve eglencelidir. Cocuk kitaplari okumanin &grencilerin dilsel ve kiiltiirel
bilgileri iizerinde kalic1 ve yararli bir etkisi vardir. Cocuk kitaplar1 6ykii, izlek (tema)
ve karakterler agisindan yetigkinler i¢in uyarici ve ilgingtir. Dili basit, anlamasi
kolaydir.

Arastirma sonuglarina gére c¢ocuk kitaplart okumanimn keyif, umut, cesaret
vererek kisilerin yasama bakis acisini olumlu etkilemek, zor duygularla bas etmeye
yardime1 olmak, aslinda kisaca okurun rahatlamasini saglayarak 6znel iyi olus halini
artirmak gibi katkilarinin da oldugu belirlenmistir. Ozellikle ilgi ¢ekici resimlerle
desteklenen nitelikli edebiyat yapitlarinin giicii sayesinde bir metinden her yasta zevk
almabilir (Giorgis, 1999; Drinkhouse, 2017; Meyerson, 2006). Son yillarda
gerceklestirilen aile okuryazarlik programlarinda, yetiskinlerin egitiminde ¢ocuk
kitaplar1 kullanilmig (Doneson, 1991; Handel ve Goldsmith, 1989; Sharp, 1991) ve
yetiskin Ogrenciler bu siiregte ¢ok eglendiklerini, bu nedenle gocuk kitaplarini
okumaya devam etmek istediklerini belirtmiglerdir. Bu programlarda c¢ocuk
edebiyatini kullanan 6gretmenler, bu okumalarin 6gretici oldugu kadar zevk igin de
estetik amaclar kadar islevsel kullanimlar igin de yararli oldugunu belirtmiglerdir.
Okumak elbette yetigkinler i¢in bir aractir ama ayni zamanda da ruhu besleyen bir
deneyimdir. Hall’e (1990) gore daha kiigiik ¢ocuklarda oldugu gibi, okumaya baglama
yeri eglenmektir. Ancak resimli kitaplar, kisisel hazzin ve estetik tatminin Stesine
geger. Ayrica ¢cocuk kitaplari umut ve cesaret vererek yetigkini giidiilemektedir ¢iinkii
Rundell’a (2020) gore, nitelikli ¢ocuk kitaplart umudu ve umudun ne kadar degerli
Onemini anlatir. Her seyin olanakli oldugu inanciyla yetiskinlerin giidiilenme diizeyini
yiikselterek gelecege iliskin umutlarini gelistirir. Oznel iyi olus hali ile ilgili alt1 y1llik
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bir ¢aligma sonucunda her giin kitap, dergi ve gazete okuyan orta yash ve yash
yetigkinlerin depresyona girme ve agrili yasam siirme riskinin daha diisiik oldugu,
giinliik islevsellik siirlama ve biligsel bozukluklarla daha az karsi karsiya geldikleri,
yalnizlik duygusunu daha az yasadiklari, yasama daha olumlu ve mutlu baktiklari
gorilmiistir (Weziak-Bialowolska vd., 2023). Cocuk kitaplarinin yetigkinlerin
rahatlamasin1 saglama islevi Lewis’in (2009) calismasi ile de desteklenmektedir.
Lewis, okumanin sagaltim giiciine deginerek stres diizeyini yiizde 68 oraninda
azalttigini, deneklerin kalp atisini yavaslatmak ve kaslarindaki gerilimi azaltmak i¢in
yalnizca alt1 dakika sessiz okuma yapmalarinin yeterli oldugu sonucuna ulagmustir.
Okuma sonundaki stres diizeyi test oncesine gore daha diigiik bulunmustur.

Arastirmanin ilging bir sonucu da ¢ocuk kitaplarinin yetiskinlerin yazinsal ve
akademik tiiretimlerini destekledigi yoniindeki goriisleridir. Bu bulgu, Benedict ve
Carlisle’in (1992) ¢alismasi ile de benzerlik gostermektedir. Benedict ve Carlisle’e
(1992) gore resimli ¢ocuk kitaplar1 yetiskinlerin yazma iiretimini destekler ¢iinkii
resimli kitaplar yetigkin okur yazarlar i¢in bi¢im ve yapiy1 inceleme firsati sunar. Daha
biliyliik yastaki okurlarin Oykii kaliplarim1 ve resimli kitaplarin nasil bir araya
getirildigini anlamalarint saglayarak onlarin daha uzun metinleri yorumlama
konusunda yararli olabilecek kaliplar1 tanimalarina yardimei olabilir.

Ozetle bu galismanin sonuglar1 ¢ocuk kitaplar1 okumanin yetiskinlere birgok
katkisinin oldugunu gostermektedir. Katilimeilarin ¢ocuk kitaplarinin birgok islevine
deginmeleri onlarin ¢ocuk edebiyatina yiikledikleri anlamla dogrudan iliskilidir. Bu
¢alismanin sonuglarina dayanarak yetiskinlerin farkli amaglarla ¢ocuk kitaplariyla
bulusmalarini saglayacak program, egitim ve ortamlarin olusturulmasi gerektigi
Onerilebilir. Ayrica ¢ocuk kitaplarinin yetigkinlere katkilart konusunda farkindalik
olusturmak {izere ¢ocuk kiitliphaneleri gibi ortamlarda yetiskinler ve gocuklari igin
etkilesimli ¢alismalar gergeklestirilebilir. Cocuk edebiyatinin yalnizca gocuklar igin
oldugu goriisii geleneksel bir tutumu yansitmaktadir. Amaca uygun, ilgili ve nitelikli
cesitli tiirdeki ¢ocuk edebiyati tirtinleri ortaggretim ve yiiksekdgretim programlarina,
cesitli aile okuryazarlik programlarina dahil edilmelidir. Yetigkinler i¢cin yabanci dil
Ogretimi ortamlarinda telif ve ¢eviri gocuk edebiyati {iriinlerinden yararlanilmalidir.
Bu amagla ¢ocuk kitaplari; yazili ve sozlii sunumlar, kiiltiirel etkinlikler, sdzciik
dagarciginin genisletilmesi ya da giincel konular {izerine sinif tartigmalari i¢in zengin
birer kaynak olarak kullanilabilir. Daha biiyiik yastaki 6grencilere dil ve edebiyat
Ogretimiyle ilgili kavramlari 6gretmede ¢ocuk ve genglik edebiyati triinlerinden
yararlanilmalidir. Bu ¢aligmanin sonuglarindan hareketle yetiskinlerin ¢ocuk
kitaplarini okuma nedenleri, bu iiriinlerin kendilerine katkilar1 konusundaki goriisleri
daha biiyiik gruplar iizerinde arastirilabilir.



What Do Children's Books Say to Adults? 582

References

Al Khaiyali, A. T. S. (2014). ESL Elementary teachers' use of children's picture books
to initiate explicit instruction of reading comprehension strategies. English
Language Teaching, 7(2), 90-102. https://doi.org/10.5539/elt.v7n2p90

Alkan-Ersoy, O. & Bayraktar, V. (2018). Okul éncesi donemde gocuk edebiyat:
kavrami ve ¢ocuk kitaplarmim 6zellikleri. [The concept of children's literature in
pre-school period and characteristics of children's books] Cocuk edebiyati, (Ed.:
A. Turla), 52- 83. Hedef CS.

Appelt, E. A. (1985). Not for the little kids: The picture book in ESL. TESL Canada
Journal, 2(2), 67-78. https://doi.org/10.18806/tesl.v2i2.465

Aslan, C. (2008). Yasam gercekliginin ¢ocuklara iletilmesi bakimindan “100 Temel
Eserdeki 6ykiiler iizerine bir ¢oziimleme [ An analysis of the stories in the “100
Basic Works” in terms of conveying the reality of life to children]. 4.
Uluslararasi ¢ocuk ve iletisim kongresi- uluslararasi ¢ocuk filmleri festivali ve
kongresi bildirileri, (4th International Children and Communication Congress &
4th International Children Films Festival & Congress “Children Under Risk”.
Tiirkiye, Istanbul Universitesi Iletisim Fakiiltesi, (I), 85-98.

Aslan, C. (2014). Tirkiye’de cocuk ve genglik edebiyatinda duyarli konularin
(Sensititive Issues) ele alinisi tizerine elestirel bir yaklagim. [A critical approach
to the handling of sensitive issues in children's and youth literature in Turkey]
Elestirel Pedagoyji, 32, 51-56.

Aslan, C. (2019). Cocuk edebiyati ve duyarik egitimi. [Children's literature and
sensitivity training] PegemA Yaymcilik.

Barber Carey, M. (1995). Continuing the exploration of books: A Family Literacy
Program for Challenged Adults. Doctor Gertrude A. Barber Center, Erie, PA.
https://files.eric.ed.gov/fulltext/ED373171.pdf

Benedict, S., & Carlisle, L. (Eds.). (1992). Beyond words: Picture books for older
readers and writers. Heinemann.

Billman, L. W. (2002). Aren't these books for little Kkids? Educational
Leadership, 60(3),48-51.
https://search.ebscohost.com/login.aspx?direct=true&db=ehh&AN=7738499&
site=ehost-live

Bishop, R., & Hickman, J. (1992). Four or fourteen or forty: Picture books are for
everyone. S. Benedict and L. Carlisle (Eds.), Beyond words: Picture books for
older readers and writers, (pp.1-10). Heinemann.

Bloem, Patricia L. (1995). Bringing books to adult literacy classrooms. Research to
Practice. Kent State Univ., OH. Ohio Literacy Resource Center.


https://doi.org/10.5539/elt.v7n2p90
https://doi.org/10.18806/tesl.v2i2.465
https://search.ebscohost.com/login.aspx?direct=true&db=ehh&AN=7738499&site=ehost-live
https://search.ebscohost.com/login.aspx?direct=true&db=ehh&AN=7738499&site=ehost-live

What Do Children's Books Say to Adults? 583

Bloem, Patricia L., & Padak, Nancy D. (1996). Picture books, young adult books, and
adult literacy learner. Journal of Adolescent & Adult Literacy, 40(1), 48-51.
https://www.jstor.org/stable/40012112

Bradbury, S., & Liu, F. (2003). Everywhere a children's book: The view form Taiwan.
Hornbook Magazine, 237-248.
https://search.ebscohost.com/login.aspx?direct=true&db=ehh&AN=9188337&
site=ehost-live

Brazee, P. (1992). Using picture books to promote the learning of science. S. Benedict
& L. Carlisle (Eds.), Beyond words: Picture books for older readers and writers,
(pp. 107-133). Portsmouth, NH: Heinemann.

Biiyiikoztiirk, S., Kilig¢ Cakmak, E., Akgiin, E. A., Karadeniz, S. & Demirel, F. (2008).
Bilimsel arastirma yontemleri. [Scientific research methods] Pegem Akademi.

Collie, J., & Slater, S. (1990). Literature in the language classroom: A resource book
of ideas and activities. Cambridge University Press.

Costello, B., & Kolodziej, N. J. (2006). A middle school teacher's guide for selecting
picture books (EJ752877). ERIC. https://files.eric.ed.gov/fulltext/EJ752877.pdf

Culham, R. (1998). Picture books: An annotated bibliography with activities for
teaching writing. Northwest National Educational Lab.
https://files.eric.ed.gov/fulltext/ED417410.pdf

Daly, N., & Blakeney-Williams, M. M. (2015). Picturebooks in teacher education:
Eight Teacher Educators Share their Practice. Australian Journal of Teacher
Education. 40(3), 88-101. http://dx.doi.org/10.14221/ajte.2014v40n3.6

Danielson, K. (1992). Picture books to use with older students. Journal of Reading,
35, 652-654. https://www.jstor.org/stable/40032157

Dean, D., & Grierson, S. (2005). Re-envisioning reading and writing through
combined text picture books. Journal of Adolescent & Adult Literacy, 48(6),
456-468. https://www.jstor.org/stable/40014793

Dilidiizgiin, S. (2018). Cagdas c¢cocuk yazini: Yazin egitimine atilan ilk adim.
[Contemporary children's literature: The first step towards literary education]
Tudem Yaymecilik.

Djikic, M., Qatley, K., & Moldoveanu, M. C. (2013). Opening the closed mind: The
effect of exposure to literature on the need for closure. Creativity Research
Journal, 25(2), 149-154. https://doi.org/10.1080/10400419.2013.783735

Doneson, S. G. (1991). Reading as a second chance: Teen mothers and children's
books. Journal of Reading, 35(3), 220-223.


https://www.jstor.org/stable/40014793
https://psycnet.apa.org/doi/10.1080/10400419.2013.783735

584 Canan Aslan and Ferah Burgul Adigiizel

Drinkhouse, L. L. (2017). Picture books in high school: How picture books impact
student understanding of revolutionary literature curriculum. [Unpublished
dissertations] Rowan University. https://rdw.rowan.edu/etd/2494.

Elley, W. (1989). Vocabulary acquisition from listening to stories. Reading Research
Quarterly,174-187. https://www.jstor.org/stable/747863

Elley, W., & Mangubhai, F. (1983). The impact of reading on second language
learning. Reading Research Quarterly, 19(1), 53-67.
https://www.jstor.org/stable/747337

Escamilla, K., & Nathenson-Mejia, S. (2003). Preparing culturally responsive
teachers: Using Latino children's literature in teacher education. Equity &
Excellence in Education, 36, 238-248. https://doi-
org.uoelibrary.idm.oclc.org/10.1080/714044331

Flickinger, G. G. (1984). Language, literacy, children's literature: The link to
communicative competency for ESOL adults (ED268504). ERIC.
https://eric.ed.gov/?id=ED268504

Freeman, Nancy K., & Feeney, S., & Moravcik, E. (2011). Enjoying a good story:
Why we use children’s literature when teaching adults. Early Childhood Educ J,
39, 1-5. DOI:10.1007/s10643-010-0439-4

Galda, L. (2000). Children's literature. In B. J. Guzzetti (Ed.), Literacy in America:
Anencyclopedia of history, theory, and practice, 64-66. ABC-CLIO.

Giorgis, C. (1999). The power of reading picture books aloud to secondary students.
Clearing House, 73(1), 51-53. https://www.jstor.org/stable/30189494

Glazer, S. M. (1990). Creating readers and writers. Parent Booklet No. 165.
International Reading Association.

Glazer, J., & Giorgis, C. (2005). Literature for young children. Upper Saddle River,
NJ: Pearson.

Glesne, C. (2013). Nitel arastirmaya girig [Introduction to qualitative research].
(CCCC, Cev.)An1 Yayncilik. (Orijinal eserin yayin tarihi).

Graham, M. J. (2000) A Picture (book) is worth a thousand words. (ED450343).
ERIC. https://eric.ed.gov/?id=ED450343

Hakemulder, J. (2000). The moral laboratory. The examining the effects of reading
literature on social perception and moral self-concept. John Benyamin
Publishing. http://dx.doi.org/10.1075/upal.34.

Hall, S. (1990). Using picture storyboks to teach literary devices. Bloomsbury
Publishing.


https://rdw.rowan.edu/etd/2494
https://www.jstor.org/stable/747337
https://doi-org.uoelibrary.idm.oclc.org/10.1080/714044331
https://doi-org.uoelibrary.idm.oclc.org/10.1080/714044331
https://eric.ed.gov/?id=ED450343

What Do Children's Books Say to Adults? 585

Handel, R., & Goldsmith, E. (1989). Children's literature and adult literacy:
Empowerment through intergenerational learning (EJ388170) ERIC.
https://eric.ed.gov/?id=EJ388170

Hansen, C. C., & Zambo, D. (2005). Piaget, meet Lilly: Understanding child
development through picture book characters. Early Childhood Education
Journal, 33(1), 39-45. https://doi.org/10.1007/s10643-005-0020-8

Hibbing, A. N., & Rankin-Erickson, J. L. (2003). A picture is worth a thousand words:
Using visual images to improve comprehension for middle school struggling
readers (EJ667704). ERIC. https://eric.ed.gov/?id=EJ667704

Ho, L. (2000). Children's literature in adult education. Children's Literature in
Education (EJ617792). ERIC. https://eric.ed.gov/?id=EJ617792

Johnson, H. L., Pflaum, S., Sherman, E., Taylor P., & Poole, P. (1995). Focus on
teenage parents: Using children's literature to strengthen teenage literacy.
Journal of Adolescent & Adult Literacy, 39(4), 290-296. https:/Mww-jstor-
org.uoelibrary.idm.oclc.org/stable/40013415

Johnston A., & Frazee, M. (2011). Why we're still in love with picture books (even
though they're supposed to be dead). The Horn Book Inc.
https://www.hbook.com/story/still-love-picture-books-even-though-theyre-
supposed-dead

Johnston, I., & Bainbridge, J. (2013). Reading diversity through Canadian picture
Books. University of Toronto Press.

Mira, G. (2015). Reading diversity through Canadian picture books: preservice
teachers explore issues of identity, ideology, and pedagogy, Journal of
Education for Teaching, 41(5), 609-612.
https://doi.org/10.1080/02607476.2015.1100365

Khairunnisa, N.A. (2017). The use of picture book in teaching writing narrative text.
[Unpublished dissertation]. Universitas Pendidikan Indonesia.

Kidd, D. C., & Castano, E. (2013). Reading literary fiction improves theory of mind.
Science (New York, N.Y.), 342(6156), 377-380.
https://doi.org/10.1126/science.1239918

Kramer, P. A. (1996). Preparing teachers to help children and families of divorce.
document (ED393936). ERIC.https://files.eric.ed.gov/fulltext/ED393836.pdf

Kruger, M. W., Rolander, S., & Stires, S. (2020). Facilitating conversations on
difficult topics in the classroom: Teachers' stories of opening spaces using
children's literature. (ED610415). ERIC.
https://files.eric.ed.gov/fulltext/ED610415.pdf


https://files.eric.ed.gov/fulltext/ED393836.pdf
https://files.eric.ed.gov/fulltext/ED610415.pdf

586 Canan Aslan and Ferah Burgul Adigiizel

Kurtss, S. A., & Gavigan, K. W. (2008). Understanding (dis)abilities through
children's literature. Education Libraries, 31(2), 23-31.
https://libres.uncg.edu/ir/uncg/f/S_Kurtts_Understanding_2008.pdf

LeCompte, M. D., & Goetz, J. P. (1982). Problems of reliability and validity in
ethnographic research. Review of Educational Research, (52), 31-60.
https://doi.org/10.3102/00346543052001

Lee, H. (2015). Using picture books in EFL college reading classrooms. Reading
Matrix: An International Online Journal, 15(2), 66-77.
https://www.readingmatrix.com/files/12-16t9nlab.pdf

Leland, C., Harste, J., Ociepka, A., Lewison, M., & Vasquez, V. (1999). Exploring
critical literacy: You can hear a pin drop. Language Arts, 77(1), 70-77.
http://jeromeharste.com/wp-content/uploads/2012/12/talk_book.pdf

Lewis, D. (2009). Galaxy stress research. Mindlab International, Sussex University.

Lewison, M., Leland, C., Hint, A. S., & Moller, K. J. (2002). Dangerous discourses:
Using controversial books to support engagement, diversity, and democracy
(EJ648663). ERIC. https://eric.ed.gov/?id=EJ648663

Massey, S. R. (2015). The multidimensionality of children's picture books for upper
grades. English Journal, 104(5), https://www.jstor.org/stable/24484579

Mendoza, J., & Reese, D. (2001). Examining multicultural picture books for the early
childhood classroom: Possibilities and pitfalls. Early Childhood Research &
Practice, (3)2 (ED458040) ERIC. https://eric.ed.gov/?id=ED458040

Merriam, S. B. (2018). Nitel arastirma: Desen ve uygulama i¢in bir rehber
[Qualitative research: A guide to design and implementation] Nobel Akademik
Yayincilik.

Meyerson, P. M. (2006). Using children's picture books as tools to facilitate
undergraduates' learning. College  Teaching, 54(3), 259-262.
https://www.jstor.org/stable/27559280

Mikulecky, J. (2007). Using internet-based children's literature to teach EFL. The
Internet  TES Journal, 8(11). http://iteslj.org/Techniques/Mikulecky-
OnlineChildrensLit.html

Miall, D. S., & Kuiken, D. (1994). Foregrounding, defamiliarization, and affect:
Response to literary stories. Poetics, 22, 389-407. https://doi.org/10.1016/0304-
422X(94)00011-5

Miall, D. S., & Kuiken, D. (2002). A Feeling for fiction: Becoming what we behold.
Poetics, 30(4), 221-241. https://doi.org/10.1016/S0304-422X(02)00011-6


https://doi.org/10.3102/00346543052001031
https://eric.ed.gov/?id=ED458040
https://doi.org/10.1016/0304-422X(94)00011-5
https://doi.org/10.1016/0304-422X(94)00011-5
https://doi.org/10.1016/S0304-422X(02)00011-6

What Do Children's Books Say to Adults? 587

Morgan, H. (2009). Picture book biographies for young children: A way to teach
multiple perspectives. Early Childhood Education Journal, 37(3), 219-227.
https://doi.org/10.1007/s10643-009-0339-7

Neal, J. C., & Moore, K. (1992). The Very Hungry Caterpillar meets Beowulf in
secondary classrooms. Journal of Reading, (35)4, 290-96. (EJ435527) ERIC.
https://eric.ed.gov/?id=EJ435527

Neuman, S. B. (1995). Families reading together; Adult education students and their
preschool children (ED395106). ERIC.
https://files.eric.ed.gov/fulltext/ED395106.pdf

Neuman, S.B., Celano, D., & Fischer, R. (1996). The children's literature hour: A
social-constructivist approach to family literacy (EJ626153). ERIC.
https://eric.ed.gov/?id=EJ626153

Oatley, K. (1994). Side effects: Limitations of human rationality. The Behavioral and
Brain Sciences, 17(1), 24-25. https://doi.org/10.1017/S0140525X00033203

Oatley, K. (1999). Why fiction may be twice as true as fact: Fiction as cognitive and
emotional simulation. Review of General Psychology, 3(2), 101-117.
https://doi.org/10.1037/1089-2680.3.2.101

Oatley, K., & Kerr, A. (1999). Memories prompted by emotions-emotions attached to
memories: studies of depression and of reading fiction. The Journal of the
American Academy of Psychoanalysis, 27(4), 657-669.
https://doi.org/10.1521/jaap.1.1999.27.4.657

Oatley, K. (2002). Emotions and the story worlds of fiction. M. C. Green, J. J. Strange,
& T. C. Brock (Eds.), Narrative impact: Social and cognitive foundations (pp.
39-69). Lawrence Erlbaum Associates Publishers.
https://doi.org/10.4324/9781410606648-10

Oatley, K. (2008). The science of fiction. The New Scientist, 198(2662), 42-43.
https://doi.org/10.1016/S0262-4079(08)61619-X

Ochoa, W., & Stephanie M. R., & Guadalupe, D. (2021). A Randomized control trial
of using baby books to reduce new mothers' feelings of stress and depression.
Maternal and Child Health Journal, 25, 1615-1625.
https://doi.org/10.1007/s10995-021-03200-9.

Rief, L., & Atwell, N. (1992). Seeking diversity: Language arts with adolescents.
Heinemann Educational Books.

Premont, D. A. W., Young, A . T., Wilcox, B., Dean, D., & Morrison, T. G. (2017).
Picture books as mentor texts for 10th grade struggling writers. Literacy
Research and Instruction, 56(4), 290-310.
https://doi.org/10.1080/19388071.2017.1338803


https://eric.ed.gov/?id=EJ435527
https://doi.org/10.1017/S0140525X00033203
https://doi.org/10.1037/1089-2680.3.2.101
https://doi.org/10.4324/9781410606648-10
https://www.researchgate.net/journal/The-New-Scientist-0262-4079?_tp=eyJjb250ZXh0Ijp7ImZpcnN0UGFnZSI6InB1YmxpY2F0aW9uIiwicGFnZSI6InB1YmxpY2F0aW9uIiwicG9zaXRpb24iOiJwYWdlSGVhZGVyIn19
https://doi.org/10.1016/S0262-4079(08)61619-X

588 Canan Aslan and Ferah Burgul Adigiizel

Roth, L. & Thomas, T. (2013). Spirit books: promoting conversation with picture
books. International Journal of Children's Spirituality, 18(4), 351-368,
https://doi.org/10.1080/1364436X.2013.858664

Rundell, K. (2020). Neden ¢ocuk kitaplari okumalyiz? [Why should we read
children's books?] Domingo Yayinevi.

Schulman, L. S. (1987). Knowledge and teaching. Foundations of the new reform.
Harvard Educational Review, 57(1), 1-22.
https://people.ucsc.edu/~ktellez/shulman.pdf

Sever, S. (2003). Cocuk ve edebiyat. [Child and literature] Tudem Yaymecilik.

Sharp, P. A. (1991). Picture books in the adult literacy curriculum. Journal of
Reading, 35(3), 216-219. https://www.jstor.org/stable/40033181

Simoncini, K., Pamphilon, B., & Mikhailovich, K. (2017). Place-based picture books
as an adult learning tool supporting agricultural learning in Papua New Guinea.
Adult Learning, 28(2), 61-69. https://doi.org/10.1177/104515951666881

Sirin, M. R. (2016). Edebiyat ve cocuk edebiyati: Edebiyatin amaci ve islevi.
[Literature and children’s literature: Purpose and function of literature] Ttirk Dili
Dergisi, CX (780), 12-31.

Taliaferro, C. (2009). Using picture books to expand adolescents' imaginings of
themselves and others. English Journal, 99(2), 30-36.
https://www.jstor.org/stable/40503356

Tavsancil, E., & Aslan, E. (2001). Sozel, yazili ve diger materyaller igin igerik analizi
ve uygulama ornekleri. [Content analysis and application examples for verbal,
written and other materials] Epsilon Yaynlari.

Veziroglu, M., & Gonen, M. (2013). Cocuk edebiyatinin genel hedefleri. Cocuk
Edebiyati (Ed.: M. Goénen), 1- 14. Egiten Kitap.

Weibel, M. (1994). Literature, whole language, and adult literacyi nstruction. Adult
Learning, 6, 9-12. https://doi.org/10.1177/104515959400600208

Weziak-Bialowolska, D., Bialowolski, P., & Sacco, P. L. (2023). Mind-stimulating
leisure activities: Prospective associations with health, wellbeing, and longevity.
Frontiers in Public Health, 11, 1117822.
https://doi.org/10.3389/fpubh.2023.1117822

Yildirim, A., & Simsek, H. (2013). Sosyal bilimlerde nitel arastirma yéntemleri.
Seckin Yaymcilik.

Zhang, H. Y. (2008). Values and limitations of children's literature in adult language
education. US-China Foreign Language, 6(3), 18-21.
http://dIpalmer.weebly.com/uploads/3/5/8/7/3587856/value_and_limitations_of
_childrens_literature.pdf


https://www.jstor.org/stable/40033181
https://doi.org/10.1177/1045159516668815
https://doi.org/10.1177/104515959400600208

What Do Children's Books Say to Adults? 589

Ethical Declaration and Committee Approval

In this research, the principles of scientific research and publication ethics were
followed.

With the decision of Ankara University Social Sciences Sub Ethics Committee
dated 21.11.2022 and numbered 20/61, it was unanimously decided that ethics
committee approval was not required in this study.

Proportion of Author’s Contribution

The authors assume shared responsibility for study concept and design, data
collection, analysis and interpretation of results, and manuscript preparation.






Ankara University Journal of Faculty of Educational Sciences
Year: 2024, Volume: 57, Issue: 2, 591-653
DOI: 10.30964/auebfd.1283683, E-1ISSN:2458-8342, P-1SSN:1301-3718

Integrated Education Practices Against Noise in
Primary School: An Action Research Study?

ARTICLE TYPE Received Date Accepted Date Published Date
Research Article 04.16.2023 09.13.2023 07.25.2024

s,
o
%
<
i

Musa Kahriman ()2
Karakoprii National Education Directorate

Mizrap Bulunuz ()

Uludag University

Abstract

Noise in schools is one of the fundamental problems of education. In addition to improving
school acoustics for a calm learning environment, students’ awareness and consciousness of
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experimental practices conducted, it was observed that there were positive changes in the noise-
affected situations of the students due to the decrease in the noise-causing behavior of the
students. These practices attracted students' attention and increased their noise awareness. An
example is one of the cartoons drawn during the student training with a facial expression
showing calmness versus a facial expression showing noise (shouting), suggesting that noise
awareness occurs in students. Recommendations based on these results are that students should
be trained to be aware of noise, and student behavior should be followed and evaluated by
teachers.
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The noise encountered in various aspects of our daily lives has a detrimental
impact on both the environment and its inhabitants. According to the World Health
Organization (WHO), noise pollution ranks as the second most significant
environmental issue affecting human health following air pollution. A report from the
European Environment Agency (EEA) estimates that over 113 million people in
Europe are consistently exposed to traffic noise exceeding 55 dB. Each year,
environmental noise causes 12,000 premature deaths and 48,000 cases of heart
diseases. The report indicates that 12,500 children exposed to aircraft noise exhibited
reading disorders (EEA, 2020). Literature on noise defines it as sounds that are
unpleasant to the ear, possess high intensity or frequency, negatively impacting human
health, and causing discomfort (Ar1 & Saban, 1999; Giiney, 1998; Polat & Bulus-
Kirikkaya, 2004; Schlittmeier et al., 2008).

Effects of Noise on Human Health

Noise is often overlooked because it is not directly visible to the eye, unlike air,
soil, and water pollution. However, its effects occur slowly and insidiously (Bulunuz
& Akyun, 2019). The negative impacts of noise on human health vary based on the
severity of noise, the duration of exposure, and the characteristics of the exposed
person (Sezgin & Mutlu, 2017, p. 676). The effects of noise on human health can be
classified under four headings: physical, psychological, physiological, and
performance (COB, 2011). Permanent and temporary hearing loss, tinnitus, and
acoustic trauma are examples of the physical effects of noise. Examples of the
physiological effects of noise include sleep disturbance, fatigue, increased stress
hormones, headaches, hypertension, accelerated breathing, muscle tension, premature
birth, and stillbirth (Giirtepe, 2010). Examples of the psychological effects of noise
include nervousness, stress, anger, reduced tolerance, anxiety, and aggression.
Examples of the effects of noise on performance include impaired reading and
comprehension, impaired communication, distraction, reduced quality of work,
prolonged construction time, and work accidents (Akan et al., 2012).

Noise in Educational Environments

Students spend a significant portion of their time at school. A healthy school
climate should provide an educational environment that supports the academic,
spiritual, and behavioral development of students (Celik, 2000). According to Cohen,
Manion, and Morrison (2004), appropriate learning environments enhance and
support learning, while inappropriate physical conditions undermine it. Excessive
auditory stimuli can interfere with the brain's working system and impede learning
(Bulunuz, Orbak & Bulunuz, 2021). Noise reduces the intelligibility of speech and
prevents healthy communication between the teacher and the student. Therefore, noise
should not be tolerated at school (Bilal, 2009). Currently, limit values have been set
for the noise level at school for the physical and mental health and development of
students. According to the Noise Assessment and Management Regulation (2008)
published by the Ministry of Environment, Urbanism, and Climate Change, the noise
level in a classroom with closed windows should not exceed 35 dB(A), while with
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open windows, it should not exceed 45 dB(A). In general, it is recommended that the
interior and exterior noise levels in educational environments range between 40 dB(A)
and 50 dB(A) (Debnath, Nath and Barthakur, 2012, p.1). However, it has been
observed that the noise level in schools surpasses the upper limits established (Abakay
& Bulunuz, 2018; Bilal, 2009; Ozbicakei et al., 2012; Polat & Bulus-Kirikkaya, 2007;
Tamer et al., 2011; Tiizel, 2013). In some studies, it has been observed that the
acoustic structure and comfort levels in schools are quite subpar and insufficient
(Bulunuz et al., 2017; Ozbigakg1 et al., 2012). As a result, noise in schools permeates
all areas of the educational environment (Abakay & Bulunuz, 2018; Ozbigakci et al.,
2012). Noise during lessons in the classroom prevents the processing of achievements,
the learning of skills, and the formation of meaningful information in the mind (Polat,
Bulus & Kirikkaya, 2004; Giiremen, 2012). In a study involving elementary and
secondary schools, it was found that the noise level during recess hours reached 80
dB(A). This observed noise level may cause temporary hearing loss in students
(Bulunuz & Akyun, 2019). In addition to the physical effects of noise on students,
there are also performance-related impacts such as attention deficit, loss of
motivation, and decreased academic achievement (Ozbigake1 et al. 2012; Polat et al.,
Oct. 2007; Tiizel, 2013). Bulunuz et al. (2022) conducted research in which they
identified the causes of noise in schools through student drawings. Students depicted
noise through their drawing as a form of pollution that is disturbing, destructive,
threatening physiological and psychological health, and negatively affecting learning
in school and social life.

Students need protection from the intense effects of noise because children may
not be aware of dangerous noise sources.; They may not consider the negative effects
of noise on health and may lack the knowledge of how to shield themselves from it
(WHO, 2016). Therefore, it is essential to cultivate noise awareness in students by
integrating and explaining the relationship between noise and various disciplines and
aspects of life.

Integrated educational practices

One of the first advocates of the integrated education approach is John Dewey
(Bredekamp, 2017; Brewer, 2007). Dewey (1900) defended the integrated educational
approach by emphasizing that education should be based on real-life experiences and
that all disciplines are inherently related (ref. Chaillé & McCormick Davis, 2016).
Integrated education is an approach in which disciplines such as mathematics, science,
and art are not taught separately but are organized to form a cohesive whole for
meaningful learning (Gordon & Browne, 2011). The integrated education approach
aligns with the brain’ functioning (Jensen, 1996). The human brain learns with holistic
approaches that have the best real-life conditions, where challenging learning is
designed. Isolated information presented piecemeal can dampen the joy and desire to
learn. With integrated education, students can decipher the connections between
concepts, facts, and events and transfer knowledge to different areas (Erikson, 1995).
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Research conducted both abroad and in Turkey reveals the positive impact of
integrated education practices on development and learning. Integrated education has
been shown to enhance students ‘performance in exams (Campbell & Henning, 2010;
Hinde et al., 2007; Shriner et al., 2010). In addition to enhancing academic success,
this approach fosters teamwork skills, a sense of ownership, motivation and positive
attitudes among students (Cviko et al., 2013; Lewis & Shaha, 2003; MacMath et al.,
2010; Zhbanova et al., 2010). Additionally, students -recognize the connections
between different content areas with the integrated education method (DeCorse,
1996).

According to research conducted by Tam (2016), integrated puppet and drama
activities positively affect the social-emotional development levels of preschool
students. When integrated education and training research in Tiirkiye is examined,
studies have shown that integrated education and training increases the cognitive,
affective, and psychomotor skills of students (Yarimca, 2011) and the permanence of
information (Tertemiz, 2004). Some studies have shown that students’ motivation
increases during activities (Giirgil & Cetin, 2018), social problem solving (Yildiz &
Biimen, 2013), cooperation (Tuncel & Demirel, 2010), reading comprehension
(Hamzaday1, 2010), product design, and high-level and critical thinking skills improve
(Akgiindiiz et al., 2015; Yildirim, 2016; Yildinm & Altun, 2015). Integrated
mathematics and science teaching in elementary school, exemplified by instances
from our daily lives, has been shown to enhance the academic achievements of
classroom students (Bas et al., 2021; Demirhan, 2007).

Importance and Purpose of the Research

The noise problem encountered at school and in the classroom cannot be solved
by limiting it to a few activities or the subject achievements of a lesson area. To ensure
students gain a broader perspective on sound and noise, connections between daily
life and noise should be established. Fun and challenging learning situations should
be designed, and student behavior should be monitored. Increasing students’
awareness of noise is a long-term process that requires patience. In this context, to
prevent noise in learning environments, rules should be created with the participation
of students under the guidance of teachers. Sensitivity should be shown to comply
with established rules. Studies aimed at improving students’ awareness 0f noise
behaviors and measuring and evaluating noise levels in schools have increased in
recent years (Abakay & Bulunuz, 2018; Bulunuz et al., 2017; Bulunuz & Giiner, 2017;
Bulunuz et al., 2017; Merkit, 2019; Ozbicakei et al., 2012; Polat et al., 2004; Sahin et
al., 2014). According to the research results, the awareness of students and classroom
teachers about noise pollution has increased after the trainings, and the noisy behavior
of students has changed positively (Bulunuz et al., 2017). When some studies were
examined, it was seen that noise awareness was formed in students, but the
permanence of noise awareness behaviors could not be achieved in students (Merkit
& Bulunuz, 2020). In this research, integrated educational practices were designed to
prevent noise and improve noise awareness behaviors in students.
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The aim of this research is to introduce integrated educational practices to
address noise pollution in elementary schools, evaluate the experiences and
observations related to the practices, and to create awareness of the noisy attitudes and
behaviors among students to prevent noise in the classroom. For this purpose, answers
to the following research questions were sought:

1. What are the noisy behaviors of third-grade students?

2. s there a change in the situation of students being affected by noise
after implementing integrated educational practices?

3. Do integrated educational practices have an effect on reducing noisy
student behavior?

4. What is the acoustic structure of the school where the research was
conducted?

5.  What is the effect of integrated educational practices on students’
noise awareness attitudes and behaviors?

Method

In this section, the research design, the participants of the research, the research
process, the data collection tools, and the validity and reliability studies are presented.

The Research Model

In this study, a participatory action research pattern, one of the action research
methods, was used. Action research does not start with a predetermined solution, and
its outcomes are typically unpredictable. It initiates with the diagnosis and redefinition
of the problem, involving the collection of data related to the problem, planning,
implementation, and evaluation of solutions (Yildiim & Simsek, 2011). If
improvements and necessary additions do not work, the plans are revisited, developed,
practices are reiterated, and evaluations are conducted. In this research, the researcher
developed practices to -address the noise problem in the classroom and implemented
them. Therefore, this research is classified participatory action research. This pattern
positions the researcher as a participant, actively involving others in the study
(Biiytikoztiirk, 2010; Yildirnm & Simsek, 2013). The problem has been meticulously
identified in the research, plans have been devised, and practices have been initiated.
Care has been taken to develop and reapply the plans and practices according to the
situations that may arise during implementation (Biiyiikoztiirk et al. 2020). Figure 1
visually summarizes the action research process (Biiyiikoztiirk et al. 2020; Sousa,
2018).
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Figure 1
Cycle of the action research process

Determination of the
problem situation

Collecting Data and
[ Sharing results ] Developing Action
Plans

[ Assessment ] [ Implementing Action ]

Plans
\

Reporting the results of
solutions

Participants of the Research and the Characteristics of the Participants

The research was conducted with 23 third-grade students in a private primary
school in Karakopru district of Sanlurfa Province during the second semester of the
2019-2020 academic year. The participants of the study are students who study in the
researcher’s class, comprising 10 girls and 13 boys. The preliminary knowledge of
the participants about sound noise is not at a sufficient level. Their preliminary
knowledge is limited to the subjects and achievements in the third-grade science
textbook. When the general academic status of the students was examined, it was
observed that the students in the class read and write fluently. Most students try to
read a storybook daily, and their families support the students and the researcher in
this regard. It has been observed that the students’ achievements are at a high level.

Environment in which the Research is Carried Out

The research was conducted in a school comprising kindergarten, elementary,
middle, high school, and science high school departments. Each section has a separate
entrance and garden. as illustrated in Figure 2 below.



Integrated Education Practices Against Noise in Primary School: An Action Research Study 597

Figure 2
School where the research was conducted

Elementary School Building

It was determined that the total number of students in the primary school was
310 during the educational period during which the research was conducted. Each
classroom is designed to accommodate 24students, and the classrooms are
approximately 40 square meters. It was determined that there were an average of 19
students in each class. There is an outdoor soccer field within the elementary school
garden. The elementary school consists of three floors. There are 8 classrooms and a
teacher’s room on each floor. It was found that the physical conditions of the
classroom where the research was conducted were adequate. There is an interactive
whiteboard with sliding doors, blackboards, student lockers, and a teacher’s closet in
the classroom. It has been observed that the desks in the classroom are placed in the
U shape.

Role of the Researcher

The researcher is also the teacher of the classroom and the practitioner of the
research. Since the researcher had a long-term association with the participants, he
observed the characteristics, behaviors, and academic status of the participants
sufficiently. The researcher has applied the practices he has prepared for noise
reduction in his classroom with the contributions of field experts.

Process of Action Research and Practices

In this research, various interdisciplinary integrations for noise prevention in
elementary schools, deceleration of noise in the classroom using educational
materials, and awareness-raising among students were conducted. Ten activities were
planned, and implemented over a period of 16 lesson hours across 4 weeks. Before
the practices, the researcher obtained necessary permissions from the parents and



598 Musa Kahriman and Mizrap Bulunuz

school administrators of the participating students. Subsequently, a literature review
was conducted on the noise problem in elementary schools. Preliminary interviews
were conducted with the participants to the problem of noise in elementary schools
and classrooms. Then, the researcher observed noisy student behaviors and the
frequency of behaviors during classes and recess for two weeks. Action plans were
prepared with the help of an expert researcher in the field to solve the problem. The
steps followed in the research process are shown in Figure 3.

Figure 3
The process followed in action research

Getting the Necessary Ethical and Legal Permissions

«Getting permissions from students' parents
* Getting permissions from school administrators
» Getting ethics committee permission

Defining the Problem and Collecting Data

« Collection of data in the literature
«Conducting preliminary interviews with students
« Examination of the acoustic structure of the areas in the school

«Preparation of integrated training plans
« Getting Expert Opinion

Implementation of Action Plans

*Filling out student behavior observation forms
« Integrated training on noise

Evaluation and Reporting of the Application

«Final interviews with students
« Data collection and coding

Analyzing Data

While preparing the plans, three learning outcomes were selected from the third-
grade Science textbook of Ministry of National Education (MONE), and six learning
outcomes were chosen from the book titled Noise Pollution at School: Activities and
Projects for a Solution (Bulunuz, 2021). Learning Outcomes: 1) Demonstrating the
ability to distinguish between sound and sound sources; 2) Understanding that every
sound has a source and the sound spreads in all directions; 3) Developing awareness
that intense sounds can cause hearing loss. Additional Learning Outcomes: 1)
Developing the skill to make observations using the sense of hearing; 2) Gaining
sensitivity to the effects of noise and noise exposure; 3) Recognizing the noises
encountered in various daily life environments; 4) Cultivating a positive attitude
toward reducing noise exposure; 5) Developing the ability to create visual art products
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such as paintings, posters, and cartoons containing written visuals, speeches, and
sounds on noise; 6) Understanding the difference between sound and noise concepts.

The activities in this book are based on integrated educational practices. After
the action plans were created, they were shared with three classroom teachers who are
experts in their field and with a field specialist who conducts research on noise, and
expert opinions were obtained. The data collected after the implementation of the
action plans was analyzed, and it was evaluated whether the problem was solved.
Integrated learning activities are given separately below.

Integrated Educational Practices for Noise Prevention

In this section, integrated educational practices used in the preparation of action
plans are introduced.

Integration studies using written and oral expressions

Four books on noise prevention, Shouty Arthur (Morgan, 2015), Sleepwalking
Elephant (Ak, 2016), Did you fill a bucket today? (McCloud, 2016), and How Full Is
Your Bucket? (Rath and Reckmeyer, 2016) are read interactively. Later, integration
studies are conducted involving written and oral expression. During the written lecture
stage, students summarize the books. Once summaries are completed, students write
short articles expressing their feelings and thoughts about the books. Then, slogan and
poetry writing studies are conducted to prevent noise.

After each book is read interactively, integration continues with written
expression, painting art, and real-life studies.

Integration of studies with real life

At the end of the book, under the heading “Advice from Giiven: How to Observe
Wild Animals?" 3 rules were presented to the students: 1) Be very quiet; 2) Don't
jump around; 3) Be kind. After reading this section, students were asked the following
questions: "Do you think our classroom is noisy? What can we do to reduce noise in
the classroom?”. The students’ responses are written on a blackboard. Then, class
rules were established based on the given answers. These rules were illustrated by the
students and prominently displayed in the classroom.

Integration studies with experiments

Within the scope of integration with experiments, the first three experiments
focus on sound formation while the fourth experiment involves observing sound
waves and vibration patterns. The purpose of these experiments is to observe the
formation and nuances of sound, perceive its thickness, and witness the formation and
propagation of noise.
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Propagation of sound and noise Figure 4
Audio visualizer

The purpose of this experiment is to
explore sound waves and vibration patterns
of various frequencies. A sound visualizer is
created using a balloon, a cylinder with two
open ends, aluminum foil, a 30 cm long
ruler, a toy laser, a package tire (see Figure
4).

