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Psychological needs have long been one of the most widely studied topics in the field
of mental health. One of the commonly used approaches in recent years in
psychological needs satisfaction research is self-determination theory. It is stated in
the frame of self-determination theory that psychological needs are universal and can
be classified as needs in terms of competence, relationship and autonomy. The aim of
this study is to adapt the Balanced Measure of Psychological Needs (BMPN) Scale,
which was developed to measure the satisfaction level within the framework of self-
determination theory, to Turkish culture. After examining the related literature, a
validity and reliability study of the BMPN Scale has been carried out on the students of
the Faculty of Educational Sciences of Ankara University, and on the pedagogical
formation students from other faculties. Confirmatory factor analysis in the study was
conducted on 285 students, criterion related validity on 282 and test re-test reliability
on 50 students. 80.5% of the respondents were female and 19.5% were male. The
average age of participants was 22. As a result of the research, it was determined that
the psychometric properties of the scale were adequate, and the model fit values were
appropriate. Accordingly, the Turkish form of BMPN was considered a valid and
reliable measurement tool that can be used in research on needs satisfaction.
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Psikolojik ihtiyaglar konusu ruh saghg alaninda uzun siredir yaygin olarak calisilan
konulardan biridir. Bu ihtiyaglara yonelik gesitli kuramsal gorusler ortaya atilmis ve
psikolojik ihtiyaglar cesitli sekilde siniflandiriimistir. Oz belirleme kurami gergevesinde
psikolojik ihtiyaglarin evrensel oldugu ve vyeterlik, iliskisellik ve 6zerklik olarak ele
alinabilecegi belirtilimektedir. Bu arastirmada, 6z belirleme kurami gergevesinde ihtiyag
doyumunu dlgmeye yénelik olarak gelistirilmis Psikolojik ihtiyag Doyumunda Denge
Olgeginin (PIDDO) Tiirkgeye uyarlama calismasi gergeklestirilmistir. PIDDO’niin gegerlik
ve giivenirlik ¢alismasi Ankara Universitesi Egitim Bilimleri Fakiiltesi dgrencileri ve bu
fakiltede pedagojik formasyon sertifika egitimi géren diger fakilte 6grencileri
tizerinde gerceklestirilmistir. Arastirmada dogrulayici faktor analizi 285 kisi, benzer
oleek gecerligi icin 282 kisi, test tekrar test glvenirligi 50 kisi Uzerinden
gerceklestirilmistir. Arastirmaya katilanlarin % 80,5’i kadin, % 19,5'i erkektir.
Katiimcilarin yas ortalamasi 22’dir. Arastirma sonucunda oOlgcegin psikometrik
ozelliklerinin  yeterli diizeyde oldugu, model uyum degerlerinin iyi oldugu
belirlenmistir. Buna gére PIDDO ihtiyag doyumuna iliskin arastirmalarda
kullanilabilecek gegerli ve glivenilir bir 6lgme aracidir.

*Author: ferhatkardas@yyu.edu.tr

357


mailto:ferhatkardas@yyu.edu.tr
http://dergipark.gov.tr/cuefd

Ferhat KARDAS, ilhan YALCIN — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 47(2), 2018, 357-383

Introduction

The concepts of happiness and well-being were mainly studied in the field of psychology after the
Second World War, and various theoretical approaches have subsequently been developed related to
these topics. The pathology-oriented paradigm, which was widespread until the Second World War, has
led to insufficient emphasis being placed on the positive and powerful aspects of individuals. Along with
the Humanistic Approach and the Positive Psychology approaches, the emphasis on the latter approach
has increased, and many studies have been conducted to reveal the variables that increase the well-
being of the individual. One of the topics this is regularly discussed in this framework is the concept of
psychological needs that has been widely studied within the framework of self-determination theory.

Self-determination theory is a theory of human motivation and personality that emphasizes, through
the use of traditional scientific methods, the importance of developing and changing internal resources
in personality development and self-regulation. In this context, the theory focuses on examining the
natural developmental tendencies of individuals, as well as the psychological needs which form the basis
of self-motivation and personality integrity and the conditions that positively contribute to these
processes (Ryan and Deci, 2000). According to the theory of self-determination, there are various factors
that affect the motivation, social functioning and personal growth of individuals. Within this framework,
while the theory examines the nature of the individuals’ positive development trends, it also
investigates factors that contribute to this development and that prevent this development trend. The
theory states that individuals have basically the potential for self-development and self-assertion, and
argues that a person tries to engage in activities that are of interest as a development-oriented entity,
and in order to create meaningful cohesion and to develop attachment and relationship within social
groups (Ryan and Deci, 2000).

In self-determination theory, internal motivation, the need for satisfaction and life goals are the
main issues that are widely discussed. There are accordingly four types of motivations that are
mentioned in self-determination theory. The first of these is intrinsic motivation, which means being
interested in an activity for oneself, and feeling pleased and satisfied at the end of that activity. The
second, extrinsic motivation is about eventually focusing on reaching certain goals, gaining rewards and
reinforcements and avoiding punishment. This type of motivation is divided into self-motivation based
on self-determination, and self-determination that is not based on self-determination. The first of these
refers to being active due to a personal preference, while the latter refers to the individual feeling of
pressure to exert oneself or to be subjected to pressure by external factors to perform any activity. Non-
motivation refers to the absence of internal or external motivation, and is seen in individuals who
believe that they do not have any kind of influence over their behavior. In this situation, which
resembles learned helplessness, individuals do not act due to internal or external awards (Kowal and
Fortier, 1999). It can therefore be stated that internal motivation forms the basis of self-determination,
and accordingly, it is related to intrinsic motivation that allows the carrying out of any activity due to the
satisfaction that comes with internal interest, instead of the need to be satisfied externally. It is even
stated that externally given reinforcements or awards negatively affects internal motivation.

A basic need is defined as, whether it is physiological or psychological, a condition which causes an
individual to take action, contributes to health and well-being when met, and causes illness and
pathology if not (Ryan and Deci, 2000). In the field of psychology, various views have been put forward
in relation to the concept of needs, and needs have been conceptualized in different ways by taking
various theoretical approaches. For some researchers, such as Sheldon and Bettencourt, 2002, the study
of the concept of psychological need in the field of psychology is based on Harry Murray's study of
personality in 1938, while for other researchers, such as Sheldon and Niemiec, 2006, it dates back to the
early periods of last century and is based on McDougall's book, Introduction of Social Psychology, which
was written in 1908.
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According to Sheldon and Niemiec (2006), the opinions expressed by researchers when studying the
concept of psychological needs varies in terms of whether the importance of needs varies according to
individuals, or whether the needs are the internal motivations that motivate individuals to receive the
rewards in the environment. Other options are if it is external necessities that force individuals to act, or
whether the needs are acquired in the individual development process or genetically transmitted, and
this varies whether the number of needs is limited or multiple. From this point on, psychological needs
will be considered within the framework of various theoretical approaches. Maslow's Hierarchy of
Needs theory argues that the needs of the individual are diversified, with the satisfaction of needs
following a hierarchical order of physiological needs, safety needs, love and belonging, the need for
esteem and status and self-actualization, and it is also stressed that it is important to meet the
underlying needs for the reaching of the higher order needs, as well as for self-actualization (Maslow,
2013). Another theory of needs is William Glasser's approach. In this approach, the needs are addressed
in the context of the Theory of Choice and Reality Approach, and it is assumed that individuals are born
with the five basic needs of survival, power, love, entertainment and freedom, and that these do not
differ according to cultural characteristics (Glasser, 1998). One of the most widely accepted approaches
to the psychological needs of individuals in this framework is self-determination theory.

In the Self-determination Theory, needs are taken on a more psychological basis and are defined as
being the internal psychological factors required for psychological development, integration and well-
being. It is suggested that, just as how a a plant grows and develops when it is watered, and how it
declines when it is neglected, satisfying people's psychological needs increases their well-being, while
denying their needs decreases their level of well-being (Deci and Ryan, 2000). Accordingly, in the
context of the majority of research, psychological needs can be divided into three categories: innate,
necessary and universal (Ryan and Deci, 2000).The basic needs of "competence", "autonomy", and
"relatedness" must be satisfied for individuals to maintain integrity, well-being and eudemonia
throughout their lives. On the evidence of global research these three psychological needs have been
proven to be basic (Deci, Ryan, Gagne, Leone, Usunov, Kornazheva, 2001).

Among the basic psychological needs; the need for autonomy refers to an individual's sense of being
the source of his or her own behavior, and of being able to express a preference (Kowal and Fortier,
1999). If an individual feels that he or she is able to determine his or her own behaviors without control
and empowerment (Ingledew, Markland and Sheppard, 2004), relatedness refers to the need for the
sense of belonging and being connected to other people (Ryan and Deci, 2000). Furthermore, an
individual may feel that they have satisfying and supportive social relationships (Ingledew, Markland and
Sheppard, 2004), and the need for competence refers to the feeling, or the perception of, individuals
being able to cope with the environment adequately and effectively (Ingledew, Markland and Sheppard,
2004; Kowal and Fortier, 1999; Ryan and Deci, 2000). It is argued that an individuals' need for
satisfaction, in terms of autonomy and relatedness, increases their intrinsic motivation, which in turn is
closely related to an individual’s sense of well-being. Accordingly, it is expected that an individual with
autonomy support and a high perception of competence, also has a high level of intrinsic motivation,
and this will enable him/her to have more control over his/her life. It is stated that the need for
relationships is an important source of maintaining internal motivation, but it does not affect internal
motivation as much as autonomy and competence (Deci and Ryan, 2000).

In terms of self-determination theory, meeting three basic needs is an important point. Therefore,
neglecting or hampering meeting the needs of individuals will negatively affect well-being. On the
other hand, as in the case of the attitudes of parents who feel that their children should not have the
autonomy that is required to meet their relationship needs, satisfying one need and neglecting another
may cause alienation or pathology (Ryan and Deci, 2000). Investigation of whether basic needs are met
or not may have various implications for different groups. Accordingly, a practitioners' knowledge of the
level of satisfaction orif needs are being thwarted, will be helpful in understanding motivation working
as a source of change, and in recognizing the existence of success, well-being and participation to
combat alienation (Ryan and Deci, 2000).
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Various research related to the satisfaction of needs and the amount of research carried out within
the framework of Self-determination Theory has been carried out both in Turkey and abroad, and
research in the field continues to increase rapidly. Many studies have been conducted on the relation
between need satisfaction and well-being in Turkey. In this context, this has been revealed in a study by
ilker and Ozbay (2016). This study of1474 students at 14 state universities showed that psychological
need satisfaction is a significant predictor of subjective well-being. Another study on the relation of well-
being and need satisfaction was conducted by Kermen and Sari (2014). In this study of university
students, it was found that psychological needs accounts for 58% of the change in subjective well-being.
Tlrkdogan and Duru (2012) have also investigated the relation between the satisfaction of psychological
needs and well-being in their research. As a result of this research, which was conducted within the
framework of Choice Theory, it has been revealed that all of the needs for survival, love and belonging,
power, entertainment and freedom are significant predictors of well-being, but leisure and freedom
needs were found to be more significant predictors than the others. Various research has been carried
out abroad on the satisfaction of needs. In this framework, Sheldon, Elliot, Kim, and Kasser (2001)
investigated which of the 10 psychological needs are essential in relation to the various satisfying and
unsatisfying events that individuals experience. The research in the American and Korean sample was
conducted in three different time periods, and the participants were expected to note the most
satisfying and most unsatisfying events in their lives, and to rate the satisfaction of 10 psychological
needs in their lives within the framework of these events. As a result of the research, three of the first
four basic needs, consistent with the self-determination theory, were identified as being autonomy,
competence and relatedness, with the fourth being self-esteem. On the other hand, the study
determined that needs such as self-actualization, physical development, popularity, money and fame
were less important. It therefore seems to be important that the needs of "autonomy, competence and
relatedness" discussed in the Self-determination Theory are met, and that the environmental conditions
that allow these needs to be met are created. Many other studies have shown that basic psychological
needs are related to well-being and psychological health (Buunk and Nauta, 2000, Cihangir-Cankaya,
2005, Deci et al., 2001, La Guardia, Ryan, Couchman and Deci, 2000, Reis, Sheldon, Gable , Roscoe and
Ryan, 2000, Ryan and Deci, 2000), and that the failure to meet these needs increased the risk of
pathology and was a cause of more disorders (Ryan and Deci 2000; Sheldon and Bettencourt, 2002).

The aim of the research done within the framework explained above is to study the adaptation a
measurement tool developed within the frame of self-determination theory in order to measure
psychological need satisfaction within Turkish culture. There are various tools for measuring
psychological needs in literature, and the plan of the adaption is to use new measuring instruments,
such as the long history of the Need Satisfaction Scale (Deci and Ryan, 1991), which has been widely
used and adapted to the Turkish language by developing various new measuring instruments of new
factors, such as satisfaction, dissatisfaction and balance of need satisfaction, that have begun to be
studied in the field of psychological needs. In this context, an adaptation study of the Balanced Measure
of Psychological Needs (BMPN) Scale, developed by Sheldon and Hilpert (2012), was conducted.

Method
Participants

The validity and reliability study of the Balanced Measure of Psychological Needs Satisfaction Scale
was conducted on teacher candidates of a state university in Ankara, and on other faculty students in
the same institution who are taking the pedagogical formation certification program. Confirmatory
factor analysis within the study was conducted on 285 participants; criterion related validity was
measured on 282 participants, and test-retest reliability on 50 participants. 80.5% of the participants
were female and 19.5% were male. The participants' age ranged from 18 to 44, with a mean age of
22.15 (Sx = 3.02).
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Measures
The Balanced Measure of Psychological Needs (BMPN) Scale

The BMPN scale is a 5-point Likert-type measurement instrument, developed by Sheldon and Hilpert
(2012), that consists of 18 items and measures the level of satisfaction of the psychological needs of
individuals in terms of satisfaction and dissatisfaction. The scale can be used with different models.
Accordingly, different models were tested in the original form, and the varying alternatives were
presented to the researchers. In this context, 9 items were scored positively on the scale, while 9 items
were scored negatively. The scale can be used both as a tool measuring the relatedness, competence
and autonomy needs in three dimensions, and as a six-dimensional tool measuring these needs in terms
of the factors of satisfaction and dissatisfaction. Within this framework, each of the relatedness,
competence and autonomy needs is measured by three positive and three negative items. To use the
scale in the six-dimensions of relatedness satisfaction, relatedness dissatisfaction, competence
satisfaction, competence dissatisfaction, autonomy satisfaction and autonomy dissatisfaction, positive
items are calculated for satisfaction dimensions, while negative items were reversely calculated for the
negative items for dissatisfaction dimensions, and for using the scale in the three-dimensions of
relatedness, competence and autonomy. Accordingly, nine items of the scale measure the satisfaction of
needs, with nine items measuring the dissatisfaction.

A validity and reliability study of the original BMPN Scale was conducted on 324 college students.
The internal consistency values for the three-dimensional forms of relatedness, competence and
autonomy models were found to be .78, .79 and .78, respectively. Reliability values were obtained as
.71, .85, .71, .70, .69 and .70 respectively for the six-dimensional models of relatedness satisfaction,
relatedness dissatisfaction, competence satisfaction, competence dissatisfaction, autonomy satisfaction
and autonomy dissatisfaction. After examining the different models, Sheldon and Hilpert (2012)
presented the different models and linguistic options for the use of the scale, which can accordingly be
used both as a three-dimensional structure and as a six-dimensional structure, as described above. On
the other hand, the questions can be arranged linguistically, in 3 different time periods, both for the
individual within a certain time period, such as in recent times, and for the measurement of the need
satisfaction in general. In this research, use of the simple present tense is preferred.

Self-Liking/Self-Competence Scale (Two-Dimensional Self-Esteem Scale)

The Two-Dimensional Self-Esteem Scale is a measurement tool developed to measure the self-
esteem of individuals by their self-esteem and self-efficacy dimensions. The scale, which was developed
by Tafarodi and Swann (2001), is a two dimensional and 5-point Likert type scale (0 Strongly Disagree, 4
Strongly Agree). consisting of 16 items, including 8 reverse items. There are two sub-dimensions of self-
esteem and self-efficacy, each consisting of 8 items. High scores indicate that individuals have higher
levels of self-esteem and self-efficacy perception. The adaptation study for Turkish culture was
performed by Dogan (2011). Cronbach alpha Internal consistency values were found to be .83 for the
self-liking subscale, and .74 for the self-efficacy subscale for the adaptation study of the scale. Test-
retest reliability of the scale was found to be .72 for both subscales. In this study, the Cronbach alpha
internal consistency values of the scale were found to be .85 for the self-efficacy subscale and .79 for
the self-esteem subscale.

Life Satisfaction Scale

The Life Satisfaction Scale developed by Diener et al. (1985), is a measure of the 7-point Likert type
(1: strongly disagree - 7: strongly agree) that was developed to determine individuals’ life satisfaction.
The scale consists of 5 items. Diener et al. (1985) found that in the original study, the internal
consistency coefficient of the scale is .87, and the criterion related validity is .82. In this research, the
scale form from the adaptation study carried out by Durak, Senol-Durak and Geng6z (2010) was used.
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The highest score that can be taken from the life satisfaction scale is 35 and the lowest score is 5. Low
scores on the scale are considered indicative of low life satisfaction. The Cronbach Alpha internal
consistency value of the Life Satisfaction Scale used in this study was found to be .85.

Data analysis

In the analysis of the data, descriptive statistics reveal two areas demographic information related to
the participants, a confirmatory factor analysis to examine whether the structure of the original scale
was confirms to Turkish culture, and Pearson's correlation techniques, in which an examination of the
relationships between variables for criterion related validity was performed.

Procedure

In the adaptation process of the BMPN Scale to Turkish, permission was first obtained from
researchers who had developed the scale. The scale was then translated into Turkish by 3 faculty
members who have doctorates in Guidance and Psychological Counseling and proficiency in English. The
translated form was examined by the researchers, and the translation form which was thought to best
express the original was used to create the first form. This first form was sent to two faculty members
who had completed their doctorates in the department of Guidance and Psychological Counseling. They
were asked to evaluate the extent to which the translated materials had fulfilled the original material in
terms of meaning and content, and were also asked to make any necessary changes before the final
form of the scale was produced. This final form of the scale was then sent to 3 experts, one of which was
from the department of English Language and Literature, and the other two were from the department
of Guidance and Psychological Counseling. The Turkish form was at this point translated back into the
original language. The scale forms were examined by three experts with good level of English and
doctoral education after the translation and back translation processes were completed. For the pilot
applications, the scale form was applied to a group of 130 participants, consisting of students from the
faculty of education and the pedagogical formation certification program, and final the form of the scale
was produced. In the preliminary analyzes performed after the application, the total item correlations
and internal consistency values of the items were examined, and some items were edited. After
receiving an expert opinion, the original forms of application were decided upon. In the analysis of the
actual application data, missing data, extreme values, linearity, univariate and multivariable normality
analyzes were performed and the final format of the data was determined. The suitability of the model
fit was assessed by confirmatory factor analysis.

Result
Item Analysis

Item total correlation analysis was conducted to determine the relationship between the items in
the scale, and other items being measured, and to indicate the overall consistency of each item with the
scale. In this context, it is considered that an item load above .30 is sufficient for the reliability of the
material (Buyukoztirk, 2008). The mean, standard deviation, and item total correlation values, for the
scale items are given in Table 1.

362



Ferhat KARDAS, ilhan YALGIN — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 47(2), 2018, 357-383

Table 1.

The Mean, Standard Deviation, and Item Total Correlation Values, For the Scale Items

Item b d Sd Item Total Correlation
M1 451 .69 .40
M2 3.62 .92 .35
M3 4.33 .68 .45
Relatedness
M4 3.84 .95 .37
M5 4.19 .79 .33
M6 3.75 .92 .30
M7 3.89 .68 46
M8 3.96 .81 .51
M9 3.84 72 .52
Competence
M10 3.74 .98 .36
M11 3.47 .76 .48
M12 3.48 .96 .33
M13 3.93 .90 43
M14 3.17 1.24 .53
M15 3.85 .92 44
Autonomy
M16 3.50 1.15 .49
M17 3.91 .83 42
M18 2.82 1.01 .52

As seen in Table 1, the total values of the items of the relatedness sub-dimension vary between .30
and .45, while the items of the competence sub-dimension vary between .33 and .52, and those of the
autonomy sub-dimension vary between .42 and .52. It can therefore be seen that the item total

correlation values are at acceptable levels.

Construct Validity

The model adaptation of the BMPN Scale was examined by confirmatory factor analysis, during
which the two models proposed in the original study of the scale were tested and the results given
below. The results of the confirmatory factor analysis for the three-dimensional model of the scale are

presented in Figure 1.
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Figure 1. CFA Results of the Three-Dimensional Model of the BMPN Scale

As shown in Figure 1, the Chi-square/degree of the freedom ratio of the three-dimensional model is
less than 3, and the RMSEA value is set to .082. Confirmatory factor analysis results for the six-
dimensional model of the scale are shown in Figure 2.
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Figure 2. CFA Analysis Results of Six-Dimensional Model of BMPN Scale

(rel.sat.=relatedness  satisfaction, rel.diss=relatedness dissatisfaction, —com.sat.=competence
satisfaction, com.dis.=competence dissatisfaction, au. sat.= autonomy satisfaction, au.dis.= autonomy
dissatisfaction)

As shown in Fig. 2, the ratio of chi-square to the degree of freedom of the 6-dimensional model is
much better than that of the first model. The fit indices, taken as criteria when examining the
compliance values of the models, are given in Table 2.

Table 2.

Reference Values for Model Fit Indices

Fit Indices Good Fit Acceptable Fit
X2/sd <2 2-5
RMSEA <.05 <.08
RMR <.05 <.08

GFI 2.95 2.90

CFI 2.90 2.85
NNF 2 .95 >.90
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NNFI 2.95 2.90

Reference: Cokluk, Sekercioglu and Buyukoztirk, 2010;Hu and Bentler, 1999; Simer, 2000; Simsek, 2007

In Table 2, values were taken as criteria for evaluating the model fit in this study. In the context of
these criteria, the appropriacy of fit index values for both models is given in Table 3.

Table 3.
Fit Indices of CFA For Model 1 and Model 2

Fit Indices Model 1 Model 2
X?/sd 2.92 1.43
RMSEA .082 .039
RMR .051 .037
GFl .87 94
CFI .92 .98
NFI .89 .94
NNFI .91 .98

The fit values for the first model shown in Table 3 are X? / the df values are 2.92, with 1.43 for the
first model and the second model, respectively; the RMSEA values are .082 and .039; the RMR valuesare
.051 and .037; the GFI values are .87 and .94; there is a CFl value of .92 and .98; and NFI values of .89
and .94; while the NNFI value was found to be .91 and .98. Accordingly, the fit values of both models are
within acceptable limits. However, it was determined that the second model was much better than the
first model, as its RMSEA and RMR values are below .05, and the GFI, CFI, NFI, and NNFI values are
above .90 and .95, which indicates a perfect fit for the second model.

Internal Consistency Analysis

The internal consistency values of the sub-dimensions included in the scale were examined by
Cronbach's Alpha internal consistency method. The internal consistency values of the sub-dimensions in
both models are presented in Table 4.

Table 4.
The Reliability Values for the Model 1 and Model 2

Dimensions Internal Consistency
Model 1

Relatedness .70
Competence 71
Autonomy 74
Model 2

Relatedness Satisfaction .73
Relatedness Dissatisfaction .68
Competence Satisfaction .70
Competence Dissatisfaction .63
Autonomy Satisfaction .65
Autonomy Dissatisfaction .72
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As shown in Table 4, the three-dimensional model has internal consistency values above .70.
However, when the number of items in each dimension was decreased to 3 in the six-dimensional
model, the internal consistency values fell below .70.

Test-Retest Reliability

The test-retest reliability of the 50-person group was found to be .76 (p <.01), .71 (p <.01), .69 (p
<.01) for the relatedness, competence and autonomy scores respectively. This indicates that the
reliability values of the scale are within acceptable limits.

Criterion-related Validity

Self-esteem and Life Satisfaction Scales were used for the criterion related validity of the BMPN
Scale. As the self-efficacy and self-liking dimensions of self-esteem are related with satisfaction of need,
and psychological need satisfaction is one of the most significant predictors of life satisfaction, the Two-
Dimensional Self-esteem Scale and Life Satisfaction Scales are used in this study. The results are given in
Table 5.

Table 5.
Criterion-related Validity of the Three-Dimensional Model of the BMPN Scale

Variables Self-Liking Self-Efficacy Life Satisfaction
Relatedness .510%* 415%* .353**
Competence .562** .651%* 291%*
Autonomy .528** .A80** .341%*
*p<.01

As shown in Table 5, there is a significant positive relationship between the relatedness,
competence, autonomy subscales, self-liking and self-efficacy sub-dimensions of self-esteem and life
satisfaction variables. Accordingly, there were positive relations among relatedness and self-liking(r=
.51, p <.01),relatedness and self- efficacy, (r=.41, p <.01), relatedness and life satisfaction (r=.35, p <.01),
competence and self-liking (r= .56, p <.01),competence and self-efficacy, (r=.65, p <.01), competence
and life satisfaction (r=.29, p <.01), autonomy and self-liking (r= .52, p <.01),autonomy and self-efficacy,
(r=.48, p <.01), autonomy and life satisfaction (r=.34, p <.01). The analysis results of criterion related
validity of the six-dimensional model of the scale are given in Table 6.

Table 6.
The Criterion-related Validity of the Six-Dimensional Model of the BMPN Scale

Variables Self-Liking Self-Efficacy Life Satisfaction
Relatedness Satisfaction 317%* A09** .252%*
Relatedness Dissatisfaction -.483%* -.239%* -.308**
Competence Satisfaction A89** .576%** .269%**
Competence Dissatisfaction -.449 ** -.521** -.225%%*
Autonomy Satisfaction 439 ** .346** .269%**
Autonomy Dissatisfaction - 457** - 454** -.305**
**p<0.01
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As seen in Table 6, there is a significant relationship between all dimensions of the BMPN Scale in
terms of the life satisfaction and self-esteem variables. Accordingly, there are positive relationships
among the relatedness, competence and autonomy satisfaction dimensions of the BMPN Scale in terms
of self-liking, self-efficacy and life satisfaction; and there are negative relationships among relatedness,
competence and autonomy dissatisfaction dimension of the BMPN Scale in terms of self-liking, self-
efficacy and life satisfaction. Accordingly, it is shown that the relations between all variables and sub-
dimensions are significant. All these analysis shows that the BMPN Scale is an effective tool to measure
psychological need satisfaction in Turkey, and that it is a valid and reliable scale that can be used in
related research.

Discussion & Conclusion

In this study, the Balanced Measure of Psychological Needs Satisfaction (BMPN) Scale, which was
developed to measure the psychological needs of individuals, was adapted to Turkish culture and the
psychometric properties of the scale were examined. The scale was translated into Turkish after the
necessary preliminary investigations, permissions, and a validity-reliability study was carried out on
university students. Reliability values, model adaptation criteria, and the results of the criterion related
validity that were taken after related analyzes, indicates that the BMPN Scale is as a measurement tool
that can be used in a reliable and valid way to measure the level of need satisfaction.

The BMPN Scale was developed on university students by Sheldon and Hilpert (2012). In the original
development study of the scale, the researchers tested different models, and as a result they proposed
a structure that measures three or six sub-dimensions of needs in the satisfaction and dissatisfaction
dimensions. An adaptation study of the scale was carried out in Germany. In the adaptation study on
German culture (Neubauer and Voss, 2016), the reliability and fit indices of the scale were found to be
appropriate. In parallel with the findings of this research, it was determined that the six-dimensional
model had better adaptation values in the adaptation study that was conducted within German culture.
In parallel with both surveys, three and sub-scale models of scale were tested as part of this study and it
was determined that the fit index values were within the acceptable limits. However, it was determined
that the fit index values of the six-dimensional model were better.

The Need Satisfaction Scale used for measuring need satisfaction in Turkey, was developed by Deci
and Ryan (1991), and adapted to Turkish culture by Bacanli and Cihangir-Cankaya (2003). In the
adaptation study, it was revealed that the scale had appropriate validity and reliability values. In other
research conducted to measure the validity of the self-determination theory in Turkish culture, Cihangir-
Cankaya (2009) examined the relation between autonomy supports, satisfaction of psychological needs
and subjective well-being among university students. In the study, it was determined that the autonomy
support of individuals from family and friends positively affects the satisfaction of the students’ basic
psychological needs, and need satisfaction positively affects their well-being level. Accordingly, it has
been demonstrated that the assumptions of self-determination theory are validated in Turkish culture.
In the adaptation study of the BMPN Scale, it was also shown that the psychometric properties of the
scale are appropriate and that the need satisfaction has a meaningfully positive relation with the
variables of life satisfaction and self-esteem. These findings provide parallel results with similar
investigations within the framework of self-determination theory.

The relationship between well-being and need satisfaction is widely studied in both Turkey and other
countries. In four studies, Sheldon and Niemiec (2006) have subsequently examined the relationship
between psychological need satisfaction and well-being in terms of variables such as different
measurement tools, different methods, and different time periods. Their research demonstrates not
only the amount of satisfaction, but also that balance is important in the satisfaction of need. Within
this framework, and among the groups with similar total scores of psychological need satisfaction, the
well-being level of those participants whose need satisfaction scores shows little variability among
different needs, is higher than that of participants whose need satisfaction scores vary more among the
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different needs. From these findings, researchers have shown the importance of balance in need
satisfaction, and that neglecting one need while satisfying another, can negatively affect well-being
level. In another study on the relationship between need satisfaction and well-being, Tian, Chen, and
Huebner (2014) examined longitudinally the relationship between school-related well-being and
psychological needs satisfaction on high school students. According to the results of the research, in
which the participants filled out the relevant scales twice every 6 weeks, there was a two-way positive
longitudinal relationship between the school satisfaction levels and the psychological needs satisfaction
of the students. The results of this study indicate the importance of providing a balanced level of needs
and show the effect of needs satisfaction on the well-being of the individuals in the school process. In
this framework, it was revealed that the need satisfaction of individuals affects their life satisfaction.
This suggests that the BMPN Scale is a resource that can be effectively used by researchers in terms of
taking into consideration balance while measuring needs, and in terms of being a reliable tool for
measuring the educational well-being of the students.

In this adaptation study, it was demonstrated that the effective fit is indicated by the values of the
BMPN Scale being within acceptable limits, and that the scale is a tool that can be reliably used to
measure psychological needs. Nonetheless, research on social and cultural psychology, in particular,
reveals that the concept of self and its related variables may be sensitive to cultural characteristics. Self-
determination theory basically addresses the motivation of individuals and the autonomy, relatedness,
and competence requirements associated with this motivation. The concepts of autonomy, relatedness
and competence are also the needs that are related to the self-construction of individuals. Accordingly,
autonomous self-construal is more prevalent in individualistic cultures, whereas relational self-construal
is more common in collectivist cultures. In this context, any personal intervention that occurs in an
individualistic culture can be perceived as a form of undesirable control, but in a collectivist culture, such
an intervention can sometimes be regarded as interest and support. This shows that the concept of
autonomy can have different meanings in different cultures. In her study, Kagitcibasi (1996) laid out a
significant autonomous-relational self-construal model for Turkey. From this point of view, it can be
seen that the concepts of autonomy and relationship, in particular, are culture-sensitive concepts. In
this framework, it is expected that tools to measure them as needs in a psychological sense should be
sensitive to this cultural background. Therefore, while adaptation studies are important contributions to
the literature in the field, it is thought that the tools for measuring these variables should be developed
in that culture. Bearing all of this in mind, and in order to use the theoretical framework of self-
determination theory and to benefit from the findings, it is considered to be more useful to propose
culturally sensitive models for the determining and measurement of psychological needs in Turkish
culture.
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Tiirkge Siirimui

Giris

Mutluluk ve iyi olug kavramlari &zellikle ikinci diinya savasindan sonra psikoloji alaninda yogun
sekilde calisilan ve iizerinde gesitli kuramsal yaklasimlar gelistirilen konular haline gelmistir. ikinci diinya
savasina kadar yaygin olan patoloji odakh paradigma bireylerin pozitif ve glicli yonlerine iliskin vurgunun
yetersiz kalmasina neden olmustur. insancil Yaklasim ve Pozitif Psikoloji yaklasimlariyla birlikte bu
yonlere olan vurgu artmis ve bireyin iyi olusunu arttiran degiskenleri ortaya koymaya yoénelik birgcok
calisma yapilmistir. Bu ¢ercevede giinimizde ele alinan konulardan birisi son zamanlarda 6z belirleme
kurami gergevesinde yaygin olarak g¢alisilan psikolojik ihtiyaglar kavramidir.

Oz belirleme kurami, geleneksel bilimsel yéntemleri kullanarak kisilik gelisiminde ve kendini
diizenlemede degisen ve gelisen igsel kaynaklarin 6nemini vurgulayan, insan motivasyonuna ve kisiligine
yonelik bir kuramdir. Bu baglamda, kuramin ¢alisma alani, temelde bireylerin dogal gelisme egilimlerini,
6z motivasyon ve kisilik bitinlaginin temeli olan psikolojik ihtiyaglarini ve bu siireclere pozitif katki
sunan kosullari incelemektir (Ryan ve Deci, 2000). Oz belirleme kuramina gére, bireylerin
motivasyonunu, sosyal islevselligini ve kisisel bliyimelerini etkileyen cesitli faktérler bulunmaktadir. Bu
cercevede 6z belirleme yaklasimi bir yandan bireylerin pozitif gelisme egilimlerinin dogasini incelerken,
diger yandan bu gelismeye katki saglayan ve bu gelisme egilimini engelleyen faktorleri de
arastirmaktadir. Kuram bireylerin temelde kendini gelistirme ve ortaya koyma potansiyeline sahip
oldugunu belirtmekte ve insanin gelisim odakl bir varlik olarak ilgisini ¢eken etkinliklere yoneldigini,
anlamh bir batunlik olusturmaya ve sosyal gruplarla bagliik ve iliski gelistirmeye calistigini
savunmaktadir (Ryan ve Deci, 2000).

Oz belirleme kuraminda i¢sel motivasyon, ihtiyagc doyumu ve yasam amaclari yaygin olarak ele alinan
temel konulardir. Buna gére 6z belirleme kuraminda dért gesit motivasyondan séz edilmektedir. igsel
motivasyon, bir etkinlikle kendisi icin ilgilenmeyi, o etkinlige ilgi duymayi, o etkinligin sonunda haz ve
doyum almayi ifade etmektedir. Digsal motivasyon, sonunda belirli amaglara ulasmaya, 6dil ve
pekistirecleri alip, cezadan kaginmaya odaklanan bir motivasyondur. Digsal motivasyon 6z-belirlemeye
dayali olan ve 6z belirleme temelli olmayan motivasyon olmak tizere ikiye ayrilmaktadir. Oz belirlemeye
dayal olan dissal motivasyon, kisisel tercihten dolayi etkinlikte bulunmayi, 6z belirlemeye dayanmayan
dissal motivasyon ise, bireyin herhangi bir etkinligi yapmak icin kendisine baski yapmasi veya dis
faktorler tarafindan baskiya maruz kaldigini hissetmesini ifade etmektedir. Motivasyonsuzluk ise, igsel
veya digsal motivasyonun olmamasini ifade eder ve daha ¢ok davranislari Gizerinde herhangi bir etkiye
sahip olmadigini diisiinen bireylerde goriiliir. Ogrenilmis caresizlige benzeyen bu durumda, bireyler icsel
veya dissal ddillerle harekete gecmezler (Kowal ve Fortier, 1999). icsel motivasyon 6z belirlemenin
temelini olusturur. Buna gore herhangi bir etkinligi disaridan bir zorlama olmadan, i¢sel bir ilgi ile doyum
alarak gerceklestirmek i¢sel motivasyonla ilgilidir. Dissal olarak verilen pekistire¢ veya odiillerin igsel
motivasyonu olumsuz etkiledigi belirtilmektedir

Temel ihtiyag, fizyolojik ya da psikolojik olsun, bireyi hareket geciren, karsilandiginda sagliga ve iyi
olusa katkida bulunan, karsilanmadiginda ise patoloji ve sagliksiz olmaya (ill-being) neden olan durum
olarak tanimlanmaktadir (Ryan ve Deci, 2000). Psikoloji alaninda ihtiya¢ kavramiyla iliskili olarak cesitli
gorisler ortaya atilmis ve ihtiyaglar cesitli kuramsal yaklasimlardan hareketle farkli sekilde
kavramsallastirilmistir. Psikolojik ihtiya¢ kavraminin psikoloji alaninda calisiimaya baslamasi bazi
arastirmacilar (Sheldon ve Bettencourt, 2002) tarafindan Harry Murray’in 1938 yilindaki kisilikle ilgili
calismasina dayandiriimakta, bazi arastirmacilar tarafindan (Sheldon ve Niemiec, 2006) da daha geriye
gotirilerek McDougall'in 1908 yilinda sosyal psikolojiye giris kitabina dayandirilmaktadir. Sheldon ve
Niemiec’e (2006) gore ihtiyaclar konusu arastirmacilar tarafindan ele alinirken ortaya konulan gorisler
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ihtiyaclarin 6nem derecelerinin bireylere gore farklilk gosterip gostermedigi, ihtiyaclarin bireyleri
cevredeki 6dulleri almak igin harekete gegiren igsel gudiler mi, yoksa bireyleri zorla harekete gegiren
digsal zorunluluklar mi oldugu, ihtiyaglarin bireysel gelisim strecinde edinilen seyler mi oldugu yoksa
genetik olarak mi aktarildigi ve ihtiyaglarin sayisinin az mi oldugu yoksa cok gesitlilik mi gosterdigi gibi
acilardan farklilasmaktadir. Buradan hareketle psikolojik ihtiyaglar alanyazinda ¢esitli kuramsal
yaklasimlar ¢ergevesinde ele alinmistir. Buna gére Maslow’un ihtiyaglar hiyerarsisi kuraminda bireylerin
ihtiyaclarinin gesitlendigi, ihtiyac doyumunun fizyolojik ihtiyaglar, glvenlik ihtiyaci, sevgi ve ait olma
ihtiyaci, sayginhk ve stati ihtiyaci ve kendini gerceklestirme ihtiyaci seklinde hiyerarsik bir sira izledigi,
bireyin bir ist asamadaki ihtiyaci karsilamasi ve kendini gergeklestirme siirecine dogru yol almasi igin
alttaki ihtiyacin karsilanmasinin énemli oldugu belirtilmektedir (Maslow, 2013). ihtiyaclarla ilgili diger bir
kuram ise William Glasser’'in yaklagimidir. Bu yaklagimda da ihtiyaglar Se¢cim Kurami ve Gergeklik
Yaklasimi cergevesinde ele alinmakta, bireylerin bes temel ihtiyag olan hayatta kalma, gtic, sevgi, eglence
ve Ozglrluk ihtiyaclariyla dogdugu varsayilmakta ve bunlarin kiltirel 6zelliklere gore farklilasmadigi
belirtiimektedir (Glasser, 1998). Bu cercevede bireylerin psikolojik ihtiyacglarina yonelik olarak ortaya
atilan ve yaygin kabul géren yaklasimlardan biri de 6z belirleme kuramidir.

Oz belirleme kuraminda ihtiyaclar daha ¢ok psikolojik temelde alinir ve psikolojik gelisim, biitinlesme
ve iyi olus igin gerekli olan igsel psikolojik besinler olarak tanimlanirlar. Bir bitkinin sulandiginda biylyip
gelismesi ve bakimi ihmal edildiginde solmasi gibi, insanlarin psikolojik ihtiyaglarinin karsilanmasinin
onlarin iyi olusunu arttirdigini, ihtiyaglarin engellenmesinin ise onlarin iyi olusglarini azaltti§i 6ne
strilmektedir (Deci ve Ryan, 2000). Buna gore, yapilan birgok arastirma baglaminda insanlarin psikolojik
ihtiyaclarinin Gge ayrilabilecegi ve bu ihtiyaglarin dogustan, gerekli ve evrensel oldugu belirtilmektedir
(Ryan ve Deci, 2000). Bireylerin yasam dénemleri boyunca sirekli bir bitlnluk, iyi olus ve “6damoni”
deneyimi yasamalari igin "yeterlik”, “6zerklik” ve “iliskisellik” temel ihtiyaglarinin karsilanmasi
gerekmektedir. U¢ temel psikolojik ihtiyacin temel ihtiyaglar oldugu hem dogu hem de bati kiiltiirlerinde
gecerlenmistir (Deci, Ryan, Gagne’, Leone, Usunov, Kornazheva, 2001).

Temel psikolojik ihtiyaglardan ézerklik ihtiyaci; bireyin kendi davraniglarinin kaynagi oldugunu ve
tercihte bulundugunu hissetmesini (Kowal ve Fortier, 1999) veya bireyin kontrol edilme ve zorlanma
duygulari olmaksizin, davranislarini kendinin belirledigini hissetmesini (Ingledew, Markland ve Sheppard,
2004); iliskisellik; diger insanlara aidiyet ve baglilik hissetme ihtiyacini (Ryan ve Deci, 2000) veya bireyin
doyum verici ve destekleyici sosyal iliskilere sahip oldugunu hissetmesini (Ingledew, Markland ve
Sheppard, 2004); yeterlik ise gevre ile bas etmede yeterli hissetmesini veya bireylerin gevre ile yeterli ve
etkin sekilde basa ¢ikma algilarini (Ingledew, Markland ve Sheppard, 2004; Kowal ve Fortier, 1999; Ryan
ve Deci, 2000) ifade etmektedir. _Bireylerin &zellikle 6zerklik ve yeterlik ihtiyag doyumlarinin igsel
motivasyonu arttirdigl, bunun da bireylerin iyi olus ile yakindan iliskili oldugu ifade edilmektedir. Buna
gore, Ozerklik destegi verilen ve yeterlik algisi yiksek olan kisinin i¢sel motivasyonunun yiiksek olmasi,
bunun da kisinin hayati Gizerinde daha fazla kontrol sahibi olmasina yardimci olmasi beklenir. iliskisellik
ihtiyacinin da i¢sel motivasyonu siirdirmede 6nemli bir kaynak oldugu ancak bu ihtiyacin 6zerklik ve
yeterlik kadar i¢gsel motivasyona etki etmedigi belirtilmektedir (Deci ve Ryan, 2000)

Oz belirleme kuraminda bireylerin li¢ temel ihtiyacinin birlikte karsilanmasi énemli noktalardan
biridir. Buna gore bireylerin bir ihtiyacinin karsilanip digerinin ihmal edilmesi veya engellenmesi iyi olusu
olumsuz etkileyecektir. Diger yandan c¢ocuklarindan iliskisellik ihtiyaglarinin karsilamasi igin
ozerkliklerinden vazgeg¢melerini isteyen ebeveynlerin  tutumlarinda oldugu gibi bir ihtiyacin
karsilanmasinin diger ihtiyactan vazge¢cme sartina baglanmasi yabancilasma veya patolojiye neden
olabilecek bir zemin olusturur (Ryan ve Deci, 2000). Temel ihtiyaglarinin karsilanip karsilanmadiginin
cahisilmasinin farkli gruplar igin gesitli dogurgulari bulunmaktadir. Buna gére 6zellikle uygulayicilarin bu
ihtiyaglarin karsilanma veya engellenme durumunu bilmeleri degisimin kaynagl olan motivasyonu
anlamalarinda ve yabancilasmaya karsi katilim, basari ve iyi olusun kaynaklarini fark etmelerinde yararh
olacaktir (Ryan ve Deci, 2000).
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ihtiyac doyumuna iliskin alanyazinda hem yurticinde hem de yurt disinda cesitli arastirmalar
yapilmistir ve ozellikle 6z belirleme kurami gergevesinde yapilan arastirmalarin sayisi hizla artmaya
devam etmektedir. Tirkiye’de ihtiyagc doyumunun iyi olus ile iligskisine yonelik cesitli arastirmalar
yapilmistir. Buna gére, ilhan ve Ozbay (2016) tarafindan 14 devlet {niversitesinde 6grenim goren 1474
ogrenci ile yapilan arastirmada psikolojik ihtiyag doyumunun 6znel iyi olusun anlamli bir yordayicisi
oldugu ortaya konulmustur. ihtiyag doyumunun iyi olus ile iliskisine yonelik baska bir arastirma da
Kermen ve Sari (2014) tarafindan yapilmistir. Universite égrencileri ile yapilan bu arastirmada psikolojik
ihtiyaclarin 6znel iyi olustaki degisimin % 58’ini acikladigi belirlenmistir. Tlirkdogan ve Duru (2012) da
yaptiklari arastirmada psikolojik ihtiyaglarin karsilanmasinin iyi olugla iliskisini incelemislerdir. Segim
kurami gergevesinde yapilan bu arastirma sonucunda hayatta kalma, sevgi ve ait olma, giig, eglence ve
ozglrlik ihtiyaclarinin hepsinin iyi olusun anlamli yordayicilari olduklari, ancak eglence ve 6zgiirliik
ihtiyaclarinin digerlerine gére daha giiclii yordayicilar oldugu ortaya konulmustur. ihtiyac doyumuna
iliskin yurt disinda da gesitli arastirmalar yapilmistir. Bu cercevede Sheldon, Elliot, Kim ve Kasser (2001)
yaptiklari galismalarda bireylerin yasadiklari ¢esitli doyum ve doyumsuzluk verici olaylarla baglantil
olarak 10 psikolojik ihtiyacin hangilerinin insanlar icin daha temel ihtiyaglar oldugunu incelemislerdir.
Arastirma Ug¢ farkh zaman diliminde ve Amerika ile Kore 0Orneklemlerinde yapilarak bireylerden
hayatlarindaki en 6nemli doyum verici ve en 6nemli doyumsuzluk verici olaylari yazarak verilen 10
psikolojik ihtiyagla ilgili doyumu bu olaylar gergcevesinde derecelendirmeleri istenmistir. Arastirma
sonucunda 0z belirleme kuramiyla tutarl olarak ilk dért temel ihtiyacin Ggu 6zerklik, yeterlik ve iliskisellik
olarak, dordiinclisii de benlik saygisi olarak ortaya konulmustur. Diger yandan kendini gergeklestirme,
fiziksel gelisim, popllerlik, para ve sohret gibi ihtiyaclarin 6énem derecelerinin daha az oldugu
belirlenmistir. Oz belirleme kuraminda ele alinan “6zerklik, yeterlik ve iliskisellik” ihtiyaglarinin
karsilanmasinin, bu ihtiyaclarin karsilanmasina olanak saglayan gevresel kosullarin olusturulmasinin
onemli oldugu goriilmektedir. Yapilan diger bir¢cok arastirma da temel psikolojik ihtiyaglarin iyi olusla ve
psikolojik saglikla iliskili oldugunu (Buunk ve Nauta, 2000, Cihangir-Cankaya, 2005, Deci ve digerleri,
2001, La Guardia, Ryan, Couchman ve Deci, 2000, Reis, Sheldon, Gable, Roscoe ve Ryan, 2000, Ryan ve
Deci, 2000) ve bu ihtiyaglarin karsilanmamasinin patoloji riskini arttirdigini ve daha fazla rahatsizliga
neden oldugunu (Ryan ve Deci 2000; Sheldon ve Bettencourt, 2002) ortaya koymustur.

Bu arastirma cgercgevesinde psikolojik ihtiya¢ doyumunu 6lgmeye yonelik olarak 6z belirleme kurami
cergevesinde gelistirilmis bir 6lgme aracinin Tiirkgeye uyarlama ¢alismasi yapilmasi amacglanmaktadir.
Alanyazinda psikolojik ihtiyaclari 8lgmeye yénelik gesitli araglar bulunmaktadir. Oz belirleme kurami
gercevesinde yaygin olarak kullanilan ve Tiirkceye uyarlama calismasi yapilan ihtiyag Doyumu Olgegi’nin
(Deci ve Ryan, 1991) lizerinden ¢ok uzun zaman geg¢mis olmasi, ihtiyag doyumu 6lglimlerine doyum ve
doyumsuzluk, ihtiyaglarin dengeli karsilanmasi gibi gesitli yeni boyutlarin girmesi ve aradan geg¢en uzun
slirede gesitli yeni 6lgme araglarinin gelistiriimesi gibi sebeplerden dolayi bu arastirma kapsaminda yeni
bir 6lgme araci uyarlamasi planlanmistir. Bu cercevede ihtiyag doyumunu yogun olarak calisan
arastirmacilar olan Sheldon ve Hilpert (2012) tarafindan gelistirilen Psikolojik ihtiyag Doyumunda Denge
Olgegi’'nin (PIDDO) (The Balanced Measure of Psychological Needs (BMPN) Scale) Tiirkceye uyarlama
calismasi yapilmistir.

Yontem
Katilimcilar

Psikolojik ihtiyac Doyumunda Denge Olcegi’'nin gecerlik ve giivenirlik calismasi Ankara’da bulunan bir
devlet liniversitesinin egitim fakiltesi 6grencileri ve bu fakiiltede pedagojik formasyon sertifika egitimi
goren diger fakillte 6grencileri Uzerinde gergeklestirilmistir. Arastirmada dogrulayici faktor analizi 285
kisi, benzer 6lgek gecerligi icin 282 kisi, test tekrar test givenirligi 50 kisi Gzerinden gergeklestirilmistir.
Arastirmaya katilanlarin % 80.5’i kadin, % 19.5’i erkektir. Katilimcilarin yas araligi 18-44 arasinda olup,
yas ortalamasi 22.15'tir (Sx+3.02).
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Psikolojik ihtiyag Doyumunda Denge Olgegi (PiDDO)

PIDDO Sheldon ve Hilpert (2012) tarafindan bireylerin psikolojik ihtiyac doyumlarini doyum ve
doyumsuzluk boyutunda 6lgen ve 18 maddeden olusan 5'li Likert tipinde bir 6lcme aracidir. Olgek farkl
modellerle kullanilabilmektedir. Buna gore olgegin orijinal formunda farkli modeller test edilmis ve
arastirmacilara farkli alternatifler sunulmustur. Bu baglamda, 18 maddeden olusan 5’li Likert tipindeki
dlgekte 9 madde olumlu olarak puanlanirken, 9 madde de olumsuz olarak puanlanmaktadir. Olcek hem
iliskisellik, yeterlik ve 6zerklik doyumlarini tG¢ boyut olarak 6lgen bir yapi olarak, hem de bu ihtiyaglar
doyum ve doyumsuzluk diizeyinde 6lgen alti boyutlu bir yapi olarak kullanilabilmektedir. Bu gergevede
iliskisellik doyumunu t¢ olumlu {i¢ olumsuz madde; yeterlik doyumunu t¢ olumlu ¢ olumsuz madde;
ozerklik doyumunu 3 olumlu 3 olumsuz madde 6lgmektedir. Arastirmacilar isterlerse olumsuz maddeleri
tersten kodlayip iliskisellik, 6zerklik ve yeterlikten olusan U¢ boyutlu bir yapi, isterlerse de olumlu
maddeleri doyum, olumsuz maddeleri de doyumsuzluk olarak hesaplayip iliskisellik doyum ve
doyumsuzluk, yeterlik doyum ve doyumsuzluk, 6zerklik doyum ve doyumsuzluk boyutlarindan olusan alti
faktorll bir yapi elde edebilirler. Buna gore 6lcegin 9 maddesi ihtiya¢c doyumunu, 9 maddesi ise ihtiyag
doyumsuzlugunu élgmektedir.

PIDDO’niin orijinal galismasinin gecerlik ve giivenirlik calismasi 324 (iniversite dgrencisi lizerinde
yapilmistir. Bu ¢alismada 3 boyutlu iliskisellik, yeterlik ve 6zerklik modeli igin i¢ tutarlik degerleri sirasiyla
.78, .79 ve .78 olarak bulunmustur. 6 boyutlu iliskisellik doyum ve doyumsuzluk, yeterlik doyum ve
doyumsuzluk, 6zerklik doyum ve doyumsuzluk modeli icin givenirlik degerleri sirasiyla .71, .85, .71, .70,
.69 ve .70 olarak elde edilmistir. Yapilan farkli model denemelerinden sonra Sheldon ve Hilpert (2012)
olgegin kullanimi icin model ve dilsel agidan farkli segenekler sunmuslardir. Buna gore 6lgcek yukarida
ifade edildigi gibi hem (¢ boyutlu hem de alti boyutlu yapi olarak kullanilabilir. Diger yandan dilsel
acidan da hem bireyin belirli bir zaman dilimindeki, hem son zamanlardaki hem de genel olarak ihtiyag
doyumunu o6lgmeye yonelik olmak (zere sorular 3 farkli zaman dilimine gore dizenlenebilir. Bu
arastirmada bireyin genel olarak ihtiyag doyumunu élgmeye yonelik bir dil tercih edilmistir.

iki Boyutlu Benlik Saygisi Ol¢egi (iBBSO)

iki Boyutlu Benlik Saygisi Olcegi bireylerin benlik saygilarini kendini sevme ve 6zyeterlik boyutlariyla
olgmek icin gelistirilmis bir 6lcme aracidir. Tafarodi ve Swann (2001) tarafindan gelistirilen bu 6lgek 8’i
tersten puanlanan 16 madde ve iki alt boyuttan olusan 5’li (0 Kesinlikle Katilmiyorum, 4 Kesinlikle
Katiliyorum) Likert tipinde bir 6lgektir. Olcegin 8’er madden olusan kendini sevme ve &zyeterlik alt
boyutlari bulunmaktadir. Yiiksek puanlar bireylerin kendini sevme ve 6zyeterlik algisi diizeylerinin yliksek
olduguna isaret etmektedir. Olgegin Tiirkceye uyarlama ¢alismasi Dogan (2011) tarafindan yapilmistir.
Olgegin uyarlama calismasina Cronbach alfa i¢ tutarlik degerleri kendini sevme alt boyutu icin .83 ve
dzyeterlik alt boyutu icin .74 olarak bulunmustur. Olgegin test-tekrar test giivenirligi her iki alt boyut igin
de .72 olarak bulunmustur. Bu arastirmada iki Boyutlu Benlik Saygisi Olcegi’nin Cronbach alfa i¢ tutarlk
degerleri 6z yeterlik alt boyutu i¢in .85, kendini sevme alt boyutu i¢in .79 olarak bulunmustur.

Yasam Doyumu Olgegi

Diener ve arkadaslari tarafindan 1985 vyilinda gelistirilen Yasam Doyumu Olgegi, bireylerin
yasamlarindan aldiklari doyumu belirlemek amaciyla gelistirilen 7’li Likert tipinde (1: kesinlikle
katilmiyorum - 7: Kesinlikle katiliyorum) bir 8lcektir. Olgek 5 maddeden olusmaktadir. Diener ve digerleri
(1985) orijinal calismada 6lgegin i¢ tutarlk katsayisini.87 olarak, ol¢iit bagiml gecerligini ise. 82 olarak
bulmuslardir. Bu arastirmada 6lgegin Durak, Senol-Durak ve Genc6z (2010) tarafindan uyarlamasi
yapilan formu kullanilmistir. Yasam doyumu 6lceginden alinabilecek en yiiksek puan 35, en diisiik puan
ise 5'tir. Olgekten alinan puanin diisiik olmasi yasam doyumunun diisiik oldugunun gdstergesi olarak
kabul edilmektedir. Bu arastirmada Yasam Doyumu Olgegi’nin Cronbach alfa i¢ tutarlik degeri. 85 olarak
bulunmustur.

373



Ferhat KARDAS, ilhan YALCIN — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 47(2), 2018, 357-383

Veri Analizi

Verilerin analizinde katihmcilara iliskin demografik bilgileri ortaya koymak lizere betimsel istatistikler,
Olgegin ortaya konulan yapisinin Tirk kiltiriinde dogrulanip dogrulanmadigini incelemek (izere
dogrulayici faktor analizi, benzer 6lgcek gecerligi icin degiskenler arasi iliskileri incelemek lzere pearson
momentler carpimi katsayisi tekniklerinden yararlanilmistir.

islem

PIDDO’'niin  Tiirkceye uyarlanmasi siirecinde &ncelikle 6lcegi gelistiren arastirmacilardan izin
alinmistir. Daha sonra 6lgegin Tlrkgeye cevirisi gergeklestirilmistir. Ceviri stirecinde 6ncelikle Psikolojik
Danisma ve Rehberlik alaninda doktora yapmis ve iyi diizeyde ingilizce bilen 3 &gretim lyesi tarafindan
oOlgek Turkgeye cevrilmistir. Cevrilen form arastirmaci tarafindan incelenerek orijinal maddeleri en iyi
ifade ettigi distiniilen ceviri formu olusturulmus ve 6lcege ilk sekli verilmistir. ilk sekli verilen form
psikolojik danisma ve rehberlik alaninda doktorasini tamamlamis iki 6gretim Uyesine gonderilerek
cevrilen maddelerin orijinal maddeleri anlam ve igerik olarak ne dizeyde karsiladigini degerlendirmeleri
istenmistir. Gelen donutler baglaminda bazi degisiklikler yapiimis ve 6lgege son sekli verilmistir. Daha
sonra 6lgegin son formu biri ingiliz Dili ve Edebiyati ve diger ikisi Psikolojik Danisma ve Rehberlik
alanindan olmak Ulzere 3 uzmana goénderilmis ve Tirkgce formunun orijinal dile gevrilmesi istenmistir.
Ceviri ve geri ceviri siireclerinden sonra olusan formlar iyi diizeyde ingilizce bilen ve doktora egitimi
almis ¢ uzman tarafindan incelenmis ve 6lgek formunun dilsel esdegerligi ortaya konulmustur. Pilot
uygulama icin son sekli verilen 6lgek formu egitim fakiltesi ve pedagojik formasyon 6grencilerinden
olusan130 kisilik bir gruba uygulanmistir. Uygulama sonrasi yapilan 6n analizlerde maddelerin madde
toplam korelasyonlari ve i¢ tutarhk degerleri incelenmis ve bazi maddeler Uzerinde diizenlemeler
yapilmistir. Uzman gorisi alindiktan sonra olgegin asil uygulama formuna karar verilmistir. Asil
uygulama verilerinin analizi sirecinde eksik veri, u¢ deger, dogrusallik, tek degiskenli ve ¢ok degiskenli
normallik analizleri yapilmis ve verilere son sekli verilmistir. Olgegin model uyumu ise dogrulayici faktér
analizi ile incelenmistir.

Sonuglar
Madde Analizi

Olgekte yer alan maddelerin lgekteki diger maddelerle iliskisini belirleme ve her bir maddenin
Olgegin butlintyle tutarhigini ortaya koymaya yonelik olarak madde toplam korelasyonu analizleri
yapilmistir. Bu gercevede madde yiiklerinin .30’un lzerinde olmasinin maddenin givenirlik degeri igin
yeterli oldugu 6lgiit olarak alinmistir (Buyiikdztiirk, 2008). Olcek maddelerine iliskin ortalama, standart
sapma ve madde toplam korelasyon degerleri Tablo 1’de verilmistir.
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Tablo 1.

Madde Analizlerine iliskin Sonuclar

Madde Toplam

Madde b d Ss
Korelasyonu

M1 4,51 ,69 ,40

M2 3,62 ,92 ,35

. M3 4,33 ,68 45
Iliskisellik

M4 3,84 ,95 ,37

M5 4,19 ,79 ,33

M6 3,75 ,92 ,30

M7 3,89 ,68 ,46

M8 3,96 ,81 ,51

M9 3,84 ,72 ,52
Yeterlik

M10 3,74 ,98 ,36

M11 3,47 ,76 ,48

M12 3,48 ,96 ,33

M13 3,93 ,90 ,43

M14 3,17 1,24 ,53

N M15 3,85 ,92 ,44
Ozerklik

M16 3,50 1,15 ,49

M17 3,91 ,83 ,42

M18 2,82 1,01 ,52

Tablo 1’de gorildigi gibi olgegin iliskisellik alt boyutundaki maddelerin madde toplam degerleri .30
ile .45 arasinda, yeterlik alt boyutundaki maddeleri degerleri .33 ile .52 arasinda, 6zerklik alt
boyutundaki maddelerin degerleri ise .42 ile .52 arasinda degismektedir. Buna gére maddelere iliskin

madde toplam korelasyonu degerlerinin kabul edilebilir oldugu gorilmektedir.

Yapi gegerligi

PIDDO’niin model uyumu dogrulayici faktér analizi ile incelenmistir. Buna gére olgegin orijinal
calismasinda 6nerilen iki model test edilmis ve sonuglari asagida verilmistir. Olgegin 3 boyutlu modeli

icin dogrulayici faktor analizi sonucu Sekil 1’de sunulmustur.

375



Ferhat KARDAS, ilhan YALCIN — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 47(2), 2018, 357-383

‘a_43-— pl
0.18

LR pd
0. 47 = ik
0_ 47 né
0.51 d
0 _55-= il
0. 30— iy
0_SF = m
0. 35 pll
0_37 = i3
0. &0 - pld
0.1 pl
0. 55 pla
0 _ 45w plh
0.51 = pl?
0 50 - pld
052 -] pl6
0. &4 e pla

Chi-Square=380.22, d4df=130,

Sekil 1. PiDDO 3 Boyutlu Model DFA Sonuglari

[ =T = R ]

0ody o koW

&N LA

(==
o] 00 00

S

B-value=0.00000, BMSER=0.0B82

Sekil 1’de goruldugl gibi 3 boyutlu modelin Ki-Kare/serbestlik derecesi orani 3’(in altinda ve RMSEA
degeri ise.082 olarak belirlenmistir. Olgegin 6 boyutlu modeli igin dogrulayici faktér analizi sonuglari ise

Sekil 2’de verilmistir.

376



Ferhat KARDAS, ilhan YALGIN — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 47(2), 2018, 357-383

oo~

Chi-Sguare=172.14, df=120, P-value=0.00128, RMSEA=0.039

Sekil 2. PIDDO 6 Boyutlu Model Dogrulayici Faktér Analizi Sonuglan

Sekil 2’de gorildigi gibi 6 boyutlu modelin ki-kare/serbestlik derecesi oraninin birinci modele gére
cok daha iyi oldugu belirlenmistir. Modellerin uyum degerlerini incelerken 6l¢lt olarak alinan uyum
degerleri Tablo 2’'de verilmistir.
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Tablo 2.

Model Uyum Degerleri Kriterleri

Uyum Olgiitii iyi uyum Kabul Edilebilir Uyum
X?/sd <2 2-5

RMSEA <.05 <.08

RMR <.05 <.08

GFI 2.95 2.90

CFI 2.90 > .85

NNF 2.95 .90

NNFI 2.95 .90

Kaynaklar: Cokluk, Sekercioglu ve Blylkoztirk 2010; Hu ve Bentler, 1999; Stimer, 2000; Simsek, 2007

Tablo 2’de bu arastirmada model uyumunu degerlendirmek tzere 6l¢lt olarak alinan degerler
verilmistir. Bu 6lgutler gergevesinde, her iki modele iliskin uyum degerleri Tablo 3’de verilmistir.

Tablo 3.

Birinci ve ikinci Modeller icin DFA Analizi Uyum Degerleri

Uyum indeksleri Model 1 Model 2
X?/Sd 2.92 1.43
RMSEA .082 .039
RMR .051 .037
GFI .87 .94
CFI .92 .98
NFI .89 .94
NNFI 91 .98

Tablo 3'te gorilGgi birinci modele iliskin uyum degerleri sirasiyla birinci model ve ikinci model igin
X?/Sd degeri 2.92 ve 1.43; RMSEA degeri .082 ve .039; RMR degeri .051 ve .037; GFl degeri .87 ve .94; CFI
degeri .92 ve .98; NFI degeri .89 ve .94; NNFI degeri ise .91 ve .98 olarak bulunmustur. Buna goére her iki
modelin uyum degerleri de kabul edilebilir sinirlar icindedir. Ancak ikinci modelin birinci modele gére ¢ok
daha iyi uyum verdigi belirlenmistir. Bu gercevede, ikinci modelde kay karenin serbestlik derecesine
oranin 2’'in altinda olmasi, RMSEA ve RMR degerlerinin .05’in altinda olmasi ve GFI, CFl, NFI ve NNFI
degerlerinin .90 ve .95’in (izerinde olmasi ikinci modelde miikemmel uyum olduguna isaret etmektedir.

ic Tutarlik Analizleri

Olgekte yer alan alt boyutlarin i¢ tutarlik degerleri Cronbach Alpa i¢ tutarlik ydntemi ile incelenmis ve
her iki modelde yer alan alt boyutlara iliskin i¢ tutarlik degerleri Tablo 4’te sunulmustur.
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Tablo 4.

PIiDDO Birinci ve ikinci Modeller icin Giivenirlik Degerleri

Boyutlar i¢ Tutarlik
Model 1

iliskisellik .70
Yeterlik 71
Ozerklik 74
Model 2

iliskisellik Doyum .73
iliskisellik Doyumsuzluk .68
Yeterlik Doyum .70
Yeterlik Doyumsuzluk .63
Ozerklik Doyum .65
Ozerklik Doyumsuzluk .72

Tablo 4’te gorildugi gibi 3 boyutlu modelde ¢ boyutun da i¢ tutarlik degerleri .70’in Gzerindedir.
Ancak 6 boyutlu modelde her bir boyutta madde sayisi 3’e kadar distiigi icin i¢ tutarlik degerleri .70’in
altina inmistir.

Test-Tekrar Test Giivenirligi

Olgegin 15 giin arayla 50 kisilik grup lizerinde yapilan test tekrar test giivenirligi iliskisellik, yeterlik ve
ozerklik puanlari igin sirasiyla. 76 (p<.01), .71 (p<.01), .69 (p<.01) olarak bulunmustur. Bu durum olgegin
glvenirlik degerlerinin kabul edilebilir sinirlar icinde oldugunu gostermektedir.

Benzer Olgek Gegerligi

PIDDO’niin benzer 6lgek gegerligi icin benlik saygisi ve yasam doyumunu &lgmeye yonelik dlgekler
kullanilmigtir. Alanyazinda benlik saygisinin 6z yeterlik ve kendini sevme boyutlarinin ihtiya¢ doyumuyla
iliskili olmasi ve psikolojik ihtiyag doyumunun yasam doyumunun anlamli yordayicilarindan birisi
olmasindan hareketle, bu ¢alismada benzer 6lgcek gecerligi icim iki boyutlu benlik saygisi 6lcegi ile yasam
doyumu o6lgekleri kullanilmistir. Sonugclar Tablo 5’te verilmistir.

Tablo 5.

PIDDO 1. Model Alt Boyutlarinin Benzer Olcek Gegerlidine iliskin Bulgular

Degiskenler Kendini Sevme Oz Yeterlik Yasam Doyumu
iliskisellik .510** A415%* .353%*
Yeterlik .562** .651%* .291%**
Ozerklik 528** A80** .341%*
“p<.01

Tablo 5’te goriildiigi gibi PIDDO’niin iliskisellik, yeterlik, dzerklik alt boyutlari ile benlik saygisinin
kendini sevme 6z yeterlik alt boyutlarive yasam doyumu degiskenleri arasinda pozitif yonde anlaml
diizeyde iliskiler bulunmaktadir. Buna goére PIDDO’niin iliskisellik alt boyutu ile benlik saygisinin kendini
sevme alt boyutu arasinda .51(p<.01), 6z yeterlik alt boyutu arasinda .41(p<.01) ve yasam doyumu
arasinda .35(p<.01) diizeyinde pozitif anlamli iliski; PIDDO’niin yeterlik alt boyutu ile benlik saygisinin
kendini sevme alt boyutu arasinda .56p<.01), 6z yeterlik alt boyutu arasinda .65(p<.01) ve yasam
doyumu arasinda .29(p<.01) diizeyinde pozitif anlamli iliski; PIDDO’niin &zerklik alt boyutu ile benlik
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saygisinin kendini sevme alt boyutu arasinda .52p<0.01), 6z yeterlik alt boyutu arasinda .48(p<.01) ve
yasam doyumu arasinda .34(p<.01) diizeyinde pozitif anlamli iliskiler elde edilmistir. Olcegin 6 boyutlu
modelinin benzer 6lgek gegerligine iliskin analiz sonuglari Tablo 6’da verilmistir.

Tablo 6.
PIDDO 2. Model Alt Boyutlarinin Benzer Olgcek Gegerligine iliskin Bulgular

Degiskenler Kendini Sevme Oz Yeterlik Yagsam Doyumu
iliskisellik Doyum 317%* 409%* 252%*
iliskisellik Doyumsuzluk -.483** -.239%* -.308**
Yeterlik Doyum .489%** .576%* .269%*
Yeterlik Doyumsuzluk -.449 ** -.521** -.225**
Ozerklik Doyum 439 ** .346%* .269**
Ozerklik Doyumsuzluk - 457%* - 454%* -.305%*
*p<0.01

Tablo 6’da gorildiigi gibi PIDDO’niin iliskisellik doyum ve doyumsuzluk, yeterlik doyum ve doyumsuzluk,
ozerklik doyum ve doyumsuzluk alt boyutlari ile algilanan sosyal destek, yasam doyumu ve benlik saygisi
degiskenleri arasinda anlamli diizeyde iliskiler bulunmaktadir.Buna gére; PiDDO’niin iliskisellik doyum,
yeterlik doyum ve oOzerklik doyum alt boyutlari ile kendini sevme, 6z yeterlik ve yasam doyumu
degiskenleri arasinda pozitif yénde anlaml iliskiler ve PIDDO’niin iliskisellik doyumsuzluk, yeterlik
doyumsuzluk ve 6zerklik doyumsuzluk alt boyutlari ile kendini sevme, 6z yeterlik ve yasam doyumu
degiskenleri arasinda negatif yonde anlamh diizeyde iliskiler elde edilmistir. Buna gore bitiin degiskenler
ve alt boyutlari arasindaki iliskilerin anlamli oldugu ortaya konulmustur. Biitiin bu analizler PIDDO
olgceginin Tlrkiye'de psikolojik ihtiyagc doyumunu gecerli ve givenilir sekilde 6lgcen ve ilgili arastirmalarda
kullanilabilecek bir 6lgme araci oldugunu géstermektedir.

Tartisma ve Oneriler

Bu arastirmada bireylerin psikolojik ihtiyaglarini 8lgmeye yonelik olarak gelistirilmis Psikolojik ihtiyag
Doyumunda Denge Olgegi’'nin(PIDDO) Tiirkceye uyarlama calismasi yapilmis ve 6lgegin psikometrik
dzellikleri incelenmistir. Olgek gerekli 6n arastirmalardan ve izinlerden sonra Tirrkceye gevrilmis ve
gecerlik-glvenirlik calismasi Universite 6grencileri lGzerinde gerceklestirilmistir. Yapilan analizlerden
sonra ortaya ¢ikan glivenirlik degerleri, model uyum olcutleri ve benzer 6lgek gecerligine iliskin sonuglar
olgegin ihtiyag doyumunu 6lgmede gecerli ve givenilir sekilde kullanilabilecek bir 6lgme araci oldugu
ortaya konulmustur.

Psikolojik Ihtiyag Doyumunda Denge Olcegi Sheldon ve Hilpert (2012) tarafindan universite
dgrencileri Gzerinde gelistirilmistir. Olgegin orijinal gelistirme calismasinda arastirmacilar farkli modeller
test etmis ve sonug olarak ihtiyag doyumunu doyum ve doyumsuzluk boyutunda Ug¢ veya alti alt boyutlu
olarak élgen bir yapi ortaya koymuslardir. Olgegin bir uyarlama ¢alismasi Aimanya’da gerceklestirilmistir.
Alman kilttra tzerinde yapilan uyarlama galismasinda (Neubauer ve Voss, 2016) 6lgegin glvenirlik ve
uyum degerlerinin iyi oldugu belirlenmistir. Bu arastirmanin bulgularina paralel olarak, Alman
kiltiriinde yapilan uyarlama calismasinda da alti boyutlu modelin daha iyi uyum degerlerine sahip
oldugu belirlenmistir. Her iki arastirmaya paralel olarak bu arastirmada da 6lgegin lg¢ ve alt boyutlu
modeli test edilmis ve uyum degerlerinin kabul edilebilir sinirlar icinde oldugu ortaya konulmustur.
Ancak alti boyutlu modelin uyum degerlerinin daha iyi oldugu belirlenmistir.

Tirkiye’de ihtiya¢c doyumunu 6lgmeye ydnelik olarak kullanilan ihtiyag Doyumu Olgegi Deci ve Ryan
(1991) tarafindan gelistirilmis ve Bacanh ve Cihangir-Cankaya (2003) tarafindan Tirkceye uyarlanmistir.
Yapilan uyarlama calismasinda 6lgcegin uygun gecerlik ve glivenirlik degerlerine sahip oldugu ortaya
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konulmustur. Oz belirleme kuraminin Tiirk kiiltiriinde gegerligini 6lcmeye yonelik olarak yapilan diger
arastirmada ise Cihangir-Cankaya (2009) universite 6grencilerinde 6zerklik destegi, psikolojik ihtiyag
doyumu ve Oznel iyi olus arasindaki iligkileri incelemistir. Arastirmada, bireylerin aile ve arkadas
cevresinden aldiklari 6zerklik desteginin, onlarin temel psikolojik ihtiyaglarinin doyumunu etkiledigi,
temel psikolojik ihtiyaglarin doyumunun da 6znel iyi olma dizeyini olumlu etkiledigi belirlenmistir. Buna
gore 0z belirleme kuraminin varsayimlarinin Turk kiltirinde gecerli oldugu ortaya konulmustur.
Psikolojik ihtiyag doyumunda denge olgeginin uyarlama c¢alismasinda da oOlgegin psikometrik
ozelliklerinin iyi oldugu ve ihtiyag doyumunun yasam doyumu ve benlik saygisi degiskenleri ile anlaml
pozitif iliskilere sahip oldugu ortaya konulmustur. Bu bulgular 6z belirleme kurami gergevesindeki benzer
arastirmalarla paralel sonuglar vermektedir.

Psikolojik ihtiyaglarin iyi olus ile iliskisi Turkiye’de oldugu gibi diger ulkelerde de yaygin olarak
cahisilmaktadir. Buna gore, Sheldon ve Niemiec (2006) yaptiklari dort ¢alismada farkh élgme araglari,
farkh yontemler ve farkli zaman dilimleri gibi degiskenler agisindan psikolojik ihtiyac doyumuyla iyi olus
arasindaki iliskileri incelemislerdir. Arastirma bulgulari ¢ergevesinde ihtiyag doyumunda sadece doyum
miktarinin degil dengenin de 6nemli oldugu ortaya konulmustur. Bu ¢ercevede psikolojik ihtiya¢ doyumu
toplam puanlari benzer olan gruplardan ihtiyag doyumu puanlari farkl ihtiyaglar arasinda az degiskenlik
gosterenlerin iyi olus dizeylerinin, cok degiskenlik gosterenlere gore daha yiksek oldugu ortaya
konulmustur. Bu bulgulardan hareketle arastirmacilar ihtiyaglarin dengeli karsilanmasinin, biri
doyurulurken digerinin ihmal edilmesinin iyi olusu olumsuz etkileyebilecegini ortaya koymuslardir.
ihtiyac doyumu ile iyi olus arasindaki diger bir arastirmada, Tian, Chen ve Huebner (2014) lise 6grencileri
Uzerinde, psikolojik ihtiyac doyumuyla okul baglantili iyi olus arasindaki iliskileri boylamsal bir sekilde
incelemislerdir. Katihmcilarin ilgili 6lcekleri 6 hafta araliklarla iki defa doldurduklari arastirmanin
sonuglarina gore ortaya konulan modellere gére 6grencilerin okul doyumu diizeyleriyle psikolojik ihtiyag
doyumlari arasinda olumlu yonde iki yonli boylamsal bir iliski bulunmaktadir. Bu arastirma sonuglari
ihtiyac doyumunun dengeli saglanmasinin dnemine ve ihtiya¢c doyumunun bireylerin okul stirecindeki iyi
olus durumlarina etki ettigine isaret etmektedir. Bu cercevede bu arastirmada da bireylerin ihtiyag
doyumunun yasam doyumlarina etki ettigi ortaya konulmustur. Bu durum PiDDO’niin hem psikolojik
ihtiyaclari 6lcmede dengeyi géz dnlinde bulundurmasi hem de okul iyi olusunu degerlendirme siirecinde
yararlanilabilecek bir ara¢ olmasi gibi acilardan arastirmacilar tarafindan yararlanilabilecek bir kaynak
oldugunu gostermektedir.

Bu uyarlama calismasinda PIDDO’niin uyum degerlerinin kabul edilebilir sinirlar igcinde oldugu ve
Olcegin psikolojik ihtiyaglari 6lgmede glivenilir sekilde kullanilabilecek bir ara¢ oldugu ortaya
konulmustur. Ancak, buna ragmen 6zellikle sosyal ve kiiltirel psikoloji arastirmalari benlik kavrami ve
onunla ilgili degiskenlerin kiiltiire duyarl olabilecegini ortaya koymaktadir. Oz belirleme kurami temelde
bireylerin motivasyonunu ve bu motivasyonla baglantili olan 6zerklik, iliskisellik ve yeterlik ihtiyaclarini
ele almaktadir. Ozerklik, iliskisellik ve yeterlik kavramlari ayni zamanda bireylerin benlik kurgulari ile ilgili
ihtiyaclardir. Buna gore bireyci kiltlrlerde 6zerk benlik kurgulari daha 6n plana ¢ikarken, toplulukgu
kalturlerde ise iliskisel benlik kurgusu daha yaygindir. Bu baglamda, bireyci bir kiltlrde kisiye yonelik her
turli midahale istenmeyen bir kontrol olarak algilanabilirken, toplulukgu bir kiiltirde bu durum bazen
ilgi ve destek olarak kabul edilebilmektedir. Bu durum ozerkligin kiltir icinde farkli anlamlara
gelebilecegini gostermektedir. Kagitgibasi (1996) yaptigl 6nemli ¢alismada Turkiye’'ye yonelik 6zerk-
iliskisel benlik modelini ortaya koymustur. Buradan hareketle, 06zellikle 6zerklik ve iliskisellik
kavramlarinin kiltire duyarh kavramlar oldugu gorilmektedir. Bu ¢ercevede, bunlari psikolojik anlamda
birer ihtiyac¢ olarak 6lgmeye yonelik araglarin bu kdltiirel arka plana duyarh olmasi beklenmektedir. Bu
ylizden, uyarlama calismalarinin alan yazina énemli katkilari olsa da, bu degiskenleri 6lgmeye yonelik
araglarin o kultdr icinde gelistirilmesinin daha yararli olacagi distintilmektedir. Bitlin bunlar g6z 6niinde
bulundurularak, 6z belirleme kuraminin kuramsal cercevesinden ve bulgularindan da yararlanarak,
Tirkiye'de psikolojik ihtiyacglarin belirlenmesi ve olgiilmesine yonelik kiltiire duyarli modellerin ortaya
konulmasinin daha yararli olacag distinilmektedir.

381



Ferhat KARDAS, ilhan YALCIN — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 47(2), 2018, 357-383

References

Buunk, B., & Nauta, A. (2000). Why intra individual needs are not enough motivation is primarily social.
Psychological Inquiry, 11(4), 279-284.

Biyukoztirk, S. (2008). Veri analizi el kitabi: Istatistik, arastirma deseni, SPSS uygulamalari ve
yorum. Ankara: Pegem Yayinlari.

Cokluk, O., Sekercioglu, G., ve Biiylikdztiirk, S. (2010). Sosyal bilimler icin cok dediskenli istatistik: SPSS ve
LISREL uygulamalari. Ankara: Pegem Akademi.

Cihangir-Cankaya, Z. (2005). Oz-belirleme modeli: ézerklik destegi, ihtiya¢c doyumu, iyi olma.
(Yayimlanmamis doktora tezi), Gazi Universitesi, Ankara.

Cihangir-Cankaya, Z. (2009). Ogretmen adaylarinda temel psikolojik ihtiyaclarin doyumu ve iyi olma. Tiirk
Egitim Bilimleri Dergisi, 7(3), 691-711

Deci, E. L.,&Ryan, R. M. (2000). The" what" and" why" of goalpursuits: Human needsandthe self-
determination of behavior. Psychological inquiry, 11(4), 227-268.

Deci, E. L,& Ryan, R. (1991). A motivational approachto self: Integration in personality. In R. A.
Dienstbier (Ed.), Nebraska Symposium on Motivation, 1990: Perspectives on Motivation (pp. 237-
288). Lincoln, NE, US: University of Nebraska Press.

Deci, E. L,Ryan, R. M., Gagne’, M., Leone, D. R., Usunov, J.,, and Kornazheva, B. P. (2001). Need
satisfaction, motivation, and well-being in the work organizations of a former Eastern Bloccountry.
Personality and Social Psychology Bulletin, 27,930-942.

Diener, E.,.Emmons, R., Larsen, R. & Griffin, S. (1985). The Satisfaction with life scale. Journal of
Personality Assessment, 49 (1), 75-76.

Dogan, T. (2011). iki boyutlu benlik saygisi: Kendini sevme ve Oz-yeterlik Olgegi’nin Tiirkge uyarlamasi ve
psikometrik 6zelliklerinin incelenmesi. Egitim ve Bilim, 36(162), 126-137.

Durak, M.,Senol-Durak, E., &Gengdz, T. (2010). Psychometric properties of the satisfaction with life scale
among Turkish university students, correctional officers, and elderly adults. Social indicators
research, 99(3), 413-429.

Glasser, W. (1998). Choice theory a new psychology of personal freedom. New York. HarperCollins.

Hu, L. T., & Bentler, P. M. (1999). Cut off criteriafor fit indexes in covariance structure analysis:
Conventional criteria versus new alternatives. Structural Equation Modeling: A Multidisciplinary
Journal, 6(1), 1-55.

Ingledew, D. K.,Markland, D., & Sheppard, K. E. (2004). Personality and self-determination of exercise
behaviour. Personality and Individual Differences, 36(8), 1921-1932.

ilhan, T., ve Ozbay, Y. (2010). Yasam amaglarinin ve psikolojik ihtiya¢ doyumunun &znel iyi olus
Uzerindeki yordayici roll. Tiirk Psikolojik Danisma ve Rehberlik Dergisi, 4(34), 109-118.

Kagitcibasi, C. (1996). Ozerk-iliskisel benlik: Yeni bir sentez. Tiirk Psikoloji Dergisi, 11(37), 36-43.

Kowal, J.,& Fortier, M. S. (1999). Motivational determinants of flow: Contributions from self-
determination theory. The Journal of Social Psychology, 139(3), 355-368.

La Guardia, Ryan, R., Couchman, C., and Deci, E. (2000). Within-person variation a security of
attachment: a self — determination theory perspective on attachment, need fullfillment and well —
being. Journal of Personality and Social Psychology, 79(3), 367-384.

Maslow, A. H. (2013). Toward a psychology of being. SimonandSchuster.

Neubauer, A. B., & Voss, A. (2016). Validation and revision of a German version of the Balanced Measure
of Psychological Needs Scale. Journal of Individual Differences, 37(1):56-72.

382



Ferhat KARDAS, ilhan YALGIN — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 47(2), 2018, 357-383

Reis, H. T., Sheldon, K. M., Gable, S. L., Roscoe, J., and Ryan, R. M. (2000). Daily well-being: The role of
autonomy, competence, and relatedness. Personality and Social Psychology Bulletin, 26(4), 419-435.

Ryan, R. M., & Deci, E. L. (2000). Self-determination theory and the facilitation of intrinsic motivation,
social development, and well-being. American Psychologist,55(1), 68—78.

Sheldon, K. M., Elliot, A. J., Kim, Y., & Kasser, T. (2001). What is satisfying about satisfying events?
Testing 10 candidate psychological needs. Journal of Personality and Social Psychology, 80(2), 325.
Sheldon, K. M., & Bettencourt, B. (2002). Psychological need-satisfaction and subjective well-being

within social groups. British Journal of Social Psychology, 41(1), 25-38.
Sheldon, K. M., & Niemiec, C. P. (2006). It's not just the amount that counts: balanced need satisfaction
also affects well-being. Journal of Personality and Social Psychology, 91(2), 331.

Sheldon, K. M. & Hilpert, J. C. (2012). The balanced measure of psychological needs (BMPN) scale: An
alternative domain general measure of need satisfaction. Motivation and Emotion, 36, 439—-451.

Stimer, N. (2000). Yapisal esitlik modelleri: Temel kavramlar ve 6rnek uygulamalar. Tiirk Psikoloji Yazilari,
3(6), 49-74.

Simsek, O.F. (2007). Yapisal esitlik modellemesine giris: Temel ilkeler ve LISREL uygulamalari. Ankara:
Ekinoks Yayinlari.

Kermen, U., ve Sari, T. (2014). Universite dgrencilerinde ihtiyag doyumu ve &znel iyi olus arasindaki
iliskinin incelenmesi. Abant lzzet Baysal Universitesi E§itim Fakiiltesi Dergisi, 14(2), 175-185.

Tafarodi, R. W.,& Swann, W. B. (2001). Two dimensional self-esteem: Theory and measurement.
Personality and Individual Differences, 31, 653-673.

Tian, L.,Chen, H., & Huebner, E. S. (2014). The longitudinal relationships between basic psychological
needs satisfaction at school and school-related subjective well-being in adolescents. Social Indicators
Research, 119(1), 353-372.

Tirkdogan, T., & Duru, E. (2012). The role of basic needs fulfillment in prediction of subjective well-being
among university students. Educational Sciences: Theory and Practice, 12(4), 2440-2446.

383



PEREN
w

Cukurova Universitesi Egitim Fakiiltesi Dergisi
Vol: 47 No: 2 Sayfa: 384-410
http://dergipark.gov.tr/cuefd

The Analysis of the Factors That Weaken Engineering Students’
Engagement and Lead Them to Transfer to Other Universities

Adnan BOYACI?*, Mehmet Fatih KARACABEY®, Mustafa OZDERE®, Yakup 0z¢

2Anadolu Universitesi Egitim Fakdiltesi, Eskisehir/Tirkiye

®Harran Universitesi Egitim Fakuiltesi, Sanhurfa/Turkiye
“Omer Halisdemir Universitesi Yabanci Diller Yiiksekokulu, Nigde/Tiirkiye

® CrossMark

dKaramanoglu Mehmetbey Universitesi Egitim Fakdiltesi, Karaman/Tiirkiye

Article Info

Abstract

DOI: 10.14812/cuefd.407286

Article history:

Received  21.03.2018
Revised 26.04.2018
Accepted  18.09.2018

Keywords:

Student engagement,
College retention,
Transfer students,
Engineering students,

Massification of higher education
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engagement and lead them to transfer to other universities in Turkey. This study focuses
on the engagement of engineering students with a qualitative descriptive design.
Participants of the study are composed of the total 13 students who had been
transferred from some other universities and enrolled in a new university in different
engineering departments. Participants were selected by criterion and snowball sampling
methods. In the study, the data were collected through semi-structured interviews and
analyzed thematically. From the data, three main themes were emerged as student level
factors, institution level factors and environmental factors weakening student
engagement and leading them to transfer. When compared with the western college
engagement and retention literature, it was found that there are several different
factors related to educational aspirations, program characteristics, faculty-student
interaction and external environment (characteristics of the city the university located
in). Based on the findings of the study, some recommendations for universities, policy
makers and researchers were provided.
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Bu galismanin amaci, 6grencilerin katimini zayiflatan ve diger Universitelere gegis
yapmalarina neden olan faktorlerin analiz edilmesidir. Calismada, muhendislik
ogrencilerinin  katihmina odaklaniimigtir. Calisma betimsel olarak desenlenmistir.
Katilimcilar daha 6nce farkli Gniversitelerdeki miihendislik béliimlerinde okurken gesitli
nedenlerle bu Universitelerden ayrilarak yeni bir tiniversiteye gegis yapmis toplam 13
o0grenciden olusmaktadir. Katilimcilar 6lgit ve kar topu 6rnekleme yéntemlerine gore
segilmistir. Calismada veriler yari yapilandirilmis gorismeler yoluyla toplanmis ve
tematik olarak analiz edilmistir. Elde edilen verilerin is18inda, 6grenci diizeyi faktorler,
kurum duizeyi faktorler ve gevresel faktorler olmak tGzere 6grenci katihmini zayiflatan ve
baska Universitelere gecis yapmalarina neden olan ¢ tema ortaya ¢ikmistir. Bati
alanyaziniyla karsilastinldiginda Tirkiye baglaminda egitsel beklentiler, program
ozellikleri, 6gretim elemani-6grenci etkilesimi ve dis cevreyle (sehir 6zellikleri) iliskili
cesitli  faktorlerin  farkhlastigi soylenebilir. Calismanin  bulgularina dayali olarak
Universiteler, politika yapicilar ve arastirmacilara gesitli 6neriler sunulmustur.
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Introduction

The growth of higher education system in Turkey has made a significant increase since 2006. With the
foundation of new universities, there has been an increase in the number of students and faculties, which
leads to an increase in public and private expenditure on tertiary education. Until now, 140" universities
(state or foundation) have been founded since 2006 in accordance with the ‘one university to each city’
policy. Thus, the enrolment rates reached %39.49 in 2014-15 educational year (MoNE, 2015). According
to the Higher Education Information Management System (HEIMS), 6.689.185 students enrolled in
universities in 2015-16 educational year. Similarly, Turkey was one of the top third countries which
increased the expenditure per student in educational institutions for all services at the tertiary level of
education along with primary and secondary education (OECD, 2015, p. 212). In this regard, 32.9% of
public institution expenditures and 47.9% of private institution expenditures were allocated to tertiary
education (TurkStat, 2015).

That rapid acceleration in the growth of higher education has yielded positive results in terms of the
participation and access to higher education, which provides the majority with the opportunity to enroll
in higher education (Trow, 2007). However, there is a substantially growing concern in the higher
education system related to college engagement and persistence in Turkey. In this manner, a great
number of students who were already enrolled in a university retake the university entrance exam. For
instance, 26,62% of the students (n=2,086,115) students retook the university entrance exam in 2014
(MoNE, 2015). Between 2010-11 and 2016-17 educational year, this re-entrance ratio was between 22%
and 27% in seven-year range (MoNE, 2017, 2016, 2015, 2014, 2013, 2012, 2011). In this context, it can be
said that a great number of students are not satisfied with their current major, departments or universities
and thus such dissatisfaction is leading them to retake the university entrance exam.

The purpose of current study is to analyze the factors that weaken students’ school engagement and
lead them to transfer to other universities. This study employs a qualitative approach and focuses on the
engagement of engineering students. This study is limited to engineering students who transferred from
some other universities to a mid-size state university®, which was founded in the Central Anatolia in 1992.
The literature on college engagement of engineering students in Turkish context is limited (Gunuc and
Kuzu, 2015; Aydin, Glneri, Yildirim, Cag, 2015; Aypay, Ceki¢c and Boyaci, 2012); therefore, this study is
hoped to make a useful contribution to the field. Besides, in most of the studies on engagement and
persistence, the focus is usually on the factors related to student and institutions such as motivation,
backgrounds, learning environment and facilities, services provided by the university. However, there are
few studies that focus on the external factors (Boles and Whelan, 2017; Ing and Victorino, 2016; Hall et
al., 2015; Caroni, 2011; Sax, 2008; Case, 2007; Baillie and Fitzgerald, 2000; Fenske, Porter and DuBrock,
2000; Santiago and Einarson, 1998; Hoit and Ohland, 1998; Ott, 1978). This study is also hoped to shed
light on the environmental factors that drive students to transfer to other institutions, especially in such
countries as Turkey which experiences a rapid growth in higher education.

Literature Review

In the literature, there are different definitions regarding student engagement such as functional,
interpretive, and critical and the aspects of engagement (Hagel, Carr and Devlin, 2012). This study is based
on the functional approach. In this manner, student engagement was defined by Kuh (2009, p. 683) as
‘the time and efforts that students devote to activities that are empirically linked to the desired outcomes
of college and what institutions do so as to induce students to participate in these activities. In this regard,

* 15 foundation universities were closed in purge after the 15th July failed coup. The total number of
universities (four-year colleges) is 201 in Turkey as of July 2018 according to the Council of Higher
Education website.

" This state university which the data of this study gathered is called as “study university” after this

paragraph in the coming sections.
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student engagement in higher education has two dimensions related to the student and the institution
(Kuh, Kinzie, Schuh and Whitt, 2005, p. 9).

There are several theories in the literature related to engagement, such as Astin’s Student Involvement
Theory (Astin, 1985), Tinto’s Student Integration Model (Tinto, 1987) and Pascerella’s (1985) The General
Model for Assessing Change. These three interactionalist models also constitute a base for college
retention and attrition studies (Chen, 2008). Especially Tinto’s theory has been widely tested and used.
But, it is criticized since it ignores economic and external factors, and college types (Chen, 2008; Tinto,
2006; Braxton and Hirschy, 2005; Nora, Cabrera, Hagedorn and Pascarella, 1996; Cabrera, Nora and
Castaneda, 1993). As an example, Braxton and Hirschy’s (2005, p.69-74) model on dropping out of
residential and commuter colleges differ from Tinto’s model. While Tinto’s model focuses more on the
effect of inner environmental factors on college retention, Braxton and Hirschy’s (2005, p.69-74) model
focuses on the residential and commuter colleges which have different features for student persistence
and engagement. Students in commuter colleges are of different ages, working students, students with
family obligations or usually accommodates off campus. They also hold their primary social memberships
with family, friends, and colleagues off campus (Braxton and Hirschy, 2005). Such factors inhibit
developing relationships at college for commuter students (Alford, 1998). All in all, based on these
theories, the factors affecting student engagement can be examined in two categories; student level and
institutional level.

Student Level Factors

One of the student level factors is the financial issue. Several studies examine the effect of financial
issue on college persistence and find contradictory results (Strauss and Volkwein, 2004; Nora, 1990, p.
315). However, sometimes inadequate financial resources make the greatest contribution to student
attrition (Habley and McClanahan, 2004). In addition, physical, mental and emotional health problems
could contribute to student attrition (Habley and McClanahan, 2004). Especially, psychological features
of students have a major impact on their academic and social integration (Tinto, 1993). Student
background is another factor in persistence. As a part of educational performances, high school academic
performance, GPA, study habits, academic preparedness and first semester grades in college are
significant features for the academic integration of the student, and they show correlation with college
retention, especially in the first year (Westrick et al., 2015; Veenstra, 2009; Habley and McClanahan, 2004;
Astin, 1991). Similarly, educational aspirations are among the most effective factors tied to the idea of
dropout and low engagement level (Habley and McClanahan, 2004; Pascarella and Terenzini, 2005).
Furthermore, students’ relationships with others is another factor in their engagement and persistence in
the college. Significant others play a positive role in student learning, belonging and adjustment to college
and student persistence. The effect of having a close relationship with friends and family results in
encouragement, and support (Kuh et al., 2008; Strauss and Volkwein 2004; Veenstra 2009). However,
these are the results of the supportive personal relationships with both family and peers. In contrast,
family and peers may also play an essential role in dropout decision (Aypay, Ceki¢c and Boyaci, 2012).

Institutional Level Factors

Institutional factors are effective on the institutional commitment, which is essential for the social and
academic involvement of the student in college (Tinto, 2006, 1993). Without institutional involvement, a
student becomes isolated and less invested in her/his overall experience (Astin, 1993a). Despite the
superior academic achievement, if a student feels disconnected from and unrelated to the people and
traditions of the college, he/she is likely to abandon the college for a safer place (McCroskey, Booth-
Butterfield, and Payne, 1989, p. 2). Hence, curriculum, quality of teaching, the attitude of the faculty
members are important factors for the student attrition and disinterest in learning (Habley and
McClanahan, 2004). Similarly, student-faculty interaction plays a major role in engagement (Marra,
Rodgers, Shen and Bogue, 2012). Even weak student-faculty contact leads to student drop out of college
(Pascarella and Terenzini, 1991). Furthermore, administrative styles of the top and mid-level
administrators, attitudes and behaviors in organizational decision-making process, communication,
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fairness in the policies and regulations have an effect on student engagement, and thus could lead to
taking dropout decision from college (Bean, 1980; Berger and Braxton, 1998). Another important factor
to improve student engagement is providing the student with necessary resources related to their majors
and skills for their future jobs. Especially in engineering programes, it is very important for the engineering
students to gain experience in laboratories and practice of technical equipment. Exposing freshmen to
active, engineering-based laboratory learning, discipline-specific advising, and faculty mentoring have
strong effects on their retention (Hartman and Hartman, 2006; Hoit and Ohland, 1998). Apart from the
academic integration, the campus environment should support the students’ social and physical needs
which provides them with educationally purposeful activities, facilities, and resources. Retention is
enhanced when students are involved in student campus-based activities and organizations (Astin, 1975).
Moreover, social activities and events assist students in integrating and adapting to an unfamiliar
environment by creating social connectedness and fostering the sense of belonging to the institution
(Roberts and Styron, 2009). In this regard, larger colleges in size and enrolments may provide better
opportunities for social integration (Napoli and Vortman, 1998; Tinto, 1993; Pascarella and Terenzini,
1991).

Method

This study examines the factors that weaken students’ engagement and lead them to transfer to other
colleges based on their experiences. So, it focuses on deeply understanding of a complicated phenomenon
through a deductive approach to reach the goal (Audet and Amboise, 2001) with a qualitative descriptive
design. Unlike grounded theory, ethnography, phenomenology, narrative analysis or qualitative case
studies, a qualitative descriptive design is actually the basic qualitative research design (Merriam and
Tisdell, 2015, p. 42) for qualitative studies. It has been recently started to be used in education and nursing
research, both in national and international context (Baldan and Glven, 2018; Williams, 2017; Ali, Zengaro
and Zengaro, 2016: Zheng, Guo, Dong and Owens, 2015; Ersoy and Yapicioglu, 2015; Giirgiir and
Akgamete, 2012; Kahriman-Ozturk, Olgan and Guler, 2012; Vuran, Golak and Giirgir, 2003).

The goal of descriptive design studies is to provide a comprehensive summary of a specific event
experienced by individuals and the presentation of data involves a straightforward descriptive summary
of the informational contents that is organized in a logical manner (Lambert and Lambert, 2012). In this
regard descriptive design provides researchers with examining the phenomenon in its natural state,
flexibility in commitment to a theory or a framework, gathering data typically from individual or focus
groups interview, making content or thematic analysis, straightforward representation of findings with
wide and diverse descriptive summaries and clear details of the data (Kim, Sefcik and Bradway, 2017).

Participants

Participants of the study are composed of the total of 13 students in the language prep school.
Participants were selected by criterion and snowball sampling methods. The criterion was to be a transfer
student in the study university prep school. Snowball sampling is a technique when on subject gives the
researcher the name of another subject, who in turn provides the name of a third, and so on (Vogt, 1999).
The researcher who was working at the prep school reached one subject who met the criterion through a
colleague. When the subject agreed in participating the study, he was asked if he knew anybody who met
the criterion and willing to participate in the study. The researcher reached to other subjects one by one
based on the suggestions of the previous subjects. At the end, researcher was able to reach all of the
engineering transfer students in the prep school. Characteristics of the participants are given in Table 1
below. All names of the participants and universities left are coded.
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Table 1.
Characteristics of the Participants
Particip Gender University Year Total Number of Department Department
ants Left Founded  Students Left Transferred
(Undergraduate)?
P1 Male A 1992 12057 Electrical and  Electrical and
Electronics Electronics
Engineering Engineering
P2 Male A 1992 12057 Electrical and  Electrical and
Electronics Electronics
Engineering Engineering
P3 Male B 2006 8037 Mining Mechanical
Engineering Engineering
P4 Male D 1975 25455 Mechanical Mechanical
Engineering Engineering
P5 Female F 1975 42310 Mechanical Mechanical
Engineering Engineering
P6 Male B 2006 8037 Mechanical Mechanical
Engineering Engineering
P7 Male H 2008 9574 Mechanical Mechanical
Engineering Engineering
P8 Male J 1992 27664 Electrical and  Electrical and
Electronics Electronics
Engineering Engineering
P9 Male C 2010 19494 Mechanical Mechanical
Engineering Engineering
P10 Female J 1992 27664 Electrical and  Electrical and
Electronics Electronics
Engineering Engineering
P11 Male K 2007 30421 Electrical and  Electrical and
Electronics Electronics
Engineering Engineering
P12 Male L 1987 21716 Physics Electrical and
Engineering Electronics
Engineering
P13 Male K 2007 30421 Industrial Mechanical
Design Engineering
Engineering

According to Table 1, most of the participants are male. All of them dropped out of engineering
departments and continued the same or different departments at their current university. Most of the
universities dropped out were founded later than or at the same year as the study university. All of the
universities are located in nearby cities. But, only C and J universities are located in the towns.

Data Collection Instrument and Interviews

In this study, the data were collected through semi-structured interviews and tape-recorded by the
researchers. It is possible to control the course of interview while maintaining the free speech of the

f Data of the total number of undergraduate students in the 2015-2016 educational year are gathered

from YBYS for the universities.
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interviewee by semi-structured interviews (Creswell, 2003) and this help to reduce prejudice of the
researcher (McMillan and Schumacher, 1993. p. 426). Interview questions were prepared in accordance
with the literature and expert opinions. For the pilot study, two interviews were conducted. After that,
interview questions were re-examined in accordance with the suggestions given by two faculty members
in educational administration field. After all, the final semi-structured questionnaire was formed. Before
the interviews, a consent form was signed between the researcher and the participants. Suggestions of
the field experts throughout the research process are sought. In this regard, preparation of the consent
form and seeking the opinions of field experts are good for the reliability and the internal validity of the
study (Merriam, 1998). Interviews were conducted in the researchers’ offices and lasted for about 30
minutes each. Including the pilot study, a number of total 13 students were interviewed.

Data Analysis

For the analysis of the data, thematic analysis was chosen due to its flexibility (Braun and Clark, 2006)
and qualitative nature (Vaismoradi, Turunen, and Bondas, 2013). Since the interview questions were
formed in accordance with the literature, both inductive and deductive approaches were used to create
categories and themes during the analysis. However, researchers formed some different categories and
themes from the theories which were taken as a base during the preparation of the interview questions.
According to Braun and Clark (2006, 2014), thematic analysis can be used inductively or deductively
depending on the content of the data or according to the pre-existing theories and frameworks. Besides,
thematic analysis can be used for the analysis of the data gathered by different range of questions focusing
on the perspectives, practices, influencing factors, construction of a specific social processes (Braun and
Clark, 2006, 2014). In this study, the main focus is on the influencing factors related to engagement and
persistence of engineering students as well as examining their transfer decision. Furthermore, during the
analysis, a low level of interpretation was preferred when compared to the grounded theory or
hermeneutic phenomenology, but still both the latent and the manifest content were taken into
consideration. The thematic analysis is very useful for such situations (Vaismoradi, Turunen, and Bondas,
2013). In this regard, data were analyzed through the transcription of interviews, preparation of coding
keys and comparison of coding and finally creating the themes using categories in accordance with the
opinions of experts in the field (Bogdan and Biklen, 1992; Patton, 2002). Creating the themes in
accordance with the order of code-category-themes, expert opinions and the literature review make the
analysis more reliable (Merriam, 1998).

Findings

As a result of the analysis of the data, three main themes that have an effect on weakening student
engagement and leading them to transfer were emerged. The main themes emerged from the data were
“student level factors”, “institution level factors” and “environmental factors”. Environmental factors are
usually analyzed as the institutional factors in the related literature. However, comprehensive
explanations of students related to factors on and off campus and the characteristics of Turkish commuter

universities led researchers to creating another main theme as environmental factors.
Student Level Factors

As for the student level factors main theme, four subthemes were emerged from the data. These
subthemes were ‘educational aspirations’, ‘health problems’, ‘educational performances’ and ‘financial
problems’.

Based on the analysis, one of the most important factors that has an effect on weakening student
engagement and lead them to transferring to study university was their educational aspirations. Eight
participants stated that their former institute, major or department did not meet their educational
aspirations.

P3 talked about the effect of limited employment opportunities of his previous program on changing
the previous university; while, P12 changed his program and university because his previous program is
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less reputable. Similarly, self-improvement in the profession by learning a foreign language is another
important factor challenging the bonds between students and institution and leading students to transfer:

‘I used to enroll at physics engineering department. | have always wanted to be an
engineer and | used to think | could find a job easily if | were an engineer. But after |
started university, | thought that was not the case in Turkey. | found out that career
prospects were limited for a physic engineer. Therefore, | decided to drop out and enroll
at mechanical engineering department”. (P12)

‘My friends asked me why | changed my university. | told them | didn’t have any social
problems. | had good relations with my friends and professors. However, | have always
wanted to learn a foreign language which is especially important for an engineer, but |
couldn’t find a chance. Now | am learning English here, which will be advantageous for
career prospects in the future. The only reason | dropped out was to learn a foreign
language for my profession. So, | did it’. (P7)

In addition to the reasons related to educational aspirations, P5 and P7 mentioned that the major
problem for dropping out of their former university and transfer to the current one is the physical or
psychological health problems they had.

“I had health problems. | was having a panic attack. When | told my parents that |
wanted to drop out of the school, my father told me to think it thoroughly but my mother
has a soft spot for me and told me to come back home. | just returned home but after
some time, my father persuaded me to return. | decided to try once again. When |
returned, the panic attack returned. | told my parents that | would not be able to carry
on living so far away from home. So, | decided to study at some school near my
hometown, | did not do good enough to study at the university in my hometown. This
university which is the closest to my hometown is the only one that | could enroll. So, |
enrolled here”. (P5)

The only reason why | enrolled in this university was my health problems. | lost too much
weight because | had to stay in the dormitory and | could not eat any of the food. | was
feeling sick most of the time and | spent most of my time sleeping or surfing on the
Internet. When my parents saw me like that, they told me to come back and study here.
Now | am here living with my family and feeling much better”. (P7)

As for the factors related to educational performances, most of the participants of this study stated
that their academic performances were low. They got low grades in the first semester which made them
disincline to attend classes. Besides, P8 mentioned that he wasn’t ready for that program because he
never took similar courses before. Also, P1 stated that because of his low grades in the first year, he felt
despair and skipped classes, which made things worse for him.

“I graduated from open high school. | am mostly self-taught. | like studying but the
courses were very difficult. | am not used to listening to lectures, taking notes and
answering teachers. | never studied such courses. That made me unhappy about myself,
I felt like a failure. My grades were terrible, so | decided to take some time off. | stopped
going to school and returned home. | did not want to return that school. | changed the
school and I am here, learning English and getting used to formal education.” (P8)

‘I had a lot of friends. We used to spend time all night long. We did not go to school
regularly and as a result | got bad grades at midterms. | thought | would do better for
finals but unfortunately, they were even worse. It was like a vicious circle. The worse
grades | got, the less | went to school and study. | was not happy at all and | needed a
change. So i decided to change to school and start over.” (P1)

Only one student (P12) talked about the financial issues.
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“My brother was taking care of me and my educational expenses. When he had another
child, it was very hard to for him to take care me financially. Here | am staying at my
aunt’s. Here is comparatively small and cheap so | do not need much money.”

Institution Level Factors

There are two subthemes emerged as ‘program characteristics’, and ‘faculty-student interaction’ from
the data in the main theme institutional level factors. Participants complained about the two dimensions
of the program characteristics that have an effect on weakening their academic integration. In this regard,
firstly, P9 emphasizes the difficulty of exams in relation to the intensity of the courses:

‘Exams were too challenging. We were totally 120 students taking the same course, but
at the end of the semester only 20 students could pass the course. One cannot explain
why this happens by just claiming that students weren’t working their exams’.

Lack of technical amenities is another essential concern weakening student engagement regarding
program characteristics. In this manner, P2 whose university established in 1992, underlines the lack of
experience with laboratories and usage of technical equipment:

“My former university was a small, developing university. It did not have enough labs
and technical equipment that we need to gain experience with. Our professors were
trying hard to teach things that we need to learn by doing but unfortunately the labs
were either full or filled with broken machines or lacking the necessary things. So, |
decided to drop out of it.”

Similarly, P9 whose previous university was established in 2010, criticizes the lack of needed
equipment: ‘We were going to the near vocational high school to see the power lathe. Can you believe it?’

Another critical factor weakening student engagement emerged as faculty-student interaction which
is composed of attitudes of faculty towards students, perceived quality of faculty and attitudes of
administration towards students. As for some factors for transferring to another university, participants
emphasized the communication problems, improper behaviors of some faculty members, receiving poor
quality lectures, evaluation practices, lack of content knowledge and teaching skills and motivation of
some faculty members. P2 put an emphasis on the communication problems with the faculty members.
Besides, P12 underlined the improper behaviors of some faculty members towards foreign students in
lectures which makes him embarrassed:

‘All of our courses and lectures were in English. When a faculty member enters the classroom,
he/she starts to lecture in English. But, in some courses, some faculty members didn’t pay
attention to the foreign students in the classroom. They don’t know Turkish. However, in some
circumstances especially when some friends didn’t understand some topics they go on with
lecturing Turkish. When foreign students say ‘We don’t understand anything’, the faculty says ‘I
will tell you later after the lecture’ and go on lecturing’.

Participants also complained about the quality of faculty members as P8 criticizes the quality of
lectures given by the instructors and research assistants, not by professors. Furthermore, P1, P10, and
P13 complained about the lack of content knowledge, lack of teaching skills and lack of motivation of some
faculty members respectively. Besides, P2 underlined the improper evaluation practices:

‘I didn’t study hard. Ok. But there were some other students who were studying hard to
pass some certain courses. There was a student who failed in the same course 12-13
times. He said that ‘I studied for one year just for one course, but | failed again. Some
professors were asking so hard questions in the exams and they were not just when
evaluating the exam papers’. This was the general view of all students. | think so too.
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There were two students who complained about this situation to the administration. But,
they were expelled from the university’.

Lastly, some participants complained about the negative attitudes of the top administration to the
request of the students, which negatively influence their motivation, make them despair and feel that the
administration doesn't care about them. P10 gave an example for that situation:

‘My previous university was located in a town. | think no one wouldn’t choose it if they knew its
location. In spite of that, administration of the university decided to open a civil engineering
department in that town. We signed a petition, collected signatures from students and submitted
to the administration for not opening this department in this town. However, they didn’t pay
attention to our concerns’.

Environmental Factors

There are three subthemes emerged from the data as ‘significant others’, ‘internal campus
environment’ and ‘external environment’ under the main theme “environmental factors”. The existence
of significant others, the role of family support and friend influence were found to have some effect on
transfer decision. Families seem to support their children’s decision to drop out of the university if they
believe their children have solid reasons and the transfer will be beneficial to them:

‘At first, they were surprised when I told them that | want to change my school. My family
thought that | was very happy when | was in my previous university. Then | explained my
reasons why | want to drop out and transfer to my current university. After | was
accepted by the new university, | talked with them again. And they supported my
decision to transfer’ (P9).

Besides, the role of friends has controversial effects on student engagement. For example, P9 stated
that he decided to transfer to another university when two of his closest friends decided to transfer, which
shows that peer influence is another important factor that may affect the way people behave. On the
other hand, experiencing problems with peers or having no peers and feeling isolated or alone may also
lead to school dropout or transferring to another university. As P1 explained that the reason why he
decided to transfer was due to having problems with friends, while P11 emphasized the effect of lacking
friends and feeling alone on dropping out of the former university.

Regarding internal campus characteristics, participants emphasized the impacts of characteristics of
campus and campus life on their decision to drop out and transfer. As for the characteristics of campus,
some participants stated that they did not find physical amenities of the campus and campus life
satisfactory and it did not meet their needs and expectations. Some other participants criticized the size
and location of the campus by stating that “the university looked like a high school and it was located in a
small town far away” (P1), and ongoing constructions on the campus (P8). In addition to these, some
participants complained about the lack of physical facilities such as lack of classrooms which caused
classrooms to be overcrowded (P11) and /ack of social spaces on university campuses like sports hall and
cafeteria (P2), which shows campus life is another important aspect of university education and providing
students with social and academic facilities, and social, sportive and similar events may help increase
student engagement.

