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Ozet: Bu aragtirmanin amaci Tiirk Kiiltiirinde Cocuk ve
Egitim dersinin arastirma temelli 6grenme yaklagimi ile
islenmesine iliskin siif gretmeni adaylarinin goriislerinin
nasil oldugunu ortaya koymaktir. Bu kapsamda arastirma,
nitel arastirma desenlerinden durum ¢alismasi ile
yuriitilmiistiir. Arastirmanin ¢alisma grubunu bir devlet
tiniversitesinin egitim fakiiltesi, temel egitim boliimi, sinif
ogretmenligi anabilim dalinda 6grenim goéren ve bir donem
boyunca Tiirk Kiiltiiriinde Cocuk ve Egitim dersini aragtirma
temelli 6grenme yaklasimi yardimiyla alan ikinci sinif
ogrencileri olusturmaktadir. Veriler yari yapilandiriimis
goriismeler ve dokiimanlar yardimiyla toplanmustir.
Verilerin = ¢oziimlenmesinde  betimsel icerik  analizi
kullanilmigtir. Verilerden elde edilen sonuglara goére simif
O0gretmeni adaylarinin aragtirma-sorgulama temelli ders
tasarimi yoluyla etkin katilimi, beceri edinimini, kalic
O0grenmeyi, 6grenmenin Ogrenilmesini, elestirel-sorgulayict
ve zenginlestirilmis ders isleme bi¢imini, mesleki gelisim
icin gerekli olan zaman yonetimini deneyimledikleri ortaya
cikmistir.  Beceri edinimi  baglaminda  kiiltiir, bilgi
okuryazarligini, arastirma-sorgulama, konusma, yazma,
¢ikarim yapma, bilinen Otesine ge¢me ve iligkilendirme
becerilerini deneyimlemislerdir. Ayrica bu deneyimlerine
bagli kalarak Ogretmen egitiminde derslerde arastirma
temelli 6grenme yaklasimini kullanmay1 6nermislerdir.

Anahtar Kelimeler: Arastirma temelli 6grenme, sinif
ogretmeni aday1, Tiirk kiiltiirlinde cocuk ve egitim

Kabul Tarihi: 28.09.2025

Yayinlanma Tarihi: 30.11.2025

Abstract: The purpose of this study is to reveal the views of
prospective primary teachers regarding the implementation of
the course Child and Education in Turkish Culture through a
inquiry-based learning approach. Within this scope, the
research was conducted using a case study, one of the
qualitative research designs. The study group consists of
second-year students enrolled in the Department of
Elementary Education, Faculty of Education, at a state
university, who took the course Child and Education in
Turkish Culture for one semester using a inquiry-based
learning approach. Data were collected through semi-
structured interviews and document analysis. Descriptive
content analysis was used in the analysis of the data.
According to the results obtained from the data, it was
revealed that prospective primary teachers experienced active
participation, skill acquisition, permanent learning, learning
to learn, critical-questioning and enriched course processing
style, and time management necessary for professional
development through inquiry-based course design. In the
context of skill acquisition, they experienced culture,
information literacy, inquiry-investigation, speaking, writing,
inference, going beyond the known and making connections.
In addition, based on these experiences, they suggested using
inquiry-based learning approach in courses in teacher
education.

Key Words: Inquiry-based learning, prospective primary
teacher, child and education in Turkish culture
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Giris

Tiirk Kiiltiirinde Cocuk ve Egitim dersi, yliksekdgretim kurulu tarafindan 2018 yilinda giincellenen
Ogretmen yetistirme lisans programlari ile temel egitim boliimii sinif egitimi anabilim dalina getirilen
alan egitimi segmeli derslerden biridir. Bu dersin amaci Tiirk kiiltiiriinde ¢ocuk ve egitim iliskisinin nasil
oldugunu 6gretmen adaylarina fark ettirmektir. Bu dersin konu igerigini; “Kiiltiiriin tanimi; egitim ve
kiiltiir iliskisi; cocuk gelisimi ve egitimde kiiltiiriin yeri; Tiirk kiiltiiriintin gelisimi ve 6zellikleri; Tiirk
kiiltiiriinde ¢ocuk; Tiirk toplumda ve ailede cocugun yeri ve degeri, gegmisten gilinlimiize Tiirk
kiiltiirtinde cocuk egitimi, Ozellikleri ve unsurlar1” olusturmaktadir (Yiiksekdgretim Kurulu, 2018).
Belirtilen ama¢ ve konu kapsaminda bu ders, smif 6gretmenligi programinda donemlik olarak
okutulmaktadir. Bu dersin konu igeriginden yola c¢ikarak egitimcilerin 6grenme ve Ogretme
yasantilarinda kiiltiir egitim iliskisini dikkate almasi, miifredat hedeflerine ulasma siirecine katki
verebilir. Bu baglamda 6gretmen adaylarina bu dersin farkli yaklagim/yontem/teknikle veya zengin
icerikle Ogretilmesi, mesleki gelisimlerine de yarar saglayabilir (Banks, 2016; Celik ve Kasapoglu,
2014; Gay, 2018). Bu nedenle bu arastirmanin amaci, Tirk Kiiltiiriinde Cocuk ve Egitim dersinin
arastirma temelli 6grenme yaklagimi ile islenmesine iligskin sinif 6gretmeni adaylarinin goriislerinin nasil
oldugunu ortaya koymaktir.

Kiiltlir, Tiirk Dil Kurumu Giincel Tiirkge Sozliik’te, “Tarihsel, toplumsal gelisme siireci i¢inde
yaratilan biitiin maddi ve manevi degerler ile bunlar1 yaratmada, sonraki nesillere iletmede kullanilan,
insanin dogal ve toplumsal cevresine egemenliginin Olglisiinii gdsteren araglarin biitiinii” olarak
tanimlanmaktadir (Tiirk Dil Kurumu, 2024). Bagka bir deyisle kiiltiir, bir toplumun maddi ve manevi
tiim degerlerini kapsayan, toplumun bireylerini bir arada tutan giiclii bir bagdir (Bay ve Bay, 2022).
Kisaca kiiltiir bir toplumun yasam bi¢imidir. Egitim ise istendik kiiltiirlenme siirecidir (Fidan, 2012;
Senemoglu, 2004). Bu kiiltiirlenme siireci yine temelde bireyin i¢inde yasadigi toplumun kiiltiirinden
beslenir, bu kiiltiiriin aktarimi ile birey icinde yasadigi topluma uyum saglar. Nitekim Tiirk Milli Egitim
sisteminin temel amaglar1 arasinda “Tiirk Milletinin milli, ahlaki, insani, manevi ve kiiltiirel degerlerini
benimseyen, koruyan ve gelistiren bireylerin yetistirilmesi amaglanmasi” maddesi yer almaktadir (Milli
Egitim Bakanligi, 1973). Bu amaca ulagsma siirecine katki verecekler arasinda ogretmenler de
bulunmaktadir. Bu nedenle ogretmen yetistirmede Tiirk kiiltiiriiniin yeri 6nemlidir. Ogretmen
adaylarinin egitim alaninda uzmanlagirken i¢inde bulundugu toplumun kiiltiiriinii tanimasi, bilmesi, bu
kiiltiiriin gocuk egitimine etkisini fark etmesi, Tiirk kiiltiiriiniin somut veya soyut potansiyelini gérmesi,
okul i¢i ve disinda 6grenme-0gretme yasantilarinin tasarimini kolaylagtiracak ve etkililigini arttiracaktir
(Banks, 2016; Celik ve Kasapoglu, 2014; Gay, 2018; Ozmutlu, 2022).

Ogretmen adaylarinin meslek hayatlarinda basarili olmalar1 ise biiyiik oranda {iniversitede aldig
egitimin niteligine baghdir. Ezberci anlayisa dayali, her yerde ulasilabilecek bilgilerin slayt yoluyla veya
basili kaynaklar yoluyla 6grencilere sunuldugu, sonra sinavlarda ayni seylerin istenildigi egitim anlayisi
giinii kurtarmaktan 6teye gecememektedir (Demirel, 2012; Korthagen, 2017; Sahlberg, 2011). Oysaki
dersin 6gretim tliyesi rehberliginde, agik anlasilir yonergeler yardimiyla, 6grencilerin bilgiye ulastigi,
vardigl ve o6grenmeyi 0grendigi egitim anlayisi ise 6grencilere mesleki ve kisisel anlamda ¢ok sey
katacaktir. Bu anlayisa uygun olan yaklasimlardan biri de arastirma temelli ders tasarimidir. Arastirma
temelli 0grenme, bir arastirma gorevi kapsaminda Ggrencinin tiim siirecin iginde etkin katilimini
saglayip, konuyla ilgili bilgilere ulasmasi ve bu bilgilerden yola ¢ikarak ¢ikarimlarda bulunmasidir.
Kisaca, aragtirma yaparak 6grenmedir (Yildirnm ve Tiirker Altan, 2017). Arastirma temelli 6grenme
yaklagiminda 6grenci 6grenmenin merkezinde, konuya yonelik ilgi ve meraki olan, inceleme, aragtirma
siirecini gerceklestiren, teori ile uygulama arasindaki iliskileri kurabilen roldedir (Moore vd., 2008).
Alan yazin incelendiginde bu kapsamda yapilmis olan arastirmalarda, arastirma temelli 6grenmenin
ilkokul &grencilerinin hayat bilgisi dersine yonelik tutumlarina, yaraticiliklarina ve akademik
basarilaria etkisine (Alkan-Dilbaz vd., 2013), ortaokul 7. sinif dgrencilerinin Fen ve Teknoloji dersi
konularmin dgretimine etkisine (Sever, 2012), ortaokul 6. smif dgrencilerinin Ingilizce dersi akademik
basarilarina ve dil 6grenme merakina etkisine (Akcaalan, 2022), okul 6ncesi 6gretmenlerinin fen egitimi
0z-yeterlik inanglarina ve fen kavram gelisimlerine olan etkisine ve 60-72 aylik 6grencilerin fen
egitiminde problem ¢ézme becerilerinin gelisimine etkisine (Glingen, 2020) bakildig1 goriilmiistiir.
Ayrica hizmet 6ncesi egitimde aragtirma temelli 6grenmede 6gretmen egitiminde faydalanildig: (Paseka
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vd., 2023), arastirma temelli 6grenmeye dayali dijital 6ykil olusturmanin 6gretmen adaylarinin direng
davranislarina ve 6grenme yaklasimlarina etkisine bakildig1 (Yavuz-Konokman, 2015), 6gretmenlerin
sinifta uyguladigi arastirma-sorgulamaya dayali derslerin degerlendirildigi (Sotiriou vd., 2020),
arastirma-sorgulamaya dayali 6grenme cergevesinde tasarim odakli diisiinmenin {iniversite birinci sinif
ogrencilerinin fen egitiminde kullanildig1 (Prayogi vd., 2023) anlasilmistir. Arastirma-sorgulama temelli
O0grenme yaklagiminin, temel egitim, ortadgretim okullarindaki fen ve matematik derslerinde yaygin
olarak kullanildig1 fakat bu yaklasim faydalarina ragmen, yiiksekdgretim kurumlarinda daha az yer
verildigi goriilmektedir (Kori, 2021). Mevut calismada ise arastirma temelli 0grenme yaklagimi
Ogretmen egitiminde Tiirk Kiiltiirinde Cocuk ve Egitim dersinde kullanilmistir. Bu yoniiyle mevcut
aragtirma Ozgilinliik tasimaktadir. Arastirma temelli 6grenme yaklasiminin 6gretmen egitiminde
kullanilmasinin amaci ise hizmet dncesi egitimde 6gretmenlerin arastirma yeterliliklerini artirmak ve
yansitma becerilerini gelistirmektir (Paseka vd., 2023). Nitekim Giimiisok vd. (2024) hizmet 6ncesi
egitimde 6gretmen adaylarinin arastirma kurgulama, yiiriitme ve raporlama yeterliliginin arttirilmasinin
onemine vurgu yapmistir. Ayrica Ozmutlu (2022) yaptig1 nitel arastirma ile arastirma temelli grenme
yaklagimi egitiminin Ogretmen adaylarmin arastirma, elestirel ve yansitici diisiinme becerilerinin
gelisimine katki verdigini, 6gretmen adaylarinin kendi 6grenme siireclerini planlama, yonetme ve
sorumluluk alma becerileri giiclendirdigini, 6gretmenlik meslegine yonelik motivasyonlarini arttirdigini
ortaya koymustur. Bu nedenle bu aragtirmanin amaci sinif dgretmeni adaylarmin Tiirk Kiiltiiriinde
Cocuk ve Egitim dersinin arastirma temelli 6grenme yaklasimi ile islenmesine iligkin goriislerinin nasil
oldugunu ortaya koymaktir. Bu nedenle bu arastirmada iki temel soruya cevap aranmistir.

1. Smuf 6gretmeni adaylarinin Tiirk kiiltiiriinde ¢ocuk ve egitim dersinin aragtirma temelli 6grenme
yaklasimi ile islenmesine iligkin goriisleri nasildir?

2. Arastirma raporlar1 6gretmen adaylarimin goriislerini nasil yansitmaktadir?

Yontem

Bu aragtirmanin amaci, sinif dgretmeni adaylarinin Tiirk Kiiltiiriinde Cocuk ve Egitim dersinin
arastirma temelli 6grenme yaklasimi ile iglenmesine iligkin goriislerinin nasil oldugunu ve neden
oldugunu ortaya koymaktir. Bu kapsamda arastirma nitel arastirma desenlerinden durum ¢alismasi ile
yiirtitilmistiir. Ciinkii durum galigmasi, bir olayin veya durumun gergek yasam baglaminda detayli bir
sekilde anlasilmasini saglar ve genellikle “neden” ve “nasil” sorularina yanit arar (Creswell ve Poth,
2018). Boylece bu aragtirma ile de Tiirk Kiiltiiriinde Cocuk ve Egitim dersi 6gretiminde arastirma temelli
ders tasarmminin Ogretmen adaylarmi etkileme durumunu belirlemek ve bu yaklagimin 6gretmen
egitiminde kullanilabilirligine katki vermek amaclanmistir. Cilinkii durum ¢aligmasinin egitim
arastirmalarindaki rolii 6nemlidir (Merriam, 1998).

Uygulanan Islem

Siif 6gretmeni adaylan Tiirk Kiiltiiriinde Cocuk ve Egitim dersinin igerigi kapsaminda hazirlanan
tic temel soru kapsaminda arastirma yapmislar, arastirmalarini sinifta sunmuslar, sunum sirasinda dersin
Ogretim liyesi tarafindan eksik goriilen noktalar doniit olarak sunulmus ve raporda bu eksiklikleri
gidermeleri istenilmistir. Dersin 6gretim iiyesi tarafindan 6grenci raporlari teslim tarihinden bir hafta
sonra incelenmis, her bir 6grenciye dersin amacina ulasmaya yonelik onerilerde bulunulmustur. Ders
sirasinda her bir 6grenci raporunu tekrar incelemis, gerekli onerileri dikkate alarak 6grencilerin raporu
yenilemeleri istenilmistir. Bunun i¢in 6grencilere iki giin siire verilmistir. Isteyen dgrenciler son revize
hakkimi kullanmis ve calismay1 tamamlamislardir. Bu uygulama toplam 10 hafta siirmiistiir. Ik dort
hafta aragtirma, sonraki dort hafta sunum ve doniitler, son iki hafta raporlarin okunmasi, doniitlere gore
revizelerin tamamlanmasi asamalarindan olusmaktadir.

Arastirma Grubu

Arastirmanin katilimcilar1 2023-2024 egitim 6gretim yili giiz doneminde bir devlet iiniversitesinin
egitim fakiiltesi smif 6gretmenligi programi 2. smifinda 6grenim goren 25 simif 0gretmeni aday1
arasindan belirlenmistir. Katilimcilarin belirlenmesinde 6l¢iit drneklem kullanilmustir. Olgiit rneklem,
arastirmanin amaci kapsaminda onceden belirlenmis olan bir dizi kritere goére calisma grubunun
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belirlenmesidir (Creswell ve Poth, 2018). Bu arastirmada da belirlenen 06l¢iit, arastirma temelli ders
tasarimu ile uygulanan Tiirk Kiiltiiriinde Cocuk ve Egitim dersine katilmaktir. Olgiit 6rnekleme gére
belirlenen katilimcilar arasindan goniillii olarak bes sinif 6gretmeni adayr arastirmaya katilmistir.
Katilimcilara ait demografik bilgiler Tablo 1’de sunulmustur.

Tablo 1. Katilimcilara ait demografik bilgiler

S.N. Programi Yas Cinsiyet Smif Diizeyi
01 Sinif 6gretmenligi 20 E 2
02 Sinif 6gretmenligi 20 K 2
03 Sinif 6gretmenligi 19 K 2
04 Sinif 6gretmenligi 20 K 2
05 Sinif 6gretmenligi 21 E 2

Veri Toplama Araclar
Yarnt Yapilandirilmis Goriisme Formu

Bu form alan yazin ve arastirmanin amacina bagh kalinarak olusturulmustur. Form iki béliimden
olusmaktadir. Birinci boliimde katilimcilarin yas, cinsiyet, boliim, sinif diizeyi vb. demografik bilgilerini
almaya yoneliktir. Ikinci boliimde ise “Tiirk kiiltiiriinde cocuk ve egitim dersinin arastirma temelli
o0grenme yaklasimi ile islenmesine iligkin bakis aginiz nasildir? Dersin bu sekilde islenmesine yonelik
neler diisiiniiyorsunuz?” sorusu yer almaktadir.

Dokiimanlar

Arastirmanin  dokiimanlarini ise katilimcilarin hazirladigi aragtirma raporlart olugturmaktadir.
Arastirma raporunda katilimcilardan asagida yer alan sorulara cevap vermeleri istenilmistir.

1. Yasadigmiz ilin kiiltiiriinde;

v' Cocugun tanimi ve anlami nedir?

v Cocugun gelisim siireclerinde ve egitiminde ailenin rolii nedir?

4 Gecmigten gilinlimiize cocuk egitimi nasil yapilmaktadir? Karsilastirmali olarak
aciklayiniz.

2. Yasadiginiz ilin somut olan ve olmayan kiiltiirel mirasin1 ¢ocuk egitimi baglaminda
degerlendiriniz.

3. Yaptigmiz tiim degerlendirmeler sonucunda ¢ocuk egitimi ve kiiltiir iliskisi baglaminda ¢ocuk
egitimine yonelik onerilerde bulununuz. (Yorum ve ¢ikarimlarin size ait olmasi 6nemli.)

Verilerin Toplanmast Siireci

Veriler yar1 yapilandirilmis goriismeler ve arastirma raporlari yardimiyla toplanmistir. Ders
déneminin tamamlanmasindan iki ay sonra katilimcilarin oldugu ¢evrimigi grup lizerinden arastirmanin
amaci, onemi hakkinda bilgilendirme yapilmis, aragtirmaya katilimin goniilliilik esasina dayali oldugu
belirtilmistir. Aragtirmaya goniillii olarak katilabilecegini belirten alt1 6gretmen aday1 belirlenmistir. Bu
ogretmen adaylarindan {icii ile yiiz yiize goriisme yapilmistir. Ug dgretmen aday: ile gdriismenin
yapilacagi giin ve saat bilgisi paylagilmis, dersin 6gretim {iyesinin de fakiiltede bulundugu giin
goriismeler siif ortaminda gerceklestirilmistir. Gorlismeden once ii¢ 6gretmen adayina arastirma igin
gerekli olan onam formu imzalatilmis, istedikleri anda arastirmadan vazgecebilecekleri belirtilmistir.
Uc 6gretmen aday1 da arastirmaya kendi istekleri katildigini ve hazir olduklarmi ifade etmislerdir.
Aragtirmact sirayla her bir katilimciy1 gorliigmenin yapilacagi sinifa almis, tekrardan arastirma hakkinda
bilgilendirme yapmistir. Goriisme formunda yer alan soruyu okumasini, cevabini biraz diisiinmesi
gerektigini, hazir oldugunda goériigmenin baglayacagini sOylemistir. Ayrica arastirmanin veri kaybini
onlemek icin ses kayit cihazi kullanacagini belirtmis, ses kayitlarinin sadece bu arastirma amaciyla
kullanilacagini, bagkalariyla paylasilmayacagini ifade etmis ve bdylece tiim katilimeilar kayit i¢in izin
vermiglerdir. Goriismeler ortalama 10 dakika siirmiistiir. Goriisme sirasinda katilimcilarin verdigi
cevaplar derinlemesine sorgulanmigtir. Bu nedenle sondaj sorular kullanilmistir. Her goériigme “Tiirk
kiiltiiriinde ¢ocuk ve egitim dersinin bilimsel aragtirma temelli tasarimina yonelik bakis a¢iniz nasildir?
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Dersin bu sekilde islenmesine yonelik neler diisiiniiyorsunuz?” ana sorusu ile baglamis, 6rnek olmasi
acisindan O1’e sorulan sondaj sorular olan “Tamam yani ders normal isleseydik ne olurdu?, Peki o
stirecte kendini nasil hissettin zorlandigin anlar oldu mu?, Dersin 6gretim {iyesi sizin karsilastiginiz
problemleri ¢6zme siirecinde siz olan yaklagimi nasildi1?, Peki ilk haftalarda dersin bu sekilde islenmesi
hakkinda neler diisiinmiistiin?, Son haftalara dogru ilk baglardaki diisiincende bir degisiklik oldu mu?,
Peki sunumun nasil gecti?, Sunum sirasinda déniitler aldin mi1?, Raporlama siireci nasildi?, Evet, peki
dersin bu yaklagimla islenmesinin size etkisi nasil oldu?, Mesela ¢ikarim yapma noktasinda nasildiniz?
Cikarin yapabiliyor muydunuz derslerin baginda? Derslerim bu sekilde islenmesini 6nerir misin?, Peki
son olarak bu deneyimi bir iki ciimle ile ifade etsen neler sdyleyebilirsin?” ile tamamlanmustir. Iki
katilmer ile g¢evrim ici olarak gdrigsme yapilmis, yiiz yilize goriismede yer alan tiim agamalar
gerceklestirilmistir. Bir katilimc1 ise c¢alistigini  gerekge gostererek arastirmaya katilmaktan
vazgecmistir. Ses kayitlarinda yer alan veriler, yaziya doniistliriilmiistiir. Her bir goriismenin tarihi ve
siiresi Tablo 2’de sunulmustur.

Tablo 2. Katilimcilarin goriigme bilgileri

Katilimeilar Gorilisme tarihi Goriismenin yapildig: yer Goriisme stiresi
01 22.05.2024 Sinif 09:23.89
02 22.05.2024 Smmf 09:33.95
03 22.05.2024 Sinif 06:08.16
04 28.05.2024 Cevrimigi ortam 10:50.89
05 28.05.2024 Cevrimigi ortam 15:50.81

Verilerin Analizi

Verilerin ¢dziimlenmesinde tematik igerik analizi teknigi kullanilmistir. Ust temaya iliskin 6ncelikle
her bir katilimcidan elde edilen 6nemli ifadeler belirlenmistir. Veri setlerinden birbirinin tekrari olan ve
{ist tema ile iliskisi kurulamayan ifadeler ¢ikartilmistir. Ortak ifadeler gruplandirilmistir. Ornegin
arastirma temelli 6grenme yaklasimina iliskin katilimcilarin etkin katilim deneyimini anlatan ifadeler
bir araya toplanmistir. Gruplandirilan ifadeler “katilimcilarin aragtirma temelli 6grenme yaklagimina
iliskin genel algilari, yaparak yasayarak 6grenme, beceri edinimi, dersin 6gretim iiyesinin yaklagimina
iligkin deneyimler, deneyim siirecinde karsilasilan sorunlar ve ¢6ziime ulagsma durumu, sunum yapma
siirecine iligkin deneyimler, raporlastirma siirecine iliskin deneyimler, yaklagimin smif 6gretmeni
adaylarmi etkilemesine yonelik deneyimler, deneyimlerine bagli olarak arastirma temelli dgrenme
yaklagimimin diger derslerde kullanilmasma yonelik bakis agilart” temalarmi olusturacak sekilde
diizenlenmistir. Bu temalara iligkin katilimcilarin neyi deneyimledigini ve nasil deneyimledigini ortaya
koyan dokusal ve yapisal tanimlamalar olusturulmus, katilimeilarin ifadeleri ile desteklenmistir.
Ormnegin sorgulayici ve elestirel bakis agis1 dokusal deneyimi olustururken, dersin dgretim iiyesinin
klasik anlatimin disina ¢ikarak, temelde soru cevap teknigini kullanip, sorularla 6grencilerin bilgiye
ulagmasini saglamasi ve bilgilerin dogrulugunu sorgulatmasi ise yapisal deneyimi olusturmaktadir. Bu
tanimlamalardan yola ¢ikarak da ortak anlamlara ulagilmistir.

Giivenirlik ve Gegerlik

Nitel aragtirmalarda inandiricilik 6n plana ¢ikmaktadir. Bu kapsamda bu arastirmanin inandiriciligini
saglamak i¢in su adimlar izlenmistir: Aragtirmaci arastirmanin bagindan sonuna kadar arastirmaya konu
olan aragtirma-sorgulama temelli 6grenmeye bagl kalarak, bu konuya iliskin var olan bilgi ve algisini
disarida tutarak arastirmay1 gergeklestirmistir. Ham veriler ve ¢éziimlenen verilere ait tema, yorum ve
anlamlar tekrardan katilimc1 onayma sunulmus, katilimcilarm onayi alimmistir. Bu katilimc1 onayi
arastirmanin giivenirligini arttirmaktadir (Creswell ve Poth, 2018). Veri cesitliligini saglamak i¢in sinif
O0gretmeni adaylarinin teslim ettigi aragtirma raporlarindan faydalanilmigtir. Cilinkii veri gesitliligini
saglamak arastirmanin inandiriciligina katki vermektedir (Patton, 2015). Verilerin analizi asamasinda
ve calismanim son halinin akran sorgulamasi i¢in Pamukkale Universitesi, Egitim Fakiiltesi, Sosyal
Bilgiler Egitimi anabilim dalinda nitel arastirmalarda uzman bir akademisyenden akran okuyucu destegi
alinmistir. Son olarak da aragtirmanin katilimeci grubunun nasil olusturuldugu, goériismelerin nasil
yapildigi, verilerin nasil ¢oziimlendigi de ayrintili bir sekilde agiklanmistir.
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Arastirmacinin Rolii ve Etik Durum

Aragtirmaci, nitel yontemle yiiriitiilen arastirmalara yatkinligi ile 6n plana ¢ikmaktadir. Bu baglamda
aragtirmanin tasarimindan, raporun son halinin verilmesine kadar gegen tiim asamalarda gorev almigtir.
Sadece verilerin analizi ve raporun halinin akran okumasinda uzman destegi almistir. Arastirma
Onerisini hazirladiktan sonra arastirma icin gerekli olan etik kurul iznini almistir. Yar1 yapilandirilmig
goriisme Oncesinde 6gretmen adaylarina bilgilendirilmis onam formu sunulmustur. Arastirmanin gizlilik
ve etik boyutlarin bahsedilmis, istemeleri durumunda arastirmadan cekilebilecekleri belirtilmistir.
Katilimcilarin giiveni saglandiktan sonra goriigmeler gergeklestirilmistir.

Bulgular ve Yorumlar

_ Tiark Kiiltiriinde Cocuk ve Egitim Dersinin Arastirma Temelli Ogrenme Yaklasimi ile
Islenmesine lliskin Sinif Ogretmeni Adaylarinin Goriigleri

Bu boliimde “Smnif 6gretmeni adaylariin Tiirk kiiltiiriinde ¢ocuk ve egitim dersinin aragtirma temelli
O0grenme yaklagimina iliskin deneyimleri nasildir?” sorusunun cevabi verilmeye calisilmistir. Bu
kapsamda katilimcilarin tamamai bu dersin arastirma temelli 6grenme yaklasimi ile islenmesi deneyimini
olumlu olarak degerlendirmistir. Katilimcilarin yaklasima iliskin dokusal ve yapisal deneyimlerini
gosteren tema ve ortak anlamlar Sekil 1’de sunulmustur.

Tark Kaltirinde N
o Ozgiin
Cocuk ve Egitim y .
Zenginlestirme
Dersi

Mesleki gelisim

Yaparak yasayarak
ogrenme

K Deneyim kazanma }— Kalici 8grenme

Etkin katilim

Arastirma Temelli Ogrenci
Yaklasim Bilgi okuryazarligi }— Bilgi giivenirligi

Kultar okuryazarligi

Beceri gelisimi Yazma becerisi

iletigim K
Rehber
Ogretim Uyesi K Gikarim yapma
Sorgulayici bakig

agis

Konusma becerisi

Sekil 1. Katilimcilarin yaklagima iliskin dokusal ve yapisal deneyimlerini gsteren tema ve ortak anlamlar
Sunif Ogretmeni Adaylarinin Arastirma Temelli Deneyime Iliskin Genel Algilart

Smif 6gretmeni adaylarinin aragtirma temelli 6grenme yaklasimi deneyimine iliskin genel algilari su
sekildedir: Katilimeilar bu yaklasimla sorgulayici ve elestirel bakis agis1 sergileyebilmeyi yontemin
derse Ozgiinliik-farklilik kattigimi, arastirma temelli tasarimi uygulanmaya baslandigr ilk derslerde
zorlugu ve korkuyu, dersin 6gretim iiyesinin siire¢ icerisindeki yapici elestirel yaklasimini ve olumlu
donitlerini, 6grenmeyi 6gretme odakli yaklasimini ve bu sayede dersin sonlarma dogru 6grenmenin
kolaylastigini, bu ydntemin neden gerekli oldugunu yaparak yasayarak deneyimlemislerdir.
Katilimcilardan O1 kodlu sinif 6gretmeni aday1 arastirma temelli ders tasarimiyla sorgulayici ve elestirel
bakabilmeyi deneyimledigini, bu yiizden bu dersin bu sekilde islenmesinden ¢ok memnun kaldigini
fakat bu yaklasimin diger derslerde pek kullanilmadigini, dersin 6gretim iiyesinin yaklagiminin
arastirma temelli ders tasarimina olumlu etkisinin oldugunu, bu durumdan da ok memnun kaldigini, bu
deneyimleri kendi 6gretmenlik meslegine aktarip siirdiirecegini asagidaki sekilde ifade etmistir:

Ol: Ilk basta herkesten farkl bir yontemle isledigimizi diisiindiim. Hani béyle siradan klasik
anlatir hocalar biz de cevaplariz gibisinden diistiniin hani oyle gibi gelmedi bana zaten. Siz boyle
daha sorgulayici yaklastiniz, daha elestirel baktiniz. Ki bu aslinda alisilmadik bir sistem aslinda
ama ben ¢ok memnun kaldim. Soru cevap seklinde gitmemiz, bir seyleri diisiinmeye sevk etmeniz,
daha iyi bizim agimizdan. Ben kesinlikle sizin ders igleme tarzinizi en basindan beri ¢ok begenmigtim.
Sizin yaptiginiz olumlu, olumsuz elestiriler beni kirmadi. Daha ¢ok iizerine diisiinmeme sevk etti. Ben
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sizin dersleri boyle islemenizi ¢ok dogru buluyorum ve ¢ok iyi bir yontem oldugunu diisiiniiyorum
insallah ben de ogretmen oldugum zaman ben de sizin gibi bu sekilde dersleri igleyebilirim.
Cocuklara da bir seyler kazandirabilirim.

02, 03 ve 04 kodlu katilimeilar arastirma temelli 6grenme yaklasimmin ilk baslarda zorlugunu
deneyimledigini, siire¢ icerisinde bu dersin gerekliligini fark ettigini, 0gretim iiyesinin rehberlik
yapmasiyla da siirecin kolaylastigini asagidaki ifadeleri ile belirtmislerdir:

O2: ik hafta dedim keske bu se¢cmeli sinavi olan derse girseydik, sunum yapmayahm diye
diistintiyordum ama bir arkadasim ¢ikti hani kendisini sunumunu hazirlamis hani ornek aldik, bak
boyle olsa daha giizel olur, siz ona doniit yaptiginizda, bak biz de béyle yapalim hani arkadagslarimla
ben de boyle yaparim diye not ettim, arastirma sunumumun baginda oturdugum zaman o notlara
bakarak dedim ki aa o kadar zor degilmis, hani mesela 14 hafia isledik ki o 14 hafta boyle ilk 3
haftasi zorsa sonradan o zorluk bana gére azalarak bitti.

O3: Ilk haftalarda biraz zorlandim dedigim gibi derslerimi bu sekilde islenmesinden dolay
boyle bir kizginlik bir ya ne yapilyor, buradan ne olacak béyle filan bir seyler diigiindiim. Nasil
gider diye diistindiim. Benimle alakali bir sorundu. Ciinkii dedim ya hi¢ alisik degiliz. Boyle bir ders
isleyis sekline. Ama bu derste biz ¢ok aktiftik. Oncelikle ilkokuldan beri ayni sekilde bir ders isleme
s0z konusu. Genelde égretmenlerimiz dersi anlatip ¢ikiyorlar. Sizin dersinizde biz daha aktiftik.
Fikirlerimize ¢ok rahatca ifade edebiliyorduk. Siz rehber konumundaydiniz, bize yol gésterdiniz. Bu
yiizden ¢ok daha farkli ve bize etkisi ¢ok olan bir ders isleyisi oldugunu diisiiniiyorum. Sonrasinda
alistim ve hosuma gitti.

O4: Ilk hafialarda degil de daha ¢ok dersten énce ya da ilk derste agik¢ast birazcik korktum.
Yani acaba bu ders zor mu gececek benim igin ya da sikici olacak mi diye diisiinmiistiim ama son
haftalarda boyle olmadigini fark ettim. Hatta biiyiik bir hevesle derse gelmeye baslamistim.

05 kodlu katilimei da arastirma temelli §grenme yaklasimimin derse farklilik kattigini ve bu yaklagimim
gerekli oldugunu zamanla fark ettigini, bu deneyim sayesinde 6gretmenlik meslegine dair eksiklerini
fark ettigini, bu eksikleri tamamlama deneyimi yasadigin1 asagidaki ifadeleri ile agiklamigtir:

O5: Ilk basta anladik yani biz daha ¢ok aktif konumda olacagiz siz biraz daha geri planda
olacaksiniz. Ben bunu ilk basta sey buldum. Yani gerek var mi béyle bir seye? Zaten staj goérecegiz,
stajda hallederiz ama sonradan eksiklerimizin bayagi ¢ok oldugunu goriince. Aslinda baya eskiden
gerek varmis diye diistindiim. Ya mesela toplum éniinde kelimeleri diizgiin se¢emiyorduk,
heyecanlaniyorduk, zamani koordine edemiyorduk. Ne bileyim, nasil anlatacagumizi tam olarak
bilemiyordum. Sonugta ilerde 6gretmen olacagiz. Ne bileyim benim igin farkli bir deneyimdi o. Biz
tiniversiteye gelene kadar ha bire hocalar anlatiyordu. Biz dinliyorduk. Biz ¢ok katilamiyorduk, bir
sey yapamiyorduk ama iiniversitede bu degisti mesela. Fark ettim ki mesela arkadaslarim da
yorumlarint géz oniinde bulundurarak soyliiyorum. Mesela ilerleme olduklarin gelisme olduklarin
gordiiler. Ilk basta ¢ok basaramamisim, onu becerememisim yani anlamamisim cekinmisim. Ne
bileyim kelimeleri agzimdaki gevelemisim ama. Evet, her giin ilerledik¢e bu tarz etkinliklerde dersler
anlatinca kendimi gelistirdigimi diigiiniiyorum. Ya bu derslerin bence fazlalagtiriimast arttirilmasi
gerekiyor. Bence ¢ok iyi bir seydi.

Ayrica 04 kodlu katilimer Tiirk Kiiltiiriinde Cocuk ve Egitim Dersinin arastirma temelli 6grenme
yaklagimi ile islenmesini, dersin “6znellikle zenginlestirilmesi” olarak gérmiis, bu deneyimini asagidaki
ifadeleri agiklamstir:

O4: O yiizden arastirmadan cok éznellikle zenginlestirilebilirse ders daha nitelikli olur diye
diigiinmiigtiim ben. Bana ¢ok katki sagladi aslinda. Bence ¢ok giizel ilerledi ders. Ve gelisme imkdni
buldum bu yontemle. Daha verimliydi.

Yaparak Yasayarak Ogrenme-Etkin Katitlima Dair Deneyimler

O1 kodlu katilimci aragtirma temelli dgrenme yaklasiminin etkin katilim deneyimi sagladigimi
belirtmistir. Bu etkin katilimi nasil sagladigin1 ve yaklasimin onun 6gretmenlik meslegine etkisini
asagidaki ifadeleri ile agiklamigtir:

OlI: Ben ogrencilerin pasif kaldigi zaman Ogrenebildigini diisinemiyorum. Tabi ogrenci
kesinlikle aktif olmali. Soru cevap olabilir, iste daha boyle yonlendirerek olabilir. Kesinlikle
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ogrencinin aktif olmaswin daha iyi oldugunu diigiiniiyorum. Bu ders bana ¢ok sey katti. Evet bu
yontemle yani daha sorgulayict olarak islenmesi benim icin ¢ok verimli oldu. Sorgulayict olmak
zaten benim i¢in daha iyi, yani ogretmenlerin, ogrencilerin 2 tarafin da bilgiye a¢ik olmasi, elestiriye
actk olmast bu derste benim 6grendigim seylerden bir tanesi.

02, 03, 04 ve O5 kodlu katilimeilar aragtirma temelli grenme yaklasimi sayesinde etkin katlimi
deneyimlediklerini ve bu deneyime nasil sahip olduklarini, bu sayede dersin islenisinin diger derslerden
farkin1 vurgulamiglardir. Bu vurguyu katilimcilar asagidaki ifadeleriyle yansitmaya calismistir:

02: Kendimiz arastirdigimiz, kendi sunumlarimizi yaptigimiz, kendimiz bilgileri bir sunumla
lanse ettigimiz durum, benim igin faydali. Yani bence egitim hayatinda bireyin bir bilimsel arastirma
yapmasi gerekiyor.

03: Kendimiz arastirdigimiz igin kendi emegimiz ve daha kalict hale geldi bilgilerimiz bunlar
ogrenirken. Biraz daha yorucu oldu tabii ki bi de dogru bilgilere ulasmak icin daha ¢ok ¢aba sarf
ettik.

O4: Genel olarak diger gordiigiim derslerden biraz daha farkliydi. Bize burada iletisim kurma
imkant sagladr bu ders, yani diger derslerde ¢cok boyle bir anlatim olmuyor. Genelde hocalarimiz
anlatiyor, biz dinliyoruz. Burada daha ¢ok biz etkindik.

O5: Daha énceden hocalar ortalama bildigimiz gibi klasik olarak slayti agiyordu. Ne bileyim
va da kitaptan konuyu anlatip test ¢oziip. O sekilde biz konulart isliyorduk ama sizin dersinizde farkl
oldu. Sizden sonraki derslerimizde de birkag tanesinde sizin gibi oldu mesela bizde daha ¢ok katilma
firsati yakaladik. Daha éncekilerde biraz daha pasif durumdaydik. Hocayr dinliyorduk iste hocanin
verdigi odevleri yapryorduk. Ondan sonra sinava giriyorduk, geciyorduk. Sizin dersinizde bir konu
tizerine ¢alistik, arastirdik. Bunu slayt sekline doktiik. Bir¢ok arkadasimiz iste ben de dokmeye
calismistim o zaman. Ders ¢ok farklvydi yani.

Beceri Edinimine Dair Deneyimler

Siuf 6gretmeni adaylari, Tirk Kiltiirtinde Cocuk ve Egitim dersinin arastirma temelli 6grenme
yaklasimi ile islenmesi sayesinde beceri edinme deneyimi yasamislardir. O1, O2 ve O4 kiiltiir
okuryazarligi, bilgi okuryazarligi becerilerinin nasil gelistigini asagidaki ifadeleri ile agiklamistir:

OI: Ben bu dersin gercekten bilimsel islenmesi taraftaryim ciinkii sonucta bu kiiltiir var ve
bizim bu kiiltiire daha hakim olmamiz gerektigini diisiintiyorum. Su anda gergekten Tiirk toplumu
biraz yozlasma i¢erisinde. Ve ben bu dersin de 6neminin biiyiik oldugunu diistiniiyorum. Bizim de bu
dersi dikkate alip daha sorgulayict yaklasmamiz gerektigini diistintiyorum. Séyle ben mesela kendi
memleketimi tanitmistim ve kendi memleketim hakkinda bilmedigim o kadar ¢ok sey varmus ki aslinda
ben bunlart arastirdik¢a ki raporun tizerine ben ¢ok detayli calistim ve su anda ¢ok sey ogrendigimi
hissediyorum.

02: Ornek verebilirim, ben kendi memleketime arastirdigim zaman o&grencilere egitim
saglayabilecek miizeler veya baska gezilecek gezi alanlarini 6grenmis oldum. Bilgi sahibi degildim
bir kismiyla onlart da sunuma eklemeye ¢alistim.

O4: Daha 6zgiir hissettim ve bunu yaparken kiiltiirle ilgili daha ¢ok bilgim oldu, bu da beni
gelistirdi.

Dersin Ogretim Uyesinin Yaklasimina Iligkin Deneyimleri

Tirk Kiiltiirtinde Cocuk ve Egitim dersinin arastirma temelli islenmesi siirecinde siif dgretmeni
adaylarinin dersin 6gretim iiyesinin yaklagimina iliskin deneyimleri su sekildedir: Dersin 6gretim iiyesi
alan bilgisine hakim oldugunu sorularina verdigi cevaplarla ve birebir sordugu sorularla hissettirmistir.
Bu durum O1 kodlu sinif gretmeni adayinda da olumlu etki olusturmus, O1’in diisiinme becerilerini
harekete gecirmis, daha donanimli olma konusunda arastirma yapma istegi olusturmustur. Bu deneyimin
nasil oldugunu asagidaki ifadeleri ile agiklamistir:

O1: Hocam biliyorsunuz ben genelde size ¢ok soru sormustum iste bu 6gretmenler cocuklara
kitap okuma aliskanligi nasil kazandwrir gibisinden sorular sormustum ve sorularimiza yaklasiminiz
gayet iyiydi, daha nazik karsiladiniz. Sorulara gayet giizel agiklamalar yaptiginizi diisiiniiyorum.
Ben hi¢ sizden olumsuz ya da iste sert bir doniit almadim. Ben elestiriye acgik bir insan oldugumu
diistiniiyorum o yiizden bir ogretmenimin bana yaptigi elestiri beni incitmiyor ki sizin yaptiginiz
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elestiriler acikcast kendimi daha béyle diisiinmeye sevk etti yani ben nasitlim daha ¢ok arastirmam
gerektigini hissettim, daha ¢ok okumam gerektigini hissettim ve ilk basta soyle diistinmiistiim, ilk
basta siz ¢ok bilgili geldiniz bana ben boyle kendimi birazcik cahil hissettim aslinda sizin karsinizda,
o yiizden oyle olunca da hani insan biraz boyle arastirma yapmak, daha donanimly olmak istiyor.

