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Fahrettin Korkmaz
Milli Egitim Bakanlig1, Gaziantep, Tiirkiye, korkmaz2725@gmail.com

Serkan Unsal

Kahramanmaras Siit¢iiimam Universitesi, Egitim Fakiiltesi, Kahramanmaras, Tiirkiye,
serkanunsal @ksu.edu.tr

0Z Bugalismada 2013 Kamu Personeli Secme Sinav (KPSS)’inda Tarih Ogretmenligi Alan Bilgisi
Testinde yer alan sorularin yenilenmis Bloom Taksonomisinin bilgi ve bilissel siire¢ boyutlarina
gore analizi amaclanmistir. Arastirma siirecinde nitel arastirma ydntemlerinden dokiiman
analizi tercih edilmistir. Bu ydntem kapsaminda 2013 yili Tarih Ogretmenligi Alan Bilgisi
Testinde yer alan 50 sorunun diizeyi Yenilenmis Bloom Taksonomisine dayali 6lgiitlere gére
hazirlanan tabloya yerlestirilmistir. Yerlestirme isleminin sonuglari esas alinarak, 2013 KPSS
Tarih Ogretmenligi Alan Bilgisi Testindeki sorular bilgi boyutuna gore incelendiginde sorularin
31 tanesinin (% 62) olgusal bilgi; 12 tanesinin (%24) kavramsal bilgi; 6 tanesinin (%12)
islemsel bilgi; 1 tanesinin (%?2) ise st biligsel bilgiyi dlgmek lizere hazirlanmis oldugu
goriilmektedir. Biligsel siire¢ boyutuna iliskin ise 31 (%62) sorunun bilginin hatirlama
boyutunu; 12 (%24) sorunun anlama boyutunu; 4 (%8) sorunun uygulama boyutunu; 1 (%2)
sorunun analiz etme boyutunu; 2 (%4) sorunun ise degerlendirme boyutunu 6lgmek iizere
hazirlandig1 tespit edilmistir.

Anahtar

. Tarih 6gretimi, taksonomi, yenilenmis Bloom taksonomisi
Kelimeler

Analysing a test based on Bloom’s revised taxonomy

ABSTRACT  This study aims to evaluate questions of proficiency test in History teaching posed in the Public
Personnel Selection Examination (2013) in accord with knowledge dimension and cognitive
process dimension of Bloom’s revised taxonomy. Being one of the qualitative research
methods, document analysis was employed during the study. Accordingly, level of fifty
questions posed in the test in concern were tabulated with respect to the criteria of Bloom’s
revised taxonomy. When evaluated based on the knowledge dimension, it is revealed that 31
out of 50 questions (62%) were posed to assess phenomenal knowledge, 12 (24%) of them
cognitive knowledge, 6 of them (12%) operational knowledge, and 1 of them (2%) higher
cognitive knowledge. As for the cognitive process dimension, 31 of the questions (62%) were
designed to assess retrieving dimension of the knowledge, 12 (24%) understanding dimension,
4 (8%) application dimension, 1 (2%) analysis dimension, and 2 (4%) evaluation dimension.

Keywords History teaching, taxonomy, Bloom’s revised taxonomy
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EXTENDED SUMMARY

The cognitive based taxonomy developed by Bloom and colleagues has sustained its effectiveness for
almost 50 years (Pickard, 2007). However, 3 cognitive science experts, 3 curriculum educational
programs and teaching experts, 2 evaluation and assessment experts, a total of 8 educators, and a group
of researchers arranged meetings during 1995-2001 to make a revision on Bloom’s Taxonomy; by
coming to an agreement about the taxonomy requiring a revision, David Krathwohl and Lorin Anderson
pioneered the revision (Anderson, 2005; Krathwohl, 2002). According to Biimen (2006) there are two
primary reasons for the update in Bloom’s Taxonomy. The first of these is finding solutions for the
problems concerning the problems with designs, practices and strategies by shifting educational
workers’ attractions to the original taxonomy; and the second is uniting the taxonomy with recent
information gathered from the USA and other regions throughout the world.

There are many national and international studies conducted on the Revised Bloom’s Taxonomy.
Various examples of national studies are: Biimen’s (2006)Breakthrough in Program Development: The
Revised Bloom’s Taxonomy, the Examination of Science Course Written Exam Questions According
to the Revised Bloom’s Taxonomy study conducted by Tanik and Saragoglu (2011), Evaluation of
Grammar Acquisitions from Turkish Course books according to the Revised Bloom’s Taxonomy
conducted by Eroglu and Kuzu (2014), Comparison of Written Exam Questions and OSS Exam
Questions According to Revised Bloom’s Taxonomy conducted by Kégce and Baki (2009). Among the
international studies, there is Krathwohl’s (2002) study on revising Bloom’s Taxonomy; Anderson’s
(2005) study on goal evaluations and educational development; Amer’s (2006) study on the reflections
of the Revised Bloom’s Taxonomy; Pickard’s (2007) study on the Revised Bloom’s Taxonomy. The
fact that there are very rare studies on Public Personnel Selection Examination (KPSS), which is a
crucial exam in Turkey, can be considered as a deficiency. The aim of this study is to fulfill this
deficiency and serve as a starting point.

The purpose of this study is to determine the distribution of the 2013 KPSS History Teaching Content
Knowledge Test questions within the knowledge and cognitive process dimensions of the Revised
Bloom’s Taxonomy. The question, what is the distribution of the 2013 KPSS History Teaching Content
Knowledge Test questions according to the Revised Bloom’s Taxonomy? was directed.

The qualitative research model was used in this study; and the document analysis method was adopted.
Document analysis; involves analyzing written materials that contain information about events and facts
and can be used as a method in educational studies (Yildirim and Simsek, 2010).

Written documents containing the 2013 KPSS History Teaching Content Knowledge Test questions
were used as the data collection instruments in the study.

The questions of the 2013 KPSS History Teaching Content Knowledge Test were examined according
to the Revised Bloom’s Taxonomy. The table, developed by Krathwohl (2002), which contains the
knowledge and cognitive process dimension of the revised taxonomy was used in the data analysis
process. The questions were examined and which cognitive process dimension each question was placed
under was determined; then, which stage of the knowledge dimension they were placed under was
identified. The name section in each question was placed under the knowledge dimension; the verbal
section was placed under the cognitive process dimension. Based on the opinions of Bekdemir and Selim
(2008), in cases where the test questions signified more than one dimension at the same time with regards
to the cognitive process dimension, they were placed to a higher rank category. Then the findings
gathered from 50 History questions were placed in the table developed by Karthwohl (2002). The stages
of the questions on The Revised Bloom’s Taxonomy’s knowledge and cognitive process dimensions
were determined according to the table. The frequency and percentage values of the tests’ distributions
were identified. Examples of how the questions of the KPSS History Teaching Content Knowledge Test
were analyzed are given below.

When the 2013 KPSS History Teaching Content Knowledge Test questions are considered based on the
knowledge dimension, it is evident that 31 questions (62%) are about phenomenal knowledge; 12 (24%)
about conceptual knowledge; 6 (12%) about operational knowledge and 1 (2%) about metacognitive
knowledge. When the phenomenal knowledge dimension is examined based on the cognitive process
dimension, it is evident that 12 (24%) questions are at the remembering; 4 (8%) at the understanding; 2
(4%) at the analyzing and 2 (4%) questions are at the evaluating dimension. When the conceptual
knowledge dimension is examined based on the cognitive process dimension, it is evident that 5 (42%)
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questions are at the remembering; 6 (50%) at the understanding; 1 (17%) question is at the analyzing
dimension. When the operational knowledge dimension is examined based on the cognitive process
dimension, it is evident that 1 (17%) question is at the remembering; 4 (66%) questions are at the
applying and 1 (17%) question is at the evaluating dimension. When the operational knowledge
dimension is examined based on the cognitive process dimension, it is evident that 1 (17%) question is
at the remembering; 4 (66%) questions are at the applying and 1 (17%) question is at the evaluating
dimension. When the metacognitive dimension is considered based on the cognitive process dimension,
itis evident that 1 (100%) question is at the evaluation dimension. When the questions of the 2013 KPSS
exam regarding the Department of History Teaching is examined according to the knowledge and
cognitive process dimensions of the Revised Bloom’s Taxonomy, over half of the questions (31
questions) are at the “remembering”, the lowest section, of the cognitive process dimension and there
are no applying, analyzing and evaluating stages that measure high level thinking skills which can be
regarded as a deficiency. Although there are many questions concerning the “remembering” dimension;
there were only one questions concerning the cognitive processes of the analyzing and evaluating
dimensions which suggests that there is a proportional inconsistency in the distribution of questions.
The fact that the total number of History Teaching questions on understanding, applying, evaluating and
synthesizing are less than the questions on “remembering” concerning the cognitive process dimension
can be regarded as a discrepancy.
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GIRIS

Tarih; gecmiste yasanan olgu ve olaylardan hareketle bugiinii anlama/anlamlandirma g¢abasi ve
bugiinden yola ¢ikarak gelecegi sekillendirmemize yardimci olan bir disiplin olarak tanimlanabilir.
Tarih; Sivgin (2009)’a gore Bati’da daha ¢ok hatirlanmaya deger olaylarin hikayesi anlaminda
kullanilmaktadir. Sosyal bir gerceklik olarak tarih, dar anlamiyla insanoglunun gecmiste yasadigi
gercekligi; genis anlamiyla ise sosyal bir varlik olarak insanin ge¢miste yasadigi, su an yasanilan ve
gelecekte yasanilacak olanin biitiiniinii ifade eder.

Topluluklarin tarihe yonelik ilgisi ilkgagda Heredot’tan bu yana farkli sekillerde, donemsel olarak artmis
azalmis ancak hi¢bir zaman yok olmamistir. Toplumlarin tarihe yonelik ilgisinin arka planinda yatan
gerekeeler ise su an1 anlamlandirmak, siyasi, ideoloji, kiiltiirel olarak diisiinceleri temellendirmek ve
mesru kilmak; gruplari bir arada tutmanin geregi olarak ortak bir biling olusturmak olarak siralanabilir
(Gutek, 2006). Duygu, diisiince ve davraniglarimiz bilingli ya da bilingsiz sekilde tarihten etkilenir veya
sekillenir. Bugiinii olusturan her ne varsa gegmisin izlerini tasir ve bizim nasil diisiinecegimiz ya da
nasil davranacagimizi farkl sekillerde etkiler (Aslan, 2006; Sivgin, 2009). Bu baglamda tarih 6gretimi
duygu, diisiince ve davraniglarimizi etkilediginden ve sekillendirdiginden dolay1 6nemli goriilmektedir.
Tarihi 6nemli kilan nedenlerden biri de tarihsel ¢izginin herhangi bir ddoneminde bulunan topluluklarin
kendi kiiltiir ve degerlerini gecmisten gelecege tasima arzusu; tarihsel bir siireklilige sahip olma kaygisi
olarak da diistiniilebilir. Toplumlar kendi varliklarin1 devam ettirmek, var olan degerlerini gelecek
kusaklara aktarmak i¢in tarih 6nemli bir fonksiyon icra etmektedir. Ciinkii tarih var olan kiiltiiriin ve
degerlerin 6nemini gegmisle iligkilendirerek agiklamaya galigirlar.

Tarih 6gretimi ve KPSS

Tarih 6grenimi sayesinde birey bir yandan giincel olaylar ge¢misle baglantisin1 kurarak genis agidan
degerlendirirken diger yandan da toplumsal olaylar1 farkli sekillerde diisiinme becerisi kazanir. Tarih
Ogrenimi toplumsal faydalar1 agisindan degerlendirildiginde bireylere milli deger, kiiltiir ve bilincin
kazandirilmasinda, gegmiste yapilan hatalardan ders cikartilarak, gelecegi insa etme siirecinde fayda
saglamaktadir. Tarih 6greniminin evrensel anlamda faydalar ise var olan kiiltiirleri insanligin ortak
miras1 oldugu diisiiniildiigiinde bu ortak mirasin nasil ortaya ¢iktig1 hangi agsamalardan gecerek meydana
geldiginin bilincine vardirilmasi olarak da degerlendirilebilir (Okur, Geng, Ozcan, Yurtbay, Sever,
2014).

Tim disiplinlerde oldugu gibi tarih icinde sorulmasi gereken sorularin basinda “Neden Tarih
Ogretiyoruz?” sorusu gelmektedir. S6z konusu bu durum iginde bulunan zamana, kosullara ve iilkelere
gore farklilik gbstermektedir. Bununla birlikte Aslan (2006)’a gore tarih 6gretimi genel olarak asagidaki
amaglar1 gerceklestirmek i¢in 6gretilmektedir:

1. Insanligin farkl zamanlarda gecirdigi degisim/doniisiimleri gormek,

2. Insanligin ortak kiiltiirel mirasinin kavranmasi ve ¢aga uygun kimlik olusumunun saglanmak,

3. Bilissel kapasitenin gelistirilmesine olanak saglamak,

4.Insani, vicdani ve moral kapasitenin gelistirilmesine olanak saglamak amaciyla tarih 6gretilmektedir.
Tarih disiplini icerinde hangi konularin olmas1 gerektigi, hangi konularin 6gretim disinda birakilacagi
ve belirlenen igerigin nasil Ogretilecegi konular1 siyasal donemlere ve toplumsal kosullara gore
degisiklik gostermektedir. Ornegin Cumhuriyetin kurulmastyla birlikte nasil bir birey yetistirilecegiyle
ilgili tartismalar baslanmis ve buna yonelik olarak ders kitaplarinda degisikliklere gidilmistir. Tarih
ogretimine yonelik olarak Capa (2002)’ya gore Cumhuriyetin ilk yillarinda 6zellikle ilkdgretim tarih
egitim programinda 1924 ve 1926 yillarinda degisiklik yapildigini ifade etmektedir. Degisiklikler sadece
bununla sinirli kalmamus tarih 6gretimine yonelik 1930 yilinda tarih 6gretimine yonelik Tiirk Tarih Tezi
cergevesinde tarih dgretimine yonelik ilk ve ortaokullarda yeni kitaplar yazilmistir. 1927-1928 yilinda
yiirtirliige konulan ve tiim ilkokullarda okutulan tarih dersi daha ¢ok yeni ilan edilen Cumhuriyet
rejiminin 6n goérdiigi “Milli Tarih” anlayisini 6n plana ¢ikartarak Tiirk tarihini yeni bir perspektifte ele
almistir. S6z konusu Tarih dersinde Tiirk tarihini anlatirken islam tarihine hig yer verilmezken; Osmanli
tarihi Ozetle aktarilmakta ve padisahlara yonelik yiiceltici bilgiler kitaptan ¢ikartilmistir. Bu baglamda
farkli siyasal donemlerde tarih egitimine yonelik farkli uygulamalara gidilmenin yani sira 6grencilere
tarih bilincini kazandiracak d6gretmenlerin kamuya aliminda da farkli uygulamalara gidilmistir.

KPSS 1999 yilinda genel olarak memur almak amaciyla ilk olarak Devlet Memurlugu Sinavi (DMS)
adi altinda Ogrenci Se¢me ve Yerlestirme Merkezi (OSYM) tarafindan yapildi. Daha sonra dgretmenlik
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alimini da igine alarak kapsami genisletilmis 2001 yilinda Kurumlar i¢in Memur Alim Siavi (KMS)
olarak; 2002 yilindan bu yana ise KPSS adi altinda OSYM tarafindan yapilmaya devam edilmistir.
Ogretmen alimina yonelik sinav formati ise 2003 yilindan bu yana genel yetenek- genel kiiltiir ve egitim
bilimleri olmak iizere iki oturum seklinde yapilmaktaydi. Ancak 2013 yilindan itibaren Tarih
Ogretmenligi de dahil olmak iizere 15 farkl1 alanda olmak iizere kamuya 6gretmen istihdan saglamak
amactyla Ogretmenlik Alan Bilgisi Testi (OABT) OSYM tarafindan yapilmaya baslanmistir. Kamuda
Ogretmen olmak isteyen aday genel kiiltiir- genel yetenek- egitim bilimleri ve alan sinavi olmak tizere
{ic smavin ortalamasina gore degerlendirmeye tabi tutulmaktadir. Tarih Ogretmenlik Alan Bilgisi'ne
yonelik toplamda 50 soru sorulmaktadir.S6z konusu bu sorularin 40 tanesi (%80) alan bilgisi; 10
tanesi(%20) ise alan egitimine ydneliktir 2013 KPSS Tarih 6gretmenligi OABT ndeki konular ve test
igerisinde bulunan konularin agirligi ise Tablo 1.’de sunulmustur.

Tablo 1.Tarih Ogretmenligi KPSS Alan Bilgisi Testi Konulari, Yiizdelik ve Agirhg

Test Tiirii Test Icerigi Yaklagik Agirlik Yiizdesi Genel Yiizdesi

Tarih Metodu 8
Eski Cag Tarihi 4
Islamiyet Oncesi Tiirk Tarihi 10
A . Orta Cag Islam Tarihi 12

Alan Bilgisi Testi Osmanli Tarihi 14 80
Tiirkiye Cumhuriyeti Tarihi 12
Genel Diinya Tarihi 12
XX. yy Tiirk ve Diinya Tarihi 8

Alan Egitimi Testi - 20

Tablo.1. incelendiginde alan derslerine yonelik sorularin % 80 oraninda oldugu, alan egitimine yonelik
sorularin agirhigimin ise % 20 oldugu goriilmektedir.

Hedeflerin Simiflamasi

Egitimde hedef; Demirel (2011) tarafindan 6grenciye kazandirilmak iizere secilen istendik 6zellikler;
Ertlirk (1982) tarafindan yetistirdigimiz insanda bulunmasimi uygun gordiigiimiiz egitim yoluyla
kazandirilabilir nitelikteki davraniglar, Senemoglu (2010) tarafindan ise biinyesinde gozlenebilir,
Olciilebilir davranislart kapsayan ozellikler olarak belirtilmistir. Hedefler egitim agisindan dnemlidir;
¢linkil nasil bir insan yetistirmeyi amagladigimiz/bireyleri ni¢in yetistirmeliyiz ya da egitimin amaci
nedir sorularinin cevabi hedeflerde bulur (Ertiirk, 1982; Demirel, 2011; Sonmez, 2012). Yine egitim
stirecinin belirli bir tutarhilik igerisinde gergeklesmesi 6gretim siirecinin saglikli bir sekilde yiiriitiilmesi
ve gegerli ve giivenilir bir degerlendirmenin yapilmasinda hedeflerin belirlenmesi ve siniflanmasi
olduk¢a 6nemlidir (Biimen, 2006). Anderson, Krathwohl, Airasian, Wittrock (2001)'a gore hedef ise;
O0grenme siirecinde Ogrencilere hangi bilgileri kazandiracagimiz ve 6grenme siireci sonunda hangi
bilgileri kazandirmak istedigimize ydnelik bir ¢ercevedir. Forehand(2010)'a gore ise hedef bilme
basamagindan degerlendirme basamagina kadar hiyerarsik diizenlemede zihinsel siireclerin
diizenlemesine olanak saglayan bir yapidir.

Egitimde hedeflerin nasil belirlenecegi, belirlenen hedeflerin zorluk/karmagiklik diizeyinin nasil
siralanacagi 6nemli bir problemdir. Bu problemin agilmasinda taksonomiler 6nemli bir yere sahiptir.
Taksonomilere yonelik Tiirkiye’de ilk akla gelen taksonomi sekli Bloom tarafindan 1956 yilinda
gelistirilen “Egitim Hedeflerinin Taksonomisi” oldugu sdylenebilir. Ancak Ari1 (2011) tarafindan
yapilan ¢alismada Bloom’un taksonomisi disinda SOLO taksonomisi ve Detmer tarafindan gelistirilen
taksonomilerin de oldugu belirtilse de bunlarin yayginlik diizeyi Bloom Taksonomisi kadar olmamustir.
Ancak bazi iilkelerde Bloom Taksonomisinden daha fazla diger taksonomilerin daha fazla taninir oldugu
ifade edilmektedir.

Bloom’un bilissel alan taksonomisi

Biligsel alan; bilme, hatirlama, diisiinme, problem ¢6zme, yaratma gibi aktiviteleri igceren bir kavram
olarak Bloom (1956) tarafindan tanimlamaktadir. Taksonomi kavrami Sonmez (2012) tarafindan
istendik davranislarin birbirinin 6n kosulu olacak sekilde basitten karmasiga, kolaydan zora, somuttan
soyuta, asamali siralanmasi, Ozcelik (2009) tarafindan ise hedeflerin asamali siniflamasi olarak tarif
edilmistir. Bloom (1956) taksonomi kavramiyla siniflama kavrami siklikla birbirlerinin yerine
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kullanilan kavramlar olmasina karsin bu iki kavram birbirinin yerine kullaniminin yanlhs oldugunu
belirtmistir. Cilinkii taksonomi, bazi yapisal kurallar1 icerirken; siniflama ise bircok keyfi unsurlar
icerebilir. Yine taksonomi, terimler tarafindan temsil edilen gergek fenomenlere karsilik gelecek sekilde
insa edilirken; siniflamalarda ise bdyle bir zorunluluk bulunmamaktadir.

Egitimde belirlenen hedeflere yonelik olarak biligsel, duyussal ve devinissel olarak farkli siniflamalar
bulunmaktadir (Pickard, 2007; Demirel, 2011; Kablan, 2012). Bilissel alana yonelik siniflamalarla ilgili
Sonmez (2012)'e gore farkli goriislerden séz edilebilir. Bunlar; Bloom; Anderson, Krathwohl ve
meslekdaslari; Tuckman; Williams; Hannah ve Michaels; Stahl ve Murphy; Romizowski basta olmak
tizere ondokuz farkl biligsel alan siniflamasindan bahsedilebilir. Biligsel alana yonelik olarak bir¢ok
siniflama olmasina ragmen; bu siniflamalar icerisinde en fazla dikkat ¢eken ve farkli bolgelerde taninir
olan Bloom’un 1956 yilinda gelistirdigi bilissel alan siniflamas1 olmustur (Ertiirk, 1982; Ozcelik, 2009).
Bloom (1956)’a gore taksonominin ortaya ¢ikma siireci 1948 yilinda Boston’da Amerikan Psikoloji
Dernegi tarafindan yapilan bir toplant1 sonucunda kararlastirilmistir. S6z konusu toplantida 6gretmenler,
idareciler, miifettisler arasinda iletisimi kolaylagtirmak; egitim programinin en temel bilesenlerinden
biri olan egitim siirecindeki hedeflerin teorik bir ¢atisini olusturmak; egitim arastirmalarinin temelini
olusturan ve degerlendirme siirecinin baslangi¢c noktast olan hedeflerin siniflandirilmasinin gerekliligi
sonucuna vartlmistir. Toplantida 34 kisilik bir komisyon olusturulmus ve bu komisyona hedeflerin
“bilissel boyutu” yazma ve organize etme gorevi verilmistir. Toplantida ilk olarak giindeme gelen sorun
hedeflerin siniflandirilip siniflandirilamayacagi sorunu olmustur. Ancak bu sorun egitim hedeflerinin
davranis olarak smiflandirilabilecegi sonucuna ulasilarak asilmustir. fkinci olarak ise taksonominin
kullanilabilirligine yonelik bir takim kaygilar giindeme gelmistir. Bu kaygilarin baginda eger 6gretmen
sadece taksonomide belirlenen hedefleri secerlerse bu durumun 6gretmenlerin diisiinme ve planlama
yonlerini olumsuz yonde etkileyecegi diisiincesi gelmektedir. Egitim hedefleri ve alt hedefler
belirginlestik¢e bu kaygi da ortadan kalkmistir. Krathwohl (2010)’a gore biligsel alan siniflamayla ilgili
olarak 1949 yilinda iki defa toplanilarak neler yapilacagiyla ilgili goriismeler yapilmis, taksonomiyle
ilgili yeni gelismeler tartisilmistir. 1951 yilinda Chicago Amerikan Psikoloji Dernegi tarafindan yapilan
sempozyumdaki bildiriler, egitim uzmanlari ve Ogretmenlerin biligsel alan siniflamasina yonelik
yorumlari, elestirileri degerlendirilmis ve 1956 yilinda Bloom, Engelhart, Furst, Hill ve Krathwohl
tarafindan biligsel alanin siniflandirilmasina yonelik el kitab1 yayinlanmustir.

Bloom ve arkadaglari tarafindan gelistirilen taksonomi Krathwohl (2002, 2010)’a gore her biri dikkatli
bir sekilde tamimlanmis bilme, kavrama, uygulama, analiz, sentez, degerlendirme olmak tiizere 6
kategoriden olusturulmustur. Taksonomide bilgi, kavrama, analiz, sentez kategorilerinin 3 ¢ alt
kategorisi bulunurken; degerlendirme kategorisinde 2 alt kategori bulunmakta, uygulama basamaginda
ise alt kategori bulunmamaktadir. S6z konusu kategorilerin ilk ii¢ basamagi olan bilme, kavrama ve
uygulama basamaklari alt seviyede diisiinme becerilerini gerektirirken; analiz, sentez ve degerlendirme
basamagi ise list diizey diisiinme becerilerini gerektiren kategoriler olarak bilinmektedir (Kégce ve Baki,
2009). Anderson (2005)’e gore kategoriler basitten karmasiga; somuttan soyuta dogru hiyerarsik olarak
gittikge karmasiklasan bir yapiya sahiptir. Baglangigta taksonomi kavrami egitimde is gorenler arasinda
tam olarak ne anlam ifade ettigi anlasilamadigindan dolay1 ¢ok az ilgi gormiistiir. Anderson ve
Krathwohl (2002)’e gore taksonomi egitimciler tarafindan inceledikge taninirligi artmig ve 22 farkli dile
cevrilerek yayginlik kazanmisgtir.

Yenilenmis Bloom Taksonomisi

Bloom ve meslektaslar tarafindan bilissel alana yonelik olarak gelistirilen taksonomi yaklagik olarak
50 yil etkililigini devam ettirmistir (Pickard, 2007). Ancak 1995- 2001 yillar1 arasinda Bloom’un
Taksonomisini revize etmek amaciyla; bilissel psikoloji (3), egitim programlari ve dgretim (3) ve dlgme
ve degerlendirme (2) alanlarinda uzman toplam 8 egitimci ve bir grup arastirmaci toplantilar
diizenlemisler; David Krathwohl ve Lorin Anderson taksonominin revize edilmeye ihtiyacinin oldugu
konusunda hem fikir olarak, taksonominin revize edilmesine Onciiliik ettiler (Anderson, 2005;
Krathwohl, 2002). Bloom’un taksonomisinin yenilenme gerekcesi olarak Biimen (2006)’e gore iki sebep
on plana ¢ikmaktadir. Bunlardan birincisi; egitim alaninda is gorenlerin dikkatlerini tekrar orijinal
taksonomiye ¢ekerek karsilasilan tasarim, uygulama ve standartlardaki sorunlara ¢6ziim tiretmek; ikinci
olarak ise ABD ve diinyamin farkli bolgelerindeki giincel bilgilerle taksonomiyi birlestirmektir.
Anderson (2005)’a gore ise Bloom Taksonomisinin gézden gegirilme gerekgeleri ise; bilissel psikoloji
alanindaki gelismeler ve biligsel alan taksonomisinin gelistirildigi zamandan bu yana sayisizca
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aragtirmalarin yapilmis olmasidir. Orijinal taksonominin sinirliliklarini inceleyen Hasan, Naomee ve
Bilkis (2013) taksonominin uygulanmasinda bir¢ok egitimcinin bir takim problemlerle karsilagsmaktadir.
Karmasik davranisglarin basit bir sekilde tek yonlii olarak biligsel siiregler seklinde siralanmasi varsayimi
biiyiik bir hata olarak goriilmektedir.

Bloom’un orijinal taksonomisinde Anderson ve Krathwohl’un onciiliigiinde bir takim degisiklikler
yapildi. Bloom tarafindan tek yonlii olarak olusturulan tablo bilgi boyutu ve bilissel siire¢ boyutunu
icerecek sekilde iki yonlii olarak yeniden diizenlendi. Bloom tarafindan tek yonlii olarak isim ve eylem
boyutu tek bir cati altinda toplaniyorken; bu smirlilik yenilenmis taksonomide asilmis oldu. Bilgi
boyutunda belirlenen hedeflerin, sadece ad/isim kismu1 yer alirken; bilissel siire¢ boyutunda eylemsi/fiil
kismina da yer verildi. Calismalar sonucunda iki dnemli nokta 6n plana ¢ikti. Bunlardan birincisi bilgi
boyutunu ifade eden kisim hedeflerde isim halinde bulunurken; biligsel siire¢ boyutu ise eylemsi olarak
ifade edildi (Tanik ve Saragoglu, 2011; Amer, 2006; Biimen, 2006; Kogce ve Baki, 2009). Orijinal
taksonomi ile yenilenmis Bloom Taksonomisi arasindaki degisiklikleri su sekilde siralanmaktadir:

1. Orijinal taksonomi tek boyutluyken; Yenilenmis Bloom Taksonomisi bilgi ve bilissel siire¢ boyutu
olarak iki boyutlu olarak degistirilmistir. Orijinal taksonomide ad ve eylemsi kismu tek bir boyut
icerisinde degerlendirilirken; yenilenmis taksonomide bilgi boyutu ad kisminda; eylemsi kismi ise
biligsel siire¢ boyutunda degerlendirilmektedir (Pickard, 2007; Biimen, 2006).

2. Bilgi boyutu ii¢ temel kategori yerine dort boyut icerir. Bunlardan ii¢ii orijinal taksonomide oldugu
gibi olgusal, kavramsal, islemsel bilgi iken; yenilenmis taksonomide &grencinin tist biligsel
aktivitelerinin farkindaligini igeren tstbiligsel bilgi dordiincii boyut olarak eklenmistir (Anderson,
2005). Yenilenmis taksonomideki bilgi boyutu Tablo 2’de sunulmustur.

Tablo 2. Yenilenmis Bloom Taksonomisindeki Bilgi Boyutunun Yapisi
Bilgi Boyutu Alt Boyutlar
- AA. Terimlerin bilgisi
A. Olgusal Bilgi AB. Ozel detay ve 6geler bilgisi
BA. Smiflama ve kategori bilgisi
B. Kavramsal Bilgi BB. ilke ve genellemeler bilgisi
BC. Teoriler, modeller ve yapilar bilgisi
CA. Konuyla ilgili beceri ve islem asamalar1 bilgisi
C. Islemsel Bilgi CB. Konuyla ilgili teknik ve yontemlerin bilgisi
CC. Uygun yontemlerin hangi durumlarda nasil kullanacagina yonelik 6lgiit bilgisi
DA. Stratejik bilgi
D. Bilis Otesi Bilgisi DB. Biligsel gorevler hakkindaki bilgi
DC. Bireyin kendine doniik bilis ve 6grenmeyle ilgili bilgisi

Krathwohl, 2002:214

3. Biligsel Siire¢ boyutu ise; orijinal taksonomide 6 boyut iizerinde onemli degisiklikler yapilarak
korunmustur. Orijinal kategorideki ii¢ kategorinin isimleri degistirilirken (Bilgi yerine hatirlama-
kavrama yerine anlama-sentez yerine yaratma), iki tanesinin yerleri degistirilmistir (Yaratma-
Degerlendirme boyutunun yerine konuldu) ancak isimleri korunmustur; kullanilan tiim kategoriler
isimlerine uygun olarak fiil formuna doniistiiriilmiistiir (Eroglu ve Kuzu, 2014; Biimen, 2006; Hasan,
Naomee, Bilkis, 2013) .

4. Analiz, uygulama ve degerlendirme basamaklar1 korunarak uygula, analiz et, degerlendir seklinde
fiilimsi formuna doniistiiriildii (Kogce va Baki, 2009; Amer, 2006; Anderson, 2006).

5. Uygulama Kategorisinin altina iki alt boyut (yiiriitme ve uygulama) eklenmistir (Krathwohl, 2002;
Biimen, 2006).

6. Orijinal taksonomide degerlendirme basamagi daha ¢ok ana kategorilere doniik yapilirken;
yenilenmis taksonomide alt kategoriler daha agirlikli olarak kullanilmigtir (Tanik ve Saragoglu, 2011;
Biimen, 2006) Bilissel siire¢ boyut ve alt basamaklar1 Tablo.3’de sunulmustur.

Tablo 3. Revize Edilmis Bloom Taksonomisindeki Biligsel Siire¢ Boyutunun Yapisi
Biligsel Siire¢ Alt Basamaklari

1.1. Tanima, Fark etme

1.2.Geri ¢agirma

2.1. Yorumlama

2.2. Ornekleme

1. Hatirlama

2. Anlama
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2.3. Smiflama
2.4. Ozetleme
2.5. Cikarim yapma
2.6. Karsilastirma
2.7. Agiklama
3.1. Yiirtitme
3.2. Uygulama
4.1. Ayristirma
4. Analiz Etme 4.2. Orgiitleme
4.3. Atifta bulunma
5.1. Denetim yapma
5.2. Elestirme
6.1. Olusturma
6. Yaratma 6.2. Planlama
6.3. Uretme

3. Uygulama

5. Degerlendirme

Krathwohl, 2002:215’ten uyarlanarak hazirlanmistir.

Bu tablolardan hareketle Anderson (2005)’a gore Yenilenmis Bloom Taksonomisi biligsel siire¢ olarak
bilinen yatay boyut, bilgi boyutu olarak bilinen dikey boyut olmak {izere iki boyut seklinde revize
edilmistir. S6z konusu durum Tablo.4’te sunulmustur. Krathwohl (2002) Yenilenmis Bloom
Taksonomisini tablo 4’de su sekilde dzetlemektedir:

Tablo 4. Bilissel Alan Taksonomi Tablosu

Biligsel Siire¢ Boyutu
Hatirlama Anlama Uygulama Analiz Etme Degerlendirme Yaratma

Bilgi Boyutu

A. Olgusal Bilgi
B. Kavramsal Bilgi
C. Islemsel Bilgi
D. Ustbilissel Bilgi

Yenilenmis Bloom Taksonomisine yonelik yurt i¢inde ve yurt disinda bir¢ok ¢alismalar bulunmaktadir.
Yurt iginde yapilan ¢alismalarin bazilari: Biimen (2006)’in Program Gelistirmede Bir Doniim Noktasi:
Yenilenmis Bloom Taksonomisi adli ¢alismasi, Tanik ve Saragoglu (2011)’nun Fen Ve Teknoloji Dersi
Yazili Sorularinin Yenilenmis Bloom Taksonomisi’ne Gore Incelenmesi adli calismasi, Eroglu ve Kuzu
(2014)’nun Tirkge Ders Kitaplarindaki Dilbilgisi Kazanimlarinin Ve Sorularinin Yenilenmis Bloom
Taksonomisine Gore Degerlendirilmesi adli galigmasi, Kogce ve Baki (2009)’nin Yazili Sinav Sorular
fle Ogrenci Se¢me Simavi Sorularmin Yenilenmis Bloom Taksonomisine Gére Karsilastirilmast adli
calismasi siralanabilir. Yurt diginda yapilan ¢alismalarin bir kismi ise Bloom Taksonomisinin revize
edilmesine yonelik Krathwohl (2002)’un; hedefler degerlendirmeler ve egitimin gelistirilmesine yonelik
Anderson (2005)’un; Bloom’un Yenilenmis Taksonomisinin yansimalarina yonelik Amer (2006)’in;
Yenilenmis Bloom Taksonomisine yonelik Pickard (2007)’1n ¢alismalar siralanabilir. Bu ¢aligmalar
icinde Tirkiye’de olduk¢a 6nemli ve yaygin olan KPSS’ yonelik bir ¢aligmanin olmamasi bir eksiklik
olarak diistiniilebilir. Bu ¢alisma s6z konusu eksikligi gidermek ve bir baslangi¢ olusturmak amacini
tasimaktadir.

Yenilenmis Bloom Taksonomisine yonelik yurt i¢inde ve yurt disinda bir¢ok ¢alismalar bulunmaktadir.
Yurt icinde yapilan galigmalara Biimen (2006)’in Program Gelistirmede Bir Doniim Noktasi:
Yenilenmis Bloom Taksonomisi; Tanik ve Saragoglu (2011)’nun Fen ve Teknoloji Dersi Yazih
Sorularmin Yenilenmis Bloom Taksonomisi’ne Gére Incelenmesi; Eroglu ve Kuzu (2014)’nun Tiirkce
Ders Kitaplarindaki Dilbilgisi Kazanimlarinin Ve Sorularinin Yenilenmis Bloom Taksonomisine Gore
Degerlendirilmesi; Kégce ve Baki (2009)’nin Yazili Smav Sorulari ile Oss Smavi Sorularinin
Yenilenmis Bloom Taksonomisine Gore Karsilastirilmasi 6rnek olarak verilebilir. Yurt disinda yapilan
calismalarin bir kismu ise Bloom Taksonomisinin revize edilmesine yonelik Krathwohl (2002)’un;
hedefler degerlendirmeler ve egitimin gelistirilmesine yonelik Anderson (2005)’un; Bloom’un
Yenilenmis Taksonomisinin yansimalarina yonelik Amer (2006)’in; Yenilenmis Bloom Taksonomisine
yonelik Pickard (2007)’1n ¢alismalari siralanabilir. Tiirkiye'de 6gretmen se¢iminde dnemli bir yer tutan
KPSS'de sorulan sorularin niteligi 6gretmen se¢iminde,d6gretmen adaylarinin bilgi birikimini dlgmede
onemli bir yeri oldugu diisiiniilmektedir. Ozellikle Tiirkiye’de olduk¢a énemli ve yaygin olan KPSS’ye
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yonelik bir ¢alismanin olmamasi bir eksiklik olarak diisiiniilebilir. Bu ¢alisma s6z konusu eksikligi
gidermek ve bir baslangi¢ olusturmak amacini tasimaktadir.

Arastirmanin Amaci

Bu arastirmada 2013 yilindaki KPSS Tarih Ogretmenligi Alan Bilgisi Testindeki sorularin Yenilenmis
Bloom Taksonomisi biligsel alanda yer alan bilgi ve biligsel boyutundaki dagilimlarin analizini ortaya
cikarmak amaclamaktadir. Bu baglamda KPSS 2013 Tarih Ogretmenligi Alan Bilgisi Testinde sorulan
sorularin Yenilenmis Bloom Taksonomisi analiz sonucuna gore dagilimi nasildir? sorusuna cevap
aranmaktadir.

YONTEM

Bu boliimde arastirmanin modeli, evren ve Orneklemi, veri toplama araglari, verilerin analizinde
kullanilan istatistiksel teknikler agiklanmustir.

Arastirmanin Modeli

Bu arastirmada nitel arastirma yaklagimi kullanilmis; yontem olarak ise dokiiman analizi yontemi
kullanilmigtir. Dokiiman analizi; olgu ve olaylar hakkinda bilgi igeren yazili materyallerin analizini
kapsamakta ve egitimle ilgili arastirmalarda tek basina yontem olarak kullanilabilecegi ifade eder
(Yildirim ve Simsek, 2010).

Veri toplama araci )
Aragtirmada veri toplama araci olarak KPSS 2013 Tarih Ogretmenligi Alan Bilgisi Testi sorularimi
iceren yazili dokiimanlar kullanilmistir.

Verilerin analizi

Arastirmada 6ncelikli olarak KPSS 2013 Tarih Ogretmenligi Alan Bilgisi Testinde yer alan sorular
Yenilenmis Bloom Taksonomisine gore ele alinarak incelenmistir. Veri analizi agamasinda yenilenmis
taksonomiye yonelik bilgi ve biligsel siire¢ boyutunun yer aldigi Krathwohl (2002) tarafindan
olusturulan tablo kullanilmigtir. Sorular incelenerek sorularin her birinin 6ncelikli olarak hangi bilissel
stire¢ boyutu icerinde yer aldigi belirlenmis; daha sonra bilgi boyutu olarak hangi basamak igerinde yer
aldigi tespit edilmistir. Soru igerisinde ad kismu bilgi boyutuna; eylemsi kismu ise biligsel slire¢ boyutuna
yerlestirilmistir. Testteki sorular biligsel siire¢ boyutu baglaminda ayni anda birden fazla boyutu isaret
ettigi durumlarda ise Bekdemir ve Selim (2008)’in goriisleri dogrultusunda daha iist diizey olan
kategoriye yerlestirilmistir. Sonraki asamada ise 50 Tarih sorusundan elde edilen bulgulara gore
Krathwohl (2002) tarafindan olusturulan tabloya yerlestirilmistir. Testte yer alan sorular, Yenilenmis
Bloom Taksonomisinin, bilgi boyutunun ve biligsel siire¢ boyutunu hangi basamaginda yer aldigi
tabloya gore tespit edilmistir. Daha sonra, testlerin dagilimlarinin frekans ve yiizdelikleri ortaya
cikartilmigtir. KPSS Tarih Ogretmenligi Alan Bilgisi Testine yonelik sorularin analizinin nasil
yapildigina iligkin drnekler asagida sunulmustur.

Soru: “Tarih Dersinde Cevre incelemeleri” adl1 eser asagidakilerden hangisine aittir?

A) Muallim Cevdet Inancalp B) Mustafa Cagatay Ulucay  C) Ismail Hakki Baltacioglu

D) Faik Resit Unat E) Ahmet Refik Altinay
Analiz islemi: Tarih Dersinde Cevre incelemeleri adli eser bilgi boyutu olarak olgusal bilgiyi isaret
etmektedir. Olgusal bilgi boyutunun alt basamag1 olarak ise belli bir terim/sembol igaret etmemekte;
Ogrencinin karsilastig1 bir probleme ¢6ziim iiretebilecek temel 6geyi igerdigi icin 6zel detay ve dgeler
bilgisini ifade etmektedir. Sorunun... asagidakilerden hangisine aittir? kismu ise bilissel siire¢ boyutunu
isaret etmektedir. Burada istenen seceneklerde yer alan yazarlardan hangisinin s6z konusu eseri
yazdigimmin Ogretmen adaylarindan hatirlamas1 istenmektedir. Bu ise hatirlama kategorisinde
animsama(geri ¢agirma) alt basamagini gostermektedir. Hedefleri tabloya yerlestirilmesinde ise ii¢
asamal1 bir yol izlenmistir:
1. Oncelikle KPSS Tarih Ogretmenligi Alan Bilgisi Testi’ndeki sorunun numarasinin yazilmasi
(Ornegin, 25. soru)
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2. Biligsel siire¢ boyutu Tablo.4’de belirtildigi sekilde rakamlarimin yazilmasi (Ornegin; Ikinci boyut:
Anlama; alt basamagi 6zetleme: 2.4 seklinde).

3. Bilgi boyutunda ise Tablo.3’deki gibi bilgi boyutunun alt basamaklarini ifade eden harflerin
yazilmasi(AA, CA gibi). Ornegin; Tablo.6'da bulunan 25-1.2.AB kisaltmasi; 25.soru; bilissel siireg
boyutu olarak (1) “hatirlama” ; hatirlamanin alt kategori olarak (2) animsama; bilgi boyutu olarak ise
(A) olgusal bilgi; bilgi boyutunun alt basamagi olarak ise (B) terimler bilgisini ifade etmektedir.

Ikinci 6rnek ise KPSS Tarih Ogretmenligi Alan Bilgisi Testi’ndeki 29.sorunun analizi su sekilde
yapilmugtir:

Tiirkiye ktisat Kongresi’nde ulusal ve tam bagimsiz bir ekonomiyi esas alan éneriler 6n plana gikmustir.
Iktisat Kongresi’nde yapilan asagidaki dnerilerden hangisinin bu dogrultuda oldugu séylenemez?

A) Kambiyo merkezleri ile tahvil borsalarinin millilestirilmesi

B) Tarim disindaki isciler igin giinliik calisma siiresinin 8 saat olmast

C) Yerli sanayiyi koruyucu dnlemler alinmasi

D) Kendi limanlarimizda bayragimizi tagiyan gemilerin ticaret yapmasi

E) Tekel hakki taninmis yabanci sermayenin kaldirilmasi

Tablo.5. Tarih Ogretmenligi OABT 29. Sorunun Yenilenmis Bloom Taksonomisine Gére Analizi
Biligsel Siire¢ Boyutu
Hatirlama Anlama Uygulama Analiz Etme Degerlendirme Yaratma
A. Olgusal Bilgi 29-2.5 AA
B. Kavramsal Bilgi
C. Islemsel Bilgi
D. Ustbilissel Bilgi

Bilgi Boyutu

S6z konusu soru Tablo.5°de 29-2.5.AA seklinde yer almaktadir. Soruda Tiirkiye Iktisat Kongresi’nde
ulusal ve tam bagimsiz bir ekonomiyi esas alan Oneriler {izerinde durmaktadir. Bu soru 6gretmen
adaylarinin Tiirkiye Iktisat Kongresi’ndeki onerilerden sonug¢ ¢ikarmalarii dngdrmektedir. Bundan
dolay1 bilissel siire¢ boyutu olarak “anlama” basamagi; anlama boyutunun alt basamagi olarak ise
“sonug ¢ikarma” y1 isaret etmektedir. Bilgi boyutu olarak ise 6gretmen adaylarindan karsilastiklar bir
problem durumunu ¢ézebilecekleri temel dgeyi (Tiirkiye Iktisat Kongresi) isaret ettigi icin “olgusal
bilgi”; bilgi boyutunun alt basamagi olarak ise terimler bilgisi baglaminda “teknik terimler bilgisi” ni
isaret etmektedir.