Balloon

Adjusting screw

Then, students produce sounds in different tones by placing their mouths on the
open side of the cylinder. When making a sound, students press the laser button,
capturing the image of their voices on the board.

Integration Studies with Visual Arts

Throughout the sessions, students create drawings related to the stories discussed
interactively. Sample posters can be viewed on the “Noise at School” channel
(https://www.youtube.com/@okuldagurultu7358/channels). Then, students are tasked
with preparing their own posters by choosing suitable titles. The same method is
applied -to cartoon work and the students’ drawings are displayed on the classroom
board.

Integration Studies with Music

Within the scope of integrated education, students listen to songs related to noise
through a smart board utilizing the “Noise at School” channel. Then, creative
songwriting and singing exercises are conducted, with students drawing inspiration
from familiar melodies.

Integration Studies with Real Life

Two applications have been made to integrate noise with real life. One of these
is the noise meter activity (Bulunuz, 2015), and the other is the noise mapping activity
of the areas in the school (Bulunuz, 2021).

Integration with the Game

The game of blind man's bluff is played to study human behavior in both noisy
and very quiet environments. During the game, when all the students make sounds
simultaneously and take turns producing sounds, the behavior of "IT" person in
response to the noise observed.

Data Collection Tools

In this research, a structured observation form, structured interview questions,
and products both written and drawn by students were used as data collection tools.
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Noise at School Student Interview Form

The interview form was used to reveal the dimensions of noise in the school and
to understand the students' feelings and thoughts about noise. Eleven structured
interview questions were developed to assess noise levels in classrooms and various
areas in the school, identify situations where students are affected by noise, and
determine noisy behaviors among students. After the examinations, necessary
corrections were made and interviews with the students were conducted, each lasting
approximately 15-20 minutes.

A Noisy Behavior Observation Form

This observation form has been prepared to reveal the noisy behavior of students
in the classroom. The student behavior tracking form is shown in Figure 5 below.

Figure 5
Noisy behavior observation form
Student code Date
Noisy Behaviors
vl /.
Talking Talking Walking shoutin Screaming | Fighting Hitting the | Running
without loudly around the 9 table
raising a hand classroom
1. Student
2. Student
3. Student

School Acoustics Observation Form

The school acoustics observation form was prepared to determine whether sound
insulation and sound absorption materials are used in various areas of the school such
as classrooms, canteen, dining hall, corridor, stairs, garden.

Student products

Throughout the research process, data sources included written and visual
products generated by the students. The written data consists of statements written by
students on cartoons, book summaries, slogans, poems and lyrics. The visual products
consist of cartoons, posters and pictures.

Validity and Reliability Study

In this study, to ensure credibility (internal validity), the visuals and writings
created by the students were directly quoted one-on-one interviews. The exchange of
opinions with the field expert continued throughout the application process. The field
specialist reviewed the researcher's action plans and provide guidance in their
development. Collaborative efforts in data collection and interpretation have been
maintained.  This approach enhances both consistency and reliability (internal
reliability).
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Ethics Committee Decision

The practices on “Noise Pollution at School, Causes, Effects and Control”
received approval from the Bursa Uludag University Ethics Committee on June 9,
2015 in accordance with decision No. 2015- 12/7. In addition, permits were obtained
through a petition submitted to the school for the implementation of these practices.

Analysis of the Data

The data of the research were analyzed using descriptive analysis, content
analysis and indicator scientific analysis techniques. These analysis techniques are
elaborated below through data collection tools.

Analysis of the Behavior Observation Form

In the analysis of the noisy behavior observation form, the frequency of students’
noisy behavior of was examined through frequency analysis. Subsequently, the data
were tabulated and interpreted.

Analysis of the Noise Interview Form at School

The answers given by the students to the interview questions were transcribed
and documented. The written student opinions were analyzed by identifying specific
themes (the noise level of different areas in the school, noisy student behaviors,
instances of students being affected by noise). To assess the noise level of school areas
three codes (low, medium and high) were created.

The statements from students regarding the situations of being affected by noise
were analyzed using nine codes. The codes are grouped into physical, performance
and spiritual effects. The grouped data were then transformed into frequency and
percentage expressions and visually presented through graphs.

The data resulting from interviews focusing on students’ noisy behavior were
collected and analyzed using eight codes.

Analysis of student works

The written works produced by during integrated learning practices were
analyzed with the help of content analysis. Student statements that stood out were
further analyzed using descriptive analysis with assigned code names, and direct
quotations were included where applicable. The visual works presented by students
were analyzed using the indicator scientific analysis method which incorporates three
important elements of Pierce's semiotic analysis method: visual indicators, symptoms
and symbols (Rifat, 1992, cited in Peirce, 1985:21). A visual indicator the genuine
meaning that the visual conveys to the mind. A symptom is a type of indicator
connected to the visual, illustrating a cause-and-effect relationship. A symbol, on the
other hand, is a more abstract form of indicator, and its interpretation can vary across
cultures. For example, the olive branch symbolizes peace, while swords or weapons
symbolize war.
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Findings
In this part of the research, the collected data was analyzed.

The Level of Noise in the School and the Noisy Behavior of the Students

According to the students' opinions, the noise level in different parts of the
school was analyzed using frequency analysis and visually presented on a graph.
During the examination of student interviews, the noise level in various areas of the
school was grouped as low, medium and high and the results were graphically
represented (see. Figure 6).

Figure 6
According to student opinions, the noise level of the areas in the school
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Based on interviews with students, it was determined that the noise intensity in
the classroom during lessons is perceived as medium to high. None of the students
regarded the noise intensity in the classroom as low. In addition, approximately 77
percent of the students identified the noise level in the canteen, dining hall, school
garden and corridors as high.

Noisy Behavior According to the Students' Opinions

Participants were asked, “What do you think are the noisy student behaviors at
school and in the classroom?" The responses to the question were decoded. As a result,
8 codes related to behavior were created. The frequency analysis of these generated
codes is given in Figure 7.
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Figure 7
Noisy behavior that students show at school and in the classroom

Talking Walking
Screamin Speaking Hitting = without around
Shouting Running @ Fighting . the
loudly the table raising a
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hand
m
7 3 4 6 16 3 18 7

When the table is examined, it is seen that students' noisy behaviors such as
speaking loudly, speaking without raising their hands, shouting and screaming are
common. Sample expressions regarding students' noisy behavior are given below.

El. “I think everyone is talking to each other without raising hands to make
their voice heard, whereas we can talk quietly.”

E7. “Some of us are raising hands, but others are shouting and talking.” E13.
“When we do an event, everyone walks around.”

Determination of the Acoustic Level of the Areas in the School

In the 2019-2020 academic year, the acoustic level of the primary school, which
has approximately 310 students, was examined. The school, located on a hill away
from city noise and main roads, showed a low external noise level. In addition, sound
and thermal insulation materials were identified in the exterior facade insulation.
However, it was observed that acoustic materials that absorb sound were not used in
the inner parts of the school building (corridors, stairs, classrooms); only school tools
such as ceilings, boards, and curtains were present. In the school, the classrooms, each
approximately 35 square meters, lack absorbing sound-absorbing measures, except
for roller blinds and clipboards. Despite the spacious school garden, sound reflection
is noticeable due to tiled floors, contributing to increased noise in the schoolyard. The
school canteen in a rectangular structure with dimensions of three meters in width,
three meters in height, and approximately 12 meters in length, has parquet floors and
glass-covered side faces. The architectural structure and internal acoustic comfort of
the canteen are not sufficient, as evidenced by the documentation.
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Findings on the Effect of Integrated Educational Practices on Students' Noisy
Behavior

The noisy behavior of students during lessons was observed for four weeks,
consisting of two weeks before the application and two weeks after the application.
The analysis of the noisy behaviors of the students before and after the application is
presented in Figure 8 below.

Figure 8
Noisy behavior of students before and after integrated educational practices
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Teacher observations indicate a reduction in students’ speaking behavior without
raising their hands, decreasing from f(54) to f(22) after the implementation of
integrated noise awareness trainings. Additionally, during the lesson, speaking loudly
in the classroom decreased from f(37) to f(10),and screaming behavior decreased from
f(19) to f(6). The graph reveals reductions in other noisy behaviors among students.

Findings Aimed at Preventing Students from Being Affected by Noise Through
Integrated Educational Practices

The statements provided by the students in response to the question, “How does
noise in the school and classroom affect you? How do you feel about this were
examined. As a result of the examinations, the students’ statements were categorized
into group including physical, mental, and spiritual effects and consolidated under
eight codes.
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Figure 9
The situations of students being affected by noise before and after the application
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When figure 9 is examined, 17 participants stated that they were distracted by
noise before the application. This number decreased to 7 after noise awareness
training. Similarly, 14 students stated they could not understand lessons due to noise
before training, which reduced to 6 students after the awareness program. Regarding
the physical effects of noise, 12 students reported difficulty hearing, this rate
decreased to eight students after integrated awareness training. The graph reveals a
nearly fifty percent decrease in students' reports of discomfort after noise awareness
training. However, despite the ongoing noise in the classroom it seems that students’
disturbances have not been completely eliminated.

Students expressed health problems related to being affected by noise at
school, including the following statements:

E3: "The noise makes my head hurt and I feel bad.”
E9: "I feel uncomfortable, I get angry.”
E14: "It affects my ears; | can't hear when something is said to me.”

Findings for Integrated Noise Awareness Practices
Interactive Book Reading and Oral Expression Studies

During integrated book reading studies, four books Shouty Arthur (Morgan,
2015); Sleep walking elephant (Ak, 2016); Did you fill a bucket today? (McCloud,
2016); and How full is your bucket? (Rath and Reckmeyer, 2016) were read
interactively. As an example, findings related to the integration study of the book
Shouty Arthur (Morgan, 2015) with oral expression are given below.

Before reading, the researcher asked, "Children, today we will read a book. What
do you see when you look at the picture of the book?" In response to the question, one
student, A.K. said, "My teacher, a little boy with blond hair opened his mouth wide.",
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while S.T. mentioned, "I think they went on a picnic. “These were the responses given
by the students.

After the reading the researcher asked, "Why couldn't Giiven see the wild
animals?" What happened to animals? In response, N.M. stated, "The animals ran
away because Guven didn't keep her promise and made noise.", while S.T.: "Giiven
is a naughty child and very noisy; she doesn't listen to words, that's why she doesn't
deserve to see the animals."

The researcher also asked, "Who is your favorite character in the story?" Why?"
Z.C. responded, "I liked Ipek because it follows the rules.", and B.M. mentioned, "I
am a teacher, I liked Giiven because she was a little naughty." Upon examining the
integration studies with oral expression, it was seen that the students accurately
expressed the content, basic idea and subject of the books read. Additionally, students
share their thoughts on preventing noise in front of the class.

Integration Studies with Written Expression

During integration studies with written expression, students engaged in creating
cartoons, posters, abstracts, slogans, and poems. The slogans prepared during these
practices were carefully examined.

After the examinations, it is seen that the students have prepared creative slogans
for noise prevention. Some of the sample slogans include F.C. A’s “Let’s be quiet,
let’s hear each other!”, and K.G. G’s "Mediterranean, Black Sea we don’t want noise.”
These slogans exhibit a stimulating and consciousness-raising nature. (see Image 1)

Image 1
An awareness-raising slogan prepared for the prevention of noise

s il l egppving SES1% ol herkes npclbu ol sun

{ Don't make noise, be quiet! May everyone be happy.

It was observed that some students either struggled to write slogans on the
subject at an adequate level or did not care about this subject. (see Image 2)

Image 2
A slogan that falls short in addressing noise prevention
- y 54 . " A
(3““4(1:‘-4 gl e arbile 9oz ume guluknt
J J J :

Noise, noise, | don't want to see you anymore.

Within the scope of integration with written expression, students wrote original
poems with assistance. The poems written were subsequently read and applauded in
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the classroom. An example of an acclaimed poems in the classroom is N. M’s, which
is given in Image 3.

Image 3
An example of poems written within the scope of integration with written expression.

‘@“L‘\A You come  somewhere  and
t - - . .
\rr N blaere hémm Ses cikas immediately there is noise.

'[' % d €S ¢ You get upset when you hear too
\\huﬂ C{K'WYJL dM((('/‘lee AO[qCa mUCh nOise.
{ALK{M’Z hcm & ; c}/[qw/( Our dreams will be filled with noise.
Lgu;ftn )5 ar’;k Our country will be filled with noise.
T kin aibr l/ Please shut up!

i[; @DMM Be quiet like a Tekir (cat).

~— —————— Our country will finally be quiet.

When examining the poem semantically, the student identifies places where
people are noisy. Noisy sounds upset the student, and the mention that even the
student's dreams will be filled with noise is an indicates a growing awareness of the
impact of noise. Upon closer examination of the student's poem, it becomes evident
that he is worried about the widespread impact of noise, possibly even across the entire
country. The notion that peoples being quiet, akin to a tabby cat, can contribute to
tranquility in the country is expressed as a valid approach. This is because, to prevent
noise, individuals should first assess and modify their own behavior.

After the interactive book reading studies, book summaries were generated.
Accurately extracted book summaries serve as indicators of whether students
comprehend the main theme of a book. When the students’ summaries are examined,
it is seen that they understand the main themes described in the books. When the
summary of the book How full is your bucket? (Rath and Reckmeyer, 2016) is
examined, it is apparent the student grasps the main idea that should be conveyed in
the book. (see Image 4)
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Image 4
Sample book summary issued within the scope of integration with written expression

GO EET a1 b /> Have You Filled a Bucket Today?

= e Actually, everyone has a bucket.
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Integration Studies with Music

When the contents of the songs written and sung by the students for the
prevention of noise are examined, it is seen that the students produce both original
compositions and adapted songs. For example, C.B adapted the song” Catastrophe"
(Ezhel; 2019) and performed it in the classroom. The lyrics of the new song adapted
by the student are given below.

“How did noise enter your life,

Turning the world into a cacophony.

Sounds from traffic

Still echo in my head.

All hell's gonna breaks loose from here, here
These sounds are catastrophic,

Oh, this noise is a catastrophe, a catastrophe.”

In examining the song, the lines “How did noise enter your life? Sounds from
traffic, Still echo in my head, All hell's gonna break loose from here, here." are viewed
as an adaptation that reflects the student’s awareness of noise. The student’s song
reveals that the noise generated by traffic sounds is disturbing to them. In addition,
the student likens this noise to a catastrophe.

It has been observed that students have a lot of fun during integrated music
activities and enjoy singing together. Throughout the practices, students showed their
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skills by creating and writing original songs, often prompting the researcher to sing
the songs repeatedly.

Integration Studies with Visual Arts

After reading four books interactively to prevent noise, students drew their
favorite characters from the books and created illustration related to the subject of the
book. Student products from the application are shown in image 5.

Image 5
Story characters drawn within the scope of integration with visual arts

No,
you're
small!

Can | do
ittoo?

When the visuals drawn by the student are examined, it is evident that the image
indicates being kind and polite in mutual respect and understanding will bring
happiness to both us and our friends. Otherwise, both people will be unhappy.

Image 6
Cartoons drawn about the formation of noise

Don't shout loudly! Be quiet
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When examining the cartoon on the left, drawn to prevent noise, the open mouths
facing each other signify shouting, which is indicative of noise. The image on the
right depicts appropriate behavior against noise, where the closed mouth and slightly
smiling face symbolize silence. The text on the image, “Don’t yell out loud be quiet!”
conveys the message that shouting is inappropriate, emphasizing the importance of
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maintaining calmness. When the image on the right is examined, the people making
noise are described as aggressive, with sharp teeth drawn as an icon. Visually
interpreted, the student sees shouting people as both noisy and aggressive.

Image 7
Situations that cause noise in our environment

Be quiet, let the noise
' Let's not make noise

Man, be
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When the seventh visual is examined, it is seen that the students have created
cartoons and slogans addressing the noise problem they encounter in real life. In the
first visual, the student uses various image indicators to distinguish different sounds
in daily life as noise. In this visual, the student describes the horn sound as “Beep!”,
the high-pitched voices of people shouting as “Hush! Hey! Aaah!" classifying them
as noise. (see Image 7, the picture on the left).

When the image is examined through the method of seven visual indicators, the
shouts of street vendors yelling (Potatoes! Onioooons!) are defined as noise. (see
Image 7 the picture on the right) It's obvious that the student attempted to address the
noise issue in the market by warning the vendors saying “Guys, please be quiet!".
When student products are examined, it is seen that the creative works reflect students’
discomfort with noise, their awareness of the noise around them and their willingness
to warn people contributing to the noise.
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Integration Studies with Science

During the practices, the students’ initial understanding of sound formation was
examined revealing several misconceptions. For example, A.K. believed, “The sound
comes out when we talk, when we scream.”, and L. C thought, "Living beings make
the sound.” To eliminate these misconceptions, experiments on the formation,
propagation and tones of the voice were planned and implemented (see Image 8)

After the applications, students were asked: "How does noise occur in our

Image 8
The fourth experiment on the propagation of sound and the formation of noise

classroom?" Some examples of the answers given by the students are given
below. C.B mentioned, “Teacher, 1 think our voices are traveling around the
classroom like the image here.”, while H.K expressed, “There was noise, and we could
see it.” It is evident from the responses that students' misconceptions have been
addressed, and they now understand the formation and propagation of sound and
noise.

Integration Studies with Real Life

Students have made a noise map highlighting the areas in the school where they
are exposed to noise daily. A sample study is shown below. (see Image 9).

Image 9
Making a noise map of the school within the scope of integration with real life
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Within the scope of integration with real life, students observed and classified
the noise levels in various areas of the school, assigning colors to indicate the intensity
of noise. Examination of the students’ map reveals that the corridors, canteen and
cafeteria in the school have high noise levels. These integration studies have improved
students' abilities in observing and classifying noise levels.

Integration with real life during the "Noise meter" (Bulunuz,2015) activity, it
was observed that students adjusted the needle of the noise meter to the appropriate
position when the noise in the classroom increased (see Image 10).

Image 10
Determining the noise level of the classroom with the noise meter

It has been observed that when the noise level of the class increases, students
warn other friends to be quiet, speak in whispers

Integration Work with the Game

After the blind man's bluff game, students were evaluated regarding the game.
Responses from the students are given below. Researcher: "How did the IT behave
when you said that we are all here together?”” L.C. from the students: “Teacher, IT did
not know where to move", D.O: “It looked very funny". It has been observed that
students express themselves comfortably and have fun while playing games.

Discussion, Conclusion and Suggestions

Before the integrated noise awareness training practices, students did not express
discomfort or complaints about noise in the school and classroom. However, as a
result of preliminary interviews with students, it is seen that students express the noise
levels different areas of the school and disruptive behaviors of noisy student. When
the students were asked about their exposure to noise, they were able to identify the
effects of noise on themselves. This is an indication that students may have been
accustomed to noise and did not take action to prevent it. However, during and after
the training, the fact that students started warning their peers against making noise,
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and attempting to speak quietly indicates that their awareness of noise has heightened,
and they have become uncomfortable with excessive noise.

Study reveals from student statements that areas such as the corridor, classroom,
stairs, canteen, dining hall and schoolyard are identified as noisy within the school.
Some studies conducted on the noise level of school areas align with our research
results (Bulunuz et al., 2018; Bulunuz et al., 2017; Sadik et al., 2011; Giirkan, 2019;
Polat, Bulug & Kirikkaya, 2007; Sahin et al., 2014; Sentiirk & Sagnak, 2012).

When the acoustic structure and conditions of the school are examined, it is seen
that there is thermal and sound insulation on the exterior. However, sound-reflective
materials like stucco paint and tiles are used on the end surfaces of classrooms,
corridors, dining halls, canteens and stairwells and sound-absorbing acoustic panels
are absent from the suspended ceilings in classrooms and corridors. The absence of
acoustic materials on finish surfaces contributes to a high level of noise in the
environment. Similar results have been found in research on the noise level of areas
in schools and acoustic equipment (Bulunuz & Akyiin, 2019; Giirel, 2007).

After the implementation of integrated noise awareness trainings, a significant
decrease in the noisy behavior of the students was observed. While this shows that the
trainings are effective, but the fact that some noisy behaviors are partially continuing
after the trainings may be evidence that the behavior change did not occur at once.
Existing studies addressing the prevention of noisy behaviors and the promotion of
awareness among students show changes in s' attitudes and behaviors (Bulunuz et al.,
2017; Christidou, Dimitriou et al. 2015; Ozbigakei et al., 2012). How ever, a study
investigating the effect of noise awareness training on elementary school students
found that although such practices create noise awareness, this awareness does not
always translate into behavioral change (Merkit & Bulunuz, 2020).

The observed decrease in students’ expressions of discomfort from noise after
the training underscores the effectiveness of integrated educational practices. Similar
findings related to the effect of noise on students, such as expressions of “attention
deficit, loss of motivation, decrease in academic achievement” align with the studies
in the field (Bayazit et al. 2011; Ozbigaker et al. 2012; Polat et al., 2007; Tiizel, 2013).

Integrated educational practices, exemplified by the products students create
during activities, serve as crucial indicators of students’ awareness of noise.
Improvements in students’ oral expression skills are evident in interactive book
reading studies, where they provide effective and thoughtful answers to questions
asked before, during, and after reading. When examining the cartoons and slogans
created by students within the scope of integrated written expression activities, the
students' expressions such as 'Hey!", 'Beeeep!,' and 'Hush!' depict their reactions to the
street vendors' cries of 'Potatoes!" and 'Onions!" These expressions, evident in their
writings and cartoons, illustrate the students' perception of the vendors' shouting as
noise. The students’ chant, such as “Be quiet! Reduce the noise.”, “Let’s be quiet!
Let’s hear each other out.”, “Don’t make noise, be happy!” serve as additional
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indications that their awareness of noise is improving. Upon examining the poems
written by the students for noise reduction after the integrated training, it is seen that
some students produce original, pleasant-sounding, high-quality poems.

Within the scope of music integration studies, students were able to write
adaptations and original lyrics. For example, they composed and performed a rap song
as a group: “Refrain from being noisy just like a hound! Silence being gold is what
we've found yo yo yo..." The fact that students wanted to sing the rap song repeatedly
indicates their enjoyment of the practices in which they actively participate. These
findings show that primary school students can develop sensitivity to noise. Similar
results have revealed the positive effect of integrating science and mathematics
activities with music on students’ achievements and attitudes (Dinger et al. 2008;
Yagisan, Koksal & Karaca, 2014; Yalovali, 2019). The use of music in learning
contributes to activating and engaging students while reducing their stress (Wilson &
Spears, 2005, as cited in Duman, 2007).

When examining the cartoons, pictures and posters created to prevent noise
within the scope of integration with visual art, drawings depicting people shouting at
each other with their mouths wide open are symbolic of noise as a form of violence.
When the student products were examined, it was concluded that the drawings,
cartoons, and posters created during the integration studies are original and showcase
the development of students’ awareness of noise. The visual art products that students
create during and after the training sessions convey important messages about
creativity and noise prevention.

In our study, the pictures showing the noise awareness that students draw,
expressing their creativity, are similar to the findings of the study put forward by
(Bulunuz, Bekiroglu, Tantan & Bulunuz, 2022). In addition to the findings of this
study, some research indicates that integrated educational practices with visual arts
increase students’ achievements and bring about positive changes in their attitudes
towards the lesson (Kiling, 2008; Ozalp, 2006; Tas, 2013; Tiirkoguz, 2008).

When integration studies with science are examined, it is seen that students have
misconceptions, believing that only living beings can make sound. Four experiments
conducted within the scope of the research were effective in eliminating students’
misconceptions. In the literature, it has been seen that integrated science and Turkish
activities contribute to the development of the scientific understanding in preschool
students (Y1ldiz et al., 2019).

Integration studies with real life, such as coloring tables based on the noise levels
of areas in the school environment, contributed to students’ careful observations and
awareness of real-life problems.

The game of blind man’s bluff also contributed to the development of students’
empathy toward noise. It is understood from the students’ statements that the IT does
not know how to behave when noise is made. As a result, in addition to being a
solution to noise, one of the real-life problems in schools, integrated educational
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practices serve as a good example for supporting students’ academic and social skills.
Numerous studies have shown that game-integrated training improves students’
listening, understanding, and social skills (Bulunuz, 2013; Durualp & Aral, 2010;
Firat, 2013; Girmen, 2012).

Recommendations

According to the research results, students can be made aware of the noise in
their environment through trainings. These trainings should be applied to the entire
school, and the education provided should involve activities that children can find
both fun and effective. Cartoons and posters, which serve as warnings to students to
be quiet and are aimed at preventing noise while raising awareness, should be
displayed in the hallways.

It has been observed that through integrated awareness trainings, students' senses
are awakened to noise; they notice it, and have fun during the experiments. Students'
misconceptions about sound and noise have been eliminated, and they have applied
their awareness of noise to their behaviors in daily life. The Ministry of National
Education may organize online seminars and conferences to increase teachers
awareness levels by incorporating the issue of noise into the in-service training
program.

According to the research, it was found that the cinema hall and the conference
hall had good acoustics among the school areas, while the corridor, garden, classroom
and stairs, extensively used by students, were acoustically insufficient. The absence
of acoustic measures in these areas has resulted in higher noise levels. Covering the
schoolyard floor with soil or a sound-absorbing material would contribute to the
prevention of both injuries and noise. The school administration should enhance the
acoustic comfort of the school by conducting studies aimed at identifying and
improving noisy spots. Action plans for noise prevention should be developed and
implemented by the school administration in collaboration with teachers.

After receiving noise awareness trainings, teachers should impart this knowledge
to students, collaborate with other teachers to share practices and application results.
Teachers should also educate parents about the nature of, its impact on human health
and learning, through organized meetings. Parents, in turn, should appropriately
caution their children about noise and provide necessary reminders. Researchers can
enrich training and practices by conducting studies on larger samples across different
age groups, utilizing various techniques aimed at noise prevention.
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Giinliik yagsamimizin birgok alaninda karsilagtigimiz giiriiltii, gevreyi ve ¢evrede
bulunan canlilart olumsuz yonde etkiler. Diinya Saglik Orgiitii (WHO) giiriiltii
kirliligini hava kirliliginden sonra insan saghigini etkileyen ikinci bilyiik ¢evresel
sorun olarak nitelendirmektedir. 2020 yilinda, Avrupa Cevre Ajansi’nin (EEA)
yayinladig1 rapora gore Avrupa’da tahmini 113 milyon kisi uzun siire 55 dB’den daha
fazla trafik giiriiltiisine maruz kalmaktadir. Cevresel giiriilti yilda 12.000 erken
6liime, 48.000 kalp hastaligina neden olmaktadir. Rapora gore ugak giiriiltiistine
maruz kalan 12.500 ¢ocukta okuma bozuklugu goriilmiistiir (EEA, 2020). Literatiirde
giiriilti kavrami incelendiginde giiriiltiiniin kulaga hos gelmeyen, insan sagligin
olumsuz etkileyen siddeti veya frekansi yiiksek, rahatsizlik veren sesler olarak
tanimlandigr goriilmiigtir (Ar1 ve Saban, 1999; Giiney, 1998; Polat ve Bulus-
Kirikkaya, 2004; Schlittmeier, Hellbriick ve Klatte, 2008).

Giiriiltiiniin insan Saghgina Etkileri

Giiriiltii hava, toprak ve su kirliligi gibi dogrudan gézle goriilmedigi igin ¢ogu
zaman Onemsenmez, ancak etkileri yavas ve sinsice gerceklesir (Bulunuz, Akytin,
2019). Giiriiltiinlin insan saglig1 tizerindeki olumsuz etkileri giiriiltiiniin siddetine,
maruz kalma siiresine ve maruz kalan kisinin Ozelliklerine gore degisiklik
gostermektedir (Sezgin ve Mutlu, 2017, s. 676). Giiriiltiiniin insan sagligma etkileri
fiziksel, psikolojik, fizyolojik ve performans olmak {izere dort baglik altinda
smiflanabilir (COB, 2011). Giiriiltiiniin fiziksel etkilerine kalic1 ve gegici isitme kaybi,
kulak ¢imlamasi, akustik travma ornek olarak verilebilir. Giiriiltiiniin fizyolojik
etkilerine uyku bozuklugu, yorgunluk, stres hormonlarinda artig, bas agrisi,
hipertansiyon, solunum hizlanmasi, kas gerilmeleri, erken dogum ve 6l dogum 6rnek
olarak verilebilir (Giirtepe, 2010). Giiriiltiniin psikolojik etkilerine sinir bozuklugu,
stres, kizginlik, hosgdriiniin azalmasi, kaygi, saldirganlik gibi 6rnekler verilebilir.
Giiriltiniin performans iizerindeki etkilerine okuma ve anlamanin etkilenmesi,
iletisimin bozulmasi, dikkatin dagilmasi, yapilan isin kalitesinin azalmasi ve yapim
sliresinin uzamasl, is kazalar1 6rnek olarak verilebilir (Akan vd., 2012).

Egitim Ortamlarinda Giiriiltii

Ogrenciler zamanlarmin énemli bir béliimiinii okulda gegirirler. Saglikl bir okul
iklimi 6grencilerin akademik, ruhsal ve davranigsal gelisimlerini destekleyen egitim
ortam1 sunmalidir (Celik, 2000). Cohen, Manion ve Morrison’a (2004) gore uygun
6grenme ortamlar1 6grenmeyi artirip desteklerken uygun olamayan fiziksel kosullar
dgrenmeyi baltalar. Ogrenme gergeklesirken isitsel uyaranlarin fazlaligi beynin
caligma sistemini etkileyerek 6grenmeyi engeller (Bulunuz, Orbak ve Bulunuz, 2021).
Giiriilti konugmanin anlasilabilirligini diisiirerek 6gretmen ile 6grenci arasindaki
saglikli iletisime engel olur. Bu nedenle giiriiltii okulda hosgoriiyle karsilanmamalidir
(Bilal, 2009). Giiniimiizde dgrencilerin fiziksel-ruhsal saglig1 ve gelisimi i¢in okulda
giiriiltii diizeyi i¢in stmir degerler belirlenmistir. Cevre Sehircilik ve Tklim Degisikligi
Bakanlig1 tarafindan yayimlanan Giriltiinin Degerlendirilmesi ve Yonetimi
Yonetmeligi’ne (2008) gore siniflarda pencereler kapali iken sinifin giiriiltii diizeyinin
35 dB(A), pencereler agik iken siifin giiriiltii diizeyinin 45 dB(A) olabilecegi ifade
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edilmektedir. Genel olarak egitim ortamlarinin i¢ ve dis giiriiltii seviyesinin 40 dB(A)
ile 50 dB(A) araliginda olmasi tavsiye edilir (Debnath, Nath ve Barthakur, 2012, s.1).
Ancak yapilan arastirmalarda okullardaki giiriiltii diizeyinin belirlenen iist sinirlar
astig1 gorilmektedir (Abakay ve Bulunuz, 2018; Bilal, 2009; Polat ve Bulus-
Kirikkaya, 2007; Ozbigaket, Capik, Aydogdu, Ersin ve Kissal, 2012; Tamer,
Kiiciikeifci ve San, 2011; Tiizel, 2013). Baz1 arastirmalarda okullarin akustik yap1 ve
konforunun oldukga diisiik oldugu goriilmektedir (Ozbigaker vd., 2012; Bulunuz vd.,
2017). Bunun sonucunda okuldaki giiriiltii okulun biitiin alanlarina yayilmaktadir
(Abakay ve Bulunuz, 2018; Ozbigakci vd., 2012). Dersler esnasinda siifta meydana
gelen giiriiltii kazanimlarin islenmesini, becerilerin 6grenilmesini, zihinde anlamli
bilgilerin olusumunu engellemektedir (Polat, Bulus ve Kirikkaya, 2004; Giiremen,
2012). ilkokul ve ortaokullar1 kapsayan bir caligmada teneffiis saatlerindeki
giiriiltiiniin (80 dB(A) oldugu goriilmiistiir. Tespit edilen bu giiriiltii seviyesinin
ogrencilerde gegici isitme kaybina neden olabilecegi ifade edilmektedir (Bulunuz ve
Akylin, 2019). Giriltiiniin 6grenciler iizerindeki fiziksel etkilerine ek olarak dikkat
eksikligi, motivasyon kaybi, akademik basarinin azalmasi gibi performans etkileri de
vardir (Ozbigake1 vd. 2012; Polat vd. 2007; Tiizel, 2013). Bulunuz, Bekiroglu, Tantan
ve Bulunuz, (2022) okuldaki giiriiltiiniin nedenlerini 6grenci ¢izimleriyle ortaya
koyduklar bir arastirma yapmuslardir. Ogrenciler giiriiltiiyii  okulda ve toplumsal
hayatta rahatsiz edici, yikici, fizyolojik-psikolojik sagligi tehdit edici, dgrenmeyi
olumsuz etkileyen bir kirlilik olarak ¢izdikleri resimler araciligiyla yansitmislardir.

Giiriiltiiniin yogun etkilerinden O6grencilerin korunmaya ihtiyaclar1 vardir.
Ciinkii cocuklar tehlikeli giiriiltii kaynaklariin neler oldugunu bilmezler; giiriiltiiniin
sagliga olumsuz etkilerini diisiinemezler ve kendilerini giiriiltiiden nasil
koruyacaklarmi bilemezler (WHO, 2016). Ogrencilerde giiriiltii farkindahig:
olustururken giiriiltiiniin yasamla, diger disiplinlerle iligkisi biitiinlestirilerek
agiklanmalidir.

Biitiinlesik egitim uygulamalar:

Biitlinlesik egitim yaklasimini ortaya atan ilk isimlerden biri John Dewey’dir
(Bredekamp, 2017; Brewer, 2007). Dewey (1900) egitimin gercek yasama ve
deneyime dayanmasi gerektigini ve tiim disiplinlerin dogalart geregi iligkili oldugunu
vurgulayarak biitlinlesik egitim yaklagimini savunmustur (akt. Chaillé ve McCormick
Davis, 2016). Biitiinlesik egitim, matematik, fen ve sanat gibi disiplinlerin ayr1 ayri
Ogretilmedigi, anlamli 6grenme i¢in bu disiplin alanlarinin bir biitiini olusturacak
bi¢cimde diizenlendigi bir yaklasimdir (Gordon ve Browne, 2011). Biitiinlesik egitim
yaklasimi beyinle uyumludur (Jensen, 1996). Insan beyni en iyi gergcek yasam
sartlarina sahip, zorlayici 6grenmelerin tasarlandigi, biitiinciil yaklagimlarla 6grenir.
Birbirinden izole, par¢a parca sunulan bilgiler 6grenme sevincini ve istegini
oldiirebilir. Biitlinlesik egitimle Ogrenciler kavram, olgu ve olaylar arasindaki
baglantilar1 gorebilir ve bilgiyi farkli alanlara transfer edebilir (Erikson, 1995).

Yurt diginda ve Tirkiye’de yapilan arastirmalar bitiinlesik  egitim
uygulamalarinin gelisim ve 6grenmeye katkisini ortaya koymaktadir. Biitiinlesik
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egitim Ogrencilerin sinavlarda daha iyi performans gdstermelerini saglamaktadir
(Campbell ve Henning, 2010; Hinde vd., 2007; Shriner, Schlee ve Libler, 2010).
Biitiinlesik egitim yaklagimi Ogrencilerin akademik basarisini, takim c¢aligma
becerilerini, sahiplenme, motivasyon ve tutumlarmi olumlu yonde etkilemektedir
(Cviko, McKenney ve Voogt, 2013; Lewis ve Shaha, 2003; MacMath, Roberts,
Wallace ve Chi, 2010; Zhbanova, Rule, Montgomery ve Nielsen, 2010). Ogrenciler
biitiinlesik egitim yontemiyle farkli igerikler arasindaki baglantilar1 farkederler
(DeCorse, 1996).

Tam (2016) tarafindan yapilan bir aragtirmaya gore, biitiinlestirilmis kukla ve
drama etkinlikleri okul 6ncesi 6grencilerinin sosyal-duygusal gelisim diizeylerini
olumlu yonde etkilemektedir. Tiirkiye’de biitiinlesik egitim-6gretim arastirmalari
incelendiginde; biitiinlestirilmis egitim-6gretimin 6grencilerin bilissel, duyussal,
psikomotor becerilerini (Yarimca, 2011) bilgilerin kaliciligint (Tertemiz, 2004)
artirdig1 goriilmiistiir. Yapilan bazi arastirmalarda dgrencilerin etkinlikler sirasinda
motivasyonlarinin arttigt (Glirgil ve Cetin, 2018), sosyal problem ¢ézme (Yildiz ve
Biimen, 2013), is birligi (Tuncel ve Demirel, 2010), okudugunu anlama (Hamzaday1,
2010), iiriin tasarlama, st diizey ve elestirel diisiinme becerilerinin gelistigi
goriilmiistir (Akgiindiiz vd., 2015; Yildirim, 2016; Yildirnrm ve Altun, 2015).
Biitiinlestirilmis Matematik ve Hayat Bilgisi Ogretiminin ilkokul 3. smuf
ogrencilerinin akademik basarilarii artirdigi goriilmiistiir (Bag, Tertemiz ve Tay,
2021; Demirhan, 2007).

Arastirmanin Onemi ve Amaci

Okulda ve sinifta karsilagilan giiriiltii problemi birkag¢ etkinlik veya bir ders
alanmin konu kazanimlariyla sinirlandirilarak ¢dziilemez. Ogrencilerin ses ve giiriiltii
konusunda daha genis bakis agis1 kazanmalari i¢in gilinliik yagamla giiriiltii arasinda
baglantilar kurulmali, eglenceli, zorlayict 6grenme durumlari tasarlanmali ve 6grenci
davranislar1 takip edilmelidir. Ogrencilerin giiriiltii konusundaki farkindalik
davraniglarinin artirilmasi uzun siireli, sabir gerektiren bir siiregtir. Bu kapsamda,
O6grenme ortamlarindaki giiriiltiiniin 6nlenebilmesi i¢in kurallarin &gretmenlerin
rehberliginde 6grencilerin katilimryla olusturulmasi, olusturulan kurallara uyulmasi
konusunda hassasiyet gosterilmesi gerekmektedir. Giiriiltii konusunda 6grencilerin
farkindalik davraniglarini gelistirmeye yonelik ve okullardaki giiriiltii seviyesini 6lgilip
degerlendiren ¢aligmalarinin son yillarda arttig1 goriilmektedir (Abakay ve Bulunuz,
2018; Bulunuz, Bulunuz ve Kelmendi Tuncal, 2017; Bulunuz ve Giiner, 2017;
Bulunuz, Ovali, Cikrik¢1 ve Mutlu, 2017; Merkit,2019; Ozbicakei, Gordes, Ersin ve
Kissal, 2012; Polat, Bulus ve Kirikkaya, 2004; Sahin, Sahin ve Bagci, 2014).
Aragtirma sonuglarina gore egitimler sonrasinda 6grencilerin ve siif 6gretmenlerinin
giiriiltic  kirliligi konusunda farkindaliklarinin  arttigi, O6grencilerin  giiriiltiicii
davranislarinin olumlu yonde degistigi gozlemlenmistir (Bulunuz, Ovals, Iri-Cikrike1
ve Mutlu, 2017). Bazi arastirmalar incelendiginde 0Ogrencilerde giiriiltii
farkindaligmm olustugu ancak oOgrencilerde giiriiltii farkindalik davranislarinin
kaliciligimin saglanamadigr goriilmiistiir (Merkit ve Bulunuz, 2020). Bu arastirmada
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giiriiltiinlin dnlenebilmesi, 6grencilerde giiriiltii farkindalik davranislarinin gelismesi
i¢in biitiinlesik egitim uygulamalar tasarlanmustir.

Bu aragtirmanin amaci, ilkokulda giiriiltii kirliligine kars1 biitiinlesik egitim
uygulamalarini tanitmak, uygulamalarla ilgili deneyim, gézlemleri degerlendirmek,
smiftaki giiriiltiiniin 6nlenmesi i¢in 6grencilerin giiriiltiicii tutum ve davranislarinda
farkindalik olugturmaktir. Bu amagla agagidaki aragtirma sorularina cevap aranmistir.

1. Ugiincii sinif dgrencilerinin giiriiltiicii davranislar1 nelerdir?

2. Biitiinlesik egitim uygulamalar1 sonrasinda 6grencilerin giiriiltiiden
etkilenme durumlarinda degisim var midir?

3. Biitiinlesik egitim uygulamalar giiriiltiicii 6grenci davraniglarinin
azalmasinda etkisi var midir?

4. Arastirmanin yapildigi okulun akustik yap1 durumu nasildir?

5. Biitiinlesik egitim uygulamalarinin 6grencilerin giiriiltii farkindalik
tutum ve davraniglarina etkisi nedir?

Yontem

Bu béliimde arastirma deseni, arastirmanin katilimcilari, arastirma siireci, veri
toplama araglari, gegerlilik ve giivenilirlik ¢alismalari sirasiyla sunulmustur.

Arastirma Modeli

Bu arastirmada eylem arastirmasi yontemlerinden katilimli eylem arastirmasi
deseni kullanilmigtir. Eylem arastirmalart bir ¢oziimle baglamaz ve genellikle
sonuglar1 dnceden kestirilemez. Eylem arastirmalari sorunun tanilanmasi ve yeniden
tanimlanmastyla baglar daha sonra soruna yonelik verilerin toplanmasini, ¢dziimlerin
planlanip uygulanmasini ve degerlendirilmesini igerir (Yildirim ve Simsek, 2011).
Gelistirmeler ve iyilestirmeler ige yaramazsa planlar tekrar gozden gegirilir,
gelistirilir, uygulamalar tekrarlanir ve degerlendirmeler yapilir. Bu aragtirmada
aragtirmact sinifindaki giiriiltii problemine ¢6ziim bulmak i¢in uygulamalar
gelistirmis ve sinifinda uygulamistir. Bu nedenle arastirma, katilimli eylem
arastirmasidir. Bu desen, katilimcilari caligmaya aktif olarak kattig1 gibi arastirmaciyi
da katilimer hale getirmektedir (Biiyiikoztirk, 2010; Yildirnm ve Simsek, 2013).
Arastrmada problem dikkatlice tespit edilmis, planlar yapilarak uygulamalar
baglatilmistir. Uygulamalar sirasinda ortaya cikacak durumlara gore planlarin,
uygulamalarin gelistirilip tekrar uygulanmasina 6zen gosterilmistir (Biiytikoztiirk vd.
2020). Sekil 1’de eylem arastirmasi siireci gorsel olarak dzetlenmistir (Biiyilikdztiirk
vd. 2020; Sousa, 2018).
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Sekil 1
Eylem arastirmast siireci déngiisii

[ Problem durumunun ]

belirlenmesi
Uygun Veriler
[ Sotllug%arm ] Toplama ve Eylem
paylagiimasi Planlar1 Gelistirme
[ Degerlendirme ] Eylem Planlarim
Uygulama

N
[ Coziimlerin ]

Sonuglarini Raporlama

Arastirmanm Katihmcilar1 ve Katimeilarm Ozellikleri

Aragtirma, 2019-2020 egitim-6gretim yilinin ikinci doneminde Sanlmurfa ili
Karakoprii  ilcesindeki 6zel bir ilkokulda, 23 iiclincii smif Ogrencisi ile
gerceklestirilmigtir. Arastirmanin katilimcilarii arastirmacinin sinifinda  6grenim
goren oOgrenciler olusturmaktadir. Katilimeilarin 10’u kiz, 13’1 ise erkektir.
Katilimeilarin  ses giiriiltii konusundaki ©6n bilgileri yeterli diizeyde degildir.
Katilimeilarin 6n bilgileri iigiincti smif fen bilimleri ders kitabindaki konu ve
kazamimlarla smirlidir. Ogrencilerin genel akademik durumlari incelendiginde
smiftaki 6grencilerin hepsinin akici okudugu ve yazdigi goriilmiistiir. Ogrencilerin
¢ogunlugu giinliik bir hikaye kitab1 okumaya gayret ettikleri, ailelerin de bu konuda
ogrencilere ve arastirmaciya destek oldugu gdzlemlenmistir. Ogrencilerin
basarilarinin iist seviyede oldugu gorilmistiir.