02 kodlu arastirmaci dersin dgretim iiyesinin yaklasimina yonelik olumlu deneyim yasadigin fakat
sorulan sorulara cevap verdiginde, 6gretim iiyesinin bunu yorumladigini ancak evet dogru, hayir yanls
vb. onay ifadesi kullanmadigini bu durumun aligilmig bir sey olmadigini deneyimledigini asagidaki
ifadeleri ile agiklamistir:

O2: Hocam iyiydi sunumdan sunuma aldiginiz doniitler gére veya hani arastiracagiz nasil
yapacagimizi anlattiginizda iyi oldu, ben sorun yasamadim ama ben son derste de sdyledim siz bir
soru soruyorsunuz ve biz bir yorum yaptigimiz zaman siz de dediniz sonradan a¢iklamasini yaptiniz
ama benim hala aklimda sorun var, simdi bir sey soruyorsunuz yorum yapiyor cevap veriyoruz,
yorum yapiyoruz kendi bakis agumiza gore hani sizden bir evet veya hayw tasdiyi bekliyoruz hald
ayni ama yorum iste mantikli veya mantiksiz gibi boyle bir tepki bekliyordum.

03 ve 05 kodlu katilimcilar 6gretim iiyesinin olumlu iletisimini deneyimlediklerini, bundan memnun
kaldiklarin1 ve kendilerini rahatca ifade etmeyi deneyimlediklerini asagidaki ifadeleri ile
aciklamiglardir:

03: Arkadaslarimla gozlemlediginde giizel bir sekilde cevap verdiginizi diisiiniiyorum. Ayni
zamanda rahat¢a kendimizi ifade edebilecegimiz bir ortamin da olustugunu diistintiyorum. Yani biz
sizin hakkimizda kétii bir sey soylesek bile bunu kabullenip giizel bir sekilde cevap alabilecegimizi
gordiik.

05: Ya sizin yaklasiminiz ya olmas: gerektigi gibi ya pozitif yonde gériiyorum. Yani siz bunu
sert bir dille séylemediniz. Giizel bir dille yanlis oldugunu, eksik oldugunu soylediniz. Biz de bu
eksiklerin yanlislarin farkina vardik. Diizeltmeye ¢alistik. Elimizden geldigince.

Deneyim Siirecinde Karsilagilan Problem ve Problemin Coziime Ulasma Durumu

Smif 6gretmeni adaylar1 arastirma temelli 6grenme yaklasimi deneyiminde dogru ve giivenilir
bilgiye ulagsma noktasinda, katilimcilara veri toplama siireci olarak goriismelerde, rapor yaziminda
arastirma siirecinde elde edilen bilgilerden ¢ikarim yapmada, bir seylerin dtesine gegme noktasinda,
sunum sirasinda zamani yonetme konusunda sorun yasamislardir. O1 ve O2 kodlu katilimecilar dogru
bilgiye nasil ulastigini asagidaki ifadeleri ile agiklamistir:

Ol: Ben daha detayli arastirmak igin ¢ok kaynak taradim ve taradigim kaynaklarda da iste
bilginin giivenirligi olsun, kaynaklarda farkli bilgiler buldum, giivenilir kaynagi bulmakta biraz
zorluk yasadim ve bunu da bir sekilde iste kitaplardan olsun daha giivenilir kaynaklara yonelme
seklinde hallettim.

O2: Problem olarak arastirmalarda yasadim ¢iinkii ben drnek vermek gerekirse Mevlana 'nin
miizesini anlatirken Mevlana’'nin oraya Konya’va davet edildigini biliyordum ama aslinda oyle
degilmis yani bu benim icin bir problemdi, ben bir giin bunu arastirdim hani. Iki ii¢ siteye baktim
tekrar tekrar okudum, gercegi 6grendim.

01 ve O2 kodlu katihmcilarm arastirma sonucu elde ettikleri bilgilerden ¢ikarim yapma
deneyiminde zorlandiklar1 belirlenmistir. Bu anlami ortaya cikaran O2’nin “Cikarim yaparken
zorlandigim sey gezi alanlarin ders kazanimlarina baglarken ve tamamini kapsamadigin diistindiigiim
i¢in biraz zorlandim.” ifadesidir. O1 de “Bundan énce derslerin basinda ¢ok ¢ikarim, yapamazdim
muhtemelen ama bu derse geldigim zaman mesela kiiltiirle hayatin iliskisine, iste toplumun iliskisine
onlari ¢ikarabiliyorum artik. ” ifadesinde bu durumu agiklamistir.

03, bu deneyime iliskin yasadig1 problemi ve ¢dziimiinii asagidaki ifadesi ile agiklamustir:

O3: Problem yasadiysam sadece akrabalarima ulasma konusunda sorun yasadim. Onlar yurt
disinda ¢iinkii gériisme yapamamistim. Iste Messenger itizerinden konustuk. Sonrasinda Bulgarca
cevaplar aldigim icin onlar: Tiirk¢eye ¢evirmek biraz sikinti oldu, basardim.

04 kodlu katilimer da arastirma siirecinde iletisim konusunda problem yasadigii ve bu problemi
nasil ¢ozdiigiinii agagidaki ifadeleri ile agiklamistir:
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O4: Arastirma siirecinde biraz zorlandim ama dedigim gibi o da konusmayr cok iyi
bilmedigimden ya da iletisim kurmakta zorluk ¢ektigimdendi. Ama yapa yapa daha ¢ok gelistigimizi
diisiiniiyorum. Iletisimle ilgili. Daha ¢ok aslinda ilgim oldugu seylerde konusmaya ¢alistim. Yani ya
da biraz zorladim kendimi, burada konusmam gerekiyor gibi. Hani benim igin zor da olsa hani
konusmaliydim o an. Ovyle yapa yapa da daha rahat olmaya basladim dersin iginde de.

05 kodlu katilimei ise aragtirma siirecinde dogru ve giivenilir bilgiye ulasma noktasinda problem
yasadigini ve bu problemi nasil ¢dzdiiglinii asagidaki ifadeleri ile agiklamigtir:

O5: Problem sanirim bazi yerlerde yasadim ¢iinkii bazi yerlerde mesela Word'e. Slayta doktiigiim
bilgilerin yanlis oldugunu fark ettim. Yani yanlis sitelerden almisim demek ki. Almamiz gereken
siteleri kontrol etmemiz gerekiyormus. Yani onu fark ettim. Yani her duydugumuz bilgiye
inanmamamiz gerekiyormug. Bunun dogrulugunu arastirmamiz gerekiyormus farkli farkh
kaynaklardan.

Sunum Yapma Siirecine Iliskin Deneyimler

O1 kodlu smif dgretmeni aday1 sunum yaparken zamani yonetemedigini birgok dgrencinin de bu
sorunu yasadigini, Ogretim {yesinin bir konunun O&tesine gecme noktasindaki sorulara cevap
veremedigini ve sunuma yeterince hakim olamadigini deneyimledigini asagidaki ifadeleri ile
aciklamistir:

Ol Ben tabii zaman kisithlig1 yagsadim sunumumda, yani bunu ¢ogumuz yasadik ama ben kendimi
giizel ifade ettigimi diistintiyorum. Yine boyle memleketimi anlattigimi birazcik olsun insanlara bilgi
aktarabildigimi diisiintiyorum. Tabi siz bana sunumumda bilmedigim bir siirii seyi séylemistiniz.
Omer Seyfettin’i, Mehmet Akif Ersoy’u bunlari séylemistiniz, tabi ben daha boyle bir bilgiye yakin
doniitler aldim.

02 kodlu katilimer sunumunun basarili gegtigini fakat sunum icerigi ile ilkokul ders kazanimlarini
iligkilendirmede zorlandigini asagidaki ifadeleri ile agiklamigtir:

O2: Benim sunumun hatirladigim kadariyla iyi gecti hocam. Siz bana orada sey dedi zorlandigim
konu da buydu ve size kazanimi ¢ok baglayamadim hani gezilecek yerleri ile kazanimlart ama ben
onlart pek kapsattirmadim kazamimla onlart entegre edemedim, burada ¢ok zorlandim.
Arkadaglarimdan o konuda déniit almadim ama siz yardimct oldunuz.

04 kodlu katilime sunumun basarili gectigini, sunumunun arkadaslarinin ilgisini ¢ektigini asagidaki
ifadeleri ile agiklamigtir:

O4: Bekledigimden daha giizel ge¢ti aslhinda verdigim icin yani en azindan. Anlatirken de
bekledigim kadar heyecanlanmistim ya da anlattigim seyler arkadagslarimin ilgisini ¢cekti. Hatta sizin
de ¢ekmisti. Bu konu hakkinda biraz daha gelistirebilirsin demistiniz. Cok mutlu oldum sunumdan
sonra.

O5 sunum sirasinda zaman ydnetimini nasil deneyimledigini, sunum igerigine yeterince hakim
olamadigini 6gretim iiyesinin sorularryla nasil fark ettigini asagidaki ifadeleri ile aciklamistir:

O5: Ben ilk bas planladigimdan farkli bir sekilde ilerledim. Mesela ben o zaman sanirim 10
dakika vermissiniz. 10 dakika icinde anlatirsimiz demistiniz. Ya planladim bunlar her birine 2
dakikada falan veririm, 10 saniye veririm. Bir dakika bu konuya gibi. Ama %20 sini bile 10 dakika
icinde tamamlayamadim. Yani planladigimdan ¢ok farkl sekilde ilerledi. Onu da gérmiis oldum yani
zamani. Ayarlayamadim, Bununla ilgili ¢cok detay vermemisim. Mesela fotograf eklemisim oraya
onun bir 6zelligi ya yani onun ozelliklerinin bilmem gerekiyor. Mesela orada bir Malatya’dan Levent
vadisini eklemistim. Hatirlyyorum sormustunuz ne zaman olustu diye ben bilmiyorum demistim. Yani
bilmem gerekiyor aslinda. Fotograf eklemisim.

Raporlastirma Siirecine Iliskin Deneyimler

O1 raporlama siirecinin basarili oldugunu “Raporlama siirecinde ben fazla kaynak taradim fazla
arastirma yaptim. Bunlart da tabi gegirirken ¢ok ugrastim. Onu hatirltyyorum ama raporlama stirecim
gayet basariliydi benim goziimde.” ifadeleri ile belirtmistir. Tim katilimcilar sunu sirasinda dersin
Ogretim {iyesi tarafindan eksik goriilen noktalar baglaminda doniitlerin yapildigini, yapilan doniitleri
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kendi ¢aligmalarina uyarladigini ve raporda da giincelleme firsat1 verildigini asagidaki ifadeleri ile
belirtmistir:

O1: Ben raporu gonderdikten sonra siz raporu detayli bakmistiniz ve orada benim eksiklerimi
soylemigstiniz. Hatta ben size bizzat sormustum, boyle nerede eksigim oldugunu siz de bana iste béyle
boyle eksigim oldugunu soylediniz. Ben tekrar gozden gecirince gergekten eksiklerimi fark ettim ve
yazim yanlislarimi diizelttim.

02: Arkadaslarimiza olan déniitiiniize gére sunum hazirladik ve kendi yanlisimi da dogrumu da
gormiis oldum size yaptigim sunumda. Doniit verdiniz hocam diizeltme hakki verdiniz ama ben
diizeltmedim. Ben dedim burada hani ben hakkimi revizeden yana kullanmadim. Notumun yeterli
oldugunu diisiindiim.

O3 raporlama siirecinde metnin akademik dille yaziminda zorlandigini asagidaki ifadeleri ile
aciklamistir:

O3: Raporu akademik dilde yazmak gerektigi icin biraz zorlandim. Cok¢a diisiinmek gerekiyordu.
Ciimleleri toparlamak zor oluyordu. Sizin déniitleriniz giizeldi. Ikinci bir defa tekrardan gézden
gecirmeye stirecimiz de oldu. Hocam acik¢asi ¢okga yardimci oldunuz her konuda. Yani bi sorun
yasasak da evet bunu diizelt tekrar sunabilirsiniz dediniz.

04 kodlu katilimci rapor yazim siireci deneyimine iliskin ¢ikarim yapmada zorlandigini ve bunun
gerekgesini asagidaki ifade ile agiklamigtir:

O4: Orada da biraz zorlandim. Yani tam olarak nasil sebep sonug iliskisini kuramamigstim.
Buradan nasil ¢ikarabilirim diye zorlandim. Su ana kadar yani tiniversiteye gelmeden once de ¢ok
diiz diistintiyordum sanirim o yiizden olabilir yani. Detaylandirmiyordum bir seyleri ya da nasil
olmali? Nedenini, neden sorusu aslinda buradan nasil yapabilirim sorusunu bu derste daha ¢ok
ogrenmistim.

05 kodlu katilimet ise ilk defa aragtirma temelli ders tasariminda rapor hazirladigini ve zorlandigimi
belirtmistir. Bunun gerekcesi olarak daha 6nceki egitim kademelerinde bu tarz bir deneyim igin firsat
verilmedigini ve ortam olusturulmadigini belirtmistir. Bu deneyimi asagidaki ifadelerle aciklamistir:

O5: Ya o siire¢ benim icin ¢ok iyi degildi, ¢iinkii ben daha once dedigim gibi bu okudugum liseden
ortaokuldan da kaynaklaniyor olabilir. Ya ben daha énce rapor hazirlamamistim. Birinci sinifta
sadece bir kere rapor hazirlamistik. Onu da arkadaslarim yardimci olmustu. Yani ilk tek basima
raporu hazirlama siirecim diyebilirim. Raporun tam olarak nasil hazirlanacagin bilmiyordum.
Bir¢ok eksik yaptim siz revize hakki da tanidiniz bize. Su an gelisme var. Yani su an rapor az ¢ok
hazirlayabilirim.

Arastirma Temelli Ogrenme Yaklasimimin Sinif Ogretmeni Adaylarina Etkisine Yonelik
Deneyimler

O1 kodlu katilimcinin arastirma temelli 6grenme yaklasimi sayesinde sorgulama yapmay, kiiltiir
okuryazarligin1 deneyimledigini ve bu deneyimi nasil yasadigin1 asagidaki ifadelerle agiklamistir:

O1I: Ben kendime iyice sorgulamay: 6grettim. Kiiltiiriin gercekten bizim hayatimizdaki yerinin ¢ok
onemli oldugunu ogrendim. Ben ¢ok keyif alryyordum ve daha boyle sorgulamaya yakin oldugu icin
de ben boyle derslere ¢ok seviyorum.

02 ise arastirma temelli ders tasarimi sayesinde ilk defa bilimsel arastirma yapip, sunum yapmay1
deneyimledigini “Ben gelene kadar ben hi¢hir bilimsel arastirma veya boyle bir sunum yapmadim ama
buraya gelip ilk tecriibe olarak kendime faydasi oldu.” ifadeleri ile agiklamistir. O3 kodlu katilimei
arastirma temelli ders tasarimi sayesinde kiiltiir okuryazarligi becerisini deneyimledigini, bu deneyim
sayesinde Ogrenciler i¢in materyal se¢iminde milli kiiltiir 6gesini gozettigini, ondan sonra evrensel
kiiltiire yer vermeyi asagidaki ifadelerle agiklamustir:

0O2: [lk énce kendi kiiltiiriimiiz hakkinda bir seylere bakarken bir secim yaparken ne bileyim ders
kitap veya ne bir ¢izgi film ilk dnce kendi kiiltiiriimiizden mi ona gore bakmaya basladim. Bunun
atandiktan sonra meslege basladiktan sonra da boyle devam edecegini diistintiyorum ¢iinkii ilk
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aklima gelen sorulardan bir tanesi acaba bizim yapimiz mi yoksa baska bir itilkenin yapisi mi evet ilk
once biz kavramini ¢cok¢a kavradim ve onu hayatima katilabildim.

04 kodlu katilimer arastirma temelli ders tasarimi sayesinde Tiirk kiiltiiriine olan ilgisi ve merakini
fark ettigini, bu ilgisinin dersten sonra da devam ettigini, bu sayede Tiirk kiiltiiriine yonelik daha ¢ok
arastirma yapmaya bagladigini, bu milli kiiltiirii nasil yasamas1 gerektigini, kendini ifade edebilmeyi,
Ozgiivenli olmay1, sunumu detaylandirmayi, bilinenin 6tesine gegebilmeyi, bilimsel arastirma yapilirken
nelere dikkat edilmesi gerektigini deneyimledigini asagidaki ifadelerle agiklamigtir:

O4: Merakimizi arttirdr ve derse katilmamiz bizim icin daha iyi. Yani hepimiz icin bu boyleydi.
Aslinda Tiirk kiiltiiriiniin bize ne kadar yakin oldugunu ve isledik¢ce de onu nasil yasamamiz
gerektigini de 6grendik bir yandan. Hocam ben Tiirk kiiltiiriine bu kadar merakim olacagimt hig
diisiinmemistim. Arastirirken arastirma konumumuzu irdelerken béyle aslinda bu konuda ¢ok ilgili
oldugumu ve merakli oldugumu gordiim. Aslinda arastirma yapip sorarken biiyiiklerime ya da
koyiime ilgili seylere ozellikle. Bunu fark ettim ve bunun iistiine su an merak ediyorum ve daha ¢ok
arastirma yapryorum. Bu dersten sonra da aslinda ilgim bitmedi. Ve bana béyle bir katki saglad.
Aslinda beni bayag: gelistirdi bu ders. Olumlu bir etkisi oldu ¢iinkii dedigim gibi kendimizi ifade
edebilme imkdni bulduk. Burada hepimiz hani konusuyorduk dersin zaten az kigi olmamiz da buna
sebep oldu. O yiizden siirekli soz aliyorduk ve konusuyorduk. Bu da aslinda 6z giivenimizin gelismesi
ve iletisim becerilerimizin de gelismesini sagladi. Tiirk kiiltiiriine uzaktim yani bundan sonra daha
yakin hissediyorum kendimi. Otesine derken yani ya da sunum daha detaylandirmak ya da
arastirdigimiz konuyla daha biitiinlesmek ise evet oyle. Oldu ¢iinkii sizden aldigimiz doniitlerle de
hani burada nasil yapmaliyiz, sunumlariniz nasil olmali? Ya da arastirma yaparken nelere dikkat
etmeliyiz gibi seyleri de ogrendik.

05 koldu katilimc ise arastirma temelli §grenme yaklasimi sayesinde bilinenin dtesine gegebilmeyi,
mesleki gelisim anlaminda zamani1 yonetebilmeyi, topluluk 6niinde konusabilmeyi, etkin katilimin nasil
olmasi gerektigini, arastirma, konusma ve yazma becerisini deneyimledigini asagidaki ifadelerle
aciklamistir:

O5: Mesela fotograf eklemisiz ya da bi kiimbet eklemisiz sunuya. Bir ani eklemisiz yani sinif
ogretmeni olacagiz. Cocuklar da sorabiliv ya da bir yerde bir seminer vereceksin, bir sunum
yapacaksin. Oradaki iiyeler katilimcilar da sorabilir. Sunu da séyleyebilir, yani bunu bilmen
gerekiyor bilmezsen patlarsin yani evet gergekten onun farkina vardim. Ne vardi? Sonradan
ogrendim. 7.000, 8.000 y1l once olusmus daglar. Orojenez olmasi lazimdi. Dedigim gibi zamani
ayarlayamadim. Mesela 10 dakikada anlatirim dedigin seyin 10 dakikada% yirmisini anlattim.
Burada zaman kontrolii az ¢ok anladim. Mesela topluluk oniinde konusunca heyecanlaniyorum. Bu
heyecani bunun gibi derslerde bunun gibi dersler sayesinde bastirdim. Anlamadiginiz bir yer var mi
diye ama illa anlamamalar: degil katilmalar: da gerekiyor. Yani katilimcilarin da aktif bir sekilde
katilmasi gerekiyor. Ya bunu da 6grendim. Yani ders anlatan kiginin de hep soru sormasi gerekiyor.
Bu sekilde daha kalict 6grenme oldugunu diistintiyorum. Sadece tek bir beceri dlgmiiyor mesela,
arastirma becerisi var. Konusma becerisi var. Ve yazma becerisi var.

Katihmcilarin Deneyimlerine Bagh Kalarak Arastrma Temelli Ogrenme Yaklagiminmin Diger
Derslerde De Kullanilmasina Yonelik Bakis Acilart

Calisma grubunun tamami egitim fakiiltesi siif 6gretmenligi boliimiinde okutulan derslerde
arastirma temelli 6grenme yaklagiminin kullanilmasinm1i 6nermektedir. Bunun gerekgelerini, bu
deneyimin sorgulayici ve elestirel bakis agis1 sunmasi, etkin katilim saglamasi ve iletisim becerilerini
gelistirmesi olarak belirtmislerdir. Bu ortak anlamlar sirayla asagidaki ifadelerle agiklanmisgtir:

O1: Ben kesinlikle éneririm. Ben béyle tek tip siradan 6gretmen anlatsin, ben dinleyeyim. Bunu
istemiyorum. Boyle daha ¢ok sorgulama, daha ¢ok elestirel, daha felsefi iste hani ben diistincelerimi
aktarabileyim. Ogrencilerim bana diisiincelerini aktarabilsin.

02: Oneririm. Bu boliimii okuyan bir 6grencinin boyle bir ders almas: gerekiyor dgretmenlik
yoluna gidebilmesi icin boyle bilimsel arastirmalarda bulunmasi ve bunun sunumunu 6gretmen gibi
ogrencilerine anlatmasi gerekli.

0O3: Evet kesinlikle oneririm. Ciinkii biz aktifiz ve kendimizi gelistirebiliriz bu konuda, kendi
kendimizi ifade etme olsun. Arkadaslarimizia fikir catismasi yasayip kendi hatalarimizi gérme olsun.
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O4: Oneririm neden? Zaten konustukca derse kendimi daha yakin hissediyorum. Ben en azindan
o derste var oldugumu hissediyorum. Ya da gériislerim degerli oldugunu hissettigim bir ortamda
daha iyi odaklaniyorum derse. Ashinda ogrendigimiz seyi kendimiz yaptigimiz icin daha pekistirmis
oluyoruz.

O5: Kesinlikle éneririm Topluluk éniinde konusma konusunda 20 yasina gelmisiz mesela hala ne
bileyim zamanmini ayarlayamiyordum. Konusamiyordum, kelimelerimi diizgiin segemiyorum
heyecandan. Bunu 20 yasina geldigimde fark ettim. Yani bunun daha erken fark edilmesi gerekiyor.
Ona gore onlemlerin alinmasi gerekiyor, ona gore calismalarin yapimas: gerekiyor. Bence
ogrencilerin aktif katilimli derslere liseden baslanmali.

Tiirk Kiiltiiriinde Cocuk ve Egitim Dersinin Arastirma Temelli Tasarumi Deneyimine Yonelik
Sinif Ogretmeni Adaylarimin Goriigleri ile Teslim Ettikleri Aragstirma Raporlarinin Birbirini
Dogrulama Durumu

01, 03, 04 ve O5 kodlu katilimcilarin ddev revize hakkimi kullandigi, eksik olarak belirtilen
arastirma Odevi kapsaminda ulagtiklart bilgilerin sinirli kalmasi, ¢ikarim yapilamamasi, dokiiman
yoluyla ulasilan bilgilerin kaynak¢alariin gosterilmemesi, arastirdiklari ilin kiiltiirel miras potansiyeli
ile ilkokul kazanimlarinin eslestirilememesi, buna yonelik etkinlik yaziminin yeterli olmamasi
durumlarinin revize siirecinde giderildigi tespit edilmistir. Nitekim katilimeilar goriismede belirttikleri
doniit ve revize hakkinin grenme deneyimlerine katki verdigini belirtmislerdir. O2 kodlu katilimci ile
dersteki doniitleri dikkate alarak raporu hazirladig1 ve degerlendirme puanindan memnun kaldig: i¢in
revize hakkini kullanmadigini belirtmistir.

Tartisma ve Sonug

Simif 6gretmeni adaylar: arastirma temelli 6grenme yaklagimi araciliiyla etkin katilim gosterdikleri
bir ders yonetimi siirecini deneyimlemislerdir. Nitekim alan yazinda arastirma-sorgulama temelli
O0grenme yaklagiminin dgrencilerin derslere olan katilimini ve motivasyonunu arttirdig1 belirtilmektedir
(Kori, 2021). Etkin katilim olarak sinif 6gretmeni adaylari ders kapsaminda verilen arastirmayi
yapmiglar, aragtirmanin verilerini sunum haline doniistiiriip sinif ortaminda sunmuslar ve rapora
doniistiiriip dersin 6gretim {iyesine teslim etmislerdir. Bu siire¢ boyunca sinif 6gretmeni adaylarinin
dersin basinda arastirma temelli 6grenme yaklasiminin zorlugunu deneyimledikleri fakat sonrasinda
Ogretim iiyesinin olumlu destegi ile de kalic1 6grenmeyi, 6grenmenin 6grenilmesini, elestirel-sorgulayici
ve zenginlestirilmis ders isleme bicimini, mesleki gelisim i¢in gerekli olan zaman yonetimini ve beceri
edinimini deneyimledikleri ortaya ¢ikmistir. Nitekim alan yazinda da aragtirma temelli 6grenme
yaklasiminin Ogrencilerin elestirel ve analitik diisiinme becerilerinin gelisimine yardim ettigi
belirtilmektedir (Brayshaw ve Gordon, 2008; Ozmutlu, 2022).

Smif 6gretmeni adaylar1 arastirma temelli 6grenme yaklagiminin kullanimi boyunca dersin 6gretim
iiyesinin olumlu ve sorgulayici-elestirel yaklagimini su sekilde deneyimlemislerdir: Dersin 0gretim
tiyesinin diiz anlatimin digina ¢ikarak, temelde soru cevap teknigini kullanip, sorularla dgrencilerin
bilgiye ulagsmasimi saglamasi ve bilgilerin dogrulugunu sorgulatmasi, sinif 6gretmeni adaylarina ilk
basta zor gelse de sonradan bu yaklagimin kalici 6grenmeyi ve diisiinme becerilerini gelistirdigi igin
daha faydali oldugunu deneyimlemislerdir. Dersin 6gretim tiyesi sinif 6gretmeni adaylarinin sorularina
nezaket kurallar1 ¢ercevesinde cevap vermis, sordugu sorularin cevabimi alma noktasinda da
Ogrencilerden farkli cevaplar almak icin onlara yeni sorular sorumus ve sorularin cevabina iliskin farkli
yorumlar getirmistir. Ogrencilerin verdigi cevaplara dogru-yanls, iyi-kotii vb. onay igeren ifadeler
kullanmamigtir. Bu durum sinif 6gretmeni adaylan tarafindan bir eksiklik olarak algilansa da dersin
Ogretim iiyesi tarafindan onay igeren bir ifadenin 6grencilerin cevaplarini sinirlandiracagi bu durumda
verilenin 6tesine gecemeyecekleri belirtilmistir. Nitekim arastirmada da sinif 6gretmeni adaylar siireg
icerisinde en ¢ok ¢ikarim yapma, bilinenin Otesine ge¢me, iliskilendirme yapabilme, 6grenilenleri
transfer edebilme deneyiminde zorlanmis fakat bu zorluk dersin sonuna dogru kolay hale doniigmiistiir.
Ozellikle de smif dgretmeni adaylarmin arastirma konularmdan biri olan yasadiklar ilde bulunan
kiiltiirel miras potansiyeli ile ilkokul ders kazanimlarini iligskilendirmede, yine arastirma o6devinin
ticiincll adiminda istenilen arastirma konusu ile ilgili olarak elde ettikleri tiim bilgilerden yola ¢ikarak
bir 6gretmen olarak Tiirk Kiiltiirinde Cocuk ve Egitim alanina yonelik ¢ikarim yapmada, bir de
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sunumlaria koymus olduklan kiiltiir 6geleri ile ilgili dersin 6gretim {iyesinin sormus oldugu sorulari
cevaplamada zorlandiklar1 anlagilmistir. Bu durumun gerekgesi olarak da ilkokuldan itibaren aldiklar
egitim seklinin diiz anlatimdan 6teye gegememesini sunmuslardir. Bu nedenle, 6grencilere okul dncesi
donemden itibaren arastirma temelli 6grenme deneyimleri saglanmasi Onerilmistir. Nitekim alan
yazinda aragtirma temelli 6grenme yaklasimina dayali 6gretimin, iiniversite &grencilerinin temel
elestirel diisiinme becerileri olan yorumlama, analiz etme, degerlendirme, ¢ikarim yapma, agiklama ve
0z diizenleme becerilerini gelistirdigi belirtilmektedir (Wale ve Bishaw, 2020). Ayrica dersin 6gretim
iiyesi siif 6gretmeni adaylarina sunum sirasinda olumlu doniitler vermistir. Sunumda eksik goriilen
noktalarda nasil degisiklik yapabileceklerini ifade etmis, son 6dev teslim tarihinden sonra raporda
revizyon hakki tanimistir. Bu sekilde amacinin 6dev iizerinden 6grenciye not vermek olmadigini tam
tersi 6grencilerin 6grenmeyi 6grenmelerini saglamak oldugunu deneyim yoluyla gostermistir. Bu durum
Ogrencilerin teslim ettikleri 6devlere, revize hakk: kullanilan 6devlere yansimistir. Bu sayede 6grenciler
daha iyi 6grendiklerini, 6grendiklerinin kalict hale geldigini belirtmisler ve bu deneyimi kendi meslek
hayatlarinda da kullanacaklarini ifade etmislerdir. Bu sonuglar baglaminda 6gretmen egitiminde amacin
Ogretmenlere konuyu diiz anlatimla slayt {izerinden sunup, slaytta yazilanlar {izerinden soru sorup
degerlendirmek olmadigi, tam aksine 6grenmeyi 6gretme oldugu cikarimi yapilabilir. Bu baglamda
Ogretmen egitiminde O0gretmen adaylarinin, etkin katiliminin oldugu, aragtirma-sorgulama, iletisim,

Smif 6gretmeni adaylar1 arastirma temelli 6grenme yaklasimi sayesinde ayni zamanda beceri
edinimini deneyimlemislerdir. Bilgi okuryazarlig1 becerisini, yasadiklari ilin kiiltiirii hakkinda aragtirma
yaparak, kiiltiiriin bir tasiyicist olan yetigkinlerle goriismeler yaparak, internet sayfalarimi kullanarak,
internet iizerinden gerekli bilgi ve gorsellere ulasarak, sonrasinda bunlar1 zihinsel siireglerinden
gecirerek sunmuslar ve raporlastirarak deneyimlemislerdir. Ozellikle bu siirecte dogru ve giivenilir
bilgiye ulagsma noktasinda problem yasamislardir. Bu problemi ¢6zmek i¢in daha ¢ok kaynak taramasi
yapmislar, bilgileri karsilastirmiglar ve dersin Ggretim iiyesinin rehberliginde dogru bilgiye
ulagsmislardir. Bilgi okuryazarligina ek olarak kiiltiir okuryazarlig1 becerisini de deneyimlemislerdir. Bu
beceriyi de arastirma siirecinde kendi illerine ait olan birgok kiiltiirel 6geden haberdar olmadiklarimi fark
ederek, bu kiiltiirel 6gelerin potansiyelinden ilkokul derslerinde nasil faydalanabileceklerini 6grenerek
deneyimlemislerdir. Ayrica bu beceri edinimi kapsaminda kazanim olarak Tiirk kiiltiiriine olan ilgi ve
meraklarinin arttigini, bu ilginin dersten sonra da devam ettigini, 6gretim materyali tercihinde oncelikle
milli kiiltiire uygunluk kriterini dikkate alacaklarini fark etmislerdir. Nitekim alan yazinda arastirma
sorgulama temelli 6grenme yaklasiminin iiniversite 6grencilerinin 6grenme motivasyonunu arttirdigi,
Ogrencileri kendi kendilerine 6grenmeye tesvik ettigi belirtilmektedir (Santana-Vega vd., 2020). Bir
diger beceri olarak da iletisim becerilerinin gelistigini, ¢linkii bu arastirma temelli 6grenme yaklagimi
sayesinde kendilerini ifade edebilme firsati bulduklarini, topluluk Oniinde konusabilmeyi
deneyimlediklerini belirtmislerdir. Tiim bu kazanimlar baglaminda aragtirmaya katilan sinif 6gretmeni
adaylar1 arastirma temelli 6grenme yaklagiminin diger derslerde de kullanilmasini 6nermislerdir.
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Extended Summary
Introduction

The course ‘Child and Education in Turkish Culture’ is one of the elective field education courses
introduced into the Department of Elementary Education, Primary Teacher Education Program with the
teacher training undergraduate curricula updated by the Council of Higher Education in 2018. The aim
of this course is to make prospective teachers aware of the relationship between child and education in
Turkish culture. The content of this course includes the definition of culture; the relationship between
education and culture; the role of culture in child development and education; the development and
characteristics of Turkish culture; children in Turkish culture; the place and value of children in Turkish
society and family; and the characteristics and components of child education in Turkish culture from
past to present (Council of Higher Education, 2018). Within this scope, the course is taught as a
semester-based elective in the primary teacher education program. Based on this content, considering
the relationship between culture, education, and learning experiences can contribute to achieving
curricular goals. In this regard, teaching this course to prospective teachers through different approaches,
methods or enriched content can also benefit their professional development (Banks, 2016; Gay, 2018;
Celik & Kasapoglu, 2014). Therefore, the aim of this study is to reveal the opinions of prospective
primary teacher on the implementation of the course ‘Child and Education in Turkish Culture’ through
a inquiry-based learning approach.

Accordingly, this research sought to answer two main questions:

e What are the views of prospective primary teachers on the implementation of the course
*Child and Education in Turkish Culture* through a inquiry-based learning approach?

e How do research reports reflect the views of prospective teachers?
Method

The purpose of this research is to reveal how and why prospective primary teachers perceive the
implementation of the course ‘Child and Education in Turkish Culture’ through a inquiry-based learning
approach. In this context, the study was carried out using a case study design, one of the qualitative
research methods. Case studies allow for an in-depth understanding of an event or phenomenon within
its real-life context and typically seek to answer “why” and “how” questions (Creswell & Poth, 2018).
Thus, this study aimed to determine the impact of the inquiry-based learning approach on prospective
teachers and contribute to its applicability in teacher education, as case studies play an important role in
educational research (Merriam, 1998).

The study group consisted of sophomore students enrolled in the Primary Teacher Education
Program in the Department of Elementary Education at a state university’s faculty of education, who
took the course ‘Child and Education in Turkish Culture’ with a inquiry-based learning approach for
one semester. Data were collected through semi-structured interviews and documents. Thematic content
analysis technique was employed for data analysis.

Findings

The general perceptions of the prospective primary teachers regarding their experience with the
inquiry-based learning approach are as follows: The participants stated that they gained the ability to
adopt an inquisitive and critical perspective, that the method added originality and distinctiveness to the
course, and that although they initially experienced difficulty and fear during its implementation, they
later benefited from the instructor’s constructive criticism and positive feedback. The instructor’s
emphasis on teaching how to learn also facilitated the process by the end of the semester. Through
practice, they experienced firsthand why this method is necessary.

It was found that participants coded S1, S3, S4, and S5 revised their assignments. During the revision
process, deficiencies such as limited information, lack of inferences, missing references for documents
used, inability to match the cultural heritage potential of the city they researched with primary school
learning outcomes, and insufficient activity design were corrected. The participants noted that the
opportunity to revise and the feedback they received contributed to their learning experiences.
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Conclusion and Discussion

Through the inquiry-based learning approach, prospective primary teachers experienced a course
management process in which they actively participated. In the literature, it is also emphasized that
inquiry-based learning increases student participation and motivation (Kori, 2021). As part of active
participation, prospective teachers conducted research, transformed the data into presentations,
presented them in class, and submitted them as reports to the course instructor. Throughout this process,
although they initially found the inquiry-based learning approach difficult, they later experienced
permanent learning, learning to learn, a critical and inquiry-based enriched course format, time
management, and skill acquisition essential for professional development, with the positive support of
the instructor.

The literature also indicates that inquiry-based learning contributes to the development of students’
critical and analytical thinking skills (Brayshaw & Gordon, 2008; Ozmutlu, 2022). Moreover, during
the process, the instructor answered questions politely, encouraged different perspectives by asking new
questions, and avoided expressions of approval and disapproval such as right-wrong or good-bad.
Although some prospective teachers perceived this as a shortcoming, the instructor emphasized that
such approval could limit students’ responses, preventing them from going beyond what was given. In
fact, prospective teachers reported that they initially struggled with making inferences, going beyond
the known, establishing connections, and transferring what they learned, but these difficulties
diminished toward the end of the course. Similarly, the literature states that inquiry-based teaching
develops university students’ core critical thinking skills such as interpretation, analysis, evaluation,
inference, explanation, and self-regulation (Wale & Bishaw, 2020).

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

Qnternational gPrimaty fducational gResearch Journal

317


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

2025, 9(3): 318-331

INTERNATIONAL

Ilkokul Ogrencileri i¢in Ogrenme
Ortami Duyussal Giivenlik Olcegi:
Gecerlilik ve Giivenilirlik
Calismasi

Emine KAYA, Ali UNISEN

Intermnaftional Peer Reviewed Journmnal

PRIMARY EDUCATION RESEARCH JOURNALI

Affective Safety Scale for
Learning Environments for
Primary School Students: A

Validity and Reliability Study

Emine KAYA'!
Ali UNISEN?

doi: 10.38089/iper;j.2025.235

Gelis Tarihi: 29.05.2025

Ozet: Bu arastirmanin amac, ilkokul 6grencilerinin 6grenme
ortamlarindaki duyussal giivenlik diizeylerini belirlemeye
yonelik gegerli ve giivenilir bir 6lgme araci gelistirmektir.
Arastirmanin ¢aligma grubunu Adiyaman ilinde 2024-2025
egitim Ogretim yilinda ilkokul iigiincii ve dordiincii sinifta
O0grenim goren 438 Ogrenci olusturmaktadir. Gelistirilen
Olcege yonelik acimlayici faktor analizi sonucunda 6lgegin 3
faktor ve 11 maddeden olustugu, varyans agiklama oraninin
%52,152, genel croanbach alpha degerinin 0,767 oldugu
goriilmektedir. Ag¢imlayict faktér analizi sonucu olusan
yapmin dogrulanmas: amactyla yapilan dogrulayici faktor
analizi sonucunda y?df, RMSEA, SRMR, TLI, CFI
degerlerinin iyi ve kabul edilebilir sinirlar araliginda oldugu
gOriilmiistiir. Ag¢imlayict ve dogrulayict faktér analizi
sonuglart modelin 3 faktorli yapisim1 dogrulamaktadir.
Sonuglar 6l¢egin ilkokul 6grencilerinin 6grenme ortaminda
duygusal giivenliklerini dl¢ebilecegini ortaya koymaktadir.
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Abstract: The aim of this study is to develop a valid and
reliable measurement tool to determine the level of affective
safety in learning environments for primary school students.
The study group consisted of 416 third- and fourth-grade
students enrolled in schools in the province of Adiyaman
during the 2024-2025 academic year. As a result of the
exploratory factor analysis conducted for the developed scale,
it was found that the scale comprises 3 factors and 11 items,
with an explained variance of 52.152% and an overall
Cronbach’s alpha value of 0.767. To confirm the structure
identified through exploratory factor analysis, confirmatory
factor analysis was conducted, and the y?/df, RMSEA,
SRMR, TLI, and CFI values were found to fall within
acceptable and good fit ranges. The results of both
exploratory and confirmatory factor analyses support the
three-factor structure of the model. These findings indicate
that the scale is capable of measuring primary school students'
emotional safety in their learning environments.
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Giris
Ogrencilerin 6grenimlerini gerceklestirdigi mekanlar olarak tanimlanan 6grenme ortami, grenme
siirecinin kalitesinin kilit noktasidir. Ogrenme ortami denilince ilk akla gelen tahta, sinif, siralar vb.
materyallerden olusan kapali alanlardir. Fakat giiniimiizde 6grenme ortamlar yerini farkli bir forma
birakmustir. Hatta fiziksel yapmin da 6tesinde 6grenme ortaminin sadece fiziki degil duyussal boyutu da

onemsenmeye baslamistir (Durmusoglu Saltali, 2013; Eroglu ve Simsek, 2021; Gomleksiz ve Kan,
2012; Kara Erol, 2022).

Ogrenme ortamlart  grencilerin  zellikleri (bilissel, duyussal, psikomotor), grenmeyi
destekleyecek etkinlikler, uygun degerlendirme stratejileri, ortamin benimsenmesini saglayacak kiiltiir
gibi bircok faktér gdz Oniine alinarak olusturulmalidir. Bunlarin disinda belki de en ¢ok ihmal edilen
durum ise ¢ocuklarin 6grenme ortaminda duyussal olarak kendini ne kadar giivende hissettigidir.
Ogrenme ortaminda kendini giivende hissetmeyen, bulundugu ortamda huzursuz olan bir ¢ocugun
akademik, sosyal becerileri de olumsuz etkilenebilmektedir (Daily vd., 2020; Korkmaz ve Giiney
Karaman, 2024; Lacoe, 2020).

Duyugsal giivenlik bireyin sosyal ortamlarda veya yakin iliskilerinde duygusal acidan kendini
giivende hissetme durumudur (Cummings ve Davies, 2011). Teori ¢ocugun sadece fiziksel degil
duygusal olarak da giivende olmasmin altin1 ¢izmektedir. Duyussal giivenlik duygusal tepkilerin
diizenlenmesi, aile i¢i ¢atigmalara iligkin temsiller, davranigsal diizenleme stratejileri olmak {izere 3
bilesenden meydana gelmektedir. Bu ii¢ bilesen birlikte calistifinda cocuk giiven duygusunu
siirdiirmekte ve psikolojik uyumunu korumaktadir. Son yillarda ¢alismalar sadece aile i¢cinde degil okul
ortami ve akran iligkilerinde de duyussal giivenligin 6nemini vurgulamaktadir. Cocuklarin gegmis
deneyimleri onlarin savunma sistemlerinin farkli ¢aligmasina neden olabilmektedir. Bu nedenle
¢ocuklarin aile i¢i ve okul ortaminda sosyal savunma profilleri farklilik gosterebilmektedir. Cocuklarin
bir kism ailede yiiksek duyussal glivenlik hissederken, okulda akran iliskilerinde daha savunmaci veya
cekingen davranislar sergileyebilmektedir. Bu nedenle, ¢cocuklarin farkli sosyal ortamlarda duyussal
giivenlik diizeylerini anlamak, onlarin duygusal gelisimlerini ve uyum siireclerini desteklemek acisindan
kritik 6neme sahiptir (Davies ve Forman, 2002; Davies ve Martin, 2013; Davies vd., 2015).