Lastly, from the data, general characteristics and living conditions of the city emerged as external
environmental factors that prevents social integration. Some students stated that they regretted choosing
their previous universities because of the challenges they experienced in those cities. Some participants
complained about the location of the universities. They expressed that they wanted to enroll in
universities located in ‘cities which meet their social and intellectual expectations, not in towns which
failed to meet these expectations’ (P8). They also mentioned that ‘small size towns where their
universities were located did not provide them with opportunities to create social networks’ (P10). Also,
some participants indicated that they had to deal with some challenges such as commuting to campus
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and the geographical features of the city (geographic proximity), which led them to transferring to a
university located in a city that is near to their hometown and has similar geographical features:

‘Transportation was too hard. It was a long way from my dorm to school and the public
transportation was not efficient at all. | had to spend hours waiting for the bus or on the
way to and from school. | hated that.” (P11)

“I don’t know what | was thinking when | chose that university. It was like in the middle
of nowhere. It was very far away from my hometown and | had no idea how to get there.
It was very hard to travel to that city. Also, because | had never been in the eastern part
of Turkey, | could not get used to the climate, environment and people. The city was
suffocating me because it was not as green as my hometown’ (P7).

Furthermore, the cost of living and living conditions of the city were other factors regarding external
environment. P11 stated that the accommodation was very expensive, which made the city very
expensive to live. And P13 complained about the security problems of the city. P 13 stated that the
neighborhood his dormitory was located was not a safe place at all, and fights, gun fights were everyday
things, which made him decide to drop out and transfer to another university.

Discussion

Background characteristics, especially educational performances are important for college persistence
and graduation. Consistent with the previous research (French, Immekus and Oakes, 2005; Habley and
McClanahan, 2004; Baillie and Fitzgerald, 2000; Fenske, Porter and DuBrock, 2000; Astin, 1993b),
precollege performances of the participants emerged as an influential factor on college dropout, along
with the financial and health issues. Students transfer by hoping to reach better financial and health
conditions.

Besides, educational aspirations play important roles in transferring to another university mainly
because of the desire to reach a more reputable university and improve professional skills. Actually, this
is a rephrased version of studies revealing the inadequacy in educational aspirations leads low academic
and social integration (Pascarella and Terenzini, 2005; Habley and McClanahan, 2004). But this time high
educational aspirations lead students to leaving their previous universities. One reason of such a situation
could be the personality traits of these students. They may have high level of conscientiousness (Costa
and McCrae, 1992), so that they are more achievement oriented, self-disciplined, determined and
planned individuals, and they see this transfer as a chance for their future and job-related skills (Hall et
al., 2015).

In this study, most of the participants complained about programs characteristics, and especially
attitudes of some faculty members and administration towards them. They complained about the
administration’s indifference to their needs, the intensity of the courses, lack of equipment, labs and not
having enough experience in laboratories. Especially for engineering programs, laboratory wok,
counselling and faculty mentoring provide opportunity for active learning and they have positive effects
on student academic integration (Hoit and Ohland, 1998). In addition to the intensity of courses, difficulty
of some exams, getting low grades, communication problems and unjust behaviors of some faculty
members may cause students to become demotivated and hurt their self-confidence and as a result they
may drop out of the college (Santiago and Einarson, 1998). Besides, perceived low quality of the faculty
members and lectures are some of the negative factors for student persistence. If the courses are just
theoretical and there is no room for practice (Baillie and Fitzgerald, 2000), students may feel bored in
classes (Sax, 2008). Also, if students feel isolated because of the low quality in the student-faculty
interaction (Boles and Whelan, 2007; Baillie and Fitzgerald, 2000), so that they are most likely to have low
engagement and persistence.
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Generally, significant others (families, friends, etc.) seem to have a positive effect on student
engagement and involvement. Significant others, having a close relationship with friends and family may
help students to actively engage in learning, develop a sense of belonging and adjust to college (Kuh et
al., 2008; Strauss and Volkwein 2004; Veenstra 2009). However, in this study, it was found that family and
peers may play an essential role in dropout and transfer decision as well, which is consisted with the
results of Aypay, Ceki¢c and Boyaci (2012). According to the findings of the study, the families of the
participants are likely to approve their children’s decision to drop out or transfer on condition that they
think it is rational and will be beneficial for them. Friends also play a controversial role on dropout or
transfer. Participants who have problems with their peers or have no peers so that they feel all alone,
isolated seem to decide to drop out, while some participants drop out or transfer just because their peers
are doing so.

In addition to the factors stated above, some participants criticized the characteristics of the
campuses, campus life and lack of physical facilities. Inadequate social and intellectual spaces negatively
influence creating social networks enabling commitment to university and friends (Tinto, 1993).
Moreover, some participants talked about the problems related to safety, cost of living, location and
insufficient social places in cities, towns their former universities were located. Because of the commuter
characteristics of newly founded universities (Aypay, Ceki¢ and Boyaci, 2012) and powerful link between
universities and cities in Turkey, these problems could affect student persistence negatively and result in
dropout or transfer.

According to majority of the participants, their previous universities failed to meet their expectations.
In this regard, there exist an intersection point between college engagement and choice theories.
Students are rational actors collecting information on both gainings (job prospections, advantages etc.)
and costs (loans, accommodation, being apart from family and friends etc.) and analyzing this information
when they are choosing a certain university (Hossler, Schmit and Vesper, 1999; McDonough, 1997). In this
study, some participants stated that they regretted choosing their previous universities when they
experienced some challenges in those cities. Hence, students attend universities because of certain
personal reasons and aspirations; however, if these were not met, they may decide to drop out or transfer.

Conclusion and Recommendations

According to the findings of the study, some subthemes play different roles in the analysis of the
factors that weaken engineering students’ engagement compared to the western literature.

Educational aspirations are related with the persistence in the same college, but in this study some
students were not satisfied with the academic and professional services of their previous universities.
Hence, they dropped out of their former universities hoping to attend a more reputable one and to
improve their academic and professional skills.

The effect of perceived quality of faculty members on college retention is one of the unique results of
the present study. Some participants argue that the low quality of lectures (given by instructors or
research assistants), their lack of content knowledge, teaching skills, motivation and evaluation practices
were very effective on some participants’ decisions to dropout or transfer. It was also found out that
negative attitudes of faculty and administration was another effective factor on students’ lack of
motivation. These opinions of the participants imply that although the higher education system in Turkey
is centralized, the influence of faculty members on courses and the university administration on
educational processes are very high. Actually, in order to sustain autonomy of the higher education
institutions, the influence of the faculty members and the university administration could be tolerated.
However, considering the rapid massification in higher education in Turkey, such an influence on courses
and educational processes may cause differences and problems in the quality of courses and educational
processes and jeopardize the academic quality among universities.

In the western literature, the studies that focus on the role of environmental factors on student
retention and persistence came forefront later than the studies that focus on the role of student
394



Adnan BOYACI et al. — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 47(2), 384-410

involvement and students’ backgrounds on persistence and engagement (Tinto, 2006, p. 2-4). However,
in this study, the situation is just the opposite. Most of the universities in Turkey, especially founded in
2006 and later, commonly reveal the characteristics of a commuter college, in which the environmental
factors are more important. Despite the changing populations and developmental differences, there is at
least one state university in each city in Turkey. Choosing a university means choosing a city to live and
the university life means the social life of the city. When students think they couldn’t find what they
expected, they start to regret studying in that city and university. Hence, to explain student engagement
and persistence in Turkish higher education context, college choice and retention theories need to be
used together to explain city-university tie.

In order to eliminate factors leading to low engagement and support persistence among engineering
students, several attempts may be taken by universities, policy makers, and researchers, taking the
centralized higher education system in Turkey into consideration.

Universities, especially those founded in 2006 and later, may establish centers for foreign languages,
academic advising with career/life planning, provide remedial coursework and support effective
laboratory work for engineering students who desire to improve their academic and professional skills.
Besides, universities could organize some courses for faculty members who wanted to improve
professional skills regarding student assessment, instructional techniques. Apart from that, current
decision-making mechanisms should be improved and operated more efficiently to enhance students’
sense of belonging and engagement. Universities should also pay attention to community service
orientations and courses and widen the content of these courses to integrate both cities and universities,
and the community and students for enhancing student engagement and commitment to the university.

Policymakers should provide universities with adequate regulations to act on to meet the academic,
managerial and professional demands of engineering students. Frankly, there is no such a legal restriction
preventing universities from taking the above actions in Turkey. However, current regulatory framework
could be made more encouraging by empowering academicians and administration of universities. Some
new regulatory mechanisms which provide faculty members with career prospects based on their active
involvement in community service courses or practices need to be developed.

Researchers, either national or international, interested in college engagement and persistence among
engineering students in Turkish higher education, should take contextual differences into consideration
such as educational aspirations, program characteristics, faculty-student interaction and external
environment (city characteristics). Especially environmental factors constitute an interplay between
college choice and engagement theories in this study.
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Tiirkge Siirimii

Girig

Turkiye’de yliksekdgretimin sisteminin gelisiminde 2006 yilindan beri 6nemli gelismelerin yasadig
soylenebilir. Yeni tniversitelerin kurulmasiyla birlikte 6gretim elemani ve 6grenci sayilarinda ve buna bagli
olarak yiksekogretimde kamu ve 6zel kesimin harcamalarinda bir artis gozlenmistir. “Her ilde bir
tiniversite” politikasina bagh olarak 2006 yilindan giinimiize kadar 140% yeni Universite kurulmustur.
Boylece 2014-15 egitim Ogretim yilinda yuksekdgretimde net okullasma orani %39,49’a ulasmistir.
Yiiksekogretim Bilgi Yonetim Sistemine (YBYS) gore ise 2015-16 egitim Ogretim yilinda Gniversitelerde
toplam 6,689,185 06grenci bulunmaktadir. Benzer sekilde, Tirkiye ilk ve ortadgretimin yaninda
yiiksekogretim kurumlarindaki biitiin hizmetlerde 6grenci basina diisen harcamalari en fazla artiran ig
ulke arasinda yer almistir (OECD, 2015, p. 212). Bu baglamda yiksekogretime kamu kesiminden ayrilan
pay %32,9'a, 6zel kesimden yiiksekdgretime ayrilan pay ise 47,9’a ulasmistir (TUIK, 2015).

Yiiksekogretimin gelismesindeki bu ani ivmenin ylksekogretime katilim ve erisim agisindan olumlu
sonuglar dogurdugu soéylenebilir. Clinkli ¢ag nidfusunun ¢ogunluguna ylksekogretime katilma imkani
taninmis olmaktadir (Trow, 2007). Ancak bu gelismelerle beraber Tirkiye’de Universite katilimi ve
devamliligl agisindan ciddi endiseler de ortaya ¢ikmaktadir. Bu baglamda ¢ok sayida 6grenci halen bir
yiiksekdgretime programina kayith olmasina ragmen (niversite sinavina yeniden girmektedir. Ornegin,
2014 yilinda Universite sinavina giren 6grencilerin (2,086,115) %26,62’si bu sekilde Universite sinavina
yeniden girmistir (MEB, 2015). 2010-11 ve 2016-17 egitim 6gretim yillari arasinda yedi yillik periyotta bu
oran %22 ve %27 arasinda degismektedir (MEB, 2017, 2016, 2015, 2014, 2013, 2012, 2011). Buradan
hareketle bu sayilara gére o6grencilerin 6nemli bir kisminin halen kayith olduklari programlardan,
bolimlerden ya da Universitelerden bir sekilde memnun olmadiklari ve bu memnuniyetsizligin onlari
yeniden Universite sinavina girerek kayith olduklari program, boliim ya da Universiteyi degistirmeye ittigi
soylenebilir.

Bu calismanin amaci 6grencilerinin okul katilimini zayiflatan ve onlari baska Universitelere gegis
yapmaya iten nedenleri analiz etmektir. Calismada nitel bir yaklasim benimsenmektedir ve o6zellikle
mihendislik 6grencilerine odaklanilimistir. Calisma Orta Anadolu Bolgesinde 1992 yilinda kurulmus orta
biyiiklikte bir devlet Universitesine™ Tirkiye’nin baska iniversitelerinden gecis yapan miihendislik
ogrencileri ile sinirhdir. Tirkiye baglaminda Universite 6grencilerinin okul katihmina iliskin ¢alismalar
sinirhdir. S6z konusu mihendislik 6grencileri olunca Turkiye’deki alanyazin oldukga sinirli kalmaktadir
(Gunuc ve Kuzu, 2015; Aydin, Guneri, Yildirim, Cag, 2015; Aypay, Ceki¢ ve Boyaci, 2012). Dolayisiyla
¢alismanin Turkiye’deki alanyazina onemli bir katki yapacagl disiiniimektedir. Bununla beraber
yuksekogretimde 6grenci katihmi ve devamliligina iliskin calismalarda, katiimi ya da devamhligi etkileyen
motivasyon, bireysel arka plan, 6grenme ortami ve altyapi, Universitenin 6grenciye sundugu hizmetler gibi
6grenci ve kuruma iliskin faktoérlere odaklanilir. Az bir ¢alisma ise 6grenci ve Universitenin disinda yer alan
dissal faktorlere odaklanir (Boles ve Whelan, 2017; Ing ve Victorino, 2016; Hall et al., 2015; Caroni, 2011;
Sax, 2008; Case, 2007; Baillie ve Fitzgerald, 2000; Fenske, Porter ve DuBrock, 2000; Santiago ve Einarson,
1998; Hoit ve Ohlve, 1998; Ott, 1978). Dolayisiyla bu c¢alismanin mihendislik 6grencilerini baska
Universitelere gecis yapmaya iten c¢evresel faktorlere de odaklanarak ozellikle Tirkiye gibi
yiiksekogretimde hizl bir gelisim yasayan (lkeler igin de yararli olacagi disiinilmektedir.

§ Tlirkiye’de Temmuz 2018 itibariyle Yiiksekégretim Kurumu’na gore toplam tiniversite (en az dért yillik
niversiteler) sayisi 201’dir. 15 Temmuz darbe girisiminden sonra 15 vakif Gniversitesi kapatiimistir.
** Calismanin verilerinin toplandigi bu devlet Giniversitesi bundan sonraki paragraflarda “calisma

Universitesi” olarak adlandiriimistir.
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Alanyazin

Alanyazinda 6grenci katiimina iliskin islevsel, yorumsamaci, elestirel ve katihmin boyutlari seklinde
gruplandirilabilecek tanimlamalar yapilmaktadir (Hagel, Carr ve Devlin, 2012). Bu ¢alisma ise islevsel
yaklasimi temel almaktadir. Bu dogrultuda Kuh (2009, s. 683) 6grenci katimini “Universitenin istendik
ciktilanyla iliskili etkinliklere 6grencinin harcadigi zaman ve c¢aba ve Universitenin bu etkinliklere
o6grencinin katiimini artirmak icin yaptigi her sey” olarak tanimlamistir. Dolaysiyla yiksekogretimde
o6grenci katiliminin 6grenci ve kuruma iliskin temelde iki boyutunun oldugunda so6z edilebilir (Kuh, Kinzie,
Schuh ve Whitt, 2005, s. 9).

Yiiksekdgretimde katilima iliskin alanyazinda Astin’in Ogrenci Katilimi Kurami (Astin, 1985), Tinto’nun
Ogrenci Biitiinlesme Kurami (Tinto, 1987), Pascerella’nin (1985) Degisimin degerlendirilmesine iliskin
Genel Modeli gibi gesitli kuramlar bulunmaktadir. Bu li¢ temel etkilesimsel model ayni zamvea Universite
devamliligi ve terki ¢alismalarinda da bir temel teskil etmektedir. Ozellikle Tinto’nun kurami siklikla
kullanilmis ve test edilmistir. Ancak ekonomik ve dissal faktorleri ve Universite tiplerini ihmal ettigine
yonelik bircok elestiriyle de karsilasmistir (Chen, 2008; Tinto, 2006; Braxton ve Hirschy, 2005; Nora,
Cabrera, Hagedorn ve Pascarella, 1996; Cabrera, Nora ve Castaneda, 1993). Ornegin Braxton ve
Hirschy’nin yerlesik ve daginik Universitelerde okul terki modeli Tinto’nun modelinden farklilagmaktadir.
Tinto 6grenci devamliligina iliskin Gniversitenin i¢ cevresindeki faktorlere odaklanirken, Braxton ve Hirschy
yerlesik ve daginik Universitelerin 6grenci katihmi ve devamliligi acisindan farkli 6zelliklerine
odaklanmiglardir. Daginik lniversitelerdeki 6grenciler genellikle farkli yas gruplarindan, calisan, ailevi
yukamlulikleri fazla olan ve genellikle kampis disinda konaklayan 6grencilerden olusmaktadir (Braxton
ve Hirschy, 2005). Bu 6grencilerin dncelikli sosyal tyelikleri kampis disindaki aile, arkadas ve meslektas
gruplariiledir. Bu gibi durumlar bu 6grencilerin tniversite ve icindekilerle bag kurmalarini olumsuz etkiler
(Alford, 1998). Sonug olarak, yukarida deginilen kuramlar baglaminda 6grenci katilimini etkilen faktorler
o6grenci ve kurum diizeyi olmak tzere iki kategoride incelenebilir.

Ogrenci Diizeyi Faktorler

Ogrenci diizeyi faktérlerden birisi finansal sorunlardir. Finansal sorunlarin 6grenci devamlilig
Uzerindeki etkilerini inceleyen ¢esitli calismalarda birbirine zit sonuclara ulasiimistir (Strauss ve Volkwein,
2004; Nora, 1990, p. 315). Ancak bazi durumlarda finansal kaynaklarin yetersizligi 6grencinin Universite
egitimi stirecinde yipranmasini artirmaktadir (Habley ve McClanahan, 2004). Finansal kaynaklara ek olarak
fiziksel, duygusal ve akil sagiligina iliskin sorunlar da 6grencinin Universite egitimine devam etmesini
olumsuz olarak etkileyebilmektedir (Habley ve McClanahan, 2004). Ozellikle psikolojik faktdrlerin
o6grencinin Universiteye akademik ve sosyal olarak entegrasyonunda énemli etkileri vardir (Tinto, 1993).
Ogrencinin bireysel arka plani egitime devamlilikta bir diger etkili faktérdir. Egitsel performansin bir
parcasi olarak lisedeki agirlikl ortalama, calisma aliskanliklari, akademik hazir bulunusluk ve tniversitenin
ilk yilindaki ders notlari 6grencinin akademik entegrasyonu icin nemli etkenlerdir. Bu faktorler 6grencinin
ozellikle ilk yilda Gniversitede yipranmasi ve Universite terki ile iliski gostermektedir (Westrick et al., 2015;
Veenstra, 2009; Habley ve McClanahan, 2004; Astin, 1991). Benzer sekilde egitimden beklentiler de
Universite terki ve dislik diizey katilim ile ilgili en énemli faktorler arasinda yer almaktadir (Habley ve
McClanahan, 2004; Pascarella ve Terenzini, 2005). Bundan baska 6grencilerin gevrelerindeki kisilerle
iliskileri de Universite katihmi ve devamliligi agisindan olduk¢a 6nemlidir. Bu 6nemli kisiler 6grenci
o6grenmesi, ait olmasi, Universiteye uyumu ve devamliligi konusunda olumlu rol oynamaktadir. Arkadas ve
aile ile yakin iliskiler bu kisilerin liniversiteyi tamamlamaya iliskin tesvigini ve destegini almada dnemlidir
(Veenstra 2009; Kuh et al., 2008; Strauss ve Volkwein 2004). Ancak bu sonugclar aile ve akranlarla
destekleyici kisisel iliskilerin bir sonucudur. Bazen aile bireyleri ve akranlar Universite terki konusunda da
etkili olabilmektedir (Aypay, Cekic ve Boyaci, 2012).

Kurum Diizeyi Faktorler

Kurumsal faktérler 6grencinin Universitede sosyal ve akademik katilimi icin dnemli olan kurumsal
baghhk tzerinde etkilidir (Tinto, 2006, 1993). Kurumsal katilim olmadan 6grenci lniversitede izole bir
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halde yasar ve kazanabilecegi deneyimlere daha az yatirrm yapmis olur (Astin, 1993a). Bir 6grenci
Universiteden, Universitedeki bireylerden ve Universitenin geleneklerinden kopuk hissederse ¢ok iyi bir
akademik basariya sahip de olsa blylk bir olasilikla daha guvenli bir yer igin Universiteyi birakmak
isteyecektir (McCroskey, Booth-Butterfield, ve Payne, 1989, p. 2). Buna gore 6gretim programi, 6gretimin
kalitesi, 6gretim elemanlarinin tutumlari 6grencinin yipranmasinda ve Ogrenmeye olan ilgisinin
azalmasinda 6nemli etkenlerdendir (Habley ve McClanahan, 2004). Benzer sekilde Ogrenci-6gretim
elemani etkilesimi 6grenci katiliminda énemli bir rol oynar (Marra, Rodgers, Shen ve Bogue, 2012). Bazen
zayif etkilesim 6grencinin lniversiteyi terk etmesine neden olabilir (Pascarella ve Terenzini, 1991). Bundan
baska tepe ve orta diizey yoneticilerin orglitsel karar alma sureglerindeki tutum ve davraniglari, iletisim,
politikalarda ve duzenlemelerde adaletli davranmalari da &grenci katilimini etkiler ve 06grencinin
Universiteyi birakma karari almasina neden olabilir (Berger ve Braxton, 1998; Bean, 1980). Ogrenci
katimini artirmada etkili olabilecek bir diger faktor ise 6grenciyi gelecekteki isine yonelik becerilerin
gelistirilmesi ve &grenim gordiigii programa gerekli kaynaklarin saglanmasidir. Ozellikle miihendislik
programlarinda 6grencilerin laboratuvarlarda deneyim kazanmasi ve teknik arag-gerecleri kullanabilmesi
olduk¢a o6nemlidir. Lisans programina yeni baslayan mihendislik 6grencilerine miihendislige 6zgi
laboratuvarlarda aktif 6grenme olanaklarinin saglanmasi, disipline 6zgii danismanlik yapilmasi ve 6gretim
elemanlarinin 6grencileri yonlendirmesi 6grencilerin egitsel devamliliklarina olduk¢a énemli bir katki
yapmaktadir (Hartman ve Hartman, 2006; Hoit ve Ohlve, 1998). Akademik entegrasyondan baska, kampiis
cevresi de 6grencilerin sosyal ve fiziksel ihtiyaglarini karsilamaldir. Béylece onlari egitsel amagh etkinlikler,
mekanlar ve kaynaklarla desteklemelidir. Egitsel devamllik 6grencilerin kampis temelli etkinliklere ve
organizasyonlara katilimiyla glclendirilebilen bir olgudur (Astin, 1975). Ek olarak sosyal etkinlikler ve
olaylar, 6grencinin sosyal baghhgini saglayarak ve kuruma aidiyet hissini giiclendirerek, tanimadigi bir
cevreye entegre olmasina ve uyum saglamasina olanak tanir (Roberts ve Styron, 2009). Bu baglamda
genislik ve 6grenci sayisi bakimindan buyiik Universitelerin sosyal entegrasyon igin daha iyi firsatlar
sunabilecegi ifade edilebilir (Napoli ve Vortman, 1998; Tinto, 1993; Pascarella ve Terenzini, 1991).

Yontem

Bu c¢alisma 6grencilerin katilimlarini zayiflatan ve baska Universitelere gecis yapmalarina neden olan
faktorleri 6grencilerin deneyimlerine gore incelemektedir. Dolayisiyla, amaca ulagsmak icin tiimdengelimci
bir yaklasimla (Audet ve Amboise, 2001) karmasik bir fenomenin derin bir sekilde analizine
odaklanmaktadir. Calisma nitel betimleyici desene gore kurgulanmistir. Gomulu teori, etnografya,
fenomonoloji, anlati analizi ya da nitel durum deseninden farkli olarak nitel betimleyici desen aslinda
temel nitel arastirma desenidir (Merriam ve Tisdell, 2015, p. 42). Temel betimleyici desen ya da temel nitel
arastirma deseni son vyillarda o6zellikle egitim ve toplum saghigi alanlarinda ulusal ve uluslararasi
alanyazinda yaygin bir sekilde kullanilmaktadir (Baldan ve Gliven, 2018; Williams, 2017; Ali, Zengaro ve
Zengaro, 2016: Zheng, Guo, Dong ve Owens, 2015; Ersoy ve Yapicioglu, 2015; Girglr ve Akcamete, 2012;
Kahriman-Ozturk, Olgan ve Guler, 2012; Vuran, Colak ve Girgiir, 2003).

Betimleyici desene gore tasarlanan calismalar bireylerce deneyimlenen spesifik olaylarin yogun bir
Ozetini saglamakta ve verilerin mantiksal bir sekilde diizenlenmis bilgi icerikleri seklinde yalin, diz ve
betimsel bir sekilde sunumuna odaklanmaktadir (Lambert ve Lambert, 2012). Bu baglamda betimleyici
desen arastirmacilara, ilgili fenomenin dogal halinde incelenmesi, bir teori ya da kavramsal cergeveye bagli
kalinmasi, verilerin tipik olarak birey ya da odak grup goériismelerinden elde edilmesi, verilerin analizinde
tematik ya da icerik analizi yapilmasi, bulgularin verilerin kapsaml 6zetler ve net detaylar icerecek sekilde
dogrudan sunulabilmesi gibi olanaklar tanir (Kim, Sefcik ve Bradway, 2017).

Katilimcilar

Katihmcilar ¢alisma (niversitenin hazirlik sinifinda 6grenim géren 13 6grenciden olusmaktadir.
Katihmcilar olgit 6rnekleme ve kartopu oOrnekleme yontemlerine gore belirlenmistir. Buna gore
katiimcilarin segimindeki temel Olglt baska Universitelerden calisma Universitesine gecis yapmis
mihendislik 6grencileri olmalaridir. Kartopu 6rnekleme ise bir katilimcidan bilgi alinarak bir diger
katilimciya ulasiimasi esnasinda kullanilmistir (Vogt, 1999). Hazirlik sinifinda ders veren bir arastirmaci ilk
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olarak bir meslektasi yoluyla ol¢itleri saglayan bir katilimciya ulasmis daha sonra bu katilimcinin verdigi
bilgilerle olgutleri saglayan diger bir katihmciya ulagsmistir. Gorlismelere gonillilik esasina gére bir
katiimcidan digerine ulasilarak devam edilmistir. Sonug olarak hazirlik sinifindaki gegis yaparak gelen tiim
muhendislik 6grencilerine ulagiimistir. Katihmei 6zellikleri asagida Tablo 1'de verilmistir. Katiimcilarin ve
daha 6nce biraktiklari Gniversitelerin isimleri kodlanarak sunulmustur.

Tablo 1.
Katilimci Ozellikleri
Katihm  Cinsiyet  Birakilan Kurulus Toplam 6grenci  Birakilan lisans Gegis yapilan
clar Universite  yili sayisi (Lisans)™™  programi lisans programi
P1 Erkek A 1992 12057 Elektrik Elektronik  Elektrik
Muhendisligi Elektronik
Muihendisligi
P2 Erkek A 1992 12057 Elektrik Elektronik  Elektrik
Miihendisligi Elektronik
Muihendisligi
P3 Erkek B 2006 8037 Maden Makine
Muhendisligi Muhendisligi
P4 Erkek D 1975 25455 Makine Makine
Muhendisligi Muhendisligi
P5 Kadin F 1975 42310 Makine Makine
Miihendisligi Muihendisligi
P6 Erkek B 2006 8037 Makine Makine
Muhendisligi Muhendisligi
P7 Erkek H 2008 9574 Makine Makine
Muhendisligi Muhendisligi
P8 Erkek J 1992 27664 Elektrik Elektronik  Elektrik
Miihendisligi Elektronik
Muihendisligi
P9 Erkek C 2010 19494 Makine Makine
Miihendisligi Muihendisligi
P10 Kadin J 1992 27664 Elektrik Elektronik  Elektrik
Muhendisligi Elektronik
Muhendisligi
P11 Erkek K 2007 30421 Elektrik Elektronik  Elektrik
Miihendisligi Elektronik
Muihendisligi
P12 Erkek L 1987 21716 Fizik Mihendisligi  Elektrik
Elektronik
Mihendisligi
P13 Erkek K 2007 30421 Enddstriyel Makine
Tasarim Mihendisligi
Muhendisligi

Tablo 1’e gore katiimcilarin blyik bir c¢ogunlugu erkektir. Katilimcilarin hepsi ayrildiklari
Universitelerde de mihendislik bolimlerinde 06grenim goérmuslerdir. Ancak Gi¢ katihmci o6nceki
bolumlerinden farkli bir bdlime gecis yapmistir. Birakilan Gniversitelerin ¢ogu calisma Gniversitesi ile ayni

™ Terk edilen Universiteler ve calisma Universitesinin 2015-2016 egitim o6gretim yilindaki lisans

programlarindaki toplam 6grenci sayilarina ait veriler YBYS'den elde edilmistir.
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ya da sonraki yillarda kurulmustur. Universitelerin hepsi illerde konuslanmisken yalnizca C ve |
Universiteleri ilgelerde konuglanmistir.

Veri Toplama Araci ve Goriismeler

Bu calismada veriler yari yapilandiriimis gériismeler yoluyla toplanmig ve arastirmacilar tarafindan ses
kaydina alinmistir. Yari yapilandirilmis gérismeler yoluyla bir yandan katiimcinin konusma serbestisine
diger yandan da gorisme sirecinin arastirmaci tarafindan kontroliine olanak saglamaktadir (Creswell,
2003). Ayni zamvea arastirmacinin 6n yargilarinin éniine gegmeye de yardimci olmaktadir (McMillan ve
Schumacher, 1993. s. 426). Goérisme sorulari ise alanyazin ve uzman gorisleri dogrultusunda
hazirlanmistir. On calisma icin iki gériisme yapilmis ve bu gériismelerden elde dilen bulgular egitim
yonetimi alaninda uzman iki akademisyen ile degerlendirilerek gorisme sorulari gbzden gegirilmis ve
gerekli dizenlemeler yapilmistir. Daha sonra gériisme formuna son hali verilmistir. Her gérismeden 6nce
katimcilarla arastirmaci arasinda onam formu imzalanmistir. Calisma silirecinde uzman gorisleri
alinmistir. Onam formunun hazirlanmasi ve uzman gorisleri calismanin giivenirligi ve i¢ gecerligi icin
onemlidir (Merriam, 1998). Goriismeler arastirmacilarin ofislerinde yapilmistir. Her gériisme ortalama 30
dakika stirmis ve pilot goriismelerle beraber toplamda 13 kisi ile gértstlmustdr.

Verilerin Analizi

Verilerin analizinde rahatligi (Braun ve Clark, 2006) ve nitel dogasi (Vaismoradi, Turunen, ve Bondas,
2013) nedeniyle tematik analiz yontemi segilmistir. Go6riisme sorulari alanyazin baz alinarak
hazirlandigindan  verilerin  analizinde tlimdengelimci ve tumevarimci yaklasimlar beraber
degerlendirilmistir. Gergekten de verilerin analizinde alanyazindan farkh kategori ve temalara da
ulasilmistir. Braun ve Clark’a (2006, 2014) gore tematik analiz verinin icerigi ve 6nceden var olan teori ya
da kavramsal cergeveye gore timden gelimci ya da timdengelimci bir yaklasimla kullanilabilir. Bununla
beraber tematik analiz bakis acilarina, uygulamalara, etkili olan faktorlere, 6zel bir sosyal sosyal sirecin
insasina yonelik cesitli sorularin soruldugu gértismeler icin de olduk¢a uygundur (Braun ve Clark, 2006,
2014). Bu g¢alismanin da odak noktasinda muhendislik 6grencilerinin katilim ve devamlilik baglaminda
gecis davraniglari degerlendirilirken eski Universitelerini birakip ¢alisma Universitesine gecis yapma
davranisinda etkili olan faktérlere odaklaniimistir. Bundan baska analiz siirecinde gomili teori ve
hermendtik fenomonoloji ile karsilastirildiginda verilerin daha dislik diizeyde yorumlamasi yapilmis ancak
disa vurulan igerigin yaninda o6rtiik icerige de dikkat edilmistir. Tematik analiz béyle durumlarda oldukga
kullanigh bir yontemdir (Vaismoradi, Turunen, ve Bondas, 2013). Bu baglamda verilerin analizine uzman
gorisleri de alinarak ilk 6nce ses kayitlarinin dokiimi ile baslanmis, kodlama anahtari olusturulmus, kodlar
karsilastirilmig, kategoriler tzerinden temalar elde edilmistir (Bogdan ve Biklen, 1992; Patton, 2002).
Temalarin uzman goriisii ve alanyazina gore kod-kategori-tema siralamasina gore olusturulmasi, calismayi
daha giivenilir bir hale getirmektedir (Merriam, 1998).

Bulgular

Verilerin analizi sonucunda 6grencilerin katilimini zayiflatan ve onlari gegis yapmaya iten {i¢ ana tema
ortaya cikmistir. Bunlar 6grenci diizeyi faktérler, kurum diizeyi faktérler ve cevresel faktérlerdir. ilgili
alanyazinda gevresel faktorler genellikle kurum diizeyi faktorlerin icerisinde ele alinir. Ancak katilimcilarin
kampus ici ve disi cevreye iliskin cok sayida ifadeleri ve Tirkiye'deki daginik Universitelerin durumu
arastirmacilari gevresel faktorler adi altinda yeni bir tema olusturmaya itmistir.

Ogrenci Diizeyi Faktorler

Bu temanin altinda “egitsel beklentiler”, “saglk problemleri”, “egitsel performans” ve “finansal
problemler” olmak lizere dort alt tema ¢ikmistir.

Yapilan analize gore 6grencilerin katilimini zayiflatan ve calisma Universitesine gecis yapmalarina
neden olan en 6nemli faktorlerden biri 6grencilerin egitsel beklentileridir. Sekiz katilimci bir 6nceki kayith
olduklari Giniversite ya da programin beklentilerini karsilamada yetersiz kaldigini belirtmistir.
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Bu baglamda P3 bir onceki kayith oldugu programin is firsatlarinin kisith oldugunu ve bu durumun
Universitesini degistirme karari tGzerindeki etkisinde bahsederken P12 bir énceki kayith oldugu programin
itibarinin daha az oldugunu vurgulamistir. Benzer sekilde mesleki anlamda kisisel gelisim saglamak igin
yabanci bir dil 6grenme istegi de 6nceki liniversite ile 6grenciler arasindaki bagi zayiflatan ve gegis
yapmalarina neden olan etkenler arasindadir:

“Daha énce fizik miihendisligi béliimiinde okuyordum. Her zaman igin bir miihendis
olmak istemistim. Eger miihendis olursam daha kolay is bulabilecegimi diisiiniiyordum
fakat liniversiteye basladiktan sonra Tiirkiye’de durumun béyle olmadigini diisiindim.
Bir fizik miihendisi icin kariyer olanaklari sinirliydi. Sonugta tniversiteyi birakip makine
miihendisligi béliimiine gegmeye karar verdim.” (P12)

“Arkadaslarim bana neden (iniversitemi degistirdigimi sordular. Onlara hicbir sosyal
problemimin olmadigini séyledim. Arkadaslarimla ve hocalarimla iyi iliskilerim vardi ama
her zaman yabanci bir dil 6grenmek istemistim. Bu miihendislik igin olduk¢a énemli bir
konu ama énceki iiniversitemde hig firsat bulamadim. Simdi ise ingilizce 6§reniyorum ve
bu gelecekteki is imkanlari agisindan oldukga iyi. Onceki (iniversiteyi birakmamadaki
temel neden yabanci bir dil 6Grenmekti ve ben de biraktim.” (P7)

Egitsel beklentilerle ilgili nedenlere ek olarak P5 ve P7 onceki Universitelerini birakarak ¢alisma
iniversitesine gegme nedenleri konusunda fiziksel ve psikolojik saglk problemlerinden bahsetmislerdir.

“Saghk problemlerim vardi, panik atak gegiriyordum. Aileme okulu birakmak istegimi
s6yleyince babam bu konuyu iyice diisiinmemi séyledi ama annem dayanamadi ve eve
dénmemi séyledi. Ben de eve déndiim ama bir siire sonra babam okula geri déneme
konusunda beni ikna etti. Ben de bir kere daha denemek istedim ama evden daha fazla
uzak kalamayacadgimi da ekledim. Bununla beraber evimizin oldugu yerdeki iiniversiteye
yerlesemedim. Eve en yakin bu liniversite vardi. Ben de buraya kayit yaptirdim.” (P5)

“Bu liniversiteye gelmemin tek nedeni saglik problemlerimdi. Yurtta kaldigimdan ve hig
yemek yiyemedigimden dolayi ¢ok fazla kilo kaybetmistim. Cogu zaman kendimi hasta
gibi hissediyordum ve vaktimin ¢odunu uyuyarak ya da internette dolasarak
gegiriyordum. Ailem beni bu durumda gériince eve geri dénmemi ve buradaki
iiniversiteye gitmemi séylediler. Simdi ailemle yasiyorum ve daha mutluyum.” (P7)

Egitsel performansa iliskin cogu katihmci akademik performanslarinin  disik oldugundan
bahsetmislerdir. ilk dénemde aldiklari diisiik notlarin kendilerini derslerden soguttugunu ve bunun
devamsizlik yapmaya ittigini ifade etmislerdir. Bunun yaninda P8 6grenim gérdugu programa iliskin hazir
olmadigini ¢iinkli daha 6nce hig benzer dersler almadigini séylemistir. P1 ise ilk yildaki disik notlar
nedeniyle umutsuzluga kapildigini dersleri aksattigini ve bunun durumu daha da kot hale getirdigini
vurgulamistir.

“Ben agik liseden mezun oldum. Cogunlukla kendim 6grenmeye aliskinim. Calismayi
severim ama dersler ¢ok zordu. Ders dinlemeye, not almaya ve hocalarin sorularini
cevaplamaya aliskin degilim. Daha énce hi¢ béyle dersler de almadim. Bu durum beni
mutsuz etti ve kendimi yetersiz hissettim. Notlarim kétiiydii ve bir ara vermek istedim.
Okula gitmeyi biraktim ve eve déndiim. O okula tekrar geri dénmek istemedim ve
sonugta dedistirdim. Simdi Ingilizce &greniyorum ve formel egitime alismaya
calisyyorum.” (P8)

“Bir siirti arkadasim vardi. Aksamlari uzun miiddet vakit gegirirdik. Okula diizenli olarak
gitmezdik ve dolayisiyla vizelerden kétii notlar aldik. Finallerde daha iyi yapabilecegimi
diistindiim ama onlar daha da kétiiydi. Sanki kendi kendini tekrarlayan bir déngii gibi
kéti notlar aldik¢a okula daha az gitmeye ve daha az ders ¢calismaya basladim. Mutlu
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degildim ve bir degisiklik istedim. Bu yiizden okulu degistirdim ve her seye bastan
basladim.” (P1)

Bunlara ek olarak yalnizca bir 6grenci (P12) finansal sorunlarindan bahsetmistir:

“Agabeyim benimle ilgileniyordu ve egitim masraflarimi o karsiliyordu. Sonra bir cocugu
daha oldu ve bana finansal olarak yardim etmesi giiglesti. Burada ise halamlarda
kaliyorum. Burasi ayni zamanda gérece daha kiigiik ve harcamalarim daha az oluyor.”

Kurumsal Diizey Faktorler

Kurumsal diizey faktérler ana temasinin altinda “program ozellikleri” ve “6gretim elemani-6grenci
etkilesimi” olmak Uzere iki alt tema ortaya ¢ikmistir. Katilimcilar program o6zelliklerinin akademik
entegrasyonu zayiflatan iki boyutundan sikayet etmislerdir. Program o6zellikleri baglaminda ilk olarak P9
derslerin yogunluguyla ilgili olarak sinavlarin zorlugundan bahsetmistir:

“Sinavlar ¢ok zorlayici. Ayni dersi alan toplam 120 kisiydik ancak dénemin sonunda
yalnizca 20 kisi dersi gegebildi. Hicbir kimse bunun nedenini yalnizca Ggrencilerin
sinavilara ¢alismadigi ile agiklayamaz.”

Teknik gerecglerin eksikligi program ozelliklerindeki katihmi zayiflatan diger 6nemli bir etkendir. Bu
dogrultuda universitesi 1992 yilinda kurulan P2, laboratuvar ve teknik gereglerinin kullanimi ile ilgili
deneyim eksikligini su sdzleriyle vurgulamistir:

“Onceki iiniversitem kiiciik, gelisen bir (iniversiteydi. Deneyim kazanabilmek icin yeteri
kadar laboratuvari ve teknik ekipmani yoktu. Hocalarimiz bizim yaparak é6grenmemiz igin
tim sartlari zorluyorlardi ancak ya laboratuvarlar tamamen dolu oluyordu ya da
makineler kirik ve 6nemli cihazlar eksikti. Bu ylizden ben de birakmak istedim.”

Benzer sekilde Universitesi 2010 yilinda kurulan P9 da teknik ekipman eksikligini elestirmistir: “Torna
tezgahini gérmek icin yakindaki meslek lisesine gidiyorduk. Buna inanabiliyor musun yani?”

Ogrenci katilimini zayiflatan diger 6nemli bir faktér ise “6gretim elemanlarinin 6grenciler karsi
tutumu”, “6gretim elemanin algilanan kalitesi” ve “yonetimin 6grencilere karsi tutumu” seklindeki
etmenlerden olusan 6gretim elemani-6grenci etkilesimidir. Bu baglamda baska bir Universiteye gegis
yapma konusunda katimcilar, iletisim problemlerini, O6gretim elemanlarinin uygun olmayan
davranislarini, kalitesi gorece diisiik dersleri, bazi 6gretim elemanlarinin 6grenci basarisini degerlendirme
konusundaki uygulamalarini ve yine bazi 6gretim elemanlarinin ders icerigi konusunda yeterince bilgi
sahibi olmamasini ve ders isleme konusundaki motivasyon eksikliklerini vurgulamislardir. Bu baglamda P4
Ogretim elemanlari ile yasanan iletisim problemlerini vurgulamis, P12 ise derslerde bazi 6gretim
elemanlarinin yabanci 6grencilere karsi uygun olmayan davraniglarini ve bunun kendisini ne kadar mahcup
ettigini sdylemistir:

“Biitiin derslerimiz Ingilizceydi. Bir hoca sinifa girdiginde derse ingilizce olarak baslardi
fakat bazi derslerde bazi hocalar siniftaki yabanci égrencilere dikkat etmezlerdi. Yabanci
6grenciler Tiirkgce bilmiyor. Bazi derslerde arkadaslarimiz bazi konulari anlamadiginda
hocalar Tiirkce olarak derse devam ediyordu. Yabanci 6grenciler biz higbir sey anlamadik
dediginde hoca ben size dersten sonra anlatirim deyip derse devam ediyordu.”

Ogretim elemanlarinin algilanan kalitesi baglaminda P8 profesérlerin disinda kalan arastirma
gorevlileri ve 6gretim gorevlileri tarafindan verilerin derslerin kalitesini elestirmistir. Ek olarak P1, P10 ve
P13 bazi 6gretim elemanlarinin ders icerik bilgisinin, 6gretim becerilerinin ve ders isleme
motivasyonlarinin eksikligi konusunda sikayet etmislerdir. P2 ise uygun olmayan 6grenci degerlendirme
uygulamalarinin altini ¢izmistir:

“Ben ¢ok derslere ¢cok ¢calismadim. Tamam. Ama bazi égrenciler de var ki dersleri gegmek
icin ¢ok fazla calisiliyorlar. Ayni dersten 12-13 defa kalmis olan bir 6grenci vardi. Dedi ki
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tek bir ders igin bir yil harcadim ama yine kaldim. Bazi hocalar sinavlarda ¢ok zor sorular
soruyor ve sinav kagitlarini degerlendirirken de adaletli davranmiyorlar. Bu gériis aslinda
biitiin égrencilerin genel olarak paylastigi bir gériistii. Ben de béyle diisiiniiyorum. Bu
durumu yénetime sikdyet eden iki égrenci vardi ama onlar da uzaklastirma aldilar.”

Son olarak bazi katihmcilar tepe yonetimin (rektorlik) 6grencilerin taleplerine karsi olumsuz
tutumlarindan sikayet etmislerdir. Bu durumun o6grencilerin motivasyonunu olumsuz etkiledigini,
umutsuzluga kapildiklarini ve yonetimin onlari 6nemsemedigi hissine kapildiklarini ifade etmislerdir. P10
bu duruma soyle bir 6rnek vermistir:

“Benim onceki liniversitem bir ilcede konuslanmisti. Bence biri Universitenin yerini
Onceden bilse orayi tercih etmez. Buna ragmen liniversite yénetimi bu ilgeye bir de insaat
miihendisligi boliimi agmaya karar verdi. Biz de bu béliimiin bu ilgede agilmamasi igin
liniversite yonetimine sunulmak iizere bir dilek¢e yazdik ve égrencilerden imza topladik
ancak endiselerimize hi¢ kulak asmadilar.”

Cevresel Faktorler

Cevresel faktorler baglaminda “ilgili kisiler”, “kampis i¢ cevresi” ve “dis cevre” olmak lizere (g alt tema
ortaya ¢ikmistir. Aile destegi ve arkadas etkisi 6grencilerin gegis yapma davranislarina etki eden ilgili kisiler
alt temasi altinda degerlendirilebilir. Bu dogrultuda ailelerin 6grencinin Universiteyi birakma kararinin
saglam bir zemine oturdugunu ve gecis yapmanin 6grencilere yararh oldugunu disindiklerinde onlara
destek olduklari gérilmektedir:

“Okulumu degistirmek istedigimi séyledigim ilk vea sasirdilar. Ailem énceki
iiniversitemde mutlu oldugumu diisiiniiyordu. Sonra onlara neden énceki iiniversitemi
birakip simdiki tiniversiteme ge¢mek istegimi anlattim. Yeni (iniversiteye kabul aldiktan
sonra ailemle tekrar konustum. Onlar da benim bu kararimi destekledi.” (P9)

Bunun yaninda 6grenci katilimi tzerinde arkadaslarin birbirine zit bir rolliniin oldugu séylenebilir.
Ornegin P6 en yakin iki arkadasinin baska bir Universiteye gegis yapma kararini grenince o da gegis
yapmaya karar verdigini ifade etmistir. Bu durum akran etkisinin bireylerin davranislarini nasil
degistirdigini gosteren 6nemli bir érnektir. Diger yvean Ogrencinin hi¢ arkadasinin olmamasi, izole
oldugunu hissetmesi ya da akranlariyla gesitli problemler yasamasi da onun okulu terk etmesine ve baska
bir Universiteye gecis yapmasina neden olabilmektedir. Bu baglamda P1 gecis yapma nedenleri arasinda
arkadaslariyla yasadigi problemlere deginirken P11 de 6nceki tniversitesini terk etme nedenleri arasinda
yeterince arkadasinin olmayisini ve yalniz hissettigini belirtmistir.

Kampus i¢ cevresi baglaminda ilk olarak katilimcilar kampis o6zellikleri ve kampis yasaminin
Universiteyi birakma ve gecis yapma kararlari Gstlindeki etkisinden bahsetmistir. Kampis 6zellikleri
baglaminda bazi katilimcilar kampusin fiziki altyapisinin ve kampis hayatinin istenilen diizeyde olmadigini
ve ihtiyac ve beklentilerini karsilamadigini ifade etmislerdir. Diger bazi katilimcilar ise kamplisiin genisligi
ve konumunu “Universitenin sanki bir liseye benzedigini, il icerisinde uzaktaki bir ilcede bulunduguna” (P1)
ve “kampdus icerisinde devam eden insaatlara” (P8) vurgu yaparak elestirmislerdir. Bunlara ek olarak bazi
katilimcilar fiziksel mekanlarin yetersizliginden bahsetmistir. Ornegin, “siniflar yetersiz oldugundan dersler
oldukga kalabalik bir sekilde islenmektedir” (P11). Ek olarak “spor salonu ve yemekhane” (P2) gibi sosyal
mekanlarin eksikligi de s6z konudur. Bu durum kampis yasaminin Gniversite egitiminin dnemli bir pargasi
oldugunu gosterdigi ve sosyal ve akademik mekanlarin, sosyal sportif ve benzeri etkinliklerin 6grenci
katihmini artirmakta etkili oldugu séylenebilir.

Son olarak, sehrin genel 6zellikleri ve sehirdeki yasam sartlari 6grencinin dis ¢cevre baglaminda sosyal
entegrasyonunu oOnleyen etmenler olarak 6ne c¢ikmaktadir. Bazi 6grenciler 6nceki Universitelerini
sectiklerine pisman olma nedenlerini Gniversitelerin konuslandigi sehirlerde karsilastiklari zorluklara
baglamistir. Kimi katihmcilar énceki Gniversitelerinin konumundan sikdyet etmislerdir. Bu katimcilar
Universitelerin ilgelerde degil de il merkezlerinde konuslanmasini, bu sayede “sosyal ve entelektiel
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beklentilerinin” (P8) karsilanabilecegini disliinmektedirler. Bununla beraber Universitelerin konuslandigi
“kigk ilgelerde sosyal aglarin kurulmasinin oldukga gili¢ oldugunu” (P10) diisiinmektedirler. Bunlardan
baska katimcilarin bazilari da kampiise ulasim ve sehrin cografi ézellikleri (cografi yakinlik) ile ilgili gesitli
sorunlari dile getirmislerdir. Bu sorunlar katilimcilardan bazilarinin memleketine daha yakin tiniversitelere
ya da cografi 6zelliklerine daha aliskin olduklari sehirlerdeki Gniversitelere gegis yapmaya itmistir:

“Ulasim ¢ok zordu. Kaldigim yurttan okula uzun bir yol vardi ve toplu tasima da yeterli
dedildi. Otobiis beklerken, okuldan gelirken ya da okula giderken ¢ok fazla zaman
harciyordum ve bundan nefret ettim.” (P11)

“Onceki iiniversitemi secerken ne diisiindiim bilmiyorum. Hicligin ortasinda bir yerdeydi.
Memleketimden ¢ok uzaktaydi ve oraya nasil gidecegime dair bir fikrim yoktu.
Bulundugu sehre seyahat etmek ¢ok zordu. Ayni zamanda Tiirkiye’nin dogu kisminda
daha énce hi¢ bulunmamistim. iklime, cevreye ve insanlara bir tiirlii aisamadim. Sehir
memleketim gibi yesil degildi, beni sanki boguyordu.” (P7)

Dis cevreye iliskin diger faktorler sehrin yasam kosullari ve yasam giderler olarak ortaya ¢ikmistir. P11
onceki Universitenin bulundugu sehirde konaklamanin ¢ok pahali oldugunu ve bunun sehri yasamak igin
¢ok pahali hale getirdigini vurgulamistir. P13 ise sehirdeki glivenlik problemlerinden sikayet etmistir.
Kaldig yurdun sehrin guivenli bir bolgesinde olmadigini, kavgalarin, silah seslerinin giindelik yasamin bir
pargasi gibi oldugunu ve tiim bunlarin onu Universiteyi birakip baska bir tniversiteye gegis yapma karari
almasinda etkili oldugunu belirtmistir.

Tartisma

Ogrencilerin bireysel arka plan ozellikleri, dzellikle egitsel performanslari {iniversite devamhligi ve
mezuniyeti icin olduk¢a 6nemlidir. Bu ¢alismada da 6ncekilere (French, Immekus ve Oakes, 2005; Habley
ve McClanahan, 2004; Baillie ve Fitzgerald, 2000; Fenske, Porter ve DuBrock, 2000; Astin, 1993b) uygun
olarak finansal ve saglik problemlerinin yaninda Universite 6ncesi egitsel performans katilimcilarin
Universiteyi birakmalari konusunda etkili olan nedenler arasinda ortaya ¢ikmistir. Bunun yaninda
ogrenciler daha iyi finansal ve saglik kosullari igin de gegis yapmiglardir.

Bunun yaninda daha itibarli/popiler bir Gniversitede okumak ve mesleki becerilerini gelistirmek gibi
nedenler baska bir tniversiteye gecis yapma konusunda etkili olmus ve bu konuda egitsel beklentilerin
roliint géstermistir. Aslinda bu bulgu distk egitsel beklentilerin diistik akademik ve sosyal entegrasyona
ittigini savunan calismalari destekleyici niteliktedir (Pascarella ve Terenzini, 2005; Habley ve McClanahan,
2004). Fakat bu kez yiiksek dizeyde egitsel beklentiler 6grencilerin dnceki liniversitelerini terk etmede
etkili olmustur. Bu durumun bir nedeni 6grencilerin kisisel 6zellikleri olabilir. Bu baglamda bu 6grencilerin
daha fazla sorumluluk duygusuna sahip olduklari (Costa ve McCrae, 1992) bu ylzden de daha ¢ok basari
odakh, 6z-disiplinli, planh bireyler olduklari ve daha popdler bir liniversiteye gegis yapmayi gelecekleri ve
mesleki becerilerinin gelisimi agisindan bir firsat olarak algiladiklari séylenebilir (Hall et al., 2015).

Bu calismada katilimcilarin ¢ogu kayith olduklari programlarin 6zelliklerinden ve 6zellikle bazi 6gretim
elemanlarinin ve lniversite yonetiminin 6grencilere karsi tutumundan sikdyet etmislerdir. Yénetimin
ogrenci ihtiyaglarina ilgisizligini, derslerin yogunlugunu, laboratuvar ve ekipman eksikligini,
laboratuvarlarda yeterince deneyim kazanmadiklarina deginmislerdir. Ozellikle miihendislik programlari
icin laboratuvar calismalari, 6gretim elemaninin 6grenciye danismanlik yapmasi ve rehber olmasi
o6grencinin aktif 6grenmesi icin gesitli firsatlar saglar ve 6grencinin akademik entegrasyonunu olumlu
etkiler (Hoit ve Ohlve, 1998). Ek olarak derslerin yogunlugu, bazi sinavlarin zorlugu, sinavlardan disiik
puanlar alma, 6gretim elemanlari ile yasanan iletisim problemleri ve bazilarinin notlveirmada adaletsiz
davranmasinin 6grencilerin sevkini kirdigl, 6z-glivenlerine zarar verdigi ve bunun sonucunda bazi
ogrencilerin Universiteyi biraktigl séylenebilir (Santiago ve Einarson, 1998). Bunun yaninda bazi 6gretim
elemanlarinin ve derslerin algilanan diisik kalitesi 6grenci devamliligi agisindan olumsuz bir etken olarak
ortaya c¢ikmistir. Eger dersler ¢ok teorikse uygulaya yeterince yer olmaz (Baillie ve Fitzgerald, 2000) ve
dgrenciler derslerde sikilabilir (Sax, 2008). Ogrenciler dgretim elemani-6grenci etkilesiminin disik
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olmasindan dolayi izole olmus hissedebilirler (Boles ve Whelan, 2007; Baillie ve Fitzgerald, 2000). Bu
nedenle de daha diisuk katima ve devamliliga sahip olduklari séylenebilir.

ilgili kisilerin (aile bireyleri, arkadaslar vb.) genellikle 6grenci katiiminda olumlu bir etkiye sahip
olduklari gézlenmistir. ilgili kisiler ya da aile ve arkadaslarla olan yakin iliskiler 6grencilerin 6grenmede
aktif olmasina ve Universiteye karsi bir aidiyet hissi gelistirip uyum saglamasina yardimci olabilir (Kuh et
al., 2008; Strauss ve Volkwein 2004; Veenstra 2009). Fakat bu ¢alismada Aypay, Cekic ve Boyaci'nin (2012)
calismasina benzer sekilde aile bireyleri ve arkadaslarin 6grencilerin Universiteyi birakma ve baska bir
Universiteye gecis yapmalarinda etkili oldugu goriilmistir. Bu ¢alismanin bulgularina goére katihmcilarin
aileleri Universiteyi terk etme ve bagka bir Universiteye gegis yapma kararini mantikli ve katilimci igin
yararli oldugunu disundiklerinde desteklemektedirler. Bazi katilimcilar ise arkadaglari ile yasadiklari
problemlerden dolayi ve yine bir kismi da arkadaslarinin da Universiteyi terk etmesiyle onceki
Universitelerini terk etmislerdir.

Yukaridaki faktorlere ek olarak, bazi katilimcilar 6nceki tiniversitelerinin kampdisiini, kampis hayatini
ve fiziksel mekanlarin yetersizligini elestirmislerdir. Yetersiz sosyal ve entelektiiel alanlar Gniversite ve
arkadaslara olan bagliligi artiracak sosyal aglar olusturmayi da olumsuz etkilemektedir (Tinto, 1993). Ek
olarak bazi katimcilar 6nceki Universitelerin iginde bulundugu il ve ilgeleri glvenlik, yasam giderleri,
yetersiz sosyal mekanlar agisindan elestirmislerdir. Tlrkiye’de (niversitelerin icinde bulunduklari sehirle
gicli baglari ve ozellikle yeni agilan Universitelerin simdilik daginik Universite 6zelligi géstermesinden
dolayi (Aypay, Ceki¢ ve Boyaci, 2012) bu problemlerin 6grencilerin 6nceki Universitelerde devamhhgini
olumsuz etkiledigi ve tiniversite terki ve baska tniversiteye gecise neden oldugu séylenebilir.

Katihmcilarin biytk cogunluguna gore oOnceki Universiteleri beklentilerini karsilamada basarisiz
olmustur. Bu baglamda lniversite katilimi ve se¢imi teorileri arasinda bir kesisim noktasinin ortaya ¢iktig
ifade edilebilir. Bazi Universite se¢im teorilerine gore Universite tercihi siirecinde 6grenciler rasyonel
aktorler olarak Universite egitimi ile ilgili kazanimlar (is olanaklari, avantajlar vb.) ve maliyetler (6grenim
lcretleri, konaklama, aile ve arkadaslardan ayri kalma vb.) hakkinda bilgi toplarlar, bunlari analiz ederler
ve nihayet bir Universiteyi secerler (Hossler, Schmit ve Vesper, 1999; McDonough, 1997). Bu galismada da
bazi katilimcilar 6nceki Universitelerinin bulunduklari sehirlerde yasadiklari zorluklardan dolayr bu
Universiteleri segmekten pismanlik duyduklarini ifade etmislerdir. Dolayisiyla bu cercevede 6grencilerin
Universiteye giderken belli kisisel nedenler ve beklentilerden dolayi gittikleri ancak bu beklentiler
karsilanmadigi takdirde Gniversiteyi birakma ve baska bir tiniversiteye gecis yapma davranisi sergiledikleri
soylenebilir.

Sonug ve Oneriler

Arastirmanin bulgularina gére bazi alt temalarin, 6grenci katilimini zayiflatan faktorlerin analizinde Bati
alanyaziniyla karsilastirildiginda farkli roller oynadigi ifade edilebilir.

Egitimsel beklentiler genel olarak ayni tniversitede egitsel devamlilik ile ilgilidir ancak bu ¢alismada
o6grenciler onceki Universitelerinden akademik ve mesleki hizmetler konusunda memnun degillerdir.
Dolayisiyla 6nceki Universitelerini daha popiler, akademik ve mesleki becerilerini gelistirebileceklerini
umduklari baska bir tiniversiteye gegme umuduyla terk etmislerdir.

Ogretim elemanlarinin dgrenciler tarafindan algilanan diisiik kalitesi bu calismanin kendine 6zgii
sonuglarindan biridir. Bazi 6grenciler derslerin dislk kalitesi (6gretim gorevlileri ve arastirma gorevlileri
tarafindan verilen), 6gretim elemanlarinin diisiik ders igerigi bilgisi, 6gretim becerileri, motivasyon ve
6grenci basarisinin  degerlendirilmesindeki yetersizliklerinin Gniversiteyi terk etme ve c¢alisma
Universitesine gecis yapmalarina etki ettigini dne slirmislerdir. Ayni zamanda bazi 6gretim elemanlarinin
ve Universite yonetiminin 6grencilere yonelik olumsuz tutumu da 6grencilerde motivasyon eksikligine
neden oldugu soylenebilir. Katilimcilarin bu ifadeleri degerlendirildiginde Tiirkiye'deki ylksekogretim
sistemin merkezi bir yonetim yapisina sahip olmasina ragmen 6gretim elemanlarinin derslerdeki ve
iniversite yonetimlerinin egitim 6gretim sliregleri tizerindeki etkisinin oldukga fazla oldugu ifade edilebilir.
Bu duruma universitelerin akademik 6zerkliginin korunmasi agisindan yaklasildiginda bu etkinin goz ardi
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edilebilecegi diisiinilse de Tirk yiuksekdgretim sisteminde yasanan hizli kitlesellesmeyle beraber egitim
Ogretim siregleri ve derslerdeki kalitenin her Gniversitede dogal olarak ayni olmadigi, aksayan yonlerin
oldugu ve bu kitlesellesme siirecinde universiteler arasindaki egitim kalitesinin surdirilebilirliginin
saglanamadigi da dusinulebilir.

Bati alanyazininda 6grencinin egitsel devamliliginin agiklanmasinda cevresel faktorlere odaklanan
calismalar, 6grenci katiimi ve 6grencinin bireysel arka plan 6zelliklerine odaklanan c¢alismalardan
kronolojik olarak sonra gelmektedir (Tinto, 2006, s. 2-4). Ancak bu ¢alismada durum tamamen farklidir.
Tirkiye'deki Gniversitelerin ¢ogu, 6zellikle 2006 yilindan sonra kurulanlar, genel olarak daginik tniversite
ozelligi gostermektedir. Bu durumda cevresel faktorler daha 6nemli hale gelmektedir. Turkiye’de degisen
nufuslari ve gelisimsel farkhliklarina ragmen her sehirde en az bir tniversite bulunmaktadir. Bir tiniversite
secmek yasanacak sehri secmek ve (niversite yasami ise sehirdeki sosyal yasam demektir. Ogrenciler
beklediklerini bulamadiklarini disindiklerinde o Universitede 6grenim gérmekten ve o sehirde
yasamaktan pisman olmaya baslamaktadir. Bu baglamda bu ¢alismanin sonucuna gére Tirkiye 6zelinde
o6grenci katihmi ve egitsel devamlligi agiklarken Universite secimi ve devamhhgi teorilerinin Gniversite-
sehir bagini agiklamak icin beraberce kullaniimasi gerektigi ifade edilebilir.

Muhendislik 6grencileri arasinda disiik katilima neden olan faktorleri en aza indirmek ve 6grencinin
ayni Universiteden mezun oluncaya kadar egitsel devamliligini saglamak igin Universiteler, politika
yapicilar ve arastirmacilar tarafindan bazi 6nlemler alinabilir.

Universiteler, 6zellikle 2006 ve sonraki yillarda kurulanlar, miihendislik dgrencilerinin akademik ve
mesleki becerilerini artirmaya yonelik taleplerini karsilamak amaciyla yabanci dil merkezleri, kariyer
planlamasina yonelik akademik danismalik, fazladan destekleyici ders ve 6devler ve etkili laboratuvar
calismalarinin desteklenmesi gibi girisimlerde bulunabilirler. Bunun yaninda ihtiya¢ duyan 6gretim
elemanlarina mesleki becerilerinin, 6lgme-degerlendirme ve 6gretim yontem ve teknikleri agisindan
gelistiriimesine yonelik kurslar verilebilir. Bunun disinda halihazir karar alma mekanizmalarinin 6grencinin
aidiyet duygusu ve katiliminin artirilmasi igin yeniden diizenlenmesi bir baska 6neri olarak sunulabilir.
Universitelerin topluma hizmet uygulama ve derslerine daha gok &zen géstermeleri ve derslerin kapsamini
sehri ve Universiteyi, sehirdeki toplumu ve 6grenciyi bitilinlestirebilecek dogrultuda genisletmeleri de
6grencinin katiminin ve Gniversiteye bagliliginin artirilmasinda etkili olabilir.

Politika yapicilar, Gniversiteleri, mihendislik 6grencilerinin akademik, yonetsel ve mesleki taleplerini
karsilamaya iliskin diizenlemeleri hayata gecirme konusunda desteklemelidirler. Agikgasi liniversitelerin
bu diizenlemeleri yapmalarina iliskin bir yasal kisitlar bulunmamaktadir. Ancak halihazir yasal cerceveler
akademisyenleri ve Universite yoneticilerini giliclendirerek daha tesvik edici bir hale getirilebilir. Bu
baglamda, o©rnegin, akademisyenlerin topluma hizmet dersleri ve uygulamalarina aktif olarak
katildiklarinda kariyer basamaklarinda avantaj saglayacak yeni yasal mekanizmalarin gelistirilmesi
onerilebilir.

Tirk yuksekogretim sisteminde miihendislik 6grencilerinin tGniversite katilimi ve egitsel devamliligina
ilgi duyan ulusal ya da uluslararasi arastirmacilarin, egitsel beklentiler, program ozellikleri, 6gretim
elemani-6grenci etkilesimi ve dis cevreye (sehir 6zellikleri) iliskin baglamsal farkhhklara dikkat etmeleri
olduk¢a dnemlidir. Ozellikle cevresel faktdrler baglaminda bu ¢alismada iniversite segimi ve katilimi
teorileri arasinda karsilikh bir etkilesimin oldugu ortaya ¢ikmistir.
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Bu ¢alismanin amaci, 6gretmenlerin benimsedikleri egitim felsefeleri ile tercih ettikleri
egitim programi tasarim yaklasimlari arasindaki iliskiyi belirlemektir. Arastirmanin
¢alisma grubunu, Van ilinde gorev yapan 280 6gretmen olusturmaktadir. Arastirmada
veri toplama araci olarak, Yilmaz, Altinkurt ve Cokluk (2011) tarafindan gelistirilen
“Egitim inanglari Olgegi” ve Bas (2013) tarafindan gelistirilen "Ogretmenlerin Egitim
Programi Tasarim Yaklasimi Olgegi”  kullanilmistir. Elde edilen veriler betimsel
istatistikler (ortalama ve standart sapma), Pearson Carpim Momentler Korelasyon
Katsayisi ve basamakli regresyon analizi kullanilarak g¢ozimlenmistir. Arastirmanin
sonucunda, Ogretmenlerin en ¢ok benimsedikleri egitim felsefelerinin sirasiyla
varoluscguluk, ilerlemecilik, yeniden kurmacilik, daimicilik ve esasicilik oldugu; en ¢ok
6grenci merkezli egitim programi tasarim yaklasimlarini, en az ise konu merkezli egitim
programi tasarim yaklasimlarini  benimsedikleri belirlenmistir. Ogretmenlerin
benimsedikleri egitim felsefeleri ile egitim programi tasarim yaklasimlari arasinda orta
diizeyde anlamli iliskilerin oldugu belirlenmistir. Ayrica, daimicilik ve esasicilik egitim
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felsefelerinin konu merkezli program tasarim yaklagiminin; ilerlemecilik ve varolusgu
egitim felsefelerinin 6grenci merkezli program tasarim yaklasiminin; ilerlemecilik,
yeniden kurmacilik ve varolusgu egitim felsefelerinin ise sorun merkezli program
tasarim yaklasiminin anlamli bir yordayicisi oldugu sonucuna ulagiimistir.

Introduction

The education that human being gets, no matter which phase of the life, has an important effect on
primarily recognizing himself/herself and then his/her interpretation of the society. The individual’s self-
recognition, awareness of his/her interests, ability to use these abilities for himself/herself and the society
are directly related to his/her education. For this reason, the quality of the education which is important
for the future of the individual and society has been one of the most important focuses of the thinkers.
The quality of the education has become one of the main questions discussed in the globalizing world
with increasing knowledge and technological advances. Education including economic, cultural and
political aims in the direction of individual and social benefit needs to be systematically prepared,
developed and evaluated in order to fulfill these aims. One of the most important steps to be taken in
order to make the education systematic is the development of curricula.

As with many different definitions of education, curriculum has been defined by the educators in
different ways. The curriculum has been defined as "learning plan", "educational program" due to the
training function and as "guide" or "syllabus" as it leads to the learners and teachers (Demirel, 2015,
Ertirk, 2013; S6nmez, 2015; Taba, 1962). Saylor, Alexander and Lewis (1981) defined the curriculum as
"the plan to provide learning experiences for the individuals to be trained", Varis (1978) defined the
curriculum as "the activities aimed at the realization of the aims determined by the National Education for
the children, young people and adults provided by the educational institutions", Fidan (2012) defined the
curriculum as "the learning situations that the students meet and all the experiences they have", Ertiirk
(2013) defined the curriculum as "the plan of current learning experiences that are aimed to train certain
students within a certain period of time", S6nmez (2015) defined the curriculum as "the plan which
includes the objectives and target behaviors that are aimed to be observed in the student, their
relationship with the content, learning experiences and evaluation", Senemoglu (2018) defined the
curriculum as "the plan of the educational experiences created to gain experience to the individuals",
Demirel (2015) defined the curriculum as "the regulation of learning experiences created through planned
activities both inside and outside of the school". In accordance with these definitions, the curriculum can
be considered as a plan of learning experiences involving in-school and out-of-school activities. In the
globalizing world, as the needs of the individual and society change over time, educational curricula need
to be constantly and systematically assessed and developed so that they can meet the changing needs.

The curriculum design is one of the most important points of the curriculum development and
evaluation process as it is in the curriculum designs how the objectives are to be achieved in the
education process, how to measure whether the objectives are achieved or not, and how to overcome the
deficiencies (Demirel, 2015; Erden, 2000; Saylan, 2001). The curriculum design which guides all decision
making related to the education also significantly affects the quality of the education (Saylan, 2001).
Before starting to develop the curriculum, it is necessary to determine how the curriculum will be shaped
according to the curriculum design approach; because the curriculum design also reveals the
understanding and philosophy of the curriculum as it decides how to base the curriculum. In other words,
curriculum design approaches determine the structure of the curriculum, which questions and objectives
are to be targeted (Ozdemir, 2007). There are three different curriculum design approaches that are
"subject-centered ", "student-centered" and "problem-centered" according to whether the curriculum is
based on student, subject area or problem (Korkmaz, 2007; Ornstein and Hunkins, 2016).

Subject-Centered Curriculum Design Approaches

The oldest and most widely used subject-centered curriculum design approaches are based on lessons
and subjects. In this approach, which is designed in connection with traditional understanding and culture,
information is grouped into lessons and the subjects in these lessons are the basis of the curriculum. This
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approach, which is based on perennialism and essentialism education philosophies, is divided into four
groups that are subject, discipline, broad field and process design (Gutek, 1988; Sonmez, 2015). Those
who adopt the subject design are concerned with textbooks because they advocate that information can
be learned better by verbal explanation. Subject design, which aims to convey knowledge about the
society to the learners, ignores the interests and needs of the learners (Korkmaz, 2007; Ornstein and
Hunkins, 2016; Tanner and Tanner, 1995). The discipline design that cares about academic disciplines
focuses on the way in which subjects are taught and how learners use them (Demirel, 2015), although it is
basically the same as the subject design. In this design that includes experiments, observations and
researches, it is important that learners can understand the structure and logic of the subjects and use
them in similar situations in life (Tanner and Tanner, 1995). Broad field design, which is an alternative to
discipline and subject design, aims to prevent learners from learning their subjects in separate lessons
(Ornstein and Hunkins, 2016). The broad field design approach, which is mostly used at primary education
level, aims to link the subjects in different lessons (Cubukgu, 2008; Ornstein and Hunkins, 2016). Process
design advocates that learners should learn learning, problem solving and decision-making skills rather
than learning subjects and information. In addition, this design aims to create a common learning method
for all subjects (Korkmaz, 2007; Ornstein and Hunkins, 2016).

Student-centered Curriculum Design Approaches

Student-centered curriculum design approaches, based on socialization and Rousseau's development
ideas, emphasize that learning can take place with active participation of the learners. This design, which
cares about individual differences, keeps the interests and needs of students in the foreground
(Buyikkaragoz, 1997; Korkmaz, 2007; Ornstein and Hunkins, 2016). This design is divided into four groups
that are child-centered, experience-centered, romantic (radical) and humanistic design. Child-centered
design, based on Taba's understanding of "the individual learns what he/she experiences", argues that
the child should be active in the learning process by drawing attention to the experiences (Demirel, 2015).
It is also important to develop a unique curriculum for each child in this approach (Ornstein and Hunkins,
2016). Although it is similar to child-centered design, in experience-centered design, it is widely accepted
that the curriculum cannot be prepared beforehand because they advocate that the needs of the child
cannot be determined beforehand. In this design, the curricula are prepared simultaneously in the
learning process changing according to the needs of the students in the process (Henson, 2006; Korkmaz,
2007; Ornstein and Hunkins, 2016). The advocates of romantic (radical) design, contrary to traditional
understanding, emphasize that every child is trained in his own nature. For this reason, it opposes schools
that restrict the child's freedom and sees the curricula or plans as unnecessary (Tanner and Tanner, 1995).
The humanistic design which cares about the internal characteristics of the individual aims at self-
realization of the learner without pressure or coercion and developing the individual as a whole. They
argue that learners should participate in decision-making processes in education (Ornstein and Hunkins,
2016).

Problem-Centered Curriculum Design Approaches

This approach, which focuses on individual and social problems, is based on pragmatism as basic
philosophy and on progressivism and reconstructionism as educational philosophies. Problem-centered
curriculum design approaches that focus on unmet social needs are aimed at raising talented,
knowledgeable, critical thinkers who can meet these needs and provide solutions to the major problems
of the society. In addition to this, this approach, which cares about the interests, needs and abilities of the
students, is divided into three groups that are "life situations", "core" and "social problems and
reconstructionist" design (Cubukcu, 2008; Demirel, 2015). In life situations design, which is based on
establishing a relationship between the issues addressed in curriculum and life, teachers aim to develop
students' skills in order to solve general problems in the society (Demirel, 2015). In core design, the
centralized social issues are expressed in the form of problems. It aims to educate the students who can
solve the problems of society. Moreover, democratic values and cooperative learning are important in this
design (Cubukcu, 2008). In social problems and reconstructionist design, which aims to analyze the
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problems encountered in the society, the students are expected to critically analyze the society. This
design which advocates that the society must change and develop over time puts the task of social reform
into schools (Demirel, 2015; Korkmaz, 2007).

Curriculum design approaches can be complex in both theory and practice beyond the organization of
curriculum elements (Demirel, 2015; Ornstein and Hunkins, 2016). Differences between the written
curriculum and the applications prevent the curriculum from reaching the specified objectives. Therefore,
care should be taken to ensure that the curriculum is designed in accordance with the educational
philosophy that is dominant in the society in the choice of subject-centered, student-centered, and
problem-centered curriculum design approaches, each of which is shaped by different educational
philosophies (Doganay and Sari, 2003; Ornstein and Hunkins, 2016; Saylan, 2001).

Educational philosophies are important both in determining the direction of curriculum design and in
determining curriculum elements. According to Demirel (2015), educational philosophy is an important
field that must be taken into account in determining curriculum objectives and content in curriculum
development studies. Educational philosophy serves as a basic criterion in decisions taken at all stages of
the educational process (Ornstein and Hunkins, 2016). Various educational philosophies have emerged
according to the answers given by the philosophical movements that question the value of human being,
the importance of education in human life, its function, the knowledge, skills and abilities needed to
increase the life quality of the individual and society. The main educational philosophies are as follows:

Perennialism

It is argued in perennialism that there are very few changes in the world, the basic values do not
change and the information is universal and unchangeable. Classical works that include unchangeable
universal information are very important in perennialism. Expressing that human nature is the same
everywhere; the perennialists do not give importance to cultural diversity and individual differences
(Tuncel, 2004). Developing the wisdom is the main purpose of perennialism since they see it as the only
distinguishing feature of the human being. This understanding aims to develop the individual in character
and intellectually, not according to the world in which he/she lives, but in harmony with the world that
will not change. The aim of the teacher, who is in the center of the education process, is to find out the
truth in the student's mind. The most basic function of the school is to transfer the values that are
unchangeable to the new generation. In perennialism, deduction and Socratic discussion method are
used; in the education process, teachers are active and students are passive (Altinkurt, Yilmaz and Oguz,
2012).

Essentialism

Essentialism argues that, contrary to perennialism, human beings are not innate intellectuals, but
knowledge is acquired later. The subject area must be well-organized in the curriculum. The teacher, who
is specialized in certain subjects, is at the center of education and is the only authority in the class. The
essence of education is discipline and memorizing subjects. Information that is related to the future,
unresolved, not proven is not considered as content. The most important aim in education according to
the essentialists is to create a better and superior society in the future by transferring the knowledge that
the society has formed to the new generation (Altinkurt, Yilmaz and Oguz, 2012; Ornstein and Hunkins,
2016; Sonmez, 2015; Yayla, 2009).

Progressivism

Progressivism opposes traditional understanding, centering change on education. It aims to make
students active in a democratic education process and to construct knowledge by experience. In this
understanding, which sees education as life itself, the problems that the student may encounter are
presented to the students and the students are expected to produce solutions. The teacher, who has a
guiding role in the teaching-learning environment, ensures that the students who are expected to be
active in the process gain as much experience as possible (Altinkurt, Yilmaz and Oguz, 2012; Yayla, 2009).

414



ishak KOZIKOGLU, Nur UYGUN — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 47(2), 411-438

Reconstructionism

According to the philosophy of reconstructionism, the most important aim of education is to start the
social reform movement by removing the problems in society. Advocates of this movement think that
there is no dominant view in education and all values must be included in the curriculum. Students should
critically examine all the values in society and take the necessary steps to build a new society. For this, it is
necessary for teachers to convince the students that they can provide social change and reform. The
responsibilities of restructuring the society are addressed to the schools (Altinkurt, Yilmaz and Oguz, 2012;
Celik, 2006; Oguz, Altinkurt, Yilmaz and Hatipoglu, 2014; Tuncel, 2004).

Educational philosophy of reconstructionism is based on the philosophical movements of pragmatism
and existentialism. Existentialism is a humanistic movement that is based on human freedom. The
student should decide freely and take responsibility for his/her choices. For this reason, the aim is to train
individuals who are able to reach their inner world, conscious of their freedom and able to act
consciously. This understanding, in which the students can choose their teacher and lesson personally,
advocates the open school system. The transfer of knowledge is not important in education, but the
importance is to enable the students to make the right choices by extending their point of view (Oguz,
Altinkurt, Yilmaz and Hatipoglu, 2014; Sénmez, 2015).

As noted above, it is seen that curriculum design approaches are theoretically based on certain
educational philosophies. When the related literature is examined, it is seen that there are studies
examining the teachers' beliefs about educational philosophies (Cetin, ilhan and Arslan, 2011; Coban,
2002; Coban, 2007; Doganay, 2011; Duman, 2008; Duman and Ulubey, 2008; Ekiz, 2005; Ekiz, 2007; Eren,
2010; Gegici and Yapici, 2008; llgaz, Bllbil and Cuhadar, 2013; Karadag, Baloglu and Kaya, 2009; Kocak,
Ulusoy and Onen, 2012; Sahin, Tunca and Ulubey, 2014; Tekin and Ustiin, 2008; Ugurlu and Calmasur,
2017; Ustiiner, 2008; Yilmaz, Altinkurt and Oguz, 2012) and curriculum design approach preferences
(Unsal and Korkmaz, 2017). However, no study has been found that examines teachers' educational
philosophies and curriculum design approaches together. Although there are views in the literature
stating that curriculum design approaches are based on certain education philosophies (Demirel 2015;
Korkmaz, 2007; Ornstein and Hunkins, 2016), it is seen that these views are not supported by practical
studies. In this respect, it can be said that these views are limited to theoretical knowledge and therefore
the relationship between educational philosophies and curriculum design approaches needs to be
determined through practical studies.

It is seen that every curriculum design approach is based on certain educational philosophies when
curriculum design approaches are examined from the viewpoint of individual and education, educational
expectations, objectives, training process and evaluation criteria. It is very important to select and apply
the proper educational philosophies and curriculum design approaches that form the basis of the
curriculum for the quality of education and the objectives to be achieved. In order for the selected
curriculum design approach and the underlying educational philosophy to serve its purpose, they need to
be in compliance with the educational process. For this reason, it is very important for the teachers, who
are practitioners of the curriculum, to adopt proper curriculum design approaches and educational
philosophies. In addition, although curriculum design approaches are based on certain educational
philosophies, there is a need for the scientific relevance of the relationship between educational
philosophies and curriculum design approaches.

The Aim and Importance of the Study

The aim of this study is to determine the relationship between teachers' beliefs of educational
philosophies and their curriculum design approaches. In response to this aim, the following questions are
addressed in this study:

1. Which educational philosophies and curriculum design approaches do teachers adopt the most?
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2- Is there a significant relationship between teachers' educational philosophies and curriculum design
approaches?

3 - Do teachers' educational philosophies predict their curriculum design approaches significantly?

It is the teachers who make the curriculum functional in the teaching-learning environment, in other
words the curriculum achieves its objectives with the efforts of the teacher. What the teachers will focus
on in the curriculum, how to organize the teaching-learning process, and the practices in the classroom
vary greatly depending on their educational philosophies and curriculum design approaches they adopt.
Therefore, this study is important in terms of determining educational philosophies and curriculum design
approaches of the teachers who have a significant influence on the quality and content of the education.
Thus, it will be revealed whether teachers' educational philosophies and curriculum design approaches
are compatible with the contemporary education understanding.

It is stated in the literature that curriculum design approaches and educational philosophies are
theoretically related to each other. It is thought that this study will contribute to the related literature in
terms of revealing the relationship between teachers' curriculum design approaches and educational
philosophies scientifically based on the data obtained from the teachers. It is also indicated in the
literature that each curriculum design approach is based on certain educational philosophies. This study
has importance in terms of predicting each curriculum design approach based on educational
philosophies of the teachers, therefore explaining the role of teachers’ educational philosophies in their
curriculum design approach preferences.

Method
Research Model

In this research, correlational survey model was used as one of the survey methods. In correlational
survey model, the aim is to determine the relationship between the variables and the degree of this
relationship (Karasar, 2006). For this reason, it is appropriate to use correlational survey model in this
research, which examines the relationship between teachers' educational philosophies and curriculum
design approaches.

Study Group

In this study, easy-accessible case sampling was used. In easy-accessible case sampling, the researcher
selects a group or situation that is easy to access appropriately for the purpose of the research, thus
speeding up the research (Yildirm and Simsek, 2013). Therefore, the study group was determined by
using easy-accessible case sampling so that an appropriate sample could be determined both for the
purpose of the study and being easy-accessible. The study group of this research constitutes 280 teachers
working in Van province within 2016-2017 academic year. The distribution of teachers according to
personal variables is given in Table 1.

Table 1.

The Distribution of Teachers According To Personal Variables

Personal variable Category Number Percentage (%)
Gender Female 161 57,5

Male 119 42,5
Department Basic education 122 43,6

Turkish-Social 55 19,6

Foreign language 23 8,2

Computer sciences 14 5,3

Math-Sciences 43 15,4

Fine arts 23 8,2
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Workplace Province center 148 52,9
District 63 22,5
Village 69 24,6
School level Primary education 136 48,6
Secondary education 144 51,4

As shown in Table 1, 161 (57.5%) of the participants are female and 119 (42.5%) are male. 148 (52.9%)
of the participants work in the province center, 63 (22.5%) are in the district and 69 (24.6%) are in the
village. 122 (43,6%) of the participants are from basic education department, 55 (19,6%) from the Turkish
and social sciences department, 23 (8,2%) are from foreign language department and 14 (5,3%) are from
computer sciences department, 43 (15.4%) are from mathematics and science department and 23 (8.2%)
are from fine arts department. In addition, 136 (48.6%) of the participants work in primary education
schools and 144 (51.4%) work in secondary education schools.

Data Collection Tools

In this research, "Education Beliefs Scale" was used in order to determine teachers' educational
philosophies and "Teacher's Curriculum Design Orientations Preference Scale" was used in order to
determine teachers' curriculum design approaches. Information on data collection tools is given below.

Education Beliefs Scale

Five-point Likert type scale developed by Yilmaz, Altinkurt and Cokluk (2011) consists of 40 items and
five sub-dimensions that are perennialism, essentialism, progressivism, reconstructionism and
existentionalism. Cronbach Alpha internal consistency coefficients of the sub-dimensions are .70 for the
"perennialism", .70 for "essentialism", .91 for the "progressivism", .81 for "reconstructionism" and .89 for
"existentionalism". In this study, Cronbach Alpha values of the sub-dimensions are found to be .75, .87,
.80, .82, .81, respectively. These values indicate that the scale is a valid and reliable measurement tool.

Teachers' Curriculum Design Orientations Preference Scale

Five-point Likert-type scale developed by Bas (2013) consists of 30 items and three sub-dimensions
(subject-centered, student-centered and problem-centered). Cronbach Alpha internal consistency
coefficients of the sub-dimensions are .86 for "subject centered" dimension, .85 for "student-centered"
dimension and .87 for "problem-centered" dimension. In this study, Cronbach Alpha values of sub-
dimensions are found to be .84, .80, .77, respectively. These values indicate that the scale is a valid and
reliable measurement tool.

Data Analysis

In this research, the arithmetic mean and standard deviation values of the scores obtained from the
scale sub-dimensions were examined in order to determine the educational philosophies and curriculum
design approaches of the teachers. In this case, the higher mean scores of the sub-dimensions indicate
that teachers adopt that educational philosophy and curriculum design approach more, the less mean
scores of the sub-dimensions indicate that teachers adopt that educational philosophy and curriculum
design approach less. The Pearson Product Moment Correlation Coefficients were examined in order to
determine the relationship between sub-dimension scores. These values were interpreted as low level
'between 0.00-0.29', as moderate level 'between 0.30-0.69' and as high level 'between 0.70-1.00'. In
addition, stepwise regression analysis was used to determine the extent to which teachers' educational
philosophies predict their curriculum design approaches. Before the analysis, the basic assumptions of the
stepwise regression analysis were examined and it was found that there is multivariate normality and
linearity and no multi-collinearity problem. In stepwise regression analysis, the independent variables that
do not predict the dependent variable are excluded from the analysis and the independent variables that
significantly predict the dependent variable are included in the order of importance, respectively
(Buyukoztiirk, 2012; Cohen, Cohen, West, and Aiken, 2003). In this study, significant variables that predict
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teachers' curriculum design approaches were determined according to the order of importance by using
stepwise regression analysis.

Results
Results Concerning the First Sub-Problem

The arithmetic mean and standard deviation values calculated from the answers given by teachers to
the scales for the first sub-problem of the study "Which educational philosophies and curriculum design
approaches do teachers adopt the most?" are presented in Table 2.

Table 2.
Descriptive Statistics of Teachers’ Educational Philosophies and Curriculum Design Approaches

Scales Sub-dimensions )? S
Perennialism 4.10 0.62
Essentialism 2.49 0.54

Education Beliefs Progressivism 4.47 1.13
Reconstructionism 4.27 0.60
Existentionalism 4.64 0.40
Subject-centered 3.04 0.80

Curriculum Design Approaches Student-centered 4.40 0.44
Problem-centered 4.32 0.47

When Table 2 is examined, it is seen that the educational philosophies mostly adopted by the teachers
are existentialism ( X =4.64), progressivism ( X =4.47), reconstructionism ( X =4.27), perennialism

(X =4.10) and essentialism ( X = 2.49), respectively. In this respect, it was found that teachers adopt
existentialism and progressivism at most, and adopt essentialism at least. When the curriculum design

approaches are examined, the least preferred approach is the subject-centered approach (X = 3.04),
while the most preferred curriculum design approach is student-centered approach ( X = 4.40).
Results Concerning the Second Sub-Problem

The Pearson Product Moment Correlation Coefficients calculated for examining the relationship
between teachers' educational philosophies and curriculum design approaches for the second sub-
problem of the study "Is there a significant relationship between teachers' educational philosophies and
curriculum design approaches?” are presented in Table 3.

Table 3:
Pearson Product Moments Correlation Coefficients Related to the Variables Included in the Study

Scales and sub-dimensions (1) (2) (3) (4) (5) (6) (7) (8)
A. Curriculum Design Approaches
Scale

1.00 .050 .195™" 447 .580™" -.115 242" -.057

1. Subject-centered

.702** 207" .600"" .385" 491"

2. Student-centered 1.00 -.143"

3. Problem-centered 1.00 309" 015 567 446" 470"
B. Education Beliefs Scale

4. Perennialism 1.00 .308™ 289™ 490" 228"
5. Essentialism 1.00 -.109 .051 -.250""
6. Progressivism 1.00 .569™  .638™
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7. Reconstructionism 1.00 450"

8. Existentionalism 1.00

p<.05 *, p<.01**

When Table 3 is examined, it was found that there is a moderate, positive and significant relationship
between subject-centered curriculum design approaches and educational philosophies of perennialism
(r=.447, p<0.01) and essentialism (r=.580, p<0.01); there is a low, positive and significant relationship
between subject-centered curriculum design approaches and reconstructionism (r=.242, p<.01).

It was found that there is a moderate, positive and significant relationship between student-centered
curriculum design approach and educational philosophies of progressivism (r=600, p<.01),
reconstructionism (r=385, p<.01) and existentialism (r=.491, p<.01); there is a low, positive and significant
relationship between student-centered curriculum design approach and perennialism (r=.207, p<0.01);
there is a low, negative and significant relationship between student-centered curriculum design
approach and essentialism (r=-.143, p<.05).

It was found that there is a moderate, positive and significant relationship between problem-centered
curriculum design approach and educational philosophies of perennialism (r=.309, p<.01), progressivism
(r=.567, p<.01), reconstructionism (r=.446, p<.01) and existentialism (r=.470, p<.01).

Results Concerning the Third Sub-Problem

The third sub-problem of the study was determined as "Do teachers' educational philosophies predict
their curriculum design approaches significantly?”. Concerning this sub-problem, stepwise regression
analysis was conducted for each curriculum design approach. The results of the stepwise regression
analysis for the subject-centered curriculum design approach are presented in Table 4.

Table 4.
Results of Stepwise Regression Analysis on the Prediction of Teachers’ Subject-Centered Curriculum Design
Approach

Model Variable B SC B t p
(Constant) 2.012 .095 21.252 .000
1 Essentialism 411 .035 .580 11.873 .000
R=.580 R2=.336 AR2=.334 F(1,278=140.969
(Constant) .598 .247 2.424 .016
5 Essentialism .347 .034 .489 10.126 .000
Perennialism .384 .062 .297 6.149 .000
R=.645 R2=.416 AR2=412 F(2,277=98.721
p<.01

When Table 4 is examined, it is seen that educational philosophies of perennialism and essentialism
are significant predictors of the subject-centered curriculum design (F (2277) = 98.721, p <.01). The
regression analysis on the prediction of subject-centered curriculum design was conducted in two steps
and two variables (perennialism and essentialism) were found to be significant predictors in terms of their
contribution to the variance. The results of the analysis showed that perennialism (33.6%) and
essentialism (8%), which are important predictors of regression equality, can explain 41.6% of the
variance in teachers’ subject-centered curriculum design. On the other hand, it was found that the
philosophies of "progressivism", "reconstructionism” and “existentialism” do not make a significant
contribution to the total variance, and cannot significantly predict teachers’ subject-centered curriculum
design approach.

The results of the stepwise regression analysis for the student-centered curriculum design approach
are presented in Table 5.
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Table 5.
Results of Stepwise Regression Analysis on the Prediction of Teachers’ Student-centered Curriculum Design
Approach

Model Variable B SC B t p
(Constant) 1.626 223 7.287 .000
1 Progressivism .621 .050 .600 12.497 .000
R=.600 R?=.360 AR?=.357 F(1,278=156,179
(Constant) 1.244 .255 4.870 .000
Progressivism E .501 .064 484 7.864 .000
2 Existentialism .198 .067 .182 2.957 .003
R=.616 R?=.379 AR?=.375 F(2,277)=84.637
p<.01

When Table 5 is examined, it is seen that educational philosophies of progressivism and existentialism
are significant predictors of the student-centered curriculum design (F (2277) = 84.637, p <.01). The
regression analysis on the prediction of student-centered curriculum design was conducted in two steps
and two variables (progressivism and existentialism) were found to be significant predictors in terms of
their contribution to the variance. The results of the analysis showed that progressivism (36.0%) and
existentialism (1.9%), which are important predictors of regression equality, can explain 37.9% of the
variance in teachers’ student-centered curriculum design. On the other hand, it was found that the
philosophies of "perennialism", "essentialism” and "reconstructionism” do not make a significant
contribution to the total variance, and cannot significantly predict teachers’ student-centered curriculum
design approach.

The results of the stepwise regression analysis for the problem-centered curriculum design approach
are presented in Table 6.

Table 6.
Results of Stepwise Regression Analysis on the Prediction of Teachers’ Problem-Centered Curriculum Design
Approach

Model Variable B SC B t p
(Constant) 1.747 .249 5.923 .000

1 Progressivism .636 .055 .567 11.475 .000
R=.567 R2=.321 AR2=.319 F(1,273)=131.685
(Constant) 1205 .260 4.642 .000
Progressivism .584 .057 521 10.255 .000

2 Reconstructionism 121 039 159 3.121 002
R=.587 R2=.344 AR2=.340 F(2,277)=72.785

3 (Constant) .829 .260 2.848 .005
Progressivism 465 .071 414 6.509 .000
Reconstructionism 115 .039 .150 2.990 .003
Existentialism .202 .074 171 2.732 .007
R=.601 R2=.362 AR2=.355 F(3,276)=52.144

p<.01

When Table 6 is examined, it is seen that educational philosophies of progressivism, reconstructionism
and existentialism are significant predictors of the problem-centered curriculum design (F (3,276) =131.685,
p <.01). The regression analysis on the prediction of problem-centered curriculum design was conducted
in three steps and three variables (progressivism, reconstructionism and existentialism) were found to be
significant predictors in terms of their contribution to the variance. The results of the analysis showed that
progressivism (32.1%), reconstructionism (2.3%) and existentialism (1.8%), which are important predictors
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of regression equality, can explain 36.2% of the variance in teachers’ problem-centered curriculum design.
On the other hand, it was found that the philosophies of "essentialism” and "perennialism" do not make a
significant contribution to the total variance, and cannot significantly predict teachers’ problem-centered
curriculum design approach.

Discussion, Conclusion and Suggestions

In this study examining the relationship between teachers’ educational philosophies and their
curriculum design approaches, it was concluded that the educational philosophies mostly adopted by
teachers are existentialism, progressivism, reconstructionism, perennialism and essentialism, respectively.
This result is supported by several research results in the literature (Altinkurt et all, 2012; ligaz, Bulbil and
Cuhadar, 2013; Kogak, Ulusoy and Onen, 2012; Oguz, Altinkurt, Yilmaz and Hatipoglu, 2014; Sahin, Tunca
and Ulubey, 2014; Ugurlu and Galmasur, 2017), while do not overlap with the results of some researches
(Coban, 2002; Coban 2007; Doganay and Sari, 2003; Doganay, 2011; Duman, 2008; Duman and Ulubey,
2008; Tekin and Ustiin, 2008). In the study conducted by Yilmaz and Tosun (2013), it was found that the
educational philosophies mostly adopted by teachers are existentialism, progressivism, perennialism,
reconstructionism and essentialism, respectively and this result partially overlaps with the results of this
study. Similarly, in the studies of Ekiz (2005, 2007) examining educational philosophies of prospective
teachers and not including the philosophy of existentialism as a sub-dimension, progressivism was found
to be the most preferred educational philosophy, and perennialism was found to be the least preferred
educational philosophy. In Doganay's study (2011) investigating the effects of pre-service teacher
education on teachers’ educational philosophies, it was determined that the most preferred educational
philosophy is progressivism, and the least preferred educational philosophy is perennialism and
existentionalism. In the study of Karadag, Baloglu and Kaya (2009) conducted with school administrators,
the most preferred educational philosophy was found to be progressivism and reconstructionism.

Another important result of this research is that the mean values of educational philosophies except
for the essentialism are close to each other. It is seen that teachers adopt educational philosophies at high
level, except for essentialism. In other words, in this research, it was concluded that teachers adopt the
educational philosophies of reconstructionism and perennialism to a great extent as well as existentialism
and progressivism. Similarly, in the study of Gecici and Yapici (2008) conducted with primary school
teachers, it was concluded that teachers adopt the other four educational philosophies at high level as
well as the highest level of progressivism. Parallel to the results of this study; in the studies conducted by
Altinkurt et all (2012), Kogak, Ulusoy and Onen (2012), ligaz, Biilbiil and Cuhadar (2013), Oguz, Altinkurt,
Yilmaz and Hatipoglu (2014), Sahin, Tunca and Ulubey 2014), Ugurlu and Galmasur (2017), Yilmaz and
Tosun (2013), it was concluded that teachers adopt the other four educational philosophies at high level
except for essentialism. In this respect, it can be said that teachers do not only adopt a particular
educational philosophy, rather they adopt more than one educational philosophy. This conclusion
overlaps with Ornstein and Hunkins’s view (2016) stating that a single philosophy cannot make the right
decisions about education and curriculum, and therefore many schools should combine multiple
philosophies in order to meet the needs of the individual and the society. When the studies in the
literature are examined, it is seen that the educational philosophies of the teachers differed in the studies
carried out on different groups. Based on the results of this research, it can be said that the teachers have
adopted the contemporary educational philosophies more than the traditional educational philosophies.
This result can be regarded as a positive situation in terms of creating a student-centered and democratic
learning environment in the teaching-learning process. In addition, this result is promising to bring up
responsible individuals who can make the right decisions and apply to solve the individual and social
problems that may arise in the future, can adapt to changing society.

In this research, it was concluded that teachers adopt student-centered curriculum design approaches
at most, and adopt subject-centered curriculum design approaches at least. This result supports the
results of the study conducted by Unsal and Korkmaz (2017). One of the reasons of teachers’ adopting
student-centered curriculum design approach at most can be the fact that curricula in Turkey have been
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developed according to the constructivist educational approach since 2005-2006 year. It is argued that
learners should be active within the education process in constructivist education, it is student-centered
and therefore this approach is closer to the educational philosophy of progressivism (Akpinar, 2010). In
this respect, it can be said that teachers advocate that the students should be centered in the teaching-
learning process and their interests, needs and expectations should be taken into account in curriculum
development process. This can be regarded as a positive outcome in terms of enabling teachers to
implement the constructivist approach emphasized in curricula and to get the students active in education
process.

As a result of the research, it was determined that there are moderate and significant relationships
between teachers’ educational philosophies and curriculum design approaches. In this study, it was
determined that there is a moderate, positive and significant relationship between teachers’ educational
philosophies of perennialism, essentialism and subject-centered curriculum design approach. In addition,
it was concluded that perennialism and essentialism are significant predictors of the subject-centered
curriculum design approach. In subject-centered curriculum design approach, the fact that textbooks are
important and the teacher who is in the center of education selects and transfers the knowledge without
considering the interests and needs of the students is a reflection of traditional education understanding.
Educational philosophies of perennialism and essentialism, which form the basis of traditional
understanding, ignore cultural diversity and individual differences, arguing that human nature is
unchangeable (Tuncel, 2004; Ornstein and Hunkins, 2016). In this respect, it can be said that the
conclusions in this research about the fact that educational philosophies of perennialism and essentialism
are significant predictors of the subject-centered curriculum design approach overlap with the theoretical
literature.

As a result of the research, it was determined that there are moderate, positive and significant
relationships between the teachers’ educational philosophies of progressivism, existentialism,
reconstructionism and student-centered, problem-centered curriculum design approaches. Moreover, it
was concluded that progressivism and existentialism are significant predictors of the student-centered
curriculum design approach; progressivism, reconstructionism and existentialism are significant predictors
of the problem-centered curriculum design approach. The student-centered curriculum design approach,
based on the assumption that learning only take place when the learners can actively participate in the
education process, attaches importance to the individual differences (Cubukgu, 2008) and is based on the
philosophy of progressive education caring about the needs and interests of learners (Gutek, 1998).
Similarly, in the existentialist education, the individual is emphasized to be unique and valuable;
contemporary and democratic education is emphasized by featuring learners in education (Mala, 2011). In
this respect, the conclusions in this research that the philosophies of progressivism and existentialism are
significant predictors of student-centered curriculum design approach support the theoretical literature.
Problem-centered curriculum design approaches are based on the philosophy of progressivism and
reconstructionism. And, the philosophy of reconstructionism is based on the philosophical movement of
pragmatism and existentialism (Demirel, 2015). In this respect, the conclusions in this research that the
philosophies of progressivism, reconstructionism and existentialism are significant predictors of problem-
centered curriculum design approach overlap with the theoretical literature.

As a result, it can be said that teachers' contemporary educational philosophies and student-centered
and problem-centered curriculum design approaches are related to each other; traditional educational
philosophies and subject-centered curriculum design approaches are related to each other. In addition, in
this study it was determined that teachers' beliefs of educational philosophies are significant predictors of
their curriculum design approaches. These results support the theoretical background. When the
literature is examined, it is also accepted that all curriculum design approaches are based on certain
philosophies of education (Demirel 2015; Korkmaz, 2007; Ornstein and Hunkins, 2016). Therefore, it can
be said that the results of this study overlaps with the views in the literature stating that each curriculum
design approach is based on certain educational philosophies and support these views scientifically. Based
on the results of this study, the following suggestions are addressed for practitioners and researchers:
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1- In in-service teacher education programs, trainings can be organized to teach teachers how to
design and implement activities that are appropriate for contemporary educational philosophies and
student-centered curriculum design approaches.

2- In future studies, the variables that can influence teachers' educational philosophies and curriculum
design approach preferences can be examined.

3- In future studies, qualitative data such as interviews, observations can be supported by using
qualitative or mixed research designs.
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Tiirkge Siirimu

Girig

Hayatin hangi evresinde olunursa olunsun insanin almig oldugu egitim, dncelikle kendini tanimasinda
sonrasinda ise iginde bulundugu toplumu anlamlandirmasinda 6énemli bir etkiye sahiptir. Bireyin kendini
tanimasi, ilgi ve yeteneklerinin farkina varmasi, bu yetenekleri kendisi ve toplum icin dogru sekilde
kullanabilmesi almis oldugu egitimle dogru orantilidir. Bu nedenle, bireyin ve toplumun gelecegi icin
onemli olan egitimin nasil olmasi gerektigi disindrlerin en 6nemli odak noktalarindan biri olmustur. Bilgi
birikiminin artmasi ve yasanan teknolojik gelismelerle kiiresellesen diinyada, egitimin nasil olmasi
gerektigi tartisilan temel sorulardan biri haline gelmistir. Bireysel ve toplumsal yarar dogrultusunda
ekonomik, kulturel ve politik amaglari icinde barindiran egitimin bu amaglari yerine getirebilmesi igin
sistemli bir sekilde hazirlanmasi, gelistirilmesi ve degerlendirilmesi gerekmektedir. Egitimin sistematik hale
getirilmesi icin atilmasi gereken en 6nemli adimlardan biri egitim programlarinin olusturulmasidir.

Egitimin bircok farkli tanimi oldugu gibi egitim programi da egitimciler tarafindan farkl sekillerde
tanimlanmistir. Egitim programi; "6grenme plani", yetistirme islevinden dolayi “yetisek”, 6grenen ve
Ogretenlere yol gosterdigi icin “izlenen yol” ve “izlence” olarak tanimlanmistir (Demirel, 2015; Ertirk,
2013; S6nmez, 2015; Taba, 1962). Saylor, Alexander ve Lewis (1981) egitim programini "egitilmesi gereken
bireylere 6grenme yasantilari kazandirma plani”, Varis (1978) "egitim kurumlarinin ¢ocuklar, gengler ve
yetiskinler icin sagladigi, Milli Egitimin belirledigi hedeflerin gerceklesmesine yonelik yapilan faaliyetler",
Fidan (2012) "oOgrencilerin karsilastiklari 6grenme durumlari ve gegcirdikleri yasantilarin tima", Ertirk
(2013) "belirli ogrencileri belirli bir zaman dilimi icerisinde yetistirmeye yonelik olusturulan gecerli
6grenme vyasantilari dizeni", Sonmez (2015) "6grencide gozlemlenmesi istenilen hedef ve hedef
davranislari, onlarin igerikle iliskisini, egitim ve sinama durumlarini kapsayan dizen", Senemoglu (2018)
"bireylere yasanti kazandirmak Gzere olusturulan egitim yasantilari diizeni", Demirel (2015) ise "68renene
okul ici ve disinda planlanmis etkinler yoluyla olusturulan 6grenme yasantilarinin diizenlenmesi" olarak
tanimlamistir. Bu tanimlardan hareketle egitim programi, okul ici ve okul disi etkinlikleri kapsayan
o6grenme yasantilari diizenegi seklinde ele alinabilir. Kiresellesen dinyada bireyin ve toplumun
ihtiyaclarinin zaman icinde degisiklige ugramasindan dolayl egitim programlarinin degisen ihtiyaglari
karsilayabilmesi icin siirekli ve sistemli olarak degerlendirilip gelistirilmesi gerekmektedir.

Egitim slrecinde hangi amaglara nasil ulasilacagi, ulasihp ulasilmadiginin nasil dlgilecegi, eksikliklerin
nasil giderilecegi program tasarimlarinda yer aldigi igin egitim programi tasarimi, program gelistirme ve
degerlendirme sirecinin en temel noktalarindan biridir (Demirel, 2015; Erden, 2000; Saylan, 2001).
Egitimle ilgili tim kararlarin verilmesinde yol gosterici olan egitim programi tasarimi egitim niteligini de
onemli Olcide etkilemektedir (Saylan, 2001). Egitim programini gelistirmeye baslamadan 6nce egitim
programinin nasil bir tasarim yaklasimina goére sekilleneceginin belirlenmesi gerekmektedir; ¢linkl egitim
programi tasarimi, egitim programinin nasil temellendirilecegine karar verdigi icin programin anlayisini ve
felsefesini de ortaya koymaktadir. Diger bir degisle, program tasarimi yaklasimlari programin yapisini,
hangi sorulara cevap aranacagini, nelerin hedeflenecegini belirlemektedir (Ozdemir, 2007). Egitim
programinin 6grenciyi, konu alanini veya problemi temele almasina goére “konu merkezli program tasarimi
yaklagimlan”, 6grenen merkezli program tasarimi yaklasimlar” ve “sorun merkezli program tasarimi
yaklasimlar” olmak lizere li¢ ayri program tasarim yaklasimi bulunmaktadir (Korkmaz, 2007; Ornstein ve
Hunkins, 2016).

Konu Merkezli Program Tasarimi Yaklasimlari

Bilinen en eski ve en yaygin olarak kullanilan konu merkezli program tasarimi yaklasimlari, dersler ve
konular Uzerine temellendirilmistir. Geleneksel anlayis ve kiltiirle baglantili olarak tasarlanan bu
yaklasimda bilgiler, dersler seklinde gruplandiriimakta ve bu derslerdeki konular ise egitim programinin
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temelini olusturmaktadir. Daimici ve esasici egitim felsefelerine dayanan bu yaklasim konu, disiplin, genis
alan ve siireg tasarimi olmak lizere dort grupta toplanmistir (Gutek, 1988; Sénmez, 2015). Konu tasarimini
benimseyenler bilgilerin sézel olarak anlatilarak daha iyi 6grenilecegini savunduklari igin ders kitaplarini
dnemsemektedirler. Ogrenenlere toplumla ilgili bilgileri aktarmayi amaglayan konu tasarimi, égrenenlerin
ilgi ve ihtiyaglarini gbz ardi etmektedir (Korkmaz, 2007; Ornstein ve Hunkins, 2016; Tanner ve Tanner,
1995). Akademik disiplinleri 6Gnemseyen disiplin tasarimi, temelde konu tasarimiyla ayni olmasina karsin
konularin verilis sekline ve 6grenenlerin bu bilgileri nasil kullanacaklarina da odaklanmaktadir (Demirel,
2015). Deney, gozlem ve arastirmalara yer veren bu tasarimda énemli olan 6grenenlerin konularin yapisini
ve mantigini anlayarak yasamdaki benzer durumlarda kullanabilmesidir (Tanner ve Tanner, 1995). Disiplin
ve konu tasarimina bir alternatif olarak olusturulan genis alan tasarimi, 6grenenlerin konulari ayri ayri
dersler seklinde 6grenmelerinin 6niine gegmeyi amaglamaktadir (Ornstein ve Hunkins, 2016). Daha ¢ok
ilkégretim dizeyinde kullanilan genis alan tasarim yaklasimi, farkli derslerdeki konular arasinda baglanti
kurmayir amaglamaktadir (Cubukgu, 2008; Ornstein ve Hunkins, 2016). Siire¢ tasarimi ise Ogrencilerin
konulari ve bilgileri 6grenmelerinden ¢ok 6grenmeyi O0grenme, problem ¢bzme ve karar verme
becerilerinin gelistirilmesi gerektigini savunmaktadir. Ayrica bu tasarim, tim konular igin ortak bir
6grenme yontemini olusturmayi hedeflemektedir (Korkmaz, 2007; Ornstein ve Hunkins, 2016).

Ogrenen Merkezli Program Tasarimi Yaklagimlari

Toplumsallasma ve Rousseau’nun gelisim fikirlerini temele alan 6grenen merkezli program tasarimi
yaklagimlari, 6grenenin aktif katilimiyla 6grenmenin gergeklesebilecegini vurgulamaktadir. Bireysel
farkhliklari Gnemseyen bu tasarim, 6grencinin ilgi ve ihtiyaclarini 6n planda tutmaktadir (Blylikkaragoz,
1997; Korkmaz, 2007; Ornstein ve Hunkins, 2016). Bu tasarim ¢ocuk merkezli, yasanti merkezli, romantik
(radikal) ve hiimanist tasarim olmak Gzere dorde ayrilmaktadir. Taba’nin “kisi yasadigini 6grenir” anlayisini
temele alan ¢ocuk merkezli tasarim, deneyimlere dikkat ¢cekerek cocugun 6grenme siirecinde aktif olmasi
gerektigini savunmaktadir (Demirel, 2015). Ayrica, bu yaklasimda her ¢ocuk igin ayri bir programin
olusturulmasi 6nemlidir (Ornstein ve Hunkins, 2016). Yasanti merkezli tasarim, ¢ocuk merkezli tasarima
benzese de bu tasarimda cocugun ihtiyaglarinin daha 6nceden belirlenemeyecegi savunuldugundan
programlarin énceden hazirlanamayacagi gorlisi hakimdir. Bu tasarimda, siregte belirlenen ihtiyaclara
gore degisebilen programlar 6grenme sireci icinde es zamanli olarak hazirlanmaktadir (Henson, 2006;
Korkmaz, 2007; Ornstein ve Hunkins, 2016). Geleneksel anlayisa karsi ¢cikan romantik (radikal) tasarimin
savunuculari, her ¢ocugun kendi dogasi icerisinde egitiimesini dnemsemektedir. Bu nedenle c¢ocugun
ozglirliglinl kisitlayan okullara karsi ¢itkmakta ve hazirlanan program veya planlari gereksiz gormektedir
(Tanner ve Tanner, 1995). Bireyin igsel 6zelliklerini 6nemseyen hiimanist tasarim ise baski ve zorlama
olmadan 6grenenin kendini gergeklestirmesini ve bireyin bir butiin olarak gelistirilmesini amaglamaktadir.
Egitimde alinan kararlarda 6grenenlerin de s6z sahibi olmasi gerektigini savunmaktadir (Ornstein ve
Hunkins, 2016).