Arastirmanin Gerceklestirildigi Ortam

Arastirmanin gergeklestirildigi okul; anaokulu, ilkokul, ortaokul, lise ve fen
lisesi boliimlerinden olugmaktadir. Her bdliimiin ayri bir girisi ve ayr1 bir bahgesi
bulunmaktadir. Okulun yapist asagidaki Sekil 2” de gortilmektedir.
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Sekil 2
Aragtirmanin gergeklestirildigi okul

Ilkokul Binast r— ~

Aragtirmanin gergeklestirildigi egitim Ogretim donemi igerisinde ilkokulda
toplam 6grenci sayisinin 310 oldugu belirlenmistir. Her sinifin 24 kisilik 6grenci
kapasitesine gore tasarlandigi, siniflarin yaklasik olarak 40 metrekare oldugu
gbriilmiistir. Her smifta ortalama 19 6grenci bulundugu belirlenmistir. Ilkokul
bahgesinin icerisindeki agik hali saha bulunmaktadir. Ilkokul ii¢ kattan olusmaktadar.
Her katta 8 derslik ve bir Ogretmenler odasi yer almaktadir. Arastirmanin
gerceklestirildigi sinifin fiziksel sartlarinin yerinde oldugu gorilmiistiir. Sinifta
stirgiilii kapakli interaktif ve beyaz tahta, panolar, 6grenci dolaplari ve dgretmen
dolab1 yer almaktadir. Smiftaki siralarm U diizeninde yerlestirildigi gortilmiistiir.

Arastirmacinin Rolii

Aragtirmaci arasgtirmanin uygulayicist ayni zamanda smifin  6gretmenidir.
Aragtirmaci birinci siiftan {giincii smifa kadar katilimeilarm sinif 6gretmenidir.
Aragtirmacit katilimeilarla uzun siireli birliktelik gegirdiginden katilimcilarin
Ozelliklerini, davraniglarini, akademik durumlarmi yeteri kadar gozlemlemistir.
Aragtirmacinin gesitli 6zel okullarda toplamda dokuz yillik 6gretmenlik deneyimi
bulunmaktadir. Arastirmaci sinifindaki giiriiltiiniin azaltilmasina yonelik hazirladigi
uygulamalari alan uzmanlarinin da katkilariyla sinifinda uygulamustir.

Eylem arastirmasinin siireci ve uygulamalar

Bu arastirmada ilkokulda giiriiltiiniin 6nlenmesi igin ¢esitli disiplinler arasi
biitiinlestirmeler, egitim materyalleri kullanarak simiftaki giiriiltiiniin azaltilmasi ve
ogrencilerde farkindalik olusturmak igin 10 etkinlik planlanip 4 hafta 16 ders saati
uygulanmistir. Uygulamalar 6ncesinde aragtirmaci katilimer 6grencilerin velilerinden
ve okul idarecilerinden gerekli izinleri almistir. Daha sonra ilkokulda giirtiltii
problemi iizerine literatiir taramasi yapilmustir. Ilkokuldaki ve simiftaki giiriiltiin
probleminin tanilanmasi ve yeniden tanimlanmasina yonelik katilimcilarla on
goriismeler gerceklestirilmistir. Daha sonra arastirmaci iki hafta boyunca derslerde ve
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teneffiisler esnasinda giiriiltiicii 6grenci davraniglarini ve davranislarin sikligini
gozlemlemistir. Problemin ¢6ziimi i¢in alaninda uzman bir aragtirmacinin yardimiyla
eylem planlart hazirlanmistir. Arastirma siirecinde izlenen adimlar asagidaki Sekil
3’te gosterilmistir.

Sekil 3

Eylem arastirmasinda takip edilen siire¢

Gerekli Etik Yasal Izinlerin Alinmasi

+Ogrenci velilerinden izinlerin alinmasi
«Okul Idarecilerinden Izinlerin Alinmasi
«Etik kurul izninin alinmasi

Problemin Tanimlanmasi ve Verilerin Toplanmasi

* Literatiirdeki Verilerin Toplanmasi
+Ogrencilerle On Goriismelerin Yapilmasi
«Okuldaki Alanlarin Akustik Yapisinin incelenmesi

*Biitiinlesik Egitim Planlarmin Hazirlanmasi
e Uzman Goriisiiniin Alinmasi

Eylem Planlarinin Uygulanmasi

+Ogrenci Davranis Gzlem Formlarmin Doldurulmasi
* Giiriiltii Konusunda Biitiinlesik Egitim Uygulanmalarinin Yapilmasi
Uygulamanin Degerlendirilmesi ve Raporlanmasi

+Ogrencilerle Son Goriismelerin Yapilmasi
*Verilerin Toplanmasi ve Kodlanmasi
Verilerin Analiz Edilmesi

Planlar hazirlanirken Milli Egitim Bakanligi (MEB) tigiincii sinif Fen Bilimleri
kitabindan iig, Okulda Giiriiltii Kirliligi: Coziim Icin Faaliyet ve Projeler (Bulunuz,
2021) adli kitaptan alt1 kazanim segilmistir. Kazanimlar: 1) Sesi ve ses kaynaklarini
ayirt edebilir; 2) Her sesin bir kaynagi oldugu ve sesin her yone yayildigi sonucunu
¢ikarir; 3) Siddetli seslerin igitme kaybina sebep olabilecegini ifade eder. Bu
kazanimlara ek olarak Bunlar: 1) Isitme duyusunu kullanarak gdzlem yapma
yeterliligi kazanir; 2) Giriiltiiniin etkilerine ve giiriiltiiye maruz kalma konusunda
duyarlilik kazanir; 3) Giindelik hayattan gesitli ortamlarda maruz kalinan giiriiltiilerin
farkina varir; 4) Maruz kalinan giiriiltiiniin azaltilmast konusunda olumlu tutum
gelistirir; 5) Giirtiltii konulu yazili gorseller, konugmalar ve sesler igeren resim, afis
ve karikatiir gibi gorsel sanat {irlinleri olusturma becerisi gelistirir; 6) Ses ve giiriiltii
kavramlarinin farkimi bilir. Kitaptaki etkinlikler biitiinlesik egitim uygulamalar1 i¢in
temel alinmistir. Eylem planlar1 olusturulduktan sonra alaninda uzman ii¢ smif
Ogretmenine ve giiriiltii tizerine arastirmalar yapan alan uzmanina planlar gosterilerek
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uzman goriisii alinmistir. Eylem planlarinin uygulanmasindan sonra toplanan veriler
¢oziimlenmis ve problemin ¢oziiliip ¢6ziilmedigi degerlendirilmistir.

Giiriiltiiniin Onlenmesine Yonelik Biitiinlesik egitim uygulamalari

Bu bolimde eylem planlart hazirlanirken kullanilan  biitiinlesik  egitim
uygulamalar1 tanitilmaya calisiimistir.

Yazih ve sozlii anlatimla biitiinlestirme ¢calismalar:

Giiriiltiiniin 6nlenmesine yonelik dort kitap sirasiyla Giiriiltiicii Giiven (Morgan,
2015), Uyurgezer Fil (Ak, 2016), Bugiin bir kova doldurdun mu? (McCloud, 2016),
Senin Kovan Ne Kadar Dolu? (Rath ve Reckmeyer, 2016) etkilesimli olarak okunur.
Daha sonra yazili ve s6zlii anlatimla biitiinlestirme ¢aligsmalart yapilir. Yazili anlatim
asamasinda dgrenciler kitaplarla ilgili 6zetler ¢ikarir. Ozetlerden ¢ikarildiktan sonra
ogrenciler kitaplarla ilgili duygu ve diisiincelerini belirten kisa bir yazi yazarlar. Daha
sonra giiriiltilyii onlemeye yonelik slogan ve siir yazma ¢aligmalar1 yapilir.

Her kitap etkilesimli olarak okunduktan sonra kitapla ilgili, yazili anlatimla
biitiinlestirme, resim sanatla biitiinlestirme, gergek hayatla biitiinlestirme ¢alismalari
yapilir.

Gercek hayatla biitiinlestirme calismalar:

Kitabin sonunda “Giiven’den Tavsiyeler: Yabani Hayvanlar Nasil
Gozlemlenir?” bagligi altinda 3 kural 6grencilere okunmustur. Bunlar: 1) Cok sessiz
olun; 2) Etrafta hoplayip ziplamayin; 3) Nazik olun. Bu boliim okunduktan sonra
ogrencilere: “Sizce sinifimiz giiriiltiili mi? Smiftaki giiriiltityt digiirmek i¢in neler
yapabiliriz?” sorusu sorulur. Ogrencilerden gelen cevaplar tahtaya yazilir. Sonra
verilen cevaplardan smif kurallar1 belirlenir. Kurallar 6grenciler tarafindan
resimlendirilerek sinifa asilir.

Deneylerle biitiinlestirme ¢alismalari

Deneylerle biitiinlestirme kapsaminda ilk {i¢ deney sesin olusumuyla ilgilidir.
Dordiincii deney ses dalgalarinin ve titresim Oriintiilerinin gézlemlenmesi ile ilgilidir.
Bu deneylerin amaci, sesin olusumu ve incelik, kalinliginin hissedilmesi, giiriiltiiniin
olusumu ve yayilmasinin gézlemlenmesidir.

Sesin yayillmasi ve giiriiltii

Sekil 4
Ses gorsellestirici

Bu deneyin amaci, yardimiyla farkli
frekanstaki ses dalgalarmin ve titresim
Orlintiilerinin incelenmesidir. Ses
gorsellestirici; balon, iki ucu agik silindir,
aliminyum folyo, 30 cm uzunlugunda
cetvel, oyuncak lazer, paket lastigi
kullanilarak yapilir (bk. Sekil 4).

—
Alttan Ayar Vidasi
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Daha sonra 6grenciler silindirin agz1 agik tarafina agizlarimi dayayarak degisik
tonlarda sesler cikarirlar. Ogrenciler ses ¢ikaracaklari zaman lazerin diigmesine
basarlar. Boylece seslerinin goriintiisii tahtaya yansir.

Gorsel Sanatlarla Biitiinlestirme Calismalari

Uygulamalar esnasinda etkilesimli okunan hikayelerin konusuyla ilgili resimler
cizilir. “Okulda Giirilti” (https://www.youtube.com/@okuldagurultu7358/channels)
kanalindan o6rnek posterler izlenir. Daha sonra Ogrencilerden uygun bagliklar
belirleyerek poster hazirlamalari istenir. Karikatiir ¢caligmalar1 sirasinda da ayni
yontem izlenir. Cizilen d6grenci ¢alismalari sinif panosunda sergilenir.

Miizikle Biitiinlestirme Calismalari

Biitiinlesik egitim kapsaminda “Okulda Giiriiltii” kanalindan yararlanilarak
akilli tahtadan giiriiltii ile ilgili sarkilar dinlenilir. Daha sonra yaratici sarki yazma ve
sarkiy1 ezgiyle sOyleme calismasi yapilir. Bu c¢aligmalar yapilirken 6grenciler
bildikleri sarkilarin ezgilerinden yararlanirlar.

Gercek Hayatla Biitiinlestirme Calismalari

Giirtiltiiniin gergek hayatla biitiinlestirilmesine yonelik iki uygulama yapilmistir.
Bunlardan biri giiriiltii metre etkinligi (Bulunuz, 2015), digeri ise okuldaki alanlarin
giiriilti haritasini ¢ikarma etkinligidir (Bulunuz, 2021).

Oyun ile Biitiinlestirme

Giriiltilii ve ¢ok sessiz ortamlarda insan davranislarini incelemek amaciyla
korebe oyunu oynanir. Oyunda ayn1 anda tiim 6grenciler ses ¢gikardiginda ve sirayla
sesler ¢ikarildiginda ebenin giiriiltii karsisindaki davranislari gozlemlenir.

Veri Toplama Araglari

Bu arasgtirmada veri toplama araci olarak yapilandirilmig gozlem formu,
yapilandirilmig goriisme sorulari, 6grencilerin yazdiklart ve ¢izdikleri triinler
kullanilmustir.

Okulda Giiriiltii Ogrenci Goriisme Formu

Okuldaki giiriiltiniin  boyutlari1 ortaya ¢ikarmak, ogrencilerin giiriiltii
konusundaki duygu ve diisiincelerini belirlemek i¢in goriisme formu kullanilmustir.
Goriisme formu siifin ve okuldaki gesitli alanlarin giirtiltii seviyelerinin belirlenmesi,
Ogrencilerin giiriiltiden etkilenme durumlarinin tespit edilmesi ve Ogrencilerin
giiriiltiicii davraniglarinin tespit edilmesi i¢in on bir yapilandirilmig gériisme sorusu
hazirlanmigtir. Goriisme sorulart alaninda uzman emekli ti¢ sinif 6gretmeni tarafindan
incelenmistir. Goriigmeler yaklasik olarak 15-20 dk. aras1 stirmiistiir.
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Giiriiltiicii Davranis Gozlem Formu

Bu gozlem formu, &grencilerin smiftaki giiriiltiici davraniglarmin ortaya
cikarilmasina yénelik hazirlanmistir. Ogrenci davranis takip formu asagidaki Sekil
5’te gosterilmistir.

Sekil 5
l_Giiriiltiicii davranig gozlem formu

Ogrenci kodu Davranislar Tarih
20.10 2020
Parmak Yiiksek Sarufta Bagirma | Cighk Kavga | Masaya | Kosma
kaldirmadan | sesle
Dolasma Vurma
Konusma Konusma
1. Ogrenci
2. f‘}grpnri
3. Ogrenci

Okul Akustigi Gézlem Formu

Okul akustigi gozlem formu smiflar, kantin, yemekhane, koridor, merdivenler,
bahge, gibi okuldaki ¢esitli alanlarda ses yalittimi ve sesin emilmesini saglayan
malzemelerin kullanilip kullanilmadiginin belirlenmesine yonelik hazirlanmistir.

Ogrenci iiriinleri

Arastirma siirecinde dgrencilerin ortaya koyduklari yazli ve gorsel tiriinler veri
kaynagi olarak kullanilmistir.  Yazili veriler, 6grencilerin karikatiirler {izerine
yazdiklari ifadeler, kitap 6zetleri, sloganlar, siirler ve sarki sdzlerinden olusmaktadir.
Gorsel iirtinler ise karikatiir, poster ve resimlerden olugmaktadir.

Gecerlilik ve Giivenilirlik Calismasi

Bu calismada inanilirhik (i¢ gecerliligin) saglanmasi noktasinda 6grencilerin
cizdikleri gorseller ve yazilar bire bir alintilarla aktarilmistir. Uygulama siirecinin
tamaminda alan uzmaniyla goriis aligverisi devam etmistir. Alan uzmant
arastirmacinin eylem planlarimi incelemis ve gelistirmesinde arastirmaciya yol
gostermigtir. Verilerin toplanmasi ve yorumlanmasinda is birligi devam etmistir. Bu
durum hem tutarlilik hem de inanirlig1 (i¢ giivenilirlik) saglamaktadir.

Etik Kurul Karan

Bursa Uludag Universitesi “Okulda Giiriiltii Kirliligi, Nedenleri, Etkileri ve
Kontrol Edilmesi” konulu etik kurul onay1 9 Haziran 2015 tarihinde 2015- 12/7
numarali karar1 geregi uygulamalar yapilmistir. Bunun yaninda uygulanacak okuldan
dilekge ile ayrica izinler alinmistir.
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Verilerin Analizi

Arastirmanin verileri betimsel analiz, igerik analizi ve gosterge bilimsel analiz
tekniklerinden yararlanilarak analiz edilmistir. Bu analiz teknikleri veri toplama
araglari lizerinden asagida agiklanmustir.

Davranis Gozlem Formunun Analizi

Girtiltiicii davranis gozlem formunun analizi yapilirken dgrencilerin giiriiltiicii
davranislarinin siklig1 frekans analiziyle analiz edilmistir. Analiz sonrasinda veriler
tablolastirilarak yorumlanmustir.

Okulda Giiriiltii Goriisme Formunun Analizi

Ogrencilerin goériisme sorularma verdikleri cevaplar desifre edilerek yaziya
gecirilmistir. Yaziya gegirilen 6grenci goriisleri belirli temalar (Okuldaki alanlarin
giiriiltii seviyesi, giiriltiicii 6grenci davranislari, 6grencilerin giiriiltiiden etkilenme
durumlari) belirlenerek incelenmistir. Okuldaki alanlarin giiriiltii seviyesi diisiik, orta
ve yiiksek olmak iizere {i¢ kod olusturularak incelenmistir.

Ogrencilerin giiriiltiiden etkilenme durumlarma yénelik ifadeleri dokuz kod
olusturularak incelenmistir. Kodlar fiziksel, performans ve ruhsal etkiler olarak
gruplandirilmistir. Gruplandirilan veriler frekans ve yiizde ifadelerine doniistiiriilerek
tablolar yardimiyla sunulmustur.

Ogrencilerin giiriiltiicii davranislarina yonelik yonelik goriismeler sonucunda
elde edilen veriler sekiz kod altinda toplanarak incelenmistir.

Ogrenci iiriinlerinin Analizi

Ogrencilerin biitiinlesik 6grenme uygulamalar1 sirasinda ortaya koyduklari
yazilt irlinler igerik analizi yardimiyla analiz edilmistir. Dikkat ¢eken &grenci
ifadeleri kod adi kullanilarak betimsel analiz yardimiyla analiz edilmis, yer yer
dogrudan alintilara yer verilmistir. Ogrencilerin ortaya koyduklar1 gorsel {iriinler
gosterge bilimsel analiz yontemi kullanilarak analiz edilmistir. Pierce’nin ortaya
koydugu gostergebilimsel analiz yonteminin ii¢ dnemli 6gesi bulunmaktadir. Bunlar
goriintiisel gosterge, belirti ve simgedir (Peirce, 1985’ten aktaran Rifat, 1992: 21).
Goriintiisel gosterge gorselin zihinde uyandirdigi gercek anlamidir. Belirti ise gorselin
baglantili oldugu gosterge tiiriidiir. Belirti neden sonug iligkisi gosterir. Simge ise daha
soyut, kiiltiirden kiiltiire yorumlanmasi degisen bir gosterge tiiriidiir. Ornegin zeytin
dal1 barisi, kiliglar veya silahlar savasi simgeler.

Bulgular

Aragtirmanin bu bdliimiinde toplanan verilerin analizi yapilmustir.

Okuldaki Giiriiltii Diizeyi ve Ogrencilerin Giiriiltiicii Davramslar

Ogrencilerin goriislerine gore okulun gesitli bolimlerindeki giiriiltii seviyesi
frekans analizi yapilarak tablo olarak sunulmustur. Ogrenci goriismeleri incelenirken
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okuldaki alanlarin giiriiltii diizeyi diisiik, orta ve yiiksek olarak gruplandirilarak
grafige dokiilmiistiir. (bk. Sekil 6)

Sekil 6
Ogrenci goriislerine gore okuldaki alanlarin giiviiltii diizeyi
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Ogrencilerle gergeklestirilen goriismeler sonucunda ders esnasinda smifta
meydana gelen giiriiltiiniin siddeti orta ve yiiksek seviyededir. Ogrencilerin hicbiri
smifta meydana gelen giiriiltiiniin siddetini diisiik seviye olarak bulmamaktadir. Buna
ek olarak 6grencilerin yaklasik yiizde 77’°si kantin, yemekhane, okul bahgesi ve
koridorlardaki giiriiltii siddetini yiiksek diizeyde bulmuslardir.

Ogrencilerin Gériislerine Gore Giiriiltiicii Davramslar

Katilimcilara yoneltilen “Okuldaki ve siniftaki giiriiltiici 6grenci davranislar
sizce nelerdir?” sorusuna katilimcilarin verdikleri cevaplar desifre edilmistir. Bunun
sonucunda davranislara iliskin 8 kod olusturulmustur. Olusturulan kodlara iliskin
frekans analizi Sekil 7°de verilmistir.
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Sekil 7
Ogrencilerin okulda ve simfta gosterdikleri giiriiltiicii davranislar
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Giriltiicti Davraniglar

Ogrencilerin yiiksek sesle konusma, parmak kaldirmadan konusma, bagirma,
c1glik gibi giiriiltiici davranislarinda siklik goériilmektedir. Ogrencilerin giiriiltiicii
davranislarina yonelik drnek ifadeler asagida verilmistir.

O1. “Bence herkes birbirine sesini duyurmak igin parmak kaldirmadan
konusuyor, oysa sessizce konusabiliriz.”

07. “Bazilarimiz parmak kaldirtyor ama digerleri bagirarak konusuyor.”

Katilimeilarin ifadeleri incelendiginde sinifta ve okulda meydana gelen
giiriiltiicii davranislarin farkinda olduklart sdylenilebilir.

Okuldaki Alanlarin Akustik Diizeyinin Belirlenmesi

2019-2020 egitim 6gretim yilinda yaklasik 310 grencinin bulundugu ilkokulun
akustik diizeyi incelenmistir. Okul sehir giiriiltiistinden, ana yollardan uzak bir tepede
kuruldugu i¢in dis giiriiltii diizeyinin diisiik oldugu gézlemlenmistir. Ayrica okulun
dis cephe yalitiminda ses ve 1s1 yalitim malzemelerinin kullanildigi gériilmiistiir. Okul
binasinin i¢ kesimlerinde (koridor, merdiven, siniflar) sesi emen akustik malzemelerin
kullanilmadigi, sadece tavan, pano ve perde gibi okul ara¢ gereglerinin bulundugu
goriilmistiir. Okulda dersliklerin yaklasik 35 metrekare oldugu ve stor perdeler, pano
disinda siniflarda ses sogurucu bir 6nlemin alinmadig1 gériilmiistiir. Okul bahgesinin
genis oldugu ancak yerlerin fayanslarla kapli olmasindan dolay1 seslerin yansidigi
goriilmistir. Bu durum okul bahgesindeki giiriiltiiniin artmasinin sebebi olarak
gorilebilir. Okul kantininin ii¢ metre genislik, ii¢ metre ytikseklik, yaklagik 12 metre
uzunlugunda dikddrtgen yapida oldugu goriilmiistiir. Kantinin tabanlariin parke, yan
yiizlerinin camlarla kapli oldugu tespit edilmistir. Kantinin mimari yapisinin ve i¢
akustik konforunun yeterli olmadig1 gézlemlenmistir.
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Biitiinlesik Egitim Uygulamalarimin Ogrencilerin  Giiriiltiicii Davranmislarina
Etkisine Yonelik Bulgular

Ogrencilerin dersler esnasindaki giiriiltiicii davraniglar1 uygulama oncesi iki
hafta, uygulama sonrasi iki hafta olmak iizere dort hafta siiresince gdzlemlenmistir.
Uygulama 6ncesi ve uygulama sonrast 6grencilerin giiriiltiicti davranislarina iliskin
analiz agagidaki Sekil 8’de sunulmustur.

Sekil 9
Biitiinlesik egitim uygulamalar: éncesi ve sonrasinda oOgrencilerin  giiriiltiicii
davranislart
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Ogretmen gozlemlerine gore uygulama dncesi dgrencilerin parmak kaldirmadan
konugsma davraniginin biitiinlestirilmis giiriltii farkindalik egitimleriyle f(54) den
f(22) ye disiiriildigii goriilmektedir. Ders esnasinda sinifta yiiksek sesle konugma
davranisimin f(37)’den f(10) seviyesine; ¢iglik atma davranisinin f(19)’dan f(6)’ya
diistiigii  gdzlemlenmistir. Oprencilerin diger giiriiltiicii  davranislarinda da
azalmalarin yasandigi tablodan anlasilmaktadir.

Biitiinlesik  Egitim  Uygulamalart  Aracihgiyla  Ogrencilerin  Giiriiltiiden
Etkilenmesinin Onlenmesine Yonelik Bulgular

“Okuldaki ve smiftaki giiriilti sizi nasil etkiliyor? Bu konuda neler
hissediyorsun?” sorusuna oOgrenciler tarafindan verilen ifadeler incelenmistir.
Incelemeler sonucunda dgrencilerin ifadeleri fiziksel, zihinsel ve ruhsal rahatsizlik
olarak kategorilere ayrilarak sekiz kod altinda toplanmistir.
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Sekil 9
Uygulama dncesi ve sonrasinda 6grencilerin giiriiltiiden etkilenme durumlar
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Sekil 9 incelendiginde uygulama 6ncesinde 17 katilimer giiriiltiiden dikkatlerinin
dagildigini ifade etmistir. Giiriiltii farkindalik egitimleri sonrasinda dikkat daginikligi
yasayan Ogrenci sayisinin 7 ye diistiigli goriilmektedir.  Yine tablo incelendiginde
giiriiltiiden dolay1 14 Ogrencinin dersler esnasinda anlatilanlart anlayamadigi
goriiliirken; giiriiltii farkindalik egitimleri sonrasinda sadece 6 6grencinin anlatilanlari
anlayamadig1 gorilmektedir. Giiriiltiiniin fiziksel etkilerine yonelik 12 6grenci
isitmede zorluk yasadigini belirtirken biitlinlesik farkindalik egitimleri sonrasinda bu
oranin sekiz Ogrenciye distligii gorilmektedir. Tablo incelendiginde giiriiltii
farkindalik egitimleri sonrasinda 6grencilerin rahatsizlik bildirimlerinde neredeyse
yiizde elli oraninda azalmanin oldugu goriilmektedir. Ancak &grencilerin
rahatsizliklarinin tamamiyla sonlanmadigi az da olsa giiriiltiiniin sinifta devam ettigi
goriilmektedir.

Ogrencilerin okuldaki giiriiltiiden etkilenme durumlarina yonelik ifade
ettikleri saglik sorunlar1 asagida verilmistir.

03: “Giiriiltii basim1 agritryor ve kétii hissediyorum.”

09: “Rahatsiz oluyorum, sinirleniyorum.”

014: “Kulaklarimi etkiliyor, bana bir sey sdylendiginde duyamryorum.”
Biitiinlesik Giiriiltii Farkindalik Uygulamalarina Yonelik Bulgular
Etkilesimli Kitap Okuma ve Sozlii Anlatim Calismalar

Biitiinlestirilmis kitap okuma ¢alismalart sirasinda dort kitap Giirdiltiicii Giiven
(Morgan, 2015); Uyurgezer Fil (Ak, 2016), Bugiin bir kova doldurdun mu?
(McCloud, 2016), Senin kovan ne kadar dolu? (Rath ve Reckmeyer, 2016) etkilesimli
olarak sirastyla okunmustur. Ornek olarak Giiriiltiici Giiven (Morgan, 2015) kitabinin
sOzlii anlatimla biitiinlestirme ¢alismasina yonelik bulgular agagida verilmistir.



Giiriiltiiniin Onlenmesine Yonelik Biitinlesik Egitim Uygulamalari: Bir Eylem Arastirmast 633

Arastirmacinin okuma 6ncesi sordugu “Cocuklar bugiin bir kitap okuyacagiz
kitabin resmine baktiginizda neler goriiyorsunuz?” soruya Ogrencilerden A.K.:
“Ogretmenim sar1 sagli kiigiik bir ¢ocuk agzini kocaman agmis.”, S.T “Piknige
gitmisler sanirim.” cevaplarini verdikleri goriilmiistiir.

Arastirmacinin okuma sonrasinda sordugu “Giiven neden yabani hayvanlar
goremedi? Hayvanlar ne oldugunda ortaya ¢ikt1?” sorusuna &grencilerden N.M.:
“Giiven soziinil tutmay1p ses yaptig1 icin hayvanlar kagt1.”, S.T.: “Giiven yaramaz bir
cocuk ve ¢ok giiriiltiicii, sz dinlemiyor ondan dolay:r hayvanlart gérmeyi hak
etmiyor.” gseklinde cevaplar verdikleri gorilmiistiir.

Arastirmacinin sordugu “Hikayede en sevdiginiz karakter hangisidir? Neden?”
sorusuna Ogrencilerden Z.C.: “Ipegi sevdim ciinkii kurallara uyuyor.”, B.M.:
“Ogretmenim ben Giiven’i sevdim ¢iinkii biraz yaramaz.” seklinde cevaplar verdikleri
goriilmiistiir. S6zIli anlatimla biitlinlestirme calismalar1 incelendiginde &grenciler
okunan kitaplarin igerigini, temel diigiincesini, konusunu dogru olarak ifade ettikleri
goriilmiistiir. Ayrica 6grenciler giiriiltiiniin 6nlenmesine yonelik fikirlerini simif
oniinde aciklamiglardir.

Yazili Anlatimla Biitiinlestirme Calismalart

Yazili anlatimla biitiinlestirme ¢alismalar1 esnasinda 6grenciler karikatiir, poster
hazirlama, 6zet ¢ikarma, slogan ve siir yazma c¢alismalari yapilmistir. Uygulamalar
esnasinda hazirlanan sloganlar incelenmistir.

Incelemeler sonrasinda dgrenciler giiriiltiiniin dnlenmesine yonelik yaratict
sloganlar hazirladiklar1 goriilmektedir. Ogrencilerin hazirladig1 6rnek sloganlardan
bazilart sunlardir: F.C.A: “Sessiz olalim, birbirimizi duyalim!”, K.G.G: “Akdeniz,
Karadeniz giiriiltii istemeyiz.” uyarict ve bilin¢lendirici nitelikte oldugu
goriilmektedir. (bk. Gorsel 1)

Gorsel 1
Giiriiltiiniin ~ onlenmesine  yénelik  hazirlanan  bilinglendirici  bir  slogan

- Gl el gaopne sesis ol _herkes norlu ol sum

Baz1 6grencilerin ise konuyla ilgili yeterli diizeyde slogan yazamadiklari veya
bu konuyu 6nemsemedikleri gériilmistiir. (bk. Gorsel 2)

Gorsel 2
Giiriiltiiniin 6nlenmesine yonelik yeterli olmayan bir slogan
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Yazili anlatimla biitiinlestirme kapsaminda 6grenciler yardimlasarak orijinal
siitrler yazmuglardir. Yazilan siirler sinifta okunmus ve alkislanmistir. Sinifta
alkiglanan siirlerden N.M’nin siiri agagidaki gorselde verilmistir. (bk. Gorsel 3)

Gorsel 3
Yazili anlatimla biitiinlestirme kapsaminda yazilan siirlerden bir érnek.
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Siir anlamsal olarak incelendiginde 6grenci insanlarin oldugu yerleri giiriiltiili
bulmaktadir. Giiriiltiilii sesler 6grenciyi iizmekte, Ogrencinin riiyalarinin bile
giiriiltilyle dolacagindan bahsetmesi, 6grencinin giiriiltii farkindaliginin arttiginin bir
gostergesidir. Ayrica Ogrencinin siiri  incelendiginde giriiltiiniin  tim ilkeyi
sarmasindan endise duydugu anlasiimaktadir. Insanlarin tekir gibi (benzetme kedi)
sessiz olurlarsa iilkelerinin de sessiz olacagi yoniinde diisiincesi dogru bir yaklagim
olarak ifade edilebilir ¢iinkii giiriiltiiniin Onlenmesi i¢in birey o6nce kendi
davranislarini kontrol edip gézden gegirmelidir.

Etkilesimli kitap okuma c¢alismalarindan sonra kitaplarin 6zetleri ¢ikarilmistir.
Dogru bir sekilde ¢gikarilmis kitap 6zetleri 6grencilerin bir kitabin ana temasini anlayip
anlamadiklarmin bir gostergesidir. Ogrencilerin 6zetleri incelendiginde kitaplarda
anlatilan konunun ana temasinin anlagildigi gériilmektedir.  Senin kovan ne kadar
dolu? (Rath ve Reckmeyer, 2016) kitabinin 6zeti incelendiginde kitapta anlatilmak
istenen ana diisiinceyi 6grencinin kavradigi anlasilmaktadir. (bk. Gorsel 4)



Giiriiltiiniin Onlenmesine Yonelik Biitinlesik Egitim Uygulamalari: Bir Eylem Arastirmast

635

Gorsel 4
Yazili anlatimla biitiinlestirme kapsaminda ¢ikarilan drnek kitap ozeti
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Miizikle Biitiinlestirme Calismalart

Giiriiltiiniin 6nlenmesine yonelik &grenciler tarafindan yazilan ve sdylenen
sarkilarin igerikleri incelendiginde Ogrencilerin orijinal ve uyarlama sarkilar
iirettikleri goriilmektedir. Ornegin C.B “Felaket” (Ezhel; 2019) sarkisini uyarlayarak
siifta seslendirmistir. Ogrencinin uyarladig1 yeni sarkinin sézleri asagida verilmistir.

“Hayatina giiriiltiiyli nasil sigdirdin,
Dondiiriir diinyay: giiriiltiiye.
Trafikten akan sesler

Kafamda hala

Kopar kiyamet, kiyamet

Bu sesler felaket,

Ah bu giiriiltii bir afet, afet

Ogrencinin yazdig1 sarki incelendiginde “Hayatma giiriiltiiyii nasil sigdirdin?
Trafikten akan sesler, Kafamda hala, Kopar kiyamet.” sozleri uyarlama olarak
bakildiginda 6grencinin giiriiltii konusunda farkindaliginin sarkiya yansimasi olarak
goriilmelidir. Ogrencinin sarkis1 incelendiginde trafikten akan seslerin olusturdugu
giiriiltiiniin kendisini rahatsiz ettigi goriilmektedir. Ayrica 6grenci giiriiltiiyii bir afete

benzetmistir.

Ogrencilerin biitiinlestirilmis miizik etkinlikleri sirasinda ¢ok eglendikleri,
birlikte sarki sdylemekten keyif aldiklar1 gozlemlenmistir. Uygulamalar esnasinda
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ogrenciler uydurarak ve orijinal sarki yazarak yeteneklerini gosterdikleri, sarkilari
tekrar tekrar sylemek i¢in aragtirmacty1 zorladiklar: goriilmiistiir.

Gorsel Sanatlarla Biitiinlestirme Calismalart

Giriiltiyii dnlemeye yonelik dort kitap etkilesimli olarak okunduktan sonra
ogrenciler kitaplardaki sevdikleri kahramanlar1 ¢izmisler, kitabin konusuyla ilgili
resimler yapmiglardir. Uygulamaya ait 6grenci tirlinleri Gérsel 5 'te verilmistir.

Gorsel 5
Gorsel sanatlarla biitiinlestirme kapsaminda ¢izilen hikdye karakterleri

Ogrencinin ¢izdigi gorseller incelendiginde goriintiisel gosterge olarak karsilikli
sayg1 ve anlayis igerisinde nazik ve kibar olmanin hem bizi hem arkadaglarimizi mutlu
edecegi, aksi halde her iki kisinin de mutsuz olacagi ifade edilmektedir.

Gorsel 6

Giiriiltiintin olusumuna yonelik ¢izilen karikatiirler
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Giiriiltiiniin  dnlenmesine yonelik ¢izilen soldaki karikatiir incelendiginde
bagirmanin belirtisi olan agzin agik birbirine gore durmas: giiriiltii belirtisidir.
Giirtiltiiye karsi nasil davranilmasi gerektigi ise sagda verilen gorselde goriilmektedir.
Gorsel incelendiginde sessizlik belirtisinin agizlarin kapali, yiiziin hafif giiliimser
durumundan anlasilmaktadir. Ayrica gorsel iizerine yazilan “Bagirma yiiksek sesle
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sessiz ol!” ifadesi ile bagirmanin dogru olmadigi, bagirmak yerine sakin olmanin
o6nemli oldugunu ifade etmektedir. Sagdaki gorsel incelendiginde giiriiltii ¢ikaran
kisiler saldirgan olarak nitelendirilmig simge olarak sivri disler ¢izilmistir. Gorsel
yorumlanacak olursa 6grenci bagiran kigileri hem giiriiltiici hem de saldirgan olarak
gormektedir.

Gorsel 7
Cevremizde giiriiltiiye neden olan durumlar

Qat!

Gorsel yedi incelendiginde 6grencilerin gergek hayatta karsilagtiklari giiriltii
problemiyle ilgili karikatiir ve slogan hazirladiklar1 goriilmektedir. ilk gorsel
incelendiginde goriintiisel gosterge olarak 6grencinin giinliik hayattaki ¢esitli sesleri
giiriiltii olarak ayrt ettigi goriilmektedir. Ogrenci ilk gorselde korna sesini “Daaat!”,
insanlarin yiiksek tondaki seslerini “Sus!, Hey! Aaa!” giiriiltii olarak tanimlanmustir.
(bk. Gorsel 7 soldaki resim)

Gorsel yedi goriintiisel gosterge yontemiyle incelendiginde pazardaki saticilarin
bagirmalari (Patates! Sogaaaan!) giiriiltii olarak tanimlanmistir. (bk. Gorsel 7 sagdaki
resim) Ogrencinin pazardaki giiriiltiiniin azalmasi i¢in “Adam sesiz olsana yahu!”
saticilar1 uyardig1 goriilmektedir. Ogrenci {iriinleri incelendiginde calismalarm
yaratict Uriinlerden olustugu, Ogrencilerin giriiltiiden rahatsizlik duyduklari,
cevrelerindeki giriiltiiyli fark ettikleri ve giriilti yapan kisileri uyardiklar
goriilmektedir.



638 Musa Kahriman ve Mizrap Bulunuz

Fen Bilimleri ile Biitiinlestirme Calismalari

Uygulamalar esnasinda sesin olusumuna yonelik 6grencilerin 6n bilgileri
yoklanmis ve dgrencilerin kavram yanilgilarinin oldugu tespit edilmistir. Ornegin:
A.K.: “Ses biz konusunca, bagirinca ¢ikiyor.”, L.C: “Sesi canli varliklar ¢ikarir.”
Ogrencilerin kavram yamlgilarini gidermek igin sesin olusumu, yayilmasi ve ses
tonlarina iliskin deneyler planlanip uygulanmistir. (bk. Gorsel 8)

Gorsel 8
Sesin yayilmast ve giiriiltiiniin olusumuna iligkin dordiincii deney

Uygulamalardan sonra 6grencilere “Sinifimizda giiriiltii nasil olusuyor?” sorusu
yoneltilmistir. Ogrencilerin verdikleri cevaplardan bazi 6rnekler asagida verilmistir.
C.B: “Ogretmenim sanirtm buradaki goriintii gibi seslerimiz simifta dolastyor.”, H.K:
“Giiriiltii var ve onu gorebildik.” Verilen cevaplardan anlasilacagi tizere 6grencilerin
kavram yanilgilarinin giderildigi, sesin ve giriiltiniin olusumunu, yayilmasini
kavradiklar1 goriilmektedir.

Gergek Hayatla Biitiinlestirme Calismalari

Ogrenciler her giin giiriiltiye maruz kaldiklar1 okuldaki alanlarin giiriiltii
haritasim ¢ikarmuslardir. Ornek bir calisma asagida gdsterilmistir. (bk. Gorsel 9)

Gorsel 9
Gergek hayatla biitiinlestirme kapsaminda okulun giiriiltii haritasinin ¢ikarilmasi

o Gardith Dazeyi

Yer DasOk Orta

— Koridor
Saruf

Okl bahgesi

Kantin / Yemekhane
Spor salonu e -

e heitert e R 3 O

)
|
1
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Gergek hayatla biitiinlestirme kapsaminda 6grenciler, okuldaki alanlarin
giiriiltiisiini fark etmisler, giiriiltiilii alanlart renkler kullanarak siniflandirmiglardir.
Ogrencilerin haritalar1 incelendiginde okuldaki alanlardan koridor, kantin ve
yemekhanenin giirtiltii diizeyinin yiiksek oldugu anlasilmaktadir. Biitiinlestirme
calismalar1 giiriilti  diizeyinin goézlemlenmesi ve siniflandirilmast konusunda
ogrencilerin yeteneklerini gelistirmistir.

Gergek hayatla biitiinlestirme “Giirtiltii metre” (Bulunuz,2015) etkinligi
sirasinda Ogrenciler sinifin giiriiltiisii arttiginda giiriilti metrenin ibresini uygun
konuma getirdikleri goriilmiistiir. (bk. Gorsel 10)

Gorsel 10
Giiriiltii metre ile sinifin giiriiltii diizeyini belirleme

Ogrenciler smifin giiriiltii diizeyi arttiginda diger arkadaslarini sessiz olmalari,
fisiltiyla konusmalar1 konusunda uyardiklart gériilmiistiir.

Oyunla Biitiinlestirme Caligmasi

Korebe oyunu sonrasinda oOgrencilerle oyun hakkinda degerlendirmeler
yapilmigtir. Degerlendirmelere yonelik 6grencilerin ifadeleri asagida yer almaktadir.
Aragtirmaci: “Hep birlikte buradayim dediginizde ebe nasil davrandi?” Sorusuna
ogrencilerden L.C: “Ogretmenim nereye hareket edecegini bilemedi”, 0.0:
“Ogretmenim ¢ok komik goriiniiyordu” dedikleri goriilmiistiir. Ogrencilerin oyun
oynarken kendilerini rahat ifade ettikleri ve eglendikleri goriilmiistiir.
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Tartisma, Sonug

Biitlinlestirilmis giiriiltii farkindalik egitim uygulamalar1 6ncesinde 6grencilerin
okuldaki ve smuftaki giiriiltiiden rahatsizlik duyarak sikayet etmedikleri
gozlemlenmistir. Ancak dgrencilerle yapilan 6n goriigmeler sonucunda 6grencilerin
okuldaki alanlarin giiriiltii seviyelerini ve giiriiltiicii 6grenci davraniglarini ifade
ettikleri goriilmektedir. Ogrencilere giiriiltiiden etkilenme durumlar1 soruldugunda ise
giiriiltiiniin kendileri izerindeki etkilerini siralayabilmislerdir. Bu durum 6grencilerin
giiriiltilye alistiklarinin  ve giiriiltiiyli 6nlemek igin harekete gegmediklerinin
gostergesidir. Ancak egitimler sirasinda ve sonrasinda dgrencilerin giiriiltii yapan
Ogrencileri uyarmalari, sessiz konusmaya caligmalart 6grencilerin duyularinin
giiriiltilye ac¢ildigini, onu fark etmeye ve giiriiltiiden rahatsizlik duymaya
bagladiklarmin gostergesidir.

Calismada okuldaki alanlardan koridor, sinif, merdiven, kantin, yemekhane ve
okul bahgesinin giirtiltiilii oldugu 6grenci ifadelerinden anlasilmaktadir. Okuldaki
alanlarm giiriilti diizeyi ile ilgili yapilan bazi arastirmalar arastirmamizin sonuglartyla
benzerdir (Bulunuz vd., 2018; Bulunuz, Bulunuz ve Tuncal, 2017; Sentiirk ve Sagnak,
2012; Giirkan, 2019; Polat, Bulus ve Kirikkaya, 2007; Sadik, Cakan ve Artut, 2011;
Sahin vd., 2014).

Okulun akustik yap1 ve kosullar1 incelendiginde okulun dis cephesinde 1s1 ve ses
yalitimi1 mevcut oldugu goriilmektedir. Sinif, koridor, yemekhane, kantin ve merdiven
bosluklarinin bitis yiizeylerinde ise siva {istii boya, fayans gibi sesi yansitici
malzemeler kullanilmigtir. Sinif ve koridorlarda ses emici akustik paneller asma
tavanda kullanilmamistir. Akustik 6zellige sahip olmayan malzemelerin bitis
ylizeylerinde kullanilmamasi ortamda giiriiltiiniin  olduk¢a yiiksek olmasint
tetiklemektedir. Okuldaki alanlarin giiriiltii diizeyi ve akustik donanim ile ilgili
yapilan aragtirmalar ¢alismamizin sonuglariyla benzerdir (Bulunuz ve Akyiin, 2019;
Girel, 2007)

Biitiinlesik giiriiltii  farkindalik egitimleri verildikten sonra &grencilerin
giiriiltiicii davranislarinda dikkate deger bir azalma oldugu tespit edilmistir. Bu durum
egitimlerin etkili oldugunu goéstermektedir ancak egitimler sonrasinda bazi giiriiltiicii
davraniglarin kismen de olsa siiriiyor olmasi davranig degisikliginin bir anda
gerceklesmediginin kamit olabilir. Ogrencilerin giiriiltiicii davranislarin1 énlemeyi,
onlara bu konuda farkindalik kazandirmayi amaclayan c¢aligsmalar incelendiginde
Ogrencilerin tutum ve davraniglarinda degisimlerin oldugu goriilmektedir (Bulunuz
vd., 2017; Christidou, Dimitriou vd. 2015; Ozbigake1 vd., 2012). Buna karsin ilkokul
Ogrencileri iizerinde giiriiltd farkindalik egitimlerinin etkisinin arastirildigi bir
calismada uygulamalarin 6grencilerde giiriiltii farkindalifi olusturdugu ancak bu
farkindaligin davranig boyutuna gegmedigi goriilmiistiir (Merkit ve Bululunuz, 2020).