Ogrenme ortaminda duyussal giivenlik daha ¢ok psikososyal giivenlik algisina dayanmaktadir.
Ogrencinin simf arkadaslar1 ve dgretmenleriyle duygusal acidan risklere maruz kalmadan sinif igi
iletisim ve etkilesimde bulunmasiyla iligkilidir. Duyussal giivenlik giiven algisi, duygusal ifade ve
aciklik, akran iligkileri, sosyal uyum (Valiente vd., 2020), duygu diizenleme, sinifin genel duygusal tonu
(De Neve vd., 2023), 6gretmen destegi algisi (Romano vd., 2021) gibi alt boyutlarla iligkilidir.

Son yillarda meydana gelen salgin hastaliklar, depremler, savaslar nedeniyle ¢ocuklar ailelerinden
ayrilmakta zorlanmakta, aileleri yaninda olmadan okula gitmek istememekte, 6grenme ortaminda
karsilasabilecegi sorunlardan dolay1 okuldan duygusal olarak uzaklagmaktadir. Hastalik kapma, deprem
olma ihtimali gibi nedenlerle okula gitmek istememesine ragmen zorla okula gitmeye ikna edilen
cocuklarin 6grenim siirecinin olumsuz etkilenecegi ortadadir (Bulut, 2010; Dogan vd., 2024; Erol ve
Erol, 2020; Karbeyaz ve Yildirim, 2024; Talu ve Gengtanirim Kurt, 2022; Tanhan ve Mukba, 2015;
Demir Yildiz ve Demir Oztiirk, 2023). Bunlarin disinda kendini sinifa ait hissetmeyen, dgretmen ve
arkadaglarindan istedigi ilgiyi goremeyen, siirekli elestirilen, zorbaliga maruz kalan, yasadigi
zorluklarda desteklenmeyen &grencilerin ilerideki hayatinin bu psikolojik travmalara bagli olarak
olumsuz etkilenecegi diisiiniilmektedir (Onat vd., 2016; Ozdinger Arslan ve Savaser, 2009; Siirsavur ve
Demirel, 2018)

[lkokul egitimi Tiirkiye’de zorunlu egitim hayatmin baslangicinda yer almaktadir. Tiirkiye’de okul
Oncesi egitimin zorunlu olmayisi, birgok Ogrencinin okul ortamiyla ilkokulda tanigmasina neden
olmaktadir. Dolayisiyla 6grencilerin yeni uyum saglamaya basladiklar1 okul ortamina uyum saglamalari
ve kendilerini giivende hissetmeleri 6gretim siirecinden alinan verim agisindan 6nem tasimaktadir. Bu
arastirmanin amaci, ilkokul &grencilerinin 6grenme ortamlarindaki duyugsal gilivenlik diizeylerini
belirlemeye yonelik gegerli ve giivenilir bir 6l¢gme araci gelistirmektir.

Alan yazin incelendiginde ilkokul 6grencilerinin 6grenme ortamlarinda duyussal giivenliklerini
belirlemek amaciyla hazirlanmig bir 6l¢ek ¢alismasi bulunmamaktadir. Fakat genel baglamda 6grenme
ortamiyla ilgili farkli kademelerde yapilan birtakim ¢alismalar yapildig: gériilmektedir. Ornegin; Arkiin
ve Askar (2010), Arpact (2012), Aydin vd. (2012), Aygoren ve Saracaoglu (2015), Bay ve Digerleri

Qnternational gPrimaty fducational gResearch Journal

319



2025, 9(3): 318-331 Emine KAYA, Ali UNISEN

(2010), Demirtas vd. (2015), Doganay ve Sar1 (2012), Erdogan ve Polat (2017), Kurt ve Bayar (2020),
Kiigtikozer ve Digerleri (2012), Ocak (2012), Tunger ve Sapanct (2021), Yelken ve Digerleri (2010),
Yesilyurt (2013), Yildirim (2017) yapilandirmaci 6grenme ortamlarini farkli yonleriyle ¢caligmigtir. Cabi
ve Giilbahar (2013), Ergiin ve Usluel (2015), Haciomeroglu ve Elmal1 (2021), Higde ve Aktamig (2021),
Olpak ve Cakmak (2009), Ozkok ve digerleri (2011) teknoloji destekli egitim ortamlarini farkli
yonleriyle ele alan calismalar yapmistir. Korkmaz ve digerleri (2017) farkli bir bakis acisiyla hemsire
aday1 &grenciler igin 6grenme ortami olarak huzurevi iizerine ¢alismistir. Ogrenme ortamu ile ilgili
yapilan bu ¢aligmalarin ortak 6zelligi 6grenme ortamini fiziksel ve teknolojik boyutuyla ele almalaridir.
Bu baglamda ilkokul Ogrencilerinin 6grenme ortaminda kendilerini duygusal olarak gilivende
hissetmeleri, hata yapmaktan c¢ekinmemeleri, siniftaki diger bireyler tarafindan desteklendigini
hissetmeleri gibi algilarini 6l¢en bir 6lgme aracinin bulunmadigi goériilmektedir. Yine bu ¢aligmalarda
ogrencilerin sinif ortaminda kendilerini degerli hissetmeleri, aidiyet ve deger verilme gibi duyussal
deneyimlerine odaklanilmamistir. Bu arastirma alan yazindaki bosluga katki saglamay1 hedeflemekte
olup 6grencilerin duyussal giivenliklerini tespit etmeyi amaglayan gecerli ve giivenilir bir 6lgme aracini
literatiire kazandirmay1 hedeflemektedir. Arastirmanin hem kuramsal bir boslugu doldurmasi aym
zamanda dgretmenlerin ve arastirmacilarin bu boyutu 6lgebilecegi bir 6l¢gme araci gelistirmesi agisindan
0zgiin olusu arastirmaya deger katmaktadir.

Ogrenme ortaminin 6grencinin psikososyal gelisimine, 6grenme verimliligine, zihinsel ve duyussal
sagligina olan etkisi (Closs vd., 2021; Kassap vd., 2024; Podiya vd., 2025), bu 6l¢egi gelistirmeye
yonelik ihtiyaci ortaya koymaktadir. ilkokul déneminin bireyin akademik hayatindaki énemi, 6grenme
ortaminin Ogrenme siirecinin kalitesine etkisi bu aragtirmayr 6nemli kilmaktadir. Bu baglamda
aragtirmanin ailelere, 6gretmenlere, okul calisanlarina ve gelecekteki aragtirmacilara yol gosterecegi
diisiiniilmektedir. Yine aragtirmanin ailelere ¢ocuklarimin psikososyal durumlarini anlama, duyussal
giivenlik ve basart iliskisi konusunda farkindalik saglayacagi disiintilmektedir. Arastirmanin
Ogretmenlere 0grenme ortaminda duyussal giivenlik stratejileri, 6grencilerle iletisimde bilinglenme
noktasinda fayda saglayacagi beklenmektedir. Ayrica, bu calismanin okul c¢alisanlarina destekleyici
Ogrenme ortamlari olusturma ve acil durumlarda duygusal krizlerin yonetimini anlama konusunda katki
saglayabilecegi; Milli Egitim Bakanligina ise 6grenme ortamlarini biitlinciil bir yaklagimla yeniden
degerlendirme konusunda fikir verebilecegi diisiiniilmektedir.

Yontem
Arastirmanin Modeli

Arastirma 6lcek gelistirme c¢alismasi olarak tasarlanmistir. Olgek gelistirme kavramsal gergevenin
belirlenmesi, madde havuzunun olusturulmasi, uzman goriisiiniin alinmasi, 6n uygulama, gecerlik ve
giivenirlik analizleri, agimlayict ve dogrulayici faktdr analizleri ve nihai 6lgegin olusturulmasi
asamalarindan meydana gelmektedir (Can, 2018; Carpenter, 2017; Lamm vd., 2020).

Evren/Orneklem

Arastirmanin evreni Adiyaman ilinde ilkokul {igiincli ve dordiincti sinifta 6grenim goéren 13218
sayida 6grenciden olusmaktadir. Calismada agimlayici ve dogrulayict faktor analizi igin iki ayr1 grup
olusturulmustur. 438 6grenciden toplanan veriler basit tesadiifi 6rnekleme yontemiyle toplanmistir.
Agimlayict ve dogrulayict faktor analizi igin rasgele olarak secilmistir. Bu 6grencilerden agimlayici
faktor analizi icin 230, dogrulayici faktor analizi i¢in 208 6grenci rasgele belirlenmistir. Ayrica pilot
uygulama icin basit tesadiifi 6rnekleme yoOntemiyle segilen 10 Ogrenci ile Olcek maddelerinin
gelistirilme siirecindeki 35 Ogrenci de basit tesadiifi 6rnekleme yoluyla secilmistir. Basit tesadiifi
ornekleme yoluyla secilen caligma grubuna iligskin veriler Tablo 1’de sunulmustur.

Tablo 1. Calisma grubunun demografik 6zellikleri

Grup N %
Cinsiyet Kadin 227 51,82
Erkek 211 48,17
Toplam 438 100
Sinifi 3 197 4498
4 241 55,02
Toplam 438 100
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Orneklem segilirken basit tesadiifi rnekleme yontemi kullanilarak, evrendeki her bireyin érnekleme
alinma sans1 esit ve rastlantisal duruma getirilmistir (Cohen vd., 2021).

Olcek Gelistirme Siireci

Olgek gelistirme siirecine kavramsal cercevenin incelenmesi ile baslanmistir. Kavramsal cerceve icin
alanyazin taranmis, 6lgegin ¢ercevesi belirlenmistir. Basit tesadiifi 6rnekleme yoluyla segilen 35 ilkokul
Ogrencisinden 6grenme ortaminda duyussal giivenlik konusunda kompozisyon yazmalari istenmistir.
Kompozisyonlar ve alanyazin taramalarindan yola ¢ikilarak 65 6l¢ek maddesi yazilmistir. Maddeler
uzman goriisii i¢in egitim programlarn ve dgretim, Tiirkce 6gretimi, rehberlik ve psikolojik danisma,
sinif egitimi, 6lcme/degerlendirme gibi farkli alanlarda ¢alisan 5 akademisyene ve 3 sinif 6gretmenine
gonderilmigtir. Uzmanlara maddeleri “uygun, uygun degil, diizeltilmeli” seklinde kodlamalari
istenmigtir. Kodlama sonuglari madde bazinda tek tek incelenmistir. Uzman doniitleri Lawshe teknigi
ile degerlendirilmistir. Lawshe teknigi uzman goriislerine dayali olarak gelistirilen bir 6l¢me aracindaki
maddelerin 6nem derecesini belirlemek i¢in kullaniimaktadir (Gilbert ve Prion, 2016; Lawshe, 1975).
Bu ¢alismada bir maddenin gegerli sayilabilmesi icin CVR>0,75 degeri dl¢iit alinmistir. Olgiit altinda
kalan maddelerin CVR degerleri ise 0,25-0,74 araliginda yer almistir. Olgiit deger belirlenirken madde
say1s1 ve uzman sayisi baz alinarak hesaplama yapilmigtir. Uzman degerlendirmeleri sonrasinda madde
sayist 51 olarak belirlenmistir. 51 madde ilkokul ii¢lincii ve dordiincii siniflardan secilen 10 6grenciye
pilot olarak uygulanmistir. Pilot uygulama sonrast Ogrencilerden olumsuz herhangi bir doniit
alimmamustir.

Olgek maddeleri yazilirken dgrencilerin yas grubu géz 6niinde bulundurulmus ve yazi puntosu 12
olarak belirlenmistir. Olcek maddelerinin kisa ve 7-10 yas grubu i¢in anlasilir olmasina dikkat edilmistir.
Olgek tiim Ogrencilere belirlenen giin ve saatte uygulanmustir. Uygulamalar dgrencilerin egitim
gordiikleri siniflarinda gergeklestirilmistir. Cevaplama formati olarak yas grubunun 6zellikleri dikkate
alinarak “Katilryorum, Kararsizim, Katilmiyorum” seklinde {iglii likert tipinde hazirlanmigtir. Olgekte
ters madde yer almamaktadir.

Olgegin yapt gegerliligini belirlemek amaciyla a¢imlayict ve dogrulayict faktor analizleri
uygulanmistir. Olgegin yapisal boyutunu ortaya ¢ikarmak i¢in agimlayici faktdr analizinden, olusturulan
yapmin dogrulanmasi i¢in dogrulayici faktdr analizinden yararlanilmigtir. Nihai dlgek Ek.1°de yer
almaktadir.

Bulgular ve Yorumlar
Acimlayici Faktor Analizine Dair Bulgular

Acimlayict faktor analizi i¢in 230 6grencinin verileri SPSS programiyla incelenmis, ug degerler veri
setinden ¢ikarilmis (22 6grenci), veri yapisinin faktor analizine olan uygunluk durumu incelenmistir. Ug
degerlerin veri setinden ¢ikarilmasi asamasinda standart puanlar Z degerine doniistiiriilerek +3 ile -3
aralig1 diginda kalan veriler kapsam dis1 birakilmistir. 208 6grenciye ait veri setine inceleme kapsaminda
Kaiser Mayer Olkin (KMO), Barlett Kiiresellik testi uygulanmistir. Analizler sonucunda KMO (,804)
ve Barlett kiiresellik testi (X?=3738,649; sd=1275; p=,000) sonuglar1 veri setinin agimlayic1 faktor
analizi yapilmasina olanak tanmidigin1 gostermektedir. Barlett kiiresellik testinde sonucun 0,5 alt1 olmas1
verilerin faktor analizi i¢in uygunlugunu gostermektedir. Yine verilerin normal dagilima uygun oldugu
ve £ 1 araliginda oldugu goriilmiistiir. Ayrica degiskenler arasinda ¢oklu baglanti (r<.70) sorunu
olmadig1 goriilmiistiir (Can, 2018; Salmeron vd., 2020; Upendra vd., 2023).

Faktor analizinde temel bilesenler yontemi kullanilarak faktorler belirlenmis, ardindan faktor
yapisinin daha agik hale gelmesi i¢in varimax rotasyonu uygulanmistir. Varimax faktorler arasindaki
ayrimi daha net hale getirdigi i¢in (Can, 2018) tercih edilmistir. Faktor analizinde faktdr sayisinin
belirlenmesi i¢in Kaiser degeri ve ¢izgi grafiginden yararlamlmstir. Ik sonuglara gore dzdeger 1 ve
iizeri olan 16 faktorlii bir yap1 olusmustur. Sonuglardan hareketle birden fazla maddede ortak yiik tastyan
maddeler ve diigiik faktor ylikiine sahip maddeler (>.30) 6l¢ekten ¢ikarilmigtir. Bu kapsamda maddeler
tek tek cikarilmig, degerler incelenmistir. Madde ¢ikarma islemi sonrasinda sonuglar yeniden analiz
edilmistir. Faktor sayisi belirleme isleminde ¢izgi grafiginden de faydalanilmistir. Cizgi grafigi Sekil
1’de sunulmustur.
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Sekil 1’ de goriildiigii lizere Ugiincii noktadan sonra grafik yatay seyretmektedir. Madde eleme ve
cizgi grafigi incelemeleri sonrasinda dlgegin 3 boyuttan olustugu goriilmektedir. Acimlayict faktor
analizi neticesinde 0l¢egi olusturan maddeler ve dlgegin psikometrik 6zellikleri Tablo 2°de verilmistir.

Scree Plot

Eigenvalue
@

Emine KAYA, Ali UNISEN

13 5 7 9 1113151719 21 23 25 27 29 31 33 35 37 39 41 43 45 47 49 51

Component Number

Sekil 1. Ogrenme ortam1 duyussal giivenlik 6lgegi cizgi grafigi

Tablo 2. Agimlayici faktor analizi sonuglart

No  Madde 1.Faktor  2.Faktor  3.Faktdor  Ortak faktor

yiikii yiikii yiikii varyansi

50 Sinif arkadaslarim 6zelime/mahremiyetime 727 ,561
sayg1 duyuyor.

10 Sinif arkadaglarim bana saygili davranirlar. ,696 ,376 ,634

51 Sinifta benimle dalga gegilmiyor. ,667 478

23 Sinifta kendimi korunmus hissediyorum. ,647 ,520

24 Sinifimin  olumlu bir ortam olduguna ,588 ,424
inantyorum.

3 Siifta soru sorma konusunda rahatim. ,766 ,591
Sinifta diisiincelerimi ve duygularimi ifade ,648 ,430
ederken kendimi giivende hissediyorum.

7 Sinifta goriislerime deger verilir. ,379 ,559 ,495

2 Ogretmenim sdyleyeceklerimi dinler. , 713 ,545

41 Bana liderlik etme veya sorumluluk alma ,658 ,554
firsatlar1 veriliyor.

44 Okulda fiziksel/temel ihtiyaglarim (aglik, ,617 ,505
susuzluk, dinlenme gibi) dikkate alinir.

KMO=,815
Bartlett test of Sphericity: 412,192; sig.: ,000
Varyans agiklama orant: % 52,152
Oz deger 2,453 1,722 1,562
Croanbach alpha ,724 ,544 512

(Olgegin tamamz: ,767)

Tablo 2’deki veriler incelendiginde ilkokul &grencileri igin 6grenme ortami duyussal giivenlik
olgeginin 11 maddeden ve 3 alt boyuttan olustugu goriilmektedir. 11k faktdriin 6zdegeri 2,453, ikinci
faktoriin 6zdegeri 1,722, iigiincii faktdriin 6zdegeri 1,562 tir. Olgekte birinci faktoriin Croanbach Alpha
degeri ,724, ikinci faktoriin Croanbach Alpha degeri ,544, {iglincii faktdriin Croanbach Alpha degeri
,512°dir. Cronbach alfa testi sonucunda 6l¢egin genel giivenirligi ,767 olarak bulunmustur. Bujang vd.,
(2018) calismalarinda Croanbach Alpha degerinin 0,5 olarak ayarlanmasini 6nermistir. Taber (2018)
farkli caligmalardaki Croanbach Alpha degerlerini yorumladigi calismada o>0,45 degerini kabul
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edilebilir olarak tanimlamustir. Ozellikle madde sayisinin az oldugu ¢alismalarda Croanbach Alpha
degerinin diigiik ¢ikmasinin normal oldugunu da eklemistir. Maddelerin toplam yiik degerleri ,559 ile
,766 arasinda degismektedir.

Olgekte 50,10,51,23,24 numarali birinci faktdre ait maddeler Ogrencilerin 6grenme ortaminda
kendilerini giiven, sayg1 ve olumlu bir ortamda hissetmelerini yansittigindan birinci faktore “sinif iklimi
ve giiven” ad1 verilmistir. 3,1 ve 7. maddeler 6grencilerin sinifta kendilerini rahatca ifade edebildigini
ve ifade ederken kendini giivende hissettiginin altini ¢izdiginden “ifade 6zgiirliigii ve gliven” adi
verilmistir. 2, 41 ve 44 numarali maddeler 6grencinin 6grenme ortaminda destek ve firsatlardan
yararlanmasini ifade ettiginden “destek ve firsatlar” olarak adlandirilmistir.

Modelin varyans agiklama oraninin %52,152; faktdr yiiklerinin 0,4 ve iistii, dlgegin tamaminin
Croanbach Alpha degerinin ,767, faktorlerin 6zdegerlerinin 1 tizeri olmasi, her faktérde en az 3 madde
bulunmasi, iki faktorde yer alan maddelerde faktorlerden alinan yiik arasindaki farkin 0,1 ve iistii olmast,
faktorii olusturan maddelerin birbiriyle baglantili olmasi dlgegin agimlayict faktoér analizinin
gecerliligini ve gilivenilirligini desteklemektedir (Biiyiikoztiirk, 2014; Can, 2018; Cohen vd., 2021).
Olgegi olusturan faktorler ve maddeler Tablo 3’te sunulmustur.

Tablo 3. ilkokul 6grencileri igin 6grenme ortami duyussal giivenlik 6lgegi faktorler ve iliskili oldugu
maddeler

Faktorler Maddeler Yeni madde numarasi
Sinif arkadaglarim 6zelime/mahremiyetime saygi 1

1. Faktor duyuyor.

(Smuf Iklimi ve  Sinif arkadaglarim bana saygili davranirlar. 2

Giiven) Siifta benimle dalga gegilmiyor. 3
Sinifta kendimi korunmus hissediyorum. 4
Sinifimin olumlu bir ortam olduguna inantyorum. 5

2. Faktor (ifade  Sinifta soru sorma konusunda rahatim. 6

Ozgiirligli ve  gynyfta diisiincelerimi ve duygularim ifade ederken 7

Giiven) kendimi giivende hissediyorum.

Sinifta goriislerime deger verilir. 8
Ogretmenim soyleyeceklerimi dinler. 9
3. Faktor Bana liderlik etme veya sorumluluk alma firsatlar 10
(Destek ve veriliyor.
Fursatlar) Okulda fiziksel/temel ihtiyaglarim (aglik, susuzluk, 11

dinlenme gibi) dikkate alinir.

Dogrulayici faktor analizi

Yapimin dogrulanmasi amaciyla, agimlayici faktor analizinden elde edilen modele dayanarak AFA
analizinden kalan 208 Ogrencinin veri seti kullanilarak dogrulayici faktor analizi uygulanmistir.
Dogrulayici faktdr analizi igin SPSS Amos programi kullanilmistir. Dogrulayici faktor analizi dncesinde
veri setinin analiz i¢in uygun olup olmadig incelenmistir. Veri setinin dagiliminin normal oldugu, ¢coklu
baglant1 probleminin olmadig1 goriilmiistiir. Model uygunlugunun belirlenmesinde Lamm vd. (2020) ve
Schermelleh-Engel ve Moosbrugger (2003) tarafindan 6nerilen uyum iyiligi kriterleri esas alinmistir.
Arastirmadaki 6lgekten elde edilen uyum iyiligi sonuglari ile Lamm vd. (2020) ve Schermelleh-Engel
ve Moosbrugger (2003) tarafindan 6nerilen degerler Tablo 4’te karsilastirilmistir.
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Tablo 4. Tavsiye edilen modelin uyum degerleri ve standart uyum olgiitleri

Olljc;ﬁ{:ri Iy Uyun(li?egeﬂe“ Kabul Edilebilir Uyum (K) nglg‘eﬂzzm Yorum
X2 /df 0<X/df <2 2 < X/df<3 1,619 i
RMSEA 0.00 <RMSEA<0.05  0.05< RMSEA <0.08 0.055 K
SRMR 0.00 < SRMR < 0.05 0.05 < SRMR < 0.10 0.021 i
TLI 0.95 < TLI< 1.00 0.90 < TLI < 0.95 0.913 i
CFI 0.95<CFI<1.00 0.90 < CFI < 0.95 0.935 K

Dogrulayici faktor analizi sonuglara gore X?: 66,390; serbestlik derecesi (df=41, p=0.007) oraninin
y?/df=1.619 degeri ile iyi uyum deger araliginda bulundugunu ortaya koymaktadir. K&k ortalama kare
yaklagim hatas1 (RMSEA= 0.055) kabul edilebilir uyum degerler aralifinda yer almaktadir. Standardize
edilmis kok ortalama kare artik (SRMR=0.021), karsilagtirmali uyum endeksi (CFI=0.935) degeri ve
Tucker Lewis indeksi (TLI=0,913) degerleri de modelin veriye iyi diizeyde uyum sagladigini
gostermektedir. Sonuglarin iyi ve kabul edilebilir sinir araliginda olmalart ilkokul 6grencileri icin
ogrenme ortami duyussal glivenlik dlgeginin faktor yapisini dogrulamaktadir. Dogrulayici faktor analizi
sonucunda ilkokul 6grencileri i¢in 6grenme ortami duyussal giivenlik 6l¢eginin maddelerine iligkin path
diyagrami $ekil 2’de sunulmustur.

324

Sekil 2. Ogrenme ortami1 duyussal giivenlik dlgegine iliskin Path diyagrami

Agimlayict ve dogrulayict faktor analizi sonuglart modelin 3 faktorlii yapisini dogrulamaktadir.
Degerler olgegin ilkokul 6grencilerinin 6grenme ortaminda duyussal gilivenliklerini 6lgebilecegini
ortaya koymaktadir.
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Tartisma ve Sonu¢

Bu calismada ilkokul Ogrencilerinin 6grenme ortaminda duyussal giivenliklerini tespit etmek
amaciyla 11 maddeden meydana gelen bir 6lgek gelistirilmistir. Olgek faktdr analizleri igin 412 ilkokul
Ogrencisine uygulanmistir. Faktor analizleri sonucu dlgegin psikometrik 6zellikleri incelendiginde 11
maddeden olustugu ve iiglii likert tipinde oldugu gériilmektedir. Olgekte ters madde yer almamaktadir.
Olgekten en az 11 en fazla 33 puan alinabilmektedir. Ogrencinin 6lgekten aldig1 puan arttik¢a 6grenme
ortamma olan giiveni de artmaktadir. Olgekle ilgili genel degerler incelendiginde toplam varyans
agiklama oraninin %52,152 oldugu gériilmektedir. Olgegin KMO degeri ,815 tir. Shrestha (2021) KMO
degerinin 0,8 ve 1,0 arasinda olmasinmn yeterli oldugunu belirtmistir. Olgegin Shrestha’nm (2021)
tavsiye ettigi aralikta olusu veri setinin faktdr analizi i¢in uygun oldugunu géstermektedir. Olgegin genel
croanbach alpha degerinin ,724 olmasi giivenilir oldugunu gostermektedir. Lamm vd. ve Streiner
(2013)’e gore degerin 0,70 ve lizeri olmasi iyi olarak yorumlanmaktadir.

Olgek 3 faktorden olusmaktadir. Faktorler iliskili oldugu maddelerin igerigine uygun olarak
adlandirilmistir. Birinci faktorle iligkili maddeler 6grencilerin 6grenme ortaminda kendilerini giiven,
sayg1 ve olumlu bir ortamda hissetmelerini yansittigindan “sinif iklimi ve giiven”; ikinci faktore iliskin
maddeler 6grencilerin sinifta kendilerini rahatca ifade edebildigini ve ifade ederken kendini giivende
hissettiginin altin1 ¢izdiginden “ifade Ozgiirliigii ve giiven”; iclincii faktorle iligkili maddeler
Ogrencilerin 6grenme ortaminda destek ve firsatlardan yararlanmasini ifade ettiginden “destek ve
firsatlar” olarak isimlendirilmistir. Faktor isimleri ve igerigindeki maddelerin mevcut literatiirle uyumlu
oldugu goriilmektedir. De Neve vd. (2023), Jenkins vd. (2018), Romano vd. (2021) ve Valiente vd.
(2020) duyussal giivenligin giiven algisi, duygusal ifade ve agiklik, duygu diizenleme, 6gretmen destegi
algisi, akran iliskileri, sosyal uyum, smifin genel duygusal tonu gibi alt boyutlarla iliskili oldugunu
vurgulanugtir.  Olgekteki alt boyutlar ve igerikleri alanyazindaki duyussal giivenlik algisi ile
ortiismektedir. Ornek vermek gerekirse dlgekte yer alan “Sinifta benimle dalga gecilmiyor” ifadesi
Valiente vd. (2020) ve Jenkins vd.’nin (2018) duyussal giivenligin akran iliskileri ve sosyal uyum
boyutlartyla iligkilidir. Yine smifta diisiincelerimi ve duygularimi ifade ederken kendimi giivende
hissediyorum ifadesi Valiente vd. (2020) ve De Neve vd.’nin (2023) duyussal gilivenlik algisinda
tizerinde durduklar1 duygusal ifade ve agiklik boyutuyla iligkilidir.

Acimlayict ve dogrulayici faktor analizlerinin bulgulari, 6lgegin gegerlik ve giivenilirlik agisindan
yeterli oldugunu kanitlamaktadir. Psikometrik 6zellikleri 6lgegin ilkokul iiclincli ve dordiincii sinif
Ogrencilerinin dgrenme ortaminda duyussal giivenliklerini 6lgmek amaciyla kullanilabilecegini
gostermektedir. Olgegin uygulanmasi sonrasinda elde edilecek verilerle dgrencilerin 6grenme ortaminda
duyussal gilivenligini olumsuz yonde etkileyebilecek degiskenlerin analizinin egitim ortamlarinin
iyilestirilmesi ve dolayli olarak 6grenci basarisinin arttiracagi diisiiniilmektedir. Ilkokulun akademik bir
basamaktan ¢ok sosyo-pedagojik bir oryantasyon siireci olmasi nedeniyle &grencilerin 6grenme
ortaminda kendilerini duyussal a¢idan gilivenli hissetmeleri onem tagimaktadir.

Aragtirmanin sinirliliklart ve dneriler su sekilde siralanabilir. Arastirma Adiyaman ilinde 68renim
goren ilkokul dgrencileriyle sinirlidir. Veriler 6grencilerin 6z bildirimlerine dayali olup diisiincelerini
oldugu gibi ifade ettikleri diisliniilmektedir. Duyussal giivenlik 6lcegi sadece bu olgekte yer alan
maddelerle siirhidir.  Arastirma sonuglarindan hareketle birtakim Onerilerde bulunulabilir.
Arastirmacilara ayni1 6lgegi farkli egitim kademeleri icin gelisgtirmeleri tavsiye edilebilir. Duyusgsal
giivenlik ile cinsiyet, yas, akademik basar1 gibi degiskenlerin iligkisi aragtirilabilir. Egitsel
miidahalelerin etkisini dlgmek icin 6l¢ek kullanilabilir. Uygulayicilar sinif iklimini degerlendirme,
anlama ve egitim ortamlarini iyilestirme amactyla 6l¢ekten faydalanabilir.
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Extended Abstract
Introduction

Affective safety refers to an individual’s perception of being emotionally safe within social
environments and close relationships. The concept emphasizes that children require not only physical
but also emotional safety in order to develop healthy patterns of interaction. Recent research highlights
the role of affective safety not only within the family context but also in school settings and peer
relations. Children’s previous experiences may shape their social defense systems, leading to variations
in how they react to different social environments. Consequently, a child may feel highly secure within
the family while displaying defensive or withdrawn behaviors in peer interactions at school.
Understanding children’s affective safety across different social contexts is essential for supporting their
emotional development, social adjustment, and overall well-being. Primary education marks the
beginning of compulsory schooling in Tiirkiye, and because preschool education is not mandatory, many
children encounter structured school environments for the first time at the primary level. Therefore,
students’ ability to adapt to the school environment and their sense of emotional safety are critical
determinants of the effectiveness of the teaching-learning process. The aim of this study is to develop a
valid and reliable measurement instrument to assess primary school students’ levels of affective safety
within learning environments.

Method

This study was designed as a scale-development research project. The development process consisted
of establishing the conceptual framework, generating an item pool, obtaining expert feedback,
conducting a pilot study, and performing validity and reliability analyses, including exploratory and
confirmatory factor analyses, to construct the final scale. Two independent samples were formed for the
exploratory factor analysis (EFA) and confirmatory factor analysis (CFA). Data were collected from
438 students using simple random sampling. Of these, 230 students were randomly assigned to the EFA
sample and 208 to the CFA sample. An initial pool of 65 items was generated based on literature reviews
and student compositions. These items were reviewed by a panel of experts consisting of five academics
from relevant fields and three primary school teachers. Following the expert evaluations, the item pool
was reduced to 51 items. Considering the age group, a three-point Likert scale (“Agree,” “Undecided,”
“Disagree”) was used. No negatively worded items were included in the instrument.

Findings

The exploratory factor analysis results indicated that the Affective Safety Scale for Learning
Environments for primary school students consisted of 11 items and three factors. The eigenvalues for
the factors were 2.453, 1.722, and 1.562, respectively. The Cronbach’s alpha coefficients were .724 for
the first factor, .544 for the second factor, and .512 for the third factor. The overall reliability coefficient
of the scale was .767. Item loadings ranged from .559 to .766. The model explained 52.152% of the total
variance. Factor loadings above .40, eigenvalues exceeding 1, the presence of at least three items per
factor, and item—factor loading differences of .10 or more for items loading on two factors all support
the structural validity of the scale. The internal consistency coefficients further indicate that the scale
demonstrates acceptable reliability for research purposes. For the confirmatory factor analysis, model
fit was evaluated using the criteria recommended by Lamm et al. (2020) and Schermelleh-Engel and
Moosbrugger (2003). The results revealed that y*> = 66.390 (df =41, p =.007), with a ¥*/df ratio of 1.619,
indicating good model fit. The root mean square error of approximation (RMSEA = .055) fell within the
acceptable range. The standardized root mean square residual (SRMR = .021), comparative fit index
(CFI=.935), and Tucker-Lewis index (TLI =.913) showed that the model exhibited a good level of fit
to the data. The fact that the results are good and within the acceptable range confirms the factor structure
of the learning environment affective safety scale for primary school students.

Results

In this study, an 11-item scale was developed to assess primary school students' affective safety in
the learning environment. Factor analysis revealed that the scale's psychometric properties were 11 items
and a three-point Likert-type scale. To confirm the structure identified through exploratory factor
analysis, confirmatory factor analysis was conducted, and the y*df, RMSEA, SRMR, TLI, and CFI
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values were found to fall within acceptable and good fit ranges. The minimum score for the scale is 11
and the maximum is 33. As a student's score increases, their confidence in the learning environment also
increases. Exploratory and confirmatory factor analysis results confirm the model's three-factor

structure. The values indicate that the scale can measure the emotional safety of primary school students
in the learning environment.
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EK 1. ilkokul Ogrencileri I¢in Ogrenme Ortami1 Duyussal Giivenlik Olgegi

(ac¢lik, susuzluk, dinlenme gibi) dikkate

alinir.

Madde

Numarasi Maddeler Katiliyorum | Kararsizim | Katilmiyorum

1 Simif arkadaglarim
0zelime/mahremiyetime saygi duyuyor.

2 Sinif arkadaslarim bana saygili
davranirlar.

3 Sinifta benimle dalga gecilmiyor.

4 Siifta kendimi korunmus
hissediyorum.

5 Sinifimin olumlu bir ortam olduguna
inantyorum.

6 Sinifta soru sorma konusunda rahatim.

7 Sinifta diisiincelerimi ve duygularim
ifade ederken kendimi giivende
hissediyorum.

8 Sinifta goriislerime deger verilir.

9 Ogretmenim sdyleyeceklerimi dinler.

10 Bana liderlik etme veya sorumluluk
alma firsatlari veriliyor.

11 Okulda fiziksel/temel ihtiyaglarim
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Ozet: Bu arastirmanin amaci, farkli kurumsal yapilarda
gbrev yapan okul Oncesi Ogretmenlerinin yoneticileri
tarafindan maruz birakildiklar1 mobbing davranislarini

yonetimsel acidan incelemek ve bu davranislarin
ogretmenler {izerindeki etkilerini ortaya koymaktir.
Arastirma, nitel arastirma  desenlerinden  olgubilim

yaklagimiyla ylritiilmiistir. Calismanin  katilimeilarini,
2024-2025 egitim-6gretim yilinda Mardin ili Artuklu
ilcesindeki resmi ve 6zel okul Oncesi egitim kurumlarinda
gbrev yapan ve mobbing deneyimi yasamis 15 O6gretmen
olusturmaktadir. Katilimcilar; ilkokullara bagh
anasiniflarinda, bagimsiz anaokullarinda ve 6zel okul dncesi
kurumlarda gérev yapan Ogretmenlerden, Olgiit drnekleme
yontemiyle secilmistir. Katilimeilara ulasimda kolayda
ornekleme yaklasimi da dikkate alinmistir. Arastirma
bulgular1, okul dncesi 6gretmenlerinin karsilastigi mobbing
davraniglarimin - yalmizca Dbireysel degil, ayni zamanda
kurumsal ve yapisal faktorlerle iliskili oldugunu
gostermektedir. Bagimsiz anaokullarinda yonetimsel baski,
evrak yiikii ve iletisim sorunlarinin &ne ¢iktig; ozel
kurumlarda ise mobbingin daha ¢ok psikolojik ve fiziksel
saglik sorunlart olarak yansidigi belirlenmistir. Bu durum,
ogretmenlerin maruz kaldigr mobbingin niteligi ve etkisinin,
kurum tiirii ve yonetim kiiltiiriiyle dogrudan iligkili oldugunu
ortaya koymaktadir.

Anahtar Kelimeler: Yonetsel mobbing, okul Oncesi
ogretmenleri, okul Oncesi kurum tiirii, nitel arastirma,
psikolojik bask1

Kabul Tarihi: 16.10.2025

Yayinlanma Tarihi: 30.11.2025

Abstract: The aim of this study is to examine, from an
administrative  perspective, the mobbing behaviors
experienced by preschool teachers working in different
institutional structures and to reveal the impact of these
behaviors on them. The research was conducted using the
phenomenological approach, one of the qualitative research
designs. The participants of the study consisted of 15
preschool teachers who experienced mobbing during the
2024-2025 academic year and were working in public and
private preschool institutions in the Mardin district of
Artuklu province. The participants were selected using the
criterion sampling method and consisted of teachers working
in preschool classes within primary schools, independent
kindergartens, and private preschool institutions.
Convenience sampling was also taken into consideration
when accessing the participants. The research findings
indicate that the mobbing behaviors encountered by
preschool teachers are not only related to individual factors
but are also associated with institutional and structural
dynamics. In independent kindergartens, issues such as
administrative  pressure, excessive paperwork, and
communication problems were more prominent, whereas in
private institutions, mobbing was more often reflected in
psychological and physical health problems. These results
reveal that the nature and impact of mobbing experienced by
teachers are directly related to the type of institution and the
prevailing management culture.
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Giris
Egitim kurumlari, bilgi aktariminin Stesinde, yogun sosyal iligkilerin yasandigi, hiyerarsik rollerin
belirgin oldugu ve orgiitsel dinamiklerin siirekli degistigi yapilardir (Hoy ve Miskel, 2012). Bu
kurumlarda 6gretmenlerin mesleki verimliligi ve motivasyonu yalnizca bireysel faktorlere degil, ayni
zamanda okul iklimi, orgiitsel yap1 ve yoneticilerin tutumlarina da yakindan baglidir (Aydin, 2010).
Yonetsel uygulamalar, 6gretmenlerin kurumsal bagliligini, mesleki doyumunu ve is performansini
dogrudan etkileyen unsurlar arasinda yer alir (Akin vd., 2024).

Son yillarda egitim ortamlarinda 6gretmenlerin mesleki yasam kalitesini olumsuz etkileyen dnemli
bir drgiitsel sorun olarak “mobbing” (is yerinde psikolojik taciz) kavrami 6ne ¢ikmaktadir (Einarsen
vd., 2011; Nielsen ve Einarsen, 2018). Mobbing; bireyin sistematik bi¢cimde dislanmasi,
kiicimsenmesi, degersizlestirilmesi ya da adaletsiz uygulamalara maruz birakilmas1 gibi davraniglari
kapsar. Bu durum, 6gretmenlerde tiikenmislik, diisiikk is doyumu, oOrgiitsel sessizlik ve meslekten
ayrilma egilimi gibi olumsuz sonuglara yol agabilmektedir ( Is ve Giiglii, 2024; Kazak ve Giindogdu,
2023; Ozkuscu ve Ihtiyaroglu, 2021).

Okul 6ncesi 6gretmenleri, egitim hiyerarsisindeki konumlari, sinirh karar yetkileri ve ailelerle
yogun iletisim gerektiren rollerinden dolay1 yonetsel mobbinge karsi daha kirilgan bir grubu temsil
etmektedir (Celebi ve Tasc1, 2014; Is ve Dogan, 2024). Yéneticilerin gorev dagiliminda adaletsizlik
yapmasi, Ogretmeni toplantilardan dislamasi, geri bildirim siireclerinde kasitli  olarak
degersizlestirmesi ya da mesleki gelisim firsatlarini sinirlamasi bu tiir mobbing davraniglarina 6rnek
teskil etmektedir. Bu uygulamalar, 6gretmenlerin psikolojik iyilik hélini zedelerken okul iklimini de
olumsuz yonde etkilemektedir (Kazak ve Giindogdu, 2023; Leymann, 1996).

Kuramsal agidan, yonetimsel mobbingin hem bireysel hem de orgiitsel dinamiklerden beslendigi
belirtilmektedir (Kocaoglu ve Demirdag, 2022). Sosyal Etkilesim Kurami, mobbingin gii¢
dengesizliklerinden ve ¢atismali iliskilerden kaynaklandigini; Orgiitsel Davranis Kuramu, liderlik tarzi
ve kurum kiiltiiriiniin belirleyici oldugunu; Orgiitsel Adalet Kurami ise adil olmayan yonetim
uygulamalarinin mobbing davranislarini tetikledigini ileri siirmektedir (Avolio ve Gardner, 2005;
Einarsen, 2000; Greenberg, 1990; Duffy ve Sperry, 2012). Bu ¢ergevede, okul yoneticilerinin otoriter,
dislayict veya adaletsiz tutumlar1 Ogretmenler iizerinde ciddi psikolojik ve mesleki baskilar
yaratabilmektedir (Leithwood, Harris ve Hopkins, 2008).

Literatiirde mobbing konusundaki c¢alismalarin biiylik ¢cogunlugu ilkokul ve ortadgretim diizeyine
odaklanirken, okul 6ncesi kurumlara iliskin arastirmalarin oldukca smirli oldugu goriilmektedir (is ve
Akdeniz, 2024). Oysa kurum tiirii (resmi, bagimsiz, 6zel) yonetim anlayigini, orgiitsel kiltiiri ve
calisanlar arasi iliskileri dogrudan etkileyerek mobbing deneyimlerinin niteligini sekillendirmektedir
(Bayar, 2021). Bu nedenle, okul dncesi 6gretmenlerinin farkli kurum tiirlerinde yoneticiler tarafindan
maruz kaldiklari mobbing davraniglariin yonetimsel agidan incelenmesi 6nem arz etmektedir.

Bu calismanin amaci, Mardin ili Artuklu ilgesindeki resmi, bagimsiz ve 6zel okul oncesi egitim
kurumlarinda goérev yapan oOgretmenlerin yoneticileriyle iligkilerinde maruz kaldiklari mobbing
davraniglarin1 yonetimsel uygulamalar, okul iklimi ve orgiitsel kiiltiir ¢er¢evesinde degerlendirmektir.
olgubilim yaklagimla yiiriitilen bu nitel arastirmada, 6gretmenlerin mobbing deneyimlerine iliskin
algilari, bu davraniglarin mesleki yasamlarina etkileri ve basa c¢ikma stratejileri incelenmistir.
Caligmanin, okul oOncesi kurumlarda daha adil, destekleyici ve saglikli bir c¢alisma ortami
olusturulmasina yonelik farkindalik ve politika gelistirme siirecine katki saglamasi beklenmektedir.