Arastirmanin Giivenirligi

Aragtirmanin giivenirligini saglamak i¢in ise Hubermann ve Miles (1994) tarafindan 6nerilen

Goriis Birligi

Goriis Birligi+ Goriig Ayriligr  kullanilmistir.

KPSS’ de ¢ikan Tarih Ogretmenligi Alan Bilgisi Testi sorulari Krathwohl (2002) tarafindan olusturulan
Yenilenmis Bloom Taksonomisi tablosuna 2 farkli arastirmaci tarafindan s6z konusu sorular okunup;
ilgili tabloya yerlestirilmesi istenmistir. Arastirmacilarin sorulara yonelik analizleri sonucunda %81°lik
bir giivenirlik sonucuna ulagilmistir. Bir aragtirmanin giivenirligi i¢in %70 ‘lik bir sonucun yeterli
oldugunu ifade eden Hubermann ve Miles (1994)’a gbre ¢ikan sonucun bu ¢alismanin giivenilirligin
icin yeterli diizeyde oldugu kabul edilerek analiz asamasina gegilmistir.

Giivenirlik=

BULGULAR

Aragtirmanin bu kisminda 2013 yilinda KPSS Tarih Ogretmenligi Alan Bilgisi Testindeki 50 sorunun
yenilenmis Bloom Taksonomisinin bilgi ve biligsel siire¢ boyutuna gore yerlestirilmistir. KPSS Tarih
Ogretmenligi Alan Bilgisi Testindeki sorularin Bilgi ve Bilissel Siire¢ Boyutuna Y&nelik kodlamalar
Tablo.6’da sunulmustur.
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Tablo.6. KPSS Tarih Ogretmenligi Alan Bilgisi Testindeki sorularin Bilgi ve Biligsel Siire¢ Boyutuna Yénelik

Tablo

Biligsel Siire¢ Boyutu

Bilgi Boyutu Hatirlama

Anlama

Uygulama Analiz Etme

Degerlendirme

Yaratma

1-1.1.AA
2-1.2.AA
6-1.2.AB
7-1.2.AB
8-1.2.AB
14-1.2.AA
15-1.2.AB
20-1.2.AA
22-1.2.AB
23-1.2.AB
24-1.2.AA
25-1.2.AB
A. Olgusal Bilgi 26-1.2.AB
27-1.2.AB
30-1.2.AB
31-1.2.AB
32-1.2.AB
34-1.1.AB
35-1.2.AA
39-1.2.AA
40- 1.2.AB
44- 1.1.AA
45-1.2.AA
49-1.2.AB
50-1.2.AB
12-BA
20-BC
37-BA
38-BB
48-BA

B. Kavramsal Bilgi

C. Islemsel Bilgi 10-2.2.CA

D. Ustbilissel Bilgi

16-2.7AB
18-2.6AB
19. 25.AA
11-2.5AA
29-2.5AA
36-2.5.AB

4-BB
5-BB
13-BA
9-BC
28-BA
33-BB

41.3.2.CA
42-3.1.CA
43-3.2.CC
47-3.2.CB

17.2.1.BB

3-5.1.CA

46-5.2.DB

Tablo.6 incelendiginde sorularin biligsel siire¢ boyutu baglaminda hatirlama alt boyutuna yonelik 31
soru(% 62); anlama alt boyutuna yonelik 12 soru (%24);uygulama alt boyutuna yonelik 4 soru
(%38);analiz etme alt boyutuna yonelik 1 soru (%2); yaratma alt boyutuna yonelik 2 soru (%4) oldugu
goriilmektedir. Yine bilgi boyutunda alt boyutlar olarak olgusal bilgiye yonelik 31 soru(%62);

kavramsal bilgiye yonelik 12 soru(%24);islemsel bilgiye yonelik 6 soru(%12); ist bilissel bilgiye
yonelik 1(%2) soru soruldugu goriilmektedir.
Tarih 6gretmenligi alan bilgisi testindeki sorularin bilgi boyutlar1 ve bilissel siire¢ boyutlar birlikte
degerlendirmesi Tablo.7'de verilmistir.
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Tablo 7. Tarih Ogretmenligi Alan Bilgisi Testindeki sorularin Bilgi-bilissel siire¢ boyutlarmin Yenilenmis Bloom
Taksonomisine Gore Dagilimi

Bilissel Siire¢ Boyutu

Bilgi Boyutlar1 Hatirlama Anlama Uygulama Analiz Etme Degerlendirme Yaratma

f % f % f % f % f % f %
A. Olgusal Bilgi 25 50 6 12 - - -
B. Kavramsal Bilgi 5 10 6 12 - 1 2 - -
C. Islemsel Bilgi 1 2 - 4 8 - 1 2
D. Ustbilissel Bilgi - - 1 2

Tablo.7 incelendiginde 2013 KPSS Tarih Ogretmenligi Alan Bilgisi Testindeki sorularinin bilgi-biligsel
stirec boyutlarina birlikte bakildiginda biligsel slire¢ boyutu olarak hatirlamaya yonelik 31 soru
bulunmaktadir.Bu sorularin bilgi boyutu baglaminda 25 tanesi (%50) olgusal bilgi alt boyutu; 5 tanesi
(%10) kavramsal bilgi alt boyutu; 1 tanesi(%2) islemsel bilgi alt boyutundadir. Yine biligsel siire¢
boyutu olarak anlamaya yonelik 12 soru bulunmakta olup; bilgi boyutlar1 olarak 6 tanesi (%12) olgusal
bilgi alt boyutu; 6 tanesi(%12) kavramsal bilgi alt boyutundadir. Uygulama bilissel siireci boyutuna
iliskin 4 soru(%8) bilgi boyutu olarak islemsel bilgi alt boyutundadir. Analiz etmeye yo6nelik 1 soru
(%2) bilgi boyutu olarak kavramsal bilgi alt boyutundadir.Yaratma biligsel siire¢ boyutu olarak 1 soru
(%?2) islemsel bilgi alt boyutu; 1 soru (%?2) ise iist biligsel bilgi alt boyutundadir.

TARTISMA ve SONUC

Tarih Ogretmenligine yonelik 2013 yilinda yapilan KPSS’deki sorularin yenilenmis Bloom
taksonomisinin bilgi boyutu ve biligsel siire¢ boyutuna gore incelendiginde sorularin yarisindan
fazlasinin (31 soru) biligsel siire¢ boyutunun en alt basamagi olan “hatirlama” kismina yonelik olmast,
st diizey diisiinme becerilerini 6l¢en uygulama, analiz ve degerlendirme basamaklarinin olmamasi bir
eksiklik olarak degerlendirilebilir. Yine “hatirlama” boyutuna yonelik olduk¢a fazla soru olmasina
ragmen; analiz, degerlendirme kismindaki bilissel siireclere yonelik sadece bir tane sorunun olmasi
bilissel siire¢ boyutuyla ilgili soru dagiliminda oransal agidan degerlendirildiginde de bir uyumsuzlugun
oldugu sdylenebilir. Tarih Ogretmenligi’ne yonelik sorulardan anlama, uygulama, degerlendirme ve
yaratmaya yonelik sorularin tiimiiniin toplam1 “hatirlama” yonelik biligsel siire¢ boyutundan daha az
olmasi bir ¢eliski olarak goriilmektedir.

Bu calisma Tarih Ogretmenligine yonelik Alan Bilgisi Testi baglaminda ilk olma 6zelligi tasidigindan
dolay1 farkli alan bilgisi testiyle karsilagtirma imk&ni bulunmamaktadir. Bundan dolay1 Yenilenmis
Bloom Taksonomisine gore farkli analizlerin sonucu bu c¢alismada elde edilen sonuglar
karsilastirildiginda Dindar ve Demir(2006)’in besinci sinif Fen Bilgisi dersi dgretmenlerinin simav
sorularinin agirlikli olarak Bilme (Hatirlama) boyutunda olduguna yonelik sonucu bu arastirmanin
bulgulariyla 6rtiismektedir. Yine Eroglu ve Kuzu (2014) nun Tiirkce Dersi (6., 7. ve 8. sinif ) Ogrenci
Calisma Kitaplarinda yer alan dil bilgisi sorularinin ve 6gretmen kilavuz kitabinda yer alan dilbilgisi
kazanimlarinin Yenilenmis Bloom Taksonomisi’nin biligsel alan basamaklarina gore dagilimi
konusunda bilissel alan basamagi olarak alt seviyedeki sorularin fazla; iist seviyeyi sorgulayan sorularin
azligina dikkat c¢ekilmektedir. S6z konusu bulgular bu arastirma siirecindeki bulgularla benzerlik
gostermektedir. Yine Hasan, Naomee, Bilkis (2013) tarafindan ortaokul Sosyal Bilgiler sinav sorularina
yonelik analizde alt seviyedeki diisiinme becerilerine yonelik soru sayilarinin fazla; analiz,
degerlendirme ve yaratma seviyesindeki soru sayilarinin ya hi¢ olmadig1 ya da ¢ok az siirl sayida
sorularin soruldugu ifade edilmektedir. Tanik ve Saragoglu (2011) tarafindan yapilan Fen Ve Teknoloji
Dersi Yazili Sorularinin Yenilenmis Bloom Taksonomisi’ne Gore Incelenmesi konulu calismada
Ogretmenlerin 6grencileri iist diizey diislinmeye sevk edecek nitelikte olmadigi, 6grencilerin hatirlama
becerilerini 6l¢me ilizerine yogunlastigi sonuglarina ulasilmustir.

Tarih Ogretmenligi’ne yonelik alan bilgisi testi sorulari incelendiginde bu smavda basarili olan
Ogretmen adaylar1 yapilandirmacilik yaklagimini benimseyen Milli Egitim Bakanligi’nda gorev
alacaklardir. Tarih 6gretmen adaylarinin alan bilgisi yeterliligini 6l¢cen sinavda sorulan sorularin
yapilandirmacilikta en fazla kullanilan uygulama, analiz etme, degerlendirmeye yonelik sorularm
oldukg¢a az olmasi bir ¢eliski olarak degerlendirilebilir. Ciinkii 6gretmenden istenilen 6zellikler daha st
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diizey beceriler gerektirirken 6zellikler iken yapilan sinavda ise alt diizey diisiinme becerileri gerektiren
sorular sorulmaktadir.

KPSS Tarih Ogretmenligi Alan Bilgisi Smavi sorulari incelendiginde agirlikli olarak bilgi boyutu
baglaminda olgusal bilginin alt basamaklar1 olan terimler bilgisi ile 6zel ayrinti ve dgeler bilgisinde
olugmaktadir. Kavramsal bilgi ve islemsel bilgiyi 6l¢meye yonelik sorularin sinirli sayida; tist bilissel
bilgininin ortaya cikartilmasina yonelik ise sadece bir sorunun sorulmasinin bir sinrlilik oldugu
diisiiniilmektedir. Ozellikle daha karmagsik bilgilerin olgiildiigii, bireyin kendi bilis stratejilerinin
farkinda oldugu iist biligsel bilgiye yonelik sorularinin sayisinin arttirilmasinin 6gretmenligin niteligini
arttirma baglaminda etkili olacag: diisiiniilmektedir. Yine bu baglamda Tarih 6gretmen adaylarinin
sadece bir takim bilgileri hatirlamalarinin agirlikli olarak 6l¢iildiigii s6z konusu sinavda; hatirlanilan bu
bilgilerin nasil 6gretilecegine yonelik bilgi ve becerileri sorgulayacak sorularin da sorulmasinin faydal
olacag diisiiniilmektedir. Bu dogrultuda 6zellikle 2013 yilindan itibaren kamuya daha nitelikli 6gretmen
almak i¢in uygulamaya konan tarih 6gretmenligi alan bilgisi testi sorularinin amacina hizmet etmesi igin
soru dagilimlariin Yenilenmis Bloom Taksonomisi goz oniinde bulundurarak dengeli bir sekilde
dagilimimin saglanmasi gerekir.
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under the NEAT design
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ABSTRACT The aim of this study is to compare the performances of Identity, Nominal Weights
Mean (NMW), and Circle-Arc (CA) equating methods under the Non-Equivalent
Groups Anchor-Test (NEAT) design. Synthetic equating functions (SFs) of the NWM
and CA (NWS and CAS) were also created using an equal weighting system (w = 0.5).
Different sizes of small examinee samples (n = 10, 20, 50, 100) were used to equate
new test forms to base test forms. Chained Equipercentile (CE) with bivariate log-linear
presmoothing was used as population criterion equating function to compare the
performances of the equating methods. Overall, the identity (ID) equating was the most
favorable, but the NWS method produced less equating error than the ID and Tucker
Linear (TL) equating methods under specific simulation conditions. The use of the SF
of the NWM method can be used in practice to equate the test forms with samples less
than 25 examinees. In future studies, the SFs of other existing equating methods should
be tested to determine the best performing equating method(s) for small sample
equating.

Keywords small samples, equating, synthetic functions, NEAT design.

Kiiciik orneklemlerde kullanilan bazi test esitleme yontemlerinin
DOOT deseni altinda karsilastirilmasi

0Z Bu calismanin amaci, Identity (iD), Nominal Weights Mean (NWM) ve Circle-Arc
(CA) test esitleme yontemlerinin performanslarini1 denk olmayan gruplar ve ortak soru
iceren test (DOOT) deseni altinda karsilagtirmaktir. Bu yontemlere ait yapay test
esitleme fonksiyonlart (NWS ve CAS) esit agirliklandirma sistemi (w = 0.5)
kullanilarak ayrica olusturulmus ve sonrasinda orijinal test esitleme yontemleriyle (1D,
NW ve CA) karsilastirilmistir. Yeni test formlarini, referans test formlarina esitlemek
igin farkh biiyiikliikte kii¢iik 6rneklemler (n = 10, 20, 50, 100) kullanilmistir. Chained
Equipercentile (CE) yontemi loglinear data diizeltme teknigi ile birlikte kullamlarak,
evrendeki test formlar1 arasinda fonksiyonel bir iliski kurulmustur. Testler arasinda
kurulan bu fonksiyonel iliski, ID, NWM, CA, NWS ve CAS test esitleme ydntemlerinin
performanslarini karsilastirmada bir 6l¢iit olarak kullanilmistir. Sonug olarak, ID
esitleme yOntemi en uygun yontem olarak tespit edilmistir. Ancak NWS yontemi de
bazi durumlarda ID ve TL yontemlerinden daha az hata iiretmistir. NWS yéntemi,
orneklem sayisimn  25'ten az oldugu durumlarda iD’ye alternatif olarak
kullanilabilecek niteliktedir. Sonraki ¢aligmalarda ise, var olan diger test esitleme
yontemlerinin yapay fonksiyonlar1 test edilmeli ve kiigiik orneklemler ile
kullanilabilecek en uygun yontem(ler) tespit edilmelidir.

Anahtar Kelimeler kiiciik orneklemler, test esitleme, yapay fonksiyonlar, DOOT deseni.
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GENISLETILMIS OZET

Coktan se¢meli testler bireyler hakkinda onemli karar verme siireci igerisinde pratikte yaygin olarak
kullanilmaktadir. Ornegin, adaylarin secimi ve yerlestirilmesi, yiiksekdgretime kabulii, bir kuruma
atanmalar1 ve bir ise uygunluklarmin tespiti bunlardan bazilaridir. Ozellikle Amerika Birlesik
Devleteri'nde yapilan 6gretmen alan sinavlarinda ve sertifika programlarinda ¢oktan se¢meli testler
siklikla kullanilmaktadir. Bu testleri kullanmadaki amag her ne kadar giivenilir ve gecerli sonuglar elde
etmekse de, uygulamadaki en biiyiik problemlerden birisi testlere ait materyallerin giivenliginin ve
gizliliginin saglanamamasidir. Bu problemi agmak i¢in testler farkl1 zamanlarda uygulanmakta ancak bu
durum da farkli problemlerin ortaya ¢ikmasina zemin olusturmaktadir. Ornegin, fakli zamanlarda
adaylara uygulanan smavlarm zorluk dereceleri farklilik gostermekte, bu da adaylarin test puanlarinin
adaletli bir sekilde karsilagtirilmasinin 6niine gegmektedir. Bu sebeple, testlerin zorluk derecelerinin
esitlenmesi ve sonrasinda esitlenmis test puanlarimin adaylara duyurulmasi gerekmektir. Testler
arasindaki ortalama zorluk derecelerinin istatiksel olarak esitlenmesi islemi “test esitleme” olarak
adlandirilmaktadir (Kolen ve Brennan, 2004, s. 2). Test esitleme isleminin tam olarak gergeklestirilmesi,
sinavlar1 uygulayan kurumlarin her zaman arzu ettigi bir durumdur. Ancak, testi alan aday sayisinin az
olmas1 ve/veya testin yapisina uygun olmayan test esitleme yontemlerinin kullanmasi, yanlis test
puanlarinin ortaya ¢ikmasina ve dolayisiyla da adaylarin yanlis degerlendirilmesi gibi problemlere yol
agmaktadir (Caglak, 2015).

Sinavda basarili olan adaylarin dogru tespit edilmesi gerekmektedir. Ancak psikometri uzmanlari,
testleri esitlerken kullanacaklart 6rneklem sayisinin yeterli olmamasi durumu ile karsilasabilmektedir.
Ayrica, uzmanlar bu gibi durumlarda ¢ogunlukla nasil hareket edeceklerini de bilememektedirler. Genel
olarak, pratikte iki durum ile karsilasiimaktadir; 1) sistematik hata riskini goze alip, testleri esitlemeden
adaylarin test puanlar1 agiklamak ya da 2) testlerin kiigiik 6rneklemlerle esitlenmesiyle olusan rastgele
hata miktarim1 géz ardi1 etmek (Caglak, 2015). Diger bir deyisle, alan uzmanlarinin aslinda fazla segenegi
yoktur. Ciinkii her iki durumda da hata riski ¢ok yiiksektir. Anlaml ve karsilagtirilabilir test puanlarini
elde etmek i¢in uzmanlar uygun yontemi se¢melidirler. Kisaca, kullanilacak yontemin ne ¢ok fazla
sistematik hata ne de ¢ok miktarda rastgele hata liretmesi beklenir.

Bazi aragtirmacilar kiigiik 6rneklemler ile kullanilacak esitleme yontemlerini test etmisler ve bulgularina
gore ya yeni yontemler 6nermisler ya da var olan yontemleri birlestirerek 6rneklem sayisinin azligindan
meydana gelebilecek problemlerin dniine gegmeye calismuslardir. Ornegin, Harris (1993) identity (ID)
yontemini 6rneklem sayisinin ¢ok az oldugu durumlar i¢in dnermistir. Aslinda bu yontem farkli test
kitapgigindan elde edilen puanlar1 kendi orijinal 6lgeklerinde degerlendirilmekte ve bu puanlari direkt
olarak esitlenmis gibi kabul etmektedir. Kolen ve Brennan (2004) ID yontemin psikometrik agidan bire
bir ayni1 olan testlerin esitlenmesi i¢in uygun oldugunu ifade etmislerdir. Fakat bu duruma pratikte fazla
rastlanilmamaktadir. Clinkii farkli zamanlarda uygulanan smavlar farkli sorular icerdiginden, testlerin
zorluk derecelerinin ayni olmasi beklenemez. Babcock ve arkadaslar1 (2012), Nominal Weights Mean
(NWM) adinda pratikte ¢ok kullanilan Tucker Linear (TL) yonteminin daha basit bir versiyonunu
onermiglerdir. Bu yeni yontem, TL’nin genel matematiksel esitligindeki bazi parametrelerin kiigiik
orneklemlerle dogru kestirilemeyecegini gostermektedir. Livingston ve Kim (2008) var olan test
esitleme yontemlerinin ¢ok diisiik ve ¢ok yiiksek olan test puanlar esitleme de yetersiz kaldigini 6ne
stirmiis ve bu duruma ¢6ziim olusturmak i¢in Circle-Arc (CA) adinda yeni bir yontem 6nermislerdir.
Kim ve arkadaslar1 (2008), ID metodunun kiigiik érneklemlerle iirettigi sistematik hatay1 azaltmak icin
ID’nin diger test esitleme yontemleri ile birlestirilmesi gerektigini ifade etmislerdir. Bu sebeple Kim ve
arkadaslar1 (2008), genel matematiksel bir esitlik ortaya atmiglar ve bu esitlige yapay test esitleme
fonksiyonu adin1 vermislerdir. Bu fonksiyonun avantaji, herhangi bir test esitleme yonteminin bir
agirliklandirma sistemi aracihigryla ID ile birlestirilebilir olmasidir.

Literatiirde test esitleme ile ilgili bir¢ok calisma mevcuttur. Ancak kiigiik 6rneklemler ile yapilan
caligma sayisi ¢ok azdir. Ayrica, bu yontemlere (CA ve NWM) ait yapay test esitleme fonksiyonlarini
(CAS ve NWS) inceleyen bagka bir ¢alismaya literatiirde rastlanilmamugstir. Bu g¢alismanin diger
calismalardan farki ID yontemine alternatif bir ¢6ziim 6nermesidir. Bu ¢alismada dnerilen yapay test
esitleme fonksiyonlari, dzellikle 6grenci sayisinin az oldugu durumlarda rahatlikla kullanilabilecek
niteliktedir. Pratikte siklikla kullanilan vize ve final sinavlari, ders i¢i degerlendirme faaliyetlerinde
kullanilan quizler bu gibi durumlara 6rnek olarak verilebilir.
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Onerilen yontemlerin 6zellikleri dikkate alinacak olursa, bu yontemler érneklem sayismin azligindan
kaynaklanan problemlere ¢6ziim olabilecek potansiyele sahiptirler. Bu sebeple, NWS ve CAS’m ID’den
daha az hata tiretmesi beklenmektedir. Genel olarak ¢oktan se¢gmeli ve sans basarisinin var oldugu
DOOT deseni altinda uygulanan sinavlarda gézlenen, dogru ve yanlig cevaplar1 elde etmek igin, bu
calismada ti¢ parametreli Madde Tepki Kurami (MTK) ile bilgisayar ortaminda 6grenci verileri
olusturulmustur. Belirtilen test esitleme yontemleri ve 6rneklem sayilarina ek olarak, testlerin zorluk
dereceleri ile 6grenci gruplarinin kabiliyet diizeyleri goz 6nilinde bulundurulmustur. Buna bagl olarak
da 64 farkl1 simiilasyon durumu olusturulmustur. Orneklem sayis1 yeni test icin 10, 20, 50 ve 100 olarak
belirlenmistir. Ancak, bu say1 referans testi (ilk test) i¢in 200 olarak sabit tutulmustur. Test esitleme
islemi her bir durum i¢in 1000 defa tekrarlanmis ve test esitleme yontemleri iirettikleri hatalar
bakimindan karsilagtirilmstir.

Bulgulara gore, testlerin zorluk derecelerinin ve testi alan gruplarin kabiliyet diizeylerinin birbirine
yakin oldugu durumlarda, NWS ID’den daha az hata iiretmistir. Ancak aksi durumlarda ID yontemini
kullanmak, trettigi hata agisindan NWS yontemine gore daha avantajlidir. Test edilen yontemler
simiilasyon durumunun ozelliklerine gore, irettikleri hata bakimdan degiskenlik gdstermektedir.
Urettikleri toplam hata bakimindan, yapay fonksiyonlar orijinal yontemlerden genel olarak daha az hata
tretmistir. Sonug olarak, Kiiciik 6rneklemlerde kullanilacak uygun yontemin belirlenmesinde iki temel
unsur dikkat ¢ekmektedir. Bunlar, toplam test puanlar1 arasindaki standartlastirilmig ortalama fark ile
ortak testlerden alinan test puanlar1 arasindaki standartlagtirilmis ortalama farktir. Eger bu iki fark ¢ok
biiytik ise, testleri esitlemek daha fazla hataya yol agmaktadir. Bu iki farkin kiigiik oldugu durumlarda
ise, NWS’nin ID’ye gore daha az hata iiretmektedir.
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INTRODUCTION

Standardized tests are widely used in practice for different purposes as a part of high-stakes decision
making process, such as in selection, admission, qualification, certification, placement, employment,
and so on. Even though the purpose of standardized testing is to provide reliable and valid assessments,
one of the practical problems is to maintain the test security and confidentiality of testing materials in
almost any examination program. Elimination of any potential threat to those aspects of standardized
testing is very crucial in order to obtain meaningful and fair results. Multiple versions of tests are
therefore used to prevent any threat to security and confidentiality of tests. However, their usage causes
some other problems in testing. Inaccurate score comparability, for example, becomes an outstanding
practical problem since test forms show different psychometric characteristics when multiple test forms
are used. Especially, average difficulty levels of tests may show substantial differences across multiple
versions since identical psychometric characteristics are not always observed, which simply pose a
validity threat to examinees’ test scores. For a meaningful and accurate score comparability among test
takers, test form difficulty differences must be adjusted before releasing examinees’ test scores. The
statistical procedure that is used to adjust test form difficulty differences is called “equating” (Kolen &
Brennan, 2004, p.2). Successful and accurate equating is always desired in any examination program;
however, existence of sampling fluctuations and inappropriate use of equating methods may yield
inequivalent or incompatible test scores.

True values of parameters at the population level are typically unknown. Sample statistics are therefore
used to make inferences about those parameters. It is very important for practitioners to know whether
randomly drawn samples are representative of their populations in order to make correct and defensible
statements about parameters of interest (Peterson, 2007). However, randomly drawn samples always
vary, and thus, sample statistics (e.g., mean, standard deviation, etc.) obtained from those samples differ
due to sampling fluctuations or sampling errors (Howell, 2007). Like many other statistical procedures,
test score equating is also subject to sampling variability (Livingston, 1993). Substantial change in size
of samples therefore affects the functional relationship or equating relationship between the new test
form and the base test form of tests (Kolen & Brennan, 2004; Livingston & Kim, 2011). In other words,
the estimated equating relationship can accurately represent the equating relationship at the population
level if the randomly drawn sample data is large enough. Otherwise, the equation function between the
test forms may considerably differ from that of the population (Kim, von Davier, & Haberman, 2006).

Small sample equating typically occurs in teacher certification/licensure examinations due to the low
number of teacher candidates taking specific subject area tests (Kim et al., 2006). Compared to other
examination programs, such as K-12 assessments, teacher certification examinations are administered
to very small numbers of test takers (Babcock, Albano & Raymond, 2012; Kim, Livingston, & Lewis,
2011). Since timely score release has priority among the other operational tasks in teacher licensure
programs, there is no possibility of collecting more data to equate test forms using larger samples (Kim
& Livingston, 2010). Moreover, test items are replaced with new test items periodically due to item
exposure in many testing programs. Examinees also respond to both specific unique items and common
set of items in both test forms under the non-equivalent groups anchor test design (NEAT). However,
some degree of inaccuracy still exists even though the common set of items in both test forms is used to
establish a functional relationship between the test forms (Livingston, 1993). Small sample test equating,
therefore, becomes an avoidable situation in most teacher certification examinations.

Since fail or pass status is desired for each of the teacher candidates, correct classification of the
candidates using their test scores must be the main goal of any teacher examination program. However,
practitioners have difficulties to decide what to do when the number of examinees taking the teacher
certification examinations is very small because the size of the samples is very crucial for obtaining
accurate and comparable test scores. The absence of large data forces practitioners either not to equate
test forms at the expense of getting a large equating bias or to equate the test forms at the expense of
getting a large standard error (Caglak, 2015). In other words, practitioners do not have many choices to
consider, and thus, the right choice of an appropriate equating method becomes a priority for the
practitioners in order to obtain meaningful and comparable examinee scores across different test forms.
Error in Equating

Different test forms are connected to each other using a statistically obtained linking function or more
specifically with an equating function. Some degree of error is therefore always present whenever test
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forms are equated regardless of the size of samples used in this statistical procedure. Since no unique
method exists in practice to equate test forms, the use of different equating methods may also yield
obtaining different results or some degree of bias even if same examinee samples are used to equate the
test forms. Kolen and Brennan (2004) describe two types of errors in the test score equating context:
random error and systematic error.

Random error refers to sampling error or standard error of equating (SEE). Similarly, systematic error
is attributed to equating bias (BIAS), which occurs due to violations of assumptions of test score
equating or because of using inappropriate methods to equate the test forms (Kolen & Brennan, 2004).
Briefly, sample fluctuations are the main factors affecting the magnitude of random error while the
method related concerns or problems yield equating bias. Random error can be easily quantified or
estimated using several statistical procedures (e.g., bootstrapping, delta4, etc.). However, it is very hard
for practitioners to quantify the systematic error, but it can be controlled through a careful test
development procedure and also with the use of appropriate data collection design and equating method
(Kolen & Brennan, 2004).

Small Sample Equating Methods

Identity equating

When equating is unnecessary or unwarranted, the use of the ID equating is recommended (Harris,
1993). The ID equating refers to no equating since the slope of the equating function is specified as 1
and the intercept is fixed to 0. In other words, scores in the scale of the new test form are transformed
to the scores in the scale of the base or reference test form. However, the transformed scores are still
equivalent to the scores in the original scale of the new test form. Equation 1 shows this functional
relationship between the test forms, where x is a randomly observed score on the scale of Form X (new
test form) and ey(x) is its equivalent on the scale of Form Y (base test form).

e (x) =1*x +0 1)

Since the scores are still assumed to be equivalent to the scores in their original scale, the standard error
equating is zero by definition in the ID equating (Kim et al., 2011). The use of ID equating in practice
is therefore often recommended when the number of new form test takers is less than 100 (Kolen &
Brennan, 2004). However, its use causes substantial equating bias especially when the psychometric
characteristics of the test forms are different (Kim et al., 2011).

Nominal weights mean equating

Babcock et al. (2012) introduced a simplified version of Tucker Linear (TL) equating, which is called
Nominal Weights Mean (NWM) equating. Nominal weights are used to replace the variance and
covariance terms in the TL equating with the numbers of total and anchor items and also with the
numbers of examinees taking the test. The purpose of this replacement is to simplify the equating
function due to the fact that the variance and covariance terms are not accurately estimated when the
sample size is small (Babcock et al., 2012). In NWM equating, the standard deviations of scores on both
Form X and Form Y are also assumed to be equal, and thus, the synthetic means in the TL equating are
transformed to their simplified versions as shown in equation 2 through 9. More details about the TL
equating can be found in Kolen and Brennan (2004). The advantage of using NWM equating arises
when the number of new form test takers is relatively small (such as, 10, 20, and 50) and also when
there is a high risk of obtaining large equating bias from traditional equating methods (e.g., Tucker
Linear, Chained Equipercentile, etc.).

o, (Y)
e,(X)= [X = 2, (X)]+ 1 (Y) (2
o, (X)
e, (X) =X— s (X)+ 15 (Y) ©))
ps(Y) = p(Y)+w, y [u, — a1 4)
w1 (X) = pu(X)=w, 7, [, —#,,] (5)
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O, O
Yy =—5 andy, =— (6)
\Y O-V

In NWM equating, the » terms in equations 4 and 5 are replaced with the ratio of the total test length
(K,. ) tothe anchor test length (K, ) in the both test forms. Also, w represents the ratio of the form

specific sample size over the total sample size of the examinees taking both the Form X and Form Y as
shown below:

NX
w, = and w, =

“ N, +N

X Y X

Y

+N

Y

When » and w terms are replaced with N and K terms, the synthetic means in TL equating become

NX KV

g (Y) = p(Y)+ — [, — 1,1 )
N, +N, K,
N, K

1 (X) = u(X) + . [y, — 14,1 (8)
N, +N, K,

After all of these equations are put together, the equating function of NWM equating takes its final
form as shown in equation 9.

N, K, +N,K,

[NY + NX]KV j|[:uxv _,uvv] (9)

ey(X)=X—ﬂ(X)+#(Y)+[

Circle-arc methods of equating

Livingston and Kim (2008) introduced two versions of Circle-Arc (CA) methods of equating (symmetric
and simplified) to establish a function between the test forms especially when the sample size of test
takers is less than 30 for the new test form. The difference between the two versions comes from how
the equating function is constructed. As seen on the left hand side in Figure 1, in the symmetric version,
the equating function passes through three pre-specified points. However, the equating curve is divided
into two parts in the simplified version: the linear component L(x) that connects the two pre-specified

end points and the curvilinear component that deviates from the line connecting the two end-points.