Sorun Merkezli Program Tasarimi Yaklagimlar

Bireysel ve toplumsal problemler (izerine yogunlasan bu yaklasim, temel felsefe olarak pragmatizme,
egitim felsefesi olarak ise ilerlemecilik ve yeniden kurmaciliga dayanmaktadir. Henliz karsilanmayan
toplumsal ihtiyaglara odaklanan sorun merkezli program tasarimi vyaklasimlari, bu ihtiyaglan
karsilayabilecek ve toplumun onemli problemlerine ¢6zim Uretebilecek yetenekli, bilgili, elestirel
diisiinebilen bireyleri yetistirmeyi amaglamaktadir. Bunun yani sira o6grencilerin ilgi, ihtiyag ve
yeteneklerini de 6nemseyen bu yaklasim “yasam kosullari”, “cekirdek” ve “sosyal problemler ve yeniden
yapilandirmaci tasarim” olmak uzere Uge ayrilmaktadir (Cubukgu, 2008; Demirel, 2015). Egitim
programlarinin ele aldigi konular ile yasam arasinda iliski kurmayi temele alan yasam kosullari tasariminda
ogretmenler, 6grencilere toplumda olusabilecek genel sorunlari ¢odzebilmeleri igin bazi becerileri
kazandirmayi amaglamaktadir (Demirel, 2015). Cekirdek (core) tasarimda ise merkeze alinan sosyal
konular problem ciimlesi seklinde ifade edilmektedir. Uygulama alani olarak gorilen toplumun sorunlarini
cOzebilecek 6grenciler yetistirmeyi amaglamaktadir. Ayrica bu tasarimda demokratik degerler ve isbirligine
dayali 6grenme 6nemlidir (Cubukgu, 2008). Temel amaci toplumda karsilasilan problemleri analiz etmeyi
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amaglayan sosyal problemler ve yeniden yapilandirmaci tasarimda ise 6grencilerin iginde bulunduklan
toplumu elestirel bir gozle analiz etmeleri beklenmektedir. Zamanla toplumun degismesi ve dénlismesi
gerektigini savunan bu tasarim, toplumsal reform gorevini okullara yiklemektedir (Demirel, 2015;
Korkmaz, 2007).

Egitim programi 6gelerini dizenlemenin Otesinde olan egitim programi tasarim yaklasimlari, hem
teoride hem de uygulamada karmasik bir yapida olabilmektedir (Demirel, 2015; Ornstein ve Hunkins,
2016). Tasarlananlarla uygulamalar arasinda farkliliklarin olmasi programda belirlenen amaglara ulasmayi
engellemektedir. Bu nedenle program tasarlanirken her biri farkli egitim felsefelerine gore sekillenen konu
merkezli, grenen merkezli ve sorun merkezli program tasarim yaklagimlarinin tercihinde toplumda hakim
olan egitim felsefesiyle uyumlu olmasina dikkat edilmelidir (Doganay ve Sari, 2003; Ornstein ve Hunkins,
2016; Saylan, 2001).

Egitim felsefeleri, hem egitim programi tasariminin yénini tayin etmesi hem de program o6gelerinin
belirlenmesinde temel dayanak olmasi bakimindan 6nem tasimaktadir. Demirel'e (2015) gére egitim
felsefesi, program gelistirme calismalarinda programin hedefini ve icerigini belirlemede dikkate alinmasi
gereken 6nemli bir alandir. Egitim siirecinin tim asamalarinda alinan kararlarda egitim felsefesi temel bir
olgiit islevi gorir (Ornstein ve Hunkins, 2016). insana verilen degeri, insan yasaminda egitimin dnemini,
islevini, bireyin ve toplumun yasam kalitesini artirmak igin ihtiya¢ duyulan bilgi, beceri ve yetenekleri
sorgulayan felsefi akimlarin vermis oldugu cevaplara gore gesitli egitim felsefeleri ortaya ¢ikmistir. Baslica
egitim felsefeleri asagidaki gibidir:

Daimicilik

Daimicilik evrende degisimlerin ¢ok az oldugunu, temel degerlerin degismedigini, bu nedenle bilginin
evrensel ve degismez oldugunu savunmaktadir. Daimicilikte degismeyen evrensel bilgileri iginde
barindiran klasik eserler oldukga &nemlidir. insan dogasinin her yerde ayni oldugunu ifade eden daimiciler,
kiiltiirel gesitlilige ve bireysel farkliliklara &nem vermemektedir (Tuncel, 2004). insanlarin tek ayirt edici
ozelligi olarak akli gordikleri icin akh gelistirmek daimiciligin en temel amacidir. Bu anlayis bireyi iginde
yasadigl diinyaya gore degil, degismeyecek olan diinyaya uyum saglayabilecek, karakterli ve entelektiel
olarak yetistirmeyi amaclamaktadir. Egitim siirecinin merkezinde olan 6gretmenin amaci, 6grencinin
aklindaki dogrulari buldurtmaktir. Okulun en temel islevi ise degismez olan degerleri yeni nesillere
aktarmaktir. Daimicilikte tlimdengelim ve sokratik tartisma yontemi kullanilir, egitim sirecinde
O0gretmenler aktif, 6grenciler ise pasif durumdadir (Altinkurt, Yilmaz ve Oguz, 2012).

Esasicilik

Esasicilik, daimiciligin aksine insanin dogustan bilgi sahibi olmadigini, bilgiyi sonradan edindigini
savunmaktadir. Egitim programinda konu alaninin iyi diizenlenmis olmasi gerekmektedir. Belirli konularin
uzmani olan 6gretmen, egitimin merkezinde yer alir ve siniftaki tek otoritedir. Egitimin 6zlinde ise disiplin
ve konulari ezberleme vardir. Gelecegi ilgilendiren, ¢6zimlenmemis, kesinligi ispatlanmamis bilgiler icerik
olarak ele alinmamaktadir. Esasicilere gore egitimde en o6nemli amag, toplumun olusturdugu bilgi
birikimini yeni nesillere aktararak gelecekte daha iyi ve Ustlin bir toplum olusturmaktir (Altinkurt, Yilmaz
ve Oguz, 2012; Ornstein ve Hunkins, 2016; Sonmez, 2015; Yayla, 2009).

ilerlemecilik

ilerlemecilik, degisimi egitimin merkezine alarak geleneksel anlayisa karsi cikmaktadir. Demokratik bir
egitim slrecinde 06grencilerin aktif olmalarini ve yaparak-yasayarak bilgiyi yapilandirmalarini
amaclamaktadir. Egitimi yasamin kendisi olarak goren bu anlayista 6grencinin karsilasabilecegi problemler
dgrencilere sunulmakta, dgrenciden ¢éziimler Gretmesi beklenmektedir. Ogretme-6grenme ortaminda yol
gosterici roli olan 0Ogretmen, siregte aktif olmasi beklenen 6grencinin olabildigince ¢ok yasanti
kazanmasini saglamaktadir (Altinkurt, Yilmaz ve Oguz, 2012; Yayla, 2009).

Yeniden Kurmacihk
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Yeniden kurmacilik felsefesine gore egitimin en 6nemli amaci, toplumdaki sorunlari ortadan kaldirarak
sosyal reform hareketini baglatmaktir. Bu akimin savunuculari egitimde baskin bir gériisiin olmamasi ve
tim degerlerin programda yer almasi gerektigini disiinmektedir. Ogrenciler elestirel bir sekilde
toplumdaki tim degerleri inceleyerek yeni bir toplum inga etmek igin gerekli adimlari atmalidirlar. Bunun
icin de 6gretmenlerin 6grencilerini toplumsal degisimi ve donlisimi saglayabileceklerine inandirmalari
gerekmektedir. Toplumu yeninden yapilandirma sorumlulugu ise okullara ylklenmektedir (Altinkurt,
Yilmaz ve Oguz, 2012; Celik, 2006; Oguz, Altinkurt, Yilmaz ve Hatipoglu, 2014; Tuncel, 2004).

Yeniden kurmacilik egitim felsefesi, pragmatizm ve varolusguluk felsefi akimlarina dayanmaktadir.
Varolusguluk, insanin 6zgiirligiinii temele alan insancil bir akimdir. Ogrenci kendi segimlerinde 6zgiirce
karar vermeli ve sorumlulugunu da alabilmelidir. Bu nedenle amag¢ kendi i¢ dlinyasina ulasabilen,
dzglrliginin farkinda olan, bilingli eylemde bulunabilen bireyler yetistirmektir. Ogretmen ve ders
secimini bizzat 6grenciye birakan bu anlayis acgik okul sistemini savunmaktadir. Egitimde énemli olan bilgi
aktarimi degil, bireyin bakis agisini genisleterek dogru secimler yapabilmesini saglamaktir (Oguz, Altinkurt,
Yilmaz ve Hatipoglu, 2014; Sonmez, 2015).

Yukarida belirtildigi gibi, egitim programi tasarim yaklasimlarinin kuramsal olarak belirli egitim
felsefeleri tzerine temellendirildigi gériilmektedir. ilgili alanyazin incelendiginde, dgretmenlerin egitim
felsefesi inanclarini (Cetin, ilhan ve Arslan, 2011; Coban, 2002; Coban, 2007; Doganay, 2011; Duman,
2008; Duman ve Ulubey, 2008; Ekiz, 2005; Ekiz, 2007; Eren, 2010; Gegici ve Yapici, 2008; llgaz, Bilbil ve
Cuhadar, 2013; Karadag, Baloglu ve Kaya, 2009; Kogak, Ulusoy ve Onen, 2012; Sahin, Tunca ve Ulubey,
2014; Tekin ve Ustiin, 2008; Ugurlu ve Calmasur, 2017; Ustiiner, 2008; Yilmaz, Altinkurt ve Oguz, 2012) ve
egitim programi tasarim yaklasimi tercihlerini (Unsal ve Korkmaz, 2017) ayri ayri ele alarak inceleyen
calismalarin oldugu gorilmektedir. Fakat Ogretmenlerin benimsedikleri egitim felsefeleri ile egitim
programi tasarim yaklagimlarini birlikte ele alarak inceleyen herhangi bir galismaya ulagiimamistir.
Alanyazinda egitim programi tasarim yaklagimlarinin belirli egitim felsefelerine dayandirildigina iligkin
goriisler (Demirel 2015; Korkmaz, 2007; Ornstein ve Hunkins, 2016) olmakla birlikte bu goruslerin
uygulamaya donik bir arastirmayla desteklenmedigi goriilmektedir. Bu durumda, ortaya atilan bu
goruslerin kuramsal bir yapiyla sinirh oldugu ve dolayisiyla egitim felsefeleri ile egitim programi tasarim
yaklasimlari arasindaki iliskinin uygulamaya doéniik calismalarla belirlenmesine ihtiya¢ duyuldugu
soylenebilir.

Egitim programi tasarim yaklasimlarinin bireye ve egitime bakisina, egitimden beklentilerine,
hedeflerine, egitim sirecine, degerlendirme olgltlerine bakildiginda, her program tasarim yaklasimin
belirli egitim felsefelerine dayandigi gorilmektedir. Egitim programinin temelini olusturan egitim
felsefeleri ve egitim programi tasarim yaklagimlarindan egitimin niteligi ve ulasilmak istenen kazanimlar
icin dogru olani segip uygulamak oldukga 6nemlidir. Segilen egitim programi tasarim yaklasiminin ve temel
alinan egitim felsefesinin amaca hizmet edebilmesi icin uygulamadaki egitim siireciyle uyum icinde olmasi
gerekmektedir. Bu nedenle, programin uygulayicilari olan 6gretmenlerin hangi egitim programi tasarim
yaklasimlarini ve egitim felsefelerini benimsedikleri olduk¢a 6énemlidir. Ayrica, her ne kadar alanyazinda
egitim programi tasarim yaklasimlarinin belirli egitim felsefelerine dayandirildigi ifade edilse de egitim
felsefeleri ile egitim programi tasarim yaklasimlari arasindaki iliskinin uygulamaya doénik calismalarla
bilimsel olarak ortaya konulmasina ihtiya¢ duyulmaktadir.

Arastirmanin Amaci ve Onemi

Bu c¢alismanin amaci, 6gretmenlerin benimsedikleri egitim felsefeleri ile tercih ettikleri egitim programi
tasarim yaklasimlari arasindaki iliskiyi belirlemektir. Bu ama¢ dogrultusunda asagidaki sorulara cevap
aranmistir:

1- Ogretmenler en ¢ok hangi egitim felsefelerini ve egitim programi tasarim yaklasimlarini
benimsemektedirler?

2-  Ogretmenlerin benimsedikleri egitim felsefeleri ve egitim programi tasarim yaklasimlari arasinda
anlamli bir iliski var midir?”
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3- Ogretmenlerin benimsedikleri egitim felsefeleri egitim programi tasarim yaklasimlarini anlamli
diizeyde yordamakta midir?”

Egitim programlarini 6gretme-6grenme ortaminda islevsel kilacak olan 6gretmenlerdir, bir bagka
deyisle egitim programi 6gretmenin gabalariyla amacina ulasmaktadir. Ogretmenlerin egitim programinda
hangi 6geye agirlik verecekleri, 6gretme-6grenme siirecini nasil dizenleyecekleri ve sinif igerisindeki
uygulamalari blyik 6l¢lide benimsedikleri egitim felsefeleri ve egitim programi tasarim yaklasimlarina
bagli olarak degiskenlik gostermektedir. Dolayisiyla, bu g¢alisma egitimin niteligini ve igerigini 6nemli
Olgtide etkileyen 6gretmenlerin benimsedikleri egitim felsefeleri ile egitim programi tasarim yaklasimlarini
belirlemesi agisindan 6nem tasimaktadir. Bdylece, 6gretmenlerin benimsedikleri egitim felsefeleri ile
egitim programi tasarim yaklasimlarinin cagdas egitim anlayisina uygun olup olmadigi ortaya konulacaktir.

Alanyazinda egitim programi tasarim yaklasimlari ile egitim felsefelerinin kuramsal olarak iliskili oldugu
belirtiimektedir. Bu calismanin 6gretmenlerin benimsedikleri egitim felsefeleri ile egitim programi tasarim
yaklasimlari arasindaki iliskinin 6gretmenlerden elde edilen veriler dogrultusunda bilimsel olarak ortaya
konulmasi yonlyle alanyazina katki getirecegi disliniilmektedir. Ayrica, alanyazinda her bir egitim
programi tasariminin belirli egitim felsefelerine dayandirildigi belirtiimektedir. Bu ¢alisma 6gretmenlerin
benimsedikleri egitim felsefelerinden hareketle her bir egitim programi tasarim yaklasiminin yordanmasi,
dolayisiyla 6gretmenlerin benimsedikleri egitim felsefelerinin egitim programi tasarim yaklasimlari
tercihleri Gzerindeki rolinin agiklanmasi agisindan 6nem tasimaktadir.

Yontem
Arastirmanin Modeli

Bu arastirmada tarama modellerinin bir tiirii olan iliskisel tarama modeli kullanilmistir. iliskisel tarama
modelinde amag, ele alinan degiskenler arasindaki iliskiyi ve bu iligkinin derecesini belirlemektir (Karasar,
2006). Bu nedenle, 6gretmenlerin benimsedikleri egitim felsefeleri ile program tasarim yaklasimlari
arasindaki iliskinin incelendigi bu arastirmada iliskisel tarama modelinin kullanilmasi uygun gorilmastar.

Calisma Grubu

Bu arastirmada, kolay ulasilabilir durum orneklemesi kullaniimistir. Kolay ulasilabilir durum
orneklemede, arastirmaci arastirmanin amacina uygun olarak erisilmesi kolay olan bir grup veya durum
secer, boylece arastirmaya hiz kazandirir (Yildirim ve Simsek, 2013). Dolayisiyla, hem ulasilabilir olmasi
hem de arastirmanin amacina uygun bir érneklem belirlenebilmesi amaciyla kolay ulasilabilir durum
orneklemesi kullanilarak ¢alisma grubu belirlenmistir. Bu arastirmanin ¢alisma grubunu, 2016-2017 egitim-
ogretim yilinda Van il merkezi, ilce ve koylerinde goérev yapan 280 Ogretmen olusturmaktadir.
Ogretmenlerin kisisel degiskenlere gére dagilimi Tablo 1’de verilmistir.

Tablo 1.

Odgretmenlerin Kisisel Degiskenlere Gére Dagilimi

Kisisel Ozellik Kategori Sayi (N) Yizde (%)
Cinsiyet Kadin 161 57,5
Erkek 119 42,5
Brans Temel Egitim 122 43,6
Tirkce-Sosyal 55 19,6
Yabanci Dil 23 8,2
BOTE 14 5,3
Matematik-Fen 43 15,4
Glzel sanatlar 23 8,2
Gérev yeri il merkezi 148 52,9
ilce 63 22,5
Koy 69 24,6
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Okul kademesi ilkégretim 136 48,6
Ortadgretim 144 51,4

Tablo 1’ de goérildUgi Uzere, arastirmaya katilan 6gretmenlerin 161’i (%57,5) kadin, 119°u (%42,5) ise
erkektir. Katihmcilarin 148'i (%52,9) il merkezinde, 63'U (%22,5) ilgede, 69'u (%24,6) ise kdyde gorev
yapmaktadir. Temel Egitim boliminden 122 (%43,6), Tirkce ve Sosyal Bilimler bolimiinden 55 (%19,6),
Yabanci Diller bélimiinden 23 (%8,2), BOTE bélimiinden 14 (%5,3), Matematik ve Fen Bilimleri
boliminden 43 (%15,4) ve Glzel Sanatlar boliminden ise 23 (%8,2) 6gretmenin katilimci olarak
calismada yer aldigi goriilmektedir. Ayrica, katiimcilarin 136’s1 (%48,6) ilkogretimde gorev yaparken 1440
(%51,4) ortadgretimde gérev yapmaktadir.

Veri Toplama Araglari

Bu arastirmada, 6gretmenlerin benimsedikleri egitim felsefelerini belirlemek amaciyla “Egitim inanglari
Olgegi” ve program tasarim yaklasimlarini belirlemek amaciyla “Ogretmenlerin Egitim Programi Tasarim

ey

Yaklagimi Olgegi” kullanilmistir. Veri toplama araglarina iliskin bilgiler asagida verilmistir.
Egitim inanglari Olcedi

Yilmaz, Altinkurt ve Cokluk (2011) tarafindan gelistirilen 5’li Likert tipi 6lcek; 40 maddeden ve
“daimicilik”, “esasicilik”, “ilerlemecilik”, “yeniden kurmacilik” ve “ varoluscu egitim” olmak lzere bes alt
boyuttan olusmaktadir. Olgegin alt boyutlarinin Cronbach Alpha i¢ tutarhlik katsayisi; “daimicilik” boyutu
icin .70, “esasicilik” boyutu igin .70, “ilerlemecilik” boyutu igin .91, “yeniden kurmacilik” boyutu igin .81,
“varoluscu egitim” boyutu icin .89 olarak belirlenmistir. Bu ¢alismada ise 6lgegin alt boyutlarinin Cronbach
Alpha degerleri sirasiyla; .75, .87, .80, .82, .81 olarak hesaplanmistir. Bu degerler, Olgegin gegerli ve
givenilir bir 6lgme araci oldugunu géstermektedir.

Ogretmenlerin Egitim Programi Tasarim Yaklasimi Olgegi

Bas (2013) tarafindan gelistirilen 5’li Likert tipi olcek; 30 madde ve Ug alt boyuttan (konu merkezli,
dgrenci merkezli, sorun merkezli) olusmaktadir. Olgegin alt boyutlarinin Cronbach Alpha i¢ tutarlilik
katsayisi; “konu merkezli” boyutu igin .86, “6grenci merkezli” boyutu igin .85, “sorun merkezli” boyutu igin
ise .87 olarak tespit edilmistir. Bu calismada ise 6lgegin alt boyutlarinin Cronbach Alpha degerleri sirasiyla;
.84, .80, .77 olarak hesaplanmistir. Bu degerler, 6lgegin gecerli ve glvenilir bir élgme araci oldugunu
gostermektedir.

Verilerin Analizi

Arastirmada, Ogretmenlerin benimsedikleri egitim felsefelerini ve egitim programi tasarim
yaklasimlarini belirlemek amaciyla 6lgek alt boyutlarindan elde edilen puanlarin aritmetik ortalamalari ve
standart sapma degerleri incelenmistir. Bu durumda, 6lceklerin alt boyutlarindan alinan ortalama puanin
yuksek olmasi, katiimcilarin o alt boyuttaki egitim felsefesini ve program tasarim yaklasimini daha cok
benimsedigini, diisiik olmasi ise s6z konusu felsefeye ve program tasarim yaklagsimina olan inancinin az
oldugunu gostermektedir. Ogretmenlerin dlgeklerden aldiklari puanlar arasindaki iliskileri belirlemek igin
Pearson Carpim Momentler Korelasyon Katsayilari incelenmistir. Bu degerler; '0.00-0.29 aras!' diisiik,
‘0.30-0.69 aras!' orta, ‘0.70-1.00 aras!' yiiksek diizeyde iliski olarak yorumlanmistir. Ayrica, 6gretmenlerin
benimsedikleri egitim felsefelerinin egitim programi tasarim yaklasimlarini ne dizeyde yordadigini
belirlemek icin ise basamakli regresyon analizi kullaniimistir. Analiz 6ncesinde, basamakli regresyon
analizinin temel varsayimlari incelenmis, bu dogrultuda ¢ok degiskenli normallik ve dogrusallik saglanmis,
coklu baglanti probleminin olmadigl saptanmistir. Basamakl regresyon analizinde, bagimh degiskeni
anlamli olarak yordamayan bagimsiz degiskenler analiz disinda tutularak bagimh degiskeni anlamli olarak
yordayan bagimsiz degiskenler dnem sirasina gore siraslyla modele dahil edilir (Blytkoztirk, 2012; Cohen,
Cohen, West, ve Aiken, 2003). Bu arastirmada, basamakli regresyon analizi kullanilarak 6gretmenlerin
egitim programi tasarim yaklasimlarini yordayan anlamli degiskenler 6nem sirasina gére belirlenmistir
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Bulgular
Birinci Alt Probleme iliskin Bulgular

Arastirmanin birinci alt problemi olan “Ogretmenler en ¢ok hangi egitim felsefelerini ve program
tasarim yaklasimlarini benimsemektedirler?” sorusuna yonelik olarak 6gretmenlerin 6lgeklere verdikleri
cevaplar lizerinden hesaplanan aritmetik ortalama ve standart sapma degerleri Tablo 2’de verilmistir.

Tablo 2.

Ogretmenlerin Benimsedikleri Egitim Felsefesi ve Program Tasarim Yaklasimlarina iliskin Betimsel
Istatistikler

Olgekler Alt Boyutlar X ()
Daimicilik 4.10 0.62
Esasicilik 2.49 0.54

Egitim inanglar ilerlemecilik 4.47 1.13
Yeniden kurmacihk 4.27 0.60
Varoluscu egitim 4.64 0.40
Konu merkezli 3.04 0.80

Program Tasarim Yaklasimlari Ogrenci merkezli 4.40 0.44
Sorun merkezli 4.32 0.47

Tablo 2 incelendiginde, 6gretmenlerin en ¢ok benimsedikleri egitim felsefelerinin sirasiyla varoluscu
egitim (X =4.64), ilerlemecilik (X =4.47), yeniden kurmacilik (X =4.27), daimicilik (X =4.10) ve

esasicilik (X =2.49) oldugu goérilmektedir. Bu durumda, 6gretmenlerin en c¢ok varoluscu egitim ve
ilerlemecilik, en az ise esasicilik egitim felsefesini benimsedikleri ortaya ¢ikmistir. Egitim programi tasarim
yaklasimlarina bakildiginda ise 6gretmenlerin en ¢ok tercih ettigi program tasarimi yaklasimi 6grenci

merkezli yaklasim (X =4.40) olurken en az tercih edilen yaklasim konu merkezli yaklagim (X =3.04)
olmustur.

ikinci Alt Probleme iliskin Bulgular

Arastirmanin ikinci alt problemi olan “Ogretmenlerin benimsedikleri egitim felsefeleri ve program
tasarim vyaklasimlari arasinda anlamh bir iliski var midir?” sorusuna yodnelik olarak 6gretmenlerin
benimsedikleri egitim felsefeleri ve program tasarim yaklasimlari arasindaki iligkiyi incelemeye yonelik
hesaplanan Pearson Carpim Momentler Korelasyon Katsayilari Tablo 3’te verilmistir.

Tablo 3.
Arastirmaya DGhil Edilen Dediskenlere lliskin Pearson Carpim Momentler Korelasyon Katsayilari

Olcekler ve alt boyutlari (1) (2) (3) (4) (5) (6) (7) (8)

A. Program Tasarim Yaklasimlari
Olcegi

) 1.00 .050 .195 447" 580" -115  .242" -.057

1. Konu merkezli

. . . . 2** ‘2 * %k _ . * %k . * %k . 1**
2. Ogrenci merkezli 1.00 70 07 143" 600 385 43
3. Sorun merkezli 1.00 309" 015 567" .446™  .470™
B. Egitim inanclar Olgegi
4, Daimicilik 1.00 308" 289" 490 228"
5. Esasicilik 1.00 -.109 .051 -
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ok

.250
6. ilerlemecilik 1.00  .569" .638™
7. Yeniden kurmacilik 1.00 450"
8. Varolusgu egitim 1.00

p<.05 *, p<.01**

Tablo 3 incelendiginde, 6gretmenlerin benimsedikleri konu merkezli program tasarimi yaklagimiyla
daimicilik (r=.447, p<0.01) ve esasicilik (r = .580, p< 0.01) egitim felsefeleri arasinda orta dizeyde, pozitif
ve anlamli bir iliski; yeniden kurmacilik (r=.242, p<.01) egitim felsefesi arasinda ise diisiik diizeyde, pozitif
ve anlamli bir iliski bulunmustur.

Ogrenci merkezli program tasarimi yaklagimiyla ilerlemecilik (r=600, p<.01), yeniden kurmacilik (r=385,
p<.01) ve varoluscu egitim (r=.491, p<.01) felsefeleri arasinda orta dizeyde, pozitif ve anlamh bir iliski;
daimicilik (r=.207, p<0.01) egitim felsefesi arasinda diisiik diizeyde, pozitif ve anlamli bir iliskinin oldugu
gorilurken, esasicilik (r=-.143, p<.05) egitim felsefesi arasinda ise disik diizeyde, negatif ve anlamh bir
iliskinin oldugu gorilmektedir.

Sorun merkezli program tasarimi yaklasimi ile daimicilik (r=.309, p<.01), ilerlemecilik (r=.567, p<.01),
yeniden kurmacilik (r=.446, p<.01) ve varoluscu egitim (r=.470, p<.01) felsefeleri arasinda orta dizeyde,
pozitif ve anlamli bir iliskinin oldugu gorilmektedir.

Ugiincii Alt Probleme iligkin Bulgular

Arastirmanin Ugiincii alt problemi, “Ogretmenlerin benimsedikleri egitim felsefeleri program tasarim
yaklagimlarini anlamli diizeyde yordamakta midir?” olarak belirlenmistir. Bu alt probleme ydnelik,
O0gretmenlerin benimsedikleri her bir program tasarim yaklagimina iliskin basamakli regresyon analizi
yapiimistir. Ogretmenlerin benimsedikleri konu merkezli program tasarim yaklasimina yonelik yapilan
basamakl regresyon analizi sonuglari Tablo 4’te verilmistir.

Tablo 4.

Ogretmenlerin Benimsedikleri Konu Merkezli Program Tasarim Yaklasiminin Yordanmasina fliskin
Basamakli Regresyon Analizi Sonuglari

Model Degisken B SH B t p
(Sabit) 2.012 .095 21.252 .000
1 Esasicilik 411 .035 .580 11.873 .000
R=.580 R?=.336 AR*=334 F(1,278)=140.969
(Sabit) .598 247 2.424 .016
5 Esasicilik .347 .034 .489 10.126 .000
Daimicilik .384 .062 .297 6.149 .000
R=.645 R?=.416 AR?=.412 F(2,277)=98.721
p<.01

Tablo 4 incelendiginde, daimicilik ve esasicilik egitim felsefesinin konu merkezli program tasariminin
anlaml bir yordayicisi (F2,277=98.721, p<.01) oldugu gériilmektedir. Ogretmenlerin benimsedikleri konu
merkezli program tasariminin yordanmasina iliskin yapilan regresyon analizi iki basamakta gercgeklesmistir
ve iki degiskenin (daimicilik ve esasicilik egitim felsefeleri) varyansa katkilari bakimindan o6nemli
yordayicilar oldugu belirlenmistir. Yapilan analiz sonuglari, regresyon esitligine dnemli yordayici olarak
giren esasicilik (%33.6) ve daimicilik (%8) egitim felsefelerinin 6gretmenlerin benimsedikleri konu merkezli
program tasarimina iliskin varyansin %41.6’sini aciklayacak giicte oldugunu géstermektedir. Ote yandan,
“ilerlemecilik”, “varoluscu egitim” ve “yeniden kurmacilik” egitim felsefelerinin toplam varyansa anlamli
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bir katki saglamadigi, 6gretmenlerin benimsedikleri konu merkezli program tasarim yaklasimlarini anlamli
dizeyde yordamadigi saptanmistir.

Ogretmenlerin benimsedikleri 6grenci merkezli program tasarim yaklasimina yénelik yapilan basamakli
regresyon analizi sonuglari Tablo 5’te verilmistir.

Tablo 5.
Ogretmenlerin Benimsedikleri Ogrenci Merkezli Program Tasarim Yaklasiminin Yordanmasina fliskin
Basamakli Regresyon Analizi Sonuglari

Model Degisken B SH B t p
(Sabit) 1.626 .223 7.287 .000
1 ilerlemecilik .621 .050 .600 12.497 .000
R=.600 R2=.360 AR?=.357 F(1,278)=156,179
(Sabit) 1.244 .255 4.870 .000
ilerlemecilik .501 .064 484 7.864 .000
2 Varolusgu .198 .067 .182 2.957 .003
egitim
R=.616 R2=.379 AR?=.375 F(2,277)=84.637
p<.01

Tablo 5 incelendiginde, ilerlemecilik ve varolusgu egitim felsefesinin 6grenci merkezli program
tasariminin anlamli  bir yordayicisi (F2,277=84.637 p<.01) oldugu gorilmektedir. Ogretmenlerin
benimsedikleri 6grenci merkezli program tasariminin yordanmasina iliskin yapilan regresyon analizi iki
basamakta gerceklesmistir ve iki degiskenin (ilerlemecilik ve varoluscu egitim) varyansa katkilari
bakimindan 6nemli yordayicilar oldugu belirlenmistir. Yapilan analiz sonuglari, regresyon esitligine 6nemli
yordayici olarak giren ilerlemecilik (%36.0) ve varolusgu egitim (%1.9) felsefelerinin 6gretmenlerin
benimsedikleri 6grenci merkezli program tasarimina iliskin varyansin %37.9’sini aciklayacak gicte
oldugunu goéstermektedir. Ote yandan, “esasicilik”, “daimicilik” ve “yeniden kurmacilik” egitim
felsefelerinin toplam varyansa anlamli bir katki saglamadigi, 6gretmenlerin benimsedikleri 6grenci
merkezli program tasarim yaklasimlarini anlamli diizeyde yordamadigi saptanmustir.

Ogretmenlerin benimsedikleri sorun merkezli program tasarim yaklasimina yénelik yapilan basamakli
regresyon analizi sonuglari Tablo 6’da verilmistir.

Tablo 6.
Ogretmenlerin Benimsedikleri Sorun Merkezli Program Tasarim Yaklasiminin Yordanmasina iliskin
Basamakli Regresyon Analizi Sonuglari

Model Degisken B SH B t P
(Sabit) 1.747 .249 5.923 .000
1 Tlerlemecilik 636 .055 567 11.475 .000
R=.567 R2=321 AR2=.319 F,278=131.685
(Sabit) 1205 .260 4.642 .000
ilerlemecilik .584 .057 521 10.255 .000
2 yeniden 121 .039 159 3.121 .002
kurmacilik
R=.587 R2=.344 AR2=.340 F277=72.785
3 (sabit) .829 .260 2.848 .005
Tlerlemecilik 465 071 414 6.509 .000
Yeniden kurmacilik .115 .039 150 2.990 .003
Varolusgu egitim 202 .074 171 2.732 .007
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R=.601 R2=.362 AR2=.355 F(3,276)=52.144

p<01

Tablo 6 incelendiginde, ilerlemecilik, yeniden kurmacilik ve varolusgu egitim felsefesinin sorun merkezli
program tasariminin anlamli bir yordayicisi (F(3,276)=131.685, p<.01) oldugu gériilmektedir. Ogretmenlerin
benimsedikleri sorun merkezli program tasariminin yordanmasina iliskin yapilan regresyon analizi (g
basamakta gerceklesmistir ve Ug¢ degiskenin (ilerlemecilik, yeniden kurmacilik ve varolusgu egitim)
varyansa katkilari bakimindan énemli yordayicilar oldugu belirlenmistir. Yapilan analiz sonuglari, regresyon
esitligine 6nemli yordayici olarak giren ilerlemecilik (%32.1) yeniden kurmacilik (%2.3) ve varoluscu
egitim(%1.8) egitim felsefelerinin 6gretmenlerin benimsedikleri sorun merkezli program tasarimina iliskin
varyansin %36.2’sini aciklayacak giicte oldugunu gdstermektedir. Ote yandan, “esasicilik” ve “daimicilik”
egitim felsefelerinin toplam varyansa anlamli bir katki saglamadigi, 6gretmenlerin benimsedikleri sorun
merkezli program tasarim yaklasimlarini anlamh diizeyde yordamadigi saptanmistir.

Tartisma, Sonug ve Oneriler

Ogretmenlerin benimsedikleri egitim felsefeleri ile program tasarim yaklasimlari arasindaki iliskinin
incelendigi bu calismada, 6gretmenlerin en ¢ok benimsedikleri egitim felsefelerinin sirasiyla varolusculuk,
ilerlemecilik, yeniden kurmacilik, daimicilik ve esasicilik oldugu sonucuna ulasiimistir. Bu sonug,
alanyazindaki bir¢ok arastirma sonuglariyla (Altinkurt ve digerleri, 2012; llgaz, Bulbul ve Guhadar, 2013;
Kogak, Ulusoy ve Onen, 2012; Oguz, Altinkurt, Yilmaz ve Hatipoglu, 2014; Sahin, Tunca ve Ulubey, 2014;
Ugurlu ve GCalmasur, 2017) 6rtlslrken bazi arastirma sonuglariyla (Coban, 2002; Coban 2007; Doganay ve
Sarl, 2003; Doganay, 2011; Duman, 2008; Duman ve Ulubey, 2008; Tekin ve Ustiin, 2008)
ortismemektedir. Yilmaz ve Tosun'un (2013) yaptiklari arastirmada, O6gretmenlerin sirasiyla en c¢ok
varoluscu, ilerlemeci, daimici, yeniden kurmaci ve esasici egitim felsefelerini benimsemeleri bu arastirma
bulgulariyla kismen ortismektedir. Benzer sekilde, Ekiz’'in (2005, 2007) 6gretmen adaylarinin egitim
felsefelerini inceledigi ve varolusguluk egitim felsefesinin bir alt boyut olarak alinmadigi arastirmalarda
ilerlemecilik en ¢ok, daimicilik ise en az benimsenen egitim felsefesi olmustur. Doganay’in (2011) hizmet
oncesi 6gretmen egitiminin 6gretmenlerin egitim felsefelerine etkisini inceleyen arastirmasinda, en ¢ok
tercih edilen egitim felsefesinin ilerlemecilik, en az tercih edilen egitim felsefesinin ise daimicilik ve
varolusculuk oldugu belirlenmistir. Karadag, Baloglu ve Kaya’nin (2009) okul midurleriyle yaptigi
calismada, en cok tercih edilen egitim felsefesinin ilerlemecilik ve yeniden kurmacilik oldugu sonucuna
ulasiimistir.

Bu arastirmada elde edilen bir diger 6nemli sonug, esasicilik felsefesi hari¢ diger egitim felsefelerinin
ortalamalarinin birbirine yakin olmasidir. Ogretmenlerin esasicilik hari¢ diger egitim felsefelerini
cogunlukla benimsedikleri goriilmektedir. Bir baska deyisle, bu arastirmada 6gretmenlerin en ¢ok
benimsedigi egitim felsefesinin varolusculuk ve ilerlemecilik olmasinin yani sira yeniden kurmacilik ve
daimicilik egitim felsefelerini de 6nemli 6l¢lide benimsedikleri sonucuna ulasiimistir. Benzer sekilde, Gegici
ve Yapict (2008) ilkogretim ogretmenleriyle yapmis olduklari calismasinda, 6gretmenlerin en fazla
ilerlemecilik egitim felsefesini benimsemelerinin yani sira diger dort egitim felsefelerini de yliksek diizeyde
benimsedikleri sonucuna ulasmistir. Bu arastirma sonuglarina paralel olarak; Altinkurt ve digerlerinin
(2012), Kogak, Ulusoy ve Onen'in (2012), ligaz, Biilbil ve Cuhadar'in (2013), Oguz, Altinkurt, Yilmaz ve
Hatipoglu'nun (2014), Sahin, Tunca ve Ulubey'in (2014), Ugurlu ve Calmasur'un (2017), Yilmaz ve Tosun'un
(2013) yaptiklari ¢alismalarda 6gretmenlerin esasicilik felsefesi hari¢ diger egitim felsefelerini yiksek
diizeyde benimsedikleri sonucuna ulasiimistir. Bu durumdan hareketle 6gretmenlerin sadece belirli bir
egitim felsefesini benimsemedikleri birden fazla egitim felsefesinin ilkelerine katildiklari séylenebilir. Bu
sonug, Ornstein ve Hunkins’in (2016) tek bir felsefenin egitim ve program ile ilgili dogru kararlar
alabilmesinin  mimkiin olmadigi ve bu nedenle bircok okulun birey ve toplumun ihtiyaglarini
karsilayabilmek icin birden fazla felsefeyi birlestirmesi gerektigi gorislyle 6rtismektedir. Alanyazindaki
calismalar incelendiginde, farkh 6rneklem gruplar Gzerinde yiritilen c¢alismalarda o6gretmenlerin
benimsedikleri egitim felsefelerinin farkhlastigi gorilmektedir. Bu arastirma sonugclarindan hareketle,
o6gretmenlerin geleneksel egitim felsefelerine oranla ¢agdas egitim felsefelerini daha ¢ok benimsedikleri
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soylenebilir. Bu sonug, 6gretmenlerin 6gretme-6grenme sureglerinde 6grenci merkezli ve demokratik bir
0grenme ortami olugturulabilmeleri agisindan olumlu bir durum olarak degerlendirilebilir. Ayrica, bu sonug
gelecekte ortaya ¢ikmasi muhtemel olan bireysel ve toplumsal sorunlarin ¢6zimu igin dogru kararlar alip
uygulayabilen, degisen topluma uyum saglayabilen ve sorumluluk sahibi bireylerin yetismesini saglamasi
acisindan umut vericidir.

Bu arastirmada, 6gretmenlerin en ¢ok 6grenci merkezli egitim programi tasarim yaklasimlarini, en az
ise konu merkezli egitim programi tasarim yaklagimlarini benimsedikleri sonucuna ulasiimistir. Bu sonug,
Unsal ve Korkmaz (2017) tarafindan yiriitilen arastirma sonuglarini destekler niteliktedir. Ogretmenlerin
en ¢ok 6grenci merkezli program tasarim yaklagimini benimsemesinin nedenleri arasinda Turkiye’de 2005-
2006 yillarindan itibaren yapilandirmaci egitim anlayigina gore egitim programi olusturulmaya baglanmasi
gosterilebilir. Ogrenciyi merkeze alan yapilandirmaci egitim anlayisinda 8grenenin egitim siirecinde aktif
olmasi gerektigi savunulmakta ve bu yoniyle ilerlemeci felsefeye daha yakin durmaktadir (Akpinar, 2010).
Bu durumda, 6gretmenlerin egitim programlari hazirlanirken 6grencinin 6gretme-6grenme sirecinde
merkeze alinarak onlarin ilgi, ihtiyag ve beklentilerinin dikkate alinmasi gerektigini savunduklari
soylenebilir. Bu durum, 6gretmenlerin egitim programlarinda vurgulanan yapilandirmaci egitim anlayisini
uygulamada gergeklestirilebilmeleri ve 6grencileri siirecte aktif kilmalari agisindan olumlu bir sonug olarak
nitelendirilebilir.

Arastirmanin sonucunda, 6gretmenlerin benimsedikleri egitim felsefeleri ile egitim programi tasarim
yaklasimlari arasinda orta diizeyde anlamli iliskilerin oldugu belirlenmistir. Bu arastirmada, 6gretmenlerin
benimsedikleri daimicilik ve esasicilik egitim felsefeleri ile konu merkezli program tasarim yaklasimi
arasinda orta diizeyde ve pozitif yonde anlamli iliskinin oldugu belirlenmistir. Ayrica, daimicilik ve esasicilik
egitim felsefelerinin konu merkezli program tasarim yaklasiminin anlamli bir yordayicisi oldugu sonucuna
ulasilmistir. Konu merkezli program tasarim yaklasiminda ders kitaplarinin 6nemli yer tutmasi ve egitimin
merkezinde olan 6gretmenin belirlenmis konulari 6grencilerin ilgi ve ihtiyaclar gozetilmeden segip
aktarmaya calismasi geleneksel egitim anlayisinin Griinudir. Geleneksel anlayisin temelini olusturan
daimicilik ve esasicilik egitim felsefeleri ise insan dogasinin degismez oldugunu savunarak kiltirel
cesitliligi ve bireysel farkliliklari yok saymaktadir. (Tuncel, 2004; Ornstein ve Hunkins, 2016). Bu durumda,
bu arastirmadaki daimicilik ve esasicilik egitim felsefelerinin konu merkezli program tasarim yaklasiminin
anlamli bir yordayicisi olduguna iliskin sonuglarin, kuramsal alanyazinla ortiistigu soylenebilir.

Arastirmanin sonucunda, 6gretmenlerin benimsedikleri ilerlemecilik, yeniden kurmacilik ve varoluscu
egitim felsefeleri ile 6grenci merkezli ve sorun merkezli program tasarim yaklagimlari arasinda orta
dizeyde ve pozitif yonde anlamli iligkilerin oldugu belirlenmistir. Ayrica, ilerlemecilik ve varolusgu egitim
felsefelerinin 6grenci merkezli program tasarim yaklasiminin anlamh bir yordayicisi oldugu; ilerlemecilik,
yeniden kurmacilik ve varoluscu egitim felsefelerinin ise sorun merkezli program tasarim yaklasiminin
anlamli bir yordayicisi oldugu sonucuna ulasiimistir. Ogrenmenin sadece dgrencinin aktif olarak egitim
sirecine katilmasiyla gerceklesebilecegini temele alan 6grenci merkezli program tasarimi yaklasimi,
bireysel farkliliklara 6nem vermekte (Cubukgu, 2008) ve 06grenenin ilgi, ihtiyaclarini temele alan
ilerlemecilik egitim felsefesine dayanmaktadir (Gutek, 1998). Benzer sekilde, varolusgu egitimde de bireyin
ozglin ve degerli olduguna vurgu yapilmakta, egitimde 6grenen 6n planda tutularak ¢cagdas ve demokratik
egitim 6nemsenmektedir (Mala, 2011). Bu durumda, bu arastirmadaki ilerlemecilik ve varoluscu egitim
felsefelerinin 6grenci merkezli program tasarim yaklasiminin anlamli bir yordayicisi olduguna iliskin
sonuglar, kuramsal alanyazini desteklemektedir. Sorun merkezli program tasarim yaklasimlari, ilerlemecilik
ve yeniden kurmacilik felsefesine dayanmaktadir. Yeniden kurmacilik egitim felsefesi ise, temelini
pragmatizm ve varolusguluk felsefi akimindan almaktadir (Demirel, 2015). Bu durumda, bu arastirmadaki
ilerlemecilik, yeniden kurmacilik ve varoluscu egitim felsefelerinin sorun merkezli program tasarim
yaklasiminin anlamh bir yordayicisi olduguna iliskin sonuglar, kuramsal alanyazinla értiismektedir.

Sonug olarak, 6gretmenlerin benimsedikleri ¢agdas egitim felsefeleri ile 6grenci merkezli ve sorun
merkezli program tasarim yaklasimlarinin, geleneksel egitim felsefeleri ile konu merkezli program tasarim
yaklasiminin birbiriyle iliskili oldugu séylenebilir. Ayrica, bu arastirmada 6gretmenlerin benimsedikleri
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egitim felsefelerinin egitim programi tasarim yaklasimlarinin anlamh bir yordayicisi oldugu belirlenmistir.
Bu sonuglar, kuramsal alanyazini destekler niteliktedir. Alanyazin incelendiginde de tiim program tasarim
yaklasimlarinin temelinde bir egitim felsefesi oldugu gorisi benimsenmektedir (Demirel 2015; Korkmaz,
2007; Ornstein ve Hunkins, 2016). Dolayisiyla, bu arastirma sonuglarinin egitim programi tasarim
yaklasimlarinin belirli egitim felsefelerine dayandirildigina iliskin alanyazindaki goruslerle ortlistigi ve bu
gorusleri bilimsel verilerle destekledigi sdylenebilir. Bu arastirma sonuglarindan hareketle, uygulamacilara
ve arastirmacilara yonelik gelistirilen 6nerilere asagida yer verilmistir:

1- Hizmet ici 6gretmen egitimi programlarinda, 6gretmenlerin ¢agdas egitim felsefelerine ve 6grenci
merkezli program tasarimi yaklasimlarina uygun etkinlikleri nasil tasarlayip uygulayacaklarina iligkin
egitimler diizenlenebilir.

2- ileriki calismalarda &gretmenlerin egitim felsefeleri ve egitim programi tasarim yaklasimlari tercihleri
tzerinde etkili olabilecek degiskenler incelenebilir.

3- ileriki calismalarda nitel veya karma arastirma desenleri kullanilarak arastirma verileri gériisme, gézlem
gibi nitel veri verilerle desteklenebilir.
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This research was carried out to reveal the impacts of derivational morpheme teaching
on vocabulary of the students learning Turkish as a foreign language, and was
performed with the use of quasi-experimental design with pre-test and post-test
control group, which is one of the quantitative research methods. The study group of
the research consisted of 26 foreign students learning Turkish at B2 level at Ondokuz
Mayis University in 2016-2017 academic year. The application process of the research
was carried out within the last 8 weeks until the completion of the educational
program for the students at B2 level, which started on April 3, 2017 in Turkish
Teaching Practice and Research Center at Ondokuz Mayis University. The data and
analyses showed that the students learning Turkish as a foreign language benefited
significantly from the derivational morpheme teaching, and that the vocabulary of the
experimental group improved more effectively than the control group. It was also
found that learners' success in terms of vocabulary was influenced by the origin and
structure of their native languages. As a result of the detailed analysis carried out on
the data, it was found out that the improvement in the vocabulary of the students
from the experimental group was recorded as 88 words in average (30.98%) according
to the evaluation made on 284 words, that the impact of the experimental practice on
this improvement was calculated as 62.4 words (21.97%), and that the derivational
morpheme teaching made contribution to the vocabulary of the students at the rate of
1.06% per each derivational morpheme.
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Yapim eki 6gretiminin Tlrkgeyi yabanci dil olarak 6grenenlerin kelime hazinesi
tizerindeki etkisini ortaya cikarmak amaciyla gergeklestirilen bu arastirmada nicel
arastirma yontemlerinden Ontest—sontest kontrol gruplu yari deneysel desen tercih
edilmistir. Arastirmanin ¢alisma grubunu 2016-2017 egitim-6gretim yilinda Ondokuz
Mayis  Universitesinde Tiirkce &grenen B2 diizeyindeki 26 vyabanci 6grenci
olusturmaktadir. Arastirmanin uygulama siireci Ondokuz Mayis Universitesi Tiirkce
Ogretimi Uygulama ve Arastirma Merkezi’'nde 03.04.2017 tarihinde baslayan B2
kurundaki 6grencilerle bu kur tamamlanana kadar gegen 8 hafta igerisinde
gerceklestirilmistir. Uygulama kapsaminda segilen 25 yapim ekinin her birine 2 ser ders
saati ayrilmis, bu saatlerden ilk saat Ogretim ikinci saat ise alistirma-pekistirme
galismalari igin kullanilmistir. Toplanan veriler ve analizler, yabanci dil olarak Tirkge
6grenenlerin yapim eki 6gretiminden 6nemli dlglde istifade ettiklerini ve bu 6gretimi
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alan grubun kelime hazinesinin daha fazla gelistigini ortaya ¢ikarmistir. Ayrica kelime
hazinesi bakimindan elde edilen basarida 6grenenlerin ana dillerinin kokeni ve
yapisinin da etkisinin bulundugu belirlenmistir. Veriler Uzerinde yapilan detayl
inceleme sonucunda 284 kelime Ulzerinden yapilan degerlendirmeye gore yapim eki
6gretimini alan Ogrenenlerin kelime hazinesindeki ilerlemenin ortalama 88 kelime
oldugu (%30.98), deneysel uygulamanin bu gelisimdeki payinin 62.4 kelime (%21.97)
oldugu ve yapim eki 6gretiminin kelime hazinesine yapim eki basina % 1.06 oraninda
katki sagladigi tespit edilmistir.

Introduction

Nowadays, there is a consensus on that the main purpose of foreign language teaching is to enable
the language learners in terms of understanding and speaking skills of the target language. On the other
hand, to be able to communicate in the target language by using these skills, foreign language learners
should learn the words which are the building blocks of the language and systems that will enable these
words to operate. In other words, language learners have to learn the functioning of the target language
to understand the words s/he learned while listening or reading, to use the words in sentences while
talking or writing, to combine the words properly by bringing these words side by side and to be able to
derive new words from the words that s/he already know. As it is not possible to use language skills
effectively also not possible to make effective communication for a foreign language student who does
not learn these systems that are named inflection and derivation. The necessity of teaching these two
mentioned systems is also emphasized in the Common European Framework of Reference for
Languages. From this standpoint, an individual who learns Turkish as a foreign language has to learn the
suffixes that provide the function of declension and derivation systems.

Teaching sets for Turkish as foreign language stand out inflectional suffix either of suffixes
(derivational/inflectional) that provides the function of Turkish Language. At first glance this seems to be
understandable because in Turkish there are two basic functions of suffixes. These functions are
derivation and dependency that are essential for functioning of language. “In the simplest term,
derivation function is the ability to derive new words form nominal roots and nominal stems. On the
other hand, with a wider functional area dependency function reflects the ability to relate each
elements of the sentence,” (Demircan, 2004, s. 33). When derivational and inflectional suffixes are
compared within the framework of these functions, “Because of the fact that inflectional suffixes, which
are functioning as dependency suffix, are more effective in both sentences and inter-sentences meaning
and form relations,” (Onan, 2009, s. 252), it can be said that those who prepare these sets intuitively
prioritizing the teaching of inflectional suffixes. However this relative superiority of inflectional suffixes
is not required to neglect the derivational suffixes, in other words the suffixes used in the derivation
function. As a matter of fact in the frame text, it is emphasized that the production features should also
be taught as inflectional features of the language.

It is seen that, according to the classifications in the field, suffixes admitted as derivational suffixes
have limited place in the four sets which are widely used in teaching Turkish as a foreign language (New
Hitit, Yedi iklim, Gazi Témer Turkish for Foreigners and istanbul). Suffixes appeared commonly in at least
two of these sets are -(I)ncl, -ll, -slz, -lIk, -ki, -CA suffixes with deverbal nouns, verbal adjectives and voice
suffixes. Voice suffixes are “the suffixes which do not make a fundamental change in the central
meaning of the verb but make changes in terms of form and situation in relation to the object and the
subject,” (Korkmaz, 2009, s. 540). In this respect, Ustiinova (2004, s. 241-250) says that voice suffixes do
not form a new concept but only refer to the direction of the movement in the verbs. In this regard it
can be said that voice suffixes do not form a new concept that could be keyword in the dictionary. When
considering the functions and the way of using of deverbal nouns and verbal adjectives, according to
their location and context, it is seen that these suffixes take on both inflectional and derivational
properties. Such suffixes are named as binary suffixes (Basdas, 2006, s. 5). It is obviously seen in the
book events, paradigmatic features of deverbal nouns and verbal adjectives are attempted to teach in
Turkish teaching sets. The only exception to this is the New Hitit Turkish teaching set. In this set, word
forming functions of these suffixes partly taken into consideration. Verbalnouns suffixes as —-mA, -mAk,
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-Is ve -Ar, -mAz, -DIk, AcAk, -mls were presented to students under a different topic apart from their
paradigmatic functions. However, it should be noted that in the teaching of these referred suffixes,
there is not sufficient application activities that are given place. It is thought that the verbalnoun suffixes
in the context of derivational suffixes are taught in teaching Turkish as a foreign language in order to
students to be able to make comprehension and able to combine the sentences. For instance, the
purpose of teaching a student the deverbal noun suffix, —=mA is to provide him/her to make sentence
like “Yarin ugak bileti almaya gidecegim (which means “I'm going to get a plane ticket tomorrow” in
Turkish)," rather than make him/her to understand when —mA is suffixed to verb base “al” (which means
“get” in Turkish), it derives a new word “alma”(which means “to get” in Turkish) whose counterpart in
dictionary is “alma isi” (which means “getting action” in Turkish). Or the purpose of teaching verbal
adjective —AcAk is to make student gain knowledge and skill in terms of combining two different
sentences like “Ne zaman gelecegini / bana haber ver (which means “Tell me / when you will be coming”
in Turkish),” rather than to make student understand when —AcAk is suffixed to verb base “—gel” (which
means “come” in Turkish), it forms the word “gelecek” (which means “S/he will come,” in Turkish) in the
dictionary. Voice suffixes are also covered and taught in this context. As mentioned above, the suffixes -
(Dncl, N, -slz, -lIk, -ki, -CA are the suffixes that are taught in the teaching sets besides deverbal noun,
verbal adjective and voice suffixes. Listed suffixes are only just a few of tens of suffixes that derive new
words in Turkish and teaching of these suffixes fails in terms of raising awareness of students about
feature of word derivation that originates from Turkish language. In the light of these statements it is
appeared that when teaching Turkish as a foreign language, it is endeavored to provide that to make the
students combine the words and sentences by teaching suffixes that are in the context of derivational
suffixes however there is no specific purpose in terms of improving and expanding their vocabulary and
developing reading comprehension skills by rising morphological awareness of students.

As it is seen from the above review, only a fraction of derivational suffixes, that used for forming
concept takes part in the process of teaching Turkish as a foreign language. In the process of teaching
Turkish as a foreign language; such neglecting the derivation features of the Turkish language, has
negative effect on the learners’ acquisition and internalization processes of the Turkish language.

Teaching of the derivational suffixes considered as a part and necessity of language learning in the
Common European Framework of Reference for Languages; and it is also considered as a part of
teaching vocabulary in the study field of foreign language all over the world. Vocabulary teaching is
especially described as one of the most important elements of foreign language learning and teaching.
No matter which grammatical structure is known without words it is not possible to understand the
language and express yourself in that language. In this sense, words are the basic elements of
understanding and speaking skills. Native language speakers gain words and phrases in the natural
language acquisition process and use them during listening and speaking to understand or express
her/himself from childhood. However, word teaching exercises are done to native speakers also for
vocabulary development at primary and secondary school. Main reason of this, vocabulary is the
precondition to understand what is written and said. Karatay indicates that “understanding of students
what they read and listen depends on the correct meaning of the words; and lack of vocabulary is came
up as a problem that hindering individual from understanding any idea; and hindering make others
understand a situation which s/he feels or tries to explain” (Karatay, 2007, s. 144). In defiance of this
situation, the necessity of teaching vocabulary emerges spontaneously for language learners that learns
language as foreign language.

In the process of foreign language vocabulary teaching process, it should be well planned which
dimensions of the vocabulary should be taught to the students. The neglect of some of these
dimensions may bring some problems such as forgetting the word, confusing the word with another,
having the word only in the receptive vocabulary and for this reason being not able to use this word to
support his/her narrative skills. Nation (2001, p. 27) approaches in three dimensions to the knowledge
and constituents that a person should get in order to be able to have a good comprehension of a word
as both a receptive and productive: form, meaning and usage.
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An individual who learns foreign language has to know form, meaning and usage of a word and be
able to use the word in order to say that s/he knows that word exactly. If these dimensions are
elaborated; foreign language learners needs to know how to pronounce, how to write, how to spell a
word; the parts of the word that forms a word like base and suffix of the word, functions of these parts;
what does form of a word mean; the relation between word and concept, the concepts derived from the
words, usage of these concepts with other words and appearance of words in different situations, and
when and how often it will be used.

Above mentioned aspects show how important and how effortful is vocabulary learning and
teaching process and draws a general framework, how vocabulary teaching should be in the foreign
language education process. Some of these points above mentioned are taken into consideration while
some others are neglected in the process of teaching Turkish as a foreign language. During teaching
process usually, the reading, writing and meaning of these words are presented to students while
teaching words; it is rare but yet where and when the word should be used is told. However, no
information or instruction is given to the learners of Turkish language as a foreign language about usage
frequency of words, which words are used in collocation with which words, parts of word, functions of
these parts, suffixes that words have and which other words could be derived from these suffixes.
Neglect of the mentioned elements during teaching Turkish as a foreign language is negatively affects
the vocabulary development of the students. In fact derivation system for new words; which is applied
through the suffixes that are very important and remarkable feature of Turkish language; should be
benefited in terms of improving vocabulary and transferring learned words from receptive vocabulary to
productive vocabulary. As it is known, new words in Turkish derived through attaching suffixes to the
base of the words which are unchangeable. Turkish language learner, in accordance with her/his Turkish
level, when s/he has these word bases in her/his receptive vocabulary with the help of suffixes s/he can
improve her/his receptive vocabulary. Improvement of receptive vocabulary implicitly will affect
positively the improvement of the productive vocabulary. Besides language learner who has this
knowledge, could improve his/her productive vocabulary significantly by attaching derivational suffixes
to the word bases that are already in his/her productive vocabulary. From this point of view; Turkish,
with its own word derivation system, offers an important opportunity for the development of both the
receptive and the productive vocabulary if an awareness is created in the learners about the context of
suffix-word base relationship and if the structure and functions of derivational suffixes are taught.

The idea of suffix teaching should be the part of the teaching process during the language training,
has gained importance especially since last thirty years and suffix teaching become the subject of
various researches in the context of both mother tongue teaching and foreign language teaching. In
these researches which are conducted abroad, it is aimed to create a morphological awareness with
suffix teaching, and studies are collected under two main headings: to investigate the effect of this
awareness on the vocabulary and/or on the comprehension of what is read. One part of the relevant
studies directly researches the effects of suffix teaching and morphological awareness on the vocabulary
(Bertram, Laine and Virkkala, 2000; Bowers, 2012; Green, 2012; lyanaga, 2006; Khoury, 2008; Kieffer,
2009; Larsen and Nippold, 2007; Maag, 2007; Miguel, 2013; Mochizuki and Aizawa, 2000; White, Power
and White, 1989; Zhang, 2009). There are also studies in which these two variables are researched at
the same time (Diaz, 2010; Fergusson, 2006; Gomez, 2009; Good, 2011; Pacheco, 2005; Smith, 1998).
According to the results of these researches, direct suffix teaching, that designed to create
morphological awareness, is useful; that suffix teaching affects the progress of the students' vocabulary
in a positive way and contributed to the process of reading comprehension (Bowers, Kirby and Deacon,
2010; Katz, 2004; Kirby et al., 2012; Mann and Singson, 2003; McCutchen, Green and Abbott, 2008;
Schmitt and Meara, 1997).

The majority of the above researches are carried out in English which is an agglutinative and
inflected language. And findings reveal that; morphological awareness, created by suffix teaching,
contributed to the improvement of vocabulary and the process of reading comprehension; especially to
gain the linguistic productivity features, suffix training is a necessity. When the results of these studies
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take into consideration, because of the extremely adjacent and agglutinative structure of Turkish
language, derivational suffix teaching would be more effective in Turkish than English in terms of
vocabulary improvement. In order to determine the accuracy of this predictions, by teaching
derivational suffixes systematically, the influence of this teaching on the vocabulary needs to be
investigated. In this direction, a detailed literature review has been made in the context of
morphological awareness, derivational suffix teaching, contribution of the derivational suffixes teaching
to the improvement of vocabulary but no study could not be found examining the effect of suffix
teaching on vocabulary both in the mother tongue training and the Turkish language as a foreign
language training.

Consequently, in line with the above-mentioned reasons, this study in which semi-experimental
method is used, examines the effects of the derivational suffix teaching on the vocabulary of learners of
Turkish as a foreign language. Accordingly, the research problem of this study is defined as: "What is the
influence of derivational suffix teaching on the vocabulary of Turkish learners as a foreign language?"

Research Objective

The main objective of this research is to reveal the influence of derivational suffix teaching on the
vocabulary of Turkish learners as a foreign language. In this context, in the process of teaching Turkish
as foreign language it is aimed to determine the derivational suffixes to be taught and the sufficient
level for teaching, create morphological awareness in the context of word derivation to the learners of
derivational suffixes. In this direction contribute to the field by preparing materials and activities, to
expand the vocabularies of the learners by teaching the form and properties of derivational suffixes, to
make the Turkish learners, as a foreign language, to gain the ability of deriving new words by using
derivational suffixes and with the help of known word roots, predicting the meaning of unknown words
in a text. In accordance with these objectives, this research seeks an answer to following questions:

1. Is there a meaningful difference between the experimental group that taught the derivational
suffixes and control group that not taught derivational suffixes in terms of vocabulary after
experimental practice?

2. Is there significant difference between pre-test and post-test scores of the vocabulary
achievement test that the learners in the experimental group are subjected?

3. Is there a significant difference between pre-test and post-test scores in the vocabulary
achievement test that the learners in the control group are subjected?

4. Is there a significant difference in terms of vocabulary between the post-test scores, that are
corrected according to pre-test scores, of experimental group that is taught the derivational
suffixes and control group that is not taught derivational suffixes?

5. Is there a significant difference between post-test scores that experimental group and control
group achieved from the vocabulary achievement test?

6. Is there a significant difference in terms of vocabulary improvement between the experimental
group that got the derivational suffix training and control group that did not?

7. Is the linguistic family variable effective on the vocabulary achievement of the experimental
group?

8. Are structural features of the languages effective on post-test scores of vocabulary achievement
test of experimental group?

9. What are the levels of the progress that learners in the experimental group achieved on the
subject of derivational suffixes in terms of vocabulary?

When literature is reviewed, while there are many researches on suffix teaching and morphological
awareness, teaching of derivational suffixes, and the influence of these variables on the development of
vocabulary, abroad; in our country there is no applied scientific research have been conducted
addressing this issue and investigating the effects of derivational suffix teaching on vocabulary within
the framework of teaching Turkish as a foreign language. Therefore, it is thought that the research has
importance with regards to fill the gap in the Turkish literature and regards to be a basis for future
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works on derivational suffixes and other relevant matters in terms of teaching Turkish as a foreign
language. In this context, our research would be source to educators, course book authors, scientists
and researchers working on teaching Turkish as a foreign language.

Method
Research Model

In this research, which aims to identify the influence of derivational suffix teaching on the vocabulary
of Turkish learners as a foreign language, semi-experimental design with pre-test - post-test control
group, which is one of the quantitative research methods, was used. "In the pre-test - post-test control
group model, there are two groups that are formed via random method. One of these groups is used as
experimental group and the other as control group. In both groups, measurements are made before and
after the experiment. The presence of the pre-tests in the model helps to know the degree of similarities
before the experiment and helps to correct according to the post-test results" (Karasar, 2012, s. 97).
"This is a design, which provides a high statistical power to the researcher in relation to testing the
effect of experimental practice on the dependent variable, allows to interpret the obtained findings in
the context of the cause and effect relation. And it is a strong design frequently used in behavioral
sciences" (Blyukoztirk, 2016, p.24). Dependent variable of this research is vocabulary range of the
students and independent variable is teaching method of derivational suffixes.

In this research firstly, the related literature was reviewed and boundaries of the work were
established to examine the effect of derivational suffix teaching on the dependent variable. Teaching
materials and data collection tools were prepared for teaching of derivational suffixes and for
identifying the effect of this teaching, considering all necessary scientific process. It was proceed to the
implementation phase of the research after creation of the materials and the data collection tools, and
pre-tests were applied to Turkish learner foreign students who just completed B1 level at Turkish
Language Teaching Application and Research Center at Ondokuz Mayis University. The data obtained
from pre-test was examined and one of the two closest class, in terms of scores that students get from
the test, assigned as experimental group and the other one as the control group. Experimental and
control group are selected from the same institution in order to increase the similarities of experimental
and control groups, to facilitate the data collection process and to reduce the differences that may arise
from differentiation of the language teaching sets that are used. Selected experimental group got the
derivational suffix training in addition to regular Turkish teaching courses; on the other hand, only
required ordinary Turkish teaching processes were followed for the control group.

Sample

This research, conducted with foreign students who was learning Turkish during spring semester of
the 2016-2017 academic year. Students are randomly selected from B2 level classes according to the
results of pretest which is held in Turkish Language Teaching Application and Research Center at
Ondokuz Mayis University. Due to semi-experimental design was used in the research; two study groups
are specified according to pretest results, including one experiment and one control group, instead of
selecting universe and sample. And attention was paid to fact that they are similar to each other in
terms of controllable variables. Sample of the research consists one experiment and one control group
which are includes both thirteen participants that are eight girls, eighteen boys; total of twenty six
foreign learners from sixteen different countries. In the sample, there are language students with
different languages, cultures and learning histories and this provides the diversity of findings and
increases the generalizability of the results. Considering educational level of the learners involved in the
research; sixteen of them were in Turkey for bachelor degree, seven of them were in Turkey for master
degree and three of them were in Turkey for PhD degree and they learn Turkish because of this reason.
When language family of mother tongues of learners in the working group are examined; five of the
students are belonged to Indo-European Language Family, eight students are belong to Hamito-Samitic,
six of them are belonged to Bantu, one is belonged to Malayo-Polynesian, two are belonged to Sino-
Tibetan an four are belonged Ural-Altaic Language Family. In the experimental group, there are three
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students are belonged to Indo-European, three are belonged to Hamito-Samitic, three are belonged to
Bantu, two are belonged to Sino-Tibetan and two students are belonged to Ural-Altaic Language Family.
Considering structural characteristics of the mother tongues of the learners in the experimental group, it
is identified that three students speak radical language, five students speak inflective language and five
students speak agglutinative language. Here below, there is the result of t test analysis of the pre-test,
which is used as basis of determination of experimental and control groups, for unrelated samples:

Table 1.
Pre-Test Scores of Experimental and Controls Groups in Vocabulary Achievement Test
Group n X Ss Xf t p’
Experimental 13 35.23 10.54 0.15 -0.41 0.968
Control 13 35.38 8.52
* p<0.05

When the table is analyzed; according to the results of the success test while arithmetic mean of
experimental group is 35.23, arithmetic mean of control group is 35.38. There is a difference of 0.15
points between the experimental and control group in favor of the control group. In order to determine
whether the difference between the pre-test results of the groups is significant or not, t test is applied
and value of 0.968 is found as a result. Because of the fact that this value is not in the range (0968>
0.05) of significant difference within the framework of t test; there is not a significant difference
between the groups in terms of vocabulary. In other words, it can be said that experimental and control
groups were equal to each other in terms of vocabulary.

Determination of Derivational Suffixes to Teach

Within the scope of this research firstly Turkish grammar books were examined in order to
determine derivational suffixes that were selected to be taught (Bilgegil, 2009; Banguoglu, 1995;
Karahan, 2005; Ergin, 2008; Korkmaz, 2009; Gulensoy, 2010; Eker, 2011; Karaagag, 2012) and from
different categories 39 derivational suffixes are selected from those derivational suffixes that are
frequently used in these books as a common opinion and a list was created. For the purpose of
identification of the derivational suffixes that would take part in teaching, a list contains 39 derivational
suffixes converted into expert feedback form by supporting frequently encountered example sentences
derived with these suffixes. To be able to decide which of the derivational suffixes that are in the
prepared form would be taught within the scope of the research; the feedbacks of two professors, five
associate professors, four assistant professors and one doctorate degree lecturer from six different
universities, are asked.

The data obtained through the expert feedback form evaluated by Lawshe technique. In Lawshe
technique, at least five and maximum 40 experts’ opinions are needed. In this study, due to twelve
experts' opinions are received, the content validity index of the study was taken as 0.56. And as a result
of calculations the items that are below this value were eliminated. As a result of the analyses on the
basis of the expert opinions; fourteen derivational suffixes, with the content validity value below 0.56,
were eliminated; nine denominal noun suffix and eleven nominalization suffix and five denominal
adjective suffix are chosen from inside 39 derivational suffixes for teaching. Those suffixes are: +cA,
+CI/+CU, +Clk/+CUk, +DAs, +lI/+IU, +lIk/+IUk, +(I)ncl/+(U)ncU, +sAl, +slz/+sUz, -Ak, -¢, -GAn, -GlI, -GIn/-
GUn, -1/-U, -(y)lci/-(y)UcU, -k/-(hk/-(U)k, -m/-(1)m/-(U)m, -mAn, -tI/-tU/-(1)ntl/-(U)ntU, +Al, +I, +IA, +|An
and +lAs.

Data Collection Tool

The data of the study was collected via "Vocabulary Achievement Test" which is developed by the
researcher. The test, used for determination of vocabulary levels and achievements of the learners,
developed in accordance with the objectives of the research, considering the levels of students who
learn Turkish as a foreign language, and using similar vocabulary tests were obtained as the result of the
literature review. Process steps that are followed for preparing this test are as below:
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1. First of all, language teaching sets, that are using in the process of teaching Turkish as a foreign
language, are analyzed in terms of vocabulary they contain; and in the research including B2 level which
is a limit in terms of language level, a word pool of 10261 words was created from the words that
"Hittite, Gazi, Istanbul, Izmir and Yedi iklim" teaching tests include. As a result of the analysis that is
made on the words in this wordpool, it is determined that there are 1448 words derived from 25
derivational suffixes that are specified for teaching in the context of the research in the wordpool.

Firstly 25 vocabulary achievements have been identified at the beginning of the test prepared to
measure the influence of the teaching of derivational suffixes on vocabulary improvement. After than
four pilot vocabulary achievement tests, consisting four questions for each achievement and total of 25
questions, were created in the direction of these achievements.

3. Four pilot tests, each consisting of 25 questions, were presented to review of five faculty
members of Turkish Education Department in terms of "harmony of question-gain, question-answer,
question-distracter and question-language level." After review, four questions, that are not appropriate
in terms of question-distracter and five questions that reported as inappropriate in terms of question-
language level are reformulated in line with recommendations. And test forms are put into pre-
application practice for validation-reliability tests.

4. Considering the question answering duration and student productivity; the exams; that are held
in two consecutive days; applied to hundred students who were about to complete C1 level and the
results examined in terms of item difficulty and item discrimination. The result of the analysis showed
out that sixteen different questions are not appropriate in terms of item discrimination and reliability.
When preparing vocabulary success test, with the purpose of grading ease and equal measurement;
nine questions, with lower discrimination index according to others, are excluded from the test in terms
of intention of giving part to three questions for each of the determined 25 achievement and a test
including 75-question was prepared.

5. After item analysis; the test, which consists of three sections and 75 questions, is examined in
terms of average difficulty, average distinctiveness and reliability; the results are presented in the
following table:

Table 2.
General Analysis Results of Vocabulary Achievement Test
Arithmetic Average Average Standard .
Mean Difficulty Distinctiveness Deviation Variant Kr-20
1% Part 12,759 0,510 0,668 7,346 53,961 0,932
2" part 10,611 0,424 0,542 5,967 35,608 0,875
3" Part 16,037 0,641 0,614 6,744 45,480 0,916

When the table is examined average difficulty is identified as 0.51 for the first section, 0,42 for the
second section and 0.64 for the third section of the vocabulary achievement test. Considering three
sections together, the test seems to be at moderate difficulty. Average discrimination of achievement
test is also identified as 0.66 for the first section, 0.54 for the second section and 0.61 for the third
section. Finally, Kr-20 values, indicating the reliability of the test, are calculated 0.93, 0.87, and 0.91
respectively. These values indicate that the test is qualified and reliable to use in the research.
Achievements and words, measured by the test which of the results are given above are given at the
following table with corresponding questions:
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Table 3.

Achievements Measured in Vocabulary Success Test and Words

[T
o c
F— (=]
; T B o
Achievement Measured Words -g s 9=z
53 3
2
Knows and uses the words Ingilizce, Tiirkce, Almanca, lyice, Acikca, Gizlice, 12 1, 26,
derived with +CA suffix. Usulca, Sessizce, Rahatga, Glizelce, insanca, Yavasca 51
ZZZC:danjitzseiéhe/Wircdj Balik¢l, Copcii, Firinci, Sakaci, Pastaci, Yalanc, inatgl, 12 2,27,

) Aceleci, Romanci, Haberci, Modaci, Falci 52
suffix.

Knows and uses the words ;

. . Tanecik, Biricik, Parcacik, Kigtclik, Incecik, Yumusacik, 3, 28,
denyed with +Clk / +CUk Azicik, Ufacik, Kisacik, Sicacik 10 53
suffix.

Knows and uses the words Kardes, Soydas, Cagdas, Anlamdas, Arkadas, Sirdas, 10 4,29,
derived with +DAs suffix. Yoldas, Adas, Yurttas, Dindas 54
Knows and uses the words Acili, Verimli, Hesapli, Glinesli, Akilli, Sekerli, Saglkli, 12 5, 30,
derived with +II / +IU suffix. Duzenli, Dogulu, Sicakkanh, Batili, Gorevli 55
ZZZVW:da,EtssejIlIihe/Wflrgz Mezarlik, Agaclk, Copliik, Bataklik, Kulakhk, Kalemlik, 12 6, 31,
suffix Sebzelik, Askilik, Mutluluk, Ginliik, Cimrilik, Tyilik 56
anws and yses the words Birinci, ikinci, Besinci, On sekizinci, Yirminci, Otuzuncu, 7,32,
derived - with +(l)ncl / Ellinci, Bininci, ki bininci, Kaginci, Sonuncu 11 57
+(U)ncU suffix. ’ ! » haginc,

Knows and uses the words H?yvansal.,' Yasamsal, Klmyas.,ail, Bltk.IS.e|, Eyrensel, 8 33,

] . . Klresel, Bilimsel, Geleneksel, Fiziksel, Kisisel, Ylzeysel, 12
derived with +sAl suffix. 58

Ruhsal
Knows and uses the words Oliimsiiz, Essiz, Korkusuz, Sabirsiz, Evsiz barksiz, 9 34
derived with +slz / +sUz Dertsiz tasasiz, Sessiz sedasiz, Parasiz pulsuz, 12 '

) . . . 59
suffix. Gorgusiiz, Duzensiz, Uykusuz, Anlamsiz
Knows and uses the words Ucak, Kagak, Yatak, Binek, Barinak, Siginak, Tapinak, 11 10, 35,
derived with —Ak suffix. Dayanak, Kivrak, Kayak, Korkak 60
Knows and uses the words Giiliing, igreng, Korkung, Odiing, ilging, Seving, Biling, 1 11, 36,
derived with —¢ suffix. Direng, Kiskang, Kazang, inang 61
rous and uss the s BT KB Ureten, st Kol g
derived with —GAn suffix. ingan, skan, ’ ygan, piskan, 62

Sdrungen, Savurgan

Knows and uses the words Vergi, Sergi, Cosku, Kaygi, icki, Cizgi, Calgi, Duygu 13,38
derived with —GI / -GU Yan?lll Sorg,u Bu§| u, Yerzliflg,i w o o e 12 (’53 ’
SUfﬁX, gl g 7 g 7 g
Knows and uses the words . -
derived with ~Gin / —GUn Soyg.un,"5a§.!<|n, Yangin, Taskin, Saygin, Gezgin, Bilgin, 12 14, 39,
suffix Gergin, Uzgin, Kizgin, Durgun, Yorgun 64
Knows and uses the words Olgi, Arti, Korku, Basari, Oneri, Soru, Taki, Ortii, Yapi, 12 15, 40,
derived with —I / —U suffix. Olu, Koku, Yazi 65
Knows and uses the words Isitici, Sogutucu, Dondurucu, Kurutucu, Sasirtici, 16, 41
derived with —(y)lcl / — Bakici, Besleyici, Bulasici, Tlketici, Yonetici, Dinleyici, 12 L

) 66
(y)UcU suffix. Saticl
Knows and uses the words Bozuk, Cirik, Kesik, Ezik, istek, Dilek, Adak, Delik, Ilik, 12 17, 42,
derived with -k / —(1)k / — Kopuk, Yirtik, Kirik 67
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(U)k suffix.
Knows and uses the words

derived with -m / —(l)m / - g;TZinT,YEii;im, EUkue'tim, OCszm, oTuitreg.im,KGelbim, 12 lsé;B,
(U)m suffix. , sim, Degisim, Onarim, Ogrenim, Karisim
Knows and uses the words Danisman, Ogretmen, Cevirmen, Uzman, Géc¢men, 10 19, 44,
derived with —mAn suffix. Yonetmen, Segmen, Egitmen, Okutman, Elestirmen 69
anws anq uses the words GOrlintl, Gezinti, Baglanti, Toplanti, Kahlnti, Akinti, 20, 45,
derived with —tl / ~tU / = Yikinti, Yasanti, Uziinti, Esinti, Bulanti, Kaginti 12 70
(I)ntl /—(U)ntU suffix. ! ! ! ! !
Knows and uses the words Cogalmak, Azalmak, Diizelmek, Yonelmek, Bosalmak, 3 21, 46,
derived with +Al suffix. Dikelmek, Daralmak, Kérelmek 71
Knows and uses the words Dogrulmak, Dirilmek, Egrilmek, Sivrilmek, Kisalmak, 9 22,47,
derived with +l suffix. incelmek, Kugiilmek, Yiicelmek, Yiikselmek 72
Knows and uses the words Utilemek, Ha2|r'lamak, Temiz'lemek, Hesaplamak, 23, 48,
derived with +IA suffix. Zayiflamak, Serinlemek, Hafiflemek, Alkislamak, 12 73
Cevaplamak, Hatirlamak, Depolamak, Ezberlemek
Telaslanmak, Duygulanmak, Gururlanmak,
Knows and uses the words Meraklanmak, Hastalanmak, Sakatlanmak, Zorlanmak, 24, 49,

Sinirlenmek, Hizlanmak, Kaygilanmak, Umutlanmak, 12 74

Heyecanlanmak

Haberlesmek, Uzaklasmak, Derinlesmek, Karsilasmak,
Sakalasmak, Selamlasmak, Kolaylasmak, Sessizlesmek, 12
Dertlesmek, Glizellesmek, Zorlasmak, Yogunlasmak

derived with +IAn suffix.

Knows and uses the words
derived with +IAs suffix.

25, 50,
75

NUMBERS OF TOTAL WORDS: 284

As mentioned earlier, in the word pool which contains the words in language teaching sets, there are
1448 words derived with 25 derivational suffixes, determined to be taught in the scope of the research.
Among these words relatively more frequently used 284 of them, which compared to others, are chosen
and included into the scope of Vocabulary Achievement Test. Ratio of the measured words in the
achievement test is calculated as 19 percentage of total words derived from derivational suffixes in the
pool. It could be said that this ratio is fairly sufficient sampling for achievement test.

Implementation

The implementation process of this research was performed at Turkish Language Teaching
Application and Research Center at Ondokuz Mayis University to the students of B2 level that was
started on 03.04.2017 during the eight weeks until this level is completed. For each 25 derivational
suffixes, which are selected within the scope of implementation, two lecture hours reserved; first hour
used for teaching and the second hour is used for exercises and enhancements. Students learned three
derivational suffixes during the seven weeks within six hours every week and four derivational suffixes
last week within eight course hours. At the end of eight weeks, with one hour of awareness lessons from
the first week they have received a total of 51 hours of education.

Before the beginning of teaching; students in the experimental group, are informed about their
training and it is tried to make them free from prejudices by reassuring them about the normal language
teaching process would not be hindered. In the first lesson of the implementation, no derivational suffix
was taught instead of this it was tried to create awareness in the learners on the subject of Turkish word
derivation logic by using visualized words. To provide this, visuals of the words that learners are familiar
with and frequently encounter as yasmak (to write), yazi (writing), yazar (author), yazici (writer), kitap
(book), kitapgi (bookstore), kitapcik (booklet), kitaplik (library), goz (eye), gozlik (glasses), gozliikgl
(optician), ¢op (garbage), ¢opcii (garbageman), ¢oplik (dump), korkmak (scare), korkak (coward), korku
(fear), korkung (scary), korkusuz (fearless); and the schematic representations of word roots and suffixes
that forms these words are presented together.
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During the derivational suffix teaching, using the presentations that are prepared by the researcher,
teaching process of each derivational suffixes is performed in five steps. It is firstly started, with
explaining what does relevant suffix do and what kind of words are derived from what kind of words, to
teaching of all derivational suffixes. For instance, derivational suffix -DAs is taught to the learners with
examples that it is attached to a noun and is derived a new word with a meaning related to original
word and that it could be attached only to the nouns not to verbs. Later on, by presenting the section at
the first frame of the prepared presentation, that explains the function of the suffixes; the meaning,
which the words have after getting the suffix -DAs, is tried to show through examples.

In the second stage, it is tried to show the semantic change and semantic relation between the root
word and the new word which is formed by bringing the suffix that was taught; besides it is endeavored
to explain the content of prepared presentation to create awareness on this issue. In terms of doing
this, firstly the meanings of selected sample words were explained then pictures of them were shown;
later the interpretive picture of the new word, which was derived from root word by attaching the
relevant derivational suffix, was shown and relation between those two is explained by the instructor.

At the third stage, by creating an awareness that a word, that is derived with derivational suffix, is
semantically related with root word that it is derived from; and the meaning of the new word can be
predicted by separating it to the root and suffix; and it is aimed to make the learners gain the ability that
we can say morphological analysis ability. In terms of this; the words which are selected as examples
that containing the related derivational suffix, are presented with pictures; from whole to piece
respectively, first body of the word, then the root, and lastly the root and the body together, are shown
with pictures to the learners and this semantic and structural relation between the words is explained
by the instructor.

At the fourth stage, to make it understandable the information that is presented in the first three
chapters and to show what does the words, which are selected as examples, mean in a sentence; the
usage of the related words, which as both root and body in a sentence, are presented to learners and
meanings of words and phrases are tried to explain.

Finally, at the fifth stage; the working papers, which are prepared for the purpose of practicing and
enhancing the learnings, are distributed to the learners and they are asked to do the practices. After this
practice is completed, correct answers are reviewed with learners and explained them.

Data Analysis

The data, that was collected to determine the effect of derivational suffix teaching on the vocabulary
of Turkish learners as a foreign language, is coded and computerized to be able to do the necessary
analysis and was analyzed with statistical data analysis program named SPSS 21 (The statistical Packet
for the Social Sciences). Paired Samples T-Test, which is one of the parametric tests, was used for
determining whether there was a significant difference between pre-test and post-test scores of
experimental and control groups. Independent Samples T-Test was used for comparison of the post-test
scores of experimental and control groups and determination of the statistical significance of progress
that achieved until the end of the application. Two-way ANOVA was used for repeated measurements
on a single factor to show the progress difference of the learners in the experimental and control groups
according to their groups. ANCOVA was used to identify that at what level the difference between
groups is caused by experimental practice. One-way ANOVA was used to identify whether language
family variable and the structural characteristics of languages has effect on the achievement of the
experimental group and Tukey test that is one of the Post-Hoc tests, was used in determining sub
dimensions of this effect. Eta-Square, Cohen's d, Hagend g and r calculations are used to measure the
effect size of the experimental process on the dependent variables.

Findings and Comments

Various analyzes were carried out on the scores of the vocabulary achievement test, which was
prepared by the researcher, was applied to experimental and control group in terms of identifying
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whether the derivational suffix teaching has effect on vocabulary improvement of the learners of
Turkish as a foreign language. These analyzes are carried out in the framework of the research question:
"Is there a meaningful difference between the experimental group that is taught the derivational suffixes
and control group that not taught derivational suffixes in terms of vocabulary?" The data obtained in
this direction was analyzed from six different perspectives in terms of finding answer to the relevant
research question.

Vocabulary achievement test was made before the implementation and after the implementation to
experimental group to find out whether derivational suffix teaching has effect on vocabulary of the
learners of Turkish as a foreign language and it is searched for the answer of the question: "Is there a
significant difference between pre-test scores and post-test scores that experimental group has got from
the vocabulary achievement test?" In accordance with this purpose pre-test scores and post-test scores
of experimental group were compared with Paired Samples T-Test. The results of the analysis are
presented in the following table:

Table 4.
T-Test Analysis Results of Pre-Test-Post-Test Total Scores of Experimental Group
Experimental Group n X ss sd Xf t p’
Pre-Test 13 35.23 10.544
Post-Test 13 58.61 6.171 12 23.38 12.116 000
* p<0.05

When the table is examined, while the average of pre-test achievement scores of learners in the
experimental group was 35.23, the average of post-test scores of them was 58.61. There was a
difference of 23.38 points between pre-test and post-test scores of experimental group. In this case it
can be said that there is a remarkable progress of the vocabulary of foreign language students in the
experimental group from pre-test to post-test. According to the result of T-Test that was made to
determine whether the difference that arises between two test is statistically significant, it was
identified that between pre-test and post-test achievement scores there is a significant difference
(t12=12.116, p .00<.05). In other words, there is a significant difference between vocabulary
achievement test success of participants in the experimental group, before learning the derivational
suffixes and after learning the derivational suffixes. This result with an early evaluation can be
interpreted as the experimental practice applied in the experimental group is quite effective; in other
words, derivational suffix teaching is quite effective on the vocabulary of learners.

Learners in the control group, who did not get the derivational suffix training which is designed as an
experimental practice that is a requirement of the research design, are subjected to the vocabulary
achievement test before implementation and after implementation and answer was searched for the
question of "Is there a significant difference between pre-test and post-test scores in the vocabulary
achievement test that the learners in the control group are subjected?" To find an answer to this
guestion, pre-test and post-test scores of control group were analyzed comparatively via Paired Samples
T-Test. The analysis results are shown in the table below:

Table 5.
T-Test Analysis Result of Pre-Test-Post-Test Total Scores of Control Group
Control Group n X ss sd Xf t p’
Pre-Test 13 35.38 8.519
Post-Test 13 42.15 7.625 12 6.77 17.149 000
* p<0.05

Considering the data in the table, according to vocabulary achievement test results of participants in
the control group; the average of the pre-test scores is 35.38, the average of post-test scores is 42.15.
There is a difference of 6.77 points between pre-test and post-test averages of the control group's
achievement scores. The resulting difference shows that the vocabulary of the learners in the control
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group improved during the research period. To identify the statistical significance of this difference that
occurred from pre-test to post-test, it is determined that there is a significant difference between pre-
test and post-test scores of the control group (t12=17.149, p .00<.05) according to Paired Samples T-
Test. In this case, it can be said that there is a progress in the vocabulary of learners in the control group
who have not subjected to experimental practice.

Vocabulary achievement test scores improvement of both the experimental group, which had
learned the derivational suffixes, and control group, which had not, created a need to make a research
on how much of this improvement made by means of the experimental process. At this point to say
whether there is a difference between the sample post-test scores of the groups and if so, whether this
difference really arise from experimental conditions; ANCOVA analysis was performed on the post-test
scores of the students, by taking the pre-test scores as "covariance" in the direction of the research
question of "Is there a significant difference in terms of vocabulary between the post-test scores, that
are corrected according to pre-test scores, of experimental group that is taught the derivational suffixes
and control group that is not taught derivational suffixes?" The analysis results are given in the table
below:

Table 6.
Covariant Analysis Results of Post-Test Results Corrected According to Pre-Test Scores
Source of Variant KT sd KO F p’ n?
Model 2621.637 2 1310.819 102.367 .000 .899
Pre-Test (Reg) 860.253 1 860.253 67.181 .000 .745

Group 1781.883 1 1781.883 139.155 .000 .858
Error 294.516 23 12.805
Total 2916.154 25

* p<0.05

Corrected post-test average scores of participants, who are the source of the table, are 58.663 for
the experimental group and 42.106 for the control group. Even the difference of 16.557 points between
these two values alone indicates that the experimental group was more successful. As a result of
ANCOVA analysis; which was performed to determine the location of the experimental process at this
result that comes out in terms of success; as seen on the table, difference between averages of post-test
points which are corrected according to pre-test, that experimental and control groups that has from
vocabulary achievement test, was found significant (F(1,23=139.155, p .00<.05). This obtained results
shows that the applied experimental process is effective on increasing achievement scores of vocabulary
test. When the eta-squared values from analysis results are examined; being in different groups, in
other words being in the experimental group which derivational suffix training is given or in the control
group that this training is not given, explains 85.8 percentage of the variance in the post-test scores of
vocabulary success test. This result shows that the applied experimental practice caused 14.206 of the
16.557 points of average achievement score difference that was arisen between the experimental group
and the control group. In the study, besides the eta-square value, Cohen's d, Hedges' g and r calculators
were also used for calculating the effect size of experimental practice. d: 2.37, g: 2.29 and r: 0.76 values
were received respectively as a result of the calculation of the effect size created by the derivational
suffix teaching on the significant difference arising from the analysis of post-test scores of the learners in
the experimental and control groups. According to this it is seemed that experimental practice has a
great effect size on average scores of vocabulary post-test.

When pretest and post-test scores of participants in the experimental and the control groups are
examined in their own groups, it is seemed that the average scores of both groups improved
(Experiment= 23.38, Control = 6.77). To show how differentiate the development of the learners in
different groups by their groups and if there is a difference to what extent this difference is result of the
applied experimental practice; Paired Samples T-Test is applied on improvement scores of the groups on
the basis of "Is there a meaningful difference between the experimental group that the derivational
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suffixes are taught and control group that derivational suffixes are not taught in terms of vocabulary
improvement?" research question. The results of the analysis are presented in the following table:

Table 7.
Results of T-Test for Unrelated Samples of Learners’ Progress in the Experimental and Control Groups in
Terms of Vocabulary

Group n X ss sd Xf t p’ n?
Experimental 13 23.38 6.959
Control 13 6.77 1.423 24 16.61 8.434 .000 .748
* p<0.05

When the data in the table is analyzed, the average achievement score change of learners in the
experimental group between pre-test and post-test is 23.38, while this is 6.77 in the control group.
There is a 16.61 of average achievement score difference between the group that was taught
derivational suffix and the group that was not. This data shows that the control group, which
experimental practice was not applied, made improvement in terms of vocabulary. The progress, that
control group made at a considerable level in vocabulary achievement test, shows that the learners in
this group have improved their vocabulary by learning new words both via courses that they take and
individual efforts. This is the result of language learning process, after all. Vocabulary improvement is
extremely normal because of the fact that both groups are improved from B2 level to C1 level. However,
16.61 points of difference between progress scores of experimental and control groups refers to the
post-test achievement scores, which were very close to each other at the pre-test, were differentiated
under the influence of another variable. Taking also other results into the consideration in the
framework of the research; it can be said that this variable is derivational suffix teaching. In order to test
statistical significance of average achievement scores between the groups; achievement scores are
analyzed by using Independent Samples T-Test and reached to the result of the average score difference
between the two groups is significant (T24)=8.434, p .00<.05). ETA-square value is used to measure the
effect of derivational suffix teaching on the average 16.61 points of difference between the
experimental group and control group, and it is found that 74.8 percentage of this change is caused by
experimental practice. This result shows that the applied experimental practice in other words
derivational suffix teaching caused 12.42 of the 16.61 points of average achievement score difference
between improvement scores of experimental group and control group. According to the results of
other methods, which were used to calculate the effect size, following values are founded: d: 3.30, g:
3.20 and r: 0.85. These values reveal that derivational suffix teaching has a sizable effect on the
achievement scores.

It is required that to determine whether progress differ or not according to the participant's group
because of the vocabulary progress that all participants in the experimental and control groups show.
Although to reveal this mentioned issue two factor analysis of variance for single-factor repeated-
measures was used. The result of the analysis is shown in the following table:

Table 8.
ANOVA Analysis Results of Experimental and Control Groups according to Vocabulary Achievement
Difference

Source of Variant KT sd KO F p’ n?
Between-Groups
Group (Experimental/Control) 864.308 1 864.308 6.785 .016 .220
Error 3057.462 24 127.394
Within-Groups
Measurements (Pretest-PostTest)  2955.077 1 2955.077 234.303 .000 .907
Group Measurements 897.231 1 897.231 71.140 .000 .748
Error 302.692 24 12.612
* p<0.05
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When the values in the table are examined, the common effects of being in different groups
(experiment-control) and factors that indicate measurement at different times (before the application
and after the application) on the vocabulary achievement test scores of the study groups is found to be
significant (F; 18=71.14, p .00<.05). This finding reveals that the observed change in the achievement
scores compared to previous of the experimental practice is different between learners in the
experimental group and the learners in the control group. That is to say, participants' achievement
scores, in experimental and control groups, differentiate depending on the tries. In other words, the
improvement scores change as a result of the experimental practice. From this point of view, it can be
said that the differences, which were observed in the achievement scores of the participants, caused by
the derivational suffix teaching. In this case it is understood that derivational suffix teaching is an
important factor in the vocabulary improvement of foreign language learners.

To identify whether the language family of mother tongue of participants in the experimental group
has effect on the vocabulary achievement, test scores of the experimental group are analyzed by one-
way ANOVA test in the direction of the research question of "Is the linguistic family variable effective on
the vocabulary success of the experimental group?" The analysis results are shown in the following table:

Table 9.
One Way ANOVA Results of Post-test Scores of Experimental Group According to Language Family of
Mother Tongue

Langu.a\ ge n X ss Source of Variance KT sd KO p’
Family
Indo-European 3 59.00 2,646
Hamito-Samitic 3 64.33 4,509 Between-Groups 377.24 4 9431 .004
Bantu 3 51.67 1,528 -
Sino-Tibetan 2 5350 3,536 Within-Groups 7983 8 998
Ural-Altaic 2 65.00 2,828
Total 13 5862 6172 Total 457.08 12
* p<0.05

Considering, post-test scores of learners in the application group according to language family of
mother tongue of participants; arithmetic mean of Bantu language family members' vocabulary test -
post-test scores is 51.67; Sino-Tibetan language family members' is 53.50; Indo-European language
family members' is 59; Hamito-Samitic language family members' is 64.33; Ural-Altaic language family
members' is 65; and the average of the group is 58.62 points. These values show that learners that are
member of different language families got different results from the vocabulary achievement test.
According to this; while learners in the Ural-Altaic language family scored highest in the in the
achievement test, learners in the Bantu language family scored the lowest. Besides, learners from Bantu
and Sino-Tibetan language family are below the average and learners from Indo-European, Hamito-
Samitic and Ural-Altaic language family are above the average. To determine, whether these results,
which arise in post-test scores of vocabulary test of the learners in the experimental group, is
statistically significant, One-Way ANOVA was applied. According to the analysis result it is understood
that language family variable is significantly effective in differences that arose between post-test scores
(p .004 <.05). This finding shows that learners' vocabulary improvement is influenced by the language
tree characteristics of the mother tongues. This result clearly shows that language family should be
taken into consideration in the process of language teaching. When it is understood that being member
of different language families has influences on the vocabulary achievement; Tukey Test which is one of
the Post-Hoc Tests was also applied to determine which language families are differentiated in between
in terms of influence. The result of the analysis is shown in the following table:
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Table 10.
Tukey Test Analysis Results of Post-Test Scores according to Language Family
Language Family Means Difference p’
Hamito-Samitic -5.333 .318
Indo-European Bantu 7.333 115
Sino-Tibetan 5.500 .385
Ural-Altaic -6.000 .313
Indo-European 5.333 .318
Hamito-Samitic Bantu 12.667* .008
Sino-Tibetan 10.833* .033
Ural-Altaic -.667 .999
Indo-European -7.333 115
Bantu Hamito-Samitic -12.667* .008
Sino-Tibetan -1.833 .965
Ural-Altaic -13.333* .011
Indo-European -5.500 .385
Sino-Tibetan Hamito-Samitic -10.833* .033
Bantu 1.833 .965
Ural-Altaic -11.500* .039
Indo-European 6.000 313
. Hamito-Samitic .667 .999
Ural-Altaic Bantu 13.333* 011
Sino-Tibetan 11.500* .039
* p<0.05

When the data in the table is analyzed, it is seen that post-test scores of Hamito-Samitic language
family and post scores of Bantu and Sino-Tibetan language families are significantly different in terms of
language family variable. According to this; learners from the Hamito-Samitic language family scored
more than the learners from Bantu and the Chinese-Tibetan language family. Also, in direction with this
result learners, who belongs to Ural-Altaic language family, achieved better results than learners from
Bantu and Sino-Tibetan language family. Although differences in the scores of students from other
language families, these data were not statistically significant. As a result, it can be said that the origin
and family tree characteristics of the mother tongue of foreign language learners have effect on the
improvement of the target language vocabulary.

In this study; in which the results of various variables of derivational suffix teaching, which is an
important part of the functioning system of the language, are searched; to determine whether the
structural characteristics of the mother tongue of participants in the experimental group has effect on
the vocabulary test, the scores of the experimental group are analyzed with One-Way ANOVA test in the
direction of the research question of "Are structural features of the languages effective on post-test
scores of vocabulary achievement test of experimental group?" The analysis results are shown in the
following table:
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Table 11.
One Way ANOVA Analysis Results for Determining the Effects of Languages’ Structural Features on Post-
Test Scores of Experimental Group

Languages Source of

Accordingto  n X ss . KT sd KO p*
Variance
Structures
Radical 3 55.33 3.215
Inflected 5 57.80 3.768 Between-Groups 226.81 2 113.41 .032
Agglutinative 5 63.20 6.181 Within-Groups 230.27 10 23.03
Total 13 58.62 6.172 Total 457.08 12

* p<0.05

When post-test scores of learners in the practice group are examined considering the structural
characteristics of the participants' mother tongue, the arithmetic mean of vocabulary test scores of the
learners, who speak one of the radical languages, is 55.33; of those who speak one of the inflected
languages is 57.8; of those who speak one of the agglutinative languages is 63.2 and the arithmetic
mean of the whole group is 58.62 points. These values show that learners who speak structurally
different languages get scores at different scales form the vocabulary achievement test. According to
this; while radical language speakers achieve the lowest success, on the other hand agglutinative
languages speakers achieve the highest success. Besides, radical language speakers and inflected
languages speakers achieved scores below the experimental group average and those who speak
agglutinative languages achieved above the group average. To determine, whether these results, which
arise in post-test scores of vocabulary test of the learners in the experimental group, is statistically
significant, One-Way ANOVA was applied. According to the analysis result it is understood that the
effects of the structural characteristics of the learners' mother tongues on the differences arise in the
post-test scores are statistically significant (p .032 <.05). This finding shows that learners' vocabulary
improvement is influenced by the formal characteristics of the mother tongue. In the case of learning
Turkish language which is a morphology-prone language, it can be said that the formal characteristics of
the students' mother tongues influence their vocabulary learning. This result, clearly shows out that the
structural characteristics of languages need to be taken into consideration in the process of foreign
language teaching. As it is understood that having a mental function in a different language structure
has influences on the success of the vocabulary, the Tukey Test from the Post-Hoc Tests was also
conducted to determine the variation in between the languages in which structure.

Table 12.
Tukey Test Analysis Results for Determining the Effects of Languages’ Structural Features on Post-Test
Scores of Experimental Group

Languages According Languages According to Difference between "

to Structures Structures Means P
Radical Inflected -5.467 .306
Agglutinative -10.867* .028
Inflected Radical 5.467 .306
Agglutinative -5.400 .225
Agglutinative Radical 10.867* .028
Inflected 5.400 .225

* p<0.05

When the data in the table are examined, it seems that the post-test scores, varying according to the
structural characteristics of the mother tongues of learners in the experimental group, is changed
significantly between radical language speaking learners and agglutinative language speaking learners.
According to this, it is determined that learners who speak agglutinative languages achieved higher
success according to radical language speakers. Although there is a difference in terms of achievement
score between inflected language speakers and radical and agglutinative languages speakers; it was
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determined that these scores did not indicate a statistically significant difference. As a result, it can be
said that structural mother tongue characteristic of Turkish language learners as a foreign language is
effective on their target vocabulary achievement and success.

Findings Related to Improvement of Vocabulary

In the context of analyzes carried out in this study that examines the results of derivational suffix
teaching to the learners of Turkish as a foreign language, it is determined that derivational suffix
teaching has significant influence on the vocabulary and boost the success. At this point, it is considered
necessary to reveal the sub-dimensions of the teaching in order for the findings of the study to be able
to reflect in the teaching process. Therefore, a detailed examination was made on the data obtained
from pre-test and post-test practices within the framework of the vocabulary achievement test. This
examination covers that how many words the learners in the experimental group know from the words
derived by the suffixes that included in the teaching before the application, how many word they have
learned after application and the number of words they insert into their vocabulary with the help of
suffixes, in line with the research question "What is the level of the development that learners in the
experimental group achieved on the subject of derivational suffixes in terms of vocabulary?" The data
subject to this examination is presented in the following table:

Table 13.
Analysis Results of Effects of Derivational Suffixes that are Taught on Vocabulary Expansion

A 7 n a ] Ef’ % wn B »n awn
Derivational Suffix X 'ﬂTJ 'GT) % go | 'qTJ ¥ '1') » ?,, =
= ) % o o9 o O % O o O
:0 a o a a E a v L v a v

+CA 12 18 28 10 25.64 5,54 8,62 3,08

+Cl / +CU 12 15 31 16 41.02 4,62 9,54 4,92
+Clk / +CUk 10 26 37 11 28.20 6,67 9,49 2,82
+DAs 10 17 31 14 35.89 4,36 7,95 3,59

1/ +lU 12 21 31 10 25.64 6,46 9,54 3,08

+lk / +lUk 12 16 28 12 30.76 4,92 8,62 3,69
+()ncl / +(U)ncu 1 17 24 7 17.94 4,79 6,77 1,97

+sAl 12 12 25 13 33.34 3,69 7,69 4

+slz / +sUz 12 23 33 10 25.64 7,08 10,2 3,08
-Ak 11 18 32 14 35.89 5,08 9,03 3,95

—c 11 13 32 19 48.71 3,67 9,03 5,36

-GAn 12 19 30 11 28.20 5,85 9,23 3,38

-Gl 12 14 29 15 38.46 4,31 8,92 4,62

—GIn / -GUn 12 23 36 13 33.34 7,08 11,1 4

-1/-U 12 15 32 17 43.58 4,62 9,85 5,23
—(y)Icl / —(y)UcU 12 25 31 6 15.38 7,69 9,54 1,85
-k / -(1)k / =(U)k 12 15 27 12 30.76 4,62 8,31 3,69
-m/—()m/—(U)m 12 14 24 10 25.64 4,31 7,38 3,08
-mAn 10 15 28 13 33.34 3,85 7,18 3,33

—tl / -tU / —(l)ntl / —(U)ntU 12 19 33 14 35.89 5,85 10,2 4,31
+Al 8 19 33 14 35.89 3,9 6,77 2,87

+ 9 17 31 14 35.89 3,92 7,15 3,23

+IA 12 23 29 6 15.38 7,08 8,92 1,85

+lAn 12 15 30 15 38.46 4,62 9,23 4,62

+lAs 12 29 37 8 20.51 8,92 11,4 2,46

» O.T.K.S. Number of Total Measured Word » S.0.K.S. Average Word Number in Vocabulary
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When looking at the data in the table, it appears that the participants in the experimental group,
who learned the derivational suffixes, made a progress in the derivation of the words with 25 suffixes
that are taught. It is identified that learners made the most progress respectively to derived words from
-¢ nominalization suffix, - nominalization suffix, +ClI denominal noun suffix, + |lAn denominal adjective
suffix, -Gl nominalization suffix, -tI/-tU nominalization suffix, sAl denominal noun suffix, and -GIn
nominalization suffix, from pre-test to post-test. The least progress is seen respectively in the words that
are derived by —(y)lcl/(y)UcU nominalization suffix, +la denominal adjective suffix and +(l)ncl / +(U)ncU
denominal noun suffix according to suffixes that are taught. The highest progress rate is determined as
48.71% and the lowest progress rate is determined as 15.38% in the vocabulary related to derivational
suffixes. It understood that the average rate of vocabulary progress of the learners in the experimental
group within the scope of words derived by derivational suffixes is 31.18 percentage.

The following table shows that how many average words per derivational suffix are known by
working group and how many average words per derivational suffix that the groups made progress from
words derived from derivational suffixes during the pre-test and post-test as a result of the analyzes:

Table 14.
Average Values that Known about Vocabulary of Experimental and Control Groups Vocabulary (Per
Derivational Suffix)

Average Number of Known  Average Number of Known Average Number of

Word at Pre-Test Word at Post-Test Progressed Word
Experimental 5.34 8.86 3.52
Control 5.36 6.38 1.02
Difference 0.2% 2.48¢ 2.5¢
» d: In favor of experimental group » k: In favor of control group

When the data in the table is analyzed, learners in the experimental group know 5.34 words of the
11.36 words that tested for per derivational suffix at the pre-test that held before the derivational suffix
training; at the end of the B2 level that was carried out with the experimental practice, it is seen that
average 8.86 words, from the same words, entered the vocabulary of the learners. Participants in the
experimental group made an average progress of 3.52 words from pre-test to post-test. It has been
determined that learners, in the control group who did not receive derivational suffix training, know the
average 5.36 words of 11.36 words tested at the pretest and at the end of the B2 level the average
number of words known by the group reached to 6.38. The learners in the control group, like the
learners in the experimental group made progress in terms of vocabulary. But this progress in the
experimental group, who received derivational suffix education, corresponds to average 3.52 words on
the other hand this value is average of 1.02 words in the control group. According to this result between
two groups, that had taken same courses during the B2 level except the derivational suffix education
which is the experimental practice process, there is a difference of 2.5 words which shows out the effect
size and power of the derivational suffix teaching on the vocabulary of the learners. This result shows
that each derivational suffix, that were included in experiment, contributed an average of 2.5 words
more to the vocabulary of learners. These findings shed light on the potential benefit that derivational
suffixes might bring during the progress of the vocabulary of the Turkish learners; if derivational suffixes
are added to the actual language teaching process.

Here is the table showing the effect of the experimental process on the working group's vocabulary
that contains the words derived with derivational suffixes and how many of the 284 words that
measured in the context the vocabulary test is known by the experimental and control group before the
application and how many of them are learned after the experimental practice:
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Table 15.
Total Values about the Vocabulary of Experimental and Control Groups
Total Numbers of Known Total Numbers of Known Total Numbers of
Words at Pre-Test Words at Post-Test Progressed Words
Experimental 133.5 221.5 88
Control 133.9 159.6 25.6
Difference 0.4k 61.9¢ 62.4¢
» d: In favor of experimental group » k: In favor of control group

The data in the table shows out, thirteen participants in the experimental group know average of
133.5 words and on the other hand thirteen participants in the control group know an average of 133.9
words out of 284 words are tested in the vocabulary achievement test during the pretest process.
Experimental group took derivational suffix training in addition to B2 level courses that both
experimental and control group took. When the post-test results of those two groups are examined, the
vocabulary of the learners in the experimental group reached an average of 221.5 words, while the
vocabulary of the control group reached to an average of 159.6 words. The two groups, who did take
and did not take the derivational suffix training, made progress in terms of vocabulary; this progress is
an average of 88 words for the experimental group and an average of 25.6 words for the control group.
The evaluation that made on 284 words among the two groups, a difference of 62.4 words per
individual was occurred in favor of the experimental group. In other words; learners, who took
derivational suffix education, learned an average of 62.4 words more than those who did not. When
considering only the data obtained from the experimental group; this progress of average of 88 words,
that reached at the end of the experimental practice period, shows that derivational suffix teaching
expands the vocabulary of learners by 30.98 percentage. When the vocabulary of the control group is
also considered; average of 62.4 words of the progress difference between two groups is pointing to
derivational suffix teaching is effective on expanding the vocabulary by 21.97 percentage. When these
two ratios are evaluated together; training, which was designed as including 25 derivational suffixes,
would provide 1.06 percentage additional contribution to vocabulary by per derivational suffix. In the
light of these findings, if all of the derivational suffixes, which were taught in the framework of research,
are included in the Turkish teaching process as a foreign language; it is estimated that the learners will
expand their existing vocabulary by 26.5 percent.

Conclusion, Discussion, Evaluation and Recommendations
Conclusion and Discussion

Nowadays, foreign language teaching is based on communication and in this process main focus is
on the improvement of basic language skills. Although the language teaching process is designed with an
understanding that centers on these skills, grammar and components of grammar also continue to be a
part of foreign language education with different approaches and different methods and applications
with varying intensity. Because, foreign language learners need to learn the grammar rules of target
language different from native language education. If individual do not learn the grammar structure and
grammar rules of the foreign language that s/he is trying to learn; s/he can never use correctly and
effectively and cannot be a competent user of target language. For example; even if a person, who does
not know any tense suffix corresponding a tense, the functions and the different formal appearance of
this suffix with various situations, can communicate up to a certain point but not perfectly; this person
cannot reach the purpose of using the language actively, correctly and competently in all the skills which
is the main goal of foreign language learning. For this reason, grammar is inevitably involved in foreign
language teaching process.

When considering the place of grammar teaching in the process of teaching Turkish as a foreign
language; the grammar structure and rules, which would help the learners to use and understand the
Turkish language, are involved in the teaching process from the beginning level. And starting from the
fact that grammar rules of Turkish language, which is an agglutinative language, become functional with
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suffixes; it is given great importance to teaching of inflectional suffixes fulfill the dependency function
which is one of the two essential features of suffixes. When the process of Turkish teaching as a foreign
language and the teaching sets used in this process are examined; it is determined that the suffixes that
provide the derivation function, which is the second basic task of suffixes, are not taken adequate part
in the teaching process. In this study; the contribution, which would be brought to the learners in terms
of target language skills, is researched if derivational suffixes, which have not been integrated into the
process of Turkish teaching as a foreign language, are included into teaching process; and in this
direction, it is tried to determine influence of derivational suffix teaching on the vocabulary of Turkish
learners as a foreign language. Accordingly, obtained results are as follows:

There is a difference of 23.38 points in favor of post-test between the pre-test and post-test
achievement scores of the learners in the experimental group. In other words, the vocabulary of
participants in the experimental group improved an average of 23.38 points per person. It is identified
that this difference between these two test scores is statistically significant according to the result of
applied T-Test (p .00 <.05). In other words, it is determined that there is a significant difference between
the success of experimental group in terms of vocabulary achievement test before learning the
derivational suffixes and after learning the derivational suffixes. Based on these data, it has been
achieved the result of the derivational suffix teaching as an experimental practice is quite effective on
the improvement of vocabulary of learners in the experimental group.

It is determined that there is a difference of 6.77 points in favor of post-test between the pre-test
and post-test average success scores of the learners in the control group. This difference between pre-
test and post-test scores is identified as statistically significant (p .00 <.05). These results show that the
vocabulary of the learners in the control group had made a progress during the experimental practice.
The progress of learners' language levels from B2 to C1 and naturally continuation of learning process of
new words was effective in the emergence of this result.