Bu baglamda ¢aligsmanin arastirma sorusu su sekilde belirlenmistir:

“Okul oncesi ogretmenleri, farkli kurumsal yapilarda yéneticilerinden gordiikleri mobbing
davranislarini nasil tamimlryorlar ve bu deneyimler mesleki hayatlarini nasil etkiliyor?”

Alt Sorular:

1. Okul 6ncesi 0gretmenlerinin gorev yaptiklar farkli kurum tiirlerinde (bagimsiz anaokulu,
ilkokula bagli anasinifi, 6zel anaokulu) karsilastiklar1 yonetsel mobbing davranislart hangi
temalar altinda toplanmaktadir ve bu temalar kurum tiiriine gore nasil farklilagsmaktadir?

2. Okul oncesi O0gretmenleri, ¢aligtiklart kurum tiirline gore yoneticileriyle karsilagtiklarinda
mobbing davranislarina ne siklikla maruz kalmaktadirlar?
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3. Okul oncesi 6gretmenlerinin calistiklart kurum tiirline goére mesleki gelisim, yetersizlik,
motivasyon eksikligi ve meslekten soguma durumlari nasil farklilik gostermektedir?

4. Okul oncesi 6gretmenleri, ¢alistiklart kurum tiiriine gére mobbingin psikolojik ve fiziksel
etkilerini nasil deneyimlemektedir?

5. Okul 6ncesi 0gretmenleri, ¢alistiklart kurum tiirline gére mobbing ve yonetimsel baskilarla
basa ¢ikmak icin hangi yontemleri kullanmaktadir?

6. Ogretmenler, ¢alistiklari kurumlarda yasadiklari mobbing sorunlarina karsi hangi ¢oziim
onerilerini sunmaktadir?

Yontem

Arastirmanin Modeli

Bu arastirmada, nitel aragtirma desenlerinden biri olan "Olgubilim" deseni kullanilmistir.
Olgubilim deseni, bireylerin farkinda olduklari ancak anlamlandirmakta giiclik cektikleri ya da
derinlemesine acgiklayamadiklari yasant1 ve deneyimlere iliskin anlamlar1 ortaya koymayi1 amaglayan
bir yaklagimdir (Creswell, 2021). Bu baglamda, arastirmanin temel odagini okul Oncesi
Ogretmenlerinin mobbing deneyimleri olusturmaktadir. Olgubilim deseni, katilimcilar tarafindan fark
edilen ancak yeterince ifade edilememis ya da tam olarak anlasilmamis yasantilarin ¢éziimlenmesi
acisindan uygun bir yontem sunar. Ayrica bu desen, arastirmacilarin tamamen yabancisi olmadiklar
ancak anlam boyutuyla tam olarak kavrayamadiklar1 olgularin sistematik bi¢cimde incelenmesine de
olanak tanir (Yildirim ve Simsek, 2021).

Calisma Grubu

Aragstirmanin katilimcilari, amagh 6rnekleme yontemlerinden biri olan 6lgiit 6rnekleme teknigiyle
belirlenmis, ayrica katilimcilara ulasimda kolaylik saglamak amaciyla kolay ulasilabilirlik ilkesi de
dikkate almmustir (Berg ve Lune, 2019; Patton, 2014). Olgiit olarak mobbing deneyiminin yasanmis
olmasi1 esas alinmistir. Aragtirmanin evrenini, 2024-2025 egitim-6gretim yilinda XXX ili XXX
ilcesindeki resmi ve 6zel okul oncesi egitim kurumlarinda gorev yapan 6gretmenler olusturmaktadir.
Calisma grubunu ise farkli kurum tiirlerinde gorev yapan ve mobbing deneyimi yasayan toplam 15
okul dncesi 6gretmen olusturmaktadir. Orneklem grubu, her biri farkli kurumsal yapiy1 temsil edecek
bi¢imde; ilkokula baglh anasmiflarinda, bagimsiz anaokullarinda ve 6zel okul 6ncesi kurumlarinda
gorev yapan beser Ogretmenden olusacak sekilde dengeli bicimde yapilandirilmistir.
Katilime1 sayisi, nitel arastirmalarda onerilen 5-25 kisi (Creswell, 2021) ve 1-20 kisi (Fraenkel,
Wallen ve Hyun, 2012) araliginda yer almakta olup yeterli kabul edilmektedir. Ayrica kurum tiirii ve
cinsiyet dagiliminda denge saglanarak farkli baglamlardaki mobbing deneyimlerine iliskin
derinlemesine ve karsilastirmali bir bakis agisi elde edilmesi hedeflenmistir. Katilimer Kodlari: B —
Bagimsiz Anaokulu, I — Ilkokula Bagl Anasmifi, O — Ozel Anaokulu

Tablo 2. Katilimcilarin demografik 6zelliklerine iliskin dagilim

Degiskenler Alt degiskenler
Cinsiyet Kadin
Erkek
Yas 25-35
36-45
46 ve lizeri
Hizmet Y1l 1-5 Yil
6-10 Y1l
11-15 Y1l
16-20 Y1l
21 ve tizeri Y1l

Okul Tiiri Bagimsiz Anaokulu
flkokula bagl Anasimifi
Ozel Anaokulu

LN L O — W A B~ W DN O W O 0|k
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Arastirmaya katillan 15 okul Oncesi 6gretmenin demografik 6zellikleri incelendiginde, 8’1 kadin,
7’si erkek olup cinsiyet dagilimi dengelidir. Yas gruplarinda ¢ogunluk 35-45 (f=8) arasinda, ardindan
25-35 (f=5) ve 46+ (f=2) yer almaktadir. Hizmet siiresi bakimindan ise en yogun grup 6-15 yil
deneyime sahip dgretmenlerdir (f=8); 1-5 yil ve 16-20 yil hizmet siiresi olanlar esit sayida (f=3), 21 yil
ve lizeri ise yalnizca 1 kisidir. Okul tiirii agisindan ise bagimsiz anaokulu, ilkokula bagli anasimifi ve
6zel okul 6ncesi kurumlarinda gorev yapan 5’er 6gretmen yer almaktadir.

Veri Toplama Aract

Arastirmada veri toplama aract olarak yar yapilandirilmig goriisme formu kullanilmistir (Seidman,
2006). Goriisme formunun gelistirilme siireci birka¢ asamada gergeklestirilmistir.

[lk olarak, okul 6ncesi dgretmenlerinin yonetsel mobbing deneyimlerini konu alan yerli ve yabanci
literatiir incelenmis; dgretmenlerin ydneticilerle iliskileri, orgiitsel iletisim bi¢imleri ve mobbingin
yansimalariyla ilgili kavramsal temalar belirlenmistir. Bu dogrultuda aragtirma amaciyla uyumlu
olacak sekilde 10 ac¢ik uglu soru tasarlanmistir.

Ikinci asamada, hazirlanan sorularin kapsam gegerliligini degerlendirmek amaciyla iki alan uzmani
(biri egitim yOnetimi, digeri psikolojik danmismanhik alaninda) gorislerine basvurulmustur.
Uzmanlardan, sorularin dil anlagilirligi, arastirma amacina uygunlugu ve tekrar icerip igermedigine
dair degerlendirme yapmalar1 istenmistir.

Uzman gériisleri sonucunda dért soru formdan cikarilmistir. Ornegin, “Okul yoneticinizin kisilik
Ozelliklerini nasil tanimlarsiniz?” sorusu arastirmanin odagini yoneticinin bireysel ozelliklerine
kaydirdigr icin elenmistir. Benzer sekilde, “Okulunuzda yasanan catigmalar genellikle hangi
nedenlerden kaynaklanmaktadir?” sorusu ¢aligmanin mobbing temasiyla dolayl iligkilendirildiginden
¢ikarilmistir. Buna karsilik, yonetsel mobbing davraniglarini, 6gretmenlerin mesleki tutumlarint ve
¢Oziim Onerilerini dogrudan irdeleyen alt1 soru formda tutulmustur.

Ucgiincii asamada, formun 6n uygulamas: iic 6gretmenle gergeklestirilmis; dil ve ifade anlasilirligs
tizerine geri bildirim almmistir. Gerekli kiigiik diizeltmeler yapildiktan sonra form son halini almigtir
(Creswell, 2021; Patton, 2014).

Asagida goriisme formunda yer alan bazi 6rnek sorular sunulmustur:
e Okul yoneticilerinin 6gretmenlere yonelik tutum ve davraniglarini nasil degerlendiriyorsunuz?

e Calistigimz kurumda yoneticilerden kaynaklandigimi diisiindiigiiniiz mobbing davranislarina
tanik oldunuz mu? Olduysaniz bu durumu nasil tanimlarsiniz?

e Bu tiir yonetsel davraniglar mesleki motivasyonunuzu ve is doyumunuzu nasil etkiliyor?

e Mobbing olarak degerlendirilebilecek durumlarla karsilagtiginizda hangi yollarla basa
cikmaya calistyorsunuz?

e Okul yoneticilerinin bu tiir durumlart 6nleyebilmek i¢in hangi adimlar1 atmalar1 gerektigini
disiiniiyorsunuz?

Tiim bu siireg, arastirmanin igerik gegerliligini ve veri toplama siirecinin gilivenirligini artirmak
amaciyla titizlikle yiiriitiilmiistiir.

Verilerin Toplanmast ve Verilerin Analizi

Arastirma kapsaminda goniilliillik esasina dayali olarak Ogretmenlerle yiliz ylize derinlemesine
gorlismeler yapilmistir. Katilimcilarin anonimligi korunmus, goriismeler ses kaydi ile alinmis ve
ardindan yaziya dokiilmiistir (Merriam, 2015). Goriismelerin her biri ortalama 30-40 dakika
stirmuistiir.

Elde edilen nitel veriler, igerik analizi yaklasimiyla analiz edilmistir. igerik analizi siireci; (1)
verilerin okunmasi ve O6n kodlarin olusturulmasi, (2) benzer kodlarin gruplandirilarak kategorilere
dontistiiriilmesi, (3) kategoriler arasindaki iligkilerin belirlenmesi ve (4) bu kategorilerden temalarin
tiiretilmesi agamalarini igermektedir (Patton, 2014).
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Kodlama siireci iki aragtirmaci tarafindan bagimsiz olarak ylriitilmiis; tutarhiligi saglamak
amactyla karsilastirmali kodlama yapilmis ve goriis birligi orani %90 olarak belirlenmistir. Analiz
sonucunda Ogretmen goriislerinden elde edilen anlamli Oriintiiler dogrultusunda dort ana tema
belirlenmistir:

1. Mesleki gelisim ve motivasyon,

2. Yonetimsel destek ve iletigim,

3. Calisma ortam1 ve kurumsal kosullar,
4. Kisisel ve duygusal deneyimler

Bu temalar, d6gretmenlerin goriisme siirecinde 6ne ¢ikan ortak deneyimlerini ve algilarini temsil
etmektedir.

Gegerlik ve Giivenirlik

Arastirma siirecinde gegerliligi ve gilivenirligi, arastirmacinin tarafsizligi, seffaf raporlama siireci ve
verilerin sistematik analiziyle desteklenmistir (Creswell, 2021). Guba ve Lincoln (1994), nitel
arastirmalarda gegerlik ve giivenirlik yerine “inandiricilik (trustworthiness)” kavramini 6nermekte ve
bu kapsamda inanilirlik, tutarlilik, onaylanabilirlik ve aktarilabilirlik dlgiitlerine vurgu yapmaktadir.

Bu dogrultuda arastirmanin inanilirhgini artirmak amaciyla katilimer teyidi yapilmis ve bulgularin
dogrulugunu saglamak i¢in uzman goriisiine bagvurulmustur. Kodlama ve tema listeleri olusturularak
verilerin dogru temsil edilip edilmedigi denetlenmis, gerekli diizenlemeler yapilmistir. Tutarlilig
saglamak icin verilerin analiz siireci ayrintili bicimde raporlanmis, onaylanabilirlik i¢in arastirma
siireci boyunca alinan kararlar ve analiz adimlar1 agik bigimde belgelenmistir. Ayrica, aktarilabilirligi
desteklemek amaciyla katilimcilarin dogrudan ifadelerine metin iginde yer verilmis ve caligma
baglami ayrintili olarak tanimlanmustir.

Bulgular ve Yorumlar

Bu boliimde, okul dncesi 6gretmenlerinin farkli okul tiirlerinde deneyimledikleri yonetsel mobbing
davraniglarina iliskin bulgular sunulmaktadir. Elde edilen veriler, tematik igerik analiziyle
degerlendirilmis ve bulgular okul tiirlerine gore siniflandirilarak temalar halinde yapilandirilmistir.
Her tema, ilgili alt temalar ve katilime1 goriisleriyle desteklenmistir.

A- Katilimcilara “Okul oncesi 6gretmenlerinin gérev yaptiklar: farkly kurum tiirlerinde (bagimsiz
anaokulu, ilkokula bagh anasufi, 6zel anaokulu) karsilastiklar: yonetsel mobbing davranmislart hangi
temalar altinda toplanmaktadir ve bu temalar kurum tiiriine gore nasil farklilasmaktadir?” arastirma
sorusuna iliskin goriigleri tablo 2’de gdsterilmistir.
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Tablo 2. Okul tiirlerine gore d6gretmenlerin yonetsel mobbing deneyimlerine iliskin tematik dagilim

Engin IS, Yazgiil 0ZGUN

Calistig1 Tema Alt Tema (Kod) Katilimer Goriisii Ozeti / Ilgili Alintt f
kurum
Agir Is Yiikii Resmi Evrak “Prosediire ¢ok takiliyorlar... stirekli belgelerin 1
Fazlalig: tamamlanmasi konusunda 1srar edip baski
kuruyorlar.” (B2)
Ders Programi Ayni goriisle ders programi baskist da 1
vurgulantyor.
Istenilen Proje ve “Idare bizden su projeyi uygulayalim, bu 1
Etkinliklerin projede etkinlik hazirlayalim diye diretiyor...”
Fazlaligi (B2)
Prosediire Takilma Yonetici prosediirlere takilip sinif i¢i egitime 1
Bagimsiz yeterince dnem vermiyor.
Anaokullart  Adaletsiz Gormezden Gelinme “Okulda idare tarafindan diglanip gérmezden 2
Tutumlar gelindigini diisliniiyorum.” (B5)
Yalnizlagtirma Yonetici davraniglarinin 6gretmeni 2
yalnizlastirdig belirtiliyor.
Bilgi ve Evraklarin Evrak ve bilgi paylasiminda kopukluk 2
Paylasilmamasi yasaniyor, bu da 6gretmenleri zorluyor.
Degersizlestirme Yok Sayilma “Miidiir yardimcimiz bana kars1 kiiciimseyici 1
tavirlar iginde.” (BYS)
Kiryaslamak Ogretmenler ziimreler veya diger d6gretmenlerle 1
kiyaslanarak psikolojik baski altinda kaliyor.
Uslup Sorunu Azarlamak “Okul idaresinde iislup sorunu var, siirekli 2
emrivaki konusmalar, yiiksekten bakmalar...”
(BS)
flkokula Agr Is Yiikii Ders Programi “Alt1 saat st iiste ¢alisiyoruz, hi¢ mola 2
Baglh hakkimiz yok.” (14)
Anasiniflart Resmi Evrak Evrak islerinin yogunlugu, 6gretmenlerin 1
Fazlalig1 etkinliklere yeterince zaman ayiramamasina
yol agiyor.
Calisma Kosullar1 6 Saat Araliksiz “Alt1 saat boyunca siniftan ¢ikmamiza izin 1
Calisma verilmiyor.” (i4)
Uslup Sorunu Azarlamak Miidiir ve miidiir yardimcilarimin sert ve 2
baskici iletisim tarzi 6gretmenleri zorluyor.
Adaletsiz Kiyaslamak “Diger ziimrelerle kiyaslaniyorum, bu ¢ok 1
Tutumlar rahatsiz edici...” (B3)
Ozel Agir Is Yiikii Prosediire Takilma ~ “Cok evrak isteniyor, bu evraklar yiiziinden 2
Anaokullar etkinliklere odaklanamiyoruz.” (12)
Istenilen Proje ve “Siirekli yeni projeler ve etkinlikler istiyorlar, 3
Etkinlik Fazlalig ¢ocuklarla ilgilenmek zorlasiyor.” (O1)
Mesai Dis1 Calisma ~ “Mesai saatleri disinda okulda kalmamiz 3
isteniyor, ticret ddenmiyor.” (0O5)
Adaletsiz Evrak Bilgi paylagimi eksik, 6gretmenler yalniz 2
Tutumlar Paylasilmamasi birakiliyor.
Fikirlerine Deger “Fikirlerimiz dikkate alinmiyor.” (03) 2
Verilmemesi
Kiyaslama / “Zumrelerle kiyaslanmak ve dislanmak sik 2
Dislanma yasantyor.” (04, 11)
Yakinlik / Mesafe Yonetici ile bazi 6gretmenler arasinda farkl 1
Sorunu mesafeler var.
Uslup Sorunu Azarlamak “Uslup ve konusma tarzlari kétii, kendimizi 1
savunma pozisyonunda hissediyoruz.” (03)
Yiiksek Sesle “Yéneticiler bagirtyor, baski yapiyor.” (O3) 2
Konusmak /
Bagirmak
Degersizlestirme Siirekli Elestirme “Siirekli elestiriliyoruz, bu ¢ok yorucu.” (O3) 3
Yok Sayilma “Kii¢limseniyoruz, emrivaki davraniglarla 2
karsilastyoruz.” (03, O5)
Yalnizlagtirma Ogretmenler kendilerini yalniz hissediyor. 1
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Tablo 2 degerlendirildiginde, okul oOncesi Ogretmenlerinin 6zellikle bagimsiz anaokullarinda
yoneticiler tarafindan farkli bicimlerde mobbing ve baskiya maruz kaldiklarini gostermektedir. Bu
mobbing davranislari, genel olarak agir is ylikii, adaletsiz tutumlar, degersizlestirme ve {lislup sorunlari
temalar1 altinda toplanabilir.

Agr Is Yiikii ve Prosediirlere Takilma Baskist

Bagimsiz anaokullarinda gorev yapan O&gretmenler, yoneticiler tarafindan asir1 prosediir
dayatmalari, siirekli evrak talebi ve performans kiyaslamalarina maruz kaldiklarini ifade etmislerdir.
Bu durum, 6gretmenlerin pedagojik 6zerkligini sinirlamakta ve titkenmislik diizeylerini artirmaktadir.
Ogretmenler, sinif ici etkinliklere ve gocuklarla birebir egitime odaklanmak isterken, yoneticiler
stirekli olarak evraklarin tamamlanmasi, prosediirlerin eksiksiz yerine getirilmesi konusunda baski
yapmaktadir. Bagimsiz Anaokullar1 dgretmenleri, prosediirlere asir1 takilma ve belge islerinde
zorlanma nedeniyle hem agir is yiikii hem de psikolojik bask: altinda. Katilimer (B2) “prosediire ¢ok
takilyyorlar, belgeler konusunda israr edip baski yapiyorlar” diyerek bunun sinif igi etkinliklere
negatif etkisini vurguluyor. Bu durum 6gretmenlerin asli gorevleri olan ¢ocukla birebir ilgilenmeyi

zorlastirtyor.

“Yoneticilerimiz ozellikle bagimsiz anaokullarinda prosediire ¢ok takilyyorlar ve sinif icerisindeki
etkinlikleri goz ardi ediyorlar. Siirekli belgelerin tamamlanmast konusunda israr edip baski
kuruyorlar. Sinif icerisinde zaten ilgi bekleyen o kadar ¢ok ¢ocuk var ki ama idare bizden su projeyi
uygulayalim, bu projede etkinlik hazirlayalim diye diretiyor. Bu baskinin siirekli olmasi beni ¢ok
zorluyor...” (B2) “Oyle ¢ok evrak isteniyor ki artik sinifta yapacagim etkinliklere odaklanacagima
acaba bu evrak nasil hazirlanacak diye diisiiniiyorum...” (12)

Ayni zamanda, yoneticiler tarafindan mesai dis1 ¢aligma ve nobet tutma gibi ekstra gorevlerin
dayatilmas1 da dgretmenlerin yiikiinii artirmaktadir. Ustelik bu ekstra ¢alismalar igin genellikle iicret
O0denmemektedir. “Sirf ozel kurumda c¢alisiyoruz diye siirekli mesai saatleri disinda kalmamiz
isteniyor ve ekstra ticret de ddenmiyor. Mesai saatleri disinda kalmak istemiyoruz deme hakkimiz bile
yok...” (05)

Adaletsiz Tutumlar ve Kiyaslama

Katilimeilar, yoneticilerin onlart diger 6gretmenlerle siirekli kiyasladiklarini, bilgi ve evrak
paylasiminda ayrimcilik yaptiklarini ve belirli 6gretmenlerle daha yakin iliski kurarken digerlerini
disladiklarint belirtmektedir. Bu tutumlar, 6gretmenlerde yalnizlastirilma ve gérmezden gelinme
duygusu yaratmaktadir.

“Miidiir ve miidiir yardimciarimiz tarafindan siirekli diger ziimrelerim ile kiyaslanyyorum. Bir
etkinlik yaptiktan sonra miidiir yardimcist sinifima gelip ‘Diger hocalar su etkinligi yapmug, siz de
boyle yapabilirdiniz’ tarzinda sézler séyliiyor. Bu kiyaslama ¢ok agw bir mobbingdir.” (B3)
“Okulumda dislanip gormezden geldigimi diisiiniiyorum, idarecilerimiz herkesle ayni mesafede degil.
Bazi 6gretmenlere karsi daha resmi bir tavir sergileniyor, bu durum bir yidwr devam etmekte.” (B5)

Degersizlestirme ve Siirekli Elestiri

Ogretmenler, yoneticilerin onlar1 yok sayma, kiiciimseme, siirekli elestirme ve emrivaki
davraniglarla degersizlestirdigini ifade etmektedir. Bu durum, 6gretmenlerin motivasyonunu ve
mesleki tatminini olumsuz etkilemektedir. Ayrica, mobbing davraniglari arasinda gérmezden gelinme,
yalnizlagtirma, bilgi ve evrak paylasilmamasi gibi sosyal dislanma temalar1 &ne ¢ikiyor. Ogretmenler,
yonetim tarafindan sik sik kiyaslaniyor, degersizlestiriliyor ve siirekli elestiriliyorlar (B3, B5). Bu
durum caliganlarin motivasyonunu ciddi sekilde diistiriiyor.

“Miidiir yardimcimiz bana karsi kii¢iimseyici tavirlar iginde ve siirekli elestirel sézlerde bulunuyor.
Uslup  sorunu var, siirekli —emrivaki  konusmalar ve  yiiksekten —bakmalar...” (B5)
“Atanamayip ozel kurumda ¢alismak zorunda kalan bir ogretmen olarak, okul idarecileri tarafindan
siirekli emrivaki konusmalara, patron gibi davranmalara maruz kaldim.” (O3)
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Uslup Sorunlari ve Iletisim Problemleri

Ogretmenler, yéneticilerin iletisim dilinin ¢ogunlukla azarlayici, yiiksek sesle konusan ve baski
kuran bir tslup icerdigini belirtmistir. Bu tlir davraniglar, 6gretmenlerin kendilerini savunmasiz ve
stres altinda hissetmelerine neden olmaktadir. Uslup sorunlari da olduk¢a belirgin; emrivaki
konugmalar, azarlama, yiiksek sesle bagirma gibi olumsuz iletisim bicimleri 6gretmenlerin kendilerini
savunmasiz hissetmelerine yol agtyor (O3, B5).

“En ufak bir meseleyi biiyiitiip sorun haline getirebiliyorlard:. Iki dakika ge¢ kalinsa hemen asik
bir yiizle uyart aliyordum. Bana karsi onyargili davraniyorlardr.” (B4) “Ustii kapali tehdit ve
azarlamalar ¢ok sik yasaniyor, bu durum ¢alisanlarin psikolojisini olumsuz etkiliyor.” (14)

[lkokul biinyesindeki anasmiflarinda gorev yapan 6gretmenler, okul ydneticileri tarafindan karar
alma siireclerinden dislandiklarini, kurum iginde goriinmez kilindiklarmi ve iletisimden yoksun
birakildiklarinmi dile getirmislerdir. “Alti saat araliksiz ¢calisma, mola hakki olmamasi” gibi ifadeler
ogretmenlerin fiziksel ve psikolojik yorgunlugunu artirryor” (14). Ozel anaokullarinda ise mesai dis
calisma, diislik {icret ve yogun evrak isleri baski yaratiyor. Bu durum, 6gretmenlerde yiiksek diizeyde
kayg1, 6z denetim baskis1 ve duygusal tiikkenmislik yaratmaktadir. “Mesai disinda kalmamiz isteniyor,
jicret édenmiyor” (O5) gibi ifadeler calisma sartlarmin kot oldugunu gdsteriyor. Ayrica,
ogretmenlerin fikirlerine deger verilmemesi ve siirekli kiyaslama/dislanma psikolojik mobbinge katki
sagliyor.

Bu bulgular, bagimsiz anaokullarinda 6gretmenlerin {izerindeki yonetimsel baskinin ¢ok boyutlu
oldugunu ortaya koymaktadir. Prosediir ve evrak yiikii, mesai dig1 ¢aligma zorunluluklari, adaletsiz
kiyaslamalar, siirekli elestiriler ve olumsuz iletisim dili, 6gretmenlerin mesleki tatminini ve psikolojik
sagligini ciddi bicimde etkilemektedir.

B- Katilimcilarin  “Okul oncesi ogretmenleri, ¢alistiklart kurum tiiriine gére yoneticileriyle
karsilastiklarinda mobbing davramislarina ne siklikla maruz kalmaktadirlar?” arastirma sorusuna
iligkin gortisleri tablo 3’te sunulmustur

Tablo 3. Okul Oncesi Ogretmenlerinin ¢alistiklari kuruma gore yoneticilerle karsilastiklarinda
yasadiklari mobbing siklig1

Mobbing siklig1 Bagimsiz [lkokula bagl Ozel anaokullar1 (f) f
anaokullar1 (f) smiflar (f)
Siirekli 1 2 1 4
Ara sira 2 1 2 5
Yoneticileri her 2 2 2
gordigiinde

Tablo 3 incelendiginde, okul Oncesi Ogretmenlerinin yoneticiler tarafindan maruz kaldiklart
mobbing tiirlerinin siklig1 su sekilde goriilmektedir: Yoneticileri her gordiigiinde yasanan mobbing
davraniglari, toplamda en yiiksek frekansa (6) sahiptir. Bu durum, 6gretmenlerin yoneticilerle
karsilastiklar1 her an mobbinge maruz kalma ihtimalinin yiiksek oldugunu gostermektedir. Ozellikle
tim kurum tiirlerinde bu tiir davraniglarin yaygin oldugu anlagilmaktadir. Ara Sira yasanan mobbing
davranislan ikinci sirada gelmekte ve toplam 5 frekansla 6nemli bir yer tutmaktadir. Bu da zaman
zaman, ancak siirekli olmayan mobbing davraniglarmin da 6gretmenler {izerinde etkili oldugunu
gostermektedir. Siirekli mobbing davranislari ise toplamda 4 frekansla en az bildirilen tiirdiir. Yine de
bu da dikkate deger bir say1 olup, bazi 6gretmenlerin yoneticiler tarafindan siirekli olarak mobbinge
maruz kaldigimi ortaya koymaktadir. Bu durum, 6gretmenlerin yoneticilerle karsilastiklari her an
psikolojik baski hissettiklerini gostermektedir.

Katilimeilarin ifadeleri de bu bulguyu destekler niteliktedir. Ornegin, bir &gretmen, *“Okul
koridorlarinda saklamba¢ oynuyoruz resmen. Surf okul idarecilerim ile goz goze gelmemek igin.
Onlart her gordiigiimde kendimi kétii hissediyorum. Her an bir sey soyleyecekler, bir uyarida
bulunacaklar gibi geliyor bana...” (B3) diyerek, yoneticilerle karsilasmanin bile biiyiik bir stres
kaynagt oldugunu agikca belirtmektedir. Benzer sekilde, bir baska katimeci “Okulda miidiir
yardimcimi mu gordiim koridorda ya da baska bir alanda hemen basliyor bir is kitlemeye ya da
onceden yasanan bir olay1 tekrar hatirlatmaya ya da uyart ve tavsiyelere... Yani anlayacaginiz okul
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idarecilerimi her gérdiigiimde yasiyorum bu baskilari...” (O1) ifadesiyle siirekli baskinm giinliik
yasantilarinin pargasi oldugunu dile getirmektedir.

Tabloda “Ara Sira” yasanan mobbing davranislar1 da dnemli bir yer tutmaktadir. Bu, mobbingin
siirekli olmamakla birlikte zaman zaman belirli olaylar veya durumlar sonucu ortaya c¢iktigin
gostermektedir. Bu duruma iliskin katilimci goriislerinde de “Cok sorun yasamadim okulumda ama
bir biiyiik sorunda okul idarem hemen baski yapmaya basladi, o yiizden ara siwra bu baskilart
mobbingleri yasiyorum diyebilirim...” (11) ifadesi dikkat cekmektedir. Ayrica, “Cok sik degil ara sira
yaswyoruz bu mobbing olayini. O da bir olay ¢ikarsa ya velilerle ilgili bir sorun yasanwrsa...” (02)
seklinde belirtilen goriisler de ara sira yasanan mobbingin genellikle sorun anlarinda tetiklendigini
ortaya koymaktadir.

Tabloda en diisiik frekansa sahip olan “Siirekli” mobbing tiirii ise, bazi1 Ogretmenlerin
yoneticilerden siirekli baski altinda olduklarin1 géstermektedir. Bu konuda, “Cok mecbur kalmadikca
okul idaresine ugramiyorum bile. Ciinkii her gittigimde eksik bir sey buluyorlar ya da hemen bir gorev
veriyorlar. Bu da ¢ok yorucu oluyor. Bu yiizden idarecilere gériinmemek en iyisi...” (14) sozleri,
siirekli baski ve mobbingin 6gretmenlerde yarattig1 psikolojik yorgunlugu ve kaginma davranisini
ortaya koymaktadir.

C- Katilmeilarim “Okul oncesi dgretmenlerinin ¢alistiklar: kurum tiiriine gére mesleki geligim,
yetersizlik, motivasyon eksikligi ve meslekten soguma durumlart nasil farkiilik géstermektedir?”
arastirma sorusuna iliskin goriisleri tablo 4’te sunulmustur.

Tablo 4. Okul 6ncesi 6gretmenlerinin ¢alistiklar kuruma gore mesleki gelisim ve motivasyon ile ilgili
yasadiklar1 sorunlar

Calistig1 kurum Tema Alt tema
Mesleki Gelisim Engelleri ~ Kariyer Ilerlemeye Yo6nelik 2
idari Engeller
Bagimsiz Mesleki Yetersizlik Mesleki Bilgi ve Beceride 2
Anaokulu Eksiklik
Motivasyon Problemleri Mesleki Motivasyon Eksikligi 1
Mesleki Yetersizlik Mesleki Bilgi ve Beceride 2
Ilkokula Bagl Eksiklik
Anasmifi Mesleki Tiikenmiglik Meslekten Soguma ve 3
Mlgisizlik, tikenmislik hissi
Mesleki Gelisim Kariyer ilerlemeye Yonelik 1
Engelleri idari ya da ¢evresel Engeller
Mesleki Yetersizlik Mesleki Bilgi ve Beceride 2
Ozel Eksiklik
Anaokullar Motivasyon Problemleri Mesleki Motivasyon Eksikligi 1
Mesleki Tiikenmislik Meslekten Soguma ve 1

Tlgisizlik, tiilkenmislik hissi

Tablo 4’lin incelenmesi sonucunda, okul dncesi dgretmenlerinin gérev yaptiklar1 kurum tiirlerine
gore yasadiklari mesleki sorunlar dort ana tema altinda toplanmistir: Mesleki Gelisim Engelleri,
Mesleki Yetersizlik, Motivasyon Problemleri ve Mesleki Tiikenmislik ve Meslekten Soguma. Her
tema, o6gretmenlerin yasantilarina dayanan 6zgiin alt temalarla desteklenmis ve kurum tiirlerine gore
cesitlilik gostermektedir.

Mesleki Gelisim Engelleri temasinda, dgretmenlerin 6zellikle idari ve ¢evresel faktorlerden
kaynaklanan engellerle karsilagtiklar1 goriilmektedir. Bu durum hem bagimsiz anaokullarinda hem de
0zel anaokullarinda gorev yapan 6gretmenler tarafindan siklikla dile getirilmistir. Katilimcilardan biri
(05), “Meslegimde yeni gelismeler pesinde kosacagima resmen yerimde sayiyorum.” ifadesiyle
gelisim firsatlarinin kisith oldugunu vurgulamistir. Benzer sekilde, bir bagimsiz anaokulu 6gretmeni
(B1) de idari baskilar nedeniyle mesleki gelisiminin sekteye ugradigini belirtmistir. Bu ifadeler,
kurumsal yapilarin 6gretmenlerin kariyer gelisimini desteklemede yetersiz kaldigini gostermektedir.

Mesleki Yetersizlik temasi altinda, 6gretmenlerin mesleki bilgi ve becerileri konusunda kendilerini
eksik hissettikleri gozlemlenmektedir. Bu durumun, siklikla yogun elestiri ve yetersiz destek
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ortamindan kaynaklandig1 anlasilmaktadir. Ornegin, bir 6gretmen (B4), “O kadar ¢ok uyari ve elestiri
alryyorum ki artik meslegimde yetersiz ve eksik hissediyorum.” diyerek yasadigi olumsuz duygulara
dikkat ¢ekmistir. Bir baska 6gretmen (i1) ise “Her etkinlikte yeni bir konu bulmam istiyorlar ve
bulduklarimi begenmiyorlar, bu yiizden mesleki olarak yetersiz hissediyorum.” ifadesiyle, beklenti
baskisinin mesleki 6zgilivenini zedeledigini ifade etmistir. Bu tiir deneyimlerin tiim kurum tiirlerinde
ortak oldugu goriilmektedir.

Motivasyon Problemleri temasi, 6gretmenlerin siirekli elestiri, baski ve destek eksikligi nedeniyle
mesleki motivasyonlarini kaybettiklerine isaret etmektedir. Katilimcilardan biri (B3), “Stirekli eksiklik
bulduklar: icin mesleki motivasyonumu kaybettim.” diyerek motivasyon disikliigiinii acik¢a ifade
etmistir. Ozel anaokulunda gérev yapan bir diger dgretmen (04) ise “Yapilan baskilar bazen o kadar
yoruyor ki okula gitmek bile istemiyorum.” seklindeki ifadesiyle, bu durumun meslege devam etme
istegini zayiflattigini ortaya koymaktadir.

Mesleki Tiikenmislik ve Meslekten Soguma temasi, Ozellikle ilkokula bagli anasnifi ve o6zel
anaokullarinda gorev yapan Ogretmenlerde daha belirgin sekilde ortaya c¢ikmaktadir. Bir dgretmen
(13), “O kadar baski, o kadar uyar: ki artik okula gitmek bile istemiyorum.” sozleriyle tiikenmislik
hissini gii¢lii bicimde dile getirmistir. Ozel anaokulunda gorevli bir dgretmen (03) ise “Mobbing
davramislar: beni ogretmenlikten soguttu, mutsuz ve degersiz hissettiriyor.” diyerek yasadigi duygusal
yipranmay1 agikca ifade etmistir.

D- Katilimcilarin “Okul éncesi ogretmenleri, ¢alistiklar: kurum tiirtine gore mobbingin psikolojik
ve fiziksel etkilerini nasil deneyimlemektedir?” arastirma sorusuna iliskin goriisleri tablo 5°de
sunulmustur.

Tablo 5. Okul 6ncesi dgretmenlerinin ¢alistiklart kurumlara gére mobbingin psikolojik ve fiziksel
etkileri

Calistig1 kurum Tema Alt tema f
Bagimsiz Anaokulu Psikolojik Etkiler Mutsuzluk 2
Strese Girme 1

Yetersiz ve Degersiz Hissetme 1

Fiziksel Etkiler Yorgunluk 1

Sinir Bozukluklar1 / Ani Sinirlenme 3

flkokula Baglh Psikolojik Etkiler Strese Girme 2
Anasinifi Motivasyon Eksikligi 2
Fiziksel Etkiler Sinir Bozukluklar1 / Ani Sinirlenme 1

Yorgunluk 2

Ozel Anaokullar Psikolojik Etkiler Strese Girme 1
Hassasiyet ve Alinganlik 2

Depresyona Girme 1

Fiziksel Etkiler Yorgunluk 1

Ani Kilo Degisimi 2

Tablo 5 incelendiginde, okul oOncesi Ogretmenlerinin calistiklart kurumlara gore yasadiklari
psikolojik ve fiziksel etkilerin tiirleri ve sikliklart ortaya konmaktadir. Elde edilen veriler,
ogretmenlerin mesleki baski, mobbing ve yonetimsel sorunlar nedeniyle gesitli psikolojik ve fiziksel
sorunlarla kars1 karstya kaldigin1 gdstermektedir.

Psikolojik etkiler arasinda en yaygin olarak stres, mutsuzluk, motivasyon eksikligi, kendini yetersiz
ve degersiz hissetme, hassasiyet ve depresyon yer almaktadir. Ornegin, Bagimsiz Anaokulu
ogretmenlerinden biri (B2), “Okula mutsuz gidiyorum. O kadar baskidan sonra kimde nese kalir ki...”
sozleriyle mesleki stres ve mutsuzlugun yogunlugunu dile getirmektedir. Bir baska 6gretmen (B4) ise
siirekli yeni fikirler istenip begenilmediginde kendini psikolojik olarak yetersiz ve degersiz hissettigini
ifade etmektedir. Ilkokula bagli anasinifi 6gretmenleri de baskilarin motivasyon kaybina ve strese yol
actigini belirtmis, 11 numarali katilime1 “Okul benim icin bir stres yuvasi oldu” diyerek bu durumu
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vurgulamistir. Ozel anaokulu &gretmenlerinden bazilari ise yasanan olumsuzluklar nedeniyle
depresyona girdiklerini ve hassas, alingan hale geldiklerini belirtmislerdir (04, OS5).

Fiziksel etkiler ise yorgunluk, sinir bozukluklar1 ve ani kilo degigsimleri gibi belirtilerle kendini
gostermektedir. Bagimsiz Anaokulu Ogretmenlerinden biri (B1l), “Her zaman bir savunma
pozisyonunda olmak kigisel olarak fiziki yorgunluga sebep oldu” ifadesiyle fiziksel yorgunlugu
vurgulanmugtir. Ozel anaokulu 6gretmenlerinden bir digeri (0O2) ise “Yasanilan o baskilardan sonra ani
kilo kayiplart yasadim, bedenim oyle ywprand ki zayifladim” diyerek kronik stresin somatik etkilerini
ortaya koymustur. Ayrica, sinir bozukluklart ve ani sinirlenme davranislart da sik¢a rapor edilmistir
(B3, 15).

Bagimsiz Anaokulu 6gretmenleri, psikolojik olarak mutsuzluk, stres ve kendini yetersiz ve degersiz
hissetme gibi duygusal tikenmislik belirtileri yasamaktadir. Katilimcilarin  “Okula  mutsuz
gidiyorum... ayaklarimu siiriikleyerek gidiyorum” (B2) ve “Kendimi psikolojik olarak yetersiz ve
degersiz hissettim” (B4) ifadeleri, bu Ogretmenlerin yasadigi duygusal tilkenme ve 0z-yeterlik
algisindaki zayiflamay1 acikca ortaya koymaktadir. Ayrica, fiziksel etkiler agisindan da sinir
bozukluklari, ani sinirlenmeler ve yorgunluk gibi belirtiler 6n plana ¢ikmaktadir. Katilimer B3’iin
“Sinifta sebepsiz yere sinirlenmeye bagladim” ifadesi, uzun siireli is stresi ve baskinin fizyolojik ve
davranigsal yansimalarmi gozler oniine sermektedir. Bu veriler, bagimsiz anaokulu 6gretmenlerinin
hem psikolojik hem de fiziksel olarak 6nemli diizeyde tilkenmislik yasadigim gostermektedir.

[lkokula bagli anasinifi 6gretmenleri, psikolojik olarak yogun stres ve motivasyon eksikligi
yasamaktadir. Katilme1 11°in “Okul benim igin bir stres yuvast oldu...” ve 13’tin “Psikolojim ve
motivasyonum bozuldu...” ifadeleri, is yerinde yasanan stresin 6gretmenlerin motivasyonunu
dogrudan olumsuz etkiledigini gdstermektedir. Bu durum, tiikkenmislik siirecinde motivasyon kaybinin
ne denli kritik bir asama oldugunu ortaya koymaktadir. Fiziksel etkiler agisindan ise yorgunluk ve
sinir bozukluklar1 6n plandadir. Katilime1 15°in “Ani sinirlenen biri haline geldim...” ve 12’nin
“Fiziksel olarak da yorgun hissediyorum...” sozleri, tikenmisligin hem psikolojik hem de fizyolojik
boyutlarda 6gretmenleri etkiledigini net bicimde gostermektedir.

Ozel anaokulu gretmenleri, psikolojik olarak yogun stres yasamakta, bu durum onlar1 hassas ve
alingan hale getirmekte, hatta depresyona siiriiklemektedir. Katilime1 O3’{in “Stres topu oldum...” ve
O4’iin “Depresyona girdim...” ifadeleri, dgretmenlerin psikolojik sagligmin ciddi sekilde olumsuz
etkilendigini ve bu durumun is yerindeki mobbing ile destek eksikligine bagli olabilecegini
gostermektedir. Fiziksel agidan ise ani kilo degisimi ve yorgunluk onemli belirtiler arasinda yer
almaktadir. O2’nin “Ani kilo kaybi yasadim” sdzleri, kronik stresin somatik etkilerini agikca ortaya
koyarak, 6gretmenlerin bedensel sagliklarinin da bu olumsuz kosullardan etkilendigini gostermektedir.

Genel olarak, bagimsiz anaokulu, ilkokula bagli anasinifi ve 6zel anaokulu 6gretmenleri, yogun is
stresi ve psikolojik baskilar nedeniyle hem ruhsal hem de fiziksel saglik sorunlariyla kars1 karsiya
kalmaktadir. Bagimsiz Anaokulu &gretmenlerinde yiiksek is stresi ve baski, duygusal tiikenmislik ve
destek sistemlerinin yetersizligi ile duygusal kaynaklarin hizla tiikenmesine yol agarken; ilkokula
bagli anasinifi 6gretmenleri de stres ve motivasyon eksikligiyle miicadele etmekte, bu durum fiziksel
sagliklarii olumsuz etkilemektedir. Ozel anaokulu &gretmenlerinde ise depresyon ve somatik
belirtiler (kilo degisimi, yorgunluk) daha belirgin sekilde yasanmaktadir.