Symmetric Carcle-Arc Smaplified Circle-Arc

Test Form
&~ N
~~~ N
P .
N 'S

Base Test Form

Base

®(x. 1)

(x.5.) P .
T e . X, ¥
(x5 3) G \:)
New Test Form New Test Form

Figure 1. Symmetric and Simplified Versions of Circle-Arc Method of Equating
The pre-specified end points represent the possible minimum and maximum scores on the test, but the
middle point is determined using mean test scores on both the new and base test forms. Depending on
the data collection design, the equating method that is used to estimate the middle point varies.
Traditional mean or linear equating, for example, is preferred if the data is collected through a random
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groups test design; otherwise, the practitioners prefer using chained means or chained linear methods
when a non-equivalent groups anchor test design is employed to collect examinee data (Babcock et al.,
2012).

Simple mathematical calculations may require obtaining equating functions for both versions, but the
estimation of the geometric projection of the curve on the x-axis in the simplified version is actually a
more complex procedure while an arc of a circle is just fitted to three points in the symmetric version.
Livingston and Kim (2011) pointed out that both versions produce identical results. Hence, in this study,
the symmetric version was compared with the other chosen equating methods due to its mathematical
and conceptual simplicity. To gain more in-depth understanding of the symmetric CA method, let’s label

(x,y,), (x,,y,), and (x,,y,) as the pre-specified points as shown on the left hand side in Figure 1.
The x-axis represents the scores on the Form X and the y-axis represents the scores on the Form Y. The
lowest and highest possible scores on the both test forms are expressed by (x,y,),and (x,,y,) points.

The equating curve with a radius r and center of (x,y ) passes through (x,,y,) to connect (x,y,) with
(x,,v,). Equation 10 is used as the equating function if (x ,y,) is below the straight line connecting

(x.y,) to (x,,y,). Otherwise, equation 11 is used as the equating function to transform Form X scores
to the scores on the scale of Form Y.

e, () =y, ' ~(X-x)’ (10)

e (X) =y, +4/r' (X =x)’ (11)
The center point and the radius r of the circle-arc are computed using the equations 12 through to 14.

o O =)+ 06 +Y) (= Y) + (6 + ) (Y, — )

12
: 20X *(y, = ¥,) + %, * (Y, = V) + %, * (Y, - ¥,)] 12
3 (X HY)*(X, = X)) + (¢ + Y2 ) (% = X,) + (¢ +y2)* (X, — X))
c (13)
Z[yl*(xs _X2)+ yz*(xl_x3)+ ys*(xz _Xl)]
r=J0 %) +(¥,-V.)’ (14)

More detailed information regarding the symmetric and simplified version can be found in Livingston
and Kim (2008; 2009; 2010).

Synthetic functions

Kim et al. (2008) define the synthetic function (SF) as the weighted average of ID equating and any
chosen equating method (e.g., Tucker Linear, Circle-Arc, etc.) using a pre-specified weighting system.
The weight (1-w) given to ID equating can range between 0 and 1. Therefore, the amount of equating
error can be controlled. However, there is no universal guideline of creating SFs of equating methods,
and thus, there is always a heuristic need to further investigate which weighting system works better
than the other equating methods of interest under varying testing conditions. These testing conditions
may include different examinee sizes, various test form difficulty levels and anchor item ratios, etc.

As aforementioned, equating test forms with small samples may lead large equating error. Kim, von
Davier, and Haberman (2008) show the amount of the SEE when the SF is preferred over a regular

equating method. To exemplify, assume that the SF of e (x) is specified as follows:

esrt(y)(x) = W*ey (X) + (l_W)*elo X) (15)

Taking the variance and then the square root of both sides in equation 15 results in equation 16 as shown
below:
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SEE(e,,, (X)) =w*SEE(e, (x)) (16)

As Kim et al. (2008) indicated, the use of SF reduces the amount of the SEE one-half when the equal
weighting system is given to both the ID and chosen equating methods. However, the equating bias is
mostly introduced by ID equating under the assumption that the chosen equating method produces less
or no equating bias compared to the ID equating with the same examinee data when equal weights are
used to create the SFs (Kim et al., 2008). More detailed information about SFs can be found in Kim,
von Davier, and Haberman (2008).

Purpose and Significance of Research

Those studies (Babcock et at., 2012; Harris, 1993; Kim et al., 2008) have greatly contributed to the small
sample test equating literature. However, there is still an uncertainty for selecting the appropriate
equating method to equate the test form using very small samples (n < 50) when the average test form
difficulty and group ability differences are varied. The CA and the NWM equating methods perform
better than the other equating methods under certain conditions when the sample size is particularly
small, but including the SFs, they have not been widely investigated, yet. In addition, the use of the SF
in equating also showed better performance than the unaltered versions of chosen methods (e.g., Chained
Linear, Chained Mean, etc.), but the SFs of the CA and NWM equating methods, which are specifically
proposed for small sample equating, have never been tested. As indicated by Kim et al. (2008), the SFs
of the selected equating methods seems to have a potential to reduce the standard error of equating, but
the accuracy of equating results have not been investigated in detail. Briefly, there is a heuristic need to
further investigate behavior of the equating methods proposed especially for the small sample test score
equating. Following research questions are addressed in this study;

Are there any significant interaction effects among the study factors that influence the equating
accuracy?

Does the use of SFs of the CA and NWM equating methods (CAS and NWS) improve the accuracy of
equating results compared to the ID equating, unaltered CA and NWM equating methods across all
study conditions?

What conclusions and suggestions can be drawn regarding the choice of SFs of the NWM and CA (NWS
and CAS) equating methods in small sample test score equating?

This study took a step forward from previous studies to fill the gap in the equating literature by testing
the SFs of the identity (ID), Nominal Weights Mean (NWM), and Circle-Arc (CA) equating methods to
explore if any other equating can be used to equate test forms when the difficulty levels of the test forms
are different. To the best of my knowledge, no study exists in the literature that investigates the
performances of the ID, NWM, and CA equating methods including the SFs under the NEAT design
using very small samples. Thus, it is my belief that this study would be useful for those who need a
practical guideline to equate the test forms using these equating methods under the conditions considered
in this study.

Related Researches

There is a vast literature on test score equating; however, only few people in the field have been
conducting research on small sample equating in recent years (see, for example, Kim & Livingston,
2011; Livingston & Lewis, 2009; Kim et al., 2006). Some researchers investigated the behaviors of
equating methods mainly focusing on the size of the examinees samples (e.g. Hanson et al., 1994;
Livingston, 1993; Parshall, Du Bose, Houghton, & Kromrey, 1995). They also tested the effect of the
data smoothing techniques on equating accuracy. Findings from those studies showed that increasing
the sample size and/or smoothing the examinee score distributions both reduced the equating error, but
the larger degree of smoothing is applied to raw data, the more systematic equating error has been
observed (e.g, Livingston, 1993).

An extant small sample equating studies have been conducted after year 2005 by several researchers
(e.g. Babcock et al., 2012; Kim et al., 2011; Kim et al., 2006; Livingston & Kim, 2009, Skaggs, 2005).
Their primary focus was to either propose new equating method or integrate the existing equating
methods to overcome the sample size limitation in test score equating. Skaggs (2005) paid attention to
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the to the test form difficulty differences given in standardized mean difference (SMD) units since the
test form difficulty differences mainly affect the equating accuracy. Other researcher therefore also
considered the SMD between the test form difficulty levels to decide whether equating was necessary
or which equating method should have been used.

Kim, von Davier, and Haberman (2006), for example, compared the SF of the Chained Linear (CL)
method with the ID equating under the NEAT design. They examined the effect of external and internal
anchor items on the accuracy of equating results. Various sizes of examine samples (n = 10, 25, 50,100,
200) from a national assessment data were used. Their findings indicated that the use of the SF
performed better when the sample size was smaller than 200 in terms of total equating error, but they
recommend the use of the ID equating with examinee sample size of 25 when the test forms shows equal
or very similar difficulty levels (less than .10 SMD).

Livingston and Kim (2009) compared the CE, LL, CL, CM, and the ID equating methods using a teacher
certification examination data. Small samples were drawn to equate the test forms which showed
substantial differences in their difficulty levels (.36 SMD). The CA method performed better than the
other chosen methods especially for equating the test scores at the extreme ends on the score scale when
the SMD was less than .10 and the sample size was over 150. However, they maintained that the 1D was
the most favorable for the test forms with .10 differences when the sample size was less than 100.
Sunnassee (2011) tested the performance of the ID, CA, CL, Tucker Linear (TL), Levine Linear (LL),
presmoothed CE and Frequency Estimation (FE) methods in a simulation study. Five different sample
sizes (25, 50, 100, 200, and 400) were compared to equate the test forms of which the difficulty
differences were ranged from .0 to .75 SMD. The findings showed that all the equating methods were
capable of adjusting the test form difficulty differences when the difficulty levels of the test forms were
equal to or less than .25. However, both the CA and the ID equating methods produced large bias
especially when the ability levels of the examinees differed much on average.

Babcock, Albano, and Raymond (2012) compared the NWM, smoothed EE, TL, SF of the TL method,
CA, and the ID equating with the small examinee samples (n = 20, 50, and 80). The ability levels of the
new form examinee group were specified as less than, equal to, and larger than the ability group of
examinees taking the base test form. Test forms with different difficulty levels were also used to
compare those equating methods. Their findings indicated that the ID equating was the most accurate
among the others when the test forms were equal in their difficulty levels. However, the NWM method
was the most favorable ones when the group ability levels were not equal to each other. Both the CA
and NWM equating methods performed well when the test form difficulty levels and the group ability
levels differed much.

METHOD

The central objective of this study was to compare the performance of the chosen equating functions
and their synthetic equating functions under a variety of conditions. The relationship among those
equating methods is given in Figure 2. A series of computer simulations were therefore carried out under
a variety of testing conditions that potentially affect the performance of the equating accuracy. Several
sampling factors and psychometric properties of the test forms used in the equating procedure were
considered. Those factors were the sample size of the new form test takers, the SMD between the
examinee groups’ ability levels, and SMD between test form difficulty levels.

Sample Size

Resampling studies in the literature show that the examinee samples taking the new test form typically
range from 10 to 100 in teacher certification or licensure examinations (e.g. Babcock et al., 2012; Kim
et al., 2006; Livingston & Kim, 2009). In the present study, the sample sizes of the new form test takers
were also specified as 10, 25, 50, and 100, but it was held constant at 200 examinees taking the base test
form. Four levels of the sample sizes (A, =10,25,50,100) were therefore used to simulate the actual
testing condition. To establish the criterion equating function, 50,000 examinees’ response data were
used for each of the test forms.
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Figure 2. The Chosen Equating Methods and Associated Synthetic Functions

Group Mean Ability Levels

The group mean ability differences can be conceptualized in standardized mean differrences (SMD)
units. In this study, the examinee group taking the base or the reference test form were sampled from
the standard normal distribution for simplicity [6,,. [ N(0,1)]. For the examinee group taking the new
test form, four different group mean ability levels were chosen from the four normal distributions which
have different means, but same standard deviation. In addition, symmetric examinee distributions with
negative and positive means were specified to determine how lower and higher ability groups affect the
equating results [@, [ N(-.15,1); N(-.03,1); N(+.03,1); N(+.15,1)] .

It is important to note here that, in test score equating, the groups’ mean ability differences between
A,=.05 and A, =.1 SMD are generally considered very large, and an ability difference of .25 SMD
between the examinee groups is considered extremely large difference (Wang et al., 2008). According
to this rule of thumb, the groups’ mean ability differences (A,) were intentionally specified in SMD
units as small and large differences to investigate its effect on the equating accuracy for the methods
tested in this study.

Test form mean difficulty levels
Mean difficulty differences between test forms (A ) can be also examined in the SMD units. In Item

Response Theory (IRT), the test form difficulty level is conceptualized by the average of the item
difficulty statistics. Smaller & (delta) value, for example, is an indication of a more difficult test than its
associated base or reference form; likewise, larger ¢ (delta) value means that the new test form is less
difficult than its base test form. For the present study, the average test form difficulty level of the new
test form was specified with four different normal distributions

[0,., C N(=20,1); N(-.05,1); N(+.05,1); N(+.20,1)] while the true values of & parameter were randomly

drawn from the standard normal distribution of &, _ C N(0,1). According to Kim (2014), the SMD of .05

is considered a small difference between test forms in their average difficulty levels, but the SMD of .20
is an indication of large difference between the test form difficulty levels. With this rule of thumb, less
and more difficult new test forms than the base test forms were created to investigate the effect of change
in mean difficulty difference between the test forms on the equating accuracy for the equating methods
tested in this study.

Data Generation Procedure
A few steps were employed to generate the examinees’ item responses for each of the simulation
conditions. A total of 64 (4x4x4) conditions were established with the given ability and test form
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difficulty levels to compare the performances of five equating methods as indicated in Figure 2. As the
first step, the true item parameter values were generated from the test form difficulty distributions for a
120 item test. Those true values were then used to create the examinees’ item responses for each of the
given examinees’ ability distributions using the 3-Parameter Logistic (3-PL) IRT Model.

IRT establishes a relationship between latent variables and their manifestations using a monotonically
increasing function that is specified in a mathematical form including person and item parameters to
predict observed responses on a test item (de Ayala, 2009). IRT models can be also used to simulate
data based on the psychometric characteristics of an item (difficulty, discrimination, and guessing
parameters) and examinee’s given ability (theta) level to determine the probability of answering each
test item correctly. The mathematical expression of the 3-PL IRT Model is given in equation 17,

P(X, =1/6,,a,b,c,) 1-c) exp(a, (¢, —b)))
i = La,b,c)=c+(@0-c
ij pron : ' 1+ eXp(a.i (9] - bi )) (17)

New Test Form Base Test Form
Ahility and T est Form Difficulty Distributions Ability and T est Form Difficulty Distributions
By ~N(=0.15.1) | | &, ~ N(—0.20.1) Bpe ~ N(0.1) | | S, ~ N(0L1)
By ~ N(=0.03.1) | | &y, ~ N(-0.05.1) Bpe ~ N(0,1) | | Fgype ~ N(0.1)
By, - N(=0.03.1) || &, ~ N(0.05.1) 6o ~N(0.1) || 84, ~ N(0.1)
gy ~ N(+0.15.1) | | Sy — N(+0.20.1) Bz ~N(0.1) | | Fgg, ~ N(0,1)

i
i_.____ Sample Size Specificaion
! Drawn from the Population Data
3-PLIRT --» 4---3-PLIRT
o N
New Test Test Equating Procedure Base Test

Form Item e 4 Form Item

Responses Responses

Bootstrap Resampling to

Estimate the Standard Error of Equating
i

]

i

I
v

Equated Scores on the Scale of the Base Test Form
With Associated Standard Errors

Figure 3. Data Generation and Test Equating Procedures

where the P(.) is the probability of correctly answering item i, which is conditioned on the ability level
(6,) of person j and the values of the discrimination parameter (a,), difficulty parameter (b), and the

guessing parameter (c,) of item i. In this study, the 3-PL IRT model was used to generate examinees’

binary item responses using R software Version 3.2.0 (R Development Core Team, 2015). R scripts
were written to equate the test forms using equate package. Different R packages were also used in the
data generation and computer simulation procedures such as matrixStats, psy, ggplot2, plotrix, and
gridExtra.

Total number of test items is typically ranged between 80 and 120 in test forms used in small sample
equating (Babcock et al., 2012; Kim et al., 2006; Livingston & Kim, 2009). Therefore, the numbers of
the items in the total test and anchor test were specified as 120 and 36 respectively in order to mimic the
actual test structure. Four new test forms and four base test forms were created using the true item
parameter distributions. Consequently, a total number of 32 pseudo test forms responses were produced
from the product of given test difficulty and ability distributions. Those examinees’ responses were then
used in the equating procedure as shown in Figure 3. The psychometric characteristics of test forms
were given in Appendix.

Evaluation of Equating Accuracy
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The accuracy of equating results under varying test conditions were evaluated by using weighted
counterparts of several measures of accuracy indices including Weighted BIAS, Weighted SEE, and
Weighted RMSE. To better compare the accuracy of each equating results in the full examinee
population, the average of those accuracy measures were weighted using the frequency distribution of
each raw score value in the new test form large group population equating. Sums of the weighted
accuracy measures for each score point were then used as the overall summary measures for each of the
equating methods tested in this study.

BIAS of an equated score [€ (x,)] is defined as the difference between the estimated average equivalent

score across R replications ([Ey(xk)] and the true equivalent score in the population [e (x,)]. Weighted

Root Mean Squared BIAS (WBIAS) is also calculated for each score point k on the score scale to prevent
the negative and positive values that cancel each other using the proportion of raw score k in the large
group criterion equating. The proportion P, provides more accurate representation of the frequency of

the new test form examinees’ scores in the large group population critierion equating. Considering all
of the score points, the WBIAS can be formulized as follows:

WBIAS[E (x,)] = Z P{BIAS[E, (x,) —e, (x I} (18)

k=0

SEE is defined as the square root of the averaged squared difference between the estimated equivalent
score [€ (x,)] in the r'" replication and the average equivalent score [€,(x)] across R replications.

Weighted SEE (WSEE) can be formulated using the proportion of raw score k in the large group criterion
equating as follows:

K 1& _
WSEE[§, (x,)] = ZR{EZ{éy(xk,)—éy(xk)}z} (19)

RMSE is defined as the squared root of the sum of the squared BIAS and the squared SEE. Weighted
RMSE (WRMSE) is obtained for a score. An equated score can be obtained using the equation 20.

WRMSE[€ (x,)]= \/(VVBIAS[éy (x)D)* + (WSEE[€, (x,)])’ (20)

Population Criterion Equating

One way to evaluate the accuracy of equating results is to compare the equated scores obtained from the
sample and the population data. In other words, a true criterion can be considered to evaluate the
equating results if the equating relationship in the population is known (Harris & Crouse, 1993). Chained
Linear (CL) or Chained Equipercentile (CE) equating methods are commonly used under the NEAT
design to establish the equating relationship between the test forms using the population data
(Livingston, Dorans, & Wright, 1990).

The equating relationship between the test forms could be unstable and inaccurate with score
distributions which contain irregular score patterns (Liou & Cheng, 1995). Thus, an application of some
sort of smoothing to the raw examinee data prior to equating is often recommended (Hanson, 1991;
Kolen & Brennan, 2004; van der Linden & Wiberg, 2010). In this study, the CE equating with 6-
univariate and 2-bivariate log-linear presmoothing were used as the crierion equating function to
evaluate the accuracy of the equating results. The fit statistics (e.g., AIC, BIC, Chi-Square, etc.) of the
presmoothed model were carefuly inspected to decide what extent the smoothing should be applied to
the raw examinees’ score data. In addition, the central tendency measures before and after smoothing
were also compared in order to make sure that the smoothing did not change the shape and location of
the raw score distributions.

Analysis of Equating Results
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This study has four factors: (1) sample size, (2) group mean ability difference, (3) test form difficulty
difference, and (4) the equating methods used to equate the test forms. Since the same data were used
to investigate the performance of the equating methods in each simulation condition, the use of Mixed-
Factorial ANOVA (MFA) was the most appropriate way to investigate the main and interaction effects
of data generation factors with repeated-measures.

Before conducting the MFA for each of the weighted accuracy measures, the data were screened to
investigate whether there was any problem in the data that may violate the ANOVA assumptions. First,
no outliers were detected in the data. Standardized residuals were approximately normally distributed
according to the non-significant Kolmogrov-Smirnov and Shapiro-Wilk tests. Quantile-by-Quantile (Q-
Q) and Stem-Leaf plots also visually confirmed that the normality assumption for the data appeared to
be satisfactory. According to the non-significant Levene’s test for each of the weighted accuracy
measures, the homogeniety of variance assumption was also appeared to be satisfactory for the data
generation factors.

F-statistics with adjusted degress of freedom (df) were used to interpret the significance level of the
main and interaction effects of the study factors due to significant Mauchly’s test of sphericity for the
equating methods or the repeated-measures. Depending on the magnitude of the correction factor (&)

reported in Mauchly’s test, the interpretations of F-statistics were made based on either Greenhouse-
Geisser’s (G-G) or Huynh-Feldt’s (H-F) corrections.

Two general themes were considered to present the results of this study: (1) The overall comparison of
the chosen equating methods; (2) The evaluation of the main and interaction effects of the study factors.

Effect size (ES) estimates (eta-squared (7)) were provided to discuss the magnitude of the main and

interaction effects, instead of reporting F-statistics directly. The ratio of the amount of the variance
explained by a main or interaction effect to the total amount of the variation was used as an effect size
measure associated with each main and interaction term in the ANOVA table. An eta-squared estimate

that was larger than .01 (’ >.01) was considered as a threshold value to classify an effect size as an

“important effect”. In other words, the main or interaction effect that accounts for at least 1% of the
total variation was considered as an important effect on the equating accuracy.

RESULT and DISCUSSION

Several study factors were considered to test the behavior of the ID, CA, CAS, NWM, and NWS
equating methods. Table 1 shows the main and interaction effects of those factors for each measure of
accuracy indices. According to the MFA results, the most important main and/or interaction effects of

the study factors for the WRMSE and WBIAS measures were A, andA;, and A *A,*A;.
Correspondingly, A, was the only between-subject factor with an important effect on the WSEE

measure, but its interaction with A_ was the most important within-subject factor, which simply means
that the chosen equating methods produce different amount of SEE when the sample size varies.

Based on the magnitudes of the effect size estimates, the interaction term of A_* A, * A explained 18%
of the total variation in the WRMSE, and 28% of the total variation in the WBIAS. Eleven percent of
the variation in the WSEE was accounted for by the interaction effect of A_* A . This means that the

total equating error (WRMSE) was affected by several factors: (a) the method used to equate the test
forms, (b) the magnitude of the ability differences between the examinee groups, (c) taking the new and
base test forms, (d) the magnitude of the test form difficulty differences, and (e) the size of the examinee

samples taking the test. More specifically, the interaction among A_*A,* A, was the main source of
the systematic error in equating (WBIAS), and the interaction between A, and
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Table 1. Mixed-Factorial ANOVA Results

WRMSE WSEE WBIAS
Source SS df MS F-ratio p ES SS df MS F-ratio p ES SS df MS F-ratio p ES
Between 8370 127 4903 127 101037 127
Factors
A, 569.22 3 18974 108201 .00 .21* 04 3 01 120 32 .00 | 69580 3 23193 113057 .00 .31*
A, 5.29 3 176 1006 .00 .00 11 3 04 310 .03 .00 7.45 3 248 12141 .00 .00
A, 14.63 3 488 2781 .00 .01*| 4746 3 1582 128360 .00 .03* 14 3 05 22 8 .00
A,*A, 225.98 9 2511 14319 .00 .08* 11 9 01 100 45 00| 28281 9 3142 15317 .00 .13*
A, *A, 2.44 9 27 155 15 .00 12 9 01 112 36 .00 93 9 10 50 .87 .00
A *A, 1.74 9 19 110 38 .00 09 9 01 8 57 .00 1.95 9 22 106 41 .00
A A A, 6.51 27 24 138 15 .00 29 27 01 8 .65 .00 8.16 27 30 147 10 .00
Error 11.22 64 18 79 64 01 00| 1313 64 21
Within Factors | 1878.91 _398.64 132522 25922 123503 396.70
A, 116858 311 37523 373150 .00 .43* | 1153.98  2.03 569.82 1018402 .00 .83* | 39481 310 127.39 136888 .00  .18*
A *A, 9346 934 1000 9948 00 .03* 57 6.08 09 167 13 00| 161.93 930 1742 18715 .00 .07*
A %A, 1596 934 171 1699 .00 .01* 114 6.08 19 337 .00 .00| 2226 930 239 2573 .00 .01*
A %A, 6597 934  7.06 7022 .00 .02*| 15699 608 2584 46181 .00 .11* 45 930 05 52 8 .00
A *A %A, | 48940 2803 1746 17364 00 .18* 77 1823 04 75 75 00| 62400 27.89 2237 24040 00  .28*
A *A*A, 955  28.03 34 339 .00 .00 98 1823 05 9 51 .00 107 2789 04 41 100 .00
A %A %A, 203 2803 07 72 85 .00 82  18.23 04 80 .70 .00 151 27.89 05 58 96 .00
A %A %A, *
i ’ 1391  84.09 17 165 .00 .01* 272 5468 05 8 68 00| 1054 8368 13 135 05 .00
A
N
Error 2004 199.32 10 7.25 129.61 06 1846 198.35 09
Total 271595 52564 1374.05 386.22 224539 523.70

*. Important Effect (ES larger than 1% or ES (77) >.01).

A, : New Group Mean Ability Difference; A : Test Form Difficulty Difference ; A : New Group Sample Size; A
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A, was the most important factor affecting the random error in equating (WSEE). Those findings are

parallel with those of Babcock et al. (2012), Livingston (1993), and Kim et al. (2006, 2008).

However, it is important for practitioners to know which equating method performs better than the others
in a specific condition. Therefore, the pairwise comparisons of the equating methods are crucial to reach
an overall conclusion about the performances of the chosen equating methods.

Table 5 shows the pairwise comparisons of the chosen equating methods under all simulation conditions.
Some of the condition-specific comparisons of the chosen equating methods are provided in Figure 4.
In addition to the WBIAS and WSEE, the WMRSE associated with each of the equating methods can
be determined using the distance from the origin to the equating method of interest since both WBIAS
and WSEE are the orthogonal components of the WRMSE (see, Equation 20). According to the post-
hoc tests results, the 1D, NW, and NWS equating methods were compatible in most of the simulation

conditions. The magnitudes and directions of A, and A played a very important role to decide which
method was the most suitable to equate the test forms.
The sum of the magnitudes of A, and A are seemed to be very helpful for deciding which equating

method should be used to equate test forms with small samples. For example, when the new group
examinee sample size is 20, the new the use of the NWS method is preferable to the ID equating because

the sum of the A (=.05 SMD) and A, (=.03 SMD) is equal to .02 SMD due to the same mathematical

sign. In other words, if the directional shape of the examinee score distributions are same, the use of the
NWS method is preferable to the ID equating when the sum of the SMDs are equal to or smaller than
.08. For the conditions, the sum of the SMDs are in between 0.10 and 0.15, the use of the NWM equating
is the most favorite even with the samples of 10. On the other hand, not equating is more appropriate
when the sum of the SMDs is in between .20 and .35 due to the amount of total error produced by the
ID equating. Those findings are comparable with those in Skaggs (2005) and Heh (2007). However, the
use of the NWS now became an alternative to the ID method for equating the test forms with samples
less than 50 under the NEAT design according to the findings, which has never been suggested in any
other study so far.

As can be seen in Figure 4, the standard error associated with the ID equating O across all conditions.
However, the magnitude of the systematic error or the equating bias was quite substantial. For all the
equating methods, except for the ID equating, the magnitude of the standard error was reduced while
the sample size increased. Similar patterns were also observed when the size of the examinee samples
got larger. This result is parallel with those from Babcock et al. (2012) and Kim et al. (2008). Similar to
the findings in Skaggs (2005), the magnitude of the equating bias got smaller when the magnitude of

the SMD in test form difficulty levels and group ability levels got smaller (A4 +0.05 and A, = +0.03).

CONCLUSION

One of the requirements in test score equating is to have large sample in order to obtain accurate results,
but this may not be the case in real classroom settings or in teacher certification/ licensure examination
programs. In the present study, | tested and compared the performance of several equating methods
under varying testing conditions that may represent a real testing scenario where some of the factors that
influence the equating accuracy were manipulated. More specifically, the SFs with an equal weighting
system were used to form a compromise between the ID equating and the CA and NWM equating
methods, respectively.

The findings show that the use of the ID equating or the SF of the NW method is preferable to the use
of the unaltered version of the NW and CA even with samples less than 50, but with the test forms that
are similar in their psychometric characteristics. The use of a traditional equating method with very
small samples would be extremely harmful than the use of the 1D equating due to the effect of the small
samples on the random equating error (WSEE). However, the use of the NWS or the ID equating
methods produced more accurate results in terms of the total equating error (WRMSE) for the conditions
in which the difference between the test forms or the difference in the shape of their respective score
distributions was not substantial.
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Table 2. Pairwise Comparison of the WRMSE Estimates of the Chosen Equating Methods

A, A, Ay AM* A, As AM*
-15 -.20 NW <NWS<ID <CAS<CA .03 -.20 ID < NWS < CAS <NW < CA
-.15 -.05 NW < NWS < ID <CAS <CA .03 -.05 ID < NWS <NW =CAS < CA
-.15 .05 ID < NWS <CAS=NW < CA .03 .05 NWS = ID < NW < CAS < CA
-.15 .20 ID < NWS < CAS<NW < CA .03 .20 NWS =ID <CAS<NW<CA
10 -.03 -.20 NWS = ID < CAS = NW < CA 15 -.20 ID < NWS <CAS =NW < CA
-.03 -.05 NWS = ID < NW < CAS < CA 15 -.05 ID < NWS <NW < CAS < CA
-.03 .05 ID <NWS <CAS<NW < CA 15 .05 NW < NWS < ID =CAS <CA
-.03 .20 ID < NWS < CAS <NW < CA 15 .20 NW <NWS <CAS=1ID <CA
-15 -.20 NW <NWS<CAS=CA=ID .03 -.20 ID < NWS <CAS<NW < CA
-15 -.05 NW < NWS < ID=CAS<CA .03 -.05 ID <NWS <CAS=NW < CA
-15 .05 ID <NWS <CAS=NW < CA .03 .05 NWS < ID < NW < CAS<CA
20 -15 .20 ID < NWS < CAS <NW < CA .03 .20 NWS < ID < CAS <NW < CA
-.03 -.20 NWS < ID < CAS <NW < CA 15 -.20 ID <NWS <CAS=NW < CA
-.03 -.05 NWS < ID < NW < CAS < CA 15 -.05 ID <NWS <NW < CAS <CA
-.03 .05 ID < NWS < CAS<NW < CA 15 .05 NW < NWS < ID =CAS <CA
-.03 .20 ID <NWS <CAS<NW < CA 15 .20 NW <NWS < CAS<CA<ID
-.15 -.20 NW <NWS<CA=CAS=ID .03 -.20 ID < NWS = CAS <NW < CA
-15 -.05 NW < NWS < ID=CAS<CA .03 -.05 ID <NWS =CAS=NW < CA
-.15 .05 ID < NWS < CAS<NW < CA .03 .05 NWS <CAS=ID=NW <CA
-15 .20 ID < NWS < CAS < NW < CA .03 .20 NWS < ID < CAS <NW =CA
50 -.03 -.20 NWS <CAS=ID <NW =CA 15 -20 ID < NWS < CAS =NW < CA
-.03 -.05 NWS = ID < NW = CAS < CA 15 -.05 ID < NWS <NW < CAS<CA
-.03 .05 ID <NWS <CAS<NW < CA 15 .05 NW < NWS < ID =CAS <CA
-.03 .20 ID < NWS < CAS<NW < CA 15 .20 NW <NWS<CA=CAS=ID
-15 -.20 NW <NWS<CAS=CA=ID .03 -.20 ID < NWS =CAS <NW =CA
-15 -.05 NW < NWS < ID=CAS<CA .03 -.05 ID <NWS =CAS=NW < CA
-15 .05 ID <NWS <CAS=NW < CA .03 .05 NWS <CAS=ID =NW < CA
100 -.15 .20 ID < NWS <CAS<NW < CA .03 .20 NWS < ID < CAS<NW =CA
-.03 -.20 NWS =CAS=ID<NW =CA 15 -20 ID < NWS <NW < CAS<CA
-.03 -.05 NWS <NW < CAS=1ID =CA 15 -.05 ID < NWS <NW < CAS<CA
-.03 .05 ID < NWS <CAS<NW < CA 15 .05 NW <NWS < ID =CAS =CA
-.03 .20 ID < NWS < CAS<NW < CA 15 .20 NW <NWS<CA=CAS=ID
* The 4™ and 7" columns show the equating methods produced the smallest WRMSE. “ = sign indicates no statistical difference between the equating methods;

otherwise, “ < ” sign shows a statistical difference between the equating methods according to pairwise comparisons of the equating methods.
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For example, when the magnitudes of A, and A; were small (e.g.,A, =+ .03and A; =+ .05) and the

difference in the shape of the score distributions on the test forms were similar, the NWS produced
smaller equating error (WRMSE) compared to the unaltered NWM equating method. The SF of the

CA method always produced smaller equating error than its original version, regardless of the simulation
condition in which they were tested. In addition, equating the test forms using the CA method also
resulted with a substantial equating error (WRMSE) in all the simulation conditions. For the extreme

conditions (e.g., A, =+.15,A; =+.20), the use of the ID or the NWM equating methods was more

appropriate due to the amount of the total equating error.

The ANOVA results show that the systematic error (WBIAS) is mainly affected by the interaction effect
of the chosen equating method, the magnitude of the group mean ability and test form difficulty
differences. Correspondingly, the main source of the random equating error is the sampling fluctuations
as indicated in the Table 1. As Kolen and Brennan (2004) suggest, the systematic error can be controlled
with a careful test development process and also with the use of the appropriate method to equate the
test forms. Even though increasing the examinee sample size would reduce the random equating error
at some degree, it is very difficult for practitioners to collect more data in a certain time interval since
the timely score release is one of the main goals of any examination programs after the tests
administrations.

Recommendations for Practitioners

A careful test development process may eliminate the effect of test form difficulty differences on the
examinee test scores to expose the examinees™ ability differences. However, if the practitioners still have
a concern about the test form difficulty differences after the careful test development process, then there
will be a need for equating the test forms at the expense of potentially getting large equating error in
small sample equating. Within the context of this study, | recommend practitioners consider two
statistical measures and their mathematical signs to decide which equating method(s) or score
transformation procedure(s) should be used while practicing small sample equating under the NEAT
design. The first measure is the SMD on the anchor tests (see, Appendix). SMD, is used as a measure

of groups ability difference on the test since the anchor tests are taken by the two groups. The second
measure is the SMD on the total test scores. SMD, _ is the combined measure of both group ability and

test form difficulty levels to decide whether equating is necessary or which equating method should be
used to equate the test forms. The SF versions of the chosen or any other equating methods can be a
solution under certain conditions when the psychometric characteristics of the test forms for equating
are not much different from each other. Based on the simulation conditions established in this study,
Table 3 provides a basic guideline for the use of the equating method that may help while practicing test
equating with small samples.

Limitations and Future Research

In this study, the computer-based simulated data, which was assumed to be normally distributed, with a
limited number of factors were used. Therefore, the findings of this study should be cautiously used to
make comparisons with other existing studies. Different test administration procedures may exist for
each specific testing program based on the characteristics of the subject area examinations and the
examinee population of interest; thus, the findings from this study should not be directly used for any
specific testing program to equate the test forms using small samples. Extreme cut scores on scale score
distributions were not considered in this study. Three between-subjects factors and one within-subject
(as repeated measures) with a limited number of levels were investigated. The variances of the data
generation factors were kept constant with a variance of 1.0 across all of simulation conditions. The
SEEs of each equating method were estimated using 1000 bootstrapped samples within each simulation
replication.

Further studies should be conducted using real-data from a teacher certification/ licensure examination.
Also, effectiveness of the proposed equating methods should be investigated by considering different
psychometric characteristics of test forms (e.g. different test lengths with varying anchor/total item ratio,
internal and external anchor cases, test with low and high reliability levels, examinee groups with
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varying degree of ability levels, different equating methods, mixture of different examinee score
distributions, and varying sample sizes).
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APPENDIXES
Appendix 1. The Psychometric Characteristics of Pseudo Test Forms
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The new group examinee ability difference used to generate the pseudo-population data.

The new form test difficulty difference used to generate the pseudo-population data.

Form X is the new test form and Form Y is the reference (base) form in all equating procedures.
The standard deviation of Form X and Form Y test scores.

The ratio between the standard deviations of total test scores on Form X and Form Y.

The standard deviation of Form X and Form Y anchor (common) test scores.

The ratio between the standard deviations of anchor (common) test scores on Form X and Form Y.
The standardized mean difference (SMD) between the total test scores on Form X and Form Y.
The standardized mean difference (SMD) between the anchor (common) test scores on Form X and Form Y.
10 . The correlation between the total and anchor (common) test scores.

11, Standard Error of Measurement.

12 Cronbach’s Alpha reliability estimate for the total test.
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ABSTRACT Research on perceptions of effective language teaching and learning is crucial for providing
EFL practitioners with a better understanding of professional improvement in language
teaching practices. It is seen that most of the studies conducted on this issue specifically dealt
with foreign/ second language teachers’ or teacher candidates’ perceptions about it ignoring
those of learners. So, the present study aims to scrutinize learners’ perceptions of EFL
instruction delivered at higher education institutions. Accordingly, two groups of Turkish-
speaking undergraduate students attending various programmes at a state university in Turkey
were administered a scale composed both of Likert-type and open-ended items. It was
primarily aimed to reveal whether students studying social sciences and those studying natural
sciences significantly differ in their perceptions of foreign language education. The findings
revealed that there is not such a difference between the two groups. The study reports findings
obtained from the scale in detail, and implications for EFL instruction, and concludes with a
couple of suggestions for further research.

Keywords Learner perception, English as a foreign language, higher education.

Tiirk yiiksekogretim kurumlarindaki yabanci dil egitimi
uygulamalarina iliskin 6grenci goriisleri

OZ Yabanc dilin etkili egitim ve 6gretimi konusunda yapilan arastirmalar, Ingilizce’yi yabanci dil
olarak ogretenlerin dil egitim uygulamalari konusunda mesleki iyilesmeyi &ziimsemeleri
acisindan biliyllk 6nem arz etmektedir. Bu alanda yapilan caligmalarin ¢ogunun, dil
Ogrenicilerinden ziyade yabanci dil 6gretmen veya 6gretmen adaylarinin yabanci dil egitimine
dair goriglerini konu aldigi goriilmektedir. Bu nedenle ¢alismamizda, yiiksek6gretim
kurumlarinda verilen yabanci dil egitimine dair Ogrenci goriislerinin incelenmesi
amaglanmistir. Tiirkiye’deki bir devlet {iniversitesinde farkli programlarda 6grenim gérmekte
olan iki grup o6grenciye Likert tiirii ve agik ug¢lu sorulardan olusan bir 6l¢cek uygulanmistir.
Temelde, sosyal bilimler alanindaki programlarda 6grenim goren 6grenciler ile fen bilimleri
alaninda 6grenim gorenlerin yabanci dil egitimine iligkin goriisleri agisindan anlamli bir
bicimde farklilasip farklilagmadiklarinin ortaya c¢ikarilmast hedeflenmistir. Caligmanin
bulgulari, iki grubun goriisleri arasinda bu tiir bir farkin olmadigini ortaya koymustur.
Calismanin bulgular1 ayrintili bir bicimde tartisilmis, Ingilizce’nin yabanci dil olarak
Ogretimine iligkin yansilar sunularak gelecekte yapilacak arastirmalara dair Onerilerde
bulunulmustur.

Anahtar

Siizciikler Ogrenici algisi, yabanct dil olarak Ingilizce, yiiksekogretim.
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EXTENDED SUMMARY

Bu calismada, sosyal bilimler programlarinda 6grenim goren dgrenciler ile fen bilimleri programlarinda
Ogrenim goren lisans diizeyi 6grencilerinin yiiksekogretimde yabanci dil derslerinin islenigine yonelik
algilar1 arasinda farklilik olup olmadiginin arastirilmasi amaglanmistir. Bu baglamda, Tiirkiye’de bir
devlet {iniversitesinin sosyal bilimler alanindaki bes farkli programina kayitli 134 ve ayni1 tiniversitenin
fen bilimleri alanindaki alt1 farkli programina kayithh 130 6grenci olmak iizere toplamda 264 lisans
Ogrencisinden arastirmacilar tarafindan hazirlanan anket sorularina cevap vermeleri istenmistir. Agik ve
kapal1 uglu toplam 14 sorudan olusan ankette, dgrencilerin Ingilizce dgretiminin gerekliligi, derslerde
yer verilen ogrenme etkinlikleri, 6lgme ve degerlendirme araglari, basari diizeylerine iliskin 6z
degerlendirme, sinif diginda Ingilizce egitimine ayrilan zaman gibi konularda goriislerinin alinmasi
amaglanmigtir. S6z konusu veri toplama araci, ders saati igerisinde, derse giren 6gretim elemaninin
gozetiminde ve katilimcilar icin herhangi bir siire sinir1 tanimlamaksizin uygulanmistir. Elde edilen
bulgular; tiim programlara kayith dgrencilerin 6nemli bir béliimiiniin Ingilizce egitiminin gerekli
olduguna inandigim, Ingilizce derslerini sevdigini, ders basarisin1 8lgme ve degerlendirmede kullanilan
araclart giivenilir buldugunu, yiiksekogrenimlerinin ardindan da yabanci dil egitimini siirdiirmek
istedigini ortaya koymaktadir. Ote yandan, sosyal bilimler programlarina kayitl dgrenciler, fen bilimleri
programlarina kayith 6grencilere kiyasla Ingilizce derslerinde daha gesitli dgrenme etkinliklerine yer
verildigini belirtmislerdir. Ikinci grupta yer alan &grencilerin etkinlik cesitliliginin fazla olmadigim
belirtmelerinin nedeninin, yine bu 6grencilerin bildirimleri dogrultusunda, sinif mevcutlari ile ilintili