Progress in vocabulary achievement scores of both the learners in the experimental group who has
learned the derivational suffixes and the learners in the control group that has not, is required to
determine both which one of the experimental and control groups is more successful and how much of
the vocabulary improvement originated from experimental practice itself? In study group, a difference
of 16.56 points is identified in favor of the experimental group between participants' post-test scores
that is corrected according to vocabulary success test-pretest scores. The result of the ANCOVA analysis
shows that 16.56 points of achievement difference between the groups is statistically significant (p .00
<.05) and the experimental process has effect on the increasing of the vocabulary achievement scores.
When the analysis results are examined in-depth, 85.8 percentage of the 16.56 points of success
difference between the two groups emerged as the result of experimental practice, in other words it is
understood that derivational suffix teaching is responsible for 14.21 points of this difference.

Since it is known that before the experimental practice the experimental and control groups'
achievement scores of the pre-test are very close to each other; considering only the post-test scores of
the participants, result of T-Test confirms that the learners in the experimental group are more
successful than the learners in the control group (p .00 <.05). According to the effect size
measurements, which are made to determine the statistical effect size of the derivational suffix teaching
on this achievement, it was found that the experimental process has a great effect size on the post-test
(d: 2.37,g:2.29 and r: 0.76).

In the context of the analyzes had carried out, from pre-test to post-test, on vocabulary
improvement scores of learners in the experimental and control group, it is identified that the average
difference between the two groups is 16.61 points and this success difference is statistically significant
(p .00 <.05). It is determined that the derivational suffix teaching is 74.8 percentage effective on the
16.61 points of improvement change of the groups and lead to 12.42 points of this improvement
difference.
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Results of the analysis show that derivational suffix teaching is influential on the vocabulary
improvement and by this mean, learners in the experimental group achieved higher success than
learners in the control group from the vocabulary test. To determine if there is an influence or help of
the language family, in which the mother tongue is located, on this achievement of learners in the
experimental group; test scores of the experimental group are analyzed by One Way ANOVA and it is
understood that the language family has effect on the achievement of learners in the experimental
group (p .004 <.05). To find out between which language families the achievement score differences,
which are among the learners in the experimental group caused by the language family, emerge; Tukey
Test from Post-Hoc Tests applied and it is achieved that the result of especially learners from the
Hamito-Samitic and Ural-Altaic language families achieved higher vocabulary success than the learners
from Bantu and the Sino-Tibetan language families.

In order to determine if there is any effect or help of the structural characteristics and the
functioning system of the mother tongue on the learners' success in the experimental group in terms of
vocabulary; post-test scores of the experimental group were analyzed via One Way ANOVA and it was
found that the structural characteristics of the learners' mother tongue are significantly effective on the
success achieved by the implementation group (p .032 <.05). Tukey test from Post-Hoc tests conducted
to determine between the languages in which structure the difference, which is between the scores of
the participants in the experimental group originating from the structural characteristics of their mother
tongue, occur. According to results of test, especially the agglutinative language speakers are more
successful than radical language speakers in terms of vocabulary.

The 284 words in the vocabulary achievement test consist of words derived from 25 different
derivational suffixes. According to this; an average of 11.36 words are tested per derivational suffix.
When the pre-test and post-test results, which the learners in the study group obtained, are examined;
it is determined that participants in the experimental group know that average of 5.34 of the words and
participants in the control group know average of 5.36 of the words. And it is also determined the
number of the words are known reached to average of 8.86 per derivational suffix for experimental
group and average of 6.38 per derivational suffix for control group in the post-test. While the average of
the 1.02 words per derivational suffix, that both groups progressed in the test made after experimental
practice, is subtracted from the average words that known at the end of the post-test; it is identified
that the experimental group learned an average of 2.5 words per person more than the control group.
This result shows that each derivational suffix, included in experimental practice, has contributed to
vocabulary of learners as an average of 2.5 words.

When the results of learners in the study group, which is related with 284 words that are tested via
achievement test is developed in the scope of vocabulary, are examined; it is determined that
participants in the experimental group know an average of 133.5 and participants in the control group
know 133.9 of those words in the pretest; and the number of words that known are reached to 221.5
for experimental group and 159.6 for control group in post-test. When average of 25.6 words, which
both groups have progressed in the test made after experimental practice, are subtracted from the total
number of words that are known in the post-test; it is determined that the experimental group know
62.4 more words per person than the control group. The difference between the two groups shows that
the derivational suffix teaching increases the vocabulary by 21.97 percentage.

When a general evaluation is made based on the above-mentioned results, as well as vocabulary of
the learners in the experimental group, which had derivational suffix education; also vocabulary of the
learners in the control group, which did not have derivational suffix education, is expanded. This is the
result of the natural language learning process. However, it is seen that individuals, who learns the
derivational suffixes which are manipulated as experimental practice, made more progress in terms of
vocabulary than those who did not learn derivational suffixes. Moreover, the difference between the
two groups was emerged in substantial size. At this point, it can be easily understood that derivational
suffix teaching can be used as an effective method in the improvement of vocabulary of Turkish
learners. Even when the results of the research are taken into consideration, it can be said that
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derivational suffix teaching, which is intertwined with vocabulary teaching, must be absolutely included
in the process of Turkish teaching as a foreign language. In fact, it is not a reasonable approach that to
ignore a practice that could increase the vocabulary by about 22 percentage more than current
language teaching.

Because of there is no study, that has done before about the effects of derivational suffix teaching in
Turkish on vocabulary, in Turkish literature; the results of this study were not compared with similar
studies in terms of Turkish. However, there are studies that examine the relations between derivational
suffix teaching and vocabulary directly or indirectly, in world literature, especially in English. In these
studies, by relating derivational suffix, which is determined as independent variable, with topics like
derivatives suffix, derivatives suffix information, morphology knowledge, morphological analysis and
morphological awareness; change and progress of the vocabulary through the teaching/training of the
mentioned concepts were examined. Some of these mentioned studies were conducted in the frame of
the native language education (English, Finnish), some others were foreign language teaching (English,
Spanish, Arabic) and some others were language education of bilingual students (Chinese-English,
Spanish-English). The results of this research, within the framework of vocabulary, match up and show
consistency with the results of related studies in world literature (Bertram, Laine and Virkkala, 2000;
Bowers, 2012; Craven, 2010; Diaz, 2010; Fergusson, 2006; Gomez, 2009; Good, 2011; Green, 2012;
lyanaga, 2006; Khoury, 2008; Kieffer, 2009; Larsen and Nippold, 2007; Maag, 2007; Miguel, 2013;
Mochizuki and Aizawa, 2000; Pacheco, 2005; Smith, 1998; White, Power, and White, 1989; Zhang,
2009). Just as results of mentioned researches, this research shows that derivational suffix teaching
contributes to the vocabulary improvement. If it is required that to mention the results of similar
studies, limited only by researches conducted within the context of foreign language teaching for a
more accurate comparison: the research, which is conducted by Mochizuki and Aizawa (2000) on
Japanese students learning English, shows that there is a positive correlation between suffix knowledge
and vocabulary. Pacheco (2005), in her research, which is conducted with Puerto Rican students who
learn English as a foreign language, determines that students, who have succeeded in using suffix
knowledge as a strategy, make progress in learning new words, guessing the meaning of unknown
words correctly and comprehending better what they read. For this reason, she says that the suffixes
should be taught in such a way as to create awareness to the foreign language learners. lyanaga (2006)
reported that, in the research conducted on the relationship between suffix knowledge and vocabulary
size, there is a strong correlation between the number of known derivational suffixes and the size of the
vocabulary. Khoury (2008), in the research; which is conducted with American learners who learned
Arabic as a foreign language, in order to determine the contribution of direct teaching of root and suffix
to the acquisition of vocabulary; it is determined that the students in the experimental group had higher
scores than the control group and the students in the experimental group are considerably successful in
terms of correctly guessing the meaning of unknown words. Zhang (2009), in the study; which is
conducted with English learning Chinese students, examines if morphology training is effective to
vocabulary teaching; revealed that students studying morphology had achieved higher success in the
vocabulary tests. Zhang mentions that, morphological information lessons should be added to the
vocabulary teaching activities and this would contribute to vocabulary teaching not alone but with other
methods. Craven's study in 2010 determined that students, who participated the study with English
morphological awareness training, learned new words, and had the ability to analyze words
morphologically, and adopted morphological analysis as a beneficial and useful strategy in vocabulary
learning. In the Miguel's research (2013); that is conducted in order to determine how word formation
knowledge is taught in teaching Spanish as a foreign language, whether there is a relationship between
word-building knowledge and the size of the students' vocabulary, and whether students use the word
formation knowledge to anticipate the meaning of unknown words or not; it is determined that there is
a strong relationship between word formation knowledge and vocabulary size; participants were more
successful in determining the derivational suffixes in terms of comprehension abilities; the usage of
derivational suffixes in production abilities can only be achieved by learners at upper-levels and also
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usage of derivational suffixes in guessing the meaning of the unknown words is only possible for the
upper-level students.

By comparison with learners of English, Arabic and Spanish as foreign languages; the positive
relationship between the knowledge, which can be assessed in the context of the derivational suffixes,
and the vocabulary also show up itself in this study that conducted with Turkish learners as a foreign
language. This common conclusion on four different languages strongly indicates that these structures,
which are involved in word formation, should be brought to the attention of foreign language learners
without language exception. Because, the results of the mentioned studies, clearly reveals that; in
addition to the important contribution of word formation knowledge to the vocabulary improvement of
foreign language learners, it may help them to comprehend better what learners read by providing an
opportunity to guess the meanings of unknown words and by that learners have improved their
command of the target language.

Evaluation

It can be reached the ultimate goal of language learning, which is to use it effectively in
comprehension and speaking skills, only by knowing at sufficient and needed level the words, that are
building blocks of a language, and learning and using the systems which enable the processing of these
words. A foreign language learner; who cannot learn and use effectively and efficiently these systems,
which are called as inflection and derivation features of Turkish; would never be able to realize the
purpose of language learning in real terms. Learners; who have difficulty in achieving this goal due to
the neglect of the derivation features of language although there is a focus on the inflection
characteristics of language in the existing Turkish teaching processes; also had the opportunity to add
the derivation features of Turkish education in to their knowledge and skill repertoires thanks to the
derivational suffix teaching that applied in the context of this study. In this way learners do not have to
just use the ready and memorized structures but have the chance to know the derivation features that
reflects the linguistic creativity and improve their command of the language.

Within scope of the practice, it is provided that expansion of learners' vocabulary more than in the
current language teaching process and provided to gain them the ability to derive new words from
known word roots, and to predict the meaning of unknown words in the reading texts by teaching the
structure and function of the derivational suffixes. In addition, derivational suffix knowledge helped
learners to learn new words. It is observed that learners can learn new words more easily and they can
more easily associate the new words with the words they already know depending on root-new word
relation thanks to the derivational suffix teaching.

The word derivation logic of Turkish, the direct relation between meaning and suffixes that used in
this process, derivation of words from the same root and the transparent relations between derived
words offer valuable and easy-to-see tips in guessing the meaning of unknown words to the Turkish
learners as a foreign language. At the same time, these features facilitate learning by making it easy to
learn and remember the new words, and by internalizing of the words by a certain logic. Learners, who
involved in this research, had the chance to take advantage of these opportunities thanks to the
derivational suffix teaching.

New meaning gains of Turkish words by taking the derivational suffixes and of these words become
functional in the sentence through the inflectional suffixes, are two of the most important features of
the Turkish as an agglutinative language. These features of Turkish have important effects on
improvement of vocabulary and new words teaching in foreign language teaching. However, when the
current Turkish teaching process is examined, while there is a great emphasis on the teaching of
inflectional suffixes, it is seen that derivational suffixes are neglected. Along with this study it is revealed
that when the teaching of derivational suffixes is included in foreign language teaching; it will contribute
to the Turkish learners as a foreign language in terms of vocabulary improvement and different
achievements would be gained by extension.
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When derivational suffixes, which are directly influential in the meaning of the word, and inflectional
suffixes, which are influential in the syntactic meaning of the words, are considered together, these
suffixes have a decisive role in the meaning of the Turkish words. The integrated relationship, which is
between the concepts of meaning and comprehension, directly effects the process of mental
explanation of the words; in other words, the individuals' comprehension achievements and
improvements. Therefore, the determining effects of the suffixes, especially of the derivational suffixes
on the meaning should be absolutely taken into consideration during the improvement of language skills
and should make the foreign language learners aware of these features.

Vocabulary teaching, which is one of the most challenging topics of foreign language teaching, could
be much easier thanks to the teaching-friendly structural features of Turkish language thanks to its
agglutinative structure. Because, mathematical structure of Turkish, which makes concretization of the
rules easy in the mind; and that the word roots are fixed and are not changed alone or in derived words;
and that it is easy to distinguish derivational and inflectional suffixes which attached to word roots;
facilitates vocabulary learning both in mother tongue and foreign language and accelerates the process
of guessing the meaning of unknown words.

Importance that is placed and concession that is made to the inflectional suffix teaching in the
process of Turkish teaching, has also influenced scientific researches and it is concentrated on the
inflectional suffixes in the same way in academic studies that are carried out within the context of
teaching Turkish as a foreign language. This study, will pave the way for further studies on teaching of
derivational suffixes which has not been the subject of any research until now by revealing the
contributions that can be achieved in case of teaching the derivational suffixes. Furthermore, this
research; by serving as a model to future researches about derivational suffix teaching, morphological
awareness and improvement of vocabulary; also gives researchers a ground to increase the numbers of
researches about those topics; and plays a pioneering role in filling the gap in the Turkish literature.

It is thought that the derivational suffixes, that are taught within the scope of this research, are very
effective on vocabulary improvement of Turkish learners as a foreign language and on learning more
words than current language teaching practices, thanks to these reasons: transparent and clear
relationship between root and suffix in Turkish and creating awareness on learners in this regard via this
training; the clear protection of the meaning relation between the word roots and new words derived
from the root as the most important derivation feature of Turkish, and giving this information to the
learners and using it as a method in teaching words; choosing the derivational suffixes and the words
containing these suffixes that are included in the scope of research from those with high frequency;
understanding the concept of the semantic relation between the Turkish words in the teaching process
and increasing their self-confidence by this mean of the learners who are dependent on the outside to
guess the meaning of unknown words before the practice; changing learners' perceptions that as
Turkish is difficult in positive way by relieving derivational suffixes, which are perceived as grammar
rules due to their structure, of being abstract during teaching and demonstrating a concrete relationship
between the words; enriching the materials used in the practice visually to emphasize the meaning
connection between the words; and concretion of the words' meanings.

Recommendations

Within the scope of this research, since it has been determined that derivational suffix teaching
contributes to the students' vocabulary improvement more than the current teaching methods;
derivational suffixes subject should be placed into the curriculum and into the textbooks. Even if not all
of 25 derivational suffixes, that their benefits are proven within the scope of this research, but at least
some of them should be taken into consideration by instructors for the sake of students and the
remaining time after classes should be valued by derivational suffix teaching.

In the case of integration of derivational suffixes into the curriculum, teaching should be absolutely
designed and carried out associated with purposive vocabulary teaching. In this way, it should be
provided that derivational suffixes are seen by learners as a more fun and useful activity and seen as an
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activity that would be useful for daily life practices by changing their mind of perceiving it as a classical
linguistic activity. Teaching should be planned in such a way that the words, which would be taught by
associating with the derivational suffixes, could be used by learners in speaking skills. And activities
should be designed in this direction.

Teachers, who want to place derivational suffixes into the process of language teaching, should place
at least a 2-hours of compliance and awareness orientation before the practice and learners should be
informed about the subject and content that they would learn. Besides, learners should be assured that
this teaching is in favor of them because they may be anxious that ordinary language lessons would be
neglected.

By considering the level of language improvement of Turkish learners as a foreign language, it is
thought to be better that derivational suffix teaching might be provided or intensified for the learners at
the upper levels more than for learners at the beginner level. However, it might be beneficial to start
creating awareness of word formation knowledge at the basic levels with simple words. Because,
Turkish Language's feature of the meaning linkage that does not disappear among the derived words,
and the awareness that created in this regard, help the learners being more successful in terms of
comprehension skills.

If it is desired to give place to the derivational suffix teaching, which is effective in the vocabulary
improvement, in teaching process; while preparing the materials, visual materials should take place in
the teaching process and the words would be included in these materials should be frequently used
words and those of which are more likely to encounter in daily life. It is thought that the use of various
tools and techniques; such as concept maps, different types of games, structured grids, word association
tests; in the development of these materials, would enhance the quality of teaching.

Derivational suffix teaching and awareness training on this subject are proved effective and useful
ways of teaching complex words. Concretization in the mind of the words, which are found difficult by
students and they forced to learn, can be achieved in this way.

Another result of the research is mother tongues of learners of Turkish as a foreign language are
influential on language achievements. According to this; learners, whose mother tongue belong to the
language categories that are same as the Turkish language according to the origin and structure and
belong to those language categories in which the words have been exchanged with Turkish intensively in
the historical process, achieved more successful results than other learners. It is thought that; this result
should be taken into consideration in teaching centers especially while the basic level classes are being
established. And also learners; who fall behind in terms of success due to their mother tongue belongs
to distance linguistic families despite they had done same practice and had got same lessons; especially
for the speakers of radical languages and Bantu language, supporting teaching materials should be
developed and if it is needed Turkish teaching process should be applied longer to get rid of this
disadvantage.

When the Turkish literature is examined, within the framework of teaching Turkish as a foreign
language, this research is the first study to examine the effect of derivational suffix and this situation
stands as a deficiency in front of us. In order to overcome this deficiency more scientific studies should
be done on derivational suffixes. The number of quantitative and qualitative researches; which analyze
the effects of derivational suffix teaching, word formation knowledge and morphological awareness
training on basic language skills; should be increased and result of those researches should be presented
to the attention of instructors, researchers and relevant authorities by comparing with results of similar
studies.

This research was conducted with 26 students at B2 level who learns Turkish as foreign language. It
is recommended that new research would be done to increase the generalizability and accuracy of the
results, reviewing the relation between derivational suffix knowledge and vocabulary of the learners at
different levels, by working with a larger working group and covering a longer teaching period.
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Based on the subject, method and general scope of this research, the role and effect of the
derivational suffix teaching on the vocabulary improvement could be researched in mother tongue.
Again, for being able to identify the needs and to provide solutions by determining the knowledge and
awareness of native Turkish speakers, suffix knowledge awareness scale can be developed for mother
tongue speakers.

Factors; such as using different language teaching sets, teacher competences, quality and quantity of
supportive supplementary materials in the center, are the outside factors that play role in student
success at language teaching centers. To prevent the deficiency and negativity that these factors may
cause; a center should be established where teachers, textbooks and additional materials should be
accredited and all components should be inspected centrally in terms of these issues with common and
concrete criteria. Thus, the quality of Turkish teaching, which all of us are stakeholders, will increase.
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Tiirkge Siirimui

Giris

Glinimuzde yabanci dil 6gretiminin temel amacinin dil 6grenen bireyin hedef dili anlama ve anlatma
becerilerinde kullanabilmesini saglamak oldugu konusunda bir goris birligi vardir. Yabanci dil 6grenen
kisinin bu becerileri kullanarak hedef dilde iletisim kurabilmesi iginse dilin yapi taslari olan kelimeleri ve
bu kelimeleri isletmesini saglayacak olan sistemleri 6grenmesi gerekir. Baska bir ifadeyle, dil 6grenicisi,
ogrendigi kelimeleri dinlerken veya okurken anlayabilmek, konusurken veya yazarken climle icerisinde
kullanabilmek, kelimeleri yan yana getirerek bu kelimeleri birbirine kurallara uygun sekilde
baglayabilmek ve kelimelerden yeni sézciikler tlretebilmek igin hedef dilin isleyis 6zelliklerini 6grenmek
zorundadir. Cekim ve tiretim 6zellikleri olarak adlandirilan bu sistemleri 6grenmeyen bir yabanci dil
Ogrenicisinin, dil becerilerini etkili bir sekilde kullanmasi mumkin olmadigl gibi bu kisinin etkili bir
iletisim gerceklestirmesi de olasi degildir. Bahsedilen bu iki sistemin 6gretiminin gerekliligi Diller icgin
Avrupa Ortak Oneriler Cercevesi’'nde de vurgulanmaktadir. Bu acgidan bakildiginda Tiirkceyi yabanci dil
olarak 6grenen bireyin Tirkcenin cekim ve tiretim sisteminin isleyisini saglayan ekleri 6grenmesi
gerekmektedir.

Yabanci dil olarak Tirkge 6gretiminde kullanilan setlerde Tirkgenin isleyisini saglayan iki tir ekten
(yapim/gekim) c¢ekim ekleri 6n plana cikarilmistir. Bu ilk bakista anlasilabilir bir durum olarak
goriinmektedir. Clinkli Turkgede eklerin iki temel iglevi vardir. Dilin igletilmesi igin elzem olan bu islevler
tiretme ve bagimlilastirma seklindedir. “Tlretme islevi, en basit anlamda, kelime kok ve govdelerinden
yeni kelimeler Uretebilme 0Ozelligidir. Daha genis bir fonksiyon alanina sahip olan bagimlilastirma islevi
ise climle icerisindeki her unsur arasinda iliski kurabilme 6zelligini yansitmaktadir” (Demircan, 2004, s.
33). Yapim ve ¢ekim ekleri, bu islevleri cercevesinde karsilastirildiginda, “bagimlilastirma islevini yerine
getiren c¢ekim ekleri gerek clmle iginde gerekse cimleler arasi anlam ve bigim iliskilerinin
dlzenlenmesinde daha etkili oldugundan” (Onan, 2009, s. 252), bu setleri hazirlayanlarin sezgisel olarak
¢ekim eklerinin 6gretimini onceledigi soylenebilir. Fakat cekim eklerinin sahip oldugu bu goreceli
Gstinlik yapim eklerinin diger bir deyisle tiiretme islevinde kullanilan eklerin ihmal edilmesini
gerektirmez. Nitekim cerceve metinde dilin ¢ekim 6zellikleri gibi Giretimsel 6zelliklerinin de 6gretilmesi
gerektigi vurgulanmaktadir.

Alan yazindaki siniflandirmalara gore yapim eki kabul edilen eklere yabanci dil olarak Tirkge
dgretiminde yaygin olarak kullanilan dért sette (Yeni Hitit, Yedi iklim Tiirkgce, Gazi Témer Yabancilar igin
Tirkce ve istanbul) sinirli sayida yer verildigi gériilmektedir. Setlerin en az ikisinde ortak olarak bulunan
ekler -(I)ncl, -II, -slz, -lik, -ki, -CA ekleri ile isim fiil, sifat fiil ve ¢ati ekleri’dir. Bu eklerden cati ekleri
“eklendigi fiilin temel anlaminda koklu bir degisiklik yapmayan, fiilin nesne ve 6zne ile olan baglantisinda
sekil ve durum degisikligi meydana getiren eklerdir” (Korkmaz, 2009, s. 540). Bu hususta Ustiinova
(2004, s. 241-250) cati eklerinin yeni bir kavram olusturmadigini ve yalnizca fiildeki hareketin yoniine
iliskin gonderme yaptigini soyler. Bu dogrultuda cati eklerinin sozlikte madde basi olabilecek yeni
kavram Uretmedikleri sdylenebilir. isim fiil ve sifat fiil eklerinin islev ve kullanislari diistinildiigiinde ise
kullanildiklari yer ve baglama goére bu eklerin hem c¢ekim hem yapim ozelliklerini Ustlendigi
gorulmektedir. Bu tip ekler ara ekler olarak da adlandirilmaktadir (Basdas, 2006, s. 5). Tiirkce 6gretim
setlerinde isim ve sifat fiil eklerinin cekimsel 6zelliklerinin 6gretilmeye calisildigi kitaplardaki etkinliklerde
actk bicimde goériilebilmektedir. Bu durumun tek istisnasi Yeni Hitit Tirkce 6gretim setidir. ilgili sette bu
eklerin sozciik yapim islevleri kismf de olsa dikkate alinmis —mA, -mAk, -Is ve -Ar, -mAz, -DIk, AcAk, -mls
fiilimsi ekleri, cekimsel islevlerinden ayri olarak farkli bir konu bashg! altinda 6grencilere sunulmustur.
Fakat burada belirtmek gerekir ki sozii edilen eklerin 6gretiminde yeterli uygulama etkinligine yer
verilmemistir. Bu hususlar dikkate alindiginda, yapim eki kapsaminda yer alan fiilimsi eklerinin yabanci
dil olarak Tirkge 6gretiminde, 6grencilerin 6zellikle tamlama kurabilmeleri ve cimleleri baglayabilmeleri
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amaciyla 6gretildigi dusiiniilmektedir. Ornegin 6grenciye —mA isim fiil ekini 6gretmekteki amag al- fiil
kdkiine —mA ekinin eklenmesiyle olusan “alma” sézclgliniin sozliikteki karsihgi olan “alma isi” seklindeki
anlamini kavratmak degil, 6grencinin “Yarin ugak bileti almaya gidecegim.” gibi bir cimle kurabilmesini
saglamaktir. Veya —AcAk sifat fiil ekinin 6gretimindeki hedef, 6grencinin gel- fiil kokine bu eki getirerek
sozlikteki gelecek kelimesinin anlamini kavramasi degil, “Ne zaman gelecegini bana haber ver.” seklinde
iki farkh cimleyi baglayabilmesine yardim edecek bilgi ve beceriyi kazandirmaktir. Cati ekleri de yine bu
kapsamda ele alinip 6gretilmektedir. isim fiil, sifat fiil ve cati ekleri disinda setlerde dgretimi yapilan diger
yapim ekleri yukarida belirtildigi Gzere -(I)ncl, -ll, -slz, -llk, -ki, -CA ekleridir. Sayilan ekler Tirkcede yeni
sozciik tiretmede kullanilan onlarca yapim ekinden yalnizca birkag¢ tanesidir ve bu eklerin 6gretimi,
ogrencilere Turkgenin eklemeli dil yapisindan kaynaklanan kelime tiretme 6zelligi konusunda farkindalk
kazandirma bakimindan yetersiz kalmaktadir. ifade edilen bu hususlar 1siginda yabanci dil olarak Tirkge
ogretiminde yapim ekleri kapsaminda 6gretilen ekler ile 6grencilerin kelimeler ve cimleler arasinda
baglanti kurmalarinin saglanmaya calisildigi, 6grencilerde morfolojik farkindalik olusturarak onlarin
kelime hazinelerini ve okudugunu anlama becerilerini gelistirmeye yonelik hususi bir amag gidilmedigi
anlasiimaktadir.

Yukaridaki incelemede gorildigu tzere yabanci dil olarak Tiirkge 6gretimi siirecinde Tiirkgenin yeni
kavram olusturmada kullandigi yapim eklerinden ¢ok az bir kismi 6gretim siirecinde yer almaktadir.
Turkgenin tlretim 6zelliklerinin yabanci dil olarak Tirkge 6gretimi siirecinde bu denli ihmal edilmesi,
o0grenenlerin Tirkceyi edinim ve igsellestirme siireglerini olumsuz etkilemektedir.

Yapim eklerinin 6gretimi Diller icin Avrupa Ortak Oneriler Cergevesi'nde dil 6greniminin bir pargasi ve
gerekliligi olarak gorilmis, dinyada yabanci dil Gzerine yapilan calismalarda da kelime 6gretiminin
icerisinde ele alinmistir. Kelime 6gretimi Ozellikle yabanci dil 6grenimi ve Ogretiminin en 6nemli
unsurlarindan biri olarak nitelendirilmistir. Kelimeler olmadan hangi dil bilgisel yapi bilinirse bilinsin dili
anlamak ve o dilde anlatmak mumkiin olmaz. Bu yoniyle kelimeler anlama ve anlatma becerilerinin
temel 6gesi konumundadir. Bir dili ana dili olarak konusan bireyler kelimeleri ve kelimeleri olusturan
bigimleri dogal dil edinim sirecinde kazanirlar ve gocukluktan itibaren dinleme ve konusma sirasinda
anlamak veya anlatmak igin kullanirlar. Ancak ana dili konusurlarina dahi ilk ve ortaokulda kelime
hazinelerini gelistirmeye yonelik s6zciik 6gretimi ¢alismalari yapilir. Bunun baslica nedeni sahip olunan
kelime hazinesinin yazilanlari ve sodylenenleri anlamanin 6n kosulu olmasidir. Karatay; “6grencilerin
okuduklarini ve dinlediklerini anlamalarinin sézcikleri dogru anlamlandirmalarina bagli oldugunu, kelime
dagarciginda var olan eksikligin, bireyin herhangi bir disiinceyi anlamasini; hissettigi veya
anlamlandirmaya calistigi durumu anlatmasini engelleyen bir sorun olarak karsimiza c¢iktigin1”
belirtmektedir (Karatay, 2007, s. 144). Bu durum g6z onune alindiginda bir dili yabanci dil olarak
o6grenenlere kelime 6gretimi yapilmasinin gerekliligi kendiliginden ortaya ¢ikmaktadir.

Yabanci dilde kelime 6gretimi silireci planlanirken 6grencilere bir kelimenin hangi boyutlarinin
ogretilmesi gerektigi iyi planlanmalidir. Bu boyutlardan bir kisminin ihmal edilmesi, dil 6grenicisinin
o6grendigi kelimeyi unutmasi, karistirmasi, kelimeye yalnizca alici kelime hazinesinde sahip olmasi ve bu
nedenle kelimeden anlatma becerilerinde yararlanamamasi gibi birtakim sorunlari beraberinde
getirebilir. Nation (2001, s. 27), bir kisinin hem alici hem Uretici olarak bir kelimeye tamamen hakim
olabilmesi icin sahip olmasi gereken bilgi ve bilesenleri bicim, anlam ve kullanim olmak Uzere (i¢ boyutta
ele almistir.

Dil 6grenen bireyin bir kelimeyi tam olarak biliyorum diyebilmesi icin kelimenin sahip oldugu bigim,
anlam ve kullanim boyutlarini bilmesi ve kelimeyi kullanabilmesi gerekmektedir. Bu boyutlar
detaylandirilacak olursa; dil 6grenenlerin bir kelimenin nasil sesletildigini, yazildigini, hecelendigini,
kelimeyi olusturan ek-kok gibi pargalarini, bu pargalarin islevlerini, kelime bigiminin isaret ettigi
anlamlari, kelime-kavram iliskisini, kelimenin olusturdugu kavramlari, diger kelime ve kelime tiirleriyle
birlikte kullanimlari, kelimenin ¢esitli durumlarda aldig1 gérinimleri ve kelimenin nerede, ne zaman ve
ne siklikta kullanilacagini bilmesi gerekmektedir.
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Bahsedilen bu hususlar, kelime 6gretimi ve 6greniminin ne denli dnemli ve ugras gerektiren bir is
oldugunu gostermekte ve yabanci dil egitimi slirecinde yapilmasi gereken kelime 6gretimi ¢alismalarinin
cercevesini ¢izmektedir. Yabanci dil olarak Tirkce Ogretimi siirecinde kelime 6gretimi kapsaminda
bahsedilen bu hususlardan bazilari dikkate alinirken bazilari ihmal edilmektedir. Ogretim siireci boyunca
sozclkler ogretilirken genellikle bu sézciklerin okunusu, yazilisi ve anlami 6grencilere sunulmakta, nadir
olmakla birlikte kelimenin nerede ve ne zaman kullanildigi da séylenmektedir. Fakat Turkgeyi yabanci dil
olarak ogrenenlere, kelimenin kullanim sikligi, kelimelerin esdizimli olarak hangi kelimelerle birlikte
kullanildigi, kelimeyi olusturan pargalar, bu pargalarin islevleri, sézctigin icerdigi ekler ve bu eklerden
hangi baska sozciklerin tiireyebildigi ile ilgili herhangi bir bilgilendirme veya 6gretim yapilmamaktadir.
Yabanci dil olarak Tiirkge 6gretiminde anilan unsurlarin ihmal edilmesi 6grencilerin kelime hazinesi
gelisimlerini olumsuz etkilemektedir. Oysa kelime hazinesini gelistirmede ve 6grenilen kelimeleri alici
kelime hazinesinden Uretici kelime hazinesine aktarmada Tirkgenin sahip oldugu ¢ok énemli ve dikkate
deger bir o6zelligi olan ekler araciligiyla gerceklestirilen yeni kelime tiretme sistematiginin
degerlendirilmesi gerekmektedir. Bilindigi lGzere Tiirkcede yeni kelimeler degisime ugramayan koklere
getirilen yapim ekleri vasitasiyla yapiimaktadir. Tirkce 6grenen bir kisi seviyesine uygun olarak bu
koklere alici kelime hazinesi igerisinde sahip oldugunda ekler yardimiyla alici kelime hazinesini
gelistirebilir. Alici kelime hazinesinin gelisimi dolayli olarak Uretici kelime hazinesinin gelisimini de olumlu
etkileyecektir. Yine bu bilgiyi kullanan dil 6grenicisi Uretici kelime hazinesindeki koklere yapim ekleri
getirerek de {retici kelime hazinesini olduk¢a zenginlestirebilir. Bu agidan bakildiginda, eger
ogrenenlerde ek-kok iliskisi baglaminda bir farkindalik olusturulup yapim eklerinin yapisi ve islevleri
ogretilirse Turkce, sahip oldugu kelime tiiretme sistemiyle hem alici hem (retici kelime hazinesinin
gelisimi icin 6nemli bir firsat sunmaktadir.

Dil egitiminde eklerin 6gretiminin 6grenim sirecinin bir parcasi olmasi gerektigi dislincesi 6zellikle
son otuz yilda 6nem kazanmis ve eklerin 6gretimi hem ana dili hem de yabanci dil egitimi gergevesinde
cesitli arastirmalara konu olmustur. Yurt disinda gergeklestirilen bu arastirmalarda, ek Ogretimiyle
morfolojik bir farkindalik olusturmak amaglanmis ve galismalar bu farkindaligin kelime hazinesi ve/veya
okudugunu anlama {izerindeki etkisini arastirmak Uzere iki ana baslk altinda toplanmistir. ilgili
calismalarin bir bolimi, dogrudan ek 6gretimi ve morfolojik farkindaligin kelime hazinesi zerindeki
etkisini arastirmistir (Bertram, Laine ve Virkkala, 2000; Bowers, 2012; Green, 2012; lyanaga, 2006;
Khoury, 2008; Kieffer, 2009; Larsen ve Nippold, 2007; Maag, 2007; Miguel, 2013; Mochizuki ve Aizawa,
2000; White, Power ve White, 1989; Zhang, 2009). Bu iki degiskenin ayni anda arastirildigi ¢calismalar da
mevcuttur (Diaz, 2010; Fergusson, 2006; Gomez, 2009; Good, 2011; Pacheco, 2005; Smith, 1998). Bu
arastirmalarin sonuglarina bakildiginda, morfolojik biling olusturacak sekilde tasarlanan dogrudan ek
ogretimin yararli oldugu, ek Ogretiminin Ogrencilerin kelime hazinesinin gelisimini olumlu yénde
etkiledigi ve okudugunu anlama siirecine katki sagladigi ortaya cikarilmistir (Bowers, Kirby ve Deacon,
2010; Katz, 2004; Kirby vd., 2012; Mann ve Singson, 2003; McCutchen, Green ve Abbott, 2008; Schmitt
ve Meara, 1997).

Yukarida yer verilen arastirmalarin biyiik balimi eklemeli ve gekimli bir dil olan ingilizce tzerine
gerceklestirilmis ve bulgular, ek 6gretimi ile olusturulan morfolojik farkindaligin kelime hazinesinin
gelisimine ve okudugunu anlama siirecine katki sagladigini, 6zellikle dilin Gretimsel o6zelliklerinin
kazanilmasi i¢in yapim ekleri 6gretiminin gerekli oldugunu ortaya koymustur. Bu galismalarin sonuglari
go6z 6nine alindiginda, Turkgenin ileri derecede bitisken ve eklemeli dil yapisindan dolayi yapim eklerinin
dgretiminin dzellikle kelime hazinesinin gelistirilmesi hususunda ingilizceye gére daha da etkili olmasi
beklenmektedir. Bu 6ngoriinin dogrulugunu tespit edebilmek icin ise yapim eklerinin sistemli bir sekilde
ogretilerek bu 6gretimin kelime hazinesi Gzerindeki etkisinin arastiriimasi gerekmektedir. Bu dogrultuda,
ek Ogretimi, morfolojik farkindalik, yapim eklerinin 6gretimi, yapim eklerinin 6gretiminin kelime
hazinesinin gelisimine katkisi cercevesinde detayli bir alanyazin taramasi yapilmis ancak gerek ana dili
gerek yabanci dil olarak Turkge egitiminde ek 6gretiminin kelime hazinesi Gizerindeki etkisini arastiran
herhangi bir calisma tespit edilememistir.
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Sonug olarak yukarida belirtilen gerekgeler dogrultusunda yari deneysel yéntemin kullanildigi bu
¢alismada, yabanci dil olarak Tiirkge 6gretiminde yapim eki 6gretiminin 6grenenlerin kelime hazineleri
Uzerindeki etkileri arastirllmistir. Bu dogrultuda arastirmanin problem ciimlesi; “Yabanci dil olarak
Turkce O©grenenlere yapim eki 6gretiminin kelime hazinesi Uzerindeki etkisi nedir?” seklinde
belirlenmistir.

Arastirmanin Amaci

Bu arastirmanin temel amaci; yabanci dil olarak Tirkge 6grenenlere yapim eki 6gretiminin kelime
hazinesi Uzerindeki etkisini ortaya ¢ikarmaktir. Bu kapsamda ayrica, Tlirkgenin yabanci dil olarak 6gretimi
surecinde Ogretilmesi gereken yapim eklerini ve 6gretim icin uygun seviyeyi belirlemek, 6grenenlerde
yapim eklerinin kelime turetme 6zelligi baglaminda morfolojik farkindalik olusturmak, bu dogrultuda
materyal ve etkinlik hazirlayarak alana katki saglamak, yapim eklerinin bicim ve ozelliklerini 6greterek
o6grenenlerin kelime hazinelerini genisletmek, Tiirkceyi yabanci dil olarak 6grenenlere yapim eklerini
kullanarak bilinen kdkler yardimiyla yeni kelimeler tlretebilme ve okunan bir metinde gecen bilinmeyen
kelimelerin anlamini tahmin edebilme becerilerini kazandirmak hedeflenmektedir. Bu amaglar
dogrultusunda arastirmada asagidaki sorulara cevap aranmistir:

10.Yapim eki 6gretiminin yapildi§i deney grubu ile bu egitimi almayan kontrol grubu arasinda
deneysel uygulama sonrasi kelime hazinesi bakimindan anlamh bir fark var midir?

11. Deney grubunda yer alan 6grenenlerin kelime hazinesi basari testinden elde ettikleri dntest ile
sontest puanlari arasinda anlamh bir fark var midir?

12. Kontrol grubunda yer alan 6grenenlerin kelime hazinesi basari testinden elde ettikleri dntest ile
sontest puanlari arasinda anlamh bir fark var midir?

13. Yapim eki 6gretimini alan deney grubu ile boyle bir egitimden gecmeyen kontrol grubunun 6ntest
puanlarina gore diizeltilmis sontest puanlari arasinda kelime hazinesi bakimindan anlaml bir fark
var midir?

14.Deney ve kontrol gruplarinin kelime hazinesi basari testinden elde ettikleri sontest puanlari
arasinda anlamh bir fark var midir?

15. Yapim eki 6gretimini alan deney grubu ile bdyle bir egitimden gegmeyen kontrol grubu arasinda
kelime hazinesinin gelisimi bakimindan anlamli bir fark var midir?

16. Dil ailesi degiskeni deney grubunun kelime hazinesi basarisi Gzerinde etkili midir?

17. Dillerin sahip oldugu yapisal Ozellikler deney grubunun kelime hazinesi basari testi sontest
puanlari Gzerinde etkili midir?

18. Deney grubundaki 6grenenlerin yapim ekleri konusunda kelime hazinesi bakimindan gosterdikleri
gelisimin boyutlari nelerdir?

Alanyazin incelendiginde, yurt disinda “ek 6gretimi ve morfolojik farkindalik, yapim eklerinin 6gretimi
ve bu degiskenlerin kelime hazinesinin gelisimine etkisi” tizerine bircok arastirma yapilmisken tilkemizde,
yabanci dil olarak Tirkce Ogretimi cercevesinde bu konuyu ele alan ve yapim eki 6gretiminin kelime
hazinesi Gizerindeki etkilerini arastiran uygulamaya dayali herhangi bir ¢alisma gergeklestiriimemistir. Bu
nedenle arastirmanin, Turk alan yazinindaki bu eksikligi gidererek yabanci dil olarak Tiirkce 6gretiminde
yapim ekleri ve ilgili diger hususlar Uzerine gelecekte yapilacak galismalara da temel teskil etmesi
bakimindan 6nemli oldugu dusinilmektedir. Bu gercevede arastirmamiz, yabanci dil olarak Tirkge
ogretimi konusunda calisan egitimcilere, ders kitabi yazarlarina, bilim adamlarina ve arastirmacilara
kaynak sunacaktir.

Yéntem
Arastirmanin Modeli

Yapim eki 6gretiminin yabanci dil olarak Tirkge 6grenenlerin kelime hazineleri lizerindeki etkisini
tespit etmek amacini tasiyan bu arastirmada nicel arastirma yéntemlerinden 6ntest — sontest kontrol
gruplu yari deneysel desen kullaniimistir. “Ontest — sontest kontrol gruplu modelde, yansiz atama ile
olusturulmus iki grup bulunur. Bunlardan biri deney, 6teki kontrol grubu olarak kullanilir. Her iki grupta
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da deney oncesi ve sonrasi dlgmeler yapilir. Modelde 6ntestlerin bulunmasi deney 6ncesi benzerlik
derecelerinin bilinmesine ve sontest sonuglarinin buna gore diizeltiimesine yardim eder” (Karasar, 2012,
s. 97). “Bu desen, deneysel islemin bagimli degisken Uzerindeki etkisinin test edilmesiyle ilgili olarak
arastirmaciya yuksek bir istatistiksel glic saglayan, elde edilen bulgularin neden sonug¢ baglaminda
yorumlanmasina olanak veren ve davranis bilimlerinde sikhkla kullanilan glicli bir desendir”
(Buyikoztirk, 2016, s. 24). Bu arastirmadaki bagimh degisken 6grencilerin kelime hazinelerinin genisligi,
bagimsiz degisken ise yapim eklerinin 6gretimi seklindedir.

Arastirmada yapim eklerinin 6gretiminin bagimh degisken Uzerindeki etkisini test etmek Uzere
oncelikle konuyla ilgili alanyazin taranmig ve galismanin sinirlari olusturulmustur. Gerekli tim bilimsel
asamalar gozetilerek yapim eklerinin 6gretimi ve bu 6gretimin etkisini belirlemek igcin 6gretim
materyalleri ve veri toplama araci hazirlanmigtir. Materyallerin ve veri toplama aracinin gelistirilmesinin
akabinde arastirmanin uygulama asamasina gecilmis ve Ondokuz Mayis Universitesi Tirkce Ogretimi
Uygulama ve Arastirma Merkezi’nde Tirkge 6grenmekte olan ve B1 kurunu heniiz tamamlamis yabanci
dgrencilere dntestler uygulanmistir. Ontestten elde edilen veriler incelenmis ve grencilerin testlerden
aldiklari puan bakimdan birbirine en yakin olan iki siniftan biri deney ve digeri kontrol grubu olarak
atanmistir. Deney ve kontrol gruplarinin benzer o6zelliklerinin artirilmasi, veri toplama siirecinin
kolaylastirilmasi ve kullanilan dil 6gretim setlerinin farkhh olmasi durumunda ortaya ¢ikabilecek olan
ayriliklarin azaltilmasi amaciyla deney ve kontrol grubu ayni kurumdan segilmistir. Segilen deney
grubunda normal Tiirkce 6gretim derslerine ek olarak yapim ekleri 6gretimi yapilmis, kontrol grubunda
ise yalnizca olagan Tiirkge 6gretiminin gerektirdigi stirecler takip edilmistir.

Calisma Grubu

Arastirma, 2016-2017 egitim-Ogretim yili bahar yariyiinda Ondokuz Mayis Universitesi Tirkce
Ogretimi Uygulama ve Arastirma Merkezi'nde yapilan &ntest uygulamasinin sonuglarina gére seckisiz
olarak belirlenen B2 seviyesindeki siniflarda Tiirkce 6g8renen yabanci 6grencilerle gergeklestirilmistir.
Arastirmada yari deneysel desen kullanilmasi nedeniyle evren ve 6rneklem segimi yapilmamis, bunun
yerine dntest sonuglarindan hareketle 1 deney ve 1 kontrol olmak tzere 2 galisma grubu belirlenerek bu
gruplarin kontrol edilebilir degiskenler bakimindan birbirine benzer olmasina dikkat edilmistir.
Arastirmanin ¢alisma grubu 13’G deney, 13’G kontrol grubu olmak tzere 8 kiz, 18 erkek toplam 26
yabanci uyruklu 6grenenden olusmakta ve ¢alisma grubunda 16 farkh tlkeden katiimci bulunmaktadir.
Calisma grubunda farkli dil, kiltir ve 6grenim gecmisinden dil 6grenicisi bulunmasi bulgularin
cesitlenmesini saglamakta ve sonuglarin genellenebilirligini artirmaktadir. Arastirmaya katilan
Ogrenenlerin egitim durumu ele alindiginda 16’si lisans, 7’si yuksek lisans 3’0 ise doktora 6grenimi igin
Tirkiye’de bulunmakta ve bu nedenle Tiirkce 6grenmektedir. Calisma grubunda yer alan 6grenenlerin
ana dilleri ait oldugu dil ailesi bakimindan incelendiginde 6grencilerin 5’i Hint-Avrupa, 8’i Hami-Sami, 6’si
Bantu, 1’i Malezya-Polinezya, 2’si Cin-Tibet, 4’G ise Ural-Altay dil ailesinden gelmektedir. Deney
grubunda sirasiyla Hint-Avrupa dil ailesinden 3, Hami-Sami’den 3, Bantu’dan 3, Cin-Tibet’ten 2 ve Ural-
Altay’dan 2 06grenci bulunmaktadir. Deney grubundaki 6grenenlerin ana dillerinin yapisal 6zellikleri
dikkate alindiginda ise 3 6grencinin tek heceli, 5 6grencinin ¢ekimli ve 5 6grencinin eklemeli dil
yapisindaki dillerin konusuru oldugu belirlenmistir. Asagida deney ve kontrol gruplarinin belirlenmesinde
dayanak olarak kullanilan dntestin iliskisiz 6rneklemler igin t testi analiz sonucu yer almaktadir:

Tablo 1.
Kelime Hazinesi Basari Testi Deney ve Kontrol Gruplarinin Ontest Puanlari
Grup n X Ss Xf t p’
Deney 13 35.23 10.54 0.15 -0.41 0.968
Kontrol 13 35.38 8.52
* p<0.05

Tabloda incelendiginde basari testinden elde edilen sonuglara gore deney grubunun aritmetik
ortalamasi 35.23 iken kontrol grubunun aritmetik ortalamasi 35.38 seklindedir. Deney ve kontrol grubu
arasinda kontrol grubu lehine 0.15 puanlik bir fark bulunmaktadir. Yapilan 6ntest sonucunda gruplar
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arasinda bulunan bu farkin anlamli olup olmadigini tespit icin gergeklestirilen t testi sonucunda 0.968
degeri elde edilmistir. Bu deger t testi cergevesinde anlamli fark olarak degerlendirilen aralikta
bulunmadigindan (0.968>0.05) kelime hazinesi agisindan gruplar arasinda anlamli dizeyde bir fark
bulunmamaktadir. Baska bir deyisle, deney ve kontrol gruplarinin kelime hazinesi bakimindan birbirine
denk oldugu soylenebilir.

Ogretilecek Yapim Eklerinin Belirlenmesi

Bu arastirma kapsaminda 6gretilmek Uzere segilen yapim eklerini belirlemek igin déncelikle Turk dil
bilgisi kitaplari incelenmis (Bilgegil, 2009; Banguoglu, 1995; Karahan, 2005; Ergin, 2008; Korkmaz, 2009;
Gllensoy, 2010; Eker, 2011; Karaagag, 2012) ve bu kitaplarda ortak goris olarak sikhkla kullanildigi
belirtilen farkli kategorilerdeki yapim eklerinden 39 tanesi secilerek bir liste olusturulmustur. Ogretimde
yer alacak yapim eklerinin belirlenmesi amaciyla 39 yapim ekinden olusan liste bu eklerle tiretilen ve
sikhikla karsilasilan 6rnek kelimelerle desteklenerek uzman gorist formuna donustiralmistir.
Hazirlanan formda yer alan yapim eklerinden hangilerinin arastirma kapsaminda Ogretilecegine karar
verebilmek icin 6 farkl Gniversiteden 2 profesor, 5 dogent, 4 yardimci dogent ile doktor unvanindaki 1
okutmanin goriisiine basvurulmustur.

Uzman gorisi formu araciligiyla elde edilen verilerin degerlendirilmesinde Lawshe teknigi
kullaniimigtir. Lawshe tekniginde en az 5 en fazla 40 uzmanin gorisine ihtiya¢ duyulmaktadir. Bu
arastirmada 12 uzmandan goéris alindigi i¢in ¢alismanin kapsam gegerlilik 6lglitlu olarak 0.56 degeri
dikkate alinmis, hesaplamalar sonucunda bu degerin altinda kalan maddeler elenmistir. Uzman
goriuslerinden yola gikarak yapilan incelemeler sonucunda listedeki 39 yapim ekinden kapsam gecerlilik
degeri 0.56’nin altinda olan 14 yapim eki elenmis; 9 isimden isim yapim eki, 11 fiilden isim yapim eki ve 5
isimden fiil yapim eki 6gretim icin secilmistir. Bu ekler; +cA, +CI/+CU, +Clk/+CUk, +DAs, +l1/+IU, +lIk/+IUk,
+(I)ncl/+(U)ncy, +sAl, +slz/+sUz, -Ak, -¢, -GAn, -Gl, -GIn/-GUn, -I/-U, -(y)lci/-(y)UcU, -k/-()k/-(U)k, -m/-
(Dm/-(U)m, -mAn, -tI/-tU/-(1)ntl/-(U)ntU, +Al, +1, +IA, +|An ve +|As seklindedir.

Kullanilan Veri Toplama Araci

Arastirmanin verileri arastirmaci tarafindan gelistirilen “Kelime Hazinesi Basari Testi”, araciligiyla
toplanmistir. Ogrenenlerin kelime bilgisi diizeylerini ve bu konudaki basarilarini belirleme amaciyla
kullanilan test, arastirmanin amaglarina uygun olarak Tirkceyi yabanci dil olarak 6grenen 6grencilerin
seviyeleri dikkate alinarak ve yapilan alanyazin taramasi sonucunda elde edilen benzer kelime hazinesi
testlerinden yararlanilarak gelistirilmistir. Bu testin hazirlanmasinda izlenen siregler asagidaki gibidir:

1. Oncelikle yabanci dil olarak Tiirkge 6gretimi siirecinde kullanilan dil 6gretim setleri, ihtiva ettigi
sz varhig bakimindan incelemeye tabi tutulmus ve arastirmada dil diizeyi agisindan sinir olarak kabul
edilen B2 seviyesi dahil olmak lizere “Hitit, Gazi, istanbul, izmir ve Yedi iklim” dil gretim setlerindeki
sozciiklerden 10261 kelimelik bir kelime havuzu olusturulmustur. Bu havuzda yer alan kelimeler lizerinde
yapilan inceleme sonucunda kelime havuzunda arastirma kapsaminda 6gretim icin belirlenen 25 yapim
ekiyle tiretilmis 1448 kelime oldugu tespit edilmistir.

2. Yapim eklerinin 6gretiminin kelime hazinesi tizerindeki etkisini 6lcmek amaciyla hazirlanan testin
ilk asamasinda oncelikle 25 adet kelime bilgisi kazanimi belirlenmistir. Daha sonra bu kazanimlar
dogrultusunda her kazanim igin 4’er soru yazilarak 25’er sorudan olusan 4 adet denemelik kelime
hazinesi basari testi olusturulmustur.

3. Her biri 25’er sorudan olusan 4 denemelik test “soru-kazanim, soru-cevap, soru-geldirici ve soru-
dil dizeyi uyumlan” bakimindan Tiirk¢e egitimi anabilim dalinda gorev yapan 5 6gretim (yesinin
incelemesine sunulmustur. inceleme sonrasinda soru-celdirici agisindan uygun olmadigi belirtilen 4 soru
ile soru-dil diizeyi agisindan uygun olmadigl raporlanan 5 soru oOneriler dogrultusunda yeniden
diizenlenmis ve deneme formlari gecerlik-glivenirlik ¢calismalari igin 6n uygulamaya tabi tutulmustur.
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4. Sorulari cevaplama sulresi ve 06grenci verimliligi dikkate alinarak birbirini izleyen iki glinde
gerceklestirilen sinav C1 diizeyini tamamlamak Uzere olan 100 6grenciye uygulanmis, sonuglar madde
guclugu ve madde ayirt ediciligi bakimindan incelemeye alinmistir. Yapilan analizler sonucunda 16 farkli
sorunun ayirt edicilik ve glivenirlik bakimindan uygun olmadigi ortaya ¢ikmistir. Puanlama kolayligi ve
esit O6lcim amaciyla kelime hazinesi basari testi hazirlanirken belirlenen 25 kazanimin her birine 3’er
soru ayirmak icin digerlerine gore ayiricilik indeksi daha disiin olan 9 soru daha testten cikartilarak 75
soruluk bir test hazirlanmistir.

5. Madde analizlerinden sonra 3 boliim ve 75 sorudan olusan test ortalama giclik, ortalama ayirt
edicilik ve glivenirlik bakimindan incelenmis ve sonuglari asagidaki tabloda sunulmustur:

Tablo 2.
Kelime Hazinesi Basari Testi Genel Analizi Sonuglari
Aritmetik Ortalama Ortalama Ayirt  Standart Varyans Kr-20
Ortalama Gugliik Edicilik Sapma
I. B6lim 12,759 0,510 0,668 7,346 53,961 0,932
1l. B6lim 10,611 0,424 0,542 5,967 35,608 0,875
lll. Boliim 16,037 0,641 0,614 6,744 45,480 0,916

Tablo incelendiginde Kelime Hazinesi Basari Testi birinci boliminin ortalama gicligt 0.51, ikinci
balimiiniin 0.42, {iciincli bélimiinin ise 0.64 seklinde belirlenmistir. Ug béliim birlikte ele alindiginda
testin orta gliclikte oldugu gorilmektedir. Basari testinin ortalama ayirt ediciligi ise birinci bolim igin
0.66, ikinci bolim igin 0.54, lglinci bolim iginse 0.61 olarak tespit edilmistir. Son olarak testin
givenirligini gosteren Kr-20 degeri sirasiyla 0.93, 0.87 ve 0.91 olarak hesaplanmistir. Bu degerler testin
arastirmada kullanilabilecek nitelikte ve glvenilirlikte oldugunu gostermektedir. Yukarida analiz
sonuglar verilen testin Ol¢tigl kazanim ve kelimeler ile karsilik geldigi sorular asagidaki tabloda
verilmistir:

Tablo 3.
Kelime Hazinesi Basari Testinde Olgiilen Kazanim ve Kelimeler

S1cilen Keli EZ 2,
Kazanim Olgiilen Kelimeler = 2> 5z
() 7 wv
~
+CA ekiyle turetilmis ingilizce, Tirkge, Almanca, lyice, Acikca, Gizlice, 12 1, 26,
kelimeleri bilir ve kullanir. Usulca, Sessizce, Rahatga, Giizelce, insanca, Yavasca 51
+Cl / +CU ekiyle tiiretilmis Balikgi, Copgli, Firinci, Sakaci, Pastaci, Yalanci, inatg, 12 2,27,
kelimeleri bilir ve kullanir. Aceleci, Romanci, Haberci, Modaci, Falci 52
+Clk / +CUk ekiyle tiiretilmis  Tanecik, Biricik, Parcacik, Kiigiiciik, incecik, Yumusacik, 10 3, 28,
kelimeleri bilir ve kullanir. Azicik, Ufacik, Kisacik, Sicacik 53
+DAs  ekiyle  tlretilmis Kardes, Soydas, Cagdas, Anlamdas, Arkadas, Sirdas, 10 4,29,
kelimeleri bilir ve kullanir. Yoldas, Adas, Yurttas, Dindas 54
+lI / +IU ekiyle turetilmis Acih, Verimli, Hesapli, Guinesli, Akill, Sekerli, Saglkli, 12 5, 30,
kelimeleri bilir ve kullanir. Dizenli, Dogulu, Sicakkanli, Batili, Gorevli 55
+llk / +lUk ekiyle turetilmis Mezarhk, Agaclik, Copliuk, Bataklik, Kulaklik, Kalemlik, 12 6, 31,
kelimeleri bilir ve kullanir. Sebzelik, Askilik, Mutluluk, Giinliik, Cimrilik, iyilik 56
+.(/)nc'/ ./ +'(U)ncU' 'e'k|yle Birinci, ikinci, Besinci, On sekizinci, Yirminci, Otuzuncu, 7, 32,
tiretilmis kelimeleri bilir ve Lo 11
Ellinci, Bininci, Iki bininci, Kaginci, Sonuncu 57
kullanir.
+sAl ekiyle tiretilmis Hjc.\yvansall,. Yasamsal, Kimyas.ail, Bitk.is.el, Eyrensel, 8 33,
. L Klresel, Bilimsel, Geleneksel, Fiziksel, Kisisel, Yizeysel, 12
kelimeleri bilir ve kullanir. 58

Ruhsal
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+slz / +sUz ekiyle tiiretilmis  Oliimsiiz, Essiz, Korkusuz, Sabirsiz, Evsiz barksiz, 12 9, 34,
kelimeleri bilir ve kullanir. Dertsiz tasasiz, Sessiz sedasiz, Parasiz pulsuz, 59
Gorgusiiz, Duzensiz, Uykusuz, Anlamsiz
-Ak ekiyle tiretilmis  Ugak, Kagak, Yatak, Binek, Barinak, Siginak, Tapinak, 11 10, 35,
kelimeleri bilir ve kullanir. Dayanak, Kivrak, Kayak, Korkak 60
— ekiyle turetilmis  Gilling, igreng, Korkung, Odiing, ilging, Seving, Biling, 1 11, 36,
kelimeleri bilir ve kullanir. Direng, Kiskang, Kazanc, inang 61
i e enimy S Selen Bt caman, gy g
kelimeleri bilir ve kullanir. N g ! skan, ’ vean, pizkan, 62
Sidringen, Savurgan
-Gl / —GU ekiyle tiiretilmis Vergi, Sergi, Cosku, Kaygi, icki, Cizgi, Calg, Duygu, 12 13, 38,
kelimeleri bilir ve kullanir. Yanilgi, Sorgu, Bulgu, Yenilgi 63
—"GIn. / .—GUn . 'e.k|yle Soygun, Saskin, Yangin, Taskin, Saygin, Gezgin, Bilgin, 14, 39,
tiretilmis kelimeleri bilir ve RS 12
Gergin, Uzgun, Kizgin, Durgun, Yorgun 64
kullanir.
-1 / -U ekiyle tiretilmis Olcl, Arti, Korku, Basari, Oneri, Soru, Taki, Orti, Yapi, 1 15, 40,
kelimeleri bilir ve kullanir. Oli, Koku, Yazi 65
—(y)icl / —(y)UcU ekiyle Isitici, Sogutucu, Dondurucu, Kurutucu, Sasirtici, 16. 41
turetilmis kelimeleri bilir ve  Bakici, Besleyici, Bulasici, Tiketici, Yonetici, Dinleyici, 12 6’56 !
kullanir. Saticl
k7 )k / AUk ekiyle g\ Ciriik, Kesik, Ezik, istek, Dilek, Adak, Delik, Ilik, 17, 42,
turetilmis kelimeleri bilir ve 12
Kopuk, Yirtik, Kirik 67
kullanir.
- —(1 - kiyl N
m / ~{m / ~Um ekivle i egitim, Toketim, Cozam, Titresim, Gelisim, 18,43,
tretilmis kelimeleri bilir ve . .. . ae 12
kullanir Onlem, Yerlesim, Degisim, Onarim, Ogrenim, Karisim 68
—mAn ekiyle  tiretilmis Danisman, Ogretmen, Cevirmen, Uzman, Gdcmen, 10 19, 44,
kelimeleri bilir ve kullanir. Yonetmen, Se¢cmen, Egitmen, Okutman, Elestirmen 69
_t/./ _tU../ _.(I)I?tl / —.(U)ntL{ GOrlintl, Gezinti, Baglanti, Toplanti, Kalinti, Akinti, 20, 45,
ekiyle turetilmis kelimeleri L 12
- Yikinti, Yasanti, Uziintd, Esinti, Bulanti, Kasinti 70
bilir ve kullanir.
+Al ekiyle tiretilmis  Cogalmak, Azalmak, Diizelmek, Yonelmek, Bosalmak, 3 21, 46,
kelimeleri bilir ve kullanir. Dikelmek, Daralmak, Kérelmek 71
+l ekiyle tiretilmis  Dogrulmak, Dirilmek, Egrilmek, Sivrilmek, Kisalmak, 9 22,47,
kelimeleri bilir ve kullanir. incelmek, Kugiilmek, Yiicelmek, Yiikselmek 72
A ekiyle taretilmis Uttlemek, Ha2|r'lamak, Temlzilemek, Hesaplamak, 23,48,
kelimeleri bilir ve kullanir Zayiflamak, Serinlemek, Hafiflemek, Alkislamak, 12 73
’ Cevaplamak, Hatirlamak, Depolamak, Ezberlemek
Telaslanmak, Duygulanmak, Gururlanmak,
+lAn ekiyle tiretilmis Meraklanmak, Hastalanmak, Sakatlanmak, Zorlanmak, 12 24, 49,
kelimeleri bilir ve kullanir. Sinirlenmek, Hizlanmak, Kaygilanmak, Umutlanmak, 74
Heyecanlanmak
+As ekiyle tiretilmis Haberlesmek, Uzaklasmak, Derinlesmek, Kar§|la§mak, 25 50,
. S Sakalagsmak, Selamlasmak, Kolaylasmak, Sessizlesmek, 12
kelimeleri bilir ve kullanir. . . 75
Dertlesmek, Glizellesmek, Zorlasmak, Yogunlagsmak
TOPLAM KELIME SAYISI: 284

Daha once belirtildigi Gzere dil 6gretim setlerinde yer alan sozciiklerden olusturulan kelime
havuzunda arastirma kapsaminda 6gretilmek Uzere belirlenen 25 yapim ekiyle tlretilmis 1448 kelime
bulunmaktadir. Bu kelimeler arasindan digerlerine oranla goreceli olarak daha siklikla kullanilan 284
kelime secilerek Kelime Hazinesi Basari Testi kapsamina alinmistir. Basari testinde 6lgllen kelimelerin
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havuzdaki yapim ekleriyle tiiretilmis toplam kelimelere orani %19 olarak tespit edilmistir. Bu oranin
basari testi igin oldukga yeterli bir 6rneklem olusturdugu sdylenebilir.

Uygulama

Bu arastirmanin uygulama siireci Ondokuz Mayis Universitesi Tirkge Ogretimi Uygulama ve
Arastirma Merkezi'nde 03.04.2017 tarihinde baslayan B2 kurundaki 6grencilerle bu kur tamamlanana
kadar gecen 8 hafta icerisinde gerceklestirilmistir. Uygulama kapsaminda segilen 25 yapim ekinin her
birine ikiser ders saati ayrilmis, bu saatlerden ilk saat 6gretim, ikinci saat ise alistirma-pekistirme
cahismalari igin kullanilmistir. 7 hafta boyunca 6 ders saati icerisinde 3 yapim eki, son hafta ise 8 ders
saati icinde 4 yapim eki 6grenen 6grenciler 8 haftanin sonunda ilk haftadaki 1 saatlik farkindalik dersiyle
ile birlikte toplam 51 saatlik bir egitim almiglardir.

Ogretime baslamadan 6nce deney grubundaki 6grenciler alacaklar egitime dair bilgilendirilmis,
normal dil 6gretim silrecinin aksatiimayacagl konusunda giivence verilerek onyargilar kirilmaya
cahsilmistir. Uygulamanin ilk dersinde herhangi bir yapim ekinin 6gretimi yapilmamis gorsellestirilmis
kelimeler Gzerinden Tirkgenin kelime tiiretme mantigl konusunda 6grenenlerde farkindalk yaratmaya
gayret edilmistir. Bunu saglayabilmek icin 6grenenlerin asina olduklari ve siklikla karsilastiklari
kelimelerden yazmak, yazi, yazar, yazici, kitap, kitapgi, kitapgik, kitaplik, goz, gozlik, gozlikel, ¢op,
¢Opcu, ¢opluk, korkmak, korkak, korku, korkung, korkusuz sozciiklerinin gorselleri ile bunlari olusturan
kok ve eklerin sematik gdsterimi bir arada sunulmustur.

Yapim eklerinin 6gretiminde arastirmaci tarafindan hazirlanan sunular kullanilarak her bir yapim
ekinin 6gretim sireci 5 asamada gerceklestirilmistir. Biitlin yapim eklerinin 6gretimine ilk olarak ilgili
ekin ne ise yaradigl, hangi tir kelimelerden hangi tiir sozcikler tirettigi aciklanarak baslanmistir.
Ornegin; -DAs yapim eki icin 6grenenlere -DAs ekinin isim olan bir kelimeye gelerek bu kelimenin
anlamiyla baglantih olan yeni bir sozclik turettigi, yalnizca isimlere eklendigi ve fiillerle birlikte
kullanilmadigi drneklerle anlatilmistir. Daha sonra hazirlanan sununun ilk karesinde yer alan ekin
islevinin agiklandigi bolim 6grenenlere sunularak —DAs ekinin sozciiklere kazandirdigi anlam 6rnekler
lizerinden gosterilmeye galigiimistir.

ikinci asamada, 6gretilecek ekin sdzciiklere getiriimesiyle meydana gelen kék sézciikle yeni olusan
kelime arasindaki anlamsal degisimi ve bu iki sdzclik arasindaki anlamsal iliskiyi géstermek, ayrica bu
konuda farkindalik olusturmak icin hazirlanan sunuda yer alan icerik agiklanmaya calisiimistir. Bunun igin
ornek olarak secilen kelimelerin dncelikle anlami agiklanmis, sonra resimleri gdsterilmis, daha sonra ilgili
yapim eki kok sozcige eklendiginde olusan yeni kelime ve bu kelimenin anlamini agiklayan resim
sunularak tiim bu iliski 6gretici tarafindan izah edilmistir.

Ugiincli asamada yapim ekleriyle tiiretilen bir kelimenin kendisinden tiiredigi kelime ile anlamsal
acidan iliskili oldugu ve yeni kelimenin ek ve kokiine ayriimasiyla anlaminin tahmin edilebilecegi
konusunda bir farkindalk yaratarak morfolojik analiz becerisi diyebilecegimiz bu beceriyi 6grenenlere
kazandirmak amaclanmistir. Bunu igin ilgili yapim ekini ihtiva eden ve ornek olarak secilen soézclikler
resimleri ile birlikte sunulmus, bitiinden parcaya dogru sirasiyla kelimenin 6nce gévdesi, sonra koki, son
olarak da kok ile govde bir arada olacak bicimde resimleriyle birlikte 6grenenlere gosterilmis ve
kelimeler arasindaki bu anlamsal ve yapisal iliski 6gretici tarafindan agiklanmistir.

Dordiinct asamada, ilk Gg bélimde sunulan bilgilerin anlasilmasi ve 6rnek olarak segilen kelimelerin
climle icinde kazandiklari anlamlarin gosterilmesi amaciyla ilgili sdzciiklerin hem kék hem govde olarak
ciimle iginde kullanimlari 6grenenlere sunulmus ve kelimeler ile cimlelerin anlamlari agiklanmaya
calisiimistir.

Son olarak besinci asamada ise 6grenilenlerin pratige dokilmesi ve pekistiriimesi amaciyla hazirlanan
calisma kagitlari dagitilmis ve 6grenenlerden galisma kagitlarindaki alistirmalari yapmalari istenmistir. Bu
etkinlik tamamlandiktan sonra dogru cevaplar 6grenenlerin de katiimiyla incelenmis ve agiklanmistir.
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Verilerin Analizi

Turkgeyi yabanci dil olarak 6grenenlere yapim eki 6gretiminin kelime hazinesi uzerindeki etkisini
belirlemek amaciyla toplanan veriler gerekli analizlerin yapilabilmesi i¢in kodlanarak bilgisayar ortamina
aktariimis ve SPSS 21 (The statistical Packet for the Social Sciences) isimli istatistiksel veri ¢oziimleme
programi yardimiyla analiz edilmistir. Deney ve kontrol gruplarinin dntest-sontest puanlari arasinda
anlaml bir fark olup olmadiginin belirlenmesinde parametrik testlerden iliskili drneklemler igin t testi;
deney ve kontrol gruplarinin sontest puanlarinin karsilastiriimasinda ve gruplarin kendi icinde uygulama
sonuna kadar gosterdikleri ilerlemenin istatistiksel anlamliligini tespit etmek icin iliskisiz 6rneklemler igin
t testi; deney ve kontrol grubunda yer alan 6grenenlerin bulunduklari gruplara gore gosterdikleri
degisimin farkhligini ortaya ¢ikarmak igin tek faktor Gzerinde tekrarlanmig Slglimler igin iki faktorli
ANOVA; gruplar arasinda ortaya ¢ikan farklhligin ne oOlglide uygulanan deneysel islemden
kaynaklandiginin tespit edilmesi icin ANCOVA; dil ailesi degiskeninin ve dillerin yapisal 6zelliklerinin
deney grubunun elde ettigi basarida etkisi olup olmadigini belirlemek icin tek yonli ANOVA ve bu etkinin
alt boyutlarinin tespitinde ise Post-Hoc testlerinden Tukey testi kullanilmistir. Uygulanan deneysel
islemin bagimli degiskenler tizerinde yaptig etkinin blyikliginin 6lgilmesinde ise Eta-Kare, Cohen’s d,
Hagend g ve r hesaplamalarindan yararlaniimistir.

Bulgu ve Yorumlar

Yapim eki 6gretiminin yabanci dil olarak Turkge 6grenenlerin kelime hazinesinin gelisimine etkisi olup
olmadigini belirleyebilmek igin arastirmaci tarafindan hazirlanan kelime hazinesi basari testinden deney
ve kontrol grubunun elde ettigi puanlar lzerinde cesitli analizler yapilmistir. Bu analizler “Yapim eki
6gretiminin yapildigi deney grubu ile bu egitimi almayan kontrol grubu arasinda kelime hazinesi
bakimindan anlamli bir fark var midir?” arastirma sorusu cercevesinde gerceklestirilmistir. Bu
dogrultuda elde edilen veriler ilgili arastirma sorusuna yanit bulabilmek igin 6 farkli agidan incelenerek
analiz edilmistir.

Yabanci dil olarak Tirkce 6grenenlere yapim eklerinin 6gretiminin kelime hazinesi lzerinde etkili
olup olmadigini ortaya gikarmak icin deney grubu uygulama 6ncesi ve uygulama sonrasinda kelime
hazinesi basari testine tabi tutulmus ve “Deney grubunda yer alan 6grenenlerin kelime hazinesi basari
testinden elde ettikleri dntest ile sontest puanlari arasinda anlamli bir fark var midir?” sorusuna cevap
aranmistir. Bu amag dogrultusunda deney grubunun dntest ve sontest puanlari iliskili drneklemler igin t
testi ile karsilastinimistir. Gergeklestirilen analiz sonuglari asagidaki tabloda sunulmustur:

Tablo 4.
Deney Grubunun Ontest-Sontest Toplam Puanlarinin T Testi Analiz Sonuglari
Deney Grubu n X ss sd Xf t p’
Ontest 13 35.23 10.544
Sontest 13 58.61 6.171 12 23.38 12.116 000
* p<0.05

Tablo incelendiginde deney grubundaki 6grenenlerin 6ntest basari puanlarinin ortalamasi 35.23 iken
sontest puanlarinin ortalamasi 58.61 olarak belirlenmistir. Deney grubunun 6ntest ile sontest puanlari
arasinda 23.38 puanlik bir fark olusmustur. Bu durumda Ontest ile sontest arasinda gegen siirede deney
grubundaki yabanci dil 6grencilerinin kelime hazinelerinde kayda deger bir ilerleme oldugu séylenebilir.
iki test uygulamasi arasinda ortaya cikan bu farkhiligin istatistiksel olarak anlamli olup olmadigini tespit
etmek icin yapilan t testi sonucuna gore ontest ile sontest basari puanlari arasinda anlamli bir fark
bulundugu belirlenmistir (t12=12.116, p .00<.05). Baska bir ifadeyle, deney grubundaki katilimcilarin
kelime hazinesi basari testinden yapim eklerini 6grenmeden dnce elde ettikleri basari ile yapim eklerini
o6grendikten sonra elde ettikleri basari arasinda anlamli diizeyde farkhlik oldugu goriilmektedir. Bu
sonug, erken bir degerlendirmeyle deney grubunda uygulanan deneysel islemin yani yapim eki
ogretiminin 6grenenlerin kelime hazinesi tizerinde oldukga etkili oldugu seklinde yorumlanabilir.
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Arastirmanin deseninin bir geregi olarak deneysel islem olarak tasarlanan yapim eki 6gretimini
almayan kontrol grubundaki 6grenenler uygulama 6ncesinde ve uygulama sonrasinda kelime hazinesi
basari testine alinmis ve “Kontrol grubunda yer alan 6grenenlerin kelime hazinesi basari testinden elde
ettikleri dntest ile sontest puanlari arasinda anlamli bir fark var midir?” sorusuna yanit aranmistir. Bu
sorunun cevabini ortaya ¢ikarmak igin kontrol grubunun dntest ve sontest puanlari iliskili rneklemler
icin t testi aracihigiyla karsilastirilarak analiz edilmistir. Gergeklestirilen analiz sonuglari asagidaki tabloda
gosterilmistir:

Tablo 5.
Kontrol Grubunun Ontest-Sontest Toplam Puanlarinin T Testi Analiz Sonuglari
Kontrol Grubu n X ss sd Xf t p’
Ontest 13 35.38 8.519
Sontest 13 42.15 7.625 12 6.77 17.149 000
* p<0.05

Tablodaki veriler ele alindiginda, kontrol grubundaki katilimcilarin kelime hazinesi basari testinden
aldiklari Ontest puan ortalamalarinin 35.38, sontest puanlarinin ortalamasinin ise 42.15 oldugu
gorulmektedir. Kontrol grubunun oOntest ile sontest ortalama basari puanlari arasinda 6.77 puanlik bir
fark olugmustur. Ortaya ¢ikan bu fark kontrol grubundaki 6grenenlerin kelime hazinelerinin arastirma
siiresi icerisinde gelisim kaydettigini géstermektedir. Ontest ile sontest uygulamasi arasinda gegen
surede olusan bu farkin istatistiksel anlamhligini belirlemek icin gergeklestirilen iliskili drneklemler igin t
testi sonucuna goére kontrol grubunun odntest-sontest puanlari arasinda anlamh bir fark oldugu tespit
edilmistir (t@2=17.149, p .00<.05). Bu durumda deneysel islemin uygulanmadigi kontrol grubundaki
o6grenenlerin de kelime hazinelerinde bir ilerleme oldugu séylenebilir.

Hem yapim eklerini 6grenen deney grubunun hem de bu egitimi almayan kontrol grubunun kelime
hazinesi basari testinden elde ettikleri basari puanlarinda gozlemlenen ilerleme, bu gelisimin ne
kadarinin deneysel islemden kaynaklandigini arastirma ihtiyacini dogurmustur. Bu noktada gruplarin
orneklem sontest puanlari arasinda bir fark olup olmadig ve varsa bu farkin gercekten deneysel
kosullardan kaynaklanip kaynaklanmadigini séyleyebilmek igin “Yapim eki 6gretimini alan deney grubu
ile boyle bir egitimden gegmeyen kontrol grubunun 6ntest puanlarina gore dizeltilmis sontest puanlari
arasinda kelime hazinesi bakimindan anlamli bir fark var midir?” arastirma sorusu dogrultusunda
ogrencilerin sontest puanlari Gzerinde, ontest puanlarn “ortak degisken” alinarak ANCOVA analizi
yapilmistir. Gergeklestirilen analiz sonuglari agagidaki tabloda verilmistir:

Tablo 6.
Ontest Puanlarina Gére Diizeltilmis Sontest Puanlarin Kovaryans Analizi Sonuglari
Varyansin Kaynagi KT sd KO F p’ n?
Model 2621.637 2 1310.819 102.367 .000 .899
Ontest (Reg) 860.253 1 860.253 67.181 .000 745
Grup 1781.883 1 1781.883 139.155 .000 .858
Hata 294.516 23 12.805
Toplam 2916.154 25
* p<0.05

Tablodaki verilere kaynaklik eden katilimcilarin dizeltilmis sontest ortalama puanlari deney grubu
icin 58.663, kontrol grubu igin 42.106’dir. Bu iki deger arasinda goérilen 16.557 puanhk fark bile tek
basina deney grubunun daha basarili olduguna isaret etmektedir. Basari noktasinda ortaya ¢ikan bu
sonucta deneysel islemin yerini tayin edebilmek icin gerceklestirilien ANCOVA analizi neticesinde,
tabloda gorildigl lGzere deney ve kontrol gruplarinin kelime hazinesi basari testinden elde ettikleri
Onteste goére diizeltilmis sontest puan ortalamalar arasindaki farkin anlamli oldugu bulunmustur
(F(1,23=139.155, p .00<.05). Ulasilan bu bulgu, uygulanan deneysel islemin kelime hazinesi testi basari
puanlarinin artmasinda etkili oldugunu gostermektedir. Analiz sonuglarindan eta-kare degerleri
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incelendiginde farkh gruplarda yer almanin, bir baska deyisle yapim eki 6gretilen deney grubunda veya
bu egitimin verilmedigi kontrol grubunda bulunmanin kelime hazinesi basari testi sontest puanlarindaki
degiskenligin %85.8'ini agikladigi gorilmektedir. Elde edilen bu sonug, uygulanan deneysel islemin, yani
yapim eki 6gretiminin, deney grubu ile kontrol grubu arasinda olusan 16.557 puanlik ortalama basari
puani farkinin 14.206’hk kismindan sorumlu oldugunu géstermektedir. Arastirmada deneysel islemin etki
blyuklGginin hesaplanmasinda eta-kare degerinin yani sira Cohen’s d, Hedges’ g ve r 6lgimlerinden de
yararlaniimistir. Deney ve kontrol gruplarinda yer alan 06grenenlerin sontest puanlarinin analizi
sonucunda ortaya c¢ikan anlamh farklilik Gzerinde yapim eki 6gretiminin yarattigi etki blylklGglinin
hesaplanmasi sonucu sirasiyla d: 2.37, g: 2.29 ve r: 0.76 degerleri elde edilmistir. Buna gbre deneysel
islemin kelime hazinesi sontest ortalama puanlari tizerinde gok biyuk bir etki blyukligiine sahip oldugu
gorulmektedir.

Deney ve kontrol grubundaki katilimcilarin 6ntest ve sontest puanlari kendi gruplari icinde
incelendiginde, her iki grubun ortalama puanlarinda bir gelisim oldugu goériilmektedir (deney=23.38,
kontrol=6.77). Farkh gruplarda yer alan 6grenenlerin gosterdikleri gelisimin gruplara gére ne kadar
farkhhk gosterdigi ve varsa bu farkliliginin ne élgiide uygulanan deneysel islemden kaynaklandigini ortaya
¢ikarmak igin “Yapim eki 6gretimini alan deney grubu ile boyle bir egitimden gecmeyen kontrol grubu
arasinda kelime hazinesinin gelisimi bakimindan anlamli bir fark var midir?” arastirma sorusu temel
alinarak gruplarin gelisim puanlar Uzerinde iliskisiz 6rneklemler igin t testi analizi yapilmistir.
Gergeklestirilen analiz sonuglari asagidaki tabloda sunulmustur:

Tablo 7.
Deney ve Kontrol Gruplarinda Yer Alan Ogrenenlerin Kelime Hazinesi Bakimindan Kaydettikleri Gelisime
iliskin iliskisiz Orneklemler icin T Testi Analiz Sonuclari

Grup n X ss sd Xf t p* n?
Deney 13 23.38 6.959
Kontrol 13 6.77 1.423 24 16.61 8.434 .000 .748
* p<0.05

Tablodaki veriler incelendiginde, deney grubundaki Ogrenenlerin o6ntest ile sontest arasinda
gosterdikleri ortalama gelisim puani 23.38, kontrol grubundakilerin ise 6.77 seklindedir. Yapim eki
o6gretimini alan grup ile bu egitimi almayan grup arasinda 16.61 ortalama puanlik bir basar farki
olusmustur. Bu veriler deneysel islemin uygulanmadigi kontrol grubunun da kelime hazinesi bakimindan
ilerleme kaydettigini ortaya koymaktadir. Kontrol grubunun da kelime hazinesi basari testinde hatiri
sayllir derecede ilerleme kaydetmesi bu gruptaki 6grenenlerin gerek aldiklar dersler gerek bireysel
cabalariyla yeni kelimeler 6grenerek kelime hazinelerini gelistirdiklerini gostermektedir. Bu zaten dil
6grenim sirecinin dogal bir sonucudur. Her iki grup da B2 kurundan C1 kuruna dogru ilerlediklerinden
kelime hazinelerinin gelismesi son derece normaldir. Fakat deney ve kontrol gruplarinin gelisim
puanlarinin birbirinden 16.61 puanlik bir farklilik gostermesi 6ntest sirasinda birbirine oldukga yakin olan
ortalama basari puanlarinin sontestte baska bir degiskenin etkisiyle bu sekilde farklilastigina isaret
etmektedir. Arastirma cercevesinde diger sonuglar da dikkate alindiginda, bu degiskenin yapim eklerinin
ogretimi oldugu soylenebilir. Gruplar arasindaki gelisim ortalama puanlarinin istatistiksel olarak
anlamhligini test etmek igin basari puanlari iliskisiz drneklemler igin t testi kullanilarak analiz edilmis ve
iki grubun ortalama puanlarn arasindaki farkin anlaml oldugu sonucuna ulasilmistir (T(24)=8.434, p
.00<.05). Deney grubunun kontrol grubuna gore gosterdigi 16.61 ortalama puanhk fark Gzerinde yapim
eki 6gretiminin etkisinin hesaplanmasinda eta-kare degeri kullanilmis ve bu degisimin % 74.8'inin
deneysel islemden kaynaklandigi tespit edilmistir. Elde edilen bu sonug, uygulanan deneysel islemin,
yani yapim eki 6gretiminin, deney grubu ile kontrol grubu gelisim puanlari arasinda olusan 16.61 puanlik
ortalama basari puani farkinin 12.42’lik kismindan sorumlu oldugunu gostermektedir. Etki blytkltginiin
hesaplanmasinda kullanilan diger yontemlerin sonuglarina gére d: 3.30, g: 3.20 ve r: 0.85 olarak
belirlenmistir. Bu degerler yapim eki 6gretiminin gelisim puanlari (izerinde olduk¢a buyik bir etki
biyuklGgline sahip oldugunu ortaya koymaktadir.
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Deney ve kontrol gruplarinda yer alan katilimcilarin tamaminin kelime hazinesi bakimindan gelisim
gostermesi bu gelisimin katihmcilarin yer aldigi gruba goére farklilagip farklilagsmadigini belirlemeyi gerekli
kilmistir. S6zu edilen bu hususu ortaya cikarabilmek iginse tek faktor Gizerinde tekrarlanmig 6lglimler igin
iki faktorli varyans analizi kullanilmistir. Yapilan analizin sonuglari agsagidaki tabloda gosterilmistir:

Tablo 8.
Deney ve Kontrol Gruplarinin Kelime Hazinesi Gelisim Farklili§ina iliskin ANOVA Analiz Sonuglari
Varyansin Kaynagi KT sd KO F p* n?
Gruplar Arasi
Grup (Deney/Kontrol) 864.308 1 864.308 6.785 .016 .220
Hata 3057.462 24 127.394
Gruplar ici
Olgiim (Ontest-Sontest) 2955.077 1 2955.077 234.303 .000 .907
Grup C)Igl’]m 897.231 1 897.231 71.140 .000 .748
Hata 302.692 24 12.612
* p<0.05

Tablodaki degerler incelendiginde, farkli gruplarda (deney-kontrol) olma ile farkh zamanlarda
(uygulama oOncesi-sonrasi) 6l¢imi gosteren faktorlerin calisma grubunun kelime hazinesi testi basari
puanlar Gzerindeki ortak etkisinin anlamli oldugu bulunmustur (F(; 18=71.14, p .00<.05). Bu bulgu,
yapim ekleri 6gretimi alan deney grubundaki 6grenenlerin gelisim puanlarindaki deneysel islem 6ncesine
gore gozlenen degismenin, kontrol grubundaki 6grenenlerinkinden farkli oldugunu ortaya koymaktadir.
Yani deney ve kontrol grubundaki katilimcilarin gelisim puanlari denemelere bagli olarak farklilik
gostermektedir. Baska bir ifadeyle, uygulanan deneysel islemin bir neticesi olarak gelisim puanlari
degismektedir. Buradan yola ¢ikarak deneklerin gelisim puanlarinda gozlemlenen farkhliklarin yapim
ekleri o6gretiminden kaynaklandigi sdylenebilir. Bu durumda yapim ekleri 6gretiminin yabanci dil
o6grenenlerin kelime hazinesinin gelistirilmesinde 6nemli bir etken oldugu anlasiimaktadir.

Deney grubunda yer alan katilimcilarin ana dillerinin koken bakimindan bagh oldugu dil ailesinin kelime
hazinesi 6zelinde elde edilen basarida etkisi olup olmadigini tespit etmek icin deney grubunun sontest
puanlar “Dil ailesi degiskeni deney grubunun kelime hazinesi basarisi lizerinde etkili midir?” arastirma
sorusu dogrultusunda tek yonli ANOVA testi ile analiz edilmistir. Gergeklestirilen analizin sonuglari
asagidaki tabloda sunulmustur:

Tablo 9.
Dil Ailesine Gére Deney Grubu Sontest Puanlarin Tek Yénlii ANOVA Sonuglari
Dil Ailesi n X Ss Varyansin Kaynagi KT sd KO )
Hint-Avrupa 3 59.00 2,646
Hami-Sami 3 64.33 4,509 Gruplar Arasi 377.24 4 9431 .004
Bantu 3 51.67 1,528 :
’ Gruplar Igi 79.83 8 9.98
Cin-Tibet 2 5350 3,536 rupiariet
Ural-Altay 2 65.00 2,828
Toplam 13 5862 6,172 Toplam 4>7.08 12
* p<0.05

Uygulama grubundaki 6grenenlerin sontest puanlari katilimcilarin ana dillerinin ait oldugu dil ailesi
bakimindan ele alindiginda, Bantu dil ailesinden gelen Ogrenenlerin kelime hazinesi testi sontest
puanlarinin aritmetik ortalamasi 51.67; C(Cin-Tibet dil ailesindekilerin 53.50; Hint-Avrupa dil
ailesindekilerin 59; Hami-Sami dil ailesindekilerin 64.33; Ural-Altay dil ailesindekilerin 65; grup
ortalamasinin ise 58.62 puan seklinde oldugu gorilmektedir. Bu degerler farkli dil ailesindeki
o6grenenlerin kelime hazinesi basari testinden farkli derecelerde sonuglar elde ettigini gostermektedir.
Buna gore; en yiksek basariyr Ural-Altay dil ailesindeki 6grenenler yakalarken en distk basariyi elde
edenler ise Bantu dil ailesindeki katilimcilar olmustur. Ayrica Bantu ve Cin-Tibet dil ailesinden gelen
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o6grenenler grup ortalamasinin altinda, Hint-Avrupa, Hami-Sami ve Ural-Altay dil ailesindeki 6grenenler
ise grup ortalamasinin Ustiinde bir basari puanina ulagmislardir. Deney grubundaki 6grenenlerin kelime
hazinesi testi sontest puanlarinda ortaya cikan bu sonuglarin istatistiksel olarak anlamli olup olmadigini
tespit etmek icin tek yonli ANOVA analizine basvurulmustur. Analiz sonucuna gore; dil ailesi
degiskeninin sontest puanlarinda olusan farkhliklarin ortaya g¢ikmasinda istatistiksel olarak anlaml
diizeyde etkili oldugu anlasiimistir (p .004<.05). Bu bulgu 6grenenlerin kelime hazinesi gelisiminin ana
dillerin akrabalik 6zelliklerinden etkilendigini gbstermektedir. Ulasilan bu sonug dil ailesinin yabanci dil
ogretimi slrecinde dikkate alinmasi gerektigini acikca ortaya koymaktadir. Farkh dil ailesinde
bulunmanin kelime hazinesi basarisini etkilediginin anlasilmasi Gzerine bu farklilasmanin hangi dil aileleri
arasinda oldugunu belirlemek igin Post-Hoc testlerinden Tukey testi de kullanilmistir. Yapilan analizin
sonuglari asagidaki tabloda gosterilmistir:

Tablo 10.
Dil Ailesine Gére Sontest Puanlarina iliskin Tukey Testi Analiz Sonuglari
Dil Ailesi Ortalamalar Farki p*
Hami-Sami -5.333 .318
Hint-Avrupa .Ban.tu 7.333 115
Cin-Tibet 5.500 .385
Ural-Altay -6.000 313
Hint-Avrupa 5.333 .318
Hami-Sami Bantu 12.667* .008
Cin-Tibet 10.833* .033
Ural-Altay -.667 .999
Hint-Avrupa -7.333 115
Bantu Hami-Sami -12.667* .008
Cin-Tibet -1.833 .965
Ural-Altay -13.333* .011
Hint-Avrupa -5.500 .385
- Hami-Sami -10.833* .033
Cin-Tibet Bantu 1.833 965
Ural-Altay -11.500* .039
Hint-Avrupa 6.000 .313
Ural-Altay Hami-Sami .667 .999
Bantu 13.333* .011
Cin-Tibet 11.500* .039
* p<0.05

Tablodaki veriler incelendiginde, dil ailesi degiskenine gore farklilasan sontest puanlarinin Hami-Sami
dil ailesi ile Bantu ve Cin-Tibet dil aileleri arasinda anlamli sekilde degisim gosterdigi gorilmektedir. Buna
gore Hami-Sami dil ailesinden gelen 6grenenler Bantu ve Cin-Tibet dil ailesindeki 6grenenlere gére daha
ylksek basari elde etmislerdir. Yine bu sonugla ayni dogrultuda Ural-Altay dil ailesindeki 6grenenler
Bantu ve Cin-Tibet dil ailesinden gelen 6grenenlerden daha basarili sonug elde ettikleri belirlenmistir.
Diger dil ailelerinden gelen 6grencilerin puanlari arasinda da farkliliklar olmasina ragmen bu veriler
istatistiksel olarak anlamli bulunmamistir. Sonug olarak yabanci dil 6grenenlerin ana dillerinin kdken ve
akrabalik 6zelliklerinin onlarin hedef dildeki kelime hazinesi gelisimleri ve basarilari (izerinde etkili
oldugu soylenebilir.

Dilin isleyis sisteminin 6nemli bir pargasi olan yapim eklerinin 6gretiminin cesitli degiskenler
Gzerindeki sonuglarinin arastirildig bu calismada, deney grubunda yer alan katilimcilarin ana dillerinin
sahip oldugu yapisal 6zelliklerin kelime hazinesi 6zelinde elde edilen basarida etkisi olup olmadigini
tespit etmek icin deney grubunun sontest puanlari “Dillerin sahip oldugu yapisal 6zellikler deney
grubunun kelime hazinesi basari testi sontest puanlari (izerinde etkili midir?” arastirma sorusu
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dogrultusunda tek yonli ANOVA testi ile analiz edilmistir. Gergeklestirilen analizin sonuglari asagidaki
tabloda sunulmustur:

Tablo 11.
Dillerin Sahip Oldugu Yapisal Ozelliklerin Deney Grubunun Sontest Puanlari Uzerindeki Etkisini
Belirlemeye Yénelik Tek Yonlii ANOVA Analizi Sonuglari

Yap|S|.na Gore n e ss Varyaniln KT sd KO p*
Diller Kaynagi
TZ';;?:E" 2 ggzg :gég Gruplar Arasi 22681 2 113.41  .032
Eklemeli 5 63.20 6.181 Gruplar igi 230.27 10 23.03
Toplam 13 58.62 6.172 Toplam 457.08 12

* p<0.05

Uygulama grubundaki 6grenenlerin sontest puanlari katiimcilarin ana dillerinin yapisal 6zellikleri
bakimindan ele alindiginda, tek heceli dilleri konusan 6grenenlerin kelime hazinesi testi sontest
puanlarinin aritmetik ortalamasi 55.33; cekimli dilleri konusanlarin 57.8; eklemeli dilleri konusanlarin
63.2 ve grup ortalamasinin 58.62 puan seklinde oldugu gorilmektedir. Bu degerler yapisal olarak farkli
dilleri konusan o6grenenlerin kelime hazinesi basari testinden farkli derecelerde puan aldiklarini
gostermektedir. Buna gore; en diisiik basariyi tek heceli dilleri konusanlar elde ederken en yiiksek
basariy1 eklemeli dilleri konusanlar yakalamistir. Ayrica tek heceli ve ¢ekimli dilleri konusanlar deney
grubunun kelime hazinesinden elde ettigi grup ortalamasinin altinda, eklemeli dilleri konusanlar ise grup
ortalamasinin lizerinde bir basari puanina ulagmislardir. Deney grubundaki 6grenenlerin kelime hazinesi
testi sontest puanlarinda ortaya ¢ikan bu sonuglarin istatistiksel olarak anlamli olup olmadigini tespit
etmek icin tek yonlit ANOVA analizine basvurulmustur. Analiz sonucuna goére; 6grenenlerin ana dillerinin
yapisal 6zellikleri sontest puanlarinda olusan farkliliklarin ortaya ¢ikmasinda istatistiksel olarak anlaml
dizeyde etkili oldugu anlasilmistir (p .032<.05). Bu bulgu 6grenenlerin kelime hazinesi gelisiminin ana
dillerin bigimsel 6zelliklerinden etkilendigini géstermektedir. Bu durumda morfoloji egilimli bir dil olan
Tirkgenin 6greniminde 6grencilerin ana dillerinin bicimsel 6zelliklerinin onlarin kelime 6grenimlerini
etkiledigi soylenebilir. Ulasilan bu sonug, dillerin yapisal 6zelliklerinin yabanci dil 6gretimi slrecinde
dikkate alinmasi gerektigini acgikca ortaya koymaktadir. Farkli dil yapisinda bir zihinsel isleyise sahip
olmanin kelime hazinesi basarisini etkilediginin anlasiimasi izerine bu farkhilasmanin hangi yapidaki diller
arasinda oldugunu belirlemek icin Post-Hoc testlerinden Tukey testi de ise kosulmustur.

Tablo 12.
Dillerin Sahip Oldugu Yapisal Ozelliklerin Deney Grubunun Sontest Puanlari Uzerindeki Etkisini
Belirlemeye Yénelik Tukey Testi Analiz Sonuglari

*

Yapisina Gore Diller Yapisina Gore Diller Ortalamalar Farki p
. Cekimli -5.467 .306
Tek Hecell Eklemeli -10.867* 028
Cekimli Tek Heceli 5.467 .306
Eklemeli -5.400 .225
Eklemeli Tek Heceli 10.867* .028
Cekimli 5.400 .225

* p<0.05

Tablodaki veriler incelendiginde, deney grubundaki 6grenenlerin ana dillerinin sahip oldugu yapisal
ozelliklere gore farkhilasan sontest puanlarinin tek heceli dil yapisindaki dillerin konusurlari ile eklemeli
dil yapisindaki dillerin konusurlari arasinda anlamh sekilde degisim gosterdigi goriilmektedir. Buna gore;
eklemeli dilleri konusan 6grenenlerin tek heceli dilleri konusanlara gore daha yiiksek basari elde ettikleri
belirlenmistir. Cekimli dil yapisindaki dillerin konusurlari ile tek heceli ve eklemeli dillerin konusurlari
arasinda da basari puani agisindan farkhlik olmasina karsin bu puanlarin istatistiksel olarak anlamli bir
farka isaret etmedigi tespit edilmistir. Sonug olarak Tirkceyi yabanci dil olarak 6grenenlerin konusuru
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olduklari ana dillerinin yapisal 6zelliklerinin onlarin hedef dildeki kelime hazinesi gelisimleri ve basarilari
Uzerinde etkili oldugu séylenebilir.

Kelime Hazinesinin Gelisimine iligkin Bulgular

Yabanci dil olarak Tiirkgce 6grenenlere yapim eki 6gretiminin sonuglarinin arastirildigi bu ¢alismada
gerceklestirilen analizler neticesinde yapim eki 6gretiminin kelime hazinesi Gizerinde énemli derecede
etkili oldugu ve basariyi artirdigi belirlenmistir. Bu noktada yapilan 6gretimin alt boyutlarinin ortaya
cikarilmasinin  g¢alisma bulgularinin  6gretim slrecine vyansiyabilmesi icin gereklilik arz ettigi
distntlmektedir. Bu nedenle deney grubundan kelime hazinesi basari testi cercevesinde Ontest ve
sontest uygulamalarinda elde edilen verilerin detayh bir incelemesi yapilmistir. Bu inceleme “Deney
grubundaki dgrenenlerin yapim ekleri konusunda kelime hazinesi bakimindan gésterdikleri gelisimin
boyutlari nelerdir?” arastirma sorusu dogrultusunda deney grubundaki 6grenenlerin uygulama
oncesinde 6gretime dahil edilen eklerden tiretilmis olan kelimelerden kacini bildiklerini, uygulama
sonrasinda bunlardan kacini 6grendiklerini ve ekler yardimiyla kelime hazinelerine kattiklari kelime
sayisini kapsamaktadir. Bu incelemeye konu olan veriler asagidaki tabloda sunulmustur:

Tablo 13.
Odretilen Yapim Eklerinin Kelime Hazinesinin Gelisimi Uzerindeki Etkisine iliskin Analiz Sonuglari

7] s b £ £ B 29 v E WV
Yapim Eki f_‘ % ‘g %" %" § *2 z ‘g ; :%" ;
:0 o} A (G) o0 > 0w ) O wn

+CA 12 18 28 10 25.64 5,54 8,62 3,08

+Cl / +CU 12 15 31 16 41.02 4,62 9,54 4,92
+Clk / +CUk 10 26 37 11 28.20 6,67 9,49 2,82
+DAs 10 17 31 14 35.89 4,36 7,95 3,59
+l1/+lU 12 21 31 10 25.64 6,46 9,54 3,08
+lk / +IUk 12 16 28 12 30.76 4,92 8,62 3,69
+(l)ncl / +(U)ncu 11 17 24 7 17.94 4,79 6,77 1,97

+sAl 12 12 25 13 33.34 3,69 7,69 4

+slz / +sUz 12 23 33 10 25.64 7,08 10,2 3,08
—-Ak 11 18 32 14 35.89 5,08 9,03 3,95

—¢ 11 13 32 19 48.71 3,67 9,03 5,36

-GAn 12 19 30 11 28.20 5,85 9,23 3,38

-Gl 12 14 29 15 38.46 4,31 8,92 4,62

—GIn / -GUn 12 23 36 13 33.34 7,08 11,1 4

-1/-U 12 15 32 17 43.58 4,62 9,85 5,23
—(y)icl / —(y)UcU 12 25 31 6 15.38 7,69 9,54 1,85
-k / —()k / —(U)k 12 15 27 12 30.76 4,62 8,31 3,69
-m/—(I)m / —(U)m 12 14 24 10 25.64 4,31 7,38 3,08
-mAn 10 15 28 13 33.34 3,85 7,18 3,33

—tl / -tU / —(I)ntl / —(U)ntU 12 19 33 14 35.89 5,85 10,2 4,31
+Al 8 19 33 14 35.89 3,9 6,77 2,87

+ 9 17 31 14 35.89 3,92 7,15 3,23

+IA 12 23 29 6 15.38 7,08 8,92 1,85

+lAn 12 15 30 15 38.46 4,62 9,23 4,62

+lAg 12 29 37 8 20.51 8,92 11,4 2,46

» O.T.K.S. Olgiilen Toplam Kelime Sayisi » S.0.K.S. Sahip Olunan Ortalama Kelime Sayisi

Tablodaki verilere bakildiginda, deney grubunda yer alarak yapim eklerini 6grenen katilimcilarin
tamaminin 6gretimi yapilan 25 yapim ekiyle tiretilmis kelimelerde ilerleme kaydettikleri gorilmektedir.
Ontestten sonteste kadar 6grenenlerin en cok sirasiyla — fiilden isim yapim eki, -1 fiilden isim yapim eki,
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+Cl isimden isim yapim eki, +lAn isimden fiil yapim eki, -Gl fiilden isim yapim eki, —tl/-tU fiilden isim
yapim eki, sAl isimden isim yapim eki ve —GIn fiilden isim yapim eki ile tiretilen kelimelerde gelisim
gosterdigi belirlenmistir. Ogretilen yapim ekine bagh en az ilerleme gériilen kelimelerin ise sirasiyla —
(y)lcl/(y)UcU fiilden isim yapim eki, +la isimden fiil yapim eki ve +(I)ncl / +(U)ncU isimden isim yapim eki
vasitasiyla tiiretilen kelimeler oldugu tespit edilmistir. Kelime hazinesinde yapim ekine bagli en yiksek
gelisim orani % 48.71, en dusik gelisim orani ise % 15.38 olarak saptanmistir. Deney grubundaki
ogrenenlerin yapim ekleriyle tiretilmis kelimeler kapsaminda kelime hazinesi gelisimlerinin ortalama
oraninin ise % 31.18 oldugu anlasilmistir.

Gergeklestirilen analizler neticesinde yapim ekleriyle tiiretilmis olan kelimelerden Ontest ve sontest
asamasinda yapim eki basina ortalama ne kadarinin galisma grubu tarafindan bilindigi ve gruplarin yapim
eki bagina ortalama kag kelimede ilerleme kaydettigini gdsteren tablo asagida verilmistir:

Tablo 14.
Deney ve Kontrol Grubunun Kelime Hazinesine iliskin Ortalama Dederler (Yapim Eki Basina)
Ontestte Bilinen Ortalama Sontestte Bilinen Ortalama Gelisen Ortalama
Kelime Sayisi Kelime Sayisi Kelime Sayisi
Deney 5.34 8.86 3.52
Kontrol 5.36 6.38 1.02
Fark 0.2% 2.48¢ 2.5¢
» d: Deney grubu lehine » k: Kontrol grubu lehine

Tablodaki veriler incelendiginde, deney grubundaki 6grenenlerin yapim eki 6gretimini almadan 6nce
gerceklestirilen dntest sirasinda yapim eki basina test edilen ortalama 11.36 kelimeden 5.34 kelimeyi
bildigi, deneysel uygulama ile birlikte yiurutilen B2 dizeyinin sonunda ise ayni kelimelerden ortalama
8.86 sozciigii kelime hazinesinde bulundurdugu gériilmektedir. Ontest ile sontest arasindaki siirede
deney grubundaki katiimcilar ortalama 3.52 kelimelik bir ilerleme kaydetmislerdir. Yapim eki 6gretimi
almayan kontrol grubundaki 6grenenler ontest sirasinda test edilen 11.36 kelimeden ortalama 5.36
kelimeyi bildigi, B2 kurunun sonunda gergeklestirilen sontestte ise grubun bildigi ortalama kelime
sayisinin ortalama 6.38 kelimeye ulastigi belirlenmistir. Kontrol grubundaki 6grenenler de tipki deney
grubundaki 6grenenler gibi sontestte kelime hazinesi bakimindan gelisim goéstermislerdir. Ancak bu
gelisim yapim eki 6gretimini alan deney grubunda ortalama 3.52 kelimeye tekabiil ederken kontrol
grubunda bu deger ortalama 1.02 kelimelik bir ilerleme seklinde ortaya ¢ikmistir. Bu sonuca gore B2
kuru siiresince deneysel uygulama islemi olan yapim eki 6gretimi disinda ayni dersleri alan iki grup
arasinda olugan ortalama 2.5 kelimelik fark, yapim eki 6gretiminin 6grenenlerin kelime hazinesi
Uzerindeki etkisinin bliylkliguni ve gliciini ortaya koymaktadir. Bu sonug¢ deneysel uygulamaya dahil
edilen her bir yapim ekinin 6grenenlerin kelime hazinesine ortalama 2.5 kelime daha fazla katkida
bulundugunu gostermektedir. Bu bulgular, eger yapim ekleri gercek dil 6gretim silrecine eklenirse
Tirkge 68renen bireylerin kelime hazinelerinin gelistirilmesi slrecinde yapim eklerinin getirebilecegi
potansiyel faydanin ne denli olabilecegine i1sik tutmaktadir.

Uygulanan deneysel islemin calisma grubunun yapim ekleriyle tiretilmis sézctkleri iceren kelime
hazinesi Uzerindeki etkisini ve kelime hazinesi testi kapsaminda olglilen 284 kelimeden ne kadarinin
uygulama 6ncesinde deney ve kontrol grubu tarafindan bilindigi ve uygulama sonrasinda ne kadarinin
ogrenildigini gosteren tablo asagida yer almaktadir:
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Tablo 15.
Deney ve Kontrol Grubunun Kelime Hazinesine iliskin Toplam Degerler
Ontestte Bilinen Toplam Sontestte Bilinen Toplam Gelisim Kaydedilen
Kelime Sayisi Kelime Sayisi Toplam Kelime Sayisi
Deney 133.5 221.5 88
Kontrol 133.9 159.6 25.6
Fark 0.4k 61.9¢ 62.4¢

» d: Deney grubu lehine » k: Kontrol grubu lehine

Tablodaki verilere bakildiginda, dntestin uygulandigi slirecte 284 kelimenin test edildigi kelime
hazinesi basari testinden deney grubundaki 13 katilimcinin ortalama 133.5, kontrol grubundaki 13
katiimcinin ise ortalama 133.9 kelimeyi bildigi goriilmektedir. Deney grubunun aldigl yapim eki
O6gretiminin yani sira B2 kurunun gerektirdigi dersleri tamamlayan her iki grubun sontest sonuglar
incelendiginde, deney grubundaki 6grenenlerin kelime bilgisinin ortalama 221.5 kelimeye, kontrol
grubundakilerin kelime bilgisinin ise ortalama 159.6 kelimeye ulastigi belirlenmistir. Yapim eki 6gretimini
alan ve almayan iki grup da kelime hazinesi bakimindan ilerleme kaydetmis, bu ilerleme deney grubun
icin ortalama 88, kontrol grubu igin ortalama 25.6 kelime olarak ortaya ¢ikmistir. iki grup arasinda 284
kelime Uzerinden yapilan degerlendirmede birey basina deney grubu lehine 62.4 kelimelik bir fark
olusmustur. Baska bir ifadeyle, yapim eki 6gretimini alan 6grenenler bu egitimi almayan 6grenenlerden
ortalama 62.4 kelime daha fazla 6grenmislerdir. Yalnizca deney grubundan elde edilen veriler ele
alindiginda, deneysel uygulama siireci sonundan gosterilen ortalama 88 kelimelik gelisim, yapim eki
Ogretiminin 6grenenlerin kelime hazinesini % 30.98 oraninda artirdi§ini géstermektedir. Kontrol
grubunun da kelime hazinesinde kaydettigi ilerleme de géz oniinde bulunduruldugunda, iki grup
arasinda ortaya c¢ikan ortalama 62.4 kelimelik gelisim farki, yapim eki 6gretiminin kelime hazinesinin %
21.97 oraninda artmasinda etkili olduguna isaret etmektedir. Bu iki oran birlikte degerlendirildiginde, 25
yapim eki seklinde tasarlanan 6gretimin kelime hazinesine yapim eki basina % 1.06 oraninda ek katki
saglayacagl anlamina gelmektedir. Bu bulgularinin isiginda, eger bu arastirma cercevesinde 6gretimi
yapilan yapim eklerinin tamami yabanci dil olarak Tirkce 6gretim siirecine dahil edilirse 6grenenlerin
halihazirdaki uygulamalarla sahip olduklari kelime hazinesinin % 26.5 oraninda genisleyecegi tahmin
edilmektedir.

Sonug, Tartisma, Degerlendirme ve Oneriler
Sonug ve Tartisma

GiUnimuzde yabanci dil 6gretimi iletisim temeli Gizerine kurulmakta ve bu siirecte esas olarak temel
dil becerilerinin gelistiriimesine odaklaniimaktadir. Her ne kadar dil 6gretim siireci bu becerilerin
merkeze oturtuldugu bir anlayista tasarlansa da dil bilgisi ve dil bilgisinin bilesenleri de farkli yaklagimlar
ve gesitli yontemlerle ve degisen yogunluktaki uygulamalarla yabanci dil egitiminin bir par¢asi olmaya
devam etmektedir. Clinkii ana dili egitiminden farkl olarak yabanci dil 6grenenlerin hedef dildeki dil
bilgisi kurallarini 6grenmesi gerekmektedir. Birey 6grenmeye calistigl yabanci dilin dil bilgisi yapi ve
kurallarini 6grenmezse bu dili hicbir zaman dogru ve etkili kullanamaz, hedef dilde yetkin kullanici
olamaz. Ornegin, herhangi bir kip ekinin karsiladigi zamani, bu ekin islevlerini ve cesitli durumlarda
ortaya cikan farkh bigimsel gortinimlerini bilmeyen bir kisi belli bir noktaya kadar iletisimi eksik de olsa
gerceklestirse bile yabanci dil 6grenimin temel hedefi olan dili tim becerilerde etkin, dogru ve yetkin
kullanma amacina ulasamaz. Bu nedenle de dil bilgisi yabanci dil 6gretiminde kaginilmaz olarak yer
almayi surdirmektedir.

Tiurkcenin yabanci dil olarak 6gretimi siirecinde dil bilgisi 6gretiminin yerine bakildiginda,
o6grenenlerin Tiirkceyi anlama ve anlatma sirasinda kullanabilmelerine yardim edecek olan dil bilgisel
yapi ve kurallarin baslangi¢ seviyesinden itibaren 6gretim silirecinde yer aldig1 ve eklemeli bir dil olan
Tirkgenin dil bilgisi kurallarinin eklerle islerlik kazandigi gerceginden yola cikarak eklerin iki temel
ozelliginden biri olan bagimlilastirma islevini yerine getiren ¢ekim eklerinin 6gretimine bliyiik 6nem
verildigi gorilmektedir. Tirkgenin yabanci dil olarak 6gretimi siireci ve bu siregte kullanilan 6gretim
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setleri incelendiginde, eklerin Ustlendigi ikinci temel gorev olan tiiretme islevini saglayan eklerin ise
dgretim siirecinde yeterince yer almadigi belirlenmistir. iste bu calismada, yabanci dil olarak Tiirkce
O0grenimi slirecinde 0gretimine yeterince yer verilmeyen bu eklerin yani yapim eklerinin 6gretime dahil
edilmesi durumunda 6grenenlere hedef dilde getirecegi katkilar arastirilmis, bu dogrultuda yapim eki
o6gretiminin yabanci dil olarak Tiurkce Ogrenenlerin kelime hazinesi zerindeki etkisi tespit edilmeye
cahisilmistir. Buna gore ulasilan sonuglar su sekildedir:

Deney grubundaki Ogrenenlerin 6ntestten elde ettikleri basari puanlar ile sontestten aldiklari
puanlar arasinda sontest lehine 23.38 puanlik bir fark olusmustur. Yani deney grubundaki katilimcilarin
kelime hazinesi uygulama boyunca gecen siirede birey basina ortalama 23.38 puanhk gelisim
gostermistir. iki test uygulamasindan elde edilen puanlar arasinda ortaya ¢ikan bu farkin, gerceklestirilen
t testi sonucuna gore istatistiksel olarak anlamli oldugu tespit edilmistir (p .00<.05). Baska bir ifadeyle,
deney grubundaki katilimcilarin kelime hazinesi basari testinden yapim eklerini 6grenmeden 6nce elde
ettikleri basari ile yapim eklerini 6grendikten sonra elde ettikleri basari arasinda anlamli diizeyde farkhhk
oldugu belirlenmistir. Bu verilerden yola ¢ikarak deneysel islem olarak uygulanan yapim eki 6gretiminin
deney grubunda yer alan Ogrenenlerin kelime hazinesinin gelisimi Uzerinde oldukga etkili oldugu
sonucuna ulasiimistir.