E- Katilmcilarm “Okul éncesi ogretmenleri, ¢alistiklar: kurum tiiriine gére mobbing ve yonetimsel
baskilarla basa ¢ikmak icin hangi yontemleri kullanmaktadir?” arastirma sorusuna iliskin gortisleri
tablo 6’da sunulmustur.
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Tablo 6. Okul 6ncesi 6gretmenlerinin caligtiklar1 kuruma gore yonetimsel mobbingle basa ¢ikma
yontemleri
Caligtig1 kurum Yontemler

Bagimsiz Anaokulu fletisim kurmak
Hakkini savunmak
Taviz vermemek
Ilkokula Bagli Anasinifi fletisim kurmak
Taviz vermemek
Ozel Anaokullari Calistig1 kurumdan ayrilmak
Tletisim kurmak
Gormezden gelmek

_ o N — N W= 0 M|

Hakkini savunmak

Tablo 6 incelendiginde, okul oncesi 6gretmenlerinin ¢alistiklar1 kurumlara gére mobbing veya
zorlayict durumlarla basa ¢ikma yontemlerinde belirgin farkliliklar oldugu goériilmektedir. Bagimsiz
Anaokulu 6gretmenleri, karsilastiklart mobbing ve baskilara karsi iletisim kurma ve hakkini savunma
stratejilerini kararli bir sekilde kullanmaktadir. Ornegin, B1 “Ilk yaptigim iletisim kurmak oldu.
Konusarak kendi ag¢imdan diisiindiiklerimi anlatarak olumlu iletisim kurmaya c¢alistim” diyerek
sorunu ¢dzmek icin acik iletisim kurmay tercih ettigini belirtirken, B3 ise “Idare bana mobbing
uyguluyorsa ben onun karsitligint veriyorum, sonuna kadar kendimi savunuyorum” sdzleriyle, karsi
saldirgan ve haklarina sahip ¢ikan bir tutum benimsedigini vurgulamaktadir. B4’iin “Taviz vermedim
anlayacaginiz” ifadesi ise 6gretmenlerin haklarin1 korumakta kararli olduklarmi gostermektedir. Bu
durum, Bagimsiz Anaokulu ogretmenlerinin sorunlarla yiizlesmede aktif ve direngli tutumlarini
desteklemektedir.

[lkokula bagli anasmifi &gretmenleri de benzer sekilde iletisim kurma ve taviz vermeme
yaklasimlarini kullanmaktadir. 13 “Kendimi ifade etmeye calisiyor idim... iletisim kanallarin hep agik
tuttum” derken, 15 “Siirekli nobet tutmam icin baski yapiyorlard, hi¢ taviz vermedim” diyerek
kararliliklarini ifade etmektedir. Bu goriigler, 6gretmenlerin stres ve mobbing ortaminda bile haklarimi
koruma ve ¢dziim arama yoniinde caba gosterdiklerini ortaya koymaktadir.

Ozel anaokulu 6gretmenlerinde ise durum daha karmasiktir. O2, “Baski ve mobbingden sonra igimi
birakmak zorunda kaldim” diyerek, ¢6ziim arayislarinin bazen ayrilmayla sonuglandigimi dile
getirmektedir. O5’in “Olumlu iletisimi konusmay: sectim” ifadesi ise iletisim kurmanm bazen ise
yaradigini gosterirken, O4’iin “Gormezden gelmeyi tercih ediyorum” sozleri, baz1 6gretmenlerin pasif
basa c¢ikma stratejilerini benimsedigini ortaya koymaktadir. O1’in “Hakkimi savunuyorum, asla
ezdirmiyorum” demesi ise bu grup i¢inde de direng gosterenlerin oldugunu gostermektedir.

Genel olarak, 6gretmenlerin bilylik ¢ogunlugu yasadiklar1 sorunlarla miicadelede iletisim kurmak
ve hakkimi savunmak gibi aktif stratejileri tercih etmekte, ancak 6zel anaokulu 6gretmenlerinde
gormezden gelmek ve kurumdan ayrilmak gibi daha pasif veya kaginma davraniglar da goriilmektedir.
Bu goriisler, ¢alisilan kurumlarin ig ortami kosullart ve destek mekanizmalarinin 6gretmenlerin basa
¢ikma stratejilerini dogrudan etkiledigini gostermektedir.

F- Katihmcilarin “Ogretmenler, calistiklar: kurumlarda yasadiklari mobbing sorunlarina kars:
hangi ¢oziim onerilerini sunmaktadir?” aragtirma sorusuna iliskin goriisleri tablo 7°de sunulmustur.
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Tablo 7. Ogretmenlerin galistiklar1 kurumlara gére mobbingle basa ¢ikma icin onerdikleri ¢oziim
yontemleri
Caligtig1 kurum Cozim oOnerisi

Bagimsiz Anaokulu Isi bilen idareciler atama
Empati kurma
Liyakate 6nem verme

Ilkokula Bagli Anasinifi Empati kurma
Isi bilen idareciler atama
Empati kurma

Ozel Anaokullart Egitim ve seminerler diizenleme

Gormezden gelmek / sessiz kalmak

—_— = N = N W= NN

Isi bilen idareciler atama

Tablo 7 incelendiginde ¢6ziim Onerilerine iligkin katilimec1 goriisleri, her kurumun yasadigi
sorunlara yonelik farkli ama birbirini destekleyen yaklasimlar sunmaktadir. Bagimsiz Anaokulu
Ogretmenleri, idarecilere empati yeteneginin kazandirilmasi gerektigini vurgulamaktadir. B1’in
“Kesinlikle her idareciye empati gerekli” ifadesi, yoneticilerin ¢aliganlarin duygularini anlamasinin is
ortaminda mobbing gibi olumsuzluklar1 azaltmada 6nemli oldugunu gostermektedir. B4 ve B3 ise “isi
bilen idarecilerin atanmasi” ve “liyakatin onemi” Ttzerinde durarak, Ozellikle mobbingin
onlenmesinde yoneticilerin mesleki yeterliliginin kritik oldugunu belirtmektedir. Bu goriisler, isini
bilen, adil ve hakkaniyetle yoneten idarecilerin sorunlari minimize edecegini ortaya koymaktadir.

[lkokula bagli anasmifi Sgretmenlerinin goriisleri de benzer sekilde empatiye ve isi bilen
yoneticilerin atanmasina odaklanmustir. 12°nin  “Yoneticiler égretmenlik yaptiklarini  hatirlasa
mobbing olmaz” ifadesi, empati kurmanin sadece teknik bir beceri degil, deneyimle pekisen bir
anlayis oldugunu vurgular. i3 ise mobbingin &nlenmesinde “isi bilen ve yéneticilik vasfina uygun
kisilerin secilmesi” gerektigini belirtmekte, bu konuda bilingli yonetici atamasinin gerekliligine dikkat
¢ekmektedir.

Ozel anaokulu 6gretmenleri ise biraz daha farkli dneriler sunmaktadir. O4, empati egitiminin yani
sira destek ve farkindalik artirici faaliyetlerin (kitap okumak, egitim almak) faydali olacagim
belirtirken, O5 mobbingle miicadelede “egitim ve seminerlerin diizenlenmesini”’ énemli bulmaktadir.
Bu yaklagim, orgiitsel farkindalik ve bilinglendirme ¢aligmalarinin sorunun ¢oziimiine katki
saglayacagim gostermektedir. Ancak O1’in “gdrmezden gelme ve sessiz kalma” stratejisi ise, 6zel
anaokullarindaki mobbingin ne kadar zorlayici ve ¢oziimii gii¢ bir siire¢ oldugunu, bazen calisanlarin
pasif basa ¢cikma yolunu sectigini yansitmaktadir. O3 ise, yonetici atamalarinda ciddi asamalardan
gecilmesi ve liyakat esasimnin benimsenmesi gerektigini yineleyerek, yapidaki sorunlarin kdkten
¢Ozilimiine isaret etmektedir.

Tartisma ve Sonu¢

Bu aragtirmanin bulgulari, okul 6ncesi dgretmenlerinin 6zellikle bagimsiz ve 6zel anaokullarinda
yoneticilerden kaynaklanan mobbing ve baski davranislariyla karsilastigini ortaya koymaktadir.
Ogretmenlerin deneyimleri, yoneticilerin asir1 is yiikii dayatmasi, prosediirlere takilma, siirekli evrak
talebi, mesai dis1 ¢alisma ve nobet tutma gibi ekstra gorevler verme gibi uygulamalarinin, pedagojik
ozerkliklerini sinirladigini ve tiikenmislik diizeylerini artirdigini  gostermektedir. Bu durum,
Ogretmenlerin mesleki motivasyonlarini ve mesleki tatminlerini olumsuz yonde etkilemekte; smif igi
etkinliklere ve ¢ocuklarla birebir egitime odaklanmalarini zorlagtirmaktadir. Literatiir, benzer sekilde,
asir1 i yilkii ve biirokratik baskilarin O0gretmenlerde stres ve tlikenmiglik yarattifini ortaya
koymaktadir (Einarsen, 2000; Maslach ve Leiter, 2016). Arastirma, yoneticilerin 6gretmenleri stirekli
kiyaslamasi, adaletsiz tutum sergilemesi, belirli &gretmenlerle yakin iligkiler kurup digerlerini
diglamasinin, Ogretmenlerde yalmizlik, degersizlestirilme ve psikolojik baski algisini artirdigim
gostermektedir. Bu bulgu, orgiitsel adalet ve psikolojik taciz literatiirii ile paralellik gostermektedir
(Zapf et al., 2003). Yoneticilerin iislup sorunlari ve olumsuz iletisim bi¢imleri—azarlama, yiiksek
sesle konugma, emrivaki tutumlar—ogretmenlerin  kendilerini savunmasiz ve stres altinda
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hissetmelerine yol agmistir. Bu durum, psikolojik mobbingin en goriiniir boyutlarindan biri olarak
degerlendirilebilir (Lazarus ve Folkman, 1984).

Bulgular, mobbing davraniglarinin sikligimin farklilik gosterdigini ve 6gretmenlerin yoneticilerle
etkilesim anlarinda psikolojik baski ve zorlayict davraniglarla karsilastiklarini gostermektedir.
Ozellikle “yoneticileri her gordiigiinde yasanan mobbing” en yiiksek frekansa sahiptir; bu durum,
Ogretmenlerin yoneticilerle kargilastiklar1 her an stres yasadigimi ve kag¢inma davraniglari
gelistirdiklerini ortaya koymaktadir. Ayrica, ara sira yaganan mobbingin belirli olay veya durumlar
sonucu tetiklendigi anlasilmaktadir. Bu durum, mobbingin siireklilik ve yogunluk agisindan farkli
boyutlarda gerceklesebilecegini gostermektedir.

Arastirmada, Ogretmenlerin yasadiklart mesleki sorunlar dort ana tema altinda toplanmustir:
mesleki gelisim  engelleri, mesleki yetersizlik, motivasyon problemleri ve mesleki
tilkenmiglik/meslekten soguma. Bagimsiz anaokulu 6gretmenleri, 6zellikle idari baskilar nedeniyle
mesleki gelisim firsatlarinin sinirl oldugunu belirtirken, ilkokula bagli anasinifi 6gretmenleri yogun
elestiri ve destek eksikligi nedeniyle mesleki yetersizlik duygusu yasamaktadir. Ozel anaokulu
Ogretmenleri ise hem motivasyon kaybi hem de tilkenmislik ve depresyon belirtileri gostermektedir.
Bu sonuglar, Mesleki Tiikenmislik Kurami (Maslach ve Leiter, 2016) ile uyumlu olup, is stresinin hem
psikolojik hem de fiziksel saglik {izerinde 6nemli etkileri oldugunu dogrulamaktadir. Psikolojik etkiler
arasinda stres, mutsuzluk, motivasyon eksikligi, degersizlik ve depresyon 6ne ¢ikarken, fiziksel etkiler
yorgunluk, sinir bozukluklar1 ve ani kilo degisimleri olarak kendini géstermektedir. Bu bulgular, uzun
stireli is stresi ve yonetimsel baskinin hem duygusal tiikenmislik hem de somatik belirtiler iizerinde
belirleyici rol oynadigimi gostermektedir (Lazarus ve Folkman, 1984; Schaufeli et al., 2009).

Basa ¢ikma stratejileri, ogretmenlerin kurum tiirline gore farklilhik gostermektedir. Bagimsiz
anaokulu ve ilkokula baglh anasinifi 6gretmenleri, iletisim kurma ve haklarin1 savunma gibi aktif
stratejileri tercih etmektedir. Ozel anaokulu &gretmenlerinde ise hem aktif hem pasif stratejiler
goriilmekte; bazi 6gretmenler isten ayrilmayr ya da gormezden gelmeyi se¢mektedir. Bu durum, is
ortaminin gii¢ dengeleri ve destek mekanizmalarinin, basa ¢ikma stratejilerini dogrudan etkiledigini
gostermektedir (Lindqvist et al., 2013).

Coziim Onerileri agisindan katilimcilar, yoneticilere empati egitimi kazandirilmasi, isini bilen ve
liyakatli yoneticilerin atanmasi, farkindalik artirici faaliyetlerin diizenlenmesi gibi Onlemleri
onermektedir. Bu bulgu, orgiitsel farkindalik ve liderlik egitiminin mobbingin énlenmesinde kritik bir
rol oynadigim gostermektedir (Leithwood et all., 2008; Rayner et al., 2002). Ozel anaokullarindaki
baz1 6gretmenlerin pasif stratejiler benimsemesi, mobbingin siddeti ve ¢6ziim yollarinin smirliligini
ortaya koymaktadir; bu durum, bireysel ve kurumsal miidahalelerin birlikte ele alinmasi1 gerektigini
isaret etmektedir (Leymann, 1996).

Sonug olarak, bu ¢alisma, okul 6ncesi 6gretmenlerinin yoneticilerden kaynaklanan psikolojik ve
mesleki baskilarla nasil basa ¢iktigini, mobbingin ¢ok boyutlu etkilerini ve ¢6ziim yollarini ortaya
koymaktadir. Bulgular, Tiirkiye’de okul 6ncesi egitim kurumlarinda mobbing ve yonetimsel sorunlarin
yaygin oldugunu ve hem bireysel hem de kurumsal diizeyde Onlemler alinmasi gerektigini
gostermektedir.

Oneriler

Okul 6ncesi 6gretmenlerinin yonetim kaynakli mobbing davranislarima maruz kalmalarin1 6nlemek
icin, okul yoOnetimlerinde empatik iletisimi, stres yonetimini ve liderlik becerilerini gelistirmeye
yonelik hizmet i¢i egitim programlariin diizenlenmesi dnerilmektedir. Yonetici atamalarinda liyakat
ilkesine dayali, objektif degerlendirme sistemlerinin uygulanmasi hem adalet duygusunu
giiclendirecek hem de yonetsel yeterliligi artiracaktir. Ayrica 6gretmenlerin psikolojik dayanikliligini
desteklemek amaciyla kurum i¢inde psikolojik danigsmanlik ve rehberlik hizmetleri sunulmali, seffaflik
ve katilimcilik ilkelerine dayali yonetim modelleri benimsenmelidir. Kurumlarda 6gretmenlerden
diizenli geri bildirim alimarak mobbing davraniglarinin izlenmesi ve Onleyici denetim
mekanizmalarinin gelistirilmesi de biiylik 6nem tagimaktadir. Saglikli bir kurumsal kiiltiiriin olugmasi
icin giiven, is birligi ve destekleyici iletisimi temel alan bir ¢calisma ortami yaratilmali; bunun yani sira
mobbinge yonelik yasal yaptirimlar giiglendirilerek uygulamalarin etkin bigimde denetlenmesi
saglanmalidir. ileride yapilacak arastirmalarda, farkli egitim kademelerinde gorev yapan 6gretmenlerin
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yonetim kaynakli mobbing deneyimlerinin karsilagtirmali olarak incelenmesi, yoneticilerin bakis
acilarint igeren nitel galigmalarin yiiriitiilmesi ve mobbingin 6gretmen motivasyonu, tiikkenmiglik
diizeyi ve mesleki baglilik {izerindeki etkilerini Olcen karma yontemli aragtirmalarin yapilmasi
onerilmektedir.
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Extended Abstract
Introduction

Preschool education institutions are dynamic organizational settings where hierarchical
relationships, administrative expectations, and institutional cultures significantly influence teachers’
professional well-being. Although teaching in early childhood settings inherently requires intense
emotional labor and continuous interaction, teachers’ experiences can be adversely affected by
managerial behaviors that create pressure, restriction, or psychological strain. One factor that disrupts
teachers’ motivation and job satisfaction is managerial mobbing—defined as persistent negative
behaviors by administrators that undermine professional autonomy, self-esteem, and workplace
harmony. Previous studies emphasize that such behaviors can lead to stress, burnout, and deterioration
in teacher performance, particularly when organizational justice and communication are weak.

In Tirkiye, preschool teachers work in varying institutional structures such as independent
kindergartens, preschool classes within primary schools, and private institutions. Each of these
structures differs in terms of administrative hierarchy, workload expectations, and managerial control.
However, little is known about how mobbing is experienced across these different institutional
contexts. This study aims to fill this gap by examining preschool teachers’ managerial mobbing
experiences comparatively and exploring the psychological, physical, and professional consequences
of these experiences.

Method

This study employed a qualitative phenomenological design, aiming to reveal teachers’ experiences
of managerial mobbing. Participants were selected using criterion sampling, with “having experienced
mobbing” as the essential criterion. The final study group consisted of 15 preschool teachers working
in three different institutions during the 20242025 academic year:

e 5 teachers from independent kindergartens,
e 5 teachers from preschool classes within primary schools,
e 5 teachers from private preschools.

Convenience sampling facilitated access to participants. The demographic composition of the
sample (8 females and 7 males with varied ages and years of experience) provided a broad range of
perspectives across institutional settings.

Data were gathered through semi-structured, in-depth interviews, each lasting approximately 30—40
minutes. Interviews were audio-recorded, transcribed verbatim, and analyzed through content analysis.
Two researchers coded the data independently, achieving 90% agreement. Codes were grouped into
categories and themes representing the shared and divergent aspects of mobbing experiences across
institutional types. Trustworthiness was ensured through participant confirmation, expert review,
transparent reporting of analytical steps, and the use of direct expressions to enhance transferability.

Findings

Data analysis yielded four overarching thematic domains that reflect teachers’ mobbing
experiences:

1. Heavy Workload and Procedural Pressure

Teachers in independent kindergartens reported intense procedural demands, including excessive
paperwork, continuous documentation requirements, strict adherence to formal regulations, and
pressure to implement numerous projects and activities. These demands limited teachers’ pedagogical
autonomy and shifted their focus from classroom practices to administrative compliance. Teachers
noted frequent reminders, insistence, and pressure from administrators, often accompanied by
performance comparisons.
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2. Unfair Treatment, Criticism, and Devaluation

A core theme across all institution types was administrative behaviors that communicated
inequality or favoritism. Teachers reported being ignored, excluded from communication, or treated
differently depending on the administrator’s personal preferences. Frequent comparisons with other
teachers, dismissive attitudes, and constant criticism created feelings of inadequacy and worthlessness.
This theme was especially prominent in preschools within primary schools and in private institutions,
where administrators’ attitudes were perceived as inconsistent or emotionally harsh.

3. Communication Problems and Negative Managerial Style

Participants emphasized that administrators often used authoritarian communication styles,
including scolding, raising their voices, issuing abrupt commands, or undermining teachers'
professional dignity. Teachers felt stressed, defensive, and emotionally vulnerable in such interactions.
Communication-based mobbing was strongly associated with a lack of empathy and insufficient
managerial training.

4. Psychological and Physical Effects
Mobbing resulted in several negative outcomes:

e Psychological effects: stress, demoralization, loss of motivation, emotional exhaustion,
heightened sensitivity, and depressive symptoms.

o Physical effects: fatigue, sleep disruption, irritability, and stress-related psychosomatic
reactions.

While psychological effects were reported across all institution types, private institution teachers
expressed the most intense emotional impact, including depressive feelings, due to demanding work
conditions and expectations for unpaid overtime.

5. Coping Strategies
Coping mechanisms varied by institution type:

o Independent kindergarten teachers tended to use assertive strategies such as defending their
rights, confronting the issue, or insisting on open communication.

e Teachers in preschools within primary schools mainly relied on communication and setting
boundaries.

e Private preschool teachers sometimes used avoidant strategies such as ignoring the behavior or
planning to leave the institution, indicating perceived power imbalances.

Discussion and Conclusion

The findings show that managerial mobbing in preschool institutions is shaped by the institutional
context and administrative culture. Independent kindergartens exhibit more bureaucratic and
procedural pressures, whereas private institutions reflect emotional and physical strain linked to
intensive workload and authoritarian managerial practices. Across all types, mobbing restricts
teachers’ pedagogical autonomy, generates emotional exhaustion, and threatens their commitment to
the profession.

The study supports previous literature suggesting that heavy administrative workload, lack of
organizational justice, and poor managerial communication contribute to teacher burnout and
psychological distress. Teachers’ expressions of loneliness, devaluation, and comparison indicate
deeper organizational issues related to leadership competence and professional respect.

Overall, managerial mobbing emerges as a systemic rather than individual issue, influenced by
structural regulations, managerial attitudes, and institutional expectations.
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Recommendations
Based on the findings, several implications are offered:

1. Manager training programs focusing on leadership, empathy, conflict resolution, and
communication should be prioritized to reduce managerial mobbing.

2. Administrative workload regulation is necessary to ensure that documentation and procedural
tasks do not undermine teachers’ instructional responsibilities.

3. Clear organizational justice mechanisms should be established to prevent favoritism, ensure
transparency, and support equitable treatment.

4. School-based psychosocial support systems should be strengthened to address teachers’ stress,
emotional needs, and workplace challenges.

5. Future research should employ comparative or mixed-methods designs to explore mobbing
experiences at different educational levels or from administrators’ perspectives.
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Ozet: Bu arastirmanin amaci, ilkokul 3. siif matematik
dersinde Web 2.0 araglarmin akademik performansa etkisini
belirlemektir. Aragtirmada, nicel ve nitel verilerin beraber
kullanildig1 karma arastirma ydnteminden faydalanilmistir.
Arastirmadaki nicel veriler, basari testinden; nitel veriler ise
yart yapilandirtlmig gériisme formu araciligiyla elde
edilmistir. Aragtirmanin ¢aligma grubunu 2020-2021 egitim-
ogretim yilinda Eskisehir ili Tepebasi ilgesinde bulunan 6zel
bir okulda 6grenim goren 3. smif seviyesinde 35 dgrenci
olusturmaktadir. Arastirmanin nitel bolimiinii ise deney
grubundaki 6n test ve son test akademik basarilarina gore
secilen 9 Ogrenci ve deney grubu oOgrencilerinin siif
Ogretmeni olusturmaktadir. Arastirmanin nicel verileri t-
testleri, nitel verileri ise igerik analiz yontemi ile analiz
edilmistir. Arastirma sonucunda, arastirmanin basari testine
gore deney ve kontrol grubundaki Ogrenciler Matematik
Ogretim Program’mdaki 3. smif seviyesinde belirlenen
geometri kazanimlarin1 kavradiklar tespit edilmistir. Deney
grubundaki 6grencilerin derslerde Web 2.0 gibi teknoloji
entegrasyonu konusunda olumlu goriis bildirmigler ve bu
uygulamalarim ders materyali olarak kabul edilebilecegi
sonucuna ulasilmigtir. Derslerde 6grencilere Web 2.0
araglarin1 kesfedebilme imkaninin verilmesi gerektigi ve
teknoloji  entegrasyonunun  siniflarda  daha  fazla
deneyimlenmesi gerektigi diistiniilmektedir.
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Introduction

Education is a multifaceted process that enables individuals to realize their potential formally and
informally. It can be structured according to specific curricula, systematic progression, and predefined
goals, or it can occur through self-directed exploration and environmental learning (Eshach, 2007; Falk
et al., 2019). Teachers, peers, the social environment outside school, books, learning resources, and the
increasing role of technology in daily life all contribute significantly to the learning process. The
importance of these factors is determined by the individual's needs and the value they attribute to each.
As individuals progress through Maslow's hierarchy of needs by fulfilling basic requirements, students
advance when their fundamental educational needs are met (Aydin, 2022).

Technology plays a critical role in shaping individuals' emotional, academic, and economic lives
(Akgiin et al., 2014; Bal & Cavdar, 2023; Calaman & Demirbas, 2024; Kalip & C6l, 2020; Oztop &
Toptas, 2019). Its pervasive influence has made it an indispensable part of children's lives, not just that
of adults (Aksoy, 2021; Yildiz & Akyel, 2024; Ergiil Séonmez & Cakir, 2021). Consequently,
investigating the purposes and effectiveness of technology use in education is essential. When used
correctly and effectively, technology can provide accessible, independent, and experiential learning
opportunities. Therefore, it is crucial to integrate technology into education, ensuring that teachers
possess the necessary technological skills, understand its advantages and disadvantages, and develop
the ability to evaluate its use critically. However, rapid technological advancements also present
challenges. For instance, excessive dependence on technology can lead to addiction, thereby increasing
reliance on digital tools (Ding, 2015; Koca & Tunca, 2019). Additionally, the unfiltered use of digital
materials, prolonged screen time, and the tendency to rely on digital resources as primary references can
contribute to academic complacency (Kode & Coklar, 2020). Given these challenges, teachers, as the
architects of future societies, must stay ahead of technological trends and continuously support students
in making informed and balanced use of digital tools.

The evolution of teaching materials continues, yet the need for diverse instructional resources to
capture students' attention and facilitate learning remains constant. Teaching materials can be classified
as digital and non-digital. While traditional non-digital materials have historically been predominant in
learning environments, the increasing role of technology in daily life has led to a growing emphasis on
digital materials (Kdde & Coklar, 2020). Digital materials encompass various technological tools such
as computers, projectors, and internet-based resources, forming a technological infrastructure that
enhances the learning experience (Howell & O’Donnell, 2017). The integration of digital materials into
various subjects enriches the learning process. Studies in the literature highlight the advantages of digital
materials in education, including their ability to capture attention, support multimedia learning, and offer
cost-effective solutions (Kode & Coklar, 2020).

Mathematics is a "science or discipline that examines the structures, properties, and relationships
between shapes, numbers, and multiplicities through logical reasoning” (Yenilmez et al., 2010, p. 2).
Research indicates that both digital and non-digital materials significantly impact learning (Kdde &
Coklar, 2020; Kurt et al., 2023). In mathematics education, these materials are crucial in engaging
students' senses, making abstract concepts more tangible, and facilitating comprehension (Moyer, 2001).
The 2018 Primary School Mathematics Curriculum encompasses four learning domains: numbers and
operations, geometry, measurement, and data (MEB [Ministry of National Education], 2018). In 2024,
the Ministry of National Education introduced a revised curriculum featuring five core themes: Numbers
and Quantities, Operations to Algebraic Thinking, Geometry of Objects, Data-Based Investigation, and
Probability of Events and Data-Based Investigation (the latter being unique to the fourth grade).

The digital material explored in this study comprises Web 2.0 tools, second-generation internet
technologies designed to support students' developmental needs. These are interactive, user-driven
internet applications —such as blogs, wikis, and collaborative platforms, that enable learners to actively
create, share, and engage with digital content rather than merely consume it (Greenhow et al., 2009;
O'Reilly, 2005). A literature review reveals that Web 2.0 tools are predominantly utilized at the middle,
high, and university levels. However, research focusing on the integration of Web 2.0 tools into primary
education, particularly in mathematics, remains limited, with even fewer studies addressing their role in
supporting geometry learning (Alakog, 2003; Azid et al., 2020; Celebi & Satirli, 2021). This study
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investigates the impact of Web 2.0 tools on third-grade students’ geometry learning outcomes,
addressing a gap in digital pedagogy research within primary education. The primary objective is to
evaluate how these tools influence students’ achievement and perceptions in this subject. In line with
this objective, the study seeks to answer the following questions:

Do pretest scores differ significantly between the experimental and control groups?

Do pretest and posttest scores differ significantly in the experimental group?

Do pretest and posttest scores differ significantly in the control group?

Do posttest scores differ significantly between the experimental and control groups?

What are the opinions of experimental group students on using Web 2.0 tools in geometry
education?

Method

This study aimed to examine the effect of Web 2.0 tools on the geometry learning of third-grade
primary school students within the context of technology integration. A mixed-methods research design
was employed, specifically an integrative mixed-methods design that combines qualitative and
quantitative approaches (Balci, 2018). For this purpose, a quasi-experimental design was implemented.
The study group consisted of students from two different classes, assigned as paired groups. During the
implementation process, these paired groups completed the achievement tests simultaneously. The
group engaged in learning with technology integration constituted the experimental group.

Within the research purpose, achievement pretest and posttest were administered to collect
quantitative data, and a quasi-experimental design with a control group was used. To gather qualitative
data, nine students from the experimental group were selected based on their achievement pretest and
posttest results, representing high, average, and low achievers (coded as S1, S2, S3,....S9). Semi-
structured interviews were conducted with nine students from the experimental group. Additionally, the
teacher responsible for the experimental group provided feedback through a semi-structured interview
form, which was incorporated as qualitative data. This study examined whether Web 2.0 tools influenced
students' geometry learning, the extent of this impact, and the perspectives of students and teachers
regarding using Web 2.0 tools in digital integration.

Study Group

The study group was determined using a purposive sampling method. It consisted of 35 third-grade
students enrolled in a private school in Eskisehir province during the 2020-2021 academic year, along
with their teacher. Participation was voluntary, and parental consent was obtained for each student.
Among the 35 students, 17 were assigned to the experimental group and 16 to the control group. The
experimental group received geometry instruction using technology-based Web 2.0 applications. In
contrast, the control group followed a traditional lesson plan devised by the teacher, which did not
include technology integration.

Data Collection Tools

Data were collected using an achievement test (pretest and posttest) and semi-structured interview
forms. The achievement test was developed based on the 3rd-grade Mathematics Curriculum to assess
students' geometry learning. In mixed-methods research, validity and reliability analyses draw on both
quantitative and qualitative approaches (Creswell & Plano Clark, 2011). The achievement test,
administered to the control and experimental groups, was designed and validated by three subject-matter
experts.

In developing the achievement test, primary school-level learning outcomes related to geometric
shapes and objects in the Mathematics Curriculum were identified. Table 1 presents the targeted learning
outcomes and the corresponding Web 2.0 applications related to each test question.
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Table 1. Achievement test target outcomes and web 2.0 tools used for the experimental group

Course/Lesson Outcome

Web 2.0 Tool Used

M.3.2.1.1. “Identifying the faces, corners, vertices,
and separations of the cube, square prism,
rectangular prism, triangular prism, cylinder, cone,

Storyjumper Digital Storytelling
Toytheater
Mathlearningcenter (MLC)

and sphere models.” Canva

NCTM Illuminations
M.3.2.1.2. “Explaining the similarities and IXL
differences between cube, square prism, and Toytheater
rectangular prism.” Canva

NCTM llluminations
M.3.2.1.3. “Drawing a square, rectangle, and Whiteboard.fi

triangle using a ruler; determines the diagonals of Mathlearningcenter (MLC)
a square and rectangle.” Canva

M.3.2.1.4. “Realizing that shapes are named Brainingcamp

according to the number of sides.” Mathlearningcenter (MLC)
Canva
Mathplayground
Kangaroo Hop

M.3.2.2.1. “Determining that shapes have more Mathlearningcenter (MLC)

than one line of symmetry by folding the shape.” Whiteboard.fi

M.3.2.2.2. “Completing a symmetrical shape given
a part of it according to a vertical or horizontal line
of symmetry.”

Mathlearningcenter (MLC)

M.3.2.3.1. “Making coatings using shape models, Toytheater
draws the coating pattern on dotted or squared Mathlearningcenter (MLC)
paper.” Whiteboard.fi

Expert opinions were sought in designing and revising the achievement test questions to ensure they
effectively assessed students' geometry learning with Web 2.0 tools. Additionally, the targeted learning
objectives for the 3rd-grade "Geometric Objects and Shapes" unit were reviewed by experts to confirm
alignment with the test questions. The finalized test included multiple-choice, fill-in-the-blank, and
open-ended questions. The achievement test was administered to the control and experimental groups
as an initial measurement. Nine students from the experimental group and their teacher were interviewed
through semi-structured interviews to collect qualitative data. Two field experts reviewed the semi-
structured interview form, and the necessary revisions were made based on their feedback before
finalizing the instrument.

Data Collection Process

The data collection process lasted six weeks during the spring semester of the 2020-2021 academic
year. Table 2 presents the research implementation process.
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Table 2. Implementation process

Week Experimental Group Control Group Tools

Week 1 Pretest Pretest Informing Students and Teachers
about Collecting Research Data and
Administering the Achievement Test

Week 2 Implementing Technology Geometry Teaching  Storyjumper “Lost in the Forest”

Integration Practices (traditional form) Storytelling Activity,
Whiteboard.fi Event
Week 3  Implementing Technology Geometry Teaching Mathplayground “Kangaroo Hop”
Integration Practices (traditional form) Event,

Brainincamp “Pattern Blocks” Event
Week 4  Implementing Technology Geometry Teaching NCTM Illuminations “Geometric
Integration Practices (traditional form) Solids” Activity,
Toytheater “Toytheater” Event
Week 5  Implementing Technology Geometry Teaching  Mathlearningcenter (MLC)
Integration Practices (traditional form) “Geoboard” Activity,
IXL “Classify Polygons: up to 12
sides” Activity,
Summary Lesson Activity with
Canva
Week 6  Posttest Posttest Implementation of the Achievement
Test,
Interviews with the Class Teacher
and 9 Students in the Experimental
Group

As part of the research, nine different Web 2.0 applications were implemented in the experimental
group. These applications are Storyjumper, Brainingcamp, IXL, NCTM, Toytheater,
Mathlearningcenter, Canva, Whiteboard, and Mathplayground. The first application used was
Storyjumper, through which a digital storybook titled "The Lost One in the Forest," written and prepared
by the researcher, was presented to the students. In this process, students were not expected to create a
new digital storybook via Storyjumper; instead, they were asked to listen to a story incorporating
geometric concepts. The content of the text and the post-reading evaluation were linked to the characters,
plot, and geometry topics covered in the digital storybook. Introducing Storyjumper to students,
answering questions related to the digital story, and presenting Whiteboard.fi took 40 minutes.
Whiteboard.fi was the second Web 2.0 tool utilized in the study. This tool was primarily used to receive
immediate feedback from students following Web 2.0 instruction, to simulate a real classroom
environment, and to provide students with a platform for self-expression. Whiteboard.fi is an online
whiteboard service specifically designed for classrooms. It was preferred in this study due to its ability
to recreate a classroom atmosphere in remote learning. The most distinctive feature of this tool is that
each student has an individual whiteboard, and all written or drawn content is visible only to the teacher.
After using the Web 2.0 applications, students provided feedback to their teacher via Whiteboard.fi.
Third, the Maths playground Web 2.0 tool was introduced, specifically the game "Kangaroo Hop,"
categorized under geometry for the 3rd-grade level. The game provides hints to students by presenting
prompts such as “Octagons? Triangles? Squares?”. Fourth, the Brainingcamp application was used,
specifically focusing on "Pattern Blocks," which include geometric shapes such as an orange square,
green triangle, blue parallelogram, and beige rhombus. This application aimed to reinforce the names
and number of sides of these geometric shapes and to encourage students to create new combinations or
structures by integrating these shapes. Fifth, the study utilized NCTM Illuminations, a project developed
by the National Council of Teachers of Mathematics (NCTM). This project provides interactive tools
for students and instructional support for teachers. Using this tool, students explored concepts such as
surfaces, edges, vertices, and faces through interactive cube manipulations, enabling a detailed
examination of cube nets. Sixth, the Toytheater application was used to help students identify unit
measurements of geometric solids, create new models, and examine the 3D movements of cubes.
Seventh, the Math Learning Center (MLC) application, specifically the Geoboard tool, was utilized. In
this application, students used line segments and elastic bands wrapped around pegs to create polygons,
exploring perimeter, area, angles, symmetry, fractions, and more. Eighth, the IXL Web 2.0 tool was
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used, which provides a comprehensive and personalized learning experience for mathematics education.
Students participated in an activity titled “Classify Polygons: Up to 12 Sides”, where they categorized
polygons with up to 12 sides. Finally, the Canva application was used as another Web 2.0 tool in the
study. The purpose of incorporating Canva was to provide students with a formalized summary of the
geometric concepts they learned through digital materials. The acquired geometry knowledge was
reviewed in line with the learning objectives, and the study concluded with an overview session in which
students and their teacher revisited the key learning points through Canva. Due to the study conducted
during the pandemic, Web 2.0 tools and the instructional process were introduced remotely via Zoom.
In all Zoom sessions, the teacher accompanied the researcher. To collect data, students in the
experimental group participated in a six-week remote learning program using Web 2.0 tools for
geometry education. Although the instruction was online, lesson durations were limited to 40 minutes,
as in face-to-face lessons. In the first lesson, students in the experimental group were informed about
the research process, materials, and lesson plans that would be followed throughout the study. Before
the implementation, Zoom administered a pretest achievement assessment to both the control and
experimental groups. Students were given 35 minutes to complete the test. They were instructed to write
their answers on paper while sharing their screens and then submit their responses to their primary school
teachers through their parents. During the data collection process, an achievement test was administered
to the control group before and after the experiment. In this context, the study employed a quasi-
experimental design, utilizing a pretest and posttest control group design. Additionally, qualitative data
were collected through interviews. Following the administration of the pretest, instruction on 3rd-grade
geometry concepts was conducted using Web 2.0 tools. Lessons were designed to support students’
conceptual understanding through interactive Web 2.0 applications. This instructional intervention
lasted six weeks following the pretest. Upon completing the intervention, a posttest was administered.
After the pretest and posttest, focus group interviews were conducted with students who scored the
highest, closest to the average, and lowest. A total of nine students participated in these interviews.
Additionally, a semi-structured interview was conducted with the teacher of the experimental group. To
ensure the reliability and validity of the study, all semi-structured interviews with students and teachers
were audio-recorded to prevent data loss.

Data Analysis

Parametric analysis methods were used to compare the pretest (experimental group and control
group) and posttest (experimental group and control group) scores of the students who participated in
the study and the effects of Web 2.0 tools on student geometry learning due to the normal distribution
of the data. The study used an independent sample t-test analysis to compare the pretest and posttest
results of the control and experimental groups. Dependent sample t-test analysis was used to compare
the pretest and posttest results of the control and experimental groups. The data obtained after the
interviews were analyzed using a content analysis method. Based on the data obtained from the
interviews, thematic coding was made.

Findings
Findings Related to the Pre-test Results of the Control and Experimental Groups

An independent sample t-test analysis was performed to determine whether there was a statistically
significant difference between the pretest achievement scores of the students in the control and
experimental groups. Table 3 shows the mean values, standard deviation values, degrees of freedom, t-
value, and significance levels of the pretest results of the experimental and control groups.

Table 3. Independent sample t-test results for the pretest of the control and experimental group students

Groups X N SE Sd t Tests
t df p
7349 16 2.6 10.65
Control Group 1372 15 019
Experimental Group 67.55 16  3.74 14.96
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Table 3 shows that no statistically significant difference exists between the experimental and control
group pretest results (=1.372, p>0.05). The control group pretest results (¥=73.49) were higher than the
experimental group pretest results (x=67.55).

Findings Related to the Pretest and Posttest Results of the Experimental Group Students

A dependent sample t-test analysis was applied to determine whether there was a statistically
significant difference between the pretest and posttest achievement scores of the students in the
experimental group. Table 4 shows the results of the dependent sample t-test for the pretest and posttest
results of the experimental group.

Table 4. Paired sample t-test results of experimental group students' pretest and posttest

Test X N SE Sd t Tests
t af p
Posttest 78.40 17 3.64 15.02
Pretest 67.55 17 3.54 14.61 -4.291 16 0.001

According to Table 4, a significant difference was found between the pre-test (x=67.55) and post-
test (x=78.40) scores of the experimental group (=-4.291, p<0.05).

Findings Related to the Pretest and Posttest Results of the Control Group Students

A dependent sample t-test analysis was applied to determine whether there was a statistically
significant difference between the pretest and posttest achievement scores of the students in the
experimental group. Table 4 shows the results of the dependent sample t-test for the pretest and posttest
results of the experimental group.

Table 5. Paired sample t-test results of control group students' pretest and posttest

Test x N SE Sd t Tests
t daf p
Posttest 75.39 16 2.98 11.92
Pretest 73.49 16 2.66 10.64 -0.626 13 0.541

Table 5 shows that there is no statistically significant difference between the pretest (¥x=73.49) and
posttest (x=73.39) results of the students in the control group (+=-0.626, p>0.05).

Findings Related to the Posttest Results of Experimental and Control Group Students

An independent sample t-test analysis was performed to determine whether there was a statistically
significant difference between the posttest achievement scores of the experimental and control group
students. Table 6 shows the posttest results of the experimental and control groups..

Table 6. Independent sample t-test results of posttest results of experimental and control group students

Groups X N SE Sd t Tests
t af p
1 . 1 2. 11.92
Contr(? Group 75.39 6 98 9 0775 s 0.451
Experimental Group 79.26 17  2.66 15.08

According to Table 6, there is no significant difference between the posttest achievement results of
the students in the experimental (x=79.26) and control groups (x=75.39) (=-0.775, p>0.05).

Teacher and Students Opinions on the Use of Web 2.0 Tools in Geometry

The answers from the nine students in the experimental group and the teacher to the semi-structured
interview questions were first coded under themes. The interviews aimed to examine the learning
experiences of the students in the experimental group and to explore the teacher’s views on geometry
instruction enhanced by Web 2.0 tools. The themes developed for the study are presented in Figure 1.
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Figure 1. Qualitative analysis themes

The Contribution of Web 2.0 Tools to Education

The impact of Web 2.0 tools on learning and education has been examined under three categories:
ease of use, different approaches, flexibility, and concretization. It has been stated that Web 2.0
applications enable easier and faster access to information about geometric objects and instructional
content.

S8: “I enjoyed the lessons. I learned comfortably; it was very detailed.”

S5: “All the applications were easy. Using these applications in mathematics made learning easier
more fun.”

Integrating Web 2.0 technologies, which is considered a different approach, captured students’ interest.
They expressed that lessons were enjoyable and engaging thanks to Web 2.0 applications.

S4: “When we learned how to use the applications, the lessons became more fun. Before, we always
wrote in notebooks, which was boring.”

S2: “Before using Web 2.0 tools, we only used rulers, erasers, pencils, books, and notebooks for
everything.”

S6: “I really enjoy our lessons with you. Using Web 2.0 tools made them both easier and more
enjoyable.”

Additionally, the primary school teacher emphasized individual differences among students and noted
that Web 2.0 tools cater to different learning styles.