oldugu diistiniilmektedir. S6z gelimi, sosyal bilimler programlarina kayitli 6grenciler, bu dersleri 20 ile
30 ogrenci arasinda degisen gruplarda almakta iken fen bilimleri programlarina kayithi 6grenciler
genelde 60 ile 150 kisi arasinda degisen gruplarda s6z konusu dersi almaktadir ve bu da dersi yliriitmekle
gorevli 6gretim eleman: tarafindan siif icerisinde gesitli etkinlikleri uygulanmasini zorlastirmakta,
cogu zaman da engellemektedir. Ders bagarilarin1 degerlendirmeleri istendiginde, her iki grupta bulunan
ogrencilerin %60°1 kendilerini bu derste basarili buldugunu belirtmistir. Calismanin dikkat ¢eken bir
bulgusu olarak, bu 6grencilerin 6nemli bir boliimiiniin basarilarini1 ‘ige yarayan 0grenme strateji ve
teknikleri’ ve ‘siki1 galisma’ gibi nedenlerden ziyade ‘dil 6grenmeye egilimlerinin’ olmasina baglamalari
sunulabilir. Benzer sekilde, ¢alismanin bir diger dikkat ¢eken bulgusu kendisini derste basarisiz olarak
tanimlayan Ogrencilerin yine onemli bir boliimiiniin basarisizliklarimin nedeni olarak, ‘dersin zor
olmasr’, ‘dil 6grenmeye egilimlerinin olmamasi’ veya ‘ise yaramayan 0grenme strateji ve teknikleri’
yerine ‘derse yeterince ¢alismamis olmalarini’ géstermeleridir. Diger bir deyisle, yabanci dil dersinde
basarisiz oldugunu disiinen Ogrenciler, nispeten ¢evresel olarak adlandirilabilecek etkenleri
basarisizliklarinin nedeni olarak gostermek yerine s6z konusu duruma dair kisisel sorumluluk
listlenmeyi tercih etmislerdir. ingilizce dersinin —varsa- sevilmeyen ydnlerinin belirtilmesinin istendigi
soruya verilen yanitlar, ‘dilbilgisi kurallarinin 6gretimine agirlik verilmesi’ ve ‘ilkogretimden
yiiksekogretime kadar islenen konularin farklilik géstermemesinin’ 6grenciler tarafindan dersin en sik
dile getirilen sevilmeyen y6nii oldugunu ortaya ¢ikarmistir. Calismanin bir diger bulgusu, haftalik ders
saatlerine iligkin 6grenci goriislerini kapsamaktadir. Etkili bir yabanci dil egitimi i¢in haftalik iki
(yalnizca bir programda {i¢) ders saatinin kesinlikle yetersiz oldugunu diigiinen 6grencilerin cogunlukta
oldugu her iki grupta da haftalik ders saatinin en az alt1 olmasi gerektigi belirtilmistir. Anketin bir baska
maddesinde 6grencilere ders saatleri diginda yabanci dil egitimine ne kadar vakit ayirdiklar: sorulmus,
sosyal bilimler programlarina kayitli &grencilerin %740 ile fen bilimleri programlarina kayitl
ogrencilerin %72’sinin ders saatleri disinda dil 6gretimine kesinlikle vakit ayirmadiklar1 bulgusuna
ulasilmistir. Vakit ayirdigini belirten 6grencilerin ¢ogu ise altyazili yabanci sinema filmi ve televizyon
programlar1 izledigini veya yabanci miizik dinledigini, her iki grupta da birkag¢ 6grenci ise yabanci dilde
hazirlanmis web sayfalan ile bloglar ziyaret ettigini belirtmistir. Ders basarisim1 6lgmede kullanilan
araclar1 giivenilir bulmayan az sayidaki 6grenci, s6z konusu araglarin ¢ogunlukla dilbilgisi kurallarina
dair bilgilerini 6lgmeye yonelik hazirlandigini, diger becerilerinin 6lgiimiiniin aksatildigini veya sinavda
kullanilan dinleme pargalarinin ders saatlerinde kullanilanlardan ¢ok daha zor oldugunu ve bunun da
kaygi diizeylerini arttirdigini ileri stirmektedir. Son olarak, &grencilerin, yabanci dil derslerinin
ogrenilen yabanci dilde islenip islenmemesi gerektigine dair goriisleri alinmistir. Ogrencilerin ilgili
maddeye verdikleri yanitlar, her iki grupta bulunan &grencilerin yaklasik olarak yarisinin bu konuda
¢ekimser kaldigini géstermektedir. Buna, 6grencilerin, biitiiniiyle hedef dil kullanarak islenmesi halinde
dersi rahatlikla takip edemeyeceklerini diisiiniip endiselenmis olmalarinin sebep olmus olabilecegi
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tahmin edilmektedir. Tiim bu bulgular dogrultusunda, yabanci dil egitimi plan ve programindan sorumlu
olan kisilere yabanci dil egitimi ile alan derslerinin 6gretimi arasindaki farkliliklarin anlatilarak sinif
mevcutlarint miimkiin oldugunca azaltmalar1 (25 kisiyi gecmeyecek sekilde yeniden diizenlemeleri)
oOnerilebilir. Derse giren 6gretim elemanlarina yonelik oneriler ise, miimkiin oldugunca gesitli 6grenme
etkinliklerine yer vermeleri, Ghrib (2004) tarafindan da onerildigi iizere 6grencilere dili kullanmalar:
konusunda daha fazla firsat tanimalari, uygulanacak 6lgme-degerlendirme araglarini sinif icerisinde
Ogretilen tiim dil becerilerini 6lgmeye yonelik hazirlamalar1 ve 6zellikle sinavda kullanilacak dinleme
pargalarini 6grencilerinin dil diizeylerine uygun olarak segmeleri seklinde olabilir. S6z konusu 6gretim
elemanlarina ayrica, ogretimi yapilan yabanci dilin ders saatleri siiresinde ara¢ olarak miimkiin
oldugunca sik kullanilmasi, bunu yaparken 6grencilerin anadillerinden kacinilmamasi, 6grencilere ders
disinda da yabanci dil egitimine vakit ayirmalar1 gerektigi aksi takdirde dili etkili bir sekilde
ogrenemeyeceklerinin  dgiitlenmesi tavsiye edilebilir. Burada raporlanan bulgular ve onlarin
dogrultusunda gelistirilen Oneriler; ¢alismanin katilimer sayisi, niteligi, katilimcilarin kayith oldugu
program sayisi gibi degiskenler agisindan sinirli olmasi sebebiyle genellenemez. Dolayisiyla, daha fazla
sayida katilimer ile daha farkli 6grenme ortamlarinda farkli veri toplama araglari ile gergeklestirilecek
olan ¢aligmalarin daha gegerli, giivenilir ve genellenebilir bulgulara ulagsmak ac¢isindan 6nem arz ettigine
inanilmaktadir.
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INTRODUCTION

Learner views and beliefs on learning are indispensable and necessary especially regarding English as
foreign language (EFL, henceforth) learning. As advocated by Kouriedos and Evripidou (2013: 1),
language teachers need to make informed decisions on how to implement, cultivate and maintain
motivation throughout the academic year to enhance learning; in order to do that, they really need to
look into how their students perceive effective language teaching. Theoretically, perception refers to a
method or way of thinking while belief is the root of way of thinking. Students' beliefs about language
learning may have an impact on their performance. Namely, a student is unlikely to learn a foreign
language unless s/he believes that s/he has a good aptitude for that particular language. In other words,
beliefs can become unfortunate self-fulfilling prophecies. In a similar vein, Riley (1996) claims that
beliefs about language learning influence a learner’s attitude, motivation or behavior during the learning
process. Hence, Nunan (1993: 4) states that teachers should find out what their students think and feel
about what they want to learn and how they want to learn. Accordingly, if all the variables in L2
acquisition could be identified and the many intricate patterns of interaction between learner and
learning context described, ultimate success in learning to use a second language most likely would be
seen to depend on the attitude of the learner (Savignon, 1997, in Savignon & Wang, 2003: 225).

In Turkey, EFL learning has been problematic for decades, although many attempts were made to
develop the effectiveness of EFL courses delivered in Turkish state schools. In Turkey, EFL learning
has been problematic for several decades, although many attempts were made to develop the
effectiveness of EFL lessons delivered in Turkish schools. Solak and Bayar (2015: 106) noted that so
far, lots of decisions have been made, new methods and approaches have been implemented, many
course books and curriculum revised through trial and error in teaching and learning English language
in Turkey, but it has not been possible to reach the desired objectives in this field. English is offered as
a foreign language course within the curricula of different educational levels in Turkish education
system. It is electively offered in institutions of pre-school education, and encouraged by the
government, and introduced four class hours a week in the second year of primary education. It is also
offered as a compulsory and elective part of curricula in secondary education, and as a compulsory part
of higher education. Table 1 illustrates the weekly class hours of English as a foreign language courses
offered as a compulsory and elective part of the curricula in different levels of education in Turkey.

Table 1. EFL weekly class hours in state educational institutions in Turkey

Level of Class hour
. Type of Institution Grade (C: Compulsory;
Education i .
E: Elective)
. . 2nd’ 3rd7 4t 2 (C)
Primary Primary School 5h gih 7t gin 4(C); 2 (E)
otn 6 (C)
Anatolian High School 10t 12t 4 (C)
11 4 (C); 2 (E)
gt 7(C)
Science School 10t 12t 3(C)
Secondary 11 3(C); 2 (E)
Social Sciences High ;g]ep éo(c(:c):)
School 10M, 11t 12t 3(C): 2 (E)
. . gt 3(C)
Vocational High School 100 11t 1 2 (C)
Vocational School 18t 2nd 2 (C)
. Prep 24 (C)
Higher University* 18t 2nd 2/3(C)
3rd, 4t 3(C)

C: Compulsory; E: Elective
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Considering the conclusions proposed by Solak and Bayar (Ibid), this study aims to scrutinize learners’
perceptions of EFL instruction delivered at higher education institutions. Accordingly, a comprehensive
research question was addressed.

RQ: Do EFL learners’ perceptions of EFL instruction offered at institutions of higher education in
Turkey significantly differ in terms of the programmes they are enrolled in?

The following section outlines findings obtained from the research previously conducted on learners’
perceptions about foreign/ second language teaching and practices.

Previous Studies

A great deal of research has been carried out with the aim of eliciting learners’ perceptions on foreign
language instruction at schools for the last few decades, and provided invaluable findings and insights
to be utilized by various educational parties ranging from ministries of education in countries to
curriculum designers, and teachers who are assigned with foreign language courses at different levels
of educational institutions. Namely, Ryan and Harrison (1995) and Cashin and Downey (1992, 1999)
found that students’ perceptions of learning were highly correlated with their overall ratings of teaching
effectiveness. Ghrib (2004) investigated Tunisian secondary school students’ perceptions of the
difficulties they encounter in learning English as a foreign language, the reasons underlying these
difficulties, and the strategies they use in accomplishing their linguistic tasks. She revealed that the
students had difficulties that were essentially due to their lack of knowledge of the English linguistic
rules (e.g. lexical, semantic, grammatical and phonetic difficulties), and that they made use of such
strategies as social and affective strategies to overcome them.

Graham (2004) explored English students’ perceptions of learning French and how they view the reasons
behind their level of achievement. She reported that the students who attributed success to effort, high
ability, and effective learning strategies had higher levels of achievement and that those intending to
continue French after age 16 were more likely than non-continues to attribute success to these factors.
Her findings also indicated that low ability and task difficulty were the main reasons cited for lack of
achievement in French, whereas the possible role of learning strategies tended to be overlooked by
students. In a similar study, Williams et al. (2004) analysed learners’ perceptions of their successes and
failures in foreign language learning. They elicited perceptions of students aged between 11-16 studying
French, German and Spanish in secondary schools in the UK. They reported significant differences
between male and female students, year groups and perceived success and language being studied.
Namely, they found that perceptions of success and failure are inevitably context-specific, that
secondary level students in England were more motivated to learn German than French. Specifically,
their findings showed that success-oriented students were considerably more internal in their attributions
for their success than failure-oriented students. A couple of years later, Hawkey (2006) found significant
differences between the perceptions of learners and teachers on some of the activities in their foreign
language classes in Italy. Namely, he reported that both sides agreed in general on the virtues of
communicative approaches but largely differed in their perceptions on the prominence of grammar and
pair work during classes. The author suggests that the differences in question might indicate potential
problem areas of lesson planning and implementation which could usefully be given attention on teacher
support programmes. Brooks-Lewis (2009) conducted a study on adult learners’ perceptions of the
incorporation of their L1 in foreign language teaching and learning. Her findings revealed that Spanish-
speaking adult learners of English in Mexico believe that inclusion of their L1 is beneficial to their
foreign language learning experience. As for pedagogical implication, she suggests that the practice
would be applicable in EFL teaching situations with learners of different backgrounds and/or with
different L1s, and in the teaching of other target languages. Psaltou-Joycey and Sougari (2010) probed
perceptions of Greek young learners who attended English lessons as part of their compulsory schooling
about foreign language learning and teaching. Their findings indicated that the students hold definite
views about the roles adopted by the teacher who is regarded as a central figure in the learning situation,
that errors are regarded as signs of learning, and that feedback is considered essential in the process of
learning. The students in concern also believe that successful learning outcomes are inextricably linked
with autonomous learning procedures.

Gokdemir (2010) conducted a research on the problems in foreign language teaching with the
participation of 460 English preparatory class students from various universities in Turkey. He found
that the main challenges stem from the fact that English lessons were mostly theory-based rather than
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practice-based at higher education level, and generally teacher centred rather than learner-centred. As
for the learning environment, he reported that it is not convenient for learning a foreign language and
that the students attending preparatory classrooms and schools at universities did not have enough
supplementary materials in English. In a contemporary study conducted in Turkey, Besimoglu et al.
(2010) analysed Turkish university students’ attributions of their perceived successes and failures in
English language learning, and revealed that participating students’ attributions for both success and
failure in foreign language learning were mainly internal, implying that they had a strong belief in their
capability in controlling their success and failure in language learning. Another finding of their study
was that the students in concern tended to accept personal responsibility for their successes and failure
in language learning. In a more recent study, Shrestha (2013) examined Bangladeshi primary school
learners’ experience of English language classroom practices in which technology-enhanced
communicative language teaching activities were promoted. Gathering data through a semi-structured
group interview conducted with 600 3rd grade primary school students in Bangladesh, the researcher
reported that the learners found communicative language learning activities such as dialogue and role
play more effective than translation and memorizing grammar rules for learning English although they
enjoyed reciting and drills. His study also showed that the language teachers assigned with these groups
of students tended to employ both traditional and communicative approaches in their teaching. The
following section offers information about the research design adopted in the present study for the
purpose of providing response(s) to the research question identified in the previous section.

METHOD

Participants

Two groups of students studying social sciences and natural sciences at a state university in Turkey were
the participants of the present study. A total number of 264 EFL learners attending various
undergraduate programmes ranging from Medicine and Engineering to Economics and Administrative
Sciences voluntarily took part in it (Social Sciences: 134; Natural Sciences: 130). Their mean age was
20 in each group, and reportedly, that they received an average of 10 years of EFL education previously.
Approximately 70% of the students studying social sciences were female and slightly over 30% of them
were male. There is a relatively more balanced distribution among the students studying natural sciences
in terms of gender; namely, 55% of them were comprised of male and 45% were female students. More
than 70% of the former group reported that they did not attend any English preparatory programme. 37
out of 39 students received this education at university. A similar percentage of students attending
undergraduate programmes in natural sciences attended such a programme. It is important to note that
most of these students in both groups took this education at a compulsory part of their education. More
specifically, they received a foreign language education of not less than 700 class hours during an
academic year.

Data Collection Tool

A questionnaire comprised of open-ended and closed-ended items developed by the researchers were
administered to the participants in order to elicit their perceptions on various aspects of EFL instruction
offered as a part of their higher education. It was specifically designed to elicit their opinions about the
necessity of learning English, aspects of English instruction they don’t like —if any, activities used in
language classroom, assessment procedure, weekly class hours of the course, themselves as foreign
language learners, amount of time allocated for learning English after school, and furthering EFL
education upon graduation from university. It is worth noting that the questionnaire was completed in
the classroom under the supervision of the researchers, and no time limit was set for the participants.
The following section is intended to cover findings obtained from the questionnaire in concern and
related discussion on them.

RESULTS and DISCUSSION

The first question of the survey investigated the students’ perceptions on the necessity of learning
English as a foreign language. It has been revealed that an overwhelming majority in both groups
responded it positively (Social Sciences: 93%; Natural Sciences: 96%). As a follow-up question, they
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were asked to whether they liked learning it. A similar percentages of students in both groups informed
that they like learning EFL (64% of Social Sciences, and 64% of Natural Sciences) while 19% and 15%
of them, respectively remained neutral about it. 17% and 21% of the students studying social sciences
and natural sciences, respectively stated that they do not like learning English; however, most of these
students attributed this to the fact that they have difficulty in understanding the course due to their poor
background knowledge in it, confirming the finding reported by Ghrib (2004). With the aim of
clarification, they were also asked what aspects of English instruction they don’t like —if any. Excessive
grammar instruction revealed the most complained about English instruction, confirming the finding
previously reported by Gékdemir (2010). This particular case might be attributed to the preference of
programme developers and curriculum designers rather than those of the instructors who are assigned
with the course in question. They also complained that almost the same topics are taught from primary
to higher education. Accordingly, the decision making bodies might be suggested that grammar
instruction be reduced, and more communicative activities should be involved in the curriculum. Some
students from both groups, on the other hand, reported that they hesitate to read aloud a sentence or
passage produced in English, or to speak English since they find pronunciation is difficult attributing it
to that the ways it is spelled and pronounced are different. Terminologically, it might be attributed to
the orthographic differences between L1 and L2; namely, Turkish is a language which is spelled as it is
pronounced while English is not. As a result, instructors assigned with these courses might be
recommended to pay more attention to the instruction of pronunciation of the language through carefully
designed speaking activities, particularly raising their consciousness of the phonological and
orthographic differences between their L1 and L2. Some students stated that the instruction offered in
the classroom is not appropriate for their proficiency level of English due to their poor background
knowledge in it. In this concern, the instructors might be suggested to take into consideration the
students’ level of readiness to learn the subject matters they are planning to teach. Finally, a slight
number of students attending programmes in natural sciences stated that they are not satisfied with the
variety of activities used in the classroom, that they do not like the language itself, and that the classes
are crowded which makes it hard to follow the courses efficiently.

Another item in the survey scrutinized the types of activities used during classes. Figure 1 is intended
to outline the comparison of groups based on their responses.
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Figure 1. Activities used during language classes

In accordance with responses of the students studying social sciences, it seems that all types of activities
excluding games and using posters are extensively used during the classes. The two activities in concern
were also reported by the other group of students as the least employed ones. What is interesting is that
the other activities were reported by less than half of the second group of students. This might be
accounted for large class sizes; to be precise, most of the instructors assigned with compulsory foreign
language courses offered in the natural sciences programmes are supposed to teach EFL in groups of
approximately a hundred students. So, it obviously becomes much more challenging to teach it by
organizing various activities as opposed to their colleagues assigned with the same courses offered in
the social sciences programmes who are supposed to work with groups comprising as many as 25 or 30
students. So, the decision makers might be recommended to reduce the class sizes underlining the
difference between teaching field-specific courses and foreign language instruction.

Subsequently, the students were asked what types of activities they find useful in language classrooms.
One of the most significant findings of the study is that a great similarity was found between the groups
in terms of their responses to the item in concern, as illustrated in Figure 2.
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Figure 2. Activities found useful by the students

As can be seen in Figure 2, speaking is the activity described useful most frequently followed by
listening, reading, question and answer drills, and writing, respectively. Another significant finding is
that 26% and 23% of the students studying social sciences and natural sciences, respectively informed
that all the activities are useful in language education. It is also noteworthy that just a few students
described grammar instruction and using textbook as useful activities coinciding with the finding that
excessive grammar instruction was the mostly complained aspect of foreign language classes. The
instructors assigned with these courses might be recommended to employ as various activities as
possible in their teaching. In addition, as suggested by Ghrib (2004), students should be given more
opportunities to practice English; i.e., they should be given more opportunities to listen to, read, write,
and speak the foreign language.
The students in both groups excluding those attending the programme of classroom teaching are required
to take EFL two hours a week as a compulsory part of the related curricula. The exception group is
supposed to take it three hours a week but it would not be wise to claim this might decrease the reliability
of the data since they constituted the minority in the group of students studying social sciences.
Regardless of the programmes they are enrolled in, all students in these groups are to take a midterm
and a final test in the middle and at the end of each semester, respectively. Accordingly, they were asked
whether they describe assessment tools are effective in measuring their progress in English. The findings
have revealed that students studying social sciences are more satisfied with the assessment tools than
the other students. Namely 30% of those who study natural sciences, and 22% of those who study social
sciences believe that their success is not thoroughly assessed through the assessment tools used by their
instructors. They largely attributed it to that they feel anxious during the tests which are mostly
grammar-based, which includes listening parts hard to understand, and whereby their speaking skills are
not evaluated. They also claim that they are not realistic and practical due to being comprised of a limited
number of questions. The following are the excerpts from responses of two students studying social
sciences and natural sciences, respectively.

‘I believe the tests are memorization-based. 1 mean, the better I memorize the rules and

vocabulary, the better | perform on the tests. A few days or a week after a test, | do not remember

most of them.’

‘I do pretty well on the tests but I can’t express myself in English. So, I don’t think that I am a
successful language learner.’
So, the instructors might be suggested to prepare tests designed to measure all the skills taught in the
classroom, and listening parts might be selected taking into consideration the proficiency level of
students. Alternatively, they might be recommended, in the classroom, to use parts identical to those
they are planning to use in the exams regarding level of difficulty.
As for weekly class hours, 55% of the students studying social sciences, and 45% of those studying
natural sciences do not believe that they are satisfactory for learning a foreign language effectively.
Students in the first and second group stated that it should be offered 6 and 8 hours a week, respectively
to learn it more efficiently. Posing a follow up item, it was aimed to elicit their opinions about using

126

Turkish Journal of EducationTUR 2016 Volume 5, Issue 3 www.turje.org


http://www.turje.org/

BABANOGLU& AGCAM; Learner perceptions on EFL teaching practices in Turkish higher education

English as the medium of instruction. 28% of the students studying social sciences, and 32% of those
studying natural sciences disagree with the idea that the target language should be used as the medium
of instruction in learning it, confirming what was previously revealed by Brooks-Lewis (2009). This
probably stems from their fear of not being able to follow the courses effectively. Most of the students
in both groups partially agree with the idea in concern. Hence, the instructors might be suggested to use
the target language in their teaching as much as possible, and not to avoid using the students’ L1 when
they have difficulty in understanding the subject matters.

In order to find out their opinion about EFL courses, the students were asked whether they find it more
interesting and enjoyable as opposed to their field-specific courses. Most of them, regardless of their
area of study, agree or partially agree with the statement. This might be attributed to that the instructors
assigned with these courses perform their job well attracting their attention to the course subjects and
having them enjoy it.

Another item of the survey required the participants to make self-evaluation as language learners.
Slightly over than half of the students studying social sciences believe that they are successful learners
while the reverse is the case for those studying natural sciences. Subsequently, they were asked to state
reason(s) for their self-evaluation. Figure 3 displays the distribution of reasons stated by those who
described themselves as successful language learners.
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Figure 3. Reasons for success in FL learning

It is interesting to see that, in both groups, most of the students who describe themselves successful
attribute this to their tendency to learn the language. In return, most of those who do not describe
themselves successful attribute this mainly to the fact that they do not work hard enough. Both findings
approve the findings of the studies previously conducted by Graham (2004), Williams et al. (2004),
Besimoglu et al. (2010), and Psaltou-Joycey and Sougari (2010). Accordingly, Graham (2004) argues
that learners’ self-concept and motivation might be enhanced through approaches that encourage
learners to explore the causal links between the strategies they employ and their academic performance,
thereby changing the attributions they make for success or failure.

In relation to this item, they were asked how much time they allocate for learning English after school
—if any. Unfortunately, the findings have indicated that 74% of the students studying social sciences,
and 72% those studying natural sciences devote no time for learning English outside the classroom.
Most of the students responded this item positively specified that they mostly watch movies (probably
with subtitles), watch TV or listen to the radio, and visit websites or blogs prepared in the target
language. Interestingly, less than two out of ten students in each group reported that they read books or
magazines in English, and that slightly over and less than two out of ten students studying social sciences
and natural sciences, respectively revise their courses after school. The instructors might be
recommended to advise their students that their learning is unlikely to be successful unless they just rely
on the knowledge offered to them in the classroom, and to spend at least some time on the activities like
revision to reinforce the language they newly learnt after classes.

Lastly, the students were asked whether they would like to further their EFL education after completing
higher education. 60% of the students of social sciences and 65% of the students of natural sciences
informed that they are planning to further their foreign language education mostly for professional
reasons (e.g. requirement of the job, following developments in the field and etc.) and for such personal
reasons as living or doing career abroad, or improving their communicative skills in English. Thus, it
seems that over half of the students have either extrinsic or intrinsic motivation to improve their foreign
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language regardless of their area of study. Hence, the instructors might be suggested to take the
advantage of these factors in their teaching.

CONCLUSION

Pedagogical Implications of the Study

The study has indicated that most of the students studying social sciences and natural sciences believe
that learning English is necessary for them, and they like it. Excessive grammar instruction revealed the
mostly stated aspect of English classes they do not favour. It is followed by that EFL curricula for
primary, secondary and higher education are designed to teach almost the same subject matters, which
makes the educational process vicious and boring. Accordingly, the decision making bodies might be
suggested to redesign curricula in which communication skills are not deemphasized at the expense of
teaching grammar for different levels of education in a complementary manner. The study also indicated
that some students hesitate to read aloud a sentence or passage written in the target language, or to
answer the questions aloud due to the orthographic differences between their L1 and L2. As a result,
instructors assigned with these courses might be recommended to pay more attention to the instruction
of pronunciation of the language through carefully designed speaking activities, particularly raising their
consciousness of the phonological and orthographic differences between their L1 and L2. As for the
students having difficulty in keeping up the pace of the lesson due to poor background knowledge in
English, the instructors might be suggested to take into consideration the students’ level of readiness to
learn the subject matters they are planning to teach.

Crowded classrooms seem to be the reason why learning activities implemented in classes of natural
sciences are not as various as the ones employed in those of social sciences. In this concern, the decision
makers might be recommended to reduce the class sizes underlining the difference between teaching
field-specific courses and foreign language instruction.

Speaking and listening are the activities mostly reported useful in EFL classes whereas using textbook
and grammar instruction are not found so useful by the students in both groups. The instructors assigned
with these courses might be recommended to employ as various activities as possible in their teaching.
In addition, as suggested by Ghrib (2004), students should be given more opportunities to practice
English; i.e., they should be given more opportunities to listen to, read, write, and speak the foreign
language.

Assessment tools were not described as reliable by some students in both groups claiming that they feel
anxious during the tests which are mostly grammar-based, and which includes listening parts hard to
understand. So, the instructors might be suggested to prepare tests designed to measure all the skills
taught in the classroom, and listening parts might be selected taking into consideration the proficiency
level of students. Alternatively, they might be recommended, in the classroom, to use parts identical to
those they are planning to use in the exams regarding level of difficulty.

A considerable amount of students in both groups do not totally agree with the idea that English should
be the medium of instruction in the classroom. This might probably result from their fear of failure to
follow the courses effectively; hence, the instructors might be suggested to use the target language in
their teaching as much as possible, and not to avoid using the students’ L1 when they have difficulty in
understanding the subject matters. A similar number of students reported that they find English classes
more interesting and enjoyable than their field-specific courses.

Having a tendency to learn foreign languages was the attribution for success mostly reported by the
students who describe themselves successful language learners, and not working hard enough was the
one for failure mostly reported by those who describe themselves unsuccessful language learners. In
view of this result, Graham (2004) argues that learners’ self-concept and motivation might be enhanced
through approaches that encourage learners to explore the causal links between the strategies they
employ and their academic performance, thereby changing the attributions they make for success or
failure. Another significant but not surprising finding of the study is that the great majority of the
students devote no time for learning English, and very limited number of students revise their courses
after school. The instructors might be recommended to advise their students that their learning is unlikely
to be successful unless they just rely on the knowledge offered to them in the classroom, and to spend
at least some time on the activities like revision to reinforce the language they newly learnt after classes.
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Limitations and Suggestions for Further Research

The study is limited to investigating perceptions of EFL learners studying social and natural sciences at
a state university in Turkey on EFL teaching practices in higher education. It might be furthered to
investigate EFL learners attending different levels of educational institutions in Turkey or some other
countries where it is offered as a compulsory part of school curriculum. Alternatively, a similar study
might be conducted to elicit perceptions of learners of foreign/ second languages other than English on
implementations in their classroom.

It is also confined to certain number of EFL learners studying at a state institution of higher education
in Turkey. It might be extended to include larger number of learners studying at these institutions or
private institutions in a given country. Likewise, a further study might be conducted with the
participation of EFL instructors working at these institutions to elicit their perceptions on their practices.
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OZ Bu arastirmanin amaci, fen bilgisi 6gretmen adaylarinin materyal gelistirme konusundaki teknolojik
pedagojik alan bilgisi (TPAB) 6z-yeterliklerini belirleyen gegerli ve giivenilir bir 6l¢ek gelistirilmesidir.
Arastirmada nicel bir aragtirma yontemi olan tarama modeli kullanilmistir. Arastirma 2015-2016 egitim-
6gretim yili giiz doneminde, Tiirkiye’nin 12 farkli Giniversitesinin tigiincii ve dordiincii siifinda 6grenim
gormekte olan 659 fen bilgisi 6gretmen aday1 ele alinarak gerceklestirilmistir. Arastirmada kullanilmak
iizere gelistirilecek 6lgegin maddelerini belirlemek amaci ile literatiir taramasi yapilmistir. Ayrica ¢alisma
grubunda olmayan fen bilgisi 6gretmen adaylari, fen bilgisi egitimi alaninda lisanstistii egitim gormekte
olan bireyler ve TPAB alaninda ¢alismis olan arastirmacilar ile gériismeler yapilmistir. Olgegin kapsam
ve goriiniis gecerligi i¢in uzman goriisiine bagvurulmustur. Olgiimlerden yapilan yorumlari yapi gegerligi
icin ise A¢imlayici Faktdr Analizi (AFA) ve Dogrulayict Faktor Analizi (DFA) uygulanmistir. AFA
sonucunda toplam varyansin %46.37’sini agiklayan, 40 madde ve sekiz faktorden olusan bir yap1 elde
edilmistir. Olgege ait cronbach alpha i¢ tutarhlik katsayisi 0.93 olarak hesaplanmistir. Arastirma
sonucunda fen bilgisi dgretmen adaylarinin materyal gelistirme konusundaki TPAB &z-yeterliklerini
belirleyen gecerli ve giivenilir bir 6lgme araci olusturulmustur.

Anahtar
Kelimeler Teknolojik Pedagojik Alan Bilgisi (TPAB), 6z-yeterlik, materyal gelistirme, fen bilimleri

Technological pedagogical content knowledge (TPCK) self-efficacy
scale for pre-service science teachers on material development:
development, reliability and validity study

ABSTRACT The purpose of this study is to develop a valid and reliable scale to determine the Technological
Pedagogical Content Knowledge (TPCK) Self-Efficacy on material development for pre-service science
teachers. In the study, survey model, which is a quantitative research method, was used. The study was
conducted in the academic year of 2015-2016 and 659 pre-service science teachers attending third and
fourth classes of colleges in 12 different universities Turkey participated. Literature was reviewed for the
purpose of determining the items of scale to be used in research. Also, interviews were made with pre-
service science teachers, postgraduate students in science and researchers worked in the TPCK. Expert
opinions were taken for the scope and face validity of the scale. As for the structure validity of the
comments made from the measurement, exploratory factor analysis (EFA) and confirmatory factor
analysis (CFA) were applied. As a result of EFA, a structure consisting of 40 items and eight factors which
explains 46.37% of the total variance. Cronbach alpha internal consistency coefficient of the scale was
calculated as 0,93. At the end of the study, a valid and reliable tool which determines Self-Efficacy Scale
for Pre-service Science Teachers on Material Development was developed.

Technological Pedagogical Content Knowledge (TPCK), self-efficacy, material development,
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BALCIN, ERGUN; Technological pedagogical content knowledge (TPCK) self-efficacy scale for pre-service
science teachers on material development: development, reliability and validity study

EXTENDED SUMMARY

Competencies required for teachers to meet their professional careers are provided through their
undergraduate education. These competencies are competencies related to subject content, competencies
related to teaching-learning process, competencies related to monitoring, evaluating and recording the
learning and complementary professional competencies (YOK, 2008).

Content knowledge (CK) represents all the information regarding the subjects on the lesson content to
be taught. Pedagogical Knowledge (PK) can be qualified as competencies related to teaching-learning
process, competencies related to monitoring, evaluating and recording the learning and complementary
professional competencies. Content Knowledge (CK) and Pedagogical Knowledge (PK) were combined
by Shulman (1986) and the concept of Pedagogical Content Knowledge (PCK) was formed. A teacher
with PCK should have the competence of designing and implementing the subjects to be taught.

The knowledge that technology provides to the society makes it well-supported and stronger for the
future. Therefore, training individuals who can use technology in all aspects of life became an inevitable
exigence. Integration of technology is an integral part of a good education.

The technological tools use knowledge of a teacher in teaching process effectively is constituted under
technological knowledge (Ugurlu, 2009). For the teaching technologies to be used effectively in their
lessons, teachers should have a command of PK and CK they have and this knowledge should be
effectively integrated with TK. The concept of Technological Pedagogical Content Knowledge (TPCK)
was created by Mishra and Koehler (2006)by adding the technology dimension onto the concept of
Pedagogical Content Knowledge (PCK) created by Shulman (1986). Technological Pedagogical
Content Knowledge (TPCK) is shown as a way for teachers and teacher candidates to effectively
integrate technology to learning-teaching process.

When the curriculums of science courses are analyzed, it can be seen that science and technology are
interconnected with each other. As the grades of students increase, the subjects in science lessons with
abstract concepts also increase. In order to concretize abstract concepts and make the subjects easier to
teach, materials are more preferred that the students can touch, hear and see. Technological Pedagogical
Content Knowledge (TPCK) is important for pre-service teachers with respect to create effective
teaching materials.

There is no scale in the literature that determines the Technological Pedagogical Content Knowledge
(TPCK) self-efficacy of pre-service science teachers. The fulfillment of this need in the literature was
aimed in the study.

The study was conducted with 659 pre-service science teachers studying in 12 different
universities around Turkey, in 2015-2016 educational fall period. A literature search was made
for the purpose of determining the items of scale to be developed for use in research. Also,
interviews were made with science teacher candidates not participating in the study, individuals
studying in the postgraduate in science and researchers worked in the Technological
Pedagogical Content Knowledge (TPCK) field. Expert opinions were taken for the scope and
face validity of the scale. As for the structure validity of the comments made from the
measurement, exploratory factor analysis (EFA) and confirmatory factor analysis (CFA) were
applied. As a result of EFA, a structure consisting of 40 items and eight factors which explains
46.37% of the total variance. These factors revealed were named as TPCK, TK, CK on basic
and sub-specialties of science, PK, CK, PCK, TCK, TPK. At the end of the study, a valid and
reliable tool determining the TPCK self-efficacy scale of pre-service science teachers on
material design was developed.
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GIRIS

Ogretmenlerin meslek hayatia gegisi sirasinda sahip olmasi gereken yeterlikler lisans egitimi boyunca
ogretmen adaylarina verilmektedir. Yiiksekogretim Kurulu (YOK)’iin “Milli Egitimi Gelistirme
Projesi” kapsaminda, MEB ve YOK tarafindan &gretmenlerin sahip olmasi gereken bu yeterlikler
“dgretmen yeterlik listesi”’nde belirlenmis olup dort ana baslik altinda toplanmustir (Yiiksek Ogretim
Kurumu [YOK], 2008). Bunlar:

1. Konu alani ve alan egitimine iligkin yeterlikler

2. Ogretme-6grenme siirecine iliskin yeterlikler

3. Ogrencilerin 6grenmelerini izleme, degerlendirme ve kayit tutma ile ilgili yeterlikler,

4. Tamamlayic1 mesleki yeterliklerdir (YOK, 2008).

“Konu alan1 ve alan egitimi kapsaminda 6gretmenin yeterlikleri arasinda konu alanini, kavram ve
becerileri anlama, alan bilgisini gerektigi bicimde kullanma ve artirabilme, alan ile ilgili 6gretim
programini bilme, 6zel 6gretim yontemlerini ve 6gretim teknolojilerini bilme, konu alani ile ilgili bilgi
teknolojilerini bilme” yer almaktadir (YOK, 2008). Bu kapsam icerisindeki alan bilgisi (AB), ders
alaninda mevcut olan ve Ogretilecek olan derse ait konularla ilgili tiim bilgileri ifade etmektedir.
Ogretme-6grenme siirecine iliskin alt yeterliklerde ise planlama, dgretim siireci, sinif ydnetimi, kayit
tutma ve degerlendirme gibi beceriler yer almaktadir.

“Ogretme-6grenme siirecine iliskin yeterlikler, 6grencilerin dgrenmelerini izleme, degerlendirme ve
kay1t tutma ile ilgili yeterlikler ile tamamlayict mesleki yeterlikler” 6gretmenin sahip oldugu pedagojik
bilgi (PB) olarak nitelendirilebilir. Iyi bir 6gretmenin konu alan bilgisi ile birlikte, sahip oldugu alan
bilgisini 6grencilerine nasil kazandiracagini da bilmesi gerekmektedir (Canbazoglu, 2008; Canbazoglu,