Kontrol grubundaki 6grenenlerin dntestten aldiklari ortalama basari puanlari ile sontestten aldiklari
basari puanlari arasinda sontest lehine 6.77 puanlik bir fark olustugu belirlenmistir. Ontest ile sontest
puanlari arasindaki bu fark istatistiksel olarak anlamli bulunmustur (p .00<.05). Bu sonuglar kontrol
grubundaki 6grenenlerin kelime hazinelerinin de deneysel uygulamanin gerceklestirildigi siire zarfinda
ilerleme kaydettigini gostermektedir. Bu sonucun ortaya c¢ikmasinda 6grenenlerin dil seviyelerinin
B2’den C1’e dogru ilerlemesi ve bu sirecgte dogal olarak yeni kelime 6grenmeye devam etmeleri etkili
olmugtur.

Hem yapim eklerini 6grenen deney grubunun hem de bu egitimi almayan kontrol grubunun kelime
hazinesi basari testinden elde ettikleri basari puanlarinda ilerleme géstermesi, hem deney ve kontrol
gruplarindan hangisinin daha basarili oldugunun ortaya cikarilmasini hem de kelime hazinesinde
gozlemlenen gelisimin  ne kadarinin deneysel uygulamadan kaynaklandiginin belirlenmesini
gerektirmistir. Calisma grubundaki katimcilarin kelime hazinesi basari testi dntest puanlarina gore
diizeltilmis sontest puanlari arasinda deney grubu lehine 16.56 puanlik bir fark oldugu tespit edilmistir.
Gergeklestirilen ANCOVA analizi sonucu da gruplar arasinda olusan 16.56 puanlik basari farkinin
istatistiksel olarak anlamh oldugunu (p .00<.05) ve uygulanan deneysel islemin kelime hazinesi basari
puanlarinin artmasinda etkili oldugunu goéstermistir. Yapilan analiz sonuglari derinlemesine
incelendiginde iki grup arasindaki 16.56 puanlik basari farkinin % 85.8’inin deneysel uygulama sonucu
ortaya ciktigl, yani yapim eki 6gretiminin bu farkin 14.21 puanlik kismindan sorumlu oldugu anlasiimistir.

Deney ve kontrol gruplarindaki 6grenenlerin deneysel uygulama oncesinde ontestten elde ettikleri
basari puanlarinin birbirine oldukca yakin oldugu bilindiginden, katilimcilarin yalnizca sontest puanlari
dikkate alinarak gerceklestirilen t testi sonucu da deney grubundaki 6grenenlerin kontrol grubundaki
O0grenenlere gore daha basarili oldugunu teyit etmektedir (p .00<.05). Yapim eki 6gretiminin bu basari
lizerindeki etkisinin blyiklUglni istatistiksel olarak belirlemek igin yapilan etki blyklGgi dlclimlerine
gore deneysel islemin sontest puanlari Gzerinde (d: 2.37, g: 2.29 ve r: 0.76) ¢ok bilylk bir etki
biyuklGgline sahip oldugu tespit edilmistir.

Deney ve kontrol grubundaki 6grenenlerin ontest ile sontest uygulamasi arasinda gecen siirede
kelime hazinesi bakimindan gosterdikleri gelisim puanlari lizerinde gergeklestirilen analizler neticesinde
iki grup arasinda ortalama 16.61 puanlik basari farki oldugu ve bu basari farkinin istatistiksel olarak
anlamh oldugu saptanmistir (p .00<.05). Yapim eki 6gretiminin gruplarin 16.61 puana tekabil eden
farkhhkta bir gelisim kaydetmesi Gzerinde % 74.8 oraninda etkili oldugu ve bu gelisim farkinin 12.42
puanlik kismindan yapim eki 6gretiminin sorumlu oldugu belirlenmistir.

Gergeklestirilen analizler neticesinde elde edilen sonuglar yapim eki 6gretiminin kelime hazinesinin
gelisimi Ulzerinde etkili oldugunu ve deney grubundaki 6grenenlerin bu sayede kontrol grubundaki
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ogrenenlere gore kelime hazinesi testinden daha yiiksek basari elde ettiklerini ortaya koymustur. Deney
grubundaki 6grenenlerin elde ettikleri bu basarida ana dillerinin bulundugu dil ailesinin bir etkisi veya
yardimi olup olmadigini belirlemek igin deney grubunun sontest puanlari tek yonli ANOVA analizi ile
incelenmis ve dil ailesinin deney grubundaki 6grenenlerin basarilari lizerinde bir etkisinin oldugu
anlasiimistir (p .004<.05). Deney grubundaki 6grenenler arasinda olusan dil ailesi kaynakl basari puani
farklarinin hangi dil aileleri arasinda ortaya giktigini tespit etmek icin Post-Hoc testlerinden Tukey testine
basvurulmus ve ulasilan sonuglar 6zellikle Hami-Sami ve Ural-Altay dil ailesinden gelen 6grenenlerin
Bantu ve Cin-Tibet dil ailesinden gelen 6grenenlere gore kelime hazinesi bakimindan daha yilksek basari
elde ettiklerini gbstermistir.

Deney grubundaki 6grenenlerin kelime hazinesi bakimindan daha ustiin basari gdstermesinde ana
dillerin yapisal 6zelliklerinin ve isleyis sisteminin herhangi bir etkisi veya yardiminin olup olmadigini
tespit etmek icin deney grubunun sontest puanlari tek yonli ANOVA analizi ile incelenmis ve
o6grenenlerin konusuru olduklari ana dillerin yapisal 6zelliklerinin uygulama grubunun elde ettigi basari
Gzerinde anlamh dizeyde etkili oldugu anlasiimistir (p .032<.05). Deney grubundaki katimcilarin
puanlari arasinda olusan ana dillerinin yapisal 6zellikleri kaynakli puan farklarinin hangi yapidaki diller
arasinda ortaya ciktigini belirlemek igin yapilan Post-Hoc testlerinden Tukey testi analiz sonuglarina gore
ozellikle eklemeli dil konusurlarinin kelime hazinesi bakimindan tek heceli dil konusurlarina gére daha
basarili olduklari anlagiimistir.

Kelime hazinesi basari testinde yer alan 284 kelime 25 farkli yapim ekiyle tiretilmis s6zclklerden
olusmaktadir. Buna goére; yapim eki basina test edilen ortalama sozciik sayisi 11.36 kelime olarak
belirlenmistir. Calisma grubundaki Ogrenenlerin 6ntest ve sontestten elde ettikleri sonuglar
incelendiginde deney grubundaki katilimcilarin ontestte bu kelimelerden ortalama 5.34’tnd, kontrol
grubundakilerin de ortalama 5.36’sini bildigi; sontestte ise deney grubunun bildigi kelime sayisinin yapim
eki basina ortalama 8.86 sozclige, kontrol grubunun bildigi kelime sayisinin ortalama 6.38 sozciige
ulastig belirlenmistir. Deneysel uygulama sonrasinda yapilan testte iki grubun da yapim eki basina ortak
gelisim gosterdigi ortalama 1.02 kelime sontest sonunda bilinen ortalama kelime sayisindan
cikartildiginda deney grubunun kontrol grubundan birey basina ortalama 2.5 kelime daha fazla 6grendigi
tespit edilmistir. Bu sonug deneysel uygulamaya dahil edilen her bir yapim ekinin 6grenenlerin kelime
hazinesine ortalama 2.5 kelime katkida bulundugunu géstermektedir.

Kelime hazinesi kapsaminda gelistirilen basari testi araciligiyla test edilen 284 sézcik ile ilgili calisma
grubundaki 6grenenlerin elde ettikleri sonuglar incelendiginde, deney grubundaki katilimcilarin 6ntestte
bu kelimelerden ortalama 133.5’ini kontrol grubundakilerin 133.9’unu bildigi; sontestte ise deney
grubunun bildigi kelime sayisinin kisi basina 221.5 s6zcige, kontrol grubundakilerin bildigi kelime
sayisinin 159.6 sozciige ulastigl belirlenmistir. Deneysel uygulama sonrasinda yapilan testte iki grubun da
ortak gelisim gosterdigi ortalama 25.6 kelime, sontest sonunda bilinen toplam kelime sayisindan
cikartildiginda deney grubunun kontrol grubundan birey basina 62.4 kelime daha fazla 6grendigi tespit
edilmistir. iki grup arasindaki ortaya cikan fark, yapim eki dgretiminin kelime hazinesinin % 21.97
oraninda artmasini sagladigini gostermektedir.

Yukarida belirtilen sonuglardan yola c¢ikarak genel bir degerlendirme yapildiginda, hem yapim eki
egitimini goren deney grubundaki 6grenenlerin hem de bu egitimi gérmeyen kontrol grubundaki
o6grenenlerin kelime hazinesi genislemistir. Bu dogal dil 6grenim silrecinin bir sonudur. Ancak deneysel
uygulama olarak manipliile edilen yapim eklerini 6grenen bireylerin kelime hazinesinde yapim eklerini
dgrenmeyenlere gore daha fazla ilerleme kaydettikleri goriilmustiir. Ustelik iki grup arasinda farklilasan
gelisim buylUkligl azimsanmayacak boyutlarda ortaya c¢ikmistir. Bu noktada rahatlikla yapim eki
ogretiminin  Turkce Ogrenenlerin kelime hazinelerinin gelistiriimesinde etkili bir ydontem olarak
kullanilabilecegi, hatta arastirma sonuglarindaki gostergeler dikkate alindiginda, yabanci dil olarak
Tirkce Ogretimi sirecinde kelime 6gretimiyle i¢c ice ge¢mis bir yapim eki 6gretimine mutlaka yer
verilmesi gerektigi sdylenebilir. Oyle ki mevcut dil 6gretimine gére kelime hazinesini yaklasik % 22
oraninda artirabilecegi tespit edilen bir uygulamayi géz ardi etmek akla yakin bir yaklasim olmayacaktir.
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Tirk alan yazininda Tirkcedeki yapim eklerinin 6gretiminin kelime hazinesi lzerindeki etkisinin
incelendigi bir calisma bugiline kadar gergeklestiriimediginden bu arastirmada elde edilen sonuglar
Tiirkce acisindan benzer calismalarla karsilastirilamamistir. Ancak diinya literatiiriinde 6zellikle ingilizce
Uzerinde dogrudan veya dolayl olarak yapim eki kelime hazinesi iliskisini inceleyen arastirmalar
bulunmaktadir. Bu arastirmalarda bagimsiz degisken olarak belirlenen yapim ekleri tiiretme eki,
turetimsel ek bilgisi, morfoloji bilgisi, morfolojik analiz ve morfolojik farkindalik gibi konularla
iliskilendirilerek s6zii edilen kavramlarin egitimi/6gretimi yoluyla kelime hazinesinde meydana gelen
degisim ve gelisimler irdelenmistir. Bahsedilen arastirmalarin bir kismi ana dili egitimi (ingilizce, Fince)
bir kismi yabanci dil 6gretimi (ingilizce, ispanyolca, Arapca) bir kismi da iki dilli 8grencilerin dil egitimi
(Cince-ingilizce, ispanyolca-ingilizce) cercevesinde gerceklestirilmistir. Diinya literatiiriindeki ilgili
¢alismalarin sonuglari ile (Bertram, Laine ve Virkkala, 2000; Bowers, 2012; Craven, 2010; Diaz, 2010;
Fergusson, 2006; Gomez, 2009; Good, 2011; Green, 2012; lyanaga, 2006; Khoury, 2008; Kieffer, 2009;
Larsen ve Nippold, 2007; Maag, 2007; Miguel, 2013; Mochizuki ve Aizawa, 2000; Pacheco, 2005; Smith,
1998; White, Power, and White, 1989; Zhang, 2009) bu arastirma neticesinde kelime hazinesi
cercevesinde elde edilen sonuglar birbiriyle ortismekte ve tutarlilik arz etmektedir. Tipki s6zi edilen
arastirmalarin sonuglarinda oldugu gibi bu arastirmada da yapim eki egitiminin kelime hazinesinin
gelisimine katki sagladigi ortaya cikarilmistir. Daha isabetli bir karsilastirma agisindan benzer ¢alismalarin
sonuglarina, yalnizca yabanci dil 6gretimi kapsaminda gergeklestirilen arastirmalarla sinirlandirilarak
deginmek gerekirse Mochizuki ve Aizawa (2000) ingilizce 6grenen Japon &grencilerle yirittigi
arastirmada ek bilgisi ile kelime hazinesi arasinda pozitif bir korelasyon oldugunu belirlemistir. Pacheco
(2005) yabanci dil olarak ingilizce 6grenen Porto Rikolu 6grencilerle gergeklestirdigi calismada ek bilgisini
bir strateji olarak kullanmayi basaran 6grencilerin yeni kelimeleri 6grenme, bilinmeyen kelimelerin
anlamini dogru tahmin etme ve okuduklarini daha iyi anlama hususlarinda gelisim kaydettiklerini tespit
etmis; bu nedenle de eklerin yabanci dil 6grenenlere farkindalik olusturacak sekilde ogretilmesi
gerektigini sOylemistir. lyanaga (2006) ek bilgisi ile kelime hazinesi blyuklugu arasindaki iliskiyi de
inceledigi bir arastirmada, bilinen yapim eki sayisiyla kelime hazinesi biliylkligl arasinda gigli bir
baglanti bulundugunu bildirmistir. Khoury (2008) dogrudan kok ve ek bilgisi 6gretiminin kelime
edinimine katkisini belirlemek amaciyla Arapgayl yabanci dil olarak 6grenen Amerikali 6grenenler ile
sirdirdiga arastirmada, deney grubundaki 6grencilerin kontrol grubundakilerden daha yliksek puanlar
elde ettigini ve deney grubundaki 6grencilerin bilinmeyen kelimelerin anlamini dogru tahmin etme
agisindan 6nemli 6lgide basarili oldugunu raporlamistir. Zhang (2009) sekil bilgisi egitiminin kelime
dgretiminde kullanilabilecek etkili bir yol olup olmadigini tespit etmek icin ingilizce 6grenen Ginli
ogrencilerle gergeklestirdigi calismada, sekil bilgisi egitimi alan 6grencilerin kelime bilgisi testinden daha
ylksek basari elde ettiklerini ortaya ¢ikarmis ve kelime 6gretimi ¢alismalarina morfolojik bilgi derslerinin
eklenmesi gerektigi ancak bunun tek basina degil, diger yontemlerle birlikte kelime 6gretimine katki
saglayacagini ifade etmistir. Craven 2010’daki arastirmasinda, ingilizcedeki morfolojik farkindalik
egitimiyle calismaya katilan 6grencilerin yeni kelimeler 6grendigini, kelimeleri morfolojik olarak analiz
edebilme becerisi kazandiklarini ve morfolojik analizi kelime 6greniminde yararli ve kullanish bir strateji
olarak benimsediklerini belirlemistir. Miguel (2013) ise yabanci dil olarak ispanyolca 6gretiminde sézciik
yapim bilgisinin nasil 6gretildigini, s6zcik yapim bilgisi ile 6grenciler kelime hazinesinin buyukluga
arasinda iliski olup olmadigini ve 6grencilerin bilinmeyen kelimelerin anlamini tahmin etmede sozcik
yapim bilgisini kullanip kullanmadiklarini tespit etmek amaciyla gerceklestirdigi arastirmada, sozcik
yvapim bilgisi ile kelime hazinesi biy(kligl arasinda glicli bir iliski bulundugunu; katilimcilarin yapim
eklerini belirleme konusunda anlama becerilerinde daha basarili olduklarini; yapim eklerinin Gretim
becerilerinde kullaniminin yalnizca (st seviyelerdeki ©6grenenler tarafindan basarilabildigini ve
bilinmeyen kelimelerin anlamini tahmin etmede yine yalnizca Ust seviyedeki 6grencilerin yapim eki
bilgisini ise kosabildigini tespit etmistir.

ingilizce, Arapca ve ispanyolcayi yabanci dil olarak 6grenenlerin bu dillerdeki yapim eki cercevesinde
degerlendirilebilecek bilgileri ile kelime hazineleri arasinda belirlenen pozitif iliski Tlrkceyi yabanci dil
olarak 6grenenlerle yiritilen bu arastirmada da kendini géstermistir. Dort farkl dilde de ulasilan bu
ortak sonug, dil ayrimi gézetilmeksizin sdézcik yapiminda gorev alan yapilarin yabanci dil 6grenenlerin
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dikkatine sunulmasi gerektigine gigcli bir sekilde isaret etmektedir. Clinkl bahsedilen arastirmalardan
elde edilen sonuglar, sézciik yapim bilgisinin yabanci dil 6grenenlerin kelime hazinesi gelisimine yaptigi
onemli katkinin yani sira, bilinmeyen kelimelerin anlamlarinin tahmin edilmesinde de 6grenenlere bir
firsat sunarak bu sayede 6zellikle okuduklarini daha iyi anlamalarina yardimci oldugunu ve 6grenenlerin
hedef dile hakimiyetini artirdigini agik bicimde ortaya koymustur.

Degerlendirme

Dil 6grenimin nihai amaci olan dili anlama ve anlatma becerilerinde etkili bir sekilde kullanabilme
hedefine ancak bir dilin yapi tasi olan kelimeleri yeterince ve ihtiyaci oraninda bilmekle ve bu kelimelerin
islemesini saglayan sistemleri 6grenip kullanmakla ulasilabilir. Tirkcede g¢ekim ve tiiretim Ozellikleri
olarak adlandirilan bu sistemleri yeterli ve etkili sekilde 6grenip kullanamayan bir yabanci dil 6grenicisi
hicbir zaman dil 6grenim maksadini gercek manada gergeklestiremeyecektir. Halihazirda strdirilen dil
ogretim sureclerinde Tirkgenin ¢ekim 6zellikleri Gizerinde yogunlasilmasina ragmen tiretim 6zelliklerinin
ihmal edilmesi sebebiyle bu amaca ulasmada zorluk yasayan 6grenenler bu arastirma kapsaminda
o6gretimi yapilan yapim ekleri sayesinde bilgi ve beceri repertuarlarina Turkgenin tiretim 6zelliklerini de
katma firsati yakalamislardir. Bu sayede 6grenenler yalnizca hazir olarak bulunan ve ezberledikleri
yapilari kullanmaya mahkim kalmaktan kurtularak dilin yaraticilik yonini yansitan tiiretim tarafini da
tanima imkani bulmus ve dile olan hakimiyetlerini artirmislardir.

Uygulama kapsaminda yapim eklerinin bicim ve islev 6zelliklerinin 6gretimiyle, 6grenenlerin kelime
hazinesinin mevcut dil 6gretim siirecindekinden daha fazla genislemesi ve bilinen kdkler yardimiyla yeni
sozclkler tiiretebilme ve metinlerdeki bilinmeyen sozciiklerin anlamini tahmin edebilme becerilerini
kazanmalari saglanmistir. Ayrica yapim eki bilgisi, 6grenenlerin yeni kelime 6grenimine de yardimci
olmustur. Yapim eklerinin 6gretimi sayesinde 6grencilerin yeni karsilastiklari kelimeleri daha kolay
O0grenebildikleri ve halihazirda bildikleri kelimelerle yeni 6grendikleri tiremis kelimeleri kék-yeni kelime
iliskisine dayanarak daha kolay iliskilendirebildikleri gdriilmustur.

Tirkgedeki kelime tiiretme mantigi, bu strecte kullanilan eklerin anlamla dogrudan baglantili olmasi,
kelimelerin ayni kdkten tiremesi ve tiiretilen kelimeler arasi iliskilerin saydam olmasi Tirkgeyi yabanci
dil olarak Ogrenenlere bilinmeyen kelimelerin anlamini tahmin etmede oldukca degerli ve kolay
gorilebilir ipuglari sunmakta; ayni zamanda bu 6zellikler yeni kelimelerin 6grenilmesini, hatirlanmasini
ve zihinde belli bir mantiga oturtularak igsellestirilmesini kolaylastirarak 06grenme kolayligi
saglamaktadir. Bu arastirmaya katilan Ogrenenler yapim eki Ogretimi sayesinde bu firsatlardan
yararlanma imkani elde etmislerdir.

Tirkgenin sondan eklemeli dil olmasinin getirdigi en 6nemli iki 6zellik, Turkcedeki sozciiklerin yapim
ekleri vasitasiyla yeni anlamlar kazanmasi ve ¢ekim ekleri araciligiyla da bu kelimelerin ciimle igerisinde
isler hale gelmesidir. Turkcenin bu 6zellikleri yabanci dil 6gretiminde kelime hazinesinin gelisimi ve yeni
kelime 6gretimi lizerinde 6nemli etkilere sahiptir. Ancak su andaki Tiirkge 6gretim siireci incelendiginde,
isletim eklerinin 6gretimine bilylk 6nem verilirken tlretim eklerinin ihmal edildigi gorilmektedir. Bu
calismaya birlikte yapim eklerinin Ogretimine de zaman ayrildiginda, yabanci dil olarak Tirkce
ogrenenlerin kelime hazinesi gelisimi ve buna bagl ortaya c¢ikan farkhh kazanimlar da gozler 6niine
serilmistir.

Sozciliglin anlaminda dogrudan etkili olan yapim ekleri ve kelimenin s6z dizimsel anlami Gzerinde
etkisi bulunan gekim ekleri birlikte dislinildiginde, bu ekler Tirkcedeki soézciklerin anlami lizerinde
belirleyici isleve sahiptirler. Anlam ve anlama kavramlarinin birbiriyle olan bitinlesik iliskisi s6zcliklerin
zihinsel anlamlandirma siirecini baska bir deyisle bireylerin anlama becerilerini ve gelisimini dogrudan
etkilemektedir. Bu nedenle, eklerin 6zellikle de yapim eklerinin anlam (izerinde sahip oldugu belirleyici
etkinin dil becerilerinin gelistirilmesi strecinde mutlaka dikkate alinarak yabanci dil 6grenenlerin bu
ozellikleri bilmesi saglanmalidir.

Yabanci dil 6gretiminde en ¢ok zorlanilan konulardan biri olan kelime 6gretimi, Tiirkgenin sahip
oldugu eklemeli dil yapisindan kaynaklanan 6gretim dostu yapi 6zellikleri sayesinde ¢cok daha kolay hale
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getirilebilir. Clinkl Tidrkgenin kurallarin zihinde somutlastiriimasini kolaylastiran matematiksel yapisi,
kelime koklerinin tek basina veya tliremis kelimeler iginde sabit kalmasi ve herhangi bir degisiklige
ugramamasi, sozciik koklerine gelen yapim ve g¢ekim eklerinin rahatlkla ayirt edilebilmesi hem ana
dilinde hem de yabanci dilde kelime 6grenimini kolaylastirmakta ve bilinmeyen kelimelere anlam verme
sdrecini hizlandirmaktadir.

Tirkge 6gretimi siirecinde cekim Ozelliklerinin 6gretimine gosterilen énem ve ayricalik yapilan
bilimsel arastirmalara da tesir etmis ve yabanci dil olarak Tirkce 6gretimi kapsaminda gergeklestirilen
akademik calismalar da ayni sekilde ¢ekim ekleri lizerine yogunlasmustir. iste bu calisma bugiine kadar
herhangi bir arastirmaya konu olmamis olan yapim eklerinin 6gretimi halinde elde edilebilecek katkilari
da ortaya ¢ikararak gelecekte yapilacak olan arastirmalara kapi aralamistir. Ayrica arastirma, yapim
eklerinin 6gretimi, morfolojik farkindalik, kelime hazinesinin gelistirilmesi ile ilgili yapilacak arastirmalara
ornek teskil ederek bu konularda yapilacak arastirmalarin sayisinin artirilmasina da zemin hazirlamis ve
Tirk alan yazinindaki boslugun doldurulmasinda 6nci bir rol Gstlenmistir.

Bu arastirma kapsaminda 6gretimi yapilan yapim eklerinin yabanci dil olarak Tirkce 6grenenlerin
kelime hazinesi gelisimleri bakimindan oldukga etkili olmasi ve mevcut dil 6gretimine gore daha fazla
kelime 6grenmelerini saglamasi Gzerinde, Tirkcede kok ile ek arasindaki iliskinin saydam ve belirgin
olmasi ve uygulanan egitim sayesinde 6grenenlerin bu konuda farkindalik kazanmasi; Tiirkgenin en
onemli tiretim 6zelligi olan kék soézclklerle tlretilen yeni sdzclkler arasinda anlam baginin agik bir
bicimde korunuyor olmasi ve bu bilginin 6grenenlere verilerek kelime 6gretiminde bir yontem olarak
kullanilmasi; arastirma kapsamina dahil edilen yapim ekleri ve bu ekleri ihtiva eden kelimelerin sikligi
ylksek olanlar arasindan segilmesi; uygulama oncesinde bilinmeyen kelimelerin anlamini tahmin etmede
disart bagimli olan 6grenenlerin 6gretim siurecinde Tirkcedeki kelimelerin anlamsal iliski mantigini
kavramasi ve bu sayede o6zglivenlerinin artmasi; yapisi geregi dil bilgisi kurali gibi algilanan yapim
eklerinin 6gretim sirasinda soyut olmaktan ¢ikarilarak kelimeler arasinda somut bir iliski olusturdugunun
gosterilmesi sebebiyle 6grenenlerin Turkgenin zorlugu ile ilgili algilarinin olumlu yénde degismesi;
uygulama kapsaminda kullanilan materyallerin kelimeler arasindaki anlam bagini vurgulayacak bigimde
gorsellerle zenginlestirilmesi ve kelime anlamlarinin somutlastirilmasi gibi nedenlerin etkili oldugu
distnilmektedir.

Oneriler

Bu arastirma kapsaminda yapim eki 6gretimiyle 6grencilerin kelime hazinesinin gelisimine mevcut
Ogretim seklinden daha fazla katki saglandigi belirlendiginden yapim ekleri konusu 6gretim programina
eklenmeli ve ders kitaplarindaki yerini almasi saglanmalidir. Bu arastirma kapsaminda 6gretimi yapilan
ve yarari kanitlanmig 25 yapim ekinin tamami 6gretim silirecine alinmasa bile en azindan belli bir kismi
6grenci yarari duslinilerek 6greticiler tarafindan dikkate alinmali, dersten arta kalan zamanlar yapim eki
ogretimiyle degerlendirilmelidir.

Yapim eklerinin mifredata dahil edilmesi halinde 0Ogretim mutlaka amagh kelime 06gretim
calismalariyla iliskili bir sekilde tasarlanarak yiratilmelidir. Bu sekilde yapim eklerinin, klasik bir dil bilgisi
etkinligi gibi algilanmaktan g¢ikartilarak 6grenenler tarafindan daha eglenceli, faydali ve giinliik yasam
pratiginde islerine yarayacak bir etkinlik seklinde gériilmesi saglanmalidir. Ogretim, yapim ekleriyle
iliskilendirilerek Ogretilecek kelimelerin 6grenenler tarafindan anlatma becerilerinde kullaniimasini
saglayacak sekilde planlanmali ve etkinlikler bu dogrultuda tasarlanmalidir.

Yapim eklerine dil 6gretim sirecinde yer vermek isteyen 6greticiler uygulama dncesinde en azindan 2
saatlik bir uyum ve farkindalik programi yapmali ve 6grenenleri 6grenecekleri konu ve igerikle ilgili
bilgilendirmelidir. Ayrica 06grenenler olagan dil derslerin ihmal edildigi konusunda endiseye
kapilabileceginden bu 6gretiminin onlarin yararina oldugu telkin edilerek giivence verilmelidir.

Yabanci dil olarak Tiirkge 6grenenlerin dil gelisim seviyeleri dusiinilerek yapim eki 6gretiminin temel
diizeylerden daha c¢ok ileri seviyelerde yapilmasinin veya yogunlastirimasinin daha uygun olacagi
distntlmektedir. Ancak sézcik yapim bilgisi farkindahginin basit kelimeler Gizerinden temel seviyeden
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itibaren olusturulmaya baslanmasi da yararl olacaktir. Clinkli Tlrkgenin tliremis kelimeler arasinda
kaybolmayan anlam bag o6zelligi ve bu konuda kazandirilan farkindalk 6&grenenlerin anlama
becerilerinde daha basarili olmalarina yardimci olmaktadir.

Kelime hazinesini gelistirmede etkili oldugu anlasilan yapim eki 6gretimine 6gretim sirecinde yer
verilmek istenirse; 6gretim sirecinde kullanilacak materyaller hazirlanirken mutlaka gorsel 6gelere yer
verilmeli, bu materyallerde yer alacak sozciikler ise sikhg yiksek ve glinlik yasamda karsilasma ihtimali
ylksek olanlar arasindan secilmelidir. Bu materyallerin gelistiriimesinde kavram haritasi, farkh tipteki
oyun tarleri, yapilandirilmis grid, kelime iliskilendirme testleri gibi cesitli ara¢ ve tekniklerden
yararlanilmasinin 6gretimin niteligini artiracagi diistinilmektedir.

Yapim eklerinin 6gretimi ve bu konudaki farkindalik egitimi yapica karmasik kelimelerin 6gretiminde
kullanilabilecek etkisi ve yararhligi kanitlanmis bir yoldur. Ogrencilerin zor buldugu ve &greniminde
zorlandigi kelimelerin zihinde somutlastirilmasi bu yolla saglanabilir.

Arastirmadan elde edilen bir baska sonu¢ da yabanci dil olarak Tirkce 6grenenlerin dil basarilari
Uzerinde ana dillerinin etkili oldugudur. Buna goére; 6grenenlerden ana dillerinin bulundugu kdkenine ve
yapisina gore dil kategorisi Turkge ile ayni olanlar ve tarihi siireg icerisinde kelime alisverisinin yogun
olarak gerceklestigi dillerden olanlar diger 6grenenlere gore daha basarili sonuglar elde etmiglerdir. Bu
sonucun o6gretim merkezlerinde Ozellikle temel seviyede siniflar olusturulurken dikkate alinmasi
gerektigi dusinilmektedir. Bunun yani sira ayni uygulama ve dersleri almasina karsin ana dillerinin
Tirkgeye uzak olmasindan dolayr basari yoninden geride kalanlarin bu dezavantajini gidermek igin
ozellikle tek heceli yapidaki diller ile Bantu dil ailesindeki dilleri konusan 6grenenlere yonelik destekleyici
ogretim materyalleri gelistirilmeli ve bu 06grenenlere gerekirse daha fazla siire Tirkce Ogretimi
yapilmaldir.

Tirk alan yazini incelendiginde, bu arastirma yabanci dil olarak Tiirkge 6gretimi ¢ercevesinde yapim
eki 6gretiminin etkisinin incelendigi ilk ¢alisma olma 6zelligi tagimakta ve bu durum bir eksiklik olarak
onimuzde durmaktadir. Bu yetersizligin giderilmesi i¢in yapim ekleri konusunda daha ¢ok bilimsel
¢alismanin yapilmasi saglanmalidir. Yapim eki 6gretiminin, sézcik yapim bilgisinin ve morfolojik
farkindahk egitiminin temel dil becerileri Gzerindeki etkisinin incelenecegi nicel ve nitel arastirmalarin
sayisi cogaltiimali ve elde edilen sonuglar benzerleriyle karsilastirilarak 6gretici, arastirmaci ve ilgili
mercilerin dikkatine sunulmalidir.

Bu arastirma B2 kurundaki 26 yabanci dil olarak Tiirkge 6grenicisi ile birlikte yiritilmistir. ilerleyen
zaman igerisinde sonuglarin genellenebilirligini ve dogrulugunu artirmak igin farkli seviyelerdeki
0grenenlerin yapim eki bilgisi ile kelime hazinesi iliskisini inceleyen ve daha buyuk bir ¢alisma grubu ile
daha uzun bir 6gretim siiresini kapsayan yeni arastirmalarin yapilmasi tavsiye edilmektedir.

Bu arastirmanin konusu, yontemi ve genel kapsamindan yola c¢ikarak ana dilinde yapilacak bir
calismayla yapim eki 6gretiminin kelime hazinesinin gelistirilmesindeki roli ve etkisi arastirilabilir. Yine
ana dili olarak Turkge konusanlarin ekler konusundaki bilgilerini ve farkindaliklarini belirleyerek ihtiyag ve
¢6z(im sunabilmek icin ana dili konusurlarina yonelik ek bilgisi farkindalk 6lcegi gelistirilebilir.

Dil 6gretiminin yapildigi merkezlerde farkli dil 6gretim setlerinin kullaniimasi, 6gretici yeterlilikleri,
merkezdeki destekleyici ek materyal niteligi ve sayisi gibi etkenler 6grenci basarisinda rol oynayan
o6grenen disindaki unsurlardir. Bu unsurlarin yol agabilecegi eksiklik ve olumsuzluklarin 6nlenmesi igin
ders kitaplari, ek materyaller ve 6greticilerin akredite olmak zorunda olacagi bir merkez kurulmali ve bu
hususlarla ilgili ortak ve somut 6lcitler konularak tim bilesenler tek elden denetlenmelidir. Boylelikle
hepimizin paydas oldugu Tiirkce 6gretiminin kalitesi artacaktir.
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Desen galismalari, sinif 6gretmeni adaylarinin gorsel algi, yaratici, elestirel disiince ve
artistik tasarim glclniin gelisimini destekleyen galismalarin temelini olusturmasi
bakimindan 6nem tasimaktadir. Bazi yetiskinlerin ¢izim becerileri bakimindan ilk ve
ortaokul doneminde eristikleri gelisim dlzeyinin Uzerine g¢ikamadiklari bilinmektedir.
Sanat diginda daha uUst diizeyde egitim almis olan birgok yetiskinin halen gocuklar gibi
¢izim vyaptiklari, sablon figurleri kullandiklari siklikla rastlanan bir durumdur. Bu
nedenle bireylerin sanat egitimi sirecinde kazanmalari beklenen ¢izim becerilerine
odaklanmanin énemli oldugu disinilmektedir. Bu dogrultuda bu arastirmada sinif
O6gretmen adaylarinin goérsel sanatlar dersi kapsaminda vyaptiklar desen gizim
¢alismalarina iligkin goris ve problemlerin incelenmesi amaglanmistir. Arastirma
tarama modelinde betimsel bir ¢alismadir. Bu arastirmanin 6rneklemi, Turkiye'nin
gliney bolgesinde yer alan bir devlet Universitesinin egitim fakiltesi, sinif 6gretmenligi
programina devam eden 45’ i kiz ve 38’i erkek olmak Uzere 83 6gretmen adayindan
olugmaktadir. Arastirmada veri toplama araci olarak arastirmaci tarafindan gelistirilen
bir anket formu kullaniimistir. Anket formundan elde edilen veriler betimsel istatistik
teknikleri ile ¢ozimlenmistir. Arastirma bulgulari, sinif 6gretmen adaylarinin gogunun
desen ¢izim tekniklerini ve g¢izim yapmaya nasil baslayacaklarini bilmediklerini
gostermektedir. Ayrica 6gretmen adaylarinin gogunun, desen gizimi yapacaklari modeli
kagida sigdirmakta, ¢izimlerinde derinlik etkisi vermekte zorlandiklarini
gostermektedir. Bunun yani sira bulgular, 6gretmen adaylarinin desen gizim galismalari
sirasinda kaygilandiklarini da gostermektedir.
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Introduction

Humans are born with the ability to define, explain and interpret the environment and nature in
which they live. When these abilities are supported in appropriate environments, every person can
perceive, explain and interpret himself, environment and nature in which he lives in different ways. In
this context, art education aims to make a person to be able to perceive nature and life and express his
feelings and opinions in different artistic ways. Bowker (1997) states that artistic activities also support
the other learning styles (cognitive, visual, affective and kinaesthetic). It can be said that this process of
expression is realized as a result of the person’s visual perception, visual culture, knowledge, skills and
experiences. Making art is also a special discipline field that is based on freedom, originality and creative
principles as part of a person’s understanding, explaining and interpreting himself and his environment,
which develops in consequence of the person’s knowledge and experiences.

In art education, the actions of drawing pictures / designs are accepted as one of the most effective
methods in the person’s expressing himself and explaining events, cases and facts as an artistic process
in the field of plastic arts. The action of drawing requires a cognitive process that is more complex than a
simple muscular movement. According to Frith and Law (1995), drawing-oriented cognitive processes
develop as a result of the relationships between the individual’s biological and artistic physiological
behavioural designs.

All works which are performed by lines are defined as designs in art activities. Design, in other
words, the skill of linear design forms the basis of painting. Sale and Betti (2004) emphasize that the
action of drawing has a creative and critical meaning in aesthetic implementations in today’s art so it is
necessary for it to be re-evaluated in context of complex reactions and innovative implementations
about the fields of drawing and designing (artistic) (p.3). Rockman (2000) expresses that prospective
artists have started their basic art educations with drawing in today’s colleges, universities and
professional art schools like the academies in the past (p.8). The reason of starting the basic art
education with drawing is because it is the simplest way of expressing emotions and opinions.

In the works related with fine arts, arrangement of the visual components about objects and the line,
light and colour relationship between the objects in painting and sculpture are materialized by designs
(Fairholt, 1969). Drawing designs is a visual artistic process and it forms the initiative stage of the
problem-solving process of artistic problems. It does not have strict rules, it has an authentic way of
expression and it is the combination of line and opinions. Drawing designs is the artist’s description and
interpretation of the object. Sketch drawings are visual notes which take the nature as a reference.

Design that is built on lines is an artistic result which is revealed by creative effort to solve a problem
(Brainard, 2003, p. 2). Drawing designs is a mental activity. Design is a linear way of expressing visual
perceptions that are imagined, designed, planned and thought and it underlies the basis of plastic arts.
The process of drawing design in which all senses are activated design is mostly an outcome of a simple
artistic practice of dynamic activities that are thought and designed mentally. These practices are
important artistic way of expressing to enable the organization of the connections between the
components and objects forming the model. In other words, the action of drawing depends on seeing
what you look, thinking of what you see and interpret. Besides, it provides the perception and
comprehension of the relationships among shapes, objects and assets which create opportunities for
the development of visual perception. Furthermore, it is also expressed in the researches that drawing
improves the spatial reasoning skills (National Council of Teachers of Mathematics (NCTM), 1989, in
Paksu, 2013).

According to White (2012), drawing is an artistic practice beyond reflecting what appears. Drawing is
a language which has a distinctive fiction, rules, grammar and metaphors. No matter what kind of
drawing it is, the action of drawing transforms visual perception, comprehension and thinking into
images. It teaches us to think and see with our eyes. Hubbard (1986) refers to human’s seeing ability
and its importance in drawing designs and underlines that the action of drawing means re-exploring the
world by seeing it clearly and it is a way to the purpose or vision which are aimed to be reached (p.43).
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He also emphasizes that learning to see is an extremely important factor in this process like breathing in
drawing

The skills of drawing from a model are important actions in terms of providing ideas about the
individual’s skills of visual perception. It is believed that drawing designs from models are important
aesthetic efforts at which the individual’s seeing abilities and experiences and awareness is realized.
inceoglu, Giirer and Cil (1995) state that visual thinking and perception explain the process of imagery
and drawing. Works with live models teach observing the model with details, placing the whole onto the
surface of painting, expressing the appearances correctly with lines by balancing between the whole and
pieces and figuring the volume and plan by using line values according to the light. These studies can be
expressed as the basic ones that are needed to be carried out for visual art (Mant, 2007).

Design, in other words drawing skill, provides the perception and comprehension of the relationships
between shapes, objects and assets which enable the development of visual perception. Konig (2006)
expresses that the action of drawing is mental like many kinaesthetic activities and it is a dynamic
coordination between hands and eyes (p.17). According to Barnes (1989), the action of drawing is a way
that records our opinions (p.113). Unlike a cameraman who records everything he sees, our perception
of world is selective and drawings show the capacity to choose the details from the complex images
which we see. In fact, drawing is an image which coincides with what we dream about and what we are
used to.

Skill of paying attention is important in design drawing in terms of what is perceived and how it is
perceived. A good drawing requires the perception of the entirety of a topic, i.e thematic model, and its
transmission onto the paper properly. It is, therefore, necessary to comprehend and perceive the
distances and rates between the objects that form the model correctly. The process of perception is also
one of the important factors in the design drawing works. Human perceptions continuously change and
they form the basis for the success in determining the basic qualities of the model which is drawn in
terms of to what extent model is focused and how it is perceived.

Yildirnm (1998) states that observations obtained by indirect ways are not as effective as the ones
obtained by direct ways (p.28). Sahasrabudhe (2006) emphasizes the importance of visual perception in
art and underlines that looking at the objects and events from different perspectives such as metaphors
and symbolic representations should be taught. Rockman (2000) claims that making the individuals
acquire good drawing skills means the encouragement of a sharp visual awareness against the world
and concrete facts (p.8).

The problems which most people face with while drawing result from interventions of rational
processes that tend to dominate the human’s way of thinking. It is seen that many people who have just
started drawing naturally tend to draw assets or objects just as they look with the concern of drawing an
analogy of them. The first problem here is perceptual. He has to learn to look at things from different
aspects. The second problem is technical. It is creating the things that the eyes had learnt to see with
the same effect onto the paper. Many people can learn how to draw by adequate eye-hand
coordination but most of them had not learnt this coordination before. Learning how to draw is a
technical and cultural achievement like learning how to write, it is not biological (Robinson, 2003,
p.153). In addition to the technical aspect of drawing, the quality of the materials that are used in
drawing is also important. Astin (1993) expresses that it is important to have various expedient
materials which are used in drawing and painting and to know the limitations and opportunites by
addressing to the necessity of having technical know-how behind every artistic work.

Drawing is an action which can be learnt and improved. Significant acquisitions about this issue can
be gained in a well-planned teaching process. Barber (2005) states that learning how to draw is not
difficult, everybody learns how to walk, speak, read and write at early ages and drawing is not a more
difficult action than these ones as a result of a series of practices (p.7). Brookers (1986) reflects that
emotions and opinions are important in teaching drawing (p.3). He also emphasizes that drawing activity
helps to explore the individual’s emotions and to improve the potential which will provide pre-learning
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for drawing experiences. Furthermore, he underlines that the adults who receive drawing education
improve their drawing skills strongly and the adults who draw on their own can also gain significant
acquisitions.

Chapman (1992) verbalizes by emphasizing the necessity and importance of frequently drawn
sketches in the development of drawing skills that the sketches are instant quick drawings for notes and
artistic plannings, they provide a basis for the planning of other authentic works and they are important
tools in maturing the opinions and strengthening the visual skills (p.149). Drawing practices can be
analysed under two sections as intuitional and analytic. The process of drawing is developed by the
dialogue between these two concepts depending on the type of drawing (Astin, 1993). In this context, it
can be said that frequently made drawings provide opportunities for the development of the individual’s
artistic, intuitional and analytical thinking skills (p.98).

It is known that a child generally gives some reactions such as “How will | draw? Where will | start?”
at the beginning when he is given a paper and pencil. Similar reactions can also be given by teenagers or
adults. Edwards (2011, p.68-69) states that adults mostly come to a state of timid, shy and worried all of
a sudden when they are wanted to draw a human face or a figure. He also expresses that adults present
opinions such as “No, I can not do it. It has always been terrible what | have ever drawn. It was usually
awful as if a child drew it” or “I do not like drawing. It makes me feel stupid” when they face a situation
like this. In addition to this, Edwards (2011) emphasizes that the individuals who do pre-study drawings
might experience the similar emotions.

The remark which defends that drawing is a learnable and improvable action presents the necessity
to focus on the education and training processes. In education and training process, curricula, education
and training programs and teachers are important components. When the objectives of the Ministry of
National Education Visual Arts Course Curriculum for Elementary Schools are analysed in context of
curricula, it is seen that the following statements take part;

- who have visual literacy and perception and aesthetic awareness,

- who have knowledge, skills and understanding about the basic concepts and implementations in
the field of fine arts,

- who express his opinions by using knowledge, materials, skills, technique and technology effectively

and safely in the fine arts works,

- who associate the fine arts with other disciplines

Elementary school education in Turkey is mostly given by state schools. Fine arts courses are carried out
by elementary school teachers in these schools and they are responsible for making the students gain
acquisitions in line with these objectives.

When it is taken into consideration that child’s not being afraid of drawing and getting enough
support at early ages is effective on their development, the importance of elementary school teachers
reveals more clearly. In this regard, it can be said that elementary school teacher is one of the most
important components in the education and training of the children aged between 5-6 and 9-10. The
attitude of elementary school teachers towards drawing designs will undoubtedly be effective in
determining the classroom activities. In line with these reasons, the drawing skills of elementary
teachers and their attitudes towards drawing have been the main concern of this research.

When the art education which had been received by prospective elementary school teachers before
is taken into consideration, it is known that the education that was received in both theoretical and
practical art fields was limited. It can be said that one of the problems that prospective elementary
teachers face with during art education courses is artistic practices for drawing. It is believed that
prospective elementary teachers who meet with the anxiety to make the analogy to the original
especially in the process of drawing from the model can experience indecision and anxiety about how to
overcome these basic problems.
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Making the prospective elementary school teacher gain the acquisition of design drawing skills which
form the basis of art education implementations is important in developing positive perspectives about
aesthetic knowledge and artistic experiences. This education process can also contribute to prospective
elementary teachers’ development of self-confidence and increasing awareness about drawing skills. In
this sense, it should be believed that their acquisition of positive viewpoint towards drawing is a
component which should be highlighted during their education.

Opinions are formed and become clearer during the action of drawing process (Brown and Lean,
2004, p.12). Drawing requires a good observation. Making an observation is an important way of seeing
the details, distinguishing the differences, learning to see and training the eyes. In addition to this, it is
also an extremely useful activity in expressing what is thought and imagined visually and in the
description of the perceived reality (Enstice and Peters, 2003, p.20). Our cognitive perceptions about the
structures of shapes are more devastating than we see and they come into prominence. Some people
have tendencies to think and perceive depending on visual objects. From this point of view, it is believed
that investigation of the prospective elementary teachers’ drawing skills semantically and academically
can provide opportunities to the formation of new perspectives and awareness’s for drawing, designing
and artistic perception skills. Therefore, design drawing works that are conducted within the visual arts
course in the undergraduate programs are of vital importance as they are activities which contribute the
development of prospective teachers’ skills of making an observation, visual perception, creative
thinking and artistic design and they underlie the basis of applied art education.

In line with the explanations above, the general objective of this research is to determine the skills of
prospective elementary school teachers about design drawing in the scope of visual arts course in
undergraduate programs, the problems that they face with while drawing and their opinions about how
they approach drawing. In accordance with the findings obtained from the determination of the
prospectice elementary school teachers’ skills about drawing, the difficulties that they have while
drawing and their approach towards drawing, it is expected to make the art education activities in the
undergraduate program more effective and make suggestions about the precautions which can be
taken. It is also expected that the findings which will be obtained from the research will contribute to
make prospective elementary school teachers become aware of their own situations about drawing.

Method

This study is descriptive survey study. Quantitative data collection tools were used in the research.
Survey models are the approaches that aim to describe a case which has existed from past till now as it
exists. The case, individual or object which are discussed in the research are tried to be described as
they exist within their own conditions. No efforts are made to change or influence them in any way
(Karasar, 2005).

Sample

The sample of this research consists of prospective elementary school teachers who were studying at
the Elementary Education Department of the Faculty of Education of a state university in the
Mediterranean Region of Turkey during the 2016-2017 academic year. The sample is determined in line
with the convenience sampling method. 45 of the prospective elementary teachers were female and 38
of them were male.

Data Collection Tool

The questionnaire which was used as the data collection tool in this study was developed by the
researcher in accordance with the purpose of the research. Firstly, related literature was reviewed in the
process of developing the data collection tool. Then, the interviews with the prospective teachers about
design/drawing works were made. It was tried to determine the problems that come up in
design/drawing works after the results of these two studies were analysed. By this way, draft items
were created to deal with these problems. The form consisting of draft items was presented to two art
educators for their views. Draft questionnaire was obtained after the necessary amendments were
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made in line with the views of the experts. Before giving the final form of the questionnaire, a pilot
study was conducted with 10 prospective teachers so as to test the comprehensibility of the items.
Necessary amendments were made and final form was given to the questionnaire according to the
results of the pilot study. Some sample sentences about the items that take part in the questionnaire
are as follows;

- I don’t think I'm gifted in drawing pictures

- 1 don’t know where to start drawing

- The feeling of not being able to draw pictures makes me feel worried
- | can’t give the effect of three-dimension in my drawings.

Data Collection and Analysis

The questionnaire which was developed by the researcher as the data collection tool was
administered to the prospective elementary school teachers by the researcher in the spring semester of
the 2015-2016 academic year. The data obtained from the questionnaire was computerized. The data
was analysed through descriptive statistics techniques by means of SPSS and frequencies and
percentages were calculated.

Findings and Interpretation

The findings were presented in two apart titles as the problems based on technique and skills in this
study in which it was aimed to investigate the problems that the prospective elementary teachers face
in design and picture drawing works within the context of visual arts course.

The findings about the problems based on technique and skills

The distribution of the problems based on technique and skills which the prospective elementary
teachers face in design and picture drawing works is given in Table 1.

Findings and Interpretation

The findings were presented in two apart titles as the problems based on technique and skills in this
study in which it was aimed to investigate the problems that the prospective elementary teachers face
in design and picture drawing works within the context of visual arts course.

The findings about the problems based on technique and skills

The distribution of the problems based on technique and skills which the prospective elementary
teachers face in design and picture drawing works is given in Table 1.

When Table 1 is considered, it is seen that most of the prospective elementary teachers replied to
the item of “I don’t know drawing techniques” as “I completely agree”, “I agree” and “I partly agree”
(28.92%, 39.76% and 24.1%) respectively. It can be said that nearly two third of the prospective
elementary teachers do not know the drawing techniques completely. It is also seen that the
prospective elementary teachers have difficulty in drawing animal figures in Table 1 as they replied as “I
completely agree”, “I agree” and “I partly agree” to the related item of the questionnaire (14.45%,
39.76% and 32.54%) respectively. This finding can be interpreted as almost all of the prospective
elementary teachers have difficulty in drawing animal figures. It is also seen in Table 1 that, the
prospective teachers replied to the item of “I can’t give the effect of depth” as “I completely agree”, “I
agree” and “I partly agree” (12.04%, 30.13% and 36.15%). It can be said that the about two third of the
prospective teachers have the problems of not being able to give the effect of depth in drawing. In
addition to this, it can be deduced from Table 1 that almost all of the prospective teachers have not
received serious art education before with the replies of “I completely agree” and “I agree” (66.07% and
28.92%). It can be interpreted that the problems about drawing are related with the education which is
received.
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According to Table 1, it is seen that a bit more than half of the prospective elementary teachers have
difficulties in giving the effect of three-dimension by giving replies as “I completely agree”, “I agree” and
“I partly agree” (9.64%, 25.3% and 34.94%) respectively. It is also seen that almost half of the
prospective teachers replied as “I completely agree”, “I agree” and “I partly agree” to the items of “|
don’t know where to start drawing” and “I can’t fit my drawings in the page” (4.82%, 19.27% and
24.10%). When these findings are evaluated all together, it can be interpreted that prospective
elementary teachers are a little better at giving the effect of three-dimension, knowing where to start
drawing and fitting the drawings in the page than other dimensions.

Table 1.

Frequencies and percentage distribution of the items about technique and skills
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| don’t know drawing techniques f 24 33 20 3 3 83
% 28.92 39.76 24.10 3.61 3.61 100
| don’t know where to start f 7 17 38 9 12 83
% 8.43 20,48 45.79 10.84 14.46 100
| have difficulty in drawing f 12 33 27 8 3 83
animal figures
& % 1445 3976 3254  9.64 361 100
| can’t give the effect of depth f 10 25 30 15 3 83

% 12.04 30.13 36.15 18.07 3.61 100

| can’t give the effect of three- f 8 21 29 23 2 83
dimension
% 9.64 25.30 34.94 27.71 2.41 100
| can’t fit my drawings in the f 4 16 20 36 7 83
page % 48 1927 2410 4338 843 100
| haven’t received a serious art f 55 24 3 1 0 83
education
vcat % 6627 2892 361 1.20 0 100

The findings about the problems based on affective reasons

The distribution of the problems based on affective reasons in the scope of design and picture
drawing works is given in Table 2.
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Table 2.
Frequencies and percentage distribution of the items about the problems based on affective reasons
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| get really excited while f 8 20 32 17 6 83
drawing

%  9.64 24.10 38.56 20,48 7.22 100
Being unsuccessful at drawing f 10 21 30 17 5 83
makes me feel afraid

% 12.04 25.30 36.15 20,48 6.03 100

It affects me negatively when  f 15 26 22 15 5 83

my drawings are not liked
4 & % 18.07  31.32 26.51 18.07 603 100

| worry the most at the f 8 23 28 21 3 83
moment | start to draw
. % 9.64 27.71 33,74 25.30 3.61 100
pictures
I’m afraid of drawing f 8 15 22 32 6 83
unsuccessful and ridiculous o
thines % 9.64 18.07 26.51 38.56 7.22 100
| like drawing pictures very f 10 26 30 9 8 83
much
% 12.04 31.33 36.15 10.84 9.64 100
Drawing pictures makes me f 11 33 21 15 3 83
feel ha
PRy % 1326 3976 2530 1807 361 100
| have always wanted to learn  f 14 36 17 12 4 83

drawing techniques
& 9 % 1687 4338 20,48 14.45 482 100

I don’t think I'm gifted in f 12 20 32 15 4 83

drawing pictures
Ep % 1445  24.10 38.56 18.07 482 100

When Table 2 is taken into accoun, it is seen that the prospective elementary teachers stated that
they get excited while drawing pictures with replies of “I completely agree”, “I agree” and “I partly
agree” (9.64%, 24.10% and 38.56%). It is also seen in Table 2 that prospective elementary teachers
stated that they are afraid of being unsuccessful at drawing with replies of “I completely agree”, “I
agree” and “I partly agree” (12.04%, 25.30% and 36.15%). Furthermore, it is seen in Table 2 that
prospective elementary school teachers stated that it would affect them negatively if their drawings are
not liked with replies of “I completely agree”, “I agree” and “I partly agree” (18.07%, 31.32% and
26.51%). Similarly, the prospective teachers expressed that they feel worried the most at the moment
they start drawing with replies of “I completely agree”, “I agree” and “I partly agree” (9.64%, 27.71%
and 33.74%). Table 2 shows that the prospective elementary teachers verbalized that they are afraid of
drawing unsuccessful and ridiculuous drawings with replies of “lI completely agree”, “l agree” and “I
partly agree” (9.64%, 18.07% ve 26.51%). On the other hand, it is also seen that the prospective
elementary schools think that they are not gifted in drawing with replies of “I completely agree”, “I
agree” and “I partly agree” (14.45%, 24.10% and 38.56%).

When the findings in Table 2 are considered in general, it is indicated that two third of the
prospective elementary teachers (as replies of “I completely agree”, “I agree” and “I partly agree”) get
really excited while drawing, they are afraid of being unsuccessful at drawing, it would affect them
negatively if their drawings are not liked and they worry the most at the moment they would start
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drawing. In addition to this, it is also illustrated that the prospective elementary teachers are afraid of
making unsuccessful and ridiculous drawings and they don’t think they are gifted in drawing. Thus, it can
be interpreted that these findings reveal the affective dimension of prospective elementary teachers’
opinions about drawing.

Discussion & Conclusion

In this study which aimed to investigate the problems which the prospective elementary teachers
face in design and picture drawing works in the scope of visual arts course, it was revealed that most of
the prospective teachers have problems in design and picture drawing works in terms of technique, skill
and affective reasons. According to the results of the research, it was figured out that prospective
teachers don’t know the techniques about design and picture drawing. An important reason of this can
be deduced that almost none of the prospective teachers have received a serious drawing education
before during their previous educational periods. It is also presented that the prospective teachers have
difficulties in technical skills such as not knowing where to start, not being able to give the effect of
three-dimension and depth and not being able to draw human figures while drawing pictures. One
reason of experiencing these problems can be explained by Robinson’s (2003) opinion saying that
learning to draw is like writing. Both actions are a result of technical and cultural achievement which
requires practice, they are not biological. It can also be effective on experiencing these problems that
almost all of the prospective teachers who participated in this research have not received a serious
drawing education before during their previous educational periods.

This research revealed that the prospective elementary teachers have affective problems about
drawing pictures. In this context, it is seen that the prospective teachers stated that they get excited
while they start drawing; they experience a fear of being unsuccessful, making ridiculous drawings and
getting negative criticism about their drawings. These findings show similarity with the litareture
(Edwards, 2011). On the other hand, it can be thought that the prospective teachers experience these
problems as they haven’t received adequate drawing education before.

It is also seen in the research that the prospective teachers want to learn the drawing techniques
and they love drawing. The prospective teachers have positive attitudes towards learning how to draw.
It can be said that this result coincides with the opinion of Brookes (1986) that says emotions and
thoughts are important in teaching how to draw.

Recommendations

It can primarily be recommended that simple linear practice which will help prospective teachers
acquire basic technical design skills should be included in the implementation of the visual art course in
the Department of Elementary School Teaching as the prospective teachers who attend this department
have a very limited potential about aesthetic knowledge, artistic experience and culture. The
prospective teachers can be made to draw sketches frequently. Nevertheless; it can also be
recommended that the prospective teachers practice on the model more on the basis of the following
facts;

-Design drawing skill can be improved as the drawings on the model gain continuity,

-Visual perception skills can be improved by investigating the model in details,

-Technical skills for expressing appearances correctly can be acquired by placing the whole onto the
surface of the picture and balancing (spacing) volume, depth, the whole and the pieces. This process
may also provide opportunities for the prospective teachers to become aware of their deficiencies about
drawing picture oriented designing, seeing, discrimination/perception and attention skills. In this
context, it can be ensured for the prospective teachers not to associate the drawing skills directly with
ability, to get motivated and to improve their confidences in the educational process they take. The
prospective teachers can be encouraged by guiding them to notice that they can make up their
deficiencies about drawing skills to some extent and their concerns about this issue can be reduced.
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Tirkge Siiriim

Giris

insan bulundugu cevreyi, dogay! tanimlayabilme, anlamlandirabilme ve yorumlayabilme becerisiyle
diinyaya gelir. Bu beceriler uygun ortamlarda desteklendiginde her birey kendini ve yasadig cevreyi,
dogayi farkli bicimlerde algilayip, anlamlandirabilir, yorumlayabilir. Bu baglamda sanat egitimi, bireyin;
dogayi, yasami algilayabilmesini, kendi duygu ve disincelerini farkh sanatsal yollarla ifade edebilmesini
amaglar. Bowker (1997), sanat etkinliklerinin ayni zamanda diger 6grenme bicimlerini de (bilissel, gorsel,
duyussal ve devinimsel) destekledigini ifade eder. Bu ifade siirecinin, bireyin goérsel algi, gorsel kiltir,
bilgi, beceri ve deneyimleri sonucunda gergeklestigi sdylenebilir. Sanat yapma ayni zamanda, bireyin
bilgi ve deneyimleri sonucunda gelisen, kendini ve gevresini anlama, anlamlandirma ve yorumlama
baglaminda 6zglrlik, 6zglnlik ve yaratici ilkelere dayali 6zel bir disiplin alanidir.

Sanat egitiminde resim ¢izme/desen eylemi, artistik bir stire¢ olarak plastik sanatlar alaninda bireyin
kendini ifade etmesinde, olay ve olgulari, nesneleri anlamlandirmada en etkili ydontemlerden biri olarak
kabul edilir. Cizim eylemi basit bir kas hareketinden daha karmasik bilissel bir streci gerektirir. Frith and
Law’a (1995) gore cizime yonelik bilissel siiregler bireyin biyolojik ve artistik fizyolojik davranis bicimleri
arasindaki iliskiler neticesinde gelisir.

Sanat etkinliklerinde gizgi ile yapilan tim ¢alismalar desen olarak tanimlanir. Resim sanatinin temelini
desen, yani ¢izgisel tasarim becerisi olusturur. Sale ve Betti (2004) ¢izim eyleminin glinimuz sanatinda,
estetik uygulamalarinda yaratici ve elestirel bir anlami oldugunu bu nedenle gizim ve tasarim alanina
iliskin (artistik) kompleks tepkiler ve yenilik¢i uygulamalar baglaminda yeniden degerlendirilmesinin
gerekli oldugunu vurgulamaktadir (s.3). Rockman, (2000) gliniimiizde sanat egitimi veren bircok kolej,
Universite ve profesyonel sanat okullarinda gegmisin akademileri gibi yeniden sanatg¢i adaylarinin temel
sanat egitimine ¢izimle basladiklarini ifade etmektedir (s.8). Temel sanat egitimine gizimle baslamanin
nedeni duygu ve disiincenin en yalin ifade bigimi olmasidir.

Glzel sanatlarla ilgili galismalarin, objelere iliskin gorsel 6gelerinin diizenlenmesi, resim ve heykelde
Ogeler arasindaki cizgi, 15tk ve renk iliskisi desen ile gerceklesir (Fairholt, 1969). Desen ¢izimi, gorsel
artistik bir stre¢ olup sanatsal problemlerin ¢éziimiiniin 6n asamasini olusturur. Kati kurallari olmayan
Ozglr, 6zgln bir anlatim dili olup, ¢izgiyi dislince ile birlestirmektir. Desen ¢izmek, sanatginin objeyi
betimleme onu yorumlama bigimidir. Eskiz cizimler ise referansini dogadan alan gérsel notlardir.

Cizgiler Gzerine kurulan desen, bir problemi ¢ézmek icin yaratici bir cabanin ortaya c¢ikardigi artistik
bir sonugtur (Brainard, 2003, s. 2). Desen cizimi, zihinsel bir faaliyettir. Desen, hayali kurulan/tasarlanan,
planlanan, dusiinilen gorsel algilarin gizgisel bir ifade bigimi olup plastik sanatlarin temelini olusturur.
BUtin duyularin aktif hale geldigi desen gizim silreci, zihinde, dislnilen, tasarlanan dinamik
aktivitelerin ¢ogu kez yalin artistik bir pratigin sonucudur. Bu pratikler, ¢izimi gerceklestirilen, modeli
olusturan o6geler/nesneler arasindaki baglantilarin organize edilmesine olanak saglayan 6nemli bir
artistik ifade aracidir. Bir baska deyisle, ¢izim eylemi, baktigini gormeye, gordiigini duslinmeye ve
yorumlamaya dayanmaktadir. Ayrica goérsel alginin gelisimine olanak saglayan bicimler, nesneler,
varliklar arasindaki iliskileri algilamayi, kavramayi saglar. Ayrica ¢izim yapmanin uzamsal akil yiriitme
becerilerini gelistirdigi yapilan arastirmalarda ifade edilmektedir (Ulusal Matematik Ogretmenleri
Dernegi (NCTM), 1989, aktaran Paksu, 2013).

White'e (2012) gore ¢izim goriineni yansitmaktan 6te sanatsal bir pratiktir. Cizim, kendine 6zgl bir
kurgusu, kurali ve grameri, metaforu olan bir dildir. Hangi tir ¢izim olursa olsun, ¢izim eylemi gorsel
alglyl, kavramayi, diisiinmeyi gorilintiiye dondistiirtr. Bize gozlerimizle dislinmeyi ve gérmeyi Ogretir.
Hubbard (1986), desen ciziminde insanin gérme becerisine ve Onemine atifta bulunarak; c¢izim
eyleminin, dinyayl net bir sekilde gorerek yeniden kesfetmenin ve sanat yoluyla ulasiimasi istenen
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amacin/vizyonun bir yolu oldugunu ve bu slrecte gérmeyi 6grenmenin ¢izimde nefes almak gibi son
derece 6nemli bir etken oldugunu vurgular (s.43).

Modelden gizim becerileri bireyin gorsel algilama becerileri hakkinda bir fikir verebilmesi agisindan
onemli bir eylemdir. Modelden desen ¢alismak, bireyin gérme becerileri ve deneyimlerin sinandigi,
farkindaliginin gerceklestigi 6nemli estetik ¢abalar olarak disiiniiliir. inceoglu, Giirer ve Cil (1995), gérsel
diisinme ve gorsel algilama, imgelem ve gizme siirecini acgikladigini ifade eder. Canl modelle yapilan
calismalar, modeli ayrintilariyla inceleme, biitin{ resim ylizeyine yerlestirme, bltiin ve pargalar arasinda
denge kurarak goriindslerini gizgiyle dogru olarak ifade edebilme, 1518a gore ¢izgi degerlerini kullanarak
hacim ve plani ifade edebilmeyi 6gretir. Bu ¢alismalar gorsel sanat egitimi igin yapilmasi gereken temel
calismalar olarak ifade edilebilir (Mant, 2007).

Desen, yani ¢izim becerisi gorsel alginin gelisimine olanak saglayan bigimler, nesneler, varliklar
arasindaki iliskilerin algilanmasini, kavranmasini saglar. Konig (2006) ¢izim eyleminin bir¢ok kinestetik
aktivite gibi zihinsel ve el gbz arasindaki dinamik bir koordinasyon oldugunu ifade eder (s.17). Barnes’e
(1989) gore cizim eylemi, diisiincelerimizi kaydeden bir yoldur (s.113). Her ne olursa olsun kayit yapan
bir kameranin aksine, diinyayl algilamamiz ¢ok daha segicidir ve c¢izimler, gordigiimiiz karmasik
goruntilerden ayrintilari segmek zorunda oldugumuz kapasiteyi gostermektedir. Cizim aslinda
kaniksadigimiz, hayalini kurdugumuz seylerle ¢akisan, ortlisen bir gortntiddr.

Desen ciziminde dikkat becerisi neyin, nasil algilandigi acisindan énemlidir. lyi bir ¢izim, konunun,
yani tematik modelin bitininin algilanmasini ve kagida dogru aktariimasini gerektirir. Bunun igin
modeli olusturan nesneler arasindaki oranlarin, mesafelerin dogru kavranmasina, algilanmasina
gereksinim duyulur. Desen ¢izim calismalarinda algilama siireci de énemli etkenlerden biridir. insan
algilan, devamli degismekle birlikte, gizilen modelin temel niteliklerinin belirlenmesinde, modele ne
Olctide odaklanildigi ve nasil algilandigi baglaminda basarinin kaynagini olusturur.

Yildirim (1998), dolayli yollarla elde edilen gozlemlerin hicbir zaman dogrudan gézlemler kadar etkili
olmadigini ifade etmektedir (s.28). Sahasrabudhe (2006), sanatta gorsel algilamanin 6nemine vurgu
yaparak nesnelere, olaylara mecazlar ve sembolik temsiller gibi farkli acilardan bakmanin 6gretilmesi
gerektigini vurgular. Rockman (2000) ise bireylere iyi ¢izim becerilerinin kazandiriimasinin, diinyaya ve
somut olgulara karsi keskin bir gorsel farkindaligin tesviki anlamina geldigini ifade eder (s.8).

Cogu insanin ¢izim yaparken karsilastigi sorunlar, insanin disiinme bicimine hilkmetme egiliminde
olan mantiksal stireglerin miidahalesinden kaynaklanir. Dogal olarak ¢izime yeni baslayan bir¢cok insanin
varliklari/nesneleri oldugu gibi, benzetme kaygisiyla birebir ¢izme egiliminde olduklari gérilir. Burada ilk
sorun algisaldir, seylere farkli bakmasini 6grenmek gerekmektedir. ikinci sorun tekniktir, gdziin gérmeyi
ogrendigi seyleri, sayfanin lzerinde ayni etkiyle yaratmaktir. Yeterli gbz-el esgidimi ile ¢ogu insan
cizmeyi 6grenebilir, ama ¢ogu bu esglidiimi 6grenmemistir. Yazmayi 6grenmek gibi, cizmeyi 6grenmek
de teknik ve kiltirel bir basaridir, biyolojik degildir (Robinson, 2003, s.153). Cizimin teknik boyutunun
yani sira ¢gizim eyleminde kullanilan materyallerin niteligi de 6nemlidir. Astin (1993), her sanatsal
calismanin ardinda teknik bilgi birikiminin olmasi gerektigine atifta bulunarak ¢izim ve boyama
islemlerinde kullanilan gesitli materyallerin amaca uygun olmasini, sinirlilik ve olanaklarini tanimanin
onemli oldugunu ifade etmistir.

Cizim dgrenilebilen ve gelistirilebilen bir eylemdir. iyi planlanmis bir 6gretim siirecinde bu konuya
iliskin 6nemli kazanimlar elde edilebilir. Barber (2005) gizim yapmayi 6grenmenin zor olmadigini,
herkesin yliriimeyi ve konusmayi, okumayi ve yazmayi kiiclik yaslarda 6grendigini, ¢cizim yapmanin da bir
dizi pratikler neticesinde bunlardan daha zor bir eylem olmadigini ifade eder (s.7). Brookers (1986), ¢izim
o6gretiminde duygu ve dustincelerin 6nemli oldugunu ifade eder (s.3). Ayni zamanda ¢izim etkinliginin
bireyin duygularinin kesfedilmesine, ¢izim deneyimlerinde ©On Ogrenme saglayacak potansiyelin
gelismesine yardimci olabilecegini, ¢izim egitimi alan yetiskinlerin ¢izim yetenegini glicli bir sekilde
gelistirdigini ve kendi kendine ¢izim yapan yetiskinlerin de 6nemli kazanimlar elde edebildigini
vurgulamaktadir.
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Chapman (1992) cizim becerilerinin gelisiminde sik sik yapilan eskizlerin gerekliligine ve énemine
vurgu yaparak eskizlerin gorsel notlar ve artistik planlamalar i¢in anhk hizli gizimler oldugunu, diger
0zgilin ¢alismalarin planlanmasina zemin hazirladigini, ayni zamanda diisiincelerin olgunlastiriimasinda
gorsel becerilerin giglendirilmesinde 6nemli bir ara¢ oldugunu ifade eder (s.149). Cizim pratikleri
sezgisel ve analitik olmak tizere iki kisimda incelenebilir. Cizim siireci ¢izim tirtine bagh olarak iki kavram
arasindaki diyalog ile gelisir (Astin, 1993, s.98). Bu baglamda sik sik yapilan ¢izimlerin bireyin artistik,
sezgisel ve analitik diisinme becerilerinin gelisimine olanak sagladigi sdylenebilir.

Bir cocuga kagit kalem verildiginde baslangicta genellikle “nasil cizecegim, nereden baslamaliyim”
biciminde tepkiler verdikleri bilinmektedir. Benzer tepkiler gen¢ veya yetiskinler iginde gecerli
olabilmektedir. Edwards (2011), yetiskinlerin kendilerinden bir insan ylzi ya da bir sekil gizmeleri
istendiginde cogunlukla aniden sikilgan, utangag ve endiseli bir hal aldiklarini belirtir (s.68-69). Boyle bir
durumda kaldiklarinda bireylerin ¢ogu zaman “Hayir, yapamam. Ne c¢izersem ¢izeyim hep berbat
olmustur. Cocuk ¢izmis gibi olur.” ya da “Cizim yapmay! sevmiyorum. Kendimi aptal gibi hissetmeme
neden oluyor.” biciminde duslinceler ortaya koyduklarini ifade etmektedir. Bunun yani sira Edwards
(2011), 6n galisma gizimlerini yapan bireylerin benzer duygular hissedebileceklerini de vurgulamaktadir.

Cizimin 6grenilebilen ve gelistirilebilen bir eylem olmasi goriisi, egitim 0Ogretim sireglerine
odaklanmanin gerekliligini ortaya koymaktadir. Egitim 6gretim surecinde 6gretim programlari, egitim
dgretim ortamlari ve dgretmenler énemli bilesenlerdir. Ogretim programlari baglaminda Milli Egitim
Bakanliginin Gérsel Sanatlar Dersi ilkokul Ogretim Programinin (2018) amaglari incelendiginde; “Gérsel
okuryazarhk, algi ve estetik bilincine sahip, gérsel sanatlar alanindaki temel kavram ve uygulamalar
konusunda bilgi, beceri ve anlayisa sahip, gérsel sanat ¢alismalarinda bilgi, malzeme, beceri, teknik ile
teknolojiyi etkin ve giivenli bir sekilde  kullanarak diisiincelerini ifade eden, gérsel Sanatlari diger
disiplinlerle iliskilendiren” bigimindeki ifadelerin yer aldigi gorilmektedir. Tirkiye’de ilkokul egitimi
¢ogunlukla devlet okullari tarafindan verilmektedir. Bu okullarda gorsel sanatlar dersi sinif 6gretmenleri
tarafindan yiritiilmekte olup bu amaglara uygun kazanimlarin 6grencilere kazandirilmasi onlarin
sorumlugundadir.

Cocuklarin kiguk yaslarda cizim yapmaktan korkmamalari ve yeterli destegi almalarinin gelisimleri
Uzerindeki etkileri goz 6nine alindiginda sinif 6gretmenlerinin 6nemi ¢ok daha acik bir sekilde ortaya
cikmaktadir. Bu baglamda sinif 6gretmenlerinin 5-6 yas - 9-10 yas arasindaki cocuklarin egitim
o6gretiminde etkili olan en 6nemli bilesenlerden biri oldugu sdylenebilir. Sinif 6gretmenlerinin desen
gizimine yaklagimlari onlarin bu konuda sinif etkinliklerini belirlemede kuskusuz etkili olacaktir. Belirtilen
bu gerekgeler dogrultusunda bu arastirmada sinif 6gretmenlerin ¢izim konusundaki becerileri ve ¢izime
yaklasimlarinin nasil oldugu merak edilmistir.

Sinif 6gretmeni adaylarinin geriye doénik 6grenim siireclerinde aldiklari sanat egitimi dikkate
alindiginda; hem kuramsal hem uygulamaya doniik sanat alanlarinda alinan egitimin sinirli oldugu
bilinmektedir. Ogretmen egitimi kapsaminda sinif 6gretmeni adaylarin sanat egitimi derslerinde
karsilastigi problemlerden birinin de ¢izime yonelik sanatsal pratikler ile ilgili oldugu soylenebilir.
Ozellikle modelden ¢izim siirecinde aslina benzetme kaygisiyla karsi karsiya kalan adaylarin bu temel
sorunlarin nasil Gstesinden gelecegi konusunda kararsizlik ve kaygi yasayabilecekleri dusiinilmektedir.

Ogretmen adaylarinin estetik bilgiye ve sanatsal deneyimlere iliskin olumlu bakis agilari
gelistirmelerinde sanat egitimi uygulamalarinin temelini olusturan desen ¢izim becerilerinin
kazandirilmasinin 6nemlidir. Bu Ogretim siireci ayni zamanda adaylarin kendilerine olan gliven
duygularinin gelisimine ve g¢izim becerilerine yonelik farkindaliklarinin artmasina katki saglayabilir. Bu
baglamda onlarin ¢gizime yoénelik olumlu bakis acisi kazanmalari egitimleri sirasinda 6ne g¢ikariimasi
gerekli olan bir bilesen olarak diistintilmelidir.

Cizim eylemi slirecinde zihinde diisiinceler bigimlenir, netlesir (Brown ve Lean,2004,s12). Cizim, iyi bir
gozlem yapmayi gerekli kilar. Goézlem yapma, ayrintilari gérme, farkliliklari ayirt edebilme goérmeyi
6grenmenin ve gozl egitmenin énemli bir yoludur. Bununla birlikte dislnileni, hayal edileni goérsel
olarak ifade edilmesinde ve algilanan gergekligin betimlenmesinde son derece yararh bir etkinliktir
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(Enstice ve Peters,2003,s.20). Bigimlerin yapilari hakkindaki bilissel algilarimiz gérdiklerimizden daha
fazla garpici olmakta ve ©6n plana ¢ikmaktadir. Bazi insanlarin gorsel ogelere dayal disinme ve
algilamaya karsi bir egilimleri vardir. Bu bakimdan sinif 6gretmen adaylarinin gizim becerilerinin
semantik, akademik agidan incelenmesinin gizim, tasarim ve artistik algilama becerilerine yonelik yeni
bakis agilari ve farkindaliklarin olusmasina olanaklar saglayabilecegi disinilmektedir. Dolayisiyla lisans
programlarinda yer alan gorsel sanatlar dersi icinde gergeklestirilen desen ¢izim ¢alismalari, 6gretmen
adaylarinin gézlem yapma, gorsel algi, yaratici diisinme ve artistik tasarim becerilerinin gelisimine katki
saglayan bir etkinlik olmasi ve uygulamali sanat egitiminin temelini olusturmasi bakimindan 6nem
tagimaktadir.

Yukarida yapilan agiklamalar dogrultusunda bu arastirmanin genel amaci, sinif 6gretmen adaylarinin
lisans programlarinda yer alan gorsel sanatlar dersi kapsaminda desen cizim ¢alismalari ile ilgili
becerilerinin, ¢izim yaparken yasadiklari problemlerin ve ¢izim yapmaya nasil yaklastiklarina iliskin
distncelerinin belirlenmesidir. Sinif 6gretmen adaylarinin ¢izime yénelik becerilerinin, ¢izim yaparken
yasadiklari glicliklerin ve cizime karsi yaklasimlarinin belirlenmesi sonucunda ortaya c¢ikan bulgular
dogrultusunda onlarin egitimleri sirasinda sanat egitimi etkinliklerinin daha etkili kilinmasi ve
alinabilecek 6nlemlere ilisikin 6nerilerde bulunulmasi beklenmektedir. Ayrica arastirmadan elde edilecek
bulgularin sinif 6gretmen adaylarinin ¢izim konusunda kendi durumlarinin farkinda olmalarina da katki
yapacagi da beklenmektedir.

Yontem

Bu calisma tarama modelinde betimsel bir calismadir. Arastirmada nicel veri toplama teknikleri
kullanilmistir. Tarama modelleri, gegmiste ve halen var olan bir durumu var oldugu sekliyle betimlemeyi
amaglayan yaklasimlardir. Arastirmaya konu olan olay, birey ya da nesne, kendi kosullari icinde var
oldugu gibi tanimlanmaya ¢aligilir. Onlari herhangi bir sekilde degistirme, etkileme ¢abasi gosterilmez
(Karasar, 2005).

Calisma Grubu

Bu arastirmanin galisma grubu, 2016-2017 egitim 6gretim yilinda Tirkiye'nin Akdeniz bolgesindeki
bir devlet Universitesinde bulunan egitim fakiltesi sinif egitimi programina devam eden 6gretmen
adaylarindan olusmaktadir. Calisma grubu kolay ulasilabilirlik ilkesi dogrultusunda belirlenmistir.
Arastirmaya katilan 6gretmen adaylarinin 45'i kiz 38' i erkektir.

Veri Toplama Araci

Bu ¢alismada veri toplama araci olarak kullanilan anket formu, arastirmanin amacina uygun olarak
arastirmaci tarafindan hazirlanmistir. Veri toplama aracinin gelistirilmesi siirecinde 6ncelikle ilgili alan
yazin incelenmistir. Bunu desen/cizim calismalari hakkinda 6gretmen adaylarn ile yapilan gériismeler
izlemistir. Her iki calismanin sonugclari incelenerek desen/cgizim calismalarinda ortaya ¢ikan sorunlar
belirlenmeye ¢alisiimistir. Bu sekilde bu sorunlari ele alacak sekilde taslak maddeler olusturulmustur.
Taslak maddelerden olusan form iki sanat egitimcisinin gorlisiine sunulmustur. Uzman gorisleri
dogrultusunda gerekli gorilen dizeltmeler yapilarak taslak anket form elde edilmistir. Taslak anket
formuna son sekli verilmeden 6nce maddelerin anlasilabilirligini kontrol edebilmek igin 10 6gretmen
adayi Uzerinde pilot uygulamasi yapilmistir. Pilot uygulamanin sonuglarina gére gerekli dizeltmeler
yapilarak anket formuna son sekli verilmistir. Anket formunda yer alan maddelerin bazilari ile ilgili 6rnek
climleler asagida yer almaktadir.

- Resim ¢izme konusunda yetenekli olmadigimi diisinliyorum
- Cizime nereden baslanacagini bilmiyorum

- Resim ¢izememe duygusu beni kaygilandirir

- Cizimlerimde (i¢ boyut etkisini veremiyorum
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Verilerin Toplanmasi ve Analizi

Veri toplama araci olarak gelistirilen anket formu 2015-2016 &gretim yili bahar yariyilinda sinif
Ogretmeni adaylarina arastirmaci tarafindan uygulanmistir. Anket formundan elde edilen veriler
bilgisayar ortamina aktarilmistir. Veriler SPSS programi araciligiyla, betimsel istatistik teknikleri ile analiz
edilerek frekans ve ylizde degerleri hesaplanmistir.

Bulgular ve Yorum

Sinif 6gretmeni adaylarinin gorsel sanatlar dersi kapsaminda desen-resim ¢izim calismalarinda
yasadiklari problemlerin incelenmesinin amaglandigl bu ¢alismada bulgular teknik ve beceriye dayali
problemlere yonelik olarak iki ayri baghkta sunulmustur.

Teknik ve beceriye dayali problemlere iliskin bulgular

Sinif 6gretmen adaylarinin desen-resim ¢izim g¢alismalari kapsaminda teknik ve beceriye dayali
problemlere iliskin dagilim Tablo 1’ de verilmistir.

Tablo 1 incelendiginde sinif 6gretmen adaylarinin ¢gogunun, cizim tekniklerini bilmiyorum maddesine
iliskin tamamen katiliyorum, katiliyorum ve kismen katiliyorum (%28.92, %39.76 ve %24.1) biciminde
cevap verdikleri goérilmektedir. Buradan sinif 6gretmen adaylarinin yaklasik (gte ikisinin ¢izim
tekniklerini tam olarak bilmedikleri sdylenebilir. Sinif 6gretmen adaylarinin (%14.45, %39.76 ve %32.54)
tamamen katiliyorum, katiiyorum ve kismen katiiyorum bigiminde insan figirlerini ¢izmekte
zorlandiklarini ifade ettikleri Tablo 1’ de gorilmektedir. Bu bulgu, sinif 6gretmen adaylarinin tamamina
yakininin insan figiirlerini ¢izmekte zorlandiklari biciminde yorumlanabilir. Tablo 1 incelendiginde sinif
o6gretmen adaylarinin tamamen katiliyorum, katiliyorum ve kismen katiliyorum (%12.04, %30.13 ve
%36.15) biciminde derinlik etkisi veremediklerini belirttikleri goriilmektedir. Buradan sinif 6gretmen
adaylarinin yaklasik Ggte ikisinin cizimde derinlik etkisi verememe problemi yasadiklari séylenebilir.
Bunun yani sira Tablo 1’ de 6gretmen adaylarinin tamamen katiliyorum ve katiliyorum (%66.07 ve
%28.92) biciminde tamamina yakinin ciddi bir resim egitimi almadigi gérilmektedir. Buradan gizimle ilgili
yasanan sorunlarin alinan egitim ile ilgili oldugu sdylenebilir.

Tablo 1 verilerine gore tamamen katiliyorum, katiliyorum ve kismen katiliyorum (%9.64, %25.3 ve
%34.94) biciminde sinif 6gretmen adaylarinin yaridan biraz fazlasinin ic boyut etkisi verme glicligu
yasadigl gorilmektedir. Ayrica 6gretmen adaylarinin tamamen katiliyorum, katiliyorum ve kismen
katiliyorum (%4.82, %19.27 ve %24.10) biciminde yariya yakinin ¢izime nereden baslayacagimi
bilmiyorum ve cizimlerimi sayfaya sigdiramiyorum biciminde dusindikleri de gériilmektedir. Bu bulgular
birlikte degerlendirildiginde sinif 6gretmen adaylarinin ¢ boyut etkisi vermede, ¢izime nereden
baslanacagini bilmede ve gizimlerini sayfaya sigdirmada diger boyutlara gére az da olsa daha iyi olduklari
biciminde yorumlanabilir.
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Tablo 1.

Teknik ve beceriye iliskin maddelere ait frekans ve yiizde dagilimi

. -
0o Qo < § > :Es ) S
> 0 g Q = et = =
<23 Eg ¢ §2 E E 5
T oo e = = € = = = 2
389 §% B 5% 5 gF 8
- Q a S8 ~ < £ ~ T & [
Cizim tekniklerini bilmiyorum f 24 33 20 3 3 83
% 28.92 39.76 24.10 3.61 3.61 100
Nereden baslanacagini f 7 17 38 9 12 83
bilmiyorum
% 8.43 20,48 45.79 10.84 14.46 100
insan figiirlerinin giziminde f 12 33 27 8 3 83
zorlaniyorum
v % 14.45 39.76 32.54 9.64 3.61 100
Derinlik etkisini veremiyorum f 10 25 30 15 3 83

% 12.04 30.13 36.15 18.07 3.61 100

Ug boyut etkisini veremiyorum f 8 21 29 23 2 83
% 9.64 25.30 34.94 27.71 2.41 100

Cizimlerimi sayfaya f 4 16 20 36 7 83
gdir or

sigdiramiyorum % 482 1927 2410 4338 843 100

Daha 6nce ciddi bir resim egitimi f 55 24 3 1 0 83

almadim
% 66.27 28.92 3.61 1.20 0 100

Duyussal nedenlere dayali problemlere iliskin bulgular

Sinif 6gretmen adaylarinin desen-resim ¢izim calismalari kapsaminda duyussal nedenlere dayali
problemlere iliskin dagilim Tablo 2’ de verilmistir.

Tablo 2 incelendiginde sinif 6gretmen adaylarinin tamamen katiliyorum, katiliyorum ve kismen
katiliyorum (%9.64, %24.10 ve %38.56) biciminde resim c¢izerken ¢ok heyecanlandigini belirttigi
gorilmektedir. Bunun yani sira tamamen katiliyorum, katiliyorum ve kismen katiliyorum (%12.04,
%25.30 ve %36.15) biciminde 6gretmen adaylarinin gizimde basarisiz olmaktan korktuklarini belirttikleri
Tablo 2’ de goriilmektedir. Ayrica Tablo 2’ de 6gretmen adaylarinin tamamen katiliyorum, katiliyorum ve
kismen katiliyorum (%18.07, %31.32 ve %26.51) biciminde gizimlerinin begenilmemesinin onlari olumsuz
etkileyecegi yonilinde dislindlklerini ortaya koyulmaktadir. Benzer sekilde 6gretmen adaylarinin,
tamamen katiliyorum, katiliyorum ve kismen katiliyorum (%9.64, %27.71 ve %33.74) biciminde en ¢ok
resim cizmeye baslayacagim anda kaygilaniyorum ve tamamen katiliyorum, katiliyorum ve kismen
katiliyorum (%9.64, %18.07 ve %26.51) biciminde, basarisiz ve komik ¢izim yapmaktan korkarim
cevaplarini verdikleri Tablo 2 ‘ de gorilmektedir. Diger yandan oOgretmen adaylarinin tamamen
katiliyorum, katilyorum ve kismen katiliyorum (%14.45, %24.10 ve %38.56) biciminde ¢izim konusunda
yetenekli olmadiklarini dislindikleri de goriilmektedir.

Tablo 2’ de yer alan bulgular genel olarak ele alindiginda sinif 6gretmen adaylarinin (gte ikisinin
(tamamen katiliyorum, katiliyorum ve kismen katiliyorum biciminde olmak tzere) resim gizerken ¢ok
heyecanlandigini, ¢izimde basarisiz olmaktan korktuklarini, ¢izimlerinin begenilmemesinin onlari
olumsuz etkileyecegini, en ¢ok resim cizmeye baslayacagim anda kaygilandiklarini ortaya koymaktadir.

506



Kazim ARTUT- Gukurova Universitesi Egitim Fakiiltesi Dergisi, 47(2),2018, 492-509

Bunun yani sira sinif 6gretmen adaylarinin basarisiz ve komik ¢izim yapmaktan korktuklarini ve gizim
konusunda yetenekli olmadiklarini distndiklerini ortaya koymustur. Buradan bu bulgularin sinif
O0gretmen adaylarinin gizime iliskin diislincelerinin duyugsal boyutunu ortaya koydugu bigiminde
yorumlanabilir.

Tablo 2.
Duyussal nedenlere dayali problemlere iliskin maddelere ait frekans ve yiizde dagilimlari

(]
put N E
<3 S g
o £ o 3
T e € = 3 S

Ke] + =
=8 §5 S L S £
n £ o o c = ) £
g5 s = = 2 £ i b
> > ET = E = o =3
a3 LY N < N T S
Resim gizerken ¢ok f 8 20 32 17 6 83
heyecanlanirim

% 9.64 24.10 38.56 20,48 7.22 100

Cizimde basarisiz olmak beni f 10 21 30 17 5 83
korkutur

% 12.04 25.30 36.15 20,48 6.03 100

Cizimlerimin begenilmemesi f 15 26 22 15 5 83

beni olumsuz etkiler
% 18.07 31.32 26.51 18.07 6.03 100

En gok resim gizmeye f 8 23 28 21 3 83
baslayacagim anda

% 9.64 27.71 33,74 25.30 3.61 100
kaygilaniyorum
Basarisiz ve komik gizim f 8 15 22 32 6 83

ktan kork
yapmaktan korkanim % 964 1807 2651 3856  7.22 100

Resim gizmeyi ¢ok severim f 10 26 30 9 8 83
% 12.04 31.33 36.15 10.84 9.64 100

Resim g¢izmek beni mutlu f 11 33 21 15 3 83

eder
% 13.26 39.76 25.30 18.07 3.61 100

Cizim tekniklerini 6grenmeyi f 14 36 17 12 4 83
hep istemisimdir
pistemisima % 1687 4338 20,48 1445 482 100

Resim gizme konusunda f 12 20 32 15 4 83
yetenekli olmadigimi

e % 14.45 24.10 38.56 18.07 4.82 100
distiniyorum

Tartisma ve Sonug

Sinif 6gretmeni adaylarinin goérsel sanatlar dersi kapsaminda desen-resim ¢izim calismalarinda
yasadiklari problemlerin incelenmesinin amaclandigl bu c¢alismada 6gretmen adaylarinin ¢ogu desen,
resim cizmeye iliskin teknik, beceri ve duyussal nedenlere iliskin problemler yasadiklarini ortaya
koymustur. Arastirma bulgularina gbére Ogretmen adaylari desen resim c¢izimine iliskin teknikleri
bilmediklerini ortaya koymustur. Bunun énemli bir nedeni bu arastirmada ortaya koyulan onceki egitim
sireclerinde 6gretmen adaylarinin hemen hemen tamamina yakinin ciddi bir resim egitimi almamis
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olmadiklari sonucuna baglanabilir. Ogretmen adaylarinin resim gizimleri sirasinda, resme nereden
baslanacagini bilememek, derinlik ve li¢ boyut etkisi verememek, insan figlrlerini cizememek gibi teknik
beceriye iliskin problemler yasadiklari ortaya koyulmustur. Bu problemlerin yasanmasinin bir nedeni
Robinson’in (2003) gizmeyi 6grenmek yazi yazmaya benzerdir gorisu ile agiklanabilir. Her iki eylem de
pratik yapmayi gerektiren teknik ve kiiltiirel bir basarinin sonucu olup biyolojik degildir. Bu arastirmaya
katilan 6gretmen adaylarinin hemen hemen tamamina yakinin 6nceki egitim sireglerinde ciddi bir resim
egitimi almamis olmalari bu sorunlari yasamalarinda etkili olmus olabilir.

Bu arastirmada sinif 6gretmen adaylarinin resim ¢izmeye iliskin duyussal problemler yasadiklarini
ortaya koymustur. Bu baglamda 6gretmen adaylarinin resme baslarken heyecanlandiklarini, ¢izim
yaparken basarisiz olma korkusu yasadiklarini, komik resimler yapmaktan korktuklarini ve yaptiklari
gizimlere iligkin olumsuz elestiriler almaktan da ¢ekindiklerini belirttikleri gorilmektedir. Bu bulgular
literatlr (Edwards, 2011) ile benzerlik gostermektedir. Diger yandan 6gretmen adaylarinin belirttikleri
problemleri yasamalarinin nedenlerinden biri resim egitimi konusunda yeterli egitimi almamis olmalari
olarak dustndilebilir.

Sinif 6gretmen adaylarinin resim g¢izme tekniklerini 6grenmeyi istemeleri, resim gizmeyi sevdikleri bu
arastirmada gorilmiistiir. Ogretmen adaylari resim gizmeyi 8grenmeye iliskin olumlu diisiinmektedirler.
Bu sonug Brookes’ In (1986) gizim 6gretiminde duygu ve diistincelerin 6nemli oldugu dustincesi ile tutarh
oldugu ifade edilebilir.

Oneriler

Sinif 6gretmenligi ana bilim dalinda gorsel sanatlar dersinin ylritilmesinde estetik bilgi, sanatsal
deneyim ve sanatsal kiltir konusunda oldukga sinirl bir potansiyele sahip olan 6gretmen adaylarinin
devam ettigi géz oniinde bulunduruldugunda onlarin bu alana iliskin temel teknik desen becerileri
kazanmalarini saglayacak basit gizgisel uygulamalara yer verilmesi 6ncelikle 6nerilebilir. Sik sik eskizler
yaptirilabilir. Bununla birlikte,

-Model tizerinde yapilan gizimlerin stireklilik kazanmasiyla desen becerinin gelistirilebilecegi,

-Modeli ayrintilariyla incelemenin, gorsel algilama becerilerinin gelisebilecegi,

-BUtlnd resim ylzeyine yerlestirme, hacim, derinlik, bitiin ve pargalar arasinda (espas) denge
kurarak goriinislerini gizgiyle dogru olarak ifade edebilmesine yonelik teknik becerilerin kazanilabilecegi
gerceginden yola cikilarak 6gretmen adaylarinin daha fazla tekrarlarla model Uzerinde galismalari
Onerilebilir. Bu sekilde izlenecek siireg, ayni zamanda 6gretmen adaylarinin resim gizmeye ydnelik
tasarim, gérme, ayrimsama/algilama ve dikkat becerilerine yonelik eksikliklerinin de farkinda olmalarina
da olanak saglayabilecektir. Bu baglamda 6gretmen adaylarina kendilerine verilen egitim siirecinde gizim
becerilerini dogrudan yetenek ile iliskilendirmemeleri saglanabilir, motive edilebilir, gliven duygular
gelisebilir. Ogretmen adaylarinin gizim becerilerine yénelik eksikliklerinin pratik ve teknik uygulamalarla
belli olglulerde giderilebilecegini gormeleri saglanarak, cesaretlendirilebilir, bu yodndeki kaygilari
azaltilabilir.
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In this study, the literature is reviewed on using augmented reality (AR) in education.
How AR is a technology, its history, display systems and AR softwares are examined. In
addition, which AR used any educational field and its providing educational gains are
determined. AR can be used in natural sciences, computer and information sciences,
mathematics, engineering, humanities and education. AR has been also used in medical,
physics, chemistry, biology, astrology and geometry education, museums, storytelling
activities, teaching cultural knowledge, engineering and special education. Especially,
AR has been used for phenomena impossible to see by naked eye, simulation of
potentially dangerous situations, visualization of abstract concepts and complexity
phenomena. AR provides edutainment, rich interaction, natural experience and it
improves attention and motivation.
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Bu ¢alismada artirilmis gergeklik (AG) teknolojisi ve egitimde kullanimina yonelik alan
yazin taramasi yapilmistir. Bu dogrultuda AG’nin nasil bir teknoloji oldugu, tarihgesi,
goruntileme sistemleri, icerik gelistirmede kullanilan yazilimlar incelenmistir. Ayrica
egitimde hangi alanlarda kullanildigi ve sagladig kazanimlar ile egitsel faydalar
belirlenmistir. AG teknolojisinin dogal bilimler, bilgisayar ve bilgi bilimleri, matematik,
miihendislik ve insani bilimlerde uygulandigi gériilmustir. Ozellikle tip, biyoloji, fizik,
kimya, geometri egitiminde, astronomide ve miizelerde, hikdye olusturma
etkinliklerinde, kilturel bilgilerin 6gretiminde, mihendislik ve engelli egitiminde etkili
bir sekilde kullanildigi alan yazinda ortaya ¢ikarilmistir. Bu alanlarda ozellikle gozle
gorilmesi mumkin olmayan nesne ve olaylarin 6gretimi, tehlikeli durumlarin
gosterilmesi, soyut kavramlarin somutlastiriimasi, karmasanin ¢ok oldugu bilgi
duzeylerinin sunulmasi gibi durumlarda kullanildigi belirlenmistir. Alan yazinda AG’nin
eglenerek 6grenmeyi saglama, gerceklik hissi olusturma, dogal deneyim sunma, dikkati
ve motivasyonu artirma gibi faydalar sagladigi géralmustir.

Introduction

Thanks to the advances in computer technology, the question of "Does media influence learning?" has
transformed to "How will technology education change?" (Reigeluth, 1991). When a new technology is used
in education, people are wondering if the new technology can make the existing teaching environments
better. One of the new technologies that are the subject of curiosity is the augmented reality (AR)
technology. However, the educational potentials of the AR are being investigated more recently (Martin,
Diaz, Sancristobal, Gil, Castro, & Peire, 2011; Kesim & Ozarslan, 2012; Zhou, Cheok, Pan, & Li, 2004b) and it
is thought that AR will provide important contributions to education in the future (Cheng & Tsai, 2012;
Martin et al., 2011). It is also thought that digital data, virtual and AR applications will cover our entire life
in the future (Rice, 2009; Wang, Kim, Love, & Kang, 2013). Because this technology is new and interesting,

2 This study was conducted as part of the doctoral thesis entitled “Effects of Three Dimensional StorytellingDeveloped with
Augmented Reality Technology on Narrative Skill and Creativity”’.

@ Bu calisma “Artirilmis Gergeklik Teknolojisiyle 3 Boyutlu Hikaye Canlandirmanin Hikaye Kurgulama Becerisine ve Yaraticiliga
Etkisi” bashkl doktora tezinin bir boliiminden olusmaktadir.
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it is estimated that both teachers and students can attract interest when it used in education. Therefore, it
is important to know what kind of technology AR is, how it is used, what kind of technical infrastructure it
has, and what benefits it provides educationally.

The researchers have turned to AR technology, which has the potential to improve 21st century skills
such as interpreting, multiple thinking, problem solving, knowledge management, teamwork, flexibility,
engagement and accepting different perspectives (Schrier, 2006). Furthermore, since AR technology
supports various multimedia formats such as sound, picture, text, video, animation, and 3D object, it is
predicted that it would be useful to conduct research on the use of this technology in education.
Accordingly, a literature review has been done on AR technology and its use in education. In this respect,
what kind of technology is AR, history, imaging systems, software used to develop content are examined.
In addition, in which areas the training was used and provided educational benefits were determined.

Augmented Reality

AR is defined as a technology that combines the real world with virtual objects and it provides interaction
between real and virtual objects (Azuma, 1997). In other words, predetermined target points are captured
and connected with the virtual objects and interpreted the results through the programs with AR technology.
Because it contains virtual objects, it is necessary to distinguish the AR with the concept of virtual reality
(VR). Objects are displayed in real time and environment in AR, while objects in VR are displayed in virtual
environment. With this feature, AR is separated from VR (Kye & Kim, 2008). At the same time, it is important
for AR to establish a bridge between the virtual and the real World (Chang, Morreale, & Medicherla, 2010;
Lee, 2012). In addition, there are three important features that enable AR to distinguish itself from other
Technologies (Moreno, Macintyre, & Bolter, 2001). These are: (1) combining virtual and real objects, (2)
providing real-time interaction, and (3) existing 3D objects (Azuma, 1997). AR is an increasingly popular
technology that can be used on desktops and laptops, portable devices and smartphones (Kirner, Reis, &
Kirner, 2012). Applications developed with AG allow the use of virtual 3D objects, text, 2D images, video and
animation separately, they also provide the same usage (Wang, He, & Dou, 2013). Therefore, users can
naturally interact with events, objects and information (Wojciechowski, Walczak, White, & Cellary, 2004;
Wojciechowski & Cellary, 2013).

History of Augmented Reality

Even though the roots of AR go back to 1950s, this concept was firstly coined by Tom Caudell in 1990s.
Tom Caudell used AR technology to create a digital monitoring system that is mounted to head and used for
directing employees while assembling electric cables in the planes (Caudell & Mizell, 1992; Siltanen, 2012).
In 1994, Paul Milgram proposed a reality-virtuality process, as AR developed in time and had similar
properties with virtual reality, which was named as mixed reality and which consist of reality on one end and
virtuality on the other end (Figure 1) (Cheng & Tsai, 2012; Milgram & Kishino, 1994; Ternier, Klemke, Kalz,
van Ulzen, & Specht, 2012). Thus, the characteristics of AR in this process was understood precisely. The
development of AR from the 1950s to our current time is stated in detail in Figure 2.

Mixed Reality
<« o o o O >
Real Augmented Augmented Virtual
environment Reality Virtuality environment

Figure 1. Reality-Virtuality Process (Adapted from Milgram & Kishino, 1994).
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Figure 2. Historical Development of AR. (Adapted from Dodsworth, 2010; Yuen, Yaoyuneyong, & Johnson, 2011)

512



Rabia Meryem YILMAZ, Yiiksel GOKTAS — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 47(2), 2018, 510-537

Technologies Used

AR applications are categorized by different researchers based on the types of technologies used. Johnson, Levine,
Smith and Stone (2010) and Pence (2011) use marker-based applications and markerless application categories where
as Cheng and Tsai (2012) categorizes AR as image-based and location-based applications. Marker-based applications
consist of three main components as a booklet that includes the marker, a device that transforms information into
digital data and a monitor that shows digital data in 3D. Instead of these components, markerless applications use
three other components as a monitoring system with a GPS (Global Positioning System), a location identifier device
and an image identifier device (Johnson et al., 2010). Image-based AR is based on marker-based applications and
which is used for transforming marker images into 3D objects by the aid of using AR monitoring softwares that are
gathered via a Web camera or other mobile devices (Figure 3).

@Web Camera

Virtual
Information

Marker/Image

e

Figure 3. Marker/Image Based AR application

Unlike marker-based AR, markerless applications use GPS or wireless features of mobile phones while identifying
the location. AR is created by adding virtual objects to the identified locations (Figure 4).
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Real Environment Virtual Knowledge

Figure 4. Markerless/location Based AR

When the image-based and location-based AR applications are compared, it is seen that both of the applications
have similar and different features. The main difference that separates these two applications is the fact that image-
based applications use images and graphics as identifiers while location-based applications use GPS or wireless as an
identifier. The similarity between the two applications is using virtual objects such as text, audio, video and 3D models
(See in Figure 5).

Identification Method

Virtual Objects

GPS

Wireless

[— Location-based AR

Image-based AR J_

Figure 5. Comparison of Image-based and Location-based AR applications (Cheng & Tsai, 2012).
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Monitoring Systems Used In Augmented Reality

Basic devices such as portable devices, computers, lead devices that enable monitoring virtual objects in
the real world are used as special monitoring systems in AR applications (See in Figure 6). Head Mounted
Display is one of these systems, and it enables displaying objects by the aid of optical monitors that lay on
the eyes when the device is mounted to head. Another system is called Handheld Displays that lets
monitoring objects by using small devices that can be carried by the individuals by hand. Additively, Spatial
Projection Displays use video projectors, optical elements, and holograms (Kesim & Ozarslan, 2012).
However, the ring of authenticity can differ with different systems (Serio, Ibafez, & Kloos, 2013).

Head Mounted Displays

Handheld Displays ==

Spatial Projection Displays ==

Figure 6. AR Monitoring Systems. Adapted From (Bimber & Raskar, 2004).
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Some Software Used in Augmented Reality

Special software are needed to create AR applications. In addition to being different for computers and
portable devices and they also vary depending on the audience’s level of using authoring tools and
knowledge of programming. Schmalstieg, Langlotz and Billinghurst (2011) categorizes portable devices and
the existing software for desktop as low/high level and programming knowledge required/not required
(Table 1). In addition to all these, Daqri Ar-media, MixAR ZooBurst, FLARtoolkit, MRToolkit, Junaio, Metaio,
Aurasma and Layar are some other software that are being used; (DePriest, 2012; Schmalstieg et al., 2011;
Wang et al., 2013; Yuen et al., 2011).

Table 1.
Some software used in AR applications.
Programming knowledge Programming knowledge not
required required
= ARToolkit DART
o LowLevel
k+ arTag ComposAR
w
3 . Studierstube AMIRE
High level .
0sgART BuildAR
Studierstube Tracker
o Low level . . Python
‘S ARToolkit for Symbian
o
= ] Studierstube ES )
High Level FlashLite

M3GE

Augmented Reality and Education

With the advances in software and hardware used in AR, this technology have started to be used in
several areas such as entertainment, marketing, military, medicine, engineering, psychology, advertising
(Azuma, 1997; Azuma, Baillot, Behringer, Feiner, Julier, & Maclntyre, 2001; Kirner et al, 2012). By the aid of
the advanced technology that AR has, the applications have become a rich learning experience (Alcaiiiz,
Contero, Pérez-Lopez, & Ortega, 2010). Thus the use of AR applications has come to prominence. Yet, it is
indicated that the use of technological tools in education gives new opportunities to increase interaction
between individuals and entertaining learning as well as making the learning process more active, effective
and meaningful (Alsumait & Musawi, 2013; Nischelwitzer, Lenz, Searle, & Holzinger, 2007; Sumadio &
Rambli, 2010). AR technology has attracted attention in the area of education as it enables interacting both
with virtual and real objects, learning by experience, increasing attention and motivation (Singhal, Bagga,
Goyal, & Saxena, 2012).

Despite the fact that virtual environments provide rich content and interaction, these environments lack
reality. This situation can affect the cognitive development of individuals in a negative way (Vygotsky, 1986).
It is thought that this problem can be solved by the aid of AR technology. In this direction, researchers have
focused on how AR can be implemented in schools (Sumadio & Rambli, 2010). In this regard, the most
important points are fitting the curriculum, carrying out the learning process in a balanced way and creating
effective interactions (Hsiao, Chen & Huang, 2010). AR is also applied in natural sciences (chemistry, physics,
biology, astrology, etc.), computer and information sciences, mathematics, engineering (mechanical,
electrical, biomedical, etc.) and humanitarian sciences (history, languages, anthropology, etc.)
(Wojciechowski & Cellary, 2013). In education, AR is thought to be more effective especially in teaching about
objects and situations that can not be seen, showing dangerous situations, materializing abstract concepts
and presenting complicated information (Huang, Chen, & Chou, 2016; Walczak et al., 2006).

When AR is used in education, it brings along a lot of benefits and educational gains. Additively, because
of its features, it can be used in almost all levels of education (Akgayir, Akgayir, Pektas, & Ocak, 2016). AR,
while enabling rich interaction (Azuma, 2004), provides a natural experience and increases attention and
motivation (O’Brien & Toms, 2005; Squire et al., 2008). In addition to all these, it increases the skills of
interpretation, problem-solving (Schrier, 2006), creative thinking (lvanova & lvanov, 2011) and provides
flexibility to students (Schrier, 2006). When integrated to education in a suitable way, it can support different
learning approaches such as authentic learning, situational learning and constructivist learning (Johnson,
Smith, Willis, Levine, & Haywood, 2011; Kirner et al., 2012; Wojciechowski & Cellary, 2013; Yuen et al., 2011).
Besides, the benefits of using AR in education, the gains of using AR and the learning approaches supported
by AR are presented in Table 2 in detail.
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Table 2. The advantages provided by the educational use of the AG, the gains achieved and the learning approaches it supports

Providing a sense of reality

Lin & Wang (2012)

Presenting a natural experience

O’Brien & Toms (2005); Sumadio & Rambli (2010)

E Visualize complex relationships Arvanitis vd. (2007); Wu, Lee, Chang, & Liang (2013)
;3 g Offer experiences that cannot be done in real life Wu vd. (2013); Wojciechowski & Cellary (2013)
u E Concrete abstract concepts Wojciechowski & Cellary (2013)
2 ":‘,’ Having fun learning Yoon, Elinich, Wang, Steinmeier, & Tucker (2012)
LZ: S Presenting safe learning environment Li (2010); Aziz, Aziz, Paul, Yusof, & Noor (2012); Wojciechowski & Cellary (2013)
é Saving time and space Wei, Weng, Liu, & Wang, 2015; Li (2010); Aziz vd. (2012)
Increasing student participation Wojciechowski & Cellary (2013)
Providing flexibility Schrier (2006)
Authentic Learning Environments Yuen vd. (2011)
0] ¥ Situational learning environments Johnson vd. (2011); Wojciechowski & Cellary (2013)
'no_: E 2 Constructivist learning environments Kirner vd. (2012)
o E g Learning by doing learning environments Wojciechowski & Cellary (2013)
a = % Inquiry-based learning environments Cheng & Tsai (2012);Wojciechowski & Cellary (2013)

Research-based learning environments

Yuen vd. (2011)

GAINS OF USING AUGMENTED REALITY IN EDUCATION

Increasing attention

O’Brien & Toms (2005); Sumadio & Rambli (2010); Aziz vd. (2012)

Making learning attractive and effective

Dinser & Hornecker (2007); Oh & Woo (2008); Lester vd. (1997); Wojciechowski & Cellary (2013); Zhou,
Cheok, & Pan (2004a)

Providing motivation

Wei, Weng, Liu, & Wang, 2015; O’Brien & Toms (2005); Sumadio & Rambli (2010); Aziz vd. (2012); Serio vd.
(2013)

Providing interaction

Yilmaz (2016); Azuma (2004); Wojciechowski & Cellary (2013); Kerawalla, Luckin, Seljeflot, & Woolard (2006);
Ivanova & Ivanov (2011); Wu vd. (2013); Bujak, Radu, Catrambone, Maclntyre, Zheng, & Golubski, (2013); Kesir
& Ozarslan (2012)

Facilitating understanding

Ivanova & lvanov (2011); Nufiez, Quiros, Nufiez, Carda, & Camahort (2008); Zhou vd. (2004a)

Connecting with real-world experiences and problems

Ternier vd. (2012)

Creating contextual awareness

Ivanova & Ivanov (2011)

Increasing engagement

Bujak vd. (2013); lvanova & Ivanov (2011)

Ensuring permanent learning

lvanova & lvanov (2011)

Improving communication

lvanova & lvanov (2011)

Increasing collaboration

Billinghurst (2002); Yuen vd.(2011)

Triggering creativity

Klopfer & Yoon (2004); Zhou vd. (2004b); Yuen vd.(2011)

Developed imagination

Klopfer & Yoon (2004); Yuen vd.(2011)

Controlling self-learning

Yuen vd. (2011); Bujak vd. (2013)

Increasing spatial ability

Cheng & Tsai (2012); Wojciechowski & Cellary (2013); Bujak vd. (2013)

Enhancing problem solving skill & interpretation skill

Schrier (2006)
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Even though AR provides an important contribution to education, there are still some problems that need
to be overcome. The most important problem in this context is the difficulty of applying and producing
content for AR applications. Especially, as developing 3D objects requires technical knowledge, many
students and teachers are prejudiced about using AR (Yuen et al., 2011). Besides, another problem that
makes this technology hard to apply effectively in education results from external factors like lighting, output
and display quality that affects the applications negatively. On the other hand, there are some problems
related to students and learning processes. The students that use AR may face a huge amount of knowledge
at same time. This situation results in high levels of cognitive load. Furthermore, the students that use AR
applications may have to use several devices. This issue requires students to have spatial orientation ability,
problem-solving ability and technology interference skills (Wu et al., 2013). Putting aside some technical and
pedagogical problems that are brought along with AR, the potential of AR in educational applications attracts
researchers to this field. When the studies in the literature are analyzed, it is seen that there are several
studies which support the idea that the use of AR applications in education affects the education process in
a positive way (Billinghurst et al., 2001; Dinser & Hornecker, 2007; Farias & Dantas, 2011; Kaufmann & Papp,
2006; Kerawalla et al., 2006; Oh & Woo, 2008).