Egitimler sonrasinda Ogrencilerin giirtiltiiden rahatsizlik bildiren ifadelerinde
azalmalarin olmas1 biitlinlesik egitim uygulamalarinin etkisini gostermektedir.
Giiriiltiiniin 6grenciler {izerindeki etkisinin arastirildig1r calismalarda 6grencilerin
ifade ettikleri rahatsizliklar “dikkat eksikligi, motivasyon kaybi, akademik bagarinin
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azalmas1” bu ¢alismanin bulgulariyla benzerdir (Bayazit vd. 2011; Polat vd., 2007;
Ozbigake1 vd. 2012; Tiizel, 2013).

Biitiinlestirismis  egitim uygulamalar1 6grencilerin  giiriiltii  konusunda
farkindalik kazandiklarinin en onemli gdstergelerinden birisi etkinlikler sirasinda
Ogrencilerin ortaya ¢ikardigi tirinlerdir. Etkilesimli kitap okuma calismalari sirasinda
Ogrencilerin s6zlii anlatim becerilerinin gelistigi, 6grencilerin kitaplarla ilgili okuma
Oncesi, sirast ve sonrasinda sorulan sorulara etkili ve giizel cevaplar verdikleri
goriilmektedir. Ogrencilerin yazili anlatimla biitiinlestirme kapsaminda hazirladiklart
karikatiirler ve slogan hazirlama calismalar1 incelendiginde &grencilerin “Hey!”,
“Daaaat!”, “Sus!” gibi ifadeleri, pazardaki saticinin “patates!”, “Sogan!” seklinde
bagirmasini giiriiltii olarak betimledikleri yazdiklarindan ve gizdikleri karikatiirlerden
anlasilmaktadir.  Ogrencilerin “Sessiz ol! Giiriiltii azalsin.”, “Sessiz olalim!
Birbirimizi duyalim.”, “Giiriiltii yapma mutlu ol!” sloganlar1 giiriiltii konusunda
farkindaliklarmin gelistiginin baska bir gostergesidir. Biitiinlesik egitimlerden sonra
Ogrencilerin giiriiltiiniin azaltilmasina yonelik yazdiklar1 siirler incelendiginde
Ogrencilerden bazilarinin 6zgiin, kulaga hos gelen, iyi diizeyde siirler yazdiklar
goriilmektedir.

Miizikle biitiinlestirme caligmalar1 kapsaminda 6grenciler, uyarlama ve 6zgiin
sark1 sozleri yazabilmistir. Ornegin, grup olarak rap sarki yazmis ve sinif &niinde
sOylemiglerdir: “Giiriilti yapma sus bakalim!, Sessizlik giizel sey yo yo yo...”
Ogrencilerin rap sarkiyr tekrar tekrar sOylemek istemeleri etkin olduklari
uygulamalardan keyif aldiklarini1 géstermektedir. Biitiin bunlar ilkokul 6grencilerine
giiriiltii konusunda duyarlilik kazandirilabilecegini gostermektedir. Benzer sonuglar
miizikle biitiinlestirilmis fen ve matematik etkinliklerinin 6grencilerin basarilarina ve
tutumlarina olumlu etkisini ortaya koymustur (Dinger vd. 2008; Yagisan, Koksal ve
Karaca, 2014; Yalovali, 2019). Ogrenmede miizigin kullanilmas1 &grencilerin
stresinin azaltilarak aktiflestirilmesi ve harekete gecirilmesine katki sunmaktadir
(Wilson ve Spears, 2005, aktaran Duman, 2007).

Gorsel sanatla biitiinlestirme calismalar1 kapsaminda giiriiltiiyli 6nlemeye
yonelik ¢izilen karikatiir, afis ve posterler incelendiginde birbirlerine bagiran, agizlar
kocaman agik insan cizimleri giiriiltiiyii bir siddet olarak betimlemektedir. Ogrenci
iriinleri incelendiginde biitiinlestirme c¢alismalarinda g¢izilen resim, karikatiir ve
posterlerin orijinal ve 6grencilerin giiriiltii farkindaliklarinin gelisimini ortaya koyan
calismalar oldugu sonucuna varilmustir.  Ogrencilerin egitimler sirasinda ve
sonrasinda ¢izdikleri gorsel sanat iriinleri yaratici ve giriltiiniin dnlenmesi
konusunda 6nemli mesajlar igermektedir.

Calismamizda 6grencilerin yaraticiliklarini ortaya koyarak c¢izdikleri giiriiltii
farkindaliklarin1 gosteren resimler (Bulunuz, Bekiroglu, Tantan ve Bulunuz, 2022)
tarafindan ortaya konan ¢aligmanin bulgulariyla benzerdir. Bu ¢alismanin bulgularina
ek olarak bazi ¢aligmalarda gorsel sanatlarla biitiinlesik egitim uygulamalariin
Ogrencilerin bagarilarini artirdigr ve derse yonelik tutumlarinda olumlu ydnde
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degisiklikler sagladigi goriilmiistiir (Kiling, 2008; Ozalp, 2006; Tas, 2013; Tiirkoguz,
2008).

Fen bilimleri ile biitiinlestirme ¢aligmalart incelendiginde &grencilerin sesi
sadece canli varliklarin ¢ikarabilecegine yonelik kavram yanilgilarmin oldugu
goriilmiistiir. Arastirma kapsaminda hazirlanan dort deney Ogrencilerin kavram
yanilgilarmin giderilmesinde etkili olmustur. Alanyazinda biitiinlestirilmis Fen ve
Tiirkge etkinliklerinin okul 6ncesi 6grencilerinin bilimsel anlayiglariin gelisimine
katk1 sundugu gortilmiistiir (Yildiz, Giichan ve Sackes, 2019).

Gergek hayatla biitiinlestirme c¢aligmalari, O6grencilerin okul ortamindaki
alanlarin giiriiltii diizeylerine gore tablo kullanarak renklendirmeleri, onlarin dikkatli
gozlemler yapma ve gergek hayattaki problemlerin farkina varmalarina katki
sunmustur.

Korebe oyunu, Ogrencilerin giiriiltiiye karst empatilerinin gelismesine katki
sunmustur. Ebenin giiriiltii yapildiginda nasil davranacagini bilemedigi 6grenci
ifadelerinden anlagilmaktadir. Sonu¢ olarak biitiinlesik egitim uygulamalar1 ile
okullarin ger¢ek yasam problemlerinden biri olan giiriiltiiye ¢6ziim yolu olmasinin
yant sira, 6grencilerin akademik ve sosyal becerilerinin desteklenmesine iyi bir 6rnek
tegkil emistir. Alanyazinda oyunla biitiinlesik egitimlerin 6grencilerin dinleme,
anlama ve sosyal becerilerini gelistirdigini gosteren birgok aragtirma mevcuttur
(Bulunuz, 2013; Durualp ve Aral, 2010; Firat, 2013; Girmen, 2012).

Oneriler

Arastirma sonuglarina gore Ogrencilerin bulunduklart ortamin giiriltiisiiniin
farkina varmalari egitimler yoluyla saglanabilmektedir. Bu egitimler okulun geneline
uygulanmali ve verilen egitim ¢ocuklar i¢in eglenceli ve etkin olarak katilabilecekleri
etkinliklerden segilmelidir. Koridorlara 6grencileri sessiz olmalar1 konusunda uyaran,
farkindalik kazandiracak giiriiltiiyii nlemeye yonelik karikatiir ve afisler asilmalidir.

Biitlinlestirilmis farkindalik egitimleriyle ogrencilerin giiriiltii  konusunda
duyularinin acildigi, giriltiiyii fark ettikleri, deneyler sirasinda eglendikleri
gbzlemlenmistir. Ogrencilerin ses ve giiriilti konusunda kavram yanilgilarinin
giderildigi ve giiriiltii farkindaliklarini giinliikk yasamda davraniglara yansittiklar
goriilmiistiir. Milll Egitim Bakanlig1 giiriiltii konusunu hizmet i¢i egitim programina
alarak, Ogretmenlerin farkindalik seviyelerini arttiracak online seminerler ve
konferanslar diizenleyebilir.

Arastirmaya gore okuldaki alanlardan sinema salonu ve konferans salonunun
akustik agidan iyi oldugu goriilirken 6grencilerin yogun olarak kullandiklari koridor,
bahge, sinif ve merdivenlerin akustik agidan yetersiz oldugu goriilmiistiir. Akustik
tedbirlerin alinmamis olmasi bu alanlardaki giiriiltiiniin daha fazla olmasina neden
olmustur. Bu sonuglardan hareketle bina iginde akustik konforun iyilestirilmesi i¢in
zemin, tavan ve duvarlarin ses sogurucu malzemelerle kaplanmasi olusan ugultuyu
engelleyebilir. Okul bahgesinde tabanin toprak veya ses emici bir malzemeyle
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kaplanmas1 hem yaralanmalarin hem de giiriiltiiniin dnlenmesine katki saglayacaktr.
Okul idaresi okuldaki giiriiltiili alanlarin tespit edilip iyilestirilmesine yonelik
calismalar yaparak okuldaki alanlarin akustik konforunu gelistirmelidir. Okul
idaresinin giiriilti  konusunda Ggretmenlerle isbirligi icerisinde giiriiltiiniin
onlenmesine yonelik eylem planlar1 yapilmali ve uygulanmalidir.

Ogretmenler giiriiltii konusunda farkindalik egitimleri aldiktan sonra dgrencilere
giiriilti konusunda farkindalik egitimleri vermeli, diger Ogretmenlerle is birligi
icerisinde yaptiklart uygulamalart ve uygulama sonuglarint paylagsmalidirlar.
Ogretmenler, velilerine toplantilar diizenleyerek giiriiltiiniin ne oldugu, insan saghigi
ve Ogrenme {izerinde etkisi konusunda egitimler vermelidir. Boylece velilerin
farkindalik diizeylerinin artmasi saglanabilir. Arastirmacilar giiriiltiiniin dnlenmesine
yonelik farkli tekniklerle, farkli yas guruplarinda daha biiyiik 6rneklemler iizerinde
caligmalar yaparak egitimlerin, uygulamalarin zenginlesmesi saglanabilir.
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Since 2000, the Programme for International Student Assessment (PISA) has
evaluated the mathematics, science literacy, and reading skills of 15-year-old students
attending formal education. PISA data are useful in identifying deficiencies in
education systems and determining student contributions to society (Akkoyunlu &
Kurbanoglu, 2003). OECD countries greatly benefit from PISA data. PISA’s large
number of variables and large-scale data is an important source of information for
researchers. Additionally, it offers insight into the education systems of participating
countries and allows them to track their progress over the years.

Growth and change in technology have increased reading skills and a
diversification of social and cultural changes. In the 90s, reading materials were
printed on paper, but different from what older generations are accustomed to, today’s
users read texts online (OECD 2016). The digital world provides access to all types
of information that people want to know. The current situation has led to an increase
in students accessing digital resources on the internet instead of printed resources in
libraries to obtain information (Bana 2020; Mushtaq et al., 2020; Park & Ranasinghe
2021). According to Hootsuite (2021), Google.com, a search engine, is the most
visited website. Readers tend to search for answers to their questions on digital search
engines rather than in written sources. However, it is up to the individual to determine
which of the thousands of answers is scientifically accurate (Suna et al., 2019).
Reading in the digital world encompasses a variety of activities such as conducting
online research, reading news articles, sending emails and text messages, applying for
jobs, completing forms, using social networking applications, performing banking
transactions, and shopping. It is important to approach each of these activities with a
clear and objective mindset, using precise language and avoiding biased or emotional
language. In addition, it is crucial to maintain a formal register, adhere to conventional
structure, and ensure grammatical correctness.

Pont and Werquin (2001) state that the ability to read and write has become
essential due to global information flow. This has led to improvements in cognitive,
information processing, and computer skills. The definition of literacy varies
according to the needs of individuals in different time periods. Literacy is defined as
the skills required for basic needs, including reading, writing, and arithmetic. Today,
‘basic skills' are commonly referred to in terms of literacy, language, and numerical
skills, and 'life skills' in terms of literacy, numerical, and information and
communication technology (ICT) skills (UNESCO, 2013).

Rapidly developing technologies and a changing world require people who can
adapt to this speed and change. Policy makers and educators who help cultivate future
individuals need to raise students who can meet these needs. The OECD has designed
computer-based assessments to measure reading proficiency, which were first
introduced in the PISA 2009 and then used again in the PISA 2015. The emergence
of ICT impact factors was facilitated by this innovation (Xiao et al., 2019).
Furthermore, the OECD incorporated the global competence area into PISA 2018 to
investigate the cultivation of individuals with global competence in response to
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current issues (Mostafa, 2021). According to the OECD (2018), students who possess
global competence should be capable of analysing global and intercultural issues,
communicating successfully and respectfully with diverse individuals and taking
necessary actions for sustainability and collective well-being. However, Cobb and
Couch (2021) argued that the study is inadequate and requires further development.
Engel et al. (2019) expressed concerns regarding the measurement of global
competence at the universal and local levels. They argued that the concept of values
was ignored in PISA 2018, despite potentially positive results. However, according to
the OECD (2018), students who were tested for global competence were also tested
with reading texts, making it possible to measure the relationship between reading
skills and global competence.

According to Children’s Foundation (2006), family, school, and environment
are effective social institutions for acquiring reading habits. Numerous researchers
have examined the factors that influence reading skills in this multidimensional
process. The table in Appendix 1 presents some studies on reading skills using PISA
data in the literature. In this context, variables such as gender, socioeconomic status,
parental education levels and occupations, parental and teacher support, and ICT use
are important for students.

Recent advances in technology have not only transformed our reading habits but
also facilitated computer applications which can analyse large-scale data quickly. In
this context, PISA datasets, which contain multidimensional data, can be analysed
using data mining (DM) methods to reveal hidden information (Kaunang and Rotikan
2018; Salal et al., 2019), resulting in successful outcomes. The use of DM methods to
train data is referred to as educational data mining (EDM) (Asif et al., 2017; Firat &
Koyuncu, 2020). According to Jalota and Agrawal (2019), EDM employs educational
data and student information to improve evaluation. EDM uses statistics, machine
learning, and data mining (Mahajan & Saini, 2020) to develop new algorithms or
models by identifying new patterns in data (Romero & Ventura, 2020). The table in
Appendix 2 presents studies from the literature and their corresponding methods in
this context.

Not all variables in large datasets are relevant to the classification investigated
in this study. Dealing with large datasets not only slows down the algorithm but also
has disadvantages, such as excessive resource consumption and inconvenient
methods. Therefore, researchers prefer small datasets that provide the best possible
classification results (Kursa and Rudnicki, 2010). Researchers can manually select
variables to work with small data. However, manual variable selection can introduce
bias and waste time. It is more advantageous to use feature selection algorithms based
on the statistical assumptions found in the literature. When comparing the
performance and accuracy of feature selection algorithms in machine learning (ML)
studies, it is important to consider the process of selecting and finding useful variables
(attributes) in the dataset. Zaffar et al. (2017) found that random forest (RF) performed
better than other algorithms in their study, which included 6 feature selection and 15
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classification algorithms using various student datasets within the scope of EDM.
Jalota and Agrawal (2021) used various feature selection algorithms (correlation and
wrapper-based) and classifiers (Bayes-Net, JRip, J48, NB, oneR, RF, SMO, Simple
Logistic). They determined the correlation feature properties of SMO and J48, and
their selection algorithms had the highest accuracy criteria. Although RF did not
provide the best performance, it still provided successful results. Gajwani and
Chakraborty (2021) employed various algorithms, including DT, LR, NB, boosting,
bagging, voting, and RF, to identify the subset of features that have a direct impact on
student grades. Their study found that boosting, voting, and RF produced the most
accurate results. In his study, Delen (2010) employed various algorithms, including
ANN, DT, LR, support vector machine (SVM), RF (bagging), boosted trees, and
information fusion (IF), to identify the factors contributing to attrition among at-risk
students. The results indicate that the most accurate algorithms were IF and RF
(bagging), in order of importance. Han et al. (2019) examined students’ problem-
solving skills. Son et al. (2020) used the RF algorithm to identify the variables that
affect students’ reading skills. Anand et al. (2021) employed Boruta for feature
selection and NB and DT as classifiers in EDM.

This study focuses on identifying the factors that affect the reading skills of
Turkish students. The aim of this study was to identify important variables that affect
students with high and low scores in reading skills and to offer new insights to
educators and policy makers. In the first stage of the study, the Boruta algorithm based
on RF was used to determine the variables affecting reading skills. The Boruta
algorithm was used in the second step to determine the prominent questions using
questions that comprise these variables. Petko et al. (2017) noted that possible
interpretations of the findings should be carefully considered because the PISA survey
items are based on general and student statements. In the third stage of the study,
probability tables were created for the questions and variables obtained. The study’s
final section evaluates the findings and discusses the significant variables for student
reading skills based on the results obtained from the PISA 2018 Turkish sample.

Method
Research Model

In large-scale evaluations, the score for the sample is considered rather than the
score of the individual student (Pejic & Molcer, 2019). These scores are expressed as
plausible values (PVs). Arikan et al. (2020) stated that methods and software that
consider the sample weights of large-scale test data (such as PISA, PIAAC, and
TIMSS) should be used. Tat et al. (2019) also noted that in large-scale applications,
plausible values will not represent the individual scores of students due to the
hierarchical structure of the data (student, school, region, country, etc.). According to
Ozkan (2021), PISA plausible values should not be used as individual values for
students. However, PISA evaluates students in a country using the levels determined
by it, considering their PVs (classifying them on the basis of gender, schools,
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regions). In the PISA Turkey (2000 - 2018) report, Yilmaz et al. (2020) stated that a
student placed at a certain point on the PISA skill scale can perform tasks at that level
and below that level. According to PISA reports, PVs cannot be used for the
evaluation of individual students. Instead, they are assessed on the basis of whether
they meet a certain level. As there is no clear success score for students that can be
directly used in PISA’s performance predictor studies, PVs are used in EDM studies
as they provide general information about students (Bezek Gire et al., 2020; Depren
and Depren, 2021; Dong and Hu; Gamazo and Martinez-Abad, 2020; Koyuncu and
Gelbal, 2020; Ozkan, 2021; Pejic and Stanic Molcer, 2018; Son et al. 2020). In this
study, the PVs of students were deemed appropriate for evaluation, as the analysis is
based on classification rather than individual scores.

Data Collection Tools

This is a quantitative relational study that uses the student survey of the PISA
2018 Turkey sample (OECD 2019c) as a data collection tool. The scores obtained
from the students’ reading skill test (PV1-PV10) were averaged, as used in some
studies in the literature (Bezek Giire et al., 2020; Dong & Hu, 2019; Lee, 2018; Pejic
& Stanic Molcer, 2018) and in PISA final reports. No special permission was required
for the use of the data because it is an open-access dataset.

Ethical Committee Approval

The study utilized the data set made available to all researchers by OECD
(2019Db). Therefore, there is no need for an ethical declaration for the study.

Data Analysis
Feature Selection (FS)

FS is a widely used technique in pattern recognition. It involves removing noisy
or unnecessary variables from the data to make it more comprehensible (Venkata and
Lingamgunta, 2020; Yan and Zhang, 2015). This reduces data storage requirements,
training and application times (Guyon & Elisseef, 2003), and improves algorithm
speed and prediction accuracy (Guyon & Elisseeff, 2006).

Random Forest

The RF algorithm is a non-parametric statistical method developed by Breiman
(2001). It can be used for classification, feature selection, and regression (Lahouar
and Slama, 2015). RF is an ensemble learning method that combines the ideas of
clustering and bootstrap by creating a larger tree with better performance by merging
a series of decision trees (Unpingco, 2019). This is a powerful method used in
regression and classification problems (Bezek Giire et al., 2020).

Boruta Algorithm

This wrapper method utilizes the RF classification algorithm (Ahmed et al.,
2021; Kursa & Rudnicki, 2010) to determine feature importance. The algorithm
expands the dataset by multiplying it and uses the Z-score obtained from the random
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forest (Iman & Ahmad, 2020). The highest Z-score among the shadow features is then
used as a reference to determine which features are important or unimportant (Kursa
& Rudnicki, 2010). Important attributes are those above the reference, whereas those
below are considered unimportant. The analysis is then repeated with the removal of
unimportant variables until only the important features are retained.

In studies related to EDM, classifications are made by considering different
features. Asif et al. (2017) classified student performances into successful and
unsuccessful groups, while Kasap et al. (2021) coded the first three levels of PISA
reading skill scores, which are divided into six levels, as low and the other three levels
as high. Emdadi and Eslahchi (2021) and Xu et al. (2019) classified based on the
median value of the dependent variable in their studies. They calculated the average
reading skills scores (PV1-PV10) of 6890 students (MPVREAD). To improve
classification performance and make the study easier to understand, the dependent
variable MPVREAD was classified as in previous studies by Asif et al. (2017),
Mahajan and Saini (2020), Son et al. (2020), and Han et al. (2020), who employed a
sensitive average of the arithmetic mean. The median value of MPVREAD
(MedPVREAD = 468) was calculated. Results below the median value were recoded
as 1 (low), and averages equal to or above the median value were recoded as 2 (high)
(PVREAD).

The variables used in the PISA tests are categorized into three groups: simple
indices, scale indices, and trend scale indices. Simple indices are obtained through
arithmetic transformation and recoding, whereas scale indices are created from
parameters obtained by scaling more than one item (OECD 2019b). Table 1 provides
a list of indices used in the study.

Indices with missing or undefined information were removed from the dataset.
The deleted indices include ATTIMMP, BODYIMA, CHANGE, CNTSCHID,
CNTSTUID, CURSUPP, EMOSUPP, EFFORT1, EFFORT2, EMOSUPS,
FCFMLRTY, FLCONFIN, FLCONICT, FLFAMILY, FLSCHOOL, GCAWAREP,
INFOCAR, INFOJOBL, INFOJOB2, INTCULTP, JOYREADP, LANGFATHER,
LANGFRIEND, LANGMOTHER, LANGSCHMATES, LANGSIBLINGS,
LANGTEST_COG, LANGTEST_PAQ, LANGTEST_QQQ, OCOD1, OCOD2,
OCOD3, OECD, PASCHPOL, PQSCHOOL, PRESUPP, PROGN, SCCHANGE,
SOCONPA, STUBMI, and SUBNATIO. The analysis included 86 variables, one of
which (PVREAD) was dependent. Gender was also considered. The Random Forest
(Liaw and Wiener, 2018) and Boruta (Kursa 2020) packages in the R program were
used for the interpolation method and analysis of missing data. Table 1 lists the 84
index names used in the first phase of this study. In both stages, the evaluation was
based on the Z transformation (meanlmp) values. In the first stage of the application,
27 significant variables (indices) were obtained from 100 trees, including indices that
affect reading skills (PVREAD), with an accuracy value of 69.7.
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Table 1.
Indices Used In The Study

Student Indices

ADAPTIVITY, AGE, ATTIMM, ATTLNACT, AWACOM, BEINGBULLIED, BELONG,
BFMJ2,BMMJ1, BSMJ, COBN_F, COBN_M, COBN_S, COGFLEX, COMPETE,
CULTPOSS, DIRINS, DISCLIMA, DISCRIM, DURECEC, EMOSUPS, ESCS, EUDMO,
FISCED, FISCED_D, GCAWARE, GCSELFEFF, GFOFAIL, GLOBMIND, GRADE,
HEDRES, HISCED, HISCED_D, HISEI, HOMEPOS, , ICTRES, IMMIG, INTCULT,
ISCED, ISCEDD, ISCEDL, ISCEDO, JOYREAD, LANGN, LMINS, MASTGOAL,
METASPAM, METASUM, MISCED, MISCED_D, MMINS, PARED, PAREDINT,
PERCOMP, PERCOOP, PERFEED, PERSPECT, PISADIFF, REPEAT, RESILIENCE,
RESPECT, SCREADCOMP, SCREADDIFF, ,SMINS, ,STIMREAD, STRATUM, SWBP,
TEACHINT, TEACHSUP, TMINS, UNDREM, WEALTH, WORKMAST

ICT Indices

ICTHOME, ICTSCH, ENTUSE, USESCH, AUTICT, INTICT, COMPICT, SOIAICT,
ICTOUTSIDE, ICTCLASS, HOMESCH

During the second phase of the study, 27 indices were analysed by asking related
questions. As questions could not be obtained regarding the BSMJ (expected
occupational status) index, it was added to the analysis. The results of the analysis
showed that out of the 159 variables determined, 52 variables (problems) were
highlighted with 100 trees and an accuracy value of 67.2.

Results

In the initial stage of the application, Figure 1 displays the first analysis results
of 85 variables believed to impact reading skills. The blue box plots indicate the
minimum, average, and maximum Z scores of the shadow attributes. The red, yellow,
and green box plots represent the Z scores of rejected, uncertain, and approved
attributes, respectively. The analysis was repeated by excluding unimportant and
uncertain variables. A total of 27 variables (indices) were selected for the study and
are listed in Table 2 in order of importance.
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Table 2.
Indices That Stand Out In Reading Skills
Indices meanimp Indices meanimp Indices meanimp
1.METASPAM 47,77 10.HOMEPOS 26,03 19.SCREADDIFF 17,24
2.PISADIFF 33,15 11.SMINS 24,30 20.GCAWARE 17,23
3.METASUM 30,72 12.GCSELFEFF 24,26 21.BSMJ 17,16
4.ESCS 30,56 13.ICTHOME 20,62 22.COMPICT 16,94
5.USESCH 27,46 14.STRATUM 19,38 23.JOYREAD 14,28
6.ISCEDO 27,33 15.UNDREM 19,29 24.FISCED 13,44
7.INTICT 26,66 16.WEALTH 18,35 25.TMINS 13,33
8.ICTRES 26,53 17.ENTUSE 17,97 26.GLOBMIND 10,35
9.AWACOM 26,04 18.HOMESCH 17,65 27.MISCED 8,43

Upon examining Table 2, it is evident that the indices pertain to the access and
use of ICT resources (USESCH, ENTUSE, HOMESCH, ICTHOME), interest in ICT
and perceived competence (INTICT, COMPICT), expected professional status
(BSMJ), economic social cultural level (ESCS, HOMEPOS, ICTRES, WEALTH,
FISCED, MISCED), time devoted to education (SMINS, TMINS), metacognition
(METASPAM, METASUM, UNDREM), attitudes toward reading (JOYRED,
PISADIFF, SCREADDIFF), curiosity about the world and other cultures
(GLOBMIND, AWACOM, GCSELFEFF, GCAWARE), and the type of school the
student attends (STRATUM, ISCEDO). These indices are grouped under nine
headings.

During the second phase of the study, 52 questions were identified as relevant
after analysing 159 questions grouped under 9 headings (refer to Figure 2). These
questions are listed in Table 3, ordered by index name and importance. Statistically
significant relationships were found between the reading skill score averages
(MPVREAD) and the prominent indices, except for STRATUM, as shown in Table
4. The most significant relationships were observed for METASPAM, METASUM,
and PISADIFF, which were among the prominent indices in the first stage (Table 2).



Determination of Variables Affecting Reading Skills With Boruta Algorithm 663
Figure 1.
First-Stage Analysis Results
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Table 3.
Prominent Questions And Indices In Reading Skills
Variables Index meanimp Variables Index meanimp
ST013Q01 HOMEPOS 31.19 ST011Q07 HOMEPOS 13.60
ST166Q03 METASPAM 29.63 ST007Q01 FISCED 13.48
ST166Q02 METASPAM 24.18 1C008Q04 ENTUSE 13.36
ST059Q03 SMINS 23.60 1C010Q04 HOMESCH 13.29
1C008Q08 ENTUSE 22.74 1C001Q06 ICTHOME 13.13
ST163Q02 PISADIFF 22.40 ST164Q05 UNDREM 11.94
ST002Q01 STRATUM 22.24 1C008Q07 ENTUSE 11.80
1C011Q05 USESCH 22.13 1C008Q09 ENTUSE 11.68
BSMJ BSMJ 18.29 ST166Q04 METASPAM 11.65

ST060Q01 TMINS 18.14 ST165Q02 METASUM 11.60
ST166Q05 METASPAM 18.07 ST160Q04 JOYREAD 11.38
1C001Q10 ICTHOME 18.04 1C010Q07 HOMESCH 11.00
ST196Q04 GCSELFEFF 18.04 1C013Q01 INTICT 10.90
1C008Q05 ENTUSE 17.54 1C013Q13 INTICT 10.87
ST012Q05 HOMEPOS 17.39 ST163Q04 PISADIFF 10.33
1C014Q06 COMPICT 17.27 ST005Q01 MISCED 9.93
1C013Q04 INTICT 17.13 ST161Q08 SCREADDIFF 8.24
ST197Q01 GCAWARE 17.03 ST161Q07 SCREADDIFF 7.94
1C011Q09 USESCH 16.80 ST166Q01 METASPAM 7.24
1C011Q06 USESCH 16.79 ST164Q04 UNDREM 6.78
ST165Q04 METASUM 16.03 ST164Q01 UNDREM 6.61
1C011Q08 USESCH 15.59 ST165Q03 METASUM 5.43
1C008Q12 ENTUSE 15.28 ST164Q03 UNDREM 5.28
ST165Q05 METASUM 14.90 ST164Q02 UNDREM 4.67
ST163Q03 PISADIFF 14.06 ST165Q01 METASUM 4.48
ST196Q02 GCSELFEFF 14.03 ST164Q06 UNDREM 2.99
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Figure 2.
Second-Stage Analysis Results

Table 4.
Mpvreap And The Index Correlation Table
UNDR
METASPAM METASUM PISADIFF HOMEPOS EM
MpvREAD 423" 371 -.356™ 337 .294™"
GCSELFEFF BSMJ SCREADDIFF JOYREAD Sl\glN
MpVREAD .269™" .259™" -.252" 237 231"
GCA
COMPICT FISCED USESCH INTICT WARE
MpvREAD .206™ .198™ -.192* 191" 187
MISCED ENTUSE ICTHOME HOMESCH Tl\glN
MpvREAD 187 124" 115 -.064™ 041"

**_Correlation is significant at the 0.01 level (2-tailed).

Table 5.
Correlation Table Of Reading Skills
MpvmATH Mpvsci
MpvREAD 872 .922™

MpvmaT 1 918™
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Attitudes Toward Reading

It was discovered that the indices for enjoyment of reading (JOYRED),
perception of difficulty of the PISA test (PISADIFF), and perception of difficulty
performing reading tasks (SCREADDIFF), which were included in the heading of
attitudes toward reading determined in the first stage, had an effect on students’
reading skills. Table 2 shows that PISADIFF ranked sixth in terms of importance
among the three indices. Table 4 shows the statistically significant negative
relationships between SCREADDIFF and PISADIFF with PVREAD.

Metacognition

Statistically significant relationships were found between the understanding and
remembering (UNDREM), summarizing (METASUM) and assessing credibility
(METASPAM) indices and PVREAD. These relationships were used to evaluate the
students’ cognitive states regarding reading, as shown in Table 4.

According to the classification of reading ability (refer to Table 2), METASPAM
and METASUM are among the prominent indices in the priority ranking. No changes
in content were made to ensure that the improved text was as close as possible to the
source text. After analysing the results, it was confirmed that reading strategies,
namely METASPAM, METASUM, and UNDREM, play a crucial role in classifying
reading skills.

Time Devoted to Training

Although there was a statistically significant relationship between the weekly
lesson hours for the students in science (SMINS) and total courses (TMINS) on
reading skills (Table 4), the correlation value of TMINS was almost zero (r = 0.041).

To observe the relationship between reading skills and science knowledge, we
examined the average scores for reading (MPVREAD), mathematics (MPVMATH),
and science (MPVSCI) skills (Table 5). The analysis revealed a strong correlation (r
=0.92) between the average reading skill (MPVREAD) and the average science skill.

Knowledge about the World and Other Cultures

During the first phase of the study, four indices (GLOBMIND, AWACOM,
GCSELFEFF, GCAWARE) were identified as being related to curiosity about the
world and other cultures (see Table 2). However, in the second phase of the study,
only two of these indices were found to be relevant. GCSELFEFF measures a
student’s self-efficacy in explaining or discussing global issues, while GCAWARE
assesses a student’s awareness of global issues. Table 3 shows that these two indices
had a positive and significant correlation with students’ reading skills.
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Economic-Social-Cultural Level

In the first phase of the study, four indices were identified under the heading of
economic—social- cultural level (ESCS, HOMEPOS, ICTRES, WEALTH) (Table 2).
ESCS is a composite score consisting of three indices.

ESCS comprises parental occupational status (HISEI), parental education
(PAREDINT), and household possessions (HOMEPOS) indices. The HOMEPOS
index is calculated on the basis of the indices of wealth (WEALTH), cultural assets
(CULPOSS), and home education resources (HEDRES), which include the number
of books available at home. The ICTRES index is based on the ICT resources owned.
In the second phase of the study, questions representing these three indices -
HOMEPOS, FISCED, and MISCED-were highlighted. The FISCED and MISCED
indices provide information about the parents in the PAREDINT index. Statistically
significant relationships were found between these three indices and reading skills, as
shown in Table 4.

Access and Use of ICT Resources

Table 2 presents USESCH, which indicates the frequency of digital device use
at school; ENTUSE, which represents usage during out-of-school activities; and
HOMESCH, which indicates usage during homework outside of school, all falling
under the heading of access and use of ICT resources. ICTHOME are indices obtained
for ICT devices used at home.

In Table 3, questions representing these four indices were highlighted in the
second phase of the study, and it was confirmed that they were critical to the
classification of reading skills. Statistically significant relationships were found
between the four indices and reading skills (refer to Table 4). However, only the
USESCH and HOMESCH indices had statistically significant negative correlations
with PVREAD. It is worth noting that the correlation value for HOMESCH (r = -
0.064) was very low.

Interest in and Perceived Competence in ICT

The two indices, INTICT and COMPICT, collected under the title of interest in
ICT and perceived competence in Table 2, maintained their significance in the second
phase of the study. These indices evaluate students’ interest in digital media and
devices (INTICT) and their perceived competence (COMPICT). Both indices had
positive and statistically significant relationships with reading skill averages (Table
4).

Expected Occupational Status

The BSMJ index used in both stages of the study is an edited version of student
answers to questions about their desired job at thirty years of age, classified according
to the International Labor Organization’s (ILO) structure. High scores indicate a
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preference for high professional status (OECD, 2020). Table 4 shows the statistically
significant positive relationship between BSMJ and reading skills.

School Type

In both stages of the study (Table 2, Table 3), STRATUM was found to be
significant. After rearranging the data based on the student school type, they were
classified according to their reading skill scores. Figure 3, which takes probabilities
into account, was obtained as follows: students in Anatolian, science, and social
sciences high schools were found to have high reading skills.

Figure 3.
Reading Skill Levels Based On The School Type

Sacial Sciences High Schosl

Lower-Secondary School

Vocational and Techmical Anatokan High School
Science High School = -

M- Programme Anstoban High School
Anatclian High School

Anatolian Imam and Preacher High School

Anatolian Sport High School' Anatolian Fine Ants High School

Discussion, Conclusion and Suggestions

The phrase 'knowledge itself is power', coined by Francis Bacon in 1597,
remains relevant in today’s rapidly advancing technological age. Reading is a crucial
means of acquiring knowledge, and in the 21st-century, reading skills are more
important than ever. As defined by Fabunmi and Folorunso (2010), the modern and
complex world we live in demands strong reading skills for personal and professional
success. Nzeyimana and Bazimaziki (2020) suggest that new strategies are required
to address poor reading skills, which can lead to reliance on unreliable information
and incomplete knowledge due to the rapid technological advancements in today’s
world.

An individual’s effective use of metacognitive strategies significantly impacts
the quality of learning (Arslan, 2020). Students who possess metacognitive awareness
know which strategies to use, where, and when (Firat and Koyuncu, 2020). Depren
and Depren (2021) found that metacognition indices are effective in improving
reading skills. This finding is supported by the studies of Firat and Koyuncu (2021)
and Son et al. (2020), as well as our own study.
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The rapid rise of the digital world has made careful reading essential. According
to UNESCO (2013), literacy now encompasses life skills. In many parts of the world,
digital reading skills are considered crucial for individuals to achieve their goals and
participate in society (OECD, 2016). To enable students to deal with the challenges
posed by the rapid advancement of technology, education systems must incorporate
these changes directly into classroom education (Henry 2006; Keskin 2014). In
addition, students should receive support in the form of digital reading skill training.

Although technology and the internet provide unlimited access to information, a
lack of knowledge about research topics may indicate insufficient digital media
literacy (OECD, 2018). Students who possess advanced global competence can
develop a global perspective in various disciplines such as science, literature,
mathematics, biology, and history. This can help them learn in-depth and achieve
greater success in their educational pursuits (Tedmem, 2019). Furthermore, the young
generation with low global competence may be susceptible to biased and fake news,
as noted by the OECD in 2018. Therefore, it is crucial for school administrators and
teachers to guide students in using digital resources in a more meaningful and
productive manner, while also providing support through metacognitive strategies.
This will bring us one step closer to achieving the intended goals of sustainability and
collective welfare. Our study aligns with the opinion of the OECD (2018) . It was
found that students with a cultural background and an interest in global issues tended
to have higher reading skills.

Oriogu et al. (2017) stated that social media (e.g. Facebook, Whatsapp, Twitter)
is the most significant factor hindering students’ reading habits. The UNESCO report
(West and Chew, 2014) found that two-thirds of individuals in five developing
countries read on their phones (OECD, 2016; West and Chew, 2014). The report also
noted that most of these mobile readers were young and more educated than average.
Currently, changes in reading habits have increased e-reading among young people.
According to Mushtaq et al. (2020), electronic content offers several advantages.

In a study of secondary school students, Adeyokun et al. (2020) found that
reading online via smartphones and laptops had a positive impact on reading habits.
Srijamdee and Pholphirul (2020) and Vazquez-Cano et al. (2020) reported that the use
of ICT during education has a positive impact on academic achievement. However,
the use of ICT for non-educational activities has no effect on academic performance.
Xiao et al. (2019) found a negative correlation between academic success and the use
of ICT for social interaction, whereas Petko et al. (2017) reported similar findings for
digital entertainment at home. Gubbels et al. (2020) and Xiao et al. (2019) found that
excessive use of ICT can reverse the positive effect on student achievement, as the
relationship between ICT use and student achievement follows an inverted U-shape.
The authors emphasized that students spend their time is more important than the
amount of time they spend on the internet. According to Henry (2006), teachers must
comprehend the new literacies that are emerging in their classrooms to prepare
students for life. It is crucial not to isolate students from the internet while searching
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for solutions. In addition, students should be educated about the critical and qualified
use of technology and taught strategies to avoid inappropriate content for their age
(Vazquez-Cano et al., 2020). Lee and Wu (2012) found positive correlations between
students’ perceptions of ICT and their academic performance, as well as between ICT
attitudes and reading performance (Ertem, 2021; Petko et al., 2017). Similarly, Hu et
al. (2018) reported interest and proficiency in ICT, and Srijamdee and Pholphirul
(2020) stated that students who are experienced and familiar with ICT perform well
in reading, science, and mathematics. These findings are consistent with those of the
existing literature. Students who report an interest in and proficiency with ICT tend
to have higher reading skill scores. In today’s rapidly advancing technological era, it
is important to enhance students’ acceptance of ICTs and help them feel competent in
this regard, especially considering the smart devices that are now commonly used in
homes.

Determining the compatibility of students’ career expectations, future
employment opportunities, and educational plans is crucial (Sikora and Pokropek,
2006). According to Consulting and Trust (2013), the youth unemployment rate is
high among the 18-24 age group who are not in full-time education or employment,
and this is linked to low literacy. The aim of this study is to improve the literacy of
young people by increasing their future prospects. The 11-14 age group was identified
as a special focus point and should be supported, particularly in the first years of
secondary education, to create realistic employment demands. As noted by Gamazo
and Martinez-Abad (2020), expected professional status is a factor that enhances
student performances. It was determined in our study that students with high
professional expectations achieved high scores in reading skills.

One of the important factors affecting reading skills is school type (Celik and
Yurdakul, 2020; Ertem, 2021; Firat and Koyuncu, 2020; OECD, 2019a). Educational
practices and curricula can contribute to students’ academic success (Flores-Mendoza
et al., 2021). According to Suna et al. (2020), the difference in success performance
between schools has been a long-discussed issue in Turkiye, starting from secondary
education and continuing to increase. Science high schools have the highest average
score in terms of reading skills, as reported in previous PISA results (Yilmaz et al.,
2020). To reduce disparities between different types of schools, policymakers and
educators should consider providing support to low-achieving schools (Suna et al.,
2020) and reviewing their curricula.

The academic performance of students is influenced by various factors,
including the socioeconomic background of their parents (Firat and Koyuncu, 2020;
Geske and Ozola, 2008; Hu et al., 2021). Son et al. (2020) discovered that Korean
students with low socioeconomic indicators had lower reading skill scores in PISA
2018. Chung et al. (2021) discovered a positive correlation between socioeconomic
indicators and reading skills among Finnish and Korean students. Similarly, Suna et
al. (2019) reported a positive but low impact on their Turkish sample. These findings
align with our study results.
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Family plays a crucial role in a child’s life. Parental education has a significant
impact on occupation and income, as well as the child’s reading ability (Geske and
Ozola 2008; Le et al. 2019; Rojas-Torres et al. 2021; Son et al. 2020; Vazquez-Cano,
De la Calle-Cabrera, et al. 2020). Our findings highlight the importance of parental
education as a variable.

In our study, science and total weekly course hours were found to be the primary
factors affecting reading skills, while Dong and Hu (2019) identified the time spent
on students’ test language (LMINS) as one of the indices. Similarly, Nadaf et al.
(2021) found that total learning time (TMINS) was the most significant feature
contributing to students’ cognitive success after excluding other course periods from
the analysis. Chung et al. (2021) noted that training for more than 35-hour per week
had a less positive, or even negative, impact on the results. The study found that while
TMINS was an important variable for Korean students, activity sub-headings such as
free time and independent reading time were more prominent in the learning times of
Finnish students. Depren and Depren (2021) found that the amount of time Turkish
students spend on science subjects had a statistically significant impact on their
reading skills. Our study also found a strong positive correlation between reading
skills and science literacy.

From face-to-face classrooms where traditional education systems are hosted,
with today’s technological developments, the relationship between ICT and education
has become very important, albeit due to necessity. Training started with online
courses and videos, and especially with COVID-19 in 2020, education had to be
provided in virtual classes. To enhance students’ reading skills in this era of changing
reading culture, it is crucial to concentrate on metacognitive strategies and ICT
literacy. This will enable students to safeguard themselves against negative online
experiences. Policy makers and educators should provide students with increased
access to the internet and digital devices and teach them how to use them effectively.
This will help prepare the younger generation to keep pace with rapidly evolving
technology. Efforts should be made to reduce disparities between schools. Rather than
opposing evolving reading habits, we should adapt to them and utilise technological
resources that can enhance students’ learning, such as audiobooks, podcasts and
educational videos, to encourage more engagement. Furthermore, conducting
additional studies that consider genders and school types, not included in this research,
may yield valuable insights for policymakers and educators. These studies should
examine the variables that are prominent in reading skills.
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Uluslararas1 Ogrenci Degerlendirme Programi (PISA), 2000 yilindan bu yana 15
yas grubu Orgiin egitime devam eden 6grencilerin matematik, fen okuryazarligi ve
okuma becerilerini degerlendiren uluslararasi bir ¢alismadir. PISA 6grencilerin sosyal
yasama ve topluma katkilarinin belirlenmesinde faydalidir (Akkoyunlu ve
Kurbanoglu, 2003). OECD iilkeleri egitim sistemlerindeki eksikleri fark edebilmek
amactyla PISA verilerinden faydalanir. PISA’nin ¢ok sayida degisken ve biiytlik
Olcekli verilere sahip olmasi aragtirmacilar i¢in 6nemli bir bilgi kaynagidir. Aym
zamanda katilimc1 iilkelerin egitim sistemleri hakkinda bilgiler sunmasinin yani sira
yillar i¢inde iilkelerin kendi degigimlerini takip edebilmelerine de olanak saglamasi
agisindan onemlidir.