Demirelli, ve Kavak, 2010; Dede, Bayazit, ve Soybas, 2010; Canbazoglu-Bilici, 2012). Shulman (1986)
tarafindan da bu iki bilgi tiirii birlestirilmis olup Pedagojik Alan Bilgisi (PAB) kavrami olusturulmustur.
PAB kavrami, dgretim siirecinde 6gretmenin konu hakkinda sahip oldugu alan bilgisinin 6tesinde,
Ogretmenin igerik bilgisini 6gretme bigimi olarak ifade edilmektedir (Gomleksiz ve Fidan, 2011). PAB’a
sahip olan bir 6gretmen konularin &gretimini nasil gerceklestirecegi ve ne sekilde uygulayacagi
konusunda yeterlilige sahiptir (Akyiiz, Pektas, Kurnaz, ve Kabatas-Memis, 2014).

PAB kavrami, 6gretim siirecinde 6gretmenin konu hakkinda sahip oldugu alan bilgisinin 6tesinde,
Ogretmenin igerik bilgisini 6gretme bigimi olarak ifade edilmektedir (Gomleksiz ve Fidan, 2011). PAB’a
sahip olan bir 6gretmen konularin &gretimini nasil gerceklestirecegi ve ne sekilde uygulayacagi
konusunda yeterlilige sahiptir (Akyiiz, Pektas, Kurnaz ve Kabatag-Memis, 2014).

Teknolojik Pedagojik Alan Bilgisi (TPAB)
Giliniimiizde egitim — &gretim siirecinde kalem, kagit gibi geleneksel teknolojinin yaninda, ilerleyen
teknoloji ile egitim alanimiza projeksiyon, akilli tahta gibi dijital teknolojiler girmistir. Teknoloji, bilgi
toplumunun kaynagi olan insan1 daha donanimli hale getirir ve bireyin teknolojik bilgiye sahip olmasini
saglar. Bu baglamda teknolojiyi iiretebilen ve hayatin biitiin alanlarinda kullanabilen bireyler yetistirme
gerekliligi ortaya ¢ikmistir. Bu gerekliligin olustugu alanlardan biri de egitim alanidir.
Egitim kurumlarinda teknolojiyi kullanabilen bireyler yetistirmenin 6énemi her gecen giin artmaktadir.
Ogretmenler de dgrencilere alan bilgilerini sahip olduklar1 pedagojik alan bilgisiyle aktarirken daha
verimli olabilmek acgisindan teknolojik bilgi (TB) yi kullanmaktadir. Teknoloji entegrasyonu iyi bir
Ogretimin ayrilmaz parcasi olarak goriilmesine (Pierson, 1999) ragmen giiniimiizde, 6gretmenlerin konu
alan bilgileri ile iligkili olan teknolojik bilgilerini ve teknolojiyi 6gretim siirecinde kullanabilme
becerilerini gelistirmeleri gerekmektedir (Demir ve Bozkurt, 2011; Niess, 2005; Niess, 2011). Egitim
teknolojilerinin 6gretime entegrasyonu siirecinde etkili kullanilabilmesi i¢in 6gretmenlerin sahip oldugu
Pedagojik Bilgi (PB) ve Alan Bilgisi (AB) konularina da hakim olunmasi ve bu bilgilerin Teknolojik
Bilgi (TB) ile etkili bir sekilde biitiinlestirilmesi gerekmektedir. Ogretmenlerin, teknolojinin ilerlemesi
ve egitime entegre edilmesiyle teknoloji ve pedagojiyi birlestirmesi iizerine yeni bir kuramsal ¢ergeve
olusturulmustur. Shulman (1986)’m olusturdugu Pedagojik Alan Bilgisi (PAB) kavramina Mishra ve
Koehler (2006)’in teknoloji boyutunu eklemesiyle Teknolojik Pedagojik Alan Bilgisi (TPAB) kavrami
ortaya ¢ikmustir.
Teknoloji, bilgi toplumunun kaynagi olan insan1 daha donanimli hale getirir ve bireyin teknolojik bilgiye
sahip olmasini saglar. Bu baglamda teknolojiyi iiretebilen ve hayatin biitiin alanlarinda kullanabilen
bireyler yetistirme gerekliligi ortaya c¢ikmistir. Bu gerekliligin olustugu alanlardan biri de egitim
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alamidir. Egitim kurumlarinda teknolojiyi kullanabilen bireyler yetistirmenin énemi her gegen giin
artmaktadir. Ogretmenler, Ogrencilere alan bilgilerini sahip olduklar1 pedagojik alan bilgisiyle
aktarirken daha verimli olabilmek agisindan teknolojik bilgi (TB)’yi kullanmaktadir. Ogretmenlerin
teknolojiyi Ogrenme-0gretme siirecine katabilmeleri, teknolojiyi kullanabilme yeterliligine sahip
bireyler yetistirme acisindan énemli goriilmektedir. TB kalem ve kagit gibi geleneksel teknolojiler ile
animasyon, akilli tahta gibi cagdas teknolojiler hakkindaki ¢esitli bilgiyi icermektedir. Benzer sekilde
bir 0gretmenin teknolojik araglarin nasil kullanildigini bilmesi, bu teknolojik araglarin 6gretim
stirecinde nasil etkili kullanilabilecegini bilmesi teknolojik bilgi kapsaminda yer almaktadir (Ugurlu,
2009).

Egitim teknolojilerinin ortaya ¢ikmasiyla, kazandirilmak istenen teknolojik beceriler, icerik bilgisinden
ve pedagojik bilgiden ayr1 tutulmustur (Hargvare ve Hsu, 2000; Graham, Culatta, Pratt, & West, 2004).
Teknolojik becerinin pedagojik bilgi ve alan bilgisinden bagimsiz olarak kazandirilamayacaginin
farkina varilmasiyla, bir uyum siireci gergekleserek teknolojinin 6grenme-06gretme siirecine entegre
edilmesine odaklanilmistir (Burgoyne, Cantrell, Smith, & Harris, 2009). Teknoloji entegrasyonu iyi bir
Ogretimin ayrilmaz pargasi olarak goriilmesine (Pierson, 1999) ragmen giiniimiizde, 6gretmenlerin konu
alan bilgileri ile iliskili olan teknolojik bilgilerini ve teknolojiyi 0gretim siirecinde kullanabilme
becerilerini gelistirmeleri gerekmektedir (Demir ve Bozkurt, 2011; Niess, 2005; Niess, 2011).

YOK iin belirlemis oldugu 6gretmen yeterlikleri nitelikli ve istendik bireyler yetistirmemizde 6nemli
bir &lgiittiir. Ogretmenlerin sahip olmas1 gereken yeterlikler hayatimiza teknolojinin girmesiyle farkl
bir boyut kazanmustir. Egitim teknolojilerinin 6gretime entegrasyonu siirecinde etkili kullanilabilmesi
icin 6gretmenlerin sahip oldugu pedagojik bilgi ve alan bilgisi konularina da hakim olunmasi ve bu
bilgilerin Teknolojik bilgi ile etkili bir sekilde biitiinlestirilmesi gerekmektedir. Ogretmenlerin,
teknolojinin ilerlemesi ve egitime uyum siirecinde, teknoloji ve pedagojiyi birlestirmesi iizerine yeni bir
kuramsal g¢er¢eve olusturulmustur. Shulman (1986)’mn olusturdugu Pedagojik Alan Bilgisi (PAB)
kavramina Mishra ve Koehler (2006)’in teknoloji boyutunu eklemesiyle Teknolojik Pedagojik Alan
Bilgisi (TPAB) kavrami ortaya ¢ikmustir.

Teknolojik
Pedagojik Alan
Bilgisi
(TPAB)

Teknolojik

Teknolojik Bilgi Teknolojik Alan
Pedagojik Bilgi (TB) Bilgisi
(TPB) (TAB)

Pedagojik Alan
Bilgisi
(PAB)

Sekil 1. Teknolojik Pedagojik Alan Bilgisi (TPAB) Kuramsal Cer¢evesi, Mishra ve Koehler (2006)

TPAB kuramsal ¢ergevesi incelendiginde temel ti¢ farkli bilgi alani ortaya ¢ikmaktadir (Harris, Mishra,
& Koehler 2007). Bu temel bilgi alanlar1 Alan Bilgisi (AB), Pedagoji Bilgisi (PB) ve Teknoloji Bilgisi
(TB) dir. Ug temel bilgi alaminin kesisimi ile Pedagojik Alan Bilgisi (PAB), Teknolojik Pedagojik
Bilgisi (TPB) ve Teknolojik Alan Bilgisi (TAB) temel kavramlar1 ortaya c¢ikmaktadir. Sekil 1 de
belirtildigi gibi ii¢ temel kavraminin birlesimiyle de Teknolojik Pedagojik Alan Bilgisi (TPAB) kavrami
ortaya ¢ikmistir. Bu baglamda TPAB bu ii¢ bilgi tiiriinii biitlinlestirmis olup ayn1 zamanda bu bilgi
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tiirlerinin etkilesim igerisinde oldugu goriilmektedir (Mishra ve Koehler, 2006; Koehler, Mishra, ve
Yahya, 2007; Schmidt, Baran, Thompson, Mishra, Koehler, ve Shin, 2009).

TPAB, 6gretmen ve 6gretmen adaylarinin teknolojiyi 6grenme-6gretme siirecine ve bu ortamlara en iyi
sekilde uyum saglanmasinin bir yolu olarak gdsterilmektedir (Mishra ve Koehler, 2006). Tirk Egitim
Dernegi [TED] (2009)’nin yapmis oldugu “6gretmenlik meslegi genel yeterlikleri” konulu arastirmada
basarili bir 6gretmende bulunmasi gereken yeterlikler arasinda TPAB acikca belirtilmis ve bu raporda
TPAB “Ogretim programlar1 ve konu alani, programin nasil gretilecegi ve alanin diger alanlarla iliskisi,
alandaki son geligsmeler, alanin temel kavram, arag¢ ve yapilari, ogretilecek igerigin teknoloji ile
biitiinlestirilmesi hakkinda bilgili olma” seklinde tanimlanmis, bu yeterlige hem 6gretmen adaylarinin
hem de hizmetteki 6gretmenlerin sahip olmasi gerektigi belirtilmistir. Giiniimiiziin sosyo-kiiltiirel ve
teknolojik gelismeleri yasam seklimizi 6nemli dlglide degistirmistir. Hizla degisen sosyo-kiiltiirel ve
teknolojik gelismeler gelecekte de hayatimizi etkileyecek ve egitim alanina yansimasi da devam
edecektir.

Fen ve teknolojinin i¢ ice oldugu ve fen, teknoloji ile zenginlestirilmeye yatkin oldugundan 2004 yilinda
Ogretim programi revizyonunda fen bilgisi dersinin adi fen ve teknoloji olarak degistirilmistir. Fen ve
teknolojinin bir¢cok ortak noktasi oldugu goriilmektedir. Hem bilimsel arastirmalarda hem de teknolojiyi
tasarlama siireglerinde benzer beceriler ve biligsel aligkanliklar kullanilir. Fen ve teknoloji bir biitiin olsa
da birbirinden ayiran amaglar1 bulunmaktadir. Fenin amaci “dogal diinyay1 anlayarak agiklamaya
calismak; teknolojinin amaci ise insanlarin istek ve ihtiyaglarin1 karsilamak i¢in dogal diinyada
degisiklikler yapmaktir”, yasam kalitesini kolaylastirmaktir (MEB, 2005). 2013 yilinda yapilan
revizyonda ise dersin adi fen bilimleri olarak degistirilse de vizyon kapsaminda fenin teknoloji ile
iligkisine rastlanmaktadir. 2013 fen bilimleri dersi 6gretim programi vizyonu “Tiim 6grencileri fen
okuryazar1 bireyler olarak yetistirmek™ olarak tanimlanmis, bireylerin “fen bilimlerinin teknoloji
toplum-gevre ile olan iliskisine yonelik anlayisa ve psikomotor becerilere sahip olmasi” gerektigi
Ogretim programi amaglari arasinda belirtilmistir (MEB, 2013). Ayrica bireylerde “Bilimin toplumu ve
teknolojiyi, toplum ve teknolojinin de bilimi nasil etkiledigine iliskin farkindalik gelistirmek™ genel
amaglar arasinda belirtilmistir (MEB, 2013). Fen bilimleri dersinin ve bu dersin yiiriitiiciisii olan fen
bilgisi 6gretmen adaylarmin TPAB yeterliklerini ortaya koymak ve bu yeterligi gelistirmek, bilgi
toplumuna nitelikli bireyler yetistirmek i¢in gereklidir (Timur, 2011).

Fen bilimleri dersinde atom, kimyasal baglar, DNA, yogunluk, enerji gibi bircok soyut kavram yer
almaktadir. Sinif diizeyleri yiikseldikge fen bilimleri dersindeki soyut kavramlar ve karmasik 6zellikler
gosteren konular artmaktadir. Bu soyut kavramlarin ortaokul grubu 6grencilerinin zihinlerinde yeterince
somutlasmamasi sonucu bilgi eksiklikleri ve yanlis kavramalar olugsmaktadir. Bu soyut kavramlarin
Ogrencilerin zihinlerinde somutlagsmasi igin 6gretmene biiyiikk rol diismektedir. Soyut kavramlarin
somutlastirilmasi asamasinda, 6grencilerin birebir dokunabilmeleri, duyabilmeleri ve gorebilmeleri
acisindan materyaller tercih edilmektedir. Materyallerin gelistirilmesi i¢in 0gretmenin igerik bilgisine,
pedagojik ve teknolojik bilgiye sahip olmasi gerekmektedir. Tiim bu bilgi tiirlerinin birlesimi olan,
Ogretmen ve 6gretmen adaylarinin sahip olmalar1 gereken TPAB’1n, mesleklerini icra edecekleri ileriki
stirecte materyallere yansitilmasi sonucunda amacina hizmet edecegi diisiiniilmektedir.

Incelenen literatiirde, Meric (2014) calismasinda, Graham, Burgoyne, Cantrell, Smith, ve Harris (2009)
tarafindan gelistirilen, Timur ve Tasar (2011) tarafindan Tiirk¢e’ye uyarlanan “teknolojik pedagojik alan
bilgisi 6z-giiven dlcegi (TPABOGO)” ile fen bilgisi dgretmen adaylarmin teknolojik, pedagojik, alan
bilgilerine (TPAB) iliskin &zgilivenlerini incelemeyi amaglamistir.

Akyliz vd., (2014), akilli tahtayr merkeze alan mikro 6gretim uygulamalariin fen bilgisi 6gretmen
adaylarinin TPAB’larina ve akilli tahta kullanimina yonelik algilarina olan etkisini arastirmigtir.
Arastirmasinda 6l¢me araci olarak “TPAB 6z giiven 6lcegi” ve “akilli tahta kullanimina yonelik 6grenci
alg1 6lgegi” kullanmustir.

Timur (2011), TPAB 6z giiven 6l¢egi ve bilgisayara yonelik 6z yeterlik inanci 6lgeginin uyarlama
caligmasimni yaparak bu Olgme araclart ile fen bilgisi 6gretmen adaylarimin kuvvet ve hareket
konusundaki TPAB’larinin gelisimini incelemeyi amaglamustir.

Canbazoglu-Bilici (2012), gelistirmis oldugu TPAB anketi ve li¢ asamal1 1s1 ve sicaklik testi, TPAB
anketinde yer alan TPAB 6z-yeterlik 6lgegi, gozlem, gériisme gibi veri toplama araglari ile 6gretmenlik
uygulamasi dersinin ve Ogretmen yetistirme programindaki derslerin fen bilgisi 6gretmenlerinin
TPAB’larinin gelisimi tizerindeki etkilerinin degerlendirilmesini amaglamigtir.
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Kaya (2010), kavram testi ve miilakat gibi veri toplama araglariyla fen ve teknoloji 6gretmen
adaylarinin fotosentez ve hiicresel solunum konusundaki TPAB’larinin arastirilmasini amaglamistir.
Kilig, A. (2011), kavram bilgi testi, kavram haritalari, goriis anketi, ders plan1 hazirlama metodu,
miilakatlar, ders video kayitlar, sinif i¢i gbzlem Slgegi, gbzlem notlart gibi veri toplama araclartyla fen
ve teknoloji (FT) 6gretmen adaylarinin elektrik akimi kapsamindaki konularda TPAB seviyelerini
belirlemek ve FT derslerindeki sinif i¢i uygulamalarini aragtirmay1 amaglamistir.

Timur ve Tasar (2011), iilkemiz literatiirinde TPAB ile ilgili calismalar1 yetersiz gormeleri ve
ogretmenlerin TPAB yeterliginin arastirtlmasi amaciyla bir anket uyarlama caligmasinin literatiirdeki
eksiklige katki saglayacagini diistindiiklerinden, orijinali Graham, Burgoyne, Cantrell, Smith ve Harris
(2009)’¢ ait olan teknolojik pedagojik alan bilgisi 6z giiven dlgeginin (TPABOGO) Tiirk¢e’ye uyarlama
calismasini yapmislar, sonug olarak 6l¢egin Tiirkiye’de de kullanilabilecegini tespit etmislerdir.

Avci (2014), kisisel bilgi formu, teknolojik pedagojik alan bilgisi 6l¢egi, teknolojik pedagojik alan
bilgisi 6z giliven Glgegi ve goriis formu gibi veri toplama araclariyla, fen bilimleri 6gretmenlerinin
teknolojik pedagojik alan bilgisi ve teknolojik pedagojik alan bilgisi 6z giiven diizeylerinin belirlenmesi
ve bu diizeylerin cesitli degiskenlere gore farklilik gosterip gostermedigini incelenmeyi amaglamigtir.
Fen bilgisi 6gretmenleri icin Graham, Burgoyne, Cantrell, Smith ve Harris (2009) tarafindan gelistirilen
teknolojik pedagojik alan bilgisi 6z-giiven dlgegi ile MaKinster, Boone ve Trautmann (2010) tarafindan
gelistirilen teknolojik pedagojik alan bilgisi 6z-yeterlik inang 6lgegi disinda spesifik TPAB 0Olcegine
rastlanilmamas1 ve materyal gelistirme siireclerindeki TPAB diizeylerini tespit edecek Olcegin
literatiirde yer almamas1 nedeniyle bu ¢alismada dl¢ek gelistirilmesi amaglanmustir.

YONTEM

Arastirma Modeli

Calismada nicel arastirma yontemlerinden tarama modeli kullanilmigtir. Karasar (2002)’a gore tarama
modeli, “gecmiste ya da halen var olan bir durumu, var oldugu sekliyle betimlemeyi amacglayan
arastirma yaklagimi”dur.

Calisma Grubu

Aragtirmaya Tiirkiye’nin 12 ayri ilinde bulunan 12 devlet iiniversitesinin fen bilgisi 6gretmenligi
programlarinin {igiincii ve dordiincii siniflarinda 2015 — 2016 6gretim yilinda 6grenim goérmekte olan
659 fen bilgisi 6gretmen aday1 katilmistir. Arastirmaya katilan 6gretmen adaylar1 belirlenirken, lisans
egitimlerinde fizik, kimya, biyoloji gibi fenin temel alan derslerini, dgretim yontem ve teknikleri,
Ogretim teknolojileri ve materyal tasarimi gibi temel pedagoji derslerini almis olmasma dikkat
edilmistir. Calisma grubunun demografik bilgileri Tablo 1’de verilmistir:

Tablo 1. Caligma Grubunun Demografik Bilgileri

Degisken Frekans (N) Yiizde (%)
Cinsiyet Kiz 519 78.8
Erkek 140 21.2
Sinif diizeyi 3. Simf 414 62.8
4. Smif 245 37.2
Toplam 659 100.0

Olcek Gelistirme Asamalari

Olgegin gelistirilmesi asamasinda sirasiyla, literatiir taramasi, goriisme, madde havuzunun

olusturulmasi, uzman goriislerinin alinmasi, 6lgegin taslak uygulamasi, pilot uygulama, olgegin

gecerlik-giivenirlik ¢alismalari gergeklestirilmistir.

Caligmadaki 6l¢ek maddelerini olusturmak i¢in fen bilimleri ve diger alanlarda TPAB ile ilgili yapilan

tiim arastirmalar1 incelemek amaciyla literatiir taramas1 yapilmistir.

Yapilan literatiir taramasinin ardindan, ¢aligma grubunda olmayan fen bilgisi 6gretmen adaylari, fen

bilgisi egitimi alaninda lisansiistii egitim goérmekte olan bireyler ve TPAB alaninda ¢alismis olan

aragtirmacilar ile gorigmeler yapilmistir.

Gortisme verilerinden yola ¢ikarak 72 maddelik madde havuzu olusturulmustur. Madde havuzu

olusturulurken, faktoér analizi sonucu ¢ikmasi beklenen AB, PB, TB, PAB, TAB, TPB ve TPAB

boyutlart goz Oniinde bulundurularak ortalama olarak ayni sayida madde yazilmistir. Maddeler
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yazilirken Ol¢iilmek istenen boyuta iliskin dogru cevap verildigine iliskin tutarlilik saglamak amacuiyla,
ayni maddeye iliskin olumlu ve olumsuz maddeler olusturulmasina ve maddelerin anlasilabilir olmasina
ozen gosterilmistir. Olgek, cevaplanmasi istenilen maddeler igin “kesinlikle katiltyorum”,
“katiltyorum”, “kararsizim”, “katilmiyorum” ve “kesinlikle katilmiyorum” ifadeleri seklinde besli likert
tipinde hazirlanmistir. Ogrencilerin olumlu maddelere verdikleri “kesinlikle katilryorum” seklindeki
yanitlara bes puan, “katiliyorum” seklindeki yanitlara dort puan, “kararsizzim” seklindeki yanitlara ii¢
puan, “katilmiyorum” seklindeki yanitlara iki puan, “kesinlikle katilmiyorum” seklindeki yanitlara bir
puan verilmistir. Degerlendirme asamasinda ise olumsuz maddeler iizerinde bu puanlama ters sekilde
yapilmistir.

Olgegin gegerlik ¢aligmasi igin; kapsam gegerligi ve yap1 gegerligi snamalar1 yapilmistir. Olgegin
kapsam gecerligini saglamak amaciyla dlgege iliskin uzman goriislerine basvurulmustur. Olgek,
Tiirkiye’de bulunan ii¢ ayr1 devlet iiniversitesinin fen bilgisi egitimi ABD’de gorev yapan alt1 6gretim
iiyesi ve bir materyal gelistirme uzmani ile bir doktora egitimi alan fen bilgisi 6gretmeni tarafindan
incelenmistir. Olcek, dilbilgisi ve anlasilabilirligi saglanmas1 amaciyla MEB’de gérev yapmakta olan
iki Tiirkge Ogretmeni tarafindan da incelenmistir. Uzman goriisleri dogrultusunda yeniden gézden
gecirilen 6lgcekten madde ¢ikarilmazken ve bazi madde koklerinde degisiklikler yapilmistir.

Uzman goriiglerinin ardindan g¢aligma grubunda yer almayan iigiincii ve dordiincii sinifta 6grenim
gormekte olan 15 fen bilgisi 6gretmen adayina, 6l¢ekte anlasilmayan bir maddenin olup olmadigini test
etmek amaciyla 6l¢egin taslak uygulamasi yapilmistir. Bu uygulama sonucu anlasilmayan maddeler
yeniden diizenlenerek 6lgegin son sekli verilmistir. Olcegin cevaplamasi icin gereken siire taslak
uygulama sonucu ortalama 30 olarak belirlenmistir.

Ardindan 12 ayr1 devlet {iniversitesinin fen bilgisi dgretmenligi boliimiiniin iiclincii ve dordiincii
siniflarinda, 2015-2016 egitim-6gretim yilinda 6grenim gérmekte olan 659 Ogretmen adayma pilot
uygulamasi yapilmigtir.

Olgegin gecerlik ve giivenirlik ¢alismalart icin, dnce SPSS 18 paket programindan yararlanilarak
acimlayici faktor analizi (AFA), daha sonra LISREL 8.7 programindan yararlanilarak dogrulayici faktor
analizi (DFA) yapilmistir. AFA ve DFA ayni1 ¢alisma grubunun verileri tizerinde yapilmistir. Taslagin
son sekli verildikten sonra, dlgek 15 6gretmen adayma uygulanarak dlgegin bir birey icin uygulanma
siiresi belirlenmistir.

BULGULAR

Olgegi gelistirme asamasinda faktdr analizinden yararlamlmistir. Faktdr analizi, ayn1 yapiy1 ve niteligi
Olcen degiskenleri bir araya toplayarak oOlgmeyi az sayida faktor ile agiklamayr amacglayan bir
istatistiksel tekniktir (Biiylikoztiirk, 2015). Tabachnick ve Fidell (1989)’a gore faktdr analizi, yapi
gecerliginin incelenmesinde en gli¢lii yontemdir ve faktor analizi i¢in en az 200 katilimcidan elde edilen
verinin yeterlidir.

Olgegi gelistirme asamasinda, dlgegin kapsam ve yap1 gecerligini test etmek, dlgegin faktdr yapisin
belirlemek amaciyla agimlayici faktor analizinden yararlanilmistir. Acimlayict faktoér analizi,
degiskenler arasindaki iligkilerden hareketle faktor bulmaya yonelik bir islemdir (Biiyiikoztiirk, 2015).
Olgegin gelistirilecegi bu arastirmada, faktor analizi yapilmak iizere 659 katihimcidan veriler
toplanmustir. Olgege iliskin agimlayici faktor analizine baslamadan dnce, veri yapisinin faktorlestirmeye
uygunlugu ve toplanan verilerin evreni temsil edip etmeme durumunu incelemek amaciyla Kaiser-
Meyer-Olkin (KMO) ve Bartlett kiiresellik testi sonuglarina bakilmistir (Yildirnm ve Selvi, 2015).
Olgegin KMO degeri (.94) olarak bulunmustur. KMO degerinin .70’den biiyiik olmasi faktor analizi icin
miikemmel olarak degerlendirilmesi ve Bartlett kiiresellik testine bakildiginda (p<.01) elde edilen
veriler anlamli farklilik gostermesi, bu veriler lizerinden faktor analizi yapilabilecegi sonucuna
varilmustir (Leech, Barrett ve Morgan, 2005).

KMO ve Bartlett kiiresellik testleri ile dlgegin veriler lizerinden faktor analizine uygunlugu tespit
edildikten sonra maddelerin hangi faktorler altinda yer aldigi belirlemek amaciyla dlgege temel
bilesenler analizi (PCA) uygulanmistir. Ozdamar (2002)’a gore faktor analizinin amaci, aralarinda iliski
bulundugu diistiniilen ¢ok sayidaki degisken sayisimi azaltmak ve degiskenler arasindaki iliskilerden
yararlanarak bazi yeni yapilar ortaya koymaktir. Olgeklerde yapr gegerliginin saglanmasi igin farkli
faktorler altinda toplanan maddelerin yiiksek iki faktor yikii arasindaki farkin en az (.10) olmasi ve
faktor yiik degerinin (.45) ya da daha yliksek olmasi1 gerekmektedir; fakat bu sinir deger (.30)’a kadar
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indirilebilir (Biiyiikoztiirk, 2015). 72 maddelik Glgekte bu degerlere uymayan 32 madde Slgekten
¢ikarilmasi yoluyla iglemler tekrarlanmis, dlgekte toplamda 40 madde kalmistir. Maddelerin hangi
faktorler altinda toplandig1 ve maddelerin yiik degerleri Tablo 2’de verilmistir.

Tablo 2. Olgekte Bulunan Maddelerin Faktérlere Dagilimi ve Dondiiriilmiis Yiik Degerleri
Madde No Faktor 1 Faktor2 Faktor3 Faktor4 Faktor5 Faktor 6 Faktor7 Faktor 8
M56 72
M58 .68
M59 .67
M57 .61
M55 .60
M54 48
M64 .32
M2 75
M3 .67
M5 .66
M6 .62
M1 57
M4 .54
M46 .35
M42 .82
M41 72
M43 .70
M40 .56
M13 .67
M12 .63
M15 .63
M11 .55
M18 .52
M16 .50
M14 49
M17 49
M9 .34
M37 .86
M39 71
M38 .67
M33 .64
M30 .53
M34 A7
M48 .34
M49 .33
M19 .55
M51 41
M62 40
M67 .56
M68 40

Faktor analizi sonucunda dlgekteki 40 maddeden, yedisi birinci faktdrde, yedisi ikinci faktorde, dordii
ticiincii faktorde, dokuzu dordiincii faktorde, ti¢ii besinci faktoérde, besi altinci faktérde, ti¢li yedinci
faktorde ve ikisi sekizinci faktor altinda toplanmistir. Bu sekiz faktor fen bilgisi 6gretmen adaylarinin
materyal gelistirme konusunda sahip olduklar1 TPAB 0z-yeterliklerinin alt boyutlar1 olarak
adlandirilmistir. Birinci faktor TPAB, ikinci faktor TB, tglincli faktér fenin yan dallarina ait AB,
dordiincii faktor PB, besinci faktor fenin temel alanlarina ait AB, altinci faktor PAB, yedinci faktor TAB
ve sekizinci faktor TPB boyutu olarak adlandirilmistir. Olgekte yer alan maddelerin hangi faktdr altinda
toplandig1 ve faktorlere iligkin yiik degerleri belirlendikten sonra faktér sayisimin kontrol edilmesi
asamasina gecilmistir. Oz degeri bir alinan faktor analizi sonucunda Slcekteki maddelerin sekiz faktor
altinda toplandig belirlenmis ve scree plot sinamasi grafigi Sekil 2°de verilmistir.
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Sekil 2. Olgege iliskin Scree Plot Grafigi.
Olgekte yer alan sekiz faktore ait ayr1 ayr1 ve faktdrlerin toplamina ait varyansi Tablo 3’te verilmistir.

Tablo 3. Olgege ait Faktdrlerin Varyanslarmin Yiizdesi
Faktér  Varyansin yiizdesi (% S )

27.62
4.84
4.37
3.52
2.12
1.43
1.36
1.11
Toplam 46.37

CO~NOOITD WN P

Olgekte yer alan sekiz faktdr toplam varyansin %46.37’sini agiklamaktadir. Bunlardan %27.62’sini
birinci faktor, %4.84’linli ikinci faktor, %4.37’sini ii¢lincii faktor, %3.52’sini dordiincii faktor,
%2.12’sini besinci faktor, %1.43’linli altinc1 faktor, %1.36’sin1 yedinci faktor, %1.11%ini sekizinci
faktor olusturmaktadir. Bir 6l¢egin kullanilabilir olmasi i¢in varyansin %41’ini agiklamasi gerektigini
belirtir (Kline, 1994). Bu 6lgegin tiim faktdrlerinin toplam varyansi %46.37 oldugundan, gelistirilen bu
dlgegin toplam 40 madde ve sekiz faktorlii bir yapi ile kullanilabilir. Olgege ait 5rnek maddeler ve faktor
isimleri Tablo 4’te verilmistir.

Tablo 4. Maddelerin Faktdrlere Gore Dagilimi ve Madde Ornekleri

Faktorler Madde Numarast  Ornek Madde
Fen bilimleri dersi 6gretim programinda yer alan bir konu hakkinda,
54, 55, 56, 57, s o . _ A . .
TPAB ogrencilerin sahip oldugu kavramsal bilgiyi tespit etmek i¢in
58, 59, 64 R g
teknolojiyi kullanabilirim.
R 1,2.3. 4,5, 6, 46 Onemli yeni Eeknolgj}lgre (akalli tahta, probeware, hesap ¢izelgeleri
vb.) uyum saglayabilirim.
Fenin Yan cer ey
Dallarma Ait AB 40, 41, 42, 43 Astronomi ile ilgili temel kavramlar1 agiklayabilirim.
PB 9,11, 12, 13, 14, Ogrencilerimin konuyu anlama durumlarina gore kullandigim
15, 16, 17, 18 Ogretim yontemimi degistirebilirim.
Fenin Temel . o .
Dallarina Ait AB 37, 38, 39 Kimya ile ilgili temel kavramlari agiklayabilirim.
PAB 30, 33, 34, 48, 49 Fen bilimleri dersinde biyoloji konularinin kazanimlarina uygun

olarak materyal olusturabilirim.
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Fen bilimleri dersinde benzesim programlarini (simulations)
kullanabilirim.

Fen bilimlerini uygulamaya yonelik kullanabilecegim teknolojileri
bilirim.

TAB 19, 51, 62

TPB 67, 68

Aragtirmaci tarafindan, agimlayict faktdr analizi ile belirlenmis olan 6lcegin faktor yapisinin
dogrulanmasini test etmek amaciyla dogrulayici faktér analizi yapilmistir. Olgegin dogrulayici faktor
analizi, acimlayic1 faktor analizinin yapildigi 659 kisilik fen bilgisi 6gretmen adayinin olusturdugu
orneklemde gerceklestirilmistir.

Dogrulayic faktor analizi sonuglari, 6lgegin sekiz alt boyutlu bir yapiya sahip oldugunu géstermektedir.
Dogrulayici faktor analizi igin %/ df <3, NFI > .90, CFI >.95 ve RMSEA < .08 degerlerinin olmasi
gerektigi bilinmektedir (Schermelleh-Engel, Moosbrugger ve Miiller, 2003). Olgek igin yapilan DFA
sonucu df=712, y?= 1755.18 (p= 0.00), y*/df= 2.47, RMSEA= .047, NFl= .96, CFI= .98 olarak
bulunmustur. Schermelleh-Engel, Moosbrugger ve Miiller (2003)’in DFA sonucunda dl¢egin yapisinin
kabul edilebilir olmasi i¢in belirlemis oldugu degerler referans alindiginda, bu dlgegin yapisinin kabul
edilebilir oldugu soylenebilir. DAF path (yol) diyagrami Sekil 3’de verilmistir.

AFA ve DFA’nin yapilmasinin ardindan giivenirlik ¢alismasina gegilmistir. Olgegin giivenirligini test
etmek icin i¢ tutarlilik ile ilgili analizler gerceklestirilmistir. Olgegin tutarlilik katsayis1 Cronbach alpha
degeri ve her bir faktore iliskin giivenirlik degerleri ayr1 ayr1 hesaplanmistir. Bu degerler Tablo 5’teki
gibidir.

Tablo 5. Olgegin Her Bir Faktoriine ve Olgekteki Tiim Maddelere iliskin Cronbach Alpha Giivenirlik Degerleri

Faktor Madde sayis1  Cronbach alpha degeri
1 (TPAB) 7 .88
2 (TB) 7 .80
3 (Fenin yan dallarina ait AB) 4 .76
4 (PB) 9 .85
5 (Fenin temel dallarina ait AB) 3 .80
6 (PAB) 5 .82
7 (TAB) 3 .69
8 (TPB) 2 75
Toplam 40 .93

Tablo 5°te de goriildiigii gibi birinci faktorde bulunan yedi maddenin Cronbach alpha giivenirlik degeri
(.88), ikinci faktdrde bulunan yedi maddenin Cronbach alpha giivenirlik degeri (.80), liglincii faktorde
bulunan dort maddenin Cronbach alpha giivenirlik degeri (.76), dordiincii faktérde bulunan dokuz
maddenin Cronbach alpha giivenirlik degeri (.85), besinci faktorde bulunan ii¢ maddenin Cronbach
alpha giivenirlik degeri (.80), altinc1 faktérde bulunan bes maddenin Cronbach alpha giivenirlik degeri
(.82), yedinci faktorde bulunan ti¢ maddenin Cronbach alpha giivenirlik degeri (.69), sekizinci faktorde
bulunan iki maddenin Cronbach alpha giivenirlik degeri (.75) ve dlgekte yer alan 40 maddenin tiimiine
iliskin Cronbach alpha giivenirlik degeri (.93) olarak hesaplanmustir.

Olgegin gelistirilmesi asamas1 tamamlandiktan ve gerekli istatistiksel analizler yapilip 6lgege son hali
verildikten sonra 40 maddelik 6lgekte olumsuz maddelerin ters ¢evrilmesi sonucu alinabilecek en diisiik
puan 40, en yiliksek puan ise 200 olarak belirlenmistir. Gegerlik-giivenirlik ¢alismasimin ardindan
yapilan pilot ¢alisma asamasinda, Olg¢egin uygulanmasi igin yeterli olan siire 15 dakika olarak
belirlenmistir.
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Sekil 3. Fen Bilgisi Ogretmen Adaylarinin Materyal Gelistirme Konusunda Sahip Olduklar1 TPAB Oz-yeterlikleri
Olgeginin Path (yol) Diyagrami

TARTISMA ve SONUC

Bu calismada, fen bilgisi 6gretmen adaylarinin materyal gelistirme konusunda sahip olduklar1 TPAB
oz-yeterliklerini belirleyen bir dlgek gelistirilmesi amaglanmistir. Arastirmaci tarafindan gelistirilen bu
Olgme araci icin literatlir taramasi1 yapilmus, literatiir taramasinin ardindan Ogretmen adaylar ile
goriismeler yapilmigtir. Goriismelerin ardindan ise 6lgekte yer alan 72 madde i¢in uzman goriisii alinmis
olup, dlgekten madde ¢ikarilmayip bu maddeler iizerinde diizeltmeler yapilmistir. Taslak yapisinin
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olusturulmasi sirasinda TPAB’in teorik yapilar1 esas alinarak, maddeler, ilgili literatiir dahilinde
yazilmustir.

Olgege iliskin KMO degeri (.94) olarak bulunmustur. KMO degerinin .70’den biiyiik olmasi faktor
analizi i¢in mitkemmel olarak degerlendirilmesi ve Bartlett kiiresellik testine bakildiginda (p <.01) elde
edilen verilerin anlamli farklilik gdstermesi, bu veriler {izerinden faktor analizi yapilabilecegi sonucuna
vartlmistir (Leech, Barrett ve Morgan, 2005).

Varimax analizi sonucunda, Tablo 4’te de belirtildigi gibi, 6lgegin TPAB, TB, fenin yan dallarina ait
AB, PB, fenin temel dallarina ait AB, PAB, TAB, TPB boyutu olmak iizere sekiz faktdrden olustugu
tespit edilmistir. Bu sekiz faktor, tiim 6l¢ek puanlari i¢indeki varyansin % 46.37’sini agiklamaktadir ve
dlegin yapisim agiklayan varyans, Olgtiigii niteligi yeterince acgikladign goriilmektedir. Olgegin
yapisinin uyum indeskleri incelendiginde ve Schermelleh-Engel, Moosbrugger ve Miiller (2003)
referans alindiginda 6lgek yapisinin, bu yoniiyle kabul edilebilir uyuma sahip oldugu ortaya ¢cikmustir.
Olgegin giivenirliginin belirlenmesi igin tutarlilik ve kararliiga yonelik kanitlar elde edilmistir. ¢
tutarliliga yonelik 40 maddenin tiimiine yonelik Cronbach alpha degeri (.93) degerinde c¢ikmustir.
Olgekte yer alan faktorlerin her biri ve dlgegin tamamimin Cronbach alpha giivenirlik degeri goz oniine
alindiginda, bu degerlerin kabul edilebilir giivenirlik degerleri diizeyinde oldugu goriilmektedir. Bu
baglamda da 6lgegin i¢ tutarlilik diizeyinin yeterli oldugunu goriilmektedir.

Olgegin gegerlik giivenirlik calismalar1 yapildiktan sonra sekiz faktorlii, besli likert tipine sahip, 40
maddelik 6lgek elde edilmis olup Ek-1 de verilmistir.

Calismanin bulgular1 dogrultusunda arastirma ve uygulamaya yonelik oneriler ise sOyle siralanabilir:
1)Olgegin fen bilgisi 6gretmen adaylarina uygulanmasi ile materyal gelistirme konusundaki TPAB &z-
yeterlik diizeyleri ve hangi diizeyde eksiklikleri oldugu tespit edilerek, verilen egitim aracilig1 ile bu
eksiklikler giderilebilir. Bu sayede oOgretmen adaylarimin ileride derslerinde etkili bir sekilde
kullanacaklar1 materyalleri gelistirme becerileri de artirilabilir.

2) Fen bilgisi 6gretmenlerinin ve 6gretmen adaylarinin eksik oldugu boyutlar1 belirlemek amaciyla nitel
calismalar yiiriitiilebilir.
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BALCIN, ERGUN; Fen bilgisi 6gretmen adaylarinin materyal gelistirme konusundaki teknolojik pedagojik alan

bilgisi (TPAB) oz-yeterlik dlcegi: gelistirme, giivenirlik ve gecerlik ¢alismasi

EKLER

Ek 1. Fen Bilgisi Ogretmen Adaylarinin Materyal Gelistirme Konusunda Sahip Olduklar1 TPAB Oz-yeterlikleri

Olgegi

Karsilastigim teknolojik problemleri nasil ¢dzecegimi bilirim.

Teknolojiyi ve teknolojiyi kullanmay1 kolayca 6grenebilirim.

Onemli yeni teknolojilere (akilli tahta, probeware, hesap cizelgeleri vb.) uyum saglayabilirim.

Teknolojik arag-gereclerle (bilgisayar, projeksiyon cihazi, akilli tahta vb.) sik¢a vakit geciririm.

Birc¢ok farkli teknoloji (bilgisayar, akilli tahta, projeksiyon cihazi vb.) hakkinda bilgiye sahibim.

Kullanmam gereken teknolojiyle ilgili yeterli teknik beceriye sahibim.

Bilimsel siire¢ becerilerine sahibim.

Sinifta 6grencilerin performansini nasil degerlendirecegimi bilirim.

OO |N|O|O|A|W|IN|F-

Ogrencilerimin konuyu anlama durumlarma gére kullandigim 6gretim yontemimi degistirebilirim.

Ogretim yontemimi farkli 6grenci seviyelerine gore uyarlayabilirim.

==
[ENES

Ogrencilerin 6grenmelerini alternatif 6lgme araglari (rubrik, portfolyo vb.) ile degerlendirebilirim.

[ERN
N

Sinif ortaminda ¢ok ¢esitli 6gretim stratejilerini (sunus yoluyla 6gretim, bulus yoluyla 6gretim vb.)
kullanabilirim.

[ERN
w

Ogrencilerin genel kavramsal anlamalarini ve kavram yanilgilarini bilirim.

[ERN
SN

Sinif yonetiminin nasil organize edilip siirdiiriilecegini bilirim.

[ERN
S

Ogr__encilerin fen bilimlerini 6grenme stirecine rehberlik edecek etkili 6gretim yontemlerini (argiimantasyon,
PDO, ornek olay, tartisma vb.) segebilirim.

16

Fen bilimlerini anlamaya ve anlatmaya yonelik kullanabilecegim teknolojileri (simiilasyon, Model-I1tTM,
Virtual Frog, CootiesTM, BIOKids ve WISE) bilirim.

17

Fen bilimleri dersi programi standartlarina uygun materyaller olusturabilirim.

18

Fen bilimleri dersinde kimya konularinin kazanimlarina uygun olarak materyal olusturabilirim.

19

Fen bilimleri dersinde biyoloji konularinin kazanimlarina uygun olarak materyal olugturabilirim.

20

Kimya ile ilgili temel kavramlari agiklayabilirim.

21

Fizik ile ilgili temel kavramlar: agiklayabilirim.

22

Biyoloji ile ilgili temel kavramlari agiklayabilirim.

23

Yer bilimi ile ilgili temel kavramlar agiklayabilirim.

24

Astronomi ile ilgili temel kavramlari agiklayabilirim.

25

Cevre bilimi ile ilgili temel kavramlar: agiklayabilirim.

26

Genetik ile ilgili temel kavramlari agiklayabilirim.

27

Bilgisayar yazilimu ile ilgili (kurulum programlarinin indirilmesi vb. ) teknik problemleri ¢ozebilirim.

28

Derste hangi kavramlar1 6gretecegime karar verebilirim.

29

Ders sirasinda konuya ait 6gretecegim kavramlari (genelden 6zele, basitten karmagiga) planlayabilirim.

30

Fen 6gretimini gelistirebilmek i¢in farkli egitim yazilimi programlarini (Blackboard, Centra vb. )
kullanabilirim.

31

Fen bilimleri dersi 6gretim programinda yer alan bir konu hakkinda, 6grencilerin sahip oldugu kavramsal
bilgiyi tespit etmek i¢in teknolojiyi kullanabilirim.

32

Sinifta dijital teknolojilerle (bilgisayar ve iletisim teknolojileri ile internet, 6zel amagli yazilim programlari
vh.) bilimsel aragtirma-sorgulama yapabilirim.

33

Fen etkinliklerini yapmay1 kolaylastiran dijital teknolojileri (bilgisayar ve iletisim teknolojileri ile internet,
6zel amaglh yazilim programlari vb.) kullanabilirim.

34

Fen bilimleri dersinde teknolojik arag¢larla zenginlestirilmis bir dersligi etkili olarak kullanabilirim.

35

Ogrencileri fen bilimleri dersine giidiileyebilmek i¢in dijital teknolojileri (bilgisayar ve iletisim teknolojileri
ile internet, 6zel amagh yazilim programlart vb.) kullanabilirim.

36

Ogrencilerin 6grenme siirecine aktif olarak katilmasini saglamak amaciyla dijital teknolojileri (bilgisayar ve
iletigim teknolojileri ile internet, 6zel amagl yazilim programlari vb.) Kullanabilirim.

37

Fen bilimleri dersinde benzesim programlarini (simulations) kullanabilirim.

38

Derslerimde interaktif beyaz tahta (akilli tahta) kullanabilirim.

39

Sahip oldugum 6gretim yontemlerini teknoloji ile birlikte sinif ortaminda kullanabilirim.

40

Fen bilimlerini uygulamaya yo6nelik kullanabilecegim teknolojileri bilirim.
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0OZ Bu ¢aligmanin amaci Ignac Kanos’un “44 Tiirk Peri Masali” adl eserini, sosyal bilgiler 6 ve 7.
smif ogretim programinda yer alan dogrudan kazandirilmasi hedeflenen degerler agisindan
incelemektir. Bu ¢aligsma sosyal bilgilerde kullanilan sozlii ve yazili edebiyat iiriinleri igerisinde
en az rastlanan iiriin olan masallar1 ele almasi ve Ignac Ktinos’un “44 Tiirk Peri Masali” adli
eserinin degerler agisindan incelenmesine yonelik ilk calisma olmasi nedeniyle 6nem
tagimaktadir. Nitel arastirma yonteminin benimsendigi bu c¢alismada veri toplama amaciyla
dokiiman analizi tekniginden faydalanilmistir. Arastirmanin veri toplama kaynagini “44 Tiirk
Peri Masali” adli masal kitabindaki toplam 44 masal olusturmaktadir. Elde edilen verilerin
analizinde betimsel analiz teknigi kullamilmustir. “44 Tiirk Peri Masali” adli masal kitabindaki
masallar sosyal bilgiler 6 ve 7. sinif §gretim programinda yer alan dogrudan verilecek degerlere
gore smiflandirilmistir. Calismanin sonucunda “44 Tirk Peri Masali” adli masal kitabinda en
sik rastlanan degerin sirasiyla yardimseverlik, diiriistliik, sorumluluk, ¢aliskanlik, farkliliklara
saygi, adil olma, hak ve 6zgiirliiklere sayg1 ve baris oldugu gorilmistiir.

Anahtar

Kelimeler Ignac Kunos, sosyal bilgiler, deger, masal

An evaluation of Ignac Kunos’s forty-four Turkish fairy tales in
terms of values

ABSTRACT The purpose of this study is to scrutinize Ignac Ktnos ’s Forty-Four Turkish Fairy Tales in
terms of the values that are required to be given directly within the scope of the 61" and 7" grade
social studies curriculum. This study is important not only because it deals with fairy tales,
which constitute the least common oral and written literary works used in social studies, but
also because it is the first study to dwell on Ignac Kanos ’s Forty-Four Turkish Fairy Tales in
terms of values. This is a qualitative study. Data were collected via document analysis method.
The source of data of the study is 44 fairy tales in Forty-Four Turkish Fairy Tales. Descriptive
analysis method was employed to analyze the data. The fairy tales in Forty-Four Turkish Fairy
Tales were classified according to the values to be given directly within the scope of the social
studies curriculum for the 6™ and 7" grades. The analysis indicated that the most frequent values
in Forty-Four Turkish Fairy Tales are helpfulness, honesty, responsibility, being hardworking,
respecting diversity, being fair, respecting rights and freedoms, and peace respectively.

Keywords Igndc Kunos, social studies, value, fairy tales
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EXTENDED SUMMARY

This study deals with Ignac Kunos ’s Forty-Four Turkish Fairy Tales (2016) in terms of the values that are
required to be directly given to the 6™ and 7" grade students through the social studies course. These values
are being scientific, sensitivity towards natural environment, helpfulness, sensitivity towards cultural heritage,
respecting rights and freedoms, being hardworking, respecting diversity, patriotism, aesthetics, honesty, being
fair, and peace. This study attempts to reveal whether these values are addressed in Ignac Ktinos ’s Forty-Four
Turkish Fairy Tales.
This study was designed as a qualitative study within the scope of the purpose stated above. Document analysis
method was employed to collect data. Document analysis involves the analysis of written materials containing
information about the phenomena studied. It is a data collection method that can be used to collect data on its
own (Yildirim and Simsek, 2006). Karasar (2010) states that document analysis method is also described as
“documentary observation”, “a systematic analysis of available records or documents as data source”,
“document review”, and “library research”.
The data of the study were obtained from Ignac Kunos ’s Forty-Four Turkish Fairy Tales. The fairy tales in
Forty-Four Turkish Fairy Tales were analyzed via document analysis method taking into account the values
that need to be directly given to students within the scope of the social studies curriculum for the 6" and 7"
grades. The findings of the study were obtained through detecting whether the above-mentioned values exist
in each fairy tale.
The obtained data were analyzed via descriptive analysis method, which is a qualitative data analysis method.
To Yildirim and Simsek (2006), descriptive analysis requires summarizing and interpreting the obtained data
according to the pre-determined themes. The data can be organized according to the themes suggested by the
research questions. They can also be presented according to the questions or dimensions used in the interview
and observation processes. Direct quotations from the data are frequently employed in descriptive analyses. In
this sense, the results obtained through the descriptive analysis are presented descriptively, and the section
about fairy tales involves direct quotations. Neither frequency nor percentage calculations were made
regarding the values in the fairy tales. Instead, a table showing which fairy tales include which values was
prepared. As it was considered that direct quotations for each value in all the fairy tales would bore the readers,
direct quotations were made for only one value from each fairy tale.
The fairy tales dealing with helpfulness generally deal with both human-to-human and human-to-
animal helpfulness as well as the helpfulness of supernatural creatures towards human beings. These
fairy tales also mention the happiness that helpfulness brings.
The fairy tales dealing with honesty generally involve a character’s ordering another to behave earnestly, not
to lie, and so on. These fairy tales generally end with honest characters being the winners or achieving what
they have wanted all along due to their honest behaviors. This can also be in the form of achieving superiority
over the dishonest characters.
The fairy tales dealing with responsibility offer a world in which characters experience trouble due to their
disobedience towards family elders or any other character helping them. These characters get rid of their
troubles and leave behind the hard times after obeying the advices.
The fairy tales dealing with being hardworking generally involve one of the characters spending effort and
never giving up to overcome the difficulties and obstacles that prevent him from achieving his purpose (e.g.
marrying the person they want) one by one.
The fairy tales dealing with respect towards diversity present a world where mostly female characters consider
the offers they receive (marriage proposals most of the time). In general, one of the characters receives a
proposal from a person who is despised or mocked by other female characters. The character that consents to
this mocked or despised character generally lives a better life than the others thanks to the decision she makes.
The fairy tales dealing with being fair presents a story in which characters face an unfair situation or try to be
fair in the face of a situation. These fairy tales generally end with the happiness of all the fair parties.
There are two fairy tales dealing with respect towards rights and freedoms. These fairy tales tell about a person
who uses another person’s possession unintentionally and goes to the owner and admits that he has used his
possession (referring to the respect towards a possession owned by another person) and a person who does not
want to study and so decides to have a job straightforward, which his mother respects.
There is a fairy tale named “Kamer Tay” dealing with peace. In the fairy tale, a princess marries a giant due to
certain reasons. She somehow escapes from the giant and marries a prince. They have two children.
Afterwards, the prince goes to war and does not return for a long period of time. Meanwhile, the messenger
carrying the letters between the prince and the princess is stopped by the giant, and the contents of the letters
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are changed by the giant. Therefore, the prince and the princess misunderstand each other. Their marriage goes
wrong. However, in the end, it is revealed that they have misunderstood each other. Hence, they continue their
marriage happily ever after.

Forty-Four Turkish Fairy Tales written by Ignac Kanos includes the values that need to be directly given to
students within the scope of the social studies curriculum for the 6 and 7™ grades (honesty, helpfulness,
responsibility, respecting diversity, being hardworking, respecting rights and freedoms being fair, and peace).
This book does not include being scientific, sensitivity towards natural environment, sensitivity towards
cultural heritage, patriotism, and aesthetics, which are the other values intended with the above-mentioned
curriculum. This result is considerably similar to the findings reported by Kiiciik, Gedik and Akkus (2014).
They analyzed more than one fairy tale book within the scope of the values intended to be given through the
6™ grade social studies curriculum. They report that “helpfulness”, “being hardworking”, and “responsibility”
are intensely addressed in the books.

On the other hand, the most frequent value addressed in Forty-Four Turkish Fairy Tales is helpfulness. It is
followed by honesty, responsibility, being hardworking, respecting diversity, being fair, respecting rights and
freedoms, and peace. The work including the above-mentioned values can be used to teach the values that are
required to be given within the scope of social studies. As Akkaya (2014) puts it, a child meeting various social
elements in fairy tales and being aware of them will be more eager to respect human rights and fundamental
freedoms, be helpful towards people, be fair within the society, respect diversities, feel the importance of
peace, have tendency to be more sensitive towards society and humans, and be more willing to take
responsibilities.
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GIRIS

Insan davranislarina yon veren pek ¢ok faktdr olmakla birlikte bunlarin en 6nemlileri arasinda degerleri
saymak hi¢ de yanlis olmaz. Deger, belirli bir durumu bir digerine tercih etme egilimi, davraniglara
kaynaklik etmede ve onlar1 yargilamaya yarayan anlayislar, ayrica bireylerin neyi énemli gordiiklerini
tanimlamada, istenen, arzulanan, ilgi ve ihtiya¢ duyulan seyler hakkinda bilgi veren kavramlar olarak
tanimlandig1 gibi (Erdem, 2003; Tahiroglu ve Cetin, 2015) her toplumun sahip veya bagli oldugu
kiiltiirinii meydana getiren inaniglar, fikirler ve normlar olarak da tanimlanmis ve bu tanimlamanin igine
teknik, sanat, bilgi, ahlak, din, hukuk, dil ve iktisat gibi degerlerin de girebileceginden s6z edilmistir.
Olaya bir bagka acidan bakarak degeri birey ve toplum acisindan diisiindiigiimiizde ise degerler,
vazgecilmesi miimkiin olmayan bir kavram olarak karsimiza ¢ikmakta ve degerlerin yetismekte olan
geng kusaklara kazandirilmasi hem degerlerin devamliliginin saglanmasinda hem de yetismekte olan
genglere toplumda statii kazandirmada etkin rol oynamaktadir (Arweck & Nesbitt, 2004; Ulken,1969).
Bireylerde degerlerin olusumunda aile, ¢evre, egitim, arkadas ve dinin etkisi vardir. Degerler
kendiliginden olusacak bir yap1 degildirler. Bu sebeple ailede, okulda, ¢evrede, egitim kurumlarinda
degerlerin yasatilmasi ve aktarilmasi biiyiik 6nem tasimaktadir (Saygili, 2015). Degerlerin gelecek