When the studies in the literature are analyzed in detail, the wide use of AR in museum education attracts
attention. Some of these studies such as history education in museum (Klopfer, Perry, Squire, Jan, &
Steinkuehler, 2005), creation of design principles for learning anytime and anywhere applications (Hall &
Bannon, 2006), location-based mobile applications (Waite, Kirkley, Pendleton & Turner, 2004) and creation
of cultural museum applications (Damala, Cubaud, Bationo, Houlier, & Marchal, 2008) draws interest.
Additively, there are some studies regarding teaching about dinosaurs and underwater world with AR
applications as well (Hughes, Smith, Stapleton & Hughes, 2004).

Health education is also one of the areas that have a high number of studies on this topic. There are
investigations made especially in anatomy education (Blum, Kleeberger, Bichlmeier & Navab, 2012a; Blum,
Kleeberger, Bichmeier & Navab, 2012b; Kandikonda, 2011). In this direction, the studies focus on some
particular points such as the practical and easy use of AR technologies in anatomy education (Thomas, John
& Delieu, 2010), teaching bone structures (Chien, Chen & Jeng, 2010) and comparison of AR applications and
conventional education (Jan, Noll, Behrends & Albrecht, 2012). Carlson and Gagnon (2016) integrated AR
technology into the simulation. For instance, the effectiveness of internal and external ear modeling
(Nicholson, Chalk, Funnell & Daniel, 2006) and comparison with other technologies and effects on students’
learning (Yeom, 2011) are some of the topics that were brought out.

In the field of biology, there are some studies made in order to decide the effects of the factors that AR
technologies include learning and reveal the relationship between these factors (Kye & Kim, 2008), decide
the effect of internal and external motivation on the use of technology (Balog & Pribeanu, 2010), compare
interactive AR application in ecosystem education with other computer-backed and face to face methods
(Hsiao et al., 2010), create an application that teaches plant growth by using interactive garden AR
application and decide the benefits of AR application on the learning process in teaching protein synthesis
(Lau, Oxley & Nayan, 2012). In addition, Tarng, Ou, Yu, Liou and Lio (2015) created AR contents and analyzed
the effect of these contents on the academic success of elementary school students.

The studies in the area of physics analyze how cognitive abilities are increased by visual compatible
information-structure skeletons and improvement of conceptional understanding of the scientific
phenomenon (Yoon et al., 2012) and examine the configuration of knowledge by developing elastic collision
AR application (Lin, Wang, Duh, Tsai & Liang, 2012). Akgayir, Akgayir, Pektas and Ocak (2016) compares AR-
backed education and conventional education regarding laboratory skills and analyzes attitudes of students.
Sumadio and Rambli (2010) analyze teacher and student opinion by creating 3D materials for a high school
level physics course in their study that aims to decide the usefulness of AR technology in education.

The studies in the area of chemistry aim to analyze molecular structure (Singhal et al., 2012), show crystal
structures in 3D in inorganic chemistry courses (Nufez et al., 2008), to see how students interact by
comparing AR and other models (Chen, 2006) and analyzing motivational effects and learning outcomes
(Balog & Pribeanu, 2010).

When the studies in the area of Geometry are analyzed, it is seen that the students were encouraged to
interact with several virtual objects in mathematics/geometry (Liarokapis, Petridis, Lister, & White, 2002)
and mobile AR application was developed for geometry education by Kaufmann (2004). On the other side, a
study (Kaufmann & Schmalstieg, 2003) that offers cooperative mathematics/geometry learning and provides
interaction between teacher and student and also a project named StudierStube (Schmalstieg et al., 2002)
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were conducted. Lin, Chen, and Chang (2015) compared AR-backed learning and traditional learning in the
area of Geometry.

In the area of astronomy, an AR application was developed in order to make topics such as rotation/cycle
in the earth and the sun, seasonal changes in temperature and light to be more understandable (Shelton &
Hedley, 2002) and also some applications were created in order to gather information about space (O’Shea,
2008). Besides, there is a study in the literature about development and assessment of an interactive AR
application about astronomy education (Kien-Sin & Zaman, 2010).

Story-creating activities come to the forefront within the studies in the literature (Diinser, 2008; Diinser
& Hornecker, 2007; McKenzie & Darnell, 2004; Saso, Iguchi & Inakage, 2003; Zhou et al., 2004). A book with
AR technology which is named MagicBook which includes 3D objects, text, and images was developed
(Billinghurst et al., 2001) and this interesting approach is accepted to be the first AR application in education.
Additively, Cheng and Tsai (2014) analyze the interaction between parents and children in AR-backed books.

In addition to all these, it is seen that AR is used in engineering education, special education and teaching
cultural knowledge. AR is used in training the materials in engineering education (Liarokapis et al., 2004), the
teaching of individuals with hyperactivity disorder and distractibility (Aziz et al., 2012), and teaching of
cultural knowledge (Ha, Lee & Woo, 2011).

Conclusion and Discussion

This study makes a literature review about AR technology and its use in education. As a result, it is
revealed that AR, which dates back to 1950s, is a technology that can be used in several platforms such as
PCs, laptops, portable devices and smartphones and its use becomes more common in our current time
(Kirner et al., 2012). Besides, AR differs from other technologies with its abilities of combining virtual and
real objects, providing real-time interaction and including 3D objects (Azuma, 1997; Moreno et al., 2001).

In the literature, it is seen that AR technology is categorized as marker-based and markerless applications
and image-based and location-based applications (Cheng & Tsai, 2012; Johnson et al., 2010; Pence, 2011),
and this technology uses several monitoring systems such as head mounted displays, handheld displays and
spatial projection displays. The fact that each system may differ in terms of sense of authenticity draws
attention (Serio et al., 2013). Besides, portable devices, PCs and the software used in content creation are
analyzed. Researchers categorizes the existing software as low level/high level programming knowledge
required/not required (Schmalstieg et al., 2011). The remarkable software are ARToolkit, DART, ComposAR,
BuildAR, Studierstube, FlashLite, Daqri Ar-media, MixAR ZooBurst, FLARtoolkit, MRToolkit, Junaio, Metaio,
Aurasma and Layar.

When the fields where AR technology is used are analyzed, it is seen that AR technology becomes
widespread in several areas such as entertainment, marketing, defense, medicine, engineering, psychology,
marketing and education. This technology is used in natural sciences (chemistry, physics, biology, astrology
etc.), computer and information sciences, mathematics, engineering (mechanical, electrical, biomedical etc.)
and humanitarian sciences (history, language, anthropology etc.) as well (Wojciechowski & Cellary, 2013).
Especially, it is seen that AR is used effectively in medicine, biology, physics, chemistry, geometry education,
astronomy and museums, story-creating activities, teaching cultural knowledge, engineering and
handicapped education. In these areas, it is especially used for teaching invisible objects and situations,
showing dangerous situations, concretization of intangible concepts, presenting levels of knowledge where
complications exist commonly (Walczak et al., 2006).

When the literature is analyzed in detail, it is seen that it gives benefits such as giving the feeling of
authenticity, initiating natural experience, visualizing complicated relationships, providing experiences that
can not be done in real life and concretizing intangible concepts (Arvanitis ve et al., 2007; Lin & Wang, 2012;
O’Brien & Toms, 2005; Sumadio & Rambli, 2010; Wojciechowski & Cellary, 2013; Wuve et al., 2013). Besides,
it is determined that AR provides instructors with a constructive and authentic learning environment, and a
situational, live and learn environment (Johnson et al., 2011; Kirner et al., 2012, Wojciechowski & Cellary,
2013; Yuen et al., 2011). On the other hand, it is revealed that AR brings along some outcomes such as
increasing attention, making learning more effective and interesting, providing motivation and a rich
interaction (Aziz et al., 2012; Bujak et al., 2013; Diinser & Hornecker, 2007; O’Brien & Toms, 2005; Oh &Woo,
2008; Serio et al., 2013; Sumadio & Rambli, 2010; Wojciechowski & Cellary, 2013).

Even though virtual environments provide children with rich interaction, the most important problem is
the lack of real environment. Especially, it is known that lack of real environment affects the early cognitive
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development of the children negatively (Vygotsky, 1986). At this point, the AR’s property of presenting virtual
and real environments together can be a way to overcome this situation. In this direction, researchers have
focused on how AR can be applied in the schools in the best way possible (Sumadio & Rambli, 2010). Here,
the critical points are being compatible with the curriculum followed in schools, compliance with the learning
process and creating effective interaction while creating the curriculums (Hsiao et al., 2010). Because of this,
it is thought that applying activities that are backed by AR in schools can add benefit to the integration of
this technology to education.

Recommendations

As a result of the literature review, the following recommendations are presented:

e As markerless applications give a greater sense of authenticity, the use of these applications in
education can be extended.

e As head mounted displays generate high costs, portable and spatial projection systems can be chosen
as monitors.

e Attention should be attached to choosing appropriate software and providing technical infrastructure
while creating educational applications with AR Technologies.

e Choice of software while creating content with AR Technologies affect the quality of the application.
In this direction, trying more than one software before starting developing content may be beneficial.

e AR applications get affected negatively from physical factors such as light, output quality and camera
features. For this reason, precaution should be taken to minimize the effect of these factors.

e Inorder to extend the use of this technology in the area of education, the schools should be provided
with necessary technical infrastructure support and teachers may be given on-the-job training.

e Research can be conducted aiming to decide the learning approaches/teaching methods that AR can
be used the most effective.

e Research can be done to decide the usability of AR technology in learning environments.
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Tiirkge Siirimii

Giris

Bilgisayar teknolojilerindeki gelismeler sayesinde, "Medya 6grenmeyi etkiler mi?" sorusu farklilasarak
"Teknoloji egitimi nasil degistirecek?" sorusuna déntsmistiir (Reigeluth, 1991). Yeni bir teknoloji egitimde
kullanildiginda, insanlar yeni teknolojinin mevcut 6gretim ortamlarini daha iyi hale getirip getiremeyecegini
merak etmektedirler. Etkisi merak konusu olan yeni teknolojilerden birisi de artirilmis gergeklik (AG)
teknolojisidir. Ancak AG’nin egitsel potansiyelleri daha yeni arastiriimakta (Martin, Diaz, Sancristobal, Gil,
Castro, & Peire, 2011; Kesim & Ozarslan, 2012; Zhou, Cheok, Pan, & Li, 2004b) ve gelecekte egitime 6nemli
katkilar saglayacagi dustinilmektedir (Cheng & Tsai, 2012; Martin vd., 2011). Ayrica dijital verilerin, sanal ve
AG uygulamalarinin gelecekte tim hayatimizi kaplayacagi dusiinilmektedir (Rice, 2009; Wang, Kim, Love,
& Kang, 2013). Bu teknolojinin yeni ve ilgi cekici olmasindan dolayi, egitimde kullanildiginda hem
ogretmenlerin hem de 6grencilerin ilgisini cekebilecegi tahmin edilmektedir. Bu nedenle AG’nin nasil bir
teknoloji oldugunun, nasil kullanildiginin, nasil bir teknik altyapiya sahip oldugunun ve egitsel anlamda ne
gibi faydalar sagladiginin bilinmesi 6nemlidir.

AG’nin yorumlama, c¢ok yonli disiinme, problem ¢ézme, bilgi yonetimi, takim galismasi, esneklik,
mesguliyet ve farkh bakis agilarini kabul etme gibi 21. ylzyil becerilerini gelistirmeye yonelik bir potansiyele
sahip olmasi (Schrier, 2006), arastirmacilari AG teknolojisine yoneltmistir. Ayrica AG teknolojisi; ses, resim,
yazi, video, animasyon ve (¢ boyutlu (3B) nesne gibi cesitli 6geleri desteklediginden, bu teknolojinin
egitimde kullanimina yénelik arastirmalarin yapiimasinin faydali olabilecegi 6ngérilmektedir. Bu dogrultuda
calismada AG teknolojisi ve egitimde kullanimina yénelik alan yazin taramasi yapilmistir. Bu dogrultuda
AG’nin nasil bir teknoloji oldugu, tarihgesi, géruntileme sistemleri, icerik gelistirmede kullanilan yazilimlar
incelenmistir. Ayrica egitimde hangi alanlarda kullanildigi ve sagladigi kazanimlar ile egitsel faydalari
belirlenmistir.

Artirillmis Gergeklik

AG, gergek diinya ile sanal imgelerin birlestigi, gercek ve sanal nesneler arasinda es zamanli etkilesimin
saglandigi bir teknoloji olarak tanimlanmaktadir (Azuma, 1997). Diger bir deyisle AG; gergek diinyanin kamera
ile goruntusinin alinmasi sirasinda, 6nceden belirlenmis olan hedef noktalara, sanal nesnelerin baglanmasi
ve olusan sonucun programlar vasitasiyla yorumlanarak alinmasidir. icerisinde sanal nesneleri barindirmasi
nedeniyle AG’nin, sanal gerceklik (SG) kavramiyla ayriminin yapilmasi gerekmektedir. SG’ de nesneler sanal
ortamda goriintulenirken, AG’de gercek zaman ve ortamda gériintilenmektedir. Bu 6zelligiyle AG sanal
gergeklikten ayrilmaktadir (Kye & Kim, 2008). Ayni zamanda AG’in, sanal ve gergek diinya arasinda bir kopri
kurabilmesi 6nemli bir 6zellik olarak 6n plana gikmaktadir (Chang, Morreale, & Medicherla, 2010; Lee, 2012).
Bunun yani sira AG’'nin diger teknolojilerden ayrilarak 6n plana ¢ikmasini saglayan l¢ 6nemli ozelligi
bulunmaktadir (Moreno, Macintyre, & Bolter, 2001). Bunlar: (1) sanal ve gercek nesneleri birlestirmesi, (2)
gercek zamanli etkilesim sunmasi, (3) 3B nesnelerin yer almasidir (Azuma, 1997). AG, kullanimi gittikce
yayginlasan ve masalisti ve diz (istli bilgisayarlar, tasinabilir cihaz ile akilli telefonlar gibi farkl platformlarda
kullanilabilen bir teknolojidir (Kirner, Reis, & Kirner, 2012). AG ile gelistirilen uygulamalar 3B nesneler, yazi,
2B resim, video ve animasyon gibi sanal nesnelerin ayri ayri kullanimina izin verirken, bunlarin ayni anda
kullanimini da saglamaktadir (Wang, He, & Dou, 2013). Boylelikle kullanicilar dogal yollarla olaylar, nesneler
ve bilgilerle etkilesime gegebilmektedirler (Wojciechowski, Walczak, White, & Cellary, 2004; Wojciechowski
& Cellary, 2013).

Artirilmis Gergekligin Tarihgesi

AG’nin kdkeni her ne kadar 1950’li yillara kadar dayansa da, bu kavram ilk olarak 1990’ larda, Tom Caudell
tarafindan kullanilmistir. Tom Caudell AG teknolojisini kullanarak ugaklara elektrik kablolarinin yerlestirilmesi
sirasinda calisanlarin yonlendirilmesini saglayan basa monte edilen bir dijital goériintileme sistemi
gelistirmistir (Caudell & Mizell, 1992; Siltanen, 2012). 1994’te Paul Milgram AG’nin zaman iginde gelismesi
ve sanal gerceklige benzer Ozellikler tasimasi nedeniyle bir ucunda gergekligin diger ucunda sanalligin yer
aldigi karma gergeklik olarak adlandirilan bir gergeklik-sanallik stirecini sunmustur (Bkz. Sekil 1) (Cheng & Tsai,
2012; Milgram & Kishino, 1994; Ternier, Klemke, Kalz, van Ulzen, & Specht, 2012). Boylelikle AG’'nin bu
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suregteki karakteristigi belirgin bir sekilde anlasilmistir. 1950’lerden giinimiize kadar AG’nin zaman igindeki
gelisimi Sekil 2’de detayh olarak belirtilmistir.

Karma Gerceklik
<€ O O O O >
Gergek Artirllmg Artirilmig Sanal
Ortam Gerg¢eklik Sanallik Ortam

Sekil 1. Gergeklik-Sanallik Stireci (Uyarlandigi yayin: Milgram & Kishino, 1994).
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Sekil 2. AG’nin tarihsel gelisimi. (Uyarlandidi yayin: Dodsworth, 2010; Yuen, Yaoyuneyong, & Johnson, 2011).
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Kullanilan Teknolojiler

AG uygulamalari kullanilan teknolojilere gore farkli arastirmacilar tarafindan kategorilere ayrilmistir. Johnson,
Levine, Smith ve Stone (2010) ile Pence (2011) marker tabanli uygulamalar ile marker tabanli olmayan
uygulamalar kategorilerini kullanirken, Cheng ve Tsai (2012) AG'yi resim tabanl ve lokasyon tabanli uygulamalar
olarak kategorilendirmislerdir. Marker tabanh uygulamalar, igerisinde markerin yer aldig bir kitapgik, markerdaki
bilgiyi dijital veriye donistliren bir aygit ve dijital veriyi 3B gosteren bir ekrandan meydana gelen 3 temel
bilesenden olusmaktadir. Marker tabanh olmayan uygulamalar da ise bunlarin yerine GPS’in (Global Positioning
System) kullanildigi izleme sistemleri, bir alan ve resim tanilayici cihazlardan olusan 3 bilesen kullaniimaktadir
(Johnson vd., 2010). Temelinde marker tabanli uygulamalarin yer aldigi resim tabanh AG, marker gorintisiiniin
bir Web kamera veya mobil cihazlar araciligiyla alinarak AG goriintileme yazilimlari sayesinde 3B nesnelere
donustlrilmesini saglayan uygulamalardir (Bkz. Sekil 3).

\‘@,—\Neb Kamera

Mark

Sekil 3. Marker/Resim Tabanl AG Uygulamasi

Marker tabanli AG’'nin aksine marker tabanli olmayan uygulamalar lokasyonu tanimlamada mobil cihazlarin
kablosuz ag ve GPS gibi 6zelliklerinden yararlanmaktadir. Belirlenen lokasyonlara sanal nesnelerin eklenmesiyle
AG olusturulmaktadir (Bkz. Sekil 4).
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Gergek Ortam Sanal Bilgi

Sekil 4. Marker Tabanh Olmayan/Lokasyon Tabanli AG

Resim tabanli ve lokasyon tabanlh AG uygulamalari karsilastirildiginda her iki uygulamanin benzer ve farkl
ozelliklerinin oldugu goralmustiar. Bu iki uygulamayi birbirinden ayiran temel farklilik; resim tabanli
uygulamalarda tanilayici olarak resim ve grafiklerin, lokasyon tabanli uygulamalarda GPS ya da kablosuz aglarin

kullanilmasidir. Ortak 6zellikleri ise yazi, ses, video, 3B model gibi sanal nesnelerin her iki uygulamada da yer
almasidir (Bkz. Sekil 5).

Tanilayic1 Teknik

Sanalnesneler

GPS
Kablosuz Ag

Resim tabanh AG Lokasyon tabanh AG

Sekil 5. Resim Tabanli ve Lokasyon Tabanli AG Uygulamalarinin Karsilastirilmasi. Uyarlandigi yayin. (Cheng &
Tsai, 2012).
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Artirllmis Gergeklikte Kullanilan Goriintiileme Sistemleri

AG uygulamasinda gergek diinya lzerinde sanal nesnelerin goriintilenmesini saglayan tasinabilir cihazlar,
bilgisayarlar, giris ve ¢ikis cihazlari gibi temel aygitlar 6zel gériintileme sistemleri olarak kullaniimaktadir (Bkz.
Sekil 6). Bu sistemlerden biri olan basa monte edilen gériintiileme sistemleri (Head Mounted Displays), cihazin
basa yerlestirilmesiyle goz lizerine denk gelen optik gorintileyiciler yardimiyla nesnelerin gérintilenmesini
saglamaktadir. Bu durum ¢ogu zaman o6zel gozlikler araciligiyla da saglanabilmektedir. Bir diger sistem olan
tasinabilir gorintileme sistemleri (Handheld Displays) bireylerin ellerinde tasiyabildikleri kigik cihazlar
araciligiyla nesnelerin goruntilenmesini saglamaktadir. Ayrica uzamsal goriintileme sistemleri (Spatial
Projection Displays) video projektorleri, optik elementler ve hologramlari kullanmaktadir (Kesim & Ozarslan,
2012). Ancak goriuntilerin sagladigi gergeklik hissi kullanilan sisteme gore farklilik gosterebilmektedir (Serio,
Ibafiez, & Kloos, 2013).

Basa monte edilen goriintiileme
sistemleri

Tasinabilir gorlintileme sistemleri ==

Uzamsal goriintileme sistemleri

Sekil 6. AG Goriintileme Sistemleri. Uyarlandigi yayin. (Bimber & Raskar, 2004).

Artirilmis Gergeklikte Kullanilan Bazi Yazilimlar

AG uygulamalarinin olusturulabilmesi icin 6zel yazilimlara ihtiya¢ duyulmaktadir. Bu yazilimlar bilgisayar ve
tasinabilir cihazlar igin farkli olmakla birlikte kullanicilarin yazarlik araglarini kullanma seviyesi ve programlama
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bilgisine gore cesitlilik gostermektedir. Schmalstieg, Langlotz ve Billinghurst (2011) tasinabilir cihazlar ve
masaistu icin mevcut yazilimlari alt diizey/Ust dizey ve programlama bilgisi gerektiren/gerektirmeyen olmak
Uzere kategorilere ayirmistir (Bkz. Tablo 1). Bunlarin yani sira Daqri Ar-media, MixAR ZooBurst, FLARtoolkit,
MRToolkit, Junaio, Metaio, Aurasma ve Layar kullanilan diger yazihmlardan bazilaridir (DePriest, 2012;
Schmalstieg vd., 2011; Wang vd., 2013; Yuen vd., 2011).

Tablo 1.
AG Uygulamalarinda Kullanilan Bazi Yazilimlar

Programlama bilgisi gerektiren Programlama bilgisi gerektirmeye
S ARToolkit DART
i Alt diizey
= arTag ComposAR
S . Studierstube AMIRE
2 Ust diizey '
0sgART BuildAR
. Studierstube Tracker
= Alt diizey . . Python
2 ARToolkit for Symbian
= . . Studierstube ES )
Ust diizey FlashLite

M3GE

Artinlmis Gergeklik ve Egitim

AG’de kullanilan yazim ve donanimlarin gelismesiyle birlikte; bu teknoloji eglence, pazarlama, savunma, tip,
muhendislik, psikoloji, reklamcilik gibi pek ¢ok alanda kullanilmaya baslanmistir (Azuma, 1997; Azuma, Baillot,
Behringer, Feiner, Julier, & Maclntyre, 2001; Kirner vd., 2012). AG sahip oldugu ileri teknoloji sayesinde, yapilan
uygulamalar bos bir alandan zengin bir 6grenme deneyimine doniismis (Alcafiz, Contero, Pérez-Lopez, & Ortega,
2010), boylelikle egitim alanindaki kullanimi 6n plana ¢ikmistir. Zira egitimde kullanilan teknolojik araglarin
bireylerin etkilesimini artirmak ve eglenerek 6grenmeyi saglamak igin yeni firsatlar sundugu, 6grenme siirecini
daha aktif, etkili ve anlamli kildigi belirtilmektedir (Alsumait & Musawi, 2013; Nischelwitzer, Lenz, Searle, &
Holzinger, 2007; Sumadio & Rambli, 2010). AG teknolojisi de Ozellikle sanal ve gercek nesnelerle birlikte
etkilesime girmeye olanak tanimasi, yaparak yasayarak 6grenmeyi saglamasi, dikkati ve motivasyonu artirmasi
ozellikleriyle egitimde dikkatleri Gzerine ¢cekmistir (Singhal, Bagga, Goyal, & Saxena, 2012).

Sanal ortamlar her ne kadar zengin icerik ve etkilesim sunsa da, bu ortamlardaki temel eksiklik gercekligin
bulunmamasidir. Bu durum bireylerin bilissel gelisimlerine olumsuz yénde etki edebilmektedir (Vygotsky, 1986).
Bu problemin giderilmesinde AG teknolojisinin ¢6ziim olabilecegi distinilmektedir. Bu dogrultuda arastirmacilar
AG’nin okullarda en iyi sekilde nasil uygulanabilecegi konusuna odaklanmislardir (Sumadio & Rambli, 2010).
Burada 6nemli olan nokta mifredata uygunluk, 6grenme sirecinin dengeli yiritilmesi ve etkili etkilesimlerin
olusturulmasidir (Hsiao, Chen & Huang, 2010). AG dogal bilimler (kimya, fizik, biyoloji, astroloji vb.), bilgisayar ve
bilgi bilimleri, matematik, mihendislik (mekanik, elektrik, biyomedikal vb.) ve insani bilimlerde (tarih, dil,
antropoloji vb.) de uygulanmaktadir (Wojciechowski & Cellary, 2013). Egitimde AG’nin Ozellikle; gbzle gorilmesi
miUmkin olmayan nesne ve olaylarin 6gretimi, tehlikeli durumlarin gosterilmesi, soyut kavramlarin
somutlastiriimasi ve karmasik bilgilerin sunulmasi durumlarinda kullaniminin daha etkili olabilecegi
disunulmektedir (Huang, Chen, & Chou, 2016). Walczak vd., 2006).

AG egitimde kullanildiginda pek ¢ok fayda sunmakta ve egitsel kazanimlari da beraberinde getirmektedir.
Ayrica sahip oldugu 6zellikler sayesinde egitimin hemen her kademesinde kullanilabilmektedir (Akcayir, Akcayir,
Pektas, & Ocak, 2016). AG, zengin etkilesim sunarken (Azuma, 2004), dogal bir deneyim saglamakta, dikkati ve
motivasyonu artirmaktadir (O’Brien & Toms, 2005; Squire vd., 2008). Ayrica yorumlama, problem ¢ézme (Schrier,
2006), yaratici disinme becerisini artirmakta (lvanova & lvanov, 2011) ve 6grencilere esneklik saglamaktadir
(Schrier, 2006). Egitime uygun bir sekilde entegre edildiginde otantik 6grenme, durumsal 6grenme ve
yapilandirmaci 6grenme gibi 6grenme yaklasimlarini da destekleyebilmektedir (Johnson, Smith, Willis, Levine, &
Haywood, 2011; Kirner vd., 2012; Wojciechowski & Cellary, 2013; Yuen vd., 2011). Bunlarin yani sira AG’nin
egitimde kullaniminin sagladigi faydalar, elde edilen kazanimlar ve destekledigi 6grenme yaklasimlari Tablo 2’de
detayl bir sekilde sunulmustur.
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Tablo 2. AG’nin Sagladigi Egitsel Faydalar, Desteklenen Odrenme Yaklasimlari ve Elde Edilebilen Kazanimlar

Gergeklik hissi saglama

Lin & Wang (2012)

Dogal deneyim sunma

O’Brien & Toms (2005); Sumadio & Rambli (2010)

EE Karmasik iliskileri gorsellestirme Arvanitis vd. (2007); Wu, Lee, Chang, & Liang (2013)
g Gergek hayatta olmayan deneyimler Wu vd. (2013); Wojciechowski & Cellary (2013)
E Soyut kavramlari somutlagtirma Wojciechowski & Cellary (2013)
] Eglenerek 6grenmeyi saglama Yoon, Elinich, Wang, Steinmeier, & Tucker (2012)
;g Ogrenmede giivenli ortam sunma Li (2010); Aziz, Aziz, Paul, Yusof, & Noor (2012); Wojciechowski & Cellary (2013)
w Zamandan/mekandan tasarruf saglama  Wei, Weng, Liu, & Wang, 2015; Li (2010); Aziz vd. (2012)
Ogrenci katilimini artirma Wojciechowski & Cellary (2013)
Esneklik saglama Schrier (2006)
_ — _Otantik 6grenme ortami sunma Yuen vd. (2011)
fg E E Durumsal 6grenmeyi destekleme Johnson vd. (2011); Wojciechowski & Cellary (2013)
E Z % Yapilandirmaci 6grenme ortami sunma  Kirner vd. (2012)
E 3?5 é Yaparak yasayarak 6grenme sunma Wojciechowski & Cellary (2013)
a © < Sorgulama tabanli aktiviteler saglama Cheng & Tsai (2012);Wojciechowski & Cellary (2013)
Arastirma tabanli 6grenme sunma Yuen vd. (2011)
Dikkati artirma O’Brien & Toms (2005); Sumadio & Rambli (2010); Aziz vd. (2012)
Ogrenmeyi dikkat cekici kilma Dinser&Hornecker(2007);0h&Wo0(2008);Lester vd.(1997);Wojciechowski&Cellary(2013);Zhou,Cheok,&Pan(2004a)
Motivasyonu saglama Wei vd, 2015; O’Brien & Toms (2005); Sumadio & Rambli (2010); Aziz vd. (2012); Serio vd. (2013)
- Etkilesimi saglama Yilmaz (2016); Azuma (2004); Wojciechowslfi & Cellary (2013);.Kerawalla, Luckin, Seljeflot, & Woolard (2006);
< Ivanova & lvanov (2011); Wu vd. (2013); Bujak vd., (2013); Kesim & Ozarslan (2012)
S Anlamayi kolaylastirma Ivanova & Ivanov (2011); Nufiez, Quiros, Nufiez, Carda, & Camahort (2008); Zhou vd. (2004a)
:zt‘ Gergek dlinya deneyimleri saglama Ternier vd. (2012)
g Baglamsal farkindalik yaratma Ivanova & lvanov (2011)
E Mesguliyeti artirma Bujak vd. (2013); Ivanova & lvanov (2011)
@ !(alla 0grenmeyi saglama Ivanova & lvanov (2011)
=) lletisimi artirma Ivanova & lvanov (2011)
E isbirligini artirma Billinghurst (2002); Yuen vd.(2011)
o Yaraticihg harekete gegirme Klopfer & Yoon (2004); Zhou vd. (2004b); Yuen vd.(2011)

Hayal glicini gelistirme

Klopfer & Yoon (2004); Yuen vd.(2011)

Kendi 6grenmelerini kontrol etme

Yuen vd. (2011); Bujak vd. (2013)

Uzamsal yetenegi artirma

Cheng & Tsai (2012); Wojciechowski & Cellary (2013); Bujak vd. (2013)

Problem ¢6zme becerisini artirma

Schrier (2006)
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Her ne kadar AG egitime onemli katkilar saglasa da, hala Ustesinden gelinmesi gereken pek ¢ok problem
bulunmaktadir. Bunlarin basinda AG uygulamalari igin igerik gelistirmenin ve uygulamanin zor olusu gelmektedir.
Ozellikle 3B nesne gelistirmenin teknik bilgi gerektirmesi nedeniyle pek ¢ok 6gretmen ve &grencinin AG'yi
kullanmaya 6n yargil yaklastigi bilinmektedir (Yuen vd., 2011). Ayrica isik, ¢ikti ve gorinti kalitesi gibi dis
faktorlerin uygulamalari olumsuz etkilemesi, bu teknolojinin egitimde etkili kullanilamamasina neden olan diger
problemlerdir. Diger taraftan 6grencilerle ve 6grenme siregleriyle iligkili bazi problemler de s6z konusudur. AG
kullanan 6grenciler zaman zaman ¢ok sayida bilgiyle karsi karsiya gelebilmektedirler. Bu durum onlarin asiri
diizeyde bilissel yliklenmelerine neden olmaktadir. Dahasi, AG kullanan 6grenciler birden fazla cihaz kullanmak
durumunda kalabilmektedirler. Bu da 6grenciler icin uzamsal yoénlendirme yetenegi, isbirligi icinde calisma
becerisi, problem ¢ézme yetenegi ve teknolojiye miidahale edebilme becerisi gerektirmektedir (Wu vd., 2013).
AG’nin beraberinde getirdigi bazi teknik ve pedagojik problemlerin disinda egitsel uygulamalarda sahip oldugu
potansiyel, arastirmacilarin bu alana yonelimini saglamistir. Alan yazinda yapilan ¢alismalar incelendiginde birgok
calismada egitimde AG uygulamalarinin kullanilmasinin 6grenme siirecini olumlu yénde etkiledigi gorulmustur
(Billinghurst vd., 2001; Diinser & Hornecker, 2007; Farias & Dantas, 2011; Kaufmann & Papp, 2006; Kerawalla
vd., 2006; Oh & Woo, 2008).

Alan yazindaki ¢alismalar detayli olarak incelendiginde; mize egitimi AG’nin yaygin olarak kullanildigi bir alan
olarak dikkat ¢ekmektedir. Bu galismalarda mizede tarih 6gretimi (Klopfer, Perry, Squire, Jan, & Steinkuehler,
2005), her zaman her yerde 6grenme uygulamalari igin tasarim prensiplerinin olusturulmasi (Hall & Bannon,
2006), lokasyon temelli mobil uygulamalar (Waite, Kirkley, Pendleton & Turner, 2004) ile kiltirel muize
uygulamalarinin hazirlanmasi (Damala, Cubaud, Bationo, Houlier, & Marchal, 2008) gibi calismalar dikkat
¢cekmistir. Ayrica dinozorlar ve su alti diinyasinin 6gretiminde gercek ortam ve AG uygulamalarinin beraber
verilmesi (Hughes, Smith, Stapleton & Hughes, 2004) konusunda da galismalar yapilmistir.

Tip egitimi yine bu konuda en ¢ok ¢alismanin yapildigi alanlardan biri olmustur. Bu alanda 6zellikle anatomi
egitiminde calismalar yariatilmistir (Blum, Kleeberger, Bichlmeier & Navab, 2012a; Blum, Kleeberger,
Bichlmeier & Navab, 2012b; Kandikonda, 2011). Bu dogrultuda, anatomi egitiminde AG teknolojilerinin
kullanishhgi ve kullanim kolayligi (Thomas, John & Delieu, 2010), kemik yapilarinin 6gretimi (Chien, Chen & Jeng,
2010), geleneksel 6gretimle AG uygulamalarinin karsilastiriimasi (Jan, Noll, Behrends & Albrecht, 2012)
noktalarina odaklaniimistir. Carlson ve Gagnon (2016) AG teknolojisini simiilasyona entegre etmistir. Ornegin ig
ve dis kulak modellemesinin etkililigi (Nicholson, Chalk, Funnell & Daniel, 2006), 6grencilerin 6grenmesine etkileri
ve diger teknolojilerle karsilastirilmasi (Yeom, 2011) gibi konular tizerinde de durulmustur.

Biyoloji egitimi alaninda AG teknolojilerinin barindirdigi faktorlerin 6grenmeye etkilerini belirlemek ve bu
faktorlerin birbiriyle iliskisini ortaya koymak (Kye & Kim, 2008), i¢sel ve dissal motivasyonun teknolojiyi
kullanmaya etkisini belirlemek (Balog & Pribeanu, 2010), ekosistem 6gretiminde etkilesimli AG uygulamasinin
diger bilgisayar destekli ve ylz ylze yontemlerle karsilastirmak (Hsiao vd., 2010), etkilesimli bahce AG
uygulamasiyla bitkilerin blylimesini 6greten uygulama yapmak (Oh & Byun, 2012) ve protein sentezinin AG
uygulamalariyla 6gretiminin 6grenme siirecine katkisini belirlemek (Lau, Oxley & Nayan, 2012) amaciyla
calismalar yiritalmuastdr. Tarng, Ou, Yu, Liou ve Lio (2015) ise AG igerikleri gelistirmis ve bu iceriklerin ilkogretim
ogrencilerinin akademik basarilarina etkisini incelemislerdir.

Fizik alaninda yapilan galismalarda bilimsel fenomenlerin kavramsal anlayisinin gelistirilmesi ve goérsellerle
uyumlu bilgi-yapi iskeletleri bilissel becerileri nasil artirdigl incelenmis (Yoon vd., 2012), elastik carpisma AG
uygulamasi gelistirilerek bilgiyi yapilandirmasina bakilmistir (Lin, Wang, Duh, Tsai & Liang, 2012). Akg¢ayir, Akgayir,
Pektas ve Ocak (2016), AG destekli 6gretim ile geleneksel 6gretimi laboratuvar becerileri agisindan karsilastirmis
ve lisans 6grencilerinin tutumlarini incelemistir. Sumadio ve Rambli (2010) AG teknolojisinin egitimde
kullanighhgini belirlemek Gzere yapmis olduklari galismada lise diizeyinde fizik dersi icin 3 boyutlu materyaller
gelistirerek 6gretmen ve 6grenci gorislerini incelemislerdir.

Kimya alaninda yapilan galismalarda da molekil yapilarini incelemek (Singhal vd., 2012), inorganik kimya
dersinde kristal yapilarinin 3 boyutlu goéstermek (Nufiez vd., 2008), AG ve maket modelleri karsilastirip
ogrencilerin nasil etkilesime girdiklerini belirlemek (Chen, 2006) ve 6grendiklerini inceleme ve motivasyonel
etkileri incelemek (Balog & Pribeanu, 2010) amaciyla ¢alismalar yiratialmastar.

Geometri alaninda yapilan ¢alismalara bakildiginda MARIE adli bir proje ile matematik/geometri alaninda
birden ¢ok 6grencinin cesitli sanal objelerle etkilesime girmeleri saglanmis (Liarokapis, Petridis, Lister, & White,
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2002) ve Kaufmann (2004) tarafindan geometri egitiminde mobil AG uygulamasi gelistirilmistir. Diger yandan alan
yazinda AG ile 6gretmen-6grenci arasinda etkilesimin saglandig isbirlikli matematik/geometri 6grenme deneyimi
sunan bir ¢alisma (Kaufmann & Schmalstieg, 2003) ve StudierStube adli bir proje (Schmalstieg vd., 2002)
yurattlmastir. Lin, Chen ve Chang (2015) AG destekli 6grenmeyle geleneksel 6grenmeyi Geometri alaninda
karsilagtirmistir.

Astronomi alaninda ise dinya ve guines iliskisinde dénme/devir, giin dénimi/ekinoks, sicakhgin ve isigin
mevsimsel degisimi gibi konularin anlasiimasi icin uygulanan AG uygulamasi gelistirilmis (Shelton & Hedley, 2002)
ve uzay hakkinda bilgi edinme amagh uygulamalar yapilmistir (O'Shea, 2008). Ayrica alan yazinda astronomi
Ogretiminde etkilesimli bir AG uygulamasi gelistirme ve degerlendirme ¢alismasi da gorilmistir (Kien-Sin &
Zaman, 2010).

Alan yazinda incelenen diger bir konu olarak hikdye olusturma etkinlikleri 6n plana ¢ikmistir (Diinser, 2008;
Diinser & Hornecker, 2007; McKenzie & Darnell, 2004; Saso, Iguchi & Inakage, 2003; Zhou vd., 2004b). MagicBook
adli proje ile yazi, resim ve 3 boyutlu nesneleri igeren AG teknolojisinin bulundugu kitap gelistirilmis (Billinghurst
vd., 2001) ve bu ilging yaklasim egitimde ilk AG uygulamasi olarak kabul edilmistir. Cheng ve Tsai (2014) ise AG
destekli kitaplarla gocuklarin ve ebeveynlerinin etkilesimlerini incelemistir.

Tim bu galismalara ek olarak miihendislik egitimi, engelli egitimi ve kiltlrel bilgilerin 6gretiminde AG
teknolojilerinin kullanildigi goralmistir. Muahendislik egitiminde malzemelerin 6gretiminde (Liarokapis vd.,
2004), engelli egitiminde hiperaktivite bozuklugu ve dikkat daginikligi olan bireylerin 6grenmelerinde (Aziz vd.,
2012) ve kdltirel bilgilerin 6gretiminde (Ha, Lee & Woo, 2011) kullanilmistir.

Sonug ve Tartisma

Bu galismada AG teknolojisi ve egitimde kullanimina yonelik alan yazin taramasi yapilmistir. Sonug olarak
kokeni 195Q°li yillara kadar dayanan AG’nin ginimuizde kullanimi gittikce yayginlasan, masaisti, diz Gsti
bilgisayarlar, tasinabilir cihaz ile akilli telefonlar gibi farkh platformlarda kullanilabilen bir teknoloji oldugu ortaya
cikmustir (Kirner vd., 2012). Ayrica sanal ve gercek nesneleri birlestirmesi, gercek zamanli etkilesim sunmasi ve 3B
nesnelerin yer almasi 6zellikleriyle diger teknolojilerden ayrilarak 6n plana ¢iktigl gérilmustir (Azuma, 1997;
Moreno vd., 2001).

Alan yazinda marker tabanl ve marker tabanli olmayan uygulamalar ile resim tabanli ve lokasyon tabanli
uygulamalar olarak kategorilendirilen bu teknolojinin (Cheng & Tsai, 2012; Johnson vd., 2010; Pence, 2011), basa
monte edilen (Head Mounted Displays), tasinabilir (Handheld Displays) ve uzamsal (Spatial Projection Displays)
olmak Uzere farkli gériintileme sistemleri kullanildigi belirlenmistir. Her bir sistemin sagladigi gergeklik hissinin
farklilik gosterebildigi dikkat cekmistir (Serio vd., 2013). Ayrica tasinabilir cihazlar ve masaustu bilgisayarlar igerik
gelistirmede kullanilan yazilimlar incelenmistir. Arastirmacilar mevcut yazihmlar alt dizey/ust diizey ve
programlama bilgisi gerektiren/gerektirmeyen olmak tzere kategorilere ayirmislardir (Schmalstieg vd., 2011). Bu
yazimlardan dikkat ¢ekenleri ARToolkit, DART, ComposAR, BuildAR, Studierstube, FlashLite, Daqri Ar-media,
MixAR ZooBurst, FLARtoolkit, MRToolkit, Junaio, Metaio, Aurasma ve Layar’dir.

AG teknolojisinin kullanildigi alanlar incelendiginde bu teknolojinin eglence, pazarlama, savunma, tip,
muhendislik, psikoloji, reklamcilik ve egitim gibi pek ¢ok alanda yayginlastigi gorilmustir. Bu teknoloji dogal
bilimler (kimya, fizik, biyoloji, astroloji vb.), bilgisayar ve bilgi bilimleri, matematik, miihendislik (mekanik, elektrik,
biyomedikal vb.) ve insani bilimlerde (tarih, dil, antropoloji vb.) de uygulanmaktadir (Wojciechowski & Cellary,
2013). Ozellikle tip, biyoloiji, fizik, kimya, geometri egitiminde, astronomide ve miizelerde, hikdye olusturma
etkinliklerinde, kultlrel bilgilerin 6gretiminde, mihendislik ve engelli egitiminde etkili bir sekilde kullanildig
ortaya ¢ikmistir. Bu alanlarda 6zellikle gézle gorilmesi mimkin olmayan nesne ve olaylarin 6gretimi, tehlikeli
durumlarin gosterilmesi, soyut kavramlarin somutlastiriimasi, karmasanin ¢ok oldugu bilgi diizeylerinin sunulmasi
gibi durumlarda kullanildigi belirlenmistir (Walczak vd., 2006).

Alan yazindaki galismalar detayli olarak incelendiginde AG’nin gerceklik hissi saglama, dogal deneyim sunma,
karmasik iliskileri gorsellestirme, gercek hayatta yapilmasi miimkin olmayan deneyimler sunma ve soyut
kavramlari somutlastirma gibi faydalar sagladigi gorilmustir (Arvanitis vd., 2007; Lin & Wang, 2012; O’Brien &
Toms, 2005; Sumadio & Rambli, 2010; Wojciechowski & Cellary, 2013; Wu vd., 2013). Ayrica egitimcilere
yapilandirmaci ve otantik 6grenme ortami sunma, durumsal ve yaparak yasayarak 6grenmeyi destekleyen bir
ortam sundugu belirlenmistir (Johnson vd., 2011; Kirner vd., 2012; Wojciechowski & Cellary, 2013; Yuen vd.,
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2011). Diger taraftan etkili 6grenmeyi destekleme, dikkati artirma, 6grenmeyi dikkat c¢ekici ve etkili kilma,
motivasyonu saglama ve zengin etkilesimi saglama gibi kazanimlari da beraberinde getirdigi ortaya ¢ikariimistir
(Aziz vd., 2012; Bujak vd., 2013; Diinser & Hornecker, 2007; O’Brien & Toms, 2005; Oh &Woo, 2008; Serio vd.,
2013; Sumadio & Rambli, 2010; Wojciechowski & Cellary, 2013).

Sanal ortamlar her ne kadar ¢ocuklara zengin etkilesim sunsa da, yasanan en 6nemli problem gercek ortam
eksikligidir. Ozellikle gergek ortam eksikliginin, cocuklarin erken bilissel gelisimlerine olumsuz etki eden &nemli
unsurlardan biri oldugu bilinmektedir (Vygotsky, 1986). Bu noktada AG’nin sanal ve gercek ortami birlikte sunma
ozelligi bu eksikligi gidermede etkili bir rol oynayabilir. Bu dogrultuda arastirmacilar AG’nin okullarda en iyi sekilde
nasil uygulanabilecegi konusuna odaklanmislardir (Sumadio & Rambli, 2010). Burada 6nemli olan nokta AG’nin
okullarda yiritilen mufredata uygun olmasi, 6§renme siirecine uygun saglanmasi ve mifredatlar tasarlanirken
etkili etkilesimlerin olusturulmasidir (Hsiao vd., 2010). Bunun igin AG ile desteklenmis etkinliklerin okullarda
uygulanmasinin, bu teknolojinin egitime entegrasyonuna katki saglayacagi distiniiimektedir.

Oneriler

Calismada yapilan alan yazin taramasi sonucu asagidaki éneriler sunulmustur:

e  Marker tabanli olmayan uygulamalar daha fazla gergeklik hissi sagladigindan bu uygulamalarin egitimde
kullanimi yayginlastirilabilir.

e Basa monte edilen goriintiileme sistemleri yliksek maliyet gerektirdiginden, gorintileyici olarak yaygin
kullanima sahip tasinabilir ve uzamsal goriintiileme sistemleri tercih edilebilir.

e AG teknolojileri ile egitsel uygulamalar hazirlanirken uygun yazilimin secilmesine ve teknik alt yapinin
saglanmasina dikkat edilmelidir.

e AGileigerik gelistirirken kullanilan yazilimin dikkatli segilmesi uygulamanin kalitesini etkilemektedir. Bu
dogrultuda gelistirmeye baslamadan once birden fazla yazilimi deneyip sonrasinda igerik gelistirmek
faydali olabilir.

e AG uygulamalariisik, ¢ikti kalitesi, kamera 6zellikleri gibi fiziksel etmenlerden olumsuz etkilenmektedir.
Bu sebeple bu etmenlerin etkisinin en aza indirilmesi icin 6nlem alinmaldir.

e Bu teknolojinin egitim alaninda yayginlasabilmesi icin okullara gerekli teknik alt yapi destegi saglanip,
o6gretmenlere hizmet ici egitimler verilebilir.

e AG teknolojilerinin hangi 6grenme yaklagimlari/6gretim yontemleriyle daha etkili kullanilabilecegine
yonelik calismalar yuratdlebilir.

e AG teknolojisinin 6grenme ortamlarinda kullanilabilirligine yonelik calismalar yaritilebilir.
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high SES can be grouped under the themes of "The problems stemming from
education system", "The problems stemming from parents and the environment",
"The problems stemming from teachers", and "The problems stemming from school
and the classroom atmosphere".
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Sisteminden Kaynakli Sorunlar”, “Veli ve Cevreden Kaynakh Sorunlar”, “Ogretmenden
Kaynakl Sorunlar” ve “Okul ve Sinif Ortamindan Kaynakli Sorunlar” temalari altinda
toplanmistir

Introduction

In the globalized world, life and thought forms, judgments, expectations and problems of people
who are at the center of education and training are also changing. Undoubtedly, teaching profession is
highly affected by such changes. Therefore, determining the current problems of teaching profession
and seeking for solutions is considered as a significant phenomenon (Demir & Ari, 2013).

The role of teachers is great in educating qualified human resources, preparing individuals for social
life and in the development of the country as a nation (Eskicumali, 2002; Vural, 2004; Ozden, 2013). To
increase the quality of education, it is necessary to increase the quality of the teachers, which is the
most important element of education (Kavcar, 1980; Toker Gokge, 2013). While increasing the
qualifications, it is necessary to be aware of the problems teachers encounter and to seek solutions.

In our country, it is known that especially classroom teachers experience some serious problems
(Erdem, 2010; Goémleksiz, Ulkii, Bicer & Yetkiner, 2010; Taneri & Ok, 2014; Sari & Altun, 2015).
Classroom teachers spend more time with the same class of students than the other branch teachers
(Erdem, 2010). Classroom teaching is a basic field within the teaching profession, and it constitutes the
largest group in all teaching fields; hence, the problems encountered in this field present a high level of
variety compared to other branches (Taskaya & Turhan, 2015).

Classroom teachers experience numerous problems such as increasing loss of prestige of the
profession in the society, the physical conditions of the school and classes, teacher salaries, educational
activities, curricula, parental and community pressures (Tekisik, 1987; Saglam & Cicek Saglam, 2005;
Yazici, 2005; Taneri & Ok, 2014; Sari & Altun, 2015; Taskaya & Turhan, 2015). It is known that these
problems have various sources and some problems are related to classroom teacher education (pre-
service training).

Today, the role of classroom teacher education is better understood for the global competition in
the context of training high quality individuals (Akdemir, 2013). Classroom teacher education is the
source of some problems in the field and a number of regulations and practices have long been
implemented to address this problem.

First, the two-year education institutes training teachers for the Ministry of National Education from
1974-1975 academic year to the end of 1981-1982 academic year became part of universities under the
name of education colleges by the Decree Law No. 41 issued on 20 July 1982. The distribution of courses
for education college, classroom teaching program was as follows: 61% of the courses were about the
general culture, 24% were about the field competence and 15% were about the competence of teaching
profession. In the 1989-1990 academic year with the decision of YOK dated May 23, 1989 and numbered
89.22.876, the duration of education colleges was increased to 4 years. A four-year higher education has
become more attractive for high school students compared to two-year higher education, and has
allowed more successful students to opt for classroom teaching programs. However, as the classroom
teaching programs could not train sufficient teachers to meet the increasing need, the Ministry of
National Education (MoNE) had to appoint people who do not have the necessary formation as
classroom teachers (Erglin, 1987; Baskan, 2001; Dagli, 2006; Kilimci, 2006; Akyiiz, 2007; Deringdl, 2007;
Yildizlar, 2011; YOK, 2007; Yiiksel, 2011; Akdemir, 2013; Giigli, 2013).

The National Education Development Project (MEGP) carried out by the World Bank in 1997 that
provided a grant to Turkey had a "Pre-Service Teacher Education" component. This part of the project
was carried out in cooperation with MoNE - YOK and the main objective of the project was to increase
the quality of teacher education for teachers who will be working in primary and secondary schools.
With this adjustment, the time allocated for practice in teacher training programs was increased and
secondary-field practice became compulsory for primary and secondary teachers. With the
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reorganization of education faculties, the new classroom teaching program, which was started to be
implemented in the academic year of 1998-1999, aimed to keep the course content consistent with the
practice courses, the balance between theoretical and practical courses, and to offer more practice
studies (YOK, 1998; Durukafa & Kiris, 2000; Dogan, 2005; Geng, 2005, Kiigciikahmet, 2007; Saglam, 2007;
Aydin, Sahin & Topal, 2008; Karahan, 2008; Azar, 2011; Yildizlar, 2011; Bilasa, 2013).

With the restructuring of education faculties in 2006, teacher training programs were reorganized
and they aimed to raise more intellectual teachers. These changes cannot be separated from the 2005
primary education curriculum that was prepared based on the constructivist approach. Constructivist
philosophy required the new primary education curriculum to have the experience first, then to reach
concepts and definitions. It is also important that some new regulations took place in the same year; the
start of reading with phonics-based sentence method and the start of writing with adjoining oblique
writing stand out as the most important arrangements affecting classroom teachers and classroom
teacher candidates (Akyol, 2005; Yilman, 2006; Kiiciikahmet, 2007; YOK, 2007; Azar, 2011; Yiiksel, 2011).

With the Law No. 6287, enacted in April 2012, the duration of 8 years of compulsory education was
extended to 12 years, and the schools in which classroom teachers were assigned were named as
primary schools. This law, also known as the 4 + 4 + 4 system, has transferred the fifth grades taught by
classroom teachers to the secondary school. This led to the problem that one in every five teacher
became abundant and those who wanted to make a transition to different fields (Special education,
Psychological counseling and guidance, English language teaching, etc.) if they wanted to. With this law,
the age of starting school, which was 72 months, was reduced to 66 months. This situation caused some
problems such as the overcrowding of the first grade classes (Dogan, Ugurlu & Demir, 2014; Dogan,
Demir & Pinar, 2014; Epcacan, 2014).

Studies on the problems of classroom teachers are mainly about; the teaching profession in Turkey
and the problems of the profession (Tekisik, 1987), general problems of teachers (Demir & Ari, 2013;
Habaci, Karatas, Adigiizelli, Urker & Atici, 2013), the problems encountered in the first year of the
profession (Korkmaz, Saban & Akbasli, 2004; Gémleksiz, Ulki, Biger & Yetkiner, 2010; Taneri & OK, 2014;
Sari & Altun, 2015), the problems of multigrade classroom teachers (Sag, Savas & Sezer, 2009), the
problems of the teachers working in rural areas and in the countryside (Ozpinar & Sarpkaya, 2010;
Taskaya & Turhan, 2015), the problems that classroom teacher candidates may encounter in their
professional lives (Cam Aktas, 2016), the social problems faced by primary school teachers (Erdem,
2010), the opinions of teachers about their professions (Seferoglu, 2001), the problems that teachers
experienced who changed their field (Ersézlii, Mavis, Ozel & Kiirsadoglu, 2014), the problems teachers
experience during their nomination period (Toker Gokge, 2013), classroom teacher training policies and
problems (Dogan, 2005) and the problems in the assessment and evaluation process (Anil & Acar, 2008).
These studies are typically descriptive surveys, and they portray the problems of classroom teachers.

It is believed that this study helps to fill an important gap in the literature by investigating the
problems of classroom teachers in depth based on their professional experiences, as it is the classroom
teachers who experience the problems and who can provide the most realistic and feasible solution
proposals (Seferoglu, 2004). In addition, this research is important in that the problems of the classroom
teachers will be identified and appropriate solution proposals will be provided.

This research aims to determine the problems of classroom teachers based on their professional
experience. The answers to the following research questions are sought to achieve the goal:

1. What are the problems of classroom teachers working in primary schools with low socio-economic
status (SES)?

2. What are the problems of classroom teachers working in primary schools with moderate SES?

3. What are the problems of classroom teachers working in primary schools with high SES?
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Method
Research Design

In the study, the phenomenological design of qualitative research was used. It is a qualitative
research design that focuses on events that we are aware of but do not know much about in our daily
lives, and emphasizes individuals' perceptions and experiences from their own point of view and aim to
describe and interpret the structure of events (Patton, 2002; Creswell, 2003; Bloor & Wood, 2006;
Yidirnm and Simsek, 2011; Ersoy, 2016; Gedik, 2016). This research consulted the experiences of
classroom teachers to be able to examine the phenomenon of generally recognised " the problems of
classroom teachers " in more detail.

Study Group

As the socio-economic status of the schools in which the teachers were working was taken into
consideration when forming the study group, criteria sampling method, one of the purposeful sampling
methods, was used. The research was carried out in the province of Kayseri in 2016-2017 academic year.
When the study group was determined, first the schools in which the participating classroom teachers
work were selected. These schools were chosen with the help of the provincial national education
directorate. The classroom teachers in these schools were contacted and the identified SES of these
schools (low, medium and high) was confirmed. The classroom teachers who form the data source of
the study confirmed the socio-economic levels of their schools expressed in the provincial national
education directorate. Since the participating classroom teachers were expected to provide in depth
information, only the volunteers took part in the study. Table 1 presents information on the
participating classroom teachers forming the study group.

Table 1.

Information on Classroom Teachers of the Study Group

Participant Seniority Program Instructional
Pseudonym SES of School Gender (Years) Graduated Level
Ebru High Female 17 Other 3
Ayse High Female 20 Other 3
Asli High Female 22 PriTchg. 2
Zeynep High Female 23 Other 1
Ali High Male 32 Other 4
Adnan High Male 20 PriTchg. 1
Kubra High Female 23 PriTchg. 3
Mert High Male 36 Other 2
Kaan High Male 30 Other 2
Biisra High Female 11 PriTchg. 4
Yigit Medium Male 21 Other 4
inci Medium Female 18 PriTchg. 2
Gorkem Medium Male 15 Other 1
Alpaslan Medium Male 10 PriTchg. 1
Ozlem Medium Female 3 PriTchg. 2
Filiz Medium Female 6 PriTchg. 3
Sertap Medium Female 11 PriTchg. 2
Polat Medium Male 18 Other 4
Hilal Medium Female 9 PriTchg. 1
Kerim Medium Male 22 Other 3
Emre Medium Male 13 PriTchg. 4
Onur Low Male 12 PriTchg. 3
Betl Low Female 6 PriTchg. 4
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Merve Low Female 9 PriTchg. 2
Berk Low Male 4 PriTchg. 1
Yunus Low Male 8 PriTchg. 4
Seyma Low Female 2 PriTchg. 3
Zehra Low Female 6 PriTchg. 2
Volkan Low Male 11 Other 3
Firdevs Low Female 6 PriTchg. 1

Table 1 shows that 10 of the classroom teachers participating in the survey worked in primary
school with low socio-economic status, 11 in primary school with medium SES and 9 in primary school
with high SES. Sixteen of the teachers were female and 14 were male. Nineteen of them graduated from
classroom education programs (2 or 4 year programs) and 11 from a non-classroom education program.

Data Collection Process

In this study, the data were collected through focus group interviews using the semi-structured
interview form. To Yildirim and Simsek (2011), the focus group interviews help interviewees remember
details, which is not likely to happen during the individual interviews, and they are advantagous as they
increase the scope and depth of the answers. Information about the purpose of the research was
provided to the classroom teachers and the administrators of the schools in the study group. One of the
researchers spent two days with the classroom teachers during the breaks and lunch hours to get to
know the teachers at these schools better. The purpose of the research was announced and the
anonymity of the participants and the setting was declared as confident- not to be shared with the third
parties. The study group teachers were interviewed when they were available and at the locations they
selected. As for time, lunch breaks and after school hours; as for the location, school principal's room,
the guide teacher's room and the school canteen were preferred. The focus group talks were conducted
in an intimate environment. Group interviews were conducted in three different schools and in groups
of four, five, and six classroom teachers. Each interview lasted for 30-40 minutes on average. In one
group interview, the participants did not allow recording their voices. Other interviews were recorded
with the help of the telephone. In the group interview, where voice recording was not allowed, notes
were written on the form that the researchers had prepared.

The main question directed to the classroom teachers in the study group was "What are your
problems as a classroom teacher?" Six more questions were asked to support this main question. The
data obtained from the participants was typewritten on a computer. Each participant's comments were
sent to them and their opinions and feedback were considered on any additions and removals of the
data set. In addition, each participant was given a pseudonym so that the personal information of
classroom teachers would be kept confidential.

Data Analysis

In data analysis, the content analysis method that is frequently used in the qualitative research was
used. Yildirnm and Simsek (2011) stated that in content analysis, coding is performed by naming the
meaningful parts (words, sentences etc.) and categorization (theme) is formed by combining the related
codes (concepts). Since there is no theoretical structure to facilitate the analysis of collected data in this
research, coding was done according to concepts derived from the data. The similarities between the
codes were put together and thematic coding was performed and the themes were finalized. The data
obtained from the research were presented with a direct citation for each theme.

Validity and Reliability

In qualitative research, rather than the concepts of validity and reliability, the concepts of credibility,
transferability, verifiability and consistency were used. The following steps were taken to ensure and
increase the validity and reliability of these concepts: Relevant literature was examined and opinions
from the two field experts were consulted on the prepared interview questions. After the voice
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recordings and the recorded data were typewritten, the participants confirmed them. The consistency
rate between the codings (Miles & Huberman, 2015) was calculated and the percentage of agreement
was found as over 89%. Forms used in the research process, documents for analysis and raw data were
saved. The findings of the research were interpreted with references to direct quotations. To create an
intimate environment before the research during the data collection process, researchers spent some
time with the participants.

Findings

Findings were presented taking the research questions into consideration. The problems of
classroom teachers working in primary schools with low SES were presented by grouping under the
themes of "The problems stemming from education system", " The problems stemming from parents
and the environment" and "The problems stemming from teachers". On the other hand, the problems of
teachers working in primary schools with a medium and high SES were presented by grouping under the
themes of "The problems stemming from education system", "The problems stemming from parents
and the environment", "The problems stemming from teachers", and "The problems stemming from
school and the classroom atmosphere".

The problems of classroom teachers working in primary schools with low SES

In this section, the findings based on the data from nine classroom teachers working at primary
schools with low SES were presented.

The Problems stemming from Education System

The classroom teachers complained about the continuous changes in the education system, the
heavy structure of the curriculum, the call lines for complaints, 4+4+4 system, the lack of class
repetition, the early starting age of the primary school, the lack of teachers' contribution and
consultation in the preparation of curricula and textbooks, the lack of sufficient budget allocated for the
primary schools, the lacks and gaps in the measurement and evaluation, and the lack of teachers'
prestige.

All of the nine participant teachers stated the negative influence of the continuous system changes;
four of them stated the heavy structure of the curriculum programs especially for the students in rural
areas (low SES); five of them stated they were affected negatively by the call lines for complaints and
added that students or parents use these lines even in very simple and easy to solve situations; eight of
them complained about the removal of classroom teachers from the 5" grade with the 4 + 4 + 4 system.
Moreover, five of them pointed out the negative long-term influence of the absence of class repetition;
only one of the teachers stated reducing the starting age to primary school as a barrier to school
adaptation, four of them complained about not consulting classroom teachers in the preparation of
school curricula and textbooks. According to seven teachers, appointing teachers to their new posts and
schools late cause some problems; eight of them mentioned the stress they have because of insufficient
budget allocation when they meet parents face to face; all teachers complained about having only 3
criteria in the evaluation of the students; eight of them pointed out that there is no prestige of being a
teacher, and that they are not valued and respected by the society, parents and the media. Examples of
teacher comments are as following:

"Frequent changes in the education system affect us and our students negatively. It would be logical
for long-term changes to be made and for long periods of time to remain in effect "(Merve).

"Textbooks are a bit loaded and heavy. Especially for the children in rural areas. We are unable to
catch up. Simplification of the textbooks will be appropriate for elementary schools "(Volkan).

"Branch teachers are struggling to adapt their level to the fifth grade students. | had very successful
students but their success decreased dramatically when they were at the fifth grade. Actually, there is no
problem with the child. It is a big problem that branch teachers cannot get to the level. Classroom
teachers should be responsible for the fifth grades. "(Firdevs).
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"The lack of class repetition causes a casualty on students and parents, and the parents do not strive
for students. This situation causes a decrease in the success. The class must be repeated "(Seyma).

"The earlier starting age of 60 months causes children to experience difficulty in the primary school.
Children younger than 72 months should be directed to kindergartens. Students who do not go to
kindergarten are already experiencing an extreme adjustment problem "(Zehra).

"Students are assessed on three criteria. This situation is incomplete. | think some students are
treated unfairly. They are such students that do not comply with any criterion, and there has to be
another evaluation criterion. These criteria need to be increased to five "(Betiil).

The Problems stemmed from Parents and the Environment

The classroom teachers stated that the problem of the students with low SES were that the parents
were not interested in their children because of their financial difficulty and students did not gain the
reading habits from their environment.

Six of the nine participant teachers stated that most of the children had to be forced to work due to
their low SES and this would negatively affect their education. Eight of the teachers mentioned that the
parents had to work constantly because of their financial situation and had to go abroad and two of the
teachers considered not having the reading habit as a problem. Despite teachers' interference, this
situation would not improve without the support of the environment and make their work more difficult
to build such a culture. Below are given some examples of teacher comments:

"Because the most popular profession around here is tile mastery, our children are learning the
construction business and earn money very early. They need money. This situation decreases students'
enthusiasm for continuing to the school "(Onur).

"The fathers of the pupils are generally working abroad. The mothers have to manage everything.
That's why they are not much interested in their children. The child comes to school without doing any
homework or studying. So s/he cannot improve. It's a pity for kids. Children with older siblings are a little
luckier "(Volkan).

The Problems stemmed from Teachers

Classroom teachers expressed the problems that teachers do not improve themselves, they do not
get to the level of their students and communicate well with them, and there is no excitement to
perform this profession.

Seven of the teachers participating in the survey stated that the classroom teachers did not improve
themselves and it was one of the biggest problems; five of them do not see classroom teachers
enthusiastic and empathetic to address students that they are practicing their profession. One of the
teachers mentioned that it is necessary to carry on the excitement of this profession so that the
classroom teacher can be entitled to it, and that this is not the case with most teachers. Some examples
of teacher comments were given below:

"It's true what my colleague said. We criticize the system, criticize the parents, but we must do our
job well. Teacher needs to keep reading. He needs to follow new trends regarding teaching. We can
appeal to students in this way. Otherwise, it would not be right to wait for the system to improve
"(Onur).

"It is very important to keep up-to-date on this topic and follow the social lives of the students and
attract their attention. Recently, | have made a joke that was common in the social media and the
environment and my students liked it very much. They are interested in it and became more motivated
about the lesson. This is a simple example; it is important for the teacher to update him/herself. But we
do not do it "(Merve).
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Problems of Primary Teachers in Elementary Schools with Moderate SES

In this section, data findings from 11 classroom teachers working in primary schools with a medium
SES were presented.

The Problems of Education System

Classroom teachers have expressed the problems of constant changes in the education system,
heavy curriculum and lessons, lack of class repetition, early beginning age for the primary school, having
English classes at the second grade, and inadequacy of assessment and evaluation criteria.

All of the participant classroom teachers expressed the negative effect of frequent changes on the
educational environment and the stakeholders, and eight of them stated that the curriculum and the
number of courses do not match the levels of the students. It is necessary to reduce the number of
courses and contents; all of the teachers said that the lack of class repetition leads to class problems in
the future; eight considered the age of starting to school early; two of them did not see any positive
contribution of having English language lessons at the second grade; ten of them considered the
assessment criteria for students insufficient for measurement and evaluation. Examples of teacher
comments are as follows:

"The biggest problem is the constant change of the system. A system cannot go on for a long period
of time. The order of teaching, the letters changed, the writing of the letters changed, etc. The books are
changing; the system is changing, etc. We must have a long-term policy and a system "(Yigit).

"The system is very loaded. When | went to Switzerland, | had the opportunity to examine the
education system. Our second grade curriculum is offered at 4th or 5th grade there. Our curriculum is
heavy and intense. We need to spread this. For example, human rights, citizenship, democracy, etc.
might be offered in the 4th grade. These topics can be given in social studies lesson, the content can be
incorporated with it "(inci).

"The class repetition was left to the discretionary and the initiative of the parents and the
administration. This is a big problem. There are still some second grade students who are illterate. |
mean, it's unfair to other kids when you're dealing with these students. | feel like teaching in a
multigraded class. The child could not learn to read or write because of absenteeism, otherwise there is
no problem. The child did not come to school for more than two months. The families also do not care so
how can we expect them to learn to read "(Sertap).

"... We are teaching five-year old children to read and write and therefore have difficulty, especially if
the child has not been to the kindergarten. This is also true for branch teachers. They do not get to the
level of 5th grade students. | have a friend who complains a lot. If classroom teachers have the full
responsbility of the fifth grade and starting age of school is delayed and the preschool eductaion
becomes compulsory, a big problem will be solved "(Gérkem).

The Problems of Parents and the Environment

The classroom teachers considered parents' lack of interest in their children, low SES of families, low
educational background of families and the presence of Syrian students as problems.

Nine of the classroom teachers said that the majority of the parents were indifferent to their
children; all of the teachers said that the low SES of the family influenced students negatively in many
aspects; seven of them mentioned the low educational background of parents as a major problem in the
education process; and four of the respondents stated that Syrian students had problems in the
classroom environment. Below are examples of teacher comments:

"One of the main problems is parents. The child comes to school unprepared. You might have heard
that the schools in the city center are always ahead of the program. For example, when you teach a
sound, the next day the child does not seem to have practiced it. We have to start it all over again.
Parental support is a must. Maybe this is our job, it’s OK but the parent must be involved. Why do we call
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it a parent-teacher-student relationship? The parents must be caring. The child learns to read and write
without getting support, but in terms of quality of the process, parental support is necessary. "(Hilal).

"School and its environment are very influential in success. The income level of the family and their
economic level negatively influence students. We cannot have them do the activities or make them buy
additional books, etc. | can tell you something to show the importance of economic situation. | used a
fruit plate visual material while | was teaching balanced nutrition in Life Science lesson. One of the
students said that he has never eaten these. This is a very painful situation and reflects most of the cases
of students "(Ozlem).

The Problems of Teachers

Classroom teachers in general have indicated that the teachers who do not improve themselves and
those who are non-sensitive are the leading problems.

All of the participant classroom teachers stated that the teachers who did not read books, did not
make efforts to keep up with the technology, and who were teaching with the information gained about
10-20 years ago were problematic. In addition, nine teachers stated that the profession of classroom
teacher should be done sensitively by adopting certain values, otherwise the negative consequences
would be bad for our country and our young people. Some examples of teacher comments were given
below:

"There are also problems arising from classroom teachers. We do not take a step to keep pace with
technology. And what is worse is out of 20 teachers in a room; only two of them are reading books. We
believe that we can teach for 30-40 years with the knowledge 4-year university education. It is we who
can solve most of these problems. "(Ozlem).

"Classroom teacher enters the classroom and the door closes. This is actually both an advantage and
a disadvantage. But we do not take advantage of it. Only you know what you do inside. The conscience
issue is emerging. Maybe you cannot do it in high school, but young children cannot ask for their rights in
primary school. Even if you have them watch videos all day long, they won't complain. In short, only
those with moral compass should be classroom teachers "(Kerim).

The Problems of School and School Atmosphere

Classroom teachers view the lack of social spaces in the school, the differences between the
curriculum and inspector expectations, and the students with different levels in the same class as
problems.

Six of the participant classroom teachers found that the lack of social areas in schools affected the
development of students negatively; five of them stated the expectations of inspectors and school
principals do not match the curriculum content and this leads to inconsistency in the educational
process. Only one participant expressed that they had problems due to different levels of students.
Some of the teacher comments are as follows:

"Our schools are inadequate. Playgrounds are inadequate. Sports areas are inadequate. We want to
educate individuals who can think critically and express themselves. But we do not have a drama hall or
a theater room. This year, with the great efforts of our principals, a simple room was built and students
performed very well. It has been just two months. Such things are very important, but we do not care
about them "(Gérkem).

"In addition to the curriculum load, | think consistency is a major problem. For example, the inspector
comments as, "Do not overload the students, a 4th year gradute is enough to be literate and do simple
maths. But | do not follow what the inspector says. The program is full of content, | want to follow it
"(Filiz).
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"There are successful kids in our class, but we can not improve them as we have to deal with the less
successful. Here, | need to mention that we are paying attention to individual differences and preparing
individualised activities. But still it is not enough and | am having problems "(Kerim).

Problems of Primary Teachers in Elementary Schools with High SES

This section presents data findings from 10 classroom teachers working in primary schools with high
socio-economic status.

The Problems of Education System

Classroom teachers are concerned about the constant changes in the education system, the intensity
of the curriculum, the transfer of the 5th grades from the primary school level to the secondary level
with the 4 + 4 + 4 system, teachers being on duty, the double-shift education system, low teacher
salaries, centralized examinations, lack of budgetary allocation to primary schools and the call lines for
complaints.

Seven of the classroom teachers who participated in the survey stated that frequent and constant
changes in the education system affected all the stakeholders of the system; two of them expressed that
the curriculum is intensive, so the learning cannot be permanent. Six of the teachers consider moving
the 5th grade to secondary schools as part of the 4+4+4 system and branch teachers' adaptation
problems to the levels of the students as problems, and four of them see teachers being on duty as
wrong. All teachers had serious problems with the double-shift education system; two complained
about the low teacher salaries; five of them criticized centralized examination; two of them complained
that the ministry did not allocate budget for primary schools. Finally, eight teachers pointed out that the
call lines for complaints demage teachers' reputation. Examples of teacher comments were given below:

"The program requires interdisciplinary links among Turkish, Mathematics and Life Science courses.
This is very good, very useful, but we do not have enough time, | cannot finish all the content. It is
unnecessary for the program to be so intense. If it is lighter, | think | can have more effective and
permanent education "(Ayse).

"That's right. My graduates and their families have problems in secondary school. | meet branch
teachers, they also complain. They are right too. Students already started a year earlier and they move
to 5th grade at a secondary school. Naturally, teachers are forced to have students two years younger
than the previous ones and they are struggling "(Ali).

"I do not think it's fair for teachers to be on duty. We are not a security force. Our schools are already
having the double-shift education system. The breaks are ten minutes long. | cannot even have a cup of
tea when | am on duty. We get tired for six hours. We need to have a rest at least for ten minutes
"(Ebru).

"Teachers' salaries should also be improved. There is 300-400 Lira difference between the salary of a
30-year old teacher and that of a new teacher, is that fair? "(Ali).

"We have an exam-focused academic education system, due to the nature of test system and
parental pressure. Children are left behind in terms of education. Fourth graders have recently entered
the provincial general test. So think about the future as a 4th grader. Students and parents are discussing
the test scores. Even worse the teachers discuss them too "(Mert).

The Problems of Parents and the Environment

Classroom teachers have expressed the problem of the interference of parents, their negative
attitudes, and excessive expectations for the lessons that require special skills.

Seven of the classroom teachers who participated in the survey said that the parents interfere with
everything from the assignments to the seating arrangement in the classroom, from a classroom
anecdote to instructional techniques. Five of them listed the problems such as parents' choosing their
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child's teacher, insulting the classroom teacher verbally, complaining to the administrators and the
national education directorates about the teacher. Three of them expressed the problem that they were
expected to perform very well in the specialized areas of music, visual arts, and game and physical
activities and sometimes they could not meet this expectation. Some comments by the teachers are as
follows:

"There are children of very good families with good economic status and this school has a good
technological infrastructure. But our parents act as if they were more knowledgeable than we were and
they interfere in our work too much. Imagine that | am changing the seat of a student. The next day the
parents are involved. They can complain to the administrators relying on every word of their children.
Parents do not trust me; can you believe it? This is quite heart breaking. | believe that we are the most
worthless element in the education system "(Zeynep).

"Parents choose teachers, for example. This once could educate my child, not that one. All the
teachers here have 20-30 years of experience, and all are trying to do their best. But we cannot choose
students. We do not have a say. The teacher is humiliated. There is not much that the administration can
do, they are also exposed to too much pressure "(Ayse).

"We are instructing the music and visual arts classes. But there is a very high expectation from us.
The parents are too keen. Musical perception is skill, how do | acquire them. If they expect so much, they
can have branch teachers instruct these classes. They need to make sure to train them so that they can
adapt the course to the level of the learner "(Ebru).

The Problems of Teachers

Classroom teachers have expressed the problem that teachers do not improve themselves, that
there is no collaboration among teachers and that there is no excitement for learning.

Eight of the participant classroom teachers who participated in the survey pointed out that they did
not improve themselves that they sufficed with their undergraduate education, and that the age of the
students led them to keep their current knowledge level. Six of them expressed that they did not
cooperate with teachers in the same school and instructing students at the same level. Two stated that
classroom teachers should be enthusiastic about learning like a child, but that there is no such thing-
including them. Below are examples of teacher comments:

"The teacher has to improve himself, especially the classroom teacher. This is the biggest problem of
classroom teachers. They do not improve themselves. They say they can teach reading and writing and
then do not do anythig else. This is the biggest problem for classroom teachers "(Kaan).

"Cooperation between teachers is inadequate. This is actually a great opportunity. It would be very
nice to apply what is called the teacher groups. So, here 6-7 teachers are instructing the same class.
Cooperation brings success, but teachers are unwilling"(Adnan).

"When students learn something new, for example, how to multiply they get very happy. Classroom
teachers should be excited to learn like a child. We unfortunately do not have that "(Asl).

The Problems of School and School Atmosphere

Classroom teachers expressed that libraries and laboratories are not used efficiently, and the
mainstreamed students stand as problems.

Three of the classroom teachers found the labs and libraries as inappropriately designed for young
learners and as these places do not attract students, they are not used actively. Four of them expressed
the problem that they did not deal much with the mainstreamed students in their classes. Some teacher
comments are:
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"School libraries and laboratories are not available to be used efficiently. They must be redesigned by
experts. The classroom teacher must also adopt these places. For example, they are more suitable for
secondary school children, not for ours "(Kaan).

"There are mainstreamed students, for example in my class. | instruct 3rd graders and the child is
illiterate. The parents are shouting at me saying that | am not interested in their child. Teaching literacy
really needs attention. What | should do with the remaining 27-28 people, | cannot leave them alone
"(Ebru).

Results, Discussion and Suggestions

The findings of this research that was carried out to determine the problems of classroom teachers
reveal some problems. Classroom teaching, by its nature, either in the rural or urban areas, is a
profession that is exercised in every corner of Turkey. In this respect, it is performed in regions or
schools with different socio-economic status. This section examines and discusses findings based on the
experiences of classroom teachers working in three schools with different socio-economic status.

According to the findings of the research, the problems of classroom teachers working in primary
schools with low SES can be grouped under the themes of "The problems stemming from education
system", " The problems stemming from parents and the environment" and "The problems stemming
from teachers". The problems of teachers working in primary schools with a medium and high SES can
be grouped under the themes of "The problems stemming from education system", "The problems
stemming from parents and the environment", "The problems stemming from teachers", and "The
problems stemming from school and the classroom atmosphere". As a result of the research, teachers
are found to have problems arising from four different sources. These problems need to be considered
with references to each other. For example, a problem caused by parents and the school environment
will naturally affect the school and classroom environment. In the same way, problems originating from
the education system will turn into teacher-related problems or will have an impact. As a matter of fact,
these should be regarded as interconnected issues.

Classroom teachers who work in primary schools with low SES list problems as: continuous changes
in the education system, the loaded curriculum, call lines for complaints, 4 + 4 + 4 system, lack of class
repetition, earlier beginning age for elementary school, teachers’ inactive role in curriculum and
materials develeopment, frequent relocation of teachers, primary schools without sufficiently allocated
budgets, deficiencies in measurement and evaluation, teachers’ having no reputation, lack of study
habits of students with low SES, lack of these students' parents, lack of students' developing reading
habits affected by the environment, teachers without effort to self-improve, teachers who cannot adapt
themselves to the levels of the students and lack of teaching excitement. Ozer (2014) stated that "Alo
147" call line was defined as a complaint line by teachers and parents and students used this line for
threatening purposes. In this research, teachers also expressed complaint call lines as a problem. In
addition, classroom teachers see the lack of class repetition as a problem. Bastiirk (2012) emphasized
that students with serious deficiencies should repeat their classes. In this sense, class repetition can be
reconsidered and reassessed.

Classroom teachers who work in primary school with a medium SES identified the problems as the
constant changes in the education system, the loaded curriculum and lessons, the lack of class
repetition, the earlier starting age of primary school, English classes offered at second grade level, the
inadequacy of measurement and evaluation criteria, the indifference attitude of parents towards their
children, low SES of families, low educational background of parents, the presence of Syrian students in
the classrooms, the lack of self-improvement of teachers themselves, the presence of insensitive
classroom teachers, the lack of social places in schools, the difference between the curriculum content
and inspector expectations and the varying levels of students in the same class. When the literature on
the problems of classroom teachers is examined, it is seen that similar problems such as lack of prestige
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of teachers, constant changes in the system, the presence of uncaring parents and deficiencies of the
teaching programs are expressed (Saglam & Cicek Saglam, 2005; Yazici, 2009; Taneri & Ok, 2014; Sar &
Altun, 2015; Taskaya & Turhan, 2015). In addition, many students and teachers consider the current
assessment criteria at primary school level as a problem. The criteria of "needs improvement", "good"
and "very good" are not sufficient. Therefore, it is advised to make an improvement in the measurement

and evaluation system.

Classroom teachers who work in primary schools with high SED stated the following problems of
continuous changes in the education system, intensive curriculum, removing the 5th grade from the
primary school level with the 4 + 4 + 4 system, teachers being on duty, the double-shift education
system, low teacher salaries, centralized exams, lack of budgetary allocation for primary schools, call
lines for complaints, parental interference, the negative attitude of parents, excessive expectations
about the specalized courses, teachers' lack of enthusiasm and self-improvement, the lack of
cooperation among teachers, the inefficient use of libraries and laboratories and integration students.
Demir and Ari (2013) have addressed the teachers' problems in their research. According to their
research, the most important problems of the teachers are expressed as the lack of prestige of teachers,
the low income and continuous changes in the curriculum and system. Seferoglu (2011) presented
similar results. In this sense, the results of our research are similar to those of the literature. According
to the Ministry of National Education's recent announcements, that double-shift education system will
be abolished within 1-2 years. Elimination of the double-shift education system expressed as a problem
by classroom teachers can be considered as an important step to the solution of the problem. In
addition, since classroom teachers outnumber the other branch teachers, their problems display a wide
variety (Erdem, 2010; Taskaya & Turhan, 2015). As a matter of fact, this research identified numerous
and various problems of classroom teachers.

Although the problems of classroom teachers vary according to the socio-economic status as
mentioned above, the problems in general are evident and the sources of problems are apparent. In this
sense, if the problems identified in the research are resolved or the steps are taken, the importance of
this research will increase. Therefore, the most significant proposal to be made from the results of
research is to resolve these problems by the authorities. Although it is difficult to solve some problems
and they are of concern to the general public, taking immediate steps for the solution will be of special
importance. Although many studies have been conducted on teacher problems, there are not many
studies on the solution ways (Demir & Ari, 2013). The related literature reveals that studies mainly focus
on the problems of prospective teachers and education of the pre-service teachers rather than the in-
service teachers. In addition to the problems of prospective teachers, the problems of in-service
classroom teachers, who are the most prominent executives of the system in primary schools, should
also be addressed. Finally, in relation to monetary issues, infrastructure, technology, classrooms,
MoNE's joint efforts with other ministries will be effective in the process of solving these problems.
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Tiirkge Siirimui

Girig
Egitim ve Ogretimin merkezinde olan insanin, kiresellesen diinyada, yasam ve dislince bigimleri,
yargilari, beklenti ve sorunlari da degismektedir. Hi¢ sliphesiz bu degisimden en cok etkilenen
mesleklerden biri de 6gretmenliktir. Dolayisiyla toplumsal olarak belli bir nitelige sahip olan 6gretmenlik

mesleginde sorunlarin gilincel olarak tespit edilmesi ve ¢6ziim arayislarina gidilmesi énemli bir olgu
olarak degerlendirilmektedir (Demir ve Ari, 2013).

Nitelikli insan giclinlin yetistiriimesinde, bireylerin sosyal hayata hazirlanmasinda ve (lke olarak
kalkinmada 6gretmenlerin rolii biyiiktir (Eskicumali, 2002; Vural, 2004; Ozden, 2013). Egitimin kalitesini
artirmak igin egitimin en 6nemli 6gesi olan 6gretmenlerin niteliginin artirilmasi gerekir (Kavcar, 1980;
Toker Gokge, 2013) Bu niteliklerin artirlmasinda, 6gretmenlerin karsilastiklari sorunlarin bilinmesi ve bu
sorunlara ¢6zim Uretilmesi 6nemli bir yer tutmaktadir.

Ulkemizde, ozellikle sinif 6gretmenlerinin cesitli konularda ciddi sorunlar yasadigi bilinmektedir
(Erdem, 2010; Gémleksiz, Ulkii, Bicer ve Yetkiner, 2010; Taneri ve Ok, 2014; Sari ve Altun, 2015). Sinif
ogretmenleri, egitim-6gretim verdigi sinifin 6grencileri ile diger brans 6gretmenlerine gére daha fazla
zaman gecirmektedir (Erdem, 2010). Ogretmenlik meslegi icerisinde en temel alanlardan biri olan sinif
o6gretmenligi, bitiin 6gretmenlik alanlari igerisinde sayica en biyiik grubu olusturdugundan bu alanda
karsilagilan sorunlar da diger branslara gore gesitlilik gostermektedir (Taskaya ve Turhan, 2015).

Sinif 6gretmenleri; meslegin toplum icinde giderek artan perstij kaybi, okul ve siniflarin fiziki durumu,
o6gretmen maaslari, egitim-6gretim etkinlikleri, 6gretim programlari, veli ve toplum baskisi, birlestirilmis
siniflarda 6gretim ve okul idaresi gibi bircok konu (Tekisik, 1987; Saglam ve Cicek Saglam, 2005; Yazici,
2009; Taneri ve Ok, 2014; Sari ve Altun, 2015; Taskaya ve Turhan, 2015) ile ilgili sorunlar yasamaktadir.
Yasanilan sorunlarin pek g¢ok kaynaginin oldugunun bilinmesinin yaninda sinif 6gretmeni yetistirme
(hizmet 6ncesi egitim) ile ilgili bazi sorunlarin oldugu da bilinmektedir.

GlnUmuzde, kiresellesme ile birlikte Gstiin nitelikli bireylerin yetistiriimesinin 6nemi baglaminda
sinif 6gretmeni yetistirmenin kiresel rekabet boyutunda 6nemi daha iyi anlasiimaktadir (Akdemir,
2013). Sinif 6gretmeni yetistirme konusu bu alanda bazi sorunlara kaynaklk etmektedir. Bu soruna
yonelik yillardir bir dizi dizenleme ve uygulamalar gergeklestirilmistir.

Oncelikle, 1974-1975 egitim-dgretim yilindan 1981-1982 egitim-6gretim yili sonunda kadar Milli
Egitim Bakanhgi'na bagl olarak 6gretmen yetistirme gorevini sirdiren iki yillik egitim enstitileri, 20
Temmuz 1982 yilinda ¢ikarilan 41 Sayili Kanun Hiilkminde Kararname ile egitim yiiksekokullari ismiyle
Universitelere baglanmistir. Egitim Yiiksekokullari Sinif Ogretmenligi Programi’nda derslerin %61’i genel
kaltar, %24’ alan bilgisi ve %15’i 6gretmenlik meslek bilgisi olarak yer almaktaydi. 1989-1990 6gretim
yilindan itibaren YOK’iin 23 Mayis 1989 tarih ve 89.22.876 sayili karari ile egitim yiiksekokullarinin
6grenim slresi 4 yila ¢ikariimistir. Dort yillik bir yiiksekogrenim, iki yillik yliksekdgrenime kiyasla lise
o6grencileri icin daha cazip hale gelmis ve daha basarili 6grencilerin sinif 6gretmenligi programlarini
tercih etmelerini saglamistir. Fakat sinif 6gretmenligi alaninda egitim fakiltelerinin artan ihtiyaci
karsilayacak diizeyde oOgretmen yetistirememesi, Milli Egitim Bakanhgi’'ni gerekli formasyona sahip
olmayan kisileri sinif 6gretmeni olarak atamak zorunda birakmistir (Ergtin, 1987; Baskan, 2001; Dagli,
2006; Kilimci, 2006; Akyiiz, 2007; Deringél, 2007; Yildizlar, 2011; YOK, 2007; Yiiksel, 2011; Akdemir,
2013; Gugld, 2013).

Dianya Bankasi tarafindan 1997 yilinda Tirkiye'ye saglanan bir kredi ile yurttilen Milli Egitimi
Gelistirme Projesinin (MEGP) alt basamaklarindan biri de “Hizmet Oncesi Ogretmen Egitimi” bélimiydu.
Projenin bu bslimii MEB - YOK isbirligi ile yiiriitilmiis ve projenin temel amaci, ilk ve ortadgretim
okullarinda gorev yapacak 6gretmenler igin 6gretmen egitiminin kalitesinin artirmaktir. Bu diizenleme ile
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o6gretmen yetistirme programlarinda uygulamaya ayrilan zaman arttirilmis ve yan alan uygulamasi ilk ve
ortadgretim 6gretmenleri icin zorunlu hale getirilmistir. Egitim fakultelerinin yeniden diizenlenmesi ile
1998-1999 o6gretim yilindan itibaren uygulanmaya baglanilan yeni sinif 6gretmenligi programi ile
programdaki ders iceriklerinin uygulamadaki derslerle tutarliligi, kuramsal ve uygulamali dersler arasi
denge ve daha fazla uygulama galismalari amaglanmistir (YOK, 1998; Durukafa ve Kiris, 2000; Dogan,
2005; Geng, 2005; Kiglikahmet, 2007; Saglam, 2007; Aydin, Sahin ve Topal, 2008; Karahan, 2008; Azar,
2011; Yildizlar, 2011; Bilasa, 2013).

Egitim fakiiltelerinde 2006 yilinda gergeklestirilen yapilanma ile 6gretmen yetistiren programlarinda
dizenlemeye gidilmis ve Ogretmenlerin entelektiel agidan daha donanimli bir hale getirilmesi
amaglanmistir. Bu yapilanmanin 2005 vyilinda gergeklestirilen ve yapilandirmaci yaklagima gore
hazirlanan ilkdgretim programlarindan bagimsiz oldugu sdylenemez. Yeni ilkdgretim programlarinda,
yapilandirmaci felsefesinin bir geregi olarak, nce deneyim ve yasantilardan yola gikilmasi, daha sonra
kavram ve tanimlamalara ulasilmasi 6nemli gérilmektedir. Bu acidan degerlendirildiginde ayni yil
uygulamaya giren, okumaya ses temelli cimle yontemi ile yazmaya ise bitisik egik yazi ile baslanmasi
karari sinif 6gretmenlerini ve sinif 6gretmen adaylarini etkileyen en 6nemli diizenlemedir (Akyol, 2005;
Yilman, 2006; Kiiciikahmet, 2007; YOK, 2007; Azar, 2011; Yiiksel, 2011).

Nisan 2012 de yurirlige giren 6287 numarali kanun ile 8 yillik zorunlu egitim 12 yila ¢ikarilmis ve sinif
o6gretmenlerinin gorev yapacagi okullar ilkokul olarak adlandiriimistir. 4+4+4 sistemi olarak da bilinen bu
kanun ile sinif 6gretmenlerinin okuttugu 5. siniflar ortaokula devredilmistir. Her bes 6gretmenden birinin
norm fazlasi olmasi sorun olusturmus ve isteyen 6gretmenler farkli alanlara (Ozel egitim, Pdr, incilizce
vb.) gecis yapmistir. Bu kanun ile 72 ay olan okula baslama yasi, 66 aya distridlmustir. Bu durum 1.
siniflarin kalabaliklagsmasi gibi bazi sorunlara neden olmustur (Dogan, Ugurlu ve Demir, 2014; Dogan,
Demir ve Pinar, 2014; Epgagan, 2014).

Sinif 6gretmenlerinin  sorunlarina iliskin yapilan ¢alismalar incelendiginde; Tirkiye’de 6gretmenlik
meslegi ve bu meslegin sorunlarina (Tekisik, 1987), 6gretmenlerin genel olarak yasadiklari sorunlara
(Demir ve Ari, 2013; Habaci, Karatas, Adigiizelli, Urker ve Atici, 2013), meslegin ilk yillarinda karsilasilan
sorunlara (Korkmaz, Saban ve Akbasli, 2004; Gémleksiz, Ulkii, Bicer ve Yetkiner, 2010; Taneri ve Ok,
2014; Sari ve Altun, 2015), birlestirilmis sinif 6gretmenlerinin sorunlarina (Sag, Savas ve Sezer, 2009),
kéyde ve kirsal kesimde gérev yapan &gretmenlerinin sorunlarina (Ozpinar ve Sarpkaya, 2010; Taskaya
ve Turhan, 2015), sinif 6gretmeni adaylarinin meslek yasamlarinda karsilasabilecekleri sorunlara (Cam
Aktas, 2016), Ogretmenlerin karsilastigi toplumsal sorunlara (Erdem, 2010), 6gretmenlerin  kendi
meslekleriyle ilgili goruslerine (Seferoglu, 2001), alan degisikligi yapan 06gretmenlerinin sorunlarina
(Ersézlii, Mavis, Ozel ve Kiirsadoglu, 2014), 6gretmenlerinin adaylik déneminde yasadiklari sorunlara
(Toker Gokge, 2013), sinif 6gretmeni yetistirme politikalari ve sorunlarina (Dogan, 2005) ve o6lgme-
degerlendirme siirecindeki sorunlarina (Anil ve Acar, 2008) yonelik ¢alismalarin oldugu gorilmektedir.
Bu calismalar, genelde tarama tlrl arastirmalar olup, sinif 6gretmenlerinin sorunlarina yonelik
betimlemeler yapmaktadirlar.

Sorunlari bizzat deneyimleyen sinif 6gretmenlerinin gergek¢i ve uygulanabilir ¢dzim onerileri
sunabilecekleri distntldigiinde (Seferoglu, 2004) sinif 6gretmenlerinin mesleki deneyimlerine dayali
olarak, onlarin sorunlarini derinlemesine inceleyerek tespit etmenin literatiirde 6nemli bir boslugu
dolduracagi duslinilmektedir. Ayrica bu arastirma, gelecek nesillerin emanet edildigi sinif
o6gretmenlerinin sorunlarinin tespit edilerek uygun ¢6ziim 6nerilerinin gelistirilecek olmasi bakimindan
6nem arz etmektedir.

Bu arastirmanin amaci, sinif 6gretmenlerinin sorunlarini 6gretmenlerin mesleki deneyimlerine dayali
olarak tespit etmektir. Bu amaca ulasmak igin asagidaki arastirma sorularina cevap aranmistir:

1. Sosyo-ekonomik diizeyi (SED) dusik olan ilkokullarda gérev yapan sinif 6gretmenlerinin sorunlari
nelerdir?
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2. Sosyo-ekonomik diizeyi orta olan ilkokullarda gorev yapan sinif 6gretmenlerinin sorunlari
nelerdir?

3. Sosyo-ekonomik diizeyi yiksek olan ilkokullarda gorev yapan sinif 6gretmenlerinin sorunlari
nelerdir?

Yontem
Arastirmanin Deseni

Arastirmada, nitel arastirma desenlerinden olgubilim deseni kullaniimistir. Olgubilim, glinlik hayatta
farkinda oldugumuz ancak derinlemesine bir bilgiye sahip olmadigimiz olgulara odaklanan, bireylerin
kendi bakis acisindan algi ve deneyimlerini 6ne gikaran ve olgularin yapisini betimlemeyi ve yorumlamayi
amaglayan nitel arastirma desenidir (Patton, 2002; Creswell, 2003; Bloor ve Wood, 2006; Yildirim ve
Simsek, 2011; Ersoy, 2016; Gedik, 2016). Bu arastirmada da, genel olarak bilgi sahibi oldugumuz “sinif
o6gretmenlerinin sorunlan” olgusunun daha ayrintili bir sekilde incelenebilmesi icin sinif 6gretmenlerinin
deneyimlerinden yararlanilimistir.

Calisma Grubu

Arastirmanin ¢alisma grubunun olusturulmasinda sinif 6gretmenlerinin goérev yaptigi okullarin sosyo-
ekonomik durumu dikkate alindigindan nitel arastirma sikg¢a kullanilan, amacgh 6rnekleme
yontemlerinden 6lgit 6rnekleme yontemi kullanilmistir. Arastirma 2016-2017 egitim-6gretim yilinda
Kayseri ilinde gergeklestirilmistir. Arastirmanin amaglari dogrultusunda ¢alisma grubu belirlenirken
oncelikle ¢alisma grubunda yer alacak sinif 6gretmenlerinin gérev yaptigi okullar belirlenmistir. Bu
okullarin belirlenmesinde il milli egitim muadarliginden géris alinmistir. Milli egitim mudarlGginin
sosyo-ekonomik diizey olarak disik, orta ve yiliksek olarak nitelendirdigi toplam (¢ okuldaki sinif
ogretmenleri ile de goriisilmustir. Arastirmanin veri kaynagini olusturan sinif 6gretmenleri, okullarinin il
milli egitim mudirligiince ifade edilen sosyo-ekonomik diizeylerini teyit etmistir. Arastirmanin ¢alisma
grubu olusturan sinif 6gretmenlerinin hedeflenilen olguya yonelik ayrintili bilgileri verecek olmasi,
onlarin gonullilik esasina gore segilmesini zorunlu kilmistir. Calisma grubunu olusturan sinif
O0gretmenlerine ait bilgiler Tablo 1’de verilmistir.

Tablo 1.

Calisma Grubunu Olusturan Sinif Ogretmenlerinin Bilgileri.

Katilimcilarin Okulun Sosyo- - Mezun Olunan Okutulan
Kodlari Ekonomik Durumu Cinsiyet Kidem (¥il) Program Sinif Dlzeyi
Ebru Yiiksek Kadin 17 Diger 3
Ayse Yiksek Kadin 20 Diger 3
Asli Yiiksek Kadin 22 SinifOgrt. 2
Zeynep Yiiksek Kadin 23 Diger 1
Ali Yiiksek Erkek 32 Diger 4
Adnan Yiiksek Erkek 20 SinifOgrt. 1
Kiibra Yiiksek Kadin 23 SinifOgrt. 3
Mert Yiksek Erkek 36 Diger 2
Kaan Yiiksek Erkek 30 Diger 2
Biisra Yiiksek Kadin 11 SinifOgrt. 4
Yigit Orta Erkek 21 Diger 4
inci Orta Kadin 18 SinifOgrt. 2
Gorkem Orta Erkek 15 Diger 1
Alpaslan Orta Erkek 10 SinifOgrt. 1
Ozlem Orta Kadin 3 SinifOgrt. 2
Filiz Orta Kadin 6 SinifOgrt. 3
Sertap Orta Kadin 11 SinifOgrt. 2
Polat Orta Erkek 18 Diger 4
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Hilal Orta Kadin 9 SinifOgrt. 1
Kerim Orta Erkek 22 Diger 3
Emre Orta Erkek 13 SinifOgrt. 4
Onur Dusiik Erkek 12 SinifOgrt. 3
Betiil Disiik Kadin 6 SinifOgrt. 4
Merve Disiik Kadin 9 SinifOgrt. 2
Berk Disiik Erkek 4 SinifOgrt. 1
Yunus Disiik Erkek 8 SinifOgrt. 4
Seyma Duisiik Kadin 2 SinifOgrt. 3
Zehra Duisiik Kadin 6 SinifOgrt. 2
Volkan Dusuk Erkek 11 Diger 3
Firdevs Disiik Kadin 6 SinifOgrt. 1

Tablo 1 incelendiginde; arastirmaya katilan sinif 6gretmenlerinin 10’'unun sosyo-ekonomik dizeyi
disuk ilkokulda, 11’inin sosyo-ekonomik diizeyi orta ilkokulda ve 9’unun sosyo-ekonomik dizeyi ylksek
ilkokulda goérev yaptig; 16’sinin kadin ve 14’Unin erkek oldugu; 19’unun sinif 6gretmenligi
programlarindan (2 veya 4 yillik) ve 11’inin sinif 6gretmenligi disindaki bir programdan mezun oldugu
gorilmektedir.

Veri Toplama Sireci

Bu arastirmada veriler, yari yapilandiriimis gériisme formu kullanilarak odak grup goriismeleri yoluyla
elde edilmistir.  Yildirim ve Simsek’e (2011) gore, odak grup goriismeleri ile bireysel gérismeler ile akla
gelmeyecek ayrintilar grup gorismeleri ile hatirlanmasi ve arastirma sorularina verilen yanitlarin
kapsami ve derinliginin artmasi gibi avantajlar elde edilir. Calisma grubunda yer alan sinif 6gretmenlerine
ve okullarin idarecilerine arastirmanin amaci hakkinda bilgi verilmistir. Arastirmacilardan biri ¢alisma
grubundaki sinif 6gretmenleri ile kaynasmak amaciyla ikiser giin ilgili okullardaki 6gretmenler ile
teneffiis ve 6gle aralarinda vakit gegirmistir. Yapilacak arastirmanin amacindan bahsedilmis ve bu
arastirmaya katilan 6gretmenler ve bulunduklari okul ile ilgili higbir bilginin Gglinci kisiler ile
paylasilmayacagi dile getirilmistir. Calisma grubunda yer alan 6gretmenlerle onlara uygun zaman ve
mekanlarda gorismeler yapilmistir. Zaman olarak, 6gle aralari ve okul ¢ikis saatleri; mekan olarak ise,
okul midirinin odasi, rehber 6gretmen odasi ve okul kantini tercih edilmistir. Odak grup goériismeleri
samimi bir ortamda gergeklestirilmistir. Grup gorismeleri U¢ farkli okulda ve dort, bes ve alti sinif
o6gretmeninden olusan gruplar halinde gergeklestirilmistir. Her bir gérisme ortalama 30-40 dakika
surmistdr. Bir grup gérismesinde katilimcilar ses kaydina izin vermemistir. Diger goriismeler, telefon
yardimi ile ses kaydina alinmistir. Ses kaydina izin verilmeyen grup gorlismelerinde arastirmacilarin
hazirlamis oldugu form Uzerinde notlar alinarak veriler kaydedilmistir.

Calisma grubundaki sinif 6gretmenlerine “Bir sinif 6gretmeni olarak sorunlariniz nelerdir?” ana
sorusu yoneltilmistir. Bu ana soruyu destekleyici alti soru daha katilimcilara sorulmustur. Katilimcilardan
elde edilen veriler bilgisayarda yazili hale getirilmistir. Her bir katilimcinin ifadeleri kendilerine
gonderilmis ve eklemek veya gikarmak istedikleri kisimlara iliskin gorisleri alinmistir. Ayrica, arastirmaya
katilan sinif 6gretmenlerinin kisisel bilgilerinin paylasiimamasi amaciyla her bir katihmciya bir kod isim
verilmistir.

Verilerin Analizi

Verilerin analizinde nitel arastirmalarda sik¢a kullanilan igerik analizi yonteminden yararlaniimistir.
Yildirnm ve Simsek’e (2011) gore icerik analizinde, veriler arasinda yer alan anlaml boélumlere (kelime,
climle gibi) isim verilmesi ile kodlamalar, kodlamalarin (kavramlarin) birbirleriyle iliskili olanlarinin ortak
bir ¢ati altinda birlestirilmesi ile de kategoriler (tema) olusturulur. Bu arastirmada toplanan verilerin
analizini kolaylastiracak kuramsal yapi olmadigi icin verilerden ¢ikarilan kavramlara gore kodlamalar
yapilmistir. Kodlar arasindaki benzerlikler bir araya getirilerek tematik kodlama yapilmis ve temalar
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olusturulmustur. Arastirmadan elde edilen veriler, her bir tema altinda dogrudan alintilara yer verilerek
sunulmusgtur.

Gegerlilik ve Glvenilirlik

Nitel arastirmalarda gegerlilik ve guvenilirlik kavramlarinin yerine daha ¢ok inandiricilik,
aktarilabilirlik, teyit edilebilirlik ve tutarlihk kavramlar kullanilmaktadir. Bu kavramlar Gzerinden
gegerlilik ve glivenilirligin saglanmasi ve arttirilmasi icin su adimlar atilmistir: ilgili literatiir incelenmis ve
hazirlanan gorisme sorulari ile ilgili iki alan uzmanindan goris alinmistir. Ses kayitlari ile toplanan veriler
yazili ortama aktarildiktan sonra katilimcilara teyit ettirilmistir. Kodlamalar arasinda tutarllik orani (Miles
ve Huberman, 2015) hesaplanmis ve uyusum vyiizdesi % 89 Uzeri ¢ikmistir. Arastirma sirecinde
kullanilan formlar, analiz evraklari ve ham veriler saklanmistir. Arastirmanin bulgulari, dogrudan
alintilara yer verilerek yorumlanmistir. Verilerin toplanma siirecinde samimi bir ortamin olusturulmasi
icin arastirma yapilmadan 6nce ikiser kez katilimcilarla vakit gegirilmistir.

Bulgular

Bulgular, arastirmanin amacina yonelik olusturulmus sorular dikkate alinarak sunulmustur. Sosyo-
ekonomik  diizeyi dusik olan ilkokullarda gorev yapan sinif O6gretmenlerinin sorunlari “Egitim
Sisteminden Kaynakli Sorunlar”, “Veli ve Cevreden Kaynakli Sorunlar’ ve “Ogretmenden Kaynakli
Sorunlar” temalari altinda, sosyo-ekonomik diizeyi orta ve yiksek olan ilkokullarda gorev yapan sinif
O0gretmenlerinin sorunlar ise “Egitim Sisteminden Kaynakli Sorunlar”, “Veli ve Cevreden Kaynakli
Sorunlar”, “Ogretmenden Kaynakli Sorunlar” ve “Okul ve Sinif Ortamindan Kaynakli Sorunlar” temalari
altinda sunulmustur.

Sosyo-Ekonomik Diizeyi Diisiik Olan ilkokullarda Gorev Yapan Sinif Ogretmenlerinin Sorunlar

Bu bolimde, sosyo-ekonomik diizeyi diisik olan ilkokulda gérev yapan dokuz sinif 6gretmeninden
elde edilen verilere dayali bulgular sunulmustur.

Egitim Sisteminden Kaynakl Sorunlar

Sinif 6gretmenleri, egitim sistemindeki slrekli degisiklikleri, mifredatin agir olmasini, sikayet
hatlarini, 4+4+4 sistemini, sinif tekrarinin olmamasini, ilkokula baslama yasinin kigik olmasini, 6gretim
programlarinin ve ders kitaplarinin hazirlanmasinda 6gretmenlerin aktif olmamasini, 6gretmenlerin sik
sik yer degistirmesini, ilkokullara yeterli bltcenin ayrilmamasini, 6lgme ve degerlendirmedeki eksiklikleri
ve 6gretmenlerin itibarinin olmamasini sorun olarak ifade etmislerdir.

Arastirmaya katilan dokuz 6gretmenin hepsi, sistemdeki strekli degisikliklerin olumsuz bir etkiye
sahip oldugunu; dérdi mufredat programlarinin kirsal kesimde (sosyo-ekonomik durumu dusik)
yasayan Ogrenciler i¢in agir oldugunu; besi, sikayet hatlarindan olumsuz etkilendiklerini ve 6grenci veya
velilerin ¢ok basit ve ¢ézilmesi kolay durumlarda bile bu hatlari kullanmasini; sekizi 4+4+4 sistemi ile 5.
siniflarin sinif 6gretmenlerinden alinmasini; besi ilkokul diizeyinde sinif tekrarinin olmamasinin ileriki
yillarda sorun olusturdugunu; o6gretmenlerden sadece biri ilkokula baslama yasinin disliriilmesini,
6grencilerin okula uyumu agisindan sorun oldugunu; dordd, ilkokul diizeyinde 6gretim programlarinin ve
ders kitaplarinin hazirlanmasinda sinif 6gretmenlerinin gérev almamasini; yedisi, 6gretmenlerin atama
takviminin ge¢ olmasindan dolayi 6grencilerin ve 6gretmenlerin sorun yasadiklarini; sekizi, ilkokullara
yeterli butgenin ayrilmamasi nedeniyle veliler ile yliz-ylze geldiklerini ve bu durumun da uygun
olmadigini; 6gretmenlerin tamami 6grencilerin degerlendirilmesinde 3 kriterin olmasini; sekizi,
o6gretmenlerin itibarinin ve sayginliginin olmadigini, cevrede, veliler géziinde ve medyada herhangi bir
degerlerinin bulunmadigini sorun olarak belirtmislerdir. Ogretmen ifadelerinden &rnekler asagida
verilmistir:

“Egitim sisteminde yapilan sik¢a degisiklikler bizleri ve 6dgrencileri olumsuz etkiliyor. Yapilacak
degisikliklerin uzun siirede planlanmasi ve uzun siire uygulamada kalmasi mantikli olacaktir” (Merve).
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“Ders kitaplari biraz yogun ve adir. Ozellikle kéydeki cocuklara fazla geliyor. Yetistiremiyoruz. Ders
kitaplarinin hafifletilmesi ilkokul igin uygun olacaktir”(Volkan).

“Brans égretmenleri 5. sinif égrencilerinin seviyelerine inmekte asiri zorlaniyor. Benim ¢ok basaril
6grencilerim vardi ama besinci sinifa gecince basarisi ¢ok diistii. Aslinda ¢ocukta bir sorun yok. Brans
6gretmenlerinin seviyeye inememesi biiyiik sorun oluyor. 5. siniflarin sinif 6gretmenlerine verilmesi elzem
bir durumdur” (Firdevs).

“Sinif tekrarinin olmamasi, dgrenciler ve veliler lizerinde bir rehavete neden oluyor ve veliler
6grenciler igin hi¢c gayret etmiyor. Bu durum da basarinin diismesine neden oluyor. Sinif tekrari
olmali”(Seyma).

“ilkokula baslama yagsinin 60 aya kadar diismesi cocuklarin birinci sinifta zorlanmasina neden oluyor.
72 aydan kii¢iik cocuklar anaokullarina yénlendirilmelidir. Anaokuluna gitmeyen ddrenciler zaten asiri
derecede uyum sorunu yasiyor” (Zehra).

“Odgrenciler li¢ kriter iizerinden degerlendiriliyor. Bu durum eksik. Bazi 6§rencilere haksizlik yapildigini
diisiiniiyorum. Oyle 6drenciler oluyor ki hicbir kritere uymuyor, arada bir dederlendirme kriteri olmasi
gerekiyor. Bu kriterler bese ¢cikmasi lazim” (Betdl).

Veli ve Cevreden Kaynakli Sorunlar

Sinif 6gretmenleri, sosyo-ekonomik durumu koétli olan 6grencilerin ¢alismasini, velilerin gegim
sikintisi nedeniyle ¢ocuklariyla ilgilenmedigini, 6grencilerin okuma aliskanligini gevresinden edinmedigini
sorun olarak ifade etmislerdir.

Arastirmaya katilan dokuz 6gretmenden altisi, sosyo-ekonomik durumlarinin disiik olmasi nedeniyle
ogrencilerin ¢ogunun c¢alismak zorunda kalmalarini ve bu durumun egitimlerini olumsuz olarak
etkilemesini; sekizi, velilerin genelinin maddi durumlarinin iyi olmamasindan dolayi siirekli ¢alistiklarini
ve gurbete gittiklerini; ikisi, 6grencilerde genel olarak okuma aliskanliginin olmadigini sorun olarak
gérmektedir. Ogretmen olarak bu duruma ne kadar miidahale etseler de cevrenin destegi olmadigi icin
ve boyle bir kiiltlirde buytimedikleri igin kendilerinin islerinin zorlastigini sorun olarak belirtmislerdir.
Ogretmen ifadelerinden &rnekler asagida verilmistir:

“Bulundugumuz bélgede fayans ustaligi yaygin oldugu icin cocuklarimiz erken yasta insaat ile tanisip
sicak para kazaniyor. Paraya ihtiyaglari var. Bu durum égrencilerin okula devam etme heveslerini kiriyor”
(Onur).