Teacher: "Web 2.0 tools are a blessing for children who cannot learn through traditional methods or
learn more slowly. That's why they appeal to everyone. As students saw Web 2.0 tools, they became
more motivated in class."

Teacher: "My expectation from educational technologies is that they provide tools that help students
learn quickly through diverse content. It is also essential for students to discover things
independently."

Moreover, it was highlighted that Web 2.0 tools offer flexibility in the classroom.

Teacher: “Since we have seen them used in mathematics, they can certainly be used in math lessons,
but why not in other subjects if the content is appropriate?”

S3: “I would like to learn different applications as well.”
S2: "I already repeat the applications independently after the lessons."

S1: "If I need something, I will recheck the applications. The lessons were great. I didn't understand
edges before, but now I do."

Making geometry concepts more concrete for third-grade students through Web 2.0 tools helped them
learn them more easily.
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S3: "Our web-based lessons were great. | had fun and was able to complete the tasks. My favorite
application was the Geometry Board. I tried to build a cube. The Activity was fun, and I'd love to do
it again."

S1: "If I need something, I will recheck the applications. The lessons were great. I didn't understand
edges before, but now I do."

Limitations of Web 2.0 Tools

The limitations of Web 2.0 tools have been examined under two categories: technical limitations
(such as internet connection issues or device malfunctions) and linguistic limitations (the language used
in applications). When analyzing the language category, it was observed that most applications were
originally in English. Since geometric concepts were also presented in English, students struggled to
understand them and could only comprehend them after the researcher provided translations. Some
students expressed their difficulties with the language barrier.

S2: “The fact that the applications were in English was discouraging. My tablet displayed everything
in English. It would have been better in Turkish.”

S8: “The application I liked the least was the Kangaroo game. The others were better, but for this
one, you need to know English.”

During the application-based lessons, students encountered various problems, including internet
connection issues, technical failures of devices such as computers or tablets, and linguistic limitations.
Additionally, participating in these lessons remotely created another challenge. However, these issues
could be minimized or completely eliminated in face-to-face instruction. Students shared different
perspectives on the problems they faced.

S2: "On Whiteboard.fi, you could see everything I wrote, but my writings kept getting erased. I really
enjoyed it, but my camera turned off since I used a tablet."

S5: "The Web 2.0 application for cube unfolding was my least favorite because I couldn't access it.
Also, I usually study in a quiet environment, but some applications are sound, so I wouldn't prefer
using Web 2.0 tools when studying alone."

Recommendations for Using Web 2.0 Tools

Throughout the research, students expressed that they enjoyed the lessons, found Web 2.0 tools
helpful in making geometry concepts more tangible, and learned more easily and quickly. Some students
also expressed interest in re-experiencing these applications. It was noted that the different features of
Web 2.0 tools provide advantages for use in various disciplines.

S7: “Web 2.0 tools could be used in Turkish and Science. In short, I think they can be used in all
main subjects. In specialized subjects, their features would be even more useful. I enjoyed the
lessons. I learned comfortably; they were very detailed.”

S7: “I would like these applications to be used in Turkish and Science. Also in English and
Swimming classes.”

S3: "We could use Web 2.0 tools in every subject. They could be used in specialized lessons, too.
They were educational, fun, and enjoyable."

S9: "Before using Web 2.0 tools, our teacher would project textbooks onto the screen during online
lessons. They would also prepare slides. With these applications, we can do that ourselves, t0o."

Teacher: "Web 2.0 tools are actually modern teaching tools that engage students and can be supported
with lesson plans. Why shouldn't they be used just like notebooks, books, and resources? I see them
as tools that children can also use at home. That's why, after this project, I would like to integrate
them into lessons more frequently."
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Conclusion, Discussion and Recommendations

As technology has become an indispensable tool in today's rapidly changing world, transformations
and advancements in every field where technology is utilized are crucial. In education, Web 2.0 tools,
among the primary resources teachers and students rely on for technology integration, require
developing the necessary skills to be actively used in line with curriculum objectives. Among the digital
technologies used in learning processes, Web 2.0 tools are frequently preferred (Arabaci & Akalli, 2021;
Bayram Yilmaz & Ertem, 2025). This study has determined that the impact of Web 2.0 tools on
technology-assisted geometry teaching is significant in student learning. Similar findings have been
reported in previous research, indicating that digital applications improve primary school students'
mathematics achievement (Akkus & Gok, 2024; Besalt1 & Kul, 2021; Incekara & Tasdemir, 2019; Pili
& Aksu, 2013; Ukdem & Cetin, 2022). Other findings suggest that such digital applications positively
influence student success, increase their engagement in learning processes, enable them to learn at their
own pace and in their preferred environments, and make the learning experience more enjoyable.

Contrary to these findings, another study has shown that although Web 2.0 applications positively
impact students' academic performance, they do not significantly affect test anxiety (Korkmaz et al.,
2019). Moreover, research has indicated that the effects of these technologies on student learning are
not always positive and may, in some cases, have negative effects. Therefore, it is recommended that
efforts be made to raise teachers' awareness of how, why, and under what conditions Web 2.0 tools
should be used. In particular, excessive exposure to technology during learning processes due to Web
2.0 tools has been found to cause distractions in students, shorten deep learning periods, and lead to only
superficial learning (Mustafaoglu et al., 2018; Yasaroglu & Gelmez, 2022; Tucker & Kimbrell, 2013).
Thus, although digital technologies play an active role in every aspect of life, increasing awareness
regarding their use is essential.

During the COVID-19 pandemic in 2020, a sudden digitalization of education occurred due to the
disruption of face-to-face learning. In both planned and unexpected digitalization processes,
technological failures are inevitable. It is important to recognize that technical issues may arise in
environments where digital technologies are used. During the pandemic, such issues affected primary
school students and adult learners who could not solve specific technological problems (Elemam et al.,
2024; inci-Kuzu, 2020). This is because technology integration is relevant for face-to-face education
and essential for flexible remote learning, as well as during global crises such as pandemics or wars
(Izg1 Onbasili & Sezginsoy Seker, 2021; Kirik, 2014). In such cases, teachers' digital competencies and
technological skills significantly impact the successful implementation of technology integration.
Teachers must be familiar with digital technologies and possess at least the basic skills required for
effective technology integration (Korucu & Sezer, 2016; Tiirkben & Alptekin, 2023; Yucedal, 2023).

When technology integration is carried out purposefully and consciously, it can enhance the quality
of education. This perspective aligns with findings in the literature. Digital technologies with well-
defined objectives, adequate skills, and appropriate choices for the target audience have positively
influenced academic success, increased motivation, and encouraged students to be more eager to learn
(Akkus & GOk, 2024). Additionally, similar to the findings of this study, other research has found that
students' enthusiasm increases, they enjoy learning, and their interest in technology grows (Akbaba &
Ertas-Kilig, 2022; Azid et al., 2020; Celebi & Satirli, 2021; Isik & Karal, 2023). Oztop (2022)
emphasized that when students' motivation toward a subject increases through such applications, their
success in that subject also improves. For example, digital storytelling has been identified as a tool that
helps students develop practical skills such as motivation, concentration, and commitment to a lesson
(Cakici, 2018). Another study by Sahin (2021) also highlighted the positive effects of digital storytelling
on students. As observed in this research, students also desired to experience similar technologies in
other subjects. Furthermore, studies have shown that technology integration influences student
motivation across different age groups and subjects (Almali & Yesiltas, 2020; Karadag & Garip, 2021;
Sendal et al., 2008). Digital applications provide enriched content for subjects beyond geometry, serving
various learning objectives and outcomes. Research suggests that these technologies can be effectively
used in language learning, geography, and science education (Akbaba & Ertag-Kilig, 2022; Almali &
Yesiltas, 2020; Kus-Giirbey & Biiyiik, 2024; Karadag & Garip, 2021; Livingstone, 2015).
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Over time, using digital materials in education has enabled learning to occur across different times
and locations. As students and teachers adapt to this shift, resources, technologies, and sometimes even
curricula are continuously updated to optimize digital technologies. For example, in Tiirkiye's “Century
of Tiirkiye Maarif Model ([Tiirkiye Yiizyil1 Maarif Modeli] CTMM),” concepts such as digital literacy
have been defined by considering technological advancements and contemporary educational needs
(Banaz, 2024). Given the positive aspects of technology integration in enhancing primary school
students' learning through Web 2.0 applications and similar tools, teachers' knowledge and skills in
technology integration should align with these needs. Additionally, to ensure that primary school
students benefit effectively from these technologies, developing Turkish-language Web 2.0 tools is
necessary.

This study uniquely contributes to the literature by focusing on technology integration in primary-
level geometry, a rarely explored area, and by examining third-grade students' geometry learning
outcomes, which are seldom addressed at this grade level despite their critical role in early mathematical
development. Furthermore, employing an integrative mixed-method design has enabled a
comprehensive understanding by combining quantitative and qualitative perspectives. These features
position this research as a significant contribution to digital pedagogy and mathematics education. Based
on the findings, several implications can be drawn. The positive effects of Web 2.0 tools on student
achievement and motivation indicate the need for targeted teacher training on effective technology
integration. In addition, students' interest in experiencing similar digital practices in other subjects
suggests that Web 2.0 tools could be explored for cross-curricular applications. Finally, extending the
scope and duration of future studies and incorporating a broader range of digital tools in face-to-face
and hybrid learning settings could provide deeper insights into sustainable technology integration in
primary education.

This study also has limitations. The implementation was limited to six weeks during the spring term
of the 2020-2021 academic year, focused solely on the third-grade “Geometric Objects and Shapes”
unit, and involved only the experimental and control groups and the experimental group teacher.
Moreover, nine specific Web 2.0 tools were used, and the process was conducted via Zoom during
remote learning. Future research could address these limitations by expanding the duration, exploring
different grade levels and subjects, using a wider variety of digital tools, and applying the intervention
in face-to-face or hybrid environments.
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Ozet: Bu arastrmanin amaci, Genetigi Degistirilmis
Organizmalar (GDO) konusunun miinazara yOntemi
kullanilarak ele alindig1 durumlarda {iniversite 6grencilerinin
konuya iliskin goriislerini incelemektir. Arastirmada nitel
aragtirma desenlerinden biri olan durum galigmasi yontemi
kullanilmistir.  Katilimeilar, 2024-2025 egitim  §gretim
yilinda bir devlet {iniversitesinde 6grenim goéren 23 goniillii
ogrenciden olusmustur. Orneklem seciminde olasilik digt
ornekleme yontemi kullanilmigtir. Bu 6grencilerden 8’i aktif
miinazara gruplarina atanirken, digerleri jlri ve dinleyici
rollerine atanmustir. Veriler, aragtirmacilar tarafindan
geligtirilen ve uzman gorisleriyle sekillendirilen 6 acik uglu
sorudan olusan yar1 yapilandirtlmig goriisme formu
araciligiyla toplanmistir. Goriismeler, miinazara etkinligi
tamamlandiktan sonra ¢evrimigi olarak gerceklestirilmis ve
elde edilen veriler betimsel analiz ve igerik analizi yontemleri
kullanilarak ~ degerlendirilmistir. ~ Arastirma, miinazara
yonteminin Ggrencilerde elestirel diisiinme, empati, ¢ok
boyutlu diisinme ve iletisim becerilerini gelistirdigini;
konuya olan ilgi ve katilimi artirdigin1 gostermistir. Ancak
zaman yonetimi, katilim dengesizligi ve sosyal etkilesim gibi
bazi zorluklar gozlemlenmistir. Sonu¢ olarak miinazara
yonteminin dgrenmeye Onemli katkilar sagladigi, ancak
uygulamada zorluklarla karsilagilabilecegi goriilmektedir.
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Introduction

In recent years, the use of biotechnology and genetically modified organisms (GMOs) obtained
through biotechnological methods has become one of the most debated scientific issues worldwide
(Kaynar, 2009). The rapid increase in the world population, the increasing demand for food in parallel
with this increase, and the variability of climate conditions have necessitated the development of
technologies such as genetic engineering. Developed in 1973, this technology involves making changes
to the genetic material of organisms in order to obtain food products resistant to pests, weeds, and
environmental factors (Folkerth, 2015). Indeed, thanks to genetic modification, food processing has
been facilitated. For example, the “Flavr Savr” tomatoes developed by the California-based company
Calgene in 1992 were engineered to have a longer shelf life and to be resistant to spoilage, and gene
editing has been used to enhance the color and appearance of potatoes (Castro, 2022).

GMOs are artificial biological products obtained by transferring a gene or regulatory element from
one organism into the genetic structure of another. These organisms are designed to develop resistance
to drought, frost, pests, soil salinity, acidic conditions, and other harsh environmental factors, while also
reducing labor and chemical use by increasing production efficiency (Nunez et al., 2016; Gergek, 2020).
However, it has been reported that although their production is not directly dangerous, GMOs may lead
to the formation of harmful compounds under certain conditions. Therefore, increasing individuals’
knowledge and awareness about GMOs is of great importance (Gergek, 2020; McFadden & Lusk, 2015).

Today, scientific and technological developments do not only lead to technical advances, they also
lead to social, ethical and political effects. Issues such as GMO foods, nuclear power plants and artificial
intelligence are examples of scientific developments that directly affect human life and affect social
decision-making processes (Zeidler & Nichols, 2009). Such issues are defined as social-dimensional
scientific issues that have not yet been agreed upon by society at large and that need to be shaped by the
active participation of the public. In fact, individuals' attitudes towards these issues are generally shaped
based on their emotional, personal and economic preferences (Temelli & Kurt, 2011).

In this context, it is very important for students to be exposed to current, controversial issues such as
GMOs from an early age and to be informed about these issues in terms of developing scientific literacy.
However, when the literature is examined, it is seen that studies on GMOs largely focus on student
opinions and students are not encouraged to think deeply about this issue (Ebuehi & Ailohi, 2012;
Folkerth, 2015; Iscen & Cankaya, 2024; Ozel & Gokmen, 2020; Maeas et al., 2016; Uzoglu & Bahadir,
2024; Yikm et al., 2017). At this point, one of the effective methods that can be used in the teaching
process is debate. Debate is defined as a method that is based on the mutual discussion of two groups
with different opinions by defending their own ideas and especially develops classroom democracy
(Freeley & Steinberg, 2013; Kuzgun, 2000). Classroom debate practices contribute to the development
of critical thinking, self-expression and discussion skills by ensuring active participation of students in
the lesson (Kennedy, 2009; Sofu & Demirkol, 2024). Studies show that this method provides positive
contributions to academic and social development, especially for older students (Bell, 1996; Benzer &
Peker, 2022; Cabuk & Yeni, 2016; Linn et al., 1998).

The university period is a period when individuals reach maturity to express their own ideas
emotionally and cognitively. During this process, creating environments where students can discuss
different opinions and express themselves is very important for both their psychological and social
development (Kerse & Oktaysoy, 2024). The main purpose of the debate is to ensure that students
acquire a culture of discussion by developing their multi-faceted thinking skills, especially on current
issues (Oguzkan, 1970).

In this context, addressing a current and multidimensional issue such as genetically modified
organisms with university students using the debate method is of great importance in terms of supporting
their critical thinking, questioning, scientific reasoning and idea generation skills. In particular, methods
that ensure active participation of students are needed so that controversial scientific issues can be
evaluated not only at the level of gaining information but also in social and ethical contexts (Taspinar,
2004). In this context, the debate method stands out as an effective teaching technique in terms of making
students think about the issue under consideration, allowing them to gather information, encouraging
them to share ideas and solution proposals and evaluating the issue from different perspectives
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(Kiigiikahmet, 2005). Therefore, it is wondered to what extent students interact with such methods
during the education process and how this interaction is reflected in their intellectual development.
Based on this, this study aims to determine the opinions of students when the issue of genetically
modified organisms is addressed with university students using the debate method. Therefore, the study
is important in that it examines how the debate method functions as a teaching tool on a controversial
scientific issue such as GMOs.

To this end, the following sub-problem was sought:

* What are university students’ opinions about genetically modified organisms (GMOs) when the
topic is discussed through the debate method?

Method
Research Model

In this study, the case study method, one of the qualitative research designs, was used. A case study
is a research approach in which the researcher examines one or more specific cases in depth over time
using multiple data sources (such as observations, interviews, audiovisual materials, documents and
reports) and qualitatively defines the themes and phenomena related to these cases (Creswell, 2007).
This study adopted a case study approach to examine in depth university students’ views on the use of
the debate method in teaching the topic of genetically modified organisms (GMOs) by posing more
focused

Participants

The research was conducted with 23 students studying at a state university in the 2024-2025
academic year. Purposive sampling method was chosen in the study because the research process was
planned and managed by the researcher conducting the course in a natural classroom environment. Eight
students were selected on a voluntary basis, and these students were divided into two debate groups,
each consisting of four people, based on their voluntary participation. Other students who did not
directly participate in the debate process were assigned to two different roles in order to ensure a multi-
faceted evaluation of the process. Some of these students served as juries; they evaluated the debate
performances in line with pre-determined criteria such as mastery of the subject, speaking skills,
persuasiveness of the defense, success in refuting the opposing side’s views, use of gestures and facial
expressions, and effective use of time, and provided feedback. Other students, on the other hand,
carefully monitored the process as spectators (listeners), developed awareness of the subject, and
achieved learning outcomes. These roles were structured to increase interaction and enrich the learning
process by ensuring that students participated in the debate activity at different levels of responsibility.

Data Collection Tool

In this study, a semi-structured interview form was developed to collect students' opinions on the
debate method. The content of the form was prepared by the researchers after a literature review (Benzer
& Peker, 2022; Eken & Unal, 2024; Sofu & Demirkol, 2024) and was presented to two academicians
who are experts in the field of biology education for evaluation. In line with the suggestions of the
experts, the necessary adjustments were made in terms of clarity and scope in the questions. Then, the
form was finalized by conducting a pilot application on three students. The six open-ended questions in
the form were selected in accordance with the objectives of the study. During the data collection process,
the interview form was presented to the students online via Google Form after the debate activity was
completed.

In order to obtain more in-depth opinions about the discussion method applied to the students, the
benefits of the discussion method (interest in the lesson, positive skills gained, self-expression, listening
to the other person, etc.) and its negatives were asked in the interview questions. The questions in the
form are as follows:

1. How did the GMO topic feel to you when it was taught using the debate method? Why?

Qnternational gPrimaty fducational gResearch Journal

367



2025, 9(3): 365-376 Meryem KONU KADIRHANOGULLARI, Esra OZAY KOSE

2. What were the biggest benefits of this method for the course, and what were the biggest challenges
you encountered? Explain.

3. How do you evaluate this method in terms of expressing your own opinions and listening to the
ideas of others?

4. Which skills do you think you developed the most during the debate process? (Examples: speaking,
listening, critical thinking)

5. Did your thoughts about GMOs change at the end of the course?

6. Did the debate increase your interest in the course? Why?

Implementation Process

Before the debate activity, students were provided with basic information about the topic to be
discussed and the debate rules were explained in detail. Participants were divided into two groups of
four: “GMOs are beneficial” and “GMOs are harmful”. They were prepared with arguments, statistics,
visuals and current examples to support their views. During the debate process, the groups presented
their views one by one, this process was observed and their performances were evaluated. The Debate
Evaluation Grid, which is widely used in the literature, was used in the performance evaluation. This
grid allows the performance of the speakers to be evaluated according to certain criteria. The jury,
consisting of four students, scored each speaker individually according to these criteria. The scale
allowed for a total evaluation out of 100 points. The evaluation criteria and score distribution are
presented in Table 1. In the average evaluation made according to this table, the “GMOs are harmful”
group received 80 points and the “GMOs are beneficial” group received 65 points. Other students, on
the other hand, carefully monitored the process as spectators (listeners). The application took 50 minutes
in a natural classroom environment.

Table 1. The debate evaluation grid

NAME/SURNAME: .......c.oe oot eiie e ee et et e e e
1.Mastery of the subject (20p) : ..........

2. Speaking skills (stress, intonation, good sentence formation, speaking Total:
without looking at the paper) (20 p) : ..........

3. Being convincing in your defense (documents, statistics, pictures,
newspaper and magazine news, current events examples) (20 p) : ........

4. Success in refuting the other party's ideas (15p) : .......
5. Gestures and facial expressions (15p) :..........

6. Use of time (10 p) : ..........

After the discussion was completed, a semi-structured interview form was applied online via
Google Form to further evaluate the students' experiences and opinions. Visuals of the course
implementation process are presented in Figure 1.
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Figure 1. Images from the Debate Method Implementation
Data Analysis

Qualitative data collected from the semi-structured interview form were examined using descriptive
analysis and content analysis methods. Student responses were carefully examined; common codes,
categories and themes were created based on the data. A table providing visuals of the theme, codes and
categories is given in the findings. This analysis process was carried out independently by both
researchers. Later, the researchers compared the analysis results and exchanged views on the codes and
themes they obtained. The points of disagreement were discussed and a common decision was reached
until a consensus was achieved. The students' views were presented in meaningful groups under these
themes, and frequently repeated expressions were supported by direct quotations.

Validity and Reliability

In order to ensure reliability and validity in qualitative research, the concepts of credibility,
transferability, consistency and confirmability are accepted as basic criteria (Yildirim and Simsek,
2016). In order to ensure the credibility of the research, the data collection tools were revised in line
with the opinions of biology education experts. Direct quotes from students' opinions were included to
increase transferability. In order to ensure consistency, the data were coded independently and the
minimum 70% consistency criterion stated by Miles and Huberman (1994) was taken as basis; in the
current study, the consistency between coders was found to be 88%, which shows the reliability of the
study. It was noticed that the 12% difference was concentrated in the coding of negative opinions, and
by negotiating on these codes, consistency was achieved between the two researchers to reach 100%.
Finally, for the purpose of confirmability, all data collected during the research were stored and kept
ready for examination when necessary.

Findings and Discussion

In this study, it was aimed to obtain students’ opinions on GMOs by using the debate method. The
debate sessions provided students with the opportunity to discuss GMOs from different perspectives and
develop their thoughts on this subject. The findings are analyzed in Table 2.
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Table 2. Students' opinions after the debate

What are the positive and negative aspects of teaching the course with this method? Can you explain

why?

Theme Category Code
POSITIVE Deep understanding of the subject  Persistence
OPINIONS

Discussion Skills

Higher order thinking skills

Collaboration and teamwork

Communication skills

Increased motivation and
participation

Increasing Awareness of Ethical
and Social Issues

Increased self-confidence

To gain new information
To learn the benefits and harms of GMOs
To help learn in detail what GMOs are

To learn that GMOs are beneficial when used

under control

To have information about unknown or
misconceptions

To be more understandable

Empathy

Opportunity to evaluate different ideas
Exchange information

Opportunity to hear different opinions
Problem solving skills

Critical thinking

Self-assessment

Realizing the benefits of group work
Being able to distribute tasks within a group
Developing a sense of responsibility
Speaking skills

Listening skills

Persuasion skills

Using gestures and facial expressions
Interest in the lesson

Participation in the lesson

Enjoyment

Ensuring that they become conscious

individuals
Increasing sensitivity to such issues

Being aware of social responsibilities

Participation of people with low self-esteem
in class
Ability to express oneself

NEGATIVE Time management issues
OPINIONS

Participation Imbalance

Divergence of the Subject
Negative Social Interactions

Lack of time to convey some ideas
Taking too much time for preparation
Not giving the right to speak

Shy students falling behind
Deviations from the purpose

Inability to control stress
Noise/interruption

Offensive expressions

Raising voice/shouting

The findings of this study show that the debate method enables students to understand the subject of
Genetically Modified Organisms (GMOs) in a multidimensional way. “What are the positive and
negative aspects of teaching the course with this method? Can you explain the reasons?” The answers
given by the students to this question were divided into two themes as positive and negative. Positive

opinions were classified into various categories among themselves:
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In the Deep Understanding of the Subject, students mentioned the permanence of the information
learned, its comprehensibility and detailed learning of the benefits and harms of GMOs. The debate
process provides students with the opportunity to learn and compare different perspectives on a subject.
This allows students to understand the subject in depth, not superficially. In particular, the topics
discussed are usually complex and multifaceted issues that do not have a single correct answer. This
helps students examine the subject from different perspectives. One student stated, “This time we looked
not only at the genetic aspect, but also at the impact of corporations and the problem of hunger. I thought
more holistically.” Doody and Condon (2012) emphasized that debate provides conceptual depth instead
of superficial learning. The findings also support this view. In addition, students stated that they turned
to different sources such as the Internet, journals and scientific articles during the preparation process
before the debate. It was emphasized that the research process helped them understand the subject more
deeply. Another student stated, “Just reading a book wasn’t enough, I also researched on the Internet.
For example, I found a recent news story about GMO corn. We used that in the discussion.” Omelicheva
(2007) emphasizes that debate increases students’ information literacy and encourages academic
research. This finding shows that students tend to access information more consciously. Since students
actively discuss the topic, they learn information more effectively than just listening (Omelicheva,
2007).

In gaining discussion skills, students mentioned being able to empathize, having the opportunity to
evaluate different ideas, having the opportunity to hear different opinions, and exchanging information.
The debate method not only gives students the opportunity to defend their own ideas but also allows
them to listen to different ways of thinking. This process encourages students to empathize and
understand the perspectives of others. This develops students’ tolerance, open-mindedness, and their
ability to evaluate different ideas. One student stated, "I was actually completely against GMOs, but
being in the defense group made me think. They were right too."” This situation is consistent with the
findings of Bellon (2000) and Zare & Othman (2013) regarding the democratic values and empathy-
enhancing effect of debate. Students often have to defend opinions that are contrary to their own. This
forces them to understand different thought systems and to empathize (Bellon, 2000). In addition, debate
teaches them to express disagreements in a respectful manner. This contributes to the development of
democratic culture (Zare & Othman, 2013).

In the Development of Higher-Order Thinking Skills, students mentioned problem-solving skills,
critical thinking skills, and self-assessment. The debate method requires students to understand and
defend opposing views on a particular topic. This process encourages students not only to express their
own views, but also to carefully analyze the arguments of others and to think critically in a logical
manner. Students learn to think deeply about a topic and gain the ability to evaluate different
perspectives. One student stated, "I used to think that GMOs were only harmful, but when I learned
about their beneficial aspects, I got confused and rethought.” This finding is consistent with the findings
of Kennedy (2007), who revealed that debate encourages critical thinking. Debate allows students to
think deeply about a topic, analyze and evaluate opposing views. This process significantly increases
their critical thinking skills (Kennedy, 2007). In addition, during debate, students often have the
opportunity to review their own thoughts and arguments. This allows students to evaluate themselves
and realize their shortcomings. It also enables them to make a constant effort to learn from the ideas of
others and express themselves better (Doody & Condon, 2012).

In the development of collaboration and teamwork skills, students mentioned the benefits of group
work, the ability to distribute tasks within the group, and the development of a sense of responsibility.
Debate usually involves group work. This allows students to develop their problem-solving skills by
working together. Exchanging ideas, sharing information, and producing solutions together within the
group reinforces students’ cooperation skills. In addition, such group work also contributes to the
development of students’ social skills. Moreover, debate allows students to play an active role in their
own learning processes. Before participating in the debate, each student must collect information about
the subject, prepare arguments, and present these arguments logically. This encourages students to be
responsible for their own learning and to take more responsibility in classes. During the debate process,
students stated that they worked together by sharing tasks within the group, discussed different ideas,
and created a common defense plan. One student expressed this as follows: “When we worked as a team,
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we completed each other. We decided together who would defend what.” This is consistent with Doody
and Condon’s (2012) finding that debate supports collaborative learning. Group debate preparations
improve students’ skills in working together, sharing tasks, and exchanging ideas (Doody & Condon,
2012).

In terms of acquiring communication skills, students mentioned speaking, listening skills, persuasion
skills and being able to use gestures and facial expressions. Debate provides a great opportunity for
students to express themselves, present their arguments properly and persuade logically when faced with
opposing ideas. These skills provide significant advantages to students not only at school but also in
their future professional lives. Students develop their listening and speaking skills, thus enabling them
to communicate more effectively. Students emphasized that during the debate, they listened to ideas
opposing their own and tried to give logical responses instead of aggression. One student stated, “A¢
first, I was angry with what the other party said, but then I saw that they were right in their own way. [
tried to be respectful while discussing.” This finding supports the findings of Zare and Othman (2013)
that debate develops a social discussion culture in students. Students stated that they made their
expression more effective by consciously using their hands, gazes or postures while expressing their
ideas. "When I spoke, I tried to explain not only with words but also with my hands. I emphasized with
my hand when [ said something especially important.” This statement is consistent with the study of
Goodwin (2003), who stated that the use of body language together with verbal expression skills is
important for the student's self-confidence and effective communication.

In terms of increasing motivation and participation, students mentioned the interest in the lesson, the
fun of the lesson and the increase in participation in the lesson. The debate method encourages students
to participate in the lesson more actively. Students enjoy including their own ideas in the discussions
and this increases their motivation for the lessons. Increasing their personal interest in the subject leads
students to do more research and focus on the subject more deeply. Some students stated that the debate
activities were different from the classical lecture and therefore they participated in the lesson more
willingly. “Normally, I was bored in science class, but this time the subject caught my attention. Because
we did not just listen, we discussed.” This view supports the findings of Doody & Condon (2012) that
students’ interest in the lesson and their positive attitudes increased with active learning methods. Some
students stated that the competition atmosphere of the debate made them more willing: “The other group
was very ambitious. We worked hard to win. This got me hooked on the lesson.” This finding is
consistent with Omelicheva's (2007) view that debates increase students' motivation to learn by creating
a natural competitive environment.

In increasing sensitivity to ethical and social issues, debates on complex topics such as GMOs,
environmental issues, and social inequality provide students with the opportunity to think about ethical
and social responsibilities. Students learn to consider ethical dimensions and social impacts when
discussing a topic. Some students stated that they established a connection between their individual
consumption preferences and their impacts on society thanks to the debate: “When I buy a product, 1
started to think, ‘Is this healthy? Does its production harm nature?’ It would never have occurred to me
before.” This statement is parallel to the findings of Omelicheva (2007), indicating the power of debate
to create social awareness along with critical thinking. Students stated that they had the opportunity to
discuss not the unlimited applicability of scientific developments but their ethical impacts on society:
“GMOs can be made with technology, but is everything that can be made right? This is the first time I
have thought about this question so much.” This view is consistent with the study of Kolstg (2001),
which emphasizes that socio-scientific discussions develop students’ ability to question the relationship
between science and ethics. Some students stated that during the debate process they realized that the
GMO issue was not only an individual issue but also an environmental and global issue: “I realized that
changing a seed affects not only the farmer but also nature, biodiversity, and our future. I did not think
in such broad terms before.” This statement supports the findings of Zeidler et al. (2005) that structured
discussions such as debates develop global responsibility and environmental awareness in students.

In increasing self-confidence, the debate method provides a platform for students to express their
opinions freely. Defending their own ideas, voicing them and creating convincing arguments against
others increases students’ self-confidence. This process allows students to feel more confident and
participate more actively in lessons and group work. Communication skills such as speaking, expressing
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ideas and persuasion also improved during the debate process. Some students stated that they were shy
at first but their self-confidence increased over time. “At first I was shy to speak but with the support of
my friends I expressed myself. Now I speak more comfortably in other lessons.” This situation is parallel
to the findings of Goodwin (2003) that debate increases verbal expression skills and self-confidence.
Another student stated, “I normally do not raise my hand in class but I came prepared because I knew
1 had to speak in the debate. I was excited while speaking but I got used to it later.” This statement is
parallel to the study by Kennedy (2007) in which it was stated that debate supports students’ verbal
expression and self-confidence gains.

In addition to the positive aspects that the debate method provides to students, like every teaching
method, debate also has some negative aspects. When these negative aspects are supported by the
opinions of the students, it contributes to making more balanced decisions in the teaching process. The
negative aspects of using the debate method in classes are discussed below, together with the opinions
of the students:

One of the most frequently expressed negatives is time management. If the debate method is not
planned well, it can lead to time management problems. It can be time-consuming for all students to
have a say during the lesson and for the topic to be discussed. The student statement, “Debate takes a
lot of time. We cannot move on to other topics. A discussion lesson sometimes covers the entire topic.”
supports this. Kerse and Oktaysoy (2024) emphasize that good time management is essential for the
debate to be effective; otherwise, there may be delays in achieving the teaching goals. In addition,
preparation for the debate before the lesson requires extra time and has been evaluated as a negative.
When students participate in the discussion unprepared or with incomplete information, incorrect
information can circulate in the classroom. Failure to correct this incorrect information can cause
students to have misconceptions. Serious preparation is required for an effective debate. If students do
not make this preparation, the discussion remains superficial. The teacher should also carefully select
the topics and manage the process well, otherwise the educational efficiency will decrease.

One of the negative aspects of debate is the participation imbalance and passive students. Not every
student may participate equally in the discussions. Shy students or students with poor communication
skills may remain in the background. Dominant students may lead the discussion, which disrupts a
democratic environment. Debate usually allows dominant and socially more active students to come to
the fore in the classroom. This can cause some students to remain passive. One student stated, “The
talkative students of the class always speak. The quiet ones always remain in the background. Even if |
express my ideas, I have difficulty expressing myself.” In a study, it was stated that some students remain
in the background in classes conducted with the debate method, and especially introverted individuals
have difficulty in active participation (Karatay & Demirel, 2020). In addition, debate can be a serious
source of stress for students with a fear of public speaking. This situation can reduce the student's self-
confidence. “Speaking in front of everyone in a debate makes me very nervous. When it is my turn to
speak, my heart pounds and my hands and feet shake.” is an example of this situation. In their research,
Kerse and Oktaysoy (2024) found that some students participating in the debate process experienced
high levels of anxiety and this negatively affected the learning process.

Another negative aspect is that sometimes the transfer of information can remain in the background
in a debate, as the subject gets distracted or deviates from the purpose. Discussions can sometimes
deviate from the subject. Students can personalize the subject or go into unnecessary details. When the
purpose of the debate becomes "winning" rather than learning, pedagogical value can decrease. When
students focus only on refuting the other side, deep learning may not occur. Students may focus on
defeating the other side instead of discussing the information on the subject in depth, with the ambition
to win. There is a statement like “/t is not what the subject is, but who we silence and how it is important.
Everyone focuses not on the subject, but on how to refute the other side.” Demirel (2016) states that if
the debate method is not carried out carefully, it can deviate from the pedagogical goals and turn into a
form where only competition is emphasized.

Another negative aspect has been identified as negative social interactions. During the debate, there
may be polarization, personal conflicts, unnecessary noise or hurtful statements. Some students may
experience a loss of self-confidence due to being criticized or defeated. There are students who use
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expressions such as, “When we debate, the discussion with our friends is like a fight. Voices are raised,
hurtful statements are used and a stressful environment is created.” Excessive competition can lead to
personal conflicts and disruption of classroom harmony during the debate. In addition, students may
have difficulty distinguishing between an idea and a person. Kerse and Oktaysoy (2024) stated in their
research that emotional tension was experienced among some students during the debate process and
that harmony within the group could be disrupted.

Conclusion And Recommendations

The research demonstrates that the debate method contributes to students’ detailed understanding of
the topic of GMOs. Students stated that this method increased the comprehension of the topic, made the
information learned more permanent, and gave them a better understanding of the benefits and harms of
GMOs. It was noted that sharing tasks within the group contributed to responsibility, collaboration, and
teamwork. Additionally, some students reported that this method improved their speaking and listening
skills. It was also observed that this method increased their interest in the lesson, encouraged
participation, and made the lesson more enjoyable. Students also mentioned disadvantages of the
method, such as time constraints, some students remaining passive, or taking less of a voice in
discussions. They further stated that negative situations, such as occasionally straying from the topic,
the discussion shifting from knowledge sharing to a desire to win, and personal tensions, were
experienced. Therefore, when well planned, the debate method can be quite effective; however, being
aware of the aforementioned drawbacks and taking precautions will ensure the method achieves its
purpose. Some suggestions can be offered for this situation:

1. According to the findings of the first study, students experienced difficulties with time
management. For time management, giving each speaker a certain amount of time both prevents
unnecessary prolongation and gives students effective expression practice. In addition, by
preparing before class, determining the topic of discussion in advance and giving it to the students,
the class time is devoted only to practice. Guiding students during the preparation process can
also shorten the preparation process.

2. In this study, due to both class size and time constraints, not all students were assigned the same
tasks, and therefore, not all students participated equally. To encourage participation and ensure
equality, the whole class should be divided into groups and everyone should be given a role, so
that even shy students can participate. Quiet students should be included in the discussion by
asking direct, constructive questions with guiding questions. Dominant students can be prevented
from dominating the discussion by establishing rotational speaking rules or giving them the right
to speak in turns.

3. In some cases, straying from the topic occurred, and some suggestions have been made to address
this. To prevent straying from the topic, a moderator (student or teacher) should be assigned to
manage the process in a way that prevents the discussion from straying from the topic. It can also
be effective to set simple rules that will warn you when you stray from the topic (e.g. “back to the
topic” cards).

4. Some negative social interactions were encountered during the discussion. In order to reduce
negative social interactions, rules of conversation should be determined within a respectful
framework and the emphasis should be on refuting ideas rather than criticizing. An environment
of emotional trust should be created and students should be reminded frequently that their ideas
are valuable. In addition, learning should be emphasized rather than judgment. The idea that
debate is not a competition but a learning method should be emphasized, and students should be
rewarded for what they learn instead of for winning. Awards such as “The Most Interesting
Information,” “The Best Defense,” or “The Most Improved Group” can be given.
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Abstract: This study was conducted to examine how primary
and middle school students perceive the image of their school
principal through metaphors. The study group consisted of
673 students selected from primary and middle schools using
criterion sampling. However, 307 participants were excluded
from the analysis as they did not meet the study criteria,
resulting in a final sample of 366 students. Data were
collected by asking participants to complete the sentence:
"The school principal is like ... because ...". The collected
data were analyzed through content analysis, and the
metaphors were categorized to systematically examine
students' perceptions. The findings revealed that primary
school students generated 69 metaphors, while middle school
students produced 112 metaphors. These metaphors were
grouped under two main themes and five categories. The
results demonstrated developmental differences in the
perception of principals across grade levels. Primary school
students predominantly viewed the principal as a protective
and supportive figure, whereas middle school students
emphasized authority and control, showing more pronounced
negative attributes. According to the findings, student
perceptions were primarily concentrated in the categories of
“Leadership” and “Emotional Support,” while fewer
metaphors were associated with the categories of
“Communication” and “Ethics.” Although primary school
students frequently likened the principal to a “teacher” or
“president,” middle school students more often used
metaphors such as “father” and “president.” Overall, the
results indicate that the school principal is perceived
primarily as both a leader and a protective figure.
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Ozet: Bu galisma, ilkokul ve ortaokul 6grencilerinin goziinde
okul miidiiriiniin nasil bir imaja sahip oldugunu metaforlar
araciligiyla ortaya c¢ikarmak amaciyla  yapilmustir.
Arastirmanin ¢aligma grubuna 6lgiit 6rnekleme yontemiyle
secilen ilkokul ve ortaokul kademelerinde 6grenim goren
toplam 673 Ogrenci katilmistir. Ancak Odlgiitlere uygun
olmayan 307 6grenci elenmis, 366 dgrenci olusturmustur. Bu
aragtirmada veriler, katilimcilardan "Okul miidiiri... gibidir,
¢linkii..." ciimlesini kendi diislincelerine gore tamamlamalari
istenerek toplanmistir. Toplanan bu veriler, igerik analizi
yontemi kullanilarak kategorilere ayrilmis ve Ogrencilerin
okul miidiiriine iliskin algilar1 sistematik bir sekilde analiz
edilmistir. Arastirmada; ilkokul 6grencilerinin 69, ortaokul
ogrencilerin 112 metafor irettikleri sonucuna ulasilmistir.
Uretilen metaforlar 2 tema ve 5 kategoriye ayrilmustir.
Aragtirma bulgulari, ilkokul ve ortaokul 6grencilerinin okul
midiri  algilarinda  gelisimsel  farkliliklar  oldugunu
gostermektedir. Ilkokul o6grencileri miidiirii daha ¢ok
koruyucu ve destekleyici bir figiir olarak algilarken, ortaokul
ogrencilerinde otorite ve denetim vurgusunun one ¢iktigi,
ayrica olumsuz niteliklerin daha belirginlestigi goriilmustiir.
Arastirma sonuglarma gore, Ogrencilerin okul miidiiriine
iliskin algilar1 en c¢ok "Liderlik" ve "Duygusal Destek"
kategorilerinde yogunlasmustir. Buna karsihik, "Iletisim" ve
"Etik" kategorilerinde daha az metafor iiretilmistir. {lkokul
ogrencileri, miidiirii genellikle "baskan" ve "Ogretmen"
benzetmeleriyle ifade ederken, ortaokul 6grencileri ise "baba"
ve "baskan" metaforlarini daha sik kullanmistir. Bu bulgular,
okul miidiiriiniin 6ncelikle bir lider ve koruyucu figiir olarak
algilandigini géstermektedir.

Anahtar Kelimeler: Okul miidiirii, ilkokul &grencileri,
ortaokul dgrencileri, metaforik algi
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Introduction

Education is one of the fundamental needs of society, and this process is largely carried out through
schools (Yanar, 2021). As educational organizations, schools play a critical role in social development
and individual transformation. Within this process, school principals emerge as key actors who guide,
motivate, and coordinate teachers, students, and other stakeholders in line with organizational and
educational objectives (Bagaran, 1994). Lunenburg and Ornstein (2013) define the duties of principals
as being shaped by the geographical and social context of the school, but essentially involving
responsibility for the functioning of the institution and the effectiveness of teaching and learning
processes.

In today's educational systems, the roles expected of school principals have diversified and deepened
considerably. Beyond traditional administrative tasks, principals are expected to demonstrate
competence in instructional leadership, strategic planning, institutional communication, community
relations, and professional development (Balyer, 2012). As effective instructional leaders, principals
should possess strong knowledge of curriculum and pedagogy supported by research, play a
motivational role in learning processes, and create an environment that promotes the continuous growth
of teachers, students, and themselves (Yavuz, 2015). Leadership styles and managerial approaches
adopted by principals must align with the core goals of the educational system and its legal framework.
Leadership goes beyond administrative duties and constitutes a vital element that directly shapes the
quality of education and students' academic success (Hiraoglu & Hiraoglu, 2023).

Students' perceptions of the school principal stand out as a crucial factor influencing their attachment
to school and academic motivation (Kazak & Yaylali, 2023). In this regard, the leadership behaviors
demonstrated by principals significantly affect students' learning processes, teachers' professional
motivation, and the overall school climate (Aktas & Ozgenel, 2020).

The Concept of Metaphor in Educational Research

Understanding how students perceive their school principals requires not only examining leadership
behaviors but also exploring the conceptual frameworks through which these perceptions are formed.
One effective approach for analyzing such perceptions is metaphor analysis, as metaphors enable
individuals to articulate abstract ideas and complex experiences in more concrete and relatable forms.