nesillere aktarilmasi konusunda akla gelen “degerler egitimi” sdzciigii, iizerinde egitimcilerin ortak bir
goriise vardigi bir terim halini almigtir. Yaman’a (2012) gore degerler egitimi insani, ahlaki, kiiltiirel,
ruhsal, toplumsal ve evrensel boyutlarda olusabilen ve bireylerin herhangi bir kisi, varlik, olay, durum
karsisinda ortaya koydugu duyarliliklarin i¢sellestirilmesi siirecini ifade etmektedir.

Degerler egitiminin okullarda nasil yapilmasi gerektigiyle alakali farkli deger egitim yaklagimlarindan
s0z etmek miimkiindiir. Bu yaklagimlar kendilerine ait felsefi ve siyasi bir temele dayanmakla birlikte,
kendilerine ait egitimsel bir uygulama planina da sahiptirler. Bu egitimsel uygulamalarda, 6grenciye
kazandirilmak istenen degerler egitim faaliyetinin bazen telkin yaklagimi ile bazen de ahlaki muhakeme
yaklagimi, deger aciklama yaklagimi, deger analizi yaklagimi ve gozlem yoluyla 6grenme yaklagimi
temel alinarak yapildigi sdylenebilir (Akbas, 2004; 2005; Veugelers, 2000).

Yukarida belirtilen deger egitim yaklasimlarini kullanarak sosyal bilgiler dersinde Ogrencilere
degerlerin aktarimi yapilirken sozlii ve yazili edebiyat iiriinlerinden yararlanmanin miimkiin oldugu
bilinmektedir. Ote yandan sosyal bilgiler dgretim programin genel amaglarinda da dogrudan ya da
dolayli olarak derslerde yazili ve s6zlii edebiyat {iriinlerinin kullanilmasi gerektigi tavsiye edilmis ve bu
edebi iriinler sayesinde vatan sevgisi kazandirmada, cumhuriyetin temel degerlerini savunmada ve
okuma, yazma, dinleme, konusma gibi beceriler edinilebileceginin alt1 ¢izilmektedir (Tokcan, 2016).
Bu durum kullanilmakta olan sosyal bilgiler ders kitaplarinda sozlii ve yazili edebi tiirlerin kullanimina
onem verildiginin (Kaymake1, 2013) tespit edilmesiyle de desteklenmektedir.

Sosyal bilgiler derslerinde kullanilabilecek birden fazla s6zlii ve yazili edebiyat tirtiniinden bahsetmek
miimkiindiir. Bu edebiyat iiriinlerinden birisi de masallardir. Masallar, Boratav (2015) tarafindan, nesirle
sOylenmis, dinlik ve biiyiiliik inaniglardan ve torelerden bagimsiz bir sekilde tamamiyla hayal iirlini,
gergekle ilgisiz ve anlattiklarima inandirmak iddiasi olmayan kisa bir anlati olarak tanimlanirken,
Sakaoglu, (1973 akt.: Aca, Ekici ve Yilmaz, 2015) tarafindan ise kahramanlarindan bazilar1 hayvanlar
ve tabiatlistii varliklar olan, olaylar1 masal {ilkesinde cereyan eden, hayal mahsulii oldugu halde
dinleyenleri inandirabilen bir sdzIi anlatim tiirii olarak tanimlanmaktadir.

Bu sekilde tanimlanan masalin insanlara faydali olmak gibi bir amacinin oldugundan bahsedilmekte ve
bunun masaldaki herhangi bir kahramanin ibretlik hikayesini okuyuculara sunularak yapildigindan s6z
edilmektedir. Ote yandan masallarda okuyuculara masal kahramanlarinin hayatta karsilastiklar1 birgok
giicligii yenmeyi ogrettiginden ve masallarin milli ve evrensel degerleri gen¢ kusaklara aktarmada,
egitimcilere kolaylik ve yarar saglamasindan da sz edilmektedir (Karatay, 2007; Oztiirk ve Otluoglu,
2005).

Yukaridaki gibi faydalarindan bahsedilen ve sosyal bilgilerde yer alan degerlerin &gretiminde
kullanilabilecek olan masallara 6rnek olarak Ignac Kunos (2016) tarafindan kaleme alinan “44 Tiirk Peri
Masali” 6rnek olarak gosterilebilir. 44 Tiirk Peri Masallarini, yazar Ignac Kinos; “Osmanlida sosyal
hayatin 6nemli bir boliimiinii olusturan hikayecileri 6zenle dinlerken zaman zaman aldig1 notlardan
derlenmis ve okuyucuya sunulmustur. Bunlar Istanbul’da her giin anlatila gelenlerle ya da bir tandirm
etrafinda kadinlarin ¢ocuklarina ve komsularina anlattiklari ile aym hikayelerdir” seklinde
tanimlamaktadir.

147

Turkish Journal of EducationTUR 2016 Volume 5, Issue 3 www.turje.org


http://www.turje.org/

KILCAN; Ignac Kunos 'un kirk dort Tiirk peri masali adli eserinin degerler acisindan incelenmesi

Degerler egitimine ait alan yazin incelendiginde uygulanmakta olan egitim programlarindaki yenilik¢i
anlayisla beraber degerler egitimiyle ilgili gerek sosyal bilgilerde gerekse diger disiplinlerde ortaya
konmus ¢esitli caligsmalarin (Akbaba, Kilcan, ve Cepni, 2013; Akbas, 2008; Aktepe, 2010; Aladag,
2009; Altan, 2011; Cekin, 2012; Cifci, 2016; Cifci ve Eser-Unaldi, 2014; Ersoy, 2010; Hokelekli ve
Gilindiiz, 2007; Keskin, 2008; Kilcan ve Akbaba, 2013; 2014; Kunduroglu, 2010; S6nmez, 2014;
Tahiroglu, Yildirim, ve Cetin, 2010; Tokdemir, 2007; Tozlu ve Topsakal, 2007; Ulusoy, 2007; Yalar,
2010; Yazici, 2006; Yesil ve Aydin, 2007; Yildirim, 2009; Yildiz ve Caligkan, 2007; Yigittir ve Keles,
2011; Yigittir ve Ocal, 2010; 2011; Ziebertz, 2007) yapildign goriilmektedir. Ancak bu galismalarin
cogunda herhangi bir sozlii ve yazili edebiyat iirliniiniin degerler agisindan incelendigini gérmek zordur.
Oysaki sosyal bilgiler 6gretim programinda yer alan degerleri edebi iiriinler yoluyla geng nesillere
aktarmak onlarin milli ve manevi degerlerle donanmalarini saglayacaktir (Yesiltas, 2016). Fakat sosyal
bilgiler 6gretim programinin bu amacina ulasmasinda degerlerin herhangi bir edebi iiriin ile iligkisini
temel alan calismalarin (Akkaya, 2014; Karatay, 2007; Kiiciik, Gedik, ve Akkus, 2014; Sever, Memis,
ve Sever, 2015; Tahiroglu, Kayabasi, ve Kayabasi, 2013) azlig1 ve sosyal bilgiler 6gretim programinda
edebi {iriin kullanimi agisindan yapilan ¢alismalarin masallar agisindan olumsuz bir tabloyu géz oniine
sermesi (Kaymakgi, 2013) bu ¢alismanin amacinin sekillenmesine katki saglamistir. Bu baglamda, veri
toplama aracit olarak yontem boliimiinde agiklanacak olan dokiimanin, sosyal bilgiler dgretim
programinda yer alan degerler bakimindan incelenmesine karar verilmistir.

Bu aragtirmanin amaci sosyal bilgiler 6 ve 7. sinif 6gretim programinda yer alan ve 6grencilere dogrudan
kazandirilmasi hedeflenen bilimsellik, dogal ¢evreye duyarlilik, sorumluluk, yardimseverlik, kiiltiirel
mirasa duyarlilik, hak ve ozgiirliikklere saygi, caliskanlik, farkliliklara saygi, vatanseverlik, estetik,
diirtistliik, adil olma ve baris degerlerinin Ignac Kunos (2016) tarafindan kaleme alinan “44 Tiirk Peri
Masal1” adli masal kitabinda yer alma durumlarini belirlemektir. Bu belirlemeyle birlikte sosyal bilgiler
ogretiminde degerlerin 6grencilere kazandirilmasinda kullanilacak edebi tiirlerden olan masallarin
cesitliligi artacaktir. Ayn1 zamanda belirlenen degerler eserin yazildigr zamanda Osmanlida var olan
sosyal hayattaki degerler hakkinda okuyucuya bilgi saglayacaktir.

YONTEM
Bu béliimde arastirmanin yontemi, verilerin toplanmasi ve analizi ile ilgili bilgiler yer almaktadir.

Arastirmanin Yontemi

Nitel aragtirma deseninde tasarlanan bu arastirmada veri toplama amaciyla dokiiman analizi tekniginden
faydalanilmistir. Dokiiman analizi, arastirilmasi hedeflenen olgular hakkinda bilgi iceren yazih
materyallerin analizini kapsayan ve tek basina da veri toplama araci olarak kullanilabilen bir veri
toplama yontemi olarak goriilmektedir (Yildirnm ve Simsek, 2006). Karasar (2010) dokiiman analizi
yonteminin; “belgesel gozlem”, “mevcut kayit ya da belgelerin veri kaynagi olarak sistemli
incelenmesi”, “belge taramas1” ve “kitaplik arastirmasi” olarak da adlandirildigindan s6z etmektedir.
Merriam (2013) ise dokiiman analizine konu olan dokiiman gesitlerini basliklara ayirarak, popiiler kiiltiir
evraklarinin da bu dokiimanlardan sayilabileceginden ve bu evraklarin toplumun kendi halkim
eglendirmek, bilgilendirmek, bazen de ikna etmek i¢in tirettigi belgeler oldugundan s6z etmektedir.
Arastirma kapsaminda veri toplama araci olarak incelenen Ignac Kunos’un “44 Tiirk Peri Masali” adli
kitab1 da dokiiman analizine kaynaklik eden popiiler kiiltiir evraklarindan sayilabilir. Bu masal kitabinda
toplam 44 masal yer almaktadir. Masal kitabinda yer alan masallar ve sayfa numaralar1 asagida
verilmistir.

Tablo 1. 44 Tiirk Peri Masali Kitabinda Yer Alan Masallar ve Sayfa Numaralar

Masalin Adi Sayfa No Masalin Adi Sayfa No
Yaradilis 15 Ejderha Prens ve Uvey Anne 145
Iki Kardes 17 Sihirli Ayna 151
Korku 23 Kuyu Ciicesi 157
Uc Portakal Peri 29 Miineccim 161
Gl Giizeli 37 Kandahar Padisah’inin Kizi 165
Suskun Prenses 43 Meram Sah ve Sade Sultan 173
Kahraman Kara Mustafa 51 Biiylicti ve Ciragi 181
Biiyiicii Dervis 57 Otuz Peri Padisah1 185
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Balik Peri 61 Diizenbaz Ile Hirsiz 191
Atli Dev ve Cadi 65 Yilan Peri ve Sihirli Ayna 197
Avanak 71 Kiigiik Stimbiil Kamelyasi 203
Sihirli Sarik, Sihirli Kirbag ve Sihirli Seccade 77 Sehzade Ahmed 209
Kel Mahmut 83 Ciger 217
Firtina Iblisi 87 Falci 219
Giilen Elma ve Aglayan Elma 97 iki Kardes 223
Karga Peri 103 Sah Yusuf 229
Kirk Prens ve Yedi Basli Ejderha 107 Kara Ejderha ve Kizil Ejderha 235
Kamer Tay 113 Macun 241
Azap Kusu 119 Uzgiin Prenses 245
Biiyiilii Nar Dali ile Prenses Giizel 125 Giizel Helvaci Kiz 251
Sihirli Tokalar 135 Astroloji 257
Sabir Tag1 ve Sabir Bigagi 141 Rengarenk 263

Verilerin Toplanmasi

Calismada veriler Ignac Kunos tarafindan kaleme alinan “44 Tirk Peri Masali” adli kitaptan elde
edilmistir. Caligmada “44 Tiirk Peri Masali” adli kitabin incelenmesinin nedeni; kitaptaki masallarin
yazar tarafindan Osmanli doneminde sosyal hayatin onemli bir pargasini olusturan hikayecileri
dinlerken zaman zaman aldig1 notlardan yola ¢ikarak olusturmus olmasidir. Bu baglamda, eserde
anlatilan masallarin Osmanli déneminde sosyal hayatta var olan degerlere iliskin giliniimiize bilgiler
sunacag diisiiniilmektedir Kitapta yer alan masallar, sosyal bilgiler 6 ve 7. sinif 6gretim programinda
yer alan dogrudan verilmesi hedeflenen degerler goz Oniine alinarak dokiiman analizi yontemiyle
incelenmis ve degerlerin her bir masalda varlik-yokluk durumlar1 tespit edilerek aragtirmanin bulgular
kismi olusturulmustur.

Verilerin Analizi

Elde edilen veriler nitel bir veri analiz yontemi olan betimsel analiz yaklagimina uygun olarak
incelenmistir. Yildinim ve Simsek’e (2006) gore betimsel analizde, elde edilen veriler daha 6nceden
belirlenen temalara gore Ozetlenir ve yorumlanir. Elde edilen veriler arastirma sorularinin ortaya
koydugu temalara gore diizenlenebilecegi gibi, goriisme ve gozlem siireglerinde kullanilan sorular ya da
boyutlar kullanilarak da sunulabilir. Betimsel analizde arastirmaya konu olan veriden yapilan dogrudan
alitilara siklikla yer verilmektedir. Bu baglamda betimsel analiz sonucunda ulasilan sonuglar betimsel
bir bicimde sunulmus ve masallara ait kisimlardan aynen alintilar yapilarak bulgular kismi
olusturulmustur. Masallarda yer alan degerlere ait herhangi bir frekans ve yilizde hesaplamasi
yapilmamig, hangi masallarda hangi degerlerin yer aldigina yonelik tablo (Tablo 2) olusturulmustur.
Masallarda yer alan degerlerin hepsi hakkinda aynen alintilar yapmanin okuyucuyu sikacagi
diisiincesinden hareketle her bir masalda bir adet degere yonelik dogrudan alintilama yapilmistir.
Calisma kapsaminda 44 Tiirk Peri Masallarinda tespit edilen degerler ve hangi masallarda yer aldig
Tablo 2°de gosterilmistir.

Tablo 2. 44 Tiirk Peri Masalinda Tespit Edilen Sosyal Bilgiler 6 ve 7. Simf Ogretim Programindaki Dogrudan
Kazandirilmas1 Hedeflenen Degerler

Degerler Masallar

Adil Olma (1)Korku, (2)Miineccim, (3)Meram Sah ve Sade Sultan

Baris (1)Kamer Tay

Caliskanlik (1)Astroloji, (2)Balik Peri, (3)Kii¢iik Stimbiil Kamelyasi, (4)Macun, (5)Suskun Prenses

(1)Astroloji, (2)Biiyiilii Nar Dali fle Prenses Giizel, (3)Giil Giizeli, (4)Giilen Elma ve
Aglayan Elma, (5)Giizel Helvaci Kiz, (6)Iki Kardes, (7)Kamer Tay, (8)Kandahar

Diiriistlik Padisahinin Kizi, (9)Korku, (10)Macun, (11)Meram Sah ve Sade Sultan, (12)Miineccim,
(23)Sihirli Tokalar

g;;l;lllhklara (1)Alt1 Dev ve Cady, (2)Giil Giizeli, (3)Macun, (4)Sah Yusuf

Hak ve

Ozgiirliiklere (1)Biiyiicii ve Cirag, (2)Biiyiilii Nar Dali ile Prenses Giizel

Saygi
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(1)Balik Peri, (2)Biiyiicii ve Ciragi, (3)Kamer Tay, (4)Kara Ejderha ve Kizil Ejderha,
Sorumluluk (5)Kirk Prens ve Yedi Bash Ejderha, (6)Sihirli Ayna, (7)Sehzade Ahmed, (8)Ug Portakal
Peri
(1)Avanak, (2)Balik Peri, (3)Ejderha Prens ve Uvey Anne, (4)Kamer Tay, (5)Kandahar
Padisahinin Kizi, (6)Karga Peri, (7)Kirk Prens ve Yedi Basli Ejderha, (8)Kuyu Ciicesi,
(9)Kiigiik Siimbiil Kamelyasi, (10)Macun, (11)Meram Sah ve Sade Sultan, (12)Sihirli
Tokalar, (13)Sehzade Ahmed, (14)Y1lan Peri ve Sihirli Ayna

Yardimseverlik

Tablo 2°de goriildiigii iizere 44 Tiirk Peri Masalinda Sosyal bilgiler 6 ve 7. simif 6gretim programindaki
dogrudan kazandirilmasi hedeflenen 13 adet degerden 8’i tespit edilmistir. Bilimsellik, dogal cevreye
duyarlilik, kiiltiirel mirasa duyarlilik, vatanseverlik ve estetik degerlerine masallarda rastlanilmamustir.
44 Tiirk Peri Masalinda en fazla rastlanan deger 14 masalda yer alan yardimseverliktir. Bu degeri 13
masalda yer alan diiriistlik, 8 masalda yer alan sorumluluk, 5 masalda g¢aligkanlik, 4 masalda
farkliliklara saygi, 3 masalda adil olma, 2 masalda hak ve 6zgiirliiklere saygi ile sadece 1 masalda gegen
baris degerleri takip etmektedir.

Yardimseverlik

Yardimseverlik degerini konu almis masallarda gerek insanin-insana gerekse hayvanin ya da dogaiistii
giicleri olan bir bagka varligin insana yardim etmesi ve bu yardimdan dogan mutluluk konu alinmstir.
“Kiigiik Stimbiil Kamelyas1” isimli masalda, babasinin 6liimii iizerine tahta gecen padisahin lalasi ile
birlikte hava degisikligi amactyla bir tura ¢ikmasi ve gezdikleri bir yerin dogal giizelliginden padisahin
cok etkilenmesini ve o yerin “kii¢iik stimbiile” ait olmasini, ayrica kii¢iik stimbiiliin de kirk dev
tarafindan korunuyor olmasini, padigahin kiigiik siimbiilii merak etmesi ve bu merakin da giderek aska
doniismesini ve sonunda kiigiik slimbiiliin annesi olan “dev anne’nin”, padisahin kiiglik stimbiile
ulagmasi i¢in ona yardim etmesini konu almaktadir.

Padisah, “Anacigim! Kiigiik Stimbiil nasil biri? Onun adv duydugumdan beri huzurum kalmadi. Onu
gormeliyim” demis. Dev anne, “Kiiciik siimbiil muhtesem bir giizelliktedir. Diinyada bir esi daha
bulunmaz. Cogu onu gormeye ¢alisti ama hichiri basaramadan 6ldii. Benim kirk oglum var. Onu gece
giindiiz korurlar. Bir kusun ge¢mesine bile izin vermezler. Bu sevdadan vazgeg, yoksa pisman olursun,
seni oldiiriirler” demis. Yine de padisah israrcrymis: “Bize yardim et anne! Sana minnettar olurum”. O
kadar ¢ok ve dcizane yalvarmig ki, dev anne yumusamuis ve lalay bir siipiirgeye, padisahi da bir tiitiin
tabakasina ¢evirmis. Onlart kusagina koymus ve ii¢ adimda kiiciik siimbiiliin kamelyasina varmaus.
Cebinden avug dolusu kum ¢ikararak yere serpmis ve padisaha, “Korkma biitiin ogullarim uyuyorlar.
Dogrudan kizin uyudugu odaya git. Parmagindaki yiiziigii al ve bana getir, baska bir sey yapma” demis.
Padisah cesaretini toplayp odaya girmis. Gordiigii kiz karsisinda dili tutulmus, bildigi hi¢bir soz onu
tarif edemezmiy... Neredeyse aklimi yitirecekmis. Ancak dev annenin séziinii hatirlayip, kizin
parmagindan yiiziigii ¢tkarip donmiis... Ertesi giin padisah tekrar kizi gérmek istemis. Dev anneye yine
yalvarmis. Dev anne tekrar padisahi kamelyaya gotiirmiis... Padisah bir kez daha kizi gormek isteyince,
dev anne yine onu kamelyaya gotiirmiis. Padisah neseyle odaya girmis. Ancak kiz uyumamig. Kiz
yakisiklt genci goriince sevingten ¢iglina donmiis... Devleri ¢agirip dev anneye gitmisler. Kiz dev
anneye, “Anne biz birbirimizi bulduk. Allah seni korusun ve bagislasin” demis...

Diiriistliik

Diirtistliik degerini konu almis masallarda, masallarin i¢indeki bir kahramana diger kahraman(lar)in
diirlist davranmamalari, yalan sdylemeleri vs. ve bunun sonucunda diiriist olan(lar)in masalin sonunda
yine kazanan taraf olmasi ya da masal kahramaninin diiriist bir davranis sergilediginden dolay1 masalin
sonunda istegine kavusmasi veyahut diriist olmayanlara kars1 bir tistiinliik kurmasi konu alinmaktadir.
“Giizel Helvaci Kiz” isimli masalda bir yandan; ticaretle ugrasip ¢cok para kazanan ve bunun sonucunda
da kiz1 harig ailesiyle birlikte hacca gidip haci olmak isteyen bir adamin kizini bir hocaya emanet etmesi
ve hocanin ticaret erbab1 adami kiskanmasindan dolay1 kendisine emanet edilen kiz1 61diirmek istemesi
anlatilirken diger yandan ise; kendisini 6ldiirmek isteyen hocanin elinden kurtulan kizin bir padisah ve
veziriyle karsilasip sonrasinda padisahla evlenmesi ve bu evlilik mutlu mesut bir sekilde devam ederken
ailesini ¢ok 6zledigi i¢in onlar1 ziyarete giderken vezirin kiza “padisaha ait oldugun kazar bana da aitsin”
deyip onunla evlenmedigi i¢in onu 6ldiirmek istemesi ve sonugta hem kizin emanet edildigi hocanin
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hem de vezirin kiza diiriist davranmadiklar1 ve vezirin elinden kurtulan kizin bir helvacinin yaninda
cirak olarak ise baglamasi ve yaptig1 helvalarin giizel tadinin her yana yayilmasi ve veziriyle beraber
sultan1 aramaya ¢ikan padisahin bu helvacida konaklamalari, helvaci kiz olan sultanin onlar1 tanimasi
ve onlara helva ikram etmesi, o anda orada kizi1 dldiirmek isteyen hocanin, kizin babasinin ve agabeyinin
de orada bulunmasi ve bunlarin higbirinin kiz1 tanimamasi, helvalar bittikten sonra kizin, “herkes kendi
hayatindan bir hikaye anlatsin” diyerek, herkesin hikdyesi bittikten sonra kendisinin hikayeye
baslayarak basindan gegenleri anlatmasini konu almaktadir

“Bilin, ey beni duyanlar! Bu vezir ve hoca benim diismanlarimdi. Bugiin babam, agabeyim ve kocam
hep beraberiz”. Bu sézlerle bitirdikten sonra da kocasimin kollarina atilip seving gézyaslarina
bogulmus. Ertesi giin padisah vezir ve hocayr huzuruna ¢agirarak kirk katir mi yoksa kirk satir m
istediklerini sormus.: “Kwrk satir bizim diismanimizdir, biz kirk katir isteriz” diye cevaplamiglar. Bunun
tizerine ikisi de kirk katira baglanmislar. Vezir ve hoca yerlerde siiriiklenip bu diinyadan gégmiisler.
Kocasiyla beraber ailesinin evini ziyaret eden sultan, sarayina donerek uzun siiren act ve kederli
donemin ardindan mutlu bir hayata kavusmus.

Sorumluluk

Sorumluluk degerini konu almis masallara baktigimizda, masal igerisindeki kahramanlara aile
biiyiiklerinin ya da onlara yardim eden her hangi bir kahramanin tavsiyelerine uymama sonucu
baslarinin belaya bulasmasi ve uyulan tavsiyeler sonucunda kahramanlarin i¢inde bulundugu zor,
sikintili durumlardan kurtulduklar seklinde sonuglandigi goriilmektedir. “Kirk Prens ve Yedi Bagh
Ejderha” isimli masalda bir zamanlar kirk tane oglu olan padisahin, ogullarini evlendirmek istemesi,
cocuklarm ise kirk kiz kardes disinda kimseyle evlenemeyeceklerini sdylemeleri ve bunun ardindan
babalarindan bagka iilkelerde kirk kiz kardes olup olmadigini aragtirmak i¢in ondan izin istemeleri ve
babalarinin onlara izin vermesi ancak gittikleri yerlerde dikkat etmeleri gereken bir takim sorumluluklari
onlara soylemesi ve kardeslerin, babalarinin sdylediklerine uymadiklar i¢in baslarina gelen felaketleri
konu almaktadir.

Yola ¢cikmadan énce Padisah demis ki: “Aklinizda iyice tutmaniz gereken ii¢ sey var: Biiyiik bir pinara
vardigimizda geceyi oraya yakin bir yerde gecirmeyin. Ilerisinde bir han vardir; geceyi orada da
gecirmeyin. Hanmn étesinde biiyiik bir ova var, orada bir an bile oyalanmayin”. Oglanlar babalarinin
ogiidiinii hatirlayacaklarina séz vererek atlarina binip uzaklagsmislar. Uzunca bir yol kat ettikten sonra
aksam vakti yaklastiginda pinara varmislar. En biiyiik oglan “Bitkiniz ve gece oldu. Hem kirk adam
neden korksun ki?”. Béylece atlarindan inip yemeklerini yemis ve dinlenmek icin yatmisglar. Fakat en
gengleri olan kardes nobet tutmus. Gece yarisina dogru bir hisirti duyunca dikkatlice silahini ¢cekmis ve
biraz hisirtiya dogru yaklasinca yedi basl ejderha gormiis. Hem geng adam hem de ejderha birbirlerine
saldirmiglar... Kirk kardes ertesi sabah erkenden uyandiklarinda babalarimin pinarla ilgili kendilerini
korkutmaya ¢alismasina giilmiisler. Tekrar yola koyulup babalarimin kendilerine bahsettigi han éniine
kadar yollarina devem etmisler. “Bu gece daha ileri gitmeyecegiz” demis biiyiik sehzade. En geng
sehzade ise babalarinin ogiidiine uymanin iyi olacagini séylemis ancak digerleri onu dinlememiy... Geng
olanmi yine nobet tutuyormus. Bir onceki giinden daha biiyiik bir ejderha ile karsilasmis... Diger giin
tekrar atlarina binen kardegler giin batimi genis bir ovaya varana dek dere tepe diiz gitmisler. Burada
Yiyip ictikten sonra tam yatmak tizereymigler ki aniden daglari sallayan korkung bir ¢iglik duymuslar.
Ates tiikiiren ve kiikreyen dev bir ejderha gérdiiklerinde hepsinin igini biiyiik bir korku kaplamus...

Cahiskanhk

Caligkanlik degerini konu almis masallarda, masal kahramanlarindan birinin amacina ulagsmasi i¢in -
genelde sevdigiyle evlenmek- sarf ettigi ¢abay1, amacina ulagsmak i¢in 6niin ¢ikan engelleri yilmadan,
usanmadan bir bir agmasi ele alinmistir. “Macun” isimli masalda, isi giici olmayan kel bir oglanin
padisahin kizin1 gormesi ve onu padisahtan annesinin istemesini sdylemesi iizerine, padisahin oglam
huzuruna ¢agirarak ondan bir takim isteklerde bulunmasi ve bu isteklerin yerine getirilmesi sartiyla
kiziyla evlenebilecegini oglana sOylemesi ve her defasinda bu isteklerin oglan tarafindan yerine
getirilmesi ve en sonunda padisahin pes ederek kizin1 oglana vermesini konu almaktadir.
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Padisah, “Buraya diinyadaki biitiin kuslar: getirirsen sana kizimi veririm.” demis. Geng¢ maglup bir
sekilde saraydan ayrilmis... Bir dervisle karsilagmis. Dervig sabirla genci dinledikten sonra; “Uzun bir
selvi agacimin oldugu yere git ve altina otur. Tiim diinyamin kuslar: gelip tistiine konacak. ‘Macun’
dersen, hepsi olduklart yere yapisirlar. Senden hepsini toplar padisaha gétiiriisiin” demis... Oglan
hepsini toplayarak padisaha gétiirmiis. Verdigi imkansiz gibi gériinen gorevin basaridigini gérmesiyle,
padisahin yiizii diismiis. Ancak genci zorlamaya kararliymis: Simdi git ve o kel kafan sag ile ort; o
zaman kizimi sana veririm”. Geng¢ adam hayal kirikligina ugramis evine donerek birkag giin derin
diistincelerle yerinden kipwrdamamis. Bu sirada padisah kizim vezirin ogluyla eviendirmeye karar
vermig ve diigiin hazirliklarinin baslamasini buyurmus. Bunu duyan gen¢ adam saraya giderek gelin ve
damadin geceyi gecirecegi odanin ¢atisina saklanmis. Iceri girdiklerini gériir gormez. “Macun” demis;
her ikisi de agwr bir kaya gibi yerlerine kapaklanip kalmislar. Gece ge¢mis sabah olmugs. Ancak evli ¢ift
ortaliklarda goriinmiiyormus. Bir kéle gidip odanin kapi deliginden igeride bir sorun var mi diye
bakmig. Onu géren kel kafa Macun! demis ve kole de oldugu yere saplanivermis. Kisa siire sonra
saraydaki herkes “Macun!” soziiyle kalakalmiglar... Padisah hemen kendine yardim igin bir hocayt
cagirtmak icin habercileri yollamis... Habercilerin ¢iktigini géren kel kafa onlart da yolda kasaba
girdikleri anda “Macun!” diyerek ete yapistrmis... Habercilerin donmesini bekleyen padisah hocaya
kendisi gitmis... Hoca padisaha “Hasmetlim siz bir kel adama kizimizi vermek igin soz verdiniz ama
soziiniizii tutmadiniz, bu yiizden tiim bunlar oluyor” demis. “Ne yapabiliriz?” diye sorunca padigah,
“Kizinizi kele vermekten baska ¢are yok cevabini almis... Prenses kel kafayla evienmis ve sonsuza kadar
mutlu olmuslar.

Farkhliklara saygi

Farkliliklara saygi degerini konu almis masallarda, masal kahramanlar1 olan kizlar kendilerine sunulan
teklifleri -genelde evlenme iizerine- degerlendirirken iglerinden birinin payina, digerlerinin
hoslanmadig1 ya da onunla alay ettikleri bir segenek diistiigii ve bu alay edilen, segenege razi olan
kahramanin ise vermis oldugu bu karar sonrasinda diger kahramanlardan daha iyi bir hayat yasadigi
sonucu ele alinmigtir. “Alt1 Dev ve Cadi” isimli masalda, padisahin kiiciik kizini, at1 ile evlendirmesi,
diger kizlarinin birini vezir 6tekini de seyhiilislam ile evlendirmesi ve at ile evlenen kiigiik kiz ile diger
kizlarin alay etmesi ve zaman gegtikten sonra kizin padisah babasinin 6lmesi iizerine at koca olarak
bilinen gencin iilkenin padisahi olmasini konu almaktadir.

Bir zamanlar padisahin ii¢ kizi varmis. Bir giin, seyahate ¢itkmadan 6nce onlart yanina ¢agirmis ve
onlara en sevdigi atini 6zellikle kendilerinin beslemelerini, bu ig i¢in kimseye giivenmemelerini ve hi¢chbir
yabanciyr yamna yaklagtirmamalarim tembihlemiy... En biiyiik kiz elinde yemle alira girmis at onu
yaklastirmams. Ikinci kiz girmis onu da yaklastirmams. Kiiciik kiz girince at onun elinden yem yiyip su
icmeye baslamis. Diger kizlarda boyle yorucu bir isten kurtulduklart icin memnuniyet duyuyorlarmas.
Padisah dondiigiinde ilk sordugu soru, atina iyi bakilyp bakilmadigrymis. Biiyiik kizlar, “Bizi yanina
vaklagtirmadr ama kiiciik kardesimiz onu besledi” demisler. Bunu duyan padisah kiiciik kizin at ile
evlenmesini istemis. Diger kizlarint da vezir ve seyhiilislam vermis... En kii¢iik kardegin yasadigi ahir,
geceleri bir giil bahgesine doniisiivormus. Ustelik o kadar mutluymuslar ki onlardan baska kimse bu
sirrt bilmiyormug. Bir zaman sonra padisah, sarayin bahgesinde bir doviis turnuvasi diizenlemis.
Aralarinda biiyiik kardeslerin kocalarinin da oldugu, iilkenin en cesur cengdverleri turnuvaya katilmis.
Biiyiik kardesler kiiciige; “Bak! Bizim kocalarimiz aslan gibi. Mizraklarini ne giizel firlatiyorlar goriiyor
musun?, Senin at kocan nerede?” demisler. Bu sozlerin ardindan at silkinmis, bir insana doniismiis ve
bir kitheylanin iizerine bindikten sonra karisina hi¢bir sey soylememesi gerektigini séylemis ve doviise
katiimus. Tiim doviisgiileri yenmis, bacanaklari atlarindan diisiirmiis ve sonra da hi¢ orada degilmis gibi
ortadan kaybolmus... Kahramanhgi herkesin takdirini toplamis. Hatta biiyiik iki kardes de
hayranliklarimi gizleyememisler. Ancak hastalikli dogalarindan dolay: kiigiik kardeslerini, “Bak bu
cengaverler nasil da turnuvayr anlamislar, senin at kocan gibi degiller” diyerek asagilamaya devam
etmisler... Ikisinin evliligi tekrar kutlanmis ve padisahin éliimiinden sonra, tahta onlar ge¢mis.

Adil olma

Adil olma degerini konu almis masallarda, masal kahramanlarimin maruz kalian herhangi bir adil
olunmayan durumdan dolay1 rahatsizliklar ya da bir olay karsisinda adil davranmak ve sonrasinda tiim
adil davranan taraflarin mutluluklarindan bahsedilmektedir. “Meram Sah ve Sade Sultan” isimli
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masalda, bir padisahin {i¢ oglunun padisah gozlerini diinyaya yumdugunda aralarinda taht kavgasinin
basladigina ve bu durumun aralarinda en uzaga ok atma yarigmasinin yapilmasi ve en uzaga ok atanin
padisahliga gecmesi ve digerlerinin de bu duruma razi olmasi ile sonuglanmasini konu almaktadir.

Padisah diinyaya gozlerini yumdugunda ii¢ oglu arasinda tahta ge¢mek icin kavgalar baslamistir.
Sonunda en gengleri soyle bir 6neride bulunmustur: “Her birimiz bir ok ve yay alalim ve her kim okunu
en uzaga atarsa taht onun olsun”. Bu fikri digerleri de onaylamis ve hep birlikte acik bir ¢ayira gidip
oklarm firlatmislar. En biiyiigiiniin oku ¢ayirda bir yere diigmiis, ikinci kardesinki biraz daha uzaga ve
en gencinki bir ¢aliligin dibine... Sabah oldugunda kiigiik olan kendisini okun saplandigi yerde bulmus.
Biitiin oklar sonunda bulunmug ve okunu en uzaga atanin en geng kardes oldugu anlasilinca, uygun
solen ve toren ile tahta gegmis...

Hak ve ozgiirliiklere saygi

Hak ve ozgiirliiklere saygi degerini konu almis iki masalda hem bir kisinin bog bulunarak bir kimseye
ait bir mali kullanmas1 ve sonunda o malin sahibine giderek onun malini kullandigini séylemesi yani
onun hakki olan bir seye saygi gdstermesi hem de okumak istemeyen bir kisinin meslek sahibi olmaya
karar vermesi ve bu meslegi de kendisinin segecegini annesine sOylemesi karsisinda annenin onun bu
fikrine saygi gostermesini konu almaktadir. “Biiyiicli ve Ciragi” adli masalda hayatindaki tek varlig
olan oglunu okutmak isteyen bir annenin, oglunun okumak istememesi ve kendi sececegi bir meslege
yonelmeyi istemesine annesinin saygi gostermesini konu edinmektedir.

Zamanin birinde, hayatindaki tek varligi, biricik oglu olan bir kadin yasarmis. Oglunu hangi okula
yollarsa yollasin, ¢ocuk dyle veya boyle, hep okuldan kagar, haylazlik pesinde kosarmus. Saskina donen
kadin bakmug ki zorla giizellik olmuyor, “Seni nereye géndereyim?” diye sormug bir giin ogluna. Oglan
ise; “Beni gonderme bir yere ana, bir meslek sahibi olmak istiyorum, eger isimi de begenirsem soz,
kagmam” diye cevap vermiy. Kadin bu cevabin iizerine oglunu da yanmina alarak pazara gitmis ve bir
surii adami farkl igler yaparken seyrettirmis ¢ocuga, izledikleri arasinda bir de biiyiicii varmis. Oglan
biiyiiciiden ¢ok etkilenmis ve annesinden kendisini ona ¢irak olarak vermesini istemis... Delikanli bu
sayede, hayatimin geri kalaninda bir daha yokluk gormeden annesine bakabilmis ve boylece herkes
sonsuza dek mutlu mesut yasamis.

Baris

Baris degerini konu almis “Kamer Tay” adli masalda bir takim sebeplerden dolay1 dev ile evlenmek
zorunda kalan bir prensesin, devin elinden kurtulup bir sehzade ile evlenip iki ¢cocugunun olmasi ve
sehzadenin savaga katilmasi ve uzun yillar gelmeyisi bu arada sehzade ile prenses arasindaki
mektuplagmalari saglayan el¢inin yolunun dev tarafindan kesilip mektuplarin igeriginin degistirilmesi
ve hem sehzadenin hem de prensesin birbirlerini yanlis anlamalar1 ve evliliklerinin bozulmas1 ancak en
sonunda birbirlerini yanlis anladiklarinin ortaya ¢ikmasiyla mutlu mesut evliliklerinin devam etmesi
konu alinmaktadir.

....Sehzade bir seving narasiyla ayaga firlamis, cocuklarina sartlip opmeye baslamis. O anda karisi iceri
girince karisindan, yasattigi act icin af dilemis. Birbirlerine ayri kaldiklar: zamanda baslarina gelenleri
anlatmiglar... Béylece prenses ve cocuklari, sehzadeye kendi kralligina dénerken eslik etmek icin
hazirlanmiglar...

TARTISMA ve SONUCLAR

Ignac Kunos tarafindan ele alinan 44 Tiirk Peri Masali adli eserde, sosyal bilgiler 6 ve 7. sinif 6gretim
programindaki dogrudan kazandirilmasi hedeflenen degerlere (diiristliik, yardimseverlik, sorumluluk,
farklihiklara saygi, caliskanlik, hak ve &zgiirliiklere saygi, adil olma ve baris) rastlanilmustir. ilgili
programda dogrudan verilmesi planlanan bilimsellik, dogal cevreye duyarlilik, kiiltiirel mirasa
duyarlilik, vatanseverlik ve estetik degerlerine ise masal kitabinda rastlanilmamistir. Bu bulgu Kiigiik,
Gedik ve Akkus (2014) tarafindan ortaya konan calismanin bulgulariyla biiyiilk oranda benzerlik
gostermektedir. Arastirmacilarin birden fazla masal kitabini 6. sinif sosyal bilgiler degerleri agisindan
inceledigi calismada “yardimseverlik”, “caligkanlik”, “sorumluluk” degerlerinin yogun bir sekilde
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islendigi saptanmistir. Ancak “bilimsellik”, “hak ve ozgiirliiklere sayg1”, “kiiltiire] mirasa duyarlilik”
degerlerine ise daha az rastlamldigi goriilmiistiir. Ote yandan Kiiciik, Gedik ve Akkus’un (2014) yaptig
calismada, Tiirk edebiyati eserlerinde “dogal ¢evreye duyarlilik”, Diinya edebiyati eserlerinde ise
“bilimsellik, dogal ¢evreye duyarlilik, kiiltiirel mirasa duyarlilik” degerlerine iliskin herhangi bir
bulguya rastlanilmamasi durumu, bu calismanin bulgulariyla bire bir oOrtiismektedir. Biitiin bu
sonuclardan yola c¢ikarak hem Tiirk edebiyati hem de Diinya edebiyatinda yer alan masallarin
birgogunda bilimselligin, dogal ¢evreye duyarliligin, kiiltiirel mirasa duyarliligin iglenmedigi sonucuna
varilabilir.

Ote yandan 44 Tiirk Peri Masali adli eserde en fazla rastlanan deger yardimseverliktir. Bu degeri
diirtistliik, sorumluluk, caliskanlik, farkliliklara saygi, adil olma, hak ve ozgiirliiklere saygi ve baris
degerleri takip etmektedir. Bu baglamda bahsi gecen degerleri igerisinde barindiran eserin, sosyal
bilgiler derslerinde o6grencilere kazandirilmak istenen degerlerin 6gretiminde kullanilabilirligini
belirtmek yanlis olmaz. Ciinkii Akkaya’nin (2014) da belirttigi gibi ¢esitli toplumsal 6gelerle masallarda
karsilasan, onlarin farkina varan gocuk, insan haklarina ve temel dzgiirliiklere saygili olmanin, insanlar
arasinda yardimseverligin, toplumda adil olmanin, farkliliklara saygi gostermenin, barigin dnemini
sezerek, topluma ve insana karsi duyarli yaklasma egilimine girecek, sorumluluk almaya daha istekli
olacaktir. Bu baglamda dikkat edilmesi gereken nokta, ortaokul c¢agindaki c¢ocuklarin masal
kahramanlarini 6rnek alma, onlar gibi davranma isteklerinin ortaya ¢ikabilecegi durumudur. Ciinkii
ogrencilere degerler 6gretimi yapilirken kullanilabilecek masallar ve onlarin igerikleri 6grencileri
farkinda olmadan istenmedik davranislara siiriikleyebilir. Ornegin 44 Tiirk Peri Masali adli eserde yer
alan birgok masalda (rengarenk, astroloji, lizgiin prenses, kara ejderha ve kizil ejderha, kii¢iik siimbiil
kamelyasi, yilan peri ve sihirli ayna, ejderha prens ve iivey anne, biiyiilii nar dali ile prenses glizel, azap
kusu, kamer tay, kirk prens ve yedi basli ejderha) kahramanlarin sigara ve nargile gibi tiitlin mamullerini
igmesini konu almaktadir. Bu durum masal kahramanlarinin diiriist, yardimsever, sorumluluk sahibi vb.
gibi insan olmalarinin yaninda sigara igme vb. davraniglarini da istendik bir davranis gibi goriilmesini
de saglayabilir. Bu ylizden sosyal bilgiler derslerinde masallar1 kullanmak isteyen egitimcilerin, masal
seciminde 6zenli davranarak, masallardaki istenmeyen yerleri sansiirlemeleri gerekmektedir. Bu bakis
acist Akkaya’nin (2014) yaptigi calisma ile desteklenmektedir. Onun yaptig1 ¢alismada incelenen
Keloglan masallarinin bazilarinda sadece ¢ocuklara yonelik degil, yetiskinlerin de tiiylerini {irperten
siddet 6gelerinin yer aldigini dile getirilmekte ve bu masallarin Keloglanla ilgili olumsuz algilanabilecek
Ozellikleri barindirabileceginden dolay1r 6gretmen rehberliginde ayrintilandirilarak dogru okunmasi
gerektigi dile getirilmektedir.

Incelenen eser igerisinde baridirdig degerler bakimindan zengin olmasi nedeniyle gerek ders islenisi
esnasinda gerekse ders dig1 etkinliklerde, eserdeki masallar sosyal bilgiler derslerinde kazandirilmak
istenen degerlere uygun olarak ders kitabindaki metinlere ¢esitlilik getirmesi amaciyla ve masallardaki
kahramanlarin 6zellikleri ortiik program yoluyla deger 6gretimi i¢in kaynak olarak kullanilabilir.
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ABSTRACT The aim of this research was to document information on English teacher education program
at one state-owned university in Jambi, Indonesia in order to better prepare student teachers
with sufficient knowledge and skills they need to teach. Information was gathered from school
principals’ and teacher educators’ perceptions on beginner teachers’ English proficiency and
pedagogical skills. This research employed qualitative method that used document analysis
and interviews for data collection. Interviews with principals and teacher educators were used
to obtain data and evidence about the beginner teachers’ language proficiency and
preparedness to teach and document analysis was used to explore the content of the English
teacher education curriculum that covers English proficiency and teaching skill related courses.
The results showed that school principals did not always perceive the English proficiency and
teaching skills of new teachers to be adequate for entering the teaching profession. In contrast,
teacher educators gave a view that pre-service teachers who had completed an English teacher
education program were equipped with adequate language knowledge, language proficiency,
and language teaching skills. This research makes recommendations to improve the quality of
this program, in particular, program curriculum content reform for developing language
knowledge and language teaching skills.
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EXTENDED SUMMARY

To produce high-quality teaching which finally will change student achievement, teachers should know
what they should do and how they do it. This issue has attracted several scholars’ attention. Shulman
and Shulman (2004) described an accomplished teacher as someone able to understand what must be
taught and how to teach it. This is what they referred to as the quality of teachers—it is stated in terms
of what they know and are able to do. Also, when examining pre-service ESL teacher education
programs, the formal institutions that produce English teachers, Day (2012) identified two aspects that
can be used as an assessment. The first is the knowledge base for teachers to teach, and the second is
the ways that knowledge is delivered to the students. Drawing on Shulman’s (1987) pedagogical content
knowledge (PCK) framework, Day and Conklin (1992) pointed to four types of the knowledge base for
language teachers. First is content knowledge of the subject matter, which refers to the language
knowledge that ESL or EFL teachers teach. Second is pedagogic knowledge, which refers to knowledge
of generic strategies, or of the ways that teachers teach. Third is PCK, which refers to knowledge of how
to present content knowledge in various ways that students can understand, as well as knowledge of
what problems they might encounter and how to overcome these. The fourth is support knowledge,
which is knowledge of the various disciplines that inform teachers’ approaches to teaching and learning
English. The aim of this research was to document information on English teacher education program
at one state-owned university in Jambi, Indonesia in order to better prepare student teachers with
sufficient knowledge and skills they need to teach. Information was gathered from school principals’
and teacher educators’ perceptions on beginner teachers’ English proficiency and pedagogical skills.
This research was part of a larger research investigating the effectiveness of English teacher education
program in Jambi University, Indonesia. The research was focused on answering the question of how
teacher educators and school principals (as employers) perceived Jambi University EFL graduates as
beginner teachers toward their English proficiency and teaching skills and to what extend the curriculum
contents used in the program accommodated these needs. To document the interaction between the
participants, their world (in this case, their English teacher education program and schools) and their
experiences, we employed interviews as one method of data collection. The purpose of using interviews
was to provide in-depth information about the participants’ experiences or viewpoints of a particular
topic (Creswell, 2007; Turner, 2010). The school principal participants in this study were selected from
the schools in which the first-year English teachers taught. Moreover, in order to gather information
regarding the implementation of the English teacher education program curriculum and the program
itself, interviews with five teacher educators were conducted.

Additionally, document analysis was used to determine the curriculum content of the English teacher
education program at Jambi University. Documents such as the official English teacher education
curriculum and policies linked to the Jambi University teacher education program were analysed to gain
a comprehensive overview of the program. To analyse the data, thematic analyses (Liamputtong, 2009;
Mukminin, 2012; Mukminin & McMahon, 2013) involving initial coding, axial coding, and selective
coding were used to discover appropriate themes from interviews. Also, in this study, the data were
analysed using thematic analysis, which involved identifying, analysing and reporting themes in the
data. The findings indicated two major themes: (1) stakeholders’ perceptions towards beginner teachers’
English proficiency and pedagogical skills and (2) the curriculum content of EFL teacher education at
Jambi University.

The findings indicated that stakeholders’ perceptions on beginner teachers’ English proficiency and
pedagogical skills indicated that beginner teachers from English teacher education program at Jambi
University had adequate language knowledge and proficiency. However, they commented that the
pedagogical skills of new beginner teachers should be improved. Also, teacher educators in this study
expressed that pre-service teachers who had completed an EFL teacher education program were
equipped with adequate language knowledge, language proficiency, and language teaching skills. If
later, it was found that they could not demonstrate these things in their teaching, there must be another
important reason behind that. They believed the graduates were ready, and that poor teaching was most
likely attributable to other school factors.

In terms of the curriculum content of EFL teacher education, the findings from this study indicated that
experiential learning how to teach in school settings experienced as student teachers was not always
optimum. It might cause a lack expertise in pedagogy areas with graduates and beginner teacher.
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Therefore, the English teacher education program at Jambi University could arrange in-house training
for its graduates who are teaching in schools to renew and enhance their teaching skills to meet the
demand of high expectations from the teaching profession in EFL contexts nowadays. Also, the findings
of this study demonstrated that there was a need to balance courses related to pedagogical skills and
courses related to language skills.
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INTRODUCTION

There has been a considerable amount of studies both internationally and locally investigating the quality
of teaching as high quality teaching depends on the competent people who work as teachers at school,
(e.g. Lortie, 1975; Kyriacou, Hultgren, & Stephens, 1999; OECD, 2005; Mukminin, Ali, & Ashari,
2015). To produce high quality teaching which finally will change student achievement, teachers should
know what they should do and how they do it. This issue has attracted several scholars’ attention. For
example, Shulman and Shulman (2004) described an accomplished teacher as someone able to
understand what must be taught and how to teach it. This is what they referred to as the quality of
teachers—it is stated in terms of what they know and are able to do. Also, when examining pre-service
ESL teacher education programs, the formal institutions that produce English teachers, Day (2012)
identified two aspects that can be used as an assessment. The first is the knowledge for teachers to teach,
and the second is the ways that knowledge is delivered to the students. Drawing on Shulman’s (1987)
pedagogical content knowledge (PCK) framework, Day and Conklin (1992) pointed to four types of the
knowledge base for language teachers. First is content knowledge of the subject matter, which refers to
the language knowledge that ESL or EFL teachers teach. Second is pedagogic knowledge, which refers
to knowledge of generic strategies, or of the ways that teachers teach. Third is PCK, which refers to
knowledge of how to present content knowledge in various ways that students can understand, as well
as knowledge of what problems they might encounter and how to overcome these. The fourth is support
knowledge, which is knowledge of the various disciplines that inform teachers’ approaches to teaching
and learning English.

Further, Richards (2010) proposed the dimensions of teacher knowledge and skill that are at the core of
expert teacher competence and performance in language teaching. According to Richards, there are 10
dimensions of teacher knowledge and skill. The first is the language proficiency factor of the teacher.
There are several language-specific competencies that a language teacher needs in order to teach
effectively, such as the ability to comprehend texts accurately, provide good language models, and
maintain use of the target language in the classroom. Richards pointed out that a teacher’s level of
language proficiency will determine the level of that teacher’s confidence; thus, teachers who perceive
themselves as weak in the target language will have reduced confidence in their teaching ability. The
second dimension is the role of content knowledge. According to Richards (2010), content knowledge
is what teachers need to know about what they teach. Similarly, Day and Conklin (1992) stated that
content knowledge of the subject matter is the language knowledge that language teachers teach. Content
knowledge for language teachers includes what teachers know about language teaching, and constitutes
knowledge that would not be shared with teachers in other subject areas. Interestingly, in explaining the
role of content knowledge, Richards (2010) proposed what he called disciplinary knowledge and PCK,
in his effort to distinguish between theory and practice issues in language teaching. Disciplinary
knowledge is a specific body of knowledge considered essential for the language teacher. This
knowledge is acquired by special training and is part of a teacher’s professional education. It does not
translate into practical skills. An example of this is knowledge about second language acquisition and
sociolinguistics. In contrast, PCK is the knowledge that provides a basis for language teaching, which
can be applied in different ways to resolve practical issues, such as curriculum planning, assessment,
reflective teaching and classroom management. While Shulman (1987) defined PCK as teachers’
understanding of what should be learnt and how it should be taught, Freeman (2009) added that teachers
should have mastery of the content to teach and the methodologies to teach it. The third dimension of
teacher knowledge is teaching skills. Richards (2010) stated that teacher training involves developing a
great number of teaching skills. These skills can be obtained by observing experienced teachers, and
often by having practice teaching in a controlled setting, using activities such as microteaching and peer
teaching. Richards further explained that having opportunities to experience teaching in various
situations with different kinds of learners, and teaching different kinds of content, is how a repertoire of
basic teaching skills is acquired.

Additionally, the fourth dimension of knowledge required by language teachers is contextual knowledge
(Richards, 2010). Given that teachers teach in many different contexts, in order to function in those
contexts, they must acquire appropriate contextual knowledge that will enable them to learn to be