“Ogrenci babalari genelde gurbette. Anne de her ise kosmak zorunda. Bu yiizden cocuklarla ilgilenme
durumu ¢ok olmuyor. Cocuk bir giin énce nasil gittiyse eve ertesi giin ayni geliyor. Yani iizerine bir sey
koyamiyor. Yazik oluyor ¢ocuklara. Abisi veya ablasi olan ¢ocuklar biraz daha sansl oluyor”(Volkan).

Ogretmenlerden Kaynakl Sorunlar

Sinif 6gretmenleri, 6gretmenlerin kendilerini gelistirmemelerini, 6grencilerin seviyelerine inip onlarla
iyi iletisim kurmamalarini ve bu meslegi icra edecek heyecanin olmamasini sorun olarak ifade
etmislerdir.

Arastirmaya  katilan 6gretmenlerden yedisi, sinif 6gretmenlerinin kendilerini gelistirmediklerini ve
bu durumun en biyik sorunlardan bir tanesi oldugunu; besi, sinif 6gretmenlerinin meslegini tGzerlerinde
icra ettikleri 6grencilerle ayni dili ve heyecani paylasma adina onlara hitap edebilecek sekilde kendini
gelistirmediklerini; biri, sinif 6gretmenliginin hakkiyla yerine getirilebilmesi icin bu meslegin heyecanini
tasimanin gerektigini ve bu durumun c¢ogu O6gretmende olmadigini sorun olarak belirtmislerdir.
Ogretmen ifadelerinden &rnekler asagida verilmistir:

“Hocamin dedigi ¢ok dogru. Sistemi elestirecediz, veliyi elestirecediz ama biz isimizi de iyi yapacagdiz.
Ogretmenin okumasi lazim. Yeni seyleri takip etmesi lazim. Bu sekilde é§rencilere hitap edebiliriz. Yoksa
sistemin diizelmesini beklemek dogru olmaz”(Onur).
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“Bu konuyla ilgili, giinceli takip etmek ve 6grencilerin sosyal hayatini takip edip onlarin dikkatini
cekebilmek ¢ok énemli. Gegen derste sosyal medyada ve gevrede yaygin olan bir espriyi derste yaptim ve
6grencilerin ¢ok hosuna gitti. Derse karsi asiri motive oldular, giidiilendiler. Bu basit bir 6rnek,
o6gretmenin kendini giincellemesi 6nemli. Ama biz bunu yapmiyoruz” (Merve).

Sosyo-Ekonomik Diizeyi Orta Olan ilkokullarda Gérev Yapan Sinif Ogretmenlerinin Sorunlari

Bu bolimde, sosyo-ekonomik diizeyi orta olan ilkokulda gérev yapan 11 sinif 6gretmeninden elde
edilen verilere dayali bulgular sunulmustur.

Egitim Sisteminden Kaynakl Sorunlar

Sinif 6gretmenleri, egitim sistemindeki sirekli degisiklikleri, mufredatin ve derslerin agir olmasini,
sinif tekrarinin olmamasini, ilkokula baslama yasinin kiigiik olmasini, ikinci sinif diizeyinde ingilizce
dersinin olmasini ve 6lgme ve degerlendirme kriterlerinin yetersizligini sorun olarak ifade etmislerdir.

Arastirmaya katilan sinif 6gretmenlerinin tamami, egitim sisteminde sirekli ve kisa vadede yapilan
degisiklikleri egitim-6gretim ortamini ve paydaslarini olumsuz etkiledigini; sekizi, mifredatin ve ders
sayllarinin 6grencilerin seviyelerine uygun olmadigini ifade etmistir. Ders sayilarini ve igerigin
hafifletilmesinin gerekli oldugunu; 6gretmenlerin tamami, sinif tekrarinin olmamasinin ileriki yillarda
sinif igerisinde sorun olusturdugunu; sekizi, okula baglama yasinin kiigiik oldugu; ikisi, ikinci sinif
diizeyinde ingilizce dersinin olmasinin fazla bir yarari olmadigini; 10’u, élgme ve degerlendirme
noktasinda 6égrenciyi degerlendirme kriterlerinin yetersiz oldugunu; ikisi, ikinci sinif diizeyinde ingilizce
dersinin olmasinin fazla bir yarar olmadigini sorun olarak belirtmislerdir. Ogretmen ifadelerinden
ornekler asagida verilmistir:

“Sistemin devamli degistirilmesi en bliyiik sorun. Bir sistem uzun bir siire diizenli olarak devam
edemiyor. Harflerin verilis sirasi degisti, harflerin yazimi, degisti vs. Kitaplar degisiyor, sistem degisiyor vs.
Uzun vadeli bir politikamiz ve sistemimiz olmali” (Yigit).

“Sistem cok adir. Ben isvicre’ye gittigimde oranin egitim sistemini inceleme firsati bulmustum. Siirec
olarak bizim ikinci sinifta verdigimiz konulari onlar 4. veya 5. sinifta veriyorlar. Bizdeki miifredat agir ve
yodun. Bunu bir siirece yaymamiz gerekiyor. Mesela, 4. sinifta insan haklari, yurttaslk, demokrasi vs. bu
konular sosyal bilgiler dersinde verilebilir icerik de ¢ok uygun zaten” (inci).

“Sinif tekrari idarenin ve velinin inisiyatifine birakildi. Bu bliyiik sorun. 2. Sinifa gegiyoruz ama hala
okumayi bilmeyen 6grenci var. Yani diger ¢ocuklara yazik oluyor onunla ugrasirken. Kendimi birlestirilmis
sinifta gibi hissediyorum. Cocuk, devamsizilik yiiziinden okuma yazma 6grenemedi, yoksa bir sorunu yok.
Ama iki aydan fazla okula gelmedi. Aile de ilgilenmiyor nasil égrensin okuma” (Sertap).

“... Bes yasindaki ¢ocuga okuma yazma 6gretiyoruz ve dolayisiyla zorlaniyor, hele de anasinifina
gitmemisse. Bu durum brans 6gretmenleri igin de gegerli. Onlar 5. sinif 6grencilerinin seviyesine inemiyor.
Cok sikdyet eden arkadasim var. 5. siniflarin sinif 6gretmenlerine verilmesi ve anasinifinin mecburi
tutularak okula baslama yasi bir yil ertelenirse bliyiik bir sorun ¢éziilecektir” (Gorkem).

Veli ve Cevreden Kaynakli Sorunlar

Sinif 6gretmenleri, velilerin 6grencilere karsi ilgisiz olmasini, ailelerin sosyo-ekonomik durumunun iyi
olmamasini, velilerin egitim durumunun disilik olmasini ve Suriyeli 6grencilerin bulunmasini sorun olarak
ifade etmislerdir.

Arastirmaya katilan sinif 6gretmenlerinin dokuzu, velilerin gogunun ¢ocuklarina karsi ilgisiz olmasini;
o6gretmenlerin tamami, ailenin sosyo-ekonomik durumunun iyi olmamasinin 6grencilere birgok noktada
olumsuzluk olarak yansidigini; yedisi veli egitim durumunun disik olmasini egitim-6gretim siirecinde
karsilasilan dnemli bir sorun oldugunu; dordi Suriyeli 6grencilerin sinif ortaminda sorun olusturdugunu
belirtmislerdir. Ogretmen ifadelerinden &rnekler asagida verilmistir:
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“Temelde sorun olusturan durumlardan biri de veli. Cocuk eve nasil gidiyorsa ertesi giin ayni sekilde
geliyor. Merkezdeki okullardan duymusunuzdur, onlar hep ilerdeler. Ciinkii 6rnedin ses dgrettiginizde
ertesi glinii onu pekistirmis sekilde gelmiyor. Tekrar bastan almak zorunda kaliyoruz. Velinin destegi sart.
Tamam belki, bu is bizim isimiz fakat veli de isin icinde olmali. Neden hep veli-6gretmen-6grenci iliskisi
diyoruz? Veli de isin igcinde olmali. Veliden destek almadan da okuma ve yazma 6greniyor ¢ocuk ama bu
siirecin kaliteli olmasi agisindan veli destedi sar.” (Hilal).

“Okul ve gevresi basariyi ¢ok etkiliyor. Ailenin gelir durumu, ekonomik seviyesi 6grenciyi olumsuz
yénde c¢ok etkiliyor. Etkinlik yaptiramiyoruz, ek kitap aldiramiyoruz vs. Size bir sey anlatayim ki anlayin
ekonomik durum ne kadar énemli. Hayat Bilgisi dersinde dengeli beslenme anlatirken bir meyve tabagi
gorseli kullandim. Ogrencinin biri 6§retmenim ben bunlardan hi¢ yemedim ki dedi. Bu cok aci bir
durumdur ve 6grencinin ¢odu durumuna yansiyor”(Ozlem).

Ogretmenlerden Kaynakli Sorunlar

Sinif 6gretmenleri genel olarak, 6gretmenlerin kendilerini gelistirmemelerini ve duyarli olmayan sinif
o6gretmenlerinin oldugunu sorun olarak belirtmislerdir.

Arastirmaya katilan sinif 6gretmenlerinin hepsi, 6gretmenlerin kitap okumamasini, teknolojiye ayak
uydurmak igin gayret gostermemesini ve 10-20 yil 6nceki bilgilerle bugiin 6gretmenlik yapmasini sorun
olarak belirtmiglerdir. Ayrica dokuz 6gretmen, sinif 6gretmenligi mesleginin belirli bazi degerleri
benimseyerek hassasiyetle yapilmasi gerektigini aksi halde olumsuz sonuglarin tlkemiz ve gelecegimiz
olan gengler icin kétii sonuglar doguracagini ifade etmislerdir. Ogretmen ifadelerinden érnekler asagida
verilmistir:

“Sinif 6gretmenlerinden kaynaklanan sorunlar da var. Teknolojiye ayak uydurmak icin bir adim
atmiyoruz. Ve en acisi 6gretmenler odasinda 20 égretmen varsa ikisinin elinde kitap gériiyorum. 4 yillik
bir lniversite egitimi ile 30-40 sene 6gretmenlik yapabilecegimizi zannediyoruz. Saydigimiz biitiin bu
sorunlarin bircogunun ¢éziimii aslinda bizden gegiyor” (Ozlem).

“Sinif 6gretmeni sinifa giriyor ve kapi kapaniyor. Bu durum aslinda avantaj ve dezavantajdir. Fakat biz
bunu avantaja cevirmiyoruz. icerde ne yaptiginizi sadece kendiniz biliyorsunuz. Vicdan meselesi ortaya
cikiyor. Lisede bunu yapamazsiniz belki ama ilkokulda daha kiigiiciik 6Grenciler hakkini bile arayamiyor.
Aksama kadar film izletseniz bir sey demezler. Kisaca, vicdani olanlarin yapmasi gereken bir meslek sinif
oégretmenligi” (Kerim).

Okul ve Sinif Ortamindan Kaynakli Sorunlar

Sinif 6gretmenleri, okullardaki sosyal alanlarin eksikligini, miifredat ve mifettislerin beklentilerindeki
farkhhgi ve sinif igerisinde farkh seviyelerde bulunan 6grencileri sorun olarak gérmektedirler.

Arastirmaya katilan sinif 6gretmenlerinin altisi, okullardaki sosyal alanlarinin eksikliginin 6grencilerin
gelisimini olumsuz olarak etkiledigini; besi, mifettisler ve okul mudirlerinin sinif 6gretmeninden
beklentileri ile mifredat iceriginin uyusmadigini ve bu durumun egitim-6gretim sirecinde tutarsizliga
neden oldugunu; biri, sinifinda bulunan o6grenciler arasindaki seviye farkindan dolayi egitim-6gretim
etkinliklerini gerceklestirirken sorunlar yasadiklarini sorun olarak belirtmislerdir. Ogretmen ifadelerinden
ornekler asagida verilmistir:

“Okullarimiz yetersiz. Oyun alanlari yetersiz. Spor alanlari yetersiz. Biz diisiinen kendini ifade edebilen
elestirel diisiinebilen bireyleri yetistirmek istiyoruz. Fakat bir tane drama salonu, tiyatro salonumuz yok.
Bu yil miidiirtiimiiziin (stiin gayreti ile basit bi salon yapildi ve égrenciler ne giizel seyler ortaya koydu.
Ancak 2 ay oldu yapilali. Bu tip seyler cok 6nemli ama bizde bunlara énem verilmiyor”(Gorkem).

“Miifredatin adirhdinin yaninda tutarhhk da bliyiik bir sorun bence. Mesela miifettis okula geliyor ve
diyor ki, 6grencilere fazla yiiklenmeyin, 4 siniftan mezun olan égrenci okuma yazma ve 4 islem becerisine
sahip olsun yeterli. Ama ben miifettisi dinlemiyorum ki. Program dag gibi 6niimde, onu takip etmek
istiyorum” (Filiz).
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“Sinifimizda iyi ¢ocuklar da oluyor fakat geride olan ¢ocuklarla ugrasmaktan digerlerini daha ileri
seviyelere tasiyamiyoruz. Bunu séylerken onlar icin bireysel farkliliklara dikkat edip farkli etkinlikler de
hazirladigimizi da séyleyelim. Ama yine de tam yeterli olmuyor ve sorun yasiyorum” (Kerim).

Sosyo-Ekonomik Diizeyi Yiiksek Olan ilkokullarda Gérev Yapan Sinif Ogretmenlerinin Sorunlari

Bu bdlimde, sosyo-ekonomik diizeyi yiiksek olan ilkokulda gérev yapan 10 sinif 6gretmeninden elde
edilen verilere dayali bulgular sunulmustur.

Egitim Sisteminden Kaynakh Sorunlar

Sinif 6gretmenleri, egitim sistemindeki siirekli degisiklikleri, mifredatin yogun olmasini, 4+4+4
sistemi ile 5. siniflarin ilkokul seviyesinden gikariimasini, 6gretmenlerin nébet tutmasini, ikili 6gretimin
olmasini, 6gretmen maaglarinin disik olmasini, merkezi sinavlari, ilkokullara 6denek ayrilmamasini ve
sikayet hatlarini sorun olarak ifade etmislerdir.

Arastirmaya katilan sinif 6gretmenlerinin yedisi, egitim sisteminde yapilan degisikliklerin kisa
zaman igerisinde ve sirekli yapilmasini ve bu durumun sistemin tiim paydaslarini etkiledigini; ikisi,
mifredatlarin yogun oldugunu, bu ylzden de kalici 6grenme gergeklestiremediklerini; altisi, 4+4+4
sistemi ile 5. siniflarin ortaokul dizeyine dahil edilmesini, brang o6gretmenlerinin 6grencilerin
seviyelerine inemediklerini; doérdi, 6gretmenlerin ndbet tutmasinin yanhs oldugunu; 6gretmenlerin
tamami, ikili 6gretimin buyuk sorun olusturdugunu; ikisi, sinif 6gretmeni maaslarinin disiik oldugunu;
besi, merkezi sinavlarin olmasini; ikisi, bakanhk tarafindan ilkokullara 6denek ayrilmamasini; sekizi,
sikiyet hatlarinin 8gretmenin itibarini diisiirmesini sorun olarak belirtmislerdir. Ogretmen ifadelerinden
ornekler asagida verilmistir:

“Tiirkce, Matematik ve Hayat Bilgisi gibi derslerde aradisiplinlerle veya diger derslerle iliskilendirme
isteniyor programda. Bu ¢ok giizel bir sey asiri da faydali oluyor fakat siire yetmiyor, yetistiremiyorum.
Programin bu denli yodun olmasi gereksiz. Daha hafif olsa daha etkili ve kalici egitim-6gretim
yapabilecedimi diisiiniiyorum” (Ayse).

“Cok dogru. Mezun ettigim égrenciler ve aileleri ortaokulda sorunlar yasiyorlar. Brans 6gretmenleri
ile de gériisiiyorum, kendileri de sikdyetci. Onlar da hakli. Ogrenciler bi sene erken basladi okula, bir de 5.
siniflara giriyorlar. Dogal olarak 2 yas daha kiiciik 6Grencilerle muhatap oldular, onlar da zorlanir tabi”
(Al).

“Ogretmenlerin nébet tutmasini dodru bulmuyorum. Biz giivenlik giicii dediliz. Zaten okulumuz ikili
6gretim yapiyor. Teneffiisler on dakika. Bir ¢ay bile icemiyorum. Alti saat (st lste yoruluyoruz. On
dakikada olsa dinlenmek hakkimiz olsa gerek” (Ebru).

“Ogretmenlerin maaslarina da iyilestirme getirilmeli. Otuz kiisur yillik 6gretmenler ile yeni baslayan
6gretmen maasi arasinda 300-400 lira fark var, bu sizce dogru mu?” (Ali).

“Sinav sisteminin olmasi, ailelerin de baskisiyla sinav odakli bir akademik egitim veriyoruz. Egitim
yéniinden eksik kaliyor ¢ocuklar. 4. Siniflar gegenlerde il geneli sinava girdiler. Yani daha 4. sinifta olunca
ilerisini siz diisiiniin. Ogrenciler ve aileler arasinda netler konusuluyor. Daha kétiisii 6§retmenler arasinda
da”(Mert).

Veli ve Cevreden Kaynaklh Sorunlar

Sinif 6gretmenleri, velilerin 6gretmenlerin isine karismasini, velilerin olumsuz tutumlarini ve 6zel
beceri gerektiren dersler icin beklentinin fazla olmasini sorun olarak ifade etmislerdir.

Arastirmaya katilan sinif 6gretmenlerinin yedisi, velilerin, 6grencilere verilen 6devlerden 6grencilerin
oturma diizenine, 6grencilere sodylenilen bir sézden sinif ortaminda kullanilan teknige kadar her seye
karistiklarini; besi, velilerin, cocugunu okutacak 6gretmeni se¢mesi, sinif 6gretmenligini kiicimseyen
ifadelerde bulunmasi, 6gretmen hakkinda idarecilere ve milli egitim mudarliklerine sikayette
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bulunmasini; Ggl, 6zel beceri gerektirdigini dusindikleri mizik, gorsel sanatlar ve oyun ve fiziki
etkinlikler derslerinde c¢evreleri tarafindan Ust diizey beklentilere girildigini ve bu beklentiyi de
karsilayamadiklarini sorun olarak ifade etmislerdir. Ogretmen ifadelerinden drnekler asagida verilmistir:

“Ekonomik anlamda ¢ok iyi ailelerin ¢ocuklari var bu okulda teknolojik alt yapimiz da ¢ok iyi. Ama
velilerimiz masallah bizden daha bilgili gibi asiri derecede isimize karisiyorlar. Diisiiniin ki, égrencinin
sinifta oturma yerini degistiriyorum. Ertesi giin veli buna bile karisiyor. Odrencilerin her séziine itimat
edip gelip miidiire sikdyet edebiliyor. Veli bana giivenmiyor ya diisiinebiliyor musunuz? Bu durum
heyecanimizi kiriyor. Oyle inaniyorum ki egitim sisteminde en dedersiz 6ge biziz”(Zeynep).

“Veli 6gretmen segiyor mesela. Benim ¢ocugumu o okutsun bu okutmasin vs. Buradaki tim
6gretmenler 20-30 yillik tecriibeye sahip, hepsi isini en giizel sekilde yapmaya ¢alistyor. Ama biz égrenci
secemiyoruz. Bizim bi s6z hakkimiz yok. Ogretmen asadilanmis oluyor. idarenin de yapabilecek cok bir
seyi kalmiyor, onlari da cok sikistiriyor veliler” (Ayse).

“Miizik ve gérsel sanatlar dersine giriyoruz. Fakat dyle bir beklenti var ki bizden. Velilerin de beklentisi
fazla. Miiziksel algidir beceridir vs bunlari ben nasil kazandirayim. Bu kadar sey beklenecekse brans
oégretmenleri girsin bu derslere. Tabi onlar da 6grencinin seviyesine inebilecek sekilde egitilsin” (Ebru).

Ogretmenlerden Kaynakl Sorunlar

Sinif 6gretmenleri, 6gretmenlerin kendilerini gelistirmemesini, 6gretmenler arasinda is birliginin
olmamasini ve 6grenme heyecaninin olmamasini sorun olarak ifade etmislerdir.

Arastirmaya katilan sinif 6gretmenlerinin sekizi, kendilerini gelistirmediklerini, lisans egitimi ile
yetindiklerini, 6grencilerin yaslarinin kiicik olmasinin onlari mevcut bilgiler ile yetinmeye ittigini ve
deneyimlerine fazlaca glvendiklerini; altisi, ayni okulda gérev yapmalarina ve ¢cogu 6gretmen ile ayni
seviyedeki siniflari okutmalarina ragmen is birligi yapamadiklarini; ikisi, sinif 6gretmenlerinin bir cocuk
gibi 6grenme heyecani igerisinde olmasi gerektigini, fakat kendileri dahil hicbir 6gretmende bdyle bir
durumun séz konusu dahi olmadigini sorun olarak belirtmislerdir. Ogretmen ifadelerinden &rnekler
asagida verilmistir:

“Ogretmen kendini gelistirmeli, ézellikle sinif 6gretmeni. Sinif SGretmeninin en biiyiik sorunu bu.
Kendini gelistirmiyor. Zaten okuma yazma 6gretebiliyorum diyor ve yatiyor. Sinif 6gretmenlerinin en
biiyiik sorunu bu” (Kaan).

“Ogretmenler arasindaki isbirligi yetersiz. Bu ashnda biiyiik firsat. Ziimre denen sey hakkiyla
uygulansa ¢ok giizel olur. Yani burada 6-7 6gretmen ayni sinifi okutuyor. Ortaklasa yapilacak islemlerde
biiylik basari gelir ama isteksiz 6gretmenler” (Adnan).

“Ogrenciler yeni bir sey é§renince mesela carpmayi ne kadar da seviniyor. Sinif 6§retmenlerinin de bir
cocuk gibi 6grenme heyecani tasimasi lazim. Biz de bu maalesef ¢ok yok” (Ash).

Okul ve Sinif Ortamindan Kaynakl Sorunlar

Sinif Ogretmenleri, kitlphane ve laboratuvarlarin verimli bir sekilde kullaniimasina misait
olmamalarini ve kaynastirma 6grencilerini sorun olarak ifade etmislerdir.

Arastirmaya katilan sinif 6gretmenlerinin Ggl, okullarinda bulunan laboratuvar ve kiitliphanenin ilkokul
diizeyine uygun olarak tasarlanmadigini, 6grencilerin dikkatini cekecek sekilde olmadigini ve dolayisiyla
bu ortamlarin aktif olarak kullanilamadigini; dérdd, siniflarinda bulunan kaynastirma ogrencileri ile fazla
ilgilenemediklerini sorun olarak ifade etmislerdir. Ogretmen ifadelerinden érnekler asagida verilmistir:

“Okullarin kiitiiphaneleri ve laboratuvarlari verimli olarak kullanilmaya miisait degiller. Bu ortamlar
uzmanlar tarafindan tekrar yapilandiriimalidir. Sinif 6gretmeninin de sahiplenmesi gerekir. Mesela,
ortaokul ¢cocuklarina daha elverisli. Bizimkilere uygun degil” (Kaan).
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“Kaynastirma 6grencileri var mesela benim sinifimda. 3. sinif okutuyorum ve ¢ocuk okuma yazma
bilmiyor. Veli geliyor bana bagdiriyor, benim ¢ocugumla ilgilenmiyorsun diye. Okuma yazma 6gretmek
gercekten ilgilenmek ister. Geri kalan 27-28 kisiyi ne yapacadim basi bos birakamam ki” (Ebru).

Sonug, Tartisma ve Oneriler

Sinif  6gretmenlerinin  sorunlarinin tespit edilmesi amaciyla gergeklestirilen bu arastirmanin
bulgularindan hareketle bazi sonuglara ulasiimistir. Sinif 6gretmenligi, dogasi geregi, gerek kdyde gerek
sehir merkezlerinde, kisacasi Turkiye’nin her kdsesinde icra edilen bir meslektir. Bu yoniyle farkli sosyo-
ekonomik dizeyde bulunan bélge veya okullarda bu goérev yerine getirilmektedir. Sosyo-ekonomik
dizeyi farkl ¢ okulda gorev yapan sinif 6gretmenlerinin deneyimlerine dayal olarak elde edilen
bulgular bu bélimde yorumlanip tartisiimigtir.

Arastirma bulgularina gore, SED diisiik olan ilkokullarda gorev yapan sinif 6gretmenlerinin sorunlari,
Egitim Sisteminden Kaynakli Sorunlar”, “Veli ve Cevreden Kaynakli Sorunlar” ve “Ogretmenden Kaynakli
Sorunlar” temalari, SED orta ve yiksek olan ilkokullarda gérev yapan sinif 6gretmenlerinin sorunlari ise
“E§itim Sisteminden Kaynakli Sorunlar”, “Veli ve Cevreden Kaynakli Sorunlar”, “Odretmenden Kaynakli
Sorunlar” ve “Okul ve Sinif Ortamindan Kaynakli Sorunlar” temalari altinda toplanmistir. Arastirma
sonucunda 6gretmenlerin dort farkli kaynaktan dogan sorunlar yasadiklari belirlenmistir. Bu sorunlari
birbirinden bagimsiz diisiinmek yanls olacaktir. Ornegin, veli ve okul gevresinden kaynaklanan bir sorun
dogal olarak okul ve sinif ortamini da etkileyecektir. Ayni sekilde egitim sisteminden kaynakl sorunlar
o6gretmen kaynakli sorunlara doniisebilecek veya etki gosterecektir. Nitekim bu durum bir zincirin
halkalari gibi degerlendirilmelidir.

SED’i  dustk olan ilkokullarda gorev yapan sinif Ogretmenleri, egitim sistemindeki surekli
degisiklikleri, mufredatin agir olmasini, sikdyet hatlarini, 4+4+4 sistemini, sinif tekrarinin olmamasini,
ilkokula baglama yasinin kiigiik olmasini, 6gretim programlarinin ve ders kitaplarinin hazirlanmasinda
O0gretmenlerin aktif olmamasini, 6gretmenlerin sik sik yer degistirmesini, ilkokullara yeterli butgenin
ayrilmamasini, 6lgme ve degerlendirmedeki eksiklikleri, 6gretmenlerin itibarinin olmadigini, sosyo-
ekonomik durumu kotl olan 6grencilerin galismasini, velilerin ge¢im sikintisi nedeniyle cocuklariyla
ilgilenmedigini, 6grencilerin okuma aliskanligini ¢evresinden edinmemesini, 6gretmenlerin kendilerini
gelistirmemelerini, 6gretmenlerin 6grencilerin seviyelerine inip onlarla iyi iletisim kurmamalarini ve bu
meslegi icra edecek heyecanin bazi 6gretmenlerde olmamasini sorun olarak ifade etmislerdir. Ozer
(2014) yapmis oldugu arastirma sonucunda, “Alo 147" hattinin 6gretmenler tarafindan sikayet hatti
olarak tanimlandigini, veli ve 6grencilerin bu hatti tehdit amaciyla kullandiklarini belirtmistir. Bu
arastirmada da 6gretmenler sikdayet hatlarini sorun olarak dile getirmislerdir. Ayrica, sinif 6gretmenleri
sinif tekrarinin olmamasini sorun olarak goérmektedirler. Bastirk (2012) de, ciddi eksikleri olan
ogrencilerin sinif tekrari yapmasi gerektigini belirtmistir. Bu anlamda sinif tekrari konusunda yeniden bir
degerlendirme yapilabilir.

SED’i orta olan ilkokullarda gérev yapan sinif 6gretmenleri, egitim sistemindeki sirekli degisiklikleri,
mifredatin ve derslerin agir olmasini, sinif tekrarinin olmamasini, ilkokula baslama yasinin kiclik
olmasini, ikinci sinif diizeyinde Ingilizce dersinin olmasini, dlgme ve degerlendirme kriterlerinin
yetersizligini, velilerin 6grencilere karsi ilgisiz olmasini, ailelerin sosyo-ekonomik durumunun iyi
olmamasini, velilerin egitim durumunun disiik olmasini, siniflarda Suriyeli 6grencilerin bulunmasini,
ogretmenlerin kendilerini gelistirmemelerini, duyarli olmayan sinif 6gretmenlerinin varligini, okullardaki
sosyal alanlarinin eksikligini, miifredat ile mifettislerin beklentilerindeki farkliligi ve sinif icerisinde farkh
seviyelerde bulunan 6grencileri sorun olarak géormektedirler. Sinif 6gretmenlerinin sorunlarina yonelik
literatlir incelendiginde; ogretmenin sayginhiginin az olmasi, sistemdeki slrekli degisiklikler, ilgisiz
velilerin bulunmasi, 6gretim programlarindaki eksikler gibi benzer sorunlarin ifade edildigi gérilmektedir
(Saglam ve Cicek Saglam, 2005; Yazici, 2009; Taneri ve Ok, 2014; Sari ve Altun, 2015; Taskaya ve Turhan,
2015). Ayrica, ilkokul diizeyinde mevcut olan degerlendirme kriterleri bircok 6grenci ve 6gretmen
tarafindan sorun olarak goérilmektedir. Nitelim “gelistiriimeli”, “iyi” ve “gok iyi” kriterleri eksik kaldigi
distnilmektedir. Bu anlamda degerlendirme sisteminde bir iyilestirmenin yapilmasi 6nerilebilir.
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SED’i yiiksek olan ilkokullarda gorev yapan sinif Ogretmenleri, egitim sistemindeki surekli
degisiklikleri, mifredatin yogun olmasini, 4+4+4 sistemi ile 5. siniflarin ilkokul seviyesinden g¢ikariimasini,
O0gretmenlerin ndbet tutmasini, ikili 6gretimin olmasini, 6gretmen maaslarinin diigiik olmasini, merkezi
sinavlarin olmasini, ilkokullara 6denek ayrilmamasini, sikayet hatlarini, velilerin 6gretmenlerin isine
karismasini, velilerin olumsuz tutumlarini, 6zel beceri gerektiren dersler icin beklentinin fazla olmasini,
ogretmenlerin  kendilerini gelistirmemesini, 6gretmenler arasinda is birliginin olmamasini, bazi
ogretmenlerde 6grenme heyecaninin olmamasini, kitiiphane ve laboratuvarlarin verimli bir sekilde
kullanilamamasini ve kaynastirma 6grencilerini sorun olarak ifade etmislerdir. Demir ve Ar (2013)
yapmis olduklari arastirmada 6gretmenlerin sorunlarini ele almiglardir. Bu arastirmada 6gretmenlerin en
fazla 6nemsedigi ve dile getirdigi sorunlarin basinda 6gretmenin sayginliginin olmamasi, gelirinin az
olmasi ve 6gretim programlarinda ve sistemde yapilan surekli degisikliklerdir. Benzer sonuglar Seferoglu
(2011) tarafindan da dile getirilmektedir. Bu anlamda arastirma sonuglari literatlirdeki ¢alisma sonuglari
ile benzerlik géstermektedir. Son zamanlarda Milli Egitim Bakanhg: tarafindan yapilan agiklamalarda ikili
o6gretimin 1-2 yil icerisinde kaldirilacagi ifade edilmistir. Sinif 6gretmenleri tarafindan ifade edilen ikili
o6gretim sorununun ¢oéziime ulasacak olmasi 6nemli bir durum olarak degerlendirilebilir. Ayrica, bitln
ogretmenlik alanlari igerisinde sayica en biiylk grubu sinif 6gretmenleri olusturdugundan dolayi bu
alanda karsilasilan sorunlar da diger branslara goére gesitlilik gostermektedir (Erdem, 2010; Taskaya ve
Turhan, 2015). Nitekim bu arastirmada da sinif 6gretmenlerinin gesitli sorunlari tespit edilmistir.

Sinif 6gretmenlerinin sorunlarinda yukarida da belirtildigi lGzere sosyo ekonomik diizeye gore
farkhlasmalar olsa da genel olarak sorunlar bellidir ve sorunlarin kaynaklari asikardir. Bu anlamda
disinuldiginde arastirma sonucunda tespit edilen sorunlarin giderilmesi veya bu yolda adimlarin
atilmasi, bu arastirmanin énemini artiracaktir. Dolayisiyla arastirma sonuglarindan hareketle yapilacak
en biliylk 6neri, bu sorunlarin yetkililer tarafindan ¢éziime kavusturulmasidir. Her ne kadar ¢ézimi zor
olan ve bazi sorunlarin kitleleri ilgilendirdigi dislinllse de ¢6ziim igin adimlarin atilmasi ayri bir 6nem arz
edecektir. Ogretmen sorunlariyla ilgili olarak gegmisten giinimiize birgok ¢alisma yapilmis olsa da ¢éziim
yollarina yénelik etkili calismalara pek fazla rastlanmamaktadir (Demir ve Ari, 2013). ilgili literatir
incelemelerinde mevcut 6gretmenlerden ziyade 6gretmen adaylarinin sorunlari ve yetistirilmesine
yonelik calismalarin yaritaldigu gorilmektedir. Bu noktadaki arastirma, proje veya suralarda 6gretmen
adaylarinin sorunlarinin yaninda, isin mutfaginda olan ve ilkokullardaki sistemin en o6nde gelen
ylratacileri olan sinif 6gretmenlerinin sorunlari da ele alinmalidir. Ayrica, gerek maddi konularda
gerekse alt yapi, teknoloji, derslik gibi konularda gesitli bakanhklar ile MEB’in ortak ¢alismalari ile
sorunlarin ¢6zimi noktasinda epey yol alinmis olacaktir.
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This study investigated the relationships among prospective middle school
mathematics teachers’ background variables and their achievement in defining special
quadrilaterals. The participants of the study were 184 prospective teachers (49 males
and 135 females) from four intact classes (38 freshmen, 50 sophomores, 49 juniors,
and 47 seniors). The Background Characteristics Questionnaire, the Special
Quadrilaterals Test, and the Utley Geometry Attitude Questionnaire were used to
gather data. The results showed that participants had low level of achievement in
defining special quadrilaterals. No significant difference was found in their
achievement with respect to gender, enrolment in an elective geometry course, and
enrolment in a teaching practicum course. On the other hand, their achievement
scores differentiated significantly in terms of their year levels. The multiple regression
correlation results showed that prospective teachers’ geometry course scores were a
significant predictor of their achievement, while cumulative grade point averages
(CGPAs) and geometry attitude scores were not.

Ogretmen Adaylarinin Dértgenleri Tanimlama Basarilariyla iliskili
Faktorler: Arka Plan Ozelliklerinin Arastiriimasi

Makale Bilgisi

Oz

DOI: 10.14812/cuefd.373324

Makale Gegmisi:

Gelis 16.01.2018
Dizeltme 27.07.2018
Kabul 30.07.2018

Anahtar Kelimeler:
Ozel dértgenler,
Arka plan 6zellikleri,

Matematik 6gretmeni adaylari.

Bu g¢alismada ortaokul matematik O6gretmeni adaylarinin  6zel dortgenleri
tanimlamadaki basarilariyla arka plan ozellikleri arasindaki iligkiler incelenmistir.
Calismaya dort farkli sinif diizeyinde 6grenim goren (38 birinci sinif 6grencisi, 50 ikinci
sinif 6grencisi, 49 Uglinct sinif dgrencisi ve 47 son sinif 6grencisi) toplamda 184
o6gretmen adayi (49 erkek ve 135 kiz) katilmistir. Verilerin toplanmasinda Arka Plan
Ozellikleri Anketi, Ozel Dértgenler Testi ve Utley Geometri Tutum Olgegi kullanilmistir.
Arastirmanin bulgulari 6gretmen adaylarinin 6zel doértgenleri tanimlamadaki basari
diizeylerinin diisiik oldugunu gostermistir. Ogretmen adaylarinin  dértgenleri
tanimlama basarilari cinsiyete, segmeli geometri derslerine katilima ve 6gretmenlik
uygulamasi dersine katilima gére anlamli bir farkllik géstermemistir. Ote yandan, farkli
sinif dizeylerinde 6grenim géren Ogretmen adaylarinin dortgenleri tanimlama
basarilarinin birbirlerinden anlamli olarak farklilastigi ortaya ¢tkmistir. Coklu regresyon
analizi sonuglari, 6gretmen adaylarinin geometri dersi notlarinin dortgenleri tanimlama
basarilarini anlamli olarak yordadigini, agirlikli genel not ortalamalarinin ve geometriye
yonelik tutum puanlarinin ise anlaml olarak yordamadigini gostermistir.
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Introduction

Definitions play a crucial role in mathematics education (Vinner, 2002; Zaslavsky & Shir, 2005; Zazkis
& Leikin, 2008). However, there is a distinction between mathematical definitions and everyday
language definitions (Edwards & Ward, 2008). Everyday language definitions represent objects that are
already existing in the world whereas mathematical definitions create concepts (Selden & Selden, 2008).
Everyday language definitions are ill-specified descriptions while mathematical definitions are succinctly
formulated statements that delineate explicitly the boundaries of concepts (Selden & Selden, 2008).

Mathematical definitions have several roles in the teaching and learning of mathematics. Zaslavsky
and Shir (2005) explained these roles in the following way: (i) introducing components of a theory and
determining the critical attributes of a concept, (ii) constituting a fundamental part of concept
acquisition, (iii) forming a foundation for understanding and solving mathematical proofs and problems,
and (iv) building consensus among mathematicians, mathematics educators, and learners on the
meanings of mathematical concepts and thus paving the way for effective communication of

mathematical ideas.

The ability to generate correct mathematical definitions is one of the essential components of
teachers’ mathematical knowledge (Leikin & Winicki-Landman, 2000). To analyze teachers’ knowledge
for teaching geometric definitions, Levenson, Tirosh and Tsamir (2012) proposed a framework that
combined Tall and Vinner’s (1981) concept image/concept definition theory with Shulman’s (1986)
theory of knowledge for teaching. According to this combined framework, GMK-Definition refers to
teachers’ general knowledge of geometric definitions. It involves knowing that definitions tend to
comply with the minimality criterion (i.e., mentioning only the properties that are necessary to establish
a concept) (Van Dormolen & Zaslavsky, 2003). It also includes knowing that this criterion holds not only
for 2D geometric shapes but also for non-geometric mathematical concepts. TMK-Definition refers to
teachers’ topic-specific knowledge associated with definitions of geometric concepts. It involves
knowing one or more definitions of a geometric concept. Namely, it involves being aware of the fact
that definitions are arbitrary, and consequently that it is possible, for a specific concept, to generate a
number of geometric definitions which are either equivalent or non-equivalent (Usiskin & Griffin, 2008).
KCS-Definition refers to teachers’ knowledge of students and definitions of concepts. That is, it involves
knowing that choosing minimal definitions for young students may not be good from a didactical point
of view in that these students may not be able to develop relationships between the properties of
geometric objects (Van de Walle, Karp, & Bay-Williams, 2016). Finally, KCT-Definition refers to teachers’
knowledge of teaching and definitions of concepts. It involves paying attention to using appropriate
mathematical language, terminology, and notation when teaching geometric concepts to students. For
instance, mentioning the term “corner” instead of “vertex” when talking about the properties of a
triangle violates precision and appropriate terminology use. Knowing which examples and non-examples
of a concept support the development of students’ mathematical or geometric thinking and which ones
promote the use of concept definitions is also an indicator of teachers’ KCT-Definition.

Despite playing a crucial role in mathematics and despite being one of the key components of
teacher knowledge, past research has shown that not only students but also pre-service and in-service
teachers have difficulty with the meta-mathematical concept of a definition (e.g., Leikin & Winicki-
Landman, 2000; Linchevsky, Vinner, & Karsenty, 1992; Movshovitz-Hadar, Zaslavksy, & Inbar, 1987;
Zazkis & Leikin, 2008). For instance, Movshovitz-Hadar et al. (1987) reported that many of the
mathematical errors made by the secondary school students emanated from their distortion of
mathematical definitions. Linchevsky et al. (1992) found out that prospective teachers were not able to
understand the nature of mathematical definitions. Edwards and Ward (2008) revealed that
undergraduate students could not use mathematical definitions appropriately when solving problems
and proving theorems. Similarly, Usiskin and Griffin (2008) claimed that many teachers and students
were not cognizant of the fact that there is a choice of definitions for mathematical concepts (i.e., there
may exist many alternative definitions for one specific concept).
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Rumberger and Palardy (2004) pointed out that students’ background characteristics, classroom
characteristics, and school characteristics have impact on their educational achievement. Besides, they
proposed a multi-level model to explain the factors that are associated with students’ educational
achievement (see Figure 1).

School Inputs School Processes School Qutputs
SCHOOL . Structure Decision making Engagement
LEVEL Student compaosition Social climate " Achisvemant -
Resources Academic climate Dropout
b 3
Clagsroom Inputs Classroom Processes Classroom Outputs
EIE_SSLSH ooM Structure Curmiculum Engagement
Student composition = Instructional practice - Achievemneant -
Resourcas Social organization Dropout
. .
____________________________________________ 0 S VP
Student Background Student Experiences Student Qutcomes
STUDENT Demographics Classroom work Engagement
LEVEL - Family background > Homawork > Achigvamant -
Academic background Student’s use of computers Dropout

Figure 1. Rumberger and Palardy’s (2004) multilevel model of education system (p. 9)

As can be seen in Figure 1, student-, classroom-, and school-level variables have some contributions to
students’ educational achievement. However, Teddlie and Reynolds (2000) argue that students’
background characteristics (e.g., gender, prior knowledge, age, educational aspirations, and so forth)
explain about eighty percent or more of their achievement compared to their classroom and school
level characteristics. More specifically, students’ background characteristics seem to be a more
consistent predictor of their achievement in mathematics (Wilkins, Zembylas, & Travers, 2002). Thus,
the motivation for this study is grounded in the perspective that to improve prospective middle school
mathematics teachers’ (PMSMTs) understanding of geometry, it may be uncovered which background
characteristics are strongly associated with their achievement in defining special quadrilaterals. Besides,
it appears from an extensive literature review that studies exploring the relationships among learners’
definition performance and their background characteristics are non-existent. With these motivations in
mind, in this study the focus was on exploring whether there are relationships among achievement in
special quadrilateral definitions, gender, year level, enrolment in an elective geometry course,
enrolment in a teaching practicum course, cumulative grade point averages (CGPAs), geometry course
scores, and geometry attitude scores. Thereby, this study sought to answer the following research
guestions:

1. What is the level of PMSMTs’ achievement in special quadrilateral definitions?

2. Does PMSMTs’ achievement in special quadrilateral definitions differentiate in accordance with
gender, year level, enrolment in an elective geometry course, and enrolment in a teaching practicum
course?

3. Do PMSMTs’ CGPAs, geometry course scores, and geometry attitude scores predict their achievement
in special quadrilateral definitions?
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Methodology
Research Design

The three basic non-experimental research designs as cross sectional survey design, correlational
design, and natural manipulation research design (Christensen, Johnson, & Turner, 2013) were used to
answer the research questions of the current study. In cross sectional surveys, researchers describe
some characteristics of participants (e.g., beliefs, attitudes, and knowledge) through collecting data
during a single and short period of time (Fraenkel, Wallen, & Hyun, 2014). Thus, cross sectional survey
design was used to describe pre-service middle school mathematics teachers’ level of achievement in
special quadrilateral definitions. In correlational research designs, researchers predict scores and explain
the degree of relationship(s) among two or more variables (Creswell, 2012). Therefore, correlational
research design was used to explore whether pre-service teachers’ CGPAs, geometry course scores, and
geometry attitude scores predict their achievement in special quadrilateral definitions or not. In natural
manipulation research design, researchers investigate possible causes of differences among participants
and the selected independent variables are usually non-manipulatable (Christensen et al., 2013). Hence,
natural manipulation research design was used to determine whether pre-service teachers’
achievement in special quadrilateral definitions differentiates with respect to their gender, year level,
enrolment in an elective geometry course, and enrolment in a teaching practicum course or not.

Participants and the Context

The participants of the study were 184 prospective middle school mathematics teachers (49 males
and 135 females) from four intact classes (38 freshmen, 50 sophomores, 49 juniors, and 47 seniors).
They were enrolled in a teacher education program at a public university located in the inner region of
Turkey and were selected based on convenience sampling strategy. The sample of the study included
participants from all year levels. Namely, freshmen, sophomore, junior, and senior students took part in
the study. The data of the study were collected towards the end of the spring semester and just before
the final exams. Thus, the seniors took all courses offered by the mathematics teacher education
program.

In Turkey, students must take a high-stakes examination administered by OSYM (Student Selection
and Placement Center) just before earning their high school degree. The students get placed in the
university programs they wish to study based on their examination scores. The program in which the
study participants are enrolled are preferred less frequently by the high school graduates compared to
the other middle school mathematics teacher education programs in Turkey. Consequently, the
participants can be considered as low level students based on their university entrance examination
scores. However, their examination scores are similar to each other and they have similar backgrounds
in this respect.

The courses that prospective teachers must qualify in order to graduate from teacher education
programs are specified by the Turkish Higher Education Council (THEC). According to the current
program being implemented in middle school teacher education programs (THEC, 2006), prospective
teachers take three types of courses as mathematics (e.g., Geometry, Linear Algebra, and Differential
Equations) mathematics education (e.g., Methods of Teaching Mathematics), and general education
courses (e.g., Educational Psychology and Classroom Management). Prospective teachers mainly take
mathematics courses in their first and second years, mathematics education courses in their third and
four years, and general education courses in all four years.

The participating prospective teachers had some exposure to the topic of special quadrilaterals in
the following courses offered by the mathematics teacher education program: Geometry, Geometry
Instruction (Gl), Concept Definitions (CD), and Teaching Practicum (TP). Geometry is a compulsory
course which is offered to the prospective teachers in their first year. The instructor’s explanations and
the course syllabus revealed that the topic of special quadrilaterals (e.g., trapezoids, parallelograms,
rhombi, rectangles, squares, and kite) are covered comprehensively for several weeks and that specific
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time is allocated to the teaching of theorems, proofs, definitions, and applications of these
quadrilaterals. Besides, Gl and CD are offered to them in their third year as elective courses. An
inspection of the GI course syllabus shows that this course mainly involves developing students’
geometric thinking through the Van Hiele model. Thus, it deals with the relationships among special
quadrilaterals and the development of their definitions. CD course syllabus shows that this course is
related to special quadrilaterals as well. More specifically, this course requires students to deal with
various definition criteria (e.g., criterion of equivalence, criterion of minimality) and defining and
classifying parallelograms, trapezoids, rectangles, kites, rhombi, squares, and cyclic quadrilaterals.
However, note that not all participants take these courses since they are elective courses. TP is a fourth
year compulsory course which enables prospective teachers to experience actual classroom practices
with the help of a mentor teacher in public schools governed by the Turkish Ministry of National
Education. By this course, the prospective teachers become aware of specific mathematics topics
taught in each of the grades 5-8 and become able to design and implement activities that may promote
the development of these concepts.

The distribution of participants with respect to year level, gender, enrolment in a first year geometry
course, enrolment in an elective geometry course, enrolment in a teaching practicum course, CGPA
range, and geometry attitude range is presented in Table 1.

Table 1.
The distribution of participants with respect to their background characteristics
Background characteristics Year level - - Total
Freshmen Sophomores Juniors Seniors
Male 13 9 15 12 49
Gender
Female 25 41 34 35 135
Geometry 38 50 49 47 184
Enrolmentin  Geometry Instruction - 4 11 18 33
a course Concept Definitions - 3 11 2 18
Teaching Practicum - - - 47 47
CGPA range 1.96-3.88 1.36-3.54 1.30-3.66 2.28-3.63 1.30-3.66
Geometry attitude range 64-117 66-125 37-125 68-125 37-125
Instruments

Participants completed the Background Characteristics Questionnaire, The Special Quadrilaterals
Test, and The Utley Geometry Attitude Questionnaire, respectively. Prior to the administration of the
instruments, the participants were asked to sign a voluntary consent form which outlined the nature
and the overall purpose of the current study. These instruments are explained in more detail in the
following sections.

The Background Characteristics Questionnaire

Participants were first asked to complete the Background Characteristics Questionnaire as a self-
report instrument. The participants completed this questionnaire before the administration of the SQT
and there was no time constraint for completing it. After reading all items of this questionnaire, some
participants indicated that they could not remember exactly the scores they earned from the courses
which they had completed. Thus, the researcher asked the participants to get access to their web-based
student information system and check whether their CGPAs, geometry course scores, the status of
enrollment in elective and compulsory courses involving special quadrilaterals matched with their self-
reports. By doing so, the researcher tried to ascertain the validity and reliability of data generated
through the Background Characteristics Questionnaire. See Figure 2 for the English version of the items
included in this questionnaire.
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. Full name:

. Gender:

Year level:

. Curnulative Grade Point Average:

. Geometry Course Score:

. Have you ever taken an elective course about geometry instruction? If yes;
a)  Plegse write the title of the course:
b} Please write the score you earned from this course:

7. Have you ever taken a course about mathematical concept definitions? If yes;
a)  Please write the title of the course:
b} Please write the score you earned from this course:

. Have you taken the Teaching Practicum course?

[= TR I Oy L I N I

o]

4. Did you have any teaching experience about special quadrilaterals during your undergraduate years? If yes;

a)  To whom did yvou teach?

b} To which grader(s) did you teach?

o) When did you teach and how often did vou teach?
d}  How much teaching experience do you have about special guadrilaterols? (e.g., roughly 10 houwrs)

Figure 2. English version of the Background Characteristics Questionnaire
The Special Quadrilaterals Test

The Special Quadrilaterals Test (SQT) comprised 6 open-ended tasks. In each task, the prospective
teachers were first asked to define the given specific quadrilateral. Next, they were asked to draw
several geometric shapes which are examples of the given specific quadrilateral. See Figure 3 for the
English version of an exemplary task included in this test.

Define the following special quadrilaterals. Draw at least three shapes for each special
quadrilateral.

Parallelogram:

Figure 3. English version of the parallelogram task

It is worthy of note that the participants had to draw their shapes on a given grid. By doing so, the
researcher aimed at better interpreting the statements they generated for the special quadrilaterals.
However, their drawings were not given scores and only the responses given for the definitions of
special quadrilaterals (i.e., for the definitions of a trapezoid, parallelogram, rectangle, rhombus, kite,
and square) were analyzed. No time constraint was imposed on the participants. However, it took them
about 30-40 minutes to complete the SQT. The internal consistency of scores measured by Cronbach’s
alpha for the SQT was found to be 0.70. The difficulty level of the parallelogram task, rhombus task,
rectangle task, trapezoid task, square task, and kite task were 0.81, 0.76, 0.69, 0.68, 0.67, and 0.22,
respectively.

The Utley Geometry Attitude Questionnaire

UGAS-TR (Avcu & Avcu, 2015), which is the adapted version of the questionnaire developed by Utley
(2007), was used to measure prospective middle school mathematics teachers’ attitudes towards
geometry. This questionnaire includes 25 items and each item is rated on a 5-point Likert type scale
ranging from 5 (strongly agree) to 1 (strongly disagree). Possible student scores on the UGAS-TR range
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from 25 to 125. Higher scores on the UGAS-TR indicate more favorable attitudes towards geometry.
There are 10 negatively worded items in the scale and reverse coding was applied for these items when
measuring participants’ overall geometry attitude scores. The UGAS-TR has a four-factor structure
consisting of confidence, enjoyment, future use, and everyday use. The Cronbach’s alpha coefficients
for the ‘confidence’, ‘enjoyment’, ‘everyday use’ and ‘future use’ factors and for the overall instrument
are 0.89, 0.91, 0.76, 0.81, and 0.94, respectively. This indicates that the internal consistency of the
UGAS-TR is excellent.

Iltems representing confidence reflect students’ difficulties in solving geometry problems, their
feelings about the ability to solve geometry problems, their anxieties about geometry problems, and
their confidence about studying geometry. Items representing enjoyment reflect student
characterizations of geometry in terms of its boringness, enjoyableness, interestingness, worthiness,
and appealingness. Items representing future use reflect participants’ perceived usefulness of geometry
in their future work. Items representing everyday use reflect participants’ perceived usefulness of
geometry in their daily lives. Some examples of items related to confidence factor are “I often have
trouble solving geometry problems”, “I feel sure of myself when doing geometry problems”, and
“Geometry problems often scare me”. Sample items related to enjoyment factor are “Geometry
problems are boring”, “Geometry is an interesting subject to study”, and “Geometry is not worthwhile
to study”. Exemplary items for the future use factor are “I believe that | will need geometry for my
future”, “1 will need a firm understanding of geometry in my future work”, and “I do not expect to use
geometry when | get out of school”. Some items that illustrate everyday use factor are “l can see ways
of using geometry concepts to solve everyday problems”, “| often see geometry in everyday things”, and
“Geometry is a practical subject to study”.

Scoring and Analysis of Data

To determine correctness of participants’ responses to the tasks included in the SQT, the coding
framework proposed by Zazkis and Leikin (2008) was used. According to this framework, statements
with necessary and sufficient conditions (properties) were regarded as totally correct responses and
thus their use as definitions were considered legitimate. Statements with necessary but not sufficient
conditions and statements with sufficient but not necessary conditions were regarded as partially
correct responses and their use as definitions were considered illegitimate. Finally, statements with
neither necessary nor sufficient conditions were regarded as totally incorrect responses and their use as
definitions were considered illegitimate as well. Prospective teachers’ totally correct responses were
marked with 2, partially correct responses were marked with 1, and totally incorrect responses were
marked with 0. Participants can get maximum 12 points from the SQT as there are altogether 6 tasks in
it.

First, the researcher scored participants’ responses to the whole tasks included in the SQT. Next, a
mathematics educator with a doctoral degree scored participants’ responses to the same tasks
independently. Later, the two raters met in a session to check all the scoring together and resolve
possible conflicts between themselves. Finally, the scoring took its last form when the two raters
completed the scoring process in full consensus. See Table 2 for an example scoring of statements
related to special quadrilaterals.

In this study, data were analyzed quantitatively and multiple data analysis techniques including
descriptive statistics, independent samples t-test, one way analysis of variance (ANOVA), and multiple
regression correlation (MRC) were used. Descriptive statistics, mean and standard deviation, were used
to analyze participants’ level of achievement in special quadrilateral definitions. Four independent
samples t-tests were conducted to compare differences in participants’ mean special quadrilateral
definition scores related to gender, enrolment in an elective geometry course, and enrolment in a
teaching practicum course (i.e., for independent variables with two categories). A one way ANOVA was
conducted to compare differences in participants’ mean special quadrilateral definition scores related to

572



Ramazan AVCU- Gukurova Universitesi Egitim Fakiiltesi Dergisi, 47(2), 2018, 566-600

year level (i.e., for independent variables with three or more categories). MRC was conducted to explore
the predictive ability of participants’ CGPAs, prior knowledge in geometry (geometry course scores), and
geometry attitude scores on their achievement in special quadrilateral definitions. All assumptions for
independent samples t-test, one way ANOVA, and MRC were met (i.e., independence of observations,
normality, and homogeneity of variance for t-test and ANOVA and sample size, multicollinearity,
singularity, outliers, normality, linearity, homoscedasticity, and independence of residuals for MRC).

Table 2.
Example scoring related to special quadrilateral statements
Statements Conditions  Correctness Score
A square is two congruent isosceles right triangles sharing a common Neither
hypotenuse necessary Totally
. . . L o nor incorrect
A rectangle is a geometric solid with congruent opposite sites and 90° angles -
sufficient
A rectangle is a quadrilateral in which opposite sides are parallel Eecessary
ut not
A kite is a quadrilateral with perpendicular diagonals sufficient Partially 1
A rhombus is a quadrilateral with congruent sides and angles Sufficient correct
A rectangle is a quadrilateral with congruent diagonals that are perpendicular  but not
bisectors of each other necessary
A square is a rectangle with all sides congruent Necessary
and Totally 5
i i i ite si - correct
A parallelogram is a quadrilateral with opposite sides parallel sufficient

Results

In this section, the results are presented based on the research questions. In this study,
‘achievement in special quadrilateral definitions’ is defined as prospective teachers’ total scores in the
Special Quadrilaterals Test. First, prospective teachers’ level of achievement in special quadrilateral
definitions is presented. Second, the differences among prospective teachers’ achievement in defining
special quadrilaterals with regards to their gender, year level, enrolment in an elective geometry course,
and enrolment in a teaching practicum course were determined. Finally, the extent of prediction that
prospective teachers’ CGPAs, geometry course scores, and geometry attitude scores had on their
achievement in special quadrilateral definitions was presented.

Prospective Teachers’ Level of Achievement in Special Quadrilateral Definitions

In this subsection, descriptive analysis was conducted to determine participants’ level of
achievement in special quadrilateral definitions. The means in Table 3 range between 0 and 2.
Participants’ total achievement scores were divided by 6 (i.e., by the total number of tasks included in
the SQT) in order for them to range between 0 and 2 as well.

As shown in Table 3, participants’ mean achievement in all quadrilateral tasks was just over 60% (M
=1.27, sd = 0.47). While they displayed the least mean achievement in the kite task (22%, M = 0.45, sd =
0.69), they had the highest achievement in the parallelogram task (81%, M = 1.62, sd = 0.63). Their mean
achievement in the rhombus task (76%, M = 1.52, sd = 0.74) was slightly less than their achievement in
the parallelogram task. Besides, it appeared that their mean achievement in the trapezoid task (68%, M
=1.36, sd = 0.83) was almost the same as their mean achievement in the rectangle task (69%, M = 1.38,
sd = 0.76) and the square task (67%, M = 1.34, sd = 0.81). However, it is important to note that
participants’ mean achievement in the trapezoid, parallelogram, rectangle, square, and rhombus task
was higher than their overall mean achievement in all tasks. Thus, their mean achievement in the kite
task had notably lowered their overall mean achievement.
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Table 3.
The means and standard deviations of participants’ special quadrilateral definition scores
. . All
Freshmen Sophomores Juniors Seniors participants
Quadrilaterals (n=38) (n=50) (n=49) (n=47) (n = 184)
M sd M sd M sd M sd M sd
Trapezoid 1.37 0.88 1.46 0.78 1.29 0.84 1.34 0.84 1.36 0.83
Parallelogram 1.79 0.47 1.66 0.59 1.37 0.75 1.72 0.57 1.62 0.63
Rectangle 1.71 0.61 1.40 0.78 1.18 0.75 1.30 0.80 1.38 0.76
Square 1.66 0.66 1.30 0.88 1.20 0.81 1.28 0.80 1.34 0.81
Kite 0.82 0.89 0.34 0.47 0.45 0.73 0.26 0.53 0.45 0.69
Rhombus 1.74 0.60 1.60 0.70 1.33 0.82 1.47 0.77 1.52 0.74

All quadrilaterals  1.51 0.49 1.29 0.40 1.13 0.52 1.22 0.40 1.27 0.47

When participants’ achievement in quadrilateral definitions were examined with respect to their
year levels, it was seen that their achievement decreased gradually from freshmen to juniors and then
increased to some extent from juniors to seniors for the whole tasks (Ms = 1.51, Mso = 1.29, Mjr = 1.13,
and Ms: = 1.22), the parallelogram task (M= 1.79, Mso = 1.66, M = 1.37, and Ms = 1.72), the rectangle
task (Ms = 1.71, Mso = 1.40, Mjr = 1.18, and M- = 1.30), the square task (M = 1.66, Mso = 1.30, M- = 1.20,
and Ms: = 1.28), and the rhombus task (Ms = 1.74, Mso = 1.60, M- = 1.33, and Ms = 1.47). However, the
gradual change in participants’ achievement in the trapezoid and kite task was different from that of the
whole tasks and the parallelogram, rectangle, square and rhombus task. Namely, in the trapezoid task,
their achievement increased slightly from freshmen to sophomores, decreased slightly from
sophomores to juniors, and increased slightly from juniors to seniors (Ms = 1.37, Mso = 1.46, Mjr = 1.29,
and Ms = 1.34). Meanwhile, in the kite task, their achievement decreased sharply from freshmen to
sophomores, increased slightly from sophomores to juniors, and decreased considerably from juniors to
seniors (M= 0.82, Mso = 0.34, Mj-= 0.45, and M- = 0.26).

The Differences in Achievement with respect to Background Variables

In this subsection, the results of independent samples t-test and one way ANOVA are presented to
determine the achievement differences among prospective teachers with regards to their gender, year
level, enrolment in elective geometry courses, and enrolment in a teaching practicum course. The
independent samples t-test results regarding gender are presented in Table 4.

Table 4.
Independent samples t-test results regarding gender

Gender .
Task title Male (n = 49) Female (n=135) tvalue p Effect flze

value (Cohen’sd)
M sd M sd

Trapezoid task 1.18 0.88 1.43 0.80 -1.78 0.07 0.29
Parallelogram task 1.65 0.59 1.61 0.64 0.36 0.71 0.06
Rectangle task 1.57 0.70 131 0.77 2.05 0.04* 0.35
Square task 1.53 0.71 1.27 0.84 1.90 0.06 0.33
Kite task 0.51 0.68 0.42 0.69 0.78 0.76 0.44
Rhombus task 1.65 0.66 1.47 0.77 1.44 0.15 0.25
All tasks 1.35 0.47 1.25 0.47 1.22 0.22 0.21

*p < 0.05

As shown in Table 4, an independent samples t-test regarding gender showed that there was a
significant difference between males and females in terms of rectangle task scores (t (182) = 2.05, p =
0.04) with a medium effect size (d = 0.35). On the other hand, there was no significant difference

574



Ramazan AVCU- Gukurova Universitesi Egitim Fakiiltesi Dergisi, 47(2), 2018, 566-600

between males and females in terms of total task scores (t (182) = 1.22, p = 0.22, d = 0.21), trapezoid
task scores (t (182) = -1.78, p = 0.07, d = 0.29), parallelogram task scores (t (182) = 0.36, p =0.71, d =
0.06), square task scores (t (182) = 1.90, p = 0.06, d = 0.33), kite task scores (t (182) =0.78, p =0.76, d =
0.44), and rhombus task scores (t (182) = 1.44, p = 0.15, d = 0.25). The one way ANOVA results regarding
prospective teachers’ year level are presented in Table 5.

Table 5.
The one way ANOVA results regarding prospective teachers’ year level
Year level
Task title Freshmen Sophomores  Juniors Seniors F p Effect size
(n=38) (n =50) (n=49) (n=47) value value (Etasquared)
M sd M sd M sd M sd
Trapezoid task 137 088 146 0.78 129 0.84 134 0.84 0.37 0.77 0.00
Parallelogramtask 1.79 0.47 1.66 0.59 137 0.75 1.72 057 4.21 0.00* 0.06
Rectangle task 1.71 061 140 0.78 1.18 0.75 1.30 0.80 3.78 0.01* 0.06
Square task 166 066 130 0.88 1.20 0.81 1.28 0.80 258 0.06 0.04
Kite task 0.82 0.89 0.34 0.47 045 0.73 0.26 0.53 5.60 0.00* 0.08
Rhombus task 1.74 060 160 0.70 133 0.82 147 0.77 249 0.06 0.04
All tasks 1.51 0.49 129 040 1.13 0.52 1.22 0.40 5.13 0.00* 0.07
*p < 0.05

As shown in Table 5, a one-way between-groups ANOVA was conducted to explore whether
freshman, sophomore, junior, and senior prospective teachers differentiate significantly in terms of
their individual and total task scores related to special quadrilaterals. The results showed that these
groups had statistically significant differences in total task scores (F (3, 180) = 5.13, p = 0.00) with a

medium effect size (772 =0.07), parallelogram task scores (F (3, 180) = 4.21, p = 0.00) with a medium
effect size (772 =0.06), rectangle task scores (F (3, 180) = 3.78, p = 0.01) with a medium effect size

(n° = 0.06), and kite task scores (F (3, 180) = 5.60, p = 0.00) with a medium effect size (17° = 0.08) . Post

hoc comparisons using the Scheffe test indicated that the overall mean task score for freshmen (M =
1.51, sd = 0.49) was significantly different from juniors (M = 1.13, sd = 0.52) and seniors (M = 1.22, sd =
0.40) but not from sophomores (M = 1.29, sd = 0.40). The parallelogram mean task score for freshmen
(M = 1.79, sd = 0.47) was significantly different from juniors (M = 1.37, sd = 0.75) but not from
sophomores (M = 1.66, sd = 0.59) and seniors (M = 1.72, sd = 0.57). Similarly, the rectangle mean task
score for freshmen (M = 1.71, sd = 0.61) was significantly different from juniors (M = 1.18, sd = 0.75) but
not from sophomores (M = 1.40, sd = 0.78) and seniors (M = 1.30, sd = 0.80). Finally, the kite mean task
score for freshmen (M = 0.82, sd = 0.89) was significantly different from sophomores (M = 0.34, sd =
0.47) and seniors (M = 0.26, sd = 0.53) but not from juniors (M = 0.45, sd = 0.73). On the other hand, the

groups did not have significant differences in trapezoid task scores (F (3, 180) = 0.37, p = 0.77, 7]2 =0.00
), square task scores (F (3, 180) = 2.58, p = 0.06, 772 =0.04), and rhombus task scores (F (3, 180) = 2.49, p

= 0.06, 772 =0.04). The independent samples t-test results regarding juniors’ and seniors’ enrolment in
an elective geometry course are presented in Table 6.

As presented in Table 6, an independent samples t-test regarding enrolment in an elective course
showed that there was a significant difference between attendees and non-attendees in terms of kite
task scores (t (94) = -1.99, p = 0.04) with a medium effect size (d = 0.41). On the other hand, there was
no significant difference between attendees and non-attendees in terms of total task scores (t (94) = -
0.36, p =0.71, d = 0.08), trapezoid task scores (t (94) = 1.07, p = 0.28, d = 0.24), parallelogram task scores
(t (94) = 0.22, p = 0.82, d = 0.04), rectangle task scores (t (94) = -0.29, p = 0.76, d = 0.07), square task
scores (t (94) =-0.01, p = 0.98, d = 0.00), and rhombus task scores (t (94) =-0.69, p = 0.48, d = 0.15).
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Table 6.
The independent samples t-test results regarding juniors’ and seniors’ enrolment in an elective geometry
course

Enrolment in an elective geometry course

Task title Yes (n = 29) No (n =67) tvalue  pvalue Effect ?lze
(Cohen’s d)
M sd M sd
Trapezoid task 1.17 0.80 1.37 0.85 1.07 0.28 0.24
Parallelogram task 1.52 0.63 1.55 0.72 0.22 0.82 0.04
Rectangle task 1.28 0.70 1.22 0.81 -0.29 0.76 0.07
Square task 1.24 0.78 1.24 0.81 -0.01 0.98 0.00
Kite task 0.55 0.78 0.27 0.56 -1.99 0.04* 0.41
Rhombus task 1.48 0.68 1.36 0.84 -0.69 0.48 0.15
All tasks 1.20 0.48 1.16 0.46 -0.36 0.71 0.08
*p <0.05

The independent samples t-test results regarding juniors’ and seniors’ enrolment in a teaching
practicum course are presented in Table 7.

Table 7.
The independent samples t-test results regarding juniors’ and seniors’ enrolment in a teaching practicum
course

Enrolment in a teaching practicum course

Task title Yes (n=47) No (n = 49) tvalue  pvalue Effect ?|ze
(Cohen’s d)
M sd M sd
Trapezoid task 1.34 0.84 1.29 0.84 0.31 0.75 0.05
Parallelogram task 1.72 0.57 1.37 0.75 2.58 0.01* 0.52
Rectangle task 1.30 0.80 1.18 0.75 0.71 0.47 0.15
Square task 1.28 0.80 1.20 0.81 0.44 0.66 0.09
Kite task 0.26 0.53 0.45 0.73 -1.47 0.14 0.29
Rhombus task 1.47 0.77 1.33 0.82 0.86 0.39 0.17
All tasks 1.22 0.40 1.13 0.52 0.95 0.34 0.19
*p < 0.05

As seen in Table 7, an independent samples t-test regarding enrolment in a teaching practicum
course showed that there was a significant difference between attendees and non-attendees in terms of
parallelogram task scores (t (94) = 2.58, p = 0.01) with a medium effect size (d = 0.52). On the other
hand, there was no significant difference between attendees and non-attendees in terms of total task
scores (t (94) = 0.95, p = 0.34, d = 0.19), trapezoid task scores (t (94) =0.31, p = 0.75, d = 0.05), rectangle
task scores (t (94) = 0.71, p = 0.47, d = 0.15), square task scores (t (94) = 0.44, p = 0.66, d = 0.09), kite
task scores (t (94) =-1.47, p = 0.14, d = 0.29), and rhombus task scores (t (94) = 0.86, p = 0.39, d = 0.17).

The Relationships among Achievement and Background Variables

In this subsection, the results of multiple regression correlation are presented to reveal how well
prospective teachers’ CGPAs, geometry course scores, and geometry attitude scores are able to predict
their achievement in special quadrilateral definitions and particularly to identify which background
variable is the best predictor of their achievement in special quadrilateral definitions. The Bs are
unstandardized regression coefficients and they refer to the change in the outcome associated with a
unit change in the predictor, whereas 8s are standardized forms of B coefficients where the values for
each of the different variables are converted to the same scale to enable comparison (Field, 2013;
Pallant, 2016). The standard multiple regression analysis results for total task scores are presented in
Table 8.
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Table 8.
The standard multiple regression analysis with dependent variable total task scores and independent
variables CGPAs, geometry course scores, and geometry attitude scores

Variables B SE 8 t p R?(%)
(Constant) 1.075 0.269 - 4.004 0.000* -
CGPAs -0.046 0.084 -0.056 -0.550 0.583 0.16
Geometry course scores 0.006 0.003 0.208 2.024 0.045* 2.3
Geometry attitude scores -0.007 0.058 -0.009 -0.118 0.906 0.008
*p < 0.05

The standard multiple regression analysis results showed that the predictor variables explained only
3.00 % of the variance in overall achievement (F (3, 172) = 1.785, p > 0.05). Geometry course scores
were a significant predictor of overall achievement (8 = 0.208, p = 0.045, R? = 2.3%), while CGPAs (8 = -
0.056, p = 0.583, R? = 0.16%), and geometry attitude scores (8 = -0.009, p = 0.906, R? = 0.008%) were not
(See Table 8). Multiple linear regression analyses were also conducted to reveal whether the same
pattern of results appeared when individual task scores were used as dependent variables. The standard
multiple regression analysis results for trapezoid task scores are presented in Table 9.

Table 9.
The standard multiple regression analysis with dependent variable trapezoid task scores and
independent variables CGPAs, geometry course scores, and geometry attitude scores

Variables B SE 8 t p R?(%)
(Constant) 0.902 0.471 - 1.914 0.057 -
CGPAs -0.048 0.148 -0.033 -0.324 0.746 0.057
Geometry course scores 0.010 0.005 0.209 2.045 0.042%* 2.3
Geometry attitude scores -0.010 0.102 -0.008 -0.101 0.920 0.006
*p < 0.05

The standard multiple regression analysis results showed that the predictor variables explained only
3.50% of the variance in trapezoid achievement (F (3, 172) = 2.092, p > 0.05). Geometry course scores
were a significant predictor of trapezoid achievement (8 =.209, p = 0.042, R? = 2.3%), while CGPAs (8 = -
0.033, p = 0.746, R?* = 0.057%), and geometry attitude scores (8 = -0.008, p = 0.920, R? = 0.006%) were
not (See Table 9). The standard multiple regression analysis results for parallelogram task scores are
presented in Table 10.

Table 10.
The standard multiple regression analysis with dependent variable parallelogram task scores and
independent variables CGPAs, geometry course scores, and geometry attitude scores

Variables B SE 8 t p R?(%)
(Constant) 1.605 0.362 - 4.429 0.000* -
CGPAs -0.107 0.114 -0.097 -0.947 0.345 0.51
Geometry course scores 0.006 0.004 0.154 1.487 0.139 1.27
Geometry attitude scores -0.011 0.078 -0.011 -0.145 0.885 0.01
*p <0.05

The standard multiple regression analysis results showed that the predictor variables explained only
1.30% of the variance in parallelogram achievement (F (3, 172) = 0.743, p > 0.05). None of the
independent variables were a significant predictor of parallelogram achievement (8 = -0.097, p = 0.345,
R?=0.51% for CGPAs; 6 = 0.154, p = 0.139, R? = 1.27% for geometry course scores; and 8 = -0.011, p =
0.885, R? = 0.01% for geometry attitude scores) (see Table 10). The standard multiple regression analysis
results for rectangle task scores are presented in Table 11.
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Table 11.
The standard multiple regression analysis with dependent variable rectangle task scores and
independent variables CGPAs, geometry course scores, and geometry attitude scores

Variables B SE 8 t p R?(%)
(Constant) 1.217 0.440 - 2.767 0.006* -
CGPAs -.112 0.138 -0.084 -0.816 0.416 0.51
Geometry course scores 0.004 0.005 0.102 0.983 0.327 1.27
Geometry attitude scores 0.048 0.095 0.039 0.501 0.617 0.01
*p < 0.05

The standard multiple regression analysis results showed that the predictor variables explained only
0.80% of the variance in rectangle achievement (F (3, 172) = 0.483, p > 0.05). None of the independent
variables were a significant predictor of rectangle achievement (8 = -0.084, p = 0.416, R?> = 0.51% for
CGPAs; 8 =0.102, p = 0.327, R? = 1.27% for geometry course scores; and 8 = 0.039, p =0.617, R? =0.01%
for geometry attitude scores) (see Table 11). The standard multiple regression analysis results for square
task scores are presented in Table 12.

Table 12.
The standard multiple regression analysis with dependent variable square task scores and independent
variables CGPAs, geometry course scores, and geometry attitude scores

Variables B SE 8 t p R?(%)
(Constant) 1.385 0.468 - 2.962 0.003* -
CGPAs -0.048 0.146 -0.033 -0.324 0.746 0.06
Geometry course scores 0.005 0.005 0.116 1.118 0.265 0.72
Geometry attitude scores -0.067 0.101 -0.051 -0.663 0.508 0.25
*p <0.05

The standard multiple regression analysis results showed that the predictor variables explained only
1.00% of the variance in square achievement (F (3, 172) = 0.589, p > 0.05). None of the independent
variables were a significant predictor of square achievement (8 = -0.033, p = 0.746, R?> = 0.06% for
CGPAs; 8 = 0.116, p = 0.265, R? = 0.72% for geometry course scores; and 8 = -0.051, p = 0.508, R? =
0.25% for geometry attitude scores) (see Table 12). The standard multiple regression analysis results for
kite task scores are presented in Table 13.

Table 13.
The standard multiple regression analysis with dependent variable kite task scores and independent
variables CGPAs, geometry course scores, and geometry attitude scores

Variables B SE 8 t p R?(%)
(Constant) 0.140 0.394 - 0.357 0.722 -
CGPAs 0.139 0.123 0.115 1.128 0.261 0.72
Geometry course scores 0.002 0.004 0.055 0.539 0.591 0.16
Geometry attitude scores -0.054 0.085 -0.049 -0.637 0.525 0.23
*p < 0.05

The standard multiple regression analysis results showed that the predictor variables explained only
2.50% of the variance in kite achievement (F (3, 172) = 1.486, p > 0.05). None of the independent
variables were a significant predictor of square achievement (8 = 0.115, p = 0.261, R? = 0.72% for CGPAs;
8 = 0.055, p = 0.591, R? = 0.16% for geometry course scores; and 8 = -0.049, p = 0.525, R? = 0.23% for
geometry attitude scores) (see Table 13). The standard multiple regression analysis results for rhombus
task scores are presented in Table 14.
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Table 14.
The standard multiple regression analysis with dependent variable rhombus task scores and independent
variables CGPAs, geometry course scores, and geometry attitude scores

Variables B SE 8 t p R?(%)
(Constant) 1.198 0.427 - 2.805 0.006* -
CGPAs -0.104 0.134 -0.079 -0.776 0.439 0.34
Geometry course scores 0.006 0.004 0.145 1.406 0.161 1.12
Geometry attitude scores 0.055 0.092 0.046 0.594 0.553 0.20
*p < 0.05

The standard multiple regression analysis results showed that the predictor variables explained only
1.60% of the variance in rhombus achievement (F (3, 172) = 0.922, p > 0.05). None of the independent
variables were a significant predictor of rhombus achievement (6 = -0.079, p = 0.439, R? = 0.34% for
CGPAs; 8 = 0.145, p = 0.161, R? = 1.12% for geometry course scores; and 8 = 0.046, p = 0.553, R?> = 0.20%
for geometry attitude scores) (see Table 14).

Discussion and Implications

The purpose of this study was threefold: First, to examine prospective middle school mathematics
teachers’ level of achievement in generating mathematically correct definitions of special quadrilaterals.
Second, to reveal whether there exists any significant difference in participants’ definition achievement
scores with respect to several background variables as gender, year level, enrolment in an elective
geometry course, and enrolment in a teaching practicum course. Finally, to examine the predictor
power of several background variables, namely CGPAs, geometry course scores, and geometry attitude
scores, on participants’ achievement in defining quadrilaterals. As it was not possible to locate any
research regarding the relationship between prospective teachers’ achievement in defining
quadrilaterals and their background characteristics, the findings are discussed in relation to a number of
studies that explored the relationship between learners’ mathematics/geometry achievement and their
demographic characteristics.

The results of this study showed that prospective middle school mathematics teachers’ achievement
in generating mathematically correct definitions of special quadrilaterals was not at a desired level (M =
1.27 over 2.00). This finding is consistent with the findings of many of the previous research studies
(e.g., Bal, 2014; Erkek & Isiksal-Bostan, 2015; Oral & ilhan, 2012), indicating that students display low
achievement in geometry. The SQT of the current study involved non-contextual tasks which required
participants to recall geometric properties of quadrilaterals. Besides, the topic of special quadrilaterals is
fairly simple and straightforward that it is introduced to middle school students early in grade 5. Thus,
tasks included in the SQT were considered to be cognitively less demanding for prospective teachers.
However, the results are discouraging because participants had limited knowledge about definitions of
special quadrilaterals. Their inadequate knowledge would likely to limit their capacity to teach special
quadrilaterals conceptually in their future career.

The findings showed that there was no significant difference between males and females in terms of
achievement in defining special quadrilaterals. This finding is consistent with the findings of recent
studies carried out with prospective teachers (e.g., Bal, 2011, 2012; Oral & ilhan, 2012), reporting non-
significant gender-associated differences in geometry. However, this pattern of gender differences in
geometry is challenged by the results from earlier studies carried out with high school students (e.g.,
McGraw, Lubienski, & Structchens, 2006; Mogari 2010). More clearly, empirical studies have revealed
that females begin to fall behind males during the high school years (e.g., Battista, 1990; Ekstrom, 1994;
Ma, 1995; McGraw et al.,, 2006; Mogari 2010). It seems that gender differences in geometry
achievement are not distributed uniformly across different levels of schooling. The study of Leder (1992)
confirms this argument in that she found out that gender differences are dependent upon the age of
participating students. Apart from this, the topic of special quadrilaterals itself might have given rise to
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the non-significant difference between males and females in terms of achievement due to the fact that
gender gap in geometry seems to be area or topic dependent (Ma, 1995).

The findings revealed that prospective teachers’ achievement in defining special quadrilaterals
differed significantly in terms of their year levels. The post hoc test indicated that definition
achievement scores of freshmen were significantly different from that of juniors and seniors but not
from sophomores. To put it more simply, participants’ definition achievement decreased gradually from
freshmen to juniors and increased slightly from juniors to seniors. One possible explanation about the
change in participants’ defining achievement is that their knowledge of geometry in general and special
quadrilaterals in particular became weaker as the year level in teacher education program advanced.
Because, they were exposed to the definitions of special quadrilaterals in their first year of the teacher
education program and this program did not offer any compulsory geometry courses to them in the
remaining three years. In contrast to the first three years, the prospective teachers’ defining
achievement increased in their fourth year. It is very likely that school experience and teaching
practicum courses offered by the program supported and improved their knowledge of special
quadrilateral definitions.

It was found that the prospective teachers who attended an elective geometry course (i.e.,
Geometry Instruction or Concept Definitions) had higher achievement scores (M = 1.20) than the ones
who did not attend (M = 1.16). However, this difference was not found to be a significant factor in
participants’ achievement. The non-significance can be in part attributed to the small size of attendees
(n = 29) in elective geometry courses and consequently to the low power of statistical analysis. Besides,
it is not known to what extent elective geometry course instructors pay attention to the definitions of
special quadrilaterals in their lessons. Namely, there may be some discrepancies between course
instructors’ actual classroom practices and the written curriculum (i.e., the course syllabus). Thus, it is
possible that the prospective teachers might have had limited experiences with formal definitions of
special quadrilaterals during aforementioned elective geometry courses.

Similarly, teaching practicum course was not found as an important factor in prospective teachers’
achievement in defining special quadrilaterals. Although senior prospective teachers’ achievement in
defining (M = 1.22) was higher than that of junior prospective teachers (M = 1.13), this difference was
non-significant. The non-significance may also be in part attributed to the small sample of attendees in
teaching practicum course (n = 47) and consequent low power. In addition, it is likely that the
prospective teachers might not have practiced teaching special quadrilaterals to the students during
their engagement in the teaching practicum course. Simply put, the Turkish middle school mathematics
curriculum (MoNE, 2013) specified that the topic of quadrilaterals should be taught to students in grade
5 and grade 7. Thus, seniors whose mentor teachers did not teach 5" and 7t" grades in public schools,
may not have been provided opportunities to practice and develop mastery in special quadrilateral
definitions.

The results of multiple regression correlation showed that geometry course scores were a significant
predictor of prospective teachers’ achievement in defining special quadrilaterals. The first year
geometry course structures and shapes prospective middle school mathematics teachers’ prior
knowledge of geometric definitions due to the fact that theorems, axioms, and definitions of geometric
concepts are covered intensely in this course. Given that participants’ geometry course scores represent
their prior knowledge of definitions, the significant association between geometry course scores and
achievement in defining special quadrilaterals is not unexpected. Indeed, almost all educational
researchers have acknowledged the role and significance of prior knowledge as a key predictor of
student achievement (e.g., Hailikari, Nevgi, & Komulainen, 2008; Harackiewicz, Barron, Tauer & Elliot,
2002). Knowledge that is already possessed by the students regarding a specific subject affects
formation of new knowledge and all phases of information processing (Dochy, De Ridjt, & Dyck, 2002).
Thus, it appears that the knowledge prospective teachers gained about special quadrilaterals during the
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first year geometry course influenced their ability to generate definitions of special quadrilaterals in the
subsequent years.

On the other hand, participants’ academic standings (as measured by their CGPAs) were a not a
significant predictor of participants’ achievement in defining special quadrilaterals. A possible reason for
this non-significant result may be the nature and variety of courses in the teacher education program
that make up their CGPAs. Scores obtained from these courses were possibly not explanatory to their
achievement in defining special quadrilaterals due to the minority of courses related to geometry and
geometric definitions.

In their meta-analysis study, Ma and Kishor (1997) revealed that the research literature has failed to
provide consistent findings regarding the relationship between attitude towards mathematics and
achievement in mathematics. It seems likely that this inconsistency still exists. For instance, Parsons
(1993) found a strong correlation between teachers’ beliefs about geometry and knowledge of
geometry. Similarly, in a more recent study conducted by Duatepe Paksu (2013), it was found that pre-
service elementary teachers’ van Hiele geometric thinking levels, their geometry self-efficacy, and
attitudes towards geometry predicted their knowledge of geometry significantly. However, in the
current study, participants’ attitude towards geometry was not found as a significant predictor of their
achievement in defining special quadrilaterals. This result revealed a gap between prospective middle
school mathematics teachers’ attitudes towards geometry (M = 3.92 on a 5-point scale) and their
knowledge of geometry needed for defining special quadrilaterals (M = 1.18 on a 2-point scale). It seems
that prospective teachers’ positive perceptions about geometry are likely built upon their inadequate
knowledge of geometry as in the case of special quadrilateral definitions. This confirms Thompson’s
(1992) argument that teacher beliefs and perceptions are distinct from their knowledge.

In summary, the results of this study suggested that prospective middle school mathematics
teachers had low level of achievement in defining special quadrilaterals. No significant difference was
found in their achievement with respect to gender, enrolment in an elective geometry course, and
enrolment in a teaching practicum course. On the other hand, their achievement scores differentiated
significantly in terms of their year levels. The multiple regression correlation results showed that
prospective teachers’ geometry course scores were a significant predictor of their achievement, while
CGPAs and geometry attitude scores were not. However, it is important to note that the results of this
study are not generalizable to a wider population. The study sample consisted of prospective middle
school mathematics teachers in a non-prestigious university that accepts lower level students based on
university examination scores. Therefore, the results of this study can only be generalized to a
population that possesses similar characteristics.

The findings of this study have some implications for the education and preparation of prospective
middle school mathematics teachers. They inform course instructors and mathematics teacher
educators about student background characteristics that may affect achievement in defining special
quadrilaterals. By this way, instructors and educators may modify their current classroom practices so as
to maximize learning and consequently improve prospective teachers’ understanding of special
quadrilaterals and their definitions.

Ultimately, this study raises the need for further studies: Are there any other student-level
characteristics associated with prospective teachers’ achievement in defining quadrilaterals? Are there
any significant relationships between classroom-level or school level characteristics and achievement in
defining? Are prospective teachers’ background characteristics correlated to their achievement in other
mathematical or geometrical topics? Much more research is needed to clarify the factors that are
associated with learners’ geometry achievement in general and defining achievement in particular.
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Tiirkge Siirimui

Girig
Tanimlar matematik egitiminde ¢ok 6nemli bir rol oynamaktadir (Vinner, 2002; Zaslavsky ve Shir,
2005; Zazkis ve Leikin, 2008). Bununla birlikte, matematiksel tanimlar ve giinliik dil tanimlari arasinda bir
ayrim vardir (Edwards ve Ward, 2008). Giinlik dil tanimlari hadlihazirda var olan nesneleri temsil ederken
matematiksel tanimlar kavramlarin olusmasini saglar (Selden ve Selden, 2008). Glnlik dil tanimlari tam

olarak acgiklanmamis ve eksik tarifler olmalarina ragmen matematiksel tanimlar kavramlarin sinirlarini
acik ve kesin bir sekilde tarif eden ifadelerdir (Selden ve Selden, 2008).

Matematiksel tanimlar, matematigin 6gretilmesinde ve 6grenilmesinde cesitli rollere sahiptir.
Zaslavsky ve Shir'e (2005) gore matematiksel tanimlar su rollere sahiptir: (i) bir teorinin bilesenlerini
tanitmak ve bir kavramin kritik Ozelliklerini belirlemek, (ii) kavram ediniminin temel bir pargasini
olusturmak, (iii) matematiksel ispat ve problemleri anlamak ve ¢ézmek igin bir temel olusturmak ve (iv)
matematikgiler, matematik egitimcileri ve Ogrenciler arasinda matematiksel kavramlarin anlamlari
Gzerine fikir birligi olusturmak ve béylece matematiksel fikirlerin etkili olarak iletilmesinin 6niint agmak.

Matematiksel tanimlari dogru bir sekilde Uretebilme becerisi, 6gretmenlerin matematik bilgisinin
temel bilesenlerinden biridir (Leikin ve Winicki-Landman, 2000). Ogretmenlerin geometrik tanimlari
O6gretme konusundaki bilgilerini analiz etmek i¢in Levenson, Tirosh ve Tsamir (2012), Tall ve Vinner'in
(1981) kavram imgesi/kavram tanimi teorisini Shulman’in (1986) 6gretim bilgisi teorisi ile birlestiren bir
cerceve Onermislerdir. Bu cerceveye gore Genel Matematik Bilgisi-Tanim kategorisi 6gretmenlerin
geometrik tanimlarla ilgili genel alan bilgisine karsilik gelmektedir. Bu kategori tanimlarin minimallik
kriterine (bir kavramin olusturulabilmesinde vyalnizca gerekli olan o6zellikleri ifade etmek) uyma
egiliminde oldugunu bilmeyi gerektirir (Van Dormolen ve Zaslavsky, 2003). Bu kategori ayrica minimallik
kriterinin yalnizca iki boyutlu geometrik sekiller icin degil, geometrik olmayan matematiksel kavramlar
icin de gegerli oldugunu bilmeyi icerir. Konuya Ozgii Matematiksel Bilgi—-Tanim kategorisi égretmenlerin
geometrik kavramlarin tanimlari ile ilgili 6zel alan bilgilerini ifade eder. Bu kategori bir geometrik
kavramin bir veya daha fazla tanimini bilmekle ilgilidir. Diger bir ifadeyle, bu kategori tanimlarin keyfi
oldugunu ve dolayisiyla belirli bir kavram igin birbirine esdeger olan veya olmayan bircok geometrik
tanimin tretilmesinin miimkiin oldugunun bilincinde olmayi gerektirir (Usiskin ve Griffin, 2008). icerik ve
Ogrenci Bilgisi-Tanim kategorisi 6gretmenlerin dgrenciler hakkindaki bilgilerini ve kavramlarin tanimlarini
ifade eder. Yani bu kategori, erken yastaki 6grenciler geometrik nesnelerin 6zellikleri arasinda iliskileri
kuramayabileceginden minimal tanimlarin bu 6grencilere sunulmasinin 6gretimsel agidan uygun
olmayabilecegini bilmeyi gerektirir (Van de Walle, Karp ve Bay-Williams, 2016). Son olarak, icerik ve
Ogretim Bilgisi-Tanim kategorisi 6gretmenlerin 6gretme bilgisini ve kavram tanimlariyla ilgili bilgisine
karsilik gelir. Bu kategori, geometrik kavramlarin 6grencilere 6gretilmesi esnasinda uygun matematiksel
dil, terminoloji ve notasyonun kullaniimasina dikkat edilmesiyle ilgilidir. Ornegin, bir G¢genin 6zellikleri
hakkinda konusurken “vertex” terimi yerine “corner” terimini kullanmak hassas ve uygun terminoloji
kullanimini ihlal eder. Bir kavramin hangi o6rneklerinin ve 6rnek olmayanlarinin 6grencilerin
matematiksel veya geometrik diisinme becerilerini gelistirdigini ve bunlardan hangilerinin kavram
tanimlarinin kullanimini tesvik ettigini bilmek dgretmenlerin icerik ve Ogretim Bilgisi—Tanim kategorisine
yonelik bilgilerinin bir gdstergesidir.

Tanim kavrami matematikte ¢ok onemli bir rol oynamasina ve 06gretmen bilgisinin anahtar
bilesenlerinden biri olmasina ragmen, ge¢mis arastirmalar Ogrencilerin, 6gretmen adaylarinin ve
o6gretmenlerin tanimlarla ilgili oldukga gticlik cektiklerini ortaya koymustur (6rnegin, Leikin ve Winicki-
Landman, 2000; Linchevsky, Vinner ve Karsenty, 1992; Movshovitz-Hadar, Zaslavksy ve Inbar, 1987;
Zazkis ve Leikin, 2008). Ornegin, Movshovitz-Hadar ve digerleri (1987) lise 6grencilerinin yaptiklari
matematiksel hatalarin ¢ogunun matematiksel tanimlari carpitmalarindan kaynaklandigini ortaya
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koymuglardir. Ayrica, Linchevsky ve digerleri (1992) 6gretmen adaylarinin matematiksel tanimlarin
dogasini anlayamadiklarini belirtmislerdir. Edwards ve Ward (2008) lisans 6grencilerinin problemleri
¢Ozerken ve teoremleri ispatlarken matematiksel tanimlari uygun sekilde kullanamadiklarini ortaya
koymustur. Benzer sekilde, Usiskin ve Griffin (2008) bircok O6gretmen ve Ogrencinin matematiksel
kavramlarin tanimlarinin tercihen segildigi gerceginin (yani, belirli bir kavram icin birgcok alternatif tanim
oldugunun) farkinda olmadiklarini ifade etmislerdir.

Rumberger ve Palardy (2004) &grencilerin arka plan 6zelliklerinin, sinif 6zelliklerinin ve okul
ozelliklerinin egitim basarilarini etkiledigine dikkat ¢ekmislerdir. Ayrica, 6grencilerin egitim basarisi ile
iliskili faktorleri agiklamak igin ¢cok diizeyli bir model 6nermislerdir (Sekil 1’e bakiniz).

Okul Girdileri Okul siirecleri Okul Ciktilan
OkUL DUZEYI > Yapi » Karar verme » Mesgulivet >
Ogrenci bilesimi Sosyal iklim Basari
Kaynaklar Akademik iklim Okulu birakma
L 4
Siif Girdileri Sinif Siirecleri Sunuf Ciktilary
SINIF DUZEYI » Yapi » OEretim prograrmi » Mesgulivet »
Ogrenci bilesimi Dgretimsel uygulama Basar!
Kaynaklar Sozyal drgitlenme Okulu birakma
F 3
k4
Ogrenci Arka Plam Orenci Deneyimleri Ogrenci Uriinleri
AERENC DUZEYI > Demografik dzellikler -~ Sinif ici ddevler » Mesgulivet »
Aile azellikleri Ev ddevleri Basari
Akademik alt yapi Bilgisayar kullanirm Okulu birakma

Sekil 1. Rumberger ve Palardy’nin (2004) ¢ok diizeyli egitim sistemi modeli (s. 9)

Sekil 1’de gorildGgu tzere, 68renci, sinif ve okul dizeyi degiskenleri 6grencilerin egitimsel basarilarina
bazi katkilarda bulunmaktadir. Bununla birlikte, Teddlie ve Reynolds (2000) arka plan o6zelliklerinin
(cinsiyet, on bilgi ve yas gibi) 6grencilerin basarilarinin yaklasik %80’ini veya daha fazlasini agikladigini
ileri sirmislerdir. Ozel olarak, arka plan &zelliklerinin &grencilerin matematikteki basarilarinin daha
tutarli bir yordayicisi oldugu goérilmektedir (Wilkins, Zembylas ve Travers, 2002). Bu bulgulardan
hareketle, ortaokul matematik ©6gretmeni adaylarinin geometriye yonelik basarilari ile arka plan
ozellikleri arasinda da bir iliski olabilecegi disliniilmis ve bu calismada 6gretmen adaylarinin 6zel
dortgenleri tanimlama basarilariyla iliskili arka plan 6zelliklerinin ortaya ¢ikarilmasina odaklaniimistir.
Ayrica, kapsamli bir alan yazin taramasi sonrasinda 6grencilerin tanim performansi ile arka plan
ozellikleri arasindaki iliskileri arastiran galismalarin mevcut olmadigl ortaya ¢ikmistir. Bu nedenle, bu
calismada ortaokul matematik 6gretmeni adaylarinin 6zel dortgenleri tanimlama basarilariyla cinsiyet,
sinif seviyesi, segmeli geometri dersi almis olma, 6gretmenlik uygulamasi dersini almis olma, agirlikh
genel not ortalamasi (AGNO), geometri dersi notlari ve geometriye yonelik tutum puanlari arasinda
herhangi bir iliskinin olup olmadiginin ortaya ¢ikarilmasina odaklaniimistir. Bu amagla bu galismada
asagidaki arastirma sorularina cevap aranmistir:

1. Ortaokul matematik 6gretmeni adaylarinin 6zel dértgenleri tanimlama basarilari ne diizeydedir?

2. Ortaokul matematik 6gretmeni adaylarinin 6zel dértgenleri tanimlama basarilari cinsiyet, sinif
seviyesi, secmeli geometri dersi almis olma ve 6gretmenlik uygulamasi dersini almis olma agisindan
farkhhk gostermekte midir?
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3. Ortaokul matematik 6gretmeni adaylarinin agirlikli genel not ortalamalari, geometri dersi notlari ve
geometriye yonelik tutum puanlari 6zel dortgenleri tanimlama basarilarini yordamakta midir?

Yontem
Arastirmanin Deseni

Arastirma sorularina cevap aramak icin bu c¢alismada deneysel olmayan temel arastirma
desenlerinden kesitsel tarama, korelasyonel arastirma ve dogal midahale arastirmasi deseni
(Christensen, Johnson ve Turner, 2013) kullanilmistir. Kesitsel tarama c¢alismalarinda arastirmacilar
katiimcilarin bazi 6zelliklerini (6rnegin, inanglarini, tutumlarini ve bilgilerini) tek ve nispeten kisa bir
zaman diliminde veri toplayarak betimlerler (Fraenkel, Wallen ve Hyun, 2014). Boylece, ortaokul
matematik 6gretmeni adaylarinin 6zel dértgenleri tanimlamayla ilgili basari diizeylerinin belirlenmesinde
kesitsel tarama deseni kullaniimistir. Korelasyonel c¢alismalarda, arastirmacilar puan tahmininde
bulunurlar ve iki veya daha fazla degisken arasindaki iliskinin derecesi hakkinda bilgi verirler (Creswell,
2012). Buradan hareketle, ortaokul matematik 6gretmeni adaylarinin agirlikh genel not ortalamalarinin,
geometri dersi notlarinin ve geometriye yonelik tutum puanlarinin 6zel dortgenleri tanimlama
basarilarini yordayip yormadagini belirlemek icin bu c¢alismada korelasyonel arastirma deseni
kullanilmigtir. Dogal miidahale calismalarinda arastirmacilar katihmcilar arasindaki farkhlklarin olasi
nedenlerini incelerler ve segilen bagimsiz degiskenler genelde degistirilemezler (Christensen ve digerleri,
2013). Bu nedenle, 6gretmen adaylarinin 6zel dortgenleri tanimlama basarilarinin cinsiyet, sinif dizeyi,
secmeli geometri dersini almis olma ve 6gretmenlik uygulamasi dersini almis olma agisindan farklilagip
fakhlasmadigini belirlemek icin bu ¢alismada dogal miidahale arastirmasi deseni kullaniimistir.

Katilimcilar

Calismaya dort farkli sinif diizeyinde 6grenim géren (38 birinci sinif, 50 ikinci sinif, 49 Gglnci sinif ve
47 son sinif 6gretmen aday1) toplamda 184 6gretmen adayi (49 erkek ve 135 kiz) katilmistir. Katilimcilar
galisma esnasinda i¢ Anadolu Bolgesi'nde yer alan bir devlet Universitesinin ilkdgretim matematik
o0gretmenligi programina kayitlidirlar ve uygun érnekleme yéntemi kullanilarak segilmislerdir. Calismanin
verileri bahar doneminin sonuna dogru final sinavlarinin hemen o6ncesinde toplandig i¢in son sinif
ogrencileri ilkogretim matematik 6gretmenligi programinda belirtilen tiim dersleri almis durumdalardir.

Tirkiye'de, liseden mezun olan 6grenciler yiksekdgretim programlarina kayit yaptirabilmek icin
Ogrenci Secme ve Yerlestirme Merkezi (OSYM) tarafindan diizenlenen sinavlara girmek zorundadir.
Ogrenciler tercih ettikleri lisans programlarina bu sinavlardan aldiklari puanlara gére yerlestiriimektedir.
Lise mezunlari, bu calismanin katihmcilarinin kayith oldugu ilkégretim matematik 6gretmenligi
programini Tirkiye'deki diger ilkogretim matematik 6gretmenligi programlarina gore daha az tercih
etmektedir. Bu arastirmanin katilimcilarinin Gniversite giris puanlari nispeten daha diisik oldugu igin bu
katiimcilar disuk basarili olarak nitelendirilebilir. Fakat katilimcilarin Universite giris puanlari birbirine
cok yakin oldugu icin kendi aralarinda benzer bir alt yapiya sahip olduklari sdylenebilir.

Ogretmen adaylarinin 6gretmen yetistirme programlarindan mezun olabilmeleri icin almalari
gereken dersler Yiiksekoégretim Kurulu (YOK) tarafindan belirlenir. ilkégretim matematik 6gretmenligi
programlarinda uygulanmakta olan mevcut miifredata gére (YOK, 2006), 6gretmen adaylari matematik
(6rnegin, Geometri, Lineer Cebir ve Diferansiyel Denklemler) matematik egitimi (6rnegin, Ozel Ogretim
Yontemleri) ve genel egitim dersleri (6rnegin, Egitim Psikolojisi ve Sinif Yonetimi) olmak Uzere g tir ders
almaktadir. Ogretmen adaylari temel olarak birinci ve ikinci yillarinda matematik dersleri, ticlincii ve
dérdiincii sinifta matematik egitimi dersleri ve dért yilda genel egitim derslerini almaktadirlar. Ogretmen
adaylari matematik derslerini cogunlukla birinci ve ikinci yillarinda, matematik egitimi derslerini li¢lincl
ve dordiinci yillarinda ve genel egitim derslerini tiim yillarda almaktadir.

Arastirmaya katilan 6gretmen adaylarinin tamami zorunlu Geometri dersini almistir ve dérdinci sinif
dgretmen adaylarinin tamami Ogretmenlik Uygulamasi dersini almistir. Bununla birlikte, Kavram
Tanimlari dersi ve Geometri Ogretimi Dersi ilkégretim matematik dgretmenligi programi tarafindan
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sunulan se¢gmeli dersler oldugu icin bu dersleri katilimcilarin yalnizca bir kismi almistir. Geometri dersi
O0gretmen adaylarina birinci yilda sunulmaktadir. Bu derse giren 6gretim Uyesinin agiklamalarina ve ders
icerigine gore, oOzel dortgenler konusu (yamuk, paralelkenar, eskenar dortgen, dikdortgen, kare ve
deltoid) birkag hafta boyunca kapsaml bir sekilde ele alinmaktadir ve 6zel dortgenlerle ilgili teoremlere,
ispatlara, tanimlara ve bunlarin uygulamalarina ozellikle vakit ayrilmaktadir. Geometri Ogretimi ve
Kavram Tanimlari dersi 6gretmen adaylarina {ciincii yilda sunulmaktadir. Geometri Ogretimi dersinin
ders igerigi incelendiginde bu dersin Van Hiele Modeli yardimiyla 6gretmen adaylarinin geometrik
diistinme becerilerini artirmaya odaklandigi sdylenebilir. Bu nedenle, bu ders 6zel dértgenler arasindaki
iliskileri ve bu dortgenlerin tanimlarini Gretmeyle ilgilidir. Kavram Tanimlari dersinin ders igerigi
incelendiginde bu dersin de 6zel dortgenlerle ilgili oldugu gorilmektedir. Daha 6zel olarak, bu ders
o6gretmen adaylarinin birtakim tanim olma kriterlerini (6rnegin, denklik kriteri, minimal olma kriteri ve
benzeri) bilmeyi ve paralelkenarlari, yamuklari, dikdortgenleri, deltoidleri, eskenar dortgenleri, kareleri
ve kirisler dértgenlerini tanimlamayi/siniflandirmayi gerektirir. Ogretmenlik Uygulamasi dersi 6gretmen
adaylarina dérdiinci yilda verilmektedir. Bu ders, 6gretmen adaylarinin Milli Egitim Bakanhgi’'na bagh
devlet okullarinda bir danisman 6gretmen goézetiminde gergek sinif igi uygulamalari deneyimlemelerine
olanak saglamaktadir. Boylece, bu dersi alan 6gretmen adaylari 5-8. siniflarda 6gretilen matematik
kavramlarinin farkina varirlar ve bu kavramlarin gelisimini tesvik edebilecek etkinlikleri tasarlayip uygular
hale gelirler.

Katihmci 6gretmen adaylarinin sinif seviyesine, se¢meli geometri dersi almis olmaya, 6gretmenlik
uygulamasi dersini almis olmaya, agirlikh genel not ortalamalarinin ve geometriye yonelik tutum
puanlarinin araligina gére dagilimlari Tablo 1’de sunulmustur.

Tablo 1.
Katihmcilarin arka plan ézelliklerine gére dagilimi
Arka plan 6zellikleri Sinif seviyesi Toplam
P I.siniflar 1. siniflar 1l siniflar V. siniflar P
. Erkek 13 9 15 12 49
Cinsiyet
Kiz 25 41 34 35 135
Geometri 38 50 49 47 184
) Geometri Ogretimi - 4 11 18 33
Dersi almis olma
Kavram Tanimlari - 3 11 2 18
Ogretmenlik Uygulamasi - - - 47 47
Agirlikl genel not ortalamasi aralig 1.96-3.88 1.36-3.54 1.30-3.66 2.28-3.63 1.30-3.66
Geometriye yonelik tutum puani aralig 64-117 66-125 37-125 68-125 37-125

Veri Toplama Araglari

Katilimcilar sirasiyla Arka Plan Ozellikleri Anketi’ni, Ozel Dértgenler Testi’ni ve Utley Geometriye
Yénelik Tutum Olgegi'ni doldurmuslardir. Veri toplama araglarini uygulamadan 6nce, katilimcilara
arastirmanin dogasini ve genel amacini 6zetleyen bir gonilli katilm formu sunulmus ve onlardan bu
formu imzalamalari istenmistir. Bu arastirmada kullanilan veri toplama araglari asagidaki kisimlarda daha
ayrintih olarak agiklanmistir.

Arka Plan Ozellikleri Anketi

Katiimcilardan &ncelikle bir 6z bildirim araci olan Arka Plan Ozellikleri Anketi'ni doldurmalari
istenmistir. Katilimcilar bu anketi Ozel Dértgenler Testi’ni tamamlamadan 6nce doldurmuslardir ve
katiimcilarin bu anketi tamamlamalari igin herhangi bir siire kisitlamasina gidilmemistir. Ankette yer
alan maddelerin tamaminin okunmasi sonrasinda bazi katilimcilar zorunlu veya se¢meli derslerden
aldiklari notlari tam olarak hatirlamadiklarini belirtmislerdir. Bu nedenle, bu arastirmanin yuritlcisi
katiimcilardan internet ({zerinden &grenci bilgi sistemine erismelerini ve agirlikh genel not
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ortalamalarini, geometri dersi notlarini, dortgenlerle ilgili aldiklari zorunlu veya segmeli dersleri kontrol
etmelerini istemistir. Bu sayede arastirmaci Arka Plan Ozellikleri Anketi ile elde edilen verilerin
gecerligini ve giivenirligini garanti altina almak istemistir. Arka Plan Ozellikleri Anketi'nde yer alan
maddeler Sekil 2’de sunulmustur.

. Adive soyadi:

. Cinsiyeti:

. S
CAgirhkh genel ortalamasi:

. Geometri dersi not Ortalamas:

M L o L R

. Geometri dgretimiyle ilgili herhangi bir secmeli ders aldimiz mi? Eger aldiysaniz;
a) Dersin odin yaziniz:
b) Ders not ortalomanizi yazimez:
7. Matematiksel kavram tamimlariyla ilgili herhangi bir ders aldimiz mi? Eger aldiysamiz;
a) Dersin odin yaziniz:
b) Ders not ertalomanizi yazime:
8. Dgretmenlik Uygulamas dersini aldimiz mi?
9. Universite 8&reniminiz boyunca dartgenlerle ilgili ders anlatma deneyiminiz oldu mu? Eger olduysa;
a) Dersi verdiginiz kisinin ya da kisilerin yakinik derecesi nedir?
b} Dersi verdiginiz kisi veya kisiler kagnet sinifa devam setmektedir?
¢} Dersi ne zaman ve ne sikhkla verdiniz?
d) Dirtgenierin anlatimiyla iigili deneyiminiz toplamda (vaklasik) kac soattir?

Sekil 2. Arka Plan Ozellikleri Anketi’nin maddeleri
Ozel Dértgenler Testi

Ozel Dértgenler Testi’nde acik uclu 6 soru yer almaktadir. Her bir soruda, 6gretmen adaylarindan
oncelikle verilen 6zel dortgeni tanimlari istenmistir. Daha sonra, 6gretmen adaylarindan bu dértgenlere
ornek birkag sekil gizmeleri istenmistir. Bu testte yer alan paralelkenar sorusu Sekil 3'te verilmistir.

Asagidaki 6zel dortgenleri tanimlayiniz. Her bir 6zel dértgen icin en az 3 farkli sekil giziniz.

Paralelkenar:

Sekil 3. Ozel Dértgenler Testi’nde yer alan paralelkenar sorusu

Katihmcilardan 6zel dértgenlerle ilgili sekilleri kareli kagit Gzerinde ¢izmeleri istenmistir. Fakat ¢izilen
sekiller puanlandirilmamis 6gretmen adaylarinin sadece 6zel dértgenlerle ilgili tanimlari analiz edilmistir.
Arastirmaci dortgenlerle ilgili Uretilen ifadeleri daha iyi yorumlamayr amagladigi i¢in 6gretmen
adaylarindan yazili ifadelere ek olarak sekil cizmelerini istemistir. Katiimcilarin Ozel Dértgenler Testi'ni
tamamlamalari igin herhangi bir siire kisitlamasina gidilmemistir. Her ne kadar sire kisitlamasi olmasa da
katilimcilar bu testi yaklasik 30-40 dakikada tamamlamislardir. Ozel Dértgenler Testi’nin Cronbach alfa i¢
tutarhhik katsayisi 0.70 olarak bulunmustur. Paralelkenar, eskenar dortgen, dikdértgen, yamuk, kare ve
deltoid sorularinin madde gliclik indeksleri sirasiyla 0.81, 0.76, 0.69, 0.68, 0.67 ve 0.22 olarak
bulunmustur.
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Utley Geometriye Yonelik Tutum Olgegi

Ortaokul matematik 6gretmenlerinin geometriye yonelik tutumlarini 6lgmek igin Utley (2007)
tarafindan gelistirilen 6lgegin uyarlanmis hali olan UGAS-TR 0lgegi (Avcu ve Avcu, 2015) kullaniimistir. Bu
olcek 25 maddeden olusmaktadir ve her bir maddesi 5 (kesinlikle katiliyorum) ile 1 (kesinlikle
katilmiyorum) arasinda degistigi icin 5'li Likert tipindedir. Ogretmen adaylari bu 6lgekten minimum 25,
maksimum 125 puan alabilmektedir. Olgekten alinan yiiksek puanlar geometriye yénelik daha olumlu
tutuma karsilik gelirken diisiik puanlar daha olumsuz tutuma karsilik gelmektedir. Olgekteki olumsuz
madde sayisi 10’dur ve katimcilarin geometriye yonelik toplam tutum puanlari hesaplanirken bu
maddelerin her biri tersinden kodlanmistir. UGAS-TR olgegi gliven, eglenme, gelecekte kullanim ve
gunlik hayatta kullanim seklinde dort faktorlu bir yapiya sahiptir. Gliven, eglenme, gelecekte kullanim,
ginlik hayatta kullanim faktorleri icin ve UGAS-TR olgeginin bitini igin Cronbach alfa givenirlik
katsayilari sirasiyla 0.89, 0.91, 0.76, 0.81 ve 0.94 olarak bulunmustur. Bu degerler, UGAS-TR’nin i¢
tutarhhiginin miikemmel oldugunu géstermektedir.