Okuma becerisi, teknolojinin hizla biiylimesi ve degisimi ile hem toplum hem
de kiiltiirel degisimleri artirmakta ve g¢esitlendirmektedir. 90’11 yillarda okuma
materyalleri kagitlar lizerine basilirken giiniimiiz kullanicilarinin g¢evrimi¢i okudugu
metinler, aligik oldugumuzdan farklidir (OECD 2016). Dijital diinya, insanlarin
bilmek istedigi her tiirlii bilgiye erigimi kolaylastirmaktadir. Bu durum 6grencilerin
bilgiye erisim i¢in basili kaynaklarin oldugu kiitiiphaneler yerine internet {izerinden
dijital kaynaklara erisim egilimlerini artirmistir (Bana 2020; Mushtaq vd. 2020; Park
ve Ranasinghe, 2021). Bir arama motoru olan Google.com, Hootsuite’in (2021)
hazirladig1 rapora gore web site siralamasinda en ¢ok ziyaret edilen adres olarak
belirlenmistir. Okuyucular bir sorunun cevabini yazili kaynaklardan ¢ok dijital arama
motorlarinda aramaktadir. Arama sonucu kullanicilarin karsisina gikan binlerce cevap
arasindan hangisinin dogru ve bilimsel oldugunu anlamasi bireyin kendi basina
verecegi bir karardir (Suna vd., 2019). internet sitesinde arastirma yapmak, gazete, e-
posta, kisa mesajlar1 okumak, is bagvurusunda bulunmak, form doldurmak, sosyal ag
uygulamalarini kullanmak, bankacilik islemlerini gergeklestirmek, alisveris yapmak
dijital diinyanin yeni okuma tiirleri olarak her gecen giin ¢esitlenerek karsimiza
¢ikmaktadir.

Pont ve Werquin’e (2001) gore kiiresel bilgi akist okuma ve yazmay1 zorunlu
becerilere doniistirmiigtiir. Bu durum kullanicilarin biligsel, bilgiyi isleme ve
bilgisayar kullanma becerilerini de gelistirmistir. Okuryazarlik tanimi, insanlarin
yasadiklart her donem ihtiyaclarna gore degisim gostermektedir. Temel ihtiyaclar
icin gereksinim duyulan okuma, yazma ve aritmetik beceriler olarak tanimlanan
okuryazarlik, bugiin okuma-yazma, dil ve sayisal beceriler “temel beceriler”’, okuma-
yazma, say1isal ve BIT (Bilgi ve Iletisim Teknolojisi) becerileri ise “yasam becerileri”
olarak tanimlanmaktadir (UNESCO 2013).

Hizla gelisen teknolojiler ve degisen diinya bu hiza uyum saglayabilen,
degisebilen insan arayisindadir. Politika yapicilar ve gelecegin bireylerini yetistiren
egitimcilerin de bu ihtiyaglar1 karsilayabilecek Ogrenciler yetistirmeleri
gerekmektedir. Bu misyonu kendine gérev edinen OECD ilk defa PISA’da 2009
okuma yeterliligini 6lgmek i¢in ek secenek olarak bilgisayar tabanli degerlendirme
tasarlamig, ardindan PISA 2015’ e bilgisayar araciligiyla 6grenci degerlendirmesi
yapmustir. Bu yenilik BIT etki faktrlerinin ortaya ¢ikmasini saglamigtir (Xiao vd.
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2019). Ayrica yine giincel konulardan yolla ¢ikarak OECD kiiresel yeterlilige sahip
bireyler yetistirilebilmesi amaciyla (Mostafa 2021) PISA 2018’de kiiresel yeterlilik
alanina yer vermistir. OECD’e (2018) gore kiiresel yeterlilige sahip olan 6grenciler,
kiiresel ve kiiltiirlerarast sorunlar1 inceleyebilir, farkli bireylerle basarili ve saygili bir
sekilde iletigim kurabilir, stirdiiriilebilirlik ve kolektif refah icin gerekli eylemlerde
bulunabilmelidir. Ancak Cobb ve Couch (2021) yapilmaya calisilan g¢alismanin
yetersiz oldugunu ve gelistirilmesi gerektigini ifade etmistir. Engel vd. (2019) ise
potansiyel olarak olumlu sonuglar vermesine ragmen PISA 2018’de degerler
kavrammin g6z ardi edilmesinden dolayi, kiiresel yeterliligin evrensel ve yerel
diizeyde olgiilebildiginden duyduklari endiseleri dile getirmislerdir. Ancak OECD
(2018), kiiresel yeterlilikle test edilen 6grencilerin yine okuma metinleri tizerinden
test edildigini, bu sayede okuma becerisi ile kiiresel yeterlilik arasindaki iliskiyi
6l¢ebilmenin miimkiin olacagini ifade etmistir.

Cocuk Vakfi (2006) okuma aligkanliginin kazanilmasinda aile, okul ve ¢evrenin
etkili toplumsal kurumlar oldugunu ifade etmistir. Boylesine ¢ok boyutlu bir siirecte
birgok arastirmact okuma becerisini etkileyen unsurlari incelemistir. Literatiirde
okuma becerisi tizerine PISA verileriyle yapilan bazi ¢alismalara Tablo Ek 1°de yer
verilmistir. Bu kapsamda cinsiyet, sosyoekonomik durum, ebeveynlerin egitim
diizeyleri ve meslekleri, ebeveyn ve 6gretmen destegi, BIT kullanimi 6grenciler igin
Oonemi bulunan degiskenler arasindadir.

Son yillarda teknolojinin ilerlemesi okuma aligkanliklarimizda degisiklik
yarattig1 gibi bilgisayar uygulamalarinin da biiyiik boyutlu verileri tek seferde ve kisa
stirede analiz edilebilmesine olanak saglamistir. Bu kapsamda ¢ok boyutlu verilere
sahip olan PISA veri setleri de veri madenciligi yontemlerinin kullanilmasina olanak
tanimakta ve basarili sonuglar vermektedir. Veri madenciligi (DM) yardimiyla veri
depolarinda bulunan gizli bilgilere (Kaunang ve Rotikan 2018; Salal vd. 2019)
ulagilabilmektedir. DM yontemlerinin egitim verilerine uygulanmast Egitimsel Veri
Madenciligi (EDM) olarak tanimlanmaktadir (Asif vd., 2017; Firat ve Koyuncu,
2020). Jalota ve Agrawal’a (2019) gére EDM, egitim verilerini ve 6grencileri daha iyi
degerlendirebilmek i¢in kullanan bir disiplindir. EDM verilerde yeni kaliplar arayarak
yeni algoritmalar veya modeller gelistirirken (Romero ve Ventura, 2020) istatistik,
makine 6grenimi ve veri madenciliginden yararlanir (Mahajan ve Saini, 2020). Bu
kapsamda literatiirde yapilmig baz1 ¢alismalar ve kullandiklar1 yontemlere Tablo Ek
2’de yer verilmistir.

Biiyiik veri kiimelerini olusturan degisenlerin hepsi ilgilenilen smiflandirma ile
her zaman ilintili degildir. Biiyiik veri kiimeleriyle ugrasmak algoritmayi
yavaglatmasinin yani sira fazla kaynak tikketimi ve yontemlerin elverigsiz hale gelmesi
gibi dezavantajlara sahiptir. Bu yiizden miimkiin olan en iyi siniflandirma sonuglarini
veren kiigiik veri setleri tercih edilir (Kursa ve Rudnicki, 2010). Kiigiik verilerle
calismak i¢in arastirmacilar tarafindan manuel degisken secimleri gergeklestirilebilir.
Ancak bu secimler yanliliga ve zaman kaybina neden olur. Manuel degisken segimleri
yerine literatiirde istatistiksel varsayimlara dayanan Oznitelik se¢im algoritmalari
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kullanilmast daha avantajlidir. ML c¢aligmalarinda veri seti igerisinde yararlt
degisenleri (6znitelikleri) se¢gme ve bulma siireci olarak kabul edilen 6znitelik se¢im
algoritmalarmin  EDM kapsaminda performans ve dogruluklarini karsilastiran
caligmalar arasinda, Zaffar vd. (2017) farkli 6grenci veri setlerini kullandiklar
calismalarinda 6 adet 6zellik secim ve 15 adet siniflandirma algoritmasi kullandiklari
calismalarinda RF’1n daha iyi sonuglar verdigini belirtmislerdir. Jalota ve Agrawal’da
(2021) ¢esitli 6zellik (korelasyon ve sarmalayici tabanli) se¢im algoritmalarindan ve
siniflandiricilardan (Bayes-Net, JRip, J48, NB, oneR, RF, SMO, Simple Lojistic)
yararlanarak yaptiklart ¢alismalarinda SMO ve J48’in korelasyon oznitelik se¢im
algoritmalari ile en yiliksek dogruluk 6lgiitlerine sahip oldugunu ifade etmislerdir. Bu
calismada RF ise en basarili performansa sahip olmamakla birlikte basarili sonuglar
elde edilmesini saglamistir. Gajwani ve Chakraborty’da (2021) 6grencilerin notlarini
dogrudan etkileme olasilig1 en yiiksek olan 6zelliklerin bir alt kiimesini belirlemek
amaciyla farkli algoritmalar1 (DT, LR, NB, boosting, bagging , voiting ve RF )
kullandiklar1 c¢alismalarinda Boosting, voting ve RF en iyi sonuglar1 verdigi
belirtmislerdir. Delen’de (2010) ¢alismasinda okulu birakma riski olan 6grencilerin
yipranmasina neden olan unsurlari belirlemek amaciyla yaptiklari ¢alismada ¢esitli
algoritmalar (ANN, DT, LR, SVM, RF (Bagging) , Boosted Trees, Information Fusion
(IF) ) kullanmigtir. Calisma sonuglart incelendiginde dogruluk oranlarmin en yiiksek
oldugu algoritmalarin 6nem sirasina gore IF iken RF (Bagging) oldugu goriilmektedir.
Ayrica Han vd. (2019) 6grencilerin problem ¢dzme becerilerini, Son vd. (2020) ise
Ogrencinin okuma becerisini etkileyen degiskenlerin belirlenmesi i¢in RF
algoritmasindan yararlanmiglardir. Anand vd. (2021) ise c¢alismalarinda EDM’de,
Ozellik se¢imi olarak Boruta’yi, siniflandirict olarak NB ve DT kullanmuslardir.

Bu ¢aligmada “Tirkiye’deki 6grencilerin okuma becerilerini etkileyen etmenler
nelerdir?” sorusuna odaklanilmistir. Okuma becerisinde yiiksek ve diisiik puan alan
ogrencileri etkileyen dnemli degiskenleri tespit edip, ilgili egitimcilere ve politika
yapicilara yeni ipuglar1 ve bakis agilar1 sunabilmek amaglanmigtir. Bu ¢alismanin ilk
asamasinda okuma becerisini etkileyen degiskenlerin belirlemesi sirasinda RF
temeline dayanan Boruta algoritmas1 kullanilmistir. Tkinci adimda ise belirlenen bu
degiskenleri olusturan sorular kullanilarak yine Boruta algoritmasi ile 6n plana ¢ikan
sorular belirlenmistir. Petko vd. (2017) PISA anket maddelerinin genel ve 6grenci
beyanlarmma dayandirildigr igin bulgularin olast yorumlarmin dikkatlice ele
alimmasindan bahsetmislerdir. Bu kapsamda g¢alismanin {iglincii agamasinda ise elde
edilen sorular /degiskenlere ait olasilik tablolari olusturulmustur. Caligmanin son
kisminda, elde edilen bulgular degerlendirilerek PISA 2018 Tiirkiye drnekleminden
elde edilen ¢iktilar dogrultusunda &grencilerin okuma becerilerinde ©ne ¢ikan
degiskenler lizerine tartigilmistir.

Yontem
Arastirma Modeli

Genis 6lgekli degerlendirmelerde 6grencinin aldig1 puan degil 6rneklemin aldig1
puan dikkate alinmaktadir (Pejic ve Molcer, 2019). Bu puanlar makul degerler
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(plausible values-PVs) olarak ifade edilir. Arikan vd. (2020) genis 6lgekli test (PISA,
PIAAC ve TIMSS ) verilerinin 6rneklem agirliklarimi dikkate alan yontem ve
yazilimlar kullanilmasi gerektiginden, Tat vd. (2019) ise genis 6l¢ekli uygulamalarda
verilerin (6grenci, okul, bolge, iilke, vb.) hiyerarsik bir yapiya sahip olduklari icin
makul degerlerin dgrencilerin bireysel puanlarini temsil etmeyecegini belirtmislerdir.
Ozkan (2021) ise “PISA makul degerlerinde 6grencilerin bireysel degerleri olarak
kullanilmamas1” gerektigini belirtmis, ancak PISA “kendisi tarafindan belirlenen
diizeyleri kullanilarak tilkedeki 6grencileri PV degerlerini dikkate alarak (cinsiyetler,
okullar, bolgeler bazinda siniflandirdigi) “degerlendirmeler yaptigini ifade etmistir.
Yilmaz vd. (2020) tarafindan hazirlanan PISA ve Tiirkiye (2000 - 2018) raporunda
ise “PISA beceri dlgeginde belirli bir noktaya yerlestirilen bir 6grenci o diizey ve o
diizeyin altindaki gorevleri yerine getirebilir” ifadesini kullanmislardir. Ogrencilere
ait PV degerlerinin bireysel olarak kullanilamayacagi ancak bu degerlere dayanarak
belli bir diizeyde yer almalar1 durumunda degerlendirmeye tabi tutulduklart PISA
raporlarinda karsimiza ¢ikmaktadir. PISA’nin performans yordayici ¢aligmalarinda
Ogrencilere ait dogrudan kullanilabilecek net bir basari puani olmadig1 icin EDM
calismalarinda 6grenci hakkinda genel bir bilgiyi temsil etmesi bakimindan bu tiir
caligmalarda makul degerler kullanilmaktadir (Bezek Giire vd., 2020; Depren ve
Depren, 2021; Dong ve Hu, 2019; Gamazo ve Martinez-Abad, 2020; Koyuncu ve
Gelbal, 2020; Ozkan, 2021; Pejic ve Stanic Molcer, 2018; Son vd., 2020). Bu ¢aligma
bir siniflandirma temelli olmasindan dolayi yine direk 6grencinin bireysel puani
lizerine odaklanarak analizler yapilmadigi, 6grencinin temsil ettigi sif dikkate
alinarak degerlendirildiginden dolay1 6grencilere ait PV degerleri kullanilmasi uygun
bulunmustur.

Veri Toplama Araglari

Bu aragtirmada veri toplama araci olarak, PISA 2018 Tiirkiye drneklemine ait
Ogrenci anketinden(OECD 2019c) yaranilmis nicel iligkisel bir ¢alismadir.
Ogrencilerin okuma beceri testinden alman puanlar (PV1-PV10) literatiirde bazi
caligmalarda (Bezek Giire vd. 2020; Dong ve Hu 2019; Lee 2018; Pejic ve Stanic
Molcer 2018) ve PISA’nin sonug raporlarinda kullandig1 gibi ortalamalart alinmustir.
Erisime agik bir veri seti olmasindan dolay1 verilerin kullanimi i¢in 6zel izin talep
edilmemistir.

Etik Kurul Onay1

Calismada OECD (2019b) tarafindan tiim arastirmacilarin kullanimina sunulan
veri seti kullanilmistir. Bu nedenle ¢alisma igin herhangi bir etik bildirime ihtiyag
duyulmamustir.

Verilerin analizi
Oznitelik secimi (Feature Selection)

Oznitelik segimi (FS), oriintii tanimada yaygin olarak kullanilan bir tekniktir.
Verinin i¢inde bulunan hatali (giiriiltiilii) ve gereksiz o6zelliklerin (degiskenlerin)
cikarilmast ile verinin daha anlagilabilir olmasin1 (Venkata ve Lingamgunta, 2020;
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Yan ve Zhang, 2015) saglayarak veri depolama gereksinimlerini, egitim ve uygulama
slirelerinin azalmasimi (Guyon ve Elisseef, 2003), algoritmalarin hizin1 artirmay1 ve
tahmin dogrulugu i¢in performans iyilestirmeyi saglar (Guyon ve Elisseeff, 2006).

Rastgele Ormanlar (Random Forest)

Parametrik olmayan istatistiksel yontemler arasinda yerini alan RF algoritmasi,
Breiman (2001) tarafindan gelistirilmistir. RF algoritmasi, siniflandirma, 6znitelik
se¢imi ve regresyon konularinda kullanilabilmektedir (Lahouar ve Slama, 2015).
Topluluk 6grenme yontemi olan RF, bir dizi karar agaclarinin birlesmesi ile daha iyi
bir performansa sahip daha biiyiik bir aga¢ olusturarak (Unpingco 2019) kiimeleme
ve bootstrap fikirlerini birlestiren; regresyon ve siniflama problemlerinde kullanilan
giiclii bir yontemdir (Bezek Giire vd., 2020).

Boruta Algoritmasi

RF smiflandirma algoritmasi etrafinda olusturulmus bir sarmalayici yontemdir
(Ahmed vd., 2021; Kursa ve Rudnicki, 2010). Bu algoritma genellikle veri kiimesini
cogaltarak veri setini genisletir ve rastgele ormandan elde ettigi Z-skorunu kullanir
(Iman ve Ahmad, 2020). Golge Oznitelikler arasindan en yiiksek Z-skoru hangi
Ozniteliklerin 6nemli/6nemsiz oldugunun belirlenmesinde referans olarak kullanilir
(Kursa ve Rudnicki, 2010). Referansin tizerindeki 6znitelikler 6nemli, diisiik olanlar
onemsiz olarak kabul edilir. Onemsiz degiskenlerin ¢ikarilmasi ile analiz tekrar edilir.
Sonugta 6nemli 6znitelikler kalana kadar analiz tekrarlanir.

EDM kapsaminda smiflandirma temelli ¢aligmalarda farki o6zellikler dikkate
alinarak siniflarmalar yapilmaktadir. Asif vd. (2017) 6grenci performanslari bagarili
ve bagarisiz gruplara ayirirken Kasap vd. (2021) ise 6 diizeye ayrilan PISA okuma
beceri puanlarmin ilk ii¢ diizeyini diisiik, diger ii¢ diizeyini ise yiiksek olarak
kodlamigtir. Emdadi ve Eslahchi (2021) ve Xu vd. (2019) calismalarinda bagiml
degiskenin medyan degerini baz alarak siniflandirma yapmuslardir. ik olarak 6890
Ogrencinin  okuma becerileri puan (PV1-PV10) ortalamalar1 (Mpyrean)
hesaplanmistir. Aritmetik ortalamanin duyarli bir ortalamasindan dolay: ¢alismanin
daha kolay ifade edilmesini ve siniflandirma performansini artirmak amacryla bagimli
degisken olan Mpvreap Asif vd. (2017), Mahajan ve Saini (2020), Son vd. (2020) ve
Han vd. (2020) caligmalarinda kullandiklari gibi siniflandirilmasina karar verilmistir.
Mpvreap’ in medyan degeri (Medpyvreap =468) hesaplanarak medyan degerinin altinda
kalan sonuglara 1(diisiik), medyan degerine esit ve tizerinde deger alan ortalamalar ise
2 (ytiksek) olacak sekilde yeniden kodlanmistir (PVREAD).

PISA, testlerde kullandiklar1 degiskenleri; basit indisler, 6l¢ek indisleri ve trend
Olgegi indisleri olmak iizere li¢ basglik altinda toplamistir. Basit indisler, aritmetik
doniisiim ve yeniden kodlanarak elde edilmistir. Olgek indisleri ise birden fazla
maddenin dl¢eklendirilmesi ile elde edilen parametrelerden olusturulmustur (OECD
2019b). Calismada kullanilan indislere Tablo 1’de yer verilmistir.
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Tablo 1.

Calismada Kullanilan Indis Listesi
Ogrenci Indisleri
ADAPTIVITY, AGE, ATTIMM, ATTLNACT, AWACOM, BEINGBULLIED, BELONG,
BFMJ2,BMMJ1, BSMJ, COBN_F, COBN_M, COBN_S, COGFLEX, COMPETE,
CULTPOSS, DIRINS, DISCLIMA, DISCRIM, DURECEC, EMOSUPS, ESCS, EUDMO,
FISCED, FISCED_D, GCAWARE, GCSELFEFF, GFOFAIL, GLOBMIND, GRADE,
HEDRES, HISCED, HISCED_D, HISEI, HOMEPQS, , ICTRES, IMMIG, INTCULT,
ISCED, ISCEDD, ISCEDL, ISCEDO, JOYREAD, LANGN, LMINS, MASTGOAL,
METASPAM, METASUM, MISCED, MISCED_D, MMINS, PARED, PAREDINT,
PERCOMP, PERCOOP, PERFEED, PERSPECT, PISADIFF, REPEAT, RESILIENCE,
RESPECT, SCREADCOMP, SCREADDIFF, ,SMINS, ,STIMREAD, STRATUM, SWBP,
TEACHINT, TEACHSUP, TMINS, UNDREM, WEALTH, WORKMAST

BIT Indisleri
ICTHOME, ICTSCH, ENTUSE, USESCH, AUTICT, INTICT, COMPICT, SOIAICT,
ICTOUTSIDE, ICTCLASS, HOMESCH

Veri setindeki yiiksek miktarda eksik veya tanimsiz bilgiler igeren indisler
silinmis (ATTIMMP, BODYIMA, CHANGE, CNTSCHID, CNTSTUID, CURSUPP,
EMOSUPP, EFFORT1, EFFORT2, EMOSUPS, FCFMLRTY, FLCONFIN, FLCONICT,
FLFAMILY, FLSCHOOL, GCAWAREP, INFOCAR, INFOJOB1, INFOJOB2, INTCULTP,
JOYREADP, LANGFATHER, LANGFRIEND, LANGMOTHER, LANGSCHMATES,
LANGSIBLINGS, LANGTEST_COG, LANGTEST_PAQ, LANGTEST_QQQ, OCOD1,
OCOD2, OCOD3, OECD, PASCHPOL, PQSCHOOL, PRESUPP, PROGN, SCCHANGE,
SOCONPA, STUBMI, SUBNATIO) ,Cinsiyet (Gender) degiskeni de dahil edilerek, biri
bagimli (PVREAD) olmak iizere toplamda 86 degisken analize dahil edilmistir.
Belirlenen bu 86 degisken i¢inde eksik veriler i¢in interpolasyon yontemi ve analiz
icin R programina ait randomForest (Liaw ve Wiener, 2018) ve Boruta (Kursa 2020)
paketleri kullanilmistir. Tablo 1°de bu ¢alismanin 1.asamasinda kullanilan 84 indis
ismine yer verilmistir. Her iki asamada da Z doniisiim (meanlmp) degerleri dikkate
alinarak degerlendirme yapilmistir. Uygulamanin ilk asamasinda 100 aga¢ ve
accuracy (dogruluk) degeri 69,7 ile okuma becerilerini (PVREAD) etkileyen indisler
icinden belirgin 27 degisken (indis) elde edilmistir.

Calismanin 2. asamasinda, 27 indise ait sorular belirlenmis ve analize dahil
edilmistir. BSMJ (Mesleki Beklenti) indisine ait sorular elde edilemediginden, analize
ilave olarak bu indiste eklenmistir. Belirlenen 159 degisken i¢inden analiz sonuglari
sonunda 100 agag ve accuracy degeri 67,2 ile 52 degiskenin (sorunun) 6n plana ¢iktig
gorillmistiir.
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Bulgular

Uygulamanin ilk asamasinda okuma becerilerini etkileyecegi diisiiniilen 85
degiskene ait ilk analiz sonuglar1 Sekil 1°de goriildiigi gibidir. Mavi kutu grafikleri,
bir golge Ozniteliginin minimum, ortalama ve maksimum Z puanina karsilik gelir.
Kirmizi, sar1 ve yesil kutu grafikleri sirastyla reddedilen, belirsiz ve onaylanan
niteliklerin Z puanlarim temsil etmektedir. Onemsiz ve belirsiz degiskenlerin
cikarilmast ile analiz tekrarlanmis ve ¢alismada kullanilacak 27 degisken (indis) elde
edilmistir ve bu degiskenler Tablo 2’de 6nem siralarina gore listelenmistir.

Tablo 2.

Okuma Becerisinde On Plana Cikan Indisler
. meanlm . . meanlm . . meanim
indisler D indisler D indisler 0
1.METASPA 19.SCREADDIF
M a7 10.HOMEPOS 26,03 F 17,24
2.PISADIFF 33,15 11.SMINS 24,30 20.GCAWARE 17,23

12.GCSELFEF

3.METASUM 30.72 F 24,26 21.BSMJ 17.16
4.ESCS 30,56 13.ICTHOME 20,62 22.COMPICT 16,94
5.USESCH 27,46 14 STRATUM 19,38 23.JOYREAD 14,28
6.ISCEDO 27,33 15.UNDREM 19,29 24.FISCED 13,44
7.INTICT 26,66 16.WEALTH 18,35 25.TMINS 13,33
8.ICTRES 26,53 17.ENTUSE 17,97 26.GLOBMIND 10,35
9.AWACOM 26,04 18. HOMESCH 17,65 27.MISCED 8,43

Tablo 2 incelendiginde, indislerin BIT kaynaklarina ulasim ve kullanimi
(USESCH, ENTUSE, HOMESCH, ICTHOME), BiT e ilgi ve algilanan yeterlilik
(INTICT, COMPICT), beklenen mesleki statii (BSMJ), ekonomik sosyal kiiltiirel
diizey (ESCS, HOMEPOS, ICTRES, WEALTH, FISCED, MISCED), egitime ayrilan
siire (SMINS, TMINS), iistbilis (METASPAM, METASUM, UNDREM), okumaya
yonelik tutumlar (JOYRED, PISADIFF, SCREADDIFF), diinya ve diger kiiltiirlere
duyulan merak (GLOBMIND, AWACOM, GCSELFEFF, GCAWARE) ve
6grencinin okudugu okul tiirii ( STRATUM, ISCEDO ) olmak iizere 9 baslik altinda
gruplandig1 goriilmiistiir.

Caligmanin 2. asamasinda 9 baglik altinda gruplanan indislere ait 159 sorunun
analizi sonucunda (Sekil 2) elde edilen 6nemsiz degiskenler ¢ikarilmis elde kalan 52
soru Tablo 3’te indis isimleri ve 6nem siralarina gére verilmistir. One ¢ikan indislerin
(STRATUM hari¢) okuma beceri puan ortalamalart (Mpvreap) ile arasinda
istatistiksel olarak anlamli iligkiler oldugu (Tablo 4) en yiiksek iligkilerin 1.asamada
on plana ¢ikan indislerden (Tablo 2) METASPAM, METASUM ve PISADIFF
oldugu tespit edilmistir.
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Sekil 1.
Birinci Asama Analiz Sonuglar
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Tablo 3.
Okuma Becerisinde On Plana Cikan Sorular Ve Indisleri
Degisken Indis ismi meanlmp  Degisken Indis ismi meanimp
ST013Q01 HOMEPOS 31,19 ST011Q07 HOMEPOS 13,60
ST166Q03 METASPAM 29,63 ST007Q01 FISCED 13,48
ST166Q02 METASPAM 24,18 1C008Q04 ENTUSE 13,36
ST059Q03 SMINS 23,60 1C010Q04 HOMESCH 13,29
1C008Q08 ENTUSE 22,74 1C001Q06 ICTHOME 13,13
ST163Q02 PISADIFF 22,40 ST164Q05 UNDREM 11,94
ST002Q01 STRATUM 22,24 1C008Q07 ENTUSE 11,80
1C011Q05 USESCH 22,13 1C008Q09 ENTUSE 11,68
BSMJ BSMJ 18,29 ST166Q04 METASPAM 11,65
ST060Q01 TMINS 18,14 ST165Q02 METASUM 11,60
ST166Q05 METASPAM 18,07 ST160Q04 JOYREAD 11,38
1C001Q10 ICTHOME 18,04 1C010Q07 HOMESCH 11,00
ST196Q04 GCSELFEFF 18,04 1C013Q01 INTICT 10,90
1C008Q05 ENTUSE 17,54 1C013Q13 INTICT 10,87
ST012Q05 HOMEPOS 17,39 ST163Q04 PISADIFF 10,33
1C014Q06 COMPICT 17,27 ST005Q01 MISCED 9,93
1C013Q04 INTICT 17,13 ST161Q08 SCREADDIFF 8,24
ST197Q01 GCAWARE 17,03 ST161Q07 SCREADDIFF 7,94
1C011Q09 USESCH 16,80 ST166Q01 METASPAM 7,24
1C011Q06 USESCH 16,79 ST164Q04 UNDREM 6,78
ST165Q04 METASUM 16,03 ST164Q01  UNDREM 6,61
1C011Q08 USESCH 15,59 ST165Q03 METASUM 5,43
IC008Q12  ENTUSE 15,28 ST164Q03  UNDREM 5,28
ST165Q05 METASUM 14,90 ST164Q02 UNDREM 4,67
ST163Q03 PISADIFF 14,06 ST165Q01 METASUM 4,48

ST196Q02  GCSELFEFF 14,03 ST164Q06  UNDREM 2,99
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Sekil 2.
Ikinci Asama Analiz Sonuglar

Imoortznce
1

Tablo 4.
Mevreap Ve Indis Korelasyon Tablosu

METASPAM METASUM PISADIFF HOMEPOS UNDREM

MpvREAD 423 371 -,356™" 337 ,294™
GCSELFEFF BSMJ SCREADDIFF JOYREAD SMINS
MpvREAD ,269™ ,259™ -,252*" 237 231
COMPICT FISCED USESCH INTICT GCAWARE
MpvREAD ,206™ ,198™ -,192™ ,191™ 187
MISCED ENTUSE ICTHOME HOMESCH TMINS
MpvREAD 187 124™ ,115™ -,064™ ,041™

**_Correlation is significant at the 0.01 level (2-tailed).

Tablo 5.
Okuma Becerilerine Ait Korelasyon Tablosu
MpvmATH Mpvsci
MpvREAD 872 ,922*"
MpvMATH 1 ,918™

**_Correlation is significant at the 0.01 level (2-tailed).

Okumaya yonelik tutumlar

1. asamada belirlenen okumaya yonelik tutumlar baghiginda yer alan okumay1
sevme (JOYRED), zorluk algist (PISADIFF) ve giigliik algisti (SCREADDIFF)
indislerinin 6grencilerin okuma becerileri {izerine etkili olduklar1 bulunmustur. Bu ii¢
indis arasinda PISADIFF’in 6nem diizeyinin altinci sirada oldugu Tablo 2’de
goriilmiistir. Ayrica SCREADDIFF ve PISADIFF’in PVREAD’le aralarinda
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istatistiksel olarak anlamli ancak negatif yonlii bir iliski oldugu tespit edilmistir (Tablo
4).

Ustbilis

Ogrencilerin okumayla ilgili bilissel durumlarin degerlendirmek iizere Anlamak
ve hatirlamak (UNDREM), Ozetlemek (METASUM) ve Giivenilirligi

degerlendirmek (METASPAM) indislerinin PVREAD ile aralarinda istatistiksel
olarak anlamli iligkiler oldugu tespit edilmistir (Tablo 4).

Okuma becerisine gore siiflandirilmada METASPAM ve METASUM o6ncelik
siralamasinda  6ne ¢ikan indisler arasindadir (Tablo 2). Analiz sonuglarina
bakildiginda okuma stratejilerinin (METASPAM, METASUM ve UNDREM) okuma
becerilerinin siniflandirilmasinda énemli bir rol oynadiklart dogrulanmistir.

Egitime ayrilan siire

Ogrencilerin fen bilimleri (SMINS) ve toplam derslere (TMINS) ait aldiklar
haftalik ders saatlerinin okuma becerisi iizerinde istatistiksel olarak anlamli bir
iliskiye sahip oldugu goriilmekle birlikte (Tablo 4) TMINS’e ait korelasyon (r=0.041)
degerinin neredeyse sifir oldugu tespit edilmistir.

Okuma becerisi ile fen bilgisi arasindaki iligkiyi gdzlemleyebilmek amaciyla,
okuma (MPVREAD) , matematik (MPVMATH) ve fen bilgisi (MPVSCI) beceri
puan ortalamalar1 arasindaki iliskiler incelenmistir (Tablo 5). En yiiksek korelasyon
degerinin okuma becerisi (MPVREAD) ortalamasi ile fen bilgisi beceri ortalamasi
arasinda ( 0.92) oldugu tespit edilmistir.

Diinya ve diger kiiltiirler hakkinda bilgi

Calismanin 1.asamasinda diinya ve diger kiiltiirlere duyulan merak basligi
altinda (GLOBMIND, AWACOM, GCSELFEFF, GCAWARE) dort indisin 6n plana
ciktig1 goriilmektedir (Tablo 2). Ancak ¢aligmanin 2. agamasinda bu indisler i¢inde
sadece iki tanesi 6n plana ¢ikabilmistir. GCSELFEFF, bir 6grencinin kiiresel konulari
aciklamaya veya tartigmaya iligskin 6z yeterliligini ele alirken, GCAWARE ise bir
Ogrencinin kiiresel sorunlara iliskin farkindaligini sorgular. Bu iki indisinde
ogrencilerin okuma becerileri ile pozitif yonde anlaml1 iliskiye sahip olduklar1 tespit
edilmistir (Tablo 3) .

Ekonomik-Sosyal-Kiiltiirel Diizey

Caligmanm 1.asamasinda ekonomik-sosyal-kiiltiirel diizey bashgi altinda
(ESCS, HOMEPOS, ICTRES, WEALTH) dort indis belirlenmistir (Tablo 2). ESCS
i¢ indisten olusan bilesik bir puandir. Ebeveyn mesleki durumu (HISEI), ebeveyn
egitimi (PAREDINT) ve ev halkina ait ev esyalar1 (HOMEPOS) endekslerinden
olusur. HOMEPOS indisi, 6grencilerin evlerinde bulunan esyalarini, evdeki mevcut
kitap sayis1 da dahil olmak {izere zenginlik (WEALTH), kiiltiirel varliklar
(CULPOSS) ve evde egitim kaynaklar1 (HEDRES) indekslerinden elde edilir.
ICTRES indisi ise, sahip olunan BIT kaynaklarindan olusturulmustur.
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Caligsmanin 2. asamasinda bu indisler iginde HOMEPOS, FISCED ve MISCED
olmak {izere bu {i¢ indisi temsil eden sorular 6n plana ¢ikmistir. FISCED ve MISCED
indisleri PAREDINT indisinin ebeveynlere ait olan bilgilerini igermektedir. Ayrica
bu ii¢ indis ile okuma becerisi arasinda istatistiksel olarak anlamli iliskiler tespit
edilmistir (Tablo 4).

BIT kaynaklarina ulasim ve kullanim

Tablo 2’de BIT kaynaklarina ulasim ve kullanim bashgi altinda yer alan
USESCH okulda kullanilan, ENTUSE okul dis1 etkinliklerde kullanilan, HOMESCH
ise okul disinda 6devlerde kullanilan dijital cihaz kullanim sikligini temsil eder.
ICTHOME ise evde kullanilan BIT cihazlarindan elde edilmis indislerdir.

Caligmanin 2. asamasinda yine bu dort indisi temsil eden sorular 6n plana ¢ikmig
(Tablo 3), okuma becerilerinin siiflandirilmasinda 6nemli bir rol oynadiklari
dogrulanmigtir. Ayrica bu dort indis ile okuma becerisi arasinda istatistiksel olarak
anlaml iliskiler tespit edilmistir (Tablo 4). Ancak USESCH ve HOMESCH
indislerinin PVREAD ile istatistiksel olarak anlamli ve negatif bir iligkiye sahip iken,
HOMESCH korelasyon degerinin (1=-0.064) ¢ok diisiik oldugu gdzlenmistir.

BiT’e ilgi ve algilanan yeterlilik

Tablo 2’de BiT’e ilgi ve algilanan yeterlilik bashg: altinda toplanan (INTICT,
COMPICT) iki indis, ¢alismanin 2. asamasinda 6nemlerini korumuglardir. Bu iki
indiste Ogrencilerin dijital medya ve dijital cihazlara olan ilgilerini (INTICT) ve
ogrencilerin kendilerini ne kadar yeterli (COMPICT) bulduklarini degerlendirmeye
¢alismaktadir. Her iki indisinde okuma beceri ortalamalari ile pozitif ve istatistiksel
olarak anlamli iligkiye sahip oldugu tespit edilmistir (Tablo 4) .

Mesleki Beklenti

Caligmanin iki asamasinda da kullanilan BSMJ indisi, Uluslararasi Calisma
Orgiitii (ILO)’nun yapmis oldugu siiflandirma yapisina gore otuz yaslarinda
ogrencilerin kendilerini hangi iste ¢alisiyor olduklarint umduklart sorularina verilen
yanitlarin diizenlenmis halidir. Alinan yiiksek puanlar &grencinin beklentisinin
yiiksek mesleki statii hedefledigini gostermektedir (OECD 2020). BSMJ ile okuma
becerisi arasinda pozitif yonde istatistiksel olarak anlami bir iliski tespit edilmistir
(Tablo 4).

OKkul tiirii

Ogrencilerin okuduklar1 okul tiiri ya da bilgisi indisi olarak tanimlanan
STRATUM, ¢alisgmanin iki agsamasinda da énemlilik arz etmistir (Tablo 2, Tablo 3).
Ogrencilerin gittigi okul tiirlerine gore yeniden diizenlendikten sonra okuma beceri
puanlarina gore siniflandirilmistir. Olasiliklar dikkate alinarak hazirlanan Sekil 3
asagidaki gibi elde edilmistir. Okuma becerisi yiiksek 6grencilerin Anadolu Lisesi,
Fen ve Sosyal Bilimler Lisesindeki 6grenciler oldugu tespit edilmistir.
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Sekil 3.
Okul Tiirlerinin Okuma Beceri Durumliar:

Sesyal Bilimler Lisesi-

Ortaokul~

Mesleki ve Teik Anadolu Lisesi -

OkulTuru

CokProg.A Lisesi-

Anadolu Lisesi-

Almam Hatp Lisesi -

AGuzel Sanatlar / ASpor Lisesi~

U‘ﬁ[l
Olasili

Tartisma, Sonu¢ ve Oneriler

Francis Bacon’un 1597 tarihinde yazdigi “bilginin kendisi giictiir” sozii
giinlimiizde teknolojinin hizla ilerledigi bu ¢agda daha belirgin olarak
hissedilmektedir. Okuma, bilgiyi besleyen unsurlarin basinda gelir. Okuma becerisi
bu ylizy1lin hizina yetisebilmemiz igin eskisinden de dnemli bir yere sahiptir. Bugiinii
modern ve karmasik olarak tanimlayan Fabunmi ve Folorunso’a (2010) gore daha iyi
yasamak ve basarili olabilmek igin okuma becerilerine ihtiya¢ duymaktayiz.
Nzeyimana ve Bazimaziki’e (2020) goére giiniimiiz diinyasinda teknolojinin hizl
ilerlemesi sonucunda temelsiz bilgilere giivenmek ve tam olarak bilgilenmemekle
sonuglanacak basarisiz okuma becerileri ile basa ¢ikabilmek i¢in yeni stratejilerin
belirlenmesi gerekmektedir.

Bireyin {stbilis stratejilerini etkin sekilde kullanmasiin, 6grenme kalitesi
iizerinde 6nemli bir etkisi oldugu kabul edilir (Arslan 2020). Ustbilis farkindalig1 olan
Ogrenciler hangi stratejileri nerede ve ne zaman kullanacaklarini bilirler (Firat ve
Koyuncu, 2020). Ustbilis indislerinin okuma becerilerinde etkili oldugu Depren ve
Depren (2021); Firat ve Koyuncu (2021) ve Son vd. (2020) ¢aligmasinda oldugu gibi
bizim ¢alismamiz tarafindan da desteklenmistir.

Dijjital diinyanin hizli yiikselisi kullanicilarin  daha dikkatli okumalar
yapmalarmi zorunlu hale getirmistir. UNESCO’da (2013) ifade ettigi gibi
okuryazarlik tanimi artik yasam becerilerinden olugmaktadir. Bugiin diinyanin birgok
yerinde dijital okuma becerisi, bireyin hedeflerine ulagsma ve topluma katilma
becerisinin anahtar1 (OECD 2016) olarak goriilmektedir. Teknolojinin ¢ok hizli
ilerlemesi ile 6grencilerin karsilagacaklar1 sorunlarla basa ¢ikabilmeleri i¢in egitim

PVREAD

W 0w
W vuesek


https://tr.wikipedia.org/wiki/Francis_Bacon

Okuma Becerisini Etkileyen Degiskenlerin Boruta Algoritmasi ile Belirlenmesi 684

sistemlerinin bu degisimleri dogrudan siif egitimlerine tagimmasi (Henry 2006;
Keskin 2014), ogrencilerin dijital okuma beceri egitimleri ile desteklenmesi
gerekmektedir.

Giliniimiizde teknoloji ve internetin bizlere sundugu sinirsiz bilgiye erisimin
sonunda hala aragtirma konular1 hakkinda bir fikir sahibi olmamak, yetersiz dijital
medya okuryazarligina isaret edebilir (OECD 2018). Kiiresel yeterligi gelismis
ogrencilerin disiplinlere ( Fen, Edebiyat, Matematik, Biyoloji, Tarih vb.) kiiresel bir
bakis acis1 gelistirmesi, derinlemesine 6grenmesi ve egitim hayatlarinda daha basarilt
olmalarini saglayabilir (Tedmem 2019). Ayrica hem diisiik kiiresel yeterlige sahip
geng kusagin, tarafli ve sahte haberler tarafindan kandirilabilecekleri diisiiniilebilir
(OECD 2018). Bu kapsamda okul yoneticileri ve 6gretmenlerin kiiresel yeterliligi
gelistirmek adina Ggrencilerin dijital olanaklar1 daha anlamli ve iiretken sekilde
kullanmalar1 saglanmali, {stbilis stratejileri ile desteklenmeleri, amaglanan
stirdiiriilebilirlik ve kolektif refah fikirlerine bir adim daha yaklasilmasina olanak
saglayacagi diisiiniilebilir. Okuma becerisi ile kiiresel yeterlilik arasindaki iliskiyi
6lgebilmenin miimkiin olacagini ifade eden OECD’nin (2018)gériisii ¢caligmamizla
paralellik gostermistir. Kiiltiirel birikim ve kiiresel sorunlara karsi ilgisi olan
Ogrencilerin okuma becerilerinin yiiksek oldugu belirlenmistir.

Oriogu vd. (2017) ¢alismalarinda 6grencilerin okuma aligkanlhigini engelleyen
en onemli faktoriin sosyal medya (Facebook, Whatsapp, Twitter vb.) oldugunu ifade
etmistir. UNESCO (West ve Chew, 2014) raporuna gore gelismekte olan bes tlilkenin
ligte ikisi, okumalarini telefonlarindan yapmaktadir (OECD, 2016; West ve Chew,
2014). Yine aymi rapora gore mobil okuyucular olarak tanimlanan bu Kkisilerin
¢ogunun geng ve normale gore daha fazla egitimli olduklari ifade edilmistir. Okuma
aligkanliginin  sekil degistirdigi giliniimiizde e-okumalarin avantajlar1  gencleri
elektronik iceriklere yonlendirmektedir (Mushtaq vd., 2020). Adeyokun vd. (2020)
ortaokul 6grencileri lizerine yaptiklari ¢alismada akilli telefonlar, diziistii bilgisayarlar
araciligi ile internet lizerinden yapilan okumalarm dgrencilerin okuma aligkanliklarini
olumlu yo6nde etkiledigini ifade etmislerdir. Srijamdee ve Pholphirul( 2020) ve
Viazquez-Cano vd. (2020) egitimleri sirasinda BIT kullanan 6grencilerin olumlu
etkilere sahip olduklarini, ancak egitim dis1 aktivitelerde BIT kullaniminin akademik
basarilar iizerinde bir etkisinin olmadig: ifade etmigler. Petko vd. (2017) ise evde
dijital eglence amach, Xiao vd. (2019) ise sosyal etkilesim icin BIT kullanan
Ogrencilerin akademik basarilar1 ile arasinda negatif bir iliski oldugunu
belirtmislerdir. Gubbels vd.( 2020) ve Xiao vd. (2019) BIT kullanimi ile dgrenci
basarilar1 arasindaki iliskinin ters U seklinde oldugu, asir1 kullaniminin pozitif olan
etkiyi tersine gevirebilecegini belirtmislerdir. Ogrencilerin internette fazla zaman
gecirmelerinden ¢ok, zamani nasil gegirdikleri daha 6nemlidir. Henry’nin (2006)
ifade ettigi gibi dgrencilerin hayata hazirlanmalar igin dgretmenlerinin siniflarinda
gelisen yeni okuryazarliklari anlamalari ve ¢6ziim yollar1 ararken Ogrencileri
internetten uzaklastirmamalar1 gerekmektedir. Ayrica Ogrencilerin teknolojinin
elestirel ve nitelikli kullanimi konusunda bilgilendirilmeleri, yaslarina uygun olmayan
iceriklere kars1 kaginma stratejileri dgretilmelidir (Vazquez-Cano vd. 2020). Lee ve
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Wu (2012), dgrencilerin BIT algilari ile akademik performanslari, BIT tutumlari ile
ogrencilerin okuma performanslari (Ertem, 2021; Petko vd., 2017) arasinda pozitif
iligkiler tespit etmislerdir. Benzer sekilde Hu vd. *de (2018) BIT e ilgi ve yeterlilik
bildiren, Srijamdee ve Pholphirul (2020) ise BiT’e kars1 deneyim ve asina olan
Ogrencilerin okuma, fen ve matematik alanlarinda yiiksek performansa sahip
olduklarini ifade etmislerdir. Bizim sonuglarimiz da literatiirle uyumludur. BiT’e
kars1 ilgi ve yeterlilik bildiren dgrenciler yiiksek okuma beceri puanlarina sahiptir.
Teknolojinin hizla ilerledigi bu donemde, evlerimizde kullanmaya basladigimiz akilli
cihazlari da diisiinecek olursak, dgrencilerin BiT lere yatkinliklarinm artirilmasi ve
kendilerini bu konuda yeterli hissettirilmeleri 6nem arz etmektedir.