effective in different countries, backgrounds and cultures. Richards (2010) further explained that
optimum teacher learning occurs through classroom experiences, in which the relationships among
teacher educators, fellow novice teachers, and experienced teachers are maintained in schools. Learning
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to teach in a specific context is a process of socialisation that involves becoming familiar with a
professional culture and its goals while sharing values and norms of conduct. This ‘hidden curriculum’
of professional socialisation is often more powerful than the school’s prescribed curriculum. The fifth
dimension is language teacher identity. According to Richards (2010), this dimension goes beyond skills
and knowledge to developing an understanding of what it means to be a language teacher. That is, it
refers to an identity that is shaped and reshaped as the student teacher takes on the roles and
responsibilities of a classroom teacher. The sixth dimension is the learner-focused teaching dimension.
Regarding this, Richards (2010) explained that teaching is a ‘performance’, whereby the teacher takes
account of both the social and learning interests of students, building a community of learners in the
classroom. This is undertaken by managing the learning environment, with the aim of creating a pleasant
and productive setting. The seventh dimension proposed by Richards (2010) for language teachers is
pedagogical reasoning skills. An important component in the current conceptualisation of SLTE is the
focus on teacher cognition. Pedagogical reasoning takes account of the ways in which teachers’ beliefs
and cognitive processes shape their thinking and actions in relation to classroom practice. The eight
dimension identified by Richards (2010) is the ‘theorising of practice’. This refers to the ways personal
understandings and knowledge (theories) are shaped (at least partly) by practical experience of teaching.
This helps make sense of experience and informs classroom practice. This dimension is different from
the application of theory, which involves connecting concepts, information and theories with practice
(Richards, 2010). Rather, theorising of practice involves reflection on one’s teaching practice in a variety
of ways, and theorising about the effect of that practice on learners. This can lead to changes in practice
and the implementation of subsequent actions based on this theorising. The ninth dimension of teacher
knowledge and skill proposed by Richards (2010) is membership in a community practice. This
dimension is about collaboration and sharing knowledge between professionals—in this case, language
teachers. This can lead to enhanced practices through teamwork and group collaboration. According to
Richards and Farrel (2005), membership in a community of practice provides teachers the opportunity
to work and learn together in activities with shared goals and responsibilities, including teacher trainers,
mentors and team leaders. The final dimension of teacher knowledge and skill is professionalism.
According to Richards (2010):

“English language teaching is not something that anyone who can speak English can do. It is a
profession, which means that English teaching is seen as a career in a field of educational specialization,
it requires a specialized knowledge base obtained through both academic study and practical experience,
and it is a field of work where membership is based on entry requirements and standards” (p. 119).
Richards (2010) further stated that:

“Becoming an English language teacher means becoming part of a worldwide community of
professionals with shared goals, values, discourses, and practices but one with a self-critical view of its
own practices and a commitment to a transformative approach to its own role” (p. 19).

Similarly, Faez (2011) advocated four domains of the knowledge base for second language teachers:
content knowledge, pedagogic knowledge, PCK and support knowledge. These domains were designed
for EFL or ESL teacher education programs in Canada. Faez (2011) also pointed out that content
knowledge of language teachers encompasses knowledge of English as the subject being taught, while
pedagogic knowledge is teaching practice knowledge. According to Faez (2011), PCK refers to teaching
strategies possessed by teachers to deliver English to students, while knowledge in the area of linguistics
is categorised as teachers’ support knowledge. Faez stated that teaching skills are essential and a core
competency required by teachers. His view on language teacher education, teaching skills include the
ability to develop competence using language teaching methods and strategies. It also includes the
ability to adapt teaching skills and approaches to new situations. He stated that teacher education
programs have a significant role in preparing teachers to develop these appropriate teaching skills.
Another competency that must be possessed by language teachers is communication skills and language
proficiency. Developing effective communication skills as a basis for language teachers is important to
support effective language teaching. It is essential for teachers to have advanced proficiency in the target
language, and the ability to use it as a medium of instruction. However, language proficiency can be an
issue for English teachers with a non-native background; with this being their most commonly identified
weakness (Luciana, 2006). Faez (2011) also highlighted that teachers’ lack of confidence in language
proficiency may limit their ability to conduct classroom functions through the medium of the target
language. Thus, the language proficiency of teachers is a factor that may affect major aspects of their
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teaching expertise, including a demonstration of teaching skills and subject matter knowledge (Richards,
2010). Faez (2011) defined subject matter knowledge as the characteristics of language and its usage.
This includes understanding phonology, syntax, and the aspects of second language learning.
Knowledge of the subject matter also encompasses understanding the principles of language teaching,
developing curriculum and learning materials, and undertaking assessment and evaluation techniques.
In a discussion of teachers’ pedagogical skills and decision making, Faez suggested that language
teachers must be able to identify pedagogical issues that may arise, and be able to adjust or adapt their
teaching approach as needed so that the goals of teaching can be achieved. Teachers’ ability to link
theories about language, learning and teaching with their actual practice is also part of teachers’
pedagogical reasoning and decision-making (Richards, 1998, 2010). In preparing lessons in the
classroom, teachers need to acquire and apply generic teaching skills. According to Moore (2007), there
are three generic teaching skills applicable for all teachers at all levels: pre-instructional skills,
instructional skills, and post-instructional skills. Pre-instructional skills include planning the lesson,
which encompasses writing the lesson goals, selecting learning materials, and structuring the lesson to
meet the learning styles of the students. Instructional skills are those applied to implementing the
planning in practice, while post-instructional are the skills needed to be an evaluator to assess students’
performance and mastery.

Among dimensions about what English teachers should know and be able to do as proposed by Richards
(2010), this research focused only on language proficiency and language teaching skill dimensions.
Therefore, the research was focused on the beginner teachers’ English proficiency and teaching skills
perceived by school principals and teacher educators. The results of this research are expected to be
useful information for Jambi University in improving the quality of its English teacher education by
redesigning the curriculum content that best meet the demand of qualified English teachers to work with
students in school settings. This research was part of a larger research investigating the effectiveness of
English teacher education program in Jambi University, Indonesia. The research was focused on
answering questions of how teacher educators and school principals (as employers) perceived Jambi
University EFL graduates as beginner teachers toward their English proficiency and teaching skills and
to what extend the curriculum contents used in the program accommodated these needs. English
proficiency dimension in this study refers to what Richards (2010) defines as the ability that language
teachers should have in order to teach effectively, such as the ability to comprehend texts accurately,
provide good language models, and maintain use of the target language in the classroom. Whereas, the
language teaching skill refers to the ability to deliver language content to students such as the ability to
teach in various situations with different kinds of learners, use appropriate strategies, and teaching
different kinds of content.

METHOD

Design

In this research, in order to determine the interaction between the participants, their world (in this case,
their English teacher education program and schools) and their experiences, we employed interviews as
one method of data collection. The purpose of using interviews was to provide in-depth information
about the participants’ experiences or viewpoints of a particular topic (Creswell, 2007; Turner, 2010).
The school principal participants in this study were selected from the schools in which the first-year
English teachers taught. The selection criteria for school principal participants involved in this study
that they were English teachers so that they have related knowledge and experience that would be helpful
and a good source of data for the purpose of the study. Moreover, in order to gather information
regarding the implementation of the English teacher education program curriculum and the program
itself, interviews with five teacher educators were conducted. The selection of teacher educator
participants participating in this study was based on the idea that they are the designer as well as the
user of English as a Foreign Language Teacher Education Program (EFLTEP) Curriculum. Thus, they
have worked with and implemented the curriculum for a period of time. Teacher educators were
considered a good source of knowledge for seeking the information regarding the implementation of
EFLTEP’s curriculum and any issues about the program.
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Tablel. Group of Participants

* English Proficiency and Pedagogical Skills

Categories of Participants

Criteria

Information

School principals (five
interviews)

Teacher educators (five
interviews)

School principals who were selected
from the schools in which the first-
year English teachers taught

English teacher education program
staff who were teaching the student
teachers

English teachers’ readiness and
preparedness to teach in the classroom

Implementation of the English as a
Foreign Language Teacher Education
Program EFLTEP curriculum, and any
issues regarding the program

This study did not aim to use statistics to test any specific hypothesis but focused on exploring the
participants’ perspectives and opinions. The choice of interview participants in this study was based on
their background in order to meet the purpose of this study, and to align with the literature underpinning
the study (Creswell, 2007; Merriam, 1998; Cohen et al., 2011). Non-probability sampling was
considered for this study because ‘the research process is one of “discovery” rather than the testing of
hypotheses’ (Denscombe, 2007, p. 29). In addition, May and Cantley (2001) pointed out that, in some
cases, the criterion of ‘fit for purpose’ (p. 95) is more important than the statistical accuracy of
probability sampling. In addition, according to Cohen et al. (2011), non-probability samples are
frequently used in small-scale research, such as with one or two schools, and two or three groups of
students or teachers.
Document analysis is a technique for evaluating documents, both as printed and electronic material
(Creswell, 2007; Merriam, 1998; Bowen, 2009). The purpose of employing document analysis in this
research was to obtain meaning and understanding and develop empirical knowledge (Corbin & Strauss,
2008). Document analysis was used to determine the curriculum content of the English teacher education
program at Jambi University. Documents such as the official English teacher education curriculum and
policies linked to the Jambi University teacher education program were analysed to gain a
comprehensive overview of the program. This method of document analysis was an attempt to attain
supplementary research data that might be helpful to support the core data gathered from the interviews.
As Bowen (2009) stated, documents can provide valuable information and insights for supplementary
data during research, and can be used as a means of tracking the change and development of a program
or event.
This study’s questions were about the participants’ experiences and perceptions of the program, feelings
about the program, expectations of the program, and beliefs about what changes need to be made to the
program. These are typical questions featured during evaluation interviews. Patton (2002) further
explained that the interviewer needed to provide a framework within which the participants can respond
comfortably, accurately and honestly to these kinds of questions.
At the time that the potential participants were approached to take part in the interview, they were
provided with a plain language statement and consent form in accordance to Human Research Ethics at
RMIT University. Five school principals and five teacher educators who indicated interest in being
interviewed were approached. The principal participants were selected from the schools at which the
five interviewed beginner teachers taught. All interviews were conducted at a time nominated by the
interviewees. The interviews were conducted in Indonesian, which was transcribed and then translated
into English by a third party. Each interview lasted approximately 30 minutes and was audio recorded.
For the purpose of privacy, the identity of the participants was protected by not recording names, and
then coding the participants as Participant 1, Participant 2 and so forth.
The aim of data analysis is to create meanings from raw data (Johnson & Christensen, 2008; Mukminin,
2012). Simons (2009) stated that analysis involved a process such as ‘coding, categorizing, concept
mapping, theme generation—which enable you to organize and make sense of the data in order to
produce findings and an overall understanding (or theory) of the case’ (p. 116). In line with Johnson and
Christensen (2008) and Simons (2009), Creswell (2009) asserted that analysis:
“involves preparing data for analysis, moving deeper and deeper into understanding the data (some
qualitative researchers use the metaphor of peeling back the layers of an onion), representing the data,
and making an interpretation of the larger meaning of the data” (p. 183).
There are a variety of ways to use thematic analysis for qualitative data. According to Liamputtong
(2009), thematic analysis involves initial coding, axial coding and selective coding, which is aimed at
discovering appropriate themes from interviews. In this study, the data were analysed using thematic
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analysis, which involved identifying, analysing and reporting themes in the data. In addition, Creswell
(2009) suggested six steps to analyse data collected from interviews: (i) organising and preparing the
data for analysis; (ii) reading through all the data; (iii) beginning detailed analysis with a coding process;
(iv) using the coding to generate a description of the setting or people, and create categories or themes
for analysis; (v) advancing how the description and themes will be represented in the qualitative
narrative; and (vi) interpreting or finding meaning from the data.

The process of thematic analysis in this study adopted the steps suggested by Creswell (2009) and
Liamputtong (2009). The interview recordings were transcribed by the researcher and manually
analysed for key themes. Data obtained from the curriculum documents. The data from document
analysis and interview transcriptions were read repeatedly to assist this process. The data were
summarised and grouped with codes, then organised into categories. Other related documents and
interview transcriptions were read repeatedly to assist this process. The data were summarised and
grouped with codes, then organised into categories, such as student teachers’ pedagogic knowledge,
resourcing, teacher educators’ role, communication between teacher educators and supervising teachers
during teaching practice, the need for curriculum change, and possible solutions. These categories were
further evaluated to identify new connections, which revealed the key themes. These themes are
described and presented in the findings part. The key themes were used to address the research questions
by linking the data and theoretical frameworks to draw conclusions.

Trustworthiness

To guarantee the credibility of our study or the “trustworthiness” (Lincoln & Guba 1985, p. 300) of our
study, we conducted individual interviews and to validate the accuracy of the data, findings, and
interpretations (Creswell, 2007; Johnson & Christensen, 2008). We checked not only with the
participants but also with our colleague that served as member checking. Our colleague graduated from
a Ph.D. program in the United States of America who had taken three qualitative research methods
during his Ph.D. program. He was also a qualitative research assistant during his Ph.D. program and his
dissertation was purely qualitative. Additionally, he already published his research articles in peer-
reviewed journals indexed in Scopus and ISI Thomson. We also returned the transcribed interview data,
findings, and final report to each participant. This approached was chosen to ensure that each participant
agreed with the data that we used from them.

FINDINGS and DISCUSSION

The purpose of this inquiry was to document information on English teacher education program at one
state-owned university in Jambi, Indonesia in order to better prepare student teachers with sufficient
knowledge and skills they need to teach. This research was part of a larger research investigating the
effectiveness of English teacher education program in Jambi University, Indonesia. The research was
focused on answering questions of how teacher educators and school principals (as employers)
perceived Jambi University EFL graduates as beginner teachers toward their English proficiency and
teaching skills and to what extend the curriculum contents used in the program accommodated these
needs. The findings of this study were categorized into two main themes as presented below.

Stakeholders’ perceptions towards student teachers’ English proficiency and pedagogical skills
Data for stakeholders’ perceptions on beginner teachers’ English proficiency and pedagogical skills
were obtained from interviews. Four out of five school principals who participated in the interviews
agreed that the beginner teachers from English teacher education program at Jambi University had
adequate language knowledge and proficiency. However, they commented that the pedagogical skills of
new beginner teachers should be improved. As School Principal (1) said,

“I think Mr N is good at speaking as | have seen him teaching English to students by using English for
instruction in the classroom. But for his ability to manage students to engage in learning process, this
needs to be improved.”

In addition to that, school principal (2) mentioned that beginner teacher from Jambi University has
demonstrated a good level of English but he (the teacher) still needed more practical experiences in
terms of classroom management and teaching skills.
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This observation about beginner teachers was supported by other studies conducted by Luciana (2006)
and Abednia (2012) who suggested that while language teachers may have a good level of proficiency
in the language they teach, they also need to be able to demonstrate skills to transfer this proficiency to
their students. Data from interviews with school principals revealed that limited experience is the most
likely factor that causes beginner teachers to show a lack of strategies in coping with their tasks. beginner
teachers from Jambi University tended to agree as they perceived their inadequate knowledge of
pedagogy came mostly through lack of experience. As School Principal (3) said: ‘I have mostly found
EFL beginner teachers from Jambi University who teach in this school to have less knowledge of
pedagogy. This may be caused by lack of experience’.

Moreover, school principal (4) perceived that both language proficiency and teaching skills of new
teachers need to be improved by encouraging them to join professional training and other in —service
trainings which are carried out by local Ministry of National education. As he mentioned,

Mr A has taught English in this school for nearly two years and | always encourage him to join any
professional training that can improve his language knowledge and teaching skills. Not only English
teachers but also other teachers in this school are encouraged to join such training.

Unlike, her colleagues, School Principal (5) believed that a new English teacher in her school has shown
a good level of English as well as the pedagogical skills. She said, “Ms D has demonstrated a good level
of both English and the teaching skills. The students like the way Ms D teaching them, it is engaging
and interesting. Now, many students can speak English.”

In contrast, teacher educators gave a view in the interviews that pre-service teachers who had completed
an EFL teacher education program were equipped with adequate language knowledge, language
proficiency, and language teaching skills. If later, it was found that they could not demonstrate these
things in their teaching, there must be another important reason behind that. They believed the graduates
were ready, and that poor teaching was most likely attributable to other school factors. Teacher Educator
(1) stated,

“Pre-service teachers who have completed their EFL teacher education program have been equipped
with adequate language knowledge and language teaching skills. If later we found that they could not
perform well in their teaching profession, there must be a reason of sorts behind that.”

In line with teacher educator (1), teacher educator (2) mentioned that English teacher education
graduates have been equipped with adequate language proficiency and teaching skills they need to teach.
However, their level of mastery on each skill depends on the individual ability that varies from one to
another.

Moreover, teacher educator (3) stated that the graduates of the EFL teacher education program Jambi
University had good speaking and reading skills, but lower proficiency in writing and listening:

“If we are talking about English skills of our graduates, for speaking and reading skills, 1 think they are
good at this. They use English for communication in classrooms with their colleagues. Reading is a skill
that our graduates are good at. As | teach speaking and reading courses to EFL student teachers, | know
their proficiency on those two skills. However, their proficiency in writing and listening skills is not
sufficient.”

In line with the previous comments from the teacher educators, Teacher Educator (5) perceived that the
English teacher education program’s graduates have been well prepared with the language knowledge
and language teaching skills they need to teach English. However, she stated that, to be professional in
teaching, graduates must be encouraged to upgrade and update their knowledge through the various
programs initiated by the Indonesian government, such as the Teacher Professional Development
Program, which is currently popular among teachers throughout Indonesia. She stated,

“As teacher educators, we have to prepare our student teachers with the knowledge and skills they need
to be English teachers. This quality outcome is written into our curriculum. EFLTEP graduates must
have pedagogical competence, subject matter content knowledge, personal and social competence. They
also need to continue learning as a teacher to upgrade their knowledge to keep up with education needs
in the future”.

The perceptions of the teacher educators suggested that there was a need for improving English language
proficiency among the student teachers, and that they need pedagogy knowledge on how to teach
students who learn EFL. The findings of this study demonstrate that there is a need to balance subjects
related to pedagogical skills and subjects related to language skills. The interview data with teacher
educators implied a belief that the core of knowledge base delivered to EFL student teachers equips and

165

Turkish Journal of EducationTUR 2016 Volume 5, Issue 3 www.turje.org


http://www.turje.org/

SULISTIYO, MUKMININ, YANTO; In the Spirit of Quality Student Teachers’ English Proficiency and Pedagogical Skills
Teacher Educators and School Principals’ Perception

prepares them to be ready to teach English. However, in order to expand and build upon this initial
knowledge base, assembled while being student teachers, there is a crucial need to provide them with
an in-service program to keep them with updated after they enter teaching profession in the future.

The Curriculum Content of EFL Teacher Education

As mentioned earlier, English teacher education programs need to include what teachers should know
and be able to do in their curriculum contents. In other words, the aspects of language proficiency and
teaching skills should be the core content of the program curriculum. In line with that notion, in assessing
to what extend an English teacher education program has effectively provided its student teachers with
knowledge and skills to teach, Day (2012) proposed two aspects that can be used as assessment. The
first is the knowledge base for teachers to teach, and the second is the ways that knowledge is delivered
to the student teachers. It is a matter of teaching student teachers learning how to teach.

Richards’ (2010) framework of ten dimensions of teacher knowledge and skills was used as a guideline
for analysing English teacher education curriculum in this research. According to Richards (2010),
language proficiency is the first dimension that language student teachers must acquire. This refers to
the language-specific competencies that language teachers require in order to teach effectively, such as
the ability to comprehend the texts accurately, provide good language models, and use the target
language for instruction in the classroom. Courses related to language proficiency in the English teacher
education program in Jambi University curriculum include Listening (one to four), Speaking (one to
four), Reading (one to four), Writing (one to four), Interpreting, English Grammar (one to four),
Vocabulary (one to two), Pronunciation and Translation. These courses fall under the category of
English skills and language elements. The total credit points of these courses add to 49 credit points or
32% of the total 150 compulsory credit points offered in the program. The following table shows how
the course lists are categorised for language proficiency.

Table 2. Language Proficiency Courses
Course Title Semester Offered  Total Credit Points

Listening lto4 8
Speaking lto4 8
Reading lto4 8
Writing lto4 8
Grammar lto4 9
Vocabulary 2t03 4
Pronunciation 2 2
Translation 2 2
Total 49 (32%)

Teaching skills is another important dimension proposed by Richards (2010). Teacher education or
teacher training programs are the places for developing a great number of teaching skills. According to
Richards (2010), examples of teaching skills include selecting learning activities, preparing students for
new learning, monitoring students’ learning, giving feedback on students’ learning and so forth. Courses
such as Teaching English as a Foreign Language, Teaching English for Young Learners, and Teaching
Practicum Project are examples of the teaching skills dimension covered in the English teacher education
program in Jambi University curriculum. This covers about 8% of the total credits offered during the
program. The following table lists the teaching skill courses.

Table 3: Teaching Skill Courses

Course Title Semester Offered  Total Credit Points
Teaching English as a Foreign Language (theory) 5 2
Teaching English as a Foreign Language (practice) 6 4
Teaching English for Young Learners (elective) 6 2
Teaching Practicum Project 7 4

Total 12 (8%)

Based on table 2 and table 3, it shows that language proficiency and language teaching skill related
courses cover 40% (32% and 8%) of the total credit points offered in the program. Other dimensions of
language teacher knowledge and skills proposed by Richards (2010) such as content knowledge,
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contextual knowledge, teaching skills, professionalism, membership of community practice,
pedagogical reasoning skills, and learner-focused teaching, cover the rest of the total credit points which
is 60%.

It can be seen from the content analysis of the English curriculum used in EFL teacher education
program of Jambi University that courses related to language proficiency has covered 32% of the total
credit points. This portion is accordance with the fact that 4 out of 5 school principals have perceived
that Jambi University graduates of English education have been well equipped with language
proficiency they need to teach. By having more English courses, it will provide more opportunity for
student teachers to enhance their language skills. Beside the quantity of English language related
courses, the quality of each course also need to be improved as indicated by Teacher Educator (3) that
student teachers have less proficiency in Writing and Listening skills compared to Speaking and reading
skills. The delivery of these Writing and Listening courses need to be improved as well as the learning
sources that support them.

Regarding the language teaching skill courses, the portion of courses related to pedagogical skills is
considered not adequate compared to other courses which is only 8% of the total courses offered in the
program. This brings impact that the beginner teachers form Jambi University who have been teaching
in several schools in Jambi Province have less adequate pedagogical skills. This weakness is also
mentioned by school principals participating in this study. All school principal participants agreed that
new English teachers teaching in their schools need to improve their teaching skills in order to be able
to engage students in the teaching and learning process. So, the need for more pedagogical skill related
courses is highly recommended to accommodate student teachers’ need for better knowledge of
language teaching.

CONCLUSION

Elaborating on the views from school principals and teacher educators, and the curriculum content of
English teacher education in Jambi, it is clear that English beginner teachers do need to continue to
develop professionally in response to ongoing changes in the field of EFL teaching (Rahayu & Hizriani,
2014; Irmawati, 2014). As pointed out by Richards (2001), teachers need regular opportunities to update
their professional knowledge and skills through typical activities such as attending conferences,
undertaking workshops and in-service seminars, and establishing reading groups. In line with previous
comments from teacher educators, one teacher educator (Teacher Educator 1) pointed out that Jambi
University’s graduates have been well prepared with the language knowledge and EFL teaching skills
needed to teach English but she also believed that to be fully professional in teaching, graduates are to
be encouraged to upgrade and update their knowledge through programs initiated by Indonesian
Government such as the Teacher Professional Development Program that is currently popular with
teachers in Indonesia.

The need for teacher professional development is essential to the strengthening of the position of English
as a foreign language in Indonesia. According to Irmawati (2014), in the context of EFL teachers,
Teacher Professional Development (TPD) refers to that process in which the teachers can increase their
English skills as well as knowledge of English content that they teach. A study investigating teacher
professional development in South Kalimantan (Indonesia) conducted by Rahayu and Hizriani (2014)
found that in terms of ongoing development, the English teachers involved in her study did several
activities to enhance their professional expertise, such as: personal reflection and collaborative
discussion with colleagues. There are other kinds of activities that teachers can employ to develop their
teaching skills, such as peer observation, student feedback, and engagement with reading materials
related to English teaching.

The findings from this study indicated that experiential learning how to teach in school settings
experienced as student teachers was not always optimum. It might cause a lack expertise in pedagogy
areas with graduates and beginner teacher. Therefore, the English teacher education program at Jambi
University could arrange in-house training for its graduates who are teaching in schools to renew and
enhance their teaching skills to meet the demand of high expectations from the teaching profession in
EFL contexts nowadays.

Regarding the curriculum content of the program, the findings of this study demonstrated that there was
a need to balance courses related to pedagogical skills and courses related to language skills. Based on
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the data, there was a significant proportional gap between language skill courses (32%) and pedagogical
skill courses (8%). In order to prepare English teachers with adequate knowledge and skills-what should
be learnt by students and how teachers should be taught it to students--the program must balance both
language skill-related subjects (such as speaking, writing, reading and listening skills) and pedagogical
skill-related subjects (such as the Teaching English as Foreign Language Strategy and Practice Course,
curriculum and material development subjects, and teaching practicum). The data from the interviews
show that improving these skills among new teachers must remain a focus in the future. These findings
align with other research conducted in teacher education, especially in language teacher education in
Indonesia, which has suggested that there is a crucial need for teacher education to prepare graduates
with adequate levels of English language proficiency and pedagogical skills to be fully competent
professional teachers of English (Luciana, 2006; Rahayu & Hizriani, 2014).
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OZ Bucalismada ulasilan bilgi ve belgeler gergevesinde Cumhuriyetin erken déneminde yurt disina
gonderilen Ogrencilerin yurt disinda yasadiklar1 sorunlar ele alinmistir. Arastirma nitel bir
aragtirmadir. Arastirmanin yontemi, nitel arastirma yOntemlerinden biri olan tarihsel
arastirmadir. Yurt disina gonderilen Ogrencilerin sorunlart i¢ ve dig faktorler olarak
siiflandirilnigtir. Ogrenim icin gonderilen iilkenin sosyal, siyasal, ekonomik kosullart
(ekonomik kriz ve savas), liniversite - okuldaki isleyis, 6grenim planlar1 ve siireleri, paralarini
zamaninda alamamalarinin sonucu karsilagilan maddi sorunlar gibi faktorler dis faktorleri
olustururken; yas ve cinsiyet farkliliklari, dil problemleri, okula ve ¢evreye yonelik tutumlar,
derslerden basarisizlik, saglik sorunlari, evlilik ve ailevi sorunlar gibi sebepler ise i¢ faktorleri
olusturmaktadir. Sorunlarin bazilarinin ¢éziimiine yonelik elgilik, miifettis ve ilgili okul idaresi
ile yapilan yazigsmalar sonucunda diizenlemeler yapilmigsa da karsilasilan bu sorunlarin
planlanan ve biitge ayrilan yurt dist egitim siirecinin uzamasina ve yurt digi egitiminde g¢esitli
aksakliklar yaganmasina neden oldugu sdylenebilir.

Anahtar 5
Kelimeler Yurt disi egitimi, Avrupa, ogrenci, sorunlar

The problems of the students studying abroad in the early periods of
the Republic (1923-1940)

ABSTRACT In this study the problems of the students who were sent to abroad in the early years of the
Republic are analysed within the scope of accessible data and documents. In this qualitative
study the method is determined as historical research method. The students' problems are
classified as internal and exogenous factors. Exogenous factors consist of social, political and
economical situations (economic crisis and wars) of the country which students were sent to
and organization at university/school, educational programmes and durations, financial
difficulties resulting from not receiving their money on time; internal factors include age and
gender differences, language problems, attitudes towards school and environment, failure in
courses, health problems, family affairs. New arrangements were made after correspondence
among embassy, inspector and school administration aiming at solving some of the problems
but it can be stated that the problems encountered lead to extension of time in the planned
studying abroad and the various breakdowns.

Keywords Study abroad, Europe, student, and problems
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EXTENDED SUMMARY

In Turkey, during the early periods of republic a western style society was prepared with Atatiirk’s
Revolutions. Certainly, regulations in the education system are one of the important arrangements to
adapt new society in this period. During this period foreign experts were invited to country and students
were sent to foreign countries in order to create “new citizen” in the adaptation period from empire to
republic. Sending students to grow up “national distinguishes” in foreign countries were seen the most
important component of contemporary civilizations.

In this framework, students were sent to different countries. Although a few number of students were
sent abroad in the first years of the Republic, later this number increased. In the early period (1923-
1940), students were sent to Germany, France, Belgium, Switzerland, England, Austria, Italy,
Czechoslovakia, Hungary, Sweden, USA and Russia.

In the current study, problems of the students, who went to abroad in the early period of the Republic,
in abroad have been defined with collected documents.

This study which analyzes the problems of the students studying abroad in the early periods of the
Republic (1923-1940) is a qualitative study. The historical method, which is one of the methods used in
qualitative researches, was used. The documents reviewed include written records from National
Education Ministry, student files and qualification cards in various units of the Ministry,
correspondences among the units, official reports, decisions taken by the National Education
Committee, the programs and reports of Cumhuriyet Halk Partisi (Republican People’s Party), written
records of Ottoman and Republican periods which are available in the General Directorate of State
Archives, TBMM library, Turkish Historical Society, National Library, libraries on university
campuses, various libraries and studies on the issue (dissertations, books, journals, articles, newspapers,
etc.). The documents reviewed for this study have been subjected to descriptive analysis. In descriptive
analysis “data is summarized and interpreted according to pre-defined themes” (Yildirim and Simsek,
2005).

The problems of the students in abroad in this period have been investigated in two main dimensions as
internal factors (caused by individual problems) and exogenousfactors (caused by external reasons).
Social, political and economical conditions of the country (economic crisis, war); university mechanism,
teaching plans and durations, economical crisis caused by the late transfer of money to students are
external problems. On the other hand, age and gender differences, language problems, attitudes toward
school and society, low achievement, health problems, marriage and family problems composed the
internal problems.

One of the main problems, as also reflected in inspector and embassy’s reports, is being young and
having low maturity, which is one of the internal factors. Secondly, language problems and failure in
courses, adaptation problems to school and society can be listed. Thirdly, students’ economical
difficulties due to the late transfer of money can be counted. As a result, their debt problems, court
related issues, healthy struggles aroused. Social, political and economical conditions of the country
(economic crisis, war), in which all these three external factors included, is the fourth problem students
faced. This is an important problem and it caused increase or decreases in students’ loan or withdrawing
from the program.

Another problem is budget allowed for these students. Ministry allowed more budget comparing to cities
and municipalities.

Fifth external problem is teaching plans of the university. Its effectiveness changed depending on
whether if there was a preparation class, the number of breaks in a teaching-learning year, university
credits system, advisor, failing in courses and attendance problems.

Lastly, some internal factors as health problems, death, family problems, and marriage were other
important problems. Although students were required to take a health certificate before mobility, some
health problems they lived abroad caused their break off. Some of the student application to get more
loans accepted while the Ministry of Education refused some others.

Some of the problems were solved with letter exchange with school administration and embassy,
inspectors. Although some problems were faced in such a complex and complicated process as student
sending to foreign countries, this implication continued and students were sent regularly to foreign
countries.
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“Peace at home peace in the world” principle of the new Republic resulted in following new
regulations in other countries, taking worthwhile applications to the country. Countries and / or

cities were selected according to its quality and capacity to meet the needs of students and the
Republic.
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GIRIS

Cumbhuriyetin erken doneminde Bati model alinarak siirdiiriilen modernlesme diisiincesinin sonucunda
ogrenim goérmek igin yurt disina Ogrenciler gonderilmistir. Cumhuriyetin toplumsal yapisi ve
kurumlarinin insa edilmesi siirecinde, “Avrupa’daki irfan mekteplerine” 6grenci gonderilmesi muasir
medeniyetlerin bilgilerinin aktarilmasinda en etkili yol olarak kabul edilmistir. Yurtdisi egitimi, 1929
yilinda ¢ikarilan 1416 sayili kanundan once belirli talimatnamelerle uygulanmustir. Ogrencilerin
karsilastiklart sorunlar ve yurt digina gonderilmesi siirecinde yasananlara yonelik olarak miifettis ve
elgilerden gelen raporlarin sonucunda yeni uygulamalar yiiriirliige konulmustur. Bu ¢ercevede belirli
araliklarla talimatnameler, kararnameler yayimlanmistir. 1922 yilinda yurt digina 6grenci
gonderilmesine yonelik bir kanun taslagi hazirlanmistir. Yurt disina 6grenci gonderilmesinde
Cumbhuriyet ile birlikte 1924 ve 1927 yilinda talimatnameler, 1929 yilinda ise bugiin de birkag maddesi
degistirilen 1416 Sayili Kanun ile yasal diizenlemeler gerceklestirilmistir. Bu talimatnameler ve
kanunda yurt disina 6grenci gonderilmesi siireci, 6grencilerin teftislerinin nasil olacagi, 6grencilerin
gittikleri iilkelerde ve dondiiklerindeki sorumluluklarinin ve haklarinin neler olduguna iliskin ayrintili
bilgiler yer almaktadir.

Yurt digina 6grenim i¢in 1923-1940 tarihleri arasinda A’dan Z’ye 102 alandan 12 iilkeye &grenci
gonderilmistir. Ogrenci gdnderilen ve bulunan iilkeler sirasiyla Almanya, Fransa, Belgika, Isvicre,
Amerika, Ingiltere, Italya, Avusturya, Cekoslovakya, Macaristan, isve¢c ve Rusya olmustur. Yurt
disindaki 6grencilerin teftigleri el¢ilikler ve Avrupa 6grenci miifettigleri araciliiyla gerceklestirilmistir.
Yurt disindaki 6grencilerin teftisleri 6grenci sayisinin fazlaligi ve miifettis sayisinin azlig1 nedenleriyle
her bir bélgeye bir miifettis ve yardimci gorevlendirilebilmistir. Ogrenci miifettislikleri 1934 yilina
kadar Paris ve Berlin bolgeleri olarak ikiye, bu tarihten itibaren Amerika’nin da eklenmesiyle tige
ayrilmustir. Paris bolgesinin sorumluluk sahasinda olan iilkeler, Fransa, Ingiltere, Belcika, Italya ve
Isvigre; Berlin bdlgesinin ise Almanya, Avusturya, Macaristan, Cekoslovakya, Isve¢’tir. Amerika ise
basl basina bir bolge olmustur (Aslan, 2014).

Cumhuriyet kuruldugunda, tilkedeki miifettis sayis1 6’dir. 1924 yilinda bu say1 15’e ¢ikarilmistir (Maarif
Vekaleti ihsaiyat Mecmuasi, 1927). Ulkedeki sinirl sayidaki miifettislerle yurt digindaki dgrencilerin
denetlenmesi islerinde de sorunlar yasanmasinin kaginilmaz oldugu sdylenebilir. 1925 yilinda miifettis
Zeki Mesud Bey’in raporunda, Avrupa’nin gesitli iilkelerinde bulunan 6grencilerin tek bir miifettis
tarafindan saglikli bir sekilde teftis ve kontrol edilemeyeceginden bahsedilmektedir (Basbakanlik
Cumhuriyet Arsivi [BCA], 180.09.0.0 / 34.181.1). Benzer bigimde Berlin Biiyiikelgiligi’nin 29 Aralik
1926 tarihli raporuna gore de, hicbir 6grencinin okula devam edip etmedigi, derslerine ¢aligip
calismadiginin teftis edilmedigi, Almanya’da sayisi, cinsi, yasadigi yeri, 6grenimi bilinmeyen bazi
ogrencilerin oldugu belirtilmektedir (BCA, 30.10.0.0/141.9.14). Bu sorunun 1929 yilinda yapilan yasal