UGAS-TR 0Olgeginin given faktoriine ait maddeler 6gretmen adaylarinin geometri problemlerini
¢6zmedeki yasadiklari glglikleri, geometri problemlerini ¢ozebilme vyetenekleriyle ilgili hislerini,
geometri problemleriyle ilgili kaygilarini ve geometri dersine galisirken kendilerine duyduklari giveni
temsil etmektedir. UGAS-TR 6lgeginin eglenme faktoriinde 6gretmen adaylarinin geometriyi sikici, zevkli,
ilgi cekici ve degerli olarak nitelendirmeleriyle ilgili maddeler yer almaktadir. UGAS-TR olgeginin
gelecekte kullanim faktoriinde 6gretmen adaylarinin geometrinin gelecek hayatta kullanimina yénelik
algilaniyla ilgili maddeler yer almaktadir. UGAS-TR oOlgeginin glinlik hayatta kullanim faktoriinde
o6gretmen adaylarinin geometrinin ginliik hayatta kullanimina yoénelik algilariyla ilgili maddeler yer
almaktadir. UGAS-TR 6lgeginin gliven faktoriinde yer alan bazi 6érnek maddeler sunlardir: “Geometri
sorularini ¢ozerken ¢ogu kez sikinti yasarim”, “Geometri sorularini kendimden emin bir sekilde ¢ozerim”
ve “Geometri sorulari beni ¢ogu zaman korkutur”. UGAS-TR 0lgeginin eglenme faktdriinde yer alan bazi
ornek maddeler sunlardir: “Geometri sorulari sikicidir”, “Geometri ilgi ¢ekici bir derstir” ve “Geometri
calismaya degmez”. UGAS-TR 0Olgeginin gelecekte kullanim faktoriinde yer alan bazi 6rnek maddeler
sunlardir: “Gelecekte geometriye ihtiyacim olacagina inaniyorum”, “is hayatina atildigimda cok iyi bir
geometri bilgisine ihtiyacim olacak”, “Universiteden mezun olunca geometriden vyararlanacagimi
sanmiyorum”. UGAS-TR 6lgeginin glinlik hayatta kullanim faktoériinde yer alan bazi 6rnek maddeler
sunlardir:  “Gunlik hayatta karsilasilan problemlerin ¢6ziimiinde geometri kavramlarinin nasil
kullanilabilecegini biliyorum”, “Glinluk islerde geometrinin sik sik kullanildigini gériiyorum” ve “Geometri
gunliik yasam icin gerekli bir derstir”.

Puanlama ve Verilerin Analizi

Katiimcilarin Ozel Dértgenler Testi'nde yer alan sorulara verdikleri cevaplarin dogrulugunu
belirlemede Zazkis ve Leikin (2008) tarafindan dretilen kodlama cercevesi kullaniimistir. Bu ¢erceveye
gore gerekli ve yeterli kosullarin (6zelliklerin) bulundugu ifadeler tamamen dogru olarak kabul edilmis ve
bu ifadelerin tanim olarak kullanilmalari uygun gérulmistir. Gerekli fakat yetersiz kosullarin ve yeterli
fakat gereksiz kosullarin bulundugu ifadeler kismen dogru olarak kabul edilmis ve bu ifadelerin tanim
olarak kullanilmalari uygun goérilmemistir. Son olarak, hem gereksiz hem de yetersiz kosullarin
bulundugu ifadeler tamamen yanlis kabul edilmis ve bu ifadelerin tanim olarak kullaniimalari uygun
goérilmemistir. Ogretmen adaylarinin tamamen dogru cevaplarina 2 puan, kismen dogru cevaplarina 1
puan ve tamamen vyanlis cevaplarina 0 puan verilmistir. Ozel Dértgenler Testi’nde toplamda 6 soru
bulundugu i¢in 6gretmen adaylari bu testten en fazla 12 puan alabilmektedir.

Katiimcilarin Ozel Dértgenler Testi’nde yer alan sorulara verdikleri cevaplar éncelikle arastirmaci
tarafindan puanlanmistir. Daha sonra, katilimcilarin cevaplari doktora derecesine sahip baska bir
matematik egitimcisi tarafindan bagimsiz olarak puanlanmistir. Bir sonraki asamada, iki puanlayici bir
araya gelerek tim puanlamalari birlikte kontrol etmisler ve var olan uyusmazliklari gidermeye
calismislardir. Son olarak, iki puanlayici puanlama siirecini tam bir fikir birligi icerisinde tamamladiginda
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puanlama son seklini almistir. Ozel dortgenler icin iretilen ifadelerin 6érnek puanlamasi Tablo 2’'de
verilmistir.

Bu ¢alismada veriler nicel olarak analiz edilmistir ve betimsel istatistik, bagimsiz 6rneklem t-testi, tek
yonli varyans analizi (ANOVA) ve c¢oklu regresyon analizini iceren ¢oklu veri analiz teknikleri
kullaniimistir. Katilimcilarin 6zel doértgenleri tanimlamayla ilgili basari dizeylerinin belirlenmesinde
betimsel istatistik tlirlerinden ortalama ve standart sapma kullanilmistir. Katilimcilarin cinsiyet, segmeli
geometri dersi almis olma ve 6gretmenlik uygulamasi dersini almis olma agisindan ortalama tanim basari
puanlari arasinda anlamli bir farklilik olup olmadigini belirlemek igcin bagimsiz 6rneklem t-testleri
kullanilmigtir. Katilimcilarin sinif diizeyleri agisindan ortalama tanim basari puanlari arasinda anlamli bir
farklilik olup olmadigini belirlemek igin tek yonlic ANOVA kullanilmistir. Katilimcilarin agirlikli genel not
ortalamalarinin, geometri dersinden aldiklari notlarin ve geometriye yonelik tutum puanlarinin 6zel
dortgenleri tanimlama basarilarini anlamh olarak yordayip yordamadigini belirlemek icin coklu regresyon
analizi kullaniimistir. Bagimsiz 6rneklem t-testi, tek yonli ANOVA ve c¢oklu regresyon analizleri igin
gerekli olan tiim varsayimlar saglanmistir (bagimsiz 6rneklem t-testi ve tek yonlit ANOVA icin gézlemlerin
bagimsizhgl, normallik ve varyanslarin homojenligi; coklu regresyon analizi icin 6rneklem buyuklGga,
¢oklu baglantililik, tekillik, aykiri degerler, normallik, dogrusallik, es varyanshk ve artiklarin
bagimsizhgidir).

Tablo 2.
Ozel dértgenler icin iiretilen ifadelerin érnek puanlamasi

ifadeler Kosullar Dogruluk  Puan

Hipotenusleri gakisik olan birbirine es iki ikizkenar dik Giggene kare denir. Ne gerekli nede  Tamamen

Karsilikli kenarlari birbirine es olan ve agilari 90° olan kati cisme dikdortgen . 0
. yeterli yanlis
denir.
Karsilikli kenarlari birbirine paralel olan dértgene dikdortgen denir. Gerekli fakat
Kosegenleri birbirine dik olan dortgene deltoid denir. yetersiz Kismen
Kenarlari ve agilari birbirine es olan dértgene eskenar dortgen denir. . . 1
S I . . L . . Yeterli fakat dogru
Birbirine es iki kosegeni olan ve kosegenleri birbirinin orta dikmesi olan .
. o . gereksiz
dortgene dikdortgen denir.
Tim kenarlari birbirine es olan dikdortgene kare denir. Gerekli ve Tamamen )
Karsilikli kenarlari birbirine paralel olan dértgene paralelkenar denir. yeterli dogru

Bulgular

Bu bolimde, bulgular arastirma sorularina dayal olarak sunulmustur. Bu calismada 6gretmen
adaylarinin Ozel Dértgenler Testi’nden aldiklari toplam puanlar ‘6zel dértgenleri tanimlamadaki basarr’
bagimh degiskenine karsilik gelmektedir. Oncelikle, 5gretmen adaylarinin dzel dértgenleri tanimlamayla
ilgili basar diizeyleri rapor edilmistir. ikinci olarak, arka plan 6zellikleri acisindan 6gretmen adaylarinin
Ozel dortgenleri tanimlama basarilarindaki farkliliklar rapor edilmistir. Son olarak, 6gretmen adaylarinin
ozel dortgenleri tanimlama basarilarini anlamh olarak yordayan ve yordamayan arka plan 6zellikleri
ortaya ¢ikariimigstir.

Ogretmen Adaylarinin Ozel Dértgenleri Tanimlamayla ilgili Basari Diizeyleri

Katilimcilarin 6zel dértgenleri tanimlamayla ilgili basari diizeylerini belirlemek igin betimsel istatistik
(ortalama ve standart sapma) kullanilmistir. Tablo 3’te verilen ortalamalar 0 ile 2 arasinda
degismektedir. Katilimcilarin toplam basari puanlarinin da 0 ile 2 arasinda degismesi icin toplam basari
puanlari Ozel Dértgenler Testi’nde yer alan soru sayisina, yani 6’ya balinmiistir.

Tablo 3’te gorildugi Uzere, katiimcilarin Ozel Dértgenler Testi'nden elde ettigi ortalama basar
puani %60’in biraz lzerindedir ()_( = 1.27, ss = 0.47). Katihmcilar deltoid sorusunda en diisiik ortalama
basariyi gosterirken (%22, X = 0.45, ss = 0.69), paralelkenar sorusunda en yiiksek ortalama basariyi elde
etmislerdir (%81, X =162, s5= 0.63). Katilimcilarin eskenar dortgen sorusundaki ortalama basarisi (%76,
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X = 1.52, ss = 0.74), paralelkenar sorusundaki ortalama basarilarindan biraz daha diistiktir. Ayrica,
katiimcilarin yamuk sorusundan elde ettikleri ortalama basarinin (%68, X = 1.36, ss = 0.83), dikdortgen
(%69, X = 1.38, ss = 0.76) ve kare sorusundaki ortalama basarilariyla (%67, X = 1.34, ss = 0.81) hemen
hemen ayni oldugu gorulmistir. Ancak 6nemle belirtmek gerekirse, katiimcilarin yamuk, paralelkenar,
dikdortgen, kare ve eskenar dortgen sorusundan elde ettikleri ortalama basarinin testin genelinden elde
ettikleri ortalama basaridan daha yiliksek oldugu gorilmistir. Katilimcilarin deltoid sorusundaki
ortalama basarilari genel ortalama basarilarini &nemli 6lglide dislirmustir.

Tablo 3.
Katilimcilarin 6zel dértgenlerle ilgili tanim puanlarinin ortalama ve standart sapma degerleri
I. siniflar II. siniflar lHI. siniflar IV. siniflar Tum katilimcilar

Dortgenler (n=38) (n =50) (n=49) (n=47) (n=184)

X ss X ss X ss X ss X ss
Yamuk 1.37 0.88 1.46 0.78 1.29 0.84 1.34 0.84 1.36 0.83
Paralelkenar 1.79 0.47 1.66 0.59 1.37 0.75 1.72 0.57 1.62 0.63
Dikdértgen 1.71 0.61 1.40 0.78 1.18 0.75 1.30 0.80 1.38 0.76
Kare 1.66 0.66 1.30 0.88 1.20 0.81 1.28 0.80 1.34 0.81
Deltoid 0.82 0.89 0.34 0.47 0.45 0.73 0.26 0.53 0.45 0.69

Eskenar dértgen 1.74 0.60 1.60 0.70 133 0.82 1.47 0.77 1.52 0.74
Tim dortgenler 1.51 0.49 1.29 0.40 1.13 0.52 1.22 0.40 1.27 0.47

Katihmcilarin dértgenleri tanimlama basarilari sinif seviyeleri agisindan incelendiginde, dortgenler
testinin genelinden (X = 1.51, Xu = 1.29, Xu = 1.13 ve Xw = 1.22), paralelkenar sorusundan (X = 1.79, X\
=1.66, X = 1.37 ve X = 1.72), dikdortgen sorusundan (E =1.71, Xn = 1.40, X = 1.18 ve X = 1.30),
kare sorusundan (Y. =1.66, Xi= 1.30, Xu=1.20ve Xy = 1.28) ve eskenar dortgen sorusundan (E =1.74,
Xi=1.60, X =1.33 ve Xy = 1.47) elde ettikleri basarinin 1. siniftan lll. sinifa kadar kademeli olarak disls
gosterdigi ve sonrasinda Ill. siniftan V. sinifa dogru bir miktar artis gosterdigi gortlmistir. Ancak,
katilimcilarin yamuk ve deltoidi tanimlama basarilarinda gorilen degisim testin genelindeki, paralelkenar
sorusundaki, dikdértgen sorusundaki, kare sorusundaki ve eskenar dortgen sorusundaki basari
degisiminden farkli olmustur. Yani, katilimcilarin yamuk sorusundaki basarilari I. siniftan 1l. sinifa dogru
biraz artmus, II. siniftan Il sinifa dogru biraz azalmis ve IlI. siniftan IV. sinifa dogru biraz daha artmistir (X,
=1.37, Xu = 1.46, Xu = 1.29 ve X = 1.34). Bunula birlikte, katilimcilarin deltoid sorusundaki basarilari I.
siniftan Il. sinifa dogru keskin bir sekilde diismis, II. siniftan 1ll. sinifa dogru biraz artmig ve lll. siniftan V.
sinifa dogru énemli 8lglide azalmistir (Xi= 0.82, Xu = 0.34, Xui= 0.45 ve X\ = 0.26).

Arka Plan Ozellikleri Agisindan Ogretmen Adaylarinin Tanimlama Basarilarindaki Farkhliklar

Bu alt boélimde, 6gretmen adaylarinin cinsiyet, sinif seviyesi, segmeli geometri dersi almis olma ve
o6gretmenlik uygulamasini almis olma agisindan dortgenleri tanimlama basarilarinda herhangi bir anlamli
farkhlik olup olmadigini belirlemek igin bagimsiz 6rneklem t-testi ve tek yonli ANOVA sonuglari
sunulmustur. Cinsiyete iliskin bagimsiz 6rneklem t-testi sonuglari Tablo 4'te verilmistir.

Tablo 4.
Katimcilarin cinsiyetine iliskin bagimsiz 6rneklem t-testi sonuglari
Cinsiyet ; p Etki

Dértgenler Erkek (n = 49) Kiz (n =135) . . . buyuklagi

X ss X ss degeri  degeri (Cohen’s d)
Yamuk 1.18 0.88 1.43 0.80 -1.78 0.07 0.29
Paralelkenar 1.65 0.59 1.61 0.64 0.36 0.71 0.06
Dikdértgen 1.57 0.70 1.31 0.77 2.05 0.04* 0.35
Kare 1.53 0.71 1.27 0.84 1.90 0.06 0.33
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Deltoid 0.51 0.68 0.42 0.69 0.78 0.76 0.44
Eskenar dortgen 1.65 0.66 1.47 0.77 1.44 0.15 0.25
Tum dortgenler 1.35 0.47 1.25 0.47 1.22 0.22 0.21
*p < 0.05

Tablo 4’te goruldugu Uzere, bagimsiz 6rneklem t-testi sonuglarina gore erkekler ile kizlarin
dikdortgeni tanimlama basarilari arasinda anlamli bir farklihk vardir (t (182) = 2.05, p = 0.04) ve bu
farkhhgin etki buyikligiu orta diizeydedir (d = 0.35). Ote yandan, erkekler ile kizlarin tim dértgenleri (t
(182) =1.22, p=0.22, d =0.21), yamugu (t (182) =-1.78, p = 0.07, d = 0.29), paralelkenari (t (182) = 0.36,
p=0.71, d = 0.06), kareyi (t (182) = 1.90, p = 0.06, d = 0.33), deltoidi (t (182) =0.78, p =0.76, d = 0.44) ve
eskenar dortgeni (t (182) = 1.44, p = 0.15, d = 0.25) tanimlama basarilari arasinda anlamli bir farklihk
bulunamamistir. Ogretmen adaylarinin sinif seviyelerine iliskin tek yénlii ANOVA sonuglar Tablo 5'te
verilmistir.

Tablo 5.
Katiimcilarin sinif seviyelerine iliskin tek yénlii ANOVA sonuglari

Sinif seviyeleri

Dérteenler . siniflar I siniflar 1. siniflar IV, siniflar F p bii Ejtli(llu“u
& (n=38) (n=50) (n=49) (n=47) degeri degeri y &

— = — — (Eta kare)
X ss X ss X ss X ss

Yamuk 1.37 0.88 146 0.78 1.29 0.84 134 0.84 0.37 0.77 0.00

Paralelkenar 1.79 047 166 059 137 0.75 1.72 057 4.21 0.00* 0.06

Dikdoértgen 1.71 0.61 140 0.78 1.18 0.75 130 0.80 3.78 0.01* 0.06

Kare 1.66 0.66 130 0.88 1.20 0.81 1.28 0.80 2.58 0.06 0.04

Deltoid 0.82 0.89 0.34 047 045 0.73 0.26 0.53 5.60 0.00* 0.08

Eskenar dortgen 1.74 060 1.60 0.70 1.33 0.82 147 0.77 249 0.06 0.04

Tam dortgenler 1.51 049 129 0.40 1.13 0.52 122 040 5.13 0.00* 0.07

*p < 0.05

Ogretmen adaylarinin her bir dortgeni tanimlama basarilarinin ve genel tanimlama basarilarinin sinif
seviyesine gore anlamli olarak farklilik gosterip gostermedigini belirlemek igin tek yonlic ANOVA’lar
kullanilmistir. Tablo 5’te goruldugl tGzere, katilimcilarin genel tanimlama basarilari (F (3, 180) =5.13, p =
0.00), paralelkenari tanimlama basarilari (F (3, 180) = 4.21, p = 0.00), dikdortgeni tanimlama basarilari (F
(3, 180) = 3.78, p = 0.01) ve deltoidi tanimlama basarilari (F (3, 180) = 5.60, p = 0.00) sinif seviyesine gbre

anlamli bir farkhlik gostermistir ve etki blyuklikleri orta diizeydedir (tim dortgenler igin 772 =0.07,

paralelkenar igin 772 = 0.06, dikdértgen igin 772 =0.06 ve deltoid igin 772 =0.08). Bagari farkliliklarinin
hangi siniflar arasindaki oldugunu belirlemek icin Post Hoc Scheffe testleri kullanilmistir. Scheffe testi
sonuglarina gére 1. sinif dgrencilerinin genel tanimlama basarilari (X = 1.51, ss = 0.49), Ill. sinif
égrencilerinin (X = 1.13, ss = 0.52) ve IV. sinif dgrencilerinin genel tanimlama basarilarindan (X = 1.22, ss

= 0.40) anlamh farklilik géstermis fakat Il. sinif 6grencilerinin genel tanimlama basarilarindan (Y =1.29,
ss = 0.40) anlamli bir farlihk géstermemistir. Birinci sinif 6grencilerinin paralelkenari tanimlama basarilari

(X = 1.79, ss = 0.47), lll. sinif &grencilerinin paralelkenari tanimlama basarilarindan (X = 1.37, ss = 0.75)
anlamli olarak farkhilasmis fakat II. sinif dgrencilerinin (X = 1.66, ss = 0.59) ve IV. sinif égrencilerinin
paralelkenari tanimlama basarilarindan (Y = 1.72, ss = 0.57) anlamh olarak farklilasmamistir. Benzer
sekilde, birinci sinif 6grencilerinin dikdértgeni tanimlama basarilan (X = 1.71, ss = 0.61), Ill. sinif
o6grencilerinin dikdortgeni tanimlama basarilarindan ()_( =1.18, ss = 0.75) anlamli olarak farklhlagmis fakat
I1. sinif 6grencilerinin (X = 1.40, ss = 0.78) ve IV. sinif 6grencilerinin dikdértgeni tanimlama basarilarindan
(Y = 1.30, ss = 0.80) anlamli olarak farklilasmamistir. Son olarak, I. sinif 6grencilerinin deltoidi tanimlama
basarilari (Y =0.82, ss =0.89), Il. sinif 6grencilerinin (Y =0.34, ss = 0.47) ve IV. sinif 6grencilerinin deltoid
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tanimlama basarilarindan (X = 0.26, ss = 0.53) anlamli olarak farklilasmis fakat IIl. sinif grencilerinin
deltoid tanimlama basarilarindan (X = 0.45, ss = 0.73) anlamli olarak farklilasmamistir. Ote yandan,
katiimailarin yamugu (F (3, 180) = 0.37, p = 0.77,° =0.00), kareyi (F (3, 180) = 2.58, p = 0.06,
n° =0.04) ve eskenar dértgeni tanimlama basarilari (F (3, 180) = 2.49, p = 0.06,7° =0.04) sinif

seviyesine gore anlamh bir farklilik géstermemistir. Uglincii ve dérdiincii sinif dgrencilerinin segmeli
geometri dersi almis olmalarina iliskin bagimsiz 6rneklem t-testi sonuglari Tablo 6’da verilmistir.

Tablo 6.
Katihmcilarin se¢meli geometri dersi almis olmalarina iliskin bagimsiz 6rneklem t-testi sonuglari
Se¢meli geometri dersi almis olma : p Etki

Dortgenler Evet (n =29) Hayir (n = 67) . . blyuklig

X ss X ss degeri degeri (Cohen’s d)
Yamuk 1.17 0.80 1.37 0.85 1.07 0.28 0.24
Paralelkenar 1.52 0.63 1.55 0.72 0.22 0.82 0.04
Dikdoértgen 1.28 0.70 1.22 0.81 -0.29 0.76 0.07
Kare 1.24 0.78 1.24 0.81 -0.01 0.98 0.00
Deltoid 0.55 0.78 0.27 0.56 -1.99 0.04* 0.41
Eskenar dortgen 1.48 0.68 1.36 0.84 -0.69 0.48 0.15
Tim dortgenler 1.20 0.48 1.16 0.46 -0.36 0.71 0.08

*p <0.05

Tablo 6'da goruldiigi Gizere, bagimsiz 6rneklem t-testi analizi sonuglarina gére se¢meli geometri dersi
almis olan 6gretmen adaylarinin deltoidi tanimlama basarilari ile segmeli geometri dersi almamis olan
6gretmen adaylarinin deltoidi tanimlama basarilari arasinda anlamh bir farklilik vardir (t (94) =-1.99, p =
0.04) ve bu farkliligin etki biyikligi orta diizeydedir (d = 0.41). Ote yandan, secmeli geometrisini almis
olan 6gretmen adaylari ile almamis olan 6gretmen adaylarinin tim doértgenleri tanimlama (t (94) = -0.36,
p =0.71, d = 0.08), yamugu tanimlama (t (94) = 1.07, p = 0.28, d = 0.24), paralelkenari tanimlama (t (94)
=0.22, p = 0.82, d = 0.04), dikd6rtgeni tanimlama (t (94) = -0.29, p = 0.76, d = 0.07), kareyi tanimlama (t
(94) = -0.01, p = 0.98, d = 0.00) ve eskenar dortgeni tanimlama basarilari (t (94) = -0.69, p = 0.48, d =
0.15) arasinda anlaml bir farkhlik yoktur. Uclincii ve dérdiincii sinif 6gretmen adaylarinin 6gretmenlik
uygulamasi dersini almis olmalarina iliskin bagimsiz 6rneklem t-testi sonuglari Tablo 7’de verilmistir.

Tablo 7.
Katilimcilarin 6gretmenlik uygulamasi dersini almis olmalarina iliskin bagimsiz 6rneklem t-testi sonuglari
Ogretmenlik uygulamasi dersini almis olma ; p Etki
Dértgenler Evet (n =47) Hayir (n = 49) . ~  buytklugu
X ss X ss degeri degeri (Cohen’s d)
Yamuk 1.34 0.84 1.29 0.84 0.31 0.75 0.05
Paralelkenar 1.72 0.57 1.37 0.75 2.58 0.01* 0.52
Dikdortgen 1.30 0.80 1.18 0.75 0.71 0.47 0.15
Kare 1.28 0.80 1.20 0.81 0.44 0.66 0.09
Deltoid 0.26 0.53 0.45 0.73 -1.47 0.14 0.29
Eskenar dortgen 1.47 0.77 1.33 0.82 0.86 0.39 0.17
Tam dortgenler 1.22 0.40 1.13 0.52 0.95 0.34 0.19

*p < 0.05

Tablo 7'de goruldiigt Uzere, bagimsiz Orneklem t-testi analizi sonuglarina gore o6gretmenlik
uygulamasi dersini almis olan 6gretmen adaylarinin paralelkenari tanimlama basarilari ile bu dersi
almamis olan 6gretmen adaylarinin paralelkenari tanimlama basarilari arasinda anlamh bir farkhlik vardir
(t (94) = 2.58, p = 0.01) ve bu farkin etki biylkliigi orta diizeydedir (d = 0.52). Ote yandan, égretmenlik
uygulamasi dersini almis olan 6gretmen adaylari ile almamis olan 6gretmen adaylarinin tim dértgenleri

591



Ramazan AVCU- Cukurova Universitesi Egitim Fakiiltesi Dergisi, 47(2), 2018, 566-600

tanimlama (t (94) = 0.95, p = 0.34, d = 0.19), yamugu tanimlama (t (94) = 0.31, p = 0.75, d = 0.05),
dikdortgeni tanimlama (t (94) = 0.71, p = 0.47, d = 0.15), kareyi tanimlama (t (94) = 0.44, p = 0.66, d =
0.09), deltoidi tanimlama (t (94) = -1.47, p = 0.14, d = 0.29) ve eskenar dortgeni tanimlama basarilari (t
(94) =0.86, p =0.39, d = 0.17) arasinda anlamh bir farkhlik bulunamamistir.

Ogretmen Adaylarinin Tanimlama Basarilariyla Arka Plan Ozellikleri Arasindaki iliskiler

Bu alt bélimde, 6gretmen adaylarinin agirlikh genel not ortalamalarinin, geometri dersi notlarinin ve
geometriye yonelik tutum puanlarinin 6zel dortgenleri tanimlama basarilarini yordama dizeylerini
belirlemek amaciyla ¢oklu regresyon analizi sonuglari rapor edilmistir. Ozel olarak, hangi arka plan
degiskeninin 6gretmen adaylarinin tanimlama basarilarinin en iyi yordayicisi oldugu belirlenmistir. B
katsayisi standartlastirilmamis regresyon katsayisidir ve bagimsiz degiskende bir birimlik degisim
oldugunda bagimli degiskende meydana gelecek ortalama degiskenlik miktarina karsilik gelir. 8 katsayisi
B katsayisinin standartlastirlmis halidir ve farkli degiskenlere ait degerlerin ayni 0Glgege
donistirilmesiyle karsilastirma yapmaya olanak saglayan katsayidir (Field, 2013; Pallant, 2016).
Ogretmen adaylarinin Ozel Dértgenler Testi’nden elde ettigi genel tanimlama basarilarina iliskin standart
coklu regresyon analizi sonuglari Tablo 8’de verilmistir.

Tablo 8.
Bagimli degiskeni genel tanimlama basari puanlari ve badimsiz degiskenleri agirlikli genel not
ortalamalari, geometri dersi notlari ve geometriye yénelik tutum puanlari olan ¢oklu regresyon analizi
sonuglari

Degiskenler B SH 8 t p R%(%)
(Sabit) 1.075 0.269 - 4.004 0.000* -
Agirlikh genel not ortalamalari -0.046 0.084 -0.056 -0.550 0.583 0.16
Geometri dersi notlari 0.006 0.003 0.208 2.024 0.045* 2.3
Geometriye yonelik tutum puanlari -0.007 0.058 -0.009 -0.118 0.906 0.008
*p < 0.05

Standart c¢oklu regresyon analizi sonuglari, yordayici degiskenlerin 6gretmen adaylarinin genel
tanimlama basarilarindaki varyansin sadece %3.00’UnU agikladigini géstermistir (F (3, 172) = 1.785, p >
0.05). Geometri ders notlari 6gretmen adaylarinin genel tanimlama basarilarinin anlamli  bir
yordayicisiyken (8 = 0.208, p = 0.045, R? = %2.3), agirlikli genel not ortalamalari (8 = -0.056, p = 0.583, R?
=0.16%) ve geometriye ydnelik tutum puanlari (8 = -0.009, p = 0.906, R? = %0.008) dgretmen adaylarinin
genel tanimlama basarilarinin anlamli birer yordayicisi degildir (Tablo 8’e bakiniz).

Ogretmen adaylarinin her bir dértgeni tanimlama basarilari ayri ayri bagimli degiskenler olarak
kullanildiginda yukaridakine benzer bulgularin ortaya cikip ¢cikmadigini belirlemek icin de standart ¢oklu
regresyon analizleri yapilmistir. Ogretmen adaylarinin yamugu tanimlama basarilarina iliskin standart
coklu regresyon analizi sonuglari Tablo 9’da verilmistir.

Tablo 9.
Bagimli degiskeni yamudgu tanimlama basarilari ve bagimsiz degiskenleri agirlikli genel not ortalamalari,
geometri dersi notlari ve geometriye yénelik tutum puanlari olan ¢oklu regresyon analizi sonuglari

Degiskenler B SH 8 t p R?(%)
(Sabit) 0.902 0.471 - 1.914 0.057 -
Agirlikh genel not ortalamalari -0.048 0.148 -0.033 -0.324 0.746 0.057
Geometri dersi notlari 0.010 0.005 0.209 2.045 0.042* 2.3
Geometriye yonelik tutum puanlari -0.010 0.102 -0.008 -0.101 0.920 0.006
*p < 0.05

Standart c¢oklu regresyon analizi sonuglari, yordayici degiskenlerin 6gretmen adaylarinin yamugu
tanimlama basarilarindaki varyansin sadece %3.50’sini agikladigini gostermistir (F (3, 172) = 2.092, p >
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0.05). Geometri ders notlari 6gretmen adaylarinin yamugu tanimlama basarilarinin anlamli bir
yordayicisiyken (8 = .209, p = 0.042, R? = %2.3), agirlikli genel not ortalamalari (8 = -0.033, p = 0.746, R? =
%0.057) ve geometriye ydnelik tutum puanlari (8 = -0.008, p = 0.920, R? = %0.006) dgretmen adaylarinin
yamugu tanimlama basarilarinin anlamh birer yordayicisi degildir (Tablo 9’a bakiniz). Ogretmen
adaylarinin paralelkenari tanimlama basarilarina iliskin standart ¢oklu regresyon analizi sonuglari Tablo
10’'da verilmistir.

Tablo 10.
Bagimli degiskeni paralelkenari tanimlama basarilari ve badimsiz dediskenleri adirlikli genel not
ortalamalari, geometri dersi notlari ve geometriye yénelik tutum puanlari olan ¢oklu regresyon analizi
sonuglari

Degiskenler B SH 8 t p R?(%)
(Sabit) 1.605 0.362 - 4.429 0.000* -
Agirlikh genel not ortalamalari -0.107 0.114 -0.097 -0.947 0.345 0.51
Geometri dersi notlari 0.006 0.004 0.154 1.487 0.139 1.27
Geometriye yonelik tutum puanlari -0.011 0.078 -0.011 -0.145 0.885 0.01
*p < 0.05

Standart ¢oklu regresyon analizi sonuglari, yordayici degiskenlerin 6gretmen adaylarinin
paralelkenari tanimlama basarilarindaki varyansin sadece %1.30’unu agikladigini géstermistir (F (3, 172)
= 0.743, p > 0.05). Bagimsiz degiskenlerin hicbirisi 6gretmen adaylarinin paralelkenari tanimlama
basarilarini anlamli olarak yordayamamistir (agirlikli genel not ortalamalari igin 8 = -0.097, p = 0.345, R? =
%0.51; geometri dersi notlari igin 8 = 0.154, p = 0.139, R?> = %1.27 ve geometriye yonelik tutum puanlari
icin 8 =-0.011, p = 0.885, R? = %0.01) (Tablo 10’a bakiniz). Ogretmen adaylarinin dikdértgeni tanimlama
basarilarina iliskin standart ¢oklu regresyon analizi sonuglari Tablo 11’de verilmistir.

Tablo 11.
Bagimli degiskeni dikdértgeni tanimlama basarilari ve bagimsiz degiskenleri agirlikli genel not
ortalamalari, geometri dersi notlari ve geometriye yénelik tutum puanlari olan ¢oklu regresyon analizi
sonuglari

Degiskenler B SH 6 t p R?(%)
(Sabit) 1.217 0.440 - 2.767 0.006* -
Agirlikh genel not ortalamalari -112 0.138 -0.084 -0.816 0.416 0.51
Geometri dersi notlari 0.004 0.005 0.102 0.983 0.327 1.27
Geometriye yonelik tutum puanlari 0.048 0.095 0.039 0.501 0.617 0.01
*p < 0.05

Standart ¢oklu regresyon analizi sonuglari, yordayici degiskenlerin 6gretmen adaylarinin dikdortgeni
tanimlama basarilarindaki varyansin sadece %0.80’ini agikladigini gostermistir (F (3, 172) = 0.483, p >
0.05). Bagimsiz degiskenlerin hicbirisi 6gretmen adaylarinin dikdértgeni tanimlama basarilarini anlamh
olarak yordayamamistir (agirlikh genel not ortalamalari i¢in 8 = -0.084, p = 0.416, R?* = %0.51; geometri
dersi notlari icin 8 =0.102, p = 0.327, R? = %1.27 ve geometriye yénelik tutum puanlari icin 6 =0.039, p =
0.617, R? = %0.01) (Tablo 11’e bakiniz). Ogretmen adaylarinin kareyi tanimlama basarilarina iliskin
standart ¢oklu regresyon analizi sonuglari Tablo 12’de verilmistir.
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Tablo 12.
Bagimli degiskeni kareyi tanimlama basarilari ve bagimsiz dediskenleri agirlikli genel not ortalamalari,
geometri dersi notlari ve geometriye y6nelik tutum puanlari olan ¢oklu regresyon analizi sonuglari

Degiskenler B SH 8 t p R(%)
(Sabit) 1.385 0.468 - 2.962 0.003* -
Agirlikh genel not ortalamalari -0.048 0.146 -0.033 -0.324 0.746 0.06
Geometri dersi notlari 0.005 0.005 0.116 1.118 0.265 0.72
Geometriye yonelik tutum puanlari -0.067 0.101 -0.051 -0.663 0.508 0.25
*p < 0.05

Standart c¢oklu regresyon analizi sonuglari, yordayici degiskenlerin 6gretmen adaylarinin kareyi
tanimlama basarilarindaki varyansin sadece %1.00"ini1 agikladigini gostermistir (F (3, 172) = 0.589, p >
0.05). Bagimsiz degiskenlerin higbirisi 6gretmen adaylarinin kareyi tanimlama basarilarini anlamli olarak
yordayamamistir (agirlikli genel not ortalamalari icin 8 = -0.033, p = 0.746, R? = %0.06; geometri dersi
notlari icin 8 = 0.116, p = 0.265, R? = %0.72 ve geometriye ydnelik tutum puanlari icin 8 = -0.051, p =
0.508, R* = %0.25) (Tablo 12’ye bakiniz). Ogretmen adaylarinin deltoidi tanimlama basarilarina iliskin
standart ¢oklu regresyon analizi sonuglari Tablo 13’te verilmistir.

Tablo 13.
Bagimli degiskeni deltoidi tanimlama basarilari ve bagimsiz degiskenleri agirlikli genel not ortalamalari,
geometri dersi notlari ve geometriye yénelik tutum puanlari olan ¢oklu regresyon analizi sonuglari

Degiskenler B SH 8 t p R?(%)
(Sabit) 0.140 0.394 - 0.357 0.722 -
Agirhkh genel not ortalamalari 0.139 0.123 0.115 1.128 0.261 0.72
Geometri dersi notlari 0.002 0.004 0.055 0.539 0.591 0.16
Geometriye yonelik tutum puanlari -0.054 0.085 -0.049 -0.637 0.525 0.23
*p < 0.05

Standart c¢oklu regresyon analizi sonuglari, yordayici degiskenlerin 6gretmen adaylarinin deltoidi
tanimlama basarilarindaki varyansin sadece %2.50’sini agikladigini géstermistir (F (3, 172) = 1.486, p >
0.05). Bagimsiz degiskenlerin higbirisi 6gretmen adaylarinin deltoidi tanimlama basarilarini anlamli
olarak yordayamamistir (agirlikli genel not ortalamalari icin 8 = 0.115, p = 0.261, R? = %0.72; geometri
dersi notlari igin 8 = 0.055, p = 0.591, R? = %0.16 ve geometriye yénelik tutum puanlari icin 8 = -0.049, p
=0.525, R? = %0.23) (Tablo 13’e bakiniz). Ogretmen adaylarinin eskenar dértgeni tanimlama basarilarina
iliskin standart coklu regresyon analizi sonuglari Tablo 14’te verilmistir.

Tablo 14.
Bagimli degiskeni eskenar dértgeni tanimlama basarilari ve badimsiz degiskenleri agirlikli genel not
ortalamalari, geometri dersi notlari ve geometriye yénelik tutum puanlari olan ¢oklu regresyon analizi
sonuglari

Degiskenler B SH 8 t p R?(%)
(Sabit) 1.198 0.427 - 2.805 0.006* -
Agirlikli genel not ortalamalari -0.104 0.134 -0.079 -0.776 0.439 0.34
Geometri dersi notlari 0.006 0.004 0.145 1.406 0.161 1.12
Geometriye yonelik tutum puanlari 0.055 0.092 0.046 0.594 0.553 0.20
*p <0.05

Standart c¢oklu regresyon analizi sonuglari, yordayici degiskenlerin 6gretmen adaylarinin eskenar
dortgeni tanimlama basarilarindaki varyansin sadece %1.60°in1 agikladigini gostermistir (F (3, 172) =
0.922, p > 0.05). Bagimsiz degiskenlerin higbirisi 6gretmen adaylarinin eskenar dértgeni tanimlama
basarilarini anlamli olarak yordayamamistir (agirlikli genel not ortalamalari icin 8 = -0.079, p = 0.439, R? =
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%0.34; geometri dersi notlari icin 8 = 0.145, p = 0.161, R? = %1.12 ve geometriye ydnelik tutum puanlari
icin 8=0.046, p = 0.553, R? = %0.20) (Tablo 14’e bakiniz).

Tartisma ve Oneriler

Bu calismanin G¢ amaci vardir: Birincisi, ortaokul matematik 6gretmen adaylarinin 6zel dortgenlerin
matematiksel olarak dogru tanimlarini lretmedeki basari diizeylerini incelemek. ikincisi, égretmen
adaylarinin arka plan ozellerinden cinsiyet, sinif seviyesi, se¢meli geometri dersi almis olma ve
o0gretmenlik uygulamasi dersini almis olmanin 6zel dértgenleri tanimlama basarilarinda anlamh bir
farklilik olusturup olusturmadigini belirlemek. Sonuncusu, 6gretmen adaylarinin arka plan 6zelliklerinden
agirhkli genel not ortalamalarinin, geometri dersi notlarinin ve geometriye yonelik tutum puanlarinin
dzel dértgenleri tanimlama basarilarini ne derece yordadigini ortaya koymaktir. Ogretmen adaylarinin
dortgenleri tanimlama basarilari ile arka plan ozellikleri arasindaki iliskileri inceleyen herhangi bir
arastirmaya ulasilamadigi icin bu c¢alismanin bulgulari 6grencilerin matematik/geometri basarilari ile
demografik 6zellikleri arasindaki iliskiyi arastiran birtakim ¢calismalarin isiginda tartisiimistir.

Onceki yillarda yapilmis ilgili arastirmalar 8grencilerin geometride diisiik basari sergiledigini ortaya
koymustur (8rnegin, Bal, 2014; Erkek ve lIsiksal-Bostan, 2015; Oral ve ilhan, 2012). Bu calismanin
bulgulari da ortaokul matematik 6gretmen adaylarinin 6zel dortgenlerle ilgili matematiksel olarak dogru
tanimlar tGretme basarilarinin istenilen diizeyde olmadigini géstermistir (X = 1.27/2.00). Bu nedenle, bu
bulgunun o6nceki yillarda yapilmis ilgili arastirmalarin ¢ogunun bulgulari ile tutarhlik goésterdigi
sdylenebilir. Calismada kullanilan Ozel Dértgenler Testi baglamsal olmayan sorular icermektedir ve bu
sorular katilimcilarin 6zel dortgenlerin geometrik Ozelliklerini hatirlamasini gerektirmektedir. Buna
ilaveten, o6zel dortgenler 6grenmesi oldukga kolay bir konu oldugu i¢in bu konu 5. siniftan itibaren
dgrencilere anlatilmaktadir. Dolayisiyla, Ozel Dértgenler Testi'nde yer alan sorularin bilissel istem
diizeylerinin 6gretmen adaylari i¢in oldukca dislik oldugu dusinilmektedir. Sonug olarak, 6gretmen
adaylarinin 6zel doértgenleri tanimlamada disik basari géstermeleri arzu edilmeyen bir durumdur.
Ogretmen adaylarinin 6zel dértgenlerle ilgili yetersiz bilgi sahibi olmalari, ileriki 6gretmenlik hayatlarinda
ozel dortgenleri kavramsal olarak 6gretebilme yeterliklerini kisitlayacagr muhtemeldir.

Calismanin bulgular, 6zel dértgenleri tanimlama basarisi agisindan erkek 6gretmen adaylariyla kiz
O0gretmen adaylari arasinda anlamli bir farklilik olmadigini géstermistir. Bu bulgu, son yillarda 6gretmen
adaylari ile gergeklestirilen arastirmalarin bulgulari ile tutarlilik géstermektedir (6rnegin, Bal, 2011, 2012;
Oral ve ilhan, 2012) ve bu arastirmalarda geometri alaninda dgretmen adaylarinin basarilarinda cinsiyet
acisindan bir farkhhk olmadig belirtilmistir. Fakat son yillarda geometri alaninda cinsiyet farkhliklarini
belirlemek amaciyla lise 6grencileri ile yurutilmus calismalarin bulgulariyla (6rnegin, McGraw, Lubienski
ve Structchens, 2006; Mogari 2010), 6gretmen adaylariyla yiritiilmis ¢alismalarin bulgulari paralellik
gostermemektedir. Bu durum su sekilde agiklanabilir. Gorglil arastirmalar, kizlarin lise yillari boyunca
geometri basarisi agisindan erkeklerden geride kaldigini gostermektedir (6rnegin, Battista, 1990;
Ekstrom, 1994; Ma, 1995; McGraw ve digerleri, 2006; Mogari 2010). Buradan, 6grencilerin okul
kademeleri ilerledikce (liseden (niversiteye gecis) cinsiyet agisindan geometri basarisindaki
farkhlasmanin dizgiin bir sekilde devam etmedigi gorilebilir. Leder’in (1992) calismasi bu iddiayi
destekler niteliktedir ¢linkii Leder (1992) calismasinda cinsiyet farliliklarinin katilimci 6grencilerin yasina
bagiml oldugunu ortaya koymustur. Bunun disinda, geometride cinsiyetle ilgili farkliliklar geometrinin
alt dallarina ya da konularina bagimli oldugu icin (Ma, 1995), bu galismada kiz 6gretmen adaylari ile
erkek 6gretmen adaylari arasinda tanim basarisi agisindan bir farkhiligin bulunamamis olmasi 6zel
dortgenler konusunun kendisinden kaynaklanmis olabilir.

Calismanin bulgulari, 6gretmen adaylarinin 6zel dortgenleri tanimlamadaki basarilarinin sinif seviyesi
acisindan anlamli olarak farkhlastigini ortaya koymustur. Post hoc testi sonuglari, I. sinif 6gretmen
adaylarinin 6zel dortgenleri tanimlama basarilarinin 1ll. ve IV. sinif 6gretmen adaylarininkinden anlamli
olarak farkhlastigini, Il. sinif 6grencilerininkinden anlamli olarak farklilasmadigini géstermistir. Daha basit
bir ifadeyle, 6gretmen adaylarinin 6zel dértgenleri tanimlamalari I. siniftan Ill. sinifa kadar kademeli
olarak azalirken llI. siniftan IV. sinifa dogru biraz artis géstermistir. Ogretmen adaylarinin 6zel dértgenleri
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tanimlama basarilarindaki dalgalanmanin bir nedeni su olabilir: Sinif seviyeleri ilerledik¢e, 6gretmen
adaylarinin genelde geometri bilgileri ve 6zelde doértgenleri tanimlama bilgileri zayiflamig olabilir. Clink
ilkogretim matematik 6gretmenligi programi 6gretmen adaylarinin geometri dersini birinci sinifta
almalarini zorunlu kilmaktadir ve bu programda sonraki Ug¢ yil boyunca almalari gereken zorunlu
geometri dersi bulunmamaktadir. Ogretmen adaylarinin lll. siniftan IV. sinifa dogru 6zel dértgenleri
tanimlama basarilarinda artis gérilmustir. Bu artisin sundan kaynaklanmis olabilecegi dusiinilmektedir:
Ogretmen adaylarinin IV. sinifta aldiklari okul deneyimi ve 6gretmenlik uygulamasi dersleri onlarin 6zel
dortgenlerin tanimlariyla ilgili bilgilerini desteklemis ve artirmis olabilir.

Secmeli geometri dersi alan gretmen adaylarinin (Geometri Ogretimi Dersini veya Kavram Tanimlari
dersini) 6zel dértgenleri tanimlama basarilarinin (X = 1.20) se¢meli geometri dersi almayanlarinkinden
(X = 1.16) daha yiksek oldugu ortaya gikmistir. Ancak segmeli geometri dersini almis olma katilimcilarin
tanimlama basarilari arasinda anlamli bir farka yol agmamistir. Bu farkin anlamh olmamasina segmeli
geometri dersini alan 6gretmen adayi sayisinin oldukga az olmasi (n = 29) ve dolayisiyla istatistiksel
analizin glicliniin dusik ¢ikmasi neden olmus olabilir. Buna ek olarak, segmeli geometri derslerinden
sorumlu olan 6gretim elemanlarinin derslerinde 6zel dortgenlerin tanimlarina ne kadar yer verdikleri
bilinmemektedir. Yani, bu derslerden sorumlu olan 6gretim elemanlarinin sinif ici uygulamalari ile yazili
miifredat (ders icgerikleri) arasinda bazi farkliliklar olabilir. Bu nedenle, 6gretmen adaylari Geometri
Ogretimi veya Kavram Tanimlari dersinde &zel dértgenlerin formel tanimlariyla ilgili yeterli deneyim
kazanmamis olabilirler.

Benzer sekilde, 6gretmenlik uygulamasi dersini almis olma 6gretmen adaylarinin 6zel dortgenleri
tanimlama basarilarinda anlaml bir farka yol agmamistir. Dérdiinct sinif 6gretmen adaylarinin tanim
basarilar (X = 1.22) Gglincii sinif 6gretmen adaylarininkinden (X = 1.13) daha yiksek gikmis olsa da bu
fark istatistiksel olarak anlamli degildir. Bu farkin anlamli olmamasina 6gretmenlik uygulamasini almisg
olan 6gretmen adaylarinin sayisinin az olmasi (n = 47) ve dolayisiyla istatistiksel analizin glctinin dustk
¢ikmasi neden olmus olabilir. Buna ek olarak, 6gretmen adaylari 6gretmen uygulamasi dersi kapsaminda
ogrencilere 6zel doértgenler konusunu anlatmamis olabilirler. Basitce séylemek gerekirse, ortaokul
matematik 6gretim programina (MEB, 2013) gore dortgenler konusu yalnizca 5. ve 7. sinif 6grencilerine
ogretilmektedir. Bu nedenle, devlet okullarinda danisman 6gretmenleri 5. ve 7. sinif 6grencilerinin
dersine girmeyen 6gretmen adaylari 6zel dortgenler konusunda yeterince uygulama yapmamis ve bu
konunun 6gretiminde kendilerini yeterince gelistirememis olabilirler.

Coklu regresyon analizi sonuglari, geometri dersi notlarinin 6gretmen adaylarinin 6zel dortgenleri
tanimlama basarilarini anlamli olarak yordadigini gostermistir. Birinci sinifta verilen zorunlu geometri
dersi, 6gretmen adaylarinin geometrik tanimlarla ilgili 6n bilgilerini yapilandirir ve sekillendirir ¢linki bu
ders kapsaminda teoremler, aksiyomlar ve geometrik kavramlarin tanimlari yogun bir sekilde ele alinir.
Katihmcilarin geometri dersi notlarinin tanimlarla ilgili 6n bilgilerini temsil ettigi géz online alindiginda,
geometri ders notlari ile 6zel dortgenleri tanimlama basarilari arasindaki anlaml iliski beklenmedik
degildir. Gergekten de, neredeyse tiim egitim arastirmacilari 6n bilginin dnemini ve 6grenci basarisini
yordamada onemli bir rol Ustlendigini kabul etmektedirler (6rnegin, Hailikari, Nevgi ve Komulainen,
2008; Harackiewicz, Barron, Tauer ve Elliot, 2002). Bir konuyla ilgili 6grencilerin dnceden sahip olduklari
bilgi, yeni bilginin olusumunu ve bilgiyi islemenin tim asamalarini etkiler (Dochy, De Ridjt ve Dyck,
2002). Bu nedenle, 6gretmen adaylarinin birinci siniftaki zorunlu geometri dersinde 6zel dortgenlerle
ilgili edindikleri bilgi birikimleri, sonraki yillarda 6zel doértgenlerle ilgili tanim Uretme becerilerini
etkiledigi gorilmektedir.

Ote yandan, katilimcilarin akademik basarilarinin yani agirlikli genel not ortalamalarinin &zel
dortgenleri tanimlama basarilarinin anlamli bir yordayicisi olmadigi gortlmustir. Anlamli bir iliskinin
cikmamis olmasina ilkdgretim matematik 6gretmenligi programinda yer alan derslerin dogasi ve
cesitliligi neden olmus olabilir. Programda yer alan derslerden alinan notlar, geometriyle ve geometrik
tanimlarla ilgili derslerin azligindan dolay1 6gretmen adaylarinin 6zel dortgenlerle ilgili tanim basarilarini
aciklamada yetersiz kalmis olabilir.
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Ma ve Kishor (1997) matematige yonelik tutum ile matematik basarisi arasindaki iliskiyi ortaya
koymak amaci ile yaptigi meta-analiz ¢galismasinda matematik egitimi alan yazininin bu iki yapi arasindaki
iliski hakkinda tutarl bulgular saglayamadigini ortaya koymustur. Oyle gériintyor ki, bu tutarsizlik hala
devam etmektedir. Ornegin, Parsons (1993) 6gretmenlerin geometriye yonelik inanglar ile geometri
bilgileri arasinda glicli bir iliski bulmustur. Benzer sekilde, Duatepe Paksu (2013) tarafindan yiritilen
daha yakin tarihli bir calismada, sinif 6gretmeni adaylarinin van Hiele geometrik disiinme dizeylerinin,
geometriye yonelik 6z yeterliklerinin ve geometriye yonelik tutumlarinin geometri bilgilerini anlamli
olarak yordadigi bulunmustur. Fakat mevcut calismada Ogretmen adaylarinin geometriye yonelik
tutumlarinin 6zel dértgenleri tanimlama basarilarini anlamh olarak yordamadigi ortaya ¢ikmistir. Bu
bulgu, ortaokul matematik dgretmeni adaylarinin geometriye yénelik tutumlar (X = 3.92/5) ile 6zel
dortgenleri tanimlama bilgileri (X = 1.18/2) arasinda belirgin bir fark oldugunu agiga ¢ikarmistir.
Gorinlge gore, 6gretmen adaylarinin geometriye yonelik olumlu algilari yetersiz geometri bilgileri
Gzerine kurulmustur. Bu durum, Thompson’in (1992) &gretmenlerin inanglarinin ve algilarinin
bilgilerinden farkl ve ayri oldugu iddiasini dogrular niteliktedir.

Ozet olarak, bu c¢alismanin bulgulari ortaokul matematik &gretmeni adaylarinin 6zel dértgenleri
tanimlamada disiik basari diizeyine sahip oldugunu gostermektedir. Cinsiyet, segmeli geometri dersi
almis olma ve 0Ogretmenlik uygulamasi dersini almig olma agisindan 6gretmen adaylarinin 6zel
dortgenleri tanimlama basarilari arasinda anlamli bir fark bulunamamistir. Ote yandan, &gretmen
adaylarinin dortgenleri tanimlama basarilari sinif seviyesi agisindan anlamli bir farklilik gdstermistir.
Coklu regresyon analizi sonuglarina gore, 6gretmen adaylarinin geometri dersi notlari 6zel dértgenleri
tanimlama basarilarinin anlamli bir yordayicisiyken agirlikli genel not ortalamalari ve geometriye yonelik
tutum puanlari 6zel dortgenleri tanimlama basarilarinin anlamli bir yordayicisi degildir. Ancak bu
calismanin bulgularinin daha biyuk bir kitleye genellenemeyecegini 6nemle belirtmek gerekir.
Arastirmanin 6rneklemi, Universiteye giris sinavi puanlarina gore alt diizey 6grencileri kabul eden ve ¢ok
fazla prestijli olmayan bir Universitede 6grenim géren ortaokul matematik 6gretmen adaylarindan
olusmaktadir. Bu nedenle, bu g¢alismanin bulgulari sadece benzer o6zelliklere sahip bir kitleye
genellenebilir.

Bu arastirmanin bulgularinin ortaokul matematik 6gretmeni adaylarinin egitimi ve yetistirilmesi
acisindan bazi dogurgulari vardir. Bulgular, 6gretmen adaylarinin 6zel dértgenleri tanimlama basarilarini
hangi arkan plan 6zelliklerinin etkileyebilecegiyle ilgili matematik derslerine giren 6gretim elemanlarini
ve matematik 6gretmeni egitimcilerini bilgilendirmektedir. Boylece, derse girmekle sorumlu 6gretim
elemanlari ve 6gretmen egitimcileri, 6grenmeyi en Ust diizeye gikarmak ve 6gretmen adaylarinin 6zel
dortgenleri ve dortgenlerin tanimlarini daha iyi anlamalarini saglamak icin 6grencilerin arka plan
ozelliklerini dikkate alarak sinif igi uygulamalarinda degisiklige gidebilirler.

Son olarak, bu calisma 6gretmen adaylarinin 6zel dortgenleri tanimlama basarilariyla iliskili diger
degiskenlerin acgiga cikarilmasi gerektigini ileri sirmektedir. Bu sebeple, ileriki arastirmalarda su sorulara
yanit aranabilir: Ogretmen adaylarinin 6zel dértgenleri tanimlama basarilariyla iliskili diger arka plan
dzellikleri nelerdir? Ogrencilerin siniflarinin veya okullarinin &zellikleriyle tanim {retme basarilari
arasinda anlamli iliskiler var midir? Ogretmen adaylarinin arka plan dzellikleri ile diger matematik veya
geometri konularindaki basarilari arasinda bir iliski var midir? Ogrencilerin geometri basarilariyla (6zel
olarak dortgenleri tanimlama basarilariyla) iliskili faktorlerin agikhga kavusturulabilmesi icin ¢ok daha
fazla arastirmaya ihtiyag vardir.
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Introduction

The overwhelming burden of responsibilities and workload can result in stress and pressure in every
stage of life. Adult individuals try to cope with these responsibilities and workload, while students
making an effort be successful in academic exams and centralized examinations. As a result of the
intensive examinations, students who are in secondary education embark on a new race in order to
transition to university. For students, the duties and responsibilities to be fulfilled at school, in addition
to the expectations of school and family, concern for their future and career planning become very
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tiresome. High school students become even more challenged with the additional burden of
adolescence-related issues. Some students manage to cope with these challenges in this period,
whereas others fail and undergo various problems such as school burnout, depression and anxiety.

School Burnout

The concept of burnout, widely encountered at schools in recent years, is a problem commonly
associated with an individual’s professional life. ‘Burnout’ was initially introduced by Herbert
Freudenberger (1974), who described it as the feeling of being worn out, exhausted and a failure
resulting from the overuse of energy, power and other internal resources. Burnout has been a subject of
interest in many cultures, with numerous studies conducted since the term was introduced (Cherniss,
1988; Lee and Ashfort, 1996; Maslach & Jackson, 1981; Shirom, 1989). Maslach, Schaufeli and Leiter
(2001) describe the concept of burnout as the uncontrolled use of an individual’s energy, power and all
other resources as a result of physical, mental and emotional wear and tear.

As a widely encountered issue particularly among face-to-face occupational groups, “burnout” has in
time exceeded occupational boundaries and became a more generic issue. For instance, unemployed
individuals, people that have failed to achieve their goals in life, or those who fail to gain their expected
scores from examinations may also undergo burnout (Sarigéz & Cermik, 2012). The intense study pace
may become a serious source of stress for students (Seger & Gengdogan, 2012). The findings of the
research showed that the stress levels of the students who passed the important examination processes
were higher when compared to the other students (Kutsal & Bilge, 2012); academic stress, anxiety in
students, time management and satisfaction with leisure activities (Misra & Mckean, 2000). In some
studies, it has been stated that stress is one of the causes of burnout (Capulcuoglu & Giindiiz, 2013;
Parker & Salmela-Aro, 2011). Although students are not regular employees of schools, the act of
studying has been regarded as an occupation as a result of the expectations of school and family from
students and their everlasting duties and responsibilities; in addition to their obligation to attend school
on weekdays (Salanova, Schaufeli, Martinez & Breso, 2009; Salmela-Aro, Savolainen & Holopainen,
2009; Schaufeli, Martinez, Pinto, Salanova & Bakker, 2002; Yang, 2004).

School burnout has been defined as the feeling of being worn out by the expectations of school
thereby taking a cynical and negligent attitude toward the school and feeling incompetent (Salmela-Aro,
Kiuru, Leskinen & Nurmi, 2009; Salmela-Aro, Kiuru, Pietikainen, & Jokela, 2008). Similarly, Aypay (2011)
defined school burnout as students’ undergoing physical, mental and emotional depreciation resulting
from the demanding nature of school and educational life. School burnout has three subdimensions:
emotional exhaustion, depersonalization, and a feeling of underachievement (Salmela-Aro et al., 2008).
Students who think that they cannot meet the demands and expectations of the education process and
will fail can be emotionally exhausted, become cynical and irresponsible with regard to the duties and
responsibilities of the school, and may become insensitive, which can lead to a lack of success (Kutsal,
2009).

Students encounter various difficulties in every stage of their education. The high school years pose
a higher risk of school burnout with an increase in academic responsibilities and duties in addition to the
concerns that high school students have for the future. The higher possibility of undergoing school
burnout in high school years highlights the need to conduct in-depth studies on school burnout-related
issues. Findings from previous literature revealed that school burnout may be associated with a variety
of variables. In some of these studies, a negative correlation was reported between school burnout and
academic success (Balkis, Duru, Bulus & Duru, 2011; Bask & Salmela-Aro, 2013; May, Bauer & Finchama,
2015), psychological well-being (Kara, 2014) and subjective well-being (Aypay & Eryilmaz, 2011; Parker
& Salmela-Aro, 2011; Raiziene, Pilkauskaite-Volickiene & Zukouskiene, 2014; Tuominen-Soini, Salmela-
Aro & Niemivirta, 2011); whereas a positive and significant correlation was reported between school
burnout and having weak family ties (Salmela-Aro & Tynkkynen, 2012), academic distress (Santen, Holt,
Kemp & Hemphill, 2010), some psychological problems such as depression, anxiety and stress (Capri &
Sonmez, 2013; Dahlin & Runeson, 2007; Salmela-Aro & Upadyaya, 2015; Seger, 2015).
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Depression among Adolescents

Symptoms of depression include decreased desire to eat or overeating, problems sleeping or
oversleeping, diminished intrinsic energy or feeling exhausted, decreased self-esteem, difficulty in
focusing and deciding, and hopelessness (APA, 2013). Depression is defined as a psychological syndrome
that manifests with various symptoms such as thinking, speaking in an effective manner, retarded
motions, calmness, feeling worthless and underestimating oneself, reluctance and desperation (Oztiirk
& Ulusahin, 2011). The term ‘depression’ that seen at mild, moderate and major levels according to
their severity is used to define an abnormal mood governed by unhappiness and misery. Depressive
symptoms can be defined as a reaction of individuals to unexpected environmental changes and vital
events (Turkgapar, 2013).

Previous studies show that depression is a mental disorder widely encountered among adolescents
(Bodur & Kigtikkendirci, 2009; Durukan et. al, 2011; Eskin, Ertekin, Harlak, & Dereboy, 2008; Lewinsohn,
Rohde, & Seeley, 2000; Melnyk, Brown, & Jones, 2003). Several findings indicate that depression
suffered in adolescence is closely associated with the personal, social, private and academic life of
individuals. Research results also show that the risk of depression and likelihood of undergoing related
mental disorders is associated with a depression history among family members (Mizrahi, 2016), conflict
between parents and adolescents (Weismann et al., 2006), school failure and low average grades
(Undheim & Sund, 2005), the use of alcohol and cigarettes (Malone, 2013), peer groups and an
adolescent’s relationship with peers (Afifi, Al Riyami, & Morsi, 2006), and negative opinions on physical
appearance and self-esteem (Eberhart, Shih, Hammen, & Brennan, 2006). Studies about the prevalence
and epidemiology of depression indicate that depression is prevalent at a rate of two percent and five
percent before and during adolescence respectively (Kessler, Avenevoli, & Merikangas, 2001; Gorker,
Korkmazlar, Durukan, & Aydogdu, 2004). The findings of another study showed that the prevalence of
severe depression was 9.6 percent, and 5.4 percent among female and male high school students
respectively (Ertem & Yazici, 2004). In another study, the prevalence of depression among students aged
between 16 and 18 years old was found to be 26.2 percent (Bostanci, Ozdel, & Oguzhanoglu, 2005).

Anxiety among Adolescents

Anxiety is commonly defined as a subjective psychiatric disorder and sense of restlessness, emerging
without the need for a source of stress or another stimulus, and preventing individuals from performing
their daily functions and activities (APA, 2007). Related studies show that anxiety is very common
among children and adolescents (Schniering, Hudson & Rapee, 2000; Verhulst, Ende, Ferdinand &
Kasius, 1997). As indicated by some of the epidemiologic study results, the prevalence of anxiety among
children varies between eight percent and 17.3 percent (Bernstein, Borchardt & Perwien, 1996; Costello,
1989). Beesdo, Knappe and Pine (2009) reported that the prevalence of lifelong anxiety disorder in
children and adolescents varies between 15 percent and 20 percent. A study of 1079 adolescents aged
from 12-18 years old showed that the prevalence of anxiety disorder is 7.5 percent and 6.8 percent
among female and male individuals respectively (Gérker et al., 2004). It has been reported that anxiety
disorders induce adverse results on the school, domestic and social functions of children and
adolescents (Silver, Shapiro & Milrod, 2013) and children and adolescents diagnosed with anxiety
disorders undergo difficulties in academic fields due to low self-esteem, social isolation and low social
skills (Strauss, 1988).

Literature indicates that depression and anxiety emerge as serious problems, particularly among
adolescents. Several studies (Burwell & Shirk 2006; Kandemir, 2012; Meadows, Brown, & Elder, 2006;
Ozcan et al., 2013; Ozyiirek & Demiray, 2010; Tiirkles, Hacihasanoglu & Capar, 2008; Zorbaz & Tuzgdl
Dost, 2014) have addressed the relationship between depression, anxiety and a variety of variables;
however, few studies have been carried out on school burnout and the effects that the psychological,
social and academic condition of adolescents have on anxiety and depression. It is important to
investigate the relationship between school burnout and depression and anxiety in the the findings that
depression predicts school burnout (Capri & Sonmez, 2013; Salmela-Aro et al., 2008; Secer, 2015) and
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school burnout may lead to depression (Fiorillia, Stasioa, Chiacchiob, Pepec & Salmela-Aro, 2017;
Salmela-Aro, Upadyaya, Hakkarainen, Lonka & Alho, 2017).

School burnout has been estimated to have a significant effect on depression and anxiety as it is
accompanied by emotional exhaustion, depersonalization and the feeling of underachievement. In this
respect, school burnout is considered as a significant potential risk of depression and anxiety among
adolescents. This is further supported by the vast number of depression and anxiety-related findings in
the studies performed with high school students who undergo academic underachievement (Bulut Serin
& Topses, 2017; Fergusson & Woodward, 2002; Li, & Lerner, 2011; Maurizi, Grogan-Kaylor, Granillo &
Delva, 2013; Wang & Sheikh-Khalil, 2014). In this context, investigation of the relationship between
school burnout, depression and anxiety constitutes the aim of this research.

Method
Research Model

This study was carried out as a descriptive research with a survey method. This model is generally
used to determine the interaction between two or more variables and the extent of the interaction. A
survey method does not yield a real cause and effect relationship; instead, it enables prediction of a set
of variables and their status in line with the information as to a specific variable (Buytikozturk, Cakmak,
Akgiin, Karadeniz & Demirel, 2014).

Participants

The population of this research consisted of high school students in state schools in Erzurum
provincial centre in the 2015-2016 school year. A convenience sampling method was used in the
research. In calculating the population’s size, total figures related to the population were obtained from
the Provincial Directorate of National Education on the basis of a 99 percent confidence interval in an
attempt to achieve the sample size that was high enough to represent the total figure (25500). The
research process started in accordance with the permission received from the Provincial Directorate of
National Education, and the researcher gathered the data. After informing the students about the
research, data collection tools were applied to the volunteer students.

Gender, age range, class level and school type information of the study group are shown in Table-1.
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Table-1.

Descriptive Statistics on Some Demographic Characteristics of the Study Group

Veriables N %
Female 346 51.4
Gender Male 366 48.6
Total 712 100
14 29 4.1
15 226 32.6
16 248 35.7
AgeRange 147 21.2
18 43 6.2
Total 693 100
9 370 52.4
10 198 28
Class Level 11 102 14.4
12 36 5
Total 706 100
Science and Technology 44 6.2
Social Sciences 26 3.6
Native Anatolian 396 56.1
School Type Vocational and Technical 180 25.5
Anatolian Imam Hatip 59 8.3
Total 705 100
Instrument

School Burnout Inventory

This inventory was developed by Salmela-Aro et al. (2009) as a self-report Likert-type scale to
measure school burnout among children. The Turkish version was introduced by Secer, Halmatov, Veyis
and Ates (2013). The scale consists of three sub-scales — emotional exhaustion, depersonalization and
feeling of underachievement — with nine items. Confirmatory factor analysis of the scale was performed,
and the three-factor structure of the scale was found for the Turkish sample (RMSEA; .06, CFI;.94,
TLI.93). Cronbach alpha internal consistency reliability coefficient of the scale was .87 and test-retest
reliability was reported as .88.

Depressive Symptoms Inventory

This scale was developed by Ebesutani et al. (2012) to evaluate the symptoms related to depression
and anxiety disorders among children and adolescents, and its Turkish adaptation was introduced by
Secer and Simsek (2015). This Likert-type scale consists of 25 items and two subscales. High scores
received from the two subscales are indicative of the high probability of depression and anxiety
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symptoms. The adaptation study is conducted with children and adolescents between 13-18 years old.
Construct validity confirmatory factor analysis was performed during its adaptation into Turkish culture,
which yielded significant CFA results (RMSEA: .071, RMR: 065, SRMR: .070, NFI: .97, CFl: .98). The
Cronbach alpha internal consistency reliability coefficient of the scale was .87 and the item total
correlation values varied between .37 and .81, and it was determined that the scale had sufficient
reliability values.

Data Collection Procedure

Following the implementation of the data collection tools, the inventory forms completed by the
participants were subjected to a general review and 14 inventory forms with missing or multiple
answers or those deemed invalid were excluded from the data set. The data were initially transferred to
a digital environment and then the data set was reviewed in terms of extreme values. This resulted in
the exclusion of 22 forms from the analysis. Following the extreme value check, the scale’s suitability for
assumptions of parametric tests was evaluated. In this context, a Kolmogorov-Smirnow test was applied
for normality, and the inventory was not found to meet the normality requirements (p=.00). This is
common in large samples (Pallant, 2017). Then histogram, Q-Q graph, P-P graph, skewness and kurtosis
values were examined together (Seger, 2015) and the scale’s suitability for assumptions of parametric
tests was detected. Finally, 712 of 748 students were included in the analysis. After ensuring that the
data set met the single and multi-variable normality criteria required for parametric tests, the statistical
analyses were performed using the SPSS 22.00 software package.

The fundamental criteria of regression analysis were checked whether there is a multiple-connection
problem. In line with the obtained data, the tolerance value of emotional exhaustion, depersonalisation
and underachievement subscales were found as .58, .48 and .46 respectively. The values, which were
higher than .10, are indicative of the normality of the dataset. VIF values were found as 1.70, 2.04 and
2.14 respectively. VIF scores lower than 10 indicate that the data set does not have a multicollinearity
problem. Finally, the Durbin-Watson value (1.93) indicates that the data set is suitable for regression
analysis as this value remains between 1-3, which are the criteria values.

Results

During the course of the research, a Pearson product-moment correlation analysis was performed to
determine the relationship between school burnout and depression-anxiety, and a multiple linear
regression analysis was performed to determine the predictive role of school burnout on depression and
anxiety and findings is shown in Table-2, Table-3 and Table-4.

The findings obtained after the analysis of research data are given below.
Table-2.

Correlation between School Burnout, Depression and Anxiety

Variable X sd 1 2 3 4 5
1. Depression 22.16 6.06 -

2. Anxiety 28. 89 7.82 .67%* -

3. Emotional Exhaustion 12.39 3.46 A9** A0** -

4. Depersonalization 8.37 3.43 .50%* .35%* .58%** -

5. Feeling of 5.50 2.28 AB** .39%* .60** .69** -
Underachievement

** p<.01

As indicated in Table-2, there are positive and significant correlations between emotional exhaustion
and depression (r=.488, p<.01) and anxiety (r=.402, p<.01); between depersonalisation and depression
(r=.500, p<.01) and anxiety (r=.345, p<.01); and between the feeling of underachievement and
depression (r=.480, p<.01) and anxiety (r=.392, p<.01).

606



Kogak ve Seger — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 47(2), 2018, 601-622

Table-3.

Multiple Linear Regression Analysis for School Burnout and Depression

Variable B Standard Error t p
Constant 10.751 .703 15.285 .00
Emotional Exhaustion 436 .071 .249 6.171 .00**
Depersonalization 432 .078 .245 5.531 .00**
Feeling of .432 120 .163 3.591 .00**

Underachievement

R=.56, R*=.32, F=112.05, **p< .01

As indicated by the values in Table-3, emotional exhaustion, depersonalisation and the feeling of
underachievement combined account for 32 percent of the variance in depression (R=.56, R?=.32,
F=112.05, p<.01). An analysis of predictor variables in addition to B and t values show that emotional
exhaustion (B=.25, t=6.171), depersonalisation (B=.25, t=5.531) and the feeling of underachievement
(B=.16, t=3.591) are significant predictors of depression in descending order of significance.

Table-4.

Multiple Linear Regression Analysis for School Burnout and Anxiety

Variable B Standard Error B t p
Constant 17.006 .987 17.225 .00
Emotional Exhaustion .549 .099 .243 5.533 .00**
Depersonalization .159 .110 .070 1.446 .14
Feeling of .681 .169 .198 4.033 .00**

Underachievement

R=.45, R?=.20, F= 58.746, **p< .01

The figures in Table-4 show that emotional exhaustion, depersonalisation and the feeling of
underachievement collectively account for 19% of the overall variance in anxiety (R=.45, R?=.20,
F=58.746, p<.01). However, predictor variables, 3 and t values indicate that the depersonalisation
subscale (B=.07, t=1.446) alone is not a significant predictor of anxiety; emotional exhaustion (B=.24,
t=5.533) and feeling of underachievement (B=.20, t=4.033) are significant predictors of anxiety in
descending order of relative significance.

Discussion & Conclusion

In the research it is determined that there was a positive and significant correlation between school
burnout, depression and anxiety in high school students.

Related literature shows similar results to those found in this research. Many studies have revealed
positive and significant associations between school burnout and depression (Dahlin & Runeson, 2007;
Dyrbye, Thomas, Harper, Massie, Power & Eacker, 2009; Nagar, Baykan & Cetinkaya, 2012; Schonfeld &
Renzo, 2016, Yan, Lin, Su & Liu, 2018). Capri & Sonmez’s (2013) study of high school students yielded
positive and significant findings between the depression and anxiety scores of students. Furthermore,
Salmela-Aro et al., (2017) reported that there is a significant correlation between internet usage, school
burnout and depressive symptoms. Studies on school burnout also revealed the presence of significant
correlations between burnout and depression (Fiorillia et al., 2017; Kiuru, Aunola, Nurmi, Leskinen &
Salmela-Aro, 2008; Salmela-Aro et al., 2008; Salmela-Aro & Upadyaya, 2015; Walburg, Mialhes &
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Moncla, 2016). The positive and significant correlation found between school burnout, depression and
anxiety is consistent with related research findings.

In the study, it was determined that school burnout had positive and predictive effects on
depression and anxiety in high school students. The findings of the research revealed that all three
scales of school burnout predicted the depression subscale. However, the emotional exhaustion and
feeling of underachievement subscales predict anxiety, but the depersonalisation subscale was not
found to be a significant predictor for anxiety. Literature findings show that there is a predictive
relationship between anxiety and depersonalization subscale (Gapulcuoglu, 2012; Capri and S6nmez,
2013; Salmela-Aro et al., 2009, Slivar, 2001) and this study’s findings are not consistent with similar
investigations. While there is a significant relationship between depersonalisation and anxiety, other
variables (emotional exhaustion and feeling of underachievement) taken into account for regression
equality show that there may be a mediating effect between depersonalisation and anxiety. For this
reason, the depersonalisation subscale may not have predicted anxiety.

In the related literature, there is limited number of studies as to whether school burnout predicts
depression and anxiety. Fiorillia et al.’s (2017) study of high school students indicated that school
burnout has strong direct and indirect effects on depressive symptoms. Moreover, a study on school
burnout among high school students revealed that depression and anxiety symptoms were found to be
significant predictors for all three subscales of school burnout (Capri & Sénmez, 2013). In a study
conducted with university students, anxiety and stress was found to be significant predictors of school
stress (P6hlmann, Jonas, Ruf, & Harzer, 2005). Seger (2015) studied burnout among university students
and reported that psychological adjustment disorders such as depression, anxiety, stress are significant
predictors of school burnout. Another study of high school students suggests that excessive internet use
may lead to school burnout and that school burnout may lead to depressive symptoms (Salmela-Aro et
al., 2017). Salmela-Aro et al. (2008) carried out research on two different adolescent groups and
concluded that school burnout was predicted by depression and in turn, depression was predicted by
school burnout. The notable finding in this study is that school burnout more strongly predicted
subsequent depressive symptoms later on rather than vice versa. This finding can be interpreted as a
correlation between school burnout and depressive symptoms that depressive symptoms in puberty will
have a triggering effect on school exhaustion.

School burnout is a concept that must be taken seriously due to the possibility that it leads to
depression (Salmela-Aro et al., 2009). Based on the results of this research, it appears that school
burnout can be an important causal factor for depression and anxiety. The fact that the concept of
school plays a central role in the life of high school students, that the high school years have great
importance in the context of transition to university and that this period coincides with adolescence
means that the school experience can lead to school burnout in students. Students who are
experiencing depression and anxiety can perceive and assess their situation at school more adversely
due to the effects of school burnout. As a result, depression and anxiety may also increase with the
increase in school burnout. In this respect, school burnout can be considered as a risk factor for
depression and anxiety experienced during adolescence.

School burnout has the potential to pose an obstacle for students fulfilling their school duties and
responsibilities, thereby having adverse effects on their educational life through preventing them from
meeting expectations and coping with educational issues. As a result, it can be considered that the
students who experience school burnout may have more possibilities of experiencing emotional
disturbances such as depression and anxiety. In this context, detection of the students who undergo
school burnout and providing them with the required psychological assistance can be proposed as a
primary suggestion. in addition, determination of how factors such as parent attitudes, teacher
approaches, school perception of the student and loyalty-attachment to the school can induce school
burnout would contribute to the development of preventive counselling services. Also, With family and
teacher trainings to be organized, parents and teachers can be informed about school burnout and help
students overcome this problem. School administrators could reduce the expectation of academic
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success by introducing extra curricula activities such as arts and sports events, competitions, trips that
will increase students’ loyalty to the school and can bring the students’ perception of school to a
positive level. In addition, psychological counsellors working in schools may develop individual and
group psychological counselling sessions and psychoeducation programs focusing on prevention and
reduction of school burnout in the sense that school burnout is a significant predictor of depression and
anxiety in high school students. With regard to the finding that the depersonalisation subscale cannot
predict anxiety, using the scales in this research, re-research with high school students in the 14-18 age
group may be important in terms of testing this finding. Also, investigations can be made to discover
other variables that have intermediary effects between depersonalisation subscale and anxiety.

Selection of adolescents aged 14-18 receiving education in a provincial centre’s state schools as the
study group and the use of a survey method, assuming that the measurements are based on self-report
and that individuals participating in the research have accurate and unbiased statements on their own
situation can be seen as the limitations of this research. In addition to performing experimental studies
on the concepts of school burnout, depression and anxiety, the use of larger populations with children
fewer than 14 and private school students from a variety of provinces and regions hold importance for
the generalisability of the research findings.
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Tiirkge Siirimui

Giris

Yasamin her alaninda artan sorumluluklar ve is yukd, stres ve baskiyl da beraberinde getirmektedir.
Yetiskinler yasam sorumluluklari ve mesleklerinin gerektirdigi is yluklyle miicadele ederken; 6grenciler
de akademik galismalarda ve merkezi sinavlarda basarili olmak icin ¢aba sarf etmektedir. Yogun sinav
siiregleri sonucunda ortadgretim kurumlarina yerlesen 6grenciler, yeterince dinlenemeden kendilerini
Uiniversiteye gecis adiyla yeni bir yarisin icinde bulmaktadir. Okulda 6grencinin yerine getirmesi gereken
gorev ve sorumluluklar, okul ve ailenin 6grenciden beklentileri, 6grencinin gelecek ve kariyer planlama
kaygisi gibi sebepler 6grenciyi yormaktadir. Biitiin bunlara ergenlik sorunlarinin eklenmesiyle beraber;
lise donemi 6grenciler igin zor bir siirece dontismektedir. Bu siirecteki zorluklarla bazi 6grenciler olumlu
bir sekilde basa cikabilirken; bazilari zorluklarin stesinden gelemeyip okul tilkenmisligi, depresyon ve
kaygi gibi problemler yasayabilmektedir.

Okul Tukenmigligi

Son yillarda okul kavrami ile birlikte kullanilan tikenmislik; genel anlamda is ve meslek yasami ile ilgili
bir sorun olarak bilinmektedir. Tikenmislik ilk kez Herbert Freudenberger (1974) tarafindan eneriji, glic
ve diger kisisel i¢ kaynaklarin asiri kullanimi sonuncu ortaya ¢ikan yipranma, basarisiz olma ve bitkin
diisme hali olarak tanimlanmistir. ilerleyen yillarda yapilan ¢ok sayida arastirma (Cherniss, 1988; Lee ve
Ashfort, 1996; Maslach ve Jackson, 1981; Shirom, 1989) ile tiikenmislik, bircok kiltiirde dikkat ¢eken bir
konu olmustur. Maslach, Schaufeli ve Leiter (2001) tikenmislik kavramini; bireylerin enerji, glic ve diger
tim kaynaklarini kontrolstiz bir sekilde kullanmasi sonucu bedensel, zihinsel ve duygusal agidan
yipranma ve bitkin diisme hali olarak ifade etmistir.

Ozellikle yiiz yiize etkilesim iceren meslek gruplarinda siklikla ele alinan tiikenmislik, zamanla isyeri
sinirlarini asarak; daha kapsamli sekilde ele alinmaya baslamistir. S6z gelimi issiz bireylerde, hayatta
amaglarina ulasamamis yetiskinlerde ya da sinavlardan bekledigi 6lglide puanlar elde edememis
dgrencilerde de titkenmislik yasanabilmektedir (Sarigdz ve Cermik, 2012). Ogrenciler igin yogun egitim
temposu 6nemli bir stres kaynagina donlisebilmektedir (Secer ve Gengdogan, 2012). Arastirma bulgulari,
o6nemli sinav sireglerinden gecen 6grencilerin stres dizeylerinin, diger 6grencilerle karsilastirildiginda
daha yiksek oldugunu gosterirken (Kutsal ve Bilge, 2012); akademik stresin 6grencilerde kaygi, zaman
yonetimi ve bos zaman etkinliklerinden doyum alma gibi kavramlarla iliskili oldugunu ortaya
koymaktadir (Misra ve Mckean, 2000). Bazi arastirmalarda ise, stresin, tikenmisligin nedenlerinden biri
oldugu belirtilmistir (Capulcuoglu ve Giindiiz, 2013; Parker ve Salmela-Aro, 2011). Ogrenciler dogrudan
okul ¢alisani olmadigi halde; hafta ici her giin okula gitmeleri okuldaki gérev ve sorumluluklarinin
sureklilik gostermesi, 6grenciligin bir is olarak degerlendiriimesine zemin hazirlamistir (Salanova,
Schaufeli, Martinez, ve Breso, 2009; Salmela-Aro, Savolainen ve Holopainen, 2009; Schaufeli, Martinez,
Pinto, Salanova ve Bakker, 2002; Yang, 2004).

Okul tiikenmisligi, 6grencinin okulun beklentilerinden tiikenmesi, okula dair alayci ve umursamaz bir
tutum gelistirmesi ve kendini yetersiz hissetmesi seklinde ifade edilmistir (Salmela-Aro, Kiuru, Leskinen
ve Nurmi, 2009; Salmela-Aro, Kiuru, Pietikdinen ve Jokela, 2008). Aypay (2011) ise okul tiikenmisligini;
okulun ve genel anlamda egitim yasantisinin 6grenciden asiri talepte bulunmasi sonucu, 6grencinin
fiziksel, zihinsel ve duygusal olarak yipranmasi ve bitkin diismesi olarak agiklamaktadir. Okul
tikenmisliginin duygusal tiikenme, duyarsizlasma ve disik basari hissi seklinde li¢ alt boyutu oldugu
belirtilmistir (Salmela-Aro vd., 2008). Egitim siirecinde, asiri talep ve beklentileri karsilayamayacagini ve
basarisiz olacagini diisiinen 6grenci; duygusal agidan tiikenebilir, okuldaki gérev ve sorumluluklara karsi
alayci ve umursamaz bir tutum sergileyerek duyarsizlasabilir ve diisiik basari hissine kapilabilir (Kutsal,
2009).
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Ogrenciler egitimin her asamasinda cesitli zorluklar yasamaktadir. Lise yillarinda égrencilerin ergenlik
déneminde olmasi, akademik anlamda gorev ve sorumluluklarinin artmasi ve yogun gelecek kaygisi
yasamalari, bu doénemi okul tikenmigligi agisindan riskli hale getirmektedir. Lise déneminde okul
tikenmisliginin yagsanma ihtimalinin fazla olmasi, okul tikenmigliginin iliskili olabilecegi problemleri
arastirmayi gerekli kilmaktadir. Yapilan bazi arastirmalarda okul tikenmisligi ile akademik basari (Balkis,
Duru, Bulus ve Duru, 2011; Bask ve Salmela-Aro, 2013; May, Bauer ve Finchama, 2015), psikolojik iyi olus
(Kara, 2014) ve 6znel iyi olus arasinda (Aypay ve Eryllmaz, 2011; Parker ve Salmela-Aro, 2011; Raiziene,
Pilkauskaite-Volickiene ve Zukouskiene, 2014; Tuominen-Soini, Salmela-Aro ve Niemivirta, 2011)
negatif; aile baglarinin zayif olmasi (Salmela-Aro ve Tynkkynen, 2012), akademik stres (Santen, Holt,
Kemp ve Hemphill, 2010), depresyon, kaygi ve stres gibi bazi psikolojik sorunlar (Capri ve Sénmez, 2013;
Dahlin ve Runeson, 2007; Salmela-Aro ve Upadyaya, 2015; Secer, 2015 ) ile okul tikenmisligi arasinda
pozitif iliskiler oldugu belirlenmistir.

Ergenlerde Depresyon

Depresyon; yeme isteginin azalmasi veya asiri yemek yeme, uyuyamama ya da asiri uyuma, enerji
disukligu ve bitkinlik hissetme, benlik saygisinda azalma, odaklanma ve karar vermekte gliclik yasama
ve umutsuzluk duygular gibi ¢ok sayida belirti ile gézlenen ¢okkinlik durumu olarak tanimlanmistir
(APA, 2013). Oztiirk ve Ulusahin (2011) depresyonu; derin {iziintiilii bir duygulanim iginde diistinme,
konusma ve hareketlerde yavaslama ve durgunluk, degersizlik, kendini kiiciik gorme, isteksizlik,
karamsarlik gibi cok sayida belirtiyi iceren bir rahatsizlik olarak ifade etmektedir. Yogunluguna gore hafif,
orta ve agir dizeylerde gorilebilen depresyon, mutsuzluk ve kederin hakim oldugu normal disi bir
duygudurumu tanimlamada kullanilmaktadir. Depresif belirtiler bireyin ¢evresel degisiklikler ve yasamsal
olaylara verdigi bir tepki olarak da ele alinmaktadir (Turkcapar, 2013).

Yapilan arastirmalarda, depresyonun ergenlerde yaygin olarak ortaya ¢ikan rahatsizliklardan biri
oldugu ve ergenlikte yasanan depresyon ile kisisel, sosyal, ailevi ve akademik yasantilar arasinda yakin
iliski bulundugu goérilmektedir (Bodur ve Kiiglikkendirci, 2009; Durukan vd., 2011; Eskin, Ertekin, Harlak
ve Dereboy, 2008; Lewinsohn, Rohde ve Seeley, 2000; Melnyk, Brown ve Jones, 2003). Arastirma
bulgulari, aile Gyelerinde depresyon oOykisid olmasinin (Mizrahi, 2016), ebeveyn-ergen catismasinin
(Weismann vd., 2006), okul basarisizhiginin ve disiik not ortalamasinin (Undheim ve Sund, 2005) alkol ve
sigara kullaniminin (Malone, 2013), akran gruplarinin ve ergenin akranlariyla olan iliskisinin (Afifi, Al
Riyami ve Morsi, 2006) ve fiziksel gorinim ve 6zsaygiya iliskin olumsuz bakis agisinin (Eberhart, Shih,
Hammen ve Brennan, 2006) depresyon ile iliskili oldugunu ortaya koymaktadir. Depresyon yayginligi ile
ilgili yapilan arastirmalarda, depresyon yayginliginin ergenlik dénemi éncesinde % 2, ergenlik doneminde
ise % 5 oldugu belirtilmistir (Kessler, Avenevoli ve Merikangas, 2001; Gorker, Korkmazlar, Durukan ve
Aydogdu, 2004). Baska bir arastirmada lise 6grencisi kizlar arasinda agir depresyon yayginliginin % 9.6
oraninda gorildigu, erkeklerde ise bu oranin % 5.4’ e diistigu tespit edilmistir (Ertem ve Yazici, 2004).
Bir diger arastirmada ise 16 - 18 yas grubundaki 6grencilerde depresyon goriilme oraninin % 26.2 oldugu
saptanmistir (Bostanci, Ozdel ve Oguzhanoglu, 2005).

Ergenlerde Kaygi

Oznel bir rahatsizlik ve huzursuzluk hissi seklinde ifade edilen kaygi; herhangi bir stres kaynagi ya da
uyaran olmadigl halde ortaya ¢ikan ve glinliik etkinliklerin yerine getirilmesini engelleyecek siddette
meydana gelen psikiyatrik bir bozukluk olarak tanimlanmaktadir (APA, 2007). Arastirmalar, kayginin
cocuk ve ergenlerde olduk¢a yaygin oldugunu gostermektedir (Schniering, Hudson ve Rapee, 2000;
Verhulst, Ende, Ferdinand ve Kasius, 1997). Bazi epidemiyolojik calismalarda, cocuk ve ergenlerde kaygi
gorilme sikliginin % 8 ile % 17.3 oldugu tespit edilmistir (Bernstein, Borchardt ve Perwien, 1996;
Costello, 1989). Beesdo, Knappe ve Pine (2009)’'in arastirmasinda; ¢ocuk ve ergenlerde yasam boyu kaygi
bozuklugu gorilme sikliginin % 15 ile % 20 arasinda degistigi saptanmistir. 12 - 18 yas araligindaki 1079
ergen Uzerinde gergeklestirilen bir arastirmada; kaygi bozuklugu oraninin kizlarda % 7.5, erkeklerde ise %
6.8 oldugu belirtilmistir (Gorker vd., 2004). Kaygi bozukluklarinin, cocuk ve ergenlerin okul, aile iliskileri
ve sosyal islevselliklerinde olumsuz sonuglara yol actigi (Silver, Shapiro ve Milrod, 2013); kaygi bozuklugu

611



Kogak ve Seger — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 47(2), 2018, 601-622

olan c¢ocuk ve ergenlerin diisiik benlik saygisi, sosyal izolasyon, diisik sosyal beceri ve akademik
alanlarda zorluk yasadigi ifade edilmektedir (Strauss, 1988).

Literatiire iliskin veriler, ergenler arasinda depresyon ve kayginin énemli bir problem oldugunu,
ergenlerde yaygin olarak goruldiglini ortaya koymaktadir. Yapilan arastirmalarda ergenlerde depresyon
ve kaygi ile bircok degisken arasindaki iliskinin (Burwell ve Shirk 2006; Kandemir, 2012; Meadows, Brown
ve Elder, 2006; Ozcan vd., 2013; Ozyiirek ve Demiray, 2010; Tirkles, Hacthasanoglu ve Capar, 2008;
Zorbaz ve Tuzgdl Dost, 2014) ele alinmasina karsin, bireylerin psikolojik, sosyal ve akademik durumlari
basta olmak Uzere birgok yonden olumsuz etkilenmelerine yol agabilen okul tikenmisliginin depresyon
ve kaygi Uzerindeki olasi etkilerinin heniiz yeterince ele alinmadigl sdylenebilir. Depresyonun okul
tiikenmisligini yordadig bulgulari (Capri ve S6nmez, 2013; Salmela-Aro vd., 2009; Seger, 2015) ve okul
tikenmisliginin de depresyona yol acgabilecegi bulgulari (Fiorillia, Stasioa, Chiacchiob, Pepec ve Salmela-
Aro, 2017; Salmela-Aro, Upadyaya, Hakkarainen, Lonka ve Alho, 2017) dikkate alindiginda, okul
tikenmisligi ile depresyon ve kaygi arasindaki iliskinin arastirilmasi 6nem tasimaktadir.

Okul tikenmisliginin dogasi geregi duygusal tiikenme, duyarsizlasma ve dusik basari hissi siiregleri
ile depresyon ve kaygi Uzerinde etki olusturabilecegi tahmin edilmektedir. Bu yonlyle ergenlerde
depresyon ve kaygl yasamasinda okul tikenmigliginin  6nemli bir risk kaynagi olabilecegi
distntlmektedir. Akademik agidan sorun yasayan lise 6grencileri ile yapilan arastirmalarda depresyon
ve kaygl bulgularina sikga rastlanmasi (Bulut Serin ve Topses, 2017; Fergusson ve Woodward, 2002; Li, ve
Lerner, 2011; Maurizi, Grogan-Kaylor, Granillo ve Delva, 2013; Wang ve Sheikh-Khalil, 2014) bu
distnceyi glclendirmektedir. Bu dogrultuda okul tiikenmisligi ile depresyon ve kaygi arasindaki iliskinin
incelenmesi bu arastirmanin amacini olusturmaktadir.

Yoéntem
Arastirma Modeli

Bu arastirma, iliskisel tarama modeli tiriinde betimsel bir ¢alismadir. Bu model; genellikle iki veya
daha fazla degisken arasindaki etkilesimi ve miktarini belirlemede kullanilmaktadir. Gergek bir neden -
sonug iliskisi vermeyen iliskisel tarama modeli, bir degiskene ait bilgiler dogrultusunda diger degisken
veya degiskenlerdeki durumun tahmin edilmesine olanak vermektedir (Buyukoztirk, Cakmak, Akgin,
Karadeniz ve Demirel, 2014).

Katilimcilar

Arastirmanin evrenini Erzurum il merkezinde 2015 -2016 egitim 6gretim yilinda devlet okullarinda
o6grenim gdrmekte olan lise 6grencileri olusturmaktadir. Arastirmada 6rnekleme yéntemi olarak uygun
drnekleme yéntemi kullanilmistir. Orneklem biiyiikligiinin hesaplanmasinda % 99 giiven araligl esas
alinarak evrene iliskin toplam rakamlar il Milli Egitim Midirligi’nden edinilmis; elde edilen toplam
rakami (25500) temsil giicine sahip 6érneklem biyiikliigiine ulasiimaya calisilmistir. il Milli Egitim
Mudurligi’nden alinan izin dogrultusunda arastirma slreci baslamis, veriler arastirmaci tarafindan
toplanmistir. Ogrencilere arastirma hakkinda bilgilendirme yapildiktan sonra goniillii dgrencilere veri
toplama araglari uygulanmustir.

Arastirma grubunun cinsiyet, yas araligi, sinif diizeyi ve okul tiir( bilgileri Tablo-1’ de gosterilmistir.
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Tablo-1.

Arastirma Grubunun Bazi Demografik Ozelliklerine iliskin Betimleyici istatistikler

Degiskenler N %
Kiz 346 51.4
Cinsiyet Erkek 366 48.6
Toplam 712 100
14 yas 29 4.1
15 yas 226 32,6
16 yas 248 35.7
Yas Araligi 17 yas 147 212
18 yas 43 6.2
Toplam 693 100
9. sinif 370 52.4
10.sinif 198 28
Sinif Diizeyi 11. sinif 102 14.4
12. sinif 36 5
Toplam 706 100
Fen Lisesi 44 6.2
Sosyal Bilimler Lisesi 26 3.6
Anadolu Lisesi 396 56.1
Okul Tard Mesleki ve Teknik Anadolu Lisesi 180 25.5
Anadolu imam Hatip Lisesi 59 8.3
Toplam 705 100

Kullanilan Veri Toplama Araglari
Okul Tiikenmisligi Ol¢egi

Oz bildirime dayali Likert tipi bir 6lgme araci olan dlgek, Salmela-Aro ve digerleri (2009) tarafindan
ogrencilerin okul tikenmislik diizeyini 6lgmek lGzere gelistirilmis, Secer, Halmatov, Veyis ve Ates (2013)
tarafindan Tirk kiiltiriine uyarlanmistir. Olcek; duygusal tiikenme, duyarsizlasma ve diisiik basari hissi
olmak iizere 3 alt boyut ve toplam 9 maddeden olusmaktadir. Olgegin Tirk kiiltiiriine uyarlanmasi
stirecinde dogrulayici faktér analizi yapiimis ve 6lgegin Ug faktorli yapisinin Tiirk kiltGrinde iyi uyum
verdigi bulunmustur (RMSEA; .06, CFl;.94, TLI.93). Olgegin Cronbach alpha i¢ tutarhlik giivenirlik katsayisi
.87 ve test tekrar test glivenirligi ise .88 olarak raporlastiriimistir.

Depresif Belirtiler Olgegi

Cocuk ve ergenlerde depresyon ve kaygl bozukluguna iliskin belirtileri 6lgmek amaciyla Ebesutani ve
digerleri (2012)'nin gelistirdigi olcek, Secer ve Simsek (2015) tarafindan Turk kiltiiriine uyarlanmustir.
Toplamda 25 maddeden ve iki alt boyuttan olusan 6lcek Likert tipi bir 8lcme aracidir. Olgcek depresyon ve
kaygl olmak Uzere iki alt boyuttan olusmakta ve alt boyutlardan elde edilen puanlarin yliksek olmasi
depresyon ve kaygl belirtilerinin yiksek oldugunu gostermektedir. Uyarlama c¢alismasi 13-18 yas
arahigindaki cocuk ve ergenlerle gergeklestirilmistir. Olgek Tiirk kiiltiiriine uyarlanirken, yapi gecerligi icin
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dogrulayici faktoér analizi yapilmis ve dlgegin DFA sonuglarinin iyi uyum verdigi bulunmustur (RMSEA:
.071, RMR: 065, SRMR: .070, NFI: .97, CFI: .98). Olgegin Cronbach alpha i tutarlilik giivenirlik katsayisinin
.87 ve madde toplam korelasyon degerlerinin ise .37 ile .81 arasinda degistigi goriilmus ve dlgegin yeterli
diizeyde giivenirlik degerlerine sahip oldugu belirlenmistir.

Veri Analizi

Arastirmada kullanilan veri toplama araglari 6rneklem olarak belirlenen katilimcilara uygulandiktan
sonra, katimcilarin cevapladiklari 6lgek formlari genel hatlariyla kontrol edilmis, eksik ya da birden fazla
secenegin isaretlendigi maddeler bulunan veya gegersiz olarak degerlendirilen 14 cevap kagidi veri
setinin disinda birakilmistir. Degerlendirmeye alinmasi kararlastirilan 6lgekler 6nce bilgisayar ortamina
aktarilmig, sonrasinda veri seti dncelikle ug degerler agisindan gézden gegirilmis ve 22 kisiye ait 6lgekler
uc degerlere sahip olmasi sebebiyle veri setinden ¢ikarilmistir. U¢ deger analizinden sonra dagilimin
parametrik testler icin uygun olup olmadigl goézden gegcirilmistir. Bu kapsamda normallik icin
Kolmogorov-Smirnov testi yapilmis ve gerekli kriterlerin saglanmadigi (p=.00) tespit edilmistir. Bu durum
blylik 6rneklemlerde siklikla gorilmektedir (Pallant, 2017). Daha sonra histogram, Q-Q grafigi, P-P
grafigi, carpiklik ve basiklik degerleri birlikte incelenmis (Seger, 2015) ve dagilimin normal seviyelerde
oldugu gorilmustir. Son asamada, 748 o&grenciden toplanan verilerden 712’si degerlendirmeye
alinmistir. Veri setinin parametrik testler igin gerekli olan tek degiskenli ve ¢ok degiskenli normallik
kriterlerini karsiladiginin belirlenmesinden sonra SPSS 22.00 paket programi araciligiyla istatistiksel
analizler yapilmistir.

Coklu baglanti probleminin olup olmadigini belirlemek igin regresyon analizinin temel kriterleri
gbzden gegcirilmistir. Elde edilen bulgulara gére tolerance degerleri sirasiyla duygusal tiikenmislik icin .58,
duyarsizlasma igin .48 ve disik basari hissi igin .46 olarak bulunmustur. Elde edilen degerlerin .10’dan
biylk olmasi veri setinin normalligini isaret etmektedir. VIF degerlerinin ise sirasiyla 1.70, 2.04 ve 2.14
oldugu tespit edilmistir. Bu degerlerin 10’dan dusik olmasi, tolerance degeri ile birlikte ele alindiginda,
veri setinin ¢oklu baglanti problemi olmadigini gostermektedir. Son olarak Durbin-Watson degeri
incelendiginde bu degerin 1.93 oldugu ve kriter rakam olan 1 - 3 arasinda yer aldigi ve veri setinin bu
anlamda da regresyon analizi icin uygun nitelik tasidigi séylenebilir.

Sonuglar

Okul tukenmigligi ile depresyon ve kaygi arasindaki iliskileri belirlemek igin Pearson Momentler
GCarpim Korelasyon Analizi, okul tikenmigliginin depresyon ve kaygi Ulzerindeki yordayici glclnu
belirlemek igin Coklu Dogrusal Regresyon Analizi kullanilmis, bulgular Tablo-2, Tablo-3 ve Tablo-4’ te
gosterilmigtir.

Tablo-2.

Okul Tiikenmisligi ile Depresyon ve Kaygi Arasindaki iliskiler

Degisken X ss 1 2 3 4 5
1. Depresyon 22.16 6.06 -

2. Kaygi 28.89 7.82 67%* -

3. Duygusal Tiikenmislik 12.39 3.46 A9** A0** -

4. Duyarsizlasma 8.37 3.43 .50%* .35%* .58%** -

5. Diisuk Basari Hissi 5.50 2.28 AB** .39%* .60** .69** -
** p<.01

Tablo-2 incelendiginde duygusal tikenmislik ile depresyon arasinda (r=.49, p<.01) ve kaygi arasinda
(r=.40, p<.01) pozitif yonlt ve anlamli iliskilerin oldugu; duyarsizlasma ile depresyon arasinda (r=.50,
p<.01) ve kaygi arasinda (r=.35, p<.01) pozitif yonli ve anlamli iliskilerin oldugu tespit edilmistir. Dlsik
basari hissi agisindan bakildiginda ise; depresyon ile arasinda (r=.48, p<.01) ve kaygl arasinda (r=.39,
p<.01) pozitif yonll ve anlamli iliskilerin oldugu goriilmektedir.
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Tablo-3.

Okul Tiikenmisligi ile Depresyona iliskin Coklu Dogrusal Regresyon Analizi

Degisken B Standart Hata t p
Sabit 10.751 .703 15.285 .00
Duygusal Tukenmislik 436 .071 .249 6.171 .00**
Duyarsizlasma 432 .078 .245 5.531 .00**
Dustik Basari Hissi 432 120 .163 3.591 .00**

R=.56, R?*=.32, F=112.05, **p< .01

Tablo-3 incelendiginde duygusal tiukenmislik, duyarsizlasma ve diasiik basari hissinin birlikte
depresyondaki varyansin % 32’sini acikladigi gériilmektedir (R=.56, R?=.32, F=112.05, p<.01). Yordayici
degiskenler tek tek ele alinip B ile t degerleri incelendiginde, goreli 5nem duzeyi olarak sirasiyla duygusal
tikenmisligin (B=.25, t=6.171), duyarsizlasmanin (B=.25, t=5.531) ve dusik basari hissinin (B=.16,
t=3.591) depresyonun anlamh bir yordayicisi oldugu tespit edilmistir.

Tablo-4.

Okul Tiikenmisligi ile Kaygiya iliskin Coklu Dogrusal Regresyon Analizi

Degisken B StandartHata 3 t P
Sabit 17.006 .987 17.225 .00
Duygusal Tikenmiglik .549 .099 .243 5.533 .00**
Duyarsizlasma .159 .110 .070 1.446 .14
Dislik Basari Hissi .681 .169 .198 4.033 .00**

R=.45, R?=.20, F= 58.746, **p< .01

Tablo-4 incelendiginde duygusal tiikenmislik, duyarsizlasma ve dlstik basari hissinin birlikte kaygidaki
varyansin % 20’sini acikladigi gorilmektedir (R=.45, R2=.20, F=58.746, p< .01). Yordayici degiskenler tek
tek ele alinip B ile t degerleri incelendiginde, duyarsizlasma (B=.07, t=1.446) alt boyutunun kayginin
anlamh bir yordayicisi olmadigi; goreli 6nem dizeyi olarak sirasiyla duygusal tiikenmisligin (B=.24,
t=5.533) ve duslik basari hissinin (B=.20, t=4.033) kayginin anlamli bir yordayicisi oldugu tespit edilmistir.

Tartisma ve Oneriler

Arastirmada okul tikenmisligi ile depresyon ve kaygl arasinda pozitif ve anlaml iliskiler oldugu
saptanmistir.

ilgili alanyazin incelendiginde, bu arastirma bulgularini destekleyen benzer arastirmalar oldugu
goriilmektedir. Yapilan bircok arastirmada, okul tiikenmisligi ile depresyon arasinda pozitif ve anlamli
iliskiler oldugu ortaya konmustur (Dahlin ve Runeson, 2007; Dyrbye, Thomas, Harper, Massie, Power ve
Eacker, 2009; Nagar, Baykan ve Cetinkaya, 2012; Schonfeld ve Renzo, 2016, Yan, Lin, Su ve Liu, 2018).
Capri ve S6nmez (2013)’in lise 6grencileriyle gerceklestirdigi arastirmada, okul tikenmisligi puanlari ile
depresyon ve kaygl puanlari arasinda pozitif iliski oldugu tespit edilmistir. Lise 6grencileri Uzerinde
vapilan baska bir calismada internet kullanimi, okul tikenmisligi ve depresif belirtiler arasinda anlamli
iliski oldugu tespit edilmistir (Salmela-Aro vd., 2017). Okul alaninda tikenmislik ile ilgili yapilan
arastirmalarda da, tiikenmislik ile depresyon arasinda anlaml iliskiler oldugu tespit edilmistir (Fiorillia
vd., 2017; Kiuru, Aunola, Nurmi, Leskinen ve Salmela-Aro, 2008; Salmela-Aro vd., 2009; Salmela-Aro ve
Upadyaya, 2014; Walburg, Mialhes ve Moncla, 2016). Okul tikenmisligi, depresyon ve kaygi arasinda
bulunan pozitif ve anlamli iliski bulgusu, ilgili arastirmalarla tutarlihk géstermektedir.
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Arastirmada, lise 6grencilerinde okul tikenmisliginin depresyon ve kaygi icin pozitif ydonde yordayici
etkilerinin oldugu saptanmistir. Arastirma bulgulari incelendiginde; okul tiikenmisliginin ¢ boyutunun
da depresyonu yordadigi gorilmektedir. Arastirmada duygusal tiikenmislik ve disiik basari hissi alt
boyutlarinin kaygly1 yordadigi; ancak duyarsizlasma alt boyutunun kaygi icin anlamli bir yordayici
olmadig tespit edilmistir. Alanyazin incelendiginde, kaygi ile duyarsizlasma alt boyutu arasinda yordayici
iliskiler oldugu (Capulcuoglu, 2012; Capri ve S6nmez, 2013; Salmela-Aro vd., 2009; Slivar, 2001) ve bu
arastirma bulgularinin benzer arastirmalarla tutarlilk géstermedigi géze ¢arpmaktadir. Duyarsizlagma ile
kaygi arasinda anlamli iliski oldugu halde yordayici iliskilerin olmamasi; regresyon esitligine alinan diger
degiskenlerin (duygusal tiikenmislik ve dustk basari hissi) duyarsizlasma ile kaygi arasindaki iliskide araci
etkiye sahip olabilecegini gostermektedir. Bu nedenden dolaylr duyarsizlasma alt boyutu kaygiy
yordamamis olabilir.

ilgili alanyazinda, lise 6grencilerinde okul tiikenmisliginin depresyonu yordayiciligini test eden sinirli
sayida arastirma bulunmaktadir. Lise 6grencileri ile yapilan bir arastirmada, okul tikenmisliginin hem
dogrudan hem de dolayli olarak depresyon ve kayglyl glcliu bir sekilde etkiledigi ortaya konmustur
(Fiorillia vd., 2017). Lise 6grencilerinde okul tikenmisliginin incelendigi bir baska arastirmada, depresyon
ve kaygi belirtilerinin okul tukenmisliginin duygusal tikenme, duyarsizlasma ve diisiik basari hissi
seklindeki U¢ boyutu igin de anlamli bir yordayici oldugu bulgusuna ulasilmistir (Capri ve Sonmez, 2013).
Universite 6grencileri ile gergeklestirilen bir calismada, kaygi ve stresin okul tiikenmisliginin anlamh
yordayicisi oldugu tespit edilmistir (P6hlmann, Jonas, Ruf ve Harzer, 2005). Secer (2015)’in Universite
ogrencilerinde tikenmisligi inceledigi arastirmasinda; depresyon, kaygi ve stres gibi bazi psikolojik uyum
sorunlarinin okul tikenmisliginin anlamli bir yordayicisi oldugu saptanmistir. Lise 6grencileri ile yapilan
baska bir calismada asiri internet kullaniminin okul tikenmisligine, okul tikenmisliginin de depresif
belirtilere yol agabilecegi 6ngorulmistir (Salmela-Aro vd., 2017). Salmela-Aro ve digerlerinin (2009) iki
farkh ergen grubu Uzerinde gergeklestirdigi arastirmada, depresyonun okul tiikenmigligini yordadigi, okul
tikenmisliginin de depresyonu yordadigi sonucuna ulasiimistir. Bu arastirmada dikkat ¢ceken bulgu ise;
okul tukenmisliginin depresif belirtileri yordamasinin, depresif belirtilerin okul tikenmisligini
yordamasindan daha giicli olmasidir. Bu bulgu, okul tikenmisligi ile depresif belirtiler arasindaki
karsilikh iliskide okul tikenmisliginin ergenlerde depresif belirtileri tetikleyici bir etki olusturacagi
seklinde yorumlanabilir.

Okul tikenmigligi depresif belirtilere yol agma olasiligiyla ciddiye alinmasi gereken bir kavramdir
(Salmela-Aro vd., 2009). Lise 6grencilerinin yasamlarinda okul kavraminin merkezi bir rol oynamasi, lise
doéneminin Universiteye gecis baglaminda biyik 6éneme sahip olmasi ve bu dénemin ergenlige denk
gelmesi sonucunda; okul deneyimi 6grencilerde okul tikenmisligi yasanmasina yol acabilir. Depresyon
ve kaygi yasayan 6grencilerin, okuldaki durumlarini algilama ve degerlendirmeleri, okul tikenmisliginin
etkisiyle daha olumsuz olabilir. Bunun sonucunda okul tikenmisliginin artisiyla, depresyon ve kaygida da
artis yasanabilir. Bu dogrultuda okul tiikenmisligi, ergenlik déneminde yasanan depresyon ve kaygi igin
bir risk faktori olarak diistiinilebilir.

Okul tiikenmisligi lise 6grencilerinin egitim yasantisini olumsuz yonde etkileyerek; 6grencilerin gorev
ve sorumluluklarini yerine getirmesine, beklentileri karsilamasina ve egitsel zorluklarin Ustesinden
gelmesine engel olusturabilir. Bu baglamda okul tiikenmisligi yasayan 6grencilerin depresyon ve kaygi
gibi duygudurum bozukluklari yasama olasiliklarinin daha fazla olabilecegi disinilebilir. Bu bilgiler
dogrultusunda okullarda o6ncelikle tarama yapilarak okul tikenmisligi yasayan 06grencilerin tespit
edilmesi ve bu 6grencilere gerekli psikolojik destegin saglanmasi 6nerilebilir. Ayrica okul tiikenmisligine
yol agmasi muhtemel ebeveyn tutumlari, 6gretmen yaklasimlari, 6grencinin okul algisi ve okula baghhk-
aidiyet gibi etkenlerin incelenmesi, okul tiikenmisligi konusunda onleyici rehberlik hizmetlerinin
gelistiriimesini saglayabilir. Bununla birlikte diizenlenecek aile ve 6gretmen egitimleriyle, ebeveyn ve
o6gretmenler okul tikenmisligi konusunda bilgilenebilir ve 6grencilerin bu sorunu asmasina yardimcl
olabilir. Okul yoneticileri, akademik basari beklentisini azaltarak; 6grencilere okulu sevdirecek ve
o6grencilerin okula baghligini artiracak cesitli sanat ve spor etkinlikleri, yarismalar, geziler vb. faaliyetler
diizenleyebilir ve 6grencilerin okul algisini olumlu diizeye getirebilir. Buna ek olarak lise 6grencilerinde
okul tikenmisliginin depresyon ve kayginin anlamli bir yordayicisi olduguna dair bulgu dogrultusunda,
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okullarda goérev yapan psikolojik danismanlar, okul tiikenmisligini 6nleme ve azaltma odakli bireysel ve
grupla psikolojik danisma oturumlari ve psikoegitim programlari gelistirebilir. Duyarsizlasma alt
boyutunun kaygiy yordamadigi bulgusu dogrultusunda, bu arastirmadaki 6lgekler kullanilarak 14-18 yas
grubunda yer alan lise 6grencileri ile yeniden arastirma yapilmasi, bu bulgunun sinanmasi agisindan
onemli olabilir. Ayrica duyarsizlasma boyutu ile kaygl arasindaki araci etkiye sahip olan diger
degiskenlerin kesfedilmesine yonelik arastirmalar yapilabilir.

Calisma grubunun bir il merkezinde devlet okullarinda 6grenim gérmekte olan 14-18 yas grubundaki
ergenlerden secilmesi, arastirmanin tarama modeli ile gergeklestirilmesi, 6lgimlerin 6zbildirime dayali
olmasi ve arastirmaya katilan bireylerin kendi durumlarina dair dogru ve yansiz bildirimlerde
bulundugunun varsayilmasi bu arastirmanin sinirhliklari olarak degerlendirilebilir. 14 vyas alti
¢ocuklardan, 6zel okullardan ve farkli il ve boélgelerden olusacak drneklemler lizerinde yapilacak olan
arastirmalarin artmasi ve okul tikenmisligi ile depresyon ve kaygi kavramlarinin deneysel olarak
incelendigi arastirmalarin yapilmasi, bu arastirma bulgularinin genellenebilirligi acisindan 6nem
tasimaktadir.
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