Ogrencilerin kariyer beklentileri, gelecekteki istihdam firsatlar1 ile egitim
planlarinin uyumlu olup olmadiginin ortaya konmasi agisindan énemlidir (Sikora ve
Pokropek, 2006). Consulting ve Trust (2013) komisyon toplantisinda, 18-24 yasindaki
geng neslin tam zamanli egitim ve istihdamda olmadiklarini, bu geng issizligin diisiik
okuryazarlikla iliskili oldugunu belirtmislerdir. Genglerin gelecek taleplerini
yiikselterek okuryazarligini artirmasina odaklanilmasi gerektigi, bunun i¢inde 11-14
yag grubunun 6zel odak noktasi olarak belirlenmesi, gergekgi istihdam taleplerini
olusturabilmeleri i¢in 6zellikle orta 6gretimin ilk yillarinda desteklenmeleri gerektigi
ifade edilmistir. Gamazo ve Martinez-Abad (2020) calismalarinda belirttikleri gibi
beklenen mesleki statii 6grencilerin performansini artiran bir unsurdur. Bizim
calismamizda da mesleki beklentisi yiiksek olan Ogrencilerin okuma beceri
puanlarmin yiiksek oldugunu tespit edilmistir.

Okuma becerisini etkiyen degiskenler arasinda okul tiirii de (Celik ve Yurdakul,
2020; Ertem, 2021; Firat ve Koyuncu, 2020; OECD, 2019a) 6énemli etkenlerden biri
olarak kargimiza ¢ikmistir. Egitim uygulamalari ve miifredatlar 6grencinin akademik
basarisina katkida bulunabilir (Flores-Mendoza vd., 2021). Suna vd. (2020) okullar
arasi ve okul i¢i basari performanslarinin Tiirkiye’nin uzun zamandir tartigilan
konularindan biri oldugunu, bu farkliligin ortadgretimde baglayip artarak devam
ettigini ifade etmistir. Okuma becerisi bakimindan daha 6nce yapilan PISA sonuglari
icinde de en yiiksek puan ortalamasi yine fen liselerine aittir (Yilmaz vd., 2020). Okul
tiirleri arasindaki farklilig1 azaltmak igin politika yapicilar ve egitimciler tarafindan
diigiik bagar1 gosteren okul tirlerinin desteklenmesi (Suna vd., 2020) ve
miifredatlarinin tekrar gézden gecirilmesi uygun olacaktir.

Ebeveynlerin sosyoekonomik gegmisi Ogrencinin akademik performansini
etkileyen onemli faktorler arasinda kabul edilmektedir (Firat ve Koyuncu, 2020;
Geske ve Ozola, 2008; Hu vd., 2021).PISA 2018’de Son vd. (2020) Koreli
Ogrencilerin sosyoekonomik gostergeleri diisiik olan 6grencilerin okuma beceri
puanlarinin disiik oldugu tespit etmistir. Chung vd. (2021) Finlandiya ve Koreli
ogrencilerde sosyoekonomik gostergeler ile okuma becerileri arasinda olumlu yonde
bir etki bulurken Suna vd. *de (2019) Tiirkiye 6rnekleminin olumlu yonde ve diisiik
etkiye sahip oldugunu ifade etmistir. Bu sonuglar bizim bulgularimizla da
ortiismektedir.
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Aile, hayatin her bdliimiinde gocuklar igin dnemli bir unsurdur. Bir ebeveynin
egitimi beraberinde ebeveyn meslegini ve ebeveyn gelirini etkilemektedir. Ebeveyn
egitimi 6grencinin okuma becerisinde 6nemli bir unsurdur (Geske ve Ozola 2008; Le
vd. 2019; Rojas-Torres vd. 2021; Son vd. 2020; Vazquez-Cano, De la Calle-Cabrera,
vd. 2020). Bu ¢alismanin sonuglarina gore de ebeveynin egitimi 6nemli bir degisken
olarak belirlenmistir.

Dong ve Hu (2019) ¢alisgmalarinda okuma becerisini etkileyen indislerden biri
olarak o&grencilerin test diline (LMINS) ayrilan siireyi belirlemis olmakla birlikte,
bizim ¢alismamizda fen bilimleri ve toplam olarak haftalik alinan ders siireleri 6n
plana ¢ikmustir. Nadaf vd. (2021) ¢alismalarinda diger ders siirelerini analizden
cikardiktan sonra toplam 6grenme siiresinin (TMINS) 6grencinin biligsel basarisina
katkida bulunan en 6nemli 6zellik oldugunu tespit etmiglerdir. Egitim siiresinin
haftada 35 saatten fazla olmasi durumunda sonuglar {izerinde daha az olumlu ve hatta
olumsuz etkiye sahip oldugunu belirtmislerdir. Chung vd. (2021) c¢aligmalarinda
Koreli dgrencilerde TMINS 6nemli bir degisken olurken, Finlandiyali 6grencilerde
Ogrenme siirelerinde etkinlik alt-bagliklarinin (bos zaman, kendi basina okuma siiresi
vb) 6ne ¢iktigini belirtmislerdir. Depren ve Depren (2021) Tiirkiye’deki d6grencilerin
fen konularina harcadiklari zamanin okuma becerisi iizerinde istatistiksel olarak
anlamli bir etkisi oldugunu belirtmistir. Bu ¢aliygmada da okuma becerisi ile fen
okuryazarlig1 arasinda istatistiksel olarak pozitif ve yiiksek bir iligki tespit edilmistir.

Aligilagelen egitim sistemlerinin yiiz ylize yapildigi smiflardan, gliniimiiziin
teknolojik gelismeleriyle ¢evrimigi kurslar, videolarla baslayan egitimleri 6zellikle
2020 yilinda baglayan COVID-19 siireci ile geldigimiz noktada sanal siniflarda egitim
yapmak zorunda kalinmis, BIT ve egitim arasindaki iliski zorunluluklardan dolay1 da
olsa ¢ok Onemli bir hale gelmistir. Okuma kiltirinin degistigi bu donemde
Ogrencilere ait okuma becerilerini artirabilmek amaciyla Ggrencilerin internette
karsilagabilecekleri olumsuz durumlara karst kendilerini koruyabilmeleri i¢in iistbilis
stratejilerinin ve BIT okuryazarligmin iizerinde durulmasi gerekmektedir. Politika
yapicilar ve egitimcilerin hizla gelismekte olan teknolojiye ayak uydurabilen geng
neslini nitelikli bir hale getirebilmesi i¢in Ggrencilerin internete, dijital cihazlara
erisimini artirmali ve kullanmasini 6gretmelidir. Okullar arasi farkliligi gidermenin
yollarin1 aramalidir. Degisim gosteren okuma aligkanligina karsi durmak yerine
degisime ayak uydurulmali sesli kitap, podcast ve egitici videolar gibi 6grencileri
besleyecek teknolojik araglar kullanilmali ve cazip hale getirilmelidir. Ayrica bu
caligmada yer verilmeyen cinsiyetler ve okul tiirleri dikkate alinarak yapilacak yeni
calismalar okuma becerisinde 6n plana ¢ikan degiskenlerin incelenmesi de politika
yapicilar ve egitimciler i¢in yararli bulgular saglayacagi disiiniilmektedir.
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Annex:
Table Annex 1.
Some literature studies on reading skills within the scope of PISA data
Researchers Year Research Topics Samples
Torppa et al. PISA The effect of gender on reading Finland
(2018) 2009, skills
2012
Xiao et al. (2019) PISA  The effect of ICT on reading skills Singapore, New
2015 Zealand,
Avusturalya,
Finland and France
Vazquez-Cano et PISA The impact of unsustainable
al. (2020) 2015 technology use on students'
reading skills
Srijamdee and PISA The impact of ICT familiarity on Thailand
Pholphirul (2020) 2015 reading, science and mathematics
literacy.
Khorramdel et al. PISA The effect of gender on reading
(2020) 2018 skills
Gamazo and PISA Factors affecting student
Martinez-Abad 2018 performance in reading, science
(2020) and mathematics literacy
Anastasiou et al. PISA The relationship between
(2020) 2009, socioeconomic level and special
2010 education and reading, science and
mathematics literacy
Coban (2020) PISA Relationships between reading Turkiye
2018 skills, socioeconomic status,
parental support, student
achievement and school level
variables.
Ozkan (2020) PISA  The impact of socioeconomic level Turkiye
2018 on students' welfare levels and

academic achievement in reading,
science and mathematics literacy.
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Suna et al. (2020)

Son et al. (2020)

Ding and Homer
(2020)

Gubbels vd (2020)

Yurdakul and
Celik (2020)
Vazquez-Cano et
al. (2020)
Firat and Koyuncu

(2021)

Flores-Mendoza et
al. (2021)

Kogar (2021)

Rojas-Torres et al.
(2021)

Ertem (2021)

PISA
2015,
2018

PISA
2018

PISA
2009

PISA
2015

PISA
2015

PISA
2015

PISA
2018

PISA

PISA
2009,
2018

PISA
2018

PISA
2018

Change in reading, science and
mathematics literacy according to
years and school types

Determination of variables that
affect reading skills

The importance of reading
performance in explaining
mathematics performance

The relationship between reading
skillsand ICT

The relationship between students
and schools' reading skills

Reading skills of students from
three countries with different
socioeconomics were examined.

Determination of factors affecting
reading skills

The effect of general intelligence
and socioeconomic level on
reading, science and mathematics
literacy

Examining the effects of gender
and socioeconomic status on
reading skills, with various
variables acting as mediators.

The evaluation of reading skills is
done from the perspective of both
teachers and students.

Factors that affect reading skills
are determined at both the student
and school levels.

Turkiye

Korea

China, Beijing

Holland

Turkiye

Canada, Finland and
Singapore

Turkiye

Latin American
countries
(Argentina, Brazil,
Chile, Colombia and
Peru)

Turkiye

Costa Rica

Turkiye
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Depren and PISA A comparative examination of the Turkiye, China
Depren (2021) 2018 factors affecting reading skills is
conducted.
Park and PISA Examination of the relationship
Ranasinghe 2018 between reading skills and digital
(2021) information services
Chung et al. PISA Examining the relationships Korea, Finland
(2021) 2018 between reading skills and life

satisfaction




Determination of Variables Affecting Reading Skills With Boruta Algorithm

700

Table Annex 2.

Some studies in the literature on EDM

Researchers Research Topics Datasets Method
The impact of
students' interest in
the course, attitude,
.. motivation,
Aksu and Giizeller perception, self- PISA 2.012 Decision Trees (DT)
(2016) - - Turkiye
efficacy, anxiety, and
study discipline on
mathematical
performance.
. . Undergraduate :
Asif et all. (2017) Performance analysis Students DT and Clustering

Biiyiikkidik et al.
(2018)

Muiioz et al. (2018)

Dong and Hu
(2019)

Han et al. (2019)

Martinez-Abad et
al.(2020)

Son et al. (2020)

Adequacy of science
literacy

Determination of
factors associated
with science,
mathematics and

reading performances

Determining the
characteristics that
affect reading skills

Examining students'
problem solving
skills

The effectiveness of
the school on
students

Determination of
variables affecting
reading skills

PISA2015 Turkiye

PISA2015 Spain

PISA 2015
Singapore

PISA 2012

PISA2015 Spain

PISA 2018 Korea

Multilayer
perceptron (MLP),
Logistic Regression

(LR) and Support
Vector Machines
(SVM).

DT

SVM

Random Forests
(RF)

Hierarchical
Modeling and DT

RF
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Koyuncu and
Gelbal (2020)

Bezek Giire et al.
(2020)

Sokkhey et al.
(2020)

Gamazo and
Martinez-Abad
(2020)

Abbasoglu (2020)

Saglam et al. (2020)

Lezhnina and
Kismihok (2021)

Depren and Depren
(2021)

Chung et al. (2021)

Nadaf et al.(2021)

Hu et al. (2021)

Examining
mathematics
performance

Factors affecting
mathematical literacy

Factors affecting
student performance

Factors affecting
student performance
in reading, science
and mathematics
literacy

Prediction of
academic success

Determining
Emotional Factors

Exploring attitudes
towards ICT

Comparison of
factors affecting
reading skills

The relationship
between reading
skills and life
satisfaction
Determination of
variables affecting
student cognitive
achievement Reading
performance of
primary school
students from 61
countries/regions
Factors affecting
student performance
in reading, science
and mathematics
literacy

PISA 2012
Turkiye

PISA 2015
Turkiye

Cambodian high
school students

PISA 2018

Turkiye -Yalova
Secondary School
students

PISA 2018

PISA 2015 and
2018 Germany

PISA 2018
Turkiye and China

PISA 2018 Korea
and Finland

PISA 2018

PIRLS 2016

Naive Bayes (NB),
K-nearest
Neighborhood (K-
NN), Artificial
Neural Networks
(ANN) and LR

RF and MLP

Structural Equation
Modeling (SEM),
ANN, Sequential

Minimal

optimization, LR, K-

NN, DT, RF and
Deep Learning

DT

LR, SVM, Non-
Linear SVM, RF,
NB, K-NN, ANN

Correlation and DT

Multilevel Modeling
and RF
Activity Region
Finder (ARF)

RF

The SHapley
Additive
exPlanations
(SHAP)

SVM iterative
feature elimination
(SVM-RFE)
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While Industry 4.0 is often understood as a process driven by robotics,
virtualization, and metrics, it is fundamentally driven by humans. As the needs change
with each industrial revolution, the fourth industrial revolution we are experiencing
today necessitates a skilled workforce. Adaptability to the changing era in the business
world requires individuals with 21st-century skills and well-developed social skills
(NRC, 2012; Akgiindiiz et al., 2015).

An examination of international K-12 curricula reveals a predominant emphasis
on teaching content knowledge in separate and distinct subjects (Bybee, 2013; NGSS,
2013; NRC, 2009). Attempting to teach subjects independently hinders the transfer of
knowledge into daily life and the development of various cognitive, social, and
affective skills in students (Osborne, Simon & Collins, 2003). Educating individuals
required in the Industry 4.0 process is only possible through the perspective of
Education 4.0. It is crucial to equip students with academic knowledge in line with
the requirements of the era while fostering their ability to transfer learned knowledge
into daily life and nurturing individuals with 21st-century skills and social skills. One
of the approaches aiming to educate students in the fields of science, technology,
engineering, and mathematics (STEM) while preparing them as individuals with 21st-
century skills is the STEM education approach (Bybee, 2014).

STEM education is an instructional approach that is
interdisciplinary/transdisciplinary and application-oriented, facilitating integration
among the disciplines of science, technology, engineering, and mathematics through
context-based approaches (Bybee, 2010). An interdisciplinary/transdisciplinary,
application-based learning environment facilitates the transfer of acquired knowledge
into daily life, enabling the development of more qualified students with various skills
(Akgiindiiz et al., 2015; Bybee, 2010; White, 2014). The widespread adoption of
STEM education is highlighted as a priority for countries in their future advancement
goals. Therefore, increasing the number of students who receive STEM education is
among the important objectives for countries. Despite the National Science
Foundation's emphasis on the necessity and importance of the STEM education
approach in the 1990s, it began to be emphasized in Turkiye's 2018 science curriculum
(NGSS, 2013; MNE, 2018).

While changes in the curriculum are significant, the competencies of teachers
who will implement STEM education are equally crucial. The successful
implementation of STEM education is directly related to teachers' knowledge, skills,
and experiences in STEM practices (Aslan-Tutak, Akaygiin, & Tezsezen, 2017). The
characteristics that STEM-literate teachers should possess can be categorized as
necessary domain knowledge in STEM, integration knowledge in STEM, pedagogical
knowledge, knowledge of 21st-century skills, and skills in designing and planning
learning environments (Aslan-Tutak et al., 2017; Yildirim, 2020; Yildirim, 2021). The
achievement of STEM education goals is directly linked to the development of pre-
service teachers' STEM teaching competencies (Ring et al., 2017).
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When examining undergraduate programs, it is observed that the STEM
education and applications course is not yet directly included in the curricula (Science
Education Undergraduate Program, 2018; Classroom Education Undergraduate
Program, 2018; Preschool Education Undergraduate Program, 2018). Researchers
interested in STEM education and applications include STEM education and
applications in various courses in undergraduate programs (e.g., science teaching,
science laboratory, teaching methods, or elective courses) (e.g., Aslan-Tutak,
Akaygiin & Tezsezen, 2017; Altan, Yamak & Kirikkaya, 2016; Oztiirk et al., 2019;
Yildirrm & Altun, 2015). The widespread adoption of STEM education and
applications becomes crucial for the training of pre-service teachers who will be
practitioners of STEM education. The learning-teaching experiences, practical
experiences, beliefs, attitudes, awareness, and self-efficacy gained by pre-service
teachers will affect their planning and designing of learning environments (Tatar et
al., 2012). For STEM education approaches to be applicable in classrooms, our
teachers need to be proficient in STEM literacy (Honey vd. 2014). In other words,
only if a teacher is STEM-literate, can effective STEM education occur in their
classroom. Teachers need to be equipped with real classroom implementation
experiences.

In this context, numerous projects (STEM & Makers Fest/Expo, Design Skills
Workshops, Experiment Workshops) and research laboratories (Hacettepe STEM &
Makers Lab, Istanbul Aydin University STEM Lab), research centers and institutes
(METU BILTEMM Application and Research Center, Mus University STEM
Education Application and Research Center, STEM Teacher Institutes, Bah¢esehir
University BAUSTEM Center, Ozyegin University STEM Academy), and various
research modules and programs (Akaygiin & Aslan-Tutak, 2016; Aslan-Tutak,
Akaygiin, &Tezseven, 2017; Giinbatar & Sardag, 2022; Bozan & Anagiin, 2019;
Sardag, 2020; Y1ildirim, 2020) have been developed and continue to be developed.

Current Situation Analysis and Determination of Needs

National literature review reveals various studies conducted at different levels
and time intervals to determine the trends in STEM education (e.g., Aydin-Giinbatar
& Tabar, 2019; Cavas et al., 2020; Dasdemir et al., 2018, Ecevit et al., 2022). When
these studies are synthesized comprehensively, it emerges that research
predominantly involves middle school students in student study groups, with the least
involvement of primary school students (Dasdemir et al., 2018). Concerning teacher
and pre-service teacher groups, studies are primarily conducted with science pre-
service teachers and science teachers, with fewer studies involving classroom pre-
service teachers and classroom teachers (Akan & Timur, 2023; Deligéz & Han
Tosunoglu, 2023; Metin, Giiler & Cevik, 2023), indicating a general emphasis on
more studies with pre-service teachers (Ates & Sungur Giil, 2023; Aydin-Giinbatar &
Tabar, 2019; Dagdemir et al., 2018).

The development of teachers who are competent in STEM education and
instruction is a crucial point to focus on. Studies with pre-service teachers encompass
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themes such as attitude towards STEM fields (Higde et al., 2020), perception of
STEM education (Aslan-Tutak, Akaygiin & Tezseven, 2017; Akaygiin & Aslan-
Tutak, 2016; Oztiirk, Tiiziin & Yildirim, 2019), awareness of STEM approach
(Dadacan, 2021; Ozbilen, 2018; Karakaya et al., 2018; Buyruk & Korkmaz, 2016),
STEM education self-efficacy (Dadacan, 2021; Gelen et al., 2019; Oztiirk, Yilmaz-
Tizin & Yiudirim, 2019), STEM teaching orientations (Dadacan, 2021;
Hacidmeroglu & Bulut, 2016; Higde et al., 2020; Gokbayrak, 2017; Karigan &
Bakirel, 2018; Timur & Belek, 2020), attitude towards STEM instruction (Higde,
Keles & Aktamis, 2020), opinions about STEM applications (Bektas & Aslan, 2019;
Yildirim & Tiirk, 2018), opinions about STEM education (Ozbilen, 2018; Oztiirk,
Tiiziin & Yildirim, 2019), the impact of STEM education on academic achievement
(Yildirim & Altun, 2015), and its effects on 2 1st-century skills (Gokbayrak & Karisan,
2017; Ertugrul Akyol, 2020), as well as affective characteristics (Kocakiilah, Abac1
& Kocakiilah, 2021; Aslan-Tutak, Akaygiin & Tezseven, 2017). It can be noted that
studies with pre-service teachers are predominantly conducted through quantitative
research methods, particularly using survey methods, while experimental studies are
relatively few (Kalemkus, 2020). In qualitative research conducted with pre-service
teachers, themes primarily revolve around opinions about STEM applications (Bektas
& Aslan, 2019; Yildinnm & Tiirk, 2018) and views on STEM education (Ozbilen,
2018; Oztiirk, Tiiziin & Yildirim, 2019). The perceptions, attitudes, and self-efficacy
of teachers and pre-service teachers regarding STEM education and instruction are
mostly identified using quantitative data collection tools. Considering the limitations
of quantitative measurement tools to determine and evaluate teachers' or pre-service
teachers' STEM competencies, there is a clear necessity for qualitative research that
delves more detailed and in-depth into the current situation and needs. Solely relying
on quantitative data measurement tools may inadequately reflect teachers' or pre-
service teachers' STEM competencies and may lead to incomplete or misleading
results. To fully understand and evaluate STEM teacher competencies, methods
addressing the complexity of these skills are required. Therefore, qualitative research
methods will provide a more comprehensive approach to examining and evaluating
teachers' knowledge, experiences, and readiness in STEM education.

Importance and Purpose of Study

STEM education is increasingly gaining importance in today's education system,
and the competencies of teachers in this field are critical for providing effective STEM
education. This research aims to determine the STEM teaching competencies of pre-
service teachers within the framework of a qualitative case study. To achieve this goal,
the experiences, perceptions, and readiness of pre-service teachers regarding STEM
education have been examined.
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Method

This research aims to examine in detail the STEM teaching competencies of pre-
service science and classroom pre-service teachers studying in the final year of
education faculties at different universities in Turkey, with a focus on experiences,
perceptions, and readiness themes, to reveal the current situation and assess the needs.
The research adopts a case study approach, focusing on prominent individual actors
or actor groups and their perceptions. Classroom and science pre-service teachers
have been included in a broad study group to best represent the country, attempting to
determine STEM competencies. The process of starting a job is influenced by
individuals' perceptions, experiences, and emotional states regarding the subject they
are about to undertake. Therefore, STEM education competency statuses are
addressed in terms of pre-service teachers' STEM education experiences, perceptions,
and readiness. This research utilizes an Illustrative Case Study to define the
competency status. llustrative case studies assimilate known situations into real-life
scenarios and interpret details to explain them (Datta, 1990).

Study Group

The participant group of the study consists of 45 final-year (4th-year) pre-service
teachers studying in the science education and classroom education programs of 20
universities in Turkey during the Spring semester of the 2019-2020 academic year.
These universities are as follows: Adiyaman University, Afyon Kocatepe University,
Aksaray University, Alanya Alaaddin Keykubat University, Bartin University,
Bogazi¢i University, Cumhuriyet University, Cukurova University, Dokuz Eyliil
University, Eskisehir Osmangazi University, Hacettepe University, Kastamonu
University, Kiitahya Dumlupmnar University, Kirikkale University, Mersin
University, Necmettin Erbakan University, Nevsehir Hacit Bektas Veli University,
Pamukkale University, Tokat Gaziosmanpasa University, Yildiz Technical
University. These students have completed all their courses and are pre-service
teachers who will embark on a teaching career soon. The reason for selecting this
group of students for the study includes their current educational status and their
imminent entry into the teaching profession. To achieve this purpose, the purposive
sampling method of "maximum diversity sampling” was employed in forming the
study group. Maximum diversity sampling aims to examine the relevant problem of
the research in various scenarios containing diverse situations (Biiylikoztiirk, Kilig
Cakmak, Akgiin, Karadeniz, & Demirel, 2010). Thus, the aim is to examine the STEM
education competencies of science and classroom education pre-service teachers
studying in the final year in various regions of Turkey in detail, to reveal the current
situation, and to evaluate the need situation.

Data Collection Tools

To determine the STEM competencies of pre-service teachers, a "semi-
structured interview form" was developed. The draft of the interview form was created
based on the opinions of two STEM education experts, and then this draft was
evaluated through a pilot study with two pre-service teachers. Following the pilot
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study, necessary adjustments were made to ensure that the questions were clear and
understandable. Repetitive questions were revised, resulting in the final semi-
structured interview form. The questions in the interview form address the pre-service
teachers' STEM education experiences, perceptions of STEM education, and
readiness for STEM education.

Theme 1: Pre-service Teachers' STEM Education Experiences

Within the theme of STEM education experiences, the focus is on pre-service
teachers' participation in STEM-related courses and workshops. Engaging in STEM
education courses and workshops allows pre-service teachers to develop fundamental
knowledge and skills in this area. These experiences shape the pre-service teachers'
understanding of STEM education, comprehension of pedagogical approaches in this
field, and their ability to guide and direct their future students. It is crucial to
understand to what extent and through which methods pre-service teachers were
exposed to STEM education courses during their undergraduate education and how
they acquired theoretical and practical knowledge in this field because these
foundational experiences in STEM education can influence their ability to
successfully implement STEM education in their classrooms in the future. In this
context, the following questions are included in the interview form:

e Did you take any STEM education-related courses during your
undergraduate studies? Can you describe the content of the course?

e  Were any of the courses you took during your undergraduate studies related
to STEM education? Which course(s) covered STEM education topics? Can
you describe the content of the course?

e Have you taken any courses or workshops related to STEM education?
Where did you take them? Can you describe the learning process?

Theme 2: Pre-service Teachers' Perceptions of STEM Education

Within the theme of perceptions of STEM education, the focus is on how pre-
service teachers understand STEM education, their conceptual misconceptions, and
their perceptions of learning processes. These perceptions about STEM education
reflect the pre-service teachers' capacity to understand the scope of this approach,
interdisciplinary integration methods, organization of the learning-teaching
environment, and the roles of teachers and students. In this context, the following
interview questions were used to shed light on this theme:

e  What is your understanding of STEM education? What do you know about
the STEM education approach?

e How would you describe the learning environment in STEM education,
considering factors such as classroom arrangement and physical
environment?

e How would you describe the roles of the teacher and the student in the STEM
education process?
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Theme 3: Pre-service Teachers' Readiness for STEM Education

Within the theme of readiness for STEM education, the focus is on pre-service
teachers' competencies and readiness. This theme was created to examine pre-service
teachers' confidence in implementing STEM education, their level of knowledge and
skills in STEM education, and their readiness to embrace STEM education as they
begin their teaching careers. The readiness of pre-service teachers for STEM
education reflects their ability to effectively implement this innovative teaching
approach and their motivation. The following interview questions were used to
understand how ready pre-service teachers feel for STEM education:

e How do you envision implementing the STEM education approach in your
future teaching career?

e Do you feel prepared to effectively use STEM education?

e  What resources or support do you need to successfully implement the STEM
education approach in your classes?

Data Analysis

The qualitative data obtained from semi-structured interviews with pre-service
teachers in the scope of the research was analyzed using the content analysis method.
Content analysis is a method that systematically categorizes words or groups of words
reflecting the content of the text into themes and categories (Biiyiikoztiirk et al., 2013).
The content of each question for each theme was initially evaluated separately through
content analysis. The generated codes were then classified according to specific
categories and presented accordingly

Ethical Committee Approval

This research was approved by the permission of Diizce University Scientific
Research and Publication Ethics Committee dated 14.05.2020 and decision number
2020/95.

Validity and Reliability

Various measures have been taken to ensure the internal and external validity of
this research.

Measures to Ensure Internal Validity of the Research:

In creating the interview protocol, the input of two subject matter experts was
sought, enhancing the content validity of the formA pilot study was conducted to
assess the comprehensibility of the interview protocol. This confirmed that the
protocol was understandable to participants. The process of developing the interview
protocol and analyzing the data was elaborated in detail, demonstrating the
transparency of the research process. Direct quotations were included, and
participants were consulted for clarification on any ambiguous expressions, thereby
enhancing the accuracy and understandability of the data.
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Measures to Ensure External Validity of the Research:

Consistency among the data was ensured, and the data were independently coded
by two researchers. This increased the reliability of the data. Consensus was reached
among researchers in creating themes based on the codes, ensuring the consistency of
the research. The data were presented directly without interpretation, indicating the
unbiased presentation of the data. Ethical approvals were obtained for the research,
and participants were informed about the study and provided voluntary consent. This
demonstrates adherence to ethical standards and respect for participant rights. The
identities of pre-service teachers were kept confidential by ethical rules, indicating the
preservation of privacy.

Results

The findings obtained from the interviews with pre-service teachers have been
thoroughly examined within three distinct themes: pre-service teachers' STEM
education experiences, pre-service teachers' perceptions of STEM education, and pre-
service teachers' readiness for STEM education. The analysis of the discussions
related to these themes yielded categories, subcategories, and codes, which have been
systematically presented..

Figure 1

Themes of Pre-Service Teachers' STEM Teaching Competencies: Experiences,
Perceptions, and Readiness

STEM Teaching Competencies
of Pre-Service Teachers

|
l |

Perception of STEM
Education

STEM Education Readiness
Theme 1

Theme 1: Pre-Service Teachers’s STEM Education Experiences

Determining pre-service teachers' exposure to STEM education during their
undergraduate studies is one of the main focal points of this study. Under this
category, the courses related to STEM education that pre-service teachers took during
their undergraduate studies and the contents of these courses have been thoroughly
reviewed and presented by grouping these course types and contents.
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Figure 2

Categories, Subcategories, and Codes Obtained for the Theme of Pre-Service
Teachers' STEM Education Experiences

Course Taking Status Course/Training Received

Subcategoryi 2.1

Subcategory 1.3

Subcategory 1.1

Subcategory 1.2

Category 1: Exposure to STEM Education Courses during Undergraduate
Studies

Subcategory 1.1. Elective Courses

20% of pre-service teachers expressed that they took an elective course related
to STEM education during their undergraduate studies. However, 2% of pre-service
teachers stated that although there were elective courses related to STEM education,
they did not choose to take these courses.

Subcategory 1.2. Mention of STEM Education in Various Courses

69% of pre-service teachers indicated that STEM education was mentioned in
their undergraduate courses. Pre-service teachers mentioned that STEM education and
instruction were discussed in courses such as Science Teaching (15), Science
Laboratory (14), Special Teaching Methods (9), Material Design (5), Science and
Technology Instruction Program Planning (2), Special Topics in Chemistry (2),
Inquiry-Based Science Education (1), Creativity (1), Mathematics and Games (1).
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Subcategory 1.3. Course Content and Structure
Code 1.3.1. Theoretical Knowledge

Pre-service teachers stated that the content and scope of STEM education were
discussed in the courses they took during their undergraduate studies, emphasizing
the importance of STEM education and discussing how STEM education could be
implemented within the education system. The findings indicate that pre-service
teachers discussed theoretical information about how the STEM education approach
could be practically implemented.

Code 1.3.2. Application and Product-Oriented Processes

Pre-service teachers mentioned that they conducted STEM activities within their
undergraduate courses. These activities included preparing STEM lesson plans and
using the 5E learning model, project-based learning, and problem-based learning
methods in the learning process. Additionally, pre-service teachers participated in
coding studies where Scratch Jr and Arduino programs were taught. These
experiences demonstrate that pre-service teachers engaged in application and product-
oriented activities related to STEM education during their undergraduate courses.

Below are some responses from pre-service teachers:

PST2: In the Special Teaching Methods course, we produced simple
but useful materials for everyday life problems such as earthquake-resistant
houses or evaluating wasted water with simple tools that we frequently use in
daily life.

PST3: In our Science Teaching laboratory practices course, we
attempted to solve many problems in terms of STEM education. We tried to
produce solutions with STEM applications to open-ended problem situations
given by our teachers.

PST15: The content was taught and applied within the framework of
science teaching, explaining what and how we would teach.

Category 2: Participation in STEM Education Courses or Training

33% of pre-service teachers stated that they participated in STEM education
courses or training. 67% of pre-service teachers indicated that they did not attend any
courses or training related to STEM education outside of their undergraduate courses.

Subcategory 2.1. STEM Education Courses and Content

It was found that pre-service teachers participated in various STEM education
projects funded by TUBITAK (8) and STEM education courses offered by
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universities (7). When the content and structure of the training courses were examined
in detail, theoretical knowledge and applied product-oriented processes emerged as
significant dimensions. It is noteworthy that half of the courses attended by pre-
service teachers were theoretical in nature.

Code 2.1.1. Theoretical Knowledge

50% of pre-service teachers stated that they attended theoretical courses, which
included verbal and visual information about technology, materials, and methods that
could be used in STEM applications.

Code 2.1.2. Application and Product-Oriented Processes

50% of pre-service teachers mentioned that the courses they attended included
practical and product-oriented processes such as augmented reality, virtual reality, 3D
printers, robotic coding, product creation, and design.

Below are some responses from pre-service teachers:

PST3: | attended Yildiz SEM from Yildiz Technical University. It was a
2-day program. First, we grasped the logic, prepared a program accordingly,
and then we experienced how to concretize and design a product based on a
problem from our lives, how to give this problem to students, how to narrate
it for preschoolers, and how to create a story. We made a fast car from
vegetables, raced it, made a parachute, and put an egg inside it without
breaking it. We built an opening-closing bridge from ready-made legos and
made robots with coding.

PST5: STEM education was provided in TUBITAK projects. What is
STEM? What kind of application is made in STEM education? What is its
contribution to students? What is the role of the teacher? How do students
receive education?... Our teacher who taught this course formed groups, and
each group member designed and evaluated original products related to
STEM applications such as making a tower from a pipette, balancing 11 nails
on one nail, and making a seismograph.

PST7: | received robotic coding training and participated in STEM
activities at Science Festivals. In robotic coding, you can make the robot do
whatever you want by using ready-made codes in the program, and you can
differentiate the robot by attaching different tools. In STEM activities, we
produced tools to solve the given problem using the materials provided.

Theme 2: Perceptions of Pre-Service Teachers’ Regarding STEM Education

Understanding pre-service teachers' perceptions of STEM education constitutes
another focal point of this study. Under this category, pre-service teachers' perceptions
of what STEM education is, how it is implemented, their perceptions of what the
STEM learning environment should be like, and their perceptions of the roles of
teachers and students in this learning environment are systematically and detailedly
presented.
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Figure 3
Categories Related to Pre-Service Teachers' Perceptions of STEM Education

Category 1 Category 2 Category 3

Category 1: Perception of What STEM Education Is and How It Is

Pre-service teachers' perceptions of what and how STEM education is can be
categorized into three different subcategories. This classification will help us better
understand pre-service teachers' perceptions of what STEM education is and how it
is, shedding light on how they will implement STEM education in their classrooms.

Figure 4
Subcategories Related to Perceptions of What STEM Education Is and How It Is

Category 1

SUBCATEGORYI 1.1

SUBCATEGORY 1.2 SUBCATEGORY 1.3

Subcategory 1.1: Those Who Understand STEM Education Sufficiently

In this subcategory, pre-service teachers have understood what STEM education
is and how it is applied in a general framework. They describe important components
of STEM education such as integrating different fields, problem-solving processes,
bringing disciplines together, and establishing interdisciplinary connections. Twenty-
nine percent of pre-service teachers fall into this subcategory.



Pre-Service Teachers' STEM Teaching Competencies: A Qualitative Study... 715

Subcategory 1.2: Those Who Partially Understand STEM Education

Pre-service teachers in this subcategory have a partial understanding of STEM
education. They generally define STEM education as the integration of disciplines or
interdisciplinary interaction. However, they have a limited and incomplete
understanding of how STEM education is applied and even have misconceptions
about what constitutes STEM education. Sixty-seven percent of pre-service teachers
fall into this subcategory.

Subcategory 1.3: Those Who Do Not Understand STEM Education at All

Pre-service teachers in this subcategory have almost no knowledge or perception
of STEM education. They have no opinion about any definition or concept related to
STEM education. Pre-service teachers who say "l don't know" about what STEM
education is categorized into this subcategory. Four percent of pre-service teachers
fall into this subcategory.

Category 2: Perception of Learning Environment

Pre-service teachers' perceptions of the STEM learning environment can be
categorized into two subcategories: classroom environment perception and out-of-
class environment perception. Various codes are included under each subcategory

Figure 5

Subcategories of Pre-Service Teachers' Perception of STEM Education Learning
Environment

Perception of Classroom Perception of Out-of-Class
Environmenti Environmenti

ption of Large/Comfortable Environment
cep of Seating Arrang

‘ception of Abundant Materials and
Equipment

Workshop, Lab Perception
‘erception of Park, Garden, Open Space
. Every Environment Perception

P of
ception of private space

Subcategory 2.1: Perception of Classroom Environment
Code 2.1.1: Perception of Large/Comfortable Space

29% of pre-service teachers believe that for STEM activities, students need a
large space where they can move comfortably and engage in group work.
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Code 2.1.2: Perception of Seating Arrangement

18% of pre-service teachers think that desks in STEM classrooms should be
arranged in a U or C shape to facilitate collaboration and group work.

Code 2.1.3: Perception of Abundant Materials and Technological Tools

29% of pre-service teachers believe that STEM education requires ample and
diverse materials. Additionally, 4% of them expressed the need for technological
resources such as learning materials and internet access in STEM learning
environments.

Code 2.1.4: Perception of Class Size

4% of pre-service teachers believe that a larger class size is more suitable for
STEM education.

Code 2.1.5: Perception of Special Area

29% of pre-service teachers think that the STEM learning environment should
be in a designated area within the classroom. This area should be conducive to group
work and include a corner where students can showcase their STEM projects.

Subcategory 2.2: Perception of Outside Classroom Environment
Code 2.2.1: Perception of Workshop/Laboratory

9% of pre-service teachers believe that STEM education should take place in a
laboratory-like environment.

Code 2.2.2: Perception of Park, Garden, Open Space

31% of pre-service teachers think that STEM learning can occur outside the
classroom, especially in school gardens, home environments, parks, or open spaces.

Code 2.2.3: Perception of Any Environment

9% of pre-service teachers believe that the STEM learning environment does not
require any specific physical setting and can take place anywhere.

Below are some responses from pre-service teachers regarding their perceptions
of the learning environment:

PST2: "STEM education, where science, engineering design process,
technology, and mathematics come together, cannot be separated from a
laboratory-like environment. It is essential to create an environment where
students can easily carry out the design process. My statement does not mean
that every material should be complete. Students should be able to find
materials that are simple and economical but can solve their problems."

PST3: "Since students will find solutions to problems, the seating
arrangement should be made according to this. There should be a space in
the classroom where students can exhibit their projects, and by making a
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STEM corner, they should be able to put their projects there and look at them
again when they want. There may be visuals about STEM on the walls of the
classroom."

PST5: "Of course, physical conditions are very important in the
learning environment, but | think STEM can be applied even in a school with
very poor physical conditions. Sometimes | call it extracting science from dust
and trash. In other words, STEM activities can be done with a plastic bottle,
balloon, and pipette, or with software and coding. It is up to the teacher to
use the environmental factors meaningfully."”

Category 3: Perception of Teacher and Student Roles

Pre-service teachers' perceptions of teacher and student roles in the STEM
learning environment are categorized into two subcategories, each with various codes.

Figure 6

Subcategories of Pre-Service Teachers' Perception of Teacher and Student Roles in
the STEM Education Learning Environment

Category 3

Teacher Role Percep,‘,'_:;'" Student Role Percepti

Subcategory 3.1: Perception of Teacher Roles
Code 3.1.1: Guide, Mentor

100% of pre-service teachers expressed that the teacher plays a guiding role.
Code 3.1.2: Supporter of Students

40% of pre-service teachers believe that the teacher's role includes encouraging
learning and supporting students.

Code 3.1.3: Instructor

18% of pre-service teachers mentioned the teacher's role in delivering
knowledge.
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Code 3.1.4: Self-Improver

13% of pre-service teachers emphasized that teachers should continually
improve themselves, highlighting the need for teachers to be in a position of learning,
open to innovations, and enhancing their subject and pedagogical knowledge.

Code 3.1.5: Learning Environment Designer

Only 2% of pre-service teachers highlighted the role of the teacher in designing
the learning environment.

Below are some responses from pre-service teachers regarding the teacher's role
in STEM education:

PST6: "The teacher should not be egocentric. By progressing student-
centeredly, they should value their thoughts. Instead of answering directly,
they should encourage questioning and reasoning. They should enable
students to learn by doing and experiencing."”

PST7: "The teacher should always be a guide. They should guide the
students but not explicitly tell them what to do. They should enable the
development of the student's creativity. They should assist the student when
needed."

PST26: "The teacher should be open to innovations and
knowledgeable."

Subcategory 3.2: Perception of Student Roles
Code 3.2.1: Accessing and Utilizing Information

92% of pre-service teachers described students in the STEM learning
environment as researchers, curious, questioning, critical, exploratory, experiential
learners, acting like scientists, capable of conveying what they have learned, and
effectively using this knowledge.

Code 3.2.2: Taking Responsibility for Learning

69% of pre-service teachers perceive students in the STEM learning
environment as actively directing their learning processes and taking responsibility
for learning.

Code 3.2.3: Problem Solvers

24% of pre-service teachers described students in the STEM learning
environment as capable of analytically solving problems, thinking innovatively, being
enterprising, and possessing various skills.

Code 3.2.4: Producers
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Pre-service teachers expressed that students in the STEM learning environment
can generate new ideas and develop products.

Below are some responses from pre-service teachers regarding the student's role
in STEM education:

PST1: "If STEM education is likened to a film shoot, the student is the
lead actor. They are the main characters of the film. The film takes shape
according to the attitudes and behaviors of the students. Sometimes, the
student is the one who should deviate from the scenarios they need to play
and come up with original solutions to problems."

PST 3: "Based on past observations and experiments, the student should
find solutions to problems. The student should be curious and have a
research-oriented spirit so that the solution proposals they find should not be
trivial against the problem situation."”

PST8: "The student is the producing part. In STEM, the teacher guides,
but the producing part belongs to the student. The student acquires analytical
thinking skills and 21st-century skills."

Theme 3: Pre-Service Teachers’ Readiness for STEM Education

The readiness of pre-service teachers to implement STEM education practices
constitutes another focal point of this study. Under this theme, the extent to which pre-
service teachers feel prepared for STEM education and what they need to effectively
implement STEM education practices have been examined in detail. Findings have
been systematically presented using categories, subcategories, and codes.

Figure 6

Subcategories of Pre-Service Teachers' Perception of Readiness for STEM Education
Practices

 Feeling Ready for STEM
'Education )

Feeling Ready
_ Subcategory 1.1 %3

Not Feeling Ready
‘Subcategory 1.3

Ne ed for Development
. Subcategory 1.2
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Category 1: Readiness Status
Subcategory 1.1: Feeling Ready

40% of pre-service teachers expressed feeling ready to implement STEM
education.

Subcategory 1.2: Need for Development

35% of pre-service teachers stated that they need to further develop themselves
to implement STEM education.

Subcategory 1.3: Not Feeling Ready

25% of pre-service teachers stated that they do not feel ready to implement
STEM education or have not received any training on this topic.

Below are some opinions from pre-service teachers:

PST37: "I have no education or experience regarding this training.
Also, | have no experience in implementing this training."

PST43: "l don't feel ready at the moment. | need to take various
trainings."

PST29: "I partially feel ready. Because | have not received any training
on this topic. It was only mentioned in the verbal lessons I took. Also, | have
some knowledge through my research."