According to the Turkish Language Association (2021), the word "metaphor" is used synonymously
with "analogy" or "borrowing." The term originates from the Greek word metaphora, which combines
meta (beyond) and pherein (to carry), meaning "to transfer from one place to another" (Corbett &
Connors, 1999). In the literature, the concept of metaphor has been defined in various ways by different
scholars. Forcenville (2002) explains it as the way a person expresses a concept through analogies, while
Aristotle (2008) describes it as attributing a new meaning to a word beyond its literal sense. Lakoff and
Johnson (2005) define metaphors as "mental mechanisms that shape our everyday lives," whereas Saban
(2008) emphasizes that a metaphor is "worth a thousand words" because it provides a conceptual
framework for making sense of complex phenomena. Cerit (2008) underlines metaphors as tools that
enable individuals to explain how they perceive events and phenomena around them through analogies.
All these definitions highlight the critical role of metaphors in individuals' processes of understanding
and mentally structuring the world (Arslan & Bayrake1, 2006). Similarly, Shuell (1990) noted that "if a
picture is worth a thousand words, a metaphor is worth a thousand pictures," emphasizing their power
in learning processes.

Fundamentally, metaphors serve as cognitive tools that link two distinct elements through language.
In this process, a similarity is established between a well-known concept and a less familiar one.
Therefore, as both conceptual and cognitive tools, metaphors play an important role in language learning
and teaching (Miao, 2023). The use of metaphors as tools in problem-solving today lies in their ability
to foster free thinking, encapsulate complex ideas in a single term, and provide easier access to affective
data (Kog, 2014). According to Balci (2008), metaphors contribute to understanding organizations by
reflecting diverse perspectives. In the field of educational administration, metaphors serve as an
important tool for comprehending the organizational structure of schools and evaluating administrators'
behaviors (Balci, Demirkasimoglu, Erdogan, & Ak, 2011). Yal¢in and Erginer (2012) further suggest
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that they allow an understanding of how administrators are perceived by members of the organization.
Metaphors are commonly classified into eight types: structural, orientational, ontological, conceptual,
abstract-concrete, mixed, implicit, and dead metaphors (Atahan, 2023). The Contemporary Theory of
Metaphor, however, categorizes them under three main types: structural (conceptual), ontological, and
orientational metaphors (Kegeci, 2020).

In Tiirkiye, metaphorical studies on education began to spread widely in the late 1990s (Balct, 2011).
These studies mainly focused on concepts such as students, teachers, administrators, and school culture
(Cerit, 2008; Yalgin & Erginer, 2012; Ozdemir, 2012). On the other hand, research specifically
analyzing perceptions of school principals through metaphors has been limited. International studies
such as Heffernan (2019) and Hernandez-Amords and Martinez Ruiz (2018) demonstrate that
perceptions of principals are shaped by cultural and contextual factors. This study is therefore expected
to fill an important gap in the field by offering a comprehensive and up-to-date comparison of students'
perceptions across different educational stages in Tiirkiye using metaphor analysis. It is also anticipated
to serve as a guide for future studies. The findings may contribute to principals' development of effective
communication strategies with students at different grade levels. Highlighting the differences in
students' expectations of principals across developmental stages may guide administrators in adopting
age-appropriate communication approaches, thereby supporting a positive school climate. Furthermore,
the Ministry of National Education can utilize these findings to enrich in-service training programs for
school principals, especially in areas such as student psychology, effective communication, and
leadership strategies aligned with developmental stages. Ultimately, this study is expected to provide
significant contributions to the effective management of schools and the creation of learning
environments sensitive to student needs. Accordingly, the research seeks to answer the following central
questions:

1. What metaphors do primary and middle school students hold regarding the concept of the school
principal?

2. Under which conceptual categories can these metaphors be grouped according to their shared
characteristics?

Methodology

This study aimed to explore primary and middle school students' perceptions of their school principal
through metaphors. The research was designed within a qualitative framework, and qualitative research
methods were employed throughout all stages—from data collection to interpretation of findings.

Study Group

The study group was formed using criterion sampling, one of the purposive sampling methods. This
method enables the selection of participants who meet predetermined criteria (Biiylikoztiirk et al., 2014).
The key criterion in this study was that students must have been acquainted with their school principal
for at least one academic year. For this reason, first and fifth grade students, who were likely to have
known their principals for less than a year, were excluded from the study. The research was conducted
during the 20242025 academic year in Balikesir province, Tiirkiye, with a total of 673 students from
primary (2nd, 3rd, and 4th grades) and middle (6th, 7th, and 8th grades) schools. However, 307 students
who did not meet the criteria were excluded, resulting in a final study group of 366 participants.

Data Collection Tool

To reveal primary and middle school students' perceptions of the school principal through metaphors,
a data collection form developed by the researcher was used. The form consisted of a single open-ended
prompt: "The school principal is like ... because ..." The study was conducted with volunteer
participants from various public schools in Balikesir province during the 2024-2025 academic year,
provided they met the criterion of having known their school principal for at least one year. Data were
collected through face-to-face sessions, and students' metaphorical expressions were recorded directly
from their written responses.
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Data Analysis

The metaphors generated by students in response to the prompt "The school principal is like ...
because ..." were analyzed using content analysis, a qualitative data analysis technique. In the first stage,
all responses were reviewed; those that did not constitute a metaphor, lacked justification, or were
logically inconsistent were excluded. Accordingly, responses from 307 participants were eliminated,
leaving 69 valid metaphors from primary school students and 112 from middle school students for
analysis.

In the second stage, the metaphors produced by students were examined in detail based on their
common characteristics. Themes and categories were established by considering the subject, source, and
rationale of each metaphor. To ensure reliability, the list of metaphors and categories were independently
evaluated by two field experts. The experts' categorizations were compared using Miles and Huberman's
(1994) formula for inter-rater reliability, yielding a high agreement rate of .94, which confirmed the
consistency and reliability of the categorization. To directly reflect student perspectives, direct
quotations from participants' responses were included in the analysis. The codes "P2.1, P2.2, ..." were
used to represent primary school students, while "S6.1, S6.2, ..." were assigned to middle school
students.

Findings

In this section, data reflecting primary and middle school students' metaphorical perceptions of the
school principal were analyzed in accordance with the study's objectives. The results are summarized
below. The themes and categories derived from student responses, along with their interrelationships,
are presented in Figure 1.

THEMES AND CATEGORIES QBTAINED

I\

\ 4

[INDIVIDUAL| sociaL|

/

ILEADERSHIP|  SELF-DISCIPLINE|  [EMOTIONAL SUPPORT | [COMMUNICATION| ETHICS]

Figure 1. Themes and categories derived from students' metaphorical perceptions of the school principal

First, the metaphors generated by primary and middle school students were categorized and are
presented in Table 1 and Table 2

Qnternational gPrimaty fducational gResearch Journal

380



2025, 9(3): 377-391

Burak ER, Ahmet Melih GUNES

Table 1. Metaphors produced by primary school students regarding the school principal

Metaphor ~ f  Metaphor f  Metaphor f Metaphor f
teacher 15 commander 2 film founder 1 book 1
president 14 king of the forest 2 powerful person 1 sultan 1
lion 8 agent 1 referee 1 clown 1
king 6 friend 1 ghost 1 cotton 1
bee 4 soldier 1 speedometer 1 cotton candy 1
father 4 lion king 1  chocolate-filled mint candy 1 robot 1
brain 4 lawyer 1 emperor 1 warm house 1
president 4 baklava 1 guardian angel 1 spiderman 1
mother 3 mayor 1 captain 1 coach (sports) 1
parents 3 computer 1 orchestra conductor 1 cleaning robot 1
hero 3 protector 1 funny singer 1 scale 1
ant 3 plane tree 1 mole 1 traffic police 1
guardian 3 flower bud 1 queen bee 1 ladybug 1
angel 3 shepherd 1 little girl 1 helpful person 1
boss 3 genius 1 school father 1 intelligence game 1
tree 2 state 1 school captain 1

flower 2 man like a wall 1 film founder 1

cat 2 thoughtful person 1 powerful person |

Primary school students produced a total of 69 distinct metaphors to describe the school principal.
The most frequently used metaphors were "teacher" (f= 15) and "president” (f = 14).

Table 2. Metaphors produced by middle school students regarding the school principal

Metaphor f  Metaphor f Metaphor f Metaphor f
father 21 1nspector 2 discipline (the word) 1 highway 1
president 11 prison 2 strict commander 1 final boss in a game 1
commander 9 rooster 2 bricklayer 1 game developer 1
king 9 pen 2 elden ring final boss 1 cotton 1
head of state 8 camera 2 apple 1 daisy 1
constitution 7 ant 2 diamond 1 roasted chestnut 1
grandfather 5 queen bee 2 soccer referee 1 guide 1
sun 5 spicy raw meatball 1 ship captain 1 clock 1
book 5 spicy lahmacun 1 entrepreneur 1 prosecutor 1
parents 4 tree root 1 group manager 1 angry person 1
bee 4 tree 1 security guard 1 hot-tempered person 1
brain 4 heavy stone 1 prison warden 1 commentator 1
leader 4 alarm 1 coconut 1 sponge 1
parrot 4 car key 1 hitler 1 superhero 1
judge 3 soldier 1 first aid kit 1 candy 1
cell nucleus 3 lion 1 businessman 1 devil 1
rulebook 3 intestine 1 head 1 toolbox 1
angel 3 minister 1 capital owner 1 coach (sports) 1
budgerigar 3 our flag 1 captain 1 anger (inside out) 1
teacher/head teacher 3 computer 1 kettle 1 maneless lion 1
police 3 player who controls us 1 frightening person 1 airplane 1
eraser 3 bull 1 dog 1 master 1
family 2 regional director 1 rule-enforcer 1 warning signs 1
mother 2 end-of-level boss 1 rules 1 judge 1
guard 2 1ce cube 1 tangerine 1 youtuber 1
refrigerator 2 witch 1 scary king in fairy tales 1 director/filmmaker 1
seed/core 2 ruler 1 core of the school 1 puzzle game 1
exam/test 2 shepherd 1 discipline (the word) 1 highway 1
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Middle school students produced a total of 112 distinct metaphors to describe the school principal.
The most frequently used metaphors were "father" (f=21) and "president" (f=11).

Overall, the metaphors generated by students were grouped under two main themes and five
categories. Metaphors were most frequently associated with the Individual theme (f = 257) and least
frequently with the Social theme (f = 109). When examined by category, the majority of metaphors
pertained to Leadership (f =223), while the fewest were related to Ethics (f = 18).

The themes and categories identified based on student perspectives in the subsequent phase of the
study are presented in Table 3.

Table 3. Themes and categories identified in students' perceptions of the school principal

Theme Individual Social
Primary School Middle Primary School =~ Middle School

Category School  Category

S f S f
Leadership 85 138  Emotional Support 29 38
Self-Discipline 12 22 Communication 7 17
- - - Ethics 6 12
Total 97 160  Total 42 67

The metaphors associated with the Individual theme and its Leadership category, produced by
primary and middle school students, are presented in Table 4 and Table 5.

Table 4. Categories within the individual theme - leadership (primary school students)

Category Metaphor f Metaphor f
president 13 film founder 1
teacher 11 emperor 1
lion 7 hero 1
king 5 captain 1
head of state 4 book 1
brain 4 commander 1
mother 3 speaker 1
father 3 mole 1
boss 3 queen bee 1

Leadership tree 2 angel 1
agent 1 pomegranate 1
parents 1 school father 1
soldier 1 school captain 1
e |
lawyer 1 sultan 1
mayor 1 coach (sports) 1
computer 1 cleaning robot 1
shepherd 1 traffic police 1
state 1 ladybug 1
genius 1 puzzle game 1

The metaphors produced by primary school students regarding the school principal were categorized
under the Individual theme and the Leadership category. Within the Leadership category (f = 85),
participants generated 40 distinct metaphors. Analysis revealed that the most frequently used metaphors
were "president" (f = 11), "teacher" (f = 11), and "lion" (f = 7). The metaphors employed by primary
school students within the Leadership category are presented below :
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P4.6. The school principal is like a teacher because he always gives us advice, such as keeping nature

clean.” (Teacher)
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P2.9. The school principal is like a president because he is the one who governs the school.

(President)

P4.49. The school principal is like a lion because in the forest, the lion manages the animals and

makes announcements, just as the principal does. (Lion)

P3.12. The school principal is like a book because he is knowledgeable, serves as an example for us,
and provides us with various illustrations. (Book)

Table 5. Categories within the individual theme - leadership (middle school students)

Category Metaphor f Metaphor f Metaphor f
president 10 1ntestine 1 captain 1
king 9  minister 1 scary person 1
head of state 7  our flag 1 rule-enforcer 1
constitution 7  guard 1 rules 1
father 7  computer 1 tangerine 1
book 5  player who governsus 1 budgerigar 1
commander 4  regional director 1 school core 1
leader 4  end-of-level boss 1 lion, king of forest 1
brain 4  seed/core 1 highway 1
cell nucleus 3 detector 1 final boss in a game 1
rulebook 3 test/exam 1 game developer 1
queen bee 2 strict commander 1 teacher 1

Leadership camera 2 puzzle game 1 parrot 1
sun 2 elden ring final boss 1 police 1
judge 2 apple 1 guide 1
prison 2 soccer referee 1 prosecutor 1
rooster 2 ship captain 1 eraser 1
mspector 2 entrepreneur 1 angry person 1
mother 2 group manager 1 commentator 1
parents 2 security guard 1 sponge 1
bee 2 prison warden 1 coach (sports) 1
grandfather 2 hitler 1 maneless lion 1
spicy lahmacun 1  head 1 airplane 1
alarm 1 pen 1 warning sign 1
soldier 1  capital owner 1 director 1

Middle school students produced 75 distinct metaphors within the Leadership category (f =

The most common were "president" (f= 10) and "king" (f =9). Representative responses include:

138).

S6.22. The school principal is like a president because he makes all the decisions and sets the rules.

(President)

S7.24. The school principal is like the nucleus of a cell because just as the nucleus manages the cell,
the principal manages the school. (Nucleus)

S6.59. The school principal is like a guide because he shows us the right path, points out our

mistakes, and sometimes teaches, warns, or congratulates us. (Guide)

S8.43. The school principal is like a disciplined commander because he inspects the school, monitors

the students, and works to maintain a good student profile. (Commander)
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The metaphors associated with the Individual theme and its Self-Discipline category, produced by
primary and middle school students, are presented in Table 6 and Table 7."

Table 6. Categories within the individual theme - self-discipline (primary school students)
Category Metaphor f
bee
ant
robot
Self-Discipline speedometer
commander
teacher
genius

N N S S O T N

The metaphors produced by primary school students regarding their principal were categorized under
the Individual theme and the Self-Discipline category. Participants generated 7 distinct metaphors within
the Self-Discipline category (f = 12). Analysis revealed that the most frequently used metaphors were
"bee" (f = 4) and "ant" (f = 3). The metaphors employed by primary school students within the Self-
Discipline category are presented below:

P4.14. The school principal is like a bee because he is hardworking, generous, and responsible.
(Bee)

P2.3. The school principal is like a robot because he works hard and follows his work plan. (Robot)
P3.20. The school principal is like a commander because he is orderly and disciplined. (Commander)

Table 7. Categories within the individual theme - self-discipline (middle school students)

Category Metaphor f Metaphor f
commander 4 devil 1
bee 2 craftsman/master 1
ant 2 bricklayer 1
heavy stone 1 businessman 1

Self-Discipline grandfather 1 clock 1
discipline (the word) 1 shepherd 1
bull 1 president 1
test/exam 1 devil 1
ruler 1

The metaphors produced by middle school students regarding the school principal were categorized
under the Individual theme and the Self-Discipline category. Within the Self-Discipline category (f =
12), participants generated 7 distinct metaphors. Analysis revealed that participants most frequently
described the school principal using the metaphors of "commander" (f = 4), "bee" (f=2), and "ant" (f =
2). The metaphors employed by middle school students within the Self-Discipline category are presented
below.

S8.24. The school principal is like a commander because he is disciplined and his leadership is
prominent. (Commander)

S6.55. The school principal is like a shepherd because he brings order to the school. (Shepherd)

S7.18. The school principal is like a bee because bees are hardworking, and our principal works and
strives for the school and students. (Bee)

The metaphors associated with the Social theme and its Communication category, produced by
primary and middle school students, are presented in Table 8 and Table 9.
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Table 8. Categories within the social theme - communication (primary school students)
Category Metaphor f
lion
father
ghost
Communication clown
funny singer
teacher
little girl 1
The metaphors produced by primary school students about their principal have been organized under
the theme of Social and the category of Communication. Within the Communication category (f=7),
participants produced 7 different metaphors. The metaphors used by primary school students related to
the Communication category are given below:

—_— e e e

P4.16. The school principal is like a ghost because they are very rarely seen. (Ghost)
P3.25. The school principal is like a clown because you are very fun for the school. (Clown)

P3.23. The school principal is like a funny singer because the principal is very entertaining; on
Fridays we do "hands up, 1, 2, 3". (Funny singer)

Table 9. Categories Within the Social Theme - Communication (Middle School Students)

Category Metaphor f Metaphor f
parrot 3 spicy raw meatball 1
budgerigar 2 kettle 1
Communication refrigerator 2 witch 1
sun 2 anger in mside out 1
angry person (“ball of anger”) 1 1ce cube 1
scary king in fairy tales 1 youtuber 1

The metaphors produced by middle school students about their principal have been organized under
the theme of Social and the category of Communication. Within the Communication category (f=17),
participants produced 12 different metaphors. Within this category, it is seen that participants most
frequently expressed the school principal using the metaphors of a parrot (f=3), a parakeet (f=2), a
refrigerator (f=2), and the sun (f=3). The metaphors used by middle school students related to the
Communication category are given below:

S8.74. The school principal is like the sun. Because he is a very warm person. (Sun)

S7.55. The school principal is like a parakeet. Because he talks a lot and repeats himself a lot.
(Parakeet)

S6.47. The school principal is like a refrigerator. Because he is a very cold person. (Refrigerator)

The metaphors associated with the Social theme and its Emotional Support category, produced by
primary and middle school students, are presented in Table 10 and Table 11.

Table 10. Categories within the social theme - emotional support (primary school students)

Category Metaphor f Metaphor f
protector/guardian 3 baklava (dessert) 1
cat 2 cotton candy 1
flower 2 someone who keeps us safe 1
parents 2 warm house 1
teacher 2 king 1
Emotional Support hero 2 cotton 1
strong as a wall 1 helpful person 1
plane tree 1 thoughtful person 1
spiderman 1 baklava (dessert) 1
flower bud 1 cotton candy 1
friend 1 someone who keeps us safe 1
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The metaphors produced by primary school students about their principal were organized under the
Social theme and the Emotional Support category. Within the Emotional Support category (f=28),
participants produced 22 different metaphors. Within this category, it is seen that participants most
frequently expressed the school principal using the metaphors of protector/protection (f=3), cat (f=2),
flower (f=2), mother/father (f=2), teacher (f=2), and hero (f=2). The metaphors used by primary school
students regarding the Emotional Support category are provided below:

P3.14. The school principal is like a plane tree because they protect us. (Plane Tree)

P3.30. The school principal is like a protector because they often give us information to keep us safe.
That is why I compare them to a protector. (Protector)

P4.65. The school principal is like a hero because they help us a lot, assist us in solving our problems,
and build playgrounds for us. (Hero)

Table 11. Categories within the social theme - emotional support (middle school students)

Category Metaphor f Metaphor f
father 14 toolbox 1
police 2 cooked chestnut 1
teacher/head teacher 2 lion 1
eraser 2 pen 1

Emotional Support family 2 tree root 1
grandfather 2 guard 1
parents 2 superhero 1
first aid kit 1 angel 1
dog 1 president (head of state) 1
candy 1

The metaphors produced by middle school students for the school principal were organized within
the Social theme and under the Emotional Support category. Within the Emotional Support category
(f=38), participants produced 20 different metaphors. Within this category, participants most frequently
used the metaphors father (f=14), police (f=2), teacher/head teacher (f=2), eraser (f=2), family (f=2),
and grandfather (f=2). The metaphors used by middle school students in the Emotional Support category
are listed below:

S7.35. The school principal is like a grandfather because they are very sweet, kind-hearted, and
calm. We love our school principal very much. (Grandfather)

S6.10. The school principal is like a toolbox because a toolbox contains a tool for every malfunction

that arises. Similarly, the school principal has a solution for every problem that emerges at
school. (Toolbox)

S8.90. The school principal is like a family because they try to fulfill all our requests, place great
importance on education, and endeavor to utilize all available resources. (Family)

The metaphors associated with the Social theme and its Ethics category, produced by primary and
middle school students, are presented in Table 12 and Table 13.

Table 12. Categories within the social theme - ethics (primary school students)
Category Metaphor

angel

guardian angel
Ethics chocolate-filled mint candy

scale (balance)

referee

The metaphors produced by primary school students about their principal were organized under the
theme of Social and the category of Ethics. Within the Ethics category (f=6), participants produced 5
different metaphors. Within this category, it was observed that participants most frequently described

»—»—a»—t—tl\)\
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the principal using the angel (f=2) metaphor. The metaphors used by primary school students related to
the Ethics category are given below:

P4.40. The school principal is like an angel because they treat us very well. When they want to chat,
even if they are in a bad mood, they always choose our class out of all the others. (Angel)

P3.28. The school principal is like an angel because they are kind to us and provide for our
education. (Angel)

P3.22. The school principal is like a referee because referees manage the game fairly. (Referee)

Table 13. Categories within the social theme - ethics (middle school students)

Category Metaphor f Metaphor f
angel 2 judge 1
cotton 1 justice (judge) 1

Ethics sun 1 diamond 1
daisy 1 coconut 1
nucleus 1 tree 1
car key 1

The metaphors produced by middle school students about their principal were organized under the
theme of Social and the category of Ethics. Within the Ethics category (f=12), participants produced 11
different metaphors. Within this category, it was observed that participants most frequently described
the principal using the angel (f=2) metaphor. The metaphors used by middle school students related to
the Ethics category are provided below:

S8.82. The school principal is like an angel because they want what is best for everyone in their
school. (Angel)

S7.7. The school principal is like a car key because just as a car cannot start without a key, balance
cannot be maintained in our school without a principal. (Car Key)

S6.40. The school principal is like a judge because they pursue justice and never deviate from it.
(Judge)

Discussion and Conclusion

The findings of this study indicate that the majority of metaphors produced by both primary and
middle school students regarding the school principal carried positive connotations. The metaphors
revealed that students perceive the school principal as an important role model and guide who
contributes significantly to both personal development and academic processes. Specifically, metaphors
emphasizing leadership, guidance, and protection underscored the positive impact of school principals
in the educational process and their value in students' perspectives. These findings confirm that
principals are perceived not only as administrative figures but also as essential actors who provide
emotional, ethical, and communicative support.

In terms of quantity, primary school students produced 69 metaphors, while middle school students
generated 112. These metaphors were grouped into five categories under two main themes: Individual
and Social. The majority of metaphors fell under the Individual theme, while the fewest were associated
with the Social theme. Among the categories, Leadership and Emotional Support were the most
prominent, whereas Ethics and Communication were the least referenced. Specifically, primary school
students most frequently used the metaphors "teacher" and "president," while middle school students
used "father" and "president."

Under the Individual theme, the categories of Leadership and Self-Discipline were identified.
Metaphors in the Leadership category suggested that principals are viewed as strong leaders, organizers,
and protective figures. Consistent with previous studies (Akan, Yal¢in, & Yildirim, 2004; Ozgenel &
Gokge, 2019), metaphors such as "brain," "commander," "king," and "president" emphasized principals'
roles as decision-makers and authority figures. Developmental differences were also evident: primary
school students often employed concrete and familial metaphors (e.g., "lion," "family members"), while
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middle school students used more abstract or institutional metaphors (e.g., "constitution,”" "prison
warden," "Hitler"), reflecting a more critical stance toward authority with age. This aligns with Bastan,
Tetik, and Kasimay's (2014) findings, where students described principals as distant, serious, and
seldom-smiling authority figures. Nonetheless, metaphors such as "sun" and "guide" indicated that the
principal's role as a mentor remained salient across both groups.

Metaphors under the Self-Discipline category indicated that students view the principal as a figure
who works diligently and responsibly to meet the needs of the school. Although this reflects principals'
commitment and positive engagement, the relatively limited number of metaphors in this category
suggests that principals' hardworking qualities may not be sufficiently visible to students. Prior research
(Aydogdu, 2008; Donmez, 2008; Kocak, 2011; Pesen et al., 2015; Yalg¢in, 2012) similarly found fewer
metaphors related to principals' diligence. This indicates a need for principals to make their dedication
more apparent to students. For middle students, metaphors such as "commander," "ruler," and "clock"
reflected discipline, rule-orientation, and control, whereas "heavy stone" or "devil" suggested that some
adolescents perceive discipline as burdensome or oppressive.

Under the theme of social thema, the categories of Emotional Support, Communication, and Ethics
have been identified. The metaphors in the Emotional Support category reveal that students perceive the
school principal not merely as an administrative authority but as a source of emotional support and trust.
Primary school students associate the principal with the affection of a "parent" and a love as sweet as
"cotton candy." Furthermore, they view the principal as the protective shelter of a "warm home." Among
middle school students, this perception evolves into a more mature supportive foundation, as seen in
metaphors such as "father" and "root of a tree," and a healing role, as in the analogy of a "repair kit."
This difference between grade levels indicates that students perceive the principal first as a
compassionate figure during childhood and then as a trustworthy guide during the transition to
adolescence. In conclusion, an ideal principal profile should be shaped around these protective,
supportive, and healing concepts that touch the student's heart. When the literature is examined, the
metaphors of "mother" and "father" emphasize the protective and reassuring aspect of school principals
(Akim-Kosterelioglu, 2014; Turhan & Yaras, 2013). A study by Yal¢in and Erginer (2014) revealed that
students depict school administrators, whom they perceive as "elements of love," as affectionate,
smiling, compassionate individuals who reward and motivate them with positive words. This finding
suggests that the warm and sincere attitudes of principals can positively enhance students' school
attachment and learning motivation. The metaphors of "flower" and "butterfly" emerging in Aydogdu’s
(2008) study are highly significant in demonstrating how valuable and positive an impression school
administrators can leave on individuals. The research revealed that administrators are genuinely
embraced by the school community and evoke positive emotions such as love and joy. This finding
aligns with metaphors like "mother," "cotton candy," and "warm home" highlighted in the present study
and reiterates the importance of a loving and valued administrator image from the students' perspective.

The findings of this study reveal a distinct duality in middle school students' perceptions of their
school principals. Communication metaphors such as "refrigerator" and "rubik's cube" indicate the
difficulties adolescents experience in their communication with school administrators. In contrast,
emotional support metaphors like "warm home," "plane tree," and "family" suggest that some principals
are able to establish a reassuring and trust-inspiring presence for their students. While these results
partially align with existing research, they also diverge in certain aspects. For instance, the study by
Karademir (2008) highlighted a significant communication gap, noting that nearly half of the student
participants did not find their principals to be approachable or polite, thereby exposing the depth of
communication issues within the school environment. Conversely, Bredeson (1987) emphasizes that
communication is central to educational leadership and that the success of school administrators is
dependent on this fundamental element. In this context, it is critically important for school leaders to re-
evaluate their communication strategies with students to improve negative perceptions, particularly at
the middle school level. Establishing a more sincere, transparent, and genuine dialogue appears to be a
fundamental step toward positively altering these perceptions. The complex communication dynamics
revealed by this study underscore the need for the subject to be discussed and examined in greater depth.

The findings in the "Ethics" category of this research present a meaningful and coherent picture that
reflects the students' cognitive and emotional developmental stages. The metaphors used by primary
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school students, such as "angel," "goodness angel," and "scale," indicate that this age group
conceptualizes morality through a concrete, absolute, and black-and-white lens. For younger students,
ethics is essentially about adhering to externally imposed, clear-cut rules and behaving "like an angel."
In contrast, the metaphors used by middle school students diversify and gain depth; metaphors like
"diamond," "coconut," "seed," and "car key" demonstrate their developing abstract thinking skills and
their beginning to interpret ethics as a more complex and internalized value. The "diamond" and
"coconut" metaphors reflect the idea that ethics possesses an intrinsic quality that is not immediately
apparent from the outside but reveals itself as extremely valuable upon discovery, while the "car key"
metaphor portrays the principal as an indispensable guide. A review of the literature reveals that a similar
emphasis on "value" appears in different contexts; indeed, studies by Aydogdu (2008) and Yal¢in and
Erginer (2012) also identified metaphors describing the school principal as a "valuable entity."
Furthermore, the "scale" and "angel" metaphors reveal that students expect their principals to treat
everyone equally and fairly, an expectation aligned with the moral dimension of paternalistic leadership
(Farh & Cheng, 2000, as cited in Chan, 2014). Ultimately, the results of this study strongly support the
critical importance of school principals structuring their leadership approaches to be developmentally
appropriate, fair, and value-oriented, directly responsive to the moral understanding shaped by their
students' developmental levels. As emphasized by Erdogan (2006) and Ozdemir, Bozkurt, & Aydin
(2015), the human qualities of an effective school administrator form the foundation of leadership
perception. In conclusion, school principals strengthening their communication skills, being emotionally
accessible, and demonstrating their ethical stance will support students' both academic and personal
development and positively transform the school climate. Principals reflecting values such as self-
sacrifice, justice, and compassion in their behavior will establish them as genuine "role models" and
reinforce students' sense of belonging to the school.

In summary, the association of the principal with powerful authority figures such as "president,"
"king," and "commander" in the Leadership category by both groups indicates that students' expectations
from the principal are primarily focused on leadership qualities. The prominence of metaphors like "bee"
and "ant" in the Self-Discipline category is an indicator that the principal is perceived with an emphasis
on hard work and order. The production of more critical metaphors, such as "parrot" and "refrigerator,"
by middle school students in the Communication category suggests that the communication expectations
of adolescents differ. In the Emotional Support category, the use of "protective" and "mother/father"
metaphors by primary school students and "father" and "family" metaphors by middle school students
shows that the principal is perceived as a trust and affection-based figure in both groups. Similarly, the
prominence of the "angel" metaphor in both groups within the Ethics category reveals that the principal
is seen as a fair and trustworthy role model. In conclusion, although there is diversity in the metaphorical
perceptions of students according to their age groups, the principal is fundamentally positioned as a
multifaceted figure identified with leadership, emotional support, and ethical values.

Based on the findings of this study, the following recommendations can be made;

1. The Ministry of National Education (MoNE) may organize mandatory in-service training
programs for school principals and candidates on the topics of "ethical leadership," "emotional
intelligence," "conflict resolution," and "effective communication."

2. Regular meetings, workshops, and seminars should be organized to encourage experience
sharing between public and private school principals. This would facilitate the dissemination of
best practices.

3. Students should be actively involved in the process of determining classroom and school rules.
By creating environments for discussion on the rationale behind rules, students can be encouraged
to internalize them.

4. To deepen the metaphor analysis, mixed-methods studies employing both quantitative and
qualitative research designs could be conducted, which would be beneficial for monitoring
changes in perceptions.

5. Comparative studies that also include the perspectives of teachers and parents could be
undertaken.
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Ozet: Bu arastirma, okul dncesi 6gretmen adaylarinin gevre
kirliligine yonelik tutumlarini ve bu tutumlarin gesitli
demografik faktorlerle iliskisini incelemeyi amaglamaktadir.
Aragtirmada, okul Oncesi Ogretmen adaylarmnin cevre
kirliligiyle 1ilgili duyarhliklar1 ve tutumlar Ol¢iilmiis;
cinsiyet, yas, sinif diizeyi, mezun olunan okul tiirli, ¢cevre
kuruluslarmma iiyelik ve cevre egitimlerine katilim gibi
degiskenler ile iligkileri degerlendirilmistir. Arastirma, nicel
bir arastirma deseniyle yiiriitiilmiis ve ¢evre kirliligiyle ilgili
cesitli ifadelerin yer aldigi Ozcan ve Arik (2019) ‘a ait
"Cevre Kirliligine Yonelik Tutum Olgegi" kullanilmistir.
Aragtirma verileri 2023-2024 egitim 6gretim yilinda, 400
okul Oncesi Ogretmenligi Ogrencisinden toplanmustir.
Bulgular, katilimcilarin ¢evre kirliligine kars1 genel olarak
duyarli ve bilingli olduklarini, ¢evre koruma caligmalarin
desteklediklerini ortaya koymustur. Ozellikle, tasitlardan
cikan egzoz gazlarmin kiiresel 1sinmaya yol agtigini (%96,4)
ve ¢evreyi korumaya yonelik yapilan caligmalart (%95,6)
onemsedigini belirten katilimcilar, ¢evre kirliligiyle ilgili
kitap okumak (%49,3) ve plansiz sehirlesmeye kayitsiz
kalmak (%89) gibi konularda daha diisiik bir duyarlilik
gostermistir. Elde edilen bulgu ve sonuglara gore okul 6ncesi
ogretmen adaylarinin ¢evre kirliligine yonelik tutumlarinim
hem olumlu hem de olumsuz agidan, beklenen ideal
degerlere tam olarak ulasmamistir. Hem kadinlar hem de
erkekler, ¢evre kirliligi konusunda benzer diizeyde olumlu
ve olumsuz tutumlara sahiptirler. Mezun olunan okul
tiiriiniin okul Oncesi d6gretmen adaylarinin gevre kirliligine
yonelik olumlu tutumlar iizerinde etkili oldugunu, ancak
olumsuz tutumlar iizerinde anlamli bir etkisinin olmadigint
gostermektedir. Cevre kuruluglarina iiye olan 6gretmen
adaylarinin ¢evre kirliligine yonelik daha olumlu tutumlar
sergiledigi ve olumsuz tutumlarmin daha disik oldugu
goriilmektedir. Bu bulgu ve sonuglar 6gretmen adaylarinin
cevre egitimi ve g¢evreye duyarlilk konularinda
egitilmesinin 6nemini vurgulanmistir.

Anahtar Kelimeler: Okul Oncesi 6gretmen adayi, gevre
kirliligi, tutum

Kabul Tarihi: 27.11.2025
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Abstract: This research aims to examine the attitudes of
preschool teacher candidates towards environmental
pollution and the relationship of these attitudes with various
demographic factors. The research measured the sensitivity
and attitudes of preschool teacher candidates towards
environmental pollution and assessed their relationships
with variables such as gender, age, grade level, type of
school graduated from, membership in environmental
organizations, and participation in environmental education.
The research was conducted using a quantitative research
design, and the "Attitude Scale Towards Environmental
Pollution" developed by Ozcan and Arik (2019) was used to
assess attitudes related to environmental pollution. Research
data was collected from 400 early childhood education
students in the 2023-2024 academic year. The findings
revealed that participants were generally sensitive and aware
of environmental pollution and supported environmental
protection efforts. Specifically, participants expressed high
awareness that exhaust gases from vehicles contribute to
global warming (96.4%) and emphasized the importance of
environmental protection efforts (95.6%). However, they
showed lower sensitivity towards issues such as reading
books related to environmental pollution (49.3%) and being
indifferent to unplanned urbanization (89%). Based on the
findings and results, it was concluded that the attitudes of
preschool teacher candidates towards environmental
pollution have not fully reached the expected ideal values,
both in positive and negative aspects. Both female and male
participants had similar levels of positive and negative
attitudes towards environmental pollution. The type of
school graduated from was found to have an effect on the
positive attitudes of preschool teacher candidates towards
environmental pollution, but it did not have a significant
effect on negative attitudes. Teacher candidates who were
members of environmental organizations exhibited more
positive attitudes towards environmental pollution and had
lower levels of negative attitudes. These findings emphasize
the importance of educating teacher candidates on
environmental issues and environmental sensitivity.

Keywords: Preschool teacher candidate, environmental
pollution, attitude
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Giris

Birlesmis Milletler'in 2030 yilina yonelik Siirdiiriilebilir Kalkinma Amaglar1 arasinda yer alan
dordiincii hedef, tiim bireylerin nitelikli ve kapsayici egitime erisimini saglamak ve yasam boyu
o0grenme firsatlarii desteklemeyi hedeflemektedir. Bu baglamda ¢evre egitimi, sadece bilgi aktarimi
degil, ayn1 zamanda bireylerin yasam bigimlerini doniistiirme potansiyeline sahip bir siire¢ olarak
tanimlanmaktadir (UNESCO, 2017). Giiniimiizde ¢evresel sorunlar, yalnizca ekolojik sistemleri degil,
bireylerin yasam kalitesini de dogrudan etkileyen kiiresel bir tehdit haline gelmistir. Bu baglamda,
bireylerde cevresel farkindalik ve siirdiiriilebilir yasam davraniglarinin gelistirilmesi biiyiilk 6nem
tasimaktadir. Ozellikle erken ¢ocukluk dénemi bireylerin gevresel tutum ve davraniglarinin sekillendigi
kritik bir evre oldugundan, bu yas grubuyla dogrudan calisan okul Oncesi dgretmenlerinin gevreye
yonelik tutumlari, toplumsal diizeyde c¢evre bilincinin ingasinda anahtar bir role sahiptir (Aydin ve
Korkmaz, 2013; Sahin ve Dogu, 2018).

Cevre sorunlari, 6zellikle hizli kentlesme, sanayilesme ve niifus artisiyla birlikte kiiresel bir kriz
haline gelmis; cevre egitimi ve bireylerin ¢evreye yonelik tutumlari, ¢oziim yollarmin en 6nemli
boyutlarindan biri olarak goriilmiistiir. Okul 6ncesi donem, ¢evresel duyarliligin temellerinin atildigi
kritik bir evredir. Cevre egitimi, bireylerin dogaya kars1 duyarliligin1 artirmayi, g¢evresel sorunlara
¢Oziim iiretme becerilerini gelistirmeyi ve siirdiiriilebilir yagsam aliskanliklarini tesvik etmeyi hedefler
(Palmer, 1998). Bu egitim tiirliniin, bireyin yalnizca biligsel degil, ayn1 zamanda duyussal ve sosyal
gelisimini de destekledigi ifade edilmektedir (Gough, 2006). Chawla (1999), ¢evreye duyarli bireylerin
biiyiik ¢ogunlugunun g¢ocukluk dénemlerinde kazandiklar1 olumlu ¢evre deneyimlerinden beslendigini
vurgulamistir. Bu dogrultuda, erken yasta verilen ¢evre egitiminin bireylerin ¢evresel tutumlarinit uzun
vadede bicimlendirmede 6nemli bir etkiye sahip oldugu goriilmektedir. Bu donemde verilen g¢evre
egitimi, ¢ocuklarin hem dogayla saglikli bir bag kurmalarimi hem de siirdiiriilebilir davranis oriintiileri
gelistirmelerini miimkiin kilmaktadir (Dogan ve Simsar, 2018; Podanyova ve digerleri, 2020). Bu
donemde Ogretmen adaylarinin ve 6gretmenlerin ¢evreye yonelik tutumlari, davraniglar ve farkindalik
diizeyleri yalnizca bireysel ¢evresel sorumluluklarmi degil, aym1 zamanda yetistirecekleri cocuklarin
cevresel degerlerini de dogrudan etkilemektedir (Atasoy ve Arslan, 2022; Giinsen,2023; Ozgecen
Sagdi¢ ve Sahin, 2024).

Tiirkiye’de okul oncesi 6gretmen adaylariin ¢evresel tutumlarini ele alan ¢aligmalarda, genellikle
orta ila yliksek diizeyde tutumlar sergilendigi tespit edilmistir (Sahin ve Dogu, 2018). Ancak bu
tutumlar, demografik faktorlere gore farklilik gostermektedir. Ornegin, cinsiyet degiskeni agisindan
yapilan analizlerde, kadin 6gretmen adaylarinin erkeklere kiyasla daha olumlu ¢evresel tutumlara sahip
olduklar1 belirlenmistir (Kahyaoglu ve Ozgen, 2012; Timur ve digerleri, 2013). Bunun yan sira, bazi
arastirmalar 6grencilerin O0grenim diizeyi arttikca cevreye yonelik tutumlarinin azaldigini ortaya
koymaktadir (Giilgicek, 2021).

Yapilan aragtirmalar, okul Oncesi Ogretmen adaylarinin g¢evre egitimi siireglerinde c¢esitli
degiskenlerin etkili oldugunu gostermektedir. Ornegin, Ozgecen Sagdi¢ ve Sahin (2024), dgretmen
adaylarmin ¢evre egitimi tutumlarinin cinsiyet, ¢cevre projelerine katilim ve ¢oziim Onerisi gelistirme
durumlarina gére anlamli bigimde farklilagtigin1 saptamiglardir. Benzer sekilde Yilmaz ve Zorlutuna
(2024), ogretmen adaylarmmin cevresel duyarlilik ve davranig diizeylerinin genel olarak yiiksek
oldugunu, ancak bazi alt boyutlarda eksikliklerin bulundugunu belirtmistir.

Cevre egitimi temali ¢aligmalarin igerik analizi de alan yazinda dikkat ¢ekmektedir. Giiltekin ve
Buldur (2022), okul dncesi egitim alaninda yapilan arastirmalari incelediklerinde, ¢evre egitiminin
cogunlukla etkinlik temelli uygulamalarla sinirh kaldigini, siirdiiriilebilir ¢evre egitimi boyutunun ise
yeterince ele alinmadigim vurgulamuslardir. Ultay ve Cilingir’de (2025) yaptig1 calismada benzer
sekilde, cevre egitimi etkinliklerinin adaylarin farkindalik diizeylerini artirmada etkili oldugunu ortaya
koymustur.

Son yillarda, ¢evresel kimlik, empati becerileri ve ¢evreye duyarli davranislar giderek daha fazla
onem kazanmistir. Giingor, Goktas ve Giilay Ogelman (2022) tarafindan yapilan arastirmada, 6gretmen
adaylarinin ¢evreye yonelik olumlu davraniglarinin yiiksek seviyede oldugu, cevre kimliklerinin gliglii
oldugu ve cevre kimligi ile empati becerileri arasinda anlamli ve olumlu bir iliski bulundugu ifade
edilmistir. Toprak ve arkadaslart (2023) ise okul Oncesi 6gretmenlerinin g¢evresel diislince ve
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davraniglarinin cinsiyet, yas ve hizmet y1l1 gibi degiskenlere gore anlamli farklilik géstermedigini, ancak
cevre egitimine yonelik hizmet i¢i egitim almis olmanin davranislart olumlu yonde etkiledigini
saptamiglardir. Diger yandan, 6gretmenlerin ¢evre egitimi inanglar1 ve uygulamalarina iligkin ¢alismalar
da 6nemli bulgular sunmaktadir. Cullu ve Sahin (2022), Cocuk gelisimi alaninda 6grenim goren
Ogrencilerin, ¢evre egitimine dair sahip olduklar inanglarin genel olarak olumlu yonde sekillendigi
belirlenmistir; Tar1 ve Mercan Uzun (2023) ise, 6gretmenlerin ¢evresel siirdiiriilebilirlik hakkindaki
goriis ve uygulamalarinin olumlu yonde gelistigini, ancak uygulamada cesitli sinirlhiliklarin bulundugunu
ortaya koymuslardir. Ayrica, Miimiinoglu ve Bagceli Kahraman (2025), 6gretmenlerin siirdiiriilebilir
cevre bilinci ile ¢ocuklarin siirdiiriilebilirlik davraniglar1 arasinda anlamli bir iliski oldugunu
gostermistir.