diizenlemeye kadar devam ettigi, ancak istenilen verimin elde edilemedigi sOylenebilir. 1933 yilinda
iilkedeki 26 miifettisin 2’si yabanci iilkelerde 6grenci miifettisligi yapmaktadir (Milli Egitim Bakanligy,
1977). Dolayisiyla sinirli sayida miifettigle bu siirecin kontrol edilebilirligi sorununun uzun siire devam
ettigi sonucuna ulagilabilir.

Tanzimat doneminde baslayip, giinlimiizde de devam eden bir siire¢ olan yurt digina Ogrenci
gonderilmesi, ihtiya¢ duyulan insan giliciiniin yetistirilmesinde énemli bir yere sahiptir. Buna karsin,
Cumbhuriyet tarihi ile ilgili ¢aligmalarda yurt dis1 egitimine iliskin ¢alisma sayisi oldukca sinirlidir.
Ayrica mevcut c¢alismalarda, Cumbhuriyetin erken doneminde yurt disinda yasayan ogrencilerin
yasadiklar1 sorunlarin neler olduguna iligkin bir degerlendirmede bulunulmayisi bu ¢alismay1 6énemli
kilmakta ve giiniimiiz yurt disina 6grenci gonderilmesi siireci i¢in de 6nemli veriler saglamaktadir. Bu
arastirmada, ulasilan belge ve bilgiler ¢ercevesinde, Cumhuriyetin ilk yillarinda gesitli tilkelere 6grenim
i¢in gonderilen 6grencilerin yurt disinda karsilastiklar sorunlar belirlenmeye ¢alisiimistir. Yurt disina
gonderilen 6grencilerin sorunlar1 kendilerinden kaynaklanan (i¢ faktorler) ve kendi kontrolleri disinda
(dis faktorler) gelisen bir siire¢ olarak iki boyutta degerlendirilmistir. Ogrenim igin génderilen iilkenin
sosyal, siyasal, ekonomik kosullari, iiniversite - okuldaki isleyis, 6grenim planlar1 ve siireleri, paralarini
zamaninda alamamalarinin sonucu karsilasilan maddi sorunlar gibi faktorler dis faktorleri olustururken;
yas ve cinsiyet farkliliklari, dil problemleri, okula ve ¢evreye yonelik tutumlar, derslerden basarisizlik,
saglik sorunlari, evlilik ve ailevi sorunlar gibi sebepler ise i¢ faktdrleri olugturmaktadir.
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Yurt Dis1 Egitimiyle Ilgili Tartismalar

Yurt disina 6grenci gonderilmesiyle ilgili tartismalar, Mesrutiyet ve Cumhuriyetin erken doneminde
yayimlanan dergi ve gazetelere konu olmustur. Mesrutiyet donemi egitimcilerinden Sati Bey 6grenci
se¢cimi ve gonderiminde esasli bir program yapilmadigini, birkag giin i¢inde 6grencilerin sinava tabi
tutuldugunu, sinavda ise Fransizca’dan baska bir bilgi aranmadigini, hatta 6grencilerin meslege ilgileri
ve hazirliklarina bakilmaksizin secim yapildigimi belirtmistir. Ayrica 6grencilerin amaglarinin,
Avrupa’ya gitmek ve Avrupa iniversitelerinden bir diploma almak oldugu, ne suretle olursa olsun
gidelim, sonra caresini buluruz diislinceleri igerisinde, sevmedikleri bir meslege aday olmak istedikleri
yoniinde oldugunu sdyleyerek bu konuda elestiri ve degerlendirmelerde bulunmustur (Unal ve
Birbudak, 2010).

Cumhuriyetin erken déneminde ise, yurt disinda 6grenim gormiis olan egitimcilerin dénemin Maarif
Vekaleti Mecmuasi’nda yurt dis1 egitimine iliskin degerlendirmelerine rastlanabilir. Ornegin; Sadrettin
Celal, yurt dis1 egitimi ile ilgili, 6ncelikli olarak ihtiyaglar1 belirlemek gerektigini, daha sonra 6grenim
icin gidilecek yerlerin iyi belirlenmesi, gonderilecek genglerin yalmiz malumatlarinin degil, aynm
zamanda kabiliyet ve zekasi, hiirriyet ve kisiliginin ciddi bigimde incelenmesi gerektigini belirtmistir.
Ayrica gonderilen 6grencilere yeterli derecede ticret verilmesi gerektigini de vurgulamigtir. Yurt dist
egitiminin ise, maarif programini ¢izecek uzmanlarin arastirma, inceleme ve uygulama seyahatleri ile
dogrudan dogruya maarifin c¢esitli sahalarinda uzmanlar yetistirmek bigiminde iki tiirli olarak
yapilmasini istemistir (Maarif Vekaleti Mecmuasi [MVM], 1926). Donemin egitimcilerinden, yurt
disinda 6grenim gormiis ve 6grenci miifettisi de olmus olan Cevat Dursunoglu, Cumhuriyetten sonra
bircok gencin kayirma yoluyla 6grenim i¢in Bati’ya gonderildigini, bunlarin ¢ogunun basarili
olamadiklar1 halde déniislerinde iiniversiteye alindiklarimi belirtmistir (Akyiiz,2008). Dénemin Istanbul
milletvekili Alaettin Cemil, Avrupa’ya 6grenci gonderme meselesini, kurtulus inkilabmnin bir aract
olarak gormekte ve Avrupa’daki ilerlemelerin bilgisine sahip olmak i¢in, Avrupa’ya Ogrenci
gondermenin en kestirme ve en makul bir ¢6ziim oldugunu sdylemektedir. Boylelikle hem yabanci
O0gretmen meselesini, hem de iiniversitelerin uzun bir silirede veremeyecegi ilim ve irfanin
verilebilecegini diistinmektedir (Cumhuriyet, 1933). Bu tiir tartigmalarin diginda 1930 yilinda yapilan
miifettigler toplantisindaki Onerilere bakildiginda 6grenci gonderilmesinde, her sene goriilen ihtiyaca
gore Ogrenci gonderildigi, bunun yerine gelecekteki ihtiyaca gore Ogrenci gonderilmesi gerektigi
belirtilmistir (MVM,1930). Ziyaeddin Fahri (1940) ise, Avrupa’ya gonderilen 6grencilerin gogunlukla
orta Ogrenimini bitirenlerden olustugunu, miisbet ilim kurumlarina gilivensizlik yiiziinden
gonderildiklerini savunmaktadir. Ayrica Avrupa’yr hocasi ve lisani ile ayagimiza getirttigimiz halde
neden hala Avrupa’ya oOgrenci gonderilmesi kaygisiyla bos yere ugrasildigi elestirilerinde
bulunmaktadir. Ancak bunun Avrupa’ya radikal bir yiiz ¢evirme olmadigini, teknik ve fikir egitimi alma
noktasinda yiiz ¢evrilemeyecegini belirtmektedir.

Yurt dist egitimiyle ilgili tartismalarin ¢aligma kapsamindaki tarih araliginda gesitli boyutlariyla
tartisildig1 ve bazi diizenlemeler yapildigi sdylenebilir. Ogrencilerin karsilastiklar1 sorunlarin ¢dziimiine
yonelik, miifettis raporlarinin sonucunda zaman zaman yeni uygulamalar yiiriirliige konulmustur. Bu
gercevede belirli araliklarla talimatnameler, kararnameler yayimlanmistir. Ancak tartigmalarda da
goriilecegi iizere sosyal, ekonomik, siyasal, yoOnetsel, kigisel vb. bir¢ok boyutu olan bir siirecin
isleyisinde yapilan yeni diizenlemeler, sorunlarin yasanilmasim1 O6nleyemese de siirecin daha iyi
isletilmesinde 6nemli adimlar olarak degerlendirilebilir.

YONTEM

Bu arastirma nitel bir aragtirmadir. Arastirmanin yontemi, nitel aragtirma yontemlerinden biri olan
tarihsel arastirmadir. Tarihsel aragtirmalar, ge¢mis bir zamanda ol(us)mus eylem ya da olaylarin
anlagilmasi i¢in tanimlama ve agiklama amacina yonelik sistematik bigimde veri toplama ve
degerlendirme g¢abasi olarak tanimlanabilir (Fraenkel, Wallen & Hyun, 2012). Arastirmanin deseni ise
tarihsel aragtirma desenlerinden biri olan durum (vaka) calismasidir. Durum caligmasi, tarihteki
herhangi bir fenomeni 6rnekleyebilecek bir durumu derinlemesine inceleyerek, tarihsel bir soruna 151k
tutmay1 amagclar (Lundy, 2008).
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Verilerin Toplanmasi

Calisma kapsaminda Milli Egitim Bakanlig1 arsivinde bulunan bilgi ve belgeler, Bakanligin ¢esitli
birimlerinde bulunan 6grenci ve personel dosyalari, birimler aras1 yazigmalar, tutanaklar, ddnemin Milli
Talim ve Terbiye Heyeti kararlari, Cumhuriyet Halk Partisi’nin program ve raporlari, Bagbakanlik
Devlet Arsivleri Genel Miidiirliigii biinyesindeki Osmanli ve Cumhuriyet Dénemi arsiv belgeleri, gesitli
kuruluslarin kiitiiphaneleri ve konu ile ilgili yapilan ¢aligmalar (tez, kitap, dergi, makale, gazete vs.)
taranmistir.

Verilerin Analizi

Calisma kapsaminda yer alan dokiimanlar, betimsel analiz yaklagimina gore incelenmistir. Betimsel
analiz yaklagimina gore “Onceden belirlenen temalara gore elde edilen veriler 6zetlenir ve yorumlanirlar
(Yildirim ve Simsek, 2005). Bu cergevede yurt disina génderilen 6grencilerin yurt disinda karsilastiklari
sorunlar, ulasilan belge ve bilgiler cergevesinde betimlenmeye ve degerlendirilmeye caligilmistir. Yurt
disina gonderilen grencilerin sorunlar1 i¢ ve dis faktorler olarak siniflandirilmustir. Ogrenim icin
gonderilen iilkenin sosyal, siyasal, ekonomik kosullar1 (ekonomik kriz ve savas), tiniversite - okuldaki
isleyis, 6grenim planlar1 ve siireleri, paralarin1 zamaninda alamamalarinin sonucu karsilagilan maddi
sorunlar gibi faktorler dis faktdrleri olustururken; yas ve cinsiyet farkliliklari, dil problemleri, okula ve
gevreye yonelik tutumlar, derslerden basarisizlik, saglik sorunlari, evlilik ve ailevi sorunlar gibi sebepler
ise i¢ faktorleri olugturmaktadir.

BULGULAR
Bu bdliimde, ¢aligsma kapsamindan ulasilan dokiimanlardan elde edilen bulgulara yer verilmistir.

Dis Faktorler

Ogrenci Gonderilen Ulkenin Sosyal, Siyasal ve Ekonomik Kosullar

Cesitli tilkelere 6grenim gormek igin gonderilen Ogrencilerin gittikleri iilkenin sosyal, siyasal ve
ekonomik kosullarinda meydana gelen degisikliklerin sonucu olarak dogrudan etkilendikleri
sOylenebilir. Bu cercevede 6grenci gonderilen iilkenin yasam kosullar1 (sosyal-ekonomik) ve iilkenin
siyasal ikliminde yasanan krizler sonucunda &grencilerin 6grenimleri olumsuz etkilenmistir. Ornegin;
27 Ocak 1925 tarihli Berlin Biiyiikelciligi’nden gelen rapora gore Italya’da hayat son derece pahalidir
ve Ogrenciye verilen para ancak gec¢imlerine yetecek kadardir (BCA, 180.9.0.0 / 34.181.1). Benzer
bigimde 1927 yilinda Ali Sakir ve izzet Hakki, Demiryollar1 ve koprii mithendisligi 6grenimi gérmek
tizere Prag’a gonderilmistir. Basarili 6grenci olduklari i¢in Cekoslovakya hiikiimeti tarafindan 6grenim
masraflart kargilanmigtir. Ancak iilkede meydana gelen ekonomik kriz nedeniyle, 1932’den itibaren
masraflar karsilanamamigtir. Bu durum sonucunda 6grencilerin Nafia Vekaleti (Bayindirlik Bakanligi)
hesabina alinmalar kararlastirilmistir (Talim ve Terbiye Kurulu Karari [TTKK], 1932).

Maarif Vekili Hasan Ali Yiicel’in Basvekalet Yiiksek Makamina yazdig1 bir yazida belirtildigi iizere,
II. Diinya Savasi’nin baglamasi iizerine 1939 yilinda Fransa ve Almanya’da bulunan 6grenciler geri
cagrilarak tamami yurda doniis yapmustir (BCA, 30. 10.0.0 /142.14.8). Isvicre, Italya, Ingiltere ve
Belgika’da devlet Ogrencilerinden fen ve teknik sahada 6grenim gorenlerin Ogrenimlerine devam
etmelerine, bu alanlarin disindakilerin yurda donmesine; Amerika’da &grenimde bulanlarin hangi
alandan olursa olsun 6grenimlerine devam etmeleri istenmistir. Maarif Vekaleti’nin bu istek yazisinda
Fransa ve Almanya’dan bagka iilkelerde kendi hesaplarina &grenim gorenlerin ailelerinin, yoksa
kendilerinin istekleriyle bu iilkelerde 0grenimlerine devam edebilecekleri belirtilmistir. Belcika ve
Fransa’da, Stimerbank ve Maden Tedkik ve Arama Enstitiisii hesabina 6grenim goriirken, Savas
nedeniyle geri cagrilan, yirmi bir &grencinin ayni branglarda Ogrenimlerini tamamlamak iizere
Amerika’ya gonderilmesi kararlastirtlmistir (BCA,30.10.0.0 / 142.13.20.3).

Almanya’daki siyasi durum Ogrencilerin tiim yasamlarini etkiledigi gibi, kaldiklar1 konutlari
degistirmelerine de neden olmustur. Miifettis raporlarina gore Ingiliz ugaklarmin Berlin ve diger
sehirlere saldirilart sonucu bazi 6grenciler, kaldiklari konutlarin zarar gérmesiyle evlerini degistirmek
durumunda kalmiglardir. Oyle ki, gece yapilan saldirilar sonucunda siginaklara inme mecburiyeti
karsisinda, 3-4 saat uykusuz kalmak yliziinden 6grencilerin erken kalkip okula gitmesi giiglestigi igin,
biitiin okullarin, saldirinin yapildig1 gecelerin sabahinda iki saat ge¢ acildigi bildirilmektedir.
Ogrencilerden bazilar iilkenin siyasi vaziyeti sonucu tutuklannuslar, {i¢ 6grenci hastaliklar1 yiiziinden
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serbest birakilmis, ancak Elgiligin yazili protestosuna ve miifettisligin basvurusuna ragmen, kendi
hesabina 6grenim goren bir 6grenci serbest birakilmamistir (BCA, 30.10.0.0 / 142.13.20.3).

Universite - Okuldaki Isleyis

Cesitli tilkelere 6grenim gormek igin gonderilen 6grencilerin gittikleri tiniversite ve okullardaki egitim-
Ogretim stireclerinde yapilan diizenlemeler 6grencilerin 6grenimlerini zaman zaman olumsuz yonde
etkilemistir. Ornegin; Vekalet hesabina Burhanettin Kamil, yabanci dil 6grenimi icin 1928 yilinda
doktora 6grenimine génderilmistir. 1933’te doktorasini bitirmesi gerekirken doktora tez danismaninin
degismesi lizerine 1935 sonuna kadar 6grenim siiresi uzatilmistir (TTKK, 1934).

1933-1934 yilinda gocuk bakimi 6grenimi i¢in Belgika’ya gonderilen ve 6grenim planlarina gére birinci
yilin1 yabanci dil i¢in hazirlanmak ve sonra iki y1l bu lilkede 6grenimini tamamladiktan sonra Paris’te
bulunan “Ecole de Puériculture’e yerlesmeleri gereken Zekiye Ali ve Hatice Kamber Hanimlar,
Belcika’daki okulun tadilatta olmasi ve 6grenim planlarina goére bu iilkede baska bir okul olmamasi
nedeniyle Paris’e nakledilmislerdir (TTKK, 1935).

1933-1934 ders yil1 baginda Ev idaresi 6grenimi i¢in Viyana’ya gonderilen Miicedded Akif’in okulun
bulundugu yerin havasi ile uyusmamasi, okul hakkindaki sikayetlerinin dogruluguna inanilmasi ve bu
okulun bina, ara¢ ve 6gretim unsurlari itibariyle iyi bir vaziyette olmamasi nedenleriyle, 1935 yilindan
sonra Berlin’de Letteveren okuluna yatili olarak nakline karar verilmistir (TTKK, 1935).

Gonderilen iilkenin egitim sisteminde yaptig1 diizenlemeler, 6grencilerin 6grenim siirelerini dogrudan
etkilemis ve bu durum 6grenci miifettislerinin diizenli kontrolleri sonucunda rapor edilmis ve yapilan
degisikliklere gore yeni stratejiler ve 6grenim planlar1 diizenlenmistir. Hatta gelismeleri yakindan takip
etmelerinin sonucu, bulunulan iilkenin ileride yapacagi diizenlemelere doniik olarak da eylem planlari
belirlenmistir. Ornegin; Berlin’de bulunan Ogrenci Miifettisi Nihat Adil Erkman’m 30.10.1940 tarihli
raporuna gore, Almanya’da senede iki somestr 6grenim siiresi varken, ii¢ sdmestre ¢gikmasinin 6grenim
siiresini uzatacagi belirtilmis ve bu durumdan etkilenen 6grencilerin listesi diizenlenmistir. Ancak
ilkbaharda, trimester usuliinden, sdmestr usuliine gecis yapilacagi, giiniin gazetelerinden resmi bir
aciklama yapildigi ve Ogrencilerin yine eski Ogrenim planlarindaki siirelerine gore bitirecegi
belirtilmistir. Ayrica trimester uygulamasiyla 6grencilerin tatil siireleri kisa olacagindan ve polisten vize
almanin uzun siirmesinin sonucu, yaz doneminde ailelerinin yanina giden 6grenciler i¢in durumun
zorlagtig1 ve ancak 6 6grencinin Tiirkiye’ye gidebildigi (BCA,30.10.0.0 / 142.14.12) belirtilmistir.
Yukaridaki durumlarda oldugu gibi, elgiler ve Ogrenci miifettislerinden gelen raporlarda ve
yazigsmalarda, gonderilen iilkelerdeki egitim sisteminde ve okullardaki her tiirlii degisiklik yakindan
takip edilmis ve gerekli tedbirler almmaya calisilmistir. Ogrenci miifettisleri 6grencilerin kisisel
sorunlarimi yakindan takip ettikleri gibi, 6grenim plan1 ve okul isleyisini de diizenli olarak takip
etmiglerdir. Ancak sinirli sayida miifettis ile bu kontrollerin zamaninda ve yeteri kadar yapilamadigi
sOylenebilir.

Ogrenim Planlan ve Siireleri

Cesitli tilkelere belirli bir 6grenim plani ¢ercevesinde gonderilen 6grenciler icin bu planlarin zaman
zaman sorunlara yol agtif1 sOylenebilir. Diger bir ifadeyle planlanan siirenin kisaligi, planlanan
sertifikalardan, derslerden farkli sertifika ve derslerin alinmasi gibi durumlarin 6grencilerin
ogrenimlerini etkiledigi goriilmektedir. Ornegin; 1924-1925 yilinda Namik Bey Hiikiimet hesabina
Budapeste’ye Tiirkoloji 6grenimi i¢in gonderilmistir; ancak 1928 yilinda 6grenim planina gore 6grenim
siiresi i¢erisinde 6grenimini tamamlayamadigi igin memlekete doniisii kararlastirilmis ve kendi hesabina
ogrenimine devam etmesi durumunda bir sene daha izin verilmistir. Daha sonra 6grenim gordigii okul
tarafindan 0grenimine alt1 ay daha ihtiya¢ duyuldugunun bildirilmesi sonucunda tahsisati Vekaletge
karsilanmak iizere bu izin verilmistir (TTKK,1929).

1929-1930 ders yilinda Vekalet hesabina hukuk 6grenimi igin Riistii Nuri Bey, Fransa’ya gonderilmistir.
Fransa’da Siyasi Ilimler Akademisini bitirmesi ve iktisat diplomas1 almasi iizerine 6grenimi yeterli
goriilerek geri cagrilmisg; ancak 0grenim planina gére amme hukuku diplomasini almasi ve hukuk
doktorasini yapmasi gerektiginden 1935 Kasim ay1 sonuna kadar Fransa’ya tekrar gonderilmistir
(TTKK, 1935).

1930 yilinda Kiitahya valiligi hesabina Omer Necati, Budapeste’ye Su Miihendisligi 6grenimine ii¢
seneligine gonderilmistir; ancak 6grenim siiresi dort y1l oldugu igin daha {iglinci sinifta siiresi bitmis ve
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Il Genel Meclisi’nin siire uzatilmasim kabul etmemesi iizerine 6grenci, Nafia Vekaleti hesabina
alinmistir (TTKK, 1933).

Iktisat Vekaleti hesabina Budapeste’de doktora Ogrenimi gdren Mehmet Naci, 6grenim plam
cercevesinde Ogrenimini tamamlayamadigi i¢in tahsisati 1930 Haziran ayinda kesilmesine karsin,
miifettislige bagvurusu sonucunda haziran ve temmuz ayliklar1 harcirah ve sinav masraflari olarak
kendisine verilmistir. Doktora tezini bastirmak ve doktora masraflari i¢in 1280 peng6 ile 150 lira daha
talep etmis ve istegi bagmiifettis Cevat Bey tarafindan Vekalete bildirilmesine karsin, Maarif Vekilligi
27.07.1931 tarihli yazisinda, tasarruf nedeniyle biitce imkansizlifi yiiziinden bu istegin
karsilayamayacagini ve miimkiin olan fedakarlik yapilarak kendisine ikinci defa doniis harcirahi
gonderildigini bildirmistir (BCA, 180.09.0.0 / 44.226.1).

Doktora yapmak iizere Fransa Lyon’da Zoologie 6grenimine gonderilen Suat Nigar’in 6grenim siiresi,
Lyon Universitesi Fen Fakiiltesi Zoologie Profesérii M.C.Vaney’in mektubu ile Paris Ogrenci
miifettisliginin mektuplar1 sonucu bir yil daha uzatilmistir (TTKK, 1931).

Vekalet bir 6grenim plani ile 6grencileri yurt disina gondermesine karsin, &grencilerin 6grenim
planlarindaki ders/dersleri almayip bir iist kura, {iniversiteye gecmelerine de sicak bakmustir. Ornegin;
1932-1933 ders yilinda Vekalet hesabina, matematik ve fizik 6grenimi gormek iizere Fransa’ya
gonderilen ve Ogrenim planlarina gore ii¢ sene icinde sirasi ile ‘“Mathématiques Elémentaires”,
“Mathématiques spéciales A” ve “Mathématiques spéciales B” simiflarini takip ettikten sonra
iiniversiteye girmeleri gerekenler bulunmaktadir. Vekalet, bu durumda olanlardan isteyenlerin
Mathématiques spéciales B” simifinda bir sene birakilmadan, O6gretmenlerinin {iniversiteye
girebilecegine dair bir rapor vermesi sonucunda bu taleplerinin karsilanabilecegini belirtmistir (TTKK,
1934).

Maddi Konularda Karsilasilan Sorunlar

Ogrencilerin, 6grenim igin gonderilen paralarni zamaninda alamamalar1 basli basma biiyiik bir
sorundur. Bu sorun Avrupa’ya 6grenci gonderilmesi siirecinde kaginilmaz olarak yasanan bir sorundur.
Hariciye Vekaleti’nin 27.1.1925 tarihli Maarif Vekaleti’'ne gonderdigi Berlin Biyiikelgiligi’nin
raporuna gore, italya’ya gonderilmis &grencilerin tahsisatinin devretmesi yiiziinden zor durumda
olduklari, 6grencilerin derslerini ciddi bir surette takip edemeyecegi ve bu sartlarda yetisen 6grenciden
ise hiikiimet ve milletge ihtiya¢ olunan faydanin gerceklesemeyecegi ve 6grencinin parasizlik yiiziinden,
tiirli sefalet ve zaruret icinde ezilip kaldigi belirtilmektedir. Bu sorunun yanmi sira aymi iilkeye
gonderilmis Ogrencilerin birbirinden farkli 6grenim ticreti aliyor olmalar1 da baska bir sorun olarak
ortaya ¢cikmaktadir. Raporda Ticaret Vekaleti 6grencisi 80 lira alirken, Nafia Vekaleti’nden 60-80 lira
arast Ucret alanlar oldugu, ayn1 durumda olan &grencilerin iicret farkliligimin kaldirilmasi gerektigi
belirtilmektedir (BCA, 180.09.0.0 / 34.181.1).

Vekalet disindaki kurumlardan, valilikler ve belediyelerin 6grenim igin yeteri kadar biitce ayirmamasi
sonucunda, 6grenciler zor duruma diismiisler ve durumlarina gére Vekalet hesabina alinmislardir.
Ornegin; 1928 yilinda Mehmet Arslan, Galatasaray Lisesi’nden mezun olup, Kars Valiligi adina ve
hesabina Paris’te “Ecole des Travaux Puplics™’te 6grenime gonderilmistir. Cok caligkan ve kiymetli bir
geng olarak tanimlanmasi ve valilik tarafindan yeterli derecede tahsisat gonderilmeyecegi diisiincesiyle
Vekalet hesabina alimmistir (TTKK, 1930).

1930-1931 tarihinde Bolu Vilayeti hesabina Omer Necmettin, Macaristan’a Maden Miihendisligi
Ogrenimi igin gonderilmistir. 1934 yilinda biitcede karsiligi olmadigr icin tahsisati kesilmis ve
dgreniminin son kademesindeyken Iktisat Vekaleti hesabina alinmistir (TTKK, 1934).

Yukaridaki sorunlar ger¢evesinde ortaya ¢ikan durumlara yonelik olarak ise, Berlin Biiyiikelgiligi 1925
tarihli raporunda “dgrencinin adreslerindeki tahakkuk dolayisiyla genellikle paralarini almadigi ve
paranin iade oldugu” tespiti yapilir. Bu tiir sorunlara ¢oziim olarak Elgilik “her daire 6grencisine ait
Ogrenim dcretini 6grenci miifettigliginin adresine gondermelidir” (BCA, 180.09.0.0 / 34.181.1)
bigiminde bir Oneri gelistirse de, el¢iligin bu 6nerisi gerceklesememistir.

i¢ Faktorler

Yas ve Cinsiyet Farkhihg:

Gerek Mesrutiyet donemi gazete ve dergilerinde gerekse Cumhuriyetin erken doneminde miifettis
raporlarina yansiyan, yurt disina gonderilen Ogrencilerin se¢imi meselesinde asil konu segilen
ogrencilerin belirli bir olgunlukta olup olmamalaridir. Elgiliklerden ve miifettislerden gelen raporlarda
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da yas sorunu vurgusu 6ne ¢ikmaktadir. Ornegin; Berlin Biiyiikel¢iligi’nin 1925 tarihli raporunda kiigiik
yasta Ogrenci gonderilmesinin dogru olmadigi, milli terbiyesini almis 6grencilerin gonderilmesinin
dogru oldugu belirtilmistir. Ayrica rapor, yurt disina dgrenci génderilmeden dnce istanbul’da 6 ay veya
1 sene siireyle hazirlik kurslar1 almasmin gerektigini, burada Fransizca ve Ingilizce dillerinin takviyesi
ve Avrupa gorgii kurallarina dair derslerin verilmesini, 6zellikle Anadolu’dan gelen 6grencilerin
Istanbul’da biiyiik sehir hayatina uyum saglamuis olarak, Avrupa’ya gonderilmesinin onlarin bagarilarini
arttirmada 6nemli oldugunu sdylemektedir (BCA, 180.09.0.0 / 34.181.1).

1926 yilinda Fransa’da bulunan miifettis Kemal Za’im Bey’in 6grencilerle ilgili raporunda ise gerek fen
gerek edebiyat fakiiltelerine devam eden 6grencilerden en sikintili vaziyette bulunanlarin dariilfiinun
mezunlar1 ve 6gretmenlik yapmis olanlarin olusturdugu belirtilmektedir. Raporda Fransa’da diizenli bir
ogrenimde bulunabilmek i¢in esaslica hazirlik devresine ihtiyag oldugu ve bunun igin de 6grenime liseye
belirli bir olgunluktan sonra gelip yurt disindaki liselere devam etmeleri gerektigi belirtilmektedir
(MVM, 1926).

1927 yilinda yaymlanan“Ecnebi Memleketlere Gonderilecek Talebe Talimatnamesi’ne bu konuda
yasanan sorunlar géz oniine alinarak Avrupa meslek okullarina, ortaokul 6grenimini bitirmis olanlarin
ve Avrupa 6gretmen okullarina ise lise veya ilk 6gretmen okulunu bitirmis olan gengler gonderilmesi
kurali konulsa da, 6grencinin olgunlugu konusu sorun olmaya devam etmistir. Ayni tarihte yayimlanan
bir bagka yazida, meslek dgretmeni yetistirmek iizere Avrupa’ya gonderilecek 6grencilerden erkeklerin
lise mezunu, kizlardan bicki ve dikis i¢in gideceklerin ortaokul mezunu ve yasi on altiyr gegmemesi
sartt (Maarif Vekaleti Tebligler Mecmuasi, 1927) bulunmasi karari bu talimatnamenin somut
gostergesidir. Ancak, Kemal Za’im Bey’in ortaya koydugu belirli bir olgunluktaki 6grencilerin,
oncelikle gittikleri {ilkenin liselerine devam etmeleri gerektigi sorunu, 1929 yilinda kabul edilen 1416
sayili kanunla, lise ve iizeri okul mezunlarmin gonderilmesiyle kismen giderilmis olsa da, 1930
tarihinde diizenlenen miifettigler toplantisinda “Ggrencilerin gidecekleri {ilkelerdeki liselerde iki yil
kaldiktan sonra dariilfiinunlara gegmeleri” (MVM, 1930) gerektigi talepleriyle devam ettigi
sOylenebilir. Bu 6neri olgunluk sorununa bir ¢6ziim adimi olarak degerlendirilebilir. Her ne kadar 1416
sayill Kanun’la lise ve {izeri 6grenime sahip Ogrencilerin gidecegi kararlastirilsa da,1938 yilinda
gazetede verilen bir ilana gore, ortaokul mezunlarinin da 6grenim igin yurt disina gonderilebildigi
goriilmektedir. Ornegin, Denizbank makine ve insaiye miihendisi yetistirmek iizere Avrupa’ya
gonderecegi dgrencilerin esasl bir 6grenim ve staja tabi tutulabilmesi i¢in ortaokul mezunlarinin dahi
basvurabilecegini duyurmustur (Cumhuriyet, 1938).

Ogrencilerin yast ve olgunlugu sorunu Berlin Biiyiik Elgiligi'nin 1940 tarihli raporunda da
goriilmektedir (BCA, 30.10.0.0 / 142.14.8). Buna gore, Berlin’de bir Ogrenci Cemiyeti kurdurulmus,
kuliip binasinda 6grencilere oturacak yer, radyo, goriisme salonu, gazete ve ekonomik olarak zor sartlara
ragmen cay i¢me olanag1 dahi saglanmistir. Elgilik, 6grenciler igin tesis etmis oldugu bu sosyal mekana
ragmen Ogrencilerin sehrin seckin kahvelerinde gen¢ kizlarla oturanlarinin, sinema ve barlarda
dolasanlarinin epeyce oldugunu belirtmektedir. Bunlarin baslica nedenleri olarak, dgrencilerin iyiyi
kotiiyi fark edecek yasta olmamalarini, ¢ok geng olmalarini, Almanya’ya nigin geldiklerinin fark edecek
Ogrenim Ve olgunluk derecesinde olmamalarini ve ellerine fazla para gegmekte olmasini gdstermektedir.
Raporda gelen 6grencinin 30 yasindan asagi olmamasi gerektigi bildirilmektedir. Hatta ¢ok geng gelen,
senelerce Almanya’da oturan ve biisbiitiin Avrupa’da yetismis olanlardan memleketin simdiye kadar,
miistesnalar harig, fayda gormedigi belirtilmektedir. Her ne kadar “Bati iilkelerine lise ve yiliksekokullar
mezunlar1 arasindan se¢im yapilmistir” denilse de boyle bir uygulamanin, baz1 6zel sirket ve
kuruluslarin yurt digina dgrenci gonderilmesi smavlarinda ortaokul mezunlarindan da 6grenci almast
nedeniyle kismen uygulandigi soylenebilir.

Dil Problemleri

Cesitli tilkelere 6grenim gormek igin gonderilen Ogrencilerin, gittikleri iilkenin egitim dilini bilme

diizeyleri onlarin okul basarilarinmi etkilemistir. Bu durum ¢esitli toplantilarda da goriisiilmiis ve yeni

diizenlemeler yiiriirliige konulmustur.

1929-1930 yili teftis islerinin sonucunda gergeklestirilen miifettisler toplantisinda Avrupa’daki

ogrencilerin ¢ogunlukla gorevlerine dikkat ettikleri, 6grencilerden en ¢ok basarili olanlarin matematik

ve fen dgrencileri, en zorlananlarin ise 6grenim gordiikleri alanin iyi bir lisana ihtiya¢ duymasi nedeniyle

tarih ve edebiyat 6grencileri oldugu belirtilmektedir. Ayrica 6zellikle dil 6grenimine gonderileceklerin

Ogrenim gorecegi dili bilmesi ve bu surette o dili 6grenmeye olan yeteneginin goériilmesi gerektigi
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vurgulanmaktadir (MVM, 1930). Dil problemiyle ilgili olarak 1929 yilindaki bir yazida, Almanya’da
iiniversitelerin 6grenci kabul sartlarinin degistigi ve lisan 6grenmeye ayrilan iki somestr siiresinin yeterli
olmadig1 belirtilmektedir. Alman 6grencilerin bile asgarl doktora siiresince veremedigi imtihanlari,
giden 6grencilerin en kisa miiddet zarfinda vermekle miikellef tutulmasinin imkansizligi anlagilarak, bu
durumun ¢6ziimiine yonelik olarak yeni bir 6grenim plani olusturulmustur (TTKK, 1929).

Bir taraftan yapilan teftisler sonucunda sorunlar ve ¢6ziimleri ortaya konulmaya calisilsa da dil sorunu
dgrencilerin karsilastiklar1 ve basarisiz olduklar: 6nemli bir konudur. Ornegin; Nazim Sami, Fransa’ya
Ticaret 6grenimi goérmek iizere gonderilmistir. Bulundugu okul miidirliginin Paris Mintika
Miifettisligine gonderdigi mektupta bilgisinin yetersiz ve Fransizcasinin da zayif oldugunun bildirilmesi
sonucunda miifettigligin bu dogrultudaki yazisi iizerine geri ¢agrilmasina karar verilmistir (TTKK,
1932).

1932 yilinda Bina dogramaciligi ve sinai resim 6grenimi i¢in Prag’a {i¢ 6grenci gonderilmistir. Talim
ve Terbiye Kurulu’nda Elgilikten ve Berlin Ogrenci Miifettisliginden gelen yazilar uyarinca bu ii¢
ogrencinin de Cekce 6grenmek zorunda olduklari, Cekgeyi 6grenmenin zor oldugu, bu dilde yeterince
mesleki yayin olmadigi ve 6grencilerin bu sahada bilgilerini artirmak i¢in Almanya’ya nakil edilmeleri
gortsiilen sorunlardan birisidir. Kuruldan iki tiyenin (A.Haydar Bey ve M. Resat Bey) Prag’da kalma
isteklerine karsin ¢ogunluk kararla 6grencilerin Almanya’ya nakillerine karar verilmistir (TTKK,
1933).

Okula ve Cevreye Yonelik Tutumlar

Ogrencilerin gittikleri iilkelerin sosyo-kiiltiirel yasamia uyum saglamalarinda ve basarili olmalarinda
kuskusuz tutumlar1 6nemli bir rol oynamaktadir. Bazi 6grencilerin tutumlart gidilen iilkeye yonelik
olumsuz bi¢imdeyken bazi1 6grencilerde ise okula ve cevreye yonelik olarak olumsuz bigimde
gelismektedir. Her ne kadar kokeninde maddi sorunlar varmig gibi goziikse de Ggrencinin gevreye
yonelik tutum ve davranislarinin sonucu bazi olumsuz olaylar gerceklesmistir. Ornegin, dgrencilerin bir
kismi ev sahiplerine ay sonunda kira 6demeleri gerekirken, ay sonunda geceleyin evi bosaltarak baska
bir eve tasian ve her ay bunu yapan 6grenciler bulunmaktadir. Bu durumda olan 6grencilerin ¢ogu
mahkemelik olmustur (BCA, 30.10. 0.0 / 141.9.14).

Gidilen iilkeye yonelik tutuma, 1930 yilinda yapilan miifettisler toplantisinda belirtilen, dgrencilerin
kiiciik milletlerin lisanin1 layikiyla 6grenmeye ilgi ve istek duymadiklari igin Macaristan ve
Cekoslovakya’ya Tarih ve filoloji miistesna olmak {izere génderilmemesi istegi 6rnek olarak verilebilir
(MVM, 1930).

Bazi Ogrenciler ise okula yonelik olumsuz bir tutum gelistirmisler ve sorumluluklarini yerine
getirmemislerdir. Ornegin; Bahattin Efendi, Bruxelles’e makine grenimi icin gonderilmistir. Miifettis
Salih Zeki Bey’in kendisine yaptig1 uyarilara ragmen hayatini diizenleme ve okula devam konusunda
sorumluluklarin1 yerine getirmediginden, kendisinden bir fayda beklenmedigi diislincesiyle geri
cagrilmasma karar verilmistir (TTKK, 1930). Benzer bigimde askeri fabrikalar umum mudirligi
hesabina Almanya’da 6grenimde bulunan Suavi Naili’nin, okula yonelik olumsuz tutumu sonucunda
152 saatlik devamsizligi olmustur ve Almanya’da daha fazla kalmasinda bir fayda goriilmeyerek geri
cagrilmasi kararlagtinnlmistir (TTKK, 1931).

Derslerden Basarisizhik

Yurt disina 6grenim i¢in gonderilen Sgrencilerin dgrenim planlarinda yer alan derslerden basarili
olamamalari1, 6grenim planlarinda ve siirecin isleyisinde aksakliklar yasanmasina yol agmugtir. 1925
tarihli Berlin Biiyiikelgiligi’nin raporuna gore Italya’da bulunan 6grencinin, miifettisin kontroliinde
tutulmasinin 6énemli oldugu belirtmistir. Ayrica derslerine devam etmeyerek, basarili olamayan
Ogrencinin derhal geri ¢agrilmasi ve bu hususta almmacak kesin bir kararin 6grenci {izerinde etkisini
gosterecegi, bir iki 6grencinin memlekete iadesinin tiim 6grenciler igin bir ders olacagi savunulmaktadir.
Bunlarin memuriyete alinabilmesi i¢in her dairenin kendi 6grencisine her ii¢ ayda bir imtihan belgelerini
6grenci miifettigligine ibraza mecbur tutulmas: gerektiginin 6nemi belirtilmektedir (BCA, 180.09.0.0 /
34.181.1).

1925 yilinda Nihat Ali Bey, Iktisat Vekaleti hesabma Fransa’ya Siyasal Bilimler &grenimine
gonderilmistir; ancak 1931 yili itibariyle diploma smavinda basarisiz olmus ve &grenimini
tamamlayamadan geri ¢agrilmistir (TTKK, 1931). Benzer bigimde 1925-1926 yilinda kendi hesabina
Belgika’da Anvers’te Ticaret Yiiksekokulu’nda bulunan Sileyman Faik, hakkindaki okul idaresinin
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mutalaast ve Yiiksek Ogrenim Umum Miidiirliigii’niin tezkeresi sonucunda &grenime devaminda bir
fayda olmadigi anlasildigindan geri cagrilmistir (TTKK, 1928).

1927 yilinda Server Hanim, Vekalet hesabina tarih 6grenimi gérmek i¢in Fransa’ya gonderilmistir.
Dariilfiinun mezunu olmasina karsin, Fransa’da Aix Lisesi’ne ve sonra Universite’sine girmistir. Ancak
1930 yili itibariyle bir sertifika bile alamadigi igin, geri c¢agrilip, Ogretmenlik goérevi verilmesi
kararlastirilmistir (TTKK, 1930).

1928 yilinda Sadiye Abdurrahman Hanim, Vekalet hesabina felsefe lisans1 yapmak {izere Bordeaux
Universitesi'ne gonderilmistir. Kendisi {i¢lincii sertifikasin1 almak iizere girdigi umumi felsefe ve
mantik imtihaninda {i¢ defa iist iiste basarili olamamustir. Ugiincii sertifikasini aldig1 takdirde dérdiincii
sertifika icin 1933 Temmuz aymna kadar miisaade edilmesine, basarili olamadigi takdirde geri
cagrilmasina karar verilmistir (TTKK, 1932).

1928 yilinda Hamdi Ragip (Atademir) ve Nurettin Sitki Efendiler, Felsefe ve Edebiyat 6grenimi igin
Fransa’ya gonderilmislerdir; ancak 1931 yilina kadar higbir sertifika alamadiklari i¢in ve o yi1l yapilacak
siavlarda da bir basar1 elde edemezlerse geri ¢cagrilmalarina karar verilmistir (TTKK, 1931).

1928 yilinda Fuat Cahit, Hiiseyin Sadi, Enver Ziya (Karal) ve Dervis Ibrahim Efendiler, Tarih-Cografya
Ogrenimi i¢in Fransa’ya gonderilmiglerdir. 1931 yilina kadar hicbir sertifika alamadiklari i¢in ve o yil
yapilacak sinavlarda da bir basari elde edemezlerse geri cagrilmalarina karar verilmistir (TTKK, 1931).
1929 yilinda Hiiseyin Remzi Bey Vekalet hesabina matematik 6grenimi igin gonderilmistir. Remzi Bey
hem lise hem de iiniversite egitimine génderilmistir. ilk y1l lisede lisan 6grenmekle gecirmistir. Lise ve
iiniversite O6grenimlerinde almasi gereken sertifikalarin hi¢ birisini alamadigindan ve 1934 yilinda
Ogrenim siiresi sona ereceginden 6grenime devaminda bir fayda beklenmedigi i¢in geri cagrilmigtir
(TTKK, 1934).

1929 yilinda iktisat Vekaleti namina Hayri Aziz, Nancy sehrinde “Ecole Nationale des Eaux et des
Forest’de Ormancilik 6grenimi i¢in gonderilmistir. Ancak birinci sinifta kalmasi ve Miifettis S. Zeki
Bey’in hakkinda hazirladigi matematik bilgisindeki yetersizlikler, okulu bitiremeyecegine dair raporu
sonucunda, Fransa’da 6grenime devaminda bir fayda olmayacagi diistiniilerek geri ¢agrilmistir (TTKK,
1931).

Fuat Efendi 1930/31 yilinda Marsilya’da Ticaret 6grenimindeyken birinci sinifinda kalmis ve bu
nedenle tahsisati kesilmistir; ancak bir sene kendi hesabina 6grenimine devam ederek sinifini gectiginde
tekrar Vekalet hesabina alinmasi kararlastirilmistir (TTKK, 1931).

Derslerinde basarisiz olmamasina kargin, mezuniyet sinavinda basarili olamayip geri ¢agrilanlar da
bulunmaktadir. Nihat Ali 1925 yilinda, iktisat Vekaleti hesabina Fransa’ya Siyasal Bilimler 6grenimine
gonderilmistir; ancak 1931 yili itibariyle diploma sinavinda basarisiz olmus ve geri ¢agrilmistir (TTKK,
1931).

Vekilet, 6grenim planinda belirtilen tarihlerde sertifika alamayanlar1 geri ¢agirdigi gibi bazilarinin da
kendi hesaplarina 6grenimlerine devam etmelerine izin vermis ve hatta tekrar Vekéalet hesabina alinmak
isteyenlerin bu isteklerini kabul etmistir. Ornegin; Hiiseyin Sadi, 1928 yilinda Vekalet hesabina Tarih
ve Cografya Ogrenimi gormek lizere Fransa’ya gonderilmistir. 1931 Ekim ayma kadar sertifika
alamamas1 sonucunda tahsisati kesilmig ve 1934 yilina kadar kendi hesabina 6grenimine devam ederek
“Esthétique” ve “Géographie” sertifikalarini almistir. 1935 Kasim ayina kadar tahsisat verildigi takdirde
lisansini tamamlayacagini beyan etmesi iizerine Vekalet, kendisinin aldigi bu iki sertifikadan bagka
“Géographie  Physique” ve“Histoire Modern et Contemporaine”  sertifikalarini  alarak
lisansinitamamlamasi yoniinde karar almistir (TTKK, 1934).

Saghk Sorunlari

Her ne kadar Ogrencilerin gonderilme kosullar1 ararinda saglik raporu olsa da Ogrenciler
hastalandiklarinda, maddi kosullari sonucunda zor giinler yasamislardir. Berlin Biiyiikel¢iligi’nin 29
Aralik 1926 tarihli raporunda, disi agriyan bir 6grenci yeteri kadar parasi olmadigi i¢in doktora
gidememis ve rahatsizlig1 6lme noktasina gelmistir. Elgilik tarafindan 6grenci 400 mark gibi bir bedel
Odenerek ameliyat edilmek durumunda kalimmistir. Ayrica birgok 6grencinin agir rahatsizliklarmi kendi
ikamet ettigi evlerinde gegirdigi belirtilmektedir (BCA, 30.10.0.0 / 141.9.14). Dolayisiyla 6grencilerin
ciddi saglik sorunlarinin sonucunda derslerinde sikintilar yagadigi sOylenebilir. Bu sikintilar1 daha
siddetli bicimde yasayarak, &grenim siiresini planlanan siirede saglik nedenlerinden dolay1
bitiremeyenler de bulunmaktadir ve bu durumda olanlarin basari durumlarina gére 6grenimlerine devam
edip etmeyeceklerine dair kararlar almmustir. Ornegin; Maarif Vekaleti hesabina Paris’te felsefe
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Ogrenimi gormek iizere 1928 yilinda gonderilen Tevfik Bey, 1932 yilinda gecirdigi apandisit ameliyati
sonucu sertifika imtihanina girememis ve 6grenim siiresi 1933 Aralik ay1 sonuna kadar uzatilmigtir
(TTKK, 1933).

1928 yilinda Vekalet hesabma matematik ogrenimi gdérmek {izere Liitfi Ismail Bey, Fransa’ya
gonderilmistir. Hastaligindan dolay1 kendisine bir yil izin verilmis ve 6grenim siiresinin sonu olan 1934
yili1 sonuna kadar almasi gereken ii¢ sertifikadan ikisini alabilmis ve lisansini bitirememistir. Paris
mintikas1 6grenci miifettisligi tarafindan 6grenim siiresinin uzatilmasi veya geri ¢agrilarak Yiiksek
Ogretmen Okuluna alinmasi ve son sertifikasim Tiirkiye’de almasi bildirilmistir. Ancak Vekalet
tarafindan Liitfi Ismail Bey’in son sertifikasini alarak lisansim bitirmek iizere kendi hesabina okumak
istedigi takdirde bir y1l daha Fransa’da kalmasina izin verilmis ve bu siire i¢inde de lisansin1 alamadigi
takdirde geri cagrilmasi ve hakkinda takibat yapilmasi kararlastinlmistir (TTKK, 1935).

Saglik sorunlar1 nedeniyle Avrupa’ya 6grenim icin gitmek iizere agilan sinavlarda basarili olsalar bile
gidemeyenler, gitmeleri ertelenenler de bulunmaktadir. 1931 yilinda Askeri Fabrikalar Genel
Midiirliigii hesabina Avrupa’ya goénderilecek Ogrenci sinavinda basarili olan Saldhattin Beyin,
rahatsizligi nedeniyle Cerrahpaga hastanesinin vermis oldugu rapor sonucunda, “viicudunu
kuvvetlendirinceye kadar” Avrupa’ya gonderilmesi ertelenmistir (TTKK, 1931).

Yurt disinda egitimini siirdiiren 6grencilerin bir kismi1 rahatsizligi nedeniyle 6grenimini yarida kesme
durumunda kalmis ya da bu karar Vekalet tarafindan kisinin aldig1 egitim yeterli goriilerek, 6grenci geri
cagrilmistir. Ornegin, Maarif Vekaleti hesabma Lyon’da matematik 6grenimi goren Giilfeza Mehmet
Hanim, cesitli sertifikalar alarak lisansin1 yapmus ve ilave olarak da Genel Fizik sertifikasi igin
Ogrenimine devam etmis ve 6grenimine baglayacagi sirada, yaz tatilinde gecirdigi bogaz ameliyatinin
kendisini zayif diisiirmesi sonucunda sertifika imtihana girememis ve 6grenimi yeterli goriilerek geri
cagrilmistir (TTKK, 1933).

Latfii Efendi, Vekalet hesabina Fransa’da Montpeiller Lisesi’'nde dgrenime gonderilmistir; ancak
cigerlerinden rahatsizlanmasi sonucu istanbul Cerrahpasa hastanesinde tedavi gérmiis ve alt1 ay daha
dinlenmeye ihtiyaci olmasi sonucunda, bir sene i¢inde iyilesmesi durumunda miiktesap hakki sakli
kalmak sart1 ile izinli kabul edilmis ve bu siirede kendisine herhangi bir tahsisat verilmemesi
kararlagtirtlmistir (TTKK, 1931).

Vekalet hesabina matematikogrenimi i¢in 1929 senesinde Almanya’ya gonderilen Mehmet Siikrii
Efendi, 6grenim planina gore 1934 yaz somestresinde ogrenimini bitirmesi gerekirken hastalanarak
uzun siire hastanede yatmis, bu esnada Yahudi olan profesérii Alman hiikiimeti tarafindan isten
cikarilmis ve bu sebeple eski profesoriiniin yanina gonderilmis olmasindan dolayr imtihanindan
geciktigi i¢in, 6grenim siiresi 1935 yaz donemine kadar uzatilmigtir (TTKK, 1934).

1928 yilinda Tarih-Cografya 6grenimi icin Almanya’ya gonderilen Edirne Lisesi mezunlarindan
Stileyman Sami Beyin, saglik durumu koétilesmeye baslayinca, hem doktor kontrolleri hem de
Vekalet’in emri iizerine orada bir heyet tarafindan yapilan muayene sonucunda &grenime devam
edemeyecegi anlagilarak, Tiirkiye’ye donmiistiir. Ancak maasi1 diizenli olarak Disconto-Gesellschaft
bankasina gonderilmis ve 6grenime devam edemeyecekse, bos yere maas tahakkuk ettirilmemesi
yoniinde Miifettis Izzet Bey, Vekalete 02.11.1929 tarihli bir yazi gdéndermistir (BCA,180.09.0.0 /
43.222.1).

Oyle ki yurt disina 6grenimine gidip, yasamini kaybeden 6grenciler de bulunmaktadir. Ornegin, 1924
yilinda istanbul Sanayi Nefise Mektebi mezunu Belkis Hanim, Resim 6grenimi i¢in Almanya, Berlin’e
gonderilmigtir, ancak 1925°te vefat etmesi sonucu 6grenimini tamamlayamamugtir (BCA, 180.09.0.0 /
34.181.1).

Evlilik

Yurt disina dgrenim igin gonderilen Ogrencilerin, gittikleri iilkelerde veya somestr donemlerinde
Tiirkiye’ye doniislerinde evlenmeleri 6grenim planlarini aksattigi gibi, yabanci bir kadinla evlenmeleri,
onlarin 6grenim parasinin kesilmesine ve 6grenciliginin son bulmasina yol agmustir. Ornegin; Nasth
Bey, Dariilfiinun Tip Fakiiltesi adina Belgika’ya tip Ogrenimine gonderilmistir. Ancak Briiksel
Maslahatgiizarliginin resmi yazisi ve belgesi ile Avrupa 6grenci miifettisi Tevfik Bey’in yazisiyla
Belgika’da yabanci bir kadinla evlendigi anlasildigindan Memurin Kanununun 4. maddesi uyarinca
devlet hizmetinde istihdamina imkan kalmadigi icin tahsisatinin hemen kesilmesi ve kendisinden
tazminat alinmak tizere hukuki siirecin baslatilmasi istenilmistir (TTKK, 1931).
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Ailevi Nedenler

Kendi hesabmna giden 6grencilerden bir kismu ailesinin maddi zorluklart sonucunda 6grenimlerine
devam etme sorunu karsisinda vekaletlere bagvurarak, kendilerinin 1416 sayili kanun kapsamina alinma
isteklerini bildirmislerdir. Dolayisiyla 6grencilerin ailevi nedenlerden dolay1 igine diistiikleri durum bu
baslik dahilinde degerlendirilebilir. Ornegin, 1925 yazinda kendi hesabma Almanya’ya makine
miihendisligi 6grenimine giden Ziya Saffet Bey, 1925-1926 kis déneminde Iktisat Vekaleti hesabina
almmustir. 1930 yilinda 6grenimini bitiremedigi icin tahsisati kesilerek geri cagrilmasma karsin,
annesinin yardimiyla 6grenimine devam etmis ve 1931 yilinda insaat miithendisligini bitirerek yurda
donmiistiir (BCA, 180.09.0.0 / 44.228.1).

Kendi hesaplarina yurt disina 6grenime gidip mali vaziyetlerinin uygun olmamasi nedeniyle ii¢ 6grenci
Cenan Zihni, Vedide Baha ve Giizin ihsan Hanimlar hiikiimet hesabina alinmislardir ve bu 6grencilerden
Vedide Baha Hamim daha sonra Istanbul pedagoji kiirsiisiiniin gelisiminde onemli katkilarda
bulunmustur (TTKK, 1929).

Maarif Vekaletine bagvurarak kendilerinin 1416 sayili yasa kapsamina alinmasi isteyenlerin bir kismi
kabul edilirken bir kismi da kabul edilememistir. Ornegin CHP Genel Sekreteri Recep Bey (Peker)’e,
Paris’te miihendislik 6grenimi goren Seref Bey’in 6greniminin son zamanlarinda babasinin diistiigii
ekonomik kriz tizerine devlet hesabina alinmasi i¢in yazdigi mektuba Nafia Vekilligi, yeniden 6grenci
alimmasi i¢in Maarif Vekaleti biitgesinin uygun olmadigi ve ecnebl memleketlerde bulunan 12 6grenciye
bile kifayet etmeyecegi gerekgeleriyle olumsuz yanit vermistir (BCA, 490.01.0.0 / 1190.170.2).

SONUC

Cumhuriyetin erken dénemi egitim politikalarinin ayrintili, planl, ilkeli, yasa ve yonetmeliklere dayali,
tilkenin ¢ikarlar1 dogrultusunda hazirlandigi sdylenebilir. Ancak bu politikalardan biri olan yurt disina
ogrenci gonderilmesi politikasinda 1929 yilina kadar istenilen verimin elde edilemedigi goriilmektedir.
Kuskusuz bunda yurt dis1 gibi ¢ok yonlii ve karmasik olan bir siirecin, kontrol edilebilirliginde yasanan
sikintilarin belirleyici oldugu yadsinamaz bir gergekliktir. Ulkedeki simirli sayidaki miifettislerle yurt
disindaki 6grencilerin denetlenmesi islerinde de sorunlar yasanmasinin kaginilmaz oldugu séylenebilir.
Her ne kadar bu siirecte aksakliklar ve sorunlar yasansa da, diizenli olarak bu siire¢ devam etmis, dig
politikada takip edilen “yurtta barig diinyada baris” ilkesinin ve iilkenin ihtiya¢ duydugu alanlarda
yetistirilecek uzman ve 6greticilerin daha iyi yetigmeleri i¢in, génderilen {ilkenin ve kentin bu ihtiyaci
karsilaylp karsilamayacagi durumunun belirleyici oldugu séylenebilir. Ayrica yeni kurulan
Cumhuriyetin diinyayla biitiinlesme, yenilikleri yakindan takip etme ve kendisi igin yararli olan1 elde
etme ¢abasi igerisinde olma diisiincesinin de rolii yadsinamaz.

Yurt disina gonderilen 6grencilerin sorunlart kendilerinden kaynaklanan (i¢ faktorler) ve kendi
kontrolleri disinda (dis faktorler) gelisen bir siire¢ olarak iki boyutta degerlendirilebilir. Yurt digina
gonderilen Ogrencilerin karsilastiklart sorunlarin basinda, Elgiliklerin ve miifettis raporlarina da
yansidig1 gibi, i¢ faktorlerden biri olan dgrencilerin belirli bir olgunluga erismeden kii¢iik yaslarda
gonderilmesi sorunun geldigi sdylenebilir. Ikinci olarak karsilasilan sorunlar, dil problemi yiiziinden
derslerden basarisizlik, okula ve ¢evreyle iligkili uyum sorunlarinin yaganmasi sorunlar1 gosterilebilir.
Uciincii olarak dgrencilere ddenen aylik maaslarin zamaninda almamamasi karsisinda grencilerin
distiigii ekonomik sikintilar gosterilebilir. Bunun sonucu olarak égrencilerin bulunduklar iilkelerde
borglanmalari, kiralarim1 6deyememeleri, mahkemelik olmalari, saglik sorunlarmi ¢oziimleyememeleri
gibi durumlarin yasandig1 sdylenebilir. Bu ii¢ durumu da i¢inde barindiran dérdiincii sorun, &grenim
icin gonderilen iilkenin sosyal, siyasal ve ekonomik kosullar1 gosterilebilir. Bu sorun, dgrencilerin
iilkenin bu kosullarima uyum saglamalarinda 6nemli bir sorun olabildigi gibi, maaslarindaki artis ve
azalmalar1 belirleyen, 6grenimlerinin yarida kalmasma neden olan bir 6zellige de sahiptir. Ayrica
Vekaletler disindaki valilikler ve belediyelerin 6grenim igin yeterince biitge ayirmamalart ve
Vekaletlerin birbirinden farkli 6grenim ticreti vermeleri de diger bir sorun olarak degerlendirilebilir.
Bunlarin yan1 sira 6grenim goriilen iilkedeki hayat pahalilig1 veya ucuzlugu alinan ticretlerin yildan yila
farklilasmasina neden olmustur. Besinci sorun, gonderilen {iniversite ve okuldaki isleyisle birlikte
ogrencilerin kendilerine sunulan okuma planlaridir. Bu planlarin saglikli isleyisi gonderilen {iniversite
ve okulun 6grenim siiresinde hazirlik olup olmamasina, tatil donemleri, ders gegme sistemleri ve
danigsman atamasi gibi degisikliklere, okulun tasinmasi, derslerden basarisizlik ve devamsizlik gibi
durumlara bagli olmustur. Son olarak yurt disindaki 6grencilerin saglik sorunlari, 6liim durumu, ailevi
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sorunlar ve medeni hallerindeki degisiklikler de diger 6nemli sorunlar olarak gosterilebilir. Her ne kadar
yurt disina gonderilen 6grencilerden tam tesekkiilli bir hastaneden saglik raporu istenilse de, yurt
disindayken yasadiklar1 saglik sorunlari, &grenimlerinin yarida kesilmesine veya tamamen
birakilmasina neden olmustur. Ayrica 6zellikle kendi hesabina yurt disina 6grenime gelen dgrencilerin
cesitli nedenler sonucunda diismiis olduklart ekonomik sikintidan kurtulmalari i¢in Vekaletlere
yaptiklar1 bagvurularin bir kismi kabul edilmis, bir kismi ise kabul edilmemistir. Vekalet hesabina
almanlar, asil 6grencilerin aldiklar ayligin yaris1 kadar bir aylik maas almalaria karsin, iki 6grenci
grubu da ayni yiikiimliiliiklere tabi olmuslardir. Ayrica Vekaletler disindaki valilikler ve belediyelerin
Ogrenim icin yeterince blitge ayirmamalart ve Vekéletlerin birbirinden farkli 6grenim iicreti vermeleri
de 6grencilerin bulunduklari iilkelerde “sefalet ve zaruret i¢inde ezilmelerine” neden olan, kendilerinden
kaynaklanmayan faktorler arasinda gosterilebilir.
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