Category 2: Needs for Effectively Implementing STEM Education
Subcategory 2.1: More Education

67% of pre-service teachers expressed the need for more STEM knowledge,
teaching techniques, and practical training.

Subcategory 2.2: STEM Lesson Plans

11% of pre-service teachers expressed the need for appropriate lesson plans to
implement STEM education more effectively and easily.

Subcategory 2.3: Materials

11% of pre-service teachers expressed the need for suitable materials and
knowledge of use to effectively implement STEM education.

Subcategory 2.4: Technology
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11% of pre-service teachers expressed the need for access to technology and the
ability to use it to implement STEM education effectively.

Subcategory 2.5: Knowing the Student

2% of pre-service teachers expressed the need to know the students to effectively
implement STEM education.

Subcategory 2.6: Conscious Students

22% of pre-service teachers emphasized that students need to be active, have
various skills, and be conscious, willing, curious, and research-oriented for effective
STEM education.

Subcategory 2.7: Time

4% of pre-service teachers expressed the need for sufficient time to implement
STEM education effectively.

Below are some responses from pre-service teachers:

PST3: "To effectively use STEM education, we first need a
comprehensible problem situation. Then, solutions to this problem situation
in the past should be shown to inspire students. After that, materials to be
used should be given to the students, and the students should design their
material. At the end of the lesson, concepts related to the topic should be
explained to the students based on the material they prepared, as this is the
most important part.”

PST5: "First of all, | think | need to receive an education in STEM.
Because STEM education is a professional process. Also, schools'
technological infrastructure needs to be brought to good levels to be able to
provide STEM education. Only in this way can the training provided be
useful."

PST6: "It is important for me to know the students in every aspect as much
as possible because if | have to give them information to implement STEM
education, the students' being unfamiliar with the situations where they
should be helpless and the student may feel inadequate.”

Discussion, Conclusion, and Suggestions

This study focuses on the perceptions, readiness, and needs for implementation
of STEM education among pre-service teachers. The findings shed light on several
significant aspects related to STEM education.

The results of the research indicate that pre-service teachers possess a
fundamental level of theoretical knowledge about STEM education. Particularly
during their undergraduate studies, they encounter STEM education content within
the context of science laboratory and science teaching courses, which enables them to
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acquire foundational theoretical knowledge. In the study by Metin et al. (2023), it was
observed that the majority of science teachers perceive STEM as a method and view
it as a facilitating pathway for learning, indicating a solid theoretical understanding.
Yildirim (2020) emphasized the need for pre-service teachers to acquire practical
knowledge to effectively implement STEM education in classrooms. Similarly, Akan
and Timur (2023) noted that while science teachers' views on STEM are generally
positive, they are not sufficient. However, it is essential to highlight that theoretical
knowledge alone is not sufficient for the effective implementation of STEM education
in classrooms. Thus, pre-service teachers require practical experience to effectively
implement STEM education in classrooms.

Furthermore, the findings of the study also indicate that the participation rates of
pre-service teachers in STEM education courses and practical training are
considerably low. This highlights the need for pre-service teachers to have more
comprehensive opportunities for learning and practicing STEM education.
Consequently, while pre-service teachers possess foundational theoretical knowledge
about STEM education, they may not fully utilize it due to insufficient practical
experience. Thus, it is imperative to redesign and update the content of undergraduate
courses to strike a balance between theoretical knowledge and practical application in
the context of STEM education. Specifically, pre-service teachers need to enhance
their knowledge and skills regarding what STEM education entails, how it is
implemented, and how it can be integrated into science or other subjects. In this
regard, the revision and updating of the course content in undergraduate teacher
education programs regarding STEM education are of paramount importance. Bektas
and Aslan's (2019) study sheds light on this issue, emphasizing the necessity of STEM
applications in undergraduate programs at education faculties to ensure that pre-
service teachers have sufficient views on STEM applications. Similarly, Akan and
Timur (2023) associated the insufficiency of science teachers' views on STEM with
the inadequacy of in-service courses related to subject education and the insufficient
emphasis on STEM in undergraduate programs. Therefore, it is essential to take steps
to enable pre-service teachers to better understand and practice STEM education
effectively.

According to the research results, 29% of pre-service teachers fully understand
what STEM education is and how it works, 67% partially understand what STEM
education is and how it works, and 4% do not understand what STEM education is
and how it works. These results indicate a lack of knowledge and experience among
pre-service teachers regarding what the concept of STEM education entails and how
it is implemented. Additionally, it was found that they did not explain how STEM
disciplines would be integrated. Deligdz and Han Tosunoglu (2023) also determined
that teachers lack a clear idea of how to integrate STEM and science education
concepts. This suggests a deficiency in their views on how disciplines should be
integrated. Reviewing the literature reveals various approaches to integrating STEM
disciplines (multidisciplinary approach, transdisciplinary approach, content
integration approach, context integration approach, integrated STEM education
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approach) (Bybee, 2013; Kelley & Knowles, 2016; Roehrig et al., 2012). A study by
Corlu et al. (2014) demonstrated that the majority of teachers possess adequate
expertise only in their respective fields but lack integrated STEM teaching knowledge.
In a STEM-focused study by Cinar et al. (2016), it was found that pre-service teachers
tended to associate science with mathematics only before the application, but after the
application, they considered a more comprehensive approach that includes not only
mathematics but also engineering and technology. Indeed, integrated/bundled STEM
education is a more effective approach than merely using disciplines together. Felix
and Harris (2010) emphasize that teachers delivering STEM education need to have
adequate expertise in both STEM content and pedagogy. In a collaborative FETEMM
education implementation study conducted by Aslan-Tutak, Akaygiin, and Tezsezen
(2017), it was determined that pre-service teachers' perceptions of STEM education
changed and improved after the practices, with explanations evolving from
insufficient to more advanced categories when the fields were integrated. Studies in
the literature indicate that there is insufficient understanding of what STEM education
is and how it should be implemented, and various misconceptions, beliefs, and
perceptions exist (Aslan-Tutak et al., 2017; Deligéz & Han Tosunoglu, 2023; Ecevit,
2023; Morrison, 2006; Yildirim & Selvi, 2016). Developing a better understanding of
the nature of STEM education will contribute to the effective implementation of
STEM education practices.

According to the research findings, pre-service teachers perceive the learning
environment where STEM education is applied as a classroom, workshop, laboratory,
or extracurricular learning environment characterized by a small number of students,
conducive to collaboration, spacious, and rich in materials. Akan and Timur (2023)
stated that the inability of science teachers to incorporate STEM practices into their
lessons is attributed to the disadvantaged socio-economic structure of schools and the
lack of financial resources. Pre-service teachers seem to focus on the physical
environmental aspects of the STEM learning environment. However, what truly
matters for effective STEM education is not only the physical attributes of the learning
environment but also the climate of this environment, namely, teacher-student
interaction and student-student interaction. Because it is the teacher who creates,
designs, and fosters an effective classroom climate that constitutes the learning
environment. Selvi's (2015) study revealed that pre-service teachers harbor fears and
negative attitudes toward implementing STEM education in crowded classrooms.
These findings suggest that pre-service teachers associate STEM education solely
with low-class sizes. While class size, the physical structure of the classroom, and
various materials enrich the learning environment, a good STEM teacher can design
a conducive STEM environment using simple and inexpensive materials, even waste
materials (Ecevit, 2023). However, the perception that pre-service teachers can
employ the STEM education approach in any environment has not been fully
developed yet. The STEM education environment is shaped not only by physical
features but also by teacher-student interaction and student-student interaction.
Therefore, it is crucial for pre-service teachers to consider not only the physical
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environment but also pedagogical approaches suitable for STEM education when
creating an effective STEM education environment.

According to the research results, pre-service teachers define the teacher in the
STEM education learning environment as guiding, directing, encouraging, teaching,
explaining, developing oneself, and designing the learning environment. The qualities
of guiding, directing, and encouraging students align with the teacher's roles in the
curriculum (MEB, 2018). Describing the teacher as developing oneself and designing
the learning environment is a significant characteristic. Ecevit's (2023) research
suggests that the teacher's ability to design the learning environment plays a vital role
in the effectiveness of STEM education practices. The development of this skill by
the teacher is directly correlated with factors such as educational level, STEM
implementation experience, lifelong learning approach, and scientific capital. Some
pre-service teachers' descriptions of the teacher as "teaching, explaining, and
narrating" indicate that a traditional understanding of the teacher role still prevails.
While Drake and Burns (2004) define the teacher's role as a guide, mentor, and expert
in all fields in an interdisciplinary approach, they express the teacher's role as a co-
learner with the student and an expert in all fields in a transdisciplinary approach. In
current educational approaches, the adoption of the teacher's role as a co-learner with
the student should be more widespread, thereby enabling the teacher to transcend
beyond the role of merely teaching.

According to the research findings, 40% of pre-service teachers expressed
readiness to implement STEM education in their classrooms, while 35% indicated the
need to develop theoretical knowledge and practical skills related to STEM education.
However, 25% of pre-service teachers stated that they were not ready to implement
STEM education in their classrooms. Pre-service teachers who are ready to implement
STEM education in their classrooms may have richer and more developed experiences
in terms of theoretical knowledge and practical application related to STEM education
compared to others. This suggests that acquiring the necessary knowledge and skills
for implementing STEM education may enhance confidence. However, some pre-
service teachers who have not received sufficient courses or training during their
undergraduate studies expressed readiness to implement STEM education in their
classrooms. This situation may indicate that they may not have fully understood
STEM education or may not be aware of what they do not know. This phenomenon
may reflect the Dunning-Kruger Effect, also known as the "unskilled and unaware of
it" syndrome (Kruger & Dunning, 1999). Hoy & Spero (2005) suggest that the high
self-efficacy beliefs of pre-service teachers in teaching science may be due to their
lack of real classroom experiences. Pre-service teachers may feel ready to implement
STEM education in their classrooms because they are unaware of the knowledge and
skills they lack. Pre-service teachers who aspire to implement STEM education
effectively are willing to enhance their theoretical knowledge and practical skills for
this purpose. However, they have clearly expressed the need for education and
resources to enhance these competencies. It was found that pre-service teachers who
do not feel ready to implement STEM education in their classrooms have lower
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knowledge and experience in the STEM field compared to other pre-service teachers.
Among the demands of pre-service teachers to implement STEM education
effectively are more education, suitable lesson plans, materials, access to technology,
student recognition, and the presence of conscious students. These needs demonstrate
the complexity and various elements of STEM education. In a study conducted by
Cetin and Kahyaoglu (2018), it was found that pre-service teachers did not feel
competent enough to implement STEM education. Ates and Sungur Giil (2023)
expressed that pre-service teachers have high levels of anxiety regarding STEM
education. Similarly, Geng, Jong, and Chai (2019) determined that 94.5% of teachers
do not consider themselves sufficient for STEM education. Teachers expressed the
need for pedagogical support and resources for STEM education practices. A study
by Hacioglu et al. (2016) revealed that pre-service teachers have concerns about
preparing and implementing STEM activities. Aslan-Tutak, Akaygiin, and Tezsezen
(2017) found that pre-service teachers need to observe sample projects and participate
in training and seminars. In a study conducted by Han, Yalvac, Capraro, and Capraro
(2015), it was observed that teachers experienced some difficulties in STEM
education practices despite receiving STEM education. In a study conducted by
Margot & Kettler (2019), it is noted that teachers perceive that previous experiences
characterized by student-centered and research-based approaches contribute to
facilitating success in STEM initiatives. Teachers who have been exposed to more
science or mathematics courses and utilize similar teaching methods tend to have
greater confidence in STEM pedagogy, which promotes interdisciplinary thinking
skills. These prior experiences positively influence teachers' attitudes toward STEM
education (Park et al., 2016; Park et al., 2017). In a study by Yildirim (2020), teachers
expressed that they did not receive sufficient STEM education during their university
studies, therefore, they felt insufficient in STEM education, had difficulty in preparing
STEM lesson plans (e.g., integration of subject knowledge, engineering design
processes, integration of 21st-century skills, technology integration, time), and felt
inadequate in STEM education. For a teacher to be STEM-literate, they need to have
sufficient knowledge in various areas such as STEM field knowledge, pedagogy,
integration knowledge, context knowledge, and 21st-century skills and be able to
combine these knowledge areas with their lesson planning abilities. It should be noted
that STEM literacy is not something that can be achieved in a short time. Therefore,
teachers and pre-service teachers need to acquire more knowledge, conduct research,
gain experience, and develop themselves to implement integrated STEM education
effectively (Stohlmann, Moore & Roehrig, 2012). Additionally, providing pre-service
teachers with exemplary practice examples to use as guiding materials and access to
guiding resources through books, articles, and theses in the literature can contribute
to their development. In conclusion, pre-service teachers have the basic theoretical
knowledge about STEM education, but they feel inadequate as practitioners of STEM
education. Although they aspire to use STEM education effectively when they start
their careers, they need more practice-based education and personal development to
acquire these skills. It is of great importance to present fundamental topics such as
what STEM education is, how it is applied, and how it can be integrated with other
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subjects in an applied manner to pre-service teachers through elective or compulsory
courses included in undergraduate programs. Moreover, it is believed that carefully
planning the content of the courses can train pre-service teachers as genuine STEM
literates. Updating the content of undergraduate programs, increasing teacher training
programs, and sharing successful practice examples are crucial for pre-service
teachers to better understand STEM education and be able to implement this approach
successfully in their classrooms. In this way, pre-service teachers can become more
prepared and competent in providing effective STEM education to future students.
These results can form the basis for steps to improve and disseminate STEM education
and can guide STEM education experts.
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Sanayi 4.0 siireci her ne kadar robotik, sanal ve metrik bir siire¢ olarak anlasilsa
da bu yeni devrimin temel tas1 yine insandir. Sanayi devrimleri ile degisen ihtiyaglar
analiz edildiginde dordiincii sanayi devrimini yasadigimiz giiniimiizde nitelikli is
giiciine ihtiya¢ duyulmaktadir. Is diinyasinda degisen ¢aga uyum saglayabilen 21.
ylizy1l becerileri ve sosyal becerileri gelismis bireylere gereksinim vardir (NRC, 2012;
Akgilindiiz vd., 2015).

Uluslararas1 K-12 seviyesindeki ogretim programlart incelediginde igerik
bilgisinin farkli derslerde birbirinden bagimsiz bir sekilde Ogretilmesinin baskin
oldugu goriilmektedir (Bybee, 2013; NGSS, 2013; NRC, 2009). Derslerin birbirinden
bagimsiz olarak dgretilmeye calisilmast 6grencilerin 6grenmeye calistigi bilgilerin
giinliik hayata transferini ve ¢esitli biligsel, sosyal ve duyussal becerilerinin gelisimini
zorlagtirmaktadir (Osborne, Simon ve Collins, 2003). Sanayi 4.0 siirecinde ihtiyag
duyulan insani egitilmesi ancak Egitim 4.0 perpsektifiyle miimkiindiir. Ogrencileri
cagin gerektirdigi sekilde akademik bilgilerle donatirken onlar1 6grendigi bilgileri
giinliik hayata transfer edebilen, 21. Yiizyil becerilerine ve sosyal becerilere sahip
bireyler yetistirilmesi 6nemlidir. Ogrencilere fen, teknoloji, miihendislik, matematik
alanlarinda gerekli bilgileri kazandirirken, onlar1 21. yiizy1l becerilerine sahip bireyler
olarak yetigtirmeyi hedefleyen yaklagimlardan biri de STEM egitimi yaklasimidir
(Bybee, 2014).

STEM egitimi disiplinlerarasi/Gtesi ve uygulamaya yonelik, baglam temelli
yaklagimlart i¢eren fen, teknoloji, mithendislik ve matematik disiplinlerinin birbirleri
arasinda bag kurarak entegrasyonunu saglayan bir dgretim yaklagimidir (Bybee,
2010). Disiplinlerarasi/6tesi uygulamaya dayali bir 6grenme ortami Ggrenilen
bilgilerin giinliik hayata transfer edilmesini kolaylastirarak ¢esitli becerilere sahip
daha nitelikli 6grencilerin yetismesine imkan sagladig1 goriilmektedir (Akgiindiiz vd.,
2015; Bybee, 2010; White, 2014). Ulkelerin gelecekte ilerleme hedefleri agisindan
STEM egitimin yayginlastirilmasi 6n plana ¢ikmaktadir. Dolayisiyla STEM egitimi
almis 6grencilerin sayisinin artirilmasi tilkeler acisinda 6nemli hedefler arasindadir.
National Science Foundation 1990’11 yillarda STEM egitimi yaklagiminin gerekliligi
ve Onemini vurgulamasina ragmen iilkemizde 2018 yili fen bilimleri 6gretim
programinda vurgulanmaya baslamistir (NGSS, 2013; MEB, 2018).

Ogretim programlarinda yapilan degisiklikler &nemli olmakla birlikte, bu
programlari uygulayacak 6gretmenlerin STEM 6gretimine yonelik yetkinlikleri de
¢ok onemlidir. STEM egitiminin amacina uygun bir sekilde gergeklestirilebilmesi,
Ogretmenlerin STEM uygulama bilgi, beceri ve deneyimleri ile iligkilidir (Aslan-
Tutak, Akaygiin ve Tezsezen, 2017). STEM okuryazar1 6gretmenlerin sahip olmasi
gereken Ozellikler STEM ile ilgili gerekli alan bilgisi, STEM entegrasyon bilgisi,
pedagojik bilgi, 21. yy becerileri bilgisi ve 6grenme ortami tasarlama ve planlama
becerileri olarak ele almabilir (Aslan-Tutak, Akaygiin ve Tezsezen, 2017; Yildirim,
2020; Yildirnm 2021). STEM egitiminin hedeflerine ulasabilmesi 0gretmen
adaylarinin STEM 06gretim yeterliklerinin gelistirilmesi ile dogrudan iliskilidir (Ring,
Dare vd., 2017).
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Lisans &gretim programlart incelendiginde STEM egitimi ve uygulamalari
dersinin heniiz dgretim programlarinda dogrudan yer almadigi goriilmektedir (Fen
Egitimi Lisans Programi, 2018; Smif Egitimi Lisans Programi, 2018; Okuldncesi
Egitimi Lisans Programi, 2018). STEM egtimi ve uygulamalar1 ile ilgilenen
aragtirmacilarin lisans &gretim programlarinda yer alan gesitli derslere (Orn: fen
Ogretimi, fen laboratuvar, 6gretim yontemleri gibi ya da se¢meli ders olarak) STEM
egitimi ve uygulamalarini dahil ettikleri goriilmektedir (Orn: Aslan-Tutak, Akaygiin
ve Tezsezen, 2017; Altan, Yamak ve Kirikkaya, 2016; Oztiirk, Y1lmaz Tiiziin ve Cakir
Yildirim, 2019; Yidirim ve Altun, 2015). STEM egitimi uygulayict olacak olan
Ogretmen adaylarinin STEM egitimi ile ilgili gerekli bilgi, beceri ve deneyime sahip
bireyler olarak yetistirilmesi amaciyla STEM egitimi ve uygulamalarinin
yayginlastirilmasi dnem kazanmaktadir. Ogretmen adaylarmin hizmet dncesi edindigi
O6grenme-Ogretme  yasantilari, uygulama deneyimleri, inanglari, tutumlari,
farkindaliklari, 6z-yeterlikleri 6grenme ortamlarini planlamalarini ve tasarlamalarini
etkileyecektir (Tatar vd., 2012). STEM egitimi yaklagimlarinin siniflarda
uygulanabilir olmasi i¢in dgretmenlerimizin iyi diizeyde STEM okuryazari olmasi
gerekmektedir (Honey vd., 2014). Baska bir deyisle bir &6gretmen STEM
okuryazariysa ancak o zaman smifinda etkili bir STEM egitimi gerceklesebilir.
Ogretmenlerin  smif ici gercek uygulama deneyimleriyle donanimli olmasi
gerekmektedir.

Bu baglamda STEM egitimin uygulayacisi olan Ogretmen ve Ogretmen
adaylarinin yetistirilmesi amaciyla pek ¢ok proje (STEM ve Makers Fest/Expo,
Tasarim Becerileri Atdlyeleri, Deneyap Atolyeleri) ve arastirma laboratuvarlar
(Hacetepe STEM ve Makers Lab, Istanbul Aydm Universitesi STEM Lab), arastirma
merkezleri ve entsitiileri (ODTU BILTEMM Uygulama ve Arastirma Merkezi, Mus
Universitesi STEM Egitimi Uygulama ve Arastirma Merkezi, STEM Ogretmen
Entstitiileri, Bahcesehir Universitesi BAUSTEM Merkezi, Ozyegin Universitesi
STEM Akademi), ¢esitli arastirma modiil ve programlar1 (Akaygiin ve Aslan-Tutak,
2016; Aslan-Tutak, Akaygiin, veTezseven, 2017; Giinbatar ve Sardag, 2022;Bozan ve
Anagiin, 2019; Sardag, 2020; Yildirim, 2020) gelistirilmis ve gelistirilmeye devam
etmektedir.

Mevcut Durum Analizi ve Thtiyac Durumunun Belirlenmesi

Ulusal alanyazin incelendiginde STEM egitimi egilimlerini belirlemek amaciyla
farkli diizeylerde, farkli zaman araliklarinda g¢esitli aragtirmalarin yapildig:
goriilmektedir (Orn: Aydmn-Giinbatar ve Tabar, 2019; Cavas vd., 2020; Dasdemir,
Cengiz ve Aksoy, 2018, Ecevit vd., 2022). Bu arastirmalar biitiinciil bir sekilde
sentezlendiginde arastirmalarin 6grenci ¢alisma gruplarinda en fazla ortaokul
ogrencileriyle ¢calisildigi en az ise ilkokul 6grencileriyle ¢aligildigi (Dasdemir, Cengiz
ve Aksoy, 2018), 6gretmen ve 6gretmen aday1 gruplarinda ise en fazla fen bilimleri
O0gretmen adaylar1 ve fen bilimleri 6gretmenleriyle ¢caligsmalar yiiriitiildiigii (Akan ve
Timur, 2023; Deligdoz ve Han Tosunoglu, 2023; Metin vd., 2023), en az ise smif
egitimi 6gretmen adaylar1 ve sinif 6gretmenleriyle ¢alismalar yiiriitiildigi (Cavas vd.,
2020) genel olarak 6gretmen adaylari ile daha fazla ¢aligsma yapildigi (Ates ve Sungur
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Giil, 2023; Aydin-Giinbatar ve Tabar, 2019; Dagdemir, Cengiz ve Aksoy, 2018)
ortaya ¢ikmaktadir.

STEM egitimi ve Ogretiminde yeterlilige sahip 6gretmenlerin yetistirilmesi
iizerinde 6nemli durulmasi gereken bir noktadir. Ogretmen adaylariyla yapilan
calismalarin STEM alanlarina yonelik tutum (Higde vd., 2020), STEM egitimine
yonelik alg1 (Aslan-Tutak, Akaygiin ve Tezseven, 2017; Akaygiin ve Aslan-Tutak,
2016; Oztiirk, Tiiziin ve Yildirim, 2019), STEM yaklagimina yonelik farkindalik
(Dadacan, 2021; Ozbilen, 2018; Karakaya vd, 2018; Buyruk ve Korkmakz, 2016),
STEM egitimi 6z-yeterlik (Dadaca, 2021; Gelen, Akcay, Tiryaki ve Benek, 2019;
Oztiirk, Yilmaz-Tiiziin ve Yildirim, 2019), STEM &gretim yonelimleri (Dadacan,
2021; Hacidmeroglu ve Bulut, 2016; Higde vd.,2020; Gokbayrak, 2017; Karisan ve
Bakirct, 2018; Timur ve Belek, 2020), STEM 6gretimine yonelik tutum (Higde, Keles
ve Aktamig 2020), STEM uygulamalari hakkinda goriis (Bektas ve Aslan, 20109,
Yildirim ve Tiirk, 2018), STEM egitimi hakkinda gériis (Ozbilen, 2018; Oztiirk,
Tiiziin ve Yildirim, 2019), STEM egitiminin akademik basariya etkisi (Yildirim ve
Altun, 2015) ve 21 yy becerilerine etkileri (Gokbayrak ve Karisan, 2017; Ertugrul
Akyol, 2020) duyussal 6zeliklere etkileri (Kocakiilah, Abact ve Kocakiilah, 2021;
Aslan-Tutak, Akaygiin ve Tezseven, 2017) temalarinda oldugu sdylenebilir.
Ogretmen adaylar1 ile yapilan calismalarin agirlikli olarak nicel arastirma
yontemlerinden tarama yontemi ile yiiriitiildiigii deneysel aragtirmalarin ise daha az
sayida oldugu (Kalemkus, 2020) sdylenebilir. Ogretmen adaylar1 ile yapilan nitel
aragtirmalarda ise daha ¢ok yapilan STEM uygulamalar1 hakkinda goriis (Bektas ve
Aslan, 2019, Yildirim ve Tiirk, 2018), STEM egitimine ydnelik goriis (Ozbilen, 2018;
Oztiirk, Tiiziin ve Yildirim, 2019) galismalarinin  oldugu gériilmektedir. Ogretmen
ve 6gretmen adaylarmin STEM egitimi ve 6gretimine yonelik algilari, tutumlar: ve
0z-yeterliklerinin daha ¢ok nicel veri toplama araglar1 kullanilarak tespit edildigi
goriilmektedir. Ogretmenlerin veya ogretmen adaylarmin STEM  &gretimi
yeterliklerini belirlemek ve degerlendirmek i¢in nicel dlgme araclarinin sinirliliklari
gdz Oniine alindiginda, mevcut durumun ve ihtiyaglarin daha ayrintili ve
derinlemesine bir sekilde incelendigi nitel arastirmalara duyulan gereklilik acikga
ortaya ¢cikmaktadir. Sadece nicel verilere dayali 6lgme araglari, 6gretmenlerinin veya
6gretmen adaylarinin STEM yeterliklerini tam olarak yansitmakta yetersiz kalabilir
ve bu durum eksik veya yaniltici sonuglara yol agabilir. STEM 6gretmen yeterliklerini
tam olarak anlamak ve degerlendirmek igin, bu yeteneklerin karmasikligini ele alan
yontemlere ihtiyag vardir. Dolayisiyla, nitel arastirma yontemleri daha kapsamli bir
yaklagim sunarak Ogretmenlerin STEM egitimi alanindaki bilgi, deneyim ve
hazirbulunugluklarimi1 daha ayrintili ve derinlemesine bir sekilde inceleme ve
degerlendirme firsati saglayacaktir.

Cahsmanin Onemi ve Amaci

STEM egitimi, glinlimiiz egitim sisteminde giderek artan bir 6neme sahiptir ve
Ogretmenlerin bu alandaki yeterlikleri, etkili bir STEM egitimi saglamak i¢in kritik
bir faktordiir. Bu aragtirmada, nitel bir durum arastirmasi ¢ergevesinde Ogretmen
adaylarmin STEM o6gretimi yeterliklerini belirlemeyi hedeflenmektedir. Bu amag
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dogrultusunda, 6gretmen adaylariin STEM egitimi deneyimleri, algilart ve hazir
hissetme durumlari incelenmistir.

Yontem

Bu aragtirma, Tirkiye'deki farkli iiniversitelerin egitim fakiiltelerinin son
smifinda okuyan fen bilimleri ve smif dgretmenleri adaylarmmm STEM 6gretimi
yeterliklerini, deneyimler, algilar ve hazir hissetme durumlari temalar1 kapsaminda
ayrmtili bir sekilde inceleyerek mevcut durumu ortaya koymayi ve ihtiyag durumunu
degerlendirmeyi amaglamaktadir. Arastirmada, belirgin bireysel aktorler ya da aktor
gruplari ve onlarm algilari {izerine odaklanilmasi yonii ile bir durum g¢alismasi tercih
edilmistir. Sinif ve fen bilgisi dgretmen adaylari, iilkeyi en iyi sekilde temsil
edebilecek genis bir ¢alisma grubuna dahil edilerek STEM yeterlikleri belirlenmeye
calistlmistir. Bir ise baglama siireci, bireylerin baglayacaklar1 konu hakkindaki
algilari, deneyimleri ve duygu durumlart tarafindan etkilenir.Bu nedenle, STEM
egitimi yeterlik durumlari, 6gretmen adaylarmin STEM egitimi deneyimleri, algilari
ve STEM egitimine hazir hissetme durumlariyla ele alinmistir. Yeterlik durumunu
tanimlamaya yonelik bu aragtirmada, Agiklayici/Tanimlayici Durum Caligmast
(Illustrative Case Study) kullanilmistir. Tanimlayict durum galigmalari, gergek
olaylarda ve herkesin giinlik yasamda karsilagabilecegi durumlarda, bilinen
durumlar1 6ziimseyen ve ayrmtilart birlestirip yorumlayarak agiklayan ¢alismalardir
(Datta, 1990).

Calisma Grubu

Arastirmanin katilimer grubu, 2019-2020 egitim-6gretim yili Bahar doneminde
Tiirkiye'de 20 {iniversitenin fen bilimleri ve sinif egitimi programlarinda egitim goren
45 son sinif (4. smif) 6gretmen adayindan olugmaktadir. Bu iiniversiteler sunlardir:
Adiyaman Universitesi, Afyon Kocatepe Universitesi, Aksaray Universitesi, Alanya
Alaaddin Keykubat Universitesi, Bartin Universitesi, Bogazici Universitesi,
Cumbhuriyet Universitesi, Cukurova Universitesi, Dokuz Eyliil Universitesi, Eskisehir
Osmangazi Universitesi, Hacettepe Universitesi, Kastamonu Universitesi, Kiitahya
Dumlupinar Universitesi, Kirikkale Universitesi, Mersin Universitesi, Necmettin
Erbakan Universitesi, Nevsehir Haci Bektas Veli Universitesi, Pamukkale
Universitesi, Tokat Gaziosmanpaga Universitesi, Yildiz Teknik Universitesi. Bu
ogrenciler, tiim dersleri tamamlamis ve yakin bir gelecekte 6gretmenlik meslegine
atilacak olan adaylardir. Arastirmanin bu 6grenci grubunu se¢me nedeni, bu adaylarin
mevcut 6grenim durumlarini ve yakin bir gelecekte 6gretmenlik kariyerine baslayacak
olmalarini igermektedir. Bu amagla, ¢alisgma grubu olusturulurken amagli 6rnekleme
yontemlerinden "maksimum gesitlilik drnekleme" kullanilmistir. Maksimum gesitlilik
ornekleme, arastirmanin ilgili problemi ¢esitli durumlari i¢eren farkli senaryolarda
incelemeyi hedefler (Biiyilikoztiirk, Kilig Cakmak, Akgiin, Karadeniz ve Demirel,
2010). Bu sekilde, Tiirkiye'nin gesitli bolgelerinde son smifta okuyan Fen Bilimleri
ve Smuf Egitimi 6gretmen adaylarinin STEM egitim yeterlikleri detayli bir sekilde
incelenerek mevcut durumunun ortaya ¢ikarilmasi ve ihtiyag durumunun
degerlendirilmesi amaglanmaktadir..
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Veri Toplama Araglan

Ogretmen adaylarinin STEM yeterliklerini belirlemek amaciyla "yari
yapilandirilmis goriisme formu" olusturulmustur. Goriisme formunun taslagi, iki
STEM egitim uzmaninin goriigleri alinarak olusturulmus, ardindan bu taslak sorular
iki 6gretmen adayiyla yapilan pilot ¢alisma ile degerlendirilmistir. Pilot ¢aligma
sonrasinda, sorularin agik ve anlasilir olmast i¢in gerekli diizenlemeler yapilmus,
tekrarlayan sorular revize edilmis ve nihai yar1 yapilandirilmis goriisme formu
olusturulmustur. Goriisme formunda yer alan sorular 6gretmen adaylarinin STEM
egitimi deneyimleri, STEM egitimi algilari ve STEM egitimine hazir hissetme
temalarini ele almaktadir.

Tema 1: Ogretmen Adaylarinin STEM Egitimi Deneyimleri

STEM egitimi deneyimleri temasi kapsaminda 6gretmen adaylarinin STEM
egitimi ile ilgili dersler ve kurslar alma durumlarina odaklanilmistir. STEM egitimi
konusundaki ders ve kurs deneyimleri, 6gretmen adaylarinin bu konudaki temel bilgi
ve yeteneklerini gelistirmelerine olanak tanir. Bu deneyimler, 6gretmen adaylarinin
STEM egitimini anlama, bu konudaki pedogojik yaklasimi kavrama ve gelecekteki
ogrencilerine rehberlik ederek yonlendirme yeteneklerini sekillendirir. Ogretmen
adaylarmin lisans egitimleri siiresince STEM egitimi derslerine ne 6l¢iide ve hangi
yontemlerle maruz kaldiklar1 ve bu alandaki teorik ve pratik bilgiyi nasil edindikleri
biiyiik 6nemlidir. Ciinkii, STEM egitimi konusundaki bu temel deneyimler, gelecekte
kendi siniflarinda STEM egitimini basarili bir sekilde uygulama yeteneklerini
etkileyebilir. Bu baglamda goriigme formunda agagidaki sorulara yer verilmistir.

e Lisans 6greniminiz siiresince STEM egitimi ile ilgili ders aldiniz m1? Dersin
igerigini betimleyebilir misiniz?

e Lisans 6greniminiz siiresince aldiginiz dersler igerisinde STEM egitimine
deginildi mi? Hangi ders kapsamimnda STEM egitimi ele alindi? Dersin
icerigini betimleyebilir misiniz?

e STEM egitimi ile ilgili herhangi bir kurs ya da egitim aldiniz m1? Nereden
aldimiz? Egitim siirecini neler yaptiginizi anlatabilir misiniz?

Tema 2: Ogretmen Adaylarinin STEM Egitimi Algilari

STEM egitimi algilari temasi kapsaminda 6gretmen adaylarinin STEM egitimini
nasil anladiklari, kavramsal yanilgilar1 ve 6grenme siireglerine yonelik algilarina
odaklanilmistir. STEM egitimi hakkindaki bu algilar, 6gretmen adaylarinin bu
yaklagimin kapsamini, disiplinler arasi entegrasyon yontemlerini, 6grenme-6gretme
ortaminin diizenlenmesini ve dgretmen ile 6grenci rollerini anlama kapasitelerini
yansitmaktadir. Bu baglamda, asagidaki goériisme sorulari bu temayi aydinlatmak
amaciyla kullanilmistir:

e Sizce STEM egitimi nedir? STEM egitimi yaklagimiyla ilgili neler
biliyorsunuz?
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e STEM egitimi yapilan 6grenme ortamini sinif diizeni ve fiziksel ¢evre gibi
unsurlart diislinerek nasil tarif edersiniz?

e STEM egitimi siirecinde Ogretmenin ve Ogrencinin roliinii nasil
betimlersiniz?

Tema 3: Ogretmen Adaylarinin STEM Egitimine Hazir Hissetme Durumlar

STEM egitimine hazir hissetme durumlari temas: kapsaminda 6gretmen
adaylarmin kendi yetkinlikleri ve hazirbulunusluklarina odaklanilmistir. Bu tema
O0gretmen adaylarinin STEM egitimini uygulamalarina yonelik 6zgiiven, STEM
egitimi bilgi ve becerisi diizeyi, 6gretmenlik kariyerlerine baslarken STEM egitimini
ne derece benimsemeye hazir olduklarini incelemek amaciyla olusturulmustur.
Ogretmen adaylarinin STEM egitimine ydnelik hazir hissetme durumlari, onlarmn bu
yenilik¢i 6gretim yaklagimini etkili bir sekilde uygulama yeteneklerini ve
motivasyonlarmi yansitmaktadir. Ogretmen adaylarinin STEM egitimine ne kadar
hazir olduklarimi anlamak i¢in kullanilan gériisme sorulart asagida sunulmustur.

o Gelecekteki Ogretmenlik kariyerinizde STEM egitim yaklagimini nasil
uygulamayi diisgiiniiyorsunuz?

e Kendinizi STEM egitimini etkili bir sekilde kullanmaya hazir hissediyor
musunuz?

e Derslerinizde STEM egitim yaklagimini bagarili bir sekilde kullanabilmek
i¢in ihtiya¢ duydugunuz kaynaklar veya desteginiz nelerdir?

Verilerin Analizi

Arastirma  kapsaminda, Ogretmen adaylart ile gergeklestirilen yari
yapilandirilmig goriismelerin elde ettigi nitel veriler, icerik analizi y&ntemi
kullanilarak analiz edilmistir. Igerik analizi, metin icerigini yansitan kelimeleri veya
kelime gruplarint sistemli bir sekilde temalara ve kategorilere ayirmay1 saglayan bir
yontemdir (Biiyiikoztiirk vd, 2013). Her tema igin her sorunun igerigi baglangicta ayri
ayrt igerik analizi ile degerlendirilmistir. Olusturulan kodlar daha sonra belirli
kategorilere gore siniflandirilarak sunulmustur.

Etik Kurul Onay1

Bu aragtirma Diizce Universitesi Bilimsel Arastirma ve Yayin Etigi Kurulu'nun
14.05.2020 tarih ve 2020/95 karar numarali izni ile onaylanmistir.
Gegerlik ve Giivenirlik

Bu arastirmanin i¢ ve dis gegerliligini saglamak amaciyla gesitli dnlemler
almmustir.

Aragtirmanin i¢ Gecerligini Saglamak I¢in Alinan Onlemler

Goriigme  formunun olusturulmasinda, iki alan uzmanmin goriisiine
bagvurulmustur. Goriisme formunun anlagilabilirlik acisindan degerlendirilmesi
amactyla pilot ¢alisma gergeklestirilmistir. Goriisme formunun gelistirilme siireci ve
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elde edilen verilerin analiz siireci, detayli bir sekilde agiklanmistir. Dogrudan
alintilara yer verilmis ve anlagilmayan ifadeler igin katilimcilardan teyit alinmistir.

Arastirmanin Dis Gegerligini Saglamak i¢in Alinan Onlemler

Veriler arasindaki tutarlilik kontrol edilmistir. Veriler, iki bagimsiz arastirmaci
tarafindan bagimsiz bir sekilde kodlanmistir. Kodlardan yola c¢ikarak temalarin
olusturulmas sirasinda aragtirmacilar arasinda fikir birligine varilmistir. Elde edilen
veriler, yorum yapilmadan dogrudan sunulmustur.

Arastirmanin gergeklestirilebilmesi icin gerekli Etik Kurul izinleri alinmus,
O0gretmen adaylar1 caligma hakkinda bilgilendirilmis ve goniilli katilimlar:
saglanmistir. Ogretmen adaylarmn isimleri, etik kurallara uygun bir sekilde gizli
tutulmustur.

Bulgular

Ogretmen adaylariyla yapilan goriismelerden elde edilen bulgular, égretmen
adaylarmin STEM egitimi deneyimleri, 6gretmen adaylarinin STEM egitimi algilari
ve 0gretmen adaylarininin STEM egitimi hazirbulunugluk durumlari olmak {izere ii¢
farkli temada detayli olarak incelenmistir. Bu temalara ait gériismelerin analizinden
elde edilen kategoriler, alt kategoriler ve kodlar sistematik bir sekilde sunulmustur.

Sekil 1
Ogretmen Adaylarimin STEM Ogretimi Yeterlikleri Temalari, Deneyimler, Algilar ve
Hazwbulunusluk Durumlart

Ogretmen Adaylarinin
STEM Ogretimi
Yeterlilikleri

STEM Egitimi
Deneyimleri
Tema 1

Tema 1: Ogretmen Adaylarinin STEM Egitimi Deneyimleri

Ogretmen adaylarinin lisans egitimleri siiresince STEM egitimi ile ilgili ders
alma durumlarinin belirlenmesi bu ¢alismanin temel odak noktalarindan biridir. Bu
kategori altinda, 6gretmen adaylarinin lisans egitimleri siiresince STEM egitimi ile
ilgili aldiklar1 dersler ve bu derslerin igerikleri ayrintili bir sekilde gozden gegirilerek,
bu ders tiirleri ve igerikleri gruplandirilarak sunulmustur.
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Sekil 2

Ogretmen Adaylarimn STEM Egitimi Deneyimleri Temasina ait Elde Edilen
Kategoriler, Alt Kategoriler ve Kodlar

STEM Egitimi Deneyimleri
Temal

Segmeli Dersler Dersin igerigi ve Kurs ve igerikleri
Kapsaminda Yapisi Alt Kategori 2.1
Alt Kategori 1.1 HRETEqOnTIES

Farklh Dersler
igerisinde Deginilmesi il Teorik Bilgi
Alt Kategori 1.2 Kod 1.3.1 Kod 1.3.2

Kategori 1: Lisans Egitimi Siiresince STEM egitimi ile ilgili Ders Alma
Durumlar

Alt Kategori 1.1. Se¢meli Dersler

Ogretmen adaylarinin %20’si lisans egitimleri siiresince STEM egitimi ile ilgili
secmeli bir ders aldigini ifade etmistir. %2 6gretmen aday1 ise STEM egitimi ile ilgili
se¢meli ders olmasina ragmen bu dersleri se¢gmediklerini belirmistir.

Alt Kategori 1.2. Farkli Dersler Icersinde STEM Egitimine Deginilmesi

%69 6gretmen aday1 lisans dersleri kapsaminda STEM egitimine deginildigini
belirtmistir.  Ogretmen adaylar1 Fen Ogretimi (15), Fen Laboratuvar (14), Ozel
Ogretim Yontemleri (9), Materyal Tasarimi(5), Fen ve Teknoloji Ogretim Programi
Planlama (2), Kimyada Ozel Konular (2), Sorgulamaya Dayali Fen Egitimi (1),
yaraticilik (1), matematik ve oyun (1) gibi derslerde STEM egitimi ve dgretimine
deginildigini ifade etmiglerdir.

Alt Kategori 1.3. Dersin Icerigi ve Yapist

Kod 1.3.1. Teorik Bilgi

Ogretmen adaylar1 aldiklar1 lisans derslerinde STEM egitiminin igerigi ve
kapsamindan bahsedildigini, STEM egitiminin dneminin anlatildigint ve STEM
egitiminin egitim sistemi i¢inde nasil uygulanabilecegi hakkinda konustuklarini ifade
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etmislerdir. Elde edilen bulgular 6gretmen adaylarinin aldiklar1 derslerde STEM
egitimi yaklasiminin pratikte nasil hayata gegirilebilecegi hakkinda teorik bilgileri
tartigmis olduklarini gostermektedir.

Kod 1.3.2. Uygulama ve Uriin odakli Siire¢

Ogretmen adaylar;, lisans dersleri kapsaminda STEM etkinlikleri
gerceklestirdiklerini belirtmislerdir. Bu etkinliklerin igerigi, STEM ders planlar
hazirlamay1 igermekte olup &grenme siirecinde SE 6grenme modeli, proje tabanli
O0grenme yoOntemi ve problem dayali 6grenme yoOntemlerini kullandiklarmi ifade
etmislerdir..  Ayrica, Ogretmen adaylari, Scratch Jr ve Arduino programlarin
ogretildigi kodlama ¢alismalarina da katilmiglardir. Bu deneyimler, lisans derslerinde
o6gretmen adaylarinin STEM egitimine dair uygulama ve iriin odakli ¢alismalar
yaptiklarini gostermektedir.

Asagida 6gretmen adaylarinin cevaplarindan bazilart yer almaktadir:

02: Ozel Egitim Yontemleri dersi iceriginde giinliik yasamda stk¢a
kullandigimiz basit arag gereglerle ornegin; depreme dayanikli ev ya da israf
edilen sularmm degerlendirilmesi gibi giinliik yasam problemlerine ¢éziim
olarak basit ama kullamigh materyaller iirettik.

O03: Fen égretimi laboratuvar uygulamalart dersimiz de STEM egitimi
adna bircok probleme ¢iziim iiretmeye ¢calistik. Ogretmenlerimizin bizlere
vermis olduklart agik uglu problem durumlarina bizler STEM uygulamalar
ile ¢oziimler iiretmeye ¢alistik

O15: Icerik olarak neyi nasil anlatacagimiz fen bilimleri ¢ercevesinde
anlatildy ve uygulandh.

Kategori 2: STEM Egitimi ile ilgili Kurs ya da Egitim Alma Durumlar:

Ogretmen adaylarinin %33’ti STEM egitimi ile ilgili kurs veya egitime
katildigin1 ifade etmistir. Ogretmen adaylarmin %67’si lisans derslerin disinda STEM
egitimi ile ilgili herhangi bir kursa ya da egitime katilmadigini belirtmistir.