Tiirkiye’de giincel egitim politikalar1 da gevre egitimi boyutunu icermektedir. Ultay ve Cilingir
(2025), okul oncesi ve smif egitimi Ornekleminde cevre ve iklim okuryazarligi diizeylerinin
karsilagtirmali olarak incelendigi g¢alismalarinda, okul Oncesi grubun gevresel bilgi diizeylerinde
eksiklikler bulundugunu belirtmiglerdir. Ates (2025) ise Tirkiye Yilzyili Maarif Modeli’nin ¢evre
egitimi ve siirdiiriilebilirlik perspektifinden incelenmesi sonucunda, programin ¢evresel kazanimlar
acisindan olumlu gelismeler sundugunu, ancak uygulamada &gretmen yeterliliklerine bagli sorunlar
yasanabilecegini aktarmistir.

Alan yazinda genel olarak, okul 6ncesi 6gretmen adaylarinin ¢evresel farkindalik diizeylerinin ve
cevreye yonelik tutumlarinin olumlu yonde oldugu yoniinde bir egilim gbéze ¢arpmaktadir. Bununla
birlikte, cevre egitiminin siirekliligi, uygulamalardaki c¢esitlilik ve O6gretmen adaylarmin kisisel
deneyimleri gibi faktorlerin tutum ve davramslarda farkliliklar yarattigi goriilmektedir. Ozellikle okul
oncesi donemde cevre egitimi yalnizca gocuklarin gelisimi agisindan degil, bu egitimi verecek olan
Ogretmenlerin donanimi agisindan da kritik 6neme sahiptir. Aragtirmalar, 6gretmen adaylarinin
tutumlarinin sekillenmesinde hem bireysel hem de ¢evresel faktorlerin etkili oldugunu ortaya koymakta
ve bu alanda daha sistematik, bilgi temelli g¢evre egitimi uygulamalarma ihtiya¢ duyuldugunu
gostermektedir. Cevre kimligi, empati diizeyi ve ¢evre kuruluslarina katilim gibi boyutlarin, olumlu
cevre tutumlarimin gelistirilmesinde kritik rol oynadigi vurgulanmaktadir.

Bu ¢gercevede, okul oncesi 6gretmen adaylarinin ¢evre kirliligine yonelik tutumlarinin belirlenmesi
ve bu tutumlarin cesitli demografik degiskenlerle olan iliskilerinin incelenmesi, hem o6gretmen
yetistirme programlarinin ¢evre egitimi boyutunun gelistirilmesi hem de cevresel siirdiiriilebilirlik
hedeflerine ulagilabilmesi agisindan kritik 6nemdedir. Ayrica, 6gretmen adaylarinin olumlu ve olumsuz
cevre tutumlart arasindaki yapisal iliskinin analiz edilmesi, ¢evre bilinci olusturmaya yonelik stratejik
miidahalelerin sekillendirilmesine de katki saglayacaktir.

Bu arastirmanin 6ncelikli amaci, okul dncesi 6gretmen adaylarinin ¢evre kirliligine iligkin tutum
diizeylerini belirlemek ve bu tutumlarin; cinsiyet, yas, sinif diizeyi, mezun olunan lise tiirii ile ¢evresel
kuruluslara tyelik gibi demografik degiskenler agisindan anlamli farkliliklar icerip igcermedigini
incelemektir. Ayrica, ¢evreye yonelik olumlu ve olumsuz tutumlar arasindaki yapisal iliskinin de
incelenmesi hedeflenmektedir. Bu temel amag ¢er¢evesinde asagidaki alt amaglara cevap aranmustir.

1) Okul 6ncesi 6gretmen adaylarinin ¢evre kirliligine yonelik tutumlar ne diizeydedir?
2) Okul 6ncesi 6gretmen adaylarinin gevre kirliligine yonelik tutumlari ile;
a) Cinsiyete,
b) Mezun Olunan Okul Tiirline,
¢) Cevre Kuruluslarina Uyelik Degiskenine,
d) Yasa gore anlamli farklilik var midir?
3) Okul dncesi 6gretmen adaylarinin ¢evre kirliligine yonelik olumlu ve olumsuz tutumlari arasinda
iliski var midir?
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Yontem
Arastirmanin Deseni

Bu aragtirma, nicel aragtirma yontemlerinden biri olan tarama modeli esas alinarak yapilandirilmistir.
Tarama modeli, belirli bir toplulugun deneysel olmayan 6zelliklerinin incelenmesinde, diger arastirma
desenlerine oranla daha yaygin sekilde tercih edilmektedir. Bu yaklasim, bireylerin diislincelerini,
tutumlarini, davranis bicimlerini, inanglarini, ilgi alanlarini ve yetkinliklerini belirlemeye yonelik olarak
kullanilmaktadir (Biiyiikoztiirk ve digerleri, 2014; Christensen, Johnson ve Turner, 2015). Ayrica bu
desen, farkli aragtirma problemlerine kolayca uyarlanabilmesi ve uygulanabilirliginin pratik olmasi
nedeniyle tercih edilmektedir (Christensen ve digerleri, 2015). Bu baglamda arastirmanin temel hedef;
okul oncesi 6gretmen adaylarinin ¢evre kirliligi konusundaki tutumlarint degerlendirmektir. Caligma,
cevresel sorunlara karsi gelistirilen tutumlar1 incelemek amaciyla nicel arastirma yaklasimiyla
planlanmustir.

Evren ve Orneklem

Bu calismanin evrenini, Marmara Bolgesi'ndeki Canakkale Onsekiz Mart Universitesi Egitim
Fakiiltesi, Bursa Uludag Universitesi Egitim Fakiiltesi ve Balikesir Universitesi Necatibey Egitim
Fakiiltesi 6grenim goren okul Oncesi 6gretmen adaylart olusturmaktadir. Calismanin 6rneklemi, 400
okul oncesi 6gretmenligi 1., 2., 3. ve 4. siif 6grencisinden olugsmaktadir. Bu &grenciler, ¢alismaya
goniilli katilim gostermis ve arastirmaya dahil edilmistir.

Tablo 1. Katilimeilarin demografik 6zellikleri

f %
Cinsiyet Kadn 339 84,8
Erkek 61 153
1. siif 125 313
.. 2. smif 160 40,0
Smuf Diizeyi 3 suf e o0
4. simf 39 9.8
18-20 yas 295 73.8

Yas
21-23 yas 105 26,3
Mezun Olunan Okul Anadolu l.ises.i 280 70,0
Meslek Lisesi 120 30,0
Cevre Kuruluslarina Uyeyim 39 98
Uyelik Uye degilim 361 90,3

Tablo 1°de Okul oncesi dgretmen adaylariin %84.8'c kadm, %15.3"ii erkektir. Bu da ¢aligmaya
kadinlarin daha fazla katildigini gostermektedir. En fazla katilim %40 ile 2. siniftan, ardindan %31,3 ile
1. siniftan gelmektedir. 3 ve 4. siiflarin katilim oranlari sirastyla %19 ve %9,8 ile daha diistiktiir. Okul
oncesi 6gretmen adaylarimin biiyiik cogunlugu 18-20 yas araligindadir (%73.8). %26.3'liikk bir kesim ise
21-23 yas araligindadir. Okul dncesi 6gretmen adaylarinin %70'i Anadolu lisesinden, %30'u ise meslek
lisesinden mezun olmustur. Cevre kuruluslarina {iye olanlarin orani oldukga diistiktiir (%9.8). Okul
Oncesi 6gretmen adaylarinin %90,3'i herhangi bir ¢evre kuruluguna tiye degildir.

Veri Toplama Araclart

Bu arastirmada, okul Oncesi 6gretmen adaylarmin g¢evre kirliligine iliskin tutumlarin1 6lgmek
amactyla Ozcan ve Arik (2019) tarafindan gelistirilen "Cevre Kirliligine Yénelik Tutum Olgegi"
kullanilmistir. Bu 6lgme araci, iki alt boyuttan olusmaktadir: “cevre kirliligine karsi olumlu tutumlar”
ve “cevre kirliligine kars1 olumsuz tutumlar”. Olgek toplamda 15 maddeden meydana gelmektedir. Tiim
Olgege ait Cronbach Alfa i¢ tutarlilik katsayisi .854 olarak rapor edilmistir. Test-tekrar test yontemiyle
elde edilen giivenirlik degerleri de .854 ve .856 olarak bulunmustur. Alt boyutlara iligkin Cronbach Alfa
katsayilar1 ise sirastyla birinci faktor igin .812, ikinci faktor igin .786'dir. Gegerlilik analizlerinde,
madde-toplam korelasyonlarinin .33 ile .65 arasinda degistigi goriilmiis ve bu sonug, maddelerin yeterli
madde gecerligine sahip oldugunu goéstermistir. A¢cimlayic1 Faktor Analizi (AFA), 6lgegin iki faktorlii
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bir yapida oldugunu ve bu yapimin toplam varyansin yaklasik %45’ini agikladigini ortaya koymustur.
Ayrica, Dogrulayici Faktor Analizi (DFA) da 6lgegin yap1 gegerligini desteklemektedir Likert tipi olarak
yapilandirilan bu o&lgekte, katilimcilar her maddeye “Kesinlikle Katilmiyorum” ile “Kesinlikle
Katiliyorum” arasinda degisen 5 dereceli bir 6l¢ekle yanit verirler. Olumlu maddeler dogrudan, olumsuz
ifadeler ise ters puanlanmaktadir. Olgegin birinci faktoriinde yer alan maddeler: 1, 4, 5, 6, 7, 10, 12, 14
ve 15; ikinci faktorde ise: 2, 3, 8,9, 11 ve 13. maddeler bulunmaktadir. Gelistirici arastirmacilar, faktor
1 igin Cronbach Alpha katsayisini .750, faktor 2 igin ise .722 olarak raporlamiglardir.

Veri Toplama Siireci

Arastirma igin veri toplama siireci, Marmara Bolgesi'ndeki Canakkale Onsekiz Mart Universitesi
Egitim Fakiiltesi, Bursa Uludag Universitesi Egiti Fakiiltesi ve Balikesir Universitesi Necatibey Egitim
Fakiiltesi 6grenim goren okul 6ncesi 6gretmen adaylar1 olusturmaktadir. Arastirma verileri 2023-2024
egitim Ogretim yilinda toplanmistir. Bu {i¢ fakiiltede 6grenim goren 400 okul Oncesi 6gretmenligi
ogrencisiyle gerceklestirilmistir. Ogrencilere, aragtirmanin amaci hakkinda bilgi verilerek goniillii
katilim saglanmustir. Katilimeilar, "Cevre Kirliligine Yonelik Tutum Olgegi"ni yamtlamis, ayrica nitel
veriler toplamak amaciyla agik uglu sorularla yapilan goriismeler de gergeklestirilmistir. Katilimcilara
goniillii katilim formu imzalatilmis ve 6lgekler dagitilmistir.

Veri Analizi

Toplanan veriler, SPSS 21 programi kullanilarak analiz edilmistir. Calisma kapsaminda elde edilen
nicel veriler, istatistiksel analizler icin SPSS 21 yazilimina aktarilmis ve gerekirse betimsel istatistiksel
analizler uygulanmistir. Verilerin analizi, sayisal yontemlerle gerceklestirilmistir. Arastirmada yalnizca
kapali uglu sorularla anket uygulanarak nicel veriler toplanmistir. Elde edilen bulgular, ¢evre kirliligine
yonelik tutumlar ve davranislarla ilgili anlamli sonuglar ¢ikarmak i¢in detayli bir sekilde incelenmistir.
Verilerin normal dagilima uygun olup olmadigi, Shapiro-Wilk testi gibi uygun bir test ile
degerlendirilmistir. Gruplar arasinda varyanslarim homojen olup olmadigi, Levene testi gibi bir testle
kontrol edilmistir. Orneklemdeki bireylerin bagimsizlik kosulunun saglandigi varsayilmistir. Gruplar
arasindaki varyans farklarini minimize edebilmek i¢in Levene testi gibi varyans homojenligi testleri
yapilmis ve bu farklarin anlamli olup olmadigi degerlendirilmistir. Gruplar arasindaki biiyiik
farkliliklar etkilerini dengelemek amaciyla, orneklem biiyiikliikleri dengelenmeye calisilmis ve
gerektiginde agirlikli analizler uygulanmistir.

Arastirmacinin Rolii

Aragtirmanin tiim asamalarinda, literatiir taramasi, veri toplama, verilerin ¢dzlimlenmesi ve
caligmanin raporlanmasinda katkida bulunmustur

Etik Konular

Arastirmada kullanilan 6lcege ait maddeler Canakkale Onsekiz Mart Universitesi Lisansiistii Egitim
Enstitlisti Bilimsel Arastirma Etik Kurul’undan, arastirmanin etik agidan uygunluguna yonelik onay ve
uygulama yapabilme konusunda izinler alinmistir. Arastirmaya katilimda ise goniilliiliik esas alinmistir.

Bulgular ve Yorumlar

Bu bélimde, 6gretmen adaylarinin ¢evre kirliligine yonelik tutumlarini belirlemek amaciyla elde
edilen bulgular sunulmaktadir. Analizlerde, olumlu ve olumsuz tutumlara iligkin aritmetik ortalama,
ortanca, standart sapma, garpiklik ve basiklik degerleri incelenmistir. Bulgular tablo halinde gosterilmis
ve ardindan ayrmtili olarak yorumlanmaistir.

Tablo 2. Ogretmen adaylarinin cevre kirliligine yonelik tutumlar
Cevre kirliligi ~ Aritmetik

faktorleri ortalama Ss  Ortanca Carpiklik  Basiklik Minimum  Maksimum
Olumlu tutum 3.91 42 3.88 .14 -.38 2.78 5.00
Olumsuz tutum 2.14 .54 2.00 57 -.01 1.00 3.50
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Tablo 2’ye bakildiginda 6gretmen adaylarinin ¢evre kirliligine yonelik olumlu tutumlar degiskeninin
ortalama puani 3.91 oldugu goriilmektedir. Bu, katilimcilarin genel olarak olumlu tutumlara sahip
oldugunu gostermektedir. Medyan degeri de 3.89 ile ortalamaya oldukga yakin bir degerdedir. Standart
sapma 0,43 olarak hesaplanmistir, bu da verilerin ortalama etrafinda nispeten homojen bir dagilim
gosterdigini ifade etmektedir. Ogretmen adaylarmin olumsuz tutumlar degiskenine bakildiginda,
ortalama puanin 2.14 oldugu goriilmektedir. Katilimcilarin genel olarak olumsuz tutumlara daha az
sahip oldugunu gostermektedir. Medyan degeri 2.00'dir ve ortalamadan biraz daha diisiiktiir. Standart
sapma 0,55 olarak hesaplanmuistir, bu da olumsuz tutumlar degiskeninde verilerin olumlu tutumlara gore
biraz daha daginik oldugunu gostermektedir. Genel olarak 6gretmen adaylarmin goriislerine gore
olumlu tutumlar degiskeninin ortalamasi, olumsuz tutumlar degiskeninin ortalamasindan daha
yiiksektir. Bu durum, katilimcilarin g¢evre kirliligine karsi daha olumlu tutumlar sergiledigini
gostermektedir. Ayrica, olumlu tutumlar degiskeninin standart sapmasi daha diisiik oldugundan, bu
degiskende verilerin daha homojen bir dagilim gosterdigi sdylenebilir. Olumsuz tutumlar degiskeninin
ortalamasinin diisiik olmasi, katilimcilarin ¢evre kirliligine karsi olumsuz tutumlara daha az sahip
oldugunu ve cevre kirliligine yonelik bakis agilarinin istenilen diizeyde oldugunu gosterebilir. Bu
durum, ¢evreye duyarlilik ve olumlu tutumlarin yayginlastiginin bir isareti olarak yorumlanabilir. Sonug
olarak, 6gretmen adaylarinin ¢evre kirliligine yonelik tutumlarinin hem olumlu hem de olumsuz agidan,
beklenen ideal degerlere tam olarak ulasmamasti, 6gretmen egitimi programlarinda ¢evre egitimine daha
fazla 6nem verilmesi ve dgretmen adaylarinin ¢evre bilinci ve duyarliliginin artirilmas: gerektigini
gostermektedir.

Tablo 3. Ogretmen adaylarinin gevre kirligine ydnelik tutumlarmin cinsiyet degiskenine gore yapilan
bagimsiz gruplar t-testi sonuglari

Cevre kirliligi Cinsiyet N X ss sd t p

faktorleri

Olumlu Tutum Kadin 339 3.90 A1 398 -.82 41
Erkek 61 3.95 48

Olumsuz Tutum Kadin 339 2.13 .53 398 -.84 40
Erkek 61 2.19 .59

Arastirmada 6gretmen adaylarinin ¢evre kirliligine yonelik tutumlarmin cinsiyete gore farklilik
gosterip gostermedigi bagimsiz 6rneklem t-testi ile analiz edilmistir. Olumlu tutum alt boyutunda kadin
Ogretmen adaylarinin puan ortalamasi 3.90 (ss=0.41) iken, erkek dgretmen adaylarinin ortalamasi 3.95
(ss=0.48) olarak belirlenmistir. Ancak gruplar arasinda anlamli bir fark bulunmamistir (t@es=-0.82,
p=.41). Olumsuz tutum alt boyutunda da benzer sekilde kadin 6gretmen adaylarinin ortalamasi 2.13
(ss=0.54), erkek 6gretmen adaylarinin ortalamasi ise 2.19 (ss=0.59) olup bu fark da istatistiksel agidan
anlamli degildir (tz9s)=-0.84, p=.40). Bu bulgular, 6gretmen adaylarinin ¢evre kirliligine yonelik olumlu
ve olumsuz tutumlarinin cinsiyetten bagimsiz olarak benzer diizeyde oldugunu gostermektedir.
Cinsiyetler arasi bu benzerlik, ¢evre bilincinin kadin ve erkek bireyler arasinda esit diizeyde gelismis
olabilecegine isaret etmektedir. Egitim programlarinin ve toplumsal farkindalik faaliyetlerinin her iki
cinsiyet tizerinde benzer etki yaratmasi, gevresel tutumlarin cinsiyet temelli farkliliklar géstermeksizin
sekillendigini diisiindiirmektedir. Bununla birlikte, drneklem grubunda erkek bireylerin sayisinin
kadinlara kiyasla olduk¢a az olmasi (N=61'e karsi N=339) sonuglarin genellenebilirligi acisindan
dikkatle degerlendirilmelidir. Gelecek ¢alismalarda cinsiyet dagilimi1 daha dengeli 6rneklemlerle analiz
edilerek bu bulgunun saglamligi test edilmelidir.

Tablo 4. Ogretmen adaylarinin ¢evre kirligine yénelik tutumlarinin mezun olunan okul tiirii degiskenine
gore yapilan bagimsiz gruplar t-testi sonuglari
Cevre kirliligi Mezun olunan okul

faktorleri tiri N X 88 sd t p

Anadolu Lisesi 280 395 44

Olumlu Tutum L 398 3.53 .00%*
Meslek Lisesi 120 3.79 35
Anadolu Lisesi 280 2.13 .56

Olumsuz Tutum nacott . 1se§1 398 -47 .63
Meslek Lisesi 120 2.16 .49

* p<.05
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Tablo 4’e gore, okul dncesi 6gretmen adaylarinin ¢evre kirliligine yonelik tutumlarinin mezun
olduklar lise tiirline gore anlamli bir farklilik gosterip gostermedigi bagimsiz érneklem t-testi ile
incelenmigtir. Olumlu tutum alt boyutunda Anadolu Lisesi mezunu Ogretmen adaylarinin puan
ortalamasi 3.96 (ss=0.44), Meslek Lisesi mezunu 6gretmen adaylarinin ise 3.80 (ss=0.36) olarak
bulunmustur. Elde edilen sonuglara gore bu fark istatistiksel olarak anlamlidir (t98=3.53, p<.001). Bu
durum, Anadolu Lisesi mezunlariin ¢evre kirliligine iliskin daha olumlu tutumlara sahip oldugunu
gostermektedir. Olumsuz tutum alt boyutunda ise Anadolu Lisesi mezunlarinin ortalamasi 2.13
(ss=0.57), Meslek Lisesi mezunlarinin ortalamasi ise 2.16 (ss=0.50) olarak hesaplanmis; bu fark
istatistiksel olarak anlamli bulunmamaistir (t9sy=-0.47, p=.632). Bu sonuglara gére, mezun olunan okul
tirli 6gretmen adaylarinin ¢evre kirliligine yonelik olumsuz tutumlari etkilememekte; ancak olumlu
tutumlarini anlamli diizeyde etkilemektedir. Anadolu Lisesi mezunlarinin daha yiiksek olumlu tutum
ekonomik ve kiiltiirel arka planlar ile cevresel farkindalik diizeylerinin daha yiiksek olmasi gibi etkenler
yer alabilir. Bulgular, ¢cevre egitiminin bigimsel egitim siireci igerisindeki etkisine dikkat ¢ekmekte ve
okul tiirlerine gore cevre bilincine yonelik farklilagtirilmis egitim stratejilerinin gelistirilmesinin
Onemini ortaya koymaktadir.

Tablo 5. Ogretmen adaylarinin cevre kirligine yonelik tutumlarinin cevre kuruluslarma iiyelik
degiskenine gore yapilan bagimsiz gruplar t-testi sonuglari

Cevre kirliligi Cevre kuruluglarina
faktdrleri fiyelik N X s sd t P

Uyeyi 39 405 39

Olumlu Tutum Syeym 398 221 .02%
Uye Degilim 361 3.89 42
Uyeyim 39 1.90 25

Olumsuz Tutum .. . 398 -2.92 .00*
Uye Degilim 361 2.16 .56

* p<.05

Tablo 5°te, 6gretmen adaylarinin ¢evre kirliligine yonelik tutumlarinin, ¢evre kuruluslarina iiye olma
durumlarina gore farklilik gosterip gostermedigi bagimsiz drneklem t-testi ile analiz edilmistir. Olumlu
tutum alt boyutunda ¢evre kuruluslarina iiye olan 6gretmen adaylarinin puan ortalamasi 4.05 (ss=0.39),
liye olmayanlarin ise 3.90 (ss=0.43) olarak bulunmus ve bu fark istatistiksel olarak anlamlidir
(teos=2.21, p=.027). Bu durum, ¢evre kuruluslarina iiye olan bireylerin ¢evre kirliligine iligkin daha
yiiksek diizeyde olumlu tutum sergilediklerini gostermektedir. Olumsuz tutum alt boyutunda ise ¢evre
kurulusu iiyelerinin ortalamasi 1.90 (ss=0.25) iken, iiye olmayanlarin ortalamasi 2.17 (ss=0.56) olarak
hesaplanmig ve bu fark da istatistiksel agidan anlamlidir (tzesy=-2.92, p=.00). Bu sonuglar, ¢evre
kuruluslarina iiye olan 6gretmen adaylarinin ¢evre kirliligine yonelik hem daha yiiksek diizeyde olumlu
tutum, hem de daha diisiik diizeyde olumsuz tutum sergilediklerini gostermektedir. Bulgular, ¢evresel
sivil toplum kuruluslarina katilimin bireylerin gevresel farkindalik ve sorumluluk diizeyleri iizerinde
pozitif etkisi oldugunu ortaya koymaktadir. Uyelik yoluyla edinilen ¢evre egitimi, goniillii faaliyetler ve
sosyal etkilesimler; bireylerin ¢evre sorunlarina karsi daha duyarli ve sorumluluk sahibi bir tutum
gelistirmelerine katki saglamaktadir. Bu dogrultuda, ¢evre kuruluslarma aktif katilimin, ozellikle
Ogretmen adaylar gibi gelecekte ¢evre bilinci asilayacak bireylerde tesvik edilmesi, ¢evre egitimi
politikalarinin etkinligini artirmada stratejik bir rol oynayabilir.

Tablo 6. Ogretmen adaylarinin cevre kirligine yonelik tutumlarinin yas degiskenine gére yapilan
bagimsiz gruplar t-testi sonuglari

Cevre kirliligi faktorleri Yas N X ss sd t p
18-20 295 3.89 45
Olumlu Tutum yas 398 -1l 26
21-23 yas 105 3.95 34
18-20 yas 295 2.19 .58
Olumsuz Tutum 398 3.54 .00*
21-23 yas 105 1.98 38

* p<.05

Tablo 6 incelendiginde, 6gretmen adaylarinin ¢evre kirliligine yonelik tutumlarmin yas gruplarina
gore farklilik gosterip gostermedigi bagimsiz 6rneklem t-testi ile analiz edilmistir. Olumlu tutum alt
boyutunda 18-20 yas grubundaki 6gretmen adaylarinin puan ortalamasi 3.90 (ss=0.45), 21-23 yas
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grubundaki adaylarin ortalamasi ise 3.95 (ss=0.35) olarak belirlenmistir. Bu fark istatistiksel olarak
anlamli degildir (t@osy=-1.11, p=.26), dolayisiyla yas degiskeni olumlu tutumlar {izerinde belirleyici bir
faktor olarak one ¢ikmamaktadir. Buna karsilik, olumsuz tutum alt boyutunda 18-20 yas grubunun
ortalamasi 2.20 (ss=0.58), 21-23 yas grubunun ortalamasi ise 1.98 (ss=0.39) olarak hesaplanmis ve bu
fark istatistiksel olarak anlamli bulunmustur (tzesy=3.54, p<.001). Bu bulgu, yas ilerledik¢e 6gretmen
adaylarinin ¢evre kirliligine iliskin olumsuz tutumlarinda belirgin bir azalma oldugunu ortaya
koymaktadir. Ozellikle daha biiyiik yas grubundaki adaylarin gevre sorunlarina daha bilingli ve sorumlu
bir bakis acistyla yaklastiklari, daha diisiik diizeyde olumsuz tutum sergiledikleri sdylenebilir. Bu
durum, yasin ¢evre farkindaligi agisindan etkili bir degisken olabilecegini ve c¢evresel duyarliligin
bireyin gelisimiyle birlikte artabilecegini gostermektedir. Egitim fakiiltelerinde ¢evre bilincinin yasa
bagli gelisimini destekleyecek yapilandirilmis ¢evre egitimi programlarinin siirdiiriilmesi, geng yas
gruplarinda goriilen gorece daha yiliksek olumsuz tutumlarin azaltilmasina katki saglayabilir.

Tablo 7. Ogretmen adaylarmin gevre kirliligine yonelik olumlu ve olumsuz tutumlari arasindaki iliskiye
yonelik yapilan Pearson korelasyon analizi sonuglari

Olumsuz tutumlar

Olumlu tutumlar Pearson Correlation -,26%*
Sig. (2-tailed) .00
N 400

** Correlation is significant at the 0.01 level (2-tailed).

Tablo 7’ye bakildiginda, Pearson korelasyon analizi sonucunda 6gretmen adaylarinin gevre
kirliligine yonelik olumlu tutumlar1 ile olumsuz tutumlar1 arasinda negatif yonlii, zayif fakat istatistiksel
olarak anlamli bir iliski tespit edilmistir (r = —.26, p < .01). Bu bulgu, ¢evreye yonelik olumlu tutum
diizeyi arttik¢a, olumsuz tutumlarin azaldigini gostermektedir. Bagka bir ifadeyle, ¢evre kirliligine
iligkin daha duyarli ve bilingli yaklasim sergileyen bireylerin, ¢evreye zarar veren diisiince ve davranis
bi¢imlerinden uzak durma egiliminde oldugu sdylenebilir. Korelasyon katsayisinin —1 ile +1 arasinda
degistigi dikkate alindiginda, —.26 degeri zay1f diizeyde bir ters iliskiyi isaret etmektedir (Cohen, 1988).
Bu baglamda olumlu tutumlar, olumsuz tutumlarm varyansmin yalmzca sinirhh bir kismin
aciklamaktadir. Dolayistyla, bu iki tutum tiirli arasinda istatistiksel olarak anlamli bir iliski olmasina
karsin, bu iliskinin yapisal olarak karmasik ve ¢ok degiskenli oldugu anlasilmaktadir. Elde edilen
bulgular, ¢evre egitimi programlarmin dgretmen adaylarinda olumlu tutumlar1 artirmaya ve olumsuz
tutumlar azaltmaya yonelik yapilandirilmasinin 6nemini vurgulamaktadir. Olumlu tutumlarin tesvik
edilmesi, ¢cevresel sorumluluk bilincinin gelismesine katki saglayabilirken; olumsuz tutumlarin varligi,
bu siireci sekteye ugratabilecek riskler barindirmaktadir. Nitekim g¢evre kirliligine iliskin olumlu ve
olumsuz tutumlarin teorik olarak karsit uclarda konumlandigi varsayimi (Ajzen, 1991; Schultz et al.,
2004), bu arastirmada elde edilen bulgularla ortiismektedir. Ancak yine de bireylerin ¢evreye yonelik
hem olumlu hem de olumsuz tutumlar1 ayn1 anda tasiyabilme olasiligi, bu iligkinin dogasinin daha
kapsamli bicimde incelenmesini gerekli kilmaktadir. Bu dogrultuda, gelecek arastirmalarda gevre
tutumlarint etkileyen diger degiskenlerin (6rnegin cevresel bilgi, deger yonelimi, sosyal etki)
incelenmesi, egitim programlarinin igerigine yonelik daha giiclii 6nerilerin gelistirilmesine katki
saglayabilir.

Tartisma ve Sonu¢

Arastirma, cevre kirliligine dair okul 6ncesi 6gretmen adaylarinin sahip oldugu tutumlarin hem
olumlu hem de olumsuz boyutlariyla biitiinciil bir sekilde incelemeyi amaclamistir. Giiniimiizde
siirdiiriilebilir bir ¢evre bilinci olusturmak, yalnizca bireylerin bilgi diizeylerini artirmakla sinirh
kalmayip, ayni zamanda onlarin gevresel sorunlara karsi farkindalik, tutum ve davranig gelistirmelerini
de zorunlu kilmaktadir. Aragtirmanin bulgulari, 6gretmen adaylarimin ¢evre kirliligine yonelik olumlu
tutumlarinin yiiksek, olumsuz tutumlarinin ise diigiik diizeyde oldugunu ortaya koymustur. Bu sonuglar,
onceki literatiirle biiylik ol¢iide ortiismekte ve c¢evresel egitimin erken donemlerde kazandirilmasinin
bireylerde olumlu tutum gelisimini destekledigini gostermektedir (Dolenc Orbanic ve Kovac, 2021;
Palmer, 1998; Sahin ve Dogu, 2018; UNESCO, 2017). Bu arastirma, okul 6ncesi 6gretmen adaylarinin
cevre kirliligine yonelik tutumlarint hem olumlu hem de olumsuz boyutlariyla biitiinciil bir yaklagimla
ele almay1 amacglamistir. Giiniimiizde siirdiiriilebilir bir ¢evre bilinci olugturmak, yalnizca bireylerin
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bilgi diizeyini artirmakla sinirli kalmayip, ayn1 zamanda onlarin ¢evresel sorunlara karsi tutum, davranig
ve farkindalik diizeylerini de gelistirmeyi gerektirmektedir. Bu arastirmanin bulgulari, okul dncesi
O0gretmen adaylarinin ¢evre kirliligine yonelik olumlu tutumlarinin yiiksek, olumsuz tutumlarinin ise
diisiik diizeyde oldugunu gostermektedir. Bu aragtirmanin temel amaci, okul Oncesi Ogretmen
adaylarmin gevre kirliligine yonelik tutum diizeylerini belirlemek ve bu tutumlarin cinsiyet, yas, sinif
diizeyi, mezun olunan okul tiirii ve ¢evre kuruluslarina iiyelik gibi degiskenlerle iligkisini incelemekti.
Elde edilen bulgular, 6gretmen adaylarinin ¢evre kirliligine yonelik tutumlarinin genel olarak olumlu
oldugunu, olumsuz tutumlarinin ise diisiik seviyede kaldigin1 gostermektedir. Bu sonug, daha dnce farkli
baglamlarda yiiriitiilen ¢alismalarda rapor edilen bulgularla paralellik gostermektedir (Dolenc Orbanié¢
ve Kovac, 2021; Lamanauskas ve Makarskaité-Petkeviciené, 2023; Sahin ve Dogu, 2018).

Aragtirmada cinsiyet agisindan anlamli bir farklilik bulunmamakla birlikte, literatiirde farkli
sonuglara ulasildig1 goriilmektedir. Bazi caligmalarda kadin 6gretmen adaylarinin erkeklere gore daha
yiiksek cevresel tutumlar sergiledigi bildirilmistir (Kahyaoglu ve Ozgen, 2012; Okumus ve Akgcay,
2020; Sahin ve Dogu, 2018). Ancak bizim bulgumuz, Ultay ve Cilingir’in (2025) okul &ncesi ve sinif
egitimi dgrencilerinin ¢evre okuryazarlig1 diizeylerini kargilastirdigi ¢alismayla ortiismektedir; burada
da cinsiyet belirleyici bir faktor olarak 6ne ¢ikmamistir. Bu durum, cinsiyet farkliliklariin baglam,
kiiltiirel etkenler ve Orneklem Ozelliklerine bagli olarak degiskenlik gosterebilecegini ortaya
koymaktadir.

Aragtirma bulgulari, mezun olunan okul tiiriiniin bireylerin ¢evresel tutumlari izerinde belirleyici bir
degisken oldugunu ve Anadolu Lisesi mezunlarinin, Meslek Lisesi mezunlarina kiyasla ¢evreye yonelik
istatistiksel olarak daha olumlu bir tutum sergiledigini ortaya koymaktadir. Polat ve Kirpik (2013) ve
Sahin ve Dogu (2018) yaptiklart ¢alismalarda da Anadolu Lisesi mezunu 6grencilerinin tutumlarinin
daha yiiksek oldugu bulgusu ile tutarlilik gostermektedir. Anadolu Liselerinin egitim programlarinda
biyoloji, cografya ve genel kiiltiir derslerine ayrilan agirligin daha fazla olmasi ve 6grencilerin teorik
bilgi donanimiyla ¢evre bilincini igsellestirmeleri seklinde yorumlanabilir. Buna karsin Meslek
Liselerinde miifredatin agirlikli olarak teknik beceri kazanimi ve mesleki yeterliliklere odaklanmasi,
cevre egitimi gibi sosyo-bilimsel konularin daha arka planda kalmasina yol agmis olabilecegi seklinde
yorumlanabilir.

Cevre kuruluslarina iiye olan 6gretmen adaylarinin olumlu tutumlarmin daha yiiksek, olumsuz
tutumlarinin ise daha diisiik oldugu bulunmustur. Bu sonug, cevre drgiitlerine katilimin ¢evresel biling
tizerinde 6nemli bir etkiye sahip oldugunu rapor eden ¢aligmalarla ortiigmektedir (Alabay ve Dogan,
2015; Ozgiin ve Ozgiin, 2019; Pamuk, 2019). Ayrica, Giingen’in (2022) gevre egitimi etkinliklerinin
ekolojik ayak izi farkindaligini artirdigini gosteren caligmasi da, aktif katilimin tutumlar gelistirmedeki
onemini desteklemektedir.

Arastirma bulgularinda, yas degiskeninin olumlu tutumlar acisindan anlamli bir farklilik
yaratmadigi, ancak geng yas grubundaki 6grencilerin olumsuz tutum puanlarinin daha yiiksek oldugu
belirlenmistir. Bu durum, ¢evresel duyarliligin yasla birlikte daha olgun ve dengeli bir bakis agisina
evrilebilecegini diisiindiirmektedir. Literatiirde de benzer yonde sonuglara ulasilmistir. Ornegin, Y1lmaz
ve Zorlutuna’nin (2024) caligmasinda yas arttik¢a ¢evresel duyarlilik puanlarinin daha olumlu y6nde
gelistigi goriilmiistiir.

Arastirmada olumlu ve olumsuz tutumlar arasinda orta diizeyde negatif bir iligki bulunmustur. Bu
sonug, cevre Kkirliligine yonelik olumlu bakis agilart gelistikce olumsuz tutumlarin azaldigini
gostermektedir. Benzer bir egilim, ¢evresel kimlik, empati ve davraniglar arasindaki iligkileri inceleyen
arastirmalarda da goriilmektedir (Glingér ve digerleri, 2022). Bu sonug, ¢evre egitimi programlarinin
yalnizca olumlu tutumlan giiclendirmeye degil, ayn1 zamanda olumsuz tutumlarin azaltilmasia da
odaklanmasi gerektigine isaret etmektedir. Bu arastirmayla, okul oncesi 6gretmen adaylarinin ¢evre
kirliligine yonelik tutumlarinin genel olarak olumlu diizeyde oldugu, ancak bazi demografik
degiskenlere bagli olarak farkhiliklar gosterdigi belirlenmistir. Arastirmadan elde edilen bulgular,
O0gretmen adaylarmin g¢evreye yonelik olumlu tutumlarinin gelistirilmesi ve olumsuz tutumlarinin
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azaltilmas1 i¢in Ogretmen yetistirme siireglerinde bazi diizenlemelerin gerekli oldugunu ortaya
koymaktadir. Bu dogrultuda asagidaki o6neriler sunulmustur:

1. Sivil toplum kuruluslariyla is birlikleri giiclendirilerek, 6gretmen adaylarinin ¢evresel farkindalik
diizeylerini artiracak saha c¢alismalari, goniilliiliik projeleri tesvik edilmelidir.

2. Ogretmen yetistirme programlarmin tiim siif diizeylerinde yapilandirilms bir sekilde yer almali;
sadece bilgi aktarimi1 degil, tutum ve davranislar1 da hedefleyen uygulamalarla desteklenmelidir.

3. Erken dénem Ogretmenlik egitimi, yalnizca ¢evre bilgisini degil, ¢cevresel tutumlarin gelisimini
destekleyen psiko-sosyal egitim igeriklerini de kapsamalidir.

4. Gelecek arastirmalarda, ¢cevresel degerler, sosyal normlar, medya etkisi, politik tutumlar gibi daha
genis degiskenler iizerinden ¢ok degiskenli modeller kurulmasi 6nerilmektedir.

5. Bu aragtirma Marmara Bolgesi’ndeki {i¢ iiniversite ile sinirlidir. Farkli bolgelerde, daha genis
orneklemlerle yapilacak karsilagtirmali ¢aligmalar, elde edilen sonuglarin genellenebilirligini
artiracaktir. Ayrica, nitel yontemlerle (6r. derinlemesine goriismeler, gozlemler) desteklenmis
caligmalar ¢evre tutumlarinin arka planindaki faktorleri daha iyi ortaya koyabilir.

Sonug olarak, 6gretmen adaylarinin ¢evresel tutumlari iizerine yapilan bu arastirma, ¢evre egitimi
politikalarinin yeniden sekillendirilmesi ve 6gretmen yetistirme siireclerinin ¢evresel siirdiirtilebilirlik
ekseninde gelistirilmesi a¢isindan 6nemli bir veri sunmaktadir
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Extended Abstract
Introduction

In line with the United Nations' 2030 Sustainable Development Goals, quality education and
environmental awareness have become a global priority. Environmental education is defined as a
process that not only involves information transfer but also has the potential to transform individuals'
lifestyles. The most critical phase where the foundations of environmental attitudes and behaviors are
laid is the preschool period. In this period, the environmental attitudes of teachers, who interact directly
with children, play a key role in building the environmental consciousness of future generations. A
review of the literature reveals that while the environmental attitudes of teacher candidates are generally
at a positive level, they differentiate according to variables such as gender, educational background, and
participation in environmental projects. This study aims to determine the attitudes of preschool teacher
candidates towards environmental pollution and to examine the relationship of these attitudes with
various demographic variables (gender, age, type of high school graduated from, membership status).

Method

This research was designed using the survey model, one of the quantitative research methods. While
the population of the research consists of education faculties in universities in the Marmara Region, the
sample group consists of 400 preschool teacher candidates studying at Canakkale Onsekiz Mart
University, Bursa Uludag University, and Balikesir University during the 2023-2024 academic year.
84.8% of the participants are female, 15.3% are male, and the majority (73.8%) are in the 18-20 age
range. As the data collection tool, the "Attitude Scale Towards Environmental Pollution," developed by
Ozcan and Ark (2019) and consisting of two sub-dimensions as "Positive Attitudes Towards
Environmental Pollution" and "Negative Attitudes Towards Environmental Pollution," was used. In the
analysis of the data, descriptive statistics, independent samples t-test, and Pearson correlation analysis
were applied using the SPSS 21 software package.

Results

According to the research findings, the positive attitude mean score of the teacher candidates towards
environmental pollution was determined as 3.91 (high), and the negative attitude mean score was
determined as 2.14 (low). This situation indicates that the candidates are generally sensitive to the
environment. When demographic variables were examined, the following results were obtained:

Gender: No statistically significant difference was found between the positive and negative attitude
scores of female and male teacher candidates (p>.05).

Type of school graduated from: The positive attitude scores of Anatolian High School graduates
(X=3.96) are significantly higher than those of Vocational High School graduates (X=3.80)
(p<.001). There is no significant difference in the negative attitude dimension.

Membership in environmental organizations: The positive attitudes of candidates who are members
of environmental organizations are significantly higher (p=.027), and their negative attitudes are
significantly lower (p=.004).

Age: While the age variable did not create a difference in positive attitudes, it was determined that
the negative attitude scores of candidates in the 21-23 age group were significantly lower (more
positive) compared to the 18-20 age group.

Relationship: A statistically significant, weak, negative relationship (r= -.263) was determined
between positive and negative attitudes.

Discussion and Conclusion

Research results show that preschool teacher candidates' attitudes towards environmental pollution
are generally at the desired level but have not fully reached the "ideal" level. The fact that gender is not
a determining factor indicates that environmental consciousness can develop independently of gender.
On the other hand, the effect of high school type makes the role of the academic curriculum in Anatolian
High Schools on environmental awareness more prominent compared to Vocational High Schools.
Furthermore, the fact that membership in non-governmental organizations affects attitudes positively
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demonstrates the importance of active participation. The decrease in negative attitudes as age increases
suggests that environmental sensitivity is related to maturation. In conclusion, it is recommended that
environmental education courses in teacher training programs go beyond theoretical knowledge and be
supported by applied and volunteer-based projects in cooperation with non-governmental organizations.
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