Alt Kategori 2.1. STEM Egitimi Kurslar: ve Icerigi

Ogretmen adaylarmin gesitli STEM egitimi ile ilgili TUBITAK projelerine (8),
iiniversitelerin actigt STEM egitim kurslarina (7) katildig: tespit edilmistir. Egitim
kurslarinin igerigi ve yapist detayli olarak incelediginde teorik bilgi ve uygulamali
iiriin odakli siirec boyutlar1 ortaya c¢ikmaktadir. Ogretmen adaylarmin katildig
kurslarin yarisinin teorik yapida oldugu goze ¢arpmaktadir.

Kod 2.1.1. Teorik Bilgi

Ogretmen adaylarinin %50°si teorik kurslara katildigmi bu kurslarda STEM
uygulamalari ile ilgili kullanilabilecek teknoloji, materyal, yontemlerle sdzel ve gorsel
bilgiler sunmay1 icerdigini ifade etmislerdir.

Kod 2.1.2. Uygulama ve Uriin Odakl Siire¢
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Ogretmen adaylarini %50’si ise katildiklar1 kurslarda artirilmis gerceklik, sanal
gerceklik, 3D yazicilar, robotic kodlama, iiriin olusturma, tasarim yapma gibi
uygulamali ve lirlin odakli siireci igerdigini ifade etmiglerdir.

Asagida 6gretmen adaylarinin cevaplarindan bazilarina yer verilmistir:

03: Yildiz Teknik Universitesinden Yildiz SEM ile aldim.2 giinliik bir
programdi. Ik olarak mantigint kavradik buna uygun program hazirladik ve
hayatimizdan bir olay bulup hangi dersleri icerisine alabilecegini nasil
ogrencilere bu problemi verip somutlastiracagimizi elimizde bir tasarim
tiriinii saglamamiz gerektigini, okul éncesi igin hikayelestirilmesi ve nasil
hikaye olusturabileceginizi, deneyimledik. Sebzelerden diiz ve hizli giden
araba yaptik, yaristik, paragiit yaptik icerisine yumurta koyduk kirilmamast
istendi, hazir legolardan acilir kapanir képrii yaptik, kodlama ile robotlar
yaptik.

O5: Tiibitak projelerinde STEM egitimi verildi. STEM nedir? STEM
egitiminde nasil bir uygulama yapiliyor? Ogrencilere katkist nedir?
Ogretmenin rolii nedir? Ogrenciler nasil bir egitim aliyorlar?.... Bu dersi
veren hocamiz gruplar olusturdu ve Her grup tiyeleri igbirligi ile pipetten
kule, 1 ¢ivi iizerinde 11 ¢ivi dengede, sismograf i yapumi gibi stem
uygulamalarina yonelik ozgiin tiriinler tasarladik ve degerlendirdik.

O7: Robotik kodlama egitimi aldim ve Bilim Senliklerindeki STEM
etkinliklerine katildim. Robotik kodlamada robota ne yaptirmak istiyorsan
programda bulunan hazir kodlari kullanarak yaptirabiliyorsun ayrica farkl
araglarda takarak robot farkhilastirilabilivor. STEM etkinliklerinde ise
verilen malzemeleri kullanarak verilen soruna ¢oziim olacak arag¢lar iirettik.

Tema 2: Ogretmen Adaylarinin STEM Egitimi Algilari

Ogretmen adaylarinin STEM egitimi algilar;, bu calismanin temel odak
noktalarindan bir digeridir. Bu kategori altinda, &gretmen adaylarinin STEM
egitimini ne olarak anladiklari, STEM egitiminin nasil uygulandigma dair algilari,
STEM 06grenme ortaminin nasil olmasi gerektigine yonelik algilari, ve bu 6grenme
ortamindaki 6gretmen ve 6grenci rollerine dair algilari sistemli ve ayritili bir sekilde
sunulmustur.

Sekil 3
Ogretmen Adaylarimin STEM Egitimi Algilar: Temasina ait Kategoriler

STEM Egitimin Ne?, Nasil? . STEM Egitimi STEM Egitimi Ogretmen
Oldugu Algisi Ogrenme Ortamu Algisi ve Ogrenci Rolleri Algisi
Kategori 1 Kategori 2 Kategori 3
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Kategori 1: STEM egitiminin Ne? Nasil? Oldugu Algis1

Ogretmen adaylarinin STEM egitimini ne? ve nasil? Oldugu ile ilgili algilari iig
farkli alt kategoride ele alinabilir. Bu siniflandirma 6gretmen adaylarimizin STEM
egitimini ne oldugu, nasil olduguna ydnelik algilarin1 daha iyi anlamamiza yardimci
olacaktir. Bu algilar, 6gretmen adaylarinin STEM egitimini kendi siniflarinda nasil
uygulayacaklarina 151k tutacak niteliktedir.

Sekil 4

Ogretmen Adaylarimin STEM Egiminin Ne oldugu? Nasil oldugu Algilart Temasina
ait Alt Kategoriler

STEM Egitiminin Ne
oldugu? Nasil oldugu?
Algisi

Kategori 1

| %29 [ %67 | s

Alt Kategori 1.1. STEM Egitimini Yeterince Anlayanlar

Bu alt kategoride yer alan 6gretmen adaylart STEM egitiminin ne oldugunu ve
nasil uygulandigini genel bir ¢er¢evede anlamislardir. Bu alt kategorideki 6gretmen
adaylart STEM egitiminin farkli alanlarin birlestirilmesi, problem ¢dzme siireci,
disiplinlerin bir araya gelmesi ve disiplinlerarasi baglantilarin kurulmasi gibi 6nemli
bilesenleri tanimlar. Ogretmen adaylarinin % 29’u bu alt kategoride yer almaktadir.

Alt Kategori 1.2 STEM Egitimini Kismen Anlayanlar

Bu alt kategoride yer alan 6gretman adaylart STEM egitimi hakkinda kismi bir
anlayisa sahiptir. Genelde STEM egitimini disiplinlerin bir araya gelmesi veya
disiplinler arasi etkilesim olarak tanimlarlar. Ancak STEM egitimin nasil uygulandigi,
disiplinlerarasi etkilesiminin nasil olmasi gerektigi gibi konularda sinirl ve eksik bir
anlayislar1 vardir. Bu 6gretmen adaylart STEM egitiminin nasil uygulandigini tam
olarak kavrayamamislardir ve hatta neyin STEM egitimi olup olmadigi konusunda
yanmilgilart vardir. Ogretmen adaylarinin %67’si bu alt kategoride yer almaktadir.

Alt Kategori 1.3 STEM Egitimini Hi¢ Anlamayanlar
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Bu alt kategoride yer alan 6gretmen adaylari, STEM egitimi hakkinda neredeyse
hicbir bilgeye ve algiya sahip degillerdir. STEM egitimi ile ilgili herhangi bir tanim
veya kavram hakkinda bir goriisleri yoktur. STEM egitiminin ne ve nasil oldugunu
“bilmiyorum” diyen &gretmen adaylar1 bu alt kategoride ele alinmgtir. Ogretmen
adaylarinin %41 bu alt kategoride yer almaktadir.

Kategori 2: Ogrenme Ortam Algist
Ogretmen adaylarinin STEM 6grenme ortami1 hakkindaki algilar1 simif igin ortam

algis1 ve sinif dig1 ortam algist olmak iizere iki alt kategori altinda ele alinabilir. Her
iki alt kategorinin altinda ¢esitli kodlar yer almaktadir.

Sekil 5

Ogretmen Adaylarimin STEM Egitimi Ogrenme Ortami Algist Temasina ait Alt
Kategoriler

Kategori 2

Sinif igcin Ortam Algisi Sinif Dig1 Ortam Algisi

e,Lab Algisi
¢, Bahce, Acik Alan Algisi
rtam Algisi

Alt Kategori 2.1. Suif I¢i Ortam Algist
Kod 2.1.1 Biiyiik/Rahat Alan Algisi
Ogretmen adaylarin %29’u STEM uygulamalari igin dgrencilerin rahat hareket
edebilecekleri, grup ¢alismasina uygun bir biliylik bir alanine gerektigini
disiinmektedirler.

Kod 2.1.2. Oturma Diizeni Algisi

Ogretmen adaylarin %18’i STEM egitimi siniflarindaki siralarin U veya C
bigiminde diizenlenmesi  gerektigini  diisiinmektedir. Ogrencilerin  isbirligi



740 Tugba Ecevit, Dilber Acar ve Yasemin Biiyiiksahin

yapabilmeleri ve grup c¢aligmasi yapabilmeleri i¢in oturma diizeninin énemli oldugu
goriisiiniin hakim oldugu goriilmektedir.

Kod 2.1.3. Bol Materyal ve Teknolojik Arag Geregler Algisi

Ogretmen adaylarmin %29’u STEM egitimi igin materyallerin bol ve gesitli
olmas1 gerektigini diistinmektedir.Ayrica, Ogretmen adaylarmin %4’ STEM
O6grenme ortamlarinda teknolojiye dayali 6grenme materyalleri ve internet erisimi gibi
teknolojik unsurlarin bulunmasi gerektigini ifade etmistir.

Kod 2.1.4.0grenci Sayist Algist

Ogretmen adaylarin % 4’ii STEM egitimi i¢in daha &grencinin bulundugu bir
smif ortaminin daha uygun oldugunu diisiinmektedir.

Kod 2.1.5.0zel Alan Algis

Ogretmen adaylarin1 %29’u STEM 6grenme ortaminin smif icinde 6zel bir
alanda ger¢eklesmesi gerektigini diisiinmektedir. Bu alanin grup ¢aligmalarina uygun
olmali ve 6grencilerin STEM projelerini sergileyebilecek bir kose icermesi gerektigini
ifade etmislerdir.

Alt Kategori 2.2. Sinif Dist Ortam Algisi
Kod 2.2.1. Atélye/ Laboratuvar Algisi

Ogretmen adaylarmin %9’ii STEM egitiminin laboratuvar benzeri bir ortamda
gerceklesmesi gerektigini diisiinmektedir.

Kod 2.2.2. Park, Bahge, A¢ik Alan Algis
Ogretmen adaylarmin %31’ STEM 6grenme ortamimi smif disinda 6zellikle
okul bahgesi, ev ortami, park veya agik alanlarda gergeklestirilebilecegini

disiinmektedirler.

Kod 2.2.3. Her Ortam Algisi
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Ogretmen adaylarin %9’u STEM 6grenme ortaminin herhangi bir fiziksel
ortama ihtiya¢ duymadigini diisiinmektedirler. STEM egitiminin her yerde yapilacagi
diisiinceleri hakimdir.

Asagida Ogretmen adaylarmin  0grenme ortamma iliskin  verdikleri
cevaplarindan bazilarina yer verilmistir.

O2: Fen, mithendislik tasarim siireci, teknoloji ve matematigin bir araya
gelmis oldugu bu egitim de laboratuvar gibi bir ortam dan ayr diisiiniilemez.
Oégrencilerin tasarim siirecini kolaylikla yapabilecekleri ortami hazirlamak
¢ok onemli. Bu ifadem her malzemenin eksiksiz olmasim kast etmiyor.
Osrenci elinde ki basit ve ekonomik ama problemine ¢éziim olusturabilecek
tasarimlar yapabilecek malzemeleri bulabilmeli.

03: Ogrenciler soruna yonelik ¢oziim bulacagi icin birbirleriyle iletisim
kurmalart acgisindan sira diizeni ona gére yapumalidir. Simif iginde
ogrencilerin projelerini sergileyebilecekleri bir alan olmaldwr ve STEM
kosesi yaparak bir projelerini o koseye koyarak istedikleri zaman projelerine
tekrardan bakabilmeliler. Sinmifin duvarlarinda dikkat ¢ekecek STEM e
yonelik STEM hakkinda bilgiler gorseller olabilir.

O5: 6grenme ortaminda fiziki sartlar tabi ki ¢ok énemli ama bence fiziki
sartlart ¢ok kotii olan bir okulda bile STEM uygulanabilir. Ben bazen bunu
cerden ¢opten bilim ¢ikarmak diye nitelendiriyorum. Yani bir pet sise balon
ve pipetten de STEM etkinligi yapilabilir, yazilim ve kodlamayla da STEM
vapulabilir. Cevre unsurlarint anlamlart kullanmak 6gretmenin elindedir.

Kategori 3. Ogretmen ve Ogrenci Rolleri Algist

Ogretmen adaylarmin STEM &grenme ortamidaki 6gretmen ve dgrenci rolleri
algisi iki alt kategoride ele alinmigtir. Her iki alt kategorinin altinda ¢esitli kodlar elde
edilmigtir.

Sekil 6

Ogretmen Adaylarinin STEM Egitimi Ogrenme Ortami Ogretmen ve Ogrenci Rolleri
Algis1 Temasina ait Alt Kategoriler
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Kategori 3

Alt Kategori 3.1 Ogretmen Rolleri Algist
Kod 3.1.1. Rehber, Yol Géosteren

Ogretmen adaylarinin % 100’{i 6gretmenin rehberlik eden bir rol {istlendigini
ifade etmislerdir.

Kod 3.1.2. Ogrenciyi Destekleyen

Ogretmen adaylarinin % 40’1 6gretmenin 6grenmeyi tegvik etme ve dgrencilere
destek olmak gibi bir rolii oldugunu ifade etmistir.

Kod 3.1.3. Ogreten
Ogretmen adaylarin % 18’idgremenin bilgiyi aktaran roliinii ifade etmislerdir.
Kod 3.1.4. Kendini gelistiren
Ogretmen adaylarmm %13’ii dgretmenin kendi gelisimini siirekli olarak
siirdiirmesi gereken bir rolii oldugunu belirtmislerdir. 1 Ogretmenlerinde 6gretnen
pozisyonda olmasi, yeniliklere agik olmasi, alan bilgisi ve pedagojik bilgilerini

gelistirmeleri gerektigi 6n plana ¢ikmaktadir.

Kod 3.1.5. Ogrenme Ortami Tasarlayan
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Ogretmen adaylarinin sadece %2’si dgretmeni dgrenme ortamini tasarlayan
roliine vurgu yapmustir.

Asagida ogretmen adaylarinin, STEM egitiminde 6gretmen roliine iliskin
verdikleri cevaplardan bazilarina yer verilmistir:

Os: Ogretmen ben merkezci olmamalidir. Ogrenci merkezli ilerleyerek
onlarin diisiincelerine onem vermelidir. Sorunun cevabini direkt olarak
vermeyip onlar1 diisiindiirmeye sorgulamaya itmelidir. Ogrencilerin yaparak
yasayarak ogrenmelerine olanak vermelidir.

O+: Ogretmen daima rehber olmahdir. Ogrenciye yol gostermeli fakat
ona ne yapmasi gerektigini acik acik tarif etmemelidir. Ogrencinin
yaraticthgimin gelismesine olanak saglamalidir. Ihtiya¢ aninda égrenciye

yardimci olmalidur.
O Yeniliklere acik ve 6grenmeyi bilen bir gretmen olmall.

Alt Kategori 3.2. Ogrenci Rolleri Algist
Kod 3.2.1. Bilgiye Erigen ve Kullanabilen

Ogretmen adaylarinin %92’si STEM 6grenme ortamindaki dgrencileri bilgiyi
arastiran, merak eden, sorgulayan, elestiren, kesfeden, yaparak-yasayarak 0grenen,
bilim insani gibi ¢alisan, 6grendigini aktarabilen ve bu bilgileri etkili bir sekilde
kullanabilen olarak ifade etmistir.

Kod 3.2.2. Ogrenmenin sorumlulugunu alan

Ogretmen adaylarinin % 69’u STEM &grenme ortamindaki 6grencileri aktif
olarak 6genme siireclerini yonlendiren ve 6grenme sorumlulugunu iistlenen olarak
ifade etmistir.

Kod 3.2.3. Problem ¢ozebilen
Ogretmen adaylarinin = %24’ STEM  &grenme ortamindaki  dgrencileri
problemleri analitik bir sekilde ¢dzebilen, yenilik¢i diisiinebilien, girisken, cesitli

becerilere sahip 6grenciler olarak ifade etmistir.

Kod 3.2.4. Ureten
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Ogretmen adaylarinin % STEM 6grenme ortamindaki dgrencileri yeni fikirler
iiretebilen, yaratici diisiinebilien, lriinler gelistirebilen Ogrenciler olarak ifade
etmistir.

Asagida oOgretmen adaylarinin, STEM egitiminde Ogrenci roliine iliskin
verdikleri cevaplardan bazilarma yer verilmistir.

Ov: STEM egitimi bir film ¢ekimine benzetilirse 6grenci basrol
oyuncusudur. Filmin ana karakteri odur. Ogrencinin takindigt hal ve
durumlara gore film sekillenmektedir. Bazen kendisinin oynamasi gereken
senaryolarin disina ¢ikarak, problemlere orijinal ¢oziimler iiretecek, akil
yiiriitecek kigi 6grencidir.

Os: Ogrenci gecmiste yaptigi gozlem ve deneylerin sonuclarindan
hareketle problem durumuna c¢oziim bulmahdir. Ogrenci merak etmeli,
arastirmact ruhlu olmali ki buldugu ¢éziim onerileri problem durumuna karst
hafif kalmamali.

Os: Ogrenci iireten kisimdir. STEM de Ogretmen yol gosterir ama
iiretme kismi 6grencidedir. Ogrenci analitik diigiinme becerilerine ve 21. yy
becerilerine sahip olur.

Tema 3: Ogretmen Adaylarimin STEM Egitimine Hazir Hissetme Durumlari

Ogretmen adaylarinin STEM egitimi uygulamalarma hazir hissetme durumu, bu
calismanin diger odak noktalarindan birini olusturur. Bu tema altinda 6gretmen
adaylarmin STEM egitimini ne kadar hazir hissettikleri ve etkili bir STEM egitimi
uygulamasi yapabilmek i¢in nelere ihtiyag duyduklar1 detayli bir sekilde
incelenmistir. Bulgular, kategori, alt kategori ve kodlar kullanilarak sistemli bir
sekilde sunulmustur.

Sekil 7

Ogretmen Adaylarinin STEM Egitimi Uygulamalarina Hazir Hissetme Temasina ait
Alt Kategoriler
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%40
r Hissetme ir Hissetmeme
t Kategori 1.1 %3 t Kategori 1.3

lisime ihtiyac
~ Duyma
t Kategori 1.2

Kategori 1. Hazir Hisetteme Durumu
Alt Kategori 1.1. Hazir Hissetme

Ogretmen adaylarmin %401 STEM egitimini uygulamaya hazir hissettiklerini
ifade eden cevaplar vermislerdir.

Alt Kategori 1.2. Geligime Ihtiya¢c Duyma

Ogretmen adaylarmin % 35°i STEM egitimini uygulamak igin kendilerini daha
fazla gelistirmeleri gerektigini belirten cevaplar vermislerdir.

Alt Kategori 1.3. Hazir Hissetmeme

Ogretmen  adaylarmmi %251 STEM  egitimini uygulamaya hazir
hissetmediklerini veya bu konuda higbir egitim almadiklarini ifade eden cevaplar
vermislerdir.

Asagida, 6gretmen adaylarinin goriislerinden bazilarina yer verilmistir:

037: Bu egitim ile ilgili bir egitimin ve deneyimim yok. Ayrica
bu egitimin uygulanmasina dair de bir deneyimim yok.

O43: Suan igin hazir hissetmiyorum. Cegitli egitimler almaliyim

029: Kismen hazir hissediyorum. Ciinkii bu konu ile ilgili bir
egitim almadim. Sadece sozel olarak almig oldugum derslerde
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deginildi. Bir de kendi yapmis oldugum bir takim arastirmalar
sayesinde bilgi sahibiyim.

Kategori 2. STEM Egitimini Etkili Uygulamak i¢in Ihtiyac Durumlar
Alt Kategori 2.1. Daha Fazla Egitim

Ogretmen adaylarinin %67’si daha fazla STEM bilgisine, gretim tekniklerine,
uygulamali egitime ihtiya¢ duyduklarini belirtmiglerdir.

Alt Kategori 2.2. STEM Ders Plani

Ogretmen adaylarinin %11°i STEM egitimini daha etkili ve kolay uygulamak
icin uygun ders planlarina ihtiya¢ duyduklarini belirtmislerdir.

Alt Kategori 2.3. Materyal

Ogretmen adaylarinm %11°i STEM egitimini etkili birsekilde uygulamak igin
uygun materyal ve kullanma bilgisine ihitya¢ duyduklarini ifade etmislerdir.

Alt Kategori 2.4. Teknoloji

Ogretmen adaylarmin %11°i STEM egitimini etkili bir sekilde uygulamak icin
teknolojiye erisime ve kullanma yetkinligine ihityag¢ duyduklarmi belirtmislerdir.

Alt Kategori 2.5. Ogrenciyi Tanmima

Ogretmen adaylarinin %2’°si STEM egitimini etkili bir sekilde yapabilmek igin
Ogrenciyi tanima ihtiyacini ifade etmistir.

Alt Kategori 2.6. Bilincli Ogrenci

Ogretmen adaylarinin %22’si STEM egitimini etkili bir sekilde yiiriitmek igin
Ogrencilerin aktif , gesitli becerilere sahip, bilingli, istekli, mereakli, arastirmaci
olmasi gerektigini ifade etmistir.

Alt Kategori 2.7. Zaman

Ogretmen adaylarmin %4’ STEM egitimini etkili bir sekilde uygulamak igin
yeterli zaman olmas1 gerektigini ifade etmistir.
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Asagida dgretmen adaylarinin cevaplarindan bazilarina yer verilmistir:

O3: STEM egitimini etkili kullanabilmek icin oncelikle
anlasilabilir bir problem durumuna ihtiyacimiz var. Daha sonra
ogrencilere ilham vermesi agisindan ge¢miste bu problem durumuna
bulunan ¢oziimler ornek gosterilmeli. Sonrasinda kullanilacak
malzemeler  6grenciye  verilmeli ve  oOgrenci  materyalini
tasarlamalidir. Ders sonunda ogrencilere konuyla ilgili kavramlar
hazirladiklary materyal iizerinden anlatiimalidwr zira en 6nemli kisim
burasidir.

O5: Oncelikle STEM ile ilgili bir egitim almam gerektigini
diigtiintiyorum. Ciinkii STEM egitimi profesyonel bir siirectir. Bir de
STEM egitimini verebilmek i¢in okullarin teknolojik alt yapisininda
iyi diizeylere getirilmesi gerekmektedir. Ancak bu sayede verilen
egitimler faydal olabilir.

06: Ogrencilerin her anlamada elimden geldigi kadar tanimam
onemli; ciinkii onlara STEM egitimini uygulamam icin vermem
gereken foy de onlarmn asina olmadiklar: durumlar da c¢aresiz
kalmalart  problem olusturur ve oOgrenci kendisini yetersiz
hissedebilir.

Tartisma, Sonu¢ ve Oneriler

Bu calisma, O6gretmen adaylarinin STEM egitimine iliskin algilari, hazir
hissetme durumlar1 ve uygulama i¢in ihtiyaglari izerine odaklanmaktadir. Elde edilen
bulgular, STEM egitimiyle ilgili dnemli bir dizi konuyu ortaya koymaktadir.

Arastirmanin sonuglari, 6gretmen adaylarinin STEM egitimi konusundaki temel
diizeyde teorik bilgiye sahip olduklarini gdstermektedir. Ozellikle lisans egitimleri
sirasinda fen laboratuvar uygulamalari ve fen 6gretimi dersleri baglaminda STEM
egitimi igerikleri ile karsilastiklar1 ve bu sayede temel teorik bilgi edindikleri
goriilmistiir. Metin, Giiler ve Cevik (2023) c¢alismasinda, fen bilimleri
Ogretmenlerinin  ¢ogunun STEM’i yontem olarak tanimladigi, O6grenmeyi
kolaylagtiran bir yol olarak gordiikleri, teorik diizeyde bilgi sahibi olduklart
goriilmiistiir. Ancak, STEM egitiminin siniflarda etkili bir sekilde uygulanabilmesi
i¢in yalnizca teorik bilgi yeterli degildir. Yildirim (2020) bu noktada vurgu yapmis ve
STEM egitimini siniflarda etkili bir sekilde uygulayabilmek i¢in 6gretmen adaylarinin
uygulama bilgisine de ihtiya¢ duyduklarini belirtmistir. Benzer olarak Akan ve Timur
da (2023) fen bilimleri 6gretmenlerinin STEM e iligkin goriislerinin olumlu olmasina
ragmen uygulama becerilerinin yeterli olmadigini belirtmistir. Ogretmenlerin STEM
egitimini etkili bir sekilde siniflarinda uygulayabilmeleri igin teorik bilgi, olumlu
tutumun yant sira uygulama becerisine de sahip olmalar1 gerekmektedir.

Calisma sonuglar1 6gretmen adaylarinin egitimlerine ek olarak STEM egitimi
kurslarina ve uygulamali egitimlere katilma oranlarinin olduk¢a diisikk oldugunu
gostermektedir. Bu durum, 6gretmen adaylarinin STEM egitimini daha kapsamli bir
sekilde 6grenme ve uygulama firsatlarma ihtiyac duyduklarimi vurgulamaktadir.
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Sonug olarak, 6gretmen adaylarmin STEM egitimi konusundaki temel teorik bilgiye
sahip olduklari, ancak bu bilginin eksik olan uygulama deneyimi nedeniyle tam
anlamiyla etkili bir sekilde kullanilamadigi sonucuna varilabilir. Bu ¢ikarim, STEM
egitimi konusundaki teorik bilgi ve uygulama arasindaki dengeyi saglamak i¢in lisans
ders igeriklerinin bu baglamda tasarlanmasi ve giincellenmesi gerektigini
gostermektedir. Ozellikle, STEM egitiminin ne oldugu, nasil gergeklestirildigi ve fen
bilimleri derslerine ya da diger derslere nasil entegre edilebilecegi konularinda daha
fazla bilgi ve beceri gelistirmeleri gerekmektedir. Bu baglamda, lisans ogretim
programlarinin STEM egitimi konusunda ders igeriklerini gézden gegirmesi ve
giincellemesi biiylik nem tagimaktadir. Bektag ve Aslan'm (2019) ¢alismalari da bu
konuya 1sik tutmaktadir. Onlar da 6gretmen adaylarinin STEM uygulamalarina
yonelik yeterli goriige sahip olmalari i¢in egitim fakiiltesindeki lisans programlarinda
STEM uygulamalarina ihtiyag¢ oldugunu vurgulamislardir. Benzer olarak, Akan ve
Timur (2023) fen bilimleri dgretmenlerinin STEM’e yonelik goriislerinin yeterli
olmamasinin nedenini, alan egitimi ile ilgili agilan hizmet i¢i kurslarin yeterli
olmamasi ve lisans programlarinda da STEM’e yeterince yer verilmemesiyle
iligkilendirmistir. Bu baglamda, 6gretmen adaylarinin STEM egitimini daha etkili bir
sekilde anlamalarini ve uygulamalarini saglayacak adimlarin atilmasi dnemlidir.

Arastirma sonuglarina goére, 6gretmen adaylarinin % 29°nun, STEM egitiminin
ne oldugu ve nasil uygulandigini yeterince anladigi , %67’sinin kismen anladigi,
%4 niin ise hi¢ anlamadig1 tespit edilmistir. Bu sonuglar, 6gretmen adaylari arasinda
STEM egitimi kavraminin ne anlama geldigi ve nasil uygulandig1 konularinda bilgi
ve deneyim eksikliklerinin varligina isaret etmektedir. Ayrica STEM disiplinlerini
nasil ve ne sekilde birlestirecekleri hakkinda bir agiklama yapamadiklari tespit
edilmistir. Deligdz ve Han Tosunoglu da (2023) 6gretmenlerin STEM ve fen egitimi
kavramlarini nasil biitiinlestirecekleri konusunda net bir fikirlerinin olmadigini
belirlemislerdir. Bu durum, disiplinlerin nasil entegre edilecegi konusunda
goriiglerinin eksik oldugu seklinde yorumlanabilir. Alanyazin incelendiginde STEM
alanlarinin birbirine entegrasyonda farkli yaklasimlar (multidisipliner yaklagim,
transdisipliner yaklasim, igerik entegrasyonu yaklasimi, baglam entegrasyonu
yaklagimi, biitiinlestirilmis STEM egitimi yaklagimi) oldugu goriilmektedir (Bybee,
2013; Kelley ve Knowles, 2016; Roehrig vd., 2012). Corlu, Capraro ve Capraro
(2014) tarafindan gerceklestirilen ¢aligma, 6gretmenlerin biiyiik bir kisminin yalnizca
kendi uzmanlik alanlarinda yeterli donanima sahip olduklarini, fakat entegre STEM
Ogretmenlik bilgisine sahip olmadiklarini ortaya koymustur. Cinar ve arkadaslart
(2016) tarafindan gergeklestirilen STEM odakli bir ¢alismada, 6gretmen adaylarinin
uygulama oncesinde fen bilimlerini yalnizca matematikle iliskilendirmeye egilim
gosterdikleri; ancak uygulama sonrasinda, matematik yani sira miihendislik ve
teknolojiyi de iceren daha kapsamli bir yaklasim benimsemeyi diisiindiikleri
belirlenmistir. Aslinda disiplinlerin bir arada kullanilmasindan ziyade disiplinlerin
birbirleriyle entegre edilmesi yani entegre/biitiinlesik STEM egitimi daha etkin bir
yaklasimdir. Felix ve Harris (2010), STEM egitimi veren 6gretmenlerin hem STEM
alan bilgisi hem de pedagoji bilgisi konularinda yeterli diizeyde olmas1 gerektigini
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onemli bir vurgu yapmaktadir. Aslan-Tutak, Akaygiin ve Tezsezen (2017) tarafindan
yapilan isbirlikli FETEMM egitimi uygulamasi ¢alismasinda, uygulama &ncesi
ogretmen adaylart STEM egitimini ilgi ¢gekme amaciyla kullanilan egitim, alanlarin
bir arada 6gretilmesi, kapsamli egitim kategorilerinde yetersiz ifade ederken yapilan
uygulamalar sonrasi alanlarin biitlinlestirilerek Ogretilmesi kategorisinde daha
gelismis aciklamalar getirdigi STEM egitimi algilarinin degistigi ve gelistigi tespit
edilmistir. Alanyazindaki ¢aligmalar incelendiginde STEM egitimin ne oldugu ve
nasil uygulanmasi gerektigi konularinda yeterli bir anlayisin olmadigini hatta ¢esitli
yanlis inang, anlayis ve algilarin bulundugunu gostermektedir (Aslan-Tutak, Akaygiin
ve Tezsezen, 2017; Deligéz ve Han Tosunoglu, 2023; Ecevit, 2023; Morrison, 2006;
Yildirim ve Selvi 2016). STEM egitiminin dogas1 hakkinda daha iyi anlayis
gelistirmek, STEM egitimi uygulamalarinin etkili bir sekilde gergeklestirilmesine
katki saglayacaktir.

Arastirma sonuglarina gore, Ogretmen adaylari, STEM egitimi uygulanan
O0grenme ortamint, siif iginde az sayida dgrencinin bulundugu, is birligine elverisli,
rahat ve genis bir alana sahip, zengin materyaller igeren bir sinif, atdlye, laboratuvar
veya okul dig1 6grenme ortami olarak tanimlamislardir. Akan ve Timur da (2023) fen
bilimleri dgretmenlerinin derslerinde STEM uygulamalarina yer verememelerinin
nedenini okullarin sosyo-ekonomik yapisinin dezavantajli olmasi ve maddi
olanaklarin zayif olmasi seklinde ifade ettiklerini belirtmislerdir. STEM &grenme
ortamiyla ilgili 6gretmen adaylarin fiziksel ¢evre unsurlart iizerine odaklandigi
goriilmektedir. Ancak burada asil 6nemli olan, etkili bir STEM egitimi i¢in 6grenme
ortaminin fiziksel dzelliklerinden ziyade bu 6grenme ortaminin iklimi, yani 6gretmen-
Ogrenci ve 6grenci-ogrenci etkilesiminin belirleyici rol oynamasidir. Ciinki{i 6grenme
ortamini olusturan, tasarlayan ve etkili bir smif iklimi yaratan 6gretmendir. Selvi
(2015) tarafindan yapilan ¢aligma, 6gretmen adaylarinin STEM egitimini kalabalik
smiflarda uygulamaya yonelik korku ve olumsuz tutumlarimin oldugunu ortaya
koymustur. Bu sonuglar, 6gretmen adaylarinin STEM egitimini yalnizca diigiik sinif
mevcudu ile iliskilendirdigi izlenimini vermektedir. Elbette, dgrenci sayisi, sinifin
fiziksel yapist ve cesitli materyaller 6grenme ortamini zenginlestiren unsurlar
arasindadir. Ancak iyi bir STEM 6gretmeni, sadece basit ve ucuz malzemeler, atik
maddeler ile iyi bir STEM ortamui tasarlayabilir (Ecevit, 2023). Arastirma sonuglari
gostermektedir ki 6gretmen adaylarmin her tiirlii ortamda STEM egitimi yaklagimini
kullanabilecekleri algisi tam olarak gelismemistir. Oysa ki 6gretmen adaylar etkili
bir STEM egitim ortami olustururken sadece fiziksel ortama odaklanmamali, ayni
zamanda STEM egitimine uygun pedagojik yaklagimlar1 kullanabilmeyi de
onemsemelidirler (Honey vd., 2014).

Arastirma sonuglarina gore, Ogretmen adaylart STEM egitimi O6grenme
ortamindaki 6gretmeni, rehberlik eden, yonlendiren, 6grencileri tesvik eden, 6greten,
aciklayici, anlatici, kendini gelistiren ve Ogrenme ortamini tasarlayan olarak
tanimlamislardir. Ogretmenin rehberlik eden, yonlendiren, dgrencileri tesvik eden
Ozellikleri 6gretim programindaki &gretmen rolleri ile uyumludur (MEB, 2018).

Ogretmen adaylarinin STEM egitimi 6grenme ortamindaki 6gretmeni,kendini
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gelistiren ve Ogrenme ortamini tasarlayan olarak tanimlamalari dikkat ¢ekicidir.
Ecevit (2023) arastirmasinda, STEM egitimi uygulamalarmin etkililigini etkileyen
faktorler arasinda 6gretmenin dgrenme ortamini tasarlama becerisinin hayati bir rol
oynadigini éne siirmektedir. Ogretmenin bu beceriyi gelistirebilmesi, egitim seviyesi,
STEM uygulama deneyimi, yasam boyu Ogrenmeye olan yaklasimi ve bilimsel
sermayesi gibi faktorlerle dogrudan iliskilendirilmistir. Baz1 6gretmen adaylarinin
Ogretmeni "dgreten, anlatan, agiklayan" olarak tanimlamalari, 6gretmen rolii algisinda
geleneksel bir anlayisin hala etkili oldugunu igaret etmektedir. Drake ve Burns (2004)
disiplinlerarasi yaklasimda 6gretmenin roliinii rehber, mentdr ve tiim alanlarda uzman
olarak tanimlarken, disiplineriistii yaklasimda 6gretmenin roliinii 6grenci ile birlikte
O6grenen ve tim alanlarda uzman olarak ifade etmektedir. Su anki egitim
yaklagimlarinda, 6gretmenin &grenci ile birlikte 6grenen roliiniin benimsenmesi daha
yaygin hale getirilmelidir, béylece Ogretmenin sadece Ogreten roliinlin Gtesine
gecmesi saglanabilir.

Arastirmanin sonuglarina gore, 6gretmen adaylarinin %40'1, kendi siniflarinda
STEM egitimini uygulamaya hazir olduklarini ifade ederken, %35'i STEM egitimi ile
ilgili teorik bilgi ve uygulama becerilerini gelistirmeye ihtiyag duyduklarimi
belirtmislerdir. Bununla birlikte, %25'lik bir grup 6gretmen adayi, STEM egitimini
kendi siniflarinda uygulamaya hazir olmadiklarini dile getirmiglerdir. STEM egitimi
uygulamalarini kendi siniflarinda yapmaya hazir olan 6gretmen adaylarinin, STEM
egitimi ile ilgili teorik bilgi ve uygulama bilgisi deneyimleri digerlerine gore daha
zengin ve gelismis oldugu sdylenebilir. Bu durum, STEM egitimini uygulamak i¢in
gereken bilgi ve becerilerin 6zgiiveni artirabilecegini gostermektedir. Ancak lisans
egitimleri siiresince yeterli diizeyde ders veya kurs almamis olan bazi &gretmen
adaylarinin da, STEM egitimini kendi siniflarinda uygulamaya hazir olduklarini ifade
ettikleri tespit edilmistir. Bu durum, STEM egitimini tam anlamiyla anlamamis
olabilecekleri veya neyi bilmediklerinin farkinda olmayabilecekleri anlamina
gelebilir. Bu olgu, "ne bilmedigini bilmeme sendromu" veya “Kunner Grugger
Sendromu” olarak adlandirilan Dunning-Kruger Etkisi'nin bir yansimasi olabilir
(Kruger ve Dunning, 1999). Hoy ve Spero (2005) 6gretmen adaylariin fen 6gretime
yonelik 6zyeterlik inanglarinin yiiksek olmasiin sebebini agiklarken bu durumun
O0gretmen adaylarinin  heniiz gergcek sinif i¢i deneyimlerinin olmamasindan
kaynaklanabilecegini dne siirmektedir. Ogretmen adaylari, STEM egitimi ile ilgili
sahip olmadiklar1 bilgi ve becerileri bilmedikleri igin kendi siniflarinda STEM egitimi
uygulamalar1 yiriitmek i¢in hazir hissedebilirler. STEM egitimini etkili bir sekilde
uygulamak isteyen Ogretmen adaylari, bu ama¢ dogrultusunda teorik bilgi ve
uygulama becerilerini gelistirmeye isteklidirler. Ancak bu yetkinlikleri artirmak igin
egitim ve kaynaklara olan ihtiyaclar1 agik¢a ifade edilmistir. STEM egitimini kendi
siiflarinda uygulamaya hazir hissetmeyen dgretmen adaylarinin, STEM alanindaki
bilgi ve deneyimlerinin diger 6gretmen adaylarma gore daha diigiik oldugu tespit
edilmistir. STEM egitimini etkili bir sekilde uygulamak i¢in dgretmen adaylarinin
talepleri arasinda daha fazla egitim, uygun ders planlari, materyal, teknoloji erisimi,
Ogrenci tanima ve bilingli 6grencilerin varligr gibi konular bulunmaktadir. Bu
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ihtiyaclar, STEM egitiminin karmasikligin1 ve c¢esitli unsurlarint goéstermektedir.
Cetin ve Kahyaoglu (2018) tarafindan gergeklestirilen bir ¢aligmada da 6gretmen
adaylarinin STEM egitimi uygulamada kendilerini yeterli hissetmedikleri tespit
edilmistir. Ates ve Sungur Giil de (2023) calismalarinda, 6gretmen adaylarinin STEM
egitimine yonelik endise diizeylerinin yiiksek oldugunu ifade etmiglerdir. Benzer
sekilde Geng, Jong, Chai (2019) , calismalarina katilan 6gretmenlerin %94,5’inin
kendilerini STEM egitimi icin yeterli gérmediklerini belirlemistlerdir. Ogretmenler
STEM egitimi uygulamalarina yonelik pedagojik destege ve kaynaga ihtiyag
duyduklarini ifade etmiglerdir. Hacioglu, Yamak ve Kavak (2016) tarafindan yapilan
calisma, 6gretmen adaylarinin STEM etkinlikleri hazirlama ve etkinlikleri uygulama
stireci konusunda kaygilara sahip oldugunu ortaya koymustur. Aslan-Tutak, Akaygiin
ve Tezsezen (2017) tarafindan yapilan ¢aligmada ise 6gretmen adaylarinin 6rnek proje
gozlemlemeye, egitim ve seminerlere katilmaya ihtiyaglarmin oldugu tespit
edilmistir. Han, Yalvac, Capraro ve Capraro (2015) tarafindan gergeklestirilen bir
aragtirmada, Ogretmenlerin STEM egitimi almis olmalarina ragmen STEM
uygulamalarinda bazi zorluklar yasadiklari gézlemlenmistir. Margot ve Kettler
(2019) tarafindan yapilan bir ¢caligmada, dgretmenlerin dnceki 6grenci merkezli ve
arastirmaya dayali yontemlerin kullanildigi deneyimlerinin, STEM girisimlerinde
basarinin kolaylagsmasina katki sagladigini algiladiklar1 belirtilmektedir.Fen bilimleri
veya matematik derslerine daha fazla maruz kalan ve benzer 6gretim yontemlerini
kullanan dgretmenler, disiplinler arasi diisinme becerilerini tesvik eden STEM
pedagojisine daha fazla giiven duymaktadir. Bu gibi O6nceki deneyimler,
6gretmenlerin STEM egitimine yonelik tutumlarmi olumlu ydnde etkilemektedir
(Park vd., 2016; Park vd., 2017). Yildirim (2020) tarafindan yapilan aragtirmada,
Ogretmenler lniversite egitimleri sirasinda yeterli bir STEM egitimi almadiklarin
ifade etmisler bu nedenle STEM okuryazari olmadiklari, STEM ders planlari
hazirlamakta zorluklar yasadiklar1 (6rn:alan bilgisi, mithendislik tasarim siireclerinin
entegrasyonu, 21.yy becerileri entegrasyonu, teknoloji entegrasonu, zaman) STEM
egitiminde yetersiz hissettikleri tespit edilmistir. STEM okuryazarlig1 seviyesi yeterli
olmayan bir Ogretmenin STEM egitimi uygulamalarmi etkili bir sekilde
gerceklestirmesi daha zor olabilir ve bu uygulamalarin etkiligi sorgulanabilir hale
gelebilir. Bir 6gretmenin STEM okuryazar1 olabilmesi igin, STEM alan bilgisi,
pedagoji bilgisi, entegrasyon bilgisi, baglam bilgisi ve 21. yiizy1l becerileri gibi ¢esitli
bilgi alanlarinda yeterlilige sahip olmas1 ve bu bilgileri ders planlama yetenekleriyle
birlestirebilmesi gerekmektedir (Honey vd., 2014). STEM okuryazarliginin kisa
siirede elde edilebilecek bir 6zellik olmadigi da unutulmamalidir. Bu nedenle,
Ogretmenlerin ve 6gretmen adaylarinin, entegre STEM egitimini etkili bir sekilde
uygulayabilmeleri i¢in daha fazla bilgi edinme, aragtirma yapma, deneyim kazanma
ve kendilerini gelistirme ihtiyaci vardir (Stohlmann, Moore ve Roehrig, 2012).
Ayrica, Ogretmenlere rehber materyal olarak kullanabilecekleri iyi uygulama
orneklerinin sunulmasi ve literatiirde yer alan kitap, makale ve tezler araciligiyla yol
gosterici kaynaklara erigsim saglanmasi onlara katki saglayabilir.
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Sonug olarak, dgretmen adaylarinin STEM egitimi hakkindaki temel teorik
bilgilere sahip olduklari, ancak kendilerini STEM egitimi uygulayicilar1 olarak
yetersiz gordiikleri ortadadir. Meslege basladiklarinda STEM egitimini etkili bir
sekilde kullanma istegi tasisalar da, bu becerileri kazanmak icin daha fazla
uygulamaya dayali egitime ve kisisel gelisime ihtiyag duymaktadirlar. STEM
egitiminin ne oldugu, nasil uygulandig1 ve diger derslerle nasil entegre edilebilecegi
gibi temel konularin uygulamali bir sekilde 6gretmen adaylarina sunulmasinin,
secmeli veya zorunlu dersler araciligiyla lisans programlarina dahil edilmesinin biiyiik
bir 6nemi vardir. Ayrica, ders igeriklerinin dgretmen adaylarini gergek birer STEM
okuryazari olarak yetistirebilecek nitelikte 6zenle planlanmasinin faydali olacagina
inanilmaktadir. Ogretmen adaylarinin STEM egitimini daha iyi anlamalari ve bu
yaklagimi siniflarinda basarili bir sekilde uygulayabilmeleri i¢in lisans programlarinin
iceriklerinin giincellenmesi, 6gretmenlere yonelik egitim programlarinin artirilmasi
ve basarili uygulama 6rneklerinin paylasilmasi biiylik 6nem tagimaktadir. Bu sekilde,
Ogretmen adaylar1 gelecekteki 6grencilere daha etkili bir STEM egitimi sunma
konusunda daha hazir ve yetkin hale gelebilirler. Bu sonuglar, STEM egitimini
gelistirmek ve yayginlastirmak i¢in atilacak adimlarin temelini olusturabilir ve STEM
egitimi uzmanlarma yol gosterici olabilir.
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